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Executive Summary

The report observes the global debate on creative education and Fighting 
Words’ increasing contribution to the Irish educational and cultural 
spheres. It investigates the benefits and challenges that primary and 
post-primary school teachers experience in adapting the Fighting Words’ 
creative writing model into the classroom. The investigation serves to 
illuminate the implications of the use of the Fighting Words’ model in 
schools for teacher education and curriculum development. 
  Conducted over a six-month period, this nationwide research consists 
of a two-phased qualitative case study with descriptive, analytical, and 
interpretive elements. The methodology employed is composed of the 
triangulation of evidence collected via a survey of one hundred and eighteen 
primary and post-primary school teachers, who have experimented with 
the Fighting Words methodologies. This was followed by one round of 
interviews with twenty-six participants including primary and post-
primary teachers, and other stakeholders in education agencies and 
Fighting Words staff. Survey and interview data were analysed in light of 
thematic analysis’ postulates. 
  Contributing school teachers who attend the Fighting Words’ 
workshops are inspired to adopt/adapt the related methodologies into 
their teaching, demonstrating more openness towards experimental and 
creative approaches in the classroom. A minority of teachers however 
would require augmented support with the process of facilitation of in-
class workshops, including gaining greater familiarity with the facilitator 
role. The report confirms that transdisciplinary collaborations within 
schools are relevant for a successful use of the Fighting Words’ model in 
the school setting. 
  There is a consensus among participants on demanding a closer 
relationship between the Fighting Words’ creative writing model and 
teacher education. Fighting Words is encouraged to become a provider of 
CPD for teachers and to offer extended options for teaching placements for 
student teachers. Participants point to the existence of a curriculum gap as 
to creative writing in primary and post-primary education, seeing a fit for 
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the Fighting Words’ model with the existing curricula. Post-primary school 
teachers acknowledge the suitability of the Fighting Words’ model with 
the Junior Cycle via collaborations across subjects and cooperation with 
school librarians. They flag the potential to integrate the Fighting Words’ 
model into the four hundred hours allocated to the NCCA’s “Guidelines for 
Wellbeing in Junior Cycle” and into the English curriculum. 

1. Introduction

Creativity is a response to evolutionary changes and has benefits for 
individuals and societies, especially in the present scenario of increasing 
complexity (Runco, 2004). In the realm of education, creative writing 
and creative education generate significant beneficial outcomes for young 
learners, such as increased self-efficacy, resilience, communications 
skills, wellbeing, and creative thinking (White, 2020). Learning how to 
be creative not only improves student achievement in schools (O’Farrell, 
2013) but also helps students develop morally and socially (Howell, 2008).
  Creativity as a skill transcends the classroom space. The global job 
market requires creative workers who increase organisational productivity 
by solving novel problems and by demonstrating active agency. The OECD 
report “Future of Education and Skills 2030” defines skills as part of a 
“holistic concept of competency” aiming to meet complex demands, and 
urges school systems to adapt to the conformations of highly changeable, 
competitive environments. One way of equipping students to navigate 
those waters lies in the outcomes of creativity teaching and learning 
(OECD, 2019, p.86). 
  Since 2009, Fighting Words Creative Writing Centre has performed as 
an outlet for creativity for more than 200,000 participants among primary 
and post primary pupils, and adults who may not have had a chance to 
write before, enabling their creative skills to flourish. The increasing 
success of the Fighting Words’ creative writing model has strengthened 
the role they play in Irish education and has been consonant with the 
global call for infusing creativity in primary and post-primary curricula. 
Fighting Words, through an inclusive, non-judgmental creative writing 
space, allows learners to becoming the “shapers of their own lives” (FW, 
2020). 
  White (2020) and Lorenzi & White’s (2013) report on the evaluation 
of the Fighting Words’ creative writing model have shown that it fosters 
significant socio-cognitive skills in the young people who participate in 
the creative writing workshops taking place at the centres. The present 
study explores the challenges faced by teachers in bringing the Fighting 
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Words creative writing model into the formal system and the benefits they 
have experienced from doing so. Furthermore, the study discusses the 
growing demand for incorporating the Fighting Words’ model into teacher 
education and feeds into the debate on the extent to which creativity could 
be infused into the Irish primary and post-primary curricula.

