



Successful Futures marks a radical departure from the curriculum of the last century and provides an opportunity to build a new curriculum for Wales which is fit for the 21st Century and beyond.  

 i Literature Review


Welsh Curriculum In Context
There is a new Curriculum for Wales (CfW) that has been developed by a range of stakeholders. The word curriculum is interpreted differently by academics. It has been explained as “A framework of subjects over a defined period…framed in terms of key skills, capacities or competencies that will be developed in children” (Donaldson, 2015, p.5). Mark Priestly defines the word ‘Curriculum’ as being “derived from the Latin word meaning racecourse or race, and has come to mean a general course” he further explains that it is “a course of study” with the “notion of going somewhere in a predefined direction” (Priestly 2019). Priestly (2019), further discusses the meaning of curriculum by referring to it as; “the total structure of ideas and activities developed by an educational institution to meet the learning needs of students, and to achieve desired educational aims”. The wide scope of these definitions can be interpreted in many ways but in education many see it as a “umbrella term denoting the totality of the learning experience of children and young people in school.” (Priestly 2019).
The CfW is an important change in Wales and is seen as pivotal to the future success of our future generations. “...education is a vital component in efforts to both create better and more cohesive societies, and to address the economic, social and environmental conditions that potentially destabilise modern societies.” (Priestley and Philippou, 2019, p.1). 
 The recent launch of CfW has brought with it political and professional advocates but also has been met with uncertainty and critical speculation. It has high status and its successful implementation is very important in Welsh Government and across Welsh Education.  “The curriculum is – or at least should be – at the heart of educational discourse and practice” (Priestley and Philippou, 2019, p.1 ).
The CfW has been influenced by a range of curriculum reforms that have occurred in a range of countries and has drawn on the education ideologies and principles of several influences that has led to current draft curriculum 2019. There is a wealth of academic research on many different international curriculums, but the purpose of this literature review is to critically analyse some the international evidence related to curriculum reform that has taken place in Scotland, Canada and New Zealand. It will identify what lessons can be learnt and what barriers may hamper the implementation of the CfW. It will strive to identify the guidance which can be sort from a review of past and current practices and will identify challenges and opportunities that a transition to a new curriculum for Wales, that is suitable for the 21st century and beyond, will face. 
Past Lessons 
The Hadow Report (1926) reviewed the education system and found that it focused more on a knowledge based system of learning often focusing on rote learning techniques and expected learning. 
“there was a noticeable tendency to emphasise the superiority of a general non-manual education over any sort of vocational training such as that given in the schools of industry” (The Hadow Report, 1926 p.9).
This did not cater for individual learning needs but it was believed that a knowledge based curriculum  approach would benefit all.  “..many children who think as it were with their hands and will profit greatly by a method of instruction” (The Hadow Report, 1926 p.9).
There was a focus on examinations being the true measure of success and this was the main goal of education. “There is a wisdom in the saying of Plato, that 'the life without examination is a life that can hardly be lived'. (The Hadow Report, 1926 p.3)
The report identified that change in education was needed and their needed to be more of a balance between a knowledge driven curriculum and a skills based curriculum. 
There appear to be two opposing schools of modern educational thought,.. One attaches primary importance to the individual pupils and their interests; the other emphasises the claims of society as a whole, and seeks to equip the pupils for service as workmen and citizens in its organisation. When either tendency is carried too far the result is unsatisfactory.
(The Hadow Report, 1926 p.9).
The report compiled recommendations that education should be “A well-balanced educational system must combine these two ideals in the single conception of social individuality.” (The Hadow Report, 1926)
This ideology is still relevant to education and curriculum design even though the landscape of industry and commerce has changed dramatically from 1926, the goal of a successful curriculum is to educate children to adapt to the future needs of the workplace they will enter. However, some argue that there has been a movement to skills-based curriculum that can lack the rich learning experiences and deeper learning.  
The demand for young people with improved levels of literacy, numeracy and wider skills,  including critical thinking, creativity and problem solving, has fuelled an international trend towards curricula that give greater emphasis to the development of skills” (Donaldson, 2015 p.7).
The revision of the curriculum came in Wales after Education reform Act of 1988 which prompted the development of the ‘National Curriculum’. The documents produced with this curriculum reform focused on outlining the expectations for the given subjects. This governmental programme of study created less teacher autonomy.  It gave more prescription to the teaching of specific subjects and gave the range and skills needed to be taught at particular Key Stages. The examinations system also changed during this time with the development of standardised testing at stages. A new school inspection system was also introduced. 
In 2008 there were revisions to the National Curriculum for Wales which tried to reduce the subject content, and increased the focus on skill development. Despite these changes many felt the curriculum became a checklist of skills to achieve at different year groups. The new draft CfW has tried to learn from the past and develop a curriculum that recognises the individual learning journeys of pupils and at it’s heart are the ‘Four Purposes’. It aims to develop students who are 
	Ambitious, capable learners, ready to learn throughout their lives
Enterprising, creative contributors, ready to play a full part in life and work
Ethical, informed citizens of Wales and the world
Healthy, confident individuals, ready to lead fulfilling lives as valued members of society 
              (Draft Curriculum for Wales, 2019)

