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Explanatory Foreword

Learning about ProgressionA Research Resource Tailored to Meet your Needs

W[ SFENYAY3I | 062dzi trbsRaichhBsadiesonrge®dedighed ko pravitid dviBenc ©

ddzLILR2 NI GKS o0dzAf RAY3 2F fSEFENYyAy3a LINPINBaairzy TN
seeks to deepen our understanding of current thinking abaogpession and to explore different

LJdzN1J2 3Sa GKFG LINPINBaaiAzy FTNIYSg2Nl a Oly &aASNBS
These resources includ®nsideration of how this evidence relates to current developments in

Wales and derives a seriesmifnciplesto serve as touchstones to make sure that, as practices begin

to develop, they stay true to the original aspirationsfo€urriculum for WalesA Curriculum for

Life.It also derives, from the review of evidence, a number of fundamental questar all those

involved in the development of progression frameworks to engage.

Within this suite of resources you will find
T wS@ASga 2F NBaSINOK Ayd2 LINRPINBaarAz2y Ay OKACT |
research related to progression in learniggnerally and research on progression in
learning specifically related to each of the six AoLEs

1 Reviews of policies on progression from other countries
who have similar educational aspiration to Wales in each of the six AoLEs

1 Areview and analysis of progssion as it is emerging in Wales$uccessful Futuremnd in
A Curriculum for Waleg A Curriculum for Life

2SS K2LIS GKIG &2dz gAft FAYR W[ SIENYyAy3 o2dzi t N2 IN
of audiences will want to make use of itsntents for a range of purposes and thus present
AYF2NXYEGA2Y FNBY W[ SIENYAYy3 Fo2dzi t NPINBaaAz2yQ Ay
most useful for your purpose.

1. Learning about Progression: a comprehensive review of research and polisygport the
development of Learning Progression Frameworks in Wales

CKS ¢gK2fS NBLRZNIZ W[ SI NdrpyeHensiveé ®atriew of NSeardhB 3 a A 2 y
and policy related to progression in learning in general and to progression in learning inxall si
AoLEs

2. Diving into Research and Policy in an Area of Learning and Experience

For individuals or groups who are interested in finding our more abouet@ence as it

relates to an individual Area of Learning and Experience (ApaEetailed report iprovided

F2NJ SFOK !'2[ 9 RSNAGSR FTNRY {SOlA2y H 2F W[ SI Ny
overview of research on progression, ardiepth analysis of evidence exploring how different

countries have tackled progression in an individual AotdEevidence from research on

progression within the discipline. These reports are entitledrning about Progression:

Expressive Arts, Learning about Progression: Science and Teclatolygy are currently using

this mode.
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Learning about Progressio From Ideas to Action
L¥ @2dz ¢l ylG G2 ARSyi(iATFe (1S& YvYSaal3dasSa FNRY W[ St
ishowtouseli KS ARSI a |a @2dz RS@St 2LJ) LidbidgNBoata A2y Ay
t NEPINBAAAZ2YY CNiByourfirsp8int & engadyemer® THisprd\itles
key messagesn progression relevant to all of the AoLEs

an analysis of how the evidence from international policy and research relates to
policy advice on progression in Successful Futures and A Curriculum for Wales

principles that might act as a touchstone to promote a close alignment between ideas
and action and

information on the strategy used taform decision makingabout the framework to be
used to develop statements of progression.

W SENYAY3 | 0Z8k# Yt NRINBAGR2YOGA2YQ A& &dzLJL}2 NI SR
9 aseries of PowerPoint slides to introduce key ideas to others
91 Decision Tree Workshops

tKS SPARSYOS SYSNHAY3 FNBY W[ SINYyAy3a Fo2dzi t NR
number of decisions that AoLE groups had to take before embarking on the development of
statements of progression. These related to the major questions derived the research.

Decision tree workshops were designed to support AoLE groups and others in that process.

Decision trees were used as the basis of workshop activities at AOLE meetings to support AoLE
discussions. Each decision tree

1 identified the decisiorto be taken

T 2FFSNBR SOARSYOS FTNRBY (GKS W[ SIFENYyAy3a | o2dzi t
and practice) to help inform discussions within each AoLE

9 was consistent with the principle of subsidiarity and encouraged AoLE members to add
to the evidenceavailable

1 provided a framework where each individual AoLE, having reflected on the evidence,
agreed a decision proposal to be shared with the Coherence Group.

All proposals were reviewed to ensure that they were consistent with the vsiGarriculum fo
Walesc A Curriculum for Lifand reflected what AoLE members believed would best serve
young people in Wales.

Proposals from the six AoLEs were then submitted to the Coherence Group whose task was to
reach agreement about which decisions had to be test across AoLES to promote

coherence across the system and where there could be flexibility for individual AdliEs.
wouldthen inform the next stage of work tfie AOLE group

Terminology within both the Welsh and English versions of this repfiects the range of
current thinking about concepts of progression; this may lead to one term being employed with
different but related senses and/or to one concept being referred to by different terms.
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Introduction

The education system in Wales is ie fhrocess of transformation. Since the publication of
Successful FuturéBonaldson, 2015) and the subsequent adoption of its recommendatiofis in
curriculum for Waleg a curriculum for lif§Welsh Government, 2015), a national strategy has been
underwayto build new curriculum, pedagogy and assessment arrangenterer young people

in Wales educational experiences that are fit for thé' 2&ntury. The creation of these new
arrangements is the responsibility of all involved in education in Wadesnmunities, policy

makers, practitioners and researcheyand is led by a network of Pioneer schools whose task it is to
identify what matterdn the curriculum and how progress might best be described and discerned.
TheCurriculumPioneer schools are working in national groups related to each of the six Areas of
Learning and Experience (AoL&EExpressive arts; Health and wb#ing; HumanitiesLanguages,
literacy and communication; Mathematics and numeracy; and Science and technology. The CAMAU
project, a collaboration between the University of Glasgow (UofG) and the University of Wales
Trinity Saint David (UWTSD), funded by the Welsh Governamel the UWTSD, seeks to support

the Welsh education system in its task by providing evidence to address three main questions:

1 How might curriculum, progression and assessment be described and developed in Wales to
focus on learning and to promote bettatignment between research, policy and practice?
1 Inwhat ways do models of curriculum progression relate to progression in learning emerging
from evidence of learning and progression within schools and classrooms?
I To what extent is it possible to thirf assessment as the use of evidence to enable future
f SENYyAYIS a WLINRPINBaarAzy adasSLAQYS NI GKSNI GKI
might we avoid this focus leading to a narrowing of the curriculum?)

The focus of the CAMAU projecpi®gressia. It takes its starting point frorBuccessful Futures
(Donaldson, 2015) anél Curriculum for \Bles(Welsh Government, 2015), builds on the work of the
Progression and Assessment Growe(sh Government, 201&nd on what the AoLE groups have
identified aswhat matters. The project works with teachers, schools, researchers and policy makers
(local, national and international) to bring different knowledge, skills and understandings together to
explore how progression might best be described and developeslation to the AoLEs and to
investigate how progression steps might be most helpfully identified, described and used to support
learning.

Progression matters. Since the seminal Black & Wiliam (1998) review highlighted the potential for
formative assessmaearfor Assessment for Learning as it is sometimes called) to enhance learning,
particularly amongst learners who found learning most challenging, countries internationally have
sought to realise that potential in schools and classrooms. The way in whiessAsmnt for Learning

has spread has been comparedto WNB &SI NOK SLIARSYAOQ GKIFG KFa WTS
RAAOALE AYS Iy RStelnBhanSi2GD4 2. idwéver FTahbSst, R&enactment of
Assessment for Learning has been patchy (Hayebad) 2006, Marshall & Drummond, 200&)d
problems around the articulation of progression have been part of the problem. Wiliam & Thompson
(2007) offer a frameworkat articulate the roles that key actors (teacher, peer and learner) play in

the assessment process based on three key ideas: where the learning is going, where the learner is
right now and how to get there. Implicit in this model is the centrality of pregi@n. For example,

for teachers to provide feedback that moves learners forward, they must have a conceptualisation of
what matters next both for learning in the domain and for the learner. Butesatfent as that might
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seem, progression and its relatigimp to assessment and learning has proven to be a complex

business. Indeed, in a recent article Baital (2017) argue that learning and assessment have been
WFASER& | LI NIQd wSO23ayAraAiyd (GKS AYySE2Nlaget S NBf | (
(2008) argues that

W, &8 Ada OSNEB ylIGda2NBzZ fSINYyAYy3I Ay@g2f dSa LINE I NI
understand the pathways along which students are expected to progress. These pathways or
progressions ground both instruction and asseent. Yet, despite a plethora of standards
and curricula, many teachers are unclear about how learning progresses in specific domains.
This is an undesirable situation for teaching and learning, and one that particularly affects
0SIFOKSNEQ ISoMfyA F@ Niv2 (2B 3 aaSaayYSyidoQ
Internationally, there are areas of the curriculum where work has been done to build understandings
of progression. Pellegrino (2017) argues that research undertaken on cognition and learning has led
to the emergence of highly developed descriptions ofgsession in particular curricular areas
(science, reading and mathematics) and that these can form a sound basis for assessment design
(e.g. Bransford, Brown, Cocking, Donovan, & Pellegrino, 2000; 2ustH2007; Kilpatrick,
Swafford, & Findell 2001n8w, Burns & Griffin, 1998). There are, however, other areas where work
related to progression is far less well developed.

Progression as a concept is built inSoccessful Futurésrough the identification of reference

points (Progression Steps). TEeNY WNBFTSNBY OS LRAYGIQ Aad AYLERNIIF yc
expedition, with stops, detours and spurts, rather than as a linear process. The progression

frameworks will be central to the work of teachers and learners as they seek to enhance thiadearn

of every young person in Wales and thus it is crucial that these frameworks are dependable. To

address this challenge, the CAMAU project seeks to work with policy makers and practitioners to

build progression frameworks that are, as far as is pos®@idence informed and supportive of
FaaSaayYSyid LINYOGAOSAE GKIFG INB O2yaraidtSyid sAlGK F
learning (Earl, Volante & Katz, 2011; Marshall & Drummond, 2006).

Theoretically, the design of the CAMAU projectidmibn the work of Senge & Scharmer (2001) and

on the empirically derived Integrity model of change (Hayward & Spencer, 2010). This model argues

that for change to be meaningful and sustainable, project design must pay attention to three main

areas:

9 Educdional integrity (a clear focus on improving learning)

1 Personal and professional integrity (participants have a significant role in the construction
of the programme, rather than being passive recipients of policy directives)

1 Systemic integrity (coherende development at all levels of the education system)

The CAMAU Project is designed in three phases. This first phase is concerned with the co
construction of an evidenebased Progression Framework. The second phase is designed to
develop, review and learfrom feedback on the draft Progression Framework and the third phase
will trial, evaluate and review the Progression Framework in action. In all phases of this project
teachers, pupils, policy makers and researchers afi@westigators with the sharedspiration of
developing high quality, welhformed curriculum, pedagogy and assessment arrangements for
Wales.
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This report provides evidence on three specific aspects of the first phase of the CAMAU project:

1 the review of how progression is describamastructured within frameworks in other
countries
1 the review of progression in learning (in policy and research) and of evidence related to
progression contextualised in each area of learning experience and
9 initial work undertaken to explore teacher peqmtions of progression in learning. (Evidence
2y G0SIFIOKSNEQ YR LlzLIAf &aQ LISNOSLIIA2ya 2F LINE 3
project and will be published in the final research report.)

Following this introduction that includes a description ofthwgology, Section 1 of the report
identifies ideas about progression as they emerg8uncessful Futuresd then analyses these
ideas using evidence from research on progression.

Section 2 is divided into six ssbctions, each devoted to one of the six Areas of Learning and
Experience (AoLEs) identifiedSaccessful Futuré®onaldson, 2015): Expressive arts; Health and
well-being; Humanities; Languages, literacy and communicaltathematics and numeracy;

Science and technology. The evidence offered to each AoLE is in two parts. The first part is a review
of how different countries have conceptualised and interpreted progression in that area of learning.
The second part providessights into evidence available from research on progression relevant to

the specific AoLE.

{SOGA2Y o LINPOPARSE SOARSYOS 2F GSIOKSNEQ dzy RSN&
Section 4 draws together themes emerging from the different sources of evidence anahded

identifies decisions which require to be taken to allow the development of statements of learning
progression within the AoLE.

This research report is intended to provide a dependable evidence base to inform thinking in the

AoLE groups as ideas of pregsion are developed:he CAMAU project team throughout the

project will work with AoLEs to use evidence from international curriculum and assessment

documentation of how progression has been conceptualised in the research literature and in policy

contexts similar to Wales. When AoLEs have identified what matters in the curriculum and have built

initial models of progression, the CAMAU team will obtain and analyse empirical evidence from

GARSNI GSIFOKSNAEQ | yR f SI NYSN&G@ clssEraddNavifeid@8am 2 F  LINE
0§SFOKSNRQ LISNOSLIIA2ya 2F 6KIFG Aa OSyaNrt G2 Syl a
LJdzLIA £ 8 Q NBFf SOGA2ya 27F ThiksEnsd\theking of existBgaNdesparh 2y A Y
models of progressiois intended to promote curriculum, pedagogy and assessment arrangements

Ay 2FfSa GKFEG FNB INRPdzyRSR Ay (Sl OKSNEhMIwork/ R & 2 dzy
will be reported in the final CAMAU project report.
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Methodology

The central purpse of the reviews of international policy and of research on progression is to
providedependablenformation to AoLE groups to support their thinking. Thus both the policy
review and the review of research are focused and purposeful. Discussion witlyalpE made it

clear that to be useful, the reviews must be clearly focused, succinct and directly related to the task
which the groups are being asked to undertake. In addition, the CAMAU project sits within the
demands of a development programme operatito tight policy deadlines: all activities must be
undertaken within a limited timdrame and with limited resources. This is not a situation peculiar to
this project.

Dependable Evidence Summaries

The methodology for the creation of dependable evidence summaries emerges from the recently
developed EPPI (Evidence for Policy and Practice Information) protocol for a rapid review of existing
S @A RSy O SEvessh ab, 2016)JRapid reviews have beamunonly used in Health policy

contexts to inform evidencbased practice. The Welsh Government has itself used the process in an
educational context, e.g. in a review of the impact of poverty on attainment (Wilson, 2011). Rapid
Reviews are contentious. Thare seen by some as conforming to policy timelines at the cost of
rigour in the literature or policy review. More recently, rapid evidence assessments have become
more common in policy contexts and the method is referred to on a number of Government
webgtes across the UKThe Department for International Development identifies three main uses

for rapid evidence assessments:

W ¢ gré/ilea more structured and rigorous search and quality assessment of the
evidence than a literature review but are n& @xhaustive as a systematic review. They can
be used to:

1 gain an overview of the density and quality of evidence on a particular issue

9 support programming decisions by providing evidence on key topics

1 support the commissioning of further research by idlefitd Ay 3 S@A RSy O0S 3l LA Q
(https://www.gov.uk/government/collections/rapiebvidenceassessments accessed

10/07/17)

These aims are consistent with the aspirations of the @AINdroject. The challenge is to provide
evidence that is dependable within the constraints identified.

Grantet al.(2009) suggest that if Rapid Research Reviews (RRR) are to be dependable, they need to
be rigorous and explicit about their methodology aaxknowledge the concessions that have had to

be made to breadth and depth. The need to synthesise evidence within a limited time frame with the
specific intention of informing decision making processes lies at the heart of the increased use of
RRRs. Khangaet al (2012) argue that, despite the rise in the popularity of this approach, very little
has been published on appropriate methodologies. They rename RRRs as evidence summaries and
propose a methodology to increase the means by which the validity oppiateness and utility of

the review might be discerned. The authors identify eight steps developed from their Knowledge to
Action programme. These steps have been adapted in the CAMAU project as the framework for the
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development of the Dependable EvidenSBummaries, designed to inform the thinking of AOLE
groups as they tackle the complex challenge of describing progression.

Table 1: Outline of eight steps informing Knowledge to Action evidence summary approach
(Khangura et al, 2012)

Knowledge to Actiorstep Task

Step 1 Needs assessment

Step 2 Question development and refinement

Step 3 Proposal development and approval

Step 4 Systematic literature search

Step 5 Screening and selection of studies

Step 6 Narrative synthesis of included studi@scluding assignment

of evidence level)
Step 7 Report production

Step 8 Ongoing followup and dialogue with knowledge users

The Evidence Summaries in the CAMAU project have been developed as part of a process of on
going discussion with the knowledgsersc each of the AOLE groups.

Progression in International Policy and Practice

The countries involved in the international policy and practice review were identified in two ways.
The first priority was to identify countries of particular interest to the individual AoOLE group. Second,
CAMAU team members sought to select countries aghirations similar to those identified in
Successful Futureghere different approaches to descriptions of progression were illustrated. The
analysis of policy in each country followed a thistage process:

g =L “A A

9 SEtAOAGAY I AYTF2NNI OV 2vfF (QRNNNEAQO difydzYd KRS EOMAWNR O
progression is described

1 making summary statements of the above

1 analysing information from across countries

Table 2on the next page provides the framework for responding to questions on progression. The
complete protocol can be found as Appendix 1.

Recognising the difference between policy intention and policy enactment, the final stage of this

policy review went beyad the analysis of policy documentation. As part of the work of the CAMAU
LINEP2SO0GQa blradA2ylf YR LYUGSNyraaAzyrt ! ROAa2NE DN
were invited to discuss the enactment of policy in their respective countriesdier to provide

insights into how ideas have played out in practice. These reflections on the implementation of

policy and on lessons learned add depth and texture to the information available in policy
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documentation and enhance the knowledge of policyaction afforded to CAMAU researchers by
research publications.

Table 2

Country Information

Name of Country:
Year the curriculum was written/published/updated:
Website(s) where materials were found:

How is the curriculum structured? e.g. Is there aiculum document as well as achievement
outcomes or are these combined? Are there supporting materials for teachers? Is there one
curriculum across all ages or is it split into primary and secondary?

How many stages/levels/benchmarks are included?theg aligned with specific years?

2 KFG O2YLRYySylakadznaSOoliakikKSYSa NBfI GSR (
What seems to be missing?

| 26 R2Sa (0KS R20dzYSyidl GdA2y RSFAYS WgKIF G )
knowledye, competencies, skills, etc? What is the balance between knowledge and
understanding, skills, attributes, and capabilities?

How is progression defined? Is it defined explicitly or implicitly? You may need to look beyo
statements themselves ahé supporting documentation and introductions to the curriculum.
Give some specific quotes or examples.

Are key progression points identified as expected standards for specified ages? Or as desci
of knowledge, skills, capabilities needed for hat progression in learning? Or is it some
combination?

What form do statements of progression take? Are they detailed or broad? Are they iFfipstpil
person language or written for the teacher? Provide some examples.

