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Introduction and research context
Aldous Huxley (1958) professed ‘language has made possible man’s progress from animality to civilization’, it is hardly surprising that language acquisition and development hold an important position in public discourse and research, however - historically in education, oracy has received less of a focus than literacy or numeracy (Mannion and Mercer, 2018).
In Successful Futures (2015) the guiding document for education reform in Wales, Professor Graham Donaldson declares ‘developing oracy – the capacity to develop and express ideas through speech – is of central importance to both thinking and learning’ (2015:48). In the P.G.C.E. placement school the research was to take place in (Appendix A) there was a whole school intervention to raise standards in oracy. The researchers attended staff training sessions where strategies for helping to improve oracy standards were introduced, as a result it was considered appropriate to consider the effects of the introduction of one of the strategies to the classroom. 
The focus oracy strategy was the traverse method (Appendix 2) in which members of the class line up in two parallel lines facing one another, they are given a limited time to alternately speak and listen in answer to a specific question, once the time ends, one of the lines moves so the participant is facing a new discussion partner.
In classroom environments it is often the case that the same pool of students participate in traditional hands-up questioning, also there are members in most cohorts who never engage with this method of questioning (Marzano, 2011). It was possible therefore that oracy strategies which encourage talk could also encourage greater levels of engagement.
Existing research supports raising oracy standards as well as a more dialogical approach in classrooms, research also supports raising engagement in the classroom, under consideration would be whether the traverse method, a strategy for improving oracy would consequently raise levels of engagement. 
 Literature Review
The Welsh government had commissioned a research-based review into oracy in the Welsh curriculum, the review by Mannion and Mercer was completed by 2018. Research was synthesised to establish some main recommendations for teachers and schools, among the recommendations they advised teachers to embrace oracy across the classroom and rethink the role it plays. Oracy was found to have multifaceted benefits, an interesting possible improvement being a narrowing effect on the attainment gap between children who are affected by poverty and their peers (Mannion and Mercer, 2018). In a national context where approximately 29% of children live in poverty (Pollock, 2019), and a school context in which they describe themselves as belonging to a predominately deprived area (Appendix 1), this is a particularly attractive possible benefit. Research shows children from disadvantaged backgrounds do not have the same opportunities to develop rich oracy skills, and that poor oracy in nursery age children can result in poor attainment in secondary school (Wells, 1986:2009, Hart & Risley, 1995 cited from Mannion and Mercer, 2018:10), a focus on oracy could ameliorate the current attainment gap (Alexander, 2004), and as such there is value in all benefits of oracy strategies in Wales being explored.
In the report a wide range of research is presented to support the important role oracy plays (Appendix 3), we were encouraged to see research already existed to support our first hypothesis: the application of oracy interventions improve engagement levels. Whilst a report that synthesises research is particularly helpful to teachers - it can help bridge the gap that exists between research and classroom practice by gathering evidence and bringing it together in a more accessible format (Hendrick and MacPherson, 2017), a major flaw in the method is that it can be subjective. A researcher may include results from research as supporting their study, however often the research does not support their assertion directly, when looking at some of the research the study had as supporting oracy interventions it can be difficult to see why they were included. Synthesis of research have become more prevalent in many fields, however there is a lack of empirical evidence into the effectiveness of the method and there are many questions around the methodology such as how the research included is selected (Wyborn et al. 2018).
In 2015 the Education Endowment Foundation funded a project looking more closely at adopting and developing a whole school Oracy focus. It is worth noting that the intervention being evaluated was the School 21 oracy strategy, which was the specific CPD programme that was being implemented in our placement school.
