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[bookmark: _GoBack]Learning for Life: a critical analysis of the evidence for which education in Wales prepares children and young people for a good life in a rapidly changing global context.


This response is an attempt to unearth, critically analyse, and evaluate any evidence relating to the notion that children and young people subject to the current education system in Wales are provided with the means to live a ‘good life’ in a ‘rapidly changing global context’. To do this effectively, the response will endeavour to explore and define key terminology relating to a ‘good life’ by exploring existing perceptions and sources. Following that, there will be an opportunity to utilise these perceptions and construct a more concrete definition of a ‘good life’ from which we can draw key themes and criteria. With that, the response will then have to introduce the existing educational structures in Wales. These criteria can then be used to assess, critically analyse, and make measured judgements regarding the evidence surrounding the capacity that Wales’ education system has to prepare and provide children and young people with the means to obtain or establish a ‘good life’. Finally, an informed judgement can then be made as to whether the evidence supports or opposes the conception that Wales’ education system prepares children and young people for a ‘good life’ in a ‘rapidly changing global context’. 

The philosophical concept of a ‘good life’ has been batted around by theologians and philosophers for centuries (Jones, 2015). Before delving into a more complex discourse regarding what a ‘good life’ entails, it would be prevalent to first identify and discuss and critically analyse a basic definition so as to provide a starting point for a more sophisticated dialogue. The standard Oxford Learner Dictionary (2020) defines a ‘good life’ as ‘a way of living that is thought to be simple, healthy and morally good, often involving caring for the environment’. From this, we can naturally deduce that here, a ‘good life’ refers to a certain state of living. But, immediately, this definition imposes a pedantic conflict between whether the word ‘good’ refers to a morally correct fashion through which one may conduct their life or whether it describes a standard of living through which one obtains optimum satisfaction and enjoyment; alas, there may be potential for both simultaneously. The implications of this conflict raises more questions as to how a state education would be able to provide such a complex and notably subjective branch of knowledge to every child. 
To elucidate, if an education system were to adopt a definition of a ‘good life’ as one that favours morality over quality of life, academics may argue that there is potential for said education system to fall into ‘The Morality Trap’ (Browne, 1973). Some philosophers have long opined the futility of adhering to moral codes as they can be vague, often subjective (Moral Relativism) (Gowans, 2015; Dunaway, 2015; Constantinescu, 2014; Potrč & Strahovnik, 2011) and most of the time differing from one culture or religion to the next (Cultural Relativism) (Cole, 2019; Westacott, 2012; Brown, 2008). Therefore, there is a likelihood of moral clashes amongst most of humanity, to satisfy one moral code or standard may be to commit an atrocity in the next, one is unable to completely appease more than one code of moral conduct at a time. The Morality Trap is a philosophical concept that has been constructed as an amalgamation of these ideals, leading us to question which branch of moral and ethical codes a state education should provide. In Wales, figures from the latest census (Figure 1) revealed that there is already a diverse range of moral codes and personal beliefs that have interestingly developed significantly from the last census a decade before, how these may have changed again in the last nine years is uncertain, but the previous trend indicated a decline in the number of Christians in Wales and a step towards a more secular society. Hence, we can draw form this that the state would be unable to deliver a satisfactory curriculum that would coincide with the personal moral code of every individual learner in the Welsh education system, or that of their families; leading us to reject the notion that the state should offer an interpretation of a ‘good life’ that involves living a life adhering to a sole moral code. 
Figure 1, Table depicting the recorded religions in Wales in 2011 (Office for National Statistics (ONS), 2011)












