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ABSTRACT

In this paper, | have made a case for using creative approaches to facilitate education-
al transitions. | have presented examples from research and practice which suggest
that creative activities can be used in multiple ways to portray children and young
people’s voices. | argue that these voices, as well as the process of being heard, can
help modify existing transition practices, identify new transition practices, and en-
hance children and young people’s ability to manage change. Theories of self-esteem,
resilience, and emotional intelligence have been used to explain the psycho-social
processes that a child, or young person, goes through during transitions, as well as
how creative approaches can be used to support these processes.

ducational transitions, when children move from one context and set of in-
terpersonal relationships to another (Jindal-Snape, 2010a), can be a period of
anxiety for many children and young people’ (Adeyemo, 2007; Jindal-Snape
& Foggie, 2008; Jindal-Snape & Miller, 2008), and can lead to substantial declines in
self-esteem, academic motivation, and achievement (Wigfield, Eccles, Mac Iver, Red-
man, & Midgley, 1991). However, transitions can be, and should be, a time of excite-
ment due to increased opportunities and feelings of progression. Important changes
take place as children navigate this journey, such as changes in relationships, teach-
ing style, environment, space, context for learning, and so on (Fabian & Dunlop, 2005).
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According to recent research (Jindal-Snape, 2010a), for children and young
people to have positive transition experiences, there should be an increased empha-
sis on involving those most affected, especially the children themselves, in planning
and preparation for transitions. Galton (2010a) has stressed the importance of schools
listening to the voices of pupils. Researchers in the area of primary-secondary and
post-school transitions have tried to listen to the voices of children and young people
(e.g., Jindal-Snape & Foggie, 2008), whereas few researchers in the area of transition
to primary school (e.g., Dockett & Perry, 2004) have managed to portray the voices of
very young children. In addition, even when data has been collected from children
and young people it is not clear whether the children/young people found data col-
lection techniques such as questionnaires or interviews meaningful. There are seri-
ous methodological and ethical issues in this context, with only a few researchers
using other ways that might be more meaningful to the child or young person and
adopting a stance that children should be active and effective partners in research
(e.g., Dockett & Perry, 2011). Future transition research and practice needs to focus on
listening to the voices of children in ways that are natural and meaningful to them.
Researchers and practitioners really need to engage with children to gather their per-
spectives, not only to understand their unique experiences, but also to ensure that
they are active participants in determining transition practice and programs. Innova-
tive and creative ways of listening to children should be considered, for example, the
Mosaic Approach (Clark & Moss, 2001, 2008), which uses different ways of collecting
voices such as giving children disposable cameras and through observation (Jindal-
Snape, 2010b), and then piecing together the data to get a fuller and clearer picture.

The rationale for the use of creative approaches provided in this paper is
also supported by other research. In the context of 19 creative learning case stud-
ies from Scottish schools, Learning and Teaching Scotland (LTS) (2004) reported that
one of the main outcomes for students was a sense of personal success. Similarly, in
the United States, Schacter, Thum, and Zifkin (2006) reported that creative teaching
methods substantially improved student achievement. Research conducted in the
United Kingdom also indicated that these approaches could lead to increased levels
of pupil motivation and engagement (Bancroft, Fawcett, & Hay, 2008; Craft, Chappell,
& Twining, 2008; Cremin, Burnard, & Craft, 2006; LTS, 2004; Wood & Ashfield, 2008),
increased levels of confidence and imagination associated with creative environ-
ments (Galton, 2010b; LTS, 2004), enhanced ability to face challenges (Galton, 2010b)
and increases in resilience (Bancroft et al., 2008).

Further, other researchers have also suggested that creative approaches
can enhance children and young people’s emotional development and social skills
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(Bancroft et al., 2008; Galton, 2010b; Matthews, 2007; Whitebread, Coltman, Jameson,
& Lander, 2009). Whitebread et al. (2009) suggest that play promotes self-regulation,
and Bancroft et al. (2008) suggest that it can enhance interpersonal skills, includ-
ing greater willingness to play with others, value each other’s work, and engage in
negotiation.

However, how does one go about using creative approaches to facilitate
transition by building in strategies to enhance children’s self-esteem, resilience,
emotional intelligence, and agency? This paper draws on some examples of creative
approaches and activities that are grounded in the theories of self-esteem, resilience,
emotional intelligence, and agency. The examples presented here demonstrate how
we can listen to the voices of children with the aims of facilitating their transitions and
improving existing transition practices.