Their research followed a year seven cohort of 75 children who were all exposed to an oracy focus. Throughout the project qualitative data was gathered, they also gathered quantitative data in the form of results from testing using Raven’s progressive matrices. Children from a control school and the School 21 class were tested. Of the 75 pupils only 36 consented to the testing, in the control cohort there were only 19 pupils. This small sample size, not chosen randomly, is a limitation of the study, and highlights the difficulty of obtaining consent in educational research. The researchers recognised before the study they would not be able to give robust figures on impact, and the quantitative element of the study did not yield results that supported the intervention having a positive impact on attainment. However, the sample size was so small it would be hard to draw conclusions form this. Throughout the project the Oracy Toolkit, which was also used to measure impact, was developed, they hoped this would be adopted as a more reliable way of assessing oracy skills. More research would be needed to delve into the intervention when it was rolled out in different schools, such as the placement school we were in.
A focus of encouraging oracy in the classroom and strategies such as the traverse method is to move the teaching style away from a more traditional direct teaching method towards a more dialogical approach. The dialogical approach advocates a move away from learning always having to be recorded in writing, in dialogical teaching- talk is given the prominence which effective talking and learning requires (Alexander, 2004). Resnick, Asterhan and Clarke (2015) collected data and evidence that existed as ‘islands of evidence’, and summarised that there lies a strong case for the role of discussion and talk in the learning process. 
Research seems to support a focus on oracy and a more dialogical approach in schools, but we wished to consider whether a strategy such as the traverse method also had a positive influence on levels of engagement, ‘how teachers engage students is of global importance’ (Siraj and Taggart, 2014:5) in Successful Futures Professor Graham Donaldson names engagement as a principle of the new curriculum design in Wales (2015:6).
In 2004 Klem and Connell looked at longitudinal data on the relationship between engagement and school achievement. They found whether you considered engagement long-term or as more ongoing, there were links between higher levels of engagement and academic success. The study took place in America, which does mean we would need to consider cultural and educational differences. They considered student self-reported and teacher reported levels of engagement and found links between teacher support, student engagement, academic performance and commitment. However, we could consider whether greater engagement leads to academic achievement or to what extent academic ability means a greater level of engagement.
Marzano (2011) also looked at the effects of engagement on learning, producing a guide of how research into engagement could be translated into the classroom. He approaches engagement by addressing four emblematic questions that determine the engagement of students. The first two questions ‘How do I feel? Am I Interested?’ refer to short term engagement or attention, the second two questions ‘Is this important? Can I do this?’ are more focused on long-term engagement. Marzano breaks down how we can engage students in these four ways. In relation to the second question, he discusses how traditional teacher questioning can result in one student answering while the others are disengaged. He proposes strategies for engaging the whole class and eliciting responses. He also encourages fostering positive peer relationships. The traverse method fits in with these proponents for engagement that Marzano outlines.
In 2012 John Hattie published an important meta-analysis of educational research, in his book Visible Learning one of the many areas identified as problematic, is classrooms dominated by teacher talk. Hattie identifies that teachers often adopt a role of being controllers of the content knowledge, it would be beneficial for teachers to move toward students communicating their own knowledge and building meaning collaboratively. The traverse method was an instrument for teachers to take on a more passive role whilst encouraging this collaborative sharing of knowledge. Hattie’s seminal work synthesised such a wide range of educational research, 800 meta-analyses of 50000 research articles on approximately 240 million students, the book is a landmark look at research and is widely accepted as a reliable source.
We used the traverse method as a form of retrieval practice. Retrieval practice is the process of having students retrieve prior learning, Ebbinghaus’ forgetting curve hypothesises that students forget information they have learnt, the process of having them retrieve prior learning is considered to improve the chances of them remembering the information long-term, the act of retrieval helps the act of learning. (Agarwal and Bain, 2019, Didau, 2015) 
Evidence seems to support the view that engagement can enhance learning, however, it is important for us to not conflate that with engagement being evidence of learning (Harvard, 2019). Children can be engaged yet not be learning. There is a lot of research supporting a focus on oracy, dialogical teaching, improved questioning (Molinari and Mameli, 2010) and retrieval practice, all of these were features of the strategy we were implementing, however we could not find any research looking at the effectiveness of the traverse method in particular. As practitioners we were encouraged there was value in considering the effectiveness of this strategy and considering does its application result in higher levels of engagement. Furthermore, Mannion and Mercer (2018) discuss the value of teachers partaking in small-scale research to evaluate the impact of oracy strategies within the contexts of their own classroom so they can consider whether the intervention is having the desired effect.