To what extent does theurriculum for this AoLE seem to align with what is written in Succes:
CdzidzNBSaK 52Sa Ad asSSy G2 A3y ALK 52y

Is there anything else worth noting? E.g., Is there anything particularly unique aitives\vor
useful about this curriculum? Are there any aspects of the AoLE that are included in cross
curricular aims? Was there anything within this portion of the curriculum that seems to have
connections with any other AOLE?
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Progression in Researdhterature in the Context of Policy in Wales
The review of research literature in the context of policy in Wales was undertaken in three strands

1 areview ofSuccessful Futurés identify what had been written about progression
1 areview of seminal papersidhe concept of learning progression
9 six separate reviews, one undertaken for each of individual AoLE.

Whilst much has been written on curriculum progression, far less is available on learning
progression. Papers for the review were identified using eraepproaches:

1 expert knowledge (including recommendations from CAMAU Professorial Consultants
internationally recognised experts in individual Areas of Learning Experience)

9 search strategies

1 reference snowballing.

As reviews for individual AoLEs werredertaken by several members within each AoLE team,

detailed guidance was provided. Reviewers conducted independent searches using keywords,

employing Ebscohost or a similar academic database. Key terms were contextualised in each AoLE,
SPId WILINFINBAESZYIAOAQT (Seg2NRa alISOAFAO G2 LI N
Healthandwelb SAy 3 ( S@g62NRa AyOf dzZRSR WOKAfR RS@St2LIVSy
before 2000 were excluded unless identified by Professorial Advisors as s@xiedlVales is a

bilingual country. Where possible, eg, in LLC, the review included evidence from bilingual countries.
However, we recognise that most of the evidence used to inform this report has been drawn from

material published only in English, ththe research has to a large extent considered practice in

English speaking countries and that, with few exceptions, progression frameworks examined have

been drawn from countries and states in which English is the sole or a major language of schooling.

Thss limitation has to be recognised.

When lists of possible texts had been generated, titles and abstracts were reviewed to identify
potentially relevant sources. Expanded or snowball searches were also carried out where authors
cited within the original sorces were investigated, either by following up on articles cited or by
undertaking author searches within Ebscohost. In addition to recommendations made by
Professorial Advisors, CAMAU researchers sought advice from colleagues in the University of
Glasgowand in the University of Wales Trinity Saint David with specific expertise in a particular area.
From this range of sources, a list of all papers considered was generated by each group and the
screening processes that led to the final selection of pafmelse reviewed were documented.

The analysis of literature review is intended to address critical questions related to progression
within a particular Area of Learning Experience. To illustrate this prd@dse 3on the next page
offers an example frorthe review for the Health and wellleing AoLE. The full protocol can be
found in Appendix.
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Table 3

Literature ReviewCritical Questions

1 What evidence exists that informs our understanding of progression in this domain?

1 In what ways haveesearchers described how children develop their knowledge/ skills/
capacities in this area? In other words, how do they model progression? For example:

According to the literature, are the changes that children make qualitative jumps
(with big steps at ke moments) or more gradual sophistication (children seen to
gradually add more of the same skills over time)?
Is progression linear or could children move backwards and forwards?
52 (KS NBaSINOKSNAR 4SS OKAf RNByY Qeéd oI\
by the environment and open to change, or is it fixed?
Is there one path that children seem to take in this area, or are there multiple pat
Do the researchers acknowledge that children may have different paths based ol
context in which they w up/learn?
Are there different models of progression for the same topic and to what extent d
they overlap, complement, or conflict?

1 To what extent does the literature focus on how children develop in terms of their
knowledge/understandings vbehaviours/skills?

1 To what extent is the progression that is described at a rd&vel (for one lesson/unit) or at
a macrelevel (across multiple years)?

T What ages are covered when describing how pupils learn in this area? Which ages seer
missng or receive less adequate attention?

1 What is the theoretical background of the relevant literature (e.g., education, public heall
psychology, etc.)? We may get some insight by looking at the journal it is published in.

1 Importantly, what seemsatbe missing in this area? What do we still not know? Is there lit
research on this topic?

Building Dependable Evidence: Synthesising Sources

The evidence emerging from across the six AoLEs was then compared with the reSieveedstul
Futuresand the more general research evidence on progression. From this synthesis key themes
were identified. These themes were then used as the evidence base to inform for the final section of
this report, Learning about Progression: from ideas to action.

Thiscentral purpose of this research repokiearning about Progressig@rinforming thinking about a
Curriculum for Waless to provide alependable evidence base to inform the work of each AoLE. To

13 April2018



Learning about Progressi@rinforming thinking about a Curriculum for Wales

maximise the use of the evidence to inform action in Aotttesresearch report is available in a
number of forms.

The full research report is available to all interested parties. In addition, a domain specific report has
been developed for each individual AoLE. Each individualised report contains key points from:

the introduction

the review ofSuccessful Futuresd research evidence on progressama concept

the policy review and research review specific to the area of learning experience
Y5S0AaAz2y ¢NBSaQ Fa Fy SylFroftAy3d FNLGSTFIFOO (2
LIN} OGAOSY W5S0OAaAz2y ¢NBSaQ aidNUzOGdz2NBE SPARSYyC
key questions for use within AoLE workshops. Their purpose to promote ligivemed

decision making.

=4 4 -4 A

The decision trees identify crucial questions to be addressed by each AoLE as they design a
progression framework for the Welsh curriculum. Using evidence from the research report, they
offer insights into how issues have beeatkled in different countries and suggest some initial

possible advantages and disadvantages related to each decision. They also identify relevant insights
from research. Examples of decision trees can be found in App8&ndix

Using the decision tree approla as a stimulus for discussion and negotiation, each AoLE group was
invited to respond to each question, to consider evidence available from research and policy and to
add insights from their own professional experience. Once the group had consideredideace,

they were invited to develop proposal to be considered by the eAasisE Coherenddroup. The

role of the Coherence Group was to consider proposals from each AoLE and to take decisions to
promote consistency and coherence across the six AoLEs.

Evidence from Teachers and Learners

A central feature of the CAMAU methodology is to promote approaches to progression that are
empirically informed by evidence from practice.

In line with the principles of partnership, subsidiarity and collaboration which underpin the CAMAU
research project, teachers are-tesearchers. While teacher participation in the curriculum
development process was an expectation arising from their eympét in pioneer schools,

participation in related research was voluntary. Consequently, all teachers in the AoLE groups were
asked and agreed to participate in this research in accordance with the ethics procedures of the two
universities.

Between Aprit Y R Wdzft @ HamTI O2fft 02N A0S NBaSINOK F20d
conceptualisation of learning progression. Evidence was generated through approaches which acted

a4 LINPYLIG&a (2 adzLlI2 NI GKAA | NI A Oddl éxpeRedogtb ¢ KS | A
contribute to developing learning progression frameworks.

Four research questions were developed by the CAMAU team. These were designed firstly to

SELX 2NB SOARSYyOS 2F (SIOKSNBQ dzyRSNEGlaggandy3d 2F L
aS02yRfe& (2 O2yaARSNJ GKS STFAOIOE 2F RAFFSNByO |
understandings of progression:
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1 2KIFIG SOARSYOS 2y LINRPINBaarzy SYSNHSa FTNRY (Sl
learning in their classrooms?

1 What are the characteristics of learning identified?

1 What types of activities led to teachers articulating their understanding of progression most
effectively?

1  What sorts of group structures and size supported such activities?

Evidence related to the firstio questions would directly inform the drafting of progression
statements; evidence related to the latter two would inform later research into teacher views to
further develop these statements and to offer insights into processes of sustainable change.

TheCAMAU team developed three principal approaches to gathering evidence relevant to the first
two questions. It was agreed that the approach(es) used in each AoLE would recognise the views of
teacher participants and would be reviewed in the light of eviderelated to the latter two

guestions. The CAMAU team adapted tasks to take account of the broad direction of developing
thinking within each AoLE about what matters.

Approach Ong TimelTime(n) (see Newby, 2010)

Teachers were supported to articulatgpical learner progress across a period of time; the number
of stages (i.e. FI2, TiT3) used was determined by the perceived requirements of each AoLE. The
fundamental questions posed took the form of:

 T1-Can you describe what, in general terms, yapeaxt a learner to know, understand and
be able to do at a start time (e.g. the beginning of the year)?

9 T2-Can you describe what, in general terms, you expect a learner to know, understand, and
be able to do at an end time (e.g. the end of the year)?

Aariant of this approach explored progression made by three individual young people in a class as
they moved through a phase: one who finds little challenge in relation to expectations; one who
generally achieves expectations; one who finds expectationkectging.

ApproachTwg 9 @I t dzl GA2y 2F LINRPIANBaaiaAzy Ay 20KSNI O2dzy (N

Teachers were asked to examine critically aspects of frameworks from other countries. This afforded
opportunities for teachers to review, from a relatively disinterestechdtpoint, policy and practice
and to articulate views on models of progression, broad progression steps and appropriate language.

Approach Three CoRe (Content Representation) (see Eames et al. 2011; Loughran et al. 2004)

This approach involves identifig areas of knowledge or skill that seem central to learning in an
AoLE and for each of these areas responding to questions such as:

1 What do you intend young people to learn about this idea or skill?
1 Why is it important for them to know this?
1 What prior a related knowledge do learners have of this idea or skill?
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1 What difficulties / limitations may be associated with progression in developing this idea or
skill?
T 126 R2 @&2dz FaOSNIFAY fSFENYSNAQ LINRINBaIaAzZzy 2|

Findings from this early stage of teacher research are reported in Sektion
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Section 1: ProgressiogWelsh Policy and Research Insights

Progression in learning is crucial to the realisation of the aspiratio8siatessful Futuresd it is
essential that progression as developed across the AoLEs is well infékmigdlicated in the
Introduction, the evidence to promote well informed ideas of progression in learning comes from
different sources. This section of the report refleotstwo sources of evidence: evidence from
policy¢ what Successful Futursays about progressianand evidence from researahan analysis
of research on progression.

Evidence from the Policy Context in Wald3onaldson, Progression and Learning

The concept of progression is at the centre of the new curriculum in Wales. It structures, describes,

YR SylofSa tSIENYyAyad 52yl fRazyQa dzasS 2F GKS SN
restructure the learning experience for pupils, from diserend generalised stages of attainment, to

alearning continuumof individual achievement. Within this new structure, each learner moves

forward fluidly through statutory education from age 3 to age 16, guided as appropriate by

reference points, supportednd challenged according to his/her needs, and assessed in relation to

the four purposes of the curriculum.

The four purposes describe what all children and young people should become and achieve through
statutory education as well as how they are pevesi and positioned as they experience the
curriculum.

Recommendation 2 (p.23) states:
We¢KS ad0K22f OdzNNR Odzf dzy aK2dzZ R 0SS RS&aA3IySR G2
relation to clear and agreed purposes. The purposes should be conssadtet they can
RANBOUOf& AyTFfdzsSyOS RSOA&aAA2yaA | 062dzi OdzNNA Odz dz

This follows the argument that:

a z A

WaGFGSYSyida 2F OdzNNA Odzf dzy LIJzN1J32 &S ySSR (2 o685
integrity, are clear and direct and become centeasubsequent engagement and

development; in that way they can shape the curriculum and suffuse practice. Common
understanding oWvhy we are doing what we are doing is a powerful starting point from

which to determinavhat it is we need to do andow we ae goingto do itd LJPH H X | dzll K2 NI
emphases)

The purposes tell us about how children should experience their curriculum day to day. Learners

progress to become more ambitious, capable, enterprising, creative, ethical, informed, healthy,

confident individals. Progression is characterised in terms of depth, complexity, level of abstraction,
FOO2YLX AaKYSyid YR a1AffX FT2NJ RAAOALIX AYyIFINRB (y26f
learning continuum functions as a journey through the curriculum. Thisigyuwill include

diversion, repetition, and reflection, as appropriate for each individual to make progress in learning.

There is greater responsibility for teachers to ensure etedtred learning to ensure effective

learning takes place, since the paxfezach journey is set according to the requirements of the

learner.
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Discerning the progress being made by each child is fundamental to establishing learning. While the
concept of progression shifts control of the curriculum into the hands of the schibalso shifts

assessment from generalised phases and stages, to a greater focus on the evaluation of learning

TNRY (GKS LISNRALSOGAGS 2F GKS OKAfRY | aKATOG FTNRY
young people can travel on the same contimy regardless of any Additional Learning Needs. In the

YySé OdzNNR Odzf dzYs | daSaavySyid Aa LMz2NLIR2&ASTFdzx FyR RS3
learning: what does each child need in order to move forward, what difficulties might s/he have,

what are the next steps and how might these next steps best be supported?

Assessment is the means by which teachers seek to discern progress and to identify what is most
AYLRNIGFY(G F2N) FdzidzNE € SFENYyAYy3Id t NEPIAINBaidA2ys yR
L2 AAGADGSS 0SIAAYYAYy3d FNRBY (G(KS OKAfR 2N e&2dzy3 LISNE
forward movement for each learner which is not necessarily linear and which does not end at a

given age or stage. Throughout the Donaldson Review, leaioanceptualised as growth.

Learners build on previous knowledge/skills/competencies/dispositions in a continuous journey

across and within the Areas of Learning and Experience.

Learning is defined through the concept of progression, which is represastactoherent

continuum without separation or interruption. The continuity that the new curriculum places at the

centre of learning describes a holistic approach to the development of the individual, including
experiential learning that is valuable in aofiitself. Learning is the end goal of the education

system. The learner is at the heart of the process and a fundamental element of the curriculum is

choice. Learners are encouraged to take responsibility for their own learning, to becoraetjv®,

andi S OKSNBE I NB Sy O02dzN} 3SR (2 SyadaNB tSINyYyAy3a Aa
world relevance.

What Successful Futures says about Progression

The term progression occurs 116 times in Successful Futwdeé#ional Document provides dist

of each occasion when the word progression is used and an analysis of the different contexts for the

idea of progression. IBuccessful FuturésH n Mmp 0 (G KS F2dzNJ LJdzN1J32 aSa LINR OA R

FYR Ft26Q G2 €SI NY A yitBmphasid iS placed anyanagebbifity:m 0 @ { A Ay A F A
Wi gAay3a 02YY2y I NBLFa 2F [SINYyAy3a FyR 9ELISNRS,
dzy RSN1IAY O2yiGAydzide yR LINPINBaaizy FyR KStLJ
(p.39).

Successful Futures presents a clgasion for progression

1. Phases and key stages should be removed in order that progression can be continuous,
increasing the potential for higher attainment by minimising transitions.

2. Progression in each Area of Learning and Experience should be bagedethgrounded,
nationally described continuum of learning that flows from when a child enters education
through to the end of statutory schooling at 16 and beyond.
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3. Learning should be an expedition, with stops, detours and spurts rather than a stiagyht |
t NPINBAaAaA2Y Acachbnd /BP K Rf Kk 8®RdzZF ANLISNE 2y Q& LINE 3
though some children and young people will progress further than others.

4. Progression Steps will be described at five points in the learning continuum, relating
broadly to expectations at ages 5, 8, 11, 14 and 16 (staging points for reference rather than
universal expectationg but expectations should be high for all learners).

5. Progression Steps are made up of a number of achievement outcomes linked to what
mattersAy (G KS OdzNNR Odzf dzY FyR fAY1 SR (G2 G4KS ¥F2dzNJ
numeracy, digital competence and wider skills should be embedded as well as elements of
the Cwricwlwm Cymreig.

6. Achievement Outcomes shoufabt be a checklist of knowledge skillsand should
incorporate effective pedagogy.

7. Achievement outcomeshould inform next steps and be framed as broad expectations
achievable over a period of tim@pproximately 3 years).

8. Achievement Outcomed K2 dzf R dza S UL ON¥IUR &tdteh@@lodSQ 6+ YR
describe progression (not over specified or overly vagties may vary across AoLES).

9. Assessmentrélevant and proportionate$hould be focused on learnirgtentions and
progression in relation to the four curriculum purposesidrased upon the intentions set
out in the Achievement Outcomes at each Progression Step within each Area of Learning
and Experiencdn each AoLEhe Achievement Outcomes at each Progression Step will
need to encapsulate the most important aspects of teéag, take account of the ways in
which children progress in different kinds of learning and recognise what they need to be
able to know and do to move securely to the next stage.

10. Professional judgement is central to assessm@otmative assessment wittelevant
summative information collected and used formatively within classrooms and schools).

11. Schools should use teacher assessment of progression systematically, together with other
sources of evidence, to inform their sefvaluation for school improvenmt purposes.

The ideas presented Buccessful Futurésrm the principles from which curriculum, progression
and assessment in Wales should be developed and offer a touchstone against which emerging
proposals can be evaluated.

Evidence from Resear@an Analysis of Research on Progression

The interrelationship of curriculum, assessment and pedagogy is recognised as being at the heart of
learning. Yet, Wyse, Hayward & Pandya (2015), analysing the state of the field internationally,
suggested that all o often research has focused on these as different fields leading to a lack of
alignment in how curriculum, assessment and pedagogy are experienced in learning. This theme was
developed by Wiliam (2017:1) who argued that theories of learning and thedreessessment lack
connection because assessment and learning are trying to do different things and each field has
been inward looking in identifying and addressing challen§ascessful Futur¢2015) recognises

the importance of promoting a strong relatiship between curriculum, assessment and pedagogy.
The policy states clearly that everything in education in Wales should be driven from the curriculum:
the identification of what matters for a person to be considered educated. What matters in the
curricdum in Wales is being identified by the Pioneer Schools in each AoLE. This research review
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begins from that premise and explores how progression and assessment might emerge in relation to
what matters.

Curriculum, Progression, Pedagogy and AssessmenCoherent Whole

Built into every curriculum internationally is a notion of learning development but there are different

ways in which this can be done. Some countries seek to describe outcomes in different areas of the
curriculum through the specificationf standards commonly related to ages and stages on
RSOSt2LIYSyid Ay aOKz22ftad ¢KS FAaLIANIGAZ2Y A& GKIG ¢
expectations and student performance will improve. Yet concerns have been raised that many of the
statements of standards do not provide the information necessary to achieve that aspiration and are

not helpful in developing an understanding of where students are in relation to what might be

regarded as desired goals (Heritage, 2008). This lack of clarityaghto problems emerging

between curriculum and learning, for example, teachers may find these statements of standards

difficult to use for formative assessment purpogeshere the learning is going, where the learner is

right now and how to get theré/Xiliam & Thompson, 2007). Learning progressions offer the

potential to support learning more effectively as they offer teachers the opportunity to relate

learning in their class to learning undertaken in previous and learning to be undertaken in future

classes. They can make connections between prior and future learning and use information from
F2NXYIGAQGS aaSaayYSyd G2 RAAOSNY 6KSNBE aiddzRRSyiaqQ
more specifically to what matters and, crucially, to what matterstnideritage (2008) suggests that

GELX AOAG € SIFENYAYy3a LINRPAINBaaAirzya OFy LINRPOARS (KS ¢

Heritage (2008:2) also suggests that greater attention should be paid to the different levels of

specificity used to articulate the curriculunorBe curricula specify detailed objectives to be

mastered at each grade in sequence. When the curriculum is described in this level of detail, its
WINFAY &ATSQY AG YIFe 0SS RAFTFAOAA G (2 aSS K2g (KS
conceptsand learning can become little more than a checklist of things to be learned. Curricula

2NHI YAASR I NRPdzy R O2 NB -CohofisSfféd kette2oNgortibitesfora RS a Q |y
stronger relationship between assessment and learning goals: assesfmémative purposes.

