= VT
A

‘

<

y
<

A

A CASE STUDY INTO THE ATTITUDES
AND VALUES OF TEACHERS AND
LEADERS TOWARDS
ENTREPRENEURIAL LEARNING IN
WALES

Submitted by;
KAY HUGHES - 1815896

Date of Submission
280 MAY 2025

A

y

4
y

A



This Dissertation is being Submitted in Partial Fulfilment of the Requirement
for the Degree of MA Education Leadership (Wales)

DECLARATION

This work has not previously been accepted in substance for any degree and is not
being concurrently submitted in candidature for any degree.

Signed: KHugfw,s (candidate)

Date: 24.04.2025

STATEMENT 1

This dissertation is being submitted in partial fulfilment of the requirements for the
degree of MA Education Leadership (Wales).

Signed: KHu,giw,s (candidate)

Date: 24.04.2025

STATEMENT 2

This dissertation is the result of my own independent work/investigation, except
where otherwise stated. Other sources are acknowledged by footnotes giving explicit
references. A bibliography is appended.

Signed: KHughzs (candidate)

Date: 24.04.2025

STATEMENT 3

I hereby give consent for my dissertation, if accepted, to be made available for
photocopying and for inter- library loan, and for the title and summary to be made
available to outside organisations.

Signed: KHug/w,s (candidate)

Date: 24.04.2025



Acknowledgements

I would like to express my thanks to all those who have supported me during the

course of this dissertation.

First and foremost, | wish to thank my supervisor, Elaine Sharpling, for her patience,
invaluable guidance, and encouragement throughout the research process. Her

expertise has been instrumental in shaping and completing this work.

This dissertation is dedicated to the memory of my father Kevin Hughes. His
unwavering love, encouragement, and belief in me gave me the motivation to keep

my promise of completing this dissertation.

Finally, I would like to thank everyone who has contributed to the completion of this

dissertation. Your support has made this achievement possible.



Abstract

This dissertation explores the attitudes and values of teachers and leaders towards
entrepreneurial learning in Wales. Qualitative approaches such as interviews and
guestionnaires were conducted to assess how teachers and senior leaders view
entrepreneurial learning and the impact that has on skill development for pupils in
Wales. The findings suggest that while there is a generally positive attitude towards
the concept of entrepreneurial learning, there is variation in how it is understood and
applied across schools. Many educators see its value in promoting creativity,
problem-solving, and independent thinking, yet report barriers such as time
constraints, lack of training, and inconsistent guidance. Leadership attitudes were
found to be particularly influential, with stronger emphasis placed on entrepreneurial
learning in schools where senior leaders actively supported and integrated it into the

broader curriculum

The research concludes that the successful implementation of entrepreneurial
learning depends largely on a shared understanding of what it means in practice,
adequate professional learning opportunities, including school to school and peer to
peer working, and strong institutional support. Without these conditions, the
embedding of entrepreneurial values into day-to-day pedagogy will remain

inconsistent.

The work contributes to the growing field of entrepreneurial learning and Careers
and Work-Related Experiences by offering insight into the perceptions and practical
challenges faced by educators in Wales. It provides a foundation for further research
and offers recommendations to policymakers and school leaders aiming to foster an

entrepreneurial culture within the education system.
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Chapter 1 — Introduction

In Wales, entrepreneurial learning plays a critical role in fostering innovation,
economic growth, and the development of a skilled workforce. As the country seeks
to diversify its economy and empower individuals to take on entrepreneurial
ventures, understanding the processes through which individuals acquire
entrepreneurial skills becomes essential. Entrepreneurial learning in Wales is
influenced by a range of educational initiatives, programs, and support systems that
aim to equip individuals with the necessary competencies to succeed in the dynamic
and competitive business environment (Gibb, 2005; Jones and English, 2004).
These learning processes are deeply embedded in both formal and informal
educational settings, where individuals are encouraged to explore entrepreneurial
opportunities, develop practical skills, and adapt to real-world challenges (Peterson
and Wu, 2021). In this context, the ability to adapt, acquire knowledge, and learn
from experience is key to nurturing a thriving entrepreneurial ecosystem in Wales

(Mwasalwiba, 2012).

Entrepreneurial learning, as defined by Peterson and Wu (2021) is a dynamic and
interactive process through which individuals acquire, create, and apply knowledge,
skills, and capabilities in the context of entrepreneurship. They emphasise the
importance of experiences where the process is considered iterative and contextual,
with learners continually adapting based on real-world challenges and feedback from
their entrepreneurial activities. Huddleston and Stanley, (2012) define the process of
acquiring these skills as work related learning whereby, through a range of
experiences, individuals develop the skills, knowledge, and competencies necessary

to perform effectively in the workplace. Although listing very similar list of skill



acquisition, the focus is on learning that is directly applicable to one's work tasks and
professional development. Career awareness as identified by Archer et al. (2013) is
the understanding and recognition of the range of career options, opportunities, and
pathways available to individuals, along with an awareness of the skills, knowledge,
and qualifications required to pursue these careers. Career awareness involves the
exploration of various career possibilities, gaining insight into the nature of different
professions, and understanding how personal interests, abilities, and values align

with potential career choices.

Entrepreneurial learning is increasingly seen as a vehicle for learning to further
develop creativity, innovation, and to secure the skills necessary to navigate an ever-
evolving economic landscape (Donaldson, 2015). In Wales, the educational system
has introduced entrepreneurial learning as a means to align with broader policy
goals, including economic development, social equity, and the enhancement of
employability skills for the future workforce (Welsh Government, 2021). However,
entrepreneurial learning is not only about the acquisition of business-related skills,
but also about cultivating a mindset that encourages critical thinking, problem-
solving, and adaptability, Jones and Iredale (2014), Nabi et al. (2018), and O’Leary

(2015).

The Welsh Government have made significant strides in integrating entrepreneurial
learning into its educational policies, notably through the introduction of the
Curriculum for Wales in 2022. This highlights the importance of preparing students to
engage with the complex, interdependent challenges of the 21st century, promoting
entrepreneurial competences across all stages of learning (HWB 2024, Stern,

Ferraro and Mohnkern, J, 2018). Despite these progressive developments, the



attitudes and values of the educators responsible for implementing this vision remain
relatively underexplored, particularly in terms of how teachers and school leaders

interpret and enact entrepreneurial learning in their classrooms and schools.

This dissertation aims to explore the attitudes and values of teachers and
educational leaders towards entrepreneurial learning in Wales, by investigating how
their perspectives influence the implementation of entrepreneurial education within
the classroom and the broader school curriculum. By using a case study approach
(Yin, 2018), this research seeks to draw upon qualitative research, including
interviews and surveys, conducted with senior leaders within an area of Wales.
Through this research, | aim to provide insights into how educators’ perceptions of
entrepreneurial learning influence its application, and the broader implications this
has for the success of entrepreneurship education initiatives within the region. The
study will also examine how these attitudes align with, or diverge from, the policy
intentions of the Welsh Government and whether any barriers or enablers to

effective implementation exist at the local level.

The research will contribute to a developing understanding of the factors that
surround educational institutions in Wales such as primary schools, providing
valuable insights for policymakers, educational leaders, and teacher educators who
are tasked with fostering entrepreneurial competencies in future generations. By
examining both the challenges and opportunities that are integral in this area, this
study will contribute to the growing body of literature on entrepreneurial education
and its practical implementation within a national context, with a particular focus on
how local educational systems can support the development of entrepreneurial

capabilities among the next generation of learners.



Chapter 2 - Literature review

This chapter aims to gain a comprehensive understanding of the current landscape
of entrepreneurial learning and its place in education by exploring a range of
literature related to entrepreneurial learning, work-related learning, and career
awareness. By reviewing existing studies, theories, and frameworks, this literature
review will contextualise the study within the broader body of research, identifying
gaps in the literature and highlighting key insights that may inform the
implementation of entrepreneurial learning in Wales and how this relates to
Curriculum for Wales (CfW). This literature review will serve as the foundation for the
research, providing a deeper understanding of the field and will help to structure the

research design.

Entrepreneurial learning is a field of study that seeks to understand the processes
through which individuals and organisations acquire, develop, and apply knowledge,
skills, and experiences to engage in lentrepreneurial activities (Pittaway and Cope,
2007). These activities may include market research, business planning, marketing
and promotion and financial management. Entrepreneurial learning is closely linked
to entrepreneurial education, which aims to equip individuals with the skills and
knowledge necessary to become successful entrepreneurs. While traditional
entrepreneurship education often focuses on formal instruction in topics like
business planning, finance, and marketing, entrepreneurial learning emphasises the
development of more intangible skills such as adaptability, resilience, and creativity

(Lackéus, 2015).



Entrepreneurial learning refers to the process by which entrepreneurs acquire
knowledge, skills, and attitudes that are necessary to recognise opportunities, take
risks, and navigate the challenges inherent in starting and growing businesses.
While the term "entrepreneurial learning" (Peterson and Wu, 2021: pp. 2357-2388) is
often used interchangeably with other terms such as entrepreneurship education
(Kuratko, 2005), entrepreneurial development, (Hisrich, Peters and Shepherd, 2017)
and career awareness (Archer et al, 2013), is distinct in that it emphasises learning
through experience, reflection, and experimentation rather than formal education
alone (Politis, 2005). It includes both cognitive and behavioural aspects and often
takes place in informal, experiential contexts, such as trial and error or exposure to
diverse networks (Gibb, 2002). For the purposes of this document, the term
entrepreneurial learning will be used to describe the process of knowledge
acquisition, skill development, and hands on learning experiences that support the

development of many entrepreneurial attributes.

The history of entrepreneurial learning in theory has evolved alongside the
development of entrepreneurship as a field of study. Early discussions about
entrepreneurship were rooted in classical economic theory. Within the works of
Jean-Baptiste Say (1803) there is an emphasis on the role of the entrepreneur in
allocating resources and driving economic activity. Slightly later, in 1934, Joseph
Schumpeter introduced the idea of the entrepreneur as an innovator. He highlighted
the importance of entrepreneurship in driving economic growth, often through the
process of creative destruction, where new products, services, or processes replace

older ones.



During the mid-20th century, there was a growing interest in teaching
entrepreneurship, especially in business schools. However, early entrepreneurship
education was largely focused on practical skills like business planning and
management, rather than on deep theoretical learning. In the 1980s and 1990s,
entrepreneurship scholars began exploring the learning process more explicitly. The
perception that entrepreneurship could be taught and learned through experience, as
opposed to merely being a fixed trait, became more prominent. David Kolb's
Experiential Learning Theory (1984) played a key role in entrepreneurial learning. He
argued that learning occurs through a cyclical process of concrete experiences,
reflective observation, abstract conceptualisation, and active experimentation. His
theory aligned well with the idea that entrepreneurs learn through real-world
experience, iterating and adapting their strategies as they go. Kolb’s theory has been
widely adopted to explain how entrepreneurs learn through the direct experience of
managing their ventures and reflecting on these experiences to form new

knowledge.

By the 1970’s Albert Bandura’s Social Learning Theory (1977), which focuses on
how people learn through observing and imitating others, began to influence
entrepreneurial learning. Entrepreneurs often learn through role models, mentors, or
peers, and their behaviours are shaped by the successes and failures of others in
their community. Social learning theory highlights the role of social interactions,
observation, and imitation in the learning process, (Hager 2013). This is especially
relevant in the context of networks, mentorship, and entrepreneurial communities,
where learning occurs through shared experiences and collaboration (Stewart and
Thomas, 2013). Through these networks, entrepreneurs gain access to resources,
advice, and knowledge that can accelerate their learning. Manfred, Gassmann, and

6



von Zedtwitz, (2012) explore this on a global scale and discusses how entrepreneurs
learn by exposure to various markets, cultures and business practices which
contribute to social learning and entrepreneurial development. This links with the
idea that social capital plays a key role in facilitating knowledge exchange and
fostering entrepreneurial learning (Jack and Anderson, 2002). However, Rae, (2006,
2010) provides an alternative perspective and suggests that entrepreneurial learning
is an active, self-directed process in which entrepreneurs construct their own
understanding of entrepreneurial activities through interaction with their environment.
This view emphasises the importance of context and personal reflection in shaping

the learning process.

More recent theories have highlighted the dynamic nature of entrepreneurial learning
(Teece, 2007). Entrepreneurs need to develop self-motivated capabilities to sense
opportunities, seize them, and reconfigure their business models in a constantly
changing environment. This requires continuous learning, adaptation, and
innovation. They argue that it is not a personal experience, it is shaped by the
business environment, social networks and market conditions. Entrepreneurs often
make decisions based on limited information, which can lead to either opportunities
or pitfalls (Shepherd, 2003). Other important skills such as, opportunity recognition,
and the ability to seize these opportunities can also provide positive experiences
within entrepreneurial learning. Shane, (2000) argues that a person’s ability to
recognise these opportunities are based on the individual’s prior knowledge and how
they perceive that information from their environment. Although, Busenitz, and
Barney (1997) offer the perspective of cognitive bias, and overconfidence bias which
can either drive entrepreneurs to pursue risky opportunities or lead to missed

opportunities because of misperceptions, therefore influencing their business



decisions. However, contextual factors and situated learning as explained by
Nambisan (2008) and Lichtenstein (2005), demonstrate how important the context is

in entrepreneurial learning.

More current day theories call attention to the importance of learning from failure.
Corbett, (2005) suggests that failure plays a critical role in the learning process for
entrepreneurs. By reflecting on and analysing mistakes, entrepreneurs can build
resilience and improve future decision-making. This ability to reflect on past
experiences is something that Boud (2013) identifies as being a crucial part of
learning. A growing body of research has emphasised that entrepreneurial learning
is deeply rooted in practice and reflection, with entrepreneurs often learning most
from their mistakes (Politis, 2005; Rae, 2006). Entrepreneurs often engage in a fail-
fast strategy, where they launch early versions of their products or services, learn
from the feedback and failures, and rapidly iterate, the quicker the entrepreneur can
learn from failures, the faster they can change and improve their business idea.
(Blank, 2013). Reflection is a critical element in the process of learning, as such
entrepreneurs engage in reflective practices to make sense of their experiences and
integrate new insights into their decision-making (Cope, 2005). The act of reflecting
on past successes and failures can help entrepreneurs develop a deeper
understanding of their behaviours and strategies, fostering continuous learning and

adaptation (Zimmerman, 2002).

The constructivist view of learning, championed by theorists like Lev Vygotsky and
Jerome Bruner, began influencing entrepreneurial learning. Constructivist theory
suggests that learners construct knowledge based on their experiences and social

interactions. In entrepreneurship, this view emphasises the role of social networks,



mentors, and communities in shaping an entrepreneur's learning journey, rather than
passively receiving information. It involves learners engaging with and interpreting
their environment, building on prior knowledge and refining their understanding
through new experiences. Vygotsky’s Zone of Proximal Development (ZPD) concept
suggests that learners can achieve higher levels of understanding when they are
guided by others. In entrepreneurial contexts, this aligns with the importance of
mentorship, networking, and social learning. However, Bransford et al., (2000)
suggest that this experience-based approach to learning may not be the most
effective approach for mastering complex or abstract subjects as it may not provide
enough of a structured, systematic approach for deep learning. Dunn and Griggs,
(2000) also highlight that experience-based learning may not sufficiently address
individual differences in learning styles or cognitive processing. Some pupils may
thrive in a constructivist learning environment, but others may find it confusing or

frustrating, especially if they have different learning preferences or needs.

Additionally, Bruner contributed significantly to the development of constructivism,
particularly when looking at learning through experiences. He believed that learning
is most effective when learners actively participate in discovering information, rather
than just receiving it (Bruner, 1960). In the context of entrepreneurship, individuals
learn by engaging with challenges, experimenting, and solving problems within real-
world contexts. Significantly, Bruner also introduced the concept of the spiral
curriculum, the idea that any concept can be taught to any leaner at any stage of
development providing it is presented in an appropriate way. In a spiral curriculum,
learning is revisited over time, with concepts being explored at increasing levels of
breadth and depth (Hattie and Yates, 2014). This allows learners to build on prior

knowledge and gain deeper understanding as they encounter the same ideas in



different contexts (Bennett and Lemoine, 2020). Although featuring many strengths
such as flexibility, and depth of learning, the spiral curriculum also can present
fragmented learning experiences which sees concepts being introduced early, but
not fully mastered before being revisited (Ramsden, 2003). This can lead to
significant gaps in learning (Ainscow, Dyson and Weiner, 2013). Smit and Fritz,
(2020) discuss that spiral curriculums can be inconsistent in their application and can
cause significant teacher workload through careful planning and resource
management. There is also argument to suggest that a spiral curriculum does not
suit every curriculum area or learner. Subjects that require sequential learning such
as mathematics may not be best taught in a spiral approach as learning in this area

often follows a building block approach (Leat and Lofthouse, 2019).

The Curriculum for Wales, (Welsh Government 2020), which will from here on be
known as CfW, marks a significant shift in the way education is delivered within
Wales. The curriculum aims to prepare students for the challenges of the 21st
century, fostering not only academic skills but also key competencies such as critical
thinking, creativity, and entrepreneurial thinking, (Donaldson, 2015). As part of this
reform, the aim so to give greater emphasis to the development of skills, alongside,
or embedded in, a traditional subject or ‘area of learning’ approach. A school’s
curriculum should enable learners to gain experiences related to work and careers,
developing knowledge of the breadth of opportunities available to them throughout
their lives (Welsh Government 2020). Careers and work-related experiences
(CWRE) enable learners to develop their knowledge, skills and understanding in
preparation for the world of work. The inclusion of CWRE within the curriculum has
been driven by the increasing recognition that students entering the workforce are

often lacking key skills essential for success in the modern economy (Neck and
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Greene, 2011). As traditional education systems have focused heavily on academic
knowledge and there has been growing concern that young people are not
adequately prepared for the challenges and opportunities they will face in a rapidly
evolving, globalised, and digital world, (OECD, 2017). Careers and Work-Related
Experiences (CWRE) within CfW involves more than just business education, it is
the intention of the curriculum to develop a mindset that encourages creativity and
innovation, critical thinking and problem solving, personal effectiveness and planning

and organising (Welsh Government, 2020).

There is a clear and complementary relationship between entrepreneurial learning
and Careers and Work-Related Experiences (CWRE) within the Curriculum for
Wales. Entrepreneurial learning fosters key transferable skills such as creativity,
resilience, critical thinking, and problem-solving (Gibb, 2005; Rae, 2007). Both areas
aim to prepare learners for the world of work by developing adaptability, initiative,
and an understanding of value creation in both social and economic contexts
(OECD, 2018). CWRE supports learners in exploring the world of work, building
career management skills, and connecting with employers, while entrepreneurial
learning encourages them to identify opportunities and develop innovative responses
to real-world challenges (Welsh Government, 2020). Integrated enterprise activities,
such as setting up a business or engaging in community problem-solving projects,
offer meaningful opportunities to embed CWRE outcomes in authentic contexts
(Jones and Iredale, 2010). This aligns with the Curriculum for Wales’ ambition to
develop "enterprising, creative contributors, ready to play a full part in life and work"
(Welsh Government, 2020). In addition, it reflects the growing importance of an
entrepreneurial mindset not only for entrepreneurs but for all learners navigating an

increasingly complex future world of work (European Commission, 2016).
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The development of curriculum for Wales aligns to wider worldwide thinking.
Countries such as the United States of America, Malaysia, Denmark, Finland and
Iceland all have their own way of developing curriculum approaches to developing an
entrepreneurial mindset and development of skills. In the United States, educators
use Science, Technology, Engineering and Maths (STEM) activities to teach
essential skills such as creativity and problem-solving skills (Morris and Kaplan
2014). Where as in Asia, entrepreneurial learning is driven by a combination of
government initiatives, university programs, and private sector involvement (Ministry
of Education Malaysia, 2018). In many other countries, entrepreneurship is
increasingly being woven into curricula at all educational levels, with a focus on
fostering innovative mindsets, problem-solving skills, and practical business

knowledge (Kim and Lee, 2020).

