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Foreword 

Amy Carlile 
Director of Training & Professional Development  
LEO Academy Trust 
 

At LEO Academy Trust we are dedicated to raising standards in teaching and learning and 

improving the achievement of all pupils and as such we pride ourselves in also providing our 

staff with a vast range of professional development opportunities in order to support this. 

One of these opportunities includes the option to take part in action research projects in 

order to investigate a particular area of challenge and to then use what we find out to 

improve standards even further for all. We are committed to developing a culture of research 

within our Trust where our staff engage in research to deepen their own professional 

understanding and to also drive forward innovative practice across all schools within the 

Trust and beyond. 

 

As part of our commitment to evidence informed practice, we made the decision to again 

work with Frederika Roberts, Lead Trainer at Educate to Flourish. Frederika is a positive and 

character education trainer, speaker and author with whom we have worked in partnership 

with for a number of years now. Character Education looks at how we can support the 

development of the whole child and their individual character strengths from the perspective 

of their personality, relationships, morals and ethics. Frederika has once again expertly 

guided our staff through their chosen focus areas over the course of the project by delivering 

thoughtful training sessions and providing our staff with bespoke support where appropriate. 

 

Our action research project team members have worked incredibly hard over the course of 

this year to complete their action research journeys. Charlotte Satchell, Year 6 Class 

Teacher at Manor Park Primary Academy, chose to explore the impact of physical activity on 

mental wellbeing and readiness to learn, Juspreet Judge, Year 4 Class Teacher at Cheam 

Common Junior Academy focused her project on how to improve the resilience and 

perseverance of pupils with a particular focus on pupils with special educational needs. The 

final project of the year was submitted by Sarah Grice, Nursery Teacher at Brookfield 

Primary Academy. Sarah conducted an eight-week programme of mindfulness practice and 

self-care to examine its impact on teacher wellbeing and their teaching practice. The projects 

have each provided some really interesting findings and thoughtful insights into their chosen 

areas. While the projects may have had their limitations in parts, all three action research 

leads have identified clear next steps, helping them to move forward and continue to make a 

positive difference on the pupils they teach and the parents and team members with whom 

they work with. 

 

We are very proud of all of the staff that took part in this action research project and thank 

them for their hard work and dedication to evidence informed practice. We would also like to 

take this opportunity to thank Fredericka Roberts for her expert guidance and continued 

support throughout this project. 
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Introduction 

Frederika Roberts 
Founder, Managing Director & Lead Trainer 
Educate to Flourish CIC 
 

 

Action Research 

Action Research (AR) places the power of research into the hands of practitioners and has the 

aim of improving practice.  It tends to have a cyclical nature, with solutions to issues or 

challenges being investigated, implemented / tested, the results examined, then further 

improvements sought and tested (Cunningham, 2021; Drummond & Themessl-Huber, 2007; 

Hult & Lennung, 1980; Kemmis & McTaggert, 1990, as cited in Masters, 1995), and involves 

extensive self-reflection on the part of the practitioner-researcher (Masters, 1995).  

 

It is unclear when or where exactly AR originated, though Masters (1995) traces its roots back 

to the late 19th Century. According to Masters (1995), four key pillars of AR are that it exists 

to bring about social change, it involves acquiring knowledge, it empowers participants and it 

promotes collaboration.  

 

AR is seen as particularly well-suited to education, as professional practice should be based 

on applied knowledge, with the practitioner being the best person to generate their own 

expertise (Elliot, 1985). As a research method for the improvement of professional practice, 

therefore, it is widely used by teachers worldwide (Hien, 2009).  

 

McNiff (2017) takes the view that AR provides a means of living and working by our values, 

and that it enhances our ability to lead meaningful lives. This provides a close link to the basis 

for all my work with schools, which has wellbeing and flourishing at its heart and is based on 

positive psychology, a science whose foundations are strongly linked to meaning and values 

(Seligman, 2012; University of Pennsylvania School of Arts and Sciences, no date).   

 

McNiff (2017) further states that AR, rather than being designed to seek perfect answers, is a 

method which allows us to “make sense of what is going on here and now and deciding as 

wisely as possible what to do next” (p.95).  With this in mind, I love working with teachers and 

supporting them in exploring topics they are curious about and trying to make sense of what 

is happening, so they can keep improving on their practice.  As is apparent in this latest report 

from staff at the LEO Academy Trust, the results are not always as expected, but that is 

precisely what makes research exciting and worthwhile! 
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Three years of Action Research at LEO Academy Trust 

Educate to Flourish’s (E2F’s) AR journey with the LEO Academy Trust (LEO) began in 2019, after 

one of LEO’s Associate Principals had attended a joint presentation event by the Challenger  

 

Multi Academy Trust (CMAT) and E2F.  At this event, CMAT’s Action Research report into 

Character Education (Roberts & Wright, 2019) was unveiled with presentations by CMAT’s CEO 

and AR staff, and E2F’s team members, who had supported staff in their AR projects. Following 

this event and a meeting with LEO’s CEO, E2F began working with LEO staff on their AR projects.   

 

Despite significant disruption caused by Covid-19, LEO staff valiantly continued with (and in 

most cases, re-started) their AR projects through 2020 and 2021, and the first LEO Action 

Research report, ‘Wellbeing in Our Schools Action Research Report (2019-2021)’ (Roberts, 

2021) was published last year. More detail on the LEO 2019-2021 AR cohort’s journey can be 

found in the previous LEO AR report (Roberts, 2021). 

 

While the final touches were being put to the 2021 report, the next cohort of AR staff at LEO 

(whose work is featured in this report) began their research journey, following the E2F AR 

structure (see Figure 1), with timings slightly adapted due to further Covid-19 disruption to the 

academic year, and its associated workload issues for participating staff.   

 

 
Figure 1. The E2F Action Research Journey 

 

 

Due to the pandemic-induced disruption, and the inevitability of staff roles changing as a 

number of participating researchers took on additional / new responsibilities in their respective 

schools over time, some of the original researchers regretfully ended their participation early.   
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That is absolutely understandable of course and, as ever, I applaud the LEO senior leadership 

team in their support of staff under such difficult circumstances, showing insight and 

understanding in not pushing staff to continue when to do so would have affected their 

wellbeing.  The purpose of these AR projects is, after all, to enhance wellbeing across LEO’s 

schools, for staff and pupils alike.  

 

It was also particularly heartening to see that some of the staff who did not feel able to continue 

with their AR projects did, nonetheless, continue to put their learning and early findings to good 

use in their everyday practice. In this respect, they fulfilled the purpose of AR - they tried new 

practices, evaluated their effectiveness, and continued to tweak what they were doing with the 

purpose of improving their practice on an on-going basis, in this case specifically to promote 

the wellbeing of the children they worked with.  

 

In the previous cohort (Roberts, 2021), LEO staff explored test anxiety (Young, 2021), self-

reflection and character strengths (King, 2021), and two different perspectives on perseverance 

(Bullen, 2021; Holmes, 2021). This year, in true researcher spirit, Juspreet Judge built on last 

year’s work on perseverance, while Charlotte Satchell explored the impact of physical activity 

on mental wellbeing and readiness to learn, and Sarah Grice conducted an eight-week 

programme of mindfulness practice and self-care to examine its impact on teacher wellbeing 

and their teaching practice.  

 

I am immensely proud of the work that LEO action researchers have produced under on-going 

challenging circumstances, and delighted to have been involved, yet again, in supporting them 

in their work. I would like to express my gratitude to the senior leadership team at LEO, who 

have given me and E2F the opportunity to, yet again, support amazing staff with their projects.  

I’d also like to thank E2F’s Associate Trainer Elizabeth Wright for her involvement in the 

research methods training session.  

 

Although LEO have not currently enrolled a third AR cohort, I am delighted to see the wider 

wellbeing work that is happening across the Trust, some of which I have been and will, I’m sure, 

continue to be involved with by providing training sessions and resources from time to time.  
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Will five minutes of physical activity at the beginning 

of each day improve a child’s mental wellbeing and 

readiness to learn? 

Charlotte Satchell 
Year 6 Class Teacher 
Manor Park Primary Academy 
 

Introduction 

There is a plethora of research into the impact of physical activity on mental health and 

wellbeing, not only for adults, but in children too. Many studies and academics have looked 

into and researched the link between physical activity and improved mental wellbeing; 

research suggests that there is a correlation between the two. The Mental Health Foundation 

(no date) states that “participation in regular physical activity can increase our self-esteem 

and can reduce stress and anxiety” (p.7). This view is supported by the research of Andermo 

et al. (2020), whose systematic review points towards physical activity impacting positively 

on anxiety, behavioural issues and anxiety in young people.  

