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Introduction
Aim, focus and purpose of the research 
“Music is such an important part of all human life and clearly has a strong motivating effect on all of us, including children, that using music across the curriculum can only have a positive effect on the quality of education.” (Pound and Harrison, 2003, p. 69 – 70)
It is whether music does truly have that “motivating effect” that concerns us in this research project. The aim of this research project was to analyse the possible impact that a structured musical input can have the on engagement of children in a Foundation Phase session. Both my research partner and I have a strong interest in music, and as such were intrigued by the possible effects that a structured musical input could have on pupil’s engagement levels. As we are both guitarists and vocalists, this musical input would centre around us playing guitar and singing during structured intervals in a lesson.
For this research study my research partner and I were both placed in the early years of Foundation Phase (Nursery and Reception, respectively), where music already plays a part in learning (such as Nursery rhymes). Indeed, being able to listen to, repeat and recite songs and rhymes is found in the current National Literacy and Numeracy Framework (LNF, 2014) for Reception. Music will also feature in the ‘Expressive arts’ Areas of Learning and Experience in the upcoming curriculum (Donaldson, 2015). With all this taken into consideration we began reading relevant and current literature to fine-tune our research question. In this assignment I will first review the relevant literature, then discuss the methodology used to carry out our lesson study, and finally provide our findings.

Research context
For this research study we have abided by both BERA (2018) regulations and the UWTSD Research Ethics & Integrity Code of Practice (2017). The study took place in a seaside primary school in South Wales. There are around 440 pupils on roll, aged between three and eleven, including 45 in the two nursery classes. This study took place over two lessons in two different year groups in the same school. My class was a Reception class that consisted of 29 pupils. My research partner was in a Nursery class that consisted of 20 pupils.
As our research project was centred around a lesson study (more on lesson studies later) there were a number of ethical considerations and implications. These ethical considerations will be discussed in depth in the body of my essay.

Literature Review
To give us a greater understanding of our research study me and my partner began to read relevant literature, journal articles and other online material. We quickly discovered that the structured use of music as a tool for engagement had very little written on it. My research partner and I saw this gap in research as a perfect opportunity to begin our lesson study and analyse the effects of our chosen field.
Davis et al. (2012) stress that school engagement is complex, with a number of different levels or “theoretical dimensions” (p. 21). Earlier writings on engagement in the classroom argued that there were two dimensions: behavioural and emotional engagement (Finn & Voelkl, 1993; Skinner & Belmont, 1993), whereas later it was argued there were three dimensions of engagement: behavioural, emotional, and also cognitive (Fredricks et al., 2004; Ladd et al., 2009). Through our reading we saw parallels between these three dimensions of engagement and the positive effects that music can have in a classroom. If relevant literature on music could support these dimensions of engagement, then surely music could be used as a tool to enhance engagement.
Marzano and Pickering (2011) describe engagement as the “core of effective schooling” (p. 1). They suggest that without engagement there is little chance of children actually learning what is being addressed. This opinion is supported by Bryson and Hand (2007), who concluded through their research that engagement is an absolutely integral part of the learning process. Influential education expert Ferre Laevers and Heylen (2003) suggests that without involvement or engagement, you cannot have truly “deep-level-learning” (p. 15). Skinner et al. (2009) argue that there is no “correct definition of engagement” (p. 224), noting a number of overlaps in meaning and use. They point towards a plethora of other words such as motivation, involvement, attention, interest and enthusiasm. As such, these words will be viewed synonymously, all living under the overall arch of “engagement”.
Emotional engagement is seen to play a massive part in the effectiveness of teaching. As Marzano and Pickering (2011) put it; positive emotions “set the stage” for positive engagement. Pekrun et al. (2017) have done extensive research and studies on the effects that positive emotions can have on engagement and learning, finding a direct correlation. They suggest that emotional engagement facilitates “deep learning” (p. 7) and implore educators to enhance efforts to strengthen positive emotional engagement. These findings are echoed through numerous studies (Hall and Goetz, 2013; Pekrun and Linnenbrink-Garcia, 2014). This emotional engagement is supported when children feel a sense of acceptance, both from peers and teachers (Marzano and Pickering, 2011). Without this acceptance, it is highly unlikely children will engage with classroom activities. A study by Ladd and Dinella (2009) noted that children were much more emotionally engaged when they felt accepted by their peers, and that this could also facilitate school achievement (Davis et al., 2012). 
