A consideration of the opportunities and challenges for the development of a pedagogy to deliver the Curriculum for Wales.

Context
I work as the wider curriculum advisor in a regional education consortium. I support 35 secondary schools in non-core GCSE’s.  I work particularly closely with schools and practitioners who are supporting the delivery of our GCSE support programme, and those who are receiving focused support.  My assignment will focus on developing pedagogy for the new curriculum in secondary settings.  In the literature review I have chosen to focus on issues and challenges facing secondary school leaders in developing a dialogue in their schools on pedagogical reform.  I have then chosen to focus on the two specific pedagogies outlined in Successful futures: direct teaching and collaborative learning. 

“The best school systems are those that have the best teachers”
(Barber & Mourshed, 2007).
Introduction
The quality of teaching is vital in improving pupils learning (Whelan, 2009; Fullan & Hargreaves, 2016).  Developing a high-quality education profession will be essential for the success of the Curriculum for Wales.  This is objective 1 of the National mission, central to  the Education 2030 goals and  a key focus of the Welsh Government in recent years  (Welsh Government, 2017; Livingston, Schweisfurth, Brace, & Nash, 2017; Welsh Assembly Government, 2009).  Within the new professional standards for teachers and leaders, pedagogy is considered paramount (Welsh Government, 2017). 

Pedagogy has been defined in varied ways at different times and in different cultures. In a narrow sense it is the choices made by teachers in their classroom practice. Sociocultural definitions include the issues that are important to people as they engage in learning, including social order and associated cultural beliefs (Hall, Murphy, & Soler, 2008).  Alexander defines it as the act of teaching, together with the discourse of theories and policies that shape it (Alexander, 2008).  Particularly important are how teachers’ beliefs, experiences, coupled with cultural factors and policy directives, shape pedagogy (Bryan, Carpenter, & Hoult, 2010).  

Successful Futures suggests that choice of pedagogy is best made by teachers themselves based on twelve underlying principles. The principle of subsidiarity encourages teachers to use a blend of teaching approaches, based on the needs of their students, prior learning, and context.   The direction is for schools and teachers to consider what works in teaching, how well it works, what the costs are, and whether it can be scaled up or transferred to their setting (Wiliam, 2018).  This is an exciting opportunity for teachers and leaders to engage with meaningful discussion about what constitutes effective pedagogy.  However, secondary schools will require a great deal of support in dealing with this opportunity. 

Literature review 
Challenges and opportunities for secondary settings
Despite evidence of increased good practice in some schools the most recent Estyn annual report shows that there are fewer judgements of excellence for teaching than any other indicator, and quality of teaching remains a key recommendation (Estyn, 2018; Estyn, 2017). At secondary level the culture of accountability, content heavy examination specifications and time have restricted teachers’ decisions and led to a narrowing of role and approach (Wills & Sandholtz, 2009; Waters, 2013; Estyn, 2017).  As a result, pedagogy in secondary schools has experienced far less reform than higher education (Van Doorn & Van Doorn, 2014).   As is evident in my daily work, there is also large variation between and within secondary schools, and most pedagogy is influenced by ‘teaching to the test’ and key stage four, and increasingly at key stage three.  Evidence suggests that teachers do not always have a shared or valid understanding of what constitutes effective pedagogy, and recent reform is not always achieving positive results (Coe, Alosi, Higgins, & Major, 2014).  A  2017 OECD report noted that Welsh schools needed to improve their ability to respond to students' individual learning needs, develop more differentiated teaching and develop assessment strategies in particular (OECD, 2017).  Data analysis of OECD education rankings, compared to levels of inequality suggest that our system teaches to the test, with learners failing to retain knowledge in the long term  (Stotesbury & Dorling, 2015; Vaughan, 2015). 

In facing the challenge to develop pedagogy for the new curriculum, Successful Futures offers only broad advice to schools (Donaldson, 2015).  The breadth of the pedagogical principles may be intentions, designed to facilitate dialogue and teacher agency. However, they could also mean all things to all people, and be used to justify existing practices without consideration of others. This could encourage a lack of second order engagement with the curriculum that has been noted in Scotland by Priestly and Minty (2013).  Although their research used only a limited sample, it was concluded that many had welcomed the new curriculum initially but had then failed to fully engage with dialogue and change.  It is this second order engagement, through genuine teacher agency, that is needed in schools in Wales. 

