P090689      An exploration of pupils’ perceptions of the Welsh Baccalaureate Qualification (WBQ) at Key Stage 5.                

Introduction.

The purpose of this dissertation is to explore the delivery of Welsh Baccalaureate (WBQ) in my school and create good practice that can be shared to help develop the subject throughout Wales. 
The WBQ is an A level equivalent qualification that includes a Skills Challenge Certificate (SCC), made up of three challenges and an independent research task, in conjunction with 2 A levels. 
WBQ has been undervalued and undermined by many, an example being Jeff Jones, who was instrumental in forming the WBQ. He was quoted in a Wales Online article ( 2011) as saying that the WBQ was "really an A-level with a load of nonsense added on" (paragraph 3)  and claimed he would not touch it "with a bargepole" if he was a student (paragraph 6) This attitude does not appear to be uncommon, in a Wales Online article from the same year, 2011, a sixth former described it as ‘...quite wishy washy ...I’d far rather have done another A level.’ (paragraphs 12 & 13). In addition to these concerns research by The Welsh Institute of Social and Economic Research, Data and Methods (WISERD 2012) claimed that the WBQ may be detrimental to Welsh Pupils’ performance at university. This controversy is one of the driving forces behind this research, prompting me to investigate whether this attitude is held by pupil in my school and how I can overcome barriers of poor perception. 
 Aims 
The wider aims of my research are to increase attainment in the subject in my school alongside improving perceptions of the subject among all school stakeholders.  
The specific aims for this dissertation are:
Aim one: To establish pupil perception of the WBQ.
Aim two: Identify which areas of the WBQ curriculum are most successful in terms of academic attainment. 
Aim three: Identify ways to improve delivery in ‘School X’




Background to the study

The Welsh Baccalaureate Qualification (WBQ) was first introduced for teaching across Wales by the WJEC in 2007. According to WBQ organisation (2013) the key aims of the WBQ were to develop skills, to promote independent learning and to create a parity between academic and vocational qualifications.  

The development of transferable skills was seen as a key feature, the wider skills involving business and enterprise, global knowledge and extra curricular sporting activities required support from around the curriculum and emphasised the cross curricular emphasis of the qualification. As the qualification was developed the qualification has become more self contained. 

The current WBQ was rolled out in 2015 following recommendation from the final report of the Review of Qualifications for 14 to 19 year olds in Wales by the Department for Education and Skills (2012)  that a revised WBQ should be at the heart of Wales’ new national qualifications system. 
The review of qualifications identified that there was a low level of understanding on the legacy WBQ, particularly among parents and the structure and purpose was confusing and inconsistent with traditional GCSEs and A levels. I identify with these findings as this was a concern frequently shared by the parents of pupils I taught and has continued with the new specification. Although I have seen development in understanding as the content of the new WBQ has become more similar to GCSE and A level qualifications. 
The 2012 review of exams set down as recommendation 2 that the revised WBQ should be at the heart of the qualifications system for full-time learners (page 9, paragraph 2) Stating one of the objectives to be the retention of WBQ at national and advanced with access to both vocational and academic pupils (page 6, paragraph 3)

The school

The school used for the research is an 11-19 secondary school of around 1000 pupils and will be referred to as ‘School X’ The 3 year average EFSM numbers are 22.3%, this is greater than the Welsh average of ‘around 17%’ (ESTYN 2017). Many pupils enter ‘The School’ with below the chronological levels of literacy. 
The 2017 level 2 inclusive threshold results were 48.9 % below the Welsh Average of 54.6%. 

School X is located in an urban area of West Wales with a small number of pupils travelling from rural villages in the county. The school is the only secondary school in the town and as such most of the local pupils attend. The area is socio economically mixed with some affluence but also a high unemployment rate (ESTYN 2017)  
The pupils are fairly close knit and many of the teachers were pupils at the school. Surprisingly relations between the school and the community can be difficult and improving community engagement is one of the school priorities.  The catchment area has recently been extended and numbers are increasing and set to continue to increase.
The school currently sits in the red category having been downgraded from amber in early 2018. The 2017 Estyn report judges the school to be unsatisfactory in Wellbeing and attitudes to learning and teaching and learning experiences, the remaining categories were described as adequate. 

The WBQ department is made up of subject specialist and three teachers who teach WBQ alongside either English or Geography, all deliver WBQ at Key stage four and five. The WBQ department is measured on the attainment of the SCC. In 2017 the SCC results at both KS4 and KS5 were significantly above the Wales average and were in the top 30% of the country. however, attainment at top level is mixed , lower than average with no A* at either KS4 or KS5. 

I have taught the WBQ for 5 years, in three different schools, and have been a lead practitioner for 2 years.   I have taught the subject as both a voluntary and mandatory part of the KS4 and KS5 curriculum. School X’ was late to take on the WBQ having only delivered it since 2010, however, since then it has been heavily relied upon for performance data. 
 
The focus of the pupils in this action research is KS5, in the 201 ESTYN report it was identified that KS5 performance was well above that of similar schools and that skills development through WBQ was a strong feature of the school (ESTYN 2017, page 5, page 8)
There has been significant development in WBQ since its inception. In 2009 few English universities had WBQ listed as an entry qualification (WAG 2009). This appears to have changed as many pupils current;y at KS5 use the points and grades awarded for UCAS applications, with most universities accepting it as a qualifying A level.  This includes some Russell group, although as of 2019 Cambridge no longer accept it.  

Rationale

The research for this report will be through a review of literature and the collection of quantitative and qualitative data relating to KS5 pupils at ‘School X’ 
There is both practical and theoretical value in this study. Through this research I aim to improve the practice of myself and my team, the results will allow me to adapt the course to the interests and requirements of the pupils, wherever possible. In addition, I hope to discover the hidden problems of the subject such as areas that pupils perceive as difficult or irrelevant. Ultimately I hope to go some way towards eradicating barriers to the attainment , understanding and enjoyment of the subject,  this will help us to maintain a high attainment level in my department and enable pupils to achieve top level grades. 
The findings from this research will allow me to tailor the Scheme of Learning (SOL) my team follow and enable me to share good practice at district consortium meetings.
Theoretically the published research about WBQ is limited, although with the adoption of the qualification as a key performance measure I anticipate more research in the area. This study will add to the limited literature available on what I feel is an under reported subject. 
There is limited literature about the WBQ and research relates mostly to the legacy qualification. For WBQ specific reports I am referring to the WAG, Qualifications Wales and the WJEC in addition to a range of news reports. 
There is a large body of research into the elements that make up the WBQ, and in the literature review I will consider the findings relating to these three areas; Global Citizenship, Community and Enterprise and Employability..
The limited specific literature could affect my research as could the small sample size, however I will take this into account when discussing my results and will be tentative about relating my findings to a national cohort. 

Summary

In this report I will be presenting a review of literature on WBQ and the individual elements that make up the SCC. I have chosen not to write about the fourth element, the Individual Project (IP), as it is not something unique to the WBQ and there are already many existing studies on the benefit of essay writing and literacy, additionally the IP has caused little controversy or opposition, possibly due to the familiarity of structure and learning outcomes.  I will present an analysis of research undertaken in ‘School X’ and I will conclude with a series of recommendations based on both the literature and the findings. 

Literature Review
The value of Welsh Baccalaureate (WBQ) has been debated since its introduction in 2007, illustrated by comments reported in Wales Online (2007) from Jane Davidson that the qualification gave all pupils an advantage, Yhnell (2015) who suggested that WBQ negatively impacted upon the academic attainment of students and Darren Millar (Wales Online, 2017) who called for the WBQ to be abandoned. Despite this there is limited literature examining and exploring the impact and perceptions of the qualification. The following literature looks at elements that make up the Welsh Baccalaureate qualification, Community participation, Enterprise and Employability Education and Global Citizenship. The research has been separated as they are three disparate topic and although there is limited literature about the blend of the three, literature on individual areas is plentiful.
Jane Hutt, Minister For Children, discussing the issue of WBQ in Wales online (2009) claimed that the Welsh Bacc was a serious, much needed attempt to provide a much wider range of 14-19 learning experiences within an over-arching qualifications framework.  This mirrors was what was recommended by The Nuffield Report: Education for All: The Future of Education and Training for 14-19 year olds (2009) which called for a broader view of education which focused on the whole person.
The Community Challenge
The elements of the WBQ appear to address this with the combination of academic and personal skills, not least participation in community activity. The Community challenge assesses pupils’ volunteering skills, there is much literature, such as Frederick (2007), and Cullaine and Montacute (2017) who support the benefits of volunteering for young people. However, there is some contention by Sparks (2013) and Halba & Alii (2001) over the long term effects and whether ‘volunteering’ is an exclusive opportunity.
[bookmark: _g7uwjqosi5hu]The four core purposes in The Donaldson report, ‘Successful Futures’ (2015) advised that schools should build a bridge between life and education, that pupils should be equipped to lead fulfilling lives as valued members of society.  This is something Frederick (2007) recognised earlier suggesting that volunteering can potentially enable all young people to make a positive contribution to society. 


