To what extent do secondary school teachers in Wales feel empowered to utilise their professional agency during the first year of implementing 'Made for Wales' qualifications?
Background and Rationale
The educational landscape in Wales has undergone substantial change since the publication of Successful Futures by Professor Graham Donaldson in 2015. The Welsh Government’s acceptance of all 68 recommendations in the report led to the introduction of the Curriculum for Wales (CfW) in 2022, marking a shift toward a holistic, learner-centred approach to education (Welsh Government, 2015). In line with CfW principles, the newly developed ‘Made for Wales’ qualifications aim to provide a contextually relevant assessment framework that evaluates not only knowledge but also skills and competencies.
Developed through extensive consultation with teachers, school leaders, academics, employers, and policymakers, the ‘Made for Wales’ qualifications reflect the values of CfW while addressing criticisms of the previous system’s rigidity and over-reliance on rote learning (Titley, 2024). These qualifications prioritise flexibility, integration, and the fostering of skills like critical thinking, creativity, and problem-solving to prepare learners for 21st-century challenges (Welsh Government, 2023).
The 2025-2026 academic year marks the first phase of implementation, with the inaugural cohort set to receive awards in 2027. As teachers adapt to these changes, understanding their perspectives on professional autonomy and preparedness will be key to evaluating the qualifications' impact on classroom practices and learner outcomes.

Research Focus
This dissertation will investigate the extent to which secondary school teachers in Wales feel empowered to utilize their professional agency during the first year of implementing ‘Made for Wales’ qualifications. The study will examine factors influencing teachers' sense of empowerment, the challenges they face, and the support mechanisms that can enhance their professional agency. The findings will contribute to the broader discourse on educational reform and teacher professionalism in Wales, offering evidence-based recommendations for policymakers and educational leaders.




Literature Review

Teacher Perceptions prior to the release of ‘Made for Wales’ Qualification Specifications
As Wales prepares to implement its new ‘Made for Wales’ qualifications, it is important to consider how teacher engagement with reform can determine their success. Research shows that when teachers support curriculum reform, policy becomes implemented into practice more faithfully (Assunção Flores, 2005). However, Duggan et al. (2022) found that two-thirds of the 567 teachers surveyed felt their schools were unprepared to fully implement the Curriculum for Wales (CfW) and needed more support, highlighting concerns about a lack of expertise in curriculum design. Secondary school teachers were notably less optimistic about the reforms compared to their primary counterparts. Whether this sense of ‘unreadiness’ persists as the qualifications are introduced remains unexplored.
Power, Newton, and Taylor (2020) suggest that the initial excitement of teachers in Wales being granted greater curricular freedom has given way to ‘nervousness, perhaps fuelled by uncertainty.’ Titley (2024) corroborates this, finding that secondary school teachers struggled to envision how CfW could fulfil the ethos of Successful Futures (2015). Teachers expressed ‘profound scepticism’ about being able to uncouple examination years from accountability, fearing CfW ideals would be abandoned during qualification years in favour of achieving high external exam outcomes (Titley, 2024). Secondary school leaders have also voiced ‘nervousness’ regarding how the qualifications will develop (Qualifications Wales, 2024).
Morrison-Love et al. (2023), in their qualitative interpretivist research, discovered that teachers expressed uncertainty and anxiety over interpreting CfW correctly, with many concerningly anticipating the release of ‘Made for Wales’ qualification specifications to confirm their curriculum plans are appropriate. This postponement of curriculum design could lead to ‘washback’ effects, where examination performance becomes the driving force of curriculum design, a clear threat to the purpose of CfW. Chan (2020) argues that ‘washback’ can increase teacher anxiety, which supports Titley, Davies, and Atherton’s (2020) call for uncoupling assessment for certification from curriculum delivery. Priestly and Mintey (2013, p.21) observed a similar tendency to ‘wait and see’ in teachers implementing Scotland’s Curriculum for Excellence (CfE) showing how the importance placed on exam specifications can undermine the purpose of curriculum reform. As ‘Made for Wales’ qualifications have now been released, further research is needed to explore whether these ‘washback’ effects are being observed in secondary schools’ curriculum intentions.
Throughout the implementation of CfW, tensions have emerged between policy intentions and the enacted curriculum. Evans (2023) notes a decline in teacher enthusiasm, with many feeling frustrated by a lack of adequate support to fully actualise the intentions of policy. Similarly, Davies et al. (2024) argue that the lack of clarity and detail of reforms is leading to an ‘implementation dip’, akin to Fullan’s model (2001, p. 5), where uncertainty around expectations has led to a reduction in enthusiasm for innovation, leading to concerns whether the system is ready for such reforms. This is partially contested by Duggan et al. (2022) as their research highlighted mostly positive feelings towards curriculum reform from senior leaders in schools, but their research aligns with Davies et al. (2024) concerning assessment and qualification. They found widespread concerns around assessment and qualifications, finding teachers desire greater clarity about expectations around assessment, reporting to be a ‘source of confusion’ and of clear concern to schools.
Concerningly, Sibieta (2024), in noting the decline of PISA scores in Wales were more than most other countries in 2022, and brought Welsh scores to their lowest ever levels, calls for a ‘pause and rethink’ of CfW reforms, linking the decline to similar declines observed in Scotland and Northern Ireland who similarly enacted curriculum reform. However, Evans (2021) argues that abandoning the reform agenda could ‘turn teacher fatigue into frustration’ and jeopardise attempts to re-professionalise teachers. Davies et al. (2024) argue this ‘third wave’ of policy in Wales is characterised by a system of upheaval and uncertainty, also drawing international comparisons to Scotland’s Curriculum for Excellence (CfE), New Zealand’s National Curriculum (NZC) and the Curriculum of the Netherlands as cautionary tales, arguing that the lack of curriculum guidance has led to learner outcomes being negatively impacted and inequalities exacerbated. Crehan (2023) notes similar declines in countries that have new adopted ‘skills-based curricula’, citing New Zealand, Australia, Finland and France as examples.  Sibieta (2024) echoes these concerns, asserting that there is increasing evidence that the ‘noble aims’ of such reforms ‘might not be effective ways to develop those skills.’ Most strikingly, he suggests ‘reforms to GCSEs should be delayed’, as he foresees negative effects on ‘long-term outcomes, teacher workload and inequalities.’  Power, Newton, and Taylor (2020) warn that such reforms may worsen existing inequalities. No research yet ascertains the feelings of the teaching profession on the new plans for ‘Made for Wales’ qualifications.