If emotional engagement is as integral as these studies suggest, then music can help to facilitate that. Various scholars note the vital role music can play in children’s emotional development throughout the early years (Mills, 2009). As discussed earlier, emotional engagement is supported when children feel accepted or part of a group. Pound and Harrison (2003) propose that using music in a class “gives a sense of social cohesion, supporting relationships between peers” (p. 72). This cohesion is seen to be vitally important to giving leaners a sense of connectedness to teachers and peers, which in turn reports a more positive engagement in learning (Furrer and Skinner, 2003). Gardner (1993) goes one step further to suggest that music alone is of little use without the social awareness of a classroom. This social cohesion is something we hoped to achieve in our lesson study, as it was a whole class activity. Skinner et al. (2009) propose that if someone’s emotions are negative in that moment then it could significantly affect their engagement both with peers and the learning material.
Davis et al. (2012) stress an importance of cognitive engagement as it establishes how engaged a child truly is in a task or lesson. They believe that if a child is fully engaged they will be focused on understanding and mastery of the task or lesson matter. Cognitive engagement is an integral dimension of engagement as research has suggested that we only truly remember what we think about (Almarode & Miller, 2017). 
Odam (1995) believed it was scientifically proven that music could improve both cognitive engagement and development, as thinking and learning are enhanced when both the left and right hemispheres of the brain are stimulated. He argued that the words of a song stimulate the left hemisphere of the brain, and the tune stimulates the right, coming together to form a “unique schooling” (p. 19). Research undertaken by Habermeyer (1999) supports the positive effect that music can have on memory and listening skills. Hallam (2001) argues that, in many cases, there is not sufficient enough proof on whether music can truly have a positive effect on intellectual skills (p. 16). 
A case study ran by Schellenberg et al. (2007) in which Japanese 5-year olds listened to either classical music or children’s music, found that children were more creative, more engaged in tasks and engaged for longer when listening to children friendly music. The same case study also found that children were more engaged when they were able to sing along to the music. This informed our decision to have the children singing the songs along with us as part of the lesson. Repetition in music can be used to further support cognitive engagement. McPherson and Welch (2018) stress that “Repetition and variation are fundamental features of children’s early… engagement with music” (p. 89). We decided that this would play a large part in our Lesson Study, as both my research partner and I agreed that repetition of the songs would help to engage our children.
Finally, behavioural engagement is defined by Wu et al. (2018) as the “positive academic and social conduct” (p. 233) in any particular learning activity. This need to behave in positive norms is an important dimension of positive engagement (Finn, 1993). Pound and Harrison (2003) support a notion of music encouraging behavioural engagement, suggesting that it teaches children to take turns, listen to others, and work as a group. They also believe it encourages a positive attitude to learning. A study undertaken by Welch et al. (2012) shows clear evidence that “a programme of sustained singing in education can have a positive benefit on behaviour and development” (p. 83).
Mills (2009) argues her case for music to not only be taught in music specific lessons, but taught in a cross-curricular sense. She argues that music can be “organised as flexibly as any other subject” (p.131). Pound and Harrison (2003) also insist that music can play an important part in helping to make links or connections across different areas of learning. As Mills puts it:
“There are many situations in which music may be used as a learning medium, not just as an end to itself. Counting songs can be used to reinforce number concepts.” (p. 139).
This gave me the idea to teach a Maths based lesson through the medium of music.


Lesson Study Design
Once my research partner and I had completed our review of the relevant literature and fine-tuned our research question, we needed to turn our attention to our proposed methodology that would be used to carry out the research. The key methodology in question was a Lesson Study approach.
The Department for Education (2009) defines lesson study as “a model of professional development where a group of teachers collaboratively plan, deliver, observe and discuss lessons that have a particular pedagogic focus” (p. 3). Lesson Study has been in use in Japan since the 19th Century, but was first successfully integrated in the UK by Peter Dudley in 2001. Dudley (2014) highlights numerous positives that teachers, schools, and pupils can get through joint planning, observation and analysis. He emphasises that through working in a group you will see aspects of learning through the eyes of others, which makes teachers become “conscious of things we would normally not be conscious of” (p. 4). Avalos (2011) stress that it is not only for the professional development of the teacher, but also for “the benefit of their students’ growth” (p. 10). It was clear that this would be an effective way to carry out the research study, not just for our own practice but also for our pupils. 
