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Abstract:
This is a small qualitative research study looking at the thoughts and feelings of a group of four university-based teacher educators. Semi-structured interviews were used to examine participants’ views over time. The focus of the study is Curriculum for Wales (CfW), the statutory curriculum for learners aged 3-16 in maintained schools in Wales. Participants in the study have been involved in curriculum development research alongside their main professional focus, that of developing and delivering Initial Teacher Education (ITE) for student-teachers. CfW has been in development since 2015; it has been central to Initial Teacher Education (ITE) programmes in universities from 2019 when new accreditation criteria linked to CfW were introduced. The work to enact CfW is still progressing. Alongside the work in the schools themselves, and in university-based programmes, significant research projects, notably Camau i’r Dyfodol, are looking at the way CfW is being realised in schools. Camau i’r Dyfodol (2023) has identified a number of structural barriers to full engagement at a school level. These include concerns about the compatibility of the qualifications and accountability systems with the developmental nature of CfW. Issues around the clarity (or not) of Government guidance and the time that teachers require to engage fully with the requirements have also been raised. This study is designed to examine whether there may be other factors to consider in the context of to effective enactment of CfW. The focus here is therefore not on structures but on the thoughts and feelings of some of the most significant participants, teacher-educators and the extent to which these may offer new insights into the enactment process.
Context and literature review:
The Curriculum for Wales (CfW) is, since 2023, the statutory school curriculum for 3-16 year-old learners in maintained schools in Wales. Its introduction followed a 2014 decision by the then Minister for Education and Skills, Huw Lewis, to commission a review of curriculum and assessment arrangements, led by a Scottish education academic, Professor Graham Donaldson. The review, Lewis said, would put Donaldson ‘at the forefront of a truly transformational programme of work and a historic step forward in Welsh Education history.’ (Lewis, 2014). Donaldson’s review concluded with the publication of Successful Futures: Independent Review of Curriculum and Assessment Arrangements in Wales in February 2015. In July 2015, Lewis accepted the report’s 68 recommendations in full. Donaldson described his proposals as ‘radical and wide-ranging’ (Donaldson, 2015, p.1). Lewis for his part said that it ‘provided the foundations for an ambitious, engaging 21st Century curriculum shaped by the very latest international thinking.’ (Lewis, 2015).
A focus on just four of the recommendations indicates the scale of the proposed change:
· The new national curriculum should be organised as a continuum of learning from 3 to 16 without phases and key stages. (recommendation 10).
· Progression Steps should be reference points, providing a ‘road map’ for each individual child and young person’s progress in their learning and not universal expectations of the performance of all children and young people at fixed points. (recommendation 14).
· Initial and career-long professional learning programmes should include elements that build teachers’ capacity to assess the full range of curriculum purposes and Achievement Outcomes. (Recommendation 52).
· The revised curriculum and assessment arrangements should be introduced through an agile change strategy that establishes understanding and support, sets a measured pace, builds capacity and manages dependencies, particularly accountability arrangements. (Recommendation 54).
In October 2015, Welsh Government published A Curriculum for Wales: a Curriculum for Life, which detailed the steps to be taken towards full enactment of CfW by September 2021 (the date was later amended to 2022 in the first instance; then again to 2023 for full roll out in secondary schools, the latter delay to recognise the impact of the Covid-19 pandemic). 
