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Glossary
	Abbreviation/Term
	Definition

	CfW
	Curriculum for Wales – a national framework introduced to reform education in Wales.

	AoLE
	Areas of Learning and Experience – six broad areas forming the structure of the CfW.

	PLC
	Professional Learning Community – a group of educators collaborating for ongoing development.

	NQT
	Newly Qualified Teacher – a teacher in the first year(s) of their professional career.

	Estyn
	The education and training inspectorate for Wales.

	OECD
	Organisation for Economic Co-operation and Development – provides policy research and guidance.

	Progression Step
	A broad expectation of learning development in CfW, replacing traditional key stages.

	Cross-curricular responsibilities
	Literacy, numeracy, and digital competence, which must be embedded across AoLEs.





Introduction
The Curriculum for Wales (CfW) represents one of the most ambitious educational reforms in recent UK history, aiming to create a more flexible, inclusive, and forward-looking curriculum suited to the demands of 21st-century learners (Welsh Government, 2020). Grounded in four core purposes and designed to foster progression, learner agency, and holistic development, the CfW marks a decisive shift away from prescriptive content-driven models towards a framework that empowers schools and teachers to co-construct the curriculum in line with local needs and contexts. This shift places significant responsibility on practitioners, particularly in terms of professional autonomy, curriculum design, and pedagogical innovation.
Given the scale and scope of the reform, the successful implementation of the CfW is heavily dependent on the professional development and preparedness of educators. Teachers are not only expected to understand and interpret the vision of the new curriculum but also to design and deliver learning that aligns with its principles, often with limited precedent or ready-made materials. As such, questions surrounding the effectiveness of professional learning, the challenges of implementation, and the real-world impact on learners have emerged as central concerns within the growing body of research.
This literature review critically explores the current academic and policy literature relating to the Curriculum for Wales, with a particular focus on professional development and its role in shaping successful implementation. Key themes examined include the policy context and structural vision of the curriculum; practitioner perspectives on reform; strategies for supporting professional learning; successes and barriers in implementation; emerging evidence on learner outcomes; and critical viewpoints on equity, system capacity, and accountability. By synthesising these areas, the review aims to identify gaps in the existing evidence base and provide a foundation for the present study, which seeks to explore how educators are experiencing and enacting the Curriculum for Wales in practice.
Historical and Policy Context 
Prior to the implementation of the Curriculum for Wales (CfW), Welsh schools followed the National Curriculum, which had been introduced across both England and Wales in 1988 (UK Government, 1988). Although Wales acquired devolved powers over education in 1999, Bruce (2012) notes that many of the key features of the curriculum remained closely aligned with those in England for a considerable period. These included a subject-specific framework and a centralised, prescriptive approach to both curriculum planning and assessment (Harper, 2009). White (2003) further observes that the pre-CfW curriculum was predominantly shaped by compartmentalised subject teaching, in which disciplines such as history, geography, and science were delivered in isolation from one another. The system placed significant emphasis on summative assessment, particularly at the end of key stages, and offered limited scope for teachers to adapt learning to local contexts or the individual needs of learners.
This traditional approach to curriculum design has been widely criticised, critics such as Fogarty and Pete (2009) argue that teaching subjects in isolation can inhibit students’ ability to draw connections across disciplines and to apply knowledge and skills in meaningful, integrated ways. Erickson and Lanning (2013) believe narrow curricular focus, devoid of broader context, is also associated with surface-level learning and rote memorisation, rather than the development of deep conceptual understanding. Educational theorists such as Dewey (1938) and Bruner (1960) have long advocated for integrated models of learning, emphasising that knowledge acquires greater educational value when it is contextualised and interconnected. Dewey (1938) rejected rigid, traditional models of schooling and promoted experiential learning grounded in continuity and real-world relevance. His work underscores the importance of holistic, meaningful education that reflects the complexity of learners' lived experiences.
