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ABSTRACT

In this self-study action research, the focus is on enhancing the social-emotional skills of
pupils in a primary school classroom. This study arose from my own teaching experience
and the core values that are central to my professional practice. The research for this study
takes place in a DEIS Band Two Primary School with twenty-three first class pupils. The
school is part of the Delivering Equality of Opportunity to Schools (DEIS) programme set
up by the Department of Education and Skills. My experience teaching in this DEIS school
has deepened my understanding of the importance of nurturing the holistic development of
a child. The aim of this study is to foster the social-emotional skills of the children in my
classroom, to ensure that both their social and academic needs are being supported. This is
relevant as the focus of the new Primary Curriculum Framework for Primary and Special
Schools (Department of Education, 2023) is to provide a holistic approach to a child’s
education. Throughout this research I cultivate a classroom environment that embodies my
core values of care, respect and building positive relationships.

The implementation of daily morning meetings is the intervention used in this study.
Morning meetings are structured around four components, which are a greeting, sharing,
activity and message. These morning meetings are held in my classroom every morning
before the children start their academic work. The research is conducted over two cycles,
lasting twelve weeks. Two reflective frameworks are used to critically examine my practice
from different perspectives. In the first cycle, Schons reflection-in-action and reflection-on-
action model (1983) is adopted and in the second cycle Brookfield’s Four Lenses of Critical
Reflection (2017) is adopted as a reflective approach. The study uses multiple research
methods, including student questionnaires, student journals, observations and a teacher
reflective journal. These qualitative research tools provide an insight into the participants

learning and develop my own learning as a researcher in this study.




Using thematic data analysis, [ explore three central themes in this study which include the
importance of meaningful content, building relationships and using the voice of the children.
Firstly, the content must be meaningful for the children to connect with and apply the social-
emotional skills taught to them. Secondly, children develop positive relationships with their
peers as they use the social-emotional skills being taught to them. The third theme explores
the use of the children’s voice in the study as they became more confident in using their
voice.

This research transformed me as a teacher, guiding me towards the holistic development of
a child. With the recently published Primary Curriculum Programme for Primary and
Special Schools (Department of Education, 2023), a shift in educational priorities is
anticipated. The increased allocation of time given to Wellbeing in the new curriculum
highlights the importance of focusing on the overall development of a child. 1 hope that this
study will inspire teachers and educators to promote Wellbeing in the classroom through an

intervention that can be used daily.
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CHAPTER ONE: INTRODUCTION

1.1 INTRODUCTION

This thesis explores the self-study action research that I embarked on to enhance my
practice. This research emerged from a desire to support both the academic and social
development of the children in my classroom, which I have experienced as being important
in my practice. The recently published Primary Curriculum Framework for Primary and
Special Schools (Department of Education, 2023) emphasises the importance of supporting
the holistic development of a child. The aim of this study is to enhance the social-emotional
skills of pupils in my classroom. A self-study action research approach was particularly
compelling to me, as [ could critically examine and enhance my own teaching practice whilst
supporting the needs of the children in my classroom. By engaging in self-study action
research, 1 was guided by my core values of care, respect and relationships which will be
explored in this chapter. The rationale for this self-study will be discussed, highlighting how
my personal and professional background significantly influenced this study. My motivation
to carry out this research study was supported by relevant literature in this area of study
which will be emphasised. Finally, a summary of the five chapters within this self-study

action research will be presented at the end of this chapter.

1.2 AIMS OF THIS RESEARCH

The concern of this research is motivated by my teaching experience. | am currently working
in a school that falls under the Delivering Equality of Education in Schools (DEIS)
framework due to its socio-economic needs. Delivering Equality of Education in Schools
are determined by ‘employment status, education levels, single parenthood, overcrowding
and dependency rates’ (Fleming & Harford, 2023: 385). This experience has allowed me to

work with children from different socio-economic and social backgrounds. | have taught
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children that have experienced homelessness, poverty and parental imprisonment. It has
illuminated the critical importance of supporting the academic and social needs of the
children in my classroom. | began asking the question posed by MecNiff and Whitehead
(2010: 9) “how do I improve my practice?’, to meet the needs of all the children in my class.
I strive to create a classroom environment that provides a safe space for these children. As |
reflected on my practice, I realised that the classroom environment that I wanted to create
aligned with my values. My values of care, respect and relationships are important in my
practice. Research consistently indicates that promoting the social and emotional skills of
children can positively impact children in school (Barry, Clarke & Dowling, 2017; Durlak
etal.,2011; Weare & Nind, 2011). These skills are important for children’s success in school
and beyond the classroom. This informed the aims of this research which is to enhance the
social-emotional skills of the children in my class. The aim of this study is to improve the
social-emotional skills of the children in my classroom so that they are equipped with these
skills. I also want to identify strategies that effectively support children in developing their

social-emotional skills.

1.3 RESEARCH QUESTION

Self-study action research is a combination of self-study and action research to critically
examine one’s practice. McDonagh et al. (2019: 15) describe it as ‘studying my practice,
with a view to improving it — and my understanding of it and then making that process visible
for others’. Self-study action research appealed to me as I could improve my own practice,
with the possibility that the research could help others. This research study was motivated
by a desire to support both the academic and social development of the children in my class.
As | reflected on my practice I realised that 1 needed to place a greater emphasis on

supporting the holistic needs of the children in my class. With critical analysis of my practice




and reviewing relevant literature | decided upon my research area. This led me to explore
the following research question in my self-study action research:

How can [ enhance the social-emotional skills of pupils in a primary school classroom?

1.4 PERSONAL AND PROFESSIONAL IDENTITY

Teacher identity is the internal and external influences that shape an educator’s identity.
Palmer (1997: 17) describes identity as the ‘moving intersection of the inner and outer forces
that make me who I am”. My identity as a teacher has stemmed from both my personal and
professional background. I graduated from Maynooth University in 2021 with a Bachelor of
Education Degree. The experience of undertaking my final placement in a DEIS school was
significant in shaping my teacher identity. It fostered an understanding within my practice
of the significance of supporting the holistic development of a child. The teaching
experience that | have gained has been situated in a DEIS primary school in urban Kildare.
The children that 1 have taught are from diverse sociocultural and economic backgrounds
including experiences of poverty, homelessness and parental imprisonment. This motivates
my desire to focus on the holistic development of a child rather than focusing solely on their
academic needs. The Wellbeing Policy Statement and Framework for Practice (Department
of Education, 2018) aligns with this perspective as it recognises that social and emotional
development is intertwined with cognitive growth. My core values of care, respect and
relationships are central to my teacher identity and are intertwined with the holistic
development of the child. As 1 critically examined my practice I realised that 1 was
experiencing myself as a ‘living contradiction’, a term coined by Whitehead (1989). My
professional practice did not reflect my values of care, respect and relationships. By
encouraging the children to participate in morning meetings that focused on developing their
social-emotional skills, I could better align my practice with my values and identity as a

teacher.




1.5 VALUES

The values that I hold are deeply rooted in my identity as a teacher. Ferguson (2015: 64)
argues that “we need to probe and develop our own identities to ensure that we’re working
in ways compatible with our stated values’. Ferguson (2015) insight resonates with me, as
it was only through understanding my identity as a teacher that I could articulate my values.
As [ started my research journey [ was encouraged to identify my core values as an educator.
This proved a challenging task as I found it difficult to identify values that are important to
me. It was not until I critically examined my practice in my reflective journal, and as I
reflected on my teaching experience that I realised what values are important in my practice.
Care, respect and relationships are the values that deeply resonate with me and shape my
practice as a teacher.

1.5.1 CARE

Care is the first value that I identify in my practice. The holistic development of a child at
the core of my practice is deeply rooted in this value of care. Care is having an interest or
emotional draw towards something or someone (Noddings, 2003). This is an important value
in my personal practice, but is also deeply embedded in the ethos of my school. Care is
valued in my practice as 1 endeavour to create a safe classroom environment where every
child feels genuinely cared for. The classroom is a diverse environment where children come
from different family and social backgrounds. Caring for every child creates a common
ground as all children can be treated equally in the classroom. The impact of care goes
beyond the interactions between a teacher and child. Children must feel cared for so that
they can learn to care for others (Noddings, 2013). When children feel valued in the
classroom, they begin to look out for others in the same way.

1.5.2 RESPECT




Respect is another value that is important to me. It is my belief that every child should be
treated with respect in a classroom. This respect should be shown by both the teacher and
other children in the class. The Primary Curriculum Framework for Primary and Special
Schools (Department of Education, 2023) identifies the diversity that exists in Irish
classrooms today. The framework acknowledges the diversity of the competence, age,
language and family backgrounds of children. Diversity exists in the school that I teach in
as the school is considered socially disadvantaged. A safe and inclusive learning
environment emerges when all children are treated with respect regardless of their individual
differences (Department of Education, 2023). Valuing respect in the classroom also
influences the interactions that children make outside the school environment.

1.5.3 RELATIONSHIPS

Relationships are the connections that children and teachers build in a classroom. In my
reflective journal I wrote this entry on the first day of school ‘I want to spend the first day
getting to know the children’ (Mather, 2024). My priorities on the first day were to begin
making connections with the children in my class. Creekmore, M. & Creekmore, N. (2024)
focus on the importance of taking this time to get to know others. A relationship develops
from shared moments and meaningful connections that are made in the initial stages. [ ensure
to take time during the day to engage in meaningful conversations with the children to
develop these connections. School environments that foster relationships and connectedness
are described as places that are both physically and emotionally safe (Wilkins ef al., 2023).

This is a value that I live by in the classroom.

1.6 CONTEXTUAL BACKGROUND: SOCIAL-EMOTIONAL LEARNING

A growing body of research indicates that fostering the social-emotional skills of children
can significantly enhance their social, emotional, academic and behavioural development
(Barry, Clarke & Dowling, 2017; Durlak et al., 2011; Weare & Nind, 2011). In this research
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study the definition of social-emotional learning was based on the CASEL (2020)
framework which describes social-emotional learning as the process by which individuals
develop healthy identities to manage their emotions, to develop empathy, to set goals, to
develop relationships and make responsible decisions. Despite strong evidence
demonstrating the positive impact of developing social-emotional skills, the implementation
of social-emotional learning programmes in schools remains limited. In many countries,
including Ireland, the implementation of evidence-based programmes is inconsistent or
often the uptake is low (Barry, Clarke & Dowling, 2017). The Primary Curriculum
Framework for Primary and Special Schools (Department of Education, 2023) is a positive
advancement in Ireland as it prioritises social-emotional learning as an integral part of a
child’s education. One of the key competencies of the framework is ‘Being Well’, which
highlights the importance of being healthy including social and emotional wellbeing
(Department of Education, 2023). Cline ef al. (2023) argue that schools lack a curriculum
devoted to social-emotional education. This places pupils at a disadvantage, resulting in
negative behaviour which includes poor academic performance and discipline issues. The
new curriculum will encourage teachers to dedicate more instructional time to teaching
Wellbeing in classrooms. Teachers will seek guidance and require training to implement
effective approaches in their classroom. This research study set out to implement one

particular intervention that could be used in the classroom on a daily basis.

1.7 THE INTERVENTION: MORNING MEETINGS

Moming meetings were a particular intervention that appealed to me to carry out this study.
Moming meetings are one of the classroom practices developed by the Responsive
Classroom (Cline ef al., 2023). The Responsive Classroom is an approach that integrates
social-emotional learning and content delivery to create a supportive learning environment
(Baroody et al., 2014). The appeal of morning meetings was that I could implement social-

6




emotional learning in my classroom on a daily basis. Cline er al. (2023) highlight the
importance of daily social-emotional lessons as they encourage positive social interactions
between peers and adults on a daily basis. The participants of this study were of a younger
age group which was a consideration taken in this study. The intervention would give the
children consistent prompts every morning and encourage them to use the skills they had
learnt. For the study, I devised a plan for the daily morning meetings that focused on specific
social-emotional themes. The children took part in ten daily moming meetings for each

theme. The morning meetings continued over two cycles of action research.

1.8 THESIS STRUCTURE

There are five chapters within this thesis, which are outlined below.

1.8.1 CHAPTER ONE — INTRODUCTION

Chapter one outlines an introduction to my thesis. The chapter explores my research question
and the rationale for this research study. I emphasise my values of care, respect and
relationships that guide the study. The conceptual background and intervention that were
chosen for the study are also explored in this chapter.

1.8.2 CHAPTER TWO — LITERATURE REVIEW

Chapter Two details my critical engagement with the relevant literature in this research
study. The chapter analyses the research on social-emotional learning and examines the
rationale for implementing social-emotional learning in educational settings. There is an
emphasis on current practices to social-emotional learning both in Ireland and
Internationally. The literature review then examines the interventions that can be adopted in
a classroom setting, exploring the intervention of Morning Meetings. 1 will discuss the
current ‘gap’ that exists in this research in the context of an Irish primary school classroom.

1.8.3 CHAPTER THREE — METHODOLOGY




Chapter three provides a detailed exploration of my chosen research paradigm, Self-Study
Action Research. I will describe the intervention that was chosen for this study, giving a
detailed account of the action research cycles and data collection methods that were chosen.
There were various ethical considerations for this research study, which are explored in the
chapter. I outline Braun and Clarke’s (2022) six step system for thematic analysis that was
used to analyse the data that was collected during this study.

1.8.4 CHAPTER FOUR — FINDINGS AND DISCUSSION OF DATA

Chapter four outlines my main findings in this research study. The chapter is an exploration
of the data analysis that was undertaken on the qualitative data that was gathered during the
research. There were three main findings in this research study. I became aware that the
content of social-emotional learning must be meaningful for the children to connect with it.
I discovered that as the children developed their social-emotional skills they began to build
positive relationships with others. I also found out the importance of using the voice of the
children when teaching them social-emotional skills. These findings are evaluated in this
chapter, with a particular emphasis on the relevant literature that has emerged about this in
previous research.

1.8.5 CHAPTER FIVE — SUMMARY AND CONCLUSION

Chapter five provides a summary of the research study that was undertaken. It details the
limitations that were discovered when carrying out the self-study action research. There is
an emphasis in this chapter on the personal and professional significance that this research
will have on my future practice. I provide recommendations for future practice in this
research area, specifically at a school and policy level. Finally, I discuss how this research

can be shared in my school community and at a further level.




CHAPTER TWO: LITERATURE REVIEW

2.1 INTRODUCTION

This chapter presents a wide range of literature related to social-emotional learning and the
development of social-emotional skills. The purpose of this self-study action research is to
answer the question, “How can I enhance the social-emotional skills of pupils in a primary
school classroom?. This chapter presents key themes to provide a structured overview of
the literature related to this area of research.

This literature review begins with an exploration of social-emotional learning. The literature
on the curriculum (1999) and framework (2023) that are currently used in Ireland are then
reviewed. A comparison is then drawn between the policies and programmes that are in
place in the United Kingdom and the United States. Irelands policies and programmes have
been significantly influenced by the United Kingdom and the United States. The literature
review then discusses the importance of social-emotional learning. It explores the improved
academic achievements and lifelong wellbeing that are consistently associated with social-
emotional learning. Following this, the literature review will focus on morning meetings and
explore how they can facilitate the development of social-emotional competencies. There is
a particular focus in the literature review on effective strategies that are currently working

to implement social-emotional learning in schools.

2.2 WHAT 1S SOCIAL-EMOTIONAL LEARNING?

There has been a rise in research and thinking related to social-emotional learning,
particularly in education (Cline er al., 2023; Greenberg et al., 2017; Taylor et al., 2017;
Durlak et al., 2011; Weare, 2007). More people are intrigued to understand how children
recognise and manage their emotions effectively (Kelly ez al., 2004). Social-emotional

learning is widely referred to in literature, with differing definitions offered. Wigelsworth e¢




al. (2022) describes social-emotional learning as an umbrella term which represents
approaches that foster the development of an individual’s cognitive, social and emotional
skills. Zins and Elias (2007) use the term social-emotional learning in their literature and
define it as the ability to identify and manage emotions, resolve issues effectively and build
strong connections with others. They say that social-emotional learning aims to integrate
three areas which are behaviour, cognition and emotions. The Collaborative for Academic,
Social and Emotional Learning (CASEL) maintain a similar idea as they describe social-
emotional learning as the capacity to recognise and manage emotions, develop empathy for
others, establish positive connections with others and exercise careful judgement in
situations and in making decisions (CASEL, 2020). All of the above emphasise the
interconnected development of cognitive, social and emotional skills.

