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ABSTRACT
Vetter, Tonya L., A Phenomenological Descriptive Study of Teachers’ Perceptions of
Mindfulness Practices at a School in Southeast Texas. Doctor of Education (Executive
Educational Leadership), May, 2020, Houston Baptist University, Houston, Texas.
The purpose of this study is to describe teachers’ perceptions of mindfulness
practices. The participants for this study were purposefully selected from within a
population of teachers, faculty, and staff, participating in a 6-week mindfulness campus
pilot program. A total of nine participants addressed all of the questions on the
questionnaire and returned it to the researcher. Six of the nine participants attended the
focus group interview. In this descriptive study, the researcher used the qualitative
research methodology of hermeneutical phenomenology. In doing so, the researcher
gained knowledge as the participants in this study conveyed their feelings; which
described what they perceived and sensed through their own experiences.
The overall findings on the participants’ questionnaire responses and focus group
sessions indicated that nine themes embedded in three categories emerged. The themes
for the While in School category included stress management, non-reactivity, and
emotional awareness. The themes for the While Out of School category included
compassion, self-care, and temperament. The themes for the Experience with Students in
the Classroom category included job satisfaction and time management, leniency, and
quality of relationships. The themes identified in each category were determined through
analysis of frequencies and percentages of the participants’ responses to questions
regarding the impact and effect of mindfulness practices.
Based on responses from participants in this study, mindfulness practices
provided support and skills needed to work successfully in a stressful environment.
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Participants were able to integrate mindfulness inside and outside the school day and
found it beneficial in improving the quality of their relationships. The researcher hopes
that the findings of this study will serve as a tool of support for teachers, faculty, and
administrators in their efforts to create a healthy learning environment. The findings of
this study may encourage schools to pay attention to the various mindfulness curriculums
to accurately implement the model that is most appropriate for their campus needs. In
addition, it is imperative that mindfulness professional development is provided in order
to understand how mindfulness works and how to implement mindfulness practices
successfully. Mindfulness implemented as suggested will become an asset to all on
campus throughout their communities.

KEY WORDS: Awareness, Barriers, Burnout, Coping, Job performance, Meditation,
Mindfulness, Non-judgmental, Teacher stress
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CHAPTER I
INTRODUCTION

