




Aim, Focus and Research Content

During my professional teaching experience (PTE), I found it difficult to engage the whole nursery class during daily story time sessions. I identified that the children were engaged during Welsh which used puppets, literacy which involved the interactive Whiteboard (IWB) and Numeracy which also used the IWB, all of which were similar whole class, carpet activities.  This interested me to see whether the use of different techniques, other than simply reading from the book, would increase the engagement of the children. I discussed this idea with my triad and we all agreed it was an area for development in each of our classrooms, therefore we developed our research question: 

“How to develop children’s engagement in story time using different story telling techniques?”

The research took place in the Foundation Phase (FP) of a large, English medium Primary School within the UWTSD Yr Athrofa partnership. The research took place in one nursery and two year one classrooms, all of which had an average of thirty pupils. 


Literature Review 

For this assignment story time and shared reading will be referenced as the same thing. Shared reading is described as an interactive read aloud which is more interactive than the traditional read aloud method of story time (Eggleton, 2017) 

Engagement 

Daniels (2010) reported that children need to be motivated in order to be engaged in learning. She highlights how motivation comes from within, but how it can also be influenced by contextual factors. Daniels’ research found that children were more engaged when they had a choice of activity. A limitation of Daniels (2010) is that it focuses on High School children, however, proposals from Donaldson (2015), which considers children as young as three, recommends pupils have a choice of activity to allow for engaging learning environments. Both pieces of literature highlight the importance of active, challenging learning, where the children have ownership and control of their own education. Griffith, Burns and Osiris (2012) refer to engagement as the child enjoying and being absorbed in the activity taking place. They suggest a link between learning and engagement. They discuss work by Csikszentmihalyi (1997, cited in Griffith, Burns and Osiris, 2012) who discussed optimal flow performance. Optimal flow performance is described as the point in which a child is fully engaged with an activity which allows them to learn. They emphasise the importance of contextual factors that affect the flow, such as the need for clear goals, immediate feedback, intrinsically motivating tasks (Daniels, 2010), and minimal teacher input. 

Hattie (2009) conducted longitudinal, evidence based research which looked at what works in schools to improve learning. He reported that the key to success in learning is the combination of engagement, effort and achievement. Focusing on engagement, Hattie (2009) proposes that learning happens when pupils are engaged. Similar to Griffith, Burns and Osiris (2012), Hattie highlighted clear goals and learning intentions as a key element of engaging students, as well as highlighting the importance of children being active participants in the lesson through skill appropriate tasks. As well as pupil’s engagement, Hattie considers the importance of teachers being actively engaged, this opposes the recommendation of minimal teacher input by Griffith, Burns and Osiris (2012). Hattie also suggested that teachers should be passionate about teaching and learning in order to motivate and engage children. Similar research from Blair, Rupley and Nichols (2007) found that effective teachers use appropriate materials to actively engage students. Supporting Blair, Rupley and Nichols (2007), Graham and Kelly (2008) looked specifically at reading in the primary school and found the key to creating an engaging environment is the appropriate choice of teaching approaches, text and the duration of time spent reading. Interestingly, the research focused on boys specifically, and highlighted that boys need different forms of engagement to girls. Simularly, Stadler (2010) found that to engage boys, stories must be complex and suited to their likes. 

Much of the research surrounding engagement illustrates the importance of engagement for pupils learning (Hattie, 2009; Daniels, 2010; Griffith Burns and Osiris, 2012). Despite motivation for engagement coming from within (Daniels, 2010), teachers play a large role in ensuring tasks are engaging for pupils (Blair, Rupley and Nichols, 2007; Graham and Kelly, 2008; Hattie, 2009), which allows learning to happen (Donaldson, 2015). 

The Benefits of Story Time 

Leicester (2006) suggests that stories have the ability to educate and entertain through educating children about themselves and the world around them, including different cultures (Houston-Price and Hourst, 2016). More recent work from Zepeda (2014) proposed that stories are a beneficial tool to create unity in a classroom, through strengthening relationships between those involved in story time and learning about other people. Both Houston-Price and Hourst (2016) and Whitehead (2007) looked at developing language and literacy within young children and found that story time encourages alphabetical awareness, phonological awareness and awareness of the functions of punctuation from an early age, which supports individual literacy skills needed in the future.

