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ABSTRACT 
This dissertation critically examines the development and implementation of cynefin within the Curriculum for Wales, considering its role in shaping learners’ understanding of place, identity, belonging and inclusion. The concept of cynefin has gained increased recognition following the introduction of the Curriculum for Wales, representing an attempt to connect learning with learners’ relationships to their local communities, culture, heritage and wider environment. However, the flexibility and broad interpretation associated with cynefin also raises questions regarding its consistency, inclusivity and practical implementation within schools. The study adopts a thematic and critical approach to the literature, drawing upon academic research, empirical evidence and Welsh Government policy. The development of cynefin is considered within the wider context of curriculum reform in Wales, including Graham Donaldson’s Successful Futures, the transition from the Foundation Phase to the Curriculum for Wales, the Well-being of Future Generations (Wales) Act, the Anti-Racist Wales Action Plan and Diversity and Anti-Racist Professional Learning. The research also considers international perspectives, particularly New Zealand’s Te Whāriki and Scotland’s Curriculum for Excellence, to explore alternative approaches to place, identity, culture and belonging within curriculum design.
Particular attention is given to the relationship between cynefin and place, recognising that place extends beyond geographical location to include social, cultural, historical and environmental relationships. The study also critically considers whether identity and belonging can be intentionally developed through curriculum provision, given the subjective and continually changing nature of individual identity. An empirical element of the study further explores learners’ perceptions and experiences of cynefin, providing an opportunity to compare policy intentions with learners’ lived experiences.
The findings suggest that cynefin has significant potential to support meaningful, locally responsive and inclusive learning experiences. Its flexibility enables practitioners to respond to the diverse contexts in which learners live and learn, while also providing opportunities to explore complex relationships with place, culture and identity. However, this flexibility may also create challenges regarding consistency and interpretation, particularly where practitioners have differing levels of confidence or understanding of the concept. The study also identifies a potential tension between promoting a shared sense of Welsh belonging and recognising the increasingly diverse and multiple identities present within contemporary Wales. Overall, the dissertation concludes that cynefin represents an ambitious and valuable element of the Curriculum for Wales, but its intended impact cannot be achieved through curriculum policy alone. Its effectiveness depends upon how practitioners interpret and facilitate the concept and whether learners are given meaningful opportunities to contribute their own experiences and understandings. Greater clarity, professional learning and attention to diverse learner perspectives may therefore be necessary to ensure that cynefin develops as an genuinely inclusive concept rather than becoming limited to traditional or narrow representations of Welsh identity and place.