 

The World Health Organization (2020) states that in children, physical activity improves 

cognitive function and mental health by reducing the symptoms of depression. As a result of 

the recent pandemic, there has been a rise in the focus on physical activity and its impact on 

mental health, something which needs to be tackled quickly. In an interview for The Guardian 

(Kellaway, 2021), fitness expert Joe Wicks discussed exercise suggesting that “without a 

healthy mindset and the energy you get from exercise, life feels a lot harder” (para. 9), 

highlighting the need for exercise in order to manage the day to day activities of life. Penedo 

and Dahn (2005) suggest that physical activity has been demonstrated to improve mood; if 

children begin the day in a positive mood they are most likely to achieve their goals and enjoy 

their learning. 

 

This study focused on the mental wellbeing of children and the impact five minutes of physical 

activity would have on the wellbeing of a class and their attitude to learning. The motivation 

behind the research is that children all travel to school in different ways; some active, some 

not, and they all experience different starts to their mornings. Having a negative start to their 

day could prevent them from wanting to come to school, or even set them up with a negative 

mindset for the day. It is important that, as educators and caregivers, we find a way to combat 

this to ensure every child has the opportunity to achieve and exceed their potential. 
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Method 

This research was conducted in a year 6 class (10-11 year olds) over a 2-week period. The 

structure of the research was for children to record how they were feeling about being at 

school each day for a 2-week period. In week one, the children were asked to complete the 

questionnaire after the register, then carried on with the normal daily routine. However, 

during week 2, the children took part in 5 minutes of physical activity (dancing or aerobics) 

and then completed the same questionnaire as week 1 to show how they felt about the school 

day. The questionnaire asked children how they felt about being at school and learning. 

Children were asked to select the emoji that best represented how they felt. The same group 

of children participated each week of the research to ensure that comparisons could be made 

between the results.  

Results 

The introduction of physical activity was well received by the majority of children in the class 

of 31. The children were encouraged to engage in the exercise alongside the adults in their 

room. Children were also allowed to pick the songs that they wanted to dance to so that they 

would be more willing to participate. It was noted by staff within the class that there was an 

improvement in the attitude towards learning and an improvement in attention span and 

concentration.  

 

Table 1 shows the data recorded for week one of the research, where children were asked to 

record how they felt about the day without exercise. Table 2 shows the data recorded for 

week two of the research, where children were asked to record how they felt about the day 

after 5 minutes of exercise. 

 

The data show a clear and significant improvement in the children’s attitude towards school 

during week 2. With no children feeling sad, angry or worried about school at any point in the 

second week. 
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Table 1. Data from week one of the research 

 

 
Table 2. Data from week two of the research 

 

Discussion 

The children took part in the questionnaire during the second and third weeks of the half 

term, after their ‘Engage Week’ (a week spent introducing and engaging children with their 

new topic). During the second week, a small proportion of the children were taking part in a 

major sporting activity and this may have impacted their response. If the research were to be 

repeated, this factor would be considered when planning which weeks to complete the 

questionnaire. 

 

Some children were reporting that they had slept poorly and were tired, so this may have 

influenced their responses to the questionnaire. If further research were completed, then a 

discussion would be had with the cohort prior to the project to ensure that tiredness was not 

a contributing factor to their responses.  

 

During the first day of dancing, it became clear that a small number of children were not 

comfortable dancing and were not willing to take part because of their opinions and feelings  
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towards dancing. To combat this, all adults in the room took part in the activity and positively 

motivated and encouraged the class. By the end of the session on day two, all children were 

actively engaged with the activity and willingly participating.  

 

One issue that arose during this activity was that some children were becoming over-excited 

by the dancing, which made it difficult to re-focus the class to complete the questionnaire and 

any learning thereafter. To stop this, a calm minute was introduced to re-focus and re-settle 

children so that they could regulate their emotions and behaviour before continuing with 

their day. 

 

Once week two had finished, the children asked if the morning exercise could continue, 

because they felt that it made them happier and made them more excited for the day. During 

discussion with a small group of children, Child A said “it makes me look forward to the day 

and is good for my wellbeing because I start the day happy.” Child B said “the dancing makes 

me feel more energised and ready for the day”. As a result of the feedback from staff and 

children, 5 minutes dancing in the mornings has become part of the everyday classroom 

routine.  

 

Despite the positive response from the feedback, there are limitations to this research; the 

sample is only of one class and using a range of classes and ages may provide different results 

and varying observations from staff. Follow-up research should also be completed over a 

longer time period or at different points throughout the school year to provide a better view 

of children’s responses and to determine whether the time of year has an impact on their 

wellbeing.  

 

Conclusion 

Although this research shows some limitations, including length of project and the influence 

of other factors on a child’s readiness to learn, the results from the project support the view 

that there is an undeniable positive impact from physical activity on a child’s wellbeing. The 

results from the questionnaire, feedback from children, observations by staff and the plethora 

of pre-existing research all draw the same conclusion: That exercise improves mental 

wellbeing. In order to draw more accurate conclusions, the research would need to be 

completed with a larger sample size, of varying ages, across a range of settings. 
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How can you improve the resilience and perseverance 

of pupils with SEN needs?  

Juspreet Judge 
Year 4 Class Teacher 
Cheam Common Junior Academy 
 

 

Introduction 

“Perseverance is failing 19 times and succeeding the 20th” - Julie Andrews 

 

Perseverance and resilience are amongst the most common and important character strengths 

we require of our pupils in the classroom. Without perseverance, pupils lack motivation and 

often give up easily, which can have an impact on their educational and mental developmental 

progress. In my research, I aimed to investigate how I could improve the engagement of 

perseverance and resilience of my class over the course of the Autumn Term in 2021. I planned 

and delivered a range of intervention lessons and tasks that were specifically designed to 

increase the levels of perseverance and resilience. These interventions were a series of lessons 

that helped with progression and proved to be a success in their learning. These simple 

interventions were used as a tool when tackling something difficult and how they had overcome 

challenges to reach their full potential.  

 

Literature Review 

Dweck (2006), who developed the concept of growth mindset, states that individuals who 

believe that their talents can be developed through hard work, good strategies and input from 

others have a growth mindset. Her investigation produced results evidencing that intellectual 

abilities are qualities that are developed (as opposed to qualities that are fixed). This clearly 

indicates the importance of understanding and practising resilience in an educational 

environment, as it addresses key objectives of all academic establishments.  

 

Resilience can be taught and, if successful, can change the mindset of the pupils, but for this 

to happen, it should be clear that resilience must be taught in a specific way. This is also 

supported by the research of Yeager et al. (2019) which provided one group of pupils with 

scientific information about their brain function and potential. Pupils were taught how, when 

learning, the brain grows stronger and smarter by forming new connections between 

neurons. Pupils were asked to picture their brain growing when they were faced with 

challenges. To make a message ‘stick’, Aronson asked pupils to write a few ‘pen pal’ letters 

teaching this message to struggling pupils. The group who received these letters about how 

their brain worked showed a significant increase in their overall end of year tests compared  
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to the control group. In one of the groups, the pupils were taught people's characteristics can 

be developed and are not fixed. They read brief summaries of longitudinal, correlational and 

experimental studies that showed that people's personal characteristics could change. Pupils 

in the control group read the same scenario without the positive message. Paunesku et al. 

(2012) suggested that “it's not just about effort, you also need to learn skills that let you use 

your brain in a smarter way. …You actually have to practise the right way … to get better at 

something”. This reinforces the need for a practical model for improving resilience. Overall, 

we must teach pupils what their potential is, e.g. that their brain is like a muscle; the more 

they use it, the stronger it becomes through stimulation. How can we expect pupils to reach 

the best of their ability if they don't even know they have the ability? How can we change 

what they think permanently?  

 

This poses another question: ‘How can I get the most out of my day?’. This draws attention to 

how resilience must be a skill that is emphasised to students of all abilities and it should not 

be assumed that academically stronger students are stronger and naturally more resilient.  

 

But then, how do we define what resilience is? There is ambiguity around this. In a recent 

article in The Guardian, Saner (2020) emphasised the issue of pupils seeing the word 

‘resilience’ as a synonym for strength and therefore interpreting a lack of it as a sign of 

weakness. We should first understand what we mean by resilience, before asking pupils to be 

resilient. This echoes Dweck's (2006) work and reinforces the importance of being proactive 

with our research and actually giving pupils real, concrete suggestions on how to become 

resilient, as well as clearly outlining the advantages to them before any attempts to develop 

their resilience. Further to this, Bullen (2019) reported in her study that perseverance of KS2 

pupils increased in a short period of time, which suggests that perseverance can be taught 

and implemented effectively in the classroom.  

