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ECAD004: “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”.

Title of research project: What are the perceptions of brain breaks in a Year 8 Religion, Values and Ethics lesson?

Word count: 4,942.

Targets from the previous assignment:
-Remember to write the full version of an abbreviation before shortening. 'OECD' and 'FSM' were used here without the initial full name.
-Use this work to consider how you develop in the professional standard relating to leadership: Taking responsibility for self, as you move into your NQT year.  Consider how you can positively impact on learners by playing an active part within the school’s organisational structure and plan.
































Aims, Focus and Purpose of the Research/Research Context
The aim of this assignment is to explore the research question, “What are the perceptions of brain breaks in a Year 8 Religion, Values and Ethics lesson?”. The rationale for selecting this area of research derived from a combination of personal observations, and interactions with literature. 
As discussed by Jackson and Tap (1998), education plays a vital role in the lives of learners, providing the opportunity to develop cognitively, socially and interpersonally. Yet, the Welsh Government have recognised that there is a cumulative issue of declining attendance, deteriorating student engagement and impacted educational attainment in Wales (Welsh Government, 2023); as noted in relevant literature, the incorporation of brain breaks may help improve these areas (Bobe, 2014).

To adhere to the regulations surrounding anonymity and confidentiality enforced by the British Educational Research Association (2018), the schools name will be referred to as ‘school A’ to safeguard the participants and the organisation.
School A is a co-educational, English-medium Comprehensive school situated in the Southwest of Wales. It caters for 11- to 16-year-olds, and according to the most recent ESTYN inspection report (2023), school A has 852 students of statutory school age on roll. 
In relation to the specific contextual information of the research, it was conducted in a classroom setting within school A over the course of three lessons. The participant sample included fifteen year 8 pupils, and one class teacher. 

Overview of Relevant Literature 
As discussed by Dirks (2023), learners spend a considerable amount of time in classrooms participating in cognitive processes that require prolonged periods of focus; according to Gazzaley and Rosen (2016), this level of focus can be sustained for an average of 20-30 minutes in a classroom setting before it begins to decline. 
This parameter is not unanimously agreed upon in the literature due to the indefinite influence of individual variability (Bradbury, 2016) and fluctuations in attention based on the subject of the lesson and preferences (Allison, 2020). Nonetheless, in application to the structure of lessons in a secondary school in Wales, this would indicate a break roughly halfway through the lesson. 

Informed by research, a suggested technique to mitigate cognitive decline and disengagement in the classroom is the incorporation of brain breaks (Bobe, 2014). As defined by Weslake and Christian (2015), a brain break is a short, transitional period of time where learners are briefly directed away from the focus of the lesson to reset their attention before returning to the original course of learning. Moreover, they also outlined three varieties of brain breaks that can be employed, namely physical, mental and relaxation brain breaks; these can be used in combination and/or independently. 
Research has proposed brain breaks durations ranging from one-to-five minutes (Daly-Smith, 2018; Hajar et al., 2019) to improve attention, engagement and recall in students. Supplementary research has suggested longer durations, though these are not suited to the structure of a classroom setting in Wales. As recognised by Singh (2023), the selection of the type of brain break employed, and the length of time this is used for, is up to the discretion of the class teacher. 

Although there are differing definitions and categorisations of brain breaks present in research, the reported benefits remain similar and complementary, supporting professionals integrating brain breaks into their practice. In general, research argues that brain breaks improve academic performance in pupils (Neall, 2019) and increases overall academic productivity (Terada, 2018). Additionally, research suggest that the regular incorporation of brain breaks prevents high levels of stress and possible burnout in students (Mason et al, 2022), as well as assisting learners to concentrate more effectively (Glapa et al, 2018; Kuan et al, 2019). 
It must be taken into consideration that although positive associations have been established concerning the use of brain breaks resulting in increased engagement and decreased disruptive behaviours (Oliver, Wehby, & Reschly, 2011), there is an insufficient amount of evidence to support that brain breaks positively impact the cognitive functioning of learners consistently (Daly-Smith, 2018; Calvert et al, 2019). 

