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Introduction
The theory of curriculum and its development is currently a well-spoken topic and a constant political pawn, with numerous countries having created or developing a new curriculum this century. 
Wales is in an exciting place currently, as they are developing a new curriculum to match 21st century learning and ensure its learners get the best possible education to prepare them for the world of work. 
With the development of a curriculum and indeed its implementation there are many issues and concerns that need to be discussed. This paper will look at the different sorts of curriculum there are, what different curriculums there are internationally and how the Welsh curriculum is being developed and the implantation problems that will arise when developing a curriculum.

Curriculum? What is it?
In the current news: curriculum and education policy is being under increased scrutiny for its effectiveness at preparing learners for the workplace. This has led to a continued debate about what type of curriculum best prepares learners for the skills they require in adult life. Donaldson (2015:pg5) describes the curriculum as  “all the learning and assessment experiences and activities that are planned with the aim of meeting the defined purposes of education.” Walters (2013:pg 267) sums it a little more simply “basically the school curriculum is what the children need to learn.” 
	Curriculum is however extremely complicated and consists of many different layers taking a grade description from Ofsted 
an outstanding curriculum is one that provides highly positive, memorable experiences and rich opportunities for high quality learning, has a positive impact on pupils behaviours and safety and contributes well to pupils’ achievements in their social, moral, spiritual and cultural development (Ofsted, 2012).
This description looks more into what (Kelly, 2004) describes as the different layers of curriculum including the planned and received curriculum, the hidden curriculum and the formal and informal curriculum. The planned curriculum being the curriculum that schools plan in terms of the lessons that are received and the experiences that may occur along the way for example trips, sporting events. This curriculum is what the teachers aim for the children to receives, this however can be different to the actual curriculum and experiences they have. What is received can alter due to availability of resources, learner’s prior experiences or taking the learning into a different direction that previously would not have been thought of. 
(Kelly, 2004) spoke of the hidden curriculum: this questioning what is selected to go into the curriculum and for what reasons. There are many different factors that can affect what goes into the curriculum and therefore affecting what has been delivered. For example Kelly (2004: pg75) questioned, “On what basis is content selected?” highlighting the hidden agendas that may affect the curriculum. A perfect example can be seen in an article analysis the effect E.D Hirsch’s thinking on the conservative government (Yandell, 2017), where in 2009 the then prime minister David Cameron explicitly stated he wanted to feel more British by including more British history and facts. 
(Kelly, 2004) highlighted in his work the formal and the informal curriculum. The formal being the lessons that learners receive and the informal being everything else that happens during the day, for example how learners are greeted on the corridors, how staff interact with each other or the arrangements for learners to have their lunches. 
Whilst (Kelly, 2004) describes the different layers of curriculum he also proposed 3 models of planning curriculum. These are: 
1. Curriculum as content and education as transmission.
2. Curriculum as product and education as instrumental.
3. Curriculum as process and education as development.
These models offer the starting point to planning a curriculum. The first model takes the selection of content as its starting point. Often such selection reflects tradition as in how something has always been done or based upon the availability of materials and resources.
The second model’s starting point are objectives or levels in which learners’ must reach and from there, content is chosen to achieve those levels. 
The third model’s starting point is what values learners need to have to be well rounded adults. This curriculum is intrinsically based rather than extrinsic goals. 
	Each of the models offered by Kelly have their critics. The first model being widely criticised for how the content is chosen. Priestly, Humes (2013:pg7) note that “despite epistemological attempts to define essential knowledge or to select  from essential culture, such decision remain fundamentally political or ideological.” 
	The second model being criticised for how it narrows the experiences that learners receive (Stenhouse, 1975) noting how this type of curriculum is too narrow in focus and not reflecting of the dynamics of the classroom. (Torrance, 1997) agreed with Stenhouse, in particular noting how this type of curriculum leads to teaching to the test.  
	The third model as (Kelly, 2004) notes that whilst it has a strong theoretical base drawing on work from leading child develop mentalist’s for example Bruner, Vygotsky and Piaget and aligns with modern democratic society it too has its difficulties. Stenhouse whilst an advocate of this type of curriculum did highlight that this curriculum is “far more demanding on teachers and thus far more difficult to implement in practice.” Stenhouse (1975:pg96) and “it raises problems for the assessment of students work.”
	The field of curriculum study is one that is less prevalent in modern society where much of the theory and ideas are based upon 20th century thinking and in particular in the 1970’s and 1980’s. 

