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i. Literature review
In this section of the assignment, I will analyse past and future curriculum developments, from a national and international perspective.
The meaning of curriculum has evolved over the years with many educational scholars differing in their description of a good curriculum. Professor Graham Donaldson, once head of the Scottish Inspectorate, describes curriculum as the learning and assessment experiences that are planned in order to meet the defined purposes of education. In 1999 and 2003, A V Kelly, professor of curriculum studies at Goldsmiths College, outlined three types of curriculum, all of which are equal in importance. According to Kelly, there is the planned curriculum, hidden curriculum, comprised of values, priorities and messages, and formal/informal curriculum that encompass the formal lessons young people attend and also break, lunch and clubs. (A V Kelly, 1999) 
Kelly was not unique in dividing his curriculum as three parts, Elliot Eisner, Professor of Art and Education at Stanford University also developed a theory that stated there is the explicit curriculum which is what the practitioner plans to teach, implicit curriculum which includes values, culture and ethos and the null curriculum which the teacher has chosen not to teach. (Eisner, 1985) The idea of a ‘null’ curriculum presents some areas of concern for example, in when deciding on what to teach in certain subject areas as areas of knowledge are omitted. 
John Goodlad, an education theorist, also defines curriculum in different contexts, Goodlad describes the ideal curriculum; what the government want to be taught, formal; what is contained in the curriculum document, perceived; the ideas attached to what is being taught, operational; what the teacher actually teaches and operation; what learners experience. (GL. Rhodes, 1978)
National – Wales
The curriculum in Wales has transitioned many times, mostly because of decisions made by the centralised government in London. Until the Education Act of 1944, young people in England and Wales did not have access to free education at both primary and secondary level. This Education Act introduced entry exams for eleven year olds in order for them to attend the correct kind of school for their level; grammar, technical and secondary modern. 
In 1967, education in England and Wales changed to focus on the individual pupil after the publishing of Bridget Plowden’s child-centred philosophy for teaching.
Individual differences between children of the same age are so great that any class, must always be treated as a body of children needing individual and different attention. (Gillard, 1987) 

Plowden also stipulated that “judgements which determine careers should be deferred for as long as possible”, (Gillard, 1987) this is a long way from where we currently are in Wales with children choosing GCSE subjects during year eight. This change in decision making in year nine has possibly been due to the volume of content teachers are expected to deliver in order for students to be prepared for exams. 
In 1988, the government moved away from Plowden’s philosophy, instead adopting a subject-centred national curriculum, implementing key stages and educational objectives. Schools were no longer managed regionally but instead nationally by the centralised government in London. 
The curriculum in Wales remained more or less the same between 1988 and 2007. However, significant changes were necessary in the twenty-first century, due to disappointing results in Programme for International Student Assessment (PISA). The report, “Improving schools in Wales; and OECD perspective” by the Organisation for Economic Co-operation and Development (OECD) highlighted Wales’ shortcomings in assessment and evaluation. In the PISA tests in 2012, a fifth of Welsh students did not achieve baseline level two in reading and science, with a third not achieving a level two in maths. Following the report by the OECD, it was recommended that the delivery of Personal, Social, Health and Economic education (PSHE) and pupils’ experiences at key stage three should be changed. Teachers must have high expectations for all pupils, regardless of background and the profession must focus on the long-term progress rather than the short-term progress of pupils as has been standard practice in Wales. Primary schools focus on developing literacy and numeracy skills and secondary schools teach to the requirements of the exam board.
The OECD report did highlight some good practice within the Welsh education system; the Foundation Phase’s ethos, principles and pedagogy were a strength. Teachers were choosing how they organised learning and used tests as a servant, rather than as the master. Additionally, special schools were working effectively towards what the OECD lays out in their recommendations. Within secondary schooling, the report outlined the need to develop skills through themes, such as sustainability, to help with the transition between primary and secondary schools. It also highlighted that schools should be given a reduced framework to stop the disillusion children have reported feeling when pupils move from keys stage two into key stage three. Reducing content, according to the OECD ensures pupils remain excited and engaged in the classroom. However, this in turn will also require a change in syllabi at the end of key stage four. The report illustrated the problem of sustained motivation at secondary schools as an issue in the UK (and beyond) and one which not only requires education systems to change, but also a cultural modification for society as a whole. 
Concerning the reform process, the OECD was realistic when they said it would take time for teaching and assessment methods Wales to improve, since Northern Ireland and Scotland’s reform processes took a decade. It suggests the requirement for adequate time to prepare for the necessary changes; currently teachers’ contractual hours are one thousand and sixty five hours a year, the OECD fails to elucidate where the time to implement changes should come from. 
The OECD recommended that the Welsh Government no longer request to see end of key stage data from class teachers, in order to stop the trend of data distortion leading to the generation of unrealistic key stage four targets, which can create a disparity between targets and actual achievement.
After receiving the report from the OECD, the Welsh Government set out to reform the curriculum. Firstly, Leighton Andrews, the Minister of Education at the time, created a twenty-point plan outlining actions to address what the OECD had described as shortcomings. The plan set about changing the way schools tested, introduced colour categorisation for school rankings, and created the Masters in Educational Practice (MEP). Following this, the Welsh Government asked Professor Donaldson to research the current state of affairs and set out recommendations for improving the provision in Wales. Donaldson had previously led the reform process in Scotland, whose recommendations ultimately led to the Scottish Curriculum for Excellence (CfE).
There are some clear differences and lessons Wales can learn from the CfE and Scotland’s experience, which has had an impact on the development process of the Curriculum for Wales (CfW) some of which are outlined below.