Emotional literacy is another term widely used in literature. Claude Steiner (1979) defined
emotional literacy as the ability to recognise and manage emotions, express empathy and
express emotions to others in an appropriate way. Another term often used interchangeably
with emotional literacy is emotional intelligence. This term is coined by David Goleman
(1995) who identified five key components of emotional intelligence. These are self-
awareness, emotional regulation, self-motivation, empathy and social skills. Colverd &
Hodgkin (2011) distinguish emotional intelligence into three different areas of the mind.
The affective side allows us to learn about emotions and how they are expressed in others
and ourselves. The cognitive side is concerned with reasoning and how emotions are
processed in our mind. The conative side allows us to respond to emotion based on the
knowledge acquired. One main contrast in the literature is that emotional literacy provides
a framework for understanding how to foster social and emotional skills. Social intelligence

offers the skills needed to enhance social and emotional learning (Coskun & Oksuz, 2019).
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Most of the Irish literature uses the terms “Wellbeing’ (Department of Education, 2018) and
‘Being Well’ (Department of Education, 2023). The Wellbeing Policy Statement and
Framework for Practice (Department of Education, 2018) highlights that ‘Wellbeing’ is
supported through social and emotional competencies. These competencies are based on a
framework (CASEL, 2020) which include five competencies; the development of attention
and planning, self-awareness, self-management, relationship and responsible decision-
making skills. The Primary Curriculum Framework for Primary and Special School
(Department of Education, 2023: 11) uses the term ‘Being Well’ to encompass a child that
has ‘self-awareness’ ‘healthy relationships’ and the ability to cope in different situations. A
comparison can be drawn between the earlier definitions of emotional literacy (1989) and
emotional intelligence (1995) as the skills are cognitive, social and emotional. The various
terms used in the literature, though diverse, have an underlying common theme. Social-
emotional learning is concerned with people being able to understand their own emotions
and the emotions of others. It includes the ability to form strong relationships with others
and respond competently to the emotions of others (Weare, 2004). The definition of social-
emotional learning applied in my thesis is grounded in the CASEL (2020) framework, which
is referenced in the introduction of this study. They have identified five competencies which
are self-awareness, self-management, responsible decision making, relationship skills and
social awareness. These skills are interconnected between the behavioural, social and

emotional which can be seen in the diagram below (CASEL, 2020).

11




cOMMUNITIgg

\ES & CAR
t"““‘ ""tg

Emotional
Leung | sl

AWthentic parenerst®
%wlearnlng OPP""‘““W

Figure 2.1 The Five Core Competencies of SEL adapted from CASEL (2020)

2.3 WHAT IS CURRENTLY HAPPENING IN IRELAND?

Social-emotional learning is actively integrated in schools in Ireland. There are a range of
policies and frameworks in place to support the teaching and learning of social-emotional
skills. Various programmes have also been developed to enhance social-emotional learning
in classrooms. Social, Personal and Health Education (SPHE) is a mandatory subject taught
in schools. The Stay Safe, Walk Tall and Relationships and Sexuality programmes were
designed to support the implementation of the SPHE curriculum. These programmes support
social-emotional learning as they teach children personal and interpersonal skills. The
programmes Incredible Years, Zippy’s Friends and Friends for Life were introduced to
support well-being in schools.

The curricular subject SPHE (Department of Education and Skills, 1999b) was published as
part of the Primary School Curriculum (Department of Education and Skills, 1999a). The
curriculum has three main strands: Myself, Myself and Others and Myself and the wider
world. The strand ‘Myself’ is concerned with the personal development of the child and
allows them to take responsibility for their own actions and behaviour. The strand ‘Myself

12




and Others’ focuses on enhancing the children's communication skills with others including
the ability to resolve conflict, to co-operate and develop the skills to work with others. The
aim of the third strand ‘Myself and the Wider World’ is to allow children to develop a sense
of belonging and share a sense of purpose. There are key topics taught in each strand, and |
focused on the 1*' and 2™ class topics in particular as the focus of my research was with this
class group. These topics include self-identity, taking care of my body, growing and
changing, safety and protection, myself and my family, my friends and other people, relating
to others, developing citizenship and media education.

The programmes Walk Tall, Stay Safe and Relationships and Sexuality programmes were
created to facilitate the implementation of the SPHE curriculum. The programmes are
relevant and teach children personal and interpersonal skills that can be used outside the
classroom environment. There are strong links between the objectives of the SPHE
curriculum and the Walk Tall programme (PDST, 2016). The programme supports the
teaching and delivery of the SPHE curriculum through detailed lesson plans and classroom
planning. Stay Safe is a Child Abuse Prevention Programme used in primary schools from
Junior Infants to Sixth Class. The programme is designed to enhance children's personal
safety skills by participating in lessons on safe and unsafe situations, bullying, inappropriate
touch, secrets, telling and stranger danger (MacIntyre & Lawlor, 2015). The Relationships
and Sexuality programme is another support used in teaching the SPHE curriculum. This
programme seeks to teach children how to develop and maintain personal healthy
relationships. There are two strands in the curriculum of this programme. The strand
‘Myself” includes self-esteem, growing and changing, new life, feelings and emotions,
keeping safe and making decisions. The strand ‘Myselfand Others’ focuses on relationships

with family, friends and other people.
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There are huge benefits to the SPHE curriculum and the programmes that were developed
alongside it. Having reviewed the literature, the children are taught about relevant and
important issues to enhance the lives of the children. A significant concern with this is that
there are only thirty minutes per week allocated for teaching SPHE at all class levels. This
allocated time is insufficient to cover the curriculum objectives outlined in each programme.
This puts a time constraint on the teacher as they may not be able to focus on particular
topics which are important for their class. Given the abundance of resources available to
support the curriculum objectives, greater allocation of instructional time is needed to teach
SPHE.

The Primary Curriculum Framework for Primary and Special Schools (Department of
Education, 2023) aligns with other curriculum areas such as SPHE and the Wellbeing Policy
Statement and Framework for Practice (Department of Education, 2018). This framework
‘reflects educational priorities which society, at a point in time, deems important for its
young citizens” (Department of Education and Skills, 1999b: 3). Social-emotional learning
is an important factor in one of the key competencies of the framework ‘Being well’
(Meegan, 2023). This competency is concerned with the children being able to understand
and appreciate wellbeing and being healthy, in particular socially and emotionally. It
supports the need for healthy connections between themselves, others and the wider world.
It also emphasises that children should be able to manage their emotions in various situations
and environments. The increased time allocation in this framework is one significant
improvement. Wellbeing is comprised of SPHE and Physical Education (PE). The allocated
time for Junior Infants and Senior Infants is 2 hours 30 minutes, increasing to 3 hours for
every other class level. The time will be divided between the subjects within Wellbeing,
although an increase in instructional time is given to SPHE. This development is a positive

move as it emphasises the importance of Wellbeing in the curriculum.
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The Department of Education also published the Wellbeing Policy Statement and
Framework for Practice (Department of Education, 2018). This policy was published to
support the wellbeing of children and young people in Ireland. It affirms the importance of
schools in developing the wellbeing of young people given the substantial amount of time
they spend there. The policy is relevant as it recognises that both cognitive skills and social
and emotional skills are interconnected. There is a focus in the policy on the most effective
measures that schools should implement to enhance wellbeing in their school community.
Research undertaken by Durlak er al. (2011) aligns with the policies support of teaching
social-emotional skills through programmes. The study revealed the benefits of social and
emotional programmes noting the improvements in social and emotional skills and attitudes.
The policy recognises that social and emotional programmes can be taught through the
SPHE Curriculum.

There are huge positives to be found in the recent policy and framework that are currently
available to schools in Ireland. There are also consistent similarities between social-
emotional learning and wellbeing that is referred to in them. These offer useful guidelines
to improve wellbeing but there is no pedagogy to support them. This aspect makes it difficult
for teachers to implement the guidelines as they make no reference as to how they can be

taught.

2.4 SOCIAL-EMOTIONAL FRAMEWORKS QUTSIDE OF IRELAND

Many countries outside of Ireland have implemented initiatives to improve social-emotional
learning in schools. The recognition to provide all children with the best start is high on the
political agenda in both the United Kingdom and the United States (Qualter, Gardner &
Whiteley, 2007).

In the United Kingdom, Qualter, Gardner & Whiteley (2007) trace the development of the
Every Child Matters (ECM) framework. This framework was set up to create opportunities
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and services for children and young people to reach their potential. The need to develop the
social-emotional skills of young people is inherent in the targets. Social-emotional learning
in the United Kingdom is delivered through the Social and Emotional Aspects of Learning
(SEAL) programme (Humphrey, Lendrum & Wigelsworth, 2013). The programme
promotes five social and emotional aspects of learning which are influenced by Goleman’s
(1995) model of intelligence. The curriculum of the programme is delivered to the whole
school, however there are different resources and materials for each year group (Hallam,
2009). Banerjee, Weare & Farr (2014) highlight that the programme is also delivered to
small groups who may need to engage in targeted social and emotional learning. There are
many benefits to this programme as the whole school is targeted to meet their needs. The
structure of the programme ensures that five main social and emotional aspects of learning
are focused on through the curriculum content. Conversely, research undertaken by
Humphrey, Lendrum & Wigelsworth (2013) reported that the delivery of the programme
varied significantly between schools. The structure of the programme is flexible, allowing
for various approaches to implementation rather than following a fixed model. The
flexibility of this model can shape the children’s engagement with the programme.

In the United States, social-emotional learning initiatives are predominantly centred within
schools and education. Qualter, Gardner & Whiteley (2007) highlight the commitment they
show to ensure that all children are given a good quality education. The No Child Left
Behind Act (NCLB, 2002) resulted in extra funding being provided to schools to improve
teacher quality, resources and extra help with learning. There are currently thousands of
social-emotional programmes that are based on the CASEL framework (2020) being used
in American classrooms. The skills in the framework are explicitly modelled and taught to
children in the programmes (Lau & Shea, 2024). Some programmes focus on creating an

inclusive classroom environment. One such programme is the Caring School Community

16




Programme which was developed on the basis that children have basic psychological needs
for belonging, autonomy and competence. A childs level of engagement in school is
determined by their engagement in a classroom community as their basic needs are being
met. The programme integrates academic subjects with social-emotional learning to create
a safe classroom environment (Battistich et al., 1997). In the United States, programmes are
also implemented by promoting specific social-emotional skills. Second Step Early Learning
curriculum is delivered through daily activities and brain builder games to promote a specific
skill (Upshur et al., 2019). These programmes are hugely beneficial however (Barry, Clarke
& Dowling., 2017) highlight the discrepancy between the research that has been undertaken
to determine the impact of these interventions and their optimal implementation in a school.

The programmes and initiatives that are currently in schools in the United Kingdom and the
United States appear to have been implemented successfully. These programmes are highly
effective in schools however there is limited guidance on how the programmes should be
implemented. The initiatives are designed to be flexible to accommodate adaptability, but
this can have an impact on how an educator implements the programmes. This adaptable
nature also means that there is limited research on intervention outcomes as they are different

in every school context.

2.5 THE NEED FOR SOCIAL-EMOTIONAL LEARNING

Research consistently indicates the positive effects that social-emotional learning can have
on children. Many studies have shown that schools who foster pupils social-emotional
learning are more likely to enhance children’s social, emotional and academic development
(Greenberg et al., 2017; Taylor et al., 2017; Durlak et al.,2011; Weare & Nind, 2011).

Durlak ef al. (2011) conducted a meta-analysis study on the impact of universal school-
based interventions in 213 schools, mainly in the United States. The study found that there
were significant improvements in schools when universal school-based interventions were
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implemented. Children demonstrated an improved attitude towards self, school and others.
There was an increase in emotional and social intelligence amongst the children. This review
also found a significant improvement in children's academic performance with an 11-
percentile gain in achievement.

Internationally, Weare & Nind (2011) conducted a review on 52 systematic reviews of social
and emotional skills-based interventions implemented in schools. The interventions had
beneficial effects on children, their families and communities. The study identified
interventions targeting social and emotional competencies were reported to have moderate
to strong effects. Zins ef al. (2007) maintain a similar idea as they emphasise the critical role
of social-emotional learning programmes in schools. The absence of social-emotional
learning problems in schools is often associated with higher rates of problematic behaviour.
Schools are more likely to experience poor academic performance, lack of commitment,
attendance and discipline issues. These studies demonstrate the positive outcomes that are
associated with implementing social-emotional learning programmes in schools.
Social-emotional learning has a central role in improving lifelong wellbeing and outcomes.
Taylor et al. (2017) carried out a meta-analysis review on the durability of the impact of
social-emotional learning programmes. The study had consistent positive outcomes for all
demographic groups including children from diverse family backgrounds and ethnic groups.
Significant positive outcomes were demonstrated in social and emotional skills, attitudes
and measures of well-being.

One area of interest in the literature for this research study is the impact of social-emotional
learning on children across different socio-economic backgrounds. The action research was
carried out in a school which is part of the DEIS programme, which aims to reduce
educational disadvantages in schools (Department of Education and Skills, 2017). Many of

the studies that have been carried out have indicated that fostering social-emotional learning
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among socially disadvantaged students does not reduce educational inequality or attainment
gaps (Damian et al, 2015; Gruijters, Raabe & Hiibner, 2024). Gruijters, Raabe & Hiibner
(2024) conducted a study to investigate the extent to which differences in social-emotional
skills can contribute to the achievement gap between children from socioeconomically
advantaged and disadvantaged backgrounds. Socioeconomically advantaged children were
seen to have a higher level of socio-emotional skills. Socioeconomically disadvantaged
children had lower levels of socio-emotional skills. In saying this, the influence of social-
emotional skills on academic achievement was consistent for children from both socio-
economic backgrounds. The authors argue that initiatives to promote social-emotional
learning are unlikely to substantially reduce educational inequality. In contrast, the study
conducted by Damian et al. (2015) supported the idea that social-emotional skills can
contribute to educational equality. Children that have emotional intelligence are likely to
close the gap on others with an educational advantage. Teaching social-emotional skills can
improve their emotional intelligence to reduce educational inequality.

Several literature studies indicate that social-emotional learning should begin from a young
age (Denham & Brown, 2010; Ashtown & Bernard, 2012; Livaccari, 2013). Denham &
Brown (2010) argue that children begin to develop self-awareness in early childhood. They
are aware as to whether they are proficient with their letters and numbers in an early years
setting. This early development of self-awareness positively influences a child’s lifelong
learning as it gives them the confidence to take risks in the classroom when participating or
attempting a task. Another study conducted by Ashtown & Bernard (2010) investigated the
effect of a social and emotional learning curriculum You Can Do It! Early Childhood
Education Program (YCDI) on young participants. The study reported that the children who
had lower reading levels in the class before the programme displayed greater gains in their

reading levels after the programme. In the study conducted by Denham & Brown (2010)
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they argued that children who can regulate their emotions can focus on their learning.
Whereas the primary focus for children who have trouble regulating their emotions is on
learning how to handle their feelings effectively. Livaccari (2013) emphasise the importance
of integrating social-emotional programmes in the early years. This will empower children
from a young age and have a lasting impact on their entire educational experience. These
studies emphasise the importance of teaching social-emotional skills to children from an
early age and the impact of this on their academic success.

The significant benefits of teaching social-emotional skills to children is apparent from
reviewing the literature. Children begin to develop social-emotional skills from a young age
which can have an impact on their lifelong wellbeing and academic success. The studies

highlight the positive outcomes for all children across diverse backgrounds.

2.6 BRIDGING THEORY AND PRACTICE IN THE CLASSROOM

There are many key characteristics of effective social-emotional interventions that have been
identified in the literature. The scope and implementation of social-emotional learning vary
widely from one school to another. Social-emotional learning programmes range from using
a whole school approach to programmes that target specific children needing more support
(Carroll et al., 2020). These programmes are commonly referred to as social-emotional
learning programmes (CASEL, 2020), or life skills programmes (Botvin & Griffin, 2014) in
the literature. Skald ef al. (2012) outline the variations in the programmes that are delivered.
Some programmes focus on teaching specific skills to prevent problematic behaviour. Other
programmes enhance specific social-emotional skills to encourage children to make positive
choices in their actions. Wellbeing can even be taught through social-emotional learning
programmes. Many of the skills are in line with the current SPHE curriculum (Meegan,

2023).
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An interesting report was compiled by Jones and Bouffard (2012) emphasising that social-
emotional learning is most effective when it is embedded into the daily interactions between
the children and teachers in a school community. The teaching and reinforcement of social-
emotional skills should be integrated using strategies that are meaningful and sustained.
Billy & Garriguez (2021) advocate for a similar approach as daily check-ins have become
more common in classrooms. They argue for a curriculum that embeds daily social-
emotional instruction, recognising that teachers are monitoring both the academic and
social-emotional progress of pupils in a classroom. Current social-emotional programmes
often require large blocks of time to implement and frequently do not align with the specific
needs and circumstances of schools. This will be explored further at a later stage in this
chapter. 1 kept my core values of care, respect and relationships in mind to decide on an
intervention that would be most suitable to enhance the social-emotional skills of the
children in my classroom. This idea of implementing an intervention that could be used on
a daily basis was an area that I wanted to explore further.

One intervention was particularly appealing due to its potential for daily integration within
my classroom context. Morning meetings are a practice that is part of the Responsive
Classroom (RC) approach. The Northeast Foundation for Children (NEFC) developed the
Responsive Classroom approach to enhance social-emotional learning in classrooms. The
aim of the approach is to improve the overall wellbeing of pupils and benefit them
academically (Cline ef al., 2023). The Responsive Classroom is an instructional approach
which integrates academic and social skills into the everyday classroom (Northeast
Foundation for Children, 2014). It focuses on the holistic development of the child as the
social curriculum is seen just as important as the academic curriculum (Winterman &
Sapona, 2002). Bruce et al. (2006) found that participation in morning meetings enhanced

children’s social, communication and academic skills. The methodology of morning
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meetings was appealing to me as there is an emphasis on the importance of including social-
emotional learning in the classroom every day.