Houston Baptist University has made a commitment to fulfill its responsibility for
the renewal of Christian higher education through a vision organized around Ten Pillars.
Pillar Nine: Cultivate a Strong Global Focus encourages us to commit to excellence on a
global scale (Noll, 2000). The practice of mindfulness is a global phenomenon that
provides instructions on how to pay more attention to thoughts, emotional responses,
body sensations and the environment. It is being taught in universities, medical centers,
and businesses worldwide. Magazines and books feature mindfulness on a regular basis
(Delehanty, 2018). Dozens of mindfulness phone apps have been developed.
Mindfulness is even being used in the English Parliament and the U.S. Military (Seppälä,
et al., 2014). Schools are leading the way by introducing mindfulness training to school
leaders, teachers, and students. Great leaders in education understand the importance of
personal development as well as professional development.
Mindfulness is commonly described as “the awareness that emerges through
paying attention, on purpose, in the present moment nonjudgmentally. It is being aware
of the unfolding of each experience moment by moment” (Kabat-Zinn, 2003). The ability
to attend effectively and meaningfully is the basis of mindfulness practices. It has
become an emerging topic of interest for children and adults (Reardon, 2016).
Mindfulness-based practices have been widely recognized and its effectiveness
has been increasingly researched and studied (Weare, 2014). Mindfulness (Kabat-Zinn,
2013) has been shown to reduce stress, depression, and anxiety (Grossman, Niemann,
Schmidt, & Walach, 2004; Hofmann, Sawyer, Witt, & Oh, 2010). These mental health
concerns are frequently reported among educators (Gallup, 2014). Mindfulness is state of
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awareness and consciousness that involves accepting the present moment fully without
judgment (Jennings, 2015). Mindfulness programs teach participants meditation and
breathing techniques that help the participants learn coping strategies to manage negative
feelings and emotions, focus on the present moment, and develop self-awareness and
resilience (Kabat-Zinn, 2003). When practiced daily, mindfulness helps individuals to
promote calm and optimistic states of mind, recover from setbacks and persist in the face
of difficulties (Burnett, 2011). Mindfulness practiced daily has the potential to teach
individuals how to open their perspective and allow them to see their inner and outer
experiences in real-time with kindness and compassion for themselves and for others
(Greenland, 2010).
The influence of mindfulness practices on teachers is significant as the technique
and practice may help to improve school campus culture by developing teacher emotional
well-being and improving their relationships with their students (Roeser, Skinner, Beers,
& Jennings, 2012). Paying attention, understanding perceptions and self-regulation are
key elements of mindfulness teachings. Frank, Reibel, Broderick, Cantrell & Metz,
(2015) suggested that teachers participating in a mindfulness-based stress reduction
program showed significant gains in self-regulation, self-compassion, and mindfulnessrelated skills such as observation, non-judgment, and non-reacting. Experiences off
campus, such as teacher sleep quality were also found to be positively affected (Frank, et
al., 2015). The relationships with the teachers’ and students could be positively impacted
and teachers’ absences from fatigue or illness could decrease (Zhang, 2017). Thus, the
integration of mindfulness programs as a professional development, educational, and
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well-being initiative could provide teachers with tools to positively affect their job
performance and create more comfort, health, and happiness.
One of the most common requests for mindfulness is from teachers who wish to
address their stress and emotional reactivity. Workplace stress has reached intolerable
proportions, with stress in the teaching profession considerably higher than the workplace
average. Over 80% of teachers report experiencing stress, anxiety and depression at
work, and over 50% feel ‘severely’ stressed (NUT, 2013). Teacher stress and the
increasing turnover rate are serious problems that negatively impact the quality of
education. They take an emotional and psychological toll on school personnel, which
affects student achievement (Greenberg, Brown, & Abenavoli, 2016; Hoglund, Klingle,
& Hosan, 2015). According to Ingersoll 2003, teacher turnover costs states a total of as
much as $2.2 billion each year. The need is essential for educational leaders to support
teachers’ health and well-being by using efficient stress management strategies and to
consider the positive influence mindfulness programs can have on teaching and learning.
In this first chapter, the researcher presents a brief overview of the literature
pertaining to (a) introduction; (b) background of the study; (c) statement of the problem;
(d) statement of the purpose and significance; (e) research questions; (f) definition of
terms; (g) theoretical framework; (h) limitations; (i) delimitations; (j) assumptions; and
(k) organization of the study.
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Background of the Study
The purpose of this study is to describe teachers’ perceptions of mindfulness
practices. Mindfulness was developed four decades ago at University of Massachusetts
Medical Center and is increasing in popularity worldwide today. Jon Kabat-Zinn (2003),
a microbiologist, founded the secular mind-body practices, which he adapted from
ancient Buddhist mind-body practices. He removed all religion from the content so that
the practice is compatible with all religions worldwide, including Christianity. More and
more Christian churches are integrating mindfulness meditation into their programs
(Bushlack, 2015).
Kabat-Zinn developed a specific curriculum. He created an 8-week mindfulness
course, which he called “Mindfulness Based Stress Reduction (MBSR)”, for participants
experiencing chronic pain due to illness. He later began working with cardiology
patients. The results of both programs were so amazing that other universities wanted to
learn more. It is currently being used in major corporations and the U.S. Military (Rice,
Liu, & Schroeder, 2018). The Veteran’s Administration has recently issued a
Mindfulness app called “Mindfulness Coach”, which is free and available to the public at
large (Owen, et al., 2018).
Mindfulness-Based Stress Reduction (MBSR) is a structured practice usually
delivered in a group format (Kabat-Zinn, 2003). MBSR focuses on three techniques: a
body scan, sitting meditation and hatha yoga practice, which is a yoga and breathing
practice that prepares the body for meditation (Chiesa, 2009). Participants are taught to
observe thoughts, to accept things which they cannot change, and to notice and let go of
judgment (Crane, Kuyken, Hastings, Rothwell, & Williams, 2010). It combines
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meditation, to help people become more aware of their thoughts, with principles of
cognitive therapy (Kabat-Zinn, 2003). Mindfulness consists of formal and informal
practices that support practitioners’ ability to develop mindful skills throughout the day in
everyday settings. The most common forms of mindfulness practices used in MBSR are
mindful eating, body scan, mindful breathing, sitting meditation, mindful yoga, walking
meditation, and visualization meditation (Brandsma, R. 2017).
Other curriculums have been developed to teach mindfulness since that time. For
example, the University of California Los Angeles’ (UCLA) Mindful Awareness
Research Center (MARC), has created a curriculum called “Mindful Awareness Practices
for Daily Living (MAPS).” Research is also being conducted using that curriculum
(Asherson & Merwood, 2012). This curriculum provides six classes. The first three
classes teach the ways to use anchors of breath, sound, body sensations, walking, and
moving to focus the attention on present moment and to return the attention when the
mind has wandered. The last three classes teach how to use mindfulness with physical
pain, strong emotions, and challenging thinking.
Mindfulness is being taught to individuals struggling with life changes and stress,
as well as with physical, psychosomatic, and psychiatric disorders. Mindfulness has been
studied and researched across populations and many studies report improvements in
biological and psychiatric ailments such as pain management, blood pressure, anxiety and
depression (Kabat-Zinn, 2003).
Teaching has been noted as one of the most stressful occupations in the human
service industry for decades (Alvarez, 2007; Johnson, Berg, & Donaldson, 2005).
Educators have a stressful task of developing learning experiences that are new creative,
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innovative, competent, and encompass nurturing environments for students each day.
The daily role of a teacher ranges from friend, protector, mentor, disciplinarian, and
gatekeeper to academic success. It is an insurmountable request for one to fulfill for a
classroom of thirty individuals. Studies indicate 25% -30% of teachers rate their jobs as
either very or extremely stressful (Kyriacou, 2001; Bauer, et al. 2007). Sources of stress
can vary from teacher to teacher, as can the manner teachers respond to stressful
experiences (Tripken, 2011).
According to Ingersoll (2001), teaching is plagued by a significant turnover rate
from burnout. Turnover rate, in turn, creates more stress for teachers who must assume
more instructional roles or help new teachers adjust, leading to more burnout. Burnout
cascade has been referred to the struggle to cope with daily stresses, that compound and
may lead to more complications including emotional exhaustion, feeling overwhelmed,
and job dissatisfaction (Oberle & Schonert-Reichl, 2016). In the United States, nearly
half of all teachers leave within the first five years of their teaching career (Ingersoll &
Smith, 2003). Moreover, burnout is higher among educators than any other profession
(Johnson, et al. 2005). The documented rate of teacher turnover is rising in public
schools and continues to increase (Ingersoll & Smith, 2003). According to the National
Commission on Teaching and America’s Future (2014), teacher turnover costs the U.S.
$7.3 billion annually. The increase in teacher stress has been linked with other
unfavorable professional outcomes, including absenteeism (von der Embse, Kilgus,
Solomon, Bowler, & Curtiss, 2015; Menken, 2006; Yoon, 2002).
High levels of stress associated with teaching have serious physical and mental
health effects for the teacher, schools, and the entire school system (Hansen & Sullivan,
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2003). According to Tsai, Fung, & Chow, 2006, some teachers experience physical
symptoms such as chest pains and ulcers, other teachers may experience emotional and
psychological problems such as depression. Teaching is a prevalent occupational choice;
teachers make up a little more than 3% of the U.S. working population (Bureau of Labor
Statistics, 2015), but research shows that teachers experience mental health problems at
an unreasonably high rate when compared to the rates found in other occupational groups
(Kinman, Wray, & Strange, 2011).
Oberle & Schonert-Reichl (2016) report the stress level of the teacher appears to
impact the stress level of the students. The study found a contagion effect that indicated
that burned out teachers had higher cortisol levels in the morning. Their students also
had higher levels of cortisol in the morning. The study suggests that the increase of stress
was due to the anticipation of going to school (Oberle & Schonert-Reichl, 2016).
Teacher stress has been defined as “the experience by a teacher of unpleasant,
negative, emotions, such as anger, anxiety, tension, frustration, or depression, resulting
from some aspect of their work as teacher” (Kyriacou, 2001). According to Hurrell,
Nelson, & Simmons (1998), high levels of stress have significant organizational
consequences, such as poor work performance, low job satisfaction, high levels of
tardiness and absenteeism, high rates of turnovers, and poor relationships with other
employees. The stressful circumstances and lack of tools and support increases the
likelihood of an ineffective teacher (Hanson & Sullivan, 2003). Stressed out teachers
who suffer from burnout are far less effective in the classroom, have poor classroom
management, and are equally ineffective teaching daily content and lessons (Oberle &
Schonert-Reichl, 2016). This is important, as teachers are one of the most influential and
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important adults in children’s lives. There is some evidence that teacher well-being, at
least indirectly, has significant effects on children’s socio-emotional development,
growth and academic performance (Hamre and Pianta, 2004; Malmberg and Hagger,
2009; Moolenaar, 2010).
The teaching profession has undergone drastic changes, which also contribute to
tension and pressure on teachers. Today’s schools serve a larger immigrant population,
more children due to higher birth rates, disabled students, and English language learners.
They also deal with ever-changing policies for underprivileged and low-income families
(Cochran-Smith, Feiman-Nemser, & McIntyre, 2008). Moreover, constant changes in the
economy and unremitting technological upgrades have produced an over-stimulated
competitive society that has created an unforeseeable challenge, which causes perpetual
stress and anxiety. Teacher achievement and success is primarily based on student
achievement in their classroom or campus, and this can potentially be detrimental in an
environment where the driving force is incentives and rewards (Clotfelter, Ladd, &
Vigdor, 2006; Lavy, 2016). In most cases, the quality of a teacher is measured by this
standard.
Tripken (2011) stated that the pressure placed on the teachers to succeed in the
multiple roles simultaneously became more intensified with the No Child Left Behind
Act (U.S. Department of Education, 2002) and the Every Student Succeeds Act (ESSA,
2015) in which low-performing schools face consequences if students are academically
unsuccessful or fail to make progress on standardized tests. Holding teachers
accountable for the academic success of students who are in trauma and cannot learn or
for students who are performing significantly below grade level increases stress.
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Emotional exhaustion is also ranked highly in the teaching profession (Hakanen,
Bakker, & Schaufeli, 2006; Maslach, Schaufeli, & Leiter, 2001). Educators face
challenges that often become obscure in the classroom, and seamlessly blend in with the
daily tasks that have become monotonous and programmed. Teachers are tasked with
managing the behavior of students, supporting students in need, motivating those who
lack self-efficacy and often feel overwhelmed by the pressure of the workload. Richards
(2012) suggested working in such an environment leaves little time for teachers to relax,
make clear decisions, and end the workday without taking work home. Teacher wellbeing encompasses the quality of teachers’ professional, personal, and relational lives
inside and outside of the school (Spilt, Koomen, & Thijs, 2011). Schonert-Reichl (2017)
stated the importance of supporting students’ social emotional needs and school wellbeing has gained national attention from researchers and policy makers, while the wellbeing of educators providing for those needs has been overlooked. Educators are
expected to perform well, even under stress.
Teaching is a profession that requires strong emotional intelligence and
communication skills that exceed the daily duty of providing content knowledge.
Educators’ are challenged to be constant caregivers, renewable nurturers, and people of
unlimited understanding. Hargreaves (1998) said emotional intelligence is central to the
teaching profession. Because emotional understanding is a necessary requirement for
successful teaching and because teaching involves extensive emotional labor or
emotional management, Hargreaves (1998) argued that emotional competence should be
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considered an essential component of educators’ professional development. Currently, it
is not included in most education programs.
Emotional competence, stress awareness, and stress management are key factors
educators must exemplify personally to foster healthy learning communities
professionally. Social-emotional competence requires the abilities to manage stress, to
manage relationships, to regulate emotions, and to communicate clearly. These include
the ability for observation, nonjudgmental awareness, flexibility, regulation of emotions
and attention, emotional resilience, empathy, and compassion towards self and others.
Jennings and Frank (2013) explained that professional development programs for
educators should incorporate training that addresses stress management, social-emotional
competencies, well-being, burnout prevention, and “habits of mind” as central strategies.
The study of teacher emotion is comparatively new (Fried et al., 2015); however,
teacher emotional well-being and behavior, whether positive or negative creates a
compassionate or inimical classroom environment, and thereby, influences student socialemotional development and learning (Frenzel, Goetz, Lüdtke, Pekrun, & Sutton, 2009;
Hagenauer, Hascher, & Volet, 2015; Jennings & Greenberg, 2009; Loman & Gunnar,
2010; Maldonado-Carreno & Votruba-Drzal, 2011; Milkie & Warner, 2011; Oberle &
Schonert-Reichl, 2016; Roorda, Koomen, Spilt, & Oort, 2011). Connecting with the
students successfully is important to ensure students connect with the subject matter.
Having access to resources that support emotional well-being will assist teachers in
providing a healthy learning environment (Woolfolk & Davis, 2005).
Few evidence-based professional development strategies have been researched
that support educators’ social-emotional competence (Roeser, Skinner, Beers & Jennings,
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2012). Roeser and colleagues (2012) suggest contemplative practice have potential for
improving educator professional development. Contemplative practices or stress
reduction-based practices have gained substantial attention as a promising strategy to
address stress-related problems and promote physical and psychological well-being
(Chiesa & Serretti, 2009).
These elements are essential to managing a classroom successfully (Jennings &
Greenberg, 2009). Roeser and colleagues (2012) have described particular “habits of the
mind” that are necessary for teachers to create well-functioning learning environments.
These include the ability for observation, nonjudgmental awareness, flexibility, the
ability to regulate emotions and attention, emotional resilience, empathy, and compassion
towards self and others. Jennings and Frank (2013) explained that developing educators
professionally should incorporate training that addresses stress management, socialemotional competencies, well-being, burnout prevention, and beneficial “habits of mind”
as central strategies.
Statement of the Problem
While the role of the teacher is essential to creating a classroom climate that
supports student learning and social-emotional well-being, however, little consideration
is given to the fact that dealing with the actions and interactions that occur in the
classroom on a daily basis may lead to teacher stress and burnout and result in teacher
turnover, which is documented to be on the rise in schools (Ingersoll, 2001; NCES 2011).
Many sources of stress for teachers have been cited and include but are not
limited to the following: (a) time demands, (b) workload, (c) students’ disruptive
behavior, (d) organizational factors, and (e) increased pressure with accountability to
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standardized tests (Blasé, 1986; Boyle, Borg, Falzon, & Baglioni, 1995; Farber, 1991;
Flook, Goldberg, Pinger, Bonus, & Davidson, 2013). In addition, school-based stress
reduction interventions are usually geared towards students. Fewer efforts to address
stress and burnout among teachers are implemented.
Stress and burnout have been ongoing challenges among teachers (Tripken,
2011). Resources provided to support teachers in stress reduction may reduce burnout.
Supporting teachers’ efforts to manage the demands of the classroom and maintain their
own well-being are essential to students’ learning and school success.
Statement of the Purpose and Significance
The purpose of this study is to describe teachers’ perceptions of mindfulness
practices. The applications of mindfulness for classroom teachers are just beginning to be
explored and examined with relatively few studies investigating the effects of
mindfulness training for teachers and the affect it has on educator’s stress and overall
well-being (Flook, Goldberg, Pinger, Bonus, & Davidson, (2013).
This study is significant because stress and teaching have become synonymous in
American society (Kiser, 2007). The responsibilities of teachers have increased
substantially, both socially and emotionally more than in the past (Jennings, 2013).
Education reform, lack of administrative support, lack of resources, mounting paperwork,
and working in an environment that does not value the shared-decision making process
are all factors that can cause stress among educators (Teuta et al., 2015). Many educators
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are not aware when they are experiencing stress, until they reach emotional exhaustion
because it is so engrained in the culture (Jennings, 2013).
In previous research by Mcgee-Cooper and Trammell (1990) teachers were
grouped in three groups based on how they managed their stress. Three groups emerged.
The first group consisted of those who resigned from the field and refuse to succumb to
the pressures of the job. The second group of educators worked under the pressure of
high stress, but waited for vacation days and retirement with great anticipation. The third
group was advanced and able to work well with high stress. Professional development,
in-services, workshops, and conferences could assist the first group of teachers in stress
coping skills and strategies (Moody & Barnes, 2009).
Few professional developments or professional learning communities address the
social and emotional challenges the field of teaching incurs or the teachers’ emotional
well-being (Jennings, 2011). Teacher stress is often perceived as a disparity between
“what is being required of them versus what they feel is realistically achievable
successfully” and teachers’ ability to manage it. High stress is a disadvantage that
adversely affects the organization, the worker, and could lead to a reduction in
performance (Treven & Treven, 2011). Without the necessary tools to manage the social
and emotional demands of teaching, the classroom climate suffers, the overall learning
experience is compromised, task-performance levels are low, and the teacher has a
greater likelihood of being off task (Jennings, 2011). Negative factors such as these can
lead to high teacher absenteeism, negative emotions towards students, parents, and
colleagues; which could lead to ineffective teaching practices (Greenland, 2010).
Educational leaders, school boards, and policy-makers have the ability to provide
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support and access to preventative programs that can assist teachers and the learning
community holistically. Roeser and colleagues (2012) suggested stress reduction-based
interventions such as contemplative practices or stress reduction-based practices have the
potential for developing educators professionally. Contemplative practices and stress
reduction-based practices have recently shown positive strategies that has improved
teachers’ response to stress-related problems, addresses psychological well-being,
(Chiesa & Serretti, 2009), physical health, self- awareness, self-regulation of attention,
emotion regulation, and compassion (Hölzel et al., 2011; Mind and Life Education
Research Network, 2012.) Small promises are emerging in research in the area of
contemplative practice interventions, such as mindfulness in educator professional
development (e.g. Flook, et al., 2013; Jennings, et al., 2013; Roeser, et al., 2013; Ivey,
2012).
Research Questions
Boeree (2002) noted that the phenomena speak for themselves, meaning the
researcher should be prepared to listen. In this study, the researcher described teachers’
perceptions of mindfulness practices in the school...free of the researcher’s biases and
beliefs as supported by the work of Gall, Gall, and Borg (2007).
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1. What are teachers’ perceptions of the effect mindfulness practices has on their
stress in the classroom?
2. What are teachers’ perceptions of the effect mindfulness practices has on their
personal well-being, including time outside of the classroom?
3. What are teachers’ perceptions of how mindfulness has changed their behaviors
in the classroom?
Definition of Terms
Awareness
Awareness is the behavioral component of mindfulness that involves continually
monitoring the totality of an experience.
Barriers
Barriers are characteristics negatively associated with teachers’ access to stress
reduction-based practices and support in academic institutions or the workplace.
Burnout
Burnout is defined as a response to the chronic emotional strain of dealing
extensively with others in need (Maslach, 1982). Burnout has been conceptualized as a
syndrome of three distinct components: emotional exhaustion, lack of a feeling of
personal accomplishment, and depersonalization (Maslach & Jackson, 1981; Maslach et
al, 1996).
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Coping
Coping refers to attempts a person makes to cognitively and behaviorally manage
the demands that overwhelm his or her individual resources (Lazarus & Folkman, 1984).
Catanzaro and Mearns (1999) describe coping as the process by which people respond to
stress in their lives and on their jobs. In essence, an individual may be able to perform
well on a job and be satisfied, even with high levels of stress, if effective coping
strategies are used. Others with ineffective coping mechanisms, may feel distress and
burnout when under lower levels of stress.
Job Performance
For the purposes of this study, job performance for an educator is the ability to
successfully perform job-related responsibilities in the areas of (a) planning and
preparation, (b) the classroom environment, (c) instruction, and (d) professional
responsibilities (Danielson, 2007).
Meditation/formal sitting
Mindfulness meditation is a formal sitting practice in a chair or cushion.
Attention is focused, or anchored in breath, body sensation, or sound. When thoughts
occur, the practitioner labels the thought “thinking” and returns to the anchor.
Mindfulness
Mindfulness refers to a frame of mind in which an individual maintains
continuous attention to detail (Weick & Sutcliffe, 2006). It is a system of mental training
that positively impact the way individuals perceive and respond to themselves, their
relationships, and the world (Kabat-Zinn, 1994). Bishop, et al. 2004 states mindfulness as
consisting of two main elements—the management of attention and a nonjudgmental
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attitude toward one’s experiences in the present moment. Mindfulness involves attending
to external experiences, including sight, sound, touch, taste and smell, and internal
experiences, including bodily sensations, thoughts, and emotions (Hooker & Fodor,
2008) “In practicing mindfulness, one becomes aware of the current internal and external
experiences, observes them carefully, accepts them, and allows them to be let go of in
order to attend to another present moment experience” (Hooker & Fodor, 2008, p. 77).
Mindfulness practices include bringing one‘s attention to the present moment,
which individuals can develop through meditation techniques. Such meditation
techniques include focusing on one‘s attention on breath, developing awareness and
recognition of the emotions felt during the meditative process, and reflecting on the
experience (Kabat-Zinn, 1994). Taking time to breathe and rest allows all the things that
cloud one‘s perspective to settle. Challenges do not go away, but they no longer cloud
one‘s perspective (Greenland, 2010).
In an educational context, mindful teachers maintain a level of alertness to the
activities surrounding their job and an awareness of how they contribute to the classroom
or school environment (Weick & Sutcliffe, 2006). Learning when and how to pause or
rest the mind can positively influence how teachers interact with and provide instruction
to their students, as well as their overall attitude and belief about their job performance
(Greenland, 2010). Finally, mindfulness practices help to develop kindness and
compassion for oneself and for others (Greenland, 2010).
Non-judgmental
Non-judgmental behavior encompasses an attitude of acceptance, openness, and
even compassion toward one’s experience (Roemer & Orsillo, 2003).
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Teacher Stress
Teacher stress is defined as "the experience by a teacher of unpleasant, negative
emotions, such as anger, anxiety, tension, frustration, or depression, resulting from some
aspect of their work as a teacher" (Kyriacou, 2001, p. 28).
Theoretical Framework
The Theoretical Framework of this study is based on three interrelated mental
skills and dispositions: (a) concentrating attention intentionally on the here and now; (b)
perceiving the present moment in a calm, clear, manner; and (c) experiencing each
moment just as it is, without biasing mental reactions or judgments (Young, 2011).
In schools, the ability for teachers to remain calm and keep a non-judgmental
attitude creates a positive school environment where students feel safe and engaged
Roeser, Skinner, Beer, and Jennings, (2012) explained the relationship between
mindfulness and effective classroom cultures concisely in their logic model. In this
model, the authors suggest an association between mindful traits and teacher well-being,
efficient classroom management, positive interpersonal climate, and positive
relationships.
Teaching can be extremely stressful, and stress can have a negative effect on the
professional environment and individual. Mindfulness programs can reduce stress
(Kabat-Zinn, 2013). They commonly include three core practices a body scan, sitting
meditation, and movement-based mindfulness. With each practice the participant
concentrates attention intentionally on the present moment without biased reactions or
judgments (Young, 2011). Bishop, et al. (2004) suggested mindfulness consists of two