Teacher Engagement with Reform
[bookmark: _Hlk186462287] Studies conducted by Harris and Graham (2019), Van Eekelen, Vermunt and Boshuizen (2006) and Handal and Herrington (2003) have revealed that curriculum reform often evokes detrimental emotions in the teachers who deliver them in the classroom. Hargreaves (2005) charted a discrepancy between teachers of different lengths of service and age, noting younger teachers entering the profession are more likely to react optimistically to change, whilst late-stage teachers are more likely to be resistant, with Harris and Graham (2019) suggesting their experience of repeated mandated curriculum reform had become tiresome. This study also concluded that teachers of medium-length service maintained some optimism but had become selective in the initiatives they invested their efforts into.  
However, Biesta, Priestly and Robinson (2015) contrastingly argue that less experienced teachers are more likely to be motivated by measures of performance and examination results than more experienced members of staff who appear to maintain a more holistic goal-orientation of education. Yet, Holloway and Brass (2018) argue that more experienced teachers are more likely to see accountability as a threat to teacher agency and professionalism, whilst less experienced teachers demonstrate more acceptance of accountability and performativity, with (Harris and Graham, 2019) arguing they are less likely to seek autonomy and be more comfortable with top-down accountability as it offers feelings of stability and safety. As the CfW seeks to empower greater professional autonomy, it is essential that, as Assunção Flores (2005) notes, that the strive for ‘flexibility, autonomy, enthusiasm, and commitment’ do not result in less favourable experiences of ‘fatigue and loss of enthusiasm’ as teachers seek to comply with teaching approaches they may not believe in.

Professional Learning Opportunities
Stenhouse (1975) argued that effective curriculum implementation is dependent on continuing professional development, with the OECD (2020) acknowledging the essential need for access to professional learning and high-quality and widely available support materials. However, Evans (2023) questions whether the necessary support has materialised. He argues that professional learning opportunities for CfW are ‘of variable quality’ and that ‘teachers are expected to navigate a messy and poorly choreographed landscape.’ In the inaugural year of ‘Made for Wales’ qualifications, it is important to ascertain whether teachers feel they have received sufficient training to make the aspirations of the curriculum a reality as this is currently a research gap. As ‘teachers are often the last to be heard from on the effects of reform policies and the first to be criticized when reforms fail’ (Elmore and McLaughlin, 1988, p.8), more research is needed to ascertain whether teachers feel ready to teach ‘Made for Wales’ qualifications, and whether they believe the specifications will allow them to enact their professional agency or hinder it.
When investigating the relationship between professional learning initiatives and reform, Shirrell, Hopkins and Spillane (2019), in considering the link between curriculum reform and professional learning opportunities, concluded that effective opportunities can lead to changes in instructional practice. Handal and Herrington (2003) compound this, suggesting that they do not just make changes to classroom practice, but these opportunities can also alter the educational beliefs of teachers. However, Lieberman and Pointer Mace (2008) suggest that historic professional learning opportunities have been derided by teachers, who labelled them as ‘fragmented, disconnected and irrelevant to the real problems of classroom practice’.

Trust and Accountability
There is often a perceived dichotomy between trust and accountability in educational settings (Ehren, Paterson, and Baxter, 2020). Accountability is viewed as essential for continual improvement (Darling-Hammond and Snyder, 2015), yet it can undermine teacher autonomy, create a culture of performativity, and negatively impact teacher satisfaction (Erichsen and Reynolds, 2020; Perryman and Calvert, 2020; Ma and MacMillan, 1999). This dichotomy poses a dilemma for school leaders and policymakers: excessive accountability restricts teacher agency, while too little can lead to inconsistent educational experiences for learners (Sinnema et al., 2017).
Proponents of accountability, such as Cramer et al. (2018), argue that measures like high-stakes testing are crucial for ensuring educational equality, with Anderson and Boyle (2020) asserting their necessity for social justice. However, the OECD (2013) warns that high-stakes assessments can distort educational processes and emphasizes designing accountability systems to minimise negative effects. Biesta (2009) contends that while accountability is important, it should not be the sole method for achieving high-quality education, as competitive systems often fail to provide equal opportunities for all students. CfW recognises that teachers need to have greater autonomy to become ‘agents of change’ (Priestley and Biesta, 2013), but more research is needed to judge whether secondary school teachers preparing to teach ‘Made for Wales’ feel this has been granted to them, and whether the new specifications allow them to utilise this greater freedom.