Morning meetings are structured into four main components. Whilst reviewing the literature
I was drawn to the authors Bondy & Ketts (2001) as they provide a foundational source
which emphasises each component of a morning meeting. The first component is the
Greeting. This component allows children to build relationships with others as they gain a
sense of belonging and practice their verbal and non-verbal communications skills. Sharing
is the second component of Morning Meetings. Children are developing crucial skills such
as listening, taking turns and asking questions that are relevant. The Group Activity is the
third component of the meeting. The aim of this activity is to promote identity within the
group and co-operation among peers. Games may be academic or can focus on a certain
skill. The fourth component News and Announcements is the final part of the meeting. The
teacher may share a message for the day or reinforce a skill that the children have been
focusing on. The final component is described by the authors as a transition back to the
classroom environment.

There are many benefits to morning meetings and their impact on social-emotional learning.
Research undertaken by Abry, Rimm-Kaufman & Curby (2017) found that classrooms who
used morning meetings demonstrated a higher quality of emotional interactions. Children
can share enjoyment and make conversation with one another when they are taking part in
activities that are the same. The sharing component can also contribute to a respectful
relationship between peers as they are listening and learning about their peers during this
time. Morning meetings are advantageous as they can be used in multiple settings. The
benefits of morning meetings are discussed by Bruce et al. (2006), as they can be
implemented in various settings with diverse needs and learners. Children can express

themselves using diverse communication methods, for example using sign language and
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output devices. Pupils can greet each other in different languages to accommodate the
linguistic diversity within the classroom. Morning meetings can also be inclusive for pupils
with different learning styles. Music, drama and visual arts can be incorporated to meet the
diverse learning needs of pupils.

There are necessary components for successful implementation of social-emotional learning
interventions. These components were strongly considered when implementing morning
meetings. The literature emphasises the importance of teachers being competent in
delivering social-emotional instruction and to have a clear understanding of their own social-
emotional capabilities (Collie, Shapka & Perry, 2012). Kaspar & Massey (2023) argue that
teaching social-emotional skills can become demanding when teachers are not aware of their
own comfort level. This literature also draws attention to the importance of planning and
preparation for morning meetings (Cline ef al., 2023). The meetings will require riguour and
confidence to implement the initiative. Another area considered in the literature is that
teachers must take the time to create an ideal learning environment for social-emotional
learning to take place in the classroom (Kaspar & Massey, 2023). Children must feel
supported in the classroom to foster this learning environment (Elias, 2014). This author
also emphasises that the learning environment must reflect the values being taught in the
intervention. Children learning about respecting one another, must see these values being
actively practiced in their school community. These factors were considered when
implementing the intervention in my classroom.

While there is a growing amount of literature on morning meetings there appears to be a
lack of research on implementing the practice in a classroom. There are multiple sources
that outline the intervention and the benefits to the intervention which are supported with

studies. However, the lack of research in implementing the intervention is one main concern
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in this area. This can be difficult to determine the challenges and the ideal implementation

of the intervention.

2.7 DAILY IMPLEMENTATION OF SOCIAL-EMOTIONAL LEARNING IN THE CLASSROOM

There is a growing amount of literature demonstrating the benefits of social-emotional
programmes and interventions. There appears to be a gap in the research on interventions
that can be embedded into the classroom on a daily basis. Studies reveal that social-
emotional interventions are delivered on a weekly basis or as an isolated programme. This
study will help to further develop research on the sustained daily use of an intervention in
the classroom.

There are currently many social-emotional programmes and interventions that are
implemented in schools in Ireland. The programmes Incredible Years, Zippy’s Friends and
Friends for Life were developed to support well-being in schools. These programmes are a
great benefit to children however, one main concern with the programmes is that they are a
heavy burden to implement in the classroom (Bailey et al., 2019). They often have heavy
curricula that are challenging to implement on a daily basis. The Zippys Friends Programme
is one such approach often used in Irish Classrooms to promote wellbeing. This programme
is taught over twenty four weeks, using weekly lessons that are based on tasks and
discussions about Zippy and his cartoon friends and family (Holen et al., 2012). The
FRIENDS for Life programme is another programme commonly used as a behavioural
intervention for children and young people. This programme runs over ten weeks with two
booster sessions provided after the initial programme ends (Liddle & MacMillan, 2010).
These programmes are delivered over several weeks which can impose a significant burden
on teachers. The allocated time for the curricula subject SPHE is thirty minutes per week
which has been highlighted previously. This places additional pressure on the teacher to
implement a programme and focus on the curriculum objectives.
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Research has highlighted the growing need to develop social-emotional interventions that
can be incorporated into a classroom everyday (Bailey ef al., 2019; Jones & Bouffard, 2012).
The burden of a programme with a heavy curriculum can appear daunting for teachers.
Interventions that can be used on a daily basis will be easier to implement (Jones & Bouffard,
2012). Bailey et al. (2019) maintain a similar idea as they see more benefits to teachers
implementing social-emotional strategies into their daily routines. Children are given more
opportunities to practice their social-emotional skills on a daily basis which can create
consistency in a classroom context. A flexible daily approach that can be implemented in
any context allows teachers to use opportunities or address challenges as they arise. The
focus moves from the curricula and lessons that usually need to be implemented in social-
emotional programmes. Jones & Bouffard (2012) outline guiding principles in their report
for this integrated approach to social-emotional interventions. Social and emotional skills
should be seen just as important as academic skills, create consistency with the intervention,
classrooms and schools should work together and relationships are important to develop
social and emotional skills. There is a strong correlation between these guiding principles
and the Primary Curriculum Framework for Primary and Special Schools (Department of
Education, 2023). However, there are no recommended interventions suggested in the
framework to apply this.

The intervention that I implemented in my classroom is rarely explored in literature. The
various studies have focused on programmes that are implemented over a number of weeks.
The gap in the research is related to interventions that can be adopted on a daily basis in the
classroom. The research aims to enhance the literature on the effectiveness of these

interventions to enhance social-emotional learning.

2.8 CONCLUSION
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Social-emotional Learning is just as important as any other curricula area. The growing
studies and frameworks in Ireland are hugely beneficial to support this idea in an Irish
classroom. There are currently many initiatives and programmes being implemented in
schools across the world. The literature studies have shown the positive effects of these
programmes on children who have participated in them. Significant improvements in
behaviour and social-emotional skills have been observed amongst teachers and researchers.
There are currently social-emotional learning initiatives and programmes taking place in
primary schools across Ireland. The Primary Curriculum Framework for Primary and
Special Schools (2023) will encourage teachers to place a greater emphasis on Wellbeing in
their classrooms. This research study enhances social-emotional learning focusing on an

initiative to ensure children can access social-emotional learning every day in the classroom.
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CHAPTER THREE: METHODOLOGY

3.1 INTRODUCTION

This chapter outlines the research methodology that was chosen to carry out this self-study.
This study employs a self-study action research approach with the dual focus of enhancing
the social-emotional skills of pupils and improving my practice as a teacher. By engaging in
action research, educators can critically examine their practice to deepen their understanding
of their approaches and enhance their teaching practice (Glenn er al., 2023). Morning
meetings were the specific intervention implemented in this self-study, which appealed to
me as [ could use it in my classroom on a daily basis. There were two action research cycles
in this study distinguished by their reflective approach namely Schons reflection-in-action
and reflection-on-action model (1983) and Brookfield’s Four Lenses of Critical Reflection
(2017). Critical reflection allows for the ‘sustained and intentional process of identifying
and checking the accuracy and validity of our teaching assumptions’ (Brookfield, 2017:21).
Reflective practice allowed me to gain valuable insights into the action research cycles and
identify strategies that were working well. A range of data collection tools were employed
for this study which included student questionnaires (baseline and endline), teacher
reflective journal, student reflective journals, teacher observations and critical friend
feedback. Ethical considerations are discussed in the chapter specifically relating to the area
of vulnerability and sensitivity, informed consent and assent, data storage and power
dynamics. My values are considered throughout the chapter as I reflect on my ontological

and epistemological values which form the basis of my research.

3.2 RESEARCH DESIGN

The key question guiding this research is ‘How can [ improve the social-emotional skills of
pupils in a primary school classroom? .

The objectives of the study include:

27




o To model strategies to children that improve their social-emotional skills.

o To enrich my understanding and teaching of social-emotional learning to enable me
to support children in their development of social-emotional skills.

o To explore the effectiveness of morning meetings as an intervention to improve

social-emotional skills.

3.3 METHODOLOGICAL APPROACH

The methodology underpinning a research study is guided by the researchers purposes,
attitudes and reasons (McNiff, 2013). McDonagh et al. (2019) maintain a similar idea
arguing that a research methodology is shaped by the underlying research paradigm. A
research paradigm is a way of interpreting a ‘world view’ (Cohen, Manion & Morrison,
2018:8), which can heavily influence a choice of methodology. Action research is the
paradigm guiding this research and the research that I aim to achieve in this study. This
particular methodology aligns with my values which will be explored further in detail in this
chapter.

3.3.1 WHAT IS ACTION RESEARCH?

Action research is typically carried out in a classroom, school or community as educators
want to improve their pedagogy and practice (Clark ef al, 2024). Action research is the
chosen methodology in this research study as it provides me, as a researcher, with the
opportunity to study my own work. This type of research enables teachers to better
understand and make improvements to their practice (Sullivan ez al., 2016). Action research
can lead to changes in how people approach their work, deepen their understanding of their
practice and improve the conditions in which they work (Kemmis, 2009). I chose action
research as the methodology is best suited to answer the research questions in this study.
Action research also allows me to examine my own practice with the intention of enhancing
it for others. When a researcher acts with purposeful educational intent in the present, they
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can influence the future experiences of others (McNiff & Whitehead. 2010). McNiff and
Whitehead (2010) claim that action researchers can use their learning to improve behaviours
which can influence others to change their behaviour in society. Action research has one
core aspect which is that it is about “enhancing one’s practice, learning from that process
and generating theory from it’, which can influence the practice of others in a similar setting
(Glenn ef al., 2023: 16).

3.3.2 CRITIQUE OF ACTION RESEARCH

Action research is often considered an abstract process or a series of procedures that must
be implemented in one’s practice. McNiff (2013: 24) denies this construct of action research
as ‘it rejects the values of autonomy, independent thinking and accountability’ that are
associated with this model of research. Sullivan et al. (2016) argue that action research is
when a researcher examines their own practice through action and reflection, which
complements this idea. Action research is not a methodology ‘that leads to harmonious
thought and action but to a problematic practice of coming to know through struggle’
(McNiff, 2002:3). There are many different models or cycles of Action Research. However,
the core components of Action Research remain the same. Action research is usually
represented in a spiral or cyclical illustration. Kurt Lewin, a widely recognised founder of
action research believed there were four stages. These four key stages are planning, acting,
observing and reflecting (Cohen, Manion & Morrison, 2018). The Kemmis and McTaggart
(1988) action research cycle best represents the research undertaken in this study. The key

stages of the model are outlined in the diagram overleaf:
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REVISED
PLAN

Figure 3.1: Kemmis and McTaggart Spiral Model of Action Research (1988)

3.4 CRITICAL REFLECTION IN ACTION RESEARCH

Critical reflection is central in action research. Action research allows a researcher to learn
through action and reflection (McNiff, 2013). The researcher can critically reflect on their
practice and any assumptions that they have made about their work (Glenn er al., 2017). 1
used two reflective approaches, Schon’s reflection-in-action and reflection-on-action model
(1983) and Brookfield’s Four Lenses of Critical Reflection (2017), to critically examine my
own practice and the intervention carried out in this study. Critical thinking as part of an
action research study allows a researcher to critique and problematise their everyday
practice. Action research encourages a researcher to critically explore their practice to
enhance and gain new insights into it (Sullivan et al., 2016). Zeichner & Liston (2014) cite
Dewey (1933) who says that teachers that are unreflective about their practice rely on
familiar approaches that have already been established for them. This may dissuade teachers
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to seek out new approaches in their practice. When educators take part in action research it
empowers them to critically examine their practice. Critically reflecting on our practice can
reveal that we are not in fact living closely to our values. We may experience that we are a
‘living contradiction’, which is a term coined by Whitehead (1989). This implies that the
reality of our practice may not align with the values that we wish to show in our classroom
(Glenn et al., 2023). Sullivan et al. (2016: 46) recommend using a reflective journal as it
‘heightens your awareness of what is actually happening for you in your workplace’. I will
explore the reflective approaches that were used in my teacher reflective journal in the next
part of this chapter.

3.4.1 SCHON’S REFLECTION-IN-ACTION AND REFLECTION-ON-ACTION

Schon’s reflection-in-action and reflection-on-action (1983) reflective approach guided the
analysis of my intervention during the first cycle of this study. This model of reflection was
chosen to reflect on my practice through a personal lens. Zeichner & Liston (2014) make
reference to Schons reflective approach stating that reflection can be viewed through two
reflective frames. The first frame is reflection-on-action which occurs before or after an
action. I regularly reflected before and after morning meetings in my teacher reflective
journal (Figure 3.2). Sullivan et al. (2016: 54) suggests to briefly record incidents throughout
the day that ‘cause you concern to wonder about something that is happening in your
workplace’. These ideas can be used to reflect in a journal at a quieter time at the end of a
school day. The second frame is reflection-in-action which happens during a lesson, or in
this case during a morning meeting. This frame is used to solve problems as they happen in
time (Zeichner & Liston, 2014). I recorded reflection-in-action responses in my journal
(Figure 3.3) which depicted the actions that were taken at the time. Reflection-on-action is
areflection model which aims to use past experiences to improve current practice. Whereas

reflection-in-action is when a professional examines their practice as it happens in the
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moment (Finlay, 2008). This reflective approach allowed me to examine my own practice,

however, [ felt that it didn’t encourage me to question beyond my own assumptions. In the

second cycle of this self-study I adopted another reflective approach when reflecting in my

journal.

Figure 3.2: An example of Schons reflection-on-action in my reflective journal
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Figure 3.3: An example Schons reflection-in-action in my reflective journal

3.4.2 BROOKFIELD’S FOUR LENSES OF CRITICAL REFLECTION

Brookfield’s Four of Critical Reflection (2017) were used in the second cycle of this study.
This lens of reflection was adopted to encourage me to think beyond my own assumptions.
It enabled me to consider the perspectives of others, through reading literature, listening to
students and collaborating with colleagues. Brookfield (2017: 7) identifies four lenses in his
critical reflective model to encourage critical reflection and unravel assumptions. These
lenses are: “Students’ eyes’, ‘Colleagues perceptions’ ‘Personal experiences’ and ‘theory
and research’. Using these lenses, I deepened my understanding of my own practice and the
intervention used in this study. Brookfield's Four Lenses of Critical Reflection (2017) are
used to examine our teaching assumptions which are implicit understandings that we have
about the world. These assumptions influence the actions and decisions that we make
(Brookfield, 2017). The four lenses show different parts of our teaching, ‘providing multiple
perspectives on what we think and do’ (Brookfield, 2017: 67). The perspectives that are
illuminated in each lens are outlined by Sullivan er al. (2016). The focus of the
autobiographical lens is on examining the researcher’s own thinking and learning in their
practice. The student lens can illuminate the understanding and ideas of students.
Collaborations with colleagues enables a researcher to questions assumptions and gain
another perspective on their practice. This combined with the theory and practice lens allows
a researcher ground their assumptions in literature. These four lenses give the researcher

multiple perspectives on their practice, which deepened my understanding in this study.

3.5 SELF-STUDY ACTION RESEARCH

This study is considered self-study action research as it is ‘an enquiry by the self into the
self, with others acting as co-researchers and critical learning partners’ (McNiff, 2013: 23).
McDonagh ef al. (2019) highlight the importance of selfas it is an enquiry into a researchers
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practice which is driven by an inclination to explore certain aspects of their practice. Each
teacher creates their own learning opportunities based on their unique experiences and
circumstances (Glenn, 2017). Sullivan et al. (2016) emphasise the significance of the
researchers values in self-study action research, as it is a critical reflection of their practice.
Self-study action research involves critically reflecting on ones practice, whilst also working
alongside other participants in the research. This is an important area to consider as the
children were co-participants in the research, and I worked alongside critical friends in the
study.

3.5.1 WHY DID I CHOOSE SELF-STUDY ACTION RESEARCH?

This self-study enabled me to critically examine my own practice. At the beginning of the
study, it was important that I could identify my values as a researcher (Sullivan et al., 2016).
I took the time to consider the values that are important to me in my educational practice.
This study was guided by my commitment to my values of care, respect and relationships.
The next stage was to identify an area of focus for this self-study action research. This focus
must be ‘driven by a sense of curiosity or even of dissatisfaction with some aspect of your
practice’ (McDonagh et al., 2019:11). Through critical reflection 1 realised that a change
was needed in my practice as | was experiencing myself as a living contradiction
(Whitehead, 2009). I identified a problem in my practice through teacher observation and
critical reflection in my teacher reflective journal. My values were not aligning with the
classroom environment that [ wanted to create and it went unnoticed in the busy rhythm of
daily teaching. I wanted to foster a classroom environment where children were given the
time to develop their social-emotional skills. A self-study approach allowed me to create an
intervention that would target the concern of enhancing the social-emotional skills of the
children and create a ‘living theory’ (Whitehead, 2009) that aligns with my values. There

were two action research cycles in this self-study. These cycles involved planning, acting,
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observing the action, gathering data and analysing the data. Eventually all of the data that
was collected from this research was analysed and a claim to knowledge was made (McNiff,
2016). Self-study action research was meaningful to me as the research could be carried out

in my classroom, it aligned with my values and it could enhance my practice as an educator.