A number of factors contributed to growing calls for curricular reform according to scholars such as Gatley (2020) and Power, Newton and Taylor (2020). The existing framework was widely regarded as outdated and insufficiently responsive to the demands of a rapidly evolving 21st-century society. Concerns were also raised about Wales’ consistent underperformance in international assessments such as the Programme for International Student Assessment (PISA), which suggested fundamental issues with educational outcomes (OECD, 2025). Moreover, employers and other stakeholders highlighted a lack of essential, transferable skills among school-leavers, such as creativity, critical thinking, and problem-solving. In addition, the system was criticised for failing to adequately engage learners, particularly those from disadvantaged backgrounds, further exacerbating issues of educational inequality (Power, Newton and Taylor, 2020).
A significant turning point in Welsh educational reform occurred with the publication of Successful Futures, authored by Professor Graham Donaldson in 2015 (Donaldson, 2015). The report called for a "radical departure" from the traditional, content-heavy curriculum model and advocated for a purpose-led framework that would better prepare learners for the complexities of modern life. Donaldson’s (2015) vision laid the conceptual groundwork for the Curriculum for Wales, which places strong emphasis on holistic development, learner engagement, and enhanced professional autonomy in curriculum design.
Central to the report is the idea that the curriculum should support the development of capable, healthy, and adaptable individuals who are equipped to meet future challenges. It advocates for the integration of Welsh values, bilingualism, and a sense of national identity as essential components of a meaningful education. Donaldson (2015) also underscores the need for greater flexibility and inclusivity, encouraging schools and educators to take ownership of curriculum development and adapt learning experiences to meet the evolving needs of their students.
The report has been widely commended by educational scholars such as Priestley and Phillippou (2019) and policy inspectorates such as Estyn (2023) for shifting the focus from a rigid, subject-based curriculum to one that prioritises key competencies, such as digital literacy, creativity, critical thinking, and problem-solving. These priorities align with international educational trends that favour skills-based learning over traditional content transmission according to Collen, Liu and O’Boyle (2023). While the report is broadly viewed as a bold and progressive step toward modernising education in Wales, scholars such as Sinnema, Nieveen and Priestley (2020) and Power, Newton and Taylor (2020) have also stressed the importance of robust implementation strategies, adequate professional support, and consistent evaluation to ensure that the reform achieves its intended outcomes.
Vision and Structure of the CfW
The Curriculum for Wales (CfW) is a national curriculum framework introduced with the aim of reforming and modernising education across Wales. It became statutory for all primary schools and for selected year groups in secondary education in September 2022, with full implementation scheduled to be completed by 2026. At the heart of the CfW is a set of four overarching purposes, which articulate the vision for education in Wales. The curriculum aspires to develop learners who are ambitious and capable, enterprising and creative, ethical and informed, and healthy and confident. These purposes are intended to guide not only what learners should achieve, but also how schools design learning experiences to support holistic development (Welsh Government, 2025). 
In addition to its structural innovations, the CfW places strong emphasis on well-being, inclusion, and equity, priorities that are especially pertinent in light of growing concerns over pupil mental health and disengagement from education (John et al, 2022). This alignment with contemporary challenges underscores the curriculum’s potential not only as a pedagogical tool but also as a wider social intervention aimed at fostering resilience, belonging, and lifelong learning.
Departing from the traditional model of discrete subject teaching, the CfW is structured around six interdisciplinary Areas of Learning and Experience (AoLEs): Expressive Arts; Health and Well-being; Humanities; Languages, Literacy and Communication; Mathematics and Numeracy; and Science and Technology. This structure is designed to encourage cross-curricular learning and to enable students to make meaningful connections between different domains of knowledge. The Curriculum for Wales thus represents a significant shift away from a rigid, content-driven approach to one that is more flexible, inclusive, and future-oriented. Its emphasis on integrated learning, skill development, and learner agency aims to better prepare young people to navigate the complexities of an increasingly dynamic and interconnected world (Welsh Government, 2025).
