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Section 1 Introduction 
 
1.1 Rationale for this study 

This study will explore and evaluate the challenges posed by designing a new Key Stage 3 (KS3) Humanities curriculum in line with Curriculum for Wales (CfW) guidance, specifically in a Welsh comprehensive school. It will demonstrate research and analysis of significant literature relating to CfW and specifically Humanities in CfW, before evaluating the different challenges faced by its design. It can be argued that currently CfW is a contentious topic that has provoked many points of discussion within Welsh Education with its ‘radical departure from a conventional subject based approach’ (Taylor et al, 2020, p.177).  Part of this study will be to explore this further within my own context. 
 Currently I am a Head of History in a Welsh comprehensive school in Swansea. The school has engaged continuously with Curriculum for Wales and has organised itself into Areas of Learning and Experience (AOLE). The Humanities AOLE of which my department is a part has been a pioneer area for the CfW Since 2016.Within the Humanities AOLE in my setting, we have amalgamated the subjects of History, Geography and Religion Values and Ethics at years 7 and 8, producing lessons under the themes of ‘Local, National and Global’. At year 9, discreet subjects are taught however we work with overarching themes. Humanities is a popular area with learners with many deciding to take at least one as an option at GCSE. 
 
However, since its beginnings the curriculum has continuously been changing and evolving. As such, keeping up with these changes has proven to be challenging and while ‘good teachers are always learning’ (Murray, 2021, p.229), it should also be noted that constantly re-defining, tweaking and changing can become tiresome and exhausting. 
Indeed, the CfW has laid waste to the outcome centered curriculum it replaced and instead provides a new skills-based curriculum that is driven by aims. At the heart of the curriculum are the four purposes which state that learners should aspire to become:
· 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 
(Welsh Government, 2022)
 
These purposes are the foundation stones of the CfW and should be a ‘starting point and aspiration’ for curriculum design in school (Welsh Government, 2022). Additionally, CfW has seen the creation of six of Areas of Learning and Experience under the umbrellas of which sit the discreet subjects. These AOLEs are: 
· Humanities 
· Languages Literacy and Communication 
· Maths and Numeracy 
· Health and Wellbeing
· Expressive Arts 
· Science and Technology
(Welsh Government, 2022)
 
Each AOLE has several What Matters statements that should underpin their curriculum and inform progression within that area. The challenge of completely overhauling the curriculum has been large and in a recent survey conducted on part of the Welsh Government, it was noted that many senior leaders and practitioners still lacked clarity about many issues relating to the processes surrounding re-designing the curriculum. In fact, 67% of senior leaders believed their school needed extra support in this (Duggan et al.,2022). Certainly, despite my own setting having made much progress towards achieving CfW across all areas, there has still been much debate about what is right and wrong and what works and what doesn’t, prompting a need for more guidance.  Arguably the main issues faced within the Humanities department are progression and assessment, the structure and design of the curriculum and the role of teacher agency in its construction. As Evans has asserted if teachers ‘score is taken away, they will need absolute confidence that they can play all the right notes together, in the best possible order’ (Evans, 2023 p.5). In short, there is lack of confidence in the department that what we have designed is achieving all that CfW aims to achieve. 
All this then begs the question, what are the challenges faced when designing a new Humanities curriculum and how can they be overcome? 
1.2 Research aim and questions
The aim of this study is to evaluate methods of planning and mapping a Humanities KS3 curriculum in a Welsh Comprehensive school and in doing so attempt to answer the questions:
1. What are the main challenges faced when planning and implementing the new Humanities curriculum at KS3? 
2. To what extent can the concept of ‘Cynefin’ be incorporated into the new CfW humanities curriculum?

Answering these questions will hopefully provide insight into the challenges teachers in Wales are faced with currently as we try to create a new and meaningful curriculum. It will hopefully address these challenges and suggest possible ways forward. 
 To summarise, this section has laid out my positionality and reasons for my interest in developing the Humanities curriculum at KS3. Throughout the next section I will produce a literature review that will analyse and investigate issues surrounding CfW, the Humanities AOLE, and teacher agency in CfW. 
 









Section 2 – Literature Review 
This section will be dedicated to addressing the research questions identified above. It will deliberate literature related firstly to CfW and its impact so far before moving on to consider Humanities in the CfW which will include definitions of Humanities and ‘Cynefin’. It will then analyse literature related to teacher agency in CfW. 

