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Research Aims
The importance of reflection as a way of improving practice is widely recognised and utilised by many teaching practitioners throughout their career (Hattie, 2012; Pollard et al., 2008; Grigg, 2015). Therefore, within this small-scale study, I intend to address a specific area of development identified from recent teaching placement. With personal development for future practice in mind, it is important to consider potential upcoming changes to education in Wales. Within the outline of the new curriculum for Wales, Donaldson (2015) highlights the importance of Collaborative Learning (C.L) in order for learners to take responsibility for their own learning. However, after teaching within a KS2 classroom, I found that much of the work I delivered was individual, which left little opportunity for developing strategies for collaborative group work. This left me questioning my confidence to plan and facilitate effective group work in future classroom settings. After discussing my experience with my research partner, we discovered that this was an area we both wished to address, as C.L was not widely exercised in her class either. This lesson study process aims to equip both of us with further knowledge and strategies of C.L in the classroom, by reflecting on practice and gaining different perspectives through a variety of methods.
Research Context
The study was performed in two significantly sized primary schools, located in the same town in a region of West Wales. The research was first carried out in a mixed Year 3/4 class, followed by a Year 4 class with over 30 learners in each one. As a pair, we both agreed that the size of these classes had a contributing factor to the decision for us to gain further knowledge on the best ways to encourage effective group work, as it can be difficult to organise group tasks in large classes. Based on our experiences, together we formed a research question: 
How can we improve pupil involvement in Collaborative Learning groups through structuring group work in a KS2 classroom?







Literature Review
To refine knowledge and strategies on effective collaborative groups in the classroom, a range of sources were used, including: journal articles; books; government documents etc. to read around the topic. Much of the literature discussed is based upon studies within education beyond primary, as this learning style is utilised far more with secondary and higher education students. Whilst this is a limitation to the literature, Gillies and Boyle (2011, cited in: Hammar Chiriac, 2014) note that the benefits and implications of C.L are consistent irrespective of age and therefore relevant to this study. This section will define Collaborative Learning, highlight the benefits and challenges and outline strategies used to implement this learning style into the classroom effectively.
Kaendler et al. (2014) define Collaborative Learning as the process of two or more learners sharing knowledge and effort in order to find a “joint solution” to a task or problem (p.506). With this learning style, individuals are responsible for their own learning. They are encouraged to accept responsibility and share authority as well as respect contributions from their peers (Laal and Ghodsi, 2012).
After reviewing literature, it is clear that many value C.L and recognise the advantageous impact upon learning when learners work together (Vygotsky, 1978; Barnes, 2008). With the increased evidence behind the benefits of group work, it is no surprise that in recent years there has been a growing trend to move away from more traditional didactic methods, involving presentational teaching where pupils are passive (Barnes, 2008). 
When discussing the benefits of collaborative groups, Laal and Ghodsi (2012) categorise them in to four areas: Social, Psychological, Academic and Assessment, which provides a useful framework to discuss some of these points further.
With regards to social benefits, Watkins et al. (2006, cited in: Carrol and McCulloch, 2014) note that C.L is more effective than traditional methods as it requires learners to work towards a shared goal through exercising social skills. 
Vygotsky’s social learning theory (1978) is rooted within C.L, as he argues that the social input of others can broaden an individual’s understanding. This reiterates the benefit of a support system for learners, mentioned within the framework (Laal and Ghodsi, 2012). Vygotsky (1978) expresses how interactions with skilful capable learners can influence a child’s skills and understanding, termed the Zone of Proximal Development (ZPD). This is defined as the distance between actual development (whilst working independently), and the level of potential development, when collaboratively working to solve a problem with ‘more capable peers or under adult guidance’ (Daniels, 2005, p.56).
The framework’s Psychological component discusses Johnson and Johnson’s (1990, cited in: Laal and Ghodsi, 2012) argument regarding self-esteem. They argue that C.L promotes a supportive atmosphere which models “positive societal responses to problems” (p. 488) and allows children to feel comfortable in using conflict resolution skills. Group work in such settings can create a safe environment for pupils to take on teacher roles and practise risk taking (Wismath and Orr, 2015).
As well as the impact on a learner’s personal development, there are also academic benefits associated with C.L. Carroll and McCulloch (2014) argue that “shared understanding” requires learners to become active in deeper discussions and therefore leads to more effective learning. Johnson and Johnson (1986) argue that cooperative teams have an advantage over individual learning as working together collaboratively engages pupils in critical thinking and allows them to retain information for longer.
In addition to current wellbeing and development, the new curriculum recognises the importance of adapting teaching styles to prepare pupils for the future with lifelong skills in order for them to be successful (Donaldson, 2015).  Bennet and Gadlin (2012) argue that offering students the opportunity to collaborate with others in the classroom is worthwhile as it can develop their social skills. Therefore, this transferable skill can be valuable to learners as Audette (2017) notes that collaborating effectively with others is desirable to employers.
Whilst there is much evidence supporting the beneficial impact of C.L, Gillies and Boyle (2010) note that many teachers do not feel competent at implementing collaborative groups. This could be a result of the challenges that they may face, including the confusion over their expected role during this learning style. Renkl (2007, cited in: Kaendler et al., 2014) notes how previously, teachers were warned of involving themselves and hindering the interaction between groups. However, Mercer and Dawes (2008) found that when teacher attention is withdrawn, pupils within groups focus less on the task.
It seems that even when it is attempted, teachers face further barriers, as Richardson (1999, cited in: Stewart, 2014) points out “Children may work in groups but they very seldom work as groups” (p.4). This is supported by Baloche and Brody (2017) who recognise that implementing effective group work can be challenging as simply organising pupils into groups is not enough to produce the beneficial outcomes discussed. This stresses that C.L is only effective if children are engaged and collaborate with their group. Therefore, understanding the teacher’s role and correct structures are crucial for effective group work.
Carroll and McCulloch (2014) discuss how a distinct characteristic of C.L is that there is a shift in teacher–pupil roles. Whilst the learning style is not teacher-led, their role remains significant throughout the process in order to initiate effective group work (Kaendler, 2014). De Lievre et al. (2006, cited in: Carrol and McCulloch, 2014) argue that teachers are responsible for guiding social, cognitive and metacognitive interaction between groups. Prior to this, the teacher’s role includes the composition of groups and planning suitable tasks that will encourage members to share knowledge (Kaendler, 2014). 
Johnson and Johnson (1984) note that structing student-student interaction can positively impact the outcome of the collaboration. When composing groups, teachers need to consider various factors that could influence the outcome of interaction within the group, including:
· Gender – Takeda and Homberg (2013) found enhanced collaboration amongst balanced gender groups in comparison to all male. 
· Group size – the consensus in many studies suggest small sizes so that all members are encouraged to participate (Johnson and Johnson, 1984; Kaendler et al., 2014).
· Mixed Attainment – Zamani (2016) evaluates both homogeneous and heterogeneous grouping with regards to low and high attainment and found that the mixed attainment groupings performed better, with low attainment participants benefitting the most.
· Role allocation – Slavin (1990, cited in: Kaendler, 2014) notes how positive interdependence and individual accountability can be promoted by assigning different but specific roles/responsibilities to members. 
Gillies et al. (2008) note that a teacher’s priority should be fostering valuable interactions and when introducing this new learning style, gaining pupils’ confidence is most important in order to encourage interaction levels. Roles can be very effective at this, as Hansen (2006, cited in: Hammar Chiriac, 2014) argues that allocating roles encourages all members to participate and increases groups’ success and overall involvement. Though it is important to be aware of ‘social loafing’ (Vermette, 1995), this can be reduced through clear explanation of roles and expectations (Hammar Chiriac, 2014).
The literature suggests that if collaboration is implemented correctly into the dynamics of a classroom, then the potential for reward increases. However, it has been highlighted that there can be challenges when introducing effective C.L and therefore the importance of structuring cannot be ignored. This research has provided constructive methods that can be utilised when aiming to improve involvement of pupils in Collaborative Learning groups in a KS2 classroom. This study will incorporate many of the structures discussed, with a focus placed upon the allocation of roles with the aim of increasing involvement. 