Successful Futures encourages all meaningful dialogue on pedagogy in secondary schools to be based on the critical use of research evidence, and fortunately, there is much research to support teachers and school leaders in this task (Hattie, 2009; Marzano).   Meta-analyses allow practitioners to easily access large quantities of research evidence in a manageable way. Hattie provides the largest systematic review of educational research, enabling teachers and leaders to see the teaching approaches that will have the greatest impact on learners (Hattie, 2009 & 2012).  There has been criticism of Hattie’s work for the statistical validity of using effect sizes, analysing research which focus on different ages, abilities, phases and contexts and excluding of studies that are not meta-analyses (Snook, O'Neill, Clark, O'Neill, & Openshaw, 2009).  However, some of Hattie’s critics have themselves been critiqued, and the value of his work is increasingly recognised (Myburgh, 2016).   Similarly, the cost-benefit meta-analysis toolkit provided by the Education Endowment Foundation/Sutton Trust has been criticised by Biesta as for simplifying the complexities of teaching to a causal input-output system (Seith, 2017).   Meta-analysis are “not a panacea, and especially not in education” (Wiliam, 2018), yet they remain influential work that should be used with caution and critical thought by school leaders in developing new pedagogical approaches.  

School leaders can gain valuable insights into pedagogical approaches from other countries, as illustrated by the OECD’s work on innovative pedagogies which suggests 6 emerging innovative pedagogies: blended learning; gamification; experiential learning; embodied learning, computational thinking; and multiliteracies and discussion (Paniagua & Instance, 2018).  The OECDs TALIS project supports innovation through a video library of pedagogical approaches from 8 countries (OECD 2018).  This work encourages innovation to meet the needs of learners in terms of the 21st century knowledge, skills character and meta learning (Fadel, Bialik, & Trilling, 2015).  However, school leaders should be wary of following new pedagogies: not all new pedagogies are good, just like not all old approaches are inherently bad (Fullan & Hargreaves, Bringing the profession ack in: Call to action, 2016).  Following the latest fad has not always been proven to be a good idea, and leaders need to focus more on the quality of the teachers’ implementation of strategies (Wiliam, 2018). 

The emerging curriculum framework will provide school leaders some direction on pedagogy (Welsh Government, 2018).  This will pose challenges for schools, as there are variations in the pedagogical approaches between Areas of Learning and Experience (AoLE’s).  In contrast, much recent work to reduce in school variation has often focused on strict consistency across schools in terms of pedagogy.  The increased cross curricular teaching required in the new curriculum poses a pedagogical challenge   (Savage, 2011, p. 49).  Savage argues that cross-curricular teaching requires a broader repertoire of teaching styles, and a major pedagogical shift for secondary settings (Savage, 2011, p179).  Teachers will have to consider deliberate planning for links between subjects in order to ensure the right balance of knowledge, skills and cross curricular elements.  Secondary settings may well also need timetabling variations and potentially new curriculum models to facilitate cross curricular dimensions: all significant logistical and cultural challenges in schools.  

It is therefore the challenge faced by secondary leaders to create the conditions where teachers can engage in sense making of the new curriculum principles.  This requires collaboration to spread ideas, initiate and implement change.  Hargreaves and O’Connor note the distinction between professional collaboration and collaborative professionalism. The latter describes evidence informed practices of collaboration where deep dialogue, enquiry and feedback and reflective practice are embedded into the culture of the school (Hargreaves & O'Connor, 2018).  It is this that school  leaders need to create. The Schools as Leaning Organisations survey expressly encourages a collaborative culture of inquiry, exploration and innovation within schools, and will be a valuable tool for leaders to develop the conditions for change (Welsh Government, 2017).  The aim for schools should be to create a culture of collective efficacy: the perception of teachers that their efforts will have a positive effect on student learning (Brinson & Steiner, 2007). This was recently rated as having the second highest effect on student outcomes in Hattie’s updated research with an effect size of d=1.57 (Hattie, 2017). 

