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Overall Findings by External Evaluator.  

The established structure of the lesson is very important to the children’s enjoyment and 
learning 
•  A regular pattern means children feel secure (especially those with ASD)  
• They can anticipate what comes next 
• It engages them progressively and lessens self-consciousness.  
• It gradually develops listening and instrumental skills throughout each lesson.  

The way the adults engage with the lesson has a profound effect on the students’ enjoy-
ment and development.  
• Two leaders ensured uninterrupted pace of the session. 
• Adults allow the students freedom to play their instruments and to move about the room within 

bounds of safety.  
• Leaders place themselves in front of each child at their level, especially when they invite them to 

play solo.  
• Leaders play their different instruments and sing harmonies at different points in the lesson.  
• All supporting adults sing the songs and play the same instruments as the students showing ev-

ident enjoyment.  
• The supporting adults know the emotional and physical needs of the children extremely well.  
• Language development is supported through similar repertoires of songs, changing individual 

words, naming instruments and communicating physical actions through words, sound and 
movement.  

• Leaders and supporting adults always reflect the children’s vocalisations and actions back to 
them. 

Students musical and improvisation skills differed according to their condition, though 
most made progress in at least one area of learning.  
• The students showed inhibition during the ensemble sections with some seemingly ‘transported’ 

by the music.  
• Students played their instruments more independently by the end of the project. 
• Some students could stop and start with the music showing improved hand/aural coordination 

by the end of the project.  
• Quiet periods were important because the students who needed this could hear the sounds they 

were playing. 
• Students needed plenty of time and opportunity for experimentation.  
• Singing was the most difficult skill to achieve because of the students’ educational and medical 

needs.  

Ensemble music fostered development of personal and social skills.  
• Students with severe needs showed high positive emotion during the ensemble stages of the 

lesson.  
• Students with the most musical ability began to see their peers as an ‘audience’ and value their 

applause. Students looked around to see others’ reactions. 
• There were a number of instances where the group music-making supported the self-conscious 

students to play solo.  
• Dialogic musical conversations occurred between peers as well as between children and adults. 

Students’ performance skills - interactive responses
• There was progress for almost every child at Livity over the three months in at least one area of 

musical development (Appendix 7). 
• There were a few children whose musical ability seemed higher than typical developing children, 

even though their communication and social skills in other areas were less developed than typi-
cally developing children.  
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Introduction  
 This external evaluation hopes to give a detailed interpretative ‘snapshot’ of the benefits of 
the project. The Music Making SENse - Band Together Project worked with 96 students from 5 - 18 
years of age. The particular ensembles discussed in this report were made up of six secondary 
students and twelve primary students. Support-teacher ratios ranged from 1:1 to 1:2/3 depending 
on the needs of the students.   
 This evaluation is derived from two sets of observations taken approximately three months 
apart in the final term of the project by the author of this report.  Most of the evaluation is in the 
form of narrative observations.  In order to roughly compare student’s responses, two sets of crite-
ria were used. To assess the younger group of children, Stages listed in the differentiated learning 
outcomes in the ‘Livity Teacher Training Pack’ (Appendix 8) were used.  Secondary pupils are as-
sessed against the ‘Sounds of Intent’ bands of musical responses (Welch et al, Ockelford et al, 
2009).  
 The ‘Band Together’ project was based on an Action Research model (youthmusic.org.uk). 
Leaders Kim Perkins and Kirsty Keogh kept records of the children’s development using both sets 
of criteria, setting targets at the end of the first and second terms.  
  
FOCUS FOR REPORTING:   
• SEND students to access music education similar to typically developing children 
• SEND students to receive high quality instrumental and vocal teaching 
• SEND students to develop their talents 
• SEND students to have the opportunity to participate in group music-making  

SETTINGS 
Michael Tippett School (secondary) and the The Livity School (primary).  

Students often transition from Livity School to Michael Tippett School. 

 The Michael Tippett School provides secondary education for students who have a range of 
complex and inter-related learning needs. Students have severe learning difficulties or profound 
and multiple learning difficulties. About 40 per cent are also on the autistic spectrum. A third of stu-
dents are recognised as having challenging behaviour. An above average number of students are 
known to be eligible for free school meals and the pupil premium. A much higher than average 
number of students come from minority ethnic groups.  

