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Chapter 1: Introduction  

Background  

The history of improving public schools in the United States has focused on 

access to education rather than on quality of education (Drury & Baer, 2011).  “After 

decades of school reform, a consensus is building that the quality of our nation’s 

schools depends on the quality of our nation’s teachers” (Feiman-Nemser, 2001, p. 

1013).  It has only been in the past 25 years that teachers have been recognized as the 

key ingredient to improving the quality of public education in the United States (Drury 

& Baer, 2011).  More attention is needed regarding the teachers in schools who set the 

tone for the students in their classrooms (Schonert-Reichl & Roeser, 2016).  The well-

being of teachers is essential for the success of students, schools, and communities 

(Vesely, Saklofske, & Leschied, 2013).   

Teaching is recognized as one of the most important and rewarding professions 

but also one of the most challenging (Vesely et al., 2013).  Most teachers start out 

passionate and committed to their chosen field; unfortunately somewhere along the 

way they become frustrated and disheartened (Farber, 1991).  The significance and 

rewards of teaching too often become lost to the demands of working conditions in 

many schools (Shernoff, Mehta, Atkins, Torf, & Spencer, 2011).  These conditions 

include socioeconomic circumstances beyond a teacher’s control, such as poverty and 

violence (Drury & Baer, 2011; Farber, 1991).  The inevitable demands of the 

classroom may seem overwhelming and may result in teacher stress, a serious 

educational problem throughout the country today (Jennings, 2015; Jennings et al., 

2017; Kyriacou; 2011).  Although teacher stress has existed as long as teaching, the 
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complex issues schools face in the 21st century have increased the demands and 

challenges teachers’ experience within their classrooms (Drury & Baer, 2011; Farber, 

1991).   

Chris Kyriacou (2001, 2011) defines teacher stress as the experience of 

negative emotions, such as anger and frustration, resulting from work as a teacher.  

Recent surveys report that most teachers in the United States experience high levels of 

stress (MetLife, 2012; American Federation of Teachers, 2015).  In fact, teaching is 

considered to be one of the most stressful occupations, ranking at the top with police, 

ambulance, and prison employees (Larrivee, 2012; Johnson, Cooper, Cartwright, 

Taylor, & Millet, 2005; Kyriacou, 2011).  High levels of stress experienced by 

teachers has been linked to a phenomenon known as burnout, a state of physical and 

emotional exhaustion (Jennings & Greenberg, 2009; Larrivee, 2012; Roeser et al., 

2013).  “It is now well documented that teachers have highly stressful jobs and are at 

risk of leaving the teaching profession or – equally problematic – staying and burning 

out” (Lantieri, Nambiar, Harnett, & Kyse, 2016, p. 129).   

Along with burnout, teacher stress is associated with an assortment of 

detrimental outcomes.  The effects of stress on a teacher’s personal life include 

physical and emotional health risks, such as heart disease and depression (Gouda, 

Luong, Schmidt, & Bauer, 2016; Roeser et al., 2013).  The effects of stress on a 

teacher’s professional life include classroom and school liabilities, such as ineffective 

teaching and attrition (Jennings & Greenberg, 2009; Roeser et al., 2013; Chang, 2009; 

Gold, Smith, Hopper, Herne, Tansey, & Hulland, 2010).  The stress of teaching not 

only affects the well-being of the individual teacher, but may also have a negative 
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impact on their students’ well-being.  According to Hamre and Pianta (2005), 

prolonged teacher stress adversely influences the relationships teachers have with their 

students, adversely influencing the classroom climate.   

In light of the potentially negative effects of stress on teachers’ personal and 

professional lives, it is apparent that understanding and addressing teacher stress is 

critical to the success of schools (Kyriacou; 2011; Vesely et al., 2013).  There is a 

need for schools to find better ways of training and supporting teachers to deal with 

the stressful aspects of teaching (Meiklejohn et al., 2012; van Dick & Wagner, 2001).  

