
Literature review including a critical analysis of old and new paradigms and consideration of national and international evidence on effective curriculum design and implementation. 

When satirist Howard Benjamin first published his acerbic caricature of curriculum reform in the early 20th century, he may not have imagined that the text, ridiculing a stagnant and backward-looking curriculum, would stand the test of time and remain relevant well into the 21st century(Benjamin, 1972).The ‘saber toothed curriculum’ parodies a government which clings to irrelevant and outdated educational practices in the face of an evolving society The text might well oversimplify the nuances of, and influences on, curriculum design for the purposes of humour and mockery, there are no shortage of national and international research papers and calls for policy change with the object of modernizing education systems worldwide.  

A chronology

Drastic technological and social changes have transformed the world in recent decades, and throughout the history public education, there have been calls to reform and modernise education. Yet, before 19th century there was little public education as we know it now, free to all at the point of delivery and funded by taxes. The Industrial Revolution saw the construction of the first public education systems as both individuals such as Angela Burdett-Coutts and Thomas Cranfield and social reform organisations (some of these fledgling organisations developed into some of the most well-known charities today, such as the RSPCC) worked with a desire to improve socials ills around them as the populations of towns and cities increased exponentially. The reasons were broadly two-fold; first, economic, there was now a need to create a more educated workforce, at least as far as basic literacy and  numeracy skills were concerned, to support the new industries and job types that arrived with industrialization, secondly, an opportunity to the maintain traditional standards and values through mass education. The Industrial Revolution was offering manufacturing solutions en masse and this became the model for curriculum however it would be decades before schools in the United Kingdom saw any level of prescription in what was taught.

Hadow and Plowden

The two major national reviews of the primary curriculum took place in the 1930s and the 1960s. The Hadow Report, published in 1926 and 1931, sought a curriculum free from the “dead wood of formal tradition” and instead replaced with “inquiry and experiment” and “initiative and originality” (Hadow, 1931, pp. xiii-xiv). Many of the objectives concerned structure but the curriculum recommendations were concerned with decreasing rigidity, more flexibility, less focus on the academic and more on the “aesthetic” and focus on the interests of pupils. While school structures were influenced from this point, the curriculum was “largely ignored” (Gillard, 2006). Primary education received no further review until the late 1960s. 

To a reader unfamiliar with its age, the Plowden Report contains some enduring guidance. There were some broad recommendations: undertake work to discontinue the use of corporal punishment, increase in the number of male teachers, increase numbers of graduate teachers, implement regular surveys of curriculum and increase educational settings for those children turning three. (1967). While ministerial changes led to the report recommendations becoming implemented in a fragmentary fashion, (and some not at all) the decades following saw much criticism of the document. The report is advocates a child-centred approach to curriculum and this is often where criticism is levelled, as for opponents of ‘progressive’ theories, the research just did not support the report’s recommendations and its overzealous interpretation of Piagetian theory for the classroom (Alexander, 2009). During the three years in which the review was taken, Plowden herself describes that the committee was ‘led’ by HMI and where they considered ‘worthy’ of note, so there could be cause to wonder if there could have been more independence on the part of the committee. (Plowden, 1987). 

Eighties to the present day 
By the late eighties commentators were describing the Plowden’s report’s deficiencies for the “more complex challenges” of the age (Kogan, 1987, p. 20). Kogan described the “optimism” (p13) with which the report was undertaken, which could be interpreted with an element of condescension. Innovative as the report appeared, was there a naivety in the recommendations, a product of the ‘swinging’ spirit of modernity of the time? If the recommendations in Plowden were misguided in their philosophy and deficient for more complicated world of the late eighties, then arguably, then the conditions in the early 21st century make it obsolete.
A period of criticism and blame began in the 1970s. From the constitution of the committee and their political leanings, the child-centred theme of the report and the way it was enacted by ‘unquestioning’ and ‘unthinking’ professionals, the report was roundly criticised and blamed for a decline in standards in U.K. schools. Some commentators went as far as to use the word ‘dangerous’ (Darling, 1986, p. 31) to describe the potential impact on female pupils, educated in its wake. Scruton continued the condemnation, pointing the finger at educationalists ‘preaching’ from outside of the classroom and at the very ideology underpinning schools and teachers ‘carte blanche’, justification for poor curriculum and poor standards (Scruton, 1987).