 The Livity School is a primary school for children with severe learning difficulties, PMLD, 
ASD and complex medical needs. This school educates pupils with:- 
 • Pupils with Severe Cognition and Learning Difficulties 
 • Pupils with Profound and Multiple Learning Difficulties 
 • Pupils with Complex Medical Needs 

As well as Severe Cognition and Learning Difficulties, many pupils have Additional Disabilities in-
cluding:- 
 • Sensory Impairments 
 • Autism / Communication and Interaction Difficulties 
 • Physical Disabilities 
 • Epilepsy 
 • Other Medical Needs 
 • Any Associated Behavioural needs are addressed by the school in a positive way 
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Review  
This report addresses Generic Outcome 3 from the funding application 
To improve the participants ensemble skills including playing instruments, vocalising, lis-
tening and for those taking part in the three new ensemble also composing improvisation 
and performing so the participants receive around and consistent music education. 

 Each band was video recorded on two occasions with a gap of 2.5 to 3.0 months between 
recordings. They had already experienced two terms of input by the leaders, Kim Perkins and 
Kirsty Keogh). For confidentiality children’s names are shown only by letters for their names (Ap-
pendix 1 Confidential). Only leaders Kim Perkins and Kirsty Keogh hold the codes and these will 
not be sent with the rest of the appendices.  
 The skills that the adults brought and the general achievements of each age group of chil-
dren are discussed separately in each section. This is because of the developmental differences of 
the Primary School (Livity) group compared with those in the Secondary school (Tippett).   

1. Leaders’ and TLA’s attunement to emotions and strategies for eliciting responses 
  Lessons plans were developed by Kim and Kirsty. At the INSET the teachers, supported by 
K&K worked in groups to discuss and develop their own lesson plans using the planning template 
and guidance they provided. In the final term at Livity teachers had the opportunity to implement 
either this plan or the autumn term plan devised by K&K and receive mentoring in leadership skills 
(Appendix 8). The structure remained the same in both schools throughout the project. Repetition 
of this nature lessens the possible insecurity of the students (Wigram and Elefant, 2009). On the 
second occasion monitored, the pupils were in their own classroom, which was much smaller. 
Rather than using a stool, Kirsty stood in front of each student playing a small guitar and Kim 
played the same tune on her violin. 
 The lessons started with the ‘Hello’ song, a clear welcome signal that students are to play/
sing singly or in groups. The instrument the leader plays is passed around or offered to each stu-
dent in turn, with everyone joining in the refrain altogether which addresses each child by name. It 
also encourages students to wait for their turn. This gave the students individual attention and al-
lowed them to experience a range of musical instruments. 
 When the Secondary Tippett ensemble group gathered, Kirsty strummed a gentle tune to 
the ‘Hello’ song. She moved around on her chair and sat directly in front of each young person, 
smiling, singing and making eye contact. Here Kirsty reflects the mobility of most of the students 
and models the manipulations to get the stool around between the furniture.  
 All TLA’s joined in with the songs and played instruments along with the children. This in-
creased the overall musical harmony. The adults also echoed the students’ contributions thus 
building up their levels of engagement and self confidence (Sanderson et al: 2013;  Lloyd :2013).  
 The TLA’s knew their particular students very well, and worked appropriately with them. For 
example, in an observation,  C’s TLA  makes eye contact, encourages her and gives the words for 
the sounds she makes (Appendix 3, Tippett -19.12.16).  R’s TLA allows him to place his hand on 
hers as she beats the rhythm on her upper leg (Video Clips 96 - 105: Tippett -19.9.16).  

In the Livity Primary ensemble group, each child is also addressed personally by one of the 
leaders. Kirsty stood and played in front of each child, and offered them a chance to play the 
strings of her guitar. Like Tippett, the TLA’s knew their charges well and respectfully engaged them 
in the music. They encouraged the children to play by moving their bodies in time with the music. 
The leaders were very aware of different children’s practical needs.

The ‘warm up’ part of the lesson encouraged big muscle movements, so it usually involved 
large drums and tambourines.  These instruments are multi-sensory so students feel their weight 
and the different vibrations of loud and soft.  Drums particularly allow for various types of move-
ment (Wigram, T. and Elefant: 2009). The sound produced was pleasant, with a strong rhythm be-
ing held by the adults (Video Clip 109 - 110: Tippett - 19.9.16). 

