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Creativity, Culture and Education  (CCE) is a new national organisation which aims 

to transform the lives of children and families by harnessing the potential of creative 

learning and cultural opportunity to enhance their aspirations, ac hievements and 

skills. Our vision is for childrenôs creativity to be encouraged and nurtured in and out 

of school and for all children to experience and access the diverse range of cultural 

activity in England because these opportunities can dramatically i mprove their life 

chances  

 

We currently deliver two flagship programmes:  

 
Creative Partnerships  -  the Governmentôs creative learning programme fosters 

long - term partnerships between schools and creative professionals to inspire, open 

minds and harness th e potential of creative learning. The programme has worked 

with just under 1 million children,  and over 90,000 teachers in more than 8 000 

projects in England.  

 

 
 
Find Your Talent  -  the Governmentôs pilot cultural offer for all children and young 

people which aims to ensure they have access to the wide range of quality cultural 

experiences essential to unlocking their talent and realise their potential. In addition, 

our Research demonstrates the impact of our programmes and the contribution 

creative pract ice can make to the lives of children and families and wider society and 

helps stimulate national debate to look at how policy and practice can take 

opportunities for creativity and culture further into the daily lives of children and 

families.  

 

Creativit y, Culture and Education commissioned this research as part of our 

commitment to ensure that the learning from our programmes never stops, resulting 

in lasting, sustainable impact. The purpose of this research project was to help us 

understand how our Crea tive Partnerships programme has helped to bring about 

school change.  
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EXECUTIVE SUMMARY  

 
This report gives an account of a research project that explored the ways in which 

schools have taken up the óofferô made by Creative Partnerships, so as to bring about 

school change. Its findings a re expressed partly in the form of descriptions and 

analyses of change, and partly in the form of heuristics  -   a way of identifying and 

labeling activities to facilitate discussion about features of school practice, and thus 

to assist the work of profess ional development.  

 

The report sets school change in the context of international policies of school 

reform, arguing that such policies are always inflected at regional and at school level, 

so that an understanding of the process of óvernacularisationô ï the local language 

and practice of change ï is essential.  

 

Chapter 2, on óLearningô, presents an account of the ways in which schoolsô 

involvement in Creative Partnerships  contributed to change in curriculum, pedagogy 

and assessment. It sets such changes i n the context of other strong influences on 

the work of schools, notably that of the National Curriculum, and of pressures upon 

schools to label and differentiate their pupils.  

 

Chapter 3, on óChanging Pedagogiesô, draws out the lessons of the previous chapter. 

It offers an extensive heuristic section that seeks to classify various pedagogic 

approaches found in schools, and suggests that discussion of change in teaching and 

learning would benefit from a more explicit charting of the different approaches 

available to teachers.  

 

Chapter 4 extends the focus of the report beyond the work of teachers. It sets school 

change in the context of relations with pupils, with parents and with the communities 

in which schools are located. Student participation was a stro ng feature of extensive 

school change. Relations with parents and communities were also significant, though 

teachers sometimes found it difficult to develop these strongly, and the ways in 

which teachers evaluated local communities sometimes underestimated  their 

potential as partners in learning.  

 

Chapter 5 explores the leadership and management of creative school change, 

concluding that Creative Partnerships was taken up in schools where the senior 

leadership team are moving beyond the ócommand and control approachô that has 

often accompanied efforts at school change. The chapter looks also at the 

development of teacher capacity, and suggests that the re -orientation of teaching to 

which Creative Partnerships  has contributed requires the development of new 

intellectual or theoretical approaches to classroom practice, as well as the learning of 

new pedagogical skills.  

 

Chapter 6 considers regional, national and international dimensions of the Creative 

Partnerships  project, and thus considers the work of scho ols in relation to the 

perspectives of those charged with carrying through the project as a whole: creative 

agents, regional and national directors. It tracks the effects on practice of the 

different óreadingsô of Creative Partnerships  policies and purpose  offered by its staff, 

and concludes by comparing characteristic C reative Partnerships  approaches with the 

experiences of similar projects of reform in other countries.  
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Chapter 7 concludes the report and sets out its findings in ways which we hope are 

óuseableô by those involved in programmes of school change, whether or not they go 

under the explicit heading of ócreativityô.  

 
INTRODUCTION  

 

The research project had as its major objective to investigate how schools were 

taking up the offer made by Creativ e Partnerships in order to further school change. 

We took as our starting point that schools were not only already engaged in change 

and were required to do so by the broader government improvement agenda, but 

also that they were likely to be involved in m ore than one initiative. We did not seek 

therefore to capture a óCreative Partnerships  effectô or to judge the effectiveness of 

Creative Partnerships  against a set of given criteria. Our interest was in how schools 

thought about change and what they did wi th the opportunities to work with creative 

practitioners over a period of time.  

 

We are mindful of the problems associated in reporting on events that are now part 

of a previous incarnation of the Creative Partnerships programme. There is certainly 

a point  in assembling evidence that assesses what the first phase of C reative 

Partnerships  accomplished. However, our goal in this report has not only been to 

report our findings, but also to attempt to develop heuristics which may be useful as 

Creative Partnersh ips continues in its new form. Our intention is to develop a 

vocabulary and categories of activities which might be mobilised in professional 

development and diagnostic support of schools engaged in the next phase of the 

programme. This report thus represe nts only part of the final outcomes of the 

research. A further set of scholarly publications, dealing exclusively with the 

outcomes of the first phase of the programme, is also being developed.  

 

This report focuses primarily on twelve case study schools bu t also cross - references 

a previous, interim report i which presented an analysis from the full cohort of schools 

that were investigated.  

 

The research  

 

Our overall aim was translated into three research questions:  

  
1.  What kinds of school change are supporte d by C reative Partnerships ? At what 

levels (whole -school, classroom etc) are these occurring, and what is the 

relationship between levels?  

 

Sub questions:  

 How are school cultures and structures changing with C reative 

Partnerships?  

 What teaching and learni ng practices are emerging in and through 

Creative Partnerships ? 

 Which students and teachers are involved in C reative Partnerships  

activities and to what effect?  

 

2.  What models of partnerships are schools mobilising to produce change? What 

kinds of capacity -building are occurring through partnership? What tensions 

exist between partners and schools, and how are these being resolved?  
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3.  How does C reative Partnerships  policy, as it is understood and enacted at 

national and regional levels, support school change?  

 

The first phase of our research project involved taking snapshots of 40 schools 

across the country (see Figure 1). A full description of the snapshot schools can be 

found on the project website www.creativeschoolchange.org.uk.  

 

We asked Creative Partnershi ps Area Directors to nominate a priority list of three 

schools that they considered were good examples of C reative Partnerships  supported 

whole school change. The intention was not to produce something about óbest 

practiceôii but rather to look at interesti ng cases to see what might be learned from 

them ï what Connell (1995 p. 90)  calls óstrategic samplingô with a potentially óhigh 

theoretical yieldô. The research team then selected 40 schools to ensure a balance of 

primary, secondary, rural and urban, and to ensure a diversity of language and 

cultural heritage school populations. Schools were invited to participate in a brief 

research encounter which occurred over two consecutive days. Initial school visits 

were conducted in pairs of various team combinations, to ensure reliability in data 

collection procedures. The bulk of the visits were carried out by single researchers.  

 

Acacia Primary School    

Alder College  

Apple Tree College     

Ash College  

Aspen Primary School  

Bay Tree Primary School  

Beech Tree College     

Birch Primary School  

Blackthorn Federation  

Cedar Special School  

Cherry Tree Junior School    

Chestnut Secondary School  

Cypress Primary School    

Elder Tree Primary School  

Elm Primary School  

Fir Tree Nursery School    

Foxglove Community School  

Hawthorn Secondary School  

Hazel Primary School     

Juniper Primary School  

Larch Centre   

Laurel College      

Lilac Tree Primary School    

Lime Tree Primary School  

Magnolia Primary School  

Maple Technology School  

Mimosa Nursery School    

Mulberry Primary School    

Oak Tree Primary School  

Pear Tree Primary School  

Pine Tree Primary School    

Plumtree College     

Poplar Primary School    

Redwood Prim ary School  

Rowan Nursery and Infant School   

Silver Birch High School  

Sycamore Comprehensive School  

Walnut First School  

Whitebeam College     

Willow Special School

 
Figure 1: Snapshot schools  (See our website for full details of each school)  
 

In each snapsho t school, relevant documentation was collected: this included 

Creative Partnerships  reports, newsletters, reports to governors, annual reports, 

documentary evidence on websites and news clippings. An individual interview was 

conducted with the head or rele vant member of the senior management team and 

with a key school governor, together with a focus group of teachers and another of 

students of mixed ages: some individual teacher interviews were also conducted. 

These interviews were taped and transcribed. Ph otographs of the entrance and 

relevant displays were taken. Informal conversations in staffrooms, play areas and 

offices, together with observations, were recorded in field notes. There was thus 

some degree of triangulation of data, although all participan ts in formal interviews 

were selected by the school.  
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After the production of the interim report iii  we selected twelve schools which we 

decided would be able to tell us something more about school change (see Table 1). 

During the first six months of the proj ect one of the schools, Alder College, was told 

that it was facing closure. Because we thought it might not be helpful to have 

researchers in the school when it was heavily engaged in debates about its survival, 

we decided to select another site which had been high on our selection list, 

Blackthorn Federation. However because we had already paid one of our three visits 

to the case study schools at this time, and because we subsequently had difficulty 

getting access to Blackthorn, the data we have for both A lder College and Blackthorn 

are not robust iv . We therefore effectively have eleven case study sites, rather than 

twelve.  

 

The criteria for selection included coverage of sectors (primary, secondary), some 

schools which were highly culturally diverse and so me which were not and schools in 

various settings (rural, urban). We focused in particular on the degree to which the 

school had taken up creativity as a whole school ethos (we selected eight where this 

was the case, three where the school had a preceding innovation and one which we 

judged to be on the cusp of moving into a whole school approach). These initial 

judgments, made on the basis of snapshot data, were not always confirmed as we 

advanced the case studies. Our final criterion was stability: we did not want to be in 

a school which was struggling with external events as well as trying to manage its 

own change trajectory. This aspiration was not fulfilled. As it turned out a number of 

the schools experienced leadership turnover during the project or ju st after it 

finished, and some also faced closure (see Table 1).  

 
School pseudonym  Description  

Chestnut Secondary School  Comprehensive school out of special measures but in National 
Challenge.  
Head teacher left towards end of project.  

Elm Primary School  Expanding junior school in rural setting. Headteacher resigned 
just after project finished.  

Hazel Primary School  Successful inner -city school, now part of federation. Former 
head teacher is executive head of federated schools.  

Juniper Primary School  óSatisfactory but improvingô (Ofsted) inner city primary school 
on split sites, undergoing rebuild during the period of our 
research.  

Mimosa Nursery School  OfSTED judged ógoodô nursery school, recently designated a 
Childrenôs Centre, serving a suburban estate.  

Mulberry Primary School  Multicultural primary school on notice to improve. Headteacher 
retired early during project.  

Oak Tree Primary School  Large inner city primary school with an OfSTED ónotice to 
improveô. 

Plumtree College  Comprehensive school i n National Challenge under intense 
scrutiny by LA for óresultsô. School pulled out of Creative 
Partnerships  just after project finished.  

Rowan Nursery and Infant School  OfSTED judged ógoodô nursery and infant school serving inner 
city estate. Potential am algamation in the future.  

Silver Birch High School  Catholic (non -grammar) High School in town with several 
grammar schools. Ofsted classification: ógoodô. 

Sycamore Comprehensive School  Specialist secondary school in National Challenge on notice to 
become  an academy.  

Alder College  Innovative secondary school given notice of closure  
 

Blackthorn Federation  Federated special, primary and secondary schools  
 

 
Table 1: School descriptors  
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These kinds of changes are not unusual in the current circumstances. C reative 

Partnerships  deliberately set out to serve schools in challenging circumstances and 

these schools are not only the object of a range of policy interventions (National 

Challenge, OfSTED categories, federation, becoming academies) but are also the 

schools known to have leadership and other staff turnover and also staff morale and 

well -being issues.   

 

Our goal was to generate data over time rather than to produce intensive 

ethnographic studies of sites, and to focus on commonalities and experiences tha t 

might be generalised, rather than emphasise the uniqueness of a schoolôs 

experience. Nevertheless, we hoped to produce data which located school change in 

the context of a rich school culture and thus had an ethnographic feel, and which 

would allow us to  tell not only the common stories of change, but also to some 

extent to separate out individual institutional narratives, and to recognise, through 

collecting evidence from a range of sources, the local complexities of change. (We 

hope to do justice to the  richness of our data by producing portraits of some of the 

case study schools which will be published as a scholarly book at a future date).  

 

We aimed to visit each school three times and to continue to interview staff engaged 

with C reative Partnerships , to observe lessons and C reative Partnerships  activities, to 

talk with students and to discuss with a member of the SLT the progress of change. 