Much of the backlash was aimed squarely at the progressionist nature of the curriculum but as early as 1980, the ORACLE study found this to be misguided with little child-centred practice found in reality (Galton, 1987).Although Plowden herself, when reflecting upon the report some twenty years later, felt that the concept of direct teaching or “learning “by description”” and rehearsal, repetition and consolidation of learning had not been given enough prominence (1987). More recently, the Plowden proposals have enjoyed a resurgence and renewed backing. There are many sound principles. Where the document states, "[A]t the heart of the educational process lies the child" (p.7) it could be argued that this philosophy is alive and well with current international focus on ‘Schools as Learning Organisations’, which places the student learning at the centre of all education systems (OECD, 2018).
For all its optimism, it has been unfair to say the report is without gravity. Many of the statements would not look out place today, particularly those which discuss the uncertainty of the future and equipping children with a curriculum which would allow them to thrive in a world of ever-changing economies. Similarly, a theme that resonates today is the difficulty in anticipating what sort of working lives that children of 1967 could look forward, yet  Plowden addresses this, advocating a curriculum of “curiosity and adaptability [and] a high level of aspiration” (1967, p. 433). 
The Plowden report, its backlash and revision serve as a template for the peaks and troughs of educational policy change and the ensuing reforms, with much debate centering around the delicate balancing act ‘keeping pace with maintaining standards and values’ (Kelly, 2009, p. 1) and developing an educational experience that would be relevant and fit for purpose in an ever-changing and technologically more complex world. Dramatic changes in society have led to similarly significant curriculum reforms. 

The National Curriculum 
If the Industrial Revolution has provided the social impetus for reform, the 1960s, the ‘optimism’, then the 1980s, with its social upheaval, political dissent and globalisation heralded the marketization of education. International comparisons showed the U.K. in decline in terms of higher education. Fewer pupils were ‘staying on’ and examination attainment had plateaued. There was also a significant gap between the achievements of children from opposing ends of the socio-economic spectrum. (Vignoles, 2006). 

The advent of the National Curriculum and saw the move from the clichéd and much- quoted ’secret garden’ to ‘national park’ (Wyse, 2013). The last act in 1944, had specified little about the content of the curriculum. In contrast, 1988’s Act determined curriculum content for every child at a national level, alongside far-reaching reforms, in what has been described as a “quasi-market” (Thomas, 2013, p. 65), which was intended to allow for greater centralized control and was the “biggest shake up” in the country’s education since the previous act in 1944. (Wyse, 2013, p. 19). While there was concern about the amount of content and associated workload, by September 1989 some of the elements were being taught in classrooms. There followed a detailed description of content, organised into subject areas and assessment arranged into levels. (2013). 

The 1980s saw the nationalisation of what was taught, the 1990s curriculum saw more prescription in terms of how children were taught. Shortly after election in 1997, New Labour followed up the ‘Education, Education, Education’ promise with the introduction of The National Literacy and Numeracy strategies. Although not statutory, the strategies were highly prescriptive with each minute of a literacy and numeracy session planned in detail. While Ofsted published research supporting an objectives-based approach (Sammons, 1995) the majority of research in the area was contradictory with some significant work published well before the strategy was launched (Good, 1986). This level of prescription of the strategies was not universally welcomed (Wilby, 2008). While Hulme and Livingston contend that it is not at all possible to separate pedagogy and curriculum (Wyse, 2013). Successful Futures supports this, referring to several pieces of research and describing “fundamental interdependency” between curriculum and pedagogy (Donaldson, 2015, p. 63) but advises that the curriculum avoids dictating prescriptive detail for either. 
Welsh education, with its ‘four purpose’-led curriculum, broad progression steps and curriculum-designed by front-line staff is on a different path to that of England. While levels have been removed, there is detailed criteria on what constitutes working at the end of year expectations or at ‘greater depth’. Online forums are filled with discussions, debating the minutiae of pupils’ work. According to the British Government’s website, the objective of the primary curriculum for pupils (in England at least) is the attainment of “basic literacy and numeracy” while achieving a “foundation” in other subjects. Interestingly, the document differentiates between mathematics and numeracy. (DERA, n.d.). Yet, the Plowden report, decades before, cautioned: “The qualities needed in a modern economy extend far beyond skills such as accurate spelling and arithmetic” (1967, p. 433). The Curriculum for Wales is intended to avoid this ‘narrowing’ (Donaldson, 2015). 
The curriculum in Wales, by and large, was identical to that of England until the early 2000s. England’s curriculum has undergone revisions, the most significant changes occurred in 2013, with the publication of the new National Curriculum. However, March 2014 saw Welsh Government seek the expertise of Professor Graham Donaldson to undertake a review of the curriculum in Wales.     
Devolution and regional changes
However, the story of current educational landscape in Wales, arguably with the 1999 devolution settlement. Since devolution, Welsh politicians and civil servants have taken responsibility for almost every aspect of education policy. The Welsh Department for Education forms the ‘Tier 1’ policy-making and administration for Education from 4-18, with ‘Tier 2’ layer made up 22 local authorities, regional consortia and governing bodies (OECD, 2017). While there was some divergence with England- for example, Wales (and Scotland) had sought to reduce some of the testing arrangements that had been in place- there was a great deal of consistency too. However, the regions, are increasingly treading their own paths in terms of curriculum, with Wales’s approach intended to be positively ground-breaking. 
Successful Futures, successful curriculum?
Upon publication of Successful Futures, there was much reference to how “liberating” this new Welsh curriculum could be and headlines used words like “radical” to describe the recommendations. (Evans, 2015). Donaldson discussed in detail with BBC Wales, the intention to create more “engaging and relevant” curriculum (BBC, 2019). There is an intentional departure from prescription, which has “inhibited professionalism, agility and responsiveness” (Donaldson, 2015, p. 10) and “constrained” teaching (2015, p. 90). Similarly, “subject barriers”, so central to the 1988 National Curriculum, are to be removed following guidance from Successful Futures. (2015, p. 87), this is a trend common internationally. The Plowden report discouraged inflexible division of subject areas, to avoid disrupting pupils’ interests and ‘train of thought’ (1967, p. 197). Yet others exercise more caution. Priestley offers instead: “disciplinary knowledge should always be the major foundation of school content” (Priestley, 2019). The tension between subject, skills and knowledge has been a source of great debate. In the past the accumulation of knowledge has been the very purpose of education and subject-centred learning has inhabited a ‘comfortable place’ in education (Beane, 1997, p. 197). Successful Futures acknowledges the social importance attached to subjects that “embody our cultural and educational inheritance” (2015, p. 36). Simply put, ‘knowing stuff makes a difference’ (Myatt, 2018, p. 31). But how this ‘stuff’ is organised is the subject of great disagreement. 

