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Utilising the EntreComp Framework, critically evaluate your own creativity 
and enterprise and consider how you might be able to develop the creative and enterprising skills of primary learners through your own pedagogy.

Employers are emphasising the “vital importance of promoting creativity and innovation” (Robinson, 2017, p. 2) and it is important that the curriculum reflects the needs of employers for young people to “move smoothly and successfully into employment” (Donaldson, 2015, p. 7). With a demand for individuals to possess ‘soft skills’ including creativity, there has been an international shift towards a “more skills-based curricula” focusing on essential competences (Welsh Government, 2013, p. 14). Furthermore, the Welsh school system recognises the importance of creativity and enterprise for young people, with Donaldson (2015, p.l 28) stating they are “central features of modern life that should be developed and extended throughout a school career” (Donaldson, 2015, p. 28). One of the four purposes of the developing curriculum is to enable children to become ‘enterprising, creative contributors’. The curriculum will also emphasise lifelong learning which NACCCE (1999) and Kinsella and Fautley (2017) believe has strong links to creativity. The Entrepreneurship Competence Framework (Bacigalupo et al., 2016, p. 5) has been developed with the aim of establishing “a bridge between the worlds of education and work”. The framework breaks down ‘entrepreneurship’ into various competences, providing a progression model which will be used in this essay to evaluate and set targets for personal creativity and enterprise skills whilst also considering how to move learners forward.
 In terms of education distinctions are made between ‘enterprise’ and ‘entrepreneurship’. Enterprise focuses on equipping learners with the ability to generate ideas and the skills to make them happen whereas entrepreneurship “takes the next leap” by building on these skills and applying them to business ventures (QAA, 2018, p. 3). Horne (2000, p. 1) argues the “traditional definition of entrepreneurship is out of date” and we should instead, adopt an ‘enterprise culture’ within schools. 

It appears to be a well-established view that we live in a time of unprecedented change (Horne, 2000; Cremin and Barnes, 2010; Barnes, 2015; World Economic Forum, 2016a; Robinson, 2017). Thus, we need to think in terms of education for the unknown (Perkins, 2012). However, according to Perkins (2012) 90% of what we teach is insignificant knowledge that children will not encounter again. The World Economic Forum (2016a) estimate that 65% of children today will find themselves in jobs that do not currently exist. “The ability to live with uncertainty and deal with complexity is essential” and creativity helps develop the skills needed for “a rapidly changing world” (Cremin and Barnes, 2010). This ‘rapid change’ will require individuals to be “flexible” with “a new set of skills and attitudes” (Horne, 2000). Through ‘entrepreneurship’ schools may be able to equip children with the skills and attitudes needed for the future, as Bacigalupo et al. (2016) list creativity and coping with uncertainty as key aspects of entrepreneurship. The European Commission (2006, p. 13) identifies “a sense of initiative and entrepreneurship” as a key competence needed for a knowledge-based society whilst the World Economic Forum (2016b) believes that ‘creativity’ is one of the key competencies required for success in the 21st Century with ‘innovation’ and ‘curiosity’ being qualities young people will need to possess. 

Creativity is a “broad” and “abstract” concept that is open to interpretation (Beetlestone, 1998, p. 1) which has led to varying definitions. The Oxford English Dictionary simply states that creativity is “to create – to bring in to existence” however, this definition may not do justice to the ‘process’ that is creativity (Duffy, 1998; Kinsella and Fautley, 2017). Duffy (1998, p. 16) suggests that definitions themselves may “limit creativity” and restrict it to the arts, causing creativity to become “misunderstood” (Kinsella and Fautley, 2017) as creativity is fundamental “in all areas of everyday life” (NACCCE, 1999). Definitions may also be ‘elitist’ (Duffy, 1998; NACCCE, 1999) and should instead recognise that everyone can be creative, and this can be harnessed in schools across all subjects (Duffy, 1998; Kinsella and Fautley, 2017; Robinson, 2017). NACCCE (1999) aimed to create a ‘democratic’ definition built on the four purposes of creativity: imagination, purpose, originality and value. Creativity in their view is “imaginative activity fashioned so as to produce outcomes that are both original and of value” (NACCCE, 1999, p. 29). Duffy (1998, p. 18) describes creativity as a more personal process that involves “connecting the previously unconnected in ways that are new and meaningful to the individual concerned”.