To provide a more explicit example, Connell and McCarthy (2013) argue that physical movement is imperative to maximising cognitive engagement in the classroom; these claims were supported by Poitras et al (2016), who reinforced these findings alongside adding that the use of physical movement as brain breaks positively impacts learners’ psychological wellbeing, too. 
Even though these findings are suggestive that educators should utilise physical brain breaks in the classroom, research indicates that as children age, the use of physical movement in education decreases due to teaching methods becoming more academic (Haapala et al, 2014), with little-to-no consideration of movement breaks employed in secondary school settings. This may derive from notable obstacles regarding environmental limitations (Hillman et al, 2014), flow disruption (Jensen, 2005), and safety concerns (Sibley & Etnier, 2003). However, as discussed by Singh (2023), it is the teacher’s responsibility to ensure that the chosen course of action is suitable and appropriate for those participating; educators should focus on mitigating concerns where applicable, in place of avoiding the use of brain breaks entirely. 

As previously recognised, there are a variety of brain breaks that can be used, and distinguishing the best method for a classroom setting may be challenging. Donnely et al (2017) mentioned that students have divergent personal preferences, and/or may naturally benefit from differing types of brain breaks. Additional literature references some teacher apprehension regarding the use of brain breaks, with underpinning reasons including a lack of understanding of how and when to employ brain breaks, which type to select, and the belief that brain breaks will be more disruptive than facilitative (Morton, 2016). 

In consideration of the practicalities of integrating brain breaks in the classroom, it may be of use to explore self-directed brain breaks, where learners are able to use the allocated time to relax in a way of their choosing; Mok (2020) demonstrated this by allowing students to use technology to facilitate personalised breaks. Further examples outline the opportunity to socialise, which can lead to less interruptions in the lesson during stages of active learning (Morton, 2016) as students are aware there is a scheduled, dedicated time for those conversations to occur. 
Not only does this encourage autonomy and cater for the diverse needs of the learners (Reeve & Cheon, 2016), but it also emulates the importance of listening to, and supporting, students to develop healthy regulation techniques (Welsh Government, 2021). Alike other suggested brain breaks, these do not exist without pitfalls. Foreseeable concerns may arise surrounding student indecisiveness and flow disruption, however this could be mitigated by ensuring that clear boundaries and routines are in place and regularly enforced by the teacher (Parsonson, 2012).

Through interacting with literature, it become apparent that there was a limited number of studies that occurred within a secondary school context, and even fewer that considered learner and teacher perspectives of brain breaks. In accordance, Muller et al (2021) identified that there are few high-quality studies comparing differing types of brain breaks. Taking this into consideration, this piece of research will explore learners and teacher’s perceptions of brain breaks, alongside learner preferences between physical movement and self-directed brain breaks.

Explanation of Case Study 
Specific to this inquiry, the adopted research design was that of a case study approach. Although a consensus on the definition of a case study approach has yet to be established, as presented in the synthesis by Patnaik and Pandey (2019), there is an understanding that case study research is most appropriate for studying specific, contemporary phenomena in their natural setting (Merriam & Tisdell, 2016). 

As proposed by Yin (2009), a case study should be used when the aim of the research is to answer a question that possesses a ‘how’ or ‘why’ foundation, alongside when the researcher has little-to-no control over the event(s), and when the phenomenon occurs in a real-life context. Furthermore, Stake (1995) and Yin (2009) identified a combination of six different categorisations of case studies between them; only one of the categorisations outlined by Yin (2009) is relevant to this inquiry, and that is the exploratory case study design. As recognised, an exploratory case study is often adopted when research lacks a pre-determined result and is appropriate when answering ‘how’ and ‘what’ questions (Yin, 2014).
Regardless of the type of case study, it is understood that they are facilitative to holistic, in-depth investigations of social phenomena (Taherdoost, 2021). Alongside this, case studies also provide a basis to both test and support theoretical models and concepts, as well as possessing the scope to build and structure theoretical proposals (Saunders, Lewis, & Thornhill, 2009). 

