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Abstract

The social emotionaélibeing of children has often been placed at the opposite end of the educational continuum to
academic achievement thus creating a binary debate. As research hashdewocisiratedtional

wellbeinpothfacilitateand predisacademic achievement it would appear there is no longer a need for such a

debate. Attention should now focus on how schools may most effectoebl suppmivaélibeing.

Research has suggested that this requires whole school refogradidtdssimn pedagogy and management.

While Australia has plaszedal emotionaglibeing within the goals of schooling, educational policy continues to
relegatsocial emotionaglibeing to pockets of curriculum, social skills training areticlcatamter

approactse . A fAwi de dowvschoasrta opey the dissussimeiah ehmttbnatllbeing. This

paper outlines a small pilot study which utilised the
onsocial emiginalwellbeing. The use of portraiture aims to draw both the participant and the reader into a process

of reflection to prompt furt he sociademotwohablipemegnt of pri mar

The following papeovides eatonale and overvieva gmall pilot study. The basis of this research rests on tr
premise that school reform is needed and that reform requires the active involvenfensot betiih agper
considexthe position sécial emotionaellbeingn s chool i ng and evi desatiale f
emotionale |l | bei ng, before presenting extr ac tthesodiat o m
emotionatellbeing of children.

DEBATING THAIMS OFSCHOOLING

TheAustralian Primary Principal 6s Association (A
renew the charter of primary schooling (Robson
within primary schooling. ©Otiese is the apparent growing pressure placed on primary schodsdmlddress
emotional s sues experienced by children, with school
2007p2 ) . The APPA we fMhe chiiaulunm Hasbecormeaoo sluttgred ersd primar schools
are being forced to take the responsibility fo
place afocial emotionatlibeing in schools is not a new concern. Estidewiotionalellbeing have been

raised by philosophers and theorists since Aristotle, and seen more recently in the writings of Rousseau,
Pestalozzi, Dewey and movements such as progressive, humanistic and holistic education. drmaddition, 1
schools have |l ong served an 6in | oco parentisbo

The aims of education have been a source for debate throughout ¢dedasimny &Vithin the formal

schooling debatecial emotionaéllbeingas often been placed on the opposite end of the continuum to
academic achievement (Shriver & WeissbeBuwh 200
contention over the goals of schooling may hold back the existing knloadeotgprioresnent (Labaree,

1997) from impacting on practice. Research over the past decade suggests that the debate over educa
no longer need followhmarypath, sinceocial emotionvaéllbeing is an effective predictor and facilitator o
academic achievem@apraraBarbaranelPastorelli, Bandura, & Zimb2@d@§ Catalanddaggarty, Oesterle,
Fleming, & Hawki@804; Malecki & Elliott, 2002; Repktti, & Ullm&005). Rather than forcing educational
administration intohaicesocial emotionaéllibeingas well gacademic achievenmeeddgo be prioritised.
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DEFININGOCIALEMOTIONAMELLBEING

Social emotiovegllbeing is referred to by a variety of terms. Many of these terms utilise the language of ¢
disourse, such as emotional intelligence (Mayer & Salovey, 1997; Goleman, 1996), emotional literacy (S
Perry, 1997; Weare, 2004), and social competence (Elias et al. 1997), suggesting a desparityadédmonstral
academic developmdfdch tencoversa wide range of skills which crossover and demonstrate that when thi
umbrella terms are unpacked they siegpliytheame thing (Claxton, 200Bave chosen the tsouial
emotionalellbeing to emphasise the positive and simultanemisingessving context. Assaaal
emotionalellbeing represents the developrseniabiemotiorsMills as well as the use of such skills.