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core elements, which are the regulation of attention and a nonjudgmental attitude toward
one’s experiences in the present moment. Meditation is often used as the vehicle for
achieving these states (Reardon, 2016).
Limitations
Limitations in research are matters and occurrences that arise in the study which
are out of the researcher’s control. The limitations of this study included the following:
1. The questionnaire used for self-reporting may not determine conclusively the
perceptions of teachers’ regarding the stress reduction program at the selected school in
southeast, Texas.
2. Teachers in other regions of the nation may have other stress reduction methods.
3. Preconceived judgment about mindfulness is not always accurate and may affect
the view of teachers in school.
4. Mindfulness practice in schools is a new, but growing, practice; research in this
area is in its infancy (Burke, 2010). According to Burke (2010), there is not a lot of
research regarding the teachers’ perspectives, or their experiences.
Delimitations
Delimitations of a study are those characteristics that arise from the limitations in
the scope of the study (boundaries are defined by the researcher) by conscious
exclusionary and inclusionary decisions made during the development of the study.
Delimitations of this study included the following:
1. The participants in this study were selected from one school in southeast,
Texas.
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2. The questionnaire that was used in this study was a self-report measure and no
observable practices were examined.
3. Mindfulness practices use specific techniques.
Assumptions
Three general assumptions of this study were:
1. The questionnaire used in this study was valid for the purpose intended.
2. The participants understood the questionnaire and responded objectively and
honestly to both the questionnaire and interview and were able to describe the stress in
their lives and their current coping strategies.
3. The classroom and interrelated demands on the teachers studied was
comparable within a single school district.
Organization of the Study
This study is organized into five chapters. Chapter I includes introduction,
background of the study, statement of the problem, statement of the purpose and
significance, research questions, definition of terms, theoretical framework, limitations,
delimitations, assumptions, and organization of the study. In Chapter II, the researcher
provides a review of the literature including: (a) introduction; (b) theories regarding
teachers’ perception of mindfulness practices; (d) institutional practices to support
teachers’ stress and mindfulness practices; (e) the current state of mindfulness practices
in education; (f) programs that address teachers’ stress in a selected school in southeast,
Texas; and a (g) summary. In Chapter III, the researcher describes the methodology used
in this study, which includes research design, participants, context and setting,
instrumentation, data collection, and data analysis. In Chapter IV, the researcher
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provides findings of the study. In Chapter V, the researcher provides discussions,
implications, recommendations, and conclusions.
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CHAPTER II
REVIEW OF LITERATURE
The purpose of this study is to describe teachers’ perceptions of mindfulness
practices. The applications of mindfulness for classroom teachers are just beginning to be
explored and examined with relatively few studies investigating the effects of
mindfulness training for teachers and the affect it has on educator’s stress and overall
well-being (Flook, Goldberg, Pinger, Bonus, & Davidson, (2013).
The following literature review focuses on topics of research encompassing the
practice of mindfulness. The chapter begins with a review of the research on mindfulness
practices in general. Mindfulness-Based Stress Reduction (MBSR) is the foundational
curriculum program for many mindfulness programs and studies; however, other
curriculums are also studied. As mindfulness gains notoriety, the demand for programs
using mindfulness practices in the educational setting has increased in an effort to address
students’ stress and anxiety, but few attempts have been initiated to address the emotional
well-being of teachers using mindfulness.
The Cost of Stress on Human Health
Stress is a phenomenon that has been defined as a human physiological response
that occurs as a result of how situations and occurrences are perceived (Selye, 1973.)
The term “stress” was properly coined in the 1950s based on Seyle’s psychological study
of what happens when animals are injured or incur extreme conditions (Kabat-Zinn,
2013). According to Seyle (1973), a stressor is the event or circumstance that triggers
and produces the stress response that integrates a reaction involving the mind and body
(Kabat-Zinn, 2013). The stress response system can be activated in humans and animals
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when acute or physical challenges arise, and the systems can be deactivated when the
stressful experience is over (Sapolsky, 2004).
The human brain has the unique capability of producing the stimulus of stress by
thought alone (Lazarus, 1993; Sapolsky, 2004). Cultivating skills that will help decrease
rumination on past events, worry and anxiety about future events and thoughts evaluating
possibilities of dangers or difficulties can all trigger the same stress response used to
respond to physical harm, even if it never actually occurs (Lazarus, 1993). Kabat-Zinn
(2013) points out that the “fight or flight” response does not have to be an innate reflex;
instead, we have nurtured and perpetuated this stimulus by activating it through overreacting in situations that are not hazardous or life threatening. Repeated activation of the
stress-response is detrimentally harmful psychologically. Research has found that
constant stimulation enables one to turn off stress-response when the stressful events
ends. Otherwise, the body becomes susceptible to stress-related diseases and reduced
emotional functioning (McEwen & Sapolsky, 1995; Sapolsky, 1996; Sapolsky, 2004).
Enhancing self-awareness and self-regulating competencies to adequately manage
emotions, reduce stress, and avoid burnout are desperately needed in the school system in
order to retain quality teachers today. Teaching is a stressful occupation (Kyriacou &
Sutcliffe, 1977; Howard & Johnson, 2004), and stress impacts the overall well-being of
the teacher. Teaching is an emotional occupation, and one that requires teachers to
effectively facilitate academic instruction, address emotional needs, manage
inappropriate behavior, and participate in extra-curricular activities (Burke et al., 1996;
Hamre & Pianta, 2001; Jennings, 2015). Hargreaves (1998) explained good teaching as:
It is not just a matter of knowing one’s subject, being efficient, having the correct
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competencies, or learning all the right techniques. Good teachers are not just welloiled machines. They are emotional, passionate beings who connect with their
students and fill their work and their classes with pleasure, creativity, challenge,
and joy (p.835).
The emotional lives’ of teachers’ is rarely considered (Brackett, Palomera, MojsaKaja, Reyes, & Salovey, 2010). The increasing demands placed on teachers under
current test-based reforms and working conditions are leading to low morale, stress,
teacher burnout and excessive turnover (Dworkin, 2001; Finnigan & Gross, 2007;
Richards, 2012; Ravitch, 2010). Teacher stress has been identified as negative emotions
such as anxiety, tension, anger, frustration or depression caused by work as a teacher,
which impacts teacher self-efficacy and overall-well-being as a professional (Kyriacou,
2001.)
High rates of teacher stress are a common phenomenon often caused by time
demands, unmotivated students, and politics. Barriers and lack of administrative support
has also been noted as contributing to teacher stress (Burke et al., 1996; Howard &
Johnson, 2004; Jennings & Greenberg, 2009; Kyriacou, 2001; Oberle & Schonert-Reichl,
2016). The job of a teacher involves awareness and management of their own
psychological well-being, as well as students who need help redirecting negative
emotions in an academic setting (Sutton & Wheatley, 2003).
Understanding Burnout
The National Commission on Teaching and America’s Future (NCTAF)
estimated that the cost of teacher turnover among public school teachers in the U.S. is
more than $7.3 billion a year (NCTAF, 2007). More students enter school unprepared
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with behavior problems as early as preschool (Gilliam, 2005). Research indicates that
teachers are overwhelmed with situations that aggravate emotions that are difficult to
manage. According to Jennings and Greenberg (2009), this creates a stressful classroom
environment where the teacher will experience emotional stress and a “burnout cascade.”
Burnout results from a breakdown in teachers’ ability to manage over time, and is
viewed as having three dimensions: emotional exhaustion, depersonalization and feelings
of low personal accomplishment (Maslach, Jackson, & Leiter, 1997). Emotional
exhaustion is the habitual state of physical and emotional depletion that is caused by the
inability to manage stress and emotional burdens. When teachers become emotionally
exhausted, they no longer enjoy teaching because they feel overwhelmed by work
demands and exhaustion (Jennings, 2015). Research has found that teachers
experiencing burnout are less likely to demonstrate compassion and kindness towards
students during stressful moments, have less patience, and are less committed to their
work (Farber & Miller, 1981). Working in this state day after day causes harm to the
body and mental state. Teachers suffering from burnout may lose their zeal in learning
and teaching and develop a negative outlook of school and teaching as a whole (Zhang &
Sapp, 2008). Bracket and his colleagues (2010) argued that secondary school teachers
capable of monitoring and managing their emotions were less likely to burnout.
Emotional Reactivity and Teacher Stress
According to Ekman (1992), individual emotions have particular characteristics
that make them different and unique in their role and functioning. As the founder of the
study of emotions, Ekman (2007) expounded on emotions as a process that is an
automatic evaluation induced by previous personal experiences that are perceived
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important to our survival. Emotional responses begin with the circumstances
experienced. The distinctive characteristics of each emotion is what makes the matter of
emotions a public matter as oppose to a private event (Ekman, 1992). For example, anger
has facial expressions that are very familiar such as curving and tensed eyebrows, glaring
eyes, and contracting lips.
Ekman (2007) suggested challenging emotions provoke unconscious reactions
such as facial expressions, verbal responses, and expressive body language. Operating
under these conditions is equivalent to “driving a car and simultaneously pressing the
break” recklessly. Stress hormones, which flood the body under stressful conditions.
Permanent emotional reactions and sustained periods in this state are toxic and harmful to
the body and negatively impacts personal and professional relationships (McEwen,
1998).
Supporting the overall well-being of teachers is vitally important to creating a
sustainable and healthy learning environment. According to Hargreaves (1998),
emotional health plays a substantial role for four major reasons in building the teacherstudent relationship (a) teaching is an emotional practice, (b) teaching and learning
involve emotional understanding, (c) teaching is a form of emotional labor, and (d)
teachers’ emotions cannot be seen as separate from their moral purpose. Emotions are
not only cognitive and reside in the minds and bodies of individuals, “they are embedded
and expressed in human interactions and relationships” (Hargreaves, 2000, p. 824).
Yusainy and Lawrence (2015) found that mindfulness practitioners developed
skills that allowed them to respond more skillfully with less anger and more self-control
during intense encounters. According to this study, one hundred and ten participants
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(mean age – 20 years) viewed a six-minute video of irrelevant words on the screen. Half
of the participants were asked to ignore the words on the screen, while the others were
instructed not to ignore the words. Afterwards, half of the participants in the conditioned
groups listened to a mindfulness meditation audiotape. The other half listened to an
educational audio tape. Findings for this study suggest that mindfulness induction can
reduce some negative reaction due to the participant’s ability to decenter and regain
emotional support. Jennings (2015) addressed the need for an educational agenda that
includes the integration of social and emotional skills for teachers and students to help
manage classroom stress.
What is Mindfulness?
Mindfulness has roots in Eastern culture and other traditions where attention and
awareness are practiced and cultivated. Although originated as an Eastern tradition, parts
of mindfulness have been found in Judaism, Hinduism, and Christianity through varying
forms of contemplative practices Sharples (2003). Mindfulness is defined as the state of
being attentive and aware of the present moment nonjudgmentally (Brown & Ryan,
2003). Mindfulness is one of many forms of meditation. Meditation can be thought of as
a) skillfully regulating our attention and energy (b) thereby affecting and possibly
changing the quality of our experience (c) allowing us to become aware of the vastness of
our humanity and (d) our connectedness and relationship to the world (Kabat-Zinn,
2014).
The founder of mindfulness practices, (Kabat-Zinn, 1990) originally developed an
8-week Mindfulness-Based Stress Reduction (MBSR) course for patients experiencing
chronic pain due to illness. It is the ability to be present in each moment with awareness
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consciously without judgment, rather than reacting emotionally (Roeser et al., 2013).
The foundational teachings of mindfulness focus on developing awareness of attention
through conventional, secular and meditation techniques. They involve forming
intention, paying attention to the here and now and being aware of attitude (Shapiro,
Carlson, Astin, & Freedman, 2006). The practice and techniques are designed to change
participants’ relationship with stressful thoughts and daily occurrences, by improving
emotional reactions and developing cognitive assessment skills (Teasdale et al., 1995).
Bishop et.al (2004) found the ability to cultivate a nonjudgmental attitude and regulate
one’s attention critical to improving present moment experiences. Hölzel et al., (2011)
found evidence of positive benefits in the brain, including increases in gray matter in
areas of self-awareness, impulse control, and other key parts of the brain. Cultivating the
practice of mindfulness can decrease automatic reactions, and train the brain to function
with a new default setting (Goldstein, 2016).
Herbert Benson from the Mind/Body Institute at Harvard University and Jon
Kabat- Zinn’s Center for Mindfulness at the University of Massachusetts Medical School
were two of the instrumental figures responsible for introducing mindfulness to the West.
The medical benefits of stress reduction have been proven repetitively. However, the use
of mindfulness in schools has been understudied and under-utilized. Kabat-Zinn (1982)
noted that mindfulness is a relatively unacquainted concept in much of Western culture.
Mindfulness, according to Kabat-Zinn (1990), is a discipline. The current
moment and experience are always unfolding and are more important than any other time
(Kabat-Zinn, 1994). The present moment is the only time we can live. The practice can
take a variety of forms, from a range of formal practices (guided mindful breathing,
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mindful walking, eating mindfully, and body scans) that are assumed for varying periods
of time on a regular basis, to informal practices such as mindful communication, deep
listening, and being fully aware in all activities of daily living (Kasner, 2010). KabatZinn (2003) suggested that mindfulness develops and deepens over time, but consistently
requires an ongoing commitment to practice, and cultivation in any and every moment.
Kabat-Zinn (1990) further suggested the value of mindfulness can lead practitioners
toward greater health and well-being.
One shows a that mindfulness expands propensities for habits of mind such as
attentiveness, curiosity, and presence. Germer, Siegel and Fulton (2005) developed a
mindfulness scale. On one side of the spectrum are day by day minutes in life where
individuals can be mindful (taking a full breath and using this opportunity to see what is
going on). On the opposite side of the scale are priests who invest many hours in
meditation and are fully conscious for more of the day. Germer and his colleagues (2005)
noted that the “actual moment of awakening through mindfulness are the same for
experienced meditators as they are for new practitioners” (p. 9). The more one practices
mindfulness, the more proficient one will be in being mindful. It requires training just as
learning any other new skill. Moments of mindfulness can be cultivated and integrated in
daily life and everyday situations.
There are numerous formal and informal mindful awareness practices. Body
scans, mindful listening, mindful yoga, and various forms breath awareness are all
examples of some of these activities. Kabat-Zinn (1990) described body scanning as an
effective technique for developing concentration and flexibility of attention
simultaneously. This is accomplished by lying on one’s back and moving the mind
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through different regions of the body. The body scan meditation focuses on interoceptive
attention and an awareness of different areas of the body. This exercise emphasizes the
importance of paying attention to sensations, tension, and pain in any area before
purposefully disengaging and redirecting attention other areas of the body (Mirams,
Poliakoff, Brown, & Lloyd, 2013)Cohen-Katz, Wiley, Capuano, Baker, and Shapiro
(2004) described mindful listening as letting go of judgment and the need to give advice
or solve a problem by simply paying attention, on purpose, in an open and compassionate
way to whatever is being said. Mindful yoga is described by Kabat-Zinn (1990) as gentle
stretching and strengthening exercises, done very slowly...” (p. 96).
Meditation can take the form of sitting meditation, where the practitioner is alert
and has a relaxed body posture without moving. During sitting meditation one key is to
be calm and present without trying to fill in thoughts with anything other than noticing
that they are occurring (Kabat-Zinn, 1990).
Langer (2000) illustrated how challenging meditation can be. Focusing on
breathing is challenging for new practitioners. The mind usually wanders naturally from
thought to thought. Although, the goal of the meditation is to focus on the simple act of
breathing, it may take the conscious return to a word said repeatedly silently over and
over until the mind can return to focus and let go of the mundane thoughts.
Shapiro, Oman, Thorensen, Plante and Flinders (2008) proved that cultivating
mindfulness was possible and had positive well-being outcomes. Their study, which
provided two different mindfulness-based interventions to college undergraduates
showed that as participants became more experienced and effective in engaging in the
practices, their levels of daily mindfulness increased.
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Open awareness practice is also a common mindfulness exercise. Practitioner use
focused breathing (FB). Mindfulness research propose that skills developed mindfulness
generally facilitates: a decrease of automatic processing which permits new ways for
assimilating present moment input (Siegel, 2007). Brain areas that are responsible for
responding to negative or stressful occurrences are activated through meditation and
downgraded (Cahn & Polich, 2006; Davidson et al., 2003). Although facilitated
differently depending on the setting, the outcome desired is the same, which is to help
participants focus their attention on the breath. When awareness of body or sounds arises,
they may also be attended to, as they are in the present moment. This is practiced with
openness, curiosity, and kindness with no judgment or complaints (e.g., Kabat-Zinn,
1990; Segal et al., 2002). A key component of this activity is the development of present
moment awareness and accepting “what is” without any judgement (Baer, 2003; KabatZinn, 1990).
A previous study indicated one’s ability to remain mindful and aware of the
breath correlates negatively with depression, rumination, and negative thoughts (Burg &
Michalak, 2011). Likewise, there was a positive relationship as it relates to
improvements in meta-awareness, non-attachment, and decreased mind wandering
(Levinson, Stoll, Kindy, Merry, & Davidson, 2014). This exercise has reported changes
in brain activity that affects attentional processes (Bing-Canar, Pizzuto, & Compton,
2016; Dickenson, Berkman, Arch, & Lieberman, 2013).
Mindful communication is a practice to bring nonjudgmental awareness through
verbal interactions in any setting (Prince-Paul & Kelley, 2017). Communicating
mindfully encourages the listener and speaker to interact in a way that is fully open,
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honest, and reflective, and this skill is often practiced in small groups or dyads (PrincePaul & Kelley, 2017). Mindful communication is an interaction that is attended to with
full presence, empathic and compassionate responses, and understanding with openness
and awareness (Krieger, 2005). Ideas and concepts of the information are constantly
being shaped and are greatly improved when communicating mindfully (Krieger, 2005;
Langer, 1997). According to Prince-Paul and Kelley (2017), timing, environment, and
context each play a role in meaningful communication. Mindful communication helps
practitioners develop skills that encourage “pauses” throughout the conversation. This
allows the listener to listen with a greater level of awareness.
Some researchers have focused on the beneficial processes of decentering
(Fresco, Segal, Buis, & Kennedy, 2007) and reperceiving (Shapiro, Carlson, Astin, &
Freedman, 2006). Decentering and reperceiving signify a shift in perspective which
allows one to no longer identify with the contents of one’s consciousness (thoughts or
emotions) and to view each moment independently with greater lucidity and impartiality
(Shapiro et al., 2006). By decentering and dis-identifying practitioners can create
authentic space between their thoughts, feelings, and emotions. By developing selfawareness and observing difficult emotional states, we enhance our “degrees of freedom”
in response to such states, effectively freeing ourselves from automatic behavior patterns
(Shapiro, et al., 2006, p. 380).
By detaching from habitual reactive response, practitioners will have an
opportunity to be positively influenced and respond differently in high-stress situations or
occurrences. It has the potential to positively affect the overall well-being of the teacher.
This may help teachers immensely by equipping them with skills that will help them
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release stress from the working environment, take student behavior less personally, and
become less reactive when it comes to classroom management and discipline.
Foundational Practices of Mindfulness
According to Kabat-Zinn (2014; 1990), the practice of mindfulness requires that
one bring all of themselves to the practice with an open attitude, and be committed to the
process of learning. Mindfulness is comprised of seven attitudinal factors that are key to
cultivate the foundation mindfulness practices (Kabat-Zinn, 1990). The seven factors
Kabat-Zinn (1990) found were non-judging, patience, a beginner’s mind, self-trust, nonstriving, acceptance, and letting go. Non-judging helps develops awareness and
mindfulness by observing daily experiences without bias and open-mindedly (KabatZinn, 1990). When practicing mindfulness patience is promoted and developed through
development of awareness. The attitude of a beginner’s mind assumes that everything
that is being experienced is being experienced for the first time (Kabat-Zinn, 1990).
According to Kabat-Zinn, (1990) self-trust is necessary to have faith in our ability
to learn and grow. Non-striving is a facet of mindfulness that involves accepting each
moment as it is without trying to make it different (Kabat-Zinn, 1990). Acceptance is
fostered by experiencing each moment as it is without personal biases, background
stories, judgment, and personal opinions. Remaining open and aware to present moment
experiences is important to cultivate acceptance. Letting go, or non-attachment, is
cultivated in mindfulness when attention is paid to inner experiences, rather than outer
experiences which is central to the practice of mindfulness (Kabat-Zinn, 1990).
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Practice Benefits
For over two decades, mindfulness-based interventions (MBIs) are being used by
psychologists to address a variation of mental and physical illnesses. The most
commonly studied mindfulness-based intervention is Mindfulness-Based Stress
Reduction or (MBSR), developed by Jon Kabat-Zinn, founder of the Center of
Mindfulness (Kabat-Zinn, 2009). Kabat-Zinn originally developed mindfulness for
people who suffered from chronic pain and medical conditions and incurable illnesses
traditional medicine was unable to address (Jennings, 2015). Several studies found
improvements and benefits that mindfulness reduces stress, enhanced well-being,
improves psychological functioning, and emotional adaptability (Chiesa, Calati &
Serrerri, 2011).
Mindfulness programs have gained international attention, increased worldwide,
and different types of mindfulness practices have developed. Therefore, it is important to
acknowledge the components of mindfulness, the training, as well as the differences.
Mindful awareness can be taught formally or informally. Formally means practicing
every day with or without guided meditations, and informally means cultivating presentmoment awareness throughout the day naturally (Kabat-Zinn, 2014). Mindful awareness
practices (MAPs) varies, but include a variation of sitting meditations, yoga and other
contemplative movements (Jennings, 2015). Mindfulness practices are the most
commonly used mindfulness-based practice for research. Body scan, sitting meditation,
and breathing practices are primarily the foundation of mindfulness practices (Chiesa,
2009). Yoga, tai chi, and qigong have also been identified as ways to develop and foster
mindfulness
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Kashdan & Rottenberg (2010), suggest that integrating mindfulness increases
cognitive plasticity, allows for reflection and reduces the likelihood of a negative reaction
(Farb et al., 2007). This would provide teachers with support needed to adequately
address negative emotional responses to student behavior that often leads to stress and
burnout (Chang, 2013; Jennings & Greenber, 2009). Brown et al. (2007) found that
mindfulness enhanced self-regulatory, metacognitive, acceptance, and emotional
management, which increased compassion and promoted self-awareness. Thus, positive
effects have been found as a result of focused attention and open awareness. They also
cause a positive change in cognitive functions related to creativity (Jennings, 2015).
These effects have also been reported to promote open-mindedness (Colzato, Ozturk, &
Hommel, 2012). Research suggests mindfulness develops and improves memory
processes. Mindfulness develops emotional well-being, awareness, in a way that also
affects practitioners learning, perception, and brain structure. This is pertinent to learning
and teaching effectively (Hölzel et al., 2011).
Mindfulness Meditation and Neuroscience
Researchers continue to explain the vastness and malleability of the brain, and the
effects mindfulness practice has on brain functions and physiology. In a systematic
review and meta-analysis of 21 morphometric neuroimaging studies including 300
meditators, Fox et al. (2014) found eight brain regions changing through the practice of
mindfulness. Farb et al. (2007) found that after taking an eight-week Mindfulness-Based
Stress Reduction (MBSR) course, positive neuronal activity resulted in the networks
connected with present-moment experience and mind-wandering decreased. The results
suggested progress in the ability to focus without rumination and connect to the present
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moment. An increase in the brain density of the hippocampus, which is involved with
memory was also found in a study (Hölzel et al., 2011). Additional studies on
mindfulness-based interventions (MBI) have reported positive findings. Meditation
practices have been reported to decrease emotional reactions through the calming of the
amygdala response that is stimulated during stressful periods (Tang, Hölzel, & Posner,
2015).
Brain areas involved with emotional regulation, executive functioning, as well as
immune system functioning have been linked to positive results with meditation (Chan,
Shum, Toulopoulou, & Chen, 2008; Davidson, Kabat-Zinn, Schumacher, & Rosenkranz,
2003). Key attributes of mindfulness seem to develop improvements in cognition,
emotion, biology, and behavior that work to benefit and improve overall health (Greeson,
2009). People become more self-reflective and self-aware. Tang et al. (2015) suggested
that mindfulness develops skills that teaches detachment from the experience as it is often
identified and labeled. This practice allows thoughts and emotions to become objects of
the experience as oppose to the “identity of the individual” experiencing the moment.
Negative emotional arousal and response has been shown to decrease with
meditation. In one study, novice and experienced meditators were shown negative
images and their prefrontal cortex activity was measured (Tang et al., 2015). Researchers
found that novice meditators experienced more brain activity thinking in the prefrontal
cortex than experienced meditators. Based on this study, experienced meditators were
less likely to engage in thought about with the negative images (Tang et al., 2015). The
study suggests the level of experience, frequency of meditation plays a role in the
benefits.