World Education
Since the turn of the century with the increased up take of the Programme for International Student Assessment (PISA), governments have compared and created educational policy with the aim to increase their PISA scores. (OECD, 2018) states “governments are increasingly looking to international comparisons of education opportunities and outcomes as they develop policies to enhance individuals social and economic prospects.” 
PISA whose first cycle was in 2000, have had over 90 countries undertake their assessments. Assessments are administered in reading, mathematics and science, along with a survey to gather contextual information about the student sitting the assessment (PISA, 2019). These results are then analysed and information is given to the country about their attainment along with comparing them to other countries that have also administered the assessment. This has lead to numerous education policy including in Wales a 20 point plan as a reaction to PISA results in 2009 where the government aimed to “be in the top 20 of schools systems measured in PISA scores in 2015.” (Andrews, 2011).   
	Since the turn of the century numerous countries have undergone curriculum reform, for example: Scotland 2004, New Zealand 2007 and Wales 2015. There has been a shift in curriculum towards to a process curriculum aimed around purposes that pupils should be able to demonstrate throughout their education and into life long learning, both the Welsh and Scottish curriculum were aimed around 4 purposes.  Whilst there has been a generic shift towards a process curriculum, some countries have remained with their curriculum after calls for reform for example England. 

Scotland Overview
One of the countries that changed their curriculum is Scotland. In 2004 the Scotish government launched their curriculum entitled Curriculum for Excellence (CFE), setting out how it was going to create the first 3-18 curriculum (Scottish Government , 2004) within Scotland. CFE originated with the Scottish Education act in 2000 which was then followed by in 2002 an extensive debate and consultation about the Scottish education system involving; pupils, parents, teachers, employers and members of the Scottish parliament. This debate and consultation set up the review group, which then used the ideas and views to create CFE. 
	The basis of this curriculum are 4 key capacities, these are: “successful learners, confident individuals, responsible citizens and effective contributors.” (Scottish Government 2004:pg 12) These 4 key capacities are what the Scottish government wanted to enable all young people to become.
	This was greeted with a ministerial response (Scottish Government b, 2004) which the government accepted in full the ideas of CFE. During the reported they stated that they would “help teachers to apply the principles of A Curriculum for Excellence to improve teaching, learning and assessment with immediate effect.” (Scottish Government 2004b: pg9).
	It was not until 2006 any guidelines on how the curriculum would be published with: A Curriculum for Excellence: progress and proposals (Scottish Government 2006). During this document they proposed that “the curriculum should be gathered under the following headings: Expressive Arts, Health and Well Being, Languages, Mathematics, Religious and Moral Education, Science, Social Studies and technologies.’ (Scottish Government 2006:pg12).
	A number of documents were then released in quick succession giving further guidance on the eight curriculum areas and early years education with Building a curriculum 1 (Scottish Government 2006b) and Building the curriculum 2 (Scottish Government 2007), the later focusing on early years education. This followed by building a curriculum three and four looking at teaching and skills for life. In 2011 Building a curriculum 5: a framework for assessment (Scottish Government 2011) was realised. 	
	
Scottish Curriculum: What type 
With the basis of CFE the 4 key capacities using (Kelly, 2004) curriculum models the Scottish curriculum “suggests a process curriculum” (Priestly Humes 2013:pg17). 
However Priestly and Humes argue the “four capacities do not go beyond a set of general principles. There is little attempt in the curriculum to unpack these further, devolving deeper, underlying purposes of education.” (2013:pg18). Beyond the four capacities they believe the curriculum has “underdeveloped notions of pedagogy and provision throughout it” (2013:pg20). 
With the introduction of discrete curriculum areas and the addition of content within these for example in Sciences they specify at outcome four “Through investigating the nitrogen cycle and evaluating results from practical experiments, I can suggest a design for a fertiliser, taking account of its environmental impact” (Scottish Government, Experiences and outcomes, 2019). The addition of specific content and outcomes that learners must achieve lead Priestly and Humes to state “the designation of the eight curriculum areas, is most certainly in line with a content model of curriculum.” (2013:pg23).  
In Priestly and Humes’ conclusion of what type of curriculum CFE is, they conclude it is “an uneasy mixture of the three archetypal models, being essentially a mastery curriculum dressed up in the language of the process model.” (2013:pg26). 
(Hedge & Mackenzie, 2016) also agree with the notion that the curriculum is a more a mastery curriculum as they argue that the inclusion of outcomes is in conflict with the initial aims of CFE and the four capacities.  
The description of a mixture curriculum and mastery curriculum by Priestly and Humes and been backed up with teachers calling for continued guidance and descriptive levels of what is needed to be taught in order to achieve the outcomes given. This is because since 2000 the Scottish government have place tight controls based on pupils outcomes.  This led (Reeves, 2008) to argue that for Scotland to successfully implement CFE, the rigorous accountability and outcome seeking must change to give teachers the freedom without fear to embrace the curriculum. 

