

















































Abstract 

Teaching practitioners of Wales have been told that as part of their role they now need to support learners to become ambitious and capable. Research has shown that these two characteristics are fluid and have multiple levels of interpretation. This study investigates teachers’ and learners’ understandings of ambitious and capable characteristics. Furthermore, it evaluates these understandings to establish how ambitious and capable can be facilitated within classrooms. Building on existing work of psychological teaching approaches, it asks; how could perceptions of ambitious and capable impede the likelihood of achieving them?

In order to address the aforementioned question, a constructivism approach was applied. Based on a review of literature, a digital questionnaire was distributed, and two semi-structured focus groups were conducted with 16 humanities teachers. Results were collected from two schools in South Wales. The results indicated that context has an influence on perceptions of ambition and capability. Moreover, that ambitious and capable characteristics can be facilitated using any psychological perspective. On this basis, it is recommended that schools implement their own approaches to creating ambitious and capable learners. Further research is needed to establish how teachers can track the progression of learners ambitious and capable characteristics. 
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Introduction 

Education in the 21st century is becoming increasingly competitive (Claxton, 2017). Consequently, nations are implementing different policies to prepare their learners for the challenges that await them in life. The UK is an example of this diversification, with its nations implementing different educational designs. These varied curriculums have appeared because the competitive nature of education has resulted in the UK nations blaming each other for their shortcomings. But what actually is good education? Results from the Programme for International Student Assessment (PISA) revealed that Wales has the worst GCSE outcomes in the UK (Hume, 2016; OECD, 2016). Therefore, it is no surprise that Wales join the global trend in revolutionising their approach to education. In Wales, the Welsh Government (WG, 2020) has devised a new curriculum to raise attainment and create an educational system that is a source of national pride. The new curriculum (WG, 2020) has reformed education so practitioners, those teaching ages 3-16, have the autonomy to develop a school-level curriculum (see Appendix 1, Figure A1). 

The aim of the new curriculum (WG, 2020) is to prepare learners in Wales to tackle lifelong challenges (Hughes, Makara and Stacey, 2020). However, learners claim they already feel prepared for life, with more than ever before obtaining a satisfactory educational status and staying in education post 16 (Machin and Vignoles, 2004). The new curriculum (WG, 2020) claims to be revolutionary, this is debatable as its design is similar to past curriculum’s (see Board of Education, 1931; Dixit, 2002). Therefore, this new curriculum (WG, 2020) could be considered as another attempt to make change for the sake of change, adding to the UKs list of extensive educational reforms (Ball, 2017). 

The new curriculum (WG, 2020) aims for learners in Wales to master four purposes, through six Areas of Learning and Experience (AoLE; see Appendix 1, Figure A2). These educational purposes are similar to the aspirations of Australia (Australian Government, 2015), New Zealand (Ministry of Education, 2015) and Scotland (Scottish Government, 2016), and can be obtained through achieving a series of ‘What Matters’ statements (Hughes, Makara and Stacey, 2020; see Appendix 1, Figure A3). A shortcoming of the new curriculum is that practitioners could interpret its purposes through the Greek understanding of purpose; ‘to practice’ (Biesta, 2010). This shortcoming has caused aggravation for the teaching practitioners of Wales, as they feel the subjective nature of the new curriculum means they are vulnerable to make mistakes (Sinnema, Nieveen and Priestley, 2020). Therefore, the purpose of this investigation was to provide objective clarity on some of the ill-defined aspects of the new curriculum (WG, 2020). In doing so hopefully practitioners feel reassured that they can facilitate the new curriculum consistently. 

This investigation critically compared teachers’ and their learners’ beliefs and educational theory in relation to the new curriculum (WG, 2020). The sheer size of the new curriculum (WG, 2020) meant this investigation had to be selective about what it could examine. Consequently, the decision was made to investigate only one of the of the four purposes stated in the new curriculum; ambitious capable learners (WG, 2020). This investigation explored this purpose through the humanities AoLE. Creating ambitious and capable learners is not an entirely new entity to education, the two characteristics do have components that overlap with previous philosophies (see Claxton and Powell 2019; Dweck, 2007). However, the terms ambitious and capable have only been expressed from top-down perspectives. Therefore, because the new curriculum (WG, 2020) is largely being constructed bottom-up, by teachers, their perspectives of ambitious and capable need to be acknowledged. In doing so what it means to be ambitious and capable can be coherently facilitated and monitored across Wales. 

Ambitious and capable both have flexible variables, meaning neither have a fixed definition (see Figure 1, over page). The design of the new curriculum (WG, 2020) combines ambitious and capable as one characteristic. This complicates their mastery because progression of both characteristics will look different. The new curriculum (WG, 2020) has obscured how to independently track the progression of these characteristics, instead it has simply provided a combined set of benchmarks on what ambitious and capable learners should be able to do.


Fluid Variables












Figure 1: Ambitious and capable variables

1.1 Aims and Objectives 
The research question selected: 
How could perceptions of ambitious and capable impede the likelihood of achieving them? Understanding a purpose of the Welsh 2022 curriculum through the Humanities Area of Learning and Experience.

underwent several stages of Zwicky’s (1969) morphological analysis. This meant that the new curriculum (WG, 2020) was explored until aspects of a personal interest arose. The content selected from the new curriculum (WG, 2020) was ambitious, capable learners. This curriculum purpose was selected because the paraphrasing of it means teachers can interpret it as they wish. Therefore, this investigation was carried out to provide clarity on what it means to be ambitious and capable and establish if these are achievable. Once the research content was selected, it was shaped into a focused and feasible question. In other words, it had to be answerable with the resources available. For this reason, the investigation only explored KS3 pupils’ and their humanities teachers’ perceptions. 

Once the research question was established it was explored through a process of abstraction (Walliman, 2018). This led to the investigations aims and objectives: 
· How do teachers, learners and literature interpret ambitious and capable characteristics?
· Does schooling context affect how its learners and teachers perceive ambitious and capable?
· How do interpretations of ambitious and capable impact their delivery?

To address the aims set, the following objectives had to be completed:
· To explore pupils’ and their teachers’ perceptions of ambitious and capable.
· To undertake a relevant literature review and build a methodology that provides the research with direction.
· To determine how age and gender influence perceptions of ambitious and capable. 
· To critically analyse data so that meanings and patterns can contribute towards conclusions.

1.2 Context
This investigation was conducted at two South Wales schools, both are currently involved in implementing the new curriculum (see Figure 2). Two schools were investigated because this provided the investigation with data from contrasting socio-economic catchments and offered an insight into the multiple ways in which schools are approaching the new curriculum (WG, 2020). The schools examined are referred to throughout as ‘School A’ and ‘School B’. 








Figure 2: Investigated contexts

1.3 Summary
This investigation was conducted following Palaiologou, Needham & Male’s (2016) phases of a research project. In doing so, this investigation combined elements of education, philosophy and sociology. This resulted in an improved pedagogical understanding of the new curriculum.  The structure of this report largely follows a conventional qualitative design. However, the results and discussion chapter have been presented thematically through the following themes: ability and gender, challenge, target grades, learning skills and language. 
Literature Review 

The purpose of education is frequently changing to make sure learners are prepared to meet the demands of the modern world (Atir, Rosenzweig and Dunning, 2015; Jang, 2008). However, the last 100 years have seen education maintain three constants: create a skilled workforce, help learners understand their human rights and maintain societal panacea (MacBlain, 2014). The nations of the world have approached these three purposes through different curriculum designs. The new curriculum (WG, 2020) has reshaped these purposes because the existing design no longer prepares learners to deal with the needs of society (Wightwick, 2019). Instead, the new curriculum (WG, 2020) has proposed that practitioners should now facilitate four purposes (see Appendix 1, Figure A2). In particular, this investigation is interested in the new curriculum’s ambitious, capable learner purpose (WG, 2020). Although ambitious and capable sound intriguing there is very little consensus on what they look like and how they should be facilitated in classrooms. 

2.1 Teaching and Psychology
There are three main psychological perspective’s: Behaviourism, Constructivism and Humanism. Behaviourism (see Pavlov, 1906; Skinner, 1971; Watson, 1916) contends that “behaviour can be predicted, measured and controlled, and that learning is simply a matter of stimulus and response” (Wallace, 2008, p. 32). Alternatively, constructivism suggests that learning is best facilitated through using meaningful knowledge to build on existing knowledge (Wallace, 2008). The constructivist school of thought exists in two forms: cognitive constructivism (Bruner, 2009; Dewey, 1916; Piaget 1952) and social constructivism (Vygotsky, 1978). Subsequently, humanists (Claxton and Powell, 2019; Dweck, 2007) propose that education should be learner-centred because this helps support personal and emotional growth. These psychological perspectives demonstrate why teachers foster their own vision for what effective learning should look like.

Several theories have suggested that learning is best facilitated through an active experimentation environment (Dewey, 1938; Piaget, 1952; Vygotsky, 1978). Above all, this means learners should develop their knowledge by playing in their environment. Kolb (2014) believes this learning approach only provides learners with basic knowledge. However, learning can effectively happen, if learners reflect on their playful learning through his experimental learning theory (Kolb, 2014). The language of learning (learnification) used in the new curriculum (WG, 2020) is similar to previous studies (Biesta, 2015; Enser, 2019; Kolb, 2014). Notably, Kolb (2014) and the new curriculum (WG, 2020) both paraphrase that to be ambitious and capable, learners need to understand how to effectively plan, experiment and reflect. Furthermore, only once learners have mastered these skills will they be able to access lifelong learning. Claxton and Powell (2019) have reaffirmed that ambitious and capable characteristics are achievable if Kolb’s (2014) and the new curriculum’s (WG, 2020) proposed skillsets are facilitated. In addition, Claxton and Powell (2019) have reshaped the new curriculum’s (WG, 2020) ambitious and capable characteristics, indicating they can be achieved if teachers facilitate their learning-power capacities. 

Irwin (2012) argues that whilst Kolb’s (2014) experimental learning theory facilitates learning, it lacks specialist knowledge and consequently learners cannot obtain problem-solving skills. Irwin’s (2012) pragmatism is consistent with that of Khattab (2015) and MacBlain (2014) who claim that active experimentation does create playful learners, but it fails to prepare them for standardised tests. Leckie and Goldstein (2017) have indicated that the design of the new curriculum (WG, 2020) means learners do not have to be as prepared for standardised tests because eventually these will not be used to measure their competence. Rather, learners individualised progress will be tracked against ‘What Matters’ statements and assessment ‘Key Principles’ (See Appendix 1, Figure A4). This curriculum structure completely opposes the findings of Volante (2004) who speculates that to be capable, learners must be able to pass standardised tests. A further problem with the new curriculum (WG, 2020) is that learners will not be able to sustainably maintain its purposes because their cognitive development will not understand the required characteristics (Leckie and Goldstein, 2017). 

The concept of cognitive development has gained momentum in recent years; the study reported in this paper is widely concerned with the cognitive development of those aged 11-14. Therefore, it is important to acknowledge Montessori’s (1967) and Piaget’s (1952) stages of cognitive development and how these stages link to the new curriculum’s design (WG, 2020). Montessori (1967) identified that children go through unique development stages; 0-6 years old absorbent, 6-12 conscious, 12-18 abstract thinking, 18-24 adulthood (Montessori 1967:19). Similarly, Piaget (1952) identified that children go through four fixed stages of development. The participants involved in this investigation are from Piaget’s (1952) concrete and formal development stages. 
The design of the new curriculum (WG, 2020) has fostered Piaget’s (1952) operational stages, consequently Hughes, Makara and Stacey (2020) have indicated that caution should be taken to make sure a ‘glass ceiling’ is not imposed. MacBlain, (2014) has noted that curriculums should be personalised at school level because learners in different localities have unique understanding at each developmental stage. The new curriculum (WG, 2020) has proposed that it has met the needs of the different operational stages by providing schools the freedom to implement the curriculum through their own designs. (See Appendix 1, Figure A1). This reflects numerous authors (see Claxton 2012; Holdsworth, Turner and Scott-Young 2017; Sherrington, 2019) who suggest that teachers know best how to prepare their learners, consequently meaning they should be involved in planning how and their learners are taught. Sherrington (2019) has advocated that all school level curriculums can achieve their purpose if they deliver his four strands: reviewing material, questioning, sequencing concepts, and modelling stages of practice. However, Enser (2019) has suggested that Sherrington’s (2019) four strands are too simple because they do not take into consideration the complex dynamics in every 21st century classroom. 

Montessori (1967), similarly to Dewey (1938), suggests that learning through play should be applied throughout all of learners’ psychological development stages. Whilst this is supported by Kasprisin (2016) and Piaget’s (1952) cognitive development theory, Biesta (2015) has emphasised that learning of this sort can create the same problems as outlined earlier by Kolb (2014). For this reason, modern constructivism requires learners to be taught how to learn (Biesta, 2015; Claxton and Powell, 2019; Kohn 1999). Furthermore, Brady (2008) suggests that Montessori’s (1967) learning through play ideology is too fixed because the emotional development of children is not just dependant on age. The new curriculum (WG, 2020) has identified that Montessori’s (1967) fixed progress has flaws and consequently it has established that progress is best tracked using an achievement continuum. Claxton (2008) demonstrated that achievement continuums have problems linked to revisiting misconceptions. Mainly, this means mistakes made by the minority of learners are accepted as long as the majority show progress. Moreover, because the new curriculum (WG, 2020) expects teachers to facilitate a particular set of skills, teachers have to use their own understanding to interpret and focus on what skills they believe are the most important.

Claxton and Powell (2019) have indicated that to become ambitious and capable, learners need to develop three learning habits: cognitive, social and emotional. It has been speculated (Jones and Whitehouse, 2017; Keddie, Mills, and Pendergast, 2011) that teachers will always prioritise cognitive, over social and emotional development. Claxton and Powell (2019) claim that this occurs because government policies make teachers believe their number one priority is getting learners to pass exams (see Jones and Whitehouse, 2017). Consequently, learners are not equipped to succeed in the 21st century (Claxton, 2012; Sherrington, 2019). On the other hand, Antiniou and Kyriakides (2013), Montessori (1967) and Sherrington (2019) argue that for learners to succeed they should always work independently, as this best prepares them for exams. Ultimately, this argument demonstrates a barrier to achieving the new curriculum’s (WG, 2020) ambitious and capable purpose because it proposes these can only be obtained if learners are provided the opportunity to work collaboratively and independently. 