Both Justice and Kaderavek (2002) and Whitehead (2007) highlight that in order for children to learn, story time must be engaging and must suit their interests, which supports previous literature surrounding engagement (Blair, Rupley and Nichols, 2007; Graham and Kelly, 2008; Hattie, 2009; Daniels, 2010; Griffith Burns and Osiris, 2012). 
Unlike Griffith, Burns and Osiris (2012) who recommend minimal teacher input, Whitehead (2007) states that teachers should lead, support and stimulate the learning through story, which not only develops children’s oracy, but supports their emotional development. Graham and Kelly (2008) describe how teacher input allows for children to enter their Zone of Proximal Development (ZPD) through support from the teacher, which develops their learning (Vygotsky, 1978). 

Both Hetrick and Diamant (2014) and Peck (2015) suggest that reading to children before they are three can be beneficial, although these sessions must be short and highly interactive to ensure children are engaged. Leicester (2006) looked at how stories develop literacy and classroom values and found that for children to be engaged, it is vital they feel comfortable during story time. Baker (2017) supports the notion of comfort to maximise engagement and found that children with disabilities or a lower attention span may need extra support to stay engaged, therefore suggests a seat cushion to ensure maximum comfort for the child.  

There is much evidence supporting the different benefits that stories have on children (Hetrick and Diamant, 2014; Peck, 2015; Houston-Price and Hourst, 2016), although for children to gain these benefits, story time must be engaging (Whitehead, 2007).

Story Time Techniques 

Hetrick and Diamant-Cohen (2014) looked at how to transform preschool story time and highlighted that young children learn best when there is repetition with variety. They suggest having a ritual at the beginning and the end of the story time to ensure maximum comfort and engagement. Supporting this is Lenox (2013) who also found that repetition is a useful story time technique. 

Supporting Hattie’s (2007) findings that teachers must be engaged and passionate, Hetrick and Diamant-Cohen (2014) emphasise the importance of enjoyment throughout the story, highlighting that teachers’ feelings towards the story will impact upon the children’s feelings towards it. Therefore, it is important to enjoy the story, reacting to the audience’s enthusiasm where it occurs, and encouraging it where it lacks (Huff and Bar, 2003). American authors, Huff and Bar (2003), encourage the use of different voices during story time to capture the children’s engagement. They suggest using props to allow the story to come alive. The technique that is puppets is supported by previous literature (what previous literature?). Hetrick and Diamant-Cohen (2014) discuss how puppets encourage participation and draw the attention of easily distractible children by acting as a behaviour management tool. Huff (2003) and Peck (2015) support the idea that puppets can be used as a behaviour management strategy to ensure children are engaged, as the puppets can remind children to participate in the lesson. Huff and Bar (2003) suggest that puppets can be used to reach even the shyest of pupils. Similarly, Liu et al., (2012) found that the use of hand puppets during story time developed children’s confidence. However, literature highlights the importance of being cautious with puppets as they can distract children from the story and can be a new experience for some children, therefore they must be used with caution (Huff and Bar, 2003; Stadler, 2010; Baker, 2017). 

Alike to Whitehead (2007), Wanerman (2010) encourages the use of story drama to engage young pupils, which involves using story props to act out the story, however implies that it is important to give children roles they are comfortable with. Lenox (2013) supports the use of story props for engagement. However, unlike other literature which advocates student’s choice (Daniels; 2010; Wanerman, 2010; Donaldson, 2015) Lenox (2013) suggests that children should not get a choice in which story prop they use. 

Lathem (2005) described interactive digital narratives, also known as e-books, as written stories which are combined with interactive multimedia to enhance the written text. Korat and Shamir (2008) conducted a large-scale study and found that children can benefit from e-books as their attractive, entertaining features engage pupils which fosters children’s literacy and language development.  Lenox (2013) combined interactive digital narratives with story props and found that the techniques enhanced the children’s learning through engagement. Moody (2010) agrees that e-books engage children’s engagement through the games and digital animations, however, offers the alternative view that adult intervention is needed to avoid distraction. 