However, Heritage (ibid) argues that care also needs to be taken with this approach for too often

WoAd ARSFAQ INB y2i OoONRdAZAKG G23SGKSNI & | O2KSNE
and skills. Without a coherentsion the potential for teachers to have a broad overview of learning

in a specific domain is restricted. Broadly speaking, learning progressions differ in the span of the
progressions and the degree of granularity in their description. Some models peetearhing

progression as almost a unit of work, whilst others, such as spelling, span several years. Often, the

shorter the span, the greater the detail and specificity.

The work of Blackt al.(2011:74) develops the idea that having a coherent model of progression
that is closely linked to assessment and pedagogy will effectively support leaFhigconclude
that progressions are essential to high quality learning and teaching.

WhyS 9iagiedightifér b teacher is to have in mind an underlying scheme of

LINEINBA&A2Y AY (GKS G2LAOT 8d2OK | &20KSYS GAff
I NB &adzYYFNAT SR FYyR KAIKEAIKGSR Ay GKS (S OKS|
teacherYt @ LINB@PARS o0& FdzZNIKSNJ adzZA3SadAz2yas adzyyl
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Pellegrincet al.(2012) offer further insights into what is important in the assessment process, a
process he describes as reasoning from evidence, and how assessmentafaitghto curriculum

and pedagogy. He identifies three interconnected elements that should underpin any assessment
and conceptualises these as an assessment triangle whose three sides are:

1 a model of student cognition and learning in the assessment domain

9 asetof assumptions and principles about the kinds of observations that will provide
evidence of competences

1 aninterpretation for making sense of the evidence

Whilst all three elements are essential, in a later article (2017:361), Pellegrino argues that often the
critical cognition component is missing. The focus of learning should be determined as far as possible
by models that describ@ K 2 ¢ LIS 2 LI Swiadde laidBeveéoy domfeténce in the domain of
Ay i S NI Hé Mygests, is a distinguishing feature of an evideased approach to assessment
design, where the most important aspects of student achievement are identified, aspects which then
becomell KS ¥ 2A00FS NERHRD SEKOA OpiovideKcuegtalbout tHe types of assessment
GFrala 2N aAddzr dAz2ya GKIFIG gAftt StAOAG SOARSYOS
Although most work on learning progressions has been carried out within domains, deeper
understanding of what is important to improve learning may require work to be undertaken across
domains. Some more recent studies have begun to explore learning progression across domains. An
example of this is to be found in Wybké al (2017in press) whee the researchers sought to build
companion learning progressions in mathematics and langublgey argue thaanalysing

mathematics and language learning progressions together offers a more detailed and nuanced
picture of progression to inform teaching éformative assessment. By focusing on both

mathematical knowledge and the discursive skills required to share that understanding, the
researchers moved thinking from right versus wrong to a deeper understanding of the ways in which
pupils were developingompetences in mathematics and language. The application of content and
language progressions, they suggested, provided teachers with a deeper understanding of the
interaction of mathematical knowledge and language proficiency.

What are Key Characteristcof Learning Progressions?

Mosher & Heritage (2017:1) defihgearning Progressiors

WAYFSNBYOSE 2N KeLR((KS458348 RSEONAGAYI G(KS 2NR:
A0dRSYG4Q dzyRSNEGFYRAYI | YR & {thdugh ovestimé & dzo 2 S

in response to instruction and experience as they reach the levels of understanding and skill
that are the goals of instruction.... The inferences should be based on empirical evidence
from student work, assessment performance, respotesesnical interviews, or other
observations by teachers or researchers. They may describe likely steps or growth paths in
the context of typical instruction, or they could describe what becomes possible with more
STTFSOGADS AyaldNHOGAZ2Y ®Q

Learning progressns are pathways along which students are expected to progress. These pathways

or progressions are the basis of teaching and assessment. Learning progressions can be

conceptualised in different ways but as part of a review of a range of different appsdch

learning progressions, Heritage (2008) identified certain common features.
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1  All models conceptualise progression as a continuum of increasing sophistication of
dzy RSNBUGFYRAY3 YR alAffta a &2dzy/3 LIS2LIX S Y2¢
1 No definitioncontains references to grade or age level expectations, in contrast to many
standards and curriculum models. Instead, learning is conceived as a sequence or
continuum of increasing expertise.
1 Learning progressions adopt a developmental view, inviting te@cto conceptualise
learning as a process of increasing sophistication rather than as a body of content to be
covered within specific grade levels.
1 Progression also impliessequence along which students move incrementally from novice
to more expert peformance. Implicit irprogressions the notion of continuity and
coherence. Learning is not seen as a series of discrete events, but rather as a trajectory of
development that connects knowledge, concepts and skills within a domain.
9 Learning progressions are accommodating. They recognise that students do not move
forward at the same rate or with the same degree of depth and progression and see this as
an expected part of learning.
1 Learning progressions enable teachers to focus oromnapt learning goals paying
attention to what a student would learn rather than what a student would do (the learning
activity). The learning goal is identified first and teaching, pedagogy and assessment are
RANBOGSR G2¢ NRa (K alitoo Sothindn practite &f iéarrfnty bkidg/ G f 8 =
I OGAGAGE RNAGSY NI GKSNJ GKFYy RNA@GSY o6& GKS S
1 Learning progressions are an important part of assessment to support learning. Clear
connections between what comes before and after anp@i the progression offers
teachers a better opportunity to calibrate their teaching, to address misunderstandings or
to develop skills as revealed by assessment, and to determine what important next steps
would be to move the student forward from thabmt.

Further key features of learning progressions are identified in the work of Deisah2007) and

Pellegrino (2017)Duschkt al. (2007) suggest that a distinctive feature of learning progressions is

the evidence base from which they are developed. They define learning progressions as evidence

0l AaSR KelLRiKSasSa |02dzi K2¢ aiddzRSydaQ dzyRSNEGF yRA
explanations become more sophisticated over time. These hypotheses represent the pathways that

young people are likely to follow as they make progress. These pathways should be empirically

tested to ensure that they relate closely to how most students exgpee progression and should be

empirically evaluated to determine their efficacy to discern whether or not lead to better learning.

Pellegrino (2017) suggests that although learning progressions are not developmentally inevitable,

they may be developmenllg constrained. He suggests that numerous progression paths are
L2adAofsS FyYyR GKFG LINPINBaad NIFGKSNI GKIFY o6SAy3a fA
I £ SENYAY3I LINRPINBEIaAAZ2Y 2FFSNRBR 2yS 2N wBINS L2 aaAC
Fff LI2aarotsS LI IGKaAaQd® LY FRRAGAZ2YZ G lye LRAY(G A
and/or practices that could be considered to be at different points on the gdtisher & Heritage

(2017) support this view, adding an optinicstiew of learning progressions which suggests that

there is a small number of likely paths, that the steps along the way are clearly distinguishable and

that they represent understanding and related skills which are stable for reasonable periods of time.

They also reemphasise the complex nature of the progression concept, itslinear pathways, its

confusions and regressions as learner thinking develops over time to new levels of sophistication.

y
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The interrelationship between the learner and progressiis further complicated by regressions
that can occur in particular circumstances, e.g. stress or challenges that feel to them to be too great.

¢CKAA FLILINRFOK YIeé FftA3ady Y2NB Oft2asSte 6A0GK . NHzySN

learning, buildi@d@ 2y (1 KS K éahaubjkcScarba tauglt efféctivély in some intellectually
honest form to any child at any stage of developngenté . NXzy33)NREllegrirt 2017) argues

that there is a clear connection between progress in learning andjtiadity of teaching to which

the young person is exposed. High quality curriculum and pedagogy are essential for optimal
LINEINBaadaAz2y & Aa GKS GSIFOKSNRna O2yFARSYyOS Ay
instruction.

Learning Progressions anludience

There is a further characteristic of Learning Progressions worthy of consideration: the audience.
Many learning progressions are written primarily for teachers and tensions can arise if a single
learning progression attempts to serve too many pses. For example, Heritage (2008) draws
attention to the problems that can arise if it is assumed that the same degree of granularity will
serve both planning and assessment. The degree of granularity in a learning progression designed to
ensure that teahers have an overview of progress from novice to expert is very different from the
degree of granularity necessary to enable teachers to support learning formatively: the latter would
require a far more detailed analysis of progress in learning. She m@stbata possible way to deal
with this issue would be to have different learning progressions serving different purposes. An
overview learning progression to offer a mujgar picture of the journey from novice to expert.

These could then be linked tedrning progressions related to each of the key building blocks of
what matters in the curriculum. These more detailed learning progressions would support teachers
in formative assessment whilst their relationship to the mykar learning progression wizliallow

them to locate their own work in the bigger learning picture. This could also be helpful in offering
support to teachers who are working with young people whose learning is outside the range of
normal expectations for the group or year with whohey are working.

Learning progressions can also be written in ways which provide a framework for learners to
understand the learning journey they are dtteritage (2008) argues for the importance of learners
being aware of longer term goals and the redaship between those and their day to day progress.

It is unquestionably desirable for students to know what the lorigem goal is or what the final

product of the learning will be. Increased involvement in learning occurs when teachers share with
the students what their longeterm goals are and enable them to participate in evaluating the

degree to which they have met the goals. The changing role of the learner within social constructivist
and sociocultural theories of learning is highlighted by Betiml. (2014, 2017). Within these

overlapping theories, there are common learner characteristics. Learners are active in the learning
process, involved in self and peer assessment, in social processes and interactions where there is a
OKIl y3ISR WOl jearmidy. O th@aspirai@ns for this new relationship, this new contract
between the learner and society, as articulated in Bairdl. (ibid) are to be fulfilled, there are
implications for the level of transparency in curriculum, progression, peghagnd assessment.

Learners need deeper and more meaningful understandings of what matters in learning and a voice
in what matters. They would have the right to understand the lortgem journey in the domain

being studied and the responsibility to wonkth teachers and others to engage in learning
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processes and, crucially, in assessment as part of learning. Learning progressions are a crucial part of
this process.

Progression and Assessment

There is strong research evidence that approaches to formatbsessment can and do improve
f SENYSNBRQ | Gdl Ay YSyiliamebal, 2004) Blackt al2(20T1kskiggest thatch by T
these approaches are based on principles of learning well informed by cognitive research. They
define the principles as
w W{GFENI FNRBY I fSINYSNNa SEA&GAY3T dzyRSNBERUGI YRA
w Involve the learner actively in the learning process.
T 5S@St2L) GKS f St NY SN & thd @RUNID thad siulents ldaged vienS ( | O 2 3
of purpose, have an understanding of the criteria of qualitgchievement, and sedfssess.
w Emphasise the social aspects of learning (i.e. learning through discussion) as these make a
dzy AljdzS O2y iNAROGdziAZ2Y ®Q
CKSNBE NS A0GNRYy3I INBlLa 2F 20SNIIL)I 0SG6SSy GKAA F
formative assessment:
9 eliciting evidence about learning to close the gap between current and desired
performance (Pellegrino (2001) would describe this as drawing inferences);
1 providing feedback to students; and
9 involving students in the assessment and learning process.

Both definitions privilege the role of the learner in learning and assessment.

Blacket al. (2011) make a strong case for the centrality of teacher assessment. They suggest that

0 S OK-8a&ko@mn assgssments offer opportunities to achieve far better standards of validity

than national or state tests. The evidence they generate is richer and more meaningful. However,

they caution that significant professional development (2001:106) is ne@gessar F 2 NJ 1 S OKSN&E Q
professional judgements to be both valid and reliable. The authors present five steps essential to the

design and implementation of any learning exercise. The exercise must have strategic aims that

involve understanding concepts and methsoaf a subject or developing reasoning skills. Teaching

has to be planned, involving what the authors describe as choosing the tactics for realising the

AGNF GS3e KIS L2 MRANIRGI 2 WA OGdzNB 2F f SFENYSNEQ SEA&AG.
G2 GKS fSIFENYySNna t20FG4A2y 2y GKS fSFENYyAy3a LINEINE
GFr 1S GKI 0 dzyRS20EITH. R blghInerFhasNdibi pldnented, reviewed and

summed up. The researchers argue for the importance of actilurn as an evideneeased model

of the paths through which learning typically proceeds used to inform both pedagogy and
FaaSaaySyido ¢KSaS WNRIR YIHLAQ GKS&@ RSaAaONARoO6S a C
offer an example of a road map ftS & OA Sy (i A F A-QoleCuianti@& L dlimabtd G 2 YA O

LINE LISNIAS&EQd ¢KNRdzZAK (KA& SEIFYLX ST GKS | dzi K2 NE 3
several sources of evidence (2011: 85)

9 research results about common pupil misconceptions
1 internal lagic of the concepts involved
9 indications from learning theory about difficulty of the types of thinking involved
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1 results from assessment items that indicate problems/possibilities with the topic
sequence

They argue that, although previous qualitative seslon this topic provide rich understandings of
progression of learning, they are limited by the specific contexts in which they were developed. They
propose larger scale and longitudinal studies to deepen understanding of trajectories of change of
individuals.

Blacket al. (2011) argue that progression is needed for formative assessment:

Wol 0 (G2 F2NNdzE 4GS | Gral 2N GSaid a2 GkKIFG GKS
progression, (b) to formulate helpful comments, tailored to the individual ndfezizch

student, and (c) to give clear guidance on how to improve, all require a clear road map, that

is, a view of the learning aim and of the steps along the route, or routes, that the student

needs to take to get closer to the aim in light of his orguaition enroutdd 6 LJ® T p 0

Pellegrino (2014, 2017) supports this view. He suggests that learning progressions are helpful ways
to think about the assessment of student learning. Like Bdaek(2011), he argues that learning
progressions should contamultiple elements, includingearning Performance¥hese he describes

as

Yhe kinds of tasks students at a particular level of achievement would be capable of

performing. They provide specifications for the development of assessments by which

students walld demonstrate their knowledge and understanding. Such assessments allow

2yS (2 20aSNBS yR AYyTFTSNI addzRSydaQ tS@gSta 27
target of instruction and assessment within and across grade levels. Thus, an adequately

specified learning progression should include an approach to assessment, as assessments are
AYyGaSaANIt G2 €SEFENYAy3 LINPINBEREABI. RSOSt 2LIYSyi:

He also concludes (Pellegrino, 2017:363) that when detailed maps of learning progression exist at
grain sizes to support teaching and assessment, these will form a conceptual base that can be used
as evidence of longer term growth and change, evidencesatiyr collected through largscale
assessments. This will improve the validity of the assessment because there is a clearer idea of the
construct being measured and the level at which student learning and performance is understood.

In conclusion

There is recognition in both policy in Wales and research of the importance of learning being
articulated progressively. Although in Successful Futures (2015) this is describledasnag
continuumand in research as a learning progression, these tefmase many common
characteristics. For example,

1 Curriculum, assessment and pedagogy should be seen as an integrated whole

1 Progression should be continuous

1 Progression is not linear

1 The journey from the point a young person transitions into the curriculaii the point
where the young person transitions into life beyond school education should be sufficiently
clear to allow both teachers and learners to make sense of how day to day activities relate to
the learning journey over time.
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a number of areas to be considered as part of curriculum and assessment innovation if this
potential is to be realised

The key messages emerging from the review of all the evidencee®akamined in this research
report and possible implications for how evidence from policy and research might influence
emerging practice are considered in the next section of this report.
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Expressive Arts: Review éfameworks

Purpose of the report

Thereport seeks to identify key issues and decisions relating to writing Achievement Outcomes

GKAOK gAff O2yadAddziS t NBPAINBaaAzy t2Ayda Ay LldzLIA
Expressive Arts. It is a principleSifccessflfuturesand of the CAMMA Project that the

Achievement Outcomes and any associated description of learning progression should enable

teachers to know what kinds of knowledge, skills and aptitudes they should aim to develop with

learners at all stages of their learning journeyhi@gement Outcomes should enable both teachers

and learners to see the next steps to be taken.

The report does not comment separately on each of the frameworks reviewed. Rather, it identifies
characteristics of types of approach to describing progressimhachievement and refers to

relevant frameworks as representative of these approaches. These types of approach may offer
potential models for proceeding in the CAMAU Project; the report notes factors which would come
into play in deciding for or againgarticular ways of doing so.

Frameworks reviewed

Frameworks for arts or expressive arts education from the following sources were reviewed:

9 Australia

9 British Columbia
1 New Zealand

1 Ontario

T Quebec

1 Scotland

In addition information about approaches takendifferent national frameworks was derived from
the National Foundation for Educational ReseaidRER) 2004 publicati@urriculum and
Progression in the Arts: an International Study

I b2GS 2y W2KIG aldidSNEQ

The complexity of the relationship betweenWfK I (i Y I (i i S NA Q bdcafrie apdrdNt2 I NB 4 & A
RAZNAY3I (GKS NBOGASE LINRPOS&ad Ly a2YS FNIXrYSg2N] a (K
the start and then elaborated in detail in a description of the curriculum or in a description of

f S| Ngksedtid@l achievement (e.g. learning or achievement outcomes, standards, descriptions of
progression) or in descriptions of both. It is to be expected that the achievement outcomes of a

framework reflect or encapsulate what the designers of the curriculusstraalue in the process of

educating young people. This is the justification for focusing in this review of curricular frameworks

on the means by which progression has been described, without explicit treatment of what matters

as a separate concept.
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specification of the contexts in which achievement outcomes and progression can be described. The
issue here is the range of aspects of Expressive Arts with whicindividual framework deals.

The frameworks reviewed identified similar arts subjects. All incliziace, Drama, Musiand
Visual Artsthe Australian framework refers tdusic and Sound Artead the Scottish one tdrt and
Design The Australian fimework has in addition kledia Artssubject area.

Most of the frameworks also included more detailed indication of the constituent content of the
subject areas. For example, tlmtarioframework spelled this out as follows:

1 Dance:
Elements: body, spactine, energy, and relationship.
 Drama:

Elements: role/character, relationship, time and place, tension, and focus and emphasis.
1 Music:
Elements: duration, pitch, dynamics and other expressive controls, timbre,
texture/harmony, and form.
1 Visual Arts:
Elements: line, shape and form, space, colour, texture, and value;
Principles: contrast, repetition and rhythm, variety, emphasis, proportion, balance, unity
and harmony, and movement.

The NFER 2004 publication reported that about half of the 21 coumtristates surveyed organised

their curricula into broad groups of subjects rather than individual subjects: in these cases, there was

I ONRIR &a4dzo2SO0d I NBF OFfftSR WiGKS IINIaQ 02N a2YS(
also tended to idatify, for example, music, dance and visual arts as specific areas of study. In other
countries arts subjects were described and taught separately; typically in such countries dance was

an aspect of physical education and drama formed part of the firgiuage curriculum.