2.1 Searching the literature
My search to begin was broad and included searching for key terms identified by my research aim and questions. I explored key words such as ‘Humanities’, ‘progression’, ‘Curriculum for Wales’ ,‘Assessment’ and ‘Cynefin’. As this is a relatively new topic of exploration, the search did not yield results as specific as I would have liked. This led me to the conclusion that what I was searching was too narrow. As a result, I broadened the search considering what many of these key words may also be identified as. An example of this was when searching for ‘Cynefin’ I also searched for papers relating to ‘belonging’. 
 I then searched these terms on several databases including the university library database, EBSCO, and google scholar. The key readings selected for review were identified using this process. I also found work in databases such as Taylor and Francis online and the British Education Research Association (BERA). 
To ensure the research was up to date I focused where possible on articles and papers releases in the last 5 years and ensuring all literature was peer reviewed. Work was selected based on the content of abstracts and their final conclusions before being read fully to decide if they should be included in the literature review.

2.2 Curriculum for Wales: The impact so far 
 Since its introduction in 2015, the CfW has provoked debate amongst the educational community and its impact has been widely debated.  The Welsh Government is keen to ensure that CfW delivers a balanced and wide-reaching learning experience for all learners (Welsh Government, 2021). However, the extent to which this can succeed has been widely debated for many reasons. In her paper on the purposes of CfW, Gatley makes the assertion that the AOLEs do not tie in explicitly enough with the four purposes of the curriculum and as such much of the content is useless. She makes the case that developing the skills outlined in the four purposes may be covered without any consideration of the content included in many of the AOLEs (Gatley, 2020). It can be asserted however, that Gatley fails to consider the Statements of What Matters and progression steps. While it is true there is no step-by-step explicit guidance that links the four purposes to the AOLEs, these two components of the CfW do provide the evidence that Gatley argues is lacking. An example of this can be highlighted in the descriptor for  ‘Human societies are complex and diverse, and shaped by human actions and beliefs’ statement from the Humanities AOLE (Welsh Government, 2022) . Understanding the diverse and pluralistic nature of society in Wales arguably, does encourage learners to become ‘ethical, informed citizens’ and although it is true that it also may have more coverage in other AOLEs, the point of CfW is to create  ‘coherence and encourage children and young people to make connections across different aspects of their learning’ (Donaldson, 2015, p. 35). Moreover, writing in 2020 Gately is dealing with a curriculum that is very much in its infancy and one that was not rolled out to all primary schools until 2022 and is still not mandatory throughout secondary schools (Welsh Government, 2022). Curriculum design and implementation ‘needs to be evaluated so both good practices and difficulties can be evaluated’ (Karakus, 2021). Indeed, time is needed to iron out any issues and challenges. Despite this however, there are many who agree with Gatley’s perspective. Evans concurs with this point highlighting the same issue with coherence and the alignment of the four purposes to the AOLEs (Evans, 2023). The Organisation for Economic Cooperation and Development (OECD) argues that although most practitioners (60%) agree that the new curriculum helps learners achieve the four purposes there is a wide range of perceptions around what that means (2020). This would then agree with Gatley’s assertion of a lack of coherence within the curriculum. 
Another issue presented in the literature that surrounds curriculum for Wales is quality and quantity of professional learning. The great task of completely re-designing the curriculum that has been bestowed, some may argue unwillingly, upon teachers has left many of the education workforce feeling lost and under pressure. Evans has suggested that although there is a ‘Professional Learning offer’ offered by the Regional Consortia in Wales, it is variable in quality, sometimes failing to offer adequate training for developing the new curriculum (Evans, 2023). Indeed, this is an issue that has been highlighted since the earliest implementation of CfW and many others support Evans’ stance. Sinnema et al. in 2020 suggested that the highest quality professional learning was needed in order to ensure an effective and purposeful curriculum design (2020). This again is an argument echoed by Sachs in 2003 who states 
‘…a strong teaching profession is one that is self regulating, one where teachers themselves must be committed to investing time and energy in their own continuing professional development. This needs to happen in a context where education systems and employers provide financial support for continuous professional learning to support and sustain a robust and competent teaching profession’ (Sachs, 2003, p. 17). 