National – Wales - Holistic approach
The approach that the Welsh Government has adopted ensures teaching professionals and institutions have the opportunity to engage with the reform process at each step; teachers have been encouraged to work collaboratively with other professionals within their consortium. 
Summative reporting to parents and carers should include holistic assessments of achievement in relation to the curriculum purposes, drawing on experience from beyond the formal classroom. (Professor Graham Donaldson, 2015)
This holistic approach aims to reduce workload pressure on teachers and therefore allow teachers to use their time to plan and imbed effective content and pedagogy into their practice. Secondly, the mention of ‘holistic assessments’ illustrates a possible reduction in formal, reported assessments and instead a more low-stakes style of testing at the teacher’s discretion. 
National- Wales – Pioneer schools
As part of the development process of CfW, the Welsh Government allowed schools to volunteer to become pioneers where they would be tasked with research, collaboration and trialling of aspects of the new curriculum. A total of one hundred and sixty-four schools were recruited by the Welsh Government in 2015 and since then have been working on developing the framework in subject specific departments, as schools and within consortia. 
For example, during 2016, pioneer schools from the Education Achievement Service (EAS), the consortium constituted of Blaenau Gwent, Caerphilly, Monmouthshire, Newport and Torfaen, focussed on the Areas of Learning Experience (AoLEs). Within workshops organised by the EAS, pioneer schools were asked questions such as “What might an AoLE look like?”, “How much prescription should there be at a national level?” and “Are there any difficult boundaries between the six AoLEs?” (EAS, 2016) Schools were also expected to engage with educational professionals in Scotland, namely to discuss progress with Heads and Academics from Scotland in order to minimise possible challenges. 
The pioneer school model has had a crucial role in the development of the new curriculum and has been an effective strategy in reducing problems that Scottish schools were presented with when implementing their Curriculum for Excellence. It has also been praised for improving the professional development opportunities for teachers, “involvement in curriculum reform process has been valuable for the professional development for teachers involved” (Rhian Davies, 2019). One criticism of the pioneer model is the lack of consistency across schools, as experiences have been different for all. This illustrates the importance of teacher engagement during curriculum reform; however, staff within schools that volunteered to participate in the pioneer school programme has only had the opportunity to be immersed in this, “experiences have been varied as it has not been a uniform programme of activities.” (Rhian Davies, 2019)
The Wales Institute of Social and Economic Research, Data and Methods (WISERD), conducted interviews with teachers from pioneer schools, where they found that there has been progress in the development of new teaching methods and strategies since, “teachers refer to utilising the mastery approach, developing pupils’ habits of mind.” (Nigel Newton, 2018). However, these interviews were conducted to only thirty teachers involved in pioneer work and therefore do not indicate a full picture of the current situation. This focus on habits of mind fits well with the four purposes “healthy, confident individuals who are ready to lead fulfilling lives” (Welsh Government, 2019). However, the teachers of pioneer schools have been participating in research, collaborating with others and professional development since 2015. Those teachers not involved will lack experience and exposure to the new curriculum until it has fully formed. Therefore until all skills and knowledge has been disseminated to teachers in Wales, it is difficult to imagine that all teachers in all schools will be able to engage as effectively with the new CfW in an effective way; “teachers are going to need more training; they’re going to need a lot more training.” (Nigel Newton, 2018).
Another challenge of the CfW is the non-prescriptive nature of the framework, it will prove challenging to ensure consistency. This is especially evident when comparing the integration of curriculum in primary and secondary schools; “primary schools are more able to test whole curriculum or whole-school approaches than secondary.” (Rhian Davies, 2019).
National – Wales – professional learning
The work pioneer schools carry out will not only impact what young Welsh people are taught and how they are taught but will also provide guidance and training to non-pioneer school teachers. “Training and development will spread and embed what the best schools and practitioners are already doing, ensuring fairness of opportunity for all, in a self-improving school system.” (Welsh Government, 2017). This sharing of good practice will be crucial to create a consistent approach throughout the country. The Welsh Government has a political agenda and therefore shows bias, in theory, training will be essential; however the level of consistency in the messages given will be important in order for the CfW to succeed. 
National – Wales - QI schools
After the work developed by pioneer schools, certain schools had the opportunity to apply to become QI schools to implement and further develop what pioneer schools had discovered and produced. These schools are expected to make bigger changes within their settings and take more risks with pedagogy.
National – changes to Estyn
The Inspectorate for Welsh schools also plans to change the way it inspects and measures schools’ performance; schools will have inspections more often starting in September 2021, “to give assurances on standards as the new curriculum is rolled out.” (Lewis, 2019). In order to allow schools an opportunity to thoroughly engage with the draft documents and begin implementing the new CfW, Estyn will not inspect any schools which are not cause for concern during the academic year 2020-21. National Education Union (NEU) Cymru, a teaching union has responded negatively to these proposals as, “Estyn inspections can cause an increase in stress and workload, and move the focus away from learning, which should be the most important thing for everyone in education.” (Lewis, 2019). Moreover, this allows teachers in Wales just “three terms to innovate, trial, reflect and refine before Estyn starts inspecting progress.” (Fiona Wilson, 2019).