37
Social and Emotional Learning
Policy-makers, parents, educators, and stakeholders have acknowledged the need
to expand the educational agenda to include social and emotional skills for teachers and
students (Jennings, 2015). The Collaborative for Academic Social and Emotional
Learning (CASEL) teaches social and emotional learning as facilitated learning that
promotes social and emotional interpersonal and intrapersonal skills. Intrapersonal skills
encompass self-awareness and self-management (Zins, Weissberg, Wang, & Walberg,
2004). Brensilver (2016) found that emotional regulation, attentional control, and selfawareness essential mindfulness trainings in improving social-emotional learning from
Mindful Schools. Social emotional learning (SEL) consists of exercises developed to
cultivate self-awareness, self-management, psychoeducation, social awareness, and
relationship skills. Responsible decision-making skills can also be developed.
Research from CASEL on SEL indicated increases in positive social skills,
improved attitudes, better academic performance, decreased behavioral issues, and less
emotional distress. These practices were integrated with mindfulness practices.
Research has proven that improvements and development in these skills foster a positive
learning environment and student achievement (Durlak, Weissber, Dymnicki, Taylor, &
Schellinger, 2011). Fox and Lentini (2006) suggested the ideal environment to learn
these skills are in the classroom, modeled by the teacher and at home demonstrated by the
parent. Teachers’ set the daily climate and standard in their classes, so the mental and
emotional state of the teacher is vitally important.
The role of the teacher snowballs as the teacher is responsible for developing
supportive relationships and encouraging relationships with multiple students at once.
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Teachers are responsible for establishing and implementing behavioral guidelines, as well
as develop lesson plans that promote intrinsic motivation. Effective teachers coach
students through difficult situations and act as a respectful role model through appropriate
communication and behavior at all times (Jennings, 2015). Jennings (2015) suggested
facilitating instruction under these guidelines requires social and emotional stability and
self-awareness. Teachers who integrate proactive strategies and skills in preparations for
possible problems in the classroom through acknowledging potential conflict, often feel
less triggered by student misbehavior and are less likely at risk of burnout (Chang, 2013).
Social emotional competency skills may help teachers develop proactive coping
skills during negative encounters, as well as help them to become aware of their emotions
and others’ during difficult situations (Jennings & Greenberg, 2009). Teachers skillful in
social emotional competency acknowledge their own strengths and weaknesses, and are
confident in their capabilities (CASEL, 2013). Healthy, positive classroom culture is
usually created by teachers’ emotional strength and encouragement of the students
(Jennings & Greenberg, 2009). Teachers high in SEC also encompass social awareness
skills that allow them to consider how their behavior, emotions, and reactions will affect
their relationships with others (CASEL, 2013).
Teachers are able to consider multiple perspectives and build strong relationships
when making judgements about their behavior, or emotional behavior and reflect
objectively (CASEL, 2013; Jennings & Greenberg, 2009). Each student is different.
Maintaining a homogenous high standard ideal of relationship with students who are
different has the likelihood of causing teachers to feel exhausted emotionally (Milatz,
Lüftenegger, & Schober, 2015). This may also lead to teachers feeling more fulfilled and
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proficient in their occupations and student-teacher relationships (Milatz et al., 2015).
Researchers have found that when students experience caring, supportive, attentive, and
open-minded teachers with high standards for student achievement, students are more
likely to attend school regularly, engage in the classroom, and score higher on tests
(Jennings & Greenberg, 2009; Klem & Connell, 2004; Roffey, 2012).
Negative Emotions in the Classroom
Teachers often report high levels of stress in the classroom and the inability to
cope effectively during stressful moments (Carson & Templin, 2007; Sutton, 2004).
Teachers must remain professional even when addressing situations that may cause
anger, sadness, frustration, and repugnance (Jennings, 2015). Hargreaves (2000)
emphasizes the importance of learning how to address these issues appropriately through
regulating emotions in the classroom. Research on teachers’ emotions has found that
teachers are capable of masking their emotions from students during negative encounters
(Carson & Templin, 2007; Sutton, 2004; Sutton & Wheatly, 2003).
The emotional challenges teachers have to manage in the classroom often stem
from students who struggle with self-awareness and self-regulation. According to the
U.S. Department of Health and Human Services (1999), many of these students struggle
with behavior disorders and need teacher support and attention. Student misbehavior and
teacher reported stress and negative emotional levels are strongly correlated (Yoon,
2002). Research suggested that as student misbehavior increases, teachers’ negative
emotions increase. Indeed, this correlation causes teacher resentment, negative emotions,
anger and disdain in response to student behaviors (Carson & Templin, 2007; Hamre &
Pianta, 2001; Pianta, Hamre, & Stuhlman, 2003; Sutton & Wheatly, 2003). The
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responsibility of managing multiple behaviors from various students influenced by
negative emotions can be harmful to the learning environment.
Research has suggested that negative emotions can cause teachers to become
isolated, impatient, and indifferent towards their students (Blasé, 1986). A study by
Hamre and Pianta (2001) explored the long-term effects teacher negative emotions have
in the classroom and on the students. This study asked kindergarten teachers to report
their feelings about their students, and followed the students through the fourth grade.
Hamre and Pianta found that students performed more poorly socially than their peers did
when teachers held strong negative feelings towards them. Jennings (2015) explained
that students with self-regulation problems generally provoke negative emotions in
teachers.

