
Introduction to current role


I am currently a specialist advisor for professional learning within the EAS region and have been in post for eighteen months. Previous to this I was Deputy head of a large Welsh Medium primary school for eight years. I have a breath of teaching experience ranging from the foundation phase to sixth form students. 
	Within my current role I am responsible for developing, coordinating and deleviring professional learning for support staff, newly qualified teachers and teacher across the region. I represent the EAS on national working groups and am currently developing programmes both nationally and regionally. 
	

Literature review

To realise the ambitions set out in Successful Futures (Donaldson, 2015) then ultimately impact must be felt at classroom level with teachers and support staff changing their behaviour. As Donaldson (2015) states a body of research points to the impact a teacher has on a student’s progress (Hattie, 2012) (Wiliam, Creating the schools our children need : why what we're doing now won't help much, and what we can do instead, 2018). Indeed, Wiliam points out that effective teachers can generate ‘four times as much progress for their students as the least effective’. (Wiliam, 2018, p. 182).
In Successful Futures Donaldson states that Pedagogy ‘lies at the heart of what it means to be an excellent teacher’ (Donaldson, Successful Futures, 2015, p. 63). Although emphasising the importance of pedagogy he does not specify a particular form of teaching and argues that such decisions are ‘purpose and content specific’ and should be taken by the teacher (Donaldson, Successful Futures, 2015, p. 63). However, he does detail 12 pedagogical principles that relate directly to the purposes of the curriculum
[bookmark: _Hlk523864603]I will argue that the principles are not fit for purposes.  There are too many and some important underlying principles are omitted. Referring to the work of Hattie (2012 & 2016) and Wiliam (2018) I will argue that three core pedagogical principles are needed to realise Successful Futures.  Firstly, an evaluative mind frame, where teachers see themselves as evaluators of their impact (Hattie, 2012) . Secondly a deep understanding of formative assessment (Wiliam, Creating the schools our children need : why what we're doing now won't help much, and what we can do instead, 2018). Thirdly the ability of leadership to enact collective efficacy (Hattie, 2016) (Eells, 2011). If these core principles are prevalent in schools, then each of the 12 pedagogical principles will come naturally. This is further explained in diagram 1, the three core principles interlinked in the centre with 11 of Donaldson’s 12 pedagogical principles on the periphery. Each core principle will be debated in turn in the following pages. 
Diagram 1



2  Sustained effort and high expectations
3 and 4 – Blend of approaches


8 and 9 - Working across AOLEs and CCR 

5  Builds on previous knowledge



12 Collaboration
6  Authentic context


10  Metacognition

1 Focus on overall purposes

11  Social and emotional development




Numbers refer to the pedagogical principles (Donaldson, Successful Futures, 2015). 
*The seventh pedagogical principle has not been included in the periphery as this is one of the core principles. 

An evaluative mind frame
	As Hattie (2014) notes the biggest difference is the way teachers think. Based on a meta-analysis of over 900+ studies (Hattie, 2012) concludes that it is the mind frames of teachers that has the biggest impact on student achievement. If teachers see themselves as evaluators of their own impact, then they will inevitably assess the effectiveness of their teaching, engage with research (what works) and change their behaviour.
Hattie (2012, p266) has produced a substantial list of ‘influences on achievement’ and concludes that almost all interventions ‘make a difference’. Schools should therefore not ask ‘are our interventions having an impact?’ rather ‘what is the relativity of the impact of our interventions?’. Hattie has quantified the effect sizes of all interventions (see appendix A). All effect’s s above ‘0’ have a positive influence, however only effects above 0.4 have an above average affect. Schools should therefore focus their attention on influences that have significant impact (above 0.4) and pay less attention to interventions that are below this number. 
Although he has produced a list of influences Hattie (2012) discourages schools and teachers from using the top influences as a tick list. He argues that teachers should approach their work as evaluators of impact. By striving to ‘know thy impact’ teachers will continuously improve their practice which will in turn benefit students “the more the teacher becomes the learner, then the more successful are the outcomes” (Hattie, 2012, p. 21).
	The idea of an evaluative mind frame can also be seen in the work Watkins, Carnell, & Lodge (2007) where they place ‘resposibility for performance’ on a on a spectrum (see diagram 2)
Diagram 2
Responsibility for Performance
___________________________________________________________________________
Teaching decisions depend on				Teaching decisions are based on 
External matters, policies etc					knowledge of students