We sought evidence of change across many areas of school activity:  

  

o structure (timetable, CPD organisation, bud get, staffing)  

o culture (ethos, publications, spatial organisation, visual symbols, events, 

dominant narratives)  

o student attendance, participation, engagement, social learning, 

motivation, autonomy, collaboration, community links  

o teacher repertoires of prac tice (pedagogy, assessment, differentiation, 

intellectual resources, negotiation with students), collaboration, 

community links, CPD participation  

o parent/carer engagement with the school (governance, curricular and 

extra -curricular activities)  

o school -partn er links, community relations and networks (including with 

other schools and agencies)  

o external reputation (Ofsted, Artsmark, specialist status, media reportage, 

Creative Partnerships  and other documentation).  

 

Since our visits spanned two school years we  collected school planning documents 

and reports which represented and indicated directions for change. We interviewed 

the C reative Partnerships  regional directors in each of the areas in which the schools 

were located as well as creative practitioners who  were in the schools during our 

visits. Photographs and field notes were also produced on each of the three visits. 

However because researchers were only able to see what the school wanted to make 

available, there is some variability in the categories of d ata for each site, with some 

having more interviews, for example, than others. Our aim to shadow two pupils for 

a full school day in each site was also variously accomplished.  

 

Site visits were conducted by three field researchers (McGregor, Owen, Sanders)  

who each had four sites. Three desk researchers (Hall, K. Jones, Thomson) also had 

four sites which they visited on one field trip together with the researcher: each desk 

researcher worked with two field researchers across four sites. A further desk 

resea rcher (S. Jones) was engaged in analysis of data across all of the sites. After 
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each round of field work, and when key transcripts were available, the research team 

held a two day meeting at which emerging themes for each site were developed: 

these were al so used to inform the subsequent visit. Desk researchers (Hall, K Jones 

and Thomson) have also carried out subsequent analyses of data across the corpus.  

 

We should say something ï that is, make some methodological remarks -  about the 

perspectives from wh ich such analyses were made. We were interested, first, in the 

ójourneysô that schools were making, and the ways in which they explained these 

journeys to themselves, as part of a process of creating an institutional identity. We 

were interested in what in terviewees took as creativity and as whole school change, 

what examples they produced, and how they represented to us and to others the 

changes that they attributed to C reative Partnerships . In this sense our work began 

from what we hope is a standpoint of  affirmation: we wanted to give recognition to 

the commitment, practical energies and impacts that we found in the work of 

schools, and at other levels of C reative Partnerships . We tried to understand these 

qualities in contextualised ways: we saw them as springing from a combination, on 

the one hand, of resources provided by national programmes, and, on the other, of 

local situations ï of the histories and current predicaments of schools and 

communities. This ótwo-way lookô seems to us an important feature of our 

methodology, one which has enabled us to highlight both the commonalities and the 

situation -dependent diversity of school change.  

 

We also had other working assumptions. The first of these was that in the course of 

the work schools would find thems elves facing the constraints of other educational 

agendas that impinged upon creativity ï issues of performance measurement and of 

differentiation on grounds of ability stood out in this respect. (Schools, of course, 

were as aware of these complexities as we were.) The second was that ócreativityô as 

we encountered it would be a baggy, uncertain and contested term, to which schools 

would give meaning in diverse ways, with significantly different educational effects. 

Thirdly, we did not expect to find that a  schoolôs change process would develop 

smoothly and synchronically, across all levels of the institution: we looked for 

connections and disconnections between policies and practices, between leadership 

commitments and patterns of teaching and learning, bet ween established ways of 

working (by no means always conservative) and new demands (by no means in their 

entirety óprogressiveô). We anticipated ï correctly, we think ï that similar issues of 

constraint, diversity and unevenness would affect the working of  relationships 

beyond the school, with regional and national C reative Partnerships  bodies, and that 

the forms taken by such relationships would have an impact on what schools did.  

 

These perspectives led us to underline the ways in which the change proces s was 

pursued in the shadow of larger educational developments. Given that ócreative 

school changeô, though occurring on an increasingly wide scale, is a relatively small 

corner of an educational landscape still strongly shaped by regulative demands, this 

would seem to provide a reasonable lens through which to view it. But our account 

was not intended to be one -sidedly deterministic: we wanted to establish the 

tensions and difficulties of change as elements with which schools, far from 

regarding submissive ly, were in many cases in constructive negotiation; we were 

particularly concerned to see what steps the school had taken towards making 

changes sustainable in the longer term when C reative Partnerships  funding finished.  
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Chapter 1: WHOLE SCHOOL CHANGE  
 

The context for school change  

 

England is not alone in attempting to made radical changes to its school system. 

Across the world there is a concern about the overall level of attainment of school 

students and its adequacy as the foundation for life in wh at is sometimes called the 

óknowledge societyô. There are also concerns about the gap between those at the top 

of the attainment tables and those at the bottom. Considerable international and 

national efforts have gone into understanding the nature and cau ses of this 

óachievement gapô, accompanied by critiques of the adequacy of measures used. The 

concern to deal with this persistent educational inequity has shaped international and 

national policy approaches in particular ways.  

 

Two international trends ar e apparent, what we might call the standards approach 

and the creativity approach v. These two trends are sometimes combined. In some 

places (eg Singapore) where creativity is seen as vital to the national economic 

future vi , the combination means significant  changes to a highly centralised curriculum 

without threatening already high standards. This is not the same as in England, 

where there is still a concern for raising standards. The English policy approach 

initially maintained a tight centralised command a nd control structure, and this did 

leverage gains. These are now generally agreed to be diminishing and the new 

approach can be seen as a mixture of both standards and creativity. There is intense 

scrutiny and pressure on the apparently under -performing, b ut also much more local 

autonomy for those seen to be performing combined with a range of initiatives which 

encourage and incentivise óbottom upô professionally- led reform vii .  

 

Creative Partnerships  operates both within and against this policy agenda, since  it 

not only works in schools that are performing but also those that are óunder-

performingô. It offers an analysis that creative approaches to pedagogy and school 

design are required to revitalise and regenerate learning in óhard to shiftô sites, as 

well as being better for schools that are already óperformingô. This position is not 

universally shared.  

 

School change is of course not the same as government initiated policy since what 

schools can and want to do is affected by other factors, as we will expl ain a little 

later.  

 

Policy driven change  

 

It is important to state at the outset of the report our understandings of how change 

occurs.  

 

We hold that policy ï be it the standards or creativity agendas or any other, such as 

Every Child Matters viii  -  is not s imply delivered or implemented. It is altered ï 

refracted /diffracted at several points ï the region, the local authority, the school, 

the classroom. This happens no matter how tightly steerage is imposed from above -  

it is just a matter of the degree of v ariation. However the degree to which local 

schools are able to impose their own meanings on what they are able to do is 

contested terrain. Some hold that local and regional activities are less autonomous 

now than they were some decades ago, and that natio nal needs and agendas 

inevitably name and frame what can be conceived and accomplished. Others are 
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more optimistic and see the possibility of significant variations in local services which 

meet bespoke needs and desires.   

 

A local version of change can be  called vernacular change (Appadurai, 1996; Lingard, 

2000; Thomson, 1999) . Vernacularisation at a local level does not mean a 

completely unique interpretation. Rather, it means that there are specific and 

particular ver sions of larger policy agendas able to be constructed. Thus, what 

happens on the ground is often somewhat different from what policymakers and 

programme managers envisage. To translate this into education, we might say that 

what schools can do is both patt erned through international, national and local 

social/economic/cultural relations and framed and delimited by political and policy 

regimes. Nevertheless regional and local interpretations are possible.  

 

While C reative Partnerships  is not a policy, but ra ther a programme, it follows this 

vernacularising trajectory. Indeed the C reative Partnerships  structure as it was when 

the research was carried out was one which allowed for significant regional and local 

variations. C reative Partnerships  was interpreted by C reative Partnerships  areas, and 

then within schools. As we will show, this led to considerable variety in what was 

done and achieved.  

 

At this point we want sound a note of caution about reading the coming story of local 

differences. These differences  may not necessarily be a problem. It may be that the 

capacity to produce site -specific versions of change is precisely what the education 

system needs at this point in time. There are  risks involved in attempting to run a 

diverse vernacular programme, but  there are equally risks involved in attempting to 

standardise too much, particularly if such attempts follow an audit -oriented 

standardisations approach.  

 

Creative Partnerships  as vernacular change  

 

We understand the change that is produced in schools is  affected by a specific 

constellation of resources, events, histories, populations, relations and institutional 

practices.  

 

Creative Partnerships  is interpreted by area organisations and then by creative 

agents and/or creative practitioners who bring diff erent histories, resources and 

understandings to this process. Embodied in these people and embedded in national 

and area documents, C reative Partnerships  enters schools. But schools are variously 

positioned, not only by national and local authority polici es but also by their school 

mix -  the kinds of students who attend the school. School mix is in turn produced 

from the ways in which, for example, local employment for families, local housing 

market and policies, patterns of immigration and transport healt h and welfare 

policies come together. Schools are also profoundly shaped by the ways in which the 

marketisation of schooling has occurred, by traditional educational hierarchies and 

the ways in which school choice is practised and regulated. Schools also h ave 

particular histories which shape what it is possible to see, say and do ix . Schools thus 

bring to any new initiative a particular set of resources ï plant, staff, leadership, 

networks, organisation, governance ï and a set of constructed and taken - for -gra nted 

narratives and truths. Schools are also in particular phases of development and have 

specific views of their possible, preferred and undesirable futures x. However, in the 

school as crucible of change, a unique, distinctive combination of past/present/ future 

always exists. Stories of school change are thus both particular and  patterned 

stories.  
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This report attempts to capture both the commonalities and some of the 

distinctiveness of the sites we studied. Our goal in this analysis has been to try to 

un derstand the differences in ways that may help further development while also 

avoiding a retreat to a default, accountability -driven bureaucratic approach.  

 

Change as school practice  

 

To complicate things further, it is important to understand ï as we stre ssed above, in 

our account of our methodological starting points -  that school change in itself is not 

a single thing or indeed a singular event.  

 

Researchers suggest that school change is not linear; it often proceeds in stop -

starts, takes directions tha t are eventually rejected, and key goals and practices 

require revisiting and refreshing. Change is often not evenly spread across a whole 

institution and the problem with ópockets of innovationô is well documented. 

Successful change requires considerable investment, takes time (usually longer than 

political time scales allow) and needs staff ownership, professional development and 

structured support that promotes reflection.  

 

Change operates according to the Goldilocks principle: it is important to get ju st the 

right amount and the right combination. Too much change can fragment effort and 

diffuse impact. Too little change leads to entropy. Too much top -down steerage leads 

to lack of ownership. Too much bottom -up change leads to frustrated effort, and lack  

of sustainability, as institutional shifts are not effected. Change that is too fast leaves 

people behind, and change that is too slow loses what energy and enthusiasm there 

was at the outset. Getting the focus, mode and pace just right, requires skilful senior 

leadership and change ócapacityô within the wider staff and school community. 

 

And schools are notoriously hard to change. They have robust grammars which 

operate as default positions to which things return if no -one is paying attention or 

making su fficient effort to maintain a different/new practice. Teachers are justifiably 

concerned that students are not guinea -pigs and research shows that many tend to 

take up innovations which are congruent with what they believe currently appears to 

work. School s are concerned that parents will not accept changes. They are wary of 

committing to something where resources are limited and finite. Furthermore, 

innovative schools often find that they are stretched thin as they share their 

expertise with others, and th at key staff are ópoachedô for system positions. 

 

As a particular local practice then, school change is fragile and vulnerable.  

 

Vernacular engagements  

 

In Table 2 we summarise the notion of C reative Partnerships  as vernacular change 

which takes different  turns in different schools: this expands the information 

presented earlier in Table 1.
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School  Context  Change Priority  Creative Partnerships  Engagement  

Chestnut Secondary  
Comprehensive, not long out of special 
measures. Aspiring to be specialist 
perfor ming arts  

New ófix itô head, high staff turnover and 
illness. GCSE solution had been vocational 
education but now in national challenge  
Head left for new job by the end of the 
research period, new head keen on 
Creative Partnerships . 

Focus on extra -curricul ar, regular 
rituals, based in popular youth and 
digital cultures, everyday lives and 
local issues (including urban 
regeneration). Aim to change local 
reputation, and to work with other 
schools.  

Strong creative agent led construction of 
stories of success a nd possibility. 
Students became more engaged.Some 
interesting examples of youth led events 
and materials.  
Challenge to get approach into 
mainstream curriculum.  

Elm Primary  
Small , rural , middle class , ógood schoolô. 
Expanding from junior to primary, new 
buildings . 

New head. Some experienced staff  
taken aback by indifferent OfSTED report 
which demotivated staff.  
New head left after three years and 
replacement  head opted out of C reative 
Partnerships . 

Extend pedagogies, support cross 
curriculum work, enthuse  staff  
School also worked on pupil voice and 
personalised assessment of learning 
from early years up, separate from 
Creative Partnerships . 

Projects to enhance staff skills, and to 
produce public óproductô which help form 
new school identity. Also cross -  
curriculum projects.  

Hazel Primary  
Successful inner -city school, now part of 
federation.  

History of engagement with arts 
organisations and creativity projects. 
Experience of large -scale projects,e.g. 
commissioned opera. Working on a long -
term basis with ac ademic researcher, 
around creativity issues.  

