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Can role-play be used as a strategy to improve pupil engagement in a Key Stage 2 classroom?
Aim, focus and purpose of the research 
[bookmark: _GoBack]In education today, there is an ongoing emphasis on the use of active teaching strategies, enabling learners to participate in their own learning process. Within this study I will identify the effectiveness role-play has on children’s engagement within Key Stage 2 (KS2). During our first teaching practice my colleague and I witnessed how effective this active teaching strategy was with younger children in the Foundation Phase (FP), and so wanted to identify if it has the same influence on pupils within KS2. Within both of our schools we identified that the role-play strategy was not being utilised regularly in KS2 classrooms which also influenced us to implement it within our teaching, to experiment its impact on pupils’ learning.  
Research context 
We carried out our research in two English-medium primary schools in West Wales. 
As our research was based on pupil engagement within KS2, our lessons were carried out in a year 3 class and one mixed class with both year 3 and year 4 pupils. 
The first phase of our research was undertaken in a large community school located in a deprived area, which will be referred to as School 1. The class in School 1 was a year 3 class which had 30 children aged 7 and 8. 
The second school where we carried the next phase of our research was a small village school which will be referred to as School 2, this was a mixed class of 26 pupils aged 7 to 9.
For anonymity purposes, the schools, pupils and staff have not been named within this piece of work to secure privacy and for data protection. 
This study explores whether role-play is an effective teaching method to engage children within a KS2 classroom. 
Overview of relevant literature 
Active learning theories pioneered by social constructivists Piaget, Vygotsky and Dewey have been implemented in primary school curricula for decades. Active learning is a teaching method which enables pupils to be in control of their own learning, where they are engaged and involved in a task or activity. It has been suggested that active learning is a way of enticing children to use their imagination and to improve their cognitive skills. ‘The better you enable your pupils to think about what they do, the better they perform, the better they learn, and the better they feel about themselves’ (Blanchard, 2009). Studies also demonstrate that active learning can also bring a sense of enjoyment to learning which can produce the best learning outcomes (Petty, 2009). 
Whilst active learning methods carry positive connotations, traditional teaching methods have now been set aside with, instructional and direct teaching no longer being promoted within educational practices. Nevertheless, this does not mean that learners are unable to interpret knowledge by listening to a teacher. Direct teaching is believed to be suitable for certain points within the learning process such as introducing concepts, demonstrating a process or teaching a specific skill (Kyriacou, 1995, 2007; Petty 2004, 2006; Galton 2007 cited in Skinner 2010). However, research has demonstrated that active learning methods are more likely to assist individuals in absorbing information rather than passive ones (Cohen et al., cited in Grigg, 2015).
‘In play a child is always above his average age, above his daily behaviour; in play it is as though he were a head taller than himself… in play it is as though the child were trying to jump above the level of his normal behaviour’ (Vygotsky, cited in Bodrava and Leong: 2015). Vygotsky was one of the major influencers highlighting the importance play has in a child’s cognitive development, through social interactions within their Zone of Proximal Development. Wales’ revised Foundation Phase Framework (Welsh Government, 2015) has initiated a play-based learning approach, encouraging children to be creative, take risks and experiment through active learning pedagogies. ‘Well-planned play helps children to think and make sense of the world around them’ (Welsh Government, 2008: 5). If learning through play is a fundamental influence on a child’s development in the FP it could be argued that there should there be more of a focus on this pedagogical approach within the KS2. 
Donaldson (2015) stresses that children must be active participants in their learning process to enable clear understandings and retain high levels of engagement, with this approach panning throughout the continuum. Having developed Expressive Arts as one of the Six Areas of Learning and Experience, he has proposed pupils be given opportunities to develop their creative flair and artistic performance skills. Teaching through drama could have a positive impact on these desired outcomes. 
Active learning spans through a variety of teaching methods, one of which being role-play.  As a teaching method, role-play has the potential to play a significant part in learning through cross-curricular themes to enhance children’s learning.  Vygotsky stated that sociodramatic or make-believe play carries an important role in the development of children’s higher mental functions (Vygotsky, cited in Nilsson and Ferholt, 2014).