This further supports Evans’ argument that a strong and robust professional learning programme should be developed if the CfW is to be at all successful. Moreover, Evans’ assertion that the lack of ‘national professional learning programme endorsed by government’, has left teachers to navigate the new curriculum alone has been highlighted several times (2023). In 2020 the OECD suggested that the Welsh Government should work closer with schools to develop materials that support teachers’ professional learning. However, 3 years later at the date of Evans’ publication it appears that has not been the case. Evans’ extensive reference list as well as the recent publication date further adds to the validity of his arguments. It should also be noted that in a recent survey into the education workforce’s readiness to implement CfW, 67% agreed that their school needed more support or resources before the curriculum’s full implementation (Duggan et al., 2022). This suggests that although Evans’ paper is not empirical, he has utilised the latest data to develop his assertions. 
Another point of contention that has divided academics focussing on CfW is assessment and progression. The Welsh Government has described assessment as ‘…intrinsic to curriculum design’  and that  its ‘overarching purpose within the curriculum is to support every learner to make progress’ (Welsh Government 2022). Many have argued that this has proven difficult to achieve with no solid examples to demonstrate what progression looks like. That the move from an assessment and outcomes driven curriculum to one that focuses on skills, concepts and purpose could be problematic has been debated fiercely amongst academics and commentators alike (Evans, 2021). This has been highlighted in a 2020 empirical paper by Titley et al., who explored the feelings of teachers towards assessment in the CfW. They suggest that teachers faced with the CfW struggled to ‘conceptualise an approach based on areas of learning as conducive to deep-level learning of subject areas and preparation for formal assessments’ (2020).  In short, teachers were wary of a new GCSE system that was skills and concept based as opposed to outcomes driven. This qualitative paper provides valuable insight into teacher feeling towards assessment in the new curriculum. It provides a snapshot of how the education workforce in Wales feels about assessment in CfW having utilised data from 45 teachers, 244 pupils and 107 parents from a pioneer school. The fact it uses data from pioneer schools both strengthens and limits the validity of the paper. The pioneer schools have been ‘central’ to the development of curriculum for Wales (Arad Research, p.4, 2017). As such this paper provides valuable and authentic insight into the inner workings of CfW assessment development. However, there have been suggestions that schools not involved in the pioneer process may feel de-skilled and behind when it comes to CfW (Evans, 2023). With this in mind, the paper may have benefited from reaching outside of the pioneer schools to gain a more national picture. 
Furthermore, a topic often discussed in and hotly debated is the role of CfW in addressing the poverty gap. According to the Welsh Government, at the end of 2021, 27% of children in Wales were living in income poverty (Welsh Government, 2022). In addition, 51% of disadvantaged pupils ended up in the bottom quintile of GCSE results in Wales (Cardim-Dias et al., 2022). In light of this, it is no surprise that the role of Wales’ new curriculum in closing this gap has been widely considered. Indeed, the Welsh Government has stated that the CfW aims to cater to all pupils and support equity and inclusivity (Welsh Government, 2022). In a qualitative study, conducted by Power, Newton and Taylor in 2020, it was found that although there is opportunity for CfW to effectively bridge the poverty gap, there are many challenges its success (Power et.al., 2020). One of the main challenges commented on when interviewing pioneer school leads was resources. They found that digitisation of many aspects of the curriculum would make it difficult to maintain equity amongst schools and pupils (Power et al.,2020). This is a sentiment shared by Evans who states ‘it cannot be assumed that pupils from more deprived backgrounds will have access to and benefit from the same resources, technologies, or parental support as their more affluent peers’ (2023, p.3). Indeed, this is an issue faced in many schools across Wales as they attempt to bridge the poverty gap. The OECD in 2020, having conducted a review into the CfW commented on how some practices at school levels pointed towards disparities in opportunities, clearly supporting the findings of Power, Taylor and Newton (OECD, 2020). Despite this however, this paper does present some limitations. Despite the value of the results, and the researchers stating the use of semi structured interviews and surveys, the methodology is not explicitly discussed nor is the limitations of the data collection. Moreover, as with other papers discussed, this research is based solely around pioneer schools. A more fruitful experiment may have provided comparisons between pioneer and non- pioneer schools.  
For the purpose of this study, it is important to understand that the literature surrounding CfW points to a curriculum in its infancy that needs further exploration in all elements. That it is an ongoing and fluid process will be important to remember as the study goes on.
The next section will explicitly look at the development of the Humanities Area of Learning and Experience in CfW.