There is some discussion around whether creativity is learned or innate. Whilst Land and Jarman (1993) and Robinson (2007) believe that we are naturally creative and this creativity declines with age, De Bono (1992, p. 17) argues “creativity is not natural to the brain” and instead needs to be taught through techniques. Research seems to suggest that although creativity could be a cognitive process, some people are more predisposed to creative traits (Roberts, 1997; Piaget cited in Duffy, 1998; Dacey and Lennon, 1998). Cremin and Barnes (2010, p. 359) state the importance of distinguishing between ‘Big C creativity’ (Gardner 1993a and b) with “studies of highly creative individuals” and ‘little c creativity’ (Craft 2000, 2001) which looks at the ability “ordinary people” have to “innovate and take action” (Cremin and Barnes, 2010, p. 359). Based upon this, Grigg (2010, p. 103) suggests creativity can be seen as a “continuum”. 

Being creative is said to be “essential for survival” however, it is being “neglected” in schools (Fryer, 1996, p. 1). This may be due to pressures that teachers face such as meeting targets (Woods, 1995, Cremin and Barnes, 2010; Donaldson, 2015; Robinson, 2017; Kinsella and Fautley, 2017). Other reasons for a lack of creativity in schools could be:
· Limited time (Kinsella and Fautley, 2017)
· 3Rs – “Creative tasks are often perceived to be of lesser importance than reading, writing and number work” (Beetlestone, 1998, p. 24)
· Teachers may feel they are “not skilled enough” (Duffy, 1998, p. 102)
· Educational conformity (Sommer and Sommer, 2014)
· Creative children seen as ‘troublesome’ (Duffy, 1998, p. 77)
· Challenges of assessment (Lucas, Claxton and Spencer, 2013)
Despite the challenges, Beetlestone (1998, p. 26) states that “creativity continues to flourish, because teachers are aware of the way in which it enriches children’s lives”. Furthermore, Ofsted (2003, p. 11) argue that developing creativity in learners is an “essential part” of every educator's job. 
NACCCE (1999, p. 104) highlight the difference between teaching creatively and “teaching for creativity”. Teaching creatively refers to imaginative pedagogy to deliver content in a unique way that will motivate and interest pupils; whereas teaching for creativity aims to develop learners’ creative skills and allow opportunities to use them. However, both forms of teaching require teacher creativity; learners’ creativity can be truly enhanced when teachers’ creativity is engaged (NACCCE, 1999; Kinsella and Fautley, 2017). NACCCE (1999, p. 15) states that “greater freedom for teachers in the classroom will help to promote creative teaching and this is essential to promote creative learning.” 
Woods (1990) found there were conflicting views regarding teacher creativity, some see teachers as naturally creative whilst others believe they are uncreative. However, Woods believes the profession itself hinders teachers’ creativity stating that they are “mere technicians in the service of the ideas of others” (p. 29). This could refer to restrictions on teachers due to the curriculum and the lack of time to generate creative resources (NACCCE, 1999; Kinsella and Fautley, 2017). During PTE, the reliance on second hand resources was an issue within the Key Stage 2 classroom and thus became a personal target to generate more original, imaginative resources (appendix 1). Using the EntreComp progression framework to move forward it appears that creative resources would come under the ‘curious and open’ thread. The EntreComp proved difficult to navigate in this instance as despite the ‘resources’ area, creativity also discusses resources which seemed to be more relevant to teaching. 
In response to the comments made by the mentor during PTE regarding the effective use of resources, it is assumed that the current personal level is low. However, during PTE the comments were addressed through better time management and an increase in creative confidence. Considering this, the author believes to be at an overall level 4, capable of “searching for solutions” that meet the needs of the pupils and the practitioner (Bacigalupo et al., 2016, p. 24). Nevertheless, this will need to be sustained throughout future practice and in order to improve it is crucial to “actively search” for new strategies which links in to the next thread on the EntreComp, ‘develop ideas’. Claxton (1984, p. 228) states that creativity means daring “to be different” and this will be considered when lesson planning and creating resources. By developing creative ideas and resources the aim will be to progress professionally whilst fostering children’s creativity. Less reliance on pre-made resources and worksheets should allow children to “approach a blank page” with confidence (appendix 1).
