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Using a Welsh cultural artefact as a stimulus (a song, object, painting, photograph) create a resource that is suitable for teachers to use as an inspiration for children’s learning
Joubert (ed) (2001:18) makes the claim that ‘young children have a natural ability for using their imagination’; if we take this statement to be correct, then we must concede that it is our responsibility as practitioners to nurture and encourage this ‘natural ability’. Additionally, ‘creativity’ is defined in The Oxford Dictionary (2017) as ‘the use of imagination or original ideas to create something; inventiveness’, this supports the line of thought that one of our greatest tools as practitioners that aids us in encouraging this ‘natural ability’, is activities that give learners opportunities to think creatively. With regards to education, creativity in the curriculum has manifested itself into the six Expressive Arts; Music, Art & Design, Physical Education, Drama, Dance and Design & Technology. In the context of this assignment, there will be an aim to discuss and evaluate the arguments for and against the concept of creativity in education, through the medium of three activities that have been stimulated by a Welsh cultural artefact. An attempt will also be made to explore the importance of creating meaningful links to Wales and its background throughout education. 
In Wales, it is a statutory requirement to present learners with the ‘Curriculum Cymreig’, which Estyn (2000 cited in ACCAC 2003:55) insist should ‘permeate the life of the school as a whole’; meaning that the Curriculum Cymreig has been integrated into every aspect of the Welsh Curriculum. The ACCAC (2003:4) argue that this is because it enables pupils ‘to understand what is distinctive about life in Wales, to celebrate diversity and to acquire a real sense of belonging’. So, if we acknowledge the implications of this, it could be argued that the Curriculum Cymreig allows children to realise their significance in the wider world; this is likely to enhance their sense of pride in where they live, consequently consolidating their emotional well-being. It seems apparent that the Curriculum Cymreig embellishes pupils with a sense of purpose, which learners should be given the opportunity to express through creativity. Donaldson (2015:29:30) presents the idea that our curriculum should encourage this, producing ‘informed’ and ‘creative contributors’. This would support the idea that it is crucial to provide learners with creative and cultural teaching, among other things. 
Also, the ACCAC (2003) summate the intention of the Curriculum Cymreig as the following: 

Pupils should be given opportunities, where appropriate, to develop and apply knowledge and understanding of the cultural, economic, environmental, historical and linguistic characteristic of Wales.
(ACCAC, 2003:4)

With regards to this, we must be wary as practitioners not to create meaningless links that would succeed in confusing or upsetting learners. The term ‘where appropriate’ is very important in this context, as the intention is to create passionate and informed learners, not bored and frustrated ones. Smith (2015:203) accuses the Curriculum Cymreig of not providing pupils or teachers with the ‘benefits’ of celebrating Welsh culture and a sense of belonging, nor does it allow them to see aspects of Welsh culture through a critical or analytical perspective. Speaking from experience, practitioners are often guilty of using aspects of Welsh culture in their lessons just for the sake of doing so and it could be argued the Curriculum Cymreig encourages this. The execution of this curriculum does not coincide with its intentions and as a result, learners are becoming disenfranchised from the right to take pride in their culture and heritage.  This discussion requires a focus on creativity and the Expressive Arts, so we must be cautious and calculating when selecting our links so that they are meaningful and work to consolidate the learning, not hinder it. In consequence, we should certainly see meaningful connections to the ‘cultural’ and ‘historical’ aspects as they appear to display the most relevance within the Expressive Arts. 
In relation to that, I have selected the piece of music ‘To Daffodils’ (see appendix 1) from composer John Metcalf’s (see appendix 2) ‘In Time of Daffodils’ as the stimulus for my activities. ‘In Time of Daffodils’ is a series of compositions that have been inspired by numerous poems about daffodils, a national symbol of Wales, meeting the ‘cultural’ aspect of the Curriculum Cymreig (see appendix 3). This artefact has generated three activities for Key Stage 2 class in the city of Swansea, centred around four of the six Expressive Arts: - 
· A Music Activity 
· An Art & Design and Design & Technology Activity 
· A Dance Activity 

Even though sometimes activities have specific aims and skills that aim to be developed, there is a teaching style that consists of incorporating other KS2 subject curriculum aims within one activity. This would foster a ‘holistic approach’ in the delivery of sessions, which then places the focus of the learning more on the skills developed rather than the content; which doesn’t necessarily coincide with what the Curriculum Cymreig is trying to achieve in its attempt to produce ‘informed’ children rather than ‘skilful’. Kelly (ed) (2013:5) does however propose that through a cross-curricular approach, ‘children are able to apply skills developed in one subject to other subjects’, meaning a holistic approach would be more successful in attempting to develop the whole child. Therefore, it stands to reason that incorporating the holistic approach into the Curriculum Cymreig would produce more efficient results than having it stand on its own. Furthermore, if you flip it on its head, holistic teaching would allow you to embed the Curriculum Cymreig and the Expressive Arts in other areas of learning also, consolidating learning through exposure and the application of skills in a variety of contexts. In the activities listed above, even though the benefits of holistic teaching have been acknowledged, the activities are quite focussed so the links to other curriculum areas are not as strong or frequent (appendix 4), but this isn’t to say that the activities still aren’t meaningful or beneficial. 
