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Abstract: Creative pedagogies within youth work practice are well established. Practitioners working
with young people are often called upon to utilise their own personal and professional ‘toolboxes’, as
a way of supporting ‘Creative Arts Youth Work’. However, within Higher Education (HE), creative
methods for teaching and learning within the university context are often overlooked. The problem
posed by this article is: how can HE ‘catch-up’ with more advanced pedagogies in the field of
practice? Despite a recent focus on the personalisation of learning within HE, how can arts-based
pedagogies, including digital storytelling, be drawn upon to enhance the learning experience? This
article reports on three areas of pedagogical innovation engaged with by students undertaking the
Youth Studies degree at Nottingham Trent University. Three experimental initiatives are explored,
which assisted in educating informal educators, through creative learning techniques. Engaging with
music, film-making and boardgames are given as examples of creative pedagogy, reporting on both
my own practical experience in organising these activities and student feedback. Results showed that
the symbiosis of creative pedagogies with relational and experiential learning, key tenets of youth
work practice, offered expressive and authentic conditions for learning that are based upon student’s
experiences. Therefore, there is much to learn from youth work courses within HE, not only in terms
of engaging and encouraging students through creativity, but also setting the scene for the future of
creative youth work practice.

Keywords: youth work; creativity; pedagogy; youth; arts; popular music; film-making

1. Introduction

This article reports on three areas of pedagogical innovation undertaken by students
on the BA (hons) Youth Studies degree at Nottingham Trent University. Three experimental
initiatives are explored, which assisted in educating informal educators, through creative
learning techniques. I report on an educational action research project which sought to
capture the value of (1) storytelling through popular music, (2) documentary style film-
making and (3) creating and playing boardgames as examples of creative pedagogy. An
evaluative account is given drawing on both my own reflective practical experience in
facilitating these activities and student feedback. Exploring gamification, relational and
experiential learning theories, I argue that creative pedagogies within Higher Education
(HE) are vital for ‘setting the scene’ for future youth work practitioners. Therefore, I
conclude that there is much to learn from youth work courses within HE, and beyond, in
terms of encouraging, engaging and inspiring students pedagogically.

Creative pedagogies within youth work practice are well established. Practitioners
working with young people are often called upon to utilise their own personal and pro-
fessional ‘toolboxes’ as a way of supporting what Beggan & Coburn term as ‘Creative
Arts Youth Work’ [1]. Whilst current research clearly articulates the benefits of creative
pedagogies within youth work, less attention has been paid to how these pedagogies are
propagated within a HE context. This study aims to increase our understanding of the
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educational impact of creative learning techniques for informal educators. Building on
existing knowledge in relation to creative and arts-based pedagogies, this article highlights
effective practice with the potential to augment student learning experiences across HE.

2. Research Background

Whilst young people are frequently overheard saying that they “can’t draw” or “don’t
see themselves as artistic”, creative pedagogies within youth work are an omnipresent
strategy of pedagogic engagement [2] which is skilfully facilitated by informal educators.
Youth work that engages with artistic practice enables a ‘pedagogy of the here-and-now’
which can serve to challenge more instrumentalist versions of youth voice [3]. The Stories
from Practice collection of case studies created by In Defense of Youth Work [4] draws on
the particular theme ‘from improvisation to creativity’ within youth work practice. The
exploration of qualitative data from both youth workers and young people highlights
an off-the-cuff approach of youth workers to use the arts as a tool to approach sensitive
subjects with young people. From these case studies, it is clear that the arts are a valuable
vehicle for carrying young people on testing personal and emotional journeys, that are
process, rather than product led. However, the emphasis on youth workers bringing
their own personal ‘toolbox’ [5], which may involve some activities around the arts, has
implications for unequal practice. This reliance on individual inclinations, if not addressed
within HE contexts, may actually restrict a more creative approach to youth work.

With pedagogical advances within the field of youth work practice, HE teaching and
learning need to adapt to keep pace. Beggan and Coburn’s [1] recent framework of Creative
Arts Youth Work (CAYW) denotes the combination of creative arts and youth work as an
effective participatory means for young people’s expression of voice. As a form of critical
youth work, young people are encouraged to tell their stories using newly acquired arts-
based skills developed through informal education practices. Benefitting from the creative
pedagogies within youth work, young people are free to express thoughts and feelings
based on their own personal interests and experiences. Whilst the current literature clearly
evidences these kinds of affordances of creative pedagogies within youth work practice,
such as CAYW, less is known about how these pedagogies are engaged with and nurtured
within those training to be informal educators within HE. One example is Purcell’s [6]
study on creative pedagogy within a Youth and Community Work course, which highlights
how this approach embraces the transformative agenda of the youth work profession. His
exploration of LEGO modelling in particular was designed to enable students to overcome
a particularly complex concept and drew on both the creativity of lecturer and students.
A further example is recent research focusing on digital storytelling as a pedagogical tool
for sharing ideas and feelings as a way of presenting students’ personal experiences to
others [7], which aligns with the current focus on ‘new literacies’ within HE [8].

