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Aims and purpose

When discussing Foundation phase teaching practice within our student-teacher triad,
it was found that engaging all learners during whole class teaching and learning was a
common barrier to learning. Furthermore, story-time was identified as a common daily
activity across our Foundation phase classrooms, in which we felt it was particularly difficult

to engage all children, de-valuing the impact of story-time on early childhood development.

The current research was conducted by a triad of student teachers who used a small
scale research project close to practice (lesson study (LS), Dudley, 2014) to complete a cycle
of observations, reflections and refinements, in order to improve children’s engagement
during story-time. This research analyses the data collected from a series of three lessons and
reports its findings regarding teaching strategies that engage learners during story-time.

The study took place in a large, English-medium school within a small town. Each of
the three lessons took place within a Foundation Phase classroom with an average of thirty
pupils and that the student-teacher taught in during the last half-term and so was familiar with
the practices and learners. Throughout the report, the identity of the school and participants
will remain anonymous for confidentiality and ethical purposes (British Educational
Research Association (BERA), 2011; Education Workforce Council (EWC), 2017,
University of Wales Trinity Saint David (UWTSD), 2017-2020).

Literature

Deep level learning can only occur when the child is intrinsically motivated and
involved in the activity (Laevers, 2015). Involvement also referred to as engagement, is
described as an intrinsic, active motivation in the learning process driven by an exploratory
force (Laevers, 2015). The predominant trait of involvement is concentration, when a child
has a narrow focus of attention on the task (Laevers, 2015). It is suggested that involvement
occurs when the activity is at an appropriate level for the child and they are working within
their ‘zone of proximal development’ (as described by Vygotsky, 1978 cited in Berk, 2009:
265). It is vital that teachers consider these factors within their planning alongside learner
needs to provide effective learning opportunities.

Storytime is a rich learning and teaching technique used throughout Foundation Phase
classrooms to engage children across all the areas of learning. Having recognised this, many

schemes of work have been introduced that use the power of story time to engage children
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and initiate discussion and thinking such as ‘Tedi Twt’ (Athrawon Bro Sir Gaerfyrddin,
2014) for teaching the Welsh Language and ‘Barnaby Bear’ for Geography (The
Geographical Association, ND).

Whilst story time has a positive impact on the personal, social and emotional
development of children (e.g. Betawi, 2015), it is most frequently documented for its
promotion of language and literacy skills. Numerous studies have supported the positive
impact that early exposure to books has on children’s development and so for many years
community librarians have been delivering story times to pre-school children, focusing on
techniques that target the six key literacy skills which have been reported to have a positive
impact on pre-reading skills (e.g. Goulding et al., 2017; MacLean, 2008). Researchers argue
that whilst exposing children to pre-reading skills is important for future reading success,
there is equal emphasis on the importance of sharing positive experiences and an enjoyment
for reading in order to inspire children to read and engage positively with books throughout
their lives (Maclean, 2008; Morgen and Fuchs, 2007 cited in Goulding et al., 2017).

Many studies argue that the talk and social engagement that surrounds story time is
what makes it a rich learning experience. Interactive story times encourage talk and
participation to support vocabulary and narrative skill development (Duursma et al., 2008;
MacLean, 2008). For example, librarians have found that using their voice expressively and
body language, in particular facial expressions, has allowed them to create tension and
excitement around the story. Subsequently, this has led to increased engagement and
encouraged children’s language development (Saint-Georget et al., 2013 cited in Goulding et
al., 2017). Familiar books are also thought to be engaging for young children because they
can practise their narrative skills and join-in discussions or read along confidently, also
building word recognition, fluency and comprehension (Diamant-Cohen and Hetrick, 2013;
Duursma et al., 2008; Kesler, 2010; MacLean, 2008).

Talk during story times, particularly dialogic reading, significantly improves
children’s emergent literacy skills and expressive vocabulary (Duursma et al., 2008; Lambert,
2015) also promoting critical thinking and imaginative skills (Maclean, 2008) through adult

initiated open-ended questioning throughout story-time.

On the other hand, Lambert (2015) argues that young children should be encouraged

to focus more on the visual and physical elements of books during story-time. Engagement
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should be encouraged by promoting thinking through open-ended questions to generate
curiosity about the book, leading to predictions and continued inquisition through picture
reading as the story unfolds. Additionally, Lambert (2015) argues that children may not
benefit from physical book features in a large group, de-personalising and disengaging
children from the experience. Children would benefit more in a small group, in an in-depth,
hands-on experience where children should be exposed to a range of reading resources
through various formats (Lambert, 2015). Varying the format of books used in story time

widens its accessibility and promotes inclusion.

In relation to ensuring story time is accessible to all learners, using digital media such
as an interactive white board (IWB) has been identified as an engaging story format that
supports shared reading as it is visible to all learners across the classroom (Paganelli, 2016).
Supporting this, Topo (2015 cited in Paganelli, 2016) reported that school librarians found
that books were no longer engaging students and the introduction of a digital story time was

reported to increase pupil engagement in KS2.

Furthermore, research has suggested that through using e-books and assistive
technology, students gain access to additional learning support during the reading process
such as dictionaries, and specialist audio and visual support for example (Tran, 2014 cited in
Paganelli, 2016). Whilst research acknowledges that children should be exposed to a range of
reading material through a variety of formats it could be argued that in the progressively
digital world children should be increasingly encouraged to engage with high-quality,
technological equipment to enhance story time and develop digital literacy (e.g. Atwell 2007
cited in Paganelli, 2016; Diamant-Cohen and Hetrick, 2013; Fischer, 2016; Lambert, 2015).
Children and teachers are expected to incorporate digital skills into all areas of learning
(Donaldson, 2015) which will also have an impact on story time. This could be achieved by
using e-books; story making apps; digital forms of puppets and programmable robot story

tellers for example (Paganelli, 2016).

In contrast to using technology to support additional learning needs, researchers have
found that using drama activities within literacy interventions has helped engage children in
stories to develop a deeper, more meaningful understanding and comprehension of stories
(Adomat, 2009; Wilhelm, 2007 cited in Adomat, 2012). Many researchers support this idea
reporting that using drama during or after story time enables children to immerse themselves

into stories and characters to actively build on each other’s understandings as a form of social
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scaffolding, allowing them to develop deeper understandings from different perspectives
(Crumpler, 2007 cited in Adomat, 2012). Furthermore, drama gives children an alternative
way of sharing and expressing their thoughts and feelings to demonstrate understanding
creatively as reported by Hancock (2007) and Bernal (2007) both cited in Adomat (2012).

Similarly, the introduction of props during story time has been reported to engage
children through creative, expressive movement, enabling children to make meaning in text
that perhaps cannot be read, understood or verbalised (Stevens, 2012). Using concrete
resources as props can make a story life-like and accessible to all children, for example
helping develop vocabulary by exploring props using senses to aid understanding and make
meaning for future recall (Kesler, 2010; Stevens, 2012). Such props can be introduced
through ‘story sacks’ and to further engage learners, teachers have involved children in the
planning and preparation of the sacks to complement stories (Stevens, 2012). The Welsh
Assembly Government (WAG, 2011) reported that pupil participation whereby children are
involved in decision-making, planning and implementation, in itself can lead to better

classroom relations, improved behaviour, engagement and learning.

In addition to the use of props within story time, props could be used as a lesson
‘hook’ to spark imagination and engage learners prior to story time. Stevens (2012) suggests
that the most effective props to engage children relate to their experiences and interests,
supporting the wider literature regarding engagement. For example Laevers and Moons (1997
cited in Laevers, 2015) identified that providing activities that complemented children’s

interests, increased engagement.