The learning in the CfW allows all students to progress along the same continuum of learning which will run from 3-16. This will have progression steps, which will be measurable through achievement outcomes. The New curriculum will also use six Areas of Learning Experience AoLE’s. “Expressive Arts, Humanities, Health and Wellbeing, Science and Technology, Mathematics and Numeracy and Language Literacy and Communication“ (A guide to Curriculum for Wales 2022, 2019). These encompass several traditional subject areas that were separate previous in Curriculum 2008. 
‘Digital Competency, Literacy and Numeracy’ will be cross curricular responsibilities and a set of  ’What Matter Statements’ for each AoLE  will provide guidance on the important concepts that need to be taught to develop learners experiences, knowledge and skills. (A guide to Curriculum for Wales 2022, 2019).
 




ii Why implement curriculum reform?
Curriculum reform also took place in Wales partly due to the need to develop a curriculum that supported ‘young people to thrive in a future where digital skills, adaptability and creativity-alongside knowledge -are crucial’ (Welsh Government, Education Changing, 2019). Many of the jobs today were not around ten years ago. This means there is a need to develop a future workforce for jobs that do not yet exist.
[bookmark: _Hlk18213475]Reform was also politically driven by Wales having consistently poor results in the Program International Student Assessment (PISA) results in comparison with other European countries. “The disappointing performance of Wales in successive PISA surveys has been and remains a significant driver for change.” (Donaldson ,2015,  p.10 ).
This prompted a review of the current curriculum in Wales which began in March 2014 by Professor Graham Donaldson.  Donaldson’s review team visited schools and stakeholders across the country. Proposals were developed and recommendations produced in a report called ‘Successful Futures’ which was published in February 2015.  This report heavily influenced the development of the new draft curriculum in Wales. The ‘Four Purposes’ identified in ‘Successful Futures’ underpin the pedagogy of the new draft curriculum in Wales.  
Curriculum for Excellence CfE- in Scotland 
Donaldson has previously been involved with the Scottish educational reform with the development of ‘Curriculum for Excellence’(CfE). In 2010-2011 the CfE was launched in Scotland after being reviewed since its inception in 2014. It also had four core ‘Capacities’ at its heart. “CfE was widely hailed in Scotland as a radical departure from existing ways both defining culture and from prevailing practices in Scottish Schools” ( Priestley and Minty,2013, p.39).
Priestly & Minty 2013 identified two key areas of discussion which effected the successful implementation of CfE, arguing if indeed teachers did feel the CfE was innovative and radical, moving away from their own existing practices and whether it’s vision and scope could be successfully implemented. 
“new, radical and distinctive approach to curriculum resonates with the existing belief and practices of teachers…whether the new curriculum will be enacted meaningfully in a manner which is in keeping with the spirit of the policy” ( Priestley and Minty,2013, p.39).

One of the key drivers for the success of the CfE was in the importance of teacher to be agents of change, however there was an issue between implementing the policy and actual change in classroom practice.  
“A major issue facing externally mandated reform is the ‘implementation gap’ (Supovitz, 2008) between policy intention and classroom practice” ( Priestley and Minty, 2013, p.39).
The paper also looked at three areas of CfE. The curricular structure, learning content and the role of the teacher. Priestley and Minty (2013) argue that Scottish Government policy focused on rising individual standards and did not consider cultural and social issues and constraints. They also gave little in the way of training to teachers or funding to resource such a shift in pedagogy.  
They also retained the same accountability practices, continued with internal inspection systems and required the use of attainment data to continue as it had previously. This ultimately prevented, “..teachers  autonomy and implementing a culture shift” (Cowie, Taylor and Croxford, 2007, p.30 ). 
It is also argued that using ‘Tough Intelligent Accountability’ which focuses on improvements measured by only data and statistics as a way to judge a school and hold them accountable often does not promote creativity and often limits teacher’s autonomy. This is ultimately detrimental in providing deep and meaningful learning experiences for children. “This approach may be tough but it is ‘unintelligent’ because it subjugates teachers and limits their professional autonomy (Cowie, Taylor  and Croxford, 2007, p.29). Further issues are identified in using ‘Performance Management’ as a measure of accountability as the trend in England over the last few years would suggest that this method does not ensure improvement. (Cowie, Taylor and Croxford, 2007, p.29). 
 How ‘Accountability’ will be measured is an important factor to consider if the new CfW is to be successfully implemented. The recently released  ‘Draft evaluation and improvement (accountability) arrangements in Wales’ ( 2019) documentation, which did not clearly identify how the new CfW would be assessed but highlighted that it will be ‘further developed with all stakeholders’ and will be ‘Phased in’. 
The Government identifies that the accountability arrangements “Will require significant changes to culture and behaviours across the whole system…There will be a transition period” (‘Draft evaluation and improvement (accountability) arrangements in Wales’ 2019 p.4). This does not provide specific information on assessment and accountability and there is a danger that Local Authorities (LA) and Regional Consortia along with schools will continue to put the focus existing historical methods. Examinations systems will also change but this ‘Phased’ approach could lead to schools not implementing the CfW until it becomes statutory and will struggle to adapt their pedagogy and practices.  Estyn will still inspect schools but the ‘nature’ of inspections will be different.  A proposed one year break from the Estyn cycle will also occur for many schools in Wales as they will be allotted time to develop and implement CfW. While teacher autonomy is critical factor to the success of the CfW, further clarity on the accountability arrangements will be needed. 
This would involve questioning the extent to which quality assurance activities and accountability mechanisms are likely to encourage a sense of coherence and purpose, which would support improvement, or undermine improvement processes through the creation of a climate of fear (Cowie, Taylor and Croxford, 2007 p.30).