Building on this body of evidence, on the benefits of creative youth work practices for
young people, this article takes a step back and instead focuses on the value and potential
of creative pedagogies for youth workers ‘in-waiting’ through their experience of youth
work courses within HE.

3. Theoretical Framework

Arts-based pedagogy has a rich history, stemming back to the 1960s and the Commu-
nity Arts Movement in Britain [9]. Developments in informal education practice ran parallel
with the publication of the Albemarle Report (1960) [10] and [11]. Whilst these historical
roots are framed within the English context, arts-based pedagogy has international signifi-
cance for strengthening the effectiveness of teachers through quality learning experiences
and ‘authentic’ leadership [12]. As a pedagogical framework, arts-based learning has an
impact on both students’ personal and professional identities [13]. For example, arts-based
pedagogical strategies have been successfully applied within a range of subjects in HE,
such as business studies, as a way of fostering students’ creativity and stimulating new
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ways of thinking and working [14]. Arts-based pedagogy, therefore, has global significance
for educators and informal educators alike.

In addition to the focus on arts-based pedagogies within youth work education, I
draw upon relational learning and experiential learning in the analysis of the educational
action research conducted. Relational learning refers to the ‘social’ aspects of learning,
which is about building relationships and new connections within students’ social and
emotional lives, which encourage co-operation rather than competition between young
people [15]. Taking a more individualistic approach to learning, when creative pedagogies
are combined with relationality, the conditions for learning become based upon the students’
interests, experiences and relations with others. The experiential learning offer of creative
pedagogies manifests not only in the hands-on approach to learning, but also the ‘secondary
reflective experience’ championed by the American educational reformer John Dewey [16].
Extending beyond a simplistic cycle of plan-do-review, experiential learning supports
a purposeful engagement of the individual with the environment [17]. Before sharing
the results from the creative activities in this article, firstly I shall give further details on
this study.

4. Educational Action Research

This article shares the findings from an educational action research project, which
sought to test out and adapt creative learning activities based on the interests and responses
of the students. The action research methodology was qualitative and methods such
as questionnaires and interviews offered ‘thick description’ [18] of student’s different
experiences. The participatory approach taken as part of the action research cycle was
designed with a concern for student voice [19]. Three groups of students (42 in total)
undertaking the BA (hons) Youth Studies degree at Nottingham Trent University took part
in the activities. Data were collected at the university setting, and often within seminars
over a period of five months, November 2019 to March 2020. As Course Leader for the
Youth Studies degree, I had good access to potential participants. Ethical approval was
sought and granted from the School of Social Sciences Ethics Committee, Nottingham
Trent University, prior to commencing this study. Informed consent was sought from the
student cohort as a whole initially and then on an individual basis, depending upon which
students wanted to take part in the activities. In particular with the film-making activities,
consent was sought to share the recordings with the rest of the group. Participation was
voluntary and no incentives were offered to take part.

A variety of co-productive roles existed within this project between Lecturer/Facilitator
and Student/Creator. For example, it was my role to propose the activities as a creative
catalyst for learning, whereas the shape, direction and outputs of the arts-based work
were led by the students. The action research cycle was brought full circle when ideas and
artefacts could be shared amongst the group as a springboard for reflection and discussion.
With the music and boardgame activities, these were introduced as part of a groupwork
session, and the film-making activity, 12 students came forward to take part. Following
the activities students were asked to give feedback on the experience of both contributing
to and learning from the activity. Paper-based questionnaires and individual interviews
were used to gather these data. In addition, with the 4 film clips created, these were
shared within a pedagogical context to enable discussion and reflection as a teaching and
learning resource.

The analytical framework for this research was based upon Lewin’s ‘Action Research
Cycle’ [20], more recently adapted by the Higher Education Authority [21]. This dictated
that planning, implementation and review should happen collaboratively and that reflec-
tion should happen throughout the research process, not just at specific points. In contrast
to reflective practice, which is a key tenet of youth work pedagogy, action research is
more structured, involved data collection and is designed for an ‘outward audience’. The
findings of this small-scale study were disseminated not only with the course team but
also with the students themselves as a way of completing the action research cycle [22]
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and ‘closing the feedback loop’ [23]. In the following section, I give a reflective account of
facilitating these activities, which is supported with student feedback such as the title of
this article: “It’s like being back in GCSE art”.