Whilst children within the FP are interacting and experiencing themed role-play areas, the more mature learner can adapt this learning technique through more in-depth drama techniques and constructive discussions. Teaching through drama can provide children with a multi-sensory learning environment and give them opportunities to learn through different representations (Lewis and Mee, 1981). Within this process they can also make connections, identify different points of views and generate creative ideas, which in turn can develop their confidence and interpersonal skills (Lewis and Mee, 1981).  
Learning through drama can create a collaborative classroom focus on creating work based on real-life experiences and sense of imagination (Baldwin and Fleming, 2003). Role -play consists of pupils stepping into someone else shoes, examining different points of views and engaging in imaginary situations.  Through this, children can gain an understanding of a specific subject and take part in enquiry-based learning to expand their knowledge further, whether this be through questioning in a hot seating exercise or discovering different points of view through a classroom debate. Furthermore, performing and acting within the classroom is believed to be one of the most effective ways to engage students. Thus, the method of role-play should encourage and maintain learning (Baruch, 2006). 
Whilst role-play has been supported as an effective teaching method by educators, it been noted that it also carries limitations. van Ments (1989) suggested that role-play could potentially have a negative influence on the atmosphere and conventions within a classroom. Thus, if a role-play exercise involves a debate or discussion on different points of views on an issue, students may get caught up in the moment with their emotions and beliefs on a topic. Therefore, then having detrimental impacts on relationships between the pupils or teacher, bringing potential disruption to the discipline in the classroom. 
Role-play exercises can require in-depth planning and sourcing a variety of resources. As van Ments (1989) pointed out, it can be time-consuming, prior, during and after the role-play activity. Learners require briefings on what they are going to be working on, whilst primary school children will undoubtedly require demonstrations to show what it expected of them. Role-play itself requires time to develop, then time needs to be set aside to discuss and analyse the lesson. However, if successful, time constraints should not be an issue, and once classes are more familiar with the process it can run more smoothly. 
It is to be expected that whilst most active learners will enjoy and embrace being involved in role-play during a lesson, there is a possibility of some pupils’ lack of confidence having an impact, and therefore being reluctant to take part.  van Ments (1989) suggested that older children may be reluctant to perform role-play in front of their peers due to being more socially aware and sensitive to judgements. Similarly, Petty (2009) suggests older children may be hesitant to take part in the activity as they may portray themselves as bad actors and feel self-conscious and embarrassed that they could be judged by others. In contrast to this, as Wales and Clarke (2005) point out, it is important to include all learners in the experience, by encouraging the more hesitant pupils to participate in the activity as it can assist in the development of their confidence. 
Within the proposal of Wales’ new curriculum, one of the four purposes states that children will be encouraged to be ‘Ethical informed citizens of Wales and the World’ (Donaldson, 2015). As role- play helps students to see things from different perspectives this drama strategy has the ability assist learners in developing their citizenship skills, a paramount learning tool for learners in Wales. 
Research has defined classroom role-play debates as an effective teaching strategy, encouraging pupil’s social interactions and development of communication and critical thinking skills. (Bonwell and Eison, cited in Jagger, 2013). During our study we used this specific teaching method to identify whether our pupils find this a beneficial learning tool in developing their skills and interest in ethical and societal values through a role-play debate.  
Having researched further into the use of role-play as a teaching strategy we have recognised that there is limited literature on its effectiveness within a KS2 classroom. This has aided us in deciding to undertake our own study to focus on the impact it has on older primary school children. Our research aim is to identify whether role-play is an effective and engaging active learning method within a KS2 classroom, as it is with younger primary school children.  
Explanation of Lesson Study Design and Methodology 
The methodology we chose to use within our research was the Lesson Study model, an action research approach to teachers’ professional development. Originally developed in Japan, Peter Dudley introduced the concept to UK education in 2001.  Lesson Study (LS) is a collaborative process which involves a small team of educators working together to improve and enhance a specific aspect of their teaching. The process includes planning a series of lessons with a specific pedagogical focus, one teacher delivering the lesson whilst the other researchers observe, all researchers then collaboratively reflect on the lesson, refine it and then re-teach it.   