1.1 Research objectives 
The research objectives are, as follows:

1. Document the various ways in which primary and post-primary teachers 
adapt the Fighting Words’ creative writing model in the classroom 

2. Identify the benefits these teachers experience by using the Fighting 
Words’ model in the classroom

3. Identify the challenges these teachers face in introducing the model 
in the classroom and the various ways in which they overcome these 
challenges

4. Discuss the implications of using the Fighting Words’ model in the 
classroom for teacher education in Ireland

5. Discuss the implications of using the Fighting Words’ model in the 
classroom for curriculum development in Ireland 

1.2 Research rationale
Building on Lorenzi & White (2013), the research seeks to formalise 
anecdotal evidence collected by Fighting Words over the last decade. While 
the model itself is designed around classes attending facilitated creative 
writing workshops at dedicated Fighting Words centres, it is known that 
teachers who have observed the workshops or volunteered with Fighting 
Words have been using the creative model within the classroom, and many 
have discussed the ways in which they are doing so with Fighting Words 
staff. As per White (2020) and Lorenzi & White’s (2013) findings, the 
Fighting Words’ model could be of benefit to the formal education sector, 
which warrants further research in this direction.
  The above is consonant with the purpose of the partnership established 
between Fighting Words and Dublin City University’s Institute of Education: 
to introduce the Fighting Words model into teacher education. The research 
also contributes to the debate as to whether the Fighting Words’ creative 
writing model can be adapted for use beyond creative writing into other 
areas of the curriculum (FW, 2020).
  Furthermore, the report is aligned with the directions presented in 
the OECD report “Future of Education and Skills 2030” towards helping 
countries prepare their education systems for the future. The OECD 
Committee recognised the need to make the process of curriculum design 
and development more evidence-based and systematic. A greater focus 
on learners is required, as they should be placed firmly “at the heart of 
curriculum change” (OECD, 2019, p.8), endorsing the present research. 
Focusing on the learners, the report discusses teaching practice and the 

Irish curriculum. Evidence collected through the development of this 
research could inform curriculum development at a later stage. 

1.3 The structure of the report
The report is structured into five chapters: Chapter 1 introduces the study 
objectives and the rationale for the research. Chapter 2 presents the 
literature review on creativity in primary and post-primary education. 
Chapter 3 describes the methodology employed in the study, including 
the applied methods and analytical framework. Chapter 4 discusses the 
findings of the study. Chapter 5 makes concluding remarks and sheds light 
on future research directions.
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2. Literature Review

This chapter presents the literature review on the implementation of 
creativity in educational settings. It elucidates how creativity has become 
a key curricular element, discussing the related beneficial outcomes for 
primary and post-primary education. Subsequently, the European and the 
Irish developments towards embracing creativity in education are debated, 
followed by a brief appraisal of the contested and problematic area of 
creativity and assessment. 

2.1 On creativity
Creativity is defined in multiple ways, therefore bringing an inevitable 
degree of confusion among educators and policy makers (Skiba et al. 
2010). Runco & Jaeger (2012) delineate creativity as a process resulting 
in the generation of new knowledge – in whatever form it is manifested: 
as products, performances, and/or behaviour. Solving complex problems, 
playing a musical instrument, and writing a novel are distinct activities, 
yet they are all creative, which exemplifies the vast array of possible 
approaches to creativity, consequently opening numerous venues as to 
how it may be infused. Despite the multi-faceted nature of creativity, the 
personal, social, and academic benefits students acquire when engaging 
with creative writing and creative education are evident. Lorenzi & White 
(2013) and White (2020) show that participants in the Fighting Words’ 
workshops demonstrate improved literacy skills and self-esteem, as well 
as an augmented ability to work collaboratively.
  The concern with creativity as a skill to be acquired is interpreted 
as a way to successfully engage in the ever-changing global landscapes 
(OECD, 2019; Lucas et al. 2013), particularly in relation to the highly 
competitive global labour market (Standing, 2011). The various processes 
of modernisation spawn a plethora of risks transcending national borders, 
such as unemployment, deskilling, and economic slowdown (Beck, 2009). 
Whether individuals or institutions, a creative actor is (expected to be) 
able to overcome adversities by acting competitively, innovatively, and 
ethically. 