Volunteering and academic attainment
There appears to a be a consensus among many writers such as Halba (2006, 2017) and Frederick (2007) that volunteering yields benefits for school children, both personally and academically with Spatarelu (2016) commenting in 2016 that most young people end voluntary service with an improved self-esteem and a new and fresh life vision.
When discussing a Tower hamlets school that promotes volunteering, Frederick (2007)  acknowledged that one of the main aims was to instil a sense of responsibility for the global community. Interestingly Frederick suggested that this was even more important than achievement of GCSE grades. This echoes suggestions by Erlbach (1998) who considered that children learn a lot when they volunteer, They are doing something worthwhile with their time where the reward is not always tangible. Scales et al (2006) did consider that volunteering and academic skills were not mutually exclusive, they suggested that pupils achieved higher levels of academic success when they also participated in volunteer activities. Although it seems that longer studies need to be undertaken to identify whether this is a definitive trend.  
Frederick (2007) also acknowledged benefits to volunteers suggesting that they had gained more relevant skills that support their transition to university or employment, Halba (2012) supported this, commenting on the  specific skills and competences such as communication, social and civic competencies and cultural awareness among others that volunteers acquire and develop that support their path.
There appears to be social and personal benefits to volunteering in addition to the academic The European Commission (2011) citing volunteering as, a pathway to integration and employment and a key factor for improving social cohesion.
Barriers to Volunteering
While considering the reported benefits of volunteering, it is important to acknowledge the barriers to participation that appear to exist. Research by Cullinane and Montacute (2017) found that despite the apparent opportunities to volunteer only eight per cent of pupils aged 11-16 in England and Wales said that they had taken part in such extra-curricular activities. This is interesting in light of the UNRC 7 core aims, item 2, that children have a comprehensive range of education and learning opportunities. There may be a number of reasons for the limited participation such as socio economic, academic or lack of opportunity. However it is possible that volunteering, something that has suggested links to improving attainment and future prospects, may not be accessible to all. 

Socio economic impact

Davis Smith et al (2004) suggested that through volunteering, various aspects of social exclusion are being addressed, such as economic depression, long-term unemployment, youth alienation and disaffection, rising crime and lawlessness. this is supported by Frederick (2007)  who considers that to overcome social exclusion it is important to balance academia with other things. When considering the benefits to reducing social and education exclusion Halba and Alli (2001) identified that  students with a more difficult social background have not yet become concerned with volunteering and may not be the main target of the national policies. They recognised that it is possible that discrimination exists ,including self –discrimination, in a voluntary involvement. Davis Smith et al (2004) appears to support this suggesting that volunteering may be seen as too exclusive and there are  psychological barriers to be overcome in order to benefit all pupils.
When discussing volunteering in a US school Scales et al (2006) reported less of an achievement gap between students of higher and lower incomes when they take part in voluntary service, although they do acknowledge that students who are motivated to participate in voluntary activity might also be more motivated to achieve academically.
The idea that volunteering can lead to social cohesion appears to be contradicted by Cipolle (2004) who suggested that volunteer activity can lead to the perpetuation of stereotypes, exploitation, and the furthering of empowerment to privileged groups who may perceive those they serve as less than themselves because perceptions benefits are one-sided.
There is a possible link between participation in volunteering and reduction in early school leavers (ESL), those leaving without any GCSE equivalent qualifications. A 2011 report by the European Commission discussed by Halba (2014) considered that volunteering may also be considered as an alternative pedagogical strategy amongst pupils who face difficulties at school or who have already dropped out. Halba (2012) appears to support this, suggesting that Volunteering might be a successful strategy to re-engage pupils with other forms of learning and changing.
Halba (2011) reports of experimentation conducted in Essonne under the Early School Leavers (ESL) programme were positive reporting that the ‘at risk of ESL’ pupils involved were reliable and engaged in the volunteering. This appears to support a much earlier assertion by Davies Smith et al (2004) that various aspects of social exclusion are addressed through volunteering.
Halba (2012) identified that Portugal has a low level of volunteering and a high level of ESL (20.8%), in comparison to Slovenia which has a medium- high tradition of volunteering and low proportion of ESL (4.4%). However, it appears that more studies may be required before any definite conclusions can be drawn as United Kingdom has a high tradition of volunteering and an average proportion of early school leavers at 13.5%. It would appear that there are possibly many more variables to take into account before any conclusions can be drawn.  
The European Commission (2011) cited in Halba (2014) identified that early school leavers are likely to come from socially disadvantaged backgrounds and minority groups. Furthermore this appears to be supported by a 2012 polling report that pupils from disadvantaged backgrounds were less likely to take up activities than their better off peers (Sutton Trust, 2012) 
Volunteering as mandatory
It is interesting to consider the perception of volunteering when it is a mandatory part of the curriculum. Sparks (2013) suggested that when volunteering was required as part of the curriculum pupils perceived it as homework instead of as an opportunity to make differences in their communities, this appears to be supported by Kackar-Cam & Schmidt (2014), who considered there to be a decrease in feelings of autonomy when volunteering was perceived as required rather than voluntary. 
Long term benefits
The long term benefits of volunteering are under debate. In 2012 three-quarters of young people believed that better life skills would help them get a job in the future  and 88% said that obtaining these skills were as or more important than getting good grades. (Ipsos MORI 2012). Frederick (2007) appears to agree, suggesting that being a volunteer helps pupils get into universities or jobs with training of their choice. In addition Davies Smith et al (2004) suggested that thanks to volunteering, people acquire a range of hard (vocational) and soft (interpersonal) skills and consequently they enhance their opportunities to find a job. Appearing to contradict this is research by Cullaine and Montacuten (2017) finding that 68% of employers said that those who had left school after A-Levels or Further Education did not have the required skills for the workplace.
[bookmark: _c6q24xhggkqm][bookmark: _sernrrshvt6z]Preparation for the next step is a key feature of the WBQ. the concern for pupils to be more job ready, as identified by Cullaine and Montacute (2017) is echoed by OFSTED (2016) when considering another element of WBQ, Enterprise and employability.
Enterprise and Employability
Published in November 2016, Getting Ready for Work by OFSTED considered how well prepared pupils are for work and suggested that the lack of  work related learning has become a major barrier to young people gaining employment.
In the same report Wishall (2016) suggested that the importance of preparing young people for work in a post brexit world has never been more important for the UK.  'the question of how successfully our school system is preparing young people for the world of work has never been more important’ (Wishall, 2016). Wishall is by no means the only person to show concern, there  has been much debate in this area by writers such as Hytti (2002, 2004, 2010), Jones and Iredale (2010) and Matlay (2006, 2007) among others.
Origins of enterprise education
Matlay (2010) suggested that Enterprise Education (EE) has gained both academic and political credibility recently. However, Jones and Iredale (2010) dispute that it is recent referring back to a 1976 speech by James Callaghan which prompted greater government involvement and suggested young people leaving school at the time did not fit the requirements of industry. Bridge (2015) agreed this was a significant event, although he referred to Hanon’s (2004) suggestion that consideration of  EE may have started as long ago as 1947 or even 1938.
Davies (2002) in the review of EE for young people recognised the need for entrepreneurial attitudes to be developed, this was supported later by the 14-19 Curriculum and Qualifications Reform (2004) which built on this by suggesting a development of employability skills throughout the curriculum.

Social divisions

[bookmark: _ts0eji9uhfaa][bookmark: _uop467mcaa6c]Jones and Ireale (2010) are cautious when identifying benefits and consider there is a very real danger that EE could be perceived as a universal solution to economic and societal structural inequalities.  This supports an earlier assertion by Carlgren & Marton (2002) who identified that pupils find themselves in increasingly varied situations that require varied solutions. Ofsted’s (2016) stated that EE is one of the ways to bridge the country's skills gap and narrow the social divide, however, this is sharp contrast to Earkkila’s (2000) assertion that with its background as an early industrial country, the United Kingdom has been leading in developing entrepreneurial education.
Davies (2002) Tomlinson (2004) Clarke (2003) and Wishall (2016) all suggested that EE in school is essential to improve the prospects of young people and consequently the economy.  However, Scott and Twomey (1998) and Matthews and Moser (1996) have all suggested that there may be empirical evidence suggesting the real influence is parental.

Transferable skills

When considering the benefits of EE for pupils, Fayolle & Gailly et al. (2006) consider that it may include transferable skills such as
emotional and personal development. This is supported by Jones et al (2014) who appears to suggest that the benefits are shown in improved problem solving, communication and the development of reflection habits. In addition, Bridge (2015)  considered the possibility that EE may be more about being proactive in enterprise and other areas.

Effective delivery
Interestingly, not all reaction to EE is positive. Berkery (2011) considered that while acknowledging that the concept of EE is good it lacks the direction and initiative to be successfully implemented without a more structured input This supports an earlier
observation by Mahlberg (1996) that the EE requires skills and resources beyond what is provided in a school context. Controversially, Draycott et al (2011) and Kwong et al (2016) go as far as to say engaging in an enterprise event for most school leavers is impractical and therefore education should go no further than developing an interest and awareness.  

The lack of priority and teaching quality has been identified as an issue with EE. Berkery (2011) found that some teachers consider that EE is not a high priority for schools, and can face resistance from other curriculum areas. This appears to be supported by a later study by Ofsted (2017) who reported that only 10% of English secondary schools visited had developed effective delivery of EE. 
[bookmark: _44kd4l41bqze]There are mixed opinions on the appropriate delivery of EE. In contrast to the ‘one off’ controlled assessment that is included in the WBQ, OFSTED found that a common thread among those schools who deliver successfully was the ability to evaluate and monitor pupils' achievement, assessing and reflecting on their progress in developing employability skills over time. This appears to support Leinhardt et al. (2002) who considered that repetitive and continuous engagement is an important factor in generating sustained interest. Landsell (2009) does not appear to support this suggesting that there is no one "right way" to teach EE, he considered the response to business education could be entirely personal, although he did concede that most pupils gain in confidence.

Teaching of enterprise
One element that does appear frequently in literature is the teaching of enterprise, Hytti and O’Gorman (2004) identified that what prevents the development of EE is appropriately trained facilitators, Edwards and Muir (2012) appear to support this and also suggest that the implications of poor delivery may not have yet been accepted or established. Berkey (2011) considered that however, the good intentions of the government and schools alike have been diminished by the challenges presented in the delivery of the topic. Matlay (2011) identified the change in government in 2010 and the end of direct funding for enterprise education in schools as one of the significant challenges and the literature point  to the lack of experienced facilitators and lack of curriculum time as two of the  main challenges.  
[bookmark: _q5sxmq8c42nl]Leffler and Svedberg (2005) and Ofsted (2017) all agree that up-skilling of teachers is a vital component of the success of enterprise education, the European Commission recognised this in 2004 and proposed that every school should have at least two teachers who are trained in entrepreneurship. Despite this Lundstrom (2005) found there to be an extensive lack of teaching materials and teachers’ knowledge about enterprise.

