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Can role-play be used as a strategy to improve pupil engagement in a Key Stage two classroom?
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[bookmark: _GoBack]Aim, focus and purpose
The aim of this research is to determine if role-play as a classroom technique can help to improve pupil’s engagement. Role-play creates an environment where participants can exercise an active role in their learning and encourages creativity by providing an opportunity to experience different, imagined and real life scenarios (Kilgour et al. 2015). If utilised correctly, pupils can benefit from role-play in a variety of ways as it is a fun and motivating technique, it can allow participants to express themselves and opens a wider world for pupils that extends outside of the classroom. (Budden, 2004) The purpose of this research was to provide an enjoyable and motivating role-play activity for pupils within two different classes and measure the impact this activity has on pupil’s level of engagement. Various methods of data collection were utilised and all results were analysed in order to provide an answer to this question within the context of this research. 
Research Context
This research will take the form of a lesson study and therefore will include the involvement of two different classes, each one in a different school. In accordance with the BERA ethical guidelines, (2018) the two schools, the pupils and any other persons involved in this research will remain anonymous and will be given anonymised names. Both schools are situated in South Wales. School 1 is a large community school in a deprived suburban area with 622 pupils on role. School 2 is a small village school with 128 pupils on role.  It was recognised that during placements in the Foundation Phase (FP) of both schools, role-play was a natural part of the classroom environment. All FP classrooms had a role-play area as part of their continuous provision. It was also noted how role-play was naturally used during child initiated activity time and in the playground. This contrasted with what was observed during placements in Key Stage 2 (KS2) as there was virtually no role-play being used in lessons. Role-play is a skill for years 3 to 6 within the oracy strand of the Literacy and Numeracy Framework. (Learning Wales, 2014) Therefore, role-play seemed to be an appropriate technique to use for this study. One limitation that was considered from the outset was the possibility that because the pupils were unfamiliar with role-play, this could result in the opposite effect to engagement. However because role-play had a strong presence in the FP of both schools, it was recognised that role-play was not an unknown entity to the pupils involved in this study. Within both classes, there was evidence of a significant number of pupils that struggled to engage in most lessons.  Therefore, it seemed appropriate to use role-play as a strategy to measure its effect on actual pupil engagement. 
Literature review
A review of the existing literature on role-play brought to light theories and arguments that would need to be considered before partaking in this study within the schools. 
Kilgour et al. (2015: 3) suggest that role-play is a form of active learning as pupils are given an opportunity to experience their learning that results in a ‘deeper’ understanding as opposed to passively absorbing facts and information.  This links with constructivist learning theory as participants in role-play use the experience to construct their own knowledge of a certain topic or interest. (DeNeve and Heppner, 1997) This notion is also reflected in Donaldson’s (2015) review of the emerging curriculum in Wales. Donaldson (2015:38) suggests that pupils should be provided with ‘educational experiences’ that ‘stimulate their imaginations’. However, an active learner is not necessarily an engaged learner. Simply taking part in a role-play activity is not enough to forge a sense of engagement as Yardley-Matwiejczuk (1997) suggests that participants can still be passive during role-play activities. Donaldson (2015: 14) defines engaged learning as an experience that encourages enjoyment and provides ‘satisfaction in mastering challenging subject matter’. Role-play, as with any learning experience, requires a purpose or a challenge for pupils to be engaged with their learning. What is considered a ‘challenge’ will be different for every pupil but the absence of any challenge from an activity weakens the prospect of achievement for the pupils involved. 