2.3 Humanities in the Curriculum for Wales 
The Humanities AOLE consists of a combination of History, Geography, Religion Values and Ethics (RVE), Business and Sociology. It is made up of 5 ‘Statements of What Matters’ each with their own descriptors within the progressions steps. According to the Welsh Government the Humanities AOLE, ‘…encourages learners to engage with the most important issues facing humanity, including sustainability and social change, and help to develop the skills necessary to interpret and articulate the past and the present.’ (Welsh Government, 2020). It should also provide ‘fascinating contexts for children and young people to learn about people, place, time and belief.’ (Donaldson, 2014, p.46). However, the combination of subjects as well as the themes suggested by the Welsh Government have caused consternation from the education workforce relating to the multidisciplinary elements, ideas surrounding ‘cynefin’ as well as teacher agency and cohesion between curricula. 
A key theme that can be drawn from the literature is the apprehension of humanities teachers regarding the loss of their discreet subjects. Many schools, including my own have opted, in light of the CfW to combine Humanities in years 7 and 8 with some even stretching the combined subjects up to year 9. Some however, have not attempted this at all which has created a lack of cohesion amongst schools in Wales. This is an argument brought forward by Steph Robinson who describes the attempt to save subject specialism as a ‘battle’ when it comes to CfW (2022). Indeed, it can be asserted that with the combination of subjects and the pressure placed on staff to teach subjects outside of their own that the skills necessary for GCSEs in the discreet subjects will be lost. It is a trepidation felt within my own department and a reason we have not combined subjects into year 9.  This is supported by a survey conducted by the Welsh Government which found that Heads of Department across all subjects were reluctant to let go of their specialisms (Duggan etal., 2022). 
This paper also comments upon the local disparities that exist within Humanities departments across Wales (Robinson, 2022). She argues that different consortia offer different advice, resulting in a lack of coherence amongst departments. Within my own setting, this is certainly something that has occurred. As earlier mentioned, our department has developed individual lessons that come under the umbrella of ‘local, national and global’. However, meetings with other schools within out network has revealed radically different approaches, with many taking a project based approach to each term. This is also supported by Hughes, Makarra and Stacey who’s paper suggests that many Humanities teachers are fearful of the vital elements of their specific subjects being lost (Hughes et al,. 2023). This is not only a Welsh issue. Fenwick, Minty and Priestly when considering curriculum change in Scotland, have asserted that in order to successfully combine Humanities, a ‘cultural shift’ is needed within a school (Fenwick et al,. 2013, p.3). They consider that professional identity is quite often defined by a teachers specialism and as such integration can be a difficult pill to swallow (2013). This is further supported by Jones and Whitehouse’s questioning of how teachers can acquire the knowledge needed to teach a combined subject (Jones’ et al,. 2017). 
Although this paper provides some valid arguments relating to the mood around Humanities in CfW, it does not boast a vast reference list. Moreover, despite being peer reviewed it is also specific to Geography and does not consider viewpoints from the other Humanities subjects and as such cannot be considered the view of all. Despite this it does provide a frontline opinion into the implementation of CfW and an insight into the real-life context of curriculum change. 
Additionally, the literature that surrounds Humanities in the new CfW also heavily centres around ideas of progression. As earlier discussed, assessment and progression across the curriculum has been widely debated since the early stages of Curriculum for Wales. Within the Humanities sphere it has been a particular point of contention. Robinson stresses that there is no clear description within the Statements of What Matters of what progression in humanities actually looks like (Robinson, 2022). Again, this is an apprehension shared within my own setting. When surveyed recently, many expressed consternation at the lack of guidance and exemplars for Humanities. 