Researchers have suggested a strong link between teacher personal and

professional well-being and have found that genuine professional development cannot
exist without personal development (Day and Leitch 2001; O’Connor 2008). Studentteacher interaction is considered a vital component and cause of teacher emotion.
Researchers have presented the concept of emotional labor to define the emotional strains
innate in the teaching profession (Glomb and Tews 2004; Nias 1996). Researchers
concur that daily negative emotions caused by continuing stress is a significant cause of
teacher burnout. In this way, it is critical to assess the ability to manage negative
emotions.
The student-teacher relationship can be described as a combination of closeness
and conflict (Pianta, 1994). The job of a teacher exceeds academic care and concerns, and
requires that teachers are accepting understanding when children seek comfort.
Conversely, teacher-student relationships that involve struggle, frustration, and
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contention are usually high in conflict. According to research, effective teacher-student
relationships are customarily low in conflict and high in understanding and trust; which
has been linked to social emotional awareness and academic achievement (Burchinal,
Peisner-Feinberg, Pianta, & Howes, 2002; Denham et al., 2012; Hamre & Pianta, 2001;
Pianta & Stuhlman, 2004; Silver, Measelle, Armstrong, & Essex, 2005). These elements
are vital in creating a positive learning environment.
Mindfulness Research on Managing Negative Emotions
In a recent study, (Segal, et al., 2019) investigated whether mindfulness practices
such as “decentering” were useful in preventing relapses in depression or reoccurring
symptoms of depression in participants that participated in a 24-month follow up clinical
program after either 8 weekly group sessions of cognitive therapy (CT) or mindfulnessbased cognitive therapy (Segal, et al., 2019). Results in this study indicated that while
there was no relationship between decreased depressive symptoms, the amount of time
the participant practiced mindfulness did make a difference. Participants that practiced
more suffered from fewer depressive symptoms (Segal, et al., 2019). Segal, (2019) found
those that practiced decentering increased their observation skills and detached from
unpleasant thoughts, which improved their overall sense of wellbeing.
Lindsay and Creswell (2017) found mindfulness beneficial in reducing the effects
of stress by providing relief and coping techniques to skillfully deal with negative or
unpleasant thoughts and experiences. Mindfulness practices integrate skills that invite
practitioners’ to openly accept unpleasant experiences nonjudgmentally with curiosity
(Lindsay & Creswell, 2017). In another study, Cho, Ryu, Noh, and Lee (2016) found
mindful breathing helpful in combating stress and anxiety. This study found that college
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students who practiced mindful breathing daily had less stressed and less anxiety during
tests. Ma, et al. (2017) substantiated these findings by explaining that some brain nerves
cells are disengaged when one breathes deeply. A study in Michigan indicated about one
hour of meditation, the foundational practice of mindfulness, has the potential to
positively impact and lower blood pressure, lower heart rate, and reduce anxiety
(Zanesco, King, Maclean, & Saron, 2018).
The benefits of practicing body scans, a common mindfulness-based practice, has
been reported as enhancing mental well-being, according to recent research (Boyd,
Lanius, & Mckinnon, 2018). Military veterans suffering from post-traumatic stress order
(PTSD) reported improvements in their PTSD symptoms after practicing body scan
meditations for 20 minutes each day for six weeks (Boyd, Lanius, & Mckinnon, 2018).
In a similar study, Leary and Dockray (2015) examined women ages 18-46, practicing
body scan meditations four days a week for a three-week period. Their stress was reduced
and participants reported feeling happier than the control group. A mixed sample study
found that individual mindfulness in the workplace had a moderate impact on the
workplace culture, climate, and performance among employees and leaders
(Kersemaekers et al., 2018). Mindfulness and pro-sociality have also been found to be
positively correlated in a recent systemic review (Donald et al., 2018).
Forms of Mindfulness Training
As mindfulness continues to grow and emerge, many forms of mindfulness
trainings continue to be developed and integrated as acceptable interventions. Brown et
al. (2007) described mindfulness as a practice that improves emotional regularity, selfawareness, metacognitive skills, and cultivates an attitude of acceptance that leads to
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compassion. Moreover, Cullen (2011) found that mindfulness training, which is also
denoted as Mindfulness-Based Interventions (MBI), is commonly described as an
intervention that provides support through mindfulness practices being taught in an
approachable way as a contemplative practice that is non-religious and can be universally
understood. Likewise, Davidson and colleagues (Mind and Life Education Research
Network [MLERN], 2012) concluded compassion, honesty, and kindness can be
cultivated as contemplative practices to enhance cognitive skills and emotional
awareness, particularly regulate strong emotions and negative feelings.
Baer (2003) found MBIs impactful in cultivating self-awareness, relaxation,
cognitive transformation, and acceptance. Practitioners’ ability to label thoughts and to
notice sensations and emotions as they arise creates awareness that allows participants to
alter the thoughts; thereby leading to a reduced level of stress and suffering (Baer, 2003).
Praissman (2008) reviewed 62 studies on the effects of MBSR on stress and found MBSR
was an effective intervention for lowering stress levels and reducing anxiety cause by
everyday stressors and chronic illness.
Mindfulness-Based Stress Reduction (MBSR) is an eight-week program where
mindfulness is generally taught for two and a half hours weekly, and facilitated in group
settings where participants are encouraged to practice mindfulness at home using specific
activities. A full day of practice is integrated into the program that primarily focuses on
being silent. MBSR trainings usually concluded with participant interviews, reflections,
and wrap-up discussions. Participants are issued workbooks, poems, a journal,
assignments, and additional information at the beginning of the training (Brandsma, R.
2017). According to McCown, Reibel, and Micozzi (2010), with the exception of the all-
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day silent retreat MBSR sessions include (Session 1) Self-acceptance; (Session 2)
Discovering perception and respond skillfully; (Session 3) Understanding what it means
to be present; (Session 4) The effects of stress; (Session 5) Making space for making
choices; (Session 6) Working through difficult situations; (Session 7) Self kindness and
relationships; and (Session 8) Living the rest of your life mindfully.
Seigel (2007) propositioned a concept of mindful awareness that described the
relationship between awareness, attention, and what we experience. Using a wheel as a
metaphor, Seigel (2007; 2014) suggested the hub is our awareness, the rim represents all
of the possible objects of awareness and anything we can perceive using our senses and
our attention is represented by the spokes. External factors unconsciously and
consciously draw our attention and pulls from the rim of the spoke when awareness has
not been cultivated (Siegel, 2007; 2014).
Siegel (2007) model suggested our five senses give us input about our outer
experiences. Seigel refers to our inner body experiences as the “embodied mind” (Seigel,
2007; 2014). For example, frustration at work might produce stiffness in the neck and in
the shoulders (Jennings, 2015). Developing the skill of mindful awareness using physical
sensations, self-regulation can be increased and acknowledged before reacting negatively
(Jennings, 2015). According to Seigel (2010), mindfulness awareness can be developed
through awareness of thoughts, images, beliefs, and attitudes. Assumptions and biases
have also been found to develop using mindfulness awareness practices. This cognitive
awareness of the mind’s process has been referred to as “mindsight” as a means of
providing a look into how the mind works (Seigel, 2010).
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Mindfulness-Based Cognitive Therapy (MBCT) has been found to decrease
relapses in depression due to participants developing skills using “decentering” strategies
where participants become the observer of the thoughts, thus avoiding the habitual
pattern of following negative thoughts that could result to negative outcomes (Segal,
Williams, & Teasdale, 2002). MBI’s and MBCT commonly include learning awareness
skills to replace old habits and beliefs system, which allows participants flexibility in how
they respond to each experience. Instead of responding out of habit, participants respond
with awareness and new skills (Chambers, Gullone, & Allen, 2009).
Benefits of Mindfulness
Meditation is the primary form of mindfulness practice that regulates awareness
and cultivates attention training. It has been found to lower reactivity and enhance
concentration (Walsh & Shapiro, 2006). A study of 20 novice meditators participating in
a 10-day intensive mindfulness retreat found significant decrease in rumination and an
increased experience of mindfulness (Chambers et al., 2008). They also had a decreased
around rumination compared to the control group. A meta-analysis of 39 studies found
mindfulness-based stress reduction (MBSR) and mindfulness-based cognitive therapy
(MBCT) beneficial in improving mental and issues (Hoffman et al., 2010).
Research findings support that mindfulness meditation improves dealing with
challenging emotions. Farb et al., (2010) compared a randomly assigned group in an
eight-week mindfulness-based stress reduction group suffered significantly less anxiety,
depression, and somatic distress compared to the control group on neural reactivity as
measured by fMRI after watching sad films. The fMRI data suggested that the group
practicing mindfulness had less neural reactivity, which alters people’s ability to regulate
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their emotions. They used strategies that helped them process negative experiences in the
brain differently after viewing the sad films in comparison to the control group. (Farb et
al., 2010; Williams, 2010).
Ortber et al. (2007) found people who studied mindfulness meditation between
one month and 29 years are more developed in emotional awareness and more able to
disengage from negative experiences and focused more than those who saw the upsetting
movie but did not meditate. In addition to helping people cultivate better emotional
regulation skills and less reactive, mindfulness has been found to improve cognitive
flexibility. Studies suggest meditation stimulates particular brain regions associated with
adaptability and responses to negative and stressful occurrences (Davidson, 2000;
Davidson, Jackson, & Kalin, 2000). Prefontal cortex thickening, which has been
associated with developing emotional awareness and regulation has been found as a
benefit of mindfulness (Lazar et al., 2005; Cahn & Polich, 2006).
Mindfulness has also been found to improve and enhance working memory. Jha
et al. (2010) found benefits of improvements to working memory among a group of
military participants in an eight-week mindfulness training study. This control group
consisted of nonmeditators military participants and a group of nonmeditating civilians
who were both under pressure prior to deployment. Another group was trained in
mindfulness, this study found that the working memory of the nonmeditating military
group decreased over a period of time. The working memory capacity for nonmeditating
civilians showed no change. The results in the meditating military group, however,
indicated improved working memory with mindfulness practice (Jha et al., 2010).
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Higher mindfulness awareness was self-reported in a study that examined
participants’ ability to focus and pay attention. Researchers in this study compared a
group of experienced mindfulness practitioners with a control group that had no previous
experience meditating. Results of this study suggested the group of meditators selfreported a greater ability to pay attention and focus than the control group. These
findings correlate with the cognitive functioning and flexibility benefits previously
reported in other studies (Moore and Malinowski, 2009). Studies have found progress
reported in participant’s ability to focus and pay attention (Tang et al, 2007; Jha,
Krompinger, & Baime, 2007) using the ANT (Attention Network Test) designed by
Rueda et al., 2004).
Mindfulness awareness also promotes resiliency and develops emotional
processes that act as support in moments of distress and difficulty (Jimenez, Niles, &
Park, 2010). Awareness of feelings within the body are increased, emotions are
improved and regulated (Desbordes et al., 2012). Studies have reported improvements in
pain, body image, activity levels, medical symptoms, mood, anxiety, depression and selfesteem (Chiesa & Serreti, 2009; Davidson et al., 2003; Ma & Teasdale, 2004; Ostafin &
Marlatt, 2008; Shapiro, Brown, Brown, & Beigel, 2007). Additional benefits of
mindfulness include helping people cope with a variation of problems, such as chronic
pain (Kabat-Zinn et al. 1987), fatigue (Surawy and Roberts 2004), stress reduction (Astin
1997; Chang et al. 2004), different forms of cancer (Smith et al. 2005), heart disease
(Tacon et al. 2003), type-2 diabetes (Rosenzweig et al. 2007), psoriasis (Kabat-Zinn et al.
1998), and insomnia (Yook et al. 2008).
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Several studies suggest practicing mindfulness has the potential to increase
relationship satisfaction, which is the ability to respond positively and calmly during
intense and stressful situations such as emotional communication or disagreements with a
partner (Barnes et al., 2007). Mindfulness has been found to help people in their ability
to express themselves with more awareness to a variety of situations skillfully (Dekeyser
el al., 2008), which leads to a greater satisfaction in relationships (Barnes et al., 2007;
Wachs & Cordova, 2007). Evidence in several studies indicate mindfulness has been
proven to develop intuition, morality, insight and modulation; which are functions
associated with development of the brain’s middle prefrontal lobe area.
Meditation has been found to have many health advantages, including improved
immune functioning (Davidson et al., 2003; see Grossman, Niemann, Schmidt, &
Walach, 2004 for a review of physical health benefits), enhanced well-being (Carmody &
Baer, 2008) and decrease in emotional distress (Coffey & Hartman, 2008; Ostafin et al.,
2006). In addition, mindfulness has been found to improve and increase information
processing speed (Moore & Malinowski, 2009) and decrease effort needed to process
thoughts and complete daily tasks (Lutz et al., 2009). In addition to health benefits, Yook
et al. (2008) established that participants reported enhanced sleeping patterns after
practicing mindfulness on a series of questionnaires.
Several studies indicate mindfulness develops empathy. A study examined
premedical and medical students who participated in an eight-week mindfulness-based
stress reduction training. The group studying mindfulness demonstrated a greater sense
empathy than a control group (Shapiro, Schwartz, & Bonner, 1998). A 2006 qualitative
study found that a group of experienced therapists who are experienced meditators that
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cultivated more empathy towards clients (Aiken, 2006). In another study, those
experienced in mindfulness meditation scored higher on self-reported measures in the
area of empathy than those who did not meditate (Wang, 2007).
Studies have found mindfulness-based stress reduction training developed and
improved self-compassion among health-care professionals (Shapiro, Astin, Bishop, &
Cordova, 2005) as well as therapist trainees (Shapiro, Brown, & Biegel, 2007).
Kingsbury (2009) explored self-compassion as an important component of mindfulness
practices. Nonjudging and reacting are important elements closely correlated to selfcompassion as the two are key in cultivating empathy and understanding the viewpoint of
others with openness and curiosity.
A study found integrating mindfulness as an intervention to psychotherapy
training may support therapists in cultivating more effectively. This four-year qualitative
study indicated counseling students that participated in a 15-week mindfulness meditation
course reported mindfulness helped them be more attentive and aware during the therapy
process, be content with periods of silence, and develop self-awareness and connect with
clients (Newsome, Christopher, Dahlen, & Christopher, 2006; Schure, Christopher, &
Christopher, 2008). An improvement has also been reported in self-awareness,
professionalism and overall well-being by counselors in training (Birnbaum, 2008).
These participants participated in another mindfulness-based intervention (Rybak &
Russell-Chapin, 1998). Mindfulness has also been found to increase mood and decrease
stress and fatigue in medical students (Rosenzweig, Reibel, Greeson, Brainard, & Hojat,
2003).
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Qualitative and quantitative measures indicated nursing students reported an
enriched quality of life and a significant change in psychological negative emotions and
symptoms after participating in mindfulness-based stress reduction training (Bruce,
Young, Turner, Vander Wal, & Linden, 2002). Interpersonal mindfulness training found
counselor trainees can develop emotional intelligence and social connectedness, which
also reduced stress and anxiety (Cohen & Miller, 2009). Likewise, a study of Chinese
college students found those who were randomly assigned to the mindfulness meditation
intervention experienced less depression and anxiety, and a decrease in emotional
reactivity to negative occurrences and stress-related cortisol in comparison to the control
group (Tang et al., 2007).
Post-traumatic stress disorder (PTSD), anxiety, and depression among New
Orleans mental health workers significantly decreased after participants completed an
eight-week training of mindfulness meditation and intervention that began 10 weeks after
Hurricane Katrina, (Waelde et al., 2008). These findings indicate that meditation may
assist in playing a supportive role for mental health employees after a traumatic
experience. Rothaupt and Morgan (2007) found mindfulness may also increase
resilience, patience, gratitude, awareness, and purpose. The military has found
mindfulness practices beneficial to veterans and military personnel. A recent study from
the University of California found mindfulness training such as meditation and body
awareness exercises prepared U.S. Marine Corps more effectively for stressful combat
conditions and helped them recover (Kloet &Van Der Werff, 2014). This study suggests
that integrating body scan exercises and meditation practices embedded into deployment
training improved the U.S. Military rising rates of stress-related health illnesses such as
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PTSD, anxiety, and depression. The eight-week course in mindfulness was personalized
and structured to meet the needs of individuals working in stressful environments and
combat; which included four platoons at Marine Corps Base Camp Pendleton in this
study (Kloet & Steven J A Van Der Werff, 2014).
A study in Germany examined counselor trainees randomly assigned Zen
meditation for nine weeks. Participants reported increased self-awareness compared to
non-meditating counselor trainees (Grepmair et al., 2007). After the nine-week
mindfulness treatment, clients of meditating counselors reported improvements in overall
well-being and perceived mindfulness to be more beneficial than non-meditating
counselors (Grepmair et al., 2007). Shapiro and Carlson (2009) found that mindfulness
meditation practice and training has the ability to help psychologists prevent burnout and
develop self-care. Zyklowska et al., (2008) and Semple and Lee (2008) reported
participants with ADHD reported positive benefits from practicing mindfulness.
Mindfulness, Teacher Well-being and Education
Mindfulness in education research initially focused on the outcomes of
mindfulness for students; few studies focus on teachers, but those that do show promise.
Mindfulness was found beneficial as a stress reduction training for pre-service teachers at
Victoria University in Melbourne (Kostanksi, 2007). Karayolas (2008) found similar
results for teachers in Canada. At Naropa University in Colorado, Boyce (2005) reported
new learning and personal development results of mindfulness for teacher trainees. More
recently, Goldberg, Pinger, Bonus, and Davidson (2013) found teachers trained in
meditation reported substantial improvements in the area of self-compassion, focus, and
emotion awareness in comparison to the control group.
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The practice of mindfulness supports teachers in many ways by providing
emotional support, emotional awareness, stress reduction and increases their ability to
focus in the classroom (Viola, 2009). For this reason, mindfulness has been integrated in
many schools for students and teachers. Regular mindfulness practice has been reported
to have a lasting effect on teachers, students and the school environment (Napoli, Krech,
& Holley, 2005). Improvements in stress, emotional well-being, awareness and selfregulation has been suggested in studies exploring mindfulness training for educators
(Jennings & Greenberg, 2009; Jennings et al., 2013; Roeser et al., 2012).
Adult mindfulness studies found the benefit in practicing mindfulness regularly
include an improvement in attention, awareness, and perception of the present moment,
as well the ability to process the present moment clearly with self-regulation beneficial
(Jankowski & Holas, 2014). Mindfulness studies have found that mindfulness creates
open and curious thoughts and reduces cognitive inflexibility (Greenberg et al., 2012).
This allows one to be curious before casting judgment and reacting (Hanley, Garland &
Black, 2013).
Developing more mindfulness programs for teachers is an essential form of
professional development that has been found to have several benefits for the teachers
and students. Programs that offer mindfulness training to teachers noted in the literature
include: Cultivating Awareness and Resilience in Education (CARE), Stress Management
and Relaxation Techniques (SMART in Education), Inner Resilience Program (IRP),
Mindfulness-Based Stress Reduction (MBSR), Cultivating Emotional Balance (CEB),
Community Approach to Learning Mindfully (CALM), and Courage and Reflection for
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Educators, formerly known as the Courage to Teach Program through Parker Palmer’s
Center for Courage & Renewal (Roeser et al., 2012).
Poulin et al. (2008) created a mindfulness-based intervention program structured
to support human service professionals, particularly teachers-in-training. The program is
originally taught and integrated with additional teacher educational programs at the
Ontario Institute for Studies in Education of the University of Toronto (OISE/UT). It is a
9-week 36-hour course to address teacher and student stress and burnout. WarwickEdinburgh Mental Well-being Scale (MBWE) was modeled using the “wellness wheel”
as the basis of facilitating and teaching mindfulness practices. Mindfulness is explored
experientially in this model and mindfulness teachings are practiced using techniques
such as deep listening, social wellness, and integrated in relational situations that include
students, parents, and colleagues (Meiklejohn, et al., 2012). An increase in self-efficacy
through mindfulness was reported by MBWE participants after the first 2-year study was
greater than the control group. Physical health benefits were also reported immediately
after the training (Poulin et al. 2008; Poulin, 2009). Benefits of mindfulness were
reported by participants of this study in part due to exercises that supported personal and
professional identity, personal reflection, overall well-being, and emotional awareness
and engagement.
Cultivating Awareness and Resilience in Education (CARE) has been facilitated
in teacher professional development settings in Denver, San Francisco, Philadelphia, and
at the Garrison Institute in New York. According to Jennings and Greenberg (2009),
CARE is structured using a Prosocial Classroom model that addresses: (a) teachers’
overall well-being; (b) emotional support for teachers emotionally, behaviorally;
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improving instruction and (c) teacher-student relationship and classroom environment.
CARE has been shown to develop students’ prosocial behavior. Key elements imperative
to the design of CARE include: emotional skills and awareness to assist in developing
teachers’ emotional states and regulation during difficult situations; mindfulness practice
can help teachers cultivate skills that allow them to engage with self-awareness and
presence; and deep listening exercises support teachers in their efforts to cultivate
listening skills that will allow them listen to others with empathy and compassion
(Jennings, 2011).
The CARE program has several training formats for teachers that vary in the
number of days of training: two-day training is available, four-day trainings are available;
and 5-day intensive retreats are available. CARE provides mentor support for teachers in
between sessions, such as coaching sessions and support for participants as they learn and
integrate the strategies into their teaching. Findings for this model indicated
improvements in teachers’ sense of awareness and mindfulness, which enhanced the
overall well-being of teachers. Participants reported feeling less reactive; which allowed
them to feel in control of themselves (Jennings et al., 2011). Moreover, teachers who
completed CARE training in the first study found the effects of mindfulness beneficial in
helping them develop personal and professional skills that supported their need to
manage their classrooms, build positive relationships, and take care of themselves
(Jennings et al., 2011).
Several studies have been conducted on the CARE program and mindfulness
intervention (Jennings et al., 2013; Jennings, Snowberg, Coccia, & Greenberg, 2011;
Jennings et al., 2017). These piloted studies were comprised of instruction, practice, and
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group discussion using mindfulness techniques. Forty percent (40%) of the mindfulness
intervention focused on emotional well-being, 40% focused on stress reduction
techniques and practicing specific mindfulness skills, and 20% of the practice focused on
engagement and developing compassion skills. Six-hour long sessions were facilitated in
a three-month period in five sessions. Like other CARE programs, this pilot consisted of
individualized coaching via telephone made available in between sessions. Participants
reported improvements in their over-all wellbeing including physical pain, less burn out,
and improved emotional awareness (Jennings et al., 2017; Jennings et al., 2013).
Two pilot studies of CARE in urban schools reported an awareness and
improvement in time management; however, the study at suburban schools did not
indicated the same effects (Jennings et al., 2011). Schussler and colleagues (2016)
examined the focus groups with teachers to investigate the components that are
responsible for the reported effects of mindfulness. Participants in this study expressed
that mindfulness intervention using the CARE model helped them develop skills needed
to become more aware of physical sensations that manifest as a result of stress and helped
them cope with awareness and skillfully. Teachers also reported being able to respond
with more awareness and less emotional in negative situations.
Jennings et al. (2017) found that teachers who addressed emotional wellness and
personal development needs using programs such as Cultivating Awareness and
Resilience in Education (CARE) were more likely to experience positive emotional
states, present-moment awareness, and managed moments of distress skillfully.
Traditional mindfulness-based training consists of several meetings for 4-8 weeks with
several levels of intensity and retreats (Roeser et al., 2012). The Cultivating Awareness
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and Resilience in Education (CARE) program is a blended program that integrates
instruction with experiential activities, discussions and time for reflection (Jennings,
2013).
CARE is a professional development program conducted at the University of
Pennsylvania, funded by a U.S. Education grant, and designed to introduce mindfulness
practices to educators (Jennings et al., 2013). CARE involves three primary instructional
elements: (a) emotional skills, (b) mindfulness and (c) stress reduction practices and
listening and compassion skills (Jennings, 2013). The goal of the research was to
measure teacher well-being and changes in stress management, burnout, self-efficacy and
mindful practices (Jennings et al., 2013). The prosocial classroom theoretical model was
used to pilot the project, stating, “The prosocial classroom theoretical model emphasizes
the significance of teachers’ social and emotional 45 competence (SEC) and well-being
in the development and maintenance of supportive teacher-student relationships, effective
classroom management, and social and emotional learning program effectiveness”
(Jennings et al., 2013, p. 374).
Sharp and Jennings, 2015 found that mindfulness strategies improve teacher stress
and burnout and describes how teachers use mindfulness strategies to decrease stress at
work. The study assessed the CARE program using focus groups, observations and
interviews to explore the effect of mindfulness practices and their personal experience
12-14 months after completing the CARE training (Sharp & Jennings, 2015). The study
concluded teachers’ increased self-awareness with present-moment acknowledgment and
decreased emotional reactivity in stressful situations (Sharp & Jennings, 2015). The
study concluded teachers’ increased self-awareness with present-moment
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acknowledgment and decreased emotional reactivity in stressful situations (Sharp &
Jennings, 2015). Teachers were also able to assess their own emotional state and resolve
stressful circumstances with openness and awareness.
Kemeny and colleagues (2012) examined the effectiveness of Cultivating
Emotional Balance (CEB) with teachers. It is a contemplative intervention comprised of
42-hours of training that focuses on emotional awareness training, negative emotions and
self-awareness and responses. During an eight-week period, participants practiced
mindfulness intervention using lectures, discussions, and small-group meditation to
develop emotional awareness and skills. The lessons included concentration, empathy,
compassion, and mindfulness skills that supported participants in their efforts to regulate
their emotions and thoughts during moments of stress. In this study, teachers in the
treatment group reported a decrease in depression, anxiety, and rumination more than the
control group (Kemeny et al., 2012). Teachers in the treatment group also reported
developing emotional skills that allowed them to acknowledge others’ emotions more
effectively with more compassion.
Stress Management and Relaxation Techniques (SMART) in Education was
developed through the sponsorship of the IMPACT Foundation, which also uses MBSR
as foundational teachings using three main components: (1) Concentration, Mindfulness,
and Attention; (2) Emotional awareness; and (3) Compassion and empathy training. This
program offers 11 sessions within an eight-week period, including two-day long sessions.
Mindfulness within this model requires participants to practice between 10-30 minutes of
mindfulness per day. Perceiving stressful situations positively has been found to be
beneficial (Lazarus & Folkman, 1984 as cited in Hanley et al., 2013; Schussler, Jennings,
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Sharp, & Frank, 2015). Colorado and Vancouver have adopted SMART in education as
a pilot program, and findings of the pilot indicate increased rates of completion leads to
satisfied participants. Teachers reported improvements in their social interactions and
professional relationships with peers. Additionally, SMART participants reported
improved mindfulness, reduced work stress, and an improved drive in the workplace
from pre- to post- intervention compared with waist controls (Jennings et al., in press).
SMART is also conducting a study combined with another mindfulness-based training
called MINDUP, which is a program that focuses on teaching mindfulness to students
(Schonert-Reichl & Lawlor, 2010).
Adults practicing mindfulness regularly are more likely to practice positive
reappraisal than those who do not practice regularly (Hanley et al., 2013). This positively
impacts the teacher and the student in the learning environment. Mindfulness has been
linked to improving relationships and cognitive functioning (Brown et al., 2007).
Mindfulness studies revealed that adults that practice mindfulness experience a reduction
in stress as well as develop emotional regulation, health and prosocial temperament and
positive mood (Roeser et al., 2012).
Teacher professional development and campus support does not adequately
prepare teachers for the emotional stress and demands of teacher work and
responsibilities (Jennings & Greenberg, 2009; Roeser et al., 2013). Continual studies
have confirmed that consistent mindfulness practice improves focus attention, develops
awareness of the present moment, and cultivates flexibility and openness before
responding (Felver-Gant, 2010). Skills such as these are critical and a benefit to teachers
in their professional relationships and overall well-being. According to several studies,
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stress management, emotional well-being, emotional awareness and self-regulation
improves relationships with students in the classroom (Jennings & Greenberg, 2009;
Jennings et al., 2013; Roeser et al., 2012; Roeser et al., 2013).
A randomized controlled pilot trial that introduced teachers to a modified
Mindfulness-Based Stress Reduction (MBSR) program suggests that the intervention
helped reduce burnout symptoms and improve classroom attention (Flook et al., 2013).
(Gold et al., 2010) found anxiety and depression decreased following Mindfulness-Based
Stress Reduction training. Mindfulness training has been connected to the development
of professional dispositions or habits of mind for teachers (Dottin, 2009; National
Council for the Accreditation of Teacher Education, 2006 as cited in Roeser et al., 2012;
Costa & Kallinick, 2011 as cited in Roeser et al., 2012). Effective habits of mind have
been identified as emotional regulation, compassion, ruminating nonjudgmentally,
experiencing the present moment with awareness and empathy (Jennings & Greenberg,
2009).
Flook, Goldberg, Pinger, Bonus, and Davidson (2013) conducted a randomized
controlled trial and wait list control study using 18 primary school teachers. The
objective for the study was to reduce burnout and psychological symptoms, increase
performance on attention and emotion-related tasks, and improve classroom-teaching
practices. Intervention for this study focused on mindfulness instruction for eight weeks,
2.5 hours a week and a day-long immersion for 6 hours. The foundational practices for
this study was a modified Mindfulness-Based Stress Reduction course (mMBSR), guided
mindfulness practices that varied in length (e.g., 15, 30, 45 min), including school-related
activities and practices. The methods used for this study were verbal instruction,
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discussion self-practice, and guided homework practices using CDs. Measures for this
study included, Symptom Checklist 90R (SCL), Maslach Burnout Inventory-Educators
Survey (MBI-ES) Cortisol measurement Classroom Assessment Scoring System
(CLASS) Cambridge, Neuropsychological Test Automated Battery (CANTAB), Five
Facet Mindfulness Scale (FFMQ), Self-Compassion Scale, and weekly practice logs kept
by participants.
The results for this study revealed reductions in psychological symptoms and
burnout using SCL GSI, improvements in classroom organization according to the
CLASS, and an improved performance on affective attentional bias was reported.
Increases in mindfulness was noted using the FFMQ, self-compassion increased and a
shared care for humanity was reported on the SCS (Flook, Goldberg, Pinger, Bonus, and
Davidson, 2013).
The Community Approach to Learning Mindfully (CALM) program is a
mindfulness and gentle yoga intervention that is intended to support educators’ wellbeing and health (Harris, Jennings, Abenovoli, Katz, Greenberg & Schussler, 2014).
According to Roeser et al. (2013), research compared the results of two
randomized control trials with teachers in eight-week mindfulness training sessions. One
took place in the United States and the other study took place in Canada. MindfulnessBased Stress Reduction (MBSR) techniques such as body scans, focused-attention,
meditation, inquiry activities, compassion, and loving-kindness were taught in group
settings to teachers (Roeser et al., 2013). The U.S. sample included 65 teachers and the
Canadian sample included 58 teachers with low attrition rates (Roeser et al., 2013). The
study combined self-reposting measures with an attention/memory computer test
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completed by a second-person and third-person classroom observations and physiologic
measures. The research found mindfulness to be effective in reducing stress, increasing
attention and improving self-compassion (Roeser et al., 2013). The programs included
11 sessions and 36 hours of training followed by daily 15-minute journaling and home
practice (Roeser et al., 2013). Teachers were taught how to cultivate self-awareness and
direct their attention intentionally without judgment and experience the present moment
using their body, feelings, mental images, and thoughts” (Young, 2012 as cited in Roeser
et al., 2013). Significant changes were not indicated in salivary cortisol levels, blood
pressure, resting heart rate or teacher attendance rate (Roeser et al, 2013).
CALM) is a mindfulness created and structured to support educators using light
yoga and mindfulness practices that will develop emotional awareness and function as
well as stress management. The program was designed to address teacher well-being,
health, and improve their teaching. CALM is a campus-based program that allows
teachers to practice mindfulness in the morning, throughout the day briefly, and provides
techniques that are easily transferrable to assist with stress throughout the day. The inhouse program was initially chosen to support a self-care commitment and wellness goal
of the faculty and staff to help create a positive work environment.
Participants participated in 64 intervention sessions, four days a week for 16
weeks for about 20 minutes before school each morning. A certified yoga instructor
facilitated light yoga with meditation practices and related experiences to the group
(Harris and Hudecek, 2013). Each week different modules were taught in areas such as
present-centered awareness, balance, acceptance, and contentment and the topic changed
during each of the four-day questions. CALM’s model was comprised of structured
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general mindfulness sessions that included (a) three minutes of quiet intention-setting and
centering; (b) two-minute breathing exercises; (c) 7-10 minutes of movement and posture
exercises; (d) additional breathing exercises; (e) meditative relaxation such as selfcompassion, loving-kindness, and gratitude activities for 4 minutes; and (f) ending with a
1-minute intention-setting for the rest of the workday.
One of the primary changes explained in the model of the program is educators’
ability to develop emotional awareness through mindfulness. The goal of CALM was to
develop to support and increase teacher resilience, self-awareness, and emotional wellbeing when experiencing negative situations or stress. A crucial component associated
with stress is the state of one’s blood pressure, and CALM showed significant
improvement on participants’ blood pressure; which also positively affected their
cardiovascular functioning and reduces the risk of poor health (Jennings et al., 2013;
Roeser et al., 2013).
Teachers participating in the CALM mindfulness program found that compassion
practices taught in mindfulness enhanced self-compassion as well as compassion for
others (Harris et al., 2014). This improvement has the potential to create positive
relationships and improve professional and personal relationships. Asher (2003) explains
how contemplation leads to reflection and then to transformation. She writes, “It is only
by looking deeply into one’s ‘self’ that one can see the ‘other’ and recognize how one’s
own past, present, and future are linked to those of different others and vice versa”
(Asher, 2003, p. 238).
September 11, 2001 tragedy caused additional stress on educators in lower
Manhattan. The Inner Resilience Program (IRP) was established as a source of support
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for teachers (Lantieri & Nambiar, 2012). The program offered strategies that were
created to develop teachers’ and students’ social, emotional, and overall well-being
(Lantieri & Nambiar, 2012). Mindfulness intervention under this model included a series
of weekly yoga classes, monthly Nurturing the Inner Life, residential retreats on the
weekend, and some additional modules. Teachers in the treatment scores repeatedly
changed from pre-to-post in a way that indicated the Inner Resilience Program (IRP)
significantly improved their stress levels, developed higher levels of attention and
mindfulness, and improved their social interactions with their peers and colleagues
(Lantieri & Nambiar, 2012).
Inner Resilience’ Program (IRP) participants have improved in areas such as
stress reduction, increased mindfulness, and enriched relationships with peers and
students. This appears to foster emotional awareness that can lead to an improved
classroom climate. This could also lead to a decrease student misbehaviors (Marzano,
Marzano, & Pickering, 2003; Jennings & Greenberg, in press). Teachers’ perceptions
were positively affected as it relates to trusting their co-workers while practicing Inner
Resilience Program (IRP), which could potentially lend itself to positively affect student
achievement (Bryk & Schneider, 2002). Murray (2005) found that the ability to cultivate
meaningful relationships with students and their peers is crucial to sustaining a career as a
teacher. Results from this study also indicated improvements in multiple areas, including
burnout, fatigue, secondary trauma, and emotional exhaustion. (Lantieri & Nambiar,
2012).
According to Sharp and Jennings (2015), compassion and empathy mindfulness
practices may also improve burnout and should be explored further in research.
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Preschool teachers reported that mindfulness practice resulted in them seeing themselves
becoming “a better person” and noted that it changed them “in some tangible way” to
experience each encounter differently (Singh, Lancioni, Winton, Karazsia & Singh, 2013,
p.225). This transformation in the teachers’ lives occurred because they gradually
changed the way they responded to life, calmly witnessing the present moment rather
than reacting to events and thoughts (Singh, 2013).
Mansfield, Beltman, Broadley, & Weatherby-Fell (2016) found that teachers who
were aware emotionally, motivated, and confident were better-equipped and cultivated
trusting relationships with leaders, peers, and students. Self-care, work-life balance,
problem solving, and mindfulness were strategies that helped teachers develop and
cultivate personal skills that would build resilience and overall well-being (Mansfield,
Beltman, Broadley, & Weatherby-Fell, 2016).
In another study, Beshai, McAlpine, Weare, and Kuyken (2016) examined the
experience of 89 secondary school teachers and staff, which consisted of 49 participants
assigned to mindfulness intervention and 40 participants were assigned to the control
group with no intervention. This study’s objective was to reduce teacher stress and
promote overall well-being in teachers and staff. Interventions for this study included,
eight weeks and 9 sessions of mindfulness for 75 minutes per session. The foundation of
the intervention was attention to body, attention to thoughts, and cultivation of selfcompassion. Participants were given verbal instructions and self-practice as homework
using CDs six times a week. Measures for this study included the Perceived Stress Scale
(PSS), Warwick-Edinburgh Mental Well-being Scale (WEMWBS), Five Facet
Mindfulness Questionnaire (FFMQ) Self compassion Scale (SCS), and Teachers'
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feedback. Results for this study indicated that the intervention group reported less stress
compared to the control group according to the PSS. According to the WEMWBS, there
was an increase in well-being reported. The FFMQ indicated an increase in mindfulness,
and an increase in compassion was indicated by the SCS.
Summary
Few studies investigate mindfulness practices and its effects on teachers’ stress,
burnout, emotional and physical well-being, and experience inside and outside the
classroom. Many studies recommend further research that provides insight and
information that addresses mindfulness and educators as a profession and personal
teacher development training (Greenberg & Harris, 2012; Roeser et al., 2012; Sharp &
Jennings, 2015). Mindfulness might be an alternative in supporting teachers holistically
in a way that could potentially have positive effects inside the classroom and outside the
classroom. Based on a review of the current literature, there is considerable support for
inquiry and investigation.
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CHAPTER III
METHODOLOGY
Purpose
The purpose of this study is to describe teachers’ perceptions of mindfulness
practices. The applications of mindfulness for classroom teachers are just beginning to be
explored and examined with relatively few studies investigating the effects of
mindfulness training for teachers and the affect it has on educator’s stress and overall
well-being (Flook, Goldberg, Pinger, Bonus, & Davidson, (2013). This chapter includes
information on the research design, context and setting, participants, instrumentation,
reliability, and variability, researcher bias, and data analysis.
Research Design
In this study, the researcher used the qualitative research method of
phenomenological research to describe teachers’ perceptions of mindfulness practices.
The researcher gained knowledge as these participants shared their feelings, perceptions,
and experiences. Approaching the study from this perspective allowed the researcher to
explore the central underlying meaning of the experiences of the teachers’ awareness,
shared beliefs, and attitudes. The research questions used to better understand the
phenomenon were:
1. What are teachers’ perceptions of the effect mindfulness has on their overall
well-being in the classroom?
2. What are teachers’ perceptions of the effect mindfulness has on their lives
outside of the school?
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3. What are teachers’ perceptions on how mindfulness has changed their behavior
in the classroom?
The phenomenological research approach designed by Bodgan and Biklen (2006)
was used to analyze the data. Bodgan and Biklen (2006) described their process for
analyzing the data in the following statement, “Analysis involves working with data,
organizing them, breaking them into manageable units, synthesizing, searching for
patterns, discovering what is important and what is to be learned, and deciding what you
will tell others” (p. 157). According to Lichtman (1996), phenomenological research
approaches study the actual experiences of people regarding a certain phenomenon.
Therefore, the phenomenological researcher must be open-minded toward a changing
reality (Lancy, 1993). That is, he or she needs to be prepared to give explanations for
observed phenomena. Phenomenology instructs the researcher to allow the phenomenon
to reveal itself in its fullness.
Data for this study was collected from one selected school. The qualitative data
was gathered from the teachers’ questionnaire and focus group session.
Context and Setting
The setting for this study was a PK-8 public school in a large urban school district
in southeast, Texas. The school began in the 1930’s and educates grades PK-8. The
school has 30 teachers, who have been with the school an average of 11 years. The
teachers have an average of 14 years of experience in teaching. The school currently has
495 students with a student to teacher ratio of 17.
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Students, Teachers, and Staff
The student body is 14% African American, 67% Hispanic, 16% White, 1%
Asian and 2% are mixed races. The school is also the site for dual language program,
offering bilingual and gifted and talented programs. The bilingual program has 82% of
the student enrollment and 28% makes up the gifted and talented population. Conversely,
the student population is also 86% economically disadvantaged, 63% special education
and 87% limited English proficiency (LEP). The staff has 17% with over 20 years of
educational experience, 50% with 10-20 years of experience, 23% with 6-10 years of
experience and 10% with one to five years of teaching experience. The teaching
population is 83% female and 17% male.
Participants
The participants for this study were purposefully selected from within the school
population. In phenomenological research, a narrower selection of participants was
preferred, so that each participant experienced the same phenomenon being studied
(Creswell, 2013). The criteria for selection of teachers included: (a) participated in the 6week mindfulness campus pilot program and (b) being a full-time faculty, staff and/or
teacher on the identified campus. Once identified, teachers were contacted by email and
invited to participate in the study and to complete the teacher consent form. All teacher
participants were invited to participate in a focus group interview. Additional
information gathered included gender, years of service and number of years teaching.
There were a total of nine participants.
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Instrumentation
In reviewing the literature, the researcher identified and compared assessments
currently being used to research teachers’ experiences. The instrument that aligns with
the purpose of the study was created and used by Mindful Schools (Mindfulness
Questionnaire for Teachers) to measure teachers’ perceptions of the effectiveness of
mindfulness practices as expressed in three research questions (Mindful Schools, 2007)
Previous research on the assessment of mindfulness by self-report indicated that it
includes five component skills: observing, describing, and acting with awareness, nonjudging of inner experience, and non-reactivity to inner experience (Kabat-Zinn, 1990).
The questionnaire focused on teachers’ prior experiences with mindfulness, their level of
perceived stress in school, out of school and the current quality of their
experiences/relationship with their students.
An example of a question measuring teachers’ perceptions of the effectiveness of
mindfulness on their stress in the classroom, “Did you benefit personally from learning
mindfulness? If yes, how?” An example of a question measuring the impact mindfulness
practices has on educators’ personal well-being, including time outside of the classroom
is “How has mindfulness affected your experience at home?” An example of a question
measuring how mindfulness has changed teachers’ behaviors in the classroom is “How
has it affected your experience at school?”
Intervention
A trained Mindfulness facilitator working for Mindful Being in Houston provided
a six-week, 60-minute course on mindfulness practices. Each session included: practice,
information, and discussions. The learning outcomes for this pilot program and course
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were (a) an understanding of mindfulness and foundational components; (b) an
understanding of how to bring mindfulness into daily life; (c) an understanding of the
benefits practices of mindful practices; (d) and an understanding of skills and practices to
develop compassion for self and others.
The mindfulness course included a six-week curriculum that focused on a specific
module each week. The curriculum modules were (a) Week One-Introducing
mindfulness awareness, the brain and breath; (b) Week Two-Mindfulness of the body
while sitting and lying down; (c) Week Three- Mindful awareness of the body while
walking and moving; (d) Week Four- Mindful awareness of pain and discomfort in the
body; (e) Week Five- Mindful awareness of emotions and being with strong emotions;
and (f) Week Six- Mindful awareness of thoughts, letting go of challenging perceptions.
Provisions of Trustworthiness
The researcher used member checking (Lincoln and Guba, 1985) and intercoder
agreement (Creswell, 2013) as discussed in the section on data analysis. The researcher
ensured that the questionnaire and focus group questions met the criteria for validity
established by Lincoln and Guba (1985) to which qualitative research should adhere,
including credibility, authenticity, transferability, dependability, and confirmability (p.
300).
Credibility was achieved in this study through the participants’ responses which
is described their experiences. The researcher was not present when the teachers
completed the questionnaire. A proctor attended the teacher focus group session. The
researcher followed the guided protocol by taking great care not to insert her own
thoughts and beliefs into the focus group session. The researcher used an audio recording
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device to document participant responses verbatim. The researcher analyzed the
qualitative data by reviewing participants’ responses about their perceptions. The
researcher put aside any personal biases regarding the study and remained focused on the
themes and results provided in the data gathered.
Data Collection
The researcher obtained administrative permission to conduct this study at the
selected school, as well as teacher consent, in addition, approval to conduct research was
obtained from Houston Baptist University. The qualitative data was gathered from the
open-ended questions and responses teachers provide during the focus group interviews.
Ethical considerations for this study included concealing the identities of the participants
and obtaining their permission. The consent form was included with the questionnaire so
that each participant would understand the expectations before responding to the
questions. As researcher bias was a consideration, the researcher minimized the potential
for bias in the study by not intervening in the participants’ communication unless there
was a question. The participants were told that their responses would be kept for seven
years after completion of this research project, and then will be destroyed.
Data was collected through two means: (a) questionnaire containing mindfulness
assessment questions and open-ended questions using Likert scaled items created by the
researcher; and a (b) focus group session discussion using the open-ended questions from
the questionnaire and allowing participants to orally expand on the written responses.
Teacher electronic questionnaire results will remain confidential and password
protected. After participants completed the electronic questionnaire, they were invited to
participate in a focus group session which was conducted using the guided protocol. The
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teacher-focus group interviews allowed teacher participants the opportunity to clarify any
of their initial responses to open-ended questions on the questionnaire and to expand on
their perceptions of mindfulness practices as teachers. Teacher focus groups had no more
than 10 participants and took about 45 minutes to complete.
Researcher Bias
Researcher bias is a very important factor in qualitative research; therefore, the
researcher used reflexivity to minimize the bias. With the use of reflexivity, the
researcher performed a self-reflection on her personal biases and predispositions
(Milinki, 1999). Therefore, the researcher was careful not to insert her own feelings
about her personal experiences into the responses of the participants. It was important to
document the participants’ responses verbatim. To analyze the qualitative data, the
researcher reviewed the participants’ responses, which provided insight into their
perceptions. To appraise the situation, the researcher put aside personal biases and
remained open-minded when gathering data for the study. Only through this level of
understanding can a researcher proceed effectively with a low level of bias and influence
on the participants in a study.
Data Analysis
The researcher compiled the results from the questionnaire and analyzed the
results, using the Likert scale measurement and Statistical Package for the Social
Sciences software (SPSS Statistics). The researcher transcribed verbatim the open-ended
question responses into a Microsoft Office Word document. During the data analysis
process, the researcher member checked. Lincoln and Guba (1985) describe member
checking as the researcher soliciting participants’ perspectives on the accuracy of the

