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Curriculum is often defined in a narrow sense as being the courses of study, or the documents that show the knowledge and skills required to be taught to young people.  In Successful Futures, curriculum is defined as all the learning and assessment experiences and activities that are planned with the aim of meeting the defined purposes of education (Donaldson 2015).  This broader definition of curriculum particularly promotes the value of planned experiences as well as learning, all underpinned by the 4 purposes.  

Three types of curriculum have been identified: Content driven, outcome driven, and process driven (Stenhouse 1975, Kelly 2004).  Successful Futures is part of a global move away from content and outcome driven curriculums, towards process or purposes driven curriculums (Donaldson 2015, Scottish Executive 2004, New Zealand Ministry of Education 2007).  I support a purpose driven curriculum as it will promote a longer term, progressive view of the importance of education and provide clarity about what the goal of education should be in Wales. A purpose driven curricular should ensure that assessment and qualifications do not become the drivers of the curriculum, as they too often are at secondary level. 

However, in my view there is far more to a curriculum than the written documentation that is published. Kelly noted the distinction between the planned, or documented curriculum, and that which is received or experienced by the student themselves (Kelly 2004).  Learners experience of the curriculum also stems from what may be hidden or implied. This hidden curriculum are the values, cultural and social messages that are communicated through the learning process, the structure or design of schools, resources or interactions with teachers (Longstreet and Shane 1993, Kelly 2004).  These hidden aspects of curriculum can be both positive and negative: instilling virtues such as punctuality or providing messages about the relative value of disciplines for example. 

The concept of a ‘null’ curriculum is particularly pertinent to my own experience (Eisner 1994).  Eisner’s thesis is that we teach students as much through our decisions about what to exclude or not cover as we do through our actual teaching. This is not just about the exclusion of content, but also the cognitive and intellectual processes that are neglected in schools. The null curriculum is an issue for curriculum designers and teachers, particularly my fellow Historians. The choice of which history, whose history, or which perspectives of history to teach are particularly problematic.  In my experience the reason for the exclusion of topics or themes stems from practical issues such as time, resources and expertise, rather than deliberate intent. Much of the choice of what topic areas to exclude is determined by the National Curriculum and examination specifications.  However, the varied implementation of Y Cwricwlwm Cymreig, and patchy coverage of Welsh History has been noted in my own school experience and at a national level (Estyn 2001). In my view the current lack of focus on politics, citizenship education, wellbeing, financial literacy, and wider skills are parts of the null curriculum that are serous omissions. This proves to me that current national curriculum to be insufficiently flexible or progressive.  The increased freedom from prescription of content proposed in the new curriculum will allow practitioners to have greater control over what is null in their setting. This has its own risks and could lead to very varied experiences for young people in different parts of Wales unless the four purposes are embedded as the guide for choosing and prioritising content, pedagogical approaches and experiences. 

[bookmark: _GoBack]The new curriculum will not only provide increased freedom from prescription, it also offers a new curriculum structure based on areas of learning and experience (AoLE).  The six AoLE’s, with additional embedded cross curricular responsibilities, is a break with the purely disciplinary structure of the existing National Curriculum and follows a similar approach to the Curriculum for Excellence (CfE) in Scotland. This approach raises the potential for interdisciplinary and integrated learning (Beane 1997). The new curriculum has potential to prove of the value of interdisciplinary learning: something I believe has always been unfairly undervalued due to its perceived lack of challenge and rigour (Benson 1982). I firmly believe that conceptual understanding and skill development is inherently more challenging when students are asked to make and reflect on the links and connections with other disciplinary areas; this is exactly the type of learning that is best able to promote meta-learning as suggested by Fadel, Bialik and Trilling (2015).  However, Humes explains there have been conceptual, curricular, pedagogic and operational issues related to interdisciplinary learning in the Scottish context (Humes 2013).  Many of these issues will apply equally to Wales. In one Scottish example the success of the interdisciplinary model was shown to be a result of significant input in terms of leadership, ethos, relationships, space and curriculum architecture; a model challenging to replicate more widely including here in Wales (Fenwick, Minty and Priestly 2013). 
 
Successful Futures also encourages a broad blend of pedagogical approaches, including direct teaching as defined by Hattie (Donaldson 2015, Hattie 2009).  Recent OECD research suggests 6 clusters of innovative pedagogy (Paniagua and Istance 2018). This work highlights the need for pedagogy to be deliberately designed to foster the skills and competencies for lifelong learning and 21st Century skills, whilst also matching the inclination of learners.  I have had successful experience trialling more learner centred approaches, particularly blended and experiential learning in my own career.  The OECDs TALIS video study is an exciting innovation in support for pedagogical innovation. It aims to create a video library of pedagogical approaches based on videos of 85 teachers in 8 countries (OECD 2018). This is pioneering research where teachers will be videoed for 2 lessons teaching quadratic equations. This will be followed up by teacher and student questionnaires and a study of the materials used in the lessons and will lead to the creation of a potentially invaluable resource for teachers internationally. 

