1706413
[image: Image result for UWTSD logo]A study of how the value of creativity is embedded and developed in practice in a Foundation phase setting.
BA Primary Education with QTS 
Module: ECAD6003 – The Reflective Practitioner  
Friday 27th March 2020 
1706413
	Target 1
	Work on your academic writing style - use university websites to support your development (Comment from Elaine Sharpling ECAD6006C) 
To develop my academic writing style. 
· I have tried to ensure that this extended essay presents clear coherence. 


	Target 2
	The response benefited from synthesis of relevant research and key writers to support the critical discussion. More of this. 
(Comment from Tom Cox ECAD6011)
To include more of a synthesis of relevant research and key writers to support discussion.
· I have provided a wide range of references and have tried to synthesise the information gathered / research obtained. 

	Target 3
	Aim to synthesise the views of others into your own words. (Comment from Rachel Wallis ECAD6012) 
To ensure that my own words are used to synthesise the views of others.
 
· I have attempted to re-write the views of others in my own words, in a way which is clear and well-written.
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This is to certify that, except where specific reference is made, the work described in this research project is the result of the investigation carried out by the student, and that neither the research project not any part of it has been presented, or is currently being submitted in candidature of any award other than in part for the degree of BA (Hons) in Primary Education with QTS of University of Wales Trinity Saint David.         I understand that any work I use without reference constitutes as plagiarism, which will lead to the failure of this module.
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Chapter 1
Introduction

Schools are now in charge of writing their own curriculum. (Welsh Government, 2020). One of the four main aims of the forthcoming curriculum is that it should help children to be ‘enterprising and creative’. 

The main aim of this research project is to see, to what extent, the inclusion of creativity within the forthcoming Donaldson (2015) curriculum ‘Successful Futures’, is understood, embedded and developed by schools. Underpinning this main question, there will be analysis of whether there is a commonly agreed definition of creativity, the role of school leaders and teachers in planning for creativity, and a consideration of assessment. 

A personal interest for investigating this question regarding creativity, has emanated from reflective consideration of teaching placements, research for individual assignments and the UWTSD module on creativity and enterprise. 

Schools are currently trusted with the exciting opportunity of preparing their new curriculum, but there is evidence (Estyn, 2017), that only a few schools have taken full opportunity to fully implement significant elements of the Foundation Phase, the most recent major primary curriculum change, introduced a decade earlier. Criticisms include inconsistency of approach, headteachers not understanding principles and pedagogy, a lack of resources for pupil experimentation, little continuous provision, a lack of child-initiated tasks and complicated and time-consuming assessment systems (Estyn, 2017).

Countries including Finland, Australia, Singapore and Canada are evolving creativity-focused education systems to future-proof their prosperity (Durham Commission, 2019) and the Donaldson (2015) curriculum is Wales’ attempt to fully engage with this process. However, the recent decision by Welsh government (Jones, 2019) to opt out of creative thinking PISA tests, has resulted in some political questioning by opposition politicians, including Gwenllian (Jones, 2019), of the capacity to deliver this element of the new curriculum.
The author of this research project posits a hypothesis that engagement with recognised successful school practice and research, will enable important factors and questions with respect to creativity, to be extrapolated. Emerging findings could inform the debate, as all schools plan for and implement their own individual school curriculum.

The research methods that will be undertaken include:
· A review of literature
· Interviews with headteachers
· A case study of one school successful at embedding creativity 
· Interview with a renowned expert in the field of creativity recommended by UWTSD
 


















Chapter 2 
Literature review

Within Wales, according to Donaldson (2015), the high degree of prescription and detail in the national curriculum, allied to increasingly powerful accountability mechanisms, tended to create a culture within which the creative role of the school became diminished and the professional contribution of the workforce was underdeveloped. 

In response, Successful Futures (Donaldson, 2015) proposed that the curriculum in Wales should ensure that children and young people develop as:
· ambitious, capable learners, ready to learn throughout their lives
· enterprising, creative contributors, ready to play a full part in life and work
· ethical, informed citizens of Wales and the world
· healthy, confident individuals, ready to lead fulfilling lives as valued members of society
Appearing to endorse the first two of these statements, Estyn (2018) reported that the best schools, having secured the fundamentals of a good education, prioritised improving the learning experience of pupils. These schools were becoming more confident at trying new approaches to the way they teach the curriculum they offer, increasingly providing exciting opportunities for pupils to engage in learning that broadens their horizons, stimulates their interest and enthusiasm. In some schools, creative learning activities were designed to appeal to all pupils’ interests and abilities, with pupils being given more opportunities to choose how they learn. 