In Nordic countries such as Denmark, Finland and Iceland entrepreneurial learning
has been a key focus for many years, with these countries consistently ranking high
in global innovation and entrepreneurship indices (Dal et al., 2016), Denmark places
a strong emphasis on fostering entrepreneurship from an early age. The Danish
government has introduced a number of entrepreneurship education programs at
primary school level where pupils engage in project-based learning, allowing
students to work on real-world problems and come up with innovative solutions

(Danish Ministry of Education 2019).

These countries have all developed different ways of ensuring that entrepreneurial
education in schools plays a pivotal role in preparing their learners for the world of
work through different systems and practices across all ages from primary schools to

colleges and universities. Increasingly, educational programs are incorporating
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experiential learning elements such as internships, business incubators, and
entrepreneurial simulations, which allow students to engage directly with the

entrepreneurial process (Fayolle and Gailly, 2008).

In Wales, headteachers and senior leaders responsible for curriculum design are
increasingly recognising the importance of social capital in developing and delivering
the curriculum, particularly within the context of entrepreneurial learning, (OECD,
2020). Research indicates that incorporating social capital into entrepreneurial
finance education enhances students' understanding of the role of networks and
relationships in business success, (Eric, 2016). Additionally, studies have shown that
social capital plays a crucial role in driving entrepreneurial learning and education,
highlighting the significance of social networks in fostering entrepreneurial growth
(Haj Youssef, 2023) These opportunities to create learning networks and to engage
further within their own communities plays a critical role in shaping educational
experiences (Barton and Levstik, 2015, Fielding, 2013 and Walker and Dallimore,

2021).

By incorporating social capital into the curriculum, headteachers aim to help students
develop essential skills such as collaboration, communication, problem-solving and
independence (Bourdieu, 1986). Independence and pupil’s ability to encounter
challenge within the classroom with resilience and motivation is something that has
been a focus of Estyn across Wales. Between 2022 and 2023, 219 schools were
inspected by Estyn. It was found that 29% of these schools had received
recommendations relating to improving opportunities for learners to develop their
independence, and 21% received recommendations related to improving the level of

challenge provided during learning opportunities (Estyn, 2023). There has been

13



much research and reporting to suggests that pupils’ in Wales lack some of the
integral skills required such as problem solving, adaptability and critical thinking,
(Unis Wales, 2021, Future Generations Commissioner for Wales, 2021, Institute for
Fiscal Studies (IFS), 2024, OECD, 2016). This aligns with broader educational
policies in Wales, which emphasise the need for entrepreneurial learning to enhance
employability and equip students with the skills necessary for the modern workforce,
(Welsh Government, 2022, Hwb, 2021, Future Generations Commissioner for
Wales, 2020). Through collaborative partnerships, mentorship programs, and
exposure to real-world challenges, headteachers are aiming to create an
environment where students can build the social capital necessary to thrive in future

careers, while also enriching the community.

However, there are some challenges that educators face when trying to address the
issue of developing some of these skills. Studies have shown, that in some cases
where pupils hold biased assumptions and have narrow aspirations further in life can
influence the academic effort they exert in certain lessons, the subjects they choose
to study, and the jobs they end up pursuing (Kashefpakdel and Rehill, 2018; Young,
2014; Gutman and Akerman, 2008). Further exploration in this area has also shown
that the careers pupils aspire to, may be ones that they are most familiar with
because of their family or their socio-economic backgrounds (Howard et al., 2015;
Huddleston and Stanley 2012; Flouri and Pangouria 2012). Research conducted by
Kirkwood (2006) goes further and suggests that parents in certain jobs can highly
influence the career aspirations of their children, for example within farming families.
In certain areas of higher deprivation and rurality, pupils may have limited options or
awareness of the career prospects that are available to them. In some cases, pupils

are born into families where the expectation is to continue the family business
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(Sullivan 2002). By developing a curriculum that is rich in entrepreneurial
opportunities and experiences there is opportunity to raise career aspirations, or to
raise knowledge and understanding of diversification in order to improve an existing

business (Fayolle and Gailly 2015).

Schools and education settings also have the challenging job of creating
environments where effective entrepreneurial learning can take place. According to a
study by Morris et al., (2013), senior leaders who understand the value of
entrepreneurial learning are more likely to create environments that encourage
innovation and experimentation. They focus on fostering skills such as leadership,
resilience, creative thinking, and problem-solving and support staff in integrating
these concepts into their teaching practices (Gibb, 2005). While some leaders view
formal education as a vital tool for shaping future entrepreneurs, others prefer
informal learning methods that emphasise mentorship, networking, and real-world
problem-solving (Leitch, 2006). In entrepreneurial organisations, senior leaders often
lead by example, taking on roles as mentors or coaches to guide their teams through

challenges (Hannon, 2006).

There is a growing amount of research which links entrepreneurial learning with
entrepreneurial leadership. Rauch and Frese (2016) discuss the distinction between
more traditional managers, who control processes, and leaders, who drive change,
which further outlines the differing traits between traditional leadership and
entrepreneurial leadership. Weick and Sutcliffe, (2015) conclude that school leaders
are increasingly responsible for pedagogical implementation and priority planning. It
is this link between leadership style, priority planning and autonomy of teaching staff

that ultimately build together to create the entrepreneurial climate across the school.
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Gupta, et al., (2004) explores the idea that a headteacher who embodies the
attributes of an entrepreneurial leader, operates like an entrepreneur, who inspires
change and innovation. Their ability to innovate and adapt helps to support their
school to continue to thrive and develop under ever increasing pressures. For
example, where a school may be facing financial challenges, an entrepreneurial
leader may find creative ways in sourcing additional funding avenues such as
fundraising or leasing available building or sporting facilities. Mamabolo, (2020)
provides valuable contribution to the understanding of how headteachers in school
can act as entrepreneurial leaders to secure alternative funding sources for their
schools to help with school funding issues. Although, with existing pressures such as
managing complex behaviour and safeguarding needs, (Egan, 2021), Additional
Learning Needs (ALN) transformation, curriculum reform (Welsh Government, 2020),
school policies, performance management (Bush, 2020), managing budgets
(Institute for Fiscal Studies, 2022), ensuring well-being of staff (NAHT, 2022), and
inspection processes (Estyn, 2023), finding time to create fundraising opportunities

or to explore grant options may be challenging.

An additional constraint to the implementation of a curriculum that fully embraces
entrepreneurial learning are the implications of the pedagogical principles that are
required when teaching. Many of the teaching approaches and experiences that are
relevant when delivering entrepreneurial learning, such as linking in with existing
businesses (Gibb, 2005)., visits and trips, community projects (European
Commission, 2016), cross curricular projects, (Bell, 2010) and digital enterprise
activities require additional materials and resources and can incur an additional cost
to the school, which as previously mentioned is already an existing challenge facing

schools across Wales. Leitch, (2006) highlights how educational policies may not
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always prioritise entrepreneurial education which could make it more challenging to
implement entrepreneurial learning purposefully across the curriculum when there is
financial demand elsewhere. This could be said for Curriculum for Wales as a whole,
Power, Newton and Taylor, (2020) highlight the cost implications of a curriculum that
requires increased resourcing and enrichment activities. Not only is there more
demand on the teaching profession in terms of implementation, but a significant
amount of funding is required to ensure teachers have the knowledge and skills to

make it work.

A feature of the introduction of CfW is increased autonomy for teachers (Donaldson,
2021). Kivistd, and Kivinen, (2023) argue that when educators have the freedom to
tailor their teaching methods and curricula, they can create exciting and innovative
learning experiences that encourage entrepreneurial skills among pupils. Teachers
with greater autonomy can adapt and exceed curriculum expectations, this can lead
to more effective entrepreneurship education (Kivisto, et al, 2023). This flexibility
allows for the integration of diverse teaching strategies that align with authentic and
purposeful entrepreneurial practices (Sommarstrém,et al 2021). However, according
to a study by Pearson (2019), teachers in certain areas reported feeling
overwhelmed by the responsibility of creating lessons and assessments from scratch
due to a lack of pedagogical training in creative teaching methods. Jones and Iredale
(2010) offer the opinion that many educators are not equipped with the knowledge,
skills and confidence to teach entrepreneurial concepts. Highfeild and Lee (2021)
suggest that the majority of classroom teachers just do not appreciate the
significance of entrepreneurial learning and therefore favour traditional teacher led
learning that can be assessed and monitored more closely. Toutain et al.,(2017)
suggests that educators would prefer to hold back on the implementation of

17



entrepreneurial learning and continue to use schemes of work and structured
approached to knowledge development rather than skill progression. Kirkley (2017)
and Lackeus (2015), reflect on how this over reliance on subject assessment can
oppose cross curricula approaches experienced in entrepreneurial learning and it is
the conflicting pedagogical approaches that is to blame for the lack of effective
teaching in this area. Fejes, Nylund and Wallin (2019) discuss ways in which
teachers lack understanding of entrepreneurial education and that educators need

time, resources and training to enable this type of pedagogy.

One way that teachers are being supported in Wales to implement CWRE is through
Careers Wales. Careers Wales is a Welsh Government funded organisation that
provides careers advice and guidance about the world of work. It provides initiatives
such as the Young Entrepreneurs Program (Careers Wales. 2021) and it has
partnership with businesses across Wales. It aims to connect students with real-
world entrepreneurial experiences, helping them develop practical skills such as
problem-solving, innovation, and resilience (Careers Wales, 2021). Furthermore,
Careers Wales aids in overcoming barriers faced by students in rural or economically
disadvantaged areas, where traditional career paths may dominate, by highlighting
entrepreneurial opportunities and providing the guidance needed to pursue them
(Careers Wales, 2024). However, for entrepreneurial learning to be fully integrated
and effective, there needs to be continued collaboration between organisations of
expertise such as Careers Wales, schools, and local businesses. This, alongside a
concerted effort to change cultural perceptions and raise aspirations in regions with
deeply ingrained traditional career values will help develop entrepreneurial learning
become a purposeful and embedded part of Curriculum for Wales. During 2023,

Careers Wales worked alongside educators across Wales to develop an audit tool
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for schools and an educator support resource to help support schools in idea
generation and planning processes for entrepreneurial learning that focused on more
than the traditional financial literacy-based learning activities, (Careers Wales, 2024
and Welsh Government 2024). Resources like this give purposeful direction for
educators and senior leaders to monitor whole school progress against concrete
milestones in relation to entrepreneurial learning. This would go some way in

addressing the concerns raised earlier in this document.

Despite CfW detailing a curriculum that is adaptable and responsive to learners'
needs that allows educators the autonomy to tailor learning experiences, fostering a
dynamic and personalised educational environment, Fayolle, (2013) discusses the
lack of flexibility within the curriculum, highlighting that there are still many of the
same demands of the previous curriculum within the new. These include
standardised testing requirements (Hayward and Williams, 2021), subject specific
goals (O’'Donovan and Hughes, 2020), evidencing progression, (Welsh Government,
2023), and inspection processes (Estyn, 2024). This can make it increasingly more

difficult for educators to prioritise and integrate entrepreneurial learning purposefully.

In addition, CfW discusses skills such as creativity, personal effectiveness and
innovation as essential skills for pupils to develop within it's CRWE’s, however, these
skills are dynamic, subjective, and context-dependent, making them difficult to
measure with traditional assessment methods (Kaufman, and Sternberg, 2010).
Creativity encompasses a broad range of abilities, including originality, flexibility, and
flair (Gérdg, and Toth, 2021). Similarly, personal effectiveness, which includes skills
like self-regulation, resilience, and time management, requires holistic assessment

methods that account for the nuances of personal growth and behavioural change
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over time, which may not be easily quantifiable (Zimmerman, 2002). Innovation, too,
is a complex skill that extends beyond novelty and originality to encompass the
application and implementation of new ideas, processes, or products (Gergen,
2009). Assessing these skills demands an understanding of not only how the idea
was generated but also its practical application, often requiring longitudinal
evaluation (Thomas, 2000). As a result, educators must use a variety of assessment
strategies, such as portfolios, project-based evaluations and self-assessment, to
capture a fuller picture of a learner's abilities (Bae, et al., 2014). Despite these
efforts, ensuring fairness and consistency in assessing such skills remains a
considerable challenge, as these assessments are often influenced by personal
biases and the inherent subjectivity of the skills being evaluated (Pittaway and Cope
2007). This becomes even more difficult when trying to demonstrate this learning

process and the progression of skills to stakeholders (Neck and Greene, 2011).

The pressure to improve standardised test scores or meet government-imposed
educational targets can result in entrepreneurial learning being side-lined or being
completed as a one-off event. The uncertainty about entrepreneurial learnings long-
term impact on students’ career outcomes and employability could also play a part in
the importance it is given within teaching and curriculum time (Martin et al., 2013).
This could in turn provide reason as to why there may be some reluctance from staff,
parents, or even students to new teaching methodologies such as project-based
learning (Bell, 2010), which is often used in entrepreneurial education (Fayolle,and
Gailly, 2008). Managing this resistance can be difficult and creating a culture of
entrepreneurial practices can take time to develop and become embedded within the
staff base (Henry. et al., 2005). This can stem from a traditional view of education

that prioritises academic subjects over practical, experiential learning (Hannon,
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2006). Some educators may be hesitant to adopt unfamiliar teaching methods or to
move away from traditional pedagogies that emphasise content delivery over skill
development, in concern of challenges around standards from external stakeholders

(Bae et al., 2014).

Rae, (2007), argues that for entrepreneurial education to be truly effective, it often
requires collaboration with local businesses and the wider community. However,
headteachers may face challenges in establishing these connections. This could be
due to logistical barriers or a lack of available networks, particularly in rural areas of
Wales (Almond, 2023). Partnerships with local businesses and entrepreneurs can
provide valuable real-world learning experiences for students, but building these
connections can be time-consuming and may require expertise (Jones and English,
2004). This is also something that Cunningham and Lischeron, (1991) draw upon
when looking at the cultural barriers some schools face where there is difficulty in
convincing pupils and parents that entrepreneurial skills are important and valuable
(Howard et al., 2015). In some regions there may be a strong focus down certain
career paths such as agricultural and food production which would require changing

a deeply ingrained cultural values and perceptions (Basnet et al., 2023).

Entrepreneurial learning is a multifaceted and dynamic process that is shaped by a
range of personal, social, cognitive, and contextual factors (Kolb, 1984; Rae, 2005).
Entrepreneurs learn not only from their own experiences but also through
interactions with others (Bandura, 1977), reflecting on their actions, and adapting to
their environment. Theoretical models such as experiential learning (Kolb, 1984),
social learning (Bandura, 1977), and constructivist frameworks (Piaget, 1973)

provide valuable insights into how this process unfolds. These models emphasise
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the role of active reflection and social interaction, which are central to the

entrepreneurial learning journey (Cope, 2003).

Curriculum for Wales (CfW) encourages the development of essential skills for the
future, which aligns with developing entrepreneurial mindsets among students (Rae,
2007). This could help bridge gaps in career opportunities, particularly in rural areas
where traditional industries like agriculture dominate (Jones and Williams, 2016).
Collaborations with local businesses could provide real-world learning experiences
and enhance entrepreneurial education (Hannon, 2005). However, challenges such
as teacher preparedness, cultural resistance, and the risk of fragmented
implementation must be addressed (O’Doherty, 2017). Overcoming these barriers
requires comprehensive teacher training, a clear and consistent framework, to shift
cultural perceptions of entrepreneurship, ensuring that students across Wales have
equal opportunities to develop entrepreneurial skills that are essential for the modern

economy (Kuratko, 2017).

The teaching of entrepreneurial skills in Wales offers both opportunities and
challenges. With the recent curriculum reform and the demand for educators to
developing broader skill sets in schools, incorporating entrepreneurial education
could have an important influence on students’ ability to thrive in an evolving, global
economy (Welsh Government, 2020; Rae, 2007). However, the successful
implementation of entrepreneurial skills in Welsh schools requires careful
consideration of the region’s unique socio-economic and cultural context (O’'Doherty,
2017). Understanding these local factors is essential to ensure that entrepreneurial
education is relevant and effective, while also addressing the diverse needs of

learners across Wales (Rae, 2005)
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Chapter 3 - Methodology

This chapter aims to set out how the research design has gathered data to answer
the research question. A case study approach (Hamilton and Corbett-Whittier, 2023)
was chosen to explore the attitudes and values of teachers and educational leaders
towards entrepreneurial learning within a specific educational context. This allowed
for an in-depth examination of the complexities within a single area of Wales,
providing valuable insights into the dynamics and perspectives of the participants
involved (Yin, 2018). Questionnaires (Stevens, 2023) and follow on semi structured
interviews (Kakilla, 2021) were used to collect broad, quantitative data from a larger
sample, providing an overview of participants' understanding, attitudes and values

towards entrepreneurial learning.

When conducting this research, every effort was made to adhere to ethical standards
to protect the rights and welfare of participants. All participants were fully informed
about the purpose of the study, and their consent was obtained prior to participation.
The research adhered to the ethical guidelines established by the British Educational
Research Association (BERA, 2024). Participants were given the option to withdraw
from the study at any point without facing any consequences. Confidentiality and
anonymity were ensured by assigning unique identifiers to participants and
anonymising all data, including the names of schools involved. Data was stored
securely in password-protected files and will be retained for five years before being
destroyed in accordance with data protection regulations. Additionally, the study was
designed to minimise any potential harm or discomfort to participants by ensuring the
questions were non-invasive and that the research was conducted in a respectful

and supportive environment. These ethical considerations were integral to
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maintaining the integrity and trustworthiness of the research process (Israel and Hay,

2006).

When detailing this research methodology, it is important to recognise the
positionality of the researcher. This can include the researcher’s social identity,
background, and personal experiences and how that can influence how they
approach, interpret, and analyse their research (Creswell, 2013). In the context of
this research, | am the headteacher of one of the schools within the cluster of
schools being included within the sample. This offers a particular perspective when
considering positionality especially in relation to insider and outsider research
(Paechter, 2012). In qualitative research, the insider position refers to a researcher
who is a member of the community, group, or culture they are studying. This
positionality can be based on shared ethnicity, profession, language, experience, or
other social characteristics. According to Asselin, (2003), it offers particular
advantages in terms of access, trust, and cultural understanding. An advantage of
being an insider researcher is the ability to communicate and navigate the social
expectations of the group of people you are including within your research. This can
result in deeper insights and more authentic data (Brannick and Coghlan, 2007).
Participants may feel more comfortable sharing sensitive or personal information
with someone they view as an insider, which can improve the depth and quality of
data collection (Chavez, 2008). This comes from the insider having an intuitive grasp
of group dynamics, implicit meanings, and local context, allowing them to interpret
data in ways that outsiders might overlook (Trowler, 2011). However, the insider
position is not without its limitations. Insiders may face challenges related to
overfamiliarity, taking knowledge for granted or failing to critically examine shared

practices (Mercer, 2007). There is also a risk of bias, where personal beliefs or
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emotional ties interfere with objective analysis (Unluer, 2012). As such, reflexivity,
where the ongoing critical reflection on the researcher’s role and impact on the

research, is essential to mitigate these risks (Berger, 2015).

In the case of this research, | as the Headteacher hold a position of leadership and
influence, allowing for a deeper understanding of the school community and its
dynamics (Bryman, 2016). The insider status provides direct access to key
stakeholders, such as teachers, students, parents, and local businesses, facilitating
rich, contextual data collection (Stake, 1995). Although Saidin and Yaacob, (2016),
highlights that being embedded within the cluster community might lead to biased
views or the increased risk of overlooking negative aspects of entrepreneurial
learning within the cluster. This could compromise the objectivity of the research,
making it harder to critically assess the effectiveness of entrepreneurial initiatives

that professionals discuss (Bryman, 2016).