Lesson Study Design
As this study has a specific aim and focus, the Lesson Study method was deemed most suitable to ensure the research remains close to practice. Lesson study is recognised as an effective method that focuses on developing teacher practice knowledge through the collaboration of professionals (Department for Education, 2009). It consists of a cycle of planning, delivering, observing and analysing with the aim of refining a pedagogical approach in order to improve overall teaching and learning in the classroom (Dudley, 2014). 
For this investigation, a multiple-method approach ensured we collected a range of perspectives of the lesson study to increase findings validity (Bell and Waters, 2014). Cohen et al. (2017) note how qualitative data methods are useful for gathering opinions of participants. The lesson study included qualitative data collection methods, such as personal reflections from the participating teacher, structured observations from the research partner and focus group interviews with pupils. 
As part of the lesson study, an observation was carried out by the research partner to offer an outer perspective. As the intention was to perform the lesson study close to practice, it was beneficial to be a “nonreactive” observer to view the session in its entirety and ensure that interactions were not influenced in anyway. (Arthur et al., 2012). 
To meet the direct focus of this study, a structured observation was conducted, with pre-prepared tools to collect data. Denscombe (2014) notes how a structured method e.g. a schedule, dictates what is being observed as well as how these aspects are measured. To monitor the involvement of participants, a schedule based upon The Leuven scale of involvement (Laevers,1994) was adapted for this study (Appendix 1). Communication of participants was also gauged using descriptions indicated on a communication scale (Appendix 1). In order to offer the observer flexibility, a comments box was provided to expand on crucial points (Cohen et al., 2017). This ensured that researchers were selective with content and did not narrow the data findings (Cohen et al., 2017).
Three children were observed using the schedule. One child was observed at a time for 2 minutes, before moving onto the next child in a different group, with observations recorded on the sheet. Approximately ten minutes of data was collected for each child in total, with data collected at varying points of the lesson.
Following the lesson, a small focus group interview with pre-prepared questions (Appendix 2) was conducted with participating pupils in order to gain pupil voice. Bell and Waters (2014) note that focused interviews with pre-prepared questions offer easier analysis of data which is beneficial given the short timescale of this study. 
Both researchers were prepared to be flexible with the pre-prepared structure to allow for any arising topics of interest. This focused interview method is discussed by Bell (2010) and allowed for naturally occurring conversation as well as opportunities to probe on certain topics when appropriate.  
Cohen et al. (2017) state that focus groups allow researchers to evaluate data from different subgroups of the population. In this instance, this would relate to representatives of different attainment levels in the classroom and therefore offer a wider perspective of the event. According to Cohen et al. (2017), focus groups rely on group interaction for views to emerge. Although traditionally participants would not be familiar with each other, in this case, participants were also classroom peers, which may have increased the likelihood of them conversing with one another. However, as a moderator was present to stimulate discussion, it was also important to consider interviewer effect (Denscombe, p.202, 2014).
In order to collect data for analysis, an audio-recording device was used throughout the interview. Bell and Waters (2014) discuss how this method can be confusing when used to record group interviews. However, to overcome this issue, the interview was monitored by the second researcher, who was able to note who was answering, to ensure clarity during analysis.
As Grigg and Lewis (2017) argue that reflection is important for improvement, it was felt that adding another perspective to the data would be beneficial in this case. Denscombe (2014) notes how participating practitioners may have instigated the research and therefore argues that personal reflection of a situation is necessary. This is seconded by Lambelet (2014) who suggests that this form of data can offer further insight from a first-hand perspective. Therefore, the teaching participant provided a personal reflection using the Assisted Reflective Conclusion (ARC) model to gain an active response. This reflection tool was deemed most suitable as it is familiar to both researchers, but also because its format is an amalgamation of different reflective theorists’ models. Whilst Denscombe (2014) discusses risk of bias with this method, as individuals can interpret situations differently, this view complimented other data collected during this investigation.
Following initial data collection from the first lesson, the findings were analysed to highlight pertinent feedback and observation points on how the lesson could be improved and involvement could be increased. These suggestions were then incorporated into the second lesson and data was collected once again to form a second analysis. This informed the researchers regarding the success of implementing these changes. 
In order to gain the perspective of pupil voice, a sample number of 3 participants were selected from each class to be observed and later contribute to a small focus group interview. Both researchers decided that during the lesson, children will complete collaborative group work within their attainment groups, as this is usual practice in each class. As this study aims to gain a range of perspectives, the sample included pupils from each attainment group - Lower, Middle and Higher. Within the attainment group, students were randomly asked to participate and the final contributors depended upon gained consent and assent. Bell and Waters (2014) discuss how opportunity samples such as this are acceptable so long as they represent the population appropriately. Therefore, it is important to consider all these factors before implementing this study.



