The tension between skills, knowledge and child-led rumbles on. Michael Young is perhaps the figure-head best-known on the side for knowledge, producing the contentious ‘Knowledge and the Future School’ (2014). However, experts in some quarters consider this a ‘non-debate’ and Successful Futures cautions against continuing the dispute around “‘subject against skill/competence’ debate creates unhelpful polarization” (Donaldson, 2015, p. 6). Young clarifies this, describing ‘powerful knowledge’ as “context independent” (Young, 2014 b). Perhaps if Michael Young made his case for ‘information’ rather than ‘knowledge’ as a "liberating” force of education, ‘lifting’ individuals out of familiar experiences and into opportunities, it would be less controversial.  

Lessons from Scotland
Successful Futures emphasises the need to make deep connections between disciplines and bodies of knowledge and to this end, disciplines have been re-organised into ‘Areas of Learning and Experience’ (AOLEs). 
“The intention is to signal the importance of educational experiences 
as an integral part of the curriculum, to broaden children and young 
people’s horizons, stimulate their imaginations and promote enjoyment
 in learning. The education of children and young people should include
 rich experiences that are valuable in their own right. (Donaldson, 2015, p. 38). 

Beane contends that subject-based and multi-disciplinary approaches are not that far removed from one another, with the curriculum existing within the confines of a subject base (Beane, 1997, p. 11). This is echoed by Myatt, who contends that the artificial division of skills and knowledge results in fragmentation of learning, and not deeper connectedness and solid links; Brain research supports this and shows that learning is deeper and sustained when patterns are made explicit (OECD, 2008). Looking to Scotland, the Curriculum for Excellence, there is evidence of both skills and knowledge development with the ‘Experiences and outcomes’ sections (2010) and the intention was clearly to integrate the two. Yet there is a real tension between some of the ambiguity of certain statements and the prescriptive nature of others within the same area. There is potential for such ambiguity to cause frustration in their use. Wyse et al (2013) contend that in the face of changing curricula and guidance, teachers will often use their current practices as a starting point when encountering system changes and in Wales, there have been several generations of education professionals who, by the very design of the curriculum, have been used to teaching and working within system organised around subject areas, with some degree of prescription, working to outcomes and objectives. To leave this behind and move to a ‘process’ curriculum will prove challenging. 