Following the release of the draft Curriculum for Wales the teaching profession was invited to respond to it during a feedback period in the summer of 2019. Teaching professionals and stakeholders will review the feedback and use this to refine the Curriculum for Wales. A final document “will be made available in January 2020 for rollout in September 2022 for all year groups in primary school and Year 7 in secondary schools.” (Welsh Government, 2019). Secondary schools will have more of an opportunity to reflect upon the teaching and learning of the new curriculum as the changes will affect one year group in the first year and then two year groups in the second year and so on. Whereas the expectation is for primary schools to introduce the brand new curriculum to all year groups at once in 2022. Primary teachers will therefore need to understand the curriculum expectations of all AoLEs that they are teaching including new assessment methods. Professionals need to be afforded time to prepare as the workload for primary school teachers appears to be enormous furthermore, whole-school mapping will be essential to ensure a consistent approach. 

International – Scotland
In the early 2000s Scotland’s PISA tests also resulted in a cause for concern and so like Wales’ Government, the Scottish Government responded by focusing on the purpose of education. The Scottish Government felt that it was necessary to anticipate future social, economic and technological changes and therefore educate their young people in a way that would prepare them for the imagined future. Similar to the CfW, the Curriculum for Excellence (CfE) saw a move away from a prescribed curriculum, allowing teachers to be increasingly autonomous and organise the learning of their students how they wish. During a review process, teachers were seen to be “becoming more open to experimentation” and “allowed to enjoy teaching again” as a result. Additionally, since learners were more involved with the planning of their learning, there was a greater “potential to engage and motivate learners” which saw “greater evidence of engagement in primary”. (M. Priestley, S. Minty , 2013)
However, unlike the CfW, the CfE was released without engagement or evaluation from stakeholders which resulted in a variety of challenges. The CfE reduced the amount of content which was expected to be taught, was less prescriptive, and gave more scope for teachers to exercise their professional judgement, however the document released to teachers was “underdeveloped and contained contradictions” (M. Priestley and W. Humes, 2010). As teachers were given very little guidance and no real opportunity to co-operate with others, combined with a lack of clarity and consistency in curriculum documents then the status quo was likely to remain. As a result, teachers used the several hundred discrete objectives within the document in a prescriptive manner. Since there was no trialling of the new Scottish curriculum in pioneer schools, the teaching profession adopted a “wait and see approach.” (M. Priestley and W. Humes, 2010) If this was the case in Scotland, one could assume this may also occur in Wales’ schools if the pioneer school programme fails to successfully transfer its learning at training. This is possibly the reason why Estyn plans to monitor schools’ progress in their transition towards their delivery of the new curriculum during its inspections in 2020-22. 
Furthermore, the assessment outcomes provided to teachers were at times subjective and therefore challenging to utilise to aid assessment for example, “I enjoy exploring and discussing word patterns and text structures.” (Education Scotland, 2006). These pupil-centred assessment outcomes aim to encourage pupil engagement, however proved disadvantageous for practitioners to use to evidence pupil progress and learning. Pupil-centred “I can” statements form the basis of the Curriculum for Wales’ progression steps which will be used by teachers to assess their learners’ progress and the intention is that teachers will easily judge the progress being made, with explicit language being used. This further evidences the importance of involving professionals in the planning process of redesigning a curriculum. 
Additionally, the CfE combined features from multiple curricular models, which some criticise as not being compatible. The mastery model where practitioners teach a topic for a pre-determined length of time in depth and therefore, lessons are more teacher-led. Whereas the process model is a method, wherein teachers guide learners into conversations about topics, developing critical thinking and lessons are pupil-led. There were elements of a “mastery curriculum dressed up in the language of the process model.” (M. Priestley and W. Humes, 2010). This is dangerous as it means that the core of the curriculum is built on unsuitable foundations, which could affect how effective it could achieve its aim of improving standards and provision for young people.
 