Develop integrated approach to 
curriculum planning ï themed half -
termly around particular topics. 
Reconfiguring classroom space through 
ópodsô. Creativity emphasised in INSET 
and induction.  

Creative practition er involvement in 
reconfiguring of classroom space, and in 
larger -scale work (operas).  

Juniper Primary   
Inner city school, socially mixed intake.  

History of work with various arts 
organisations, emphasis on the visual. 
Strong relationship to resident arti st; 
artistôs atelier in the middle of the school. 
But in process of moving to a new building.  

Centred on the move to the new 
building. Some other things on hold, or 
scaled down, e.g. in relation to resident 
artist.  

All year groups involved with C reative 
Partnerships  arts - focused projects but 
some sense among teachers that 
Creative Partnerships  changed and there 
was a greater C reative Partnerships  
concern for reports and evaluation.  

Mimosa Nursery  
Located in high poverty suburban estate 
in city  

Relatively  new head with community arts 
background, formerly deputy and C reative 
Partnerships  lead in school. Restricted CPD 
opportunities locally. Judged by OfSTED to 
be a ógood schoolô  

Develop early years pedagogies. 
Generate staff development 
opportunities.  

Sust ained work with artist who became 
creative agent and a governor. Staff 
exploration of assessment, play and 
drawing. Enthusiastic accessing of CPD 
nationally and also internationally; 
development of school -based programme 
of CPD for localschools and LAs.  
 

Mulberry Primary   
Medium sized primary with  
99% EAL and in deprived urban  locality  

Experienced head encouraged work with 
nationally recognised expert in drama. 
Good long term relations with community 
organisations. School on Ofsted ónotice to 
improveô. 
Head retired and new head opted out of 
Creative Partnerships  also abandoning 

Strong emphasis on building religious 
and cultural understandings. Wanted to 
develop drama into specialisation while 
consolid ating process -based drama 
approaches.  

Creative Partnerships  unable to offer 
what school wanted at first but then 
supported drama work.  
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drama work in favour of school 
improvement approaches.  
 

Oak Tree Primary   
Large inner city multicultural primary  

New head.  
Ofsted ónotice to improveô 
Staff fragmented.  

Need t o become ówhole schoolô, 
enthuse staff and students, work on 
relationships, establish common 
language about learning/teaching, 
engage and motivate pupils  

Work on space and aesthetic 
environment of school led by artists. 
Analysis of classroon environment le d to 
change in setting by ability. Developing 
interest in the aesthetic and in 
international alternatives to schoolôs 
modes of organisation.  

Plumtree College  
Secondary comprehensive serving 

deprived estate plus older more 
established middle class communit y 
Poor building stock  

New head.  
Pressure from LA to lift results  

Pointed OFSTED which emphasised better 
target setting.  
Poor local reputation.  
Keen support from small group of staff 
including new Assistant Principal but 
Creative Partnerships  projects not  followed 
through and school opted out of C reative 
Partnerships  as LA involved them in school 
improvement project.  

Improve local reputation.  
Improve results.  

Creative Partnerships  supported student 
voice, student filmmaking, photography 

exhibitions, local newspaper. These all 
raised positive public profile. Largely 
offered as Gifted and Talented 
programme and supplementary to 
mainstream curriculum.  Creative 
Partnerships  sat alongside official school 
improvement which focused on target 
setting in every lesso n and strong 
performance management regime. 
Streaming introduced into Year 8.  

Rowan Nursery and Infants  
Small school in high poverty suburban 
estate.  

Experienced head, stable staff, clear 
philosophy of teaching/learning, strong 
relationships with local c ommunity. 
Possibility of amalgamation with nearby 
junior school. Ofsted  ógood schoolô 

Extend early childhood pedagogies.  
Develop arts curriculum.  

Aimed to increase number of adults 
working in pedagogical roles with children 
to include artists and thus bro aden 
learning and experiences.  
Rejected apprenticeship CPD model of 
working with artists.  

Silver Birch High  
Catholic secondary school (non -
grammar) in area with selective 
secondary system  
Specialist Arts College.  

Small secondary school. Explicit sense of 
school tradition and values.  

Develop stronger multi -cultural 
awareness and ócreativeô pedagogies 
and approaches in particular subject 
areas.  

Creative Partnerships - related work arts 
focused . 
No large -scale project. C reative 
Partnerships  ran half -day INSET  on 
creative teaching and learning. Creative 
practitioners worked in a number of 
subject areas ï e.g. geography, history, 
music.  

Sycamore Comprehensive  
Medium sized specialist business and 
enterprise college  
Located in middle class area but serving 
near by estate. Comprehensive in 
grammar school system.  

New head. High staff turnover, declining 
enrolment. Pushing for academy status and 
federation. Concerned for local reputation, 
staff morale. Strong partnership with 
national hotel chain. Implementing 
perfo rmance management as QA. National 
challenge school. Strong narrative of school 
as serious risk takers. Challenge to spread 

Support and develop enterprise and 
risk taking.  
Improve reputation and results.  

Strong PR focus. S upport for enterprise 
and to develop new Year 7 with creative 
thinking skills at core. Pupil voice 
initiatives, including pupils as researchers 
and as junior entrepreneurs. Some 
changes to physical infrastructure.  
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and embed pockets of innovation.  
 

Alder College  
Highly innovative seconda ry school in 
new build serving deprived rural locality  

Founding head retired. Pressure to improve 
results and persuade local community of 
the vision.  
 

Creative Partnerships  to extend but 
also validate school innovations  

Hard to differentiate C reative 
Partn erships  from rest of school ï only as 
óprojectsô. 
 

Blackthorn Federation  
Federation of three schools from 2006 
on a new purpose built PFI funded site in 
an area of mixed housing in a town  

Federation comprises a primary, a 
successful special school and an  óunder-
performingô secondary. Federated 
governing body and shared leadership and 
management. Executive Head formerly 
head of the special school.   

Create a óvillageô community on the 
new site. In particular, challenge and 
change ways of working in the 
secondary school.  

Projects and invited shows. Personalised, 
enterprise driven curriculum. Book 
produced by C reative Partnerships  
funded project recording building of new 
school. C reative Partnerships  used to 
support vocational work with the creative 

sector.  

 
Table 2: Vernacular change  
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Specific school values also played out strongly in the ways in which C reative 

Partnerships  was taken up in the school. Three secondary schools serve to illustrate 

this point:  

(1)  Chestnut Secondary School was characterised by its  commitment to 

inclusion. Despite having to conform to an externally imposed 

standards/targets agenda in order to advance beyond special measures, 

staff saw that attendance, engagement and participation could be changed 

through a combination of exciting la rge scale extra curricular activities that 

changed the school culture, activities which focused on the óreal worldô of 

the students  -  involvement in housing regeneration, recognition and 

extension of popular youth cultural pursuits and taking on issues su ch as 

teenage pregnancy. Their C reative Partnerships  activities worked with local 

ófunds of knowledgeô as this fitted with their school philosophy. 

(2)  Sycamore Comprehensive School in contrast was strongly committed to 

activities which promoted enterprise and  the kinds of skills required for the 

new knowledge and services economy. C reative Partnerships  activities were 

thus directed towards instituting a ócreative skillsô approach in the junior 

years, while attempting to move the kinds of vocational and enterpr ise 

oriented activities out of a senior school enclave and across the school. 

Students were encouraged to engage in activities that were business - like: 

for example the Student Council was re -badged as a Junior Chamber of 

Commerce.  

(3)  Silver Birch was a Cathol ic High School and Specialist Arts College.  

A non -selective school in a town with several grammar schools, it had a 

strong religiously - informed pastoral ethos. It was undergoing a slow and 

deliberate process of cultural change, in which C reative Partnershi ps- related 

activity had an important part. Features of this change included attention to 

ócreativeô teaching, the launching of arts education projects of many kinds, 

and an internationalist emphasis to arts work.  

 

There were considerable advantages in C reative Partnerships  taking schools for what 

they were and ówhere they were atô. Schools were extremely appreciative of a 

programme which did not seek to impose a blueprint. Our data show -  and we 

expand further on this later in the report ï that school staf fs felt they were in control 

of events and could largely direct where interventions occurred. Approaching schools 

in this way thus had the advantage of avoiding the well - documented problems of 

imposed change. But it also raised questions about whether C rea tive Partnerships  

became embedded in existing norms and values rather than challenging/changing 

them. This is an issue raised in comparable research into the A+ school reform 

project in the US, where researchers documented the phenomenon of óitôs what 

weôve always been doingô (Gordon & Patterson, 2008) . This is something we also 

heard a lot xi .  

 

Engaging with C reative Partnerships  

 

In the snapshot report we observed that initially, some heads were attracted to 

Creative Partnerships  simply by the pro spect of additional funding for extra -curricular 

and óadd onô project activities, before realising the potential of Creative Partnerships 

to support school development. However, many heads were already committed to 

the promotion of the arts in their school s and saw C reative Partnerships  as an 

opportunity to extend this further.  
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é my main love is the creative arts; to me it opens doors; it creates memory and 

itôs very powerful for all children, and it brings things out in those children who 

you feel are not  keeping up academically. é And also, when things get tough, as 

they do for our children around here, having a link to the creative arts is 

sometimes good for the soul.  (primary HT)  

 

These heads equated creativity with the arts and discovered through parti cipation in 

the programme, that C reative Partnerships  intended more than this. Creativity was 

not confined to the arts, nor did it simply equate to new ways of teaching. Rather, it 

was a way of re -conceptualising childrenôs learning across all subject areas, in and 

out of the classroom, and within and against the mandated curriculum (Craft, 

Jeffrey, & Lei bling, 2001) .  

 

However, the vast majority of the snapshot school heads and their staffs believed 

that the policy wheel was turning. They felt that the days when the prescribed 

curriculum stifled creative learning - teaching practice, and alienated particul ar groups 

of children, were coming to an end. Heads and teachers alike were critical of the 

ways in which the national curriculum failed some students.  

 

Not all of our youngsters walk through the door every morning well disposed to 

the notion of learning.  They are not passive, empty vessels who file into a 

classroom ready to be filled with knowledge and skills, and so we have to be very 

creative sometimes in order to engage them. (HT secondary)  

 

They wanted to find ways to enliven the curriculum, while fulf illing statutory 

obligations.  

 

I see myself as working towards changing the curriculum to make it exciting, to 

make it interesting, to take away a lot of the dullness that exists. ( HT primary)  

 

Some had clear ideas of what they wanted in place of the natio nal curriculum and 

why.  

é one of the big reasons we wanted to go for Creative Partnerships was about 

moving to a skills -based curriculum, and we wanted to develop the studentsô 

ability to be creative and inventive. We want them to be flexible workers and 

team players; all of those soft skills that the government has now decided are 

important again. é one of the disadvantages of the way that the curriculum is 

structured is that it doesnôt allow for that kind of thing because of assessment 

and testing. And th e biggest barrier to learning is the assessment regime that we 

operate under. (HT Sycamore)  

 

In general, heads in the snapshot schools saw that some kind of cross curriculum, 

thematically based work was desirable. In some instances this was across some 

sub ject areas, and in other cases, it was across some year levels. Heads and their 

staffs generally reported:  

o a rejection of many of the elements of the technicist and rational mode of 

curriculum in which the teacher is ódelivererô, the students are passive 

learners divided on the basis of ability/performance and there are absolute, 

permanently boundaried subjects, and  

o the adoption of elements of a ópracticalô approach to curriculum where the 

strongest students are encouraged to go beyond the basics, but where  there 

is a strong emphasis on vocational and life óskillsô and óself esteemô, and/or 
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o the adoption of elements of a óprogressiveô approach in which the teacher is a 

facilitator and students are unique individuals who are encouraged to learn 

through problem  solving, collaborative work and extensions of their own 

experiences and interests (after Cooper & White, 2004, p. 21)  

Heads saw these as directions that were officially sanctioned by C reative 

Partnerships . In their interviews they suggested that C reative Partnerships  would 

allow them to break out of the  boundaries established by a prescriptive national 

curriculum.  

 

An initial meeting between staff of a primary school and C reative Partnerships  

representatives engendered óa realisation that they could take ownership of the 

curriculum and develop it better to engage their childrenô. Another head believed 

that óthis gave us a poetic license to develop the curriculum more creativelyô. One 

primary head told us  

 

But once they (C reative Partnerships ) started talking about the philosophy 

behind it I thought that finally someone is saying what Iôve wanted to hear all 

these years. It was about children taking ownership and teachers being able 

to use their imaginations and do what they feel is right.  

 

But engaging with C reative Partnerships  did not negate the anxieti es associated with 

the press for accountability and standards, specifically test and exam results. One 

head (Rowan) said that óEverybody said that our results would go down if we started 

doing something creative éô. She matched test results to periods of Creative 

Partnerships  activity to show that they rose correspondingly so that, óthey will say 

that the creative approach is the right oneô. Another head of a primary school was 

firmly focused on justifying creativity:  

 

éwe would like to be able to say with confidence that creativity is 

instrumental in raising achievement because that is the only argument that 

the government is going to listen to. é They only want to know that being 

creative in Year 1 will mean that they are going to get Level 4 or 5 in Year 6. 