TheBritish Columbiarts education curriculum presents a watgued case for requiring teachers
and students to give attention to both an integrated broad conception of expressive arts education
and to the development of knowledge ankilts in the individual subjects:

W/ 2ttt SOGAPStEes (KS OdzNNRAROdz I F2NJ 5FyO0SsE 5NI Y
education. Because each subject is distinetquiring unique knowledge, skills, and attitudes

¢ each subject has its own cuimium document. However, all four arts education curricula

do provide opportunities for growth in three common areas of learning:

9 creating, expressing, perceiving, and responding
1 knowledge, skills, and techniques
9 personal, social, cultural, aridstorical contexts.

The common areas of learning make it easier for teachers to integrate instruction in arts
education at the elementary level. Such integration offers many advantages for both
students and teachers, provided the unique characteristieadi subject are respected and
made evident to students. In planning instruction, teachers will also want to consider that
the three common areas of learning are themselves closely interralateahe can be
properly addressed without reference to the 8tNE @ Q
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In other cases, the documents reviewed do not always reveal the justification for the ways adopted
of setting out the broad structure of the framework. These strategic decisions depend on the
intentions of the whole curriculum development. In Walbgde intentions are primarily evident in
Successful FuturéBonaldson, 2015) which states:

WeKS 9ELINBaaA@®S ! NIia ! NBF 2F [SINYyAy3a FyR 9EI
and digital media, encompassing wider creative aspects suichpasvisation. The Review

has taken account of the report of the review of Arts in Education in the Schools in Wales,
GKAOK RSEONAROSR WiKS IINIaQ a AyOfdRAYy3I GKS
of one or more of: music; drama; dance; filndaigital media; visual arts and design;

literature and creative writing. All of these art forms will be addressed within the curriculum,

mainly through the Expressive Arts Area of Learning and Experience, but outcomes for

literature and creative writingvill form part of the Languages, Literacy and Communication

I NBI 2F [SIENYyAYy3I YR 9ELISNASYyOS®Q

The aspects of Expressive Arts which the Expressive Arts AoLE group chooses to value and identify as
the key components of what matterswhether broadly definednd/or defined as discrete arts
subject areag will inform the writing of achievement outcomes.

Possible Models for Writing Achievement Outcomes

The frameworks reviewed provide a number of models, the relevance, use, advantages and
disadvantages of whiatan be considered by the Expressive Arts AOLE group. These models are
considered in the next sections.

Almost all the frameworks considered include, in one way or another, very detailed descriptions of
the knowledge, skills, capabilities and aptitudesttbanstitute successful achievement in the
Expressive Arts. Learners show progression in these achievements as they move through stages of
learning (whether specified standards to be achieved at particular ages or, in a few cases,
descriptions of what learers can do at successive stages of a learning journey irrespective of age).
This level of detail in descriptions of achievement is an important feature for the CAMAU Project to
consider. One of the aims of the Project is to develop a progression framémainill help

teachers and learners to see, and indeed to develop automatic awareness of, the appropriate next
steps as dialogue and assessment for learning take place during the learning process. Key decisions
for the Expressive Arts group arise congéegrboth the determination of the central aspects of
achievement in the AoLE and the specification of the appropriate (that is, helpful and manageable)
level of detailed description of achievement. Another necessary decision concerns the best location
of detail. Should this information be situatealithin the curricular/progression framework itself or in
associated material available to teachers as part of their continuing professional development?

Agerelated descriptors/standards or steps in a learningumey?

The NFER 2004 review of the arts curricula in 21 countries or states identified teacher professional
2dzRISYSYy G Fta (GKS LINBR2YAYlLyld olaixa FT2NJlFaaSaary:
commonly assessed progress in the arts through plzmn and assessment of portfolios or
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samples of work. Three types of professional judgement were identified across the range of curricula
reviewed

9 of attainment in relation to the content of the curriculum, as detailed for each year group

1 of whether ornot an individual pupil had achieved a certain specified standard by a
particular age

1 2F GKS tS@St (G2 o6S aaAadaySR (2 |y A¢YRAQDARCzZ f
using a developmental scale of attainment within a particular discipline, rgriggm novice
to expert (though typically as numbered levels).

The report included exemplification of both sasessment and achievement of standards in
various countries.

The third of these assessment models uses in principle a progression frameworkdekcribes a

real learning journey, irrespective of age or stage of schooling, rather than specifying curriculum
content to be covered or a standard to be achieved by year groups or particular ages or stages. The
countries or states adopting this apprdaat that time includedQueenslangVictoriaand England
andWales The National Curriculum of England and Wales set out a broad progression framework as
numbered levels but it was understood that not all learners would achieve a particular level at the
same time.

Among the more recent frameworks reviewed, tBeottishCurriculum for Excellence is based on the
same principle. IlNew Zealandtoo, there is an expectation that students will progress over 8 levels
from years 1 to 13 but, to account for a normal variation in the rate of progression, each level spans
up to three years; more extreme variance is acknowledgedt all children start in the same place

and not all children will follow the same path or pattern of linear progression. Pupils with special
learning needs, those who come from n&mglishspeaking backgunds and those who are more

able and talented may all progress at quite different pace. Even though a national or state
framework may recognise formally that learners will progress at different speeds and through
different pathways, the description of advement outcomes and progression in documentation

may not reflect actual progression steps in real learning.

Although the NFER review describes the provision made for arts education seP@eykars ago,

the approaches described still raise issues reqgiresolution in the current development of the

Welsh curriculum and progression framework. On the basis of consideration of the broad models
found by the NFER researchers, the CAMAU group needs to take a key strategic decision whether to
write achievemenbutcomes that specify Expressive Arts knowledge, skills, capabilities and
dispositions

9 as standards to be reached by particular year groups or ages
1 as descriptions of learning that is essential for further learning, so producing a set of
outcomes thatconstitute an empirically wefounded progression framework.

An associated strategic decision which is needed, whichever kind of framework is chosen, relates to

0KS ydzYoSNI 2F LRAyGa G 6KAOK | OKAS@GSYSyild 2dzi 02 Y
progression framework, as opposed to an agkated one, the number of such points should

emerge naturally as crucial learning steps are identified. However, in the case of the CAMAU

development, the Welsh Government requirement, articulate®utcessfututures must be taken

into account: that Achievement Outcomes constituting Progression Steps should be written for ages
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5, 8, 11 and 16. The AoLE group will need to decide how to successfully design an achievement
outcomes framework that both reflects aélearning progression amitovides a form of benchmark
description of achievement at the specified ages.

More particularly, the fact that 120 years ago Wales was using a progression framework in the

National Curriculum which was taking at least sor®e(2 dzy' & 2 F LJzZLJAf 4 Q @ NB Ay 3
encourage the AoLE group to consider the beneficial aspects of previous national developments

where appropriate in moving towards the writing of new achievement outcomes.

Central Generic Ideas and Detailed $agiption of Subject Knowledge and Skills

The description of achievement is typically organised in terms of generic, central ideas or activities
accompanied by detailed elaboration or expansion of the knowledge, skills, activities or capabilities
expectedat each stage of progress or development or each year group. All the frameworks reviewed
spell out this detailed description of achievement in terms of knowledge, skills, activities, capabilities
in the specific arts subject areas: Music, Drama, Visudl Brt 5 y 0SS X

TheOntariocurricular and progression framework identifies desirable achievement for arts
education in considerable detail, specifying both knowledge and skills that students should achieve
and the quite wide range of activity and thinking thehould engage in. The framework spells out for
every Grade (year groug)verall Expectations and Specific Expectatfonsll aspects of arts work

(i) Creating and Presenting,
(i) Reflecting, Responding and Analysing,
(iif) Exploring Forms and Cultural Context

Fundamental Concepts for each Grade are also specified. The thinking, communication and
application skills which learners should demonstrate are detailed as:

1 Knowledge & Understanding
Knowledge of content
Understanding of content
9 Thinking
Use of planning skills
Use of Processing skills
Use of critical/creative thinking processes.
1 Communication
Expression and organisation of ideas and understandings in art forms including media
Communication for different audiences
Use of conventions ithe arts e.g. vocabulary orally and written forms
1 Application
Application of knowledge and skills
Transfer of knowledge and skills
Making connections within and between various contexts.

There are thusnany pages per Grade of detailed guidance on tkgeetations. Teachers are
required to make an assessment judgement on each of these expectations. The judgement is
recorded as a mark, whetke= limited effectiveness, 2 = some effectiveness, 3 = considerable
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effectivenessaind4 = a high degree of effectimess or thorough effectivene§the expected State
Standard is 3.

The three overarching organising activities in Ontario (Creating and Presenting; Reflecting,
Responding and Analysing; Exploring Forms and Cultural Context) are matched in other frameworks
by similar structures of broad central ideas/activities.

InNew Zealandhe achievement objectives of each component of the Arts Curriculum are
structured under four interrelated strands:

1 Understanding the Arts in Context

1 Developing Practical Knowledgethe Arts

91 Developing Ideam the Arts

1 Communicating anthterpretingin the Arts.
¢tKSaS aiN}yR&a INB WoKIG YFGOSNRQ G GKS KAIKSAD
are descriptors of what a learner is expected to achieve at each of the 8 levels of achievement. They
begin as relatively simple broad statements of whaathild knows or can do and become increasingly
more sophisticated and specific with reference to higher order skills and complex concepts. For
example, for the achievement outconténderstanding dance in conteixt Dance Level 1 a student
would be expectedo:

I Demonstrate an awareness of dance in their lives and in their communities.

At level 8, the skills, aptitudes and knowledge to be demonstrated in respect of this same outcome
are:

1 Investigate, analyse, and discuss the features, history, issues, aalbpient of dance in
New Zealand, including the contribution of selected individuals and groups.

In a separate linked document there are expansions of all the achievement outcomes which provide
at every level much detailed description of what is expected.

TheQuebedramework identifies 10 generic outcomes for learning in the arts:

=

openness to the world of sensitivity, subjectivity and creativity
expression of their own reality and vision of the world
symbolic languages

intuition and imagination

discoery and construction of the meaning of things
contribution to the transformation of cultural and social values
awareness of the history and evolution of societies

forms of intelligence

communication through artistic production

inspiration based on theultural and social values of daily life.

=A =4 =4 4 -4 4 - -4

B

It then develops a detailed account of skills and progression in Content Description and Elaboration
sections. Three Competencies are identifiedSdr OK Wa dzo 2S04 | NBF Q 6YdzaA Oz
arts); as an example, the Competencies for Visual Arts are:

9 To produce individual works in the visual arts;
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1 To produce media works in the visual arts;
1 To appreciate works of art, traditional artisbbjects, media images, personal productions
and those of classmates.

I WRSPSt2LIYSy Gt LINBPFALESQ F2NJ SFOK /2YLISGSyOe A3
Each of these profile descriptions covers a number of aspects:

1 Focus of the Competency
Key Features of the Competency
Evaluation Criteria
Endof-Cycle Outcomes
Essential Knowledges
Vocabulary

1 Suggestions for Using Information and Communications Technologies.
British Columbiaza Sa |+ O2YLI NI 6f S3 AT &a2YSg&iideatahdF FSNBy (0 =
FOGADGAGASE L) dza RSGFAfT SR adzoa2SO0d0 1y2¢fSR3IAS | yR &
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challenging as students progress from y&ayear; the detailed descriptions of what they mean also
become more sophisticated as Grades advance. A notable point about the British Columbia
framework is that, while the detailed exemplification of the meaning of the big ideas is clearly
subjectrelatS R Al A& y2i aSi 2dzi Ay aSLINIGS Wo2ES&QY
contribute to the big ideas are listed in one box parallel to the big ideas statements.

=A =4 =4 4 =4

m

TheAustralianarts curriculum identifies key principles and elements:

1 making andesponding

1 languages, symbols, techniques, processes, skills of the arts
1 creativity, critical thinking

9 local and regional cultures

1 designas a common fundamental strategy.

These elements are elaborated for each stage/band in Content Descriptions, CBlabatations

and examples of knowledge and skills for the band. A characteristic of the Australian approach is
that what matters is clearly identified as tlearricular experiencedefined in the Content
Descriptions. These in effect indicate for teachamd learners the pedagogical experiences that
constitute high quality arts education and the understanding, skills, attributes and capabilities that
students develop through them. Achievement outcomes are not as detailed as in the other
frameworks reviewd. They are generic statements at each band directly related to the Content
Descriptions as described above: e.g.

Years 7 and 8 Achievement Standard
Y. &8 GKS SyR 2F [ SINJys>s adtddzRSyidia ARSyGATFTe IyR
combined and manidated in different styles. They apply this knowledge in drama they

make and perform. They evaluate how they and others from different cultures, times and
places communicate meaning and intent through drama.

Students collaborate to devise, interpret andfpem drama. They manipulate the elements
of drama, narrative and structure to control and communicate meaning. They apply different
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performance styles and conventions to convey status, relationships and intentions. They use
performance skillsand desigh S YSy G4 (2 &aKIFILIS FyR F¥20dza GKSI

The achievement outcomes are thus in effect statements about the curricular and pedagogical
SELISNASYyOSa &iGdzRSyiia akKz2dZ# R KIF@ST (KS& FINB y2i \
statements of expectations concerning the activities in which learners should have participated and

the skills which they should have practised, which become more complex and sophisticated as they

pass through the bands. This concept of achievement outcomespasiences which become more

complex and sophisticated over time may be an important one to keep in mind in making decisions

about the nature of Expressive Arts achievement outcomes.

This idea is also found in tidew Zealandlocumentation. It argues that, within each of the arts

disciplines, learners develop literacies as they build on skills, knowledge, attitudes, and

understandings at each level of the curriculum. Through arts practices and the use of traditional and
newteOKy 2t 23ASasx tSINYSNAQ INIA&AGAO ARSIFA IINB 3ISyS
reflection. By building on and revisiting learning from previous levels, arts programmes in each

discipline provide progressions of learning opportunities in aif 8&trands. This spiral process

SyadaNSa GKIG addzRS ydégihQand nieandgflh. y 3 A& NBf SOl yix Ay

Graded or Ungraded Descriptions of Performance

The frameworks review has thrown up a further issue on which the Expressive Arts group will need
toconsderd {2YS FNIYSH2Nl a aSS] 2 RAFFSNBYyOGAFGS €SI
or progressive stage by using a grading system or mark. For exdrifih Columbiglaces

a0dzZRSyGaQ LISNF2NXIyYyOS Ay 2y S ackcripidsiNotFetwiththg A y 3 O
ExpectationsMeets Expectationéninimally),Fully Meets Expectatiormsd Exceeds Expectations

every yearOntarioapplies a markl = limited effectiveness, 2 = some effectiveness, 3 = considerable
effectivenessaind4 = ahigh degree of effectiveness or thorough effectiven&be expected State

Standard is 3. The NFER 2004 Report reported similarly graded systdassachusettand

elsewhere in theJSAand inVictorig Australia

Other frameworks, such dsdza G Nairferit hatdaal one andNew2S | f JoffeRuDgraded
descriptions of complex achievement and interacting skills.

This matter is related to the number of stages of development it is appropriate to describe in a
progressive framework. A possibisstification for the kinds of grading or marks systems shown may
be that descriptions of very broadly defined frameworks do not give teachers and learners enough
detail in deciding on next steps in learning. An obvious potential disadvantage is the danger
labelling learners and the associated motivational issues. Approaches like that of New Zealand seek
to provide desirable guidance and support for pedagogy and assessment for learning through
additional associated material and encouraging continuinggasional development activities. The
Expressive Arts group will need to consider and decide for or against a partly graded system.

WL OFlyQ adGrdSySyia

Most of the Expressive Arts frameworks reviewed described achievement outcomes and progression
withoutud A y 3 WL OlSfiResstulifutir&NByR a®a G(KI G GKS 2Sfak Oda
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decisions have been made about the crucial nature of the achieveanen

Decisions for the Expressive Arts Group Arising from the Review

The review identified a number afsuedor consideration byhe Group. Themain issues considered
by the Goup included:

I What are the broad aspects of the Expressive Arts whiclytbep chooses to value and
identify as the key components which will determine the areas for which achievement
outcomes will require to be written?

1 In particular, will the group wish to develop a model which is based solely on generic
ideas/activities/skis or one which is based on these plus subgcific description?

1 What lessons can be learned for the creation of a progression framework and steps from the
models examined in this review and from the principles underpinning them?

1 What are the relevanceadvantages and disadvantages to development in Wales of the
models reviewed?

1 To what extent and in what ways can the AoLE group draw on beneficial aspects of previous
experience of a progression framework in Wales, where appropriate, in moving towards th
writing of new achievement outcomes?

1 As the group develops an empirically wielinded learningrelated progression framework
where achievement outcomes describe learning necessary to make further progression, will
it wish to refer to descriptions of a@vement which are ager stagerelated?

This could imply developing learninglated outcomes and then deciding where in the

resulting framework most pupils would be at ages 5, 8, 11 and 16.

Or it could imply developing draft achievement outcomes forfthe age points and

then checking and modifying the draft to ensure that

o all key achievements necessary for subsequent progress have been included at each
stage

0 the agerelated statements do indeed represent what most pupils can do at each of
the four dages.

1 To what extent will the group adopt a concept of achievement outcomes defined in terms of
the increasing complexity and sophistication over time of experiences and responses?

1 Will the group wish to develop succinct broad, generic statements, evtfteror without
more detailed expansion?

1 Will the group conclude that descriptions of achievement be graded or ungraded?

1 Where should detailed guidance for teachers about progression, next steps and pedagogy be
best located: within the curricular/progressi framework itself or in associated material
available to teachers as part of their continuing professional development?

1 Having decided on these and related issues, what are the practical steps to writing
achievement outcomes and support material?
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Expessive Arts: Research Review

Introduction

This review focuses on a limited number of key texts dealing in different ways with the idea of
progression in Expressive Arts (and creativity) and means of facilitating and assessing it. The review
principally addresses research and thinking related toege characteristics of the Expressive Arts

which are common across the arts subject areas (the NFER 2004 review of arts education in 21
countries or states, the ideas of Elliot Eisner and the consideration which the European Commission
has given to waysf measuring creativity, reported in Spenetral. 2012). However, the review also
covers publications describing or commenting on assessment and description of progression in some
specific aspects of Expressive Arts, in particular the visual arts ancdesign.

Context

Ensuring that pupils are provided with the structure and mechanisms to support the development of
knowledge, skills and understanding is an essential and critical component of any contemporary
expressive arts curriculum. Consequengisggression and its sequential development is a key need

for all pupils in order to ensure that they are well equipped to move from stage to stage in their
learning and experience appropriate, logically conceived levels of challenge and difficultyerin ord

for this to happen it is assumed that subject leaders and teachers in general have a solid grasp of
standards and a full understanding of how to enable pupils to make progress. In art and design, for
example, Estyn (2016:45) maintain that most teaclmege a sound understanding of the quality of
a0l yRIFINRa Ay (GKSANI adzo02SO0 FYyR Y2YAG2NI LIzZLIAf &4 Q ¢
progress, as well as to modify and develop schemes of work. However, Estyn also notes that, whilst
pupils engage ith a good variety of two dimensional materials and techniques, they rarely
experience working in three dimensions or with digital media: such lacunae in their experience can
hinder their progress and attainment in Key Stage 4 (Estyn, 2016 p. 4).

