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Design, conduct and critically evaluate a close-to-practice research project focusing on the model of the transformative teacher in developing practice that has a positive impact on the learner.

What approach is most effective for implementing mindfulness in a Year 1 class after lunch: mindfulness videos from YouTube or teacher-led mindfulness?
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	Targed/Target
	Yr hyn yr wyf wedi’i wneud yn yr aseiniad hwn….
What I have done in this assignment….

	Targed/Target 1
	 Try to make explicit links to the Professional Standards when reflecting upon the impact on your own professional development. 
	I have discussed how I plan to integrate this research into my classroom practices, aligning with specific professional standards. By implementing mindfulness sessions, I aim to cultivate a positive learning environment that supports both learning outcomes and pupil well-being. 





















Aim, focus and purpose of the research

Mindfulness is the deliberate act of focusing attention on the present moment, acknowledging thoughts, feelings, bodily sensations, and the surrounding environment without judgment (Mettler et al., 2023). Although originating from ancient Buddhist practices, mindfulness has gained increasing popularity within Western education (Williams et al., 2007). There is an increased emphasis on the mental health and wellbeing of pupils in schools. Subsequently, many interventions for promoting wellbeing, developing resilience and emotional regulation skills have been developed and are being implemented in schools (Wilde et al., 2019). However, there is a wide variety of mindfulness programmes being used in schools, but there is a lack of research investigating whether YouTube led mindfulness or teacher led mindfulness is most effective.

To refine the purpose of this research study, this study aims to investigate the comparative effectiveness of YouTube-led mindfulness versus teacher-led mindfulness in calming a Year 1 class after lunch. This stems from observations indicating heightened excitability post-lunch. By assessing various mindfulness strategies, the study seeks to identify the most effective approach for classroom management. The findings of this study will help me, as a teacher, ensure I use the most effective strategies, addressing the QTS standards, to ensure pupils are ready to learn.

School 'X', as per BERA guidelines (2018), accommodates 406 students aged 3 to 11, with around 9% attendance rate. Attendance is crucial for student well-being. The latest Index of Multiple Deprivation (IMD) ranks this area as 1,201 out of 1,909 in Wales, with 1 being the most deprived and 1,909 the least (Welsh Government, 2022). Despite not being considered deprived, School 'X' has a significant number of Military of Defence (MoD) children. The school hosts 'Little Troopers' every Thursday, providing MoD children with activities, peer support, and access to a MoD key worker for well-being check-ins.

Therefore, this research aims to find out what approach is most effective for implementing mindfulness in a Year 1 class after lunch: mindfulness videos from YouTube or teacher-led mindfulness?

Overview of relevant literature 

Mindfulness in schools

Mental health issues, including emotional and behavioural difficulties, have increased, with emotional difficulties affecting 13%–15% of children in 2017–2018 now impacting 29% of children, 8-11 years, in 2021–2022 (Einhorn et al., 2024). With mental health across schools being a priority, there is a drive to employ evidence-based interventions to promote pupil wellbeing.

Despite mindfulness being commonly used for mental health, a study by Green and Alix (2020) discovered its effectiveness in managing classroom behaviour during lunchtime. This study highlighted significant time loss due to minor disruptions, echoing findings from an Ofsted survey in 2012/13 which revealed students might lose up to 38 days of learning annually (Ofsted, 2014).

The study employed various mindfulness activities: quiet breathing, guided via YouTube; engaging the senses; a nature walks; themed colouring; and a brief children’s yoga session. However, the diversity of activities might have impacted result accuracy. Additionally, external factors like weather or lunchtime events were not considered, potentially affecting behaviour. Although the research doesn’t definitively attribute improved behaviour and time management solely to mindfulness, there appears to be a positive correlation. Black and Fernando (2013) similarly noted lasting behavioural improvements from a five-week mindfulness programme. Conducting the study over a more extended period could provide conclusive evidence on the long-term effects of such interventions.

Literature underscores the significance of mindfulness interventions in schools and their potential impact on student behaviour and well-being. By building upon existing research, my study aims to contribute to a deeper understanding of the most effective approach for implementing mindfulness in a Year 1 class after lunch.