2.2 Creativity meets institutions
A major initiative towards a greater presence of creativity in education was 
first materialised by the UN Convention on the Rights of the Child (UN, 
1989), a legal instrument offering a strong normative framework that 
legitimises the requirement for states to provide access to cultural and 
creative education for children�. The Convention provides that children 
have a right to cultural life and the arts, which is set out in Article 31 and 
complemented by Article 12 on the voice of the child, and Article 13 on 
freedom of expression. 
  Creativity is seen as a vital component of lifelong learning (European 
Parliament and the Council, 2006), moving beyond the arts and self-
expression realms towards becoming an important constituent of any 
domain of knowledge, a premise supported by European policy documents 
(European Commission, 2012). However, at European level, creativity as a 
curricular element occurs more frequently in the curricula for arts related 
subjects than in others (Wyse and Ferrari, 2015). 
  As to the school system, the beneficial outcomes emerging from a 
greater effort in teaching creativity and teaching creatively are observed. 
Aiming to allow writers to “enact different identities”, primary pupils’ 
“authentic creativity writing” is seen as an effect of the promotion of 
intertextuality, balancing the degree of structure and freedom to write 
(Dobson & Stephenson, 2017, p.162). Vitalaki et al. (2018) 3-year pilot 
program demonstrates how creative writing contributes to building 
resilience and self-awareness in primary school students, including SEN 
pupils, in the mainstream classroom. Remarkable in this study was the 
observance of an emerging community of practice, where high levels of 
collaboration preponderate (Wenger, 2006), giving continuity to similar 
programs within the school.
  In the post-primary school setting, Avramenko et al. (2018), make a 
case for supporting the infusion of creative writing as part of the school 
curriculum given the former’s potential to turn learning into a more 
“stimulating and enjoyable” process (ibid, p. 55). The authors analyse 
the significance of creative writing in language development through 
augmented imagination and problem-solving skills. White (2020) and 
Lorenzi & White (2013) discuss the positive outcomes generated by the 
infusion of creativity into Irish post-primary education via collaborations 
with FW, embracing the possibility of opening a greater space for creativity 
in the curriculum.
  According to Wyse & Ferrari’s (2015) analysis of frequency, the 
word “creativity” was included in national curriculum policy texts of 
27 European countries, including Ireland, as demonstrated in Figure 1 
below. The data shows that the importance of creativity in education has 
been acknowledged by policymakers and curriculum developers (Wyse & 
Ferrari,2015; McVey, 2008). 

¹ In Ireland, as Corbett (2016) shows, there is a framework in place to support the arts in education, which 
is composed by the Education Act 1998, the Arts Act 2003, the 2012 Arts in Education Charter published 
by the Department of the Arts, Heritage and the Gaeltacht, and the Department of Education – and the 
2014 National Children’s Strategy “Better Outcomes, Brighter Futures: The National Policy Framework for 
Children and Young People 2014–2020”. 
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their students’ creativity. Concomitantly, the tool enhances students’ 
understanding of, firstly, what creativity implies, and secondly, the validity 
in recording evidence of their learning progress (Lucas et al., 2013). 
  The next chapter presents the research methodology.

3. Methodology

This chapter objectively describes the intricacies of the knowledge 
generation processes that guided the research: a deductive case study 
informed by two data collection phases. The qualitative methodology 
employed involves the triangulation of evidence collected via a survey 
of teachers who have used the FW methodologies, continued by one 
round of interviews with primary and post-primary teachers, and other 
stakeholders in education agencies and FW staff. The study was approved 
by the DCU Research Ethics Committee.

3.1 Survey
The survey questionnaire was applied via Google Forms from 18th April to 
5th May 2021 and involved 118 participants in Ireland (61% primary, and 
39% post-primary school teachers). In terms of geographical distribution, 
62.7% of participants were based in Dublin, followed by Wicklow (10.2%), 
Cork, Wexford, and Meath (4.2%), Galway (3.4%), and Kildare (2.5%). 
Kilkenny, Limerick, Louth, Mayo, Cavan, Offaly, Carlow, Cavan, Claire, 
Donegal, and Waterford accounted each for 0.8% of survey participants. 
Most surveyed teachers worked in schools located in urban areas (81.4%). 
The majority of participants (69.5%) were teachers with over 10 years of 
experience, followed by 17.8% who have accumulated between 7 and 10 
years of teaching experience. 

3.2 Interviews
The semi-structured interviews were conducted with 26 participants (4 
primary and 9 post-primary school teachers, and 13 organisational actors) 
from 20th May to 12th July 2021. “Organisational actors” constituted the 
following assemblage of stakeholders: writers (4), professionals involved 
with FW activities (2), university professor (1), education graduate student 
(1), member of the Department of Education, Government of Ireland� 
(1), FW general manager (1), and FW coordinators (3). The participants 