Summative Assessment and Pedagogy
It has been argued that summative assessments serve three primary purposes: developing pupil learning, measuring accountability, and certifying achievement (Archer, 2017; Black, 1993; Newton, 2007; Wiliam, 1996, 2000). However, the introduction of new qualifications and accompanying summative assessment, such as Wales’ new ‘Made for Wales’ qualifications, can face criticism. Titley (2024) notes that assessment reforms have often led to ‘teaching to the test’ and excessive use of past papers, which dominate classroom practices. Crocker (2005), Firestone et al. (2004) and Welsh, Eastwood and D’Agostino (2014) raise concerns that such pedagogical methods aim to superficially raise attainment scores in tests, but the adverse effects results in a lower determination to truly comprehend the content being taught. Such practises may, as Stenhouse (1975) and McKernan (2008) argue, lead to performance more conducive to ‘training and instruction’ than ‘education’ (Stenhouse, 1975; McKernan, 2008). Johnston and McClune (2000) have observed that, in cultures of accountability and performativity, teachers are more likely to directly employ teaching approaches that inflate performance in examinations rather than deep learning, and are more likely to allocate more classroom time to instruction and less likely to offer opportunities to learn through enquiry. Whilst the use of past exam papers to drill pupils in preparation for examinations has been argued to be effective in improving performance (Volante, 2004), it is also argued that it compromises opportunities for pupils to think critically and to truly achieve understanding (Ontong and Bruwer, 2020, p.188) 
The profound influence of summative assessment is argued by Black and Wiliam (1998), Boud and Soler (2016), Cumming, Van Der Kleij and Adie (2019), Koretz (2005) and Stobart (2008) to influence the teaching and learning that students experience in the classroom. Black (2015) has claimed that assessment has the potential to become a threat to the learning of pupils in classrooms.
It has also been argued that high-stakes assessment systems can narrow curricula to focus on testable content, affecting both students and teachers (Au, 2007; Biesta, 2009; Ball, 2003; Holloway and Brass, 2018). This focus can lead to reduced student motivation and equity issues among different learner groups (Ismail et al., 2022; Peadon, 2021; Ritt, 2016). Such performance-oriented attitudes manifest in pupils, teachers, and schools, undermining broader educational goals (Peadon, 2021).
Donaldson (2018) warned that excessive external accountability measures, like inspections, ‘can inculcate a culture of fear, inhibiting creativity and genuine professional analysis and discussion’ (Donaldson, 2018). What has yet to be researched is whether teachers in non-pioneer schools feel they can teacher ‘Made for Wales’ qualifications free from fears of excessive accountability.

Balancing Autonomy and Accountability
The debate on accountability methods highlights their role in achieving educational equality, but also their potential to inhibit teacher autonomy (Cramer et al., 2018; Anderson and Boyle, 2020). Biesta (2009) acknowledges that while league tables and accountability measures are often justified by social justice aims, they may not always be the most effective means to achieve high-quality education universally. Smith (2012) argues that accountability-driven comparisons to international systems often shift pedagogy away from realising learner potential towards exam preparation.
Peadon (2021) cautions that summative assessments with high-stakes outcomes can have negative consequences. In ‘Successful Futures’ (2017), Donaldson advocated for effective use of assessment data being used to focus on improving learning and experiences, rather than solely on accountability (Donaldson, 2017). The OECD (2016) suggests that a combination of autonomy and accountability correlates with better student performance. ‘Intelligent accountability’ systems, which preserve and enhance trust, can support collaboration, joint planning, and sharing good practices, aligning with CfW’s goals (Crooks, 2003; Donaldson, 2015). Properly used summative assessment data can help schools offer high-quality education, reduce inequitable practices, and identify and correct problems (Darling-Hammond and Snyder, 2015).
Titley, Davies, and Atherton (2020) advocate for a formative use of assessment data in the CfW context, ensuring it informs teaching and learning practices. Analysing assessment data can highlight areas of weak performance and encourage alternative pedagogical approaches (Stevenson, 2017), although such shifts can encounter resistance (Ball, 2015).

Research Question(s) 
The focus of this study will be to ascertain whether secondary teachers in a school not selected to be a ‘Pioneer School’ feel the necessary culture has been created in their school context to fully realise the CfW’s ideology, and to chart the experiences of teachers implementing the first year of the ‘Made for Wales’ qualifications. 

1. What are teachers’ experiences of transitioning towards the new ‘Made for Wales’ qualifications?
2. What challenges have teachers faced turning the new specifications into practice?
3. To what extent has beginning teaching the ‘Made for Wales’ qualifications allowed teachers to make effective pedagogical choices?
4. To what extent do teachers feel supported to utilise their professional autonomy?
5. To what extent do teachers feel the ‘Curriculum for Wales’ has prepared pupils for success in ‘Made for Wales’ qualifications?

Research Methodology
Ontology and Epistemology
In educational research, it is crucial to clarify the researcher’s ontological and epistemological views before selecting an appropriate methodology. This establishes consistency between the chosen design and the researcher’s views on what constitutes reality (Rehman and Alharthi, 2016). As Hitchcock and Hughes (1995, p. 21) note, ontological assumptions lead to assumptions of epistemology, ultimately shaping methodological strategies. My ontological stance leans toward interpretivism within the hermeneutic-phenomenological tradition, recognising that reality is socially constructed and that the researcher’s role is to examine the complexities of human action and to examine the social conditions that lead to views and actions to emerge (Bryman, 2021, p. 25). Consistent with a nominalist outlook, I recognise the world as existing yet subject to varied individual interpretations, unlike realist assumptions that it is objectively knowable (Cohen, Manion and Morrison, 2018, p.7).
Within the epistemological debate between interpretivism and positivism, my orientation is distinctly interpretivist. It is important to state my position as it can profoundly impact the methods of uncovering knowledge of social behaviour (Cohen, Manion and Morrison, 2018, p. 5). While positivists claim that the social world of human behaviour can be studied using scientific methods akin to those in the natural sciences (Bryman, 2021, p.23), I align with Cohen, Manion and Morrison’s (2018, p.8) identification that relying solely on empirical objectivity can overlook the subjective dimensions of human actors. However, I also accept the pluralistic stance by Pring (2015, p. 69), who cautions against seeing positivism and interpretivism as dichotomous and accept that each paradigm can be advantageous for different areas of research. Because this study explores how teachers experience the first year of implementing ‘Made for Wales’ qualifications, an interpretivist view is more appropriate as nuanced insights are sought to be captured through both qualitative and quantitative data. Check and Shutt (2017) emphasise that qualitative methods allow individuals to share their experiences and therefore lead to an understanding of lived realities, necessitating an interpretivist approach, while Punch (2009) advocates that qualitative studies can help to truly comprehend the thoughts and feelings of participants rather than to use collected data to draw generalisations. 