 

Taking account of the literature surrounding perseverance, grit and resilience, it seems 

imperative that fostering perseverance / resilience in the classroom should be seen as an 

important duty of educational professionals. With this in mind, I developed a research study 

to explore whether I could measure the resilience and perseverance of pupils in my classroom 

with the specific focus on low attainment and SEN pupils.  

 
 

Method 

I conducted the research with a class of 30 Year 4 pupils (aged 8-9 years old). I adopted a 

repeated measures method, with a main focus on quantitative data with some post-study 

interviews to gather qualitative data. Children were assessed before and after the 6 weeks’ 

intervention during the Autumn Term.  

 

 



      PUPIL AND STAFF WELLBEING AND RESILIENCE 

 
PAGE 15 

 

In order to gain an in-depth understanding of the results, I decided to collate results 

throughout the intervention; this then provided me with results to show that the study was 

working.  

 

Baseline Data 

To start with, I conducted a baseline grit questionnaire (Appendix A, Tables 1 and 2) to 

measure pupils' perseverance and passion in the two groups. Following this questionnaire, I 

asked the pupils to complete a group task involving the scientific investigation with spaghetti 

sticks and marshmallows (Science Museum Group, no date). I allowed a 20-minute limit to 

complete the task. The children were told they were allowed to give up at any time by 

signalling to me they wanted to stop and I recorded the time when they chose to opt out 

(Table 3). This task was designed to see how each group would perform together and work 

collaboratively to demonstrate perseverance. As an observer, I wrote notes about what I saw 

and how they children communicated with one another (Table 4).  

 

Intervention 

After this challenge was carried out, I introduced the children to the concepts of perseverance 

and resilience, what the words meant and how we could incorporate them into our 

educational learning. This was done over a 6-week period through discussions, videos and 

role playing. We discussed Dweck’s (2006) theory of growth mindset and how, the more you 

learn, the stronger your mind becomes by strengthening the muscle. This gave the children a 

deeper understanding of how their brain worked and how learning things that can be 

challenging is a ‘good’ thing, rather than a skill requiring lots of effort.   

 

In two groups of 15, in 3-hour intervention sessions (which I incorporated as part of my PSHE 

lessons), we explored perseverance, what it looked like and how resilience and perseverance 

were different yet similar. We discussed strategies and the process of the ‘thinking out loud’ 

teaching method to demonstrate how it can be incorporated into learning. This out loud 

verbalising process is recognised as a highly effective method by academics Gold and Gibson 

(2001), who state that modelling encourages children to develop the “habits of mind” (para. 

17).  

 

Further to this, we explored the Learning Pit (Nottingham, 2010), in which the children are 

taught that being stuck is part of the learning process. Instead of using the concept of a 

learning pit, I adapted this for my study into a learning mountain: climbing. This analogy 

provided scope to grow but take breaks to show how resilience and perseverance take time 

to build. Each week, we had a different focus to allow the pupils to fully experience the skill 

and strategy.  
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Post-Intervention test 

Once the children were confident with the ideas, they completed a Tangram activity from the 

Twinkl website1.  This activity again tested their perseverance and resilience in completing 

the task. Again, this was measured through observation (Table 4) and results seen in the 

review assessment (Table 3).  

 
The children were motivated to persevere and had begun to notice perseverance and 

resilience in their everyday learning, and recognition of other members of their class doing 

well. The children would nominate each other, citing specific occasions within the same 

school day where they believed someone in their class had persevered in their learning. 

Dweck (2006) states that to praise the intelligence of children is harmful to their motivation 

and performance. I shifted the focus to praising the child on their effort and perseverance 

rather than the task they had completed, with the aim of changing the pupils' mindsets about 

learning rather than focusing on the specific task.  

 

Results 

When recording the results, I decided to create a table to see the data in a more quantitative 
approach to allow for data to be compared and analysed clearly.  
 

Grit Questionnaire 
 

Response Frequency: Group 1 (15 children) - low-attaining / SEND pupils 

Ite
m 

Not at all like 
me 

Not much like 
me 

Somewhat like 
me 

Mostly like 
me 

Very much 
like me 

1 5 4 2 3 1 

3 4 5 3 2 1 

5 2 3 6 3 1 

6 3 2 2 5 3 

2 2 3 1 6 3 

4 3 5 3 2 2 

7 1 2 6 4 2 

8 2 2 2 5 4 

Table 1: Grit table questionnaire results / points - Group 1 (items listed in the order presented to 

children) 

                                                
1 https://www.twinkl.co.uk/search?q=tangrams  

about:blank
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Response Frequency: Group 2 (15 children) - middle- / high-attaining pupils 

Ite
m 

Not at all like 
me 

Not much like 
me 

Somewhat like 
me 

Mostly like 
me 

Very much like 
me 

1 4 4 2 4 1 

3 3 2 5 2 3 

5 5 2 3 3 2 

6 2 2 7 3 1 

2 5 2 5 1 2 

4 2 2 6 2 3 

7 3 3 5 3 1 

8 2 1 5 2 5 

Table 2: Grit table questionnaire results / points - Group 2 (items listed in the order presented to 

children) 

 

When looking at the grit results, there are two components - passion and perseverance - and 

the questions actually correspond to both. Odd-numbered items provided the passion score, 

and the perseverance score was provided by the even-numbered items. Group 1 (low-

attaining / SEND pupils) scored 60 on passion and 59 on perseverance. Group 2 (middle- / 

high-attaining pupils) scored 59 on passion and 43 on perseverance, i.e. for both groups, 

passion scored higher than perseverance, as suggested by Duckworth et al. (2007). Children 

often do better working hard on a particular area than at maintaining a consistent focus; it’s 

hard to maintain that passion over a consistent period of time without giving up. The 

difference in scores between these two areas suggests passion and perseverance are different 

things. 

 

Group 1 scored higher on perseverance than Group 2 (there was no notable difference 

between the passion scores for the two groups).  
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Puzzle tasks 
 

 % of children who gave up between the following times: 

 Baseline Assessment Review Assessment 

0 - 5 minutes  17.1% 16.6% 

5 - 10 minutes  8.9% 10.2% 

10 - 15 minutes  9.7% 36.7% 

15 -20 minutes 35.8% 19.3% 

Did not give up 28.5% 17.2% 

Table 3: Comparison of % of children who gave up after a set time in the first and second puzzle 

 

 

GROUP 1: Low-attaining / SEN specific 
pupils 
Consisted of: 

● 1 child ECHP plan 
● 7 children with SEN/additional 

needs (from ADHD, Autism and 
DA/PP)  

● Rest of group mixture of EAL, low 
attaining needs across curriculum 

GROUP 2: Middle- / high-attaining pupils 
Consisted of: 

● Mixture of EAL, HK pupils  
● Rest of the group mixture of middle 

to high attaining needs across the 
curriculum  

Activity 1: Spaghetti and marshmallows  

(Through observation)  
 

● Lacked independence 

● Gave up easily 

● Spaghetti stick kept snapping, 

causing frustration 

● Confused, but wanted to keep trying 

despite being unclear about how to 

join together  

● Some pupils took a step back  

(Through observation) 
 

● More confident to have a go  
● Again, frustration was shown when 

pushing into marshmallow 
● Able to have a go for a longer period 

of time  
● Some children preferred to take the 

lead over others  
 

(Table 4 continues on page 18) 
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Activity 2: Tangrams 

(Through observation) 
 

● More confident to have a go, 
persevere for longer without getting 
frustrated  

● The pupils who had previously taken 
a step back got involved and tried 

● Focused more on the task and used 
positive language to build other 
children's confidence  

(Through observation) 
 

● Worked systematically as a group  
● Children worked together rather 

than independently  
 
 
 
 

Table 4: Results / observation of Activity 1 and Activity 2 

 

 

Post-study interviews, in person 

“I really enjoyed learning about resilience and perseverance, especially when we did the 

tangrams puzzle. I feel like I tried my hardest and my perseverance has improved.” - Child A 

 

“I knew what perseverance was but I didn’t know how to improve it until we did the lessons.” 