In order to address any potential limitations, steps have been taken to mitigate the
influence of bias and to ensure the research maintains academic rigour. While a
preference for entrepreneurial learning methods may influence how it is implemented
within my own school, efforts have been made to approach the study with critical
self-awareness. As a headteacher, my involvement in decision-making processes at
a school level allows for valuable insights into the practicalities of embedding
entrepreneurial learning within the curriculum (Kuratko, 2017), but that is not to say
that this is the same in every school within the cluster. By being a practitioner and a
researcher within this study there is the potential for tension to be created,
particularly if findings challenge established school priorities or reveal shortcomings

in current approaches (Haynes, 2012; Bryman, 2016).
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There may also be ethical concerns if the research reflects negatively on the school
or cluster. This could place me in a challenging position between my leadership
responsibilities and the research objectivity (Simons, 2009). In recognition of these
dynamics, the study adopts a reflexive approach throughout, acknowledging the
influence of my positionality and taking steps to enhance transparency and credibility
(Holmes, 2020; Bourke, 2014). The use of open-ended interview questions has been
deliberately chosen to invite a range of perspectives, minimise assumptions, and
encourage participants to voice their views freely, thus helping to reduce the risk of

partiality in both data collection and analysis.

This research adopts a case study approach, a qualitative research strategy that
provides an in-depth, contextual examination of a specific instance, event,
organisation, or individual over a defined period of time (Thomas, 2021). Case
studies are particularly effective for exploring the complexities and dynamics within a
single setting, offering rich insights into a particular context (Smith, 2019). This
approach allows for a focused investigation of a limited range of people, situations,
or themes, while also providing flexibility in addressing multiple aspects of the
phenomenon under study (Yin, 2018). A case study is deemed appropriate for
research where the researcher aims to seek trends (Denscombe, 2012), and a
collation of many perspectives through a number of data collection methods or
through the creation of multiple accounts from a single method (Flick, 2018). Where
research involves an in-depth, contextual analysis of a specific instance,
phenomenon, or situation case studies are particularly valuable (Creswell, 2013). As
such, case studies can help to gain a deeper understanding of complex issues within
their real-life context (Simons, 2014), which is particularly pertinent in a school

setting where context is important.
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However, Thomas (2021) cautions about how findings through case studies cannot
be generalised to reflect the views and values elsewhere. Case studies focus on a
single instance or a small group of cases, which may not be representative of the
larger population and can be difficult to replicate in other areas. Yin (2018) identifies,
there are no particular standardised techniques to conducting a case study and
conducting them requires a range of skills and flexibility. This makes the reliability
and objectivity of them sometimes questionable. To address this, the study prioritises
analytical generalisation rather than statistical generalisation, aiming to develop
transferable insights that may be relevant to similar contexts (Holmes, 2020).
Additionally, the use of multiple data sources, including both questionnaires and
semi-structured interviews, supports triangulation, enhancing the credibility and
trustworthiness of the findings (Creswell and Poth, 2018). In addition, keeping clear
documentation of the research process, including how data was collected, coded,
and analysed, strengthens the study’s transparency and replicability, addressing
concerns around subjectivity and methodological rigour (Creswell and Poth, 2018).
Furthermore, Baxter and Jack, (2020) argue that case studies can be highly
subjective, this is due to the findings relying heavily on the researcher’s interpretation
of the data. Researchers may unintentionally allow their personal biases,
assumptions, or preferences to influence their analysis and conclusions. In order to
minimise these risks reflexive practices have been adopted, these include being
transparent about positionality, and actively considering how personal beliefs or roles
may influence data collection and interpretation (Bourke, 2014). Another limitation to
the case study approach is the time taken to conduct them, Simons, (2009) identifies
how case studies typically require extensive data collection, often over a long period

of time. This can be resource-intensive, requiring significant time, effort, and access
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to people or organisations involved in the case. In order to reduce this, convenience
sampling and questionnaires were used to access a greater number of participants

in a shorter amount of time.

Initial data collection took the form of a questionnaire, these are appropriate for
conducting research across a number of different school settings as they are easily
disseminated (Gray 2022). This is supported by Denscombe, (2014) who explains
that the use of questionnaires for research is effective as they are inexpensive to
administer, they can reach a large number of people quickly and that all participants
receive the same questions in the same format, which enhances consistency and
reliability. Furthermore, Rea, and Parker, (2014) identify that by using anonymous
guestionnaires, respondents are more likely to provide honest answers. Although,
Fowler, (2014), raises caution in using questionnaires as they can have low
response rates, this can be particularly relevant when educators have high traffic
email in boxes and are already under time pressures from their day to day role in the
classroom. In order to mitigate this, email requests to participate in the research
were sent to Headteachers of the schools to disseminate to their teachers. Research
conducted by Shih and Fan, (2009) suggest that in educational research, existing
relationships or personalising communication can be an effective strategy to improve
participant engagement and data quality. Where there is the potential for the
respondent to misinterpret the question wording or intent, (Oppenheim, 2000), the
use of semi-structured questionnaires were used to allow respondents to expand or

add further information to the information given on their questionnaire.

In this example, a case study, that uses questionnaire and semi structured interviews

was a particularly suitable research approach due to its capacity to provide an in-
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depth and contextualised understanding of complex educational phenomena. This
method is well-suited for exploring contemporary issues within real-life settings
where the boundaries between the phenomenon and its context are not clearly
defined (Yin, 2018). In the context of this research, which examines teachers’
attitudes and values towards entrepreneurial learning within a specific school cluster,
the case study allows for a holistic examination of practices, perceptions, and
interactions as they naturally occur. It facilitates the collection of rich, qualitative data
from multiple sources, such as questionnaires and semi-structured interviews,
enabling a comprehensive understanding of participants’ experiences and meanings
(Stake, 1995; Thomas, 2021). Furthermore, the case study’s flexibility supports both
inductive and deductive reasoning, allowing the researcher to explore emerging
themes while also engaging with existing theoretical frameworks. This makes it
particularly useful for educational research, where nuanced and context-dependent
insights are often needed to inform practice and policy (Gray, 2021). As such, the
case study approach aligns closely with the aims of this research, providing depth,
relevance, and the opportunity to generate meaningful, practice-informed

conclusions.

In order to recognise and mitigate some of the difficulties listed above, such as
access to participants, it was important to adopt an appropriate type of sampling. |
selected convenience sampling, a type of non-probability sampling (Clark, 2021) due
to its practicality and efficiency, particularly given the time and resource constraints
of the study (Etikan, Musa, and Alkassim, 2016). As a headteacher of one of the
schools within the cluster, it enabled me to seek the views and opinions of teachers
and leaders in other schools in a similar geographical area. It also enabled me to

reach a wide range of people through a trusted network of fellow professionals. In
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support of this, Creswell, (2014) discusses how convenience sampling is effective
when doing exploratory research as it can help to gather initial thoughts and insight
before conducting a more representative study. However, using convenience
sampling limits the ability to generalise the findings from the research (Rivera, 2019).
Despite these limitations, convenience sampling was deemed appropriate for the
exploratory nature of the study and its focus on gaining initial insights into the

research topic.

The sample used for this research consisted of nine primary schools which are
geographically closest to my own school and where all pupils from these schools’
transition to the same secondary school. This cluster of schools have worked
together since the amalgamation of the secondary school in 2018. Which saw two
secondary schools join together, and therefore brought together the nine primary
schools into one cluster. The cluster is unique in the number of schools that work
together, which can make cluster working quite challenging, and the types of school
within it. Within the cluster there are large town primary schools, smaller rural
schools and both English and Welsh language streams. Although, for the purposes
of this study, there is the opportunity to seek the values and attitudes of many

educators and leaders about how they view entrepreneurial learning in their setting.

Since the introduction of CfW to develop a shared approach to teaching, learning
and progression has been the main focus of the cluster when working together. This
means that leaders and teaching staff within the schools have received the same
information and training around entrepreneurial learning and all have access to
similar amenities in the area. Although how this information has been interpreted and

how well these opportunities have been utilised has yet to be reviewed.
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Table 1.1 sets out the contexts of the nine primary schools and one secondary

school that has contributed to this study. The table provides contextual analysis of

each school compared to the national average across Wales. This includes data

including the percentage of children receiving free school meals (FSM), pupils who

have been identified within the setting as having additional learning needs (ALN),

pupils who have English as an additional language (EAL) and the attendance figures

from the school. This data has been included to reflect the socio-economic and

demographic context of the school and how they compare across the sample group.

Table 1.1
Pupils on % FSM % ALN % EAL Attendance
roll
National Average 18.4% 15.8% 5.6% 88.9%
School A 58 3.4% 15.5% 1.74% 97.3%
School B 143 15.3% 11.6% 8.1% 91.25
School C 207 28.1% 27.7% 10.4% 94.7%
School D 204 31.2% 28.4% 9.6% 89.4%
School E 113 14.2% 17.3% 5.3% 91.2%
School F 210 11.6% 26.4% 8.7% 93.4%
School G 93 10.8% 9.6% 2.3% 92.0%
School H 52 10.9% 12.4% 4.6% 90.4%
School | 39 12.4% 14.2% 1.5% 93.4%
School J 976 16.3% 28.7% 9.4% 86.2%

*Data collected from school census information - Welsh Government 2022.

The number of schools included in the research offer a varying type of school

including small rural schools, larger town schools and a large secondary school. The
varying types of school within the sample size offer a range of settings and therefore,
offer a heterogeneous sample (Bryman, 2021). Whereby data collected draws upon
the views of a group of teachers with a range of experiences and teaching style that

each bring their own opinions and values to the study. This is important when looking
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at teachers values towards entrepreneurial learning and their attitude towards it. In
addition, it helps to evaluate if the values and attitudes are shared or where there are
differences, why that may be. Teachers with different experiences and styles bring
varying approaches to the classroom. Some may be more traditional in their

methods, while others might be more innovative or pupil led.

This range helps ensure that the study reflects a broad spectrum of educational
practices rather than just one approach which adds validity, inclusivity, and
applicability of the findings. This provides a holistic understanding of educational
phenomena and avoids biases associated with narrow sampling (Creswell and Poth,
2018). Additionally, gathering a breadth of opinions supports triangulation,
strengthening the credibility and reliability of the research outcomes by cross-
verifying data from multiple sources (Denzin, 2017). This ultimately leads to more
contextually relevant and actionable findings, promoting evidence-based practice

that reflects the complexities of real-world educational settings.

Participants in this research were headteachers, senior leaders, department leaders,
and teachers from primary and secondary schools. Participation within the research
was by invitation and dependant on informed consent. Bryman, (2016) identifies that
when participation within research is voluntary, often, participants who are motivated
and interested in the research topic are more likely to respond, which can give
valuable insight and data. Saunders, Lewis, and Thornhill, (2016) highlight that when
participants choose to take part in the study, it ensures their autonomy and reduces
the risk of coercion, it can also make recruitment easier (Fowler 2014). However,
Etikan, Musa, and Alkassim, (2016) highlight the potential risk of self-selection bias

where voluntary participants do not represent the broader population and that those
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who chose to participate may have particular characteristics, interests, or
experiences that differ from those who do not volunteer. This can undermine the

generalisability of the conclusion.

In case studies where, in-depth opinions and perspectives of a relatively small
number of people are collected, it is suggested that a questionnaire with open ended
questions is used. The responses to these can then be reviewed and used as part of
a further group discussion or focus group (Knight, 1999; Thomas, 2017; Gray, 2021).
Questionnaires were created and distributed using Microsoft Teams which is a
programme that is used within the cluster to support user participation. The
guestionnaires contained both open and closed questions, allowing participants to
expand on their responses if they so wish to do so, an approach used by Weinberger
& Shonfeld (2018), allowing for comparison between the qualitative and quantitative

data which strengthened the interpretation of the results.

A cascade method was used to disseminate questionnaires to participants who took
part in the research. Cohen et al., (2018) identify that distributing questionnaires via
trusted intermediaries allows researchers to reach large numbers of participants
without direct contact. This was particularly useful when considering the number of
individuals in different settings | was aiming to reach. Requests to participate were
sent to the Headteachers of the school via email with an explanation of the research
and the expectations of the participants with the view that Headteachers
disseminated the survey to their staff. However, as identified by Gray (2022), there is
no guarantee that these questionnaires will be disseminated once sent which can

affect the response rate and then the validity of the findings.
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In addition to using questionnaires, semi structured interviews were also used to gain
a further in depth understanding of both teachers values and attitudes towards
entrepreneurial learning. Patton, (2015) explains that interviews allow researchers to
explore complex, feelings, and attitudes in greater detail. Whereas Kvale and
Brinkmann, (2015) identify that by conducting face-to-face interviews, researchers
can probe further, clarify questions, or rephrase to suit the participant's
understanding. However, interviews do have the potential to be time consuming
(Bryman, 2016) and pose the risk of interview bias whereby the interviewers
characteristics, behaviours, or expectations influence the responses of the

interviewees, (Denscombe, 2014).

In this context, the interviews were carried out one-to-one and were arranged to suit
the convenience of the participant. For participants who were geographically nearer
these were conducted face to face, and for those further afield an online Microsoft
Teams meeting was used. By conducting one-to-one interview, organising a suitable
time for two people was more manageable than trying to organise many invitees
(Denscombe, 2012). These semi structured interviews were recorded so that an
accurate account of the participants’ responses and facilitates a detailed and
transparent analysis of the data collected which allows the researcher to focus on
the interview process rather than taking extensive notes and allows the conversation
to flow more naturally than to become disjointed by reviewing what has been said
(Braun and Clarke, 2022). The recording of the interviews also supports a more
rigorous and thematic analysis of the responses when looking at nuanced language,

tone and context (Cohen et al., 2018).
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However, researchers must also consider ethical implications, such as obtaining
informed consent for recording, ensuring confidentiality, and securely storing data to
comply with ethical guidelines and data protection regulations (BERA, 2024). In the
case of this study, consent was given by all participants, and all data was securely
stored online and was secured with a password. In conducting this research, strict
adherence to the British Educational Research Association (BERA) Ethical
Guidelines for Educational Research (2024) has been at the centre of the research
process. These guidelines provide a framework to ensure that educational research
is conducted with the highest ethical standards, this has been achieved by promoting
respect for all individuals involved and recognising the diversity of approaches within
the field. By aligning with these guidelines, the study upholds principles of respect,
transparency, and accountability, ensuring that the rights and well-being of

participants are safeguarded throughout the research process.

All participants within my research are teachers and therefore will not require any
‘gatekeeper’ permission before requested to engage with the research (BERA,
2024). However, all Headteachers of the schools engaging with the research were
informed of the nature of the enquiry before the teachers within the school were
approached. In order to achieve informed consent from the participants, each
questionnaire had a prefaced consent form outlining the nature of the research and
how the information would be used. Participants had the opportunity to withdraw at
any point during the research schedule, without the need to give a reason or any

consequence
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The anonymity of all participants was maintained throughout the research. All
participating schools and respondents were allocated a reference letter as identified
in table 1.1 and those reference letters have been referred to throughout the
research document (Thomas, 2021). Questionnaires were completed anonymously
and participants in interviews and focus groups were allocated a reference number.
All data was stored electronically and was protected by password and two factor

authentications.

As this research focuses on qualitative and quantitative data collection, a thematic
analysis of the responses has been undertaken. A thematic analysis can be utilised
when finding out people’s views and opinions (Punch, 2014). This comparative
approach was used to analyse the responses and identify any themes amongst them
(Thomas, 2021). Braun and Clarke (2012) identify a six-step method including
familiarisation, coding, generating themes, reviewing themes, defining and naming
themes and reporting. The research conducted has been collated into a research

report (Thomas 2021), with qualatitive data presented as part of the appendix.

While case studies are invaluable for exploring complex phenomena in depth within
their real-world context, they come with several inherent limitations (Hamilton and
Corbett-Whittier, 2023).. Within this research, limitations include a relatively small
sample size and its ability to be generalised across the whole of Wales as it focuses
on the experiences of teachers in one geographical area, Additionally, the use of
convenience sampling adds some restrictions, while practical, it introduces the
potential for sampling bias (Etikan et al., 2016). Moreover, the selected schools and

participants may not fully represent the diverse range of educational contexts and
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teaching experiences of others across Wales. The reliance on self-reported data
through surveys and interviews may introduce response bias (Saris, Satorra, and
van der Veld, 2009) as participants may provide answers that they believe are the
correct answers or what they should say or think. Participants could also be
influenced by their personal perceptions and experiences. Also, as an insider
researcher, my positionality may have influenced both data collection and

interpretation.
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Chapter 4 — Results

This section presents the key findings from the case study, which aimed to explore
the attitudes and values of teachers and leaders towards entrepreneurial learning in
Wales. The data was gathered through a questionnaire and a semi-structured
interview with five participants. The key findings have been organised into three key

themes; understanding, perceived value and challenges.

The questionnaire was completed by 23 respondents and the follow up semi
structured interview was undertaken with five participants who had already
undertaken the questionnaire. These data collection methods provided initial insight
into their attitude and values of entrepreneurial learning. Quantitative analysis
indicated that 19 of the 23 respondents (82.6%) rated themselves a 7 or above in
terms of their understanding of entrepreneurial learning and 20 of the 23
respondents (87%) viewed entrepreneurial learning as a valuable addition to the
curriculum, particularly in fostering creativity, problem-solving, and real-world
thinking among pupils. Interestingly though, 100% of participants rated one of the
other cross cutting themes such as Diversity or Human Rights as more important

that Careers and Work-Related Experiences (CWRE).

Thematic analysis of the interview transcripts and the open-ended responses within
the questionnaire revealed that only 7 of the 23 participants (30%) felt confident in
their ability to deliver entrepreneurial education effectively, often citing a lack of
training and clear guidance as challenges to their pedagogy in this area. Open-
ended responses revealed a spectrum of interpretations of what entrepreneurial
learning involves, with 14 educators associating it narrowly with “business” and
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“enterprise”, while others understood it more broadly as an “’important aspect of the
curriculum in order to support children to make progress towards the four purposes,
underpinned by the integral skills”. Some participants (26%) reflected on how they
are beginning to embed entrepreneurial learning within their own school curriculum
through “children planning, organising and being creative to develop and deliver a
show for the community” or by using outside agencies such as the Arts Council for
Wales or the Big Night Out to help support practitioners fund and resource
entrepreneurial learning. However, a very few (13%) of participants actually
referenced businesses or organisations within the local community who support
schools develop entrepreneurial learning opportunities. This was supported by one
response from a teacher who stated that “there is willingness to take time to plan
and deliver this purposefully when we discuss ideas in staff meetings or when we
plan together, but when have to try and cover everything else, sometimes it can be
left to be a bit of an add on at the end of a term or at Christmas’. While all
interviewees expressed support for the principle of entrepreneurial learning, their
enthusiasm often depended on contextual factors such as school leadership
priorities and the availability of resources. These interviews added depth to the
guestionnaire findings, highlighting a general willingness to embrace entrepreneurial
approaches, but an uncertainty of how to do this or the time to give it the planning it

requires due to other contextual pressures.