Firstly, the series of activities would begin with the children listening to the piece of music (‘To Daffodils’) without any sort of insight as to where the music might have come from or what it represents. The children would be tasked with thinking about what the music means to them and what sorts of things come to mind when they listen to it, this is to allow the children the opportunity to respond to music without a given purpose and to let their imaginations run away with them. According to Glover and Ward (2004:3), ‘all children are able to make and respond to music’, meaning that they would both concur that this was an inclusive activity that encouraged children’s creativity with regards to music. Once learners had been given the opportunity to express and share their ideas about the music, the practitioner would then share the background of the piece and its relation to Welsh culture. Learners may have already picked up through the lyrics of the piece (see appendix 5) that it was about Daffodils, but as the focus of this activity is creativity, opportunities for exploration of other possible meanings would have to have been given.  
Then, each child would be given an iPad and a set of earphones with the piece of music downloaded onto it and a sheet of paper (see Appendix 6) with the ‘scaffolding’ (Bruner cited by Mercer 1995:73) to support children in their appraising of the piece. This is to ensure that the appropriate curriculum requirements for appraising at a KS2 level (see Appendix 7) are being met and learners are being given the opportunities to look for and distinguish between the eight (see Appendix 8) elements of music. The idea behind the learners having an iPad each is so that each learner can work at their own pace and is supported in theory by Holt (1983:xi) who claims ‘children have a style of learning that fits their condition’. If we acknowledge that each child is an individual with different conditions and experiences, then we are conceding that they have their own style and speed of learning. Giving the children the opportunity to peruse the piece of music at their leisure, gives them the time and pace to learn comfortably and effectively.  
Once this part of the session has been complete, the next half would focus on the composing and performing elements of music. The learners would be given the concept of ‘A Field of Daffodils’ as a stimulus and would be expected to compose and perform a piece of music that reflects this, as the daffodil is an esteemed Welsh tradition, this meets the ‘cultural’ aspect of the Curriculum Cymreig (see Appendix 3). To encourage the children to think creatively, no other stimulus would be given and complete control of what happens within the field of daffodils would be given to the children (see Appendix 9). Not only would this cover the respective statutory KS2 Performing and Composing elements for KS2 (see Appendix 7), the very idea of conveying stories and images through song would be emphasised to the children, opening their minds to the idea of composing for a purpose as well as for enjoyment. Bloomfield and Childs (2000:66) write of music, that ‘the information it conveys is understood by people around the world’, with consolidating this fact to children comes the understanding that their creativity can be appreciated not just in Wales, but within the wider world. If learners can perceive creativity as a form of communication, then it’s very possible that they could put more meaning into their artwork. 
Next, the children would be given an array of instruments to choose from to help convey their story through sound. Learners would be given the opportunity to divide themselves into 3 or 4 and would be tasked with giving themselves different roles within the group. Within their work, Galton and Williamson (2005:2) draw attention to the divide amongst teachers on the subject of group work; the arguments being that group work is an ‘adult activity’ so children are going to struggle, that success depends on the group ‘size and make-up’, or that it depends on the selection of an ‘appropriate task’. With this being a task that has creativity at the heart, it can be debated that group work could be hindering or beneficial to learners; learners could draw inspiration from one and another to influence their work (as artists do) but there is a risk that certain individuals may be shadowed or intimidated by their peers, providing they work better independently. To cater to this, learners would be given the opportunity to evaluate their own group’s work, giving alternative ways that they could have approached the task. This would not only give learners the opportunity to evaluate their own compositions, but would also ensure that their own personal contributions or alternations are acknowledged and praised. 
Once each group had composed and performed their pieces, a class discussion would be held on how our pieces compared to Metcalf’s and what of the eight elements our pieces display and how we could have incorporated the different elements into our pieces. Next, learners would record their compositions for a future activity and we would hold a class discussion on whether we like John Metcalf’s piece of music and what else he could have incorporated into the piece. Stevenson (2000:12) reasons that children form certain conclusions about artwork through ‘observation, guesswork, reading labels, listening to others in the group and by listening and responding to an informed adult’. Despite the fact that Stevenson would perhaps oppose an idea proposed by Galton and Williamson regarding group work, Stevenson would likely argue that the activity would be sufficient in granting learners with the ability to evaluate and form an opinion on the work of an established artist. Arguably, the pupils would gain a cultural and historical insight in that activity, experiencing music written by a real Welsh composer and musician that lived in their local area. If delivered effectively, the aim would be for children to realise the cultural significance of having somebody from their own area make such a substantial contribution to the world of music. 
