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Abstract : 
The curriculum reform in Wales has seen a radical shift to a bottom-up, co-constructed curricula from a prescriptive National Curriculum. This shift has promise of enabling teachers and other educational professionals’ autonomy in creating localised curricular that responds to the needs of the learners within their schools. A curriculum that presents in policy as broad principles and ‘What Matters’ statements creates environments where teacher agency can be harnessed to improve the outcomes of learners however it presents challenges in construction and implementation. Such challenges are identified and addressing these challenges are presented within a Model of Curriculum Realisation. Achieving teacher agency as a vehicle for successful implementation provides a discussion about bridging the gap between policy and practice. 
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Introduction 
The aim of this article is to critically assess the current and potential challenges facing teachers in implementing the Curriculum for Wales (CfW). A review of current educational discourse, research and government policies will be reviewed. The review will frame its findings around The Model of Curriculum Realisation four challenge categories of Depth, Pace, Spread and Reach. In addition, international curricula are reviewed and compared to Wales’ current efforts to implement the CfW. Firstly, the challenges identified within this article will provide a frame for understanding of ‘Where we are’ and ‘Where we need to go’ and secondly, conclusions will be drawn to form the argument of ‘How we will get there’. The article will conclude with a discussion about the bridging a gap between policy (Where we need go) and practise (How we get there). 

Context 
Wales’ Curriculum Reform Journey
In the 2009 PISA (Programme for International Student Assessment) tests (The Organisation for Economic Co-operation and Development’s OECD international measurement of the abilities of 15-year-olds across participating countries), Wales’ results in reading, mathematics and science were significantly lower than that in the other parts of the UK with performances in reading and mathematics significantly below the OECD average (Bradshaw et al, 2010). As a result, Wales began a journey to reform education in 2011 to improve the quality, equity and future of Wales’ education system (OECD, 2014) with a focus on five key policy areas: curriculum; assessment and evaluation; equity; excellence and well-being; and teaching and leadership. 
To support Wales’ education reform efforts, the OECD reviewed the quality of Wales schools and education system. The result was a comprehensive review of education in Wales in the report Improving Schools in Wales: An OECD Perspective (2014). Building on key recommendations proposed in the report, four strategic objectives for realising Wales’ education vision were outlined in Qualified for Life: An Education Improvement Plan (Welsh Government WG, 2014a) and later in Education in Wales: Our National Mission (WG, 2014b). The objectives defined as: Developing a high-quality education profession; Inspirational leaders working collaboratively to raise standards; Strong and inclusive schools committed to excellence, equity and well-being; and robust assessment, evaluation and accountability arrangements supporting a self-improving system. 
Curriculum for Wales
The Curriculum for Wales (CfW) is the cornerstone for Wales’ education reform and vision (WG, 2014a) co-constructed by professional stakeholders, in Pioneer Schools (providing expertise in the development of the Areas of Learning and Experience AoLEs) and through implementation. The CfW comes at a time when many countries (e.g. Scotland, The Netherlands, New Zealand) are reforming their education systems to reflect a radical shift towards a bottom- up approach giving schools and ‘reprofessionalised’ teachers autonomy in building their locally contextualised curricula (Sinnema et al, 2020) and shares similar visions of education reform of Ontario and British Columbia, Estonia, Finland and Japan (OECD, 2020).
Indeed, Scotland’s Curriculum for Excellence (CfE) and Wales’ CfW have been drawn for the same expert visionary well (Professor Graham Donaldson- consultant of education innovation) the with the latter a curriculum proposed directly from Donaldson’s commissioned 68-recommendation review of education in Wales. Successful Futures (Donaldson, 2015) provides the template, much like common elements of ‘new curricula’ (Sinemma et al, 2020), of core purposes, broad areas of learning, ‘What Matter’ statements and three cross-curricular competencies (literacy, numeracy and digital competence). On the one hand, commonalities in the CfW and CfE curriculum design lends to compare Wales’ current efforts to construct and implement the curriculum  and provides Wales with a unique frame of reference about how to best implement the curriculum in practice. However, on the other, caution in drawing comparisons in curricula is offered in Pietarinena et al’s (2016) statement that ‘curriculum reforms…are always situated in the society, culture, and education system of the country in which the reform takes place’ (p.23). 