Theme 1: Understanding

When examining teachers understanding of entrepreneurial learning further, there

were several participants who demonstrated a broad understanding of
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entrepreneurial learning. Respondent C described it as “developing learners’ skKills,
knowledge and understanding in order to turn creative ideas into actions through
real-life contexts.” This description reflects a holistic view of entrepreneurial learning
that also appreciates the development of creativity and practical application.
Respondent G noted that “it supports the development of the integral skills”. This
response again appreciates the wider view of how entrepreneurial learning can
develop many skills. These perspectives align with the curriculum aims of pupils
responding to real-world problems and applying their problem-solving skills.are. They
show awareness of the cross curricular nature of entrepreneurial learning. This was
also acknowledged by participant L who stated that it had relevance “not just in
mathematics”. However, not all respondents had the same understanding or
definition of entrepreneurial learning. Some participants viewed the term more

narrowly, focusing more on the traditional concepts of ‘’starting a business”, “making

money”, or “designing and making a product”.

Theme 2: Perceived Value

When looking at the perceived value that respondents expressed, there were a few
(30%) respondents who referred to the relevance of entrepreneurial learning to
pupils’ lives in the future. Some teachers identified that it is a “tool for preparing
pupils with real-life skills for the work place” and appreciated that “enterprise
activities allow pupils to take ownership of their learning and demonstrate their
independence”. Although, not all participants shared the same positive outlook when
discussing entrepreneurial learning in the classroom with some teachers and senior
leaders calling it a “’bolt on”, “’'something else we have to fit in” and “an end of term

activity”. Despite a few (17%) negative attitudes towards entrepreneurial learning the

40



majority (65%) acknowledged its potential to promote creativity, independence and
transferrable skills including respondent S who identified that it is an “ Important
aspect of the curriculum in order to support children to make progress towards the

four purposes, underpinned by the integral skills”.

Theme 3: Challenges

Even with many (91%) of the participants recognising the value of entrepreneurial
learning, there were still practical challenges that emerged as part of the findings.
One of the more common barriers to implementation was teachers' varying levels of
confidence and ability in teaching entrepreneurial skills. Participant J noted that
“there is a range of abilities and confidence in relation to teachers feeling prepared to
teach entrepreneurial skills,” suggesting that not all staff feel equipped to take on this
element of the curriculum. One teacher expanded on this further by expressing
uncertainty about how to plan for progression in entrepreneurial learning, and how to
assess it meaningfully without reducing the process to a “tick-box exercise.” This
lack of confidence was often linked to limited access to professional development
opportunities. Participant A explained, “Professional learning is needed to support

practitioners to plan, implement and assess progression in this area.”

Beyond confidence, several teachers also reflected on their willingness and capacity
to deliver entrepreneurial learning in a purposeful way. Some (21%) expressed
concern that it is often treated as an “add-on,” with pressure to “cover everything”
leading to shallow delivery rather than a meaningful cross curricular, in depth

approach. One teacher highlighted the need to shift the mindset from coverage to
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purpose, stating that “teachers need time and space to plan this purposefully, not

just squeeze itin.”

In 34% of cases, teachers indicated that other cross cutting themes, such as
diversity, relationships and sexuality education (RSE), and human rights, were
viewed as more essential or important than entrepreneurial learning with it being
ranked four out of five as most important in 91% of responses. When explored
further at interview, these areas were seen as more measurable in terms of outcome
and assessment, and directly linked to school improvement priorities. In terms of
RSE, support mechanisms including visits from the school nurse and schemes of
work such as Jigsaw were noted as being a way of delivering content that was
accurate and age appropriate. In addition, when looking at Diversity, schools in
Wales have had had input from Diversity and Anti-Racist Professional Learning
(DARPL). As a result, entrepreneurial learning was sometimes deprioritised,
particularly when time and resources were limited. This reflects a broader tension
within the curriculum, where teachers are expected to balance multiple competing

priorities while still aiming to deliver meaningful, skill-based learning experiences.

To conclude, the findings of this research indicate that most teachers recognise the
potential value of entrepreneurial learning when developing skills in creativity,
independence and problem solving. However, there is some disparity between the
understanding of what it actually involves. Some believe that it has foundations in
profit making, product creation and business acumen, where others view it in
broader terms, linking it to innovation, creativity, independence and active learning.

Whilst there is a willingness amongst teachers to engage with entrepreneurial
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learning, its implantation is hindered by a lack of confidence, limited professional
development opportunities and uncertainty around assessment and progression. In
addition, time pressures and curriculum demands can result in entrepreneurial
learning being treated as something extra to cover, rather than embedded
purposefully. There is also the suggestion that other cross cutting themes are being
treated as a higher priority, with diversity and relationships and sexual education
(RSE) being addressed first in school priority plans. This can then further marginalise

entrepreneurial learning within everyday classroom practice.
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Chapter 5 — Discussion

This chapter discusses the findings of the research in relation to existing literature on
entrepreneurial learning. The research aimed to explore teachers’ attitudes, values
and perceptions of entrepreneurial learning, it has drawn on understanding, value
and the challenges they face in implementation within the classroom. Whilst the
respondents expressed a positive attitude toward entrepreneurial learning and
appreciated its place in developing real world skills, creativity and independence, it
did reveal a disparity between the understanding of it and highlighted some
challenges to its implementation. The following chapter seeks to explore these
findings in more depth, drawing on relevant literature to examine their implications on

curriculum development, teaching and learning and professional development.

This research has revealed a potential disparity between the understanding teachers
have, and how they define entrepreneurial learning. Some participants expressed a
broad view, describing it as a process of “developing learners’ skills, knowledge and
understanding in order to turn creative ideas into actions through real-life contexts”,
which aligns closely with the Curriculum for Wales (CfW). By accomplishing this
through the four purposes and the development of the integral skills, aims to support
learners to become enterprising, creative contributors who are ready to play a full
part in life and work (Welsh Government, 2020). Similarly, these respondents also
linked entrepreneurial learning to the development of wider skills such as problem-
solving, initiative and creativity as identified by Gibb (2002). He emphasised the
development of entrepreneurial skills, not just as a technical or business-related
skillset, but as part of a holistic and behaviour-orientated process. However, a few

(34%) participants expressed a more traditional understanding, where their view of
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entrepreneurial learning is more line with enterprise activity such as profit making
and product manufacture. This view has a greater focus on the economic outcome
rather than the development of skill. This is in keeping with the findings of Jones and
Iredale (2010), who argue that entrepreneurial learning is frequently confused with
enterprise education, particularly when it is not clearly differentiated in curriculum
documents or teacher education. This misconception risks limiting the impact of
entrepreneurial learning and supports the idea that it belongs within business studies

or economic education (Moberg et al., 2014).

This variation in understanding may be partly explained by the relatively recent
implementation of the Curriculum for Wales and the evolving nature of the integral
skills framework. Priestley and Biesta, (2013), identify that educational reforms which
emphasise complex or cross-curricular competencies often require sustained
professional development and cultural change within schools. Their study showed
that even when policy expectation is clear at a national level, how this looks within
the classroom can look different. Rae, (2010) identifies that teachers’ uncertainty
about what constitutes entrepreneurial learning and how it differs from other
curriculum areas may reflect a need for more concrete examples, case studies, and

shared language across the profession.

Overall, the findings suggest that greater clarity and consistency are needed to
support teachers to fully embrace and understand entrepreneurial learning
purposefully across the curriculum. This clarity could come from teacher’s
professional development within this area, even at initial teacher education level,

clearer exemplification within curriculum documents, or greater opportunities to
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share good practice within this area. By developing a shared understanding of
entrepreneurial learning as a cross-curricular, skills-based approach, teachers can
be better supported in fostering creativity, develop problem solving skills, and

independence in their learners, as envisioned by the Curriculum for Wales (CfW).

When looking at teachers attitudes and value of entrepreneurial learning, the findings
of this study suggest most teachers see the value of it, particularly when looking at
the development of certain skills such as independence, creativity, critical thinking
and problem solving. There was also appreciation of how entrepreneurial learning
could develop learners’ transferable skills and how they prepare them for real life
contexts. These opinions closely link with the existing literature previously explored
by Lackéus (2015) and Gibb, 2002) who define entrepreneurial learning as a way to
empower learners to take initiative, collaborate and adapt to change. Participants in
this study also acknowledges the relevance of entrepreneurial learning in preparing
learners for the future by equipping them the skills they will need for the future. This
is reflective of the thinking of Rae (2010), who emphasised the importance of
developing entrepreneurial mindsets to navigate an increasingly diverse social and
professional work places. Priestley and Biesta, (2013) identify that in the context of
Wales’ national reform agenda, entrepreneurial learning is seen as supporting the
broader goals of transformative learning, fostering not only knowledge but agency,
innovation and resilience. Some teachers were able to identify that entrepreneurial
learning had purpose beyond traditional subject boundaries which enhances learner

engagement.
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However, this perceived value was not universally viewed by all participants. Some
expressed concerns about how it fits into the existing demands of the curriculum and
felt it was often treated as an optional “bolt-on” rather than a core aspect of learning.
This reflects those tensions as identified by Jones and Iredale (2010), who reported
that entrepreneurial learning lacks a clear place within the curriculum structure as it
stands. This often leads to it being considered as an additional “thing to do” rather
than incorporated into existing pedagogy and curriculum content. When faced with
the pressures of “’covering everything” in the curriculum, teachers may deprioritise

entrepreneurial learning, despite acknowledging its potential value.

From conducting this research, it may be suggested that there is a need for a more
embedded or strategic approach to entrepreneurial learning. While educators
recognised its potential, there was reason to believe that without clearer curriculum
guidance the delivery and impact would remain inconsistent. Moberg et al., (2014),
found that entrepreneurial learning is effective when fully integrated across all Areas
of Learning Experiences (AOLE’s), is appreciated by leaders within the setting and
when teachers have quality professional development to support their
understanding. Additionally, the OECD (2018) recommends that systems committed
to fostering innovation in education must create space for educators to plan,
collaborate, and experiment with approaches like entrepreneurial learning which was

something participants within this study felt would better support them.

While this study identifies that teachers largely value entrepreneurial learning for its
alignment with the goals of the Curriculum for Wales and its potential to develop

learner’s skillset, this value is sometimes undermined by structural and cultural
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constraints. To help ensure it is realised in practice, entrepreneurial learning needs
to be endorsed by leaders and teacher as a central aspect of the curriculum, with
clear guidelines of how to achieve that, perhaps through some examples of where it
is done well. It will also require time, and space within professional conversations
and development. This is supported by Highfield, and Lee (2023), who argue that
there are six key enablers for the successful implementation of entrepreneurship

education, one of these being support from leadership.

Although there is some appreciation of the value of entrepreneurial learning, there
are still a considerable number of challenges that are faced by educators and
schools to implement it effectively within the classroom. The most prominent of these
being the lack of teacher confidence, and the consistency in understanding of how to
plan for progression in this area and assessment. Teachers expressed concerns
about how to move beyond surface-level profit and loss or fundraising activities into
purposeful, coherent activities that allow for holistic skill development. This is
reflected in findings from Moberg et al., (2014), who argue that many educators feel
ill-equipped to design learning experiences that foster entrepreneurial mindsets due
to a lack of pedagogical clarity and structured guidance. Furthermore, Ruskovaara
and Pihkala (2015) highlight that without adequate professional development,
teachers often struggle to see how entrepreneurial learning can be embedded
across subject areas or year groups and in some cases where mixed age classes

are taught together, this can be an ever-greater challenge.

In some ways, it is the limited opportunities of professional development around

entrepreneurial learning that hinder the effective planning and assessment of it within
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Curriculum of Wales. Some patrticipants reported that they did not know how to
assess the progression of entrepreneurial learning or were unsure of how to capture
development of skills such as creativity, initiative and resilience. This is something
that Lackéus (2015), further explains. He argues that traditional assessment systems
often fail to accommodate the process-oriented, reflective, and experiential nature of
entrepreneurial learning. As a result, teachers may either avoid engaging with it fully

or reduce it to isolated activities that lack coherence or depth.

In addition to confidence and training, teachers also reported that challenges around
curriculum overload and time pressures were also contributing to entrepreneurial
learning being side lined. Some teachers reported that it was difficult to prioritise
entrepreneurial learning within the demands of daily planning and accountability
measures. This is consistent with findings from Priestley and Philippou (2018), who
argue that even curricular reforms that aim to reduce some of the pressures of the
previous curriculum, still bring with them high workload and competing priorities,
which at the moment seem to be behaviour and Additional Learning Needs (ALN).
Similarly, Fullan (2007) identifies that meaningful change in education systems
requires more than structural reform; it depends on the cultural readiness of schools

and the capacity of teachers to innovate.

Another key challenge identified was the competition between entrepreneurial
learning and other integral skills, particularly Relationships and Sex Education (RSE)
and Diversity. While these skills are also central to the Curriculum for Wales,
participants often felt they were given higher priority due to their direct link to national

expectations, external scrutiny and trends. Biesta, (2010) and Sahlberg, (2011)
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highlight that there is reason to believe that curriculums can become narrowed and

innovation side-lined when accountability pressures dominate.

Structural and cultural constraints within schools also emerged as limiting factors.
Some participants felt their school culture was not always conducive to innovation or
risk-taking, particularly where leadership priorities were focused on measurable
outcomes. This aligns with Hannon (2006) and Jones and Iredale (2010), who
emphasise that effective entrepreneurial education requires a whole-school ethos
that embraces experimentation, learner autonomy, and failure as a learning process.
Without such a culture, even the most motivated teachers may lack the support and

confidence to implement entrepreneurial learning in meaningful ways.

This study suggests that entrepreneurial learning depends on more than teacher
enthusiasm, it requires a whole school ethos that values creativity and innovation.
Although Curriculum for Wales provides a strong foundation from where
entrepreneurial learning can flourish, its ambitions can only be realised if teachers
are given time, space and professional development opportunities to really facilitate

this type of pedagogy.

The findings of this study have several significant implications for classroom practice,
professional learning, school leadership, and policy implementation. Although
teachers largely value entrepreneurial learning and recognise its relevance to the
Curriculum for Wales (CfW), there are substantial challenges to its consistent and
purposeful delivery. These include variation in teachers’ understanding, a lack of

confidence in planning and assessment, and external pressures that do not prioritise
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creativity and innovation. In order to address these challenges, there needs to be a

co-ordinated response across different areas of the education system.

When looking at classroom practice, the study highlights the need for a more
consistent, shared understanding of what entrepreneurial learning means in the
context of the new curriculum. The lack of clarity among teachers echoes research
by Jones and Iredale (2010) and Fayolle and Gailly (2008), who argue that differing
interpretations of entrepreneurial learning often undermine its pedagogical
coherence. Teachers require accessible, practical guidance that tells them how to
implement entrepreneurial learning into the classroom. This is particularly crucial
given the emphasis on teacher autonomy within the Curriculum for Wales, which
increases the responsibility placed on individual educators to interpret and enact
reform. Priestley and Philippou (2018) note that without structured support,

autonomy can become a burden, leading to fragmentation rather than innovation.

A central, imperative finding of this study is the need for professional learning.
Participants reported a lack of confidence in both delivering and assessing
entrepreneurial learning, which reflects wider findings in literature. Ruskovaara &
Pihkala, (2015) found that educators often feel underprepared for skills-based or
competency-led education. Therefore, high-quality professional development should
be a priority, ideally structured around collaborative inquiry, reflective practice, and
modelling of entrepreneurial pedagogy in action (Kennedy, 2014). In addition,
fostering 21st-century competencies like entrepreneurship requires not only
knowledge transfer but also experiential, project-based learning approaches that

many teachers need explicit support to adopt (OECD, 2018).
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School leaders also play a critical role in embedding entrepreneurial learning into
school practice. As Hannon (2006) and Gibb (2002) argue, a school’s culture and
ethos significantly shape how innovative pedagogies are embraced or resisted. In
this study, some teachers described feeling pressured to focus on more measurable
outcomes, particularly in literacy, numeracy, and digital competence. This highlights
the ongoing challenge of accountability versus creativity (Biesta, 2010; Sahlberg,
2011). For entrepreneurial learning to really find its place in modern day curriculum,
school leaders must create space for risk-taking, experimentation, and cross-
curricular planning. As Hargreaves and Shirley (2009) put forward, sustainable
change is more likely when leadership fosters professional trust and collective

agency rather than compliance.

At policy level, the findings of this study suggest that while the Curriculum for Wales
provides a progressive framework, there remains a need for further support in
realising entrepreneurial learning. Research on curriculum reform consistently shows
that top-down reforms often fail when practitioners are not adequately supported to
make sense of new expectations (Priestley & Biesta, 2013 and Ball et al., 2012).
Clearer progression frameworks, exemplification materials, and practical case
studies would support teachers in recognising how entrepreneurial skills develop
over time and how they can be embedded across AoLEs. Additionally, ensuring that
entrepreneurial learning is recognised within inspection, planning, and assessment
guidance could help shift perceptions of it being an add-on rather than an integral

element of curriculum reform (Lackéus, 2015; Welsh Government, 2020).
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Finally, these implications must be understood in the broader context of educational
change. As Fullan (2007) argues, deep, lasting change depends not only on new
structures but on new mindsets and professional cultures. Entrepreneurial learning
requires teachers to adopt facilitative roles, shift towards more learner-led
pedagogies, and embrace uncertainty—all of which demand time, support, and
collective commitment. Without this, there is a risk that entrepreneurial learning

remains a policy ideal rather than a classroom reality.

The findings of this research highlight both enthusiasm for and challenges in
adopting entrepreneurial learning. In response, a series of recommendations have
been developed to reflect on current practice and to plan for potential progress. As

shown in Table 2.1, these recommendations reflect the voices of educators and are

intended to inform policymakers, school leaders, and teacher educators.

Table 2.1 — Recommendations for supporting entrepreneurial learning in schools

Recommendation

Rationale

Stakeholder involvement

Provide targeted
Professional learning on
entrepreneurial learning

Teachers expressed a lack of
confidence and clarity in delivering
entrepreneurial learning.

Welsh Government, Local
Authorities, Teacher Training
Institutions

Develop clear national
guidelines and definitions for
entrepreneurial learning

Conceptual ambiguity was a
recurring theme; teachers need a
shared understanding to ensure
consistency in delivery.

Welsh Government,
Curriculum Developers

Integrate entrepreneurial
learning into existing
subjects

Teachers are open to embedding
entrepreneurial learning but feel
time-constrained.

School Leadership Teams,
Curriculum Coordinators

Facilitate peer-sharing and
school networks

Interviewees valued informal
sharing of good practice across
schools.

Local Education Consortia,
Schools

As outlined in Table 2.1, the recommendations focus on the need for targeted

professional learning which emerged as a consistent theme across both the
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guestionnaire and interview responses, indicating that many teachers are open to
entrepreneurial learning but feel underprepared to deliver it effectively. This provides
an opportunity for schools and educators to work together in developing their
curriculum further and to further explore how entrepreneurial learning could look like
in their school. This could be achieved by greater school to school working where
schools who are more confident could share and support other schools to embed
entrepreneurial pedagogy. Further research through enquiry projects could also give
space and time for practitioners to experiment within their classrooms, talk to
learners and other stakeholders to find out what would work in their context and

share this practice wider than their own setting.