Pedagogical innovation will been influenced by the work of Hattie.  His meta-analysis has had a significant impact, with many Welsh schools adopting his Visible Learning approach (Hattie 2009).  The statistical credibility of Hattie’s use of effect sizes have been doubted, and concern raised over his failure to exclude weak studies, while excluding any studies that are not meta-analyses (Snook et al 2009).  Hattie’s work can also be seen to be analysing studies focusing on different types of intervention, ages, phases, abilities, socio economic background and national contexts. Hattie’s work has been much debated, and his critics have themselves been critiqued (Myburgh 2016). Despite these debates, to me, there is often an underlying common sense to many of Hattie’s suggested approaches.  The Education Endowment Foundation has also adopted a similar approach of compiling results of research to inform pedagogical and curriculum development (Education Endowment Foundation 2018).  Whilst these meta-analysis are helpful, in my view they should be seen as the starting point for in school discussion and action research projects. 

Successful Futures also offers a positive vision for the role of assessment, giving priority to formative over summative assessment (Donaldson 2015).  This builds on the work of Wiliam who has very convincingly promoted the importance of formative, collaborative formative assessment (Wiliam 2011).  This approach is one I fully support having used formative assessment to great benefit with my own learners. However, I recognise from my current role in the advisory service, that significant support and training will be required for teachers will be required to fully embed formative, assessment, particularly collaborative forms of assessment.  Embedding formative assessment, particularly at GCSE level, has been a significant aim of my work with Learning Network Schools in the EAS region. I have particularly found supporting GCSE teachers to use tests and sample examination materials in formative ways has been powerful professional development. 

The role of practitioners in the school and cluster level curriculum design is also a significant innovation in Successful Futures. Whilst this is very welcome, successful implementation does rely on the ability and motivation of practitioners to develop school level curriculum. Priestly and Drew have warned of superficial enactment of the new curricular in Welsh schools if there is insufficient knowledge and understanding of the process of school-based curriculum development (Priestly and Drew 2016). This is a very real danger in Wales. 

School and cluster level curriculum design should be based on the principles of backwards design, which stress the importance of focusing firstly on the goal of learning rather than the activities (Wiggins and McTigue 2005). In my experience, students learn best when they understand why they are learning, and the value of that learning. Wiggins and McTigue are internationally renowned experts in curriculum design and the 2nd edition of their text has made significant revisions based on their continued research.  Their work is well referenced and based on their own experience in national and international contexts.  They have also published teachers support materials, video resources and a database of activities and exemplification.  Despite their inevitable focus on the American context, their work has been influential in Wales.  To me, the backwards design approach to lesson planning is an excellent way to embed the principles of a purpose-based curriculum, as both start with focus on the goal to be achieved rather than the means or the activities to be used. 

Successful futures provides an opportunity for schools to develop more unique and distinct curriculums. Indeed, this was the case before 1988.  Following the expansion of primary education after Forster’s Education Act (1870) and secondary education after 1902, the content of most school curriculums were based on traditional disciplines.  In 1904 the Regulations for Secondary Schools set out a 4-year course leading to accreditation by certificate in English and a foreign language, English Literature, geography, history, mathematics, science, drawing, manual work, physical training, and housewifery (Gillard 2016).  Beyond these regulations, and especially at Primary level, much of the content of the school curriculum was determined by teachers.  The 1926 Hadow report was a progressive one, recommending greater correlation between disciplines, a more vocational approach, greater flexibility for schools to develop their own curriculums, and more time for the Arts (Hadow 1926).   However, the effect of these ideas was limited as many of Hadows recommendations were repeated in the 1947 Plowden reports, part of the work of the Central Advisory Councils for Education, which had been established by the 1944 Education Act (Plowden 1967).  The 1944 Act itself, whilst being a watershed in school reform, had stipulated virtually nothing regarding curricular reform (HMSO 1944). What to teach was left to the headteachers to determine based on traditional definitions of disciplinary knowledge. 

The 1980s saw a significant change in political desire to control the school curriculum. The Education Reform Act (1988) introduced a national curriculum with specified subjects, attainment targets and national expectations at the end of each key stage.  The 1988 curriculum was based on academic disciplines remarkably like 1904, albeit with a broader range and greater equality of access. The National Curriculum was a product of central government; teachers had no role in its creation.  The National curriculum was revised after its inception, to slim down content and reduce prescription (Gillard 2016). However, it remained a centrally determined prescribed curriculum.   It was within this system of central prescription of curriculum that I and most of today’s teachers were trained and have practiced; it limited choice and freedom and led to the death of curriculum studies as an academic discipline in the UK.  

Devolution has brought opportunities for Wales to develop its own system of education.  The Foundation Phase, Digital Competence Framework, Literacy and Numeracy Framework and Welsh Baccalaureate have all improved aspects of the National Curriculum but have also made it more disjointed and complex (Donaldson 2015). Successful futures has the potential to streamline the system and create an authentic, evidence based and unified curriculum, that is based on subsidiary, is manageable for teachers and most importantly is responsive to the needs of 21st Century students.   