Critical Perspectives on the Curriculum for Wales: Insights from the Literature
The literature on the CfW reveals a nuanced landscape of both optimism and critical reflection, as Wales undertakes one of its most transformative educational reforms in recent history. The curriculum represents a deliberate departure from a traditional, prescriptive model towards one that prioritises learner development through four overarching purposes: to become ambitious, capable learners; enterprising, creative contributors; ethical, informed citizens; and healthy, confident individuals. This reform has been widely commended for promoting a holistic, learner-centred ethos, with commentators highlighting its potential to foster deeper engagement and cross-curricular understanding (Estyn, 2023).
Supporters of the CfW such as Glover and Hutchinson (2023) underscore the increased professional autonomy it affords educators, enabling greater local flexibility and responsiveness to pupils’ needs. Central to this reform was the decision to involve teachers directly in the curriculum’s co-construction, a move viewed as both innovative and empowering according to Jones and Evans (2023). By positioning teachers as co-creators, the Welsh Government sought to ensure that the curriculum would be professionally owned, locally relevant, and practically grounded (Donaldson, 2020). This participatory model helped restore professional trust, encouraged teacher agency, and moved away from top-down policy imposition, allowing educators to contribute classroom-based insights and pedagogical relevance to the design process (Donaldson, 2015 and Furlong et al 2021).
However, this approach has also prompted valid criticisms. Scholars and practitioners have voiced concerns over inconsistencies in curriculum interpretation and implementation across schools, attributing this partly to the broad flexibility and lack of a centralised framework (Power, Newton and Taylor, 2020 and Evans, 2022). Moreover, Titley, Davies and Atherton (2020) argue not all teachers possess specialised training in curriculum design, leading to questions about the coherence, depth, and long-term sustainability of the resulting educational experiences. The increased workload associated with curriculum development has further intensified existing pressures on educators, particularly where professional learning support has been limited. As such, while the inclusion of teachers in the CfW’s design is seen as a progressive step towards collaboration and contextualisation, Boyle and Charles (2016) assert a curriculums success ultimately depends on the provision of robust support structures, consistent guidance, and equitable resourcing. Taylor, Rhys and Waldron (2019) champion this notion, highlighting it is imperative the government provide adequate support to institutions to ensure successful implementation. 
The role of the Welsh Joint Education Committee (WJEC) in the development of the CfW has been primarily centred on assessment design, resource production, and implementation support, rather than on the core design of the curriculum itself (WJEC, 2024). This limited involvement reflects longstanding concerns, dating back to 1993, regarding the separation of assessment and curriculum development. Critics have historically warned that allocating assessment responsibilities to external bodies, such as WJEC, without their meaningful involvement in curriculum design, risks marginalising essential curriculum expertise (Hansard, 1993). Critics, such as Smith (2024) have argued that the Curriculum for Wales lacks sufficient clarity and is not firmly grounded in evidence-based educational principles. Such critiques imply that the limited involvement of experienced organisations, including the WJEC, in the initial stages of curriculum development may have contributed to structural weaknesses within the framework. These perspectives support the view that key stakeholders were not fully engaged during the preparatory and developmental phases of the reform, potentially undermining the curriculum’s coherence and effectiveness.
Upon reviewing the literature, it becomes evident that initial discourse surrounding the New CfW was overwhelmingly positive and aspirational, with scholars and policymakers emphasising its potential to transform educational experiences through a more holistic, learner-centred approach (Donaldson, 2015 and Glover and Hutchinson, 2023). However, as the implementation process has progressed, there has been a discernible shift in tone within the academic and professional literature. More recent analyses adopt a cautious or critical stance, raising concerns about the curriculum’s practical application, the variability in readiness among schools, and the adequacy of professional development to support its enactment (Titley, Davies and Atherton 2020 and Titley, 2024). This evolving narrative suggests a growing ambivalence regarding whether the curriculum's ambitious vision is being realised fairly and effectively across the education system in Wales.
