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Background
‘Wales is taking a gamble…it’s still all to play for’ (William, 2019). This judgement made in reference to Wales’ most radical, transformational reforms to the curriculum in a generation by a senior academic, lays testimony to the sheer scale of the undertaking at play in the nation’s education system. There are many variables affecting the chances of success; there is excitement, confusion, passion and caution over the design and implementation of the finished product. And the finished product, a new National Curriculum for Wales, envisaged by Professor Graham Donaldson in 2015, will hopefully be one which will develop:
Ambitious, capable learners, ready to learn throughout their lives; enterprising, creative contributors, ready to play a full part in life; ethical, informed citizens of Wales and the World and healthy, confident individuals ready to live fulfilling lives as valued members of society.
(Donaldson, 2015, p.29)
Convincing a nation of teachers, school leaders and parents of the need for radical, educational reform is no easy task. Change as a concept and a process is a very complex and human experience. Robinson (2015, p.249) asserts that people ‘need to believe that there are good reasons for change and that the place they aim to be will be better than where they are now’. Hargreaves and Fullan (1998, p.28) suggest that parents need to understand that the schools which will be best for their children in today’s world have to be different from what they experienced as children. There are conventional views of what education should look like; after all, we can all purport to be experts having all attended school. It can also be argued that this suggestion should also extend to teachers who belong to a generation who, once qualified, believed that they could close their classroom door with the expectation that they be left unhindered to the point of retirement. Mechanisms of accountability have increasingly prevented such stagnation in professional growth but attitudes are not always easy to change. Indeed, to be unconvinced of the need for change breeds serious resistance. As Leithwood et al. (1999, p.220) point out, pre-professional experience and long tenures of some teachers create ‘deeply rooted sources of resistance’ to change.  However, there is no denying that there has been a strong case for change in the Welsh curriculum. 

Case for Change
Hargreaves and Fullan (1998, p.19) state that ‘schools can no longer be indifferent to what kinds of living and working await their pupils when they move into the adult world.’ Esteves (2019) perpetuates the message that we are preparing students for jobs that do not yet exist, using technology that hasn’t been invented. Indeed, many commentators assert that the Digital Revolution is just starting. The most in-demand jobs today include, for example, data scientists, big data architects and digital marketing and these hardly existed ten years ago. Esteves (2019) further explains that students starting a technical or college degree will find that half of what they learn in the first year will be outdated by their third year of study. The world is changing at a fast rate; technology permeates our lives; children are learning in different, varied ways; new research exposes new methods for teaching and learning and explains how the brain develops and functions. We are bombarded by information and thus need to navigate our way through this shift to better serve the needs of the future generation. Jahanian (2020) describes how we are ‘in the midst of a profound social and economic transformation that has been catalysed by breath-taking advances in automation and artificial intelligence, and unprecedented access to data and computation.’ Welsh Government (2019) concur, explaining that ‘advances in technology and globalisation have transformed the way we live and work and these have major implications for what and how children need to learn’. It is incumbent on all of society to ensure that future generations are equipped for the fast-changing world that awaits them. It is a moral imperative. Indeed, as Leithwood et al. clearly state:
What a great many teachers and other educators now believe, that they did not believe before, is that the development of social capital is something for which they must take responsibility.
(Leithwood et al., 1999, p.207)
With such changes at a societal level, the children and young people of Wales need and deserve a curriculum that duly prepares them for this world. The case for change is undeniable and compounded by Wales’ performance in international tests such as the Programme for International Student Assessment (PISA). The alarm bells rung when Wales fell behind England, Scotland and Northern Ireland in Mathematics in the 2012 PISA tests.  An educational diet based on a concept and framework devised in 1988 (albeit revised and updated since then) when use of the internet was uncommon, is not fit for purpose today. Robinson (2015, p.68) explains how the Education Act of 1988 was an ‘earthquake in British education. Until then, {teachers} could teach whatever they liked’. Indeed, the profession was afforded a great deal of trust, something the current workforce complains is lacking. As such, Donaldson’s vision and aim has been to hand the profession greater autonomy, freedom and flexibility to structure what they teach to suit the needs of their own pupils with an underlying purpose to make them ‘more adaptable to change, capable of learning new skills throughout life and equipped to cope with new life scenarios’ (Welsh Government, 2019).   