Much of the motivation for reform in Wales has come from PISA tests, and from the political fallout after unfavourable results (Jerrim and Shure 2016). However, many of the top performing PISA nations have varied curriculums, systems of education, culture, pedagogies, and training systems (Crehan 2016).  Crehan’s readability and engaging tone have led to critical acclaim for her work. Her methodology was to spend short periods of immersive experience in each nation. This means some inevitable reliance upon evidence collected from only a small number of individuals and schools in each country, and a tendency to investigate a limited range of lines of enquiry.  Crehan does however support her work with extensive academic references.  Crehan’s work has cemented my view that each nation or society needs a bespoke education system that recognises its own educational, social, economic and cultural background; cherry picking ideas will lead to failure. 

Beyond PISA, the work of the OECD has supported and encouraged the Welsh Government to take a strategic view of reform (Welsh Government 2014 and 2017). The OECD is producing the Education 2030 project (OECD 2018), which attempts to provide a broad framework for the set of skills, knowledge, attitudes and values that all contribute to the competencies young people will need to face the global challenges of the 21st Century.  This project involves a wealth of international academic contributors focusing on a wide range of themes that will contribute to the final framework.  The European Union has also encouraged reform to ensure that young people are equipped with the right skills for employment in the 21st Century, alongside a focus on active citizenship, personal development and wellbeing (European Commission 2006, 2012).  

The OECD and European Union are among many organisations, academic institutions, NGOs and foundations who have endorsed the work of the Centre for Curriculum Redesign (CCR). Their foundation white paper and subsequent publications advocate a deep redesign of curricular across the globe to focus on the knowledge, skills, character and meta learning that will prepare students for the rapidly changing 21st Century (Fadel/CCR 2015, Fadel, Bialik, Trilling 2015).  Fadel’s work in education systems in over 30 countries and the success and academic praise for the authors previous publications (Trilling and Fadel 2012) also makes their work internationally renowned. Their work on metacognition and the role of knowledge in particular support the interdisciplinary, forward looking vision in Successful Futures (Fadel, Bialik, Trilling 2015). 

Reform in Wales follows that in several other nations, many of whom have followed a purpose driven, interdisciplinary approach. Some countries have followed used a ‘big ideas’ approach to frame the areas of learning, based on Wintersgill’s work in Science, and further developed in her commissioned work for the Humanities AoLE (Wintersgill 2015, Wintersgill 2017).   Australia has key ideas within each curriculum area that are the focus of learning (ACARA 2014).   British Columbia have overarching big ideas for each subject at each grade (British Columbia 2016).  In Wales, pioneers are developing ‘What Matters’ as the organising structure for each AoLE.  These are statements defining the key knowledge, concepts and skills in each AoLE that support the 4 purposes.   However, this is a challenging model to adopt for those AoLEs which encompass several different disciplines.  This approach has required Humanities pioneers to look at the Big ideas within each discipline and then extrapolate up to the big ideas in Humanities as a whole. This has potential to make the big ideas rather vague and general, which maybe a challenge for practitioners to interpret and build upon. It is also a particular challenge for framing progression in Humanities in relation to the Big Ideas. 

Perhaps the international example that Wales is learning most from is Scotland. Whilst there was general initial consensus in favour of the Curriculum for Excellence (CfE), the final curriculum and its implementation have been challenging (Scottish Executive 2004).  The inherent contradictions in the CfE between the four capacities and the outcomes and experiences, both of which have been used as starting points for micro curriculum development, has proved to be an issue (Priestly 2010).  Priestly argues the outcomes and benchmarks have allowed schools to merely tweak their existing curriculum to ‘tick the boxes’ of the new curriculum and largely ignore the four capacities.  Priestly and Humes (2010) conclude that in practice the CfE is not a process led curriculum as intended. Both papers are based largely on evidence of the documentation and early implementation of CfE and draw on significant research on curriculum design.  Priestley’s various works provide a detailed critique of the CfE and his status as Professor of Education at Stirling University, close involvement with both the Scottish and Welsh curriculum reform processes, and role as editor of the Scottish educational review make him one of the leading authorities on curriculum reform.  There is a stark warning for Wales of how we need to consider curriculum theories and research in framing our curriculum model.  

Whilst Priestly defends the principles and ideas behind the purpose driven curriculums in the Celtic nations (Priestley 2018), he cautions that the implementation gap that has led to many of the issues relating to the CfE.   Priestly and Minty’s research concluded that second order engagement with and understanding of the CfE had been problematic and varied (Priestly and Minty 2013). This research was based on only one local authority and involved interviews with 21 participants from 9 schools and the local authority, as well as an online survey to supplement the findings.  Whilst this was a very limited research sample, and the research was conducted in 2011, very soon after the curriculum was introduced, it highlights the misunderstandings teachers had of the curriculum and that its implementation has been restricted by the lack of teacher agency.  Priestly also criticises the sheer volume of documentation, and the ineffective professional learning that has failed to support school-based curriculum development (Priestly 2016).  To me this is the key lesson for Wales to learn from Scotland. Experience of policy implementation at school level has taught me the wide gulf between what should be being done, and what often is done. This will be the case with the new curriculum if Wales does not get the process of implementation and the supporting Professional Learning programmes right. 