Student success is independent 				Student success depends on
Of teacher action						teachers’ actions and 
								Adjustments to student need 	(Watkins, Carnell, & Lodge, 2007, p. 54)
Here teachers place themselves on a spectrum, to do this they must have an evaluative mind frame. By thinking about practice in this way gives the impression of contiunous improvement. The pedegogical principles outline by Donaldson (2015) are not presented in this manner but rather in a binary model, ‘you either do them or not’. A spectrum would have been more effective.  
	This was prevalent during my post as deputy head of a large primary school. When facilitating a staff meeting on the pedagogical principles a teacher said, ‘we already do that’ (referring to one of the principles). If the concept of an evaluative mind frame had been introduced and the remaining principles explained a spectrum the answer could have been, “yes we do it but how well do we do it?” This would have been a much reflective and progressive conversation. 
	A spectrum of pedagogy has been developed in the new Professional Standards for Teaching and Leadership (PSTL) (Welsh-Government, Professional standards for teaching and leadership, 2017b), here teachers and leaders are on a continuum towards sustained highly effective practice. The standards and the descriptors that underpin them offer teachers and leaders a more effective way to discuss, evaluate and therefore improve pedagogy. 
The notion is further developed in the Excellence in Teaching and Leadership Framework (ETLF) (Portal & For Schools, 2017), here teachers and leaders evaluate their practice on a scale ranging from acceptable impact on learning to high impact on learning (see appendix B) . By fostering an evaluative mind frame where teachers constantly question their impact (Hattie, 2012) teachers will inevitably commit to improving, ‘not because  they are not good enough, but because they can be even better’ (Wiliam, Creating the schools our children need : why what we're doing now won't help much, and what we can do instead, 2018, p. 164). Key to realising this are two documents the PSTL and ETLF. 

Deep understanding of formative assessment

With an evaluative mind frame, teachers should strive to become the best that they can be. They will be drawn to research of what has the greatest impact on student achievement and will inevitably arrive at formative assessment. Hattie (2012) notes the following influences and their effect sizes 
Student expectations  		1.44 
Providing formative evaluation	0.9
Feedback				0.75
Meta-cognitive strategies 		0.69  
(Hattie, 2012, p. 266)
All fall under the umbrella of formative assessment (as referenced earlier any influence above 0.4 represented a ‘value added’ progress). Wiliam notes that using assessment to adjust instruction benefits the students most (2018, p. 169). In 1968 David Ausubel wrote:

.. if I had to reduce all of educational psychology to just one principle, I would say this: ‘The most important single factor influencing learning is what the learner already knows. Ascertain this and teach him accordingly.’
(Auspel, 1968, p. vi)

Although formative assessment or assessment for learning (AFL) as it is more commonly known has been in schools for many years I believe there is a lack of understanding of the concept. Gadsby (2012, p. 1) states that although teachers are using many AFL strategies (e.g. thumbs up, two stars and a wish, traffic lights) they are engaging with the letter rather than the spirit of it. Assessment for learning is more than a set of strategies it is a philosophy upon which we can view education. If this deep understanding of adaptive teaching is understood, then I believe many of Donaldson (2015) principles will be realised.
Donaldson’s fifth pedagogical principle of ‘good teaching and learning sets tasks and selects resources that build on previous knowledge and experience and engage interest’ (2015, p. 67) is directly related to an understanding of formative assessment. If teachers have an understanding of what the students know, their interests and what experiences they have had then this will inevitably affect the content that will be taught and the pedagogy that will be used. 
Likewise, if teachers focus on learning rather than teaching they will implement the 10th principle; encouraging ‘children and young people to take increasing responsibility for their own learning’ (Donaldson, Successful Futures, 2015, p. 69).  This I believe will lead schools to growth mindset and metacognition. On a learning visit to School A (a three-form entry primary school in South Wales) I was taken by how they had developed metacognition from a deep understanding of assessment for learning. To develop the learning capabilities of their students they reached metacognition and decided upon five attributes that the children should show to maximise their learning; resilience, motivation, collaboration and achievement. They created a character to represent each attribute and wrote stories to portray the meaning of each one. Each half term class teachers (from year 2 to 6) conducts a Pupil Learning Review (PLR) with each child using the attributes as a base. Having observed sessions, they seem extremely powerful and give students a language to discuss their learning. Without doubt metacognition was a strength in the school and was noted in its latest Estyn inspection (ESTYN, 2018a), but the school could not have gone directly to metacognition without a firm grounding in the philosophy of AFL. 
Donaldson’s 3rd, 4th and 11th principles could also be fulfilled if teachers and schools have a clear understanding of formative assessment. By checking the temperature of the learning and evaluating their practice, teachers will gain an understanding of the social and emotional development (principle 11) and develop a pedagogy that is specific to that context (principles 3 and 4). These three principles were evident when visiting school B (a special school for autistic children), here teachers never used the same planning twice, were acutely aware to the social and emotional needs of the children and varied their pedagogy for individual students. 
Donaldson refers to the danger of polarising the debate between ‘direct teaching’ and ‘discovery learning’ or ‘constructivism’ (2015, p. 65). Subversively I believe he as highlighted the differences by separating the 3rd and 4th principle from formative assessment. If teachers have a profound understanding of the needs of the children, then the more appropriate pedagogy will follow. For some contexts it will be ‘direct’ for others it will be ‘discovery’. By starting from a position of evaluation of the students understanding and needs, teachers will make informed decisions on what pedagogy to use. Their mindset will not be ‘this is how to teach year 4’ but rather ‘this is the most effective way to teach this cohort, this content at this particular time’. As Wiliam (2018, p. 165) argues teachers need to start from where the students are not from where they think they should be. 
Indeed Chapter 5 (pedagogy) and 6 (assessment) should have been written as one. Donaldson’s 37th recommendation that ‘Assessment arrangements should give priority to their formative role in teaching and learning.’ (2015, p. 77) can be found in chapter 6 although it has significant implications for pedagogy. Assessment and pedagogy are two sides of the same coin, or as William (2018, p. 166) notes ‘assessment is the bridge between teaching and learning’. The link can be seen in the following long-term formative assessment diagram. 