Much of the leadership of the curriculum-making was devolved to a network of 120 ‘pioneer schools’ who would be ‘at the forefront of designing the new curriculum and assessment arrangements’  (Welsh Government, 2015, p.10). These were to work in networks of schools to secure the engagement of the then almost 1600 schools in Wales. An evaluation of the pioneer model commissioned by Welsh Government concluded that while aspects of the model had worked well, initial uncertainties about the role and remit of the pioneer schools and a lack of clarity and consistency in terms of the work being done and the extent to which non-pioneer schools were engaged had persisted. The report also identified a need to ‘provide opportunities for schools to engage with universities, research centres and experts in curriculum development as the more detailed curriculum development activity progresses. This includes fostering partnerships between schools and HEIs in Wales to help build capacity and expertise in the field of curriculum research.’ (Arad, 2018). 
Curriculum change at this scale in a nation’s schools clearly required alignment with other areas of education policy, most significantly in the context of this study, in Initial Teacher Education (ITE). Six universities in Wales offer ITE programmes (until the spring of 2024, there were seven. Aberystwyth University lost its accredited status abruptly part way through the 2023/24 academic year).
ITE providers are required to meet specific criteria for accreditation. The accrediting body, the Education Workforce Council (EWC) is responsible for awarding accredited status and monitoring adherence to the criteria over the course of a five-year cycle.
The 2018 document makes explicit that:
‘…the primary task of universities is to give student teachers access to professional knowledge that is not normally available in schools.’ (Welsh Government, 2018, p.4). 
This ‘professional knowledge’ would arguably include the expertise in curriculum development identified in the pioneer school evaluation report quoted above and also published in 2018. It is equally clear in terms of the EWC’s ‘requirements’ (my italics) for ‘fundamental change including ‘a clearer role for universities’ and the ‘centrality of research.’ (Welsh Government, 2018, p.2).
The revised ITE accreditation criteria published in 2023 are even more explicit in terms of the university role in relation to CfW.
The then Minister for education, Skills and the Welsh Language, Jeremy Miles states in his introduction to the 2023 criteria that the ‘teaching workforce is critical to the success of our education reforms with Curriculum for Wales at the centre.’ (Welsh Government, 2023a, p.4). It makes further, explicit reference to this requirement in relation to student-teachers:
‘Partnerships should ensure that all student teachers have a developed understanding of, and commitment to, the purposes, ethos and requirements of the Curriculum for Wales framework. Student teachers should be prepared to engage with curriculum and assessment design and effectively teach the Curriculum for Wales.’ Welsh Government, 2023a).
University teacher educators were not only charged with supporting CfW as accredited ITE providers, many were also actively involved in developing the curriculum, refining it, researching curriculum-making more broadly and working with schools to develop and test approaches. All four of the participants in this study have been involved at different points in this curriculum development and research work.
The study participants are therefore responsible for educating and training the next generation of teachers and making sure that they can engage confidently in curriculum-making based on a sufficiently profound understanding of the structure and philosophy of Curriculum for Wales. The participants in this study were also involved in developing the curriculum from first principles as practitioner researchers in of a series of Government-commissioned research projects conducted in partnership with the University of Glasgow. This puts this group of ITE practitioners in a uniquely privileged position as educators and participants in the only large-scale research project dedicated to CfW. The ‘Camau’ (‘Steps in English) research projects have run from 2017 and will continue until at least the end of the 24/25 academic year. 
The findings reported by the Camau project in its most recent published results acknowledge that curriculum reform is an intensely complex process. CfW for example, requires that schools, Welsh Government, Local Authorities, Estyn (the inspection body), Qualifications Wales (the qualifications regulator), universities and other partners all work together to realise a curriculum which supports the development of:

· 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.

The Camau i’r Dyfodol reports published to date have identified several barriers that are complicating the reform process including:
· Mixed and complicated messaging from Welsh Government and others.
· The lack of alignment between the qualifications system and the requirements of the new curriculum.
· The long focus in Wales on top down accountability structures that limit appetite for innovation in curriculum delivery.
· The lack of time for teachers to engage in the curriculum-making that has now been devolved to them (Camau i’r Dyfodol, February 2023; Camau i’r Dyfodol, December (2023).

The same Camau i’r Dyfodol report also noted:
‘The space the project and the CCG (Co-Construction Group – teachers and researchers working together)  worked within was often filled with uncertainty and complexity, embodying the challenges and potential of the curriculum reform process.’ (Camau i’r Dyfodol, 2023). 

The uncertainly and complexity is often described in terms of structural and systemic barriers – that accountability systems have not changed sufficiently to support innovations; that senior managers and middle tier organisations are not confident in supporting schools to work with CfW;  that Government guidance is muddled and confusing; that the inspectorate is too inconsistent in its understanding of CfW. These are largely structural, systemic barriers. This study looks at the extent to which other, less tangible factors are at play, and which might also influence the implementation process.

A 2023 Finnish study looking at the emotional landscape of curriculum reform concluded that the emotions experienced by subjects of the study, district-level stakeholders (a cohort responsible for supporting, not delivering, the school-level curriculum change in Finland. A group therefore one step removed from the classroom, much like the ITE practitioners in this study’):
‘the emotions that district-level stakeholders experience in shared sense-making (part of the curriculum reform process – my parentheses) can be expected to influence their willingness to engage in the reform, which further influences the reform's success. To promote meaningful school-level impact of the reform, the emotions that the district-level stakeholders experience in the shared sense-making need to be understood.’ (Anttila et al, 2023).

It is in that context that this study is framed.


Methodology and methods
This is a study based on a qualitative research method and analysis.
This study uses an interpretivist paradigm, to allow the exploration of the motivations, beliefs and perspectives of the participants. The interpretive paradigm is founded on the belief that reality is constructed by individuals interacting with their social worlds (Merriam, 2009); the approach will enable the researcher to analyse the meaning that the study subjects attach to their experiences and support an in-depth examination of the participants’ thoughts and feelings about the development of Curriculum for Wales and how these may have changed over time.
A practical participatory action research methodology has been adopted for this study. (Lichtman, 2023). The study uses semi-structed interviews to explore teacher educators’ views and feelings about curriculum reform and apply a narrative analysis to order and present the findings.
A practical participatory action research methodology has been adopted for this study. All the participants have been at various points involved in an ongoing  process of researching and supporting the enactment of Curriculum for Wales; action research, ‘learning by doing’ (Costley, 2010, p.5) and enabling the creation of joint knowledge relevant to a specific community lends itself most readily as a methodological approach in this context. 
All three types of action research were considered at the outset of the project. The technical approach was rejected as its positivist stance is less suited to the focus on the thoughts and feelings that the study seeks to examine. An emancipatory approach was initially attractive as it would offer a methodology for examining any inhibiting power dynamic that might be at play as educators attempt to enact curriculum change. This approach was ultimately rejected because the study group (university-based teacher educators)  are at one remove from classroom-based curriculum makers in schools; they are responsible for supporting the teacher curriculum-makers, not in enacting it directly themselves. A further study using the same questions and research focus but working with classroom teachers could offer fruitful scope for an emancipatory approach. 
This study used semi-structed interviews to explore teacher educators’ views and feelings about curriculum reform and applies a narrative analysis approach to order and present the findings. At the outset of the study, the intention was to code the data, to categorise it, and so arrive at a series of concepts, the ‘three Cs’ thematic analysis process (Lichtman, 2023). The questions asked of the project participants examines their feelings over time; the attempt to present the findings according to themes seemed to the author to conceal rather than reveal the developmental nature of the participants’ experience.  A narrative approach for the analysis and presentation of the findings was therefore preferred.
The study used a purposive sampling approach to identify the four interviewees. The interviewees therefore represent a range of professional expertise which combines to offer as wide a selection of views as possible in a small-scale study. Two participants have a background in primary education and two in secondary school teaching. All have been closely involved in the evolution of Curriculum for Wales at various (but not necessarily the same) stages of its development. 
[bookmark: _Hlk187045019]The study is limited in that its findings are not generalisable, and the sample of participants is very small. Instead, it sets out to indicate that there may be new ways of thinking about and revealing some barriers to effective curriculum-making that are not examined in studies which concentrate more on the structures and processes involved in policy implementation. 
The broad research question for this study is: How do university-based teacher educators feel about the introduction of Curriculum for Wales?
The study participants were asked a series of more precise questions to illuminate the main research focus. These were:
1. How did you respond when WG announced a full-scale review of the curriculum in schools in Wales in 2014?
1. How did you respond when Successful Futures was first published and all its recommendations accepted in 2015?
1. It is now almost 10 years since publication of SF, and CfW is now statutory for 3–16-year-olds. How do you think about the curriculum now?
1. If your thinking about CfW has changed, can you explain in what way it has done so? Please think about this in the context of initial teacher education (student-teachers) and the wider teaching profession.
1. How would you describe CfW to others – if asked to do it in three sentences. 