Vygotsky’s (1978) research into social relations marked the start of a new era for education, similar to Dewey (1938) and Piaget (1952). This new era ended mainstream didacticism, which involved approaching education through science (Hativa and Birenbaum, 2000; Kim, 2005). Vygotsky (1978) affirmed that cognitive development, the development emphasised most by the new curriculum (WG, 2020), is shaped by internalisation and is beyond the means of what teachers can influence (see Jacobs, Lamb and Philipp, 2010; Strickland, 2007). In the view of Vygotsky (1978), learning through play and learning in school are essential for learners to close their Zone of Proximal Development (ZPD) (Strickland, 2007). Vygotsky’s (1978) ZPD theory suggests that children become more able if their progress is supported by their teacher, with support being reduced as they get older. 

This ideology is similar to Claxton (2017) and Sherrington (2019) who both suggest that to become capable learners must develop their independence through resilience. Vygotsky’s (1978) ZPD ideology is paraphrased throughout the new curriculum (WG, 2020). Both indicate that children need scaffolding to help model how they should problem solve. Bruner’s (1996) research affirmed Vygotsky’s (1978) ZPD theory but suggested that it is best accessed through a spiral curriculum. Put simply this means learning should occur through taught themes (Kim, 2005). The new curriculum (WG, 2020) has evidence of Bruner’s (1996) taught themes research, it indicates when designing the curriculum at school level there should be cross-cutting themes; which support knowledge accumulation, skills acquisition, and attitude formation. Furthermore, Vygotsky’s (1978) ZPD theory and Bruner’s (1996) computerisation research indicate that learning occurs best when learners apply new knowledge to their previous experiences. This sentiment closely reflects Claxton and Powell’s (2019) ideology that that learners need a distilling function to become ambitious and capable. However, other authors (see Kardas and O’Brien, 2018; Sherrington, 2019) have proposed that teaching through themes means teachers have to facilitate multiple disciplines and consequently subject specific knowledge gets delivered wrong. Sherrington (2019) has advocated that this approach to teaching makes learners less capable because teachers are unable to identify their own misconceptions. 

The new curriculum (WG, 2020) neglects informing teachers how to create ambitious and capable learners. Therefore Skinner’s (2011) research, which built on Pavlov’s (1906) philosophies of classical conditioning, must be consulted. Skinner (2011) advocated that behaviour is not a fixed entity but can be shaped through operant conditioning. In particular, Skinner (1983) claims that learners’ attitudes can be shaped through using positive reinforcement and negative consequences. This suggests that creating ambitious and capable learners can be achieved by teachers simply modelling the attitudes they want their learners to acquire. However, Baum and Flores (2011) contradicted Skinner’s (1983) research claiming that trying to correct behaviour through negative consequences only emphasises failures. Alternatively, if teachers use positive reinforcement then learners could become more motivated to make progress, this sentiment closely reflects the new curriculum’s (WG, 2020) vision of what an ambitious learner could look like (Baum and Flores, 2011; Holdsworth, Turner and Scott-Young 2017; Shoda, Mischel, and Peake, 1990). On the other hand, Biesta (2010) has established that positive reinforcement should not be facilitated through rewards because this creates an anti-educational environment. Overall, Skinner’s (1983) research must be treated with caution because his findings largely explain human behaviours through animal research (Holdsworth, Turner and Scott-Young 2017).

Bandura’s (2006) research critiques the work of Freud (1954), Piaget (1952) and Skinner (1983), suggesting that behaviour cannot be modified through just rewards and sanctions. Bandura’s (1977) social learning theory explains that behaviours are a response of what we observe daily. Bandura (1977) and Rosenshine’s (2019) work is similar to that of Vygotsky’s (1978) ZPD theory, as they all indicate that mastery is only possible through guided support. This demonstrates that ambitious and capable characteristics might only become accessible if they are modelled to learners. In general, its understood that Blooms (1981) taxonomies demonstrate how learners cognitive, affective and psychomotor behaviours should develop as they become more capable (Kardas and O’Brien, 2018; Khattab, 2015; Atir, Rosenzweign and Dunning, 2015). Blooms (1981) claims that learners should thrive for mastery in these domains, not just copy the modelling they have been subjected to. If learners can only repeat these models, all they will be capable of is passing standardised exams (Atir, Rosenzweign and Dunning, 2015. The psychological perspectives discussed demonstrate that educational theorists cannot agree on how education should be delivered. This means it should not be a surprise that global nations are emphasising different psychological approaches. However, if the language used within these approaches is not fully understood no nation can effectively apply an approach. 
2.2 [bookmark: _GoBack]Mindset
A problem with the psychological perspectives discussed is that they believe the purpose of schooling is for learners to achieve success. Numerous authors have argued that schooling of this nature places a ‘glass ceiling’ on learners’ capabilities (Hagenauer and Volet, 2014; Pekrun, 2017; Klassen, Perry and Frenzel, 2012). Dweck (2017) has suggested that this ‘glass ceiling’ can be broken if teachers and learners use her growth mindset (or incremental theory). If learners embrace Dweck’s (2017) growth mindset, learning is no longer valued as success or failure, rather through neutral curiosity; it becomes an ongoing process (Fletcher and Sarkar, 2016). The new curriculum (WG, 2020) distinctly wants to create a population that uphold Dweck’s (2017) growth mindset and consequently thrive for mastery because they appreciate their own ‘I am’ characteristics. Dweck’s (2017) work overlaps with Biesta’s (2015) learnification research. Dweck (2017) suggests that by adapting assessments to incorporate the language ‘not yet’ and ‘could be’ progress is valued as fluid, an ideology reiterated throughout the new curriculum (WG, 2020). In addition, Claxton and Powell (2019) have endorsed that for learners to become ambitious and capable schools need to facilitate the key elements of Dweck’s (2017) growth mindset. However, Robinson (2009) has claimed that schools should not opt for a one mindset ‘fits all approach’. Ghanizadeh and Jahedizadeh (2015) affirmed Robinson’s (2009) claim that because mindset is a fluid concept, how it is approached needs to be individualised. This demonstrates why the new curriculum (WG, 2020) has provided the scope for schools to implement the curriculum using their own design. 

Numerous authors (Fletcher and Sarkar, 2016; Robinson, 2009) have argued that Dweck’s (2017) mindset philosophy does help some learners to thrive, but limits other, as it blurs what they believe schooling is for. Pekrun (2017) has indicated that if learners are to progress towards becoming capable, they need to maintain a positive, rather than a growth mindset. Pekrun (2017) claimed that this is possible if teachers facilitate Barret and Russell’s (1998) states of arousal and valence (see Figure 3, page 13).
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Figure 3: Circumplex model of affect (Barrett and Russell, 1998)

Dunlosky et al. (2013) believe that a positive mindset only works for boys, in particular those in academic schools. Numerous authors (Dweck 2017; Hagenauer and Volet, 2014; Sherrington’s 2019) support Pekrun’s (2017) claim that boys develop more perseverance and absorption, two characteristics that Claxton (2017) argues are required for learners to become ambitious and capable. Dweck (2017) suggests that this happens because boys receive more process praise (bright girl effect). Klassen, Perry and Frenzel (2012) claim that because boys receive more process praise they do not accurately understand their capable characteristics, which often causes them to overexaggerating their competencies. Ghanizadeh and Jahedizadeh (2015) support Klassen, Perry and Frenzel’s (2012) research, suggesting that until boys stop receiving process praise they will not understand their own intelligence.  

It has been suggested that a teacher’s mindset has a larger influence on their learner’s development, than the learner’s mindset itself (Fredrickson, 2001; Hagenauer and Volet, 2014; Klassen, Perry and Frenzel, 2012). The mindset of teachers is not just portrayed through their expositions but a wide range of features, such as content of lessons, classroom management and approach to engagement (Conner and Barrett, 2012). Since these experiences shape learners, they strongly influence how capable and ambitious they can become (Klassen, Perry and Frenzel, 2012). Furthermore, Ghanizadeh and Jahedizadeh (2015) have suggested that as teachers get older, they become less concerned about their learner’s success. Combing Sherrington (2019) and Ghanizadeh and Jahedizadeh (2015) research helps explain why new curriculums sometimes fail.

2.3 Socio-Economic Backgrounds
Many authors (Castro et al. 2015; Dweck, 2017; Terman and Oden, 1959) have suggested that worldwide curriculums do not support the diverse homelife of learners. In particular, Terman and Oden (1959) argue that learners from low-income families cannot compete with learners from more affluent backgrounds. Blooms (1981) explains Terman and Oden’s (1959) work, suggesting that affluent families are more likely to reinforce learning at home. Consequently, this means affluent learners tend to have a higher IQ, which results in their teachers adopting a high expectation of success. Castro et al. (2015) have indicated that teachers who have higher expectations are more likely to develop their learners perseverance and determination; two of the skills the new curriculum advocates make you ambitious and capable (WG, 2020). Alternatively, authors (Pekrun, 2017; Walker and Van der Helm, 2009; Wesnes et al. 2003) have indicated that having a higher IQ only has a small impact on learners’ academic attainment and career aspirations.  

Generally, it is understood that learners from deprived backgrounds lead a less stable lifestyle. These instabilities originate from: sleep deprivation (Walker and Van der Helm, 2009), food insecurities (Wesnes et al. 2003) and unregulated control (Pekrun, 2017). The more of these instability learners are surrounded by, the more likely they are to be driven by negative thoughts (Pekrun, 2017). Consequently, those with more negative emotions are suggested to be less compelled to improve their personal characteristics, such as ambition and capability (Pekrun, 2017). Tasy and Banaji (2011) have suggested that teachers tend to expect less from deprived learners than affluent learners. Walker and Van der Helm (2009) have argued that the teachers who have low expectations of learners are often the ones who relinquish trying to help their learners. Notably, it should not be a surprise that this group of learners tend to achieve the worst grades when tested (Walker and Van der Helm, 2009). Consequently, this demonstrates that the new curriculum (WG, 2020) needs to impose an approach that ensures teachers all have the same expectations. Dweck (2017) has established that unless standardised testing is abolished then both approaches to her growth mindset and teachers’ expectations will not change. Therefore, the new curriculum (WG, 2020) needs to indicate how learners progress will be assessed, including characteristics such as ambition and capability (Sinnema, Nieveen and Priestley, 2020). 

Numerous authors (Bronfenbrenner, 1987; Burnett, 1999; Freire, 1985) have indicated that school environments, not level of parental wealth, influence learners’ achievements. In particular, learners are largely influenced by their macrosystem, shared culture and local surroundings (Bronfenbrenner, 1987). Freire’s (1985) Marxist approach argues that for learning to occur it needs to be facilitated by someone that understands the school’s context. Dweck (2019) and Burnett (1999) claim that by teaching learners through their local context, they will develop knowledge based on their experiences. This explain why the new curriculum (WG, 2020) has fostered a subsidiarity function. Claxton (2017) contends that if Freire’s (1985) Marxist approach is applied then a culture of respect is created between learners and their teachers. Once this respect has been established Claxton (2017) claims that the purpose of any curriculum can be achieved. The new curriculum (WG, 2020) has acknowledged Freire’s (1985) Marxist approach, suggesting that to become ambitious and capable teachers need to make sure their schemes of work apply local knowledge. 

Lave and Wenger’s (1991) socially situated learning theory suggests that controlling learning is beyond the means of teachers because “it is the social, political, economic and cultural dimensions of any community [...] that determine how much learning occurs” (Lave and Wenger, 1991, p.97). Therefore, it would be useful for the new curriculum (WG, 2020) to advise teachers on how their learners’ community could influence the delivery of the curriculum.

Methodology 

This chapter critically analyses the research methods and tools selected. Both the research question, and the aims and objectives outlined in the introduction chapter fit a case study, mixed method design. This design meant ambitious and capable perceptions, attitudes and feelings could be explored (Cahill, 2007). A case study approach meant this investigation emphasised the characteristics highlighted in green (see Table 1, below). Table 1 also reveals some of the limitations associated with the selected research approach, highlighted in red. This investigation aimed to provide geographical breadth, as well as depth, by conducting the research at two contexts. By using two contexts the results are more likely to reflect Denscombe’s (2014) typical instance.
	Depth of study
	rather than
	Breadth of study

	The particular
	rather than
	The general

	Relationships/process
	rather than
	Outcomes and end products

	Holistic view
	rather than
	Isolated factors

	Natural setting
	rather than
	Artificial situations

	Multiple sources
	rather than
	One research method




Table 1: The characteristics of case study research (Adapted from Denscombe, 2014)

Fitting with this investigations research question and its case study design was a constructivism perspective. This metaphysical position provided the investigation with a representation of what people considered ambitious and capable and allowed individuals perceptions to amalgamate into a representation of reality. With ambitious and capable both being subjective ideologies, created by the mind, this study was best facilitated by a relativist paradigm. This paradigm meant personal opinions could be valued as useful, even if they were not representational of everyone’s beliefs. Furthermore, it meant ambitious and capable were regarded as characteristics that have multiple, socially constructed realities. As a consequence of this investigation collecting most of its data through focus groups, the paradigm selected was applied to an emotionalist qualitative dominant framework (Bryman, 2012).

The rational behind this investigation should not be regarded as ground-breaking, rather it was worthy of being put to the test. Even data assimilated that proved not to be significant helped clarify what it means to be ambitious and capable. This investigation was conducted out using priori knowledge deduction (Hodges, 2001). This deductive process started from general observations (KS3 pupil questionnaires) and shifted to specific observations (teacher questionnaires and focus groups). This meant pupils results were explored deeper through their teachers’ perspectives (see Figure 4). 

The research framework (see Figure 4, below) highlighted problems such as the order in which methods should be used and at what point should the methods be combined. Figure 4 demonstrates that the research is holistic, simply meaning the data must be treated as connected. Johnson and Christensen (2011) have suggested that by approaching data holistically, accuracy should be improved because actions and events that might have appeared irrational to the researcher become rational when reviewed by others. All data was collected over a four-week period, commencing February 1st, 2020. 