73
interpretation. Member checking must be in place so the researcher can ensure the
understandings of participants’ responses are as the participants intended. The researcher
exercised the intercoder agreement by selecting multiple coders to review the qualitative
data results analysis. Creswell (2013) emphasized a focus on intercoder agreement, also
known as interrater reliability. Intercoder agreement is the researcher engaging multiple
coders to review and analyze transcripts of qualitative data. Creswell (2013) cited the
importance of intercoder agreement as an external measure to ensure the coding of
qualitative data is stable. The researcher analyzed participants’ qualitative results to
address the three research questions, focusing on teachers’ perceptions of mindfulness.
Summary
In this chapter, the researcher presented the specific methodology for the study.
The participants were purposefully selected based on their participation in the
mindfulness pilot program at the selected elementary school. The instrumentation section
of this chapter describes the questionnaire, which included open-ended questions and
Likert-scaled questions. Data collection and analysis procedures were discussed for two
means of data collection: (a) questionnaire containing Likert-scaled and open-ended
questions and (b) responses obtained in a focus group session using the open-ended
questions from the questionnaire and allowing participants to orally expand on the
written responses. The findings are presented in Chapter IV.
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CHAPTER IV
FINDINGS
Introduction
The purpose of this study is to describe teachers’ perceptions of mindfulness
practices. The applications of mindfulness for classroom teachers are just beginning to be
explored and examined with relatively few studies investigating the effects of
mindfulness training for teachers and the affect it has on educator’s stress and overall
well-being (Flook, Goldberg, Pinger, Bonus, & Davidson, (2013).
In this chapter the researcher provides findings for this descriptive study, in which
qualitative research methodology of hermeneutical phenomenology was utilized to
clearly to describe the essence of teachers’ perceptions of mindfulness practices in a
school. By utilizing the qualitative research methodology of hermeneutical
phenomenology, the researcher gained knowledge as the participants in this study
conveyed their feelings describing what they perceived through their own experiences.
Viewing the study from this perspective allowed the researcher to explore, then describe
underlying meanings of the experiences that contained both the outward appearance and
inward consciousness based on memories, images and meanings of the participants’
responses (Moustakas, 1994). The research questions used to better understand the
phenomenon were:
1. What are teachers’ perceptions of the effect mindfulness has on their overall
well-being in the classroom?
2. What are teachers’ perceptions of the effect mindfulness has on their lives
outside of the school?
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3. What are teachers’ perceptions on how mindfulness has changed their behavior
in the classroom?
As reported previously in Chapter III, transferability in qualitative research refers
to the degree to which the results of the study can generalized of transferred to other
contexts or settings (Erlandson et al., 1993; Guba & Lincoln, 1989). It is imperative to
call attention to the fact that it is the responsibility of those who choose to transfer the
results to their context to make the judgment of how sensible the transfer might be
(Trochim, 2002).
Research Question One
To address research question one, participants in the campus mindfulness pilot
program responded to a series of questions which were submitted to the researcher by the
facilitator before and after the six-week pilot-program and participants were asked to
elaborate on their written responses in a focus group session with the researcher. The
oral and written participants’ responses were documented and analyzed to describe the
effect mindfulness had on their overall well-being in the classroom. All participants did
not attend the focus group session; however, all participants completed and submitted the
questionnaire. Three themes emerged from participants’ responses during the focus
group session and open-ended questions. The three themes were stress management, nonreactivity, and emotional awareness.
Stress Management
Regarding stress management, the majority of the participants reported that prior
to practicing mindfulness, their coping mechanisms for managing stress were minimal
and ineffective, causing some participants to over-react and respond negatively in the
classroom when they were confronted with difficulties. After the implementation of the
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mindfulness pilot program, participants were able to integrate mindfulness techniques
and exercises that improved their responses to stress in the classroom.
After the implementation of the six-week pilot program, participants responded to
question three- I find time to relax/breathe while in school: participant four responded 2somewhat; participants one, two, and six responded 3- moderately; participants three,
five, seven, eight, and nine responded 4- very often; and participant nine responded 5usually. The responses for this question indicated that participants began to practice and
integrate time for breathing and relaxing while in school. Participants found mindfulness
practices such as three-deep breaths in and out, S.T.O.P. (Stop, Take a breath, Observe,
Proceed) and present-moment exercises essential mindfulness skills that provided stress
relief and emotional support.
In response to question number four- I feel stressed while in school: participants
three, seven, eight, and six responded 2- somewhat; participants two, five, and nine
responded 3- moderately; participants one and four responded 4- very often, and
participant nine responded 5-usually. The responses for this question indicated
participants still feel stress while in school to some extent, even after participating in the
mindfulness study.
Participant 5: “At school, S.T.O.P. has really helped me in my interactions with
students and coworkers. Deep breathing all day keep my mind relaxed. Also, it has
helped calm down my students, mostly the younger ones.”
Eight out of nine participants, (89%) stated that deep breathing was the primary
stress management technique used throughout the day in and outside of the classroom on
an open-ended question.
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The participants’ focus group discussions included the following:
Participant 1: “I have tried to stop and breathe deeply more often. I have
become more aware of my bodily sensations in different situations. I feel slightly more
patient with others.”
Participant 3:
It definitely helps [sic] me with the younger ones. I teach PK and up, and there’s a
specific Kinder student I’d been struggling with. The kid gets very angry and tight
and tense in the classroom and mindfulness gave me the use of S.T.O.P. technique,
and so I was not using that before. I started using it with her. It gave us both time
to take a breath. I stopped and took a breath and took some deep breaths with her.
I got her to finally take some deep breaths.
Participants found a way to integrate mindfulness in the classroom and work environment
during stressful situations in a way that was beneficial to both the student and the teacher.
Participant 6: “I have not tried meditation yet, but I will find a way to
incorporate it. Personally, I feel less stressed out during the day.”
Participants’ responses to question number one- I feel an overall sense of wellbeing while in school, participants one, four, and nine responded 3-moderately;
participants two, three, five, six, seven, and eight responded 4-very often. Participants
one and two response indicated a positive change in their overall sense of well-being
from 2- somewhat to 3- moderately.
Table 1 illustrates participants’ responses who reported feeling stressed while in
school before the pilot program: 33% of the participants reported somewhat feeling
stressed while in school; 33% reported moderately feeling stressed; 22% reported feeling
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stressed very often while in school; and 11% reported usually feeling stressed while in
school. After the six-week pilot program, percentages indicated progress compared to
before the six-week pilot program results. At the onset of the pilot programs, 33% of the
participants reported usually feeling stress, 33% of the participants very often feeling
stressed, 22% of the participants, moderately feeling stressed while in school and 11%
reported usually feeling stressed while in school. After the six-week pilot program, the
results indicated 44% of the participants reported finding time to relax and breathe very
often while in school, which is progress from the 67% of participants reported somewhat
finding time to relax and breathe while in school at the onset of the pilot program.

79
Table 1
Mindfulness for Teachers Questionnaire Results (Before Six-Week Pilot)-While in School
Participants-n=9
%
%
%
%
%
Questions Frequencies
1
2
3
4
5
of
Not
SomeModerately Very Usually
Participants’ at all
what
Often
Responses
1. I feel an
overall
sense of
well-being

9 out 9

0

22

33

33

11

2. I find
time to
take care
of my own
needs

9 out 9

0

55

33

0

11

3. I find
time to
relax/breat
he

9 out 9

0

67

22

11

0

4. I feel
stressed

9 out 9

0

11

22

33

33

5. I feel on
edge

9 out 9

22

44

22

11

0

6. I enjoy
9 out 9
0
11
44
33
11
my school
day
Note. **Theme in the Research Question One/Stress Management Section
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Table 2
Mindfulness for Teachers Questionnaire Results (After Six-Week Pilot)-While in School
Participants-n=9
%
%
%
%
%
Questions
Frequencies
1
2
3
4
5
of
Not Some- Moderately Very Usually
Participants’ at all
what
Often
Responses
1. I feel an
overall sense
of well-being