Professional Learning Communities (PLC’s) are a popular model currently used in Wales that could create collaborative professionalism (Welsh Government, 2013).  Evidence shows well-structured PLCs have a positive impact on student achievement (Vescio, Ross, & Adams, 2008; Bolam, McMahon, Stoll, Thomas, & Wallace, 2005; Owen, 2013).   The key characteristics for a successful PLC’s are effective collaboration, a focus on student learning, teacher authority and continuous teacher learning (Vescio, Ross, & Adams, 2008).  However, as is clear from my own work with schools, PLC’s that are seen as having been forced on teachers by senior leaders are not always welcomed (Bill and Melinda Gates Foundation Education team, 2014). 
[image: ]The model for developing collaborative professionalism currently being trialled in the region is the Critical Collaborative Professional Enquiry (Priestley & Drew, Successful Futures, successful curriculum devlopment; developing the new curricululum in your school, 2016).  This approach has a three-part conceptual phase: engaging with the policies and principles of the new curriculum including educational values; engaging with current practice through identifying what is fit for purpose; and engaging in contextual audit of the barriers and drivers of change. This is then followed by practise and uses the principles of action research in three phases: focusing on the issues or area of concern; interrupting existing practices; and sense-making of the impact of the interruption.  There is much in common between the practice phase of CCPE and PLC’s. The CCPE approach has already been trialled by Pioneer schools within the region (Education Achievement Service, 2017 ).  School A is a pioneer primary school who have used the approach to embed aspects of foundation phase pedagogy into key stage 2. The approach has led to independent learning areas for students, used in conjunction with focused teaching to groups.  In other regions, different approaches have been tried. School D  formed ‘strategy groups’ to research pedagogical approaches (Estyn, 2017). 

[image: ]International models such as Lesson Study could be used for developing collaborative professional dialogue. Using triads to approach action research as this does, is an increasingly common approach here. However, there is limited research into the effectiveness of the lesson study approach (Wiliam, 2018).  

Figure 1: Diagram illustrating the process of lesson Study. Teacher Development Trust (2015) 

School leaders will need to first build greater trust between teachers. This will require practical steps, such as providing the space and protected time for extended engagement. (DeLuca, et al., 2015 & Meirink, Imants, Meijer, & Verloop, 2010).  Leaders will need to ensure that collaboration is neither threatening to participants, nor dictated from above.  Fundamentally school leaders need to ‘let go’ and allow teachers the freedom to develop a system for shaping and implementing pedagogical change in Wales. 

For school leaders the external assessment and examination system is a major barrier to change. Whilst the new qualifications are not developed, many school leaders will be reluctant to engage in large scale reform of pedagogy. Indeed, existing qualifications that measure content reproduction are often a barrier to adoption of new pedagogies (Fullan & Langworthy, 2014). There is also the ethical consideration for secondary leaders in trailing new techniques when existing cohorts of students will be measured under the existing system. 

Direct teaching
It is surprising that direct teaching is specified as a pedagogical approach in Successful Futures  (Donaldson, 2015).  It involves teachers presenting, modelling and explaining ideas and skills, and retaining strong control over the learning process (Skinner, 2010).  Direct teaching is often associated with traditional lecture style ‘chalk and talk’ lessons which have been defined by Professor Gage (2009) as conventional-direct-recitation (CDR).  In recent decades there has been a move away from direct instruction.

Traditional direct teaching has been heavily criticised by constructivist theorists, who stress that learning requires the active construction of knowledge and understanding (Hattie & Yates, 2014; Marton & Booth, 1997).  Direct teaching can lead to passive, dependent learners who ‘receive’ knowledge, get limited feedback, and often become ‘invisible’  and sceptical of learning (Hattie & Yates, 2014 p 45-47; Fullan & Langworthy, 2014).  Direct teaching can also lead to large differences in achievement between receptive and passive learners,  and lead to the view of that learning is memorising and reproducing disciplinary knowledge rather than seeking meaning (Skinner, 2010, p. 40; Marton & Booth, 1997).   Direct teaching can also fail to make clear to pupils the ways of working or main concepts within a subject, such as analysis and evaluation of evidence in History (Geen, 2007 p 20; Alexander, 2008).  The constant use of didactic methods can often be quite boring to pupils. As Confucious said, “knowledge without thinking is labour lost” (1999).

Despite these criticisms, some schools have adopted a strict didactic approach (Birbalsingh, 2016).  School B use direct didactic teaching and drills exclusively, coupled with zero tolerance behaviour policy and a curriculum where knowledge is the top priority.  Teachers impart immutable facts, through teachers reading aloud from booklets with numbered lines, chanting, comprehension activities, followed by memorisation homework, and frequent testing (Birbalsingh, 2016).   Whilst the school has yet to have students’ progress through GCSE’s, they were graded as outstanding in all areas, including teaching and learning in their inspection (Ofsted, 2017).   

However, Hattie defines direct teaching more broadly to include guided and independent practice, regular feedback,  ‘scaffolding’ learning, and learners applying their knowledge in new contexts.  (Hattie, 2009).   In contrast to the common perception of direct teaching as involving learners in a passive way, this definition suggests the active engagement of students in the learning process.  Both Hattie and Donaldson note that direct teaching if often misinterpreted as didactic. 