4.1. Storytelling through Popular Music

Previous research has demonstrated that utilising music within lectures is an effective
way of engaging students [24] and addressing issues of social justice [25]. With this in
mind, I decided to deliver a music listening and discussion activity with a Year 1 cohort.
At the end of the lecture, I played the track Miami 2 Ibiza, by Swedish House Mafia. I
selected the YouTube clip with the lyrics rather than the music video as I wanted students
to focus on the words (see Figure 1). I introduced the track as a cultural perspective of
youth depicted by consumerism and discussed the cultural signs and signifiers within
these lyrics, in particular the use of acronyms. I then closed the session by inviting students
to select their own tracks of cultural significance reflecting their youth experience at the
start of the session next week.

Figure 1. Screengrab of lyrics from Miami 2 Ibiza, by Swedish House Mafia.

The following week, I re-introduced the activity by asking for suggestions for songs
students had thought of to reflect their cultural experience of youth. One student, a regular
contributor in discussions, volunteered a song—‘stressed out’ by 21 Pilots. I found the
track on YouTube with the lyrics and we watched it and listened together. This led to a
brief discussion around social media, reminiscence and the particular smell of being young.
Following this, another student, who did not usually contribute to discussions, chose the
track ‘Sirens’ by Dizzee Rascal. I was unable to find an annotated version of the track with
lyrics on YouTube, so we watched the full music video and read the lyrics on a webpage
alongside. Showing this music video sparked an interesting discussion of race and the
experience of ‘black’ youth—one which I could never have predicted for this session. In
particular, this student was able to relate and communicate his own personal experience. A
key challenge for me as facilitator within this was being able to respond to the different
songs and lyrics chosen by students and relate those back to the module content, i.e., race,
gender, mental health.

Feedback from students on this short activity included how they had found the form
of music, written lyrics and YouTube accessible, but also appreciated having the time to
think about their music track. Generating a personal response to a cultural artefact, such as
a popular music song, enabled students to “learn in a better way” about the experience
of young people within society. However, the most striking feedback for came from the
student who had chosen the Dizzee Rascal track who came into my office the very next
day and thanked me for making the content relevant and including him in the discussion.
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On first reflection, I had felt a level of anticipation about the activity, as sharing music
can feel quite personal and leave individuals vulnerable to criticism due to diverse tastes
within popular music. However, what was encouraging was the reaction of the second
student, who was normally disinterested in the lectures. Music both shapes (through
agentic autonomy), and is shaped (by social and cultural structures) by a particular kind
of learning self-identity [26]. Therefore, engaging with music listening, discussion and
critique is an effective way of encouraging students to think about sameness and difference.
The pedagogical value of this activity demonstrates encouragement for students to think
about the deeper cultural significance of music, as well as enabling usually unheard voices
in the group to be heard.

Embedding equality and diversity in the curriculum, with activities such as this,
enables potential, belonging and engagement [27], as well as fostering good values which
preserve and respond to diversity [28]. A key asset of creative pedagogies, and youth
work curriculums in particular, is the process of self-reflection which would provide
opportunities for understanding their cultural biases through learning and teaching [29].
Engaging with popular music, as just one example, enables students to engage with a
range of different theoretical perspectives, including gendered, international and cultural
approaches. As an introduction to post-war British youth subcultures, students can engage
with popular music, such as Stormzy, to understand the present-day relevance of cultural
and political figures today. In this way, and through engaging with creative pedagogies,
students can explore their own reactions to their own cultural heritage and practices within
the context of the world around them. This, in turn, is a key affordance of the practice that
youth workers then take out with them into the field.

4.2. Documentary Film-Making as a Pedagogical Resource

Film-making has been used previously in teaching and learning as a way to encourage
students to think for critically about the world they encounter and their place within it [30],
with short and high-impact clips being used as a tool for learning and an opportunity to
enhancing student understanding [31]. The production of digital stories, in particular, can
stimulate affective learning [32] and led to higher levels of both reflection and understand-
ing of the topics under focus [33]. I was able to engage students in film-making across two
different modules: one where students volunteered to be interviewed about how a young
person is defined and their experience of being a young person (see Figure 2); and another
where students interviewed youth workers about their role and the value of informal
education within their local communities (see Figure 3). With the first group, I acted as
a discussant posing the same set of questions with eight different students: How do you
define a young person? Do you think young people are free to choose or constrained by
society? Do you think young people are a problem for society or is it society’s view of
young people that is problematic? The finished film edited together all the diverse and
often contradicting responses from the eight students and I was able to use this film as a
resource for discussion with the rest of the cohort of students.

