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1.
HWB (2020) states that the Curriculum for Wales Framework has been produced to help schools in designing their own curriculum. The framework sets out to provide a framework for schools on what the legal requirement will be, help on how to develop a curriculum and to explain the purpose of assessment and what principles the assessments should meet. In addition, HWB (2020) states that assessments within the new curriculum should be designed to support the curriculum. Currently, the Curriculum for Wales has not been passed, however if the bill is passed by the Senedd it will be revised and will reflect any changes that need to be made. To understand the curriculum better, HWB (2020) say that the framework is designed to involve practitioners in the teaching of the curriculum in a more significant way. Additionally, the Welsh Government has provided details on how the curriculum will ask teachers for collaboration and cross-disciplinary planning, learning and teaching that will cover the four areas of learning that they have highlighted. The government believe that this will allow children and young people to draw on and develop connections that cover a broad area of learning that will require them to use different skills, experiences and knowledge.
HWB (2020) go on to say that there are 27 statements of what matters in the framework. They have been set out to provide consistency when designing the curriculum across all schools and settings, and the curriculum should enable all children and young people to understand all of the statements. HWB (2020) believe that having an understanding of all of the statements will help children and young people develop a better knowledge throughout their learning continuum which will result in a broader knowledge and a deeper understanding of each of the four areas. This deep understanding will allow learners to be able to understand why their learning is important and how they have come to the conclusions they have rather than just being able to recall facts without any real understanding of the context behind it.
HWB (2020) believe that this progression of understanding for children and young people should be supported and monitored by different assessment methods which involve the learner and help both the learner, and the teacher, develop an understanding of where the learning is in terms of their progression and what they need to do to progress further. Additionally, NurseryWorld.co.uk (2019) state that other changes include when children are assessed and monitored. Children and young people’s progress will now be measured through progression steps rather than age related norms. The progression steps will include expectations at ages 5, 8, 11, 14 and 16. The progression steps have been introduced to allow more flexibility and allow for the notion that children develop individually and at different rates, and it is a move away from the expectation of children either meeting or not meeting expected outcomes. The Welsh Government, cited in Nursery World (2019) state in the draft curriculum “we recognise that learning should be seen as similar to an expedition – with stops, detours and spurts.” Additionally, HWB (2020) goes on to add that their aim within this new curriculum is to get a clearer picture of what achievements the learner has reached, and what the best next steps are for the learner that best cater to the individuality of the child. 
Paying particular attention to how the§ new curriculum will affect those in early years education, there is a strong emphasis on learning through play within the foundation phase in Wales.
HWB (2008) states that the curriculum and environment within the early years setting should be created to encourage the children to be active learners. The environment should be planned to enable children to explore their environment and be able to learn from the things they find within that environment, to learn new skills using the resources and then to be able to repeat, practise and refine those skills. Furthermore, HWB (2008) suggest that children should be given a lot of opportunity and access to experiment with different environments and resources to enhance their problem-solving skills. However, they should also be given the opportunity to choose their own materials and resources for an activity. HWB (2008) touch upon the pedagogy of play, and how practitioners within the early years should value play and structure their play activities in a way that provide clear aims for learning outcomes for children. Furthermore, play within the early years should be planned to involve the children as learners to enable them to have ownership of their learning. 
In addition to this, HWB (2008) suggest that active educational play has links with all Areas of Learning. They state that the active educational play does not develop separate skills but a more broad and holistic development for learning. Furthermore, children develop social skills as they are able to interact with their peers, as well as opportunities to interact with their teachers and their environment. Moreover, children do not need to be introduced to formal methods of learning too soon, as the HWB (2008) believe this will have a detrimental effect on how they learn and develop in the future. 
Taylor et. al (2016) state that early years education pedagogy in Scandinavia, New Zealand and Northern Italy have underpinnings of constructivist theory. The theory that focuses on the development of the individual child and puts an emphasis on the socio-cultural ideas of the importance of play for children. Additionally, Taylor et. al (2016) argue that these approaches to education advocates an experiential and play-based approach to learning and how the children and young people are taught. 