LS is widely known as a beneficial research model and has been renowned for improving outcomes and knowledge of pupil’s learning, whilst further assisting in the development of a teachers’ Pedagogical Content Knowledge (PCK) (Dudley, 2015). Thus, studies on LS have evidenced that teachers who undergo the action research can improve their students learning through their PCK and through learner thinking (Lewis et al.2006; Lewis, Perry, and Herd 2009; Foster and Poppers 2009; Saunders, Goldenberg and Gallimore 2009; Perry and Lewis 2010; Waterman 2011 cited in Lewis and Hurd, 2011). Action-based research is also seen as invaluable to a teacher’s progress in professional development, although it is questioned whether the process is time consuming and costly (Galton and Macbeath, 2008 cited in Skinner, 2010).
It is recommended that a group of three or more teachers take part in the collaborative enquiry, however, on this occasion we had to carry out our LS on a smaller scale, with two researchers. It could be argued that this may have restricted our enquiry with a limited set of eyes during the observations. 
As part of the LS process, we had to choose a small sample group of children to observe and focus on during the lesson to record their levels of engagement for our research. Also referred to as ‘case pupils’ (Dudley, 2003,2013; Chichibu, 2014, cited in Dudley 2015), our pupils were chosen based on their different average levels of engagement, which they demonstrated in lessons on a regular basis prior to our study. This was to enable a fair representative sample for our research. However, as it was a small sample of children our results should not be taken as a generalised assumption. In each of our classes we chose one child that demonstrated a high level of engagement, one a medium and one with a low level of engagement. As a contingency plan, my colleague and I chose a sample of children as reserve case pupils, in the event of any absences, or alternatively if one of the original focus children desired not to participate. However, in this instance we did not need to utilise this, as all children gave assent and were co-operative of the exercise.  
Within each LS we carried out observations of our three case pupils, followed by a group interview after the lesson to triangulate our data. 
Observation is a key learning tool (Papatheodorou, Luff and Gill, 2011) that enables practitioners to share reflections on instances that have occurred in the classroom. Prior to our observations we ensured that we were familiar on how to gather data accordingly and to record it accurately. As Wilson (2009) advises, we also made sure we both understood the purpose and main focus of the observation, whilst at the same time being careful not to limit our focus too much as it could have led to us seeing only what we wanted to see.  Although our primary focus during observations was on our case pupils my colleague and I also wrote brief observational notes on other pupils in the class who demonstrated strong responses to the role-play, whether negatively or positively. We chose to do this as it gave us a bigger picture on the effect the role-play had on the whole class (Dudley, 2014).
Whilst much of our data collection was of qualitative form, we also carried out a quantitative approach whilst recording our observations to strengthen the triangulation process. As we were measuring our focus group’s level of engagement, we used an adapted version of the Leuven Scale of Active Engagement (1998), which was primarily developed to measure child involvement and well-being in the early years. The adapted scale (Teachers Toolkit, 2008) recorded different levels of engagements demonstrated by children. We focussed on our participant’s characteristics by transcribing notes as well as scoring them by levels on a five-point scale (one representing extremely low engagement and five representing extremely high engagement), thus partly being a quantitative collection. Whilst using both qualitative and quantitative data collection assisted in our further validity of data, some researchers argue that the methods should not be mixed due to having different philosophical foundations (Wood and Smith, 2016), however we felt this was necessary for our study in us generating the most accurate results. 
During the interviews with our case pupils, we used more than one method of qualitative data collection as Wilson and Fox (cited in Wilson, 2009) suggest. We decided to do this as we were reluctant to miss any key moments during the interview process, it also enabled us to identify any additional perspectives. During the interview process the observer transcribed brief notes to record immediate perceptions and relative moments from the children’s responses. The interviews were also audio recorded on school devices which we later transferred into transcripts for a more detailed and accurate collection and preservation of data (Wilson 2009). Although transcribing was time-consuming as Hopkins (2014) suggest, this collection method added to the validity of our data.    