Furthermore, in these schools pupils’ attitudes to learning, in terms of their ability to engage in unfamiliar experiences, concentrate, and respect the opinions of others, appeared to be improving as a result of this teacher focus (Estyn, 2018)  However, in around half of schools inspected, pupils’ ability to work independently and persevere to solve problems, make decisions about their own learning, and seek alternative solutions, remain areas in need of improvement.

Whilst this proportion of half initially points to a dichotomy, it must be pointed out that Estyn, when identifying good practice, often make reference to excellent schools, which is actually a relatively small percentage, 8% of primary schools in 2017-2018 (Estyn, 2018). Nevertheless, for the purposes of this study, such examples of excellence are available, and are deemed significant when considering creativity appears to be a relatively new word in the professional lexicon of primary school teachers. 

 Estyn (2018), report that in most excellent schools, pupils stretch and challenge themselves.  They discuss alternative approaches to solving problems, persevere and work together to check that their answers are reasonable.  In these schools, pupils take a lead role in determining how and what they learn.  They understand how to achieve their personal learning targets, many of which relate to developing key learning dispositions. 





What is Creativity? 

Creativity is acknowledged as a key skill for taking a productive part in complex, globalised and increasingly digitalised economies and societies but while education policy makers consider creativity as an important learning goal, it is still unclear to many teachers what it means to develop this skill in a school setting (OECD, 2019). 

Lucas et al. (2013) considered that across the educational world there is no widely used definition of what creativity is, adding that if it is to be taken more seriously by educators and educational policymakers, then there is a need to be clearer about what this is. 

Craft (2005), saw creativity as enabling not just the identification of appropriate problems but the ability to solve them. NACCCE (1999) distinguished between different definitions of creativity proposing a ‘democratic’ definition as the most suitable for education. This suggested that all people are capable of creative achievement on some area of activity, providing the conditions are right and they have acquired the relevant knowledge and skills. 
In England the QCA (2005) framework stated that creativity involves pupils in:
· questioning and challenging
· making connections, seeing relationships
· envisaging what might be
· exploring ideas, keeping options open
· reflecting critically on ideas, actions, outcomes
· 
Alongside being linked to economic benefits for society (Donaldson, 2015), another strong argument for, and interest in, creativity is the feeling of focus and wellbeing documented by positive psychologists. Csikszentmihalyi (1996) described the state of ‘flow’ that often comes with creativity and often challenging tasks. He also felt that creativity was learnable, whilst Lave and Wenger (1991) saw it as being strongly influenced by context and social factors. Ultimately it is perhaps unsurprising that Treffinger et al (2002) saw it as being multi-faceted and occurring in all aspects of life.

It is also generally acknowledged that creativity requires classroom environments and educator behaviours where the educator is primarily a facilitator and a collaborator (Penaluna et al., 2014), engaging with the student’s own thinking when enhancing knowledge and abilities (Dweck, 2006).

School Leadership and the school as a learning organisation

From an international perspective, the education sector does not always have a good track record of innovating itself (Kools and Stoll, 2016). Change has been referred to as a multi-faceted process and creating successful lasting change has proven hard. Fullan (2015) notes that many changes only occur at the surface level without altering behaviours and beliefs.
Leadership is seen as the essential influence that can bring all the parts of an organisation together to ensure that the whole is more than the sum of its parts and that it is sustainable (Kools and Stoll, 2016).

Developing this, Estyn (2018a) reported on a survey, established to identify and share factors that appeared to be supporting successful curriculum innovation in schools in response to the forthcoming curriculum change (Donaldson, 2015). Within Wales, a few schools have worked with the OECD to develop an all-Wales model of schools as learning organisations (SLO), based on the report from Kools and Stoll (2016). From this emerged a framework (Welsh Government, 2017) with seven dimensions, highlighting how schools can develop as a learning organisation. 

