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ABSTRACT 

Nipper, Molly. Online Delivery of Mindfulness Practice: Teachers’ Perception of 

Mindfulness, Stress, and Self-Efficacy. Doctor of Education in Executive Educational 

Leadership, May 2022, Houston Baptist University, Houston Texas. 

 

The role of the teacher is vital in promoting a classroom climate that supports 

student learning and social-emotional well-being. However, little consideration is given 

to offering interventions to support teachers in reducing stress and burnout that result in 

teacher turnover. Studies have concluded mindfulness practices to be an effective 

intervention for teachers to reduce stress, increase emotional regulation, and promote 

well-being. The restrictions resulting from the global COVID-19 pandemic caused many 

educational institutions to shift to a distance learning model. The applications of online 

mindfulness for classroom teachers are just beginning to be explored, with few studies 

investigating the effects of online mindfulness training for teachers. The purpose of this 

case study was to examine teacher perceptions of mindfulness, stress, and self-efficacy 

following a district-led online delivery of mindfulness at a selected public school in 

southeast Texas. The study involved participants experienced with online delivery of 

mindfulness training in the school year 2020–2021 and who continued mindfulness 

practice in 2021–2022 school year. A mixed-methods research approach was used in this 

case study. The findings from the Five Facet Mindfulness Questionnaire- Short Form 

revealed awareness was statistically significant. Findings from the Perceived Stress Scale 

revealed 66% of participants had moderate stress levels. The Teachers’ Sense of Efficacy 

Scale-Short Form findings revealed all the variables were statistically significantly 

different from how teachers perceived the delivery of teacher self-efficacy. 

Key words: mindfulness, occupational stress, self-efficacy, online learning  
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CHAPTER I 

Introduction 

Teachers possess a critical role in managing a classroom environment that fosters 

students’ academic growth and the development of the social-emotional needs of each 

student (Flook et al., 2013). The teaching profession is considered an essential position 

that society relies on for the academic development and well-being of the next generation 

(Reiser & McCarthy, 2018). Teachers help develop procedures in the organization to 

increase performance and promote educational health through the climate and culture of 

the school system (Akdemir & Tükel, 2019). Teachers’ stress and burnout are 

increasingly evident in the profession (Flook et al., 2013). Studies have revealed a 

combination of teachers’ intense workload (Richards et al., 2016), students’ behavior 

(Embse et al., 2019; Gibbs & Miller, 2013; Hanson, 2013), and lack of colleagues and 

administrative support (Gibbs & Miller, 2013) leads to stress, burnout, and high attrition. 

Researchers have postulated mindfulness practices to be an effective intervention for 

reducing stress, increased mental health, emotional regulation, and promoting well-being 

(Gouda et al., 2016; Reiser & McCarthy, 2018; Schussler et al., 2018). 

Currently, the world faces an unprecedented time impacted in various ways due to 

a new, highly contagious, and deadly virus. The novel coronavirus, known for the crown-

like spikes on their surfaces, is part of the SARS-CoV-2 family virus. It was officially 

named COVID-19 on February 11, 2020 by the World Health Organization (Centers for 

Disease Control and Prevention [CDC], 2020b). The rapid worldwide spread of the 

COVID-19 pandemic resulted in the lockdown of entire countries and quarantine from 

others (Bozkurt et al., 2020). Societies are affected by COVID-19 socially, economically, 
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and politically; the far-reaching effects of the pandemic also impacts individuals 

emotionally and psychologically (Bozkurt et al., 2020). 

By mid-March 2020, the rapid spread of COVID-19 across the United States 

prompted government officials to mandate school closures until the end of the school 

year (Perez & Norman, 2020). Educational leaders in each school district across the 

United States faced the challenge of when to reopen schools for the upcoming school 

year while keeping students, teachers, and staff safe from an uncontrolled virus. The 

effects of the pandemic disrupted the U.S. education system (Gültekin et al., 2020). The 

American Academy of Pediatrics (2020) highly recommended schools to reopen based on 

various benefits schools provide students such as mental health services, safety, meals, 

social and emotional skills, and other support services that students might not get from 

home. In the summer of 2020, further directives from President Trump and U.S. 

Secretary of Education Betsy De Vos to reopen schools pressured state government 

officials to reopen schools for the upcoming school year sooner than recommended by 

the CDC (U.S. Department of Education, 2020). The reopening of schools in Fall 2020 

required the CDC (2020c) to provide resources and tools to reduce the transmission of 

COVID-19 in primary and secondary schools but emphasized the need for caregivers, 

educators, and administrators to be involved in the designing and application process for 

mitigation to succeed. 

The effects of the pandemic restructured education and the learning methods used 

to educate children (Baber, 2020). By Fall 2020, the pandemic school year, 40–60% of 

students enrolled exclusively in an online learning school district (Kamenetz, 2020). 

Teachers quickly learned to balance teaching students in the class for in-person 
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instruction and teaching through on-line media for virtual students who were attending 

from home. Several educational websites offered educators resources in strategies to 

improve synchronous and asynchronous online learning for students (Minero, 2020); 

advice to adapt to online teaching (Teach for America, 2020); and best practices for 

teaching online (Boettcher, n.d.). 

At the beginning of the 2020–2021 school year, students who chose the in-person 

learning model had to adjust to learning with a mask on their face during school hours 

and social distancing from peers (American Academy of Pediatrics, 2021). Students who 

stayed home to receive virtual learning brought to light another issue. School districts had 

to resolve the digital divide. Districts realized the reality of those students who have the 

resources such as computers and internet access to successfully engage in online learning 

at home to those who do not (Bozkurt et al., 2020). School districts distributed classroom 

computers and requested private and corporate donations of portable hotspots to support 

students in distance learning in areas of high need (Kamenetz, 2020). Teachers’ new roles 

to learn how to instruct online students using media-based curriculum and different 

instructional strategies for virtual students were overwhelming for most teachers 

(Kamenetz, 2020). 

The COVID-19 pandemic transformed the way teachers teach and how lessons 

are structured and designed for remote and hybrid instructions (St. George et al., 2021). 

Teachers are required to be proficient in using the internet as their primary mode of 

teaching (Gültekin et al., 2020). Internet–based teaching requires teachers to integrate 

various innovative technologies in educational pedagogy and philosophy that change the 

quality of education. Teacher-training programs should reinforce the needs of the new 
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generations of learners and reflect the current trends as students gain knowledge and 

enhance learning through digital media and not solely from teachers’ lectures (Gültekin et 

al., 2020). 

Teachers’ roles have changed to meet the needs of 21st century learners. They 

have become the facilitators for students to obtain knowledge rather than the contributors 

of knowledge, while students have become in charge of their own learning (Gültekin et 

al., 2020). Additionally, due to the current pandemic, teachers are experiencing increase 

anxiety (Bozkurt et al., 2020). An effective strategy that can be practiced daily through 

appropriate teacher training can provide methods to elevate these negative outcomes. 

Recently, researchers explored using mindfulness interventions and the benefits 

and impact such interventions have on stress levels, burnout, and self-efficacy among 

teachers, administrators, and students (Flook et al., 2013; Gouda et al., 2016; Kearney et 

al., 2013). Researchers examined mindfulness practices as an effective intervention for 

teachers reducing stress, increased mental health, emotional regulation, and promoting 

well-being (Gouda et al., 2016; Reiser & McCarthy, 2018; Schussler et al., 2018). Other 

studies revealed mindfulness practice is a promising intervention in increasing coping 

strategy for stress and increase self-awareness (Reiser & McCarthy, 2018). Mindfulness 

interventions increase mental and emotional regulation leading to a decrease in stress and 

anxiety (Gouda et al., 2016). 

A meta-analysis of the research demonstrated mindfulness practices are effective 

in reducing anxiety, depression (Hofmann & Gómez, 2017; Marchand, 2012; Zarate et 

al., 2019), and psychiatric disorders (Chiesa & Serretti, 2011; Deckersbach et al., 2012; 

Marchand, 2012). One study examined mindfulness programs in connection with 
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developmental social cognitive neuroscience (Zelazo & Lyons, 2012). In this study, the 

researcher will investigate the effectiveness of online mindfulness training in teachers’ 

perceptions of mindfulness, stress, and self-efficacy.  

Background of the Study 

Herman et al. (2018) emphasized that understanding how stress, burnout, and self-

efficacy are related can lead to effective preventive training to support teachers. Few 

trainings are provided to teachers that focus on giving the tools and resources necessary 

to reduce stress or self-regulate emotions (Hepburn & McMahon, 2017). Smalley and 

Smith (2017) asserted that to retain teachers and ensure future growth in the educational 

field there must be opportunities for professional growth and support must be provided. 

According to Carver-Thomas and Darling-Hammond (2017), the United States is 

facing a national teacher shortage; this situation is predicted to worsen in the coming 

years. High attrition in the profession is due to burnout in teachers because of high stress 

(Fisher, 2011; Hanson, 2013). The approach to reducing the teacher shortage problem is 

to research and understand the reasons for attrition and turnover and address them at the 

source (Carver-Thomas & Darling-Hammond, 2017). High rates of teacher attrition 

negatively impact student achievement, the school’s effectiveness and productivity, and 

the district’s budget (Carver-Thomas & Darling-Hammond, 2017). 

Teacher Stress and Organizational Commitment 

The school’s effectiveness and productivity are dependent on the level of 

commitment from administrators and teachers toward the mission of the school. This 

commitment is also known as organizational commitment (Akdemir & Tükel, 2019). 

Organizational commitment is an employee’s perspective and dedication to the 
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organization. According to Akdemir and Tükel (2019), organizational commitment is 

critical to the success and quality of educational organizations. Teacher burnout is 

negatively correlated to organizational commitment (Akdemir & Tükel, 2019). Stress is 

another factor that impacts teachers’ performance and school effectiveness (Asaloei et al., 

2020). Herman et al. (2018) examined the relationship between teachers’ levels of 

increased stress, high burnout, and low resilience and found the three were linked to an 

increased rate of student behavioral problems and poor academic achievement. 

Quality teachers are imperative to help develop students’ well-being and ensure 

academic achievement (Frank et al., 2013). Teacher achievement is measured through 

teachers’ ability to motivate their students and the degree of achievement attained by 

their students (Holzberger et al., 2014). Teachers’ experience of stress can impact 

classroom quality and student’ success (Hoglund et al., 2015). To keep highly qualified 

teachers and support the profession, it is important to investigate teachers’ training 

opportunities to ensure educators have the tools necessary to manage their stress and 

promote well-being. Doing so will allow teachers to provide a high level of excellence in 

the classroom that will translate to higher performance outcomes for students (Hoglund et 

al., 2015).  

Mindfulness 

Scholarly literature published since 2000 revealed that teachers play a critical role 

in developing students’ feelings of trust in adult relations (Frank et al., 2013). In Gouda et 

al.’s (2016) research using the Mindfulness-Based Stress Reduction (MBSR) program 

with students, significant improvements in self-regulation, self-efficacy, and self-reported 
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stress among students were noted. In comparison, teachers in the same study reported 

higher self-reported mindfulness and reduced interpersonal problem (Gouda et al., 2016). 

Mindfulness is rooted in the ancient practice of Buddhism (Škobalj, 2018). 

Mindfulness became popular in Western culture through individual and secular teachings 

in the early 1980s (Selva, 2020). The core of mindfulness teaching stems from practice of 

meditation in Buddhism (Kabat-Zinn, 2003). Buddhism is a faith that was founded by 

Siddhartha Gautama, “the Buddha,” more than 25 centuries ago in India (History.com 

Editors, 2017). Buddha was later in life considered an enlightened man by attaining 

enlightenment through morality, meditation, and wisdom (History.com Editors, 2017). 

Buddha was also known as a great physician and scientist who focused on the natural 

state of the mind, body, and experiences (Kabat-Zinn, 2003). 

Mindfulness practice entered the American mainstream in 1979 through the work 

of Jon Kabat-Zinn and his 8-week curriculum in the MBSR program (Eva & Thayer, 

2016). The definition of mindfulness is: “the awareness that emerges through paying 

attention on purpose, in the present moment, and nonjudgmentally to the unfolding of 

experience moment by moment” (Kabat-Zinn, 2003, p. 145). Mindfulness gained 

increasing popularity within psychology, medicine, business leadership, and research as a 

therapeutic technique in the past 20 years (Williams & Kabat-Zinn, 2011). Mindfulness 

practice is increasingly practiced in Western culture clinics (Vohra et al., 2018), health 

care settings (LeVasseur et al., 2019), big corporations, education (Brendel & Cornett-

Murtada, 2018; Broderick et al., 2018), and even in U.S. military (Rice et al., 2018). 

According to Selva (2020), mindfulness practices can be used by individuals and specific 

groups such as The Mindful Warrior Project aimed at helping postcombat military 
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veterans with increased self-awareness and well-being. Other mindfulness practices used 

in special groups include programs for children such as the Kids Program from Youth 

Mindfulness (Selva, 2020). 

Mindfulness is a promising intervention for decreasing psychological symptoms 

and reducing burnout in teachers (Flook et al., 2013). Furthermore, teachers who used 

mindfulness showed an increase in self-compassion and classroom performance (Flook et 

al., 2013). Mindfulness practice is linked to promoting a positive teacher-student 

relationship in the classroom. Teachers who developed mindfulness awareness and a 

sense of efficacy responded more compassionately toward their students (Schussler et al., 

2018). Teachers’ mindfulness practice impacts their awareness of teaching in the 

classroom. Teachers’ ability to manage stress and burnout is associated with student 

outcomes (Herman et al., 2018). 

Research on mindfulness revealed it is also beneficial to students. Mindfulness 

practice was found to be a useful tool to address internal and external stressors in gifted 

students and teachers (Kane, 2018). In a 2018 study, Kane examined four methods of 

mindfulness practices in gifted students and teachers. The mindfulness practices 

developed heightened awareness and attention that fostered empathy and compassion in 

teachers toward students. Schussler et al. (2018) found teachers practicing mindfulness 

who had developed awareness and a sense of efficacy responded more compassionately 

toward their students. Stephanou and Oikonomou (2018) stated teachers’ emotions are 

related to various circumstances that are relevant to their professional duties and impact 

various outcomes such as classroom effectiveness. In Stephanou and Oikonomou’s study, 

findings revealed teachers with high self-efficacy reflected a supportive learning 
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environment for students. In a similar study, teachers with increased self-regulations were 

able to provide higher quality of instruction for students (Rupprecht et al., 2017). Using 

the MBSR practice with teachers and students, Gouda et al. (2016) demonstrated 

increased mental and emotional regulation and decreased stress and anxiety in both 

groups. 

In education, mindfulness practice was explored in a variety of educational 

settings such as gifted and talented (Kane, 2018), special education (Benn et al., 2012; 

Reed et al., 2015), and alternative schools with at-risk students (Preston & Spooner-Lane, 

2019). Part of teachers’ heightened levels of stress relates to meeting the academic needs 

of a diverse student population in the classroom, which may include rigorous 

instructional content for high-ability students, attention to special education, and 

managing challenges related to students with behavioral and disciplinary problems 

(García, 2019). 

Gifted and Talented Services 

The education system provides services and programs to meet the needs of 

diverse students to foster academic success and meet the social-emotional well-being of 

all students. Gifted and talented services and programs are for students recognized and 

identified as gifted and talented. Under Texas Education Code 29.122 (Texas Public Law, 

2019), there are two requirements related to gifted and talented education:  

(a) each school district must establish a process for identifying and serving 

students recognized as gifted and talented and provide a program for these 

students set forth by the individual school district, and  

(b) each school district must adopt a process regarding the use of funds to support 

gifted and talented programs. (para. 1) 
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According to the National Association for Gifted Children (n.d.-b), students 

identified as gifted “have the capability to perform at higher levels compared to others of 

the same age, experience, and environment in one or more domains” (para. 1). 

Furthermore, gifted and talented students require learning modification (s) to reach their 

full potential. Gifted students exhibit the following characteristics: 

(a) various racial, ethnic, and cultural populations, as well as all economic status; 

(b) require access to other learning opportunities to maximize potential; 

(c) have learning and processing disorders that require intervention and 

accommodation; 

(d) need support and guidance to develop socially and emotionally as well as in 

their areas of talent. (National Association for Gifted Children, n.d.-b, para. 1). 

According to the U.S. Department of Education 2014 Annual Report (National 

Center for Education Statistics [NCES], 2017), an average of 10% of students in the 

United States are enrolled in gifted and talented programs. The identification of gifted 

students in most states is primarily based on quantitative instruments such as achievement 

and ability tests (National Association for Gifted Children, n.d.-a). 

Special Education Services 

Special education services are mandated by the federal government through the 

Individuals with Disabilities Education Act (IDEA, 2004) to meet the needs of children 

with disabilities. According to IDEA, a student with a cognitive or physical disability, 

visual or hearing impairment, or intense emotional behavior will qualify to receive 

special education services. According to the NCES (n.d.), the number of children and 

students served under special education during the 2019-2020 school year totaled 14% of 

all public-school students, which constitutes about 7.3 million students in the United 

States. Special education programs represent students receiving services based on 
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neurological disorders such as autism spectrum disorder (ASD), attention-

deficit/hyperactivity disorder (ADHD), obsessive-compulsive disorder (OCD), learning 

disability (LD), Tourette syndrome (TS), mood disorders, and seizure disorders (NCES, 

2019). 

Addressing Teacher Stress 

Teachers are responsible for the academic growth and development of social-

emotional skills among all students. The edict encompasses students on all points of the 

spectrum, from students with learning disabilities to gifted and talented students. Many 

special educators who work with students with learning disabilities daily face unique 

challenges and stress associated with everyday demands of working with children with 

disabilities to ensure proper academic and developmental needs for each student (Benn et 

al., 2012). Lo (2014) researched teachers of students with emotional behavioral 

challenges and found these teachers reported more stress than general education teachers 

and were more likely to want to leave their position. 

The U.S. Department of Education (2019) holds strict standards and 

accountability for professionals in the field. The accountability focuses on outcome 

performance and state or national test scores (U.S. Department of Education, 2019). 

Teachers have critical roles in developing students’ academic achievement and fostering 

their social-emotional needs. As teachers’ stress levels are taxed due to increasing 

demands to ensure students’ success, the joy of teaching, developing individual 

professional growth, and unlocking students’ potential has been stifled in the profession 

(Gouda et al., 2016). Factors contributing to increased teacher stress include greater 

demands in work responsibilities, students’ challenging behaviors, and lack of parental 
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and administrative support (Herman et al., 2018). Teachers’ stress levels vary according 

to increased responsibilities and whether emotional regulations are practiced to alleviate 

the stress (Preston & Spooner-Lane, 2019).  

Teaching is a stressful job that can lead to unhealthy outcomes such as burnout, 

which also impacts school climate (Schelvis et al., 2014). Work-related stress also affects 

teachers’ performance (Asaloei et al., 2020). Teachers’ ability to manage stress and 

burnout is associated with student outcomes (Herman et al., 2018) and promotes a 

healthy classroom culture (Flook et al., 2013). 

Teachers’ well-being is critical in predicting teachers’ engagement and reduction 

in intent to leave the profession (Skaalvik & Skaalvik, 2018). High stress and burnout 

also impact students due to teachers’ low ability to cope; the quality of teaching 

instruction is hindered, resulting in poor student outcomes (Fisher, 2011; Hanson, 2013; 

Hepburn & McMahon, 2017; Pepe & Addimando, 2013; Reiser & McCarthy, 2018; 

Schussler et al., 2018; Tamilselvi & Sethurajan, 2013). 

Administrators are responsible for the support and success of teachers. This 

responsibility stems from the need for teachers to be held accountable for their teaching 

practices. According to Shapiro and Stefkovich (2016), teacher accountability is 

associated with students’ educational attainment but also relates to 10 other kinds of 

accountability. These include “political, legal, bureaucratic, professional, market, parents, 

and student, fiscal, personal, and public accountabilities” (pp. 148–149). The 

accountabilities of these diverse groups of stakeholders to ensure educational institution 

success presents the ethical model of the common good. Shapiro and Stefkovich (2016) 

mentioned several meanings for the term, the common good, but for the purpose of this 
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research study, the term will focus on the ways people relate to each other and interests 

all of society. 

Social and emotional challenges in the educational environment have resulted in 

an increased level of stress and burnout for special education teachers (Benn et al., 2012). 

The field of special education is unique and has its distinctive challenges. Special 

education teachers face these unique challenges, which include providing individualized 

instructions to meet each students’ developmental needs, ensuring a robust curriculum 

that maximizes classroom participation, and frequently communicating with parents 

(Benn et al., 2012). In order to effectively fulfill the duties and care-giving 

responsibilities of teachers and parents with high needs, Benn et al. (2012) suggested 

interventions should be implemented to help educators and caregivers reduce stress and 

maintain well-balanced health. Benn et al.’s study demonstrated that a 5-week 

mindfulness training reduced participants’ stress. Mindfulness training may be an 

effective intervention to decrease perceived stress and promote well-being (Benn et al., 

2012). With effective training and practices, special education teachers will be better 

equipped to address the academic success of students with individual differences, 

including student’s’ physical demands, and their social-emotional and behavioral 

challenges. 

There is empirical evidence that mindfulness practice is effective in supporting 

educators’ personal and professional health (Frank et al., 2013). The quality of teachers’ 

health and well-being is critical if they are to impact students with whom they connect 

within the classroom. Teachers who are emotionally, mentally, and physical healthy are 

poised to make a great impact on the students in their classrooms. The teacher-student 
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relationship plays an important factor in students’ involvement in the school and their 

sense of trust in teachers (Frank et al., 2013). 

Researchers have studied mindfulness practice and its implications for 

neuroscience, including its effect on specific parts of the brain such as reducing the 

activities of the amygdala and, therefore, decreasing perceived stress (Hölzel et al., 

2010). Mindfulness practices are also known to increase self-esteem by helping 

individuals self-regulate their emotions (Goldin & Gross, 2010). Mindfulness can 

increase regional brain gray matter density in the hippocampus and activate the 

hippocampus region to engage in working memory, higher-level thinking, and optimized 

learning (Hölzel et al., 2011a). The prefrontal cortex contributes to a variety of executive 

functions involved in regulating emotions and behaviors; mindfulness practice helps the 

prefrontal cortex operate at its optimal best, which can lead to better decisions (Chiesa & 

Serretti, 2009). 

Mindfulness training and practice are traditionally performed in person with a 

trainer or facilitator (Baer et al., 2008). Mindfulness trainings are normally delivered in 

groups such as the Mindfulness-Based Stress Reduction (MBSR) program designed to 

reduce stress (Kabat-Zinn et al., 1992) and mindfulness-based cognitive therapy (MBCT) 

to prevent relapse of major depression (Teasdale et al., 2000). However, in the current 

climate of the COVID-19 pandemic when social distancing is strongly recommended, the 

efficacy and impact of virtual or online mindfulness training should be further 

investigated. 

In recent years, distance learning has become a crucial part of education in the 

United States (Lueken et al., 2015). Researchers have evaluated the effect of online 
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delivery of mindfulness practices in education on levels of stress, coping, and 

mindfulness in university students (Messer et al., 2015); tele-health teachers’ trainings to 

teach mindfulness-based practice for working with students with aggressive behaviors 

(Singh et al., 2017); and the feasibility of a digital mindfulness-based intervention in high 

school students (Mrazek et al., 2019). A shift to online delivery of mindfulness training 

can provide an alternative approach for educators wanting flexible time, cost efficient 

training, and anonymity (Messer et al., 2015). A need exists to investigate the impact of 

an online delivery method for mindfulness in teachers’ perceptions of mindfulness, stress, 

and self-efficacy. 

Statement of the Problem 

The problem addressed in the study was that teachers experience high levels of 

stress in the educational environment due to the demands of their job that lead to feelings 

of burnout and thoughts of attrition. Teachers play a critical role in the development of 

students’ academic growth and social-emotional skills (Flook et al., 2013). These roles 

and responsibilities have led to perceptions of increased stress, anxiety, and burnout 

among teachers (Flook et al., 2013). There are research studies on the efficacy of 

mindfulness practice in teachers’ ability to manage stress (Schussler et al., 2018), 

decrease anxiety (Gouda et al., 2016), increase self-efficacy (Reiser & McCarthy, 2018), 

and lessen perceived feelings of burnout (Herman et al., 2018), but empirical methods 

used were not delivered in an online fashion with a sufficient number of teacher samples. 

There are very few studies which addressed online delivery of mindfulness interventions 

for teachers. Providing support for teachers to handle the demands of the profession and 
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increase their well-being is critical for the ‘students’ successful learning and the overall 

success of the education system. 

Purpose of the Study 

The purpose of this mixed-methods case study was to explores teachers’ 

perceptions of mindfulness, stress, and self-efficacy after 8 weeks of delivery of 

mindfulness during the 2021–2022 school year. Due to the unique circumstances related 

to the COVID-19 pandemic, which is ongoing in the United States since Fall 2019, 

national, state, and local governments have mandated social distancing and precautions 

across the nation. The distance learning model was forced on K–12 education during the 

2020–2021 school year to ensure students continued to receive educational services. 

Additionally, the online delivery of mindfulness practice has emerged as a timely subject 

of study. This mixed-methods case study investigated the effectiveness of online 

mindfulness practice techniques in teachers during this unprecedented time of stress in 

education. The case study investigated online delivery of mindfulness implemented in the 

2020–2021 school year and continued mindfulness practice in 2021–2022. 

Research Questions 

The following research questions were explored in this study:  

RQ1. What are teachers’ perceptions of mindfulness after delivery of mindfulness 

practice?  

RQ2. What are teachers’ perceptions of stress after delivery of mindfulness 

practice?  

RQ3. What are teachers’ perceptions of self-efficacy after delivery of mindfulness 

practice?  
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Significance of the Study 

The study is significant to school districts, administrators, and teachers, as it 

provides insight into the effectiveness of online delivery of mindfulness practice as a 

technique to support teachers. The findings are significant to urban schools, 

administrators, and teachers in identifying the impact of online delivery of mindfulness as 

an effective intervention for managing stress, self-efficacy, and building a stronger 

teacher-student relationship. Finally, the results of the study are significant to add to the 

body of research on the effectiveness of online delivery of mindfulness interventions in 

teachers’ perception of mindfulness, stress, and well-being. 

Definition of Terms 

According to Lunenburg and Irby (2008), it is important to define key terms 

central to the study. The following terms are defined for clarification. 

Attrition. Attrition is defined as the gradual reduction in staff numbers that 

occurs when employees retire or resign and are not replaced (Merriam-Webster, n.d.).  

Burnout. “Burnout is the state of physical and psychological exhaustion that 

includes a sense of diminishing personal performance and depersonalization” (Mayo 

Clinic, 2018, para. 1). 

Depersonalization. One dimension of burnout, depersonalization, is 

characterized by distancing oneself from others in the workplace (Maslach et al., 2001). 

With depersonalization, there is a negative attitude toward others and aspects of one’s job 

(Aydoğmuş & Tükel, 2019). 
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Distance Learning. Distance learning is learning that takes place in the home 

environment. There is no in-person interaction between teacher and students. The intent 

of distance learning is the delivery of instructions solely online (Stauffer, 2020).  

Emotional Exhaustion. Emotional exhaustion is a primary dimension of burnout 

that is characterized by the decrease in one’s emotional and physical resources (Akdemir 

& Tükel, 2019). Therefore, the individual feels less effective and productive than usual 

(Aydoğmuş & Tükel, 2019).  

Five-Facet Mindfulness Questionnaire (FFMQ). The FFMQ is a common 

instrument used to measure mindfulness and was developed by Baer et al. (2006). The 

FFMQ identifies five elements of mindfulness: non-reactivity, observing, acting with 

awareness, describing, and non-judging. The FFMQ uses a 5-point Likert scale rating to 

determine an estimate of where a person stands in terms of mindfulness and self-

awareness (Baer et al., 2006). 