An important factor in Lesson Study is the use of case pupils. These pupils are the children that will be observed during the Lesson Study; although the rest of the class will be present for the lesson, they will not be taken into account. In the case of UK Lesson Study there are three focus pupils, however Lesson Studies templates in other countries are less strict on the amount of case pupils used. For our Lesson Study we decided to use four case pupils, as we felt this would give us a slightly broader overview of research. We chose our four case pupils at random as random samples and are “unbiased samples because they tend to be representative of the populations from which they come” (Johnson and Christensen, 2014, p. 217). We wanted our case pupils to be fully representative of our classes.
The methods of data collection used for this Lesson Study are: observation, focus group interviews, and reflection.
Observation
For our observations we used a rating scale to assist us. The rating scale used was the Leuven scale (Laevers, 1994), which was effective in our Lesson Study as we were measuring engagement (or “involvement”, as he puts it). This scale has five different levels of involvement, and is also tailor made for early childhood (see Appendix A for the five different levels). Laevers (2003) suggests that for a child to be truly mentally engaged with an activity, they should be scoring either a 4 or 5 on the scale. Palaiologou (2012) notes that for rating scales to be truly representative of the children you are observing, the observer should know the children very well and be able to “interpret” (p. 113) their behaviours. Although the case pupils and their usual behaviours were discussed prior to the lesson study, it cannot truly be argued that we knew the children in our respective classes that well. Another opinion that could be considered is that of Skinner et al. (2009), who suggested that if someone’s emotions are negative in that moment then it could significantly affect their engagement. This would not necessarily have anything to do with the lesson. This is another reason the Leuven scale could be called into question when looking for reliable results.
For both lessons we attempted to use an “observation point” strategy (Chesterfield, 2008, p. 8), in which a researcher finds a point from which the whole classroom is visible. This helped when using the Leuven scale, as we could quickly visually sweep the room to take our observations. We discussed using a “piece of the furniture” observational study, but decided it was best to acknowledge that there was a new person in the room. Cox (2000) noted that a particular problem with observation is the potential of the “observer effect” (or Hawthorne effect), where a participant’s behaviour may be affected by the very fact an observer is in the room. My research partner and I were aware of this effect and its implications. On one hand we knew this could not be avoided, but also we felt that due to the age range of our children (3 to 5) they would probably not see my research partner as an “observer”. This was helped by the fact that we were both placed in the same school, so our partner’s classes were slightly accustomed to us. 
Interview Focus Group
Interviews with the case pupils are an integral component of UK Lesson Study. Dudley (2014) suggests that these interviews can take place individually or in a group. We initially decided to use focus-group discussions as opposed to one-to-one interviews for a variety of different reasons. The advantages of focus groups have been noted (Breen, 2006). Breen puts forward a table summarising the advantages of focus groups, namely that they provide a social environment in which children can articulate their opinions. Breen does, however, put forward an argument against focus group discussion is that reflection “could be distorted if social pressure were placed on the individual” (p. 466). There are ultimately negatives and positives to both, and we struggled at first with the way in which we should interview. 
The interviews will provide us with qualitative information, as opposed to quantitative. Mack et al. (2005) suggest that the key difference of qualitative data is that it is more flexible. Questions will be more open-ended, and therefore participants are free to respond in their own words. As we were working with children between the ages of 3 to 5, we were aware that answers would not necessarily be complex, but we wanted to give children the freedom to answer however they wanted. Our research also informed us that due to the age of our children we needed to ask questions in a carefully considered and non-leading way (O’Reilly and Dogra, 2017). 
Reflective notes
For the critical reflection of our lessons, following much deliberation, we decided to use Brookfield’s (2017) Four Lenses. These Four Lenses is question are four different perspectives with which you can reflect: our own perspective, our partner’s perspective, our learners’ perspective, and the perspective of relevant literature. Using this model as opposed to a self-reflective model is integral to Brookfield, suggesting that it allows us to “teach more responsively” (p. 35). We agreed with Brookfield’s outlook, believing that using four different perspectives for our reflections would help to improve the validity of our judgements, especially when comparing our reflections to the relevant literature.
Our reflections will be discussed in more depth during the evaluation of our lesson study, in which Brookfield’s Four Lenses helped us to improve our second lesson.