Many teachers are not prepared to meet the demands of teaching, and most are not 

provided with the support or resources necessary to meet the challenges of the 

classroom (Farber, 1991; Jennings, 2015; Meiklejohn et al., 2012).  Teacher training 

and professional development agendas are not usually aimed at personal self-care 

(Jennings, 2015).  Providing teachers with support for stress management may 

translate into healthier classrooms and improved student outcomes.  Managing teacher 

stress not only has the potential to improve teaching efficacy, but also to benefit 

student learning (Flook, Goldberg, Pinger, Bonus, & Davidson, 2013).  Schools that 

do support teacher well-being have the potential to improve education (Flook et al., 

2013).   

While there are many ways to address teacher stress, this research study 

investigated one way to support the well-being of teachers, the practice of mindfulness 

(Richards, 2012).  This researcher chose to explore mindfulness-based practices 

because of the evidence linking these practices to improvements in an individual’s 

resilience against stress and to improvements in overall well-being (Brown, Ryan, & 
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Creswell, 2007; Carmody & Baer, 2008; Jennings, 2015; Kabat-Zinn, 1991; Richards, 

2012; Roeser, Skinner, Beers, & Jennings, 2012; Tilahun & Vezzuto, 2015).  The 

definition of mindfulness that was used for this research study is Jon Kabat-Zinn’s 

(1994) the practice of “paying attention in a particular way: on purpose, in the present 

moment, and nonjudgmentally” (p. 4).  This definition was chosen because there 

seems to be a general agreement among authors in the field of describing mindfulness 

in this way (Chiesa, 2012; Brown & Ryan, 2003; Brown et al., 2007; Creswell & 

Lindsay, 2014).  The ability to pay attention, or mindfulness, may be cultivated 

through training or practice.  Exercises designed to develop mindfulness are known as 

mindfulness-based practices (MBPs) (Baer, 2003; Hahn, 1976; Kabat-Zinn, 1991).  

The methods involved in MBPs vary, and may include formal practices such as 

meditation and yoga, as well as informal mindful awareness activities such as mindful 

eating (Burke, 2009; Jones, Bouffard, & Weissbourd, 2013; Meiklejohn et al., 2012; 

Siegal, Germer, & Olendzki, 2009).  Mindfulness training may be a feasible, 

acceptable, beneficial, and cost-effective way for schools to help teachers manage 

stress and reduce burnout (Flook et al., 2013; Gold, et al., 2010; Jennings, Frank, 

Snowberg, Coccia, & Greenberg, 2013; Roeser, 2013; Skinner & Beers, 2016).  

Mindfulness training for teachers has been linked to positive changes in teachers’ 

well-being, self-efficacy, classroom management, and interactions with students 

(Meiklejohn et al., 2012).   

Mindfulness-based programs for teachers are starting to emerge as an effective 

method to promote teacher well-being.  Preliminary studies indicate that mindfulness-

based practices in education are positive and deserve further investigation (Meiklejohn 
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et al, 2012).  More research is needed to explore mindfulness training with teachers 

and its impact on classroom experience (Flook et al., 2013).  Mindfulness training 

offers a potential way to improve teacher quality, which in turn may promote the 

quality of classrooms and schools (Flook et al., 2013).  It has been hypothesized that 

mindfulness training for teachers results in classroom and student improvement 

(Jennings et al., 2013).  Mindfulness training supports a teacher’s ability to be fully 

present in the classroom and thereby better able to meet the needs of students 

(Jennings, 2015).   