Implementation: Successes and Challenges 
The implementation of the CfW in primary schools has demonstrated mixed levels of success, as reflected in academic literature, inspectorate reports, and practitioner feedback according to Davies et al (2024). Initially, many primary schools showed enthusiasm for the curriculum’s vision, with several acting as pioneer schools that contributed to shaping the framework (Welsh Government, 2020). Estyn (2025) identified examples of strong engagement, particularly in schools where leadership was proactive and where staff were afforded sufficient time to engage in curriculum planning. 
Practitioners have generally responded positively to the curriculum’s emphasis on holistic, pupil-centred learning, with the Four Purposes widely viewed as developmentally appropriate for primary-aged learners. Furthermore, Makara Fuller et al (2023) believe the CfW has encouraged collaborative curriculum-making among teaching staff, fostering innovation and allowing for more contextualised approaches to teaching and learning. However, challenges persist. Jones (2023) believes a significant concern lies in the variation in readiness and quality of implementation across schools, especially between those that are well-resourced and those facing structural disadvantages (Evans, 2023). Wall (2024) champions this notion further highlighting some schools continue to face difficulties in fully embedding the curriculum design principles due to time constraints and a lack of staff confidence. In smaller or rural schools, teachers have expressed feeling overwhelmed by the responsibility of designing and mapping out curricula independently according to research conducted by Chapman (2020). Additionally, access to high-quality and consistent professional learning remains uneven according to Hutt, Smith and Jones, (2024) leaving some educators underprepared to translate the broad curriculum framework into coherent and progressive learning experiences (OECD, 2020). The transition from standardised assessments to progression-based models has also led to uncertainty, with many teachers reporting challenges in understanding how to meaningfully assess pupil progress within the new structure.
In contrast, the implementation of the CfW within secondary schools has proven to be more complex and uneven than in primary education, shaped by a series of systemic, structural, and cultural challenges (Evans, 2023). Unlike many primary schools, which had begun engaging with the CfW principles in the years preceding statutory implementation, secondary schools have been comparatively slower to adapt. Thomas et al (2023) argues this delay can be attributed in part to the inherent complexity of secondary education, where subject specialism, departmental silos, and examination-focused structures pose significant barriers to adopting a more integrated and progression-based curriculum model (OECD, 2020). Estyn (2022) has highlighted considerable variation in how secondary schools interpret and apply the curriculum, noting that some institutions have approached implementation in a fragmented or superficial manner. Such inconsistencies are often driven by ongoing concerns regarding qualifications, performance metrics, and the alignment between CfW and existing GCSE assessment frameworks.
Subject-specialist teachers have expressed apprehension about the potential erosion of disciplinary depth, perceiving the curriculum’s emphasis on broad, cross-curricular outcomes as a challenge to their professional identity and pedagogical practices (Titley, 2024). Glover and Hutchinson (2023) draw attention to the logistical demands of restructuring timetables and developing schemes of work across multiple key stages further complicate the process. Many educators report feeling underprepared and overburdened, citing limited access to high-quality professional learning and continued ambiguity around assessment and progression as key barriers to confident implementation (Titley, 2024). 
Although there are isolated instances of effective implementation, particularly in secondary schools where leadership has prioritised whole-school curriculum planning and fostered interdepartmental collaboration, the broader landscape remains marked by caution and inconsistency. Emerging literature highlights the need for clearer national guidance, sustained investment in high-quality professional development, and stronger alignment between curriculum and assessment frameworks to support the effective realisation of the Curriculum for Wales (Evans, 2021). Without such systemic support, there is a risk of exacerbating regional disparities in educational provision, potentially resulting in a ‘postcode lottery’ in which the quality of a learner’s educational experience is largely determined by the individual school's capacity and access to resources. 