Ethical Consideration
[bookmark: _Hlk511347852]Before conducting educational research, researchers should consider ethical implications that may arise (Thomas, 2011). Therefore, an Ethics form was submitted prior to this study. Consideration included adhering to British Educational Research Association (BERA) (2011) guidelines to ensure the participants’ wellbeing, which is paramount as Thomas (2011) argues that all participants should be treated with respect. As such, for this study, all identifiable information e.g. names, were withheld and pseudonyms adopted to safeguard anonymity and confidentiality. Though both researchers had access to data for analysis, both understand the importance of this privacy (Bell, 2005), which also abides to Articles 3 and 12 of the United Nations Convention on the Rights of the Child (BERA, 2011).
The nature of this study meant research remained close to practice, which minimised risk. However, several ethical issues needed to be considered, such as consent. Prior to the study, a letter was distributed (Appendix 3) to gain parental consent for each child. After this, the children’s assent was obtained by reading a statement to the class with the teacher as a signed witness (Appendix 4). This outlined the study’s aims and intentions, as well as their rights regarding participation and withdrawal at any time. Assent was indicated by raising their thumb. 
Children were reassured that they would face no consequences if they did not wish to participate and that they could continue to contribute to the lesson as normal. In order to gain pupil voice, the three focus group/observation pupils were asked to confirm assent again by ticking a box on the aims and intentions statement (Appendix 5). 
As the researchers were familiar with participants, objectivity was also an important consideration, (Barber and Paul-Smith, 2010) as this may impact upon pupils’ answers and their willingness to participate. However, this was minimised by explaining that the aim of this study was to help improve teaching rather than evaluating students, and therefore, honesty would not receive negative consequence. A further safeguard for objectivity was the fact that the non-reactive observer was unfamiliar with the pupils. 
Bell and Waters (2014) discuss that data security is the researcher’s responsibility. As data collection involved written and audio recording methods, ethical consideration was required. For written data, care was taken to store and transfer them safely by the researcher in a secure folder for analysis. Audio recordings were deleted on site in accordance with school policy and were only accessed by the researchers. Any electronic data e.g. transcript notes, were encrypted. All data was securely kept until no longer required then destroyed appropriately. However, the school and parents were also offered access to the completed study if requested.
Lesson Study Analysis and Discussion
This study aims to improve involvement in Collaborative Learning groups through structuring them, with a specific focus on role allocation. 
Group composition
Prior to both lessons, the corresponding participating teacher composed the groups using the constructive methods discussed in the literature review. However, this was difficult to adhere to at times due to classroom dynamics e.g. boy-heavy class, resulting in some groups having an uneven gender split. Also, despite the advantages presented from mixed attainment groups (Zamani, 2016), both researchers agreed to keep each lesson’s groupings organised within attainment so that the study could remain close to practice, as both classes were not used to working in these conditions.
Lesson Planning
Hammar Chiriac (2014) notes how C.L can either be an objective of the lesson or a means of achieving curricular objectives. In this case, collaborative group work was new to participants, therefore both researchers agreed that, for the purpose of this study, the lesson objective would revolve around how to work as a group. 
The lesson plan (Appendix 6) was created by both researchers using an activity designed to promote group work (Nrich.maths.org) as it was important to plan a lesson suitable for each class. The task was differentiated for attainment levels to ensure all were stimulated. To complete the task, groups were required to place the drinks cards in an order following the clues. The skills required included communication, decision-making, problem-solving, and justification. 
At the start of the lessons, the teacher initiated a class discussion on what is needed for effective group work, with ideas remaining visible on the board for reference. Following this, the class were split into their groups and roles were allocated, which included:
· Organiser
· Recorder/Reporter
· Resource Manager 
· Coordinator
An outline of each role (Appendix 7) was provided on the board and expectations of each member were explained by the teacher, stressing the importance of involvement from all. 

