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An inquiry into the nature and impact of professional learning to support the implementation of the Curriculum for Wales

Abstract
With the introduction of the Curriculum for Wales, the Welsh education system is experiencing the most significant and comprehensive reforms in the nation’s history. This study explores the professional support made available to the workforce at this time of enormous change.  This study attempts to provide additional evidence relating to the perceived impact of professional learning on practitioners’ knowledge and confidence in implementing the reforms.  This inquiry used an interpretative paradigm and case study methodology to explore practitioner perceptions and evaluations of their PL engagement to support their implementation of the Curriculum for Wales.  This study has found huge variation in the amount of professional learning that practitioners have engaged with, and disparity in practitioner perceptions of their own responsibility for their engagement. This study has also found that some of the main pedagogical approaches to PL that the Welsh National Approach to Professional Learning advocates, have not been evident within practitioner experiences to a great extent.  This study has revealed the need for significant additional, large scale research to evaluate the provision and effectiveness of professional learning on the Curriculum for Wales at all levels.  
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CHAPTER 1: Introduction 
This chapter provides an overview of the research study. The first section focuses on introducing the study and providing the context. The next section explores the rationale of this study, and this is followed by a section that examines the aims and the research questions that this study sought to address. The fourth section then highlights the benefits of this study. This chapter ends with an outline of each chapter in this thesis.
Introduction and context
The introduction of the Curriculum for Wales (CfW) is a significant change in education policy in Wales as it has fundamentally changed curriculum content and assessment practices related to all subject areas from age 3-16, and will be accompanied by revision of all qualifications at age 16. It is a significant challenge, and opportunity for the profession.  School practitioners now have responsibility, authority and accountability for designing a bespoke school level curriculum, designed to meet the specific needs of their learners (Welsh Government, 2020).  However, this responsibility comes at the same time as dealing with the challenges of pandemic recovery. 
From the start of the reform process, the role of professional learning (PL) for new teachers through Initial Teacher Education (ITE) programmes, as well as for the existing profession has been seen as essential (Hughes, 2016).   This PL has needed to be wide-ranging, to support the profession to become curriculum designers, change managers, and to develop expertise in new content and approaches.   Welsh Government has promoted engagement with PL on CfW, providing additional INSET days, and encouraging schools to focus available time on PL.  A £12 million increase in the Welsh Government PL grant to schools has been provided in 2022-23 to support this engagement (Central South Consortia, 2023).
Responsibility for providing PL sits with several tiers of the education system. Regional consortia have collaborated to run PL programmes on curriculum reform, and provide bespoke support to schools.  Welsh Government also have provided PL networks and events, and many private consultants, and external organisations also provide PL to schools.  Welsh Universities are also at the forefront of providing advanced study for teachers and school leaders.  Schools and teachers themselves arrange and organise their own PL, often in collaboration with consortia, or consultants.  Navigating this range of provision, and ensuring engagement with PL that will have a positive impact is therefore a challenge for the system.
Rationale
As a school improvement adviser, I work to support school leaders and practitioners to implement the CfW.  I have seen the challenges and risks that exist in implementing the new curriculum successfully, as well as the impact that effective PL can have on this process.   
Whilst there has been significant provision of PL on CfW, there has been less evaluation of engagement with, and impact of PL.   Estyn has shed some light on the PL provision from Regional Consortia (Estyn, 2022), and Welsh Government surveys provide evidence about readiness for curriculum implementation (Thomas et al., 2023, and Duggan et al., 2022). However, there has been no large scale research on the nature and impact of PL on CfW implementation at school level.  Research also does not provide direct evidence of the relationship between PL provision and the confidence of practitioners to implement the curriculum. There is therefore a significant gap in empirical evidence on PL and CfW. 
In addition, a recent survey (Duggan, et al., 2022), found  clear differences in opinion between senior leaders and practitioners in terms of their readiness to design their own curriculum. This study will focus on practitioners' perspectives on the influence of PL on their knowledge and confidence in implementing the new curriculum, contributing greater insight into their specific experiences.  That is the research issue that this investigation seeks to address.  There is a gap in evidence about practitioner views on PL on CfW.  Failing to see the perspective of the practitioners will lead to future PL design and provision failing to meet their needs, will reduce effective implementation of the curriculum, and reduce teacher confidence and commitment to CfW.    Therefore, the purpose of this study is to explore teachers’ perspectives about the impact of PL on their knowledge and understanding of the CfW. It will provide nuanced insights into the level of confidence teachers are currently feeling about implementing the CfW.  
Aims 
This study aims to examine the extent and nature of PL that practitioners have engaged with in Wales, to support their implementation of the CfW.   It will provide a critical evaluation of how practitioners perceive the influence of PL activities on their knowledge and confidence in implementing the curriculum. Specifically, this study will consider the factors that make PL activities more or less beneficial to practitioners.  
This study aims to address the gap in knowledge about the extent of engagement of practitioners with PL on CfW, and their perceptions of its value and impact to them.  
This research addressed the following research questions: 

· What types of PL activities have teachers engaged with? 
· What factors do practitioners feel have made PL activities have a greater or lesser impact on their knowledge and understanding of the CfW? 
· How has engagement with PL activities impacted teachers’ knowledge of, and confidence in implementing the CfW?

Benefits of the study
With the CfW being such a significant change, research on teacher confidence and knowledge in implementing the changes will add to the existing literature on curriculum implementation.    This small study aims to provide case studies of the impact of PL on curriculum implementation.  It will benefit my work in providing evidence of practitioner views on PL, in particular providing insight into some of the potential reasons for levels of engagement with regional PL.  The study will inform my  own design and evaluation of regional PL, and will contribute to the current discussion on the evaluation of PL, identified as an area of focus in the most recent annual report on CfW (Welsh Government, 2023b).  The study will also contribute evidence to the current discussion on the accessibility, quality and impact of PL, potentially supporting or refuting criticisms (see for example Evans, 2023).
Structure of this dissertation
This dissertation is structured into five chapters, beginning with this chapter. The next chapter of this dissertation will provide a review of the literature relevant to this subject, particularly focusing on what makes good professional learning, and the policy context within Wales, including literature and relevant reposts that focus on the implementation of CfW. 
Chapter 3 will provide the research methodology for the study, including ethical questions and considerations.   Chapters 4 and 5 will firstly present and then discuss the key findings from the research. Chapter 6 will present the conclusions and recommendations from the research.  