1. INTRODUCTION
This literature review adopts a thematic and critical approach to examining the development and implementation of cynefin within the Curriculum for Wales. Rather than considering cynefin as a singular or fixed concept, the review explores the ways in which it has been conceptualised through academic literature, empirical research and Welsh Government policy. Particular attention is given to the interconnected themes of policy, place and identity, considering how learners’ relationships with their locality, culture, heritage and communities may influence their understanding of cynefin. The review also considers the wider policy context in which cynefin operates, including curriculum reform, the Well-being of Future Generations (Wales) Act, the Anti-Racist Wales Action Plan and Diversity (ArWAP) and Anti-Racist Professional Learning (DARPL). This enables consideration of whether the intended inclusivity of cynefin is reflected in its practical implementation.
This paper will also look at the journey of cynefin and how the term has become more influential since the curriculum reform in 2022. The review will draw on early literature to explore the earlier connotations and experiences of cynefin, prior to the implementation of the Curriculum for Wales. Furthermore, the previous curriclum, The Foundation Phase, will be reviewed to identify any similarities or disparties between curricula, as well as understand the Welsh Government’s influence on the curriculum design. In addition the that, this paper greatly discusses Graham Donaldson’s ‘Successful Futures’ as a pivotal moving point in the journey of education in Wales, specifically how much of the curriculum design is based on Donaldson’s suggestions. To critically examine the journey of cynefin, the literature will review if the Curriculum for Wales has met the expectations of Donaldson, also if the recommendations of Donaldson were achievable for an education system still in its infancy. 
The literature is critically compared rather than presented descriptively, with consideration given to areas of agreement, contradiction and limitation. Particular attention is given to the tension between the flexibility of cynefin, which allows practitioners to respond to individual learners and local contexts, and the difficulties this creates for consistency, inclusion and evaluation. The review also considers international perspectives, particularly New Zealand’s Te Whāriki and Scotland’s Curriculum for Excellence, to explore how other curricula approach relationships between place, identity, culture and belonging. Through this approach, the review seeks to establish whether cynefin represents an effective and inclusive curriculum concept, while recognising the practical challenges associated with asking teachers to facilitate outcomes that are subjective, context-dependent and difficult to measure.
The literature will critically evaluate the encompassing concept of place used in association with cynefin, recognising that place extends beyond geographical location to incorporate social, cultural, historical and environmental relationships. This will consider how learners’ experiences of their local communities and environments may influence their sense of belonging, while also examining the challenges created by differences between geographical and cultural contexts. Particular attention will be given to how the flexibility of the Curriculum for Wales enables practitioners to interpret cynefin according to their local circumstances, and whether this flexibility supports meaningful and inclusive learning experiences for all learners. It will critcally evaluate if the Curriculum for Wales has enabled cynefin to reach the intensions of an inclusive initiative by disecting parts of the curriculum to identity key themes in relation to Wales and the wider world. It will further discuss the disparity between explicit guidance and broader guidance and evaluate whether a prerogative is evident in the curriculum. 
The literature will critically evaluate the relationship between cynefin and identity, questioning whether identity can be understood as a skill or outcome that can be intentionally developed through pedagogy. Consideration will be given to the subjective and continually developing nature of identity, including the influence of learners’ personal, cultural, linguistic and social experiences. This will explore the extent to which teachers can facilitate opportunities for learners to understand and explore their identities, while recognising the limitations of attempting to directly teach or measure a learner’s sense of identity and belonging. It will also cross examine the Te Whāriki and New Zealand’s approach to identity building a foundation for pedagogical principles, rather than isolating it as a taught skill. The literature will therefore examine whether the expectations placed upon practitioners are realistic, particularly within an increasingly diverse Wales where learners may hold multiple and intersecting identities. An empirical study will support this review which gives statistical and evaluative data on children’s firsthand perceptions of cynefin and if those meet the criteria set out by the curriculum. 
A further theme emerging from the literature is the role of the practitioner in translating the intended principles of cynefin into meaningful classroom experiences. Although the Curriculum for Wales provides practitioners with considerable autonomy to design learning that reflects local contexts, this autonomy may result in significant variation in how cynefin is understood and implemented. The literature therefore raises questions about whether teachers have sufficient knowledge, confidence and professional learning to engage with concepts such as place, identity, belonging and cultural diversity in a critically informed manner. This is particularly significant where cynefin may involve sensitive or contested aspects of Welsh history, culture and identity. Without appropriate professional development, there is a potential risk that cynefin becomes reduced to familiar or superficial representations of Welshness, such as local traditions, landmarks or historical events, rather than encouraging learners to critically explore the complex relationships between people, places and communities.
This concern is particularly relevant to the inclusive ambitions of the Curriculum for Wales. If cynefin is interpreted primarily through a traditional or culturally dominant understanding of Wales, learners whose identities or experiences do not align with these representations may experience a sense of exclusion. Conversely, a more open interpretation of cynefin may enable learners to recognise that belonging to a place can be complex, changing and influenced by migration, language, family, culture and personal experience. The literature therefore suggests that the effectiveness of cynefin depends not only on the wording of curriculum guidance, but also on how practitioners interpret and enact that guidance within their individual settings. This creates an important distinction between policy intention and lived curriculum experience. Consequently, examining learners’ own perceptions alongside practitioner interpretations is essential in determining whether cynefin is functioning as an inclusive concept in practice, rather than simply as an inclusive intention within policy.
2. LITERATURE REVIEW
2.1. Introduction 
[bookmark: _Int_Yb2HZqgz]Cynefin, an imbedded term throughout the Welsh Government’s Curriculum for Wales (2022), is a widely used term amongst education policy makers, providers and critics. But what place does it hold for children in Wales? The introduction of the Curriculum for Wales represents a significant shift in the educational landscape of Wales, with the Welsh Government seeking to establish a curriculum that is more flexible, inclusive and responsive to the needs of individual learners and communities. Following the publication of Successful Futures (Donaldson, 2015), the Curriculum for Wales was developed around four purposes intended to support learners in becoming ambitious, capable, ethical and informed citizens. Within this reform, cynefin has emerged as an important concept, particularly in relation to learners’ understanding of place, identity, culture and belonging. However, despite its increasing prominence within Welsh education policy, the meaning and practical application of cynefin remain conflicted.
The Welsh Government (2020a) positions cynefin as a means of enabling learners to develop an understanding of their place within their communities and the wider world. Its inclusion reflects a broader policy ambition to strengthen learners’ relationships with Welsh language, culture and heritage while recognising the diverse experiences of contemporary Wales. However, the concept extends beyond a simple connection to geographical location or national identity. Research suggests that children’s understandings of cynefin are influenced by their individual experiences of people, places, activities and emotions (Chapman et al, 2023). Ultimately, cynefin may be experienced differently between learners and across geographical contexts, creating both opportunities and challenges for its implementation within a national curriculum.
This raises important questions regarding the extent to which cynefin can be effectively incorporated into pedagogy when its meaning is inherently contextual and subjective. Its flexibility allows practitioners to draw upon local environments, histories and communities, potentially making learning more relevant and meaningful to learners. Conversely, this autonomy may result in considerable variation between schools and raises questions regarding consistency, inclusion and accountability (Power, Newton and Taylor, 2020). Furthermore, if cynefin is closely associated with identity and belonging, it becomes necessary to consider whose identities and experiences are represented within its interpretation. This is particularly significant within a culturally diverse Wales, where learners may possess multiple and intersecting identities that do not necessarily align with traditional understandings of Wales. Policies such as the Anti-Racist Wales Action Plan (ArWap) and the development of Diversity and Anti-Racist Professional Learning (DARPL) demonstrate wider attempts to ensure that education reflects and responds to this diversity (Haughton and Palmer, 2024).
This essay will therefore critically examine the development and implementation of cynefin within the Curriculum for Wales, with particular consideration of its relationship with policy, place and identity. It will explore how geographical and cultural contexts influence learners’ experiences of cynefin, alongside the potential tensions between promoting Welsh heritage and ensuring an inclusive curriculum. The role of teachers and policy will also be considered, particularly in relation to curriculum autonomy, professional responsibility and the practical challenges of implementing cynefin. Comparisons of other national curriucula and similar examples of cynefin will further consider alternative approaches to identity and belonging within curriculum design. Ultimately, the essay will evaluate that the flexibility of cynefin, both its greatest strength and its principal challenge: while enabling schools to develop learning that reflects individual communities and learners, its subjective and evolving nature makes it difficult to define, measure and implement consistently across Wales.
2.2. The Journey of Cyenfin  
Cynefin, an imbedded term throughout the Welsh Government’s Curriculum for Wales (2022), has no direct translation from the Welsh to English language, however, it encompasses a breadth of terms such as place, belonging and identity (Adams, 2022). Prior to the development of the Curriculum for Wales, cynefin held the meaning of habitat and represented the purpose of rootedness- relating your own self to your surroundings and place of residence (The Cynefin Company, 2020). Sinclair and Jeffrey (2004) relate the term cyenfin to the renowned Welsh artist, Kyffin William’s paintings, as a visual depiction of the connection to Welsh land and heritage. Williams created many famous drawings and paintings of Welsh landscapes and scenic views which Sinclair and Jeffrey use describe the experiences of cynefin for a Welsh person who connects with their natural surroundings. Welsh researcher and theorist Dave Snowden also shares this inspiration with the term as he named his notable decision- making model ‘Cynefin’. The model which organises the process of decision making, is designed by understanding that responding to a situation is contextual, he intertwined the concept of cynefin meaning place, how one feels and responds is dependent on what surrounds them. Snowden decided on the name with it’s correlation to place and a tribute to Williams, as he had a fondness for his drawings of famous Welsh places (Snowden, 2010).
Similar translations to cynefin are evident in many other langiages, most comparable to ‘Heimat’ a German term referring to the land, rootedness and homeland of Germany (Blickle, 2002). Correlating with the meanings of heritage and native tradition, the Irish ‘dúchas’ shares similarities with cynefin, as both encompass ideas of cultural inheritance, ancestral identity, and a deep- rooted connection to place and tradition (britton, 2019). Drawing on the sense to belonging ‘turangawaewae’ represents both place and feeling, understanding of knowing where you are and where you belong in the language of Maori. ‘Turangawaewae’ holds significant value to people in New Zealand as the term encompasses their strong belief in community and culture. The word is representative of the countries’ people, land and origins and tells a story of the countries' history (Kepa, 2007). Like the residents of Wales, cynefin is a deeply valued Welsh concept, relfecting the cultural, historical and emotional significance to a person’s connection to their place and heritage (Adams, 2022). These terms that are independent to individual languages, with no direct translations to others, nut represent a breadth of contextual feelings, emotions and values to each culture. 
Since the implementation of the Curriuclum for Wales in 2022, the term cynefin has widened to correlate to much more in the education sector. In the Curriculum for Wales, cynefin is an important concept that encourages learners to develop a strong sense of place, identity, and belonging. Rather than simply referring to where someone lives, cynefin encompasses the history, culture, language, traditions and communities that shape an individual’s understanding of their surroundings. The Curriculum for Wales places emphasis on helping learners understand their own cynefin while also developing respect and curiosity towards the experiences and identities of others. This can be explored through areas such as Welsh history, literature, the Welsh language, local communities, and the natural environment (Welsh Government, 2020b). By engaging with their cynefin, learners can develop a greater appreciation of Wales and its diverse heritage, while recognising how local experiences connect to wider national and global contexts. Therefore, cynefin contributes to the Curriculum for Wales’ wider aim of developing confident, ethical and culturally aware learners who understand their place within their communities and the wider world (Smith, 2024). The earlier feelings of cynefin and place and heritage, discussed by Adams (2022) are still prevelant through the Curriculum for Wales, the Welsh Government have built on this fundamental value to strive for the next generation of the community in Wales to continue to develop their own sense of place. 
The Curriculum for Wales is a broad and flexible curriculum designed for learners aged 3–16. It is built around four purposes, which aim to develop learners who are ambitious and capable, enterprising and creative, ethical and informed, and healthy and confident. Rather than being organised solely around traditional subjects, the curriculum is structured into six Areas of Learning and Experience: Expressive Arts; Health and Well-being; Humanities; Languages, Literacy and Communication; Mathematics and Numeracy; and Science and Technology. These areas encourage connections between different subjects and experiences (Welsh Government, 2024). The curriculum also places importance on Welsh language, culture and identity, alongside understanding Wales within a wider global context. Schools have flexibility to design learning around their pupils and local communities, while ensuring progression in knowledge, skills and understanding. This makes concepts such as cynefin particularly relevant, as learners are encouraged to understand their own sense of place, identity and belonging (Welsh Government, 2022f). The Curriculum for Wales recognises that developing an understanding of cynefin can help learners build confidence in their own identity, while also appreciating the identities and experiences of others. Therefore, cynefin supports the wider aims of the curriculum by connecting learners with their communities, heritage and culture (Welsh Government, 2020a).
The Curriculum for Wales replaced the previous educational framework, named the Foundation Phase, which served from 2008 until the reform in 2022. The Foundation Phase was described as a child-centered, play-based approach to learning. It focused on developing children’s skills, confidence, independence, and understanding through practical, hands-on experiences, rather than relying mainly on formal teaching and written work (Taylor et al, 2015). The framework was valued for prioritising the child, recognising their individual needs, interests, and development as central to the learning process. Teaching and learning had moved from formal, traditional and regimented styles of teaching and replaced with hands-on, child-led and fluid pedagogy. It introduced the principle of ‘stage, not age’, which encouraged educators to assess children according to their individual stage of development and skill level, rather than relying on age-based expectations or baseline assessments (Kingston and Siraj, 2017). When evaluating the Foundation Phase in 2015, Taylor (et al) made recommendations for the framework to strengthen the assessment criteria, specifically provide practitioners with the training needed to fully understand and imbed the ‘stage, not age’ approach. Although the approach was highly valued as an enabling strategy that allowed children to develop real-life skills, there was identified tension between the framework’s opportunities to develop children’s academic skills and assess these skills accordingly. Concerns were raised with the contradictions of the age- expected skills stated within the Literacy and Numeracy Framework against the ‘stage, not age’ philosophy of the Foundation Phase.
Education consultant, Graham Donaldson, also provided the Welsh Government with a report on the Foundation Phase, named ‘Successful Futures’. Likewise, to Taylor (et al, 2015), Donaldson (2015) indicated that the framework had weaknesses in their assessment criteria, particularly in assessment of core skills in literacy and numeracy. Donaldson proclaimed that the framework was out- dated and complicated with added pressure on education practitioners to deliver pedagogy that was conflicting with other statutory frameworks, such as the Literacy and Numeracy Framework. The principle of assessing stages of development verses age expectations was again respected by Donaldson, in line with Kingston and Siraj (2017) and Taylor (et al, 2015), as he built on this strength with his recommendation of a flexible continuum of progression. Additionally, Donaldson was clear that Welsh should remain a compulsory part of education from ages 3–16. He argued that learning Welsh had cultural, cognitive and practical benefits, but importantly, he also connected language with cultural identity. He recognised that language plays an important role in maintaining and developing a sense of Welsh identity. Waters (2016) echoed concerns that the strong emphasis on play within the Foundation Phase had, in some instances, come at the expense of essential areas of learning, particularly the development of Welsh-language skills.
After reviews from Donaldson (2015) and Taylor (et al, 2015) sharing mirroring critical views on assessment and attainment weaknesses of the Foundation Phase, the Welsh Government delivered a curriculum reform, the Curriculum for Wales, following the suggestions from ‘Successful Futures’. Donaldson’s (2015) recommendations in Successful Futures provided the foundation for the development of the Curriculum for Wales. In particular, his proposed four purposes established a clear vision of what education should enable children and young people to become: ambitious, capable learners; enterprising, creative contributors; ethical, informed citizens of Wales and the world; and healthy, confident individuals. These purposes became the starting point for the design of the Curriculum for Wales, underpinning decisions about curriculum content, pedagogy, progression and assessment. Donaldson’s recommendations also influenced the move towards Areas of Learning and Experience, greater emphasis on skills and experiences, and a curriculum that recognises learners’ individual needs and development (Welsh Government, 2020b). Therefore, Successful Futures can be viewed as a key foundation for the Curriculum for Wales, translating Donaldson’s vision of a more holistic, flexible and learner-centered education system into the framework used in Wales today. Moreover, Donaldson’s suggestions inspired a change in putting learners at the forefront of education and it’s purpose, developing a broader focus on the whole child, identity and belonging. Although Donaldson (2015) does not explicitly use the term ‘cynefin’, his emphasis on developing the Welsh language, identity and learners’ role as citizens of Wales provides relevant context for understanding the place given to cynefin within the Curriculum for Wales.
2.3. The Curriculum for Wales
The development of this curriculum reform was designed based on the recommendations from Education Consultant, Graham Donaldson, in his report ‘Successful Futures’ in 2015. His recommendations included developing skills-based curriculum that not only focused on developing children’s skills but also giving them the tools to apply them to real-life contexts. To accomplish this, he suggested the implementation of the four purposes, skills-based core visions and intentions for children in Wales (Donaldson, 2015). Overall, the Welsh Government underpinned the Curriculum for Wales with the guidance from Donaldson including the use of the four purposes, providing children with the opportunities to become ambitious, capable, ethically informed, healthy, confident and creative enterprisers. The curriculum sets out aspirations and expectations for a continuum of learning through real-life, authentic learning experiences by delivering the four purposes through six Areas of Learning and Experiences as well as play. There are set requirements and expectations given from the curriculum, including delivering a pedagogy that encompasses the four purposes and developing cynefin; however, the delivery and design of pedagogy is at the discretion of each independent school (Welsh Government, 2024). There are strong similarities between the previous curriculum, the Foundation Phase, including the vehicle of play to provide a progressive learning environment. Again, the Foundation Phase places the child at the centre of learning and pedagogical decision making, requiring educators to evaluate the whole child and teach with a holistic approach (Welsh Assembly Government, 2008). Although valued by Donaldson and evidently retaining many core principles in the Curriculum for Wales, such as holistic learning, the curriculum reform shows progression of developing skills but also retaining them, transferrable to real-life situations, showing that aspiration of a continuous learning journey.
There are many continuing themes between the Foundation Phase and the Curriculum for Wales. Unfortunately, in some instances, this is also evident from literature evaluating the two. Taylor, Rhys and Waldron (2016) criticised the Welsh Government’s abilities to develop a contextual early years framework that revolutionised traditional pedagogical principles before the Foundation Phase, particularly when Wales’ education policies were still in the infancy of development. Evans (2023) mirrors this view in his evaluation of the early implementation of the Curriculum for Wales, stating that the Welsh Government have designed a curriculum that is highly ambitious, requiring a broad range of competent skills from practitioners, however a unsuccessful implementation is not dependent on the downfall of teachers, instead the exceeded capacity of the policy makers themselves. Similarly, Power, Newton, and Taylor (2020) questioned the intentions underpinning the Welsh Government’s curriculum reform, highlighting its similarities with the Foundation Phase. They suggested that repeating aspects of the Foundation Phase model could result in similar challenges, particularly the development of an overly ambitious curriculum whose underlying principles may prove difficult to implement consistently in practice. The Welsh Government sought to address such concerns through curriculum reform, drawing particularly on Donaldson’s (2015) recommendations for an education system that reflects Wales’s distinctive cultural and national context. However, this raises a further question: what role does cynefin serve within this vision?
Firstly, the four purposes, the most evident example of Donaldson’s recommendations within the Curriculum for Wales, aspires for children to obtain a breadth and depth of skills, for example, ethically, informed citizens. The guidance given by the Welsh Government (2022b) strives for a pedagogy that enables children to develop their self-awareness as well as awareness of others, contribute to a sustainable world and show an awareness and care of contemporary issues that arise in their own society, culture and the wider world. There is no explicit example or expectation of what an ethical, informed citizen is in line with the curriculum. Power, Newton and Taylor (2020) critisised the curriculum for an abundance of broad terms with no clear expectation or guidance on how to achieve the outcomes. Donalson (2016) stated that the intended aim of the four purposes is to directly lead education practitioners to make precise and transparent goals for pedagogy after a complex and overloaded former framework. Despite this, Evans (2023) suggests that the curriculum is still too ambitious for the capacity of the practitioners to design and deliver such pedagogical principles. The guidance surrounding the development of ethical and informed citizens is arguably broad and open to interpretation, requiring learners to develop a sense of identity while simultaneously becoming informed citizens of Wales and the wider world. However, as Power, Newton and Taylor (2020) and Evans (2023) suggest, the absence of a clearly defined conception of Welsh citizenship raises questions about whose identity, culture and sense of belonging the Curriculum for Wales seeks to promote, and how these ideals should be interpreted in practice.
Guidance surrounding the development of ethical and informed citizens appears broadly consistent with the concept of Cynefin, as both encourage learners to develop an understanding of their own identity and place within the wider world, while engaging with the heritage and culture of Wales (Welsh Government, 2022b). However, a potential tension emerges within this guidance. While learners are encouraged to develop a sense of identity and belonging grounded in their own experiences, culture and heritage, they are simultaneously encouraged to develop a connection with Wales and its traditions, heritage and history. This raises questions about how inclusive Cynefin can be when aspects of Welsh heritage or identity may not resonate with every learner. Consequently, although the Curriculum for Wales presents Cynefin as an opportunity for learners to explore their own sense of place and belonging, there is a risk that it may also imply a particular conception of what it means to belong to Wales. For Welsh theorist, David Snowden (2010), his own culture and surroundings influenced his work naming it ‘Cynefin’, a notable example on the Curriculum for Wales’ aspirations surrounding cynefin in their own context. However, when considering the culturally diverse Wales and wider world acknowledged by the Welsh Government (2022c), it is important to question whether cynefin can hold equal significance for all learners, particularly those whose cultural identities, heritage or sense of belonging may not align with traditional conceptions of Wales.
Language, Literacy and Communication is one of the six Areas of Learning and Experiences that make up the Curriculum for Wales, with dedication to striving for bilingual and pluriannual learners. The Welsh Government strives for children to develop their use, knowledge and understanding of the Welsh language to foster a bilingual Wales, find a sense of identity and contribute to their feeling of belonging through cynefin (Welsh Government, 2022g). There is recognition of the diverse linguistic repertoires of children in a multicultural Wales, with the curriculum emphasising that learners should be encouraged to develop an increased awareness of their own language(s), progressing at an appropriate and individual pace (Welsh Government, 2022e). Within the descriptions of learning for this area, guidance is organised into three progression steps, covering a broad range of skills and expectations across different stages of ability. The descriptions outline expectations for learners’ Welsh, English and British Sign Language skills, each supported by substantial and detailed guidance. In contrast, guidance relating to international languages is presented separately and is notably less extensive, providing considerably less detail on the development of learners’ skills (Welsh Government, 2023).
 Furthermore, delivering Welsh through curriculum design is a mandatory requirement in line with the Curriculum for Wales from ages 3 to 16, ensuring a continuous progression in the languages development. International, home or community languages are suggested to be acknowledged for children at the Progression Step 1, 2 and 3 stage. For Progression Step 3-5, typically children in secondary school, children should be encouraged with opportunities to develop pluriannual skills (Welsh Government, 2025). Although the Curriculum for Wales adopts a plurilingual goal, the curricular positioning of Welsh differs from that of international languages. Welsh is connected not only to communication but also to national identity, belonging, and citizenship, and its learning is mandatory. International languages, meanwhile, are positioned primarily within a broader multilingual and global perspective. This may suggest that the curriculum privileges Welsh as a marker of national belonging and a subjective criterion of developing cynefin. 
The Curriculum for Wales gives Humanities, another Area of Learning and experience, a strong basis for developing cynefin because it asks learners to explore people, places, environments, societies, cultures and histories. Those are all closely connected to developing an understanding of one's own place and identity (Welsh Government, 2020b). Within the Statements of What Matters, there is a strong emphasis on learners developing an understanding of their individual place, identity and value within society, alongside an appreciation of the identities and experiences of others. Importantly, the guidance extends beyond identity alone, recognising how place, environment and surroundings can shape an individual’s sense of identity and belonging. There is specific reference to developing an understanding of belonging within Welsh contexts, while also encouraging learners to consider these concepts within wider national and global contexts. This provides a strong foundation for developing cynefin, as learners are encouraged to understand the relationship between themselves, their communities and the wider world (Welsh Government, 2022e). Despite the identified potential to develop cynefin, identity and belonging through the area of Humanities, the curriculum guidance still lacks depth and explicit guidance on how to develop cynefin. The area offers opportunities to explore Welsh history, culture, communities and place, which could contribute significantly to learners' sense of identity and belonging. However, cynefin is not consistently positioned as a clear or measurable outcome, leaving room for misinterpretation. Power, Newton and Taylor (2020) postulate the same concern that educators are consequently designing a curriculum instead of delivering it, with the risk of inconsistency, misunderstanding, and a downfall of education standards. 
The Curriculum for Wales is designed to be flexible and provide autonomy to each school, allowing them to design a curriculum that reflects the individual need cohort of children. However, this is the same feature that has left the curriculum subject to criticism. Prior to implementation, Power, Newton and Taylor (2020) predicted that the Welsh Government were not in an established position within effective education design to deliver a curriculum that is  highly dependent on skills, knowledge and executed delivery from practitioners. Evans (2023) challenges the curriculums’ abiltity to deliver an equitable and consistent approach to all learners in Wales with the opportunity of autonomy, contradicting Donaldsson’s (2016) suggestion that schools hold a vital role in furthering the journey of curriculum development, striving for person- centred education. Contrastingly, Gatley (2020) critiqued the relationship between the six Areas of Learning and Experience in meeting the outcomes of the four purposes that Donaldson proposed, while Sinnema, Nieveen and Priestly (2020) reinforce the need for purpose behind overarching terms in curriclum, such as the four purposes and cynefin. It appears that some of the concerns raised in early literature critiquing the Curriculum for Wales have been demonstrated, as the Welsh Government has provided limited explicit guidance or evidence underpinning concepts such as cynefin. This may leave practitioners without sufficient clarity or support to translate the policy’s ambitions into consistent and effective practice.
2.4.  Policy
Within the Curriculum for Wales, cynefin refers to learners’ sense of place, identity, belonging and connection to their communities and surroundings. It encourages learners to understand how their personal experiences, histories, cultures, landscapes and relationships with others contribute to their sense of who they are and where they belong. Importantly, cynefin is not presented as a single or fixed Welsh identity; the curriculum recognises the diversity of contemporary Wales and encourages learners to explore their local and Welsh contexts alongside wider national and global perspectives (Welsh Government, 2024). Policy promotes cynefin as inclusive and recognises the diversity of Wales, but Welsh language and culture are given particularly strong prominence in the area of Language, Literacy and Communication (Welsh Government, 2025). Further contradicting guidance is given with the opposing orientation towards global contexts around Humanities (Welsh Government, 2022d). Of the six Areas of Learning and Experience, cynefin is explicitly mentioned in only two, both of which share a strong connection to the concept of place. Although cynefin is also closely associated with identity, belonging, and learners’ relationships with others, its limited explicit presence across the curriculum raises questions about how consistently the concept is embedded. For example, its absence as an explicit focus within areas such as Expressive Arts and Health and Well-being may appear inconsistent with the curriculum’s broader emphasis on developing learners’ identity, relationships and sense of belonging.
A recurring theme when evaluating the Curriculum for Wales and specifically, the development of cynefin, is the curriculums’ downfall of use of broad and vague terms for guidance. Sinnema, Nieveen and Priestley (2020) and Evans (2023) highlight the weakness of overarching terms that subsequently create overarching outcomes for the curriculum design. As discussed within the Language, Literacy and Communication section, the Welsh Government (2022e) employs a range of non-prescriptive languages, including terms such as ‘encourage’ and ‘opportunities’. While this language may allow practitioners to flexibly interpret and respond to learners’ individual needs, its ambiguity may also create scope for varied interpretations and inconsistent implementation. Consequently, the intended purpose of the policy may be weakened if practitioners are not provided with sufficient clarity regarding how these expectations should be translated into practice. Matland’s (1995) work on policy ambiguity suggests that ambiguity within policy goals and means can create uncertainty during implementation. In the context of the Curriculum for Wales, this may allow practitioners to interpret policy expectations differently, potentially contributing to inconsistencies in how its intended aims are enacted in practice.  
An international comparison with New Zealand’s Te Whāriki provides an alternative approach to the relationship between place, identity and belonging. Although Te Whāriki is an early childhood curriculum rather than a direct equivalent to the Curriculum for Wales, it similarly recognises the importance of local context. Each setting develops its own local curriculum, incorporating geographical location alongside the language, culture, identity, aspirations and interests of the children, families and wider community (Ministry of Education, 2017).  However, Te Whāriki places particular emphasis on responding to the identities children already bring with them, rather than requiring teachers to develop a predetermined identity. This could suggest that cynefin may be more effective when understood as creating opportunities for children to explore their identities and relationships with place, rather than attempting to produce a particular sense of Welsh identity. Likewise, Scotland’s Curriculum for Excellence provides another relevant comparison, particularly because Scotland, like Wales, seeks to develop a distinct national identity while remaining part of the United Kingdom. The curriculum aims to develop learners as successful learners, confident individuals, responsible citizens and effective contributors, with learning extending across school, community and wider contexts (Education Scotland, 2024). This provides a useful contrast with cynefin, as Curriculum for Excellence does not appear to position a single concept of place and belonging as prominently within its curriculum framework. Instead, it establishes broader capacities through which learners can develop their understanding of themselves, their communities and their responsibilities. For Wales, this comparison raises questions about whether the specific inclusion of cynefin strengthens the curriculum by giving greater recognition to Welsh place, culture and heritage, or creates additional complexity by requiring teachers to interpret an inherently subjective concept. 
Despite the curriculum’s intentions of cynefin encompassing both local and global connects, the partial guidance leans towards thoroughly developing belonging in Welsh contexts. The Curriculum for Wales isn’t the only example for this, ‘Cymraeg 2050’ is the initiative set out by the Welsh Government that strives for one million Welsh speakers by that time. Within the framework, the minister refers to education being a pivotal focus of the initiative, using language such as “must ensure” that children leaving education will be confident in using the Welsh language (Welsh Government, 2017). A contrasting use of language in comparison to the guidance within the Curriculum for Wales. As Matland (1995) establishes, language can fundamentally determine the outcomes of policy’s interpretation into practice. Yanow (1996) also emphasises how policy makers deliberately use broad terms within policy design to allow it to be understood in a relevant context to those delivering the policy. In the case of the Curriculum for Wales, this flexibility may have been intentional; however, when considered alongside Cymraeg 2050, the use of more directive language suggests a clearer policy intention regarding the prioritisation and development of the Welsh language. 
Additionally, the Well-being of Future Generations (Wales) Act 2015 establishes seven national well-being goals for public bodies to work towards in order to improve the social, cultural, environmental and economic well-being of Wales for future generations. Among these goals is the ambition for developing the Welsh language for a culturally vibrant community, demonstrating the Welsh Government’s long-term commitment to sustaining Welsh language and culture (Welsh Government, 2025b). This suggests a broader and interconnected policy vision for future generations, in which the development of Welsh language, cultural identity and community are mutually reinforcing priorities. Within this context, the development of cynefin through the Curriculum for Wales can be viewed as contributing to wider Welsh Government policy objectives by supporting learners’ connections to place, culture, identity and belonging. As well as the initiative Cymraeg: 2050, three policies with intertwined goals, set out a clear vision for the future development of Wales. 
Another goal within The Well-being of Future Generations (Wales) Act 2015 is an equal and globally responsible Wales, working towards understanding the diverse make-up of modern society within Wales. Working together and understanding community needs contributes to the vibrant culture the Welsh Government strives for. Furthering that, Wales will continue to work towards sustainable living to ensure future generations' health and well-being is prioritised (Welsh Government, 2025b). Again, the mirroring goals between this policy and the Curriculum for Wales are evident, with the four purposes ethically, informed citizen interconnected with striving for sustainably aware, socially responsible and empathetic, understanding learners (Welsh Government, 2020a). Although a coherent vision for Wales is evident across current policies, translating this policy into practice presents challenges. Ball (et all, 2011) highlights the policy demands placed upon education practitioners through indirect and complex guidance. Practitioners are therefore not simply delivering a clear-cut curriculum; they must interpret multiple policies, their purposes and how these priorities can be meaningfully integrated within education. Two policies share a clear and coherent vision for Wales, yet their differing approaches reveal underlying tensions in how this vision is intended to be achieved.
[bookmark: _Int_bvZCWZ4T]It would be misleading to portray the development of Welsh heritage as the sole priority for Wales’ future, as there is also a strong commitment to embracing, understanding and supporting an increasingly culturally diverse Wales. In line with the aspiration to develop ethical, informed citizens within the Curriculum for Wales (Welsh Government, 2022c), Wales is also progressing towards a more explicitly anti-racist approach through the development of DARPL (Diversity and Anti-Racist Professional Learning). Haughton and Palmer (2024) emphasise the significance of cynefin within the curriculum and its potential to support children in developing an understanding of diverse identities, experiences and needs within society. Cynefin is positioned as the “core” of DARPL, with the organisation providing high-quality professional learning to education practitioners to strengthen their understanding and application of anti-racist practice. This ensures that cynefin is not simply acknowledged within policy but is continually reinforced through professional practice. Furtermore, Arts Council of Wales (2023) delivers a clear vision for their training; teaching children and teachers how to develop cynefin through enquiry-based learning experiences, but not only Welsh heritage, drawing on a breadth of culturally diverse workshops. For DARPL, cynefin isn’t subjective to Welsh heritage; it is the process and feeling of finding the place that each individual feels they belong. The difference between DARPL’s approach to cynefin is the action-based approach, providing schools with the tools and a clear expectation to imbed cynefin into their pedagogy.
Simultaneously, The Anti-Racist Wales Action Plan (ArWAP), launched in 2022, sets out Wales’ ambition to become an anti-racist nation by 2030. It was developed through engagement with Black, Asian and Minority Ethnic communities and places particular emphasis on lived experience, human rights, equality and systemic change. Rather than treating racism as an individual goal, the plan recognises that racism can be embedded within institutions, policies, systems and everyday practices. Its overall purpose is to improve the experiences and outcomes of ethnic minority people in Wales and tackle racial inequality across many areas, including providing practical support to education institutions (Welsh Government, 2022a). DARPL was developed as part of the response to ArWAP, providing professional learning and resources to help practitioners develop the knowledge, confidence and skills needed to embed anti-racist practice (Haughton and Palmer, 2024). Coinciding with DARPL, ArWAP does not suggest that Welsh heritage should be replaced by a focus on diversity. Instead, it pushes towards a broader understanding of Welsh heritage and identity and the multi-cultural society that embodies it (Welsh Government, 2022a). 
It is evident that the Welsh Government has developed a range of policies intended to contribute to a progressive vision for the future of Wales. These demonstrate a commitment to strengthening the Welsh language, developing Welsh heritage and fostering a sense of belonging, while also preparing learners to become ethically informed citizens who recognise and celebrate the diversity of contemporary Welsh society. DARPL further reflects this ambition through its goal of developing an anti-racist nation, aligning closely with cynefin through its focus on identity, belonging and diverse lived experiences (Haughton and Palmer, 2024). Although the Curriculum for Wales has been criticised for lacking clarity around the expectations of cynefin (Evans, 2023), wider policies provide practitioners with additional guidance for interpreting and implementing it in practice. However, the coexistence of these priorities creates some tension around what cynefin is intended to represent. While some guidance suggests that the Welsh Government is directing individuals towards particular traditions, language or expressions of Welsh identity (Welsh Government, 2022e), the policies can make the concept difficult to define consistently. Cynefin therefore appears to remain a conflicting and evolving concept, shaped by the relationship between heritage, language, identity, belonging, and cultural diversity.
2.5. Place 
Place has been established as a fundamental aspect of developing cynefin, but as the theme continues, the where and how isn’t as established. Firstly, place is more than just geographic recognition; it is an umbrella term for the culture, society, landscapes, people, communities and languages that are within it (Massey, 1994). Gruenewald (2003) connects place as an enabler to education, allowing children to situate knowledge and make deeper connections to learning and understanding. Likewise, Vander Ark, Liebtag, and McClennen (2020) suggest the advantages of place-based learning, again allowing children to reflet on learning and knowledge personally, relating it to personal, real-life experiences. Cynefin and place are inherently contextual within the Curriculum for Wales, with implementation intended to reflect the demographic and characteristics of individual communities (Welsh Government, 2020a). This flexibility may be intentional, enabling practitioners to draw upon local contexts when developing meaningful pedagogical approaches. Such an approach may benefit learners by strengthening their sense of belonging, particularly when the curriculum reflects the social, cultural and historical characteristics of the places in which they live. Adams and Beauchamp (2022) suggest that location is fundamental to children’s development of their sense of cynefin. They argue that curriculum expectations can risk diverting practitioners and pedagogy away from valuable, meaningful learning experiences by overcomplicating the concept. Opportunities for children to engage with the non-human world, experience outdoor environments and become familiar with their surroundings may instead provide vital foundations for self-discovery and developing a sense of belonging. This suggests that cynefin does not necessarily require complex or highly structured pedagogical approaches, but simply being within their local environment.
However, tension remains between inclusion and cynefin in this context. If pedagogy is primarily shaped by local contexts, there is a risk that cynefin becomes closely associated with a particular understanding of being Welsh and with developing a sense of national belonging. This may promote the interpretation that a shared Welsh identity as the expected outcome of cynefin, potentially overlooking the diverse ways in which learners may experience, negotiate and relate to place and belonging. Chapman et al (2023) conducted an empirical study opposing this, although predicitions point to Welsh citizens equaling cynefin, the study found that children did not make this same connection. When asked to identify photographs that represented their feeling of cynefin, there was little evidence of Wales within the feedback. Instead, the feedback was not uniform; it presented themes such as people, place, activities and emotions. Although place was a predominant theme, it wasn’t necessarily accocistaed in Welsh contexts with no examples of Welsh landmarks. The results opposed the predictions that cynefin is easily defined for Welsh citizen, but it did propose the idea that belonging is a feeling that can’t be defined by a term. 
The flexibility of cynefin within the Curriculum for Wales also provides practitioners with an opportunity to shape its interpretation according to the locality in which they teach. The curriculum encourages learners to explore local contexts and their own cynefin, before connecting these experiences to wider Welsh and international perspectives (Welsh Government, 2020a). This provides teachers with considerable scope to select local histories, cultures, communities and experiences that are meaningful to their learners (Vander Ark, Liebtag, and McClennen, 2020). Consequently, the teacher has an influential role in determining which aspects of place are represented and how belonging is constructed within the curriculum. This can be viewed positively, as it allows cynefin to respond to the distinctive characteristics of individual communities rather than imposing a uniform understanding across Wales. However, this professional autonomy also creates a potential tension, as teachers' own interpretations and selection of local content may influence whose histories, identities and experiences are recognised as contributing to a particular sense of place (Nespor, 2008). Therefore, while practitioner autonomy enables cynefin to reflect local communities, it also places significant responsibility on teachers to ensure that their interpretation of place is sufficiently inclusive and representative.
Geographical context further demonstrates why the development of cynefin is unlikely to be uniform across Wales. The experiences and identities available to learners may differ considerably between rural and urban communities, particularly in relation to language, heritage, community structures and opportunities for engagement with the local environment (Gardiner, 2008). For example, rural Welsh communities may provide greater opportunities for learners to engage directly with Welsh-speaking communities, agricultural practices and longstanding relationships with the land, whereas learners in urban areas may experience cynefin through more diverse cultural, linguistic and social networks. Adams’ (2024) study of first-language Welsh-speaking hill farmers illustrates how cynefin can be deeply connected to land, place and cultural identity, demonstrating the significance that rural locality can have in shaping understandings of the concept. However, this should not imply that rural settings provide a more authentic form of cynefin. Chapman et al. (2023), in their study found that children showed little evidence of connecting cynefin to a place, instead the community within their locality. Furthermore, Chapman’s (2020) research into curriculum reform in rural Welsh schools demonstrates that geographical context can significantly influence how schools respond to curriculum autonomy, with rural schools experiencing particular opportunities and challenges. Therefore, geographical variation should be regarded as an important consideration rather than a barrier to cynefin. The concept’s flexibility enables schools to draw upon the characteristics of their locality, but simultaneously means that learners may be hindered in discovering their own cynefin when they are influenced to understand others. 
Within place, Welsh heritage coexists as an important component of developing cynefin (Welsh Government, 2022b), questions can be raised regarding whose heritage is represented within contemporary understandings of Wales. The Welsh Government positions Welsh history, culture and heritage as central to developing learners’ identity, sense of place and belonging, while simultaneously recognising that the history of Wales is complex, pluralistic and shaped by diverse communities (Welsh Government, 2022d). This suggests that Welsh heritage should be incorporated into pedagogy to support cynefin development, but also ankowledges that Welsh heritage is something that has continually evolved alongside the people and communities who have shaped Wales. The guidance is conflicting and broad as it is unclear what the curriculum’s definition of heritage is. This is particularly significant within contemporary Wales, where national identities and cultural experiences are increasingly diverse; the 2021 Census, for example, identified variation in national identity across Wales and highlighted greater ethnic diversity within predominantly urban areas (Welsh Government, 2022c). Consequently, the relevance of Welsh heritage may not lie in reproducing traditional understandings of Welsh identity, but in enabling learners to critically explore the diverse histories and experiences that have contributed to Wales. Within this context, cynefin has the potential to provide a more inclusive understanding of belonging, provided that heritage is presented as an evolving experience rather than as set of traditions that learners are expected to inherit.
The contextual nature of cynefin means that its implementation is likely to vary considerably between schools, as practitioners are encouraged to draw upon the distinctive characteristics, histories and communities of their local area (Chapman et al, 2023). This can be viewed positively, as it enables learning to remain relevant and meaningful to learners rather than imposing a universal understanding of place and belonging (Chapman, 2020). However, this flexibility also presents challenges for consistency and monitoring across Wales. As cynefin encompasses subjective and relational experiences such as belonging, identity and connection to place, it cannot be easily assessed as a measurable educational outcome. Consequently, while schools may demonstrate different approaches to developing cynefin, it is difficult to establish whether it has been successfully achieved because it is not measurable by scale (Chapman et al, 2023). This creates a tension between allowing cynefin to remain sufficiently flexible to reflect local contexts and ensuring that its implementation can be meaningfully evaluated at a national level. While the opportunity for cynefin to be relational to locality can be a positive learning experience (Gruenwald, 2003), the expectation for educators to translate policy to practice creates risk obscured ideas for effective pedagogy (Aldous, Evans and Penney, 2022). 
The Anti-Racist Wales Action Plan (ArWAP) challenges education to recognise that Wales is culturally and ethnically diverse. This is important for cynefin because if cynefin is developed through learners' relationships with their locality, then the locality needs to represent the experiences of all the communities who live there, rather than simply reflecting traditional Welsh heritage (Welsh Government, 2022a). DARPL provides a practical mechanism for this. It encourages practitioners to examine their own assumptions and develop anti-racist approaches to curriculum and pedagogy, supporting teachers to developing their understanding of place and cynefin (Arts Council Wales, 2023). Moreover, Crick and Priestly (2019) reiterate the complexity of teachers strained to adopt local policy making as part of their role. Despite opportunities to provide practical strategies for teachers such as DARPL, ArWAP highlights the disparity of the lack of representation among educators (Welsh Government, 2022a). In 2024, workforce data showed that only 1.3% of teachers identified as Black, Asian, Mixed and other ethnic groups, while 60.7% identified as Welsh (Welsh Government, 2025b). The data isn’t suggestive that diversity isn’t represented through education in Wales but when considering cynefin, it is important to consider those learners who do not relate belonging experiences to the educators that surround them (Welsh Government, 2022a).
Although place is positioned as an accompanying factor within understandings of cynefin, there are competing interpretations of what constitutes ‘place’. Rather than referring solely to geographical location, place can be understood as an umbrella term for encompassing society, people, culture, history, heritage and the relationships individuals develop with their surroundings (Adams, 2024). Consequently, experiences of cynefin are likely to differ according to geographical location, as the characteristics and cultural identities of communities vary across Wales (Gardiner, 2008). The design of the Curriculum for Wales appears to intentionally provide schools with opportunities to develop pedagogy that reflects their local contexts, enabling practitioners to draw upon the experiences and characteristics of their communities (Gruenwald, 2003). While this flexibility can make learning more meaningful and relevant to individual learners, it also presents potential challenges for inclusion. If schools independently determine which aspects of their locality are representative of cynefin, certain histories, cultures or identities may receive greater emphasis than others. Therefore, the contextual nature of cynefin can be considered both a strength and a limitation, enabling local relevance while creating variation in how belonging and place are represented across Wales.
2.6. Identity 
Cynefin is closely connected to identity, but identity is not singular, fixed or universally experienced (Welsh Government, 2022f). The flexibility of the Curriculum for Wales creates opportunities for learners to explore multiple and evolving identities (Welsh Government, 2022e); however, the emphasis on Welsh language, heritage and belonging can create tension around whose identity is represented and whether learners are implicitly encouraged towards a particular conception of Welshness (Chapman et al, 2023). Identity is a complex and multidimensional concept, shaped by the experiences of personal, cultural, social, language and geographical influences (Clarke, 2008). Rather than being a fixed characteristic, identity can be understood as continually constructed through an individual’s experiences, relationships, and sense of connection to others and their surroundings (Browne, 2005). This is significant when considering cynefin, as an individual’s sense of belonging may be influenced by multiple aspects of identity rather than a singular connection to Welsh culture or heritage (Adams, 2024). Learners may therefore identify simultaneously with their local community, Wales, their family heritage and wider cultural or global communities (Gruenwald, 2003). Within the Curriculum for Wales, this complexity presents both an opportunity and a challenge, as developing cynefin requires learners to explore their own identities while recognising the identities and experiences of others Welsh Government, 2022g). Consequently, cynefin should not be understood as producing a predetermined Welsh identity, but as providing opportunities for learners to explore how their multiple identities influence their relationships with place, community and belonging (Chapman et al, 2023).
Within the Curriculum for Wales, identity is closely associated with learners’ developing understanding of themselves as citizens of Wales, with Welsh language, culture and heritage positioned as important influences on this development (Welsh Government, 2022f). Likewise, the Welsh Government introduced the initiative to strive for one million Welsh speakers by 2050 (Welsh Government, 2017). This emphasis reflects the Welsh Government’s wider ambition to strengthen national identity and create a stronger connection between learners and their Welsh heritage. However, the promotion of Welsh identity raises questions regarding how cynefin should accommodate learners who may hold different or multiple identities. While developing a connection to Welsh culture can provide learners with a meaningful sense of belonging (Vander Ark, Liebtag, and McClennen, 2020), it should not imply that there is a singular or predetermined way of being Welsh. This is particularly important within an increasingly diverse Wales, where learners may identify with multiple cultural and national backgrounds. Therefore, the challenge for cynefin is not necessarily to establish a shared Welsh identity, but to provide learners with opportunities to explore how their individual identities intersect with Welsh society, culture and place (Welsh Government, 2022a). In this sense, identity becomes a matter of personal growth and development rather than an outcome that can be prescribed through the curriculum. 
Chapman et al.’s (2023) empirical study demonstrated that children constructed their understandings of cynefin through interconnected experiences of people, place, activities and emotions, with these experiences differing between individuals. This suggests that identity and belonging cannot be reduced to a singular definition or universal experience, as they are influenced by learners’ personal circumstances, relationships and lived experiences. Consequently, Evans (2023) expresses teachers face a challenge when attempting to develop learners’ understanding of cynefin, as there is no single experience or identity that can be taught as representative of all learners. Although practitioners can provide opportunities for learners to explore Welsh culture, heritage and identity, the extent to which these experiences contribute to an individual’s sense of belonging remains subjective. This is not to suggest that cynefin cannot be meaningfully incorporated into pedagogy; rather, associating cynefin directly with identity may represent an overly ambitious expectation for the curriculum. While teachers can create opportunities for learners to explore culture, heritage, place and belonging, identity itself is complex and shaped by individual circumstances. Consequently, expecting practitioners to actively develop a learner’s sense of identity through cynefin presents significant pedagogical challenges, as the outcomes cannot be guaranteed.
A useful international comparison can be found within New Zealand’s Te Whāriki curriculum, which places identity, language and culture at the centre of children’s learning and development. Rather than positioning identity as a predetermined outcome, Te Whāriki emphasises the importance of creating learning environments that affirm and respond to the identities, languages and cultures children bring with them (Ministry of Education, 2017). Its principle of Mana Whenua (belonging) similarly recognises that children develop a sense of belonging when their culture, language, family and community are valued within the curriculum. This presents an interesting comparison with cynefin, where identity and belonging are also closely connected to place and culture (Welsh Government, 2022d). However, Te Whāriki  places greater emphasis on supporting children’s existing and developing identities rather than attempting to establish a particular identity through curriculum experiences. The work of DARPL is useful in this area as it provides practical experiences that boraden the opportunities for all learners to establish their own identity (Arts Council Wales, 2023). 
Donaldson’s (2015) initial vision encouraged schools to contribute to a broader vision of educational reform in Wales; however, Davies et al. (2024) question the Welsh Government’s decision to embed these ambitions within the Curriculum for Wales. The implementation of such extensive curriculum reform, alongside the expectation that multiple policy priorities should increasingly inform practitioners’ roles, has contributed to concerns surrounding workload and stakeholder capacity. This raises questions about the extent to which schools can effectively respond to the breadth of expectations placed upon them. Specifically for identity, a contextual concept that is entirely reliant on individual circumstances, again poses the concern that cynefin is an overly complex aspect of the curriculum to translate into practice. When looking at statistics of ethnic groups within education in Wales, the disparity between Welsh and other ethnic groups are evident within the education settings in Wales. With only 1.3% school staff and 15% children identified Black, Asian, Mixed and other, it is important to consider the opportunities, or lack of, for all learners to understand their identity. The approach taken by the Ministry of Education (2017) requires education to build on identity, pressuming that identity is a shared understanding. In Wales, a small country that is culturally and ethnically diverse (Evans, 2023), the lack of representation for other ethnic groups can cause further tension in finding and understanding identity. 
The conflict surrounding identity, similarly to place, lies in ensuring that all learners are represented within the Curriculum for Wales. The Welsh Government (2020a) acknowledges Wales as a diverse nation and therefore positions cynefin as a concept intended to be relevant to all learners. However, the practical implementation of this ambition creates tension when considered alongside the cultural and demographic circumstances of contemporary Wales. While concerns regarding the limited representation of ethnic minority groups within education have been identified, the 2021 Census found that 55.2% of the population identified as Welsh only, demonstrating that a substantial proportion of the population maintains a strong Welsh national identity (Welsh Government, 2022c). For these learners, opportunities to explore Welsh heritage, culture and language remain important in developing identity awareness and a sense of cynefin. This is supported through Welsh-language guidance (Welsh Government, 2025a) and the Cymraeg 2050 initiative (Welsh Government, 2017), while the flexibility of the Curriculum for Wales enables schools to incorporate relevant Welsh contexts within their pedagogy. Therefore, the concern is not that Welsh heritage will be overlooked, but whether expecting practitioners to accommodate diverse identities, strengthen Welsh identity and fulfil wider curriculum expectations places an unrealistic workload on teachers. 