Examples of Creative Activities Used in Transition
Research and Practice

This paper discusses some of the creative activities that | have used for
transition research and that practitioners have used in practice. The aim is to give
both researchers and practitioners a clear rationale of why these are appropriate and
important ways of facilitating transition, and an idea of how to implement these in
your own research and practice. The examples aim to provide you with insight into
how, if carefully implemented, self-esteem, resilience, active learning agency, and
emotional intelligence interact in the context of transitions leading to positive spirals
of successful adaptation.

Let us consider some of these theories before we move on to the exam-
ples. In the context of transitions, Jindal-Snape and Miller (2008, 2010) used Mruk's
two-dimensional theory of self-esteem which looks at the students’ experiences
and interactions in the light of self-competence and self-worth (Mruk, 1999). This
two-dimensional theory reflects the belief that how people feel about themselves
is dependent, not only on whether they see themselves as worthwhile people, but
also involves judgments about competence in a set of domains considered impor-
tant to them. Therefore, to have high self-esteem, children must feel confident both
about their sense of self-worth (“I am a good person entitled to respect from oth-
ers”) and their sense of self-competence (“l am able to meet the challenges | face in
life") (Jindal-Snape & Miller, 2010, p. 13). During transition, the sense of self-worth
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and/or self-competence can be easily challenged, based on changing relationships
with peers and teachers as well as the perceived ability to undertake higher level aca-
demic tasks. Therefore, it is important that children are able to go through transitions
without their self-esteem being adversely affected. Self-esteem can be an important
factor in developing resilience to challenges during transition. Resilience has been
defined as a dynamic process of adaptation and the ability to thrive when faced with
adverse situations. Resilience research (Luthar, 2006) suggests that whether an indi-
vidual is resilient or not, is dependent on internal attributes (e.g., self-esteem) and
the protective factors in their environment (e.g., positive relations with teachers or
peers). Therefore, resilience becomes important, during both transition research and
practice, as it provides us with insight into how we can ensure that children are resil-
ient during this period of significant change; which for some might create adverse
situations (Jindal-Snape & Miller, 2008).

Similarly, Adeyemo (2007, 2010) has focused on emotional intelligence
interventions and suggests that children and young people need psychological skills
and resources that can help them with adaptations, adjustments, and an understand-
ing of self that is required to navigate this journey. He suggests that this is because
they need skills to relate with peers and teachers, and also to understand their own
emotions and use that understanding to relate to others. The ability to regulate one’s
own emotions and, in turn, to be able to manage those of others requires a degree
of self-regulation and agency. This agency can be developed better when children
experience autonomy and feel in control. Other researchers have also discussed the
importance of the “active learning agency” (i.e.,“a capacity for intentional and respon-
sible management of new learning,” Pietarinen, Soini, & Pyhélto, 2010, p. 144), “active
participation,” and/or “feeling in control” in successfully navigating the transition pro-
cess (Akos, 2010; Galton, 2010a; Jindal-Snape, 2010b). This can lead to increases in
motivation to learn, resilience and self-esteem, especially the two-dimensional self-
esteem seen in terms of self-competence and self-worth (Jindal-Snape & Miller, 2010).

Photographs

Photographs can be a powerful medium for listening to children’s voices as
well as helping them prepare for transition. Photovoice has been used as a participa-
tory action research method that enables “participants to use their photographs to
elicit emotions, feelings, and insights about topics that may have been shrouded in
silence” (Lopez, Eng, Robinson, & Wang, 2005, p. 326). It has been used to provide
opportunities for participants to speak from their own experiences, to see connec-
tions between them, and to share these experiences in order to discover the root
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cause of some problem (Freire, 1970, cited in Cooper & Yarbrough, 2010). As such,
photographs can be used to discuss issues that might be of importance to children
when making the move to another school or school year. The child can take control of
the situation by deciding on what photographs to take and being able to express his
or her views fully.