 Reducing teaching content caused critics to state that the CfE “downgrades knowledge”, and seems to be “oversimplifying knowledge and skills” which risks learners from challenging backgrounds to “be denied powerful knowledge”.  (M. Priestley, S. Minty , 2013). This is also a challenge for the implementation of CfW will need to tackle as the level of poverty in Wales is at a higher level than that of Scotland with twenty-four per cent of people living in poverty compared to nineteen per cent in Scotland. (Joseph Rowntree Foundation, 2018)

International – New Zealand
New Zealand reviewed their curriculum, which was first implemented in 1992 at the beginning of the twenty-first century. The reasoning behind the review was as; 
Our population has become increasingly diverse, technologies are more sophisticated, and the demands of the workplace are more complex. Our education system must respond to these and the other challenges of our times. ( Ministry of Education, 2007).

The New Zealand government believed it was vital to allow stakeholders to be part of the review process, enabling schools to trial new pedagogy, collaborate with others and perform research. A draft was released for stakeholders to read and respond to and after analysing the ten thousand submissions of response, the New Zealand Curriculum was created. This is very similar to the current state of affairs in the development of CfW. 

The New Zealand Curriculum (NZC) sets out to help schools design their own curriculum which is easy to manage and follow. The curriculum guidance gives tips on how to implement a new bespoke curriculum at school level. The curriculum documents provide teachers with ideas for implementation and pedagogical principles to aid teachers’ planning and the documents for each learning area are comparable to a teacher’s handbook. The Ministry of Education also gave teachers clear levels and assessment outcomes, which are similar to the progression steps in CfW. For example, in levels five and six students are expected to “express and respond to personal ideas and opinions” (New Zealand Ministry of Education, 2007) and in Progression Step five students are expected to “give extended and detailed reasons and explanations to justify thoughts and points of view, agreeing or disagreeing with others.” (Welsh Government, 2019). 

The New Zealand Ministry of Education is frequently reviewing and evaluating the curriculum in order to ensure it is preparing young people for the future. For example, it is currently developing a new Digital Curriculum with thirty-eight million New Zealand dollars budgeted to train teachers and provide schools with necessary equipment. According to the review, digital technology in the classroom doesn’t mean children are simply using devices, but instead developing the required knowledge and skills to imply that they can effectively use the technologies of the future, “this change to the National Curriculum will mean from 2020, there will be an expectation that all students will learn about digital technologies.” (Ellen MacGregor-Reid, 2019)



International – Hong Kong
In order to keep up with twenty-first century challenges, the Hong Kong Education Bureau developed their “Learning to Learn” curriculum starting in 2001. The Chairman of the Curriculum Development Council outlined the reasoning behind the reform in a message in 2001,
The school curriculum, apart from helping students to acquire the necessary knowledge, should also help the younger generation to develop a global outlook, to learn how to learn and to master life-long skills that can be used outside schools. (Dr. CHENG Hon-kwan, 2001).

Unlike the countries already mentioned in this review, the catalyst for Hong Kong’s curriculum reform was not results. In the 2000 PISA tests, close to eighty per cent of young people in Hong Kong achieved level three or above in literacy, placing them third in rankings against the other countries tested. “Students in Hong Kong also displayed the highest mean scores in mathematical literacy.” (OECD, 2000).