Despite pressures felt by teachers, ‘reflective’ practitioners are “continuously adapting” by exploring problems and experimenting with innovation and creativity (p. 30). Kinsella and Fautley (2017) argue that teacher reflection is the key to a creative class; this could be viewed as a personal strength. It has been noted on more than one occasion that during Professional Teaching Practice (PTE) assistive reflective conclusions (ARCs) have been completed to a high quality. Formative and summative reports from PTE (appendix 2) have identified “very good engagement with personal reflection” through “honest” ARCs that identify areas of improvement. This is believed to show “development in becoming a reflective practitioner who is focused on constant development of pedagogy.” (Appendix 2). Personal reflection through ARCs could be an exemplification of ‘learning through experience’ (Bacigalupo et al., 2016). 
The Entrepreneurship Competence Framework (EntreComp) categorises the competence ‘learning through experience’ into three strands: reflect, learn to learn and learn from experience. Considering evidence from PTE, it appears the personal level of proficiency for ‘reflect’ currently stands at a level 5 as “temporary failures” are viewed as things to develop and improve (Bacigalupo et al., 2016, p. 34). Moving forward the aim will be to address recommendations made by tutors and mentors; consider ‘critical incidents’ that may arise and conduct research for areas identified within action plans. 
Another area for development identified from placement is “help others develop their strengths and reduce or compensate for their weaknesses” (ibid). Meeting this recommendation should see improvements in ‘pupil progress’ (appendix 3). Some progress has already been made within this area (appendix 1); RAG rating was used to inform future planning. However, there are still improvements to be made. 
There is a need for ‘high expectations’ of learners (appendix 3; Estyn, 2004; Donaldson, 2015; Welsh Government, 2017a). Despite being aware of some of the documented benefits of high expectations on learners, such as increased self-esteem and enabling children to reach their full potential (Symonds, 2015; Welsh Government, 2017b), this was clearly a struggle in practice, particularly when entering a new class due to limited knowledge of each child’s capabilities. There seemed to be a fine line between high expectations and unrealistic ones whilst trying to differentiate work to an appropriate level. If tasks are too easy, there is no sense of achievement whereas extremely difficult tasks can destroy children’s confidence (De Bono, 1992). Holt (1984) argues that this can create a fear of failure, resulting in children withdrawing or becoming disruptive. Behaviourists also stress the importance of achievable tasks believing that if a child is not successful, they give up. For Seelig (2012) though, ‘failures’ do not hold negative connotations, instead they are data to learn from and this is key to creativity and innovation. This view is supported by Bacigalupo et al. (2016) who see motivation and perseverance as key competencies to develop. Hattie’s research (2009) found that the top factor influencing student achievement is their expectations for themselves with teachers’ expectations also being a crucial factor. The practitioner will therefore need to build up intrinsic motivation to succeed within learners for them to overcome challenging tasks, taking into account the ‘expectancy value theory’. If children are interested and engaged, they are likely to persevere with the task (Edwards and Knight, 1994; Beetlestone, 1998). Fryer (1996, p. 31) suggests “accounts of highly creative people refer to their high level of motivation”.
For future practice, it will be ensured that data is requested and collected prior to teaching in order to assess the child’s current level and help them progress. It is hoped that by making children aware of the high expectations set for them, it will allow them to become ambitious and set high expectations for themselves and help engage their “curiosity and enthusiasm” (Donaldson, 2015, p. 110) that will enhance learning and creativity (NACCCE, 1999). 
[image: ]Assessing personal creativity felt daunting, perhaps falling into the category of many who feel they are not skilled enough or naturally creative (Fryer, 1996; Duffy, 1998; NACCCE, 1999; Barnes, 2015). However, upon review of the EntreComp and various literature detailing the characteristics of creative teachers, this view changed somewhat. Barnes (2015, p. 271) outlines what creative practice looks like and none of these aspects felt unobtainable (figure 1.1). Barnes (2015, p. 270) also states that “every teacher needs to understand that they are a creative being” (Barnes, 2015, p. 270).