Implementing the Curriculum for Wales: The Role of Teachers 
Implementing the CfW: Where we are and where we need to go
Priestley (2019) asserts that a curriculum is not a product to be ‘implemented’ or ‘delivered’ but rather a multitiered and multi-layered approach to curriculum ‘building’ across different institutional settings. Indeed, the OECD (2020) proposes that ‘implementation is more about building and fine tuning a policy collaboratively rather than executing it’ (p.22) further emphasising the importance of understanding the interactions between curriculum design, stakeholder engagement and the context and the implications this has on the implementation process. According to Sinnema and Stroll (2020), it is the interplay between these factors that bring about four interconnected challenges in realising curriculum aspirations in implementing new curricula in education reforms. The authors provide a  Model of Curriculum Realisation (Sinnema and Stroll, 2020). Literature reviewed in this article pertaining to the early successes and (potential) challenges to ‘CfW implementation’ broadly fall into the model’s ‘curriculum challenges’ categorisations of Depth, Pace, Spread and Reach. Consequently, the model will provide a frame in which ‘Where we are’ and subsequent ‘Where we are going’ can be discussed and conclusions can be drawn. 


Depth
New curricula create new concepts to be adopted and utilised. Whilst most schools incorporate these into daily discourse, curriculum policies and documentation, the Depth challenge presents itself in the understanding of the concepts themselves. Each new concept demands an understanding of the justification of its inclusion, key theoretical and pedagogical and best practices for supporting learner progression. A threat to this is what the authors (Sinnema and Stoll, 2020) describe as ‘over-assimilation’, a term evidenced when professionals believe that current approaches produce the same results and superficial practise shifts that do not respond in the way required. This challenge is presented within the CfW preparations amongst Pioneer professionals, barriers to addressing the challenge is the ‘lack of funding’ and current and potential ‘workload’ to fully understand the principles within professional networks and as part of professional development (Power et al, 2020). Indeed, researchers within Yr Athrofa (2018),  reported that of the 5,115 teachers surveyed, 58% stated that professional learning conflicted with work or that there was not enough time and 68.7% identified cost as a barrier whilst 35.2% welcomed further development in ‘curriculum content and design’. This in itself presents a further challenge, some teachers in Wales who do not understand or see the principals from a theoretical or pedagogical as different to current practice, may resort to old habits in curriculum construction (Hizli and Priestley, 2018) and pedagogies that are not fit for purpose or ‘off the peg’ (Hughes and Lewis) seen in this challenge as ‘over assimilation’. 
Such challenges were seen in curriculum implementation in the Netherlands, very little concrete guidance about the key concepts were provided for teachers to implement the curriculum which resulted in teachers falling back on their textbooks (Sinnema et al, 2020). Similarly, in New Zealand’s curriculum, Sinnema’s (2011) review report that in implementation, that whilst schools had shown progress in implementing changes, there was a ‘general pattern of surface-level understanding and slight shifts in learning and teaching practice’ (p.1). Further curricula examples of this challenge in practice were evident in the CfE. Priestley and Minty (2013) discuss curriculum engagement and report that teachers generally were receptive about the key concepts of the new curricular termed as ‘first order engagement’. However, teachers’ ‘second order engagement’ described by the authors as the understanding of, and thorough engagement with, the underpinning core ideas of the CfE was relatively ‘absent’ and thus unable to implement the CfE meaningfully. Indeed, the OECD (2020) claimed that while Scotland had developed a bold and visionary approach, it still needed to move from an intended to an implemented curriculum.
Notwithstanding, the OECD (2020) proposes that within curricular such as CfW, overcoming challenges of understanding the principles and key concepts at depth and teaching accordingly, tends to lead to implemented curricula that is more ‘sustainable in the long run’. To this end, the WG and Estyn (Welsh School’s Inspectorate) (2017) have provided guidance for teachers in reducing workload. In addition, the WG (2017) is considering more practical steps to reducing workload and bureaucracy in reviewing the impact of the ‘School Business Manager Project’ in which support is provided to school leader in administrative, financial, and strategic capacities.  Furthermore, the Individual Professional Learning Journey Guidance as part of the WG’s (2019) National Approach to Professional Learning (NAPL) states that practitioners can identify their needs in advance of the implementation of CfW and other reform aspects.  It could be argued that Wales has the support systems in place to resolve these challenges before the curriculum is rolled out in 2022. Indeed, Mark Priestley (Professor of Education, University of Stirling) commenting within the guidance, states that ‘Wales has good infrastructure which is absent elsewhere…the NAPL addresses the concerns over engagement with new ideas in the curriculum’ (WG, 2019, p.1). 