Chapter 2: Review of the Literature
This chapter firstly focuses on the Welsh education policy agenda, discussing  key policy documents and reports.  The second section discusses professional development (PD), continuing professional development (CPD) and PL.  The third section explores specific characteristics commonly associated with an impactful PL, and the fourth section focuses on the specific nature of the PL provision in Wales linked to CfW, based on the National Approach to PL (NAPL).  Finally, literature on the PL that has been provided in Wales to support implementation of the curriculum for Wales, including criticisms, are examined. 
a. Welsh education policy
The Successful Futures report (Donaldson, 2015) and the subsequent Curriculum and Assessment (Wales) Act, 2021, marked a significant shift in the curriculum, and wider education policy reforms in Wales.  The curriculum, written in Wales, for Wales, is purpose led, and based on the principle of subsidiarity, with schools writing their own curriculum based on a national framework.  The CfW, like similar reforms in Scotland and  New Zealand, asks practitioners to fundamentally reconsider what they teach, why, when and how (Welsh Government, 2020).  In addition, the curriculum is accompanied by new legislation for learners with additional needs, a new inspection framework, new qualifications at age 16, reforms to ITE provision, and changes to the accountability and evaluation procedures. This is system wide change, all linked through the National Education mission (Welsh Government, 2017). These changes are moving Wales in a new and significantly different direction in education. 
There was already some small degree of divergence between Wales and England’s education policy in the years between the Second World War and devolution, most significantly after the 1988 Act (Daugherty, 2007), however, these  differences were usually limited, and within the constraints of a UK Government led Education policy (Rees, 2007).  Devolution brought the opportunity for Wales’ education system to be designed and made for Wales, in Wales, with ‘clear red water . . . between the way in which things are being shaped in Wales and the direction being followed for equivalent services in England’ (Morgan, 2002).  Publication of ‘The Learning Country‘ (Welsh Assembly Government, 2001), set this new direction, providing an initial outline of the more independent direction in policy. 
Evans (2022), describes three phases of education policy post devolution with the first from 1999-2010 characterised by decentralisation, and changes to assessment and pedagogy, including the removal of Standardised Assessment Tests (SAT’s) and experimentations in the Foundation Phase. This phase also saw greater divergence between Wales and England in terms of education expenditure, and the role of Local Authorities (Reynolds, 2008). 
The second phase from 2010-2015 was marked by a greater focus on accountability and the influence of the Programme for International Student Assessment (PISA) tests on education policy, with the ‘National School Categorisation System’, and national tests, forming new layers of accountability for schools under the ministerial influence of Leighton Andrews (Sibieta & Jerrim, 2021).   
These first two phases of post devolution policy saw limited curriculum reform. There were small revisions to the curriculum in 2008, and the development of Curriculum Cymrieg, Welsh Baccalaureate, and the Literacy and Numeracy framework, provided a greater focus on skills, and on Welsh language and culture.  However, there was no significant change in either curriculum structure, content, or to the international success of the education system (Evans, 2012, OECD, 2014 and Smith, 2016).  Donaldson (2015) argued that a “curriculum devised in 1988 reflects a world that was yet to see the World Wide Web and the advances in technology and globalisation that have transformed the way we live and work” (Donaldson, 2015 p10).  The amendments and additions to the curriculum had not fundamentally changed the substance and nature of the curriculum before 2015.
Evans’ (2022) characterises the third phase of post-devolution education policy from 2015 to the present, as Curriculum for Wales and the culture of collaboration.  Influenced by the ‘Improving Schools in Wales’ report (OECD, 2014),  Welsh Government launched a series of reforms including the 2014 ‘Qualified for Life’ Action plan (Welsh Government, 2014), and more significantly, the commissioning of Donaldsons review of curriculum and assessment.  The subsequent Successful Futures report (Donaldson, 2015) recommendations revolutionised the curriculum.  
In addition, a more collaborative and inclusive governmental attitude towards the teaching profession has been a cornerstone of this recent phase of education policy (Evans, 2022).  The pioneer model used to develop the curriculum itself, is one key example (Arad Research, 2018). That model was built on the idea of co-construction, exemplifying the increased trust in the profession. It aimed to  empower teachers, and give them ownership of the reforms.  In addition, the CfW framework is itself based on the principle of subsidiarity, establishing a system that for the first time gives schools significant responsibility for, and autonomy in, curriculum design, and content selection based on the needs of their own learners (Welsh Government, 2020; Sinnema et al, 2020).  This collaborative approach to reform and school improvement is clear from the National Mission (Welsh Government, 2017), which stressed the need for a collaborative, sustainable and integrated approach to education policy and reform (Evans, 2022). 
However, such significant change in curriculum, and school level responsibility, raises challenges of implementation, and  change management.  In other education systems who have developed similar style curricular, such as Scotland, have found implementation to be challenging. Indeed, Priestly and Minty, (2013) note that whilst teachers welcomed the philosophy of the Curriculum for Excellence (CfE), there was far less engagement with its underpinning ideas, and teachers did not engage with the curriculum at a deeper, second order level.  They recommended the need to “find ways of engaging those that don’t engage - extending the reach of the teacher learning communities, and facilitating a higher incidence of second order engagement with CfE” (Priestly and Minty, 2013 p. 50). Similarly in New Zealand, following criticisms of the lack of knowledge and its failure to address the impact of colonialism, the reformed curriculum is now being ‘refreshed’, with a return to greater prescription  (Hughson, 2022).  It is clear from international comparisons, that implementing a purpose driven curriculum, based on subsidiarity and teacher autonomy is a complex process (Sinnema, 2020).  
Evans (2022) notes that implementing the curriculum is “almost entirely reliant on the capacity and capability of teachers”, recognising their PL as critical.   In ‘Education in Wales: Our national mission’, the role of PL was highlighted in achieving the first enabling objective of “developing a high-quality education profession” (Welsh Government, 2017).  The National approach to PL (NAPL) was launched in 2018, and provides a vision of the entitlement and nature of PL at school, national and regional context.   In addition, the provision of a National PL programme supporting the CfW, delivered by Regional Consortia, demonstrated the priority given to supporting the profession with PL to implement the curriculum. 
However, covid 19 added significant challenge to the implementation of the curriculum, and led to calls for CfW to be delayed. These calls were supported by evidence from a National Association of Headteachers (NAHT) survey, which noted that whilst most respondents had participated in PL  “a third of respondents feel their staff are not very or not at all prepared to implement the new curriculum” (NAHT, 2021).  However, despite these calls, the timeline for implementation was largely maintained (Miles, 2021).  
Significant investment of time and money has therefore been made in Wales to the provision of PL for teachers to implement the CfW.  This provision has been influenced by research on what PL is and what works well in PL design, and research about impactful PL, which is the focus of the next section of this chapter. 
b. PL and professional development 
PL is a relatively new term, increasing used interchangeably with terms such as professional development (PD), continuing professional development (CPD), and  training.   The OECD define PL as learning that is regular and integrated into a teachers practice and school life, involving teachers as active and reflective professionals, following a process embedded in a specific context that allows the teachers to respond to learner needs,  with a strong focus on evaluation, leading to change in teachers’ knowledge agency, capacity beliefs or practice (OECD, 2021).  Definitions of PD are often similar, but with PD being seen more often as relating to specific events, courses or programmes that teachers engage with.  Easton (2008) differentiates PL and PD, seeing PL as honouring the professionalism of the teachers, and being a long term and continual process. 
The increased use of the phrase PL in Wales rather than PD or training, partly reflects the development in policy towards greater collaboration and agency for teachers. It also marks a shift in thinking about professionalism, moving away from notions of teachers lacking certain skills or knowledge, that a programme or ‘course’, led by experts would provide for them (Clarke & Hollingsworth, 2002).  This “sheep-dip” (Scales, et al., 2011),  PD approach often implied  deficit model, with training that was  detached from everyday practice and challenging for teachers to relate to their individual context and practise (Timperley, 2011).   
In this study, the term PL will be defined broadly, and used to define all types of teacher learning experience, including PD type activities. This is because, as the CfW is a significant change, the PL provision has been broad ranging, and has included formal courses of programmes. 
c. Characteristics of impactful PL
International surveys suggest a teacher spends an average of 10.5 days per year engaged in PL (Sims and Fletcher-Wood, 2021), and there is a growing body of evidence that suggests direct link between teacher PL and  improved learner outcomes.  For example, it has been suggested that participation in PL, effects student learning in the same way as replacing a novice teacher with a teacher with a decade’s experience (Fletcher-Wood & Zuccollo, 2020).   
Therefore, research has sought to explore what works and what doesn’t in PL, so that time and money is invested wisely.  Much research has sought to identify key characteristics of effective PL, including an early review by Timperley et al (2007), and meta-analyses by Cordingley at al. (2015), Darling-Hammond, Hyler and Gardner, (2017).
For example, Darling-Hammond, Hyler and Gardner (2017) reviewed 35 studies from over 30 years, and found that the most impactful PL is:  content focused; incorporates active learning utilizing adult learning theory; supports collaboration, typically in job-embedded contexts; uses models and modelling of effective practice; provides coaching and expert support; offers opportunities for feedback and reflection; and is of sustained duration.  Whilts this study reflects the US context, there is significant agreement over many of these key features of effective PL internationally (Sims and Fletcher-Wood, 2021; Walter & Briggs, 2012; and Cordingley et al, 2015).  Sims and Fletcher-Wood (2021) suggest there is a consensus of opinion in research over the importance of providing PL that is sustained, collaborative, subject specific, draws on external expertise, has buy-in from teachers, and is practice based.   
This consensus of research suggests that PL over sustained duration, that provides structured, frequent opportunities to reflect upon new approaches within the specific context of the school, is most effective (Dunst, Bruder and Hamby, 2015).  Within these structured PL opportunities, practitioners should be encouraged to develop a shared purpose. Indeed,  Cordingley at al., (2015)  found this, as well as the provision of time and an effective learning environment, to be more important than a practitioner’s willingness to undertake the PL in the first place.  
However, within these broad characteristics of effective PL there are caveats.  For example, Darling-Hammond, Hyler and Gardner (2017) noted no standard time for PL duration.   Cordingley et al (2015) suggest that effective programmes should last at least 2 terms, but they also suggested that shorter, or even one off PL can have impact within a narrowly defined area, such as spelling.  Therefore, applying these broad characteristics to specific PL design requires caution, particularly in the Welsh context, where a broad range, of curriculum focused PL is required.  Indeed, the evidence of effective PL relies on evidence from PL programmes that are often pedagogy focused, with evaluation of impact linked to student acheivement in standardised tests within largely English and international contexts. Therefore their applicability to PL focused on curriculum design and implementation in Wales, is not clear. 
In addition, evaluations of the impact of specific PL programmes that have beed designed using  the key characteristics cited above, recorded limited or no positive impact (Jacob, Hill, & Corey, 2017).  Sims and Fletcher-Wood (2021) have gone further and concluded that this consensus of opinion on effective PL is based on unreliable evidence, inappropriate inclusion criteria, and flawed inference methodologies. 
Instead, Sims and Fletcher-Wood (2021) and Sims et al. (2021) suggest instead that research should focus more on specific forms and mechanisms of PL.  They identify 14 mechanisms within PL, grouped around a model where teachers: gain new insights; pursue goal-directed behaviours; acquire new skills and embed change into practice.  Their research concluded that the more mechanisms that were included in the PL, the more impactful it was, and PL that did not address all four aspects of the model was less effective.  This research suggests mechanisms such as revisiting prior learning, goal setting, feedback and action planning are important in PL design and that designing PL to include specific mechanisms is more impactful than the overarching characteristics of the PL itself. A similar view can be seen in the  Education Endowment Foundation (EEF) report (2021), which recommends that PL includes mechanisms such as revisiting prior learning, and action planning.  Wales Centre for Public Policy (2022), has also supported this work, suggesting PL such as instructional coaching, which can embed these mechanisms within PL design.  However, as yet, this research has not led to formal policy changes within Wales.  Welsh PL approaches will be discussed in the next section of this chapter. 
d. The Welsh approach to PL
The CfW was published in 2020, and passed into legislation in 2021 and as noted above, there has been significant investment into PL both before and after publication.  This provision is cited this as a key success in the National Mission update (Welsh Government, 2020).  Wales has also developed a national model of PL (NAPL) (Welsh Government, 2018), which puts the learner and the four purposes of the curriculum at the heart of PL provision, with the intention that PL will exert the maximum impact on learner experience, achievement, and their realisation of these purposes.  The model also places the professional learner at the centre alongside the learner themselves, stressing the need for PL to be personalised to the needs of the professional and to the learner that PL should impact upon.  
The NAPL highlights the different levels of professional learning, focusing on the school, regional and national contexts, with the PL at the centre, able to access and engage with all of the different levels of PL.  This is a key aspect of the model in Wales, highlighting the role of each level of the system.   Engagement with PL at these different levels will be an aspect explored in this study.
Within these three overarching levels, there are eight elements to the NAPL, namely: national networks;  national professional teaching and leadership standards; accreditation/recognition for PL;  regional PL offer;  pedagogy for PL; Schools as Learning Organisations (SLO); the individual PL journey; and the PL blend.   These eight elements highlight aspects or design principles of the PL provision that practitioners are entitled to access.  For example, SLO encourages schools to develop a school culture and PL provision that engages with research (Welsh Government, 2018a). 
Within the NAPL, four pedagogical approaches to PL are identified: collaboration, reflective practice, use of data and research and reflection.  These pedagogies are meant to underpin all PL within the model. As such they are likely to impact the nature of PL experienced by participants in this study. They will therefore be discussed in greater depth below. These broad characteristics of effective PL pedagogy are similar to the key characteristics of effective PL identified  in the work of Cordingley et al (2015) and Darling-Hammond, Hyler and Gardner  (2017). They do not reflect the more recent focus on specific forms and mechanisms within PL. 
Having a national model for PL does not automatically equate to impactful PL for practitioners: translation of a national model of PL into effective nationwide practice that supports curriculum implementation was a significant challenge in Scotland.  The recent independent OECD review of the CfE highlighted the need for more support for schools with curriculum design (OECD, 2021). The Royal Society of Edinburgh concur, noting that there has been insufficient guidance and development for teachers to help them to make sense of the new curriculum (Royal Society of Edinburgh, 2020 p8).  Other research from Scotland supports this lack of sensemaking of the curriculum (Priestly and Minty 2015), and the lack of effective PL is one key reason.  As a result the Scottish Government (2021), have agreed to reduced teacher contact time, encouraged greater collaboration between teachers, and increased PL opportunities, particularly through Regional Improvement Collaboratives (RIC’s).  Whilst the RIC’s initial impact was  unclear, (Scottish Parliament, 2020) there is some evidence that they are starting to have an impact on teacher skill, pedagogy, consistency and collaboration (Scottish Government, 2021).  
This situation provides lessons for us in Wales. The challenge here is to translate the NAPL, and research on what constitutes effective PL, into impactful PL provision that supports successful curriculum implementation.  Indeed, the recent launch of the National PL Entitlement (the entitlement), which aims to encourage greater engagement with, and equity of access to PL, (Welsh Government, 2023), would suggest that there are concerns about the PL provision at the highest levels of the education system.  These concerns will be discussed more fully in the final section of this chapter. 
The specific features of the NAPL will now be discussed in greater depth, in particular the pedagogical principles that underpin the NAPL, namely reflective practice, collaboration, use of data, and coaching.  As they are key pedagogies that underpin the PL experiences teachers in Wales have accessed, and are likely to relate closely to teachers views on why PL has or has not been impactful, and whether PL has met their needs, and are therefore of direct relevance to this study.   
e) The pedagogical principles that underpin the NAPL. 
i) Use of data and research evidence
The NAPL promotes the use of research to inform PL design and provision, as well as embedding research into the content of PL itself.  This aligns to the National Strategy for Educational Research and Enquiry (NSERE), which states that the use of data and research is critical to the successful implementation of the curriculum, (Welsh Government, 2023a), and the SLO model which encourages schools to collecting and using knowledge and research evidence (Welsh Government, 2018a). 
Whilst the use of school and national data, particularly examination and national tests results, has been common practice in the UK for many years, the use of, and participation in academic educational research is less well embedded, especially compared to other professions such as medicine (Hannan, 2000).  Engaging with academic research can help identify needs and issues, provide evidence of what works and what doesn’t, and can help schools to assess progress towards goals (Scott and McNeish, 2014).  Bergmark (2020) and Durant (2016) both support this, suggesting that teachers’ enquiry focused classroom research is able to  change thinking, actions and relationships as well as improve professional practice. 
Indeed, many nations, including Wales have sought to increase teacher engagement with research generally due to its benefits (Tripney, et al., 2018).  The Royal Society and British Academy (2018) stressed the need for educational policy to be informed by research. However, they also identify barriers to using research, including HEI funding and capacity, and the lack of educational research in Wales. Due to differences in curriculum, and context, as well as the need for researchers to be geographically located near to schools so that researchers can engage directly with schools, this lack of Welsh research is a barrier for practitioners and for policy (Royal Society and the British Academy, 2018).  Indeed, this is a longstanding issue for the Welsh education system (Furlong, 2001), and remains an issue impacting how evidence-informed the profession can become. 
In addition, there are concerns over too great a focus on the use of research in education, particularly where a narrow use of evidence to inform excludes the valuable insights teachers have from practical experience, and from their own professional judgements (Miller & Pasley, 2012).  This is an important concern as educational research “only illuminates an issue, akin to holding a candle in a very large room: only a small corner of the whole room is visible….added to this the room is constantly being decorated….by the time you return to the corner, it will have changed again” (Buckler & Moore, 2023 p xxxiii).  It has also been suggested that overreliance on research can lead to a lack of acknowledgement of the difference between school or local contexts (Scott & McNeish, 2013).  Moreover,  the way that certain research is promoted through social media and the Internet, leads practitioners with an abundance of research informed ideas that they are unable to evaluate or critique effectively and leaving them open to ‘faddish’ innovations (Carrier, 2015) and ‘swings of fashion’ (Durrant, 2016).  Therefore, the critical use of up to date and reliable research, analysed  in light of professional experience, and in the specific context of the school is therefore key within PL.
There is also an imbalance in educational research, with far less research on curriculum design and implementation processes, than on effective teaching and learning.  The accessibility of educational research to teachers is also a concern. Whilst large scale meta analyses, such as Hattie’s Visible Learning research (Hattie, 2023) or the Education Endowment Foundation (2023), may be easier for teachers to access a breadth of research than reading specific papers and journals, there have been criticisms of the use of meta-analysis in education, and concerns over over-simplification and misuse of effect sizes (Coe, 2018; Slavin, 2018). 
In addition, the lack of connection between research that is written by academics, for academics, and teachers lack of time and ability to translate the research and apply to their practice is a key issue (MacLellan, 2016). MacLellan suggests that there needs to be conduits for research, converting research into something teachers can use.  Effective PL programmes and opportunities could provide these conduits, translating research into examples and practical pilots, and overcoming some of the challenges of using research by providing ways for practitioners to critically engage with research in the context of their own setting and experiences, and for practitioners to support the creation of Wales specific research evidence. 
ii) Reflective practice
Reflection is a commonly identified key characteristic of effective PL.  Reflective practice has been defined as “learning through and from experience towards gaining new insights of self and practice” (Finlay, 2008), and has been prominent in literature since the 1980’s, including through the work of, for example, Brookfield (1987).  There are numerous models of reflective practice, including Kolb’s learning cycle (1984), and Gibbs reflective cycle (1998), and  Schon’s model (1991).  
Darling-Hammond, Hyler and Gardner (2017) see effective PL as those which are planned to include time for teachers to think about, receive feedback on, and make changes to their practice. They suggest that gaining feedback from peers supports effective refection, particularly through a process of coaching and mentoring.  
However, the potential value of reflective practice within education has often been distorted by the performance and accountability driven education system in recent years, as noted by Kilminster et al (2010). Reflection within performance management processes discourages practitioners from honest and deep refection on practice.  In addition, the actual ability of practitioners to reflect deeply has been noted by Furlong (2005) as having been reduced significantly by decades of diminished trust, professionalism and agency.  
These factors may lead to a degree of superficial or tokenistic refection, that reduces the value and potential impact of the process. West (2010) makes a clear case for the need for reflective practice to be a holistic, critical process focused on developing self-knowledge. West’s research with Teach First graduates noted the reflective value of time and space that was provided by the research itself, suggesting that engaging with research facilitates time and space for reflection on practice, and the two pedagogies support each other.   Effective PL could therefore provide opportunities for reflective time and space for practitioners to engage with and reflect on research and practice. 
However, practitioners need time within PL to reflect. A recent You Gov survey (Ofsted, 2023) revealed that a high proportion of teachers felt that they rarely received PL that included opportunities to reflect and embed their learning into practice. Whilst this research reflects the English context, the calls in Wales for additional INSET time to prepare for CfW would suggest that practitioners feel that lack of tine for PL is a significant issue. 
c iii) Collaboration 
Collaboration is consistently noted as a characteristic of effective PL, particularly peer support and collaboration (Cordingley et al 2015).   Darling-Hammond, Hyler and Gardner (2017) cited school wide collaborations in New Zealand as evidence of PL programmes that promote school wide change, identifying collaborative work in trusted environments as being especially impactful. This research suggests that collaboration is beneficial when used to to solve problems, or establish new approaches  (Cordingley et al, 2015).  Holland and Tate (2022) support the value of collaboration, suggesting that PL is designed to include collaborative and social learning refection, leads to changes in practice.  The ability of collaboration to lead to changed practice would suggest its importance in PL on CfW, which will require changes to curriculum and pedagogical practice. 
Indeed, there is a wealth of evidence supporting collaboration in improving teachers practice  (Harris et al, 2017; Hargreaves and O’Connor 2018; Scutt and Harrison, 2021).  Collaborative working, done well, empowers teachers and increases self-efficacy (Donohoo, Hatie, & and Eells, 2018). Hattie acknowledges a strong correlation between collective teacher efficacy and student achievement, noting an effect size of 1.57. (Hattie, 2017).  Therefore, collaborative PL that increases teacher efficacy will have a significant effect on student acheivement.  
Stewart (2014) suggests that PL internationally, is moving strongly towards greater extent of professional collaboration, due to its clear positive impact.   It is therefore unsurpring that most formal PL provision in Wales includes an element of collaboration, for example, the Central South Wales Challenge approach (Central South Consortia, 2023).  Collaboration is also embedded into the curriculum guidance, which states that schools must work together to gain a shared understanding of progression, and engage with cluster schools to plan for transition (Welsh Government, 2020).   
However, there are a myriad of approaches and terminology for collaboration, including collaborative professionalism, PLC’s (Harris, Jones and Huffman, 2017), spirals of enquiry, and communities of practice. Harris and Jones (2019) make the distinction between collaborative strategies and collaborative models, with models providing ways of working, whilst strategies are activities, such as learning walks, deployed at specific times within a model.  Conflation of strategies with models is common accoring to Harris and Jones, leading to mixed results and confusion.  
Research has atempted to provide evidence on the most appropriate ways to collaborate.  The positive impact of PLC’s has been noted in particular (Vescio et al, 2008; Harris, Jones and Huffman, 2018). However, this model is not without challenges.  Trabona et al, (2019) suggest problems with PLC’s, including lack of time, low investment in the process from teachers, and the risk of resistance to change.  There is also the danger of the learning of the group not being disseminated more widely. This has been the case with the work of pioneer schools in recent years (Estyn, 2022). 
Another impactful collaborative straegy model that is supported by research  is the communities of practice (CoP) model.  Wenger (2010), describes CoP as being based on the structural elements of a shared repertoire, mutual engagement and joint enterprise. CoP are fundamentally self governed collections of professionals.  Pyrko et al (2016) explore the concept of ‘thinking together’ as being central to the working of a community of practice.  They pose that this concept is central to the knowledge sharing within communities of practice, as well as to their nature as ‘cultivated’ rather than imposed bodies.  
However, there is a danger that even within these models, collaboration can become  ‘contrived collegiality’ (Hargreaves, 1992, p. 196).  Hargreaves and O’Connor (2018), emphasise a difference between professional collaboration and collaborative professionalism. They see professional collaboration as simply practitioners working together.  In contrast, collaborative professionalism is the ‘golden cell’ of  collaboration, which happens when teachers have strong connections, high levels of trust, and are free to take risks and make mistakes. They use coaching, feedback and reviews to support practical action and continuous improvement. This approach to collaboration is highly structured, and goes beyond teachers working together, and begins to suggest specific mechanisms within the collaboration, in a similar way to Sims et al (2021) focus on more specific processes and components within PL.  
c iv) Coaching 
Coaching is a specific form of PL collaboration that is embedded in the NAPL, and significant funding has been provided implement a National Coaching and Mentoring programme in Wales (Regional Education Consortia, 2022).  The National framework for Mentoring and Coaching (CUREE, 2005) defines mentoring as a for suporting profesisonals through specific career transitions, and coaching as a process to embed new knowledge and skills, or to develop an area of practice.  
Coaching usually consists of a coach asking  a series of open ended questions aimed at drawing out the solutions from the coachee.  The work of Hattie (2017) on challenge, feedback, peer tutoring and metacognition is often used to support the value of coaching, despite the criticisms of his approach noted above.  Whilst Hattie’s research is focused on students, these principles underpin a coaching relationship, and the significant effect sizes Hattie has noted, have been used to show the potential impact of coaching (Lofthouse, et al, 2010).  Coaching is seen as most impactful when aligned to the principles of collaborative professionalism as described by Hargreaves and O’Connor (2018).  
In addition, positive effects of coaching, both on teacher instruction and student achievement have been found in a 2018 meta-analysis (Kraft, 2018). Whilst this research was largely based on American literacy coaching programmes, it does show a positive effect size of 0.49 standard deviations on teacher instruction and 0.18 SD on achievement following engagement with coaching programmes. The research does note the far more positive effect of small scale coaching programmes over large scale ones. However, with system wide changes in the Welsh education system, any coaching programme will need to be large scale,  potentially limiting its impact. 
Instructional coaching has recently become a more common variation of coaching.  This is a more directive form of coaching, and relies on the coach being more expert than the coachee.  Instructional coaching follows a more formal observation-feedback-practice cycle (Sims, 2018).  Indeed, instructional coaching is increasingly seen as a highly effective form of PL (Farndon, 2019) partly due to its ability to embed mechanisms such as goal setting and action planning into the coaching process (Sims and Fletcher-Wood, 2021).  
However, not all practitioners are positive about coaching, particularly more instructional coaching, due to its implementation at times when teachers are deemed to have not reached a specific standard, as part of a schools’ performance management processes. Coaching is thus identified with a teacher failing to meet the required standard. There is also a tension between schools wanting rapid improvement, and coaching which focuses on sustained development over time (Lofthouse et al, 2010 p10). 