Lesson 1
It was reported in the teacher’s ARC-1 (Appendix 8a) that overall, all groups completed the task within this lesson, which suggests that involvement was at a reasonable-to-high level from almost all learners. However, when looking at the Observation Schedule (OS-1, Appendix 9a), it is clear that involvement and communication levels within groups were not consistent. The schedule highlights how teacher guidance can improve involvement and communication, as indicated by the annotations. 
Following the lesson, a focus group of three children provided pupil voice on the session and roles given. To provide a true representation of the class, a child from each attainment level was selected at random. The data from this highlights several themes to be analysed and discussed in relation to involvement. 
All children had a positive response to being given roles, with one noting how ‘it felt good and special’ (Child 2). The children reflected on how role allocation gave them a sense of accountability as ‘nobody else can do the same job as you so you get to be involved’ (Child 1). Another noted how this sense of responsibility was productive for the group: 
‘Our role was unique in what we had to do and how to help our group’ (Child 3).
This was also reflected by Child 1, who stated that ‘if you are given a role you have to do that role.’ However, the children’s responses suggested that involvement decreased if a group member lacked enthusiasm or had not ‘stuck to their role’ (Child 3). The teacher’s ARC-1, along with the schedule (OS-1), corroborate this as they found that pupils who were less satisfied with their roles were not as engaged in the task and required more adult prompting.
The ARC-1 discusses an incident that involved two members sharing a role title (after absences caused changes to group compositions). The teacher stated that this caused confusion and ‘blurred responsibilities,’ which consolidates the point that children require a clear individual role in order to avoid arguments and increase task involvement. It also stresses that though small groups are desirable (Johnson and Johnson, 1984), it is important to remain adaptable to class dynamics and have additional roles prepared if necessary. 
The interview data implies that the children felt that when working in groups, a sense of equality was paramount. Many of the responses talk about how being allocated a role helps ensure fair distribution of work and responsibility. 
‘if you are given a role you don’t have to do two things’ (Child 3).
This suggests that the child recognised the importance of equality and clear roles. The data highlights the importance of the teacher’s role in this too, as Child 2 admitted ‘if you could choose, you’d normally give the best role to yourself.’ 
The shared workload within groups can allow children to recognise how each member has a valid contribution to the task (Slavin, 1990, cited in: Kaendler, 2014). Child 3’s perspective also shows the importance of having your own voice within the group, with everyone getting ‘a turn’ (Child 3). However, interestingly, OS-1 does not verify that this occurred within his group, as the involvement and communication levels were less stable in this particular group. The observer noted that this child (3) ended up taking on two roles due to lack of involvement from another individual. 
All those questioned preferred being given a role, with reasons given including: having no arguments because ‘we all had a special piece to do’ (Child 2) and ‘you won’t be bossed around by anyone else who wants to do the same job’ (Child 2).
Whilst this sense of fairness contributed to increased involvement overall, as there was less arguing and less time wasted, it was found that when roles weren’t adhered to, groups were less productive. This was because arguments arose over certain group members not fulfilling their part. 
‘not all of our group stuck to their role because [Name] didn’t want to do it, so caused some arguments.’ (Child 3).
This is where teacher involvement again is required to mediate the interactions between group members, in order to minimise conflict and keep groups on track in terms of engagement and time management. This was recognised by Child 2: 
‘If we had to decide, we would have to have the whole table talk through it and agree, and that would take ages.’
The advantage of teacher involvement is reinforced by the annotations in OS-1, which documented how referring back to roles ‘helped [the group’s interaction] flow’ and the teacher was able to bring them back to task following their breakdown in communication. This links to ARC-1, where the teacher felt that referring to the roles explanations helped conflict resolution. 
Throughout the interview, the benefits of group collaboration with allocated roles were highlighted. The children favoured working in a group over working individually as they enjoyed the social aspects (as discussed by Watkins et al., 2006, cited in: Carroll and McCulloch, 2014 and Vygotsky, 1978). One child in particular highlighted the advantage of being able to share knowledge. 
‘When you work in a group you can ask your friends for advice if you are stuck and give advice to your friends as well.’ (Child 3).
ARC-1 also reflects how ‘peer learning was visible’ within the groups, which reiterates Vygotsky’s ZPD (1978). 
OS-1 reveals that all participants were engaged towards the beginning of the task. However, it appears that levels of involvement and communication within groups began to waiver. The annotations suggest that this is a result of differing personalities within groups. For example, dominant characters tended to ‘take over’ the task which sometimes left others disengaged. The more passive were observed to take a ‘back seat to stronger opinions.’ Child 3 noted how group work was difficult when communication lacked, stating ‘sometimes they weren’t listening so it was hard.’ The schedule also mentions how the teacher was required to remind some pupils to ‘involve [their] group.’ This links with the teacher’s ARC-1 regarding introducing role rotation to combat disengagement and encourage enthusiasm for the roles. 
The annotations offer explanation for the tail off towards the end where pupils became distracted and started ‘playing’ as they had completed the task. Pupil voice echoed this trend and offered an adjustment for future lessons to combat this. They suggested providing additional tasks to work on so that ‘it would be a challenge to get both things done quickly as a group.’ (Child 3). 
The overall findings from the first lesson suggest that children achieved the lesson goals by being involved in group work and collaborating using structured roles. However, it seems that there is room for improvement in terms of increasing involvement. In order to encourage progression in the second lesson, the researchers decided to adopt suggestions by introducing an additional task for the groups. This involved introducing a ‘mystery review’ that required pupils to discuss why this review may have been written. 
Lesson 2
Due to the nature of the lesson study format, it is unsurprising that many of the themes present in Lesson 1’s analysis reoccur in Lesson 2. The teacher reflected (ARC-2, Appendix 8b) on how roles contributed to the ‘fluidity’ of the lesson, as there were ‘no individuals sat idle.’ This indicates that involvement was again at a reasonable level throughout. Within the second Observation Schedule (OS-2, Appendix 9b), all involvement and communication levels started high. Whilst the levels of both Child 4 and 6 waivered slightly, the additional discussion element added as a result of Lesson 1’s pupil voice feedback increased these again towards the end of the observation, preventing a tail-off as seen previously. This suggests that it was a beneficial adjustment, which is echoed within ARC-2, as they reflect that ‘it opened up discussion about different people’s thoughts on the review.’ It is evident that this opportunity encouraged pupils to continue to collaborate to solve the task.  
Child 5, on the other hand, did not waiver throughout and, according to OS-2, excelled in using advanced vocabulary and encouraging phrases to increase participation from other group members. For example, she used question structures such as ‘Does everyone agree?’ and took on a productive leadership role to guide other members back to task. It could be argued that this is yet another example of how personality traits and confidence can impact on involvement. 
As with Lesson 1, roles were received well by the children, who noted they were ‘grateful’ (Child 5) and that they enjoyed the novel experience - ‘it’s not everyday you have a role’ (Child 4). 
To reflect feedback from the previous lesson, researchers queried how children felt about role rotation. Whist all said yes to swapping, the data identified that children predicted nerves and were unsure if they would like some roles. Depending on the role allocated, this could potentially impact a pupil’s involvement. However, Stewart, (2014) discusses how it is important for pupils to try different things, even if it is outside of their comfort zone, and rotating roles would encourage this. This is supported by Child 6:
‘if you’ve done it before you’d know you’re good at it and if you haven’t you can give it a go.’
Again, pupils praised the benefits of role allocation in the group work, referencing the accountability and responsibility it gave them. One reflected that it was ‘nice that you can be trusted with something’ (Child 5). They pointed out how roles promote involvement as ‘if you don’t have roles, people might be left out’ (Child 5). Child 4 also acknowledged the teacher’s input in role allocation, stating that it was ‘more organised.’ However, ARC-2 reports that a disagreement occurred during the session that involved pupils misinterpreting the responsibilities of certain roles. Whilst Child 5 praised the use of bullet points for role description, the teacher expressed concern that some roles overlapped and were not clearly specified. However, by refining the descriptors and practising groupwork skills, it can be assumed that involvement levels would increase in future practice. 
Lesson 2 participants agreed with the perceptions gained in Lesson 1 that group work was preferential to working individually. Child 6 commented on how ‘groups can solve things together’ and Child 4 echoed the social benefits mentioned by lesson 1 participants by reiterating that ‘it’s a good way to make friends.’  
When asked what could be improved, their views reflected that group working skills are a necessity to achieve Collaborative Learning that you are ‘proud’ of (Child 5). Child 4 suggested that future practice could be further improved by making sure ‘everyone is listening and cooperating.’ Here, the pupils’ voice reiterated how teacher guidance is valued in these situations (Kaendler et al., 2014). 
In Lesson 2, researchers successfully acted upon the feedback from Lesson 1 to increase involvement through open-ended discussion. From this lesson study experience, the importance of teacher-guided clear role allocation was recognised and the second lesson further evidenced what strategies are effective when implementing Collaborative Learning. This is supported by the fact that pupils’ involvement was continuous with the tasks set in Lesson 2 once the additional task and discussion element were added.