- Child B 

 

“I try to have a go at challenges longer than I did before, for example in maths, when there is 

a challenging problem, I like to think longer to see if I can understand it.” - Child C  

 

Discussion 

It was interesting to see the results and outcome of this study as it wasn’t what I expected to 

see. What I predicted to see was that the children who were more able (middle-high attaining) 

would demonstrate more perseverance compared to the children who had lower / SEN 

attaining needs. As researchers, we shouldn't pre-empt outcomes, but my literature review 

had suggested that higher ability children would be more likely to show resilience and 

perseverance on tasks because they have the knowledge and ability to keep trying and finding 

it challenging, supported by Dweck’s (2006) theory.  

 

In Table 4, we can see that the observational qualitative data gained from each activity shows 

that Group 1 were more determined than Group 2 in the second activity as they seemed to 

benefit from the intervention and discussions and strategies to help with perseverance.  
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Interestingly, however, the observational (qualitative) assessment (Table 4) and pupil’s 

interview responses do not match up to the quantitative data based on perseverance time 

(Table 3).  The results are therefore inconclusive, which may be due to the limitations 

discussed below.  

 

Limitations and possible future research directions 

A point for consideration, if this study were repeated, could be to narrow down the focus to 

just one characteristic: ‘perseverance’ or ‘resilience’. This would help show whether children 

have a better understanding of one particular characteristic over the other. In the present 

study, the research question was possibly too broad, as a child could demonstrate 

perseverance, whereas another child would show resilience, so this concept is hard to 

measure.  

 

Another possibility for further studies would be to focus on one particular puzzle and do this 

puzzle before and after the intervention to see if their resilience/perseverance had changed; 

it would be interesting to see if the children have improved or developed a growth mindset 

towards completing challenging tasks. One limitation of this, however, would be that they are 

already familiar with the task and this could potentially affect their perseverance, in either 

direction.  

 

It would be fascinating to explore whether perseverance and resilience could be compared 

between boy and girl pupils to see whether their resilience is the same or different and 

consider what other factors can contribute to these. Is resilience instilled more in boys than 

in girls, for example?  

 

There are many avenues that could be explored with this question, it is just about thinking 

carefully about the children in your study to see what would be most beneficial.  

 

In conclusion, my study shows some indication that children’s resilience and perseverance 

may be improved in a short time frame through simple to implement techniques, but the 

results are inconclusive. Looking forward, it would be beneficial to repeat this study with a 

specific target group of children, potentially compared to a control group. Using the grit 

questionnaire was a useful way of collecting data; on reflection, however, if I were to repeat 

the study, I would repeat the grit questionnaire again after the intervention activities, for 

comparison. 

 

Next steps 

Moving forward, if I was to do this research again, I would shift away from a whole class 

intervention but focus more on a smaller specific group of children or random selection, with 

a non-intervention control group, so I am able to show the impact of how resilience and 

perseverance can have a positive impact on the small group. Having a smaller specific group  
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would then allow me to make comparisons with the rest of the class to show how resilience 

and perseverance interventions have a positive impact on these children.  

 

Further to this, I would keep either the characteristic of ‘resilience’ or ‘perseverance’ and 

combine it with the growth mindset framework to allow me to have a specific target, therefore 

producing data that is more manageable and measurable, relating to children with specific 

needs. 
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APPENDIX A 

Grit Questionnaire 
 

I adapted the questions from Duckworth (no date) slightly to help the children of a lower 

ability access them. I completed the questionnaires on a Google Form to allow for ease and 

accuracy.  

 

Grit Scale: Please respond to the following 8 items. Remember to be honest – there are no 

right or wrong answers!  

 

1. New ideas and projects sometimes distract me from previous ones. 

Very much like me   

Mostly like me   

Somewhat like me   

Not much like me   

Not like me at all  

 

2. Setbacks don’t discourage me.   

Very much like me   

Mostly like me   

Somewhat like me   

Not much like me   

Not like me at all  

 

3. I have been obsessed with a certain idea or project for a short time but later lost 

interest. 

Very much like me   

Mostly like me   

Somewhat like me   

Not much like me   

Not like me at all 

 

4. I am a hard worker.   

Very much like me   

Mostly like me   

Somewhat like me   

Not much like me   

Not like me at all  
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5. I often set a goal but later choose to complete a different one. 

Very much like me   

Mostly like me   

Somewhat like me   

Not much like me   

Not like me at all  

 

6. I have difficulty maintaining my focus on projects that take more than a month to do.  

Very much like me   

Mostly like me   

Somewhat like me   

Not much like me   

Not like me at all 

 

7. I finish whatever I begin.  

Very much like me   

Mostly like me   

Somewhat like me   

Not much like me   

Not like me at all 

 

8. I am hard-working.  

Very much like me   

Mostly like me   

Somewhat like me   

Not much like me   

Not like me at all 
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Grit scoring method:  

Odd and even numbers represent different aspects and are scored in reverse to each other. 

 

Even numbers, measuring perseverance, are scored as follows:  

5 = Very much like me 

4 = Mostly like me 

3 = Somewhat like me 

2 = Not much like me 

1 = Not like me at all 

 

Odd numbers, measuring passion, are scored as follows:  

1 = Very much like me 

2 = Mostly like me 

3 = Somewhat like me 

4 = Not much like me 

5 = Not like me at all 

 

 

References for Appendix A 
Duckworth, A. L. (no date) Grit Scale. Available at: https://angeladuckworth.com/grit-scale/ (Accessed 

14 July 2022).  
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Can an eight-week Mindful Practice programme of 

self-care positively affect the well-being of teachers, 

and their practice? 

Sarah Grice 
Well-being and Mental Health Lead, Nursery Teacher 
Brookfield Primary Academy 
 

Background / Rationale for the study 

Pressures from standardised testing, all-encompassing teacher evaluations and increasingly 

complicated needs of students are bolstering teacher turnover and burnout amongst 

teachers. The need is greater than ever to find effective means to support these teachers, 

especially after Covid-19. The well-being that teachers bring into their classrooms each day 

has a profound impact on their ability to reach and teach their students. According to the 

Education Support 2021 Teacher Wellbeing Index (Scanlan & Savill-Smith, 2021), 77% of 

teacher’s experience symptoms of poor mental health due to their work, 72% are stressed 

(rising to 84% for senior leaders), 46% always go into work when unwell (rising to 54% for 

senior leaders). Furthermore, the same report found that 42% think their organisation’s 

culture has a negative impact on their wellbeing and 42% have considered leaving the sector 

in the past two years due to pressures on their mental health. 

 

Literature Review 

Teachers play a critical role in establishing a safe classroom culture that leads to student well-

being and learning. Yet, the very profession is plagued by high stress, burnout and attrition 

(Flook et al., 2013).   

Teachers are among the true culture heroes of our time. Daily, they must deal with children 

who have been damaged by their environment that no one else has the will to cure. Daily, 

they are berated by politicians, the public and the press for their alleged inadequacies and 

failures. And daily, they return to their classrooms, opening their hearts and minds in the hope 

of helping children do the same. (Palmer, 2007, p.vii).  

 

According to Palmer (2007), “it is no secret that most teachers suffer from bureaucratic 

harassment, put up with unreasonable expectations from parents and institutions, are at the 

mercy of student ratings, are unappreciated by the public and are poorly compensated. It is 

little wonder some good educators have given up altogether even the pretence of teaching” 

(p.1).  

According to Forbes (Morrison, 2021), in England nearly one in six teachers leave the 

profession after just one year.  A National Education Union (2021) survey conducted amongst  
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school staff in England, Wales and Northern Ireland, found that 35% of teachers plan leave 

the profession within 5 years, citing increased workload and diminishing respect for the 

profession as reasons for wanting to leave. The poll revealed an education workforce 

exhausted after a year of Covid-19 disruption, with 70% reporting increased workload over 

the previous 12 months and 95% worried about the impact on their wellbeing. 

Palmer (2007) believes that “there has to be a way to support teachers’ resilience and hero-

ness” (p. 17). Teaching is a daily exercise in vulnerability and courage. And it is that very 

vulnerability that allows them to be so skilful at creating human connection, while  

simultaneously making them so susceptible to the inherent stresses of the job. According to 

Palmer (2007), connection and job satisfaction are critical influencers relating to teacher 

performance. He writes that disconnection can actually become a means (in fact a tool) for 

self-protection. And satisfaction with our heart-felt work is directly tied to our capacity for 

human connection.  