The music became more interesting when one leader also sang in a higher octave. Even 
PMLD students were able to try this. On one occasion, Kirsty encouraged P to vocalise her “mm-
mmm’s and ‘oooooh’s” in a higher pitch which she achieved (Video Clips 106 - 110: Tippett - 
19.9.16). To facilitate language development, Kim and Kirsty made a point of naming the instru-
ments they distributed to reinforce the language for these objects. 

Adults continually rejoiced in the students’ achievements, and ensured that the instruments 
were best placed for each child’s physical abilities. Overall, Kirsty tended to lead the activity, while 
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Kim supported with instrumentals and harmonies, distributing and placing instruments, as well as 
engaging individual children. The importance of a second leader is illustrated in the following.  Kim 
sat directly in front of G and modelled how to beat the drum. G’s TLA took her wrist, placed her 
hand on the drum and moved it for her. It was still difficult so she was quickly offered a thin flat 
drum by Kirsty, and G successfully produced a sound (Appendix 5, Clip 22 (Livity - 6.10.16). Two 
leaders ensured a pace such that the majority of children remained engaged. 

Each child’s solo was echoed by the leaders which affirmed their contribution.  The leaders 
often noticed what all the children are doing and intuitively invited them to play solo when they 
were ready.  When a child was reluctant to play solo, the leader again sat or stood in front mod-
elling different ways to play.  An example of this was when Kim sat in front of DD showing him how 
to play different kinds of beats (Clip 20: Livity - 6.10.16); 

To support language development, individual words were changed with the refrain and tune 
remaining the same. For example African words are changed to the children’s names “Go G…, Go 
G…. can you play the drums?” (Clip 14: Livity - 15.12.16). 

 In the final observations the importance of clear changes in tempo could be seen. 
For example, after Kim said  “More T please” after her first drum riff, a nearby TLA helped by taking 
her hand and showing her through experience how to play faster.  Then T was able to play a fast 
riff on her own (Appendix 6, Clip 18 and 19: Livity - 15.12.16). 

The next section of the lesson, the Rhythm section, employs silence, long and short 
sounds. Songs are used to underpin the playing of different rhythms - African and World songs 
work very well for this. Students were encouraged to play long and short sounds or a rhythm that 
involved silence. Easily identifiable contrasts were chosen by the leaders and they made a point of 
affirming the child’s contributions by repeating them. In the Secondary sessions all the adults made 
the most of the sound by repeating and sustaining the music. At the same time they kept close eye 
contact with their students. (Appendix 2, Clip 111: Tippett 19.9.16)

The adults all had skilful ways of doing this in both schools. For instance, at Tippett, while 
Kirsty is singing sounds rising in pitch, C’s TLA sits by her wheelchair and augments her musical 
responses by suggesting the drumming is “like a horse”, and moving her head and body in the 
flowing movement of a horse cantering. At the same time she pats the rhythm on C’s arm. She 
plays the tambourine in time with the leader’s drumming and mouths the words to the song. She 
then makes “tch tch" sounds in the pauses. She affirms all the sounds that C makes by repeating 
them and reflecting her facial expressions. Wigram and Elefant (2009) and Sanderson et al, (2013) 
showed that this dialogic multi sensory approach allowed SEND children to learn new things more 
quickly. C’s interactive musical responses (Welch et al and Okelford et al: 2007 - 2009) increased 
by two bands over the three months between observations (Appendix 3 and 4, Clip 13, 14, 15, 16: 
Tippett 19.12.16)

The TLA’s at the Livity Primary school worked in a similar way, although because most of 
the children were already more independent, they kept more physical distance. Dialogic interac-
tions tended to be initiated by the leaders, and the TLA’s helped the children sustain their respons-
es. The ensemble rhythm section in the lesson allowed the children to be less self-conscious, illus-
trated in the following example. 

Both Kirsty and Kim move around the group, drumming and singing “Hiva Bombalele”.  
They hold the space, making it safe and appealing for students to participate. The adults repeat 
and reflect what their charges do. For example, DD and his TLA are raising their hands high to 
come down strongly on the drums. Kim is crouched in front of C and he beats the drums loudly in 
small bursts. The children are encouraged to lead, and with the full adult participation, they forget 
their self-consciousness and build up the music all together culminating in a huge crescendo (Ap-
pendix 6, Clip 20 and Clip 21: Livity 15.12.16)

The next ensemble section, “Pitch and Rhythm” employed a range of instruments;  (bells, 
ukuleles and sometimes keyboards). Songs were sung with a range of pitch, with one leader often 
singing in a different  harmony or an octave higher. By this stage of the lesson the children were 
able to respond more consciously to sounds and silences in the song. This response was subtle 
with the secondary PMLD students but the adults all modelled how to engage.  For example, when 
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Kirsty sang “Yeah, yeah, Yeah-yeah” melodiously while she gave out the instruments, all the adults 
repeated it. (Appendix 2, Clip 112; Tippett - 19.9.16). 