Analysis and findings:
In order to maintain the narrative thrust of the findings, the findings  are structured around the five interview questions asked of the participants:  

Q1: How did you respond when WG announced a full-scale review of the curriculum in schools in Wales in 2014?
Two of  four respondents have a clear memory of the initial announcement that the curriculum would be reviewed, and in each case warmly welcomed it; they felt genuinely excited by the possibilities it might offer. One of the respondents was still a practising classroom teacher when the announcement was made and described his feelings of frustration with the curriculum as it existed at that point. He had a number of reasons for welcoming the review including the fact that the pervious Minister for Education, Leighton Andrews had instigated a more limited review of aspects of the curriculum in which the study participant had been involved and wished to see developing further:
‘lots of people felt that it wasn't quite where it should be and everyone wanted a bit more time for their thing and actually probably something more root and branch would have been very positive…. There's quite a kind of small sea conservativism within curriculum within Wales, so I thought that having been involved in that…meant that when the announcement was made, I was optimistic I was positive and I thought it was a good thing. (Participant 1)
.
The second respondent was already a university-based teacher educator in 2014, but despite being one step removed from the classroom at this stage in her career was nevertheless equally excited by the possibilities. This respondent is an expert in Early Years Education, as a teacher, lecturer and researcher. Her response was coloured by her knowledge and experience of the only other major curriculum reform instituted by the Welsh Government since devolution; the introduction of the Foundation Phase for 3-7 year-old learners in 2010. The possibility of applying some of the Foundation Phase approaches and learner-centred pedagogies more broadly clearly appealed to her.

‘As someone who has an interest in and is enthusiastic about the Foundation Phase (FP)…I thought this was a big step forward and I welcomed it because I feel that the FP has been such a success in transforming education in the early years. I welcomed the fact that there was an opportunity to use its strengths for older children…I felt that we perhaps needed a curriculum which was more flexible instead of keeping things in boxes. Children don’t  fit in boxes and don’t learn in subject boxes. They need something more accessible to them. (Participant 2).

The other two respondents do not have a clear memory of the initial announcement of the review. One was professionally focused on education projects in England at the time, the other on Welsh Government policy on Initial Teacher Education. These data suggest that for those a little distance away from the experience of curriculum reform, the initial announcement did not distract them noticeably from other professional priorities. This is instructive given that change at the scale outlined by Huw Lewis and his instruction to Professor Donaldson would necessarily involve the active participation of all sectors and tiers of a system. 

Q2. How did you respond when Successful Futures was first published, and all its recommendations accepted?
The Successful Futures document was published in 2015 (Donaldson, 2015) and the Welsh Government accepted 68 of its
recommendations for a radical reform of the curriculum for all learners in Welsh schools between the ages of three and 16. At this point, all four respondents remember being highly engaged – and the need for them to be so is signalled very clearly by the commissioning Minister, Huw Lewis:
‘This report is clear that the curriculum has become overloaded, complicated and, in parts, outdated.  The need for change is clear and Professor Donaldson has identified very real strengths in Wales, the Foundation Phase and the commitment to the Welsh language and culture on which we can build. The report’s recommendations are radical and wide-ranging and aim to provide a vision for what a successful young person leaving statutory education should look like….Professor Donaldson is clear that the sustained and active participation of  educational practitioners and the wider community is essential to building a new curriculum and I share the commitment that this will be a curriculum built by all of us.  Professor Donaldson has articulated a compelling, exciting and ambitious vision for the curriculum in Wales.  The scope and scale of the changes envisaged are both fundamental and wide-ranging and our new curriculum will take time to create and secure’. (Lewis, 2015) 
 