Based on this definition, there is significant evidence of its effectiveness  (Hattie, 2012).  Hattie concluded that direct instruction has an effect size of 0.59, placing it in the zone of desired effects (Hattie, 2009 & 2012).   Marzano’s research rates overt instruction as the most important teacher-controlled factor.  Whole class interactive teaching is an approach to direct teaching that encourages active participation of learners through assertive questioning, student activity and demonstration of understanding (Petty, 2014).  This approach goes some way to use the benefits of direct teaching, whilst ensuring active engagement and participation of learners and formative  feedback.  

The controversy  surrounding direct and didactic teaching pose issues for school leaders, particularly as it is being positively encouraged in England .  There is a challenge to using direct teaching in the right way, at the right times, and  in a way that maintains the engagement and active participation of learner.  Schools will need to consider the very definition of learning, and whether direct teaching can deliver the four purposes of the curriculum if used exclusively. 

Collaboration
The last 2 decades have seen an increase in  collaborative learning, due to the move to constructivist ideas that enhance the learners’ responsibility for their own learning.  Fisher and Frey see collaborative learning as a vital stage in the process of a learner taking responsibility for their own learning yet conclude that it is a phase of instruction that is often neglected and used as a special event (Fisher & Frey, 2013, p. 7).  

Collaborative learning can enhance critical thinking, problem solving, conceptual understanding, the social and emotional wellbeing of students, and support development of  instrumental skills such as self direction and ability to monitor their own learning (Hmelo-Silver, Chinn, Chan, & O'Donnell, 2013; Muijs & Reynolds, 2010; Jaques & Salmon, 2007).  Collaborative learning gives students chance to negotiate meanings, express themselves and apply their learning.  The Sutton Trust toolkit shows that collaborative learning (excluding peer tutoring) has a moderate impact for a very low cost, ranking it 6th overall with 5+ months impact on learning (Higgins, S; Katsipataki, M; Kokotsaki, D; Coleman, R; Major, L.E; Coe, R, 2014).  They note that collaborate learning increases the effect of other learning strategies, such as digital technology.   Indeed, collaboration is central aspect of the DCF, and many schools are successfully using online tools to develop digital collaboration (Welsh Government, 2016). 

Collaborative work can pose classroom management issues (Kempler Rogat, Linnenbrink-Garcia, & DiDonato, 2013). Collaboration is challenging for pupils with weak communication skills, and  those who lack skills of sharing (Muijs & Reynolds, 2010).   Effective collaborative learning approaches therefore need to be prepared, structured and designed by the teacher, with consideration given to the need to prepare pupils for collaborative work by enhancing their skills (Muijs & Reynolds, 2010).  

On a learning visit I observed how School C was developing collaboration. A self-evaluation led to  action research projects focusing on explicit teaching of collaboration skills, including discussion and active listening.  They subsequently held whole staff training on approaches such as elaborative interrogation and produced pupil resources such as sentence stems for discussions.  A lesson observed during the visit showed effective use of the ABC (Accept Build Challenge) approach to discussions, where learners explained why they agreed with an argument, build on the point with further information, or challenged the argument. 

Effective communication is central to collaboration. Learners need a predisposition to observe, listen, read, watch and to try to understand without “distorted reception” (Jaques & Salmon, 2007 p71).   Teachers need to be aware that there are specific barriers to pupils engaging in group communication, including power games, false or inappropriate assumptions about others in the group, and defensive feelings. 

Research from the University of Cambridge originating in their ‘Thinking Together’ project, has shown teaching of ‘exploratory talk’ to be successful in improving the quality of groupwork, the engagement of students, the quality of the talk, and individual attainment (Wegerif, Perez, Rojas-Drummond, Mercer, & Velez, 2005; Littleton & Mercer, 2013; Mercer & Dawes, 2008; Mercer & Hodgkinson, 2012).  Key features of exploratory talk include: critical and constructively engagement with each other’s ideas; each group member offering relevant ideas; all ideas being considered valuable; asking and answerring questions; trying to reach agreement at each stage; and visible reasoning (Littleton & Mercer, 2013).  