While developing “Learning to Learn” the Curriculum Development Council spoke to universities, inspectors, textbook publishers, teaching unions and parents to promote engagement from all involved parties. The entire educational structure changed by shortening the number of years in primary and secondary education for example, three years in junior secondary, three years in senior secondary, four years in undergraduate or tertiary education. The inclusion of more vocational options for Hong Kong’s students, for example construction design and tourism studies, was also a brand new idea. 

The curriculum in Hong Kong is divided into eight learning areas, with English language and Chinese taught separately. 2012 saw the first cohort of students completing the new six-year secondary schooling programme and taking the ‘Hong Kong Diploma of Secondary Education Examination’ this “resulted in a double cohort of graduates in 2012”. ( Yuki Inoue, 2013) Eighty-eight per cent of the students who graduated in 2012 progressed into further education. (Curriculum Development Council, 2013) The introduction of non-academic experiences has enabled more young people to continue their studies in vocational subjects, this has meant that Hong Kong’s industry and business sector has well-qualified people to work in these areas.  

Hong Kong has continued to score highly in PISA tests, with a quarter of students able to “handle tasks that require the ability to formulate complex situations mathematically.” (OECD, 2018). However, Hong Kong dropped in the OECD average rankings in 2015 with the country ranked ninth out of all countries taking part. This has been due in part to a reduced level of scientific literacy, dropping by five points.  There has been some controversy around historical gender stereotyping by the education system. This has not been approached by the new curriculum and may cause a lack of women training to work in traditionally male-centred occupations. 

“I think there is a stereotyping of young girls here. For example, when you see the books they read, it is always a woman as a nurse and a man as a police officer. I think we can start the education around this earlier. I do not think this kind of positive thing is being put in place in the Hong Kong education system.” (Rachel Blundy, 2016)

When assessing the language used in textbooks, the vocabulary used is less gender -biased than previously. “However, traditional male and female career routes are still present.” (Jackie F.K. Lee , 2014)

The new curriculum in Hong Kong has had a negative impact on teacher workload and stress related to an increased workload, “Hong Kong Professional Teachers’ Union (2003) found out that around 50-52 per cent primary and secondary teachers felt their work out of control and they were suffering from over high work pressure.” (Yin Cheong Cheng, 2009) Unfortunately, less than two thousand teachers completed this survey successfully, therefore the results may not provide a clear indication of how Hong Kong teachers are feeling. It is likely that the one thousand and seven hundred respondents chose to complete the survey as they feel strongly about the issues raised within it, whereas the remaining four thousand teachers did not feel as strongly. This pressure is not limited to teachers, with students also feeling pressure. This has become apparent in recent years as seventy-one students committed suicide between 2013 and 2016. A teacher and member of a teaching union felt the rigorous education system was at fault.
“Under this education system, students are evaluated like stocks, and teachers are like fund managers who need to boost the stocks. How can you expect students to not feel pressure?” (Echo Huang, 2017)

As a member of a teaching union formulated this opinion, they may be perceived as having views that are more radical and therefore could be impartial. 

ii. Contextual study

I am a French and Skills Challenge Teacher, specialising in the Global Citizenship Challenge. I have six years of teaching experience, with three years spent at my current school. In this Section of the assignment, I will outline my findings from learning visits undertaken in June 2019, I will also explore the possible challenges and opportunities posed by the New Curriculum for Wales in my setting and propose solutions to these challenges and opportunities. Since I am particularly interested in the Knowledge vs Skills debate I chose to visit a secondary school that has imbedded a knowledge-based curriculum into their teaching and learning policy. I was especially intrigued to see how this school was planning to evidence the types of learning outlined in the Curriculum for Wales. 

Pupils attending School A are provided with termly Knowledge Organisers for each subject they are taught, these arrange topics and key knowledge for pupils to learn inside and outside of the classroom. The Modern Foreign Languages (MFL) department explicitly shows which of the four purposes the pupil will be working towards in each unit of work on the front cover of their booklets. The departments in the Language, Literacy and Communication AoLE plan collaboratively on grammar teaching to ensure they provide pupils with consistent terms and explanations. 

The school has developed a Literacy focussed programme for year seven pupils to follow when they begin in September, where the same teacher teaches them Literacy based subjects. They are taught through themes; ourselves, our values and beliefs, the effect people have on the world in which we live, our goals, ambitions and dreams.  These themes can easily help pupils achieve the four Purposes outlined by the CfW for example, 
Ambitious, capable learners who are ready to learn throughout their lives. Enterprising, creative contributors who are ready to play a full part in life and work. Ethical, informed citizens who are ready to be citizens of Wales and the world. (Welsh Government, 2019).