Social emotiovegllbeing has been suggested tiybedathiran itself and needs no furtherciatsbifi

(Weare, 20009). The continued debate over thesoteabemotionaéllbeing in schools suggests that there
is a need to explore the full range of benefits. In a society that is increasingly aware of the need for men
awarenessnd support (DETWA, 2001; SawgeP001)social emotionakllbeing snimperativéNells,

Barlow and Stewrbwn, 2003, Weare, 2664ills such as communication, collabpeshpathy and

resilience aessential in order to learn, formomelaps and carry out our day to day lives (Elias et al. 1997;
Weare, 2000, 2008)pcial emotiomvetllbeing also impacts on every aspect of society: work, relationships,
parenting, the economy and political structures (Weare, 2000, 2004)iafsyeavehmstate links between the
extremes of pamcial emotionaéllbeing of communities and societal grovas terrorism, political turmoil

and environmental degradation, as well as between tlsoai@adsnaitionaélibeing and the preloentf

atrocities and the positive progression of society (De Mause, 1999, lhanus, 1996, Miller, 1998, Oliner & (
Pulnar, 1994Df particular resonance to schools is the evidence to aagitorétiEact of strong social
emotional wediingon academic achievement.

SOCIALEMOTIONAMELLBEING ANACADEMIACHIEVEMENT

Almost four decades ago Maslow (1970) concluded that academic learning cannot occur unless social al
needs have been met. Since then research has furtheatddri@aigposits@cial emotionaéllbeing

increases academic succAssability to understand, access and utilise ourleaadie®s shown to be

essential to thinking processes, that is, emotions support our ability to seleetigias, anakerdpare

(Mayer &alovey, 1993). Prosocial behaviour has been found to be a stronger predictor of future acaderr

achievement than current academic achisugpesting h@h i Aidr endés i ntell ectua
influenced by thecsp a | relations in which it is emb3x.ded
Further research has suggesteiithéata s sr oom soci al skills may act

p22). The positive link betweenglagonships and academic achievement has led to calls for the promotio
social emotionvagllbeing in schools in order to improve academic achievement (Flook et al., 2005). In adc
pedagogy engagsuagial emotionakllbeing has been higlelight as Acr i ti cal to achi
(Catalano et al., 200259). It is now time to recognise the symbiotic relationstspdiateemtional

wellbeing and academic achieveattesit than maintain the binary debate.

SCHOOLING ROLE INSOCIALEMOTIONAMELLBEING

School context and climate a$fecil emotionaéllbeing explicitly and implicitly (Battistitch, Watson, Solomot
Lewis & Schaps, 1999; Husu & Tirri, 2007, Rasmussen, 2004). Iteverycredhaected schod

recognise this role in order to ensure that both their explicit and implicit belténidnens endélelop and
experiencpositivesocial emotionagllbeing. Schools access almost the entire child population (Zins, Bloody
Weissberg & Walpe2004) and thus serve an important link between families and the community (Battistit
1999). In addition, research into the way the human brain works and thus how learning occurs supports
social emotionaéllbeing to be appteatin an environment which allows for tbe pfakiils (Brandt, 2003).

As a result, school I ssoctalremotionabkbair(Zine et al20@x t t o s u
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Social emotiovegllbeing is not a rewmsideration &ohobtng. The past two decades alone have seen
concerns for chil drends <Lhacactex (or Valmed) Ecducaton, Moral a | n
Education, Social Skills Training for Specific Problems and Social Emotional Educatioh (Vie&enzie, 2004
various school based approackesitd emotionatlibeingnay be categorised in three apgsaches to

address emotional and behavioural problems, teaching competencies through the curriculum, and whole
approaches @afre, 2004).