Methodology
Educational research has often been something which is done for education rather than by education. Cochran Smith and Lyttle (1993) describe this as an ‘outside-in’ model, where research is conducted by researchers outside of day-to-day school life and without a real understanding of the issues facing the classroom. Often research exists to support an intervention, which is adopted into classrooms without being understood and without the full value being extracted (Didau, 2015). For decades there have been advocates for teachers to take a more active and autonomous role in research. (Smith and Lyttle, 1993)
Our research was to take a Lesson study model, a form of action research undertaken by teachers that originates from Japan where it has a 140 year-long history (Dudley, 2014). Within the U.K lesson study is typically performed in triads, a typical lesson study consisting of: collaborative planning, one teacher teaching as the others observe, reflection on the lesson and a new lesson planned collaboratively (Godfrey et al. 2018). Our lesson study cycle was to begin in the oldest class and then the approach would be filtered down, modifying for younger pupils. 
In a lesson study traditionally there is a focus on 3 pupils (Dudley, 2014), the original design of our research was to send consent forms to the whole class and then enter the names of the children whose parents responded into a random name generator. Thus, having the participants chosen at random, students are commonly picked for lesson studies to represent the range of ability in the class (Dudley, 2014) however, considering the small sample size of three, the short amount of time the participants were being observed and the nature of the question being asked, ability was not seen as particularly pertinent. Our design could not be realised though as when the consent form and letter were shown to our placement school, we were advised we would not be able to send it to the whole class, it was preferred that our class mentor selected which parents were most likely to engage with the research and for us to gain verbal consent over the phone before sending out the letters. Permission should be requested from the headteacher for all research (Manion, Cohen and, 2018) this issue would have been avoided had we had the headteacher agree our research proposal as opposed to our senior mentor at the school. 
We planned our lessons to all have the traverse method as a form of retrieval practice at the beginning of the lesson. The two non-participant observer researchers would use structured observation to record the children’s level of engagement using an adapted observation sheet (Appendix E) based on the Leuven Involvement scale (Teacher Toolkit, 2016) which is recommended by Estyn (2019). The two-observer teachers being in the classroom could have triggered a Hawthorne effect in the class, which is when the mere presence of observers modifies the behaviour of the participants. For all the nine participant children in line with ethical considerations, we had obtained informed consent and assent, so they were aware they were being observed specifically, and knew the subject of the research, so their engagement levels could be affected by this.
After the intervention the three participant children were asked to join the two non-participant researchers in a short semi-structured interview. The semi-structured nature of the interview was chosen as the interview questions would be adapted for the different ages.
Our own reflection would take the form of us collaboratively considering the lesson using a stop-start- continue process. This was a retrospective collaborative exercise I had used with my team throughout my previously held corporate job. After each lesson we would consider the elements that worked and we would continue doing, the elements we would not take forward with us and then any new processes we would be implementing to the next lesson in the cycle. 
We created a short survey for the teachers to reflect on the intervention, they would be able to give us qualitative data concerning their opinions on the children’s engagement levels in comparison to control situations. This survey would be sent to them via an email link after the lesson.
To synthesise the data we would use Brookfield’s lense (2002), which has been created to aide teachers reflect more holistically, we would use it to synthesise the autobiographical, the learners eyes, our colleague- in our reflections the class teacher and theoretical literature, we would then use these reflections to guide our lesson cycle. 