At the same time, a substantial amount of research has gone into the connection between art and the brain, Geake (2009:173) reasons that ‘no two brains are the same’ and that interpretation of experiences always produces slightly different results, this is quite possibly the very science behind creativity itself. Geake also proposes that art uses the same area of the brain in the precise use of artistic tools as musicians do with musical instruments. This means (as Geake continues) that any art activity would work in exercising and refining the use of the cerebellum to ‘coordinate the fine motor control and muscle coordination. This would ingrain purpose and meaning into most artistic activities. Learners would be given opportunities to develop themselves biologically and creatively through artistic activities. 
Therefore, to get the most out of this creative activity, it would take place in a carousel format, with three different activities taking place on each different table. The activities are as follows: 
· Straw and Cake Case Daffodil (see Appendix 10)
· Daffodil Art Pieces (see Appendix 11)
· Clay Vases 
Each activity allows learners to practise and refine a different skill in a creative fashion. The ‘Straw and Cake Case’ activity allows learners to refine their fine-motor skills and appreciate the delicacy in some forms of arts and crafts. Learners are also given the opportunity to be creative, while meeting the statutory requirements of the ‘Making’ section of the KS2 Design & Technology document (see Appendix 12). The ‘Daffodil Art Pieces’ activity focuses highly on several points in the Art & Design KS2 curriculum (see appendix 13), especially when the importance of ‘choice’ and ‘diversity’ are persistently emphasised in the activity. Paradoxically, asking learners to stick within the same template arguably requires the children to think more creatively, as the key requirement in all the pieces is ‘diversity’. If the children are given a wide enough range of media, such a goal should be easily attainable and would also emphasise the importance of media within art and what it adds to a piece. 
Additionally, the ‘Clay Vases’ activity gives learners opportunities to refine their ‘forming’ skills and meets certain points within the KS2 curriculum for Art & Design (see appendix 13). The making of an artefact is again, sticking to a certain template and maybe does not allow learners to fully use their creativity, but it does give them the challenge of making their artefact as individual as possible using the media that is available to them. This would again outline the idea that art takes many forms, sometimes even the same form, but it’s what is different about it that makes it special. Once finished, the vases can be used to hold the flowers made in the other activity, emphasising the practical use of art as well it’s aesthetic benefits. The vases would then be placed around the classroom, school and even the home if that is what the children wished to happen. Giving the children choice in where their art is placed not only demonstrates a deserved level of respect for them as the artists, the choice validates what and how they feel and makes them feel that what they think counts, catering for their emotional health and well-being. 
Seefeldt (2002: n.pg.) proposes that there are certain benefits to displaying children’s work, she believes it ‘dignifies and recognises the value of children’s expression of their thoughts, ideas, and imaginations’. With regards to creativity and the Expressive Arts, this is exactly what we should hope to be doing if we wish to encourage and nurture that ‘natural ability’ that Joubert (ed) (2001:18) speaks of. In relation to this, it also supports the intention to make a display of the children’s work using the daffodil art pieces that they make (see appendix 14), this is so that whatever the children decide to do with their vases, there will still be a creative and cultural display of their work within in the learning environment. 
Furthermore, Tickle (1996:8), outlines the beauty of art and the visual arts themselves when he describes it as ‘a kind of flexible foraging for understanding is used, coupled with encouragement of a willingness to accept the unknown and the imponderable’. It could be argued that what Tickle means when he says ‘flexible’, is perhaps, ‘creative’; Tickle could be inferring that the Expressive Arts are creative endeavours that encourage an adventurous mindset. Learners may be a lot more motivated if they concede that there is so much out there to be explored, and even more so if they believe that their creativity will help them do this. Acknowledging this, we can see that allowing children to express their creativity through the medium of the Expressive Arts demonstrates positive results in both the process and the product. The effort and final product that goes into and comes out of creativity is something children can have endless pride in, providing we give them the opportunities, motivation, and provision to do so. 
Though, not all the Expressive Arts produce a final product that can be displayed and distributed with such ease. Dances for example, whether done in a group, pair or as a solo can be difficult for learners to share with peers or family members outside of the session; this could possibly lead to learners becoming distressed or quickly losing motivation and a sense of purpose. Consequently, practitioners (especially those in a technological age) must and have found ways around this, so physical movement and its benefits can not and should not be dismissed so easily. Bloomfield (2000:52) outlines the vast numbers of opportunities that dance offers in a concise ‘Dance Wheel’ (see Appendix 15), small efforts such as recording sessions on iPads and downloading onto memory sticks for the children or inviting parents into the school to come and view the dances can allow children to feel that vast benefits of dance that Bloomfield outlines, as well the emotional benefits outlined by Seefeldt. 