2.7. Conclusion 
The journey of cynefin has been an evolving concept among Wales. With it’s early connotations of place and heritage influencing Welsh theorists like Snowden (2010), and authors Sinclair and Jeffrey (2004), it is evident to see why this term was chosen to represent the influence of belonging in the Curriculum for Wales. Although cynefin has no direct translation to english or a specific definition to the term, this paper has discussed many of the interpretations that fall under the umbrella term. Earlier concepts of cynefin roughly translated to place and influenced Welsh authors Sinclair and Jeffrey to reflect on the famous landscape artwork of Welsh artist, Kyffin Williams. The drawings provided a visual representation of the feelings of cynefin, connection will local and familiar landscapes and surroundings. The development of cynefin within the Curriculum for Wales reflects the Welsh Government’s wider ambition to create an education system that is responsive to the experiences, identities and communities of learners across Wales. Emerging from Donaldson’s (2015) vision for curriculum reform, cynefin has become increasingly associated with learners’ relationships with place, identity, culture, heritage and belonging. This analysis suggests that its inclusion within the Curriculum for Wales is both valuable and problematic. Its greatest strength is arguably its flexibility, as it provides schools and practitioners with opportunities to interpret learning through the contexts that are meaningful to their learners, particularly relating to local contexts to connect with the community and locality. However, this flexibility also creates uncertainty regarding how cynefin should be understood, implemented, and evaluated consistently across Wales. 
The exploration of place demonstrates that cynefin shouldn’t be reduced to geographical location due to the diversity within contemporary Wales. Place incorporates relationships with people, communities, culture, history and the environment, meaning that learners’ experiences will inevitably differ according to their circumstances and locality (Gardiner, 2008). This contextual approach has the potential to make learning more authentic and meaningful, particularly when children are given opportunities to engage directly with their surroundings (Gruenwald, 2003). Nevertheless, geographical variation also creates challenges for consistency, as what constitutes meaningful cynefin in a rural Welsh-speaking community may differ considerably from that of a culturally diverse urban school (Adams, 2024). Consequently, the absence of a universal interpretation can be viewed as an opportunity for local relevance but also a limitation for national implementation. DARPL have provided initiatives to support and provide schools to incorporate multi-cultural activities into their pedagogy (Arts Council Wales, 2023), but the lack of representation for the many ethnic groups across Wales still remains prevalent (Welsh Government, 2022c).
Ultimately, cynefin should not necessarily be regarded as unsuccessful because it lacks a fixed definition. Its ambiguity enables it to respond to the diversity of learners and communities across Wales. However, the same ambiguity places significant responsibility upon practitioners to interpret policy, represent diverse identities and create meaningful local experiences alongside the many other expectations of curriculum reform. The concerns raised by policy implementation and teacher workload therefore remain important (Evans, 2023). Rather than requiring cynefin to become a measurable or standardised outcome, greater emphasis should be placed on providing practitioners with the knowledge, professional learning and guidance necessary to facilitate meaningful experiences of place, identity and belonging (Chapman et al, 2023). Cynefin is therefore best understood not as something that can be definitively achieved or measured, but as an ongoing and individual process through which learners develop relationships with themselves, others and the places they inhabit.

