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Rationale  

In Scotland, Curriculum for Excellence applies to all children and young people aged from 
three to eighteen. Curriculum for Excellence aims to enable all young people to develop and 
achieve; however not all children achieve the same academic success (Ellis, 2014). Research 
has provided evidence that the attainment gap already exists by the age of three years old and 
can continue to widen as children progress through school (Ellis, 2014). The Scottish 
Government have recognised that early intervention is paramount in order to ensure the right 
help is given, at the right time, from the right people in order to close the attainment gap 
(GIRFEC, 2008). Scottish teachers are therefore challenged with the responsibility to provide 
a nurturing environment in their classrooms to allow strong, trusting relationships to be built 
between the teacher, pupil, parent, school and community (GTCS, 2012). These relationships 
are key to identifying any barriers (Riddell, 2009) to a child’s health and wellbeing which can 
directly impact their attainment within education (GIRFEC, 2008).   

A child or young person’s wellbeing is influenced by everything around them and the 
different experiences and needs they have at different times in their lives (GIRFEC, 2018). 
All children may need additional support at some point in their life and it is the job of 
professionals and parents to work collaboratively to help the child grow and develop to reach 
their full potential (GIRFEC, 2018). Even though all children’s wellbeing has the potential to 
deteriorate, there are some characteristics that deem certain groups as being more vulnerable 
to negative experiences. The Scottish Government (2018) recognise that adverse childhood 
experiences (ACEs) can create dangerous levels of stress and compromise on a child’s 
healthy brain development. ACEs have recognised bullying, poverty and living in a deprived 
area as other types of childhood adversity that can result in long-term effects on learning, 
behaviour, health and quality of life (Scottish Government, 2018). A study in Wales found 
that children that have more than four of these traumatic experiences are significantly more at 
risk both physically and mentally (NHS, 2018). Education Scotland (2019) stated that 
children with unidentified barriers are likely to experience low self-esteem, high stress, 
unusual behaviour and a lack of academic achievement. ACEs state that children with high 
levels of stress are unable to retain information in comparison to children with low levels of 
stress. This highlights the importance of teachers being able to identify these barriers and 
implement strategies so that children can regulate their emotions to overcome these barriers.  

The National Health Service (2020) suggest a variety of relaxation techniques you can use to 
calm the mind and reduce the muscle tension that anxiety can cause. Research has found that 
a relationship with one trusted adult during childhood can mitigate the impacts of ACEs on 
mental health (Scottish Government, 2018), it is therefore paramount that teachers build these 
strong relationships so they can ensure children develop the skill set to be able to self-
regulate their emotions to ensure that they are able to process and retain information during 
their learning journey.  



	

Aims  

The aim of this professional enquiry is to identify if the introduction of mind breaks in the 
classroom have an impact on the pupils’ mindset within the classroom. The study will focus 
on the transition from the playground to the classroom after lunch.  The purpose of this 
enquiry is to gain a better understanding concerning the pupil’s perceptions of their ability to 
emotionally regulate using mind breaks. This information will be evaluated and used to 
inform my practice to ensure the learning environment is inclusive and supportive for all 
pupils.  

Methodology  

Statistical analysis of the emotions that children feel when entering the class can be difficult 
given the role of pluralistic emotional responses. For this reason, a closed questionnaire was 
used to identify trends in behaviour. A mix method approach for this professional enquiry 
was utilised to allow pupils to explain and justify answers during one to one conversation 
used to follow up on preliminary findings and observations.  

Twenty-seven pupils, aged eight and nine years old, were selected to participate in this 
professional enquiry over a five-week period. There were fifteen females and twelve males of 
mixed ability and socio-economic backgrounds. Within this class, there are several children 
that have multiple ACEs and 5 children in Scottish Index of Multiple Deprivation bands 1 
and 2.  

All pupils were given a short questionnaire prior to any relaxation strategies being carried 
out. The questionnaire followed a Likert scale approach focused on establishing the pupils’ 
current emotions when entering the classroom and their ability to focus on work right away. 

Relaxation strategies were implemented the following day after lunchtime. Relaxation 
strategies included two minutes of deep breathing exercises with calming music followed by 
a guided meditation. This routine was consistent every day as soon as the pupils entered the 
class and later implemented at various points throughout the day when required. Evidence 
was gathered weekly through observations and pupil voice and written in a weekly diary. At 
the end of the five-week period, the pupils completed a questionnaire with a yes or no 
response.  

The data was then analysed to determine if the implementation of mind breaks have had an 
impact on the learners.  

Findings  

Questionnaires  

The results of the first questionnaire that the children completed are displayed in Figure 1. 
These figures demonstrate that only 44.4% of children always feel calm when they enter the 
classroom and only 33.3% enter the classroom in a mindset that is ready to begin work right 
away. Only 7.4% of children do not think about things that happened during lunch when they 
enter the classroom. The results show that no child selected ‘Never’ when asked if they feel 
calm in class but it would be appropriate to assume that sometimes would suggest that this 
could create a barrier at times.  

 



	

 

Figure 1  

Question: When I 
enter the class… 

Always Sometimes  Never 

I feel calm. 44.4% 
 

55.6% 0% 

I sit quietly 29.7% 
 

62.9% 7.4% 

I am aware of other 
noises in the room 

25.9% 55.5% 18.6% 

I am ready to work 
right away 

33.3% 55.5% 11.2% 

I am still thinking 
about things that 
happened at break 
and lunch 

14.8% 77.7% 7.5% 

 

At the end of the study the children completed a second questionnaire, the results 
demonstrate the impact the mind break strategies have had in Figure 2 and 3. This 
questionnaire demonstrated that 77.8% of the class enjoyed taking part in the breathing 
exercises implemented after lunch. The results for ‘Do you feel a positive difference in your 
mood after we complete our breathing exercises?’ and ‘Do you feel calmer after our 
breathing exercises?’ were identical with 77.8% stating yes and 22.2% stating no.  