Coaching, collaboration, use of data and research and reflection should, according to the NAPL model, be embedded into PL design and provision at school, regional and national level in Wales. However, the extent to which they are embedded, and the impact that these pedagogies have had in leading to effective PL provision, has not been researched.  This investigation will explore the extent and nature of teacher engagement with PL to provide insight into the practitioner experiences of PL on CfW, including insights into the way that the PL has been designed.  
d) Reflections on PL provision to date in Wales, including critiques
Harris et al, (2021) in an independent review of educational leadership, concluded that PL for school leaders on CfW had been insufficient and varied between regions. They recommended a comprehensive overview of what PL and support is available to school leaders would help them to navigate provision. It should be noted however, that this review was conducted prior to the roll out of a national PL programme on CfW, run by regions from Autumn 2022. How far this programme would have changed the reviews findings in this area are unknown.  Harris conclusions have been reiterated more recently by the Education Minister, who, in a speech to Headteachers in 2022 noted that that whilst there was an undeniable commitment to PL in Wales, the provision wasn’t as useful, accessible as it could be, and that there were gaps in provision (Miles, 2022).  
Criticism of PL provision has also been voiced by Estyn, who agreed that insufficient PL on curriculum design had been a barrier to curriculum implementation (Edwards, 2021). The 2022 Estyn thematic report on the support for schools from Regional Consortia and Local Authorities (Estyn, 2022a) reached similar conclusions, noting that the PL provided at regional and national level had been too focused on theory and not offering sufficient practical support in curriculum design.  However, Estyn did note some areas of strength within the provision, including effective PL during the consultation phase, consistent messages with PL, and processes to support clusters of schools collaborating.  However, Estyn also suggested that regional PL on curriculum has been too focused on vision, is too generic and the quality of delivery is variable (Estyn, 2022 p. 20).  However, it should also be noted that this report focused on all Regional Consortia and Local Authorities together, providing a more general summary of the national picture that may  conceal significant regional differences noted by Harris (2021) in the nature and type of PL and support available to schools and teachers. 
A similarly mixed impression of the efficacy and impact of PL can be seen from the OECD Teachers PL (TPL) Study (OECD, 2022).  The country background report prepared for the OECD by the Welsh government, and the subsequent OECD Diagnostic report for Wales, recognises the central role PL has in Welsh policy, and the level of alignment between national policies such as SLO and NAPL.  However, it also acknowledges weaknesses in the system, including the lack of clarity in the PL mandate and role of the middle tier organisations.  The OECD also noted weaknesses in PL evaluation.  Whilst this evidence is a high level report, based largely on the initial evidence from the Welsh Government, it does highlight the lack of effective evaluation of the role and impact of PL in Wales, which is the key gap in research this study attempts to provide some insight into. 
Some limited evaluation of PL can also be seen in Welsh Government publications and surveys. For example, Duggan, at al., (2022 p. 7) shows that some leaders and practitioners felt that the support they had accessed had been valuable and had helped their understanding, others noted that PL had been insufficient, too theoretical, not focused on practical examples to a sufficient extent. This research was based on 48 interviews, largely with senior leaders, and is one the few pieces of research that asked directly about the PL that practitioners had experienced.   A larger scale survey (Duggan, et al., 2022a p.39) indicated that two thirds of respondents believed that their school needed additional support or resources to implement the CfW, with many suggesting the need for more time for tailored PL, collaboration and for refection in order to implement the curriculum.  This survey data is based on 567 Senior leaders and practitioners, making this one of the largest surveys conducted to date.  However, this survey did not directly ask for respondent’s views or evaluations of  the PL that they had received.  Both pieces of research do show first hand perspectives of the education workforce, but neither offer a detailed evaluation of the extent of PL engagement, or of the effectiveness of that PL engagement. 
The ‘Wave 1 report’ on curriculum implementation (Thomas, et al., 2023)  noted that most school leaders surveyed were generally content with the progress they had made in implementing the curriculum, however PL was not specifically mentioned as a factor leading to this level of contentment, and the report offered no evaluation of PL provision.  Indeed, the failure of the most recent Welsh Government annual report on CfW to provide any evaluation of the impact of PL provision was a notable omission, suggesting a lack of clear research evidence evaluating the PL provision (Welsh Government, 2023). This lack of evaluation of the nature and impact of PL is  a key area where further research is required, and where my study aims to provide some insight into practitioner evaluations. Despite these omissions and limitations, these Welsh Government surveys and subsequent reports do provide the only empirical evidence practitioner views on PL provision on CfW, and they do provide additional support to the criticisms of PL levied by Estyn (2022).
Academic research has also not yet provided significant empirical evidence evaluating PL provision in Wales to date.  However, there has been criticism of PL provision voiced by academics.  Evans (2022) stressed the importance of PL in ‘revitalising’ the education workforce and creating a culture of ‘informed professionalism’ (Barber 2001), that redefined teachers working roles.  Evans clearly does not feel that this vision is being achieved as he has noted  more recently that “clear deficiencies in the PL space are……, the root cause of so many CfW problems” (Evans 2023).   He notes especially the failure to the failure to quality assure and validate PL provision as a key issue, and cites Welsh Governments devolution of PL to regional consortia as having led to a “Wild West” of PL provision, where anything goes.  
These criticisms of the PL provision in Wales to support implementation of CfW show concerns over how well teachers have been supported and how positive the PL opportunities that have been provided have actually been for them.   The criticisms pose questions about how far PL provision have been impactful, how far it has been accessible, and whether it has made an impact on teachers.  My inquiry aims to provide additional evidence to support this emerging picture of the impact and efficacy of PL to support CfW implementation to provide additional evidence to support or refute the above criticisms of PL provision. 



Chapter 3: Research Methodology 
This chapter will present the research paradigm and the methodology that guided this study. It will explain the target population and the sample of the study, data collection methods and procedures, and data analysis methods as well as the ethical considerations that underpinned this study. 
Research Paradigm
Much educational research is by nature focused on the subjective opinions and views of research participants (Pring, 2015, Cohen et al, 2018).   This study adopts an interpretive and constructivist paradigm (Lubenchuck, cited in Cohen et al, 2018, p9) to explore practitioners’ views about the impact of PL activities on their knowledge and confidence in implementing the CfW.  An interpretive paradigm aims to investigate and understand the lived experiences of practitioners within the education sector in Wales in order to discover what is working best in practice across a range of contexts. Teacher experiences of PL are context specific, rely on the level and nature of personal engagement with and response to, and interpretation of the PL experiences. Teachers’ own realities of their experiences and beliefs are therefore constructed through these multiple lenses.  This research aims to provide evidence that may solve the practical problems associated with the provision of effective PL experiences for teachers. 

This paradigm usually relies exclusively on qualitative approaches to data collection, allowing participants to share their views and beliefs in extended and detailed responses (Creswell, 2014).   However, in addition to qualitative data collected through open questions in an online questionnaire and through semi structured interviews, some quantitative data was collected by the questionnaire.  The aim was to provide multiple realities based on the subjective views of the participants. 

Collecting some quantitative data for numerical analysis is not incongruent with the interpretive paradigm, as  the data gathered related to teacher perceptions and opinions about PL, and  was analysed in conjunction with the qualitative data, in order to gain a more complete picture of opinions of the practitioner population more widely.  The bigger picture of a broader number of teachers would not be possible or practical for this researcher to discover through qualitative date collection methods, such as interviews or focus groups.  In educational research, mixed methods approaches can give a more complete, and reliable understanding of a complex situation and increases the credibility and validity of the conclusions that can be drawn from the research (Scoles et al., 2014 and Cohen et al., 2018).  

However, a mixed methods approach is often more aligned to a pragmatic paradigm. In many respects this research does rely on the ontological view (Cohen at al., 2018) associated with a more pragmatic approach, namely that each participant will have their own unique interpretation, set of beliefs and views of the situation.  Indeed, in epistemological terms, knowledge about the impact of professional learning on teachers is also likely to change over time, reinforcing the more pragmatic foundations of this research.  

Research design 

This study followed a case study design, which provided the opportunity to present interpretation and description of the impact of PL on the teaching profession at this time.  The ‘case’ was the programmes and PL experiences that teachers have engaged with in Wales around the time of the launch of the CfW in 2022.  This definition meets the Yinian (Yin, 2002)  definition of a case study, as it focuses on a contemporary phenomenon, within a real life context, and addresses “the “how” or “why” questions concerning the phenomenon of interest” (Yazan, 2015). This research design was used to address the overarching research question for this study: How has engagement with PL activities impacted practitioners’ knowledge of, and confidence in implementing the CfW?

The questionnaire and interviews provided more specific cases relating to individual school and practitioner examples.  The use of two data collection methods and discussion of a range of perspectives on the issue is a common case study approach (Hamilton, 2011). This allowed a degree of triangulation of the data, increasing the quality and validity of the research. 


Participants and sampling 

The target population of this study was practitioners in Wales. Practitioners were purposefully selected because they undertake the practical work of designing the curriculum and assessment for their schools. Senior leaders were included as practitioners because in many schools, senior leaders such as assistant headteachers are also classroom teachers.  In addition, the dividing line between senior and middle leaders is not always clear; an assistant headteacher in a primary school may not always be officially classed as a senior leader, but they are more likely to be in a secondary setting.  The views of Headteachers are articulated through headteacher conferences, however, those at a lower level in schools, have fewer ways of sharing their opinions. In addition, my work regionally is largely with practitioners rather than headteachers.

As PL on CfW is available to all practitioners in Wales, a wide selection criteria was used, with all qualified and practicing practitioners in Wales targeted. In developing the recruitment plan, a potentially obstructive role of Headteachers acting as gatekeepers was considered (Negrin et al, 2022). As the research included gathering the views of practitioners on PL provided by school leaders, participants were not recruited through their school, and instead the research was communicated directly.  Despite the efficacy of direct, face to face recruitment strategies, I was conscious of the positionality, and the potential for my role as a regional school improvement adviser to influence participants. Therefore direct recruitment of practitioners through meetings was not used.  Passive methods of recruitment were relied upon, including emails to personal contacts and networks, and dissemination of information via social media.    Snowball sampling was also an organic element of recruitment, as two participants at interview requested the questionnaire link to disseminate to colleagues.  

These methods of recruitment were both feasible and manageable in the context of this research.   The participants were therefore a self-selected sample, who volunteered freely to participate after being provided with information via social media or email. 