Conclusion
This study has echoed how effective group work is determined by the quality of group interaction and collaboration. However, it has also revealed how the success of these elements is dependent on a number of factors. These included group dynamics, individual personality traits and teacher involvement, as well as the structure provided by roles.
It was clear from both lessons that the priorities for implementing C.L include role allocation; clarity of responsibilities within the roles; fairness and equality. The data analysis of this study has revealed a number of strategies to achieve these priorities. These include:
· Role rotation to enthuse pupils and encourage continued engagement. This would develop skills and ensure pupils value each role.
· Preparation of an additional role to ensure that group dynamics can be adapted to, and conflict regarding blurred responsibilities is avoided.
· Provision of suggested vocabulary and phrases as a prompt for effective communication within groups. This structure may increase a pupil’s confidence to engage in discussions.
· Enriching tasks by introducing additional elements. This would stimulate involvement by encouraging open-ended discussion. 
· Continuing to offer opportunities to collaborate so that skills are practised. With increased competency, C.L could then be used as a means of achieving academic objectives.
At this stage, considerable teacher involvement and guidance were also deemed necessary in achieving effective involvement and conflict-resolution. However, it imperative to consider that this study introduced the concept of C.L and therefore, it is hoped that pupil autonomy would increase with practise and familiarity. 
This study has provided reassurance that C.L is a well-received learning style by pupils that should be a regular tool in the classroom. Therefore, strategies revealed by this exercise will be a beneficial asset to future practice. 
By using a multiple-method approach, various valuable perspectives were gathered to inform the research into C.L. This was appropriate for this particular study as it ensured that both teacher reflections and pupil voice were considered alongside observation. Whilst the Observation Schedules provided practical real-time detail of how pupils were involved and communicated throughout the tasks from an impartial observer, the other methods provided another level of detail to enrich the data. 
Though the pupil voice focus groups allowed the study to gather a representation of learner opinions from both classes, the teachers’ ARCs (Appendices 8a and 8b) provided personalised feedback from the teaching perspective that sought for progression. For the analysis stage, these numerous perspectives were pieced together which helped encompass the whole event. 
However, limitations to the research methods were found as the Observation Schedule was only designed to collate information on a singular member within a group. On reflection, data could have been further enriched by altering the focus of observation of involvement and communication from one singular member to the whole group as this would provide an in-depth picture of the interaction taking place. Another limitation of the OS method to consider is the fact that the data collected can be subjective, depending on the observers’ interpretation of events, and the scales being used (Appendix 1).
This Lesson Study has been a worthwhile experience as the collaboration has provided an opportunity for both researchers to grow and develop their understanding of C.L. However, because this Lesson Study format aims to improve a focused and personalised aspect of teaching and learning in the classroom, the findings from this small-scale study can be harder to generalise and relate to other situations, especially as it only represents a small sample size. Nevertheless, this study has fulfilled its purpose of personal development. 