The CfE also was said to have good overarching principles in the ‘Four Capacities’ which was in line with other international curricular theory. Conflict and confusion arose between the issues relating to whether the CfE was a skills or knowledge based curriculum. Policy documentation in the CfE was unclear and confusing and identified both approaches and depending on individual interpretation, it could lead to different starting points and ambiguity in the application of the CfE from school to school. (Priestly and Minty 2013)  
“The Four Capacities thus provide a particular starting point for SBCD, based around the development of processes and the specification of content to achieve curricular aims. However, the Experiences and Outcomes offer an alternative starting point” (Priestly and Minty, 2013, p.4 ).  
Priestly and Minty (2103) also criticised the sample size used in the trial implementation studies in the developmental phase before CfE was launched.. Only a small sample group of Head Teachers and teachers were studied and interviewed. Initially there was a low response to national feedback questionnaires. Another reason why the CfE did not transition smoothly is due to its roll out. There was no phased development for implementation and both Primary and Secondary education implemented the CfE at the same time. Due to a lack of phased implementation many teachers didn’t implement it until they had to. Teachers struggled in the transition to CfE as no resources and support were built in with its implementation. Many teachers continued to do as they had before without implementing much change. They did not have the teacher agency to initiate change. “Such competing pressures potentially leave teachers, seeking to implement CfE, between a ‘rock and a hard place” (Reeves, 2008), (Priestly and Minty,  2013, p.42 ).
 
The adaptation of the CfE also was difficult at secondary level as no change to timetables and existing examination assessments resulted in little change to existing practices. One-off lessons were used to teach the CfE resulting in little institutional change and overall impact. At Primary levels things adapted with greater success. Pupils voice through choice and talk developed, dialogue between teachers and pupils increased. Feedback did however point to nosier classrooms and some teachers felt like the pupils were taking charge (Priestly and Minty, 2013).
In the Scottish Government’s Educational feedback questionnaire in 2011, one teacher described the CfE as; “Too much good practice has been thrown out as everyone interprets CfE in their own way due to the wooliness of the documents” (Priestley and Minty, 2013, p.46 ).
Teachers felt there was a lack of clarity, training and policy guidance given in order for them to make the shift from imparters of knowledge to facilitators of learning. They did not feel ready and the questioned if they had enough time to have professional dialogue with colleagues. Schools also reported they were unsure what their coherent philosophy for education should be. Secondary teachers also felt their subject specialism was under threat (Priestley and  Minty,2013).
The lack of clarification led to the Government providing progression steps documents after the initial launch with a series of very prescriptive outcome-based objectives that detracted away from the initial four Capacities.  This has led to “too much support material and guidance for practitioners. This is contributing to the growth of over-bureaucratic approaches to planning and assessment” (HM Chief Inspector of Education in Scotland, 2016, p.2).
The CfE was reviewed and the Government responded to feedback for more guidance and developed documentation on ‘Outcomes and Benchmarks’ but these gave teachers over 2000 statements to achieve with pupils.  This meant that the core principles of developing teacher agency to move to a ‘radical’ experiential curriculum that empower pupils, was not realised. The CfE consequently became a more knowledge and outcome driven curriculum ( HM Chief Inspector of Education in Scotland, 2016 p.3).
‘Moving forward, the two key resources which teachers should use to plan learning, teaching and assessment are:’• Experiences and Outcomes • Benchmarks  ( A Statement for Practitioners from HM Chief Inspector of Education in Scotland 2016 p.1).
The changes in the educational pedagogies that underpin the CfE were called into question. A lack of clear focus and a shift from its original purpose and ideology coupled with an initial lack of guidance and then an over prescriptive set of guidance has not allowed the CfE to realise it original intentions.
“CfE has attracted some criticism for a lack of theoretical rigour in its structure (Priestley and Minty 2010). Further views on the CfE put forward by Priestley suggest the, “the curriculum combines features from incompatible curricular models” (Priestley and Minty, 2013, p.4).