Questionnaire
The anonymous online questionnaire was distributed during the spring and early summer of 2023.  The anonymity of responses does mean that the researcher does not know if the sample is representative of the profession in Wales, however, questions on the type of school each participant worked in, and the nature of their role were included in order for the researcher to have an indication of the representative nature of the sample. 
In the introduction, it was made clear that only current practitioners should complete it, and submission of the form was used as confirmation of consent to participate.  However, it is possible that practitioners who had strong positive or negative views on their PL experiences were more likely to volunteer and spend the time completing the questionnaire and interview, potentially distorting the data.  Some practitioners who may have particularly positive or negative experiences of PL may see participation in this research as an opportunity to voice their opinions on PL.  Potentially, the participants views may not represent the whole of the practitioner population.   
The questionnaire was brief and straightforward, in order to ensure that participation was not burdensome and to increase the response rate.  Care was taken to ensure the internal validity of the questionnaire, through checking and trialling of the  questions, so that they were  clear, easily understood, and not leading.  This was important as the questionnaire was online, it was not possible for participants to ask questions or to clarify their understanding.  The questions were trailed on two teachers before distribution to ensure they were as clear as possible, and discussed at length with my academic supervisor. One question was adapted as a result of their feedback.  
A questionnaire was selected as it was considered appropriate to the circumstances of the research, as they are a practical, cheap, easy, quick and reliable method of data collection that can include both qualitative and quantitative (Cohen et al, 2018).  The questions focused largely on the types and range of PL experiences teachers have engaged with. These style of questions are quick for participants to complete, easy to code and analyse for frequency, patterns and correlations.   An ’other’ category has been included in relevant questions, along with ‘all of the above’ and ‘none of the above’ in order to cover responses that the researcher had not anticipated or was aware of.  A  ‘don’t know’ category has not been included as this can compromise the data (Krosnick and Presser, 2010). 
The questionnaire included a range of open-ended questions that aided in collecting qualitative data. This is an appropriate method based on the constructivist nature of the research paradigm as open ended questions are able to probe participants experiences and perspectives and enable them to provide their opinions. 
Interviews
Following the questionnaire distribution, semi structured interviews were conducted  to provide a more detailed understanding of the participants views, experiences, attitudes and beliefs, and to probe the ways that the participants make sense of their experiences.  It was expected in the methodology design, that the interviews would yield the most valuable qualitative data for this study, as they allow discussion of the nuances of behaviour and language (Thomas 2017 p 202).  The interviews were semi structured in order to be flexible enough to develop deeper understanding of the specific participants responses to the questionnaire. 
A common issue with interviews is that participants may distort their answers in order to put themselves in a positive light, or to provide the responses that they believe the researcher is looking for. This is a concern in this research as I work for a PL provider, there may be a willingness of some participants to be more positive about their experiences engaging in those PL experiences.  I therefore ensured that questions were phrased in open ended, non-leading way., and that the purpose and audience of the research was made clear to participants. 
Data Analysis
The quantitative data was analysed using descriptive statistics.  The demographic information of participants, including type of school and role played, was analysed and presented in a table outlining the frequencies and percentages. The engagement with different types of PL activities was listed by category provided on the questionnaire, and also analysed through considering range, mean and median statistics.  

Qualitative responses on the questionnaire that focused on the factors that made PL more or less impactful were coded into themes, and the frequency of themes was tabulated.  Qualitative responses that focused on the extent of change resulting from PL were analysed for themes, and listed as there was little commonality of response. 

The interview transcripts were  analysed using a thematic analysis approach . This approach identified patterns of meaning, and drew out the key themes related to the specific research questions.  This was the most appropriate analysis method particularly for the second and third research questions, as it identified the key reasons and factors that explain why teachers feel that their PL has or has not been impactful.  As the aims of this investigation are to identify teachers’ opinions, perceptions and views about their experiences, thematic analysis is the most appropriate tool.  

Ethical considerations
Ethical approval for this research was sought and received from the University prior to the start of the study.  The researcher consulted BERA (2018) and UWTSD Research Ethics and Integrity Code of Practice (UWTSD, 2017).  As the research was with adults, the key ethical considerations during the data collection and analysis phases were consent, confidentiality, anonymity and risk.  

Information regarding consent, confidentiality, and anonymity were provided in the information that accompanied the questionnaire (Appendix A), as well as during interview (Appendix B).  Participants were informed that they could withdraw from the study at any point, (BERA, 2018 p 18), and contact details for the researcher and supervisor were provided.   

One ethical concern at all stages was positionality and power.  As I work for a PL provider, participants could feel under pressure to participate, or respond in a specific way.  However, this relationship is not a straightforward example of collecting data ‘upwards or downwards’ (Brooks, Riele, & Maguire, 2016 p104) as I am not in any formal position of power over a participant, but participants may know me, or have engaged with PL I have facilitated.  This ethical concern influenced the recruitment and data collection methods. 
The online questionnaire responses were submitted entirely anonymously, unless participants wished to provide contact details to engage in the interview stage. The electronic records of the responses have been stored securely and transcripts of the interviews have been coded for anonymity.  Care has been taken to ensure that of there are any aspects of the interview responses that could identify the participant is not included in this dissertation.   

Any potential risks to participants were considered prior to any data collection (BERA, 2018 p19). The nature of the research is focused on aspects of professional life, and so it is unlikely that to touch on any sensitive, personal or emotional issues for the teachers.  However, this is a time of teacher workload concerns, and the risk of causing additional stress was considered.  The voluntary nature of the participation, and no requirement for commitment over a period of time, as would be common in ethnographic research were used to negate any risk.  Questionnaire and interview questions were designed to be completed quickly and to only collect the required amount of data, to provide balance between the rights of individuals and the benefits of the research (BERA, 2018 p20). The research methods are also activities that are familiar to practitioners in school settings, so will cause limited stress from lack of ability to engage with the methods. 


Chapter 4 - Presentation of findings 
The findings from the analysis of quantitative and qualitative data are presented beginning with the demographic characteristics, and then considering the nature and extent of engagement with PL.  Findings regarding practitioner perspectives on their own confidence in implementing CfW as well as their views on the factors that made PL more or less impactful will be presented. 
Demographic characteristics of the participants 
23 participants completed the online questionnaire.  10 (43%) were from primary schools, 10 (43%) were from secondary schools and 3 (13%) were from 3-16/all through school settings.  There were no participants from PRU’s, special schools or nursery settings.  Most of the surveyed participants (71%) classed themselves as either teachers or middle leaders within their setting.  In terms of the curriculum area taught, the majority of secondary participants were from a Humanities background, as indicated on table 2.
Table 1: Role/position of participants within their school/setting: 
	
	Frequency
	% of responses 

	Headteacher
	1
	4%

	Senior leader (Deputy Headteacher/Assistant Headteacher)
	6
	25%

	Middle leader
	9
	38%

	Teacher 
	8
	33%

	Total
	24
	100%

	
	NB: One primary participant classified themselves as both a senior leader and a classroom teacher



Table 2: Secondary participants subject specialism: 
	Curriculum area taught
	No of Participants

	Humanities 
	11

	Languages, literacy and communication (English, Welsh, International languages) 
	1

	Health and wellbeing 
	1

	Science and technology
	1

	Total 
	14

	NB: One participant categorized themselves as both Health and wellbeing and science and technology. It is likely that this would be a design Technology/Food and nutrition teacher as this subject spans the two areas. 
Responses indicate that the 3 participants from 3-16 schools all teach in the secondary phase, as all identified Humanities as their subject specialism. 




The four interview participants were: 
Teacher L – a secondary school teacher who has worked in several schools as a classroom teacher, and supply teacher. The school that the participant discussed in greatest detail was a small secondary school in south Wales, with high levels of deprivation, and lack of diversity. 
Teacher T – a senior secondary middle leader, in a large school in South Wales.  The school has above average FSM, but this has been falling in recent years. The area is not ethnically diverse. 
Teacher M – a primary school middle leader at a large, diverse city school in South Wales.  The school has a high rate of FSM and has recently been removed from an Estyn supervision category. 
Teacher P – a middle leader in a medium sized co-educational secondary school in South Wales. The school is in a town, with above average rate of FSM. 
Engagement with different types of  PL Activities.
The surveyed participants were asked to indicate their engagement with a range of individual, school led, regionally led or nationally provided PL activities.  As indicated in the table below, there was far higher engagement with PL at individual and school level than with PL provided by regions/LAs or by the Welsh Government.  
Table 3: Engagement with different types of PL activities
	
	Total number (%) of participants who have engaged with this PL
	Specific types of PL activities participants have engaged with
	No of participants who have engaged with this PL

	Individual PL activities 
	21 (91%)
	Reading and research
	18

	
	
	Classroom trials/enquiry
	11

	
	
	Discussions with other teachers
	18

	
	
	Social media engagement
	10

	
	
	Other  (professional Doctorate)
	1

	School led PL 
	23 (100%)
	INSET led by school staff
	20

	
	
	INSET led by external private organisations or consultants
	10

	
	
	Teacher collaborative enquiry projects
	6

	
	
	PLC’s
	12

	
	
	Lesson study/team teaching
	4

	
	
	Working parties
	13

	
	
	Other 
	2

	Regional Consortia/LA led  PL 
	16 (70%)
	Consortia/LA led INSET days/twilights
	10

	
	
	PL programmes
	8

	
	
	Network meetings
	16

	
	
	Brokered support
	3

	
	
	Asynchronous materials and resources
	10

	Welsh Government led PL
	5 (22%)
	National Network conversations
	5

	
	
	Talk Pedagogy
	2



The participants all stated that they had engaged with some PL activities related to CfW within the previous year, either led by themselves, their school, Regionals Consortia/LA’s or Welsh Government.  This picture of higher engagement at personal and school level was supported by interview evidence. None of the interview participants had engaged with any Welsh Government PL, such as the National Networks.  Two had engaged with PL from regional consortia, and all had engaged with PL at school level. There was varying degrees of engagement with personal PL such as reading or social media engagement.  
A further analysis was conducted to find out how teachers in primary schools and secondary schools differed in their engagement with PL.  The aim was to identify if whether there was significant difference as the CfW is being implemented in primary schools from 2022, but with a rolling implementation in secondaries, it was hypothesised that primary practitioners may have engaged more with PL on CfW.  As indicated in the table below, the results revealed that primary practitioners had engaged to a greater degree with personal PL, such as reading or social media engagement. However, secondary practitioners had accessed more regional/LA PL.   This shows a mixed picture of PL engagement across the sectors. 
Table 4 – Comparison of Primary, secondary and 3-16 practitioners’ engagement with PL.   
	Category of PL activity provider
	Number of participants who have engaged with this PL
	Percentage of  Primary participants who have engaged with this PL
	Percentage of  Secondary participants who have engaged with this PL
	Number and percentage of 3-16 participants who have engaged with this PL

	Individual PL activities 
	21 (91%)
	100%
	80%
	100%

	School led PL 
	23 (100%)
	100%
	100%
	100%

	Regional Consortia/LA led  PL 
	16 (70%)
	60%
	90%
	33%

	Welsh Government led PL
	5 (22%)
	30%
	20%
	0



 A further analysis of the number of specific PL activities each participant had engaged with was conducted. As indicated in the table 5, the lowest level of engagement was with two activities, and the highest was fifteen, giving a range of thirteen.  The median number of activities engaged with was 8.5, with the mean of 7.7 and the mode of 8.   The range and mean for secondary practitioners (11 and 7) was slightly lower than for primary (13 and 8).
Table 5 – Extent of engagement with PL per participant 
	Number of specific PL activities participant had engaged with 
	Frequency of response

	2
	2

	3
	2

	4
	1

	5
	2

	6
	2

	7
	3

	8
	4

	9
	0

	10
	1

	11
	1

	12
	2

	13
	1

	14
	1

	15
	1



This shows a significant difference between participants in the amount of PL engaged with. For example, 2 of the participants had engaged with only 2 PL activities,  one had undertaken some personal reading and been involved in a school curriculum working party, and the second had attended a school led and a consultant led school INSET.  In contrast, 1 of the other participants had engaged with 15 different PL activities, including National Networks, regional PL and networks, school PL events and working parties, and significant personal reading and university accredited research.  
The extent of engagement with PL activities was probed to a greater extent at interview.  The table below outlines the extent of engagement with PL activities of each interviewee.  
Table 6:  Range of PL activities each interviewee has engaged with. 
	Category of PL
	Teacher L
	Teacher P
	Teacher M
	Teacher T

	Individual PL
	Social media engagement. 
	Social media engagement. 
	Professional doctorate.
Background reading and research. 
Social media engagement. 
One to one discussions with other practitioners. 

	One to one contact with meetings with academics. 
Meetings with colleagues from other schools. 
Social media engagement. 
Reading and research. 

	School led PL
	School led INSET sessions. 
Departmental collaborations. 
	School led INSET sessions. 
Departmental collaborations. 
	School led INSET sessions. 
School PL events run by external consultants. 
Staff collaborative groups. 
	School led INSET days
Departmental collaborations
Coaching other colleagues. 

	Regional led PL
	None.
	Attending regional network meetings. 
	None
	Several one to one meetings with regional advisers. Attending  regional network meetings.

	National PL
	None.
	None.
	None.
	None.



The interviewees displayed different attitudes towards PL.   Teachers M and T in were pro-active in accessing a range of PL as individuals, and accessing regional and external opportunities that were available to them. In contrast, Teachers L and P either largely or exclusively had engaged with PL that had been provided to them.  When asked why they had not engaged with some types of PL, teacher L said that they had “not been directed towards it”.  Teacher P had engaged with social media, this was presented in a passive was as  “keeping up to date” and receiving information only.  Both of these two teachers displayed a perception of PL as something ‘done to’, or provided to, them by someone else, whilst teachers M and T had a more proactive, positive attitude towards engagement.  
Interviewees were then asked to assess whether they had engaged with a similar level of PL to their colleagues.  All identified that practitioners in their school engaged to significantly different degrees with PL.  Two interviewees felt that they had engaged less with PL than colleagues, whilst two felt that they had engaged with far more PL activities than their colleagues.  Participants suggested that  senior colleagues, or those with responsibility for curriculum had been able to access more PL. They also suggested that time constraints and lack of knowledge of what PL was available beyond school,  were barriers to engagement.  
Teachers’ level of confidence about implementing the CfW
Participants were asked to rank their confidence about implementing the CfW, using a four-point scale.  All 23 participants responded to this question, and as indicated in the table below, the majority (65%) indicating that they felt quite or very confident in implementing CfW. This supports recent Welsh Government funded research by Duggan et al., (2022). 
Table 7: Levels of confidence in implementing CfW
	Not confident
	Somewhat confident
	Quite confident
	Very confident

	4 (17%)
	3 (13%)
	15 (65%)
	1 (4%)



19 participants responded when asked to provide a reason for the level of confidence highlighted.  Of the 4 participants who said that they were not confident, 1 cited lack of preparation time 1 stated that there is no clear structure to the curriculum and that all schools are taking different approaches, 1 said that they were teaching exactly the same as before, just using different documentation, and 1 cited confusion over assessment.  The 3 participants who identified that they were somewhat confident cited issues of personal confidence and lack of time.  The 15 participants who indicated that they were quite confident cited several reasons for this level of positivity, including having professional learning, professional collaborations and work with stakeholders.  However, concerns over assessment and moderation as well as lack of clarity over the expectations of the examinations and inspection regimes were noted as reducing peoples’ confidence overall.   The practitioner who gave the most confident response about implementing the CfW indicated that it was because of the breadth of their knowledge. 
Interview participants were all ‘quite confident’ about implementing CfW, however one did note that their confidence had recently been reduced by a move of school leading to confused messages about approaches to curriculum design.  Participants confidence stemmed from feeling that they had been provided with time to collaborate with colleagues and to trial approaches.  2 noted that their confidence came largely from personal reading, research, and engagement with external groups.  All said that in-school collaborations with colleagues had been important in helping them to feel confident. 
Factors that made PL activities have a greater or lesser impact on participants’ knowledge and understanding of the Curriculum for Wales 
Questionnaire participants were asked to provide reasons why PL activities had been more or less impactful on their knowledge and understanding of the CfW.  Responses were analysed for common reasons that emerged based on the frequencies as shown in the table below. The majority of the participants identified that collaboration with colleagues had been most impactful, supporting academic research on the value of collaboration.  According to the participants, PL activities that were less impactful were as a result of poor PL design and delivery.  This may support some of the criticisms of the quality and nature of the PL provided noted above.  
	Impactful PL
	Less impactful PL