Adults intervened as much as the students could cope with. Both A and P are wheelchair 
bound and have very little physical movement. A’s TLA held his hand in hers and played the tam-
bourine in time with the music. P’s TLA stood in front of her, holding her hands and dancing on the 
spot. She also beat out the rhythm of the song by tapping P on the arms. Where the student had 
some independent physical ability, support was carefully managed to allow the them to do as much 
as possible for themselves. For instance, R’s TLA holds the drum between them and encourages 
him to participate by playing it herself, stopping playing as he starts. (Appendix 6, Clips 20 - 23: 
Tippett - 19.12.16)
 Sometimes the adult provided the ‘limbs’ for the younger children. For example, G’s TLA sat 
behind her and helped her explore her ukulele by putting her arms around and in front of her to 
play it (Appendix 3, Clip 30 - 32: Livity - 6.10.16). 

Towards the end of the session, Kirsty and Kim allowed free-form musical play with no mu-
sic or singing led by themselves. This section was preceded by a musical refrain / song as a plat-
form to encourage the students to share their original music ideas and skills. Sometimes the lead-
ers introduced a microphone, and had sung ‘conversations’ with the students (Appendix 5, Clip 34: 
Livity - 6.10.16).  They knew the students well enough to give the ones who disliked attention fo-
cused on them the physical and emotional space they needed. For example, Kirsty knew that D 
disliked attention and would stop her music-making so she and moved away very quickly once D 
responded (Appendix 6, Livity 15.12.16). 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2. Students’ Improvisation and performing skills - vocal and musical responses 
 Analysis of band levels (Sounds of Intent) for the PMLD students at Tippett do not show a 
significant difference between both observation points (Appendix 4). At Livity, about half the chil-
dren moved up a stage (See Appendix 8 for stages) in ability over the 2.5 months between obser-
vations (Appendix 7). Case studies with learning development assessments were written up by the 
leaders from the beginning of the project and show the developmental changes over a longer peri-
od of time than was possible in this report.  

 In the first observation at Tippett, C and R were able to make different sounds on the in-
struments they were offered, and sometimes accompanied their instrumentals with vocalisations. 
Other students  (P and sometimes M) could make sounds with their bodies and vocalise to differing 
extents (Appendix 3, Video Clips 96 - 105:19.9.16).

Three months later, these same students were making music more independently. R sang 
into the barrel of the drum, and made different sounds on the sides with his hands. C could strum 
Kirsty’s guitar confidently. (Appendix 3, Clips 14 - 20 Tippett 19.12.16).  In contrast to three months 
earlier, P took an alert interest in Kim’s leading and vocalised a very long “ooooooooh” at the end 
of a song. Her voice was  a little higher than her speaking tone perhaps indicating that she was 
trying to sing (Appendix 3, Video Clips 11, 12:Tippett: 19.12.16).

The students built up enough confidence by the ‘ensemble’ section of the lesson to make 
music despite themselves. For example, C, R, and P  shook their tambourines / shakers accompa-
nied by the adults singing and making music (Appendix 2).  At one point R made a fast pattern of 
beats on the side of his drum. He could change the type of beat, tapping his fingers very lightly 
when Kim modulated her ‘ooooooh' sounds. He closed his eyes and slowly swung his head 
around, like he was transported by the music. C repeated the vocal sounds she had heard and 
added interesting and unusual sounds.She sang high notes across the leaders as they sung 
‘Nanuma wyee ay nanuma’ (Appendix 3, Clip 15: Tippett - 19.12.16 - C filmed with back to 
camera).  P independently played the shaker to the violin music during the ‘Goodbye’ song, and 
continued nodding her head to the rhythm when the music stopped (Appendix 3, Clip 24 - 26: Tip-
pett - 19.12.16)

At Livity Primary in early October, the children tended to start the lesson quietly and 
seemed pleased to be there. Except for DD who very confidently strummed Kirsty’s guitar in time 
with her singing, the children tended to rock back and forth and gingerly strum the strings (Ap-
pendix 5, Video Clips 8 - 18: Livity - 6.10.16).