Pace 
Particularly in recent global education reforms, vision of education reform call for transformative curriculums. However, the Pace of progress towards curriculum realisation in even the most receptive education professionals is more modest than what was intended by the reforms vision and is usually in ‘tentative baby steps’. In addition to receptiveness, pace is influenced by commitment, practice, teacher’s agency and school conditions that are conducive to successful implementation processes (Sinnema and Stroll, 2020). Indeed, Robert and King (2020) found that participants engaged with the co-construction of the CfW, were ‘cautious’ towards opportunities for autonomous innovation as a consequence of the lack of clarity around what the curriculum will look like in practice and assessment. A tension that Donaldson (2015) claimed was inevitable due to the nature of a co-constructivist model adding that the CfW was not intended to be linear. Indeed,  curriculum reform does not journey ‘automatically’  and ‘predictably’ in linear nature from curriculum objectives to full implementation (Pietarinena et al, 2016). Views of this type undermine the complex interplay between environmental aspects of curriculum building and implementation expected in co-construction of curricula. Indeed, in Wales, teachers will require the time and support to understand, make sense and develop practice. A resource that was not afforded to implementation of the CfE, ‘In Scotland the uncertainty and the pace of the change has tended to eschew shared sense-making processes undertaken by teachers’ (Wallace and Priestley, 2017 in Hizli and Priestley, 2018). 
Whilst there are arguments for slowing down the pace of implementation for sense making, the Children, Young People and Education Committee (2017) found that of 837 respondents working in education in Wales, less than 50% fully understood the curriculum changes and only 13% felt prepared for these changes.  However, Power et al (2020) found that generally teachers in Wales were enthused by curriculum reform and this  ‘First order, second order engagement’ was evident in the CfE outlined in Depth (Priestley and Minty, 2013). In striking a balance between the impending curriculum and preparation and enabling receptiveness to align with readiness, the EWC proposes that consideration for a ‘reasonable timescale’ to enable skill development which may be necessary over a more prolonged period. Likewise, the OECD (2017) noted that Wales’ enthusiasm for implementation could potentially dilute reform capacity and proposes a quality of quantity approach to realising its objectives. Recently, the WG (2019a) have recognised the importance on creating time and space for collaborative efforts within schools to prepare and make sense of the new curriculum. Consequently, additional INSET days (School practitioners term time training) have been provided to support this objective. 

Spread 
Curriculum Spread challenges are viewed as inconsistencies in the willingness and abilities of education practitioners to change practise to reflect curriculum intent. This presents a further challenge from the macro level of how best to support teachers and schools in ensuring that disparities in understanding, capability, and motivations towards realising the curriculum intentions do not occur across the education system (Sinnema and Stoll, 2020). It could be argued that a significant challenge for Wales is in the sharing of the curriculum’s vision, concepts and policies in a coherent, clear and purposeful way to ensure that all  stakeholders have an ongoing shared understanding. To this end, Wales’ use of digital networks such as Hwb (digital learning and resource sharing platform) and the Professional Learning Passport (digital learning platform) have been commended by the OECD (2017) as ‘stand out’ progress to enhance collaboration and knowledge sharing within and across school and across the wider education system. However, within the same report, the OECD (2017) shared concerns about the variability in the way practitioners can interpret the curricula aspirations, principles and guidance which can significantly affect the way in which they are implemented. Such variability about the purposes, other key aspects and their implications for practice were evident in the responses from education professionals in Wales (OECD, 2017). Similar challenges were highlighted in the CfE. Livingston (2012, in Yr Athrofa, 2018) suggests that in efforts to share a unified understanding in across professional networks, how stakeholders disseminated and enacted their understanding in their own schools had relied largely on their interpretation on how to implement this understanding. The author maintains that this may have resulted in ‘misinterpretations and inconsistencies’ (p. 28). 
In Wales, there has been a focus on collaboration in professional networks in the early stages of curriculum construction such as Pioneer Schools (WG, 2015). These networks are central to sense making and leading the understanding of practical curriculum realisations however Hizli and Priestley (2017) report that they have been subject to criticism for their exclusion of ‘non-pioneer school’ teachers. Particularly when ensuring key aspects of the curriculum are Spread consistently across Wales ensuring that ‘…motivations towards and practices consistent with the new curriculum occur not just in pockets but across the system’ (Sinnema and Stoll, 2020, p.12). In fact, it was reported that in their submission to the CYPEC (2017), teachers’ unions shared concerns that teachers in Wales were not prepared for CfW adding that there is a lack of awareness and Pioneer Schools need to share their knowledge consistently across schools and other networks. At the same time, even when  the clarity of understanding about curriculum objectives was high, there was uncertainty about how this would translate in practice and most notably, this was evident even among those in Pioneer Schools (OECD, 2017). In response, the WG (2019a) have established national networks for each of the AoLE. Moreover, developing Schools as Learning Organisations (SLO) (2019b) is seen as progress towards a more consistent approach to the Spread of the curriculum. Specifically, SLO are have the capacity to create and adapt to change through a unified approach to realising Wales’ education vision within the model both individually and collaboratively. Nonetheless, in a review of the development of the SLO model in Wales, the OECD (2018) found that whilst many schools are  on the way to developing as Learning Organisations, a significant amount of schools were far from realising this objective and schools were engaging unequally with the model’s seven dimensions. 