Yardley-Matwiejczuk (1997: 96) suggests that one way to engage pupils with a role-play activity is to introduce the theme of ‘personalization’. This refers to enabling children to express the persona they are embodying within a space and in a way that they have created for themselves. (Yardley-Matwiejczuk, 1997) This will help to engage pupils as they will be free, themselves, to decide how their character will act, what their character will say and how they will move, within their imagined space. However, the idea of performing in role-play can seem daunting enough without the prospect of improvising and the consideration of dialogue and movement, especially for pupils lacking confidence or self-assuredness in such sessions. Ments (1983) argues that children should be guided through role-play activities to avoid such anxieties occurring. Ments (1983) also suggests that younger children may struggle to imagine certain scenarios due to a lack of life experience. This is a valid point when considering role-play in the context of pupil engagement. Unprepared and freely improvised role-play could potentially cause disengagement amongst pupils and ultimately decrease the sense of enjoyment. On the other hand, over facilitation of role-play activities, limits the pupil’s ownership of the role-play character and environment and therefore eliminates any sense of challenge. In the light of these views, it can be argued that a successful role-play activity will be planned in advance to avoid any anxiety. However, pupils should be allowed to be involved in the planning process through research, discussion or questioning. This will allow a sense of agency and ownership that will help to enable a sense of ease in performing the role-play. This offers the means to foster engagement as it provides a suitable challenge and an opportunity for independent learning. A benefit of this method of scaffolding is that it can be scaled both up and down to cater for all abilities and personalities within a class. 
Another interesting argument evident in the literature was that of Kitson (2005: 122) who argues that role-play is an inclusive classroom strategy as it is not ‘governed by ability’ but is instead governed by the participants ‘willingness to participate’. To some extent this is a valid statement as role-play is relatively orally focused. Lyle (2002) has noted the impact that dialogue and the linguistic aspect of role-play can help pupils make meaning of certain information. This is particularly significant with pupils who find it difficult to read and write. Role-play offers an opportunity for expression without frustrations that could be caused by written and reading tasks and therefore could lead to a higher chance of success and engagement (Kitson, 2005). If considering Kitson’s (2005) argument that role-play is governed by participant’s willingness to be involved, inevitably some pupils will not want to participate in role-play activities. Therefore a consideration for non-participants has to be made and question whether those that are not directly involved in role-play can still be engaged in the activity. Possibly the role of active listener and enabling suggestions as to ‘next moves’ or further comments to aid the role players in their task may keep those not playing actually involved.
A potential drawback of a role-play activity is the possibility of pupils using an exaggerated demeanour and the risk of enthusiasm causing the activity to become uncontrolled. (Westrup and Planander 2013) This can result in the purpose of the role-play being lost as pupils become distracted with the character, prop or reaction to a scenario or combination of these matters. However this is not necessarily a negative consequence of role-play as enthusiasm for an activity should neither be curtailed or limited and in fact should be encouraged. Unwanted distractions during role-play should be anticipated and planned for in the execution of the activity and pupils that have become unfocused should be led back to the purpose of the role-play without their enthusiasm being repressed. Billings (2012) suggests that role-play is a highly adaptable technique that can involve a small group of participants, or involve an entire class. It can be utilised in the indoor and outdoor learning environments and is relatively easy to implement. This can help to maintain engagement as it can be carried forward in a different way each time it is utilised. Some methods may work better than others with certain pupils but the changeability of the technique can prevent it from becoming stagnant and reduce the risk of passivity. 
All of these themes that have been drawn from the literature will be considered throughout the rest of this research and will help determine if these theories are evident in real practice within the two classrooms. However the findings that are generated from this research, should not be considered a generalisation that can fully support or contrast the literature mentioned here as this is only a small scale study that is taking place within two classes. 
Methodology
This research will be conducted through the method of a lesson study (LS). This form of research that gained momentum in Japan, typically involves a group of teachers that together plan, teach and observe specific research lessons. (Dudley, 2014) It is a method that puts certain theories and approaches to teaching to the test in a real environment. (Dudley, 2014) One limitation of the implementation of this method, in the context of this particular research, is that LS is usually carried out by a group of teachers that share their reflections and experiences and have a wider selection of pupils to sample the research. (Lewis and Hurd, 2011) However this study was carried out by two trainee teachers in two classes. To overcome this, the methods of data collection and reflection were triangulated so that more than one method was utilised and common patterns and themes were noted in order to ensure that this study could be as valid and reliable as possible. (Wood and Smith, 2016) Observation, pupil interviews and reflections were the methods of data collection used within this research.