In relation to using drama and props, puppets have been identified as engaging
classroom tools that promote inclusion, motivation and engagement in young learners (e.g.
Diamant-Cohen, and Hetrick, 2013; Remer and Tzuriel, 2015; Salmon and Sainato, 2005).
An interesting study by Remer and Tzuriel (2015) found that teachers who used puppets as a
mediator in the classroom reported significant positive effects on children’s social and
emotional skills, language development and motivation to learn, particularly among children
who had difficulties in those areas of development. However, the researchers highlighted the
difficulties experienced by some teachers in the operation of puppets and successful
integration of them into effective learning and teaching methods. Therefore, suggesting a
need for training in order to successfully implement puppets into the teaching and learning

process to witness the benefits puppets can have on learning and development.
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In conclusion, the literature supports the use of technology and props as techniques to
promote inclusion and more specifically, to engage young children in their learning through
story-time. The current study therefore decided to reflect upon and refine the practice of
using e-books and props as engagement strategies during Foundation Phase story times.

Lesson study design

The methodology used to conduct this research was a lesson study. Dudley (2014)
described lesson study as a form of action research carried out by teachers who identify an
area for development within their pupils’ learning and work in collaboration to plan, teach,
observe, reflect and refine their teaching strategies in order to improve students’ learning.
Many thorough evaluations of the impact of lesson study on pupil progress have been carried
out (e.g. Dudley, 2012, 2013, 2014) and have found that teacher learning through such action

research has had a direct, positive impact on pupil progress.

Norwich and Jones (2014) found that teachers who had taken part in LS later had
increased confidence in their teaching and were more likely to experiment with new teaching
approaches. They also demonstrated a higher quality of planning and a better ability to
differentiate lessons compared to teachers who had not taken part. Teachers also reported that
the process was effective because the observation focused on pupil learning rather than on
teaching. Cerbin (2012) also found that teachers enjoyed the opportunity to observe and

analyse student learning as they do not usually have the time to do so.

On the other hand, Murray (2013) reported a number of misconceptions held by
teachers regarding LS, which can have a negative impact on its effectiveness. Whilst there
are a number of limitations and misconceptions associated with LS, the current researchers
were unlikely to be affected by them as they are student teachers eager to learn and
accustomed to the observation, reflection and professional learning process. However, it is
acknowledged that such misconceptions among practitioners should be addressed in order for
LS to be effective.

The methods of data collection used were non-participant observation, focused-group
(FG) interviews and student-teachers’ reflections following their teaching. These were then
used to inform the post-research discussion between the three researchers to reflect on the
learning and refine teaching strategies for the next lesson. The data collection methods used

were the same throughout the lesson study to provide consistency across the study. A
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qualitative data analysis was conducted, amalgamating key issues emerging from the data
collected from the three lessons, to draw conclusions and make suggestions for future

practice.

Dudley (2014) suggests that three target pupils that demonstrate differing groups of
learners should be observed during the process. Researchers were limited to which children
could participate due to limited numbers providing parental consent or their own. Therefore,
an opportunist sample was used. In each of the three lessons, three target children from
different attainment groups were chosen by the teacher and student-teacher of that class, as
this was the information made available to us. The target children were observed and later
participated in a FG interview. Whilst Dudley (2014) argues that one FG of three children is
a sufficient sample size for lesson study, other authors disagree (e.g. Morgan, 1988 cited in
Cohen et al., 2007), arguing that the small sample cannot be representative of a group of
learners. This limits the ability to generalise the findings and is a limitation of LS.

A structured non-participation observation took place, whereby the researchers noted
the occurrence of certain incidents on a pre-prepared observation schedule, the Leuven scale
of involvement (Laevers, 1994; See Appendix 1). The Leuven scale of involvement is a five
point scale used to determine the engagement of a child in a specific activity. The scale
ranges from 1 where the child is passive and displays no enthusiasm in the activity with no
concentration to 5 where the child is highly engaged throughout, concentrating without
distraction and the activity is at an appropriate level of challenge to aid the engagement
(Laevers, 2015). The level at which they are achieving throughout the research lesson should
be agreed by researchers (Dudley, 2014). Despite relying on subjective observations of
involvement, the Leuven scale has high validity and inter-rater reliability (Laevers, 1994).
Therefore was an appropriate measurement for children’s engagement within this lesson

study.

As part of the LS, three target pupils were interviewed within a FG by the researchers
to gain pupil voice regarding the teaching and learning process. As suggested by Dudley
(2014), the focus was on the children’s views of the lesson and how teaching could be
improved in the future to support this process. FG interviews allow participants to express
their opinions and reflections on the learning and teaching process in an informal, non-
judgemental environment. Article 12 of the United Nations Convention on the Rights of the

Child (UNCRC; UNICEF UK, 1990) states that children have the right to an active role in
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decisions that affect their learning and well-being, therefore, schools across Wales strive to
include pupil voice as an integral part of the teaching and learning process (ESTYN, 2016;
WAG, 2011).

The direct contact within interview situations acts as a strength as well as a limitation
to data collection (Borg, 1963 cited in Cohen et al., 2007). Its limitations are that it provides
no anonymity from the researcher or other interviewees, particularly in relation to this
research, data could be effected by group dynamics, dominance of peers, level of articulation
and many other factors. Furthermore, pupils may feel obliged to try and ‘please’ the teacher
as they may be seen as an authority figure and so children may not answer truthfully,
potentially affecting data validity (Arksey and Knight, 1999 cited in Cohen et al., 2007).

Researchers were aware that the most reliable interview results occur when the
interviewees are aware of the purpose and are at ease (Tuckman, 1972 cited in Cohen et al.,
2007) and that successful FG interviews depend on relationships, communications and
understanding between learners and teachers (Dudley, 2014). Therefore, researchers tried to
reduce the impact of such limitations by creating an informal interview scenario by mixing
the seating arrangement in a relaxed, visible area of the classroom to create an enjoyable

discussion in familiar surroundings.

Furthermore, the interview was led by the student-teacher that had taught that class
last term as they knew the children best along with specific child-appropriate language to use
to help ease the children in the unfamiliar situation. Children had a good rapport with all
present researchers as they had been working throughout the school prior to the study and
were taught by one of them for a number of months during professional teaching experiences
earlier this term. In addition to this, all researchers were introduced to the children at the
beginning of the lesson during the explanation (See Appendix 2) where the purposes of the
study, including the intentions of the observers, were explained to the children. This should
have reduced observer effect sizes although it is acknowledged there may be a minimal

effect.

In contrast, the strengths of a FG interview with a number of researchers, are that the
interviewees and interviewers can contribute to an informal discussion where thoughts and
perceptions can be expanded upon to gather more information or clarify ambiguous responses

but also requires interview skills. This method could lead to unstructured responses making it
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difficult to quantify (Cohen et al., 2007). Researchers can jointly ask questions building on
additional points or questioning something that they picked-up upon during the lesson for
example that may not have been anticipated. The questions were pre-constructed and open-
ended (See Appendix 3b) reflecting the intentions of the lesson study to draw on the attitudes
and opinions of the children regarding the lesson. FG questions are susceptible to being led
by interviewers and so require careful management. It would be extremely difficult to refrain
from giving unconscious signals during the interview that may imply approval or disapproval

which would affect responses (Cohen et al., 2007).