As well, there are certain cases that introduce further conflict between living a ‘morally correct’ ‘good life’ and living a ‘healthy’ life full of fulfilment and enjoyment, simultaneously. For example, Jehovah’s Witnesses follow their own doctrine that sets out its own criteria with regards to what is ‘morally acceptable’, this involves the refusal of blood transfusions (Chand, Subramanya & Rao, 2014). Sadly, there have been numerous reported cases involving followers of this faith dying due to their adherence to this particular religious law (Hinkson, 2017; Michael & Beers, 2015; Roberts, 2010; Burbank, 2007; Carter, 2000). Another example is the conflict between the Islamic requirement to fast and the inability of some Muslims to fast due to health-related reasons (Muslim Spiritual Care Provision, 2020). Alternatively, there are many examples of subscriptions to certain moral codes resulting in other human-beings being unable to live their own version of a ‘good life’. These include the cultural practice of Female genital mutilation (FGM) (World Health Organisation (WHO), 2020), domestic violence against women as a result of the interpretation of Christian, Jewish and Islamic texts (Fortune & Enger, 2005), countries where homosexuality is illegal or punishable by death (e.g. Saudi Arabia, Iran, Pakistan etc.) (Human Dignity Trust, 2020) and the continued existence of Neo-Nazis and their active terrorising of Jews, black people, homosexuals etc. (Jewish Virtual Library, 2008), amongst others. Put simply, should for example a Jew who is content and fulfilled by their faith attempt to live a ‘good life’ by adhering to their own moral code, the existence of others enjoying their own moral codes (in this case, Neo-Nazis) could jeopardise their opportunity to live a ‘healthy’ and ‘simple’ life. Though helpful in aiding our understanding of what a ‘good life’ is, this basic definition is not useful in constructing criteria that may help us evaluate how effective the Welsh education system prepares children and young people for a ‘good life’. 
Some the earliest writings regarding perceptions of a ‘good life’ originate from Greek philosopher Socrates, drawn from seminal writings in ‘Apology’, an essay by Plato (who was present at Socrates’ trial) that was based on the speech Socrates gave defending himself while on trial; critically speaking, it is because of this scholars are uncertain as to where Socrates’ ideas end, and Plato’s begin. Nevertheless, Socrates himself rejected ideas of ‘comfort’ and ‘wealth’ and instead dedicated his life to the pursuit of knowledge and wisdom, believing these to be the key to a ‘good life’ (Bramaan, 2009). Fundamentally, Socrates posited that self-discovery, contemplation and a thirst for knowledge were stepping stones to living a ‘good life’, he taught a concept known as ‘education for desire’ the process through which one directs their energies inwards, transforming the soul into something that is soothed by virtue and happiness as opposed to physical pleasures; ultimately, self-reflection and understanding  your own mind well enough to identify what brings you ‘peace’, in Socrates’ eyes, would bring happiness, but this was only obtainable through the indefinite pursuit of wisdom (reflective intelligence) (The Pursuit of Happiness, 2018). Historically, this was the first time ‘happiness’ is associated with the idea of a ‘good life’, before Socrates ‘happiness’ was perceived as a gift from the gods and was unobtainable through mortal actions. However, interestingly, Socrates perceived ‘happiness’ and ‘virtue’ as being interlinked, happiness was unobtainable without correct moral virtues and standards, this correlates with the previously discussed basic definition, which cited moral goodness as an aspect of a ‘good life’. 