3. DISCUSSION
3.1. Introduction
The Welsh Government has developed a clear vision for the future of Welsh citizens through policy making. Most notably discussed in this paper, the curriculum reform named the Curriculum for Wales 2022, has a clear prerogative of the skills, knowledge and experiences that learners in Wales will receive. The theme of this paper is to evaluate one key theme ‘cynefin’ , and it’s current status for education practices in Wales. The curriculum reform is based on suggestions from education consultant, Graham Donaldson (2015) who critically reviewed the previous curriculum ‘The Foundation Phase’. This previous curriculum was valued for many aspects including the whole- child approach and introducing the ‘stage, not age’ philosophy, that focused on the skills that children did have rather than didn’t have (Taylor et al, 2015). Donaldson (2015) praised some aspects of the curriculum but ultimately responded with many recommendations for the Welsh Government to acknowledge for the next curriculum design. The recommendations included the ‘four purposes’; a breadth of skills for children to develop, improvement in assessment strategies, six Areas of Learning and Experiences and a higher focus on developing Welsh skills and identity. Those are the most evident examples of recommendations now demonstrated within the Curriculum for Wales. 
Donsldson (2015) didn’t specifically mention cynefin as an action for the next curriculum, however, based on the recommendation that were given, cynefin seems to be a response to the whole-child and four purposes principles that Doanldson (2015) strived for.