There has long been tension between the types of curriculum defined by Blyth (1965). Categorised as elementary, preparatory and progressive, curriculum reform has swung between these aims. Hulme and Livingston discuss these categories, but state that what is required for the 21st century and beyond, is intention and purpose in a curriculum, purpose that addresses the needs of learners who will grow up in a very different world (Wyse, 2013). Kelly describes the requirement for “planned innovation”, that educational reform needs to not only keep up with societal changes, but requires a “transcending” quality (Kelly, 2009). The ‘agreed purpose’ of education is the very first recommendation presented in Successful Futures, and the intention is that the Curriculum for Wales should hold the Four Purposes at its very centre (Donaldson, 2015). Yet, early in the process, Pioneer schools and their professionals wrestled with the purpose of the purposes- was the intention that pupils be assessed in their progress against them? Was that even possible? (Assessment and Progression Strand 1 group, 2016). This thread is picked up by commentators, with critics musing on how “crucial” or interchangeable the order they appear (Humes, 2010, p. 13).
In the pursuit of a ‘process’ curriculum, Welsh Government have been mindful of the issues around the Scottish curriculum. The Curriculum for Excellence, is at first glance, very similar to the new draft Welsh curriculum, and this is perhaps to be expected given the blueprints have the same architect. The capacities and purposes are almost identical and content is similarly laid out in an increasingly complex continuum. Yet, Welsh Government has been keen to avoid the pitfalls that have plagued the Curriculum for Excellence. Initially there was scant pedagogical guidance within the Curriculum for Excellence, whereas the Curriculum for Wales has the ‘Twelve pedagogical principles’. (Anon., 2018). These overarching guidelines do not specify particular teaching methods (apart from direct teaching) and in fact, Successful Futures advises the opposite, with teachers encouraged to use their professional judgment when considering the best ways to support learning and enact the curriculum. However, with a workforce that is used to top-down guidance, with more prescription, such as the Literacy and Numeracy Frameworks to support teaching and learning there is potential for pitfalls along the way.  
Curriculum reform inevitably leads to discussion around how much of the curriculum be determined at a national level. A significant factor to consider when making this decision is dependent on the preparation of the workforce. In Wales, the introduction of the Literacy and Numeracy Frameworks saw detailed lists of skills complete with codes, exemplification (for some aspects at least) and an online tool to support. It was familiar in its arrival; a ‘top-down’ set of documents, with plenty of supporting guidance. However, it also contained details of the National Support Programme- a set of regional and online resources and activities, including visits and training that schools could access to help them implement the LNF. There appears to be a significant correlation between schools that are achieving excellent standards and those where pupils are applying their skills well across all areas of the curriculum. (Estyn Annual Report 2017-18). This begs the question, that if a detailed, nationally and regionally supported curriculum planning tool has not been implemented well in some five years after its introduction by the majority of Welsh schools, then are Welsh schools prepared for the Curriculum for Wales, its complexity and its lack of prescription? Successful Futures states the need to “mobilise” the workforce, but has it? (Donaldson, 2015, p. 21). 
The consultation process opened with the launch of the draft curriculum and closed in July 2019. The response to the curriculum draft has been underwhelming. There are over 1200 schools, around 12,000 teachers yet only around 800 responses near the close of the consultation period. This does not necessarily indicate a mobilized nor an informed workforce but this is perhaps to be expected in a culture where quantity is often prized over quality in terms of workload. Dylan Wiliam is all too accurate when he describes the timetable of schools as “relentless” (BBC, 2019) and could well prove a hindrance to the process. 
There are aspects that have not changed, in spite of all the education acts and reforms. The school day, the teaching hours, and age phases have remained, by and large. Yet there is varied debate about how suitable it is for young children to begin formal schooling at such a young age. In Wales, the introduction of the Foundation Phase was intended to make Welsh curriculum more centred on child development and the ethos of learning through play (although later advice began to replace the word ‘play’ with ‘active learning’ or ‘learning through experience’). The background to the document sets out the aims of the Foundation Phase: “[It] encourages children to be creative and imaginative, and makes learning more enjoyable and more effective.” (Welsh Government, 2014). The philosophy is familiar to anyone with knowledge of Scandinavian early years schooling. Yet, teachers in Wales have found themselves trying to balance opposing systems. At the end of this stage of their learning, pupils were expected to sit a formal assessment in the form of the National Tests. This seemed at odds with the Foundation Phase philosophy and although from the outset, Welsh Government’s stance was that the assessments were to be used diagnostically, (something emphatically repeated by the then Head of Assessment in Welsh Government during early phase Pioneer sessions) (Assessment and Progression Strand 1 group, 2016) and even the annual data collection information stresses this point “The National Reading and Numeracy Tests are focused on understanding and supporting learner progress, and not school performance or accountability.” (Welsh Government, 2018-19). 
International perspectives
It is difficult to ascertain the most successful start to compulsory or formal schooling and it is even more difficult to make comparisons when successful systems across the world have very different philosophies. In many Scandinavian countries, pupils start their formal learning much later than in other countries. For Finnish pupils, for example, school is compulsory from the age of seven. Most children attend high quality early years provision, which is child-centred and led by highly-qualified professionals, with a rigorous background in child development (OECD, 2012). 
In comparison, Singapore’s pupils start formal school (Crehan, 2016, p. 109) and progress through phases in a similar format to the U.K. system. Singapore education makes heavy demands on pupils’ time, and is fiercely competitive with a prescribed National Curriculum, although there is room for professional judgement in the use of curriculum materials such as textbooks (How, 2015). 