Whereas Priestly has criticised the implementation of Curriculum for Excellence, others have criticised the curriculum itself. Smith has made a convincing case for the CfE’s failure of recognise the role and significance of History’s disciplinary contribution through its inclusion as part of Social Studies (Smith 2016).  Patterson has been the most vocal critic of the CfE, going so far as to accuse it of betraying the younger generation through a constructivist approach that fails to recognise the importance of knowledge, or the value of disciplines (Patterson 2018).  He sees the decline of Scotland’s PISA rankings as evidence of the new curriculums neglect of knowledge (Patterson 2018).  Whilst Patterson offers little research to support this opinion piece, his arguments do support the views of Young and Hirsch on the significance of knowledge (Young 2013, Hirsch 2016).  Patterson’s status as Professor of education at Edinburgh university, and the fact that he has maintained the same level of criticism of CfE since its inception, lends credence to his view.  He concludes that CfE will widen inequality on Scotland by depriving working class children the powerful knowledge required for social mobility.  Limited support for Patterson’s views on knowledge come from Priestly (2016) who acknowledges that CfE’s lack of focus on knowledge is a concern.  However, Patterson’s views are too extreme in my view: there certainly is still knowledge in the CfE, albeit not a significant amount of Historical knowledge. 

Priestly and Sinnema’s research on Scotland and New Zealand concluded that prominence is given to ‘knowledge’ in both curriculums. However, it is the mixed messages, and inconsistency in the CfE and New Zealand Curriculum documentation has led to a school level reduction in the importance of knowledge Priestly and Sinnema 2014). They also conclude that the documentation in both curriculums do not specify knowledge or set out processes and priorities for practitioners to effectively choose which knowledge to cover. Priestly and Sinnema studied both the high level and working documents of the curriculums in the two nations and followed a case study approach using quantitative content analysis. Whilst this has given detailed data on the incidence and frequency of knowledge in these documents, their research did not look at practice in schools, or at the guidance and professional Learning that has been provided by Local Authorities.  A study of the implementation of the curriculums at school and LA level may show contrasts between the documentation and emerging practice.  Despite the limitations of the scale of this research, it supports my view on the position of knowledge in the curriculum. I believe in Wales we need to be clear in setting out the methods for practitioners to prioritise knowledge in the new curriculum.  In my view, the four purposes are the criteria for the choice of knowledge within AoLE’s.  This will ensure the central role of the four purposes at all levels of curriculum design, will lead to a degree of consistence, and most importantly it will provide a Welsh view on what constitutes ‘powerful’ knowledge in the 21st Century. 

Much of the concern over newly reformed curriculums lacking knowledge and focusing too heavily on skills, is influenced by the views of Hirsch and Young (Hirsch 2016, Young 2013).  Young and Muller (2010) see the weakening of subject disciplinary boundaries as raising the possibility that students will be denied access to ‘powerful knowledge’ required for social mobility and vital for future life chances. Young (2013) advocates a knowledge-based approach to curriculum design to ensure equality of access to powerful knowledge.  However, these criticisms have been seen to be responsible for creating dichotomies of traditional verses progressive, knowledge verses skills (Priestley 2018, Donaldson 2015). 

Considering these views of Young compared to Smith and Jackson, I fully support the social realists view of the distinctive and unique contribution of History to a young person’s education.  However, the views of the traditionalists on the role of knowledge are not convincing to me. I believe a knowledge-based curriculum quickly becomes outdated and is unable to respond to emerging new knowledge (Young 2013, Smith and Jackson 2017).  It also gives too much power to the political classes to determine what constitutes powerful knowledge and leads to a reliance on what has traditionally been seen as the canon of knowledge in a discipline.  I agree more with the radical social realist school of thought, based on the views of Lee on historical Literacy (Lee 2017). The traditional social realism of Young and the more conservative view of Hirsch are both too focused on the present, allowing students access to the knowledge of today, rather than what may be powerful knowledge in the future (Young 2013 Hirsch 2016).  The CCR has made the case powerfully for the need to rethink the traditional structure of disciplines and explore new frameworks that can accommodate new forms of thinking and knowledge (Fadel, Bialik, Trilling 2015).   I fully support the idea of rethinking disciplinary boundaries in order to create a more rich and relevant curriculum for learners. However, in doing so we must not lose what is important and unique about each discipline. 