Figure 2 

This suggests that the children who engaged with and enjoyed taking part in the breathing 
strategies displayed a positive impact in their emotional state. The implementation of calming 



	

music was used during mind breaks and during independent working to create a calming 
environment for learning. A majority of 85.2% stated that calming music playing in class 
helps them to relax and focus. More than half of the class (51.9%) have used the breathing 
exercises out of school when they were feeling stressed. As anticipated, the level of 
enjoyment the children felt in the activity has had a direct impact on the engagement with he 
activity with the same percentage of children wanting to continue doing our breathing 
exercises in class (77.8%). Figure 2 demonstrated the positive impact that breathing strategies 
have has on the class with each category favouring the mind breaks.  

Figure 3 

 

Observations 

During week one of observations, many of the children were giggling during breathing 
exercises.  Some of the children had trouble listening to the guided instructions to hold their 
breath before releasing at the specific times given. Child A, B and C, that all have multiple 
ACEs, showed obvious signs of disengagement by refusing to take part and becoming more 
disruptive in the class during this activity. Child D and L have both openly struggled with 
stress and anxiety. They were both fully engaging with the breathing exercises, carefully 
listening to instructions and voluntarily closing their eyes to remove external distractions.  

During week two, the mind breaks were well established in our daily routine when we 
returned to class after lunch. Many of the children were asking if we are doing our breathing 
before we entered the class. Upon entering the class, the children were taking to their seats 
facing the smart board waiting quietly for the guided meditation to begin. Pupil A was still 
very disengaged in the breathing and would turn his body away from the smartboard and not 
follow any of the instructions. This had a negative impact on Pupil N as began to be 
distracted by Pupil A. Pupils B and C were beginning to engage better this week. Pupil B 

Question Yes No 
Do you enjoy doing our 
breathing exercises? 

77.8% 22.2% 

Do you feel a positive 
difference in your mood after 
we complete our breathing 
exercises? 

77.8% 22.2% 

Do you feel calmer after our 
breathing exercises? 

77.8% 22.2% 

Do the breathing exercises help 
to clear your mind? 

70.4% 29.6% 

Have you used the breathing 
exercises out of school? 

51.9% 48.1% 

Does the calming music playing 
in class help you to relax and 
focus? 

85.2% 14.8% 

Would you like to carry on 
doing our breathing exercises? 

77.8% 22.2% 



	

struggled to follow the instructions and found breathing tricky as they had the cold however, 
they were trying and listening to the calming music.  

It was noted that in Weeks 3 and 4 the children were increasingly invested in their mind 
breaks with the exception of Pupil A. Pupil C had started to follow instructions properly 
throughout guided meditation enjoying the tension and release exercises. The general 
atmosphere of the class was silent and calm as the children listened to the calming music 
focusing on the instructions given. Pupil A continued to refrain from the breathing exercises 
but enjoyed putting their head on the desk and listening to the calm music. Pupil N was no 
longer as distracted by pupil A and was following the instructions albeit he would still make 
eye contact regularly with Pupil A throughout the mind break.  

Pupils Voice 

Throughout the enquiry, we had class discussions to converse our likes and dislikes about our 
new mind breaks. Pupil O stated that “I do the breathing exercises when I can’t sleep 
because it’s been so windy and rainy, and I keep waking up during the night then struggling 
to get back to sleep”. Many of the children shared similar views, Pupil E stated that “I listen 
to calm music at night-time now and it makes me feel really relaxed and ready for bed”. In 
week three, Pupil J stated “I like that it makes me very calm. I like the calming music because 
it makes me forget some bad things that happened during break.” The children were asked 
how the atmosphere in the class has changed after we complete our mind break, and all 
responded positively to this. Pupil A and B, who have both not engaged fully in the mind 
break speak positively about the atmosphere of the class as a whole.  

Conclusion  

All pupils in SIMD bands 1 and 2 (with the exception of Pupil N) engaged well and 
responded positively to the mind breaks. Pupil A is a child with multiple ACEs and ASD, 
unfortunately the mind breads had the opposite effect intended and caused this pupil to 
further disengage. This pupil was offered to opt out of the breathing exercises and just rest 
their head on the desk listening to the calming music in weeks 3 and 4. Pupil C responded 
very positively towards the end of the evidence gathering. Due to social work and police 
involvement in the final week, this pupil was very distressed in class and they asked if they 
could do their breathing exercises in a quiet space. This pupil then re-engaged in the 
numeracy lesson, completing the work set out. As a result of this enquiry, pupils have 
engaged in several relaxation techniques in order to enhance their ability to transition to the 
classroom calmly. It can be proposed that the implementation of mind breaks within the 
classroom had a positive impact on pupils’ mental wellbeing and ability to self-regulate their 
emotions, ensuring that all pupils are able to achieve a calm state of mind in order to engage 
in their learning.  

Implications for Future Practice  

The introduction of mind breaks has been an overall success. With differentiation made for 
specific pupils, the whole class environment has been calmer, and children have developed 
strategies that they use in school and out with to regulate their emotions. The data recorded 
throughout this enquiry will inform my future practice to incorporate mind breaks, continuing 
strategies and introducing new strategies that may suit other learners better to our daily 
routine. With research of this nature, it has been acknowledged that the findings are specific 



	

to only the pupils in this study and cannot necessarily be extrapolated to the population as a 
whole. These findings can therefore provide useful guidance to future researchers to further 
develop the factors associated with mindful breaks in the classroom. It may be beneficial to 
include interviews and observations of teachers and other classes in different settings over a 
longer period of time to improve the reliability and validity of the study.  
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