Both are high performing countries when using comparative data, yet analysis shows they are very different in their approach. Dr. Yeap Ban Har, world-renowned educationalist, frequently shares the story of Singapore’s educational journey as an introduction to his lectures. Rejection of the rote learning favoured by other countries in the region underpinned the start of Singapore’s road to international education stardom but there is also a good deal of rigor and high expectations. Finnish children have a differing educational experience but are clearly acquiring disposition or ‘preparedness’ for success later on. The ‘stuff’ championed by Mary Myatt. Returning to Wales, the child-centred approach of the Foundation Phase has not been without its critics; in his time as Education Minister for Wales, Leighton Andrews echoed the sentiment of the Plowden backlash and pointed the finger firmly at the Foundation Phase when he said that it would not be allowed to be an alibi or an excuse for poor standards in Wales. Eisner makes the correlation between increased public ‘anxiety’ and the level of prescription given to the education workforce. (2003). With headlines such as ‘Wales slides down education league’, media and political pressure has at times led to increased prescription in Wales (Anon., 2010). 
Assessment and accountability 
[bookmark: _GoBack]To discuss these pressures in terms of curriculum only is to overlook a significant part of reform. The 1988 Education Reform Act saw the introduction of level descriptors to assess pupils’ progress. However, there is an inherent problem is such ‘outcome’ based systems. Thomas describes the ‘distortion’ of education when curriculum is reduced to pieces of knowledge delivered from the teacher to the learners (Thomas, 2013, p. 102). It is not easy to gauge learners’ deep understanding of concepts but it is very easy to assess when information is regurgitated. This ‘ease of measurement’ then becomes a driver for accountability and a form of curriculum development; a list of boxes to be ticked and a self-fuelling system of assessment and accountability. Welsh Government has acknowledged that “assessment for learning approaches are not well understood and embedded” (Donaldson, 2015, p. 73). The debate is nothing new. Hirst states that “there can be no curriculum without objectives.” (Hirst, 1974, p. 3) but the term has come to mean something quite restrictive and linked to actions or ‘behaviours’ in today’s educational climate (Scales, 2017, p. 2). Nowhere are these objectives more significant in the lives of pupils than in their use of qualifications. A curriculum still needs role to play in aiding pupils’ 
National Curriculum levels are changing significantly in England. Critics described them as superficial and offer compelling reasons for “dropping” levels not least because they have become influenced by unhelpful factors and have resulted in “dysfunctional” use such as pupils labelling themselves or teachers placing limits on pupils, basing their assumptions on their ‘level’ and rather than their understanding of concepts (Oates, 2014). There have been a number of proponents of alternative systems. (Peacock, 2016). 
This is something that Successful Futures aspires to do- to create a curriculum which is driven real deep learning and not acquiring disconnected chunks of information. This was reiterated in an ‘Eye on Wales’ podcast, with participants describing the need for pupils to be “prepared for qualifications” and “prepared for life”. (BBC, 2019). Currently, there are education systems around the world that are geared solely to the acquisition of knowledge and exam systems which have resulted in children cramming huge amounts of information for use in short period of time, with little to no retention after the testing period (Dintersmith, 2015). For some commentators, this problem goes far deeper than superficiality of content but actually means of a lack of consideration for, or insight into, the very moral and social purpose of education. (Kelly, 2009). However, these purposes are often difficult to maintain when subject to internal and external pressures.
Global pressures 
A relatively recent driver of curriculum policy, international comparisons such as PISA and TIMSS have had significant influence on curriculum reform. Media scrutiny of these results can have significant influence on politicians to ‘halt the decline’ and can result in knee-jerk policies, especially when comparing results to high-performing countries. Canada is one such country. In the same year that headlines were PISA results a declaring a “risk” for Welsh education and economy (Davies, 2017), others were declaring Canada an education “superpower” (Coughlan, 2017 B). One the reasons that Canada makes an unusual member of the exclusive club of PISA high fliers is the fact that there is great consistency between the pupils at opposing ends of the socio-economic spectrum.  Andreas Schleicher, Division Head and coordinator of PISA attributes this to the country-wide focus on equity yet there is a good deal of subsidiarity in its curriculum- how does Canada manage to offer such equity with such regional autonomy? Canada, a vast, sprawling country with an area of around 9,000,000km2 of extremely diverse, regions geographically and ethnically. There is no Canadian national curriculum. Instead, each of the provinces is responsible for creating a curriculum for their schools. Successful Futures has certain recommended subsidiarity for Welsh schools to ensure that “power is where it belongs – rather than about empowerment which involves someone in power giving something away”. (Donaldson, 2015, p. 99). If a country with a school population of 
However, some critics do not take the PISA rankings at face value, in spite of the glowing headlines. Professor Chu, of the University of Calgary attributes Canadian success in PISA to a decline in the performance of others. (M.Chu, 2017). 
Looking closer to home, Wales could also seek inspiration and emulate the success of other small nations. 200 times smaller than Canada, but packing punch educationally, Estonia is a small European nation in north east Europe. Estonia garnered international attention following the 2015 PISA results. Estonian World, a website dedicated to publicising Estonia’s achievements lauded these results and interviewed politicians who credited the success with the quality and performance of the teachers despite their “austere” budget (Anon., 2016). Whether the 2018 results with show similar improvements but high performance with modest means is something that Wales will require with some experts claiming education budgets have reduced by a tenth in the last decade. (Lewis, 2019).  