The responses were recorded using audio-recordings and note-taking. Again, both
methods could pose strengths and weaknesses to the data collection. Researchers have argued
for example that whilst audio recordings are unobtrusive they could restrain respondents and
furthermore the note-taking of an interviewer could be distracting to children (Cohen et al.,
2007). As mentioned, children were briefed to understand what and why the researchers

were note-taking and recording and they did not appear to be effected by the process.

An ARC reflection model was completed by the student teacher following each lesson
to collect data on the teaching process from the teacher’s perspective. The ARC reflection
model is based on models of reflective practice such as Kolb (1984) and Gibbs (1988) both
cited in University of Bradford (ND). In such models the teacher analyses the learning that
occurred during the lesson, links it to the theory to enable conclusions to be drawn and an
action plan to be developed for future teaching. The ARC model was adapted to refer to the

specific aims of the research lessons (See Appendix 4).

A post-research discussion took place following the reflection of the teacher, the
agreement between observers and the FG interview. The researchers analysed the three sets
of data collection and identified trends which were then used to refine teaching strategies for
the next lesson, as recommended by Dudley (2014). As suggested by Dudley (2014), the

focus of the discussions was the learning and pupil voice, before addressing teaching.

Ethical considerations

Abiding by University regulations, an ethics form was completed by each researcher
which was approved prior to the LS by the school and University Ethics Committee. Ethical

procedures were adhered to throughout the course of the LS. The LS took place in classrooms
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that the student teachers had taught in for a number of months, and so were aware of the

school’s safe guarding and health and safety policies which were followed at all times.

Prior to the lesson, the teacher and student teacher discussed the purpose of the lesson
including the presence of the observers, with the whole class (See explanatory statement in
Appendix 2). This complies with LS guidance by Dudley (2014) and ethical guidelines
(BERA, 2011; EWC, 2017; UWTSD, 2017-2020). Furthermore, as the teaching strategies
were considered as normal classroom practice, all children participated in the lesson study as
it formed part of their daily classroom routine and ensured that all children accessed equal

learning opportunities and inclusion within all educational experiences.

The three target pupils were required to provide assent and parental consent to
participate in the observation and FG interview. A letter of parental consent (See Appendix
5) was sent home prior to the study to inform guardians of the LS. Limited responses within
some classes determined the sample participants. As with the explanatory statement, the
intentions of the observations and FG process was explained fully to the target children by
the student teacher and due to their age, attempts to check their understanding of their right to
withdraw at any time were made (See Appendix 3a). Children that agreed to participate were
asked to confirm in the form of a child-friendly written assent along with verbal assent which
was witnessed by the class teacher (See Appendix 6). At no point during the study, were any
incentives discussed with participants so as not to pressure them or induce the risk of bias on
the data. Children who chose not to participate by not giving their assent were reassured that
there would be no adverse consequences and were treated equally throughout the LS.
Researchers continued to assess body-language and other responses of target children as
indications of continued assent throughout the interview process. The class teacher was
present at all times and at no point did any child indicate a wish to withdraw or become in

any way noticeably effected by the process.

Lesson study analysis

Considering relevant literature, the intention of this research was to find out whether
using props and an IWB during story time encouraged engagement. Therefore, lesson one
(L1) used an e-book read by the teacher and the children were encouraged to use puppets
throughout the story to express movement and emotions of characters (See lesson plan in

Appendix 7). Children asked and answered questions imaginatively through the role of story

11



Student number: 1700782

characters during the plenary ‘hot-seating’ activity achieving the Learning objective (LO).

This demonstrated their engagement with the story and characters within.

The main findings were that overall the props caused disengagement during story
time which was highlighted in each of the data collection methods. The teacher’s reflection
suggested that the cause was due to lack of exposure to props and that in the future, more
time could be spent encouraging the children to engage with the props prior to the story time.
This was supported by observations of the target children (See Appendix 8). Child A was not
engaged with the prop until he was encouraged by the teacher following which he showed
clear signs of engagement by using his prop imaginatively throughout. ‘Child B’ and ‘Child
C’ showed low to moderate signs of engagement which seemed to be negatively affected by

the use of props (See Appendices 9-10).

Whilst Child C expressed a liking for using puppets “because in a normal story we
just sit still and listen” (See Appendix 11), she also referred to them as “distracting” which

supported observational data.

Similarly, Child B was disengaged by the props and attributed the cause to the
character “it was a boy” (See Appendix 11).

The conclusions regarding the use of puppets during story time was that a limited
number of characters should be used or children should have a choice of character to
encourage their engagement. Additionally, time should be allocated for children to engage

with their puppets prior to the story and for the teacher model positive use of puppets.

The FG interview also provided an insight into the children’s views of using an E-
book during story time. Children identified this themselves as a difference to their normal
story time and a preference compared to a book held by the teacher because it was more

visible making it more engaging.

Evidencing this, Child B commented, “I like it when it’s bigger because otherwise

we’ll only hear the teacher and not see the pictures so we might not know what’s happening”.

In contrast, the student teacher felt slightly disengaged with the story due to the
format (See reflection in Appendix 12). This finding supports literature (e.g. Lambert, 2015;
Paganelli, 2016) and could have a negative impact on teacher motivation and consequently

on student engagement and learning
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During the interview it also became clear that children would prefer to read books
about their interests and that they are familiar with to enable them to join in, supporting
literature (Diamant-Cohen and Hetrick, 2013; Duursma et al., 2008). This supports the
teacher’s choice of story as it was familiar to the children but also inspired curiosity as it was
a compilation of different classical fairy tales. Time was spent prior to the lesson creating
anticipation, asking questions linking to the LO and encouraging discussion and thinking
between the children, as literature suggests, encouraging engagement from the start of story
time (Lambert, 2015; Stevens, 2012).

The post-lesson discussion concluded that an E-book should be used in future story
times as it encouraged engagement for the children. However, researchers decided to try
using an audio E-book to free the teacher to encourage positive use of props through the
immersion into the characters throughout the story to encourage engagement In addition to
this, in order to address disengagement caused by the choice of characters, the puppets were
limited to the two main characters of the story and all children would have a turn at using

each character.

It was evident from L1 that engagement was difficult to measure and conversations
took place between the two observers following each observation to discuss discrepancies
and decide on a ‘best-fit” judgement for each target child. This was a minor concern and so

the measure was used for the following lessons.

Similarly for Lesson two (L2) a familiar story was chosen as this was identified as a
positive factor for engagement from L1 following the FG interview. The observers rated the
target children as being moderately to highly engaged and identified that whilst there were
high levels of engagement with the screen and drama elements, children did not engage with
the finger puppets. It appeared that the main cause of minimal engagement was the limited
challenge experienced by the children, it did not ‘address their imagination’ or require ‘full
use of their capabilities’ as identified in the observation schedules (Laevers, 1994). This
demonstrated the importance of knowing your learners and as Laevers (2015) argues,
children must be working within their ‘zone of proximal development’ to actively engage in a

task.

The limited impact of puppets on engagement was supported by pupil voice gained in
the FG interview (Appendix 13). Interestingly, whilst the board appeared to engage the
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children from the observers’ perspectives, the children voiced a preference for story time
using hard copy books. The reasons implied that children like a relaxed, passive story time
where they feel close to others (Evidenced in Appendix 13). However, the data could have
been influenced by the time of day and the impact it may have had on the energy and

emotions of the children.