Evaluation of Enterprise Education

It is difficult to make an informed assessment on the effectiveness of enterprise education without relevant evaluation. Draycott and Rae (2011) when discussing the assessment of enterprise activity identified that although there have been a few academic papers which referred to the assessment of EE in schools the subject has not been widely explored by the academic community. It is interesting to note that despite EE being offered by many business partnerships none of these programmes have provided any comprehensive data on their long-term impacts on participants.
Harte and Stewart (2012) pointed out current approaches to evaluating such curricula are commonly based on questionnaires distributed en masse to students and are relatively generic. This lack of progress is despite findings in the Davies review (2001) purporting that there was a dearth of hard-edged evaluation of the outcomes of EE.
Summary
In summary Draycott et al (2015) suggested that EE remains a developing field and in order to continue to obtain funding there needs to be some demonstration of  what has been achieved and what works. However, a problem previously identified by Dahlbeck (2014) is that goals associated with enterprise are long-term goals that cannot be evaluated, nor strived for, in a short time frame.
It appears that although the benefits to individuals have been presented and there are some small scale studies available, such as those by Kolvereid and Moen (1997) who found that those who study enterprise are more likely to become entrepreneurs or start their own businesses, studies are small scale and results limited.
[bookmark: _kstxurkhzptr]In conclusion, although there are benefits evaluation over a long time frame is unrealistic in the context of the WBQ due to the short term nature of the enterprise challenges. An enterprise course that lasts only 30 hours is a short term engagement for any pupil. 
Global Citizenship Education
The third element of the WBQ is Global Citizenship Education (GCE), a subject that Osborne (2011) observed is very much on the world’s educational agenda. Although this was noted by Golmohammod (2001) who commented that the interest in citizenship education was gathering momentum worldwide. Launching the Education First Initiative in September 2012, the UN Secretary General Ban Ki-moon highlighted the connection between education and development, he observed the complexity of the development goals and acknowledged how indispensible education is.  
The idea that human beings are “citizens of the world” has been discussed in some literature. Steiner (1996) Clough and Holden (1996) Dower and Williams (2002) Heater (2004) all identified that the idea of GC could have resulted from the idea of allegiances to community, culture, nation and an appreciation of how these things fit together globally. Heater (2004) expands on this describing GC as membership of an interconnected world, suggesting that GC helps to develop global identities. However, it appears that values of a country need to agreed and acted upon before they can be connected as Eastman (2007) pointed out values are a collective ethos of a country or people and should be exported by example.

[bookmark: _nit8ci6xdal0]Purpose of GCE
There are possibly common ideas about the purpose of GCE. Banks (2001) considered that one goal may be to help students develop allegiance. In common with the aims of enterprise and community education, GCE could be considered
important for  preparing pupils for life after school, as being part of the world. Di Ciccio (2016) suggested that one purpose of teaching and learning about the world is to help the individual become more competent and successful in the global marketplace. In addition Di Ciccio recognised one aim is to help the pupil benefit humanity. Banks (2004) agrees with the aim to improve competence suggesting one of the aims of GCE is the development of knowledge, attitudes and skills needed to act to make the nation and the world more democratic”

It is interesting to note that according to Rapoport (2010), although the term ‘global citizenship education’ is used more and more frequently at academic conferences, and in various educational discourses, there is no consensus as to its meaning. The term encompasses many different areas according to different academics, this may be why GCE has different objectives and content in different schools. According to Oxfam (2017) Education for global citizenship supports young people to explore and question the world around them, although Griggs and Christie (2006) did acknowledge that previously the emphasis of GCE has been on environmental education rather than global development. Interestingly, they also found that teachers were not quite sure what GCE encompassed when asked to deliver it. 

Delivery of GCE

Effective delivery of GCE depends on teachers’ ability and willingness to deliver the content, even if there is a defined policy. Sarabhai (2013) considers that GCE is seen as something to be delivered as an integral part of existing subjects.
Reilly and Niens (2014) asserted teachers' perceptions and stances profoundly impact GCE's outcomes, especially if there is a lack of clarity in the educational policy. This was earlier identified by Rapoport (2010) who recognised the importance of teacher intervention and found in his study of teachers in Indiana that some teachers reported a lack of understanding of the concept of global citizenship and as a result were reluctant to teach it.
Lai et al (2014) identified that a possible reason for this reluctance was the influence of their own experiences or lack of.
Sarabhai (2013) pointed out that Global Citizenship has traditionally been delivered in schools through Geography or natural sciences , however, Barrow (2017) suggests that GCE has progressed and  it is not just the responsibility of social studies teachers to deliver an understanding of the world’s interconnectedness , this should be supported by teachers of all subjects. Unesco (2013) suggested that GCE be integrated all teaching staff trained to deliver it. Chong (2015) considers that the best delivery is by a teacher who is interested in and concerned about events and movements, what he refers to as a ‘global teacher’ The concept of a global teacher is what Steiner (1996) earlier defined as one who actively seeks to keep informed and supports others who work against injustice and inequalities relating to race, gender, class, physical or mental abilities. To improve teacher delivery it appears to be important to follow Hooghoff’s (2008) recommendations, that different ways of learning with more action orientated activities are included.  Banks (2001) made an interesting point about teachers, most being middle class, even those who come from lower socio economic backgrounds take on middle class perspectives and values. Erickson  (2001) considered that this made teachers less able to connect with pupils of lower socio economic backgrounds. 
A common thread appears to run through the debate on all three challenge subjects, business, volunteering and GCE, that is the suggested disparity depending on the socio economics of schools and individual pupils. 

Socio economics

Gardner-McTaggart (2016) suggested that there is a risk that GCE would mostly benefit members of elite groups, deepening social inequality.  This agrees with comments made by Cohen, 2016; Ichilov, 2002 who suggested that in many countries schools are perpetuating a civic education gap, the point is illustrated by considering whether  students of higher socio-economic status are taught and
encouraged to become active and involved citizens, while students of lower socio economic status are only provided with a vague understanding of their civil rights.
What is even more alarming is the fact that, as identified by Carnoy et al (2003) when GCE is seen as secondary to the mainstream curriculum, it becomes a luxury, the privilege of those “better-positioned” schools. Cogan and Kubow (1997) discuss the need to expand and enrich students’ perspectives, so that their views of the world are not limited by a narrow or distorted point of view. This supports what is mentioned by Evans and Reynolds (2003) that if we neglect to nurture a global perspective students are likely to continue viewing the world narrowly based on their location and culture. However it

[bookmark: _uqg1in38h60h]appears possible that pupils are preventing their own social movement by failing to take up the opportunities offered.
Goren and Yemini (2017) identified students who have had opportunities to travel and experience different cultures to be more open to and prepared for GCE
Controversially Nickle (2006), who appears to suggest that there should be some pre idea or knowledge before GCE can be successful, she considers that GCE requires an understanding of citizenship and human rights. This would appear to exclude pupils with less world knowledge from the outset, perpetuating the socio economic divide.

In contrast to this, however, Goren and Yemini (2017) found that GCE might be redundant for high SES students due to their exposure to more world experiences, some even being so privileged that often they were uninterested in anything occurring outside of their immediate environment and struggled to comprehend poverty, hunger either globally or nationally.  They appear to suggest that GCE would be most valuable to underexposed students, who have not travelled with parents and being exposed to world affairs.  Goren and Yemini (2017) even suggest that GCE for pupils from more challenging backgrounds could reduce the socio economic divide.
[bookmark: _7s8kzoqnigh6]
Goren and Yemini (2017) consider that pupils interest of global citizenship could based on their perception of their imagined futures, if they are viewing from their narrow culture and already have a preconceived idea of their adult lives GCE is less meaningful to them.  
When looking at the widening socio and economic landscapes tt appears that Canadian curriculum sees the delivery of GCE as inexplicably linked to socio economics and world events, Richardson (2009) has considered the increasing priority of global citizenship in Canada, identifying that it has changed with time, mirroring political and world events such as the G8 summit and relationship with the US. This appears to support an assertion by Banks (2001) that GCE needs to be developed to mirror the level of diversity as a result of widespread immigration.

Benefits of GCE

The benefits of GCE appear to be numerous. Chong (2015) observed that pupils could gain  

intercultural understanding and, following curriculum guidelines, could develop respect and empathy for others, concern and commitment for environmental sustainability and global appreciation. Barrow (2017) supports this asserting that without multiple perspectives a cycle of fear and hatred based on ignorance and misunderstanding may be perpetuated.   Banks, writing in 2001, considered that GCE allows young people to prepare for their part in a continuously changing world and to be part of solving international issues. This is further developed  by the Unesco outcome document (2013) and described as transformative and providing the learner with opportunities and competencies to promote a better world and future. 
[bookmark: _mk070n7aia5t]The benefits of GCE do not appear to just be globally, there is also a suggestion of improved national awareness. Torney-Purta et al, in a 2008 study found that students with more knowledge of human rights and more frequent engagement with international topics had more positive attitudes toward immigrants’ rights. As Catalano (2013) identified, learners increasingly value and respect diversity. An all-round benefit for pupils is what Catalano (2013) describes as empathy and caring for others, according to Navehebrahim and Masoudi (2011) students need to receive education in ethics, social behaviour, ultimately , as stated by Zahabioun (2013),  regardless of where in the world the common goal of education is to educate a good citizen. 