Interestingly, Socrates’ ideas of self-reflection and self-discovery are not dissimilar from the more recent ‘Mindfulness’ phenomena. Mindfulness is a skill that supports practitioners in understanding their mind, body and their reaction to stimuli, thereby enabling participants to adjust their mindset and actions, become more self-aware, and develop a kinder and more positive outlook on themselves (Headspace, 2020; Mind, 2018). Though there have been acknowledgements that mindfulness will not be effective for everybody, often being attributed to intensity of stress, not practising mindfulness correctly or not receiving correct support or training on how to practise mindfulness (Hannay, 2015), there have meta-analyses conducted that have measured the efficacy of mindfulness as ‘moderate strong’ to ‘strong’ (Shonin, Gordon & Griffiths, 2015). Also, as a result of the research conducted over the last century, our now more advanced understanding of neuroplasticity (Mateos-Aparicio & Rodríguez-Moreno, 2019) has allowed for studies that have revealed that: 
mindfulness reduces the reactivity of central stress processing regions responsible for signalling peripheral stress-response cascades (e.g., the amygdala, anterior cingulate cortex, ventromedial prefrontal cortex, hypothalamus, and parabrachial pons; a bottom-up pathway).
(Creswell & Lindsay, 2014, p. 403)
As well, it has been observed that mindful individuals lower resting-state amygdala activity, meaning an overall reduction in day-to-day stress levels (Way et al., 2010). These findings have resulted in medical associations including the National Institute for Health and Care Excellence (NICE) (2011) recommending mindfulness as a potential treatment for mental-health problems. This would suggest that the introduction and implementation of mindfulness in schools in Wales may indicate appropriate preparation for a ‘good life’. 
Though, looking back at Socrates’ definition of a ‘good life’, there is again conflict with the inclusion of ‘virtue’ in the definition and the notion that without it, there can be no happiness. While disputing that, it is prevalent to note that Socrates was alive during a time when there were radically different perceptions of what was virtuous. Once more Moral Relativism is seen at work when considering that in Ancient Greece, pederasty was a celebrated and socially-accepted practice (Heasman, 2018; Chrystal, 2016), rape was seen as a crime against property and not women (Carey, 1995) and the Greeks utilised cruel methods of torture such as the Brazen Bull (usually with their tongue cut out beforehand, the victim is placed inside a large, hollow, brass statue of a bull with a fire ignited beneath it, the inside of the bull heats up and the victim is left to roast to death) (DeVore, 2016). Now, these practices would not be perceived as virtuous and yet Socrates believed that the people who engaged in them were still capable of acquiring ‘happiness’. Consequently, what can be deduced from this is that actually, ‘happiness’ would be the result of engaging in practices one believes to be virtuous. In context, it may be beneficial for schools to encourage and support learners in developing their own moral systems (or following that of their families), so that it would be easier for them to feel the benefits of abiding by them. 
Conversely, student of Plato, Aristotle produced his own interpretation of how to achieve a ‘good life’, shifting his definition away from a moral-grounding and more to a ‘person-centred’ philosophy focussed on intellectual growth (Messerly, 2014). Aristotle reasoned that the purpose of life and the way in which to obtain a ‘good life’ is to learn, grow and ‘live well’. Aristotle observed that as humans, everything we do is motivated by a desire which in turn provides the means to obtain the next and so on (e.g. we go to school to get a job, we get a job to earn money, we earn money to buy food and shelter which allow us to continue living etc.), Aristotle questioned the ultimate desire and pondered on what all of these actions eventually lead to, he concluded that there was not one and that life was about the constant fulfilment of the appropriate needs which one obtained through intellectual growth (Messerly, 2013). For Aristotle, the process of ‘living well’ meant fulfilling ‘natural needs’ by pursuing ‘real goods’ which Aristotle outlined as: 