Retaining good teachers and providing them with strategies for managing stress, enhancing 

well-being and integrating those qualities into the classroom culture is the focus of this 

study. It would be invaluable to the teaching profession, and the children served by it, to 

make available to educators a protective approach - one that enables those in this chosen 

work to be at their best. It would need to be an approach that fits into their professional and 

personal lives that is teachable, learnable and practicable.  

Jennings and Greenberg (2009) examined the effects of professional training incorporating 

mindfulness with a goal of creating a classroom denoting behaviour which is positive, helpful, 

and intended to promote social acceptance and friendship. They focused on the teachers’ 

social and emotional competence (SEC) and well-being as directly affecting classroom 

climate and student experience. Their model explores ways to create a classroom 

environment that is more conducive to learning and that enhances children’s outcomes. 

Furthermore, they suggested that there is a correlation between SEC, mindfulness and 

prevention of teacher burnout. 

Bethune (2018) advocates for the teaching of well-being and positive mental health in 

primary schools, referring back to evidence demonstrating that people who are happy and 

who experience higher levels of positive emotions do better at school, have healthier 

relationships and enjoy higher success overall. He also goes on to discuss how vital it is for 

teachers to prioritise their own well-being and how, in doing this, we can improve pupils’ 

welling too.   

According to Briner and Dewberry (2007), “average levels of teacher wellbeing within 

schools has been found to be linked to pupil performance as assessed by SATs and value-

added measures” (p.2). Their report summarises the main findings of research undertaken 

by Birkbeck College in 2007, in partnership with Worklife Support, and concludes that “what 

seems most likely that there is a two-way relationship between teacher wellbeing and pupil  

https://www.theguardian.com/education/teaching
https://www.theguardian.com/education/2021/apr/03/work-pressure-in-covid-lockdown-was-shattering-say-teachers
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performance. Just as increases in teacher wellbeing can lead to improvements in the 

performance of pupils, so increases in pupil performance may lead to increased wellbeing in 

teachers. If so, both virtuous circles and downward spirals are possible. In the former, 

improvements in teacher wellbeing may lead to improved pupil performance, which in turn 

leads to improved teacher wellbeing, and so on. In the latter, a reduction in teacher 

wellbeing at a school might lead to poorer pupil results, leading to a further drop in teacher 

wellbeing, and so on” (p.4).  

Education Support (no date) confirms this: “Pupils learn through social interaction, not just 

knowledge transfer. Social interaction in the classroom of a stressed, overwhelmed, 

unsupported teacher will be different from that of a supported teacher with a strong sense of 

professional autonomy and self-efficacy” (para. 3). 

Katherine Weare’s (2014) study report into the evidence for Mindfulness promotes the need 

for staff to learn about mindfulness themselves first, before teaching it to children. 

Botwinik (2007) created a set of habits to help prevent teachers in small districts, often lacking 

self-care workshops, from becoming over-stressed dropouts. Her self-protective factors list 

includes: realistic limit-setting, boundary maintenance (attention moves away from school 

when driving home), physical fitness, professional conference attendance, professional aim 

shifting, and a sense of humour. Mindfulness could be found in some of these habits, but most 

specifically in the active redirection of attention to other aspects of life. This takes practice to 

achieve, especially since school work and marking routinely follow teachers home.  

Jennings (2015) focuses on our tendency to overlook professional stress and personal needs 

in order to make others’ needs a priority, thus leading to increased stress and disconnection. 

“As educators our secret weapon is our warm, open heart and our caring presence” (p. 110). 

To keep our hearts warm and open requires that we care for ourselves first. Teachers who 

create self-care habits and a means of enhancing inner resources are able to find balance in 

this heartful work. Those who cannot, struggle, lose the hope they entered with and 

eventually exit, at increasingly astounding rates. 

 

Providing Support for Those Who Stay  

According to Palmer (2007), teaching is a vocation that requires a doling out of our inner 

selves. It is the sum of heart, effort and care. True teaching emerges from one’s self, however 

that may be, for better or for worse. Caring for the teacher’s inner self becomes critical for 

the endurance of the profession. Most school-based interventions supporting people in 

schools challenged by stress are student-facing. But there are a few programmes 

implemented to help teachers manage their stress and bolster their well-being.  

 

Some may creep into pre-service or professional training for teachers. But, clearly, more 

needs to be done to assist teachers in being the healthy leaders and nurturers they intended 

to be when they stepped into this work. Mindfulness training has emerged across many  
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disciplines as a means to manage, and even reduce stress (Flook et al., 2013). 

Introducing Mindfulness  

Jon Kabat-Zinn is credited with expanding the accessibility of mindfulness in the United States 

by starting the Stress Reduction Clinic in the ‘Center for Mindfulness’ at the University of 

Massachusetts Medical School in 1980. According to Kabat-Zinn (1990) “Mindfulness is 

described as paying attention in the present moment, on purpose, and without judgement” 

(p. 5). With this practice of paying attention, one can be less reactive, more resilient to stress, 

and notice an improved sense of well-being. Mindfulness training builds attention by naturally 

enhancing our experience with an object of attention. That object could be the breath, 

sensations in the body, a specific sound or maybe thoughts and emotions. Mindfulness 

practice over time can cultivate positive qualities such as empathy, impulse control, emotion 

regulation and mental flexibility (Flook et al., 2013). We have seen this from our research 

study carried out at school, where participants mentioned benefits such as the ability to re-

centre, re-focus, and calming anxious moments.  

“In our rush to reform education, we have forgotten a simple truth: Reform will never be 

achieved by renewing appropriations, restructuring schools, rewriting curricula, and revising 

texts if we continue to demean and dishearten the human resources called the teachers, on 

whom so much depends” (Palmer, 2007, p .4).  

The British Government published the Education Staff Wellbeing Charter (Department for 

Education, 2021), applicable to England, which was created to highlight staff wellbeing in the 

education sector. It includes a declaration to protect, promote and enhance the wellbeing and 

mental health of everyone working in state education to show staff that they take their 

wellbeing seriously. In this document, Nadhim Zahawi, the Secretary of State for Education at 

the time of publication, highlights the importance of well-being and mental health of education 

staff, particularly in light of Covid-19 and progressing towards recovery from the pandemic (p.1). But 

do we see this in school?  Have staff in the profession been made aware of services they can 

access for free, such as counselling?  

Frias (2015) has recorded the reflections of teachers who took on a practice of mindfulness. 

These teachers experienced a “shift” (para. 5) in what they were able to bring to the 

classroom. One teacher reported that in the past, when kids shouted at her, she would 

become tense, get defensive, and dive into a “power struggle” (para. 6). After practising 

mindfulness, she noted that when facing a similar situation, she pauses and checks in on how 

she is really feeling, then chooses to respond rather than react (Frias, 2015).  

 

Sixty-four middle school educators participated in the Community Approach to Learning 

Mindfully (CALM) programme (Harris et al., 2015; Penn State College of Health and Human 

Development, no date). For four days each week over 16 weeks, they participated in 
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intervention sessions that included gentle yoga and mindfulness practices. Through a variety 

of measures (biological and self-report), they found that CALM had significant benefits for 

educators: Positive affect, classroom management, distress tolerance, physical symptoms, 

blood pressure and cortisol awakening response. There were also effects to measures related 

to stress and burnout. Educators in the study reflected that it was beneficial as well as feasible 

(Harris et al., 2015).  

Given the current, stressful climate in public schools, a programme that effectively supports 

teachers and enhances their heart-centred work would likely impact the children in their 

charge. This was evident from this researcher’s study, where one participant stated that 

“teachers should have full training and include teaching in daily practice. Children would learn 

vital life skills linked to their emotional intelligence. However, I feel it needs to be a regular 

(preferably daily) practice to build up the skills.” 

 

Research Question 

Given the benefits of mindfulness practices in general, and well-being support for teaching 

staff, explored in the literature review above, the instructor-researcher explored the 

following research question: Can an eight-week mindful practice programme of self-care 

positively affect the well-being of teachers? 

 

Method 

The mindful practices in this study included eight weeks of guided and individual practice. 

Teachers volunteered to participate in this study and attend group sessions. A written/digital 

guide with diverse resources was available throughout the project to support participants, 

including recordings of mindfulness scripts used and home learning such as daily meditation 

and habit releasers for on-going practice. One measurement tool of a pre- and post-

intervention questionnaire provided data exploring the effects of mindful practices on 

teachers’ well-being.  