With respect to creativity, one dimension that seems of particular importance, is entitled ‘establishing a culture of enquiry, innovation and exploration’ (Welsh Government, 2017), which promotes an openness to risk taking and thinking and doing things differently. This is dependent on proactive leaders and creative change agents who retain a strong focus on improving learning and teaching.

These factors contribute to headteachers encouraging staff to design learning experiences that harness the curiosity and creativity of pupils and support risk-taking and pupils’ independent learning (Estyn, 2018a).




Planning for Creativity 

The Foundation Phase was introduced in 2008 and was intended to promote a radical move from the more formal, competency-based approach associated with the previous Key Stage 1 National Curriculum. It was designed to promote discovery and independence and placed a greater emphasis on using the outdoor environment as a resource for children’s learning. Teachers had the opportunity to use and develop learning environments that would be conducive to creativity (Csikszentmihalyi, 1996, Craft et al, 2012 and Donaldson, 2015). 

Alongside the use of environment is a need to consider pedagogy. Craft et al (2012) saw four core elements of pedagogy which nurtured possibility thinking amongst young children. These included the need to place a big value on enabling children’s agency, offering children both time and space to develop their ideas. Teachers need to stand back from the children, yet closely scrutinise the children’s engagement, in order to choose the optimum moment to step in to provide, clarify, support, extend and challenge.

Respondents to the Donaldson report (2015) identified the ethos, principles and pedagogy of the Foundation Phase as a significant strength of educational practice in Wales. Donaldson saw a curriculum based on Areas of Learning and Experience, instead of subjects, enabling schools to build on successful ‘Foundation’ practice into the middle years of primary education and beyond. It appeared that the few schools that had already extended Foundation Phase philosophy and pedagogy into the 7-11 age range, reported the removal of subject barriers, that had often been seen as an inhibitor to creativity and flexibility in the curriculum, as increasing children’s engagement.

The four curriculum purposes proposed by Donaldson (2015), require a wide repertoire of teaching and learning approaches. By embedding the Cross-curriculum Responsibilities and wider skills in each Area of Learning and Experience the new structure gives clear signals about related teaching approaches. The intention is to release the creativity and energy of teachers to provide rich learning for children and young people.

Creativity relies heavily on access to high-quality authentic information from a range of subject disciplines that act as a catalyst for innovation. In order to fully engage with learning, children and young people require rich, stimulating environments where they can explore and experiment with ideas and resources, collaborate actively with their peers and make dynamic connections with a clear sense of purpose to construct meaning (Donaldson, 2015). 

[bookmark: _Hlk35187911]OECD (2019) offer eleven signature pedagogies (Schulman, 2005), related to the fostering of creativity that could inspire schools and teachers on how to nurture creativity in mathematics, science, visual arts, music and inter-disciplinary projects. Signature pedagogies refer to structured pedagogical models that can be applied to pedagogical activities and projects in educational settings.

One of these, creative partnerships, emanates from the UK and promotes changes in teaching methods by engaging creative practitioners, typically artists or others working in creative industries. Each creative project is intended to be unique to the school.  It provides training for teachers and school staff, with the common goal to place creativity at the heart of the learning process and change the pupils’ learning experiences, but also teachers and schools as a whole. 

The development of skills related to creativity, is an explicit goal of this approach which uses the five creative habits of minds (Lucas et al, 2013). The approach intends to stimulate pupils to become imaginative, inquisitive, disciplined, collaborative and persistent in all subjects of the curriculum (OECD, 2019).

This model moves students from a model of acquisition of knowledge known by others, to one where students have a greater sense of agency in their learning (Galton, 2007) envisaged by Craft et al (2012).

The OECD (2019) explained the other signature pedagogies and shared resources, including examples of lesson plans that enable teaching, learning and assessing creativity. Reflecting the democratic definition of creativity (NACCCE, 1999), these pedagogies are predicated on the notion that all individuals can cultivate and learn behaviours and that routine use will enable them to become transferable. Lucas (2019), sees this cultivation of creativity as part of a move towards developing these skills to a broader range of real-world settings, thereby fulfilling purposes articulated by Donaldson (2015).


Assessing creativity

Just as across the educational world, there is no widely used definition of what creativity is, there is also no agreed framework for assessing its development in schools and few assessment tools specifically designed to track learners’ progress. 