é somehow we have to say that progress and attainment is affected 

positively by a childôs engagement in creative activities and thinking 

creatively.  

 

The Chestnut HT, under pressure to improve results, used C reative Partnerships  

projects to enhance the quality of coursework: he hoped this would have an impact 

on outcomes:  

 

I know there is a lot of good stuff going on here but the one thing that is still not 

right is exam results. They were still poor and I knew if we didnôt do something 

about that quickl y then we would be in danger .. So what I said to the C reative 

Partnerships  co-ordinator at that time was that I didnôt wish to interfere but you 

need to understand that just giving kids nice experiences is not enough. However 

you evolve these projects you  will have to demonstrate to me that they will have 

an impact on outcomes; itôs got to add something in terms of our abilities to raise 

attainment.  

 

Although involvement with C reative Partnerships  was seen as an opportunity to 

break away from curriculum co nstraints, promote the arts, accelerate change and 

enhance reputation, the tensions between óthe standards agendaô and aspirations for 

more flexible and creative approaches to teaching and learning were often acute. 
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While the ambition for more enjoyable sc hooling is not at odds rhetorically with 

óstandardsô, snapshot school heads were very aware that they and their school stood 

or fell on the policy reality of ómeasurableô attainment and exam results. The 

temptation for heads in such situations is to play s afe and stick with prescribed 

curriculum and lesson formats. This was the case for many of the snapshot heads in 

this study ï but not all. Nor was it the case that the schools most under pressure 

were the most timid.  

 

Digging deeper into the data, we now offer three different heuristics to help 

understand what the case study schools did and what happened. They are to do with 

WHERE the schools started off, WHAT they did, and HOW they related to C reative 

Partnerships .  

 

(1)  WHERE -  starting points for C reative Partnerships  related change   

The starting ópointô of Creative Partnerships  activities in schools ï that is where the 

schools decided to start their partnerships activities with C reative Partnerships  -  

varied (Table 3).  

 
Focus  Taken as a starting point  Take n up later  

Changing the way pupils learn ï 
a focus on creativity as teaching 
method  

Mulberry Primary  
Rowan Nursery and Infants  
Elm Primary  
Hazel Primary  
Juniper Primary  
Plumtree College  

Chestnut Secondary  

Changing the way learning is 
organised ï a foc us on blurring 
disciplinary boundaries  

Elm Primary  
Sycamore Comprehensive  
Blackthorn  
Alder College  
Hazel Primary  
Plumtree College  

 

Changing the way learning is 
assessed ï a focus on providing 
more creative means through 
which students can represent and  
demonstrate learning  

Mimosa Nursery  Elm Primary  

Changing what counts as learning 
ï a focus on expanding 
knowledge and skills beyond the 
national curriculum  

Chestnut Secondary  
Mimosa Nursery  
Rowan Nursery and Infants  
Sycamore  

 

Changing who teaches ï a focus 

on changing the composition of 
the school workforce on a 
permanent basis  

Mimosa Nursery  Rowan Nursery and Infants   

Changing the school culture ï a 
focus on changing the symbolic 
systems and/or enrichment 
activities of the school and/or 
relationship s with 
parents/community members 
and organisations  

Chestnut Secondary  
Silver Birch High  
Blackthorn  
Alder College  
Sycamore  
Plumtree College  
 
 

Oak Tree Primary  

Changing the school organization 
ï a focus on changing the spread 
of leadership, and/or the 
distr ibution of 
time/money/space, and/or the 
decision -making structures  

Oak Tree Primary  
Blackthorn  
Alder College  
 

 

 
Table 3: Starting points for C reative Partnerships  related change  
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While C reative Partnerships  has as its priority the development of creative learning 

this meant different things in different places. This variation was to be expected. 

Because there is no a predictable linear movement from one óstage of changeô to 

another as is often implied in evaluation documents that offer linear steps for 

cha nge xii , some schools began by looking at learning and others eventually got to it 

after having attended to other activities which they felt needed to happen first. Some 

schools also had multiple starting points rather than just one.  

 

(2)  WHAT -  dominant change strategy  

 

As well as beginning points differing, there was also variation in what schools saw as 

the activity or sets of activities that would promote change.  
 

Creative approach  

Big collaborative productions and performances  
 

Hazel Primary, Alder, Plumtre e College  

Employing artists to work alongside teachers for 
sustained periods  
 

Rowan Nursery and Infants, Mimosa Nursery, 
Juniper Primary  

Linking creativity, enterprise and 
entrepreneurialism  
 

Sycamore, Blackthorn  

Linking creative practices to youth cul ture and the 
creative industries  
 

Chestnut Secondary  

Focusing on teachersô understanding of creativity in 
their professional lives  
 

Oak Tree Primary, Mimosa Nursery, Elm Primary, 
Mulberry Primary, Silver Birch High  

 
Table 4: Creative approaches  

 

Each of  these approaches produced different effects in the schools, with the nursery 

and infant schools which had employed artists for continued periods showing 

evidence of the most embedded change xiii , as we explain later. By contrast one of the 

secondary schools w hich had a long term engagement with a Creative Agent had 

demonstrably changed in very positive ways the activities associated with the 

rhythms of the school year.  

 

(3) HOW -  affiliation with Creative Partnerships   

 

Schools variously described themselves a s ócreativeô and we take this as a measure 

of ownership of the creative agenda. We describe the degree to which schools saw 

themselves and acted as óa creative schoolô ï that is, this is their identity ï as an 

indication of their affiliation with Creative Partnerships  and its goals. We use three 

categories of affiliation, modified from  those used in the US A+ schools research 

(Noblit, Dickson, Wilson, & McKinney, 2009) . The three categories are:  

 

 Affiliative ï a school adopts the formal designation of Creative  Partnerships , uses 

the logo, staff attend CPD activities, Creative Partnerships  activities are 

highlighted in internal and external reports of activities  

 Symbolic  ï most school staff acknowledge the importance of creativity, 

enthusiastically celebrate cre ative activities, couch description of their activities in 

terms of creativity  

 Substantive  ï most school staff consider creativity when making decisions about 

school operation and make repeated attempts to use creative approaches and 

practices in subject i nstruction.  
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It is noteworthy that affiliation and values come together in interesting ways: ówe are 

a Creative Partnerships  school, but we are this  kind of schoolô (caring, risk taking 

etc).  

 

Our proposition is that in order to effect ócreative school changeô schools must have a 

substantive affiliation to the goal of creative learning/teaching, as expressed in 

general terms through Creative Partnerships . We can also think of this affiliation as 

becoming part of  the Creative Partnerships  family, taking up the creativity brand, or 

forging a specific school identity. Each has different implications for the ways in 

which schools approach the core change dimension of creative learning/teaching.  

 
Affiliation  School  

 
Substantive  

Rowan Nursery and Infants  
Hazel Primary  
Mimosa Nursery  
Oak Tree Primary  

 

 Elm Primary, symbolic moving to 
substantive but then opted out of 
programme wth change of head  

 
Symbolic  

Chestnut Secondary  
Silver Birch High  

 

 Juniper Primary, symbolic moving 
back to affiliative  

 
Affiliat ive  

Sycamore  
Blackthorn  

 

 Plumtree College affiliative but 
them opting out of programme 
altogether  
Mulberry Primary, unable to 
affiliate  
Alder, affiliated Creative 
Partnerships  to its own agenda  

 
Table 5: Degrees of affiliation to Creative Partnerships  

 

Summary  

 

It is useful to summarise where the case study schools sat against these heuristics 

(Tables 4, 5, 6), and we will add to this summary in the next section on learning. It 

is important to note that this sample is too small to develop any robust the orisation 

of generalisable patterns at this point. However it might be noteworthy that all but 

one of the secondary schools started with changing school culture and tackling what 

counts as learning, i.e. largely outside the national curriculum with, in som e cases, 

the intent of moving inwards.  

 
School  
 

Beginning points  Creative approaches  Affiliation  

Chestnut Secondary  
Comprehensive, not 
long out of special 
measures. Aspiring to 
be specialist performing 
arts  

Changing what counts 
as learning. Changing 
the s chool culture. 
Moved to focus on 
directly on creative 
learning at a mid point  

Linking creative practices 
to youth culture and 
creative industries  

Symbolic  

Elm Primary  
Small , rural , middle 
class, ógood schoolô. 
Expanding from junior 
to primary, new 
buildi ngs . 

Changing the way pupils 
learn, changing the way 
learning is organised. 
Later, took up 
assessment issues.  

Focus on teachersô 
understanding of 
creativity.  

Symbolic moving to 
substantive but then 
opted out  
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Hazel Primary  
Successful inner -city 
school, now  part of 
federation.  

Changing the way pupils 
learn, changing the way 
learning is organised  

Collaborative 
performances  

Substantive  

Juniper Primary   
Inner city school, 
socially mixed intake.  

Changing the way pupils 
learn  

Employ artists to work 
alongside tea chers for 
sustained periods of time  

Symbolic moving back 
to affiliative  

Mimosa Nursery  
Located in high poverty 
suburban estate in city  

Changing the way 
learning is assessed. 
Changing what counts 
as learning, changing 
who teaches  

Employ artists to work 
alo ngside teachers for 
sustained periods of time; 
focus on teachersô 
understandings of 
creativity  
 

Substantive  

Mulberry Primary  
Medium sized primary 
with 99% EAL and in 
deprived urban locality  

Changing the ways 
pupils learn  

Struggled to find a way to 
engage but did focus on 
developing teachersô 
understandings of 
creativity as teaching 
method  

Unable to affiliate  

Oak Tree Primary  
Large inner city 
multicultural primary  

Changing school 
organisation, changing 
the school culture  

Focus on teachersô 
understanding of  creativity  

Substantive  

Plumtree College  
Secondary 
comprehensive serving 
deprived estate plus 
older more established 
middle class community  
Poor building stock  

Changing school culture, 
changing the way pupils 
learn  

Big collaborative 
productions  

Affiliativ e but opted 
out  

Rowan Nursery and 
Infants  
small nursery and infant 
school in high poverty 
suburban estate  

Changing the way pupils 
learn, changing what 
counts as learning, 
changing who teaches  

Employing artists to work 
alongside teachers for 
sustained peri ods  

Substantive  

Silver Birch High  
Catholic secondary 
school (non -grammar) 
in area with selective 
secondary system  
Specialist Arts College.  

Changing school culture  Multiple projects focusing 
on teachersô understanding 
of possibilities opened by 
creative a pproaches  

Symbolic  

Sycamore 
Comprehensive  
Medium size specialist 
business and enterprise 
college  

Located in middle class 
area but serving nearby 
estate. Comprehensive 
in grammar school 
system.  

Changing the way 
learning is organised, 
changing what counts as 
learning and school 
culture  

Linking creativity, 
enterprise and 
entrepreneurialism  

Affiliative  

Alder College  
Highly innovative 
secondary school in new 
build serving deprived 
rural locality  

Focus on blurring 
disciplinary boundaries, 
changing school cultu re 
and organisation  

Big performances  Affiliated Creative 
Partnerships  to its 
own agenda  

Blackthorn 
Federation  Federation 
of three schools from 
2006 on a new purpose 
built PFI funded site in 
an area of mixed 
housing in a town  

Blurring disciplinary 
boundari es, changing 
school culture, changing 
school organisation  

Linking creativity, 
enterprise and 
entrepreneurialism  

Affiliative  

 
Table 6: Summary of vernacular changes  
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Chapter 2:  LEARNING  

 

Creative Partnerships  has as its primary goal the reform of studentsô learning. In 

what follows, we approach reform from two perspectives. The first is concerned with 

the understandings of teachers and the organisation of classroom experience; it 

relies heavily on description and interview. The second perspective is based o n a 

more general, heuristic approach that seeks to classify the different ways in which 

creativity - influenced approaches configure teaching and learning.  

 

Intellectual resources for teaching  

 

As we suggested earlier, schools approach the creativity agenda  in ways that are 

conditioned by educational and social histories and situations. These provide 

teachers who face the challenge of change with intellectual resources of greater or 

lesser utility. Staff in the primary case study schools were more likely tha n those in 

secondary schools to claim ownership of a shared philosophy of education. Teachers 

in several of the primary schools stressed that the school shared, or was developing, 

a common orientation, crucial to its development. The perception was that óthe only 

way you can have school change is that you have to work with and through the staff 

and they have to have ownership.ô (HT Mulberry Primary) 

 

The resources that supplied such a philosophy were various. In primaries, some 

version of child - centredness was important, whether it stemmed from an earlier 

generation of educational practice, or whether it was more recently located.  A 

headteacher explained the importance of óholding onô ï through the successive 

waves of policy change ï to óthe philosophy that you believe to be trueô. 