There is considerable literature on the benefits of story time, the benefits of engagement on children’s learning and different story time techniques. However, there is limited research on the impact these techniques have on children’s engagement. This small-scale research aims to look into the impact of these techniques on children’s engagement. 
Methodology 

A research approach is about how you see the social world, as well as what methods you use (Thomas, 2013). Each researcher has assumptions about reality (Creswell and Clark, 2010). Arthur (2012) proposes that research is framed around four related key questions; ontology, epistemology, methodology and methods. As a researcher, my ontological view and epistemological stance are both the constructivist approach due to me speaking from meanings shaped by social interaction and my close relationship to the participants, having been a student in the school for twelve weeks (Crotty, 1998). Throughout this research, I was aware that my axiological view may have been biased due to these factors.  

Lesson Study (LS)

To attain the data needed for this study, a Lesson Study approach was adopted. Lesson Study is a form of classroom action research, which originated in Japan (Hadfield and Jopling, 2016) which focuses on the development of teacher practice knowledge (Dudley, 2015). It is a collaborative process that is close to practice (Hadfield and Jopling, 2016). The Lesson Study approach allowed us to triangulate our data by comparing results from three different sources; non-participant observations, focus groups and self-reflection (Siraj Blatchford, 2001). This research consisted of a triad of teachers working together to plan, teach, observe and analyse teaching and learning in order to improve teaching techniques and pupil progress (Dudley, 2015). The process was repeated three times in order to refine our techniques. 

Cheung and Wong (2014) found that Lesson Study has positive effects on students and teachers, but highlight two implications of Lesson Study; the short time span and atheoretical nature of Lesson Studies. To overcome these implications, more theoretical longitudinal studies could be conducted to explore the longer-term growth (Cheung and Wong, 2014), however due to the time restraints of this current study, this was not possible. Additionally, Cheung and Wong (2014) suggest using more vigorous procedures for Lesson Study to be effective, therefore throughout this research it was ensured that the methods used were continuously vigorous. 

Methods of Data Collection

The two key methods of data collection were non-participant observations and focus groups, both of which collected qualitative data. The research can be described as insider research, as all researchers were well familiar with the school by having been students there for twelve weeks. Costley et al., (2010) highlight a positive advantage of this type of research as it allows researchers to negotiate around arrangements and practices with creativity. It was considered throughout that our relationship with the school might have had a negative impact on the validity of the research as the research could be considered to be ‘objective’ and bias (Sikes and Potts, 2008, p.6). what was done to help this??

Participants 

Purposive sampling was used to select the sample for the research as I used myself and the class teacher’s judgement to select the participants (Robert- Holmes, 2014). Purposive sample allows for suitable responses (Denscombe, 2010), as it was thought that the poor quality of speech of some children involved may have implicated their responses. Out of the children who provided consent and assent, three children were chosen aged between three and four, based on their differing abilities. These ability groups were not revealed to the observers to avoid any possible bias. 

Observation Schedule (see appendix)

Before conducting our observations, we decided that we wished to observe engagement, which allowed us to creative our Observational Schedule (see appendix) based on the Leuven Involvement Scale. We made the amendments as the Leauven Scale is found to be a very structured scale (Bell and Waters, 2014). We altered the schedule by creating an additional collum to allow for notes. We decided that we would highlight the examples of the levels for each child to allow for swift note taking. 

Non-Participant Observation

Non-participant observations were undertaken by the two student teachers who were not teaching at the time. Child observations are an assessment method that the children were familiar with, which facilitated the natural behaviour required (Maconochie, 2008). Within our research triad, after each lesson took place, observation enabled us to reflect collaboratively to create one observations scedule (Papatheodorou, Luff and Gill, 2013). The non-participant observation minimised distractions for the observer as they were able to concentrate solely on the observations (Papatheodorou, Luff and Gill, 2013). 

Papatheodorou, Luff and Gill (2013) suggest that despite observers being non-participant, children may still be intrigued by the presence of the observer and note that care must be taken to remain in a passive, non-participant role. To overcome this and to follow ethical practise, we, as observers, introduced ourselves to the children in a relaxed, child-friendly manner before each of the lessons began for the observations to be as unobtrusive as possible (Sharman, Cross and Vennis, 2007) to minimise observer effect. Additionally, our faces were familiar to the children as we had been student teachers in the school for twelve weeks, which limits the observer effect (Papatheodorou, Luff and Gill, 2013).