³ Identified in the discussion chapter as “DEP”, this participant offers their personal view, which is not 
necessarily the official position of the Department of Education, Government of Ireland.
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Attendance at FW workshops positively influence the teaching practice of 
89.8% of survey participants. When attending the workshops with their 
students, teachers may aspire to organically adopt/adapt the FW model 
into their teaching methods and style, making use of the flexibility and 
collaboration the model entails and stimulates. The majority of interviewed 
teachers use the FW workshops as a stimulus to develop their own program 
in schools (6 post-primary teachers, 3 primary teachers). As PPT1 notes: 
I used all the information I got there and all the techniques I got there, and I put 
together this kind of program. In order to get additional support to facilitate 
their own creative writing workshops, two interviewed post-primary 
teachers have established a collaboration between Art and English teachers 
including the school librarian. PPT3 explains that an such engagement has 
contributed to a culture of writing in our school, and it came to a point where I 
would have students coming up to me and saying “miss, I’ve written something, 
will you have a look at it?”. 
  PPT2 illustrates the influence that the FW workshops have on her 
classroom practice as she does a physical warm up: I get them (students) standing 
up and moving. It’s a drama class, so students come up with the scenario, exactly like 
in FW. For PPT3, a lot of the FW model is to scaffold (…) and to provide a safe, non-
judgmental space, an inspiring creative space. And a lot of that is what we do now. 
PPT8 discusses how FW workshops motivated her to teach skills that wouldn’t 
have been originally included in a creative writing task, such as public speaking. 
  Interviewed primary and post-primary teachers describe a few FW-
inspired in-class collaborative and creative activities with high pedagogical 
value, such as the creation of the pupils’ own book. The children themselves 
develop the book characters, the imaginary friends (PT4), where the 
teacher’s stimuli are materialised in the form of questions: it gets them (the 
students) thinking about what they’re doing, even highlighting the strengths and 
the weaknesses of the characters (ibid). PPT5 explains below the collaborative 
process of creating characters of a story.

If you give a student, a piece of work and say, “okay, here’s the title, 
write a short story”, then they sit there and look at it for a very, very 
long time. Whereas if you started off with them and you show them 
how to create a character and: “okay, give us a name”.  You say: “John”, 
and then: “okay, how old is John?” – “he’s 20”.  And that helps them 
and then maybe give them the first paragraph, and then the way to 
go. And I find the level of short story… the quality of it is much, much 
higher that way (PPT5).

Moreover, the increased use of illustrations in order to collectively develop 
a story is highlighted, creating a great energy to the whole group; it’s everyone’s 
story (PT2). Another example of the agency of the FW workshops is one 
teacher’s resultant approach to invite a creative writing teacher on Zoom to 
talk to the kids (PT3). This teacher illustrates the outcome and points out 
that students are happy to continue the writing task at home, as follows.

When they go back to write themselves, they have those ideas in their 
head, they’re kind of much more structured and I think, sometimes it 

helps to hear it from someone else, it’s good to have another voice and 
it’s not just me. And I think the children get the structures, they see that 
they have to get the characters (…) they are delighted with themselves 
to take that home and continue their own story (PT3).

Participants demonstrate the beneficial effects of their engagement with 
FW. The three excerpts below provide evidence of the depth and continuity 
of the influence that the FW creative writing model exerts on teachers in 
the classroom.  

I feel much more liberated in my teaching of literacy and creative 
writing. I can understand the importance of voice and flow, and ideas, 
and not forcing children to be bogged down by following the rules/
grammar/the mechanical side of writing. Once the ideas flow, the rest 
will follow. What is most important is that children feel confident in 
their voice (SP30).

Once I attended a number of workshops with my students, I began 
to develop my ideas for creative pieces in the classroom, breaking 
away from the texts and exams at various stages to allow room for 
creative thought and enjoyment of the course through more creative 
endeavours (SPP29).

The workshops have taken away some of the fear of how to approach 
creative writing and have a good starting structure, especially for us in 
our school for children with dyslexia. I’ve seen an improvement in the 
children’s free writing too, and a want to write in a student who was 
previously very reluctant (SP38).

One learns from SP38 that elements of the FW creative writing model 
serve as an inspiration for teachers to motivate students who do not 
enjoy writing, or have dyslexia, which is also reiterated in the interviews. 
Classroom activities inspired by Fighting Words really helps the more reluctant 
children (PT2), increasing their confidence to write: they are not afraid to make 
mistakes (ibid). The association between the FW creative writing model and 
SEN pupils illuminates promising outcomes. As PPT9 elaborates: 

I’m thinking of one student (…) he has very strong, advanced dyslexia.  
When we do creative writing because of Fighting Words, I suppose 
that kind of made me feel a bit like, you know, stop focusing so much 
on perfection, just let the kids express themselves (…) write their story 
down on paper. And that stuff definitely influenced me in that way, so 
that when I go into my first year English class, I have that student in 
front of me. I don’t put any emphasis on spelling and grammar I just 
tell him: “you love boxing”, so he wants to write a bit of the diary entry 
of a boxer and he’d end up writing (…) literally, he’d write two, three, 
four pages (PPT9). 