Ethical Considerations
Due to the nature of our research there were a number of ethical considerations to consider and address. Two guidelines were followed throughout the whole Lesson Study process, from conception to completion: The British Educational Research Association (BERA, 2018) regulations and the University of Wales Trinity Saint David Research Ethics & Integrity Code of Practice (2017). We were aware of the importance of adhering to these ethical regulations throughout our research, a point emphasised by BERA: “ethical decision-making becomes an actively deliberative, ongoing and iterative process of assessing and reassessing the situation and issues as they arise” (p. 2).
Prior to conducting any research or planning for the lesson study a form for ethical approval was completed and signed by my research partner and me. This was then sent off, analysed by the University, and signed.
The ethical considerations to be made for our Lesson Study were mainly through consequence of the use of case pupils. These children would be observed, notes would be made regarding these observations, and certain children would take part in semi-structured interviews, and we had to gain consent to do this. To combat this, consent forms (Appendix B) and information sheets were sent out for parental/guardian consent. These consent forms ensured confidentiality and anonymity. To ensure anonymity, pupils participating were referred to using their initials.
Throughout our research, the school and any and all affiliates also remained anonymous.

Lesson Study 1 Results and Analysis
Throughout my results and analysis, I will refer back to the relevant literature where appropriate. I will then provide a brief summary of our findings in relation to the relevant literature and research.
We began our Lesson Study in my Reception class. I decided to use maths as the focus of my lesson as I had found in my literature review that music can be at its most engaging when it is used for cross-curricular purposes. For my lesson the learning objective was to understand sequencing and order (first, second, third etc.) and to use this understanding to sequence instructions. The instructions in this particular case would be sequenced for the children to make their own bird feeders (see PowerPoint slides; Appendix C). In order for my lesson to work I needed to write songs that could engage my class. The first of these two songs described the importance of a sequence, the second song then made this sequence information relevant to the making of the bird feeders. The role of music in helping to aid mathematical development is one that has been supported and discussed in length (Pound and Harrison, 2003; Egan, 1991), suggesting that learning to count is strongly supported by the use of number rhymes and songs. During both songs, I would play the guitar as I sung.
Prior to the lesson, I handed my research partner the observation schedule. We then discussed the details of the lesson and once again discussed the pupils that my research partner would be observing. I reemphasised the appearance of the children, and also discussed some of their personality traits. Although this did not give my research partner a truly deep understanding of my case pupils, I felt that it could aid my research partner and improve the effectiveness of the rating scale (Palaiologou, 2012). My research partner then positioned himself at the “observation point” (Chesterfield, 2008), ready for the class to return from play time. This observation point was to the side of the carpet, where we believed observation would be at its most effective. The children were seated around the edge of the carpet in a large square. The session was a thirty-minute session, taking place after first place and before lunch (11.00 – 11.30). 
In order for the songs to be at their most engaging, I got the children to repeat the lyrics I was singing. By the last time we had sung as a class, many of the children were singing lyrics without prompting. Pound and Harrison (2003) encourage repetition as “[c]hildren enjoy frequent repetition of the same song” (p. 29). As the pupils became more confident with the lyrics/sequence of instructions, they also became more engaged. I also got the children to put the corresponding fingers up when singing the numbers of a sequence (index finger for ‘first’ and so on). Ramachandran and Blakeslee (1999) suggest that the way in which music supports memory is further enhanced when actions using fingers are added, suggesting that the use of fingers and counting are concerned with the same area of the brain.
The lesson was a success in a number of ways. Prior to my musical inputs, the pupils were engaged with the PowerPoint. The behaviour throughout the lesson was also good, children were attentive throughout. This helped me to transition between moments of no music and music more effectively. 
The first song was well received by the pupils. Although they had no prior knowledge of the song, they attempted to sing along and enjoyed repeating the song (see above). As shown in the observation schedule (Appendix D), the pupil’s engagement did increase during the listening and singing of the song. On the Leuven scale all four of our case pupils scored a ‘4’ for engagement when the music was playing, as opposed to a ‘3’ prior to the music. This suggests that whilst the guitar was being played, moments of “intense mental activity” (Laevers, 2003, p. 16) were occurring. Their engagement increased particularly when they were encouraged to sing along. My research partner also noted that the use of actions in the song appeared to further engage my pupils.