Barriers to GCE

As with enterprise education, there are barriers to the success of GCE. What would appear to an insurmountable barrier to successful delivery and understanding of global citizenship is the lack of diversity and willingness of either pupil or parent to embrace a genre rich environment allowing them to be world citizens. Spinner-Halev (2000) identified that some parents aim to prevent their children encountering other cultures. De Ruyter (2001) and Spiecker (2008) appears to support this by suggesting that some parents actively try to present what is taught about globalisation as unworthy or untrue.  An additional barrier is possibly the confusing interpretation of the concept of globalization. Peters (2010) noted that the terms ‘globalization’ and ‘citizenship’ tend to appear as contradictory, this could make the acceptance of global citizenship complicated. Beck (2002) explored this confusion earlier, commenting that Globalization and technological advances of the 21st century have caused a blurring of national lines, consequently affecting civic identity.

In addition to the possible contradiction with nationalism a consistent issue is the  restriction of tests and assessments, Noddings (2005) identified that supporting a curriculum of global citizenship in a political environment that is increasingly nationalistic is complicated.

Summary
There are numerous, valid reasons for the inclusion of GCE on the curriculum and the benefits appear to be insurmountable, however, as with Enterprise and Community education there are significant barriers to successful delivery and outcomes.
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Methodology


Research aims
The aim of this research is to improve practice in the Welsh Baccalaureate Qualification (WBQ) and there are three elements to this research.  
Aim one: To establish pupil perception of the WBQ.
Aim two: Identify which areas of the WBQ curriculum are most successful in terms of academic attainment. 
Aim three: Identify ways to improve delivery in ‘School X’

Design
When considering the research methods I considered the three main questions, what is the current perception of WBQ, which area achieves the highest scores and how can I improve delivery of the qualification.
The paradigm used for this research was pragmatism. According to Cresswell (2009) the epistomology for pragmatist research claims that change is the underlying aim of this paradigm.  Pragmatist research is when researchers are free to choose their research methods, Patton (1990) and Rossman & Wilson (1985) all identified that pragmatism allows the researcher to look for solutions to problems using all approaches available. This was appropriate for me as I wanted to use mixed methods of research, both qualitative research and quantitative. 
Thomas (2009) points out that action research is undertaken by practitioners in order to develop the practice and the research is undertaken at the same time as performing the practice. This was the case in my research as the teaching of WBQ was ongoing while the research was being undertaken. 
I chose action research due to the wide scope of where and how it could be used, as Bassey (1999) pointed out, it can be used in almost any setting where a problem involving people, tasks and people cries out for a solution. 
A number of writers have discussed the benefit of action research such as Hopkins (1985) who described it as a personal attempt to understand, inform and reform practice. Additionally Kemmis and Mctaggart (2000) describe it as an approach to improving education through changing it. 
One aspect of this research design was my position as teacher and therefore a participant in the research.
Kemmis (1997) asserted that there are several schools of action research but what unites them all is the desire for improvement. Cohen et al (2011) suggest that action research is a powerful type of participatory research. A benefit of participatory research is identified by Barker and Weller (2003) who identified that participatory methods can help enable adults to share power with children. Cohen and Mannion (2011) appear to support this suggesting that participatory research allows power to be equalized. 
In this case the young people involved were not actively involved in designing the research so it was not how Cohen et al (2011) described participatory research as research with equal control between participants and researcher. I adapted an action research model to a practitioner focused one, I was still what Pinto (2000) described as a facilitator and in common with participatory research I adopted mixed methods, however the research still took a ‘top down’ approach controlled by the researcher. 

Participants
I selected two groups of participants for this research, one group was to enable analysis of numerical data and the other was in order to analyse perceptions. Taking recommendations from Cohen et al (2011) I chose the samples early on. I also chose early as there is limited availability of pupils that could be eligible to take part. I chose the samples to be a representative sample for probability sampling which was required to answer the research question. Probability sampling is described by Cohen et al (2011) as useful if the researcher seeks to represent the wider population. Although I could not claim to represent the whole population the research might yield information that other schools could relate to. 
One of my data collection methods was a focus group, Gibbs (2012) when discussing focus groups, suggested that there is some difficult in obtaining people for a sample and you cannot predict whether they will have the information your require. I tried to eliminate some of this uncertainty by choosing a sample that had prior knowledge and information about the research topic. I had already established that I was undertaking participatory research and I was as an experienced insider. Alderson and Morrow (2011) suggested that an advantage of being an experienced insider when researching is that that the young people already feel they own the project and are willing to support the process and findings. This support from the pupils was apparent and there were no problems with the sample, no reluctance to take part or requests to withdrawal. 
The class chosen were a class I had regular access to and I knew they were very forthcoming in group environments and enjoyed this type of activity. The pupils were available and I had prior knowledge of them, however, I acknowledge that, small samples can reduce the amount of information gathered. 
This sample represents the pupils in that school, however, although there may be some similarities with other pupils in Wales the findings are not representative of a wider sample, however they may be relatable and therefore of interest to other schools.  I cannot claim to represent the population as there are many variables such as location, funding, school, teaching methods and socio economics. Cohen et al (2011) identified that variables can exert a disproportionate effect on a study, suggesting if the same research was undertaken with different people the results may be different Onwuegbuzie and Leech (2007) argue that inference to a whole population can feature in qualitative research, however, they suggest that this typically requires a larger sample than I selected. 
The sample selected is the full cohort of A2 students in School X, this amounts to 40 pupils aged between 17-18. The sample all achieved 5 + GCSE A-C and,  alongside WBQ,  are studying a minimum of 2 A levels. They are all classed on school records as ‘more able’ 
A sample of 40 pupils was selected to take part in focus groups and questionnaires. Cohen et al (2011) refers to a sample size of 30 being considered by many as the minimum for researchers to undertake statistical analysis, although they advise more, one reason being that the initial sample should be able to be reduced into subgroups. However, Cohen et al (2011) also suggest that the sample should be more about fitness for purpose than size. Onwuegbuzie and Leech (2007) suggest that a sample should not be too small to prevent the outcome being achieved and they suggest no fewer than 3 cases per sub group. Although 30 was too large for one focus group the sample was split for ease for data collection.
 In this research the pupils available were not enough to reduce and eradicate a random sample. I wanted to avoid selection bias by choosing specific pupils, although I did deliberately target year 13 pupils as they have the relevant experience to discuss. One of the factors that influenced the selected sample was their perceptions and experiences of the previous incarnation of WBQ. This was by necessity due to their experience rather than by selection bias. It was in this respect a purposeful sample. 
I used a wider sample when looking at attainment, which is not uncommon in mixed methods research. This sample consisted of 78 pupils. This gave me a wider data set than what was used for the focus groups and questionnaires.  Due to the limited access to suitable pupils it was not possible to increase the sample size, therefore it was still a relatively small sample.  
The samples are homogenous, all are from the same town studying A2 qualifications and all have studied WBQ at KS4 and KS5 although there are some socio economic variables. Punch (2009) suggested the benefit of homogenous groups was the ease of facilitating focus groups. I did have some concerns about the sample size as Cohen et al (2011) advised, that where there is heterogenity in the population a larger sample must be selected. 
In contrast to this Punch (2009) suggested that there is s swing away from large samples in research, he acknowledges that often the researcher must take what is available and convenience samples are on the rise because of this. As Miles and Huberman claimed ‘You cannot study everyone, everywhere doing everything’ Miles and Huberman (1994:27)
This is a non-probability sample as it seeks to represent a specific group of A level students, however the findings will be used to discuss the wider issue, and may be similar to what could be discovered in other centres, studying the same course. Although, Cohen et al (2011) identify that unless a researcher identifies a total population in advance it is virtually impossible to assess how representative the sample is they have drawn.