 

Participants 

Teachers in a local primary school were invited, by one of their colleagues who is familiar with 

mindful practices (the researcher), to participate. The researcher offered an eight week 

programme of mindful practices over eight sessions for willing teachers in larger than average 

outer London primary academy schools consisting of over 440 mixed gender children aged 3 

- 11. Evidence of the programme’s impact was measured by teacher well-being surveys (pre- 

and post-intervention) as well as a reflection at the end of the eight weeks. The teachers 

covered a wide age (27 years+) and experience (3 years +, including early careers teachers) 

range. All volunteers for this project were women. No ethnicity or other personal data was 

collected for this study.  

 

 

The researcher’s teaching career spans 12 years in private and public schools, including 2 years 
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bringing mindfulness into education as a Mental Health and Wellbeing Champion. 

 

The researcher created a programme and teaching tools to: Address educator needs, build 

relationships, support teachers with self-care (in and out of the classroom), engage 

participation, and guide classroom behaviour. The researcher’s work is informed by Williams 

and Penman’s (2011) ‘Mindfulness: A practical guide to finding peace in a frantic world’ and 

experience of being an IAPC&M (International Authority for Professional Coaching & 

Mentoring) level 5 certified Elite Life Coach. 

 

Apparatus 

The instructor-researcher created and/or modified the Williams and Penman’s (2011) tools 

used to support mindful practices and measure the programme’s effects. 

  

Also, prior to the initial training session, teachers were given articles and information outlining 

the field of mindfulness in education and the role it is increasingly playing in schools, for 

teachers and for students. An outline was shared regarding the range of content and 

experiential practices that would be included in the project.  

During the first session teachers read, asked questions, discussed and signed the Participant 

Consent Form (Appendix B) which outlined expectations for: Attendance at group sessions, 

self-reflecting and recording of practice and observable change. The Consent Form included 

basic cautions regarding practice, an emphasis on choice (level, intensity and opting out of 

any practices) being part of the practice and a detailed, yet simple exit procedure. 

Prior to the first group session a pre-programme survey was completed by staff about their 

thoughts and feelings within the workplace.  

During the first group session, the pre-programme survey (Appendix C) was completed by all 

participants, collected by the researcher-instructor and confidentially kept on file as baseline 

data. The post-programme survey (identical to the pre-programme survey - Appendix C) and 

Final Reflection Form (Appendix D) were completed after the final group session.  

The Wellness Survey for staff (Appendix C), created by the researcher for the project) was 

entirely based on self-report, utilising a 5-point Likert Scale. The 20 well-being indicators were 

generated based on personal and professional traits, somewhat leaning toward an educator 

context. The survey refers to school, classroom and students, quite specifically in eight of the 

traits posed to the participants. Then on a more personal side, the remaining traits relate to 

energy, rest, humour, health, self-care routines, tendencies and perceived level of stress. The 

traits are random in their order but are all pointing toward well-being. The higher the rating 

(ranging from 1 to 5) the greater the sense / experience of well-being.  
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Procedure 

Permission was granted by Leo Academy Trust to conduct the study involving human subjects. 

The principal of the school gave permission for teachers to be trained and for the study to be 

conducted by signing the Permission to Conduct Action Research Study Letter (Appendix A).  

The group sessions were offered from 5 - 6 pm on a Monday or Wednesday during the Autumn 

term after staff meetings.  

The purpose of the pre- first session was orientation: An overview of the study, explanation 

of the participant consent form, an outline of expectations, a brief test-drive of daily mindful 

practices (mindful movement and attention training), the completion of the pre-programme 

survey, an introduction to resources, and a brief exploration of rationale for the project – 

practices that may affect teacher well-being. Prior to Week One, we discussed the benefits of 

mindfulness, and Bethune’s (2018) ‘Wellbeing in the Primary Classroom’.  

The second part of this session reinforced the content’s relevance to the practices – how does 

placing one’s attention on the breath affect moment to moment well-being? This session also 

gave teachers more experience with the practices of breathing techniques. The focus question 

for the week was ‘Why do we attack ourselves?’, examining emotions we feel through the 

day, our thoughts, feelings, impulses, and body sensations, whilst undertaking mindful 

meditation by spending time tuning into how we are feeling and exploring possibilities as to 

why we felt this way (e.g tiredness, unhappiness, anxiety and stress), acknowledging these 

emotions and letting them go whilst doing a visualisation meditation. Only a few questions 

were asked to clarify what to do on their own.  

Frequency and duration were a concern but the group settled on ‘do what you can, daily’ as a 

good expectation. It was predominantly a chance for the group to practise together and later 

listen to recordings made by the researcher or a Soundcloud recording (e.g body scans 

breathing and mindful visualisation meditation, see Hachette Audio UK, 2016). A habit 

releaser was also part of the home practice for 15-30 minutes and for a more invigorating 

experience in the rain or wind and notice what you notice. 

For the third part of this session, “Waking up to the life you have”. “The real voyage of 

discovery consists not in seeking out new landscapes but in having new eyes” (Attrib. Marcel 

Proust, 1871 -1922).  

We discussed how viewing your life from a different place can equally transform your feeling, 

for example when reflecting back on your work from an idyllic beach, how different it looks. 

Your work still exists but just seeing it from a different place and how it can alter your outlook. 

Changing your perspective can transform your experience. 

 

In the final part of this group session, the researcher conducted a ‘Chocolate Meditation’, as 

this is appealing to most people. It also has deeper value, helping people reconnect with their  
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senses, which is of crucial importance in our hectic and frantic society. Connecting with one's 

senses is one of the core benefits of mindfulness meditation, so anything that aids this process 

is of immense value to give insight to the research project. This gave teachers the opportunity 

to verbally reflect on their experiences, enquire about specific supports and resources they 

might need to support their on-going personal practice, as well as give suggestions for 

programme modifications.  

Week 1 - Waking up to the autopilot 

Group discussions on things we do on autopilot, for example how you left the house and don't 

remember turning the iron off or locking the door, but seemingly you find yourself at work 

without noticing how or what you passed on the way. 

Habits you take for granted, like brushing your teeth and having a shower, all go unnoticed, 

but you can easily lose conscious control of your autopilot. As one habit ends up triggering the 

next and so forth. This also includes what you think. This can trigger deep-seated anxieties and 

stress, including sadness. A thoughtless comment can leave you feeling unhappy and insecure. 

We looked at routine activities we normally miss or do on autopilot and as home learning 

chose one thing that we would pay special attention to, e.g. to have a shower with awareness. 

Showering using your favourite gel or foam, paying attention to the smell, colour sensations 

of covering your body, the water on your body, temperature and pressure.  

The researcher conducted a mindfulness of the body and breath exercise and we discussed a 

‘Habit Releaser’ of perhaps coming to school a different way, or parking in a different spot in 

the carpark at work. 

Week 2 - Keeping the body in mind 

Recap of the previous week and discussion of how people got on with home learning. One 

comment made by person 3 upon reflection of the week was that they felt guilty for time 

taken over their skin routine! 

We went on to focus on this weeks ‘keeping the body in mind’ discussion. The effects of 

thoughts, feelings and emotions can often be as much a product of the body as of the mind. 

The researcher shared a scenario of a driving instructor who developed a heart condition and 

tried yoga and mindful meditation at the end of each day that helped feel less stressed and 

his body better able to cope at the end of the day. We discussed that the body detects our 

thoughts almost before our mind and feeds emotional information to the brain, which 

enhances fears, worries and unhappiness. Discussions took place about how we often spend 

so much time in our head planning, remembering, analysing, judging, brooding and 

comparing, that we forget about our bodies and end up mistreating our bodies or ignoring 

important indicators to our health. During the session, we focussed on our bodies being an 

amplification, how it can be a sensitive emotional radar; an early warning system that alerts 

you of stress, anxiety and unhappiness by using a body scan meditation. Reminding them that  
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this is your investment in you and not to feel guilty of doing your home learning or listening 

to the body scan meditation (Hachette Audio UK, 2016) and continuing with a habit release of 

mindfully walking, focussing on your feet as you walk along and muscles and tendons as you 

walk, paying particular attention to the sights and smells around you. 

We also completed the “appreciate here and now” and a “ten finger gratitude” exercises 

(Williams & Penman, 2011, p.109). 

Week 3 - The mouse in the maze 

Recap of previous week’s session and successes from previous week’s home learning; one 

person remarked that “It reminded me to stay grounded and reflect as positively as possible 

on my day. It gave me space and time for self-care that I would not normally have allowed 

myself”. 