Priestley and  Humes, (2010 ), clarifies the conflicting issues related to the need for diversifying pedagogy to fully realise the four capacities In the CfE and the need to teach specific content to meet historic assessment needs. It describes the ‘narrowification’ of the Curriculum as there is a need to teach to the tests. The accountability of test results was an inhibitor to ‘radical’ change. The reality was that while some teaching aspects changed, it was in a limited capacity and most of the other historic practices remained the same. 
 “local authority use of statistics and HMIE inspections – see Reeves, 2008) will continue to place pressure on schools via the evaluative use of test data, and this in turn places pressures on schools to teach to the test” (Priestley and Humes, 2010, p.4).  
The view that the implementation gap is widely regarded as a major issue that has hindered the success of CfE is a view expressed by Priestley & Humes (2010) and reiterated later by Priestly and Minty (2013). Lessons can be learnt from this in relation to future curriculum designs.  “It will be critical that the transition for teachers to move away from existing practices, develop teacher agency and strive to provide rich learning experiences for students that deeper their understanding” (Priestley and Humes, 2010, p.4).
 The success of the implementation of the CfW has been hinged by many on the successful adoption of policy and effective teacher agency to provide enriching daily practice in the classroom for all learners. ”It will require teachers to develop their own practise to make transformational change” (Priestley and Humes, 2010, p. 4).

International Curriculum - What can be learnt?	
Curriculum reform has taken place in many other countries, each has approached this in their own way. New Zealand conducted a review of their curriculum and produced a draft curriculum in 2006 and allowed many stakeholders to feedback on the draft documents. “involved more than 15,000 students, teachers, principals, advisers, and academics in the development, trailing and response to a draft curriculum in 2006 and the subsequent revisions in the final version” (Priestly and Sinnema ,2014, p.10).
The New Zealand Curriculum (NZC) launched in 2007, it was one single policy document that had;
“specification of key competencies (rather than essential skills) – thinking, using language, symbols, and texts, managing self, relating to others” (Priestly and Sinnema, 2014. p.10). 
The NZC was met with some media and professional criticism. A local newspaper described it as:
‘New Zealand's school curriculum has been hollowed out of knowledge as academic learning is increasingly abandoned for a misguided focus on skills and the process of learning’ (New Zealand Herald, 2013) Priestly and Sinnema, 2014, p.2).
The NZC had a focus on key competencies and was initially identified as a process curriculum that lacked any deeper knowledge content instead focusing on the development of skills. 
“Further review of It has also been alleged by critics to over-simplify and dichotomise the complex relationship between knowledge and skills, obscuring the relationship between different forms of knowledge” (Priestly and  Sinnema ,2014, p.4).
It was believed concentrating on a process curriculum with the focus on skills would be ; “denying young people access to the ‘powerful knowledge’ enshrined in disciplines is detrimental to their life” (Priestly and Sinnema ,2014 p.5).
Despite negative media and some critical academics the NZC underwent national evaluation by the Government. It found contradicting opinions by those on the front line of education;
“educators in both primary and secondary schools held the curriculum in high regard. They 
typically viewed it positively, considered it to be an improvement on the previous curriculum, 
and were committed to implementing it” (Priestly and  Sinnema ,2014 p.11).
This was vital in the success of the implementation of the NZC. Educators commitment and teacher agency supported and developed radical change that help move towards realising the NZC’s vision. The argument that there was a lack of ‘knowledge’ in the NZC was also questioned, as it was clearly identified as being important. This is evident from the initial forward in the NZC policy documentation issued in 2007 by the  New Zealand Ministry of Education; 
knowledge is the first in a list of purposes: ‘a framework designed to ensure that all  young  New Zealanders are equipped with the knowledge, competencies, and values they will need to be successful citizens in the twenty-first century’ (p. 4) (Priestly &  Sinnema 2014 P15)
Priestly and Sinnema (2014) also analysed documentation related to the NZC and highlighted that gaining Knowledge was important in the NZC policy documentation, as it was frequently mentioned but it was not always accompanied with a clear explanation on what content or context in which this knowledge should be explored. This led to some confusion as to whether the NZC was a process or knowledge driven curriculum. While teachers supported the increase in their autonomy to interpret the NZC, this could lead to inconsistent practice. Perhaps further clarification of the pedagogy and vision of how to achieve the original purposes that underpin the NZC curriculum is needed. 
The Canadian education system saw reform in the early 1990’s with a focus on a knowledge driven curriculum. Further reform was conducted in 2003 with a new strategy implemented; 
“ to transform the public system in Ontario, a system that had been stagnant in terms of student achievement for the previous five years” (Fullan, 2010).
The reforms were based on international study but heavily focused on further development of the English Curriculum at the time.
We took the best of the English strategy, jettisoned the weak parts (heavy targets, prescription from the top, and punitive accountability), and built our own brand of partnerships with the 4,000 elementary and 900 secondary schools in the province’s 72 school districts (Fullan, 2010).
The Curriculum reforms identified some ‘Big Ideas’ that would support the curriculum. These were “All Children Can Learn, Have a small number of Core Priorities, Resolute Leadership, Create Collective Capacity, Develop Strategies with Precision, Ensure Intelligent Accountability, All means All” (Fullan, 2010).
 This trend was shown in international comparisons, as in 2015 Canada was ranked sixth in the world PISA tables. 
Another Canadian province Alberta involved all stakeholders in its education reforms and development. Alberta undertook a;
process of engagement with the profession and the general public. In 2009, Thousands of Albertans gathered in person and online for to express their hopes, dreams and aspirations for our children’s future (Alberta Government, 2009 p.2).
They discussed the future of education. A report was compiled “Inspiring Education: A Dialogue with Albertans” published in April 2010 by the Alberta Government. It set out a vision of what skills a child born today may need in 2030. Alberta developed a vision for 21 century education system that identified specific outcomes; knows as ‘The Three E's" of Education’.  These outcomes link closely with the Four Principles of CfW.
Engaged thinker – Alberta must cultivate students with an inquisitive, engaged mind.  
Ethical citizen –Our children and grandchildren must be ethical, compassionate and   respectful to truly grow and thrive. 
Entrepreneurial spirit – To shape innovative ideas into real-world solutions, to develop motivated, resourceful and resilient citizens. (Alberta Government, 2009, p6-7).