While the respondents in this study clearly demonstrate a desire to offer ‘active participation’ in the work of curriculum building, they do recall some concerns. It is impossible to be certain the extent to which these concerns were as keenly felt on the day of the publication of Successful Futures as they are now with the benefit of hindsight but the sense of enormous possibility balanced by concern about scale is clear:
‘… it sounded at the time from where I was at eminently sensible…. I think we all had questions about how it would work in practice
There were some new ideas there, and I think particularly the idea of subsidiarity I liked in principle, [but] I wasn't sure how it was going to necessarily go to work in practice, but at the time I was, I think I was quite positive. I was quite optimistic. And, I think at the time, the fact that the Minister just went lovely, we'll do all of that. I thought ‘there we are, brilliant… They bought their expertise in. They've told us what to do. And here's our blueprint. And off we go. And I think probably the longer it's gone on, the more I've questioned that, and I think in hindsight there might have been a missed opportunity at that point. But at the time, being still relatively new to the profession, probably by that point it just seemed like, you know, marvellous. Here's the next step off we go kind of thing.’ (Respondent 1).

The second respondent who had based her initially positive response on her experience of the introduction of the Foundation Phase was noticeably more tentative at this point:
‘…I felt that 68 recommendation was a lot and perhaps it would have been valuable to pilot certain aspects before accepting them…and  I wasn’t (and I’m still not) sure that it was a good think to have a curriculum from 3-16… I could see that there would be benefits in bridging between primary and secondary but. I thought that we’d need quite a lot of restructuring in the system to implement this in its entirety’ . (Respondent 2).

It may be helpful to note that aspects of the Foundation Phase were piloted before the curriculum was introduced as a statutory requirement for all schools.

The third respondent was very positive about the possibilities of the proposed changes once the document was published and the outline of the curriculum became clearer. Her response is very much rooted in her experience of teaching the previous curriculum and its perceived constraints, particularly for teaching in secondary schools. This echoes to an extent respondent 1’s (also a secondary school practitioner) comment in response to the first question. Respondent 2 makes the point very clearly:
‘I was interested in that because the stuff that had come before hand was the reason I left the classroom. …. where I was having very little say in what I was doing in the classroom and didn't feel that was what I'd become a teacher for….It was as clear cut as being given a workbook to teach from for each year group. And that was the expectation of me as a teacher to deliver. And I was very unhappy about that and felt, you know, … I felt my like creativity was snubbed…it kind of felt like it was taking any, well, ‘power’ is not the right word, but it kind of felt that it was taking my own feeling, my own relations with the classroom away. It felt very impersonal.’

This respondent had followed a curriculum change process in Scotland similar to that being proposed for Wales and ‘felt it was more about what learning should be. And the experience that the learners were having was more important. If that kind of model was being proposed in Weles this respondent said ‘I was in. I was excited about that.’ (Respondent 3).

The fourth respondent is noticeably more cautious. While very supportive of some of the guiding aspirations for Curriculum for Wales, particularly addressing the impact of poverty on educational attainment, she was doubtful about the scale of the undertaking.
‘I think it was quite overwhelming. I think I was struck by certain things. Certainly, the idea of subsidiarity and reverse delegation, certain phrases have stayed with me from Successful Futures… It's hard to remember how I felt at the time. Whereas thinking now I think 68 recommendations is ridiculous. Without a wholesale reform of what a school looks like…to take Successful Futures into the current structure of schools with its 68 recommendations was probably a very big ask because we didn't reform our whole concept of schools.’ (Respondent 4).