My view can be supported by some of the criticisms the English curriculum has faced. The 2014 reformed National Curriculum did not provide more content but was highly prescriptive about which knowledge should be taught, leading to criticisms for being narrow, superficial, politically motivated, and for failing to consider the needs of students (Alexander 2012).  Alexanders position as Director of the Cambridge Primary Review, whose Independent inquiry was not adopted by the Secretary of State, explains the critical tone of his paper (Alexander 2010).  Alexander has relied on referencing his own, or the CPRs work to support his arguments, however, considering his paper was published immediately after the proposed reforms were announced, academic research into the reforms would not be available.  His views are supported by social realists, who have expressed concern at the politicised and highly traditional view of the prescribed history content (Young 2011, Smith and Jackson 2017). 

The implementation of the new curriculum in England has also illustrated how accountability measures have a pivotal effect on the success of a new curriculum (Leat 2014).  Ofsted has expressed concern that schools are restricting subject options to focus on examination preparation (Adams 2017). This can also be seen in New Zealand, where the national standards for reading writing and Mathematics, which were introduced shortly after the New Zealand Curriculum, were seen by many to have compromised the ideals and freedoms that the curriculum promoted (Priestly and Sinnema 2014)

Biesta has suggested three domains of educations purpose: Qualification, Socialization and subjectification (Biesta 2015).  Measures of accountability can be seen to be focusing on measuring achievement in only a limited part of the domain of qualification.  This has a detrimental effect on the other domains and purposes of education. This is a convincing argument to many of us immersed in secondary practice. The far-reaching curriculum and education reform envisaged in Successful Futures will not be achievable in my view if narrow measures of performance and accountability remain in place. I agree with Biesta’s need for balance between the domains of purpose.  This will be a significant challenge to us in Wales; to create conditions for the successful implementation of the vision of a purpose led curriculum.  



ii)
Successful Futures provides a once in a generation opportunity for Wales to transform the lives of its young people. However, it is also an enormous challenge to all involved with the process.

Macro level support for reform provides a real opportunity for Wales. Reform is supported by significant international research from the OECD, CCR and European Union. Support for change is most vital at government level where consistent and determined political will is required to be able to facilitate change.  The politicisation of education has often led to the dominance of short term politically motivated goals and reforms in the British education system.  However, Wales has had a period of relative political stability in terms of a dominant ruling party in the Welsh Government.  This has allowed for a degree of reflection and the ability to take a long-term view of educational reform.  Whilst personnel changes in the Education Ministry in recent years in both Wales and England have led to shifts and changes in policy and priorities, there is an underlying level of political stability that would allow for more long-term planning for change.  However, the potential for a change in Minister is a challenge: the current minister is the 3rd since 2010.  The need for visible signs of achievement in educational reform may yet be a force that can derail the curriculum reform process. This may be particularly significant after the curriculum is rolled out, when political pressure may lead to changes of direction that could affect the implementation of the curriculum.  

The fact that Welsh curriculum changes are happening after those in other nations provides us with a major opportunity to critically analyse their experiences and to attempt to avoid the pitfalls of implementation.  However, it also leaves us at risk of being even further behind other nations and failing to make the required changes for the current generation of school children.  Indeed, implementing a new curriculum in stages after 2020 whilst also having learners continue to progress through the existing system, is a challenge and an ethical dilemma for teachers.  The failure to provide the current learners with the benefits of the new curriculum, needs to weigh against the potential issues of trialling new ideas and pedagogies with students who will be assessed under the existing system, or is a dilemma for teachers and school leaders. 

However, the ethical issues of failing to make changes quickly enough are to some extent reduced by the process we have adopted here in Wales. Curriculum and professional learning pioneer schools are leading the way in trialling changes before the curriculum is finalised.  School A, a large secondary school in West Wales has adopted a curriculum model based on a similar six area structure to Successful Futures.  The school has been praised by Estyn and have performed well in national tests, GCSE CSIs and benchmarking assessments.  However, colleagues who have visited the school and seen their work in practice have noted that their learning areas had in some cases become multidisciplinary rather than truly interdisciplinary, perhaps because of the tension resulting from the existing qualification system and accountability measures.  

School B, a curriculum pioneer in south east Wales has also adopted a curriculum model based on the Successful Futures AoLE structure.  The school initially reported significant resistance from parents and learners on the grounds of concern over the lack of disciplinary rigour from this approach; particularly from more able students. Although their trial is only in the early stages, and has not yet been formally analysed or evaluated, they are reporting an increase in student’s engagement in their learning.  Having observed lessons in the school, learners do appear engaged and proactive in lessons. Some of this may be linked with the improved relationships with teachers that result from longer periods of contact time spent with each teacher.   An interesting part of school B’s trial is to merge the Humanities and Languages, Literacy and Communication areas of learning in an integrated way. Whilst I can see the merits of this in terms of providing contexts of study for languages, detailed planning will be needed to ensure that key areas of skills and conceptual understanding in the humanities are not lost. Schools would have to be wary that Humanities does not simply provide the contexts through which to deliver languages. 