3.6 THE ROLE OF VALUES IN ACTION RESEARCH

Self-study action research was chosen because it aligns with both my educational
commitments and my educational values as a teacher. In action research, the values held by
the researcher play a crucial role in the research process as beliefs and values inform their
actions. Resecarchers take action in the direction of their values and transform their values
into living practices (Glenn et al., 2023). The quality of action research is determined by
the degree to which a researcher can demonstrate that their actions align with their personal
values (McNiff & Whitehead, 2010). Before starting my research, it was important that |
could identify my epistemological and ontological values. Critical reflection was crucial for
the initial stages of the self-study. It allowed me to examine my actions and question
assumptions about my practice (Brookfield, 2017) This allowed me to unravel my core
values in my educational practice. Epistemological and ontological values will be explored
further in the next part of this chapter.

3.6.1 EPISTEMOLOGICAL VALUES

Epistemological values are concerned with what one considers important when it comes to
knowledge and the creation of knowledge (McNiff & Whitehead, 2010). Buber (1970)
argues that knowledge is co-constructed and created through dialogue with others. Whereas
Foucault and Gordon (1980) viewed the individual who imparts knowledge as holding
privilege and power over others (Cited in McDonagh et al., 2019). McNiff (2013) argues
that in action research knowledge is generated from the researchers own living experiences.
This research project provided me with the opportunity to challenge what I propose I value
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and whether this is my living experience in the classroom. Action researchers view
knowledge as ever-changing, continuously advancing as new experiences and ideas emerge
(MeNift, 2013).

3.6.2 ONTOLOGICAL VALUES

Ontological values are concerned with how we perceive ourselves and how that influences
how we see others (Sullivan ef al., 2016). Action researchers aim to actively contribute to
shaping what they believe are better societies influenced by their ontological values. It
involves a commitment to the idea that their learning will benefit society (McNiff, 2013).
This study was underpinned by my commitment to my three core values of care, respect and
relationships. This research encompassed my values and transformed my research into a
living theory. McNiff (2013) argues that the researcher must play a central role in the action
for living theory to emerge. They must be able to evaluate their own practice before
critiquing others. This was significant for my research to ensure that my practice aligned
with, rather than contradict with my values. The goal of this self-study action research was
to prepare my pupils for the future. This study provided pupils with the opportunity to learn

important social-emotional skills that they can use beyond the classroom.

3.7 RESEARCH DESIGN

The following section will provide a detailed overview of the research setting including a
description of the participants of the study, a description of the research intervention and a
summary of the action research cycles undertaken during the study.

3.7.1 RESEARCH SETTING

The aim of educational action rescarch is to make ‘a situation such as a classroom or whole
school system better by responding to the continuous need for development or change’
(Bradbury, Lewis & Columbia, 2019: 33). This research was conducted in an urban DEIS
Band Two primary school. There are approximately 600 pupils enrolled in the school. The
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Senior Management team includes a principal and non-teaching deputy principal. Other staff
include 26 mainstream class teachers, 14 special education teachers and 12 special needs
assistants. There are 26 mainstream classes and 3 Autism classes on site in the school. The
school ethos of respect is deeply embedded in the school’s culture.

3.7.2 RESEARCH PARTICIPANTS

The participants involved in action research typically include teachers, students, parents,
school board members and administrative staff. These research participants engage in
repeated processes of inquiry within their school system (Bradbury, Lewis & Columbia,
2019). The research participants of this study included twenty-four first class pupils, ranging
between six to eight years of age. The class consisted of eleven boys and thirteen girls. There
were twenty-three first class pupils directly involved in my research. The Board of
Management, principal and the children's parents/guardians were involved in the research
as part of the consent process. Pseudonyms were assigned to the children to protect their
anonymity. Data was collected from co-participants and critical friends in order to assess
my own professional practice. Fellow staff members formed part of the critical friend group.

The critical friend group was used for the purpose of rigour and validation of the research.

Class Pupils =g

Board of -
Management Critical

including Research Friends
Principal . .
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Participants
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Figure 3.4: Overview of Research Participants
3.7.3 RESEARCH INTERVENTION
The following diagrams outline the timeline of the research (Figure 3.5) and the action
research plan (Figure 3.6) that was undertaken during the research process.

Cycle 1: Cycle 2: Ethics

Approval
(March - April)

: Ethics Approval
(October -
December)

(January -
February)

Figure 3.5: Research Timeline

Time Frame

Plan

September 2024
December 2025

Identify values and research
topic.

Prepare and request ethics
approval from Maynooth
University.

Distribute letters of consent
and assent to the board of
management, parents and
children.

To prepare for the Self-
Study Action Research

Early January 2025

Discuss concept of research
with the class.

Plan morning meetings.
Distribute pre-questionnaire
to children.

To share the research plan
with others and gather
baseline data

(Cycle 1)
January 2025 -
February 2025

Start morning meetings for
the first action research cycle,
for six weeks.

Implement intervention
using Schons reflective
approach.

Record observations in a
teacher reflective journal.
Record in student reflective
journals.

Record feedback and
observations from critical
friends.

To begin to develop the
social-emotional skills of
the pupils in my class and
align my values to my
practice.

(Cycle 2)
March 2025 —
April 2025

Continue morning meetings
for the second action research
cycle, for six weeks.
Implement intervention

To continue to develop the
social-emotional skills of
the pupils in my class and
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using Brookfield’s four align my values to my
lenses. practice.

Distribute post-questionnaire
to children.

May 2025- Analyse data findings. To examine the findings of
June 2025 the research.

Figure 3.6: Research Design
3.7.4 ACTION RESEARCH ETHICS APPROVAL
This action research cycle began by gaining ethical approval from Maynooth University.
The research was discussed with all of the relevant gate keepers of the research, including
the Board of Management. The research was explained to the parents and guardians of the
children emphasising that the aim of the research was to enhance my practice as a teacher.
This was also explained to the children in an age-appropriate manner. Consent and assent
forms were then given to these participants of the study. These forms were collected and
stored in a locked file cabinet in the classroom. | met with my critical friends at this time to
discuss the planned actions in the research. The children took a pre-questionnaire before the
research cycles began in the next stage of the study.
3.7.5 ACTION RESEARCH CYCLE ONE
The first cycle of the action research started at the end of January. This cycle took place over
six weeks. The children were aware that the morning meetings were going to commence in
the class. They were reminded that they had a right to withdraw at any stage of the research.
The morning meetings which were approximately twenty minutes in length were held daily
in the classroom. An individualised student reflective journal was given to each child. Pre-
designed tasks were given to the children to focus the reflections in their journals (Appendix
I). During the day, I wrote down notes of any observations that were made by myself or
critical friends. These notes were used to reflect in my teacher reflective journal at the end

of each day. One significance of this cycle is that Schéns reflection-in-action and reflection-
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on-action model (1983) was the reflective approach used in my teacher reflective journal. A
different reflective approach was implemented in the next stage of the cycle.

3.7.6 ACTION RESEARCH CYCLE TWO

The second cycle of the action research started in March, which took place over six weeks.
I discussed my first action research cycle with my thesis supervisor. I also met with critical
friends to discuss the first cycle of the study with them. Morning meetings continued to take
place every morning in the classroom. The children used their student reflective journals and
observations were recorded in my teacher reflective journal. The reflective approach utilised
in the second cycle was Brookfield’s Four Lenses of Critical Reflection (2017) which
deepened my understanding of the research. When the second cycle of research was finished
the children completed a post-cycle questionnaire. All the data from both cycles was
collected in preparation for data analysis.

3.7.7 MORNING MEETINGS

Morning Meetings were the methodology chosen for this self-study action research. These
morning meetings took place in the classroom daily, with the intention of improving the
social-emotional skills of the children in my classroom (Cline ef al., 2023). They were
carefully planned and focused on a specific social-emotional theme (See Appendix H). The
themes that were targeted were respect, kindness, friendship, teamwork, emotional skills
and self-regulation. These themes were chosen as | used initial observations at the start of
the study to determine the areas the children needed to focus on in class. There are four
components of a morning meeting which include a greeting, sharing, activity and morning
message (Poplawski, 2023). In every morning meeting | planned for each of these
components ensuring that they were relevant to the theme being addressed in the meeting

(See Appendix I).

3.8 DATA COLLECTION INSTRUMENTS
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A qualitative data approach was used to collect data for this study. McDonagh et al. (2019)
argue that a teacher can evaluate the appropriateness of their data collection methods on
three levels. The first level is whether the collection method is applicable in your classroom.
The second level is whether the method is relevant to the topic and conceptual framework.
Finally a researcher’s values must be central in deciding a suitable data collection method.
The use of different data collection tools can be a valuable form of triangulation in a research
study. The researcher can compare and contrast different perspectives from each data tool
(McAteer, 2013). With this taken into perspective, the data methods used in this research
self-study action research were: teacher observation, teacher and student reflective journals,
questionnaires and critical friends.

3.8.1 OBSERVATION

Observations involve the researcher directly witnessing events or behaviours as they happen.
The observations can range from the very structured and systematic approach to the semi-
structured and naturalistic approach (Denscombe, 2010). In a structured observation, the
observer knows what they are specifically looking to measure or observe. An unstructured
observation involves observing events or behaviours as they happen naturally without
predetermined criteria (Cohen, Manion & Morrison, 2018). Campbell, McNamara and
Gilroy (2004:94) say that ‘simply noticing events can also provide insight into situations’.
A combination of structured and semi-structured observations methods were used in this
research. Semi-structured observations were recorded during morning meetings with a focus
on the children's interactions and discussions (Appendix K). I also used observation notes
to record the development of the children's social-emotional skills. The children were
observed on their behaviour and interactions in class and on yard. These observations were
reflected upon in my teacher reflective journal. In the second cycle of this self-study action

research [ used Brookfield’s Four Lenses of Critical Reflection (2017) which provided me
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with multiple perspectives of my practice (Brookfield, 2017). I reflected on observations
that were made by myself as the researcher and from my critical friends.

3.8.2 CRITICAL FRIEND GROUP

Collaboration is one of the key features of a self-study action research. Critical friends, as
described by McNiff (2013:23) are “critical learning partners’. This implies that they have
an important role in the research particularly in relation to the data collection. Critical friends
listen to your ideas and encourage you to question assumptions about your practice in a
supportive way (Cohen, Manion & Morrison, 2018). I met with my critical friends (two
colleagues) at different stages during the research process. My critical friends were crucial
in this study as they asked questions about the study and suggested their ideas. These critical
friends also gave valuable contributions on how the children were interacting on the yard or
any observations that they made during the school day. I allowed my critical friends to share
their opinions without any bias to ensure validity of the data. In cycle one of the research
study I reflected on a more personal perspective using Schéns reflection-in-action and
reflection-on-action (1983) reflective approach. In the second cycle of the research,
Brookfield’s Four Lenses of Critical Reflection (2017) encouraged me to reflect on the ideas
and observations that were shared to me by my critical friends.

3.8.3 QUESTIONNAIRES

Questionnaires are widely used in research to gather information specifically related to a
particular area of research (Cohen, Manion & Morrison, 2018). Questionnaires were used in
this study to assess the children’s social-emotional skills. I used the likert scale (1932)
because it best suited the questions | wanted to ask in the questionnaire. A likert scale
‘provides a range of responses to a given question or statement’ (Cohen, Manion &
Morrison, 2018: 480). The children were given the choices ‘a lot like me’, ‘a little like me’

and ‘not like me at all (Figure 3.7). Cohen, Manion & Morrison (2018) argue that providing
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participants fewer positions on the scale can give them little choice. However, given the age
of the participants in this study [ felt thata simpler scale would enable them to provide more
reliable responses in the questionnaires. A pre-intervention questionnaire was distributed to
the children at the beginning of action research cycle one. At the end of action research cycle
two a post-intervention questionnaire was distributed to the participants. The baseline and

endline data was compared to determine the changes in the responses of the questionnaires.

Please answer the following questions by circling the smiley face of your choice.

= A lot like me. = A little like me. .= Not at all like me.

Figure 3.7: Responses for the Student Questionnaire

3.8.4 REFLECTIVE JOURNAL

Self-reflection is a powerful form of data in an action research study (McNiff, 2010). Self-
reflection allows the researcher to critically reflect on their practice and demonstrate how
their thinking has changed. A reflective journal is a suitable method for self-reflection which
is supported by Sullivan e al. s (2016: 41) belief that a reflective journal acts as a mirror
allowing a researcher to take a step back from their practice and develop ‘a new awareness
of what is happening in your everyday work’. My reflective journal was a valuable data
source and provided the foundation for my research. I reflected in my journal using two
different reflective approaches. In cycle one, I used Schins reflection-in-action and
reflection-on-action (1983) reflective approach. In cycle two, I applied Brookfield’s Four
Lenses of Critical Reflection (2017) drawing on my own personal experience, the

perspectives of colleagues and students and relevant theoretical viewpoints. Lougran (2006:
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85) says that a reflective journal is ‘a window into your own pedagogical thoughts and
actions’. My reflective journal became central to shaping the direction and findings of my

study. The journal gave me an insight into the realities of my classroom practice.

3.9 ETHICAL CONSIDERATIONS

This research followed a highly rigorous ethical standard. There are important ethical
guidelines to uphold when conducting action research (McNiff, 2016). Teachers conducting
research are doing so within a learning community. Sullivan ez a/. (2016) say that a learning
community are teachers, students, professional colleagues and others who must be treated
ethically. This study was guided by the Froebel Department of Primary and Early Childhood
Education Ethics Policy and Maynooth University Ethics Policy. In the Master of Education:
Research in Practice Student Handbook, 2024-2025 ‘It is imperative that the ethics and
integrity of research are beyond question as the individual has a responsibility not only to
him/herself but also to society’ (McLoughlin, 2024). I abided by the professional guidelines
of the Children First: National Guidance for the Protection and Welfare of Children (2017),
Guidance for Developing Ethical Research Projects Involving Children (2012), Ethical
Guidelines for Educational Research (BERA) (2024) and Data Protection Act (2018). The
UN Convention on the Rights of the Child and the school’s child protection policy was also
considered throughout the research study. The various ethical concerns which were
important in this research were: Informed Consent and Assent, Validity and Reliability,
Principled Sensitivity and Data Storage. These ethical concerns will be outlined in more
detail in the next part of this chapter.

3.9.1 ETHICS APPROVAL

This Self-Study Action Research was approved by the Froebel Department Research and
Ethics Committee of Maynooth University. I sent an ethics proposal form to the committee
which outlined my proposed action plan for this study.
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3.9.2 INFORMED CONSENT AND ASSENT

Consent is a process where a participant is informed about the research and the possible risks
that are at stake. It is more than signing a consent form to give permission for the research
to take place (Abrar & Sidik, 2019). When ethical approval was granted from Maynooth
University a letter was sent to the school principal and Board of Management seeking
permission to carry out research in the school (See Appendix A). An information sheet and
assent form were sent to parents and guardians outlining the details of the study (See
Appendix C & D). I also provided the children with a child-friendly information sheet so
that they could fully understand the research being undertaken (See Appendix F). The
parents signed the consent form and the children signed the assent form to give their
permission to partake in the study. When carrying out educational action research, the
researcher is often the child’s teacher. Participants must never feel pressured to consent to
research, and they should be able to refuse participating at ease (Cohen, Manion & Morrison,
2018). There were children in my class who chose not to participate in the research, and this
decision was respected without any negative response.

3.9.3 VULNERABILITY AND SENSITIVITY

My research topic deals with social-emotional learning, which may be seen as a ‘sensitive
research’ area. Research that is sensitive ‘potentially poses a substantial threat to those who
are involved or have been involved in it’ (Lee, 1993:4). With this study, the children were
being taught social-emotional skills, | was aware that this could bring stress or worry to the
children. They may never have been exposed to it before or may have experienced situations
that could make them feel uncomfortable learning about it. Aligning with my value of care,
I wanted to create a safe classroom environment where the children could feel comfortable

to share their concerns with myself or another first class teacher.
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The aim of the research conducted in my classroom was to teach the children important
skills that they could use beyond the classroom. Emerald & Carpenter (2015) highlight the
significance of this as the benefits of a research project must be greater than any foreseeable
risks in order. This minimises vulnerability for the participants of the research study. |
ensured that the children were not exposed to any more risk that what they would usually
experience within their typical school day. The research was explained to the children in an
age-appropriate manner so that they had a clear understanding at every stage of the study.
3.9.4 POWER DYNAMICS

The researcher in a study may have ‘an asymmetric position of power with regards to the
participants” (Cohen, Manion & Morrison 2018:136). There may have been a power
imbalance between myself as the researcher and the young children who were participants
in the study. Participants were reminded that they were co-participants in the research
process. | ensured that the children knew that the research was about my teaching and
improving their learning. This study involved discussions as a class, and I wanted to create
a safe classroom environment where contribution was valued and respected. There can be a
concern that children have the innate desire to say ‘yes’ to any situation that the teacher
proposes as they consider this is what the teacher wants to hear (Cohen, Manion & Morrison,
2018). To improve the validity of the research, I created a safe classroom environment
aligning with my values so the children knew that they could share their honest opinions
during morning meetings. As previously mentioned, the participants had the right to
withdraw at any stage of the study.

3.9.5 DATA STORAGE

Confidentiality was a key concern in this self-study action research. All data was kept strictly
confidential during the research process. Online soft copies were kept in a password

protected folder on my laptop. Physical hard copies were stored in a cabinet in my
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classroom. I only had access to these physical copies before being typed up and stored on a
password encrypted USB stick. I ensured that this USB key was always stored in a locked
cabinet.