Taylor et. al (2016) argue that the Foundation Phase in Wales goes against these international countries and their theories in three ways. They argue that despite Wales emphasising the importance of practise that is appropriate to the development of the child, they believe that there is a still a strong push for children to develop key skills particularly in numeracy and literacy, and that the government expects these outcomes by the end of the foundation phase. Furthermore, Taylor et. al (2016) believe that Welsh Government had not taken away the need for practitioners to teacher formally, but instead suggested a balance between the outdoor play and the formality of direct teaching. Moreover, they state that the role of parents within the foundation phase comes with connotations of intervention rather collaboration in which parents are used as a continuum of learning and development and “co-producers” of the curriculum. Finally, Taylor et. al (2016) suggest that it could be argues that the Welsh Government are trying to implement a child-centred approach to education within a standards-driven education system. They pose the question of whether the two can co-exist and whether it can work for children. 
Jones (2019) states that the new curriculum is to be considered as a ‘continuum of learning’ and that there is a still an emphasis on literacy, numeracy and digital competence. The Welsh Government has placed value and importance on the autonomy of teachers to develop a curriculum. However, Jones (2019) also argues that although there has been attention given to the autonomy of teachers and the professional learning that is attached to that, Jones (2019) believes there has not been enough time given for a “culture-change” and that outside of the Pioneer Schools, there needs to be more support and guidance on how to approach such a change to the curriculum. 
Additionally, Jones (2019) states that as well as the lack of time given for the implementation, there has been confusion around what the government is asking from practitioners. Jones (2019) believes that the confusion could result in lack of resources being provided for practitioners to develop an enriching curriculum. Not only this, but Jones (2019) believes that there has been little talk or mention of further teacher training or developing content to support the curriculum. 
For practitioners to develop a curriculum to best meet the needs of what the government is asking, HWB (2008) says that practitioners need to plan in advance and that the curriculum should have the ability to engage its learners. The curriculum that they develop should encourage learners, motivate them and help learners develop positive attitudes. Practitioners are required to allow for independent learning but to know when to intervene and how that intervention will extend the child’s learning experience and challenge their problem-solving and thinking skills. Practitioners need to be aware of when the intervention is needed and when children should be allowed to reach their own conclusions on the lessons that they are being provided. HWB (2008) state that practitioners should use scaffolding when monitoring children and when the practitioner is learning about the child. Scaffolding will allow the practitioner to understand how the child is progressing and to make sure the child knows what the next stage of their development will be as well as what skills they are using to develop these skills. 
Vygotsky (1934) states that a zone of proximal development or ZPD, is the difference in what a learner can do with help and what a learner cannot do with help. Vygotsky (1934) stated that a child will use an adult as an example and in time will learn and develop their ability based on what the adult has shown them with no help or assistance. Vygotsky (1934) shows ZPD as the basis of knowledge of a child or learner compared to the potential of knowledge that the child could reach, whether that be from adult guidance or more capable peers.
Using Vygotsky’s ZPD, HWB (2008) state that practitioners that work within the foundation phase and early years should be aware of what progression stages are and what stages of development they will see so that they can ensure the opportunities and experiences they provide the children are appropriate to the knowledge of the learners. 
HWB (2008) acknowledge the importance of practitioners being aware that children do not all develop at the same time and will move through different phases of development at different places. Furthermore, children can hit a plateaux which can result in them moving back and forth on the learning continuum. HWB (2008) go on to say that practitioners working in early years and the foundation phase need to acknowledge the importance of play in children’s development and use their autonomy over the curriculum to their advantage. Furthermore, practitioners need to understand what an important role the adult plays in learning through play and to ensure that the environment they provide for the children within their setting enriches the experience they are being provided. 
There have been additional worries and concerns regarding the implementation of the new curriculum in Wales. The Education Workforce Council (EWC) (2017) argue that they would like to see a broader approach the developing the workforce that will be providing this curriculum. The Welsh Government gave added legislative powers to the EWC, so Wales have a variety of education providers under one regulatory framework. EWC (2017) argue that Wales has one of the most extensive registers of practitioners across the world, but there has been a growing concern that the opportunities to develop and enhance the standards of the workforce are being missed. EWC (2017) argue that teachers do make up the majority of the workforce within a school setting, there are other members of support staff that are involved in the education of children. It is argued that the education system needs to reflect this and there needs to be more equity within the workforce to make it more responsive and cohesive.