	Theme
	Frequency 
	Theme 
	Frequency 

	Collaboration 
	11
	Delivery/genericness/design of PL 
	9

	Piloting and refection on approaches/trials
	2
	Lack of relevance to specific setting
	3

	Practical ideas/examples from other settings
	4
	Time
	3

	Provision of expertise/specific understandings of curriculum design
	4
	Lack of examples/irrelevance of examples
	2

	Specific tasks/approaches in PL
	3
	Not supported with evidence
	1

	Time
	2
	Senior leaders taking a different decision
	1



The factors that made PL more or less impactful on participants knowledge and confidence were investigated during the interviews.   Teacher T and M had both undertaken extensive personal reading and research both felt that this was the most impactful on their knowledge and understanding, particularly research that was specifically focused on an area such as reading or learner voice that the school was prioritizing.  Teachers P and L had engaged far less as individuals with PL, and had not found their individual engagement to have had a significant impact on their knowledge or understanding.  Indeed, Teacher T noted that often their own social media engagement was confusing due to misunderstandings and misconceptions that spread on social media. 
All interviewees highlighted the value of their in-school collaborations, supporting the results above that show that collaboration was a common positive feature of PL.  2 interviewees felt that the school led PL had been most impactful on their knowledge and confidence.  However, it was noted that the school collaborations that were described were largely based on existing meeting and departmental structures. None of the interviewees had adopted a PLC or CoP model to collaboration, and all the collaborations described used existing leadership and management structures, meeting protocols and practices.  None of the interviewees felt that evidence about effective collaboration had impacted the design of in school PL.  Indeed, teachers P and L noted that the embedding of CfW PL into the regular working of the department was actually a successful feature of the PL as it made it part of their usual work programme rather than having an additional or different collaborative group such as a PLC or working party.  
Teacher T was the only interviewee where coaching featured as an aspect of their PL, with teacher T acting as the coach for other staff within the school. Here too, no formal coaching model was used, and they did not receive any training or support to develop their coaching practice.  The coaching largely resembled dissemination of the pilot departments work to other staff within the school.  Indeed, teacher T noted the lack of a whole school PL process, and no school wide PL collaborations as a factor that hindered their curriculum implementation beyond the faculty.  
Teachers P and L both felt that the school led PL provision on CfW was most impactful on their knowledge and understanding. They cited the fact that specific staff in the school had greater expertise, had accessed more PL themselves and engaged with regional and national PL.  These colleagues then led the in-school PL, disseminating key ideas to the staff.   
This positivity regarding school led PL may well be because these experiences represented the bulk of the practitioners engagement. However, Teacher M noted that for them, individual research and reading, and then applying that to the school context through peer to peer working was most impactful, as it was contextualised and relevant to their setting, and was led by people that were respected and trusted.  In contrast, they noted that externally led PL was often generic and poorly delivered, echoing several if the criticisms of the regional PL offer (Edwards, 2021, Estyn 2022). 
Teachers P and T had accessed some PL from regional consortia, with Teacher T seeking out advice from regional advisers and pioneer teachers.   Teacher T noted the value of engagement with regional advisers where this was bespoke to the school and specific to their needs, or where it was of a subject specific nature.  This theme of relevance and specificity was supported by teacher M, who noted that most impactful PL was when their personal research was applied to their specific school setting, and staff had time to collaborate, trial and reflect on their approaches. Within their own setting.   
Interviewees also noted the reasons for less impactful PL. These supported the questionnaire responses noting poor delivery of PL that was not contextualized or relevant to the school, and insufficient time to embed the ideas.  Indeed, both teacher M and teacher T noted that external PL providers can be generic in their PL provision, and often “tokenistic delivery”, or in school PL delivered to the whole staff was often too generic and irrelevant to specific teams.   Insufficient time to reflect on the ideas from PL courses, or to embed the ideas into practice following a PL programme or engagement was cited in interviews as leading to less impactful PL.   In interview, teacher M described their ideal PL on CfW as starting with sufficient time for all staff to understand the curriculum and comprehend what was required, before engaging in staff collaborative work.
Teacher M commented that often, despite teachers like them engaging in significant PL and research, “senior leaders sometimes don’t want to be seen as less knowledgeable….I’ve had Headteachers who want me to sit down and do my classroom role and nothing else”. They noted that although some of the PL they had engaged with had impacted at whole school level, such as pupil voice, and that this had also been the case for their staff who had engaged in PL, at times, senior staff made decisions and imposed them. For example, they stated that their SLT had decided on themes and topics that teachers would teach, and then INSET time is used for teachers to plan these units of work. Teacher M felt at times excluded from the decision making which they felt had created a  curriculum akin to a tick list of topics. They noted that they often had no idea where ideas behind the decisions taken by SLT on CfW had come from.
The impact of PL on curriculum design, content and practice
Participants were asked in what ways PL had led to changes in classroom practice. 14 out of the 23 participants responded. 2 of these responses said there had been no change in classroom practice.  One participant noted that changes to classroom practice were expected, but that there was no budget or tome to deliver that change. The 11 responses that noted changes were diverse, with quite individual and discrete responses.  These included the following: 
· Greater focus on individual learners
· Learner led classroom practice
· More relevant and engaging learning
· Engagement with local community
· More assessment for learning and focus on progress
· More inquiry-based learning (2 responses focused on this)
· Physical design of classroom
· Universal design
· Literacy as a ‘hook’
Participants were asked in what ways PL had changed their curriculum content and design.  17 out of 23 participants responded to this question. A range of changes were identified, including one participant who stated that PL had led to “a whole new approach to teaching and learning within our school”. Other responses showed that PL had led to reduced curriculum content, provided broader knowledge about potential curriculum content, led to a greater focus on concepts and skills within curriculum design. 2 participants noted that their curriculum had changed, but that they did not feel that the PL had led to the change. 
The interviews provided more significant evidence of specific ways that PL had impacted curriculum design and content.  For example, Teacher T commented that attending regional networking events had increased their focus on concepts and had led to a greater focus on planning for conceptual understanding in their planning.  Teacher M noted how specific texts and research had impacted their school development plan and approaches, including approaches to how their curriculum delivers progression in reading.   Teacher P and L noted that PL had led to their schools trialing thematic approaches to curriculum design. 


1. 

Chapter 5: Discussion
This chapter will discuss the research findings in relation to the literature on PL to support the implementation of the CfW. It will first discuss key findings related to engagement with PL. This chapter will then focus on the factors that have made PL more or less impactful on practitioners’ knowledge and confidence in implementing CfW, and then consider the extent to which PL has supported the implementation of the CfW.   
Types of PL teachers have engaged with

All participants had engaged with some PL specifically on CfW, but there was a surprisingly broad range of engagement both between and within settings.  Practitioners have engaged with PL to significantly different degrees.  This range of engagement supports some of the criticisms of PL provision (Edwards, 2021), and supports the Ministers decision to establish a PL entitlement to ensure equity of access to PL (Miles, 2023).   This range may relate to the way that each school, and region has organised PL, as well as to the ability of different teachers in schools to access regional and national PL.  The research also suggested different practitioner views on their own level of responsibility for PL, and this may be impacting the extent of engagement with PL. 
The research shows far greater engagement with PL led and organised by schools and by teachers themselves, and lower engagement with national PL opportunities.  This may show that these types of PL are largely accessed by Headteachers or senior leaders, and are not being accessed by practitioners.  Therefore the feedback and information Welsh Government receive from schools through these PL opportunities reflects only senior staff perspectives.  As there have been clear differences of opinion and attitude between practitioners and leaders, as shown in recent Welsh Government survey (Duggan et al., 2022a), government officials may only see limited perspectives of the profession through their PL. 
School led PL has therefore made up the bulk of practitioner engagement, suggesting that the quality of this provision will be more crucial in curriculum implementation than regional or national PL.  In most school settings, this engagement has been in school led collaborative PL on CfW, which has usually been embedded into the regular meeting and INSET cycle, often with additional time being provided for these meetings.  Most schools have increased collaborative time for groups of staff to work together, and also run school level PL events.  The common approach appears to be schools appointing curriculum leads, or ‘champions’, usually senior staff, or middle leaders, who attended regional and national PL and then ‘cascaded’ learning down to all other staff within these school through INSET days and staff meetings.  A pilot group,  and subsequent coaching approach was evident from one of the interview participants, but this approach does not seem to be most common.  
In addition, the level of direction and management of the PL process within a school from SLT appeared to differ between settings.  In teacher T’s school, their initial PL work as a pilot faculty, and subsequent coaching was entirely self-led, with little direction or management from senior staff. In  most other schools, all staff in the school received the same school led PL, led by the school champions or leads, with clear decisions (such as following a thematic curriculum design approach) being imposed by school leaders, or curriculum leads.  
What factors do practitioners feel have made PL activities have a greater or lesser impact on their knowledge and understanding of the CfW? 

The research shows strongly that practitioners believe in-school collaborations have been a significant  impactful aspect of their PL.   However, it does appear that school led collaborations through meetings, INSET days does also represent a large proportion of the PL that many practitioners have engaged with, so many participants may have had limited amount of non-school level PL to compare school provision to. 
School led PL does seem to have embedded the pedagogies for PL from the NAPL to an extent. For example, collaboration is a NAPL pedagogy, and was also strongly evident in practitioners’ experiences.  Research informed practice, refection, and to a smaller extent coaching, were also evident in practitioner experiences. However, research on how these types of PL can be effective does not seem to have been drawn upon in designing school PL.  For example, in school collaborations do not appear to have drawn on PLC, peer coaching or CoP models, but have instead followed usual management led approaches, through department meetings for example. In the one example of coaching seen in the research, no coaching model was used, and the coaching described resembled more of a ‘cascading’ of the experiences and decisions of one faculty to the other faculties.  Indeed, in most settings it does seem that collaborative PL resembles professional collaboration, rather than collaborative professionalism (Hargreaves, 2018).   Most collaborative groups within school level PL are transactional, considering the practicalities of implementing a curriculum decision or policy that has been ‘cascaded’ down to them.  The benefits of collaborative learning in terms of problem solving, creativity and critical thinking have not been shown to a large extent in the school based PL in this research.  School collaborative PL is not usually based on any research informed model, but is instead embedded into the normal collaborative meeting approaches of the school, with existing structures and teams working in usual ways to collaborate and work on the CfW.  The collaboration appears to be largely practical, with collaborative time being used to plan unites of work and materials.  Therefore whilst practitioners have clearly valued the additional time that they have been given to work together, that work has often been in ‘more of the same’ in terms of collaborative approach and ways of working. 
Collaborations outside the school, with external advisers, or peer to peer discussions with other practitioners has also been seen to be impactful on knowledge and understanding of CfW.  Collaborations with other practitioners are seen as ‘low threat’ and information from other practitioners can more easily be applied to a specific setting.   In the few examples in this research of practitioners collaborating with external PL providers or regional/national PL, there seems to be more mixed views.  Some of this type of PL engagement has challenged practitioner thinking, and provided specific guidance to the school in their own context.  However, more generic PL provision, has been seen as a negative as practitioners are unable to, or have insufficient time to apply to their context.  This raises the question of the often dual role of regional consortia as providers of PL, and as challenge advisers.  Advisers are not seen as ‘low – threat’, and do not have capacity to provide PL to every school in a bespoke way.  Hence, some PL may be seen as ‘generic’ or not related to specific school contexts.  The nature of the provision of PL at this level may well explain some of the criticisms received (Estyn, 2022). 
Reflection and reflective practice has also been impactful aspect of PL according to this research, supporting the research on the role of refection as a key characteristic of effective PL. (Darling-Hammond, Hyler and Gardner, 2017). Although only 2 participants highlighted this on the questionnaire, it was a more prominent factor discussed by teachers in interview when describing their in school collaborations. The way that practitioners reflect does seem to differ however, with some practitioners noting time to reflect on research and apply to their context, while others focused on the value of reflecting on the results of curriculum trails and pilots.  For example, Teacher L believed that actually teaching and then critically reflecting upon the newly designed curriculum units enabled them to see the impact of their curriculum on different learners and to develop it further. 
There were a range of other factors identified that practitioners felt had made PL less impactful. A key issue appears to be generic, poorly delivered PL that is not contextualised. This shows that PL design has not considered key characteristics of effective PL noted by, for example, Cordingley et al (2015), who suggests effective PL is practice based and subject specific.  This issue of poorly designed PL was raised by 2 interviewees, but was more often raised in the questionnaire responses as a key factor that reduced the impact of PL.  However, this research has not identified specific PL providers, and whether this poorly designed and facilitated PL is run by Government, regions, schools or external consultants.  
Other issues leading to low impact PL include little clarity of issues of assessment, progression, and lack of clarity about examinations and the role of inspections.  Indeed, lack of PL provision on assessment and progression has been noted by the Minister (Miles, 2022), and is starting to form an increasingly significant aspect of the nationally agreed PL programme. The issues of examinations and the views of Estyn are both factors external to the curriculum. PL programmes led by Welsh Government, regions or schools will not be able to provide clarity on these issues as they are not people in position as decision makers in these areas.  Estyn and Qualifications Wales are both non-governmental agencies operating separately from Government and the middle tier PL providers.  This lack of clarity in these areas relates to issues with implementation found in Scotland and other nations, with lack of change in external qualifications seen as a barrier to implementation in Scotland (Priestley & Minty, 2013 p18).  This research, whilst not aiming to focus on these broader questions of the role of Estyn and qualifications, does highlight that the role of these organisations has acted as a barrier to limit implementation of CfW, regardless of PL engagement.  In this study, the lack of clarity in these areas has impacted teacher perceptions of the PL they have engaged with. 
How has engagement with PL activities impacted teachers’ knowledge of, and confidence in implementing the CfW?