However, as is often the case in life, it’s easier said than done. In the build up to 1988, Robinson (2015, p.68) states that the National Curriculum was criticised as ’too narrow and utilitarian’. The Conservative Government’s recent revisions to the National Curriculum in England in 2013 were criticised as narrow, elitist and outdated in its focus on subject and knowledge. Refreshingly, the vision for the new Welsh National Curriculum is the polar opposite to England’s strategy in replacing traditional subjects with six Areas of Learning and Experience. Hargreaves and Fullan (1998, p.vii) suggest that what makes Britain interesting is its fast-paced approach to educational reform, ‘where drastic and sometimes draconian changes have been inflicted on the teaching profession not developed with it.’ On a positive note, the approach to curriculum design, implementation and delivery in Wales is a collaborative affair and certainly the shared endeavour of many experts with the teaching profession firmly at its centre. And yet, the new Curriculum for Wales has not escaped criticism. For example, there are disagreements as to what is considered worthwhile knowledge with claims that pupils ‘will not be taught enough of what actually matters’; that the ‘current design will reduce the need for specialist subject teachers’ as it scraps traditional subjects, which may lead to redundancies; and that too many statements were ‘generic, poorly defined’ (Wales Online, 2019) with ‘opaque’ outcomes (Williams, 2019). 
Fullan (2015) warns of assumptions about change. He suggests that leaders should expect disagreement and conflict and that these form part of the journey towards successful change. In many ways, there has to be a series of checks and balances in place to ensure that the finished product is of the highest standard. This can serve as some comfort to practitioner-designers and leaders who are attempting to realise an ambition rooted in a sense of duty to future generations. But, as stated previously, change is a complex process which requires the right kind of leadership to navigate its tough terrain. Leithwood et al. (1999, p.4) make the point that ‘outstanding leadership is exquisitely sensitive to the context to which it is exercised.’ It is therefore worth turning our focus to this context.
Context
Wales has undergone, alike England, as Hargreaves and Fullan (1998) imply, comparatively large scale educational reforms. In the last fifteen years alone, the Welsh education workforce has had to respond to the Literacy and Numeracy Framework (2008); the Digital Competence Framework (2008); Donaldson’s vision for the new curriculum ‘Successful Futures’ (2015); the New Deal (2015) which was designed to reshape Continuous Professional Development; the subsequent National Approach to Professional Learning (2018); the new Welsh Baccalaureate specification (2015); reformed GCSE qualifications (2015); reviewed Professional Standards for Teaching and Leadership (2017) and changes to teacher training in Wales, ‘Teaching Tomorrow’s Teachers’ (2017). Whilst we cannot criticise the need for radical reform given societal change and international test scores, this has all been introduced against a background of austerity and reduced school budgets creating reduced teacher numbers as a result of redundancies or natural wastage. It has been claimed that ‘schools in Wales have lost more than 1,400 teachers since 2011 while pupil numbers fell  by just 29’ (Wales Online, 2019). Added to this is the all-pervasive feeling of pressure from Estyn, the School Inspectorate, to assure quality and standards; the position of schools in the National School Categorisation; the challenge of pupil behaviour and, in my opinion, most significantly, the pressure of time on individual teachers. Grigg (2016, p. 168) points out that teachers are ‘always mediating another initiative’ whilst Hattie (2015) refers to the ‘politics of distraction’ and suggests that we must give our full attention to the core business of teaching and learning rather than becoming distracted by the infrastructure, the curriculum, assessment and buildings. Gladwell (2000, quoted in Fullan, 2003, p.27) points out that ‘context is more powerful than individual dispositions.'  Fullan (2003, p.3), supports this point in reference to The National Strategy in England, that between 1997 and 2002, ‘as literacy and numeracy scores in England rose, the morale of teachers and principals declined’. The basic working conditions of teachers did not change to enable them to become more fully engaged. For the new Curriculum for Wales to succeed, the contextual pressures outlined above will need to improve and evolve in tandem with reform measures. Equally, leadership practices will need to change to reflect the context in which leaders are operating, as Leithwood et al. (1999, p.15) explain ‘different contexts require different leadership responses.’
When one considers that the new Curriculum for Wales is being largely developed by teachers and practitioners through a cross-sectional network of Pioneer Schools drawn from across Wales , there may be a case to argue that in handing over the design of the curriculum largely to the teaching workforce, albeit rooted in theory, research and inclusive leadership with support from an all Wales partnership, as was recommended by Donaldson (2015), the focus of a workload weary workforce should exclusively be on pedagogy and practice rather than on curriculum design too. Viviane Robinson (2007, quoted in Grigg, 2016, p.240), in her meta-analysis of 26 studies on the impact of school leadership, showed that the more leadership is focused upon teaching and learning and the professional development of teachers, the greater its impact.’ And as Alexander (2010, p.243) claimed, ‘A curriculum is only as good as those who teach it.’  It begs an early question in this case study as to whether the education workforce, given the context and despite positive intentions of empowerment and participatory, inclusive leadership, have been given the wrong project to complete. 