	For this cycle to work teaches and support staff must have an evaluative mind frame and be ready to adapt their curriculum and pedagogy to the needs of their students. Long-cycle formative assessment (taken at the end of a lesson or scheme of work) must also be supported by short-cycle formative assessment (Wiliam, Creating the schools our children need : why what we're doing now won't help much, and what we can do instead, 2018, p. 168). Here professionals make assessments during lessons and adapt their teaching accordingly. William has encompassed short cycle formative assessment to five main features.
 
1. Ensuring that students know what they are meant to be learning. 
2. Finding out what students have learned. 
3. Providing feedback that improves student learning. 
4. Having students help each other learn. 
5. Developing students’ ability to monitor and assess their own learning. 
(Wiliam, Creating the schools our children need : why what we're doing now won't help much, and what we can do instead, 2018, p. 168)

Moreover, he notes that ‘nothing else has is likely to have as much impact on student achievement’ (Wiliam, Creating the schools our children need : why what we're doing now won't help much, and what we can do instead, 2018, p. 169).
During my time as deputy head I observed many lessons where teachers did not pay attention to short-cycle formative assessment, they feared moving away from lesson plans and ‘snow ploughed through’ (Gadsby, 2012) focusing on teaching rather than learning. For teachers to develop short-cycle formative assessment or AFL they must have a deep understanding of the concept and confidence to adapt. Wiliam argues that this takes time, ‘ten years of practice to get really good at something’ (2018, p. 162), he develops this further by specifying the importance of quality practice being at least as important as quantity of practice (Wiliam, Creating the schools our children need : why what we're doing now won't help much, and what we can do instead, 2018, p. 163). Here lies the importance of professional learning in developing an understanding of assessment for learning. 
School A sees the importance of professional learning and uses Hattie (2016) as its professional learning mission statement ‘every student deserves a great teacher not by chance but by design’. All teachers develop by attending a variety of programmes, engaging in action research and working within triads. This highlights the importance of the third principle collective efficacy. 

Collective teacher efficacy
	Collective teacher efficacy (CTE) is a collective belief within a school that professionals can positively effect student outcomes. It is a concept developed by Bandura (1997);  she defined collective efficacy as ‘a group’s shared belief in its conjoint capabilities to organize and execute the courses of action required to produce levels of attainment’ (1997, p. 447). In Hattie’s updated meta-analysis CTE has the greatest impact on student achievement. 
[image: ]
(Hattie, 2017)
	

	Hattie based his evidence on meta-analysis carried out by Eells (2011). Her conclusions were that CTE was ‘strongly and positively correlated with student achievement’ (Eells, 2011, p. xiii), grater the CTE, grater the student achievement (p. 109).
	Caution must be taken in Eells’s findings as it was only a meta-analysis of twenty-six studies. Five of the studies were compiled in Ohio with links to the state university. Another five studies were completed in Virginia with four (of the five) having links to a certain collage (Eells, 2011, p. 89). Although taking this into account the findings were consistent across all studies and subjects (Eells, 2011, p. 102). Moreover, Eells develops a powerful argument that when teachers are infused with passion and optimism fuelled with evidence of impact then a climate is created where significant effect can be had on students.
	During my visit to school A the head teacher presented his vision for the school. He compared this to a journey on a bus, all staff must be ‘on the bus and pulling in the same direction’. If teachers were not ‘on the bus’ then they were not welcome in the school. This was collective teacher efficacy in action.  
	The notion of CTE is being developed in Wales in the concept of schools as learning organisations (see diagram 3) (OECD, 2016) (Welsh-Government, 2018). All school based staff within Welsh schools will be invited to complete a survey that will measure how well the school is performing as a learning organisation. The first criteria will be how well do schools develop ‘a shared vision centred on the learning of all learners’ (Welsh-Government, 2018) . This has a close alignment with CTE as the OECD states ‘a front and centre commitment to making a difference in the learning and lives of all students’ (OECD, 2016, p. 2).
[image: ] (Welsh-Government, 2018)Diagram 3


	The idea of all within a school working towards the same goal can be found in the work of Harris & Muijs (2005) where they develop the notion of teacher leadership. Here they argue that ‘leadership is located between and among all individuals within an organization’ (Harris & Muijs, 2005, p. 14).  They argue that a climate must be created where all are working towards a shared purpose. 
	This coincides with the work of Daniel Pink (2009), he argues that the traditional way of extrinsically motivating people by reward and punishment does not work. For complex tasks (teaching being one) people need to be intrinsically motivated with the notion that they are working towards a goal grater than themselves. Three things need to be prevalent to motivate people; autonomy, mastery and purpose. The notion of purpose can be clearly defined in collective teacher efficacy, where all are working collectively towards a certain goal. 
	