óFortunately,ô she added, óI have another member of staff who trained at a similar 

time to me and we are actually going back, in a way, to the training that we had and 

we were well used to.ô (HT Rowan Nursery and Infants) For another school leader, 

child -centredness was accounted for more in terms of the influence of Reggio Emilia, 

though he insisted that any such influence had to be vernacularised, so that it fitted 

the most local of circumstances:  

 

 I think, essentially, we were  trying to follow some of the principles of the 

Reggio approach but we were not trying to do Reggio, because you canôt; we 

were trying to look at some of their philosophies and those of other people 

and try and find something that worked for us in this are a with our staff, 

our building, our parents, our everything . We were trying to build 

something of our own rather than copy what other people have done. And 

one of the main things about that was trying to follow the interests of the 

children é rather than trying to inflict a curriculum on to the children actually. 

(HT, Mimosa Nursery) .  

 

He spelled out what following the interests of children involved:  

 

(Say) this child is really interested in Power Rangers ï whatever we think 

about Power Rangers ï so letôs open ourselves up to that and see what 

opportunities it gives us to incorporate literacy and numeracy? And not to 

hijack their play and make it into something that we want. Itôs not about that. 

Itôs about é they are not interested in maths; there might be other times 

when they are doing math things spontaneously and thatôs when we will 

capitalise on the maths but this is to do with imaginative play; social 
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relations; power relationships. So letôs think about that because thatôs 

actually what is going on. Le tôs not think about what we want to impose. 

(HT, Mimosa Nursery).  

 

Teachers in other schools, especially those working at the Foundation Stage, echoed 

this view: óitôs this idea of a children-focused leaning and we are just here to guide 

that learningô (Teacher, Juniper Primary).  

 

Distinct to some extent from child -centredness was an emphasis on óconnectedô or 

óintegratedô learning, in which almost the entire curriculum was organised around 

half - termly topics, shared across year groups, and advocated in t erms that praised 

the óembedding of understandingô that it involved, and the óoverarching questionsô 

that it allowed to be addressed. In this way, óchildren understand their own learning 

ï they talk about their learning ï children take chargeô (Teacher, Hazel Primary).  

 

A language of contrast  

 

These ideas provided teachers with a critical vantage -point on other approaches to 

educational change. To a greater or lesser extent, all of the case study schools 

positioned their creative practice against the vario us frameworks that regulate 

learning and teaching, and a language of contrast was thus commonplace.  

 

The National Curriculum, for instance, was seen by many teachers more as a 

constraint than a resource. A headteacher said that she had been attracted to 

Creative Partnerships as a óreally important initiativeô that would make up for ówhat 

what had been lost with the introduction of a National Curriculum in terms of deep 

learning; deep understanding and creativity and all those things which make up an 

educat ed person which we know the National Curriculum doesnôtô. (HT, Hazel 

Primary). Speaking about the effects of the national curriculum on the children in her 

class, one primary teacher conveyed a feeling that ócurriculum constraints could force 

her into almo st doing harm to the children : there was not enough time to develop 

interests and ideas; things were not active enough (especially for the boys); there 

was not enough speaking and listening; there was not enough individualisation.ô 

(Fieldnote: Teacher, Row an Nursery and Infants). The National Literacy Strategy was 

something that ónone of us could bear any longerô (HT, Hazel Primary) and óQCA 

guidelinesô, likewise, were seen as a órestrictive force, closing down all that good 

Foundation workô. An affiliation to Creative Partnerships  provided a means for ótrying 

to é continue to deliver that creativity in Key Stage 1 right the way up to Year 6ô 

(Teacher, Juniper Primary).  

 

SATs were another imposition, that teachers óknew in their hearts were wrongô; they 

wer e ófoolsô for ómaking the SATs workô (HT Elm Primary). OfSTED was another 

threat, óputting teachers off changeô (HT Elm Primary) and local authorities were 

seen by some as another óconstraintô on creativity, with their óInset courses about 

interventionô (Teacher, Plumtree College). óMore and more over é timeô said one 

headteacher, ó theyôve left us alone because I actually donôt think theyôve got 

anything to offer us and they donôt understand what weôre doing, which is really sadô 

(HT Rowan Nursery and Infa nts).  

 

Compromise and combination (1)  

 

The starkness of the contrast between school commitments and the priorities of 

other sections of the world of education was in practice mitigated.  
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Mitigation took several forms. One involved a recognition of the due  demands of the 

National Curriculum, OfSTED and other forms of regulation, and of the limits they set 

to school -based change: óOur philosophy in our school is: we canôt do anything about 

the ñwhatò because we have to do it; but we can do an awful lot about the ñhowò.ô 

(HT, Mulberry Primary). A second form rested on a claim that ócreativityô and the 

demand for óperformanceô in test-measured terms were not actually contradictory. 

We encountered this view in several schools ï in Oak Tree Primary, for instance,  

where the Creative Agent developed an argument that work funded by Creative 

Partnerships  helped develop pupils as ógood citizensô, óin control of their emotionsô, 

with concern for their óimpact on people around themô. They achieved well, not 

because the s chool was standards -centred, but because it had this ethos. It was 

learning -centred, and creative, and this helped the pupils with their SATs 

(Researcherôs Notes, CA, Oak Tree Primary). 

 

More widespread than these positions, which imply that the school has  gone through 

an explicit process of balancing the relationship between creativity and performance, 

was a day - to -day intermingling of creative practice with practice derived from other 

sources. Creative practice thus appeared in combination with other sort s of approach 

to the organisation of teaching and learning, some of which seemed to us 

problematic. One relatively frequent combination was between creative practice and 

differentiation on grounds of ability. In one instance, the analysis provided by 

creat ive practitioners led to a primary schoolôs shifting away from setting, less on the 

grounds of the problems it posed for exclusion than because it brought about 

frequent and disruptive movement around the school. In -class differentiation, 

however, remained  in place ï as it did in most of the primary schools, and teachers 

habitually employed the language of differentiation ï ógifted and talentedô, ómiddle 

groupsô and so on.  

 

In secondary schools, practices of differentiation were stronger. Two of the 

second ary schools were organised on the basis of setting. In one we were told by a 

Deputy Head that:  

 

the major innovation next year was a tiered curriculum for Year 7 ï 9. This 

was basically putting the bright kids together -  the purple band ï and the 

slow kids  together ï the blue band ï with some in the middle. Unlike now 

when the students were set, they would stay in their bands for all subjects 

although there would be opportunities to move up ï the goal was to not put 

behaviour problems in the blue band but t o have a small number, intensive 

support and move them out/up. I asked how this was different from 

streaming and he said it was a mind set ï it was about personalisation and 

giving all students something appropriate and the idea was to move upwards 

not get  stuck at the bottom. Setting up the bands would require a lot of new 

curriculum to be written and new resources ï this was to be the major new 

expenditure next year. (Researcherôs Notes, Plumtree College). 

 

There was a similar structure in another seconda ry:  

 

The Year 7s come in and theyôve obviously got their SAT levels but what we 

do is we have them in the school for a couple of weeks where we give them 

some work and they do different group activities so that we can get a feel of 

what they are like, and then we put them into sets very much based on their 

English SATs. And then they stay in one set for all their subjects throughout 
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Year 7. And unless there is something really obvious that comes out of the 

Year 7 exams, they will stay in the same sets in Ye ar 8. When they get to 

Year 9 what we are able to do, if the timetable allows us, is to actually set 

them more for their core subjects and then, obviously, the foundation 

subjects depending on how the timetable fits so that they can be in slightly 

differen t sets throughout Year 9. And then when it comes to Year 10 and 11 

theyôll be set according to how well they have done in their SATs and 

obviously on what options theyôve chosen. But the chosen subjects, most of 

the time, are mixed ability. So the performi ng arts and the art are mixed 

ability.(DH Chestnut Secondary)  

 

From one point of view, setting or banding was presented as a kind of emancipation 

from óacademic reading and writingô for the bottom sets, since it allowed them to be 

óhelpedô in a ómore creative wayô (DH Plumtree College). There were (unheard) 

echoes in this of the post -war secondary modern experience. There, too, creativity 

was associated with a liberation from academic constraint which was also the mark 

of a third - tier education. This was on ly one type of configuration, however. As 

Plumtree College students noted, the óhelpô provided by Creative Partnerships -

initiated projects  was sometimes extended in another direction. óThe A band have 

permanent teachers,ô said one lower band student. At Chestnut Secondary, a student 

in a top set described a trip abroad: óWe went to Hungary.  Only sets one and two 

because we were bright and we had to organise the flights, organise everything, the 

coach, where we stayedé. We had to speak good English.ô A Che stnut Secondary 

teacher suggested that this was a more general pattern: it was óthe more able 

studentsô who were óinvolved more oftenô with Creative Partnerships . Creativity was 

not necessarily synonymous with óinclusionô.  

 

Differentiation thus combined w ith ócreative practiceô to shape the ways in which 

teaching and learning were organised. This perhaps problematic and certainly rather 

unconsidered combination was not the only example of óinterminglingô.  

 

Compromise and combination (2)  

 

Creative practic e also combined with other kinds of resource for pedagogic change. 

In one school, ócreativeô approaches to learning (such as óteaching for 

understandingô) were combined with an assertive strategy for classroom 

management, ótrackingô, which entailed constant teacher intervention to criticise or, 

more frequently, to praise. In another combination, several schools categorised their 

pupils as (either) óVisualô or óAuditoryô or óKinaestheticô learners  -  óstudents here are 

largely kinaesthetic learnersô (HT, Plumtree College) -  and it was a hallmark of good 

practice to develop ways of teaching that embraced all these qualities:  

 

óWe did a whole project about kinaesthetic teaching and learning  and 

getting pupils to act through things. I know that in science theyôve used 

movement for being molecules and running around the room and performing 

gases and all sorts of things like that.ô (Teacher, Silver Birch High)   

 

At secondary level, the most striking combination we encountered was the 

articulation of aspects of pro gressive educational practice with an emphasis on 

qualities of óenterpriseô. In the process, progressive education was rethought. Its 

claim that schools needed to break down the walls between themselves and the 

ócommunityô was presented in bold new terms: ócommunityô resources were those of 

local business ï building firms, for instance:  
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Across the road, some rather dinky show homes appeared built by this 

developer, and the kids were fascinated because they were throwing up these 

sort of rather chintzy, 3, 4 storey pastel - coloured executive apartments with 

gated entries and Juliet balconies and all sorts.  So the design teacher and I 

rang them and said, ñWeôre doing design textiles, interior design.  Could we 

come and have a look?ò  And they said, ñYes, itôs unusual but please do.ò  So 

we brought a gang of Year 11s who were doing an interior design project into 

the show homes and they thought that this was magic.  It was another world 

to them if you compare it to what they get when they go home.  They walked 

in and could immediately aspire to some sort of fantasy life -style.  I call it the 

8.00 TV slot where youôre looking at the whole thing around changing rooms, 

and they go, ñOh I could liveé.,ò and they have exercise bikes in the 

bedrooms and they had flat -screened TVs é The kids were going, ñOh,ò and 

microwaves you know, it was just like play home and it got them into drama 

and role playing, the whole thing, ñImagine if I lived here, what sort of people 

do live here?  How are they different to us because we  only live over there?ò  

So it was all this stuff about life -styles and aspirations. (Creative Agent, 

Chestnut Secondary).   

 

And again:  

 

The kids worked with an interior designer, and he was paid by the developer 

to come up to school to run a 10 week prog ramme where our kids designed 

fabrics, canvases, textiles, that were actually put into the show home so there 

was a £159,000 home and you walked in and there was artwork on display by 

Year 11 at Chestnut, assessed as part of their GCSE, so the kids were co ming 

in, bringing their families in going, ñI painted that canvas on the wall in the 

bedroom. ò You know, amazing ownership, ñThose are my cushions youôre 

sitting on.ò Tons of publicity, win-win, the companyôs got publicity, the school 

got publicity.  The kids knew about it so they didnôt trash it or come and 

throw bricks at it when there was a bulldozer outside, and we then got 5 

grand from arts and business to develop that as a model for GCSE linking 

with a private sector partner.  (Creative Agent, Chestnu t Secondary)  

 

In this case, familiar themes ï the need to recognise studentsô experiences and 

capabilities, the need to embed learning in real - life situations ï are located in new 

contexts, with a confidence that closer relations with businesses can produ ce 

different kinds of student disposition: óitôs not just about English and maths here; itôs 

about life long learning; itôs about supporting other people and making them good 

model citizens.ô (Creative Agent, Chestnut Secondary). A similar idea was voiced by 

the Pupil Enterprise Manager at another secondary school: óitôs about being an 

enterprising person and itôs nothing to do with business start up, itôs having those 

skills. OK some people will go on to become entrepreneurs but most wonôt and for 

those wh o donôt then just having those creative, risk taking skills will adapt them to 

whatever circumstances they end up in.ô (Sycamore).  

 

Learning from/in the relationship with Creative Partnerships  

 

It was plain that the commitment of some schools to creative teaching and learning 

predated their involvement with Creative Partnerships: ó Weôve always been child- led 

but we were becoming more so in our planning and in our observationsô (HT, Hazel 

Primary). Sometimes, it was felt that Creative Partnerships  wasnôt sufficiently 
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appreciative of this local history. One school referred to óbattlesô with Creative 

Partnerships  about priorities (HT, Mimosa Nursery); another commented, óthey 

thought they would come in and be the creative thinkersô (HT, Mulberry Primary). 