However, the call for clearer national guidance and definitions reflects the conceptual
ambiguity still being felt by practitioners. This suggests that a shared understanding
of entrepreneurial learning is still developing. The recommendation to integrate
entrepreneurial learning into existing subject areas responds directly to time and
workload pressures cited by teachers, while proposals for resource allocation and
peer-sharing opportunities acknowledge the importance of institutional support and
collaboration. There is also opportunity here for greater emphasis for entrepreneurial
learning to be endorsed by stakeholders in the same way as RSE or DARPL.
Resources, like those from Careers Wales, are there to support teachers and school
leaders to develop classroom practice and audit their schools progress towards
entrepreneurial learning. However, educators did not have the same practical
knowledge of these frameworks as they did other resources or scheme to support
other cross cutting themes. This indicates that in some cases entrepreneurial

learning is not held in the same regard, despite the knowledge of the skills it can help
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develop in learners. These recommendations are therefore intended not only to
bridge gaps in confidence and understanding but also to create more practical,
sustainable conditions for implementing entrepreneurial approaches in schools and

to promote better outcomes for the learners in our schools.
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Chapter 6 — Conclusion

This research set out to explore teachers’ attitudes, values, and understandings of
entrepreneurial learning within the context of the Curriculum for Wales. As education
in Wales undergoes significant reform, developing learners as enterprising, creative
contributors has never been more prominent. Entrepreneurial learning, as positioned
within this new curricular framework, plays a central role in fostering the creativity,
resilience, problem-solving and critical thinking needed for learners to thrive in a
changing world. Yet this study has shown that while the principle of entrepreneurial
learning is broadly valued by teachers, its realisation in practice is shaped by a
variety of opportunities and constraints. The findings revealed that teachers hold a
wide range of interpretations of what entrepreneurial learning means, from narrow
conceptions focused on business and enterprise tasks, to broader understandings
that link entrepreneurial learning with creativity, innovation and real-world
application. While some teachers were able to connect this to the aims of the
Curriculum for Wales, others lacked confidence in how to plan, implement, or assess
this area effectively. A common concern was the lack of clarity around progression
and meaningful assessment, which many teachers felt created a barrier to fully

embracing entrepreneurial learning.

Another key finding was that although most teachers recognised the value of
entrepreneurial learning, it was often perceived as an ‘add-on’to core responsibilities
rather than an integral part of the curriculum. These conflicting demands were also
highlighted when other cross cutting themes were deemed more important than
Careers and Work-Related Experiences. Some respondents reported that themes

like Diversity were more strongly emphasised within School Development plans or
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other school accountability structures. Without adequate time, professional
development, and whole-school support, many teachers struggled to embed
entrepreneurial learning in a way that aligned with its intended purpose. Therefore,
the findings suggest that for entrepreneurial learning to be fully realised within the
Curriculum for Wales, a nhumber of systemic changes are needed including clearer
exemplification and progression guidance; investment in sustained, collaborative
professional learning; and school leadership that actively values and prioritises
creativity and innovation across the curriculum. These findings align with wider
research on curriculum reform (Priestley & Biesta, 2013; Fullan, 2007),
entrepreneurial education (Lackéus, 2015; Jones & Iredale, 2010), and teacher
agency (Kennedy, 2014; Ruskovaara & Pihkala, 2015), and contribute to the growing
understanding of how ambitious curriculum intentions can become embedded in

practice.

While this study offers some insight into current understanding of entrepreneurial
learning, there are some limitations that need to be considered when viewing the
findings. In terms of the sample, it was relatively small and context-specific. This
study gives an overview of teachers attitudes and values within a small part of
Wales, as a result the views expressed within this study may not be representative of
educators across Wales. As part of this study, participants were able to volunteer to
contribute. This means that potentially their involvement within the study may have
been due to their existing interest in the topic, rather than collecting the views of
teachers who had no interest, therefore findings may be more positive than if a larger

cross section were involved within the research.
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Future research could explore how entrepreneurial learning is understood and
enacted across a broader and more diverse range of schools in different parts of
Wales. This could include further longitudinal studies that track changes over time. It
would also be valuable to examine learner perspectives and the impact of
entrepreneurial pedagogies on student outcomes, engagement, and the

development of skills.

Ultimately, this research highlights both the promise and the complexity of
entrepreneurial learning in the Curriculum for Wales. Teachers are key agents in
making this vision a reality, but they must be equipped, supported, and empowered
to do so. As Wales moves forward with its curriculum reform agenda, listening to and
learning from the experiences of teachers will be essential in shaping a system that
not only values entrepreneurial learning in principle but realises its potential in

practice.
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Chapter 7 — Critical reflection

As both a researcher and practitioner, | approached this study not only as an
academic exercise but as a means of deepening my understanding of how
educational change is interpreted at ground level and to further investigate the
values and attitudes of teachers within my cluster towards entrepreneurial learning.
The Curriculum for Wales promotes the development of learners as enterprising,
creative contributors, yet | was aware through my own practice that this area was
often less developed or understood in some schools. By engaging with this research,
it has allowed me to reflect critically on both systemic issues and my own role in

curriculum implementation.

One of the most significant areas of learning was realising how varied teachers'
understandings of entrepreneurial learning were, and how these interpretations were
shaped by individual experience, school ethos, and subject specialism. Initially, |
assumed there would be greater alignment with the curriculum’s expectations. This
realisation reminded me of Schon’s (1983) concept of the "reflective practitioner"—
how professionals constantly reshape their understanding through lived experience.
Engaging in qualitative research helped me adopt this reflective stance, encouraging
deeper listening and interpretation, and challenging me to suspend assumptions.
The process also reinforced the value of practitioner inquiry, which Cochran-Smith
and Lytle (2009) describe as a powerful means of generating knowledge from within
the profession. It prompted me to view everyday experiences through a more critical
lens, and consider how systemic reform requires not just compliance with policy, but

deep professional sense-making.
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Choosing semi-structured interviews allowed for rich, narrative-style responses, and
I was struck by how open participants were in sharing their perspectives. However, |
was also aware of my position as an insider researcher. As Mercer (2007) points out,
by being in an inside position can provide access and trust, but may also introduce
bias or limit critical distance. In hindsight, | could have used additional methods such
as observation to triangulate data and provide a broader picture of learning

opportunities that are ongoing in schools and to observe teaching methods.

This dissertation has significantly influenced my development as both an educator
and a researcher. It strengthened my understanding of how curriculum reform is
experienced on the ground, and it gave me greater confidence to question
assumptions and engage critically with policy. Brookfield (1995) describes critical
reflection as the process of seeing our practice through four lenses, our own
experiences, the views of students, colleagues, and literature. This study provided
space to do just that, as | considered how entrepreneurial learning is perceived not
only by myself, but by my peers and in policy discourse. Professionally, this has
reinforced my belief in the value of teacher voice and practitioner-led research. | now
feel more committed to embedding reflective inquiry into my daily practice and
supporting colleagues in navigating curriculum change. The experience also
highlighted the power of research to inform and challenge, rather than to simply

document practice.

If | were to undertake a similar study in future, | would consider widening the sample
to include a student perspective and possibly explore a longitudinal change in
teacher attitudes as the Curriculum for Wales becomes more embedded. | would
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also be more proactive in seeking collaborative research opportunities, as Kemmis
(2009) argues that practitioner inquiry is most impactful when situated within
communities of practice that support critical dialogue. Ultimately, this dissertation
journey has reinforced the idea that reflective practice is not a one-off process, but
an ongoing commitment to professional growth and critical engagement. It has
deepened my understanding of the complex realities of curriculum implementation
and has helped me to reframe challenges as opportunities for inquiry, learning, and

leadership.

61



Bibliography

Achtenhagen, L., & Welter, F. (2011). In search of the “entrepreneurial university” in Europe:

A framework for analysis. Journal of Technology Transfer, 36(1), 56-70.

Asikainen, E. and Tapani, A., (2021). Exploring the connections of education for sustainable
development and entrepreneurial education—A case study of vocational teacher education

in Finland. Sustainability, 13(21), p.11887.

Almond, P. (2023). Challenges to entrepreneurship education in high school: Interaction
between formal and informal assessment. ResearchGate. Retrieved from

https://www.researchgate.net/publication/379414093 Challenges to Entrepreneurship Edu

cation_in_High School Interaction between Formal and Informal Assessment

Asselin, M.E., (2003). Insider research: Issues to consider when doing qualitative research in

your own setting. Journal for Nurses in Staff Development, 19(2), pp.99-103.

Bae, Z. T., Qian, S., Miao, C., & Fiet, J. O. (2014). The Relationship Between
Entrepreneurship Education and Entrepreneurial Intentions: A Meta-analytic Review.

Entrepreneurship Theory and Practice, 38(2), pp. 217-234.

Bae, T. J., Qian, S., Miao, C., & Fiet, J. O. (2014). Assessing the Impact of Entrepreneurship
Education Programs: Challenges and Approaches. Journal of Small Business Management,

52(4), 717-734. https://doi.org/10.1111/jsbm.12135

Ball, S. J., Maguire, M., & Braun, A. (2012). How Schools Do Policy: Policy Enactments in

Secondary Schools. Routledge

Bandura, A., (1977). Social Learning Theory. New York: General Learning Press.

Barton, K. C., & Levstik, L. S., (2015), Teaching History for the Common Good, 2nd ed.,
New York: Routledge.

62


https://www.researchgate.net/publication/379414093_Challenges_to_Entrepreneurship_Education_in_High_School_Interaction_between_Formal_and_Informal_Assessment
https://www.researchgate.net/publication/379414093_Challenges_to_Entrepreneurship_Education_in_High_School_Interaction_between_Formal_and_Informal_Assessment
https://doi.org/10.1111/jsbm.12135

Basnet, N., Timmerman M. C. and van der Linden, J. (2023) ‘l need to switch the job’. Young
rural-urban migrants’ perceptions about their job during their education to work transition.
Journal of Education and Work. 36 (4) pp. 299 — 309 DOI:

https://doi.org/10.1080/13639080.2023.2174959

Biesta, G. (2010). Good Education in an Age of Measurement: Ethics, Politics, Democracy.

Routledge.

Bell, S. (2010). Project-Based Learning for the 21st Century: Skills for the Future. The
Clearing House: A Journal of Educational Strategies, Issues and Ideas, 83(2), 39-43.

https://doi.org/10.1080/00098650903505415

Bennis, W. (2009). On Becoming a Leader. Basic Books

Berger, R., (2015). Now | see it, now | don’t: Researcher’s position and reflexivity in

qualitative research. Qualitative Research, 15(2), pp.219-234.

Birt, L., Scott, S., Cavers, D., Campbell, C. and Walter, F., (2016). Member checking: A tool
to enhance trustworthiness or merely a formality? Qualitative Health Research, 26(13), pp.

1802-1811.

Boud, D., Keogh, R. and Walker, D., (1985). Reflection: Turning Experience into

Learning. London: Kogan Page.

Boud, D., Keogh, R. and Walker, D., (2013). Reflection: Turning Experience into Learning.

2nd ed. London: Routledge

Bourdieu, P. (1986). The Forms of Capital. In J. G. Richardson (Ed.), Handbook of Theory

and Research for the Sociology of Education (pp. 241-258). Greenwood Press.

63


https://doi.org/10.1080/13639080.2023.2174959

Bourke, B. (2014). Positionality: Reflecting on the research process. The Qualitative Report,

19(33), 1-9

Braun, V., & Clarke, V. (2012). Thematic analysis. In H. Cooper, P. M. Camic, D. L. Long, A.
T. Panter, D. Rindskopf, & K. J. Sher (Eds.), APA handbook of research methods in
psychology, Vol. 2. Research designs: Quantitative, qualitative, neuropsychological, and

biological (pp. 57—71). American Psychological Association. https://doi.org/10.1037/13620-

004

Brannick, T. and Coghlan, D., (2007). In defense of being “native”: The case for insider

academic research. Organizational Research Methods, 10(1), pp.59-74.

British Educational Research Association [BERA] (2024) Ethical Guidelines for Educational
Research, 4" Ed. London. Available at : https://www.bera.ac.uk/publication/ethical-

guidelines-for-educational-research-2018

Brookfield, S. D. (1995). Becoming a Critically Reflective Teacher. Jossey-Bass.

Bryman, A.,(2016). Social Research Methods. 5th ed. Oxford: Oxford University Press

Bryman, A. et al. (2021) Bryman’s Social Research Methods. 6th edn. Oxford: Oxford

University Press.

Busenitz, L. W., & Barney, J. B., (1997), Differences between Entrepreneurs and Managers
in Large Organizations: Biases and Heuristics in Strategic Decision-Making, Journal of

Business Venturing, 12(1), pp. 9-30

Chavez, C., (2008). Conceptualizing from the inside: Advantages, complications, and

demands on insider positionality. The Qualitative Report, 13(3), pp.474—-494.

Clark, T. et al. (2021) Bryman'’s social research methods. Oxford University Press

64


https://psycnet.apa.org/doi/10.1037/13620-004
https://psycnet.apa.org/doi/10.1037/13620-004
https://www.bera.ac.uk/publication/ethical-guidelines-for-educational-research-2018
https://www.bera.ac.uk/publication/ethical-guidelines-for-educational-research-2018

Cochran-Smith, M., & Lytle, S. (2009). Inquiry as Stance: Practitioner Research for the Next

Generation. Teachers College Press.

Coe, R., Waring, M., Hedges, L.V. and Ashley, L.D. eds., (2021). Research methods and

methodologies in education. Sage.

Cohen, L., Manion, L. and Morrison, K. (2007) Research methods in education, Routledge

eBooks.

Cohen, L., Manion, L. and Morrison, K., (2018). Research Methods in Education. 8th ed.

Abingdon: Routledge.

Cope, J., (2005). Researching entrepreneurship through phenomenological inquiry:
Philosophical and methodological issues. International Journal of Entrepreneurial Behavior &

Research, 11(1), pp. 45-63.

Cope, J., (2005), Entrepreneurial Learning and Critical Reflection: Discontinuous Events as

Triggers for “Higher” Learning, Management Learning, 36(4), pp. 429-450

Corbett, A.C., (2005). Experiential learning within the process of opportunity identification

and exploitation. Entrepreneurship Theory and Practice, 29(4), pp. 473-491.

Creswell, J. W. (2013) Qualitative Inquiry and Research Design: Choosing Among Five

Approaches. 3rd ed. Thousand Oaks, CA: SAGE Publications.

Creswell, J. W. (2014). Research Design: Qualitative, Quantitative, and Mixed Methods

Approaches (4th ed.). SAGE Publications.

Cunningham, J., & Lischeron, J., (1991), Defining Entrepreneurship, Journal of Small

Business Management, 29(1), pp. 45-61

65



Dal, M., Elo, J., Leffler, E., Svedberg, G. and Westerberg, M., (2016). Research on
pedagogical entrepreneurship—a literature review based on studies from Finland, Iceland

and Sweden. Education Inquiry, 7(2), p.30036.

Denscombe, M. (2014). The Good Research Guide: For Small-Scale Social Research

Projects (5th ed.). McGraw-Hill Education.

Deakins, D. & Freel, M., (2009). Entrepreneurship and Small Firms. 5th ed. Maidenhead:

McGraw-Hill Education.

Danish Ministry of Education (2019) Entrepreneurship Education in Denmark: Policies and

Programs. Available at: https://www.moe.dk (Accessed: 8 April 2025).

Denscombe, M., (2012). Research proposals: A practical guide: A practical guide. McGraw-

Hill Education (UK).

Denzin, N.K., (2017). The Research Act: A Theoretical Introduction to Sociological Methods.

New Brunswick, NJ: Aldine Transaction.

Dewey, J., (1933). How We Think: A Restatement of the Relation of Reflective Thinking to

the Educative Process. Boston: D.C. Heath & Co.

Donaldson, G. (2021). The autonomy supporting entrepreneurship educator. In Proceedings
of the 15th International Technology, Education and Development Conference (pp. 2341-

2345). IATED Academy. Available at: https:/library.iated.org/view/DONALDSON2021AUT

Dunn, R., & Griggs, S.A. (2000). The Learning Styles Handbook. Pearson Education

Dwyer, S.C. and Buckle, J.L., (2009). The space between: On being an insider—outsider in

qualitative research. International Journal of Qualitative Methods, 8(1), pp.54—63.

66


https://www.moe.dk/
https://library.iated.org/view/DONALDSON2021AUT

Egan, D. (2021) Education and Social Justice in Wales. Children’s Commissioner for Wales

(2023) Annual Report.

Eisenhardt, K.M. (1989) 'Building theories from case study research’, The academy of

Management Review, 14(4):532-550

Eisenmann, T. R. (2013). 'Entrepreneurship: A Working Definition’, Harvard Business

Review, 91(1), pp. 105-111.

Epstein, J. L., (2011), School, Family, and Community Partnerships: Preparing Educators

and Improving Schools, 2nd ed., Boulder: Westview Press.

Eric (2016). 'The role of social capital in entrepreneurial learning', ERIC: Education
Resources Information Center. Available at: https://eric.ed.gov/?id=EJ1114417 (Accessed:

26 February 2025).

Estyn (2023) The implementation of the Curriculum for Wales: Summary of findings.
Priestley, M. and Philippou, S. (2021) ‘Curriculum reform: A global trend with local

translations’, Journal of Curriculum Studies, 53(4), pp. 425-440.

Estyn. (2024). How We Inspect - 2024 maintained schools and PRUs. Retrieved from

https://www.estyn.gov.wales/system/files/2024-01/How%20we%20inspect 0.pdf

Etikan, I., Musa, S. A. and Alkassim, R. S. (2016) 'Comparison of Convenience Sampling
and Purposive Sampling'. American Journal of Theoretical and Applied Statistics, 5(1), pp. 1-

4.

European Commission (2016) Entrepreneurship Competence Framework (EntreComp).

Available at: https://ec.europa.eu/social/main.jsp?catld=1317&Ilangld=en (Accessed: 12 April

2025).

67


https://www.estyn.gov.wales/system/files/2024-01/How%20we%20inspect_0.pdf
https://ec.europa.eu/social/main.jsp?catId=1317&langId=en

Fayolle, A., (2013), Personal Views on the Future of Entrepreneurship Education, Journal of

Small Business Management, 51(3), pp. 381-390.

Fayolle, A. & Gallly, B., (2008). From Craft to Science: Teaching Models and Learning
Processes in Entrepreneurship Education. Journal of European Industrial Training, 32(7), pp.

569-593.

Fielding, M., (2013), The Role of Community Engagement in Educational Reform,

Educational Review, 65(3), pp. 279-296.

Flick, U. (2018) An introduction to Qualitative Research, 6" edn, London:Sage

Fowler, F. J. (2014). Survey Research Methods (5th ed.). SAGE Publications.

Fullan, M. (2007). The New Meaning of Educational Change (4th ed.). Routledge

Future Generations Commissioner for Wales, (2021). Skills through Crisis. Available at:
https://www.futuregenerations.wales/wp-content/uploads/2021/05/20-05-2021-ENG-NEF-

Skills-report.pdf [Accessed 26 February 2025]

Future Generations Commissioner for Wales, (2020). Skills for the Future. Available at:
https://www.futuregenerations.wales/wp-content/uploads/2020/06/Chap-5-Skills-for-the-

Future.pdf [Accessed 26 February 2025].

Gergen, K. J. (2009) ‘Relational being: Beyond self and community’, Oxford University

Press.

Gibb, A., (2002). The Entrepreneurial University: The Role of Higher Education in Building
Entrepreneurial Capacity. International Journal of Entrepreneurial Behaviour & Research,

8(7), pp. 313-337.

68



Gibb, A. A., (2002), In pursuit of a new "enterprise education": The case for a learning

approach, International Journal of Entrepreneurship Education, 1(1), pp. 1-25

Gibb, A. A. (2005). The Future of Entrepreneurship Education — Determining the Basis for
Coherence. International Journal of Entrepreneurial Behaviour & Research, 11(3), pp. 149-

168.

Gibb, A. A. (2005). The Future of Entrepreneurship Education: Determining the Basis for
Curriculum Development. In R. C. H. Chan, S. Y. C. Leung, & L. M. S. Ng (Eds.),

Entrepreneurship and Innovation: Practice and Policy (pp. 202-221). London: Routledge.

Gibb, A. A. (2005). The Entrepreneurial University: A Strategy for Enhancing University-
Based Entrepreneurship Education and Training. Higher Education Management and Policy,

17(3), 43-59

Gibb, A. A. (2005) ‘Towards the entrepreneurial university: Entrepreneurship education as a
lever for change’, National Council for Graduate Entrepreneurship. Available at:

https://www.ncge.org.uk (Accessed: 12 April 2025).