Prior to our interview we planned open research questions to enable in-depth responses from our case pupils. We carried out semi-structured interviews to meet our research aims as this approach, as Wood and Smith (2006) point out, can evoke deeper insights from candidates. However, they also point out that any added unstructured questions asked during the interview are not to be framed to encourage the interviewee to go in a particular direction, producing a bias point of view. 
Brooks (cited in Skinner, 2010) specifies the importance reflective teaching has on professional development, by learning through different reflective experiences and later applying that knowledge in future practice. To enable in-depth reflections of our LS we chose to merge two reflection models, as we believed this would generate high quality evaluations of our lessons. Firstly, we recognised that from our current experience from teaching practice self-reflection was of high importance to us both and so decided to incorporate Gibbs’ (1988) Six- Stage Self-Reflection Cycle. However, critics have claimed that reflecting from one point of view is not enough, and that considering the viewpoints of other reliable sources would accredit a more critical reflection. With this in mind, we also used Brookfield’s Four Lenses of Critical Reflection Model (Brookfield, 2017). This then gave us the opportunity to magnify our teaching from multiple perspectives.
Ethical considerations  
Prior to carrying out our research in the classroom we submitted an ethics form to the University presenting our ethical considerations to ensure our project to be conducted according to the appropriate ethical standards. As recommended by BERA (2018), prior to our LS we circulated a letter to all the children’s parents and guardians, informing them that we were undertaking research in their child’s classroom and requesting for signed consent of their child’s participation. Children were also given a letter (see appendix 1) prior to the LS, asking them for their assent to be participants within our research. 
During our study we considered the possible risks of handling data, to which we put measures in place to protect our participant’s data. After we transcribed the recorded interviews the audio clips were deleted immediately, and all written data was left in a secure filing cabinet to ensure no data was misplaced or read by anyone else.  As stated by BERA (2018) we also made our participants aware of the methods we had put in place to protect confidentiality and their anonymity within our work.
As researchers, we had the responsibility to ensure that the social and psychological well-being of our participants was not affected by our research.  Thus, we reminded them on separate occasions that if desired, they had the right to withdraw from the interview at any time. We also assured them that there would be no detrimental consequence if this occurred.  

Lesson Study 
During the planning process of our LS we had to decide on which role-play activity to use to carry out our research. Donaldson (2015) highlighted the importance that learners in Wales require skills that will equip them for their future. With this in mind, we decided to hold a debate which reflects on current societal issues suited to each of our current class topics. This would also assist in the children’s development of learning other point of views and expressing opinions. Furthermore, a debate was appropriate for the year 3 and 4 skills within the oracy strand of the Literacy and Numeracy Framework (Learning Wales, 2014). 
During the first LS in School 1 I taught the lesson and my colleague observed the learning taking place. The lesson was based on the class’ current topic of heroes, where we focused on David Attenborough and plastic pollution in the ocean (see appendix 2 for lesson plan). Each group was assigned a different point of view to focus on and plan for their debate taking place at the end of the lesson.
During the observation two engagement scales were used, one to record findings prior to the role-play activity and one during the debate. This enabled us to compare and contrast the effects the role-play had on each case pupil. 
Within the introduction a mini debate was modelled between myself and the class teacher as suggested by van Ments (1989) to demonstrate the appropriate language to be used and differing point of views. 
For the purpose of anonymity each case pupil will be represented within this work as the following: 
Child A – demonstrates high level engagement in lessons
Child B – demonstrates medium level of engagement in lesson 
Child C – demonstrates low level of engagement in lessons.
During the introduction Child A, was already captivated in the lesson which is evident in the observation notes that state her eagerness in contributing to discussions by constantly putting her hands up to express her thoughts (see appendix 3). She was already showing positive approaches and has a focussed attention on the lesson, which Hyson (2008) demonstrates as a key component to learner engagement. Child B was in and out of concentration during the introduction, with interval uses of eye contact. However, during the video he showed more of an interest during the shocking elements within the clip, which sparked his interest in the topic as he performed emotional reactions such as gasping and intense eye contact. Child C’s body language demonstrated distracted behaviour as whilst sat on the carpet she was fidgeting with shoe laces and turning around to focus on something other than the introduction. 