Peer tutoring has strong support from research (Higgins, S; Katsipataki, M; Kokotsaki, D; Coleman, R; Major, L.E; Coe, R, 2014; Muijs & Reynolds, 2010) . However, it is a challenge for peers to clearly understand another child’s current level of understanding and development needs.  It is also not always a mutually beneficial relationship as we would expect the more experienced child to gain less from the paired tutoring activity.  In contrast to peer tutoring, mentoring of students by older people has a very low effect size according to Hattie; its frequent use in secondary phase at present is therefore a question for leaders.  (Hattie, Visible learning for teachers. Maximising impact on learning, 2012). 

For school leaders, collaborative and learning has implications for design of learning environments, teacher professional learning and resourcing. Effective collaboration requires teachers to be confident and trained to consider the content, process and structure of collaboration (Jaques & Salmon, 2007).  There is also the question of balance as Priestley notes “death by cooperative learning is every bit as painful for young people as death by a thousand worksheets” (Priestley & Drew, Successful Futures, successful curriculum devlopment; developing the new curricululum in your school, 2016). 

Conclusion
Successful Futures poses significant, yet not insurmountable challenges for teachers and leaders at secondary level. Creating the culture for change when schools are still embedded in the current accountability and performance culture will be a particular challenge. Supporting more devolved leadership required for collaborative professionalism will be more problematic in schools who are already experiencing challenging circumstances.  Success will depend on motivating the profession, strong leadership with is schools, and a culture change across the system.  The recent changes to ITT and professional standards have started to provide the change in culture. However, for secondaries the accountability and inspection measures and examination system will be the key factors that will determine the success of reform. At this stage the influence that these factors will have is unknown. 



SWOT analysis: An Analysis of the X consortia ability to lead and support the development of pedagogies to support the new curriculum in the region. 

	Strengths

Teacher engagement and agency
Attendance at EAS curriculum reform training events in the summer term of 2018  has been 86% across the 5 Local authorities.  This shows a high level of engagement from schools in learning about the reform process and changes.  Follow up activities after the sessions have been monitored and most schools have undertaken engagement activities within their settings following the events. 

Current professional learning provision: 
Current regional professional learning programmes especially ‘Aiming for Excellence’, and NQT programmes focus on pedagogy (PL offer). 

The consortia have developed and revised the ‘Excellence in Teaching and Leadership’ framework (ETLF). The ETLF provides support for schools in developing pedagogy and is the basis of professional learning programmes. 

Consortia staffing: 
Advisors within the Professional Learning department have experience and expertise in delivering professional learning programmes focusing on pedagogies.  

Advisors have been involved in the curriculum reform process and have knowledge of the current developments within AoLE’s and the implications for pedagogy.  

Many staff have positive attitudes towards curriculum reform. 

Resources: 
The consortia is able to draw on wealth of expertise from the pioneer schools in the region.  
Consortia have links with many Higher Education Institutions to support. 
There are examples of previous school improvement projects achieving success with limited funding (Reynolds, 2007)

	Weaknesses

Teacher engagement and agency
Whilst school engagement with the curriculum reform professional learning programme has been high, these events have only been attended by one delegate from each school. Levels of engagement in the school-based engagement activities are more challenging to monitor.  A concern is the level of second order engagement, as evidenced by the introduction of the Curriculum for excellence in Scotland (Priestley & Minty, 2013) . Whilst teachers may initially welcome the new curriculum in principle, it is likely that the changes may not be congruent with their deeper beliefs and principles. 

Current professional learning provision: 
Current professional learning and support provided through the Learning Network Schools programme are largely focused on delivering improvements in the current suite of GCSE’s (Education Achievement Servive, 2018). There is limited focus on pedagogy within  the programmes for GCSE support. 

Consortia staffing: 
Not all consortia advisory staff have a high level of understanding of curriculum reform process.  This is particularly the case with Challenge Advisors, many of whom are seconded from non-pioneer schools. 

Resources: 
The cost of providing professional learning opportunities to every school in the region will be high.  

Significant time and manpower will need to be devoted to curriculum and pedagogy reform.  

Due to current budget restraint, it is likely that schools will have limited additional funding for curriculum reform. 

Teachers will need to be “agents of innovation….[yet] the incentives for innovation appear to be missing” (Schleicher, 2012).   


	Opportunities

Relationship between the consortia and schools: 
The reform process is an opportunity to change the consortia’s relationship with some secondary schools who have been reluctant to engage with our support programmes.   

Quality: 
Quality of teaching and therefore improved outcomes for learners (quote on teachers importance in learner outcomes)  Raise the standard of teaching in the region, and subsequently improve outcomes for learners.   Teacher retention and motivation

External links: 
The 4 regional consortia could work collaboratively to develop a national programme to support pedagogical change. There is already a great deal of cross consortia working. 

