Literature Review 
The scheme of work, resources and the teaching session I developed were underpinned by several different theoretical aspects of teaching, learning and government directives. This literature review gives particular reference to the Literacy and Numeracy Framework, the Digital Competence Framework and Y Cwricwlwm Cymreig, all of which are instrumental in the development and move towards the new curriculum for Wales and Donaldson’s Successful Futures report. 
ORDER OF SOW 
[bookmark: _GoBack]The ordering of the scheme of work was mostly based around the second order concept of chronology, change and continuity. The idea of including factors which they think most sped up, slowed down or changed the nature of the progression of women’s rights came from Rachel Foster’s (2008) article on using road maps as a way of assessing change over time, in which she gets pupils to draw a road map of the Civil rights movement. And is intended to encourage the development of pupils’ historical thinking skills. In terms of the lesson which was taught, which was the first in the sequence, beginning with initial stimulus material, in this case a picture of a woman being force-fed, was 
which led into the enquiry question of “how did we get here?”

The current framework for Welsh aspects of the curriculum is known as “Cwricwlwm Cymreig, history and the story of Wales”, from this it is evident that there is a clear and obvious link between the History and delivering Y Cwricwlwm Cymreig (Donaldson, 2015:38). There has been a move away from this link with Donaldson’s new curriculum for Wales, which emphasises the cross curriculum responsibility of developing Welsh language and cultural awareness (Donaldson, 2015). Nevertheless, the historical development of Wales is distinct from that of England and as such should be treated with a degree of autonomy and separation which has often been missing; ‘British history’ has too often become synonomous with ‘English history’ (Welsh Government , 2013). Resources commissioned by the Government to support learning and teaching of history are available through the Welsh Books Council & HWB, suggests that there is a significant emphasis on welsh aspects of the curriculum which is being supported. While the scheme of work developed was not designed with an overarching Welsh theme, there was opportunity to include welsh aspects in order to allow pupils to better engage with contemporary issues around them, based on knowledge they have developed within this scheme of work (Donaldson, 2015:33). 
One of the key ways in which a pupil progresses in history is through the improvement of their literacy skills. The results of PISA tests from 2006 to 2015 is evidence of a downward trend in Wales across science, maths and reading and as a result of this, literacy and numeracy have become important across whole school curriculum (Jerrim & Shure, 2016:191). Further to this, in their 2016-17 annual report ESTYN have reported an increase in secondary schools which have a systematic plan to increase literacy throughout the school, from one-in-eitght to seven-in-10. The dramatic inrease shows a marked shift in focus towards improving literacy, as well developed literacy skills not only improve a pupils ability to access the whole curriulum but also allows them to communicate effectively outside of their school life (ESTYN, 2017:18-19). Schools have shifted to embed literacy and numeracy education as a cross curricula responsibility, this has been done through the Literacy and Numeracy Framework (LNF) in Wales (Welsh Government , 2014). History at Key Stage 3 and above, lends itself well to developing literacy skills, as it can effectively develop communication skills, whether that is done by forming a well developed argument or the extenisve reading of often complex historical sources (Welsh Government , 2008). Reading as a faundamental way to develop skills in literacy is often undervalued, despite the reoccurring notion in studies, cited by Otta, that suggest pupils learn more, or more effectively from reading than they do listening (Otto, 1992:54). Skills such as reading and arguing, developed in history, should enable a lifelong readiness to learn, as per the purpose of the curriculum (Donaldson, 2015:31). 
Alongside the Literacy and Numeracy Framework the government has developed the Digital Competence Framework, which is intended to be the third cross curricula responsibility and is deemed as important in the twentyfirst century as literacy or numeracy (Welsh Government , 2018:2 ; Donaldson, 2015:24).However, the framework does face several challenges as some schools do not have sufficient resources to support in class digital education and setting digital homework may be marginalising those who do not have access to technology at home. The challenge for history teachers is to insert digital aspects into history classrooms without it feeling artificially imposed (Welsh Government , 2018:2). In most cases within the history classroom, as in this scheme of work, it appears that the ‘producing strand’ is the most relevant as it covers sourcing’s information, creating and evaluating content (Welsh Government 2018:7). Within the context of the his scheme of work the final project fully encourages the use of technology in varying and complex ways (Welsh government 2018). 