After a short break from music where we discussed the ingredients of a “pinecone bird feeder” (pinecone, fruit, lard, seeds, and string), where engagement levels of all four children again dropped back down to a ‘3’. We spent a few minutes discussing the sequence in which the ingredients would be used, and I then introduced the second song. The song took the theme of sequencing from the first song, but applied it to the building of the bird feeder. By linking the first and second song, I hoped to engage the children and help to develop a coherent understanding of the concept of sequencing. The song differed from the last in that it encouraged a ‘call and response’ from the pupils in hope that it would help to even further engage the pupils. My research partner noted that engagement again increased back up to a ‘4’ on the Leuven scale for all four of the case pupils. My research partner also observed an improvement in behaviour whilst I was playing the guitar. This supported the beliefs of Pound and Harrison (2003) that by teaching children to listen, music can encourage a positive attitude to learning.
The first thing we agreed that would need to be changed from the first lesson was the seating plan. Due to the children sitting around the edge of the carpet, facing me, my research partner had a limited view of two of the children he was meant to be observing. As we were using the Leuven scale it was integral that my research partner could see the faces of the pupils, as it would have helped to indicate their engagement levels. For the next lesson the seating plan and my observation point would need to be changed. One positive we did note of my research partner’s observation point was that it was less intrusive and may have minimised the observer effect (Cox, 2000). The Leuven scale was effective but my research partner suggested that it could be improved. This was due to the fact that my research partner was unsure as to whether it was the guitar or the singing that was most engaging the pupils. He proposed a new observation schedule in which there were more layers to the music being used, including sections where singing was used without guitar and also a section where a different format of music was used alongside singing (YouTube audio of the song). As he suggested this to me I saw one of the benefits of the Lesson Study in action, in which I was made aware of something that I would probably not have normally consider (Dudley, 2014). 
After the lesson, we conducted our interviews. I suggested that it was better to ask the children our focus questions individually. The questions were fairly open, as discussed in our Lesson Study design (see Appendix E). I was wary of pulling the children away from play time so the questions were asked during play. This did, however, seem to affect the engagement during the questions. One of our concerns when designing the Lesson Study was that there may be limited responses to the questions due to their age. This proved to be the case as a number of the answers were of very few words. Despite the questions being open-ended, leaving room for extended answers, a number of the answers were “yes” or “no”. These responses helped to shape our next lesson, as we decided that a focus-group interview could generate better responses. We also inferred that it would be better to have audio evidence. We discussed the use of voice recordings with our senior mentor and were able to gain permission in compliance with BERA (2018) regulations.
Following on from our Lesson Study we immediately discussed and filled in our reflection. As discussed in our Lesson Study design, we used Brookfield’s Four Lenses. Thanks to our interview with our case pupils we were able to complete three of the four perspectives, including our learners. We would relate these to relevant literature at a later date.
Once the lesson study had been completed, I continued to use the song as a point of reference for the order of instructions to build the bird feeders. The following day I was working with a group of my less able learners. They struggled to recall the order in which the bird feeders were built until I started singing the song. The children then began reciting the lyrics and remembered the order. This proved to me that even outside of the lesson study itself, engagement in the music could be high.

Lesson Study 2 results and analysis
The second lesson took place in my research partners Nursery class. After thorough discussion, my research partner developed his lesson that would use different approaches to structured musical input, such as recordings. I agreed that it could be beneficial in giving us an idea of the type of structured musical input that could be best. Pound and Harrison (2003) suggest that a disadvantage of pre-recorded music is that children are unable to see how the sounds are produced. We knew that playing the guitar and singing along with and prompting the children would still play a massive part in the second lesson study, but thought that it could be interesting to add new elements.
His lesson was an oracy lesson centred around the nursery rhyme “Bingo Was His Name”. The aim of his lesson was for his pupils to follow his instruction, and to be able to repeat the words of the song. One focus of his lesson was to encourage children to understand the beat of the music, in particular during the chorus. Pound and Harrison (2003) suggest that beat can be understood by even young children because music is “felt”. To support the children’s understanding of the beat, clapping along was encouraged. As discussed following my lesson, my observation point was at the front of the class. Prior to the lesson I was given descriptions and names of the children I would observe and my observation schedule (see Appendix F). He informed me that one of the case pupils (Child C) had not been diagnosed with any learning difficulties, but did struggle with engagement during all lessons. I was introduced as a visitor who wanted to see how well the class could sing. By chance, there was a vast difference in the ability levels of the children I was observing. This gave us a wider range of pupils of differing abilities. 