In the proposed dance activity, the learners (in groups) would begin the session thinking about the movement of a daffodil. This type of creative thinking is known as ‘divergent inventive thinking’ (Nichols, Thomson, Wolfe and Merrit (2012:81)) and focuses particularly on the skill of ‘elaboration’. Nichols, Thomson, Wolfe and Merrit insist that this takes time, so it is important to ‘give students plenty of time’. This supports the intention to ensure that the children are given time to think about what they’re going to do, before they do it. However, they also suggest that group work hinders ‘individual creativity’, as a result it comes to a matter of personal professional opinion. While on SBE, children were observed struggling with creative tasks while working independently and were more reluctant to share their creative contributions if working on their own as their vulnerability was heightened. From this, individual responses are not deemed necessary in this situation. 
After this, learners would be encouraged to find their own space where they feel they could move comfortably and safely. Edwards (2000:135) proposes: 

When children find themselves in a safe, supportive, and encouraging environment, they are free to explore, experiment and respond with unlimited creative expression.’
(Edwards (2000:135). 

The implications of this are that the learning environment would have a severe effect on the outcome of the lesson; this would mean that it would be key to create not only a safe and open physical environment, but also one that was supportive and encouraging, so that children can be their best creatively. Once this environment has been created, learners would be free to demonstrate how they felt a daffodil would move in a field with their body, using as much of their body as possible. The practitioner would then walk around the room praising and drawing attention to particularly creative movement and efforts so as to validate learners’ attempts.  
Eventually, the practitioner would play Metcalf’s ‘Daffodils’ and ask learners to attempt to move in time with the music, as daffodils. Particular attention would be drawn to previous discussions in the music activity about whether we think the music accurately conveys the concept of the daffodil and whether this is acceptable. This connection to prior learning would hopefully motivate the children and help them self-validate their own thoughts and feelings, helping them give more meaningful contributions. The practitioner would then ask the children to get back into the groups they were in for the music activity and form an interpretative dance to their own compositions. This grants the learners opportunities to express themselves further creatively, to their own creativity. On a practical level, learners would be asked to incorporate suitable and appropriate elements of dance (see Appendix 16) so that the learning is being blended with creativity. Finally, all children would demonstrate their creative movement so that they may be evaluated and praised by their peers. 
Significantly, it appears that creativity plays a crucial role in education across the primary sector. It seems apparent that children need creativity to develop effectively and manifest their ‘natural ability for using their imagination’. It’s apparent that creativity offers children new and exciting ways to express their thoughts and ideas in an environment where fear of failure or being incorrect is no longer a barrier, and it could be reasoned that this is children can enjoy being creative so much. In relation to that, it would be fair to reason that the key difference of ‘creativity’ to any other area of education, is its assessment and that fostering a ‘no right or wrong answers’ environment removes the pressure from learners. Jones (1972:97) proposes that some learners ‘prefer to learn in creative ways’; if we combine this with what Joubert (2001:18) presents in his belief of the ‘natural ability’ with regards to imagination, we have a situation where learners excel in their preferred way of learning, this is very beneficial insight to anybody involved with children and most certainly supports the use of it in education. 
In summation, we can conclude that there are many benefits to incorporating creativity into education and that practitioners have a level of statutory and practical responsibility to do so. From close observation, learner emotional well-being is a recurring factor within the benefits of creativity. It is healthy and beneficial for learners to be given opportunities to express themselves creatively, and practitioners can aid them substantially by giving them a myriad of ways to do so. Encouraging and broadening children’s imaginations makes them feel validated as individuals and as citizens of Wales, creativity is an area where every child can feel special, and where every child can succeed, which is again beneficial for their well-being. 
Again, exposing learners to different mediums of expressing creativity can help them foster positive relationships with practical subjects. For example, John Metcalf’s musical and compositional ability was likely introduced to him by an early year’s practitioner, that opportunity to excel in and practise a creative subject is one every child is entitled to and every experience in that respect, should be an attempt to make them love it. If Metcalf had had frequent negative experience of music throughout his childhood, then it is probable we wouldn’t have the fruits of his creativity today, and this is the case for all of the Expressive Arts. In an ever-growing and ever-changing future, the Expressive Arts and creativity needs to take centre-stage if we hope to develop those ‘enterprising and creative contributors’ described in the curriculum review (Donaldson 2015).  
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