But  the majority of schools felt that Creative Partnerships  allowed them to develop 

and enrich their work. Creative Partnerships  initiatives were both absorbed by, and 

capable of extending, established practice, as in Rowan Infants School:  

 

Pencil and paper a re almost secondary. Youôre not always thinking ñI must get 

something into a book, to back it up.ò You know that people will see our 

children working and theyôre using the skills. Itôs not a case of filling in a 

worksheet or doing something like that, just  to be seen to do something. 

(Itôs) fine if thereôs only one piece of writing out of a fortnightôs work to do 

with something. It doesnôt matter that thereôs no hard copy at the end of it é 

Whereas before, we were all very conscious you know, looking in a m aths 

book and realising youôve not got anything written in for the week. ñWe must 

do some on Fridayò. But now, we know that these children are using those 

skills practically, all the time. (HT, Rowan Nursery and Infants).   

 

In such schools, Creative Partne rships  typically served as a stimulus and a ócatalystô 

(HT, Hazel Primary) for developments in creative learning. Involvement with Creative 

Partnerships  provided experiences on which to reflect and a link to new pedagogic 

resources ï provided both by creat ive practitioners, and by wider networks of 

practice to which Creative Partnerships  helped provide entry. The large -scale opera 

project developed at Hazel Primary, and the mass mobilisation of creative 

practitioners provided instances of practitioner impac t:  

 

So we had our lead artist in and we said that we were going to try and go a 

bit further with this. So we came off time table for a full week and the artists 

just set up everything because we had no idea what we wanted. They just did 

everything and we h ad every artist under the sun in here for a week. And that 

was wonderful, both from the childrenôs point of view and from that of the 

staff because suddenly they werenôt having to do this huge level of planning. 

And from there we experimented with differen t artists and, at that point, we 

were having two or three sessions per half term and thatôs what Creative 

Partnerships  have paid for.ô(HT, Rowan Nursery and Infants).  

 

The effect of involvement in wider networks of thinking and practice was evident in 

several schools: in Hazel Primaryôs link with Harvardôs óProject Zeroô, for instance, 

and more extensively, through the visits of primary and nursery teachers to Reggio 

Emilia and Pistoia ï encounters which had a strong effect on those who participated 

in the m. These effects were of two kinds. Most visibly, in early years settings, we 

observed a practice in which a ólocalô commitment to child-centred education had 

been deepened and enriched by understandings developed through the connection to 

óReggioô, which was felt to stand for a consistent commitment to principles of child -

led creativity. Our field notes on Mimosa Nursery describe situations in which the 

effects of óReggioô seem clear, with physical action, sensory perception and 

imaginative play being inte rwoven. The notes bear quoting at some length:  

 

o Firstly, there was very little direct adult leading of the children; the 

children chose what they did. They didnôt ask and they didnôt necessarily 

refer to adults.  

o Secondly, there was a very high degree of engagement amongst the 

children and higher levels of absorption in imaginative play than Iôve seen 
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in a nursery before. There were very few occasions when children 

wandered between activities.  

o Thirdly, on the Friday particularly, it was much more nois y and there was 

more running about than would have been permitted elsewhere. There 

was no shushing of people while they were playing, just when the group 

talks were taking place. On the Friday four boys were playing excitedly 

with a big bad wolf toy which you could put your own hands into to grab 

your victims. This provoked a fair bit of screeching and fleeing across the 

room which was allowed to continue until it looked like the toy would get 

damaged. Their boisterousness wasnôt seen as a problem in itself.  

o Fourthly, the children were actively encouraged by the staff to get excited. 

During the parachute game, X threw water onto the parachute and 

encouraged the children to spatter the water into the air (and onto 

themselves). They were shrieking with deli ght at this so she repeated it 

twice more. Similarly, the day before, there had been an activity splatting 

large lumps of clay on to a table from as high as the child could manage. 

X developed this activity by adding water to make it sploshier and an 

extra  table so the clay could slide further.  

o Fifthly, not only could you get messy and be encouraged to, for example, 

lie on top of the clay to squash it down, but you could help yourself to 

resources like masking tape, sellotape and string and use as much as  you 

wanted. M, for example, spent a long time during outdoor play fixing long 

lengths of masking tape on the plastic climbing cubes. Y watched him and 

didnôt interrupt. When he had finished he announced that the floods had 

come and that people had to keep  out because there were germs in the 

water. I had previously noted that in the group talk with which the day 

had begun (the three staff have a registration group each) no one had 

brought up the floods, despite the immediacy of the problem and the 

impact th ey were having on some of the children. The staff chatted about 

family and took their cues from the children.  

o Sixthly, I thought the children were allowed to take more órisksô than Iôd 

seen elsewhere. The swing in the outdoor play area was a long piece o f 

blue fake fur knotted and hung in the tree. The children had suggested 

this. Z said that when it broke theyôd have to try to find some rope for the 

swing. A group of boys making a house between two large privet bushes 

helped themselves to scissors and pa per and climbed in with them, over 

the barricades theyôd erected. Nobody told them to move away from the 

fence adjoining the next door primary school when a bunch of children 

congregated there to attract them over. At tidying up time, especially 

outside, c hildren struggled to drag heavy bits of equipment or long 

wooden planks over to the shed and no one intervened or suggested a 

safer way of doing the job.  

o Seventhly, the children really seemed to enjoy tidying up. The period was 

signified by shaking a set  of bells and putting some music on and almost 

all the children set to with enthusiasm. I had never seen small children 

fold things so neatly é They did seem to have a sense of it being their 

space.  

o Eighth, the outdoor play was varied and imaginative. Th ere were bikes 

and a trolley but also encouragement to make dens, to get in the bushes, 

to balance on a plank, to wash things down with a sponge roller. The area 

is larger than is normally the case. There is plenty of grass and no real 

concern about gettin g dirty or a bit wet when it starts raining. (Mimosa 

Nursery, Researcher field notes)  
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In Mimosa Nursery, principles of creative practice seem to have been systematically 

developed, as features of a school culture in transformation. In some other schools, 

the Reggio Emilia connection had a second kind of effect: it provoked teachersô 

reflections on their own practice to a point where they became highly critical of 

mainstream educational practice, and critical of their own work, to the point of 

unhappiness. But this was not all. The experience of aspects of Italian education, 

alongside a wider exposure to creative practice enabled by Creative Partnerships , led 

teachers to attempt to go beyond what they felt were the limitations of the system in 

which they wor ked (see Figure 2).  

 

The impetus for change was set in motion when a group of teachers from Oak Tree 

were encouraged and supported by Creative Partnerships  to visit Pistoia, in Tuscany, 

to look at early years education. They discussed their reactions at l ength. One 

teacher ófound it a very emotional experience because of the way the children were 

central to every thing they do, and the teachers were treated with great respect and 

allowed to take the children wherever they needed to go in their learning. Th ere was 

a pedagogy of slowness so that whatever the children wanted to do, they went with 

that éô She thinks that the emotion arose from their realisation of óhow wrong the 

British system of education isô ï too focused on testing and literacy and numeracy,  

with teachers too busy rushing around to reflect on anything and observe.ô Another 

teacher noted óthe intelligence of it. Teachers were proud to regard themselves as 

educators and take intellectual ownership.  (Here) they donôt seem to have time to 

reflec t at that level. Itôs more alien to them to talk about the philosophy of what they 

do.ô 

 

One teacher, June, centrally involved in Creative Partnerships - related work at Oak 

Tree, felt dejected on returning to Oak Tree:  

 

 óI have to say that coming back to Oak Tree then was really hard and I was full of 

tears walking down the corridor because the aesthetic hits you straight away but 

also the lack of care for the school. The children donôt respect it and there are 

things all over the floor and there is rubbis h and coats. You didnôt see that at all in 

Pistoia because everything had a value. In Pistoia the shelves were all filled with 

what we would class as rubbish: it was tubing and cardboard rolls. Things that you 

could use in more than one way and that didnôt just say that they should be used in 

only one way. There were no pre -bought games and so when I went into my 

classroom I just ripped everything down. I thought: why have I got that up there? 

That looks foul. Yet I always prided myself on having a really n ice classroom that 

demonstrated the childrenôs learning but I just came in and just ripped everything 

down and for about two months, until the next lot went to Pistoia, I just didnôt 

know what to do with my displays.ô 

 

She tried to do a Pistoia -style displ ay showing process in literacy and trying to 

document the process of note - taking and research that she had seen in operation in 

Italy, using quotes, text and photos. It felt contrived because it wasnôt based on a 

different way of working and was driven by her and not the children. She began to 

feel very unhappy and questioning whether or not teaching was still for her. Sheôd 

seen the ideal with enthused and stimulated children and felt that here they were 

filling childrenôs heads with things they didnôt want. Children in Britain can be 

labelled as failures at four. She thought of individuals in her class who may regard 

themselves as failures and thought that it was no wonder they sometimes 

misbehaved -  she had a challenging class. She thought that the (Itali an) approach 
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was a better model. When the other teachers returned from Pistoia they felt the 

same way: part of the emotion arose from their questioning óHow did we go so 

wrong? Why are we always jumping through hoops?ô  

 

Out of this negative experience, Ju ne aimed to construct a new practice, informed by 

what she had seen in Italy. On the first Monday after the holidays, she took the 

children into the playground to map it any way they chose. While the children 

worked she made journal entries of her observat ions of the children and what they 

said. Arising from this activity the children showed particular interest in measuring 

distances, so they spent the rest of the day measuring in different ways and looking 

at equivalence. They represented distances in diff erent ways using string and used 

the string with paper to make pictures -  work that was influenced by earlier activity 

by creative practitioners at the school.  

 

The next day the children took colour swatches into the playground and looked 

carefully for obj ects that matched the colours ï another artist - inspired activity. 

Mindful of the Pistoia ópedagogy of slownessô, June gave the children time to observe 

closely. Later they all tested hypotheses, suggested by the children, about tones, 

tints and shades. The y then did a litter pick, discovering objects such as syringes, 

and a beer can full of snails and maggots. This prompted a class discussion on 

syringes and why snails would be in a beer can. The finding of graffiti led to 

considering the work of the graffi ti artist Banksy. The children wanted to pursue 

different lines of enquiry. June wondered how she would manage this but the 

children were enthused and couldnôt be stopped. 

 

To encapsulate the learning, June introduced learning logs and the children became 

learning detectives. Each morning the children think about what they learnt the day 

before and what questions they want to follow up. The special needs children, Liz 

commented, thrived on peer support and were exposed to learning that they 

wouldnôt have had in differentiated lessons. No one failed ï they had time to work 

things out. June feels that for the first time in a long time she is an educator with the 

child in mind rather than an objective in a subject. The children enjoy working that 

way and donôt want to return to a tight structure.ô  

(Researcherôs notes, abbreviated, Oak Tree). 

 

 
Figure 2: Oak Tree story  

 

The experience of these three teachers from Oak Tree Primary seems to us to be 

significant at several levels. First it suggests teachersô sense of the incompatibilities 

between the óstandardsô agenda and what they take to be principles of creative 

education. This is only partly a matter of the exigencies of curriculum frameworks; it 

also relates to the driven character of the work of the school ï tight externally -set 

deadlines, a constant press of initiatives. Secondly, it suggests something of the 

disturbance  that Creative Partnerships  has set in motion. Far more is involved, here, 

than a journey to Italy. It is only because the teachers have alre ady been involved in 

the attempt to rethink their practice that has been incited by other opportunities 

offered by Creative Partnerships  that óPistoiaô has had such an impact: it seems to 

offer a way of realising more fully the possibilities glimpsed in th e course of earlier 

work; and at the same time, it is a reminder of the distance that has still to be 

travelled. Thirdly, it is both an impressive record of a teacherôs resourcefulness and 

creativity, and an indication of how ólonelyô the work of reconstruction can be: school 

cultures, even when senior management is in support of creative initiatives, have not 
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often developed to the point where they can support the systematic elaboration of 

ócreativeô change in pedagogy. (Though in the case of Oak Tree, we know that such 

an attempt is ongoing.)  

 

Learning in social contexts  

 

Such projects of change face formidable constraints, both in and beyond school 

cultures. As we note elsewhere in this report, many of our case study schools were 

insecure  ï uncertain of their institutional future, uncertain of the future in store for 

individual teachers. This had a limiting effect on Creative Partnerships  initiatives:  

 

So people were really open to the ideas and, for a couple of months, the place 

was buzzing. And that was  the Creative Partnerships  influence of people 

coming in and asking us: óAre you sure thatôs the best you can do?ô And 

people were at the peer sharing stage but later everybody started to 

withdraw from it and now the attitude is more: Iôll do it as and when. The 

Creative Partnerships  influence is not that prominent now. Job security comes 

first now and if you canôt guarantee getting a good report from your latest 

observation ï if youôve been criticised or itôs gone badly. Itôs more PC now to 

make sure that youôve got a good reference because you need that rather 

than being that whacky, creative teacher é  Everybody is under so much 

pressure that they are sticking to tried and tested methods. They just want 

their results to be ok . (Teacher, Sycamore)  

 

Under -pressure schools have a high turnover of managers and staff, and difficulties 

in recruitment and retention. óStaff are exhausted,ô said a deputy head, óand at times 

quite demoralisedô (Deputy Head, Plumtree College); and a reliance on temporary 

teachers lik ewise blunts the possibilities of creative change:  

 

We go to a maths lesson which is being covered by a permanent supply 

(support assistant). There is some engagement with the worksheets given out 

and M (student) is concentrating but it is noisy. The supp ort assistant  asks 

students how they are doing and goes around the room to help but on several 

occasions has to leave the room to ask for advice from maths staff. As the 

lesson goes on there is greater disengagement -  maybe 50% are off task. It is 

very noi sy but M is still concentrating and eventually the SA shouts to them to 

be quiet. I later gather they have not had a permanent Maths teacher this 

year. (Researcherôs notes, Plumtree College).  