Data collection commencing February 1st, 2020

Ongoing Literature Review



Figure 4: Research framework (Adapted from Johnson and Christensen, 2011) 

To address the research question quantitative and qualitative data were used. The quantitative sample of this investigation was comprised of 1440 11-14 year old pupils. This initial sample was required to complete a digital survey. The qualitative data included teacher questionnaires and two focus group meetings. A mixed methods approach was selected because this investigation was problem driven. If the investigation had only used a single method then perceptions would have lacked validation (Walliman, 2018). Using multiple methods meant this investigation could analyse data in greater detail (Denscombe 2014). This deeper examination of data meant the credibility of results was reassured. Moreover, Johnson and Christensen (2011) outlined that by combing qualitative and quantitative methods the results acquired are more likely to represent findings that can be replicated. 

3.1 KS3 Pupil Questionnaires
Pupil questionnaires were the quantitative tool used to provide breadth to this investigation. These questionnaires were used to obtain pupils perceptions of ambitious and capable. These two characteristics were analysed to identify if any correlations existed between questionnaire responses and gender, age and/or KS3 target. The questionnaire examined the terms ambitious and capable and compared them to Dweck’s (2007) mindsets and the new curriculums ‘Wider Skills’ (WG, 2020; see Appendix 1, Figure A5). The questionnaire design followed Cohen, Manion and Morrison’s (2007) successful questionnaire recommendations. This meant the questionnaire was easy to understand, which helps explain why it had a high response rate.

The questionnaires were completed digitally by a proportionally stratified sample. Walliman (2018) has suggested that by conducting questionnaires digitally participants are more likely to submit their true response. This happens because participants are aware they cannot be identified by their handwriting. Alternatively, numerous authors (Denscombe, 2014; Gillham, 2008) have suggested that digital questionnaires have drawbacks, such as they tend to only receive a low response rate. This shortcoming was avoided by providing the participants with a set time, specifically within one of their humanities lessons to complete the questionnaire. In addition, the amount of time participants had to complete the questionnaire was increased, as it was made easily accessible via an email link. 

A pilot questionnaire was conducted to make sure the questionnaire was brief, relevant and specific. Following on from this were several stages of editing:
· Open questions were reworded into a closed format. This edit meant participants did not feel judged based on their level of literacy. In addition, closed questions were used because it meant subjective opinions could be statistically analysed and compared (Cohen, Manion and Morrison, 2007). Although, closed questions are considered more limited, in terms of depth, the questionnaire was only intended to collect opinions, not explain them (Bryman, 2012). 
· Questions were reworded to ensure they were not leading, that they used suitable terminology and that they had clear instructions. BERA (2018) has suggested that by appropriating questions, achieved for this investigation by making the above edits, the chances of causing the participants emotional distress was reduced. 
· Kumar’s (2014) psychological ordering was fostered when designing the questionnaire. This meant high-interest questions were answered following a series of brain warmup questions.
· Finally, the length of the questionnaire was edited to make sure participants could complete it within a single lesson. This was achieved by removing all questions that did not contribute to the aims of the investigation.
After all of these edits, the final draft questionnaire (see Appendix 2) was digitally distributed.

The questionnaire design process took into account BERA’s (2018) guidelines. Consequently, this meant participants were made aware that their participation was optional, and that withdrawal was possible at any time, via email. Namely this minimalised the questionnaires demand from participants (BERA, 2018). In addition, participants and stakeholders were treated with transparency. The aims of the research, why particular participants were selected and how the data would be used, was explained to participants prior the data collection (BERA, 2018). Finally, participants were informed that completing the questionnaire required no personal data and that their contribution would not impact their schooling experience. All of these considerations were expressed in the gatekeeper’s consent letters (see Appendix 4).

3.2 Teacher Questionnaire and Focus Groups 
Open questionnaires and focus groups were the qualitative tools used within this investigation. The participants used for both of these research methods was the same and were acquired through the headteachers ‘network’ (Walliman, 2018). The questionnaire and focus group questions were identical (see Appendix 3). These research instruments were used after the KS3 pupil questionnaires because they aimed to answer the why aspect of the results. Pupils were not asked to explain their own results because this would have taken time away from their active learning hours and would have meant they were no longer anonymised during data collection (BERA, 2018).

Following the completion of the digital questionnaire, focus groups were conducted. Structuring the data collection this way meant during the focus groups, participants could compare their contributions to others and understand why they think the way they do (Holliday, 2016). Using two methods to address the same questions meant data reliability was tested through triangulation (Silverman, 2013). Conducting the research this way meant the trustworthiness of the results was confirmed through consistency. Walliman (2018) has suggested that triangulation of this sort does not always validify results. However, because this investigation was not interested in a single answer, triangulation did add depth to the phenomenon’s ambitious and capable. Furthermore, using multiple methods allowed a facilitators role to be employed throughout the focus groups (Kumar, 2014). This provided the investigation with deeper nuances because it meant all personality types (experts, dominant, shy and ramblers) could be heard (Denscombe 2014). Additionally, using a facilitators role meant praxeological analysis could be carried out, meaning participants verbal answers could be compared to their body language. Comparing these two variables meant the investigation could explore participants state of mind, adding further accuracy (Holliday, 2016).

The qualitative methods used followed Bryman’s (2012) logistical recommendations. This meant a small sample, eight participants from each school, would provide a sufficient amount of data. 16 humanities teachers were deemed a representative sample because it included religious education, history and geography teachers. Both focus groups were planned to last around 60 minutes and investigated three semi-structured questions. Questions were semi-structured to allow areas that arose within the sessions to be explored (Hay, 2010). Focus groups were selected, rather than interviews, because people are more likely to elicit their risky views, perceptions and opinions in a group (Hay, 2010). 

Denscombe’s (2014) successful focus group advice was followed during the meetings. This simply meant introducing the focus groups with a stimulus that engaged the participants, whilst at the same time made them feel comfortable. This was achieved by introducing the participants to a familiar educational topic. Focus groups maintained a positive ethos that encouraged participants to contribute in turn, avoiding power differentials and marginalisation. This was upheld by informing participants that there were no right or wrong answers and that all of their views had commonalities (Holliday, 2016). Furthermore, focus groups were held in familiar locations. This meant participants responses should have been accurate because they were able to avoid the negative emotions associated with the unknown (Hay, 2010). Kitzinger (1995) has suggested that focus groups can be difficult to organise and sometimes end prematurely. To prevent these issues an appropriate timekeeping schedule was provided to all participants and additional questions were developed. Focus groups were recorded digitally and transcribed. This meant oversimplification of personal interpretations, that ignore vocal inflections, repetitions and subtleties of humour was prevented (Walliman 2018). Participants were informed that, in line with BERA (2018), all raw data would be stored on an encrypted hard drive and would be permanently deleted after the data had undergone analysis. 

3.3 Analysis 
All quantitative and qualitative findings were thematically analysed through inductive reasoning. Both data sets were analysed differently; the quantitative findings underwent comparative, correlation analysis and the qualitative results underwent coding. Data examination followed Denscombe’s (2014) stages of data analysis.

Steven’s (1946) multiple ‘levels of measurement’ was applied to the quantitative data. Data sets included nominal, ordinal and interval measures. Quantitative data underwent bivariate analysis, through the Statistical Package for the Social Sciences SPSS). The main bivariate tests used were Pearson’s Correlation Coefficient and Spearman’s Rho. The quantitative data collated is presented as contingency tables, measures of central tendency and figures. The measures of central tendency and graphs used were selected according to Walliman’s (2018) analysing data guidelines. 

The central focus of this study was people, this meant the bulk of data collected was qualitative and expressed through words. Kumar’s (2014) qualitative data analysis advice was followed to maintain the integrity of this research. All qualitative data was critiqued using NVivo and Miles and Huberman’s (1994) flow of action. This involved:

1. Data reduction: Cleaning up the data (Silverman, 2013)
2. Data display 
3. Conclusion drawing/verification 

NVivo was used to analyse the data because it offered the benefits advocated by PAT Research (2019). This software provided the research with depth as it organised, coded and compared the focus groups and questionnaire results. Whereas, alternative software programs lacked NVivo’s relationship coding (PAT Research, 2019). NVivo allowed a detailed analysis of a small section of data (intrinsic analysis). These findings were then reapplied to the whole data set (extensive analysis), this led to the construction of themed matrices and networks. Finally, axial coding was used to categorise the remaining open codes.

3.4 Ethics
The research conducted was carried out in alliance with UWTSD (2017) Research Ethics and Integrity Code of Practice, UWTSD (2016) Research Data Management Policy and BERA (2018) Ethical Guidelines for Educational Research. To adhere to these policies the research ethics were approached axiologically. In general, this meant the research emphasised that “while truth is good, respect for human dignity is better” (Cavan, 1977, p.810). To ensure human dignity was upheld throughout this investigation Palaiologou, Needham & Male’s (2016) ethical components: consent, privacy, confidentiality and anonymity, trust, and right to withdraw were addressed.

Written consent was acquired off all participants, or their guardians, for those aged under 18 (See copy of the gatekeeper’s consents Appendix 4). Informed consent meant the participants were aware of the investigations purpose, benefits and reasons behind their selection (Alderson, 1995; Cohen, Manion and Morrison, 2007; Creswell 2013; Kumar, 2014). Participants were also notified if they had any queries they could discuss these directly with myself, face-to-face or via email. Those who provided consent were assured confidentiality and that they had the right to withdraw at any point. 

Anonymity was applied to all KS3 participants throughout. However, anonymity could not be assured to the teacher involved in this investigation because the focus groups required face-to-face interaction (Sim and Waterfield, 2019). Focus group participants became anonymised and underwent micro-aggregation during the research write up (Walford, 2001). Upon the completion of data analysis, participants were emailed the main findings and thanked for their contribution. All data was treated in line with HM Government’s (2018) data protection guidelines. 

The role of the researcher was recognised throughout this study, with positionality being examined to prevent biasness and conflicts with moral principles (Sim and Waterfield, 2019). This was achieved through evaluating all ethical subjectivisms in line with Palaiologou, Needham and Male’s (2016) six ethical praxes. To safeguard myself and the participants a Disclosure and Barring Service was completed. 
Results and Discussion 

This chapter addresses the aims introduced in Chapter 1, it presents and analyses findings through descriptive statistics, figures and critical discourse. Overall, the results of this investigation were consistent with Claxton’s (2017) powering up students approach. The results indicated that ambitious and capable are separate characteristics, meaning one can be acquired without the other. Therefore, teachers are responsible for incorporating tasks in their lessons that allow all their learners to improve their ambitious and capable characteristics (Holdsworth, Turner and Scott-Young, 2017). The outcomes of this investigation are discussed thematically (Figure 5, below).
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Figure 5: Ambitious and capable research network
The coded themes (see Figure 5, page 24) were analysed to identify the frequency that participants mentioned components within each theme (see Figure 6, below)
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Figure 6: Frequency that themed components were mentioned 
The results (Figure 6) indicate that certain components are associated with ambitious and capable characteristics more than others. In particular, the results suggest that success, growth mindset and self-effectiveness are the key features linked to creating ambitious and capable learners. Furthermore, the results imply that language, learning skills and target grades have a larger influence on creating ambitious and capable learners than challenge, ability and gender. The reliability of this finding is restricted because the coding of Figure 6 meant components could only be associated with a single theme. Therefore, further research is needed to establish how transferable the components of Figure 6 are, for example does growth mindset relate to all themes or just the language theme.

The KS3 pupil questionnaire maximum return sample was 1440, 720 from School A and 720 from School B. This sample had a response rate of 92% (1325). Although ideally the research would have acquired a 50/50 split of males and females to ensure the data was not skewed, however this was not possible due to the gender demographics in the investigated contexts. The sampling result was 49% male (649) and 51% female (676). All outcomes that refers to age, gender or compares the two school contexts should be considered highly reliable because the sample response demographics for each variable is an alike representative (see Table 2, below).
	Year and Gender 
	School A sample 
	School B sample

	Year 7 males 
	113
	107

	Year 7 females
	121
	118

	Year 8 males 
	109
	107

	Year 8 females 
	111
	110

	Year 9 males 
	105
	108

	Year 9 females 
	114
	102

	Total response 
	673 (94%)
	652 (90%)



Table 2: KS3 questionnaire response rate demographics 

The absent 8% (115) of participants is a consequence of school absences during the period of data collection. The qualitative data had a 100% response rate. 
4.1 Ability and Gender 
The data suggests that boys consider themselves more ambitious and capable than girls (see Figure 7, page 28). According to the focus group participants this trend was expected. In particular, they stated boys’ testosterone levels makes them more competitive and consequently they are more ambitious. This result reflects Walkoe’s (2014) work, which indicates that boys often overemphasise their abilities because they want to seem more capable than their peers. Alternatively, teachers from both schools acknowledged that girls would rather not be considered competitive and capable because they associate these attributes with negative ‘nerd’ stereotypes. Furthermore, the majority of teachers proposed that it is boys’ inconsistent understanding of capability that inclines them to believe they are academically capable. 

School A teachers unanimously concluded that they believe the majority of boys consider themselves capable just because they can complete a set task. This result builds on King’s (2016) understanding of capable, who advocates that boys are less capable than girls because they score worse on standardised tests. This investigation’s results suggest that boys could score worse on tests because their teachers imply that if you can complete in-class tasks you can complete a test. Therefore, as part of the new curriculum (WG, 2020) teachers need to make sure they are embedding self-effectiveness skills, so their learners can accurately understand their capable characteristics. 
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Figure 7: Demographics of who thinks they are ambitious and capable
Figure 7 indicates that boys consider themselves more ambitious and capable as they get older, whilst girls feel the opposite. This is consistent with Dweck’s (1986) research on maladaptive motivational patterns. Dweck (2007) suggests that girls have the tendency to avoid challenge and tasks where failure is expected. When applying Dweck’s (1986) research to the outcomes of this investigation it becomes apparent that girls might judge their ambitious and capable characteristics with a passivity towards their strengths and emphasise their weaknesses. Therefore, schools must create a culture where learners understand that their weaknesses are part of long-term progress. If this culture is not adopted then the new curriculum (WG, 2020) will limit the learners’ potential ambitious and capable characteristics, especially girls can make. 