This research question has proved more challenging to investigate in depth through this small study, and is perhaps the key question requiring larger scale evaluation of PL.  What is clear from this research is that there is a clear link between PL engagement and confidence in implementing CfW.  In the questionnaire, those who stated they were quite or very confident, frequently stated types of PL engagement as a key the reason.  Interviewees all provided examples of how their PL engagement had positively impacted their knowledge and confidence in CfW.  
Participants stated a wide range of ways that their PL had positively impacted their knowledge, confidence and practice in relation to CfW.   In particular the interviews showed that PL activities had led to significant changes in practitioners’ knowledge and confidence, which had in turn led to direct changes to curriculum structure and content.  For example, PL directly led to 2 schools exploring more thematic and interdisciplinary approaches to their curriculum design. PL led in another school to a greater focus on concepts within their curriculum. In the primary setting, specific pieces of research were used to inform school PL and trials in areas such as reading.  This research shows that PL engagement has positively impacted practitioners’ knowledge and confidence, and led to a range of trials and curriculum developments. 
However, it is also clear from this study that the changes that are happening in schools to their curriculum content and classroom practice are not consistent.  A range of changes in curriculum content and classroom practice can be seen from this study. There was little uniformity to the responses in terms of how the curriculum and classroom practice was changing, but there was a general impression that things were changing.   This is therefore an area requiring further research, to ascertain how wide ranging and different curriculum implementation is across different settings. This relates directly to questions of equity of provision for learners across the country.  It also raises the question of consistency in PL, and whether PL is providing consistent messages to practitioners and school leaders.  
Establishing the impact of specific PL on knowledge, confidence and on curriculum content and classroom practice is even more challenging. One participant noted that their curriculum had changed in school, but they did not know if PL was the reason.   A wide range of PL, as well as more informal, day to day in school working will contribute to a practitioners  knowledge and confidence in CfW. Separating the role the PL has had in leading to confidence and change requires further research. 





Chapter 6: Conclusions and Recommendations 
Conclusions
This study has concluded that there are significant differences in the levels of engagement with a range of available PL, both within and across settings.  There does not seem to be consistency in levels of engagement.  However, there is consistency in practitioners largely engaging with school based/led PL, as well as with their own personally led PL, where they feel they have this responsibility and interest. 
There is some degree of consistency in how schools have provided PL,  selecting a small number of staff, exposing them to regional and national PL opportunities, or to provide time for them to pilot approaches, and then cascading these ideas to the rest of the school.   At school level, the pedagogies of the NAPL have influenced PL design to a degree, with collaboration, use of research and refection embedded in most approaches. However, research evidence on the best use of these pedagogies has been less evident.  There is little evidence of formal action research, coaching, collaboration or refection models and approaches in use at school level.  CfW PL at school level has become part of usual approaches to staff departmental and phase work, using existing departmental, faculty or staff meeting time. 
This research has also shown that PL has had a positive impact on practitioners in terms of their knowledge and confidence, as well as leading to changes in curriculum content and classroom practice.  Whilst a clear causal relationship between PL and specific results is difficult to prove conclusively, most participants in the research felt that the PL they had engaged with had been positively impactful on their knowledge, confidence, curriculum or practice.  Therefore it is possible to conclude that PL is making a positive difference to curriculum implementation.  But it is not possible to conclude how much, how quickly, or how far this is the case. But, the fact that PL, when practitioners have time to engage, they are able to engage in a way that is contextualised to their own setting and needs, and they are able to collaborate with colleagues and seek external support and advice, it is making an impact on their knowledge, confidence and practice. PL is therefore impacting the content and design of school level curriculums in a wide range of different ways. 
Limitations of the research
However, the conclusions from this research will be tentative due to the size of the sample, and emerging findings will need to be investigated further.  The low level of engagement with this research may be due to the timing, lack of practitioner interest in participation, the research recruitment process, or data collection methods. The impersonal nature of the communication of the online link reducing the personal rapport with the researcher may also have been a factor In addition,  there are also many education professionals in Wales engaging with study, at present, as a result of the Welsh Government focus on a highly educated workforce in the National Education Mission. However, it also means that survey and questionnaire links are commonly seen on social media, and so teachers may well have felt questionnaire fatigue.  In addition, the participants were heavily weighted towards Humanities. 
For these reasons, findings in this study may not be representative of the broader experience of the teaching profession as a whole, and may reflect extremes of the more positive or negative views of PL.   Another limitation of this research is that the geographic location of participants is not known.  The PL entitlement has highlighted the differences in the type and quality of PL available within each region of Wales.  This study has not been able to provide evidence relating to geographical differences regarding PL. 

Recommendations regarding PL
Practitioners and school leaders should be supported to ensure greater equity of access to PL opportunities on CfW. 
Steps should be taken to ensure that all practitioners and school leaders are informed of what PL is available to them, through roadmaps or a compendium. 
Models of effective PL pedagogy and design should be shared more effectively so that schools can apply these to the PL within their setting. 

Recommendations for further research
Further research should be commissioned to explore the experiences of practitioners and school leaders. 
Further research on the causal relationship between features of PL and impact on teacher knowledge and confidence, and on practice. 
Further research should explore more effective methods of evaluation of the impact of PL at individual, school, regional and national level. 
It is recommended that further research should explore the role of Estyn and QW in supporting effective implementation of CfW.   
Research should explore the range of different ways that schools are designing their curricular, to ascertain the range of approaches and evaluate potential impact on equity of provision for learners. 
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Appendix B: Interview protocol
Introductory protocol: 
Thank you for completing the questionnaire and agreeing to meet with me today to answer some further questions.  This research is for an MA dissertation at UWTSD. The research is focusing on the nature and impact of professional learning in support of the Curriculum for Wales.  My research is focusing on gathering evidence about practitioner perceptions of the PL that they have experienced to support their implementation of CfW. In particular I am exploring the impact of this PL, and whether there are factors that have made this PL impactful for practitioners. 
I have planned this interview to last no longer than 45 minutes.  I have several questions I would like to ask you, and I may ask some follow up questions as well. 
To help my note taking and transcription, I would like to record the audio of this interview using MS Teams.  For your information, only I will have access to the recording, and it will be destroyed after the interview is transcribed.  Do you consent to the recording? 
All information will be held as confidential. In any transcript or writing you will be referred to as Teacher, followed by a random letter, such as ‘Teacher A’.   Transcripts of the interview will be destroyed after the research is complete. In the write up of the dissertation,  care will be taken to ensure that you or your school are not identifiable from any responses.  
Your participation is voluntary, and you can withdraw at any point, or choose to not answer any of the questions if you wish.  If you change your mind at a later point and do not want your responses included in the assignment, you are free to contact me at any point.  By giving consent you understand that your responses will be confidential. 
Do you give your consent to proceed with the interview?  
(Interviews were held online, so oral consent was received). 
Interview questions: 
1) Can you give me some further context about the type and nature of your school setting please? 
Probe to include size/diversity/context/urban or rural/FSM
2) Can you give further information about your role within school?  
Probe to include leadership status/experience/subject/phase/

3) The questionnaire you completed asked about your engagement with different types of PL.  You responded that you had accessed PL including X (provide summary of questionnaire responses on PL engagement).   Comparing yourself to your colleagues within your school,  would you say that you have accessed and engaged with more/less or a similar amount of PL compared to colleagues?    
Probe to uncover reasons for any differences or similarities. 
4) I’d like to focus first on the PL that you have engaged with on a personal level.  These are the activities that you have initiated or organised yourself or engaged with individually.  

a. To what extent of any did this engagement have on your knowledge and confidence in implementing CfW? 
b. Why did this engagement have this level of impact?
Probe to focus on the pedagogies, design and characteristics of the PL.  

5) I’d like to ask about the PL that has been provided at school level.   These are the activities that have happened within school that you have engaged with, or that  school leadership or staff have led/delivered or participated in within the school setting.  

a. To what extent of any did this engagement have on your knowledge and confidence in implementing CfW? 
b. Why did this engagement have this level of impact?
Probe to focus on the pedagogies, design and characteristics of the PL.  
6) I’d like to ask about the PL that you have engaged with at a regional, LA or National level. These are activities that you have been led or arranged by the LA, regional consortia or Welsh Government.   (Provide examples if required) 

a. To what extent of any did this engagement have on your knowledge and confidence in implementing CfW? 
b. Why did this engagement have this level of impact?
Probe to focus on the pedagogies, design and characteristics of the PL.  

7) Are there any types of PL opportunities on CfW that you have chosen not to access or engage with, and if so why not? 
Probe to find out reasons. These may include access to these opportunities, previous experiences of providers or types of PL. 

8) I’d like to think about the PL that you have found impactful.  You noted in the questionnaire that xxxx professional learning experience has been most impactful on your knowledge and confidence. What made this so impactful for you?  
Probe: reasons, influences, perceptions of PL
9) I’d like to think about the PL that you have not found to be helpful or impactful.  You noted on the questionnaire that xxxx professional learning experience was less impactful on your knowledge and confidence. What made this things have less of an impact?  
Probe: reasons, influences, perceptions

10) Do you have any other thoughts on PL on CfW you would like to share, or anything else that you haven’t mentioned that you would like to? 

Thank you for your time. 
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Curriculum for Wales 
Professional Learning survey
The survey will take approximately 4 minutes to complete.
Thank you for agreeing to take part in this survey
This survey is for practicing teachers currently working in schools and settings in Wales.  
Please only complete the survey if you are currently teaching in Wales. 
Purpose: This survey is part of research being conducted by a Masters in Education student 
at the University of Wales, Trinity St Davids. 
The research is focused on investigating the different types of professional learning 
programmes teachers have engaged with, and considering the impact of these programmes 
on practitioners knowledge, behaviour and confidence. 
Confidentiality: Your responses to the questions below will be confidential. You will not be 
identifiable to the researcher unless you choose to leave your name and contact details on 
the form.  The responses to the questions will be collated and used as a part of the research 
for an MA Dissertation only. The information will not be used for any other purpose, or by 
any other person or organisation. 
Consent: By answering the questions, you are indicating that you consent to the 
information provided being used as part of the MA dissertation.  You do not have to answer 
all of the questions, please respond to as many questions as you would like to. You can stop 
completing the survey at any point.  If you would like to withdraw your responses to this 
survey after you have submitted it, please contact the researcher on the email address 
below. Your responses will be deleted and will not form part of the research. 
Data protection: your responses to this survey will be kept securely on a password 
protected account. If you choose to provide your name and contact details to engage with 
further research, you will only be contacted about this specifically. Your contact details and 
name will not be passed on to anyone else or used for any other purpose. Once the research 
is complete your data will be deleted and will not be saved. 
For further information please contact the researcher on 07834317792 or contact the 
supervisor, Junnine Thomas Walters at UWTSD:  junnine.thomas-walters@uwtsd.ac.uk 
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Primary



Secondary



3-16/all through school



PRU



Special school



Nursery



Other



In what type of school or setting do you teach? 1.



Headteacher



Senior Leader



Middle Leader



Classroom teacher



Support staff



Other



Which of the following best describes your role within your school or 
setting?



2.
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Expressive Arts



Humanities



Health and Wellbeing



Mathematics and Numeracy



Languages, Literacy and Communication



Science and Technology



Skills Challenge Certificate or Vocational subjects



Other



If you teach in the Secondary phase, which curriculum area do you 
teach? 



3.
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Background reading and research



Enquiry projects or classroom trials



Discussions with other teachers



Social Media engagement



All of the above



None of the above



Other



Individually/personally led professional learning activities. 
Which of the following individual/personal professional learning 
activities have you engaged with in the last year linked to the 
Curriculum for Wales? 



4.
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INSET led by school staff



INSET or meetings led by private consultants or organisations



Teacher collaborative enquiry projects



PLCs - professional learning collaborations



Lesson Study/team teaching



Working parties within school 



All of the above



None of the above



Other



School led or arranged professional learning. Which of the 
following school led professional learning on the Curriculum for Wales 
have your engaged with within the last year? 



5.
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Consortia/LA led INSET delivered in your school/cluster



Consortia/LA led programmes or events outside of your school/cluster   (eg online
or in a conference venue)



Consortia/LA led network meetings



Consortia/LA led work within school, such as brokered support or meetings. 



Consortia/Local Authority asynchronous professional learning materials (playlists,
resources, videos etc)



All of the above



None of the above



Other



Regional consortia/Local Authority led professional learning 
activities.  Which of the following Regional Consortia/Local Authority 
led professional learning activities have you engaged with in the last 
year linked to the Curriculum for Wales? 



6.
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National Network Conversations



Talk Pedagogy 



National Enquiry programme



None of the above



All of the above



Other



Welsh Government led professional learning activities.  Which 
of the following Welsh Government led professional learning on the 
Curriculum for Wales have your engaged with within the last year? 



7.



Think about the professional Learning activities that have had 
a significant impact on your knowledge and understanding of 
the Curriculum for Wales.  What do you think made these 
activities impactful? 



8.



Think about the professional learning activities that had a 
small or limited impact on your knowledge and understanding 
of the Curriculum for Wales. What do you think made these 
activities have so little impact? 



9.
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In what ways, if any has the professional learning you have engaged 
with changed your curriculum design and curriculum content? 



10.



In what ways, if any, has the professional learning you have engaged 
with changed your classroom practice? 



11.



How confident do you currently feel about implementing the 
Curriculum for Wales? 
1 = not confident 
2 = somewhat confident 
3 = quite confident 
4 = very confident



12.



1 2 3 4



Please explain why you feel this confident about implementing the 
Curriculum for Wales? 



13.
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This content is neither created nor endorsed by Microsoft. The data you submit will be sent to the form
owner.



Microsoft Forms



If you would be willing to be involved in a short interview to discuss 
your views in more detail, please leave your email address here. 



14.
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Curriculum for Wales 

Professional Learning survey

The survey will take approximately 4 minutes to complete.

Thank you for agreeing to take part in this survey

This survey is for practicing teachers currently working in schools and settings in Wales.  

Please only complete the survey if you are currently teaching in Wales. 

Purpose: This survey is part of research being conducted by a Masters in Education student 

at the University of Wales, Trinity St Davids. 

The research is focused on investigating the different types of professional learning 

programmes teachers have engaged with, and considering the impact of these programmes 

on practitioners knowledge, behaviour and confidence. 

Confidentiality: Your responses to the questions below will be confidential. You will not be 

identifiable to the researcher unless you choose to leave your name and contact details on 

the form.  The responses to the questions will be collated and used as a part of the research 

for an MA Dissertation only. The information will not be used for any other purpose, or by 

any other person or organisation. 

Consent: By answering the questions, you are indicating that you consent to the 

information provided being used as part of the MA dissertation.  You do not have to answer 

all of the questions, please respond to as many questions as you would like to. You can stop 

completing the survey at any point.  If you would like to withdraw your responses to this 

survey after you have submitted it, please contact the researcher on the email address 

below. Your responses will be deleted and will not form part of the research. 

Data protection: your responses to this survey will be kept securely on a password 

protected account. If you choose to provide your name and contact details to engage with 

further research, you will only be contacted about this specifically. Your contact details and 

name will not be passed on to anyone else or used for any other purpose. Once the research 

is complete your data will be deleted and will not be saved. 