3.2. Policy 
Cynefin has no direct meaning or translation to English, but it is the Welsh word the Welsh Government (2022g) have used to encompasses their goal of supporting learners to understand their own identity, connect with places and develop a sense of belonging. This agenda isn’t new to curricula, New Zealand’s education framework Te Whāriki is built on the foundation of belonging. The difference to cynefin is belonging is a shared understanding between learners and practitioners and pedagogy is designed to build on children’s already existing belonging, rather than teach it in Wales (Ministry of Education, 2017). Another example is Scotland’s Curriculum of Excellence which shares similarieis to the Curriculum for Wales as it also embraces the holistic approach, embracing children’s needs, interests and experiences at the heart of curriculum design (Education Scotland, 2016). Although this framework has no direct example of cynefin, the principles of design relate to identity and belonging as a fundamental aspect of the learning. Chapman et al (2023) reviewed children’s perceptions of cynefin and suggested that identity and belonging shouldn’t be subjective to a term to predetermine the lived experiences of children. This poses the question if cynefin is an effective aspect of the curriculum becuase it prouduces pressure around practitioners meeting the requirements of this term. Scotland’s Curriculum of excellence prioritise similar values of identity underlying pedagogical design but don’t rely overarching terms to demonstrate this. 
The tension between policy makers and policy implementation is frequently evident when evaluating the concept of cynefin. The Welsh Government (2024) acknowledge that Wales is a diverse country and the curriculum is designed for all learners to be provided with experiences to find their sense of belonging. The first tension becomes apparent when looking at the six Area’s of Learning and Experiences. Only two of those specifically mention cynefin in the guidance, one being Language, Literacy and Communication. The descriptions of learning provide much more explicit guidance how to meet educational outcomes in Welsh than it does foreign languages (2022f). This is not to place a biased interpretation on the Welsh Government, it is clear that the English and Welsh language will remain priority in education as that is the most spoken and native language of Wales (Welsh Government, 2022c), however, it is conflicting of the cynefin concept because it is supposed to be inclusive of all leaners yet guidance suggests not all leaners will experience exploring linguistic skills that are relevant to them. Furthermore, cynefin is explicity acknowledged in the area of Humanities and is underlying many of the principles for learning. This area strives for ethically, informed citizens; learners who are aware, understanding and considerate of their own identitys as well as others (Welsh Government, 2022d). The descriptions of learning for this are provide more explicit examples of educational outcomes that contribute to leaners develloping their sense of cynefin, particularly for leaners of ethnic backgrounds outside of Wales, this area requires leaners to establish connections with the wider world (Welsh Government, 2020c). A strength of this are is the increased examples of representations of Wales and the wider world, promoting inclusivity in line with the fundamentals of cynefin. But, with the lack of representation among schools practitioners (Welsh Government, 2022c) the initiative of cynefin struggles to be effectively implemented. 
3.3. Place
Place is linked closely to cynefin in the Curriculum for Wales but is not directly linked to geographical location. Earlier examples of cynefin directly linked place to this concept and it often was used to relfect on local surroundings. Jeffrey and Sinclair (2004) discuss their interpretation of cynefin that reflects on the famous landscape drawings from Welsh artist Kyffin Williams, directly linking their feelings of cynefin to Welsh locations and familiarity with local heritage. Adams (2022) found that Welsh citizens expressed their connection to cynefin and relation to the locations that surrounded them as it provides a sense of familiarity, belonging and rootedness; a strong example of the aspirations of cynefin within the curriculum. However, Chapman et al (2023) proposed that this is conflicting for children in education in Wales. Their empirical study found that children did not associate Wales, Welshness or local surroundings with their cynefin at all. Instead, they determined that cynefin is a process of lived experiences and encompasses society, people, activities and emotions, rather than an understanding or feeling of being Welsh. Likewise, Massey (1994) states the deeper meaning of place and the correlation between society, experiences, culture as well as geographical locations. This paper evaluates the relevance and purpose of associating cynefin with place. 
Like the wider Curriculum for Wales, cynefin has been designed to allow flexibility and interpretation within individual pedagogical approaches, enabling practitioners to reflect the local contexts in which learners live and learn. Providing children with education that is relevant to and representative of their local environment can create meaningful and purposeful learning experiences, while supporting opportunities for self-discovery (Gruenewald, 2003). Adams and Beauchamp (2022) further emphasise the importance of children engaging with the non-human world and developing meaningful connections with their locality and environment as a means of developing cynefin. Therefore, the issue is not necessarily why the Welsh Government has associated cynefin with place, but how effectively this relationship can be translated into practice. For a curriculum that seeks to recognise Wales’ diverse cohort while encouraging learners to explore both local and wider-world contexts, the flexibility of pedagogical design presents a significant challenge. What is considered relevant and meaningful within one locality may not hold the same significance for learners elsewhere, raising questions about how practitioners can balance local relevance with inclusivity and ensure that cynefin does not unintentionally privilege particular cultural or geographical experiences.
This is not solely a concern regarding the inclusion of wider-world contexts, as differences between localities within Wales will also influence the pedagogical experiences available to learners. Children in urban settings may therefore encounter significantly different educational experiences from those in rural communities (Chapman, 2020), particularly as practitioners are encouraged to reflect local contexts within their teaching (Welsh Government, 2022g). While this flexibility can enhance the relevance of learning, it also raises questions about how consistently cynefin can be experienced across Wales. For learners who may not possess an established cultural or familial connection to Wales, the emphasis on local Welsh contexts could create a tension between the Welsh Government’s intention for cynefin to be inclusive of all learners and the potential for its implementation to privilege particular experiences of Welsh culture, heritage and place. This highlights the challenge of ensuring that localised pedagogy remains responsive to the diversity of learners within each community, rather than assuming that geographical proximity necessarily produces a shared sense of belonging (Chapman et al, 2023). 
3.4. Identity
Identity further underpins aspirations of developing cynefin. The relationship between cynefin and identity presents a further challenge for practitioners, particularly because identity is not a discrete skill that can be directly taught or reliably measured. The Curriculum for Wales places importance on learners developing an understanding of their identity and belonging within Wales (Welsh Government, 2020a); however, the extent to which teachers can actively develop these outcomes remains open. Teachers can provide opportunities for learners to explore Welsh language, history, culture, heritage and community, but they cannot determine how an individual learner will respond to these experiences or whether they will develop a stronger sense of Welsh identity as a result (Welsh Government, 2020b). Identity is subjective and continually constructed through personal experiences, relationships and circumstances, meaning that two learners exposed to the same pedagogical experience may develop entirely different understandings of belonging (Adams and Beauchamp, 2022).
Chapman et al. (2023) demonstrate this complexity through their exploration of children's perceptions of cynefin, finding that learners constructed their understandings through individual experiences of people, places, activities and emotions. This suggests that identity cannot be assumed to develop uniformly through exposure to particular cultural or geographical contexts. For some learners, engaging with Welsh heritage may reinforce an established sense of Welsh identity and belonging, while for others it may have limited relevance to their personal experiences. The 2021 Census demonstrates the significance of Welsh identity within contemporary Wales, with 55.2% of the population identifying as Welsh only (Welsh Government, 2022c). Consequently, Welsh culture and heritage remain important elements through which many learners may explore their identity; however, this cannot be assumed to represent the experiences of every child.
This creates a considerable expectation for teachers. Practitioners are required to facilitate experiences that support learners in developing their sense of identity and cynefin, despite the outcome being inherently personal and beyond their direct control (Adams and Beauchamp, 2022). Unlike more conventional curriculum outcomes, identity does not have a clear endpoint through which progress can be demonstrated. A learner may acquire knowledge of Welsh history or develop an understanding of Welsh cultural practices, but these measurable indicators do not necessarily demonstrate that the learner has developed a stronger sense of belonging. Consequently, there is a distinction between teaching about identity and teaching identity itself. The former can be incorporated into pedagogy, whereas the latter is considerably more difficult to define, assess or guarantee. This raises questions regarding whether identity should be considered an outcome that teachers are expected to produce or, alternatively, a process that teachers should facilitate Aldous, Evans and Penney, 2022). Te Whāriki provides a useful international comparison, as its approach to identity, language and culture emphasises creating environments in which children's existing and developing identities are recognised and valued (Ministry of Education, 2017). This suggests an alternative approach for cynefin, whereby practitioners provide opportunities for learners to explore their relationships with place, culture and belonging without attempting to prescribe the identity they should develop. Such an approach may reduce the pressure placed upon teachers to produce an inherently subjective outcome while allowing cynefin to remain responsive to the diverse identities present within contemporary Wales.

3.5. Conclusion
To conclude, the status of cynefin cannot be determined by a measurable outcome because the concept itself is not a measurable outcome. The vision behind cynefin contributes to Wales’ overall wider outcomes, such as a culturally vibrant Wales (Welsh Government, 2015) and an anti-racist Wales (Welsh Government, 2022a) but the process in which educators are expected to deliver cynefin, as well as acknowledge the wider polices, becomes a challenge. Schools are now expected to become policy deliverers, translators and designers while simultaneously delivering effective pedagogy. The flexibility of the curriculum can provide teachers with the opportunities to create purposeful, authentic and enriching learning experiences, but intertwined with that is the pressure and complexity of developing such a broad and contextual curriculum. Power, Newton and Taylor (2020) and Evans (2023) fear that the flexibility of the curriculum will equally be as detrimental with the extensive responsibility that has been placed onto stakeholders. While the intention of the curriculum is to promote inclusivity and understanding, the Welsh Government should acknowledge the lack of representation amongst the school workforce and ultimately the limited experiences for children who do not connect with Welsh heritage. The downfall, however, should not reflect stakeholder’s capacity, Adams and Beauchamp (2022) stress the critical position teachers are in, overrun by expectations of delivering effective pedagogy that hasn’t been well established with proper guidance. This paper is not to disregard the importance of cynefin, it holds a purposeful place within the curriculum and the intentions many opportunties as a valuable learning outcome for citizens of Wales, the downfall of a promising goal is due to lack of explicit guidance, knowledge, experience and facilities stakeholders have been provided with to fully implement policy to practice. 

4. CONCLUSION AND RECOMMENDATIONS
1. Strengthen professional learning around cynefin.
 Schools should provide practitioners with opportunities to develop their understanding of cynefin, particularly in relation to identity, belonging and cultural diversity. This could help reduce inconsistencies in how the concept is interpreted and implemented across different settings. There are already examples of this within practice, such as Arts Council Wales (2023) practical workshops, delivering the tools for inclusive pedaogogy to schools. However, this is an added opportunity for some schools to experience, when it could be incorporated into everyday practice if teachers are afforded the opportunity to engage in quality and effective professional learning. 
2. Provide clearer guidance while maintaining curriculum flexibility.
 Welsh Government should consider whether additional examples or guidance could support practitioners in developing meaningful cynefin experiences without restricting the local flexibility intended within the Curriculum for Wales. Examples can be provided through increased professional learning where practitioners observe effective practices of others. The Welsh Government could further provide explicit examples of lesson plans, long term planning, curriculum desgin and success criteria as inspiration for schools rather than criterion-based expectations. 
3. Increase learner voice in the development of cynefin.
 Schools should consider learners' own experiences and interpretations of place, identity, and belonging when developing cynefin-based learning. This may help ensure that cynefin reflects the increasingly diverse experiences of learners across Wales. It would be valuable to hear from children first-hand their perceptions of identity, belonging, place, experiences, family and emoitions for policy makers to establish how cynefin is interpreted.
4. Conduct further research.
 Further research should investigate how cynefin is interpreted and experienced across different schools and communities in Wales, particularly among learners from diverse cultural, linguistic and geographical backgrounds. It would be useful to examine other existing curricula that have similar foundations of incorporating identity, belonging and place. Research might suggest that identity and place aren’t explicit skills that can be taught but can still be applied to curriculim outcomes. It may relieve the pressure for cynefin to be met as an educational outcome and viewd as a well-being goal for children. 
Conclusion 
This dissertation has critically examined the development, interpretation and implementation of cynefin within the Curriculum for Wales, with particular attention to the interconnected themes of place, identity, belonging and inclusion. The review has demonstrated that cynefin cannot be understood as a fixed or singular concept. Instead, its meaning is shaped by learners’ experiences, relationships with their communities, cultural and linguistic backgrounds, and connections to the places in which they live and learn. The introduction of cynefin within the Curriculum for Wales therefore represents an important opportunity to develop learning that is locally relevant while encouraging learners to consider their relationship with Wales and the wider world. The findings suggest that the flexibility associated with cynefin is both one of its greatest strengths and one of its key challenges. Allowing practitioners to interpret cynefin according to their local context provides opportunities for learning to become meaningful and responsive to individual learners and communities. However, this flexibility can also result in differences in how cynefin is understood and implemented. The absence of a single, measurable interpretation may create difficulties in establishing consistency across schools and determining whether the intended outcomes of cynefin are being achieved. Consequently, the effectiveness of cynefin may depend significantly on the confidence, knowledge and interpretation of individual practitioners.
The relationship between cynefin and identity has also been identified as particularly complex. While the Curriculum for Wales encourages learners to develop an understanding of themselves, their communities and their place within the wider world, identity is subjective, continually developing and influenced by numerous personal, cultural, linguistic and social factors. This raises questions about the extent to which identity and belonging can be intentionally developed or measured through curriculum provision. The comparison with approaches such as Te Whāriki demonstrates the potential value of creating environments in which identity and belonging are supported through relationships and experiences, rather than treating them solely as outcomes that can be directly taught. This suggests that cynefin may be most effective when it creates opportunities for learners to explore identity rather than attempting to prescribe what that identity should be.
The dissertation has further highlighted the importance of inclusion within understandings of cynefin. An inclusive interpretation has the potential to recognise the diverse experiences of contemporary Wales and challenge narrow assumptions about what it means to belong to a particular place or culture. However, there remains a risk that cynefin could become associated primarily with traditional representations of Welsh culture, history and identity. Such an approach could unintentionally exclude learners whose experiences do not align with these representations. The influence of wider Welsh Government policies, including the Anti-Racist Wales Action Plan and associated professional learning initiatives, is therefore significant in ensuring that the implementation of cynefin reflects the diversity of learners and communities across Wales. With other existing policies like the initiative for one million Welsh speakers, the multitude of policies can overwhelm stakeholders in how to prioritise policies as well as effectively deliver them.
The journey towards the current understanding of cynefin also demonstrates the wider significance of curriculum reform in Wales. Donaldson’s Successful Futures provided an influential foundation for a curriculum that was intended to be ambitious, learner-centred and responsive to the needs of Wales. The Curriculum for Wales has adopted many of these principles, particularly through increased practitioner autonomy and the emphasis placed upon learners as individuals. However, this dissertation suggests that the successful implementation of such an ambitious curriculum is dependent not only on policy design but on the capacity of practitioners to translate broad principles into meaningful classroom practice. It is not to suggest that practitoners will be responsible for missed opportunities in delivering such an ambitious curriculum, but it does highlight added responsibility of practitioners not only delivering policy but also designing and translating it. 
Overall, cynefin can be considered a valuable and potentially transformative concept within the Curriculum for Wales. Its emphasis on place, relationships, identity and belonging provides opportunities for learning to become more relevant to learners’ lived experiences. Nevertheless, its effectiveness should not be assumed simply because of its inclusion within curriculum policy. The evidence considered in this dissertation indicates that cynefin remains dependent upon interpretation, context and implementation. Its success as an inclusive curriculum concept therefore lies in its ability to remain flexible while ensuring that flexibility does not lead to superficial, inconsistent or exclusionary practice. Ultimately, cynefin has significant potential to support an inclusive and locally responsive curriculum, but this potential can only be realised when learners’ diverse experiences are placed at the centre of its interpretation and when practitioners are sufficiently supported to engage critically with the concept.
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	Access to personal or confidential information without the participants’ specific consent?
	  ☐ 
	  ☐x 

	10
	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	  ☐ 
	  ☐x 

	11
	Performance of any acts which may cause embarrassment or affect self-esteem?
	  ☐ 
	  ☐x 

	12
	Investigation of participants involved in illegal activities?
	  ☐ 
	  ☐x 

	13
	Use of procedures that involve deception?
	  ☐ 
	  ☐x 

	14
	Administration of any substance, agent or placebo?
	  ☐ 
	  ☐x 

	15
	Working with live vertebrate animals?
	  ☐ 
	  ☐x 

	16
	Procedures that may have a negative impact on the environment?
	  ☐ 
	  ☐x 

	17
	Other primary data collection methods. Please indicate the type of data collection method(s) below.
	  ☐ 
	  ☐x 

	Details of any other primary data collection method:



(this box should expand as you type)
	
	



SECTION G: Research Participants 

	Research participants include people who will be taking part in your research as providers of research data (e.g. being interviewed, answering questionnaires, or doing user testing of hardware or software). This includes animal participants.