We spoke about how many people work too hard and are not recognised for it, or for longer 

hours, end up being trapped by their own perfectionism and sense of responsibility and feel 

deep down that there is no escape, and how it is easy to have self- attacking thoughts which, 

in the long term, can result in demobilisation in teaching. We discussed how one might stop 

taking risks and drive themselves into depression, chronic stress and exhaustion, especially 

those who are conscientious. We talked about weaving mindfulness into our daily lives, how 

a body scan and “stretching without striving the mindful movement meditation” (Williams & 

Penman, p. 118) would support us in a busy day and how it may feel uncomfortable when you 

put time aside to move in a slow way.  

Home learning was a habit releaser of valuing the television, only watching a set TV 

programme and the normal mind numbing TV watch of the evening, plus eight minutes of 

mindful movement followed by an eight minute body and breath meditation and a three 

minute breathing space meditation, six days out of seven. 

Week 4 - Moving beyond the rumour mill 

We reflected on our week, with participant comments of “watched a film that I’ve been dying 

to watch and had popcorn”, “started my menopause patches”, “chilled weekend away”, 

“mindful gardening” and “I did a meditation with the children (body scan)”. 

We discussed how our thoughts are like rumours in our minds; they may be true or may be 

false. Looking more deeply into when we are stressed or vulnerable, we only hear the inner 

critic and not the quieter voice of compassion. If we hear this quieter voice, it is often 

dismissed and not believed as the power of the critic is more powerful and overwhelms logic. 

The researcher suggested that, when we feel like this, we need to address this with logic and 

positive thinking. Moving onto statements you make to yourself, considering “I must never 

fail” (with never being word in focus) and “everyone relies on me” (do they?). As you get more 

stressed, your negative thoughts run into overdrive and your mind wants to find an escape 

route.  
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The home learning for this week was to look at our thought streams - how powerful these can 

be, breathing space - allowing ourselves to re-energise our thoughts, and a habit release of 

confronting our inner critic with “really?” and “why?”, listening to a range of meditations. 

Week 5 - Turning towards difficulties 

We reflected on the previous week and having people actually being able to take a step back 

and look at themselves and ask questions. The researcher was delighted to say that most were 

able to do this, some admitting that it was tricky on occasions and that it can be easier to listen 

to the inner critic. 

This week we discussed when we may have dreaded something but how we overcome our 

fear with the support of friends and family. As many of us know, whenever faced with difficulty 

- whether it be stress of a job, illness, exhaustion - it's only natural to push it away or endlessly 

try to solve it or ignore it. This often leads into denial of a problem as it may make us 

vulnerable, and cause fear of what others think and loss of face. 

We discussed different approaches, such as soldiering on and pretending nothing is wrong, or 

embracing a different approach of accepting ourselves and what is troubling us, by befriending 

it. It's not giving up but accepting it and allowing ourselves to be fully aware of its difficulties. 

The group’s discussion led onto how Rumi (2004) suggests meeting our thoughts “at the door 

laughing” (para. 4) and greeting them “honourably” (para. 3). This can be a painful experience, 

but not as difficult as one of a life of unsettled thoughts, feeling and emotions. We discussed 

how to take tiny steps to do this! 

The home learning was to do breath and body meditation, sound and thought meditation, 

exploring difficulty meditation, and a habit releaser of sowing seeds or looking after a plant. 

To support this, the researcher provided each participant with a bulb for spring (hyacinth, 

which has a beautiful perfume to help participants make an association between people and 

seeing the beauty in them) and reminded the group that to sow mindfully, feeling the texture 

of the bulb and soil, including the smell of the soil, noticing any tension in their body whilst 

planting and doing this again with the second bulb with less haste and slowing it down, to 

notice the difference. The researcher also suggested maybe investigating how to care for the 

plant as it grows. 

Week 6 - Trapped in the past or living in the future 

We looked back at the home learning activities and discussed how these went as it had been 

half term between this session and the previous one. One person had had Covid and found it 

hard in isolation; she listened to mediation from past weeks and found it comforting to hear 

the familiar voice of the researcher.  She also got some more top tips from further reading.  

She also mentioned she had found it difficult returning to work. Another person reflected on 

their work / life balance and how much work they did throughout half term.  

During the session, we spoke about how our past can influence the future; our likes or dislikes,  
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memories and associations, especially thoughts that may keep going around in our heads. We 

discussed how we carry around the weight of past failures, unfulfilled ambitions and negative 

thoughts pressed upon us or told to us, how we might overthink things and how we may feel 

guilty for enjoying life, perhaps even feel guilty for feeling happy. We had a conversation 

around the fear that, if we relax, the inner bully will raise its head and question us. We spoke 

about memories and real life events of being happy, relieved, excited, experiencing failure, 

feeling bored, sad, lucky and relaxed for specific events. 

Practice and home learning consisted of “The befriending meditation” (Williams & Penman, 

p. 109), carrying out an act of kindness and a habit release of reclaiming your life by writing 

down some activities you no longer do but would like to, and taking time out of the week to 

do these. 

Week 7 - When did you stop dancing? 

We talked through our week and the good deeds we had done, and how it made us feel and 

others feel, including reclaiming something back for ourselves. Some people spoke about how 

they enjoyed doing something they hadn't done for a very long time and the effect it had on 

their emotions (the feel good factor).  

We reflected on how we can begin to re-balance our life and the excuses we use, for example 

“If I dont keep up, I will fall behind”. We shared food from a Mindful Chef2 recipe to remind 

us to stop and focus on activities such as food preparation, eating, washing up, etc. We also 

discussed the “Exhaustion Funnel” (attributed to Marie Åsberg), which leads us from living a 

full and balanced life to a narrowing of band of fatigue, sleep deprivation, irritability, 

unexplained physical symptoms, joylessness, hopelessness and exhaustion, leading us to give 

up our hobbies or part or all of our social life.  

The home learning and habit releaser consisted of listening to meditations, ensuring that this 

week participants did something pleasurable (e.g. having a mindful bath) engaged in an 

enjoyable activity (e.g. a habit releaser from previous weeks), and did something open-minded 

(e.g. cleaning a room out), while also remembering to choose a “Mindful Bells” (Williams & 

Penman, p. 233) activity.  

Week 8 - Your wild and precious life 

We reflected on the previous week; one person had enrolled on a pottery course, invested in 

a cookery book and cleaned out and decluttered their bedroom.  They said they felt like “I 

have de-cluttered my mind!”. Others had chosen to revisit all the mindful meditations over 

the week. 

We discussed how we can weave all these practices into our lives as a routine to make them 

sustainable in the long term by starting the day mindfully, using breathing space to refocus,  

                                                
2 https://www.mindfulchef.com/ 
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maintaining mindfulness practices, befriending our feelings, enjoying mindful activities and 

increasing our levels of exercise. We ended the session with a health-promoting hypnotherapy 

script. 

A number of participants also requested whether there was a way to continue the weekly 

meetings, as they had found them beneficial.  

 

Results 

Well-being surveys and written reflections served as the measurement tools used to examine 

the research question: Can a eight-week mindful practice programme of self-care positively 

affect the well-being of teachers?  

 

Pre- and Post-Programme Survey 

The pre-programme survey (Appendix C) was completed at the first session. The researcher 

distributed a questionnaire for all staff to complete voluntarily. Out of 43 members of staff, 

20 staff replied anonymously and 7 joined the mindfulness group sessions initially, but the 

group sustained five members consistently.  

 

Over the course of the eight-week mindfulness programme, teachers practised together in a 

group session as well as in their own time. Anecdotal reports of individual practices varied 

from regimented daily routines and some ad-hoc routines, but there was always a weekly 

session where everyone fully participated in a reflection of the week /day and a mindfulness 

meditation. 

 

At the end of the programme, participating teachers completed the post-programme survey 

(Appendix C).  

 

As the group had a small consistent number of five participants, it would be difficult to make 

any clear inferences from the pre- and post-survey responses; the end of programme 

reflection questionnaire responses therefore provides more useful qualitative insights into the 

effectiveness of the programme.  

 

Reflection 

The Reflection forms (Appendix D) brought out some insights into ease of practice and 

perceptions of impact. Responses went beyond what was gleaned from the surveys. 

Sometimes, just asking the direct questions leads to clarity that ranked surveys cannot show.  

 

The following responses are from a few of the teachers after eight weeks. No questions were 

left blank by teachers.  

 

 



      PUPIL AND STAFF WELLBEING AND RESILIENCE 

 
PAGE 38 

 

100% of teachers who attended the intervention group had noted that it had an 

impact on their lives. 
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Discussion 

The researcher considers this to have been a successful project. The teachers who 

volunteered for the programme were enthusiastic and committed to trying something new 

and to showing up every week.  