Case studies are qualitative in nature, and have the potential to provide probable reasons for the occurrence of the phenomena being explored (Merriam and Tisdell, 2016). Moreover, case studies possess the ability to adopt a multi-perspective approach, which can enrichen the data collected through developing a thorough understanding of what has occurred without limitations (Miles-Keogh, 2015). Nevertheless, this is susceptible to unintentional biases that are difficult to completely mitigate. 
In addition to this, case studies possess a diverse underpinning that allows for the collection of both qualitative and quantitative data; the flexibility of this research tool can often address some of the limitations of solely quantitative research, such as oversimplifications, and ignorance of potential underlying meanings that may impact the collected data (Tellis, 1997; Rahman, 2017). 

A common criticism of case studies lies within its lack of independent robustness; although this is true, it needs to be taken into account that case study research often sets the foundations for future research to develop from, where concerns of robustness and bias can be adequately addressed (Lucas, Fleming & Bhosale, 2018). Moreover, Harland (2014) suggested that the results from case study research can be refined and strengthened if existing literature can be amalgamated into the findings.
	A further critique relates to case studies lacking generalisable results and scientific rigor (Yin, 2009). However, Thomas (2011) argues that the absenteeism of generalisable results is not limited to case studies, and instead, is present across research in education and social science. In conjunction with this, Hyett, Kenny, and Dickson-Swift (2014) claim that case studies have been superfluously degraded due to being compared to more quantitative, statistical methods. 

In relation to the context of this piece of small-scale research, the case study is concerned with exploring the perceptions of brain breaks from a year 8 group, as well as the present class teacher. An opportunity sample was utilised for this research inquiry, with no specific sampling criteria applied. By nature, this type of sample is not considered to be representative, which impacts its external validity and the ability for the results to be generalised (Mackey & Gass, 2005). To note, due to the limited time scale and resources, no specific course of action has been employed to adjust the representativeness of the sample.

Research Methods
Regarding types of methodology and research tools available to researchers, literature has highlighted that all possess strengths and limitations (Ross & Zaidi, 2019). The consideration of both strengths and limitations illustrates how the findings can contribute to the current body of knowledge, and/or support the development of future investigations. For the purpose of this project, the strengths and limitations of the chosen research tools will be explored, and their relevance will be stated. 
To note, the research tools utilised for this project included a questionnaire (see Appendix 1 for a blank copy of the questionnaire) for the learners to complete, compiled of both open and closed questions, and a semi-structured interview (see Appendix 2 for a blank copy of the interview schedule) for the class teacher. 

By nature, questionnaires are recognised for being versatile, inexpensive and efficient (Jones, Baxter & Khanduja, 2013). In addition, Oppenheim (1992) placed particular emphasis on the flexibility of the tool as it possesses the ability to collect both quantitative and qualitative data. The ability to collect both types of data through the questionnaire ensured that a more holistic, comprehensive understanding could be gathered without increasing the amount of effort expected from the participants (Eyisi, 2016); this had the potential to not only save time, but also increase the response rate.
Furthermore, the ease and adaptability of the tool influenced the choice to incorporate questionnaires in this project; not only could preferences be established, but there was also the potential for the participants to provide justifications for their answers, which added to the depth of the data. Supplementary literature also discussed how it is a favourable method to support upholding anonymity and confidentiality, which in turn can lead to more authentic responses from participants (Fowler, 2013). 

On the other hand, additional literature highlighted difficulties that can be encountered with the use of questionnaires; for example, restricted clarity (Oppenheim, 1992), limited depth (Babbie, 2016), and the challenge of constructing concise and effective questions (Dillman, Smyth & Christian, 2014). Moreover, O’Cathain and Thomas (2004) identified that the efficacy of questionnaires may be restricted due to participant’s differing levels of literacy and comprehension, which can lead to omissions and/or unclear answers. 
In this instance, these aspects were addressed through adopting the use of both closed (quantitative) and open (qualitative) questions to ensure that participants had the opportunity to express their preferences in their own words, slightly mitigating a lack of depth and warranting authenticity in the collected data (O’Cathain & Thomas, 2004), while retaining standardisation (Dillman, Smyth & Christian, 2014). Furthermore, the language used to formulate the questions was clear, concise and appropriate for the participants to guarantee accessibility and avoid misunderstandings. This aligns with the suggestions provided by Roopa and Rani (2012); they outlined that questions used in questionnaires should naturally progress from general to specific (in this case, beginning with the Likert scale and progressing to individualised, written responses), and should use clear language to limit interpretation complications. 