Reach
Improved learner outcomes are is usually a major motivator for curriculum reform priorities however Reach identifies the challenge in ensuring that the process from curriculum visions for enhanced learner outcomes to fulfilling those aims in practice reaches the intended learners with the intended outcomes defined as the ‘touchstone’ for curriculum realisation (Sinnema and Stroll, 2020). Sinnema et al (2020) propose that learner’s outcomes, engagement, and experiences with a curriculum are dependent on their teachers who interpret, locally design and put into practice. The authors argue that it can lead to ‘remarkable, ground-breaking, and thoroughly impressive outcomes’ (p. 184). Equally, locally designed curriculum makes learning more relevant to learners and can result in improved engagement. Moreover, the OECD (2020) states that international examples of this approach to curriculum design have shown this to be challenging. Improved student outcomes are conditional on accountability, support to practitioners and the quality and capacities of the practitioners themselves. The OECD (2020) points to Finland as an example of success and identifies their high-quality teachers and their collaborative and transparent culture of practice. Accordingly, the WG (2017) recognise developing a ‘high-calibre workforce’ as an enabling objective in successful implementation of the CfW. Indeed, Kirsty Williams (Wales’ current Education Minister) (WG, 2017) noted that ‘An education system cannot exceed the quality of its teachers’ (Foreword). In line with this, the WG introduced The New Deal for the Education Workforce (WG, 2015) to improve the quality of its education workforce through development in professional learning, working collaboratively and re  however the CYPEC (2017) claimed that they had not yet been fully understood or implemented in the profession. The WG have highlighted the journey in raising student outcomes in Education in Wales- Our National Mission: Update October 2020 (WG, 2020). In this review, the WG report that: between 2016 and 2019, pupils Eligible for Free School Meals (eFSM) (An indicator of economic disadvantage) have improved performances science in addition to a 4% reduction in the attainment gap (Gap between attainment levels of eFSM learners and non-eFSM learners); in 2019, Wales’ A*- A grades at A level were the UK highest; 86% of Year 9 students reach the expected core assessment levels; and Wales achieved its highest PISA reading and mathematics score. 
Sinnema and Stoll’s (2020) Model of Curriculum Realisation has provided a frame in which Wales’ current efforts towards successful curriculum implementation and the expectations Wales’ has for its curriculum initial roll out in 2022 are understood in this article as ‘Where we are’ and ‘Where we need to go’. Emerging themes from the challenges will form the discussion of ‘How to get there’ intended to understand the bridging of the gap between policy and practice. Notably, the importance of: professional development and working collaboratively as members within SLO; limiting the impact of environmental barriers of non-linear interplay of curriculum sense making; and understanding the importance of high quality, capable teachers as ‘agents of change’ within a locally designed, learner centred approach to improving student outcomes. 

Implementing the CfW: How to get there 
The emerging themes from the current progress and challenges identified in this article emphasised the important role of the teacher and their capacities within the construction, design, and implementation of the CfW. There is further emphasis about the way in which the teacher engages with the CfW (Pace), understanding in ‘depth’  curriculum aspirations and key concepts and work both individually and collaboratively (Spread) to develop practices which transfer curriculum aspirations into pedagogy to improve student outcomes (Reach). Finally, it identified the significant role of the  ‘re-professionalised’, autonomous teacher shifted from curriculum deliverer to curriculum innovator. 