Implementation
Faced, therefore, with such a context and an education work force that has been conditioned to accept top-down leadership and prescription since 1988, the challenge for Welsh Government and policy-makers has been and is significant. There is an argument that curriculum reform, implementation and delivery needs to happen quickly to keep up with the fast pace of change. In the same way that university degree students may find certain course content outdated by the end of their degree, could the same be said for aspects of the new Curriculum for Wales? Will Donaldson’s vision be outdated by the time students are receiving their new diet?  And yet, research suggests that deep and enduring change takes time. Leithwood et al (1999, p.219) indicate that most evidence suggests that a five year period of time has been required for moderately ambitious reforms. There is no escaping the complexity and criticality of leadership and management in delivering the new Curriculum for Wales successfully. Covey (2004, p.101) stated that ‘The rapidly changing environment in which we live makes effective leadership more critical than it has ever been,’ whilst Harris (2014, quoted in Grigg, 2016, p.232) suggests advocates argue that the traditional top-down model of leadership is no longer fit for purpose in the 21st century.’  Connolly et al (2019, p.504) offers a simple understanding of educational leadership as an ‘act of influencing others in educational settings to achieve goals.’ It is also important to distinguish between the role of leader and the role of manager. Covey (2004, p.101) succinctly distinguishes between leadership who deal ‘with the top line: what are the things I want to accomplish?’ and management who deal ‘with the bottom line: how can I best accomplish certain things?’ Both have pivotal roles. Leithwood et al. (1999, p.4) however, point out that there is ‘no final word on what is good leadership,’ and this is a view shared by many who are unable to agree upon a precise definition.  These statements alone exemplify the complexity of leadership and management.   
Hargreaves and Fullan (1998, p.4) argue that ‘until society realises that the quality and morale of teachers is absolutely central to the wellbeing of pupils and their learning,’ reform efforts will not succeed. And in agreement with Robinson’s (2015) point referred to previously, Hargreaves and Fullan (1998, pp.30-31) reinforce the view that ‘teachers will not commit to a change if they cannot see the point of it’. Moreover, Robinson’s (2015, p.232) point that schools’ need to know that policy-makers really understand the day to day challenges of teaching and learning’ together show that there is a real need for acute awareness and profound understanding at the top level of leadership of the nature and demands of teaching on the ground. In this case, Welsh Government need to demonstrate throughout this ongoing process, that they recognise and take account of the reality of the role of today’s teachers and this is translated in suitable measure by how they respond, lead, guide and support the workforce. Indeed, in undertaking a review of the curriculum and assessment arrangements in Wales in 2014, Professor Donaldson and his team met and consulted with a cross-section of the education workforce across 60 schools in Wales and gathered 700 responses from the call for evidence, 300 of which were from children. And they stated that ‘listening’ was at the heart of the review in which they asked people what was best about education in Wales and what needed to change (Donaldson, 2015, p.3). It would be fair to speculate that in the early stages of consultation and recommendation, the Donaldson Curriculum inspired motivation, excitement and the trust of the education workforce and beyond. Yet, the Education Secretary, Kirsty Williams’ recent response to criticism of a lack of clarity in Wales’ new curriculum in which she expressed concern that there was a misunderstanding of the vision behind the curriculum is worrying (Wales Online, 2019). Whilst not directly attributing blame, she does suggest that clear understanding was seemingly amiss. This begs the questions of the extent to which Welsh Government were aware of how well stakeholders had grasped what the reforms would eventually look like.  Moreover, recent reports from the NASUWT, the Teacher’s Union, describe how their members ‘have lost faith in the progress and development of the reforms and that trust and belief in the process has been seriously undermined’ (Wales Online, 2019). The interactions between all potential change agents are rather sensitive yet critical, illustrating the role of leaders in walking a tightrope between empowering the collective team and keeping everyone on track, clear of agreed goals and cognisant of their progress. On the other hand, we must treat news reports with caution as political and economic implications may also be at play. When threats of job loss are uttered, these can permeate across the board and especially through the news media.  Conversely, we must also be aware of other human factors restraining movement towards change and these can include habit and attachment to tried and tested ideas, inertia, familiarity with content as well as fear of the unknown. 