Focus Group 

The focus group allowed qualitative data to be collected (Kumar, 2014) from participants with relevant characteristics in an informal setting to discuss the chosen topic (Thomas, 2013). Differentiation between a group interview and a focus group is difficult (Barbour, 2007), however the researcher plays the role of the facilitator during focus groups (Thomas, 2013), therefore this allowed me to take a marginal role to ensure my axiological view did not encourage bias (Thomas, 2013). As a triad, we came up with pre-planned open-ended questions to encourage discussion (Kumar, 2014), as we felt that the age of the participants could have been difficult to reach in a focus group. The focus group offered safety in numbers (Kitzinger and Barbour, 1999) which allowed the less confident children an opportunity to speak. However, an opposing limitation is participants can tend to simply agree with what has been said due to possible fear of peer group disapproval caused by focus groups (Flick, 2011). 

It was ensured that the environment in which the focus group took place was comfortable and permissive, in order for the participants to feel at ease (Krueger and Casey, 2000). The focus group took place in the classroom which was familiar to the participants, which had two open doors to ensure maximum comfort. 

Research suggests that Focus Groups can be time consuming (Kumar, 2014). However, it was found that the use of audio recording, which received full consent and assent, allowed information to be recorded swiftly with limited distractions (Thomas, 2013). 

Arc Reflection

An Arc Reflection was used after the focus group and observations had taken place as a reflection of the session by the student researcher who took the lesson. The ARC reflections were adapted to flatter the research (see appendix). The ARC reflection compliments lesson study and is a useful tool for reflection for new student teachers. 

Ethical Considerations

An ethics form was completed beforehand. The British Education Research Association guidelines (BERA) (2011), The University of Wales Trinity Saint Davids (UWTSD) Research Ethics and Integrity Code of Practice (2017) and The Education Workforce Councils Code of Professional Conduct and Practice for Registrant with the Education Workforce Council (2017) were adhered to at all times to ensure no risk to participants. We also adhered continuously to the schools safe guarding policy in all aspects.  
Informed Consent 

Parental consent was achieved using a consent form (see appendix) in which all parent whose children were in the class were made fully aware of the purpose and method of the study. It was highlighted that the research would adhere to Ethical Guidance Materials (BERA, 2011; UWTSD, 2017; EWC, 2017) at all times and participants had the right to withdraw at any given time (Kumar, 2014). Children who did not have informed consent still participated in the lesson as it was a part of their usual school day. The parental consent allowed children to be involved in the focus groups. 

Informed Assent  

Verbal informed assent was gained from all children in the class using a pre-written speech (see appendix), which was then signed by the teacher as confirmation. Children were made aware that myself and my other research partners wanted to find out how to improve their story time. Children who were participants in the focus group were fully verbally informed of the study, including the focus group, in a child friendly manner, and completed an assent form (see appendix), both of which were completed in the company of the class teacher. It was highlighted that Lesson Study would be no different to a normal lesson to ensure participants felt fully at ease (Kumar, 2014) and that they had the right to withdraw at any time (BERA, 2011). 

Confidentiality 

To guarantee confidentiality and anonymity of the participant, the research at all times complied with the legal requirements of both the school and the university. All data was protected on a password protected cloud storage system, which was accessible only myself and my research partners and the participants at their request. 

No names were referred to, which further protected the confidentiality and anonymity of the participants and the school. In its place, participants were referred to as Child A, B and C and the school was referred to as school X (BERA, 2011).    







Analysis and Discussion 

Introduction 

Following reviewing the literature, it was agreed by the triad that each of the three lessons would have three key techniques as literature suggested that they are beneficial to engaging children during story time. The techniques chosen were interactive whiteboards (IWB) (Lennox, 2013), story drama (Whitehead, 2007; Wanerman, 2010) and props (Huff, 2003; Liu et al., 2012; Hetrick and Diamant-Cohen, 2014; Peck, 2015)

Each lesson had its own lesson objective (LO) to suit the age of the class. All three of the lessons focused on reading a book through the IWB and incorporated props and drama in their own individual way. For this assignment, it can be assumed that an ebook is the alike to using the IWB to read the book. 