Section 2- Contextual study: critical reflection on the challenges and opportunities for implementation of the Curriculum for Wales

Opening chapter of ‘Creating the Curriculum’ closes with the author pondering policy makers’ next moves in the face of economic uncertainty, political pressure and OECD (Wyse, 2013). This could have been written specifically for Wales. With a divided political landscape, the spectre of Brexit looming and Wales underperforming economically, there is a great need to ensure future generations are successful. Focusing on economy, Wales’s gross value added is generally around 30% lower than rest of UK. Wales (OECD, 2014). Successful Futures acknowledges these pressures and their influence on the curriculum. A reactive system, responding to these influences can cause “unproductive concentration” on outside factors rather than the purposes (Donaldson, 2015, p. 7). External pressures will continue as Wales develops its new curriculum. However, Dylan Wiliam was cautious when he described the “countries that are successful in international comparisons”. This is not necessarily success in its own right. 
Wales has a unique opportunity to shape the curriculum and assessment, but to do so while withstanding these pressures is a tall order. As a teacher and deputy head teacher of a Pioneer school, I have had an opportunity to participate in much of the process at a regional and national level. I have also had occasion to visit other schools, to compare their development since Successful Futures and the launch of the draft curriculum. My own involvement began in the strategic phase, as a member of the ‘Assessment and Progression group’, in 2016. 
Strategic phase 
There are more recommendations in Successful Futures that refer to assessment than any other. It has been noted earlier, Successful Futures highlighted the deficiencies in current assessment arrangements (Donaldson, 2015). This message was reiterated by Estyn’s head of assessment during the early strategic Pioneer work, explaining that 40% of schools have good systems for assessment for learning in place (Assessment and Progression Strand 1 group, 2016). The strategic, ‘Strand 1’ phase of the Pioneer process focused on four key areas: Assessment and progression, Cross-curricular responsibilities, Wales and the wider world and Enrichment and experience. 

Welsh Government had been eager to explore assessment issues early in the process, learning lessons from the Curriculum for Excellence and attempting to avoid the prescriptive guidance that followed in Scotland. The work began, scrutinising Successful Futures, reviewing literature and comparing successful international assessment systems. However, much of the debate centred on accountability. Bogged down in semantics (“Shall we change the term assessment?”), the discussion often circled back to GCSEs and the ’outcome’ at the end (Assessment and Progression Strand 1 group, 2016). In an informal discussion following an Educational Workforce Wales, Professor Donaldson stated; “The implications for assessment are clear” (Educational Workforce Council Wales, 2016), yet the strategic work around assessment did not reflect this. Following some months of collaboration, a final document was produced with which gave details of important considerations for the future curriculum. Curriculum design “should reflect the importance of formative assessment” and “stakeholders within the education system should understand the priority formative assessment will take” (Assessment and Progression Strand 1 group , 2016 b). However, in the draft curriculum there is only a single mention of formative assessment, within the Mathematics and Numeracy Area of Learning and Experience. Given the prominence assessment and progression was given, as one of the first four areas developed, and supposedly having taken heed of the problems with the Curriculum for Excellence, then it is possible that criticism will be repeated in Wales: “It is difficult to see how these outcomes will be used differently to those of 5-14 which came to be primarily utilised for assessment purposes” (Priestley, 2010).	Comment by Carrie Smith: need source here 

Strategy to substance 
Welsh Government and ministers remain optimistic. In January of this year, Kirsty Williams reiterated her confidence in Curriculum for Wales and maintained that the process was “on track” (Wrightwick, 2019). However, there have been commentators who remain cautious about the process. Dylan Wiliam describes the “variables” that remain in anticipating the potential success of the Curriculum for Wales (BBC, 2019). Entrusting curriculum design to generation (or maybe even two generations) of educationalists with little or no formal curriculum design does indeed involve a risk but it is not necessarily the ‘gamble’ that Wiliam’s interview was reduced to in the ensuing headlines. (BBC Wales, 2019 B). 
While there has been much work in the changes to professional standards concurrent with the pioneer process, significant upskilling of the current workforce is needed, particularly in terms of subject specialism in the primary sector. Leaders need to ensure teachers can truly convey what it means to be an expert in a subject or discipline. Dewey called this ‘psychologizing the subject’ (Girod, 2003), understanding how a subject is created, what it means to be a geographer or scientist. This is a particular challenge faced by the primary school staff in Wales who have tended to be ‘generalists’ in their field. Yet, this does not mean a lack of difficulty for secondary schools. The majority of secondary schools have organised the school day by slots of time in each subject. During the implementation of the Literacy and Numeracy Framework there was much concern from senior leaders “on identifying appropriate opportunities for the inclusion of literacy and numeracy tasks across the curriculum” (Government Social Research, 2017, p. 8) and the report continues with reference to the “struggles” faced (p. 38) by teachers when attempting to integrate curriculum with literacy and numeracy skills. With an increased focus on ‘connectedness’ and links between the AOLEs made specific, an even greater challenge awaits. 
‘Creating the curriculum’ is peppered with examples of curriculum intentions becoming diverted with teachers’ existing practices (Wyse, 2013). At best this is what Eisner likens to proficiency built by an expert, but at worst, it can be attributed to complacency (Eisner, 2003). School A is attempting to mitigate the effects of this by deliberately moving all teaching staff into different year groups and allow them to make sense of the Curriculum for Wales in a new context. The concept of subsidiarity is arguably the riskiest aspect of the Curriculum for Wales. Without specifying exactly the content (“learning through subject not of subject” (Kelly, 2009, p. 252)) there will need to be stringent checks and measures at a ‘micro’, school level by skilled leaders. How much impact this movement of staff within School A will have remains to be seen, especially given that some staff have had some experience of the age range they will now teach. For, example, for all the repetition of ‘stage not age’ mantra for the Foundation Phase, the school set-up rarely allows for this to take place. There are significant structural challenges ahead. 
School A, is a pioneer school in a relatively affluent area of South Wales. It has low-free school meal numbers and has had several highly-successful inspections. The senior leader of School A have interpreted Successful Futures key messages and focused on scrutinising the detail of the draft curriculum. Staff in School A have all chosen/been given a an Area of Learning and Experience and formed small ‘expert’ groups, attended regional training and interrogated the curriculum in its current draft form. While it is almost certainly a good idea for the workforce to become familiar with the detail of the document, there is also a risk of staff becoming bogged down in that same detail, particularly when there is the creation of spreadsheets or lists of ‘What Matters’ statements and progression steps. This is perhaps risking the creation of a set of outcomes which ‘watertight compartments’ that Donaldson cautioned against in Successful Futures (p. 39). 
In the pursuit of connectedness, educators interpreting the Curriculum for Excellence have not always made the best use of a ‘themes’. Priestley discusses this at length, demonstrating the issues of in an ill-considered inter-disciplinary learning (illustrating the issues with the example of the possibly fictitious “sausage themed week”). (Priestley, 2019 b). There is confusion around curriculum integration and it is often due to focus on content, rather than the personal and social intent that true, effective curriculum integration requires (Beane, 1997). School A has had similar issues with curriculum integration (with Foundation Phase topics such as “Birthdays” complete with ‘McDonalds’ themed role-play area). To avoid this, all school staff have been encouraged to participate in action research or critical enquiry, as set out in the new Professional Teaching Standards. (Placeholder3). This high-quality professional development may well mitigate some of the issues faced by Scotland and diminish the lack understanding that often surrounds curriculum integration. 