In year eight, the school holds Genius Hour two lessons a week for the science, technology, engineering and mathematics (STEM), this is a project-based programme, linked to Google, which “allows students to explore their own passions and encourages creativity in the classroom.” (Juliani, A J) In the past, pupils have created board games and apps. This again links to the new Curriculum for Wales; 
All our children and young people will be enterprising, creative contributors who express ideas and emotions through different media and give of their energy and skills so that other people will benefit. (Welsh Government, 2019)

The approach adopted by School A has improved uptake of French at GCSE as pupils are able to communicate more readily and attitudes towards learning a modern foreign language have enhanced thanks to a number of mentoring projects undertaken by pupils in key stage three. 

The member of staff I spoke to while visiting the school outlined certain challenges; namely, how the CfW is going to affect results. The school has recently seen an improvement in their GCSE results after adopting a knowledge-based approach; however, it was felt that if the school is pushed to abandon this method then results may suffer consequently. 

Another challenge highlighted by the staff member, was the possibility of undervaluing teacher expertise. This has become a concern due to the way that professionals involved in the planning have described the cross-curricular element of the CfW. Moreover, it is my understanding that some schools have already started to change the staffing structure including job titles, within their institutions. At a recent Teachmeet, a speaker described how teachers are no longer “specialists in their subject” at their centre, instead they are teachers of the Areas of Learning Experience for example, Creative Arts teachers teach drama, music and art lessons. This would be a challenge to roll out across the country since teachers in Wales specialise in subjects, not areas of learning. This would raise many issues if all of Wales’teachers are expected to step away from their specialism. This may also have a negative impact on attainment and teacher training would need to be reformed. 

During the aforementioned Teachmeet, professionals explained and evaluated their progress of preparing for the CfW, I will outline the main points gathered below.
School B, a primary school, described how they have implemented a project-based curriculum which has been a success as, “standards are higher they have ever been”. This school lends its success to leaders and staff’s ability to design a broad, rigorous curriculum.  As the children progress through the school, they are continuously building on prior knowledge and experience so that they are able to build purposeful links between areas of learning. 

A member of staff from School C, a secondary school, described the challenges and opportunities of the CfW. They outlined the need for a knowledge rich curriculum focussing on cultural capital and subjects taught by experts. The false dichotomy of knowledge vs skills was unpicked as pupils cannot be skilled at something without knowledge, the more knowledge pupils have, the more links that are made between topics. It is also vital that curriculum development is a whole-school exercise to ensure these links happen purposefully. 

The challenges, which were outlined, again focussed on the need for qualifications to be rigorous and portable between countries so Welsh pupils are able to compete with young people from England.   Moreover, the expertise of teaching staff should not be watered down or undervalued. Furthermore, the requirement for planning time was another concern that was raised; if teachers are to engage with the new CfW they will need time to plan and review the content which they are teaching. On the other hand, many opportunities were discussed for example, the occasion to allow teaching professionals to plan schemes of learning in a way which allows for authentic connections to be made, linking subject content throughout the pupils’ school career. The fact that teaching professionals are discussing the curriculum and putting the learner central to planning, illustrates another positive aspect of the new CfW.

School D, a secondary school, uses real-life context and collaboration to engage pupils in their newly developed school curriculum. The school provides all pupils with Chromebooks in order to undertake research and create projects digitally; this will also help satisfy the Digital Competence Framework, “create output for different purposes using different multimedia components including letters and symbols, image, sound, animation or video.” (Welsh Government, 2018). The school already assesses learners using the “I can” statements of the new progression steps, and teachers have reported that behaviour has improved due to improved relationships, teacher confidence and parental engagement. Strong leaders and a shared ethos have been crucial in the positive progress they have achieved so far, although the school implied that they needed a greater amount of support from their consortium. Some members of teaching staff at this school have now progressed to teach in the primary sector due to enjoying their experiences of this new style of teaching. 
 