As was evident from the FG interview, children preferred familiar books that relate to
their interests, mirroring views of children from L1. Children did comment that the finger
puppets were appealing because they were ‘new’ but would have preferred not to use them,
indicating that using a variety of story time approaches would be engaging (Refer to
Appendix 13). Furthermore, the use of an audio E-book allowed the teacher to encourage
engagement. Although it seemed to have an effect on the drama aspect rather than increasing
the engagement through using concrete props. Whilst the children were prompted to engage
through teacher encouragement, again the teacher felt less engaged with the story as she was
unable to stop and question for example, which contributed to the minimal level of challenge.

This will be addressed further in the discussion.

The child who was most active and rated as displaying higher levels of engagement
using the Leuven scale, also engaged in the post-story ‘hot-seating’ and demonstrated his
ability to empathise with characters. Therefore it could be argued, supporting the level of
engagement observed during story time. On the other hand, the other children who had
slightly lower levels of engagement during the story did not volunteer to participate in the
hot-seating activity. However, it would be impossible to link this to their observed
engagement throughout story time as their unwillingness to volunteer may have been
influenced by a number of other factors. This demonstrated the difficulties associated with
measuring subjective compared to objective concepts. Literature of puppet use (e.g. Remer
and Tzuriel, 2015) implies that this may have been the appropriate time to introduce puppets
to encourage communication and extend skills rather than puppets encouraging engagement
in the actual story.

The final refinements that were made considered the combined findings but also had
to be appropriate to younger children. As the board had had a positive impact on engagement,
the student teacher used an E-book but also encouraged a close and comfortable sitting
arrangement to promote the relaxed nature preferred by the children of L2. It was also

decided that the teacher would use a puppet to encourage engagement throughout the story
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with a similar emphasis on drama that was found to encourage engagement in the previous
lessons but also as a mediator between the children and teacher, to encourage participation as
described by Remer and Tzuriel (2015). In contrast to the previous lessons whereby children
had used the puppets, the teacher handled the puppets and props were indirectly introduced to
the children prior to the story time which induced anticipation among the children and acted
as a ‘Hook’ (Stevens, 2012).

During lesson three (L3), children were observed as being highly to extremely highly
engaged throughout the lesson and achieved the LO. These were the highest levels of

engagement observed throughout the LS

In contrast to the previous lessons, the teacher felt engaged with the E-book as she
read it and was able to pause at various points throughout to challenge children, encourage
drama, question and address behaviour, through the use of a familiar and seasonally relevant
character, ‘The Easter Bunny’. The difference of the teacher using the prop helped the
teacher to feel involved but also had a positive impact on pupil engagement. It eliminated the
distractions caused by the puppets in previous lessons and enhanced the learning experience

by sparking imagination and engrossing the children in the activity.

Props were also introduced before and during the story which brought the story to life
for the children. As literature suggests, children used their senses to explore the props which
enhanced their learning experience. The impact on engagement and enjoyment was reflected
in the observations but also through the children’s expressive language and non-verbal body-

language in the FG interview.

The pupil voice exercise highlighted the positive impact of the IWB for story time but
children also expressed their preference to “sit close” and “have a rest” (See Appendix 14).
This seemed to be a recurring theme from the children in the LS and so it would be suggested

that a welcoming and comforting environment is promoted during story times.

Discussion

Overall, the LS found that puppets were successful in engaging children during story
time only when used by the teacher. However, engagement was only found in L3 with the
youngest of the sample therefore it would be advisable to trial the use of teachers mediating

through puppets during story time across the Foundation Phase age range before
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implementing into classroom teaching. Children using puppets was not an effective

engagement strategy during story time in this study.

In contrast, the use of concrete props to support visualisation and understanding was
engaging for children. The use of props prior to the lesson was an effective way of creating
curiosity and engaging learners as was using props throughout story time but again, managed
by the teacher and mediated through a puppet. During the present study, props were used
mainly to engage children and spark imagination and creative thinking however again, only
with the younger of the classes and it should be explored across the Foundation Phase age

range.

Encouraging the children to use drama was found to be an engaging story time
technique and the drama element had more of an effect that using concrete puppets. Although
used as more of an assessment for learning strategy in the current study, children positively
engaged in the ‘hot-seating’ task following story time, implying that drama could be a
positive addition to story time which would support current literature (Adomat, 2009, 2012;
Stevens, 2012). Interestingly, it was noted that a child from each lesson who was observed as
being minimally engaged or not participating in the drama element but had appeared to be
highly concentrated and engaged within the story. The method of data collection used did not
allow the researchers to explore the reasons behind this. Research implies that puppets would
be useful in this situation to support these children and encourage them to engage in the
drama aspect or as one observer assumed, perhaps the task was not challenging enough for
those children. This suggests that further research should be carried out to explore that impact
of encouraging engagement through puppets in the follow-up or extension activity of story-
times throughout the Foundation Phase. Furthermore, an objective measurement relating to a
learning outcome should be measured alongside the engagement level. In this way, learning
progress as well as perceived engagement could be tracked over time as a more reliable and

concrete measure.

Relating to this, Dudley (2014) suggests that during LS teachers should have pre-
expectations of how target children will perform during the lesson. However, there was no
measureable skill assessed in the current study. Instead, the target children were subjectively
measured and as they were sampled according to their attainment levels, no prediction or
expectation was made regarding engagement as this would have been a biased assumption.

Furthermore, attainment levels were not shared among observers to reduce the risk of biased
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data. A follow-up study could measure engagement levels alongside oral skills by recording
post story time discussions, after the introduction of puppets or props to measure the effect on

engagement and importantly learning, overtime.

In relation to the measurement used, the current researchers found the measure of
engagement difficult and were unconvinced of its reliability. Whilst researchers had fairly
consistent observations there were some discrepancies during post-observation discussions of
what the observed behaviours implied. For example, Child C in L2 was observed as
‘fiddling” however, he also appeared to be highly engaged (See Appendix 15). Similarly,
Child B, L3, moved across the length of the carpet during story time which one observer
perceived as being distracted whereas another perceived it as a sign of engagement as the
child had moved closer to the board (See Appendices 16a,b). This demonstrates the
subjective nature of the measurement and suggests a need for an additional, supportive
measurement. Having said this, observations were generally consistent between observers

throughout the study.

Within the study, use of the IWB had a positive impact on engagement during story
time as evidenced by observations and FG interviews. However, children expressed the need
to feel relaxed and comfortable. It was overcome in L3 by simply encouraging children ‘to
come closer’ together and towards the board and it is recommended that practitioners
consider this during future story times. Furthermore, teachers felt slightly disengaged when
the using the IWB and so teachers should experiment and practise its use as small
adjustments to sitting position for example, was found to make a difference. Within future
practice, teachers should also try using a clicker to pause and turn pages on e-books to
become confident at using different formats as this could affect teacher as well as pupil
engagement. Whilst it is important that children and teachers develop digital competence
across the curriculum, it is important to value pupil voice and the extensive literature that
highlights the significance of exposing children to a range of formats and material in order to
enhance engagement as well as educational development (Diamant-Cohen and Hetrick, 2013;
Fischer, 2016; Paganelli, 2016).

As with any use of technology, there is a risk of failure and so teachers should have
an alternative plan prepared (Paganelli, 2016). The current researchers did experience some

difficulty when digital media was incompatible with the schools device, however the risk of
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such instances should reduce when the teacher is in a consistent classroom with access to

devices in advance.