In addition, EWC (2017) notes the importance that Wales learn from previous reforms made to the education system, where it has been acknowledge that all key players within a child’s education journey need to be on board to result in successful implementation.
Finally, Gatley (2020) argues that another problem with the implementation of this new curriculum is that the autonomy that this curriculum allows for will put an extra pressure on teachers for accountability. Furthermore, it puts a pressure on individual schools on how they plan to implement the curriculum, and currently the guidelines are unclear about the relationship between the Four Purposes and the Areas of Learning which will lead to teachers having to resolve the confusion themselves. This may lead to a difference in interpretation of the curriculum, resulting in the ‘common framework’ being undermined and students in different schools experiencing a different curriculum.
2.
WAG (2019) describes the new curriculum as being a move away from the current system where schools draw their judgements on children’s attainment based on their age and what is the “norm” for their age. The new curriculum will use progressions steps which will not be used to make best fit judgements on a child, but instead the progression steps will be used on a continuum of development to help practitioners understand what the learner has achieved throughout the process. This will allow for the practitioner to then plan next step, acknowledge learners that may need additional help, and to provide a value feedback for the parents or carers of the learners. HWB (2020) have said that formative assessment will be used under the new curriculum and to best understand the progressions of children. Formative assessment includes learners during the process so they can see for themselves how they are progressing and achieving, they are also able to see where they may need extra time to develop further. The information gathered during the formative assessments can be used by both the learner and practitioner to determine next steps and help the practitioner plan further. HWB (2020) added that the new curriculum makes it apparent that assessment of children is an important part of not only learning but teaching as well and should not blur the lines with “external accountability” and “national monitoring activities”.

HWB (2020) state that to enable to support individual progression, assessing children achieves three things;
· Supporting individual learners on an ongoing, day-to-day basis
· identifying, capturing and reflecting on individual learner progress over time 
· understanding group progress in order to reflect on practice

HWB (2020) state that when planning an assessment, practitioners need to gain an understanding of why they are assessing the child in the first place, what is the role of the assessment and what understanding are they going to take from the assessment. Furthermore, when designing the curriculum and how assessments will take place it is important to consider that results from assessments will need to be gathered and recorded to help better understand a child’s progress, and they schools will have to decide how in-depth the assessments will be and when they are planning on carrying out the assessments.

Teachers are now given the autonomy and accountability over assessments. It is important to consider the unique child when assessing children. Haslip and Gullo (2017) discuss the positives and negatives of accountability within teaching. They state that assessments may not match up with how a child is able to learn and will result in assessments being misused. Haslip and Gullo (2017) argue that children should be assessed holistically, including their mental, physical and moral development and how it compliments each area of development. Furthermore, they believe that a child-centred, play based curriculum should enhance a child’s holistic development within school.
There is an argument that practitioner behaviour will be a challenge in the development of the new curriculum. Teachers will need a completely different outlook and approach on how they measure the development of children within their setting. According to William (no date), the implementation of assessments for children within this curriculum will be more straight-forward than changing the mindset of teachers and making sure that they use effective assessments consistently within their classrooms.
Similarly, William (no date) states that teacher assessments have the potential to cover a full range of learning and if effective can be used regularly and consistently. However, William (no date) states that the effectiveness of these assessments does strongly rely on the teacher’s capacity to not only provide and effective assessment but to put it into practise effectively as well. This can be a time-consuming process for teachers, so this results in assessments sometimes falling short of truly reflecting the variety and purposes of the lessons that the children are being taught. William (no date) goes on to say that as a result, teachers are going to likely need further support for their own professional development and through examples of what has worked for other practitioners in Pioneer Schools. Moreover, they go on to suggest that because of the different types of reasons that assessment results are used, there may be variations in marking standards, and unconscious bias which can all contribute to the reliability of the assessments that they are carrying out. 
To help understand good practice when assessing a play-based, child-centred approach it is useful to look at a country like New Zealand. Cowie and Carr (2004) discuss a method used in New Zealand as learning stories. These written stories that highlight developmental milestones, that acknowledge children’s like and dislikes, their abilities and their strengths. Carr (2011) state that these assessments allow children to be assessed with everyday life as the context, and allow a perspective on how the individual is learning and developing. Cowie and Carr (2004) go on to add that one of the main goals of a learning story is to show that children and young people are competent learners and show development in a range of contexts. Ministry of Education (1996) discuss Te Whariki, which is a philosophy that children can grow up to be “competent and confident learners and communicators”. Niles (2015) the learning stories work closely alongside the Te Whariki theory.