Conclusion
	Since its publication in 2015 Successful futures has been the basis of discussion within the Welsh Education system with the pedagogical principles at its heart. Yet for all the debate and training the principles have not been understood by the profession. I was come by the following tweet by Gareth Coombes an education consultant. 
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 (Coombes, 2018)

Although not an academic survey I believe many within our system have not read or cannot remember all 12 pedagogical principles. 
There are too many principles and some important omitions. The notion of 12 being too much resonates with the work of John Sweller (2016) who developed cognitive load theory. He argued that humans have a limited capacity in short term memory. Having fewer principles will have a grater impact, teachers will be able to recall three core principles which this will lead to debate and understanding. 
Not enough attention was given in Successful Futures to teacher mind frames. As Hattie (2012) argues, what teachers think comes first, what they do (pedagogy) will follow. Here lies the importance of an evaluative mind frame. 
Not all pedagogical principles were of equal importance. Indeed, many derive from a deep understanding of formative assessment. As Wiliam (2018, p. 169) states nothing is likely to have as much impact. If teachers through an evaluative mind frame gain a deep understanding of formative assessment it will lead inevitably to the realisation of several of   the pedagogical principles (Donaldson, 2015) including; blended learning, metacognition, growth mindset, social and emotional understanding and authentic contexts.   
Finally, effective leadership is key to effective pedagogy. To realise the aspirations within curriculum for wales all teachers within a school must engage. Here lies the importance of collective teacher efficacy. The notion that all within an organization are working towards the same goal. Key documents in realising this will be Schools in Wales as Learning organizations (Welsh-Government, 2018) and the subsequent effect this will have of accountability measures (Donaldson, 2018). Likewise, the emphasis that new professional teaching and leadership standards (Welsh-Government, 2017b) put on collaboration. 
If all three core principles are prevalent in a school, then I believe curriculum for Wales will be realised. 




 



Section 2 

Report to SMT

The elaboration of the four curriculum purposes in each school will lead to changes in pedagogy 
(Donaldson, 2018, p. 30)

To realise the ambitions stated in Successful Futures and therefore implement Curriculum for Wales successfully across the EAS region many leaders, teachers and support staff must change their practice. A body of research points to the impact a teacher has on a student’s progress with (Hattie, 2012), indeed Wiliam notes that having a good teachers for three years would raise the achievement of a child from a disadvantaged background to that of a child from an affluent background taught by an average teacher (Wiliam, 2018, p. 160). 
	In the following force field analysis, I have tried to summarise the forces for and against change that will directly and indirectly effect pedagogy. Each aspect will be discussed in detail below followed by an action plan. 





Force field Analysis – Implementation of pedagogy to deliver Curriculum for Wales within EAS region
Against change
For change


Implementation of pedagogy to deliver Curriculum for Wales in EAS region

(5) Teacher 
habits 
(4) Professional Standards for Teaching and Leadership 





(4) Historic Accountability


(5) Changes to Accountability - SLO





(4) Lack of time for professional learning
(5) Effective use of  time allocated for professional learning




(4) Lack of leadership at all levels

(4) EAS Professional Learning Programmes


	
(4) Intrinsic motivation
(3) Lack of motivation to change




Total - 20
Total - 22

For change

Professional Standards for Teaching and Leadership 
Hattie (2014 & 2012) notes that the biggest difference to student achievement is the way teachers think. He argues that teachers and leaders should have an evaluative mind frame where they question their impact and continuously improve. Wiliam argues that teaching is such a difficult hob that ‘never get any good at it’ (Wiliam, 2006, p. 15), all can improve.   	
The new professional teaching standards (applicable to all teachers and leaders from September 2018) advocate this notion of continuous development. By moving away from binary ‘lowest common denominator of standards’ (Harris & Muijs, 2005, p. 140) to a continuum; teachers, leaders and support staff[footnoteRef:1] will place themselves on a spectrum towards ‘sustained highly effective practice’ (Welsh-Government, 2017b). This evaluative mind frame can be seen in the statutory induction of Newly Qualified Teachers (NQTs), here they use the standards to reflect upon their practice and evaluate the impact of their actions. It is also evident in in the leadership standards with a descriptor entitled ‘Evaluating the impact of changes in practice’ (Welsh-Government, 2017b).  [1:  Draft professional standards for assisting teaching are available to use from September 2018. They are written in the same format as the standards for teaching and leadership. ] 

The standards also challenge the profession by broadening the concept of what it is expected of all professionals. Whilst acknowledging that ‘pedagogy is paramount’ (Welsh-Government, 2017b), the standards also include professional practices; collaboration, innovation, professional learning and leadership (Welsh-Government, 2017b). This concept of all as leaders concurs with Harris & Muijs (2005) when they argue that pedagogy is improved when leadership is located between and among all within the organization. 
The standards if used correctly are a strong leaver for change and have the capacity to help change the mind frame of educators which will in turn effect pedagogy and standards. 
	