The relationship between learners’ consideration of themselves as ambitious and capable, and age was deemed not significant (U-value is 10.5 at p < .05). On the contrary, several teachers at School A expressed that they thought younger learners would consider themselves more ambitious and capable because they are less aware of what these entities mean. This notion is consistent with Bruner’s (1996) ideology that we convert daily experiences into knowledge. Therefore, this means learners could develop a more accurate interpretation of what it means to be ambitious and capable as they get older. Consequently, because ambitious and capable are understood on a personal level it is not sufficient to establish a standardised age for when learners should know what ambitious and capable mean.

As far as School B is concerned boys ambitiousness within their school increases with age. These teachers suggested this occurs because boys only challenge themselves to become ambitious when they understand the importance of school. One participant explained that: 
Boys and girls develop different wants linked to their ages [...] as girls get older, they realise that life isn’t just about a career [...] there is a certain point in school when girls realise this and then they adjust how ambitious they need to be according to their goals. 
(Participant 9, 2020)

This perception demonstrates the fluidity of the term ambitious and what it means to be this. This result is consistent with Leckie and Goldstein’s (2017) suggestion that the new curriculum (WG, 2020) cannot track learners’ ambitiousness because ambitious has no measures of competency. On the other hand, teachers at School B expressed that although ambitious is a fluid characteristic, capable is fixed. Out of School B’s eight focus group participants, seven believed that only fixed characteristics, like capability, can be taught to learners. All 16 teachers interviewed, agreed that for learners to be capable they should be able to apply Bloom’s (1981) higher order thinking skills. Specifically, in the humanities AoLE there was a consensus that to be capable learners must be able to use Bloom’s (1981) higher order thinking skills to critically understand the issues going on around them and how the world is connected through global citizens. Ultimately, this outcome demonstrates that School B’s participants consider ambitious learners as an unachievable aspect within the new curriculum (WG, 2020). Taking these results into account poses the question; why do all learners need to be ambitious? In regard to this question, all teachers indicated that creating ambitious learners will never be their priority because ambition is not always a healthy characteristic. A School B participant explained that:
Ambition is good for some children because it pushes them to get better [...] but by making learners believe they always deserve better means they will never be content [...] this will impact their emotions [...] those who are not emotionally mature could develop problems like anxiety. 
(Participant 11, 2020)

Ultimately, this demonstrates that learner’s awareness of ambition needs to be cognitively, socially and emotionally developed. 

The new curriculum (WG, 2020) suggests that all learners should be ambitious and capable. Some learners will believe these characteristics are unattainable and consequently they are always destined for failure. This result is consistent with Sherrington (2019) who advocates that the majority of learners are restrained by unrealistic curriculum goals. Based on this finding, teachers should try to support learners who are not making the expected progress with positive reinforcement (Barret and Russell, 1998; Biesta, 2010; Pekrun, 2017; Skinner, 1983). Furthermore, if teachers emphasised that ambition and capability are characteristics that will be developed throughout their life course, learners will be able to better appreciate their current level of ambition and capability and the extent to which this can improve. Ultimately, this means practitioners could apply Dweck’s (2017) ‘not yet’ learnification to help their learners realise their current characteristics are not fixed.

Generally, focus group participants believed only more able and talented (MAT) learners accurately understand what it means to be ambitious and capable. Consequently, only these pupils can acquire them. The results demonstrated that interpretations of MAT are dependent on school contexts. Overall, School B claimed that “to be more able and talented learners need a key stage 3 target of level 7 or above” (Participant 12, 2020). This understanding of MAT is consistent with the previous findings (Sherrington, 2019; Volante, 2004) who suggest the purpose of a school is to challenge learners so they become MAT and can pass academic exams. Therefore, this could explain why teachers in School B believe teaching to the test is what creates capable learners. Consequently, the teachers at School B emphasised they are less likely to be facilitating the new curriculum’s ‘Wider Skills’ (WG, 2020), which could impact learners’ ambitious characteristics. If School B’s approach to the new curriculum (WG, 2020) is adopted nationally then results could indicate that we are prioritising learners’ capabilities over their ambitious characteristics. Ultimately, this demonstrates that when implementing the new curriculum (WG, 2020) practitioners need to take care to make sure they are facilitating all of the curriculums demands. 

Alternatively, School A teachers concluded that a MAT pupil is someone who can:
Build on their own knowledge and use this to help them understand the world around them [...] they have the motivation to always improve on their strengths and weaknesses. 
(Participant 1, 2020)

School A’s MAT understanding reflects Holdsworth, Turner and Scott-Young’s (2017) self-efficacy ideology. By using School A’s MAT approach self-efficacy is used to embed the new curriculum’s (WG, 2020) lifelong learning purpose. Teacher’s from School A indicated that they believe self-efficacy is interchangeable with the new curriculum’s self-effectiveness skills (WG, 2020). If learners acquire these self-effective skills, then they are prepared to be ambitious and capable. 

The results indicate a gender contrast between both schools (Figure 7, page 28). At School A males considered themselves more ambitious and capable than the males at School B. This result is reversed for females. Teachers at both schools believe that it is the extra curricula activities carried out in their school that influences this result. Teachers at School A advocated that their extra curricula timetable only supports sporting activities. Whereas, teachers from School B stated their extra curricula activities involve music, sports and drama-based clubs. Biesta (2015) has suggested that extra curricula activities create new opportunities for learners to experience more learnification. In line with this hypothesis Claxton and Powell (2019) have claimed that males are more likely to partake in sporting activities, whilst females partake in more musical activities. Therefore, the data contributes a clearer understanding of how extra curricula activities creates additional opportunities for particular cohorts to become more ambitious and capable. School A could be identified as limiting the ambitious and capable characteristics of females because they carry out activities that are more male orientated. Ultimately, this demonstrates that all schools need to revise their extra curricula programmes and make sure these support the new curriculum’s (WG, 2020) purposes. 

4.2 Challenge 
The data suggests that more learners believe ‘enquiry, exploration and investigation’ makes them ambitious and capable compared to the alternate ‘What Matters’ statements (See Figure 8, page 33). The new curriculum (WG, 2020) claims learners can access this ‘What Matters’ statement if they are taught to understand the interconnectedness of subjects. Teachers at School A expressed that they stimulate this ‘What Matters’ statement by getting learners to consider real life ‘what if’ scenarios. This result demonstrates that when humanities teachers are planning for the new curriculum (WG, 2020), they need to ensure their schemes of work take into account the fluidity of our world. 
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Figure 8: The ‘What Matters’ statements that learners believe are most likely to make them ambitious and capable

One teacher from School A expressed that:
 The humanities AoLE challenges pupils more than alternative AoLE because the humanitarian subjects are open to interpretation [...] this means for a learner to become capable in our subjects they have to recognise multiple perspectives. 
(Participant 1, 2020)

This result demonstrates that capability could have different interpretations for different AoLE. While previous research (Claxton and Powell, 2019; Sherrington, 2019) has focused on establishing why and how challenge can be stimulated in the classroom, this result suggests that challenge is not a uniform principle of teaching. Unfortunately, it is beyond the scope of this study to establish what the different AoLE consider challenge. Therefore, further research is needed to establish how the different AoLE approach challenge and if particular ‘What Matters’ statement are important for all learning disciplines not just a single AoLE. 

The results demonstrate that only a small percentage of learners believe the ‘What Matters’ statements two, three and five facilitate ambitious and capable characteristics. Teachers expressed that this outcome could have occurred because all of the humanities ‘What Matters’ statements are summarised by the first statement. This result must acknowledge the claims of Ghanizadeh and Jahedizadeh (2015) because they suggest curriculums are designed in a way that deliberately leave them open to interpretation. In doing so, if a curriculum fails it can be blamed on miscommunication. In regard to clarity this result demonstrates that whilst the new curriculum (WG, 2020) has outlined ‘What Matters’, it has not acknowledged how these statements relate to making learners ambitious and capable. 

The results demonstrate that the Humanities AoLE creates ambitious and capable learners by expecting them to challenge themselves. Teachers at School A expressed that learners can only partake in appropriate level challenges if they understand their mindset. This result demonstrates that if Bloom’s (1981) psychomotor and affective tendencies are not developed some cognitive skills might be inaccessible. A School B respondent provided a new insight into the relationship between Bloom’s (1981) taxonomies and the humanities AoLE:
I think the humanities AoLE allows learners to question the world around them [...] through questioning of this sort learners can develop their emotional and empathetic capacities. 
(Participant 9, 2020)

While previous research (Bloom, 1981; Claxton, 2017; Dweck, 2007) has emphasised that cognitive learning cannot be facilitated if learners have not experienced social or emotional development, these results demonstrate that this process could be reversed. Teachers agreed that the terms ambitious and challenge are interchangeable. In particular, teachers expressed that to become ambitious, learners have to challenge themselves. Furthermore, teachers voiced that ambition is simply the motivation to enjoy challenge and that they stimulate challenge by following Dweck’s (2007) growth mindset ideology. These results are strengthened by the strong positive correlation between Dweck’s (2007) growth mindset and Claxton’s (2017) skills that make you ambitious and capable (see Figure 9, below). This result is further reinforced by correlation analysis, it suggests that there is a significant association between the two donations (r(0.96 = 17, p< .001). Therefore, teaching practitioners need to consider that Dweck’s (2007) growth mindset could influence learners in ways that are not yet fully developed. Due to the lack of available data, this result cannot confirm if it represents a national trend. In addition, the correlation does not indicate if mindset has a large influence on ambitious and capable when they are valued as separate entities. Therefore, future studies should take into account the scale of this correlation and that it is not a national generalisation.
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Figure 9: Mindset score versus ambitious capable learner skills score 

4.3 Target Grades 
The results indicate that KS3 target grades could have an influence on how ambitious and capable characteristics are perceived (see Figure 10 and Figure 11). Focus group participants speculated that this outcome is a consequence of higher ability learners falsely answering the questionnaire because they believe their teachers wanted them to select particular answers. This result demonstrates that learners of different abilities experience different relationships with their teachers. One respondent claimed that:
Lower ability pupils and more able pupils will always believe that different skills are important for progress [...] This happens because teachers emphasise the importance of different skills for different learners [...] learners have a different understanding of what skills are important for life. 
(Participant 2, 2020)

These results indicate that there could be a link between Pekrun’s (2017) emotive progress and why learners disagree on what skills make them ambitious. In particular, low ability learners believe responsibility is the characteristic that makes them most ambitious (82% at level 3). These results build on Biesta’s (2010) belief that low ability learners consider their progress with regards to success. Ultimately, this demonstrates that low ability learners do take personal responsibility for their, or lack of, success. However, based on findings of Walker and Van der Helm (2009), a more plausible explanation is that learner’s understanding of ambitious characteristics is largely influenced by their guardians. If this is the case, then school catchments can be disregarded as having an influence on how learners interpret ambitious characteristics. This result was verified by the learners at School A and School B showing no significant difference in their perception of ambitious. Therefore, if learners understanding of ambition is influenced by their parents, further research is required to acknowledge parental perceptions.
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Figure 10: KS3 ambitious perceptions
This investigation demonstrated a positive correlation between target level and number of learners who think enthusiasm is linked to ambition. At level 3, 0% of participants believed enthusiasm is associated with ambition, but by level 7, 68% recognized it as ambitious characteristic. Teachers explained that the MAT learners link enthusiasm to ambition because they believe if you are not enthusiastic you cannot acquire the other skills presented in Figure 10. Therefore, if learners’ ambitious perceptions are influenced by their KS3 target, then teachers need to deliver the new curriculum (WG, 2020) whilst acknowledging the perception gap. This could be achieved by teaching learners through mixed ability, this would mean all perceptions, including that of ambition, can be shared and debated inside the classroom. Alternatively, if the new curriculum (WG, 2020) is taught through set abilities then teachers might have to emphasise how ambitious characteristics vary. This result confirms Biesta’s (2015) ideology that learners often learn better through mixed ability because they experience a broader learnification. Consequently, this means if the new curriculum (WG, 2020) does not clarify the ambitious learnification used then essential skills (see Figure 10) might not be facilitated. 
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Figure 11: KS3 capable perceptions

Figure 11, similar to Figure 10, demonstrates that interpretations of capability are dependent on learner’s target levels. A significant outcome is that 70% of level 3 learners believe capability means knowing every answer. This belief decreases as target levels increase, with only 7% at level 7+ believing capability means knowing every answer. Focus group participants suggested that this outcome is a consequence of lower ability pupils understanding that capability is only associated with success and academic attainment. One teacher reiterated that:
Academic tests are the only measure of how capable learners truly are [...] although some pupils think making improvements and well roundedness is what makes them capable these two concepts are not assessable [..] this means they cannot be used to judge learners’ capabilities. 
(Participant 7, 2020)

Due to learners’ capabilities only being acknowledged through academic tests and how much they know, based on these measures some learners might never become capable. Therefore, the new curriculum (WG, 2020) imposes a ‘glass ceiling’ (Hagenauer and Volet, 2014; Klassen, Perry and Frenzel, 2012; Pekrun, 2017). The new curriculum (WG, 2020) suggests that to become capable, learners should show signs of improvement and well roundedness. However, these capable characteristics are not assessed through the curriculum’s key assessment principles. Therefore, the new curriculum (WG, 2020) could revise its assessment principles to ensure teachers are facilitating all components of the curriculum rather than just those that are put to the test.  

Improvement and well roundedness are two components that are recognised consistently, across KS3 target grades 3-6, for having an impact on capability (ranging between 0-26%). However, the number of learners that considered improvement (45%) and well roundedness (37%) essential to become capable significantly increased at level 7+. This result shows a shift in understanding of capability and that target grades do largely influence learners’ perceptions. Teachers at School B built on this result, arguing that those with higher target levels understand that capability is a characteristic that is formed over a long period of time, not just in school. While previous research (Bruner, 1996; Donaldson, 2015; Montessori, 1967) has focused on what success looks like, these results indicate that success and capability are part of a continuum. When considering capability on a continuum it becomes evident why the new curriculum (WG, 2020) suggests learners are only capable if they partake in lifelong learning. Ultimately, this demonstrates that teachers need to approach learner’s capability on an individual basis, appreciating what their learners actually want to achieve.