bodily goods – health, vitality, vigour, and pleasure;
external goods – food, drink, shelter, clothing, and sleep; and
goods of the soul – knowledge, skill, love, friendship, aesthetic enjoyment, self-esteem, and honour.
(Messerly, 2013)
The pursuit and obtainment of these goods would lead to the achievement of a ‘good life’. Furthermore, Aristotle identified ‘excellences’; good habits that motivated reasonable choices that supported the pursuit of ‘real goods’. These excellences were ‘wisdom’, ‘moderation’, ‘courage’ and ‘justice’. Aristotle argued that life should be about acquiring and developing these four ‘excellences’ so that humanity has the potential to fulfil their ‘natural needs’ and ‘live well’ (Stevenson et al., 2017; O’Toole, 2005; Adler, 1997). As an example, through the utilisation of ‘wisdom’ and ‘moderation’, one would be able to purchase a reasonable amount of alcohol, that would not jeopardise the attainment of ‘health’ or any other ‘real good’. 
Again, there is a prevalent link between a seminal work regarding a ‘good life’ more recent publications by modern scholars. Here, there is a notable correlation between Aristotle’s ‘natural needs’ and Abraham Maslow’s ‘Hierarchy of Needs’ (1943); both scholars have identified that human satisfaction and fulfilment does not come without the appropriate environment or efforts and acknowledge that these needs manifest as a continuum with (arguably) a ‘good life’ at the end of it; Maslow reasoned that those at the top of the hierarchy would develop as ‘stronger’, ‘healthier’ people who would be in control of their life and more able to contribute to society (Maslow, 1971). Critically speaking, neither scholar based their conclusions on conclusive research; Maslow used ‘biographical analysis’, basing his findings on the biographies of 18 individuals (mostly white males) that he felt were ‘self-actualised’, severely reducing the validity of the produced data (McLeod, 2020) and Aristotle drew his findings from reason, logic and limited observation, this arguably becomes evident through the many different adaptions of the hierarchy. Rogers (1959) agreed with the notion of Maslow’s Hierarchy but places a stronger emphasis on the importance of the environment and external factors, he maintains that those at the top of hierarchy tend to be happier and satisfied with life (arguably ‘a good life’) and speculated that all humans have the potential and thirst for self-actualisation, but their obtainment of this relies heavily on the unique environments each individual requires to thrive. For education, the implication here is that to ensure learners are able to receive an education that prepares them for a ‘good life’, they would require an adapted environment that allows them to optimally engage with the curriculum, or indeed, input or strategies that would support them in surviving in unaltered, unhelpful environments. Additionally, education systems would benefit from sharing the above information with children and young people, so they can utilise it to make their own preparations for a ‘good life’, outside of education. 
Previously, there has been an exploration of perceptions of a ‘good life’ that have been influenced by theological doctrine. Conversely, renowned atheist Bertrand Russell (1930) held rather extrinsic views regarding happiness and a ‘good life’. Russell concluded that the world is full of misery and his philosophy centres on accepting this fact and overcoming it; Russell simply posits that the key to ‘happiness’ and a ‘good life’ is to focus outwards. While early scholars and theologians often maintained that focussing on the concept of ‘self’ is the key to optimum engagement with the world around us, Russell contended that it is too easy to become lost in one’s selfishness and desires. He surmised that an obsession with God and morals and one’s own narcissism, cynicism, lust for power, self-absorption and self-admiration would never have a positive outcome and that these energies are better directed elsewhere (Austin, 2019). Simply, Russell felt that if a man’s basic needs (food, water, shelter, etc.) were fulfilled and he was healthy, a ‘good life’ could be established through the pursuit of love and other hobbies and interests, he believed in fulfilment drawn from the capacity to appreciate the beauty of our surroundings. 
In a more modern context, the McPin Foundation (Hann, 2017) developed a model that featured six features and corresponding actions that supposedly offer a higher quality of life (e.g. body-be active, mind-keep learning etc.) and notably, one of these was ‘Place-take notice’, coinciding with Russell’s conception that this is the route to happiness. Though Russell’s suggestion may seem more simplistic and obtainable than previously espoused perceptions, it arguably does not fit with the current global context. The current condition of our planet and its seemingly declining state (Bendell, 2018) is resulting in cases of anxiety and depression across the population (Fawbert, 2019), unfortunately, it is becoming increasingly difficult to ignore the misery in the world and appreciate the its beauty as it continues to deteriorate. Nevertheless, the state would still likely benefit from subjecting children to experiences that would enhance their appreciation and understanding of the world around them and also from allowing them to foster hobbies and interests. 
In addition, German philosopher Friedrich Wilhelm Nietzsche (2013) held extreme, anti-virtue views regarding a ‘good life’. Though he in no effect provided his own strategy for or definition of a ‘good life’, he instead concluded that the way to a ‘good life’ was to reject the moral frameworks of theological scholars such as Socrates, Plato, Aristotle and Kant. Nietzsche claimed that moral-based teachings for a ‘good life’ were stifling and suppressed the true greatness of man. He professed that these teachings demanded humans to perceive their passions and desires as things to be ignored, suppressed or overcome. He wrote at length about how the seminal frameworks for ‘happiness’ work to maintain the masses and uphold democracy, but at the expense of self-development and growth; his entire philosophy centres on the conception that failure, suffering and struggle are key to true self-improvement and that living a life based on morals and reasons deny that. Predominantly, the theory is that failure and pain are harsh realities of our existence and that to be able to truly live, one must experience them to overcome them. For schools, this philosophy coincides with the contemporary concept of ‘resilience’, the ability overcome adversity and the potential to continue functioning normally following detrimental experiences (Goldstein & Brooks, 2013). In the literature, it has been identified that positive relationships and a positive, warm and loving homelife supports children and young people in developing resilience (Hornor, 2017). Figure 2, table depicting four qualities of life, Veenhoven (2013)