A level of excitement coupled with nervousness it evident in these responses. It is possible that each respondent at this point is imagining into existence the curriculum that they, based on their teaching experience to date would like to see instituted. Only the fourth respondent seems to be seeking a philosophy that would bind all the aspirations into a single vision within which everyone could contribute their views and experiences.

Q.3. It is now almost 10 years since publication of SF and CfW is now statutory for 3-16 year olds. How do you think about the curriculum now?
There is a markedly more nuanced and cautious response from the participants in response to this question.

‘I had probably underestimated that degree of small C conservativism, particularly in the secondary sector.’ (Participant 1).

‘If I’m being completely honest, I think it has become less clear as time has gone on because there are so many different voices; so many different influences.’ (Participant 2).

‘At certain points. I think it.. often feels within the system that certain people or certain partners have got control of where and what things go.’ (Participant 3).

‘I don't have a consistent thought about it. There are some contexts that I'm in, I think, yeah, this is it. This is exciting. This is the best thing. Conceptually, I like the giving teachers a sense of agency, the stage not age. The idea of progression through a curriculum rather than a prescribed journey. All of all of those things I completely agree with, and then I find myself in other contexts thinking this is the worst thing. (Participant 4).
The initially (largely) positive responses to the first questions are now clearly – and possibly inevitably - influenced by the practical difficulties of implementation but it is striking the extent to which uncertainty remains about the curriculum itself – what it is, how it has developed, how it should work and who should shape it. That this is the view of teacher educators, charged with preparing student-teachers to teach Curriculum for Wales is instructive. If there is ambivalence and uncertainty in this part of the system, it may raise more fundamental questions about successful implementation, given that ITE is charged with training teachers to deliver CfW in classrooms.

As the respondents expand on their answers, they share their range of experiences in working on CfW very directly. It is helpful to record here that respondents 1 and 4 were actively involved in developing CfW (as part of Welsh Government-funded research projects) in the first phase (2017-2021); respondent 2 has been part of curriculum development research projects on a continuous basis since these were commissioned for the first time (2017-); participant 3 has been involved for the second phase only (2022-).

‘…the idea of subsidiarity is fine but when teachers are resource and time poor… there's a balance between how we do it, and how we adapt to what we find. And I think the early stages of that were quite positive. ..we bought all of these teachers out and said what does it need to look like…’ (Respondent 1).

‘I have been involved for at least eight of the last ten years.. it’s been great to see how it has developed…and it has developed in a way that makes it possible to make it happen… (Respondent 2).

‘With the pioneer thing …It was about, you know, a lot of the people involved, it felt from the outside that you know you they weren't necessarily the practitioners who would be wanting to do it for the learners.’ The respondent reported that her view had changed as her own involvement in CfW research projects developed: ‘That’s changes but I don't know whether that's because I'm in a different part of the system now than I than I was.’ (Respondent 3)

‘What's interesting, I suppose from a personal perspective is this swinging viewpoint of that… you're not settled on a viewpoint of it because I suppose you could say conceptually you agree with it but then when you see it in practise you think, oh I don't.’ (Respondent 4).

Thes responses may suggest that active participation in the research and co-construction process which continues to underpin the development of CfW is important; once key people are on the outside, their confidence and levels of positivity appear to diminish. At this point, respondents two and four are far more involved in the CfW research process than the other two respondents. This may indicate that it is insufficient to call, as  the Minister did in 2015, for the ‘ sustained and active participation of educational practitioners and the wider community’ (Lewis, 2015). National structures and workstreams to enable that involvement may be equally necessary.

Q4: If your thinking about CfW has changed, can you explain in what way it has done so? Please think about this in the context of initial teacher education (student-teachers) and the wider teaching profession.
The complexity of the curriculum undertaking is reflected in the participants’ responses. And in this question, the participants are considering curriculum-making very explicitly in the context of their professional work and their current roles, arguably a much more immediate consideration for them.