During a LS one of the teachers participating will teach the lesson, whilst the other observes and records the learning that takes place within the lesson. (Dudley, 2014) This was also the case with this study as one lesson was observed and one lesson was taught by each of the participants. Observation is typically viewed as a highly useful and simple method of data collection. (Wood and Smith, 2016) However Wilson and Fox (2009) argue that observations can sometimes be distorted due to the presence of an unfamiliar face within the class. In an attempt to prevent this, each class was warned beforehand about the observer and all pupils were encouraged to act naturally as they normally would in any other lesson. A combination of structured and unstructured observations were utilised for this research to enhance reliability. The structured observation produced quantitative data as pupils levels of engagement were measured and scored during and before the role-play activity. The observer in each lesson had an observational pro forma that detailed characteristics of engagement that the observer should monitor and annotate. A limitation of this method of data collection is that there can be inconsistencies between what the observers constitute as engagement. To overcome this issue, an adapted form of the Leuven scale (see appendix A) of involvement was used to increase the objectivity of the empirical quantitative data and enhance its validity. Unstructured observations were also noted down so as not to restrict the focus of the measuring of engagement before and during the role-play. Three sample pupils were chosen from each class to form the focus of the observations. Purposive sampling was used to choose the focus pupils due to the characteristics they demonstrated. (Wood and Smith, 2016) One pupil represented those that struggle to engage, another represented those that sometimes engage and the final pupil represented those that consistently engage. It was decided that this would be the most valid way to test pupil engagement through role-play as these pupils were representative of the range of engagement levels within the class. 
Another common form of qualitative data collection that was used in this research is that of pupil interviews. (Evans, 2009) Pupil participation in research has been increasingly encouraged as it allows pupils to have their own input into learning and teaching which ultimately effects their development. (Danby, Ewing and Thorpe, 2011)
Wilson and Fox, (2009) suggest that one issue that may arise when conducting pupil interviews, is that pupils may not give honest responses to questions due to the established relationship the pupils have with the interviewer who in both cases was the teacher of the lesson. Pupils may be afraid to say something negative about the lesson or they may want to exaggerate negative aspects due to a possible mistrust of the teacher. (Wilson and Fox, 2009) However to overcome this, both interviews were approached in a non-threatening manner and pupils were encouraged to answer honestly. They were also reassured that there would be no repercussions if they said something negative about the lesson. The questions that were utilised in the interview (see appendix B) were not leading questions and most were open ended so that pupils would not be influenced to answer a certain way. The pupil interviews were recorded and then transcribed. Evans (2009) suggests that transcribing oral data can have some drawbacks as it can be difficult to convey any pauses, hesitations or non-verbal gestures that could indicate further meaning behind responses to questions. Therefore it was essential that during the transcribing of the information that every detail was considered including pauses, gestures and notes were made on significant body language.  
Reflection was the final method of data collection used in this research. Wilson (2009) suggests that reflection helps to improve classroom practice as practitioners are able to decipher aspects that were successful and aspects that were not as successful and determine how these can be improved.  Grigg and Lewis (2017) suggest that the most effective practice will consider more than one interpretation. Brookfield’s four lenses were used for the reflective element of this research because this method covers a variety of vantages including self and peer-assessment alongside pupil’s reflection of the activity and considers links to theory. (Brookfield, 1995) However, it was noted that the template to Brookfield’s ‘four lenses’ approach to reflective practice, lacked a sense of structure to work from, that would be consistent in both researchers reflections. Therefore Gibbs’s reflective cycle was also incorporated with the four lenses (see appendix C) to provide a focus to the reflection that could be followed by the researchers and for the pupils (University of Bradford, 2013). 
The priority when conducting this phase of the research was to insist that every method of data collection was validated and reliable through the triangulation of all the methods discussed here. However, it cannot be assumed that the results obtained in this research, will always be obtained when these methods are applied to another study with different pupils. (Wood and Smith, 2016) Any issues with reliability that arose will be made clear during the analysis of the results.  

Ethical Considerations
Throughout the process of this research, there were a number of ethical considerations that had to be addressed. David, Edwards and Alldred (2001) suggest that research involving children requires parental consent but have also noted that the importance of pupils having the opportunity to decide if they wish to participate in research is also of similar consequence. Parental consent was gained for the focus pupils but pupils were also given an opportunity to assent to taking part in the research. Pupils were given a letter (see appendix D) that explained the study to them with appropriate vocabulary. This was read through with the teacher to ensure understanding. Pupils then signed the letter to show their assent. A contingency plan was put in place in case any of the focus pupils were absent or did not give their assent. 