	1
	Does your research involve human or non-human participants?
	YES 
	Continue this section
	NO x
	Click to continue to section N




	Participant numbers and source
How will you ensure an appropriately convened sample group in order to meet the aims of the research? Give details for subgroups separately, if appropriate. How will any potential pitfalls, for example dual roles or potential for coercion, be addressed?

	1
	How many participants will be recruited and how was the number decided upon?
	




(this box should expand as you type)

	2
	Who will the participants be?
	


(this box should expand as you type)

	3
	How will you identify the participants?
	




(this box should expand as you type)

	4
	Will you be excluding any groups of people, and if so what is the rationale for that?
	


(this box should expand as you type)

	5
	Will the research involve any element of deception?  If yes, please describe why this is necessary and whether participants will be informed at the end of the study
	




(this box should expand as you type)

	6
	Describe whether participants will be able to withdraw from the study, and up to what point (eg if data is to be anonymised). If withdrawal is not possible, after a certain point, explain why not. 
	




(this box should expand as you type)

	7
	How long will the participant have to decide whether to take part in the research?
	



(this box should expand as you type)

	8
	What arrangements have been made for participants who might have difficulties understanding verbal explanations or written information, or who have particular communication needs that should be taken into account to facilitate their involvement in the research?
	







(this box should expand as you type)





SECTION H: Research with Vulnerable People 
	1
	Are your participants classed as vulnerable people?
	YES
	Click to continue to appendix 4
	NO x
	Continue to the next section

	2
	Have you completed appendix 4? 
	YES
	☐
	NO
	☐



SECTION I: Research Involving Animals 
	1
	Are your participants non-human animals?
	YES
	Click to continue to appendix 5
	NO x
	Continue to the next section

	2
	Have you completed appendix 5? 
	YES
	☐
	NO
	☐



SECTION J: Research with the Prison Service or the Probation Service
	1
	Are your participants staff or offenders within the Prison Service or the Probation service?
	YES
	Click to continue to appendix 6
	NO x
	Continue to the next section

	2
	Have you completed appendix 6? 
	YES
	☐
	NO
	☐



SECTION K: Health and Social Care Research
	1
	Are your participants selected due to their health or social care needs?
	YES
	Click to continue to appendix 7
	NO x
	Continue to the next section

	2
	Have you completed appendix 7? 
	YES
	☐
	NO
	☐



SECTION L: Types of Personal Data
	Personal Data
Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 and the Data Protection Act 2018)?
	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 and transcription of such are considered to be personal data.
	  ☐ 
	  ☐ 

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

	




(this box should expand as you type)



	Special Category Data 
Does the research involve the processing of special category data (as defined by the General Data Protection Regulation 2016 and the Data Protection Act 2018)?
	YES
	NO

	2
	Racial or ethnic origin
	☐
	  ☐ 

	3
	Political opinions
	☐
	  ☐ 

	4
	Religious or philosophical beliefs
	☐
	  ☐ 

	5
	Genetic, biometric or health data
	  ☐ 
	  ☐ 

	6
	Sex life or sexual orientation
	☐
	  ☐ 

	7
	Trade union membership
	☐
	  ☐ 

	If you ticked YES to any of questions L2-L7, provide a description of the data and explain why this special category data needs to be collected to support the research and that it is in the public interest to do so:

	8
	





(this box should expand as you type)

	9
	Please describe how the research has been designed to gather the minimum amount of personal data necessary for the specified research purpose:

	





(this box should expand as you type)

	10
	Demonstrate that the processing is not likely to cause substantial damage or distress to individuals and that their interests will be safeguarded:

	



(this box should expand as you type)

	11
	Demonstrate that the data will not be used to take any action or make decisions in relation to the individuals concerned:

	




(this box should expand as you type)

	12
	Data should be anonymised wherever possible, either at point of capture or once collated. If the data cannot be anonymised, and if pseudonymisation is not possible, demonstrate why the that is possible.  If special category data cannot be anonymised, explicit consent to share that data must normally be obtained.

	




(this box should expand as you type)

	13
	If special category data cannot be anonymised, will you obtain explicit consent to share that data?
	YES
	NO
	N/A

	
	
	☐
	  ☐ 
	  ☐ 



SECTION M: Participant Information and Consent 

	Information for participants
It is normally expected that those participating in research should do so having given their informed consent. If this is not appropriate or practical, explicit justification must be provided, in line with prevailing disciplinary conventions.  Please note however, that informed consent to participate in the research is separate from consent to process (e.g. collect, analyse, store, reuse or share) personal data, as the University’s lawful basis for processing personal data in research activities is part of its ‘public task’. 
	YES
	NO
	N/A

	1
	Will you obtain written consent for participation?
	  ☐ 
	  ☐ 
	  ☐ 

	2
	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	  ☐ 
	  ☐ 
	  ☐ 

	3
	Will you tell participants that their participation is voluntary?
	  ☐ 
	  ☐ 
	  ☐ 

	4
	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	  ☐ 
	  ☐ 
	  ☐ 

	5
	If the research is observational, will you ask participants for their consent to being observed?
	  ☐ 
	  ☐ 
	  ☐ 

	6
	Will you tell participants that they may withdraw from the research at any time and for any reason?
	  ☐ 
	  ☐ 
	  ☐ 

	7
	Will participants be made aware of how you will treat any information that may reasonably by considered as confidential? 
	☐
	  ☐ 
	  ☐ 

	8
	If your research requires your participants to sign up for a service provided by an external company or organisation will you inform them that their data may be stored and processed outside UWTSD?
	☐
	  ☐ 
	  ☐ 

	9
	Will you give participants the UWTSD Privacy Notice for Research?
	  ☐ 
	  ☐ 
	  ☐ 

	If you have answered NO to any of questions M1-M8, please provide justification detailing why this is necessary for the research.  

	10
	



(this box should expand as you type)

	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 the research begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded. 

	11
	



(this box should expand as you type)

	Confidentiality: Confidential information refers to information that can be related to an identifiable individual, whether living or deceased, which is not in the public domain and which is given with the expectation that it will be kept confidential.  Under Common Law when an individual entrusts a researcher or research team with confidential information, the team must handle this in line with ‘reasonable expectations’. In other words, confidential information should only normally be shared when there would be ‘no surprises’ for the individuals concerned. Where participants would not expect the researcher to be sharing their confidential information with others, researchers can manage their expectations by informing them of their intentions (e.g. in the participant information sheet or during discussions about participation) and asking them if they are happy with these plans. They should understand what is being proposed and what this might mean for them, before they decide whether the researcher can share their confidential information with others.  

	Please detail how you will treat confidential information:

	12
	



(this box should expand as you type)

	Copies of any written consent form, written information and all other explanatory material should accompany this application. If you have included these then please list the documents included here.

	13
	Sample information sheets and consent forms are available from the University ethical review intranet page at https://intranet.uwtsd.ac.uk/research/research-integrity-and-ethics 


	14
	Consent form attached?
	YES
☐
	NO
☐
	N/A
☐



SECTION N: Research with Potential Military Application
	1
	Does your research have any potential military application?
	YES
	Click to continue to appendix 8
	NO X
	Continue to the next section

	2
	Have you completed appendix 8? 
	YES
	☐
	NO
	☐



SECTION O: Use of Artificial Intelligence Tools
	Use of generative AI and other AI-based tools
There are a number of ethical issues relating to the use of generative AI and other AI-based tools, including data security, output bias, and output errors. In general you should assume that any generative AI or other AI-based tool that you pay to use is more secure and accurate than one which is free to use.

Will the research use AI tools to do any of the following:
	YES
	NO
	N/A

	1
	Capture data?
	  ☐ 
	  ☐x 
	  ☐ 

	2
	Generate and/or edit text?
	☐
	  ☐x 
	  ☐ 

	3
	Generate graphics?
	☐
	  ☐x 
	  ☐ 

	4
	Generate video?
	☐
	  ☐x 
	  ☐ 

	5
	Generate sound/music?
	☐
	  ☐x 
	  ☐ 

	6
	Generate code?
	  ☐ 
	  ☐x 
	  ☐ 

	7
	Generate synthetic data?
	  ☐ 
	  ☐x 
	  ☐ 

	8
	Analyse data?
	  ☐ 
	  ☐x 
	  ☐ 

	9
	Analyse personal or sensitive data?
	☐
	  ☐x 
	  ☐ 

	10
	Classify data?
	  ☐ 
	  ☐x 
	  ☐ 

	11
	Do you intend to use the free version of any AI tools?
	  ☐ 
	  ☐x 
	  ☐ 

	If you have answered YES to any of questions O1-O11, please provide justification detailing why this is necessary for the research.  

	12
	



(this box should expand as you type)




Section P: Research Data Management Plan

	1
	Data Summary

	
The study will utilise secondary qualitative data, including policy documents, curriculum guidance, and school-based materials related to the Curriculum for Wales. These documents will offer insight into how the concept of Cynefin is formally defined, positioned, and promoted at both national and institutional levels. Policy documents and government guidance will outline the intended aims, principles, and expectations associated with Cynefin, while school-based materials—such as curriculum plans, schemes of work, or internal reports—will provide evidence of how these ideas are interpreted and translated into practice within a specific educational setting.
Analysing these sources will enable the identification of key themes, language, and priorities associated with Cynefin, as well as any variations in interpretation between policy and practice. This approach will also allow for an exploration of how schools contextualise Cynefin in relation to their own learners, communities, and cultural contexts.
Together, these literature sources will support a comprehensive examination of both the theoretical underpinnings and policy intentions of Cynefin, alongside its practical application. This will enable this research to critically assess the extent to which educational practice aligns with national guidance, and to identify any gaps, adaptations, or tensions between policy expectations and real-world implementation.



	2
	Responsibilities

	

Data management will be the responsibility of the researcher, who will ensure that all data is securely stored, anonymised, and handled in accordance with ethical and data protection guidelines.This research project will focus on a literature review of already existing literature within public domains, thus no further data will be collected. Oversight will be provided by the research supervisor to ensure compliance with institutional policies. As this is a small-scale study, no partner institutions are involved.

	3
	Assessment of existing data

	

The research will draw on existing secondary data sources, including policy documents, curriculum guidance, and educational reports relating to the Curriculum for Wales. These sources provide a comprehensive overview of how Cynefin is conceptualised at a national level, outlining its intended aims, principles, and role within the curriculum. In addition, existing academic literature offers theoretical perspectives on Cynefin, identity, and place-based education.
However, there are notable gaps within the currently available literature. Much of the existing material is policy-driven and therefore presents an idealised or intended version of practice, rather than reflecting how Cynefin is interpreted and enacted in real classroom contexts. With the Curriculum for Wales and ultimately the concept of Cynefin still being in the early stages of development, there is limited supporting literature to support thematic analysis.  
As a result, the available literature does not fully capture the complexity, variability, and lived experience of implementing Cynefin within schools. This research addresses these gaps by generating qualitative data that can be analysed through a critical thematic approach, enabling a deeper exploration of how Cynefin is interpreted and applied in practice. This will provide a deeper understanding that goes beyond policy intentions to examine real-world implementation.


	4
	Management and curation of data

	

Data will be prepared, organised, and documented systematically to ensure throughout the research process. As the study uses secondary data, relevant policy documents, curriculum guidance, and school-based materials will be carefully selected and collated. These documents will be reviewed and formatted appropriately to support thematic analysis.

For analysis, documents will be coded using a thematic approach. An initial coding framework will be developed based on key concepts related to Cynefin, and this will be refined as analysis progresses. Themes and sub-themes will be clearly defined and systematically recorded.


	5
	Quality assurance of data

	
Quality assurance procedures will be implemented throughout the processes of data collection, organisation, and analysis to ensure the reliability and credibility of the research. As this study uses secondary data, quality assurance at the point of data collection will involve the careful selection of relevant and credible sources and existing literature. Documents such as policy guidance, curriculum frameworks, and school-based materials will be selected based on clear inclusion criteria, including relevance to Cynefin, authenticity, and authority.

In addition, a detailed audit trail will be maintained, documenting decisions related to literature analysis, data selection, coding, and theme development. A research log will also be used to record reflections and methodological decisions throughout the study. Where appropriate, guidance from a research supervisor will be sought to review analytical processes and ensure standards are maintained.

	6
	Short-term data storage

	
During the lifetime of the project, all research will be stored securely in digital format using password-protected devices and institutional storage systems. As this research is based on secondary data, I will use already existing literature amongst public domains. There will be not be new or further data collected that will need to be organised, stored or anonymised accordingly. 
Access to the research will be restricted to the researcher and, where appropriate, the research supervisor.To ensure data security, all files will be stored on secure institutional platforms as this research project is for the use of educational qualifications. 