Changes to accountability – Schools in Wales as Learning Organisations
	As Wales moves away from high stakes accountability towards a system based upon trust (Donaldson, 2018) (OECD, The Welsh Education Reform Journey a Rapid Policy Assessment, 2017)  schools will be given time to reassess why they do what they do and innovate. A key document in the new accountability system will be Schools in Wales as Learning Organisations (Welsh-Government, 2018)  here all staff evaluate the school against seven key areas (see diagram 3) this should give the organisation a snapshot of current performance accompanied by clear priorities for improvement. The fact that all staff (including support staff) will be involved in self-evaluation will potentially give a more accurate self-assessment. Within this framework collective teacher efficacy will be paramount; if a school is to be considered as high performing then all staff must be working towards the same goal, and as Hattie (2017) states CTE has the greatest impact on student achievement.  

Effective use of time allocated to professional learning
As evidenced in the recent ‘Reducing Workload’ poster teacher (ESTYN, 2018c) workload is a significant issue is the recruitment and retention of staff. With time at a premium all non-contact professional learning must be used effectively. Using Wiliam (2018) as a guide the poster in the following section gives a plan for an effective monthly professional learning staff meeting. If used appropriately this could ensure that teachers reflect upon practice and improve.
Professional learning does not necessarily need to take place in a school or within school hours. With the development of technology such as podcasts, professionals could access professional learning at a time that is convenient for them. The EAS is currently piloting a professional learning podcast that will give practitioners the opportunity to listen and re-listen to quality professional learning.

EAS Professional learning programmes 
With significant change, the need for high quality professional learning is crucial. From challenge advisors to newly appointed support staff all should have the opportunity to access professional learning where time is given to understand the proposed reforms.  By using the ETLF (Portal & For Schools, 2017) as a base, all EAS programmes will have a common framework and reference points. The region must create robust quality assurances procedures ensuring programmes conform to the current national professional learning model (see diagram 4) and the proposed new version due to be launched this Autumn (Welsh-Govenment, 2017a, p. 15). 

Programmes should focus upon impact with participants changing their practice after attending. This has implications for the structure of programmes as change requires a period of reflection (not a one-day course).  

Diagram 4 - National Professional Learning Model


[image: ] (Welsh-Government, 2015)


Intrinsic motivation 
	Daniel Pink in his book Drive (Pink, 2009) discusses the complexity of motivation and argues that the traditional form of motivation ‘extrinsic motivation’ (use of reward and punishment) does not work for complex tasks. With teaching being a very multifaceted profession as noted by Shulman (2004, p. 504) Pink maintains that a new form of motivation is required, ‘intrinsic motivation’. Here people do tasks not for reward but for the sense of working towards the greater good. For ‘intrinsic motivation’ to be effective then three things need to be in place; autonomy, mastery and purpose.  All three are evident in current reforms and are explained below. 

Autonomy – With an emphasis on subsidiarity (Donaldson, 2015) and trust (Donaldson, 2018) (OECD, 2017) schools will be given greater independence to decide upon curriculum that is relevant for their pupils. Under good leadership a teacher could earn autonomy and decide upon the pedagogy and content that is relevant for the students in her class. This could enthuse and motivate the profession. 

Mastery – Within the professional standards for teaching and leadership and the draft standards for assisting teaching all staff will be on a continuum towards sustained highly effective practice, all should be given the opportunity to improve. With a blended approach to professional learning (including live and e-based learning) all have the potential to access content and master their profession.  

Purpose – With the development of four national purposes (Donaldson, 2015) and schools as learning organisations (Welsh-Government, 2018). Educators in Wales should all be working towards a shared purpose and the greater good.
 
Against change

Habits
As Wiliam (2018) states getting teachers to change what they do in classrooms is very difficult. He argues that many teachers know what they should do (for example use AFL strategies when questioning) but fail to do so due to habit. He calculates that if a teacher has been teaching for twenty-two years then she would have asked over half a million questions.  With this amount of practice teachers become good at a particular way of doing things and getting them to change can be very difficult (Wiliam, Creating the schools our children need : why what we're doing now won't help much, and what we can do instead, 2018, p. 172). 
	The answer therefore is not more knowledge (teachers already know what they should do) but help in changing habits. To do this a climate for improvement must be created where teachers have time to reflect and discuss their teaching in a supportive non-judgmental way. Hence the need for regular professional learning meetings focusing on teaching and learning (see poster).   