During the research task children were instructed to record their findings through group discussions and watching video clips. During the activity, with the use of named lollypop sticks I randomly selected a child from each group as representatives for their groups to debate their assigned point of view in front of the class. Child A and Child B were two of these selected pupils. 
Child A was immediately on task, writing ideas for her group’s argument and independently sourcing videos to assist the group in the debate. Child B was on task for the majority of the time and used the available resources as a source of inquiry. However, his attitude positively changed when given the role as team leader and debater of his group. His concentration and contribution to the task then intensified throughout the remainder of the lesson, presumably as he had been given the responsibility to represent his group. Child C demonstrated a low level of engagement during the main task. She was disruptive during the task and was only interested in using the VR goggles, she also didn’t contribute to the group work.
During the role-play debate (see appendix 4) Child A was enthusiastic with her use of explanations and was engrossed in her role. She was assigned the role of a sea animal and was reactive to comments and point of views made by the other children. This is evident as she possessed strong eye contact with other debaters when they were expressing their views. She also shook her head when disagreeing with peers. The level of her voice also changed slightly when the debate was at its peak. 
Child B was also absorbed in his role as a plastic manufacturer, his body language connoted an attitude with his arms crossed and pointing gestures towards Child A.  At this point, although it demonstrated his high level of engagement, I was reluctant for pupils to become too emotionally attached with their views, which could have led to an argument. As van Ments (1989) pointed out, children could find detaching their emotional involvement difficult to handle during role-play. I felt it appropriate to interrupt and ask a question to one of the debaters who hadn’t contributed as much in the activity as Child A and Child B. 
Child A and Child B demonstrated high levels of engagement during their involvement in the role-play, which assisted in the achievement of our goals within the LS. Furthermore, Child C also improved her engagement levels during the role-play, even as a non-participant.  She demonstrated her engagement through eye contact with a focus on each of the children when they were speaking during the debate. Child C was also eager to ask questions or give her own opinion the during the debate, her desire to contribute proved that role-play can be an active strategy to engage learners even when not fully participating. 
Child A’s overall score on the engagement scales was recorded as 5, demonstrating extremely high levels of engagement throughout the lesson. Child B scored 3 prior to the role-play activity, then during the debate displayed more intense characteristics of engagement scoring 4, proving high levels of engagement. Child C demonstrated low levels of engagement throughout the research task prior to the role-play debate and scored an average of 2 on the scale, this was later increased during the debate and scored 3 for moderate levels of engagement.  
During the interviews the case pupils confirmed that the role-play was an effective strategy in engaging the class. They found it an enjoyable activity, as well as an interesting topic to work on, which they would like to repeat. Child A and Child B also both highlighted how they enjoyed being in a role as somebody else. They also highlighted how the activity helped develop their thought processes by listening to other pupils’ point of views (see appendix 5). Child C also pointed out that although she wasn’t involved in the role play activity, she learnt a great deal from it and it also had an influence on her personal point of view. Child B also stated that the role-play activity influenced him to rethink his point of view with the constructive argument performed by Child A.  Therefore, in support of Baruch (2016) all case pupils agreed that they all developed their learning through the use of the role-play.  
When asked how the lesson could have been improved the children agreed in the interview that by having a vote at the end of the debate to get the consensus of the whole class’ opinions it would have been an effective way to end the lesson to identify if it had influences pupil’s opinions.  
Although we found the first LS successful there are certain moments in the lesson which we felt could be refined to gain more in-depth evidence for our research. Whilst reflecting on the lesson my colleague and I agreed that an opportunity was missed during the debate, by involving the rest of the class in the activity, rather than them just listening and spectating. Although it wasn’t plausible to include the whole class in the main part of the debate, I could have initiated questioning once all the children had expressed their point of views. 