Specific to the questionnaire utilised, six questions were posed to the participants; four of the questions asked participants to indicate their response to a statement using a 5-point Likert scale, the fifth asked for a choice to be made between two provided options, and the sixth question was qualitative by design, requiring a written response. These questions were designed to gauge the participant’s perceptions of the use of brain breaks. 
	As one of the most known tools for measuring opinions, attitudes and/or behaviours, Likert scales have been vastly adopted in research. Variation exists in its composition and application; even though Likert (1932) developed the scale with five distinct points outlined, contemporary research has debated if additional/fewer categories would be better suited (Joshi et al, 2015). In consideration of what best suited the research project, a Likert scale was adopted as it allowed for data to be easily quantified. Although scales with a small amount of response categories (four, or below) are efficient and quick for participants to use, research argues that they should be avoided as they can limit the participant’s extent to express their viewpoint sufficiently (Preston & Colman, 2000). Furthermore, according to a comparison of four- and five-point Likert scales, Osteras et al (2008) concluded that five-point Likert scales possessed better quality, internal consistency and discriminative validity, and advocated for the use of five-point Likert scales over four-point Likert scales. 
Additionally, this study provided ‘neutral’ as an option for participants; although not always necessary, it had value in ensuring that the participants were not forced to commit to an answer that did not align with their perspective/experience (Tsang, 2012). Therefore, this helped mitigate negative effects on the validity of the results, and relieved pressure off of the participants.

In relation to the second method used, the semi-structured interview was composed of five predetermined questions that structured the development of the interview; all of the questions prompted an answer that presented the participant’s perception, as well as opportunities for elaboration and clarification. The interview questions were modified from the questions provided on the questionnaire to ensure coherence between the acquired data sets. 
	It must be noted that although some research suggests that interviews should be recorded and transcribed to ensure accuracy (Doody & Noonan, 2013), in this occurrence, live notes were taken as an alternative to ensure that the participant was at ease to openly answer the questions (Nordstorm, 2015), as well as to uphold considerations regarding confidentiality, anonymity and data protection. Although this may have affected the quality of the data collected, recent research has suggested that in some circumstances, the omission of a recording device is the best option (Rutakumwa et al, 2020). 

In comparison to its counterparts, the use of a semi-structured interview was advantageous to this research project as it avoided specific limitations of structured and unstructured interviews; this middle ground provided the scope to yield rich data, while also ensuring that the objective of the research was being addressed through the structure offered by the prepared questions (Denzin & Lincoln, 2018). 
On the other hand, literature has noted drawbacks in relation to the use of semi-structured interviews, inclusive of its time consuming and labour-heavy nature (Alamri, 2019). In this particular instance, the small sample size of the current study helps to mitigate this intensive workload. Furthermore, research has also consistently referenced the subjectivity of the method, arguing that it is prone to biases and reduced validity (Adams, 2015); this has been partially addressed by combining this data collection method with the questionnaire, as Bans-Akutey and Tiimub (2021) claimed that this increases the credibility and validity of obtained findings. 

Ethical Considerations 
Conducting research does not exist without potential risks to the researcher, the participants, and/or the connected organisations. In light of this, the British Educational Research Association published guidance to support researchers in the development of ethical research in education (2018); aligned with the guidance, ethical approval was granted for this study from the University of Wales Trinity Saint David’s ethics committee (see Appendix 3) prior to the research commencing.  

It is important to note that an opt in, voluntary approach was adopted in relation to gaining informed consent/assent from all the participants.
In consideration of the participant’s younger than the age of 18, informed consent was sought from their legal guardians (see Appendix 4 for the information sheet and Appendix 5 for the consent forms). Furthermore, assent (see Appendix 6 for the provided information) was also obtained from these individuals before the data collection begun (in this instance, the questionnaire). 
For the sole participant involved in the interview, as they were over 18 years of age, informed consent was gained via the completion of a consent form (see Appendix 7 and 8 for the information sheet and the consent form) and verbally before the interview began. 