Ethics
The participants of the study were between the ages of 16 and 18, young adults in many ways but still legally children. I was very aware that there are differences in researching with children than with adults and was thorough in planning and seeking the consent procedures.   
The child adult relationship in research is an on-going discussion, Morrow (2005) suggested that children may be disadvantaged by their widespread subordination to adults in social, cultural and legal structures, agreeing with an earlier identification by Masson (2004) that researchers must recognise the unequal social status of adults and children. Mandell (1988) suggested it is desirable to take the least adult role while still acknowledging child adult differences, however, James et al (1998) dispute this as not desirable or even possible. I established ongoing discussions with the participants, as suggested by Alderson and Morrow (2011) in order to avoid any coercive relations and to assure participants that the research did not relate to their grades, any of their summative coursework or my perception of them as individuals. 
Following BERA Ethical Guidelines for Educational research 2011 I sought relevant permission prior to undertaking the research. Obtaining consent was the first step, I did not take co-operation for granted even though I had an excellent relationship with these pupil. Gatekeeper permission was granted by the Senior Leadership Team (SLT) of the school and from the pupils themselves. 
When planning the project I had to weigh up the harm that could occur and look at the potential benefits of the research. Alderson and Morrow (2011) discussed the issue of harm and suggested that the researcher needs to weigh up whether the research is worthwhile by weighing up the possible benefits to each person against the possible harm. I did not consider there to be any risk of physical harm. Interestingly Alderson and Morrow (2011) pointed out that many social researchers see their work to be largely benign or harmless but it can cause them great distress and embarrassment during research. I took this into account and considered the possible harm that Alderson and Morrow (2011) had identified such as distress, anxiety and loss of self-esteem. Gallagher (2009) identified that children could confuse research and practice and think things may change as a result of their responses, I made sure I explained to the participants that although their input would help to identify areas for change there would be no guarantee that their suggestions could change policy. Alderson and Morrow (2011) identified the possibility of over research with too many repeated studies in the same area. This was not a concern as published research on WBQ is extremely limited and none of the participants had taken part in any WBQ research previously. 
The long standing relationship with the participants was a great benefit in the research, Alderson and Morrow (2011) identified that a friendly relationship between researcher and child participant can be beneficial to research, although this is less beneficial if the researcher ceases contact and leaves after collecting data. The participants knew I would not be leaving so the benefits outweighed the possible detriment.
Pupils were given full information about the study in order for them to decide whether to opt in or out, this was in written form and explained that the research was forming part of a dissertation to be assessed by external examiners. They were informed of how their data will be used and who will have access. They were also informed of the aims of the project and how it may be taken forwards. (appendix 1 & 2) I believed it was essential for participants to have full written information about the study, as Gallagher (2009) pointed out, people can only consent to take part in a study if they have full information and understanding of the nature and purpose of the research. Participants were also informed of the aims of the project and how it may be taken forwards. In wished to gain informed consent from the participants, what Christians (2013) explains as when participants are fully informed as to the nature and consequence of the experiment they are involved in. These steps were in line with what Descombe (1998) considers to be essential for informed consent, making it clear that participation is voluntary, providing adequate information about the study and making it clear what kind of commitment is required of participants. 
 As the pupils were over the age of 16 it was not considered necessary to seek parental permission, although the information sheet was issued to parents. According to to University College London public research centre (2018) young people aged 16-18 with sufficient understanding are able to give their full consent to participate in research independently of their parents and guardians. I discussed this in depth with the SLT who agreed that the participants had sufficient understanding to consent. Much of the research was in line with my role as a teacher of WBQ, pupil voice is frequently undertaken in school and takes the form of pupil forums and questionnaire, the difference with this research was that it would form a dissertation to be assessed by external individuals.  
When considering consent Cohen et al (2011) point out that it is the responsibility of researcher to ensure they do not engage individuals incapable of making decisions on consent either because of maturity or psychological impairment. This was assessed thoroughly, as I knew the pupils extremely well I was able to make sound judgements as to their maturity and there were no recorded psychological impairments or additional learning needs that would prevent full understanding of the implications of research. 
Pupils gave informed consent and signed contracts for participation were used as suggested by Cohen et al (2011). (appendix 1 & 2)There are arguments in favour of informed consent. Crow et al, (2006) suggested it yields better data because of the trust relationship that results from pupils being given full information. Crow also identified, however, that there is a risk of poor participation rates as pupils are reluctant to sign permission forms. By putting confidentiality agreements in place I hoped to avoid any vague assurances and instil trust. I considered the observation by Kimmel (1988) that some will refuse to take part if the confidentiality agreement appears weak. Informed consent was achievable in this research because the research was not covert observation. The age of the participants aided the understanding of research.as the sample of pupils are relatively mature., however, I ensured I was aware of the child protection reporting procedures should I have any concerns about any of the responses to my interviews or questionnaires.  
Questionnaires were submitted anonymously and neither school nor participants were named in the report, although some factors may be identifiable. I could not ensure anonymity in the focus groups as there were approximately 10 people taking part in each one. Pupils were assured they were able to withdraw from the study at any time. Their data from interview could be withdrawn, however as the questionnaires were submitted anonymously I could not withdraw them as they were unidentifiable. I could not assure anonymity if there was a facility to identify a questionnaire for the purposes of withdrawal.  In retrospect I would have explained the withdrawal process to include the anonymous questionnaire and it is a flaw in the research that I did not explain in more depth the implications of the anonymous questionnaire. 
As per the core CDPR principles participants had the opportunity to read the finished report, on request, but did not have access to any raw data that had been collected. Interestingly when discussing data prior to the introduction of the GDPR.  Oliver (2003) argued that only the raw data still belongs to the participants, once it has been analysed and interpreted they become the property of the researcher. In the final report all reference to data was anonymous, only referring to dates of attainment. When discussing comments made in focus groups participants were not named nut referred to by number or ‘a participant’ All of the attainment data was in the public domain as being part of the school results and available to anyone with a freedom of information request.  
As per GDPR guidance all research information was stored securely, both hard copy and viral. The memory stick was password protected and kept with hard data in a locked storage area only I had access to. 
In line with the core principles of the GDPR I did not collect any more data than was necessary and will not retain it for any longer than is necessary for assessment by the University.  

Data gathering and materials used
Methodological triangulation was used to enable me to gather qualitative and quantitative data, although Thomas (2009) suggested that there were differing opinions on the need for triangulation, that interpretive research has a value itself and does not need verification. Thomas (2009) however, considered the argument for corroboration, use of more than one method, is a more convincing argument. I chose triangulation as I believed that different methods would produce richer data, I was aware that I could use the quantitative analysis from the attainment data to inform the data collected for qualitative analysis in the questionnaires and focus groups, determining some of the questions used in the focus groups. I also considered that I would be more confident with the results if they were cross verified. The triangulation consisted of focus groups, questionnaires and attainment data. 
These methods allowed me to collect data for both quantitative and qualitative analysis, although acknowledging their differences, Thomas (2009) also pointed out that these two methods complement each other.

 Attainment data. 
The majority of quantitative analysis came from attainment data, this data was used to identify if there were areas of the WBQ that yielded higher marks in summative assessment. 
For this analysis a larger sample was used, made up of two school year groups. Teddlie and Tashakkori (2009:192-3) observe that it is common in mixed methods to use one or more sample sets. They suggest to be effective it should generate qualitative and quantitative data in order to answer the research questions. As well as enabling generalisability of the results. Mixed methods is something Cresswell (2009) identified as being associated with pragmatist research. 
The sample was a parallel mixed method sample where probability and non probability samples were selected, the data from one sample did not affect the data from another sample being collected. They are not stratified. The data used for quantitative analysis differed from the qualitative as it was independent of me as the researcher, as Denscombe (2010) pointed out, the data is not under any undue pressure from the researcher, it is associated with teacher detachment, although is usually used in larger scale research studies than this one. 

Questionnaires
Before I issued questionnaires to participants I undertook a small pilot study to test my methods (appendix 7) Two teaching professionals completed the questionnaires, this was to identify how the questions were interpreted and whether they would yield the range of responses I was hoping for. The pilot questionnaire consisted of open and closed questions, allowing for quantitative and qualitative analysis, closed questions were in a five point likert scale format. Tymms (2012), suggested that the purpose of a likert question is to gauge people’s responses and by the use of ambivalent responses you can tell whether the respondent is sitting on the fence.  I learnt that there was not enough extended responses to the questions, despite believing that I had given the opportunity. In the pilot study I chose to ask some similar questions to ensure respondents were reading the questions properly instead of just ticking the same box each time. However, Tymms (2012) does advise caution in this method suggesting it can confuse people and result in less valid data. He recommends carefully selecting wording to make the interpretation straightforward.  
As a result of the feedback I made considerable changes to the questionnaire before it was issued to participants. I structured the questions so the closed questions were at the beginning and, once warmed up, the pupils were given opportunities of extended answers nearer the end. I removed most of the likert questions as they had allowed for ambivalent responses, changing to multiple choice and rating scales, although Cohen et al (2011) did identify that there is a tendency for participants to select the mid point in a 5 or 7 point scale, bearing this in mind I chose 1-10 as the scaling choices. The similar questions were confusing for those who took part in the pilot so I removed these before issuing to pupils. I also tried to group the questions along a similar theme, I asked whether pupils thought WBQ was relevant to their lives and followed this by questioning whether it formed part of the university offer. I hoped this would help participants to think about relevance in terms of future pathways as well as course content. I believed this would also encourage participants to think about the long term affects and encourage more elaborate responses to open questions such as ‘ what skills have you gained?’ and ‘ How does it compare to other A levels?’
I considered that questionnaires were an efficient way of gathering information, although Oliver (2003), suggested that questionnaires can be seen as a form of test. This suggests that answers may be contrived or pupils may respond in a way they think makes them more favourable and I was aware of this when analysing the responses. This was a limitation I could do little to change.  
I administered questionnaires to participants at the same time to try to reduce variables of time and place, however I could not control any external influences. Interestingly Thomas (2009) considers reliability to be irrelevant in some research because the individual’s interpretation of qualitative data will never be reliable.
Questionnaires were completed in participant’s free time and I ensured that I only asked questions that were useful to me to avoid wasting people’s time. I was aware of the many variables involved with issuing questionnaires such as the threat of sensitivity and its coverage of issues. The questions were designed to obtain the information required to answer the research question and consequently it may not have given enough opportunity for the pupils to express what they wanted to say possibly frustrating them. Despite these factors I believed the use of questionnaires was an effective part of the triangulation. Research undertaken by Borland et al (2001) found that surveys were a popular choice among children because many people could take part and they allowed shy people to voice their opinions. Negative points raised in Borland’s research were that some children considered surveys boring and hard to understand and participants may give dishonest or trivial answers. (appendix 8)

Focus groups
The third method of data collection was a series of focus groups (appendix 11). I decided on focus groups to allow pupils to have an interactive discussion on the subject. The focus groups were held after the questionnaires were completed, giving the option of developing information already gathered. There is much literature on the value of focus groups from Morgan (1988), Tisdall et al (2009) and Smithson (2000) among others. 
Morgan (1988) suggested focus group to be an interactive discussion on a topic supplied by the researcher rather than a straightforward question and answer interview and that they yield a collective rather than individual view. Tisdall et al (2009) suggested that it may be useful to think about the particular children you are engaging with and the communication forms they like to use. In this instance I knew the children well and they were very comfortable with focus groups, they regularly engaged in group discussions and were forthcoming in this situations. Cohen and Manion (2011) later pointed out that the participants’ agenda can emerge in these circumstances rather than the researcher.  Additionally, Smithson (2000) had earlier identified that the risk of focus groups was that there can be one dominant voice and powerful groups can suppress an individual with differing opinions., this was also identified by Halcomb et al (2007) who commented that there was a risk of conflict in a usually harmonious group as some voices are always louder and more anxious to be heard. 
Hyden and Bulow (2003) considered focus groups to be a collection of disparate people brought together in an unnatural setting to discuss a given theme, this did not strictly apply to my research as the members of the focus groups were well known to each other. This is something Cohen and Manion (2011) identified as a possible drawback, suggesting that focus groups operate more effectively if they are composed of relative strangers.  This appears to contradict an earlier suggestion by Punch (2009) that the benefit of homogenous groups was the ease of facilitating group interviewing. 
Focus groups can be held when time is limited, as in this case, and as identified by Morgan (1998) Bailey (1994) and Robson (2002) are useful for gathering data on attitudes, values and opinions quickly and at low cost. 
Research undertaken by Borland et al (2001) found that small group discussions were a fairly popular for children, the advantages being that groups could make participants less shy and generate more ideas. This is supported by Gibbs (2012) who suggested that groups may empower participants who are otherwise reluctant to give their opinion to speak  and the group setting may also encourage talk of sensitive issues that otherwise may not have been raised. 
Gibbs (2012) also identified the importance of the context of the group, contribution being potentially swayed by location, gender, age, culture and status among other variables. Focus groups are particularly suited to qualitative analysis and can work well as a part of a mixed methods research., The group sizes were slightly larger than the 4 to 12 size recommended by Gibbs 2012, however this was for logistical reasons and there have been many studies undertaken with groups outside these parameters, as recognised by Hopkins (2007), Vaughan et al (1996) and Cousin (2009). (appendix 6)