The generalisability of the results discussed in this sub chapter is limited by the uneven distribution in participants target grades. Simply meaning the data could be skewed because the number of participants who had target grades 3 and 4 only represented a small percentage of the sample (see Table 3, below). 
	Target grade 
	School A sample 
	School B sample
	Percentage 

	3
	12
	2
	1%

	4
	186
	31
	16%

	5
	286
	103
	29%

	6
	122
	218
	26%

	7
	67
	298
	28%

	Total response 
	673 (94%)
	652 (90%)
	




Table 3: Participant’s target grades 

4.4 Learning Skills 
Overall the teachers interviewed indicated that they believe there is no set psychological approach to creating ambitious capable learners. However, teachers did indicate that there are particular skills that learners need to become ambitious and capable. At school A teachers claimed they facilitate ambitious and capable characteristics by getting learners to lead learning. This facet is coherent with a wealth of previous research (Claxton and Powell, 2019; Khattab, 2015; Kolb, 2014; Pekrun, 2017). One respondent from School A explained:
For learners to become ambitious they need self-belief [...] self-belief is only accessible when learners can see their own progress. When a learner can see their progress, they get more ambitious because they desire more progress. 
(Participant 3, 2020)

This dialogue suggests that the new curriculum’s (WG, 2020) self-effectiveness skill is fundamental for learners to progress. This result builds on the new curriculum (WG, 2020) suggestion that its wilder skills are essential components for all learners, and they can be facilitated through any psychological approach. 

Previous research has suggested that learning skills need to be consistently embedded (Claxton, 2017; Lave and Wenger, 1991). However, this result indicates that there is no ‘one size fits all’ approach to facilitating learning skills. Moreover, teachers from School B explained that they believe learners benefit from having teachers who use different psychological approaches. They explained that learners who experience varied teaching approaches are more likely to engage with all the characteristics that make them ambitious and capable.

Alternatively, a minority of teachers from School A claimed that a behaviourist teaching approach is the best way to prepare their learners for lifelong learning. In particular:
Learners who are from deprived backgrounds need their teachers to inform them about basic knowledge [...] if a teacher tries to do more than this, less learning takes place [...] fundamentally this happens because deprived learners receive less home support. 
(Participant 4, 2020)

This demonstrates that different school catchments might have to prioritise different aspects of the new curriculum (WG, 2020). For example, the dialogue above exposes that some schools might have to prioritise knowledge over skills. Essentially this means according to the new curriculum (WG, 2020), learners in these catchments will be regarded as less capable because they will acquire less ‘Wider Skills’. However, Sherrington (2019) argues that it is knowledge not ‘sexy’ skills that creates capable learners. Sinnema, Nieveen and Priestley (2020) have acknowledged that because the new curriculum (WG, 2020) focuses on skills, rather than knowledge, there is a risk that knowledge-based teachers could be regarded as incompetent because their approach is not suited to delivering a skills curriculum. Furthermore, because the new curriculum (WG, 2020) is designed at school-level teachers have to be cautious that the content of their lessons is planned according to the new curriculum’s purposes and not personal preferences. 

In both context’s participants indicated that the ‘Wider Skill’ resilience (WG, 2020) is fundamental when trying to create ambitious and capable learners. Both schools suggested that they believe Claxton’s (2017) learning capacities do help to create resilient learners. However, the schools investigated suggested they use alternative approaches/tasks to facilitate Claxton’s (2017) learning capacities. For example, School A suggested, like mentioned earlier, that they try to use learners to lead learning. Whereas, School B explained that they think Claxton’s (2017) learning capacities are best facilitated through using exam technique. Therefore, this demonstrates there are multiple way to access Claxton’s (2017) learning capacities and that learners could benefit best if these capacities are facilitated through more than one approach. 

All teachers suggested that resilience needs to be developed in learners during their foundation stage. This result compliments a wealth of research (Dweck, 2017; Jones and Whitehouse, 2017; Montessori, 1967; Piaget, 1952) that advocates if learners are to progress during their secondary education, they need prior fundamental development. Therefore, although the new curriculum (WG, 2020) is considered mainly a secondary phrase restructure, it is important to ensure the foundation phase is preparing learners with essential transferable skills. In addition, secondary schools might have to impose baseline measures to establish how ambitious and capable their learners are following their primary transition. By carrying out baseline measures, secondary schools can communicate to their feeder schools how consistently they are delivering ambitious and capable characteristics. 
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Figure 12: Learners perceptions of why they go to school
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Figure 13: Learners perceptions of what type of task creates ambitiousness

These results (Figure 12 and Figure 13) reveal that most learners from a more affluent catchment, School B, believe the purpose of school is to equip them with lots of skills (67%) and that these skills can be acquired through problem solving tasks (69%). These findings support the new curriculums (WG, 2020) design and Claxton and Powell’s (2019) learning power pedagogy. Whereas, the majority of less affluent learners (School A) suggested that they believe that schooling should provide them with good grades (58%) and that these can be achieved through comprehension tasks (74%). These results contradict the focus group suggestions, as teachers at School B implied, they teach through a behaviourist approach. However, their learners believe that they partake in progressive teaching practises. This outcome is reversed for School A, with teachers claiming they teach progressively and learners claiming that they experience a behaviourist approach. Biesta (2015) has indicated that teachers’ and learners’ visions of classroom experiences are often different because teachers express how they want their practises to be valued, whereas learners state the reality. Therefore, it is important for teachers to embrace, and not hide from, their practises because otherwise learners might develop their ambitious and capable characteristics to the extent that they could have. 
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Figure 14: ‘Wider Skills’ (WG, 2020) that make you ambitious and capable
The results (Figure 14, page 44) indicate that learners think problem solving is the skill most likely to make them ambitious and capable (30.25%). Teachers opposed this result as they suggested the skills shown in Figure 14 are all interlinked, meaning they cannot develop independently.  This finding is consistent with Fletcher and Sarkar (2016) who suggest that all learning skills are intrinsically linked and cannot be acquired if there is an imbalance of personal qualities. Subsequently, this means a facilitative environment, one that ensures a sufficient amount of challenge and support, must be created if any learning is to occur (Fletcher and Sarkar, 2016). Furthermore, Martin et al.’s (2010) research established that all skills developed in school will help learners to answer exam questions. Essentially this means that the more skills learners acquire the more capable they can become. However, building on Fletcher and Sarkar’s (2016) facilitative environment demonstrates that the new curriculum’s ‘Wider Skills’ (WG, 2020) are not accessible if learners have not developed confidence, co-ordination, commitment, composure and control. 

All teachers interviewed indicated that they believe personal effectiveness is the most important skill for the Humanities AoLE. They argued that by preparing learners to develop personal effectiveness they start to appreciate their position in the world around them. By learners developing their position in the world they can start to estbalish how ambitious they need to be to achieve their long-term goals. There is a contrast between teacher’s and learner’s perceptions of how important self-effectiveness is. Only 6.5% of learners considered personal effectiveness as a skill that helps them become ambitious and capable. This small sample contradicts a wealth of literature (Biesta, 2015; Claxton, 2017; Holdsworth, Turner and Scott-Young, 2017) which suggests learners can only become able if they are aware of their self-efficacy, a term that is interchangeable with personal effectiveness.

The school contexts investigated had varying ideas on how ambitious and capable learners should be facilitated. School A teachers indicated that because they have merged the humanities subjects, and teach them through themes, pupils simultaneously develop their enquiry, literacy and numeracy skills. This approach to teaching has the same pros and cons as Bruner’s (1996) spiral curriculum. The teachers at School A suggested that because they have one teacher facilitating all the humanities subject’s learners get to see that teacher more often. Consequently, that teacher can effectively differentiate to their learners’ individual needs. Moreover, because the teachers at School A teach their learners more often, they believe they develop a better learner-teacher rapport. Consequently, School A teachers claim that the merging of humanities subjects has increased the percentage of learners now achieving level six and seven at the end of KS3. According to Volante (2004) the school level design at School A should be considered highly effective because the school is producing an increasing number of able learners.

With reference to Hagenauer and Volet (2014), they would claim that School A spiral curriculum helps facilitate well-rounded learners. This happens because the more often learners see the same teacher the more consistent learning characteristics, including ambitious and capable, can be embedded (Hagenauer and Volet, 2014). Alternatively, if learners have multiple humanities teachers then ambitious and capable characteristics might be facilitated inconsistently. Rosenshein (2019) has cautioned that if teaching the humanities through a spiral curriculum care must be taken to incorporate the content from all subjects. If the curriculum is implemented without taking caution, learners could develop new gaps in their knowledge which ultimately means they might not achieve their true capability.

In general School B teachers suggested that learners are more likely to become capable if they are taught by subject specific teachers. One teacher explained that “if learners are not taught by specialist teachers, they will not acquire the skills needed to answer subject specific GCSE exams questions” (Participant 7, 2020). Therefore, this demonstrates that a restraint of teaching through a spiral curriculum is that teachers will have to develop knowledge on multiple GCSE subject specifications. In general, this would result in teachers emphasising and neglecting the skills that they believe make learners ambitious and capable. This result is coherent with Jang’s (2008) findings which suggest that learners cannot learn, or become capable, if the rationale for learning is not fully understood by the learning facilitator. Therefore, whilst the teachers at School B suggested a spiral curriculum was an unrealistic approach to teaching, they did consistently agree on what it means to be capable within the humanities AoLE. Furthermore, School B teachers unanimously agreed that learners can only become ambitious once they realise that they are capable. One participant explained that:
Learners do not understand their potential until they start to achieve some of their targets [...] by achieving their targets they start to gauge their current capability and develop an ambition for future achievements. 
(Participant 8, 2020)

This participant statement suggests that ambition is driven by success. This claim is similar to Claxton and Powell’s (2019) advocation that the main purpose of school is to demonstrate to learners how capable they can become. Therefore, it is important for teachers to set their learners achievable targets. In setting achievable targets learners should be able to maintain their motivation for continual improvement. 

4.5 Language 
In general, the analysis suggested that there are different approaches to making learners ambitious and capable. The teachers at School B indicated that they think it is better for learners not to be aware of their ambitious and capable characteristics. Alternatively, teachers at School A expressed it was near impossible for learners to advance their ambitiousness and capability if they did not have an awareness of their self-efficacy. These results might suggest that because learners at School B are unaware of their progress, they have to always thrive for improvement to avoid falling short of their own expectations. In particular, a teacher at School B expressed that:
By keeping learners in the dark about their progress they always challenge themselves to get better [...] if they’re shown their progress and that they have achieved their target they instantly become less attentive. 
(Participant 10, 2020)

School B’s results create a clearer understanding of how Dweck’s (2017) learnification, in particular the phrase ‘not yet’, helps engage learners. However, School B’s results do not meet the new curriculum’s (WG, 2020) purpose; learners should be able to track their self-effectiveness. Contrary, teachers from School A indicated that their learners become more driven to make progress if they are aware of their progress, especially if they are working below their expected target grade. Building on the work of Leckie and Goldstein (2017) a School A teacher suggested that: 
Learners thrive to show improvement if they are not meeting their targets because their emotions make them inferior to their peers and sometimes can make them feel embarrassed. 
(Participant 5, 2020)

This adds new evidence to support Pekrun’s (2017) argument that emotions and attainment are interconnected. 

Teachers at both contexts unanimously agreed that they believe parental wealth impacts learners’ motivation to improve. In particular, learners from more affluent backgrounds show more progress because they receive more support and pressure from their parents. This could result in these learners competitively seeking to attain more ambitious and capable characteristics. Therefore, whilst previous research (Castro et al. 2015; Pekrun, 2017; Walker and Van der Helm, 2009) has indicated that teachers’ high expectations is what creates high attaining exam results, these results demonstrate that parental influence could be as significant. These results should be taken into account when considering how learners from different socio-economic backgrounds might react to knowing their progress. The data suggests that schools should approach informing learners about their ambitious and capable characteristics differently. Therefore, schools need to prioritise how they can discreetly monitor and improve these characteristics.

There were commonalities between both schools’ results. In particular, both schools speculated that they believe learners are more likely to acquire ambitious characteristics if they are not forced to attain them. A teacher from School A explained that:
Learners should have the choice if they want to become ambitious [...] not all learners will understand what it means to be ambitious and not everyone will want to be ambitious. 
(Participant 6, 2020)

School A teachers claimed that forcing learners to attain ambitious characteristics will create a negative classroom environment. They suggested this occurs because lots of learners will believe ambition is an unachievable characteristic. Furthermore, exposure to advertising that commends exceptionally ambitious characters such as Richard Branson, can influence learners’ beliefs that ambition is unachievable. Therefore, for learners to acquire ambitious characteristics their teachers could model what these look like. 

For the most part School A teachers claimed that they believe learners are more likely to acquire ambitious characteristics, if these are presented through a familiar and consistent language. In School A teachers suggested that ambition and resilience have alike characteristics. These teachers proposed that they would rather use resilience than ambition because resilience is associated with a willingness not to give up, whereas ambition is more concerned about the learners’ state of mind. Moreover, these teachers indicated that learners need resilience to deeply understand questioning, imaging and empathy. Claxton (2017) has advocated that all three of these attributes are needed to make learners ambitious and capable. Therefore, these three qualities demonstrate how similar resilient and ambitious characteristics are. Ultimately, teachers interviewed suggested that they have been trying to create resilient learners prior the new curriculum (WG, 2020). Consequently, ambition needs to be considered that maybe it is not a new characteristic to education in Wales. Further research is needed to establish what resilient characteristics overlap with ambitious characteristics. In doing so the teachers at School A, and other schools with alike philosophies, can see if they are already facilitating the new curriculum’s (WG, 2020) ambitious characteristics.

Teachers at School B largely regarded ambition as a new concept. They outlined that:
The new curriculum has allowed us to discredit all of our old philosophies [...] this means we can make sure everyone is consistently teaching the new curriculum. 
(Participant 11, 2020)

This claim demonstrates that by considering ambitious learners as new concept, not associated with any previous curriculum purposes, ambition can be built from the bottom-up. That is to say ambition is a new concept to education and should be facilitated using a new teaching approach. This builds on Fletcher and Sarkar’s (2016) philosophy that if new curriculum designs are implemented by linking them to older curriculums the required changes are no longer obvious and often do not get enforced. Ultimately, this demonstrates that the two schools investigated do not have alike approaches to creating ambitious learners. However, both schools agreed that ambitious characteristics need to be consistently understood schoolwide. Otherwise, it is highly unlikely that learners will be able to become ambitious. To conclude the new curriculum (WG, 2020) needs to establish if schools should have a fixed or fluid definition of ambition.



