During the study, pseudonyms were used on the students reflective journals to maintain
anonymity. This anonymity ensured that the research site or any individuals involved in the
study were not identifiable by others (Walford, 2005). Any data that was collected was only
used for the purpose of the Master of Education in the Froebel Department and will be
destroyed within the minimum period of six years consistent with the University Guidelines.
Electronic and physical data will be destroyed using confidential shredding and secure

deletion of digital documents.

3.10 DATA ANALYSIS

Qualitative data analysis is flexible as a range of methods can be used to interpret and
analyse the data. There are ‘often multiple interpretations to be made of qualitative data’
(Cohen, Manion & Morrison, 2018: 643). As mentioned above, the qualitative data methods
chosen for this study were teacher observation, reflective journals, questionnaires and a
critical friend group. When interpreting the data, I had to identify different analytical
categories using defined criteria and standards of judgement (McNiff, 2013). Reflective
thematic analysis was the method that I chose to analyse the data.

3.10.1 REFLECTIVE THEMATIC ANALYSIS

Reflective thematic analysis is a qualitative data analysis approach which involves
identifying significant patterns that emerge in a data set (Braun & Clarke, 2012). The
researcher plays an active role in shaping the knowledge (Braun & Clarke, 2019), as the
codes or themes are created through their interpretation of the data. Researchers can derive
different codes and themes from the same data depending on their individual interpretation
of a dataset (Byrne, 2022). I used Braun and Clarke’s (2022) updated six-phase thematic
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analysis framework (Figure 4) to analyse the data. [ began by reading and reflecting on the
data that I had collected. 1 had some initial thoughts and interests in the data, which Braun
& Clarke (2006) recognise can happen when a researcher has previous knowledge of the
data. | interpreted the data and derived any significant codes from the data. The next stage
of the analysis was to identify themes from the dataset and recognise their significance for
the research (Braun & Clarke, 2006). With continued reflection and meta-reflection I began
to refine any emerging themes from the data to generate knowledge. The final stage of the
analysis is to produce a report which not only highlights the narrative the story conveys but
can ‘make an argument in relation to your research question’ (Braun & Clarke, 2006: 93).
The six phase thematic analysis is outlined in (Figure 3.8).
Step 1:

Familiarisation
with data

Step 2:
Generation of
initial codes

Step 5:
Defining and
naming themes

g
themes

Figure 3.8: Braun & Clarke (2022) Six Phase Thematic Analysis Framework

3.11 CONCLUSION

This chapter outlined the research methodology and methods that were used to answer my
research question, ‘How can [ enhance the social-emotional skills of pupils in a primary
school classroom?’. There were various ethical considerations examined and discussed in
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this chapter. The research design and intervention were outlined to show the possible ethical
issues that may have arisen in the study. The close of the chapter details the data analysis
that took place when all data had been collected at the end of the study. The findings of this

data analysis will be discussed in greater detail in the next chapter.
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CHAPTER FOUR: FINDINGS

4.1 INTRODUCTION

This chapter presents the key findings arising from this study’s research question, ‘How can
I enhance the social-emotional skills of pupils in a primary school classroom? . This chapter
analyses the data collected from action research cycle one and cycle two. Children were
given a questionnaire at the beginning and end of the study. The children also recorded in
their student reflective journal which served as a data source. The children were observed
throughout the day and key observations were recorded from morning meetings, the
behaviour in class and the behaviour on yard. | engaged in regular discussions with critical
friends about these observations throughout the study. Finally, 1 reflected in my teacher
reflective journal using two reflective frameworks. These frameworks were Schons
reflection-in-action and reflection-on-action model (1983) and Brookfield’s Four Lenses of
Critical Reflection (2017). Braun and Clarkes (2022) thematic analysis was used to code and
theme the rich data. Several themes were found in the dataset which were eventually refined
resulting in three main themes emerging from the data (Figure 4.1). The themes of this study
are the importance of meaningful content, relationship building and using the voice of the
children. Throughout this chapter, the key findings are discussed and analysed using data
from all participants of the study. The findings draw on supporting literature from chapter
two. An exploration of the changes that were implemented in cycle two and the impact that
this made will also be included as part the findings. The next part of the chapter will explore

in detail the data analysis method chosen for this study.

4.2 DATA ANALYSIS

A full data analysis was undertaken for this study using Braun and Clarkes (2022) six-step
process model. Data was collected from two research cycles that took place over twelve

weeks. The first cycle took place over six weeks, followed by a six-week cycle in the second
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part of the research study. There were six themes considered in my intervention which
included respect, kindness, friendship, teamwork, emotional skills and self-regulation.
Initially I familiarised myself with the data by reading through the data after each theme was
introduced to the class. | had regular discussions with my critical friend group about the data
arising from the study. I also reflected in my reflective journal daily about observations that
were made about the dataset. Braun and Clarke (2022) highlight that the researcher refines
their understanding of initial data by moving back and forth between the entire dataset. |
highlighted initial codes from the data which were topics reemerging from the dataset. These
codes were divided into five emerging themes; relationship building, community,
meaningful content. belonging, child's voice. I explored the themes and identified common
words and phrases that were relevant to each theme (See Table 4.1 for an insight into this

part of the coding process in my teacher reflective journal).

Date Theme Journal Entry
Reflective Journal Entry Meaningful content I made the scenarios that
11/02/25 occur often in the classroom
as part of the activity.
Reflective Journal Entry Community The children are learning
14/02/25 about others in the class that
maybe they wouldn’t learn
about from interactions in
the class.
Reflective Journal Entry Relationships between the | I expected the children to
06/02/25 children invite their “close’ friend to
sit beside them. However,
many children asked
children that they may not
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necessarily interact or play
with on yard.

Reflective Journal Entry

07/02/25

Childs Voice

I found that the children
were quite honest with all of
their remarks and relating to

the situation.

Figure 4.1: Demonstration of the Coding Process

The researcher has an active role when dealing with a dataset. Themes are not discovered

unless the researcher engages with the data to uncover them (Kushnir, 2025). This

engagement with the data allowed me to refine my findings into three themes (Figure 4.2);

The importance of meaningful content, relationship building and voice of the children. These

findings will be explored in greater detail in the following part of this chapter.

Finding 2:

Finding 1:
The
Importance of
Meaningful
Content

Relationship

Building

-

Finding 3:

Using the
Children's
Voice

Figure 4.2: Three Key Findings of this Study
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4.3 THEMATIC FINDING 1: THE IMPORTANCE OF MEANINGFUL CONTENT

4.3.1 PLANNING MEANINGFUL CONTENT

The triangulation of data highlighted the importance of ensuring that the content in the
intervention was meaningful for the children. This had an impact on the children’s ability to
connect with and interpret the social-emotional skills being taught to them in morning
meetings. The teacher has a particular role when implementing a social-emotional
programme or intervention in a classroom. As outlined in chapter two, the Wellbeing Policy
Statement and Framework for Practice (2018) emphasises the critical role that teachers have
in supporting and nurturing a child’s wellbeing in the classroom. Children spend a
significant amount of time in school, which Schonert-Reichly (2017: 138) describes teachers
as the ‘engine that drives SEL programs and practices in schools and classrooms’. Many
learning opportunities can arise when teachers are given the autonomy to promote social-
emotional learning. In chapter two Binfet er al. (2023) examine how this flexibility
influences teachers’ professional development and helps foster social-emotional learning
within their classroom. My flexible role in this study allowed me to plan an intervention to
suit the needs of the children in my class. This research study was grounded in initial
observations of my class to identify which social-emotional learning opportunities would
most effectively support their development. At the beginning of the research I used this
autonomy to choose specific themes that were meaningful to the children in my class. A
recent journal entry depicts this insight as I reflected on why I chose specific themes for my

class (Figure 4.3).
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Figure 4.3: Journal Entry 10/03/15 - Choosing Themes for the Study

4.3.2 FLEXIBILITY IN PLANNING

The importance of flexibility became evident during the early stages of the study. This
flexibility informed the planning of lessons for morning meetings. In chapter two, there is a
particular focus on the significance of careful planning and preparation for social-emotional
interventions. Teachers must feel confident in implementing these interventions in the
classroom (Cline et al., 2023). A pre-study questionnaire provided an insight into the
children’s abilities within each thematic area. An example of the responses to the pre-
questionnaire (Figure 4.4 & Figure 4.5) demonstrated the children’s abilities in the skills

that were going to be taught to them in the intervention.
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QUESTION 4:1 AM KIND TO OTHER PEOPLE?
a5%

B Alotlike me
[ Alittle like me
I Not at all like me

95.5%

Figure 4.4: Response to the Pre-Cycle Questionnaire — Question 4

QUESTION 5: 1 HAVE SOMEONE TO PLAY WITH AT SCHOOL?
45%

- A lot like me
[ Alittle like me
I Notatall like me

Figure 4.5: Response to the Pre-Cycle Questionnaire — Question 5

At the beginning of each theme the children were asked to share what they knew about each
social-emotional learning theme. Students documented their understanding in their
reflective journals through writing or drawing. A prompt was given to ensure that the work

was focused (Figure 4.6).
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Figure 4.6: Entries from Student Reflective Journal 06/02/25

This flexibility in planning allowed me to understand the children’s current abilities and
determine which skills I could teach them in the intervention. The morning meetings were
planned to suit the needs of the children and the skills that were important for them to learn.
4.3.3 MAKING CONNECTIONS

During the first action research cycle, the children started to connect the content with their
own personal experiences. [ reflected in my journal as 1 observed the children making these

conncctions on the first weck of morning mectings being introduced to the class.

Reflective Journal Entry 21/01/25: “The children were focusing on scenarios that
are ‘respectful’ and 'disrespectful’. It was interesting to see the children react to

‘disrespectful scenarios’ however | remind them that these scenarios happen in
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the class and on yard. ‘| have seen people push each other in the line’ | have
seen people call each other names’. Many children nodded their heads as they

recognise that this happens in their class”

The children also began to make connections in their student reflective journals in the first
action research cycle. After each theme was taught, the children recorded in their student
reflective journals. An example of the children’s responses can be seen in (Figure 4.7),
where the children recorded what they will do in the classroom. A report by Jones &
Bouffard (2012) mentioned in chapter two emphasises the importance of embedding social-
emotional learning into the core culture of the classroom. The report highlights the need for
social-emotional skills to be meaningful and sustained for the children. The children were
beginning to make connections with what they could do in their own classroom or even

outside of school.
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Figure 4.7: Entries from Student Reflective Journals 18/02/25

4.3.4 MEANINGFUL CONTENT

As the children were making these connections I realised the importance of making the
content meaningful for the children. In the first action research cycle, 1 planned lessons in
advance which were structured around the theme of the morning meeting. Through critical
reflection in my journal, I realised the importance of the children's contributions to the study
and their connections with each lesson. During the morning meetings, 1 listened to the
children and took a record of their engagement. The children were also observed in class

and on yard to bring these observations into morning meetings.

Reflective Journal Entry 25/02/25: “The statements were relatable for the class.
For example, one statement spoke about a child ‘leaving their bottle at home and
another child giving them a drink’. One child said ‘Maybe their Mum or Dad are
working’. Another child said 'They keep leaving it at home’. The statements made

them think about their own lives”.
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In cycle two, the children were consistently making connections in morning meetings with
experiences that happened in their own lives in school or at home. This reflective journal

entry depicts the connections that the children made with a story during a morning meeting.

Reflective Journal Entry 26/02/25: “The children were able to make their own
connections with the story. One child spoke about when it happened at swimming
‘I felt lonely on the bus’. Another child made the connection when a new boy

Joined the class for a couple of weeks ‘| wonder how the boy felt joining our class”

Other times the children recorded these in their student reflective journal as part of activities.

An example of some of these meaningful responses are pictured below (Figure 4.8).
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Figure 4.8: Entries from Student Reflective Journals 01/04/25
The data in this study also reveals instances where children found it difficult to make
meaningful connections to the skills being taught to them. These moments were crucial for
the study as they revealed the importance of ensuring that the children were able to connect
meaningfully with the data. The following examples (Figure 4.9) illustrate when the children
found it difficult to engage with a particular theme being taught to them in a morning
meeting. The children wanted to record in their journal at these particular times, however,

they were unable to make a meaningful connection.

60




fos|es 7~ {:{Ql = L olC
Winen Tae

L dont cex
Jeal jow>

Figure 4.9: Entries from Student Reflective Journals
The data in this study demonstrated the significance of delivering social-emotional
interventions with content that is meaningful and relevant to the children. At the beginning
of the research the flexible approach allowed me to plan morning meetings that suited the
needs of the children. Through critical reflection, 1 observed that this had an impact on the
content being taught to the children as they could connect with it. The connections that the
children made with the content positively influenced the children’s ability to engage with

and apply the social-emotional skills being taught to them.

4.5 THEMATIC FINDING 2: RELATIONSHIP BUILDING

4.5.1 INTERACTIONS BETWEEN THE CHILDREN

A key aim of this research was to explore the effectiveness of morning meetings as an
intervention to improve social-emotional skills. As stated in chapter two research undertaken
by Abry et al. (2017) found that emotional interactions were higher quality in classrooms
that used morning meetings. My research correlates with this as I found that there were more
positive interactions between the children in my classroom after morning meetings were
implemented. There are several entries in my teacher reflective journal at the beginning of
the year that reflect the relationships between the children. The entries depict the difficult
conversations that I had with the children outside my classroom after yard or from situations
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that happened in the classroom (Figure 4.10). The pre-cycle survey also indicated that more

than half of the class chose ‘a little like me’ when asked whether they feel happy in school

(Figure 4.11).

Figure 4.10: Reflective Journal Entry 07/10/24

QUESTION 1: 1 FEEL HAPPY AT SCHOOL?

9.1%

- A lot like me

45.5%

- A little like me
- Not at all like me

Figure 4.11: Pre-Cycle Questionnaire
The interactions between the children on yard was similar. In the pre-cycle questionnaire,
the majority of children chose the answer ‘a little like me’ when asked about whether they

had someone to play with on yard (Figure 4.12).
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QUESTION 5:  HAVE SOMEONE TO PLAY WITH AT SCHOOL?
4.5%

P Alot like me
~ | Adlittle like me

I Notat all like me

Figure 4.12: Pre-Cycle Questionnaire
At the beginning of the year reflective journal entries recorded incidents which reflected this
situation in the class and on yard. Children were being left alone on yard and they were being
excluded from class games. My own observations alongside observations from critical

friends revealed a pattern of exclusion for some children.

Reflective Journal Entry 12/09/24: “On yard a girl was being left out by other
children. The children weren't letting her play the game on yard. They were also

saying that the child was pushing them”.

Critical Friend 18/09/24: “One child appears to be jealous if other children try to
play with her friend on yard. She pushed a child on yard and called another child

a name”.

4.5.2 BUILDING CONNECTIONS
In the first cycle of this study, the findings of the data highlighted the improvement in the

classroom culture when morning meetings were implemented. Data in my reflective journal
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and from my critical friends depicted the relationships that the children were building with
one another. As mentioned in chapter two, The Wellbeing Policy Statement and Framework
for Practice (Department of Education, 2018) outlines guiding principles to implement
wellbeing in schools. One of the key principles of the framework is that wellbeing initiatives
should foster a sense of belonging in the school community. Allen & Bowles (2012: 108)
emphasised that ‘schools have an important role in building social networks for individuals
and offer unique opportunities for influencing belonging’. My research correlates with this
as there was a shift in classroom culture when morning meetings were implemented in the
first cycle of the study.

The skills that the children learnt in morning meetings were visible in the class and on the
yard. The children were motivated to use the skills that they were learning in each theme.
The extracts shown below (Figure 4.13) are an example of how the children expressed their

intentions to show kindness in the classroom.

Prompt: I will show kindness in my classroom by ..

“I will help someone” (Child L, 18/02/15)

“I will stand up for my friend” (Child G, 18/02/25)

“Sharing with others” (Child O, 18/02/25)

“Give a compliment” (Student S. 18/02/25)

"“Let people join your game” (Student I, 18/02/25)

‘Clean without being asked” (Student T, 18/02/25)

Figure 4.13: Entries from Student Reflective Journals 18/02/25

4.5.3 DIFFERENT PERSPECTIVES
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This finding was notably evident in action research cycle two as I used Brookfield’s Four
Lenses of Critical Reflection (2017) in my teacher reflective journal. It revealed the
relationships that were developing among the children from four different perspectives. A
critical friend made an observation about the children on yard which affirmed this

development.

Critical Friend 26/02/25: “I have noticed an improvement with the children's
behaviour on yard. Student X and Student J were constantly telling on each other

at the start of the year. | have noticed that they rarely tell on each other now”

Critical Friend 24/03/2025: ‘| noticed that Student J stood up for Student D on
yard. Student J asked for a ball back from a boy who had taken it from Student D.

Wow that wouldn’t have happened at the start of the year”

Another observation from a morning meeting revealed the way that the children were

intentionally using their skills in the classroom.

Reflective Journal Entry 28/02/25: “One child who would be regularly left out in the
class and on the yard had brought in her sisters toy from home for the ten star
reward. Her sister came to collect the teddy as she took it from her but Student D
was very upset about this. A child stood up during the morning meeting to share

her teddy that she had brought in for the reward”

A child made a comment that resonated with the children in a morning meeting in cycle two

(Figure 4.14). The children were talking about a trusted friend or adult that they could talk
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to if they were upset. This highlighted the meaningful relationships that were developing

between the children from the perspective of the children.