Historic accountability
	With the combination of ESTYN, categorisation, end of key stage assessment and national tests the OECD’s judgment that Wales has struggled to find a balance between accountability and improvement (OECD, 2014, p. 7) was fair. This phenomenon is not unique to Wales as Harris & Muijs note that there has been a ‘dramatic shift away from teacher professionalism towards teacher accountability’ (Harris & Muijs, 2005, p. 140). But as Wales moves towards new accountability measures based on trust (Donaldson, 2018) there is a danger that the system will not know how to operate. 
Schools have been deemed good schools due to performance in end of key stage assessments and the subsequent bench marking. This has led to schools ‘game playing’ and focusing on small number of students that will ensure they climb the quartile ladder (Donaldson, 2018).  With less emphasis on this kind of data and more importance given to the concept of schools as learning organisations the need for professional learning of challenge advisors, leaders and teachers will be profound.
There is also a danger of the new accountability measures not being understood and acted upon by the system. As Donaldson noted in his recent review of ESTYN, particular attention was needed to seporte ‘perception from fact’ (Donaldson, 2018, p. 14). Indeed, ESTYN itself has developed a myth busting campaign (ESTYN, 2018b) explaining for example that inspectors do not need an individual lesson plan for every lesson. Although this is a welcome development from personal experience I know of school where leaders ask for individual lesson plans during inspections. 
With a system that has been heavily dependant on a particular form of accountability, any change will take time and require skilled diagnosis from Challenge Advisors. Schools will be on different stages of development with some requiring a light touch and others needing clear guidance. The region must ensure that key messages are consistent with the national agenda, important documents for realising this will be Schools in Wales as Learning Organisations (Welsh-Government, 2018)  and Education in Wales: our national mission (Welsh-Govenment, 2017a). 

Lack of time for professional learning
Teachers in Wales currently have 10% non-contact time, which equates to around 20 - 22 hours of teaching a week. In many high performing countries from PISA teachers spend less time teaching and therefore have more time to engage with professional learning, for example in China teachers teach between 11 – 16 hours (Schleicher, 2018). Without time, professionals may not have the opportunity to engage with reform in any depth it is therefore vital that any professional learning is of high quality. 

Lack of leadership at all levels
Estyn noted in its latest annual report that ‘in a quarter of primary schools and four-in-ten secondary schools, leadership requires improvement’  (ESTYN, 2018d, p. 49). It goes on to state that in these schools’ leaders have failed to develop a culture of professional learning. Within this context some schools require significant support in developing a sense of collective agency. The EAS could support these in two ways, firstly offer a structure of regular staff meetings focusing on teaching and learning could support the school (see section 3) and secondly ensure that leaders access professional learning programmes.

Lack of motivation to change
Although there was a broad welcoming of successful futures when it was published in 2015 (BBC, 2015) when the reality of change reaches the profession many may be reluctant to do so. This argument coincides with Priestley & Minty (2013) notion of second order engagement with curriculum for excellence in Scotland. Here teachers initial response to reform was positive (first order engagement), but second order was ‘significantly more complex’ (Priestley & Minty, 2013, p. 50). To overcome this a clear rational for the need for change is needed. 


Action Plan 
Implementation of pedagogy to deliver Curriculum for Wales in EAS region

	Aim
	Success Criteria
	Actions

	Potential Barriers

	How will we evaluate?

	Deep conceptual understanding of PSTL &ETLF by teachers and leaders across the region.
	· PSTL & ETLF used as a developmental tools within schools. 
· ETLF used as a common language around learning across region.


	· Professional learning schools to deliver sessions outlining how ETLF supports the standards. 
· Challenge advisors to receive training on how ETLF can be used a developmental toolkit. 
· Share infographic video explaining how ETLF is related to standards on various platforms. Click here for link http://sho.co/1ATV1

	· Historic understanding of standards influencing thinking.
· Lack of understanding by PL schools of PSTL and standards.
· ETLF used as an evaluative not supportive document. 
· Complexity of ETLF leading to  
	· Numbers of schools that attend ETLF briefing sessions – complete Microsoft forms.
· EAS to QA sessions delivered by PL schools.
· Develop a survey to assess understanding of PSTL and ETLF.


	School Leaders to understand how SLO can support self-evaluation and school improvement.
	· Schools to use the diagnostic tool developed by OECD and WG. 
· Diagnostic to influence school improvement planning.
	· Challenge advisors to receive training on link between SLO and school improvement. 
· PL for school leaders of how SLO can support school improvement – incorporated into PL programmes. 

	· Schools unable/ refuse to adapt to new accountability framework.
· Lack of understanding by Challenge advisors
	· Develop survey to CAs and school leaders on understanding of SLO. 
· SLO evidenced in school.
· PL prioritised within School Development plans.


	Develop quality Professional Learning across the region
	· Schools to use time allocated for PL effectively (see poster).
	· Share poster and rational with schools.
· Develop a set of bilingual e-based resources for schools to access. 
	· Schools to not see benefit of PL and do not engage.
· Poor quality of delivery poor.