9 out 9

0

0

33

44

0

2. I find time
to take care
of my own
needs

9 out 9

0

22

33

33

11

3. I find time
to
relax/breathe

9 out 9

0

11

33

44

11

4. I feel
stressed

9 out 9

0

33

33

22

11

5. I feel on
edge

9 out 9

55

11

33

0

0

6. I enjoy my
9 out 9
0
0
22
55
school day
Note. **Theme in the Research Question One/Stress Management Section

22
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Non-Reactivity
The second theme non-reactivity means participants described being less reactive
in stressful and difficult situations. Participants reported feeling more at ease and in
control of their emotions when confronted with negative behavior. In response to the
questionnaire before the six-week pilot program, question number five - I feel on edge
and reactive with students while in school: participants one, two, six, seven and eight
responded 1- not at all; participant five responded 2- somewhat; participants three, four
and nine responded 3- moderately. Responses for this question indicated that the
majority of the participants did not feel on edge and reactive with students.
Six out of nine (67%) of the participants reported being less reactive to stress after
the six-week mindfulness pilot program in the focus group session. Participants reported
the following:
Participant 5:
It helped me not get carried away with my reactions. There are a lot of students in
my class that trigger me. It helped me realize that there is a different pathway. I
would say after this class, it’s helped me not be as reactive.
This phenomenon was reported inside and outside of the classroom.
Participant 9: “I really try to be less reactive at school and less reactive at home,
and less reactive to issues.”
Participant 2: “I find myself more aware of the moments, surroundings, feelings
and reactions.”
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Participant 3: “I used a couple of strategies at work like S.T.O.P. when I was
feeling the need to while at school.”
Emotional Awareness
The third theme emotional awareness emerged as participants reported
improvements in their emotional awareness that affected their relationships and
experiences inside and outside of the classroom. Five out of nine participants, (55%)
reported being more aware of feelings, body sensations, how they speak and how they
responded in stressful situations in the focus group session. Five out of nine participants,
(55%) of the participants reported being more aware of their emotions regarding how
they communicated during stressful situations. Participants reported cultivating body
awareness and noticing bodily sensations through mindfulness practices. Participants
reported the following:
Participant 1: “I have tried to stop and breathe deeply more often. I have
become more aware of my bodily sensations in different situations. I feel slightly more
patient with others.”
Participant 5: “I've learned to be more aware of my thinking patterns.”
Participant 9: “I tried to be more aware of how I speak and react to my students a
lot more now.”
Participant 2: “I feel more calm [sic] and less anxious at school.”
Participant 4: “Mindfulness has made me more aware of situations in which I
could have stopped and have a breath before acting.” Feeling into the body, pausing and
noticing their thoughts allowed the participants to better regulate their emotional states.”
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The majority of the participants described the impact of self-inquiry and selfinvestigation exercises that led them to exploring their personal feelings before
responding to stress at work and at home as beneficial and useful in the work
environment and at home.
Research Question Two
To address research question two, participants in the campus mindfulness pilot
program responded to a series of questions which were submitted to the researcher in
writing by the facilitator and then the participants were asked to elaborate on their written
responses in a focus group session with the researcher. The oral and written participants’
responses were documented and analyzed to describe their perceptions of the effect
mindfulness has on their lives outside of the school. All of the participants did not attend
the focus group; however, all participants completed and submitted the questions. Three
themes emerged from participants’ responses during the focus group session and openended questions. The three themes were compassion, self-care, and temperament.
Compassion
Compassion was described by participants as being kinder, more patient, and
nicer than usual in intense situations. The majority of the participants reported having
more compassion and patience with family members and others outside of the classroom.
Before the pilot program, in response to question five- I feel on edge and reactive with
friends and family while out of school: participants two, three, seven and eight responded
1- not at all; participants one, four and five responded 2- somewhat; participants six and
nine responded 3- moderately. After the six-week pilot program, four out of nine, (44%)
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of the participants indicate they did not feel on edge and reactive with friends and family
while out of school (Table 4). Participants reported the following:
Participant 2:
At home, it's helping me be nice. You know, whenever I see these little emails for
marriage counseling, I never read them, but I see the little pop up and I go, oh, yeah, I
need to be a little more nicer [sic]. Before, I never read it. But now, it’s just that
awareness.”
Participant 1: “I have a short temper when I’m driving and that helped me.”
Participant 7: “I am seeing other people’s perspectives [sic]. I have stronger
relationships. I am a better listener.”
The participants reported difficulty in practicing mindfulness on a consistent basis
while out of school, but reported more awareness and growth after participating in the
pilot program. In response to question four- I feel stressed while out of school,
participant eight responded 1- not at all; participants five and seven responded 2somewhat; participants two, four and six responded 3- moderately and participants one,
three and nine responded 4- very often. The participants admitted to feeling some stress
while out of school.
Self-Care
Self-care was expressed by participants as the ability to tend their needs in the
form of getting rest, doing less, choosing personal enjoyable activities, and being
attentive with each moment as best as possible in a relaxed state. In response to question
two- I find time to take care of my own needs while out of school: participants two and
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four responded- somewhat; participants one, six and seven responded 3- moderately;
participants two, three, and five responded- 4; and participant eight responded 5-usually.
Six out of nine, 67% of the participants found more time to take care of their own
needs moderately and above while in school (Table 4). This is an improvement from the
five out of nine, 55% percent of participants originally reporting that they could
somewhat take care of their own needs in school at the onset of the program (Table 3).
Participants found more time to take care of themselves outside of school while
integrating mindfulness techniques and practices.
Participants reported the following:
Participant 3:
It's so weird. I have noticed I sleep better. I felt better. Overall, I feel better. I was
happier...was just happier just like, and like with the noticing that things when
you're driving, you know, just paying attention to stuff. I was just like this is fun
and I just felt better. I've always known about mindfulness and knew that ow you
should be and think positive with positive words, but really practicing it.
The open-ended questions indicated 78% of the participants practice at least one
form of mindfulness practice at least twice a week. In response to question three- I find
time to relax/breathe while out of school: participants two and nine responded 2somewhat; participants one and four responded 3- moderately; participants three, six, and
seven responded 4- very often, and participants five and eight responded 5- usually. The
majority of the participants, 78% of the participants find time to breathe and relax while
out school.
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Participant 9: “It taught me to slow down and start prioritizing my needs.” This
realization led participant 8 to share, “I have been motivated to do things I enjoy”.
Participant 7: “I started taking better care of myself.”
In response to question six, I enjoy my evenings and time off out of school:
participant nine responded 2- somewhat; participant four responded 3- moderately;
participants one, two, and three responded 4- very often and participants five, six, seven,
and eight responded 5- usually. Seventy-eight percent (78%) of the participants reported
that they enjoy their evenings and time out of school in the focus group discussion.
Participants reported the following:
Participant 3: “I started to do more just for myself. I started going home and
saying, you are on your own guys.”
Participant 2: “Being present and taking care of yourself. That was actually like
being in the present. I was happy all of the time.”
Participant 5: “At home, I have a really tried to focus on myself by spending
more time on only me.
Participant 6: “I am meditating every night I can. I feel relaxed.” The majority of
the participants incorporated mindfulness practices throughout the day in various settings
for various purposes.
The questionnaire indicated four out of nine, 44% of the participants reported
very often feeling an overall sense of well-being while out of school (Table 4). This is an
improvement from the 33% of participants reporting very often feeling a sense of wellbeing while out of school at the onset of the pilot program (Table 3). Participants
developed skills in mindfulness that allowed them to integrate more mindful moments
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throughout the school day and outside of school, which affected their overall sense of
well-being.
Questionnaire results indicated four out of nine, 44% of the participants reported
very often they found more time to take care of their own needs while out school, which
is an improvement from no participants reporting very often they found time to take care
of their own needs while out of school on the questionnaire (Table 4).
Among the participants who reported that they find time to relax and breathe
while out of school, 33% reported very often that they find time to relax and breathe
while out of school, which is an improvement from 11% of participants reporting very
often finding the time to relax and breathe while out of school in the pilot program.
Temperament
Temperament emerged as participants described being in more positive states of
mind, addressing stressful occurrences with awareness and easefully, listening and
responding in controlled manner. Six out nine participants (67%) reported being less
controlling or feeling the need to control every aspect of their lives inside and outside of
the classroom after integrating mindfulness practices. Participants reported the
following:
Participant 4:
I have a lot of patience. But now, my son calls me and says "Mom, this and
that…" and I say "calm down. Can I call you back? So, I just let him wait. Then
I call him back and I say "Hi, how are you? So, I start focusing on the moment
and I ask him “What are you doing? And he's like, "Yeah, I'm doing this and
that...", so he's more calm [sic] and he'll say "Oh, mom can I ask you something?"
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and I say "yes. "So, I see that if I do that and take my time it’s better. Years ago, I
would say “Oh, don't talk to me like that. Don't be yelling at me." But now, it's
like I have to find a way to just breathe.
Participant 5: “I really try staying positive at home.”
The majority of the participants agreed they were more patient and understanding
and tried to consider the skills they had cultivated in the training during difficult
situations.
Participant 6:
I think it's also like, the control, you know, a factor of wanting it to be done this
way. I needed it to be like this, you know, mindfulness helped me a lot because I
like to have things a certain way. In the past, I needed to have the food put away
a certain way and to use that spoon. Sure, it was very hard for me and now my
husband has noticed a difference with my daughter. He's like, why is it okay that
now it doesn't have to be this way or that way? Yeah, there was just little things
that he was like, before you'd be like, all over them; specially painting, my
daughter loves to paint on the carpet and that drives me crazy. Because it's a mess.
Now I'm like, "well, if we just have to change it.... You know, and he's like,
"Really? You're not going to get upset with her? I'm like, she can use these little
colors and that's it. I'm okay with just these colors before was like, hide all the
paint. You're only going to use them when I tell you to use them. So, now it's
like, okay, I'll let you use that. You know, and go ahead and paint and she's fine
with it. You know, I think because I'm not on top of her. She didn't make a mess
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anymore. Participant 1 found mindfulness helpful with combating road rage
encounters.
Participant 1: “I have a short temper when I’m driving and mindfulness helped
me. Now, my son tells me “Oh, you’re not screaming.” Now, I stop and think.”
Fifty-five percent (55%) of the participants disclosed feeling more relaxed in
tense situations, being open and curious to the perspective of others and flexible in
resolving issues.
Table 4 indicates 44% of the participants indicated not feeling on edge at all while
out of school; 44% reported feeling on edge somewhat; and 11% reported moderately
feeling on edge while out school. This is an improvement from the 44% of participants
reporting moderately feeling on edge while out school; and the 33% that previously
reported feeling on edge while out of school. Twenty-two percent (22%) reported very
often feeling on edge while out of school in the pilot program.
Tables 3 and 4 illustrated the participants who reported feeling stressed while out
of school, 33% of the participants reported somewhat feeling stressed while out of
school; 44% reported moderately feeling stressed and 22% reported feeling stressed very
often while out of school. These percentages indicate factors outside of the classroom
may play a role in contributing to the participant’s stress. This includes time with family
and friends.
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Table 3
Mindfulness for Teachers Questionnaire Results (Before to Six-Week Pilot)-While
Out of School
Participants-n=9
%
%
%
%
%
Questions
Frequencies
1
2
3
4
5
of
Not at Some- Moderately Very Usually
Participants’
all
what
Often
Responses
1. I feel an
overall sense
of well-being

9 out 9

0

22

22

33

22

2. I find time
to take care
of my own
needs

9 out 9

0

33

55

0

11

3. I find time
to
relax/breathe

9 out 9

0

33

44

11

11

4. I feel
stressed

9 out 9

0

22

33

33

11

5. I feel on
edge

9 out 9

11

22

33

33

0

6. I enjoy my
9 out 9
0
33
44
0
22
school day
Note. **Research Question Two Theme: Compassion/Self-care/Temperament
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Table 4
Mindfulness for Teachers Questionnaire Results (After Six-Week Pilot)-While Out of
School
Participants-n=9
%
%
%
%
%
Questions
Frequencies
1
2
3
4
5
of
Not Some- Moderately Very Usually
Participants’ at all
what
Often
Responses
1. I feel an
overall sense
of well-being

9 out 9

0

11

22

44

22

2. I find time
to take care
of my own
needs

9 out 9

11

22

22

44

0

3. I find time
to
relax/breathe

9 out 9

0

33

22

33

11

4. I feel
stressed

9 out 9

0

33

44

22

0

5. I feel on
edge

9 out 9

44

44

11

0

0

6. I enjoy my
9 out 9
0
11
11
33
44
school day
Note. **Research Question Two Theme: Compassion/Self-care/Temperament
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Research Question Three
To address research question three, participants in the campus mindfulness pilot
program responded to a series of questions which were submitted to the researcher in
writing by the facilitator and then the participants were asked to elaborate on their written
responses in a focus group session with the researcher. The oral and written participants’
responses were documented and analyzed to describe their perceptions on how
mindfulness has changed their behavior in the classroom. Three themes emerged from
participants’ responses during the focus group session and open-ended questions. The
three themes were job satisfaction and time management, leniency and quality of
relationships.
Job Satisfaction and Time Management
Participants described lack of time as constantly being rushed from one task to
another operating on autopilot. Participants reported lack of time as being critical in
affecting the level of fulfillment gained in the work they do and admitted to enjoying the
workday more after cultivating skills to better manage their time, instead of time
managing them.
In response to question six- I enjoy my school day while in school: participants
three and nine responded 3- moderately; participants one, four, five, six, and seven
responded 4- very often, and participants two and eight responded 5- usually. The
responses indicated that the majority of the participants enjoy their time spent in school.
Seventy-eight percent (78%) of the participants reported an improvement in their overall
job satisfaction by asserting they enjoy their day in school more using mindfulness
techniques and strategies such as three deep breaths in and out. Participants reported the
following:
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Participant 3: The thing that really stuck out was like grading papers. I don't
grade papers, but I'm always making art constantly. I am constantly finishing a project. I
started not to look at it as a chore, but to appreciate what I'm doing, so I would sit in the
moment and be like, I get to sit down and finish projects for the students, you know and
just tidy things up. Before, I'd be like, “Oh my god, I have done this and first grade has
this and fourth grade has that and Oh, my God! Now, I'm just like I just have to do the
task one task at a time. It's been way more pleasant working by me [sic].
Participant 7: “Mindfulness made me appreciate the small things that I get
accomplished. I feel more relaxed. I use my time more wisely.”
Participant 6:
I feel like I have more time too, because before I felt like I had to rush and plan and
do all of these Admission, Review and Dismissal Committee (ARDs) that I have to
do and Oh, my God. I only have so much time, now I feel like it’s okay I’m going
to do one at a time, you know? [sic] It won’t all pile up on me. So, that has helped.
Before, I always felt like I was running with the time and now I feel way more
organized.
Participant 6:
“Being able to learn mindfulness with co-workers made the day more enjoyable.”
Participant 1 stated, “I feel slightly more patient with others at work.” The
majority of the participants were able to integrate mindfulness practices and
techniques to improve the workday.
Among the participants who reported enjoying the school day while at school,
55% of the participants reported enjoying the day very often, which is progress from the
55% of participants reporting moderately while in school.
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Classroom Environment and Leniency
Participants described changes made in their classroom due to mindfulness
practices they integrated in the classroom as being flexible and lenient, which impacted
the learning environment. In response to question six, the classroom environment is kind
in the classroom with the students: participant nine responded 3- moderately; participants
one, two, four, six, seven, and eight responded 4-very often and participant five
responded 5- usually. Responses indicate 87% of the participants feel the classroom is
kinder, which is an improvement from the 67% originally reported on the questionnaire.
Participants responded the following:
Participant 3:
Now I give my kids more freedom in the classroom. It was always hard for me,
teaching art. It was really hard, because I wanted them to have fun. I went in with
that mentality when I first started, and it was chaos. So, I became a very strict
teacher and it's very difficult for me to just let go and not do as much for them,
but now I think they're having a little more fun.
Participant 5:
I think I let go of things that I really wanted like activities, or routines and
programs that I was “gong ho” about using in the classroom. I was kind of able to
let go and focus on what I need to focus on what the students needed more of and
what had to be a priority. I let go of things and activities that I really wanted to
have in our daily routine and I was really holding on to them because of time or
other things, and it wasn't going well. I was able to let go. I wanted to move on
and be okay with it.
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Classroom Environment and Quality of Relationships
Participants described themselves as being more patient with struggling students
and inviting students to join them in practicing some of the mindfulness practices. The
participants believed this improved the classroom environment and the quality of their
relationship with students. Eighty-eight percent (88%) of the participants reported feeling
an improved connection to their students after the pilot program. In response to question
three, my students feel connected to me: participant nine responded 3- moderately;
participants one, two, five, six, and eight responded 4- very often and participant four
responded 5- usually. Eighty-eight percent (88%) of the participants felt their students
feel connected to them. In response to question four, I feel connected to my students:
participant nine responded 3- moderately; participants one, five, six, seven, and eight
responded 4- very often and participants two and four responded 5- usually. Eighty-eight
percent (88%) of the participants felt connected to their students. Participants reported
the following:
Participant 1:
“I spend a lot of time working. So, it helps me. It helps me with balance, and now
I need to implement it more with my students. I just have one student who cries
and is short tempered and it’s helping him. I just tell him to breathe, go to the
restroom and come back and it is helping him. But it would be helpful to have a
session like this with all the students.”
Participant 4: “Now, I pay attention to one person at a time because before I was
more distracted. Now, it's like I'm more attentive to the person. So, I'm listening and I'm
here.”
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Participant 6:
I have a short fuse. My patience level is not the same. I did have to learn before I
react instantly. Now I can pull back and take a deep breath before I react not so
much like I would have before I guess. Maybe in a more positive manner and in a
much calmer manner. I feel a lot more balanced myself just with the breathing
techniques. I really enjoyed the time that we would take those you know 10-15
minutes just to breathe and realize where we are in space. And you know where
we are in our chairs and our feet and all of that. I can definitely see a difference
with the way I react. Sure, there are still sometimes my own kids trigger me, but
when I’m here at school it’s different.
In response to question two, I pay personal attention to my students in the
classroom: participants four, six and nine responded 3-moderately; participants one, 5, 7,
and eight responded 4- very often and participant 2 responded 5- usually. Sixty-two
percent (62%) of the participants stated that they pay personal attention to their students
in the classroom. Participants responded the following:
Participant 1: “I have been more patient and more present with them.”
Participant 7 described her relationship as being better with her students after
learning and participating in the mindfulness study.
Participant 8: “I am more open to using the skills. I was able to use three breath
exercise with a group of students.”
Participant 9: “I tried to be more aware of how I speak and react to my students
a lot more now.”
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Participant 5: “It has really helped me in being calmer and kinder in the
classroom. The energy in my room is so nice. Deep breathing has helped some of my
more intense students.”
In response to question five, the classroom environment is relaxed: participants
four, six, and nine responded 3- moderately and participants one, two, five, seven, and
eight responded 4- very often. The results indicated 62% of the participants felt the
classroom environment was relaxed.
In response to question six, the classroom environment is kind: participant nine
responded 3- moderately; participants one, two, four, six, seven, and eight responded 4very often and participant five responded 5- usually. Responses indicate 87% feel the
classroom is kind; which is an improvement from 37% of the participants that reported
the classroom was moderately kind at the onset of the pilot program.
Table 6 illustrates the participants who reported that the students pay attention to
them and are attentive in class, 100% of the participants indicated very often students are
attentive.
This is an improvement from 75% of the participants previously reporting very
often students are attentive and pay attention to them in class reflecting on Table 5.
Sixty- three percent (63%) of the participants reported that they very often or usually pay
personal attention to their students in the classroom.
Eighty-eight percent (88%) of the participants reported feeling connected to their
students, which is an improvement from the 75% of the participants that reported feeling
connected to their students prior to the pilot program. Table 6 indicates 88% of the
participants reported the classroom environment was usually or very often kind; which is
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an improvement from the 37% of the participants reporting moderately at the onset of the
pilot program.
Table 5
Mindfulness for Teachers Questionnaire Results (Before Six-Week Pilot)-Experience in
the Classroom
Participants-n=9
%
%
%
%
%
Questions
Frequencies
1
2
3
4
5
of
Not
SomeModerately Very Usually
Participants’ at all
what
Often
Responses
1. My students
pay attention to
me.

8 out 9

0

0

13

75

13

2. I pay
personal
attention to my
students.

8 out 9

0

0

0

38

63

3. My students
feel connected
with me.

8 out 9

0

0

13

50

38

4. I feel
connected to
my students.

8 out 9

0

0

0

75

25

5. The
classroom
environment is
relaxed.

8 out 9

13

25

38

38

0

6. The
8 out 9
0
0
38
25
classroom
environment is
kind.
Note. **Research Question Three Theme: Environment/Relationship/Time

38
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Table 6
Mindfulness for Teachers Questionnaire Results (After Six-Week Pilot)-Experience in the
Classroom
Participants-n=9
%
%
%
%
%
Questions
Frequencies
1
2
3
4
5
of
Not
SomeModerately Very Usually
Participants’ at all
what
Often
Responses
1. My students
pay attention to
me.