For further information please contact the researcher on 07834317792 or contact the 

supervisor, Junnine Thomas Walters at UWTSD:  junnine.thomas-walters@uwtsd.ac.uk 
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Primary



Secondary



3-16/all through school



PRU



Special school



Nursery



Other



In what type of school or setting do you teach? 1.



Headteacher



Senior Leader



Middle Leader



Classroom teacher



Support staff



Other



Which of the following best describes your role within your school or 
setting?



2.
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Expressive Arts



Humanities



Health and Wellbeing



Mathematics and Numeracy



Languages, Literacy and Communication



Science and Technology



Skills Challenge Certificate or Vocational subjects



Other



If you teach in the Secondary phase, which curriculum area do you 
teach? 



3.
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Background reading and research



Enquiry projects or classroom trials



Discussions with other teachers



Social Media engagement



All of the above



None of the above



Other



Individually/personally led professional learning activities. 
Which of the following individual/personal professional learning 
activities have you engaged with in the last year linked to the 
Curriculum for Wales? 



4.
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INSET led by school staff



INSET or meetings led by private consultants or organisations



Teacher collaborative enquiry projects



PLCs - professional learning collaborations



Lesson Study/team teaching



Working parties within school 



All of the above



None of the above



Other



School led or arranged professional learning. Which of the 
following school led professional learning on the Curriculum for Wales 
have your engaged with within the last year? 



5.
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Consortia/LA led INSET delivered in your school/cluster



Consortia/LA led programmes or events outside of your school/cluster   (eg online
or in a conference venue)



Consortia/LA led network meetings



Consortia/LA led work within school, such as brokered support or meetings. 



Consortia/Local Authority asynchronous professional learning materials (playlists,
resources, videos etc)



All of the above



None of the above



Other



Regional consortia/Local Authority led professional learning 
activities.  Which of the following Regional Consortia/Local Authority 
led professional learning activities have you engaged with in the last 
year linked to the Curriculum for Wales? 



6.
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National Network Conversations



Talk Pedagogy 



National Enquiry programme



None of the above



All of the above



Other



Welsh Government led professional learning activities.  Which 
of the following Welsh Government led professional learning on the 
Curriculum for Wales have your engaged with within the last year? 



7.



Think about the professional Learning activities that have had 
a significant impact on your knowledge and understanding of 
the Curriculum for Wales.  What do you think made these 
activities impactful? 



8.



Think about the professional learning activities that had a 
small or limited impact on your knowledge and understanding 
of the Curriculum for Wales. What do you think made these 
activities have so little impact? 



9.











image8.emf



16/09/2023, 16:56 Curriculum for Wales Professional Learning survey



https://forms.office.com/pages/designpagev2.aspx?lang=en-GB&origin=OfficeDotCom&route=Start&sessionid=3ca33392-cb11-4c79-847f-b4931660ebdc&sub… 8/9



In what ways, if any has the professional learning you have engaged 
with changed your curriculum design and curriculum content? 



10.



In what ways, if any, has the professional learning you have engaged 
with changed your classroom practice? 



11.



How confident do you currently feel about implementing the 
Curriculum for Wales? 
1 = not confident 
2 = somewhat confident 
3 = quite confident 
4 = very confident



12.



1 2 3 4



Please explain why you feel this confident about implementing the 
Curriculum for Wales? 



13.
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This content is neither created nor endorsed by Microsoft. The data you submit will be sent to the form
owner.



Microsoft Forms



If you would be willing to be involved in a short interview to discuss 
your views in more detail, please leave your email address here. 



14.
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APPLICATION FOR ETHICAL APPROVAL



In order for research to result in benefit and minimise risk of harm, it must be conducted ethically. A researcher may not be covered by the University’s insurance if ethical approval has not been obtained prior to commencement.



The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research students, and both taught postgraduate and undergraduate students working on dissertations/projects.



The individual undertaking the research activity is known as the “principal researcher”.



Ethical approval is not required for routine audits, performance reviews, quality assurance studies, testing within normal educational requirements, and literary or artistic criticism.



Please read the notes for guidance before completing ALL sections of the form.



This form must be completed and approved prior to undertaking any research activity. Please see Checklist for details of process for different categories of application.  



SECTION A: About You (Principal Researcher)

		1

		Full Name:

		Nicola Hagendyk



		2

		Tick all boxes that apply:

		Member of staff:

		☐

		Honorary research fellow:

		☐



		

		Undergraduate Student

		☐		Taught Postgraduate Student

		☒		Postgraduate Research Student

		☐





		3

		Institute/Academic Discipline/Centre:

		Education





		4

		Campus:

		Swansea





		5

		E-mail address:

		

1708917@student.uwtsd.ac.uk



		6

		Contact Telephone Number:

		

07834317792



		

		For students:



		7

		Student Number:

		1708917



		8

		Programme of Study:

		MA Education



		9

		Director of Studies/Supervisor:

		Junnine Thomas-Walters












SECTION B: Approval for Research Activity

		1

		Has the research activity received approval in principle?

(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)

		YES

		☒		NO

		☐

		

		

		Date



		2

		If Yes, please indicate source of approval (and date where known): Approval in principle must be obtained from the relevant source prior to seeking ethical approval

		Research Degrees Committee

		☐		



		

		

		Institute Research Committee

		☐		



		

		

		Other (write in)

Junnine Thomas-Walters

		☒		August 2021







SECTION C:  Internal and External Ethical Guidance Materials

		

		Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, location-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines. You may add rows to this table if needed.



		1

		UWTSD Research Ethics & Integrity Code of Practice

		☒

		2

		UWTSD Research Data Management Policy

		☒



		3

		BERA Ethical guidelines for Educational Research

		☒



		4

		EWC Code of professional conduct and practice

		☒







SECTION D: External Collaborative Research Activity

If there are external collaborators then you should gain consent from the contact persons to share their personal data with the university. If there are no external collaborators then leave this section blank and continue to section E.

		1

		Institution

		





		2

		Contact person name

		





		3

		Contact person e-mail address



		



		4

		Is your research externally funded?

		YES

		☐

		NO

		☐



		5

		Are you in receipt of a KESS scholarship?

		YES

		☐

		NO

		☐



		6

		Are you specifically employed to undertake this research in either a paid or voluntary capacity?

		Voluntary

		YES

		☐

		NO

		☐



		7

		

		Employed

		YES

		☐

		NO

		☐



		8

		Is the research being undertaken within an existing UWTSD Athrofa Professional Learning Partnership (APLP)?

		If YES then the permission question below does not need to be answered.

		YES

		☐

		NO

		☐



		9

		Has permission to undertake the research has been provided by the partner organisation?

		(If YES attach copy)

If NO the application cannot continue

		YES

		☐

		NO

		☐









Where research activity is carried out in collaboration with an external organisation

		10

		Does this organisation have its own ethics approval system?

		YES

		☐

		NO

		☐



		

		

If Yes, please attach a copy of any final approval (or interim approval) from the organisation (this may be a copy of an email if appropriate).









SECTION E: Details of Research Activity

		1

		Indicative title:

		An investigation into the nature and quality of Professional Learning that has been made available to support secondary teachers in preparing to implement the curriculum for Wales 2022. 



		2

		Proposed start date:

		April 2022

		Proposed end date:

		Sept  2022



		

		Introduction to the Research (maximum 300 words per section)

Ensure that you write for a Non-Specialist Audience when outlining your response to the points below:

· Purpose of Research Activity

· Proposed Research Question

· Aims of Research Activity

· Objectives of Research Activity

Demonstrate, briefly, how Existing Research has informed the proposed activity and explain

· What the research activity will add to the body of knowledge 

· How it addresses an area of importance. 



		3

		Purpose of Research Activity



This research activity is focusing on one of the most significant contemporary issues facing practitioners and schools in Wales, namely preparing to implement the Curriculum for Wales 2022.  The road map set out in Welsh Governments ‘Journey to 2022’ document (Welsh Government, 2021) suggests schools should work through three phases as they prepare for 2022. These phases are: engaging with the curriculum; design and trialling; and then evaluating and preparing for implementation.  In all these phases, professional learning is seen as a key aspect of the support that should be available to practitioners and schools.  Welsh Government, Regional Consortia, Local Authorities and private providers have and are continuing to develop professional learning courses and programmes focusing on the Curriculum for Wales.  Significant investment has been made in professional learning at national and regional level. This investment includes the creation of the National Network, which will support school to engage in national conversations about aspects of reform. Schools have been allowed an additional INSET day, and ringfenced funding for  professional learning linked to the curriculum. Regional programmes have been devised to support schools in preparing for the curriculum, and a great deal of discussion and professional dialogue has been encouraged on social media. 



Much professional learning has been school led, delivered by senior managers in school. Many schools have   followed a PLC model, where teachers collaborate on enquiry projects. This type of approach is supported by the Schools as Leaning Organisations model. SLO promotes a collaborative culture of inquiry, exploration and innovation within schools (Welsh Government, 2017).   This research will build upon existing research about the value and impact of PLC type approaches, including Schapp and de Bruijn (2019) and Stoll et al (2006) . This research will further investigate the role that PLC type professional learning opportunities play as part of the support for practitioners in developing their approach to the Curriculum for Wales 2022. 



(However, despite the heavy investment in formal professional learning to date, it is the hypothesis of this research that there has been great variation in access to, engagement with, professional learning. Similarly this research expects to find a varied impact of professional learning amongst schools and practitioners.  



References: 



Schaap, H., de Bruijn, E. (2019) Elements affecting the development of professional learning communities in schools. Learning Environments Research  21, 109–134 (2018). https://doi.org/10.1007/s10984-017-9244-y

Stoll, L (2006) Professional learning communities: a review of the literature. Journal of Educational Change  7:221–258 DOI 10.1007/s10833-006-0001-8



Welsh Government (2021) The Curriculum for Wales: Journey to 2022. Available at: https://hwb.gov.wales/api/storage/0be87463-ba5a-4c88-882e-c293898cb67b/curriculum-for-wales-the-journey-to-2022.pdf Accessed September 5th 2021. 



Welsh Government (2017) Schools as Learning Organisations. Available at:  https://hwb.gov.wales/professional-development/schools-as-learning-organisations . Accedded 5 th September 2021. 



this box should expand as you type)



		4

		Research Question



An investigation into the nature and quality of professional Learning that has been provided to support secondary teachers in preparing to implement the Curriculum for Wales 2022.



(this box should expand as you type)



		5

		Aims of Research Activity

1) To assess and compare the impact of professional learning programmes provided by a range of organisations to secondary school practitioners. 

2) To evaluate teacher opinions on the impact of these professional learning programmes on their knowledge and confidence in implementing the curriculum for Wales 2022. 

3) To conclude on the impact to date of professional learning programmes in supporting practitioner implementation of curriculum reform. 



(this box should expand as you type)



		6

		Objectives of Research Activity



To gather information on the nature, type and content of professional Learning programmes focusing on the Curriculum for Wales, provided to secondary practitioners. 



To gather, analyse and evaluate secondary practitioners’ opinions on the impact of professional learning programmes that they have engaged with. 





(this box should expand as you type)



		

		Proposed methods (maximum 600 words)

Provide a brief summary of all the methods that may be used in the research activity, making it clear what specific techniques may be used. If methods other than those listed in this section are deemed appropriate later, additional ethical approval for those methods will be needed. You do not need to justify the methods here, but should instead describe how you intend to collect the data necessary for you to complete your project.



		7

		

Surveys:  Teachers, Middle leaders and school based non-teaching staff will be asked to  will individually complete short questionnaires about the professional learning that they are aware of, been offered, and engaged with.  Using the Likert scale they will be asked to provide their opinions of the quality and impact of the Professional Learning that they have attended/engaged with  The questionnaire will be brief and designed to gain understanding of initial feelings and views. Qualitative and quantitative data will be gathered through the questionnaires.  This method will allow for a large amount of data to be collected from all participants in a quick and easy way. However, there are issues with validity as the data may only reflect initial interpretations and feelings and not considered, and evaluative responses. The use of the Likert scale could lead to practitioners expressing middle views., and so the scale will be designed to avoid a mid-value. 



Semi structured interviews: Interviews with a random stratified sample of participating practitioners will also be held.  A sample will be used in order to reduce the time taken by interviews and to reduce the risk of collecting unnecessary data.  The interviews will add to the information generated by the surveys, which all participants would have completed.  Interviews will allow for an in-depth discussion of the participants attitudes and opinions about the professional learning, and allow me to gain a more detailed understanding of the nature and content of the varied professional learning programmes that practitioners have engaged with. Semi structured interviews have been chosen as this will allow for participation of practitioners, enable an in-depth discussion of the issue and allow the researcher to explore issues that may have been raised in the other research. The interviews will be recorded (audio only) in order to facilitate accurate transcription. Participants will be explicitly asked for their consent to be recorded during the interview.  The recordings will be destroyed after transcription.  Interview data may lack validity due to hindsight, imperfect recall of their experiences, or a conscious decision to influence the research.  However, interview data will only be gathered from a sample of participants, it will be analysed alongside the survey data.  





(this box should expand as you type)



		


		Location of research activity

Identify all locations where research activity will take place.



		8

		

Practitioners working in Secondary schools in Central South Wales will be sent the questionnaire. The sample of practitioners for interviews will be taken from this cohort of teachers. 

(this box should expand as you type)



		

		Research activity outside of the UK

If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural and/or legal sensitivities or vulnerabilities of participants. If you live in the country where you will do the research then please state this.



		9

		





(this box should expand as you type)







		10

		Use of documentation not in the public domain: Are any documents NOT publicly available? 



		NO

		☒



		

		

		YES

		☐



		11

		If Yes, please provide details here of how you will gain access to specific documentation that is not in the public domain and that this is in accordance with the current data protection law of the country in question and that of England and Wales.







(this box should expand as you type)







		

		Does your research relate to one or more of the seven aims of the Well-being of Future Generations (Wales) Act 2015?

		

YES

		

NO



		12

		A prosperous Wales

		☒

		☐



		13

		A resilient Wales

		☒

		☐



		14

		A healthier Wales

		☒

		☐



		15

		A more equal Wales

		☒

		☐



		16

		A Wales of cohesive communities

		☒

		☐



		17

		A Wales of vibrant culture and thriving Welsh language

		☒

		☐



		18

		A globally responsible Wales

		☒

		☐



		19

		If YES to any of the above, please give details



		

		

The Curriculum for Wales 2022 forms part of the National Education Mission. This mission has been developed in Wales since the 2015 Future Generations Act. The Curriculum for Wales is a key aspect of the Education Mission aiming to develop all aspects of the Future Generations Act.  Many of the aims of the Act can be clearly seen in the four purposes of the Curriculum for Wales.  



(this box should expand as you type)







SECTION F: Scope of Research Activity

		

		Will the research activity include:

		YES

		NO



		1

		Use of a questionnaire or similar research instrument?