While the Australian National Goals for Education (MCEETYA, 1999) clsaxdjatesogtimetllbeing as

a fundamental role of education, thisemaalisent from crucial educational initiatives. The NSW Departmen
Education afidaining Quality TeacMiogle(NSWDET, 2008)a pedagogidedmeworiesigned w@ddress

the improvement of student academic ouyedmiess not incluiecific elements to summmil emotional
wellbeingWhile the Quality Teaching modgdonates elements suckasc i al support, st
and connectedness (NSWDET, 2088) elements are addressed from the perspective of academic achiev
not social and emotional wellbBiegNSW Professional Standards (NSwelogfiieachers, 2005), which
address the cor e edsedoenotindudetdachiad skills to suppsdttaleensotionalv o r
wellbeing of childréihe federal and st@avernmer@s u pp or t of $obia emetoleingd s r
has been relegated to aspects of curreulNB\BOS, 1999), character education pr¢BEsE 2005;
Refshauge, 2004d)d the support of social skills training programs.

Character education which generally relates to teachingsgiel@otsed of values (Howard, Berkowitz &
Schaffer, 2004), as seen in the Australian Values Education programs (DEST, 2005; Refshauge, 2004),
criticismfalse mphasi s on oOindoctrinati ono Iinjletd,dMckenzie,ma k
2004; Neilsen, 200Shpcial skills training, which refers to programs designed to combat specific problems,
bullying, has been criticised for its piecemeétinietal., 19%ins et al., 2004 he sheer number of

social skills programs has raised the question of how well they could béGuoitfezdsated Gottfredson,

200). Furthermore these programs have been criticised for attempting to shift issues out of the way to g
thedeal busineésf schol, thats academic learning (Kohn)1B81h approaches have been criticised for the
addon approach taken to address issues in society (Noddings, 1992) which promote the derelopment of
knowledge rather than form the basis of all [Eaoaftgn education is concepéabdigpreparing children

and young people for life rather than acknowledging existing erijagementaty (Dewey, 1916). In order

to address the fundamental reteial emotionatllbeing in education, resees havealledor whole school
reform (Greenberg, 2003; Kohn, 1991, 1997; Noddings, 1992; Roeser et al., 2000; Weare, 2000, 2004; \
& StewaiBrown, 2003).

WHOLESCHOOIREFORM

Improvedocial emotionaéllbeing is reliant on the rastingof schools (We2@04, Wells et. al, 20@3).

whol e school approach would involve reforming
relationships, the physical environment, as well as the taught curriculum, so thatfteeroqidifience
conducive to the health of p2a)lAtthewdan of suehaaeform isathe dim w
to involve students in the determination of learning including opportunitiesdoesticeandeaither

decigon making within the school, the developmentstiidértelationships widacherspeers and the wider
community, @perative learning, active learning techniques, and learning as problem solving (Battistitch e
1999; Elias et al. 1997g@herg, et al. 2008ddings, 199Roeser, Eccles & Sameroff, 2000; Weare, 2000,
2004). This would enablzal emotionatlibeing to form thendatioaf all school activities and thus negate
the need fadding ospecific programs.

Whole schbceform is necessary for the positiosaogpbEmotionaéllibeing as fundamental to all schooling
practice. A top down approach to educational reform and change may impact on teacher practice (Forre
and change in practice may impbetieis (Guskey, 1986). Reform directed from the outside, however, is
considered futile without the engagement of teachers in reflection in order to impact on beliefs (Fullan, 1
Sarason, 1996; Ryan, 2005).
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Research varies on the direction ohstlgiibetween beliefs and practice to create change. In reviewing the
research Richardson (2004) identified three possibilities. The first, as acknowledged by Guskey (1986) ¢

(1985), <claims that ft e a ctieepraticas hna argable o bee that thasesnlev
practices positively affect their classroom an
Ri chardson, Anders, Tidwel/l and Lloydré&adeobtgod
(Richardson, 1994, p 90). Whil e Richardsonos

beliefs and practices is interactive; that is, depending on the types of changes and the teachers themsel\
change processmaydi n ei t her with changes in beliefs or
(1994) found suggestions that some beliefs are
beliefs relating to behaviour managementgvericenl i ef s about reading (p 9
research |l ed to the conclusion that A(G)enuine

what is going on in their classrooms, and are provided with the ptactitestomae i r di f f er en
102).