Job Satisfaction. Job satisfaction means the contentment and pleasure that an 

individual has from their professional life (Demir Polat & İskender, 2018).  

Mindfulness. Mindfulness is defined as, “paying attention in a particular way: on 

purpose, in the present moment, and non-judgmentally” (Kabat-Zinn, 2003, p. 143).  

Neuroplasticity. Neuroplasticity is defined as the brain’s ability to 

physiologically change and adapt (PositivePsychology.com, 2020). 

Non-judgmental. Nonjudgmental is being aware and accepting of what we 

observe, experience, or feel (Zimmerman, 2018). 

Online Learning. Online learning (sometimes called eLearning) takes place on 

the internet. It can occur in the classroom. Online learning includes in-person interaction 
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between teacher and students. It is designed to be used in combination with other in-

person teaching methods (Stauffer, 2020). 

Online Delivery of Mindfulness Training. The online delivery of mindfulness 

training is a delivery method that allows participants to practice mindfulness on their own 

time, self-paced, and at any place (Messer et al., 2015).  

Organizational Climate. Organizational climate is the characteristics of the 

organization that members perceive and, therefore, may vary among individuals (Demir 

Polat & İskender, 2018).  

Organizational Commitment. Organizational commitment is an employee’s 

perspective and loyalty to the organization (Akdemir & Tükel, 2019).  

Perceived Stress Scale (PSS). The PSS is the most widely used psychological 

instrument for measuring the perception of stress. The PSS uses a 5-point Likert scale 

rating and is designed to measure the degree to events in one’s life are evaluated as 

stressful (Cohen et al., 1983). 

Reduced Personal Accomplishment. Reduced personal accomplishment is a 

state of ineffectiveness and inadequacy toward job performance and circumstances faced 

in the workplace (Maslach et al., 2001).  

Resilience. Resilience is the ability to manage adversity and respond better to 

stressful events and can even result in personal growth (Demir Polat & İskender, 2018).  

Self-efficacy. Self-efficacy is an individual’s belief in the ability to control ‘their 

own behavior and emotion that results in successful production of an outcome (Bandura, 

1977). 
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Stress. Stress is defined as the body’s response to physical, mental, or emotional 

strain or tension (Cleveland Clinic, n.d.).  

Teacher Sense of Efficacy Scale. The Teacher Sense of Efficacy Scale (also 

known as the Ohio State Teacher Efficacy Scale (OSTES) is an instrument used to better 

understand the kinds of things that create challenges for teachers in their school activities 

(Tschannen-Moran & Hoy, 2001). The OSTES uses a 9-point Likert scale rating and is 

designed for teachers to self-assess their capabilities in instructional strategies, student 

engagement, and classroom management (Tschannen-Moran & Hoy, 2001).  

Theoretical Framework 

This study was guided by Bandura’s (1977) theory of self-efficacy. Bandura 

developed the concept of self-efficacy. Self-efficacy is a person’s belief state that 

determines their ability to succeed in a task and helps the person decide whether to take 

on a task in challenging and taxing situations (Bandura, 1977). Individuals develop their 

self-efficacy beliefs from four main sources of influence: (a) performance 

accomplishment, (b) vicarious experience, (c) verbal persuasion, and (d) physiological 

states (Bandura, 1977).  

Performance accomplishment or mastery experience is derived when an 

individual experiences success in a new, challenging task. This is the most influential 

source of efficacy. Individual accomplishment due to experiencing mastery increases 

self-efficacy. Therefore, when negative events occur, failures are likely to decrease, and 

persistence is developed to overcome these obstacles (Bandura, 1977). 

Vicarious experience is when an individual observes others completing a task and 

thus believes they can also experience the same outcome (Bandura, 1977). Verbal 
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persuasion is when an individual receives positive verbal feedback while undertaking a 

complicated task that encourages the person to believe they have the skills and abilities 

necessary to succeed (Bandura, 1977). Physiological states such as the emotional, 

physical, and psychological well-being of a person can impact how they feel about their 

personal capabilities in a circumstance (Lopez-Garrido, 2020). 

Verbal persuasion is another form of influence in efficacy. People can be guided 

to change behavior through counsel or advice (Bandura, 1977). Verbal persuasion is a 

weaker source of influence in developing efficacy expectancy as compared to 

experiential performance. Although social persuasion has its constraints, it can provide 

people a greater effort in achieving a sense of self-efficacy when dealing with hard 

situations (Bandura, 1977). 

According to Bandura (1977), one major source of efficacy influencing personal 

competency is emotional arousal. Challenging and stressful events normally evoke 

emotional responses and behaviors. Thus, perceived personal efficacy is affected by 

emotional arousal to cope with distressing situations. Heightened emotional arousal 

debilitates or reduces performance. Self-induced emotional onset such as eliciting fear 

can arouse heightened levels of stress and anxiety that exceed the fearful encounter 

during the actual crisis. Reducing emotional arousal can decrease avoidance behavior 

(Bandura, 1977). 

According to self-efficacy theory, cognition, behavior, and the environment 

interrelate and impact each other (Kaplan & Owings, 2017). Haverback (2020) analyzed 

self-efficacy in teachers by examining the four sources of self-efficacy theory and how 

teachers can develop their self-efficacy during the COVID-19 pandemic. Teachers can 
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increase their perceived self-efficacy to respond to the pandemic-related challenges by 

using the four sources of self-efficacy theory (Haverback, 2020). Self-efficacy plays a 

major role in motivation. People with low self-efficacy or self-doubts about their abilities 

quickly give up or have low motivation when faced with obstacles or challenging 

situations (Bandura, 1989). In contrast, people with high self-efficacy or who have strong 

beliefs in their abilities when faced with challenges put forth more effort and are 

persistent (Bandura, 1993). The more an individual experiences these four sources of 

self-efficacy, their chance of reaching self-beliefs of efficacy also increases (Bandura, 

1977). A person’s persistence to challenges and their efforts to overcome it are dependent 

on the individual’s sense of efficacy (Bandura, 1989). When a person has a strong sense 

of self-efficacy, they will also have more grit and perseverance to endure crises and 

taxing circumstances (Bandura, 1977). 

The individual’s perception of self-abilities influences their personal goals, 

efforts, persistence, knowledge, and skills and is impacted by social situations and 

specific circumstances that lead to a performance (Kaplan & Owings, 2017). According 

to Bandura (1993), teachers’ beliefs in their personal efficacy to motivate and foster 

learning affect the types of learning climates they create and impact students’ 

achievement. People’s perception of their efficacy impacts their performance. Those 

individuals who have an improved sense of self-efficacy are confident about themselves 

and are driven to succeed, whereas those individuals with a poor sense of self-efficacy 

struggle coping with situations and dwell on failure, which may lead to a lack of 

motivation and poor performance (Bandura, 1993). 
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The body of research supports self-efficacy as a predictor of behavior and 

motivation (Hayes et al., 2019; Jalapang & Raman, 2020; Weiss et al., 2019). This is 

evident in educational settings; instructional leadership of principals, efficacy of 

principals, teachers’ self-efficacy in instructional quality, and school climate have 

significant relationships with ‘students’ academic achievement (Jalapang & Raman, 

2020). Parental attitude and a high level of teacher motivation increase students’ 

motivation (Engin, 2020). The effect of poor teacher self-efficacy is negative student 

achievement (Prewett & Whitney, 2021). 

Bandura’s (1989) social cognitive theory (SCT) is another theoretical framework 

that guided the study. SCT derived from social learning theory. SCT’s emphasis is on 

social influence and external and internal social reinforcement (Bandura, 1989). The 

cognitive model maintains that people can alter their beliefs and understanding through 

self-discipline and self-awareness in achieving mental regulation and increased positive 

behaviors (Maye, 2012). Cognitive theorists believe in the idea that knowledge is learned 

through making connections with prior information associated with newly learned 

content (Maye, 2012). If a person’s conscious experience affects emotions, thoughts, and 

cognitive ability, which contribute to either improvement in learning or hinder learning, 

then Ergas (2017) suggested studying mental awareness and reviewing practices that 

reduce mind wandering and promote paying attention can be used as mindfulness 

practice. 

Mindfulness can be integrated into daily routines such as standing, walking, 

eating, and meditation (Zelazo & Lyons, 2012). Mindfulness practice increases reflection 

that sustains constant purposeful awareness. Zelazo and Lyons (2012) concluded 
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mindfulness practice is ideal in promoting the development of self-regulation in children 

and may be beneficial for children’s academic and social success. Furthermore, training 

in mindfulness exercises fosters nonjudgmental thoughts that lead to peacefulness and 

good health, while focusing on being present at the moment reduces ruminating thoughts 

of anxious and stressful situations (Zelazo & Lyons, 2012). 

Mindfulness practice in early childhood may support the development of self-

regulation, which refers to the self-control of thoughts, actions, and emotions while 

reducing the inability to control anxiety, stress, and arousal (Zelazo & Lyons, 2012). 

Ergas (2017) reviewed mind wandering, unrelated tasks, impulsive thinking, and self-

generated thoughts and analyzed mindfulness practice as a way to anchor the mind to the 

present moment and prepare an individual’s self-awareness. Ergas concluded that if a 

person’s mental experiences are connected with their actions and behaviors, it would be 

beneficial to implement practices in the education curriculum that have effective results 

in self-awareness. Mindfulness practices have promising results in the field of education 

to support a person’s self-awareness and thus decrease mind wandering (Ergas, 2017). 

Limitations 

Limitations in the study may influence the findings or the overall evidence of the 

results (Lunenburg & Irby, 2008). The limitations of this study included: 

1. Data collected were self-reported data from participants that may have potential 

bias. 

2. Participants may have taken the role of the “good subject” by answering the 

surveys or the focus interviews in the way they thought the facilitator wanted and 
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that would allow their responses to be compliant to the perceived hypothesis (J. 

Pelletier, personal communication, 2021).  

3. Participants could take on the role of the “negative subject” by saying the 

opposite of what the facilitator wanted to hear (J. Pelletier, personal 

communication, 2021). 

4.  Findings from a case study from one campus in one school district cannot be 

generalized to an entire population (Lunenburg & Irby, 2008). 

5.  During the qualitative focus group portion of the study, the researcher’s presence 

during data gathering may have affected the subjects’ responses (Anderson, 

2010).  

Delimitations 

The following delimitations were imposed by the researcher for the purpose of the 

study.  

1. The study took place in suburban public school in Southeast Texas. The study is 

therefore limited to only a certain demographic area of the country and findings 

may not be generalized to private schools and charter schools with different 

demographics. 

2. Study participants were employed in one school district and participated in one 

specific online delivery mindfulness program.  

3. The study was limited to only teachers. 

4. The participants were limited to those who volunteered for the study. Voluntary 

participants may have possessed a preconception of the advantages of 

mindfulness training. 
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5. The survey was administered after 8weeks of mindfulness practice in the school 

year 2021–2022. Results may not be representative if the length of time of the 

training were different. 

6. Only teachers engaged in online delivery of mindfulness in the previous school 

year 2020–2021 and continued a different method of mindfulness training in the 

school year 2021–2022 were eligible to participate in the study. Data derived 

from the study may not be representative of the teachers who engaged in online 

delivery of mindfulness in the previous and current school years.  

7. Only teachers with prior experience of online delivery of mindfulness were 

eligible to participate. Results might be different if teachers with no prior 

knowledge or experience with online delivery of mindfulness participated in the 

study. 

Assumptions 

The study included the following assumptions: 

1. Teachers answered the survey and interview questions honestly and accurately. 

2. Teachers fully engaged in mindfulness practice. 

3. Data from the surveys and interviews accurately reflected participants’ self-

reflection of the study. 

Organization of the Study 

This research study is outlined in five chapters. Chapter One included the 

following sections: background of the study, statement of the problem, purpose of the 

study, significance of the study, definition of terms, theoretical framework, research 

questions, limitations, delimitations, and assumptions. Chapter Two contains the review 
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of the literature and will provide empirical research on stress, virtual learning, 

mindfulness, and teachers’ well-being. There are many themes in the study and a review 

of the literature will address them. Eight main topics are conveyed within the literature 

review: (a) What is mindfulness?; (b) occupational stress, organizational commitment, 

and burnout in public and private organization; (c) stress, well-being, burnout, resilience, 

and attrition in education; (d) comparative views on mindfulness and neuroscience 

implications; (e) critics of mindfulness practice; (f) mindfulness in research and other 

settings; (g) mindfulness in education; and (h) distance learning and training. Chapter 

Three will contain an explanation of the methodology used for this research study. The 

selection of participants, instrumentation, data collection, data analysis, and summary of 

the research will be presented in this chapter. Chapter Four will include the study’s 

findings that involve demographic information, examining the research questions, factor 

analysis, and results of the data analysis for the three research questions. Chapter Five 

will complete the study with a summary of the research, an explanation of the findings, 

implications of the findings for theory and practice, recommendations for future research, 

and conclusions. 
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CHAPTER II 

Literature Review 

According to Lunenburg and Irby (2008), the review of literature is intended to 

support the rationale for the research. The study was conducted to investigate how online 

delivery of mindfulness practice affects teachers’ perception of stress, mindfulness, and 

teachers’ self-efficacy at a public school in Southeast Texas. The review of the literature 

is important to provide the history for the research problem or question, conceptual 

background, describe the current situation, explain support the study, identify any gaps 

and conflicts in the existing literature, and specify key theoretical principles to be applied 

to the topic (Lunenburg & Irby, 2008). The review of the literature will provide empirical 

research on a discussion of what mindfulness entails including the history of mindfulness 

and forms of mindfulness practice; the benefits of mindfulness for teachers; occupational 

stress, organizational commitment, and burnout in public and private organizations; 

stress, burnout, and high attrition in education; factors related to teachers including stress, 

psychological well-being, burnout, resilience, and attrition; comparative views on 

mindfulness and neuroscience implications; critics of mindfulness practice; mindfulness 

in research and other settings; mindfulness in education; and distance learning and 

training. An overview of scholarly writings will be outlined in the literature review. 

This literature review was conducted to answer the following inquiries: 

1. How does online delivery of mindfulness interventions affect teachers’ abilities to 

manage stress, self-regulate, and increase well-being? 

2. How does online delivery of mindfulness interventions impact teaching? 

3. How does online delivery of mindfulness impact the teacher-student relationship? 
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Occupational Stress, Organizational Commitment, and Burnout in Organizations 

Stress is an emotional behavior and a physical strain (U.S. National Library of 

Medicine, n.d.). Stress is the manifestation of the brain and body’s response to challenges 

or traumatic events (National Institute of Mental Health, n.d.). The National Institute of 

Mental Health (n.d.) lists five facts about stress: (a) Stress impacts everyone. Stress can 

occur for a short period of time or can be long-lasting. Stress has mental and physical 

health complications. (b) Stress is not always a bad thing. Stress can trigger the flight-or-

fight response to prepare the body to face the challenge or flee to safety. (c) Long-term 

stress is damaging to mental and physical health. Chronic stress can disrupt certain parts 

of the human body systems such as the immune, digestive, cardiovascular, and 

reproductive systems. The chronic inability to regulate stress can lead to serious health 

problems such as heart disease, diabetes, and mental disorders such as anxiety and 

depression. (d) There are many ways to regulate stress. Regular exercise, communication 

with a physician, and exploring relaxation and wellness programs can be helpful in the 

management of stress. (e) Seek health from a qualified health provider when the stress 

level gets too overwhelming to handle. Occupational stress is one type of stress that has a 

debilitating effect on employees and may lead to feelings of burnout. 

Occupational Stress 

Occupational stress is a psychological stress that occurs in many working 

environments. It is defined as the damaging physical and emotional reactions that occur 

when job demands are not met (CDC, 2018). Occupational stress results in exhaustion, 

debilitation, and even injury (CDC, 2018). Occupational stress is a global concern and 

has been investigated around the world (e.g., Chaudhry, 2012; Hoppe, 2011; 
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Mosadeghrad, 2014; Pisaniello et al., 2012). Occupational stress has many potential 

causes stemming from the workplace including intense pressure, heavy workload, lack of 

support and resources, lack of advancement, and an unpleasant work environment 

(Stickle & Kelly, 2016). Moreover, employees may experience mental and health issues 

such as heart disease, immune system disorder, ulcers, depression, and burnout if 

stressful conditions resulting from chronic stress are prolonged. Stickle and Kelly (2016) 

explored the foundation of stress and how personality traits differ with regard to stress. 

Stickle and Kelly discussed occupational stress in a variety of work environments and 

addressed techniques and preventive measures for effective stress intervention strategies. 

Leaders who are skilled in identifying the signs and symptoms of stress and manage it 

effectively can recognize the early signs of stress in themselves and in their employees to 

offer the appropriate training to cope with the stress (Stickle & Kelly, 2016).  

Occupational stress was examined in professional fields such as hospitals and 

health care settings (Mosadeghrad, 2014; Pisaniello et al., 2012). Mosadeghrad (2014) 

aimed to recognize occupational stress among members of the healthcare profession in 

Iran and investigated the negative effects of occupational stress on the professionals’ 

well-being and health. The study revealed three findings that contributed to the 

understanding of occupational stress in healthcare settings: (a) extreme levels of 

occupational stress were positively correlated with physical, mental, and psychological 

health problems; (b) identified factors that contributed to occupational stress included 

salary dissatisfaction, heavy workload, lack of administrative support, staff shortage, and 

inequality at work; and (c) there was a strong relationship between high levels of 

occupational stress and increased turnover rate (Mosadeghrad, 2014).  
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The adverse effect caused by occupational stress on employees also results in an 

unfavorable outcome for the organization (Mosadeghrad, 2014). Other researchers such 

as Duke et al. (2010) and Hoppe (2011) investigated occupational stress in blue-collar 

jobs. Researchers (i.e., Kim & Lambie, 2018; Mahfouz, 2020; McCormick & Barnett, 

2011) investigated occupational stress in the field of education to determine the cause of 

the various stressors. Occupational stress in education will be further examined in a 

subsequent section of this literature review. In addition to looking at occupational stress, 

researchers also examined organizational commitment to determine an employee’s 

commitment to the organization. 

Organizational Commitment 

Organizational commitment is a term defined as an employee’s perspective and 

loyalty to the organization (Akdemir & Tükel, 2019). An employee’s organizational 

commitment is identified by way of their “thoughts, feelings, attitude, and behaviors 

without any financial expectations” (Güney & Ayranci, 2011, p. 367). According to 

Akdemir and Tükel (2019), the three dimensions of organizational commitment are 

compliance, identification, and internalization. Compliance is based on incentives such as 

salary, promotion, power, and prestige. Identification takes place when the employee’s 

point of view and behavior coincide with the organization’s core values and beliefs. 

Internalization occurs when employees’ values align with the organizational values. The 

effectiveness and growth of an organization are dependent on its management and staff 

(Akdemir & Tükel, 2019). The success of an organization is based on the employees’ 

organizational commitment and job satisfaction (Güney & Ayranci, 2011). 
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An employee’s organizational commitment is based on their identity with the 

organization through their attitude and behaviors without expecting any financial rewards 

(Güney & Ayranci, 2011). In contrast, an employee’s job satisfaction is the employee’s 

attitude about their job. Güney and Ayranci (2011) explored attitudes related to job 

satisfaction and organizational commitment among 246 top managers in the private and 

public sectors in Turkey. The Organizational Commitment Scale developed by Balay 

(2000) is a scale of 27 items with five Likert-type scales and is used as a data collection 

instrument to measure a person’s organizational commitment level. The scale has three 

subdimensions that follow Akdemir and Tükel’s (2019) three dimensions of 

organizational commitment: compliance, identification, and internalization. Güney and 

Ayranci’s study results showed top managers in private organizations had higher job 

satisfaction than the public organization. However, there was no significance in 

organizational commitment between private and public organization (Güney & Ayranci, 

2011). 

Furthermore, results indicated job satisfaction has a significant relationship with 

organizational commitment (Güney & Ayranci, 2011). Thus, it is important to ensure 

employees are satisfied with their job because job satisfaction leads to organizational 

commitment and increases the quality of the organization (Güney & Ayranci, 2011). An 

employee’s level of commitment is dependent on many variables. One variable that 

strongly affects an employee’s commitment is burnout (Akdemir & Tükel, 2019; Habib, 

2020).  
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Burnout 

Burnout was first described in the educational literature by Herbert J. 

Freudenberger, a psychologist and psychotherapist, in 1974. Freudenberger (1974) 

identified common symptoms of burnout including: adverse negative changes in attitudes 

and behavior; poor decision making; decline in physiological states; changes in 

emotional, mental, and psychological health; and decline in occupational motivation. 

According to Maslach et al. (2001), burnout is a prolonged response to chronic emotional 

and interpersonal stressors on the job, and is defined by the three dimensions of 

exhaustion, cynicism, and inefficacy. Exhaustion leads to becoming emotionally and 

cognitively detached from one’s work to cope with the work overload (Maslach et al., 

2001). Maslach et al. described cynicism or depersonalization component of burnout 

characterized as “a negative, callous, or excessively detached response to various aspects 

of the job” (p. 399). Inefficacy is a decline in one’s feelings about their abilities and 

accomplishments in their work (Aydoğmuş & Tükel, 2019). Maslach et al. conducted a 

critical analysis of burnout over a 25-year timespan and explored the history of the 

research on burnout and its distinct phases of development. Findings indicated the 

construct of burnout is tied to an individual’s stress experience related to the work 

environment Maslach et al. concluded that burnout is a psychological syndrome in 

reaction to prolonged stress on the job. Burnout affects organizational commitment and is 

a result of occupational stress. Stress, burnout, and attrition are negative factors affecting 

educators in all educational settings. 
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Stress, Burnout, Attrition, Resilience, and Well-Being in Education 

The field of education is not immune to the consequences of occupational stress. 

School administrators, school counselors, and teachers are all impacted by stress, 

burnout, and high attrition rates. Understanding how various educational stakeholders 

experience occupational stress may help researchers and leaders implement services to 

boost resilience and foster well-being among educators and educational leaders. 

School Administrators 

School administrators experience a tremendous amount of pressure and demands 

that contribute to stress and exhaustion (Mahfouz, 2020). School administrators must 

adapt to rapidly changing environments, remain composed and positive, and work 

collaboratively with all stakeholders. Due to the various stressors, they encounter as they 

lead educational institutions, some school administrators such as principals experience 

burnout, attrition, and overall low performance (Mahfouz, 2020). In a 2020 qualitative 

study, Mahfouz investigated the various stressors that administrators in education 

experience and the strategies educational administrators used to manage stress. School 

administrators referred to in this study included principals (head school), assistant 

principals, and building-level leaders or administrators. Mahfouz utilized a qualitative 

methodology to collect data through in-depth interviews and shadowing school 

administrators. The convenience sample of 13 school administrators in one school district 

were interviewed to examine two research questions in accordance with the purpose of 

the study: (a) What are the various stressors principals experience that affect their job 

performance and their well-being? and (b) What are strategies that principals use to cope 
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with stress and how do they manage stress during their work experiences (Mahfouz, 

2020)? 

Mahfouz (2020) collected data that included 39 in-depth individual interviews and 

21 shadowing observations recorded in field notes with 13 administrators. Three 60-

minute semistructured interviews were conducted by the researcher with each participant 

over a span of 2 years (Mahfouz, 2020). Stressors experienced by administrators in the 

study included three themes: (a) stressors (work-related, relationship-related, and time-

related), (b) emotions, and (c) coping strategies. Administrators were asked about the 

coping strategies they used to address stress-management and self-care; many of the 

participants shared various methods such as exercise, time with family, and engaging in 

hobbies. Mahfouz’s findings revealed stressors experienced by school administrators do 

affect their job performance and well-being. 

School Counselors 

In other scholarly literature, Kim and Lambie (2018) reviewed 18 published 

articles on the variables and risk factors that affect school counselor burnout. Kim and 

Lambie identified school counselors’ high levels of burnout were the results of the 

following: having non-related job duties, increased caseloads, counseling in a school that 

did not meet annual yearly progress (AYP), lack of support, and having greater perceived 

level of stress. Contrastingly, school counselors experienced reduced feelings of burnout 

when they received supervision, support, received stress-coping strategies, and worked in 

schools that met AYP (Kim & Lambie, 2018). 
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Teachers 

Teachers play a critical role in creating a learning environment that optimizes 

intellectual growth and social-emotional development for all students. Increasing 

demands in the profession have negatively impacted teachers’ health and well-being and 

their ability to cope with these factors (Rupprecht et al., 2017; Vicente de Vara & Gabari, 

2019), and thus, have affected the quality of classroom instruction (Rupprecht et al., 

2017). Researchers (Embse et al., 2019; Hanson, 2013; McCormick & Barnett, 2011; 

Reiser & McCarthy, 2018; Schussler et al., 2018) investigated contributing factors such 

as students’ misbehavior, increased workload and responsibilities, and lack of parental 

and administrative support that led to increase levels of stress in. Stress and burnout in 

teachers are correlated with teachers’ well-being (Fisher, 2011; Hanson, 2013; Herman et 

al., 2018). Fisher (2011) noted the most significant contributing factor to teacher stress is 

the personality type “A.” Type A individuals are high-achieving and ambitious. They 

tend to be more stressed. Fisher also noted that elementary teachers tend to be more 

stressed than secondary teachers. 

Hanson (2013) addressed the need to find ways to increase teachers’ well-being 

due to the increased levels of stress. Stress factors identified in Hanson’s study included 

increased work responsibilities, a student’s behavior, and a lack of parental and 

administrative support. Teachers’ turnover rates are linked to these same stress factors. 

Increased teacher self-efficacy is important in reducing teachers’ attrition rates. Self-

reflecting strategies help teachers cope with stressors and provide tools to better manage 

the classroom, meet the demands of the workload, and attain personal goals (Hanson, 

2013).  
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Teacher Stress 

Very few trainings offered to teachers focus on presenting the tools and resources 

needed to reduce stress or self-regulate emotions (Hepburn & McMahon, 2017). Stress 

can have overwhelming effects on a person’s overall well-being, including an 

intertwining with their career life through interactions with coworkers, job contentment, 

and employment opportunities. If occupational stress is not controlled nor managed, 

passionate and experienced teachers may leave the profession. Hepburn and McMahon 

(2017) conducted a mixed-methods case study to investigate levels of stress in teachers 

using a 5-week pranayama meditation (yoga breathing) training as a form of intervention. 

The meditation training incorporated a 60-minute class once a week utilizing breathing 

and awareness techniques (Hepburn & McMahon, 2017). 

Hepburn and McMahon (2017) introduced the quantitative Perceived Stress Scale 

to participants as pre and postassessments. Participants also completed a qualitative 

weekly reflection journal and participated in structured interviews that were conducted at 

the end of the training. Participants expressed the desire to have techniques and strategies 

to manage stress to achieve work-life balance. As a result of the intervention, all the 

participants in the study had an overall decrease in their perceived stress scores. 

According to Hepburn and McMahon, teachers benefited from the program by their 

increased recognition and comprehension of different methods to manage stress, 

meditation, and techniques to add to routines already in place. The intervention posed 

many benefits for the teacher participants. Teachers applied the training they received in 

their classrooms with noticeable results. Personal benefits included teachers’ increased 

awareness of their own breathing and feelings of stress, which translated into better 
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management of their stress levels. Professional benefits included the ability to incorporate 

yoga breathing techniques in the classroom, which led to better classroom management; 

physical and stress relief as a result of breathing practices and meditation; and increased 

motivation to continue meditation as a precautionary measure as a result of a reduction in 

physical pain and a better understanding of personal stress levels. Teachers were more 

skillful in dealing with challenges and felt more in charge of events in their lives and thus 

were able to acknowledge their views of stress (Hepburn & McMahon, 2017). 