Figure 2. Screengrab from concepts of youth film.
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Figure 3. Screengrab from student interviewing a youth worker.

With the second group, I encouraged students to devise their own questions that they
wanted to ask the practitioners that would be of value for them in their future roles. With
this group, I was able to make a series of three short films, which we watched together as
part of a workshop following the visits and were uploaded to the learning room as a future
resource for students to access. Through these film-making activities, I was able to draw
on my youth work practice prior to teaching HE, where I would often work with groups
of young people to create issue-based film. These films were an engaging process which
developed skills of reflection upon various social issues, as well as a sense of pride in the
project the young people were working on. However, I do recognise that I was drawing on
my own personal ‘toolkit’ in these endeavours. On a practical level, I already had the film
editing skills and access to equipment to be able to undertake this. Also, this activity did
take extra time with planning and post-production, but there was the potential to extend
these skills to the students in more of a collaborative practice.

With both groups, I invited feedback on both the process of making these films and
the end product in relation to their learning through an online form which elicited short
responses. One student commented that watching the videos back was useful for reflection,
but also how “more creative tasks that are set really help to apply what we’re learning
to real world context”. Another participant commented on the process of being involved
in creating the film clips, that it enabled them to develop their interview technique and
the experience of presenting as a potential practitioner in the field, stating that “I really
like how everything we learn is linked back to practice and put into real life scenarios”.
Feedback included comments about recognising shared experiences with others, which
enabled a sense of connection to the course and peers. One student commented that some
of the prior life experiences he had shared in fact could be used as a springboard to generate
discussion as it linked to some module content. These comments show that not only were
these documentary-style films a pedagogical resource through aiding memory, stimulating
discussion and preparing for assignment writing, but that they were also useful tools in
capturing the social capital conferred through meeting with practitioners who worked in
the field. Making the film clips represented students’ engagement in the intervention, but
also the creation of student-centred learning resources [34] as film clips created sought to
acknowledge and celebrate the diverse perspectives.

Creating the short documentary-style film with a small group of students from the
Youth Studies course was an opportunity to represent and celebrate non-traditional transi-
tions to university. Taking the form of ‘digital stories’, the film clips offered a transforma-
tional learning experience in relation to meaning-making and identity [35]. This enabled
other students to recognise the different starting points of their peers but also to realise the
benefit that different life experiences brought to the group. Within youth work education,
in particular, the diverse perspectives and range of prior knowledges students bring, are
celebrated. University curriculums should accommodate by generating pedagogical re-
sources using film-making. In relation to creative pedagogies, film-making activities such
as these draw on a student-centred approach, which encourages students to ‘practice what
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they teach’ [36]. Interactive, inquiry-based and problem-based learning approaches such
as this enable students to interact creatively and critically with course curriculums.

4.3. Creating and Playing Boardgames—Structure vs Agency

Sociological debates on the constraints a young person may have on their ability to
possess and draw upon their own personal agency through institutional, political and
economic structures, is key learning for all Youth Studies students. Previous feedback when
I had approached this topic in a year 1 module had been that students found the theoretical
elements dry and unengaging. In response to this feedback, I adapted an activity that
was published as a blog in The Sociological Review—Undisciplining and the Board Game
Workshop. I decided to set the students a challenge of creating a boardgame based on
the journey of a young person’s life and the intersections of Structure and Agency, as key
concepts we were learning that session. Having presented a few slides on the sociological
underpinning of the concepts, I asked students to create a list of opportunities and social
advantages that young people face, alongside a list of disadvantages and constraints. I
then showed the group a prototype I had made and showed them two different styles of
board games—snakes and ladders and a grid formation. Students then worked in groups
to design their own board game and I brought dice and counters so that they could play
each others’ games and give feedback. Examples of two of the simple designed games are
below (Figures 4 and 5).

Figure 4. Photograph of life journey style board game.