To adhere to the regulations surrounding anonymity and confidentiality, no personal details were collected in relation to the participants (i.e. age, gender, sex etc.). Further, the class teacher was referred to as ‘Participant A’. 
In relation to additional guidelines, all participants were aware of their right to withdraw from the research without penalty. However, it is important to note that while the right to withdraw was emphasised, the participants completing the questionnaire were informed that as their data was completely anonymous, it could not be withdrawn once they had submitted their response as there was no method of identification.
Moreover, my positionality as a student teacher and a researcher was taken into consideration; to ensure that the learners felt at ease, it was communicated that they did not have to engage with research if they did not want to, and that their withdrawal would not affect their treatment in the classroom. 

Data Presentation and Analysis Method(s)
In relation to data presentation, the majority of the data collected from the questionnaire generated quantitative, ordinal data; the inclusion of one open-ended question at the end of the questionnaire provided the opportunity for qualitative insights to be gathered, also. For ease and accessibility, the quantitative data has been presented using graphical representations. The use of analysing and interpreting the data acquired from the Likert scale questions using graphical representations was an appropriate choice as it provided a visual insight into the distribution of patterns of responses to identify trends (Divecha, Tullu & Karande, 2023).
Furthermore, the semi-structured interview facilitated the collection of data from a second perspective, which allowed for supplementary qualitative data to be obtained for deeper analysis. The data analysis method adopted was thematic analysis; this permitted the identification and categorisation of recurring themes and patterns from the data collected from the participant over the duration of the interview (Braun & Clarke, 2006). As the understanding of qualitative data is reliant on interpretation, this method of analysis was suitable due to its applicability to explore layers of meaning in participant responses. The trajectory of analysis, suggested by Braun and Clarke (2006), provides a rigorous, yet flexible, approach to interpreting data.  

The use of multiple data collection methods, and therefore data sets, allowed for triangulation of findings. As recognised in research, triangulation can enhance the trustworthiness of research findings in relation to their credibility (Noble & Smith, 2015). Moreover, the analysis of both qualitative and quantitative data opens the possibility of a greater, more comprehensive understanding of the overall research findings.
To further improve the credibility of the obtained findings, at the end of the semi-structured interview, it was requested for the participant to read over the notes that had been recorded to validate the findings as the interview was not recorded. 
As informed by literature surrounding respondent validation (also known as member checking), though this practice is under-reported, research is supportive of its use in improving trustworthiness and credibility of research findings (McGrath, Palmgren & Liljedahl, 2018). 
It is important to note that despite best efforts, the research findings do not possess the quality of being completely objective due to factors related to researcher positionality and subjectivity of interpretation; although this can not be mitigated, it is important to recognise this during data collection and analysis (Berger, 2013).

Results, Analysis and Discussion
To note, the questionnaire was composed of six questions/statements; four of the questions asked participants to indicate their response to a statement using a 5-point Likert scale, the fifth asked for a choice to be made between two provided options, and the sixth question required a written response. 
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For question one, 73% of the participants agreed that brain breaks were helpful; 7% disagreed, and 20% responded with ‘neutral’. These results imply that almost three-quarters of the participant sample found brain breaks to be helpful in nature. 27%














Following this, 60% of the participants reported that they enjoyed the brain breaks; 13% disagreed, and 27% responded with ‘neutral’. The findings from this question show that brain breaks appear to be enjoyable for participants to engage in, with only 13% of participants expressing that brain breaks were not enjoyable. 
27%
27%












Question three discovered that 54% of the participants would like a brain break to happen every lesson; 13% disagreed, and 33% responded ‘neutral’. Regarding these results on the frequency of brain breaks, a little over a half of the participant sample expressed the desire for a brain break to occur in all of their lessons. However, it is important to note that almost half of the participant sample presented a dislike of, or uncertainty towards, the occurrence of brain breaks in every lesson. 
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For the fourth question, the findings outlined that 47% of the participants expressed that the brain break helped them focus; 13% disagreed, and 40% responded with ‘neutral’. These results indicate that brain breaks aided just under half of the sample in relation to focus. 
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In relation to the responses to the penultimate question, 53% of participants claimed to prefer the self-directed brain break over the movement brain break. This may denote that the participants have a preference of autonomy over prescribed movement. 