Stress that is not managed over a long period may lead to cognitive, emotional, 

and behavioral challenges (Tamilselvi & Sethurajan, 2013). According to Hepburn and 

McMahon (2017), pranayama meditation (yoga breathing) uses similar breathing 

techniques as in mindfulness-based interventions. A need to find an effective solution to 

reduce stress in teachers led to a study by Tamilselvi and Sethurajan (2013) which 

incorporated a scientifically proven strategy in the form of yoga. Tamilselvi and 

Sethurajan explored yoga’s effects on teachers’ “adjustment problems” (p. 44), which 

included family, emotional, social, and health concerns. After 48 days of yoga, 

comparison of the pre and postintervention assessments showed a significant reduction in 

stress among teacher participants. Tamilselvi and Sethurajan concluded yoga is an 

effective technique in reducing teachers’ stress and improves physical health. 

Teachers’ Psychological Well-Being 

Researchers such as Herman et al. (2018) and Vicente de Vara and Gabari (2019) 

investigated how stress, burnout, and increased teacher turnover are interlinked and 

impact individual psychological well-being. Due to the importance of teachers having 

healthy psychological well-being to fulfill their professional demands, school 
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administrators and scholars have sought to identify factors related to stress and to develop 

strategies or programs to empower teachers to better manage these stressors (Fisher, 

2011; Hanson, 2013; Herman et al., 2018). A study conducted in Turkey during the 

2014–2015 academic year explored the relationship between psychological capital and 

stress, anxiety, burnout, job satisfaction, and job involvement among 335 teachers in 27 

schools (Demir, 2018). The study was designed to identify how psychological capital can 

develop long-term positive attitudes and emotions and decrease toxic attitudes and 

behavior. According to Demir (2018), psychological capital can be defined as an 

individual’s positive psychological state of development and consists of four themes that 

can be measured: hope, optimism, resilience, and self-efficacy. Psychological capital 

determines teachers’ attitudes and emotions, which allows them to be better at 

communicating with colleagues and students. Improved behaviors transfer to help 

teachers develop positive attitudes. Demir used six quantitative measuring tools to collect 

data on psychological capital, stress, anxiety, burnout, job satisfaction, and job 

involvement. Findings showed that as teachers’ psychological capital increases, their 

level of stress decreases (Demir, 2018). 

Stress affects teachers’ well-being and performance capabilities (Asaloei et al., 

2020). Asaloei et al. (2020) studied the impact of stress on elementary teachers’ 

performance levels. Findings in the study revealed a significant negative correlation 

between work-related stress and teachers’ performance (Asaloei et al., 2020). 

Psychological capital has a positive impact on teachers’ job involvement and job 

satisfaction and inversely affects the occurrence of burnout (Demir, 2018). Based on 

Demir’s (2018) recommendations, school administrators should invest in providing 
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opportunities for teachers to develop and nurture their psychological capital to ensure 

positive job satisfaction and to reduce burnout. It is critical to support teachers in 

developing resilience so that they can manage stress and burnout (Richards et al., 2016). 

McCormick and Barnett’s (2011) findings suggested students’ misbehavior is the main 

contributing factors to teachers’ burnout. Offering an effective training program designed 

to support teachers managing classroom behavior will benefit both teachers and students 

(McCormick & Barnett, 2011). 

Teacher Burnout 

Burnout was first described in educational literature by psychologist and 

psychotherapist, Herbert J. Freudenberger, who was later described as the founding father 

of the concept, in 1974 (Heinemann & Heinemann, 2017). Freudenberger (1974) 

identified common symptoms of burnout including adverse negative changes in attitudes 

and behavior; poor decision making; decline in physiological states such as emotional, 

mental, and psychological health; and decline in occupational motivation. Mayo Clinic 

(2018) defined burnout as a state of emotional and physical exhaustion that includes a 

sense of diminishing personal accomplishment and depersonalization. According to 

Heinemann and Heinemann (2017), world-wide awareness of burnout has led to 

increasing literature over the past 40 years exploring the cause and associated factors 

related to burnout even when there has been debate in many countries on whether burnout 

is considered a mental disorder. Stress is an emotional state that occurs in daily lives but 

references to burnout are commonly associated with work-related conditions. 

Burnout is not considered a medical diagnosis, but a condition masked by other 

symptoms such as depression, according to some experts (Mayo Clinic, 2018). Burnout 
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syndrome is a modern mental health problem in society as people across the globe are 

concerned with increasing socioeconomic challenges and pressure in their daily lives, 

especially in the workplace (Heinemann & Heinemann, 2017). There are many causes of 

job burnout that relate to various factors such as lack of control, unclear expectations, 

dysfunctional work environments, inconsistent activities, lack of social support, and 

imbalance of work and personal life (Mayo Clinic, 2018). According to Mayo Clinic 

(2018), physical and psychological health is unstably involved with burnout, which may 

lead to detrimental risk factors and consequences if ignored or overlooked. Risk factors 

may include insomnia, high blood pressure, type 2 diabetes, excessive stress, irritability, 

and anger (Mayo Clinic, 2018). 

Teaching is a stressful profession and can be emotionally draining. Teaching 

situations can foster an increased level of stress that leads to burnout and some teachers 

eventually leave the profession (Fisher, 2011). Burnout occurs because of teachers’ 

inability to reduce stress and self-regulate. Fisher (2011) attempted to find the factors that 

contribute to teachers’ stress and burnout to determine specific interventions that would 

help teachers address the problem and thus reduce the number of teachers leaving the 

profession. High attrition is a result of high levels of burnout brought on by stress (Fisher, 

2011). 

McCormick and Barnett (2011) examined the ways in which teachers’ attributes 

contribute to stress and the relationship of stress with burnout. The study evaluated 416 

classroom teachers in 38 randomly selected high schools in Australia. Even though 

individuals perceive stress differently, there are basic neurocognitive mechanisms that 

occur in every individual during heightened levels of stress. McCormick and Barnett 
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concluded that occupational stress attributes correlate to negative personal performance. 

Student misconduct was found to be the key contributing occupational stress factor 

leading to teacher burnout (McCormick & Barnet, 2011). 

Burnout levels are higher with novice teachers than with experienced teachers 

even though both novice and experienced teachers incur the same levels of stress (Fisher, 

2011). For the purposes of the study, Fisher (2011) defined novice teachers as individuals 

with up to 5 years of teaching background and experienced teachers as individuals with 5 

or more years of teaching background. Findings revealed job satisfaction and years of 

experience are factors in stress levels and burnout. Stress-reducing strategies are needed 

to manage teacher stress, increase resilience, and reduce feelings of burnout that lead to 

teacher attrition (Fisher, 2011). 

Teacher Attrition 

When teachers experience a high level of burnout, they are more susceptible to 

attrition, or leaving the profession altogether. Attrition is costly to the educational system 

including individual teachers, schools, and communities, and is damaging to student 

learning (Kutsyuruba et al., 2018). The United States is facing an increasing national 

teacher shortage in the coming years (Carver-Thomas & Darling-Hammond, 2017). 

Stress and burnout affect educators’ levels of commitment to their profession and 

influence the effectiveness of the educational system (Akdemir & Tükel, 2019). In a 2020 

study, Habib examined the relationship between organizational commitments and job 

burnout among 200 randomly selected secondary school teachers. Findings showed a 

positive correlation between organizational commitment and job burnout. Habib 
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concluded that teachers who are highly committed to the profession will experience a 

higher level of job burnout due to their dedication to better the organization.  

High rates of teacher attrition results in negative implications for the school’s 

effectiveness, student achievement, and the district’s budget (Carver-Thomas & Darling-

Hammond, 2017). High attrition among teachers denies students of teachers’ knowledge 

and experience, while the school loses master educators and must rely on novice teachers 

(Burleigh, 2016). Moreover, consistent teacher turnover jeopardizes students’ trust 

because they begin to become skeptical and resist any connections to avoid feeling hurt 

or betrayed (Burleigh, 2016). 

There are many contributing factors that lead to teachers leaving the profession. 

New teachers with 1 to 5 years’ teaching experience have the highest attrition rate of all 

teachers, between 40–50% (Alliance for Excellent Education, 2014). There are many 

factors that contribute to teacher attrition. For novice teachers, factors leading to attrition 

include feelings of incompetence and not getting enough support in the first years of 

teaching (Kutsyuruba et al., 2018), low salary, student adverse behavior, lack of teacher 

input in campus-wide decisions (Alliance for Excellent Education, 2014), unfavorable 

working conditions, and burdensome policies (Kutsyuruba et al., 2018). 

A harsh reality for human resources administrators within the educational field is 

the growing challenge of teacher retention. Currently, 50% of new teachers leave the 

educational profession within their first 5 years of teaching (Webb & Norton, 2012). 

According to Glazer (2018), teaching is a short-term profession in the United States; even 

though individuals invest significant time in the field. teachers often do not stay engaged 

in the profession until retirement. Glazer investigated the attrition rate in experienced 
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teachers who left the profession before retirement. Experienced teachers discussed three 

themes that contributed to their decision to leave the profession: imposed unfavored 

curriculum, increased testing and accountability policies, and job insecurities. These 

master teachers still made the decision to leave the profession even though they had 

significantly vested their time and developed competency as a teacher (Glazer, 2018). 

Attrition is costly to all stakeholders in the educational system (Kutsyuruba et al., 

2018). According to Alliance for Excellent Education (2014), half a million U.S. teachers 

either move or change professions each year, costing the United States up to $2.2 billion 

annually. According to the projections of the U.S. Bureau of Labor Statistics (BLS), on 

average 270,000 primary and secondary school teachers will leave their profession from 

2016–2026 (Torpey, 2018). Another startling statistic identified by Torpey (2018) is that 

primary school teachers are projected to have the highest annual attrition rate annually 

from 2016–2026 with more than 100,000 primary teachers leaving the profession. 

Elementary school teachers will exit from the labor force at an average of 43,800, and 

occupational transfer will reach 54,200 (Torpey, 2018). Attrition is costly. According to 

the Learning Policy Institute (2017), urban districts spend more than $20,000 on average 

on each new hire based on the cost of recruiting, hiring, and training. 

Akdemir and Tükel (2019) researched the effects of teacher burnout on teachers’ 

level of commitment to their profession in a correlational study. One hundred seventy-

three teachers in primary and secondary schools in Turkey participated in the study. The 

results showed that the emotional exhaustion dimension of burnout played a critical part 

in organizational commitment compared to other dimensions of burnout. Akdemir and 

Tükel identified a negative, moderate, and significant correlation between teacher 
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burnout and organizational commitment. Based on Akdemir and Tükel’s findings, 

investigating the cause of emotional exhaustion in teachers and offering strategies for 

teachers to reduce burnout will ensure a better chance for schools’ effectiveness as 

teachers’ commitment to the profession will be sustained and impact students’ success. 

Due to teachers’ impactful roles in developing schools, improving the quality of 

education, and establishing school culture and climate, Aydoğmuş and Tükel (2019) 

investigated the factors that affect the association between teachers’ job burnout and 

organizational commitment. Burnout and organizational commitment are two factors that 

impact each other directly (Aydoğmuş & Tükel, 2019). One of the most important goals 

of an organization is to increase the skills of employees and strengthen their commitment 

to the organization because when employees face burnout, they will either leave the 

profession or become uninterested in the organization. Aydoğmuş and Tükel used a 

correlational research design and discovered a negative correlation in the relationship 

between teachers’ perceptions of professional burnout and their organizational 

commitment. The findings revealed an inverse relationship between teachers’ burnout 

and organizational commitment; as teachers’ perception of job burnout increased, their 

organizational commitment decreased (Aydoğmuş & Tükel, 2019). Protecting teachers’ 

organizational commitment and reducing attrition within the teaching profession involves 

attention to the factors that increase teacher resilience and improve teacher well-being. 

Resilience in Teachers 

Teachers’ quality of resilience is important to meet the demands of the roles and 

responsibilities they have that impact society. Teachers are involved in connecting with 

the community, family, and individual students. The demands on teachers continue to 
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increase as more pressure and responsibilities are put on them to ensure student learning 

(Reiser & McCarthy, 2018). Increased stress has led to teacher burnout which, in turn, 

invites adverse consequences. Burnout is associated with physiological and psychological 

health problems but also influences teacher attrition (Fisher, 2011; Hanson, 2013) and 

negatively impacts the efficiency of the education system (Lo, 2014). 

The relationship among stress, burnout, and resilience is a critical part of teachers’ 

well-being (Demir Polat & İskender, 2018; Lo, 2014; Vicente de Vara & Gabari, 2019). 

Individuals who enhance their own resilience and self-efficacy are more equipped to 

reduce stress and feelings of burnout (Lo, 2014). According to Lo (2014), school 

administrators can help support and build a resilient school climate. Administrators 

offering staff development to enhance teachers’ personal growth and development, 

provide training on coping strategies and positive thinking skills, support mentorship 

programs, and permit teachers’ participation in campus decision-making opportunities, 

will promote a positive school climate. In a further recommendation, Lo suggested policy 

makers should support teachers by taking the time to listen and respond to teachers’ 

needs. 

Teachers’ resilience is not only associated with burnout but also correlates to job 

satisfaction, organizational commitment, and perception of organizational climate (Demir 

Polat & İskender, 2018). Demir Polat and İskender (2018) investigated the relationship 

between teachers’ resilience and job satisfaction, organizational commitment, and 

perception of organizational climate. Findings revealed a significant negative relationship 

between teachers’ resilience levels and burnout. In contrast, the results revealed a 

significant positive relationship between teachers’ resilience levels and job satisfaction, 
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organizational commitment, and perception of organizational climate. The quality of 

resilience will determine whether teachers can protect themselves from, and prevent 

burnout and increase their job satisfaction, strengthen their organizational commitment, 

and promote positive organizational climate conditions. Findings also revealed there were 

no significant difference in the resilience levels of teachers by gender (Demir Polat & 

İskender, 2018). 

Vicente de Vara and Gabari (2019) confirmed that an individual’s resilience and 

personal characteristics play a role in levels of burnout and well-being. According to 

Vicente de Vara and Gabari, teaching professionals are more susceptible to burnout than 

any other profession. It is important to find interventions or training to promote and 

develop emotional competencies in teachers as emotional competencies will develop 

personal characteristics such as humor, empathy, and self-efficacy. Such characteristics 

are the factors that protect individuals against burnout and provide coping strategies to 

manage stressful conditions (Vicente de Vara & Gabari, 2019). 

Strong resilience gives the advantage of coping with and decreasing vulnerability 

to burnout. Schelvis et al. (2014) examined how resilience in an individual, team, and 

school can potentially be strengthened. Schelvis et al. proposed a more proactive 

approach that includes the use of four resilience-related theories that are critical in the 

development of building resilience: resilience engineering (anticipation); organizational 

mindfulness (monitoring); human resource management perspective on resilience 

(responding); and resilience as a social system (learning). This resilience perspective 

might be the key to strengthening resilience in teachers and help teachers prepare for and 

prevent burnout (Schelvis et al., 2014). One way to encourage resilience in teachers is to 
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introduce practices that are designed to decrease stress levels and improve physiological 

and emotional functioning. Mindfulness is a technique that is proven to reduce stress in 

individuals (Cardinal, 2020; Kabat-Zinn, 2003). 

Definition and Concepts of Mindfulness 

The operational definition of mindfulness is the intentional awareness of the 

present and being nonjudgmental of the moment (Kabat-Zinn, 2003). Practicing 

mindfulness involves breathing, relaxing the body, and clearing the mind (Kabat-Zinn, 

2003). Mindfulness in modern psychology is an approach for increasing awareness and 

contributes to mental processes (Bishop et al., 2006). According to Kabat-Zinn (2003), 

actual mindfulness practice through meditative training “activates clearing the mind, 

opening the heart, and cultivating qualities including a calm and clear mind and a 

compassionate heart” (pp. 145–146). Bishop et al. (2006) suggested a clinical operational 

definition of mindfulness consisting of two-modules of mindfulness, where the first 

component is self-regulation of attention and one’s experience in the present moment. 

The self-regulation of attention model of mindfulness starts by having “awareness to 

current experiences—observing the changing thoughts, feelings, and sensations from 

moment to moment—by regulating the focus of attention” (Bishop et al., 2006, p. 232), 

which leads to the second component of mindfulness, which is the acceptance of one’s 

experience through continual curiosity, openness, and receptivity. Mindfulness is often 

interchangeable with meditation (Kabat-Zinn, 2003). In summary, the practice of 

mindfulness involves one’s intentional awareness and focus of attention on current 

experiences through meditation. 
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History of Mindfulness 

The origin of mindfulness is rooted in meditation, developing awareness and 

attention used in Buddhism, and religious traditions in Eastern cultures many centuries 

ago (Kabat-Zinn, 2003). Mindfulness became mainstream in the United States in the 

1970s as a process of self-awareness, being present at the moment, and being 

nonjudgmental (Kabet-Zinn, 2003). The self-awareness of mindfulness practice combines 

focusing attention on current thoughts, body sensations, and emotions (Hölzel et al., 

2011b). The introduction of mindfulness in Western culture has led to increasing 

popularity and widespread practices in individuals’ personal lives and the creation of 

various forms of mindfulness training. 

Forms of Mindfulness Practice 

Global awareness of mindfulness training has made it a popular intervention that 

has evolved into many forms that are equally effective. Mindfulness training may be in 

the form of mindfulness meditation (MM; Azam et al., 2016; Hölzel et al., 2011a) or 

mindfulness-based interventions (MBI; Cullen, 2011; Kabat‐Zinn, 2003; Prowse et al., 

2013). Interventions include the mindfulness-based stress reduction (MBSR; Bergen-

Cico et al., 2013; Gold et al., 2009; Goldin & Gross, 2010; Heuman, 2014; Hölzel et al., 

2011b), mindfulness-based cognitive therapy (MBCT; Williams et al., 2008), and 

mindfulness-based relapse prevention (MBRP; Witkiewitz & Bowen, 2010). 

According to Hölzel et al. (2011b), the practice of mindfulness meditation can be 

defined as the self-regulation of attention on one’s experience of thoughts, emotions, and 

body sensation from moment to moment. Mindfulness meditation stems from centuries 

ago with Buddhist practice and philosophy and later spread to Western culture in the late 
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20th century to treat physical and mental illnesses (Shapero et al., 2018). Jon Kabat-Zinn 

(2003) introduced mindfulness meditation practice to treat chronic pain. Mindfulness is 

normally developed in formal meditation practices such as sitting meditation, walking 

meditation, or body scan meditation (Kabat-Zinn, 2003).  

Hölzel et al. (2011b) explored several components that interact together through 

mindfulness meditation and its positive effects: attention regulation, body awareness, 

emotion regulation, and change in self-perception. Azam et al. (2016) examined the 

cognitive-emotional outcomes of university students with personality traits linked with 

hypersensitivity to depression using mindfulness meditation programs. The study 

provided evidence that students with heightened self-critical traits attending a 

mindfulness meditation program benefited from the program with findings of reduction 

in depression (Azam et al., 2016). 

MBI is centered on mindfulness meditation to develop mindfulness skills 

(Shapero et al., 2018). MBI has grown in popularity in recent years and extends into 

various professions including psychologists, athletes, scientists, professors, and more 

(Cullen, 2011). Extensive research was conducted on MBI’s effectiveness on mental and 

physical health (Cullen, 2011; Prowse et al., 2013). Prowse et al. (2013) examined the 

relationship between MBI and eating disorder symptoms. Previously, MBI was 

investigated for treating disorders and behavioral issues, but few studies had linked MBI 

to the treatment of an eating disorder. Underlying conditions associated with eating 

disorders such as body image, sense of self, identity, and quality of life were also 

examined to identify MBI’s impact on the conditions. Findings in Prowse et al.’s study 

suggested MBI supports the treatment of eating disorders. MBI incorporates Eastern 
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mindfulness practices into Western cognitive-behavioral practices with two main 

interventions, MBSR and MBCT (Hofmann & Gómez, 2017). 

In MBSR and MBCT, mindfulness is just a part of the interventions, whereas 

mindfulness is the core skill taught in MBI (Hofmann & Gómez, 2017). MBSR is a group 

mindfulness meditation and relaxation program designed for stress reduction (Kabat-Zinn 

et al., 1992). MBSR traditional curriculum, developed by Kabat-Zinn in the 1980s for the 

treatment of psychological symptoms, is an 8-week structured group program, during 

which participants meet weekly for 2.5-hour group sessions in addition to one 6-hour day 

retreat, with a total of 26 hours of face-to-face time (Bergen-Cico et al., 2013). MBSR 

formal practices are mindful movement, body scan, and sitting meditation (Cullen, 2011).  

MBSR was initially developed to determine the efficacy of the training program 

in the reduction of stress, pain, and illnesses in patients (Kabat-Zinn, 2003). In a 1992 

study, Kabat-Zinn et al. investigated the effectiveness of the MBSR program in the 

treatment of 22 participants with anxiety or panic disorder. The results showed significant 

reduction in anxiety and depression after MBSR treatment among 20 of the participants. 

Kabat-Zinn et al. (1992) concluded mindfulness training programs can effectively reduce 

symptoms of anxiety and panic in patients with anxiety disorder and panic disorder. 

MBCT was originally developed by John Teasdale, Zindel Segal, and Mark 

Williams to prevent relapse of major depression (Teasdale et al., 2000). MBCT is a 

relapse prevention program incorporating awareness of thoughts, feelings, and bodily 

sensation for people with previous episodes of major depression (Williams et al., 2008). 

According to Williams et al. (2008), MBCT allows individuals to experience awareness 

and to disengage in automatic dysfunctional cognitive habits, particularly, repetitive 
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negative related-depressive thought patterns, to reduce future relapse in depression. 

MBCT integrates mindfulness intervention and cognitive therapy to reduce the relapse of 

depression (Teasdale et al., 2000). 

MBRP was implemented as an intervention in a study conducted by Witkiewitz 

and Bowen (2010) to explore its efficacy in depression with strong links to craving and 

substance abuse. Witkiewitz and Bowen examined the relationship between depressive 

symptoms, cravings, and substance use in individuals with substance use disorder. MBRP 

has shown to be a successful practice in reducing substance abuse through the use of the 

mindfulness-based practice to train an alternate response to craving while in the current 

state of depression. The results of Witkiewitz and Bowen’s research confirmed 

diminished substance use among participants postintervention thus implicating MBRP to 

impact cognitive and behavioral response to depressive symptoms. Witkiewitz and 

Bowen concluded the findings offered evidence of the importance of mindfulness 

practice as a treatment for substance abuse. 

Mindfulness components have also been integrated into therapeutic interventions 

such as dialectical behavioral therapy (DBT; Linehan, 2018) and acceptance and 

commitment therapy (ACT; Hayes & Wilson, 1994). Furthermore, mindfulness has been 

explored within the context of cognitive-behavioral therapy (CBT) for emotional 

disorders (Boswell et al., 2014). DBT was developed by Marsha Linehan (2018) for the 

treatment of individuals with borderline personality disorder. The principle of the 

treatment is a dialectic view that life is made up of conflicting forces that must be 

concurrently accepted to achieve positive change. Mindfulness is taught as a skill to help 

individuals recognize and incorporate the key dialectic, the contrast between acceptance 
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and change (Hofmann & Gómez, 2017). Mindfulness skills taught in DBT include 

mindfulness exercises integrating imagery practices, breathing exercises, and various 

tasks that incorporate mindfulness during daily activities (Hofmann & Gómez, 2017). 

Steve Hayes developed ACT as a modern approach to adult outpatient 

psychotherapy based on classic behavior analytic principles (Hayes & Wilson, 1994). 

The core concept of ACT is self-awareness, the ability to observe internal phenomena, 

without judging or changing them (Hofmann & Gómez, 2017). ACT aims to separate 

maladaptive thoughts, feelings, and sensations but still accept them as they are while 

trying to change the maladaptive behavior to improve one’s life (Hofmann & Gómez, 

2017). 

CBT was developed from two previous forms of cognitive behavioral therapy: 

rational emotive behavior therapy (REBT) developed by Albert Ellis in the 1950s, and 

cognitive therapy, developed by Aaron T. Beck in the 1960s (Mcleod, n.d.). CBT 

assumes that one’s awareness, emotions, behaviors, and physiological responses are 

interlinked together (Boden, 2020). CBT is based on the cognitive theory of 

psychopathology (Beck Institute for Cognitive Behavior Therapy, 2015). CBT is a 

researched-based effective psychotherapy in treating people with mental health problems 

(Mcleod, n.d.). 

Hofmann and Gómez (2017) compared CBT to mindfulness-based treatment. 

CBT is like mindfulness-based treatment: both treatments attempt to reduce 

psychopathological suffering through cognitive and behavioral therapeutic exercises; 

focus on thoughts, feelings, and sensation as temporary; and involve relaxation and self-

awareness. There are differences in CBT and mindfulness-based treatment which involve 
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mindfulness-based treatment’s focus on accepting whereas CBT aims at changing 

dysfunctional cognitions. CBT and mindfulness-based treatment aim to change one’s 

thoughts, feelings, and sensations to reduce maladaptive cognition, emotions, and 

behaviors (Hofmann & Gómez, 2017). There are numerous benefits associated with the 

practice of mindfulness. Mindfulness may be especially beneficial for teachers who 

experience occupational stress. 

Benefits of Mindfulness 

A large body of literature has provided findings on the benefits and efficacy of 

MBIs in treatment for clinical disorders (Bergen-Cico et al., 2013; Ohlgren, 2016; 

Prowse et al., 2013; Witkiewitz & Bowen, 2010), physical health (Roberts & Danoff-

Burg, 2010), and psychological well-being (Cardinal, 2020). MBIs are an effective 

intervention in the treatment of clinical disorders such as anxiety (Bergen-Cico et al., 

2013; Hofmann & Gómez, 2017; Kabat-Zinn et al., 1992), depression (Azam et al., 2016; 

Hofmann & Gómez, 2017; Witkiewitz & Bowen, 2010), substance abuse (Witkiewitz & 

Bowen, 2010), eating disorders (Prowse et al., 2013; Waller et al., 2012), and chronic 

pain (Smout et al., 2012). 

Recent empirical research provides supporting evidence that mindfulness 

promotes physical and psychological health (Roberts & Danoff-Burg, 2010). A study to 

examine the relationship between mindfulness and health behaviors among college 

students offered hopeful findings (Roberts & Danoff-Burg, 2010). Health behaviors 

among college students may include but are not limited to sleep disturbance, cigarette 

smoking, binge eating, lack of physical activity, and risky sexual behavior. Study 

findings indicated mindfulness effectively reduced stress, thus participants with increased 
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perceived mindfulness reported better sleep quality, engaged in less binge eating, and 

were more physically active. Stress was shown to be inversely related to mindfulness, 

suggesting that individuals reporting increases in mindfulness had decreased stress, 

which provided increased positive health perceptions and behaviors (Roberts & Danoff-

Burg, 2010).  

Bergen-Cico et al. (2013) designed a study to examine the effectiveness of a brief 

MBSR program (5 weeks/10 hours) incorporated in an academic course with 

undergraduate students. Bergen-Cico et al. compared changes in psychological health 

between brief MBSR treatment and control groups. Findings indicated students in the 

MBSR treatment compared to the control group had significant psychological health 

benefits but did not have a significant reduction in their levels of anxiety. Bergen-Cico et 

al. recommended implementing a full MBSR program (8 weeks) to assess the program’s 

effectiveness with anxiety disorder. 

Physiological Benefits 

The brain releases cortisol, also known as the stress hormone, when it is taxed. 