Research on the potential of creative writing to enhance motivation of 
students with dyslexia is growing progressively (Tobias-Green, 2014; Wolff 
& Lundberg, 2002). Polychroni et al. (2006) explain that dyslexic pupils 
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approach (5 post-primary teachers), which resonates with interview data. 
As PPT4 comprehensively illustrates: 

So, when you go to FW, it’s a different physical space, and it’s also a 
different space in terms of (…) how the students feel. And also, you 
know, from the point of view of time. So, my classes are 40-minute 
classes, and both of those things, time and space, are huge challenges. 
Initially, I would have found another challenge in allowing the students 
to write what they wanted. And that was another thing FW taught me. 
It was a challenge I overcame I suppose, because initially I would 
have been quite strict about bad language. “No! it must be written 
correctly!” And I felt like I had to follow the correct rules. And what 
I learned from FW (…) was to allow them (the students) just to get it 
out, and then go back and begin the process of editing and checking 
and correcting, but it’s very much the importance of letting them write 
what they want to. So that was a challenge I overcame: the time and 
space ones are the ones that teachers will always have in schools, (…)  
plus the fact that we have a curriculum to follow (PPT4).

Following PPT4’s statement, time (3 post-primary teachers, 1 primary 
teacher) and space (2 post-primary teachers) are also invoked in the 
survey as barriers, as well as the facilitation of the workshop, and the 
challenge to continue the writings of the workshop in the classroom (2 post-
primary teachers). As one post-primary teacher at a DEIS school from 
Galway explains: after the workshop, it was difficult to get the children to write 
for themselves, and it took a lot of work to encourage them to get the ideas in 
the classroom (SPP69). The identified challenges could be addressed by 
increasing teachers’ familiarity with the facilitator approach as much 
as by conducting an examination of more structural reforms, such as 
modifications in the duration of classes and reconsiderations on the use of 
space for creative activities. 
  The debate on the impact of the environment on creativity – or the 
location where learning takes place, is multifaceted, on-going, and to some 
degree, convergent. Commissioned by Learning and Teaching Scotland 
(LTS)4, Davies et al. (2013) reviewed 210 publications on educational 
research, policy, and practice regarding creative environments for 
learning in schools. The authors highlight a series of conditions that 
could spark creativity in children and young people in the learning space, 
such as: flexibility in the use of space and time (encompassing work 
outside the classroom), availability of materials on creativity, “playful” 
or “game-based” approaches observing learner autonomy, awareness 
of learners’ needs, non-prescriptive planning, opportunities for peer 
collaboration, and the establishment of partnerships with outside actors 
(Davies et al. 2013). Furthermore, Cayirdag (2017) brings empirical 
evidence to demonstrate that students’ creativity is greater outside rather 
than inside the classroom, suggesting that the infusion of creativity in 
schools is still scarce.

  Research evokes additional relevant elements for infusing creativity 
in schools: the agency of teachers themselves and their own self-concept, 
as they seek to believe in their own teaching skills and creative expression 
in order to teach creativity. Cayirdag’s (2017) study of the relationship 
between teachers’ creative self-efficacy and teachers’ creativity fostering 
behaviour demonstrates that a creative teacher may act as a role model 
for their students, nurturing expected creative behaviour. However, the 
friction between structure, here represented by the schools and the formal 
curriculum, and agency, personified in the figure of the teacher in the 
classroom, stands. As one experiences “system-wide constraints” (ibid, 
p.1959), teachers are required to exert their own agential capability, 
which in turn is only deemed possible if internal locus of control5 to teach 
creatively preponderates over apparently more immutable policy and 
organisational arrangements.  
  Despite the exposed challenges to recreate the FW creative writing 
model in the classroom, most primary and post-primary school teachers 
describe their experience of attending FW workshops as a source of 
inspiration to implement and/or experiment with methodological 
aspects of the workshop in their practice. Whereas attendance at the FW 
workshops indicates that teachers gained self-efficacy, future research 
could further investigate if and how teachers’ self-efficacy is impacted 
when participating in the FW workshops6. 

4.4 The implications of using the FW creative writing model in the 
classroom for teacher education 
There is a consensus among primary, post-primary school teachers, and 
organisational actors on the possible integration of the FW creative writing 
model into teacher education.  Additionally, there is support for the possible 
provision of CPD based on the model for practicing teachers. Such efforts 
would envisage inspiring educators to integrate the FW model, whether 
ipsis litteris or partially, into their own practice. Observing the benefits 
of attendance at the FW workshops for both primary and post-primary 
school teachers, the experience can serve as a practical, rich example of 
student-centred facilitator approaches. 
  Teachers’ observed challenges of lack of support and familiarity with 
the facilitator approach are inherent to the discussion on the possibilities 
of the FW model becoming (more) present in teacher education7. This is 
further echoed by the organisational actors, as illustrated in Table 6 on the 
following page.