As the lesson built up to all playing together, the children lost some of their self-conscious-
ness. Most children performed better when attention was not focused on them. It was a delicate 
balance, because if they did not have a chance to play solo, they did not have the confidence to 
play in the ensembles later. By the end of the project their confidence had grown and they lost their 
self-consciousness earlier in the lesson. This was shown in the way they strummed Kirsty’s guitar 
and played the drums with more vigour. Each child had definite preferences about when they liked 
to play. For example, S preferred to play when the room was quiet, while C withdrew at those times 
and played with gusto when everyone played together (Appendix 6, Video Clips 6 - 12: Livity 
15.12.16). SY beat the double drum with one hand on each drum for a few seconds. He then got 
distracted with something else going on in the room. He returned to his drumming and sighed at 
the end. Once it was quieter (only one child making utterances) he was able to create a different 
rhythm. He beat twice with his right hand to every one beat with his left. Creating his own musical 
patterns he smiled continuously and uttered “Yeah!” at the end of each repeat (Appendix 6, Video 
Clip 17: Livity - 15.12.16). 

By the end of the year, other children were experimenting more with playing with two 
hands. For example, D began to play with one hand then changed over to two. She beat out a reg-
ular rhythm with alternate hands, looking away from the group as she did so. She began to raise 
her hands higher and changed the beat from bam / bam / bam… to bam, bam / bam, bam…(Ap-
pendix 6, Video Clip 18: Livity - 15.12.16).

L’s performance showed how the build up from solo to ensemble performance supported 
skill and confidence.  Compared with more tentative drumming at the beginning of the lesson, by 
the ensemble sections he would play his own rhythms and tempos solo when invited. His big smile 
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indicated he enjoyed exploring slow, loud and fast rhythms and he ended with three loud drum rolls 
(Appendix 6, Video Clip 20: Livity - 15.12.16). 

In the final ensemble section the children were given ukuleles which are more difficult to 
play. T held her ukulele in the correct position in front of her, but could not make much sound as 
she tried to strum the strings. SY plucked the strings slowly though was initially unable to get much 
of a sound. He experimented and later made louder sounds by rhythmically combining strumming 
and plucking.  DY banged the strings of the ukulele with her hand and smiled enjoying the sound 
she could make. She then strummed it in the same way as her TLA. (Appendix 5, Video Clips 30 - 
33: Livity - 6.10.16) 

Individual and group singing was the most difficult skill to achieve. A few children who had 
achieved Stage 3 across all developmental areas were able to sing some words, for example, ST 
(Appendix 6, Video Clip 29: Livity - 15.12.16).  Even DD who had a significant amount of musical 
skill could sing the tune perfectly but could not articulate many words. For example, he could move 
his head and arms like a pop star and sang free-form at the same pitch as Kirsty.  He articulated 
many “Yeah-Yeah”s (Appendix 6, Video Clip 28: Livity - 15.12.16). He sang the Goodbye tune to 
“Da Da” very loudly in perfect pitch. He understood that songs could be interpreted this way. Even 
though he was sitting, he moved his whole body and head from side to side. When Kim played in 
front of him, he sang an octave higher than her, indicating the strength of his musicality (Appendix 
6, Video Clip 31: Livity - 15.12.16).  

This observation accords with Blake’s article (2016) where he cites studies which show that 
children with severe autism tend to be more musical than typically developing children. 
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3. Student social and personal skills and awareness of group members  
There were a number of occasions where the music in the lesson facilitated communication 

and friendship and an awareness of others. By the end of the project, when silences were woven 
into the songs and instrumentals, it was unusual to have more than one child continuing to play 
over that silence.  This showed an awareness of others, especially given that these students were 
not over-controlled in terms of when they could play their instruments. There were numerous occa-
sions when student’s contributions were applauded by adults and peers. PMLD students showed 
appreciation through interest and body language, rather than clapping and vocalising like the 
adults (Appendix 2, (Video Clips 96 - 105: Tippett -19.9.16). The observations illustrated how well 
the school staff engaged with the project. 

As mentioned in the first section the leaders and all the staff are well attuned to the stu-
dents’ interests and needs. The following observations give a sense of how music making, particu-
larly in a group context, engage emotions which are not easily shown. Most of the young people 
cited in the following are wheelchair-bound and have very little language. 