The vision designed by Alberta identified six core values that would sit under the ‘Three E’s’. These core values are drivers for the curriculum, however there is not substance on how this vision is to be implemented. “Inspiring Education presents a vison for education but does not lay out the process for implementation” (Alberta Government, 2009, p.7).
More recent educational reform in underway in Ontario led by new regional government. They have created a policy known as ‘Education that Works for You’ 
“The Government’s plan, Education that Works for You, will modernize curriculum, modernize classrooms and empower educators to better prepare students for the realities of today’s modern world” (Ontario Government, 2019). 
Ontario followed Alberta’s success and involved many stakeholders by holding the province’s largest ever public consolation on education
We heard from more than 72,000 parents, teachers and students, employers and organisations making this the largest consolation of its kind in Ontario history. The people told us what wasn’t working and what we need to protect (Ontario Ministry of Education, 2019).
 ‘Education that works For You’ will start in draft September 2019 – 2022. Some key development of STEM Subjects is planned. “The new K-12 Ontario STEM Education Strategy will enable our province to become a global leader in STEM learning”(Ontario Ministry of Education ,2019).
Ontario plans to reduced class sizes to 25 in primary and 28 in secondary. Development of online support materials for students stresses the importance will be placed on ‘Financial Literacy’. A new digital platform supporting Ontario’s curriculum is also being launched. A new four year Maths strategy which will focus on ‘Maths Fundamentals’. A finally new Health and Physical Education guidance is being produced (Ontario Ministry of Education ,2019). In the CfW we have also seen many reforms and implementations of new policies and strategies similar to these, such as the Digital Competency Framework (DCF).
 These reforms draw similar parallels to changes proposed in CfW. The use of ‘Big Ideas’ led to the development of ‘What Matters’ statements in each AoLE. Poor historical PISA results “remains a significant driver for change” (Donaldson, 2015 p.10 ) and Wales will try to emulate the success of Canada who are ranked sixth in the International PISA performance tables. ”Organization for Economic Cooperation and Development (OECD) praised the remarkable growth and the high standards of schooling in Canada” (Tomkis and Roland, 2015).
The development of an online platform in Canada to support curriculum materials and resources has also been mirrored with the development of HWB in Wales. Teachers and students in Wales are able to access a range of centralised documentation related to the curriculum and have access use several commercial applications that allow students to create, share, collaborate and store cloud-based technologies. The CfW has also sought consultation with all stakeholders and for feedback on the draft CfW 2019 via the Hwb online platform.  