Teacher Agency
It is within this ‘reprofessionalised’ role that teacher agency becomes an ‘indispensable element of good and meaningful education’ (Biesta et al, 2015, p.1). Sinnema et al (2020) propose that the CfW provides conditions conducive to agency, both through the autonomy in delivering co-constructed curricula and by process of construction in itself. Adding further weight, Hizli and Priestley (2018) suggest  that the importance of teacher agency is identified in the process of balancing policy framework with local needs of schools and this is tailored approach that ensure that it is more relevant to Reach the learners who experience it. 
Biesta et al (2015) propose a theoretical lens for understanding the concept of teacher agency. The authors shift the sociological roots into a ‘ecological’ understanding. Rather than agency ‘residing’ in teachers, this views agency as an ‘actor-situation transaction’ and one in which is a result of the interplay of environmental factors and individual action. Consequently,  agency is defined as action rather than an inherent capacity. In schools, teacher agency is viewed as moving away from repetitive directed practices but the capacity for autonomy through intentional transformation of practices (Hadar and Weisman, 2018).  Environmental factors that are facilitate the achievement of ecological agency are within professional development, supportive leadership and the limitation of barriers to these (e.g. funding, time, workload) identified in England and Scotland’s curriculum implementation (Miller and McPherson, 2019). This is echoed by Taylor et al (2015):
‘…professional learning which aim to build teachers’ interpretive and associative knowledge and privilege a conceptual rather than a linear approach…enables greater agency and creativity… and more effective learning outcomes for all students… planning and leading learning experiences creatively, flexibly and responsibly…’ (p. 14)

King and Roberts (2020) findings concluded that participants within their study correlated their sense of preparedness of  their curricula change with increased teacher agency as they were better placed in understanding the curricula than external sources and it is the level of Depth that is required for implementing CfW. Similarly, Jenkins (2019) identified three types of teacher agency within a longitudinal study of  curriculum reform in Queensland (2011-2013): Proactive, Reactive and Passive agency. Proactive agency was the result of practitioner led curriculum change which responded to perceived need other than what was prescribed. Change that occurred as a consequence of directed change rather than initiated and Passive agency occurred when practitioners did not engage with change but rather maintained the pedagogies and curricula content they had previously. practitioners with Proactive agency created innovative and original curricula that met the learning needs of their learners and resulted in a sense of ownership conducive to sustaining engagement and motivation towards curriculum implementation. The author suggests that ensuring that the conditions to facilitating Proactive agency will benefit implementation. Jenkins (2019) identified motivation, positive collegial environments and quality personal development. To promote this type of agency in constructing and implementing the CfW, efforts to establish SLO and relevant and quality teacher development promised in WG initiatives (2019a, 2019b) which will address Pace and Spread challenges will need to be realised in practice. 

Conclusion 
A literature review of educational discourse, research and government policies was undertaken to determine the challenges and efforts towards these challenges that a teacher in Wales is facing in implementing the CfW. The Model of Curriculum Realisation was used to frame the review. The model sets out four challenges (Depth, Pace, Spread and Reach) to implementing curriculums in which a critical review of the research was discussed in terms of ‘Where we are’ and ‘Where we need to go’. Themes in addressing these challenges emerged from the analysis. Professional development, collaborative learning within schools and across the education system and limiting the environmental barriers to realising these in practice. 
The lack of funding and workload issues is both a challenge for implementing and addressing Depth. Funding access to the professional develop and networks required for understanding the principles and key aspects of the curriculum was also seen to hinder the achievement of teacher agency. In addressing these, the WG has provided guidance to reduce workload and prioritised professional learning outline in the ‘New Deal’, SLO and PLP and by investing in development outlined in Our National Mission. However, there are concerns that Professional learning is still undeveloped and could lead to teachers falling back on old pedagogical habits and textbooks. 
On the one hand, addressing teachers under preparedness could be argued as a priority as curriculum implementation nears. However, there is an argument for providing teachers the time and space for sense making. Overloading of curriculum content could become burdensome and ‘Over assimilating’ which may impact negatively on the conditions required for meaningful engagement and proactive agency. Furthermore, it could be suggested that variability in teacher’s understanding and competencies may result in disparities across the system and thus impacting the clear and cohesive approach required for implementation of the CfW. Teachers and other educational professionals at the micro level are a core part of the construction and implementation of the CfW and ensuring that teachers are using their agency to innovate practices and localise curricular, schools must ensure that they are establishing lines of communication in and across schools. In addition, the potential for improved learner outcomes and engagement within school is seen as something which can prove ‘remarkable’. Teachers and other school practitioners understand their learners best and as such are best placed to developing localised curricular. Teachers who achieve agency in curriculum making increase the likelihood of improved outcome for their learners. To this end, schools should establish their institutes as SLO and could work towards developing school environments and cultures which are highly collaborative and transparent as seen in successful localised curricula in Finland. 
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