Furthermore, Niles (2015) state that the early childhood education settings in New Zealand are challenged with making their own, individual learning stories and how they choose to record the learning stories. They acknowledge that there is “no right way” but the stories should generally set out to reflect the values and beliefs of that community. In addition, there is a value placed on community and the involvement of parents, families and other teachers. Carr (2001) states that as a learning community it allows for discussions and decisions to be made around how children learn.
Feltham (2005) suggests that the learning stories deviate from traditional assessments and within the learning stories, teachers are considered “active participants”. Teachers are often involved in the narrative of the learning story and the stories are written in first person. This has helped to identify teachers views of the individual child’s development. Similarly, Hill (2011) adds that, the fact that the stories are written in the first person means that there is a written evidence of teacher’s interactions and this become central to the assessment. It has been argued that this is an important shift from teachers standing on the outside of the learning environment and involving them in the development of the children. Niles (2015) states that each teacher is asked to find their own way of assessing their children’s learning. Teacher have developed these assessments based on what works best for them as teachers and most importantly what works best for the learners within their setting. The Ministry of Education (2008) does however state that there are some basic guidelines that provide a regulatory framework, but it acknowledges the unique child and variations on how children learn so allows freedom to assess based on what works best for everyone. Based on what setting a teacher has found themselves in, some have more autonomy than others. Some teachers follow a plan sent down from management and other teachers create their own assessments. However, one story may look different to the next which reflects the individuality of the learners.
In contrast, there has not been a method provided to practitioners in the Foundation Phase Profile. HWB (2017) state that settings and schools are able to use their own ways of recording to gather evidence of assessments and how children are developing. Furthermore, practitioners should consider themselves to be confident and able to assess children’s individual development and to also provide their judgement on the child’s development with evidence to support the judgement. All educators that have a responsibility to teach the individual child should also contribute to observations and the process of assessment.
ESTYN (no date) have stated that they are not able to provide schools and settings on an exact amount of evidence that they will require as the autonomy lies with the individual school or setting to decide on how much support they feel is necessary for their judgements. In addition, the inspectors will now divert their attention on to how accurate the assessments are and how the setting or school has decided to use the evidence that they have collated to support the learners within that school or setting. For example, when inspectors perform an inspection on a school or setting, they will ask for individual profiles, look at the children’s work and then talk to the children themselves to ascertain the validity and reliability of the setting or school’s assessment. 
Another country that can used as an example is Finland. TheGuardian (2012) stated that in Finland, teaching is considered to be prestigious career. Children in Finland aspire to be teachers as much as they aspire to be doctors, lawyers and scientists. Teachers in Finland require a master’s degree for full time employment and achieving a teaching job is a difficult process. Furthermore, the Finnish curriculum is not as academic as other countries that achieve such high rankings worldwide. Students in Finland spend less hours in the classroom per week compared to other countries in the developed world, however they get better long-term results. In Finland, students are not required to take any formal exams until they reach the age of 17 and teacher led assessments can be used within the school to monitor the progress and development of the children within the setting. However, the assessments are not used to grade, score or compare children. They are simply used to provide a description of how the child is doing so it can inform development steps for the child. Furthermore, TheGuardian (2012) adds that there is an importance placed on trust and well-being between teachers and pupils. In addition to this, outdoor learning activities and physical education are common practice within the Finnish education system as they believe in helping maintain a healthy body and mind. Schools in Finland have full autonomy on developing their own curriculum, and they have the freedom to create their curriculum that best fits their setting.
Teachers use a variety of pedagogic approaches and alternate between them, they do this rather than using instructional methods. The freedom over their curriculum has allowed more creativity and motivation for quality education and this has created a culture of emotion well-being for the teachers who are able to play a part in fostering and being “positive learning role models” as well as creating positive learning environments in which children can thrive.
Finally, TheGuardian (2012) cited that Finland's Ministry of Education's philosophy is to trust the practitioners as well as putting trust into parents and the wider community to engineer how their children are taught. Moreover, this has proven to be a success as Finland often perform well in worldwide rankings. The autonomy and trust that the teachers have has resulted in high quality education that serves students, communities and the country as a whole.