Conclusions 
Lessons can be learnt from the CfE, NZC and Canadian education reforms. There seemed to be confusion on policy guidance around the pedagogy that underpinned the CfE and the NZC. The debate around the role of ‘Knowledge’ and how to develop it deeply in the CfE and NZC was not clearly set out in policy documentation.
Developing teacher agency was also key to the development of the NZC and the Canadian reforms. The role of the teachers and educators was vital to the implementation process. Teacher support for the pedagogy was key. 
Involving all stakeholders to understand clearly the vision of a new curriculum is also key. Canadian education systems in Alberta and more recently in Ontario has actively encouraged, pupils, parents, teachers and educators and the general public to be involved in discussions about developing a shared vision for the future of education. This has limited the negative press and reduced the political and social pressures that accompanies change in curricular. It is vital that a successful shared vision is understood by all and the policies developed must be understood by all stakeholders. The CfE had a clear vision but then policy documentation became too prescriptive with the learning statements developed. This limited actual change and this coupled with the lack of a phased implementation resulted in teachers not engaging with the curriculum as intended and simply continuing existing practices. 
Developing professional learning and encouraging learning discussions around pedagogy has been key in the Canadian curriculum reform. Investing time in discussion, review and adaptation is also key for the success of implementation of any new curriculum. The need for clear accountability measures to be changed to fit the new curriculum is also key. The CfE showed that the inspection and assessment system remained the same and teachers felt overloaded and did not make instrumental change as they had the pressure of being held accountable under a ‘results driven system’. 
It is important that further research should be conducted on curricular and the lessons learned implemented with the new CfW.  A clear understanding of the shared vision, pedagogy and clear policy documentation will be needed by all stakeholders if the CfW is to be successfully implemented. Continuous review, feedback and sharing experiences between schools will be instrumental in bringing about positive educational reform in Wales.  
ii Contextual Study 
As a teacher and member of the Senior Leadership Team in my own setting, I recognise the importance of reflecting on the approaches of other schools to help inform my own practice. My own school is a ‘Professional Lead’ school for Maths. In this section I intend to provide critical reflection on how the school I observed has moved towards implementation of the new CfW. I chose a school that was similar in size and part of my own authority. This school however is an ‘Innovation School’ which focuses on the AoLE of Maths and Numeracy. As a Year 5 Teacher, with the responsibility of Digital Lead and Team Leader for Science and Technology AoLE in my own school, I was interested to see how School A had implemented their own school-based curriculum which supported the CfW.  The school recently had an inspection in 2019 and was awarded three ‘Excellent’ and two ‘Good’ judgements across the five inspection criteria. Several aspects of School A were identified by Estyn as demonstrating ‘Sector-leading Practices’. 
Specific Challenges that have been overcome
School A began to look at developing their own Curriculum based on the ‘Successful Futures’ (2015) report and the documentation publicised by Welsh Government related to the new draft curriculum. They also looked at proposals for the initial ‘What Matters’ statements.  School A amalgamated with another local primary school in 2016 and had an influx of over 200+ pupils and new staff, almost doubling the intake to 442 pupils. To accommodate these changes extensive building work was undertaken and the school site transformed with the development of a new wing and extensive reorganising of outdoor areas. They utilised all the space available on the site using grant funding to develop and reclaim a wetlands area, develop outdoor spaces off all classrooms and built extensive ‘Living Zones’ dedicated to the growth of plants and forest school lessons. They developed separate yard spaces assigned to different year groups. They continued to accessing grant funding to develop, a large scale climbing wall, bird huts and a tepee area that enhance the topics taught in school. 
They used this time of change to develop a shared vison and ethos in the school and understood that a new approach for all was needed to move forward. With this in mind School A started to develop a new Curriculum which it called ‘Climb to Sparkle”. This was an Acronym for the principles they perceived as intrinsic to the future success of the pupils and the school. (Creative and Collaborative, Learning using Skills, Invested in ICT, Motivated ,Believe in ourselves, to Success, Pride in Community, Ambitious, Respectful, Kinaesthetic, Learning, Enterprising). They developed a shared vision and mission for the school, which underpinned their new school curriculum. They involved the contributions of Staff, Pupils and invited parents and Governors to consult on it. Parent and children workshops were held and they developed this shared school ethos. Developing a new school curriculum required staff training to ensure a consistent approach and ensure the pedagogy was clearly understood by all.  
Effective practice observed during the visit
The starting point for their Curriculum was to develop their vision of the ‘Four Purposes’ in the school. Pupils were involved in looking at the ‘Four Purposes’ and with staff, they created child friendly versions which took the form of ‘I can..’ statements. 
School A decided to focus on the six AoLE areas as drivers for each terms work. They decided it would be better to have a main focus linked to one of the AoLE for each of the six terms throughout the school year. Pupils have become well versed in using the language of the curriculum and are able to explain how these link to their learning.  
The ‘Climb to Sparkle’ principles that underpin them is realised in the planning process and pupils are heavily involved in this. ‘Pupil Voice’ is used extensively in the planning of every topic with the children ideas are gathered to develop a central theme. The interests of pupils are collated in mind maps and each pupils’ idea is included on the medium-term plans. Ideas of study that do not fit a contextual theme or topic are taught through the use of ‘Learning Logs’. Pupils will have several themes or topics which they explore at home with parents and produce their own work related to the topic. This is shared with others in class presentations, further promoting oracy and other skills. The tasks are open ended and pupils interpret them and present them as they wish by consolidating the skills they have learnt. They may produce a report style response or complete a multimedia presentation or interpret the ideas through art. They identify which AoLE skills they used to develop their work and each ‘Learning Journals’ is unique.  The school believes this deepens and consolidates skills taught and develops both pupils and parents understanding of the CfW. “from a young age, they show excellent attitudes to learning. Pupils have a very effective voice in the school, both in planning the curriculum and making changes to their learning environments.” (Estyn Report 2019 p.3).