Finally, the Oxford Handbook of Happiness (Veenhoven, 2013) posits a ‘good life’ as dependant on four factors that denote your quality of life (Figure 2). Of these four factors, there has yet to be an exploration of ‘life ability of the person’. Here, life-ability can mean the physical/mental state in which somebody is born (e.g. body deformations, autism, neurodiversity etc.) but it can also be interpreted as health and well-being, with that, it could be argued that this table would need altering, as health and well-being can be impacted by a person’s actions, placing it in the ‘life outcomes’ segment of the table. 
In terms of preparing for a good life, health and well-being can be seen as the vehicle through which one accesses and engages with the world around them. While intrinsically linked (Department of Health, 2014a), they can be identified separately. WHO (1986) claims that health is the medium through which one obtains a good sense of well-being and can be measured through the presence of disease or infirmity (United Nations (UN), WHO Interim Commission, 1948), while well-being can be subjective and often relates to how one ‘feels’ (Oxford Dictionary, 2020; Department of Health, 2014b). From this it can be drawn that it would be beneficial for schools in Wales to deliver input on how to maintain health and well-being, as we can see that would be necessary for a ‘good life’. 
Now, there is an opportunity to introduce the current and future curriculums in Wales and evaluate whether they prepare children for a ‘good life’. Currently, education in Wales is split into 4 statutory segments (KS5 being optional): 
· The Foundation Phase (Nursery – Year 2) (3-7 years olds)