 

This day - to -day experience contributes to a particular view am ong teachers of 

student capacity that emphasises the educational effects of deprivation.  

 

The kids here seem to need a lot of input and support and they donôt offer 

self responsibility for learning. Consequently the ritual at Plumtree seems to 

be to have a lot of academic support structuring in the teaching which has 

actually led to the need for that. And this is very much in evidence in English 

because when the kids are left to do something on their own they flounder. 

They seem to need teacher support all  the time.  (DH, Plumtree College).  

 

This diagnosis of deficiency is in some senses well - founded; it goes along with a 

clear -eyed recognition of social dimensions beyond the school ï óthere is a large 

social change required and it is not purely a school ma tter by a million milesô 

(Deputy Head, Plumtree College). At the same time, however, it is impossible not to 
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be struck by the contrast between the bleak conclusions drawn from this view at 

Plumtree College, and the óreading of the socialô offered by teachers in other places.  

 

At Rowan Nursery and Infants, for instance ï a school at which teachers referred to 

themselves as óbondedô and ólong-termô ï the head insisted both on the cultural 

capacity of her pupils, and on the ways in which creative practice cou ld draw from it. 

What pupils had learned from their work with a sculptor was evidence of a capacity 

that should confound easy judgments about the effects of deprivation:  

 

Theyôre bringing in things theyôve learnt é when theyôve done sculpture work. 

They u nderstand how to sort of, put structures together. They understand 

that triangles are the strongest shape you can make. Thereôs just so much in 

there and I think that in an area like this, thereôs an expectation quite often 

from outside, certainly not from  the staff in this school, óWell, inner city 

children, you know, rough area, are not going to really achieveô. Iôm sorry, we 

can show these children anything they want is possible if channeled.   

(HT, Rowan Nursery and Infants).  

 

This view of capacity was r e- iterated by others at the school.  

 

Like the headteacher, Ellie lives in the locality of Rowan. She has worked as a 

community teacher and is or has been involved with various forms of 

volunteer work (toy library, books for babies). She thinks that parent s are 

supportive of the school; they appreciate it and ódo their bestô. She shares 

with the head an acceptance and apparent lack of judgment of community 

members, coupled with talk about ódelayô and ódeprivationô, referring to 

language and social and pract ical experiences. She mentions a child who 

came to school not knowing her own name and a child in a wheelchair who 

had never touched grass. She talks about developing language through toys 

and play. She says she prefers the metaphor of polishing gems, rath er than 

filling jugs, to describe her work.   

(Researcherôs notes, Rowan Nursery and Infants).  

 

This final metaphor ï which in the context is devoid of sentimentality ï indicates 

something of the social disposition that underpins aspects of creative practi ce in 

urban areas. Based on experience and intuition, it seems to us to represent an 

understanding that is well worth exploring further.  
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Chapter 3:  CHANGING PEDAGOGIES   
 

In this section we move on from concrete accounts of teaching and learning to a 

more  general level of discussion that corresponds to our intention to suggest 

commonalities and experiences that might be generalisable. We present five 

pedagogical heuristics: default pedagogy, creative approaches, creative skills, 

exploratory pedagogy and ne gotiated pedagogy. None of them, of course, exists 

outside its idealised form ï they are ótypesô not examples. Nevertheless, we think 

they can serve a useful purpose. The languages currently available to teachers to 

analyse, discuss and redesign their appr oaches to teaching and learning are 

somewhat limited. The more explicitly different approaches can be identified and 

articulated, the more possible it will be to discuss the limits, and the potential, of 

particular practices. xiv  

 

The heuristics are designed to do two things ï firstly to present the practice of 

teaching as it appears to classroom teachers and secondly to bring back together 

questions of content, process and assessment. One of the characteristics of much 

contemporary curriculum policy is that i t separates out questions of knowledge, 

methods and assessment. This is unhelpful since they are inextricably related in the 

classroom in the material practices of learning and teaching, and since what happens 

in one affects the others. Getting alignment b etween the three ósystemsô (Bernstein, 

2000)  is a key policy challenge and is now partially realise d in the current notion of 

óassessment for learningô. This however still omits knowledge and thus the important 

debates about what it is actually important to know, that is, what is worth knowing. 

Schools that took up interdisciplinary approaches often foc used on knowledge.  

 

We have taken as key pedagogical points of reference:  

o Expected outcomes ï where they are derived from and how rigidly and finely 

they are taken up, whether there is room for variation and negotiation  

o Experience ï what counts as student  experience, whether it is confined to 

what is in prior syllabus requirements or includes individual interests and 

peer, family, community, youth culture and popular knowledges  

o Information ï whether learning is understood as proceeding from the input of 

new information in formal and didactic means alone, or also proceeds via 

exploration and experience in which opportunities to acquire new information 

and create knowledge are scaffolded  

o Reflection ï whether there is an explicit place for teacher reflection o n 

learning which may or may not also include students  

o Assessment ï whether assessment is seen as a separate activity or built into 

the reflection process  

 

We present each heuristic in both visual and discursive form. We also indicate where 

our case study s chools were focusing creative interventions.  

 

(1 ) Default pedagogy  

 

Although the default pedagogy is rarely found in its pure form, its traces are evident 

at many points in schools ï including our case study schools. (This is hardly 

surprising when we cons ider the recent history of education policy and practice). It is 

the imaginary which Creative Partnerships  wants to change. Default pedagogy is a 

transmission mode of teaching/learning in which:   
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1. Expected outcomes are prescribed in a syllabus and are t he driver for 

lesson planning  

2. Experience which matters is taken to be that in previous units, or years. 

Studentsô interests and current events may be harnessed as illustrations of 

the relevance of syllabus knowledge  

3. Information is presented by the te acher to students as formal teaching, 

through text books and possibly via the internet  

4. There is no formal reflection per se, rather students practise what has been 

presented via prescribed activities which may include exercises, mock tests, 

competitions  and games  

5. Assessment may be in the form of marks for exercises, essays and tests 

and may be used to ascribe a mark/level of progress against the prescribed 

outcomes.  

 

We saw examples of this default pedagogy in some secondary schools that were 

under pr essure to improve results, particularly at GCSE revision time (Plumtree 

College, Sycamore). But the vast majority of the case study schools had moved away 

from this towards versions of heuristic (2), next.  
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Figure 3: Default  pedagogy  
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(2) Creative approaches  

 

This was the dominant approach in those case study and snapshot schools which 

focused directly on classroom learning (see table 3). Creative Partnerships  

practitioners and teachers worked together to redefine:  

1.  Expected o utcomes ï while the general curriculum outcomes were retained, 

these were detached from a prepackaged syllabus or text and were often 

widened to include additional areas which teacher and practitioner thought 

were relevant.  

2.  Experience ï there was a much mo re generous definition of prior learning, 

with studentsô outside interests incorporated sometimes through structured 

ópupil voiceô activities. Some schools (e.g. Chestnut Secondary) focused 

strongly on youth cultures and/or on local regeneration projects ( e.g. Rowan 

Nursery and Infants, Plumtree College, Chestnut Secondary). Mulberry 

Primary had worked hard on using drama approaches to connect with their 

multicultural community/ies. There was also a strong emphasis on experience 

as a mode of learning in its  own right. Creative practitioners worked with 

teachers to design events and environments in which students could 

investigate a topic.  

3.  Where the focus was on experiential learning, there was often extensive work 

done on introducing the project. This might take the form of discussions, 

excursions, additional visiting practitioners, and/or performances. New 

information was introduced as part of the flow of the project, rather than as a 

discrete activity. Students were encouraged to access a range of informati on 

sources when to do so was appropriate for their learning. In some instances 

new information also included the deliberate introduction of information about 

creative activities in their own right, with students and teachers being 

encouraged to acquire new  language in order to describe new experiences 

and explorations.  

4.  Reflection ï Creative Partnerships  encouraged the use of pre -project planning 

and in some sites this extended to thorough post -project reflection between 

practitioner and teacher. In only a f ew sites was this reflection used as a 

means to ódiagnoseô what might happen next in studentsô learning; in 

óReggioô-influenced sites (e.g. Mimosa Nursery, Rowan Nursery and Infants) 

such pedagogic reflection was however part and parcel of the way 

teaching /learning was approached. These also were the sites where students 

were encouraged to reflect on their own learning on a regular basis.  

5.   Assessment ï we did see some instances where teachers had adopted new 

forms of assessment (e.g. projects in Hazel Prim ary, portfolios in Elm 

Primary) but in general, teachers focused on the expected curriculum 

outcomes and saw what might be called other ósofter outcomesô, which they 

also valued highly, as difficult to describe and assess.  
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 Figure 4: Creative approaches  
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There was no doubt that students were often highly engaged when creative 

approaches were used within a mandated framework. It was something that teachers 

sometimes found a little threatening at first (Elm Primary, Sycamore)  but many were 

quickly convinced that the use of creative approaches was a useful addition to their 

pedagogical repertoires.  

 

We noted in our interim report that there appeared to be a lack of creativity in 

snapshot schools when it came to assessment, and this held true in the case study 

schools. There were more interesting assessment practices in early childhood case 

sites where there was no division between the formal and informal curriculum and 

between curricular and extra curricular activities; staff he re were focused on 

recording the multiple learnings demonstrated in one activity by keeping running 

records of progress. In primary and secondary sites teachers often appeared to be 

held back by the lack of alternative assessment examples and a rich assess ment ï

specific language, even if students kept journals and produced significant project 

work. They were not generally engaged in investigating how existing assessment 

frames could assist them to approach what are commonly called ósoft outcomesô, 

aspects of  which do already appear in arts, vocational, citizenship and social 

education frames. Creative practitioners do not have skills in these areas and it is not 

surprising that there was less activity in this aspect of ócreative approachesô.  

 

One of the tren ds most apparent in the case study primary schools, and in the first 

year of the secondary schools, was the return to a thematised approach to teaching 

and/or some form of curriculum integration. This provided longer and more carefully 

phased experiences f or students, many of which involved out -of - class activities and 

the involvement of creative practitioners. It also afforded opportunities for teachers 

to talk and in secondary schools this was often one of the few times that teachers 

talked across subject departments about teaching and learning. These shifts did 

sometimes also require conversations about studentsô interests, as well as about 

what knowledge was important. Very few teachers that we interviewed however 

understood the differences between a mult idisciplinary curriculum in which separate 

subjects are organised around a common theme, and an interdisciplinary curriculum 

where planning begins with the central theme and proceeds through identifying the 

big ideas and central concepts and skills without  regard in the first instance to 

subjects (Beane, 1997) . Similarly few understood the difference betwe en asking 

about childrenôs interests and their concerns (Rowan and Mulberry Primary were 

notable exceptions to this) (Brown & Saltman, 2005)  and the very substantive 

differences this might make in the depth of knowledge and challenge that the two 

might produce.  

 

(3) Creative skills  

 

Some schools in the study, including one in the snapshot phase (Elder), had decided 

to implement a specific process -oriented curriculum which focused on creative 

thinking. This was described as óskillsô which could be taught through specific 

exercises. The rationale for a creative skills approach was sometimes that the new 

economy needed y oung people to leave school with a new way of behaving and 

thinking and sometimes that creative thinking would help children to acquire 

mandated learning more successfully. There are a number of commercial enterprises 

offering packages of ócreative skillsô curriculum and these were used to generate 

most of the materials for these specific courses. One primary school in the snapshot 

data had introduced Philosophy for Children; in contrast a handful in the snapshot 
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phase had worked on ócreative thinkingô skills as a discrete sequence of lessons. 

Creative skills courses shared some common characteristics:  

 

1. Expected outcomes were derived from externally developed schema or in -

house or with the support of external agencies (for example, Sycamore 

Comprehensive had an extensive network of businesses who were consulted).  

 

2. Experience ï students were considered to have little prior expertise, but 

experience in the course was expected to ótransferô to other areas of the 

curriculum and to future vocational and lif e destinations  

 

3. Information about skills was delivered in much the same as in any other 

curriculum. Students then had to practise them.  