Figure 1.1   The three dimensions of creative teaching, based on literature review
(source: Cremin et al., 2009; copyright Cremin, Barnes and Scoffham, 2009 cited in Barnes, 2015)
Duffy (1998) suggests that, to enhance creativity in children, the teachers’ role is to develop it through interactions and “create inspiring conditions”.  To foster children’s creativity, the practitioner must consider the environment in which they learn. “Teachers need to engage, inspire and enthuse students by creating conditions in which those students want to learn” (Robinson, 2015, p. 104). Many people discuss the importance of physical and the social and emotional environment (Craft, 2000; Cremin and Barnes, 2010; Barnes, 2015) with Beetlestone (1998, p. 124) highlighting the importance of the outdoor environment as it provides a different “emotional climate”. Use of the outdoors is a personal target for future practice as it was challenging to create meaningful outdoor learning for key stage 2 pupils. By using the outdoors as a creative resource, creative thought should flourish (Adams, 1990; Beetlestone, 1998). Beetlestone (1999, p. 108) also discusses the “intellectual environment” and the importance of challenge for creative learning. 

Fryer (1996, p. 32) however, suggests that children’s environments may have “no bearing on creative outcomes” as “highly creative people have emerged” from both “highly favourable and highly unfavourable environments”. Although, it is argued that this paradox could be due to the environments having ‘solitude’ in common (Storr, 1988; Fryer, 1996). MacKinnon (1962) supports this view, claiming that highly creative individuals show a preference for solitude. Fryer (1996, p. 32) suggests children are not given the time or space for solitude, believing that group activities are not “conducive to creative work”. Despite the documented need for personal space to think (Osborn, 1993; Fryer, 1996), NACCCE (1999, p. 43) argue that although “some individuals do work alone…creative achievement always draws from the ideas and achievements of other people.” This mirrors Vygotsky’s view (1978) that we have a natural desire to communicate and we need interaction to progress. Duffy (1998) suggests that teachers should ensure time is allocated for independent work as well as work with adults and peers.

The debate around solitude and interaction raises questions about teacher involvement when fostering children’s creativity. Robinson (2007) argues that too much input from teachers is killing children’s creativity, believing it is “virtually impossible” to sustain interest through direct teaching (Robinson, 2015, p. 107) suggesting a move away from traditional pedagogy. Blashcke (2012) claims that neither pedagogical nor andragogical approaches will prepare children for the workplace, instead a more self-directed approach needs to be adopted in schools. Through ‘heutagogy’ educators enable children with the skills to teach themselves and learners can reflect on their progress (Peters, 2004; Kamenetz, 2010; Blashcke, 2012). 

The argument for a more self-directed approach to learning seemingly suggests that teachers should adopt a “non-interventionist” role whereby they are not directly involved in children’s creative work (Duffy, 1998, p. 90). This unstructured or ‘laissez-faire’ approach to teaching for creativity is established on the view that intervening may harm creativity and children should not be made to meet adult expectations (Duffy, 1998). Piaget’s view that creativity relies on children’s intellectual level has “sometimes led to the view that the adult’s role is supervisory rather than interactive” (Duffy, 1998, p. 91-2). The opposing view is that children will learn and grow through an ‘interventionist’ role (Bruner, 1975; Vygotsky, 1978; Beetlestone, 1998). Cox (1992) argues that without input children will be left without the skills and knowledge to progress, leading to frustration. Kindler (1995, p. 95) agrees with this, stating that “availability of materials is not enough, adult input is essential”. Thus, Duffy (1998, p. 95) suggests teachers “need to intervene with sensitivity” which should extend learning but not undervalue children’s creative expertise. 