· Key Stage 2 (KS2) (Year 3 – Year 6) (7-11-year olds)

· Key Stage 3 (KS3) (Year 7 – 9) (11-14-year olds) 

· Key Stage 4 (KS4) (Year 10 – Year 11) (14-16-year olds) 

· Key Stage 5 (KS5) (Year 12-13) (16 -18-year olds) 
Each stage has its own curriculum containing relevant knowledge and skills that begin in Foundation Phase and are built upon until KS5. In Foundation Phase, there are 7 Areas of Learning that young children are subject to, allowing them to access a range of opportunities and learning experiences: 
· Personal and Social Development, Well-being and Cultural Diversity 

· Language, Literacy and Communication Skills (revised to include the literacy component of the LNF) 

· Mathematical Development (revised to include the numeracy component of the LNF)

· Welsh Language Development 

· Knowledge and Understanding of the World 

· Physical Development 

· Creative Development

(Department for Education and Skills, 2015)
While Key Stages 2 and 3 offer:
· English 
· Maths
· Science
· History
· Geography
· Ancient and modern foreign languages (KS4)
· Art and design
· Music
· Design and technology
· Religious Education 
· Personal, social education
· Physical education (which must include swimming)
· Information and Communication Technology (ICT) 

(Welsh Government, 2008)
English and Mathematics are considered cross-curricular responsibilities so are part of a unique framework (Literacy, Numeracy Framework (LNF)) that have their own curriculum documents, teachers are expected to incorporate elements of literacy and numeracy appropriately across all subjects, this is also to be said of ICT which has its own Digital Competency Framework (DCF). As well, the curriculum document for KS2 Religious Education can be produced by the local authority and differs to faith schools, Welsh Government does provide an exemplar (Department for Children, Education Lifelong Learning and Skills, 2008a). English, Mathematics, Science, Welsh, Religious Education and Physical Education are compulsory subjects until Key Stage 5. It is statutory that all learners complete a General Certificate of Secondary Education (GCSE) in English, Mathematics, Science, Religious Education and Welsh (as a second language for English-medium schools) at Key Stage 4, they then have the option to pick 4 other subjects to complete a GCSE course in them. At Advanced-Level (A-Level) (KS5), schools will offer learners the opportunity to complete up to 4 A-Level courses (5 if appropriate). 
Through this response we identified a range of criteria in regards to what schools could do to prepare children for a ‘good life’, these included: 
· Self-reflection (mindfulness) 

· Expose a range of moral systems to learners encourage and support them in choosing their own. 

· Fulfil learners’ basic needs to the best of their ability and adapt the environment to ensure optimum learner engagement.

· Encourage learners to develop and foster an appreciation and love for the world around them. 

· Encourage and support children who actively engage with hobbies and interests and extra-curricular activities  

· Foster positive relationships with learners and establish positive home-school links to support children in adopting resilient tendencies. 

· Provide input that supports learners in establishing and maintaining an optimum standard of health and well-being. 


In some schools, I have observed practitioners introducing mindfulness to children but only via a sense of urgency imposed by recent statistics regarding poor mental health in children and young people: 
10% of children and young people (aged 5-16 years) have a clinically diagnosable mental problem, yet 70% of children and adolescents who experience mental health problems have not had appropriate interventions at a sufficiently early age. 
(Mental Health Foundation, 2015)
The teaching of mindfulness is not a requirement in the curriculum, and it would seem it is indeed the case that the majority of practitioners in Wales are not trained to teach children and young people mindfulness (Hannay, 2015). 

Further, through the ‘Personal and Social Development, Well-being and Cultural Diversity’ Area of Learning, young children must be provided with opportunities and experiences that allow them to:
· develop an awareness of different cultures and the differing needs, views and beliefs of other people in their own and in other cultures 

· treat people from all cultural backgrounds in a respectful and tolerant manner 
(Department for Education and Skills, 2015)

Building on this in KS2 and KS3: 

· exploring religious stories, sacred texts, lifestyle, rituals and symbolism, which provide insight regarding these fundamental questions and raise further religious and human questions. •

· Expressing personal responses – this includes relating the issues raised during study to pupils’ own experiences and allowing the development of personal responses to, and evaluations of, beliefs, teachings and practice(s) and fundamental questions.
 
(Department for Children, Education Lifelong Learning and Skills, 2008a) 
Here we see that the curriculum requires that learners be exposed to the moral teachings of other religions and allowed the freedom to develop and follow their own moral code. Additionally, Article 14 of the United Nations Convention on the Rights of a Child (UNCRC) (United Nations, 1989), stipulates that children and young people have freedom of thought, belief and religion, allowing them the opportunity to select and follow their own moral code.
Added to that, it is prevalent to note that the education system manifests numerous means of preparing children for a ‘good life’ through their expectations of teachers. For example, the QTS standards in place both now (Welsh Government, 2019) and from 2009-2017 (DiscoverTeaching, 2009) requires teachers in Wales to take into the hobbies and interests of learners when constructing learning experiences and requires them to support the development of learners as a whole. As well, the standards stipulate that teachers must involve themselves in the whole school community, particularly by attending or running an after-school club. As mentioned, these sorts of activities can support children in preparing for a ‘good life’, particularly if they involve input regarding health and well-being (running club, cookery club, football club etc.). 
As well, the standards require teachers to create and maintain positive relationships with learners and parents, in order to maintain an active, home-school link that works effectively for all parties. Fostering positive and individual relationships with learners is also seen as a requirement in the standards. Additionally, the standards dictate that teachers have a professional responsibility to make reasonable adjustments for all learners by differentiating experiences, opportunities and environments so that learners are able to effectively engage with the curriculum. Some schools operate breakfast clubs to ensure that children are provided with the at least some of their basic needs if there are impacted by poverty. 
In addition, the ‘Knowledge and Understanding of the World’ Area of Learning requires schools to provide young children with opportunity and experiences that allow them to: 
· learn about the senses that humans and other animals have and use to enable them to be aware of the world around them