‘I think it's possibly made the job of ITE slightly harder. So, when I when I did my PGCE and when I started this job 16/17 years after that, there hadn't been a huge amount of change in what was being taught. So for those first couple of years pre-Curriculum for Wales roll out, we used to talk about when they started on the history of PGCE: Here's the list of what's going to be taught at Key Stage 3. If you’ve got any gaps in your subject knowledge, you’ve got the summer. Go and fill the gaps. And that's become harder. Because, increasingly, particularly at year seven, where things, you know where things are more humanities based, they're more local. It's harder to say: here's the knowledge you need to learn.’ (Participant 1)

‘Very often, what they (the student-teachers on teaching practice) see in schools is different to what they hear from us as (university) tutors and they (the student-teachers) then find it hard.’ (Participant 2)

Participant four, recalling her initial response now feels that she was guilty of undue optimism at the start of the process of introducing ITE student-teachers to CfW:

‘I was thinking how will we prepare them for a changing world? How will we prepare them for schools where the enactment of curriculum for Wales will be very different? And should the skills and knowledge that we give them try and sit above the curriculum so that they'll be able to kind of tackle any curriculum that they encounter, that that was my aspiration.

‘I think I am guilty of these very kinds of optimistic ideas that I think it will all be all right, but when I see them now, I see two things. I see students who are product of the current education system at a big disconnect with what is demanded from the new. And now my thoughts are how do we bridge that gap between? Disrupting their historic experience of education and re-educating them for Curriculum for Wales. And I think that's the biggest challenge of ITE. Not the fact that they see different things absolutely everywhere and anywhere. I think that's just how it is. I think it's that they come shaped by an old system, and they need to be ready to deliver a new.’ (Participant 4).

Ten years into the development of CfW, and in the knowledge that only current student-teachers (or those who have entered  the profession in the last five or so years) have been explicitly trained to deliver CfW and therefore in the vanguard of curriculum realisation at a classroom level, the respondents’ comments are illuminating. They do not suggest that ITE providers are in a place of confidence with regard their ability to prepare the student-teachers. Given that the participants in this study have, alongside their ITE work, been active participants in the curriculum reform process, it may be legitimate to ask whether this lack of confidence is even more pronounced within other ITE providers without access to such privileged engagement.

Q 6:How would you describe CfW to others – if asked to do it in three sentences.

This question was posed to examine whether there would be some common ground; that the 10 years’ experience that the respondents have had of engaging with CfW as teacher educators, and (at various stages) curriculum researchers had brought them to see CfW in similar ways, or at least to a point where they have distilled their thoughts and feelings into a reasonably clear view, communicable to others. While they appeared to reconnect with some of the ambition and excitements they felt at the beginning of the process in answering this question, there is little indication of a unity of vision or purpose here. Every participant also asked for an additional few minutes to think about this question before attempting to answer it.

‘ Curriculum for Wales is a great idea but lacks clarity. It's a work in progress but lacks an engine. And then I've had all sorts of thoughts trying to say something about the fact that we know learning is messy, but the curriculum is probably too messy…it needs a bit of a shake.’ (Participant 1).

‘It’s a learner-centred curriculum. It focusses on the needs of the individuals…where they are at the time. It also focuses on the characteristics of Wales itself – its history and culture and celebrates our identity…and another reason I welcome it is that it focuses on experiences as well as more formal parts of education and that means it is more inclusive of all learners.’ (Participant 2).

‘There’s something about the teacher owning the teaching … particularly when you know your class, you can do this … so that education isn't just happening to those kids, that they're really part of the process of teaching and learning and they become one.’ (Participant 3).