Links with HEI’s could be further developed to support the consortia in imbedding pedagogical reform. 

Status: 
The consortia could gain status from its actions leading pedagogical change in the region.

Schools from the region could become reputed nationally. 

	Threats

Relationship between consortia and schools: 
If schools in the region do not implement pedagogies to deliver the new curriculum, then the success of the curriculum will be reduced. 

The consortia will need to fulfil a dual role of challenging schools under the current accountability and performance measures, whilst supporting them in developing new curriculum. 

Quality: 
Changes to qualifications at age 16 have the potential to undermine reforms.  

The need to maintain standards may influence the ethical considerations in allowing schools to trial untested pedagogical approaches that may let down the current cohort of students. 

External links: 
Changes to Estyn and performance measures may undermine reform. 

Status: 
The consortia may lose status if we do not provide sufficient support for schools. 

Change in political leadership could result in a change in direction of reform and strategy. 



Strategic plan for Z regional Consortia 
Ensuring that regional professional learning gives appropriate focus to the pedagogy is central to our current business plan (Education Achievement Service, 2018). The following Strategic Plan outlines next steps regarding embedding professional learning to support pedagogical reform. 
	Overarching priority: 

To effectively prepare secondary practitioners for the pedagogical change through the provision high quality professional learning opportunities and by encouraging schools to develop a culture of shared pedagogical development. 


	Progress to date: 

a) In 2018, all non – pioneer schools in the region received funding for a professional learning lead. They attend the four-day regional professional learning on curriculum reform,  and lead school work on the new curriculum.  
b) The regions’ bespoke ‘Excellence in Teaching and Leadership Framework’ (ETLF) has been revised to ensure it is consistent with the new curriculum and pedagogical principles. 
c) All existing professional learning programmes offered by the organisation have been reviewed in the light of the new curriculum.  Changes to leadership and middle management programmes have been made. 

However, there is a different level of understanding of curriculum reform in pioneer and non-pioneer schools.  Overall, the workforce are not ready for the implementation of the new curriculum (Children, Young People and Education Committee, 2017). In order to achieve our overarching priority, non-pioneer schools will require greater focus.   Schools already in difficult and challenging situations, or in statutory categories will need greater support from the region in facing curriculum reform. 

	Objectives and key actions
	Rationale

	1) Provide a support programme for senior leaders in secondary schools in leading pedagogical reform. 

Key actions: 
a) Revise existing programmes for head teachers to focus on  distributed leadership styles and establishing a culture of collaborative enquiry based on the CCPE model (Priestley & Drew, Successful Futures, successful curriculum devlopment; developing the new curricululum in your school, 2016).  

b)  Revise the work programme of Challenge Advisors to include greater focus on supporting senior leaders in facilitating pedagogical reform. 

	Only a minority of headteachers have attended our four-day programme in curriculum reform. This programme has not focused on pedagogy, only on curriculum design and progression. Additional programmes will be required for senior leaders in leading curriculum and pedagogical change.
 
[bookmark: _GoBack]Our current programmes for senior leaders do include focus on leadership styles, but needs to be strengthened to fully support the leaders in developing a culture to facilitate pedagogical reform.  This is likely to require more distributed leadership styles in many secondary schools.  Senior leads will need to be trained in structuring, leading and encouraging CCPE/action research programmes within their schools.  

Hattie’s research on student achievement ranks teachers’ collective belief in their ability to impact on leaners as having the most significant effect on student outcomes (Hattie, 2017; Brinston and Steiner 2007).  Our programmes for senior leaders should support them in developing a genuine sense of efficacy through collaboration within the school and with other schools. 
 
Challenge Advisors have the most frequent and direct contact with school leaders. It is important that they are fully trained in the implications of curriculum reform and pedagogical change. When the nature of changes proposed to Estyn are clear, Challenge Advisors may have to develop a mentoring or coaching role to support and challenge school leaders.

This objective can will require minimal additional funding, as leadership programmes are already budgeted for. 

	2) Provide additional funding for schools to create TLR/development posts in each AoLE to act as pedagogical leads. 
	This will lead to six professional learning teacher-leaders in each school who can link with the whole school professional learning lead.  This will provide additional leadership for pedagogical change.  Whilst this is not possible for us to create a system where there is an alternative career progression route for pedagogical experts, these posts within each area of learning in every school will encourage teacher leadership and ownership. 

As schools would require sufficient funding for 6 additional TLR posts, there will be significant funding implications for this. However, unpaid development posts could be considered to minimise the cost. 