Paradigm
Despite my own interpretivist views, this research shall adopt the paradigm of pragmatism. This choice aligns with Creswell and Plano Clark’s (2017) assertion that pragmatic inquiry suits mixed methods, enabling both qualitative and quantitative data collection to illustrate teachers’ experiences. Hammersley (2012) suggests research should be best suited to the problem or area of research, rather than ascribing to a rigid polarisation of either interpretivist or positivist stances. There are benefits to electing a pragmatic approach, as Teddlie and Tashakkori (2009) argue that a single paradigm can often be unsatisfactory in leading to comprehensive answers. Whilst, as Cohen, Manion and Morrison highlight, the research paradigm will not ‘drive the research’ as purpose is the driver of the study, and some question whether paradigmatic thinking is necessary at all, the thinking is clarified by the identification of the chosen paradigm. Therefore, this method, as Bryman (2021, p.564) argues, sees epistemological and ontological perspectives more as ‘a spectrum of positions’ rather than rigid viewpoints, allowing a belief of a fixed reality along with a belief in the subjectivity of reality to allow participants to share their lived reality and to more appropriately lead to understanding of how the ‘Made for Wales’ qualifications are being implemented in classrooms.  

Research Design
Research design and research methods are often confused as the same thing (Bryman, 2021, p.39) but it is important to view research design as the way the research enquiry will be structured and the decisions made to ensure the original aims and objectives may be suitably answered (De Vaus, 2001), while research methods refer to specific techniques (Bryman, 2021, p.39). Tashakkori and Teddlie (2010), Creswell and Plano Clark (2018) and Fetters (2020) assert that mixed methods research can integrate interpretivist and positivist approaches, leveraging their strengths. It enables triangulation, enhancing validity as findings are corroborated by combining qualitative and quantitative approaches (Bryman, 2021, p.24) leading to a greater completeness. Greene (2007) agrees, highlighting its ability to capture diverse perspectives, offering a fuller understanding of teachers’ experiences. This study adopts a mixed-methods approach to explore teachers’ autonomy, using both data types for deeper insight.





Whilst it is argued there are three types of mixed-methods approaches: convergent, exploratory and explanatory, an explanatory mixed-methods design is most appropriate for this research as it allows quantitative data to inform subsequent qualitative data collection, leading to deeper insights. A convergent design is unsuitable since simultaneous data collection would prevent using quantitative findings to refine qualitative enquiry (Tashakkori, 2020). Unlike exploratory designs, this type of design concedes that the quantitative data, even though it is collected first, does not take priority, but the ‘explanation or elaboration provided by qualitative findings may be especially significant’ (Bryman, 2021).
Hesse-Biber and Johnson (2013) note that mixed-method designs are most appropriate for research problems that require ‘plural methodologies’, ideal for examining teachers' experiences of a new qualification. Yin (2006) emphasises the need for strong interplay between methods to maximise benefits, while Denscombe (2014) highlights its potential to improve accuracy and reliability. However, Cohen, Manion, and Morrison (2018) caution that mixed-methods must have a clear rationale: a ‘defensible reason for mixing data types.’
This study investigates both what teachers' perceived agency is and why they feel empowered or constrained in utilising it (Tashakkori and Creswell, 2007). The explanatory approach ensures that quantitative findings guide qualitative exploration, yielding a more comprehensive understanding.

Data Collection Methods
Data will be collected in two distinct phases: quantitative phase and qualitative phase. To conduct data collection to meet the aims and objectives of the study, questionnaires will be used in the first phase. Semi-structured interviews will be conducted using the data gathered from the questionnaires to generate appropriate questions. 

Questionnaires
The first phase of data collection will use electronically distributed questionnaires in a single non-pioneer school. These will efficiently generate diverse data (Cohen, Manion and Morrison, 2018) and reduce interviewer effects (Bryman, 2021, p.212). While questionnaires are less prone to ‘social desirability bias’ (Gnambs and Kaspar, 2015), self-completion questionnaires tend to have lower response rates than interviews (Mühlböck et al., 2017). Self-completion questionnaires will provide a snapshot of teachers’ perceptions of agency as they implement ‘Made for Wales’ qualifications. Administering them in January 2026 will capture their early experiences during curriculum reform.
Figure 1: Design for Teacher Questionnaire for Phase One of Quantitative Data CollectionEthical statement and ensuring informed consent
Participants’ demographic information
Perception on CfW implementation
Perception on own teacher agency
Perception on ‘Made for Wales’ qualifications
Perception on how qualifications impact classroom practice
Perception on whether Made for Wales fulfils CfW intentions



 








The questionnaire will primarily use closed questions for easier analysis (Cohen, Manion and Morrison, 2019, p. 476), comparison (Oppenheim, 1992), and efficient coding (Bailey, 1994). A Likert scale will gather ordinal data for sensitivity in responses. A pilot questionnaire will be conducted before final distribution.

Semi-Structured Interviews
The second phase of data collection will use semi-structured interviews, a method that can ascertain the participants' perspectives and lived experiences (Punch, 2009). This approach allows in-depth discussion of both researcher and participant concerns (Harrell and Bradley, 2009), making it more suitable than structured or unstructured interviews, as it builds on quantitative findings (Bryman, 2021, p.428). Interviews will be scheduled flexibly to minimise time constraints, and participant will select the time the interview takes place to ensure the participant does not feel rushed or under pressure to complete within time limits. As Bryman (2001, p.428) suggests, an ‘interview guide’ will be produced. Interviews will be audio-recorded to ensure participants feel comfortable, and responses will be transcribed for analysis, and anonymised appropriately.