· identify some animals and plants that live in the outdoor environment 

· identify the effects the different seasons have on some animals and plants.
(Department for Education and Skills, 2015)


These experiences are then built upon in KS2 and KS3:

· Pupils should use and develop their skills, knowledge and understanding by investigating how animals and plants are independent yet rely on each other for survival.

· Pupils should use and develop their skills, knowledge and understanding by comparing the Earth with other planets, investigating materials around them and considering the importance of recycling.

(Department for Children, Education, Lifelong Learning and Skills (2008b))

Therefore, children and young people are given opportunities to explore and learn about the world around them, leading to an understanding that could further support appreciation. Teachers are also obligated to organise out-of-school experiences in the locality of the school and beyond, allowing children and young people to explore the world around them first-hand. 

Finally, in regards to health and well-being, key themes introduced in the Foundation Phase include: 
Knowledge and Understanding of the World
· The links between food, exercise and health. 
· The understanding and expression of feelings. 
· Recognising and respecting their own feelings and that of others. 

Physical Development 
· Basic physical literacy 
· Coordination and movement 
· An introduction to exercise and its impact on the body. 
(Department for Education and Skills, 2015)

Then later in KS2 and KS3: 
Physical Education
· Expectation to frequently engage in physical activity at home, school and within the community. 
· Explore a healthy diet and understand the energy content and consumption in food and drink. 
· Partake and develop a positive relationship towards physical activities (sports, outdoor activities, dance etc.).
(Department for Children, Education, Lifelong Learning and Skills (2008c))

Personal and Social Education 
· Supporting pupils to take responsibility for their own health and well-being. 
· Identifying the features of ‘good’ health and well-being. 



(Department for Children, Education, Lifelong Learning and Skills (2008d))

Design & Technology

· Food – consider healthy eating and the nutritional value of foods and recipes. 
(Department for Children, Education, Lifelong Learning and Skills (2008e))

Science 
Pursuing the notion that food and exercise is good for physical health.
(Department for Children, Education, Lifelong Learning and Skills (2008b))

To conclude, considering the evidence, it would seem that in some cases, the Welsh education system does attempt to provide children with the means to sustain a ‘good life’, but where this happens it is not a result of a coherent policy, it is through the responsibilities of teachers and in some curriculum documents. It would seem that for this to be more effective, the requirements for a good life need to be woven more securely into the curriculum and the very foundation of the school policy, with more comprehensive guidelines and policies that prepare children for a ‘good life’, there is potential for this in the new Curriculum for Wales, a result of an independent review by Professor Graham Donaldson (Donaldson, 2015). 
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Table 2: Religion

Wales, 2001 and 2011, all usual residents

Thousands, per cent

2001 2011 Change
Religion
Number Percent Number Percent Number  Percentage point
Christian 2087 719 1763 576 324 143
No religion 538 185 983 321 445 136
Muslim 2 07 6 15 2 08
Other religion 7 02 3 04 6 02
Hindu 5 02 10 03 5 01
Buddhist 5 02 9 03 a 01
sikh 2 01 3 01 1 00
Jewish 2 01 2 01 [ 00
Religion not stated 234 8.1 234 76 0 05
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