Conclusion 

This research aimed to discover how perceptions of ambitious and capable could complicate teachers’ abilities to facilitate these characteristics within the classroom. Based on a quantitative and qualitative analysis of perceptions, it can be concluded that there are a number of variables that need to be considered when trying to facilitate ambitious and capable characteristics. The results indicate that there are varied approaches, largely influenced by context, to creating ambitious and capable learners.

By analysing both learners’ and their teachers’ perceptions of ambitious and capable, this dissertation has shown that ambition and capable both have different understandings dependant on age. This clearly illustrates that the two characteristics cannot have fixed definitions, but it also raises the question as to which ambitious and capable characteristics are fixed. For example, during this investigation, capability was more often than not associated with academic success. Therefore, further research is needed to determine if this association is one that the new curriculum (WG, 2020) supports. Until this research is conducted, there will be no concrete evidence on how practitioners can promote or track ambitious and capable characteristics.

This investigation discovered four important notions in relation to how teachers can facilitate ambitious and capable characteristics. The first is that teachers believe ambitious and capable characteristics are more accessible if learners are supported by Dweck’s (2017) growth mindset. Therefore, further research is needed to determine how learners in the secondary phase can attain this entity. Secondly, ambitious and capable characteristics can be facilitated through any teaching approach. This confirms that all practitioners in Wales have the ability to create ambitious and capable learners. Based on this, teachers need to be made aware of how their current practices support learners to become ambitious and capable. Thirdly, all participants kept referring to the new curriculum’s (WG, 2020) self-effectiveness ‘Wider Skill’. Therefore, this skill could have an important influence on how learners access ambitious and capable characteristics. For this reason, practitioners in Wales should familiarise themselves with the new curriculum’s (WG, 2020) self-effectiveness skill, so they can make sure they are facilitating it. Finally, the research confirms that although teachers can facilitate ambition and capability through the use of Claxton’s (2017) learning power dispositions, this approach might not suit all. These four discoveries demonstrate that ambition and capability are multi-faceted concepts. Consequently, schools should avoid just copying the strategies that pioneer schools use to facilitate these characteristics. Instead, they should identify the strategies that will best help them to create ambitious and capable learners, with the selection being on an individualised basis. Schools should prioritise the aforementioned discoveries in an order they see fit. In doing so they might come to realise that they are already facilitating particular recommendations.  

While only investigating two specific contexts limited the generalisability of the results, this approach provided new insights into the investigated contexts. In doing so, the research clearly illustrated that although ambitious and capable are perceived differently, perceptions within the investigated schools did have commonalities. This raises the questions; how and why did participants have similar understandings of ambition and capability? Based on this outcome, schools should consider to what extent their practitioners are facilitating ambitious and capable characteristics, and whether they are facilitating them consistently. The generalisability of results was further limited because the sample investigated was only comprised of teachers from the humanities AoLE. Therefore, further research is needed to determine whether the perceptions collected within the humanities AoLE are representative of the other five AoLE or whether these in fact differ.

The chosen methodology provided a rationale for the new curriculum (WG, 2020) specifies that schools should create ambitious and capable learners through their own design. If the new curriculum (WG, 2020) was only imposed from a top down approach, then some schools might consider ambition and capability to be beyond that of their learners’ capacities. To better understand the implications of this result, future research is needed to determine how schools assess their learners ambitious and capable characteristics. Further regarding the method, a case study design meant that it was hard to distinguish if participants were referring specifically to ambition, capability, or both. Although the new curriculum (WG, 2020) wants these characteristics to be supported simultaneously, to better understand them future studies could analyse them in isolation. 

The findings of this investigation have implications for both professional development and educational policies. Both teachers and policies should be developed coherently and support the diverse ways in which learners can improve their ambitious and capable characteristics. It is important to note that the implications of this research do not just flow in one direction. The research conducted has given participants the opportunity to share and challenge a range of educational beliefs. Therefore, while the research has generalised perceptions, participants were shown that ambition and capability have multiple interpretations. By demonstrating the fluidity of these two characteristics, participants began to critique their own educational philosophies, claiming that they now realise how subjective educational theories can be.       

This research has shown me that not only perceptions of ambitious and capable, but all educational theories need to be contextualised to understand how they relate to reality. Even though learners have different understandings of concepts they are taught, it is important to discuss learners’ understandings during the learning process. Furthermore, when reviewing the manner in which this study was conducted, I was lucky enough to explore my own preconceived ideas and positionality. By exploring these two notions, my own pedagogical practices have evolved. This whole investigation has professionally developed a range of my skills, including planning, organisation and critical analysis.

Professional development within my current school will provide me with the opportunity to inform others about the discoveries made during this investigation. Teaching staff will be informed about these discoveries during the 2020/21 academic year. Insets during this academic year will focus solely on the new curriculum’s (WG, 2020) ambitious and capable purpose. The entire academic year will be spent developing this purpose to make sure its characteristics are consolidated and reflected upon. Staff will be informed of this curriculum purpose through discussion and supported activities. 

The issues discussed in this investigation will influence the formation of future research, which could lead to a better cumulative understanding of everyday educational issues. Finally, this study would gain significance if its findings were investigated in relation to neuroscience. By explaining this investigation’s outcomes through neuroscience, the outcomes discussed would be supported by a body of research, rather than a single study.  
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Figure A1: Components of Welsh 2022 curriculum (Adapted from Welsh Government, 2020)Areas of Learning and Experience
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Figure A2: Welsh 2022 curriculum purposes and Areas of Learning and Experience (Adapted from Welsh Government, 2020)
What creates an ambitious capable learner...
Humanities: What Matters...
· Set themselves high standards and seek and enjoy challenge
· Are building up a body of knowledge and have the skills to connect and apply that knowledge in different contexts
· Are questioning and enjoy solving problems
· Can communicate effectively in different forms and settings, using both Welsh and English
· Can explain the ideas and concepts they are learning about
· Can use number effectively in different contexts – understand how to interpret data and apply mathematical concepts
· Use digital technologies creatively to communicate, find and analyse information
· Undertake research and evaluate critically what they find
· Ready to learn throughout their lives









Broad and balanced literacy, numeracy and digital competency skills. Development of the eight welsh and international dimensions. Encouragement of wider skills. 

Assessment through progression steps 1-5


Figure A3: Wales Humanities AoLE design (Adapted from Welsh Government, 2020)













[image: Assessment image - infographic English]



















Figure A4: Wales Key Assessment Principles (Welsh Government, 2020)
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Figure A5: Wales Curriculum Wider Skills (Welsh Government, 2020)
Appendix 2: KS3 Ambitious and Capable Learner Questionnaire 
This questionnaire is used in part to complete an MA Education at UWTSD. The questions are about your opinions, there are no right or wrong answers. 
It is not compulsory for you to answer the questionnaire, all answers are anonymous and there is no way to tell who answered the questionnaire in which way. 
Once you complete the questionnaire the software will provide you with a serial number, you must keep hold of this serial number as it will allow you to withdraw your results if you wish to do so. 
1. What year are you in? [tick the most appropriate box]
Year 7
Year 8
Year 9 
2. What is your gender? [tick the most appropriate box]
Male 
Female 
Prefer not to say 
3. What is your end of KS3 target? [tick the most appropriate box]
3
4
5
6
7
8
Prefer not to say 


4. Which statement best shows what you think ambitious means? [tick the most appropriate box]
Enthusiastic about learning 
Persistent about learning
Interested in learning
Taking responsibility for your learning 
5. Which statement best shows what you think 'capable' means? [tick the most appropriate box]
Knowing the answer to any question.
Able to complete a task without any effort. 
Able to improve on a task and understand where you have made mistakes. 
Being a well-rounded person (good at sport, good at schoolwork, healthy relationships) 
6. Which statement do you think makes you the most ambitious and capable? [tick the most appropriate box]
Understanding the world, past, present and future 
Understanding human events and experiences are perceived differently by different groups 
Understanding the processes that go on around us and how human actions influence the natural world 
Understanding how human societies are shaped by humans 
Understanding the challenges that face humanity and how we can ethically deal with these 




7. Select all the skills you think make you an ambitious, capable learner [tick all appropriate boxes]
Critical thinker 
Problem solving 
Creativity
Innovation
Planning
Personal effectiveness 
8. An ambitious capable learner means to be interested, enthusiastic, persistent in your learning and take responsibility for it. Would you consider yourself an ambitious capable learner? [tick the most appropriate box]
Yes 
No 
9. Rank where you think you fit best on the scale [tick the most appropriate box] 
Avoid challenge 						             	Embrace challenge
1 
4
3
2 


10. Rank where you think you fit best on the scale [tick the most appropriate box]
Give up easily when stuck 			  Persist and look for a solution when stuck
1 
4
3
2 


11. Rank where you think you fit best on the scale [tick the most appropriate box]
Ignore negative feedback 						Learn from mistakes 
1 
4
3
2 

12. Rank where you think you fit best on the scale [tick the most appropriate box]
Feel threatened by others success 				   Enjoy working with others
1 
4
3
2 


13. Rank where you think you fit best on the scale [tick the most appropriate box]
Trying is pointless when I don’t understand			          I always try every task
1 
4
3
2 


14. Which do you consider the most important purpose of school? [tick the most appropriate box]
Good grades
Good job after school
Leave school with lots of friends 
Leave school with lots of skills 
15. Which type of task do you think makes you the most ambitious? [tick the most appropriate box]
Copying off whiteboard.
Creating a model.
Completing problem solving e.g. 'the odd one out'. 
Answering comprehension questions. 
16. Rank yourself how good you are at the skill. Seeing connections between what you are learning in your Humanities lessons. [tick the most appropriate box] 
Poor 									Excellent 
1 
4
3
2 

17. Rank yourself how good you are at the skill. Questioning your teacher. [tick the most appropriate box] 
Poor 									Excellent 
1 
4
3
2 


18. Rank yourself how good you are at the skill. Presenting persuasive arguments and spotting flaws in others. [tick the most appropriate box] 
Poor 									Excellent 
1 
4
3
2 


19. Rank yourself how good you are at the skill. Understanding others and their views. [tick the most appropriate box] 
Poor 									Excellent 
1 
4
3
2 


20. Rank yourself how good you are at the skill. Using imagination to think outside of the box. [tick the most appropriate box]
Poor 									Excellent 
1 
4
3
2 


21. Rank yourself how good you are at the skill. Separate key points from detail. [tick the most appropriate box]
Poor 									Excellent 
1 
4
3
2 



Thank you for taking the time to complete the questionnaire
Appendix 3: Teacher Questionnaire and Focus Group Questions 


1. Explain why you think boys consider themselves more ambitious and capable with age and girls consider themselves less ambitious and capable with age. 
A. What do you consider an ambitious capable learner? 
B. Do you think learners are aware of what ambitious and capable mean?
2. Explain how you try to create ambitious, capable learners.
A. Learners think 'problem solving' is the skill that makes them most ambitious, capable. Why do you think that is?
3. Explain how you think the Humanities AoLE creates ambitious, capable learners. 
A. Learners think understanding our planets past, present and future is the most important what matters statement. Explain what this statement means to you?
Note: questions in bold are the main questions. All other questions are sub questions.

































Appendix 4: Gatekeeper’s Consent Letters 
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Appendix 5: Ethical Approval 

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

The University follows the OECD Frascati manual definition of research activity: “creative work undertaken on a systematic basis in order to increase the stock of knowledge, including knowledge of man, culture and society, and the use of this stock of knowledge to devise new applications”. As such this covers activities undertaken by members of staff, postgraduate research students, and both taught postgraduate and undergraduate students working on dissertations/projects.

The individual undertaking the research activity is known as the “principal researcher”.

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

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

This form must be completed and approved prior to undertaking any research activity. Please see Checklist for details of process for different categories of application.  

SECTION A: About You (Principal Researcher)
	Full Name:
	Joshua Stamp

	Tick all boxes which apply:

	Member of staff:
	☐
	Honorary research fellow:
	☐

	Undergraduate Student
	☐	Taught Postgraduate Student
	☒	Postgraduate Research Student
	☐


	Faculty/School/Centre:
	Education


	Campus:
	Swansea


	E-mail address:
	Jstamp.151074@student.uwtsd.ac.uk


	Contact Telephone Number:
	07860670685


	For students:

	Student Number:
	P151074

	Programme of Study:
	MA Education 

	Director of Studies/Supervisor:
	Sue James




SECTION B: Approval for Research Activity
	Has the research activity received approval in principle?
(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	☒	NO
	☐
	
	Date

	If Yes, please indicate source of approval (and date where known): Approval in principle must be obtained from the relevant source prior to seeking ethical approval
	Research Degrees Committee
	☐	

	
	Faculty Research Committee
	☐	

	
	Other (write in)
Dissertation Supervisor Sue James

	☐	19.10.2019



SECTION C:  Internal and External Ethical Guidance Materials
	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines.

	UWTSD Research Ethics & Integrity Code of Practice

	☒
	
UWTSD Research Data Management Policy
	☒

	
BERA (2018) Ethical Guidelines for Educational Research 
	☒















SECTION D: External Collaborative Research Activity
	Does the research activity involve collaborators outside of the University?
	YES
	☐

	NO
	☒


	
If Yes, please provide the name of the external organisation and name and contact details for the main contact person and confirmation this person has consented to their personal data being shared.as part of this collaboration.

	Institution
	


	Contact person name
	


	Contact person e-mail address

	

	Has this individual consented to sharing their details on this form?
	YES
	☐
	NO
	☐


	Are you in receipt of a KESS scholarship?
	YES
	☐
	NO
	☐


	Is your research externally funded
	YES
	☐
	NO
	☐


	Are you specifically employed to undertake this research in either a paid or voluntary capacity?
	Voluntary
	YES
	☐

	NO
	☐


	
	Employed
	YES
	☐

	NO
	☐


	Is the research being undertaken within an existing UWTSD Athrofa Professional Learning Partnership (APLP)
	If YES then the permission question below does not need to be answered.
	YES
	☐
	NO
	☐


	Permission to undertake the research has been provided by the partner organisation
	(If YES attach copy)
If NO the application cannot continue
	YES
	☐
	NO
	☐




Where research activity is carried out in collaboration with an external organisation
	Does this organisation have its own ethics approval system?
	YES
	☐
	NO
	☐

	
If Yes, please attach a copy of any final approval (or interim approval) from the organisation




SECTION E: Details of Research Activity
	Indicative title:
	Examining two schools’ KS3 approaches to achieving ‘ambitious capable learners’, a purpose outlined in the Welsh 2022 draft curriculum. A critical analysis through the Humanities Area of Learning. 