Due to constraints on this essay another international curriculum will not be studied. It must be noted that in recent education reform many countries curriculum are similar to that of Scotland, with areas of learning rather than traditional subjects. Scotland now has eight areas of learning, New Zealand and Australia also have eight, and Ireland and the Netherlands both have 6 areas of learning. This shift from subjects to areas of learning can be noted in many curriculums, naturally some countries have stayed with subjects such as England but there is a clear international trend in terms of organising a curriculum into areas of learning. 
	 
Wales
Wales like Scotland have also changed their curriculum. The main driver, as has been the case internationally were the PISA results. In 2009 the PISA results from Welsh learners caused great alarm within the government. This led to an initial knee jerk reaction from Leighton Andres with a twenty-point plan in order to place Wales within the top twenty nations educationally in the world (Andrews, 2011). 
	The Welsh government then tasked the OECD to create a report entitled “Improving Schools in Wales: An OECD perspective.” (OECD 2014). During this report they came up with a number of recommendations such as “define a vision with a clear mid and long term objectives”) and “develop a focused and sequenced long-term education strategy.” (OECD 2014:pg11.
	This led to the Welsh government commissioning Graham Donaldson in March 2014 to conduct a “fundamental review of Curriculum and Assessment arrangements in Wales from the foundations phase to Key Stage 4.” (Donaldson 2015:pg1). After Donaldson had conducted his review he wrote Successful futures (Donaldson, 2015), this has now become the basis for the Welsh curriculum.
	Similar to the Scottish curriculum, Wales has underpinned the curriculum on four purposes which are: “
· Ambitious, capable learners, ready to learn throughout their lives.
· Enterprising, creative contributors, ready to play a full part in life and work.
· Ethical, informed citizens of Wales and the world.
· Healthy, confident individuals, ready to lead fulfilling lives as valued members of society.” (Donaldson 2015:pg29).
In contrast to Scotland, from the beginning Donaldson recommended Wales’ curriculum be developed into six area of learning (AoLEs) which are: “
· Expressive arts
· Health and well being
· Humanities
· Language, literacy and communication 
· Mathematics and numeracy
· Science and technology” (Donaldson 2015:pg39)
The number of AoLEs match with both Ireland the Netherlands who also have six areas of learning, two less than Scotland.
	In his report Donaldson went on to make 68 different recommendations about the curriculum and as with CFE the Welsh government accepted all of the recommendations. 
	Wales again went to the OECD to evaluate their progress in creating a new curriculum. In 2017 OECD created the report “The Welsh Education Reform Journey: A rapid policy assessment.” (OECD 2017). This report analysed Wales’ education journey so far against the recommendations in the 2014 report. The findings were positive for the Welsh government were progress had been made in: creating a long term vision, professional learning, an increase in school to school collaboration and developing a 21st century curriculum (OECD 2017). Recommendations were given for example to create a new additional learning needs policy and a new assessment and evaluation framework (OECD 2017). This report further confirmed that the curriculum was being developed effective according the Success futures (Donaldson 2015). 
	A clear national mission and timeline was set out on 2017 by the education minister Kirsty Williams giving dates for the roll out of the curriculum which was going to happen over a number of years. The draft curriculum would be available for feedback in 2019 with the aim for all primary schools using the curriculum from 2020. Secondary schools then would roll out the curriculum adding a new year from 2021 until all children are being taught by the new curriculum by 2026. 
	The draft AoLEs were released under consultation in 2019 for teachers and all education professionals to feedback on, including pioneer schools who would be trialling the new curriculum in order to lead other schools in enacting the curriculum. The AoLEs were created in combination between teachers of pioneer schools, regional education boards and other professionals, meaning teachers had a direct say in what went into the draft AoLEs and can also feedback on how they find the final draft versions.  These AoLEs formalise the progression steps that Donaldson set out in Successful futures, noting what children needed to achieve to move through each progression step and how the AoLEs develop the four purposes that underpin the Welsh curriculum. In each AoLE there are what matter statements for example “the number system is used to represent and compare relationships between number and quantities.” (Welsh Government 2019:pg18). These statements are then turned into progression steps of which there are five for learners to move through. Each progression step starts with I can for example “I can read, write and interpret numbers using figures and words up to least 1,000,” (Welsh Government 2019:pg 20). These are aimed to be in child speak so learners can understand what they need to do in order to progress. 
	New professional standards have been created to align with the new curriculum in the “Excellence in teaching framework,” (Welsh Government 2018). Where the standards are split into 2 sections; Pedagogy and leadership. Now as part of the teaching standards there is an emphasis of continued professional learning. 
	Before the new curriculum comes into practise the education inspector in Wales, ESTYN, are taking a year sabbatical from inspections where they aim to visit each school for a day to monitor their progress in enacting the curriculum in a supportive roll. During this time they will also be updating their inspection framework to match the new curriculum that will be schools during that time. (ESTYN, 2019).