In addition to these structural challenges, scholars and professional bodies have raised further concerns about the implementation process. A prominent issue is the perceived lack of detailed guidance and standardisation, which has left many teachers uncertain about how to approach curriculum planning, progression mapping, and assessment design (Evans, 2022). While the flexibility of the CfW framework is often cited as a strength, it also carries the risk of considerable variation in curriculum quality and delivery across schools. This has led to anxieties about educational equity, particularly for schools situated in socioeconomically disadvantaged areas that may lack the resources, capacity, or support systems needed to effectively implement the new curriculum (Thomas et al, 2023). Moreover, teaching unions and education researchers have voiced concerns about increased workload pressures, with educators expected to develop bespoke, school-specific curricula without always receiving adequate professional learning opportunities or institutional support (Scott, Limbert and Sykes, 2024). These concerns underscore the notion that while the Curriculum for Wales represents a forward-thinking vision for education reform, its success depends heavily on the provision of coherent national guidance, standardised assessment frameworks, and targeted support mechanisms to assist schools and practitioners across the Welsh education system.

Practitioner perspectives
Teachers were granted substantial autonomy to design curriculum approaches under the CfW. However, this freedom was not always accompanied by sufficient guidance from school leadership or national bodies, resulting in uncertainty for many practitioners. Educators often reported feeling pressured to make high-stakes decisions regarding curriculum planning and design without clear strategic direction according to research conducted by Titley, Davies and Atherton (2020). In response, some schools established cross-departmental curriculum teams that met regularly to ensure coherence and reduce fragmentation in learning experiences. This collaborative approach fostered a sense of professional community, which served as a protective factor against isolation and workload-related stress (DeMatthews et al, 2021).
Understanding the views of teachers and school leaders is essential in evaluating the success of the CfW, as practitioners are at the heart of its implementation. The CfW was designed to offer schools greater autonomy, with the intention of empowering teachers as curriculum-makers. However, this shift has produced mixed responses across the profession. Several studies have indicated that while many teachers welcome the increased flexibility and creativity afforded by the CfW, concerns persist around the readiness of schools and staff to fully embrace the reform (Evans, 2023). According to Estyn (2023), there is considerable variation in how schools interpret and enact the new curriculum, with some demonstrating innovative practice and others struggling to move beyond compliance-based approaches.
A recurring theme in the literature is the issue of professional confidence. Power, Newton and Taylor (2020) found that many Welsh teachers felt underprepared for the curriculum-making role due to limited training and inconsistent professional learning opportunities. Similarly, a study by Estyn (2022) highlighted disparities in professional development across local authorities, with some practitioners reporting strong support from regional consortia and others experiencing a lack of direction. Workload also features prominently in practitioner feedback. The additional demands associated with curriculum design, alongside existing responsibilities, have led to increased stress for some staff (Ffion et al., 2023). For newly qualified teachers in particular, the absence of a clearly prescribed national curriculum has raised concerns about workload and expectations (Waters, 2020).
Nevertheless, there is evidence of growing professional agency and innovation in schools that have embraced the CfW’s ethos. Case studies from Jones and Evans (2023) suggest that when schools are supported appropriately, teachers demonstrate enthusiasm for co-constructing curriculum with learners and colleagues. These developments reflect a broader cultural shift towards collaboration and autonomy within the Welsh education system.
In summary, practitioner perspectives highlight both the transformative potential and practical challenges of CfW implementation. While many educators are supportive of its aims, sustained and equitable professional development remains critical to ensuring that all practitioners feel confident and capable in enacting the curriculum. 
Supporting Professional Development for the implementation of Curriculum for Wales
The successful implementation of the CfW  depends significantly on the quality and relevance of professional development (PD) provided to educators. As the curriculum promotes autonomy, creativity, and learner-centred pedagogies, professional learning must be equally adaptive and reflective of these core principles (Welsh Government, 2020). 