Although the direction of the national curriculum in England has differed to Wales, the fact that academy schools do not have to follow the national curriculum has led many to experiment with new curricular models, and these too provide useful examples for Welsh schools to look to. School C is a mixed 11-19 school in South England. Their curriculum is the product of staff and pupils working together with local businesses to analyse what was important for young people to be successful. This purpose led curriculum model is focused on creativity, communication, initiative, critical thinking and collaboration.  They have created an integrated project-based programme that explores aspects of the humanities, drama, ICT and other subjects. This school has also adopted aspects of the Human scale education research, including the creation of 4 smaller learning communities, within their school (Haimendorf and Kestner 2009).  Having worked in one of the larger Welsh secondary schools, this model has interesting potential for fostering more positive relationships between staff and students and creating a more effective human scale learning experience for students. 

All of these trials of different curriculum and pedagogical models, provide a vast array of research for Welsh schools to engage with and provide an opportunity for us to learn from the practical lessons of in school innovation. 

The development of new qualifications is a particular challenge for Qualifications Wales and for WJEC.  The need to maintain parity of qualifications with England, where many of our students go to for post 16 or university education, is a priority.  However, this need will restrict creativity in terms of design of new accredited programmes and qualifications.  The experience of the Welsh Baccalaureate serves as a reminder that wales only experiments in qualifications have taken time to become accepted and acknowledged by English Universities. The structure of the qualifications that emerge from Successful Futures will be a significant influence on the success of its implementation.  

Performance and accountability measures are also a key challenge for implementation of the new curriculum.  The progression framework for each AoLE which will set out achievement outcomes at 5 progression steps.  These progression steps are broadly aligned to ages, something that has potential to be used for comparison between schools, and by default could be used in a similar way to the current national curriculum levels, to benchmark schools against each other.  It will be a challenge to ensure that the progression framework is used in the spirit of Successful Futures, as a tool for teacher formative assessment. Here, the role of Estyn is vital as their inspection framework has the potential to be a powerful support for, or challenge to curriculum development.  However, if Estyn and performance measures continue to exert influence to narrow the focus at secondary level to outcomes at 16 in specific subject areas, their influence will serve to reduce creativity, lesson teachers and leaders’ engagement with the curriculum reform process and will be as a restraining force on curriculum implementation.  A narrow focus on examinations has potential to negate the holistic view of the new curriculum, in terms of content, pedagogy, assessment and provision.  However, the role of consortia in narrowing focus of schools to performance measures and categorisation has a similar impact.  The need for creativity, experimentation, trial, and research in the classroom will be hampered if not killed by the continued existence of existing performance measures. The dichotomy between the increasing freedom to experiment and develop enquiry-based approaches to learning on the one hand will clash with existing accountability measures on the other. 

The current moves towards the use of the Schools as Learning Organisations model for school self-evaluation purposes will be a key development here and should support teacher and school agency.  This will be launched in May 2018 and gives schools a blueprint for their own self-evaluation and is linked to the new professional standards.  This model underpins the philosophy of the new curriculum.  A key challenge for us in the regional consortia will be to embed the use of the SLO model to support curriculum reform.  

The curriculum itself poses both challenges and opportunities. The areas of learning and experience have potential to lead to more interdisciplinary models, cross fertilisation of ideas, and a reduction in the existing level of overlap.  However, there will be great reluctance to break down the disciplinary barriers, particularly at secondary level, where the criticisms of interdisciplinary studies as lacking rigour, will be most keenly felt.  An interdisciplinary approach will require changes to the physical, hierarchical and disciplinary divides within secondary schools.   At secondary level, timetabling, departmental structures and staffing will provide resistance against the new curriculum.  Indeed, in some secondary schools’ curriculum is seen as synonymous with the timetable.  There will also be a need to create space in the curriculum for new and emerging subject areas, such as enterprise, robotics, finance, sociology and media.  This will be a challenge for us working in regional consortia, to make the case for change, and to create the right conditions to enable it to take place.

Based on my experience as both a frontline practitioner and now as an advisor, I believe the legacy of the national curriculum will represent a significant challenge to the process of curriculum reform. The curriculum that is developed from Successful Futures will be a framework that will differ from teacher’s previous experiences.  If teachers are not philosophically and psychologically prepared for change, we are likely to see calls for further exemplification and guidance, as happened in Scotland. This is perhaps Wales greatest challenge; to provide professional learning and development that will allow the profession to engage positively and enthusiastically with the new curriculum. It is the challenge that particularly rests with us in regional consortia. 

This concept of subsidiarity is at the heart of successful futures and is both a challenge and an opportunity.  Teachers have a role in writing the curriculum documentation and developing their own school-based curriculum.  However, teachers in Wales have limited experience of curriculum development.  This lack of expertise and knowledge a serious challenge for implementation.  Significant investment is needed in upskilling the teaching community on curriculum design.  Experience from Scotland suggests the ‘Critical Collaborative Professional Enquiry’ approach to developing the skills and knowledge of curriculum development in school leaders and teachers (Priestly and Drew 2016).  This poses a significant challenge to regional consortia in leading and building on the existing support model to effectively facilitate curriculum development at the Meso level. Indeed, it has been noted by Welsh Government that the teaching population is not sufficiently prepared for the curriculum changes (National Assembly for Wales 2017)

Not only do teachers need upskilling on curriculum design and implementation, teacher capacity and desire for change is also a significant challenge to the implementation of the curriculum.  Despite initially welcoming Successful Futures, there will be a tendency amongst many teachers to try to continue with their existing practices. Indeed, this was observed in the Curriculum for Excellence (Priestly and Minty 2013), where lack of teacher agency created an implementation gap at the micro level and arguably led to superficial enactment of reform.  The Welsh teaching profession approaches this time of change with the backdrop of budgetary restraint, and concerns over both teacher workload and recruitment and retention. A key challenge for leaders will be to motivate and empower the profession to create teacher agency. 