Gorton (2012) gave children in a nursery setting a digital camera and asked
them to take photos of their own setting. She then asked each child to sort these
using “happy,” “sad,” and “ok” faces and downloaded the photographs onto a laptop
computer. The children were given a card with each face (happy, sad and ok) on to
indicate their choice. They also had the option to point to an icon of the same face on
the computer. She repeated this process with the children when they were in primary
school, and asked them to take photos of their new setting and then to sort them as
mentioned earlier. These photos and allocated faces were used to discuss children’s
feelings about leaving nursery, what they were excited about, what had worked well
for them, and more importantly why. This seemed an effective way of collecting the
views of 4 to 6 year olds who had autism as this gave them an alternative way of
communication. Their views, along with the views of their parents and professionals
who had worked with them, provided insights into how transition practices could be
improved, as well as this triangulation of perspectives providing methodical rigour
to the data collected through photos and highlighting when the views of adults and
children did not match.

In the context of primary-secondary transitions, photographs taken by oth-
ers have also been used to probe children’s views about transition and transition prac-
tices by showing them photographs of abstract objects and asking them to use the
images to project their excitement or concerns regarding transition, and evaluate the
system in place (Jindal-Snape, Baird, & Miller, 2011; see Board Game later for an exam-
ple). On the basis of previous feedback from parents about problems experienced by
their children due to lack of familiarity with the physical environment and significant
people in a primary school, for the next cohort, the head teacher provided photo-
graphs of significant others and important places that the child and parents could
look at before starting school. In an online questionnaire, administered six months
after their children had started primary school, parents highlighted the photographs
as one of the most beneficial aspects of the transition preparation undertaken by the
school (Jindal-Snape, 2009).

... useful having photos which we showed to our son every now and then to
remind him that school was approaching, “this is your teacher, this is your class-
room” etc etc. A very useful tool for getting them into that way of thinking. (p. 8)
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According to Davies (2011), using cameras can help children see familiar
objects in an unfamiliar way and also to observe them from a different perspective.
As mentioned earlier, in Jindal-Snape (2009), nursery school children used the photo-
graphs taken by others to look at unfamiliar objects and people to familiarize them-
selves and develop a bond prior to starting school. Therefore, photographs became
an important way of capturing views as well as an important familiarization tool, thus
providing crucial opportunities to children to understand their own emotions and
prepare them better for the new environment leading to enhanced resilience.

Sketches

Children’s drawings can be very powerful in conveying messages that they
might be consciously and subconsciously giving to others. Sketches were used to find
out children’s views of transition (Jindal-Snape & Foggie, 2009; Jindal-Snape et al.,
2010). They were asked to draw freely to indicate their expectations, concerns, experi-
ences, etc. These were then used to generate a dialogue with them. Figure 1 shows
an example of how a child felt after the induction day at a secondary school (Jindal-
Snape, Miller, & Baird, 2010).

Fig. 1: Sketch to express views regarding the move to secondary school
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As you can see, she also added that, “I felt small for the first time since P1
(first year of primary school) & comfused (confused).” However, the symbolic nature of
the change in height represented by the scales on the left and the two images of the
girl show her feelings even more clearly.

Similarly, in another study, after failing to get much dialogue going with
young people about life transitions following participation in an alternative curricu-
lum project, their sketches gave a good forum to start the discussion (Jindal-Snape &
Foggie, 2009). Figure 2 provides an example of such a sketch.

Fig. 2: Example of young person’s voice regarding effectiveness of an alternative curriculum project

As you can see, in the two sketches the young person was able to portray
different aspects of his life (Figure 2). This sketch is powerful as it visually conveys how
much the use of drugs had reduced, and how instead of lying around the house, the
young person started taking different lessons and playing tennis. It portrays aspects
that probably words alone could not. Most importantly, it acted as a springboard for
discussion. In this type of creative approach, however, it is important that we do not
end up becoming gatekeepers (Csikszentmihalyi, 2002, cited in Davies, 2011) and
make value judgments of their sketches or perceived to be doing so by children and
young people. There should be a shared understanding that the sketch is important
to convey their experience and not for its aesthetic value. Again, this opportunity to
express themselves fully gives children a sense of agency as the discussion is con-
trolled by them on the basis of their sketch. Further, both sketches provided oppor-
tunities to express their emotions, thus facilitating a good understanding of their self
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which would help regulate these emotions in the future, leading to better emotional
intelligence and resilience.

Board Games

As mentioned earlier, when working with children, it is important to con-
sider ways of collecting their voices in a way that is more natural or meaningful to
them. Playing comes naturally to children and its role in early years is well docu-
mented (Davies, Jindal-Snape, Collier, Digby, Hay, & Howe, 2012). However, there is
also evidence that games-based approaches can support creativity at all ages (Cre-
min et al., 2006; Cumming, 2007; European Commission 2009; Miller, Hudson, Miller,
& Shimi, 2010). According to Davies (2011) a skilled practitioner can involve children
in “sustained shared thinking” (p. 36) by engaging effectively in children’s play.