Figure 4.14: Reflective Journal Entry 02/04/25

When the data was compared in action research cycle one and two, it demonstrated that the
children were actively building positive relationships with one another. Using Brookfield’s
Four Lenses of Critical Reflection (2017) allowed me to consider this from four different
lenses. This finding was supported by insights from critical friends and students as they
observed similar behaviours in the class and on the yard. This affirmed that the relationships

between the children changed noticeably when they had participated in morning meetings.

4.6 THEMATIC FINDING 3: USING THE CHILDREN’S VOICE

4.6.1 THE IMPORTANCE OF THE CHILDREN’S VOICE

A key aim of this rescarch was to enrich my understanding and teaching of social-emotional
learning to children. One of the findings of the study revealed the importance of the children
using their voice during the study. Lundy (2018), who developed the Lundy model,
emphasises that children have the right to have their views taken seriously and given
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appropriate consideration when decisions affect them. This study aligns with my value of
respect as | ensured that the children’s voices were heard throughout the intervention. The
children were valued as co-participants at all stages of the study. The children were listened
to during morning meetings, they used student reflective journals as part of the intervention
and questionnaires were utilised to measure the effectiveness of the intervention.

4.6.2 Creating a safe environment

The structure of the morning meetings allowed the children to use their voice. The children
were never pressured if they didn’t feel comfortable speaking in front of others. In Chapter
two, Bondy & Ketts (2001) describe the structure of the four components of morning
meetings. In each component of morning meetings they highlight the use of the children’s
voices as they develop crucial skills. An example of this is the sharing element of the
meetings as children develop listening skills, turn taking and are encouraged to ask questions
that are relevant. This aligns with my study as the children were given the opportunity to
use their voice in the study to develop their skills. It took time for the children to become
confident in using their voice in the intervention.

At the beginning of the study, [ observed that children were more reluctant to use their voice
in morning meetings. Many children felt uncomfortable or found it difficult to share in front
of the class. The children were asked to share ‘two stars and a wish’ (See Appendix M) at
the end of action research cycle one. The responses from this depict that many children felt

uncomfortable speaking in front of others in the morning meetings

““I"'m uncomfortable around other people”

“I don't like saying hi”

“I don’t like talking”

‘I get uncomfortable”

I wish | could go outside”
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“I don’t like sitting on the floor”

Figure 4.15: (Anonymous) Two Stars and a Wish: Morning Meetings
In action research cycle two, the children began to gain more confidence when using their
voice in morning meetings. An inciteful moment occurred when the children were taking
their post-cycle two survey. One child spoke about how her perspective changed on morning

meetings highlighting how she felt more confident speaking out and using her own voice.

Reflective Journal Entry 07/05/25: “"One child gave an insightful observation today.
‘At the start | didn't like talking in morning meetings. | even wrote that | feel
uncomfortable talking once. Now | don't mind talking at all”

4.6.3 DEVELOPING CONFIDENCE

The voice of the children was an important factor for allowing the children to decide whether
their social-emotional skills had improved. The children were given a questionnaire before
and after the intervention was implemented. The questionnaires were responded to
anonymously as I felt that the children would give more honest answers to the questions. In
chapter three, | considered the power dynamics that may exist in this intervention. The
children may be more inclined to agree with any responses that the teacher proposes as they
feel that it what the teacher wants to hear (Cohen, Manion & Morrison, 2018). The children
were able to respond to the questionnaires more openly and truthfully when they were given
anonymously.

In an anonymous questionnaire, the children responded to the same twelve questions in a
pre-cycle one and post-cycle two. An example of the responses from one of the questions

from pre-cycle one (Figure 4.1.1) and post-cycle 2 (Figure 4.1.2) are shown below. The

responses show that more children responded with ‘a lot like me” in the post-cycle
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questionnaire. The questionnaire gave the children the voice to express whether they felt

that they had developed their skills.

Question 1: | feel happy at school

10
o

Alot like ma Alitle like me Mot at all like ma

@

-

=

Figure 4.16: Pre-Cycle Questionnaire — Question 1

Question 1: | feel happy at school

Alot like me: Alictle B me Not at &l like me

Figure 4.17: Post-Cycle Questionnaire — Question 1
The children were honest with their responses as there were children that felt that they hadn’t

improved their skills (Figure 4.18 and Figure 4.19). The example shown below revealed the
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difference in the responses when asked the question ‘If someone hurts my feelings I know

what to do?’. More children responded with ‘Not at all like me’ in the post-cycle survey.

Question 9: If someone hurts my
feelings | know what to do

20

15
10
6
0 - =

Alot like ma Alittle like me Nat at all ke me

Figure 4.18: Pre-Cycle Questionnaire

Question 9: If someone hurts my
feelings | know what to do

12
10
a
6
4
1]

Alot like me Alittha like ma Mot at all like me

Figure 4.19: Post-Cycle Questionnaire
When the children were given this agency to use their voice in the study, it revealed whether
the children had improved their skills from their own perspective. They became increasingly

confident in using their voice, and they became more engaged in action research cycle two.
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I could see that the children’s social emotional skills were improving from the observations
that [ made in the class and on yard. I found that giving the children the voice to decide
whether their skills improved contributed to the validity of the research findings.

4.7 Conclusion

This chapter presented and discussed the findings from this self-study action research. The
findings presented here demonstrate the effectiveness of meaningful content when teaching
social-emotional learning. The data revealed that the children were more likely to improve
their social-emotional learning when they could connect with it in their lives. The study also
highlights the relationships that develop between pupils when they engage in morning
meetings. The data alluded to the importance of the voice of the children in the study and
how it shaped the study. Through reflection, I gained an insight into the effectiveness of
teaching the children social-emotional skills using morning meetings as an intervention.
This study supported me in recognising the extent to which I value care, respect and
relationships in my practice. It allowed me to implement a practice that aligns with these
values. The conclusion and recommendations for this study will be explored in the next

chapter.
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CHAPTER FIVE: CONCLUSION AND RECOMMENDATIONS

5.1 INTRODUCTION

This self-study action research was carried out with the aim of enhancing the social-
emotional skills of primary school pupils in my classroom. The intervention of morning
meetings was implemented to investigate the strategies examined in this study. Glenn et al.
(2023) suggest that a research idea emerges from the values of a researcher and what they
recognise is important to them. This study was guided by my core values of care, respect
and relationships. Action research deemed a suitable approach to this study as one of the key
principles is to ensure that it is guided by ones values. This chapter will summarise the
research of this study and explore the limitations that arose as I carried out the research. |
will outline my claim to knowledge and the impact of this study on my professional practice,
my school community and the wider community. The final part of this chapter will conclude
with a short reflection on my experience of this entire study. Engaging in action research
has deepened my personal and professional practice, which was enlightened by my

commitment to enhance my teaching as part of my Masters journey.

5.2 SUMMARY OF RESEARCH

A self-study action research approach was chosen as it enabled me to conduct research in
my own classroom. It also gave me the autonomy to carry out an intervention in my
classroom with the pupils being co-participants in the study. The study was shaped by my
own personal values which aligns with one of the core principles of action research. My
values of care, respect and relationships were used to validate the progress throughout each
cycle. Prior to this study, I felt that my classroom environment embodied the values that I
hold as an educator. There were classroom displays that promoted positive relationships

among the children in my class. | also used teaching approaches that aligned with the values
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I wanted to model for my pupils. 1realised as I reflected on my teaching practice that this
was not enough in my practice. | was experiencing myself as a living contradiction
(Whitehead, 1989) as | could see that my values were not living out in my practice. I decided
to implement an intervention that focused on improving the social-emotional skills of
primary school pupils in my classroom.

This study required two cycles which were distinguished by the reflective approach used in
each cycle. Initially, | wanted to change the intervention in each cycle but as 1 reflected on
my practice | knew that the morning meetings were working well in the study. This is when
I decided to change the reflective approach and in the first cycle Schons model of reflection
(1983) was adopted. In the second cycle, Brookfield’s Four Lenses of Critical Reflection
(2017) were used to facilitate a deeper reflection. As I changed my reflective approach, it
revealed which aspects of the intervention were working effectively. My reflection shifted
towards the perspective of others rather than focusing on my own observations of the
morning meetings.

As [ reviewed the literature, morning meetings presented as a suitable intervention that could
be used in the study. | recognised that I could use this structure to teach the children specific
social-emotional skills every morning. Data was collected through my reflective journal, a
student reflective journal, observations and student questionnaires (baseline and
endline). This study found that teaching the children social-emotional skills improved their
relationships with other children in the class. There were more positive connections between
the children when comparing the data at the beginning and end of the study. Another finding
which would be very important when teaching social-emotional skills is that the content
must be meaningful to the children for them to connect and use the skills. Lastly, the use of

the children's voice was important for this study as the children became increasingly
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confident when sharing in morning meetings. It also determined the skills that were taught

to the children and the content for each morning meeting.

5.3 LIMITATIONS OF THE STUDY

There were some challenges associated with this study, which could be considered for future
research in this area. Firstly, self-study action research was the chosen research paradigm
for this study. Self-study action research allows a researcher to illuminate their classroom
showing others an insight into their practice (McDonagh er al., 2019). This research was
carried out with my own class due to the nature of this research. The exploration of
enhancing the social-emotional skills of pupils was not explored further than my own
classroom. The findings in this study are related to a first-class age group within the
mainstream class setting. A future exploration in this area may yield different results at
another class level.

Another limitation was that there was a large absenteeism rate in the class at the time of the
study. Many children missed participating in morning meetings as they were absent on
sporadic days. There were also children taken out for learning support at the same time as
the morning meetings. These are normal circumstances and the reality of my classroom but
this would have had an impact on the findings of the study. There were children in the class
who didn’t participate in all of the morning meetings.

The final limitation of this study is related to the literature surrounding this area of research.
This study was a unique approach that is not well researched in an Irish context. There is a
multitude of literature on using morning meetings as an approach in a classroom. Although,
there is a lack of literature on explicitly teaching social-emotional skills through morning
meetings. The wvalidity of this research is deeply rooted in my values and through
Brookfield’s Four Lenses of Critical Reflection (2017) from the participants of this study.
There has been a particular focus on Wellbeing in educational policy development in recent
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years (Meegan, 2023). With the introduction of the New Primary Curriculum framework
(2023) there is a need to research Wellbeing in an Irish context. One of the competencies
‘Being Well’ focuses on developing social and emotional skills. There appears to be a lack
of knowledge on approaches that can be used to promote Wellbeing in an Irish classroom.
This study draws upon literature from United States and United Kingdom classrooms which

is an important factor to take into account.

5.4 PERSONAL SIGNIFICANCE

This study has had an impact on both my personal and professional practice. The aim of
action research is to ‘show personal and collective processes of learning’ with the potential
to generate a living theory (McNiff, 2016: 21). I believe that this self-study action research
has changed my practice in the classroom for the better. As part of this study, [ had to become
areflective practitioner which was a new experience for me as a teacher. I used two reflective
approaches in this study namely, Schon’s reflection-in-action and reflection-on-action
model (1983) and Brookfield’s Four Lenses of Critical Reflection (2017). Using these
lenses, it revealed that [ was in fact experiencing myself as a ‘living contradiction’. | believed
that I was living close to my values of care, respect and relationships in my practice. As |
reflected on my practice, it was evident that these values were not as prominent in my
practice as | had expected. This study allowed me to implement an approach that lives more
closely to my values. I will continue to use a teacher reflective journal on a weekly basis
using these reflective approaches. This study allowed me to gain deeper insight into my
teaching approaches and improve my teaching practices. This is an area that is important to
me and | can see how becoming a reflective practioner will constantly improve my teaching.
Another significance of this study is that I have become more confident to share with my
colleagues. I was working alongside two colleagues as part of this study who gave me advice
and gathered observations as part of this research. I was able to share my results and the
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benefits of this study with these teachers at the same class level. This study gave me the
opportunity to share with others as | knew that | had grasped a good understanding from this

study.

5.5 PROFESSIONAL SIGNIFICANCE

This self-study action research has also enhanced my professional practice. In my approach
to teaching, [ will adopt morning meetings at the beginning of each day. This study explored
the impact of implementing morning meetings over a twelve-week period. I am intrigued to
see the benefits of adopting morning meetings in my class from the start of the year. It is
apparent that morning meetings can be used at any class level in a primary school setting.
There will be a change to my practice next year and | will be teaching at a different class
level where I can explore this in my practice. Another significance of this study has shown
me the importance of prioritising Wellbeing in the classroom. When there was a designated
time allocated for morning meetings the children began to value the importance of
communicating with one another and learning new skills. 1 began to see changes in the
children's behaviour and their relationships with one another in the class. Prior to this study
I observed that this was not valued within my classroom. My approach was different as I
taught a thirty-minute SPHE lesson on a weekly basis. It was also based on informal

conversations with the children as situations arose in the classroom.

5.6 RECOMMENDATIONS

5.6.1 FUTURE RESEARCH

Reflecting on this self-study action research which centred on enhancing the social-
emotional skills of primary school pupils I can see that there are opportunities for future
enquiry and development. With the introduction of the New Primary Curriculum Framework

(Department of Education, 2023) as mentioned above, teachers must be aware of the most

76




effective strategies for teaching wellbeing in schools. I suggest that research is carried out
on effective interventions and strategies to teach social-emotional skills to children in Irish
schools. An emphasis must be placed on researching both the short-term and long-term
effects of these interventions within the Irish educational context. The research findings
should be disseminated to teachers and educators in primary schools. Based on these
findings, targeted funding should be allocated to schools so that teachers are given
comprehensive training and essential resources to deliver interventions.

5.6.2 FUTURE PRACTICE

I have seen the significance that this study has been on my own practice and I would love to
share this with others. [ would recommend that teachers consider using morning meetings
in their own classroom to teach social-emotional skills. I plan to share my findings with
colleagues in my school community as this is an approach that can be used at all class levels,
I also aspire to share my findings as part of a Continuing Professional Development (CPD)
training course and highlight the benefits of using morning meetings in an Irish classroom.
I want to explore this further by writing a journal article for the Irish Educational Studies.

This will share the findings with other educators across Ireland.

5.7 CONCLUSION

This chapter gave an insight into the journey of this research and the development of this
study in my classroom. I explored the significance of this study for both my personal and
professional practice. This study has had great significance that will change my practice
even as | explore teaching at other class levels. There are recommendations highlighted in
this chapter that should be considered for future practice. There was a focus on both
professional and personal recommendations as part of this. To conclude this chapter, [ want

to allow you as a reader to consider this one final thought.
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5.8 FINAL REFLECTION

As 1 bring my self-study action research to a close, I recognise that this study has changed
my future practice for the better. This study made me realise the possibilities that reflection
can bring to an educators practice. It was only through critical reflection of my practice that
this study became possible. As I continued to reflect on my practice throughout the study it
illuminated my values of care, respect and relationships which I will continue to embody in
my practice. | hope to continue to provide a classroom whereby each child feels safe and

supported.

78




References:

Abrar, M. & Sidik, E.J. (2019) Analysing ethical considerations and research methods in
children research. Journal of Education and Learning [online]. 13(2), 184. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri
c_primary EJ1325190 (accessed 12 July 2025).

Abry, T., Rimm-Kaufman, S. & Curby, T.W.(2017) “Are All Program Elements Created
Equal? Relations Between Specific Social and Emotional Learning Components and
Teacher-Student Classroom Interaction Quality”, Prevention Science [online]. 18(2), 193-
203. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_miscellaneous 1852668417 (accessed 16 July 2025).

Allen, K.A. & Bowles (2012) Belonging as a guiding principle in the education of
adolescents. Australian Journal of Educational & Developmental Psychology [online]. 12,
108-119. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri
¢_primary_ EJ1002251 (accessed 25 April 2025).

Ashdown, D.M. & Bernard, M.E. (2012) Can explicit instruction in social and emotional
learning skills benefit the social-emotional development, well-being, and academic
acheievment of young children? Early Childhood Education Journal [online]. 39(6), 397-
405. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals 913730117 (assessed 22 October 2024).

Bailey, R, Stickle, L., Brion-Meisels, G. & Jones, S.M. (2019) Re-imagining social-
emotional learning: Findings from a strategy-based approach, Phi Delta Kappan [online).

100(5), 53-58. Available at:

79




https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals 2237830895 (accessed 02 May 2025).

Banerjee, R., Weare, K. & Farr, W. (2014) Working with ‘social and emotional aspects of
learning’ (SEAL): Associations with school ethos, pupil social experiences, attendance,
and attainment, British Educational Research Journal [online], 40(4), 718-742. Available
at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_miscellaneous 1617228920 (accessed 26 July 2025).

Battistich, V., Solomon, D., Watson, M. & Schaps, E. (1997) Caring school communities,
Educational Psychologist, [online]. 32(3), 137-151. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals 3098960940 (accessed 23 July 2025).

Baroody, A.E., Rimm-Kaufman, S.E., Larsen, R.A. and Curby, T.W. (2014) The Link
Between Responsive Classroom Training and Student-Teacher Relationship Quality in the
Fifth Grade: A Study of Fidelity of Implementation. School psychology review [online].
43(1), 69-85. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_ga
le_infotracmisc A364693564 (accessed 05 May 2025).