Mindfulness and self-regulation 

School-based mindfulness has the potential to be an effective tool for mental health promotion for children. Schools that incorporate mindfulness programmes have subsequently reported gains in social, cognitive, behavioural, and emotional regulatory skills (DeUrquiza, 2014; Parker et al., 2014). Furthermore, mindfulness has been associated with improved self-regulation, attention and reduced stress which makes it a significant contributor to school readiness and academic success (Black and Fernando, 2013). 

Sop and Hancer (2024) conducted a comprehensive review of 17 studies spanning from 2010 to 2022, focusing on mindfulness interventions in children aged 3-7. Their analysis revealed that mindfulness practices have a positive impact on various aspects of child development, including enhanced self-regulation, decreased negative emotions and behaviours, and improved social skills such as empathy and emotion management. However, a notable limitation of the review is that the majority of the studies had small sample sizes, with only 5 out of the 17 studies including more than 100 participants. This limited sample size could compromise the generalisability of the findings to broader populations, thereby affecting the external validity of the study.
Self-regulation encompasses children's ability to manage emotions, behaviours, impulses, regulate attention, and adhere to rules (Aydın & Ulutas, 2017). These skills develop early in life (Erol & İvrendi, 2018). The COVID-19 pandemic has affected children's attention and self-regulatory behaviour. Raghunathan et al. (2021) found a significant decline in self-regulation during the pandemic compared to pre-pandemic levels, potentially indicating worsening behavioural and emotional issues. However, the study lacks consideration of moderating factors like age, socio-economic status, or individual differences, which could offer a more nuanced understanding. Additionally, while Raghunathan et al. (2021) observed a decline in self-regulation during the pandemic, suggesting a causal link requires considering alternative explanations and confounding variables. Understanding the complexity of factors influencing self-regulation is crucial.
Critically, Spinelli et al. (2020) suggest that pandemic-induced distress among parents and disruptions in family functioning may worsen emotional and behavioural challenges in children. Similarly, Minkos and Gelbar (2021) highlight how chronic stress and trauma from the pandemic affect children's emotional processing, attention, and memory. Consequently, children may struggle with self-regulation and social interactions in classrooms, posing challenges for teachers dealing with pandemic-induced disruptions. However, it's crucial to note that these studies establish associations rather than causation. Other factors like pre-existing mental health conditions or coping mechanisms may also influence children's self-regulatory difficulties during the pandemic. This insight is pertinent to my study on comparing the effectiveness of mindfulness videos from YouTube versus teacher-led mindfulness in a Year 1 class after lunch, as it underscores the potential impact of external stressors on children's ability to engage in mindfulness practices. 

Types of mindfulness

A meta-analysis by Carsley et al. (2018) highlights the effectiveness of mindfulness activities led by external facilitators, particularly those incorporating yoga. However, practical challenges, such as financial constraints, make this approach difficult for many schools. Additionally, successful mindfulness instruction relies on building genuine relationships between teachers and students. External facilitators may struggle to establish the necessary rapport for creating a safe and trusting environment (Weare and Bethune, 2021). Therefore, a teacher-led approach may prove more feasible and potentially more effective in educational settings. 

Compared to other techniques, "body-centred meditations" and "mindful observations" have shown greater effectiveness in enhancing cognitive and socio-emotional outcomes. This could be attributed to their provision of clearer instructions, which may make them more accessible for children, especially during periods of heightened emotions. Research has highlighted that redirecting attention to the body can sharpen focus, reduce stress, and deepen understanding of emotional and motivational states (Bornemann et al., 2015; Fissler et al., 2016). Additionally, the practice of body scanning, where attention sequentially focuses on various body parts, has been linked to anxiety reduction and overall well-being promotion (Carmody and Baer, 2009). 

While most reviewed studies were conducted in natural classroom settings, enhancing validity and skill transferability post-intervention, they predominantly relied on single-method and single-informant data collection via questionnaires. This reliance could be seen as a limitation on the validity and rigor within the research field (Felver et al., 2016).

Examining existing research reveals a notable gap regarding the effectiveness of various mindfulness practices in preparing pupils for the post-lunch period in the classroom.