Lucas et al (2013) consider that an approach must be both rigorous to ensure credibility and user-friendly to be utilised by busy teachers. This view was supported by Donaldson (2015), who saw the lack of any requirement to assess creativity in any format as contributing to the undervaluing of creativity. Unsurprisingly, many teachers focus more closely on high-stakes state-mandated testing than on tracking the development of dispositions, such as creativity (Wiliam et al., 2004).

Developing this perspective, Donaldson (2015) saw assessment as needing to align with the purposes of learning, planning in advance for how to use assessment, and actually assessing what matters. As part of this process, it was considered necessary to engage children in their own assessment and be as light touch as possible and avoid unnecessary bureaucracy. Importantly, it was acknowledged that many of the most worthwhile intentions for children and young people’s learning, will be difficult to assess.

Lucas et al. (2013) consider that there are two clear benefits of assessing pupil progress in the development of creativity. The first of these enables teachers to be more precise and confident in developing young children’s creativity. The second sees learners gaining a greater understanding of what it is to be creative and therefore display the full range of their creative dispositions in a wide variety of contexts. They acknowledge their five creative dispositions framework, focuses on the characteristics of creative dispositions that might be assessable, rather than the nature of creative output and performance. There is a focus on what is going on for the learner during acts of creativity, the collaborative nature of creativity, what can be learnable and the importance of context whether within subjects or in a more generalisable form. There was also an emphasis on the discipline of being creative as well as considering free-thinking.


Chapter 3 
Methodology and Research design

In order to address the research area of creativity several research methods were used.
These include:
· Literature search and review
· Interviews with headteachers
· Interview with an expert in the field of creativity 
· Case study information
The critical review of the literature is intended to provide a picture of the state of knowledge related to creativity, planning for creativity, leadership and the assessment of creativity. It is an attempt to acquire an understanding of the topics being considered, of what is already known, how this has been researched and what the key issues are. 

Bell and Waters (2014) consider that the literature review is more than just a list of references and involves some questioning of assumptions and evaluating findings drawn from different sources. It is accepted that it is very easy to fall into the bias trap, by only selecting items in the literature that appear to support a strength of feeling in a particular direction. Every effort has been made to provide a balanced literature view that considers a range of viewpoints.
This is essentially a qualitative research activity which draws upon perceptions of people engaged in education. It could be said to qualify as an applied form of action research which according to Cohen et al, (2011) is appropriate where a problem involving people, tasks and procedures, cries out for solution. 

Methods being used imply that this is applied research with the aim of arriving at recommendations for good practice. This will tackle a potential problem and enhance the performance of a school and teachers, through changes to accepted procedures that have been used. (Denscombe, 2010). In particular, it draws upon questions of purpose, put forward by Lomax (2007), to ask whether improving knowledge can develop both the situation and practice with respect to ensuring creativity is understood and integrated into the forthcoming curriculum (Donaldson, 2015). It is accepted that any initial findings generate possibilities for change, which themselves would act as a prelude for further research, which Denscombe (2010) describes as a feedback loop.

This research uses interviews, which will enable the exploration of key themes (Beck and Manuel, 2008) with respect to creativity and the leadership and assessment of creativity. A structured interview was used for the headteachers, whilst a more semi-structured approach was used with the member of staff in the case study school and the expert on creativity. It is accepted in line with the views of Wilson (2016), that the structured interview is more limited than the semi-structured interview. 

All interviewees were provided with the schedule of questions in advance (Appendix 2) and at this introductory stage the purpose of the research was fully explained.  From an ethical perspective, whilst all interviewees were very co-operative and responded to all questions, one of the respondents did not wish to be named in the Acknowledgements section and asked for their responses to be anonymised. This request was accommodated. Transcription of both headteacher interviews were checked with the headteachers. 
Care was taken over the wording with no questions included which could be interpreted as leading, or presumptive (Bell and Waters, 2014), thereby attempting to ensure a level of reliability (Silverman, 1993). The interview was essentially focussed and the two headteachers appeared to keep closely to the format, whilst the expert interviewed saw the framework of questions as a looser structure, which deviated from the format almost from the outset. 