Ethical Consideration
With any research ethical considerations should be reflected on and considered, children are vulnerable, and consent and assent are essential (Mc Ginn, 2015). We used Bera Ethical Guidelines 2018 to guide our practice. Some of the areas specific to our research that we considered were; there being as little disruption as possible to the children’s normal lessons, and participating children not leaving lessons for extended periods in accordance with guideline 6, the children feeling comfortable during the intervention or interview, in accordance with guideline 34, how data would be collected and stored in guidance with the University’s data management policy and guideline 23 was considered when we applied for consent and assent. Our research design was granted approval from the Yr Athrofa Ethics Committee. 
Lesson Study 1 – Year Six
The whole class took part in the traverse activity as a starter activity before a spelling and grammar lesson. It was a Monday morning and there were 27 students in the class, including our three participants. The children took part in circle time and then were numbered and formed the two lines for the traverse activity. They were given the question – discuss what we learned about Icebergs last week. The children took turns at speaking and listening with their partner, they then moved along to a different discussion partner. Once the children had rotated so they had had three different speaking partners the children returned to their seats - hands up questioning was then used for children to share what we had learned about icebergs with the observers.
The observers made the first amendment to our research almost immediately, when they realised it would be better to use the Leuven scale to record engagement in speaking and listening, rather than at 2-minute intervals. 
When considering the summary of responses in Brookfields lense (Appendix I) it was considered the activity was generally successful. The class mentor was of the opinion the children were more engaged, everyone in the class spoke and the proportion of hands up at the end of the activity was high. The participants feedback was particularly positive, all children commented that they felt more confident on the subject after the activity and child A commented on the social aspect of the activity and that it ‘was a good way of making new friends’ (Appendix G).
As a group of researchers, we discussed the activity going forward. We agreed having one partner listen as the other spoke was a strength of the activity, this was supported by child B who had stated ‘nobody would interrupt each other’ (Appendix G). This part of the activity provided an opportunity to develop listening skills, an important element of oracy (Mannion and Mercer, 2018). 
As researchers we discussed that the main changes we would make were around the practical elements of the activity, the ordering of the children particularly would be streamlined. The other important change would be more thinking time for the children as suggested by child A (Appendix G). There is a large body of research that supports giving children more time before answering questions. Lemov (2015) identified schools that had high rates of poverty and good results in tests, he then visited these ‘outlier’ schools and identified commonalities in practice, one of the techniques he recommends is wait time- allowing children time to think before expecting them to answer questions. By giving the children the topic for discussion before asking them to get into the traverse position they would have had the opportunity to engage in preparing for their answers beforehand. 
Finally, child B mentioned (Appendix G) that they would have liked if the children whispered so it was not so noisy, so within our research team we agreed to trial this with the next cohort. 
In summary the class was engaged in the activity, the noise level in the classroom during the activity was high as all the children were trying to express as many facts as they could to their partners. All participants who had observed or taken part in the lesson expressed that children were engaged.
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Figure 1: Leuven Engagement scores during Traverse method in Year Six

Lesson Study 2– Year 4
In the year 4 class, which consisted of 33 pupils including our three participants, the traverse method was being introduced to recap different punctuation. A list was available to pupils and they were asked to choose any punctuation and describe its function to their partner by whispering, once they had either spoken or listened, they moved. Once they had moved five times they returned to their seats and the teacher questioned them on the fLunctions of different punctuation. 
The activity was particularly enjoyed by the participants who had found the activity engaging, all participants expressed their enjoyment of the activity (Appendix L). However, one difference we found was in year four, a pattern began to emerge of children being more engaged while they were speaking as opposed to listening. Participants and one researcher noted that children were engaged in the peer learning aspect of the strategy, all three participants mentioned enjoying the activity because they were sharing with peers (Appendix L). 
There was some consensus after the activity from the researchers, the students and the class mentor that the subject being discussed was not perhaps the correct discussion topic for the activity (Appendix N). A researcher had noted some of the cohort were not staying on topic (Appendix J). In the previous observation one of the participants had wanted the activity to be quieter so we had tried whispering, however as observers we did not think whispering improved the activity, so we decided not to carry the change forward. 