Estyn ha also found, in an analysis of the creative arts in Key Stage 2, that there waslmrare

on the expertise of some teachers and generally a lack of sequential planning to enable pupils to
build on existing skills and expertise with confidence andasdfirance in the next stage of their
schooling (Estyn, 2015). This suggests there is a need for signifigaahréng of all stages of the
curriculum to ensure that pupils are able to move from year to year with increased confidence, a
secure understanidg of materials and techniques, a thorough awareness of the work of a range of
artists, craftspeople and designers and a clear comprehension of how to work creatively and
inventively to develop original creative outcomes.

Key Research Reviewed

Whitby, K(2005) Curriculum and Progression in the Arts: An International Study. National Foundation
for Education Research. Paper presented at the British Educational Research Association Annual
Conference, University of Glamorgan;1T4September 2005.

The NationhFoundation for Educational Research (NFER) undertook in 2004 a survey of evidence
focused on curriculum progression in compulsory education in the arts in 21 countries and states. It
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explored the content, organisation and progression mechanisms in tedwrevidencing the aims

and assessment procedures enacted by the countries and states involved. This comparative research
study discovered considerable overlap in the aims and content of curricula, whilst there were
differences in the structure of curtida and in the ways in which progress was assessed.

2 KAGO® 6HNnnpYMOI Ay O2yRSyaAy3da GKS bCoOwQa TFAYRAY
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states that pupils should be encouraged to develop their understanding of other cultures, share their
experiences of the arts and aim to be confident art consumers and creators in addition to developing

skills and techniques in the arts.

Akeyaimof Whitt Q&4 NBaSkNOK gl a (2 ARSYyGATe gKSGIKSNI O2d
the NFER survey shared similar ambitions and responses in relation to four main categories of
OELINB&AADS ! NIa 2dz2i02YSazx WINIGA&DIMSEOIENRE2Y | £ 3 3
survey responses received did indicate that each of these four categories of outcome was valued.

Cultural characteristics were tightly linked with artistic skills, so that enthusiasm for promoting a

sense of national identity was often peiged as an intrinsic and crucial component of arts

education.

However, regardless of the range of artistic, personal, social and cultural aims pinpointed within the
curricula explored, none of the countries or states within the sample identified progressdels

G2 3AFdzaAS 2dz2i02YSa 2NJ LJzLIAt aQ FaGadFrAyYSyd Ay (KSa
assessment in all participating countries and states was on creative outcomes linked to a specific
specialism, such as fine art, textiles, etc. In nadshe countries and states surveyed it was not a

mandatory requirement for pupils to pass a particular grade and they were not assessed against
increasing levels of difficulty in a logical, sequential or progressive way. The main requirement for
pupilswas to show that their skills and knowledge had progressed. In the majority of participating
O2dzy iNASa FyR atliSa GKAA gla O2yFANNSR YR SYyR?
judgements in relation to the aims and content of specific courses. Inake of some participants,

progress was described in terms of careful-agiated levels or a common standard.

N>

Whitby (2005) argues that it would be unwise to:
WX 3ISYSNIftAasS GKS NBadzZ 6a 2F (GKAa addme (2 2
out that the documentation represents statements of intent, rather than a description of
I Oddzk £ Of I aaNR2Y LINI OGAOSQ

The NFER 2004 survey showed that there were some notable differences in the organisation of the

arts curriculum by participants, partlet I NI @ Ay NBftFGA2y G2 AyadSaNI GA2)
About half of the 21 countries or states surveyed organised their curricula into broad groups of

subjects rather than individual subjects: in these cases, there was a broad subject are&/dalleé

FNI&aQ 62NJ A2YSOKAY3I AAYATFNDT SAGKAY GKFG FNIA =
example, music, dance and visual arts as specific areas of study. In other countries arts subjects were
described and taught separately; typically utls countries dance was an aspect of physical

education and drama formed part of the first language curriculum. There were great similarities in

the ways in which art and design, including specialist areas, was mapped out by all participants.
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Without exception all of the 21 countries and states acknowledged the crucial contribution of the

arts to the personal, social, cultural and artistic development of pupils, despite the fact that skill

progression in these areas was not measured. All assessed theomaponents of specific arts

RAAOALE AySa OF NEBFdzZ & odzi F¥S¢ 3 dzASR LIzZLIAf aQ LISN
FOKAS@SYSyid 2NJ NBljdzANBR GKSY (2 NBFOK | RSFTAYSR
whether reliable or notwas the prindiJ- £ YSIFya 2F NBO23yAdaAiy3da yR NBO
It is worth noting that the Art and Design arrangements in the National Curriculum for Wales (Welsh
la3aSYofe D2@OSNYYSyYydzZ wnnyOo YF{1S&a dz&aS 2F + &aAYAtl
achieM YSy (i tS@Sta Ay GSN¥ya 2F W yRSNEROGIYRAY3IQI WLY
Stages 2 and 3. The new GCSE arrangements (Welsh Joint Education Committee, 2016) also endorse

a similar approach in relation to the following assessment objestiv

9 AOL1 Critical understanding
1 AO2 Creative making

1 AOS3 Reflective recording

1 AO4 Personal presentation.

Performance progression descriptor indicators are included in WJEC specifications through mark
schemes at both GCSE (Welsh Joint Educ&iornmittee, 2016) and AS/A Level (Welsh Joint
Education Committee, 2015) which could serve as exemplars for Art and Design within the AoLE of
the Expressive Arts.

An emphasis on both generic, cremsbject skills and activities and subjsptecific knowledg and

skills is in harmony with key findings from a research review (Spencer 2010) commissioned jointly by
Scottish Government and HMIE (Scotland) to provide guidance for teachers and other stakeholders
in implementing or evaluating implementation of ther@culum for Excellence advice about
interdisciplinary learning. A particularly significant finding of the review was that the most effective
kinds of interdisciplinary learning do not involve abandonment of disciplines but effective bringing
together ofknowledge and skills from different well defined areas of learning in very carefully
planned work that explicitly links the particular aspects of different curricular areas to broader
generic outcomes.

Eisner, E. W. (2005). Reimagining Schools. The sklectks of Elliot W. Eisner. Oxford: Routledge.

The work of Elliot Eisner on the role of the arts in education is a significant source of important ideas

about the nature of achievement and progression in the asd about the ways in which typical

current trends in educational policy and practice can impoverish and constrain the quality of young
LIS2 L) SQ&a SELISNASYOS 2F FyR | OKAS@OSYSyida Ay SELNE
(2005), the publication that most effectively draws togetBeh & Y SN a GKAY 1 Ay 3 | 6 2 dzi
of the arts to education.

Eisner strongly emphasises the importance for education in thegaisl for education more
broadlyc of the idea of individual creativity. Eisner (2015, pfl6§ presents the argumentsr (and
a practical project to implement) ways of measuring certain elements of creativity:

1 Boundary Breaking
1 Boundary Pushing
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1 Inventing
9 Aesthetic Organization.

He reports that, in the research study undertaken, Boundary Breaking occurred much lesntheq

than the other types of activity. In a discussion of the value of specifically defined educational
objectives (pp. 1 o0 KS adzZa3Sada GKFG adzOK 202S0GA@0Sa WOl
AYaiNdzOGA2y Qd ¢ KS dza S sugthe RanB@GdltiomneésSha arguds, nawie G S NR |
quite inappropriate in relation to expressive arts:

W is only in a metaphoric sense that one can measure the extent to which a student has been
able to produce an aesthetic object or an expressive narrddiee standards are
dzy' | LILIX AOF 6t ST KSN®P.2@dzRIYSYyld Aa NBIjdzA NBRQ

Dominic Wyse (personal communication) extends this, arguing that creativity involves a process of
collaborative judgement. There is therefore a need for curriculum theory that prowdgs of
RSAONAOAY I adz0O0Saa Ay Y2RSa 2F | OKAS@SYSyd i a
Fftt2g F2NI I QFNASGe 2F LINRPOSaasSa G2 oS SyLf 2eSR
OKIFy3aS g2dxA R Syl of S (K &aring ébfedtides Wl wioul@ribt sitHSyE LINS & & A
F20dza 2y GKS [ OljdAaaAirdAzy 2F WGKS 1y26yQ ol a 2
curricula) but encourage learners to elaborate and modify what they come to know and even at

times to produce somthing entirely new (p. 35).

9AaYSNRAa SYLKIaAa 2y GKS AYLERNIIFYOS 2F GSIFOKSNJ ¢
FNIa I OKAS@OSYSyi RSNAGSA FNBY KAa OKFYLAZYyAy3d 27
this as a significant, valuabléernative to the scientific approaches to assessment represented by

testing and data gathering. It is, he argues, an appreciative art that develops awareness of and
RSAONAOGSE OKINYOGSNRAGAOA | yR ljdzl £ Adthe®an Ay € SI Ny
terms of whether correct or incorrect responses have been made. He regrets (p. 55) that in

SRdzOF GA2ylf FaaSaavyYSyid FyR S@ltdz A2y W'y 2dzy0S
AYAAIKOQOD

puj

L'Y20KSNIJ FaLISOG 2F 944y fdtidel with Kshidéds ab6d deScKbingi theK | NI 2 y A
jdzr t AGASE 2F I OKAS@SYSyia Aa GKS adNRry3 OFasS KS
(pp- 105111)F 2 NJ G KS Ay USAINI GA2Y AY |y AYRAQGARzZ £ € St Ny
and achieement in the arts and thinking and cognition more generally. Artistic activity and
O23ayAGA2Y IINB AYOUSNRSLISYRSYy(lY We¢NIRAGAZYIFIff& o
O2YLISGSYyid ¢2N] 2F GKS KFyYyR GKF{d R2S#7)y20 RSLISYR
Elsewhere (pp. #85) he argues that thinking and expression in other curricular areas are weakened
AT ftSENYSNBR 101 FélNBySaa 2F yR alAatt Ay
not mere diversions from the important businesf S RdzOF GA2y T GKS& | NB
84). He sees the arts as contributing strongly to general development:

W2 KIG ¢S R2 ySSR (2 (Sl OK (K Sowerthioking, hdwNdSy 0 A &

pose telling questions, how to solvedolh SE LINRof Sya GKIF G KF @S Y2NB

The challenge in teaching is to provide the conditions that will foster the growth of those

personal characteristics that are socially important, and at the same time, personally

satisfying to the student. Trem of education is not to train an army that marches to the

A

D

QX
w &

Qx Q¢
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same drummer, at the same pace, toward the same destindt\dhat this means is that
children develop at their own distinctive paRe. 6 LILID). mc ¢

Eisner sums up this line of thought as folto(p. 213):

WXL FY GFt1AYy3a Fo2dzi | OdzZ G§dzZNB 2F a0OKz22f Ay3 |
exploration than on discovery, more value is assigned to surprise than to control, more

attention is devoted to what is distinctive than to what is standard, nimterest is related

G2 6KIFG A& YSOFLK2NAONIE GKFIYy (2 6KFEG A& fAGS]
valuing than to measuring and regards the quality of the journey as more educationally

significant than the speed at which the destinatismeached Q

One final point made by Eisner is particularly pertinent to the CAMAU project. He argues in a chapter

2y WORAZOFGA2Y I f NBF2NY | vy R49jthaCfcbtiberdfcndehgaged & OK2 2 f
GSFOKSNRQ O2YYAIlYSyiobn restarche/s@rat d@eiedrehers vidtls Wiversily | O

staff in the process of designing the changes. The teadsarchers involved in CAMAU, and those

who later, throughout Wales, will have the chance to evaluate, comment on and modify the draft
achievenent outcomes, as they design the curriculum and the assessment foci for Expressive Arts,

YIe ¢Sttt grAakK G2 GF1S 002dzyi 2F 9AaySNRa I R@2O0l
defining progression benchmarks, rather than narrow specificatbn oVA y & G NdzOG A2yl £ 206 2

Spencer, E., Lucas, W. & Claxton, G. (20P2agression in Creativitydeveloping new forms of
assessment: a literature review. Creativity, Culture and Education. [retrieved from
http://www.creativitycultureeducation.org/wpcontent/uploads/Progressiom-CreativityFinat
ReportAprilk2012.pdf

Spenceetal., (2012a), a literature review for the organisation Creativity, Culture and Education,
highlights a range of factors related to ways of describing or measuring progression in creativity.
Many of these have featured in relatively recent European thipkim particular thinking stimulated
08 (KS 9dzNRBLISIY /2YYAaarz2yQa ARSYOGATFTAOFGAZ2Y 27F H
European Commission publicatidMeasuring CreativityVillalba, 2009). The European Commission
funded a further studyf creativity and the curriculum in the then EU 27, the results of which were
LJdzof AAKSR Ay 284S 3 CSNNINR O6HampO0 GHKAOK F2dzyR
OdzNNRA Odzf I NJ aGlF GSYSyidaz Ada Ay OARSHAOGE @I NRES RY 25NER S
recognised in the arts than in other areas of the curriculum:
WAG OFy Itaz2 o6S FNHAZSR GKFG GKS NBtS 2F ONBI
qualitatively different, for example, from the creativity of problem framind aolving that is
an important part of maths and sciences, and that this qualitative difference may be a

AdZFFAOASY(d NI GA2YIES F2NJ GKS KAIKSNI Ay Of dza A 2

This study focused on curricular statements and these seemave made limited reference to
assessment or progression. Speneeal.argue that it is important to give status to Expressive Arts
through assessment and that there is a need to persuade users of assessment information to value
assessment other than testind examinations and to recognise the importance of assessment to
show personal improvement, rather than to compare learners (and thus promote competitiveness).
They report that, though there is much research associated with the nature of creativitg, ithe

little addressing the question of how best to conceptuafisegressiorin it. Some work is referred
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to that relates progression in music (and in written compaosition) as related to a shift from supported
and collaborative work to independent creatiofinew products (Craft al. 2007). Wyse (2017)

reports that a three year longitudinal study of creativity and writing provided some evidence of
some broad patterns of creativity development in children age 8 to age 10.

Spenceet al, (2012a) argue tha. Wl dzi KSYy G A 0Q | 4aSaayYSyidz AdSd Ay
the most appropriate approach for creative activities, and, indeed, that this kind of approach is

actually more important across the curriculum than testing because it is a betteagagpn for real

life challenges beyond school. They note that the Assessment and Testirfg@ér@iry Skills group

Fd GKS ! YyAOGSNEAGE 2F aStoz2dNyS t20FGS ONBIFGADAGE
OF GSI2NRSaA | NBE W2H28NI 222TNJ2A2YNA| R VI TR W cA2@Afyad Ay (G KS
Spenceet al. also review a range of research and thinking associated with the report for the

European Commission (Villalba, 2009) on home&asurecreativity: i.e. how to develop a

scientifically justifiable andommonly agreed single tool for measuring what is clearly a set of

complex phenomena. They indicate that to develop such a tool would involve a long period of

negotiation and statistical analysis of trials to integrate the many different aspects of\dtgaito

an agreed framework of statements describing progress in it. In the light of the kinds of argument

advanced by Eisner, the question arises whether there is a need for a single measure, as opposed to
means of making judgements about creative achiments and describing them.

Beghetto, R. A., Kaufman, J. C. and Baer, J. 2015. Teaching for Creativity in the Common Core
/I fFraaNr2Y®d ¢SIFOKSNRQ /2ffS8S3Ss [/ 2fdzYoAl ! YADBSNEA

Wilson, A. (Ed) 2005. Creativity in Primary Education. Exeter: Learning Matters
These authors identify three key factors relevant to effective assessment of creativity.

1. The first need is to remember that curriculum, pedagogy and assessment are inextricably
interrelated: good assessment depends on clear identification in the curricofuhe
characteristics of creativity that we want pupils to develop and show. What is important
shouldbe assessed. Otherwise it loses status and receives less learning/teaching time and
effort.

2. Beghettoet al.(2015) offer many useful advice points farseiring that creativity is indeed
given importance and status in the curriculum (in all areas). These ideas include:

1 Promoting and actively teaching divergent thinking. This could include, eg,
generation of ideas through brainstorming activities in relatio particular
purposes (including, of course, various types of expressivevarts)

1 Making sure that discussion activities encourage/require participants to take
differing points of view, express varying/conflicting opinions.

1 Building expectations fasreativity/imaginative thinking into tasks.

1 Praise efforts to think imaginatively/divergently.

f EncourageéntrinsicY 2 G A @I G A2y > NI GKSNJ GKIFyzX S3Is wadz0

Wilson(2005) contains much helpful guidance on promoting creativity across various
aspects of the curriculum, including expressive arts areas.
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3. Explain and actively promote the idea thatindividual thinking is creative; all personal
learning creates individual insights, personal grasp of what has been thought about.

All writing is, ira real sense, creative in this way. Equally, so is any personally or collaboratively
AYOBSYGiSR w2dzid2YSQ 2F lyé SELINBAAAGS I NIa | OGAGA
in secondary education includes a patrticularly interesting account obtish mathematics teacher

who achieved high examination success with his pupils by requiring them constantly to explain to

one another how they, individually, would address mathematical problems. His pupils developed a

very strong sense that alternativdifferent ways of thinking were both greatly interesting and very

successful at achieving good examination results.

Spencer, E., Lucas, B. and Claxton, G. (2012b). Progression in Creativity: developing new forms of
assessment. Centre for Real World Leayrat the University of Winchester.

One interesting approach to ensuring that assessment criteria include expectations relating to

creativity is explored (and tried out and evaluated) in Spestat. (2012b). This team worked from

the premise that thereare learnable dispositionthat constitute crucial aspects of creativity and that

the extent to which pupils demonstrate them, whether in general across all their work or in

LI NI A Odzf I NJ LINP2SOiGax OlFly 6S RSaONmBSgP ¢KSe LINB3

1 Imaginative

1 Inquisitive
M Collaborative
1 Disciplined

1 Persistent
9 OK Oly 0SS FdzZNEKKSWIIRD®ARSR Ayid2 Wadzo
The emphasis is principally on descriptive assesst@ntifying and stating the extent to which
the 5 habits are apparent in terntd strength, breadth and depth and doing so normally for
F2NXYIFGADS LIzZN1LI2&aSad ¢KS LINRP2SO0 RARI K28SOSNE | f
StSYSyiaQzx O2yaARSNAY3IZ F2NJ SEIFYLX ST GK® LIR&a&AOA
within each habit; eg, awakening, accelerating, advanced, adept. In field trials, however, teachers
were not happy about this approach.

Some Concluding Points

The questions underpinning this selective review of research related to describing ansirgses
achievement and progression in expressive arts were the following:

1 According to the literature, are the changes that children make qualitative jumps (with big
steps at key moments) or more gradual sophistication (children seen to gradually add more
of the same skills over time)?

9 Is progression linear or could children move backwards and forwards?

f 52 GKS NBaSIFINOKSNER aSS OKAfRNByQa LINPINBaaA?z2
environment (including teaching) and open to change, orfizget?
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1 Is there one path that children seem to take in this area, or are there multiple paths? Do
the researchers acknowledge that children may have different paths based on the context
in which they grow up/learn?

It seems clear that some answers to thegeestions begin to emerge.