TEACHERS AND TSBCIALEMOTIONAWELLBEING OEHILDREN

There is an extensive amount already written o
little about how teachers, and ethiess hi n s chool s, view the full pic
to which these views are | inkeTlhdda ondthiedmr dfe akde
| iterature that e xefsloosoaasemotiomalivegllbeing Socialterootianad \aetbleirgris
recogni sed by teachers as a cruci al aspect of
in primary schools. Caring is frequently cited by prospectivetieactezasaning for choosing the profession
(Weinstein, 1998; Goldstein & Lake, 2000; Manuel & Brindley, 2005; Manuel & Hughes, 2006) and regul
underpins the metaphors both prospect i vaer eanntdd pa
6nurturerd (Weinstein, 1998).

Whil e care is not synonymous with schoolsé sup
feature. Care may be defined as the conscious development of warm, trusting sattbasppsrtivighre
students (Hargreaves & Tudd1, Cohn & Kottkamp, 1993gpachted out into various dimensions which
highlight its behaviours, intentions and underlying beliefs (Nias, 1999). Care in this sense has been view
optionalexttao t he wor k of teachers, which teachers m
encouraged by educational policy (Jeffweryko 20Mc
1999).

When care is placed in such augmasition, external pressures on teachers may outweigh the need to care
witnesseih the drive ftask orientation and performativity (Forrester, 2005, Nias, 1999). Teachers may
oversimplify care to a choice between caring for and contntdli(\ysitustein, 1998, Goldstein & Lake, 2000)
which may be compounded by external pressures for achievement and performance. Care may also be
an essentialist perspective whereby care of students is considered natural, thus easy lasuai vabnlequiri
training. This is ultimately a defeatist viewpoint which teachers may quickly fail to meet due to unrealistic
expectations to 6knowd and thus not seek suppo
recognised by thee mot i on al | abourdé6 (Acker, 1999, | senber
labour may have a negative dimension closely connected to burnout (Isenberger & Zembylas, 2006).

Caring has been showsatostacoctiobuteTeachersawh
teaching cite factors such as affection and regard from the students as contributing to teacher satisfactio
(Hargreaves, 2000; Ni as, 1999 are met ifdare is drivea lbyshe s i

teacherés needs. Further issues may arise whe
Teachers have |inked the forging of interperso
(Hargreaves, 2000; Lorti e, 1975) . I n turn, th
car e, hope, attentiveness and essentidbrrsocipl@motiandl v e ¢
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wellbeing. In additidnldcen need not only be cared for, but also to be caring of others (Nias, 1999; Noddil
1984, 1994). If the teacher gains satisfaction through caring, opportunities may not be provided for stude
develop and utilise their skills for caringrntarghwhen students are not supported to develop skills of carin
the teacher must maintain the role of primary carer as children will not engage in caring of self, other stut
teacher, thus i ncr easi ngpotéergiahfortteachanlautnout.t abour 6 ( A

A simplistic view of care does not represent what isf sskeotsale to develop and suppersocial

emotional wellbeing of students. Amsindésl emphasis on the establishment and nurturance of warm
relationsips with children will result in the exclusion of crucial components to support social emotional we
such as the acknowledgement that d@Acaring may b
requires that teachers extend positive | at i onshi ps to enact <care in
school) managemento (Weinstein, 1998, p 154, c
been recognised as necessary for social emotional wellbeirng @BaRrehn, 1991, 1997; Noddings, 1992;
Roeser et al., 2000; Weare, 2000, 2004; Wells et al., 2003).

It is apparent that while primary teachers do value the care of children, there are pressures placed on the
internally and externally toder@are adequate to the support of social emotional wellbeing. A holistic appr
the support of childrends social emotional wel

supported by teacher belief in the worth and pafaidrainofilsenberger & Zembylas, 2006). In order to ensur
primary schools provide a O6culture of cared6 th

Afgreater clarity in the mi nohteresoirftheir wodkiahout thelbeliefs p r
which implicitly frame the nature of teacherso
t hus essentlal to gain insight ingtboprovidecadasis foms 6
which ther may be a fiwide awakeningo (Greene,
and practice that may |nst|gate change.