Whilst facilitating the session, students expressed their enjoyment of being able to
work with large sheets of paper, coloured pens and design materials, with one student
gleefully exclaiming that this was “like being back in GCSE art”. Having the opportunity
to focus on making something with their hands, discussing and sharing designs was an
enjoyable experience for the students, as well as developing their learning around the
sociological concepts. Feedback on this activity included “I like that we do interactive tasks
instead of just listening and writing notes” and that “the physical aspects, creating games
etc really helps the way I learn, as I learn more by doing things”. Gauntlett [37] argues that
the making of ‘external things’ can ‘impress the seal of their inner being’ and that there is
value in giving participants something to do or something to make, while they are thinking
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about their responses. With the boardgame activity, the process of making and playing
together gave students an opportunity to explore the concepts within their own worlds and
enabled them to spend time being playful and creative as a form of pedagogical practice.

Figure 5. Photograph of Snakes and Ladders style board game.

Creative activities such as this are designed not only to encourage students to express
opinions and form arguments, but also to introduce game-like elements in order to keep
students engaged. Whilst gamification has been shown to positive benefits, these are
dependent on the context in which it is being implemented [38]. Designed as a spring-
board for discussion and small group work, these student-designed boardgames create a
playful environment where students are encouraged to express their own perspectives [39].
Curriculum approaches of gamification uphold a particular view of games as learning
activities that are both personally meaningful and experiential [40]. These pedagogical
innovations, frequently found within youth work courses, are effective in apprenticing
students to be able to replicate these progressive and expressive pedagogies with young
people in their work beyond HE.

5. Discussion

Within HE in England, there has been much focus on the personalisation of learning
as a way of developing more inclusive curriculums. However, many initiatives have been
critiqued as a weak version of personalisation which positions the student as consumer
and customer, learning only to consume [41]. Johnson [42] argues that it is not so much
the content of learning (curriculum) in courses which is attractive, but the method of
learning (pedagogy) and that students are engaged more by pedagogical style than content.
Therefore, this article brings attention to creative pedagogies within the university context,
which are often overlooked. Purcell [6] argues that educators should provide catalysts
for developing creativity in others, and that youth work courses are best positioned to
take this up. The examples given in this article of engaging with music, film-making and
boardgames as creative forms of pedagogy within a Youth Studies course, have highlighted
the value of relational and experiential learning approaches, which are encompassed within
creative activities.

Within the popular music activity, students were able to build connections with their
social and emotional lives and then in turn be able to relate to the lives of others and
their different experiences. Creative pedagogies encompass students’ personalities, own
interests and prior knowledge within learning scenarios [13]. To be able to de-code the
meaning of lyrics, to be critical of diverse youth perspectives and to think about how
students may encounter young people in these situations is a valuable process. Therefore,
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this relational learning approach builds upon the core values and principles of youth
work practice [43]. Another example was the student-created film clips, in particular
where students were able to interview youth work practitioners, and engage with the
films created as a way of envisaging themselves in those roles. Playing the Structure
vs. Agency boardgames, based on the opportunities and constraints of the students own
lives, exemplified relational learning within the context of socioecological pedagogies [44].
Creative activities such as these afford co-operation and relationship building, which are
key skills and attributes developed by students on youth work HE courses.

In relation to experiential learning, the approaches details in this article offer hands-
on inquiry-based activities that could be replicated within any HE degree, within any
university. Creative pedagogies effectively enable students to apply their learning to real-
life situations [12]. The symbiosis of creative pedagogies with experiential learning sets the
scene for a powerful and at times transformative learning experience. For example, within
the student-created film ‘Concepts of Youth’, being able to share their experiences as a
young person and see that juxtaposed to a different experience of a student within the same
cohort was an expressive and expansive undertaking for year 1 students. Taking the time
to think deeply about popular music song lyrics, or a simple story shared and recounted
through film, offered students the time to fully reflect on the significance of something that
may have passed them by in everyday life. As key tenets of John Dewey’s Experience and
Education [16], being able to engage with the ‘secondary reflective experience’, for example
within the narrative of student’s own pathways to the point of university, was valuable for
students. In this way, the creative activities shared in this article demonstrate conditions
for learning that are based upon student’s experiences, whilst acknowledging expressive
forms of knowing.

These findings are not without limitations, which should be carefully considered.
For example, important questions have been raised about the ability of educators to
support any ‘emotional fallout’ from issues raised and their own capacity to manage the
rigours of witnessing students’ stories [45]. Whilst informal education approaches are best
placed to deal with emotive issues, there are implications for the application to creative
pedagogies across wider HE. In addition, with increasing pressure on university staff due to
personalisation objectives, there may be limited resources in terms of time for all educators
to maintain this approach. Despite the positive outcomes for students demonstrated in this
article, some HE educators who adopt creative pedagogies may face difficulties in justifying
time spent on designing the learning within a ‘workload’ model. Whilst supporting wider
decolonialisation and diversity agendas, these findings do seek to challenge and push back
upon narrower and more instrumentalised conceptions about what counts as ‘learning’ in
HE. Therefore, the recommendations for practice that stem from this research are that each
student should be able to express their own life experiences, cultural knowledge and have
the opportunity to reflect upon this within their field of practice, whether this be youth
work or not. My main argument within this article is that creative pedagogies provide an
effective vehicle to do just that.