1 The research suggests that progression in expressive arts and in creativity more generally is
likely to grow out of gradual use and-use of known skills, but also could on occasion
present as a big qualitative jump.

9 Itis nd a linear process and there is not one common pathway. Learners may easily move
backwards and forwards as they experience expressive arts activities and different learners
are likely to progress in markedly different ways.

1 Itis clear that the environmenn which they are learning, including the quality of teaching
is an important factor in facilitating progression.

1 Above all there is a strong message from the research that qualitative, descriptive
approaches to assessing achievements and progressitihamost appropriate.

In addressing the decision points which have been identified at the end of the Expressive Arts
Review of Frameworks, the Expressive Arts AOLE needs to be mindful of these indications from the
research.
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Section 4Conclusionsand Framework for Decision Making

Introduction
This section of the report is in four parts.

1 Part 1 draws together major themes emerging from evidence analysed in Sections 1 and 2 of
the report.

1 Part 2 relates key messagesSaccessful Futures

Part 3states fundamental principles which will underpin decisions within each AoLE Group.

1 Part 4 provides evidence derived from the review relevant to key questions each AoLE will
consider as they take decisions about the development of progression frameworks.

E ]

Thisresearchreport is intended to support thinking across and within the AoLE groups as ideas of
progression are developed and shared across Wales.

Part 1: Major themes
Progression matters for learning

The crucial function of the curriculum is to idiéy for each AoLE what matters in order to achieve
the overall purposes of the Welsh curriculum, viz., to enable each young person to be

I an ambitious, capable learner, ready to lednnoughout life;

1 an enterprising, creative contributor, ready to playull part in life and work;

1 anethical, informed citizen of Wales and the world;

1 ahealthy, confident individual, ready to lead a fulfilling life as a valued member of society.

Within the curriculum for each AoLE description of progression is important:

9 for teachers to have an overview of the curriculum

9 for learners to see a bigger picture and relate what they do on a day to day basis to a
broader understanding of what matters

1 as the basis of decisions about next steps in learning and pedagogy.

Theresearch review suggests that, to achieve these three purposes effectively, descriptions of
progression should be structured in terms of learning development such as beginning learner to
expert in a domain, rather than in terms of predetermined statemaritstandards related to age or
stage of education.

Descriptions of progression serve two main purposes

The research and national framework reviews suggest that descriptions of progression can usefully
be of two broad kinds, interrelated but with the folling separate purposes:

1 Broad statements providing an overview of the journey from beginning learner to expert
in a domain
These descriptions summarise succinctly what matters over time within the domain.

¢ KS@ Oy 3dzA RsBalepl&nhitoB@NE ¢ SENBFRSR LISNA2R 2°
education.
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They can show students and teachers how current work relates to longer term aims and
so avoid students seeing their learning as fragmented and with little sense of clear
purpose.

9 Detailed description of progresion in learning within topics in a given domain
Specifying the knowledge, skills and capacities which students acquire and practise in
the process of working towards the learning described in the broad statements.
These detailed descriptions should erabite teacher and the learners to identify in
assessment for learning dialogue what has been achieved and the next immediate steps
to ensure further successful learning.

Evidence emerging from the research and frameworks reviews suggests that differatriemu
have taken different approaches to the presentation of national curricula and assessment
arrangements. In Wales, it will be important to consider how best to address both the above
purposes in a way that would promote clarity, eg, allowing teachedslearners to have a sense of
the overall learning journey using broad descriptors whilst more detailed information on learning
related to the overall descriptors is contextualised within professional learning. Such an approach
should create clear linksetween the national framework and local practice, providing an effective
basis for
1 RS@GSt2LAyYy3T GSIFIOKSNARQ RA&AOdzaaA2Yy FyR RSSL) dzy R
1 exploring means of responding to the voices of learners and promoting their ownership of
learning
1 exploring the potential of assessment for learning and pedagogical action to ensure success
1 demonstrating ways in which day to day work builds towards achievement of what matters
in the AoLE, as defined in succinct broad curriculum descriptors.

Successful curnidum and assessment development is only possible if contextualised in
professional learning.

Successful development and enactment of learning progression frameworks developed for Wales
will depend on an inextricable relationship between development of curriculum and assessment and
professional learning.

Part 2: Relating AoLE Review FindingsSShacessful Futures

The ideas presented Buccessful Futurésrm the principles from which curriculum, pedagogy,

models of progression and assessment in Wales are to be developed and offer a touchstone against
which emerging proposals can continue to baleated. These principles serve as touchstones for

the CAMAU project processes.

Progression is characterisedSunccessful Futur@sterms of increasing achievement in a range of

aspects of learning such as: breadth, depth, complexity, level of abstnaatiastery of techniques,
sophistication, accomplishment and skill, application, challenge and independence and confidence:

this increasing achievement will be evident for both disciplinary knowledge and wider competencies.
Successful Futurescogniseshe diverse needs of learners and is clear thmeg curriculum

purposes can be met in a wide variety of ways and allow for wide variations in the experiences

of individual children and young peopel OK OKAf RQa f S NYyAy3 O2y Ay dzdz
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through the curriculum; while the road map will be common to all learners, this journey should allow
for variety of pace, diversion, repetition, and reflection, as appropriate for each individual to make
progress in learning. These aspects of progressioalaigentified in the six reviews in section 2 as
being visible to some extent and at some points in both the findings of research and national policy
statements, but the review found no existing national system where all these issues had been fully
addresed.

Similarly, learning is defined Buccessful Futuréisrough the concept of progression, represented

as a coherent continuum without separation or interruption. The continuity that the new curriculum
places at the centre of learning describes a higliapproach to the development of the individual,
including experiential learning that is valuable in and of itself. The characterisation of progression
embedded within Successful Futures as the vision for education in Wales is not fully evident in any
onS O2dzy iNE QA LRfAOE 2N 2yS (GKS2NBGAOIf Y2RSt @

The Curriculum for Wales, therefore, is breaking new ground and will need to bring together
multiple forms of evidence, for example, research where it exists as documented in the research
reviews, teacher and pupil understandings of progression, samplaspifwork that show
progression, and insights from other national frameworks, in order to create bespoke progression
frameworks for each AoLE tailored to the needs of young people in Wales.

By revisiting the elements of tHeuccessful Futuression forprogression outlined in section 1 of this
report we can summarise relevant findings of the six reports in section Zledde 15. Each of the
12 points summarised in this table may help inform decisi@mking within each AoLE group as well
as across theystem.

Table 15

Element of the vision for progression Summary comment from section 2 reviews
embedded withinSuccessful Futures

1. | Phases and key stages should be remove( Evidence from research considered in som
order that progression can be continuous, | reviews supports this principle: if
increasing the potential for higgn progression steps represent significant
attainment by minimising transitions. aspects of learning, then reference to
specific ages/stages/phases is at least
difficult, and mgbe inappropriate. There
exist some frameworks which do not
prescribe attainment by age or grade.
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Element of the vision for progression
embedded withinSuccessful Futures

Summary comment from section 2 reviews

Progression in each Area of Learning and
Experience should be based on a well
grounded, nationally described continuum
learning that flows from when a child enter
education through to the end of statutory
schooling at 16 and beyond.

Reviews report thesome progression
frameworks run through the whole of a
OKAftRQa fSINyaAy3
particular stages (e.g. primary, early
secondary). The latter may be marked by
discontinuity.

g K

Some research reviewed considered the
whole continuum; othe research reviewed
investigated progression in the shorter tern
The latter may inform the former.

Learning should be an expedition, with
stops, detours and spurts rather than a
A0NF AIKEG fAYySo t NR3
each and every child/younglS N& 2 Y Q2
progress in learning though some children
and young people will progress further
and/or faster than others.

Although some countries do outline tightly
prescribed linear progression, there is
considerable evidence from research that
nonlinearprd NBaaiAz2y o060az2y
either to be expected or is necessary. This
recognised in some policies. The question
moving forwards and backwards in learnini
is raised in some reviews, as is the notion
that there may be multiple paths of
progressbn that different children may take

Progression Steps will be described at five
points in the learning continuum, relating
broadly to expectations at ages 5, 8, 11, 14
and 16 (staging points for reference rather
than universal expectationsbut
expectations should be high for all learners

Research considered in some reviews
guestions the value of progression steps
which represent significant aspects of
learning referring to specific
ages/stages/phases as at least difficult, an
perhaps inappropriat.

Progression Steps are made up of a numb
of achievement outcomes linked to what
matters in the curriculum and linked to the
F2dzNJ LJdzN1LIR2 aSa owL O
numeracy, digital competence and wider
skills should be embedded as well as
elements of the Cwricwlwm Cymreig.

The reviews provide evidence on the natur
2F Wl OKAS@SYSyd 2dzi
progression frameworks contain many
statements of achievement, an approach
which presents both practical and
educational difficulties: difficult tonanage
and detailed prescription is unlikely to be
Oz2yaraidasSyd sAdK FtS
learning. Very broadly stated outcomes mg
be open to a breadth of interpretation and
be perceived by teachers as unsupportive.

First person learner statementse
uncommon.
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Element of the vision for progression
embedded withinSuccessful Futures

Summary comment from section 2 reviews

6. | Achievement Outcomes should not be a | The reviews provide accounts of research
checklist of knowledge or skills and should| evidence which points up the potential
incorporate effective pedagogy. RA&AIROGIyidlI3Sa 27 (K

While some countries do adopt this
WOKSO1tAalQ | LIINRI O
some curricular areas in some countries
models of progression which avoid this
approach.

7. | Achievement outcomes should inform next While a number of countries monitored
steps and be framed as broad expectation] progression across periods of time longer
achievable over a period of time than a year, there was less clarity about h¢
(approximately 3 years). achievement outcomes might explicitly

inform next stages in learning.

8. | Achievement Outcomes should use 'l can'| The reviews found that use of first person
KIF2dSQ 6FyR WL I|Y NI statementsis rare in the countries
describe progression (not over specified on examined. Typically, third person statemen
overly vague; this may vary across AOLES) NEBFSNNBR (2 GKS LI a

RS@PSt 2LISRXQ 2NJ LINBa
i2XQd ¢KSNE asSSy TS
0SS Sljdz2r ISR 6A0GK WL

9. | Assessmentrélevant and proportionate) There was some evideadhat tensions
shoud be focused on learninigtentions and| could arise from seeking to incorporate
progression in relation to the four within achievement outcomes both learning
curriculum purposes and based upon the | directly related to the discipline and
intentions set out in the Achievement evidence related to broader statements of
Outcomes at each Progression Step within learning such as the four purposes.
each Area of Learning and Experience.

10. | In each AoLEhe Achievement Outcongeat | This issue is noted in some of the reviews:

each Progression Step will need to
encapsulate the most important aspects of]
learning, take account of the ways in which
children progress in different kinds of
learning and recognise what they need to |
able to know and do to move securely to th
next stage.

some progression frameworks reviewed
would seem to be inconsistent with aspect:
of this aim, those which have many
statements of achievement for example. In
many countries statements of standards (g
similar) focused on attainment to date and
made little reference to next stages of
learning.
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Element of the vision for progression
embedded withinSuccessful Futures

Summary comment from section 2 reviews

11. | Professional judgement is central to The research and policy reviews undertake
assessment (formative assessment with | here found less evidence for the use of
relevant summative information collected | assessment to inform school evaluation th
and used formatively within classrooms an| for its use to inform learning.
schools).

12. | Schools should use teacher assessment o] The reviews found less evidence for the us

progression systematically, together with
other sources of evidence, to inform their
selfevaluation for school improvement
purposes.

of assessment to inform school evation
than the use of assessment to inform
learning. This applies both to research and
policy reviews.

Part 3: Principles

Building from the evidence emerging from the review of national frameworks and the research

literature, a number of principlesmerged that might be used to take forward the progression
aspirations of Successful Futures.

Principle 1

The four purposes should inform and be evident in learning progression frameworks and
achievement outcomes.

The six reviews in Section Two recogiiee each AoLE has specific characteristics, reflected in both

research and existing national frameworks. It will be important that learning progression

TN YSg2N)l & Ay 2F+fSa
am€ 27
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people

Principle 2

NEO23yAras

RSAONRLIIAZ2Y 27

Progression frameworks must relate to what matters

Each progression framework should focus on the knowledge, skills and attributes which have been
identified within each AoLE as the heart of successful learning in each domain and must encompass

the four purpaes of the curriculum.

Principle 3

Learning progression frameworks will place the development of learning at their heart rather than

focusing on content or activities.

In the past insufficient attention has been paid to progression in learning with negativ

consequences for learners and teachers who perceive learning as fragmented and with little sense of
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outcomes, standards, descriptions of progression) or scdptions of both. A learning progression

framework, the progression steps within it and associated achievement outcomes must reflect or
encapsulate what the designers of the curriculum most value in the process of educating young
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clear purpose. This leads to problems with practice in Assessment for Learning where
understandings of where a learner is and where a learner might megfress to are commonly not
linked into a bigger picture of what matters. Reviews emphasised the interdependency among
pedagogic approaches, content and assessment in how progression is described.

Achievement outcomes at each progression step shenlthpsulate the most important aspects of
learning, take account of the ways in which children progress in different kinds of learning and
recognise what they need to be able to know and do to move securely to the next phase of learning
in that framework.

Principle 4

Progression frameworks should serve two main purposes: broad statements and detailed
descriptions

Each AoLE will develop broad statements to provide an overview of the learning journey over time
and more detailed statements related to individuapics, themes or other aspects of learning. A

little like Russian nesting dolls, the more detailed progression statements should be linked clearly to
the broad progression statements and the broad statements should be derived from what AoLEs
have identiied as what matters.

Principle 5

National progression frameworks should enable and support schools to develop curriculum and
assessment practices to suit local circumstances

It is important that broad progression statements are written in a way that adiglwools to have the
flexibility to ensure that they can relate the curriculum to local circumstances as they maintain high
levels of challenge for all learners.

Principle 6
Successful curriculum and progression development requires professional learning

It is important that professional learning builds on available evidence: this involves bringing together
research understandings with practice insights in the emerging policy context of Successful Futures.
Professional learning will stimulate and supp@&thers to recognise, build on and develop their
pedagogical insights and practidéhere are opportunities for professional learning to be built

around the development of the national programme rather than simply learning about the national
programme. Foexample, the evidence base to build more detailed progression statements does not
exist in all areas. One function of the professional learning programme should involve groups of
teachers working together to help build a better evidence base whilst legraibout the new

curriculum and assessment arrangements.

Principle 7
Where possible progression frameworks should be informed by research evidence

Consistent with the policy aspiration of Successful Futures achievement outcomes should describe
significantprogression steps within a learning progression framewadhievement outcomes
shouldnot be a checklist of knowledge or skdlsd should incorporate effective pedagogy; they
should inform next steps and be framed as broad expectations achievable pedpd of time
(approximately 3 years).
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Part 4:Evidence derived from the review which may help to inform decisions to be taken within
each AoLE Group

Here, questions arising from the review related to the principles identified above were identified.
The® were offered as a stimulus for thinking within and across AoLEs as they made proposals to the
Coherence Group on how progression frameworks might best be developed.

1. What are key features of researeimformed progression?
Each of the AoLE reports refér2 | Yy R & dzLJLIR2 NIia | SNAGF3ISQa duwnnyo |

W, &8 Ada OSNEB ylIGda2NBT fSINYyAYy3I Ay@g2f dSa LINE I NI
understand the pathways along which students are expected to progress. These pathways or
progressions ground both instruction and assessment. Yet, despite a plethora of standards

and curricula, many teachers are unclear about how learning progresses in specific domains.

This is an undesirable situation for teaching and learning, and one thitydarly affects
0SHFOKSNEQ FoAfAGE G2 SyAFIS Ay F2NNIGADS | a4

Common conceptual features of progression frameworks were summarised in Section 1. Heritage
(2008) argues that all models of progression conceptualise progression as a contihineneasing
A2LIKAAGAOIGARZY 2F dzy RSNRAUGIYRAY3 FyR aiAftta |a @&z
concept is explicit in some of the national frameworks and may underpin others; however, there is a
range of understandings of the nature of devalognt from novice to expert. Some learning
progression frameworks adopt a developmental view, inviting teachers to conceptualise learning as
a process of increasing sophistication rather than as new bodies of content to be covered within
specific grade levs; others detail content or very specific skills to be developed at each stage. It
seems that approaches may vary from AoLE to AoLE: whether this is the result of different
epistemological models or of tradition is unclear. No definition of learning pssjpn contains
references to grade or age level expectations, in contrast to many standards and curriculum models
as learning is conceived as a sequence or continuum of increasing expertise.

Implicit inprogressioris the notion of continuity and coherer. Learning is not seen as a series of
discrete events, but rather as a trajectory of development that connects knowledge, concepts and
skills within a domain. Issues related to interconnection of knowledge, concepts and skills across a
domaing or domairs ¢ are considered in the individual AoLE reviews; these demonstrate differences
between AoLEs, some associated with the range and fit of the domains within each AoLE, some
associated with differing balances among knowledge, skills and dispositions nggamogressions

are accommodating. They recognise that, commonly, learners do not move forward at the same rate
or with the same degree of depth and progression. This issue was consistently acknowledged in each
of the AoLE reviews. A number of existingrfeavorks do not appear to allow learners to move

forward at different rates.

Learning progressions enable teachers to focus on important learning goals, paying attention to

what a learner would learn rather than what a learner would do (the learning Bgtilihe learning

goal is identified first and teaching, pedagogy and assessment are directed towards that goal.

W/ 2yaSlhdsSyates GKS Ittt (22 02YY2y LINI OGAOS 27F f
GKS fSIFENYyAy3a 3I2 f 8kp.56). dea2onrirGithd@tweeh \EhhitkdmesD&fored n n

and after a point in the progression offer teachers a better opportunity to use assessment to

N>
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calibrate their teaching, to address misunderstandings or to develop skills, and to determine what
would be inportant next steps to move the student forward from that point.

2. Who might key audience(s) be for Learning Progressions?

Learning progression frameworks provide teachers with an overview of the curriculum and provide
learners with a bigger picture which allows them to relate what they do on aaddgay basis to a
broader understanding of what matter§he AoLE reviews setitthe intentions for the articulation

of progression and achievement that can be summarised as follows:

Achievement OQutcomes and any associated description of learning progression should
enable teachers to know what kinds of knowledge, skills and aptitudes they should aim to
develop with learners at all stages of their learning journey. Achievement Outcsimoedd
enable both teachers and learners to see the next steps to be taken.

The purpose, scope and structure of the progression frameworks within and across AoLEs will need
to be clear to those who will use them prior to developing their content.

As notedin Section 1, Blackt al (2011) make a strong case for the centrality of teacher assessment.
This is well supported in the reviewed literature and international models where the potential for
rich evidence of progression and better standards of valalig reliability than national or state

tests are noted. However, each AoLE review highlights that, as@labiz0011:106) suggest,
attaining a position where teacher assessment fulfils this promise may require significant
professional development.amkert (2011) also raises the issue that the actual understanding (and
perhaps even the actual relevance) of level descriptors is often questionable. Lambert cites the
difficulties that teachers have in identifying work to exemplify certain levels, implyinmeertainty
about what constitutes a level (and therefore arguably progression).