Wales v Scotland
There are many similarities between the Welsh and Scottish curriculums, they both start with four essential qualities that learners are aimed to be. These four capacities or purposes in Wales are the starting point and the aim for the curriculums. Both countries are providing a curriculum that covers learners from the age of three up until eighteen. Both curriculum have condensed the current subjects in areas of learning, Scotland with eight and Wales with further condensing, having just six areas of learning. Both countries have steps which learners need to achieve, Wales have five progression steps, Scotland have four. Whilst there are similarities between both curriculum, Scotland’s curriculum has been published in a disjointed way. Teacher’s have called for greater clarity in what is expected in each stage and what each outcome looks like. There are numerous documents that are needed to enact the curriculum, for example the four capacities are in one document and the areas of learning in a completely separate one. Then there are 5 different building the curriculum documents, before each area of learning has what is expected at each stage in a learner’s journey. Wales in contrast has a far more streamlined curriculum, their initial report covered both the four purposes that underpin the curriculum and the six AoLEs that developed the four purposes. The AoLEs are condensed compared to Scotland to two fewer documents are needed. 
	Due to how recent the draft AoLEs it is not possible to define fully what sort of curriculum Wales will have as described by (Kelly, 2004). What can be noted that is that: Wales’ beginnings of the curriculum are the four purposes, which then are developed into six AoLEs does have the hallmark of a process curriculum. 
	It has to be noted that as Wales’ curriculum has followed the enacting of Scotland’s, the author of the initial report having written about the education system in Scotland with “Teacher Education and Curriculum change in Scotland” (Donaldson 2014). This invariably has led them to learn from the mistakes that have been made in how the Scottish curriculum has been presented and the timeline of its enacting. This could explain the ordering of the documents that have been published in Wales and how, before the curriculum has come into force, the accountability framework and ESTYN’s guidelines will updated, unlike in Scotland as (Reeves, 2008) noted.   



Implementation

I am a teacher of ten years experience, working in the Primary sector of the education system. My teaching has been majority in Key stage 2, which spans the ages from seven through until 11.  Before the job I am currently in, where I am about to start seventh year I spent the three years supply teaching throughout South Wales.

School visit
A visit was undertaken in a pioneer school in South Wales. The school is a large Welsh medium primary school with over 350 pupils serving pupils from age three until age 11. It is situated on the edge of a council estate, but being a Welsh language school serves a large catchment area. The vast majority of the pupils who begin the school have no Welsh language skills and Welsh is their second language. Currently the school has about eighteen percent of pupils who are eligible for free school meals and twenty percent of pupils who are on the additional needs register. The school in question has been a pioneer school since the start of the curriculum process and is one of a small number of schools who are trailing the curriculum as originated in Success Futures in its entirety, where previously, pioneer schools had focused on AoLE for example Science and Technology.
	The school uses an effective way of planning to meet the demands of the new curriculum. They start off their planning with the four purposes and then move into the six AoLEs. During this planning stage they will note what they aim to cover during the topic. This long term plan is taken to the senior leadership team within school who then check the topic for coverage across the AoLEs, the school believe that for an effective topic all the areas of learning need to be covered. There are no limits in what the teachers can chose for their topic apart from that it must cover all the AoLEs, this gives the teacher great autonomy for their topic. Topics are always aimed to be authentic to learners and use the local area and community as much as they can. Once the topic has chosen teachers will give learners an title and an outline of what they wish to cover, allowing children to voice and add to the topic with new ideas and directions the learning can take place. In addition to the three topics the school will learn about each year, theme weeks and days add further coverage and experiences to the learners within the school.
	One particularly different area to the curriculum happened one afternoon session each week. In this time learners choose what they wish to learn about. At the beginning of each year learners choose three different areas of learning such as engineering, nature, art, cooking, French, coding. They will learn about that area for a term before moving onto their next two choices. Learner’s choices were not year group specific but could have pupils from reception through to year six. This was a feature the school wished to have to allow the older pupils to take responsibility in aiding the younger learners with their work. The choices offered to learners were based on the expertise of the staff within the school, using both teaching staff and learning support assistants to offer greater choice to the pupils. This session was particularly well received when speaking to learners of the school, as they were able to learn about something they were particularly interested in along with something that was not traditional within the curriculum. 
	An area that the school is currently developing is their provision for morning break. During this time pupils in foundation phase are split into three different groups. One group use the inside provision, the second group use the school yard and the third group use the forest school and outdoor learning provision. Each group are supervised by a teacher, completing given tasks for example building a tower a certain height or designing a new set of clothing for a character. The learners are in guided play throughout their half hour break where an adult is always closely watching. The initial reasons for this break was: to improve oracy skills, as with so few children having Welsh as a first language invariably at breaks and dinners learner’s spoke English. By having a adult in close proximity learners continued to communicate in Welsh, which has resulted in an improvement of oracy skills within the school. Something else that senior management of the school noticed was an improved accuracy of assessments within personal and social education. This is because teacher’s were observing pupils interactions with each other and how they complete tasks in a much more focused way and within a small groups, rather than observing an entire yard of pupils where naturally the observations tend to focus on who is going to misbehave.
	This provision at break time is currently being rolled out into Key Stage 2, however, the school is finding this harder due to the staffing numbers required at break time to observe all the children within the small groups and still allow staff time for a comfort break. 
	Leading on from the focus on oracy within break times, oracy across the school was a particular strength. This came back to the planning of the school and their developing learners who are “ethically, informed citizens of Wales and the World,” (Donaldson 2015:pg29). During their topics learners constantly engage in discussions about difficult subject using picture books and philosophy for children as their stimulus. These discussions about harder topics not only improve one of the four purposes but, by continued speaking, and listening to others talk about a topic, learners writing skills also improve. This focus on oracy and language acquisition is particularly important in the setting where learners do not have the starting Welsh vocabulary or language skills upon entry to the school.  