4 Learning and Teaching Scotland is a public body of the Scottish government.

5 Internal locus of control refers to one’s belief that their actions influence the outcome of a given 
event rather than overtly attributing agency to external factors – see Rotter, J.B. (1966). Generalized 
expectancies for internal versus external control of reinforcement. Psychological Monographs: General 
and Applied, 80 (1), 1–28.

6 See Chapter 5.

7 The partnership between FW and DCU resulted in the creation of a FW online module for the teacher 
training programme at DCU (FW, 2020).
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use creative writing approaches, while 69.5% of the sample did not learn 
about creative writing approaches in their undergraduate studies. In order 
to motivate teachers to adopt/adapt a facilitator approach in their class, 
the FW workshops can be (further) integrated into teacher training as 
well as becoming a focus of CPD for teachers – a consensus among both 
primary and post-primary school teachers. Participants suggest that the 
FW model could become part of a module about creative writing in tertiary 
teacher education, and that student teachers should be able to perform 
their teaching placements in FW. A greater participation of writers in 
teacher education was also flagged as a positive proposal. 

5.3 Implications of using the FW model for curriculum development
The majority of survey participants (77.1%) believe that there is a curriculum 
gap in relation to creative writing in primary and post-primary education, 
with 96.6% of the sample seeing a fit of the FW creative writing model 
with the existing primary and post-primary curriculum. It is suggested 
that a specific curriculum space is needed for incorporating the FW model 
at both education levels. Primary and post-primary teachers favour the 
fusion of the FW workshops into existing school subjects, particularly the 
language curriculum.  
  Post-primary school teachers acknowledge the suitability of the 
FW creative writing model with the Junior Cycle (including SEN) via 
collaborations across subjects and cooperation with school librarians. 
Those participants flag the potential to integrate the FW model into the 
400 hours allocated to the NCCA’s “Guidelines for Wellbeing in Junior 
Cycle” (2017) as well as the scope in the Junior Cycle’s English curriculum. 
Post-primary teachers also see a fit of the FW model with class-based 
activities, while primary teachers propose integrating the FW workshops 
into multiple subjects. 
  Policies are mediated by schools, teachers, and other actors in 
education systems (Ball, 1997). Despite the tension between the rigidity 
of outcome-based frameworks and the freedom required for creativity 
infusion, it is clear that the FW model emerges strongly as an evidence-
based exemplar to be considered when setting future educational policy. 
Corroborating FW’s far-reaching agency in Irish education, this report 
is furnished with data indicating that there is momentum to discuss the 
specificities of an approximation of the FW creative writing model to the 
primary and post-primary curriculum. This would be pursuant to recent 
OECD recommendations, where education should focus on imparting 
creative skills across curricula, enabling future workers to navigate in the 
job market (OECD, 2019). 

5.4 Future research
As the study illustrates, teachers who attend FW workshops teach more 
creatively, which is an initial yet solid step towards embracing more 
creativity in education. However, it is the “teaching for creativity” 
(Grigorenko, 2019) that appears as a critical point. Once teachers are more 

creative, they may stimulate their pupils towards creativity enhancement 
(teaching for creativity). As Gardner (2012) puts it: “unless teachers 
themselves have (creative) skills, they will not be able to inculcate them 
effectively in students”. This resonates not only with the partnership 
between FW and DCU bringing creative methodologies to teacher 
education, but also with the OECD recommendations towards augmenting 
the infusion of creativity in education (OECD, 2019), a process which has 
been initiated in Ireland (NCCA 2012; 2015). Ultimately, it is key to offer 
a more explicit rationale and definition of what creativity and innovation 
entail across the curriculum (Wyse & Ferrari, 2015). 
  Equally importantly, and recommended as “the new normal in 
education” (OECD, 2019), is the consideration of different types of 
assessments used for different purposes, including creativity (Vincent-
Lancrin, 2013). If assessment appears to be “one of the biggest stumbling 
blocks” for the translation of the FW model into the curriculum (Lorenzi & 
White, p.98), the study opens space for further research in this direction.
  The study not only reiterates the reverberating agency FW exerts as 
a provider of cultural and educational enriching experiences for students 
and teachers in Ireland (White, 2020; White, et al., 2018; Lorenzi & White, 
2013), but also captures a growing demand for such creative encounters. 
The majority of surveyed primary and post-primary teachers expect 
a further expansion of the agential creative education approach used 
by Fighting Words. This could be facilitated by the existence of more 
performance indicators and learning outcomes for the pupils, complying 
with the requirements of policy makers.
  This study sheds light on potential future research directions in 
relation to FW and the Irish education system. Possible inquiries are, as 
follows.