NACCCE (1999, p. 30) state that creative processes “always involve thinking” with De Bono (1992, p. 2-5) arguing that thinking is “essential to survival” and “for creativity, design, enterprise and doing anything new, we need thinking”. Thus, developing children’s thinking skills is key to fostering creativity. Fryer (1996, p. 39) states that the term ‘creative thinking’ is often used to discuss both creative thinking and “what is frequently called divergent thinking”. This term arises from the work of Guilford (1950, 1977); the four key elements are: fluency, flexibility, elaboration and originality. Fryer (1996, p. 40) argues creative thinking requires both divergent and convergent thinking, generating lots of ideas and “critically” narrowing them to one idea or solution. However, it is suggested that an ‘incubation’ (Torrance, 1979, Torrance & Safter, 1990) period is necessary to provide children with “ownership of learning” and to pave “the way for moments of creative inspiration to occur” (Hines, Catalana and Anderson, 2019, p. 36). Allowing incubation time helps ideas to “sink in” (ibid) and helps children be flexible with their ideas (John, Naumann, & Soto, 2008). 

Sommer and Sommer (2014) believe we can boost creativity in classrooms by allowing time for divergent thinking. However, De Bono (1992, p. 4) argues that spending “time thinking” does not “improve our thinking skills” thus, teacher input is essential to teach children the necessary skills. According to De Bono (1992, p. 145) there are many different types of thinking, each with its own merits and limitations. He suggests the use of ‘six thinking hats’, with each hat representing a different “mode of thinking” for example, the white hat is simply facts and data whereas the green hat is the “generative hat”, producing creative ideas (ibid). The hats can be used individually or in sequence to promote ‘parallel thinking’; a co-operative way of exploring an issue as opposed to a debate, that allows children to think from more than one perspective.  

The EntreComp was a valuable resource to begin evaluating personal creativity however, it has not yet been tested in real settings. Despite the framework being “adaptable” (McCallum et al., 2018, p. 11) it was found to be very business orientated in areas and difficult to relate to education, whilst the progression steps lacked continuity. Areas identified for personal development are: creative resources, consider ‘critical incidents’ in ARCs and conduct research from action plans, high expectations of learners and the use of outdoors. These recommendations aim to not only help personal development and creativity but also the learners’ creativity. Teachers should consider the physical and conceptual learning environment when supporting and developing creative learning. Teachers should also consider their role and “intervene with sensitivity” (Duffy, 1998, p. 95), allowing time for independent thinking as well as collaborative work. Thinking is a key aspect of creativity thus, teachers should consider how to develop skills effectively. 
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Chioe's plans are detailed and LNF skills are also planned for. She is beginning to become more independent in her ability to plan for a range of learing
opportunities and is able to include learning in the indoor and outdoor dlassrooms. She understands the impotence of observation, feedback and
evaluation to inform her future planning and is able to differentiate using the appropriately levelled skills o that she meets the needs of all learners. Chloe
needs to ensure that all resources are prepared beforehand and are ready for pupis to use during the session. On some occasions, Chloe was not as
prepared as she should have been and as a result pupils did not progress as they should have during the session. Although Chloe has been graded good for

this aspect there are some strands that are adequate - pupil progress, setting high expectations.

$3.2 - Monitol

g and assessment

Chioe's ARC's have been completed regularly. They are honest and identify next steps for improvement. Chloe started a display to celebrate learning in
Foundation Phase which was meant to be an interactive board based on coordinates. Unfortunately, this display has yet to be completed which is
disappointing. Unfortunately this the case in her KS2 class, she has only put 3 pieces of work on the display board that had been prepared for her
beforehand. She uses appropriate AfL strategies and was keen to try new ideas (caterpillar instructions). She needs to now ensure that she involves learners

in their own progress using more than just pink and green to self-assess.

53.3 - Teaching and class management

During her time in Foundation Phase Chloe used ‘active' introductions and plenaries effectively to assess pupil's knowledge and understanding before and
after the lesson. Her class management is good and she ensures that all learners are aware of behaviour expectations and the consequences for their

actions. Chioe worked well with adults in class 2 and ensured that they were provided with a lesson plan beforehand so that they were aware of 2
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FORMATIVE ASSESSMENT REPORT

§3.2: Teaching: Monitoring and Assessment: good
Chloe, the ongoing self-assessment of your progress is good.