Hughes, Makara and Stacey’s paper specifically analyses progression in Humanities and the tensions that exist amongst practitioners. They identify four main tensions relating to progression in Humanities. These are:
1. The relationship between disciplines
2. The balance between knowledge, skills and values
3. Differences between underlying models of progression 
4. Balancing learning with the National Curriculum 
The paper emphasises that there is little understanding by many as to how to develop their assessment arrangements and that although it was widely accepted that a linear model was not fitting for the new curriculum ‘…defining and alternative model was harder’ (Hughes et al., 2023, p. 5). Indeed, as discussed in Robinsons paper, there is no definitive idea as to what progression looks like in humanities and as such schools, in particular secondary schools have shied away from the topic. The research utilised is that of the CAMAU project, which also suggests that progression is not linear and that the progression frameworks do not lend themselves to referencing specific ages (Hayward et al, 2017).  This paper also suggests that a unified approach is needed in order to build and effective model of progression (2023). However, although this paper provides valuable insights and uses data and research collected by the CAMAU project, it does not reflect real life. Without guidance, many schools such as my own have been left in the dark to blindly develop assessment methods with each vastly different to the next. Furthermore, the ideas of non-linear progression although experimented within some primary schools, does not sit well with the current set up of the comprehensive schools system. With no guidance on GCSEs or A Levels it is difficult for secondary schools to plan. Although this paper provides valuable insight into tensions surrounding progression in humanities, it does not provide practical examples as to how these tensions may be resolved. There is no data set with the paper and as such it may be argued that it has no empirical value. Despite this, it does state in the paper that it is a conceptual piece, aimed at stimulating discussion. 
A further point of contention identified in the literature is that of ‘Cynefin’. The Welsh government has defined ‘Cynefin’ as 
‘…the place where we feel we belong, where the people and landscape around us are familiar, and the sights and sounds are reassuringly recognisable. Though often translated as ‘habitat’, cynefin is not just a place in a physical or geographical sense: it is the historic, cultural and social place which has shaped and continues to shape the community which inhabits it’. (Welsh Government, 2022)
This definition however, has provoked debate amongst many in the Welsh education sphere and despite the entirety of CfW being founded on ideas of locality and Welshness, has been left solely in the charge of the Humanities AOLE. Certainly the idea of ‘cynefin’ or ‘belonging’ is not a new one in education although it is perceived in many ways. Yuval-Davies surmises that a feeling of safety and ‘at home’ is essential to a feeling of belonging (2006). This, argue, Piskar et al also means being able to feel at home in unfamiliar environments thus making the concept of belonging a social one (Piskar et al, 2021). This however, as noted by the researchers themselves warrants more academic research as social belonging can relate to many concepts within society such as relationships, community and values. Within the Welsh context it is even more difficult to define. Dylan Adams in his study defines ‘Cyenfin’ as something ‘metaphysical and spiritual’ (2023, P.16). Problems with this term are also highlighted in Charlotte Williams report on Black and Ethnic Minorities contributions to CfW with Williams pointing out that the concept is problematic when trying to develop a diverse and anti-racist curriculum. 
Despite these definitions providing a valuable ideas as to the meaning of the term, Chapman et al., argue that they provide very little help to schools trying to implement it into their curriculum (Chapman et al,. 2023). 
The problems with definitions surrounding ‘Cynefin’ are identified by Chapman et al in their paper on primary school pupil’s perception of the term. Using a qualitative study they identified that ‘Cynefin’ is recognised by pupils as people, places, activities, emotions and feelings  although not fully understood by learners themselves (2023). The uniqueness of ‘cynefin’ to each pupil is obvious in this instance and highlights the problem in ensuring each pupil is able to see their own ‘cynefin’ is reflected in the curriculum. This point is reinforced when considering the many definitions and ideas that surround this concept. Moreover, this paper provides empirical research and qualitative methods to provide a varied data set. Despite this however, as the title suggests, it considers only primary school pupils. The impact of ‘cynefin’ on secondary school pupils is yet to be fully addressed by the literature. 
Developing an impactful and successful Humanities curriculum is clearly an issue that has provoked wide debate amongst the education workforce. What has become clear from the literature however, is that there is a distinct lack of reading relating to how this has worked in secondary settings with the majority of the papers discussed in this section focusing on the impact on primary schools. This will be important to remember as this study progresses.  


2.4 Teacher Agency and autonomy in Curriculum for Wales 
This section will analyse literature related to teacher agency in CfW and its role in developing a new Humanities curriculum. To effectively do this, it is essential first to explore a definition of teacher agency. Imants et al, suggest that agency in relation to teaching can be defined as being;
 ‘…associated with individuals who, alone or in groups, in a given situation, make decisions, take initiatives, act proactively rather than reactively, and deliberately strive and function to reach a certain end’ (Imants et al., 2020, p.2). 
Priestly et al, provide a similar definition, suggesting that agency is something teachers ‘do’ and ‘achieve’ (Priestley et al., 2015, p.3). In other words, teacher agency is an example of educators reacting proactively to the environment that surrounds them considering policy, purpose and the resources provided to them. 