• How can an effective, appropriate creativity assessment tool be 
designed for the Irish education system?

• How is teachers’ self-efficacy impacted by their participation in 
the FW workshops? 

• How can FW further support schools to implement a collaborative 
approach for the facilitation of student-centred creative writing 
workshops and/or other school activities?

• How does attendance at FW workshops enable SEN pupils to 
embrace deeper forms of learning in the formal school setting?
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Survey Questionnaire

Welcome to the Fighting Words Survey 
  The Institute of Education at Dublin City University and Fighting Words 
have established a formal partnership with the aim of integrating the Fighting 
Words model into existing teacher education programmes at the Institute. This 
partnership is supported by the Department of Education.
  This research is focused on examples of how teachers, both primary and 
post primary, who are familiar with the Fighting Words’ experience are adapting 
and using the Fighting Words’ model, or elements thereof, in the classroom. 
Participation in this research is voluntary and participants are free to withdraw 
from it at any stage. Data generated for this study will be kept confidential and 
will be used for research purposes only.

1. Where is your school located?
 Urban area
 Rural area

2. Select the county where your school is located.
 Antrim
 Armagh
 Carlow
 Cavan
 Clare
 Cork
 Derry
 Donegal
 Down
 Dublin
 Fermanagh
 Galway
 Kerry
 Kildare
 Kilkenny
 Laois

Appendix 1
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 Leitrim
 Limerick
 Longford
 Louth
 Mayo
 Meath
 Monaghan
 Offaly
 Roscommon
 Sligo
 Tipperary
 Tyrone
 Waterford
 Westmeath
 Wexford
 Wicklow

3. Which school level do you teach in?
 Primary
 Post-Primary

4. Select all that apply for describing the school where you teach.
 Private
 Gaelscoileanna
 Denominational - Catholic National School
 Interdenominational
 Educate Together
 Community National School
 Community and comprehensive school
 Special school
 W/ special classes
 Vocational 
 Other____________________________

5. What class(es)/subject(s) do you teach? 

6. How long have you been teaching? 
 1-3 years
 4-6 years
 7-10 years
 Over 10 years

7. How did you come across Fighting Words workshops? 
 Newspapers
 Word of mouth 
 Social media
 Fighting Words website
 Other - I had volunteered with Fighting Words a few years ago

8. What has motivated you to engage your class(es) with Fighting Words 
workshops? 

9. How many times did you attend Fighting Words workshops?
 1-5 times
 5-10 times
 Over 10 times

10. How were the attended Fighting Words workshops delivered?
 Online
 Face-to-face
 Online and face-to-face

11. In case you attended both online and face-to-face workshops, what was the 
major difference between them? 
 Short answer

12. How was your overall experience of Fighting Words workshops? 
 Very good
 Good
 Neutral
 Poor
 Very poor

13. In case your experience was either poor or very poor, explain why.

14. Describe the challenges you faced in the Fighting Words workshops, if any.

15. If you faced any challenges, did you overcome them? If so, how? If not, why not?

16. What has worked well in the Fighting Words workshops?

17. What would you improve further in relation to the teaching methods of the 
Fighting Words workshops? 

18. Has your attendance at the Fighting Words workshops influenced your 
teaching methods?

19. Explain your previous answer.

20. In your opinion, is there a curriculum gap regarding creative writing?
 Yes
 No

21. In your opinion, would Fighting Words methods fit with the existing 
curriculum?
 Yes
 No
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22. From your perspective, can the Fighting Words model be integrated into 
curriculum development? If yes, how? / If not, why not?

23. Did you learn about creative writing approaches in your undergraduate 
degree?
 Yes
 No

24. In general, do you think teacher education could better prepare teachers to 
use creative writing approaches?
 Yes 
 No

25. How could teacher education and continuing teacher development (in-
service training) enhance the capacity of teachers to use these methodologies 
confidently?