Lesson Study One 

Lesson Study One was conducted in one of the two year one classes in the school. The LO was ‘To answer a variety of open-ended questions relating to a story’. The IWB was used to read the story of ‘Fee! Fi! Fo! Fum!’ which combined a mixture of well-known children’s stories. All of the children were seated randomly on the carpet. The lesson required adult intervention as the book required the teacher to touch the screen to turn to the next page which supports research which suggests that adult intervention is needed when using e-books to avoid distraction (Moody, 2010). 

During the focus group, all three children reported that they enjoyed using the IWB as it allowed them all to see. Both Pupil B and C reported how they liked that the IWB was ‘big’. Pupil B stated how usually ‘…we only hear the teacher and we do not see the pictures so we might not know what is happening’. As noted in the observation notes (see appendix) , Child A at the beginning of the story appeared quiet but fixated on the IWB. He remained engaged with the story. The children were engaged by teachers use of the IWB. However, the ARC reflection (see appendix) suggested that the student teacher found it difficult to stay engaged herself whilst using the IWB as neither she nor the class had used an IWB before during story time. 

It can be said that during this lesson, the IWB had a positive impact on the children’s engagement, however caution must be taken as although this study focuses on the children’s engagement, research suggests that teachers must be engaged in the story as it impacts upon the children’s feelings towards the story (Hattie, 2007; Hetrick and Diamant-Cohen, 2014). 

In addition to the IWB, before the story began, children were quickly assigned a puppet of a character who appeared in the story, without much explanation. Drama and props were entwined during this lesson as the children were asked to act out how the character’s feelings. 

Prior to the props being handed out, it was observed that Child B was very engaged in the lesson, showing great imagination. Yet, once the prop had been handed out, Child B became very distracted and concerned with the prop. Instead of focusing on the story being read from the IWB by the student teacher, she looked around to see what character other people had. In the focus group, Child B reported that she was very “unhappy” about having a male character and instead wanted a female character. It appears that her engagement decreased as a result of the lack of choice of her character prop. Prior studies have noted similar findings, which highlight the importance of student choice to increase engagement (Daniels; 2010; Wanerman, 2010; Donaldson, 2015). 

[bookmark: OLE_LINK1]Alike to Child B, Child C fiddled with the prop a great deal during the story. The prop disengaged Child C as she become more interested in her prop than the story. Interestingly, Child C reported that she enjoyed the use of props as she usually ‘gets bored of sitting and listening’, which suggests that she enjoyed playing an active role in the story. Child’s A response to the prop opposes the other two children. The use of the prop increased Child A’s engagement. Not only did he state he enjoyed using the prop, but observation notes suggest that he actively engaged with his peers through the use of the prop by acting out his character, although this engagement was initially encouraged and modelled by the class teacher as reported in the ARC reflection (see appendix ARC). It should be noted that neither the children nor teacher had used puppets during a story in class before therefore both the distraction and hesitation to use the props could be a result of them being new caution (Huff and Bar, 2003; Stadler, 2010; Baker, 2017). 

During this lesson, the props had a positive impact on engagement on one out of the three children. Child B and Child C, who were initially engaged with the story through the IWB, became disengaged in the story once the props were introduced.  However, prominent in the ARC and the observation notes is that all children achieved the LO, as all three children were successfully engaged with acting out their character by showing expression. 

Upon reflection on all three methods of data collection, as a triad we made refinements to apply to Lesson Study Two. Due to the success of the IWB, we decided to increase its use. Additionally, due to notes made in the ARC reflection (see appendix) and recommendations by literature (Daniels, 2010) we decided to reduce teacher input and use an EBook which read to the children, in replacement of the teacher. 

Furthermore, we refined the amount of characters from four to two, to analyse whether the props would increase engagement if the children were arranged into two groups of characters. Correspondingly, upon reflection on the ARC (see appendix) we believed it was important that the props were introduced in a more meaningful way to increase engagement.  