GREATERINDERSTANDING

eflection has been established as a cruciafeteheetdvel of change neéatesthole school refoamd

A) divergence in the assumptionsémay | ead to
flection on their own vi ewst eranun dehrestrampdiarcg
d practices may potentially provide avenues

teachers) so that they can critically edabsesd t
meaningsoé that represent those meanings ficommi
professional experienceso (Paris & Combs, 2006
journey that are oftthoc ur ed i n academic definitionso, and
and assessment (ibid, pg 590).

R
A (
re
an

The entire school context must be considered i

practices. It fibbeen suggested that the school context may prevent change occurring despite the recogni
contradictions between beliefs and practice (Karaagac & Threlfall, 2004). It is crucial to recognise that b
Af or med kyoudwaskitenigerdtéermacher, 1994, p 27), with the pressures on schools impacting

the ability Ato serve the more noble purposes
the teachers #fAfailing tge oedudadtde tplge 2t7edacher s
CURRENPROJECT

The current project involved a small pilot study to guide the development of a broader Tesestuadyproject.

aimed to explore the existing beliefs and practices of a teacher to gain a broader imderstareliagcohte r
meanings within the school coRextc ogni sing that A(O)ne of the mo
teaching and out teaching practices from being captured by the systems where we work is to stand away
experiencesan r ef |l ect on 1t o ( Feanswasto pnavidehaamew,perdpéctivd in orgerg
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to engage the participating teacher and the readers of the research in a process of reflection that may tri
conversation needed for development.

The pilot study involved the expl osoad emotionalof on:
wellbeing of children in her class. The guiding research questions for this study were:

1 What does this primary school teacher knoweemaltbalit tlecial emotionaéllbeing of children?
1 How does the teacher translate these beliefs into practice?

MethodologyPortraiture

A central tenet of stisdywas to engage both the participant and potential readers in reflection on their own
practice. Thatis t 0 saeweakk efiGreiesuset07845) for teachers and researchers in the quest for
whole school reform. This led to the sel¢tibraibiire (Lawrethaeghtfoot, 1983; Lawrdngatfoot &

Hoffmann Davis 1997) as theodwtgy for this project. Portraiture is a blending of qualitative methodologie
(Dixson, Chapman & Hill, 2005); including ethnography, phenomenology and arts based inquiry. Both the
and product of portraiture aim to engage the participdet andefesction. The final report assumes the
metaphor of a painted portrait (Lavaightfeot & Hoffman Davis, 1997) whereby the subject is able to recog
aspects of themselves and also see something previously unknown so as to chtdwagisarehlead
understandings and instigate change. The selection of portraiture was further supported through the soc
constructivist epistemology of the study which acknowledges the construction of meaning through the int
participants in themntext and with the researcher, thus enabling participant reflection.

Portraiture aims to recg®and listen to the voicggople in schools, so as to empower all school people
acknowl edging them as t hadighiootrle8@t 9y s oAwarcdhmeod s
voiced is a critical hinge in the development
has been observed againstpsting knowledge and viewpoints, as well as previai®odsin order to view
the divergence. In this way portraiture is always partial, thus acknowledging the presence of the researc

di smantling the idea of r es e p3d).cAbsuchpatsitute doegimito n |
to be gener al i s(fbpurposenisto conenumhicate anbebneng that cart hlave an efiect on tt
understandi ngs, attitudes, angp8@c)jionbusfenabl

awakeni ngo,p455 Proetmgathering 8afad wrotearsalit so as to be aware of my own biases
stemming from my experience as student, teacher, teacher educator and researcher.