School B is similar in location when compared to School A. (albeit more affluent with fewer pupils eligible for free school meals). The progress with Curriculum for Wales is also similar. Initially School B developed curriculum teams, in order to share AOLE analysis. How novel this organization is and how effective this has been is debatable. Staff feel a certain tension when trying to balance work on new curriculum while ensuring the current statutory provision is in place and this is no doubt commonplace across Wales. 

Where School B feels they have been more innovative is in the staff’s work around self-assessment and metacognition, developing a pupil child-friendly system for describing depth of learning. This has been trialled initially in literacy sessions. As a pioneer with a focus on literacy, it is little wonder that much of the initial work in School B has been around this AOLE. However, a senior leader noted the irony that curriculum review had begun with here, along with Mathematics and Science when too often criticism has been that the curriculum is too narrow and concentrated on these subjects. 

In contrast, School A is also reforming its curriculum more broadly than sticking to individual disciplines by following up pupils’ interests. This has led to the development of ‘rich tasks’. Pupil interviews conducted following this planning trial showed that children were motivated when learning was planned in this way. There felt a sense of ownership and spoke engagingly about the topics they had covered, which were often based on real-life problems which affected them and the school, for example, measures to reduce traffic congestion outside the school. Research shows that allowing children an element of choice, following their interests in greatly motivating and effective in raising standards but this is at odds with to the objectives-driven curricula offered traditionally (Wyse, 2013, p. 41) and what remains difficult when employing this approach is ensuring that the content is challenging enough, appropriate for all and covers the breadth of the curriculum. 
Online opportunities 
A draft of the curriculum became available in April 2019 on the Welsh Government’s Hwb platform. This online launch follows in the footsteps of other international education systems with wide-ranging support online. New Zealand has a comprehensive website for educators. It contains everything from the curriculum, area for parents and even an ‘Education Conversation’ forum (New Zealand Government, n.d.). Conversely, England has a dedicated repository purely for mathematics, NCETM with resources, courses and information from Early Years to post 16 education. It is run by a consortium (Tribal Education and Mathematics in Education and Industry. but its funding comes from Department for Education). While comprehensive, the teaching resources section alone is almost impenetrable for the uninitiated (Tribal Education and MEI, n.d.). 
The draft Curriculum for Wales is currently available online and it has been intentionally designed to ensure that stakeholders are obliged familiar with the supporting materials before accessing the ‘nitty-gritty’ of the Areas of Learning and Experience and Progression. Expectation that the site would offer a sophisticated system for the materials has not been fulfilled. For educators used to the Literacy and Numeracy frameworks, it can seem outdated in comparison and navigation is not intuitive. However, from the early days of the Pioneer process the message has been consistent- the AOLEs may vary in their content but they will be similar in look and feel. The intention is surely to support the parity laid out in Recommendation 4 of Successful Futures when structuring each Area of Learning and Experience: ”be internally coherent, employ distinctive ways of thinking, and have an identifiable core of disciplinary or instrumental knowledge’ (Donaldson, 2015, p. 38). 
‘Internal coherence’ relies on a great deal of expertise from the workforce. To discuss the navigation of the curriculum in such detail may seem a petty niggle but the Welsh IT infrastructure and skills of the workforce are varied in the extreme. In its most recent annual report, Estyn describes the variance of ICT provision and inconsistency in the use of ICT across the curriculum (Estyn, 2017-18).This can often be attributed to poor ICT skills in staff. Delving even more deeply, a 2016 report undertaken to gauge attitudes to, and use of, ICT in Wales led to the following conclusion: “There is a danger that if there is a wide variation in understanding of the subject, and an accompanying variation in practice teachers” (Kennewell, 2016). School A has put in a significant amount of work into the provision of ICT and often amongst the top users of Hwb nationally. This has allowed a very robust system of assessment recording. However, the school is yet to explore the full potential of these tools. In July of this year, the current system was evaluated and a new system trialled which will allow more sophisticated analysis of the data collated. 
 While the Hwb platform has been around for a significant number of years, it is not without its critics. From its roll-out, (hot on the heels of schools’ uptake of Moodle- a significant amount of work and effort) with ill-fated (and costly) Hwb+ area of the site, it has not yet taken the position intended in the majority of schools. (Lewis, 2018). 