In comparison to other countries, it is clear to see giving teachers the autonomy over their curriculum does work and can provide children with a quality education, however the Welsh Government need to ensure that teacher are all on the same page in how they understand what is being asked of them and that there is training available for all people who work within early years and foundation phase settings.
3.

Will ‘interpretations’ of the new curriculum cause disparities in outcomes for children?

The new curriculum for Wales has been introduced to the country. The government have given practitioners and carers for children broad guidelines on how they want children to be taught within their setting.
The government has said they are now giving practitioners more “autonomy” on how they teach children – even going as far as stating that individual schools will now have a say on shaping their curriculum as long as it achieves the four purposes that have been set out. 

HWB (2019) states the four purposes as being – 
· 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.

Whilst many would welcome a “well-needed” change to how children in Wales are taught, the broad and unclear terms in which it has been set out has caused confusion amongst practitioners and it could be questioned whether allowing something as important as the curriculum up to interpretation can result in children being taught differently throughout Wales, which may in turn lead to disparities in the quality of education that the child is receiving. 
BBC (2019) state that The Welsh Local Government (WLGA) and the Association of Directors of Education in Wales (ADEW) raised some concerns during a meeting with the children, young people and education committee. They are responsible for reviewing how the reforms are being received and being implemented. 
One of their concerns was,
"It is likely that pupils' knowledge, understanding and skills development will be left to chance, i.e. relying heavily on the knowledge and experience of individual teachers as opposed to an entitlement defined by the curriculum," 
(BBC, 2019)

The education reforms and the implementation of the new curriculum is something that Scotland has already done. OECD (2016) stated that Scotland has envisaged a visionary picture of what they wanted their education system to look like, however they still needed to move on from an “intended” curriculum and develop an “implemented” curriculum. Additionally, OECD (2016) went on to say that their research suggested that there was a gap between how teachers currently practise teaching, and their own beliefs about how children should be taught, and actually implementing and achieving the aims of the new curriculum. 
However, in contrast, Priestly (2018) argues that these problems will not be so apparent in Wales as the What Matters Framework is concise and clear and does not expect the curriculum to be based around lots of different learning outcomes as seen in other countries and in the past.
In opposition to Priestly (2018), suggest that although this curriculum has been introduced to enable teachers to teach more freely, it has not been considered how this will work practically. Furthermore, NASUWT (2020) state that this curriculum and its’ implementations would mean more work for the teachers who are trying to put in into place on the ground. Additionally, they suggest that this curriculum could hinder children and young people’s entitlement to a balanced education.
There is a valid concern that this new curriculum is not going to provide teachers and practitioners the support that they need to implement it effectively. In addition, schools are growing increasingly concerned that there has been no communication as to how their pupils will be assessed, and how the results of assessments will be measured for an idea on performance. (WEForum, 2019)
WEForum (2019) go on to state that whilst these concerns are prevalent, there is no easy answer or resolution to ease these concerns. Furthermore, they suggest that more transparency is needed to help schools deal with some of the concerns that they have.  Moreover, teachers are welcoming the new flexibility they are going to get with the new curriculum but are understandably worried about what the limitations will be and what the standards will be set at.
However, Wales have used pioneer schools to implement the changes early and to be a guide for all schools to follow when the curriculum comes into full effect in 2022. WAG (2015) state that Pioneer Schools will play an essential role in developing and implementing the new curriculum. Additionally, Pioneer Schools will be supporting and leading the development of the new curriculum locally and nationally. Pioneer Schools will be at the forefront of the new curriculum and they will be the ones that share the knowledge and vision for the curriculum and who will be able to develop an understanding and knowledge to best implement it. Furthermore, Pioneer Schools and their Pioneer Practitioners will also have a key role in developing materials and guidance to support the new curriculum framework. The all-Wales partnership team will also be responsible for developing plans for how to achieve this. 
Currently, there is no real evidence that there will be any disparities in the outcomes for children, but real concerns about how teachers are going to implement it whilst having time to spend in class. Additionally, teacher views and beliefs will ultimately play the biggest part in how children are taught and how effective the new curriculum will be in each individual school.
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