Lesson Study Two 

Lesson Study Two was conducted in the second year one classroom. The LO was ‘to participate in the story of The Three Little Pigs’. The story ‘The Three Little Pigs’ was read aloud by an Ebook using the IWB. Unlike Lesson Study One, adult intervention was only required at the beginning of the lesson to introduce the book and character props, which initially sparked interest. 

Children were seated in two separate character groups on the carpet, one group the pigs and the other the wolves. As noted in the ARC reflection and the observation notes, sitting in character groups encouraged the children to participate and adopt the role of the character but it resulted in certain children being further away from the board. This was reported in the focus group by Child A who stated how she enjoyed being ‘comfortable’ and ‘cuddled’ up when reading a story. Interestingly, all of the children reported in the Focus Group that they feel more engaged in a story when they use a book rather than an IWB as it allows them to be close and comfortable, despite all remarking that they enjoyed the IWB. Thus, the combination of the IWB and the seating arrangements affected the engagement of the children. 

As noted in the ARC reflection (see appendix), initially the puppets sparked interest. This interest continued throughout for Child A who stated how she loved the puppets as ‘she had never used them before’. Yet, all three children agreed that they would prefer to listen to the story rather than use the finger puppets. As seen in the observation notes, neither three of the children’s engagement were a result of the finger puppets. Their engagement appeared to be a result of sitting in character groups and being engrossed in the IWB. Therefore, the use of drama and the IWB had a positive effect on the children’s engagement rather than the props, similar to Lesson Study One. 

Children were not given a choice of which character they were, which is recommended by Lenox (2013), but had the opportunity to swap to become the opposite character when the story was repeated. The focus group showed opposing feelings towards this swap. Child B specified how he did not want to use the props twice and did not enjoy the repetition of the story. However, Child A enjoyed having the opportunity to be both characters. 

Although children were engaged with the characters of the story, this appeared to be because of the grouping of characters rather than the tangible props themselves. As found in the observation notes (Child C) and ARC reflections, the breaking of the props caused a distraction, therefore in the future should be used with caution (Huff and Bar, 2003; Stadler, 2010; Baker, 2017). 

The IWB read out the story to the children, whilst displaying images. The focus group found that all three children enjoyed the use of the IWB, despite not feeling close or comfortable. In the ARC reflection, the teacher notes how she was worried that the IWB would be a distraction as it was rarely used in the classroom, although findings show otherwise. Observation notes display how all three children were engaged in the EBook, with Child B being so engrossed he did not disengage when an alarm went off in the class. Contradicting these findings are those of the focus groups, which report that children preferred to have a book rather than the IWB during story time.  

As a triad, upon reflection of all three methods of data collection, we decided upon refinements. The ARC reflections (see appendix arc) suggested that the IWB hindered the opportunity to pause the story to ask questions to ensure engagement and to challenge the children (see appendix obs). As a triad, we decided that a refinement would be to keep the IWB but to re-introduce the teacher reading the story, following guidance from literature (Blair, Rupley and Nichols, 2007; Graham and Kelly, 2008; Hattie, 2009) which would allow for questioning and assessment of engagement. Additionally, children would be seated in a more comfortable environment.  

Furthermore, we refined the amount of characters from two to one in attempt to increase engagement. The use of props was refined solely to the teacher, as the focus group showed that the children would prefer to just listen to the story.  Overall for Lesson Study Two, the story drama had the most impact on engagement, therefore it was decided that the final lesson would have a heavier emphasis on drama. 

Lesson Study Three 

The third Lesson Study was conducted in a nursery classroom. The LO was ‘To listen to the Easter Bunny story and to participate with the activities’. The story was adapted to be age appropriate and to include the children’s class name which made them characters in the story, something which engaged the children, as written in the ARC reflection (see appendix). 

Unlike LS1 and LS2, the prop, a bunny, was used by the class teacher solely. The observation notes (see appendix) and ARC reflection (see appendix) highlight the benefits this had on the children’s engagement. All three children engaged in listening to the puppet talking, which acted well as a behaviour management tool additionally, especially for Child B who was quickly reengaged through the bunny speaking to him. The focus group showed that all three children enjoyed the puppet during the story.  