There are still schools reluctant to relinquish use of other suites of tools such as Google Classroom. Ethical questions aside, (using a corporation practiced in data harvesting and tax avoidance (Robertson, 2016)), there have been efforts on behalf of the Welsh Government to quell these concerns (such as the introduction of a version of Google Classroom to the site) by placing the new curriculum on Hwb, Welsh Government are forcing the hand of school leaders, but given the platform’s slightly marred (although mostly underserved) reputation, could this impact on the curriculum roll-out? 
The use of “digital technologies” to create, communicate and analyse is specifically mentioned within the four purposes in Successful Futures. (Donaldson, 2015, p. 31). The intention to use a universal platform is sound, and has international precedent. Estonia, as mentioned earlier, is making waves with its improved PISA scores. Visits by Welsh Government in 2017 found a comprehensive ICT curriculum and infrastructure (Curriculum and Assessment reform- e-portfolio group, 2017) . Five years prior to this visit, research found Estonia’s ICT use in education was markedly better than many other EU nations (University of Liege, 2012). 
More research is required to link pupil achievement with this use of ICT, however, a small scale study undertaken in conjunction with University of Stirling’s Critical Collaborative Professional Enquiry (CCPE) showed positive links between pupil motivation and metacognition when curating their own e-portfolios of literacy work. (Smith, 2017). School A has exploited the use of technology and made tentative steps in the use of e-portfolios. There are several mentions of the use of e-badges and e-portfolios within Successful Futures, and although it will not happen overnight, there is international consensus that there is wide application for the role of ICT in personalized education (Fadel, 2015). However, as much of the initial Strand 1 work focused heavily on issues of accountability and qualifications, there is still much work to be done. Indeed, there is little international research on the impact of the use of e-portfolios and should the recommendation be enacted without thorough thought, there is a danger that e-portfolios become an onerous and ineffective use of ICT.  (D.Niguidula, 1997). Will the oversight in the initial assessment work prove to be a missed opportunity in Wales?
Gender
The Curriculum for Wales provides a great opportunity for Wales to develop an assessment and qualification system which provides a strong foundation for life. Qualifications are often a political and media ‘hot potato’ with data released each which is easily comparable to previous years. Usually it is the media contending that exams are getting easier, often it is to compare the results of boys compared to girls. 2017 GCSE results showed a 9.5% gender gap when compared to the results of male candidates. 61.5% of male entrants achieved at least a C grade. Female candidates’ scores were around 10% higher at 71%. (Thompson, 2017). This has been the general trend for some time, although the gap closes somewhat during A’Level and degree grades. Yet, this initial success does not equate to improved life chances for females in Wales. There is obviously something right with the education system in that girls flourish early, but this does not translate into future careers. Data shows that in Wales, men’s pay outstrips that of women by between 9-12% and most women are likely to be in part-time and more traditionally ‘feminine’ (Parker, 2014). 
Both School A and B have data which demonstrates a gender divide with boys’ literacy. However, girls are less likely to achieve in mathematics. With growing evidence that the ‘millennial’ generation are eschewing equal gender roles  (Coontz, 2017) and, although limited, further study would be desirable to investigate the potential impact of these changing attitudes on education for women and girls. There is the potential for significant implications for the workforce and economy of Wales. Successful Futures refers to equity, but given the disadvantaged life chances of 50% of the population, does it go far enough to address this? 
Conclusion 
Much of education in the past has been concerned with the continuation of cultural identity; passing on the standards and values of a culture. The Curriculum for Wales to help shape and define Welsh identity in a global educational landscape. There has been significant encouragement from some regional consortium to ‘blow things up’, yet reluctance in some quarters to take risks when there is so much at play. This absolutely encapsulates the challenge and opportunity offered by the Curriculum for Wales. To tread the ‘path well-trodden’ or be pioneering, and blaze a trail for others to follow. It is likely that Wales will need to balance both. Priestley cautions against ‘reinventing the wheel’ and discusses the need to strike a balance between schools striking out on their own. (Priestley, 2013).Here is an opportunity for Wales to develop the kind of curriculum that ‘transcends’ (Kelly, 2009) the short term pressures and irrelevant influences and to create the curriculum beyond survival, one that allows pupils to thrive in school and beyond (BBC, 2019). Plowden, reflecting on the 1967 report stated: “We did not invent anything new’ (1987, p.120). Nor does Wales need start everything anew, but it does need to get it right. 