In relation to having an additional plan when using technology, during the data
collection of FG interviews in this study, the audio device was temperamental and so a
written method was used instead inducing the risk of biased data in relation to what was
recorded. To limit such weaknesses Mishler (1986 cited in Cohen et al., 2007) suggested that
a number of methods should be used in collaboration, non-verbal factors and tone of voice
for example could then also be considered. It is argued that consideration of such factors
could help the researcher identify reasoning behind responses and a more in-depth analysis
although that would be increasingly difficult to analyse (Cohen et al., 2007). Alternative data

collection methods could be explored to strengthen findings of future LS.

In relation to using multiple methods, it would be recommended that practitioners
audio-record the interview in order to reflect on and refine their own questioning techniques.
During FG interviews within the current study, at times slightly leading questions and
responses that implied approval were unintentionally used by researchers, potentially
influencing children’s responses and effecting findings (Arksey and Knight, 1999 cited in
Cohen et al., 2007). The children also seemed to misinterpret some questions, for example
during every FG, the children would refer to what they liked and disliked about the story
rather than the specific story time techniques. This implies that questions were ambiguous
and should have been more specific. To address this in future LS, practitioners could reflect
on and refine their questions or alternatively could use a ‘projection’ technique as described
in Cohen et al. (2007) whereby children would be shown images to encourage child-led
discussion among peers rather that a question and answer format. This would further reduce

the risk of biased data caused by the teacher being seen as a figure of authority.

As identified throughout the LS analysis, there were concerns about the reliability of
the Leaven scale. Cohen et al. (2007) suggest that inter-rater reliability could be improved by
piloting the study and observers agreeing upon behaviour indicators of the observation
schedule statements. This should be considered within the methodology of future LS

measuring engagement.

A limitation of LS is that it uses different classes which could be why the findings

were different each time. For example, the learning environments of the children were
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different such as their exposure to technology and ethos within the classroom This may have
affected the findings of the current LS. For example, children in the nursery who were highly
engaged did not become distracted by background noise which was observed as a positive.
However, this may be a reflection of their resilience to distractions caused by the conditions
of their normal learning environment which had an adjoining classroom. Whereas children in
L1 who may have been observed as being distracted by a noise for example which would
have been interpreted as showing minimal levels of engagement in the activity, may be a
result of their normal learning environment which was an enclosed, single classroom, rather
than their engagement levels. Therefore, using samples from different learning environments
reduces validity. This could be improved by repeating the study during the refinement

process more than once in each classroom.

As previously mentioned, LS uses a limited sample size which may not be considered
aa a representative sample. In the future, sample size limitations could be overcome by
repeating the study across a larger scale with slightly larger FG or a different FG each time.
Furthermore, additional measurements such as whole class pupil voice could be explored,

although this would cause additional difficulties and possible limitations.

Conclusions

Using a LS model to collaboratively reflect upon and refine practice has been a useful
and enjoyable experience. Having more than two researchers was beneficial for a thorough
and reliable observation. | feel that | have learned a lot from the process, particularly how to
improve reliability of LS within future practice. Furthermore, given the time to carry out LS,
| have witnessed the advantages of gaining pupil voice and the impact it could have on future
teaching strategies and choices. This is becoming increasingly identified as good practice
(e.g. ESTYN, 2016; WAG, 2011) and will support the purposes of the new curriculum
(Donaldson, 2015). Moving forward, | will consider ways to regularly incorporate pupil
voice into my reflection process throughout future teaching practice as I am now more aware

and appreciative of its impact on the teaching and learning process.

After seeing the nursery children engage so well during story time, | have become
increasingly aware of and inspired by the power of story time to engage children in their
learning and will use this as a teaching strategy throughout the areas of learning.
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In my future Foundation Phase practice, I will use these findings and build upon them
depending on on-going reflections. I intend to use puppets to encourage participation and as a
mediator between myself and children within the classroom. Furthermore, | will encourage
the use of drama throughout story times to engage children. As this study identified the need
to practice the use of props and puppets, | am keen to include drama and props as a regular
enhanced activity (such as ‘story boxes’, Stevens, 2012) to develop creativity, language and
personal, social and emotional development. Through this exposure, children should become
familiar and confident at using props and drama. It may then be beneficial to introduce them

into story times which could explored through future LS.

This study found a positive association between technology and story time in terms of
engagement and so | would also incorporate technology in the enhanced activities such as
puppets on a green screen or programmable puppets. This is an area | would be keen to
develop in line with the introduction of the Digital Competence Framework (Donaldson,
2015).

Overall, existing literature and the findings of the current study have emphasised the
need of exposing children to a variety of formats during story time to ensure inclusion and
accessibility, as well as encouraging engagement and extending their range of skills. This is
something I will strive to provide throughout my teaching career. In order to incorporate
pupil participation, children will be encouraged to have an active role in the planning and
preparation of these experiences which should positively affect pupil engagement and
subsequently, learning. In addition to this, Laevers (2015) emphasises the importance of
monitoring, reflecting and amending such implementations based on levels of child
engagement.
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Appendix 1

Observation Schedule: The Leuven Scale of active engagement

child: Date: __ o:____
Teacher. _ ovbservers: _
Level Engagement Examples Comments

1 Extremely low: No concentration: staring, daydreaming;

An absent, passive attitude; No goal-
The child shows hardly any  [oriented activity, aimless actions,
activity. not producing anything; No signs of

exploration and interest; Not taking

anything in, no mental activity

V) Low: The child shows some [Limited concentration; looks away during
degree of activity whichis  [the activity, fiddles, dreams; Is easily
often interrupted. distracted; Action only leads to limited

results.

3 Moderate: The child is busy [Routine actions, attention is superficial; Is
the whole time, but without [not absorbed in the activity, activities are
real concentration. short lived; Limited motivation, no real

dedication, does not feel challenged; The
child does not gain deep-level
experiences; Does not use his/her
capabilities to full extent; The activity does
not address the child’s imagination.

4 High: There are clear signs of [The child is engaged in the activity without
involvement, but these are  finterruption; Most of the time there is real
not always present to their |concentration, but during some brief
full extent. moments the attention is more superficial;

'The child feels challenged, there is a
certain degree of motivation; The child’s
capabilities and its imagination to a certain
extent are addressed in the activity.

5 Extremely high: during the  [Is absolutely focussed, concentrated
observation of learning the |without interruption; Is highly motivated,
child is continually engaged [feels strongly appealed by the activity;
in the activity and completely|Even strong stimuli cannot distract
absorbed in it. him/her; Is alert, has attention for details,

shows precision; Its mental activity and
experience are intense;

The child constantly addresses all its
capabilities: imagination and mental
capacity are in top gear; Obviously enjoys
being engrossed in the activity.
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Appendix 2
Explanatory statement

Hi boys and girls, it is lovely to be back in your class to see you all! You've probably
noticed we have two more student teachers with us. How lucky! Can we all give them a
nice 'Croeso’ to welcome them to our classroom.

Whilst I've been away in University (my big school), I've been thinking about how | can
be a better teacher. That's why me, Miss X and Miss X are here today... we need your
help!

We want to find out what makes story time fun for everybody and how we as teachers
can make it better and more enjoyable.

To do that, together we are going to read a story trying out some new ways that might
make it even more fun! All we'd like you to do is join in and Miss X And Miss X are
going to watch to see if it looks as if we're enjoying story time and they might be making
some notes.

At the end, we might ask some of you some questions to see what you thought about
today's story time.

Are you all willing to help?