Heritage (2008) reminds us that many learning progressions are written primarily for teachers and
tensions can arise if a single learning progression attempts to serveaog purposes. For

example, problems can arise if it is assumed that the same degree of granularity (level of detail) will
serve both long term planning and assessment to support immediate next steps. The degree of
granularity in a learning progression dgsed to ensure that teachers have an overview of progress
from novice to expert is very different from the degree of granularity necessary to enable teachers
to support learning formatively: the latter would require a far more detailed analysis of pogres
learning.

Learning progressions can also be written in ways which provide a framework for learners to
understand their own learning journeySuch models were not explicitly noted in the AoLE review
reports. Heritage (2008) argues for the importarmédearners being aware of longer term goals and
the relationship between those and their day to day progress. Increased involvement in learning
occurs when teachers share with the students what their lortgen goals are and enable them to
participate inevaluating the degree to which they have met the goals.

3. 126 RSOIAESR aK2dz R GKS RSAONARLIIAZ2ZYya 0SK 6RSaC
There are different understandings about what is meant by progression in learning. It is important to

male a clear distinction between learning progression as providing an overview of the long journey

from emerging to expert in a domain and as detailed insight into the expectations of immediate

progression in learning within a topic in a given domain. Bo#nacessary and inteelated but
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different in their purpose, scope and level of detail. Both should help teachers and learners to see,

and indeed to develop habitual awareness of, the appropriate next steps, as dialogue and

assessment for learning takeagke during the learning process. Heritage (2008:2) suggests that

greater attention should be paid to the different levels of specificity used to articulate the

curriculum. Some curricula specify detailed objectives to be mastered at each grade in sequence.

2 KSYy GKS OdzNNR Odzf dzy A4 RSaONAROSR Ay (KAa fS@St 2
these many discrete objectives connect to bigger, organising concepts; learning can become little
more than a checklist of things to be learned. Cufritu 2 NHI yAaSR | NPdzy R 02 NB
and subconcepts offer better opportunities for a stronger relationship between formative

assessment and learning goals. However, Heritage (ibid) argues that care also needs to be taken with
thisapproachfold G622 2FGSy WwWoA3d ARSIFAQ INB y2i o0NRdIZAKG G
progressive acquisition of concepts and skills. Without a coherent vision the potential for teachers to

have a broad overview of learning in a specific domain is restricted.

O

TheAoLE reviews include some detail about specific models for progression which teachers may
employ; these may be domaspecific or applicable more generally.

All of this implies the need for consideration not only of the determination of the central espéc
achievement in the AoLE but also of the appropriate (that is, helpful and manageable) levels of
ALISOATFTAOIGAZ2Y 2F RSAONRLIIAZ2Y 2F | OKASOSYSyilo LF
then it will be necessary to consider the most egyriate format: e.g. succinct broad statements,

possibly with a small amount of expansion; or narrative descriptions. It will also be necessary

consider where more detailed guidance and support for teachers about progression, next steps and
pedagogy shodlbe located and how this could be used? If descriptions of achievement are

detailed, it will be necessary to consider how these can be used effectively to support assessment

for learning and progression, given the issues about manageability which hawedised.

There is evidence from several countries reviewed that exemplification of standards through learner
work significantly reduces the level of abstraction. Descriptive statements alone do not always make
clear what performance/behaviours at a giviewel would look like in a classroom and this is a
potentially powerful way of addressing this issue. The use of such material to inform professional
learning requires consideration. Several of the reviews raise the issue of the most appropriate
locationof detailed guidance for teachers about progression, next steps and pedagogy: within the
curricular/progression framework itself or in associated material available to teachers as part of
their continuing professional development? Related to this is thestjan of how such material can

be most effectively used to support professional learning.

4. Stepsin a learning journey?

The issue of relating learning progression frameworks to ages, stages or even phases has already
been referred to. Research argues thiais should not be the case on both fundamental and
instrumental grounds. As the groups develop an empirically-fwatded learning progression
framework where achievement outcomes describe learning necessary to make further progression,
how will they addess the issue of descriptions of achievement which are related to phases?

The reviews of international frameworks demonstrate how some frameworks seek to differentiate
GKS LISNF2NXIFYyOS 2F tSIENYSNEQ ¢K2 | NBagdradingi KS &l Y S
system or mark. This may take the form of such phras@$oay et Within Expectationsleets
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Expectationgminimally),Fully Meets Expectatiorsd Exceeds Expectations a mark such ag: =

limited effectiveness, 2 = some effectiveness, Ssiderable effectivenesmd4 = a high degree of
effectiveness or thorough effectivene$his matter may be related to the level of specification or

the number of stages of development employed in a framework. A possible justification for the kinds
of grading or marks systems shown may be that very broadly defined frameworks do not give
teachers and learners enough detail in deciding on next steps in learning. An obvious potential
disadvantage is the danger of labelling learners and the associated nmtigkissues. Such grading
approaches are usually linked to statements of standards which themselves may be linked to age
and stage; there is powerful evidence that such approaches divert teacher and learner attention
away from learning to simplistic modedf attainment.

The reviews demonstrate that existing frameworks can provide ungraded descriptions of complex
achievement and interacting skills. These may be supported by desirable guidance and support for
pedagogy and assessment for learning througtitiahal associated material and by encouraging
continuing professional development activities.

5.  How might the progression frameworks relate to previous frameworks?

During the process of review it was noted that the former National Curriculum in Wales and the

Literacy and Numeracy Frameworks used progression frameworks which took some account of
LJdzLIA £ 3 Q @I NBEAYy 3 LI OS 2F LINE I NDaéshrde value ndookiNgak 3 Sa (K
earlier local models of curriculum and learning progression in the writing of new achievement

outcomes. However, it was also noted that practice must align with the new intentions for the

curriculum in Wales: in particular, threquirements to address the four purposes; the fundamental

importance to learning of ensuring that curriculum, pedagogy and assessment are coherent and

aligned; and the need to move from backward focused statements of standards to forward focused
statemerts of achievement. This has implications for the development of learning progression

frameworks which support effective learning.

While considering descriptions of performance it is worth noting the Review of the National

Curriculum in England (202D14)was highly critical of the previous levdlased system. In this

context, bestF Ai 2dzRASYSy(d FIAf{ SR (2 NBO23IyAasS Ylra22N 3t
to superficial coverage of the curriculum because the lelbased system encouraged learado

move on to new content without secure grasp of key areas.

6. Relationship with literacy, numeracy and digital competence frameworks?

The Languages, Literacy and Communication review noteStiatessful Futurexplicitly states

that the achievement oicomes and progression framework for Languages, Literacy and
Communication should take appropriate account of the national Literacy Framework. There are
therefore important decisions to take about how the development of the Languages, Literacy and
Communiation learning progression framework may relate to the Literacy Framework. Parallel
issues will apply in the articulation of progression for numeracy with Mathematics and Numeracy
and for digital competency and the computing aspect of Science and Tecknalb4oLE groups

will wish to consider how achievement in these three frameworks and in other-crossular

aspects may be reflected in their learning progression frameworks.
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7. What view do we have of the developing child and young person?

The place of child development within the domain and associated expectation for progression in
learning is raised in several reviews. Pellegrino (2017) suggests that although learning progressions
are not developmentally inevitable, they may be developnadigtconstrained. This issue was noted

in some AoLE reviews and was of particular importance for the H&WB AoLE review. It may be that
this issue is more broadly applicable, especially in the earliest years of learning. When considering
progression (e.g. iA&WB), links have been made to research in child development. While child
development differs from progression in learning within a domain, developmental stages are closely
tied to achievement within H&WB: a young child typically cannot run, regulateiengtnavigate

social situations or demonstrate saéntrol as well as an older child. Teachers may draw on
knowledge of child development to understand what typical development looks like within the
physical, mental, and social domains, identify whenilsugeem to be developing atypically and

provide support to maintain the progress of all learners. Progress in derakted learning relates

to developing metacognition and sedfficacy; this observation underlines that there is a complex
relationship 8 6 SSy OKAf RNBy Qa LINRPINBaa Ay GKS 192. |yR

While it is argued that research undertaken on cognition and learning has led to the emergence of
highly developed descriptions of progression in particular curricular areasifispfly science,

reading and mathematics (Pellegrino 2017), the evidence from several of the AoLE reviews is that
this is often at a micro or detailed level (e.g. one topic) rather than over a longer time scale. Learning
progressions can be developed dugh tracking the actual development of thinking/learning during

I aSljdzSyO0S 2F fSIFENYyAy3a 2N G2LIAOP® ¢KS LINBYAaAS 27
teacher to understand the ways in which learners progress in their thinking or skilbpeweht in

order to track progress. This approach would seem to have the potential to produce evidence based
learning progressions which would act as a usable version of level descriptors and would support a
genuinely formative process of checking currettdimment against a known progression and the

setting of targets for improvement. However, it should be noted that such progressions are
extremely complex (taking-2 years to produce) and that a large number of these may be needed in
2NRSN) (G2ROPDANBINOKAHY Al y& OdzZNNR Odzf dzY | NBI @

Children and young people are beings not becomifigs. four purposes describe what all children
and young people should become and achieve through statutory education as well as how they are
perceived and positioned to prrience the curriculumSuccessful Futurég.22)argues that:

WaGrGaSYSyida 27F OdzNNA Odzf dzy LJzN1J32aS ySSR (2
integrity, are clear and direct and become central to subsequent engagement and
development; in that way thecanshape the curriculum and suffuse practicel dzii K 2 N& Q
emphasis] Common understanding of why we are doing what we are doing is a powerful
starting point from which to determine what it is we need to do and how we are going to do
AGQo

(@]
w

Recommendation 2p.23) states:
We¢KS a0OK22f OdzNNA Odzf dzy aK2dzZ R 6S RSaA3aySR (2
relation to clear and agreed purposes. The purposes should be constructed so that they can
directly influence decisions about curriculum, pedadgogyR | 44 SaayYSy i Qo
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The purposes therefore tell us abdubw children should experience their curriculum day to day.

9 OK OKAfRQa fSFENYyAy3a 02y (Aydzdzy FdzyOlAiz2ya | a |
will be common to all learners, this jourpnehould allow for variety of pace, diversion, repetition,

and reflection, as appropriate for each individual to make progress in leaffivege is therefore a

greater responsibility for schools and teachers to ensure that learning isaghitded, sincehe

details and pace of each journey are set according to the requirements of the learner, always in

order to ensure challenging, sustainable and effective learning takes place.

ny

As children and young people move through the education system in Walemitlgtynot be viewed

asaiming towardghe four purposes, but rather must be seas living the four purposetiring

their time at schoot; the purposes, then, are not simply goals to be reached at the age of 16, but are

also descriptions thatinformhow weéLJ2 8 A GA 2y Q OKAf RNBY (GKNRdAzZIK2dzi |
Wales.

8. What view do we have of pedagogy?

tKS y20ADFYHERNBROKABSRNYAYI FyR OKAf RNBY Wg2NJ] Ay3
role that is facilitatory; that is, the role of the teacher is to facilitate the child or young person to lead

their own learning or set the pace and/orrection of this learning; the teacher does not take a{ro

active role in progressing this learning. It is suggested here that such a view of pedagogy in the new
curriculum will be unhelpful. Wales has experience of significant curricular innovation sihdipe

of the Foundation Phase, introduced in 2008. Recent evaluations (Siraj 2014; Welsh Government

2015) have indicated that poorly understood models of appropriate pedagogy hampered the success

of the innovation that, where effectively implemented, Haad positive impact on learner
outcomes.

Successful Futurgsovides clear guidance on what is meant by appropriate pedagogy:

t SRIF3238 A& to2dzi Y2NB GKIYy WiSFOKAYyIQ Ay (K
classroom. It represents the considered sabeatif those methods in light of the purposes of
the curriculum and the needs and developmental stage of the children and young people.

Teachers will draw on a wide repertoire of teaching and learning approaches in order to ensure that
the four purposes aréeing fully addressed and that all learners are engaged and the needs of
individual learners are recognised. Teachers will avoid labelling teaching approaches; rather they will
consider their appropriateness in terms of purpose. Approaches will encoaadigéoration,
independence, responsibility, creativity and problem solving in authentic contexts which will draw

on firm foundations of knowledge. Approaches will employ assessment for learning principles and
make use of scaffolding, modelling and reh@érs

In order to enact the vision set out in Successful Futures it may be helpful toisigmional

pedagogic approachdahroughout. That is, the teacher, with the support of appropriately articulated
progression frameworks, undertakes to work intentdiy with each learner in the direction of

progress and to maintain a focus on pace and ambition throughout this process. AoLE groups will
wish to consider how this approach may be facilitated by the learning progression frameworks which
they develop.
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In conclusion

This research report, following the first seven months of work of the CAMAU project, is offered to
the education community of Wales and, specifically, to the Pioneer Networks in the spirit of
subsidiarity as set out in Successful Futures.répert reviewed evidence from a range of national
curriculum and assessment frameworks and evidence from research on progression both as it
relates to curriculum and assessment and in the context of the six Areas of Learning Experience. In
this final seabn key ideas emerging from the various evidence sources were used to develop
principles. These principles may be used in a number of ways, eg, as a touchstone to check that as
ideas develop they remain consistent with original aspirations. Analysis el/ttience pointed to a
number of possible alternatives approaches to the design and development of progression
frameworks. To remain consistent with the concept of subsidiarity, these alternatives were offered
as decisions to be taken. Each decision waggired around questions to be addressed, each
supported by available evidence to promote better informed decision making. Each AoLE considered
carefully the evidence available and made proposals to the Coherence Group. In the majority of
cases it was patble for groups to agree a single proposal, however, in a small number of cases, two
alternative proposals as to how a particular issue should be addressed were submitted from the
same group. An example of a decision tree can be fouldgimrel3 below.Further examples of

decision trees from different AoLEs are provided in AppeBdix

The decision tree approach was very well received by AoLE members and the proposals submitted to
the Coherence Group provided them with a strong evidence base from across AoLEs to allow
collective, well informed decisions to be taken.

The next and final AMAU research report will begin by examining the agreed progression
framework and will consider the development and enactment of its principles as they begin to
emerge in practice.
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Figure B: Decision Tree

Key Questions

Purposes of Progression Framework

Examples of Possibilities

Points to Consider

A Provice & broad averew of Be jourmay fram

»  Successil Fulures spgpests that e achievement oulcomes should e fremed & brosd expectations

these different
PUFpOSesT

. Bath broad slstements af prograssion and mone
defailed frameworis of progression designed o link
togather

- athesvable over & pariod of e, They shodld be ‘Fefenance paints, providing & rosd man 1or aath
Bieginning lamer in expert in this AaLE individisal child and young person's progress in their learming and not oniversal expectsiions of fhe 0
perfarmans of dl ehidren end young pacole o fesd paints” (Donsdsan, p. 55)
B. Prowide desailad guidance for planning for = Buccessil Fulures rec theat ar shauld give prionty fo their farmative
teaching and learmng roke i leaching and learming (Donsidsan, p. ?G
+  Maps of progression provide far fhe feecher a crucia cohenent vision, an undedying scheme of
progression, which links tesching sction b what meters and to wiral matfers next. (Black o & 2011) d
C. Provice descriglions of schisvement expected =t
Q1. What purposes do aifferent ges o Sleges Ll - Heritage {2008) argues for the importance of leamer baing aware of longer term goats and the
e pre relaiansnip between thase and Iheir day 1o cay progress. &
progression framewerk = The danger associaed wilh Ilrlmg descriptians of leaming direcly o specified ages/ slages is that
e 0. Provite gescrplions of pupls’ progress in the me . taachers (and alber users of Me iNfomation) may come 1o
leaming jumey end possible next Sleps specily expectad slandarcs uml::n are not empi‘lcm wel-faunded &s real progression sleps in the
leaming pumey. {pp 138-145 in Leanmng Aboufl Progressio). ‘
E.
A Only bresd statemeants of progression, interpreting | + According o iterature, (Black at & 2011; Pellagrino. 2014, 2017), detailad prograssion &= naeded to:
These statements & up o ndMous teachers and + (a) formulaa tasks or fests sa thek e respansas can provda evdance of lsarmmg progresssn
schoats + (b formulata helpfl comments, teiorad to the ndvidual naeds of each studant A
+ {chgwe clear guidance on haw fo improve
Q2. How will the B. Sufficiently datele:d statamants for guidng + Sama couiries (e.g. Scotiand) provide only broad statements of progression leaving pedagogical
progression statements chssmam feaching and learmmy dacsKInG open ka schools and teachers, whoreas others {0.d., Quaebec, Canada) provide detailed
be designed 1o serve L framawarks as part of thair mam curricular fremewnrs

Accardng o Suscassful Fubsras, fe prograssion steps shauld “provids a contest withan which feachers
can sakact leaching and leaming epproaches thak buld from one step in e naxt but that stil provide:
significant fraedom 1o offer engaging expariencas that maich thair chidran and young people’s naeds.”

.

(Dongldsan, p. 67). (9}

Haritage (2008) "sugpasts that graatar attention should be paid to tha differant kvals of specificity Lsed o
articuleta tha cumculum” (p. 17, CAMAU raport). If ton dateded, learmng can bacoma a chacklist of thngs
0 lamm. Howevar, learming progressons vary grasfy from a unit of wark to lasting avar vears.

Q3 If detaded
Tramewerks of
$ion are
included slongside
broader staiements,
where should they be
locater? *

A Within the curriculum framework, slongside e
Broader statements of overall leaming ams

B. In assaciated professsanal learmang
metarial'c eatests

.

+ Counlries differ in he exent to which They provide more detailed propression Tramewniis end where ey
are kcaled. For example, British Columbia hes guite broad curmicular competencies far each aming
area, bt At provide much more specific sets of stendards and expeclations, aMough Me lsler ae in &
saparaie documant and are farvaluntary Lse in schoaks.

= 03 fallows from Q2 and s only relevant if the preferred possibilivy for 02 s Bor C
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Appendix 1
CAMAU Project

International Policy Review Guidelines

STEP 1: Notes on progression for the country

Nameof Country:
Year the curriculum was written/published/updated:
Website(s) where materials were found:

How is the curriculum structured? E.g., Is there a curriculum document as well as achievement
outcomes or are these combined? Are there supporting makeffor teachers? Is there one
curriculum across all ages or is it split into primary and secondary?

How many stages/levels/benchmarks are included? Are they aligned with specific years?

What components/subjects/themes related to the AoLE are coverediirith O2 dzy i NB Q& O dzZNNX
What seems to be missing?

I 26 R2Sa&a (GKS R20dzYSyidlGdA2y RSTFAYS WogKFG YIFGGESNEC
knowledge, competencies, skills, etc? What is the balance between knowledge and understanding,
skills, attributes, ad capabilities?

How is progression defined? Is it defined explicitly or implicitly? You may need to look outwith the
statements themselves at the supporting documentation and introductions to the curriculum. Give
some specific quotes or examples.

Are keyprogression points identified as expected standards for specified ages? Or as descriptions of
knowledge, skills, capabilities needed for further progression in learning? Or is it some combination?