There is an acknowledgement, that there are potentially multiple interpretations of qualitative data (Kvale, 2008) and that there is always a danger of bias (Bell and Waters, 2014). It is understood that many factors can result in bias and certainly when the researcher has strong views about the subject under consideration, which is often what occurs and acts as a stimulus for the research in the first place.

There is an acceptance that case study in research often refers to an extensive project that takes place over time, but the principle of including a case study is considered relevant with respect to this small piece of personal research. The approach utilised will attempt to put some flesh on the bones of ideas (Bell and Waters, 2018) that emerge from the literature search and interviews. It fulfils the opportunity of analysing a number of factors, that follow one school’s introduction and implementation of creativity, with a number of perspectives and factors analysed. This includes views from a lead practitioner within a school, a group of year 6 children, a recent Estyn (2020) report and the Welsh Arts Council (2020). It is considered that the findings from this case study would be relatable (Bassey, 1981) and can extend the boundaries of existing knowledge and is therefore of value.





















Chapter 4
Results and discussion

This section will analyse the responses from interviews to see to what extent there are any emerging lines of agreement, with respect to certain identified factors regarding creativity. Unresolved areas and emerging questions that could benefit from further investigation will also be presented. 

The responses to various questions are summarised in field notes that are included as Appendices 2-5. 

What follows is an attempt to summarise these responses, using a series of subheadings. Underpinning the analysis, is the fact that creativity is a feature of the forthcoming Donaldson (2015) curriculum, and that schools are currently writing their own version of this, with an expectation that this will be formally introduced in September 2022. 
Considering a definition of creativity 

Despite many academic definitions of creativity being available, both headteachers interviewed were of the view, reflecting Lucas et al (2013), that there is no widely accepted definition of what creativity is. One headteacher (hereafter known as Headteacher A, Appendix 2), sought a clearer definition as to what creativity looks like as a behaviour to inform planning and assessment, and thereby contribute to and ensure progression. 

The second headteacher (Headteacher B, Appendix 3), also found it difficult to define creativity and saw the ‘go to’ areas where creativity is often applied, as language, art, dance and music. However, this headteacher was of the view that creativity can be explored in any aspect of learning, and teachers need to ensure that opportunities for this creativity are provided across the curriculum. This broader approach, building on the Leonardo effect (2020) linking art and science, can be more widely supported by the range of signature pedagogies outlined by OECD (2019).




Professional development 

The view that creativity has often been viewed as something that occurs in language, art, dance and music was acknowledged by both headteachers. This long-held view of the expressive arts is reflected in Fawcett and Hay (2004), where they evaluated a four-year project (5x5x5, five artists, five schools and five galleries working together), which they saw as highly successful. It should be noted that the authors refer to a serendipitous encounter between the Arts Education Officer and an organiser of an exhibition, which provided the impetus for this project.

Whilst it might be expected that the Donaldson curriculum for Wales would have a more informed and strategic training programme in place, the views of the two headteachers seems to question this position with respect to creativity. Both headteachers were of the view that there had been insufficient training. 

Headteacher B stated that some staff had attended stand-alone sessions, but these have focused on specific areas, such as writing. Furthermore, current drama and dance workshops support the development of creativity through the expressive arts. Headteacher A, from a different local authority, could not remember any training linked to the more traditional view of creativity, which she stated as ‘Art, Music and Dance’, for a decade. Headteacher A was ‘vaguely aware that there has been an Arts Council of Wales programme on creativity’, but this had not been explored. Her visits to pioneer schools had been more focused on other aspects of the forthcoming curriculum.

The case study school, Talycopa Primary (Appendix 4), had participated in the Lead Creative School Project (Welsh Arts Council, 2015), and received nearly £20,000 of funding over a four-year period (Welsh Arts Council, 2020). This had enabled the school to access training, including a range of experts including a weaver, animator, visual artist and prop designer. These experts each visit school for a day, each half-term over an academic year, to provide training to children and staff.  This approach is a good example of the first of the signature pedagogies (Schulman, 2005) ‘creative partnerships’ emanating from the UK, which certainly appeared to mirror the generic approach explained by OECD (2019). 

Estyn (2020) noted that within Talycopa, provision to develop pupils’ creative and expressive skills is highly beneficial. They stated that a very strong feature of this provision is the way in which teachers encourage pupils to use their imagination and insight when engaging with the creative arts. Validating the school’s expressed approach, Estyn (2020) confirmed that class teachers in key stage 2 use music, animation and drama very successfully to support pupils to explore and express a range of emotions evoked by World War 2. 