Explanation of Case Study

The case study is a widely used method in qualitative research (Quintão, Andrade and Almeida, 2020). Drawing from Simons (2009) and Thomas (2023), a case study is characterised by its comprehensive examination of a specific project or instance from various viewpoints, grounded in research and evidence. This approach delves deeply into the intricacies of a singular case, aiming to attain a nuanced and detailed comprehension by scrutinising its facets meticulously. Data acquisition in case studies encompasses diverse sources and perspectives, enriching the analysis and contributing to a holistic understanding of the case at hand.

This research employs an exploratory case study approach, which is chosen when there is no predetermined outcome. As outlined by Yin (2014), case studies are particularly suitable for investigating 'how', 'why', 'what', and 'who' questions. In the context of the exploratory case study utilised here, the focus is on addressing 'how' and 'what' inquiries. Moreover, exploratory case studies are well-suited for providing an extensive and in-depth description of a social phenomenon. They allow researchers to delve into presumed causal links that may be too intricate for methods such as surveys or experiments (Yin, 2014).

Critics have argued that not only do case studies provide potential biased due to the researcher’s emotional involvement (Quintão, Andrade and Almeida, 2020), but also the presence of the observer in the data collection process can create a dynamic that can modify the participants’ usual reactions (Leung, 2015).  

Despite frequent criticisms regarding the validity and reliability of case studies (Street & Ward, 2012), several essential processes can enhance the validity and reliability of results. Crowe el al. (2011, p.5) stated “when planning and undertaking a case study, the crucial stages are: defining the case; selecting the case(s); collecting and analysing the data; interpreting data; and reporting the findings.” Likewise, Yin (2017) proposes four types of triangulations to achieve this: (i) data triangulation using multiple data sources; (ii) researcher triangulation involving different evaluators; (iii) theory triangulation considering multiple perspectives on the same dataset; and (iv) methodological triangulation employing complementary methods. This approach not only enhances the effectiveness of the investigation but also facilitates the attainment of desired outcomes.

Despite the limitations, the adoption of case studies provides numerous advantages, as highlighted by Yin (2017). The main advantage is its high applicability to human situations and contemporary contexts of real life. Crowe et al. (2011) contend that the case study approach can provide valuable insights into identifying gaps in delivery or determining why a particular implementation strategy is preferred over another. These insights, in turn, can contribute to the development or refinement of theory.

Participants

The Year 1 class was the sample. After ethical approval (Appendix 1) and permission from the class teacher, mindfulness sessions were observed. Parents consented via Microsoft Forms after being briefed on the research (Appendix 2). Sessions included mindfulness YouTube videos and teacher-led mindfulness.

The class had 28 pupils aged 5-6 (16 girls, 12 boys). Data collection involved a visual survey for the entire class and random selection of 6 pupils for observation. Pupils indicated ongoing assent verbally. 


Ethical considerations

In the interest of maintaining complete transparency, this study adhered to the guidelines outlined by BERA (2018). All participants were included only upon obtaining consent from parents/guardians and full assent from the participants themselves. To uphold confidentiality, participants were identified throughout the study as Participants A, B, C, etc., while the school remained anonymous. BERA (2018) guidelines and the UWTSD Research guidelines (University of Wales Trinity Saint David, 2022) were followed diligently to ensure confidentiality protection. Participants were clearly informed of their right to withdraw from the study at any point, without any pressure or persuasion to continue their participation. This right is grounded in the principles of the UNCRC Article 12, which advocates that children should have a voice in matters that concern them (UNICEF, 2019). 

Ethical conduct and professional standards were upheld throughout the research process, aligning with the UWTSD code of ethics and research standards (University of Wales Trinity Saint David, 2022), as well as universally agreed-upon standards of good practice. Data integrity and confidentiality were ensured through rigorous adherence to data storage regulations, university guidelines, and security procedures.

The purpose of the data collection activities was transparently shared with the children to ensure their understanding, as recommended by BERA (2018). Remaining in line with BERA guidelines (2018), participants were reminded twice of their option to withdraw consent during the process before observations commenced.


Research methods


Quantitative data was gathered via a visual survey, while qualitative data was obtained through direct pupil observation. Employing a mixed-method design bolstered the reliability and validity of the study's findings, facilitating a comprehensive exploration of the topic, with a specific emphasis on understanding pupils’ perspectives through the use of the visual survey. To adhere to best practices, the research design aligned with recommendations from Felver et al. (2016), adopting a multi-method experimental approach to ensure robustness and thoroughness in data collection and analysis. This section aims to outline the data collection used. 