Recommendations
To move forward with this study, possible improvements should be considered by the researchers in order to refine the strategies developed from the data. 
If the study were to be repeated with a similar sized sample, it would be beneficial to observe all members of one group rather than observe representative individuals from different groups, as this could offer a different outlook in terms of the impact roles have on involvement and communication levels. It would provide real time data to explain why an individual’s level of involvement/communication would fluctuate throughout the session. 
As discussed, this small-scale study’s time scale could only provide a snapshot of data and therefore restricts the capacity to generalise the findings across differing scenarios. It would be interesting to expand the research to explore the impact that different cohorts and environments could have on these results.  As well as this, taking a longitudinal approach with this study by repeating it within one class over a number of lessons would allow researchers to monitor progress since introducing the suggested strategies. It would also mean that pupils would have the opportunity to practice their skills in using this new learning style, cancelling out the impact that this current study has felt as a result of using an unfamiliar concept with the children. 
Further work in this area could be expanded to research the impact of teacher involvement on C.L. It would be interesting to discover how increased or decreased guidance would influence involvement and communication levels, as well as children’s competence in their allocated roles. 
The Sutton Trust toolkit (Higgins et al., 2014) identifies that Collaborative Learning has a “moderate impact for very low cost” within the classroom. Though it requires effort on the part of the teacher to organise the structure effectively, it can be a worthwhile exercise in order to introduce a new and innovative way of learning to the pupils that not only helps academically, but also socially. Therefore, it would be beneficial for the researchers to communicate the findings of this study with colleagues in order to share good practice. This could be in various ways, including presenting in professional development groups, informal and formal discussions with peers and demonstrating it through inviting others to observe. 
Despite limitations and room for improvement, reflecting on this experience has been a powerful tool to help the researcher focus on practical strategies to use within the classroom and develop confidence as a teacher. 
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Appendix 1: Involvement and Communication Scales
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Appendix 2: Pupil Voice Focus Group Interview Questions. 
Pupil Voice Interview
As you know, we want to become better teachers and want you to help us by answering some questions as honestly as you can. 

How did you feel about being given a role? 
Why did you feel happy/excited/annoyed/sad/bored .etc?

What do you think about being given a role?
Why do you think that?

Did you like being given a role?
Why did you dislike/like being given a role?

Do you prefer being given a role when working in groups, or not being given a role?
Why do you prefer not having/having a role?

Which do you like best, working in a group or working on your own?
Why do you prefer working in groups/working on your own?

We will have to teach other children working in groups, what do you think we could do to make working in groups better?
Why do you think that would help?


Appendix 3: Parental Consent Letter
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Appendix 4: Teacher Witness Assent Form

Assent form
“We are learning to teach and are here to see how we can improve how we teach children when they work in groups. If you want to, you can help us find out how to be better teachers by letting us see you learn today when you are taught in groups. You do not have to do this and you can say no if you want to. If you do decide to take part you have the right to decide you do not want to carry on and can tell us that you do not want to take part anymore. If you decide not to take part anymore we will not ask you any more questions and you will not receive any consequences as it is your right to decide if you take part or not. 
If you would like to take part, please put your thumb up so that we can see you would like to take part. If you do not wish to take part do not put your thumb up.”

I ________________________ witnessed the informed assent of the class to the above statement. 
Date: ___________________

Children that do not assent to the study will remain in the class but no observational notes will be made about those children and they will not be asked any questions related to the research. 











Appendix 5: Individual Pupil Assent Form
Assent form
We are learning to teach and are here to see how we can improve how we teach children when they work in groups. If you want to, you can help us find out how to be better teachers by letting us see you learn today answering some questions about working in groups. We are asking the questions about working in groups to help us become better teachers. If you are asked a question you should answer it honestly because we are asking these questions to help us become better teachers. 
You do not have to do this and you can say no if you want to. If you do decide to take part you have the right to decide you do not want to carry on and can tell us that you do not want to take part anymore. If you decide not to take part anymore we will not ask you any more questions and you will not receive any consequences as it is your right to decide if you take part or not. 
Tick one of the boxes once you have decided if you would like to take part or not:
· I agree to take part 
· I do not want to take part 

Name: _______________________________     













Appendix 6: Lesson Plan
Adaptions made for Lesson 2  
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	Session Plan – Key Stage 2

	Name of trainees:
	Shauna Morris & Charlotte L         
	Session ref:
	Lesson Study: Group work

	Personal target(s) in relation to QTS: 
	N/A

	Year group:

Lesson 1

Lesson 2
	


3&4

4

	No. of learners:

Lesson 1

Lesson 2


	


33

31
	ALN: 
	

	Additional Adults: 
	To support LA groups with reading the cards. Prompt them to look at the clues with a dot on first.