Class teacher: Date:
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Appendix 3a-3b

Appendix 3a
Statement to focused-group children

We want to find out what makes story time fun for everybody and how we as teachers
can make it better and more enjoyable. Together were going to read a story trying out
new things.

We're going to ask you some questions at the end to find out what you liked or didn't
like about story time.

It's your choice whether you would like to answer the questions, if you would not like to,
that is ok, you can tell any of the teachers/adults in this room and that will be ok. You
will not be in trouble you can go back to normal activities.

(Check understanding) Do you have to take part in the questions? Who can you tell if
you don't want to take part anymore? Is it ok if you don't want to take part?

(Ask for verbal assent) Do you feel happy to answer the questions to tell us what you
liked about story time? Can you colour-in the smiley face if you feel happy to answer the
questions to tell us what you liked about story time?

Appendix 3b

Focus Group Questions

1. Was there anything different about this story time to your usual classroom story time?
2. What did you most enjoy about the lesson? Why?

3. Can you show me which part of the lesson you enjoyed the most? Why?

4. What didn’t you like about the lesson? Why?

5. Is there anything | could do when I teach this lesson again to make the lesson better?
Why? How?

6. Is there anything we could do during story time that would help/encourage children to
join in? What would make you want to join in?
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Appendix 4

Model Beirniadau Wedi Adfyfyrio Model BWA
Assisted Reflective Conclusions (ARC) Model

LO:

Dyddiad/Date:

Digwyddiad critigol (Ffocws)/Critical incident (focus):

Profiad/ Experience

Teimladau/
Feelings

“What are your feelings regarding
the story time techniques used to
engage children during story time?”

Cofio a Deall/
Remember and
Understand

“Can you list the aspects of the
story time that went well?”

“What were the elements of story
time that were disappointing?”

Gwerthuso a dadansoddi/
Evaluate and analyse

“What will you keep the same
during story time to engage
children in effective teaching and
learning in the future?”

“What was the cause of the most
important disappointing element?”

Casgliadau a chamau
gweithredu/
Conclusions and actions
“What are your possible solutions
to the disappointing issues

identified?”

“What will you do next?”

Y profiad newydd / Transformed experience
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Appendix 5

Letter of parental consent

Dear Parent/Guardian,

Your child’s school is a partner with | I EEG—_
I 1his school offers placements to students who are learning to be

teachers.

The student-teacher in your child’s class has been given the task of planning, teaching and
evaluating one lesson so that he/she can develop specific strategies to improve their own
teaching. As part of this, student-teachers will be observing the children’s responses and
asking some pupils their views on parts of the lesson. This is designed to inform students’
own practice and support children’s learning.

Any information collected would remain confidential, and both the school and the children
would remain anonymous in work produced. The work undertaken would be in line with the
University’s ethical guidelines. If, at any time, your child does not want to share ideas, they
would not be required to do so.

If you are happy for your child to contribute to the project, please complete the parental
consent form below and return directly to the school as soon as possible. If you are interested
in the outcome of this project or if you have any questions, please contact the University

Partnership Office - |EEEEEEENE

Yours faithfully,

As Parent/Guardian Of ..o (pupil name), I do/
do not give consent (please delete) for my child to take part in this project.

| do/do not give consent (please delete) for audio recording to be used as part of a group
session to record my child’s views.

SIONEA. ... (Parent/Guardian).
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Appendix 6

Child assent form

Assent form

By colouring in this smiley face, | allow for ||| GGG

observe me during the lesson and ask me questions with my friends to help
make our story time more fun and enjoyable.

Class teacher:

30



SUOIOWD PUE SEIP!

sa[ep | 01 puodsas pue juasaidar 0 uidag ‘siayio pue s1ad suosuedwod ajdwis Junjew Aq SI0USIIJIP PUB SINLIB[IWIS IGLIOSIP puB (paeoq 2ym
ut Suiked diey jo | 01 9ouopyU0d FuISEAIOUT YIIM BIIUNWWIO)) ‘SIDYIO AJnuop| “uauod 0y pare[dr 2Zpajmous| pue S[[1s J0ud YIIm SyUI] OeW | SANOBIAUIL UB UO }00q-d UB 3q [[IM A101S)
uonipey SSMISICIIDA 0 puodsau pue ud3si| ‘suonsanb ysy DOASH pue AJuap] 01 (UOYM (MOH (IBYM (PIPYM (Aym sy Supjuryy, V/N A0a

pardwoid uoym swny Sunye) ‘sioy10 doy puodsal pue UONESIDAUOD
1894 9Y) JO SUOSEIS JY) PUB SINIANOR | 0] AINGLIUOY) ‘UONBULIOJUI dIOW INO puly 01 suonsanb Funyse £q paeay saey Aoy} 1eYM JO SUIPURISIOPUN MOYS SILIO)S

1700782

Student number

Apppam pue Ajiep 11oy) Jo suud) ul awmn Jo 1dasuod oy as) (JN7T) Adeadwny

pue swood ‘s3uos ‘sowkyl ssuowaw 10 jeadas ‘ui-utof oFengue| aeudordde Juisn ojoa v idopy (INT) AdBIN]

SIUDAD 10 SILIOYS ‘Sa0oudLIDdXD UMO 01 Funejal suonsanb papua-uado pue (MOH, © (PIYM. ‘ LUIYM. . LIBYM., .LOYM, Jomsuy (SIS pus d3uB.) 33819400 WIN[NILLIND

K1enqeooA
A9y 3uisn woyy uonsonb
SSe[0 2Y) IS[IYM I9JOBIBYD

(Auueid pue pooy siaeIRy) ojul 108 pue J1eyd & uo
8uipry poy o] o) pouaddey yump nok opreym | e Aurgy | 1S 0} P[IYO AUO — 189S JOF]
M~ (K108 9y) Jo pud oy} 8 [90) dy[OM/KOq Y PIp MOY | T uaYy Tt IXAU asNRIg Kreuarg
{IUBID) U JO L 198 UBWISPOO A AU} [[IA PIP MOH - Buppay VIN e
{[BISUBAQ Y1 UMOP 198 IY[O A AOR( PIP MOH ‘SHNuN0Ad0 SUTEa| TUapuadapu]
PUIOM PRI [[OUS Y1 PIp 14 M Kum i

<

L1 lesson plan

Si[eISUBAG 241 QU SY[OM PIP AYM
({SUB2Q Y] INOQE 1|9) WNW § YIB[ YUIY) NOA Op MO}

{MOpUIM 31} JO INO sueaq d1Few oY) ySnoay) oy
AUm @Jrom oy

(MOH (UIYM (PIRYM (IBUM (OUM
KIB[NqEI0A A9y

VIN
:(Butwiea| s, uaip(iyo pue
3[04 S)Npe [eUONIPPE JO duljIno ‘asodind) S)se1 IMpe [eUONIppY

nok op 1ey\\ INoqe 2q 3w
W [UIY) Op Jeym /saFewrr/apn
) SSNISIP N00q Y} JO
19A09 JUOLJ Y} UDIP[IYD MOYS

JO paudyLy 1[9) SUBWIPOO A Y] [[IA\ JuIy) nok oqg s1oddnd /sio10v1RY) (A1e[nqeooA Aoy 3uisn) sidjoeieyo pue A103s oY)
$199) POOH Sulpry pay 9[NIT 9¥eUl SIY) PIP MOH auiog Buipaedai suonsanb tomsue 01 siouued Y[e1, 95N UOISSIS dY) JOYY (ssepo
¢Pnysiu yuid e Suieam jjom ay) sem Aym (juny 04 14 99,) j00q3 10d1B0 DY) UO SSBD JJOYM SB jWin ] 0 1] 39,4, J0Oq Y} peay oY) 0] SI9AI2SGO 2oNpONUT)
(POOH SuIpry poy NI Panasal oy HIGH Sl | ‘WOPUER 1B IJOBIRYD B UDIP[IYD dY) IAID) R