The psychologist Abraham Maslow simplifies this issue for us in his statement that ‘in any given moment we have two options: to step forward into growth or step back into safety’ (Maslow, quoted in Merlini, 2016). Donaldson’s vision and the purposes inherent within the essence of the new curriculum are transformational in relation to the current diet in schools across Wales and these have been clearly communicated to the entire profession. The challenge for leadership, at all levels, is to take the team on this journey of change and transformation whilst keeping an eye on the prize, as the late Stephen Covey recommended (Covey, 2004). The ongoing demand for leadership at all levels is to take a workload-weary team on the journey with you. And it is not just the interactions between team members and leadership which affect progress towards an agreed goal, it is also, in this case, the intersection of a wide range of recent reforms which together theoretically signal transformational and sustainable change for the better. But the timing of all intersecting factors is crucial – when these are all fully embedded, the prize will have surely been won. However, to revert to a previous point that the curriculum is only as good as those who teach it (Abraham, 2010, p.243), much rests on the quality of the current workforce and specifically individual teachers right now who have been engaged in Pioneer Schools across Wales in the development of the Areas of Learning and Experience. One hopes that Freud’s words that ‘the more magnificent the prospect, the lesser the certainty, and also the greater the passion,’ ring true (Freud, quoted in Fullan, 2003, p.1). The outcome is reliant upon the distribution of passion across Wales and meaningful collaboration at local level. It is not enough to say that collaboration alone and being handed responsibility and thereby ownership will deliver a truly successful outcome. Robinson (2015, p.233) suggests that education thrives on partnership and collaboration within, between and across schools – the basis upon which the clusters of teams across Pioneer Schools is based. But, as Cohen and Hill proved in their study of California’s effort to change and improve Mathematics teaching, ‘collaboration, per se, does not mean that new ideas would necessarily flourish’ (Cohen and Hill, 2001, quoted in Fullan, 2003, p.7). Much rests on each individual member of the team forming an essential component of the larger collective;  the extent to which they are intrinsically motivated and inspired to deliver their best efforts and the conditions under which they have been empowered and enabled to do so. To understand this requires a closer examination of the implementation and operation of the work in progress i.e. the new curriculum, and how it is being led and managed from within. 
Whilst this is a transformational reform, one may, at a simplified level, assume that a transformational leadership style is at play i.e. one which places a central focus on the commitments and capacities of members of an organisation. But Turnbull (2009) explains how it is a challenge to apply a model of transformational leadership onto a system that is deeply embedded and traditional. Guy Claxton (2008, quoted in Turnbull, 2009) argues that the production line system is entrenched in schools and this leads to significant leadership challenges – the workforce has been conditioned to accept top-down directives having experienced in some cases a form of transactional leadership. Yet, Connolly et al. (2019, p.513) advocate the need for transformational leadership.  Donaldson (2015, p.14), however, recommended an inclusive leadership approach based on the principle of subsidiarity which would focus far more on how relationships can accomplish goals together for the mutual benefit of all. But, he conceded that there was no single best approach to educational reform in account of much research in this field. One can assume that contextual differences within, between and across schools and indeed countries add to this complexity – there is therefore no ‘one size fits all approach’ and certainly, when we are dealing with an entire nation rather than just one school, we can more readily accept these complexities.  We also need to consider the nature of change as a concept in itself. We are living in a fast-paced changing world. In many ways, one can assume that it will not necessarily take another thirty years before there is a second iteration in response to global and technological change. Leadership practices will need to evolve and adjust in equal measure.