During our trust group discussion, we discussed that school E, another secondary school, focussed on the Mathematics and Numeracy AoLE in 2017-18 where they saw improved results at GCSE from forty-eight per cent A*-C to eighty-two per cent A*-C. After the success of the Maths and Numeracy focus, the school decided to focus on Languages, Literacy and Communication AoLE in 2018-19, all heads of the schools’ cluster invested in Voice 21, training literacy teachers across the cluster to ensure a consistent approach. Voice 21 is an oracy based literacy programme, which aims to introduce pupils of all backgrounds to the importance of oracy; “learning to talk” and “talking to learn” (Voice 21, 2019). Pupils do this through four strands of oracy; Physical, Linguistic, Cognitive and Social and Emotional. The programme has proven to be an effective way to satisfy the AoLE progression steps and the ethos behind the new CfW as; “Children with good communication are four times more likely to get five A*-Cs at GCSE” and “Employers rank ‘oral communication’ as the number one employability skill.” (Voice 21, 2019) Moreover, “a classroom filled with exploratory talk is filled with problem solving, collaboration, thinking” (Voice 21, 2019) these are key aspects of the CfW which sees a greater emphasis on these skills. 

Some aspects of the CfW presented this centre with challenges, for example, allowing pupils to choose their own topics did not always lead to deep learning. At the beginning, pupils chose to study about Labradors which teachers developed lessons around. Although this did not lead to effective practice or particularly effective learning by the pupils, the school viewed this experience as a positive lesson to learn and the school now ensures choices are relevant to the skills and knowledge required for pupils to progress. The school also found that the scale of the progression steps led to narrowed subject specialism and downgraded teacher expertise. 

Challenges
Throughout this contextual study it has become apparent that depending on the priorities of the school, partnered with whether the school has been involved with developing the CfW as a pioneer school affects the attitudes and experiences within the school. 

The most prominent challenge, according to the majority of centres mentioned in this study, is the possibility of subject knowledge erosion through the introduction of cross-curricular teaching. The CfW draft curriculum does not stipulate that cross-curricular teaching means teachers teaching outside of their specialism, rather that it allows learners to create links in their knowledge between subjects. Moreover, this cross-curricular element will allow teachers of subjects with clear links to collaborate with one another to ensure teaching is consistent for example, teachers of literacy based subjects could ensure they teach grammatical rules in the same way, to develop a deeper understanding of important aspects. 

Subsequently, it is important that cross-curricular links included in schemes of work are relevant and purposeful, rather than being forced as a box-ticking exercise. If links are superficial, this runs the risk of wasting valuable teaching time and causing more problems than solutions. 
“The idea of a unified and coherent curriculum sounds good on paper, and may look good mapped out on a giant chart in a SLT meeting, but I can see it backfiring spectacularly.” (Mark Enser, 2019)

Another challenge brought forward in this study is the time needed to develop, plan, implement and review the new curriculum. Since the CfW is to be developed holistically within schools to guarantee it is relevant to the learners of the school, while also meeting the needs of the school, each member of staff will need time to organise their schemes of work and resources. Due to the collaborative nature of the CfW, members of staff will also be required to meet with each other to plan and develop resources. There is also the expectation of cross-school collaboration which again will mean time will be essential to ensure this is done effectively rather than as a perfunctory exercise. Currently, the Welsh Government has allocated one extra training day each summer for three years until 2022 to enable teachers to engage with the new curriculum. Helpfully, these training days will be held on the same day for all schools to allow collaboration and sharing of practice. 

A further important challenge to discuss, is the differing circumstances for all schools in Wales, and how this could lead to possible fissures in progress introducing the new curriculum.  It is impossible to provide all schools and their members of staff the same information and opportunities. If a school has not been participating directly with the development of the new curriculum, as a pioneer school or QI school, then it is often one member of senior management who will attend meetings and then disseminate information, this then allows for biases to be formed and passed on. This could result in some information not being passed on at all. Through discussions in my trust group, it has been apparent that the attitude towards the CfW varies and that where there are negative attitudes, it is more likely that management and members of staff are reluctant to change the way they are teaching. If this reluctance is not approached, it could lead to a return to status quo and a similar result as Scotland.

Opportunities
The prospect of completely redesigning the curriculum in Wales presents the teaching profession with an exciting opportunity to engage with research, discuss with fellow professionals what the Welsh curriculum should look like and also refresh practice. 
The main aim of the CfW is to guarantee that Welsh learners leave education prepared for the future, whatever that future may be. The Four Purposes steer us away from thinking about what young people must know and do but rather how what they know and do develops them as Welsh citizens. This aspect of the curriculum allows teachers to rethink how they teach and hopes to give teachers more autonomy when teaching and assessing. Many of the teachers who have already started reviewing their methodology speak positively about engagement of pupils but also of staff in their institution. However, since the CfW has been created for teachers by teachers this so-called autonomy could be a dangerous prospect as “blame lies with teachers if the results aren’t as expected.” (Fiona Wilson, 2019) This added jeopardy could reduce the likelihood for teachers in Wales to take risks and continue to teach how they have always taught. Engagement of all is crucial and schools should relish the opportunity to involve pupils, parents, stakeholders, businesses etc. when they are planning their programmes of study in preparation for the new curriculum. “Schools need to create and continuously update record of contacts.” (David Leat and Ulrike Thomas, 2019) These contacts could aid their local school to combat issues in the local area, become mentors to learners from disadvantaged backgrounds and improve engagement, collaboration and aspirations. 