Observation

Observation serves as a cornerstone in social research, allowing researchers to gather first-hand data from natural social settings, offering a more authentic perspective compared to second-hand or reported data (Wellington, 2015, p. 213). This primary mode of data collection holds the potential to yield more valid and genuine insights than mediated methods, granting observation a unique strength in research methodologies (Cohen, 2017, p. 637). Robson (2002, p.30) highlights the benefits of observation, emphasising its ability to provide a realistic understanding of behaviours, which may differ from what individuals verbalise. Moreover, Murphy and Dingwall (2007) underscore the significance of direct observation as the gold standard among qualitative data collection techniques.

Despite its advantages, observation is not without its challenges and potential biases (Breznau, 2016). These biases may manifest through selective attention, wherein observers may focus on specific aspects of a situation, or through reactivity, as participants may alter their behaviour upon realising, they are being observed. Additionally, attention deficits and validity concerns may arise, as observers must navigate what constitutes valid evidence and how to interpret it. Moreover, expectancy effects can influence observers' interpretations, as they may be predisposed to perceive certain behaviours based on preconceived hypotheses (Cohen, 2017).

Furthermore, the subjectivity of observation raises questions about inter-rater reliability and the consistency of observations across different researchers (Bardon et al., 2020). It prompts consideration of whether multiple observers would perceive the same event in the same manner and agree on its interpretation.

Therefore, while observation provides valuable insights into social phenomena, researchers must remain vigilant against biases and challenges, striving to ensure integrity and reliability. Thus, a visual survey will accompany observation as a data collection method for this study.

Observation schedule

The Leuven scale (Appendix 3) was used to rate observed behaviour, systematically logged within the schedule following the Leuven Scale key (Appendix 4). This structured schedule ensures clarity on monitored behaviours to effectively address the research question, providing methods for observations, standardized evaluation scales, and space for additional notes (Given, 2008). Qualitative observation schedules aim to capture emerging themes, enriching data (Given, 2008). Therefore, the schedule for this project incorporates the Leuven scale to assess wellbeing and involvement, with sections for detailed and general observations.

Observation of mindfulness using videos from YouTube

In the year 1 class being observed, pupils typically engaged in a 5 to 10-minute daily mindfulness-based intervention (MBI) after lunch. Ensuring continuity in their routine, this intervention required the class to sit on the carpet and follow the instructions from the YouTube video, there were no interruptions by teachers. The teacher initiated 'The Body Scanner,' a 6-minute video from The Mindfulness Teacher (2022). Starting with the feet, pupils were guided to focus on sensations, such as the texture of their socks, as the scanner ascended the body. This MBI aligns with objectives in the Welsh curriculum for Year 1 classes, promoting attention to perceptions and thoughts (Welsh Government, 2019).

Observation of teacher-led mindfulness

The teacher-led mindfulness session occurred on the day following the observation of mindfulness videos from YouTube. During this session, the class teacher played soothing music in the background to create a tranquil atmosphere. Pupils were instructed to close their eyes and focus on the sound of a chime (a musical instrument held by the teacher), aiming to determine how long they could hear it. This mindfulness exercise adopted a meditative approach, guiding students through techniques such as starfish breathing and encouraging them to visualise their safe place on top of a cloud.


Visual survey

Surveys are valuable for quantitatively assessing data, with open-ended questions providing qualitative insights (Hammer, 2017). However, meticulous planning is crucial for accurate results, including defining objectives, determining necessary data, and formulating appropriate questions (Cohen, 2017). Despite careful planning, surveys may lack full accuracy due to reliance on self-reported information, affected by factors like recall bias and subjective interpretations (Brace, 2018). While surveys are useful, their findings should be interpreted cautiously, acknowledging potential limitations in data accuracy. Brace (2018) suggests that self-completion surveys benefit from the researcher's absence to reduce bias.

Scales, like the Likert scale and Visual Analog Scale (VAS), assess subjective dimensions in questionnaires (Tarman, Maharani, & Purwanegara, 2020). Likert introduced the Likert scale in 1932, which remains widely used (Likert, 1932). However, respondents may exhibit response bias toward neutral or extreme categories (Alkadi et al., 2022). The VAS, an alternative to Likert scales, is widely used to gauge subjective experiences (Alkadi et al., 2022). Respondents mark a point on a line representing their perception or experience between two anchor points, offering a quantitative representation of their state.