In all classroom the language of the CfW was evident on displays in every classroom and in books. There was also a shift in the culture of the school. Accountability and standards were often conducted by data and book looks. They chose to move away from a thin spread of skills and topics and promote deep knowledge and authentic learning experiences. The emphasis for accountability became less on content in books with only two pieces of extended topic based work being expected in books. Classes spent a long time learning about the focus and conducting research and were encouraged to have meaningful conversations around their learning. The emphasis for accountability moved more to learning walks and listen to learners and discussion around their own learning. This progress was taken further with the development of ‘Sparkle Spies’ who were pupils who were identified in ‘The PASS Survey’ as having lower self-esteem and confidence. They became the secret spies who would report back to a set SLT member on how the AoLE where being investigated and would report back on the learning observed in different classes. This involved ‘Sparkle Spies’ conducting informal lesson observations, learning walks and peer to peer discussion based around the learning which in turn improved their own confidence. 
Pupils have a strong voice in their learning. Across the school, pupils express their opinions confidently about what topics they would like to learn and how they would like to learn them. As a result, pupils are highly motivated, interested and engaged in their learning (Estyn Report 2019 p.6).
 The work conducted by pupils around the topics each term was displayed in class and every classroom had a ‘Sparkle Zone’ where this was displayed. Vibrant and colourful displays supported the topics. They make excellence use of the resources both inside and outside the classrooms. Pupils are developing as independent learners and use IT equipment to research and present their findings. Teachers feel they facilitate learning more than merely imparting knowledge as before. They feel closer to pupils and are able to support pupils on their independent learning journeys. 
As a previous pioneer for maths and now an Innovation School for the Maths and Numeracy AoLE, it was evident there was a huge focus on developing maths skills not only in maths lessons but in cross curricular ways. Authentic learning played a key part in this, evidence was observed in the from budgeting for school trips, use of graph work and create questionnaires calculating and comparing the percentages of responses. The children were aware of the maths skills they were using in their cross curricular work and they used peer and self-assessment regularly. This took a variety of forms using techniques such WWW, EBI and the generated their own self and peer criteria for work. School A has gone down a route of mastery and deep learning through exploring rich tasks.  They see the progression step in CfW as a way of generating concrete understanding and highlight the importance of spending time getting it right before moving onto the next focus.
They have adapted their school day and have no set break times, apart from lunch, but take a break when they feel it is right. They promote the work with parental engagement and running regular after school workshops. 
The school has worked hard in its role as a previous Pioneer school and now and Innovation school by providing training and educational visits for many other colleagues from a range of educational establishments. ”strong school to School working …is fundamental to our new curriculum” (Welsh Government, 2015 p.7).
The school and all its stakeholders are proud of its achievements and has made excellent progress towards developing the future of its pupils. 
As a curriculum pioneer school, staff have embraced school-to-school working and work highly effectively with a range of partners to improve their own practice and to share examples of effective practice with others (Estyn Report 2019 p.11).
School A realises that their curriculum will adapt in line with CfW being implemented but they feel confident in the approach they have developed.  They expressed excitement and described that teacher autonomy has been key to this process. They feel free to see where the learning will take them and feel closer to their pupils than ever before. “the curriculum is exciting and teachers deliver it through stimulating learning experiences.” (Estyn Report, 2019 p.3).

In conclusion as an innovation school they have made great advances towards developing their own school-based curriculum that will fit with the CfW. All schools have unique social, economic and internal and extrinsic factors that may not allow the same pedagogy to work in their own setting. The things that have be impressed upon me the most is the positive impact is the development of ‘Pupil Voice’ at all stages and the impact this has had on engaging learning. Exploring deeper learning and having time to discuss the learning with pupils is also key. Developing the pupils understanding of the curriculum and exposing them to the language and developing child speak version is also important. The use of authentic learning experiences and applying skills across the curriculum through ‘Rich Tasks’ is also an avenue for further development in my own setting.  Involving all stakeholders in the vision and investing time and parental involvement in is also important for implementation of CfW.  Staff training, a common understanding of pedagogy and applying consistent approaches is also vital.