There are clearly a range of views on professional development of creativity, as expressed by the three school-based professionals interviewed. It appeared that the case study school had been more proactive in seeking and utilising funding and providing school-based training. The teacher within Talycopa claimed that funding was an important factor in the development of staff expertise, resources and technology. This view was disputed by Robson, an expert in the field of creativity (Appendix 5), who although a strong advocate of training, saw schools often using a lack of funding as an excuse for not developing creativity. This expert felt that a lack of confidence was more of a problem than a lack of resources.
School factors 

Robson saw barriers to creativity which included teacher attitude, confidence and experience which appears to resonate with Fullan’s (2015) view that many changes only occur at the surface level, without actually altering behaviours and beliefs. Robson also listed some quite specific barriers within schools as: schemes of work, lesson objectives, assessment and unnecessary paperwork. Linked to lesson objectives, were the potentially limiting influence of success criteria. This was something also expressed by Headteacher B who, whilst advocating planning opportunities for creativity, saw any plan as needing to be ‘loose’ to enable personal responses to develop, rather than be stifled. Talycopa also stated that success criteria needed to be ‘vaguer’, otherwise there is the risk of limiting the creative ways in which a skill or objective can be achieved. 

Headteacher B considered that there would need to be a greater sense of flexibility in the delivery of the forthcoming curriculum, which would rely on trust and collaboration throughout the organisation, creating the environment in which ideas can be suggested and valued. This would develop confident educators, willing to develop children’s ideas and take calculated risks which have a learning value. This seems to align with the Welsh Government (2017) dimension, ‘establishing a culture of enquiry, innovation and exploration’ which promotes risk taking and doing things differently.
Headteacher A also recognised the need for staff to plan, but again stressed the importance of schools having a clear understanding of exactly what creativity is, and how students have their say in this process. 

Talycopa has already adopted a whole school approach, that sees the Foundation Phase philosophy and approach developed throughout the entire primary age range. Certain features within the school included significant use of the outdoors to enable imaginative play, indoor creative corners, study dens and technology sites with specific challenges relating to coding and filming using greenscreens. 

This approach is validated by Estyn (2020) who note that a particularly effective feature of planning is the way in which pupils in all classes contribute to what they would like included in their topic. This was seen to engage pupils’ interest and develop their skills and curiosity towards learning. Estyn (2020) further confirmed that the principles of the Foundation Phase are firmly established in the school and staff ensure that pupils benefit from stimulating activities in the indoor and outdoor environments. Effective focused and continuous activities include beneficial opportunities for pupils to investigate, role-play, build and practise their physical skills.

Pupils from the school confirmed that they enjoy the freedom of choice and taking charge of their own education. Specific examples mentioned by the children included the use of drama, creating videos to provide evidence of learning and the use of the outdoor environment whatever the weather.

The Talycopa case study does seem to suggest that whilst the education sector does not always have a good track record of innovating itself (Kools and Stoll, 2016), when change occurs beyond the surface level (Fullan, 2015), it can be successful. This is a school that has established a culture of enquiry, innovation and exploration, seen by the Welsh Government (2017) as one of the key seven dimensions to develop and ensure creativity. 



Leadership

Leadership was seen by Kools and Stoll (2016), as the essential influence that can bring all parts of an organisation together to ensure that the whole is more than the sum of its parts and is sustainable. Welsh Government (2017) saw this as being dependent on proactive leaders and change agents, who retain a strong focus on improving learning and teaching. 

Estyn (2020) were clear that all members of staff in Talycopa have a clear understanding of the school’s strengths, working together closely to discuss and plan jointly. The interviewed member of staff saw the vision, attitude and support of the head as vital for the whole school approach to happen and become embedded. The role of senior leadership was also considered essential by Robson in a school successfully implementing and developing creativity, providing support for teachers to proceed with confidence to try new approaches to teaching. 
Both headteachers interviewed also saw senior leaders having a key role to play. Headteacher A saw the need for ‘setting the tone that creativity is a key priority with equal weight as a core principle’ whilst Headteacher B thought that there was a need to ‘create an environment in which people have the confidence to be creative without fear of consequences should things not go to plan.’