Other school settings
What was interesting is the comparisons between the school that was visited and others within Wales (as part of the university module this assignment is written for) and how these will affect the implementation of the curriculum. As whilst the pioneer schools are currently developing their curriculum naturally there is not one size fits as different schools have differing challenges, therefore the curriculum presented and how they are implementing Success futures varies between the settings.
	One common feature between the different schools that were discussed was the emphasis oracy each school has. This emphasis allows learners to discuss challenging topics and improve on their written skills by gaining a greater understanding of the topic, and vocabulary from which to write with. Naturally with the aim of developing learners for are “ethically, informed citizens,” (Donaldson 2015:pg29). This common feature of oracy and in particular discussion of topics is an area that all the schools trailing the curriculum have. 
	With the importance of pupil voice and authenticate learning in the curriculum, all the schools discussed had strong pupil voice. There was a common theme where topics were chosen and then disseminated to learners in the school who then added their ideas (their voice) to the topic. No school started off with free reign to the learners where they chose the topic title for which they will be working on. One member of the group did note a school in their learning cluster did try this and resulted in topics such as ‘unicorns’ and ‘dogs’ which did not allow the coverage of skills required in a curriculum. 
	Where schools did differ was the basis on which topics were chosen. Some schools chose the topics based on coverage across all AoLEs in each topic where as others choose a topic based predominately on an AoLE and then covered a different AoLE next time. From the presentations there seemed to be no difference in terms of initial pupil experience. Unfortunately, due to recent publication and the curriculum trial period, overall progression step coverage cannot be commented on or how the four purposes have been developed using each method. A side note must be: that by focusing solely on an area of learning, this almost turns the curriculum back into subject learning. It would also be very easy using an AoLE a term method to go against the proposed ideology behind the curriculum and turn the progression steps into a tick exercise to ensure everything is completed. 
	Whilst not prevalent in the primary schools a common theme that appeared during secondary school visits was accountability and the testing system affecting the curriculum. A secondary school who used a topics base for learning rather than traditional subject and no streaming observed a great improvement in behaviour and engagement in year seven. This idea even though the school stated was very successful did not carry into year 8 because of levels and the fear that learners would not achieve high enough levels in the accountability process. Another school also allowed pupils to choose a topic to learn on two afternoons a week similar to the school that was visited initially. This again was proven to be successful but had to stop in the upper secondary school due to exam pressures. This affect on accountability on curriculum enactment will be explored further in this work, along with issues with implementation of the curriculum.