Unlike Likert scales, VAS provides a clear and continuous measurement scale, advocated by Sung and Wu (2018) to avoid ambiguity. VAS is simple to comprehend, administer, and score (Yusoff and Janor, 2014). It elicits nuanced responses, enhancing reliability (Chimi and Russell, 2009). Therefore, a Visual Analog Scale (VAS) was chosen for the survey, tailored to Year 1 pupils' reading abilities. Simplified to three clear visual choices, it ensures accessibility for all, offering a straightforward method for expressing responses.

Visual survey

Following each observed session, pupils were promptly given a survey to complete. The questions were presented orally, and pupils indicated their responses by circling their chosen answer on the survey sheet. Given the age of the pupils and to ensure clarity and engagement, the survey was limited to three questions. I carefully selected these questions to capture the essential information I aimed to gather from the pupils.


Data presentation

This study utilised a mixed-method design, combining quantitative and qualitative approaches for a comprehensive analysis. While mixed approaches offer extensive results, they can increase the risk of non-corroboration (Denscombe, 2017). To effectively present findings, data was reported using visual representations like bar charts for quantitative data and thematic analysis for qualitative insights. Clarke and Braun (2013) stress the need for clearer guidance on qualitative analysis techniques' practical application. Insufficient emphasis on rigorous thematic analysis carries implications for research credibility (Norwell et al., 2017).

Qualitative data analysis

Braun and Clarke's (2006) six-phase guide for thematic analysis is highly influential for its clarity and practicality. Thematic analysis involves identifying patterns in data, known as themes, to address research questions. It goes beyond data summarisation, requiring interpretation (Clarke and Braun, 2013). While flexible, thematic analysis can lead to inconsistency in theme development (Holloway & Todres, 2003).

This study employs thematic analysis to identify patterns and themes within observation notes. 

Quantitative data analysis

Quantitative data was collected through a survey with three sections using a Visual Analog Scale (VAS) for respondents to circle. The first two sections contained three identical questions each, with the final question being overarching. Data from these surveys will be presented using bar charts for comparison between YouTube-led and teacher-led mindfulness sessions.

Visual representations like bar charts improve research credibility by providing clear displays of quantitative data (Few, 2012). They enhance comprehension and communication of complex information (Kosslyn, 2006). To ensure comprehensive analysis, Lincoln and Guba's (1985) criteria - credibility, transferability, dependability, and confirmability - were considered. The research occurred in a familiar field, avoiding introduction of novel mindfulness types for credibility. Using two data collection forms validated findings. Detailed qualitative data enhanced potential for transferability (Ahmed, 2024).

Results and Discussion

This section will discuss the findings in relation to the proposed research question. Data will be critically analysed alongside the literature and methodology used to identify which form of mindfulness: YouTube or teacher-led, was more effective in calming pupils after lunch. 

Following the mindfulness sessions, pupils were immediately queried with three questions (Appendix 5). Figures 2 and 3 reveal that out of 20 participants, 17 pupils reported feeling happier after the teacher-led mindfulness session, in contrast to 8 pupils after the YouTube-led mindfulness session.


Figure 2: YouTube led mindfulness-survey.


Figure 3: Teacher led mindfulness-survey.

Furthermore, the findings from the observation utilising the Leuven Scale offer insights into the level of engagement observed during the mindfulness sessions. Participants demonstrated notably higher engagement levels during the teacher-led mindfulness sessions, as evidenced by a mean score of 4.16, compared to 3.16 for the YouTube-led sessions. This disparity in engagement levels is further supported by the predominant theme identified in the data. For YouTube-led mindfulness, the majority of participants scored a 3 on the Leuven Scale, indicating that they were 'engaged at times' but not consistently throughout the session (refer to Appendix 6 for details). In contrast, for teacher-led mindfulness, the predominant score was 4, indicating that participants were 'fully involved' (refer to Appendix 6 for details) throughout the session, demonstrating sustained engagement and attention.