In accordance with both of the schools policies on digital safe-guarding, the interviews were recorded on school devices that could not leave the premises.  Once transcribed, the interviews were deleted ensuring that pupil names were not visible in the transcription. Anonymity could not be promised to the pupils as the researchers were aware of their names and the schools in which they are pupils. Pupils were reassured as to matters of confidentiality however Wood and Smith (2016) suggest that confidentiality cannot be entirely assured as there is a possibility that the reader may recognise the pupil from their responses to interviews question or from what is written about pupils during the observation. However, it was agreed to ensure that the research would use anonymised names as well as anonymising the school to reduce these risks. Any physical notes that were used throughout the research were kept in a locked filing cabinet when not in use and any discussion of the research between partners was conducted in person and not via email or social media. In accordance with UWTSD data management policy, the digital devices that were used to conduct this research essay are both password protected and function on private and secure networks. 
Lesson 1 Results
Lesson 1 took place in school 1 and the focus of the lesson was plastic pollution. The role-play activity in this lesson took the form of a debate and pupils that were chosen to take part in the role-play were given a persona that represented each of the opinions in this debate. (See appendix E for lesson plan) The focus of this lesson embodied one of Donaldson’s (2015: 30) four purposes of promoting and encouraging pupils to become ethically informed citizens. However one issue that had to be considered during the planning process was the understanding that these particular pupils had never taken part in a debate prior to this lesson. To overcome this possible issue, the trainee and class teacher modelled a debate so the pupils were aware of what to expect from this. 
The results of the levels of engagement measured in lesson 1 before and during the role-play activity are displayed below. The three focus pupils were referred to as pupil 1, 2 and 3. Pupil 1 represented pupils that typically always engage, pupil 2 represented those that sometimes engage and pupil 3 was representative of those that rarely engage. 

Figure 1. Graph showing levels of engagement in lesson 1 attainted during introduction, main activity and role-play according to the Leuven scale of engagement. (See appendix A)

All of the following evidence that was noted during the empirical research to gain these figures can be found in appendix F. 
During the introduction of the lesson all pupils achieved levels of engagement that were expected considering what was known about their typical levels of engagement. Pupil 1 displayed a strong level of concentration and instantly engaged in discussion with her partner when instructed to do so. There were brief moments where her eye contact dropped with the teacher and there were moments where her body language suggested that her concentration was perhaps superficial. Pupil 2’s concentration and interest never peaked over a routine level and his contributions to questions and discussions were inconsistent and were often unfocused. There was evidence of one intense moment where he reacted to something that was shown in a video clip about plastic pollution. However this intensity was not sustained. Pupil 3 displayed a lack of concentration throughout as she continued to turn around and ‘fiddle’ with her shoes. There was evidence of very limited eye contact that was not consistently sustained. Overall, throughout the introduction, pupils performed in a way that was expected considering their predetermined typical levels of engagement. 
There was a significant turning point during the main activity for pupils 1 and 2. This occurred when one pupil from each group was randomly selected to participate in the role-play.  Pupil 1 and pupil 2 were selected as the role-players for their respective groups. This visibly caused their levels of engagement to increase, particularly with pupil 2. Prior to being told she would participate in the role-play, pupil 1 displayed a strong level of engagement with main task as she interacted with the digital and written resources that were provided. Once informed of her participation, her engagement intensified considerably as she conducted further and more independent research. She also relocated her working space to another area of the class so she ‘could concentrate’ on what she planned to say in the debate. Pupil 2 also reacted in a similar manner by conducting his research with a much higher level of enthusiasm and motivation. He even pinned up his group’s sheet to practice what he was going to say in the debate and highlighted in a different colour the points he felt were the most relevant. His level of participation prior to this was laboured and unfocused. This links to Kilgour et al. (2015) idea that role-play as an active learning strategy can help to increase pupil’s motivation and their sense of involvement and can encourage pupils to take an active responsibility for their learning. Pupil 2’s actions during the main task support Yardley-Matwiejczuk’s (1997) argument of ‘personalisation’. He utilised his initiative and sought out a highlighter to summarise what he intended to say during the debate. He was actively involved in the planning of the role-play but he also demonstrated a level of independence that helped to increase his level of engagement. It is unknown if pupil 1 and 2 would have demonstrated the same level of engagement and commitment to the role-play activity if they were not chosen to participate. However it can be compared with pupil 3’s level of engagement during the main activity. Pupil 3 displayed a similar level of engagement throughout the main activity to that which she displayed in the introduction. She contributed very little to the task and remained distracted by the VR goggles that were being utilised as a form of digital research. This could have been caused by the point that she had no motivation to engage with main activity because she was not participating in the role-play. However this cannot be assumed as it is not supported by concrete evidence and would affect the reliability of these results. 