Researcher Background and Perspective 

I have been a high school health educator for thirty years, teaching in three 

different school systems: Lowell High School in Lowell, Massachusetts; Milford Area 

High School in Milford, New Hampshire; and Plymouth Regional High School in 

Plymouth, New Hampshire.  Over the course of my career, I have taught many health 

education classes, covering the following dimensions of wellness: occupational; 

social; spiritual; intellectual; physical; emotional; and environmental.  As a health 

educator, I provide knowledge and skills in each of these areas in an effort to 

positively influence the behaviors and attitudes of my students.  My goal is to help 

young people understand, appreciate, and achieve overall well-being.  However, this 

goal can only be reached if I remember that students do not learn in a vacuum; rather 

they grow and develop as a result of the events and influences in which they are 

immersed.  This includes the events at school and the influence of teachers.  If I want 

my students to grow and develop into healthy young adults, I must create a calm, 
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caring classroom environment that is conducive to learning.  Unfortunately, stress 

sometimes gets in the way of my attempt to create such a place. 

I have witnessed first-hand the consequences of stress in schools, particularly 

the stress so prevalent among teachers. I have seen stress negatively affect the 

personal health of many of my colleagues, some suffering physical ailments, others 

experiencing emotional disturbances, and a few even developing destructive 

behaviors. I have also seen stress negatively affect the professional well-being of my 

colleagues, including negative student relationships, poor classroom management, 

cynical attitudes, and a general lack of creativity, enthusiasm, and productivity. I have 

watched novice teachers, as well as veterans, leave the teaching profession due to the 

stressful nature of their jobs. 

I, too, have experienced the stress-related physical and emotional effects of 

teaching. As a new teacher I remember feeling well-prepared in my content area and 

then getting frustrated when I realized that I was ill-prepared to handle the emotional 

challenges of my classroom. Looking back now, I realize that I was never taught the 

connection between personal stress and teaching efficacy. Over the years I have 

learned the hard way that my stress level directly affects my ability to manage my 

classroom and to develop supportive relationships with my students. Experience has 

also taught me that it is these relationships that make the difference in student 

engagement and thus student achievement.  

My observations have led me to believe that teacher stress is a major health 

and educational issue that schools must address in order to improve student outcomes. 

I believe that schools, as centers for learning and growth, are in a unique position to 
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provide knowledge, skills, and support for teacher well-being. Unfortunately, I do not 

remember receiving any stress management support during my teacher training, nor do 

I remember any professional development focused on teacher self-care and well-being.  

As a health educator, I have made it a priority to take care of my personal wellness.  I 

have always been interested in mindfulness-based practices, but it was not until I was 

introduced to integrative health and healing concepts as a graduate student at 

Plymouth State University (PSU) that I understood their potential to improve not only 

my personal well-being, but also my professional role as a teacher.  

Statement of Problem 

Stress among teachers is a serious problem for schools, and evidence suggests 

that there is a need to support teachers in managing the challenges of teaching 

(Jennings et al., 2017).  Teacher stress not only affects the personal well-being of 

teachers, but also their professional efficacy in the classroom.  Teacher stress 

decreases creativity and productivity, threatens teacher-student relationships, and 

damages classroom climate (Jennings & Greenberg, 2009; Mindful Schools, n.d.; 

Oberle, & Schonert-Reichl, 2016).  Helping teachers manage stress is likely to have a 

positive impact on their classrooms, creating an environment that is conducive to 

learning, and overall student well-being (Flook et al., 2013).  Understanding and 

addressing teacher stress is critical to the quality of education in our nation’s schools 

(Kyriacou, 2011).  

Despite the prevalence of teacher stress and burnout, teacher education and 

professional development programs are lacking in their efforts to address the 

challenges faced in today’s classrooms (Anderson, Levinson, Barker, & Kiewra, 1999; 
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Flook et al., 2013; Jennings et al., 2013; Meiklejohn et al., 2012).  Typically, these 

programs focus on content and pedagogy, ignoring the stressful demands of the 

classroom (Jennings, 2015).  Programs and policies need to attend to the teachers in 

school settings, who create the climate for students, by helping them develop 

techniques to cope with the stress of teaching (Prilleltensky, Neff, & Bessell, 2016; 

Schonert-Reichl & Roeser, 2016).  “The hope must lie in society’s eventual realization 

that education – and therefore teachers – are truly national priorities” (Farber, 1991, p. 