According to Priestly, Biesta and Robinson’s (2016) ecological model of teacher agency, it is a teacher’s personal capacities, their perspectives and aspirations, coupled with practical-evaluative, day to day concerns that will have an impact upon agency.  This is where school leadership and regional leadership will be essential.  The conditions within schools must be created to allow for teacher agency.  School leaders will need to provide time and flexibility for training and support.  This will often come down to an issue of resources. For real and genuine teacher agency, sufficient resources are required for individual and clusters of schools to really implement the curriculum at meso level.  Schools and practitioners will also have to balance their moral responsibility to the last cohorts of students progressing through the ‘old’ system with the need to embed the new system.  Schools will need a long-term vision and a willingness to make structural change, particularly at Secondary level. There will need to be greater cluster working, and potentially more 3-16 schools.  These changes will inevitably lead to resistance. This will be especially the case as the new curriculum will lead to new qualifications. Creating these conditions will be a challenge for regional consortia, local authorities and for Welsh Government.  

The essential requirements of time to make sense of the curriculum is required, particularly in non-pioneer settings.  With some schools being funded as curriculum, digital or Professional Learning Pioneers, has served to somewhat alienate non-pioneer schools. Many non-pioneers have had limited engagement to date with pioneer schools or with the process.  The process of dissemination between pioneers and non-pioneers requires monitoring and direction by consortia.  Monitoring of the relationship between Pioneer Schools and their clusters, and the impact of any work done within the cluster to promote sense making and engagement with the vision and beliefs of Successful Futures, should be a regional and national priority.  

It will also be a challenge to win people over to the new curriculum.  Successful Futures has also already faced criticisms from practitioners within my region for being a purely skills-based curriculum. Whilst I think there is little justification for this criticism, based on either Successful Futures itself or from the current work being done on Strand 3 of the development process, there will be noticeable differences from the English curriculum in terms of specificity of knowledge and content. The position of disciplinary knowledge within a potentially interdisciplinary approach to the AoLE will be something of a balancing act for those of us involved in writing the curriculum documentation, as well as for school-based practitioners. The curriculum will need to win support and backing from practitioners and academics alike. 

Despite all the challenges, many have great confidence in Wales’ ability to develop and implement ‘Successful Futures’.  Priestly argues that Wales is in the position to be able to learn lessons from other nations and have developed a system and process for effective implementation (Priestly 2018).  Whilst this is true, my own experience in secondary schools in Wales leads me to be very concerned at the potential for secondary schools to try to continue with their existing practices, or only partially commit to the new curriculum. The professional learning and support programme to accompany the implementation of the curriculum will be central to its success. 