During the role-play, all three pupils scored their highest levels of engagement that had been observed throughout the lesson. Pupil 1 and 2 committed to their roles within the role-play and used their imaginations to enhance their personas they were portraying by giving them a name and a backstory. They used their prior independent research to give strong and focused answers during the debate and raised good points about how their chosen persona would react to plastic pollution. Pupil 3 also showed increased levels as her concentration was more consistent and she also displayed an intense desire to contribute to the discussion that was taking place within the debate. This supports Stevens (2015) claim that role-play as an active learning strategy can encourage participation amongst typically passive learners even if they do not contribute to the role-play itself. However, this should not be regarded as a general assumption that every pupil can be engaged in role-play whether directly participating or not. Overall, based on the quantitative data, all three pupils displayed an increased level of engagement not just during the role-play but also when participants were notified of their participation in the role-play. However in order to increase the validity of this, these results must now be compared to the feedback provided in the focus group interviews. 
When asked what pupils thought about the lesson, pupil 1 proceeded to make the following comment.
Pupil 1: We could of learnt more about it before we actually went to do it
Miss: What do you mean by that? 
Significant pause 
Miss: So you think we could have had a lesson
Pupil 1: before
Miss: about debate?
Pupil 1: yes
It is not clear whether the pupil meant to refer to the debate as she could not justify her answer without the help of the teacher. She could have been referring to the topic of plastic pollution. However, this ultimately indicates a desire for there to have been more preparation for this activity prior to this lesson. This supports Ments (1997) argument that pupils need to feel prepared for role-play. However the other two pupils did not verbally agree with this statement meaning that this could simply represent what pupil 1 thought and should not be considered a generalisation. When asked about the role-play activity specifically they responded accordingly. 
Pupil 1: it was amazing. 
Miss: why did you think that?
Pupil 1: the argument I had with the plastic maker was interesting
Pupil 2: It was fun because I got to debate with (pupil 1 name)
Pupil 3: It was kind of cool because we got to learn about the animals in the ocean. 
Pupil 1: I found out that some animals get like stuck in plastic
Pupil 2: I think I’ll stop making plastic now even though I was the plastic man. It was different to what I said in the argument. 
Pupil 3: yeah you shouldn’t throw plastic in the water.
This highlights that each of the pupils engaged with the role-play activity and understood the debate as they could all provide a reason for why they enjoyed the role-play activity. Ments (1983: 31) argues that children of a younger age find it difficult to detach themselves from the emotions of a persona they are portraying in role-play. However, pupil 2 proved that this was possible as his personal opinion differed to that of the character he portrayed. Pupil 3 also formed an opinion despite not being directly involved in the role-play. When asked if pupils wanted to make any other comments, they answered as follows. 
Pupil 1 and 2 expressed a desire to repeat a similar activity as they enjoyed the dramatization aspect of role-play. This highlights that not all pupils are perturbed by the prospect of ‘performing’ in front of the class. However this is only the opinion of two pupils within this class and do not reliably represent every pupil in the class. During the reflection process that took place after this interview, it transpired that pupil 3 had mentioned to the teacher that she was glad that she was not taking part in the role-play. However her opinion seemed to change after observing the role-play because she stated her desire to participate in this interview and could also provide reasoning behind her decision.