The parts of the brain that are impacted by cortisol are the hippocampus and the 

prefrontal cortex. Stress impedes the hippocampus, which reduces learning capacity and 

working memory. Cardinal (2020) explored the benefits of mindfulness training in 

schools, finding mindfulness training guards the developing brain against the negative 

impact of stress; therefore, students experience increased focus and attention, improved 

self-regulation, and the development of positive social skills. Cardinal stated that just as 

the brain changes due to stress so can the brain change to improve its functions with the 
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proper training and interventions such as mindfulness, which has been proven to be an 

effective method for increasing attention, focus, and overall well-being. 

Researchers (i.e., Chiesa & Serretti, 2009; Goldin & Gross, 2010; Holmes, 2019; 

Hölzel et al., 2011a) examined the impact of mindfulness practice with the advantages of 

neurological development in the brain. Mindful activities can develop brain plasticity 

leading to improved cognitive functions such as attention, working memory, long-term 

memory, and higher-level thinking, which lead to optimizing learning (Chiesa & Serretti, 

2009; Gardner & Grose, 2015; Goldin & Gross, 2010; Hölzel et al., 2011a). Practice of 

mindfulness meditation activates parts of the brain that maintain and develops awareness 

(Manuello et al., 2016).  

Benefits for Teachers 

Mindfulness practice is found to provide teachers the ability to develop self-

awareness, self-care, emotional regulation, and compassion toward students in the 

classroom (Schussler et al., 2018). Teachers who can self-regulate are able to manage 

students’ behavior effectively, defuse conflicts, and build a positive rapport with students, 

parents, and colleagues (Frank et al., 2013). However, teachers are not provided the 

necessary resources to help meet their current stressful demands and thus, many teachers 

continue leave the profession or retire. In order to retain teachers and prevent a shortage, 

policy makers, administrators, and stakeholders should have as a top priority to support 

teachers in providing training or professional development to ensure the attrition rate 

among teachers does not increase. Herman et al. (2018) argued that mindfulness 

interventions are a strategy to support teacher well-being, manage burnout, and reduce 

teacher turnover. 
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Comparative Views on Mindfulness and Neuroscience Implications 

The literature on mindfulness, neuroscience implications, and cognitive 

development is rich (Holmes, 2019; Levitan et al., 2018). According to Holmes (2019), 

mindfulness training can be advantageous to brain development, especially in the growth 

of neuropathways and learning. Scholars have examined the implications of mindfulness 

on neuroscience and brain development. Some researchers implicated mindfulness 

practice has an important contribution to neurological brain development by optimizing 

learning, wellness, and neuroplasticity (Hassed, 2016; Holmes, 2019). Neuroplasticity is 

the brain’s ability to adjust to changing events and stimuli throughout life and recover 

brain functions after trauma (Aldrich, 2013). Educational neuroscience is a new branch of 

knowledge that brings together researchers and professionals in neuroscience and 

education to examine the correlation between mind, brain, and education (Aldrich, 2013).  

The brain continues to develop and mature throughout infancy to adulthood. For 

many years’ researchers believed that once the brain reached adulthood it was matured 

and was permanently incapable of further development (Aldrich, 2013). This belief 

supported the theory of a fixed intelligent quotient (IQ); however, recent studies in the 

field of neuroplasticity revealed the contrary. Aldrich (2013) suggested the adult brain 

continues to develop new pathways (synapses) that enable learning, adapting, and 

memorizing or forgetting information. Although the brain continues to grow and develop 

neurons throughout life, the older brain loses some nerve cells (neurons) and experiences 

a reduction in the speed of processing information. Aldrich concluded the brain is a vital 

organ that plays a critical role in education. 
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Neuroscience provides awareness of how we acquire information (Holmes, 2019). 

In Holmes’s (2019) study, mindfulness practices aided in the brain’s ability to change and 

modify as a result of experiences, also known as neuroplasticity. Mindfulness activates 

neuroplasticity in certain parts of the brain such as the frontal lobe, amygdala, 

hippocampus, and the prefrontal cortex (Goldin & Gross, 2010; Hassed, 2016; Holmes, 

2019). Mindfulness may have psychological and neurological benefits for the individual. 

The frontal lobe is the area of the brain responsible for executive function and 

working memory (Hassed, 2016). The frontal lobe is activated during mindfulness. 

Mindfulness involves being aware and training the mind to pay attention now; when the 

executive function is working well, awareness and attention increase. When executive 

function skills operate well individuals are able to regulate emotions, pay attention, make 

decisions, and optimize working memory (Hassed, 2016).  

The genetic makeup of the brain plays a major role in controlling the development 

of neural connections (Holmes, 2019). Furthermore, how students are taught and the 

conditions in which learning occurs can substantially impact brain function. The limbic 

brain structure (amygdala) is part of the brain that is activated during the body’s reaction 

to stress and is correlated with the fight or flight response (Holmes, 2019).  

Brewer et al. (2011) investigated the relationship between brain activation during 

meditation practices used in mindfulness training to aid in understanding possible 

mindfulness training approaches. Brewer et al. (2011) analyzed the default-mode network 

(DMN) associated with anxiety, attention-deficit hyperactivity disorder (ADHD), 

Alzheimer’s disease, and the reduction of DMN through the application of mindfulness 

meditation training. Brain activation was assessed with functional magnetic resonance 
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imaging (MRI) at resting state and during the meditation period with meditators and 

control groups (Brewer et al., 2011). 

Brewer et al. (2011) hypothesized meditators who used three types of meditation: 

concentration, love-kindness, and choiceless awareness, would show brain activation 

patterns with a reduction of DMN and increased connectivity of the brain structure and 

DMN. Brewer et al. concluded meditators showed a decreased activation of DMN during 

meditation over the control group and meditators had greater brain activity than the 

control group. Specifically, the amygdala, part of the brain activated during times of 

intense emotions, showed a decrease in activation during love-kindness meditation 

(Brewer et al., 2011). 

Hassed (2016) investigated the application of mindfulness in education, brain 

development, and the mental health of children. Hassed discussed some important 

implementations of mindfulness-based approaches that include neuroscience. 

Neuroscience involves the structural and functional changes in the brain. The correlations 

between mindfulness-based approaches in neuroscience particularly involve the 

amygdala; by reducing the activation in the amygdala, individuals will also reduce the 

intense emotions associated with anxiety and stress (Hassed, 2016). 

The amygdala is activated when it perceives intense emotions such as fear or 

stress (Goldin & Gross, 2010). Goldin and Gross’s (2010) study found participants 

involved in MBSR program for pre and post breath-focused methods experienced a 

significant decrease in activity with the amygdala responsible for intense emotions. 

Participants also experienced a reduction in symptoms of stress and anxiety in addition to 

increasing self-esteem (Goldin & Gross, 2010). 
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Hölzel et al. (2010) used a longitudinal MRI approach to investigate the 

correlation between changes in perceived stress with differences in amygdala gray matter 

density following an 8-week MBSR intervention. A quantitative approach was used to 

measure perceived stress using the PSS. MRI images were taken at pre and 

postintervention. Participants identified in the study had a high-stress score on the PSS 

with ≥ 1 SD above the population mean in the previous month from the start of the study. 

Twenty-seven participants, 16 in the full MBSR intervention and 11 in a short version of 

MBSR, engaged in MBSR including weekly group meetings and daily mindfulness 

practices with sitting meditation and yoga at home. Other measurements taken to collect 

data included MRI images, which were taken pre and postintervention to compare 

differences in gray matter density (Hölzel et al., 2010). 

After the intervention, participants reported a decrease in perceived stress, which 

positively correlated with a decrease in the right amygdala gray matter density (Hölzel et 

al., 2010). PSS scores also showed a reduction from pre to postintervention in all 

participants involved in the MBSR intervention. The research revealed neuroplasticity is 

related to a decrease in stress levels in participants involved in MBSR, especially in the 

limbic system, which is the location of the amygdala. Furthermore, Hölzel et al. (2010) 

found that cumulative hours of MBSR during an 8-week training were positively 

correlated with stress-reducing effects on the amygdala. Interestingly, the results revealed 

only the right amygdala gray matter density was affected (Hölzel et al., 2010). 

Holmes (2019) stated when learners experience extreme stress and anxiety, they 

are not able to activate the neocortex to engage in higher-level thinking skills but instead 

are stuck in the fight or flight response of survival stage resulting in lower cognitive 
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abilities and decrease working memory capacity. Goldin and Gross (2010) investigated 

how an MBSR program showed the ability to reduce symptoms of anxiety and depression 

and enhance self-esteem through a breathing exercise. Findings demonstrated a decrease 

in negative feelings, a decrease in the emotion-related amygdala, and an increase in 

activity in the hippocampus, the region of the brain associated with attention and memory 

(Goldin & Gross, 2010). 

Researchers have begun to explore the association between mindfulness 

meditation practice and neuroplastic changes. Hölzel et al. (2011b) revealed evidence 

from an anatomical MRI study that suggested mindfulness meditation practice affected 

neuroplasticity in the hippocampus. In a similar study. Hölzel et al. (2011a) focused on 

recognizing the region of the brain that changes in relationship with an 8-week MBSR 

training. Hölzel et al. (2011a) investigated changes in brain gray matter density in the 

hippocampus of subjects who participated in MBSR course. In addition to controlling 

attention and memory, the hippocampus also regulates the amygdala. Participants in 

Hölzel et al.’s (2011a) study underwent an MRI before and after the 8-week MBSR 

program to observe changes in brain gray matter concentration. Participants engaged on 

average in 22.6 hours of body scan, yoga, and sitting meditation (Hölzel et al., 2011a). 

Analysis showed enhanced gray matter in the left hemisphere of the hippocampus in the 

post-scan compared to the pre-scan among the MBSR group. Hölzel et al.’s (2011a) 

hypothesis was confirmed that the hippocampus is more activated and increases gray 

matter density after mindfulness training. 

Chiesa and Serretti (2009) investigated the clinical and neurobiological 

advantages of mindfulness meditation (MM) when activating the prefrontal cortex (PFC) 



 

62 

and the anterior cingulate cortex (ACC) part of the brain. The PFC is associated with 

regulating emotions and behaviors. The study used an electroencephalogram (EEG) on 

participants to measure increased activity during meditation practice. When the PFC is 

activated, emotion and behaviors are regulated, and the individual makes better decisions 

(Chiesa & Serretti, 2009). 

Furthermore, neuroscience offers implications that support mindfulness training 

in brain plasticity, which has promoted rapid cognitive neuroscience research 

(Meiklejohn et al., 2012). Researchers such as Meiklejohn et al. (2012) examined the 

practice of mindfulness to promote physiological and psychological benefits through 

stress reduction and changes in brain structures that resulted in improved cognitive 

performance. Škobalj (2018) investigated the positive impact of mindfulness on cognitive 

ability and the implications for enhancing students’ learning and thus academic success. 

Škobalj examined the correlation between critical thinking and mindfulness and 

presented strategies to develop critical thinking by implementing mindfulness. Škobalj 

stated mindfulness practice has increased in popularity in education, though questions 

still arise as to what mindfulness is and how to put it into practice. 

Škobalj (2018) explored the history of developing a procedure for critical 

thinking. Škobalj reflected on a case study with a student which correlated critical 

thinking with mindfulness. Even with increasing knowledge and practice of mindfulness 

there remains resistance to and doubt about the practice. If educators want students to 

develop a higher level of critical thinking then shifting to mindfulness practice may help 

students develop reasoning and deeper thinking (Škobalj, 2018). 
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Critics of Mindfulness Practice 

Not all scholars hold a positive view about mindfulness practice and there are also 

critics of mindfulness practice. The popularity of mindfulness practice has resulted in the 

reporting of positive effects and a neglect to investigate any negative effects (Heuman, 

2014). The mindfulness trend has also led to the widespread practice in vast areas of 

settings from the monastery, big companies, and even the military, indicating that the 

mindfulness focus has become a worldly practice and fails to recognize its original 

origins in spirituality (Stone, 2014). 

Some researchers (e.g., Heuman, 2014; Stone, 2014) have expressed criticism 

toward mindfulness practice. Heuman (2014) implicated neural scientists’ and meditation 

researchers’ fear of mindfulness practices. Heuman referred to Catherine Kerr, Assistant 

Professor of Medicine and Family Medicine at Brown University, who does not have 

issues with the benefits of mindfulness practices due to her experience with its positive 

impact practicing MBSR during her 20 years battle with cancer. However, Kerr’s fear is 

the popularity of mindfulness practice reveals only the positive impact of the practice and 

does not address the negative impact, which Kerr believes will soon surface. Kerr feels a 

balance of the practice should be studied. Proper training of mindfulness practice is 

important for its efficacy or people will lose faith in the practice (Heuman, 2014). Stone 

(2014) was also concerned with the increase in popularity of mindfulness practices, 

claiming that the transformation of mindfulness into a worldly practice used in big 

organizations, even in the military, to reduce stress resulted in a loss of its spiritual 

element, which was based on practices to develop ethics and morals. 
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Stone (2014) addressed the potential hazards of mindfulness practice in cases of 

individuals with mental instability and resurfacing suppressed trauma. Very few studies 

have addressed the effects of mindfulness in participants who are trauma survivors, post-

traumatic stress disorder patients, or have mental health problems. Mindfulness should 

not be considered as a method that heals everything as personal well-being is as diverse 

individuals (Stone, 2014).  

Mindfulness in Research and Other Settings 

Regardless of critics of mindfulness practice, there is substantial literature on the 

practice of mindfulness in a variety of settings (Hölzel et al., 2011b). Literature on 

mindfulness practice involved qualitative (Harper et al., 2013), quantitative (Flook et al., 

2013), and mixed-method research (Kearney et al., 2013), clinical trials (Vohra et al., 

2018), behavioral studies (Charbonneau, 2019; Chiesa & Serretti, 2011; Moulton-Perkins 

et al., 2020), and neuroscience studies (Baker & Saari, 2017; Holmes, 2019; Hölzel et al., 

2011a, b). The broad base of research has demonstrated mindfulness practice to be an 

effective intervention. Increased awareness and popularity of mindfulness practices have 

also expanded its use in a variety of organizations and sectors such as the U.S. military 

(Rice et al., 2018; Seppälä et al., 2014), health care settings (LeVasseur et al., 2019), 

clinical settings (Vohra et al., 2018), and in education (Doss & Bloom, 2018; Gardner & 

Grose, 2015; Gold et al., 2009; Hassed, 2016; Levitan et al., 2018; Škobalj, 2018). 

Mindfulness in Education 

The practice of mindfulness with teachers has been explored in a variety of 

educational settings (Hassed, 2016; Škobalj, 2018). Studies include higher education 

(Gardner & Grose, 2015), secondary schools (Doss & Bloom, 2018; Levitan et al., 2018), 
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primary schools (Gold et al., 2009; Sokmen & Kilic, 2019), professors, administrators 

(Kearney et al., 2013), teachers (Beltman & Poulton, 2019; Embse et al., 2019; Flook et 

al., 2013), and students (Bernay et al., 2016; Haberlin, 2015; Haberlin & O’Grady, 2018). 

Mindfulness practice has been investigated in educational programs such as special 

education, gifted programs, and alternative schools (Benn et al., 2012; Kane, 2018; 

Preston & Spooner-Lane, 2019). Each educational setting has unique challenges and 

stressors. Mindfulness practices in teaching impact the teacher-student relationship and 

have a direct effect on students. Teachers who practiced mindfulness saw an increase in 

their ability to regulate emotions and increase well-being, which translated to a higher 

quality of instruction and an increase in students’ academic performance (Herman et al., 

2018; Kearney et al., 2013; Rupprecht et al., 2017; Stephanou & Oikonomou, 2018). 

More specifically, mindfulness practice was investigated in relationship to 

teachers’ perceived levels of stress and feelings of burnout (Doss & Bloom, 2018; 

Gardner & Grose, 2015; Gold et al., 2009; Hassed, 2016; Levitan et al., 2018; Škobalj, 

2018; Sokmen & Kilic, 2019). Research on mindfulness-based intervention programs for 

teachers offered awareness as a preventive and management strategy to assist teachers in 

handling stress and burnout, and developing emotional regulation (Gouda et al., 2016; 

Reiser & McCarthy, 2018; Schussler et al., 2018). The large body of literature on 

mindfulness in education offers findings on stress management, how to decrease burnout, 

and how to support emotional regulation that fosters resilience (Flook et al., 2013; Gouda 

et al., 2016; Kearney et al., 2013) in teachers. Rupprecht et al. (2017) and Stephanou and 

Oikonomou (2018) also provided findings about mindfulness programs that provide 

teachers with coping mechanisms to perform with greater competence; thus, teachers 
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have a higher quality of teaching, which impacts students’ academic performance 

(Rupprecht et al., 2017; Stephanou & Oikonomou, 2018). 

Though the acceptance of mindfulness practices in education has grown 

substantially as works of literature continue to find the benefits of a mindfulness 

intervention, caution should also be taken in accepting the fidelity of the research due to 

factors such as small sample size (Beltman & Poulton, 2019; Preston & Spooner-Lane, 

2019), non-randomization selection of participants (Gouda et al., 2016), and limited 

geographic areas of study (Gouda et al., 2016; Reiser & McCarthy, 2018; Schussler et al., 

2018). Further investigation on mindfulness-based professional development programs in 

teachers is needed to address the fidelity of program impact. Teacher stress, burnout, and 

emotional well-being is a serious concern that affects not only teachers but can directly 

impact students’ academic performance as well. Herman et al. (2018) recommended 

finding the most effective strategies to support teachers will also affect students and offer 

a substantial contribution to the community. 

Mindfulness practice is proven to positively impact psychological factors 

affecting the mental and emotional state of a person (Flook et al., 2013; Kearney et al., 

2013). Studies were conducted to explore the neurological implications of brain 

development and changes due to mindfulness practice (Chiesa & Serretti, 2009; Hölzel et 

al., 2011a, 2011b; Meiklejohn et al., 2012). Studies on mindfulness interventions used in 

education to address teacher stress, burnout, and self-efficacy resulted in promising 

strategies and positive outcomes (Gouda et al., 2016; Reiser & McCarthy, 2018; 

Schussler et al., 2018). Further research also revealed mindfulness in teachers has an 
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impact on students and the teacher-student relationship (Rupprecht et al., 2017; 

Stephanou & Oikonomou, 2018). 

Many studies were conducted to investigate the best interventions or practices for 

providing teachers the necessary skills and training to cope and manage stress (Fisher, 

2011; Hanson, 2013; Hepburn & McMahon, 2017; Tamilselvi & Sethurajan, 2013). 

Beltman and Poulton (2019) and Embse et al. (2019) concluded mindfulness-based 

practice is an increasingly popular intervention that has an effective outcome for reducing 

stress in teachers. Kane (2018) explored how mindfulness impacts teachers in different 

education settings such as gifted and talented programs, and other researchers (i.e., Benn 

et al., 2012; Kane, 2018; Preston & Spooner-Lane, 2019) explored mindfulness in 

alternative schools with at-risk students and students in special education. 

Teaching Gifted and Talented Students 

In comparison, students with gifted abilities have distinctive challenges and 

stressors that affect their overall well-being (Kane, 2018). According to the National 

Association for Gifted Children (n.d.-b), gifted students have unique traits and abilities at 

higher levels than their peers of the same age, experience, and environment in one or 

more domains. Based on these unique characteristics including perfectionism, emotional 

intensity, social inadequacy, and heightened sensitivity, gifted individuals have a higher 

level of stress (Haberlin, 2015). These characteristics in addition to advanced learning 

abilities can produce extreme stress and a decline in emotional health for gifted students 

and their teachers who are charged with meeting the demands of their academic and 

emotional development. Kane (2018) examined mindfulness practices as a strategy to 

address daily internal and external stressors that teachers and gifted students face daily. 
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Kane postulated that mindfulness is an instrument that supports cognitive and social-

emotional development in teachers and gifted students. 

Teaching in Alternative Schools 

Teachers have critical roles in developing students’ academic growth and 

fostering their social-emotional needs. Preston and Spooner-Lane (2019) investigated the 

teachers’ level of stress and ability to manage emotional well-being in an alternative 

school. Alternative schools referred to schools with students who were at risk of dropping 

out of the traditional school system. The case study was conducted to research the effects 

of a 6-week mindfulness program on teachers’ stress levels and the program’s efficacy in 

regulating emotions among Australian teachers at metropolitan alternative schools 

(Preston & Spooner-Lane, 2019). The mixed-methods study incorporated quantitative 

self-report questionnaires using Likert-type scales and qualitative semi-structured 

interview responses and journal reflections. Preston and Spooner-Lane hypothesized 

professional development programs for teachers that emphasize regulating emotions 

would help teachers manage stress and alleviate symptoms of burnout. Furthermore, 

Preston and Spooner-Lane postulated teachers in alternative schools would benefit from 

the mindfulness program due to the unique variables contributing to stress and burnout at 

alternative schools compared to the traditional school environment. 

Participants engaged in the mindfulness program benefited both in the ability to 

regulate emotions and develop mindfulness in concurrence with reducing stress and 

levels of emotional fatigue (Preston & Spooner-Lane, 2019). Surprisingly, the study 

revealed mindfulness benefits associated with teachers’ social-emotional well-being in 

their personal lives as well as in their professional lives (Preston & Spooner-Lane, 2019). 
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Teaching Special Education Students 

Teachers must learn to manage and cope with a range of emotional and 

psychological levels of stress in an increasingly demanding field. The teaching profession 

also requires teachers to be adaptable to many roles and responsibilities to meet the 

demands of 21st-century students. The NECS (n.d.) indicated in 2019–2020, the number 

of students ages 3–21 who received special education services under the Individuals with 

Disabilities Education Act (IDEA) was 7.3 million. “Among students receiving special 

education services, the most common category of disability (33%) was specific learning 

disabilities” (NCES, n.d., para. 1). Teaching students with development challenges has its 

unique struggles and social-emotional difficulties. Research has expanded to investigate 

mindfulness training for teachers working with students with diverse cognitive and 

behavioral differences (Benn et al., 2012; Kane, 2018; Preston & Spooner-Lane, 2019). 

Parents and special educators have a critical role in providing quality education 

and social-emotional support to children with physical challenges and learning 

disabilities. Parents and teachers with special needs students have additional unique 

responsibilities to ensure students’ developmental challenges are identified and high-

quality student engagement in the learning process is met. These imperatives can 

compound teachers’ and parents’ stress and affect their well-being (Benn et al., 2012). 

Policies and laws are in place to ensure services are provided for each child with a 

disability based on the child’s individual needs. According to IDEA (2004), a student 

with a cognitive or physical disability, visual or hearing impairment, or intense emotional 

behavior will qualify to receive special education services. Special education teachers 

face unique challenges when ensuring that students with disabilities have the proper 
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academic level and can have their developmental needs met (Benn et al., 2012). Parents 

or caregivers with children with disabilities face struggles that contribute to high levels of 

stress throughout their children’s lives. Benn et al. (2012) conducted a mixed-methods 

study to investigate the efficacy of a mindfulness training (MT) intervention to reduce 

stress and develop well-being in parents and teachers of children with developmental 

differences. The findings affirmed MT as a successful strategy to reduce stress and foster 

well-being in parents and teachers, resulting in long-term positive impact even after the 

study (Benn et al., 2012).  

Keenan-Mount et al. (2016) posed the question whether mindfulness-based 

techniques benefit caregivers such as parents and teachers of students with autism 

spectrum disorder (ASD). Keenan-Mount et al. investigated MBIs for lowering stress and 

promoting appropriate behaviors in students with ASD, their parents, and teachers. The 

review of nine research studies indicated MBIs have a positive impact under three main 

themes: a) mindfulness training was effective in ASD students, (b) parents of ASD 

students reported improvement in health and well-being after mindfulness training, and 

(c) mindfulness improved the parent-child relationship (Keenan-Mount et al., 2016). 

Keenan-Mount et al. (2016) also identified studies showing the positive impact of 

mindfulness practice to help special education teachers in the reduction of stress and 

improvement of self-efficacy. 

Sharp Donahoo et al.’s (2017) quasi-experimental pilot study consisted of 27 

teachers and professional staff working in a special education setting. Three 

measurements were used in the study: (a) a pre and postsurvey of demographic questions, 

(b) the PSS, and (c) the Professional Quality of Life (ProQOL) scale. The instruments 
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were used to evaluate the effects of stress and compassion fatigue based on these 

components: frequent engagement in prayer and mindfulness, group involvement with 

prayer and mindfulness, text reminders to engage in prayer and mindfulness, and 

comparison of the implementation of prayer with mindfulness versus prayer alone or 

mindfulness alone. Participants engaged in a workshop on stress, mindfulness, and 

prayer, which also included compassion satisfaction and social support. Findings 

indicated that prayer and mindfulness may lower stress and compassion fatigue. Data 

collected in the study suggested participants who reported the highest levels of 

mindfulness application and prayer had lower PSS posttest scores and higher compassion 

satisfaction scores within the ProQOL scale (Sharp Donahoo et al., 2017). 

Mindfulness in Teachers 

Research exploring how integrating mindful practices to support teachers in 

managing stress, reducing burnout, and developing healthy well-being resulted in 

promising strategies and positive outcomes (Broderick et al., 2018; Eva & Thayer, 2016; 

Gouda et al., 2016; Reiser & McCarthy, 2018; Schussler et al., 2018). Eva and Thayer 

(2016) focused on MBSR as an effective tool for stress management for teachers. The 

research explored MBSR, provided research-based evidence of its effectiveness, and 

offered mindfulness resource tools and practical use for teachers so they can manage 

stress at work and develop personal well-being (Eva & Thayer, 2016). MBSR was first 

developed by Kabat-Zinn in the late 1970s and was originally designed to help patients 

manage chronic pain during an 8-week long program (Kabat-Zinn, 2003). According to 

Eva and Thayer, the medical and mental health field has been aware of MBSR and its 

benefits but only recently has the technique become popular in education. 
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Teachers who engage in mindfulness practice experience positive outcomes 

related to emotional well-being and resilience to stress (Eva & Thayer, 2016; Kane, 2018; 

Preston & Spooner-Lane, 2019; Schussler et al., 2018; Zimmerman, 2018). Teachers’ 

awareness levels and mindfulness practice are important for effectively impacting 

students (Gouda et al., 2016; Keenan-Mount et al., 2016; Rupprecht et al., 2017; 

Stephanou & Oikonomou, 2018). Frank et al. (2013) examined the effectiveness of 

mindfulness interventions for reducing stress and improving wellness in 36 high school 

educators engaged in an 8-week MBSR program. Educators participating in MBSR had 

an increase in self-awareness, empathy, and being mindful compared to the control group 

(Frank et al., 2013). Flook et al. (2013) conducted a randomized controlled pilot study 

incorporating the modified MBSR (mMBSR) with teachers. Flook et al. hypothesized the 

mMBSR intervention would decrease burnout, increase teachers’ well-being, and 

improve classroom performance. Flook et al. further addressed offering teachers’ tools to 

develop resilience and argued that stress may reduce burnout, which is a continuous 

challenge. Eighteen teachers were randomly selected from four public elementary schools 

in a medium-sized midwestern city. Ten teachers were randomly assigned to the 

intervention group and the remaining eight teachers became the control group (Flook et 

al., 2013). 

The pilot study revealed both groups showed improvement in the mindfulness 

training (Flook et al., 2013). However, the intervention group showed dramatic 

improvement in several areas including decreases in psychological symptoms, an 

increase in mindfulness and self-compassion, and a decrease in burnout, whereas the 

control group showed no significant differences over time. The results supported the 
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hypothesis of mMBSR as an effective practice in teachers (Flook et al., 2013). Flook et 

al., (2013) findings indicated the mMBSR course resulted in a successful intervention for 

the teacher experimental group in the reduction of stress and increase in self-compassion 

compared to the control group. Schussler et al. (2018) conducted a case study on 

elementary teachers who participated in a mindfulness-based intervention, Cultivating 

Awareness and Resilience in Education (CARE). Teachers developed resilience and 

combined with self-efficacy, were able to respond to their students with more compassion 

after the intervention (Schussler et al., 2018). 