iii Force Field Analysis
The purpose of this section is to complete a force field analysis related to the implementation of the CfW in my own setting.
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iii Governors Report
It is evident from the forces field analysis that their will be a range of factors which will affect the implementation of the CfW in my setting. I will explain the challenges, potential risks, justify my thinking and put forward recommendations to allow our school to move forward with the implementation of the CfW.
While historically the previous curriculum in Wales was very prescriptive and outlined content that had to be taught in some detail. The CfW promotes teacher autonomy to develop resources and undertake topics of chosen interest. This may well be a motivating factor and teachers will feel they have more freedom to develop deeper knowledge and investigate subjects that motivate the children. Teachers will respond autonomy by taking more risks and developing more authentic learning opportunities for pupils. However, there may be teachers who will find this autonomy disconcerting and may have a more fix mindset against change. The bird in the cage analogy fits well here. The bird cage door can be opened but will the bird fly out into the unknown? Or will it remain inside where it knows the environment? 
Efforts have been made to develop authentic learning and try new ideas in our setting and it is my opinion that staff will see this as an opportunity rather than a risk. Developing teacher agency and improving staff confidence to think outside the box to encourage them to be agents of change can be a challenge. We must support teachers to experiment with new learning opportunities and provide time to developing new ideas and approaches.  This can also be addressed in school by the sharing of good practice through staff INSET and encouraging professional dialogue. We have already set up AoLE teams but need to provide more time for staff to have learning conversations around the pedagogy linked to their AoLE.  Time must be allocated for these conversations to be shared across teams to develop cross curricular learning opportunities that support the new CfW.  
In school we have been developing the use of ‘Pupils Voice’ to help plan activities and this has been  effective in improving motivation of pupils. The CfW and Donaldson report place pupils voice an extremely import feature in the move towards pupils’ deepening their own understanding. We need to work with pupils to develop authentic learning opportunities that engage all learners.  I believe it is essential to include pupils in the planning of topics and in the evaluation of learning. Further development on oracy is a priority for the school and the CfW will encourage deeper learning which can only be achieved through rich learning conversations with both staff and pupils and peer discussions.  Involve by pupils and parents in the vision and mission for our own response to CfW is crucial. We must try to emulate the Canada educational system in involving all stakeholders in the process of curriculum development. 
Historical accountability is a challenge as we have a system that is governed by assessment and data. As a school we are accountable to Local authority, EAS and Estyn and our own Governing body. Reforms related to accountability and assessment is still under development but there can be a huge pressure to be judged under historical systems. Esytn have provided a break in the Inspection cycle and are revising their own procedures as they realise the new CfW will require change in accountability procedures. As a school we must not look at the previous tick box analogies and look deeper into pupils learning. While testing will continue, it will move towards new more adaptive forms of testing, that utilise online platforms. This will hope to identify to assess pupils on a more individualised continuum. Learning walks and discussion with learners may be more important than the current systems of monitoring and assessment. The school will need to look carefully at guidance and assessment and accountability proposals and respond appropriately in our own way. We must new methods clear with staff and ensure consistent approach is undertaken. 
There is a large emphasis on developing profession learning in education especially as ‘Teaching Standards’ are now statutory. However, in a historically overloaded curriculum it is a time constraint that often prevent staff undertaking action-based research or engaging in professional learning networks. The online of Hwb Platform has allowed collaboration and facilitates ‘Learning Networks’ and the sharing of resources. Teachers also need to self-reflect on areas in which they need to further develop their own practice but it can often be daunting to push yourself out the comfort zone. Collaborative working and sharing best practice are an important in developing the CfW. Teachers will need to be proactive in striving for Professional Learning. The use of training staff to improve in areas often carries with it a financial burden but we must also look to develop and share in-house expertise and learning within our own school.  
When striving to develop a curriculum for the 21st Century is important to ensure we prepare our children to become the citizens of tomorrow. We need to develop new skills with pupils that will allow them to become lifelong learners and able to adapt and think critically. The challenge is that in a rapidly changing word, many jobs that exist today did not 10 years ago so developing an education system to prepare pupils for jobs that may not exist is also a challenge. Technology is rapidly advancing and we need to prepare our students to understand and use new technologies. This can be difficult as we need to also be continual learners as educators as the experiences, we had through our own education, are not necessarily relevant today. We must ensure we do not fall back on historic practices and only play ‘lip service’ to the new CfW. This was the mistake that the Scottish CfE faced in many schools. Many teachers did not fully understand the pedagogy behind the CfE and did not adapt their teaching. This led to very little change. We must ensure there is an understanding of the shared pedagogy and ensure staff strive for instrumental change.  It will be a challenge for staff to ensure to pupils develop the desired knowledge and skills. 
With any change it can come at a financial cost and cost of training and the purchase of new resources to fully support the CfW will be a challenge. As school budgets become squeezed ever tighter, then strategic purchasing and identifying resources that will maximise the benefit to the school will be important.  We must also reflect critically on what works well and see if existing resources can be used in new ways. It is not time to go back to the drawing board but to reflect on what works, try new things but strive to develop deep rich learning opportunities for pupils. 
The phased roll out of the new CfW is an important time for the school to be proactive and trial what works best for us. We need to start looking our practice with a reflective eye and learn from the CfE and not wait too long to instigate meaningful change. The primary sector is more adaptive than the secondary schools but we must work close with our cluster schools and secondary feeders to ensure a smooth transition and shared pedagogy. We need to build in time in staff meetings to allow parallel staff to review current practises and develop new ideas. They must take time to go through the ‘What Matters’ Statements and ensure a deeper understanding of policies and pedagogy of the CfW. The new progression steps will also require teachers to have knowledge outside their own year groups in order to facilitate learning to the next steps. We can also look to use internal cover where possible to allow teachers to observe best practice in cluster schools. Teachers need time to review the CfW to develop their own understanding, Internal cover has been provided for AoLE leads to attend training but this information must be designated to all staff. 
Developing a new school-based curriculum that is in line with CfW will involve having the ‘Four Purposes’ at the core of all we do. Development on using this language with pupils is important as was evident in recent visits by staff to an Innovation school. We may well want emulate their idea of focusing on one AoLE each term. We may need to review planning formats and approaches currently used in school. 
One of the most important factors that will affect the response to the CfW is the role of effective leadership within the school. This not soley the responsibility of the Head and SLT but a shared vision of education must be clearly understood by all. All staff can become leaders and experts in many areas but the key to success is sharing this understanding and agreeing a vision that all stakeholders feel part of. In times of change it is important that staff do not lose sight of what is trying to be achieved. While teacher autonomy is encouraged it must be measured and reviewed in a constructive way to ensure the deepening learning opportunities are provided for pupils. As with all journeys the path we take may not always be straightforward but someone must make the decision on the direction we head in. While there may be bumps in the road, we need strategic leadership that will help us steer back on course. A consistent whole school approach is important but reviewing and adjust practice is vital to the success of implementing the CfW.
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