Gorog, M., & Toth, 1. (2021). Entrepreneurship Education: The Effects of Challenge-Based
Learning on the Entrepreneurial Mindset of University Students. Education Sciences, 12(1),

10. https://doi.org/10.3390/educsci1l2010010

Golafshani, N., (2003). Understanding reliability and validity in qualitative research. The

Qualitative Report, 8(4), pp. 597-606

Gray, D. (2022) Doing Research in the Real World (5th edn), Sage eBooks.

Hackman, J.R., (1983). A Psychological Perspective on Organizational Learning.

Journal of Applied Behavioral Science, 19(2), pp. 176-193.

69


https://www.ncge.org.uk/
https://doi.org/10.3390/educsci12010010

Hargreaves, A., & Shirley, D. (2009). The Fourth Way: The Inspiring Future for

Educational Change. Corwin.

Hager, M. A., (2013), Social Capital and Entrepreneurial Learning: How Networks Shape

Entrepreneurs' Knowledge, Journal of Business Venturing, 28(4), pp. 467-480.

Hamilton, L. & Corbett-Whittier, C., (2023). Using Case Study in Education Research. SAGE

Publications Ltd

Hannon, P. (2005) ‘Philosophies of enterprise education and education for enterprise’,
Enterprise Education: Practice and Policy, pp. 21-42. Available at:

https://www.enterprisedigest.co.uk (Accessed: 12 April 2025).

Hannon, V. (2006). Next practice in education: A disciplined approach to innovation.

Innovation Unit.

Hannon, P. D., (2006), Teaching About Enterprise: The Role of the School in Encouraging
Young People to Become Entrepreneurs, International Journal of Entrepreneurship

Education, 4(4), pp. 45-66.

Hardie, M., Highfield, C. and Lee, M., (2023). Enabling entrepreneurship education: A
systematic review of six key enablers. Australian Journal of Education, [online] Available at:

https://eric.ed.gov/?id=EJ1394094 [Accessed 22 Apr. 2025]

Harrison, J., & Leitch, C. (2010). Entrepreneurial learning: Researching the interface
between learning and the entrepreneurial process. International Journal of Entrepreneurial

Behavior & Research, 16(4), 309-329. https://doi.org/10.1108/13552551011054001

Harrison, J., & Leitch, C. M. (2010). 'Corporate Entrepreneurship and Innovation: A Study of
Entrepreneurial Learning', International Journal of Entrepreneurial Behavior & Research,

16(1), pp. 37-55. https://doi.org/10.1108/13552551011020015

70


https://www.enterprisedigest.co.uk/
https://doi.org/10.1108/13552551011020015

Haj Youssef, M, Wasim, J, Christodoulou, | and Reinhardt, R (2023) The path to
entrepreneurship: The role of social networks in driving entrepreneurial learning and

education. Journal of Management Education. ISSN 1052-5629

Hayward, L., & Williams, S. (2021). Assessment and the Curriculum for Wales: Changing
Practices and Expectations. Research in Education, 99(1), 42-56.

https://doi.org/10.1007/s10798-021-09563-0

Henry, C., Hill, F., & Leitch, C. (2005). Entrepreneurship Education and Training: Can
Entrepreneurship Be Taught? Journal of Small Business and Enterprise Development, 12(4),

pp. 352-368.

Hisrich, R. D., Peters, M. P., & Shepherd, D. A., (2017), Entrepreneurship: Starting and

Operating a Business, 10th ed., New York: McGraw-Hill Education

Ho, M.H.R., Uy, M.A., Kang, B.N. and Chan, K.Y., (2018), March. Impact of
entrepreneurship training on entrepreneurial efficacy and alertness among adolescent youth.

In Frontiers in education (Vol. 3, p. 13). Frontiers Media SA.

Holmes, A. G. D. (2020). Researcher Positionality: A Consideration of Its Influence and
Place in Qualitative Research—A New Researcher Guide. International Journal of

Qualitative Methods, 19

Howard, K. A., Kimberly, A. S., Flanagan, S., Castine, E., and Walsh, M. E. (2015).
Perceived Influences on the Career Choices of Children and Youth: An exploratory study,

International Journal for Educational and Vocational Guidance, 15(2), pp.99-111

Hwb, (2021). Learning and Progression in Entrepreneurship Education. Available at:
https://hwb.gov.wales/api/storage/fOe3flea-a6ff-46c2-89f3-7617178e1f88/learning-and-

progression.pdf [Accessed 26 February 2025].

71


https://doi.org/10.1007/s10798-021-09563-0

Hytti, U., and O’Gorman, C. (2004). ‘What is ‘Enterprise Education?’ An analysis of the
objectives and methods of enterprise education programmes in four European countries.

Education and Training, 46(1), 11-23.

Institute for Fiscal Studies (IFS), (2024). Major challenges for education in Wales. Available
at: https://ifs.org.uk/publications/major-challenges-education-wales [Accessed 26 February

2025).

Institute for Fiscal Studies (IFS) (2022) School spending and funding in Wales.

Israel, M., & Hay, I. (2006). Research Ethics for Social Scientists. SAGE Publications

Jack, S.L. & Anderson, A.R., (2002). The Role of Social Capital in the Entrepreneurial

Process. The International Journal of Entrepreneurship and Innovation, 3(2), pp. 137-148.

Jones, M.,(2018), Entrepreneurship and Economic Innovation, London: Routledge

Jones, C., & English, J. (2004). A contemporary approach to entrepreneurship education.

Education + Training, 46(8/9), 416-423.

Jones, B. and Iredale, N. (2010) ‘Enterprise education as pedagogy’, Education + Training,

52(1), pp. 7-19. https://doi.org/10.1108/00400911011017654

Jones, G. and Williams, D. (2016) ‘Entrepreneurship in rural Wales: Developing future
pathways in a changing economy’, Rural Economy and Development, 30(1), pp. 47-58.

https://doi.org/10.1002/rep.162

Kakilla, C., (2021). Strengths and weaknesses of semi-structured interviews in qualitative
research: A critical essay. Preprints, [online] Available at:

https://www.preprints.org/manuscript/202106.0491/v1 [Accessed 24 April 2025

72


https://doi.org/10.1108/00400911011017654
https://doi.org/10.1002/rep.162

Kaufman, J. C. and Sternberg, R. J. (2010) The Cambridge Handbook of Creativity.

Cambridge: Cambridge University Press.

Kemmis, S. (2009). Action research as a practice-based practice. Educational Action

Research, 17(3), 463—-474.

Kennedy, A. (2014). Understanding continuing professional development: the need for
theory to impact on policy and practice. Professional Development in Education, 40(5), 688—

697.

Kim, S. & Lee, J. (2020) 'The role of universities in fostering entrepreneurial culture in South

Korea', Asia Pacific Journal of Innovation and Entrepreneurship, 14(3), pp. 106-121.

Kirkwood, J. (2007), Igniting the entrepreneurial spirit: Is the role parents play gendered?

International Journal of Entrepreneurial Behaviour and Research, 13(1): 39- 59.

Kivistd, J., & Kivinen, T. (2023). Teacher's agency and the cooperation with entrepreneurs in
teaching entrepreneurship education. EconStor. Available at:

https://www.econstor.eu/bitstream/10419/280348/1/1871594782.pdf

Kivistd, J., Kivinen, T., & Pihkala, T. (2023). The School and the Teacher Autonomy in the

Implementing Process of Entrepreneurship Education Curricula

Kobylinska, I. and Ryciuk, M. (2022). 'Contextual factors influencing entrepreneurial
intentions: The role of public policy, business environment, and education’, Economics and
Management, 25(1), pp. 89-104. Available at: https://sciendo.com/pdf/10.2478/emj-2022-

0023 (Accessed: 26 February 2025).

Kolb, D.A., (1984). Experiential Learning: Experience as the Source of Learning and

Development. Englewood Cliffs, NJ: Prentice-Hall.

73


https://www.econstor.eu/bitstream/10419/280348/1/1871594782.pdf

Kuratko, D. F., (2005), Entrepreneurship Education: Emerging Trends and Challenges for

the 21st Century, Entrepreneurship Theory and Practice, 29(5), pp. 577-597

Kuratko, D. F. (2017) Entrepreneurship: Theory, process, and practice. 10th edn. Boston:

Cengage Learning.

Kuratko, D. F., & Audretsch, D. B. (2013). Clarifying the Dominant Perspective of
Entrepreneurship Research and Education. International Entrepreneurship and Management

Journal, 9(3), 373-384. https://doi.org/10.1007/s11301-013-0270-9

Kvale, S., & Brinkmann, S. (2015). InterViews: Learning the Craft of Qualitative Research

Interviewing (3rd ed.). SAGE Publications.

Labaree, R.V.,(2002). The risk of ‘going observationalist’: Negotiating the insider/outsider

status in the field. Qualitative Research, 2(1), pp.97-122.

Lackéus, M. (2015). Entrepreneurial Learning: A Pedagogical Model for Entrepreneurial

Education. Industry and Higher Education, 29(4), 243-249.

Lackéus, M. (2015) Entrepreneurship in education: What, why, when, how. OECD

Leat, D., & Lofthouse, R. (2019). " Curriculum Design in the 21st Century: Revisiting Key
Models and Theories in the Light of Modern Educational Practices”, International Journal of

Curriculum Development, 26(1), 55-70.

Leitch, S., (2006), Leitch Review of Skills: Prosperity for All in the Global Economy — World

Class Skills, London: HM Treasury.

Li, J., Zhang, Y. and Matlay, H., (2003). Entrepreneurship education in China. Education+

Training, 45(8/9), pp.495-505.

74


https://doi.org/10.1007/s11301-013-0270-9

Lichtenstein, S., (2005). Entrepreneurial Learning and the Reflective Practitioner.

International Journal of Entrepreneurial Behavior & Research, 11(1), pp. 37-60

Lichtenstein, S., (2014). The Role of Reflection in Entrepreneurial Learning: A Review of

Literature. Entrepreneurship & Regional Development, 26(7-8), pp. 371-388.

Lonsdale, M., Deery, A., Clerke, S., Anderson, M., Curtin, E., Knight, P., & Bramich, M.
(2011). Final report: the benefits of school-business relationships. Australian Council for

Educational Research. https://research.acer.edu.au/policy analysis _misc/8

Mamabolo, A. (2020). The influence of school principals as potential entrepreneurial leaders
on the emergence of entrepreneurial activities for school funding. South African Journal of

Education, 40(4), 1-15. https://doi.org/10.15700/saje.v40n4a2040

Markman, G. D., & Baron, R. A. (2003). Person-Entrepreneurship Fit: Why Entrepreneurial
Opportunities Are Exploited and Others Are Not. Academy of Management Perspectives,

17(1), 87-104. https://doi.org/10.5465/ame.2003.9196174

Martin, B. C., McNally, J. J., & Kay, M. J. (2013). Examining the formation of human capital
in entrepreneurship education: A multi-stage model. Journal of Business Venturing, 28(4), 1-

17. https://doi.org/10.1016/j.jbusvent.2012.05.003

Mauthner, M. (2013) ‘Evaluating creativity and innovation in education: Challenges and

possibilities’, Research in Education, 90(1), pp. 68-81. https://doi.org/10.7227/RIE.90.1.5

Mercer, J. (2007). The challenges of insider research in educational institutions: wielding a
double-edged sword and resolving delicate dilemmas. Oxford Review of Education, 33(1),

1-17.

Mezirow, J., (1991), Transformative Dimensions of Adult Learning, San Francisco: Jossey-

Bass

75


https://research.acer.edu.au/policy_analysis_misc/8
https://doi.org/10.5465/ame.2003.9196174
https://doi.org/10.1016/j.jbusvent.2012.05.003
https://doi.org/10.7227/RIE.90.1.5

McAuley, A., (2013). Entrepreneurial education: meeting needs better. Journal of research in

marketing and entrepreneurship, 15(1), pp.12-22.

McKeown, T. (2017). 'Learning from the experience of others: Social learning in

entrepreneurial contexts', Journal of Small Business Management, 55(3), pp. 463-484.

https://doi.org/10.1111/jsbm.12345

Ministry of Education Malaysia (2018) National Entrepreneurship Policy 2030. Available at:

https://www.moe.gov.my (Accessed: 8 April 2025).

Moberg, K. et al. (2014). Impact of entrepreneurship education in Denmark — 2014. The

Danish Foundation for Entrepreneurship

Morris, M., Kuratko, D., & Schindehutte, M., (2013). Framing the Entrepreneurial Experience.
In: M. H. Morris, ed. Entrepreneurship: Research, Theory, and Practice. New York: Springer,

pp. 17-38.

Morris, M.H. and Kaplan, J.B., (2014). Entrepreneurial (versus managerial) competencies as
drivers of entrepreneurship education. In Annals of Entrepreneurship Education and

Pedagogy—2014 (pp. 134-151). Edward Elgar Publishing.

Mwasalwiba, E. S. (2012). Entrepreneurship Education: A Review of Its Objectives,

Teaching Methods, and Impact Indicators. Education + Training, 54(8/9), 587-611.

Nambisan, P., (2008). Transforming the Organization through Strategic Entrepreneurship.

Strategic Entrepreneurship Journal, 2(1), pp. 3-11.

National Association of Head Teachers (NAHT) (2022) State of Education Report.

Worth, J. and Faulkner-Ellis, H. (2022) Teacher and Leader Wellbeing. NFER.

Neck, H. M., & Greene, P. G., (2011), Entrepreneurship Education: The Case for Curriculum
Integration, Entrepreneurship Theory and Practice, 35(2), pp. 275-278

76


https://doi.org/10.1111/jsbm.12345
https://www.moe.gov.my/

Ni, H. and Ye, Y., (2018). Entrepreneurship education matters: exploring secondary

vocational school students’ entrepreneurial intention in China. The Asia-Pacific Education

O’Doherty, C. (2017) ‘Entrepreneurship education and the socio-economic context of Wales’,
International Journal of Entrepreneurship and Small Business, 31(2), pp. 163-178.

https://doi.org/10.1504/IJESB.2017.084893

O’Donovan, J., & Hughes, A. (2020). A review of the curriculum reform and assessment
practices in Wales: Impact on teaching and learning outcomes. Education Review, 56(3),

122-138. https://doi.org/10.1080/03054985.2020.1829062

OECD, (2016). Developing Schools as Learning Organisations in Wales. Available at:
https://www.oecd.org/en/publications/developing-schools-as-learning-organisations-in-

wales_9789264307193-en.html [Accessed 26 February 2025]

OECD, (2017), The Future of Education and Skills: Education 2030, Paris: OECD

Publishing.

OECD, (2021). What Shapes Pathways and Transitions?. Available at:
https://www.oecd.org/en/publications/what-shapes-pathways-and-transitions_3e5d83al-

en.html [Accessed 26 February 2025]

OECD (2020). 'Achieving the new curriculum for Wales', OECD. Available at:
https://www.oecd.org/content/dam/oecd/en/publications/reports/2020/10/achieving-the-new-

curriculum-for-wales_a717ca73/4b483953-en.pdf (Accessed: 26 February 2025).

OECD (2018) The Future of Education and Skills: Education 2030. Available at:

https://www.oecd.org/education/2030/ (Accessed: 12 April 2025).

Oppenheim, A. N. (2000). Questionnaire Design, Interviewing and Attitude Measurement.

Continuum

77


https://doi.org/10.1504/IJESB.2017.084893

Patton, M. Q. (2015). Qualitative Research & Evaluation Methods (4th ed.). SAGE

Publications.

Paechter, C., (2012). Researching sensitive issues online: Implications of a hybrid
insider/outsider position in a retrospective ethnographic study. Qualitative Research, 12(1),

pp.71-86.

Pearson, D. (2019) Teacher Training and Autonomy: Building Confidence in Creative

Teaching. Educational Research Review, 5(2), pp. 13-27.

Peterson, R., & Wu, L. (2021). Entrepreneurial Learning in Context: An Exploration of
Dynamic Capabilities and Learning Outcomes. Journal of Business Venturing, 36(2), 132-

148.

Priestley, M., & Philippou, S. (2018). Teacher agency and curriculum making: The case of
the Curriculum for Wales. In Wyse, D., Hayward, L., & Pandya, J. (Eds.), The SAGE

Handbook of Curriculum, Pedagogy and Assessment. SAGE

Priestley, M., & Biesta, G. (2013). Reinventing the Curriculum: New Trends in Curriculum

Policy and Practice. Bloomsbury

Punch, K. and Oancea, A. (2014) Introduction to research methods in education. 2nd edn.

London: Sage.

Piaget, J., (1972), Psychology and Epistemology: Towards a Theory of Knowledge, New

York: Viking Press.

Pittaway, L. and Cope, J., (2007), Entrepreneurship Education: A Pedagogy for Teaching
Entrepreneurial Learning, International Journal of Entrepreneurial Behaviour & Research,

13(3), pp. 147-158

78



Politis, D., (2005). The Process of Entrepreneurial Learning: A Conceptual Framework.

Entrepreneurship Theory and Practice, 29(4), pp. 399-424.

Politis, D. (2005). 'The process of entrepreneurial learning: A critical review',
Entrepreneurship Theory and Practice, 29(4), pp. 399-424. Available at:
https://effectuation.org/hubfs/Journal%20Articles/2017/06/Politis-2005-

Entrepreneurship_Theory_and_Practice.pdf (Accessed: 26 February 2025).

Politis, D. (2006). 'The Impact of Informal Learning on the Entrepreneurial Intentions of
University Students', International Journal of Entrepreneurial Behavior & Research, 12(4),

pp. 238-255. https://doi.org/10.1108/13552550610676556

Rae, D., (2006), Entrepreneurial Learning: A Practical Guide for Professional Development,

Education & Training, 48(8), pp. 587-601.

Rae, D., (2006). Entrepreneurial Learning: A Narrative-Based Conceptual Model. Journal of

Small Business and Enterprise Development, 13(4), pp. 404-417.

Rae, D. (2007) ‘Connecting enterprise and graduate employability: Challenges to the higher
education culture and curriculum?’, Education + Training, 49(8/9), pp. 605-619.

https://doi.org/10.1108/00400910710834049

Rae, D., (2010), The Entrepreneurial Journey: An Exploratory Study of the Learning and
Development of Entrepreneurs, Journal of Small Business and Enterprise Development,

17(3), pp. 389-405

Ramsden, P. (2003). Learning to Teach in Higher Education (2nd ed.). Routledge

Rauch, A., & Frese, M. (2016). Entrepreneurial orientation and business performance: A
meta-analysis of the literature. Small Business Economics, 41(3), 763-784.

https://doi.org/10.1007/s11187-013-9505-4

79


https://doi.org/10.1007/s11187-013-9505-4

Rea, L. M., & Parker, R. A. (2014). Designing and Conducting Survey Research: A

Comprehensive Guide (4th ed.). Jossey-Bass

Rizzo, M., & Amabile, T. (2023). The Impact of Entrepreneurship Knowledge on Students'
Entrepreneurial Intentions. Innovation and Entrepreneurship Journal, 18(1), 1-15.

https://doi.org/10.1186/s13731-023-00351-7

Rivera, J. (2019) ‘When Attaining the Best Sample is Out of Reach: Nonprobability
Alternatives when Engaging in Public Administration Research’, Journal of Public Affairs

Education, 25(3): 314-42.

Robson, C., & McCartan, K. (2016). Real World Research (4th ed.). Wiley.

Ruskovaara, E., & Pihkala, T. (2015). Entrepreneurship education in schools: Empirical

evidence on the teacher's role. Journal of Educational Research, 108(3), 236—249

Saidin, K. and Yaacob, A., (2016). Insider researchers: Challenges and opportunities. In:
Proceedings of the International Conference on Education and Social Sciences (ICECRS),
1, pp.849-854. Available at:
https://www.researchgate.net/publication/317080260_INSIDER_RESEARCHERS_CHALLE

NGES_OPPORTUNITIES [Accessed 22 Apr. 2025].