	· EAS to monitor engagement and QA delivery.
· Survey all participants & heads 6 months after attending programme to question impact 


	
	· Develop and deliver three PL programmes leadership, middle leaders and teachers.
· Ensure programmes conform to national professional learning model. 
	· ETLF used as a base for all programmes. 
· SLO incorporated within programmes.  
· PL schools to be trained in delivery.
· Ensure red and amber schools  attend programmes. 
	
	· 








Section 3
the construction of an A3 poster (1500 words equivalent) intended to engage your colleagues in a dialogue about the Curriculum for Wales (Successful Futures). Include a rationale and critical evaluation of your work (1500 words). 
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Rationale 

	With the advent of the new curriculum the need for quality professional learning is significant, as time is a precious commodity schools need to plan carefully for all professional learning to maximise impact. From personal experience staff meetings tend to overload the agenda, disseminate too much information and don’t give enough attention for sense making. This has the effect of many teachers feeling frustrated, experiencing cognitive load and very little impact on classroom practice. 
	To improve Levin (2010, pp. 234-5) argues that schools must focus on a small number of goals with sustained effort. He states that professional learning should not be confined to whole days but discussed regularly in the form of effective staff meetings. Hattie (2014) explains that in ‘good schools’ teachers spend a significant amount of time talking about the quality of their teaching. Wiliam (2018, p. 175) argues that staff meetings need structure to maximise the benefits for students. 
	Wiliam (2018) has developed a structure for meetings that has been used in over two thousand teacher groups around the world and has been ‘successful wherever it has been tried’ (2018, pp. 176-7). Given this strong evidence and the need for effective professional learning within our schools I decided to base the poster on Wiliam’s six-part effective meeting. The following table explains the rationale behind the chosen language and design of the poster. 

	Aspect of poster
	Rational

	Title
Staff Meetings
for effective Teaching and Learning
	The title could have read ‘staff meetings for effective pedagogy’. I decided to use ‘teaching and learning’ as some staff may lack understanding of ‘pedagogy’ and felt ‘teaching and learning’ would engage staff more. 

	Meeting to be held every four weeks
	This would give schools the opportunity to conduct different staff meetings during other weeks (e.g. safeguarding, health and safety). Also gives time for implementation of new strategies. 

	All teachers given opportunity to facilitate meeting.

	Although Wiliam (2018) referred to this in his structure I was influence by the work of Harris & Muijs (2005) when they argue that ‘giving others real responsibility and developing others is the best way for a school to improve.’ (Harris & Muijs, 2005, p. 14)

	1) Set the scene (5min)
Teacher responsible for meeting outline aim from Excellent Teaching and Leadership Framework and shares success criteria. 

	Here I have incorporated the ETLF into the model as this will be the driving force for school improvement within the region. Through self-evaluation schools should have already defined which area of the ETLF they would be focusing on. This will be discussed by head and the facilitating teacher prior to meeting. 

	2) Warm up (5min)
Teachers to focus on their own learning and de-pressurise.
	Here teachers will have an opportunity to let of some steam and focus on their own learning. The thinking here is that if teachers are given this time they will be less likely to raise issues latter in the meeting

	3) Feedback (25min)
Each teacher to feedback (2 min each) to the group* on what he or she promised to try during the last meeting and the progress made in a month.
	The most important part of the meeting. Wiliam (2018, p. 176) argues that the fact that each teacher knows that they must report back has big bearing on weather they try to put into practice their previous plan. 
*Due to number of staff schools may exceed 25 minutes. If so - advised to split into groups of no more than 10 to keep within allocated time 

	4) New Learning (20min)
Teacher leading meeting to prepare input related to aims. Examples could include a TED talk, reading a chapter of a book, video of classroom practice. Resources available on HWB.
	This is the responsibility of the facilitating teacher to find resources. EAS to support initially with a bank of resources on HWB. The long-term aim is that teachers will find for themselves.  

	5) Action planning (15 min)
Teachers given time to plan what they are going to try over the coming month. 

	This is reflection time for the teacher and time to plan. A model of a plan to be placed on HWB– teachers to add to it during every meeting. 

	Time
	Specific time is given to keep meeting on track and ensure staff leave at an appropriate time. Timings to be shared at the start of meeting.  

	Design
	The poster is deliberately simple in language and design. If things are delivered in a simple way, then I believe teachers are more likely to engage and therefore have greater impact. 