Research Method&ai ni ng One Teacher 6s Per sy

The pilot study involaesingle teacher sampled by conveniencly, mafactos wereconsidered essential

that he teacher be a primary teaahdrthat they be an experienced teacher, so as to remove the potential is
experiencedlringearly careerThe teacher skt Natasha (pseudonygrgduated thirteen years earlier and
has worked in state primary schools and adminiitasbavas at the time of the pilot study weitkirag
kindergarten classannner city state primary scmmbheld the respailgly of Assistant Principal for
kindergarten to year thidatash&ad recently held the role of Relieving RFaneigbrt time

Crystallisation (Richardson, 2000) of data gathering methods was used not only to increase the authentic
project, more importantly to provide a full picture of the teacher and context. This included: observations
classroom, playground, and other events that occurred during the fieldworklpetevdiewtwith the
teacherreview of docunteion, including school newsletters and website material; and immersion in the sc
and its wider community.

Interviews were conduatédi | i sing a &édconver sat iapproah, wherehy thefiest s |
interview transcript abdervation notes were givlat@sh#or review and comment. A second interview was
then held to explore and clarify specific issues Kaszshlalyring the first intervidiwe second transcript
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was also given Natashéor feedbaclkBoth ird@rviews aimed to develop a conversation therpitieds.

This was facilitated through the use of open ended questions and probing questidha tb exgahdaod s
responses and continue the conversation. Interview questions focused aretsBeantaiageumnayois
her current teaching postiglirefsand practiaegarding children, teaching, learning andeschbeliefs and
practice relating specifically to social and emotional wellbeing.

A Portrait of Natasha

The space hedees not permit the inclusion of the entire portrait of Natasha, or even a significantly substa
extract for you as the audience to visit and respond to the portrait and enable the addition of your voice t
through engagement and refiecti

Lawrenceightfoot likened the process of creating a portrait ta: patchwork

contextunctions as the underlying cloth on which the desigeniesgnmh themase
revealed as the shapes that will be joined togiedseseen as selecting thigepa into
which they will fit and joining the seams that hold theralaiwhshds viewed as imbuing
theaesthetic whadé the finigld quilt with symbolic medhegrenckightfocind Hoffmann
Davis 1997, pg 268)

The analogy of patchwookides a way to offer a glimpse into the full portrait of d&dgitetographic
i mages transferred onto fabric to create a pat:
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The patchwork consists of simple squares to demonstrate the compartnesuafisaiseddiy Natasha.

The centre nine squares represent what is happening for the teacher within her school context. The corr
consist of mind, body, hegpir& dhe integtion of all four componeniswed as crucialthis teachdroth

for professional development and the devedbghikeren:

..that is what | think is crucial for tedolhteech all the quadrants th@@BQtionagnd the
SQ(spiritualvi t h t he academi cs..samagbetitibltedadvbolet he whol e
classroom

Natashaid not believkowevethat it was possible to brirggtfectors togettier staff or, as a rescitildren

due to constraimtsperienced within specificontext The squares in between these corner sqpartes de
these constraints of thecr i cul um, Ot he systemd taemalcvieshotthePr i nc
i ncreasing demands of society to add the respo
teacher belied restricted the school to adequately suppenmt child

It is our responsibility as teath&now our students reallgnd for us provide a vehicle

for them to get to know themsellgas| also think that the curriculum and the waypt is se
t he f r ame woessdily suppérithatreibitesy Ellus that we are meant to do this
but where in the timetable, whdoethey actually say right this is the time for you to get to
know your studentsvnahere is there the s@cial

The centre square portrays personal developrheat. Asmp et us f or tamdewvolutioaasc h e
a teachempersonal development was identified as tlov&eyotning the contextual constraittsrayiag the
vitalcomponentef md, body, heart and spigether to enable o of staff and thus children:

| think teaching needs a certain context and you need to be in a certain emotional place where it

really is about service amavice. think a | ot of
.youbdbve got so many teachers who dondét have
them at university saying this is how we tal

really like a scope and sequence of how youfikgvelop

. f you do a survey with a &kcarejdwlifprohaelya c her s r
be top of the liglosetohorg&g an 6t I0® ak a my 6 panddgetschoab o b ad
holiday&@d nd t hat 6s not a reason to stay