In our previous application of the method we had the children stood opposite each other to listen and speak with the same partner before moving, on reflection we researchers felt (Appendix M) this worked better than the second application where we had the children move every time the speaker/listener role changed. As observers we noted children were less engaged when they moved and knew they were listening rather than speaking.
In summary the task did engage the participants, the biggest flaw with this application was the subject being discussed. The method itself was popular with participants and the class mentor, however, it was felt that it would have worked better being applied to a different topic of discussion. There was more consensus between the student participants responses, and this was perhaps a consequence of a higher level of conformity between the younger pupils, it was noted that the participants were more eager to please adults during their interview. The children’s responses raised questions on the reliability, one way to combat conformity may have been to interview the children separately rather than as a group.
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Figure 2: Leuven Engagement scores during Traverse method in Year Four (half numbers rounded to whole.)

Lesson Study 3 – Reception/Year 1
The class consisted of 33 pupils including our three participants. The class topic was dinosaurs, they had previously learnt about similes. The teacher recapped their learning and gave a few examples of possible similes. The children then got into the traverse formation and were presented with a picture of a dinosaur and asked to complete a sentence e.g. the horn of a triceratops is as sharp as a... The children spoke and listened to the partner they were facing, once the activity was over the children sat back into their carpet seats and the teacher asked the children for examples that they had discussed.
There were some large contrasts in applying this method in foundation phase compared to KS2. Firstly, the time the activity took was considerably longer from start to finish, the length of the activity was also noted as a negative in the class mentors' comments (Appendix S). However, participant 2 did mention they enjoyed learning while standing up. Which supports Marzano's (2011) assertion of a link between physical activity and engagement.
The contrast between engagement levels between time spent listening and talking was more pronounced, this could be explained by developmental differences among the age groups, specifically Piaget’s developmental theories would place the children in this class at the pre-operational stage of development and ego-centric- they consider themselves centre of both attention and importance (Davenport, 1992)
Another criticism of this application was there was some confusion around whether the children were to merely give a single word as an example or think of numerous words that would fit, as researchers we reached a consensus that the question being asked for the traverse method was a crucial factor to how useful a strategy it was (Appendix S).
In summary, the children did enjoy the task, however, to encourage a greater level of engagement and to adapt this strategy further for younger children, it would be better applied to smaller groups.
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Figure 3: Leuven Engagement scores during Traverse method in Year One/Reception (half numbers rounded to whole.)
Results 
Listening is part of the literacy and numeracy framework in Wales, but very little time is devoted to developing listening skills in school (Mannion and Mercer, 2018:35). The research highlighted a strength of the method was the practising of listening skills, if the correct question was being asked, children would listen to their peers and engage in learning from them. 
The peer learning element of the task was also observed as a strength, Hattie (2012) showed peers can have a positive effect on learning outcomes (d=0.52). An interesting consideration would be whether the peer learning element of the method, effects engagement. This peer element also helps develop social skills which themselves help learning, also peer learning can imbibe deeper learning (Niemi, 2002).  A possible weakness of the method might be that when the teacher hands over the content knowledge to the pupils there is also a risk that incorrect information in disseminated (Hattie, 2012). As researchers we saw evidence of this in the year six class when a child repeated an incorrect fact they had heard from a peer. 
Research shows game-like activities, peer-sharing and effective questioning encourage engagement (Marzano and Pickering, 2011), the strategy had a game-like element to it because of the timer and the children being up on their feet. It was also interesting that one of the children in year 6 felt the activity was too noisy. It would have been interesting to have more insight into why. The noisiness could be interpreted as positive, Mannion and Mercer (2018) recognised the importance in there being a cultural shift away from silent classrooms being synonymous with children learning. 
Children who take part in retrieval practice rather than re-study have better rates of retention (Goosens et al. 2014). A possible avenue for study would be to look at how the traverse method specifically works for retrieval practice and could it increase long-term knowledge retention. The application seemed to work well for recapping learning, the year six class mentor suggested the method could have been used for ‘checking-out’ (Appendix I), a weekly activity where students sit in a circle and one at a time recap something they have learnt this week.  