(A0S SIY) INOQE 1UDIDIJIP 2q WY1w Jeyp

{Inoge aq 13w A101s Sy YUyl ImM Op 1BYAM
Jung o 14 39,4, Juikes aq 3w oym

(WO $DINJEDJ/SIANOBIRYD ISIY) IB SILIOIS YIIYA
{P9110U OM OP SINORIBYD YOIYM

{19A00 1UOL DY) UO 9IS IM UBD JRYM

suonsanb MmaiAIUI-pasNO0,|
1udwde)s Alojeue|dxy
SULIOJ JUISSY
:uossaj-1sod/aag

18304N08SY

‘21dwexd Ue UDIP[IYD Y} MOYS "IOJOBIBYO

119y) AQ UMOYS JUDLIDAOUI/UOIOWA 3Y) $saIdXa ued Aoy A103s
oy ur sxeadde 1o1ovIRyd J19y) dwin A19A7 "A103s oY) Sulnp pjoy
07 19)19RIRYD B UDAIS 2q yord [[IM K91 Jey) udIp[1yd oy 0 urejdxs
:(Suruies| s, usap[Iyd

Pue 9]0 § 20Utk Jo duljino ‘asodind) YSe1 pasnooy sourel],

UQIP[IYO 3y} 01 ApMIs UOSSI|
ay yo asodind oy urerdx:q
uondnpo.ajuf

Judsu0d [ejudred
JABY A1) YOOUD PUE UAIP[IYD
dnoi3-pasnooy wolj Judsse uren

(sanmunjaoddo
pue s3133)e.1)s) SUILIBI] J0J JUIUWISSISSY

A1e[nqedoA A3y
/532aM08Y

SINANIE UIBI

syse) Arguajd/uondnpoajug

25u0dsa1/ouW0N0 1oWIRd| Aq PAIBNUIIDIP SI

S ] UIP[IYD [ O D[QISSIOOL S1 JSB] Y| [SPIU SIIU

B3] SUNRW

A3vradoadde suonsanb papua-uado samsue o |, {payse
Buiaq suonsanb ay) 0) ud)sy| 0 |, {s19)08BaBYD ISIUB0031 0],
£K103s 1) YIm 3383UD 0], 1BLIALID) $5300NG

K105 ® 0) upnejaa suonsanb papua-uado
JO AJ2LIBA B JOMSUR O ] :SUONUIUI/SIANIIGo Furuaeay

@

uB[J SNJ0 ISBYJ UonBpuUnof

Pt

PIO s1B3K 9-G :33y 87 :uyd Jo ON

R 55010 81/£0/LT 29®A

(1) Apnjs uo0ssar] :Ja1 UOISSIS

yavoidde

Apnis uossa| € y3noay) adnouad aaoadwi 0) Suruaed) pue Suiyded)
U0 193[J21 0) APPANRIOQR[[0 YI0M 0], : (8)133ae |, Sujuiea | [BUOSId]

R 271511, 0 JEN

31



Student number: 1700782

Appendix 8

Observation Schedule - The Leuven Scale of active engagement

observation of learning the
child is continually engaged
in the activity and
completely absorbed in it.

interruption; Is highly motivated, feels
strongly appealed by the activity; Even strong
stimuli cannot distract him/her; Is alert, has
attention for details, shows precision; Its
mental activity and experience are intense;

The child constantly addresses all its
capabilities: imagination and mental capacity
are in top gear; Obviously enjoys being

engrossed in the activity.

Child: Child A Lesson: 1 Teacher: || GTEGEGN
Date: 27/3/18 Observer: [
Level |[Engagement Examples Comments
1 Extremely low: No concentration: staring, daydreaming; An
absent, passive attitude; No goal-oriented
The child shows hardly any [@ctivity, aimless actions,
activity. not producing anything; No signs of
exploration and interest; Not taking anything
in, no mental activity
D Low: The child shows some |Limited concentration; looks away during the
degree of activity whichis  [activity, fiddles, dreams; Is easily distracted;
often interrupted. Action only leads to limited results.
3 Moderate: The child is busy [Routine actions, attention is superficial; Is not| Quiet to begin with but then
the whole time, but without [absorbed in the activity, activities are short |
real concentration. lived; Limited motivation, no real dedication, ln.teracted when encouraged
does not feel challenged; The child does not [directly to do so
gain deep-level experiences; Does not use
his/her capabilities to full extent; The activity
does not address the child’s imagination.
4 High: There are clear signs [The child is engaged in the activity without Concentrated whilst waiting
of involvement, but these  |interruption; Most of the time there is real tor his character
are not always presentto  [concentration, but during some brief moments
their full extent. the attention is more superficial; The child
feels challenged, there is a certain degree of |Good peer interaction with
motlyathn; The child s capabilities and its character of the lumberjack
imagination to a certain extent are addressed
in the activity.
Acting out using his character
prop
Engaged and focused most of
the time- using movement
5 Extremely high: during the |[Is absolutely focussed, concentrated without

Additional notes: Prop increased his engagement and feelings, especially around his peers,
once encouraged to join in by the student teacher
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Student number: 1700782

Appendix 9

Observation Schedule - The Leuven Scale of active engagement

the observation of
learning the child is
continually engaged in
the activity and
completely absorbed
in it.

interruption; Is highly motivated, feels strongly
appealed by the activity; Even strong stimuli cannot
distract him/her; Is alert, has attention for details,
shows precision; Its mental activity and experience
are intense;

The child constantly addresses all its capabilities:
imagination and mental capacity are in top gear;

Obviously enjoys being engrossed in the activity.

Child: ChildB Lesson: 1 Teacher: || Gz
Date: 27/3/18 Observer: [
Level |[Engagement Examples Comments
1 Extremely low: No concentration: staring, daydreaming; An absent, |Moving around the
passive attitude; No goal-oriented activity, aimless carpet during middle —
The child shows hardly [@ctions, .
any activity. not producing anything; No signs of exploration and  [Pecoming more
interest; Not taking anything in, no mental activity distracted as story
went on
V) Low: The child shows |Limited concentration; looks away during the activity, | Looking behind,
some degree of fiddles, dreams; Is easily distracted; Action only leads T
activity which is often [to limited results. : . y prop
interrupted. causing child to move
e Concerned she had a different prop — looking at others alotfaround. Played out her
character showing
emotion but only when
asked to do so.
3 Moderate: The child is Routine actions, attention is superficial; Is not Chatting to peers
busy the whole time, |absorbed in the activity, activities are short lived;
but without real Limited motivation, no real dedication, does not feel . .
concentration. challenged; The child does not gain deep-level Small noise of giant
experiences; Does not use his/her capabilities to full
extent; The activity does not address the child’s Acted out her
imagination. **
character
IActivity did engage her imagination **
4 High: There are clear [The child is engaged in the activity without Imagination at
signs of involvement, [interruption; Most of the time there is real beginning — discussed
but these are not concentration, but during some brief moments the g o &
always present to theirjattention is more superficial; The child feels predlctlon
full extent. challenged, there is a certain degree of motivation;
The child’s capabilities and its imagination to a certain
extent are addressed in the activity.
5 Extremely high: during [Is absolutely focussed, concentrated without

Additional notes

: The prop decreased her attention**. Attention at

but then decreased as story went on.