What form do statements of progression take? Are they detbor broad? Are they in pugirst
language or written for the teacher? Provide some examples.

To what extent does the curriculum for this AoLE seem to align with what is written in Successful
CdzidzNBaK 52Sa A4 aSSyY (2 rogreskichy Give soinKexandlgsl { Ra2y Qa

Is there anything else worth noting? E.g., Is there anything particularly unique, innovative, or useful
about this curriculum? Are there any aspects of the AoLE that are included ircaroissilar aims?

Was there anythingvithin this portion of the curriculum that seems to have connections with any
other AOLE?

STEP 2: Summary Statement

Please write a summary of how this country has tried to describe or incorporate progression into
their curriculum for the AoLE. Please ud# your own evaluation in terms of its potential

advantages and disadvantages as an example of incorporating progression for this AoLE. This
summary should be less than a page (less than 500 words) but can of course be shorter or longer as
needed, and shad complement the notes you have taken above.
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STEP 3: Collating Across Countries

We will combine the information you have provided for each country into one document and write
an overall summary statement comparing across the countries. We will thehteenfinal

document out for your feedback to make sure your country is represented appropriately and to seek
your insight on
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Appendix2

Guidelines for H&WB Literature Review

Aim:

To describe what published evidence exists that might informumaierstanding of how pupils progress within
the domain of health & wellbeing

Scope:

{ dzO0S&aa¥Fdz Cdzi dzZNE& RS T AhsBrda ofiliéedning adé@ ExdSerieAce drawk andsubje@s[ 9 | & Y
and themes from PE, mental, physical and emotional-beihg, sex and relationships, parenting, healthy

eating and cooking, substance misuse, walated learning and experience, and learning fa. lIf is also
O2yOSNYSR gAGK K2g (KS a0OK22f SYy@ANRYYSYy(d &adzlll2NIla OK
and physical health and wddking through, for example, its climate and relationships, the food it provides, its

joint working with dher relevant services such as health and social work, and the access it provides to physical
FOUGADAGRE e 60{ dzOOSaaFdzd CdzidzNB&X LI np0O® hdzNJI NEOASGZI Ay
areas of the field. In accordance with the headtid wellbeing report that the AoLE presented in June 2017,

we will also include a brief overview of character education, which is somewhat aligned with the competencies

that the teachers deem importanteadiness, reflectiveness, resilience, respectfuinessourcefulness and

responsibility.

¢Kdzd 2dzNJ NB@OASs oAttt SEFYAYS 6KIG SOARSYyOS SEAaGa 2y
themes:

- physical education, physical literacy, physical wellbeing (Nanna)

- mental wellbeing and mental he&lt{Sarah Stewart)

- healthy relationships, peer relations, sex, and parenting (George Wardle)

- nutrition, including healthy eating and cooking (Kara)

- substance misuse, abuse, and personal safety (Sue James)

- work-related learning and learning for life (RacBeindall)

- character education (Kara)

Stage 1: Finding Literature:

It is important to by systematic in the steps that we take so that we can communicate to others how we
conducted our review so that it can be evaluated by others, be replicated if deamedlso to allow for
consistency across the members of the group. In order to do this, we should follow the following guidelines:

1) Independent search with keywords: It is recommended that we use Ebscohost or a similar academic
database and keep track ofatkeywords that we have used to search for literature. Certainly we
dK2dz R aSIFNOK F2NJ GLINPINBaaAzyé odzi 6S Fél NB GKI G
FRRAGAZ2YItEf& 4SS YlIe €221 F2N aAYAfIl N | S&iaue NRa a dzO0
keywords for the topic we are exploring. When looking through results, we can scan the title and
abstracts to decide what may be relevant, and we should keep a running list of the sources that we
plan to review. If a source sounds particularly velet but one of our Universities do not have access
we can use interlibrary loan to try to obtain the relevant source.

2) Expanded search: The next set of searches will involve exploring the work and authors that are cited
within the original sources we ha¥eund. For example, one paper (such as the article by Margaret
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Heritage) may cite very useful literature that we can then follow up with, or we may start to recognize
some names of authors who are experts in our area and can do an author search witlihdsbso
explore their work. Again, we should keep track of the process we have used and keep a running list
of the sources we plan to review.

3) Advice from Professors: We will ask our professorial consultants to also recommend papers or
authors that would le relevant for our purposes.

4) Collegiate advice: If we come across something that may be relevant, share with one another. If we
have a colleague who studies this topic, ask them. Keep track of which sources were recommended in
this manner.

During this phas it is important to consider screening and excluding any papers that seem less useful. We may
want to keep a list of all the papers we have considered and the ones we end up using for the review. Given
our short time frame, the important thing is that wead enough core pieces in the area in order to begin
describing with some confidence what is known in this area of progression.

Stage 2: Analysis for the Review:

Our literature review should be a synthesizing statement about the broader literature vétharticular area

that answers some critical questions related to progression (rather than just a summary of individual articles).
It should be clear that this is an informed perspective and evaluation of the field, citing relevant sources for
each pointthat we are making. When it is helpful we can use quotes and specific examples from the literature,
or to create tables to help make points of comparisons or contrasts.

Next, using the papers that are relevant, we will want to report/describe substanéaients from the
papers, consider the extent to which they inform our work of progression, note similarities/differences across
the papers, and at the highest level, consider the sources themselves and their relevancy.

When reviewing the articles, we mayish to consider the following questions:

- What evidence exists that informs our understanding of progression in this domain?
- In what ways have researchers described how children develop their knowledge/skills/capacities in this
area? In other words, how diney model progression? For example:

o According to the literature, are the changes that children make qualitative jumps (with big
steps at key moments) or more gradual sophistication (children seen to gradually add more
of the same skills over time)?

o0 Isprogression linear or could children move backwards and forwards?

0 52 (GKS NXaSIFINOKSNAR aSS OKAfRNBYyQa LINBPINBaairzy
environment and open to change, or is it fixed?

o0 Isthere one path that children seem to take in threa, or are there multiple paths? Do the
researchers acknowledge that children may have different paths based on the context in
which they grow up/learn?

o Are there different models of progression for the same topic and to what extent do they
overlap, conplement, or conflict?

- To what extent does the literature focus on how children develop in terms of their
knowledge/understandings vs. behaviours/skills?

- To what extent is the progression that is described at a riievel (for one lesson/unit) or at a mamr
level (across multiple years)?

- What ages are covered when describing how pupils learn in this area? Which ages seem to be missing or
receive less adequate attention?

- What is the theoretical background of the relevant literature (e.g., education, pugdittth psychology,
etc.)? We may get some insight by looking at the journal it is published in as well.
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- Importantly, what seems to be missing in this area? What do we still not know? Is there not a lot of
research on this topic?

- To what extent could theesearch in this area help to inform models of progression that could be useful
for teachers and for learners?

- What can we use from this literature for our purposes of writing a framework of how children progress in
this area?

This literature review wikerve two purposes. 1) to inform teachers about what is known in the literature that

may inform their understanding of progression in this area, 2) to be a systematic review that would be

appropriate for journal publication.

Stage 3: Writing the Review:

What will the overall review look likd?oposed outline for the literature review:

A. Introduction with description of H&WB for Wales based on Successful Futures

B. Literature reviews for each of the st#ieas we propose to examine

C. Overall summary comparing amdntrasting literature across areas as well, as well as evaluation of
the scope and depth of literature on progression in the H&WB area, and unanswered questions

D. Implications and issues, based on the literature, for creating assessment frameworks of progression in
H&WB

How long should the review b&®e overall review for our AoLE will likely be approximatel pages but
could be up to twice as long if we happen to find a lot of relevant literature. That means approximatéy 1
page per sukarea (about 50aL000 words if using Arial 12pt siegdpaced), with an understanding that some
will be longer and others will be shorter depending upon what is or is not available.

Most of the work is done before writing, through coming up with a list of relevant sources, reading the
literature, taking nogés, and reflection and synthesis. Our point is not to be comprehensive but to read enough
core pieces in each area in order to begin describing with some level of confidence what is known in this area.
What we end up writing is a concise critique and sumn the literature in this area. Readers can refer to

our cited sources if they want to learn more.

How many sources should | readiain this depends strongly on each of our topics and what is available in the
literature. We may be making several paribhat need to be justified by sources but the sources are only
peripherally related to the main topic in which case we could have dozens that we are drawing upon for each
part of the review. Or we may find just 3 or 4 highly relevant sources that cogepfic in great depth that

we are focusing on and deem this to be sufficient for the-atdms.
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Appendix3

Mathematics & Numeracy: Points in the Journey

Points in the Journey

Passibilities Paints ta Think About

Paints o consider far identifying Me jourmey staming pont
A Bagmnmng point - Tha skils! understandings! -
* According b Successiul Fulure (p. 53), ‘Il Proprassion Steps shauld Take full aceount of
__ | deposians! expariencas young pupits bring ta the qudence an Routes for Learming’ 0
B = Black e al. (2011) suggests thal you “star from aleamer's existing understanding', ‘
= Mot al young pupds enter the classroom Wil Me same epenences, Mesning some ity mey
B. End paint - What & Wekh eitizen should Knowbe be required [l
O1. How do you identify ahle 1o do wilhin the ALE "
beginning and end points in
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introduced thraugh My el &s epproprale. This & trse for al What Malers” wilin the Mahs and

Humerecy AOLE.

Rationale for Choice of Possiilas for (2

Na, all skils, ., andior i at avary steg in tha
seion fram Bus o ha ey b onﬂle 7= stap. Ench sleg i5 :mﬂim 3 How do you break up the journey in ways that make the best sense for learning eg number of

epproprate fo e chikl's stege of cavalapment. and miroduced frough play atc as ogreasion points?

A The group proposes
egprapriats. Thes & frua for al What Matiers" within the Maths and Humeracy AoLE. The number of paints may differ across kaming depending upan he MumBer of conceptusl shifls at mark

sophisscatondevelopment in the leaming jourmey. This is evdenced from practiioners during CAMAL research.
This is continous formealive and summatve assessmeant rather han just & point & a cerlain age for eech chid.

We dislike the clear distinetion by age as nof a joumey mose of & reaching different end paints.

Teachers needs guidance for stages of development. Chikdren do not nead to be labeled and Wetsh govemment
el fhen easLre of label sehocls o atfiedsl points of time. Suppart shoukd Be given 1o leammers and sehools withaut
publicly shaming.

Iwe only assess different phases of educalion it & stil separaling prmary &nd seconcary sehools 10o much and
becomes the ‘Nat our problem’ dea.

Raticnale for Chesce of Possiilbes for 03

Chaoosa B - Drscussan - evidance from practitioners curing CAMAL research. We
Bgrea.

Paint A — Discussion - Why are the agss chosen? 5 allows a chid to sefle info
prmary &t te end of Racapsion. B acknowledgas tha mfant /junior schoal stuaton
and allaws chidran io seffie in @ new school but than 11 when children move from
prmary o sacondary is separating tha two steges again. Deslike the clear distinction
and nat ajournay mare of a raaching differant and pomts.

Paint C — Descussion — Teachers nests gudanca chikiren do nat need fo be labsled
and Walksh governmant label schools.

Faint O phases of aducation s too much stil.
Mot pur prablem” idaa.

Implications for oiher decisions 1o be mace shoul DOAMESSOn:
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Expressive Art2rogression as Interdisciplinary or Disciplinary

Progression as Interdisciplinary or Disciplinary as the Journey Develops

Key Questions Paossibilities Points to Consider AXOEQO
A Fully interdisciplinary wilhin e AolE
* Some countnies rewewed (2.5, Scoliand Humaniies) have leaming sres Ml remsing Mroughout schaoling @
B. Subjesct-specilic progressian framewarks, = Omer countries {e.q. Ausiralia, Albarta, &nd Narhem Ireland Humanies) have seperale elemantary and
& leaming progressions described far sach sacandery curriculim
Q1. Tawhat extent subject in e AaLE
ion b - SF says that there is & frend towards emghasising Me abdity 1o spply leeming seross subjects and a
mapped in 10 0 50 effectively (p23)10
terms
(#.9.,for the ASLE) ;?Emm;m 'mm'ﬂ;‘:’“g;‘m‘;‘ + SF recomemencs mat the cumeuum &13 ahauld be organised into Areas of Leaming end Experience end
or subject epecific e m“";‘:m ] et an care af {p.38). Proaressin ineach AoLE should be
within the AcLET? P " based on a contimum Mlesnmgmnows Trom when a chid enters education thraugh to e end of stahtary
- sehooling & 16 and beyond (p.53)¢y
D. Changing from subject-specific b morne = Hawing separale curricula endior assessment guidelines for different steges of schooling may have
Interdesciplinary within the AoLE a5 students implicalions for leamers” rans@ion inlo secondary school and for Me extent o which the separse cumiculs
Irensition 1o ter phases of schacling compiement one encer g
+ Reviews repor ihat some progression fremewnrkes run through Me whole of & chik's lesnung while alhars are
g dascribed 51 apecific o particular slages (e.g. primary, early The laliar may
forﬂ\e area and for the specific subjects, 18,
AaLE-wide progressian steps slongsade
drciplinary progressan steps L
whilst providing apporuniies to develog
greater deciplinary knowledge and skl
- {post 14)

Progression as Interdisciplinary or Disciplinary as the Journey Develops

Choice and Rationale

Rationale for choice of possibility

* A comprogression Biak stays all the wey firough hawavar fera neads to
be & modular systam post 14 in onder o alow shudents to choosa
aceording b thair partcular intarest andor falent.

Could thera be complmentary vocational pathweys — EA and specialist
modules?

Al chikdren wil be shidying EA beyond 14 — but anly some wil spaceles
m parficular discpines?

Schoalks wil naed exemples 1.8 lead creative schoal case stadies

* The crastive processas identifiad in fe trea pilars are inardiscipinary

Tha curriculim 3-16 shoukd be organized mio Araes quenmllu and
and have an idant core of di

lnowladge (SF p ).

* Progresson in each AaLE should ba basad an a contmuum of learmang
that flaws from whan & child enters acucation Srough to tha and of
statutary schacling t 16 and beyond (5F p.53).

AoLE Proposal

AoLE proposal

Exarnple: The aspect of e leaming joumey should be structured as . becase..

The leaming journey shauld be fully interdeciplinary within the EA whilst providing opportunities 1o cevelop grealer
deciplinary knowlecge and skils (post 14 inarder 1o provide copartunily 1o soply leaming ecross deciplines.

This will be besed on a conliuum of keming that fows Trom when e child eners educetion 1o the end of
stetulory schoaling at 16. Post 14 there should be cppartunities: far pupds 1o cevelop mare disciplnary knowiedge
akils and understanding thraugh a modulsr approach

ngnesslm comes Trom ng]LB| Lsa @nd re-use of known skils and could also invoive a qualitative jumnp. It = mat
& Inear process, different learmers wil progress in n\amedly aifferent ways as mE“ expenence EA actuilies. The
leaming enviranment and Me qualty of leaching are impartant Teclors in Teciltling progressian. Qualkalive and
cantetualised cescriptive epprosches fo Essesing echehments and progression are key factars in this ADLE.

Implications for ofher decisions fo be made sbout progression:
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Science and Technologihurposes of Progression Framework

Key Questions

Purposes of Progression Framework

Examples of Possibilities

A Provide a broad overview of te journay from
Beginning leamer to expert in this AoLE

}_

B. Provide defailad guidance for planning far
teaching and learmmg

Points to Consider

+ Successil Futunas sugpasts that the achevemant outcomes shoukd be fremed es broad expactations
achiavable over a paricd of tme. They shoukd be “refersnce points, providing a roed map for aach
individusal child and young parson's progress o thair learmng and not universal axpectatons of e
parfarmance of all chidran and yaung pacpks 8 fued paints” (Donaldsan, p. 56)

- Fulunes that shauld give pri

role in teaching and learming (Donaldsan, p. 77

Maps of prograssion provida for tha taechar a crscisl cohenant visian, an underying scheme of

prograssion, which links taachang action to what mafiars and to what matters mext. (Black ef &l 2011) A

o their farmative

Q3. if detaed
frameworks of

progression are
included alongside
broader statements,
‘where should they be
located?

A Within the curticulum fremework, slongside te
broader stalements of overal leaming &ms

B. In essocated professonal kearming material andior
contexts

« Heritege {2008) *sugpests thal grester atiention shoukd be aid to the different levels af specificity sed io
amiculate the cumicuum® (p. 17, CAMAL repart). Iftoo deteded, leaming can become a checklist of things
10 leam. However, IBaMing progressions vary grealy Trom a unit of wark 1o asting over years.

Views of AoLE Group?

+  Haritege: {2008) arguas for the importance of learnar baing aware of longar tarm goals and tha

C. Prowide desc ons of acheevemeant expected at
Q1. What purposes do = ‘ different sges o:;:ges &2 ‘ reletianship betwean those and thair day in day progress.
W.M the = The danger assccisted with linking descripans of leami clly 1o specified ages/ slages is that

ression framework designers of e framework and, eventually, teachers (and ather users of the information) may come 1o
Eor?&w, . Provice descrglions of pupis’ progress in the apacily expected standards which are not empincally wel-founded &S real progression steps in e
B leaming joumey end possile nesd sleps leaming joumney. {pp 138-145 in Leaning Abouf WMP]‘
Views of AoLE Group?
‘ E o

A Dby broed — . literature, (Black et & 2011; Pellegnino. 2014, 217), detailed progression & needed ta:

esa stelamants is up to mdn-dual tamchars and = (@) Tormudate tasks of tesls <0 Mat Me respansas can provide evioence of lEaming progressan

szhools = (b} fomudste Nelpful camments, lgdored to Me ndnicusl needs of each soent 4

= (e)phe clear guidance on how 1o imorove
a2, How will the B. Sullicienty cetaled stelemants for guiding  Same countries (e g. Scatland) provide anly brosd leening
teaching and leaming deciEnns open to schools and teachers, whereas oiers (e.g., ouebec Ceaneda) provide detailed

I”HEHI@E“WHETTE as part of thair main cumcularmsuuk(}
thess aifferent . Balh broad sttemeants of prograssion and mora - ulures, Me sleps should “provice & context within which leachers
purposes? detailod framewniics of prograssion dasigned t fnk can select tesching and leaming snproaches Mat bidd Trom one step o Me next but that stil provide

tagathar significant freedom 1o offer engaging experiences that mateh their chidren and young people’s neesds.”

(Donslczan, p.67).

= 03 follows from 02 and is only relevant if the preferred possibilivy for 02 is B or C

+ Gountnas diffarm the extent o which ey provida mare dateded progressian framawarks end whare tey
ana Iocatad. For axample, Brirh Calumbia has quite broad curmcular
araa, but elso provida much mora specific sats of standands and expactations, aithough the latier are ina
separate document and ara for voluntary use in schoos.

+ Sama framawarks (ag, me Zealand and, in UK, tha CLPE Scalkas for Reading and Writing) exemplify
haw desailad af i thraugh studant work and pedegrgical
UItaNcE on aparoorisis naut =aps can b buit into professianal learmng matarisliactnities.

Views of AoLE Group?
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