Saunders, M., Lewis, P., and Thornhill, A. (2016) Research Methods for Business Students.

7th ed. Pearson Education

Say, J.-B., (1803). A Treatise on Political Economy or the Production, Distribution and

Consumption of Wealth. Philadelphia: Grigg & Elliot.

Saris, W.E., Satorra, A., and van der Veld, W.M., (2009). Testing response bias in surveys:

A model-based approach. Educational and Psychological Measurement, 69(4), pp. 503-519

80


https://doi.org/10.1186/s13731-023-00351-7

Scheerens, J. (2012). School leadership effects revisited: Review and meta-analysis of

empirical studies. Springer VS.

Schén, D. A. (1983). The Reflective Practitioner: How Professionals Think in Action. New

York: Basic Books.

Shane, S., (2000), Prior Knowledge and the Discovery of Entrepreneurial Opportunities,

Organization Science, 11(4), pp. 448-469

Sharma, S. (2020). 'Building the entrepreneurial mindset through experiential learning’,
ResearchGate. Available at:

https://www.researchgate.net/publication/342088601 Building the Entrepreneurial Mindset

Through Experiential Learning (Accessed: 26 February 2025)

Shepherd, D.A., (2003). Learning from Business Failure: Propositions of Grief Recovery for

Entrepreneurs. Academy of Management Review, 28(2), pp. 318-328.

Shreeve, S. L., & Black, R. P. B. D. S., (2013), Social Learning and Entrepreneurship
Education: The Impact of Learning Communities, Entrepreneurship & Regional

Development, 25(7-8), pp. 732-748

Shih, T.H. and Fan, X., (2009). Comparing response rates in e-mail and paper surveys: A
meta-analysis. Educational Research Review, 4(1), pp.26—40.(From:

https://www.researchgate.net/publication/223715717)

Simons, H. (2014) Case Study Research: In-depth Perspectives on Theory, Practice, and

Applications. 2nd ed. Thousand Oaks, CA: SAGE Publications.

Smit, R., & Fritz, E. (2020). "The Spiral of Constructivist Learning: The Role of Revisiting

Concepts in Primary Education", Journal of Educational Psychology, 112(5), 992-1004.

81


https://www.researchgate.net/publication/342088601_Building_the_Entrepreneurial_Mindset_Through_Experiential_Learning
https://www.researchgate.net/publication/342088601_Building_the_Entrepreneurial_Mindset_Through_Experiential_Learning

Solesvik, M. Z., Westhead, P., & Matlay, H. (2013). Entrepreneurial intentions of students:
Testing a framework for sustainable entrepreneurial education. Education + Training, 55(7),

753-773

Sommarstrom, K.; Oikkonen, E.; Pihkala, T. (2021) The School and the Teacher Autonomy
in the Implementing Process of Entrepreneurship Education Curricula. Educ. Sci. 2021, 11,

215. https://doi.org/10.3390/ educsci11050215

Stewart, J., & Thomas, A., (2013), Entrepreneurial Learning in Networks and Communities,

International Journal of Entrepreneurial Behaviour & Research, 19(4), pp. 457-475.

Stevens, G., (2023). Using questionnaire surveys in academic research: pros and cons.
Academic Writing, [online] Available at: https://academic-writing.uk/advantages-

disadvantages-questionnaire-surveys/ [Accessed 24 April 2025].

Sudirjo, Frans & Novianti, Rini & Santosa, Sonny. (2024). Innovation-Based Business
Education Strategies to Foster Community Engagement in Local Economic Development.

Jurnal Terobosan Peduli Masyarakat (TIRAKAT). 1. 89-98. 10.61100/j.tirakat.v1i2.170.

Sullivan, A. (2002). Bourdieu and Education: How Useful is Bourdieu's Theory for

Researchers?. The Sociological Review, 50(4), 718-744. https://doi.org/10.1111/j.1467-

954X.2002.tb00927.x

Teece, D.J., (2007). Explicating Dynamic Capabilities: The Nature and Microfoundations of
(Sustainable) Enterprise Performance. Strategic Management Journal, 28(13), pp. 1319-

1350.

Thomas, G. (2021) How to do your research project. Sage: London

Thomas, J. W. (2000) ‘A review of research on project-based learning’, The Autodesk

Foundation. Available at:

82


https://doi.org/10.1111/j.1467-954X.2002.tb00927.x
https://doi.org/10.1111/j.1467-954X.2002.tb00927.x

https://www.bie.org/research/study/review_of research_on_project_based_learning

(Accessed: 12 April 2025).

Trowler, P., (2011). Researching your own institution: Higher education. British Educational
Research Association online resource. [online] Available at:
https://www.bera.ac.uk/publication/researching-your-own-institution-higher-education

[Accessed 22 Apr. 2025].

Tversky, A., & Kahneman, D., (1974), Judgment under Uncertainty: Heuristics and Biases,

Science, 185(4157), pp. 1124-1131.

Unis Wales, (2021). Solving Future Skills Challenges in Wales. Available at:
https://uniswales.ac.uk/sites/default/files/2021-10/Solving-Future-Skills-Challenges-in-

Wales%20%286%29.pdf [Accessed 26 February 2025].

Unluer, S., (2012). Being an insider researcher while conducting case study research. The

Qualitative Report, 17(58), pp.1-14

Walker, K. L., & Dallimore, E. J., (2021), Community Engagement in Education: Recent

Trends and Challenges, Journal of Educational Policy, 45(2), pp. 112-128.

Weick, A., & Sutcliffe, K. (2015). Managing the unexpected: Sustained performance in a

complex world. John Wiley & Sons.

Welsh Government, (2021), Entrepreneurial Learning for a Future Workforce, Cardiff: Welsh

Government

Welsh Government, (2021), Entrepreneurial Learning in Wales: A Strategy for Growth,

Cardiff: Welsh Government

Welsh Government, (2020), Curriculum for Wales: Framework for 2022, Cardiff: Welsh
Government

83



Welsh Government, (2022). Review of Welsh Government Youth Entrepreneurship
Programme 2016-2022. Available at:
https://www.gov.wales/sites/default/files/publications/2022-11/review-of-welsh-government-
youth-entrepreneurship-programme-2016-2022-final-report.pdf [Accessed 26 February

2025].

Welsh Government (2023) Enabling learning: designing your curriculum. Available at:

https://hwb.gov.wales/curriculum-for-wales/designing-your-curriculum/enabling-learning

(Accessed: 26 February 2025).

Welsh Government. (2023). Research on the early implementation of Curriculum for Wales:

Wave 2 report. Retrieved from https://www.gov.wales/sites/default/files/statistics-and-

research/2023-09/research-schools-and-learners-early-implementation-curriculum-wales-

wave-2-summary-080.pdf

Welsh Government (2020a) Careers and Work-Related Experiences in the Curriculum for
Wales. Available at: https://hwb.gov.wales/curriculum-for-wales/cross-curricular-

skills/careers-and-work-related-experiences/ (Accessed: 12 April 2025).

Wu, Y.C.J. and Wu, T., (2017). A decade of entrepreneurship education in the Asia Pacific

for future directions in theory and practice. Management Decision, 55(7), pp.1333-1350.

Yin, R. K. (2018). Case Study Research and Applications: Design and Methods (6th ed.).

Thousand Oaks, CA: SAGE Publications.

Zhang, W., & Zhang, Z. (2018) Entrepreneurship Education in China: Policies and Practices.

Springer.

Zimmerman, B. J. (2002). Becoming a self-regulated learner: An overview. Theory into

Practice, 41(2), 64-70

84


https://hwb.gov.wales/curriculum-for-wales/designing-your-curriculum/enabling-learning
https://www.gov.wales/sites/default/files/statistics-and-research/2023-09/research-schools-and-learners-early-implementation-curriculum-wales-wave-2-summary-080.pdf
https://www.gov.wales/sites/default/files/statistics-and-research/2023-09/research-schools-and-learners-early-implementation-curriculum-wales-wave-2-summary-080.pdf
https://www.gov.wales/sites/default/files/statistics-and-research/2023-09/research-schools-and-learners-early-implementation-curriculum-wales-wave-2-summary-080.pdf

Appendices
Appendix 1 — Ethics form

Q ty of W PGZIE1 FORM

[APPLICATION FOR ETHICAL APPROVAL

RESEARCH STUDENTS

This farm is 1o be completed by the student within $I¥ months for fulHime stedenis and TWELVE months
for part fime students, after the commencement of the research degres or following progression o Part
Twa of your cowrse.

Omnee complete, submit this formn vis the elS0 Doerorsl College Portal st (hitps:\mytsd uwisd. scoulk).

This decument is also available in Welsh.

RESEARCH STAFF ONLY
All cormunications relating to this application during its processing must be in writing and emailed to

poresesrchifuwtsd sc.uk , with the tille "Ethical Approval’ followed by your nams.

STUDENTS ON UNDERGRADUATE OR TAUGHT MASTER S PROGRAMMES should submit this form
{and receive the culcoms) via systems explained to you by the supsrvisor'module leader.

In order for research to resultin benefit and minimise risk of harm, it must b2 conducted ethically. A
researcher may not be covered by the University’s insurance if ethical approval has not been obtained
prior to commencament.

The University follows the DECD Frascati manws! definition of research activity: “creative work underaken
on a systematic basis in arder to increase the stock of knowledpe, including knowledpe of man, culturs and
society, and the use of this stock of knowledps to devise new applcations”. As such this covers activities
undertsken by members of stsff. postgraduate research students. and both taught postgraduate and
undergraduate students working on disserations/projects.

The individual undartaking the research activity is known 35 the “princigal researcher”.

Ethical approval is not reguired for routine audits, performance reviews, quality assurance studies, testing
within normal educations] requirements, and literary or artistic criticism.

Please read the notes for guidance before complating ALL sections of the form.

This form must be completed and approved prior to undertaking any research activity. Pleass zee
Checklist for details of process for differsnt categories of applcation.

SECTION A: About You {Principal Researcher)

1 Full Mame: Kay Hughes
2 | Tick all boxes that apply: Member of staff g | ponorary research o
Undergraduate Student (m] Iq:i'ggﬁtlﬁoﬁtgmduate m| Eﬁﬁhuﬁdent 75|
3 InsfitutelAcaderic Universiy of Wales Trnity 5t Ciawid
Discipline/Centra:
4 | Campus: SAl
5 | Eumail aodmess: 12815200 @=tudent vatsd.ac.uk
G | Comtact Telephons Murnber: G752a234458
For students:




5 PGz I E1 FORM

T Student Mumber: 1815398

& | Prograrfmme of Study: Mational MA Education

2 | Director of Studies/Supsrvisor: | Alison Evans

SECTION B: Approval for Research Activity

i Haz the research actvity received approval in principle?
{please check the Guidance Motes 35 fo the appropriate YES
approval process for different levels of research by different
categories of individual)

2 | ¥es, please indicate sowrce of
approval (and date where knowm):
Approval  In principle moEr e | Institute Research Committee O
ohialned from the refevant SOUMCe

Caher (wnite in)
&¥i thical approval /
prior o seeking & Alison Evans O 11023

Res=arch Degrees Commitizs O

SECTION C: Internal and External Ethical Guidance Materials

Fease list the core ethical guidance documents that have been refered to dunng the completon of
thiz farm (including any discipline-specific codes of research ethics, beation-specific codes of
research ethics, and also any specific ethical guidance relsting to the proposed methodology).
Pl=ase tick to confirm that your research proposal adheres to these codes and guidelines. You may
sdd rowis to this table if needed.

UWT 50 Research Ethics & Integrity Code of Practice [
UWT 50 Research Data Management Policy =
BERA (2018) &

SECTION D: External Collaborative Research Activity

If there are sxtemnal collaborators then you should gain consent from the confact persons to share their
personal data with the university. If there are no extemal collaborators then leswe this section blank and
continue to section E.

1 Insihuticn
4 | Contact person name
2 | Contact person e-mail aodness
4 I= your research extemnally funded* YES 0 NO 0
o | Areyou m recaipt of a KESS scholarship? YES 0 NO 0
G | Are you specifically employed to Woluntany YES HO
- undertake this research in either a e = =
paid or woluntary capacity? ploye YES | NO O
] I= the research b=ng underiaken IFYES then the YES NO
within an existing UWTSD &thgefa, | permission question - -




QJ b rade o Wik PGZ I E1 FORM

Professsonal Learning Partnership oelow does not need
{APLP? 1o be answerad.

] Has permission to undsraks the I TE= anach copy)
research has been provided by the If M2 the application YES m| HO |

pariner organisation’? cannot continue

Where research activity is carried out in collaboration with an external organisation

10 | Does this organisation have its own ethics approval systern? YES O NO |

lf %'es, please attach a copy of any final approval {or interirn approval) from the organisation (this
may be a copy of an email if appropriate).
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and resilisnce in problem saling?
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Ensure that you write for a Non-5Specialist Audience when outlining your response to the
points below:

Pumpose of Research Achivily
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Purpose of Research Activity
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challenpas, choices and respansibiities in work and lile (Caneers Wales, 2022).
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Research Question

Doss probbem solving thrawgh entrepreneurial leaming imorosve puplls’ resiliencs?

Aims of Research Activity

This research will kake form as aclion research. Cobeen ef al, (2007 states that action ressarch is & powerful
ool for change and mprovement at a local kyvel The enouing il be of small scale and will monitor the effects
af an nterdention an the leamers in the saing. The reseanch aims o axplons if pupils reslience can ba
developed through the s of probilem based entre prensurial actiities. By giving pupls regular oppartunities
o participate in entrepreneunal karming through suthentic problems, ? aims b explore the impact on pupiks’
reslience o problems encountered thrawgh the production of & product ar thrawgh the planning of activities
thatl will be pupil inspimed and led. This will be exploned through the perspactive of the teachens and beaching
assistants within the setting and the pupils themselves. The cpdical process of action research deseloped by
Kurt Lessin warks thrawgh a pracess of planning, action, cbesenving and avaluating (Dickens and Watkins,
1895:-155). 1t will be this process that alkows the planning far the entrepreneunal (s within the reseanch
salting, the action of carrying aul the tasks and expenences within the schaal seiting that will give cpparfunity
5 for ohservation and evaluation. MeTapgart (1997 sugoests that the reseancher should no? just see this cpche
as a one-off entire praject, but 1o start with the collection af same general data befare planning far action.
Theredore, an initial karning experiencs will be conducted with the leamens o provide a base ine absareation
o evasluate cument levels of resilisncs bedore planning the next b evaluate i the =kills lsamed ane develaped
fram leaming apporbunity 1o cpporiunity.

Cohen, L, Manion, L and Morrisen, K. (2007) Reseanch methods in education, Routfedge sBooks.

Dickens, L and Watking, K. (1989) ‘Action ressarch: Rethinking Lewin', Management Learning, 30(2) 127-
140,

MeTaggar, B [1897) 'Guiding principles far parficipatony action research’, in R, Taggart (ed.), Paricisaioy
AClion Fessanah. Albary, NY: State University af New York Press.

Objectives of Research Activity
Ta explore the impact of entreprensurial learning an pupil's resilence.
8 «  Ta obserne and describe any pragress inskils made by pupils during the entrepreneurial leaming
apporunities.

Ta ohserne the effectiveness of problem-based kearming through entreprenaonisl apporbunities.

Proposed methods {maxzimusm 600 words)

Prowide a brief summary of all the methods that may be used in the reseanch activity, making it clear
what specific techniques may be used. If methods other than thase listed in this section are deemed
appropriatz later, additional ethical approwal for those methods will be needed. You do not need fo
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justify the methods hers, but showld instead describe how you intznd to collect the data necessany
for you to complete your project.

The ressarch proposed in this document is Brgely exploratony in s nature. Grag[2022) defines this
35 a methaod that aims to explore what is hapgening and to ask questions about it A= Saundars et
3l (212) identifies this can be achieved by talking to experts in the field, people from curment
businesses ar people who had held enterprising sctivities in the community. Alongside this, some
mnterpretive studiss will also be usad to explore people’s experiences. This mult method approach
will b2 used o best answer the quesiions presented within this papsr. It will also facilitais
triangulstion, the sbility to cross reference one source of data with another with aim 1o cross walidate
findings {Clark, 2021). Moran-Ellis et al {2003) identify how triangulation can enable the researcher
to cross check findings from both gualitative and quantiiate investigation and 1o balance out any
poiential weaknesses in each data collection method.

This research will mainty use qualitative methads to develop deep insight into the effects of
enireprenaurial leaming on skills. Although some guantitative data wil also be collected af key
points through the research process. Qushtative methods can be viewed as less valid and refisbls
35 quantiative methods however, it can also give a deeper understanding as to how and why things
happen, and inconporates people’s mativations, emaotions and interactions. Miles et sl (2018)
ientifies that it is the researcher's role to gain a holistic owerview of the study and to understand the
ways in which people act. This is why group interviews, observations, photographs and 3 research
logg wiill b2 conducted throughout the time of this research. Pholographs of learners who do not yil,
to ke included will not be ussd. It will not onby help to monitor any potential progress or regression
made by the leamers, but 3ims to dive desper into their actions, thoughts and ideas. ldeas around
how the research will take place, including how, themes, topics and ideas is wery open fo pupil voice
and will b2 construcied with the pupils.

The pupils will b= given 3 problem at the beginning of the lzaming from a resource that has been
specifically made by the ressarcher for this docurnent. This is to make the research more problem

T based than perhaps is offered by other entreprenswrial resources availskle currently. This will offer
some structure to the process but it is intenfional to leave the struciure as flexible as possible to give
a5 miuch opportunity for leaming and action to happen naturally. This is why gualitative date
collection methods best suit the needs of this reseanch because the reseancher can discuss what is
b=ing seen in a true learning contsxt

During the process of this research the following methods may be usad,

= One to one sermi structured intervisw with feaching staff to assess5 and discuss obsenved
changes in behaviour and thinking.

+ [Focus group struciured and semi unstructured interviews with leamers pre and post l2aming
experience io further explors the pupil's perspective of what skills they are developing
through the learning experiences.

= Qusstionnaires prowvided to teaching professionals to discuss their thoughts on the pupils’
pragress or development in the skills being observed through this research.

= Obserations of pupils duning leaming experiences. Observations to be conductzd through
the planning, creating. designing, producing and evaluation stages of the development
process o obseree when and how pupils demanstrate the skills being cbserved and
monitored. The Leuven scale could be utiised to monitor well being and engapement with
the tasks.

= Spider graphs for pupils 1o messure their own skills levels in resiliencs and independsnce.
Pupils will measurs themselves on 3 spider graph 0-10 on where they think their current lzwel
i5 for identified skills at the baginning of the research process and then at the end to monitor
pupil perspeciive of effectiveness. O will be identified as having no ability to demansirate this
skill. and 13 being able to confidently demonsirate these skills in 5 range of siuations.

+ Digital research joumalflog will be kept throughout the duration of this reseanch project io
dacument findings.

Location of research activity
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Identify sl locations whers research activity will take place.