The lesson took place for exactly the same length as mine, and at the same time in the day: 11:00 – 11:30. We did this as we wanted our Leuven scale results to be more fairly comparable. Had we taken both Lesson Studies at different times in the day, children may have had different energy levels, and energy levels can play a large part in emotional engagement (Marzano and Pickering, 2011).
My research partner began his lesson with an introduction recapping how his class had been learning about different animals on the farm. He then went on to explain about a dog on the farm named ‘Bingo’, and that he had learnt a song about the dog. As discussed following my lesson, the structured use of music had changed from my lesson. Firstly, my research partner sang the lyrics to the song through with no musical accompaniment. He repeated this twice more, encouraging the children to sing along and supporting them. With all case children, engagement levels for the singing with no musical accompaniment were at their lowest throughout the lesson (Child A and Child D scoring ‘3’, Child B scoring ‘4’, and Child C scoring just ‘1’). He then moved onto singing whilst playing the guitar. This caused an increase in the engagement levels of all four children (Child A, Child B and Child D were now all scoring ‘4’ for engagement levels, whereas Child C scored a ‘2’). This was followed by the music being played on a YouTube video, with the children again encouraged to sing along. This was the most engaging musical input, with both Child A and Child B at peak engagement and reaching ‘5’ on the Leuven scale, although this may have been due to the fact the children were becoming more accustomed to the song. This supported McPherson and Welch’s (2018) views on the relationship between repetition and engagement with music. Child D stayed at a level ‘4’ and Child D stayed at level ‘2’. Finally, my research partner put on an instrumental version of the song with no guide vocal. With no guide vocal and little support from my research partner the children’s engagement levels again dropped, with Child A and B again dropping down to a ‘4’.
As with our first Lesson Study, children appeared more engaged with a musical input than when my research partner was speaking. Of our focus children, three were engaged with all musical inputs. The only child that struggled to engage (Child C) was the child that my research partner believed could have struggled.
[bookmark: _GoBack]We felt that our second Lesson Study definitely improved upon the first. We felt better prepared, and had fine-tuned our lesson. The first thing that had notably improved was our observation point. Being sat at the front of the class, with all pupils completely visible meant that the Leuven scale could be more effective. I could observe all body language and facial expression and this helped me to give a more accurate rating against the Leuven scale. My research partner’s idea to redesign the observation schedule to include more musical inputs also appeared to help. It gave us a deeper insight into exactly what was engaging the case pupils. Our case pupil interviews worked much better as a focus group interview as opposed to interviewing the children separately. As research had suggested, it helped the children to articulate their opinions (Breen, 2006) and they bounced off each other. Despite this class being younger than the first class, they actually gave more articulate answers. Using audio recordings to gather our information also helped as it was easier to evaluate our evidence following the questions, it also made the interview process quicker (see Appendix G for Transcription). We noted our improvements in our reflection sheets (see Appendix H and I). All of these improvements further proved the positives of a Lesson Study approach, where analysis of the first lesson helped to modify and improve our second lesson. 

Relation to Relevant Literature
Our observations and findings appeared to underpin a lot of what we had found in the relevant literature, namely:
· McPherson and Welch’s (2018) emphasis on repetition and variation as “fundamental features” (p. 89) that help to engage children in music was certainly reinforced by our findings. Both of our lessons encouraged repetition and variation, and engagement visibly increased. 
· Our observations that during both lessons children were even more engaged when they themselves were singing, as opposed to just listening, mirrored the findings of Schellenberg et al. (2007). In this case study involving Japanese five year olds and engagement, they found that children were at their highest engagement when they were allowed to sing along.
· Pound and Harrison’s (2003) suggestion that music can have a positive effect on behaviour also seemed to be supported, especially during Lesson 1.
· Our readings on “observation point” strategies (Chesterfield, 2008) certainly helped to inform our positioning when observing. This was of prior importance following Lesson 1, in which our observation point could have been improved.
· Breen’s (2006) writings on the positives and negatives of ‘individual’ and ‘focus group’ interviews definitely affected both Lesson 1 and Lesson 2. Initially beginning with individual interviews to avoid “social pressure” (p. 466), we ultimately decided that a focus group would more effective. This proved to be the case.