	3) Establish AoLE specific Professional Learning opportunities focusing on pedagogical change.  

Key action: 
a) Establish a two-day programme for each AoLE to be attended by nominated TLR holders/teacher leaders. 

	AoLE specific professional learning opportunities will be manageable to deliver by advisors and will also provide specific focus on the pedagogical needs of each AoLE.  The work of pioneer schools should be embedded into the programme (See Aim 4). These programmes should provide AoLE specific pedagogical focus whilst also including a focus on collaborative professional enquiry.
Considerable advisor time will be needed to facilitate these sessions.  There will be a cost implication. 

	4) Establish an effective strategy to support pioneer schools in evaluating their pedagogical developments and trials and disseminate the information to non-pioneer schools 

Key actions

a) Ensure all  Pioneer schools are using the CCPE model to evaluate their work. 
b) Broker further training in CCPE from the University of Stirling. 
c) Ensure pioneer schools compile pedagogy case studies to provide a record of the effectiveness of their work. 
d) Support non-pioneer schools in starting the conceptual phase of CCPE enquiry by undertaking a contextual audit of current practices and barriers to change (Priestley & Drew, 2016). 


	The curriculum and professional learning pioneer schools have trialled pedagogical approaches to delivering work linked to the emerging Curriculum.  Evaluating this work in order to share the most effective strategies with non-pioneer schools will help provide a start to developing conversations relating to pedagogy within all schools. However, it is important that case studies are not shared as a blueprint that other schools can copy. Schools need to be provided with a range of work being undertaken by pioneer schools in order to begin to engage them in pedagogy.  

Challenge advisors  should be an integral part of the process of evaluating the work of pioneers, as they are in a position to evaluate and review the school’s trials and experimentation.  

The evaluation process and results that I observed during a learning visit in school B may be a helpful model for non-pioneers to follow to audit their current practice. School B is a large secondary pioneer school who undertook a whole school review against the 12 pedagogical principles. This review involved interviews with pupils, teachers and parents, lesson observations, learning walks and book reviews  and collaboration with a university. Whilst their subsequent internal report does not have the same rigour as a more formal academic research paper, and much is highly specific to their own context, their approach could well provide a helpful starting point for schools in focusing on pedagogy (School B, 2018).    


	5) Develop the subject-based Learning Network Schools (LNS) programme to be the driver for pedagogical change. 
	The LNS programme provides school to school aimed at improving achievement at GCSE.  If LNS lead schools are linked to a partner pioneer school, their programme could be refocused to be support for curriculum and pedagogy reform.  This will allow school to school sharing of practice and ensure that the current networks and funding streams are utilised.  However, this will require training the LNS school leads, most of whom are from non-pioneer schools.  


	6) Provide training and support on curriculum reform for all employees of the consortia, including governor support and learning intelligence. 

	Curriculum reform also poses challenges for us as an organisation. Every employee will need to be fully trained in the new pedagogies to ensure that we provide consistent support and messaging to schools.  An online training package would allow all employees to access training at minimal cost. 








Poster designed to engage colleagues in a dialogue on developing a pedagogy for the new curriculum (included as separate file)
Rationale for poster
As stated in the strategic plan, supporting non-pioneer schools is a priority.  I have therefore chosen to design a poster to engage the senior leaders, teachers and support staff in a non-pioneer school setting to develop a dialogue on pedagogy and the new curriculum.  The poster is designed to be used in the school staffroom.  
[image: ]The colour scheme is formal and appealing, but also academic and professional.  I have avoided using colours associated with the consortia (green) or with Welsh Government or Estyn publications, so that the poster does not imply ideas are being forced on the school but have been generated from themselves. I have ordered the boxes as people usually read from top to bottom, left to right (University of Liverpool, 2012). 
(Figure 1 University of Liverpool 2012)

The poster includes basic information about the pedagogical principles from Successful Futures as it is aimed at non-pioneer schools who will have least  knowledge about the curriculum reform process.  These sections are first in order to provide the relevant background to teachers. 
[image: ]In recognition of the challenges leaders face in managing change sections have been included on the benefits of change and what is not changing.  The Kubler-Ross curve describes the process individuals experience during change.
(Figure 2 The Kubler-Ross curve)