Procedure.
A research schedule was created prior to any activity and the research was undertaken over a period of six weeks 
Initially attainment data from two assessment period was obtained from ‘School X’ and this was recorded in tables and graphs to show which aspects of the qualification yielded the highest attainment. None of the data was attributed to individuals and I had written permission from the pupils and the SLT to use this data.  
Participants were asked to complete a questionnaire and were given time in school to do so. They were submitted anonymously in a ‘ballot box’ and the closed responses were collated and presented in graphs and charts. 
Due to time and attendance constraints I had to reduce the number of focus groups (appendix 6) These were undertaken in non- lesson time in groups of 10, they took place on school premises for health and safety reasons. Each participant was given a number in the written record of focus groups. Responses were recorded by the researcher and comments attributed to participants by number. Halcomb et al (2007), recognised that the complex verbal and non verbal responses can be very difficult to analyse. This was an issue and I cannot claim that recording was 100% accurate as it did not include silent inferences. 
Attendance can be poor at Key Stage 5 and it was challenging to find a day when all of the sample were attending in order to undertake the focus groups. Of the 40 cohort 21 completed questionnaires and 30 attended focus groups. Despite these challenges data was collected effectively. The sample size was small, an aspect that was acknowledged in the planning stage. 
The use of triangulation was successful and provided perspectives on the subject, it was particularly useful to undertake the questionnaire prior to the focus groups in order to follow up on key themes identified in the questionnaire responses. 

Research Analysis Methods
I Initially used eye balling to identify first impressions, as Thomas (2011) pointed out, the eye is the most valuable tool. From eye balling the data I was able to identify the most popular scores given by the participants to the scaled questions. 
Using the responses to the scaled questions I calculated the mean response, the standard deviation would have allowed me to identify how much variation exists between responses. 
No computer programmes were used to analyse data I considered using excel to identify correlation between enjoyment of WBQ and scores achieved, however to compare individuals perceptions with attainment I would have to identify the respondent to each questionnaire, compromising the anonymity assured to those who completed questionnaires. 
Thomas (2011) considered theme mapping to be a simpler form of construct mapping and one that uses a constant comparative method. Theme maps for the focus group and the questionnaires were created and compared in order to identify common responses, or themes. This provided key data for qualitative analysis. (appendix 12)
I was able to successfully identify common feeling among the sample by using this method.
Attainment data was analysed and compared to the discussed in comparison to the responses that emerged from the theme mapping. 
.





Analysis of findings


This chapter presents findings of the research undertaken through questionnaires, pupil focus groups and attainment data, findings have been separated to reflect the aims set at the beginning of the project. 

Aim 1
Aim 1 was to analyse pupil perceptions of WBQ at KS5, the following is not an exhaustive list but does discuss the key themes that emerged.

1. There is debate over the comparisons with other qualifications

  A minority of those questioned believed that the WBQ did not compare to other A levels and a third of the sample thought it was easier to achieve. The implications of this are that a qualification that is considered easier may not be academically equal perhaps casting doubt on the importance of the WBQ as an academic qualification. This is interesting in light of comments made by Adams (2013) who suggested that  coursework is viewed in some subjects as unreliable and open to abuse. The idea of equality among qualifications was probed further in the pupil forum, revealing some contradictory findings. It was interesting that many of the pupils considered it to be equal but were concerned about the perceptions of universities, parents and employers, reflecting a possible lack of consistency of understanding and attitudes towards the WBQ. The context in which these points were raised, however, may cause some doubt on their validity, as suggested by Masson (2004) who acknowledged the power relations between adults and children and suggested there may be an obligation to please the researcher. In this case the difference between forum and questionnaire was the anonymity.   
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It is interesting to note that despite WBQ forming part of the university offer for 82% of pupils 71% said they would not choose to study it if it were an optional subject and some pupils were still unsure of its validity with one claiming ‘Even though I know universities take it I was reluctant to drop my third a level in case I could not get the university offer I wanted’. It is revealing that pupils still have doubts about WBQ despite apparent proof of acceptance, although why the contradiction exists is uncertain at this stage and would require more research before impact can be analysed. 
Only a minority of pupils who found that, despite previous assurance, their universities did not accept the subject as an A level equivalent. Yet, their influence appears to influence the majority of those sample, causing concern for some as one pupil pointed out ‘to have to do a whole A level only for it to be rejected by Uni is rubbish’  
 
An emerging issue was how to explain the qualification with pupils commenting ‘no one understands what it is and ‘I’ve stopped saying I’m using WBQ as one of my A levels because I have to explain what it is and English people look at me like I am having the soft option’ This is interesting in light of a decision in January 2018 by Qualifications Wales to hire someone to explain the WBQ to Universities. The impact of this cannot yet be evaluated and this research may yield different responses in future studies if Qualifications Wales continues to promote the subject. It is interesting to note the impact of the qualification for some, many pupils acknowledged that it was useful for UCAS points with one commenting ‘Loads of people in Aberystwyth have used WBQ for entry….. in summer school most of us were using it’  This could be attributed to the established partnership that Aberystwyth University has with the WBQ and is not necessarily representative of all universities. 
Teachers are pivotal to achieve success.  

What emerged in the forum and questionnaires is that perceptions of the subject are influenced by the delivery of WBQ, suggesting that enjoyment and success may be directly related to the teacher. This is extremely significant in the context that no teachers are trained at source to teach WBQ as their core subject and no PGCE course exist with WBQ as a specialism. 
One pupil pointed out ‘I think the teacher is really important to WBQ because it is such a weird course, you don’t choose it because you like it’ and others expressed disappointment at the lack of consistency’ I think my class is at a disadvantage, we don’t get the head of department as a teacher, I have had 4 different teachers since I started 6th form WBQ’. This lack of specialist teachers does not appear to be particular to this subject or school as Lundstrom (2005) found citing an extensive lack of teaching materials and teachers’ knowledge about enterprise in schools, additionally Rapoport (2010) commented that some teachers reported a lack of understanding of the concept of global citizenship resulting in an aversion to teaching it.
Controversially there was a suggestion that the lack of skilled teachers in WBQ represents how little the school cares about the subject, the teaching of WBQ is a recurring theme in the literature review, Hytti and O’Gorman (2004) identified that what prevents the development of EE is appropriately trained facilitators and that as Ofsted (2017) pointed out the up-skilling of teachers is vital. Despite these findings the impact of non- specialists for the WBQ cannot accurately be assessed as this small scale. 

Negative perceptions of WBQ 

The compulsory nature of the WBQ appears to be a contentious issue, with many pupils expressing their desire not to be forced to undertake the subject and questioning the purpose and the benefit.. Kackar-Cam & Schmidt (2014) identified a decrease in feelings of autonomy when something ceased to be voluntary and this lack of choice may cause some negative perceptions. 
The subject of autonomy was raised in the focus group with pupils pointing out that there was a lack of this in the KS4 qualification, a different specification to the current WBQ. Pupils commented ‘I had to spend hours in the hall copying out booklets because I was sampled by the exam board’  ‘It was really tedious, I don’t know what we were marked on’
‘Everyone passed, even if they did no work’ Black & Deci (2000) found that a lack of autonomy can prevent students experiencing  intrinsic motivation and psychological well-being, Reeve (2009) supports this suggesting that autonomy-supportive teachers attempt to identify, develop, and nurture students' interests. The impacts of the increased autonomy included in the new specification will take longer term research to be undertaken before they  become evident. 