Assessment of creativity

Donaldson (2015) saw assessment as needing to align with the purposes of learning, planning in advance for how to use assessment, and actually assessing what matters. As part of this process it was considered necessary to engage children in their own assessment and be as light touch as possible and avoid unnecessary bureaucracy. Importantly it was acknowledged that many of the most worthwhile intentions for children and young people’s learning will be difficult to assess.

Responses from interviewees highlighted the need for greater clarification and further consideration of this important part of the process. Historically and unsurprisingly, many teachers have focused more closely on high-stakes state-mandated testing than on tracking the development of dispositions such as creativity (Wiliam et al., 2004). 

This is reflected in the views of Headteacher A who sees assessment needing to be adapted ‘quite a bit’ to take account of creativity. This headteacher was clearly aware of the very broad progression steps in the Expressive Arts Area of Learning and Experience and considered that, for this more traditional area where creativity occurs, schools will need to formulate steps and assessments from one step to the next. 

Headteacher B voiced concerns around the ability to assess creativity consistently, and even questioned the validity in trying. He suggested that one person’s creative artistic style and the subsequent appreciation of that art, can vary from one person to another. This respondent also stated that planning opportunities for creativity is necessary, but assessing the perceived quality is not.

Donaldson (2015) saw the lack of any requirement to assess creativity in any format as contributing to the undervaluing of creativity whilst Lucas et al (2013) considered that there are two clear benefits of assessing pupil progress in the development of creativity. 
However, Robson was of the view that creative thinking cannot be controlled, measured or assessed. She felt that it was unhelpful to assess creativity, because this will add pressure, when teachers really needed time to give to students to explore their own interests and learn about what they want to.

Within Talycopa, a ‘creativity wheel’ was used to assess creativity within class but it was suggested that there was a bigger need for informal assessments evidencing things as they happen with live evidence recorded and saved. 








Chapter 5
Conclusion


The main aim of this research project was to see, to what extent, the inclusion of creativity within the forthcoming Donaldson (2015) curriculum ‘Successful Futures’, was understood, embedded and developed by schools. To help explore this main question, an analysis has taken place of whether there is a commonly agreed definition of creativity, the role of school leaders and teachers in planning for creativity, and a consideration of assessment. 

From a review of literature and analysis of results from interviews and a case study, the following main conclusions are put forward:
· there is a lack of agreement and understanding with respect to the definition of creativity. This is an issue as stated by interviewed headteachers and also from academics (Lucas et al. 2013).
· teachers and children need to be and feel trusted to contribute to planning activities which allow more freedom for creativity to flourish
· the lack of strategic approach to training to address and develop creativity is apparent. Training is often in the more traditional areas (the expressive arts) rather than reflecting the full range of signature pedagogies (OECD, 2019)
· schools are at different stages of addressing creativity. However, Talycopa Primary School demonstrates that a well-led learning organisation can facilitate a curriculum in line with the creative principles expressed by Donaldson (2015)
· there appears far less agreement over the assessment of creativity with some quite distinctive differences of opinion from respondents and academics.

It is suggested that:
· providing schools with a definition of creativity would enable all schools to more confidently integrate this disposition into their own emerging curriculum for 2022
· there is a co-ordinated approach to training for creativity that includes case studies from schools like Talycopa, that have successfully planned for and embedded creativity within a well-led, whole school approach 
· research is conducted into the assessment of creativity to ensure that schools receive guidance on how and when to integrate this into their assessment policy in order that creativity can thrive
This study has demonstrated that whilst each school is unique, they are often faced with similar questions, including some that arise from the need to address mandated change. It is clear that there is available research that can inform the development of creativity, assessment of creativity and how schools can develop as learning organisations. There is an understanding of how to conduct a small-scale study and the difficulty of eliminating bias especially when there is a personal viewpoint that has underpinned the interest in the subject under consideration.

Finally, it would be good to extend this study, drawing on a broader spectrum of schools from a wider geographical area. This would help ascertain to what extent the limited research position gained from three schools in two local authorities is replicated across Wales and what other factors need to be considered. As schools are finalising their own version of a Donaldson curriculum, case studies of good practice should be readily available, supported by equitable training and resourcing.   
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