Children could also have been equipped with a prop to assist them getting into their roles, which could have also had an impact on creating a more real-life experience. For example, Child B could have worn an overall or hard hat for his role as plastic manufacturer. The use of props could also have assisted the rest of the class in identifying each of the roles during the debate.  
For the second LS my colleague refined certain aspects of the lesson after our collaborative reflection. The lesson was based on the different point of views on the use of graffiti. The case pupils within this lesson will be referred to as Child D, Child E and Child F. 
As the observer, within the first five minutes of the lesson I could distinguish which children had been identified by my colleague as high, medium and low engaged pupils. This is evident in the observation notes (see appendix 6) as Child F was immediately distracted with my presence in the classroom, her eyes were fixated on me during the lesson introduction, rather than on my colleague. From this, I immediately understood that this child was chosen as the case pupil who often demonstrates a low level of engagement in class as she was easily preoccupied. Child F’s engagement, however, did improve as the lesson progressed, she was keen to contribute to questions asked by my colleague by raising her hand with a desire to express her thoughts. At the beginning of the lesson Child E was often distracted, this was illustrated by his body language as he was not facing the front and was also observed talking over my colleague with another pupil. Child D demonstrated high levels of engagement immediately as my colleague began the introduction. Child D’s concentration was intense as she had her eyes fixated on the teacher, this was also evident as whenever a child within the class contributed by answering a question she fixed her attention on that individual.  
One refinement my colleague made for the second LS was by having two role-play activities, she randomly selected four pupils to take part in a role-play scenario during the introduction to give the class a clear understanding on how role-play works and how to adapt different roles. During this activity Child E who was not part of this activity, improved her engagement levels as her eye contact was fixated on those pupils acting out. She also immediately reacted to their performances by smiling and laughing. Child D at this point was continuing to demonstrate high levels of engagement by focussing her eye contact on all role-play participants. Child E was one of the pupils taking part in the role-play, he was very keen to entertain the class and made a lot of effort when in the role as a police officer. Whilst in the role he altered his tone of voice, used hand gestures such as pointing and folding his arms performing his perceptions of a stereotypical police officer. 
During the main research activity all focus pupils were engaged in their work. Child D immediately got on task writing down opinions and facts for her groups assigned point of view on graffiti. During the start of the task Child E had to be asked to work with his group as he was wandering around the classroom. However, once sat at his desk he was fully engaged in the research, writing his ideas down and actively collaborating with his partner. Child F demonstrated high levels of engagement when watching the graffiti videos on the internet and was discussing what was happening in the video with the teacher, however when it came time for her to write down ideas, she wrote a few words down slowly then put her pen down with an accompanied sigh. I found this a pivotal moment within my observation as the writing task disengaged her. After having asked my colleague what level she was working at it confirmed my suspicions that she found writing difficult and was one of the low ability pupils in the class. 
Child F’s whole perception changed when she was one of the selected pupils to take part in the debate during the plenary. During the preparation for the role-play activity she very excited, this was demonstrated by her energy levels rising, by talking at a faster pace, raising a higher tone of voice, and her body language was very restless. She could not sit still whilst waiting for the rest of the class to finish their debate preparations. Child F was given the role of the police officer, and she immediately got into character, which was influenced by props such as a badge and police helmet. During the debate Child F illustrated her highest level of engagement during the lesson when participating and being in the role as someone else. She was very keen to express her views and when asked a question she expressed a valid point to back up her argument (see appendix 7 ). Although they were not participating in the role-play both Child D and Child E showed extremely high levels of engagement with their eyes fixated on the debate and their eagerness to ask the participants questions by raising their hands. 
During the interviews each case pupil expressed how much they enjoyed the role-play debates and would like to be given another opportunity to do a similar lesson (see appendix 8). They also suggested to give pupils scripts during a role-play activity to give them more of a direction. However, from a teaching perspective the lesson objective is for them to express their own opinions and use their creative skills to adapt the roles. 
Child D’s overall engagement score was 5, demonstrating extremely high levels of engagement throughout the lesson. Child E scored 3 prior to the role-play activity, then during the first role play activity, as a participant he demonstrated more intense moments of engage scoring a 4, which continued during the final debate when he was a spectator. Child F demonstrated low levels of engagement throughout the research task prior to the role-play debate and scored an average of 2 on the scale, this was later increased during the debate which she was involved in and scored 3. 