Leaders need to accelerate people to the experimentation phase. One strategy to minimise the frustration and depression stages is to reinforce the positive aspects of change. The Pollyanna principle shows that people process and remember pleasant things more easily and willingly than unpleasant things (Pohl, 2017).  It is also important for colleagues to understand why there is a need for change in order minimise the denial phase.  Stressing the need for change is also aimed at discouraging complacency amongst teachers who may believe that their pedagogical approaches and beliefs have always worked, thus reducing their willingness to change and adapt.  I have therefore tried to show that pedagogical reform is one strand of the larger reform programme and is a central part of the new curriculum. 
Metacognition: Perkins (1992) identifies 4 levels of metacognition: tacit; aware; strategic; and reflective.  The aim for secondary schools is to move learners to the reflective stage, where they can go beyond applying learning strategies and begin to organise their thinking with problem solving, and decision-making strategies.  Metacognition is not one of the twelve principles in Successful futures, however it underpins many of them.  Metacognitive strategies encourage learners to take responsibility for their learning, make sustained effort to learn, and supports the development of problem solving and critical thinking skills. Metacognitive strategies are central to good assessment for learning, which should support learners to think through their learning on a deep level. 
Authentic learning: Principle 6 of Successful Futures promotes authentic and real-life learning contexts (Donaldson, 2015). Authentic contexts for learning encourage thinking skills, problem solving and metacognition.   
In most secondaries there has been a lot of focus on vocational courses and work-based learning for lower ability pupils. However, for more able pupils, learning can often remain abstract, and genuine, authentic learning experiences infrequent.  Simulations, role plays, games and outdoor learning are often underdeveloped in upper secondary in my experience.  
On a learning visit to School C some examples were observed. In a unit of work called “whose past is it anyway”, learners took and then redesigned the UK citizenship test, submitting their redesign to the local MP.  They also did a local History unit in collaboration with the local Museum.  Teachers at school B noted that real life authentic experiences made pupils feel more autonomous and professional. 
Authentic learning can be achieved through experiential learning. Experiential learning involves both experience and reflection (Moon, 2004; Kolb, 1984).  Whilst there is considerable research on learning from experience in many fields, including work-based learning, training, and adult education, outdoor learning and management, the relevance of this research to school contexts is not proven. However, Beard and Wilson conclude that most aspects of learning will benefit from being linked to some form of genuine experience (Beard & Wilson, 2013). 
Action Plan: The action plan is included as reassurance to teachers that the school intends to create a dialogue on pedagogy rather than adopt a top down approach. The approach is based on work by Priestley and Drew on 
QR codes: Change management theories also highlight the importance of early adopters: pioneers who are the first to reach the experimentation and decision phases. It is important that the poster gives these teachers opportunity to independently investigate the issues on the poster. This is why QR have been included to some of the main research findings on pedagogy. Rather than include highly specific or focused research studies, the links chosen are designed for ease of access as starting points for teachers. 
Evaluation of poster
The poster created is for use in a school to engage staff in a dialogue on pedagogy. However, as I currently do not work in a school, I have considered a non-pioneer secondary setting generally as the audience. The poster therefore may not highlight the aspects of pedagogy that would apply to every secondary school.  Deciding on Metacognition and authentic learning for the central part of the poster was the most challenging part of the poster, as I wanted to cover the key points that would be most relevant to average secondary settings. 

The format of the poster is formal. I felt that as it is for a professional audience, there had to be a level of detail that engaged staff appropriately. However, this does make the poster rather wordy and less attractive and appealing.  During drafting, I produced a draft with significantly fewer words. However, I felt this draft was too general and did not give staff sufficient information to engage their interest, nor did it feel formal enough in tone for the audience. 
I am happy with the QR codes and the action plan.  
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Reading order

For poster presentations at most English speaking conferences, the way people will read the poster is
from top to bottom and left to right. The examples below highlight in numbered order, the way most

posters are read.

Arranging your poster elements in the order shown below will make it easier for a crowd to read the

poster on the day.
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‘The Japanese Lesson Study model has been advocated in the UK for some time both by the National
College for Teaching and Leadership and its predecessor organisations.

Lesson Study home

What s Lesson Study?

Network support for Lesson Study
Network Enquiry Approach

‘The outline of the approach is as follows:
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. Plan Improving Teaching Through
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Address each activity to your
enquiry question and
predict how pupils will react
and how you wil assess this.
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We are delighted to be hosting this conference in
partnership with Sheffield Hallam University on
Friday 9th February 2018 to explore Improving
Teaching through Collaborative Research in
greater depth. The day is open to all leaders and
teachers that have an interest in this area, or have

perhaps already established a Lesson Study
programme or similar model in their context. .