Aim 2
Aim 2 was to identify which areas of the WBQ curriculum are most successful in terms of academic attainment.
[bookmark: _gjdgxs]The key outcomes of this question are the academic success of each element of WBQ additionally the questionnaire responses enable identification and analysis of any link between attainment and enjoyment.   
[bookmark: _uv9eeaig8hmh]Attainment
In 2017 The Skills Challenge Certificate results in KS5 were significantly above the Wales average and were in the top 30% of the county. 
The Average scores of the challenges were ranged between 67.7% for the Global Citizenship Challenge and 75% for the Community Challenge. 
The school achieved 96% A-E in the overall WBQ qualification. This in comparison to 78% A-E school performance at KS5 shows WBQ to be a successful school performer. More research needs to be undertaken to identify specific reasons for the success, however it was suggested by Clark (2013) that coursework based GCSE’s are the easy option for pupils, that they are more inclusive and cater for different learning styles. This supports earlier comments from Gibbs and Lucas (1997) that coursework assessment yields higher marks than unseen examinations.   
High performance could also be attributed to the teacher, delivery of the subject and enjoyment of the subject. However, it appears in the context of this study that there is no correlation between enjoyment and attainment of the individual elements. 
When comparing figure 2 and figure 3 it is apparent that the highest academic attainment is yielded by the community challenge, yet it was the element that the least amount of pupils cited as their favourite.  
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Attainment by grade
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Analysis of attainment by grade shows that the highest number of top grades is achieved in the Community Challenge, more than double the amount of pupils achieving distinctions than Enterprise and Employability (E & E), the next highest. Both E & E and Global Citizenship (GC) perform well in the middle ground with 58% of both achieving merits. Overall GC shows the poorest performance with the lowest amount of pass grades. 
Community Challenge
The highest performer consistently over the three awarding periods was the Community Challenge which achieved the highest score of 93% with no pupil achieving lower than 47%. It also yielded the highest amount of top grades. These outcomes appear to reflect findings made by Scales et al in a 2006 study that suggested a link between higher academic attainment and voluntary activity. 
This is interesting as when questioned pupil expressed an open dislike for the challenge, 25% cited it as their least favourite part of the WBQ and only 33% thought it was the challenge with the most relevance to their lives. Galley (2003) observed that those who opposed voluntary work often do not see the value as it does not have an immediate link to recent learning, this could explain the negative attitudes. 
The success of the community challenge may well be due to the aspect that pupils like the least, the regimented approach. The Community Challenge has a formal structure to it and the instructions are easy to interpret, this structured approach is something Aelterman et al (2014) considered to be essential for motivating pupils.  Results of the questionnaire support the success showing that 30% of those questioned would like more structure to the delivery of WBQ. This suggests that Community is not only the most successful in terms of attainment but also in terms of providing the security and structure many pupils need to learn. 


Enterprise and Employability

[image: ]
Enterprise and Employability (E & E) was considered by 42% of the pupils to be the most relevant to their lives, this is supported by data that shows 52% of pupils referring to an aspect of enterprise and employability as a skill they have gained from the WBQ challenges. 
Pupils performed well at E & E, gaining an average 68% for the external assessment. The challenge was predominantly group work which Cohen (1994) recognised as promoting learning and higher level thinking, however the self- selected homogenous groups appear to support the attainment of more able pupils more than others as to improve performance of lower ability pupils Terwel (2003) considered that groups should be heterogeneous.
Analysis of results reflects this with more able and talented pupils achieving top grades across all challenges, including E & E, and middle and lower ability pupils performing around their target grade. 
The average attainment in the E & E challenge is a relatively high 68% this appropriation of business and employability skills is something Evans (2011) of Schaeffler UK observed as one of the benefits of the WBQ, commenting that the Welsh Baccalaureate seems to offer ready made employees with appropriate knowledge, skills and attitude. It is too simple to say that high attainment prepares he pupils in School X to be successful employees but there are some skills learned through the challenge that could contribute positively to the workforce. 
Global Citizenship

The Global Citizenship Challenge yielded the lowest average attainment of the three challenges with only 16% of pupils achieving a distinction level, however analysis of those achieving a distinction showed that they achieved distinctions for all challenges and were among the top 10% achievers at GCSE in the 2016 KS4 results.  These pupils displayed higher thinking skills in class discussions and problem solving tasks, attributes that have been associated by OXFAM GB (2006) with Global Citizenship Education. These results may not show anything unusual about these pupil as they are the cohort that are expected to achieve these results regardless of the subject.   
 
A possible explanation for the lower attainment levels in GCE could be the socio economic make-up of the sample. Almost 27% of pupils live in the 20% most deprived areas in Wales and there is little ethnic diversity with only 1.8% of pupils speaking English as an additional language. The school has an eFSM rate of 23%, higher than the national average of 17%.
It has been suggested by Gardner-McTaggart (2016) Roman (2003) and Sassen (2015) that there may be an elitist element to GCE resulting in deeper social inequality.  In addition it has been suggested by Nickle (2006) that those who benefit most from GCE are those with a prior knowledge
The results do not appear to support Goren and Yemini (2016) who suggested that low EFSM students are the ones who could benefit more as they are unlikely to experience the world on their own. 

Aim 3
The third aim was to identify ways to improve the delivery of WBQ in the school. WBQ is a successful department in the school and as a result there are high expectations to maintain and improve on the existing results. Through analysis of the quantitative and qualitative data it is apparent that there are key areas that could be developed to improve perception and attainment in my school. The research harvested four key areas to be developed.
Continuity of well qualified staff.
There were a number of comments about the teaching of WBQ, both positive and negative, many pupils appreciated the safe secure atmosphere of the classroom and enjoyed being able to discuss anything. It was apparent from feedback that having a good teacher may be even more important for WBQ as it is less prescriptive than most subjects, one pupil commented ‘I think the teacher is really important to WBQ because it is such a weird course, you don’t choose it because you like it’ ‘Our class is an open forum, you can raise anything within reason and you don’t feel like you are being judged’
In contrast to this was frustration felt by those who were in a class with changing teachers. Comments such as ‘I think my class is at a disadvantage, we don’t get the head of department as a teacher, I have had four different teachers’ Pupils are very aware of the lack of knowledge which can reduce their interest in the teacher and subject.   Barber and Moursched (2007) considered that the quality of instruction in education is paramount and teachers competence is a key factor in education quality, in addition, as Gorard (2013) recognized a good pupil teacher relationship is very important.
Analysis of pupil feedback shows a need for up-skilling of teachers in order to increase confidence of pupils, this mirrors earlier observations by a number of writer such as Leffler and Svedberg (2005), Lundstrom (2005) and Sarabhai (2013) who all identified that that up-skilling of teachers is essential. The European Commission recognised this in 2004 and proposed that every school should have at least two teachers who are trained in entrepreneurship, similarly Rapoport (2010) identified the importance recognising that teachers lack of confidence is due to the feeling that they cannot teach what they do not know.
Increased structure to lessons.
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From the pupil questionnaire it is evident that the need for more structure to the course and the lessons is a key area for development. I believe I had given the pupils too much autonomy and taken for granted their ability to interpret what I believed were prescriptive instructions. Vygotsky (1934) recognized that children cannot reach their full intellectual potential without   instruction, this feedback will allow me to attempt to solve this.  A common response was also the idea of setting goals, this is one way of increasing the structure and allowing pupils some control over the lessons, this is something that Pickering (2001) suggested would benefit boys attainment in particular. 
Oreovicz and Wankat (1998) considered that you can boost learning levels by choosing instructional methods that increase student involvement and by making pupils more involved in setting lesson activities and goals.

A differentiated Global Citizenship course.
Analysis of attainment data showed that Global Citizenship produced the fewest distinction grades and the overall percentage achieved was 67%, 8% lower than the Community Challenge.
In addition to this feedback from the pupil focus group revealed the pupils to be less globally aware than they initially thought, some expressing that they found the GC challenge difficult as a result. Comments such as ‘I think global was really hard, the writing and some of the political stuff’ and ‘I’m not really interested in Africa and stuff, I’m never going to go there and I can’t change anything’ appear to show a barrier towards GC from several pupils.
The school has an Efsm rate of 23%, above the 17% Welsh average and is described as socio economically deprived. It was identified by Cohen (2016) that many schools are perpetuating a civic education gap through their delivery of GCE and Goren and Yemini (2016) suggested that  students who have had opportunities to travel and experience different cultures are more prepared for GCE.
In order to overcome the possible barriers differentiating the GC course by including geographical areas and issues pupils can relate to the challenge may allow the subject to become more accessible, improve understanding and attainment.  It seems apparent that pupils in School X need to see a link between where they live and the rest of the world before understanding can take place.
The benefit of team working
It is apparent from analysis that team working was recognised an important skills by those questioned  with 47% citing it as a something they had developed during the Advanced WBQ. This is interesting in light of the suggestions in The Tomlinson report (2004) on curriculum reform that there needs to be a focus on developing employability skills. [image: ]

20% of the course is completed in a team which appears to be very beneficial, results of the E & E challenge were good at an average 68% attainment and have been commended by the examination board.
The benefits of group work have been debated by a number of people including Johnson, Johnson and Houblec (1993) who found that pupils are likely to go off task in friendship groups, Randall (1999) who found successful group working was due to control of the teacher and more recently Hsuing (2010) who considered that group work could be both beneficial and destructive. It appears that it may be beneficial to introduce more team work to the teaching and learning element of the course, as long it is closely controlled, this could maximise skills development and allow for more peer teaching.
Findings from the triangulation of research have revealed some key issues related to WBQ in School X. Among the participants of this research there are some negative perceptions of WBQ, although this does not appear to have impacted on attainment as results are above average KS5 results in School X and across Wales. 
Despite some negativity 90% of pupils felt they had developed relevant skills and the majority were using the qualification for University entry. Perception of the subject was influenced heavily by the delivery and continuity of teacher, this was a theme all participants agreed on and is a key aspect of any developments for WBQ in school X. 




















Evaluation and Recommendations
Introduction
The purpose of this research was to ascertain the perceptions of KS5 pupils towards the Welsh Baccalaureate Qualification (WBQ). Through analysis of this 
qualitative and quantitative data I attempted to compare perceptions with academic attainment and devise ways to improve delivery of the subject. 

Pupil perception
Through the use of a pupil forum and questionnaire I was able to identify the key perceptions of the sample.  