Critical Evaluation
	As the structure is the same every four weeks then it is possible that some staff may become board. However as Wiliam (2018) argues staff tend to settle quicker during these meetings as they know what to expect and ‘as the structure fades into the background, the teachers’ own professional learning comes into the foreground’ (Wiliam, Creating the schools our children need : why what we're doing now won't help much, and what we can do instead, 2018, p. 177)
	A second concern is that teachers will not use time effectively and will need external support. This may be the case is some schools and EAS staff may need to model meetings, but the long-term goal would be that schools adapt the structure to fit their needs and what works for them. 
	An additional problem could be workload for staff and reluctance of some to facilitate and find resources. Here the EAS could help by producing a bank of resources and initially two teachers could collaborate with facilitation. Also, time must be spent on developing a collaborative culture and explaining that leadership is located between and among all individuals (Harris & Muijs, 2005, p. 34). Leadership also is one of the five new standards for all teachers and leaders in Wales,  (Welsh-Government, 2017b) all teachers are expected to lead. 
	A risk also lies in the ability of senior leadership to relinquish control. Heads might find it difficult to be in a position where they do not have direct control (Harris & Muijs, 2005, p. 33). Here the EAS will play a role in explaining the benefits of distributed leadership and that ‘when teachers learn together, the possibility of securing better quality teaching is increased’ (Harris & Muijs, 2005, p. 29). 


Conclusion
	In the first section I argued that three core principles were needed to successfully implement the Curriculum for Wales, all three can be seen in the six-part staff meeting advocated by Wiliam (2015). 
	Evaluative mind frame – In order for teachers to feedback to others then they must evaluate how effective their change in practice was. This will also affect the action plan that they decide upon. Moreover, with regular monthly meetings an evaluative mind frame should develop over time.
	Deep understanding of formative assessment – During feedback session teachers will be assessing the impact their change in practice is having on students. This will deepen their understanding of formative assessment. Also, many of the elements of the ETLF focus on formative assessment for example 
· ‘Assessment, Review and Evaluation’,  
· Subject Knowledge, Challenge, Expectations and Differentiation
(Portal & For Schools, 2017)

Collective teacher efficacy – With the whole staff looking at an aspect of teaching and learning every month and different teachers leading meetings a collective agency can be created.  


Appendix A – Hattie (2012, pp. 266-268) – a list of influences
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Appendix B – Copy of section of ETLF
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Plan


Teach


Assess


Reflect



Deep understanding of formative assessment*


Evaluative Mind frame


Leadership to enact collective efficacy
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1) Set the scene (5min)

Teacher responsible for meeting
outline aim from Excellent Teaching
and Leadership Framework and shares
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3) Feedback (25min)

Each teacher to feedback (2 min each)
1o the group* on what he or she
promised to try during the last meeting
and the progress made in a month.

5) Action planning (15 min)

Teachers given time to plan what they
are going to try over the coming
month.

“an environment where like minded
professionals can support each others
growth”

Wiliam (2018, p177)

2) Warm up (Smin)

Teachers to focus on their own learning
and de-pressurise. Possible prompts
share something that a student said
that made them smile, what they are

looking forward to in school etc.

4) New Learning (20min)

Teacher leading meeting to prepare
input related to aims. Examples could
include a TED talk, reading a chapter of
a book, video of classroom practice:
Resources available on HWB.
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APPENDIX

A list of influences
on achievement

RANK  INFLUENGE ES
1 Self-reported grades/Student expectations 144
2 Piagetian programs 1.28
3 Response to intervention 1.07
4 Teacher credibility 0.90
4 Providing formative evaluation 0.90
6 Micro-teaching 0.88
¢ Classroom discussion 0.82
8 Comprehensive interventions for learning disabled students 0.77
9 Teacher clarity 0.76
10 Feedback 0.75
11 Reciprocal teaching 0.74
12 Teacher-student relationships 0.72
13 Spaced vs mass practice 07
14 Meta-cognitive strategies 0.69
15 Acceleration 0.68
16 Classroom behavioural 0.68
17 Vocabulary programs 0.67
18 Repeated reading programs 0.67
19 Creativity programs on achievement 0.65
20 Prior achievement 0.65
21 Self-verbalization and self-questioning 0.64
22 Study skills 0.63
23 Teaching strategies 0.62
24 Problem-solving teaching 0.61
25 Not labelling students 0.61
26 Comprehension programs 0.60
27 Concept mapping 0.60
28 Cooperative vs individualistic learning 0.59
29 Direct instruction 0.59
30 Tactile stimulation programs 0.58
31 Mastery learning 0.58
32 Worked examples 0.57
83 Visual-perception programs 0.55
34 Peer tutoring 0.55
35 Cooperative vs competitive learning 0.54
36 Phonics instruction 0.54
37 Student-centred teaching 0.54
38 Classroom cohesion 0.53
39 Pre-term birth weight 0.53

40 Keller’s Master Learning 0.53
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Appendix C

RANK INFLUENCE

96 Exercise/relaxation
97 Desegregation
98 Teaching test-taking and coaching
99 Use of calculators
100 Volunteer tutors
101 Lack of illness
102 Mainstreaming
103 Values/moral education programs
104 Competitive vs individualistic learning
105 Programmed instruction
106 Summer school
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108 Religious schools
109 Individualized instruction
110 Visual/audio-visual methods
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114 Charter schools
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123 School counselling effects
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125 Matching style of learning
126 Teacher immediacy
27 Home-school programs
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130 Mentoring
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135 Distance education
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138 Out-of-school curricular experiences
139 Perceptual-motor programs
140 Whole language
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144 Student control over learning
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