Donaldson (2015, p.92) also advised that an effective change strategy should be adopted; that the purposes of the reform programme are communicated clearly and effectively; that active involvement of the teaching profession through engagement mechanisms is secured and expectations for the pace of change are set and communicated. He further suggested that in order to create a high performing system, there is a need to develop local responsibility and decision-making whilst building capacity (Donaldson, 2015, p.101). In many ways, Donaldson encourages the opposite approach to traditional leadership theories such as Trait Theory and Great Man Theory which assume leaders are born and bestow heroic qualities. He also advocated Welsh Government adopt an ‘arms-length structure for day to day leadership’ whilst pioneer schools worked closely with networks of cluster groups, central development teams such as the Department for Education and Skills (DfES), Estyn, Regional Consortia, Local Education Authorities and wider specialist groups such as higher education institutions. Leadership of key areas is distributed across all stakeholder groups, for example, DfES carries responsibility for the management of the implementation plan whilst consortia and local authorities deal with accountability and support mechanisms. But ownership of the design of the curriculum lies with schools and teachers with external support and guidance. In effect, the most critical element of the most radical and transformational reform in welsh education in a generation has been handed to the profession itself. Hargreaves and Fullan (1998, p.32) clearly state that ‘you can’t get large scale reform by bottom-up strategies’ even though much rhetoric attests to the need to give teachers ownership over reform as a means to secure their ‘buy-in’ for fundamental change. On paper, Donaldson’s recommendations for the development of the curriculum appear sound enough but recent criticism by NASUWT of the way it is being implemented and how many teachers feel frustrated and excluded by a small team of senior staff and pioneer schools is at odds with his perspective (Wales Online, 2019). Moreover, opinions differ on how efficiently schools pioneering the curriculum are communicating with others and the National Union of Teachers (NUT) complained of a lack of direction and vision in terms of translating ‘the fantastic vision of the Donaldson review into something tangible ‘ (Wales Online, 2019). The Association of School and College Leaders (ASCL) has complained about the gap between the desire of schools to implement the new curriculum and the ability of teachers to deliver. News reports suggest that schools and unions are looking for clear leadership and direction from Welsh Government on the way forward (BBC, 2019). Indeed, some suggest the need for a guiding framework which is similar to criticism levied at the reforms of 1988 when many schools complained of confusion; of needing more detail and a clearer framework (Morgans, 2020). And predictably, there are concerns over teacher workload during the transition period i.e. professional learning, preparation and readiness. 
These are interesting criticisms for a few reasons. Firstly, research suggests that the plans for implementation which are consistent with the philosophy of trusting and empowering leaders were along the right lines and would deliver positive outcomes. Fullan (2003, p.86) asserted that the solution for successful reform ‘lies in developing, mobilising and taking advantage of the authority, voice and insight of teachers, Heads and LEA staff.’ He alerts us to a study of working conditions undertaken by Price Waterhouse Coopers in 2001. They concluded that ‘to realise the goals of the educational system,’ there was a need to ‘foster increased teacher ownership’ (Fullan, 2003, p.5).
And yet, criticisms of current progress to date have ensued. Secondly, the negativity centres on the implementation of the new curriculum which resonates with reports from Scotland in reference to their Curriculum for Excellence, upon which, many of the principles of ‘Successful Futures’ was based (Seith, 2019). Seith (2019) reports in her article that the ‘main complaints from teachers are that the Curriculum for Excellence (CfE) has led to a huge increase in their workload and excessive paperwork.’ Again, the study undertaken by Price Waterhouse Cooper also showed that educational reform relies on the reduction of teacher workload (Fullan, 2003, p.5). Indeed, one could speculate that concerns in Wales may be fed by such reports from Scotland and, in effect, create a self-fulfilling prophecy for an entire workforce that, in spite of its glorious vision, the curriculum is doomed to fail. In fact, Welsh Government alarmingly raise concerns that some comments have ‘called for continuing with a narrow and overcrowded curriculum’ which is at odds with the vision and case for change (Wales Online, 2019) and as Fullan (2003, p.46) points out, mandated change upon which the existing curriculum was based, has a very poor track record. This raises an interesting question as to whether the education workforce of Wales is finding the transition from prescription to autonomy particularly challenging which would be unsurprising given the history of educational leadership. Marquet (2019) explains, in his role as captain of a nuclear submarine, how crew members were conditioned to accept, without question, orders from above – to be given autonomy is significantly different from developing autonomy and agency.    
Donaldson and Welsh Government’s plans for implementation are indeed ambitious and aligned with the ambitions of curriculum reform itself.  Estyn (2019) has acknowledged the strength of the pioneer model in promoting the principle of subsidiarity, but proof, of course, will be in the pudding and it is with caution that one must accept individual reviews and conjecture as representative of an entire workforce. In this respect, it is useful to apply Lewin’s Force Field Analysis (Mind Tools, 2020) to deepen our investigation of the forces for and against successful implementation of the new curriculum. (See Figure 1 on p.11).
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Figure 1: Force Field Analysis (Source: Personal Collection).
By subjectively applying Lewin’s Force Field Analysis against a background of political, economic, social and technological change, we can observe that there are marginally stronger forces for change at play. Restraining the push factors for change that a paradigm shift creates is difficult but there are several barriers resisting the force and these raise several questions: are teachers suitably equipped and capable of undertaking curriculum design? In other words, are they the right people to undertake the task?  How were they selected? What is the nature of support provided to them from external experts? Have teachers bought into the reason for change?  Are the conditions congenial to successful reform? How do you develop networks of leaders and managers (local, central and executive) capable of sustaining deep change together? Is there a danger that such large scale reform leads to a silo-approach to leadership and management?  