	Proposed start date:
	1/2/2020
	Proposed end date:
	1/9/2020

	Introduction to the Research (maximum 300 words). 

	Purpose of Research Activity

The purpose of this research is to explore the complex nature of what an ‘ambitious capable learner’ (a purpose set out in the Welsh 2022 draft curriculum) is and if this derogative is achievable. The research will scrutinise 21st century teaching approaches, mainly that of Rosenshines (2019) Principles in Action and Guy Claxton’s (2019) Learning Power Approach. The study will examine these teaching philosophies in relation to the Welsh (2022) draft curriculum. The study looks to provide clarity on what an ‘ambitious capable learner’ is. In doing so the investigation lends itself to establish if there is a ‘one size fits all’ approach to this notion or if there are multiple ways this curriculum purpose is perceived. Furthermore, this study will isolate the components of this purpose, examining the complex nature of the key words ‘ambitious’ and ‘capable’. 

The study looks to add new knowledge to 21st century education hot topics, including:

· What teachers perceive as success.
· How success is measured. 
· Is ‘capable’ a term just associated with academic achievement?
· Are teachers’ and pupils’ perceptions of ‘ambitious capable learners’ alike or different?
· Is there a set criterion for achieving ‘ambitious capable learners’?


	Research Question

How can teachers create ‘ambitious capable learners’?


	Aims of Research Activity

· Investigate teachers, pupils and literatures perceptions of ‘ambitious capable learners. 
· Explore two schools’ approaches to creating ‘ambitious capable leaners.
· Evaluate conflicting and common interpretations of ‘ambitious capable learners. 


	Objectives of Research Activity

· Review and critique secondary literature. 
· Analyse a series of questionnaires to understand pupils’ perceptions through SPSS
· Host 2 focus groups to identify teachers’ perceptions.


	Proposed methods (maximum 600 words)

	
This research will be shaped by a case study, reflexivity, mixed methods approach using both quantitative and qualitative data. Due to the interpretivism nature of this dissertation to ensure reliability and validity methods will be critiqued holistically through concurrent triangulation. The research will be comprised of two methods, these include:

· Questionnaires – To be completed by the entire pupil sample involved in the investigation (1440). Questionnaires to be completed anonymously via an internet survey. No personal data will be collected. EU (2018) General Data Protection Regulation will be followed throughout the investigation. Questionnaires will be completed by all pupils at the same time within their normal humanities lessons. There will be a pilot questionnaire to ensure participants understand and can complete the questionnaire. Participants will be able to opt out of partaking in the questionnaire and can withdraw after completing the questionnaire if they wish to. This withdrawal will be possible through assigning each questionnaires a serial number, only participants will be aware of their series number. Participants will be informed that the questionnaires are just exploring their opinions and that there is no right or wrong answer to any of the questions. Impact on grades at school needs to be stated. The questionnaires will have no impact on pupils’ grades, this has been certified from the gatekeeper headteachers, see attached headteachers consent.  
· Focus Groups (Interviews & questionnaires) –  Two focus group sessions will take place, one at both schools under investigation. Focus groups will involve all the humanities teachers working in the schools where research is being carried out. Written consent for the focus groups will be sought first through the headteachers and then off the participants themselves. Focus groups will only have participants aged 18+, the focus groups will not record any personal data. Focus group participants can withdraw their consent at any time and no judgement will be made. All those involved in the focus group sessions will be sent the predetermined questions via a questionnaire format. This will be emailed to the participants electronically so they can complete their answers before the focus group sessions. This will allow teachers to complete and submit a digital copy of the transcript before the focus groups take place. This will allow triangulation of focus group responses to the responses provided by the participants prior the sessions. Thus, adding validity to the results. The focus group questions will be sent to participants via a ‘Microsoft Word’ template. Participants will be sent the questions at least a week before the focus group sessions. This will comfort the participants as they shouldn’t be shocked by any of questions asked at the focus group sessions. The Focus groups will be audio recorded and later transcribed. All raw data will be disposed of upon dissertation submission. All comments made by participants will be treated sensitively in an anonymous nature, this includes the results write up.

The results will be presented in a digital report. All findings will be analysed in relation to relevant literature. Findings will be included in the report through figures/tables/graphs. Additionally, the Statistical Package for the Social Sciences will be used when necessary. 

The investigation will also involve a review of literature, including school and government policies. The entire investigation follows a notion set forth by Cavan (1997:810) ‘while truth is good, respect for human dignity is better’. 





	Location of research activity
Identify all locations where research activity will take place.

	
Two different schools in South Wales


	Research activity outside of the UK
If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural and/or legal sensitivities or vulnerabilities of participants.

	
N/A



	Use of documentation not in the public domain: Are any documents NOT publicly available?   

	NO
	☒

	
	YES
	☐

	
N/A






SECTION F: Scope of Research Activity
	Will the research activity include:
	
YES
	
NO

	Use of a questionnaire or similar research instrument?
	☒
	☐

	Use of interviews?
	☐
	☐

	Use of diaries?
	☐
	☒

	Participant observation with their knowledge?
	☐
	☒

	Participant observation without their knowledge?
	☐
	☒

	Use of video or audio recording?
	☒
	☐

	Access to personal or confidential information without the participants’ specific consent?
	☐
	☒

	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☒

	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☒

	Investigation of participants involved in illegal activities?
	☐
	☒

	Use of procedures that involve deception?
	☐
	☒

	Administration of any substance, agent or placebo?
	☐
	☒

	Working with live vertebrate animals?
	☐
	☒

	Other primary data collection methods, please explain in this box
For example, ‘focus groups’. Please indicate the type of data collection method(s) in this box and tick the accompany box.
	☒
	☐

	Details of any other primary data collection method:

· Focus Groups – 2 focus group sessions will take place

	
	



If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 



SECTION G: Intended Participants
	Who are the intended participants:
	
YES
	
NO

	Students or staff at the University?
	☐
	☒

	Adults (over the age of 18 and competent to give consent)?
	☒
	☐

	Vulnerable adults?
	☐
	☒

	Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required) 
	☒
	☐

	Prisoners?
	☐
	☒

	Young offenders?
	☐
	☒

	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☒

	People engaged in illegal activities?
	☐
	☒

	Others (please identify specifically any group who may be unable to give consent) please indicate here and tick the appropriate box.

	☐
	☒

	Other – please indicate here:


	
	



	Participant numbers and source
Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	How many participants are expected?

	
720 KS3 students at School A*
720 KS3 students at School B*

Humanities teachers at School A and School B, rough estimation 20 teachers. 

*Schools have been anonymised 

	Who will the participants be?

	
Students aged between 11-14 and their humanities teachers from two South Wales schools.


	How will you identify the participants?
	
All pupils will be in KS3. All pupils will partake in the study unless they have opted to withdraw prior questionnaire completion. Once the questionnaires have been completed pupils will be able to withdraw their questionnaire through accessing their serial number that is linked to their questionnaire. Only participants will be aware of their serial number as these are assigned at random during the process of questionnaire completion. Participants will be informed of this prior questionnaire completion verbally and it will be disclaimed on the questionnaire itself. 

Teachers will be selected by their subject specialism within the school, i.e. do they teach Geography, History or Religious Education. Teacher will only be selected if they wish to partake in the research, consent will be sought. Teachers consent to partake in the research will first be sought off the headteachers, see attachment. Following this consent teachers then will then be allowed to decide themselves if they wish to partake in the research. Teachers will be informed that their participation is optional and there is no detrimental effect if they don’t wish to partake. 




	Information for participants:
	
YES
	NO
	
N/A

	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☒
	☐
	☐

	Will you tell participants that their participation is voluntary?
	☒
	☐
	☐

	Will you obtain written consent for participation?
	☒
	☐
	☐

	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☒
	☐
	☐

	If the research is observational, will you ask participants for their consent to being observed?
	☐
	☐
	☒

	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☒
	☐
	☐

	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☒
	☐
	☐

	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☒
	☐
	☐

	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☒
	☐
	☐

	If NO to any of above questions, please give an explanation 

	



	Information for participants:
	
YES
	NO
	
N/A

	Will participants be paid?
	☐
	☒
	☐

	Is specialist electrical or other equipment to be used with participants?
	☐
	☒
	☐

	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☒
	☐

	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	☐
	☒
	☐

	If YES to any question, please provide full details 

	
N/A




SECTION H: Anticipated Risks
	
Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or 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 collaborator) you may append that to this form.  

	Full risk assessment completed and appended? 

	Yes 
	☐

	
	No
	☒

	Risks to participants
For example: emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	Risk to Participant:

Low level risk – Participants could become emotionally distressed during questionnaire and focus group sessions. 

· Emotional distress
· Compromising of Anonymity
· Ensuring withdrawal process is clear
· Storage of data is secure to protect participants’ identity.
	How will you mitigate the Risk to Participant

Risks to participants will be minimal. Research will be fully explained to all pupils and teachers before data collection starts. The chance to withdrawal made available. The head teachers will act as a gatekeeper providing written consent for all those involved in the study. Parental consent is no required as the research doesn’t involve the collection of any personal data. A copy of the headteachers consent has been sought and attached. 

All pupils will partake in a questionnaire. These questionnaires will be completed via an internet survey. By using this method results will be anonymised, protecting the participants. Pupils will not be able to withdraw their questionnaire answers once they have been submitted. This will be disclosed on every page of the questionnaire and participants will be able to omit answering any questions they do not wish to. 

Focus group sessions will have semi-structured questions. These questions will be sent to participants beforehand to prevent any distress. If a conflict arises between participants during a focus group session this will be defused by moving onto the next structured question and if necessary, ending the session early. Approval for the focus groups to take place will be sought off the headteachers and all participants. Focus group sessions will be held in a safe, open location within the research schools. Focus group participants can withdraw their consent if required. This can be done through various avenues, including email and face to face. Time will be set aside for this to happen when needed. Focus group sessions will be held in a location that is familiar to the participants. 

All data collected hard and digital will be stored in a safe, secure locked location. In addition, digital data will be stored on an encrypted hard drive. 


	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	
N/A 


	Risks to investigator
For example: personal safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	Risk to Investigator:

· Emotional distress
· Conflicts of interest 
· Risk of accusation 


	How will you mitigate the Risk to Investigator:

Kept to a minimum. Emotional distress will be avoided by the study not involving personal data, data being collected from a researcher’s stance and setting an appropriate time scale to complete the study.  

Conflicts of interest will be avoided by continuous feedback to participants and a neutral researcher’s standpoint. The headteacher and all participants will have access to feedback. Feedback will be delivered by myself. Feedback will inform questionnaire and focus group participants of the progress made in the investigation. 

Risk of accusation will be avoided by following the UWTSD Research Data Management Policy and UWTSD Research Ethics and Integrity Code of Practice. An up to date DBS has also been obtained.  

These policies will be used to maintain the integrity of the research and the UWTSD reputation, see some example of how this will be done below

· Respectful when speaking about the participants. 
· Avoid tension when working in groups. 
· Don’t try to teach participants to address the question with a desired answer.
· Protect participants privacy. 
· Stick to proposed plan e.g. timing schedules. 


	University/institutional risks
For example: adverse publicity, financial loss, data protection

	Risk to University:

Minimal.

· Financial burden
· Negative public image
· Reputation within the academic community.
	How will you mitigate the Risk to University:

Kept to a minimum – University guidelines and BERA guidelines will be followed. Universities reputation and status will not be affected whatever the outcome of research.  

BERA and UWTSD data protection guidelines are the foundation of this study and will be consulted at each stage of the research. This will make sure all procedures and protocols are followed. 
· Including no training/personal risks. Any risks to university that become apparent throughout the course of research will mean contingency plans will be followed. Advice on any apparent institutional risks will be resolved using the feedback of dissertation supervisor. 
· There is no financial outcome the research posed could have on UWTSD
· IF BERA and UWTSD data protection guidelines are breached there could be a negative public image of UWTSD.




	Disclosure and Barring Service

	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES

	NO

	N/A


	Does your research require you to hold a current DBS Certificate?
	☒
	☐
	☐





SECTION I: Feedback, Consent and Confidentiality
	Feedback
What de-briefing and feedback will be provided to participants, how will this be done and when? 

	
The study will provide feedback to participants, addressing all questions and uncertainties about the research. In addition, a period of time will be set aside to answer any questions the participants want to ask in private. Following data collection there will be a debriefing. The purpose, aims, objectives and findings will be shared with the participants. 


	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.

	
All participants involved in the research will be informed of why it is taking place, that it’s not compulsory for them to partake and that withdrawal is possible at any point. Consent will be obtained of the participants headteachers before data collection. Due to the participants being under 18, written consent will be requested. Withdrawal can be done via face to face or email. Participants will be made aware that withdrawing from the research will have no detrimental effect on them.  


	Confidentiality / Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
Confidentiality will be ensured throughout data collection. Sessions set aside for the participants with any concerns. Confidentiality has also been approached through just myself analysing the data. The only breach to confidentiality will be if any issue arise concerning safeguarding issues. 

During the focus group sessions full information about the purpose and uses of participants contributions will be stated. Honestly and keeping the participants informed about expectations within group activity will be emphasised. Participants will not be pressured to speak. Due to participants contributions being shared within a group they will be asked to treat each other’s view with respect. Participants will be encouraged to keep confidential what they hear during the meeting and I will adopt the responsibility to anonymise data from the group. Participants who contribute in the focus group sessions will know the other participants in their session. Participants will be informed of who will be in their focus group session before they take place. If participants do not want to contribute to a focus group session because of the other participants, they can withdraw. During the write up stage of the research all participants will be anonymised. Participants will be made aware that myself and the other focus group participants will be aware of the information stated in their focus group session. Participants will be informed prior the focus group sessions that what is stated needs to be treated sensitively. 