One widely recommended strategy is the development of collaborative Professional Learning Communities (PLCs). Research suggests that PLCs foster sustained, context-sensitive learning through collective reflection and peer dialogue (Stoll et al., 2018). In the Welsh context, PLCs can support teachers in designing cross-disciplinary learning experiences aligned with the curriculum’s four purposes, while also enabling consistency across key stages through cluster collaboration (Donaldson, 2015). Coaching and mentoring models have also been identified as effective means of supporting professional growth. When embedded in school culture, these approaches can enhance individual confidence and competence in enacting curricular change (Hobson and Malderez, 2013). Mentoring is particularly beneficial for newly qualified teachers, who may require additional scaffolding to navigate the complexity of curriculum reform (Ingersoll and Strong, 2011). Engagement with research-informed practice is another critical aspect. Encouraging teachers to participate in school-based inquiry or action research initiatives can deepen their understanding of effective pedagogical approaches and promote a culture of continuous improvement (Cordingley et al., 2015). Partnerships with universities or regional consortia further strengthen these opportunities. 
In line with the curriculum’s emphasis on autonomy, reflective practice should be embedded within professional learning. The Welsh Government (2022) has advocated for schools to use self-evaluation tools to facilitate professional dialogue and ongoing refinement of practice. Such approaches foster a culture where teachers are trusted to exercise professional judgement and adapt practice to meet learner needs. Finally, effective PD requires structural support. Adequate time, resourcing, and leadership are essential to enable meaningful engagement with professional learning. School leaders play a pivotal role in cultivating supportive environments for curriculum reform and distributing leadership responsibilities to sustain momentum. 
Impact on learners: Emerging evidence 
Although the full impact of the CfW will take time to materialise, early evaluations and practitioner insights offer some emerging evidence regarding its effect on learners. Central to the new curriculum is a focus on the development of ambitious, capable learners who are ethically informed, healthy, enterprising, and creative (Welsh Government, 2020). This shift away from content-heavy, assessment-driven approaches towards a more holistic model of learning is beginning to show promise in shaping learner experiences and engagement.
Initial reports from schools piloting the curriculum suggest increased learner motivation and ownership of learning. According to Estyn (2023), many learners in these early adopter settings demonstrated greater confidence and independence, particularly when engaged in enquiry-based or thematic learning approaches. This aligns with findings from international research indicating that learner agency and engagement improve when curricula are flexible and designed around meaningful contexts (OECD, 2020). Furthermore, the emphasis on progression rather than age-related attainment appears to be fostering a more inclusive learning environment. Progression steps are designed to accommodate different paces of learning, which may help reduce anxiety linked to high-stakes testing and enable learners to develop deeper understanding over time (Donaldson, 2015). According to a study conducted by Thomas et al (2023), early qualitative feedback from practitioners suggests that this model allows for more personalised learning pathways that are responsive to individual learner needs, as well as more holistic and formative judgements about learner progress, moving away from narrow, data-driven assessment practices towards a broader understanding of development over time. 
The integration of cross-curricular skills such as; literacy, numeracy and digital competence, is also beginning to influence learner outcomes. Some schools report improvements in digital fluency and problem-solving when these skills are embedded across disciplines rather than taught in isolation (Welsh Government, 2023). However, this requires significant pedagogical skill and curriculum design capacity on the part of educators, suggesting that the benefits to learners are closely tied to the quality of professional implementation as touched on previously.
Nonetheless, challenges remain. There are concerns about the consistency of learner experiences across different schools and local authorities, due in part to the high degree of professional autonomy granted under the new model (Power, Newton and Taylor, 2020). This variability may lead to inequities in curriculum delivery and learner outcomes, as differences in school capacity, teacher expertise, and resource availability can result in uneven implementation across settings. Such disparities risk undermining the curriculum’s equity ambitions unless they are addressed through robust quality assurance processes, sustained professional support, and clear national guidance to ensure consistency without compromising professional autonomy.