A number of theorists have comeup with the expression ‘historical literacy’ as something seperate from the standard literacy education in other subjects, which combines “content-rich curriculum with good literacy practices” in order to make history lessons meaningful, building a complete picture of the past by encourging them to think (Goudvis & Harvey, 2012:52 ; Otto, 1992). While others suggest a concept which is very similar, although not named as historical literacy, whereby the focus of a history education is knowledge accompanied by an understanding of where that knowedge has come from, the problems faced in contructing them (Rogers, Shemilt and Lee cited in: Ashby, 2012:137-138). Ultimately, this amounts to pupils understanding what makes a historical account and how it is distinct from other forms of knowledge through the use of evidence  (Ashby, 2012:138 ; Lee 1994:45). Deconstructing knowledge at Key Stage 3 is conducted through sourcework. The scheme of work is directed at Year 9 pupils who should have had experience of source work before in history, yet they’re levels of engagement with those sources are likely to be very different, as it is not a skill which can be practiced but a concept which must be understood (Ashby, 2012). This allows for development and understanding the usefulness of multiple sources of varying biases, which cannot be measured against the national curriculum rigidly as there is no suggestion that levels in using sources as evidence should be fixed by a certain age (Lee & Shemilt, 2003 ; Smith, 2001: 12). Using sources should encourage students to evaluate their first thoughts more than once and not stick with their first idea and allows them to develop more sophisticated thinking. This is what is being achieved by repeatedly using source work throughout the scheme of work.
Finally, measuring the progression, or assessment, of pupils is an essential aspect to a scheme of work. Progress and progression in history have taken on very different meanings, where progress had come to mean aggregation of knowledge, progression has emphasised more than acquiring new facts but rather, it emphasises second order concepts and how pupil’s ideas about the past develop (Lee & Shemilt, 2003). These second order concepts, which measure progression in history, exist in a dynamic relationship to the substantive knowledge they support, and consequently, understanding in one second order concept, within the context of one period of history, does not progress to understanding of the same concept in another context (Kitson, et al., 2011:99). Thus, assessing learning in history has also become problematic. Assessment for learning research, by Black and Wiliam, demonstrates that summative assessment alone is not enough to improve quality of learning or teaching, but rather, it promotes teaching to the test, emphasising marks and short-term recall, none of which promote deeper understanding of second order historical concepts (Kitson, et al., 2011). As a result, formative assessment is becoming increasingly important, particularly for the lesson taught within this scheme of work, no hands up questioning was a key strategy, as it promotes careful collection of what information pupils know and understand. Caution must be employed where assessment for learning is used at the end of lessons, where plenaries assess what has been learned in simple right or wrong terms, as often things are not so black and white in history and as such tactics must be adapted to suit the subject specific needs of history (Kitson, et al., 2011).  As such, it has become clear that research-based models of progression, such as assessment for learning, and attainment targets in the National Curriculum do not work in isolation and best practice is to use both in conjunction, as research models make an attempt at meanwhile attainment targets are a snapshot of that progression and are (Lee & Shemilt, 2003 ; Kitson, et al., 2011). In terms of the final assessment for this scheme of work, it was difficult to find value in an essay-based assessment, as it would systematically regurgitate the information they had learned, rather than place value on the progress they had made with the concept of change and continuity. 

There are many aspects of the scheme of work which have not been discussed here, however, I have attempted to cover those most relevant to both the creation of an effective scheme of work and the development of the new curriculum. What can be established from this literature review is that despite various academic literature proposing things in different ways, promoting historical thinking and enquiry (or historical literacy) is one of the key features of forming a successful, engaging scheme of work.  
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