With these definitions in mind, teacher agency in the context of CfW can be termed as teachers making proactive decisions regarding their own curriculums in response to the guidance provided. At least this is the intention of the Welsh Government who are keen for schools to develop their own vision for the curriculum in line with the four purposes (Welsh Government, 2020). 
Within the literature however, there are many debates surrounding the successfulness of lending so much autonomy to the teacher workforce. Priestly et al comment that agency ‘…builds upon past achievements, understandings and patterns of action’ (Priestley et al., 2015, p.3). When considering the huge task placed on teachers in Wales, this opinion appears to be a valid one as it highlights precisely the issue experienced by many teachers in Wales at this time. Evans has reasoned that it is the lack in the understanding element of this has left teachers feeling lost. He asserts that the many teachers across Wales not involved in the pioneer process do not have the past achievements and understanding to build on (Evans, 2023).  This is an idea also reflected in Paulton’s paper on professional agency in the Australian classroom, who claims that professional agency works at its best when there are physical resources available for teachers to act upon (Paulton, 2020). This argument is validated by the fact that as earlier discussed, 67% of practitioners feel they need more support when developing resources for the new curriculum (Duggan et al,.2022). 
Furthermore, much of the research demonstrates that teacher positionality can have an important impact on the ways in which they respond to curriculum reform. Priestly et al, assert that many factors can impact professional autonomy including personal experience, professional experience, school policy and school leadership (Priestly et al., 2015). This in turn promotes a lack of cohesion within schools which combined with the lack of guidance commented upon earlier means that the difference in learner experience from school to school is great. This is a point validated and supported by Paulton who also comments on how these factors vary in the way they contribute to professional autonomy (Paulton, 2020). Arguably this has been the case in Wales with many teachers experience varying depending on region, school and consortia. Within my own setting, the challenge of creating a curriculum with very little guidance has been difficult with many members of the department lacking in confidence in what they are doing without sure guidance. This attitude is reflected by Hughes and Lewis who in their research paper on teacher autonomy in Wales found there to be tension between teacher autonomy and the factors that impact upon this (Hughes et al., 2020). This was qualitative study that engaged over 600 teachers via survey as well as making use of semi-structured interviews to determine findings thus adding to the reliability of the study. Within the primary school used to conduct the study, the researchers also gathered data from staff directly involved in the pioneer process and those not giving the study a more accurate depiction of teacher attitudes. They found that 65% of teachers would be more comfortable using ‘off the peg’ resources and that more guidance was needed if Wales is to implement its new curriculum effectively (Hughes et al, 2020). Despite being a small scale research study this work can be somewhat validated by my own experiences with the Humanities department. Indeed, the amalgamation of subjects has resulted in a skills gap for some teachers. An example in this instance is the reliance of Geography teachers to use online resources when developing History lessons. There is opportunity of course for in house professional learning related to this however and Hughes et al argue, that time should be provided for teachers to develop their skills (Hughes, 2020). 
However, there is literature that opposes these opinions, arguing that teacher autonomy can develop ownership and instil a sense of professional pride thus motivating practitioners (Tikannen et al., 2019). In Finland for example, the teacher workforce is, if Helinen is to be believed, invigorated by the idea of agency (Helinen, 2018). This can certainly be supported by at least some of the evidence emerging from Wales with ESTYN suggesting that there are strong curricula being developed in schools where staff feel there is professional trust (ESTYN, 2020). 
The literature discussed suggests that teacher agency on the face of it can be transformative for the new curriculum. As Evans infers, it is teachers who have the most knowledge of bespoke learner needs and who should in theory be best placed to create an effective curriculum (Evans, 2023). However, the lack of guidance and professional learning highlighted in the literature means that for the moment at least, this is not working. Accounting for this and considering it as this study progresses will be of vital importance when examining outcomes. 
The next section of this paper will evaluate gaps in the literature before suggesting areas of further research. 
Section 3- Gaps in the Literature
This section will highlight gaps found in the literature and suggest possible avenues for further research. 