 

4. Reflection ï students were sometimes encouraged to reflect on their 

experiences in order to improve  

 

5. Assessmen t of skills was via performance and the studentsô facility with the 

specific language and rationale attached to the course.  
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Figure 5: Creative skills  
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The introduction of the creative skills curriculum experienced some hic cups at 

Sycamore; a student - led evaluation showed that most of the school community 

believed that too much time was devoted to it, and some teachers were sceptical of 

its value. The senior leadership team was however firmly convinced of its worth and 

impor tance, and during the period of our research had persisted in working to 

consolidate it in Year 7. We also remain sceptical of this approach. Our own reading 

of this Creative Partnerships  programme, research literatures and in other research 

projects sugge sts that skills are context specific and thus not readily transferable; 

they need content to which they can be added as process xv  and that such initiatives 

often fail to enthuse students and their parents.  

 

(4) Exploratory pedagogy  

 

This was dominant pract ice in early childhood settings in our case studies. It had the 

following features:  

1.  Expected outcomes were broadly derived from curriculum documents but 

were highly amenable to development and variation  

2.  Experience -  Childrenôs prior experiences were seen as the basis of 

learning and the understandings of prior learning included all of the childôs 

contexts in their life and school worlds. Learning was seen to proceed via 

experience. There was a strong emphasis on open -ended activities 

through which children could make choices about what activities they 

undertook. These activities were carefully planned and developed in part 

as a result of diagnosis of where each child sat in relation to their 

individual development, needs, interests and the mandated learning 

framework. Experiences included extensive outdoor activities, excursions, 

and activities unfamiliar to the child.  

3.  Information was gained through exploration and experience in which 

opportunities to acquire new information were scaffolded.  

4.   Reflection ï ti me was devoted regularly to teacher reflection on learning 

and this often included students and in some instances parents. 

Assessment was thus integral to and inseparable from the reflection 

process.  
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 Figure 6: Exploratory pedagogy  
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There were elements of this approach used in primary schools where exploratory 

environments and activities were presented as the introduction phase of a project 

(e.g. Mulberry Primary). However none of the primary schools we investigated had 

ado pted this as a whole school approach, although some were in the process of 

thinking how exploratory pedagogies practised in their early years classes might 

inform developments in later years (e.g. Elm Primary).  

 

(5) Negotiated pedagogy xvi  

 

We did not see ne gotiated pedagogies per se in any schools as a whole school 

approach, although some teachers in some locations did adopt this kind of approach 

as a more one -off or occasional activity xvii . We are aware that it is a pedagogy which 

is used in some senior school  arts subjects and in some International Baccalaureate 

programmes. We include it here because it is a possible strategy for schools 

genuinely committed to extending studentsô participation in curriculum decisionï

making. Negotiation is not the same as askin g students how they learn; it is a 

consistent approach which involves students in the process of planning a sequence of 

learning activities and in the assessment of learning, viz:  

 

1.  Expected outcomes are derived from broad curriculum frameworks. Students 

and teachers discuss expected outcomes (often called goals) and develop a 

plan for how they will be achieved and what will demonstrate success. The 

plan is generally in the form of a project or rich task. Students work 

separately or together in work groups.  

2.  Experience ï students are able to introduce their own interests and 

knowledges as long as they will support acquisition of mandated outcomes  

3.  Finding new information is built into the project plan as and when necessary 

to achieve the goals  

4.  Reflection ï both  students and teachers keep extensive records of the 

progress of the project which are discussed in regular meetings. Students are 

expected to present reflections on the process of project as part of the work.  

5.  Assessment is generally via a portfolio which may be presented to a range of 

internal and external assessors. Assessment is based on demonstrated 

achievement of the expected outcomes specified in the project goals.  

 

It is important to note that negotiation focuses strongly on process and assessment 

as well as content, and has been a pedagogical approach used in Australia and North 

America for some considerable time (Boomer, 1982; Boomer, Lester, Onore, & Cook, 

1992; Thomson, 2007b) .  
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 Figure 7: Negotiated pedagogy  
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Summary  

 

We now add a pedagogical descriptor to the summary we made in the previous 

section. This allows a cumulative appreciation of what was happening in case study 

schools. (We focus here on aspects of the creativity agenda, rather than on the 

effects of default pedagogy.)  
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School  
 

Beginning points  Creative approaches  Affiliation  Pedag ogical approach  

Chestnut Secondary  
Secondary comprehensive, 
not long out of special 
measures. Aspiring to be 
specialist performing arts  

Changing what counts as 
learning. Changing the school 
culture. Moved to focus on 
directly on creative learning at 
a mid  point  

Linking creative practices to 
youth culture and creative 
industries  

Symbolic  Creative approaches 
predominantly in extra 
curricular areas, some 
vocationally oriented 
mainstream  

Elm Primary  
Small , rural , middle class , 
ógood schoolô. Expanding from 
junior to primary, new 
buildings . 

Changing the way pupils 
learn, changing the way 
learning is organised. Later, 
took up assessment issues.  

Focus on teachers understanding 
of creativity.  

Symbolic moving to 
substantive but then opted 
out  

Creative approaches i n 
mainstream curriculum  

Hazel Primary  

Successful inner -city school, 
now part of federation.  

Changing the way pupils 

learn, changing the way 
learning is organised  

Collaborative performances  Substantive  Creative approaches in 

extra and mainstream 
curricula  

Juniper Primary   
Inner city school, socially 
mixed intake.  

Changing the way pupils learn  Employ artists to work alongside 
teachers for sustained periods of 
time  

Symbolic moving back to 
affiliative  

Creative approaches in 
aspects of the mainstream 
curriculu m.  

Mimosa Nursery  
Located in high poverty 
suburban estate in city  

Changing the way learning is 
assessed. Changing what 
counts as learning, changing 
who teaches  

Employ artists to work alongside 
teachers for sustained periods of 
time; focus on teachersô 
und erstandings of creativity  

Substantive  Exploratory pedagogy 
combined with creative 
approaches  

Mulberry Primary   
Medium sized primary with  
99% EAL and in deprived 
urban locality  

Changing the ways pupils 
learn  

Struggled to find a way to 
engage but did focus  on 
developing teachersô 
understandings of creativity as 
teaching method  

Unable to affiliate  Creative approaches in 
extra and mainstream 
curricula  

Oak Tree Primary  

Large multicultural primary  

Changing school organisation; 

changing the school culture  

Focus  on teachersô 

understanding of creativity  

Substantive  Creative approaches 

primarily to learning 
environments and extra 
curricular activity  

Plumtree College  
Secondary comprehensive 
serving deprived estate plus 
older more established middle 
class community  
Poor building stock  

Changing school culture, 
changing the way pupils learn  

Big collaborative productions  Affiliative but opted out  Creative approaches in 
extra curricular activities 
and gifted and talented 
enhancement  

Rowan Nursery and Infant  
Small schoo l in high poverty 
suburban estate  

Changing the way pupils 
learn, changing what counts 
as learning, changing who 
teaches  

Employing artists to work 
alongside teachers for sustained 
periods  

Substantive  Exploratory, negotiated 
and creative approaches  
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Silver B irch High  
Catholic secondary school 
(non -grammar) in area with 
selective secondary system  
Specialist Arts College.  

Changing school culture  Multiple projects focusing on 
teachersôunderstanding of 
possibilities opened up by 
creative approaches  

Symbolic  Creat ive approaches 
predominantly but not 
exclusively in extra 
curricular activities  

Sycamore Comprehensive  
Medium size specialist 
business and enterprise 

college  
Located in middle class area 
but serving nearby estate. 
Comprehensive in grammar 
school system.  

Changing the way learning is 
organised, changing what 
counts as learning and 

changing school culture  

Linking creativity, enterprise and 
entrepreneurialism  

Affiliative  Creative skills, creative 
approaches in extra 
curricular and vocational 

specialism  

Alder  College  
Highly innovative secondary 
school in new build serving 
deprived rural locality  

Focus on blurring disciplinary 
boundaries, changing school 
culture and organisation  

Big performances  Affiliated Creative 
Partnerships  to its own 
agenda  

Creative approa ches in 
extra and mainstream 
curricula  

Blackthorn Federation  
Federation of three schools 
from 2006 on a new purpose 
built PFI funded site in an 
area of mixed housing in a 
town  

Blurring disciplinary 
boundaries, changing school 
culture, changing school 
orga nisation  

Linking creativity, enterprise and 
entrepreneurialism  

Affiliative  Pedagogies varied across 
sites: special school used 
exploratory pedagogies 
and creative approaches, 
primary and secondary 
used creative approaches 
but secondary primarily in 
extra c urricular activities  

 
Table 7: Summary of vernacular changes plus pedagogies  
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Chapter 4:  PARTICIPATION IN SCH OOL DECISION MAKING  

 

This is the first of two sections which focus specifically on the processes of school 

change. Here we address how schools ch ose to involve students, parents and the 

wider community. The next section examines the kinds of leadership and 

management practices that variously allowed staff to take initiatives and decisions 

directed towards creative school change.  

 

Student participat ion  

 

At the interim stage of our research, we reported that, in the schools where 

significant change was evident, students were actively involved in everyday 

classroom practices and sometimes in decision -making. In all of the case study 

schools, staff refe rred to the importance of student voice and participation. Voice was 

often explicitly linked to definitions of creativity in education:  

 

Iôm not talking about creativity as turning out artists and actors and 

musicians. Iôm talking about children leaving the school who ask questions 

and who are thoughtful and who have had those opportunities through 

creative activities to be independent and make decisions for themselves, 

because this is all part of the process.   (HT, Hazel Primary)  

 

Teachers thought that cre ative arts activities offered opportunities to build studentsô 

confidence in speaking out:  

 

The shyness is not there and they are not afraid of expressing themselves. 

(Teacher, Mulberry Primary)  

 

It makes them feel more confident and that their opinions ar e valued and that 

they are valued as a person and they donôt always feel that in the classroom. 

(Teacher, Mulberry Primary)  

 

There was some evidence of ambivalence and concerns amongst class teachers 

about a link between ónoiseô and loss of control: 

 

I wou ld say there is a sense of chaos but I think weôve become accustomed to 

it. Our class is quite loud because of the building going on but itôs quite 

exciting for them éthere is an air of expectation. The playground has been 

adapted and weôve got loads of new toys but quite a few have already been 

broken so weôve had to talk about their responsibilityé. I couldnôt say that an 

increase in work with Creative Partnerships has produced a happier school but 

I would love to say that. Iôve heard that ten years ago the kids ruled the 

school and the behaviour wasnôt as good as when I came or what it is now, 

and Iôd love to say that was due to offering creative opportunities. (Teacher, 

Juniper Primary)  

 

However, the overwhelming majority of staff and students interviewe d shared very 

positive views about student voice and engagement:  

 

What I like about this school is that although it might present as a bit of a 

shambles, if you unpick it -  I walk round a lot and Iôm constantly seeing 
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whatôs going on and I can tell you whatôs what in every classroom. Very rarely 

is it that our children arenôt doing something constructive. (HT, Elm Primary)  

 

[How the school has improved] The [teachers] speak to you on the same level 

and they donôt talk down to you like youôre a child; they kind of look at you as 

a young adult.  (Student, Plumtree College)  

 

Several of the schools had set out to develop something more ambitious than the 

traditional School Council which tended to be characterised as óabout toilets and 

uniforms and that type of th ingô (Teacher, Sycamore). Some schools had established 

a variety of consultative or representative groups with different agendas and 

responsibilities, for example:  

 

Weôve got various councils within the school: weôve got our [indecipherable] 

group which me ets about the environment; weôve got our young consultants 

who are, like, half drama and Creative Partnerships and then weôve got our 

student council which deals with other things. Itôs quite good and they 

function quite well and it gives the children a ch ance to have their say.  (HT, 

Mulberry Primary).  

 

Oak Tree Primary primary school had developed a óThink Tankô consisting of both 

staff and pupils whose remit was to consider fundamental issues of curriculum and 

organisation in the school. The head and some  of the staff considered the Think Tank 

óan incredibly powerful tool for moving the school onô: 

 

Before I came there was a school council in operation and there were reps for  

various things but I would say that this [the Think Tank] has had a big impact 

on  whole school pupil voice because the school council was obviously just a 

small group of children.  This though has actually had impact on the whole 

school because every pupil can have a say in how their classroom looksé we 

used the model to effect change in other areas of school and it has moved 

into curriculum areas as well and weôve had pupil voice groups to establish 

issues in school. So itôs had a knock-on effect.  (HT, Oak Tree Primary)  

 

Some schools did manage to use their Councils in ways that were v ery 

representative. At Elm Primary the School Council was based on ócircle timeô class 

meetings. Each class had two representatives who attended a monthly council 

meeting and they brought with them the class meeting book in which records of class 

discussio n were kept. Council meetings consisted of careful reading of these books to 

elicit items for decision and items from one class which needed to go back to all 

classes for discussion. The headteacher regularly placed items of school policy on the 

agenda for  classes to discuss and when students made recommendations these were 

acted on. The headteacher also collected class meeting books each month to read 

through them and she made individual comments back to each class. The Council 

was supported by a teaching assistant who also provided training in meeting 

procedures, minute taking and the like in induction and ongoing sessions.  

 

At Oak Tree Primary, setting for literacy and numeracy had been abolished because 

the pupils had been allowed a greater say in the o rganisation of learning:  

 

I think the big difference in terms of the pupil voice is that theyôve had their 

survey and their ideas were expressed and listened to. So we abolished 

setting é The children didnôt want to move around. They wanted to stay in 