I identified that WBQ is a contentious issue among many in this sample with pupils expressing doubt as to the status of the qualification. A particular concern was whether their university of choice would accept the qualification, this was despite 82% of pupils receiving university offers that included the WBQ. These perceptions may have been influenced by comments reported in Wales Online that Durham University consider the ASC and the revised Welsh Baccalaureate Advanced Diploma are not comparable to an A-level reporting  that WBQ was not accepted. Additionally Roche, reported by Wales Online (2016), suggested  that WBQ could disadvantage university students. Evans (2011) of Schaeffler UK as providing the combination of skills that employers are looking for. There was no evidence, however, that any of the pupils involved in the research had read these articles. 
The majority of pupils, 71%, expressed that they would rather have taken another, more relevant, A level rather than the WBQ. Reasons given were the lack of specific links to their future employment and this was interpreted as de valuing the qualification for them and future employers, although WBQ was considered by 
The compulsory nature of the qualification was an important issue for the pupils with many pupils expressing that they would not have chosen the subject and it is this lack of autonomy that leads to some very negative perceptions. 
Negative perceptions appeared to be linked to the legacy WBQ which all pupils had completed in 2016, the pupils described it as ‘what we all hated about GCSE welsh bacc, (was) we had to sit in the hall and fill in booklets’
Perceptions similar to these were recognised in a review of the 2011 Review of Qualifications for 14 to 19 year olds in Wales, with the portfolio element being acknowledged as a concern. 
As well as criticism, the pupils also expressed aspects of the qualification they liked, the relationships with teachers was a particular strength with an acknowledgement form many that the commitment and knowledge of the teacher made the subject much more enjoyable.  The importance of teacher in delivering aspects of the WBQ cannot be underestimated and has been acknowledged by many including Reilly and Niens (2014) and Rapoport (2010) with Matlay and Carey (2007) acknowledging that the quality of teaching can vary considerably. This was recognised by a contributor to the pupil forum who commented ‘I think my class is at a disadvantage, we don’t get the head of department as a teacher, I have had 4 different teachers since I started’
It appeared from the forum discussion that pupils were not as globally connected as they thought they were prior to starting the course. This is possibly due to the socio economic status of the homogenous sample as recognised by Gardner-McTaggart (2016), Roman (2003) and Sassen (2015) who all appeared to suggest that GCE mostly benefits members of elite groups and can deepen the equality gap in society.  

Attainment data

Through analysis of attainment data from three exam entry periods I was able to ascertain that the community challenge was the most successful challenge in both average scores and achievement of the most distinction grades. Average percentage achieved by pupils for the Community Challenge is 75%, this is 7% higher than the second highest, Enterprise and Employability with Global Citizenship close behind at 67%
The highest overall score of 93% was achieve in the CC and 53% of those entered or the challenge achieved a distinction grade, more than double the amount who achieved the same grade in E & E.
This outcome was interesting as the CC had a very negative perception by the pupils due to its structured nature reminiscent of the legacy WBQ the pupils completed at KS4. This success suggests that the structured approach offers the increased amount of guidance that is needed for the pupils to meet their potential, this takes us back to the established findings of Vygotsky (1934) that children cannot reach their intellectual possibilities without effective instruction. 

The most successful in terms of pupil perception was the E & E challenge which 42% voted the most relevant challenge, in addition 52% of those surveyed felt the most important skill they had gained was related to the E&E challenge. This is a positive outcome considering the relevance to life skills as considered by Wishell, (2016) who said the success of the school system at preparing young people for work has never been more important. 


 Areas for improvement
I set out to identify areas for improvement in order to develop the delivery of the subject, through analysis of the qualitative and quantitative data I was able to ascertain areas of concern for the pupils. 
· Continuity of staff and up-skilling to ensure they all have equal confidence in delivering the course. There were a number of comments about the teaching of welsh back, both positive and negative, and it is apparent that pupils need to build effective relationships with staff in order to make the most out of this course. As pointed out in the forum ’we can talk about anything in our lessons’
· Increased structure to lessons while aiming to meet the expectations of the 2015 Donaldson report that children are prepare to be able to work independently. By increasing the structure and repeating instructions more regularly I hope to encourage the pupils to reach what Hattie and Yates (2014) refer to as the automaticity stage where they are able to work autonomously having been strictly guided through structured teaching. 
· A differentiated GC course will aim to increase understanding and attainment in this challenge. The lack of relevance to their own lives was something expressed by the pupils and is not an uncommon perception of GC, however, as observed Evans and Reynolds (2003) GCE is essential to prevent pupils continuing to view the world narrowly through their own  location and culture.
· Team working is both enjoyable and beneficial for skills development and as a result the team project will continue to be given priority although Marin-Garcia dn Lloret (2008) did advise caution pointing out that group work can cause resentment when problems arise between group members,to prevent this I may implement teacher selected groups. 

Recommendations
There are a number of recommendations for the school to take forward in order to improve the perception and results, which, although high overall, show areas that could be improved such as Global Citizenship. 
· Availability of ICT equipment. Due to redistribution of ICT equipment this year pupils cannot always guarantee access to suitable ICT equipment, in addition to the requirement for word processed assignments the WBQ also includes a digital literacy learning outcome therefore in order to protect future results access to ICT is a priority for WBQ and should be implemented in the short term.
· Continuity and up-skilling of teaching staff. This is essential in order to continue to produce high level 3 results as well as improving the status of the subject.  Sadler (1989) suggested that a teachers’ responsibility is to allow pupils to act independently, this is unrealistic without knowledgeable staff who can facilitate this independent thinking. 
The disparity between teachers was referred to by a number of pupils and the        dissatisfaction reflects the lack of continuity over the last two years with one class having no less than four WBQ teachers. Retention of teachers and the up-skilling to ensure they can all effectively and confidently deliver the course is essential. Resource allocated to this needs to be implemented in September 2018 as ,identified by Oreovicz and Wankat (1998), it takes three or four years for teachers to be able to deliver a course efficiently. 

· Introduce the WBQ skills at Key Stage Three. A medium term recommendation is that the skills and ideas behind WBQ should be introduced in KS3 to dispel the mystery of WBQ. This was suggested by one pupil and could have the desired effect of equipping pupils with some of the higher thinking skills required to understand and excel at WBQ. The benefit particularly with enterprise and employability it has been found, in research by Thompson and Kwong(2016) that consistent long term inclusion of enterprise education is the most beneficial way to deliver the subject. 
· Increase the department budget to allow for a wider range of activities.
Currently the school has a target to decrease the deficit budget therefore this target is medium to long term. In order to appeal to a wider demographic the inclusion of a range of activities is essential, allowing for trips to places of interest such as the centre for alternative technology and inclusion in enterprise events will see the pupils gain a more holistic experience and could be the key to their understanding of the relevance of the WBQ challenges. It was suggested by the 2014 Tomlinson report that WBQ be delivered through a wide range of activities, increasing the resource would allow for that.  The school demographic has been described as socio economically deprived and as a result the reliance is on the school to provide what the pupils cannot do independently. 
 
Professional Development
Feedback from the research presented me with areas of my own practice that I could develop. I had previously taken for granted that the top set pupils were a homogenous group of pupils in their learning preferences and had allowed them to work autonomously in many areas. However the results show that many of the pupils require more structure to their learning. As a result of this I have now introduced goals to each a lessons, a minimum expectation for each lesson, I also monitor progress more regularly throughout the lesson. It has been challenging to have this structure alongside the autonomy that is expected of KS5 pupils but it does appear to motivate pupils to make the most of their lesson time. 
I differentiate extensively at KS3 and KS4 yet previously had used the same set of instructions for all KS5 pupils, this was as a result of my limited knowledge of the pupils when they started the course. I had taken for granted that as they all met the criteria for sixth form they were able to interpret Level 3 instructions.  I ability set the sixth form based on their GCSE data which is not always an accurate indication of how people can succeed at WBQ.
I have now begun to differentiate the KS5 challenge instructions in readiness for the 2018 intake. I will ability set the class this year but as I have taught many of these pupils for two years I am able to make more informed decisions, in discussion with my WBQ teachers, about their ability and potential. 

Personal Development
As a result of undertaking this research I have been able to improve my understanding of different aspects of the course, I had previously thought my Global Citizenship knowledge was extensive but reading around the subject has inspired me to research the subject more in order to keep up to date with global developments and progress towards the millennium development goals.
 I have also benefited from identifying areas in the literature in common with my own findings and practice, such as the socio economic difference in prior knowledge, this mirrors my own experience of delivering GCE. Although I did not find the knowledge from more affluent schools exceptionally high.
I am already an active member of the County WBQ PLC and regularly share good practice, this research has given me an opportunity to share new findings which can possibly be taken forward to suggest changes at exam board level.
My research has led me to undertake a role with the examination board to develop my knowledge further, this will allow me to observe how other school’s interpret and deliver the syllabus and compare to my own school. 

Dissemination
I will be sharing my findings and subsequent analysis with my colleagues in order to move forward with departmental developments. I will be making a number of proposals to the Senior Leadership Team in order to develop whole school practice of SLT. 
Findings will be available to the county consortium group in order to contribute to the good practice shared between us.
The research paper will also be available as a reference tool through the UWTSD library and can be viewed by UWTSD students as well as visitors from other establishments. 

Evaluation
The sample I used was small and had limitations, although it was representative of the pupils in that school it could not claim to represent accurately the perceptions and attainment of all KS5 pupils studying the WBQ
In retrospect I would have undertaken more action research with a wider sample, it is feasible, given time, that I could have sampled a random selection of pupils from all seven schools in the county. A bigger sample set would have produced richer data which would be representative of a wider geographical and socio economic area. 
I could have undertaken more pupil forums and broken them down into specific areas in order to have more in depth responses to the key questions that originated from survey analysis, however time was limited due to the availability of the selected sample.  
 Not all the literature I used for the research was as current as I would like, however, it was informative and I believe still relevant. 
For further research I would undertake a longitudinal study, building on the WISERD research (2015) that claimed pupils who studied WBQ are more likely to withdraw from university and less likely to achieve a good degree. By establishing the longer term outcomes of pupils who had completed WBQ I would be able to fine tune my curriculum further and would have more influential data to present for the next review of qualifications. 
In conclusion, although small, this research has been extremely valuable to my own practice and the organisation of my department, as a result of my findings I believe I can make noticeable improvements to pupil perceptions of KS5 WBQ in my school. 
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