313). 

Purpose of Study  

The purpose of this study was to identify the use of mindfulness-based 

practices by New Hampshire public high school teachers and to explore how 

mindfulness-based practices inform New Hampshire public high school teachers’ 

classroom experience.  

The following questions were used to guide this study. 

1. What are the mindfulness-based practices of New Hampshire public high 

school teachers? 

2. How do these mindfulness-based practices inform New Hampshire public high 

school teachers’ classroom experience? 

Conceptual Underpinnings of the Study and Theoretical Framework  

Research begins with the beliefs that the researcher has constructed about the 

world.  A researcher’s paradigm, or view of the world, affects the overall research, 

including frameworks, theories, methods, and approaches (Boudah, 2011; Creswell, 

2007; Mertens & Wilson, 2012).  Good research involves being aware of these 
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influences and making them clear in a research study (Creswell, 2007).  As an 

educator, I view the world through a social constructivist lens and an ethic of caring 

lens.  As a researcher, I am aware that these beliefs have influenced and guided my 

research.  

Social constructivism is a theory developed in the early 20th century by Lev 

Vygotsky, a Russian psychologist who believed that learning is shaped by a person’s 

social, cultural, and historical context (Wertsch, 1985; Vygotsky, 1986).  I agree with 

the concept guiding Vygotsky’s work that in order to understand the learner, one must 

understand the environment of the learner and the social relationships within that 

environment (Wertsch, 1985).  Social constructivism suggests the importance of social 

interactions for promoting learning, and thus it has implications for classroom teachers 

(Slavich, & Zimbardo, 2012).  Vygotsky viewed the purpose of education as the 

connection of students with teachers, and, if this factor is missing, then no 

development can take place (Pass, 2004).   

The ethic of caring is a theory that also emphasizes relationships (Noddings, 

2010).  Looking at education from this perspective, the goal is to promote caring and 

nurturing relationships (Noddings, 2010).  Schools should prepare students to care for 

one another, and teachers can help accomplish this by modeling caring in the 

classroom.   

If we were to explore seriously the ideas suggested by an ethic of caring for 

education, we might suggest changes in almost every aspect of schooling: the 

current hierarchical structure of management, the rigid mode of allocating 

time, the kind of relationships encouraged, the size of schools and classes, the 
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goals of instruction, modes of evaluation, patterns of interaction, selection of 

content. (Noddings, 1988, p. 221) 

The belief held by Vygotsky and Noddings regarding the importance of relationships 

is supported by current researchers in the field of education.  For example, Kirke 

Olson (2014), a nationally certified school psychologist, has researched the 

importance of classroom relationships.  

The relationships unfolding in the classroom have everything to do with 

whether our students learn, remember, and apply the information we are 

teaching.  Yet the pressure educators feel to teach course content forces them 

to minimize the importance of relationships.  This gives them the sense that 

there is no time to attend to relationships with anything other than 

consequences for difficult behavior.  (Olson, 2014, p. 51) 

As an educator, I support the goal of encouraging caring relationships in the classroom 

and recognize that these relationships are connected to student learning, thus deserving 

of our time and attention (Noddings, 2010; Olson, 2014).  I also acknowledge that 

students learn through their interactions with teachers who model not only academic 

knowledge, but emotional attitudes and social skills (Pass, 2004).  As a researcher, I 

was guided by these beliefs in exploring ways to create calm, caring classrooms.   

Research Design 

Methodology.  This study employed a sequential explanatory mixed methods 

design to address the purpose of the study and to answer the proposed research 

questions (Teddlie & Tashakkori, 2010).  This design was chosen because it best 

reflected the purpose of this study, allowing the researcher to first establish the use of 
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mindfulness-based practices among public high school teachers in New Hampshire, 

and then to explore how these mindfulness-based practices inform their classroom 

experience.   