Once the focus group has been arranged I will provide clear explanations of the purpose of the group, helping people feel at ease, and facilitating interaction between group members. During the focus group I will promote debate, perhaps by asking open questions. They may also need to challenge participants, especially to draw out people’s differences, and tease out a diverse range of meanings on the topic under discussion. I will also probe for details to move things forward when the conversation is drifting. I will keep the session focused and so sometimes they may deliberately have to steer the conversation back on course, especially if a topic has caused tension. Participants will be encouraged to avoid giving personal opinions so as not to influence participants towards any particular position or opinion.







SECTION J: Data Protection and Storage

	Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?
	YES
	NO

	“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person.
	☐
	x

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

	
N/A


	Does it involve special category data (as defined by the GDPR)?
	YES
	NO

	“Special category data” means sensitive personal data consisting of information as to the data subjects’ –
(a) racial or ethnic origin,
(b) political opinions,
(c ) religious beliefs or other beliefs of a similar nature,
(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) physical or mental health or condition,
(f) sexual life,
(g) genetics,
(h) biometric data (as used for ID purposes),
	
☐
	x

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

	
N/A



	
Will the research activity involve storing personal data and/or special category data on one of the following:
	YES
	NO

	Manual files (i.e. in paper form)?
	☐

	☒


	University computers?
	☐

	☒


	Private company computers?
	☐

	☒


	Home or other personal computers?
	☒

	☐


	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	☒

	☐


	“Cloud” storage or websites?
	☐

	☒


	Other – specify:

	☐

	☒


	For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of password protection, encryption, anonymisation and pseudonymisation:

	
All data will be analysed via a personal computer. This is password protected and will be locked away when not in use. Data will be stored on an encrypted hard drive which again will be password protected and locked away when not in use. All data that has been collected will be anonymised meaning there will be no breach of personal or sensitive data. 


	All Data Storage

	Will the research activity involve any of the following activities:
	YES
	NO

	Electronic transfer of data in any form?
	☐

	☒


	Sharing of data with others at the University?
	☐

	☒


	Sharing of data with other organisations?
	☐

	☒


	Export of data outside the European Union or importing of data from outside the UK?
	☐

	☒


	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☐

	☒


	Publication of data that might allow identification of individuals?
	☐

	☒


	Use of data management system?
	☐

	☒


	Data archiving?
	☐

	☒


	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and DPA (and/or any international equivalent):

	
N/A


	List all who will have access to the data generated by the research activity:

	
Myself the researcher. 


	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	
Myself the researcher. 


	Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
· All data will be stored in a secure locked location.
· An encrypted hard drive will be used to store data, which will be locked away when not in use.
· Upon assignment competition all data will be deleted – Predicted deletion data 1/9/2020.
· All data, interview recordings, questionnaires and blog transcripts, will not be archived as it serves no purpose in its raw format.


	Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 

	
N/A


	Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)

	YES
	☒

	
	NO
	☐

	Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding
	YES
	☒

	
	NO
	☐





SECTION K: Declaration
	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice

	Signature of applicant:
	Stamp
	Date:
19/10/2019




For STUDENT Submissions:
	Director of Studies/Supervisor:
	Sue James
	Date:
29/11/2019

	Signature:
	


                           




	



For STAFF Submissions:
	Head of School/Assistant Dean:
	
	Date:

	Signature:
	

	



Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	☒
	I have read the guidance notes supplied before completing the form.

	☒
	I have completed ALL RELEVANT sections of the form in full.

	☒
	I confirm that the research activity has received approval in principle

	☒
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	☐
	I have attached a full risk assessment (and have NOT completed Section H of this form) (where appropriate)  ONLY TICK IF YOU HAVE ATTACHED A FULL RISK ASSESSMENT

	☒
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	☒
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Head of School.

	☒

	I have deleted the guidance notes before submitting the PG2 for consideration




	RESEARCH STUDENTS AND STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.
You will be informed of the outcome of your claim by email; therefore it is important that you check your University and personal email accounts regularly.



STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit  this form (and receive the outcome) via systems explained to you by the supervisor/module leader.

This form is available electronically from the Academic Office web pages: http://www.uwtsd.ac.uk/academic-office/

Application Process

All staff research projects and all research students must submit the Ethical Approval Form to the University Ethics Committee via the Academic Office (pgresearch@uwtsd.ac.uk).   Staff research directly in relation to personal study for taught undergraduate or Masters programmes should be submitted via the Faculty procedures explained below.

Taught masters and taught undergraduate research Ethical Approval Forms are considered within Faculties.  Faculties will provide details of the specific processes for this.  Where the Ethical issues within any single ethical application are of particular concern the Faculty will refer these to the University Ethics Committee.   Any student activity that involves the collection of primary data needs to undergo Ethical approval, this includes assignment work as well as dissertations.   



Ambitious Capable Learner


"strong"
"desire" 
"achieve"
"something"


"ability" 
"quality"
"something"


Ambition defintion: "A strong desire to do or achieve something" (Waite, 2012, p.20)


Capable defintion: "Having the necessary ability or quality to do something" (Waite, 2012, p.99)



School A 


Three humanities lessons/fortnight. Taught as single discipline.


Demographics: 240 pupils/year. 720 pupils in KS3


School B


Nine humanities lessons/fortnight. Taught as seperate subjects; geography, history, religious education.


Demographics: 240 pupils/year. 720 pupils in KS3


Latest Estyn report (2014) "unsatisfactory". Estyn (2017) "strong progress" 


Latest Estyn report (2015) "good"


Deprived catchment 


Affluent catchment 


Approach to new curriculum: Claxton and Powell (2019) powering up students


Approach to new curriculum: Sherrington (2019) principles in action


General Observations: Quan - KS3 Pupil Questionnaire


Specific Observations: Qual - Teacher Questionnaire


Specific Observations: Qual - Focus Groups


Compare, Analyse and Interpret



Ambitious Capable Learners 


Ambitious


Capable 



Ambitious, capable learners, ready to learn throughout their lives. 
Healthy, confident individuals, ready to lead fulfilling lives as valued members of society. 
Enterprising, creative contributors, ready to play a full part in life and work. 
Ethical, informed citizens of Wales and the world.


Science and Technology


Mathematics and Numeracy 


Languages, Literacy and Communication


Expressive Arts


Health and Well-being


Humanities



Enquiry, exploration and investigation inspire curiosity about the world, its past, present and future 


Events and human experience are complex, and are perceived, intepreted and represented in different ways


Our natural world is diverse and dynamic, influenced by processes and human actions 


Human societies are complex and diverse, and shaped by human actions and human beliefs


Informed, self-aware citizens engage with the challenges and opportunities that face humanity, and are able to take considered and ethical action


image3.png
Lasaa-uand

Activation
Tense Exited
Stressed
cisted
Upset Haney.
Unpleasant Pleasant,
sad serene
Depressed Relaved
Caim

ued

Deactivation

vaLEnce




image4.tiff
Percentage

100

90

3

g8

8

2
8

&

S

5

0

Males Year 7

Would you consider yourself an ambitious capable learner

Males Year 8

Males Year 9

mSchool A %

Females Year 7
Year

mSchool B%

FemalesYear 8

Females Year 9




image5.tiff
Which Humanitities what matters statement makes you the
most ambitious and capable?

m Enquiry, exploration and investigation inspire
curiosity about the world, its past, present and
future

= Events and human experience are complex, and are
perceived, intepreted and represented in different
ways

Our natural worldis diverse and dynamic, influenced
by processes and human actions

 Human societies are complex and diverse, and
shaped by human actions and human beliefs

# Informed, self-aware dtizens engage with the
challenges and opportunities that face humanity,
and are able to take considered and ethical action





image6.tiff
Average Total Mindset Score

30

25

20

15

10

Mindset Score Vs Ambitious Capable Learner Skills Score

5 10 15
Average Ambitious Capable Learner Skills Score

20

25




image7.tiff
Percentage

90

80

70

60

50

a0

30

20

10

——Enthusiastic

What does ‘ambitous’' mean

KS3 Target Level

——pPersistent  —— Interested

———Responsibility

7 (or above)




image8.tiff
Percentage

80

70

60

50

40

30

20

10

w

——Knowing every answer

—— Able tocomplete any task

5 6 7 (or above)
KS3 Target Level

—— Able tospot mistakes andmake improvements  —— Being well rounded




image9.tiff
Percentage

80
70
60
50
40
30
20
10

Chart Title

Good Grades Good Job Lots of Friends
Purpose of School

mSchool A mSchool B

Lots of Skills




image10.tiff
Percentage

80
70
60
50
40
30
20
10

Copying off
whiteboard

Chart Title

—— . |
Creatingamodel Completing problem  Comprehension
solving task

Task

mSchool A mSchool B




image11.tiff
50

45

40

Percentage
o o ~ 9 w
s % 3 b 8

«

0

Critical thinker

What skill makes you the most ambitious and capable

Problem solving

mSchool A Males

Creativity

Innovation

Welsh Wider Skills

mSchool A Females

mSchool B Males

 School B Females

Planning

Personal effectiveness




image12.tiff
Cross-curricular responsib

Areas of What Experiences,
Four purposes learning and  matters knowledge
experience statements  and skills

Achievement
outcomes

Wider skills
Welsh dimension and international perspective





image13.jpeg
Ambitious, 4 Enterprising,
capable creative
learners | contributors

(( teamer )

Ethical, Healthy,
informed | confident
citizens individuals





image14.jpeg
Creativity and innovation
Able to generate ideas.
Develop curiosity and inquisitiveness.

Demonstrate courage to explore
and develop ideas:

Ability to tum ideas into action.
Plan and manage projects.
Identify opportunities.

Act upon opportunities and ideas and
transform them into value — the created value
can be financial, cultural or social

Planning and organising Critical thinking and

problem-solving

How the ideas are implemented o

Set goals SEISS Analyse and understand

Decision-making. By lier Ask questions.
opinions

Time management Evaluate information and situations

Work collaboratively. Be objective looking at opposite views

Be adaptable. (strengths and weaknesses)

Monitor and reflect on results.

Adapt.
Check for accuracy. Be persistent. Question.
Responsibility and reliability. Be resilient. Challenge perceptions.

Identify potential solutions.
Justify decisions.
Identify and develop arguments.

Manage resources. Leam from mistakes.

Personal effectiveness
Self-aware.
Confidence and seif-esteem.
Emotional intelligence.

Evaluate own leaming/strengths
and areas for development

Independence.
Leadership.
Social and cultural awareness, ethics.




image15.tiff
6 Wellwright Road,
Fairwater,
Cardiff,
CFS3ED,
Jstamp.151074@student.uwtsd.ac.uk
December 4, 2019
P Brunnock
Corpus Christi High School,
Ty Draw Road,
Lisvane,
Cardiff,
CF23 6XL

Dear Mr Brunnock,

My name is Joshua Stamp and 'm seeking your permission to carry out a research project involving a
population sample at your school.

Subject to approval by University of Wales Trinity Saint David Ethics this study will be using a
questionnaire to assess KS3 pupil's perceptions of what an ‘ambitious capable learner’ is. In addition,
1am seeking consent to carry out a focus group comprised of your humanities teachers.

I’m writing to ask your permission to be allowed access to your pupil email database so | can forward
a short digital questionnaire, via Google Forms. This questionnaire has been piloted and should only
take 20 minutes maximum to complete. The questionnaire can be conducted at a time and date that
is convenient for yourself. Pupils will have the option to opt out if they do not wish to partake in the
questionnaire and can withdraw their questionnaire answers, at any time, using their random serial
number. Questionnaire results will be confidential and anonymised.

| am also seeking your approval to carry out a focus group session, lasting no longer than 90 minutes,
with your humanities teachers. If possible this will be carried out at  location on your school site
Focus group participants wil have the option not to partake if they do not wish to, and can withdraw
their comments made during the session at any time. The purpose of the focus group session is to
{dentify i there is any commonalities for what people percelve as an ‘ambitious capable learner’ or
how teachers aim to achieve this curriculum purpose.

lection of any personal data and will not have an impact on

The research does not require the coll ]
provided feedback following the completion of data collection.

pupil’s grades. All participants will be
return slip’ section of this letter and forward to the

If this is possible please could you complete the
; willing to allow the research to go ahead.

address/email attached to confirm that you are
Yours sincerely,

Joshua Stamp

Return slip.
\@dnn’t give permission  the above research to take place.

J pate: 5, l;/o\
signed:

L O Remmeedt

Prints
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6 Wellwright Road,

Fairwater,

Cardiff,

CFS3ED,
Jstzmp.151074@studem.uwtsd.z:,uk
December 4, 2019

A Di-Finizio

Eastern Community Campus,
Trowbridge Rd,

Rumney,

Cardiff,

CF31XZ

Dear Mr Di-Finizio

My name is Joshua Stamp and I'm seeking your permission to carry out a research project involving a
population sample at your school.

Subject to approval by University of Wales Trinity Saint David Ethics this study will be using a
questionnaire to assess KS3 pupil’s perceptions of what an ‘ambitious capable learner” is. In addition,
| am seeking consent to carry out a focus group comprised of your humanities teachers.

'm writing to ask your permission to be allowed access to your pupil email database so | can forward
a short digital questionnaire, via Google Forms. This questionnaire has been piloted and should only

take 20 minutes maximum to complete. The questionnaire can be conducted at a time and date that
is convenient for yourself. Pupils will have the option to opt out if they do not wish to partake in the

questionnaire and can withdraw their questionnaire answers, at any time, using their random serial

number. Questionnaire results will be confidential and anonymised.

| am also seeking your approval to carry out a focus group session, lasting no longer than 90 minutes,
with your humanities teachers. If possible this will be carried out at a location on your school site.
Focus group participants will have the option not to partake if they do not wish to, and can withdraw
their comments made during the session at any time. The purpose of the focus group session s to
identify if there is any commonalities for what people perceive as an ‘ambitious capable learer” or
how teachers aim to achieve this curriculum purpose.

The research does ot require the collection of any personal data and will not have an impact on
pupils grades. All participants wil be provided feedback following the completion of data collection.

If this is possible please could you complete the ‘return slip’ section of this letter and forward to the
address/email attached to confirm that you are willing to allow the research to go ahead.

Yours sincerely,

Joshua Stamp

Return

ive permission for the above research to take place.

Signed: y Date: 6/\%0\0\ b

Printed: D\- \:Av\\'zo
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