Sampling
Questionnaires will be sent to all teachers delivering ‘Made for Wales’ qualifications in a single non-pioneer school, focusing on their first-year experiences. From the responses, 8 teachers will be purposively selected for semi-structured interviews. While not representative of the entire population (Cohen, Manion and Morrison, 2018), purposive sampling allows for deeper insights compared to random sampling (Teddlie and Yu, 2007), aligning with the study’s pragmatic approach to exploring lived experiences.

Thematic Analysis
Semi-structured interviews will be analysed thematically, using the iterative thematic analysis proposed by Braun and Clarke (2013). Their six-step method is what has been selected for this study: 
1. Familiarisation: All interviews will be transcribed accurately.
2. Initial coding: Codes will be assigned to themes already identified through the questionnaires, then emergent codes will be allocated to emergent themes.
3. Identifying themes: make connections between initial themes and emergent themes.
4. Reviewing themes: Develop themes by breaking down into sub-themes.
5. Defining themes: Develop a narrative and consider the connections between themes.
6. Evidencing themes: Use evidence from the codes that underpin themes to substantiate analysis. Link analysis to wider literature.

Braun and Clarke’s (2013) thematic approach was elected over a matrix framework approach as it allows more comparison of themes which is preferable for this study because investigating the lived experiences of teachers teaching across Areas of Learning and Experience will need comprehensive comparison.

Ethical Considerations
Prior to commencement of this study, ethical approval will be sought and no data collection will begin until attained. Cohen et al. (2018) highlight the importance of acting ethically from the very beginning of the study right up to its conclusion. Data collection will begin in January 2026, therefore the study will adhere to the fifth edition of BERA guidelines (2024). Throughout the study, informed consent will be obtained. Informed consent stands on three important pillars (Thorn, 1980): firstly, all participants will be given adequate knowledge of the study so they can decide whether to take part or not (Crow et al., 2006, p.83). This will involve understanding why their participation is desired, what the study will ask them to do, and what the data gathered will be used for (BERA, 2024, p.14). Secondly, it will be made clear that consent is voluntary and that they have the right to withdraw without any fear of consequences (BERA, 2024, p.13). Finally, the study will only involve those who are competent to freely decide whether to participate (BERA, 2024, p.14). Consent will also be sought from a ‘gatekeeper’ (BERA, 2024, p.14), in this case the headteacher of the non-pioneer school. Consent forms will require signature prior to participation, as suggested by Farrimond (2017). All data will be stored securely, particularly data that includes participant names or contact details (Farrimond, 2017), and, as BERA (2024, p.22) stipulates, all participants’ data shall be anonymised.
Plan of Work and Indicative Time Schedule



