The larger squares around the outside of the patchwork illustrate the position of the children. That is, the
bigger picture and yet they are on the olitgigrtrait of this teacher is a picture of children on the periphery
what needs be addressed for social emotional wellbeing to be better supported in schools. Itis not an is:
behaviour, ability or age, rather issues at a much broader level involving curriculum, school organisation
pedagogyThebacking of heavy deninerepe nt s t he t eacher ds vi enaskt hat

the need for greater support of social emotional wellbeing:

| think kids are pretty resilient and I think kids look for the best of everything so I think in those
situations kids semgething as being a lot better than what they are actually experiencing and
that s mainly because t(thiescheadna yeethestoldrem r e al hu

would say 6wedre so lucky to coeoesuwsgreaer ed6 Owebod
mat hs wor k but scr eams abisiswhat mppéns ahad yow . I  me
havetoaccepgisto t hey do and the ones who donbt acce
problem kids so | t ledsurekthattnd reatter thessituatiomyeunhave t hi
to be good and if you donodt | i ke it thereos
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The teacher is nowhere to be seen within the patchworkh et

e 0s beliefs &
resul ting i n awithinghe $échoolgontext: fl d f

it ino

| di d.rad@dtyoufust feel likena loner and there are | know that there are so many children

out there that feel that way émmdoes it f@ebguess the two wositsl destroyiriy

because you are trying wowr doensHtt Hwetely du kdeo n
being heard and that leads to twa Hiitegaess and resentment

This small project highlighted the need for greater understandidgraahengs of social emotional wellbeing
within schools, in order to better address need. This teacher had made use of numerous professional de
opportunities and teaching programs designed to suppodtsyaééllbeing, which had whgxdon her
classroom in many ways. Despite this, powerful issues within the school context created constraints tha

her ability to support childrenés soci al emot i
relatingte oc i a | emotional well being wil/l provide a
words:

We assume that everyone (teachers) is at the same level and it (professional development)
doesndét take i nt o ventheirknowledgese lahnk wetalnost nee¢d &or e st s
do a needs analysis of the staff before we say right everybody has to do it

FURTHERESEARCH

The pilot study has served as evidence of the reflective and dynamic adoption of methodologgy As such,
hasactedo clarify the use of portraifliris. papenasprovided a glimpse ihtodominant issues arising from

the portraitA guiding premise of this research has been to explore greater undbettelneiniguod practice
within a school context, so as to enable a platform for reflection and conversation that may support chan
the ability of the audience to fimake meaning f
crucial to the achievement of this goal. The voice of this fmthengaged by seeking a range of people
within the targeted group &f soigversation, that is, student teachers, teachers, researchers, teacher educe
and educational administrators, to share their responses to the portrait of NatashavillThessaedi¢mce

read the portrait and write their responses twihg fpliestions:

1 What feelings and thoughts did you have as you read the portrait of Natasha?
1 How would you describe Natasha as a teacher?
T How would you describe Natashaébés understand

The purpose of this rsage is to gauge the audience response to inform the data gathering, analysis and |
writing within the broader study.

A larger study of gmanargchool is being undertaken to explore the beliefs and practices of #melteachers
others withthe school contexrtyegard t®ocial emotionvaéllbeingln addition the stusexploringny

challenges percalas obstructing the enactmdigliefs.The study invohedministration, teachers, parents,
students, and other people withsnltbel communifihe aim of this study deteelogreater understanding of
the beliefs and practices of this school community, so as to provide a platform for the school, and others,
process of reflection that is needed to initiate pedéessional development and instigate change.
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