In a recent study, Reiser and McCarthy (2018) examined teachers’ levels of stress 

based on factors such as student misconduct, workload, and time management. Reiser 

and McCarthy further emphasized the importance of finding interventions to address job-

related stress, job satisfaction, and mindfulness. Teachers in the stress prevention and 

mindfulness (SPAM) intervention group were expected to show effective preventative 

measures and possess coping strategies for job-related stress; teachers who did not 

participate in SPAM were expected to demonstrate lower effective preventative measures 

and coping strategies than the intervention group. Findings revealed teachers who 

participated in the SPAM intervention had a greater increase in self-awareness 

mindfulness and, therefore, saw a reduction in stress. In contrast, the comparison group 

did not show higher mindfulness scores (Reiser & McCarthy, 2018). 

MBSR was also used in a study Reiser et al. (2016) conducted on teachers at 

public charter schools. The SPAM group was designed to offer both education and 

support to seven teacher participants in managing and preventing stress through training 

in mindfulness techniques. A small sample size of seven males and females ages 22–39 
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were selected to participate in the pilot SPAM group in 60-minute sessions for 6 weeks 

led by three leaders. A quantitative pre and postintervention survey and exit survey were 

given to teachers to collect data. Three measurement tools included the Classroom 

Appraisal of Resources Demands (CARD) to measure teachers’ demands and resources 

in the class; the Job Satisfaction scale to test school climate, salary, and working 

conditions; and the Five Facet Mindfulness Questionnaire Short Form (FFMQ-SF) to 

measure the five areas of mindfulness in teachers. Results indicated positive job 

satisfaction in teachers based on the Job Satisfaction Scale and the Observe scale portion 

of the FFMQ-SF but ratings from the CARD showed no changes in classroom demands 

and resources. Reiser et al. recommended further research to investigate the mixed 

findings due to the study challenges faced in conducting the study. 

Schussler et al. (2018) examined the impact of mindfulness intervention related to 

teachers’ ability to develop resilience to stress using the Cultivating Awareness and 

Resilience in Education (CARE). According to Schussler and colleagues burnout in 

teachers is related to chronic stress attributed to personal traits and environmental factors. 

These environmental factors may include unsupportive administrators, negative school 

climate, classroom behavioral issues, and poor team relationships. Mindfulness-based 

professional development programs such as CARE empower teachers to manage their 

stress levels and overall health by offering training in mindful awareness, mental skills 

instructions, and feelings of sympathy (Schussler et al., 2018).  

Gouda et al. (2016) addressed students’ and teachers’ inability to express 

creativity, exploration, and personal growth due to current increasing demands within the 

context of schools. Due to these pressures, Gouda et al. conducted a mixed-methods 
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study to examine the use of the MBSR technique on students and teachers. Gouda et al. 

hypothesized students and teachers engaged in MBSR would have an increase in mental 

health, well-being, and creativity compared to the control group. Results indicated 

significant increases in teachers’ mindfulness levels, a positive impact on emotional 

regulation, and a reduction in anxiety. Findings related to students also revealed 

improvement in stress reduction, improved self-regulation, and self-efficacy. The study’s 

hypothesis was confirmed that an MBSR strategy has a significant impact on stress 

reduction and participant self-regulation (Gouda et al., 2016).  

Broderick et al. (2018) explored effective applications of mindfulness strategies 

or curricula in and outside the walls of the classroom. The study integrated the Teaching 

Mindfulness in Education Observation Scale (TMEOS) as a measuring tool. The mixed-

methods study incorporated qualitative and quantitative measures to assess the quality of 

mindfulness training and its validity and reliability. Three public high school health 

teachers from two suburban northeast states in the United States were selected in a 

randomized control trial to participate in the Learning to BREATHE (L2B) mindfulness-

based program. The three teachers were videotaped training L2B programs to 11th-grade 

students over 2 years. Broderick et al. concluded TMEOS was an effective measuring 

tool to assess quantitative and qualitative components of mindfulness training.  

Teachers have critical roles in society. The demands and increasing 

responsibilities in the teaching profession have led to stress, burnout, and high attrition in 

the field. Researchers (i.e., Beltman & Poulton, 2019; Embse et al., 2019; Stephanou & 

Oikonomou, 2018) investigated mindfulness practice with its increasing application and 



 

76 

effective impact on teachers’ well-being, teaching competency, and students’ 

performance within the school context. 

Beltman and Poulton (2019) investigated effective strategies to reduce stress and 

burnout as well as maintain healthy well-being in teachers. Participating teachers selected 

in Beltman and Poulton’s study were from six different countries: Australia, Spain, Great 

Britain, Greece, Portugal and the United States of America. Participants were engaged in 

a BriTE online professional learning module tool to collect data on the top strategy 

teachers used to manage elevated emotions. Qualitative data analysis revealed the three 

most selected strategies used by teacher participants to manage elevated emotions 

included breathing, relaxation techniques, and self-reflection, which are all strategies 

incorporated in mindfulness programs. The study proposed techniques similar to 

mindfulness practice used by teachers to promote the reduction in stress and heightened 

well-being (Beltman & Poulton, 2019).  

Due to the detrimental ramification of teachers’ elevated levels of stress leading to 

burnout, it is important to assess the best treatments that offer successful results related to 

a reduction in stress and that foster well-being in teachers (Embse et al., 2019). 

According to Embse et al. (2019), there is a vast mixture of methods used to address 

these emotional factors. Embse et al. conducted a systematic evaluation of different types 

and developing interventions used to examine the most effective outcome in reducing 

teachers’ stress and burnout. The research was focused on three main ideas: (a) published 

scholarly writings that identified types of stress interventions for teachers, (b) types of 

measurements used to examine intervention results, and (c) interventions that have been 

effective in lowering teacher stress. Embse et al. identified four main types of stress 
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interventions used in the research literature: knowledge-based intervention (KBI), 

cognitive-behavioral intervention (CBI), behavioral intervention (BI), and MBI.  

KBI includes information on nutrition, exercise, and relaxation but did not include 

behavioral practice (Embse et al., 2019). The findings in three works of literature using 

KBI revealed participants had medium effect sizes in stress reduction. CBI incorporated 

cognitive-behavioral techniques (cognitive challenge, developed new skills, and practice) 

and behavioral practice (yoga, meditation, and exercise). Eight studies using CBI 

revealed effect sizes ranging from very small to large (Embse et al., 2019).  

BI involves behavioral regulation with relaxation and meditation practices to 

reduce stress. The results from five studies using BI techniques concluded BI is a reliable 

component of stress treatment using meditation and behavioral techniques. Studies using 

BI produced large effect size in stress reduction. MBI used in eight kinds of literature 

included six different mindfulness methods incorporating attention and emotional 

regulation during signs of stress. Results varied from small to moderate effect size 

pretreatment to posttreatment; one study indicated a large effect size from pretreatment to 

posttreatment. Research within the past decade has revealed MBI type to be the recent 

trend in stress interventions but no data have concluded that mindfulness strategies are 

more effective than other stress intervention types in reducing the experience of stress 

(Embse et al., 2019).  

Mindfulness and Teacher-Student Relationships 

Teachers’ professional competence, knowledge of content, and psychological 

well-being play an important role in students’ academic success. Stephanou and 

Oikonomou (2018) examined the importance of the teacher-student relationship in 
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impacting students’ performance. Teachers’ self-efficacy is important because it 

positively correlates with teachers’ psychological well-being; teachers’ psychological 

well-being has an impact on students’ academic outcomes (Herman et al., 2018). 

According to Herman et al. (2018), teachers with high levels of stress, high burnout, and 

low coping class had poorest student performance. Supporting teachers’ well-being also 

supports the student’s academic outcomes. Thus, teachers’ emotional well-being impacts 

their work-related responsibilities and affects teachers’ outcomes such as health (Gouda 

et al., 2016), improves the quality of instructions and, therefore, increases student 

achievement (Rupprecht et al., 2017). 

In a 2017 study, Rupprecht et al. explored whether mindfulness interventions such 

as MBSR increase teachers’ self-regulation skills and, in return, improve instructional 

quality. According to Rupprecht et al., teachers must have the competence to maintain 

their health and perform their professional duties. Participants engaged in MBSR 

interventions exhibited healthy awareness due to better self-regulation and revealed 

increased mindful attitudes compared to the control group. Interestingly, teachers trained 

in MBSR demonstrated a higher quality of instructions based on students’ ratings 

(Rupprecht et al., 2017).  

Kearney et al. (2013) examined how principal mindfulness in high performing 

schools in the state of Texas impacts student success. Kearney et al. examined the 

correlations between principal mindfulness and student performance. The purposeful 

sampling strategies used in the study selected principals in the top 10% of 149 schools 

based on mindfulness scores and principals selected to be most mindful by their staff. 

Participants represented multiple grade levels of schools; all types of communities: rural, 
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suburban, and urban; and all levels of socioeconomic status in the southwest areas of 

Texas. Quantitative findings revealed a correlation between principal mindfulness and 

student success (Kearney et al., 2013).  

Gardner and Grose (2015) presented mindfulness practice, its benefits in the 

context of education, and a description of educational staff’s encounter with mindfulness. 

Gardner and Grose listed psychological, physical, and social benefits founded within a 

few weeks of mindfulness practice. In education, the use of mindfulness practice 

provided benefits not only in teaching but demonstrated a cognitive and behavioral 

impact in the classroom as well (Gardner & Grose, 2015). 

Meiklejohn et al. (2012) reviewed three peer-reviewed articles integrating 

mindfulness training in K–12 education in teacher training and teaching students by 

reviewing the technique, practice, and efficacy of mindfulness. The articles on 

mindfulness-based teacher training programs suggested teachers practicing mindfulness 

had an increased sense of well-being, improved teaching performance, better classroom 

management, and maintained teacher-student rapport. According to Meiklejohn et al., the 

studies supported mindfulness training for teachers based on the need for teachers to 

access cost-effective resources to help in promoting emotional and behavioral well-being.  

Distance Learning Through Online Delivery 

The COVID-19 pandemic changed the way education, organizations, and 

businesses traditionally operate by shifting toward a more remote methodology for the 

safety and welfare of employees and staff. The use of video communication technology 

for training, meetings, and courses has become the norm in many settings. During the 

onset of the COVID-19 pandemic, the educational format shifted to an entirely online 
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learning environment (Unger & Meiran, 2020). By mid-March 2020, school closures due 

to the pandemic forced the education system to quickly change from traditional brick and 

mortar education methods to an alternative distance online learning method (Haverback, 

2020). This forced teachers to utilize online platforms and web-based curriculum during a 

time of heightened precaution and social distancing (Gültekin et al., 2020).  

Some common teaching strategies involve students working on computers or 

devices. During the COVID-19 pandemic online learning and distance learning replaced 

face-to-face instruction. There are some differences between online and distance learning. 

According to Stauffer (2020), the learning style is dependent on the location, interaction, 

and intention. The location for online learning (sometimes called eLearning) means that 

students can be together in the classroom with an instructor while working through their 

digital lessons and assessments. In distance learning, students work online at home while 

the teacher assigns work and checks in digitally. The interaction component for online 

learning involves in-person interaction between the teacher and students on a regular 

basis. This is because online learning is used as a blended learning technique along with 

other teaching strategies. Distance learning includes no in-person interaction between 

teachers and students. Digital forms of communication such as messaging apps, video 

calls, discussion boards, and school’s learning management system (LMS) are heavily 

relied upon in online learning environments. The intention for online learning is that it is 

designed to be used in combination with a variety of other in-person teaching methods. 

Online learning is a supplemental way of mixing things up in the classroom to provide a 

variety of learning opportunities for students. Distance learning is a method for delivering 

instruction solely online, not as a variation in teaching style (Stauffer, 2020). 



 

81 

According to Lueken et al. (2015), distance learning has become an essential part 

of K–12 education in the United States and has potential growth in all levels of the 

education system. Distance education is provided in a variety of ways; online schools are 

one mode of delivery. Lueken et al. distinguished between two types of distance 

education categorized into online school versus virtual school. Online or cyber schools 

provide all the curriculum online for students and do not have any in person, face-to-face 

instruction in a building or facility. This is what Stauffer (2020) called distance learning. 

Virtual school provides curriculum online in a supplemental manner. Stauffer (2020) 

would label this type of instruction as online learning. 

Lueken et al. (2015) examined the impact of online schools on students’ learning 

compared to traditional public K–12 schools across the state. The study compared growth 

in math and literacy learning on state standardized tests annually from 2010 to 2012. 

Results of the study showed online school students had a negative transition effect 

compared to traditional public-school students during the first year, which may imply 

students need to adjust to learning in a different environment, learning the use of new 

technology, and adapting to a new format. Conversely, during the second year, the online 

school students’ growth improved compared to the traditional school students. Evidence 

from Lueken et al.’s study showed improvement in the online students’ learning over 

time in comparison to the traditional public K–12 students. Lueken et al. suggested 

giving online learners more time to adjust to the new learning environment before 

evaluating its impact. Adjustments to the use of technology, shifts in learning mode for 

learners, and mastery of the use of online platforms could be the reason for the need to 
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implement online learning for a longer period in order for success to occur (Lueken et al., 

2015). 

Online Delivery of Mindfulness Practices 

Researchers (Messer et al., 2015; Mrazek et al., 2019; Singh et al., 2017) have 

investigated online delivery of mindfulness in education. A 2015 study by Messer et al. 

explored online delivery of mindfulness and its effects on stress, coping, and mindfulness 

in university students. The study results showed university student participants in the 

online delivery of mindfulness treatment had reduced stress, improved coping, and a 

greater increase in mindfulness than the control participants (Messer et al., 2015).  

One study investigated the practicality of telehealth training of teachers to teach 

mindfulness-based practice with students identified with aggressive behavior and 

intellectual and developmental disabilities (Singh et al., 2017). The study used a 

mindfulness-based procedure known as Soles of the Feet (SoF) for self-managing the 

challenging behaviors in students (Singh et al., 2017). Findings in the study indicated 

telehealth technology was successful in teaching the teachers how to personally use SoF 

and then teach the procedure to their students in a face-to-face school setting. Teachers 

were also able to teach their students to use the procedure in their daily lives. The results 

of the behavioral outcomes showed physical aggression was effectively reduced to zero 

frequency during the last 5 weeks of mindfulness intervention and verbal aggression was 

reduced to near-zero frequency by the end of the mindfulness intervention (Singh et al., 

2017). The study’s findings suggest telehealth distance learning is an effective training 

method to use for teacher learning and teaching the mindfulness-based procedure to 

students to address their aversive behaviors (Singh et al., 2017). 
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Mrazek et al. (2019) conducted a study to explore the feasibility of digital 

mindfulness-based intervention (d-MBI) in high school students. The study utilized a 

mindfulness-based attention digital course training for 22 days to train students to focus. 

The results supported the feasibility of d-MBI in high school settings and influenced 

student outcomes, which included the ability to focus more, be more motivated, and have 

greater confidence (Mrazek et al., 2019). 

Summary 

The review of literature covered the topics of stress, mindfulness, and online 

learning. Chapter 2 included an in-depth overview of the definition and history of 

mindfulness along with related research. Each topic was specifically related to teachers. 

Many researchers recommended further investigation of mindfulness practice in teachers 

and its effectiveness in addressing teacher stress, burnout, and well-being in order to 

support teachers and ultimately promote positive student outcomes (Reiser & McCarthy, 

2018; Rupprecht et al., 2017; Schussler et al., 2018). However, few researchers have 

explored the effectiveness of an online delivery of mindfulness in teachers to improve 

mindfulness, reduce stress, and increase self-efficacy. Online delivery of mindfulness 

practice may be a promising intervention to support teachers in improving their 

mindfulness, coping with stress, and increasing their well-being and self-efficacy. 

Chapter 3 contains a description of the methodology of the study including research 

design, participant selection, research questions, instrumentation, data collection, data 

analysis, and debriefing procedures.  
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CHAPTER III 

Methodology 

Context of the Study 

Teacher well-being is important for teachers but is also critical for students 

because teacher well-being impacts the quality of teaching, relationships with students 

and, ultimately, student achievement. A need to support teachers in managing stress and 

promoting well-being is a pressing concern for administrators and researchers. 

Administrators should explore options that are cost-effective and implement impactful 

strategies to address teacher well-being (Gouda et al., 2016). Mindfulness interventions 

have provided promising strategies and positive outcomes for addressing teacher stress, 

burnout, and self-efficacy (Beltman & Poulton, 2019; Embse et al., 2019; Eva & Thayer, 

2016; Kane, 2018; Preston & Spooner-Lane, 2019; Reiser & McCarthy, 2018; Schussler 

et al., 2018; Zimmerman, 2018). The COVID-19 pandemic forced society to social 

distance and/or remain at home; because of these consequences, online and virtual 

schools have become an essential part of K–12 education in the United States (Lueken et 

al., 2015). 

The purpose of this mixed-methods case study was to investigate teacher 

perceptions of delivery of mindfulness practice to address teachers’ mindfulness 

awareness, reduction of stress, and improvement of self-efficacy after an 8-week delivery 

of mindfulness practice. For the purpose of this study, the term experienced participant 

refers to teachers who had a previous experience with delivery of mindfulness practice 

using the online delivery of mindfulness during the 2020–2021 school year. The delivery 

of mindfulness practice has been offered to teachers in this school district since 2019. 
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This chapter will include the research design, participant selection, research questions, 

instrumentation, and data collection procedures, which will be shared in detail. 

Additionally, information on data analysis and the debriefing procedures will be 

presented. 

Before the start of the research, the researcher completed a CITI program course 

and received a certificate (see Appendix A) to include with the Institutional Review 

Board (IRB) application for permission to begin research. An approval letter from the 

university IRB committee (see Appendix B) and an approval from the school district 

research committee (see Appendix C) were obtained before the start of the research. 

Research Design 

The researcher used a mixed-methods case study design for this study. Mixed 

methods research is used when the researcher desires to understand a phenomenon more 

fully than is possible using only one design (Mills & Gay, 2019). “A mixed methods case 

study design is a type of mixed methods study in which the quantitative and qualitative 

data collection, results, and integration are used to provide in-depth evidence for a case(s) 

or develop cases for comparative analysis” (Creswell & Plano Clarke, 2018, p. 116). 

Each of the variables, teacher perceptions of mindfulness, stress, and self-efficacy were 

measured with quantitative methods using three questionnaires after 8 weeks of 

mindfulness practice. A statistical hypothesis test, a one-sample t-test, was used in the 

study to determine whether an unknown population means was different from a specific 

value. 

Creswell and Poth (2018) indicated that qualitative research is used to offer 

follow-up explanations to quantitative findings. The qualitative portion of the study 
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provided the researcher detailed understanding of the perspectives of teachers who utilize 

delivery of mindfulness strategies in their work. A small focus group was conducted after 

the completion of the survey. Situational and contextual cues including demand 

characteristics were considered when addressing the subjects’ responses during the 

recorded ZOOM focus group interview. This study was a case study in which a group, 

teachers, in a district employed at a campus in Southeast Texas were purposefully 

selected to participate as the subject. A case study is a qualitative approach to explore a 

real-life situation through data collection (Creswell & Poth, 2018). 

Context and Setting 

The campus selected in the research was based on the engagement of the online 

delivery of mindfulness practice 2020–2021 school year and who would continue to 

participate in mindfulness practice program during the 2021–2022 school year. The 

district has implemented online delivery of mindfulness-based practices since 2019. The 

researcher received assistance from the district administrator for the identification process 

of the campus that was considered for the study.  

Once a campus was identified for the study, the researcher contacted the campus 

principal via email to request a phone conference. Once permission was received, the 

researcher conducted a phone conference with the campus principal to introduce the 

researcher and share information about the research. The researcher requested assistance 

from campus principal to recruit teachers for the study by sending out a campus-wide 

email. Teacher consent forms (see Appendix D) were sent electronically via email by the 

campus principal. Additionally, the researcher’s phone conference with the principal 

included preliminary questions to get background information about the campus’s use of 
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delivery of mindfulness prior to the onset of the research study (see Appendix E). The 

purpose of the meeting was to give the researcher background information on the 

following: 

1. To determine the number of teacher staff on campus. 

2. To determine the number of years the campus has engaged in online delivery of 

mindfulness.  

3. To determine the frequency of engagement of the teachers participating in online 

delivery of mindfulness.  

4. To determine the accessibility of the online delivery of mindfulness, whether the 

teachers engage in the program during school hours or on their own time.  

The campus selected to participate in the research was a junior high school for 6th 

grade students in Southeast Texas. The campus principal provided the following 

information based on the Principal Information Questions via email: 

1. How many teachers are on your campus?  
34 “teachers” 
 

2. How long have the campus been participating in the online delivery of 
Mindfulness-based practices?  
2 years 
 

3. How often are the staff engaged in the online delivery of Mindfulness-
based practices?  
We have Good Vibes … each day at 1:55-2:00 PM (this includes 
preparation- we begin playing the Jeopardy theme song to alert students 
and staff. The PRMS Math Teacher, is the one who performs the 
mindfulness activity. She collects her lessons from books, Headspace, etc. 
It is put together and we work to establish student needs at the time to 
determine what the focal point of the day’s mindfulness. 
 

4. Are the staff using the online delivery of Mindfulness-based practices 
during school hours with students in the classroom or for personal 
practice?  
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We do it daily in school. Some teachers have informed me they do it 
personally. I do it personally each day as a personal practice, but exact 
numbers I am unsure (Principal, personal communication, December 13, 
2021). 
 

A recruitment letter/flyer was sent out to staff by the selected campus principal 

via email which contained information about the research (see Appendix F). The 

information included the research topic and participant engagement requirements during 

the study. Teachers had 3 weeks to return consent forms. The campus principal emailed 

the letter to potential participants, which included a link to SurveyMonkey for access to 

the survey. The survey began with the consent form. Once the participants selected “yes” 

to consent to engage in the survey, they proceeded with the SurveyMonkey questionnaire, 

which included the selected instruments for measuring perceived stress, self-efficacy, and 

mindfulness. The researcher received permission letters via email for the use of the PSS 

(see Appendix G) and the Teacher Sense of Efficacy Scale-Short Form (TSES-SF; see 

Appendix H). The Five Facet Mindfulness Questionnaire is a well-known questionnaire 

used in academia research and permission is offered universally for use in research. Three 

questionnaires were compiled into one survey: the PSS (see Appendix I), the TSES-SF 

(see Appendix J), and the FFMQ-SF (see Appendix K). Once participants completed the 

survey consisting of the three questionnaires, teachers answered demographic questions 

(see Appendix L). Participants had the opportunity to engage in a focus group via ZOOM 

with the researcher after submission of the Survey Monkey survey.  

Demographics of the Students, Teachers, and Staff 

 The demographic information of the students, teachers, and staff on the campus 

included the following: the school has a gifted & talented (GT) program that consists of 

19% of the student population. The student population consists of 25.8% economically 
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disadvantaged, 7.3% special education, and 4% limited English proficiency (LEP). The 

student body demographics consist of 22.1% African American, 29.4% Hispanic, 9.9% 

Asian, 35.3% White, and 3.3% Other. Years of teaching experience on this campus  

include: 20+ years (28%), 10–20 years (32%), 6–10 years (28%), and 1–5 years (12%). 

The staff of the campus includes 18% males and 82% females. 

Participants of the Study  

Participants in this research study were certified teachers at a suburban public 

school in Southeast Texas. Participants were teachers who participated in a district-wide 

online delivery of mindfulness via a free program called Headspace during the school 

year 2020–2021 and who were employed in the district during the 2021–2022 school 

year. A nonrandom convenience sample was used in the research. Participation in the 

research was voluntary. Participants were not compensated. Only teachers with signed 

consent forms were eligible to participate in the study. Participants were informed that 

their participation was voluntary, and they could decline to participate at any time. There 

were 12 participants engaged in the online survey via SurveyMonkey. Participants who 

completed the SurveyMonkey were asked to participate in a small focus group. Six 

participants engaged in the small focus group one week after the completion of the online 

surveys. During the focus group session, participants were identified by code numbers to 

preserve anonymity. 

Participants in Surveys 

The participants in the quantitative study were 12 teachers. Participants were 

asked a series of demographic questions at the beginning of the survey (see Appendix L). 

The self-identified racial/ethnic background of the full sample of 12 teachers were 10 
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White, non-Hispanic background; 1 Black, Hispanic/Latino/Spanish origin; and 1 

nonHispanic/Other origin. There were nine females and three males who completed the 

quantitative survey. The age range of the participants was 20–50+ years-old. One 

participant was 20–30 years-old; one participant was 31–40 years-old; eight participants 

were 41–50 years-old; and two participants were age 50 +. Participants’ number of years 

teaching included: 1–5 years teaching (n = 1), 6–15 years teaching (n = 4), and 16+ years 

teaching (n = 7).  

Participants in Focus Group 

The qualitative focus group participants were from a larger group who had 

completed the quantitative survey. All teachers who completed the quantitative survey 

were invited to participate in the small focus group by indicating their willingness to 

participate via email to the researcher (see Appendix M). A 30-minute small focus group 

session via ZOOM at a specific date and time convenient for all participants was 

scheduled. A ZOOM link was sent out to participants prior to the focus group session 

(see Appendix N). There was a total of six participants in the focus group conducted via 

ZOOM. The six participants were all female teachers. The self-identified racial/ethnic 

background of the sample of six teachers was  White, non-Hispanic background  (n = 5) 

and Black/Hispanic/Latino/Spanish origin (n = 1). The age range of the participants 

included one participant who was 20–30 years old; one participant who was 31–40 years 

old; three participants who were age 41–50; and one participant who was age 50+. 

Participants’ number of years teaching included 1–5 years teaching (n = 1); 6–10 years 

teaching (n = 2); 11–15 years teaching (n = 1); and 16+ years teaching (n = 2_. 

Volunteers were represented in the study by participant numbers to protect the 
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confidentiality and anonymity of each participant. Teachers in the focus group consisted 

of middle school teachers in reading, art, special education, math, and social studies. The 

focus group session was recorded, transcribed, and coded according to themes. All 

participants were given a copy of the transcribed focus group to review, ensuring 

accuracy of the transcriptions. During the process of the focus group session, the 

researcher discovered the teacher participants were engaged in mindfulness intervention 

via intercom once a day. One of the participants in the focus group delivers mindfulness 

once a day over the intercom. Teachers and students stop what they are doing for about 5 

minutes a day in the afternoon around 1:55 pm -2:00 pm to engage in the mindfulness 

practice. The following research questions were modified to only address the delivery of 

mindfulness but not the online delivery of mindfulness. 

Research Questions 

RQ1. What are teachers’ perceptions of mindfulness after delivery of mindfulness 

practice?  

RQ2. What are teachers’ perceptions of stress after delivery of mindfulness 

practice?  

RQ3. What are teachers’ perceptions of self-efficacy after delivery of mindfulness 

practice?  

Instrumentation 

The instruments for this mixed-methods case study consisted of three well-known 

published questionnaires combined into one online survey via SurveyMonkey: the PSS, 

TSES-SF, and FFMQ-SF. The survey was given to participants via online delivery in 

SurveyMonkey. The survey was given immediately after an 8-week online delivery of 
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mindfulness training study in Fall 2021. Each instrument is described in the following 

paragraphs. 