Reference List
Anderson, J. and Boyle, C. (2020) ‘Good’ Education in a neo-liberal paradigm: challenges, contradictions and consternations’, in Boyle, C., Anderson, J., Page, A. and Mavropoulou, S. (eds) Inclusive education: Global issues and controversies. Lieden: Brill, pp. 35-57.
Archer, E. (2017) ‘The assessment purpose triangle: Balancing the purposes of educational assessment’, Frontiers in Education, 2 (41).
Assunção Flores, M. (2005) ‘Teachers’ views on recent curriculum changes: tensions and challenges’, Curriculum Journal, 16 (3), pp. 401-413.
Au, W. (2007) ‘High-stakes testing and curricular control: A qualitative metasynthesis’, Educational Researcher, 36(5), pp. 258-267.
Bailey, K. (1994) Methods of social research. 4th edn. New York: The Free Press.
Ball, S. (2003) ‘The teacher's soul and the terrors of performativity’, Journal of Education Policy, 18(2), pp. 215-228.
Ball, S. (2015) ‘Education, governance and the tyranny of numbers’, Journal of Education Policy, 30(3), pp. 299–301.
British Educational Research Association (2024) Ethical guidelines for Educational Research. Fifth Edition. London. Available: www.bera.ac.uk/publication/ethical-guidelines-for-educational-research-2024.
Biesta, G. (2009) ‘Good education in an age of measurement: On the need to reconnect with the question of purpose in education’, Educational Assessment, Evaluation and Accountability, 21(1), pp. 33-46.
Biesta, G., Priestly, M. and Robinson, S. (2015) ‘The role of beliefs in teacher agency’, Teachers and Teaching, 21 (6), pp. 624-640.
Black, P. (1993) ‘Formative and summative assessment by teachers’, Studies in Science Education, 21(1), pp. 49-97.
Black, P. (2015) ‘Formative assessment–an optimistic but incomplete vision’, Assessment in Education: Principles, Policy & Practice, 22(1), pp. 161-177.
Black, P. and Wiliam, D. (1998) Inside the black box : raising standards through classroom assessment. Available at: https://repairman.wordpress.com/wp-content/uploads/2007/11/inside-the-black-box-kappan-1998.pdf (Accessed: 1 December 2024).
Boud, D. and Soler, R. (2016) ‘Sustainable assessment revisited’, Assessment & Evaluation in Higher Education, 41 (3), pp. 400-413.
Braun, V. and Clarke, V. (2013) Successful qualitative research: A practical guide for beginners. London: SAGE.
Chan, K. L. R. (2020) ‘Washback in education: A critical review and its implications for language teachers’, Journal of Foreign Language Education and Technology, 5 (1), pp. 108-124.
Cohen, L., Manion, L. and Morrison, K. (2018) Research Methods in Education. 8th edn. Oxon: Routledge.
Cramer, E., Little, M. E. and McHatton, P. A. (2018) ‘Equity, equality, and standardization: Expanding the conversations’, Education and Urban Society, 50(5), pp. 483-501.
Crehan, L. (2024) Raising standards of attainment across Wales. Speech delivered at Policy Forum for Wales keynote seminar: Next steps for curriculum reform and implementation in Wales, 26 April 2024. Available at: https://doi.org/10.14712/23363177.2024.17 
Creswell, J. W. and Plano Clark, V. L. (2017) Designing and conducting mixed methods research. 3rd edn. London: SAGE.
Crocker, L. (2005) ‘Teaching for the test: How and why test preparation is appropriate’, in Phelps, R. (ed.) Defending standardized testing, pp. 159-174.
Crooks, T. (2003) Some criteria for intelligent accountability applied to accountability in New Zealand. An Annual meeting of the American educational research association. Chicago, Illinois.
Crow, G., Wiles, R., Heath, S. and Charles, V. (2006) ‘Research ethics and data quality: The implications of informed consent’, International Journal of Social Research Methodology, 9 (2), pp. 83-95.
Cumming, J. J., Van Der Kleij, F. M. and Adie, L. (2019) ‘Contesting educational assessment policies in Australia’, Journal of Education Policy, 34(6), pp. 836-857.
Darling-Hammond, L. and Snyder, J. (2015) ‘Meaningful learning in a new paradigm for educational accountability: An introduction’, Education Policy Analysis Archives, 23(7). Available at: http://dx.doi.org/10.14507/epaa.v23.1982
Davies, A., Morgan, A., Connolly, M. and Milton, E. (2024) ‘Education in Wales since devolution: three waves of policy, and the pressing and reoccurring challenge of implementation’, Wales Journal of Education, 26 (2), pp. 23–38. Available at: https://doi.org/10.16922/wje.26.2.3
De Vaus, D. (2001) Research design in social research. London: SAGE.
Denscombe, M. (2008) ‘Communities of practice: a research paradigm for the mixed methods approach’, Journal of Mixed Methods Research, 2 (3), pp.270-283. 
Donaldson, G. (2015) Successful Futures: Independent review of Curriculum and assessment arrangements in Wales. Cardiff: Welsh Government. Available at: https://www.gov.wales/sites/default/files/publications/2018-03/successful-futures.pdf
Donaldson, G. (2018) A learning inspectorate: Independent review of Estyn. Estyn. Available at: https://www.estyn.gov.wales/system/files/2022-01/A%2520Learning%2520Inspectorate%2520-%2520en%2520-%2520June%25202018.pdf
Duggan, B., Thomas, H., Davies-Walker, M., Sinnema, C., Cole-Jones, N. and Glover, A. al. (2022) Qualitative Research with Practitioners on Preparations for Curriculum and Assessment Reforms 2022: Final Report. Cardiff: Welsh Government. Available at: https://oro.open.ac.uk/84540/
Ehren, M., Paterson, A. and Baxter, J. (2020) ‘Accountability and trust: two sides of the same coin?’, Journal of Educational Change, 21, pp. 183-21. Available at: https://doi.org/10.1007/s10833-019-09352-4
Elmore, R. E. and McLaughlin, M. W. (1988). Steady work: Policy, practice, and the reform of American education. RAND Corporation.
Erichsen, K. and Reynolds, J. (2020) ‘Public school accountability, workplace culture, and teacher’, Social Science Research, 85. Available at: https://doi.org/10.1016/j.ssresearch.2019.102347
Evans, G. (2023) ‘A new dawn or false hope? Exploring the early implementation of curriculum for Wales’, Education Inquiry, pp. 1-15. Available at: https://doi.org/10.1080/20004508.2023.2297506
Farrimond, H. (2017) ‘The ethics of research’, in Wyse, D., Selwyn, N., Smith, E. and Suter, L. (eds) The BERA/SAGE Handbook of Educational Research. London: SAGE, pp. 72-89.
Fetters, M. D. (2020) The mixed methods research workbook: Activities for designing, implementing and publishing projects. Los Angeles: SAGE.
Firestone, W., Monfils, K., Hayes, M., Polovsky, T., Matinez, C. and Hicks, J. (2004) ‘The principal, test preparation and educational reform’, in: Firestone, W. A., Monfils, L. F. and Schorr, R. Y. (eds) The ambiguity of teaching to the test standards, assessment, and educational reform. London: Routledge, pp. 91-112.
Fullan, M. (2001) Leading in a Culture of Change. San Francisco: Josey-Bass.
Gnambs, T. and Kaspar, K. (2015) ‘Disclosure of sensitive behaviours across self-administered survey modes: A meta-analysis’, Behaviour Research Methods, 47 (4), pp. 1237-1259.
Hammersley, M. (2012) What is qualitative research? London: A&C Black. 
Handal, B. and Herrington, A. (2003) ‘Mathematics teachers’ beliefs and curriculum reform’, Mathematics Education Research Journal, 15 (1), pp. 59-69.
Hargreaves, A. (2005) ‘Educational change takes ages: Life, career and generational factors in teachers’ emotional responses to educational change’, Teaching and Teacher Education, 21 (8), pp. 967-983.
Harris, R. and Graham, S (2019) ‘Engaging with curriculum reform: Insights from English history teachers’ willingness to support curriculum change’, Journal of Curriculum Studies, 51 (1), pp. 43-61.
Hesse-Biber, S. and Johnson, R. B. (2013) ‘Coming at things differently: Future directions of possible engagement with mixed methods research’, Journal of Mixed Methods Research, 7 (2), pp. 103-109.