Conclusion

Following on from our Lesson Study, my research partner and I agreed that there were a number of strengths, but also limitations, to our chosen methods. We were both in complete agreement that Lesson Study is certainly an effective tool for professional development (Dudley, 2014). Throughout the whole process we were made more aware of both the learning of the children, and our own teaching methods (Avalos, 2011). There are of course detractors to the Lesson Study approach. Chokshi and Fernandez (2004) accept that it is time consuming, whilst also accepting that some teachers may by “too nervous” (p. 521) to open their classrooms to peers.
The limitations of our methods probably stemmed from our lack of experience in Lesson Study. The Department of Education (2009) state that for a Lesson Study to be at its most effective it should be conducted by teachers with a range of different teaching experience, including a member of a department’s leadership team. A more experienced teacher could have acted as a facilitator and supported my research partner and me. Some believe that knowledgeable facilitators are integral to effective lesson study (Vaughn, 2012). In Japan particularly, a number of teachers are involved in the Lesson Study. With more teachers involved in analysis, we could have potentially had more accurate and more meaningful findings.
Reflecting back on our Lesson Study, we should have undoubtedly piloted our use of the Leuven scale. We could have done this by observing as our class mentors led a lesson, observing our case pupils in the process. This could have potentially made the Leuven scale more effective, efficient, and accurate. This would have made us more comfortable using it. This could have also helped us with our observation strategies, helping us to find the perfect “observation point” (Chesterfield, 2008).
I feel that using the focus group interview in the second lesson was fairly successful, but ultimately both interviews did not help much in our reflective process. The main limitation to our interview methods was the age group. Olson (2016) states that this challenge is mainly down to “limited language skills” (p. 30), which my research partner and I definitely found to be the case.
We definitely found Brookfield’s (2017) Four Lenses the best approach to reflective writing. Although more time consuming, it gave us a deeper understanding of what we had learnt in both lessons.
Ultimately, our research, reflections, and subsequent findings led us to these significant conclusions:
1) Children were more engaged during musical inputs.
2) Children were less engaged when there was no musical input, such as during the introductions or between songs.
3) Children were at their most engaged when they themselves were encouraged to join in with the musical inputs through singing, as opposed to just listening to the teacher/person leading the activity.
4) All structured musical inputs had a positive impact on engagement, but music coming from the speakers appeared to have the most positive impact.
These conclusions appear to categorically support that structured musical inputs have a positive impact on engagement in the Foundation Phase. The implications of this on future practice will be discussed in my Recommendations.
Recommendations
As put forward in my conclusion, if I were to take part in a Lesson Study in the future I would definitely encourage the use of a facilitator, encourage more planning, and pilot the rating scales used in my own practice. I would also urge others to follow such advice.
Despite our limitations, we agreed that our Lesson Study was a valuable experience for both us and our pupils. We believe that our findings definitely prove that there is a positive relationship between musical input and engagement. Through the structured use of guitar and singing, we were able to engage children in learning materials that may have otherwise not interested them.
If I were to take part in a similar Lesson Study in the future, I would like to see what the impact of a structured musical input on engagement in a Key Stage 2 setting. Another addition that was initially deliberated could be instruments that the children themselves could play during the lesson, as encouraged by Connors (2017). We felt that given our lessons were only 30 minutes each, this could have proved problematic. But with more planning it could definitely be another musical input that could have furthered engagement. As discussed in my lesson study analysis of Lesson 1, in the days following the lesson, pupils remembered the sequence of instructions through singing the ‘Pinecone Birdfeeder’ song. A future Lesson Study could explore the relationship between music and cognitive engagement, in particular ‘recall’. 
I would certainly encourage current and future practitioners to use structured musical input more frequently in lessons. As demonstrated in this lesson study, musical input can be used not only in music lessons but also as a cross-curricular learning tool. As discussed in our analysis, the most engaging musical input was YouTube audio and as such the musical ability of a teacher would not be an issue. More music in the classroom would also support at least two of the new curriculum’s ‘Four Purposes’: children being ambitious, capable learner, and children being enterprising, creative contributors (Donaldson, 2015).
In echoing the words of Pound and Harrison (2003) that opened this essay, I truly do believe that “using music across the curriculum can only have a positive effect on the quality of education” (p. 70). We have shown in this research study that structured musical input can positively impact engagement, and therefore positively impact on this “quality of education”.
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