Much of the argument for a more dialogical approach centres around a need for children to develop higher order thinking skills. Jay et al. (2017) found children who were taught by teachers trained on strategies that encouraged pupils to reason, discuss, argue and explain rather than merely respond - on average gained an additional two months - compared to peers in a control environment. The method seemed engaging but the questions we asked were not developing higher order thinking, the methods value to encourage higher order discussion, could be researched.
Conclusion
A problem we encountered in our research was the question was devised and we planned to obtain data for a baseline by observing engagement during traditional hands up questioning, using that information to produce a comparison, thus being able to answer the question - does engagement improve? When we presented our research plan to the university, we were told to not to include baseline data as this research needed to be more concise. At this point we should have amended the question being asked. The research question had a quantitative nature, yet the quantitative data gathered would not help answer the question. In our original design the operational measure being the Leuven scale made more sense as we would have compared the results, as it was, the Leuven scale as an operational measure would not provide data on whether engagement levels improved.
Quantitative research is more scientific and considers facts and data, qualitative research recognises the subjectivity of the researcher but places value in the observer's views and values, both approaches have value in educational research and each method is more suited for some research (Hara, 1995). With regards to our research the quantitative element did not really add anything to the study and there would have been value in embracing the qualitative aspects, as there was no baseline data, it would have been advantageous to focus on collecting more qualitative data with a different observation sheet. There was also not enough focus on the value of the teacher's expertise in the process, researchers should utilise the teacher’s knowledge (McCochran and Lyttle 1993, Brookfield 2002), we could have placed a greater emphasis on the teacher and their insights into the perceived effectiveness of the method.
There has been much research into researcher-researched relationships (Raheim et al. 2016) the order the data was collected meant the researchers were being influenced by other participants in the research. An example of this was: after the first intervention whilst I was still teaching my class, colleagues interviewed students, we then later discussed our self-reflection. It was apparent to me that the other researchers' opinions were guided by the discussion that had taken place with the children, this could raise issues of validity. There would have been value in all the observers making short notes of their perceptions before being influenced by the other members of the study.
It was interesting to consider how the strategy would work in different environments. In the year 4 there was typically a rather quiet atmosphere and low-level disruption was kept at a minimum. In the year six class there was a more relaxed atmosphere where chat was permissible, so to the year four class everyone having the opportunity to speak was more novel, the typical environment in the classrooms was not given any consideration, also the role existing inter-personal relationships played, Child C in year six had results that showed a severe drop in engagement. We could consider whether this was an anomaly- a possible explanation could be a difficult peer relationship may lower engagement in a pairing.
Having three observers helped validity as this triangulation meant the observations were not solely based on the one observer's perception (Cohen, Manion & Morrison, 2018), however, as a research team we had not explored the use of the Leuven scale together, it would have helped for us to have some consensus on what a child at level 5 looked like, and to have had a discussion such as this would have resulted in greater reliability of our results.
An important aspect of research is accurate record keeping (Cohen, Manion & Morrison, 2018), a negative influence on the validity of our research was our poor record keeping. We had planned semi-structured questions for the interview yet there is no record of the actual questions asked, there were also many comments made in interviews and in our own reflections that were not recorded at all. In future to combat this it would be better to record audio of all interviews and reflections.
With hindsight the actual question being asked for the traverse method should have been given more consideration. For the reception class question the children were merely giving a one-word answer. This meant that the oracy element of the task was limited. The second study the topic was grammar, which to most year fours would not be the most intriguing of topics. The year six application was the most successful and we do not know if this was because the topic was more interesting to the children or whether the children were more suited to the task as they were more skilled oracy wise. The number of uncontrollable variables in each lesson study, such as the beginning environment, the inter-personal relationships, different questions and different stages of development means the lessons themselves should not be compared.