B Al nesearch will be conducted inone primarny schoal inWalss,
Research activity outside of the UK
If research activity will take place oversess, you are responsible for ensuring that local ethical
considerations are complied with and that the relevant permissions are sought. Specify any lecal
guidelines {e.g. from lacsl professional assocationsileamed sociefissiuniversities) that exist and
whether these imohe any ethical stipulations beyond thase uzual in the UK {provide details of ammy
Bzenses or permissions required). Also specify whether there are any specific ethical issues raised
by the local context in which the ressarch activity is taking place, for example, particulsr cultural
andior legal sensitvities or vulnerabiities of paricipants. If you live in the country where you will do
the research then please state this.
8 Al research will e conducted in the Unibed Kingodam. Thape are no spedfic athical issues raised by kcal
cantaxt ar yunerabilSes of padicpanis
== of documentafion not in the public domain: Arz any documents NOT HO B
10 | publicly available™
YES O
IFves, please provide details here of ow you vl gam access (o speciic Socumentziion that 5 not
in the public dormsin and that this is in sccordance with the cumrent dats protection law of the
“ country in question and that of England and Wales.
(M5 & shoud expand as pow Hoe)
Dioes your research relate to one or more of the seven aims of the wWell-being
of Future Generations (Wales) Act 20137 YES MO
12 | A prosperous Wales | &=
12 | A resilient Yales = |
14 | A healthier Wales | &=
15 | A more egual Wales [ O
18 | & Wales of cohesive communities | &=
17 | AWales of vibrant culture and thriving Welsh languape I O
12 | A plobally responsible WWakss | &=
18 | FYES to any of the above, pleass give details:

The focus of this research |5 about how pupils can merease their reshence as learmsars 1 also links
with the aims of creating a nation which maintains and enhances a biodiverse natural ermironment
with healthy functioning ecosysterns that support social. economic and ecological resilience and
the capacity fo adapt to change. The reseanch aims to look at how communities can create
solutions to problems to create outcomes for 3 better future and take 3 more joined-up approach.
The problems pressnted within the entrepreneuwrizl resouncs will 2nable leamsers to think maorz
widely sbout their place in Wales and their local community and how they can creats a beiter place
for them 1o ive now and for the futurs.

SECTION F: Scope of Research Activity
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Will the research activity includa:

o
=
[

-

=2 of 5 questionnaire or similar res=arch instrument?

Uz of interviews?

Lz of focus groups?

SEEIEIE

Iz of paricipant diaries?

Uze of wideo or sudio recording®

=2 of computer-genarated log files?

Parficipant obsenvation with their knowledgse?

Parficipant observation without their knowledpe?

Acrass o personal or confidential miormabon without the parbcipants cpecic

consent?

10 Administration of any queshaons, test shrmul, presentahon that may be
sxperienced as physically, mentally or ermotionally hamnful [ offensve?

11 | Perdformance of any acts which may cause embamrassment or affect self-estzem?

| e =] h| En| | 3] ka

12 | Investigation of paricipants inwoheed in illegal activities®

13 | Use of procedurss that involee deception?

14 | Administration of any substance, agent or placsbo?

13 | Working with Inre vertebrate animals?

18 | Procedurss that may hawve a negative impact on the envirocnment?

17 Caher primary data callection methods. Flease indicate the type of data collechon
| methadis) below,
Uetails of any other parmany data collection method:

HlEEBBREARR B AR|BO|BEEO|OD|QO

O|jo|jo(o|jo|jo|o|oO|Of&=

iihis bow chowid expand as you Bype)
If MO o every question, then the research activity is {ethically) low sk and may be exempt from some of the
following sections (pleass refer to Guidance Maotes).

IFYES to any gueston, then no ressarch activity should be undertaken until full ethical approval has been
obdained.

SECTION G: Intended Participants

If there are no participants then do not complete this secion, but go directhy to section H.
Who are the intended participanis:

1 | Students or =aff 3t the Unversity?

FAdults {over the age of 18 and compsatent 1o give consent]?

‘ulnerable adults?

Zhildren and Y oung Feople under the age of 127 [Consent from Farent. Caner or
Zuardian will be reguired)

Prisoners?

on| | | ra
O|l&=E|jOo|&E0
HE|lO|®| 0=




S

8 | Young offenders? &
7 Those who could be considersd to have & pariculany dependent relsionship Wit =
the inwestigator or 3 gatekssper? =
8 | People engaged in illepal activities? | E
ihers. Flease indicate the paricipants below, and specifically any group who
8 | may be unable to give cansant.
| O
Details of amy other participant groups:
Participant numbers and source
Prowide an estimate of the expected number of paricipants. How will you identify parbicipants and
o will they be recruited?
How many paricipants ars 2% pupis under the age of 19 Where parent carer permisson wil |
10 | expecied? b= requested.
5 teaching staff
11 Who will the paricpants be? Pupis at the school
Temching staff ot the school
Pupi= will b rantamiy numbered 1-28 and ierie by BT, P2 g
Teachiers will be allocated a random number and will be identified a= T1
T2
c ; - A the schoal this is being conducted in e a smal school, there ame anly
12 HD:: mll;-;l;ldenhfy’ﬂle thres teaching staff and two teaching assistants in the schoal, so sl staff
[EARNCRIETE will ke inibed 1o participate in the research. Pupils will be identified by
randam selection after the first entrepreneurial task. Quata sampling will
b ulilizad to effectioaly gat a cross ssction of pupls across the age
L POLEIS
Information for participants:
YES NO WA
13 VIl you describe the main research procedures 1o parcipanis in B
advance, so that they are informed about what fo expect? O =
14 | Will you tell participants that their participation is voluritary? = O O
15 | Will you obtain written consent for paricipation? 7 | (m|
18 VIl you explain 1o parcipants that refusal 1o partcipate in the =
research will not affect their treatment or education (if relevant)? E —
17 If the research 5 cosenvatonal, will you ask parlicipanis Tor their =
consent to being obsenesd? O =
18 WAl wou tell parficigants that they may withdraw from the research ai =
any time and for any reason? = =
0 Viith guestonnaires, will you give pamicipants the opbon of cmiting -
questions they do not want to answer? - —
70 VIl you t=ll parficipants that their data Wil be treated with il =
confidentality and that, if published, it will not be identifiable as theirs? E —
71 VIl you debnef pariicipants al the end of their paricipation, n a way =
apgpropriate to the type of research undertaken? - —
22 | If MO o any of abowe guestions, plesse give an explanation
MIT SOW SROUT EXDana 8% ol OFEE

| Information for participants:

|‘|"ES|ND|HI'A|
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Will participants be paid?

|= specislst el=ctical or other equipment to be used with participants?

Fre there any financial or Ciher INterests 1 the Investigator o
University arising from this study?

WAl the research aciivity mvolve delcerately misleading paricipants in
any way, or the partial or full concaalment of the specific study aims?

Oo|0O|(Oo|0o
H| ==&
Oo|0O|(Oo|0o

KYES to any guestion, please provide full details

ST CROAND 335 Fo (FhE

SECTION H: Anticipated Risks

Chutline any anficipated risks that may adversely alfect any of the participants, the
researchers andior the University. and the steps that will be taken to address them.

If you have completed a full risk assessment (for example as required by a laboratory, or external
research collaborstor) you may append that to this form

¥es [a]
1 | Full riek azasssment completed and appended? T
Risks to parficipants
2 | For example: sector-specific health & safety, emotional distress, financial disclosure, physical harm,
transfer of personal data, sensitive crganisational infommation
Risk to parbcipants: How poU Wi miigane the sk o aemoinants:

1. School policies relating to health and If emational distress is experienced the
safety and child and sdult protection will pa.rtu::pann'nll b= reminded that 111&_1; can
b followed at all imes. There may be withdraw from the research at any time.
occasions where participants may display | Opportunities for debriefing will take place so
discomfort or ermotional distress during | that participants’ can be offered sdditional
the entreprenaurial leaming or during support if required or opportunities for
conversations with the researcher. discussion. This will ensbls the motivation from

participants’ to be monitored also.

2. Additionsl expectation or respansibility Weetings, questionnaire and intzrviews will be
felt by participants because of the kept 3t 3 tmely manner and not be foo long or
reseanch being conducted. Exira time unneceszary. Paricipants will be remind=d that
spent involved in activities within the they can with draw at any time. These will b=
research such 35 inserviews and conductsd within waorking hours of schaal and
questionnaires. will nat require any outside warkksd from the

normial school day.
If research actiity may include sensitiwe, embarrassing of UpSeiing 10pics (8.3, sexual acivity,
drug use) or isswes likely to disclose inforrmation requiring further action (e.g. criminal activity], give
3 details of the procedures to deal with these issues, ncluding any supportizdvice (e.g. helpline
numbers) to be offered to paricipants. Note that where applicable, consent procadures should
make it clear that if something potentially or actually illepsl is discovered in the course of a project.
it may n=ed 1o be disclosed fo the proper autharifies
MR
Risks to the investigator
4 | Forexample; personal health & ssfety, physical harm, ermotional distress, nisk of accusation of

hamn/improprety, conflict of interest
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Risk to the investigator
1. Research bizs. It is acknowledged that
the researcher may have views and
opimians on the subject matter that may
subcaonsciously influence data analysis.

2 Low nurnbers of parficipants will Bmit the
extent to which dats can be peneralised.
3. Compromised reputation and risk of

complaint should | not conduct myself in
a professional rmanner.

How you wi¥ miigane fhe dsic fo the weestipador
Discussions with parficipants will be clarfied so
the intended messape of what they are saying is
mcluded within the research matenial and not
what the researcher thinks they are saying. The
researcher intends o be mindful when
analysing the dats collected fo be objective.

Ensuring that through sampling measures thers
will b2 encugh svailable partcipants shauld
some wish to withdraw from the process.
Paositive messages of the value of research
should be made explict to potential participants
to achizwe high vptake in engagement

Participants will be clearly directed to
comglaints procedure should any misconducs
oocur &t any point through the reseanch.
participants’ will be made aware of their right o
withdraw and from debriefing meetings,
oppartunity for participants to express their
opinians and feelings about the research will be
given. Ethical considerations will be at the
farefrant thraughout the research and BERA
{2013) guideline will be mairtained a1 all firmes.

Universitylinstitutional risks
For example: adverse publicity, financial koss. data

protection

Rizk to the University:
1. Poiential risk of data protection breaches
if Hems are nat securely stored.

2. Repuiational damage if the researchsr
does not conduct themsehes in a
professional manner and this reflecting
negatieely on the University.

How oy wil mitgate fhe psk o the Lnivermns

The university will be informed at all points
throughout the research, Data will b2 secursly
stored on & clowd-based storape by password
and two factar suthenticstions.

Ethical considerations will be at the forefront
throughout the research and BERA (2018}
guideline will be maintained af all tirmes.

Environmental nsks

For example: sccidental spillage of pollutantz, damage to local ecosystems

Hisk o the emaronment:

1. Podential risk to the environment by being
careless with rescurces used within the
projects or not disposing of matensls
carefully.

Haow oy wil midgates ihe dsk do snvioosmend

‘Where possible the children will uss the reduce,
reuse, recycle mantra when deciding an what
materials to use. Consideration to using
recyclable maternisls whens possitle will be
given when creating potential products and
discussion with the lkeamers abowt their irmpact
on the environment whean creating solutions to
the problems pressnted. Al matsnials after the
projects will be disposed of either through
recycling or throwgh suitsble means. One of the
projects presentzd to the children will focus
solely on sustainable futures.

| Disclosure and Barring Service
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[f the research actvity inwolves children or vulnersble adults, a Disclosure
and Baming Servics (DBS) cerificate must ke obtained before any YES NO MIA
caontact with such parficipanis.

7 | Does your research require you to hold a current DBS Cerificate? E m) O
[T YE=, please give the certficate number. [f the cenihicate number (s not
& | availablz please write “Pending”; in this cas=s any sthical approval will be 001313211445

subject to providing the appropriste cerificats number.

SECTION I: Feedback, Consent and Confidentiality

i Feedback
‘What de-bricfing and fesdback will b= provided to participants. how will this be done and when?

Hegular gaboef wil take placs sfter axch final leaming expenence and then at e end of the inal project a
canduding feedback will be given.

el Intormed consent

Dieszcribe the arrangements to inform potential paricipants, before providing consent, of what is
mvohed in paricipating. Describe the arrangements for participants to provide full consent before
data coll=ction begins. If gaining consent in this way is inappropriste, explain how consent will be
obdained and recorded in accordance with prevailing data profection legislation.

B Temer will e dsseminated b all polenial paricipants via emal mmnlng the aims and abjectives of the
research and the medods that will be conducied. Within the letier will be an slectronic link whene parents and
cArErs can giie permssion. For pupil assent a full verbal explaration will be given ta the pugils of what will e
happeaning and how they will be invabeed. A child fiendly Toem will be compledied whens children can opl in o
apt out and will haee understanding thal they can opt out at any ffure pont. This will be accessile for the
pugiks n the research aged 4 - 11,

7 | Confidentiality F Anonymity
Set out how anonymity of paricipants and corfidentsity will b2 ensured in any outputs. If

ananymity is not being offered, explain why this is the case.

Confideniality will be ensored al al trnes o inltemabon colkected will be kept secuned and delefad afler e
award of MA has been achieved. Ml indormation will anly be wsed for the pupose of this reseanch

Ancnymity will be ensured throughout the reseanch procsss, inoany wrilten repeet or appendic pacglie names
will mat b usesd and identification of the schioal will be remeeed from desumaniation. Alpharumersic Lsbels will
Be used when people ane identified n the epon & set ot earier in this documentation.

SECTION J: Data Protection and Storage

Upes the research activity imolve personal data (as defined by the Genersl
Data Protection Regulation 2018 “GOPR™ and the Data Protection Act 2018 YES HO
“OPATT

“Fersonal data’ means any MIoMmahon relang 10 50 joenimed or idenimane
nafural person datfa subject’]. An dentifiahie naluwsl person is ome who can
be idenfified, direchly or indirectly, in paricular by reference o an identifier

1 | such 25 2 name, an identificsbion number, locstion dats, an online idendifier or O x
o ome or move fackors specilfic fo fhe physical physiological, genefic, manfsd,
econamic, culfural or socis! idenfily of thaf nsfural person. Any wideo or sudio
recordings of participants s considersd fo be personal dala

I YES, provide a description of the data and explain why this data needs to be collected:

s box showyd expand' o3 po Hoe

Does it involve special categary data (as defined by the GOPR)? | vEs | wo
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:E_DECIEJ Caregary data" means sensmve cerzanal GETE] CSTZ‘-S'-E.E"IE' of Tanmancn a=
to the dala subkects’ -

(2] raciaf o Stnic angin,

b} poMical cpinins,

(5} relgIaLE DeNers or other beisfs of 3 Smbar nafe

5 | (0] membershis of @ frEds Urion (WD Bhe meaning of the Trage Linan and Labowr o ¥
Ralstions {Consowdation) Act 1002),
(e} physical or mental kesith or conaffion.
{1 sexwal e,
{3} genedics
() bicmednic deds (a5 vsed for D DpoEas)
FYES, provide a descripbion of the special category data and explain why this data needs to be
collected:
4
MIT S0 ShOUy EXpand 8% o Ee
Wil data from the research activity [collected data, drafis of the thesis, or | TES | 1[a]
materials for publication) be stored in any of the following ways?
5 | Manusl fil2s (Le. in paper fomm)? = =
6 | University computers? m| ®
7 | Private company computers? O =
& | Home or other personal computers? O ®
8 | Laptop computersd COsf Porable disk-dives! memony sticks? m ®
10 | "Clowd” storage or websites? = (m|
MEE — SpeCiy. o -
For all stored datfa, explain the measures in place o enswre the secunty of the data collected, data
12 | confidentality. inchuding details of backup procedurss, password protection, encryption,
anonymisation and pseudonymisation:
Al siored data will be siored an a doud-based syswem pralecied by hwo laciar suthenlicanons for e lengih of
thig research collectian. Paper based data collection in the form of the pupl’s spider graph will be collected on
pager and then analysed and findings will be written up onle an online document. The gaper capies will be
fapd i locked Tike cabiret untl the end af the reseanch project where the pupils will re-evaluate their keaming
an the same spider graph. These will Sien be shredded whan the sward of MA s achieved.
Data Protection
Will the research activity invohee any of the following acinities: YES NO
12 | Electronic transfer of dats in any form® O 7|
14 Ehanng of data wih others af the University outside of the immedisie reseanch — =
team?
15 | Shaning of data with other orpanisations? O 7|
18 | Export of data outside the UK or importing of data from owtside the LIK? (m| 7
17 | Usz of personal addresses, posteodes, faxes, emails or telephone numbers? (m| 5|
18 | Publication of data that right allow identification of individusls? (m| 7
18 | Use of data mansgement systerm? O 7|
20 | Data archiving? m| 7
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FYES to any guestion, please provide full details, explaining how this will b2 conducted in

21 | accordance with the GOPR and Data Protection Act (2018) (and any intemational eguivalents,
where appropriste):
NS Do0r SB0UYT EXGAND 3% O SFEE.
22 | List all who will have access to the data generated by the research actvity:
Only the rmseancher (Kay Hughas) will have socess o the dala generated.
21 | List who will have confrol of. and act as cusfodian(s) for, dafa generated by the research activity:
Eay Hughes - Fesearcher
zeve detals of data storage arrangaments, mcluding secunty measures in place to protect the data,
24 | where data will b= stored, how long for, and in what form. Wl data be archived — if =0 how and if
ot wihiy mod.
Diata will £= siorad as oulling above, siher onling on a cloud-based storage system or n a locked
cabinet. This will only be stored for as long as nesded and will only b= used for the purposes of this
research study. Data will not be anchived as thers is no requirement for this.
5 | Frease indicate if your dzia will be stored in the OWT S0 Res=arch Dala Repository [see
hitps.iiresearchdata uwisd ac.ukl' ). |f so please explain. {Mos relevant to academic sisf]
No
Zonmimn that you have read the W0 guedance on data management (522
28 | nitps: i, iwtsd.ac.uk/libraryiresearch-data-management’ YES B
- ConfirT that you are aware that you nesd to keep 3l data undl afer your

research has completed or the =nd of your funding YES ]
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SECTION K: Declaration

The information which | have provided is comect and complete to the best of my knowledge. | hawvs
attermipted to identify any risks and issues related to the research aciivity and acknowledge my
obligations and the nghts of the participants.

In subrnitting this application | hereby confirm that | underake to enswre that the above named
research activity will mest the University's Research Ethics and Integrity Code of Practice which is

published on the website: htps:henwew. uwisd ac ukiresearchireseanch-ethics!

Date: 15,7723
1 | Signature of applicant: e
For STUDENT Submissions:
3 Liirector of Date:
Sludies/Supendisor:
3 | Signature:
For STAFF Submissions:
4 Acatemic Director Assistant Date:
Diean:
5 | Signature:

Checklist: Please complets the checklist below to ensure that you have cormpleted the form accarding to the
guidelines and attached any required documentation:

| hawe read the guidance notes supplied before cormpleting the formm.
| hawe completed ALL RELEVANT sections of the fomm in full.

| | confirmn that the research activity has received approval in principle

00 | | hawee attached s copy of finalfinterim approval from external arganisation (where appropriate)

= | hawe attached 5 full risk asses=ment (where appropriste) Q8LY TICK IF YOU HAVE
ATTACHED A FULL RISK ASSESSMENT

| understand that it is my responsibility to ensure that the abowe named research actvity will rmest
B the University's Flesearch Ethics and Integrity Code of Practice.

| understand that before commencing data collection all documents aimed at respondenis
2 | {mcleding information shests, consent forms, questionnaires, intenview schedules etz must be
confirned by the DoS/Supenisor, module tulor or Academic Director.

[RESEARCH STUDENTS GHLY
Omnice complete, submit this form via the TS0 Doctoral College Portal 5t (hitps-iimytsd uwisd. sc.ul).
| RESEARCH STAFF GRLY

All cormmunications relating ta this application dunng its processing must be in writing and emailed to
paresearchi@uwisd. ac.uk , with the title ‘Ethical Approval followed by your nams.

STUDENTS ON UNDERGRADUATE OR TAUGHT MASTER S PROGRAMMES should submit this form
{and receive the outcoms) wia systems explained to you by the supervisor'module leader.