Observation notes show (see appendix) that the children displayed high levels of engagement when challenged to act out the characters feelings, although Child A required encouragement from the bunny to do so. 

The IWB was used to display the story book, however the story was read by the teacher. The bunny puppet chose children to click on the IWB to find different objects in the story who were ‘sitting smartly’, a classroom term used for children who are engaged. Child C noted that he ‘liked being able to play games’ during the session. The observation notes show (see appendix) that all three children were highly engaged by the IWB. It should be noted that the IWB was used frequently during carpet sessions in the class, therefore children were accustomed with using it. Results from the focus group reported that the children enjoyed this familiarity. In comparison to LS2, the teacher was able to pause the story to assess engagement through questioning, which enhanced engagement of every child as shown in the observation notes (see appendix). 

Upon reflection of LS1 and 2, it was realised that drama alongside props had the biggest effect on engagement. Thus, for lesson study three a small purple door that appeared in the story, emerged in the classroom alongside a minute key and half-eaten carrot before the story began (see appendix). The children were highly engaged by this element of drama, all of whom questioned the mysterious appearance of the door. Child C’s engagement and imagination were expressed during the focus group with him stating that “I think if we open the magic door we might go in it like the bunny’. Despite the spark of imagination and engagement, the ARC reflection recorded that the low placement of props caused disruption as they were not visible to all children during the story, only those at the front. 

Findings from LS1 and 2 showed that the children wanted to be comfortable during story time (see appendix), therefore the lights were dimmed in the room to create a comfortable environment and to compliment the IWB.  Children were sat on the carpet which was noted by all three children as something they liked. The children were accustomed to a story time routine, which involved a whole-class song followed by a checklist to ensure everyone was close enough to the story and were ‘sitting smartly’. Both the ARC reflection and Hetrick and Diamant Cohen (2014) emphasise the importance of a routine during story time to encourage engagement.  

As a triad, we found that our refinements between all three lessons were beneficial to the children’s engagement during story time. We would need further refinements for our future practice to ensure maximum engagement. A further refinement would be to begin the pre-story hook earlier on to provoke additional drama to increase engagement. Furthermore, a limitation of this research is the different age groups that the research took place in could have an effect on reliability of results, therefore when refining techniques caution must be taken to adapt these techniques to various ages. 

Discussion of research findings 

This section will discuss the key findings of the research in relation to the three key techniques; IWB, story drama and props.  

Story Drama

A positive linear relationship developed between drama and engagement levels in all three LS’s. This was highly evident in LS3 as results showed that a dramatic hook at the commencement of the lesson increased engagement levels.  This finding is consistent with that of Wanerman (2010) who states how drama during stories is valuable to improve engagement. Props were used, exclusively by the class teacher, to create this drama which further supports their value (Huff and Bar, 2003; Liu et al., 2012; Peck, 2015). The benefits of story drama, especially pre-story hooks, during story time are recognised and will be taken forward in future lessons.  

Props

During LS one and two the props which were used by the children had a negative effect on engagement as they caused high levels of distraction, which mirrors findings from Stadler (2010) and Baker (2017) who both state how caution must be taken when using props for story-telling. In contrast, refinements made by the triad ensured that the teacher in LS three would solely use the prop which had a positive impact upon engagement. This reflects findings from literature who support the use of props for higher engagement levels (Huff and Bar, 2003; Liu et al., 2012; Peck, 2015). Although, it must be considered that the puppets were a new experience to both classes from LS one and two, therefore the lack of familiarity of the puppets might have impacted upon this distraction. Overall, it can be said that for this study, there were higher levels of engagement when the prop was used by the class teacher. It would be beneficial for future research to investigate how to effectively introduce props for children to use in the classroom to further support research surrounding the benefits of props in a classroom (Huff, 2003; Liu et al, 2012; Peck, 2015).  However for future lessons, the benefits of teacher controlled props are recognised and will be used as a story time technique as well as a behaviour management technique. 
Interactive Whiteboard 

The research found that the IWB had a positive influence on increasing engagement. In every focus group, it was commented that the children enjoyed having the ability to see the story. The findings of this study coincide with those of Shamir (2008) who found that the large features of the IWB encourage are attractive to children. Research by Moody (2010) highlights the importance of adult intervention when using the IWB, although results from the LS showed that the children were engaged by the IWB with and without adult intervention. However, the ARC reflections show that the teachers felt adult intervention using the IWB would have been beneficial to ask questions to ensure engagement when teaching.