6. Conclusions

Creative Arts Youth Work [1] is a growing and expanding participatory practice
and there is a need for these creative methods to be supported and nurtured within HE.
This article has presented a reflective account of three experimental initiatives which
assisted in educating informal educators through creative learning techniques. Varying
degrees of student participation were explored, which served as both discussant and
pedagogical resource. Within this study, creative pedagogical practice encompassed sharing
and interaction as a form of productive collective endeavour. Therefore, this article makes
a particular contribution to the emerging field of youth work pedagogy and its intersection
with creativity.

Creative pedagogies within HE are an important (and commonly used) experience for
future youth work practitioners. These pedagogical approaches of applying learning to ‘real
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world’ scenarios are regular practice within youth work courses and should be expanded
elsewhere in HE. Looking forward, it is clear that course curriculum design should take
into account the possibilities of working across modalities to stimulate discussion, support
engagement and maximise the potential for responsivity. Building a ‘learning community’
through creative pedagogies offers an alternative to the ‘transmission of knowledge model’,
which fails to be inclusive. Research tells us that students are more likely to succeed in
environments where they feel that their needs are being met and the course content is
challenging yet responsive [46]. Where students are able to ‘see a part of themselves’ within
the curriculum [47], whether this be applying theory to recent examples of their relevant
experiences, or thinking about how their backgrounds have driven them to where they
are today, the diverse knowledges that all students bring can be celebrated. Whilst the
reflections offered in this article may represent a common understanding and experience
for other lecturers within this field, there is value in championing and disseminating
good practice to a wider audience. HE, and beyond, has much to learn from the creative
pedagogies of youth work courses in seeking to be responsive to, engaging with and
inspiring for future generations of students.

Funding: This research received no external funding.

Institutional Review Board Statement: The study was conducted according to the ethical guidelines
of the British Educational Research Association, and approved by the School of Social Sciences Ethics
Committee, Nottingham Trent University.

Informed Consent Statement: Written informed consent has been obtained from the patient(s) to
publish this paper.

Conflicts of Interest: The authors declare no conflict of interest.

References
1. Beggan, E.; Coburn, A. Creating ‘one big masterpiece’–Synthesis in Creative Arts Youth Work. Concept 2015, 9, 15.
2. Batsleer, J. Voices from an edge. Unsettling the practices of youth voice and participation: Arts-based practice in The Blue Room,

Manchester. Pedagog. Cult. Soc. 2011, 19, 419–434. [CrossRef]
3. Batsleer, J.R. Informal Learning in Youth Work; Sage: Thousand Oaks, CA, USA, 2009.
4. Davies, B. This Is Youth Work: Stories from Practice. Defence of Youth Work. Unison and Unite. Available online: http://www.

indefenceofyouthwork.org.uk/wordpress/wp-content/uploads/2011/10/20252-Youth-stories-report-2011_4th-11.pdf (accessed
on 20 April 2021).

5. Kiilakoski, T.; Kivijärvi, A. Youth clubs as spaces of non-formal learning: Professional idealism meets the spatiality experienced
by young people in Finland. Stud. Contin. Educ. 2015, 37, 47–61. [CrossRef]

6. Purcell, M.E. Hubris, revelations and creative pedagogy: Transformation, dialogue and modelling ‘professional love’ with
LEGO®. J. Furth. High. Educ. 2019, 43, 1391–1403. [CrossRef]

7. Kocaman-Karoglu, A. Personal voices in higher education: A digital storytelling experience for pre-service teachers. Educ. Inf.
Technol. 2014, 21, 1153–1168. [CrossRef]

8. Stelfox, K. Digital Storytelling in Higher Education: International Perspectives. In Education in the North; Palgrave Macmillan:
London, UK, 2018.

9. Jeffers, A.; Moriarty, G. Culture, Democracy and the Right to Make Art: The British Community Arts Movement; Bloomsbury Publishing:
London, UK, 2017.