26. From your perspective, what did your class enjoy most about the workshop? 
 A publication
 Non-judgemental ethos
 The methodology
 Endorsement by established writers
 Purpose-build space out of school experience
 Volunteers
 Other______________________________

27. What did you enjoy most about the workshop? 
 A publication
 Non-judgemental ethos
 The methodology
 Endorsement by established writers
 Purpose-built space out of school experience
 Volunteers
 Other_______________________________

28. In your opinion, what are the main benefits of the Fighting Words workshops 
for the students? Select all that apply:
 Increased confidence 
 Empowerment 
 Increased self-efficacy
 An outlet for creativity and imagination
 Having a voice
 Sense of pride and achievement 
 An outlet for students who are shy, difficult or with poor language skills
 Learning to work together

 Development of literacy
 Improvement teacher-student relationship 
 Enhanced capacity to engage in dialogue
 Students are more likely to take leadership and mentoring roles
 Increased resilience and perseverance among students
 Other_______________________________________

29. Would you recommend Fighting Words to a colleague? Why/why not? 

30. Do you have any additional comments, questions, or concerns regarding 
Fighting Words workshops you would like to share?

31. Would you be willing to be interviewed as part of this project? Interviews will 
take place online, will last a maximum of forty minutes, and will be arranged 
at a time that is convenient for you. If you are willing to be interviewed, please 
include your email address here:

Thank you for your participation.

¹ Questions 26, 27 and 28 were built upon Lorenzi and White (2013)
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Interview guide: 
primary school teachers

1) Could you please talk a little bit about the influence Fighting Words workshops 
and creative methods have on your teaching?
• Could you please give an example of how it ties in with your classroom 

activities? 
• How do you integrate the Fighting Words model into your teaching?
• Is this something interesting for you that has had some informative and 

practical influence, or is this approach now influencing your teaching at 
large?

• Has the FW approach gotten to a policy level in the school? 

2) What challenges/barriers did you face when using the Fighting Words model 
in the classroom? 
• Could you please give an example?

3) How did you overcome those challenges?

4) How are the Fighting Words activities different from the creative writing 
activities you used before in your class?

5) Did you notice any changes in the areas of creative education and creative 
writing in the formal education system since the opening of Fighting Words in 
2009?
• If yes, what changes? If not, why not?

6) From your perspective, could the Fighting Words model contribute to the 
primary level curriculum?
• If yes, how?  How does the Fighting Words approach tie in with the 

curriculum? 
• From your perspective, what are the benefits for students in incorporating 

the Fighting Words model into the formal education system?
• If none, why not?

Appendix 2 7) What kinds of support and training do you need in order to use the FW model 
in the classroom? 
• If interviewee is already using the FW model: what kinds of support and 

training do teachers need in order to use the FW model in the classroom?

8) Are there any other comments, opinions, or ideas regarding your experiences 
with Fighting Words?
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Interview guide: post-
primary school teachers

1) Could you please talk a little bit about the influence Fighting Words workshops 
and creative methods have on your teaching? 
• Could you please give an example of how it ties in with your classroom 

activities?
• How do you integrate the Fighting Words model into your teaching?
• Is this something interesting for you that has had some informative and 

practical influence, or is this approach now influencing your teaching at 
large?

• Has the FW approach got to a policy level in the school? 

2) What challenges did you face when using the Fighting Words model in the 
classroom? 
• Could you please give an example?

3) How did you overcome those challenges?

4) How are the Fighting Words activities different from the creative writing 
activities you used before in your class?

5) Does the Fighting Words model offer anything in particular for exam years? 
• Why/Why not? /How?

6)  Did you notice any changes in the areas of creative education and creative 
writing in the formal education system since the opening of Fighting Words 
in 2009?
• If yes, what changes? If not, why not?

7) From your perspective, could the Fighting Words model contribute to the 
post-primary level curriculum?
• If yes, how? How does the Fighting Words approach tie in with the curriculum? 
• From your perspective, what are the benefits for students in incorporating 

the Fighting Words model into the formal education system?
• If none, why not?

Appendix 3 8) What kinds of support and training do you need in order to use the FW model 
in the classroom? 
• If interviewee is already using the FW model: what kinds of support and 

training do teachers need in order to use the FW model in the classroom?

9) Are there any other comments, opinions, or ideas regarding your experiences 
with Fighting Words?
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Interview guide: 
organisational actors

1) Could you please talk a little bit about the significance of the relationship 
between Fighting Words and the formal education system? 

2) Have you noticed any changes in the areas of creative education and 
creative writing in the formal education system since the opening of Fighting 
Words in 2009?
• If yes, what changes? If not, why not?

3) From what you know of the creative education and creative writing model 
used by FW, how do you think it could be adapted or encouraged as a 
mainstream part of teaching in schools?

4) Would you have a view on the barriers and obstacles you have seen to creative 
writing and creative engagement in the classroom? 

5)  Would you like to make any other comments?

Appendix 4