	Learning objective(s): To be able to work in a group.
	Success criteria:

· I can carry out my role in the group.
· I can listen to others.
· I can share my ideas with other people in the group.
· I can help my group to reach an agreement.


	Links to previous learning:

	Curriculum coverage (range, skills)
Strand: Oracy
Element: Developing and presenting information and ideas. 
Aspect: Collaboration and Discussion. 
Skills: contribute to group discussion and help everyone take part; help a group to reach an agreement.

	Literacy(LNF)
Strand: Oracy
Element: Developing and presenting information and ideas. 
Aspect: Collaboration and Discussion. 
Skills: contribute to group discussion and help everyone take part; help a group to reach an agreement.
	Numeracy (LNF)


	DCF
N/A
	Thinking
Process: Develop
Principle: Considering evidence, information and ideas. Thinking logically.
Context: Given cards and information that helps order the cards. They must think logically and consider the information provided to sequence the cards correctly.
	ESDGC
N/A
	YCC
Element: Linguistic.
Context: Use of incidental Welsh.

	Key vocabulary(English/Welsh):
Team work  Roles  Organiser  Recorder  Reporter  Resource manager  Coordinator
Drink cards  Clue cards  Communication  Agreement

Tri, dau, un
Pawb yn barod
Helpwr heddiw

	Resources:
Drink cards, Clue cards, Sheet of paper, Pen, Blue tac,  Role definitions (on board)




	Time

	Session activities, organisation and management
	Key questions & Assessment for Learning opportunities  

	7 mins
	Introduction
	

	
	4 mins
Inform the class that they will be working in groups to solve a problem.
Ask them what is important when working in groups?

Note important answers on the board: listening to others, sharing ideas, including everyone, working as a team. Etc.

3 mins
Put roles on board and explain them to the class. These will help you to make sure you solve the problem together.

	

	
	
	

	
	
	What is important when working in groups?
TTYP/Hands up

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	33 mins
	Main activities
	

	
	2 mins
Assign group members roles by walking round the groups.

4 mins
Ask resource managers to collect a pack of drink cards after un. Take them to their group and lay them out on the table so that everyone can see them. Everyone in the group needs to look at the cards and talk about what you notice about them.   Tri, dau, un. 

Mini Plenary 2 mins
Get reporters to feedback from the groups about what they noticed about the cards. (how many there are, how many drinks, how full the glasses are, are the glasses the same size etc).

2 mins
Tell them they are café owners. Tell them the café has had a busy day and just noticed that one of the customers from the has left a review on the café website and you want to work out what they had to drink. Tell class they will now have some clues to help them work out as a team which order the glasses need to be in. Hand clue cards to the resource managers. 

10 mins
Groups work on task. Ensure group members understand roles whilst walking around.

Mini Plenary 3 mins  
Check with reporters which card groups have first. Talk about strategy and which cards they looked at first if they know which glass comes first already (cards with dots first). Praise for using roles/remind them of the roles. Remind them to look for the reviewers drink and to discuss why the person might have left a review.

10 mins
Continue ordering the glasses.

	

	
	
	

	
	
	



	
	
	What do you notice about the cards?


	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	10 mins
	Plenary
	Which card comes first/2nd/3rd etc?

Does every group agree?

What do you think?

Why do you think that?

	
	
Get the reporters to feedback the order they put the glasses in and the order they went through the clues.

Also ask reporters to feedback which drink belonged to the person that left the review. 
Why do they think that?
Why is the glass full?
Not thirsty, didn't like it, had gone off etc.
	












Appendix 7: Role Descriptors
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Appendix 8a: Assisted Reflective Conclusions (ARC) Model – (ARC-1)
Assisted Reflective Conclusions (ARC) Model
Date: 27/03/18
Critical incident (focus): Structuring the groups

	Experience


	Feelings

What are your feelings regarding the structuring of the groups in the lesson?

	Initially, I felt anxious about teaching a lesson involving C.L as it was something new to both the class and myself. It required a fair amount of organisation and thought prior to the lesson to ensure that the topic and roles were suitable. 
I feel that allocating roles contributed to the overall success of the lesson as pupils were aware of what to do within their groups and were engaged in the problem-solving task. 


	Remember and Understand

How did the structuring of groups impact pupil involvement?
	Overall the smaller group sizes worked well as it ensured all members had the opportunity to get involved and be heard during discussions. Structuring the groups through allocating roles meant that all pupils were required to get involved by fulfilling their responsibility. This seemed to work well as once expectations of each role were explained to the class, pupils were able to contribute to the task accordingly.
Most pupils took on their roles well which positively impacted the way their group worked. Within one group, it was clear that one or two pupils were less satisfied with their roles which affected their enthusiasm towards the task to begin with. This was disappointing, however their attitudes towards the task altered after I explained the impact each role had upon the task. 
I feel that allocating roles to pupils within groups based on ability was beneficial to this new situation. Pupils seemed comfortable working together on the differentiated tasks which suggests that mixed ability was not needed at this stage of introducing collaborative learning to the class. When walking around the classroom it was pleasing to observe that peer support and peer learning was visible within the groups at each ability level. This relates to Vygotsky’s social theory (1978) which acknowledges that social interactions are an opportunity for children to develop their skills and understanding from other learners.
Teacher allocated roles positively impacted pupil involvement as there were few arguments within the groups therefore more time was spent committed to the task. This was true for most groups however, there was some disagreement within the group of five members as two members shared a role title. This was not an ideal situation but fortunately, I was able to assign part roles within one of the original roles, to ensure all members were included and able to continue with the lesson.
It appeared that pupils enjoyed working together and understood the task well as all groups were able to solve the problem and justify their reasons.