As the final question was open-ended and collected qualitative data on why they referred their chosen preferred brain break; the participant’s responses were analysed using thematic analysis. Through this process, three themes emerged. 
	The first noteworthy theme is the importance of preference; it is evident in the findings that participants expressed a preference for brain breaks that were subjectively enjoyable and entertaining (“because it was cool”, “choosing the brain break I wanted was pretty fun to be honest”). 
	Another recurring theme that has been identified is that of mindfulness and mental clarity. Several participants responses were suggestive of preferring brain breaks that promote mindfulness activities and support mental clarity (“it helps clear your mind”, “because it helps me to be alone and then I can come back in to focus”). 
	A third and final distinguished theme is the desire to be outdoors. Several participant responses denoted their inclination to prefer a brain break when it incorporated an outdoor element (“because we get to go outside”, “I got to choose what I wanted to do, and that was to go and move around outside”). 

For context, the semi-structured interview was composed of five predetermined questions. Using thematic analysis to analyse the qualitative data gathered, two overarching themes have been detected. 
	The first identified theme was the suitability of brain breaks. From participant A’s responses, this encompasses the consideration of factors such as the dynamic of the class (“they take a long time to settle and do not handle transitions well”) and the environment the brain breaks are being conducted in (“I would ensure that brain break activities are kept in a structured environment”). 
The second overarching theme that has been recognised is the implementation of brain breaks. Participant A expressed that the timing of the brain break impacted its effectiveness (“the brain breaks were disruptive to the second half of the 60-minute lesson”) and the importance of ensuring that brain breaks are conducted in a manner that is conducive to learning (“they did not have the time they needed to refocus again”). 

In consideration of the results, it can be deduced that the overall positive perception and observations regarding the use of brain breaks are consistent with prior literature (Terada, 2018). The results support that brain breaks can assist concentration in the classroom (Kuan et al, 2019), though it must be considered that this perception is subjective to the individual; as suggested by Donnely et al (2017), participants may have reported more positive perceptions if alternative types of brain breaks were adopted as these may have suited their preferences more. 
Additional findings that are of interest are the reported positive effects the implementation of brain breaks had on individual participant wellbeing. As discussed above, the results suggest that the use of brain breaks promoted mindfulness activities and mental clarity for some of the participants; this supports research surrounding the positive effect that brain breaks can have in relation to relieving stress (Mason et al, 2022) and encouraging positive psychological wellbeing (Poitras et al, 2016). These results are suggestive of positive perceptions of the use of brain breaks in the classroom. 
Furthermore, areas of concentration that have been identified by participant A include the suitability and timings of brain breaks. The identification of these elements was interesting, though not surprising, as they were anticipated after engaging with related literature prior to the collection of data (Singh, 2023; Parsonson, 2012). 

Conclusion and Recommendations 
To conclude, distinguished perceptions from the data include that brain breaks are perceived as being helpful and enjoyable. On average, around half of the participants found that brain breaks assisted their focus, and would therefore like to have them integrated into their lessons. No significant preference was discovered between movement and self-directed brain breaks, though it is interesting to note that observations identified that three-quarters of the participants chose some type of movement during their self-directed brain break; this aligns with aforementioned work conducted by Weslake and Christian (2015) on combining types of brain breaks, alongside the emphasis on preference and autonomy (Reeve & Cheon, 2016).
	Specifically, Participant A’s responses are suggestive of a positive perception towards brain breaks in theory, though this does not reflect in their perception of implementing brain breaks in their practice at this current time.  