Barry, M.M ., Clarke, A.M., Dowling, K. (2017) Promoting social and emotional well-
being in schools. Health Education [online]. 117(5), 434-451. Available at:

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_cr

ossref primary 10 1108 HE 11 2016 0057 (accessed 24 July 2025).

80




Billy, R.J.F. & Garriguez, C.M. (2021) Why Not Social and Emotional Learning?, English
Language Teaching [online]. 14(4), 9-15. Available at:

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri

c_primary EJ1292985 (Accessed 29 July 2025).

Binfet, J., Green, F.L.L., Roche, S., Scott, C. (2023) When teachers have autonomy to
create SEL initiatives: Conceptualizations and iterations. International Journal of
Emotional Education [online]. 15(2), 156-163. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_do
aj_primary oai_doaj_org_article 27180afldf4c472d9db69e08856343d2 (accessed 02
May 2025).

Bondy, E. & Ketts, S. (2001) “like being at the breakfast table”: The power of classroom
morning meeting, Childhood Education [online]. 77(3), 144-149. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri
c_primary EJ633396 (accessed 04 July 2025).

Botvin, G.I. & Griffin, K.W. (2014) Life skills training: Preventing substance misuse by
enhancing individual and social competence. New Directions for Youth Development
[online]. 2014(141), 57-65. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_miscellaneous 1518622656 (accessed 20 July 2025).

Bradbury, H., Lewis, R. and Columbia, D. (2019) Education Action Research: With and
for the Next Generation In: Mertler, C.A, ed. (2019) The Wiley Handbook of Action
Research in Education. New Jersey: Wiley Blackwell. Ch. 1.

Braun, V & Clarke, V. (2022) Thematic analysis: a practical guide to understanding and

doing. Los Angeles: SAGE Publications.

81




Braun, V. & Clarke, V. (2019) Reflecting on reflexive thematic analysis. Qualitative
Research in Sport, Exercise and Health [online]. 11(4), 589-597. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_in

formaworld taylorfrancis 310 1080 2159676X 2019 1628806 (accessed 15 July 2025).

Braun, V. & Clarke, V. (2012) Thematic Analysis, in Cooper, H., Camic, P.M., Long,
D.L., Panter, A.T., Rindskopf, D. & Sher, K.I. (eds), 4PA Handbook of Research Methods
in Psychology, Vol 2: Research Designs: Quantitative, qualitative, neuropsychological

and biological, Washington: American Psychological Association, 57-71.

Braun, V. & Clarke, V. (2006) Using thematic analysis in psychology. Qualitative
Research in Psychology [online]. 3(2). 77-101. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals 223135521 (accessed 20 June 2025).

Brookfield, S. (2017) Becoming a Critically Reflective Teacher. 2nd ed. San Francisco:
John Wiley & Sons.

Bruce, S., Fasy, C., Gulick, J., Jones, J. & Pike, E. (2006) Making morning circle
meaningful, Teaching Exceptional Children Plus [online]. 2(4). Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri
¢ _primary EJ967103 (accessed 07 July 2025).

Buber, M. (1970) I and thou. 3'4 ed. Edinburgh: T&T Clark.

Byme, D. (2022) A worked example of Braun and Clarke’s approach to reflexive thematic
analysis. Quality & Quantity [online]. 56(3), 1391-1412. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals 2659818893 (accessed 20 June 2025).

Campbell, A., McNamara, O. & Gilroy, P. (2004) Practitioner research and professional

development [e-book]. London: SAGE Publications Ltd. Available at: Maynooth
82




University Library website
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/1j1qd9c/alm
a9920575877306276 (accessed 27 July 2025).

Carroll, Houghton, Forrest, McCarthy & Sanders-O’Connor (2020) Who benefits most?
Predicting the effectiveness of a social and emotional learning intervention according to
children’s emotional and behavioural difficulties, School psychology international
[online]. 41(3), 197-217. Available at:

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi pr

oquest_journals 2401627938 (accessed 27 July 2025).

Collaborative for Academic, Social, and Emotional Learning (2020). CASEL’s SEL
Framework: What Are the Core Competence Areas and Where Are They Promoted?.
Collaborative for Academic, Social, and Emotional Learning: Chicago. Available at:

https://casel.org/casel-sel-framework-11-2020/ (accessed 20 August 2025).

Clark, J.S., Porath, S., Thiele, J. and Jobe, M. (2024) Action Research [e-book].
Manhattan: New Prairie Press. Available at: Maynooth University Library website
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/1j1qd9c/alm
a9920723714506276 (accessed 29 April 2025).

Cline, E., Lingle, L., Ippolito, M., Ksiazek, K., Al-Bataineh, A., Adel, Majedah. and Abu,
Al-Rub. (2023) Responsive Classroom Curriculum and its Impact on Student Behavior.
The Turkish online journal of educational technology [online]. 22(1), 191-205. Available
at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri
c_primary EJ1375896 (accessed 20 May 2025).

Cohen, L., Manion, L. & Morrison, K. (2018) Research methods in education. 8" ed.

London: Routledge.

83




Collie, R.J., Shapka, J.D. & Perry, N.E. (2012) School climate and social-emotional
learning: Predicting teacher stress, job satisfaction, and teaching efficacy, Journal of
Educational Psychology [online]. 104(4), 1189-1204. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals 1149955886 (accessed 29 May 2025).

Colverd, S. & Hodgkin, B. (2011) Developing emotional intelligence in the primary school
[e-book]. Abingdon: Routledge. Available at: Maynooth University Library website
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/1j1qd9c/alm
a9920561897106276 (accessed 25 July 2025).

Coskun, K. & Oksuz, Y. (2019) Impact of emotional literacy training on students’
emotional intelligence performance in primary schools, International Journal of
Assessment Tools in Education [online]. 6(1), 36. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri
c_primary EJ1246246 (accessed 20 July 2025).

Creekmore, M & Creekmore, N. (2024) Every Connection Matters: How to Build,
Maintain, and Restore Relationships Inside the Classroom and Out [e-book]. Arlington:
ASCD. Available at: Maynooth University Library website
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/1j1qd9c/alm
a9920823912206276 (accessed 18 May 2025).

Damian, R.L., Su, R., Shanahan, M., Trautwein, U. & Roberts, B.W. (2015) Can
personality traits and intelligence compensate for background disadvantage? Predicting
status attainment in adulthood, Journal of personality and social psychology [online]. 109,
473-489. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pu

bmedcentral primary oai_pubmedcentral nih gov_ 4433862 (accessed 26 July 2025).

84




Denham, S.A. & Brown, B. (2010) “Plays Nice With Others”: Social-Emotional Learning
and Acadmic Success. Early Education and Development [online]. 21(5), 652-680.
Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi cr
ossref primary 10 1080 10409289 2010 497450 (accessed 22 July 2025).

Denscombe, M. (2010) The good research guide: For small-scale social research projects.
4™ ed. Maidenhead, England: Open University Press.

Department of Education (2023) Primary Curriculum Framework for Primary and Special
Schools. Dublin: The Stationery Office.

Department of Education and Skills (2018) Wellbeing Policy Statement and Framework
for Action: 2018-2023. Dublin: The Stationery Office.

Department of Education and Skills (2017) DEIS Action Plan. Dublin: The Stationery
Office.

Department of Education and Science. (1999a) Primary School Curriculum. Dublin: The
Stationery Office.

Department of Education and Science. (1999b) Social, Personal & Health Education

Primary School Curriculum. Dublin: The Stationery Office.

Durlak, J.A., Weissberg, R.P., Dymnicki, A.B., Taylor, R.D. & Schellinger, K. B. (2011)
The impact of enhancing students’ social and emotional learning: A meta-analysis of
school-based universal interventions. Child Development [online], 82(1), 405-432.
Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pa

scalfrancis_primary 23951869 (accessed 24 July 2025).

85




Elias, M.J. (2014). The future of character education and social-emotional learning: “the
need for whole school and community-linked approaches”, Journal of Character
Education |online]. 10(1), 37. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals 1553400177 (accessed 22 June 2025).

Emerald, E. & Carpenter, L. (2015) Vulnerability and Emotions in Research: Risks,
Dilemmas, and Doubts. Qualitative Inquiry [online].21(8), 741-750. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals 1714432430 (accessed 19 July 2025).

Ferguson, B.P. (2015) “Who am I Who Teaches?’. Educational Journal of Living
Theories, 8(1), 49-66.

Finlay, L. (2008) Reflecting on 'Reflective practice’. Practice-based Professional Learning
Paper 52, The Open University.

Fleming, B. and Harford, J. (2023) “The DEIS Programme as a Policy Aimed at
Combating Educational Disadvantage: Fit for Purpose?”. frish educational studies
[online]. 42(3), 381-399. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_cr
ossref primary 10 1080 03323315 2021 1964568 (accessed 23 May 2025).

Foucault, M. & Gordon, C. (1980) Power/Knowledge: Selected interviews and other
writings, 1972-1977 [e-book]. London: Harvester Wheatsheaf. Available at: Maynooth
University Library

website https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/1jl1
qd9c/alma990010536380206276 (accessed 22 July 2025).

Glenn, M., Sullivan, B., Roche, M. and McDonagh, C. (2023) Action Research for the

Classroom: A guide to values-based research in practice. Abingdon, Oxon: Routledge.

86




Glenn, M., McDonagh, C., Sullivan B. & Roche, M. (2017) Learning communities in
educational partnerships: Action research as transformation. London, New York:
Bloomsbury Academic.

Greenberg, M.T., Domitrovich, C.E., Weissberg, R.P. & Durlak, J. A. (2017) Social and
Emotional Learning as a public health approach to education. The Future of Children
[online]. 27(1), 13-32. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri
c_primary EJ1144819 (accessed 19 July 2025).

Gruijters, R.J., Raabe, 1.J. & Hiibner, N. (2024) Socio-emotional skills and the
socioeconomic achievement gap, Sociology of Education [online]. 97(2), 120-147.
Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest journals 3031031189 (accessed 20 July 2025).

Hallam, S. (2009) An evaluation of the Social and Emotional Aspects of Learning (SEAL)
programme: promoting positive behaviour, effective learning and well-being in primary
school children, Oxford Review of Education [online]. 35(3), 313-330. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_in
formaworld taylorfrancis 310 _1080_03054980902934597 (accessed 26 July 2025).
Holen, S., Waaktaar, T., Lervag, A.. & Ystgaard, M. (2012) The effectiveness of a
universal school-based programme on coping and mental health: a randomised controlled
study of Zippy’s Friends, Educational Psychology [online], 32(5), 657-677. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_cr
ossref primary 10 1080 01443410 2012 686152 (accessed 02 July 2025).

Humphrey, N, Lendrum, A. & Wigelsworth, M. (2013) Making the most out of school-

based prevention: lessons from the social and emotional aspects of learning (SEAL)

87




programme, Emotional and Behavioural Difficulties [online]. 18(3), 248-260. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pa
scalfrancis_primary 27746600 (accessed 26 July 2025).

Jones, S.M. & Bouffard, S.M. (2012) Social and Emotional Learning in Schools: From
Programs to Strategies. Social Policy Report, Saciety for Research in Child Development
[online]. 26(4), 1-33. Availabe at:

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi eri

c_primary ED540203 (accessed 27 July 2025).

Kaspar, K.L. & Massey, S.L. (2023) Implementing social-emotional learning in the
elementary classroom, Early Childhood Education Journal [online]. 51(4), 641-650.
Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pu
bmedcentral primary oai pubmedcentral nih gov 8881978 (accessed 28 June 2025).
Kelly, B., Longbottom, J., Potts, F. & Williamson, J. (2004) Applying Emotional
Intelligence: Exploring the Promoting Alternative Thinking Strategies curriculum,
Educational Psychology in Practice [online]. 20(3), 221-240. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_cr
ossref citationtrail 10 _1080_0266736042000251808 (accessed 25 July 2025).

Kemmis, S. (2009) Action Research as a practice changing practice [online]. 17(3), 463-
474. Available at:

https://www .researchgate.net/publication/233133766_Action_research_as_a_practice-
based practice (Accessed 31 July 2025).

Kemmis, S., & McTaggart, R. (1988). The Action Research Planner (2nd Edition).

Geelong: Deakin University.

88




Kushnir, I. (2025) Thematic analysis in the area of education: A practical guide. Cogent
Education [online]. 12(1), 1-15. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_do
aj_primary oai_doaj org article 00735db056b34d99ac5bSc4caSel49¢e7 (accessed 05
May 2025).

Lau, W.S. & Shea, M. (2024) Empowering English Learners in the classroom through
culturally responsive social-emotional teaching practices, Journal of Multilingual and
Multicultural Development [online]. 45(7), 2880-2897. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals 3098960940 (accessed 19 July 2025).

Lee, R.M. (1993) Doing Research on Sensitive Topics. Newbury Park, California: SAGE
Publications Ltd.

Liddle, I. & MacMillan, S. (2010) Evaluating the FRIENDS programme in a Scottish
setting, Educational Psychology in Practice [online]. 26(1), 53-67. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_journals_ 867902803 (accessed 02 July 2025).

Livaccari, C. (2013) Beyond Linguistic Proficiency: Early Language Learning as a Lever
for Building Students” Global Competence, Self-Esteem, and Academic Success, Learning
Language [online]. 18(2), 14-15. Available at:

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri

c_primary EJ1091069 (Accessed 29 July 2025).

Loughran, J. (2006) Developing a Pedagogy of Teacher Education: Understanding
Teaching and Learning about Teaching [e-book]. Abingdon: Routledge. Available at:
Maynooth University Library website

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_in

89




formaworld_taylorfrancisbooks 10 4324 9780203019672 version2 (accessed 23 August
2025).

Lundy, L. (2018) In defence of tokenism? Implementing children’s right to participate in
collective decision-making. Childhood [online]. 25 (3), 340-354. Available at:

https://doi.org/10.1177/0907568218777292 (accessed 10 May 2025).

Maclntyre, D. & Lawlor, M. (2015) The Stay Safe Programme. Dublin: Department of
Health, Child Abuse Prevention Programme.

Mather, Chloe. ‘Reflective Journal’. Unpublished. August 2024 to July 2025.
McAteer, M. (2013) Action research in education [e-book]. London: Sage Publications

Ltd. Available at: Maynooth University Library website https://go.exlibris.link/Kvl 4FyzP

(accessed 15 December 2024).

McDonagh, C., Roche, M., Sullivan, B. & Glenn, M. (2019) Enhancing practice through
classroom research: A teacher’s guide to professional development. 1% ed. Abingdon:
Routledge.

McLoughlin, M. (2024) Master of Education (Med): Research in Practice Student
Handbook 2024-2025. Kildare, Ireland.

McNiff, J. (2010) Action Research for Professional Development: Concise Advice for New
Action Researchers. Poole: September Books.

MEcNiff, J. (2016) You and Your Action Research Project. 4™ ed. Abingdon, Oxon:
Routledge.

McNiff, J. (2013) Action research: Principles and practice [e-book]. 3™ ed. London:
Routledge. Available at: Maynooth University Library website

https://go.exlibris. link/ XQKRrrYt (accessed 19 December 2024).

McNiff, J. (2014) Writing and Doing Action Research. London: SAGE Publications.

90




MCcNiff, J. (2002) Action Research for professional development: concise advice for new
action researchers [e-book]. London; New York: Routledge. Available at: Wordpress

https://kapanjadibeda.wordpress.com/wp-content/uploads/2010/08/action-research-princip-

and-practice.pdf (accessed 06 January 2025).

McNiff, J. & Whitehead, J. (2010) You and your action research project [e-book].
Abingdon: Routledge. Available at: Maynooth University Library website
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/1j1qd9¢/alm
a9920187362306276 (accessed 25 July 2025).

Meegan, J. (2023) You Can Do It! A narrative inquiry into children’s experiences of a
social-emotional and academic learning programme, frish Educational Studies [online].
42(4), 617-633. Available at:

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi pr

oquest journals 2892015368 (accessed 25 July 2025).

National Council for Curriculum and Assessment (1996) Relationships and sexuality
Education: Interim Curriculum and Guidelines for primary schools. Dublin: NCCA.
Noddings, N. (2013) Caring: A Relational Approach to Ethics & Moral Education [e-
book]. 2™ ed. Berkeley: University of California Press. Available at: Maynooth University
Library website

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/1j1qd9c/alm
a9920562134506276 (accessed 16 May 2025).

Noddings, N. (2003) Happiness and Education [e-book]. Cambridge: Cambridge
University. Awvailable at: Maynooth University Library website
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/1j1qd9c/alm

a9920221924606276 (accessed 17 May 2025).

91




Palmer, P.J. (1997) “The Heart of a Teacher ldentity and Integrity in Teaching”. Change
[online]. 29(6), 14-21. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_cr
ossref citationtrail 10 1080 00091389709602343 (accessed 20 May 2025).

Poplawski, K. (2023) The Morning Meeting Book. 4™ ed. Massachusetts: Responsive
Classroom.

Professional Development Service for Teachers (PDST) (2016) The Walk Tall
Programme. Dublin: Oide Publications.

Qualter, P., Gardner, L.J. & Whiteley, H.E. (2007) Emotional intelligence: Review of
research and educational implications, Pastoral Care in Education [online]. 25(1), 11-20.
Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_in
formaworld taylorfrancis 310 1111 j 1468 0122 2007 00395 x (accessed 26 July
2025).

Schnert-Reichl, K.A. (2017) Social and emotional learning and teachers. The Future of

Children [online]. 21(1), 137-155. Available at: https://doi.org/10.1353/foc.2017.0007

(accessed 05 May 2025).