In Phase I, the quantitative phase of the study, a web-based survey was sent out 

to public high school teachers in the state of New Hampshire.  The survey collected 

data regarding mindfulness-based practices among public high school teachers in New 

Hampshire.  The survey data analysis was used to guide Phase II, the qualitative phase 

of the study.  In Phase II, focus group discussions were held in a web-based interactive 

meeting platform to help explore how the practice of mindfulness by New Hampshire 

public high school teachers inform their classroom experience.  The data analysis from 

the focus groups was used to guide the second half of Phase II.  Teachers, who shared 

in the focus groups that they had integrated mindfulness-based practices into their 

classrooms, were asked to participate in individual interviews.  Once again, a web-

based interactive meeting platform was used to further explore how mindfulness-based 

practices inform teachers’ classroom experience.  

Although the present study utilized a mixed methods design, priority was given 

to the qualitative portion of the study (Creswell, Plano Clark, Gutmann, & Hanson, 

2003).  Shapiro, Rechtschaffen, and de Sousa (2016), in a discussion of past research 

regarding mindfulness training for teachers, cite the attempt to quantify mindfulness as 

a limitation in methodology. 

The subtlety and depth of mindfulness experiences do not easily lend 

themselves to quantification.  Further, the interplay between subjective and 

objective is essential to understanding mindfulness.  Qualitative data provides 
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a means to access the subjective experience of the practitioner. (Shapiro et al., 

2016, p. 94) 

A phenomenological approach was taken in order to best describe, interpret, and 

understand the essence of teachers’ classroom experience as a result of their 

mindfulness-based practices (Creswell, 2009). 

Limitations and bias.  A limitation of the present study was in the sampling 

procedure. In this mixed methods study, purposive sampling was utilized in both the 

quantitative and qualitative phases.  Purposive sampling decreases the generalizability 

of findings (Patton, 1990).  This study confined itself to public high school teachers in 

New Hampshire, and therefore will not be generalizable to all teachers. 

As the investigator, my personal experience as a teacher may have created a 

bias.  I was mindful of this and made every attempt to remain neutral throughout the 

data collection and analysis. 

Assumptions.  One assumption was that many high school teachers in the state 

of New Hampshire are experiencing stress as a result of their teaching profession.  

Another assumption was that some high school teachers in New Hampshire are 

engaging in mindfulness-based practices as a method of self-care.  An assumption 

concerning data collection was that upon collection of the data, teachers would 

respond truthfully to the survey items and interview questions.  

Significance of the Study 

The findings of this study offer insight into mindfulness-based practices among 

New Hampshire public high school teachers and how these practices inform their 

classroom experiences.  This study contributes to existing research by addressing the 
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gaps in the literature regarding mindfulness-based practices in education.  Most of the 

research that has been conducted in this area has focused on elementary schools with 

relatively few focused on high schools.  Most studies also appear to investigate 

mindfulness-based practices intended for students rather than for teachers. There are 

no studies in the literature, that the researcher is aware of, regarding mindfulness-

based practices in New Hampshire schools.   

The present study has the potential to benefit the communities of New 

Hampshire through recommendations for training and professional development in the 

area of teacher mindfulness and well-being.  These recommendations may support 

New Hampshire teachers developing a mindfulness-based practice as a way to manage 

stress and improve classroom experience.  It is the hope of this researcher that the 

findings of this study will open the minds and hearts of educators to the power of 

mindfulness as a means to improving the quality of education in schools.  Research 

that seeks to improve the educational experience of our young people is significant to 

a society that hopes to thrive in the 21st century and beyond. 