	Evaluate and analyse

 “What will you keep the same to ensure effective teaching and learning in the future?”

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

	When initiating collaborative learning in the classroom again, I will allocate roles within groups where appropriate as this strategy encouraged learners to get involved. 
Where possible, I will keep group sizes small and arrange groups with mixed gender as this balance seemed to have a positive impact upon group collaboration.
The most disappointing element of this lesson was that some issues were caused as a result of a shared roles within the group of 5 pupils.
Although groups were provisionally organised prior to the lesson, due to absences, it was not possible to split groups equally with maximum of four members as planned. Whilst reshuffling of groups was anticipated to a degree, I feel that the provision of sharing a single role was not the most effective. Although pupils were able to continue with the task, sharing a role did not work brilliantly as these pupils had blurred responsibilities.

	Conclusions and actions

 “What are your possible solutions to the disappointing issues identified?”

What will you do next?

	When addressing these issues, it is important to consider that this learning experience was new to most learners in the class.
If I were to revisit C.L with any class I would rotate the allocation of roles within the groups each time to allow pupils to experience the different roles. This would stress the importance of each part and continue to encourage engagement. 
In future practice I would ensure to prepare an additional role to provide for the formation of a possible larger group (with 5 members). Although this is larger than the suggested group size, this will ensure that the task is adaptable to different class sizes. Hopefully, with this prepared additional role, arguments will be minimised.


	Y profiad newydd / Transformed experience



Appendix 8b: Assisted Reflective Conclusions (ARC) Model – (ARC-2)
Assisted Reflective Conclusions (ARC) Model
Date: 28/03/2018
Critical incident (focus): Structuring the groups
	Experience


	Feelings

What are your feelings regarding the structuring of the groups in the lesson?

	I feel that the roles helped to structure groups and contributed to the fluidity of the problem solving. I’m quite pleased that this worked.





	Remember and Understand

How did the structuring of groups impact pupil involvement?
	The roles helped the children to work through the problem solving activity. Whilst walking around the class I noticed that all the groups were engaged and there were not individuals sat idle. This is good as we gave them roles in order to try and improve pupil involvement in collaborative tasks. There were not many arguments but one collaborative group had an argument as it was not clear to them whose role involved placing the cards onto the sheet of paper. This was disappointing as it could have been avoided by editing the roles to specify minute details like this to ensure clarity to the pupils and avoid time wasting and arguing. All the groups managed to complete the task and seemed to enjoy the problem solving aspect and working with their peers. The aspect which we added in about a mystery reviewer kept the class engaged and they all managed to work out which drink had been reviewed and thought about what sort of review may have been left and why the person might have left a review. This was good as it made the task a richer thinking task and allowed for open discussion. I think that giving them roles kept everyone involved as everyone felt they had something to contribute to the group, it also ensured that group size was kept small enough to facilitate turn taking.


	Evaluate and analyse

 “What will you keep the same to ensure effective teaching and learning in the future?”

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

	I will consider using roles when working in collaborative groups in the future as the lesson worked well and the feedback from pupils suggested that it was useful for them to be given a role. The pupil voice suggestion from the previous class regarding adding a task to run along the main task was an excellent idea which worked really well in this lesson. Pupils engaged with it and seemed to enjoy doing it and it opened up discussion about different people’s thoughts on the review. Exposure to other people’s points of view in social situations like this allow for children to learn by exploring the opinions of others and this links with Vygotsky and social learning theory. I will certainly try to obtain the opinions of future pupils and work with them to enrich the teaching and learning environment which I create. Moreover, I will try to enrich problem solving activities by having a problem running alongside the main problem which has an open ended answer to allow for discussion and exploration as this worked well in the lesson and was added based on the opinions of pupils in the previous class.

However, it was disappointing that some of the roles were interpreted as overlapping and this caused an argument in one of the groups as they felt it was unclear whose role it was to put the cards onto the piece of paper. 


	Conclusions and actions

 “What are your possible solutions to the disappointing issues identified?”

What will you do next?

	In the future when assigning roles, I will try to ensure that the bullet point lists of what the role entails is more specific to avoid bickering within the groups over anything which may seem like it overlaps. Hopefully this would give the roles enough clarity to avoid any arguments about what each group members’ role entailed. I will continue to use the bullet point format to give an overview of the roles as the pupil voice feedback highlighted this as a useful strength. 



	Y profiad newydd / Transformed experience












Appendix 9a: Observation Schedule Lesson 1 (OS-1)
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Intext reference to Schedule OS-1
*Child A: Child 1 	Child B: Child 2	 Child C: Child 3
Appendix 9b: Observation Schedule Lesson 2 (OS-2)
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Involvement Scale

Level [ Description

T | No actvity aspiayed
Chilg s passive.
Child displays no energy.

7| Activity s requently interrupted.
Chilg s distractea.

Chilg displays lack of focus

3| Activity level 15 mainly continuous
Chilg s easiy distracted.
Child makes some progress with work.

Minimum amount of work completed.

7 [Acuvity s contmuous.
Chilg s not easily dstracted.

Child returns to work following interruptions.

5[ Sustained Intense activty dispiayed.

This level of activity is maintained for almost 2lLof the observation
period.

Communication

YEY | Description

R o Communication

B Communicating only within 3 pair

Communicating with whole group.
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