33
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Student number: 1700782

Appendix 10

Observation Schedule - The Leuven Scale of active engagement

Child: Child C Lesson: 1 Teacher: || Gz
Date: 27/3/18 observer: [T
Level Engagement Examples Comments
1 Extremely low: No concentration: staring, daydreaming;
IAn absent, passive attitude; No goal-
The child shows hardly any activity. ~ [oriénted activity, aimless actions,
not producing anything; No signs of
exploration and interest; Not taking
anything in, no mental activity
2 Low: The child shows some degree of |Limited concentration; looks away during | Fiddled with her prop
activity which is often interrupted. the activity, fiddles, dreams; Is easily through the entire stor
distracted; Action only leads to limited g Y-
results.
3 Moderate: The child is busy the whole [Routine actions, attention is superficial; Is | Easily distracted for periods
time, but without real concentration. |not absorbed in the activity, activities are ]
short lived; Limited motivaytion, no real by the children around her.
dedication, does not feel challenged; The
child does nOthain detep_le\r/fl/h Due to playing with her prop
experiences; Does not use his/her :
capabilities to full extent; The activity doesthls decrease.d her
not address the child’s imagination. engagement in the lesson.
4 High: There are clear signs of The child is engaged in the activity without| Child showed engagement
involvement, but these are not always |interruption; Most of the time there is real .
present to their full extent. concenFt)ration, but during some brief when acting out her own
moments the attention is more superficial; character and was interested
The child feels challenged, there is a in lots of this story then.
certain degree of motivation; The child’s Aware of other characters
capabilities and its imagination to a certain
extent are addressed in the activity. also.
5 Extremely high: during the observation|ls absolutely focussed, concentrated

of learning the child is continually
engaged in the activity and completely
absorbed in it.

without interruption; Is highly motivated,
feels strongly appealed by the activity;
Even strong stimuli cannot distract
him/her; Is alert, has attention for details,
shows precision; Its mental activity and
experience are intense;

The child constantly addresses all its
capabilities: imagination and mental
capacity are in top gear; Obviously enjoys
being engrossed in the activity.

Additional notes: The prop decreased her attention. She was concerned more about who
had what prop more. Looked around a lot.
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Student number: 1700782

Appendix 11

L1 FG interview
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Student number: 1700782

Appendix 12

Model Beirniadau Wedi Adfyfyrio Model BWA
Assisted Reflective Conclusions (ARC) Model

LO: To answer a variety of open-ended questions relating to a story

Dyddiad/Date: 27/03/18

Digwyddiad critigol (Ffocws)/Critical incident (focus): Using puppets and the IWB to engage

children during story-time

Profiad/ Experience

Teimladau/
Feelings

“What are your feelings regarding
the story time techniques used to
engage children during story time?”

| felt that the lesson had its positive and negatives although | do feel that as a
whole class, the children achieved the Lo. | feel that both my practice and the
children’s engagement during story time can be improved.

Cofio a Deall/
Remember and
Understand

“Can you list the aspects of the
story time that went well?”

“What were the elements of story
time that were disappointing?”

Gwerthuso a dadansoddi/
Evaluate and analyse

“What will you keep the same
during story time to engage
children in effective teaching and
learning in the future?”

“What was the cause of the most
important disappointing element?”

The children enjoyed the story and were able to engage with the characters
leading them to achieve the Lo therefore the choice of story was appropriate.
However, | felt that they did not engage fully with the puppets and drama aspect
during the story although they did this well post-story time through ‘hot-seating’. |
felt that for the first half of the story children were overall, not engaged in using
their puppets and so | began encouraging the use more and more, by ensuring |
was modelling some actions, being very expressive in my reading of the story and
using positive praise for children that were using their puppets to express
emotions and movement. | could have done this more and from the start of the
story, this may due to the lack of experience myself and the children have had at
using puppets/props within story-time. Furthermore, whilst the children seemed
to engage with the story on the IWB, | found it difficult to read and so was not as
engaged as | perhaps would have been with a physical copy in closer contact. | feel
that | read more fluidly with a hard copy.

The plenary of the lesson (hot-seating) was very effective in demonstrating the
children’s ability to understand and empathise with characters from the story. This
is where children really demonstrated their engagement with the characters rather
than through the use of props during the story. Children were able to ask and
answer the questions from the characters’ perspectives achieving the Lo.

Casgliadau a chamau
gweithredu/
Conclusions and actions
“What are your possible solutions
to the disappointing issues

identified?”

“What will you do next?”

e Practice using props —teacher and children, it was not disastrous and
some children did engage, therefore perhaps spend time prior to the story
discussing the props in more detail than | did and let the children explore
the props prior to the story, discuss expectations or success criteria

e Increase familiarity with props by introducing them throughout the
classroom (enhanced and focused activities, reading corner, during PSE
and to discuss ‘circle time’ topics)

e Know the story well if using the IWB as it is hard from a teaching
perspective to engage with it

e  Gain pupil voice — their thoughts on using props during story time

Y profiad newydd / Transformed experience
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Student number: 1700782

Appendix 13

L2 FG interview
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Student number: 1700782

Appendix 14
L3 FG interview
L3 FG interview .
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Student number: 1700782

Appendix 15

Observation Schedule - The Leuven Scale of active engagement

Child: ChildC

Date: 27/3/18

Lesson: 2

Teacher:

Observer: |

observation of learning
the child is continually
engaged in the activity
and completely absorbed
in it.

interruption; Is highly motivated, feels strongly
appealed by the activity; Even strong stimuli cannot
distract him/her; Is alert, has attention for details,
shows precision; Its mental activity and experience
are intense;

The child constantly addresses all its capabilities:
imagination and mental capacity are in top gear;
Obviously enjoys being engrossed in the activity.

Level [Engagement Examples Comments
1 Extremely low: No concentration: staring, daydreaming; An absent,
passive attitude; No goal-oriented activity, aimless
The child shows hardly any/@ctions,
activity. not producing anything; No signs of exploration and
interest; Not taking anything in, no mental activity

2 Low: The child shows Limited concentration; looks away during the More distracted during second
some degree of activity  [activity, fiddles, dreams; Is easily distracted; Action ceedine sudsdl deine sisne
which is often only leads to limited results. & . & _g
interrupted. of engagement; Fiddled with

prop but engaged during his
character’s role.

3 Moderate: The child is Routine actions, attention is superficial; Is not Not much challenge; Very
busy the whole time, but |absorbed in the activity, activities are short lived; sren) drEEEEr bt AieE e
without real Limited motivation, no real dedication, does not feel
concentration. challenged; The child does not gain deep-level by prop

experiences; Does not use his/her capabilities to full
extent; The activity does not address the child’s
imagination.

4 High: There are clear signs [The child is engaged in the activity without Got into character with
of involvement, but these (interruption; Most of the time there is real leriarEaaen
are not always present to |concentration, but during some brief moments the P
their full extent. attention is more superficial; The child feels

challenged, there is a certain degree of motivation; [Imagination through hot-

The child’s capabilities and its imagination to a seatin

certain extent are addressed in the activity. g
Engaged in post story
guestioning and volunteered
to speak in front of the class as
the characters

5 Extremely high: during the|Is absolutely focussed, concentrated without

Additional notes: Little distracted at times — could have been in character? Difficulties of
observing and measuring engagement
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