8 out 9

0

0

0

100

0

2. I pay
personal
attention to my
students.

8 out 9

0

0

38

50

13

3. My students
feel connected
with me.

8 out 9

0

0

13

46

13

4. I feel
connected to
my students.

8 out 9

0

0

13

63

25

5. The
classroom
environment is
relaxed.

8 out 9

0

0

38

63

0

6. The
8 out 9
0
0
13
75
classroom
environment is
kind.
Note. **Research Question Three Theme: Environment/Relationship/Time

13

100
Summary
Chapter IV provided an overview of the findings of the study based on the
responses the questionnaire and focus group session provided by participants in the sixweek campus mindfulness pilot program. The overall findings on the participants’
responses on the questionnaire and focus group session indicated that nine themes
embedded in three categories emerged.
The categories identified were as follows: (a) While in School; (b) While Out of
school; and (c) Experience with Students in the Classroom. The themes for the While in
School category included stress management, non-reactivity, and emotional awareness.
The themes for the While Out of School category included compassion, self-care, and
temperament. The themes for the Experience with Students in the Classroom category
included job satisfaction and time management, leniency, and quality of relationships.
The themes identified in each category were determined through analysis of frequencies
and percentages of the participants’ responses to questions regarding the impact and
effect of mindfulness practices.
In Chapter V, the researcher provided discussion, implications, recommendations,
and conclusions for the findings of this study. This includes, but is not limited to
discussion of participants’ responses to the effectiveness mindfulness practices had on
educator’s stress in the classroom, and their perceptions of how mindfulness has changed
their behaviors in the classroom. The researcher also explored teachers’ perceptions of
the impact mindfulness practices has on educators’ personal well-being, including time
outside of the classroom.
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CHAPTER V
DISCUSSION, IMPLICATIONS, RECOMMENDATIONS, AND
CONCLUSIONS
Discussion
The purpose of this study is to describe teachers’ perceptions of mindfulness
practices. The applications of mindfulness for classroom teachers are just beginning to be
explored and examined with relatively few studies investigating the effects of
mindfulness training for teachers and the affect it has on educator’s stress and overall
well-being (Flook, Goldberg, Pinger, Bonus, & Davidson, (2013).
This study is significant because the responsibilities of teachers have increased
substantially, both socially and emotionally, more than in the past (Jennings, 2013).
Education reform, lack of administrative support, lack of resources, mounting paperwork,
and working in an environment that does not value the shared-decision making process
are all factors that can cause stress among educators (Teuta et al., 2015).
Creswell (2013) stated that phenomenology involves a study of “multiple
individuals who have experienced the same phenomenon” (p. 112). The criteria for
selection of teachers included the requirement of having participated in the six-week
mindfulness campus pilot program, and being a full-time faculty, staff and/or teacher on
the identified campus. Once identified from the rosters, the participants were notified by
email and invited to participate in the study. The questionnaire was sent to all nine
participants by email, completed, and submitted to the mindfulness training facilitator.
The findings of this study addressed three research questions:
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1. What are teachers’ perceptions of the effectiveness of mindfulness on their
stress in the classroom?
2. What are teachers’ perceptions of the impact mindfulness practices has on
educators’ personal well-being, including time outside of the classroom?
3. What are teachers’ perceptions of how mindfulness has changed their behaviors
in the classroom?
The participants for this study were purposefully selected from within the school
from a population of nine teachers participating in a mindfulness campus pilot program.
According to Bogdan and Biklen (2003,), “The method of sampling in analytic induction
is purposeful sampling. The researcher may choose particular subjects to include because
they are believed to facilitate the expansion of the developing theory.” (p. 65). In
addition, Gall, Gall, and Borg (2007) explained that the purpose in selecting participants
in purposeful sampling “is to develop a deeper understanding of the phenomena being
studied. A related purpose often is to discover or test theories” (p. 165). Creswell (2013)
stated that phenomenology involves a study of “multiple individuals who have
experienced the same phenomenon” (p. 112).
All selected participants responded to all questionnaire questions, but and all
selected participants did not participate in the focus group. Six out of nine participants
participated in the focus group. This purposeful selection of participants yielded a total
of nine participants; which consisted of nine females, eight teachers and one teacher
specialist. The oral and written participant responses were documented and analyzed to
describe their perceptions of mindfulness practices in school. Themes and patterns
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evolved from questionnaire responses as well as the follow-up focus group interview
discussions.
The questionnaire modified and utilized by the researcher for this study was
Mindfulness Questionnaire for Teachers to measure teachers’ perceptions of the
effectiveness of mindfulness practices as expressed in the research questions.
Previous research on assessment of mindfulness by self-report suggested that the
questionnaire include five component skills: observing, describing, and acting with
awareness, non-judging of inner experience, and non-reactivity to inner experience (Baer,
et al., 2008). The teacher questionnaire developed by Mindful Schools includes multiplechoice questions with addition open-ended questions created by the researcher. The
questionnaire focused on teachers’ prior experiences with mindfulness, their level of
perceived stress in school, out of school and the current quality of their
experiences/relationship with their students. The questionnaire measured the same
factors with additional open-ended questions in a second documentation.
The theoretical framework for this study was based on three interrelated mental
skills and dispositions: (a) concentrating attention intentionally on the here and now; (b)
perceiving the present moment in a calm, clear, manner; and (c) experiencing each
moment just as it is, without biasing mental reactions or judgments (Young, 2011). In
schools, the ability for teachers to remain calm and keep a non-judgmental attitude is a
necessity to create a positive school environment where students feel safe and free to
engage (Roeser, Skinner, Beer, and Jennings, 2012). The relationship between
mindfulness and an effective classroom culture are paramount in this model. Akin to this
model, Gouda, Luong, Schmidt, and Bauer (2016) suggested an association between
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mindful traits and teacher well-being, efficient classroom management, positive
interpersonal climate, and positive relationships. This study addresses participants’ lived
experiences during their participation in a campus six-week mindfulness pilot program.
Research Question One
Research question one focused on teachers’ perceptions of the effectiveness of
mindfulness on their stress in the classroom? The three emergent themes included:
Stress Management. Participants found mindfulness strategies provided skills
and techniques to cope with stressful situations. These strategies improved stressful
situations in the classroom in accordance with what research suggests. Jimenez et al.
(2010) found that mindfulness awareness promotes resiliency and increases emotional
well-being in moments of distress. Reduction in stress has also been suggested in studies
exploring mindfulness training for educators (Jennings & Greenberg, 2009; Jennings et
al., 2013; Roeser et al., 2012). Meditation practices taught in mindfulness practices, have
been reported to decrease emotional reactions through the calming of the amygdala
response that is stimulated during stressful periods (Tang, Hölzel, & Posner, 2015).
Non-reactivity. Participants reported mindfulness practices helped to develop
more self-awareness and to feel more at ease and in control of their emotions when
confronted with negative behavior inside and outside of the classroom in line with
mindfulness research findings. Chang (2013) study showed teachers who practice
proactive strategies such mindfulness often felt less triggered and are more prepared to
deal with potential conflict and student misbehavior. Frank, et al. (2015) suggested
teachers participating in a mindfulness-based stress reduction program show significant
gains in mindfulness-related skills such as observation, non-judgment, and non-reacting.
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Perceiving stressful situations positively is positive reappraisal that has been seen as a
beneficial side-effect of mindfulness (Lazarus & Folkman, 1984 as cited in Hanley et al.,
2013; Schussler, Jennings, Sharp, & Frank, 2015). Transformation in the teachers’ lives
occurred because they gradually changed the way they responded to life, calmly
witnessing the present moment rather than reacting to events and thoughts (Singh, 2013).
Goldstein (2016) found cultivating the practice of mindfulness can reduce automatic
reactions, and train the brain to function with a new default setting.
Emotional Awareness. Mindfulness exercises and activities such as the selfinquiry activities enhanced the participant’s ability to cultivate and develop body
awareness during intense moments. The majority of the participants reported mindful
communication positively affected the quality of their relationships inside and outside of
the classroom. Roeser et al. (2013) suggested that emotional awareness and selfregulation improve relationships with students in the classroom. Several studies suggest
that stress management, emotional well-being and emotional awareness enhance
relationships with students in the classroom (Jennings & Greenberg, 2009; Jennings et
al., 2013; Roeser et al., 2012; Roeser et al., 2013).
According to Sutton and Wheatley (2003), the job of a teacher involves awareness
and management of their own psychological emotional well-being, as well as students
who need help redirecting negative emotions in an academic setting. Jennings et al.
(2017) found that teachers who addressed emotional wellness and needs for personal
development using programs such as Cultivating Awareness and Resilience in Education
(CARE), were more likely to experience positive emotional states, present-moment
awareness, and manage moments of distress more skillfully.
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Research Question Two
Research question two focused on teachers’ perceptions of the impact
mindfulness practices has on educators’ personal well-being, including time outside of
the classroom? Three themes emerged.
Compassion. Responses from the participants indicated that participants had
more compassion with family members as well as for students in the classroom when
integrating mindfulness practices such as deep listening. Several participants reported
noticeable changes in their tolerance levels as they listened with openness and awareness.
They were more willing to see things with less judgement. This allowed them to have
more meaningful connections. Greenland (2010) revealed that mindfulness practiced
daily has the potential to teach individuals how to open their perspective and allow them
to see their inner and outer experiences with kindness and compassion for themselves and
for others. Frank et al. (2015) found mindfulness-based programs showed noteworthy
gains in compassion. In the classroom, Roeser and colleagues (2012) described particular
“habits of the mind” that are necessary for teachers to create well-functioning learning
environments to include the ability for empathy and compassion towards self and others.
Self-care. Participants found more time to take care of their own needs by
implementing the breathing exercises throughout the day while in school and out of
school. They also found more enjoyable ways to relax outside out the school day.
Learning mindfulness practices gave participants new ways to take care of themselves
while working in a stressful environment, as well as outside of the school that would have
lasting benefits and positively impact their overall health and well-being. Greeson (2009)
found that key elements of mindfulness can potentially develop and show improvements
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in emotion, biology, cognition and behavior that would develop overall health and wellbeing. Mindfulness has been found to support people struggling with a variation of
problems, such as chronic pain (Kabat-Zinn et al. 1987), fatigue (Surawy and Roberts
2004), stress reduction (Astin 1997; Chang et al. 2004), different forms of cancer (Smith
et al. 2005), heart disease (Tacon et al. 2003), type-2 diabetes (Rosenzweig et al. 2007),
psoriasis (Kabat-Zinn et al. 1998), and insomnia (Yook et al. 2008). These studies give an
indication of the many ways mindfulness can help people manage stressful demands of
their lives.
Temperament. Mindfulness practices include exercises that support and develop
the practitioner’s patience and emotional awareness. Participants reported being in more
positive states of mind, developing patience, and more awareness. They no longer felt
the need to control every aspect of their lives outside of the classroom and school day.
Roeser et al. (2012) found that adults that practice mindfulness, experience a decrease in
stress and an increase in emotional regulation, health, prosocial temperament and positive
mood. It is a system of mental training that positively impact the way individuals
perceive and respond to themselves, their relationships, and the world (Kabat-Zinn,
1994). In practicing mindfulness, one becomes aware of the present moment and
external experiences, notices the experience and their feelings, accepts them, and let go of
them moment by moment in order to attend to the new moment fully with attention and
awareness (Hooker & Fodor, 2008).
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Research Question Three
Research question three focused on teachers’ perceptions of how mindfulness has
changed their behaviors in the classroom? The three emergent themes included:
Time management and job satisfaction. Mindfulness practices improved the
quality of the participant’s relationship with time demands as well as their job
satisfaction. Participants felt more present with each task after learning mindfulness,
which lessened the anxiety several participants had about time constraints. Participants
enjoyed their daily assignments, duties, and routine tasks more by focusing on one task at
a time. Several participants reported no longer feeling rushed throughout the day from
bell to bell; instead, they felt more at ease and able to enjoy the moment and work with
intention. Kabat-Zinn (1994) suggested that the present moment experiences that are
always unfolding are far more important than any other time. When fully participating in
the moment, it has the potential to change our relationship to time and our work. The
influence of mindfulness practices on teachers, in particular is significant as the technique
and practice may help to improve school campus culture by developing the quality of the
time teachers experience at work (Roeser, Skinner, Beers, & Jennings, 2012).
Classroom environment and leniency. Participants developed the ability to “let
go” of programmed routines inside and outside of school and found relief in adopting this
new mindful approach. Participants reported being more flexible with the students,
which directly impacted the classroom environment. Participants enjoyed their time with
students more and cultivated a more relaxed environment while remaining productive.
Several participants reported that the change was due to compassion activities taught in
the mindfulness lessons. According to Harris et al. (2014), teachers that participated in
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the CALM mindfulness program found that compassion practices taught in mindfulness
enhanced not only self-compassion and patience, but compassion for others also
developed.
Classroom environment and quality of relationships. Participants described
themselves as being more patient with struggling students and difficult relationships
outside of school. Several participants invited challenging students to join them in
practicing some of the mindfulness practices, such as deep breathing and found this
strategy even more impactful. The participants believed this improved the classroom
environment and the quality of their relationship with students. Hanley et al. (2013)
found adults practicing mindfulness regularly are more likely to practice positive
reappraisal than those who do not practice regularly. This positively impacts the teacher
and the student in the learning environment. Teachers are able to consider multiple
perspectives and build strong relationships when making judgements about their
behavior, or emotional behavior and reflect objectively (CASEL, 2013; Jennings &
Greenberg, 2009). Maintaining a homogenous high standard relationship with students
has the likelihood of causing teachers to feel exhausted emotionally (Milatz, Lüftenegger,
& Schober, 2015). However, this may also lead to teachers feeling more fulfilled and
proficient in their occupations and student-teacher relationships (Milatz et al., 2015).
Implications
Some benefits of mindfulness include an increase in self-awareness, improved
sense of well-being, a decrease in reactivity in negative situations and an increased level
of compassion for self and others. As work demands for educators continue to increase
and lead to more stress, mindfulness provides tools and skills for educators such as deep
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breaths and body scans, that will allow them the opportunity to work with more
enjoyment and less stress. Individuals that practiced mindfulness consistently in the
study were found to be less stressed and enjoyed the activities of the day more than they
had previously. Providing more information about mindfulness from the participant’s
point of view regarding their experiences will provide the administration, faculty, and
staff an impetus to recruit others to mindfulness training.
The findings in the study provide information about educators who participated in
a mindfulness pilot program for six-weeks on an elementary campus and describe their
experiences inside and outside of the school setting. Therefore, the information in this
study will aid in improving the understanding of mindfulness, explain the benefits of
mindfulness to administration, outline what mindfulness is and is not, as well as its
significance for education. Suggestions for implementing mindfulness programs to meet
the needs of teachers and staff on a campus setting include the following:
1. Mindfulness practices should be a part of professional development and
regular Professional Learning Communities (PLC) for teachers at least once
every six weeks. Moody and Barnes (2009) suggested professional
development, in-services, workshops, and conferences could assist teachers in
stress coping skills and strategies. Likewise, Roeser and colleagues (2012)
found stress reduction-based interventions such as contemplative practices
have the potential for developing educators professionally.
2. Teachers and staff should be educated on what mindfulness can do on campus
to become more aware and informed on how to create a healthier learning and
teaching environment. Policy makers, parents, educators, and stakeholders
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have acknowledged the need to expand the educational agenda to include
social and emotional skills for teachers and students (Jennings, 2015).
3. Campus mindfulness should not only be accessible to students; instead, it
should be available to teachers to help improve the learning environment as a
whole. Few studies address the needs and overall well-being of the teacher.
The applications of mindfulness for classroom teachers are just beginning to
be explored and examined with relatively few studies investigating the effects
of mindfulness training for teachers (Flook, Goldberg, Pinger, Bonus, &
Davidson, R. J. (2013) and the affect it has on educators, stress, and overall
well-being.
4.

Mindfulness Practices should be integrated into the classroom to create a
positive campus culture and connect with students. Woolfolk and Davis
(2005) suggested connecting with the students successfully is important to
ensure students are able to connect with the subject matter; and having access
to resources that support emotional well-being will assist teachers in providing
a healthy learning environment.

5. Deep breathing greatly impact stress and teachers would like to integrate “stop
and breathe” in class throughout the day to gain the benefits and find a way to
integrate it into the school day. Mindfulness programs teaches participants
meditation and breathing techniques that help the participants learn coping
strategies that allow them to manage negative feelings and emotions, focus on
the present moment, and develop self-awareness and resilience (Kabat-Zinn,
2003). When practiced daily, mindfulness helps individuals to promote calm
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and optimistic states of mind, recover from setbacks and persist in the face of
difficulties (Burnett, 2011).
Recommendations for Future Research
The findings of this study revealed teachers’ perceptions of mindfulness practices
in a school in southeast, Texas. Due to the climbing turnover rate in the field of
education, workload stress, economical and lifestyle changes impact the lives of
educators and students, overall well-being must be considered as a component of
professional development during pre-service and in-service training. We must create a
learning environment that is sustainable and healthy-holistically for the student and
teacher. The following recommendations for future research are addressed below:
1. Examine the effects mindfulness practice has on teachers using larger sample
sizes and control groups;
2. Explore mindfulness practices from the perspective of the teacher. Many
studies explore the effects of mindfulness and students;
3. Address the need for implementing campus wellness programs and practices
such as mindfulness to address teacher stress, burnout and emotional wellbeing;
4. Explore the differences in the classroom engagement and outcome experience
mindfulness practices have been integrated into the classroom.
Conclusions
The educational climate has changed and continues to change with no relief in
sight for teachers. The teaching profession was once an occupation that was respected
and deemed an “honor,” but it has become a “burden” for far too many. The times are no
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longer traditional. The nation’s educational system exhibits systemic problems. Teacher
turnover rate continues to increase, teacher absences and health-related issues due to
stress plague teachers and costs the U.S. billions. However, unconventional times may
require an unconventional resolve such as “mindfulness” in schools for teachers and
students.
Based on responses from participants in this study, mindfulness practices
provided support and skills needed to work successfully in a stressful environment.
Participants were able to integrate mindfulness inside the school day and outside the
school day, and found it beneficial in improving the quality of their relationships outside
of school. The researcher hopes that the findings of this study will serve as a tool of
support for teachers, faculty, and administrators in their efforts to create a healthy
learning environment. The findings of this study may encourage schools to pay attention
to the various mindfulness curriculums to accurately implement the model that is most
appropriate for their campus needs. In addition, it is imperative that mindfulness
professional development is provided in order to understand how mindfulness works and
how to implement mindfulness practices successfully. Mindfulness implemented as
suggested will become an asset to all on school campuses and throughout communities
nationwide.
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