A board game? was used to collect views of 11-12-year-olds about their
experience of primary to secondary transition (Jindal-Snape, Baird et al., 2011). This
board game was designed based on research conducted by Jindal-Snape in the area
of primary-secondary transition in Scotland between 2006 and 2010 as well as on
research carried out by others (e.g., Galton, 2010a). The areas included in the text on
the board game were highlighted as aspects that facilitated successful transition if
implemented well, and areas of concern or excitement for children (Jindal-Snape,
forthcoming). Data, on which the text in the game were based, were collected by
Jindal-Snape from young people, their parents, and professionals regarding experi-
ence of transition along with an in-depth review of literature in this area. The board
game was piloted with three children in the age group of 10-12 years and refined on
the basis of their feedback.

After the focus group was over, the children were asked about their views on
using a board game to facilitate it. Feedback was very positive; children said that they
found it easier to respond to questions as part of the game rather than responding to
questions posed by an adult researcher.

I thought it was good. | thought it was better because the last time someone
came they were just asking questions. So | liked this better because you get to
have fun as well.

It was interactive.

It was a good way to get us talking.
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Although this board game was specifically created for this purpose, it is possible to
adapt commercially available board games.

The same board game can be used with children to help facilitate transi-
tions. The teacher or parent can use the scenarios in the boxes as cues for discussion
about school. The scenarios can be used by teachers to provide information to the
children; or by parents to make a note of questions to ask the child’s primary/second-
ary school teacher/s. This game can be used in small groups with children in class.
The object of the game? is not to win but to have a good discussion about these areas
and make a note of any areas that should be discussed with the primary or secondary
school teachers/parents/child in future.

Similar board games can be used with children about to start primary school.
Some student teachers have used the board game and provided positive feedback
about it.

My students (student teachers) have used your board game with their pupils
when on placement in schools. They have provided very positive feedback on
how the game was effectively used with children.

(Personal communication, Gwen Boswell, 7.12.2011)

According to Gandini, Hill, Cadwell, and Schwall (2005), on the basis of
observations in Reggio Emilia schools in Italy, regularly practiced dialogue can sup-
port and sustain a culture and community that thinks together, with interpersonal
exchange, negotiation of conflict, and comparison of ideas and actions supporting
this process. This board game can provide children, parents, and teachers with an aid
for creating such dialogue, clearly linking with emotional intelligence and opportuni-
ties to practise resolution of any conflicts. This can also enhance the resilience of the
child by effective support provided in these dialogues by family, teachers, and peers.

Storybooks

Parents in Jindal-Snape (2010c), and Hannah, Gorton, and lJindal-Snape
(2010) suggested that children should be given a chance to practise activities and
rules that are new to them in a simulated setting. This is similar to the drama approach
discussed later. With this in mind the author created storybooks for children focusing
on different issues such as making friends, uniforms, bilingualism, and so on.
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For example, one story book is based on research with children moving to
primary school (Jindal-Snape, Snape, & Snape, 2011) that suggests that children’s
worries revolve around making friends, knowing the difference in rules of the primary
school compared to the preschool setting, adults expecting them to be independent,
and dealing with different behaviours according to the context they find themselves
in (Jindal-Snape, 2010b). The objectives of this storybook are to explore children’s
worries about starting school, rehearse in a safe environment the possible actions in
response to others’ behaviour, discuss possible consequences of their actions, and to
explore positive ways of making friends.

The story can be used with an individual child, or a group of children, to dis-
cuss the different responses that the child/ren might have to a scenario. The facilitator
involves them in the story by asking what they might do in a similar situation, and
provides opportunities of talking through their reaction to the situation and potential
consequences. The basic story starts with a scenario, such as this one, where some
children are playing and one child comes and pushes another child.*

The children are then asked to discuss what might happen next. They can
talk about reactions of other children; reflect on the consequences of those actions,
feelings of each child in the scenario, and reasons behind those feelings. These are
good opportunities for enhancing the child’s emotional intelligence. Some options
of what might happen are given in the story, but the idea is to let the children take
ownership of the story and develop it in whatever direction they want to, with the
purpose of enhancing their active learning agency. The examples of consequences
in the story can also be used to discuss the change in rules, children’s concerns, posi-
tive ways of making friends, and so forth. It is worth noting that the second and third
authors of the book are 10 and 8 year-old children who designed the options, conse-
quences, and dialogues. This was done to ensure that the story was meaningful and
natural to young children and portrayed their voices rather than that of the adult
(Jindal-Snape, Snape et al., 2011).