Enacting the Curriculum
There are many schools and teachers who have actively engaged in the curriculum and sort to add their views to the AoLEs and how the curriculum is going to look. There are however, difficulties in implementing a new curriculum, these difficulties need to be understood to ensure that all learners within an education authority and indeed across the country receive the quality curriculum no matter their background or the school that they attend. 
	First order and second order engagement to curriculum was a phase used by (Priestly & Minty, 2013) in their analysis of the Scottish curriculum enaction. Here they investigated the implementation of the curriculum in a Scottish local authority. Before further disseminating their findings, a note must be made on the limitations of the study as it only covers one local authority and only; nine schools, fourteen teachers and four members of staff from the local authority. The small sample size does limit the study and how it can be generalised, however, further studies (Priestly, Minty, & Eager, School based curriculum and development in Scotland: curriculum policy and enactment, 2014) and (Priestly, Schools, teachers, and curriculum change: a balancing act, 2011) which were also small in sample size back up the findings that Prieslty and Minty make. 
	First order engagement is how well an idea in this the curriculum is received and therefore how well teachers, in this case, interact with it and what they think about the new curriculum and the ideas behind it. Across numerous articles, (Priestly, Minty, Eager 2014), (Priestly 2011), (Priestly, Minty 2013) and (Reeves, 2008), CFE was well received by teachers. “In terms of first order engagement, teachers generally responded very positively to the philosophy and ideas behind CFE.” (Priestly, Minty 2013:pg46). 
This first order engagement is currently where Wales is in the development of the curriculum. Again the curriculum appears to be well received and many schools and staff have directly engaged with the curriculum as part of the pioneer work. The difficultly now lies within the second order engagement.
	Second order engagement is: therefore how well teachers engage with the actual process of teaching the new curriculum and how they follow the philosophies and ideas behind the curriculum. “It is quite possible that teachers welcome CFE, while remaining unable to implement it meaningfully because of fundamental tensions between its core ideas and their beliefs about existing practises of education.” (Priestly, Minty 2013:pg46). During the study Priestly and Minty found “second order engagement to be more problematic.” (Priestly and Minty 2013:pg47). Two main reasons were given for this, firstly time. Where during the study teachers required more time to make sense of the curriculum and meet with other teachers to discuss it. The second main reason was CFE did not align with the education philosophy of teachers who believed that curriculum should be a transmission of content and knowledge to learners. Priestly, Minty (2013) acknowledge that teachers could align with some of the theory of the curriculum and not other parts and the lack of time to sense make the parts they did not agree with, further enhanced their lack of engagement with the curriculum. 
	Taking the two main reasons that (Priestly, Minty 2013) argued affected engagement: time and staff philosophy. Taking staff ideology and philosophy first, this is more prevalent in the simplest form in secondary schools: where staff believe in curriculum taught in subjects and that their subject will be affected by the change in curriculum. Priestly (2011) concluded in his research of two different secondary schools that the inter displinary learning failed because of department names rather than pedagody- “I conclude key issues are teacher identity rooted in the subject.” Whilst as noted earlier the study was only two schools, others schools noted during discussion in trust groups during the assignment: there was a fear over subject knowledge and a note that a greater percentage of secondary school had not engaged at all with the new curriculum in Wales. This is the simplest form of educational ideology causing a lack of engagement. This ideology can be also seen in primary schools where teachers take a traditionalist view of education and how it is transmitted in subjects and a new curriculum would affect that transmission.
	Beyond the subject debate, knowledge has been a key debate within education and the place that it has in the curriculum. It links in considerably with curriculum being taught in subjects and those subjects therefore transmitting the knowledge onto the learners. Numerous articles have been written on the debate of knowledge in the curriculum for example: Down graded curriculum? An analysis of knowledge in the new curriculum in Scotland and New Zealand (Priestly, Sinnema) and Culture, Knowledge and Power: What the conservations have learnt from E.D Hirsch (Yandell 2017). 
When Priestly, Sinnema analysed the occurrence of the term knowledge in both CFE and the New Zealand curriculum they concluded that knowledge was clearly important in the curriculum but not the most important part of it Priestly, Sinnema 2014). This change of focus from knowledge being the most important part of a curriculum to being a part of the curriculum concerns writers into fears of dumbing down the curriculum. This is the same with some education professionals where during surveys (Priestly 2011) teachers noted their fear of a lack of knowledge within CFE. The idea of a knowledge being a necessity has lead to education reform based on knowledge for example David Cameron’s conservative government where Cameron wanted more British knowledge and facts in the curriculum to make the country feel more British.
The lack of knowledge in a curriculum can be a considerable barrier to engagement as teachers will think, what is the point in this new curriculum when it does not pass on the facts and knowledge they believe a curriculum should.
Unfortunately, due to word constraint a detailed analysis of knowledge in the curriculum cannot be carried out. 
Time was one of the main barriers for lack of engagement to curriculum as noted above by (Priesty, Minty 2013). Time is required for teachers to sense make and understand the philosophy for a curriculum and indeed how to implement the curriculum, particularly when there is a shift from prescriptive curriculum to a curriculum where more autonomy is given. This lack of time given to aid understanding can result in a lack of teacher confidence and a worry, are they doing it correctly. Teacher commented all these points above about time, during (Priestly, Minty 2013) study. 
A further prosed affect not mentioned by (Prieslty, Minty 2013) to second order engaged could be accountability. In (Harris & Graham, 2019) they found during their study that “the risk of change may jeopardize meeting an accountability measure and this may inadvertently act as a disincentive.” (Harris & Graham 2019:pg 46). This concern over accountability is a large one in the teaching profession, with a constant desire to have data for everything. This (Biesta, Priestly and Robinson 2015) stated that teacher brought up in the system of internalised messages about the importance of accountability and performance are driven by “short term aspirations to tick curriculum boxes, deliver enjoyable lessons, keep student engaged and interested, rather than the long term values of purpose of education.” (Biesta, Priestly and Robinson 2015: pg635). A change that (Reeves, 2008) believed was needed to fully deliver CFE was to alter their rigorous accountability and outcome seeking. This change would then allow teachers to flourish. As (Harris & Graham, 2019) found during their study into historical change within England, that often choices for exams were made with a consideration of which exam board would give the best exam results or what resources did they have already. This was rather than which course matched best with their education ideas. Whilst this is a study of secondary education in England where the accountability and drive of exam results are high these results can of course be generalised into primary sector in particular with moderation of levels when pupils leaver year six to go into year seven. This notion of accountability and outcome is particularly pertinent as (Harlen & Deakin Crick, 2003) found that testing and what can be linked to directly pursuing outcomes or levels: constricted teaching methods, negatively impacted on areas of curriculum such as personal, social development and creativity, limited scope and depth of learning. This narrowing of the curriculum can be seen currently in primary schools as well as secondary’s in particular in year six where the moderation process and need to secure level four and five children can lead to learners receiving a limited curriculum of maths, literacy, science and Welsh until the moderation process is finished.