Baseline averages indicated that, at school, staff felt secure in their classrooms and 

appreciated by the children; many felt, however, that they were not listened to or consulted 

about the school environment. 

The results of this study show improvement regarding teachers’ self-perceptions and the 

attributes they bring to the classroom. Adding or integrating mindful practices to existing self-

care routines affected their sense of well-being and enhanced their tool kits for self-care. 
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The instructor-researcher is most intrigued by the final survey analysis and how the 

participants felt about mindfulness being taught and entwined in the curriculum and not just 

paying lip service to it.   

 

Limitations 

The instructor-researcher aimed to work with the teacher participants over a short span of 

time in the school year; however, the programme began later than expected due to a number 

of unavoidable circumstances, including the busy time at the start of the first term of school. 

The energy level of the teachers was somewhat spent by the time the group sessions began 

after a Profession development meeting (PDM). The participants seemed exhausted but 

open-minded.  

 

The timing of the research study extended through to the last days of school, which is an 

understandably distracting and hectic time. However, the teachers showed up and had no 

trouble linking their self-care and well-being to their ability to skilfully manage the end-of-

year rush. It was a relevant and useful project which continued through to the summer term. 

 

Data collection was the biggest challenge. The completed post-programme surveys and 

reflections, in order to encompass a full eight-week experience, were returned to the 

instructor-researcher in dribs and drabs. A limitation to the delivery of the programme / 

training also existed: In the planning phases, the instructor-researcher had hoped for the 

sessions to be preferably on evenings when there was no training or planning meeting taking 

place, but this was unfortunately not possible. The sessions would have included ample time 

for more experiential practice, questions and reflections, group / collaborative work, 

exploration of content and creative grappling with concepts. Instead, the programme felt 

condensed, at times, due to time limitations. 

 

Finally, in-person data collection at the beginning and end of the study would have made this 

more personable process than an electronic data collection, creating a different type of 

programme; one that the instructor-researcher hopes was still genuine and meaningful in the 

teachers’ views.  

 

Implications of the study 

The instructor-researcher gleaned many insights into the useful delivery of a mindful practices 

programme as a tool for affecting teacher well-being. After school flexibility really seemed to 

work well for teachers; the well-being practices prepared them for a less stressful day, 

possibly protecting them from the challenges ahead.  

Although the one-hour sessions felt short, this may have been the perfect amount of time for 

practice. Perhaps in the future, content and theory could be shared through another medium 
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(e.g. digitally ) first, although all meditations from Hachette Audio UK (2016) could be sourced 

online, the researcher recorded additional meditations and sent them to participants via a 

group chat for later use. 

There was also an effort to incorporate the thoughts of the people who were not in the 

intervention group to have a comparison between the groups, however this was not fruitful, 

as there were no responses. This would have given a comparative analysis of the impact of 

the intervention which would have strengthened the purpose of the questionnaire. The target 

group however offered qualitative responses to a revised questionnaire which demonstrated 

that mindfulness did have an impact on their teaching as well as in their lives.  

More value given to a programme such as this by senior leaders could likely create more 

impact on sustainability throughout the school. The instructor-researcher will push for more 

value to be placed on future training and teacher-support programmes.  

The researcher hopes that this study, and similar other ones, will fortify the need to expand 

the view of what tools truly support the healthy growth of children - the well-being of those 

on the frontlines in classrooms every day: The teachers.  

In the field of education, the current emphasis has been on the evaluation process and not on 

the support process – mainly for students , with teachers being a second thought. The 

pendulum does seem to be shifting back to the human needs being at the core of education 

after the pandemic, as well as measuring of outcomes, though this is not always apparent, for 

example considering SATs. Studies that provide personal tools for self-care and ask teachers 

to reflect on their own experiences serve to reinforce the care and honour that teachers feel 

coming from the decision-makers and community. So, with this in mind, an eight week Mindful 

Practice Programme of self-care appears to positively affect the well-being of teachers and 

their practice.  
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APPENDIX A 

Permission to Conduct Action Research Study  

Study: Mindful Practices Affect Teacher Well Being  

Research/instructor: Sarah Grice 

Participants: Full-time classroom teachers (age 18 or older) employed by Leo 

academy Trust 

Purpose of the Study: The study will measure the effects of a Eight-week mindful 

program on teacher wellbeing.  

Expectations of Participants: The mindful practices in this study will include eight 

weeks of guided and individual practice. Teachers volunteering to participate in this 

study will attend group sessions (1 hour each). A written/electronic guide with 

‘Mindfulness - a practical guide to finding peace in a frantic world’ resources will be 

available to support personal, on-going practice. Participants will be asked to 

complete three measurement tools to provide (base-line, on-going and post-

program) data regarding the possible effects of a mindful program on teachers’ well-

being. 

Exit Strategy: There are no foreseeable risks for participants. Should participation 

in this study cause undue stress or discomfort of any kind, the participant/teacher 

can email or call the researcher to exit. (Researcher e-mail address and mobile 

phone number were provided to participants here) 

Confidentiality: All of the self-reports, surveys, and teacher information will be 

kept confidential, and will be copied and provided to the individual teachers upon 

request. 

I (name of school Principal was inserted here and has been removed for 

confidentiality reasons) have read and understand the purpose and methods of this 

research study. My signature below indicates my permission for school employees 

to participate in this research study.  

Signature  

Date 

Title 
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APPENDIX B  

Participant Consent Form for Action Research Study  

Study: Mindful Practices Affect Teacher Well-being  

Researcher/Instructor: Sarah Grice 

Participants: Educators within school settings  

Purpose of the Study: Provide support for teachers’ self-care and measure the effects 

of a eight-week mindful program focusing on teacher well-being.  

Expectations of Participants: The mindful practices in this study will include eight 

weeks of guided instruction and individual practice (5-10 minutes daily). Teachers 

volunteering to participate in this study will attend eight group sessions (1 hour each). 

The practices can include: gentle movement, a variety of settled forms (seated, 

reclined, lying down, standing), and breath awareness – all done by choice, based on 

personal preference and accessibility.  

A written/digital guide with resources to support their personal, individual practice. 

Participants will be asked to complete three measurement tools to provide [base-

line survey (~5 minutes), post-program survey (~5 minutes) and post-program 

reflection form (~5 minutes)] data regarding the possible effects of a mindful 

program on teachers’ well-being.  

Risks and Benefits: Occasionally, these practices bring up an awareness of physical 

discomfort, anxiousness and negative feelings. Some participants may also 

experience a sense of rest, comfort or nervous system release. While there may be 

periods of unfamiliarity and transition to new experiences, all instruction/invitation is 

sensitive to individual needs and is stress/trauma-informed. This program is self-

driven, entirely choice-based and purely voluntary. 

Exit Strategy:  

Should participation in this study cause undue stress or discomfort of any kind, the 

participant/teacher can email or call the researcher to exit.  

(Researcher e-mail address and mobile phone number were provided to 

participants here) 

Confidentiality: All self-reports, surveys, and teacher information will be kept 

confidential, in a secured file by the researcher. Materials (electronic and/or hard-

copy) will be duplicated and returned to the individual teachers upon request. It will  
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all be destroyed/deleted after use in this study. Results of the research will be  

 

reported as aggregate summary data only. No individually identifiable information 

will be presented unless explicit permission is given to do so.  

Participants have the right to review the results of the research. A copy of the 

results may be obtained by contacting the researcher. (Researcher e-mail address 

and mobile phone number were provided to participants here) 

 

 

I, _______________________________________, have read and understand of the 

foregoing information explaining the purpose of this research and my rights and 

responsibilities as a subject. I understand the potential challenges and changes that I 

may experience during and as a result of the project. I agree to the expectations of 

me as a subject. My signature below indicates my voluntary consent to participate in 

this research.  

Signature ___________________________________ Date  
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APPENDIX C 

Wellness Survey for Teachers  

Name: ___________________ Date: ____ ____ Pre-program ____ Post-program  

CONFIDENTIALITY – This document will only be used for analysis in this action 

research project and will be kept confidential.  

Please indicate your response.  

1 = strongly disagree, 2 = disagree, 3 = undecided, 4 = agree, 5 = strongly agree  

Using google forms 

 
 

 

 

 

 

 

 

 

 

 

 

 

 



      PUPIL AND STAFF WELLBEING AND RESILIENCE 

 
PAGE 52 

APPENDIX D  

Reflections on Mindful Practices  

 

 

 

 

 

 

 