iii) 
A force field analysis of realising Successful Futures in the South East Wales Region. 
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Report to EAS SMT and Governance group 
Curriculum reform poses both a significant opportunity and challenge for the Education Achievement Service in South East Wales, and for its employees and governance systems.  
EAS’s role is a multi-faceted one. All consortia have a key role in the reform process itself. At present EAS have a leadership role within the current strand 3 Humanities curriculum development group.  On behalf of EAS, I currently chair the Humanities pioneer group, lead the development workshops, sit on the advisory Coherence group and present the humanities work to the Curriculum and Assessment Group. We also provide the vice chair for the humanities group. The EAS curriculum reform lead sits on the Programme Board.  These roles give us significant influence over the strands 1-4 of the process. This role is stated in our Business Plan, and resources have been set aside to facilitate this role. However, the role will become more significant and demanding in the next six months as the process nears the publication stage, and this will place additional burdens on the employees involved.  We will need to continue and potentially increase the time and resources available to continue these roles. This role also involves close work with Welsh Government, other regional consortia, Qualifications Wales and Estyn. Positive and effective working relationships will need to be maintained. Within the organisation, feedback from our involvement in this part of the process should be made available to other staff not directly involved, so that the process can be understood by all advisors.  
As part of the current strand 3 and 4 part of the process, our curriculum and Professional Learning pioneer schools are gaining enormous experience and insight into the likely structure of the curriculum.  It will be important moving forward that we share the work of pioneer schools.  Indeed, many of our regional Curriculum and Professional Learning pioneers are trialling curriculum and pedagogical changes based on their experience.  We need to develop a more refined process for evaluating these trials and feeding back evidence to other schools. Challenge advisors who visit schools regularly could start to form part of this process of supporting schools in evaluating what they have done as a trial and disseminate information to other schools through the respective challenge advisors.  It will be particularly important to link pioneer and non-pioneer schools, as the latter have significantly less understanding of the process and developments to date. 
We are one of the main stakeholders with responsibility for leading and managing the professional learning required for successful implementation.  It will be our responsibility to manage the transition of all our primary, secondary, and special schools from the old to the new curriculum. Professional learning will be the most crucial aspect of the process to get right, as experiences in Scotland have illustrated.  EAS has already taken a leading role in developing the national model for professional learning. This model needs to be embedded within the organisation at all levels.  Initial training and support has been provided to EAS staff on the new national model. This will need to be further developed as new professional learning programmes are developed.  
It is important that we start to develop new professional learning programmes as soon as possible, to ensure the readiness of leaders and practitioners for the new curriculum. These programmes should include a focus on curriculum deign and theory, research methods, cluster working and collaborative professional enquiry, based on the model promoted by Priestly and Drew (2016).   We should also consider providing support for schools in how to develop materials for parents and pupils to engage with the new curriculum.  
All our existing professional learning programmes should be reviewed to ensure that they are taking all opportunities to prepare the workforce for the curriculum.   This includes all programmes for teachers, leaders, teaching assistants, support staff and governors. This review of is particularly urgent with our leadership programmes, which should be focused to a larger extent on managing and leading change.  We should consider offering bespoke support to senior and middle managers in schools on change management processes and theories.  Our Professional learning programme should start to provide AoLE based courses, to facilitate the process of curriculum design at school level.  We should also consider gaining greater expertise on the new areas of the curriculum such as health and wellbeing and computer science, so that we are able to support schools in developing these areas.  Much of the AoLE specific professional learning should encourage interdisciplinary approaches, particularly at secondary level.  It is important that our Professional Learning programme starts to prepare practitioners for the type of curriculum that they will be provided with.  
EAS also has a significant leadership role.  Our leadership will help support the Local Authorities in developing their policies in line with the new curriculum.  This will be particularly the case with the Schools and Learning Organisations Model that will be adopted for school self-evaluation.  This will require a significant change of focus within Local Authorities and a change of expectation in terms of what data, information they will have to measure the performance of schools in their authority. 
Curriculum reform also poses challenges for us internally as an organisation. Every employee will need to be fully trained in the new curriculum to ensure that we provide consistent support to schools. This training should include the governor support and learning intelligence departments, as well as the school advisors. 
The work of the Brokerage, Intervention and Support service area is by necessity focused at present on the current requirements of GCSE and A Level qualifications, and the respective performance measures.  This work should continue, especially in the light of the fact that reformed GCSE and A level qualifications have not yet gone through their first full cycle in may subject areas. However, these support programmes should take opportunities available to raise awareness of curriculum reform with practitioners. The Learning Network Schools programme could be an opportunity to connect our lead schools for each subject area, with pioneer schools working in the respective AoLE. This would allow the start of dissemination of information and confidence building amongst non-pioneer schools in particular. 
Curriculum reform will also have implications for our Challenge Advisors role.  As accountability processes, Performance measures and Inspection frameworks change and respond to the new curriculum, the work of our challenge Advisors will have to develop.  The changes to the role of Challenge Advisors is potentially very large, especially when the SLO model for school self-evaluation is adopted. Challenge Advisors role will need to develop into a more supportive or coaching role, at least in the short term during the period of transition to the new curriculum.  Certainly, existing processes of challenge related to categorisation and preparation for Inspections will need to be revised in the light of changes to those practices. I suggest that we take the lead in reforming our school categorisation processes to start to give schools that time and space to focus on reform.  This will be particularly important for secondary schools, who will require significant support in the coming months.  Non-pioneer secondary schools should become the priority support schools. 
As stated above, curriculum reform ids a challenge for the region and carries many risks: 
· The wider practitioner community will not be prepared for the publication and trialling of the new curriculum.  
· Schools will adopt a limited implementation of the curriculum and incorporation existing practices into the new model. 
· Local Authorities will not be adequately prepared for the changes. 
· EAS professional learning programmes will not support the curriculum reform process. 
· The implementation of the vision of Successful Futures will not be achieved in the region. 
Key recommendations: 
· Regular and frequent training to be provided for all EAS employees on curriculum reform to ensure a consistent message, sufficient information and valid advice are provided to practitioners in the region.  
· All Professional learning programmes should be reviewed and refocused on the curriculum reform.  An AoLE structure to professional learning should be considered. 
· Experiences and expertise from the pioneer schools should be shared with non-pioneers in a structured and formal way. 
· The staff structure and staff roles should be reviewed in the light of the new curriculum model. 
· The role of Challenge Advisors should be reviewed in the light of future changes to performance measures and inspections. Depending on the nature of changes proposed to Estyn, Challenge Advisors may have to take on more of a mentoring or coaching role to support and challenge school leaders.
2 | Page