You are monitoring your own progress through
appropriate engagement with weekly evaluation meetings where specific targets are set. I would encourage you to conduct
personal research into the areas identified on actions plans. It was reported that all marking is up to date and in line with
school policy. To move forward, use the tracking info after each session to clearly identify specific next skill steps and meet
these needs in future short term planning. Demonstrate the ability to meet individual learners needs.
$3.3: Teaching: Teaching and Class Management: Satisfactory with elements of good.

Chloe, you are a calm, gentle and very friendly teacher and you were able to not only demonstrate some good class
management but also some successful teaching pedagogy today. I was very impressed with the way you don’t get flustered
and utilise a consistent positive approach. I would now encourage you to further link your introductions to a creative context
for your pupils that motivates them for the rest of the session. One of the elements of today’s session that was good was your
natural ability to lead the children down the learning path. Your interaction with the children and ability to question the
pupils is a great strength. 1 would now like to see a range of questioning strategies being utilised. Your friendly professional
manner established not only a safe environment for the pupils to engage with the activity but also allowed you to maintain
appropriate control over behaviour. I was very pleased to see that you were utilising a positive discipline approach where
you were catching children being good and giving praise where appropriate. Credit must be given for the 'risk’ taken today
where you engaged children in a carousel of tasks that displayed a nice range of activity from practical weighing, capacity
work and hands on inveftigation. e, these were well conceived. This style of teaching is not easy and ensuring all
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+ Comments and Evidence

« Targets for improvement and suggested ways forward
LNF is embedded into the lesson with children accessing previous learning, especially in maths. Solid use of ICT (Pads) during lesson with children recording
evidence as well as scanning QR codes to access information to aid the lesson. Learning objective for the lesson not fully clear, could've been displayed on
the board and referred to at the start of the lesson. This was evident at the end where the level of questioning was §00d. Solid planning for the lesson,
maybe could have made use of the outside area for one group to work. Good learning opportunities for the children with a high level of enjoyment from all.
Alllearners engaged fully with the lesson. Clear progress made from previous lessons in the series with children retaining an excellent level of information
‘which was evident in the quiz at the start of the lesson. Chloe is aware, through discussion with the teacher, about the high expectations within the class at

all times, this was stated at the start of the lesson. This is something she should embed at the start of her next placement.
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$3.1- Planning, BXpectations and targets

Chioe's plans are detalled and LNF skill are also planned for. She is beginning to become more independent in her abilty to plan for a range of learning
opportunities and s able to include learning in the indoor and outdoor classrooms. She understands the impotence of observation, feedback and
evaluation to inform her future planning and i able to differentiate using the appropriately levelled kil so that she meets the needs of al learners. Chioe:
needs to ensure that all resources are prepared beforehand and are ready for pupils to use during the session. On some occasions, Chioe was not as
prepared as she should have been and as a result pupils did not progress s they should have during the session. Although Chioe has been graded good for
this aspect there are some strands that are adequate - pupil progress, setting high expectations.
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« Targets for improvement and suggested ways forward

Part 2: Progress Review

a) Comment on progress in relation to previously set targets (including lesson evaluations and end of week reviews)

Chioe has shown good progress throughout her practice which, unfortunately, has had to be splitin two due to unforeseen circumstances. She has worked
well throughout the practice and developed her teaching style and method i discussion with the class teacher. Targets for improvement - effective use of

resources to aid lesson with less of a reliance on resources sourced online.

b) Comment on quality of trainee’s reflection for ensu

g progress

Evidence in PTE file of a really solid level of reflection of all aspects of teaching with plenty of detail on each day of teaching. Reflections inform future

planning well.
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53.2: Teaching: Monitoring and Assessment

Good

+ Comments and Evidence
« Targets for improvement and suggested ways forward

Children's learning in each lesson has been used to inform planning and understanding has been RAG rated at the end of each lesson. Chioe has listened to
advice throughout, especially regarding the making of resources and the need for the children to approach the blank page with their work allowing greater

independence and steering clear of online worksheets. Feedback to children, both orally and written, has been good and in line with school policy. AfL has

been good during this lesson both during the introduction and the plenary.

53.3: Teaching: Teaching and Class Management

Good
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