The clearest and most emphatic reason that any gap in the literature exists relating to this topic is because it is a curriculum in its early stages. Despite the pioneer schools system being invaluable and providing vital insight into how the new curriculum Is developing, the number of pioneer schools is a small sample of the number of schools in Wales. The new curriculum has not been rolled out to every key stage and until this is the case, further research is needed in to ensure a comprehensive understanding of its impact. This is a case brought forward by Evans who admits there are ‘many thousands of pupils’ yet to experience the new curriculum in its entirety (2023, p. 10). Upon further exploration of the literature, there needs to be more subject specific research completed to ensure the impact of the new curriculum can be measured adequately. There is also disparity in the research between the types of schools that have engaged in research projects particularly in the Humanities AOLE where the majority of the research has been conducted in primary school settings. Indeed, in the survey discussed earlier relating to practitioner opinions on CfW, 76% of respondents were from primary schools indicating a clear lack of engagement from Secondary schools (Duggan et al,. 2022). 
Moreover, there is a clear need for more research relating to progression and assessment methods. Robinson in the paper earlier discussed, questions what assessment will even look like,  a concern on the mind of many a practitioner (2022). Indeed, the research suggests that teachers in Wales are in dire need of guidance relating to this. This has been made abundantly clear in my own setting via Assessment Recording and Reporting meetings and questionnaires distributed to staff. There are concerns that the curriculum is not designed to assess as teachers are used to assessing and there is a need for more research in this area to gain definitive and helpful answers (Titley et al., 2020). As Hughes et al,. have highlighted, there needs to be a clear engagement  with learner work to gain a better understanding of progression (Hughes et al,. 2023). 
Lastly, the literature discussed has also highlighted a need to further clarify and develop understanding around the term ‘cynefin’. What has been proven in the literature discussed is that it is at best and ambiguous term that means very different things to different pupils. It has been described as something metaphysical, as place, people, activities and feeling (Adams, 2021) (Chapmen et al., 2023). Additionally, it has also been shown as problematic when trying to tackle diversity in Wales and ensuring learners are given a well-rounded and appropriate history of Wales (Williams, 2021). How ‘cynefin’ can be appropriately woven in to the curriculum is a sure area for further research and development.  
In conclusion, this section has clearly outlined and identified areas of research that need further investigation. Subsequently, this research will be of valuable interest to schools and practitioners wishing to further their understanding of the Humanities AOLE. 
Section 4 Summary 
This section will consider how this literature review will aid in answering my research questions. 
1. What are the main challenges faced when planning and implementing the new Humanities curriculum at KS3? 
As can be surmised from previous sections, exploring the challenges faced by developing a new Humanities curriculum involves considering many aspects of CfW. The aims of CfW, especially the four purposes as well as any hurdles faced by other researchers need to be addressed and considered carefully. Gatley’s arguments that the four purposes are not in fact, fit for purpose or coherent need to be explored more thoroughly (Gatley, 2020). However, this is markedly an argument that is ongoing and in need of more clarity and evidence.  It has also been acknowledged in the literature that more should be done regarding the quality and quantity of professional learning if Wales is to succeed in its aims. This is a sentiment shared by many researchers who suggest ‘evidence based pedagogical approaches’ are vital to the development of an appropriate and effective new curriculum (Hughes et al., 2020, p.19). 
Moreover, the research has also suggested that there is undoubtfully an need for more clarity and guidance relating to the Humanities AOLE. The fear many teachers show of losing their subject specialism and of lacking skills to deliver integrated lesson need to be addressed and considered fully. Furthermore, from the literature it is apparent that exploring methods of effectively changing the culture within departments to address this will also be of vital importance when attempting to answer this research question (Fenwick et al., 2013). 
Likewise, the literature has clearly shown a need for teacher engagement in teacher agency to ensure effectiveness when developing any curriculum. The need for teacher buy in is vital when attempting this, ensuring teachers have time, are shown examples and feel comfortable and trusted professionally are all elements of vital importance. In countries such as Finland, where this has been successful, this has been shown to be the key to victory (Helinen, 2018). In Wales, it is evident that more guidance and support is needed to ensure this and research into how that guidance should look and what it should be will be pivotal.
1. To what extent can the concept of ‘Cynefin’ be incorporated into the new CfW humanities curriculum?
The literature has shown that to answer this question, more clarity should be given as to what ‘cynefin’ actually means as well as how it can be incorporated into schemes of work. The different definitions that surround ‘cynefin’ can be complicated and are not useful to schools (Chapman et al. 2023). Exploring the extent to which ‘cynefin’ can be fully incorporated will entail clear definitions that can be communicated to learners. Indeed, the issue of clarity in this topic was not only raised with practitioners but amongst leaners too (Chapman et al,. 2023). 
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