Since the new curriculum is not prescriptive, this allows teachers to make their own choices about what and how they teach, so long as they give learners opportunities to advance the progression steps. In recent years, the profession, especially at secondary school level, has often been forced to ‘teach to the exam’, which has sometimes resulted in a loss of love of the profession for many, and though some teachers are very effective at teaching for results, this kind of teaching is not beneficial in the long-term for learners, as when they begin further education and the requirement to be independent learners is more important they may find this challenging. If there is more choice for all, this should create a more positive learning environment and greater engagement.

Another positive prospect presented by the redesign of the curriculum in Wales, is the introduction of more professional learning opportunities. The initiation of research based professional learning will not only invigorate the teaching of Wales’ teachers but should create a profession where lifelong learning is possible for all. In the past, once teachers passed their Postgraduate Certificate in Education (PGCE) they may have participated in short courses and training days, however it was rare that teachers continued to Masters level. However, now with more funding and the availability of part-time courses, it is possible for teachers to develop academically. 























iii. Force-field analysis

Forces for change (43) Forces against change (42)Implementing Curriculum for Wales
Time allocation (5)
Fewer teachers being trained (2)
Teaching to the test at KS4 (4)
Skills required by employers (4)
Poor PISA performance (5)

Reluctance to change (4)

Parent pressure (3)
Lack of resources (4)
Knowledge vs skills argument (5)
Accountability (4)
Qualifications / assessment pressures (5)
KS2 – KS3 pupil dissatisfaction (4)
Wellbeing of teachers and learners (5)
Greater teacher agency (5)
Unambitious learners (5)
Workload to implement (5)
Research (2)
 Political agenda (4)
Lack of skills in current workforce (4)
 Pupil engagement (3)
Media involvement (3)











Report to the governors regarding the implementation of the Curriculum for Wales (2022) 

Context
	The Curriculum for Wales gives the teaching profession the opportunity to:
· Afford greater teacher agency resulting in improved wellbeing.
· Teach relevant, modern and reduced content influencing learner engagement.
· Engage in research and participate in professional learning opportunities.
· Collaborate with staff from other schools and across key stages.
· Improve transition of pupils from primary school into secondary school.
· Involve pupils in their learning choices.
· Imbed creative pedagogy into teaching practice.  
· Teach topics as cross-curricular themes. 
· Engage parents/carers, consortia, exam boards, media etc. in the discussion of education in Wales.
· Prepare learners for a future, developing skills that are desirable to employers.

	The challenges linked to the Curriculum for Wales are:
· Staff not willing to change the way they are teaching.
· The possibility of teacher expertise and subject specialism downgraded.
· Time implications to plan, deliver, review and update teaching and learning methods.
· Increased workload for professionals to create new resources and schemes of work that are in line with the new curriculum.
· The negative rhetoric of the media affecting parental support. 
· The lack of assessment guidance from Qualifications Wales will make it difficult for schools to imagine the end goal for the new curriculum. 

	Recommendations for implementing the new curriculum in our setting:
· Allocate time during INSET days for planning, including whole-school mapping time; all members of staff must have a clear understanding of the expectations of the new curriculum.
· Introduce quality assurance criteria into learning walks and book scrutiny to monitor progress.
· Allocate time for staff to visit Pioneer schools in order to observe good practice and disseminate this information to their teams on their return. 
· Invite stakeholders (including parents) into the school for an information evening explaining our next steps and the new Curriculum for Wales.
· Develop information packs for parents who are unable to attend the information evening. 
· Share opportunities of professional learning with all staff. 
· Continue to work closely with cluster primary schools to ensure a simple transition.
· Develop links with local businesses.


Implementation of the Curriculum for Wales must take place across all schools by September 2022. From September 2020, HMI Estyn will visit schools in order to assess schools’ progress in planning and implementation of the new curriculum. Therefore, it is important that we begin working towards this deadline at the earliest opportunity. In this report, I aim to prepend the opportunities, challenges and recommendations following research undertaken into curriculum design and international curriculum trends.     
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