P responded to the ensemble song by mouthing the overall shape of the words and singing 
a very soft sound with her head raised towards the ceiling (Appendix 2, Video Clips 106 - 110: 
19.9.16).  In the first lesson observed, N leaned towards Kirsty standing in front of her as she gen-
tly strummed her guitar. She looked directly at her face and smiled. N usually looked down into her 
lap for much of the lesson, but when stimulated with music addressed specifically to her, she 
looked around, becoming more alert and interested in the rest of the group. Three months later she 
was able to look longer at the instrument being played as well, and smiled broadly throughout the 
whole lesson. (Appendix 3, ‘Welcome’ section )

At the time of the first observation, CB simply watched Kirsty. (Video Clips 96 - 105: Tippett 
-19.9.16). Three months later CB watched the drum and his TLA playing it.  She placed it so he 
could see. This young person has such profound needs that watching and head movements are 
his only way of communication. Three months later he moved his head from side to side with the 
rhythm of the music. In the drumming section, he held the beater in his hand while his TLA patient-
ly held it and beat the drum. Even though he is unable to focus on the drum, he appears to enjoy 
the impact and vibrations. Plenty of time is given for him to respond (Wigram, and Elefant, 2009). 
Later in the lesson CB makes larger than usual circular movements with his head, still in time with 
the music. He stopped for a few seconds when the music stopped (Appendix 3, Clip 17: Tippett - 
19.12.16) possibly indicating an awareness of a connection between his intuitive movement to mu-
sic and silence. 

The children all participated in their own ways in the ensemble sections of the lesson. Their 
continued participation throughout the lesson suggests an awareness of being together as a group 
(Appendix 3, Clip 20: 19.12.16). 

Because the leaders sing and play directly to the students by placing themselves at their 
level in front, the children begin to make emotional connection with them. For example, A looked 
up and his gaze rested on Kim’s face and the violin she was playing. He smiled and his gaze was 
sustained. So far in the lesson untuned percussion was being played by the students and Kirsty 
played the guitar. The impact on him of a different instrument being played (violin) is significant be-
cause this was the first sign of alert attention he showed in that lesson (Appendix 3, Tippett - Clips 
24 - 26: 19.12.16).   

There were individual examples of the children moving emotionally towards one-another 
during the ensemble sections. For example, at Tippett Secondary, R stood up, moved next to CB 
and ran his hand over his head. He then put both hands around his neck and placed his face 
against his. Because CB did not look comfortable with this, R’s TLA moved him away.  However 
this gesture of affection was noticed and delighted in by the leaders (Appendix 3, Clips 21 - 23: 
Tippett -19.12.16)

At Livity Primary the group of children were comprised from different classes so their con-
sequent ability to make music together was quite striking. As pointed out earlier the Primary School 
children are closer in development than the Secondary to typically developing children. Many have 
basic communication skills, though developmentally less than typical for their age group. Many did 
not usually attempt to communicate with their peers. A few children (DD, DY) could vocalise fairly 
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clear words, and could respond to questions showing some understanding. For example, DY was 
invited to make a choice between guitar and violin and says the words for the instruments as she 
makes the choice. DD could sing “Yeah, Yeah!” perfectly in tune between the drum beats.  He often 
looked around the room to see if his contributions were observed. At another [point in the ensem-
ble playing, C smiled, shouted out and directed excited vocalisations towards the other children. 
(Video Clips 8 - 18: Livity - 6.10.16)

During the whole term the children enjoyed listening to each other’s drumming. Their smiles 
and laughter showed they were involving themselves as part of a group. For example, S smiled 
broadly and looked at everyone in the room after she was applauded by both adults and children 
for her loud drumming. She laughed with delight along with others in the room. G also smiled and 
laughed as she applauded C after his contribution. (Appendix 5, Clip 21: Livity - 6.10.16). She also 
enjoyed the applause for her own playing (Clip 23: Livity - 6.10.16). T smiled to herself and others 
the whole way through the warm up  activity. Later in the lesson, all enjoy J’s drumming and laugh 
together with him (Clip 26, 27 Livity - 6.10.16).

Some children had a sense of themselves as performers, relating with others in the room 
as audience. When Kim & Kirsty handed around a microphone during free-form music,  DD 
whooped into the mike, trying out different rhythms. He then independently tried syncopating “la,la. 
la.la" with the music. He then made up a song with different word-like vocalisations, “la’”s and 
“whoooos". In the same section of the lesson, G smiled at Kirsty when the microphone was pre-
sented to her and then turned and smiled into the observer’s video camera (Clip 34: Livity - 
6.10.16). 