Moreover, while learner wellbeing is a foundational aim of the CfW, evidence of its direct and sustained impact in this area remains in the early stages of development. The curriculum places significant emphasis on fostering emotionally and socially resilient learners, embedding wellbeing across all Areas of Learning and Experience (AoLEs). Early evaluations indicate that learners value the increased focus on personal and social education, particularly the new emphasis on ethical citizenship, mental health, and emotional literacy (Estyn, 2023). Teachers have reported improved learner engagement during sessions focused on wellbeing-related themes, suggesting that the curriculum’s holistic intentions are resonating with pupils. However, current findings are largely based on small-scale or anecdotal evidence. Comprehensive longitudinal studies are still needed to evaluate the long-term impact of the curriculum on learners’ psychological wellbeing, social development, and overall life satisfaction, especially across diverse demographic and socio-economic contexts.
In summary, the early evidence suggests that the Curriculum for Wales holds the potential to positively impact learners by promoting agency, inclusion, and holistic development. However, the scale and consistency of this impact will likely depend on the ongoing professional learning of teachers, the strength of curriculum design, and the effectiveness of school-level leadership and evaluation systems.
Conclusion 
The literature reviewed presents a multifaceted understanding of the CfW, positioning it as a bold and transformative reform grounded in a vision of holistic, inclusive, and future-oriented education. At its core, the curriculum is designed to develop ambitious, capable learners and ethical, informed citizens through an integrated, purpose-led structure that values progression, wellbeing, and cross-disciplinary skills. The policy context surrounding the CfW is similarly ambitious, emphasising school-level autonomy, practitioner agency, and a departure from overly prescriptive content models in favour of professional trust and contextual relevance.
The implementation of this vision has been both promising and complex. While many practitioners express broad support for the curriculum’s aims, the literature reveals that realising these ambitions requires a substantial shift in pedagogical thinking and curriculum design capacity. Success is closely tied to the quality of professional development available to educators. Research indicates that collaborative approaches, such as Professional Learning Communities (PLCs), coaching, mentoring, and enquiry-led professional learning, are essential in supporting practitioners to develop the skills, confidence, and critical understanding needed to co-construct the curriculum within their contexts.
Practitioner perspectives across the literature reveal a mix of optimism and uncertainty. While teachers welcome the flexibility and autonomy offered by the CfW, many also highlight challenges related to workload, curriculum design, and inconsistent access to support. A common concern is the variation in school-level implementation, raising questions about equity and consistency across the system. This tension between autonomy and accountability underscores the need for a more coherent national framework of guidance, professional learning, and evaluation.
Emerging evidence on the impact of the CfW on learners is cautiously optimistic. Early qualitative findings suggest improvements in learner engagement, independence, and wellbeing, particularly where schools have embedded enquiry-based and inclusive approaches. The curriculum’s emphasis on progression over performance, along with its focus on ethical citizenship and personal development, appears to resonate positively with learners. However, the lack of robust, long-term data means that the true impact remains largely speculative at this stage. More longitudinal research is required to understand the sustained effects on educational equity, attainment, and learner wellbeing.
Critical perspectives in the literature offer valuable insights into the broader structural and socio-political challenges that may shape the success of the CfW. Concerns about policy coherence, the capacity of the system to manage large-scale reform, and the risk of perpetuating inequalities through uneven implementation suggest that the curriculum’s long-term success will depend not only on local innovation but also on national leadership, system-wide investment, and continuous evaluation.
In conclusion, while the Curriculum for Wales represents a significant departure from traditional curriculum models, its success is not guaranteed. The literature suggests that meaningful implementation will rely on a system-wide commitment to professional development, equity in support structures, and sustained research into learner outcomes. This review highlights both the promise and the complexity of the reform, and it reinforces the importance of investigating how teachers, particularly those in the early stages of their careers, are navigating the demands of this evolving educational landscape.
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