When reflecting on the lesson using Brookfield’s four lenses and Gibbs’ reflective cycle, it was determined that this lesson was a success and could provide some insight into the research question. Based on this lesson alone, it was agreed that role-play can help to increase pupil engagement as all three focus pupils scored a higher level of engagement during the role-play than before the role-play. This included the participant that was not directly involved in the role-play. Relevant literature was also consulted as part of the reflection process. Westrup and Planander (2013) suggest that role-play provides an opportunity to make learning visible for pupils. Therefore it was decided to enhance this aspect in lesson 2 by incorporating costumes and props to make it more visually obvious which persona each pupil is portraying. From the observers reflections it was decided to create a way for all of the class to be involved in the role-play without having to directly participate. This was achieved by planning to involve the rest of the class in the debate by allowing them to ask the debaters questions. It was also decided to introduce a second role-play activity in the introduction in order to increase the chances of at least one of the focus pupils being involved directly in the role-play. 
Lesson 2 results
Lesson 2 took place in school 2 and the topic of the lesson was to debate the advantages and disadvantages. This was also linked and compared to their previous work on Stone Age cave paintings (see appendix G for plan).  
The levels of engagement that were observed in lesson 2 are displayed below. The three focus pupils were referred to as pupil A, B and C. Pupil A represented pupils that typically always engage, pupil B represented those that sometimes engage and pupil C was representative of those that rarely engage. 

Figure 2. Graph showing levels of engagement in lesson 2 attainted during the introduction, main activity and role-play according to the Leuven scale of engagement. (See appendix A)


The analysis of this quantitative data is similar to that in lesson 1 as all three pupils attained a higher level or a sustained level of engagement during the role-play compared to the results prior to the role-play. The following evidence that was noted during the empirical research to gain these figures can found in appendix H. 
During the introduction of the lesson, pupil C appeared distracted by the presence of an unfamiliar face in the classroom as she on numerous occasions turned around to look. There were some brief moments of concentration but was easily distracted throughout the introduction. Pupil B displayed inconsistent levels of concentration but did contribute to questions. Pupil B was then chosen to take part in the first role-play activity. He was given little time to prepare for this activity and was given no indication of how he should react. Pupil B demonstrated that he had committed to his role but had also made excellent use of his prior knowledge as he was not informed of how he should react to the graffiti artist. This challenges Ments (1997) argument that pupils that conduct role-play without any preparation can often become anxious. However pupil B is known for being a confident pupil who likes to ‘perform’ and the thought of being unprepared would not have deterred him from taking part in the role-play. Therefore Pupil B is not a valid representation for this argument. During the main task, pupil C could articulate her ideas verbally but struggled to translate this to writing them down coherently. This caused her some frustration. However, this changed when she was randomly selected to take part in the role-play debate. Her level of engagement increased significantly as she seemed much more confident and could express herself verbally in a way that gave her an obvious sense of achievement by the end of the role-play. This supports Kitson’s (2005: 122) argument that role-play is not ‘governed by ability’ and role-play can actually be liberating for pupils as it creates an environment where pupils are less likely to get frustrated. However not all pupils will feel ‘liberated’ by role-play and some will find the prospect daunting. This was the case with pupil A. During the introduction, pupil A displayed a high level of engagement as they showed consistently good concentration and eye contact throughout. However it was noted by the observer that pupil A seemed to be shy and reluctant to contribute to the class discussion. She was also overheard telling another pupil that she would not like to take part in the role-play. However, during the role-play, pupil A showed an increased level of engagement as she increasingly contributed to the questioning aspect of the role-play debate despite not being directly involved. This highlights a similar pattern with lesson 1 as pupil 3 also showed a high level of engagement despite not being involved in the role-play.
These results were then compared with the feedback from the pupil interview. When asked to describe a part of the lesson they enjoyed, all three pupils said they enjoyed the role-play activity. When questioned further as to why they answered as follows. 
Pupil B: It was fun because I got to pretend to be someone else.
Pupil A: it looked fun (pause) and I would, I would like to do it too.
Pupil C: and I liked when I was the police officer and had the handcuffs.
Interestingly, pupil A changed their opinion on taking part in the role-play despite previously expressing they would not like to take part. This was similar to pupil 3 in lesson 1 who also changed their initial opinion. Kitson (2005) argues that role-play can actually help build self-esteem as it creates an environment where there are no obvious repercussions for actions displayed in role-play. Pupil B and C mentioned how they enjoyed taking on another persona and appeared comfortable with immersing themselves in a role. However there is no guarantee that given another opportunity to do so, that both pupil 3 and pupil A would have participated in another role-play activity. When asked how to improve the lesson pupil A responded with the following.