The storybook was piloted with children, parents, and professionals and
refined on that basis. The feedback so far has been positive. However, data has not
been gathered to see its impact on transition experiences and is an area worth explor-
ing in future. Again, storybooks with age appropriate characters in a relevant con-
text can give children opportunities to personalize (I would...) or depersonalize (She
should...) and practise what they would do in a similar scenario (Boal, 1995). Story-
books like these can be used by practitioners and parents; ideally this idea can be
used to create their own stories.
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Creative Drama

As mentioned earlier, it has been suggested that prior to transition, children/
young people should be involved in simulated role-play, drama, and story-telling to
provide opportunities to express their transition concerns and tackle them in a secure
and familiar environment, thus making them more resilient. Creative drama can again
be used as a means of constructing a plausible real-life scenario in which the actors
can depersonalize their actions and responses in the guise of “playing the character”
(Jindal-Snape, Vettraino et al.,, 2011, p. 2). Creative drama is important for children
engaging in the experience of moving schools as it helps them understand the pro-
cess of change and ways of managing that process. Similar to Boal’s (1995) metaxis,
“the state of belonging completely and simultaneously to two different, autonomous
worlds; the image of reality and the reality of the image” (p. 43), children can partici-
pate in drama and observe how they, or others, might behave in drama and reality. If
this creative drama is based on their context, it can provide them with opportunities
to learn and rehearse real-life situations in a safe environment. The environment is
safe as it is part of their natural environment with familiar peers and teachers, and
they have the additional protection of playing out “somebody else’s life” rather than
their own. They can play out important scenarios, their reactions and consequences
to their reactions within the protected guise of “drama”“—a fictional piece of work.
This can then free them up to openly reflect and debate, gain a greater understand-
ing to help interpret potential real life situations, make appropriate behaviour choices
to engage with those situations, and learn from the successful outcomes of those
situations (Jindal-Snape, Vettraino et al., 2011). Other research has also suggested
that such creative activities can enhance a child’s confidence and self-esteem (Jindal-
Snape & Foggie, 2008) and promote resilience (Akos, 2004; Newman & Blackburn,
2002). You can use different scenarios such as first day at school, bullying, making
friends, peer pressure, and so on for creative drama. Ideally these should come from
the children themselves through other drama games, sketches, stories, and so forth
that the teacher might already be using in class.

Drama professionals have also been positive about the use of drama for
transitions (Jindal-Snape, Vettraino et al., 2011):

... Ithink it's the power of drama that we do create a level playing field . .. and
also begin to discover voices we never knew existed, the children never knew
they had. ..

As soon as you ask children about what’s going on in their head they won't tell it.
But when you create a character ... then it becomes a lot easier ... (then) there is
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no sense of exposure or vulnerability there .. .. we've created a believable enough
character where children from P7 (final year of primary school in Scotland) to S1
(first year of secondary school in Scotland) face similar sort of problems - sud-
denly they are freed up ... (pp. 7-8)

Therefore, when discussing “level playing field,’“no exposure or vulnerabil-
ity they are suggesting clear links with resilience and self-esteem. An example of
creative drama activity is available in Jindal-Snape, forthcoming.

Discussion and Conclusion

The examples from practice and research evidence suggest that children’s
self-esteem, emotional intelligence, agency, and resilience can be enhanced through
involvement in creative approaches such as drama, story-telling, and games-based
learning. In this way, children and young people are provided with secure exposure
to transition related issues and given opportunities to tackle them. Overall, it can be
seen that whether we listen and portray voices in the context of research or practice,
creative approaches can help improve transition practice for individual children and
others. As mentioned earlier, research suggests that creativity frees children and gives
them a voice to articulate their views (Bancroft et al., 2008). Above all, a combina-
tion of different creative approaches (as well as in conjunction with more traditional
approaches) gives each child the opportunity to choose what he or she might be
most comfortable with and interested in. Although these creative techniques have
some similarities with the ideas behind the Mosaic Approach, they are different in
that they have been structured based on transitions research with a strong grounding
in theory. Also, they are based on over 30 years of international research on school
transitions.