All three children from LS two agreed that they preferred having a story from a book rather than the board. During this LS, the book was not read by the class teacher. It can thus be suggested that the children preferred having the story read to them by the class teacher, although additional research is needed to explore this further. The IWB had a positive impact upon children’s engagement levels when used effectively by the class teacher, supporting findings from Blair, Rupley and Nichols (2007) who found that materials must be used appropriately to actively engage students.

For future lessons, a combination of IWB stories and story books will be used. The reasoning for this is that books are more readily available for children to read, therefore the modelling of reading books in the classroom could encourage children to read, although additional research is needed to support this.

Additional Findings

Furthermore, to the three key techniques, two major factors arose in the research that impacted upon children’s engagement. The first being the environment which echoes work by Leicester (2006) who found that in order for children to be engaged they must be comfortable in their environment. The focus group (see appendix) presented the children’s preference of being close. The pre-story routine seen in LS3 ensured this closeness and engagement, which is consistent with literature suggesting the importance of pre-story rituals (Hetrick and Diamant-Cohen, 2014). Moving forward from this, it will be recognised that children have preferences regarding the environment in which story time takes place in. However, due to the small sample size of this study, it cannot be assumed that a close, comfortable environment is preferred by all children. Therefore, differences of preferences will be identified in future classes to enhance engagement.  

The second factor was the preference of story. As assumed, children sought their own choice of story in LS1 and LS2, which fosters previous literature (Justice and Kaverek, 2002). LS3’s story was relevant to their class topic, which the research shows engaged the children (see appendix). It is possible, therefore, that the choice of story impacts upon engagement. However, a limitation of individual choice of book is the difficulty of meeting every individual book preference, therefore for future practice, a variety of books relevant to the learners will be used in effort to maximise engagement. 




Limitations of the research 

[bookmark: OLE_LINK2]Upon reflection, our schedule was too structured (Bell and Waters, 2014) due to lack of adaptation of the scale to suit our observation. The structured columns of the Leuven Involvement Scale left us with little scope which required us to adopt a best fit approach when observing which level the child was at. Although it was valuable to determine what characteristics different engagement levels held, some of the children did not fit into one category of the scale which proved difficult to interpret results of engagement. Additionally, it was difficult to distinguish which behaviours demonstrated engagement, for example by being quiet and what seemed like concentrated or simply zoned out. If this research were to be repeated, it would be ensured that measuring engagement would be looked at in more detail. Also, the scale would need to be adapted to create more scope to suit the observation better.  

Furthermore, although we discussed before-hand how we were going to complete the schedules we did not account for the small-time scale we had to note down our observations which made it difficult to make notes on all three children. In hindsight, creating our own system of symbols to swiftly take notes may have benefited us more (Papatheodorou, Luff and Gill, 2013). 

[bookmark: OLE_LINK3]As there were two observers in each lesson, it benefited us to discuss the observations and to create a joint observation schedule for each child, to ensure we did not miss important elements (Kelly, 2015). Combining the observations shows an overall generalisation, something which we found helpful when analysing our results. 

As an observer, I found the lack of participation to be beneficial in the sense it was difficult to observe all three participants in a short period of time, however due to the nature of our study, the lack of participation resulted in the observations being challenging to conduct as it was again hard to gage the children’s engagement by simply observing. 

Being the facilitator proved difficult due to the age of the participants, who easily drifted off topic, despite having pre-planned open-ended questions to encourage discussion (Kumar, 2014). Despite the focus group offering safety in numbers (Kitzinger and Barbour, 1999), some participants tended to simply agree with what had been said, displaying possible fear of peer group disapproval caused by focus groups (Flick, 2011), or misunderstanding of the question.  

The findings may be somewhat limited by the small sample size of this study making them difficult to generalise. 
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