	7
	Long-term data storage and preservation 

	

In the long term, all retained data will be stored securely using institutional storage systems, such as the UWTSD approved storage platforms for the use of record keeping of students' qualifications. Data will be retained for a period specified by UWTSD and will be managed in accordance with data protection regulations and university data management policies.

	8
	Documentation and metadata

	
Comprehensive documentation and metadata will accompany the data to ensure transparency, traceability, and potential reuse. This will include a detailed record of all data sources, such as policy documents, curriculum guidance, and school-based materials, with full referencing information (e.g. author, date, publication source, and access details). In addition, clear inclusion and exclusion criteria will be documented to justify the selection of literature used in the study.

Throughout the research, a detailed research log will be maintained to document methodological decisions, analytical reflections, and the development of themes. This will provide important contextual information about how interpretations were reached and how the analysis evolved over time.

	9
	Data sharing

	

The only sharing of this data will be for educational purposes to gain a qualification. The data will be shared through a registered and secure institution in line with the UWTSD requirements. The data will be stored for monitoring purposes, but will not be shared for further reuse. As this study is a literature review, no personal or sensitive data will be collected. The dissertation will not be shared in the public domain and will remain confidential in accordance with university data protection and academic integrity policies.



	10
	Copyright and intellectual property ownership

	
I, the researcher, will own the copyright to this research and data collection.

	11
	Resources

	
There will be no cost to producing or storing this research or data as it will be completed for educational qualification purposes. The data will not be permitted for reuse and will be stored on a free, secure platform.



SECTION Q: Risk Assessment 

	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

	
	
	☐
	☐x

	Risks to participants, researchers, and the University 

	2
	Social risks: disclosures that could affect participants standing in the community, in their family and their job.
	YES
	NO

	
	
	☐
	☐x

	Risk:


(this box should expand as you type)
	How will you address any risks?


	3
	Legal risks: activities that could result in the participant, researchers and / or University committing an offence; activities that might lead to a participant disclosing criminal activity to a researcher which would necessitate reporting to enforcement authorities; activities that could result in a civil claim for compensation
	YES
	NO

	
	
	☐
	☐x

	Risk:


(this box should expand as you type)
	How will you address any risks?


	4
	Economic harm: financial harm to participant, researcher and / or University through disclosure or other event.
	YES
	NO

	
	
	☐
	☐x

	Risk:


(this box should expand as you type)
	How will you address any risks?



	5
	Reputational risk: damage to public perception of University or the University / researchers’ reputation in the eyes of funders, the research community and / or the general public.
	YES
	NO

	
	
	☐x
	☐

	Risk:
As this study is a literature review, risks to the researcher and university are minimal. However, potential risks include affecting the university’s reputation through the student’s improper representation of the literature review. The student could display misrepresentation of sources, inadequate referencing, or the use of biased or low-quality literature. 



(this box should expand as you type)
	How will you address any risks?

I, the student, will carefully reflect on these risks throughout the review process to ensure the reputation of the UWTSD is upheld. These risks will be minimised through careful critical analysis, accurate citation, and adherence to university academic integrity guidelines. I will also conduct my review through fair analysis of valid and reputable literature that supports an un-biased literature review that will be used for qualification purposes only. 


	6
	Safeguarding risks:  Risk to young people, vulnerable adults and / or researcher from improper behaviour, abuse or exploitation. Risk to researcher of being in a comprising situation, in which there might be accusations of improper behaviour.
	YES
	NO

	
	
	☐
	☐x

	Risk:
As this study is a literature review, risks to the researcher and university are minimal. However, safeguarding concerns are possible to the researcher due to ethical research pressure and risks of assignment misconduct. As discussed prior, the researcher holds the obligation to properly represent the institution the research is intended for, in this case the University of Wales Trinity Saint David. This can cause stress and pressure to the student to correctly adhere to the institution's academic integrity guidelines as well as, ethical research guidelines, both complex expectations. 

Additionally, there is risk to the student’s wellbeing due to academic stress. With the pressures of risks to misconduct and the level of research and academic writing required, it is possible for the researcher to experience burnout and overwhelming emotions across the process. In this case specifically, the research focuses around the concept of ‘Cynefin’, an already broad and indistinct concept with limited research and supporting literature. There are risks that the researcher will face issues finding enough supporting literature to complete the review in time and to an adequate standard. Again, this adds further pressures to the previous issue of fear of misconduct inline with the institute's academic integrity guidelines.   


(this box should expand as you type)
	How will you address any risks?

I, the student, will ensure that I access the available support services if necessary, if the risks arise throughout the process. I have support available through my mentor to aid in both academic and emotional support. 


	7
	Sensitive, embarrassing or upsetting topics. If research activity may include sensitive, embarrassing or upsetting topics 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.  
	YES
	NO

	
	
	☐
	☐x

	



(this box should expand as you type)

	
	Health and safety risks

	8
	Location hazards: for example: fire; visiting or working in participant’s homes; working in remote locations and in high crime areas; overseas travel; hot, cold or extreme weather conditions; working on or by water. Also hazardous work locations, such as construction sites, confined spaces, roofs or laboratories. For overseas travel, researchers will need to check country / city specific information, travel health requirements and consider emergency arrangements as part of their research planning. In all cases the University’s International Travel Policy must be followed.
	YES
	NO

	
	
	☐
	☐x

	Risk:


(this box should expand as you type)
	How will you address any risks?




	9
	Activity hazards: for example: potentially mentally harmful activities; distressing and stressful work and content; driving; tripping, or slipping; falling from height; physically demanding work; lifting, carrying, pushing and pulling loads; night time and weekend working.
	YES
	NO

	
	
	☐
	☐x

	Risk:



(this box should expand as you type)
	How will you address any risks?



	10
	Machinery and equipment: for example: ergonomic hazards, including computer workstations and equipment; contact with electricity; contact with moving, rotating, ejecting or cutting parts in machinery and instruments; accidental release of energy from machines and instruments.
	YES
	NO

	
	
	☐
	☐x

	Risk:



(this box should expand as you type)
	How will you address any risks?


	11
	Chemicals and other hazardous substances: the use, production, storage, waste, transportation and accidental release of chemicals and hazardous substances; flammable, dangerous and explosive substances; asphyxiating gases; allergens; biological agents, blood and blood products. 
	YES
	NO

	
	
	☐
	☐x

	Risk:


(this box should expand as you type)
	How will you address any risks?




	12
	Physical agents: for example: excessive noise exposure, hand-arm vibration and whole body vibration; ionising radiation; lasers; artificial optical radiation and electromagnetic fields
	YES
	NO

	
	
	☐
	☐x

	Risk:


(this box should expand as you type)
	How will you address any risks?



	13
	Environmental risks: for example: accidental spillage of pollutants, damage to local ecosystems
	YES
	NO

	
	
	☐
	☐x

	Risk:


(this box should expand as you type)
	How will you address any risks?






SECTION R: Disclosure and Barring Service

	Disclosure and Barring Service

	1
	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 x


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

	2
	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 S: 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 Policy which is published on the website: https://www.uwtsd.ac.uk/research/research-ethics/ 


	1
	Name of applicant
	Chloi Louise Uzzell

	2
	Electronic or written signature of applicant:
	C. Uzzell

	3
	Date
	22.3.26

	4
	Name of Director of Studies
	Natalie MacDonald

	5
	Electronic or written signature of Director of Studies:
	

	6
	Date
	



Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	1
	☐x
	I have read the guidance notes supplied before completing the form.

	2
	  ☐x 
	I have completed all relevant sections of the form in full.

	3
	☐
	I have attached a copy of the Participant Information Sheet (PIS) or Consent Form

	4
	☐
	I have attached a completed copy of the Trusted Research and Innovation Checklist (where applicable)

	5
	  ☐ 
	I have attached a full risk assessment (where appropriate) 

	6
	  ☐x 
	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

	7
	☐x
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Data Management Policy

	8
	☐x
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Export Control Policy

	9
	☐x
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Open Access Research Policy

	10
	I have completed the following appendices:
	1
	☐
	2
	☐
	3
	☐
	4
	☐

	
	
	5
	☐
	6
	☐
	7
	☐
	8
	☐




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.




APPENDIX 1 – Grant or Contract Funding

	A1.1
	Has your research been awarded external funding?
	YES
	☐
	NO
	  ☐ 

	A1.2
	Have you applied for funding / awaiting decision?
	YES
	☐
	NO
	☐

	A1.3
	Are you intending to apply for funding?
	YES
	☐
	NO
	☐

	A1.4
	Funding Body
	

	A1.5
	Lead institution (grant holder)
	

	A1.6
	If awarded, grant reference
	

	A1.7
	If awarded, grant value
	

	A1.8
	If awarded, start date and duration
	



	
	
	
	
	


	Return to the main form





APPENDIX 2: External Collaborative Research Activity

	INSTITUTION 1                        

	A2.1
	Name
	


	A2.2
	Researcher name and position 
	


	A2.3
	Role in project (e.g. co-investigator)
	


	A2.4
	Contact e-mail address
	


	A2.5
	External Ethical Approval
Please detail the ethical approval required and arrangements for this partner. See Section 14 of the UWTSD Research Ethics and Integrity Policy. If approved, please supply confirmation. 
	Obtained?
	YES
	NO
	PENDING

	
	
	
	☐
	☐
	☐

	
	
	




	INSTITUTION 2                      

	A2.6
	Name
	


	A2.7
	Researcher name and position 
	


	A2.8
	Role in project (e.g. co-investigator)
	


	A2.9
	Contact e-mail address
	


	A2.10
	External Ethical Approval
Please detail the ethical approval required and arrangements for this partner. See Section 14 of the UWTSD Research Ethics and Integrity Policy. If approved, please supply confirmation. 
	Obtained?
	YES
	NO
	PENDING

	
	
	
	☐
	☐
	☐

	
	
	




	INSTITUTION 3                       

	A2.11
	Name
	


	A2.12
	Researcher name and position 
	


	A2.13
	Role in project (e.g. co-investigator)
	


	A2.14
	Contact e-mail address
	


	A2.15
	External Ethical Approval
Please detail the ethical approval required and arrangements for this partner. See Section 14 of the UWTSD Research Ethics and Integrity Policy. If approved, please supply confirmation. 
	Obtained?
	YES
	NO
	PENDING

	
	
	
	☐
	☐
	☐

	
	
	




Add additional collaborators as needed

	
	
	
	
	


	Return to the main form




APPENDIX 3: Research Undertaken Outside of the UK

	A3.1
	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. Describe the measures you have taken to comply with these and provide evidence of approvals etc. If you live in the country where you will do the research then please state this. If you have a local research supervisor or research advisor then please give their contact details here.

	



(this box should expand as you type)

	A3.2
	Responsible Research and Innovation
If research is taking place overseas please refer to the UWTSD Trusted Research and Innovation Policy and complete the Trusted Research and Innovation Checklist and submit it with this form.

	A3.3
	Confirm that you have read the Trusted Research and Innovation Policy
	☐



	If you are a postgraduate research student working with a research supervisor or research advisor at your local university then you do not need to fill in any more sections of this appendix.
If you are working in a research collaboration with an overseas partner please complete the remaining sections of this appendix.
	Return to the main form



	Organisational Details

	A3.4
	Name of Organisation 

	

	A3.5
	Country where organisation is based:

	

	A3.6
	Registration number and name of registration body (examples of relevant registration bodies are government, tax, corporation, charity, educational authority):

	

(this box should expand as you type)

	A3.7
	What is the legal status of the organisation? (for example: public university, private university, charity, private company, non-profit making company, government research organisation, independent research organisation) Please include the date of foundation. Note: We may be required to ask for evidence of this at a later stage.

	

(this box should expand as you type)

	A3.8
	Is your organisation affiliated to any other organisation? (i.e. is the organisation legally part of a larger organisation or a group of larger organisations).

	

(this box should expand as you type)

	A3.9
	Name(s) of investigators in the organisation who will be responsible for the collaborative research and innovation 

	

(this box should expand as you type)




	About New Partners

	A3.10
	Why does a partner want to work with you?

	

(this box should expand as you type)

	A3.11
	What are they expecting in return for their financial support or involvement?

	

(this box should expand as you type)



	A3.12
	Is the organisation associated with a country which may be viewed as hostile to the UK or one which has different democratic and ethical values from our own? If you have ticked YES, please briefly describe below how you will maintain the UK’s democratic and ethical values within the research.
	YES
	NO

	
	
	☐
	  ☐ 

	


(this box should expand as you type)

	A3.13
	Has due diligence into the partner identified any involvement in research on behalf of the military or police with links to a hostile state? If you have ticked YES, please summarise below how you will prevent information from this research from being released to these organisations.
	YES
	NO

	
	
	☐
	  ☐ 

	


(this box should expand as you type)

	A3.14
	Set within the context of any information gained from due diligence, could your research be misused or have unintended applications which would be negative? If you have ticked YES, please summarise below how this might occur.
	YES
	NO

	
	
	☐
	  ☐ 

	


(this box should expand as you type)

	A3.15
	Are there any legal, regulatory or university policy constraints on undertaking your research with this partner? If you have ticked YES, please summarise these below.
	YES
	NO

	
	
	☐
	  ☐ 

	


(this box should expand as you type)

	A3.16
	Having considered the answers to questions A3.10-A3.15, are there potential reputational or ethical risks to you or the university? If you have ticked YES, please summarise these risks below.
	YES
	NO

	
	
	☐
	  ☐ 

	


(this box should expand as you type)




	About Research Relationships
	YES
	NO

	A3.17
	Are the terms of any proposed Memorandum of Understanding (MoU) in keeping with the expectations of your department and university?
	☐
	  ☐ 

	A3.18
	Are you providing existing intellectual property (IP), research data, confidential or personally identifiable data to the project? If so, how is this going to be protected?
	☐
	  ☐ 



	


(this box should expand as you type)

	A3.19
	Who will own any IP that is generated?

	

(this box should expand as you type)

	A3.20
	What plans do you have in place for protecting the resulting IP?

	

(this box should expand as you type)

	A3.21
	What contractual requirements are you able to put in place to protect the interests of your academic institutions?

	

(this box should expand as you type)

	A3.22
	What access will the research partner have to your IT network? If they do have access, what broader visibility might this provide?

	

(this box should expand as you type)

	A3.23
	Is there any physical separation or protection required between research in similar fields?