10. Mills, S.; Kraftl, P. Introduction: Geographies, Histories and Practices of Informal Education. In Informal Education, Childhood and
Youth; Springer Science and Business Media LLC: Berlin/Heidelberg, Germany, 2014; pp. 1–18.

11. Slovenko, K.; Thompson, N. Social pedagogy, informal education and ethical youth work practice. Ethics Soc. Welf. 2015, 10, 1–16.
[CrossRef]

12. Srivastava, A.P.; Shree, S. Development of inclusive education theoretical model: Role of authentic leadership academic optimism
and art-based pedagogies. Int. J. Educ. Manag. 2019, 33, 1271–1290.

13. Watson, J. Chapter 7—Pushing the Boundaries: A Study of Higher Education Students’ Reponses to a Creative. Art Based
Learning Experience. In The Teacher of the 21st Century: Quality Education for Quality Teaching; Cambridge Scholars Publishing:
Newcastle upon Tyne, UK, 2014; p. 83.

14. Contreras, F.; Espinosa, J.C.; Cheyne, A.; Pulgarín, S. Entrepreneurial intention in business students: The impact of an art-based
program. J. Entrep. Educ. 2020, 23, 1–9.

15. Smyth, J.; McInerney, P.; Fish, T. Blurring the boundaries: From relational learning towards a critical pedagogy of engagement for
disengaged disadvantaged young people. Pedagog. Cult. Soc. 2013, 21, 299–320. [CrossRef]

http://doi.org/10.1080/14681366.2011.607842
http://www.indefenceofyouthwork.org.uk/wordpress/wp-content/uploads/2011/10/20252-Youth-stories-report-2011_4th-11.pdf
http://www.indefenceofyouthwork.org.uk/wordpress/wp-content/uploads/2011/10/20252-Youth-stories-report-2011_4th-11.pdf
http://doi.org/10.1080/0158037X.2014.967345
http://doi.org/10.1080/0309877X.2018.1490948
http://doi.org/10.1007/s10639-014-9373-1
http://doi.org/10.1080/17496535.2015.1106005
http://doi.org/10.1080/14681366.2012.759136


Educ. Sci. 2021, 11, 374 11 of 11

16. Dewey, J. Experience and Education. Educ. Forum 1986, 50, 241–252. [CrossRef]
17. Ord, J. John Dewey and Experiential Learning: Developing the theory of youth work. Youth Policy 2012, 108, 55–72.
18. Geertz, C. Thick description: Toward an interpretive theory of culture. In The Cultural Geography Reader; Routledge: London, UK,

2008; pp. 41–51.
19. Fielding, M. Transformative approaches to student voice: Theoretical underpinnings, recalcitrant realities. Br. Educ. Res. J. 2004,

30, 295–311. [CrossRef]
20. Lewin, K. Action Research and Minority Problems. J. Soc. Issues 1946, 2, 34–46. [CrossRef]
21. Arnold, L.; Norton, L. HEA Action Research: Practice Guide; Higher Education Academy: York, UK, 2018.
22. Norton, L. Action Research in Teaching and Learning: A Practical Guide to Conducting Pedagogical Research in Universities; Routledge:

London, UK, 2018.
23. Shah, M.; Cheng, M.; Fitzgerald, R. Closing the loop on student feedback: The case of Australian and Scottish universities. High.

Educ. 2017, 74, 115–129. [CrossRef]
24. Albers, B.D.; Bach, R. Rockin’ Soc: Using Popular Music to Introduce Sociological Concepts. Teach. Sociol. 2003, 31, 237. [CrossRef]
25. Levy, D.L.; Byrd, D.C. Why can’t we be friends? Using music to teach social justice. J. Scholarsh. Teach. Learn. 2011, 11, 64–75.
26. O’Neill, S.A. Young people’s musical lives. Handbook of Musical Identities; Higher Education Academy: York, UK, 2017; pp. 79–104.
27. Thomas, L. Building student engagement and belonging in Higher Education at a time of change. Paul Hamlyn Found. 2012, 100,

1–99.
28. Hanesworth, P. Embedding Equality and Diversity in the Curriculum: A Model for Learning and Teaching Practitioners; Higher Education

Academy: York, UK, 2015.
29. Cotton, D.; Winter, J.; Bailey, I. Researching the hidden curriculum: Intentional and unintended messages. J. Geogr. High. Educ.

2013, 37, 192–203. [CrossRef]
30. Dando, C.E.; Chadwick, J.J. Enhancing Geographic Learning and Literacy Through Filmmaking. J. Geogr. 2013, 113, 78–84.

[CrossRef]
31. Anderson, J. Evaluating student-generated film as a learning tool for qualitative methods: Geographical “drifts” and the city. J.