‘I'd say curriculum for Wales is an attempt to prepare children and young people for the future. So I would say it is trying to foresee what society will need for future jobs and employment, and to be kind of fulfilled individuals wherever they might be. That that's how I think. That's how I would describe it. A curriculum that supports both society and the individual for the future. that's what I think it's it is. That's what it's trying to do, I think. (Participant 4).

Conclusions 
This study suggests a universal acceptance amongst the participants that curriculum change was needed, that the previous 2008 curriculum which was used in Welsh schools prior to the introduction of CfW was no longer suitable. They agree on the diagnosis of the problem.
There is some regret that lessons from the implementation of the Foundation Phase curriculum and the desirability of piloting were not considered for CfW, and that early progress in co-constructing the curriculum was not sustained. The respondents’ comments suggest that the scale of the undertaking was a cause of persistent concern from the start, despite a good level of excitement and a sense of almost infinite possibility.

As the work of enacting CfW goes on, the concerns about scale appear to grow, although it is worth noting that these are noticeably less pronounced in the two respondents who remain closely involved in research projects working directly with schools and who are not therefore so far removed from the classroom impacts of CfW. This may suggest that there is something particular about CfW that causes it to become more diffuse for those operating at one step removed from its practical enactment.  The findings of the Camau i’r Dyfodol  project offers a way of understanding this phenomenon. This identifies CfW as a ‘process oriented curriculum’ which ‘emphasises learning processes and skills rather than just outcomes. It focuses on active engagement, critical thinking, problem-solving, and reflection throughout the learning journey. This approach encourages students to take ownership of their learning and develop a deeper understanding of the material.’ (Camau i’r Dyfodol, 2023). It may be that CfW only achieves clarity at a classroom level, in the process of learning with and by learners.

This study suggests that there is something more more broadly missing from the CfW enactment process which is important to capture. Even if CfW only reveals itself clearly at a classroom level, there needs to be a common understanding of what it is and how it works if other key system actors, particularly those charged with training the next generation of teachers - university-based teacher educators - are to fulfil their roles in it.

This casts doubt on the extent to which recommendation 54 of the Successful Futures document has been fulfilled. This proposes that curriculum development be supported by ‘an agile change strategy that establishes understanding and support, sets a measured pace, builds capacity and manages dependencies’ has been effected. (Donaldson, 2015). 
Interestingly this echoes the findings of a recent report into assessment arrangements in the English education system which concludes that:
‘Change requires long-term aims and a pathway that offers opportunities to support short-term progress to show that change is possible and to create momentum. .. For an education system to change, policy, practice and research need to be well aligned. Within such a framework, teachers can become advocates for a changed system that is equitable, reliable and inclusive. Change is neither only bottom up nor top down. Every person in every community has a role to play in making change real for every student in every classroom. Unless everyone changes, nothing changes. Rather than think about change as hierarchical, it might be more helpful to conceptualise change as being like a pebble in a pond, where more and more people become involved over time. Change becomes sustainable when there are mechanisms to keep the ripples moving to engage everyone.   Change is a long process to be nurtured. (IAC, 2024, p55)’.

While much is made of the extent to which the Welsh and English education systems have diverged since devolution n 2025, it may be that in the complex discussions currently underway in both countries as they grapple with building curricula for the 21st century, they have much to learn from each other.

Recommendations
· Emotional responses are important in curriculum-making. Participants in this study expressed feelings at various points of excitement, a sense of possibility, exclusion and inclusion, validation and guilt. Given the key role of these participants in realising CfW, acknowledging the emotional component of this work is important in plotting a way forward.
· That more structured approach is adopted towards learning from other jurisdictions about the complexities of curriculum reform and sharing solutions more broadly across as well as within systems.
· That there is consideration at a system level aimed at agreeing the purpose of CfW, beyond the four purposes for learners. The fact that after ten years, four expert professionals find it hard to describe CfW in three sentences is a likely inhibitor to effective implementation. The ‘what is it for’ question is as important as ‘what it is’.
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