Hitchcock, G. and Hughes, D. (1995) Research and the Teacher. 2nd edn. London: Routledge.
Holloway, J. and Brass, J. (2018) ‘Making accountable teachers: The terrors and pleasures of performativity’, Journal of Education Policy, 33 (3), pp. 361-382.
Ismail, S. M., Rahul, D. R., Patra, I. and Rezvani, E. (2022) ‘Formative vs. summative assessment: Impacts on academic motivation, attitude toward learning, test anxiety, and self-regulation skill’. Language Testing in Asia, 12 (1), pp. 1-23.
Johnston, J. and McClune, W. (2000) ‘Pupil motivation and attitudes - self-esteem, locus of control, learning disposition and the impact of selection on teaching and learning’, in The Effects of the Selective System of Secondary Education in Northern Ireland: Research Papers, vol. II. Bangor, County Down: Department of Education, pp. 1-37.
Koretz, D. (2005) ‘Alignment, high stakes, and the inflation of test scores’, Yearbook of the National Society for the Study of Education, 104 (2), pp. 99-118.
Lieberman, A. and Pointer Mace, D. H. (2008) ‘Teacher learning: The key to educational reform’, Journal of Teacher Education, 59(3), pp. 226-234.
Ma, X. and MacMillan, R. B. (1999). ‘Influences of workplace conditions on teachers’ job satisfaction’, The Journal of Educational Research, 93 (1), 39-47. Available at: https://doi.org/10.1080/00220679909597627
McKernan, J. (2008) Curriculum and imagination: Process theory, pedagogy and action research. London: Routledge.
Morrison-Love, D., Singh, S., Makara-Fuller, K., Evans, G., Farrar, J., Patrick, F., Ryder, N., Borquez-Sanchez, E., Sharpling, E., Valdera-Gil, F. and Wiseman-Orr, L. (2023) ‘Camau i'r Dyfodol: Curriculum for Wales: evolving understandings of progression in learning Phase 1 report: February 2023’. Available at: https://eprints.gla.ac.uk/298263/
Mühlböck, M., Steiber, N. and Kittel, B. (2017) ‘Less supervision, more satisficing? Comparing completely self-administered web-surveys and interviews under controlled conditions’, Statistics, Politics and Policy, 8 (1), pp. 13-28.
Newton, P. E. (2007) ‘Clarifying the purposes of educational assessment’, Assessment in Education, 14(2), pp. 149-170.
OECD (2013) Synergies for better learning: An international perspective on evaluation and assessment. Paris: OECD.
OECD (2016) Education at a glance 2016. Paris: OECD Publishing.
OECD (2020) The Welsh education reform journey: A rapid policy assessment. Paris: OECD. Available at: https://people.bath.ac.uk/edspd/Weblinks/MA_CS/PDFs/Session%207/The-Welsh-Education-Reform-Journey-FINAL.pdf
Ontong, J. M. and Bruwer, A. (2020) ‘The use of past assessments as a deductive learning tool? Perceptions of students at a South African university’, South African Journal of Higher Education, 34(2), pp. 177-190.
Oppenheim, A. N. (1992) Questionnaire design, interviewing and attitude measurement. London: Pinter Publishers Ltd.
Peadon, J. (2021) An examination of how teachers operationalise formative and summative assessment with students against a backdrop of high stakes testing. PhD Thesis: University of Durham.
Perryman, J. and Calvert, G. (2020) ‘What motivates people to teach, and why do they leave? Accountability, performativity and teacher retention’, British Journal of Educational Studies, 68(1), pp. 3-23. Available at: https://doi.org/10.1080/00071005.2019.1589417
Power, S., Newton, N. and Taylor, C. (2020) ‘Successful futures for all in Wales? The challenges of curriculum reform for addressing educational inequalities’, The Curriculum Journal, 31 (2), pp. 317-333.
Priestly, M. and Biesta, G. (2013) ‘Introduction: The new curriculum’, in Priestly, M. and Biesta, G. (eds) Reinventing the curriculum: New trends in curriculum policy and practice. London: Bloomsbury Academic, pp. 1-12.
Priestly, M. and Minty, S. (2013) ‘Curriculum for excellence: “A brilliant idea, but…”’, Scottish Educational Review, 45 (1), pp. 39-52.
Pring, R. (2015) Philosophy of Educational Research. 3rd edn. London: Bloomsbury Academic.
Punch, K. (2009) Introduction to research methods in education. London: SAGE.
Ritt, M. (2016) ‘The impact of high-stakes testing on the learning environment. Master’s Thesis’, St Catherine University.
Shirrell, M., Hopkins, M. and Spillane, J. P. (2019) ‘Educational infrastructure, professional learning, and changes in teachers’ instructional practices and beliefs’, Professional Development in Education, 45(4), pp. 599-613.
Sibieta, L. (2024) Major Challenges for Education in Wales.  IFS Report R303. Institute for Fiscal Studies. Available at: https://ifs.org.uk/sites/default/files/2024-03/Major-challenges-for-education-in-Wales-IFS-REPORT_0.pdf
Sinnema, C. (2017) Designing a national curriculum with enactment in mind – the new curriculum for Wales: A discussion paper. Auckland: University of Auckland.
Sinnema, C., Nieveen, N. and Priestley, M. (2020) ‘Successful futures, successful curriculum: what can Wales learn from international reforms?’ The Curriculum Journal, 31(2), pp.181-201. DOI:10.1002/curj.17
Smith, E. (2012) Key issues in education and social justice. London: SAGE.
Stenhouse, L. (1975) An Introduction to Curriculum Research and Development. London: Heineman Educational Books.
Stevenson, H. (2017) ‘The “datafication” of teaching: can teachers speak back to the numbers?’, Peabody Journal of Education, 92(4), pp. 537-557. Available at: https://doi.org/10.1080/0161956X.2017.1349492
Stobart, G. (2008) Testing times: The uses and abuses of assessment. Oxon: Routledge.
Tashakkori, A. and Creswell, J. W. (2007) ‘Exploring the nature of research questions in mixed methods research’, Journal of Mixed Methods Research, 1 (3), pp. 207-211.
Teddlie C. and Tashakkori, A. (2009) Foundations of mixed methods research: Integrating quantitative and qualitative approaches in the social and behavioural sciences. London: SAGE. 
Thorne, B. (1980) ‘“You still takin’ notes?” Fieldwork and problems of informed consent’, Social Problems, 27 (3), pp. 284-297.
Titley, E. (2024) A critical examination of pupil and teacher perspectives on the revised qualification and curriculum arrangements in Wales. PHD Thesis. Aberystwyth University. Available at: https://pure.aber.ac.uk/ws/portalfiles/portal/78030405/Titley_Elizabeth.pdf (Accessed: 1 December 2024).
Titley, E., Davies, A. and Atherton, S. (2020) ‘“[It] isn’t designed to be assessed how we assess”: Rethinking assessment for qualification in the context of the implementation of the Curriculum for Wales’, The Curriculum Journal, 31(2), pp. 303-316. DOI:10.1002/curj.36
Van Eekelen, I. M., Vermunt,. J. D. and Boshuizen, H. P. A. (2006) ‘Exploring teachers’ will to learn’, Teaching and Teacher Education, 22 (4), pp. 408-423.
Volante, L. (2004) ‘Teaching to the Test: What Every Educator and Policy-Maker Should Know’, Canadian Journal of Educational Administration and Policy, 35. Available at: http://www.umanitoba.ca/publications/cjeap/articles/volante.htm (Accessed: 15 December 2024).
Welsh, M. E., Eastwood, M. and D’Agostino, J. V. (2014) ‘Conceptualizing teaching to the test under standards-based reform’, Applied Measurement in Education, 27 (2), pp. 98-114.
Wiliam, D. (1996) ‘National curriculum assessments and programmes of study: Validity and impact’, British Educational Research Journal, 22(1), pp. 129-141.
Wiliam, D. (2000) ‘Education: The meanings and consequences of educational assessments’, Critical Quarterly, 42(1), pp. 105-127.
Yin, R. K. (2006) ‘Mixed methods research: Are the methods genuinely integrated or merely parallel?’, Research in Schools, 13 (1), pp. 41-47.