The children appeared very happy in these sessions, shown through their smiles recorded 
in both sets of observations. For example, DD found everyday school activity difficult to cope with 
(informal conversation with leaders), yet in the sessions he was completely engaged. While 
strumming Kirsty’s guitar he smilingly looks to his TLA as if to communicate his joy (Video Clips 6 - 
12, 20: 15.12.16).

Shyness applied to most of the children, but as can be seen from the following, the music-
making in the room supported them to show their talents. For example, DD was initially shy about 
playing on his own, shaking his head, covering his eyes with his hands and laughing to himself. 
The other children (and adults) began to play their own instruments as if they were supporting him 
to start. DD then confidently looked at the video camera and around at his audience, building up 
exceptional confidence very quickly. After playing three different drum sequences DD sang Yaye 
Yaye to the bemusement of some of the other children. All the children clapped and whooped as 
he completed his performance (Video Clip 13 - 19: 15.12.16). 

The audience involvement was also apparent when Kim began to play eerie sounds on her 
violin. Even though these were directed at G many other children could be heard laughing with her 
(Clip 31: Livity - 15.12.16).

There were also a few instances of children showing exceptional non-verbal communica-
tion with each-other through their music, even though they rarely vocalised during the lesson. For 
example, T and SY were sitting side by side. T looked at SY and smiled as she beat her drum. Af-
ter a short time he played the same rhythm with her. Another child was heard laughing along with 
them both. T began to play a riff with her right hand, beating out a regular tempo and rhythm. Other 
drums then joined in with her illustrating the intuitive support given by all the adults and children in 
the room. (Clip 17,  Livity - 15.12.16). 

The ensemble drum activity opened up spontaneous vocalisation for most children in the 
subsequent stages of the lesson (Appendix 6, Livity - 15.12.16). 
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4. Students’ performance skills - interactive responses
Compared with the observation done three months before at Tippett, there was more back-

ground musical sound in the room as the students explored and played their instruments. Students 
seemed more confident to explore their instruments as soon as they received them. They seemed 
to listen to others, bobbing their heads, looking around and smiling. They seemed more engaged 
with others rather than in their own private worlds. 

For example, C vocalised “Yeah!” during the pauses in the music and confidently played 
solo. R played his drums in different ways and actually played a crescendo riff when the music 
stopped. In the next round of the song, R anticipated the end of the song and, taking his head out 
of the barrel of the drum, played a long riff (Appendix 3, Clip 10, Tippett - 19.12.16) (Saved on ex-
ternal monitors file)

The Comparison of ‘Sounds of Intent’ stages (Appendix 7) shows that musical stimulation is 
efficacious given that the majority of children would be expected to be at Stage 1. There was usu-
ally progress for each child over the two months in at least one area of musical development. 

At Livity Primary there were some children in the first observation who, when playing as a 
group, could stop and start on command, and experiment with different ways of playing the instru-
ments (for example T, SY and S). In addition to this DD and J could play the same beat as the 
adults (Appendix 5, Clips 20, 26 and 27, Livity - 6.10.16).  

Some children were also able to play with alternate hands, for example (SY Clip 28, Livity - 
6.10.16). There were points where everyone played together beating out the ‘Bang, bang’ after the 
invitation in the song ‘Can you play the drum?’. However, only DD could sustain this rhythm for the 
whole song. (Appendix 5, Livity: Clip 28 - 6.10.16). 

The microphone enhanced the vocal skills of the more developed students and gave them 
an opportunity to show what they could do. In the example also cited in the previous section, DD 
tried out different rhythms. He made up a song with different word-like vocalisations. During the 
‘Goodbye’ song he sang into the microphone mostly in tune and the same key as he had heard 
from the adults. At the end he crescendoed like a pop star at the end of a concert and waved to 
everyone.  DD’s awareness of others had gone from being unable to sit next to another child to 
making kindly contact and being part of the group and performing musically with an awareness of 
his audience. He does not have the same frustrated outbursts in the music sessions as reported in 
the classroom and playground. 

The ensemble section heightened the group emotional response for others as well. Un-
characteristically, C sang a sustained full-bodied high note (an octave higher) over the melody 
(Appendix 5, Clips 34 to 39: Livity - 6.10.16). 