Sklad, M., Diekstra, R., Ritter, M.D., Ben, J. & Gravesteijn, C. (2012) Effectiveness of
school-based universal social, emotional, and behavioral programs: Do they enhance
students' development in the area of skill, behavior, and adjustment? Psychology in the
Schools [online], 49(9), 892-909. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_miscellaneous 1221434843 (accessed 21 July 2025).

Sullivan, B., Roche, M., McDonagh, C. & Glenn, M. (2016) Introduction to critical

reflection and action for teacher researchers. 1" ed. London; New York: Routledge.

92




Taylor, R.D., Oberle, E., Dulak, J.A. & Weissberg, R.P. (2017) Promoting Positive Y outh
Development Through School-Based Social and Emotional Learning Interventions: A
Meta-Analysis of Follow-Up Effects, Child Development [online]. 88(4), 1156-1171.
Available at:

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi pr

oquest_miscellaneous 1917361872 (accessed 26 July 2025).

Upschur, C.C., Wenz-Gross, M., Rhoads, C., Heyman, M., Yoo, Y. & Sawosik, G. (2019)
A randomized efficacy trial of the second step early learning (SSEL) curriculum, Journal
of applied developmental psychology [online]. 62(1), 145-159. Available at:

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi eri

c_primary ED593534 (accessed 20 July 2025).

Walford, G. (2005) Research ethical guidelines and anonymity. lnternational Journal of
Research & Method in Education [online]. 28(1), 83. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri
c_primary_EJ691485 (accessed 10 June 2025).

Weare, K. & Nind, M. (2011) Mental health promotion and problem prevention in schools:
What does the evidence say? Health Promotion International [online], 26 (S1), 129-169.
Available at:

https://www.researchgate.net/publication/221717305 Mental health promotion and prob

lem_prevention in_schools_What does_the_evidence_say (accessed 24 July 2025).

Weare, K. (2007) Delivering Every Child Matters: the central role of social and emotional
learning in schools, Education 3-13 [online]. 35(3), 239-248. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi _cr

ossref citationtrail_10_1080_03004270701467226 (accessed 25 July 2025).

93




Weare, K. (2004) Developing the Emotionally Literate School [e-book]. London: Paul
Chapman Publications. Available at: Maynooth University Library Website
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/1j1qd9c/alm
a9920556494906276 (accessed 22 July 2025).

Whitehead, J. (2009) Generating living theory and understanding in action research
studies. Action Research [online]. 7(1), 85-99. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr
oquest_miscellaneous 61743226 (accessed 23 June 2025).

Whitehead, J. (1989) Creating a Living Educational Theory from Questions of the Kind,
“How Do I Improve My Practice?”, Cambridge Journal of Education, 19(1), 137-53.
Wigelsworth, M., Verity, L., Mason, C., Qualter, P. and Humphrey, N. (2022) Social and
emotional learning in primary schools: A review of the current state of evidence. British
Journal of educational psychology [online]. 92(3), 898-924. Available at:

https:/tinyurl.com/2mmhfn66 (accessed 25 July 2025).

Wilkins, N.I., Verlenden, ]. M.V, Szucs, L.E. and Johns, M.M. (2023) Classroom
Management and Facilitation Approaches That Promote School Connectedness. The
Journal of school health [online]. 93(7), 582-593. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pu
bmedcentral primary oai_pubmedcentral nih gov 10935603 (accessed 22 May 2025).
Winterman, K. & Sapona, R. (2002) Everyone’s included: Supporting young children with
autism spectrum disorders in a responsive classroom learning environment, Teaching
Exceptional Children [online]. 35(1), 30-35. Available at
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_eri

c_primary_EJ653710 (accessed 04 June 2025).

94




Zeichner, K.M. and Liston, D.P. (2014) Reflective teaching: An Introduction [e-book]. 2™
ed. New York; London: Routledge. Available at: Maynooth University Library website
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY _INST/6i0tjr/cdi_as
kewsholts vlebooks 9781135037840 (accessed 19 April 2025).

Zins, J.E. & Elias, M.J. (2007) Social and Emotional Learning: Promoting the
Development of All Students, Journal of educational and psychological consultation
[online]. 17(3), 233-255. Available at:

https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi _in

formaworld taylorfrancis 310 1080 10474410701413152 (accessed 13 May 2025).
Zins, 1.E., Bloodworth, M.R., Weissberg, R.P. & Walberg, H.J. (2007) The scientific base
linking social and emotional learning to school success, Journal of Educational and
Psychological Consultation [online]. 17(2-3), 191-210. Available at:
https://mulibrarydiscovery.maynoothuniversity.ie/permalink/353MAY INST/6i0tjr/cdi_pr

oquest_journals 229372431 (accessed 25 July 2025).

95




Appendix A: Letter to the Board of Management

Maynooth University Froebel Department of Primary

MaynOOth and Early Childhood Education

University

National University Roinn Froebel Don Bhun- agus Luath- Oideachas

of Ireland Maynooth Oliscoil Mhd Nuad.
23/10/24

Dear Members of the Board of Management,

I am a student on the Master of Education programme at Maynooth University. As part of
my degree [ am doing an action research project. I am writing to you to request approval to
carry out this research in ****** during this academic school year. The focus of the
research is based on improving my teaching of social-emotional skills. The overall aim is
to find out if morning meetings can support and expand the children’s social-emotional
learning and development in school.

In order to do this, [ intend to carry out research in my classroom by implementing
morning meetings to develop the children’s social-emotional language and skills. The
research 1 am hoping to carry out will meet the objectives of the SPHE curriculum in First
Class. I believe this research will have many benefits including professional development
and benefit the pupils within my class.

The data will be collected using observations, surveys, a reflective teacher journal, pupil
reflective journals, lessons plans and evaluations. I will seek the permission of the
children, parents and any other participants in the next step of ethical approval.

All information will be confidential, and information will be destroyed in a stated
timeframe in accordance with the University guidelines. The correct guidelines will be
complied with when carrying out this research. 1 will be carrying out my research in
accordance with the Ethical Guidance from the University and adhering to strict GDPR
guidelines. I will keep all information regarding the school and participants anonymous.
Your approval to conduct this study will be greatly appreciated. If you have any queries on
any part of this research project, feel free to contact me by email at
chloe.mather.2025@mumail.ie

Warmest regards,
Chloe Mather

Approved by:

Print your name and title here Signature Date
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Appendix B: Letter to Parents/Guardians

Maynooth

University o
National University Maynooth University Froebel Department
of Ireland Maynooth of Primary and Early Childhood Education

Roinn Froebel Don Bhun- agus Luath- Oideachas
Ollscoil Mha Nuad.
Dear Parent(s)/Guardian(s),

I am a student on the Master of Education programme at Maynooth University. As part of
my degree [ am doing a research project. The focus of my research is based on my
teaching of social and emotional learning in the classroom.

In order to do this, I intend to carry out research in the classroom by implementing
Morning Meetings.

The data will be collected using observations, a daily teacher journal, surveys and a
student journal. The children will be asked to share their opinions on the Morning
Meetings and whether they feel the meetings have helped with their learning.

The child’s name and the name of the school will not be included in the thesis that I will
write at the end of the research. No identifiers will be used in the research to ensure
anonymity. It is difficult to guarantee anonymity but every effort will be made. Your child
will be allowed withdraw from the research process at any stage.

All information will be confidential and information will be destroyed in a stated
timeframe in accordance with the University guidelines. The correct guidelines will be
complied with when carrying out this research. The research will not be carried out until
approval is granted by the Froebel Department of Primary and Early Childhood
Education.

I would like to invite you and your child to give permission for him/her to take part in this
project.

If you have any queries on any part of this research project feel free to contact me by email

at chloe.mather.2025@mumail.ie

Yours faithfully,
Chloe Mather
Chloe Mather
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Appendix C: Information Sheet for Parents and Children

Maynooth

Unive rSity Maynooth University Froebel Department

National University of Primary and Early Childhood Education

of Ireland Maynooth
Roinn Froebel Don Bhun- agus Luath- Oideachas

Oliscoil Mhda Nuad.

Information Sheet Parents and Guardians

Who is this information sheet for?
This information sheet is for parents and guardians.
What is this Action Research Project about?
Teachers undertaking the Master of Education in the Froebel Department of Primary and
Early Childhood Education at Maynooth University are required to conduct an action
research project, examining an area of their own practice as a teacher. This project will
involve an analysis of the teacher’s own practice. Data will be generated using
observation, reflective notes, reflective journals and surveys. The teacher is then required
to produce a thesis documenting this action research project.
What are the research questions?

e How can I improve the social and emotional learning skills of 1 class pupils in a

primary school setting?

What sorts of methods will be used?

« Observations, Reflective Journals, Surveys, Lessons Plans.
Who else will be involved?
The study will be carried out by me, the class teacher as part of the Master of Education
course in the Froebel Department of Primary and Early Childhood Education. The thesis
will be submitted for assessment to the module leaders, Prof. Marie McLoughlin and Dr
Suzanne O’Keeffe and will be examined by the Department staff. The external examiners
will also access the final thesis.
What are you being asked to do?
You are being asked for your consent to permit me to undertake this study with my class.
In all cases the data that is collected will be treated with the utmost confidentiality and the
analysis will be reported anonymously. The data captured will only be used for the purpose
of the research as part of the Master of Education in the Froebel Department, Maynooth
University and will be destroyed in accordance with University guidelines.

Contact details: Student: Chloe Mather E: chloe.mather.2025@mumail.ie
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Appendix D: Parent/Guardian Consent Form

Maynooth
Un Ivers Ity Maynooth University Froebel Department

National University of Primary and Early Childhood Education
of Ireland Maynooth

Roinn Froebel Don Bhun- agus Luath- Oideachas
Ollscoil Mha Nuad.

Parental/Guardian Consent Form
[ have read the information provided in the attached letter and all of my questions have been

answered. I voluntarily agree to the participation of my child in this study. [ am aware that I will
receive a copy of this consent form for my information.

Parent / Guardian Signature

Date:

Name of Child

Child’s signature

Date
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Appendix E: Child Assent Form

Maynooth
University

National University
of Ireland Maynooth

Child’s assent to participate

My parent/guardian has read the information sheet with me and I agree to take part in this
research.

Name of child (in block capitals):

Signature:

Date:
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Appendix F: Child Information Sheet

Maynooth
University

National University
of Ireland Maynooth

Child’s name .....coevviieeniinnniennnn

[ am going be holding Morning Meetings in our classroom. [ would
like to see if this will help improve our social and emotional skills,
for example giving us tools to help respect one another. [ would like
to work with you and gather your opinions and thoughts when we

are in school and write down some notes about our meetings.
Would you be ok with that?

Circle one. YES NO

[ have asked your Parent(s) or Guardian(s) to talk to you about this.
If you have any questions | would be happy to answer them. If you

arc happy with that could you sign the form that [ have sent home?

If you change your mind after we start, that’s ok too.
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Appendix G: Student Questionnaire

School Life Questionnaire

Please answer the following questions by circling the smiley face of your choice.

= A lot like me. = A little like me.

= Not at all like me.

1. I feel happy at school. @ .
2. I listen to my teacher. @ .
3. |l listen to children in my class. .
4. I'am kind to other people. @ .
5 I have someone to play with at
o school.
6. I ask for help in school. .
5 I know when my friend is

’ happy or sad.
8 I get excited when my friend is

’ excited.
9 If someone hurts my feelings I

’ know what to do.
10. | 1want to do well in school. .
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11.

I join in on all activities.

12.

I know what to do when I feel
sad.
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Appendix H: Morning meeting: Schedule of themes

Morning Meeting: Schedule of Themes

Date Theme

20" January — 31° January Respect

04" February — 17" February | Kindness

18" February — 05" March Friendship

06" March — 21% March Teamwork

24" March — 04™ April Emotional Skills (Happy, sad,

angry, jealous)

07™ April — 02" May Self-Regulation
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Appendix I: Morning Meeting Plan (Theme: Friendship)

Week 1 Monday Tuesday Wednesday Thursday Friday
Friendship
Greeting | Whats the News? | Saying “Hello™ in a Pinky Shake |Say Your Name: |[Non-verbal greeting:
(Children take turns|  different language: All children sit | Say yourname | Walk around the
lgreeting each other] Greet each other in ina circle and [and the class will[room and greet using
and ask “Whats the|  another langauge. greet cach other | chant back. | non-verbal gestures.
News?". Every by saying ‘Good| “Melanie”
child shares one Morning’ and | Class “Melanie™
piece of news shaking pinkies.
around the circle.
Mindful Monday | This or That Tuesday Wednesday Talkative Favourite Friday
Sharing | What makes you Twin Sister Wishes Thursday What is your
laugh? Or I'wish I was ... | What is the best | favourite dessert?
Twin Brother years old outdoor game?
because ...
Activity Create a poster Feeling Lonely |Discuss what we can
“What a friend Read out friendship Read a story | Ask the children | do when we feel left
looks like?” as a | scenarios to the class. | ‘Areyoumy [to hold hands for| out or lonely. Ask
whole class. After each scenario ask [Friend?’. Ask the| a game. Tell |children to come into
Record the ideas | the children to think | children about |them that you are the circle and
lon a large poster offabout it and move to the| the feelings of | going to walk | roleplay what they
a person. correct side of the room | the characters around the | would do if they felt
labelled ‘Good Friend” /| throughout the | outside ofthe | lonely. Ask the rest
‘Bad Friend’. story. circle and that | of the class to give
they shouldn’t let| some suggestions.
you enter. Then |Record ideas in their
try it again and student joumal.
allow the
children to
applause when
you enter the
circle. Discuss
the feeling of
being left out by
a friend.
Good Morning! |Good Morning! Inniu an| Good Morning! | Good Morning! Good Morning!
Message | Happy Monday! I | Mhairt. We have a very Inniu an Inniu an Happy Friday! We

have a new quote
for you on this
Monday morning
“The only way to
have a friend is to
be one!™.
Remember that
throughout the

day.

busy day today so let’s
getready to learn a lot
of things. And
remember
“The only way to have a
friend is to be one!”

Chéadaoin. We
are half way
through the week|
now and we have
a very busy day
with art on our
timetable today.
Remember
“The only way to
have a friend is
to be one!”

Deardaoin. Let’s
have a great day
today. We are
heading down to
do PE very soon
s0 let’s get our
work done and
we’ll be ready.
Remember today
that
“The only way to

lhave a friend is to

be one!”

are only a few hours
away from the
weekend now. Let’s
get ready to work
hard and it’ll be
golden time in no
time. Ans remember
“The only way to
have a friend is to be
one!”
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IChildren take turns

lgrecting each other

and ask ‘“Whats the
News?". Every

“Find a friend who has
the same colour shoes as
you". Ask the children
to greet that person.

Make a funny
face and then
cheerfully say

“Good Moming

Week 2 Monday Tuesday Wednesday Thursday Friday
Friendship
Greeting | Whats the News? Find a Friend Funny Face Ball Toss Shhhh ...

Choose one child
to start and ask
them to roll the
ball to another

All children hold

hands in a circle.

Choose a child to
start and pass a

a problem?

. [Resolving Conflict

Sleep with a night light

inside ... (book)

child shares one _ Ttothe child to greet | squeeze around the
piece of news person beside | them. Repeat circle. The last
around the circle. them. until all children | person will stand
have been when it has been
greeted. passed to everyone.
Mindful Monday | This or That Tuesday Wednesday Talkative Favourite Friday
Sharing | Who do you talk Sleep in darkness Wishes Thursday What is your
to when you have Or [ wish I lived What kind of favourite book?

trophy or prize
would you like to
win?

- _-_ Answer the sentence

Let’s get ready for
a great week. And
remember “The
only way to have a
friend is to be
one! .

Tuesday! We have a
busy day planned today
with PE later on! And
remember “The only
way to have a friend is
to be one!”.

Chéadaoin! We

are half way

through the week|
now! Let me see

everyone
working hard

and trying their
best! And don’t
forget “The only

way to have a
friend is to be
one!”.

Activity | Discuss how we | Ask small groups of
can sometimes children to join the Divide the Read out prompt I canbe a
have conflicts with| middle of the morning | children into friendship friend in my class by
our friends. Share | meeting. Describe a | small groups of | dilemmas to the
ideas as a class on |conflict between friends| three and four. | class. Disucuss
ways to resolve [and ask them to act them|Give each group| each dilemma
conflict. Create a | out. Give them time to | a friend card of |with the class and
poster as a class | choose a solution from different ask them what
with each solution| the previous morning situations they would do in
to resolve conflict | meeting and share it to | “T meet my each situation.
to remind the the class. Repeat this | cousins for the
children. activity with a other first time ™
groups. “l go to a new
school and see
other children
playing together™
“T move house
and there are
some children
living next door”
Each group will
roleplay making
new friends in
these situations.
Good Morning! Good Morning Good Morning! | Good Morning! Good Morning!
Message | Happy Monday! Everyone! Happy Inniu an It's Thursday! | Happy Friday! We

We have almost
made it through
the week!
Remember today
“The only way to
lhave a friend 1s to

be one!”.

have a half day today
so don’t forget we
don’t have big lunch
today. And remember
“The only way to
have a friend is to be
one!™.
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Appendix J: Pre-designed Tasks for Student Journal
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Appendix K: Observation Notes
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Appendix L: Layout of Morning Meeting
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Appendix M: Two Stars and a Wish
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