Five-Facet Mindfulness Questionnaire (FFMQ) 

The FFMQ was published by Baer et al. in 2006. The 39-item FFMQ was 

researched by Bohlmeijer et al. (2011) to establish a short form with validity and 

reliability. As a result of factor analysis, 15 items were deleted from the original form 

resulting in a 24-item short form. The FFMQ-SF with a 24-item question Likert scale 

survey measures the effects of mindfulness training on the mindful facets of observing, 

describing, and acting with awareness, nonjudging, and nonreactivity. Chowdhury (2020) 

described the five factors that this test measures: 

1. Observation 

Observation entails the ways we use our sensory awareness. It involves how 

we see, feel, and perceive the internal and external world around us and select 

the stimuli that require our attention and focus. 

2. Description 

The statements evaluating descriptive qualities study the way we label our 

experiences and express them in words to ourselves and others. 

3. Mindful actions 

Mindfulness is closely related to self-awareness and calculated actions. This 

facet of the test studies the movements we choose after attending to the 

information present at the moment. It delves deep into whether we can act out 

of quick judgment and get out of the autopilot mode before responding to a 

situation. 

4. Nonjudgmental inner experience 

Nonjudgmental experience is tied in with not letting the inner critic take a toll 

on our happiness and positive state of mind. It calls for self-acceptance and 

unconditional empathy for oneself and others. 

5. Nonreactivity 

This aspect refers to active detachment from negative thoughts and emotions 

so that we can accept their existence and choose not to react to them. Non-

reactivity makes way for emotional resilience and restores mental balance.  

(“What Does the FFMQ Measure?,” para. 7–11) 

Reliability of the FFMQ was assessed with Cronbach’s alpha coefficients 

(Bohlmeijer et al., 2011). Values greater than .70 were considered acceptable for research 

https://positivepsychology.com/present-moment/
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purposes (Cicchetti, 1994). Alpha coefficients ranged from .73 to .91 for all five facets of 

the FFMQ. Bohlmeijer et al. (2011) examined the total facet scores of the FFMQ-SF and 

found the instrument to be highly correlated with the original version. Bohlemeijer et al. 

found content validity with appropriate psychometric properties in the short form. 

Bohlmeijer et al. determined FFMQ-SF has validity and reliability. The reliability of the 

FFMQ-SF in the current study was determined with Cronbach’s alpha. 

Perceived Stress Scale (PSS) 

The PSS (Cohen et al., 1983) is a 10-question Likert scale survey designed to 

measure perceptions of general stress including how “unpredictable, uncontrollable, and 

overloaded participants feel their life is, rather than content-specific stressors or causes of 

stress” (Cohen, 1994, para. 1). The survey has both validity and reliability. It is suggested 

to use the scale as a dependent variable to measure people’s ability to cope with stress 

(Cohen et al., 1983). The alpha coefficient for the 10-item PSS is .72, demonstrating 

reliability (Cohen et al., 1983). The reliability of the PSS in this study was determined 

with Cronbach’s alpha. A letter of permission for the use of the survey was obtained from 

the American Sociological Association. 

Teacher Self-Efficacy Survey-Short Form (TSES-SF) 

The TSES-SF (Tschannen-Moran & Hoy, 2007) is a 12-question Likert scale 

survey designed to measure teachers’ beliefs in their ability to impact student 

engagement, instructional practices, and classroom management. Construct validity was 

shown for the survey when it was correlated with other personal teaching efficacy 

measures (Tschannen-Moran & Hoy, 2001). The reliability for the short form was .90 

(Tschannen-Moran & Hoy, 2001). The TSES was further examined in 2007 and was 
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shown to be consistently reliable (Tschannen-Moran & Hoy, 2007). The reliability of the 

TSES-SF in this study was determined with Cronbach’s alpha. A letter of permission for 

use of Tschannen-Moran the survey was obtained from Dr. Tschannen-Moran. 

Data Collection 

This section outlines the procedures used to collect data in this research. Upon 

approval to conduct the research study by the researcher’s Houston Baptist University 

doctoral chair, committee members, the university’s IRB, and school district’s Research 

department, the study was conducted during the fall semester of the 2021–2022 school 

year. The participant consent form was included at the front of the SurveyMonkey 

survey. Only participants who marked “Yes” to engage in the research were allowed to 

proceed to the survey.  

Predata Collection Procedures 

The researcher completed CITI program training on human subjects’ research. 

Instrumentation was chosen to measure the variables of the study: the FFMS-SF, PSS, 

and TSES-SF. The FFMS-SF is universally available to be used and published in research 

conducted by master’s and doctoral candidates. The researcher obtained permission from 

the American Sociological Association for the use of PSS on April 2, 2021. The 

researcher obtained permission to use and publish the TSES on March 5, 2021, from Dr. 

Tschannen-Moran, Professor of Educational Leadership of the William & Mary College 

of Education. The three instruments were combined into one survey in SurveyMonkey 

for participant use. 

Prior to the study, the researcher collaborated with the Director of Student 

Services at the selected district to identify a suitable campus for the study. A campus was 
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identified that met the criteria of practicing online delivery of mindfulness for 2020–2021 

school year and continued mindfulness practice for 2021–2022. The researcher contacted 

the campus principal via email after 8 weeks of district-led mindfulness training. The 

researcher asked the campus principal questions via email to get background information 

about the campus’ use of mindfulness practice and teacher staffing. The researcher asked 

the principal to send out an email/flyer to the staff containing information about the 

study.  

A nonrandom convenience sampling of teachers in a public suburban school in 

southeast Texas was used to recruit participants for this study. Selection of this campus 

was based on their engagement of the online delivery of mindfulness practice in 2020–

2021 and continued participation in the mindfulness program in 2021–2022. After the 

researcher received approval from Houston Baptist University’s IRB and the school 

district, the researcher contacted the principal to send out an electronic invitation letter to 

teacher staff on campus. Teachers were recruited via email. The email introduced the 

study, its purpose, and included an invitation to participate with a link to the study via 

SurveyMonkey.  

At the beginning of the SurveyMonkey survey, teachers were asked to complete 

the “Consent to Take Part in a Human Research Study” form in order to continue 

participation. Only teachers who marked “yes” consenting to be in the study proceeded to 

the three questionnaires. Teachers were prompted to electronically complete three, brief, 

well-known published questionnaires for use in the study: the 24-item FFMQ-SF; the 10-

item PSS; and the 12-item TSES-SF. Demographic questions were asked at the end of the 

survey. The study used a nonrandom convenience sample of volunteer teachers. Only 
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teachers with signed consent forms participated in the study. Ten participants completed 

the online SurveyMonkey questionnaires. Survey data were collected electronically using 

SurveyMonkey. Participants had a window of 3 weeks to complete the survey.  

There were low numbers of participants within the 3-weeks window. The 

researcher sent a follow-up email to solicit more participants and extended the deadline 

by an extra week. A total of 12 teachers participated in the SurveyMonkey questionnaire. 

Based on the demographics data provided by the participants, the researcher explored and 

compared participants who had more or less than 16 years of teaching experiences 

regarding their perception of mindfulness, stress, and self-efficacy after mindfulness 

training.  

Participants who submitted the survey had an opportunity to volunteer to 

participate in a virtual focus group following survey data collection, which was 

conducted by the researcher through ZOOM. An invitation to the focus group letter was 

included after the completion of all three questionnaires in SurveyMonkey. Participants 

were asked to email the researcher of their interest to participate in a focus group. Not all 

participants engaged in the focus group session; however, six of the 10 participants 

expressed interest in engaging in the focus group session. A total of six teachers 

participated in the focus group. The researcher emailed volunteer participants with the 

date and time of the ZOOM focus group. The originally scheduled ZOOM focus group 

had to be rescheduled due to a system-wide internet outage. The second scheduled 

ZOOM focus group was conducted as planned on December 14, 2021 at 07:30 AM. The 

researcher read the focus group instructions to the participants in the ZOOM meeting (see 

Appendix O). There were five questions asked in the focus group (see Appendix P).  
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Postdata Quantitative Data Collection Procedures 

Quantitative data was collected from all participants via SurveyMonkey. 

Participants were asked to complete all three questionnaires after 8 weeks of mindfulness 

practice in September 2021. Participants were given a 3-week timeframe to complete all 

three questionnaires in SurveyMonkey. A follow-up reminder email was sent to 

prospective participants after 1 week. The FFMQ-SF is a 24-item Likert scale survey that 

measures the effects of mindfulness training on the mindful facets of observing, 

describing, and acting with awareness; nonjudging, and nonreactivity. The PSS is a 10-

item Likert scale that measures subjective stress perception across 20 items and four 

dimensions (worries, tension, joy, and demands) that target both generic stressors and 

stress reactions. The TSES-SF is a 12-item survey designed to measure teachers’ beliefs 

in their ability to impact student engagement, instructional practices, and classroom 

management.  

Postdata Qualitative Data Collection Procedures 

Qualitative data were collected through a virtual focus group via ZOOM. Once 

participants complete the three questionnaires, they were invited to volunteer to engage in 

a focus group virtually via Zoom. Before the focus group session, the researcher emailed 

the volunteers to give a brief overview of the research, reminded participants the focus 

group was voluntary, emphasized all information in the focus group discussion would be 

kept confidential, and scheduled a time to conduct the focus group. The researcher started 

the focus group with an introduction of the research and the researcher. The researcher 

reminded participants the session would be recorded, and all information kept 

confidential. The focus group was conducted using open-ended questions. The focus 
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group was audio recorded through the Zoom application and transcribed by Otter.ai. The 

transcription software shows captions for live speakers and generates written 

transcription of speeches for analysis. No identifying information was included in the 

transcription. Participants’ responses were assigned a participant number. Information 

from the focus group was collected in a separate database. These data are stored as 

directed by HBU research retention policy.  

Data Analysis 

The participants’ survey data were collected using SurveyMonkey. The data were 

organized in a Microsoft Excel spreadsheet and imported for statistical analysis into IBM 

SPSS version 28.0.1.0. The data collected were analyzed to answer the research 

questions. Three research questions were tested for statistical differences in perceptions 

of mindfulness, stress, and teacher self-efficacy immediately following an 8-week online 

delivery of mindfulness practice. The following research questions were addressed to 

determine whether delivery of mindfulness practice impacted teacher perceptions of 

mindfulness, stress, and self-efficacy. The research questions and associated hypotheses 

were: 

RQ1. What are teacher perceptions of mindfulness after delivery of mindfulness 

practice? 

H10. There are no differences in teacher perceptions of mindfulness after delivery 

of mindfulness.  

RQ2. What are teacher perceptions of stress after delivery of mindfulness practice? 

H20. There are no differences in teacher perceptions of mindfulness after delivery 

of mindfulness. 
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RQ3. What are teacher perceptions of self-efficacy after delivery of mindfulness 

practice? 

H30. There are no differences in teacher perceptions of self-efficacy after delivery 

of mindfulness. 

Quantitative data were collected to answer the research questions. Quantitative 

data were analyzed to determine the differences in means of delivery of mindfulness 

training on teacher perceptions of mindfulness, stress, and self-efficacy. Teachers’ 

responses to the FFMQ-SF, PSS, and TSES-SF were collected electronically via 

SurveyMonkey. A one-sample t-test was run for each research question to measure the 

differences in means between teacher perceptions of mindfulness, stress, and self-

efficacy. 

Qualitative data were used to provide the researcher detailed understanding of the 

identified problem. Creswell and Poth (2018) indicated that qualitative research is used to 

provide follow-up explanations about quantitative findings. To begin the qualitative data 

analysis, the focus group sessions were transcribed Otter.ai and edited for accuracy by the 

participants. After a review of the transcriptions, the researcher engaged in manual-open 

coding of the qualitative data. The researcher coded the data separately and compared the 

codes and themes that emerged from the focus group interviews. The qualitative data 

were analyzed and compared with the findings from the quantitative data. Participants’ 

identifying information was removed after data collection as soon as possible. All 

identifying information, including email addresses, were removed. Focus group 

participants were identified in the research by participant number. All other identifying 
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information was removed from the interview transcripts and the researcher verified the 

accuracy of the transcripts. 

Debriefing 

The principal of the campus was debriefed after the research. The researcher’s 

contact information was given on the last page of the survey in SurveyMonkey. 

Participants were thanked for their engagement in the study via email. 

Summary 

Chapter 3 provided an outline of the methodology for the mixed-methods case 

study. Participants were purposefully selected based on their participation in the delivery 

of mindfulness-based practices in 2021–2022. A nonrandom convenience sample was 

used in the research. The participants were purposefully selected based on their 

engagement in mindfulness practices at the selected school. This chapter contained the 

research questions and hypotheses. The instrumentation section of this chapter described 

the three Likert-scaled questionnaires that formed the quantitative survey for this study. 

Data collection and analysis procedures were discussed for two sources of data 

collection: (a) Likert-scale questionnaires, and (b) responses obtained in a focus group 

session through virtual meeting via ZOOM using open-ended questions. Chapter 4 will 

include the findings of the study.   
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CHAPTER IV 

Findings 

Introduction 

The purpose of this study is to examine district-led online delivery of mindfulness 

in teachers’ perceptions of mindfulness, stress, and self-efficacy at a selected public 

school in southeast Texas. Teachers exhibit the ongoing challenges of stress and burnout 

in education; therefore, providing interventions to increase teachers’ sense of personal 

efficacy and ability to manage stress may reduce burnout (Flook et al., 2013). 

Mindfulness practices have been found to be an effective intervention to help teachers 

reduce stress, increase mental health, improve emotional regulation, and promote well-

being (Gouda et al., 2016; Reiser & McCarthy, 2018; Schussler et al., 2018).  

In this chapter the researcher will provide in-depth evidence for the comparative 

analysis of the findings from the quantitative and qualitative results. The research 

questions used in the study were: 

RQ1. What are teachers’ perception of mindfulness after online delivery of 

mindfulness practice?  

RQ2. What are teachers’ perception of stress after online delivery of mindfulness 

practice?  

RQ3. What are teachers’ perception of self-efficacy after online delivery of 

mindfulness practice?  

The researcher used a mixed-methods research approach utilizing a quantitative 

and qualitative research design to answer the research questions. To gather the 

quantitative data for this study, the researcher created an online SurveyMonkey survey 
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which consisted of the participants’ consent form, Five Facet Mindfulness Questionnaire- 

Short-Form (FFMQ-SF) (Bohlmeijer et al., 2011), Perceived Stress Scale (PSS) (Cohen 

et al., 1983), Teachers’ Sense of Efficacy Scale- Short-Form (TSES-SF) (Tschannen-

Moran & Hoy, 2001), and participants’ demographic information. The qualitative portion 

of the research was gathered with a focus group and open-ended questions. All 

participants who took part in the focus group also completed the quantitative part of the 

study. Descriptive statistics include data gathered in the demographic portion of the 

online survey. 

Descriptive Statistics 

The researcher collected data through an online survey tool administered by 

SurveyMonkey. Participants were asked to provide demographic information at the end 

of the three quantitative assessments that made up the survey. Demographic data included 

age, gender, race/ethnicity, and years of experience in teaching. Participants were from 

one middle school campus in Southeast Texas. The campus only houses sixth grade 

students. A total of 12 participants completed the three questionnaire survey. Two 

participants logged in twice and created a duplicate entry. Since there were two 

participants who did not identify themselves, the researcher looked for possible 

duplications by comparing the demographic information, IP addresses, and responses. 

The researcher examined the patterns of the responses and determine there was a high 

probability that the responses were not a duplication with the identified respondents or 

between the two unidentified entries. One participant logged in and did not record any 

responses. When there were identifying duplicate entries by name, the researcher took the 

following criteria into consideration in the following order: 
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1. Entries that were more complete were taken. 

2. If an equal number of survey items were responded to, the researcher took the 

earliest chronological entry. 

3. Where possible, the additional entry was used to complete the missing item. 

Quantitative Participant Demographics 

Demographic information was collected for the 12 participants who completed the 

online survey. Figure 1 displays the participants by gender. About two-thirds of the 

sample identified as female (n = 9) and a third identified as male (n = 3).  

Figure 1 

Participants by Gender 

 

Figure 2 displays the participants by age. The age of participants varied from 20–

50+ years old, 67% (n = 8) of whom were between the ages of 41 and 50 years old. 
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Figure 2 

Participants by Age 

 

Figure 3 displays the participants by race. The majority (83.3%) of teachers 

reported their race as White (n = 10). One participant reported as Black, and one 

participant reported as Other. 

Figure 3 

Participants by Race 
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Figure 4 displays the participant by ethnicity. The majority of teachers (92%) 

reported their ethnicity as Non-Hispanic (n = 11).  

  

Figure 5 displays the participants by years of teaching experience. Years of 

teaching experience ranged from 1–16+. New teachers (1–5 years) accounted for 10% of 

the sample. More than half of the respondents (n = 7) had 16 or more years of teaching 

experience. 
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Quantitative Analysis 

A one sample t-test was run in SPSS to analyze whether participants who engaged 

in an online delivery of mindfulness showed a significant difference of the FFMQ-SF 

(Bohlmeijer et al., 2011). The FFMQ is a self-help and self-scorable measurement on the 

five aspects (or facets) of mindfulness: observing, describing, awareness, nonjudging, 

nonreactivity. The FFMQ is a mindfulness-based intervention that tests whether 

mindfulness is related to a decrease in clinical symptoms of depression, anxiety, and 

stress (Chowdhury, 2020). The short form of the FFMQ-SF was used in this study 

(Bohlmeijer et al., 2011).  

The descriptive statistics from the FFMQ-SF reflect the following means in the 

domains for observing, M = 17, SD = 4.15, was higher than the other domain means. 

More participants felt that their perception of mindfulness was mainly a reflection of how 

they observed their environment. The population mean used for the one-sample t-test for 

the observing, describing, awareness, and nonreactivity domains, was 15 while the test 

value for the nonjudging domain was 12 (see Table 1). 

Table 1 

Descriptive Statistics: FFMQ-SF 

 

n M SD Std. Error 

Describinga 12 16.16 3.12 .90 

Observinga 12 17.00 4.15 1.19 

Awarenessa 12 12.66 1.87 .54 

NonReactinga 12 13.16 3.21 .92 

NonJudgingb 12 12.58 1.56 .45 
Note. N = 12. aTest value 15; bTest value 12 

A one-sample t-test was used to measure data from the FFMQ-SF, see Table 2. 

The describing domain was not statistically significant at the specified p < .05 level, t(11) 
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= 1.292, p =.223, M = 16.16, SD = 3.12. Describing was not statistically significantly 

higher than the population test value. The observing domain was not statistically 

significant at the specified p < .05 level, t(11) = 1.667, p =.124, M = 17, SD = 4.15. 

Observing was not statistically significantly higher than the population test value. The 

awareness domain was statistically significant at the specified p < .05 level, t(11) = -

4.311, p =.001, M = 12.66, SD = 1.87. Awareness was statistically significantly lower 

than the population test value. 

The nonreactivity domain was not statistically significant at the specified p < .05 

level, t(11) = -1.976, p =.074, M = 13.16, SD = 3.21. Nonreactivity was not statistically 

significantly lower than the population test value. The nonjudging domain was not 

statistically significant at the specified p < .05 level, t(11) = 1.292, p =.223, M = 12.58, 

SD = 1.56. Nonjudging was not statistically significantly lower than the population test 

value. 

From the results obtained, it can be concluded that the population means of 

awareness (p = .001), is statistically significantly different, because p < .05. The null 

hypothesis for awareness was rejected, and the alternative hypothesis was accepted, while 

the population mean of describing, p = .223; observing, p = .124; nonreactivity, p = .074; 

and nonjudging, p = .223, are not statistically significantly different. Describing, 

observing, nonreactivity, and nonjudging did not significantly impact teachers’ 

perception of mindfulness. The null hypothesis for describing, observing, nonreactivity, 

and nonjudging was accepted and the alternative hypothesis was rejected (Table 2).  
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Table 2 

One-Sample t-Test: FFMQ-SF 

Mindfulness Domain t df two-sided p Mean Difference 

Observinga 1.667 11 0.124 2.00 

Describing 1.292 11 0.223 -0.82 

Awareness -4.311 11   0.001* -3.52 

Nonreactivity -1.976 11 0.074 -1.83 

Nonjudgingb 1.292 11 0.223  0.58 
Note. N = 12. aTest value 15; bTest value 12 

*p < .05 

A one sample t-test was run to analyze whether participants who engaged in 

online delivery of mindfulness showed a statistically significant difference than the 

midpoint of 20 using the PSS (Cohen et al., 1983). The PSS is used to determine an 

individual’s perceived level of stress (Cohen et al., 1983). Individual scores on the PSS 

can range from 0–40 with higher scores indicating higher perceived stress. Scores 

ranging from 0–13 would be considered low stress, scores ranging from 14–26 would be 

considered moderate stress, and scores ranging from 27–40 would be considered high 

perceived stress.  

A one sample t-test was run in SPSS to analyze whether participants who engaged 

in an online delivery of mindfulness showed a significant difference of the PSS (Cohen et 

al., 1983). The PSS is psychological instrument for measuring the perception of stress. 

Table 3 displays the descriptive statistics for the PSS. 

Table 3 

Descriptive Statistics: PSS 

Perceived Stress Scale N M SD 

PSS 12       21.41 2.39 

N = 12 
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The mean score, 21.41 ± 2.39 (0.69) was found to be significantly lower, t = -

8.08(11), p = .000, than the test value 27, which was the cut-off value for high perceived 

stress. Participants reported moderate stress than the population mean. The p value 

indicates the participants’ perceived stress is statistically different at the .05 level see 

Table 4. 

Table 4 

One-Sample t-Test: PSS 

PSS ta df two-sided p 
 -8.08 11 .000* 

Note. N = 12. aTest value 27 

*p < .05 

Table 5 reflects that 66% (n = 8) of the participants had a moderate stress level. 

Perceived low stress was reported by 25% (n = 3), while high stress was perceived by 

only 8.3% (n = 1) of the participants who were engaged in mindfulness practice. 

Table 5 

PSS Reported Stress Levels 

 
n % 

Low Stress 3 .25 

Moderate Stress 8 .667 

High Stress 1 .830 

The final questionnaire participants took was the TSES-SF. The data from the 

TSES-SF was run through a one sample t-test to analyze whether participants engaged in 

online delivery of mindfulness showed a significant difference than the population mean 

of 20 using the TSES-SF (Tschannen-Moran & Hoy, 2001). The TSES-SF was used to 

determine the following factors: efficacy in student engagement, efficacy in instructional 

strategies, and efficacy in classroom management (Tschannen-Moran & Hoy, 2001). The 
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efficacy in student engagement M= 28.16, SD = 4.06. The efficacy in instructional 

strategies M= 29.16, SD = 3.97. The efficacy in classroom management M= 31.00, SD = 

3.19.  All three sense of efficacy are higher than the population mean. However, teacher’s 

perceived sense of efficacy in classroom management is significantly higher than the 

population mean see Table 6. 

Table 6 

Descriptive Statistics: TSES-SF 

TSES-SF n M SD 

Efficacy in student engagement 12 28.16 4.06 

Efficacy in instructional strategies 12 29.16 3.97 

Efficacy in classroom management 12 31.00 3.19 

Note. N = 12. Test value 20 

Based on the one-sample t test, efficacy in student engagement was statistically 

significant at the specified p < .05 level, t(11) = 6.96, p =.000, M = 28.16, SD = 4.06. 

Efficacy in student engagement was statistically significantly higher than the population 

test value. Efficacy in instructional strategies was statistically significant at the specified 

p < .05 level, t(11) = 7.99, p =.000, M = 29.16, SD = 3.97. Efficacy in instructional 

strategies was statistically significantly higher than the population test value. Efficacy in 

classroom management was statistically significant at the specified p < .05 level, t(11) = 

11.94, p =.000, M = 31.00, SD = 3.19. Efficacy in classroom management was 

statistically significantly higher than the population test value. (Table 7). 
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Table 7 

One-Sample t-Test: TSES-SF 

TSES-SF t df 
two-sided 

p 

Mean 

Difference 

Efficacy in student engagement 6.96 11 .000* 8.16 

Efficacy in instructional strategies 7.99 11 .000* 9.16 

Efficacy in classroom management 11.94 11 .000* 11.00 
Note. N = 12.  

*p < .05 

All the variables are statistically significant different to how teachers perceive 

online delivery of teacher self-efficacy; however, the t value for efficacy in classroom 

management appears to be higher than the other variables. 

Qualitative Analysis 

Qualitative data collection was conducted with a focus group session. The 

recorded interview was transcribed by Otter.ai and edited for accuracy by the 

participants. After a review of the transcriptions, findings from the qualitative data 

revealed 12 themes based on participants’ responses in the focus group to answer the 

three research questions. Six teachers (N = 6) participated in the focus group session 

conducted virtually via ZOOM. An online mindfulness intervention is administered at the 

middle school campus in Southeast Texas. The whole campus practices mindfulness daily 

in the afternoon. Delivery of mindfulness happens over the intercom by a single person. 

The person conducting the mindfulness practice for the campus is also Participant 4. 

During the focus group session, Participant 4 indicated she uses 20 meditation scripts, 

which she obtained mainly from Green Child magazine. Mindfulness sessions may 

include breathing exercises, music in the background, and techniques focused on 

relaxation. Sessions include exercises with the sound of the beach as the background.  
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Qualitative Participant Demographics 

The age of participants in the focus group ranged from 20–50+ years old; three 

participants were between 41–50 years old, and there was one participant each for the 

categories 20–30, 31–40, and 50+ years old (Figure 4). 

Figure 4 

Focus Group: Age 

 

All participants in the focus group identified as female. Figure 5 displays the 

race/ethnicity of the focus group participants. One participant identified as 

Black/Hispanic. 
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Figure 5 

Focus Group: Race/Ethnicity 

 

Years of teaching experience ranged from 1–16+ years of teaching. Focus group 

participants were evenly spread with reference to years of teaching experience. Two 

teachers had 6–10 years of experience, and two seasoned teachers had 16+ years of 

experience. The other two teachers fell in the 1–5 years and 11–15 years categories 

(Figure 6). 

Figure 6 

Focus Group: Years of Teaching Experience 

 

Focus Group Session 

During the focus group session, teachers shared they did not participate in the 

traditional online delivery of mindfulness practice. Teachers participated in mindfulness 
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delivery daily for 5 minutes in the afternoon around 1:55 – 2:00 PM where a staff 

member goes on the intercom and delivers the mindfulness practices to the entire staff 

and student body while students are in the classroom. The delivery of mindfulness 

practice is synchronous with the entire campus participating all at one time, daily, over 

the intercom. After rewording RQ1 to address delivery of mindfulness, all six participants 

were able to answer RQ1. Seven major themes emerged from participants’ responses to 

the open-ended focus group session questions to answer the three research questions: 

calm, relax, awareness, reduced stress, student engagement, changes in instructional 

practice, and positive behavioral change in students.  

Research Question One 

To address RQ1, the researcher asked the following question: “What online 

delivery mindfulness practices did you find most beneficial? Why?” Three themes 

emerged: calm, relax, awareness 

Calm 

Regarding calm, three of the six participants (Participants 1, 3 5) reported a sense 

of calmness after mindfulness. Participant 1 reported a sense of calmness and clear state 

of mind after taking deep breaths. Participant 3 shared, “When she guides us to take deep 

breaths, and then roll your shoulders or roll your neck, just kind of getting a little bit of 

movement and just a calm, clear state of mind … that’s my favorite.” Participant 5 stated, 

“I find [mindfulness] most beneficial when we are transported to an element outside of 

the academic workplace. For instance, imagine you’re on a beach … or finding a 

different place mentally, that helps calm me.” 
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Relax 

Regarding feeling relaxed, Participants 1, 2, 5, and 6 reported after mindfulness 

practice they were more relaxed. Four out of six participants reported mindfulness 

allowed them to be more relaxed. Participant 2 reported she had the same feelings as 

Participants 1. Participant 1 shared, 

[When you] concentrate … starting from your head, working down to your hands 

to your toes, just recognizing … different parts of your body … you feel at that 

time. That seems to be most beneficial with me a … relaxed state.  