In reflection, a strength of this explorative case study is the adoption of a mixed-methods approach as this has assisted in developing a comprehensive, understanding of the findings. Furthermore, this research attempted to address a gap in literature, progressing knowledge and understanding regarding the perceptions of the use of brain breaks in a secondary school classroom. While lacking independent robustness, this research does set the foundations for future research to address this pitfall (Lucas, Fleming & Bhosale, 2018).
Nevertheless, the small-scale nature of the research limits its rigor and generalisability. Although it has provided interesting insights in relation to this specific group of participants at school A, the sample is insufficient to draw broad conclusions off of. Additionally, the process of data collection relied heavily on recall, indicating that the accuracy, validity and reliability of the participants responses may have been affected (Althubaiti, 2016). To improve the quality of this study, further research could implement multiple questionnaire/interview intervals within the study period. Additionally, incorporating student interviews may be beneficial to providing supplementary clarity, and the research may benefit from altering aspects such as the duration of the brain break (Daly-Smith, 2018), and the overall length of the study. 

Engaging in an explorative case study has improved my professional practice and development; through this experience, valuable insights and advancement of research-related skills have been acquired. This experience relates to the professional standards for teaching and leadership (Welsh Government, 2019) through professional learning (wider reading and research findings) and innovation (evaluating the impact of changes in practice). On the whole, engaging with this piece of research has assisted my development in becoming a reflective, adaptive practitioner. 
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happen every lesson; 13% disagreed, and 33% responded ‘neutral’. Regarding
these results on the frequency of brain breaks, a little over a half of the participant
sample expressed the desire for a brain break to occur in all of their lessons.
However, it is important to note that almost half of the participant sample presented a

dislike of, or uncertainty towards, the occurrence of brain breaks in every lesson.
The brain break helped me focus.

Strongly disagree
Disagree
Neutral

For the fourth question, the findings outlined that 47% of the participants expressed
that the brain break helped them focus; 13% disagreed, and 40% responded with

‘neutral’. These results indicate that brain breaks aided just under half of the sample
in relation to focus.

P10

In relation to the responses to the penultimate question, 53% of participants claimed
to prefer the self-directed brain break over the movement brain break. This may
denote that the participants have a preference of autonomy over prescribed
movement.

As the final question was open-ended and collected qualitative data on why they
referred their chosen preferred brain break; the participant’s responses were
analysed using thematic analysis. Through this process, three themes emerged.
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in relation to focus.
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denote that the participants have a preference of autonomy over prescribed
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analysed using thematic analysis. Through this process, three themes emerged.

L1500 140 1301201

PAGE:10 6887 words

- Investigate

B i

BH B B -

DiFocus

X Accessi

B33

rch G

o

vEDORNE @@@ae@® x NOHEHONN +

e 3 @  Relaunchtoupdate

H Hwb »

<« C @ 2 fomsofficeco.. [¥ ¥ B @

03 2021 [ PGCE " Talaxy EWC E-Services @ Students » Hub [ All Bookmarks

T Present

. 15 responses submitted

- | preferred the movement/self-directed brain break.

use link to join

Movement 46%

Self-directed

O Copy link

1205
04/05/2024




image1.jpeg
D Present

exit full screen

15 responses submitted

The brain breaks were helpful.

Scan the QR or use link
to join

strongly disagree (D 6%

Disagree 0%
Neutral [
Agree [ — -

strongly Agree (NN  20%

et “





image2.jpeg
D Present

exit full screen

15 responses submitted

The brain breaks were helpful.

Scan the QR or use link
to join

strongly disagree (D 6%

Disagree 0%
Neutral [
Agree [ — -

strongly Agree (NN  20%

et “





image3.jpeg
v (PDI vt @ Mia Shec @ Revi @ New @ Swud & Hon #% Mic #% a @© rote  H pot @ stuc Cou C o

<« C @ forms.office.com/Pag geV2 ell&orig ge=design& Tm4EBU\ Cx B @ 0 3 @ Relunchtoupdate }

[ 2021 [0 PGCE "§ Talaxy e: [ summer [3J old Home - TrueTube @ examples of crimes... T Maytas Hub [ All Bookmarks

7 X

O Present

15 responses submitted

| enjoyed the brain breaks.

Scan the QR or
use link to join

Strongly disagree I 13
Disagree 0%
Neutral e RS

Agree BT s 0%

O copy link
& comvin Strongly Agree BT TN 20%

£ Type he