Wales Now
This notion of second order engagement is currently where Wales is in terms of the roll out of the curriculum. Teachers think it’s a good idea but now they have to enact the curriculum, which is where the problems start to begin. 
	The lack of time to sense make the curriculum could be a massive problem when rolling out the curriculum in 2022. Whilst, time has been given in terms of the pioneer network of schools and numerous meetings and time spent discussing AoLEs this only applies to the schools within the process. Some schools have not engaged yet at all with the process, these schools will be significantly behind the understanding of the curriculum compared to others. Schools may have been part of an AoLE and its development so will have a good understanding of that AoLE and what that AoLE entails, but unless they engaged with any other AoLEs they will not have the same understanding of the schools who were part of its development. This will result is variance in understanding of the new curriculum. This bringing together the working groups is something that (OECD 2017) noted needed to be done. 
As part of the second order engagement time needs to be given to schools and teacher to understand the full curriculum its theories, time to read and time to disseminate information to other schools. Whilst Welsh assembly government have set aside a day for the next three academic years for INSET to develop the curriculum, a day hardly seems adequate to develop a whole new curriculum from the start with the correct philosophy behind it. This could realistically lead to schools playing lip service to the curriculum seeing it a bolt on and not the starting point of a new curriculum, as (Priestly, Minty and Eager 2014) found out in their study.  
In this time section, professional learning needs to become part of the timetable for all staff meetings across the country, where time is set aside for discussing theories and educational practise. This of course happens in some schools but needs to happen in all to fully understand innovations happening. There is also a need for professional learning courses aimed at every teacher where they leave the classroom to discuss education theory and practises with other teachers and professionals across the three to eighteen age range. This will again give time to understand the reasons for and theory behind the education system chosen in Wales.  
A change that will be needed as noted above, is the change to the accountability process. Positive information has come from ESTYN with a suspension of inspections, and them looking to re-write the inspection framework during the suspension of inspections (ESTYN, 2019). 
A change in accountability at government level is currently being made in “taking steps to separate assessment for learning purposes from accountability at national level.” (Welsh Government 2019b). What this will look like in terms of the how data will be collected is positive for the role of accountability in schools and allowing teachers to take calculated risks in their curriculum. How this assessment looks could greatly affect how teachers perceived and enact the curriculum.

Conclusion
In conclusion, there are many challenges that implementing the curriculum will face, with time being a major factor in the process. Time will need to be given to education professionals to understand the curriculum and develop their curriculum to suit the locality and learners they work with. As it can be seen with the Scottish curriculum implementation, the majority of people like the idea of the curriculum and change but when it comes to the actual process the second order engagement then this is where the challenge is to make sure all education professionals are on board the curriculum and understand the theories and principles behind the change. 
	There have been many positive with the implementation of the curriculum so far: with changes to accountability, extra teacher training days, staggered implementation and support from Estyn in the year before the curriculum is statutory to all primary schools. There are however uncertainties that have not been resolved, the AoLEs have been seen in draft form but could change now the consolation period has finished. There are many schools who have yet to engage with the curriculum and therefore could be considerably behind their peers as they have not had the time to understand the theories behind the curriculum and where they need to start in order to implement the curriculum. Secondary schools do not know what the qualifications will look like when they are implementing the curriculum. 
	This is an exiting time to be in education, with a new curriculum, which has been thought out and implemented over a long period of time. Over the next couple of years the education of learners within Wales will change considerably giving education a clear end goal for what type of learners Wales aims to have in order to meet the demands of the 21st century.















































Force Field Analysis

Against Change
For Change


Time given to professional learning (5)