image1.png
Conduct Analysis of Quantitative

34 Data 6226 | 25226 | 14
35 Codify Responses. 250226 | 1626 | 14
Phase Two - Qualitative Data
4| Qhaselwo ) 1613126 6726 | 81 Pr—
Wrie Interview Guide Based on
41 Initial Quanitative Data Themes. 1613126 243128 7
Conduct Semi-Structured
42 Conduct S 24326 | 1126 | 35 o
. Transcription of Semi-Structured e | oeEms | 14 P
Interviews.
44 Conduct Thematic Analysis 2815026 6726 | 28 -
Making Connections and Analysing
6| EEGEE 61726 23726 | 14 -
6 | Write Dissertation ) 617126 10826 | 26 pr—
61 Write Main Findings and Discussion 617126 23726 | 14 -
62 Write Conclusions and Limitations 2726 | sues | 7 °
63 Wrie Introduction and Abstract 3t | toms | 7 °
7 | Proofread and Edit. te2s | 30ee | 14 -
8 | Submit Dissertation. 119126 119726 1





image2.png
[©] 11725 119126
1| Planning and Preparation. ) s | 201125
Reread Ressarch Proposal from
11 Advanced Research and Enquiry s | emies
Skils. Finalise Research Title
Finalise Methodology and Research
12 i snRs | s | s
Write and Submit Research
12 Proposal for Ethical Approval. s | A B
2 | Literature Review. <) 0m2s | s | 34 pr—
Plan for Literature Review. Decide
21 Plan for Lierature 20125 | 26125 | 5
22 Reading for Literature R 20m2s | 17ma2s | 20
23 Wite Literature Review 122s | ee | 15
Phase One - Quantitative Data
| B2 ) 61126 165326 | 50 pr—
Design and Write Quantitative
31 Desnandi 61126 e |7
32 Conduct Questionnaire Pilot s | 22nm6 | 7
- Send Out Quantitative ol r—_

Questionnaire to Participants.





image3.png
Conduct Analysis of Quantitative

34 Data 6226 | 25226 | 14
35 Codify Responses. 250226 | 1626 | 14
Phase Two - Qualitative Data
4| Qhaselwo ) 1613126 6726 | 81 Pr—
Wrie Interview Guide Based on
41 Initial Quanitative Data Themes. 1613126 243128 7
Conduct Semi-Structured
42 Conduct S 24326 | 1126 | 35 o
. Transcription of Semi-Structured e | oeEms | 14 P
Interviews.
44 Conduct Thematic Analysis 2815026 6726 | 28 -
Making Connections and Analysing
6| EEGEE 61726 23726 | 14 -
6 | Write Dissertation ) 617126 10826 | 26 pr—
61 Write Main Findings and Discussion 617126 23726 | 14 -
62 Write Conclusions and Limitations 2726 | sues | 7 °
63 Wrie Introduction and Abstract 3t | toms | 7 °
7 | Proofread and Edit. te2s | 30ee | 14 -
8 | Submit Dissertation. 119126 119726 1





image4.png
[©] 11725 119126
1| Planning and Preparation. ) s | 201125
Reread Ressarch Proposal from
11 Advanced Research and Enquiry s | emies
Skils. Finalise Research Title
Finalise Methodology and Research
12 i snRs | s | s
Write and Submit Research
12 Proposal for Ethical Approval. s | A B
2 | Literature Review. <) 0m2s | s | 34 pr—
Plan for Literature Review. Decide
21 Plan for Lierature 20125 | 26125 | 5
22 Reading for Literature R 20m2s | 17ma2s | 20
23 Wite Literature Review 122s | ee | 15
Phase One - Quantitative Data
| B2 ) 61126 165326 | 50 pr—
Design and Write Quantitative
31 Desnandi 61126 e |7
32 Conduct Questionnaire Pilot s | 22nm6 | 7
- Send Out Quantitative ol r—_

Questionnaire to Participants.