Hanley et al. (2022) discovered that brief mindfulness meditation within a group enhances feelings of connection among participants. Consequently, in teacher-led sessions, this connection is more probable. Such sessions offer personalised guidance, immediate feedback, and a supportive atmosphere, boosting engagement and satisfaction. Moreover, the effectiveness of mindfulness interventions is influenced by the quality of instruction and the teacher-participant relationship (Lauricella, 2013). Whereas, following the YouTube guided mindfulness, pupils did not experience that connection.

Regarding the overall mindfulness experience, the Leuven Scale analysis did not reveal a statistically significant difference between the interventions. Both YouTube-led mindfulness and teacher-led mindfulness scored similarly, with mean averages of 3.3 and 3.5, respectively. These scores were categorised under the themes of 'neutral expression' and 'happy' (refer to Appendix 6 for details), suggesting that participants experienced a generally positive emotional state during both types of mindfulness sessions. 

Figure 4 reveals that, on the whole, teacher-led mindfulness sessions exhibited a consistent level of participant engagement and mindfulness scores, with most participants clustered around similar values for both aspects. The difference in scores between participants was minimal, typically varying by a scale of 1 at certain points. Conversely, Figure 5 illustrates noticeable fluctuations in the data, suggesting a less consistent pattern compared to Figure 4. These fluctuations indicate that the data points are not continuous but rather exhibit abrupt changes in value. This irregular pattern results in an uneven trend in the graph, reflecting variability or instability in participant responses across different instances or conditions. Such fluctuations may arise due to various factors, including individual differences, external influences, or fluctuations in the experimental conditions.












Figure 4: Teacher led mindfulness-observation.


Figure 5: YouTube led mindfulness-observation.

The analysis of Figures 6 and 7 underscores the effectiveness of teacher-led mindfulness sessions for pupils. They consistently showed a preference for teacher-led mindfulness over YouTube-led sessions. Moreover, following teacher-led sessions, pupils reported feeling notably calmer after lunch, indicating its positive impact on emotional regulation. These findings underscore the significance of integrating teacher-led mindfulness into the school day to support pupils' emotional well-being and to create a conducive learning environment. However, it's essential to acknowledge that differences in the duration and format between teacher-led and YouTube-led sessions might have influenced pupil perceptions.

Figure 6: Second and third question on the visual survey after YouTube led mindfulness.



Figure 7: Second and third question on the visual survey after YouTube led mindfulness.



The final question on the survey aimed to address a key research inquiry: ‘Which type of mindfulness made you feel calmer: YouTube led, or teacher led mindfulness?’
The results unveiled a notable disparity: 80% of participants reported feeling calmer after lunch following teacher-led mindfulness sessions, while a mere 20% indicated experiencing a similar sense of calmness after YouTube-led mindfulness sessions (as shown in Figure 6). 
















Figure 6: Which type of mindfulness made you feel calmer: YouTube led or teacher led mindfulness?

This stark contrast highlights the significant impact of teacher-led mindfulness, particularly after lunch. Gunawan (2019) underscores teachers' role modelling for students through classroom teaching and daily actions. Similarly, Lian et al. (2020) stress the importance of teachers' character teaching behaviours in student growth. When students feel a stronger social connection with teachers, teachers tend to exhibit more supportive behaviours (Maloney and Matthews, 2020). Conversely, weaker social connections can strain teacher-student relationships, leading to emotional exhaustion and the use of reactive behaviours (Oberle et al., 2020). Therefore, research suggests that during mindfulness sessions, the social connection with the teacher fosters student-teacher bonds, reducing the likelihood of disruptive behaviours and promoting a calmer learning environment.

Overall, teacher-led mindfulness sessions significantly improved pupils' mindfulness, engagement, and post-lunch calmness. Newman et al. (2018) highlighted the crucial role of feeling supported by others in creating positive psychological well-being. Moreover, teachers' character teaching behaviours greatly impact students, especially in critical developmental stages such as year 1, where they serve as essential role models for mindfulness and calmness (Park and Hill, 2020). Additionally, social support, which promotes feelings of care and respect, is a vital interpersonal factor influencing behaviour and contributing to social solidarity and psychological well-being (Feeney and Collins, 2015). 