Geogr. High. Educ. 2013, 37, 136–146. [CrossRef]
32. Boud, D.; Pearson, M. The Trigger Film: A Stimulus for Affective Learning. Program. Learn. Educ. Technol. 1979, 16, 52–56.

[CrossRef]
33. Ivala, E.; Gachago, D.; Condy, J.; Chigona, A. Enhancing Student Engagement with Their Studies: A Digital Storytelling Approach.

2013. Available online: http://hdl.handle.net/11189/2239 (accessed on 1 May 2021).
34. Trinidad, J.E. Understanding student-centred learning in higher education: Students’ and teachers’ perceptions, challenges, and

cognitive gaps. J. Furth. High. Educ. 2019, 44, 1013–1023. [CrossRef]
35. Anderson, K.M. Let’s Get Personal: Digital Stories for Transformational Learning in Social Work Students. In Digital Storytelling

in Higher Education; Springer Science and Business Media LLC: Berlin/Heidelberg, Germany, 2017; pp. 73–89.
36. Emslie, M. Practise what you teach’ Researching youth work education: Teaching participatory casework practice. J. Youth Stud.

2009, 12, 323–336. [CrossRef]
37. Gauntlett, D. Creative Explorations: New Approaches to Identities and Audiences; Routledge: London, UK, 2007.
38. Hamari, J.; Koivisto, J.; Sarsa, H. Does Gamification Work?—A Literature Review of Empirical Studies on Gamification. In

Proceedings of the 47th Hawaii International Conference on System Sciences, Waikoloa, HI, USA, 6–9 January 2014.
39. Ramirez, D.; Squire, K. Gamification and learning. In The Gameful World: Approaches, Issues, Applications; MIT Press: Cambridge,

MA, USA; pp. 629–652.
40. Shaffer, D.W.; Squire, K.R.; Halverson, R.; Gee, J.P. Video Games and the Future of Learning. Phi Delta Kappan 2005, 87, 105–111.

[CrossRef]
41. Hartley, D. Education, markets and the pedagogy of personalisation. Br. J. Educ. Stud. 2008, 56, 365–381. [CrossRef]
42. Johnson, M. Personalised Learning: An Emperor’s Outfit; Institute for Public Policy Research (IPPR): London, UK, 2004.
43. Sapin, K. Essential Skills for Youth Work Practice; Sage: Thousand Oaks, CA, USA, 2013.
44. Mckenzie, M.; Butcher, K.; Fruson, D.; Knorr, M.; Stone, J.; Allen, S.; Kayira, J. 45 Suited: Relational Learning and Socioecological

Pedagogies. In International Handbook of Research on Environmental Education; Routledge: London, UK, 2013; pp. 487–497.
45. Gachago, D.; Sykes, P. Navigating Ethical Boundaries When Adopting Digital Storytelling in Higher Education. In Digital

Storytelling in Higher Education; Springer Science and Business Media LLC: Berlin/Heidelberg, Germany, 2017; pp. 91–106.
46. Greenwood, N.A. Toward publicly responsive sociology curricula: The role of introductory sociology. Teach. Sociol. 2013, 41,

232–241. [CrossRef]
47. Myers-Lipton, S. Service learning and success in sociology. Included in Sociology: Learning Climates that Cultivate Racial and Ethnic

Diversity; American Sociological Association: Washington, DC, USA, 2002; pp. 202–218.

http://doi.org/10.1080/00131728609335764
http://doi.org/10.1080/0141192042000195236
http://doi.org/10.1111/j.1540-4560.1946.tb02295.x
http://doi.org/10.1007/s10734-016-0032-x
http://doi.org/10.2307/3211313
http://doi.org/10.1080/03098265.2012.733684
http://doi.org/10.1080/00221341.2013.846394
http://doi.org/10.1080/03098265.2012.694070
http://doi.org/10.1080/0033039790160108
http://hdl.handle.net/11189/2239
http://doi.org/10.1080/0309877X.2019.1636214
http://doi.org/10.1080/13676260902810833
http://doi.org/10.1177/003172170508700205
http://doi.org/10.1111/j.1467-8527.2008.00411.x
http://doi.org/10.1177/0092055X13485026

	Introduction 
	Research Background 
	Theoretical Framework 
	Educational Action Research 
	Storytelling through Popular Music 
	Documentary Film-Making as a Pedagogical Resource 
	Creating and Playing Boardgames—Structure vs Agency 

	Discussion 
	Conclusions 
	References