Participants 2 and 6 reported they had the same feelings as Participant 5, who 

stated, “[When I] imagine [I] am on a beach, I can literally see myself relax.”  Participant 

6 added, “I also enjoy visualizing the beach. It’s one of my favorite places to go to 

meditate, and to relax. For me, I enjoy that one.”  

Participant 2 shared, “Mine is a combination of both, especially like Participant 5. 

She feels like she’s out on the beach. I can feel the sun on my face or the wind in my hair. 

It’s a combination of Participants 1 and 5.” 

Participant 6 shared, “I was going to say the exact same thing as Participant 5. I 

also enjoy visualizing the beach. It’s one of my favorite places to go to meditate and to 

relax.” 

Awareness 

Regarding awareness, three out of six participants (Participants 1, 3, 6), reported 

one of the best parts of mindfulness practice is to be in a meditative state. The aim of a 

meditative state is to focus one’s attention on a single point, or to have awareness. 

Participant 1 stated mindfulness practice requires the participant to focus on different 
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parts of the body or to imagine oneself on the beach; doing so gives participants more 

awareness or a more complete meditative state. Participant 3 also reported the ability to 

be clear-minded due to taking deep breaths and practicing body movement in 

mindfulness practices. Finally, Participant 3 explained, “I enjoy it when … she guides us 

to take deep breaths, and then roll your shoulders or roll your neck, … just a calm, clear 

state of mind where I’m just not really thinking about anything. That’s my favorite.” 

Three out of the four participants who answered this question reported 

mindfulness practices allowed them to refocus or reset for the following day through 

deep breath or meditation. Participants 1, 2, and 4 reported after mindfulness practice 

they were able to refocus or reset their mindset for the next day. Participant 4 stated, 

“When we’re able to really leave our mind and you know, calm down and refocus and get 

ready for the next day,” and Participant 1 shared, “And so the whole house kind of shuts 

down. So, it’s very familiar to me. It’s nice to have it at school in the day for reset.” 

Participant 2 described mindfulness practice as an opportunity to stop and take a moment. 

She said, “On the times that we do stop to do that [mindfulness practices], which is every 

day, it reminds me to put my brakes on and just take a breath. [I] just stop and breath for 

a moment.”  

Participants 1 and 4 reported they also engage in some form of mindfulness 

practices in their personal lives. Participant 1 shared, “I’ve been trained in transcendental 

meditation, and we meditate at my house regularly. My husband meditates twice a day.” 

Participant 4 concurred, “I do it [mindfulness practices] on a daily practice. [I also do it] 

at home [with] my three children.” 



 

117 

Participant 1 reported after mindfulness practice she felt a state of mind without 

judgment/nonjudgmental. Participant 1 was the only participant to specifically mention 

the ability to be without judgment as a result of mindfulness practices. Participant 1 

shared, “When you concentrate, starting from your head, working down to your hands to 

your toes, just recognizing without judgment, different parts of your body and 

recognizing what you feel at that time that seems to be most beneficial.” 

Research Question Two 

To address RQ2, the researcher asked the following question: “Do you feel the 

online delivery of mindfulness has an impact on your stress level? In what way?” Four of 

the six focus group participants answered this question; all four reported that mindfulness 

practices have an impact on their stress levels. When mindfulness practices are done at 

school daily, participants reported they can reduce stress or stop anxiety by way of deep 

breaths, meditation, and refocusing the mind. One theme emerged from participants’ 

responses: reduce stress and anxiety.  

Reduced anxiety and stress 

Participants 1, 2, and 3 reported they had a better sense of awareness after 

mindfulness practice and thus reduce the feelings of anxiety and stress. Participant 1 

shared, 

With mindfulness you [are] taking that moment to look inward. It’s easier for me 

to see when my anxiety is elevating and … put a stop to it, … put my hands on it 

and recognize when my levels are going up. 
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Participant 2 had a similar response. She stated, “It [mindfulness practices] reminds me to 

put my brakes on and just take a breath, because I feel like I’m going 90 to nothing, 

because it’s my first year back. And so that has helped my stress level immensely.”  

Participant 3 reported, 

Yes, I noticed the difference between places that I have previously worked in my 

stress level versus here, where we are trying to check on ourselves daily. Yes, 

there’s a huge difference for me this year, as someone who is trying to be more 

mindful of … my stress levels and things I’m doing. The community around me, 

who encourages me to also work on … mindfulness and self-help. We also 

encourage each other. At the school that we’re at, it’s definitely…come as you 

are, do what you need to do to take care of you and your family first. 

One of the four participants reported mindfulness practices allowed her to sleep 

better. Participant 4 reported mindfulness practice has helped her and her children’s 

health. Participant 4 practices mindfulness at home with her children at the end of the 

day, which has allowed their whole family to sleep better. She shared, 

I’m doing my mindfulness at the end of the day, just before I go to bed. [It] just 

really helps me calm down and lets me have a really good sleep. I even do it with 

my children too, because one of them, he needs it at the end of the day, too. [It] 

really gives both of us a really good sleep at the end of the night, and our 

mornings are a lot better. 

Research Question Three 

To address RQ3, the researcher asked the following two-part questions. The 

researcher asked, “Do you feel the online delivery of mindfulness has an impact on your 
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instructional practices? In what way? Only three of the six participants answered the 

question. After mindfulness practices, teachers reported they changed their instructional 

practices to utilize mindfulness practice into their curriculum and increase student 

engagement.  

Student engagement 

Participant 4 believes mindfulness practices help students through learning how to 

take deep breaths to relax. Therefore, she has incorporated mindfulness in her 

instructional practices before students have anything major to do such as take an exam. 

She has observed if she uses this technique in her instructional practices with students 

before an exam, it allows students to be more relaxed and calmer before they start the 

exam. Participant 4 added, “Before we do an exam … I’ll have my kids do a few big deep 

breaths. I need them to wind down a bit and breathe and relax. [So, they will have] a 

mindset on whatever they’re doing at that time. Participant 5 reported that mindfulness 

has impacted her instructional practices because it allows her to be more relaxed. When 

she is more relaxed, she feels she is a better teacher. She shared that she also feels it on 

campus, comparing the campus atmosphere in the morning before the mindfulness 

practice versus in the afternoon after the mindfulness practice. Not only does she feel 

more relaxed, but she feels the whole staff is more relaxed afterwards. Participant 5 

explained, 

I just feel anytime that I am relaxed, I’m just a better teacher… And so, I just feel, 

the more relaxed and calm I am in a classroom, [I am] just a better educator…so I 

definitely think it [mindfulness] makes me a better educator. 
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Positive Behavioral Change in Students 

Regarding positive behavioral change in students, three participants (Participants 

3, 5, 6) reported they observe students showing positive behavioral change after they 

have participated in mindfulness. Three participants, Participants 4, 5, and 6, reported 

feeling relaxed after mindfulness and they observed that their students seemed to be 

relaxed as well. 

Participant 4 reported she has students take deep breaths before taking an exam. 

This allows students to reset their mind and be more focused on what they are doing at 

the time. She shared, “No matter what class they come from … they’re wound up, and I 

need them to wind down a bit and breathe and relax and put their mindset on [to do] 

whatever they’re doing at that time.” Participant 5 added, “When [mindfulness] is done 

[it] calms the kids for the most part. [Mindfulness] is a nice way to end our day … 

because at this age they [students] get really excitable towards the end of the day.” 

Participant 6 shared, “After they do the mindfulness activity, the classroom is much 

calmer. You’re not having to fight with a bunch of hustle and outbursts from the kids. 

They’re more settled. It’s easier to teach them in the afternoon.” 

Participant 6 reported that after the mindfulness practice she does not teach in the 

classroom. However, she does go to other classrooms and observes the class. She reports 

that she does see a difference in the teachers’ behavior and the students’ behavior as well. 

The teachers appear to have an easier time instructing the students because they are more 

relaxed, and the teachers are more relaxed. Participant 6 elaborated, “It’s easier to teach 

them in the afternoon when they are coming off that high of the energy of the day. So, it 
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[mindfulness practices] does help everyone relax a little bit and then finish out the day 

strong.” 

To further address RQ3, the researcher asked: “Do you feel the online delivery of 

mindfulness has an impact on your relationship with your students in your classroom? In 

what way?” Two participants responded to this question. Both participants reported 

mindfulness practices has had an impact on their relationship with their students. When 

mindfulness practices are done at school daily, participants reported they are able to build 

trust and develop compassion for their students. One theme emerged from participants’ 

responses: positive behavioral change in students.  

Positive behavioral change in students 

Two participants (Participants 5, 6) reported feeling calm after mindfulness and 

observing students to be calm as well. Participant 5 added mindfulness calms the teacher, 

other teachers, and the students in the classroom, and believes the whole campus and 

environment is also calmer as well. Participant 5 shared, 

I see a … difference between the beginning of the day… until when our 

[mindfulness]. [Mindfulness] calm the kids for the most [part]. There’s just a 

change in the building. A change of ambience in the entire building … it just 

calms down. 

As mentioned previously, Participant 6 reported she does not teach in the 

classroom after mindfulness practices is done. She observes the classrooms. She reported 

that she does see a difference in the teacher and students. They appear calm. Participant 6 

shared, “After they do the mindfulness activity, the classroom is much calmer. And it 
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seems like the instructor is calm as well. Like someone else said earlier, they’re much 

calmer.” Participant 5 added, 

I feel that I see a really large difference between the beginning of the day and then 

when [we have mindfulness]. There’s just a change in the building. It’s not just 

with teachers, but there’s just a change of ambience, in the entire building [staff 

and students] … just calm down after that. So, it’s a nice way to end our day. 

Participant 1 reports she uses other strategies to engage her students in relaxation 

along with mindfulness that have helped her build a relationship with them in the 

classroom. An activity she uses to engage her students is:  

resetting the vagus nerve by the mustache method where students put their finger 

under their nose. We use the tapping method along with instructing the students to 

roll their shoulders back, take a deep breath, and stretch. It all has an impact in 

building a relationship and trust. 

Participant 1 stated her relationship with her students has evolved into trust. “I’ve 

had a student this year that has had three panic attacks. I was the person to get her to the 

nurse or walk her to the counselor. It definitely builds trust.”  

Participant 3 reported after mindfulness there is a “calm state of mind” among the 

students in the class. There is a feeling of “nonjudgmental.” She asks the students about 

any “life updates, celebration, or good news, anything that happened last night or 

anything that she needs to know, today?” She knows the teachers care about the students 

and the students know their teachers care about them, not only academically but 

emotionally. 
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Participant 3 also reported the campus as a whole engages in “mindfulness over 

the intercom daily.” Since the staff and students collectively participate in mindfulness 

together, the campus has created a sense of community. Participant 3 explained, 

We [teachers] don’t just care about kids academically, we care about their 

emotional state. Yeah, it affects our relationship with our kids, our kids know they 

have teachers that they can go to who care about them and want to know if 

[they’re] mentally okay. 

Participant 3 shared that mindfulness interventions done on their campus provide 

benefits that allow the staff to share a bond with each other: 

At this campus, we’ve created a community where we don’t just care about kids 

academically, we care about their emotional state …You have a community of 

people who are practicing it [mindfulness] and stand behind you when you’re 

doing it. 

At the conclusion of the focus group session, the researcher asked the participants 

if there was anything else they would like to share that was not covered in the session. 

Participant 1 reported that students know when there is a day that mindfulness is not done 

at school. Students will acknowledge that it was not done and ask why it was not done 

that day. Participant 1 stated, 

If there’s a day where it’s skipped, the kids recognize it. They want to know 

what’s going on or why it’s run late. When the announcement starts coming on, 

they’re listening for it and ready for it. They like it [mindfulness practice]. 

Participant 2 reported students who have engaged in mindfulness sessions on the 

campus during their 6th grade year remember it and continue to engage in the mindful 
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activities afterwards. Participant 2 stated, “I have a seventh-grade daughter. She was here 

last year. What’s cool is that she has taken that [mindfulness practice] and used it after 

leaving this campus. It [mindfulness practice] has continued with the older kids too.” 

Four participants who answered the question reported mindfulness practices to be 

beneficial when done in school daily. Participants 1, 2, 3, and 4 stated that doing 

mindfulness practices at school on a daily basis has helped them reduce stress. Participant 

4 shared, “Oh, yes, it does [mindfulness practices reduce stress]. For sure. I do it on a 

daily practice.” Participant 1 stated, “I always like a little downtime. It’s nice to have it at 

school in the day for reset.” Participant 3 reported that mindfulness not only makes a 

difference in her stress level but also brings a sense of community among her colleagues 

since they are all participating and engaging in mindfulness practice as a whole campus. 

They all have a sense of commitment and collaboration to support each other. Participant 

3 explained, 

There’s something about being on a campus where it’s an expectation for us all to 

do some sort of mindfulness versus a place [that] isn’t practicing it. Yes, I noticed 

a difference between places that I have previously worked with my stress level 

versus here. We are trying to check on ourselves daily… we also encourage each 

other. So, at this school it’s come as you are, do what you need to do to take care 

of you and your family first. So yes, there’s a huge difference for me this year, as 

someone who is trying to be more mindful of my stress level, things I’m doing, 

and the community around me who encourages me to also work on that. [Who] 

encourages you [through] mindfulness and self-help. 
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Summary 

In summary, Chapter IV provided the results from the quantitative data gathered 

from three questionnaires and the qualitative narrative from the small focus group session 

after an 8-week mindfulness practice intervention conducted on campus daily. The 

researcher used SPSS to analyze the correlational data and understand the results of the 

analysis. A t-test using the correlation coefficient was used to determine whether there 

was a significant difference between the means of two variables. The independent 

variable was the mindfulness intervention. The dependent variables were teacher’s 

perception of mindfulness, stress, and self-efficacy.  

Three questionnaires were used in this study: FFMQ-SF (Bohlmeijer et al., 2011), 

PSS (Cohen et al., 1983), and TSES-SF (Tschannen-Moran & Hoy, 2001). Twelve 

participants completed the questionnaires via an online survey. SPSS was used to analyze 

the quantitative data. A one-sample t-test was used for analysis in all three 

questionnaires.  

The FFMQ-SF has five factors or domains: observing, describing, awareness, 

nonjudgmental, and nonreactivity (Bohlmeijer et al., 2011). For the domains observing, 

describing, awareness, and nonreactivity there was a test value of 15. For the domain 

nonjudging, there was a test value of 12. The mean for the domains observing and 

describing were above the test value 15. In these areas, participants recorded higher than 

the test value. Participants were more observing and describing in these domains after the 

mindfulness intervention than the population mean. In the domain nonreactivity, 

participants recorded slightly below the test value 15. Awareness and nonreactivity was 

statistically significantly lower than the population mean. In the domain nonjudging, 
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participants recorded slightly higher than the test value 12. Therefore, the participants’ 

nonjudging were statistically higher than the population mean. 

The PSS was used to determine the participants’ perceived level of stress (Cohen 

et al., 1983). Individual scores on the PSS can range from 0–40 with higher scores 

indicating higher perceived stress. Scores ranging from 0–13 are considered low stress, 

scores ranging from 14–26 are considered moderate stress, and scores ranging from 27–

40 are considered high perceived stress. The participants’ (n = 12) mean score, 21.41 ± 

2.39 (0.69) was found to be significantly lower, t = -8.08(11), p = .000, than the test value 

27, which was the cut-off value for high perceived stress. Participants reported moderate 

stress than the population mean. 

The TSES-SF was used to determine teachers’ perception of self-efficacy. Three 

factors, efficacy in student engagement, efficacy in instructional strategies, and efficacy 

in classroom management are indicated in the TSES-SF (Tschannen-Moran & Hoy, 

2001). The test value is 20. All three areas of TSES factors showed above the test value 

of 20, meaning that the mindfulness intervention had an impact on teachers’ perceptions 

of self-efficacy.  

A small focus group session provided the qualitative portion of the study to give 

the researcher personal insight of teachers’ perception of mindfulness, stress, and self-

efficacy after mindfulness intervention. There were six participants in the focus group 

session. All participants were females. 

Seven themes emerged from participants’ responses to the open-ended questions 

in answer to the research questions: calm, relax, awareness, reduced stress, benefits of 

mindfulness in school, changes in instructional practices, and positive behavior change 
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in students. After daily mindfulness intervention, teachers commented on the benefits of 

mindfulness practice. They stated they are more relaxed and calmer, they are more aware 

and focused, and teachers have seen students’ positive behavioral changes in the 

classroom. The description indicated teachers had more observing and describing as 

aligned with the quantitative data.  

In Chapter V the researcher will conclude the dissertation with a final 

introduction, summary of the study, discussion of the findings, implications for practice, 

recommendations for further research, and conclusion. The chapter will include examples 

of participants’ responses regarding the impact and effectiveness of a mindfulness 

intervention on teachers’ personal and professional lives. The findings revealed how daily 

mindfulness practice has impacted teachers’ perception of stress in and out of the 

classroom, teachers’ sense of self-efficacy, and teacher-student relationships in the 

classroom. 
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CHAPTER V 

Summary, Discussion, and Conclusion 

Introduction 

There has been increasing evidence of teachers’ stress and burnout in the 

profession (Flook et al., 2013). Studies have revealed a combination of teachers’ intense 

workload (Richards et al., 2016), students’ behavior (Embse et al., 2019; Gibbs & Miller, 

2013; Hanson, 2013), and a lack of colleagues’ and administrative support (Gibbs & 

Miller, 2013) have led to stress, burnout, and high attrition. Teachers’ increased levels of 

stress can lead to burnout and eventually teachers leave the profession (Fisher, 2011). 

Additionally, due to the restrictions imposed by the COVID-19 pandemic, teachers are 

experiencing increased anxiety (Bozkurt et al., 2020). Herman et al. (2018) concluded 

teachers with high stress, high burnout, and low resilience are linked with the poorest 

student outcomes.  

Researchers (Flook et al., 2013; Gouda et al., 2016; Kearney et al., 2013) 

explored using mindfulness interventions and the benefits they have on stress levels, 

burnout, and self-efficacy among teachers, administrators, and students. Mindfulness 

practices have shown to be an effective intervention for teachers in reducing stress, 

increasing mental health, regulating emotions, and fostering well-being (Gouda et al., 

2016; Reiser & McCarthy, 2018; Schussler et al., 2018). Reiser and McCarthy (2018) 

revealed mindfulness practice as a promising intervention in increasing coping techniques 

for stress and increasing self-awareness. One study revealed mindfulness interventions 

increase mental and emotional regulation leading to a decrease in stress and anxiety 

(Gouda et al., 2016). Though there have been studies indicating the benefits of 
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mindfulness practices, little training is provided to teachers that gives the tools and 

resources necessary to reduce stress or self-regulate emotions (Hepburn & McMahon, 

2017). 

Summary of the Study 

The purpose of this study was to explore teachers’ perceptions of mindfulness 

practices, stress, and self-efficacy after online delivery of a mindfulness intervention. 

Online delivery of mindfulness practices is just recently being explored in education due 

to the impact of the COVID-19 pandemic. Pinthong (2021) explored mindfulness virtual 

online courses (MVOC) in K–12 teachers and found evidence that MVOC can help 

teachers’ stress and coping skills. This study examined teachers’ perception of 

mindfulness, stress, and self-efficacy for teachers who participated in a district-led online 

delivery mindfulness practice in 2020–2021 and continued mindfulness practice in 2021–

2022. The study is significant because the United States is facing an increasing national 

teacher shortage in the coming years (Carver-Thomas & Darling-Hammond, 2017). 

Stress and burnout affect educators’ levels of commitment to their profession (Akdemir 

& Tükel, 2019). High levels of burnout can lead to teachers leaving the profession 

(Fisher, 2011). Attrition is costly to the educational system, including individual teachers, 

schools, and communities, and eventually leads to negative impact on student learning 

(Kutsyuruba et al., 2018). Stress-reducing strategies are needed to manage teacher stress, 

increase resilience, and reduce feelings of burnout that lead to teacher attrition (Fisher, 

2011). It is important to support teachers by providing effective interventions to reduce 

these negative factors.  
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This case study employed a mixed-method research design using quantitative data 

from three questionnaires and qualitative data consisting of a small focus group 

conducted using ZOOM meeting with audio and video. Transcription was created from 

these recordings using Otter.ai software. The study included teachers from a 6th grade 

campus in Southeast Texas. The participants for this study were purposefully selected 

from a single campus identified by the district administrator. This campus participated in 

the district-led online mindfulness training during the 2020–2021 school year. A case 

study was explored in this study. After an 8-week mindfulness practice on campus, the 

researcher reached out to the identified campus, with the help of the district 

administrative leader, and contacted the campus principal. Communication with the 

campus principal included getting background and demographic information on the 

campus and asking for assistance in sending out an email to teaching staff about the 

study. The principal sent out the study information and a SurveyMonkey link via email to 

all teachers. Teachers interested in volunteering to participate in the study could access 

the survey through the provided link. Participants involved 12 teachers who completed 

the quantitative portion using three questionnaires: the FFMQ-SF (Bohlmeijer et al., 

2011), the PSS (Cohen, et al., 1983), and the TSES-SF (Tschannen-Moran & Hoy, 2001). 

Out of the 12 participants, six teachers participated in the small focus group session 

conducted virtually via ZOOM. The researcher transcribed the focus group session using 

Otter.ai and the transcription was edited for accuracy by the participants. After a review 

of the transcriptions, findings from the qualitative data revealed themes that emerged to 

answer the research questions.  
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Discussion of the Findings 

A mixed-method approach for this case study was used to explore teachers’ 

perception of mindfulness, stress, and self-efficacy after online delivery of mindfulness 

practice. The study used a quantitative approach to collect data from three questionnaires: 

the FFMQ-SF (Bohlmeijer et al., 2011), the PSS (Cohen, et al., 1983), and the TSES-SF 

(Tschannen-Moran & Hoy, 2001) to answer the research questions. A qualitative 

approach was used to collect participants’ perceptions of mindfulness using a focus group 

session. The research questions and associated hypotheses were: 

RQ1. What are teacher perceptions of mindfulness after online delivery of 

mindfulness practice? 

H10. There are no differences in teacher perceptions of mindfulness after online 

delivery of mindfulness.  

RQ2. What are teacher perceptions of stress after online delivery of mindfulness 

practice? 

H20. There are no differences in teacher perceptions of mindfulness after online 

delivery of mindfulness. 

RQ3. What are teacher perceptions of self-efficacy after online delivery of 

mindfulness practice? 

H30. There are no differences in teacher perceptions of self-efficacy after online 

delivery of mindfulness. 

Research Question One 

For RQ1, quantitative data analysis was run in SPSS. Findings from the FFMQ-

SF revealed the domain awareness was statistically significant at the specified p < .05 
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level, t(11) = -4.311, p =.001, M= 12.66 , SD=1.87. Though awareness was statistically 

significant it was not meaningful. Awareness was statistically significantly lower than the 

population normal. Participants recorded lower than the test value 15. The findings from 

the quantitative data were surprising to the researcher. Based on the qualitative focus 

group, participants reported a sense of awareness during mindfulness practice. Especially 

during the mindfulness session when participants had to focus on parts of the body and 

sensations. The researcher expected the domain awareness to have a higher score above 

the population mean. 

The domains describing, observing, nonreactivity, and nonjudging were not 

statistically significant. The low sample size of participants in the study may be the factor 

that contributes to the non-significant results of the domains. Mindfulness intervention 

was conducted over the intercom for approximately five minutes. The mode of delivery 

of mindfulness and intervention time may have an impact on the teacher’s engagement in 

mindfulness to have effective results. 

The associated hypothesis for RQ1 findings revealed the null hypothesis for 

awareness can be rejected, and the alternative hypothesis can be accepted, while the null 

hypothesis for describing, observing, nonreactivity, and nonjudging can be accepted and 

the alternative hypothesis can be rejected. An in-depth meaning to the phenomenon was 

provided by participants in the focus group session. 

The qualitative research method using a small focus group session with six 

participants revealed five themes to answer RQ1: calm, relax, breath, meditative 

state/awareness, and without judgment. Awareness was one of the themes. Three of the 

six participants reported mindfulness practice allowed them to be more clear-minded and 
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aware. Particularly, they were aware of their breathing and body movement. Mindfulness 

practice that requires participants to focus on different parts of the body or imagining self 

on the beach gives participants more awareness or meditative state. A participant also 

reported the ability to have a clear-minded state by taking deep breaths and practicing 

body movement in mindfulness practices. Four of the six participants reported a feeling 

of relaxation. Three of the six participants stated they liked visualizing themselves on the 

beach. This gave them a sense of relaxation. One participant reported after mindfulness 

she felt a state of mind without judgement or being nonjudgmental.  

Three of the six participants reported mindfulness practices allowed them to be 

more aware of their feelings. Three participants reported they were able to refocus or 

reset their thoughts for the following day. Two participants reported they engage in 

mindfulness practice in their personal lives. One participant shared she and her husband 

meditate twice a day and another participant reported she engages in mindfulness with 

her children at home.  

Research Question Two 

For RQ2, the PSS was used to determine an individual’s perceived level of stress 

(Cohen et al., 1983). A one sample t-test was run in SPSS to analyze participant’s 

perceived stress level after delivery of mindfulness using the PSS. Individual scores on 

the PSS can range from 0–40 with higher scores indicating higher perceived stress. 

Scores ranging from 0–13 would be low stress, scores ranging from 14–26 would be 

moderate stress, and scores ranging from 27–40 would be high perceived stress. Findings 

from the PSS revealed teachers’ perceived stress level was statistically significantly 

lower than the population normal. The PSS mean (15.41 ± 7.5) was lower than the 
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population mean of 27. The PSS reflected 8 of the 12 (66%) participants had moderate 

stress level. Three (25%) participants reported perceived low stress. High stress was 

perceived by only one (8.3%) of the participants.  

The associated hypothesis for RQ2 findings during the focus group session 

revealed mindfulness practice had an impact on the stress level of all four participants 

who answered the question. Four out of the six participants, 67% participants, in the 

focus group answered Question 2. Participants (n = 6) in the focus group session reported 

they were able to alleviate anxiety and reduce stress by way of deep breaths, meditation, 

and clearing the mind because of daily mindfulness practices. When mindfulness 

practices are done at school daily, participants reported they can reduce stress or stop 

anxiety by way of deep breaths, meditation, and refocusing the mind.  

In addition to reporting the benefits of engaging in mindfulness on campus in 

reducing stress, participants also reported it provides a sense of community. One 

participant reported because they are engaged in mindfulness practice as a campus, there 

is a sense of collaboration among the staff. There is a support system to encourage each 

other.  

Research Question Three 

For RQ3, the TSES-SF was used to determine teachers’ sense of self-efficacy 

(Tschannen-Moran & Hoy, 2001). A one sample t-test was run in SPSS to analyze 

whether participants engaged in online delivery of mindfulness showed a significant 

difference than the midpoint score of 20 using the TSES-SF.  

Findings from the TSES-SF indicated all the variables (efficacy in student 

engagement, efficacy in instructional strategies, and efficacy in classroom management) 
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are statistically significantly different from how teachers perceive online delivery of 

teachers’ self-efficacy. Efficacy in classroom management appears to be higher than the 

other variables and mediumly impacts teacher perception. The null hypothesis is rejected, 

and the alternative hypothesis is accepted. The efficacy in classroom management 

appears to be higher than the population mean of efficacy in student engagement and 

efficacy in instructional strategies. These findings revealed more teachers indicated 

classroom management as a variable contributing to self-efficacy.  