Knowledgeable leadership team (5)








Accountability and impending inspection (4)

PISA results and needs of the 21st century (5)







Media (2)
Professional standards (3)








Lack of clear direction from the government (4)
Accountability and new inspection framework (3)









Change of leadership (3)
Time for professional learning (5)








Total 18
Total 21
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New curriculum
Since the disappointing results in the PISA tests Wales have been embarking on a curriculum change to ensure that its learners can met the demands of 21st century learning. This was given further impedance with the Donaldson report in 2015. This report was an in depth study of the views of all professionals involved in the education of children within Wales. From these views, his research and reports from OECD, Donaldson wrote Successful Futures, his 68 recommendations were accepted by the Welsh government and this report has become the blue print for the Welsh curriculum.
	Wales is not the only country that have embarked on curriculum reform since the turn of the century, many countries have altered their curriculum to align with the change in society and the needs of learners. New Zealand, Singapore, Northern Ireland, Australia and Scotland are all countries that have adapted a new curriculum. These new curriculums are a change in thinking and starting points. These curriculums are what (Kelly, 2004) describes as process curriculum. This is where the starting point of curriculum planning are what qualities do learners need to have when they leave the education system. This is different to the current system which is a product based curriculum again taking (Kelly, 2004) descriptions. This is where outcomes of what learners should know is the starting point for example multiplying a three digit number by a single digit.
	Wales is currently in the middle of changing its curriculum from a curriculum where the starting point is what level must a learner be and what must they know, to what type of person is that learner going to be and how are we going to develop them as a learner. 
	 

Implementation
Time
With a change in type of curriculum and how it is going to be developed there are many considerations for implementation of the new curriculum in this setting.
	Many of the studies about how Scotland have implemented their curriculum go back to a single point time. Time must be given to staff to firstly understand the theories and ideology behind the curriculum and the need for a change from the current way of teaching. This time has been briefly allocated in the terms of another INSET day for Welsh schools for the next three years but more time is required than that to fully understand and develop the school based curriculum required to guide the learners within school.
	 A professional learning slot is currently on each staff meetings agenda, which allows dissemination of information to staff members, and teaching and learning assistants use every other planning time to learn about the new curriculum and the new standards they are currently being consulted on. I do not think enough time is being allocated to allow staff to read and further understand the theories given. This leads to my first recommendation: plan more time in to learn about the new curriculum and how to implement it successfully. This can be done for example by giving a staff meeting in every 3 or 4 directly to professional learning, allowing staff time to read and importantly discuss what they have read and understand more about it. It is through the discussion after reading as part of the PG Cert course I have learnt most and deepened my understanding of the theories behind it. 
Organisation
As part of the course numerous different pioneer schools and leading schools in Wales have been visited and discussed. During these discussion the organisation of the curriculum have been debated. Some schools work through the areas of learning completing one each half term and others seek topics that cover all areas of learning under one title. Through either giving the topic title to staff or allowing them to choose. 
	Pupil voice is used in varying different ways as well, some schools use pupils to completely choose the ideas of what will be taught, whilst others give the topic title to the pupils to seek their ideas or even go further with this is the topic title, this is what we would like to cover, can you think of anything else? 
	The organisation of the curriculum is my next recommendation where it needs to be finalised in terms of organising topics that will be taught. Personally I think: topic titles need to be either given to staff or chosen by the staff in plenty of time to ensure topics do not repeat themselves with the same year groups. These titles then can be given to learners for them to lead the direction of learning. In addition to the titles of topic the coverage of the area of learning needs to be taught, again I think to ensure learners are developed through the four purpose as written by Donaldson topics need to cover all areas of learning and not focus on a area of learning. This will allow learners to make greater links with their learning and help it to become more authentic to them making links across numerous different experiences. 

Talking
Through my visits and discussion as part of the course a common theme about all the education establishments that are successfully implementing the curriculum and are being used as case studies is their strength in oracy. This is my next recommendation to focus on the oracy skills of learners within school. The common strength comes down to the need to discuss the difficult questions that would ensure pupils grow to be “ethically informed citizens of Wales and the world” (Donaldson 2015:pg29). This additional discussion and talk improves the language of the learners and helps them to organise their ideas orally and this will come across in the pupils writing. The school that I visited whilst it was a Welsh medium school, the majority of pupils did not speak any Welsh upon entry to the school but still left with level 5’s in literacy. 

My final point I wish to raise is in relationship to the deputy headship post. As I have noted earlier time to understand the theories behind the curriculum is essential due to the change in the way the curriculum is developed. Therefore the new deputy head for the school must have an in depth knowledge of the new curriculum, its theories and how to implement it. This knowledge is essential if the school is going to be able to fully embrace the curriculum.
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