	

(this box should expand as you type)




	About Existing Partners

	A3.24
	Would proceeding with the research raise potential conflicts of interest with existing research partners? If you have ticked YES, please explain these conflicts below.
	YES
	NO

	
	
	☐
	  ☐ 

	


(this box should expand as you type)

	A3.25
	Have you spoken with your existing partners about any potential conflict of interest? If you have ticked YES, please briefly summarise their response(s) below.
	YES
	NO

	
	
	☐
	  ☐ 

	


(this box should expand as you type)

	A3.26
	Does any non-disclosure agreement for this project include an expectation that you will need to provide visibility to existing partners? If you have ticked YES, please explain below how this will be managed.
	YES
	NO

	
	
	☐
	  ☐ 

	


(this box should expand as you type)

	A3.27
	Will this research breach any existing contractual agreements that you, your department or university already have? If you have ticked YES, please explain below how this will be managed.
	YES
	NO

	
	
	☐
	☐






(this box should expand as you type)

	
	
	
	
	


	Return to the main form




APPENDIX 4: Research with Vulnerable People

	Will the research involve data processing involving the following data subjects:
	YES
	NO

	A4.1
	Children under 16
	☐
	  ☐ 

	A4.2
	Adults with learning disabilities
	☐
	  ☐ 

	A4.3
	Adults with other forms of mental incapacity or mental illness
	☐
	  ☐ 

	A4.4
	Adults in emergency situations
	☐
	  ☐ 

	A4.5
	Prisoners or young offenders
	  ☐ 
	  ☐ 

	A4.6
	Those who could be considered to have a particularly dependent relationship with the investigator, e.g. members of staff, students
	  ☐ 
	  ☐ 

	A4.7
	People who have not given their explicit consent to participate in the project
	☐
	  ☐ 

	A4.8
	People engaged in illegal activities
	☐
	  ☐ 

	A4.9
	Any other people who can be considered vulnerable in the context of this project
	  ☐ 
	  ☐ 

	Please justify the inclusion of the above people (if applicable), explaining why the research cannot be conducted on non-vulnerable people.

	A4.10
	



(this box should expand as you type)

	Please give details of extra steps taken to assure the protection of vulnerable people participating in the research.  You should describe any arrangements to be made for obtaining consent from a legal representative.

	A4.11
	



(this box should expand as you type)

	It is the researcher’s responsibility to check whether a DBS check (or equivalent) is required and to obtain one if it is needed. Please confirm:

	A4.12
	DBS Check required? 
	YES
	NO

	
	
	☐
	☐

	A4.13
	DBS certificate obtained? 
	YES
	NO
	N/A

	
	
	☐
	☐
	☐



	
	
	
	
	


	Return to the main form




APPENDIX 5: Research Involving Animals
	The use of animals in research is tightly governed and monitored by law and by the Home Office, specifically under the Animals (Scientific Procedures) Act 1986 and its accompanying codes of practice and processes. The Act regulates procedures that are carried out on protected animals for scientific or educational purposes that may cause pain, suffering, distress or lasting harm. Under the Act, a protected animal is ‘any living vertebrate, other than man, and any living cephalopod’. The University does not hold a Home Office issued Establishment Licence and therefore researchers must ensure that any proposed work involving animals is either exempt from the Act or falls outside of its scope. Exempted research, for example involving routine veterinary practice or clinical veterinary research, may still require external ethical approval from the Royal Society of Veterinary Surgeons. When undertaking collaborative research involving animals, the UWTSD Research Ethics Committee must be assured that the partner institution(s) conform to the appropriate regulatory framework or legislation, and have approval from their local Research Ethics Committee. Any such work must follow the guidance of the National Centre for the Replacement, Reduction and Refinement of Animals in Research, known as the 3Rs.  In all cases, advise must be sought from INSPIRE for any proposed research involving animals, either at UWTSD, or by research collaborators in partnership with UWTSD. This should be at the very early stages of research design, so that an appropriate due diligence exercise can be undertaken.

	Will the research involve any work with any of the following animals (including observation in their natural habitat)
	YES
	NO

	A5.1
	Any living vertebrates, other than humans?
	☐
	  ☐ 

	A5.2
	Any living cephalopods?
	☐
	  ☐ 

	A5.3
	Has INSPIRE undertaken an initial due diligence exercise?
	☐
	  ☐ 

	A5.4
	Due diligence assessment appended to this application?
	☐
	  ☐ 

	Please provide a summary of the due diligence exercise, noting arrangements for compliance with the necessary regulatory frameworks and legislation. Please append the full due diligence assessment from INSPIRE. 

	A5.5
	

(this box should expand as you type)



	
	
	
	
	


	Return to the main form




APPENDIX 6: Research with Staff or Offenders in Prison Establishments and Probation Services 

	Research with staff and/or offenders in prison establishments, the Probation Service or within His Majesty’s Prison and Probation Services requires additional approvals.

	Will the research involve any of the following?
	YES
	NO

	A6.1
	Staff in prison establishments
	☐
	  ☐ 

	A6.2
	Offenders in prison establishments
	☐
	  ☐ 

	A6.3
	The Probation Service
	☐
	  ☐ 

	A6.4
	His Majesty’s Prison and Probation Services
	☐
	  ☐ 

	All researchers wanting to conduct research with staff and/or offenders in prison establishments, the Probation Service regions or within HM Prison and Probation Service (HMPPS) Headquarters are required to formally apply for research approval to the HMPPS National Research Committee (NRC). Before doing so, INSPIRE must undertake an initial due diligence exercise. If you have not contacted INSPIRE, please do so immediately. If YES to any of the above, please confirm:

	A6.5
	Has INSPIRE undertaken an initial due diligence exercise?
	☐
	  ☐ 

	A6.6
	Have you applied to the HMPPS National Research Committee (NRC)?
	☐
	  ☐ 

	A6.7
	Has HMPPS National Research Committee approval been granted? If yes, please append to this application. 
	☐
	  ☐ 

	A6.8
	Due diligence assessment appended to this application?
	☐
	  ☐ 

	Please provide a summary of the due diligence exercise, noting arrangements for compliance with the necessary regulatory frameworks and legislation. Please append the full due diligence assessment from INSPIRE. 

	A6.9
	




(this box should expand as you type)



	
	
	
	
	


	Return to the main form




APPENDIX 7:  Health and Social Care Research 
	All health and social care research must have a sponsor as defined by the Health Research Authority UK Policy Framework for Health & Social Care.  The University will under no circumstances act as the sponsor of health and social care research (i.e. that which requires approval by a NHS Research Ethics Committee). In all cases, therefore, an appropriate collaborating partner must lead the research.  Any health and social care research therefore requires an initial due diligence exercise, which will be undertaken by INSPIRE. The purpose of the due diligence exercise is to ensure that the University has the capability to undertake the research, either independently or in collaboration with research partners. This will include advice on suitable collaborative arrangements and the appropriate involvement of UWTSD researchers in the proposed research study.  This is likely to apply to the following areas:

	Will the data processing involve:
	YES
	NO

	A7.1
	Participants who have been recruited on the basis of medical and health conditions, life stage or other physical or mental attribute.
	☐
	  ☐ 

	A7.2
	Participants who will engage in physical exercise, activity or exertion of any kind, or who use exercise equipment, assistive devices or other apparatus for the purposes of the research study. This includes interventions that are minimally invasive.
	☐
	  ☐ 

	A7.3
	Patients and users of the NHS (including NHS patients treated in the private sector).
	☐
	  ☐ 

	A7.4
	Individuals identified as potential participants because of their status as relatives or carers of patients and users of the NHS.
	☐
	  ☐ 

	A7.5
	Patients who are cared for in private and voluntary sector nursing homes.
	☐
	  ☐ 

	A7.6
	Confidential patient information.
	☐
	  ☐ 

	A7.7
	Clinical trial of a medicinal product or medical device.
	☐
	  ☐ 

	A7.8
	Access to organs or other bodily material of past and present NHS patients, or any material consisting of or containing human cells.
	☐
	  ☐ 

	A7.9
	Use of human tissue (including non-NHS sources) where the collection is not covered by a Human Tissue Authority licence.
	  ☐ 
	  ☐ 

	A7.10
	Foetal material and IVF involving NHS patients.
	  ☐ 
	  ☐ 

	A7.11
	The recently deceased under NHS care.
	☐
	  ☐ 

	A7.12
	NHS staff or premises.
	  ☐ 
	  ☐ 

	A7.13
	Practising midwives conducting a clinical trial.
	☐
	  ☐ 

	A7.14
	Investigational medicinal product.
	☐
	  ☐ 

	A7.15
	Medical devices that are not CE-marked or CE-marked medical devices that have been modified or are being used for a new purpose.
	☐
	  ☐ 

	A7.16
	Exposure to ionising radiation.
	☐
	☐

	A7.17
	Other health and social care related research.
	☐

	☐


	Please specify 



(this box should expand as you type)
	
	

	Researchers proposing to work on projects involving health and social care research must check whether their study meets the HRA definition of research and whether it should undergo ethics review by a NHS Research Ethics Committee. If you have answered YES to any of questions A7.1-A7.17 then this is likely to be the case and sponsorship by a third party will be required. This can be checked via the Health Research Authority’s Decision Tool : https://www.hra-decisiontools.org.uk/research/  

	A7.18
	Does the research meet the HRA definition of research?
	YES 
	NO
	N/A

	
	
	☐
	☐
	☐

	A7.19
	Is the Research being sponsored by a collaborating partner?
	YES 
	NO
	N/A

	
	
	☐
	☐
	☐

	A7.20
	Has NHS ethics approval been granted?
	YES 
	NO
	N/A

	
	
	☐
	☐
	☐

	A7.21
	Has INSPIRE undertaken an initial due diligence exercise?
	YES 
	NO

	
	
	☐
	☐

	Please provide a summary of the due diligence exercise, noting arrangements for compliance with the necessary regulatory frameworks and legislation. Please append the full due diligence assessment from INSPIRE. If you have not contacted INSPIRE, please do immediately. 

	A7.22
	




(this box should expand as you type)



	A7.23
	Have you been granted NHS ethical approval?
	YES
	Click to continue to Section R
	NO
	Return to the main form





APPENDIX 8: Export Control for Research with Potential Military End Uses
	Export controls apply to the physical, electronic or oral transmission outside the UK of applied research, sensitive technology, software and equipment that could potentially be misused, either directly or indirectly, for military purposes. These legal controls are a serious obligation and UWTSD researchers must actively manage the risks of these being misused to fuel conflict, threaten national security, support terrorism and crime, violate human rights or proliferate Weapons of Mass Destruction.  UWTSD’s Export Control Policy provides a clear six step process to determine if your research is covered by export controls. Please complete the following screening to judge if you need to compete a full export control assessment. If you are in any doubt, then please contact INSPIRE. Any research in UWTSD involving the following high-risk areas must be screened.
Will the research involve:

	Defence
	YES
	NO

	A8.1
	Military equipment and munitions
	☐
	  ☐ 

	A8.2
	Defence equipment, including satellites
	☐
	  ☐ 

	A8.3
	Technical data, including some border and port information
	☐
	  ☐ 

	A8.4
	Dual use research
	☐
	  ☐ 

	Materials and Technologies
	YES
	NO

	A8.5
	Nuclear materials, facilities and equipment
	☐
	  ☐ 

	A8.6
	Chemicals, microorganisms and toxins
	☐
	  ☐ 

	A8.7
	Electronics design, development and production
	☐
	  ☐ 

	 A8.8
	Computers
	☐
	  ☐ 

	A8.9
	Telecommunications
	☐
	  ☐ 

	A8.10
	Sensors and lasers
	☐
	  ☐ 

	A8.11
	Navigation and avionics
	☐
	  ☐ 

	A8.12
	Marine technology
	☐
	  ☐ 

	A8.13
	Composite materials
	☐
	  ☐ 

	A8.14
	Aerospace and propulsion
	☐
	  ☐ 

	Sensitive Information
	YES
	NO

	A8.15
	Cryptology
	☐
	  ☐ 

	A8.16
	Counterterrorism
	☐
	  ☐ 

	A8.17
	Counternarcotics
	☐
	  ☐ 

	A8.18
	Cyber-related
	☐
	  ☐ 

	A8.19
	Non-proliferation
	☐
	  ☐ 

	A8.20
	Transnational criminal organisations
	☐
	  ☐ 




	Genetic Resources
	YES
	NO

	A8.21
	Genetic material of actual or potential value
	☐
	  ☐ 

	A8.22
	Organisms, or parts thereof
	☐
	  ☐ 

	A8.23
	Populations (or organisms)
	☐
	  ☐ 

	A8.24
	Other biotic components of ecosystems
	☐
	  ☐ 

	A8.25
	Domesticated or cultivated species in which the evolutionary process has been influenced by humans
	☐
	  ☐ 



	Will you be exporting military or dual-use technology, now or possibly in the future? This information may take many forms, including:
	YES
	NO

	A8.26
	Physical transfer of goods, technologies, material or equipment
	☐
	  ☐ 

	A8.27
	Blueprints
	☐
	  ☐ 

	A8.28
	Plans
	☐
	  ☐ 

	A8.29
	Diagrams
	☐
	  ☐ 

	A8.30
	Models
	☐
	  ☐ 

	A8.31
	Formulae
	☐
	  ☐ 

	A8.32
	Tables
	☐
	  ☐ 

	A8.33
	Engineering designs and specifications
	☐
	  ☐ 

	A8.34
	Manuals and instructions
	☐
	  ☐ 

	A8.35
	Software
	☐
	  ☐ 

	A8.36
	Know-how
	☐
	  ☐ 



	Will your project transfer technology using any of the following physical methods?
	YES
	NO

	A8.37
	USB flash drives
	☐
	  ☐ 

	A8.38
	Portable hard drives
	☐
	  ☐ 

	A8.39
	Laptops
	☐
	  ☐ 

	A8.40
	Tablets
	☐
	  ☐ 

	A8.41
	Intangible forms by using electronic media, such as email, phone storage and cloud file sharing
	☐
	  ☐ 

	A8.42
	Physical exports
	☐
	  ☐ 



	Will your project involve any of the following?
	YES
	NO

	A8.43
	Oral transfer by phone or videoconferencing or presentations
	☐
	  ☐ 

	A8.44
	Travelling overseas for any purpose, while unintendingly carrying any of the above.
	☐
	  ☐ 

	A8.45
	Will you be hosting foreign visitors?
	☐
	  ☐ 




	If you answer YES to any of questions A8,1-A8.45 then you should complete a full export control assessment and append that to this application. Before doing this please contact INSPIRE who will advise further.
	YES
	NO

	A8.46
	Full export control assessment required?
	  ☐ 

	  ☐ 


	A8.47
	Full export control assessment completed?
	  ☐ 

	  ☐ 


	A8.48
	Full export control assessment appended?
	  ☐ 

	  ☐ 




	
	
	
	
	


	Return to the main form
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