These approaches provide children with opportunities to control their envi-
ronment and the context of learning. They are creating their own world—whether
real or fictitious. The elements of creativity not only engage and motivate them, but
also the process, and indeed the output, can lead to increases in self-esteem. Fur-
ther, as was mentioned by professionals in Jindal-Snape, Baird et al. (2011) and Jindal-
Snape, Vettraino et al. (2011), creative approaches provide a level playing field for
every child. They suggest that this is because the focus is not on academic skills, but
is about “active learning” and imagination.
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Being able to practise real-life scenarios in a safe environment with peers
and adults they are familiar with, can prepare them for such situations in a new envi-
ronment. Being able to understand the consequences of potential actions helps them
manage risks in their new environment. They are able to rehearse key life skills in the
“make believe” world of drama or storybooks. They develop emotionally and socially,
and become more resilient. As Newman and Blackburn (2002) have said, it is impor-
tant not to avoid risk, but to successfully manage it. These creative approaches give
opportunities to do just that. If we see transition as an ongoing process (Jindal-Snape,
2010a), we need to keep using these approaches even after the move has been made.
On the basis of this, | propose a model that establishes the links between creative
approaches, voices, and subsequent improvement in transition experience (Figure
3). This model suggests that voices heard through creative, and child- and young-
people-appropriate techniques, can have multi-fold benefits. It can help practitioners
revise existing transition practices as well as identify new techniques that can be used
(In Figure 3, starting in a bottom-up manner, these are the two boxes on the left and
middle of level 3). For instance, Galton (2010a) gives an example of how a group of
children suggested that instead of schools just giving a map of the secondary school
for a tour of the school (commonly existing transition practice), schools could set up a
treasure hunt which could involve working in teams using that map to find their way
around the new school (a suggestion for new transition practice). Further, creative
approaches can be used for the child to learn to manage changes and work through
any issues. Carrying on with the above-mentioned example, the treasure hunt will
provide a child with the opportunity for problem solving in a safe environment with
peer support, where concerns of “being lost” will be overridden by the game of trea-
sure hunt (In Figure 3, starting in a bottom-up manner, this is the box on the right of
level 3). All these lead to a child feeling more in control and having a more positive
sense of self-worth and self-competence reinforced by adults’ willingness to listen
and modify their practice. All these then help the child have more positive transi-
tion experiences and also act as a buffer against any negative experiences thanks to
increased self-esteem and resilience.
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Fig. 3: Using creative approaches to portray voices to facilitate transitions through enhancement of
resilience, well-being, and self-esteem

Potential Issues and Considerations

It is also important to understand that not all adults are comfortable using
creative approaches. In a study done by Jindal-Snape, Baird et al. (2011), some teach-
ers did raise concerns about knowing less than the children when using computer
games during the transition process. Other research into creativity has also suggested
that some teachers are not comfortable and they need training in facilitating creativ-
ity (Jindal-Snape, Vettraino et al., 2011). This also places an increased responsibility on
teacher trainers to use similar creative approaches with student teachers to provide
them opportunities to take such risks and develop the confidence to “let go of con-
trol” and allow for more autonomy. Davies et al. (2012) suggest that it is important to
provide continuing professional development (CPD) for teachers that helps them dis-
cuss their preconceptions of creativity, gives opportunities to have dialogues around
models of creativity and pedagogy, and provides opportunities to develop their own
Creativity.
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Researchers have also pointed out barriers to using creative approaches
in schools, namely, statutory requirements, organizational barriers, and pedagogi-
cal barriers to taking risks (Davies et al., 2012; Wyse & Spendlove, 2007). However,
given that there is increasing evidence of the benefits of using creative approaches,
the educational policy and practice has to change. To create a school ethos which is
conducive to creativity, supportive leadership is very important (Grainger, Goouch,
& Lambirth, 2005). In the context of Scotland, with the emphasis on Curriculum for
Excellence (LTS, n.d.) and assessment for learning, this might become easier. In other
countries where similar curricular reforms have taken place such as New Zealand, Italy,
Sweden and Finland, again there is more scope for the use of creative approaches,
and indeed there are some very good examples of how they are used (e.g., Peters,
2010).

Notes

1. In this paper, “children” refers to individuals up to 11 years of age and “young
people” denotes individuals aged 12 to 16.

2-4. Please see http://www.dundee.ac.uk/eswce/people/djindalsnape/transitions/ for
further information.
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