Observations often showed progress illustrated by the fact that by the end of the year all 
the children began to play their drums right from the beginning of the lesson. With strong adult ac-
companiment  they tended to all fall into the same rhythm which showed they were listening to 
others. This was further illustrated later in the lesson when almost all understood the silent gap be-
fore the crescendo at the end of a song. They paused their drumming to keep the silence (Ap-
pendix 6). They also began to echo each others musical behaviour. For example, D waited until the 
end of the crescendo and then played a solo When the others heard her play, another round was 
stimulated. All the stopped together and started again on cue. L built up the confidence to try the 
same thing next time, though his timing was not as accurate. Most children vocalised loudly with 
the drum crescendoes (Appendix 6, Clip 20 and 21: Livity 15.12.16). This would have been more 
difficult to achieve if ensemble playing was not built into the lesson. 

Individual achievements apart from those already mentioned were that SY actually sang his 
name during the ‘Hello’ song (Appendix 6, Video Clips 6 - 12: Livity - 15.12.16). G played the same 
beat once all the attention was taken off her (Appendix 6, Clip 14: Livity - 15.12.16). D beat out a 
regular rhythm with alternate hands. She began to raise her hands higher and changed the beat 
from bam / bam / Bam… to bam, bam / bam, bam…(Appendix 6, Clip 18: Livity - 15.12.16). ST 
sang some of the words to ‘Rock around the clock’ (Appendix 6, Clips 26, 27: Livity - 15.12.16). 
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Conclusion
The MusicMaking SENse ‘Band Together’ project was very fortunate in that they were situ-

ated in two schools with very dedicated staff who believed in the importance of music to children’s 
development. 

The evidence given in this report shows that the Generic outcome from the funding applica-
tion “To improve the participants ensemble skills including playing instruments, vocalising, listening 
and for those taking part in the three new ensemble also composing improvisation and performing 
so the participants receive around and consistent music education” was achieved. 

At Tippett Secondary, teachers and support staff have taken music classes in Kim and 
Kirsty’s absence.  It is testament to them that they worked out their own ways of managing a music 
lesson.  Some have music training and are confident to teach from their own skills base. There is 
an understanding in the leadership team that staff are learning from Kim and Kirsty so there is not 
a need to organise many extra training sessions. 

The music lessons created an opportunity for staff to get to know children like CB who tran-
sitioned from mainstream due to a brain tumour which prevented him from moving independently 
and communicating. Through the music CB could let staff know what he liked and didn't like 
through moving his feet.  He could communicate his enjoyment of drumming and Gospel music. 

Staff were very supportive of the music sessions because of the responses they saw 
brought out through the music. They connected with Kim and Kirsty’s enthusiasm. Consistency 
with repertoire helped them engage. To cite two instances where the staff involved themselves in 
developing the students learning, teachers and TLA’s realised the potential of ST’s singing voice as 
she participated in the sessions and now encourage her to sing in the classroom. She is also en-
couraged to play instruments at other times in the day.  In terms of informing the leaders of devel-
opment, C’s TLA  communicated her daily responses to Kim & Kirsty which informed planning.

At the last concert parents were told about music provision outside school. They did not 
realise that the buildings catered for their children’s individual needs. Something the leaders are 
working on is how to engage children from Special Schools in these mainstream Saturday classes.

Staff at Livity Primary have had extra training from Kim and Kirsty, and together they all 
produced an excellent Scheme of Work with assessment stages. They have brought in many ideas 
and know they can get support for planning. Lesson plans were developed by Kim and Kirsty. At 
INSET the teachers, supported by K&K, worked in groups to discuss and develop their own lesson 
plans using the planning template and guidance provided. In the final term at Livity teachers had 
the opportunity to implement either this plan or the autumn term plan devised by K&K and receive 
mentoring in leadership skills. For example, in a mentoring role, Kim  works with G (who has many 
motor difficulties) in the classroom and helps teachers to find alternative ways to give her the expe-
rience of playing musical instruments. 

At the time of writing this report, Kim and Kirsty are continuing to run 2 ensembles at Tip-
pett Secondary (different groups involved) with staff very much on board and supporting. The stu-
dents will do their Arts Award. Tippett Secondary School is funding the ensembles at the moment. 
Livity Primary has continued the band and grown it into lower and upper KS2 groups plus a KS1 
band (so three bands in total), plus a KS2 choir. Each group brings together children from different 
classes. Kim is not working in the classrooms. Lessons have been handed over to the teachers 
which is a sign of a successful project.  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