The associated hypothesis for RQ3 findings from the focus group session with six 

participants revealed mindfulness practice has impacted teachers’ instructional practices 

and their relationship with their students in the classroom. Three out of the six 

participants in the focus group answered the research question. Three themes emerged 

from participants’ responses: relaxed, calmer, and positive behavior changes in students. 

After mindfulness practice, teachers reported they feel relaxed, calm, and they can 

observe a positive behavioral change in students in their classroom. Three of the six 

participants reported feeling relaxed after mindfulness and stated they have observed 

students to be more relaxed. Two of the six participants reported feeling calm after 

mindfulness. One participant reported mindfulness calms the teacher, other teachers, and 

the students in the classroom. After mindfulness practice, three teachers reported 

observing positive changes in students’ behavior. 

Findings from the small focus group session revealed student engagement when 

one teacher included mindfulness practice in her instruction before students take a major 

exam. She stated that when she incorporates mindfulness prior to an exam, she observes 

that her students are more relaxed and calmer. Not only are the students more relaxed, but 
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one participant said mindfulness has also allowed her to be more relaxed and this gives 

her a sense that she is a better teacher. Another participant also confirmed that 

mindfulness is beneficial to teachers in that she has observed teachers be more effective 

in teaching students. 

Furthermore, participants reported positive student behavior after mindfulness 

engagement. Participants (67%) reported students are more relaxed and calmer. One 

participant reported after a mindfulness activity the class is much “calmer” and more 

“settled” than before the activity. Participants also reported they were able to build trust 

and compassion for their students. One participant reported students know teachers on the 

campus care about them. 

Implications for Practice 

The findings in this study have implications for many individuals in the 

educational system. This study examined teachers’ perceptions of mindfulness, stress, 

and self-efficacy after online delivery of mindfulness practice. Persons interested in 

examining effective interventions to support teachers’ well-being, reducing stress, and 

building self-efficacy will find evidence linking to mindfulness practice. As the results of 

the research, it is recommended districts: (a) provide mindfulness practice on campus, (b) 

offer a free online mindfulness training for participants to allow flexibility and more 

opportunities to engage in mindfulness inside and outside of the classroom, and (c) allow 

for students and teachers engagement in mindfulness practice. 

The first implication for practice is for school administrators to provide 

opportunities for mindfulness practice conducted on campus. This practice should include 

campus principal and the staff. Based on participants’ responses in this study, the 
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mindfulness practice was an effective intervention in building a positive culture and 

climate for staff. Furthermore, teachers reported mindfulness practice gave staff a sense 

of community and belonging. When mindfulness was done together as a whole campus, it 

built a strong relationship among staff. The campus principal reported he did mindfulness 

practice along with the staff. Quantitative findings in this study showed teachers 

perceived moderate stress levels. The researcher did not expect teachers’ perceived stress 

levels to be moderate. The researcher expected teachers’ perceived stress levels to be 

lower. Participants in the focus session reported having decreased stress and anxiety. 

Participants revealed lower stress levels than actual perceived stress levels. 

The second implication for practice involves providing free online mindfulness 

training for participants to allow flexibility and more opportunities to engage in 

mindfulness outside of the classroom. Mindfulness practice can be done at home. This 

will give teachers the convenience to continue to develop mindfulness in their personal 

lives. One participant reported she did mindfulness daily with her husband. It allowed her 

to reset and refocus for the next day. Another participant shared in the focus group she 

likes to do mindfulness with her children at the end of the day before they go to bed. She 

reported it helps her and her son to sleep better and helps her son to calm down and relax. 

Mindfulness practice can be done at home to provide privacy for those that are not 

comfortable engaging in the practice in public. Teachers who develop mindfulness 

practice regularly are more likely to cultivate resilience and manage stress leading to self-

efficacy. 

Lastly, the third implication for practice includes administrators to provide 

mindfulness practice for students and teachers to build teacher-student trust and 
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relationships. Based on focus group session in this study, teachers reported mindfulness 

practice among teachers and students developed positive teacher-student relationships, 

students developed more self-awareness and sense of calm, and teachers saw a change in 

students’ positive behavior in the classroom. Findings from the TSES-SF showed 

teacher’s self-efficacy was highest in classroom management than student engagement 

and instructional strategy. Demographics of teacher participants indicated 67% of 

teachers were 41–50 years and 58% had 16+ years’ experience in teaching. Experienced 

teachers have the skill and experience in managing students in the classroom. However, 

teachers that have been in the classroom for many years may not develop new 

instructional strategies or best practices. Teachers who have been teaching for many 

years may not be up to date on how to engage students and keep them engaged. During 

the focus group session, findings in this study revealed teachers build trust and care with 

students after mindfulness practice is done as a whole class. 

Recommendations for Further Research 

This case study explored teachers’ perception of mindfulness, stress, and self-

efficacy after delivery of mindfulness in one Southeast Texas school. The findings from 

the quantitative data analysis and qualitative focus group sessions revealed teachers 

benefited from daily campus-wide mindfulness practice. Teachers reported being more 

relaxed, calm, building trust and care with their students, and having a positive culture in 

the school. A limitation is the small sample size of participants in a specific region in 

Southeast Texas. Findings explain only a small population from a selected campus 

consisting only of 6th grade teachers. Based on the inconsistency of delivery of 
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mindfulness practice and participants’ engagement during the research, there is a question 

of the fidelity of the results.  

Recommendations for future research include: (a) expanding to a broader 

population of participants among k–12 teachers, (b) including campus principals, (c) a 

pre and posttest with teachers without experience of online delivery of mindfulness, and 

(d) comparison of newer teachers vs. experienced teachers. The current case study had 

several limitations and delimitations as mentioned in Chapter 1. The researcher 

recommends further study to explore mindfulness practice in a more generalized 

population, expand participants other than teachers, and compare with teachers in 

different teaching experience levels. 

Future research to include a broader population of participants among k-12 

teachers will provide more generalized teacher sample data. The researcher recommends 

further studies among teachers in a generalized population among k–12 grades. Primary 

teachers versus secondary teachers experience different external stressors based on the 

development stage of the student in a certain grade level. The roles and responsibilities 

are different. According to Torpey (2018), primary school teachers are projected to have 

the highest annual attrition rate annually from 2016–to 2026. Primary school 

administrators and campus leaders who focus on interventions to support primary 

teachers may consider an alternative practice such as mindfulness. 

Further study is recommended to expand mindfulness intervention to staff leaders 

or Principals of the campus. The campus Principal in the current study reported he does 

mindfulness with the staff. A participant reported when staff engaged in mindfulness 

intervention as a whole campus there is a “sense of community” and collaboration. One 



 

140 

participant reported when the campus practice mindfulness together she felt 

“encouraged” and felt they “take care of each other like a family.” The positive climate 

and culture of an organization is critical in staff well-being. 

A study to include a pre and posttest for teachers without experience of online 

delivery of mindfulness will provide testing of a dependent variable (teacher’s perception 

of mindfulness, stress, and self-efficacy) before and after intervention with an 

independent variable (online delivery of mindfulness). The current research was limited 

to teachers who had experience with mindfulness practice for a minimum of a year prior 

to the study. The researcher recommends further study on teachers without prior 

experience with continuous mindfulness practice. A pre and posttest after mindfulness 

intervention will provide a baseline. Online delivery of mindfulness is a recent practice 

due to the increased popularity of online and virtual learning. 

Lastly, future research to include a comparison of new teachers versus experience 

teachers will examine any differences in teacher’s perception of mindfulness, stress, and 

self-efficacy based on teachers’ years of experience. Human resources administrators 

within the educational field have the growing challenge of teacher retention. Webb and 

Norton (2012) reported 50% of new teachers leave the educational profession within their 

first five years of teaching. An effective research-based intervention is needed to prevent 

attrition to support new teachers. Mindfulness practice have shown to be an effective 

practice in reducing stress, burnout, and thoughts of attrition. More than half of the 

participants (58%) in the current study had 16+ teaching experience. The researcher 

recommends further study to include novice teachers with 1–5 years of teaching 

experience to explore mindfulness practice intervention. 
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Conclusion 

Teachers’ occupational stress has intensified due to the global COVID-19 

pandemic. The pandemic forced a change in how teachers teach. Virtual and online 

teaching became part of teachers’ responsibilities. Increased stress and changes have also 

created teacher shortages. To support teachers in coping with these environmental 

stressors, effective research-based intervention is needed to help teachers build resilience 

and foster self-efficacy. Mindfulness practice has been explored to be an effective 

intervention to support teachers coping with stress, promote self-efficacy, and develop 

resilience. 

This mixed-method case study exploring online delivery of mindfulness in 

teachers’ perception of mindfulness, stress, and self-efficacy has provided a more in-

depth understanding of the power of mindfulness practice. When engaged in on a regular 

basis, mindfulness practice is a powerful tool for participants to become more mindful in 

their observation and awareness, cope with stress, and develop self-efficacy. Most 

mindfulness training can be found online and is free. Administrators who are looking for 

ways to support, retain, and prevent teacher burnout should look at resources such as 

mindfulness practice. 

This study’s original purpose was to examine teachers’ perception of mindfulness, 

stress, and self-efficacy after online mindfulness training from the previous school year 

(2020–2021) and the current school year (2021–2022). Teachers who participated in the 

study engaged in a different delivery of mindfulness than what the researcher had 

expected from the participants. The researcher wanted to explore how online delivery 

was perceived by teachers engaged in online mindfulness using the district-led 
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Headspace mindfulness training during the current school year. Teachers in the study 

engaged in mindfulness training delivered from the intercom daily from a staff member 

who delivered mindfulness other than the Headspace application. The results from the 

findings may be different due to the second year being a different method of delivery of 

mindfulness. Further study on the effectiveness of online delivery of mindfulness may 

include participants engaged in online delivery of mindfulness during the current 

research. 

Findings from this study revealed that mindfulness practice when conducted on 

campus daily with staff, teachers, and students benefited teachers’ perception of 

mindfulness, stress, and self-efficacy. Teachers reported mindfulness practice delivered 

on campus helped them relax, be calmer, help reduce stress, and build a sense of 

community with each other. Teachers reported mindfulness practice developed their 

sense of self-efficacy in classroom management. Teachers feel they are better teachers 

and have developed more compassion for their students. Teachers reported they have 

observed differences in their students’ behavior in class. Students are observed to be 

more calm, relaxed, and have more positive behavior. Furthermore, teachers have 

reported students have built trust in them and sense teachers’ compassion. 

Teachers have experienced additional stress due to the COVID-19 pandemic. 

During the pandemic, online and virtual learning changed the traditional method of 

teaching and learning for teachers and students. If we are to be innovative, flexible, and 

creative in providing resources to support teachers in dealing with current and future 

stressors, implementing research-based effective strategies such as mindfulness practice, 

whether in-person or online, should be seriously considered as a tool. 
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APPENDIX D 

Informed Consent 

Houston Baptist University 

College of Education and Behavioral Sciences 

 

Consent to Take Part in a Human Research Study 

PROTOCOL TITLE: Online Delivery of Mindfulness Practices: Teacher Perceptions of 

Mindfulness, Stress, and Self-Efficacy 

PRINCIPAL INVESTIGATOR: Molly Nipper, HBU Doctoral Student 

You are invited to be part of a research study. This information presented in this consent 

form will help you choose whether or not to participate in the study. Feel free to ask if 

anything is not clear in this consent form. The purpose of this study is to examine district-

led online delivery of mindfulness in teacher perceptions of mindfulness, stress, and self-

efficacy at a selected public school in southeast Texas. 

If you agree to take part in this study, you will be asked to complete the following: 

• Complete this consent form via SurveyMonkey. Only teachers who consent to 

participate in the study will proceed to the three questionnaires. (1 minute). 

• Complete three brief well-known published questionnaires for use in the study 

electronically via SurveyMonkey: a 24-item Five Facet Mindfulness Questionnaire-Short 

Form;10-item Perceived Stress Scale; and a 12-item Teacher Self-Efficacy Scale-Short 

Form. (30 minutes). 

• Complete 4 demographic data questions via SurveyMonkey. (1 minute). 

You will have a window of three weeks to complete the survey in SurveyMonkey.  

You will have an opportunity to engage in a post virtual focus group via ZOOM 

meeting at a later scheduled date. Teachers will indicate interest by emailing the 

researcher after the completion of the survey in Survey Monkey.  

• Only teachers who have indicated interest in participating in the post virtual 

focus group will engage in a ZOOM focus group with the researcher at a later scheduled 

date and time. The researcher would like to make an audio and video recording of you 

during this part of the study. Audio and video recording are required for this study. If you 

do not want to be recorded, you should not be in this portion of the study. (30 minutes). 

Consent to be Audio/video Recorded 

I agree to be audio/video recorded. YES_____ NO_____ Initials _____ 
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Participation in this study will last approximately 30–45 minutes to complete the 

survey via SurveyMonkey. An additional 30 minutes, if you volunteer to participate in 

the post virtual focus group via ZOOM at a later date and time. About 65- 85 of subjects 

will take part in this research study and 5-10 subjects will take part in the post virtual 

focus group.  

We believe there are minimal risks from participating in this research. You might 

benefit from being in this study because you will self-reflect on your perception of online 

delivery of mindfulness training on mindfulness, stress, and self-efficacy in your 

professional and your personal life. Others such as researchers, educational leaders, and 

teachers will benefit from this study by examining the data collected from this study on 

teacher perceptions of mindfulness, stress, and self-efficacy after online delivery of 

mindfulness. 

A risk of taking part in this study is the possibility of a loss of confidentiality. 

Loss of confidentiality includes having your personal information shared with someone 

who is not on the study team and was not supposed to see or know about your 

information. The researcher plans to protect your confidentiality. 

We will keep the records of this study confidential by having three copies of the 

data collected. The data will be stored in the HBU cloud, SurveyMonkey, and a USB 

drive kept at the home of the researcher. The researcher will make every effort to keep 

your records confidential. However, there are times when federal or state law requires the 

disclosure of your records. 

The following people or groups may review the study records for purposes such 

as quality control or safety: 
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• Representatives of Houston Baptist University and the HBU Institutional Review 

Board 

• Federal and state agencies that oversee or review research (such as the HHS 

Office of Human Research Protection or the Food and Drug Administration) 

 

The results of this study may also be used for teaching, publications, or 

presentations at professional meetings. If your individual results are discussed, your 

identity will be protected by using a code number or pseudonym rather than your name or 

other identifying information. 

Taking part in this study is your choice. You will not be paid for taking part in 

this study. You are free not to take part or to withdraw at any time for any reason. No 

matter what you decide, there will be no penalty or loss of benefit to which you are 

entitled. If you decide to withdraw from this study, the information that you have already 

provided will be kept confidential. You cannot withdraw information collected prior to 

your withdrawal.  

If at any time you have questions regarding the research, you may contact Molly 

Nipper, Primary Investigator, at 832-443-6695 nipperm@hbu.edu, or Dr. Walter Bevers, 

Faculty Supervisor, at 281-850-1350 jbevers @hbu.edu. 

 

 If you have questions about your rights as a research participant, or wish to obtain 

information, ask questions, or discuss any concerns about this study with someone other 

than the researcher(s), please contact the following: 

Houston Baptist University Institutional Review Board 

Email: irb@hbu.edu 

 

By signing this document, you are agreeing to be in this study. We will give you a 

copy of this document for your records. We will keep a copy with the study records. If you 

have any questions about the study after you sign this document, you can contact the study 

team using the information provided above. 

I understand what the study is about, and my questions so far have been answered. I 

agree to take part in this study.  

 

______________________________________  ____________________ 

Signature of Subject      Date 

  

mailto:irb@hbu.edu


 

178 

APPENDIX E 

Principal Information Questions 

The researcher will send an email to the campus principal(s) with the following 

questions before the start of the study to get background information on the campus’s use 

of online delivery of teachers. 

Background Information Questions: 

1) How many teachers are on your campus? 

2) How long have the campus been participating in the online delivery of 

Mindfulness-based practices? 

3) How often are the staff engaged in the online delivery of Mindfulness-based 

practices? 

4) Are the staff using the online delivery of Mindfulness-based practices during 

school hours with students in the classroom or for personal practice? 
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APPENDIX F 

Sample Recruitment Letter/Flyer 

Dear Teacher, 

 

My name is Molly Nipper. I am a doctoral student in the Doctor of Education in 

Executive Educational Leadership at Houston Baptist University. I am conducting a study 

titled: Online Delivery of Mindfulness Practices: Teacher Perceptions of Mindfulness, 

Stress, and Self-Efficacy. The purpose of the study is to provide the district with data that 

will show best practices in online delivery of mindfulness training in teachers. The study 

will also add to the body of literature on teacher perceptions of online delivery of 

mindfulness practices in mindfulness, stress, and self-efficacy. 

The study involves data collection from teacher’s completion of the Five Facet 

Mindfulness Questionnaire- Short Form, Perceived Stress Scale, and the Teacher Self-

Efficacy Scale-Short Form. In addition, there are voluntary participation responses from a 

focus group of teachers. Your participation is voluntary. You may withdraw your 

participation in this study at any time. 

The district-led online delivery of mindfulness training through Headspace 

application is offered in cooperation with the District Wellness program in Lamar 

Consolidated ISD. The campus you are employed at is offering online delivery of 

mindfulness. You may have engaged in this type of training in the past year. The district 

has implemented this at the beginning of the 2019 school year.  

Participating teachers will complete an electronic survey via SurveyMonkey. At 

the beginning of the SurveyMonkey, there will be a consent form. Only teachers that 

consent to participate in the study will proceed with the questionnaires. There will be 



 

180 

three questionnaires to complete made up of 46 questions and demographic data at the 

end of the survey with 4 questions. Demographic data will be collected for descriptive 

purposes only. Survey responses will be completely confidential and will be reported in 

summary form only. The teacher’s name will not be collected on the survey; therefore, it 

does not require you to provide your name or any other identifying information. 

The completion of the informed consent will indicate your consent to participate 

and permission to use the information provided by you in the research study. You have 

the option to not answer any question that may make you feel uncomfortable or 

discontinue participation at any time. At the end of the survey, you will have the option to 

volunteer in the focus group discussion by emailing the researcher of your interest. The 

information you provide will be confidential and anonymous. If you have any questions, 

please feel free to contact Molly Nipper at nipperm@hbu.edu. To begin the study, please 

click on the link via SurveyMonkey. The timeline for survey completion is 3 weeks. 

Please submit by October 18, 2021.  

Thank you for your support. 

SurveyMonkey Link 

https://www.surveymonkey.com/r/TBR6976 

 

Sincerely, 

 

 

Molly Nipper 

nipperm@hbu.edu  

mailto:nipperm@hbu.edu
https://www.surveymonkey.com/r/TBR6976
mailto:nipperm@hbu.edu
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APPENDIX G 

Permission to Use Perceived Stress Scale 
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APPENDIX H 

Permission to Use the Teacher Sense of Efficacy Scale 
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APPENDIX I 

Perceived Stress Scale 

 

  



 

184 

 

Cohen, S., Kamarck, T., & Mermelstein, R. (1983). A global measure of perceived stress. 

Journal of Health and Social Behavior, 24(4), 385. 

https://doi.org/10.2307/2136404 
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APPENDIX J 

Teachers’ Sense of Efficacy Scale 

 

 

 

 

Tschannen-Moran, M., & Hoy, A. W. (2001). Teacher efficacy: Capturing an elusive 

construct. Teaching and Teacher Education, 17(7), 783-805. 

https://doi.org/10.1016/s0742-051x(01)00036-1 
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APPENDIX K 

Five Facet Mindfulness Questionnaire- Short Form 

Ruth A Baer, Ph.D. 

University of Kentucky 

Description:  

This instrument is based on a factor analytic study of five independently 

developed mindfulness questionnaires. The analysis yielded five factors that appear to 

represent elements of mindfulness as it is currently conceptualized. The five facets are 

observing, describing, acting with awareness, non-judging of inner experience, and non-

reactivity to inner experience. Below is a collection of statements about your everyday 

experience. 

 

Using the 1–5 scale below, please indicate, in the box to the right of each 

statement, how frequently or infrequently you have had each experience in the last 

month. Please answer according to what really reflects your experience rather than what 

you think your experience should be.  

 

1 2 3 4 5 

Never or 

rarely true 

Rarely true Sometimes true Often true Very often or 

always true 

 

_____1. I’m good at finding the words to describe my feelings. 

_____2. I can easily put my beliefs, opinions, and expectations into words.  

_____3. I watch my feelings without getting carried away by them.  

_____4. I tell myself that I shouldn’t be feeling the way I’m feeling.  

_____5. It’s hard for me to find the words to describe what I’m thinking.  

_____6. I pay attention to sensations, such as the wind in my hair or sun on my face.  

_____7. I make judgments about whether my thoughts are good or bad.  

_____8. I find it difficult to stay focused on what’s happening in the present  

_____9. When I have distressing thoughts or images, I don’t let myself be carried away 

by them  

_____10. Generally, I pay attention to sounds, such as clocks ticking, birds chirping, or 

cars passing. 

_____11. When I feel something in my body, it’s hard for me to find the right words to 

describe it.  



 

187 

_____12. It seems I am “running on automatic” without much awareness of what I’m 

doing.  

_____13. When I have distressing thoughts or images, I feel calm soon after.  

_____14. I tell myself I shouldn’t be thinking the way I’m thinking.  

_____15. I notice the smells and aromas of things. 

_____16. Even when I’m feeling terribly upset, I can find a way to put it into words.  

_____17. I rush through activities without being really attentive to them. 

_____18. Usually when I have distressing thoughts or images I can just notice them 

without reacting. 

_____19. I think some of my emotions are bad or inappropriate and I shouldn’t feel 

them. 

_____20. I notice visual elements in art or nature, such as colors, shapes, textures, or 

patterns of light and shadow. 

_____21. When I have distressing thoughts or images, I just notice them and let them 

go.  

_____22. I do jobs or tasks automatically without being aware of what I’m doing. 

_____23. I find myself doing things without paying attention.  

_____24. I disapprove of myself when I have irrational ideas. 

 

Bohlmeijer, E., Klooster, P. M., Fledderus, M., Veehof, M., & Baer, R. (2011). 

Psychometric properties of the five-facet mindfulness questionnaire in depressed 

adults and development of a short form. Assessment, 18(3), 308–320. 

https://doi.org/10.1177/1073191111408231 
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APPENDIX L 

Demographic Questions 

Demographic question. This information will be used only for participants descriptive 

reporting, not as an identifier. 

 

1. What is your gender?  

 

Male 

Female 

2. What is your ethnicity? 

Hispanic or Latino or Spanish Origin 

Not Hispanic or Latino or Spanish Origin 

 

3. What is your race? 

 

White 

Hispanic or Latino 

Black or African American 

Native American or American Indian 

Asian/ Pacific Islander 

 

4. What level do you teach? 

 

Elementary 

Middle 

High School 

 

5. How many years have you taught, including this year? 

 

1-5 

6-10 

11-15 

15+ 
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APPENDIX M 

Invitation to Focus Group 

Participants,  

Thank you for your time and participation in the study titled: Online Delivery of 

Mindfulness Practices: Teacher Perceptions of Mindfulness, Stress, and Self-Efficacy.  

 

If you are interested in engaging in a post virtual focus group via ZOOM (approximately 

30 minutes), please email me. I will email you in three weeks with the scheduled date and 

time that is convenient for participants. The ZOOM focus group will be recorded for 

audio and video during this part of the study. Audio and video recording are required for 

this study. If you do not want to be recorded, you should not be in this portion of the 

study.  

 

My email is nipperm@hbu.edu  

Best regards, 

Molly Nipper, Primary Investigator 

  

mailto:nipperm@hbu.edu
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APPENDIX N 

Email to Focus Group 

Dear Participant, 

Thank you for volunteering to participate in a focus group discussion as part of a 

doctoral research study that I am conducting titled: Online Deliver of Mindfulness 

Practices: Teacher Perceptions of Mindfulness tress and Self-Efficacy. The purpose of 

the study is to provide the district with data that will show best practices in the district-led 

online delivery of mindfulness training in teachers. The study will also add to the boy of 

literature on teacher perceptions of online delivery of mindfulness practices in 

mindfulness, stress, and self-efficacy. The study involves data collection rom teacher’s 

completion of Five Facet Mindfulness Questionnaire-Short Form, Perceived Stress Scale, 

and the Teacher Self-Efficacy Scale- Short Form. In addition, there are voluntary 

participation responses from a focus group of teachers. You completed a consent form at 

the beginning of the study. By signing this document, you are agreeing to be in this study 

which includes the focus group. Participation is completely voluntary, and you may 

withdraw from the study at any time. To protect your privacy and assure your 

confidentiality, you will receive a participant number. The information in the focus group 

discussion will be kept confidential and it is expected from the participants to keep 

confidentiality as well. This part of the research will examine teacher perception of 

mindfulness stress, and self-efficacy after district-led online mindfulness training. This 

discussion will be recorded for research purposes only. Your data will be held 

confidentially and anonymously. The research has set a date and time: ______________. 

The focus group will be through ZOOM meeting. You will receive a ZOOM link. Thank 

you for your participation. If you have any questions, please feel free to contact Molly 

Nipper at nipperm@hbu.edu or Dr. Walter Bevers at jbevers@hbu.edu 

 

Best regards, 

 

Molly Nipper, MST 

  

mailto:nipperm@hbu.edu
mailto:jbevers@hbu.edu
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APPENDIX O 

Focus Group Instructions 

Good evening and welcome to our session.  

Thank you for taking the time to join me today to talk about online delivery of 

mindfulness practice and your perceptions on mindfulness, stress, and self-efficacy as 

teachers. 

My name is Molly Nipper. I am a doctoral student at Houston Baptist University. 

The study I conduct will be measured by the survey and this focus group. 

You were invited because you have volunteered to participate in this discussion. 

At any time, participants will have the chance to remove themselves from the focus 

group. The goal is to protect your privacy and assure your confidentiality. The 

information in this discussion will be kept confidential and it is expected from the 

participants to keep confidentiality as well. 

Prior to this discussion, you received a participant number. Please indicate your 

participant number when replying to any of the questions. There are no wrong answers 

but rather different points of view. Please feel free to share your point of view even if it 

differs from what others have said. Keep in mind that I am just as interested in negative 

comments as positive comments.  

This discussion session will be recorded since I do not want to miss any of your 

comments. The recording will be via Zoom and/or by a backup camera recorder that will 

be positioned behind the researcher while the discussion will occur. The recording will be 

transcribed and will be used in data analysis of the study. The collected data from this 

evening will be coded and will be used for research purposes only.  

Before we begin, I ask that you turn off your phones or pagers. If you cannot and 

if you must respond to a call, please do so as quietly as possible and rejoin us as quickly 

as you can. Do you have any concerns or questions? 

Let us begin. 

  



 

192 

APPENDIX P 

Focus Group Questions 

At start of interview session, and throughout the session as needed, researchers 

will provide the following definitions: 

• Mindfulness: Mindfulness is defined as, “paying attention in a particular way: on 

purpose, in the present moment, and non-judgmentally” (Kabat-Zinn, 2003, p. 

143).  

• Stress: Stress is defined as the body response to physical, mental, or emotional 

strain or tension (Cleveland Clinic, n.d.).  

• Self-efficacy: Self-efficacy is an individual’s belief in the ability to control one’s 

own behavior and emotion that results in successful production of an outcome 

(Bandura, 1977). 

Focus Group Questions: 

1) What online delivery mindfulness practices did you find most beneficial? Why? 

 

2) Do you feel the online delivery of mindfulness have an impact on your stress 

level? In what way? 

 

3) Do you feel the online delivery of mindfulness have an impact on your 

instructional practices? In what way? 

 

4) Do you feel the online delivery of mindfulness have an impact on your 

relationship with your students in your classroom? In what way? 

 

5) Is there anything else that we haven’t covered that you feel that you need to 

say about mindfulness practices? 