One must also question whether policy-makers are able to navigate through the complex dynamics of implementing the curriculum in an ongoing and iterative manner. In other words, as words of caution are offered, for example, on what might work in one school, might not necessarily work in other more challenging contexts (William, 2020), or as opinions abound   on the basic concepts and draft materials, gathered and welcomed through various feedback mechanisms (Mackie, 2019), policy-makers and the networks of leaders need to respond discerningly - and humbly return to the drawing board. Fullan (2003, p.21) reminds us that ‘You need to tweak and trust the process of change while knowing that it is unpredictable’. This would also need to include reflection upon their leadership and their ability to master a large repertoire of practices in response to contextual differences.  The diverse nature of Wales’ educational context needs different leadership styles at different times; it demands a blend of flexible and effective leaders and managers and although this is easier said than done, we cannot shy away from the task. 
Fullan (2008, quoted in Grigg, 2016, p.12) refers to the ‘too tight – too loose’ dilemma. In other words, too much freedom can lead to a ‘vague sense of direction’ whilst ‘clearly defined structures can be too constraining and generate resistance.’ Fullan (2003, p.46) also states that distributed leadership is needed to create passion and participation in educational reform; that you can’t get this from the centre or heroic leaders; that you need energy and the fostering of energy all over the place. Bolden et al. (2009, p.258) state that it is unclear what is actually being distributed in this model and that it is an approach to aspire to. In other words, in practical terms, the theory is not always translated as it is intended. What is unclear, and in spite of Donaldson’s recommendation for an inclusive leadership strategy, is what specific leadership practices are at play in any given moment. However, there is a need to push back against the restraining forces and to this, we now turn. 
Future prospects
To pre-empt failure, William (2019) recommends the design of high quality, national textbooks designed by subject experts and psychologists to support and guide teachers, whilst simultaneously reducing the burden of extra workload as reported by colleagues in Scotland. He suggests this would take five years; perhaps the implementation period should be delayed in light of this. And surely this would be acceptable to critics given the collective will is needed to effect long-term, deep and enduring change. Others highlight the need to join up the dots and ensure assessment and qualifications tightly correlate with the demands of the new curriculum: ‘The approach taken by the exam body, Qualifications Wales, will be critical’ (Seith, 2019). William (2019) cites the need for time, for teachers to make sense of the new curriculum and to understand how to apply the concepts to their own contexts. High quality professional learning is indubitably needed. Welsh Government boast of their biggest investment in professional support for teachers since devolution but the £24 million quoted and the provision of an extra day of INSET a year for the next three years has been slammed by critics as ‘woefully inadequate’ (Wales Online, 2019). 
Conclusion
Giving teachers the space and time to absorb the new curriculum and engage in dialogue with colleagues is critical. Coaching and mentoring staff to move past barriers to change; to embrace a new chapter and make the transition from prescription to autonomy is also a priority. And listening, properly, and not as a token gesture, to the profession whist ensuring the highest quality teachers and new entrants to the profession remain and thrive in the profession are pivotal. This is not merely curriculum reform per se; it is a cultural transformation for every stakeholder across every strata of the education system. No-one can argue with Welsh Government’s driving purpose and there are indeed lessons to learn together throughout this process - if the teaching workforce was not professionally or culturally ready to accept autonomy, then an action plan can be developed to build teacher agency. And, if the process of implementation has exposed challenges or weaknesses in leadership and management practices, then professional learning can be prioritised to address this. Senge (2006, p.14), coined the phrase ‘the learning organisation’ which is defined as an organisation that is open to new ideas and ‘continually expanding’ its capacity to create its future.’ This, surely, is a perfectly apt description for the collective organisation of schools across Wales whose core business is learning and teaching. But, as our analysis demonstrates, for any new set of new ideas to flourish relies on rather masterful, complex and flexible techniques of leadership and management.  
[bookmark: _GoBack]Once the curriculum and assessment arrangements are fully in place for some time, one would be better positioned to give a more accurate and balanced reflection and evaluation of the design, implementation and impact of the new curriculum on Welsh students, much like Scotland has done. In the meantime, it is important for the educators and policy-makers of Wales to hold onto the vision Donaldson captured in ‘Successful Futures’ as there is one clear certainty - we cannot afford to sit still while the world around us changes at an alarmingly fast rate. 
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