By using the adapted scale to measure child engagement it gave us clear measurements to identify the children’s concentration and engagement during both lessons. The breaking down of the characteristics gave us the opportunity to transcribe thoroughly through observations and identify key moments which we may not have picked up on without the scale. 
Our interviews with the children were very beneficial, by having another source of qualitative data it enabled us to triangulate our data. The interviews also gave the pupils a voice, giving them the opportunity to express their feelings of the lesson. Although during one interview they did seem to go on an unrelated tangent, where then as the interviewer, I had to redirect them.
Our collaborative reflection after the first LS was very beneficial as it assisted us in refining the second phase of the study (see appendix 9). The alterations we made for the second LS gave us more of an opportunity to collect further data from the observations, with the two role-play activities I was able to see the impact it had more pupils in the class. Also, the use of props was effective as it gave the children spectating a clearer representation of the pupil’s roles within the debate. However, this could also distract those debaters as they could concentrate more on their props than the actual debate, which began to happen during the lesson but was managed by my colleague. 
By undertaking the LS approach, we have learnt that when carefully planned, role-play can be used as an activity to captivate pupils’ engagement and learning with a KS2 classroom. 
Role-play also gives those lower ability children the opportunities to express their feelings and opinions orally, rather than writing them down, which some children (such as Child F) find extremely difficult to do independently. Also, as van Ments (1989) considered, some children were reluctant to take part in the role-play activity. However, once they had witnessed their peers participating, it encouraged them to be more receptive to the strategy, having grown a desire to take part themselves, building their up confidence. 
Conclusion
The Lesson Study approach has enabled us to successfully carry out our research and generate reliable findings, supporting the idea that role-play can be an effective teaching strategy to engage pupils within KS2. Although confirming our predictions, it must be noted that the results from our study should not be taken as a generalised assumption due to the small scale of the study. 
Although both classes within our study demonstrated good role-play techniques, we have learnt that children would find the approach more comfortable if given a lesson prior to the debate to learn more on the topic to enable stronger arguments. 
If I was to undertake this LS again to collect further evidence, I would film both classroom debates, to enable our reflections to be more critical. This would also be an extra method of data collection which would have further improved further the validity of our results. 
We have found the LS approach very beneficial in understanding and adapting our pedagogical knowledge. Within my pedagogy I will continue to use a variety of active learning techniques to engage pupils, role-play in particular in the form of debate. I have discovered that classroom debates deepen children’s understanding of a topic and encourages their critical thinking whilst listening to other’s points of views.  As Vo and Morris point out '…to the extent that stimulating critical thinking on the part of the learning is an essential part of the mind-cultivating process, debating definitely has a role to play in collegiate education' (Vo and Morris, cited in Jagger, 2013).
Role-play is a strategy that captivates children’s imagination and creativity whilst in the role of someone else. Furthermore, a role-play debate can enable pupils to unleash their critical thinking and inter-personal skills. Through role-play children can actively examine different societal and ethical views to generate their understanding of the world and democracy.  
Role-play can be used to engage pupils learning at any age, although to be effective must be age appropriate to gain and keep the pupils’ attention (Lewis and Mee, 1981).  Thus, although the use of a role-play debate in KS2 classroom proved engaging for pupils, this form of role-play would probably not work as effectively with younger children within a FP environment, as children need to possess higher order thinking and critical skills to execute a successful argument. 
Donaldson (2015) proposes that creativity should be developed within a child’s learning throughout their school life, and that these experiences should foster their skills in preparation to enter adult life.  Active teaching strategies such as role-play can drive these skills to enable learners in Wales to lead fulfilling successful futures. 
Role-play debates demonstrate active learning at its best. Our study has demonstrated that role-play can improve engagement of pupils in KS2, both those participating as well as those not taking part and spectating. It is an exciting and out of the ordinary lesson that generates high order thinking by all. 
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