Lesson study is a method for teachers to collaboratively conduct small-scale research in school. The research started as a collaborative project and it should have been completed as one. Typically, researchers do not all write up their own summaries of research. As researchers we never even met up to discuss overall findings, which would have given the research more validity.
In our placement school, teachers were grouped into threes and used lesson study to consider how a Donaldson's pedagogical principle was being applied in their lessons, the results would then be presented to each other in a staff meeting, sharing with colleagues in this way being more typical for lesson study research (Dudley, 2014). In this way the collaborative research culminates in collaborative findings which can be disseminated through the school. Such an exercise is evidence of how lesson study can be used to share good practice and strongly supports Bera’s vision of teachers being involved in research that builds an environment of self-improvement (BERA, 2018).
It is important to note Takahahshi and McDougall (2015) found lesson study has been found to rarely have consistently positive impacts outside of Japan, they examined lesson study as it has been adopted in other parts of the world and found many of the key components of the process were not being implemented. On average a lesson study process in Japan takes 5 weeks, in Japan, lesson study is a school-wide process, a ‘knowledgeable other’ is present - someone external with deeper understanding of the issue being looked at and the teacher researchers read research widely before having a research lesson before they plan their first lesson or begin their cycle. The last shortcoming is the most relevant to our research, in future I would have taken part in more research into the subject prior to the observation lessons.
Another important consideration when undertaking educational research is that almost all educational research finds the intervention being studied as effective (Didau, 2015), there are many reasons for this, one particularly pertinent to this study is the fact we do not know whether we can infer engagement was raised by the Oracy element of the exercise. As mentioned earlier a common difficulty in educational research is the Hawthorne effect, could the mere presence of the researchers have been a cause for raised engagement. Other possible explanations could be the novelty of the task, or the peer element of the task, if engagement levels were raised as we assert, we do not actually know the reason for this. Too often correlation is mistaken for causation (Didau, 2015)
 
Recommendations
In summary, I would tentatively say the traverse method encouraged engagement based on our research. We observed many strengths: raised engagement, practicing oracy and retrieval practice. I will apply the strategy in future lessons, I have learnt though to consider whether the traverse method is the right method for the question being asked. The process has highlighted the importance in asking the correct question - whether during the traverse method or during a lesson study. Having the appropriate methodology for the question being asked is imperative (Didau, 2015) to answer a question about whether a method improves engagement it is non-sensical to use lesson study without a baseline.  
Action-research in education can have dual value, it can inform the individual but also collectively in professional communities' teachers can collaborate thus giving the research more value. Thomas (1974) claimed little bits of information alone are not as meaningful but when connected to other information it can achieve ‘a collective power, far greater than any individual can exert’ (cited in Smith and Lyttle, 1993:24). One example could be the Knowledge Communities Model (Broekkamp and Hout-Walters, 2007), which advocates for the sharing of research between professional networks. Successful professional collaborative learning could play an important role in improving outcomes for learners, engaging teachers and importantly could support teachers in the implementation of the new curriculum in Wales (Yr Athrofa, U.W.T.S.D. 2015).
In 1993 Cochran-Smith and Lyttle raised the issue of conflict between teacher-researchers and university-researchers. Personally, I felt conflict with whether I was undertaking the research for the benefit of myself, my colleagues and the pupils, or whether I needed to focus more on methodological rigour and value of the research to the wider community. It is vital researchers are clear in what they want to achieve from the research (Cohen, Manion & Morrison, 2018) and I was not. In future lesson study I would give more consideration to what can be gained from the research and focus more on personal reflection. Educational research shows teaching quality is the greatest influence on learning outcomes (Estyn, 2018:2) and I would want to make sure lesson study was impacting positively on the quality of my teaching.
Finally based on our research I would consider possible areas for further study to be whether the traverse method is effective for retrieval practice specifically, but also there is value in further research that considers whether employing oracy strategies across schools also raises engagement and attainment.
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