		☒

		☐



		2

		Use of interviews?

		☒

		☐



		3

		Use of focus groups?

		☐

		☒



		4

		Use of participant diaries? 

		☐

		☒



		5

		Use of video or audio recording?

		☒

		☐



		6

		Use of computer-generated log files?

		☐

		☒



		7

		Participant observation with their knowledge?

		☐

		☒



		8

		Participant observation without their knowledge?

		☐

		☒



		9

		Access to personal or confidential information without the participants’ specific consent?

		☐

		☒



		10

		Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?

		☐

		☒



		11

		Performance of any acts which may cause embarrassment or affect self-esteem?

		☐

		☒



		12

		Investigation of participants involved in illegal activities?

		☐

		☒



		13

		Use of procedures that involve deception?

		☐

		☒



		14

		Administration of any substance, agent or placebo?

		☐

		☒



		15

		Working with live vertebrate animals?

		☐

		☒



		16

		Procedures that may have a negative impact on the environment?

		☐

		☒



		17

		Other primary data collection methods. Please indicate the type of data collection method(s) below.

		☐

		☒



		

		Details of any other primary data collection method:



Survey/questionnaire and semi-structured interviews are the only research methods proposed. 



(this box should expand as you type)

		

		





If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).



If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 



SECTION G: Intended Participants

If there are no participants then do not complete this section, but go directly to section H.



		

		Who are the intended participants:

		

YES

		

NO



		1

		Students or staff at the University?

		☐

		☒



		2

		Adults (over the age of 18 and competent to give consent)?

		☒

		☐



		3

		Vulnerable adults?

		☐

		☒



		4

		Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required)

		☐

		☒



		5

		Prisoners?

		☐

		☒



		6

		Young offenders?

		☐

		☒



		7

		Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?

		☐

		☒



		8

		People engaged in illegal activities?

		☐

		☒



		9

		Others. Please indicate the participants below, and specifically any group who may be unable to give consent.



		☐

		☒



		

		Details of any other participant groups:







(this box should expand as you type)

		

		







		

		Participant numbers and source

Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 



		10

		How many participants are expected?



		

I anticipate 30 people will complete the survey, and a maximum of 5 people will be involved in semi structured interviews.



(this box should expand as you type)



		11

		Who will the participants be?



		

Teachers and non-teaching staff currently working in secondary schools in South Wales. 



(this box should expand as you type)



		12

		How will you identify the participants?

		The survey will be shared electronically with teachers in the region. They will be able to choose whether or not to complete the survey. They will be able to choose whether or not to provide their contact details. Only participants who have provided contact details will be sampled to be participants in the interviews. 

In my current job, I have daily contact with schools across the South Wales region. I will be able to use existing communication channels to inform teachers of the research and invite them to participate. This will enable me to identify a suitable range of teachers. 





(this box should expand as you type)









		

		Information for participants:

		

YES

		NO

		

N/A



		13

		Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?

		☒

		☐

		☐



		14

		Will you tell participants that their participation is voluntary?

		☒

		☐

		☐



		15

		Will you obtain written consent for participation?

		☒

		☐

		☐



		16

		Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?

		☒

		☐

		☐



		17

		If the research is observational, will you ask participants for their consent to being observed?

		☐

		☐

		☒



		18

		Will you tell participants that they may withdraw from the research at any time and for any reason?

		☒

		☐

		☐



		19

		With questionnaires, will you give participants the option of omitting questions they do not want to answer?

		☒

		☐

		☐



		20

		Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?

		☒

		☐

		☐



		21

		Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?

		☒

		☐

		☐



		22

		If NO to any of above questions, please give an explanation 



		

		





(this box should expand as you type)







		

		Information for participants:

		

YES

		NO

		

N/A



		24

		Will participants be paid?

		☐

		☒

		☐



		25

		Is specialist electrical or other equipment to be used with participants?

		☐

		☒

		☐



		26

		Are there any financial or other interests to the investigator or University arising from this study?

		☐

		☒

		☐



		27

		Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?

		☐

		☒

		☐



		28

		If YES to any question, please provide full details 



		

		





(this box should expand as you type)







SECTION H: Anticipated Risks



		

		
Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 



If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.  



		1

		Full risk assessment completed and appended? 

		Yes 

		☐



		

		

		No

		☒



		2

		Risks to participants

For example: sector-specific health & safety, emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information



		

		Risk to participants:



Psychological or emotional stress caused by being asked to complete interviews or respond to surveys

















Pressure to give assent to, or to continue as part of the research activity.  





































Transfer or disclosure of personal data.





(this box should expand as you type)

		How you will mitigate the risk to participants:



The BERA guidelines for educational research (BERA, 2018), and the UWTSD Research Ethics and Integrity Code of Practice (UWTSD, 2017) and school policies have been consulted.  



Research methods chosen are appropriate to collect the required amount of qualitative and quantitative data. Research methods are also activities that are familiar to practitioners in secondary school settings.  



No incentives or payment will be given to participants in order to ensure there is no pressure to participate.  Practitioners will be informed about the research by the researcher, so that usual social and power positions in school do not influence practitioners in giving their assent. 



Consent from the participants will be obtained on the electronic survey. Consent for the semi-structured interviews will be obtained in writing, with a signed consent form at the start of the research and all participants will have the right to end their participation or withdraw their consent at any point during the research. 



Participants will be made aware at the start and reminded regularly throughout the research that they have the right to end their participation. 



Data from the surveys and interviews will have names and personal details removed and will be kept securely on a password protected account. 







(this box should expand as you type)



		3

		If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities



		

		

Not applicable. 



(this box should expand as you type)



		4

		Risks to the investigator

For example: personal health & safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest



		

		Risk to the investigator:



Risk of accusation of impropriety by participants















Risk to the professional reputation of the researcher if the research is not completed in a professional and ethical manner.



(this box should expand as you type)

		How you will mitigate the risk to the investigator:



As the interviews will be held virtually via MS Teams, there will be no physical contact between the researcher and the participant. The interviews will be recorded to support the transcribing process and will therefore provide evidence of the researcher’s professional conduct. 



I will ensure that I uphold all professional codes of conduct, including the EWC code of conduct during this research. I will endeavour to protect my reputation by completing the research within the timescales and to a high standard. 



(this box should expand as you type)



		5

		University/institutional risks

For example: adverse publicity, financial loss, data protection



		

		Risk to the University:



Risk to reputation and name











Data protection



(this box should expand as you type)

		How you will mitigate the risk to the University:



I am aware of the need to protect the reputation and name of the University.  I will conduct myself in a professional manner throughout, including punctuality, attendance, dress and behaviour.  



I will uphold high academic standards in terms of research credibility, ensuring the results are not falsified, manipulated or changed in any way.  I will securely save data on a password protected account and uphold all GDPR data protection legislation. 





(this box should expand as you type)



		6

		Environmental risks

For example: accidental spillage of pollutants, damage to local ecosystems



		

		Risk to the environment:



None



(this box should expand as you type)

		How you will mitigate the risk to environment:



As the research will be carried out virtually there is very limited potential for environmental risk. 



(this box should expand as you type)







		

		Disclosure and Barring Service



		

		If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.

		YES



		NO



		N/A





		7

		Does your research require you to hold a current DBS Certificate?

		☐

		☒

		☐



		8

		If YES, please give the certificate number. If the certificate number is not available please write “Pending”; in this case any ethical approval will be subject to providing the appropriate certificate number.

		







SECTION I: Feedback, Consent and Confidentiality



		1

		Feedback

What de-briefing and feedback will be provided to participants, how will this be done and when? 



		

		

Participants have the right to a de-brief at the end of the research. The researcher will offer to provide participants with a verbal summary of the research findings.   For participants who have completed the survey, they will be offered an email summary of the findings. This question will be included on the survey itself, and participants can request feedback on the research at the time of completing the questionnaire.  Participants who have been interviewed will be offered feedback, either verbally through an online meeting or via email as the survey participants. at the end of the research. This feedback will be provided at the end of the research activity, once results have been analysed and conclusions drawn. 





(this box should expand as you type)



		2

		Informed consent

Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.



		

		Survey: At the start of the survey, participants will be provided with information about the research and asked for their consent. Those choosing not to give consent will not complete the questionnaire. The information will be provided through the online survey form. The information will include the purpose of the research, the research question, the intended timescales for the research and details about consent. The information sheet will inform participants that they can choose to not answer any questions if they wish, and that they can withdraw their consent at any point and have their responses withdrawn from the research. The information will also provide the researchers contact details. 

Interviews: Participants in the semi structured interviews will be provided with an information leaflet and a verbal explanation of the research project and provided with the opportunity to ask questions.  Consent will be sought on an opt-in basis with participants being asked to sign the consent form.   The research activity will not begin until sufficient time has been given to provide consent. The information sheet and consent form will be sent to interview participants prior to the online interview session, and participants will be asked to return electronically before or at the start of the interview, using the chat facility on Teams where documents can be shared. If participants have returned the consent form prior to the interview, the researcher will check at the start of the interview that they are still happy to consent, and remind participants of their right to withdraw consent at any point. 





(this box should expand as you type)



		3

		Confidentiality / Anonymity

Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 



		

		

This research proposal follows BERA (2018) guidelines that research should ensure confidentiality and anonymity.  Confidentiality for participants will be ensured during the research. Notes kept from the interviews will have names and identifying details removed.  Surveys will be anonymous. The results of the research will be published anonymously 





(this box should expand as you type)







SECTION J: Data Protection and Storage



		

		Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?

		YES

		NO



		1

		“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person. Any video or audio recordings of participants is considered to be personal data.

		☐x

		☐



		

		If YES, provide a description of the data and explain why this data needs to be collected:



		2

		

Audio recordings of the semi structured interviews will be made in order to support the researcher in transcribing the interviews.  As the interviews are likely to be in depth, providing potentially complex information, opinions and ideas, an audio recording would be necessary to support transcription. Consent will be sought from participants for the recording. As soon as the interviews have been transcribed the recording will be deleted. The recording will be kept securely on a university password protected account, belonging to the researcher. 



(this box should expand as you type)



		

		Does it involve special category data (as defined by the GDPR)?

		YES

		NO



		3

		“Special category data” means sensitive personal data consisting of information as to the data subjects’ –

(a) racial or ethnic origin,

(b) political opinions,

(c ) religious beliefs or other beliefs of a similar nature,

(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),

(e) physical or mental health or condition,

(f) sexual life,

(g) genetics,

(h) biometric data (as used for ID purposes),

		☐

		x☐



		

		If YES, provide a description of the special category data and explain why this data needs to be collected:



		4

		





(this box should expand as you type)







		

		
Will data from the research activity (collected data, drafts of the thesis, or materials for publication) be stored in any of the following ways?

		YES

		NO



		5

		Manual files (i.e. in paper form)?

		☒

		☐



		6

		University computers?

		☐

		☒



		7

		Private company computers?

		☐

		☒



		8

		Home or other personal computers?

		☒

		☐



		9

		Laptop computers/ CDs/ Portable disk-drives/ memory sticks?

		☐

		☒



		10

		“Cloud” storage or websites?

		☒

		☐



		11

		Other – specify:



		☐

		☐



		12

		For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of backup procedures, password protection, encryption, anonymisation and pseudonymisation:



		

		Questionnaires will be completed anonymously by participants, with data then collated onto a spreadsheet and stored electronically within 1 week of completion. No participant will be able to be identified from them, as participants will be allocated a code number to identify the transcript. The transcript will only have the code number and not the name of the participant. 

Interviews will be recorded on audio file and stored electronically until they have been transcribed. The typed transcript will be stored electronically.  No participant will be able to be identified from the transcript. 

Data will be stored electronically on the University cloud storage until the dissertation has been submitted. This is a password protected account.  

The researcher intends to only use manual files in paper format during the dissertation drafting stage for proof reading purposes. A paper draft will be printed, proofread and then immediately shredded. 



(this box should expand as you type)







		

		Data Protection



		

		Will the research activity involve any of the following activities:

		YES

		NO



		13

		Electronic transfer of data in any form?

		☐

		☒



		14

		Sharing of data with others at the University outside of the immediate research team?

		☐

		☒



		15

		Sharing of data with other organisations?

		☐

		☒



		16

		Export of data outside the UK or importing of data from outside the UK?

		☐

		☒



		17

		Use of personal addresses, postcodes, faxes, emails or telephone numbers?

		☐

		☒



		18

		Publication of data that might allow identification of individuals?

		☐

		☒



		19

		Use of data management system?

		☐

		☒



		20

		Data archiving?

		☒

		☐



		21

		If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and Data Protection Act (2018) (and any international equivalents, where appropriate):



		

		All data will be stored anonymously on a cloud system. Participants will be allocated a code number that only the researcher knows. Only the researcher will be able to identify the participants from the data stored. 







(this box should expand as you type)



		22

		List all who will have access to the data generated by the research activity:



		

		

Only the researcher will have access. 



(this box should expand as you type)



		23

		List who will have control of, and act as custodian(s) for, data generated by the research activity:



		

		

The researcher. 



(this box should expand as you type)



		24

		Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  



		

		Questionnaires will be completed anonymously participants, with data then collated onto a spreadsheet and stored electronically within 1 week of completion. No participant will be able to be identified from them. 

Interviews will be recorded on audio file and stored electronically. The typed transcript will be stored electronically. 

Data will be stored electronically on the University cloud storage. This is a password protected account.  







(this box should expand as you type)



		25

		Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 



		

		

Data will be stored on the researcher’s password protected university cloud storage system



(this box should expand as you type)



		26

		Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)

		YES

		☒



		27

		Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding

		YES

		☒










SECTION K: Declaration

		

		The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.



In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice which is published on the website: https://www.uwtsd.ac.uk/research/research-ethics/ 



		1

		Signature of applicant:

		N L Hagendyk

		Date:

14th September 2021









For STUDENT Submissions:

		2

		Director of Studies/Supervisor:

		

		Date:



		3

		Signature:

		



		







For STAFF Submissions:

		4

		Academic Director/ Assistant Dean:

		

		Date:



		5

		Signature:

		



		







Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:

		☒

		I have read the guidance notes supplied before completing the form.



		☒

		I have completed ALL RELEVANT sections of the form in full.



		☒

		I confirm that the research activity has received approval in principle



		☐

		I have attached a copy of final/interim approval from external organisation (where appropriate)



		☐

		I have attached a full risk assessment (where appropriate)  ONLY TICK IF YOU HAVE ATTACHED A FULL RISK ASSESSMENT



		☒

		I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.



		☒

		I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Academic Director.







		RESEARCH STUDENTS AND STAFF ONLY

All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.

You will be informed of the outcome of your claim by email; therefore it is important that you check your University and personal email accounts regularly.



		STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit this form (and receive the outcome) via systems explained to you by the supervisor/module leader.







This form is available electronically from the Academic Office web pages: https://www.uwtsd.ac.uk/academic-office/appendices-and-forms/
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