While research indicates the significance of the teacher-pupil relationship for behaviour (Ramberg et al., 2019), it's worth noting that not all relationships between pupils and teachers are successful. Conflict may arise, suggesting that YouTube mindfulness sessions could be more beneficial for certain pupils in such situations.


Reflection and Recommendations 

Employing a mixed methods approach, blending two research paradigms, offered deeper insights into pupils' perspectives on mindfulness and its effects on their learning. Instead of solely observing mindfulness sessions, interviewing pupils could provide more valuable insights into how the sessions influenced their feelings of calmness and readiness to learn. The Leuven Scale, while utilised, is inherently limited, categorising individuals based on their behaviour. However, people exhibit varied behaviours, and a one-size-fits-all approach may overlook nuances; for instance, someone may be fully engaged despite fidgeting, which doesn't necessarily indicate disengagement.

The study's limitations include: 1) A larger, more diverse sample across different age groups could have enabled a more comprehensive analysis, encompassing a wider age range. 2) Participants were made aware of the study's purpose and the nature of observation, potentially leading to biased behaviour, such as the Hawthorne effect, where participants modify their behaviour due to the awareness of being studied (McCambridge, Witton & Elbourne, 2014). 3) Discrepancies in the mindfulness sessions: To ensure complete fairness, both sessions should have been identical, with one conducted by the teacher and the other via YouTube. 4) Timing of survey questions: The final question regarding the preferred type of mindfulness session, whether YouTube-led or teacher-led, was asked immediately after the teacher-led session. This timing may introduce bias, as the experience is fresh in participants' minds. In contrast, the YouTube session was experienced the previous day, potentially leading to differences in recall, particularly considering the young age of the participants in year 1, which could impact memory retention.

Based on my research findings, I would recommend that teachers conduct mindfulness sessions with pupils immediately after lunch. The research indicates that pupils reported feeling happier, demonstrated increased levels of engagement, and exhibited higher overall well-being. It was evident that pupils generally preferred teacher-led mindfulness sessions, which contributed to feelings of calmness and readiness to learn. For future research endeavours, I suggest conducting studies with larger sample sizes encompassing various age groups. Additionally, exploring different types of teacher-led mindfulness interventions could provide insights into which approaches are most effective in promoting calmness among pupils.

This aligns with teaching standards for learning outcomes, wellbeing, and managing the learning environment. Mindfulness sessions create a positive classroom environment, improving pupil well-being and readiness to learn. Additionally, they provide pupils with valuable tools for stress management, emotional regulation, and nurturing a positive mindset. Implementing this approach in my classroom not only fulfils professional standards but also supports my ongoing professional development (Welsh Government, 2019). 
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The Leuven Scale for YouTube led mindfulness

Mindfulness	Child A	Child B	Child C	Child D	Child E	Child F	3	3	5	3	3	3	Involvement	Child A	Child B	Child C	Child D	Child E	Child F	4	3	2	5	3	2	



YouTube led mindfulness

Yes	Did you like the mindfulness YouTube video?	Did it make you feel calm after lunch?	7	0	9	Neutral	Did you like the mindfulness YouTube video?	Did it make you feel calm after lunch?	6	0	6	No	Did you like the mindfulness YouTube video?	Did it make you feel calm after lunch?	7	0	5	



Teacher led mindfulness

Yes	Did you like the mindfulness YouTube video?	Did it make you feel calm after lunch?	17	0	17	Neutral	Did you like the mindfulness YouTube video?	Did it make you feel calm after lunch?	2	0	2	No	Did you like the mindfulness YouTube video?	Did it make you feel calm after lunch?	1	0	1	



Which type of mindfulness made you feel calmer: YouTube led or teacher led mindfulness?

Which type of mindfulness made you feel calmer: YouTube led or teacher led mindfulness?	


Youtube	Teacher	4	16	

How did the YouTube led mindfulness session make you feel?

How did the mindfulness session make you feel?	Happy	Ok	Sad	8	7	5	


How did the teacher led mindfulness session make you feel?

How did the mindfulness session make you feel?	Happy	Ok	Sad	17	1	2	


The Leuven Scale for Teacher led mindfulness

Mindfulness	Child A	Child B	Child C	Child D	Child E	Child F	4	3	4	4	3	3	Involvement	Child A	Child B	Child C	Child D	Child E	Child F	4	4	4	5	4	4	