Pupil A: I would tell them what to say
Pupil B: yeah
Pupil A: I would have put on the board (pupils name) says that (pupil) says that so give more direction. 
The suggestion of providing pupils involved in role-play with a script may attain the opposite effect of engagement as pupils will have a limited impact on the final product of the role-play. It was also demonstrated in lesson 1 with pupil 2 how pupils involvement in the planning aspect can be beneficial to pupil engagement.  However this form of support that a script could represent may help more self-conscious pupils to participate. 
On reflecting upon this lesson, it could be summarised that both lessons revealed similar results and based on this study alone, a conclusion can be drawn that role-play in this case, did help to increase engagement amongst KS2 pupils as all six pupils showed higher levels of engagement during the role-play activity. The decision to use two different role-play activities benefited this case as coincidently 2 of the focus pupils were chosen for each study. This helped to improve validity as the same numbers of pupils were involved and not directly involved in the role-play. Kitson’s (2005) arguments were supported throughout this study as pupil C found it easier to express her knowledge orally in the role-play. Feedback from both pupil interviews was positive with regard to the role-play as pupils enjoyed the activity and expressed a desire to do it again. 
Conclusion and Recommendations 
In relation to results that have been generated by this study it can be summarised that role-play did help to improve level of engagements in both of these KS2 classes. This included pupils that were not directly involved in the role-play. The role-play activity itself presented a level of challenge for participants as they had to embody different personas within the two debates. All pupils in both classes displayed a sense of enjoyment throughout the activity either as participants and observers. A possible limitation with this study in particular is the notion that both classes were unfamiliar with utilising role-play in lessons. Therefore their engagement could have only been displayed due to the introduction of a new technique. A recommendation would therefore be to conduct this study using pupils that use role-play regularly in lessons and measure if an increasing level of pupil engagement is attained. 
From analysing relevant literature, pupils engage in role-play in a number ways as every pupil is different. Some may find the prospect of role-play daunting whilst other may find enjoyment and achievement within the opportunity of expression that role-play offers.  During this study, pupils with varying levels of engagement were used to represent the varying levels of engagement that were apparent within both classes. A possible limitation with this study was the use of pupils that the researchers know as those likely to engage, that is, those pupils that typically engage in any lesson were also likely to engage in role-play.  A recommendation for further study in this area may be to use pupils that struggle to engage in regular activities as the focus for the research lessons. 
A strength of this study was the use of triangulated methods of data collection involving empirical research that generated qualitative and quantitative data, the pupil focused interviews that consolidated the observational evidence and the thorough reflections that were carried out after each lesson. Each of these processes was carried out with the sole intention of ensuring they were done so in the most valid and reliable way possible. However, this data is representative of a small group of pupils and should certainly not be utilised as a generalisation of every pupil. A change that could be made to increase validity would be to use more than one role-play technique. A debate was utilised in both lessons, however another technique could have been used such as hot seating to see if this technique increased pupil’s engagement. 
There are certain aspects of the process that could have been improved if they were piloted beforehand, particularly the pupil interview. The interview process was obviously unfamiliar to the pupils and one pupil in particular began to become disengaged with the process and started to agree with the other in the interview rather than putting forward their own opinion. It is desired that pupils give an honest answer and express their opinions rather than simply agreeing with other opinions unless they can provide justification. It is not recommended however to pilot the activity before the research lesson. Over preparing for a lesson or an activity can decrease the natural actions and reactions that its implementation causes and are therefore less likely to observe a reliable result. 
Role-play certainly has relevance in KS2 and not only did pupils engage with the activity much more so than expected but they also expressed a level of enjoyment whilst executing it. It was rewarding and an utter joy to witness pupils having fun as they relished and consolidated their learning as this created a positive atmosphere particularly with the class in lesson 2 which continued even after the lesson finished. With specific consideration to this study, role-play when implemented correctly can have a positive impact on pupil engagement or at the very least will not hinder pupil engagement. 
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