Structure of the Dissertation 

This dissertation is organized into five chapters.  Chapter one provides a 

background and statement of the problem, along with the researcher’s perspective and 

the theoretical framework guiding the study.  Chapter two is a review of relevant 

literature, including teacher stress and mindfulness-based practices.  Chapter three 

presents the research methodology, including the researcher’s philosophical 

worldview, research design, and ethical considerations.  Chapter four presents the 

findings of the present study, including the quantitative data collection and analysis, 
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and the qualitative data collection and analysis.  Chapter five presents the conclusions 

and implications of this study, along with recommendations for further research. 
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Chapter 2: Review of Literature  

In order to establish the use of mindfulness-based practices by New 

Hampshire’s public high school teachers and explore how such practices inform their 

classroom experience, an extensive review of relevant literature was required.  This 

chapter begins with the purpose and questions guiding the current study.  Two core 

areas are included in this literature review: stress and mindfulness.  The first section in 

the literature review focuses on stress including a subsection on teacher stress because 

of the potential impact teacher stress has on classroom climate and student outcomes.  

This section explores the definition, causes, effects, and management of teacher stress 

in an effort to provide the case for training teachers in mindfulness-based practices.  

The second section focuses on mindfulness.  This section includes a conceptual and 

historical overview of mindfulness, including the definition and origins of 

mindfulness.  Evidence-based research of mindfulness-based practices and selected 

studies of mindfulness-based practices in education are included in this review. 

Reviewing pertinent literature helped with understanding the current definitions and 

descriptions pertaining to mindfulness and mindfulness-based practices, as well as its 

application to teacher stress.  This chapter concludes with a summary. 

The purpose of this study was to identify the use of mindfulness-based 

practices by New Hampshire public high school teachers and to explore how 

mindfulness-based practices inform New Hampshire public high school teachers’ 

classroom experience.  

The following questions were used to guide this study. 
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1. What are the mindfulness-based practices of New Hampshire public high 

school teachers? 

2. How do these mindfulness-based practices inform New Hampshire public high 

school teachers’ classroom experience? 

Stress: 21st Century Epidemic 

Stress has been called the health epidemic of the 21st century by the World 

Health Organization (Fink, 2016).  And like any epidemic, it appears to be spreading. 

“Stress, it seems, knows no age, race, gender, religion, nationality, or socioeconomic 

class” (Seaward, 2006, p. 16).  Between 1983 and 2009, the levels of stress increased 

10-30% among all United States demographics (Fink, 2016).  Since 2006 the 

American Psychological Association (APA) has conducted an annual survey to 

examine the state of stress across the country.  The Stress in America Survey measures 

perceptions of stress, sources of stress, stress management, and the impact of stress on 

the general population (APA, 2017).  According to the survey, many Americans report 

high levels of stress, adversely affecting the health and well-being of the nation.  

Stress is a significant public health concern associated with an extensive range of 

physical, emotional, and social ills (Galla, O’Reilly, Kitil, Smalley, & Black, 2015).  

High levels of stress and ineffective coping mechanisms appear to be rooted in our 

culture with serious, and sometimes devastating, effects (APA, 2017).  Increases in 

suicide, homicide, alcoholism, drug addiction, and child abuse are indications of a 

nation under stress (Seaward, 2006). 
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Stress  

 Stress was initially described as the fight or flight response, a phrase coined in 

the 1930s by Walter Cannon, Harvard physiologist who described the body’s response 

to stress (Jacobs, 2001).  This response involves physiological changes, like increased 

heart and respiratory rates, which occur when a threat is perceived.  The changes are 

meant to prepare the body to fight the stressor, or to flee and thus escape the stressor.  

The body’s response to stress developed against genuine threats that risked survival.  

However, this response is activated with all types of threats, real or imagined 

(Larrivee, 2012; Seaward, 2006).  The stress response that is vital in the event of a true 

physical threat, is ineffective, and possibly dangerous, when dealing with threats of the 

mind (Larrivee, 2012; Seaward, 2006).  “It is perhaps ironic that the same fight-or-

flight response that was designed to help us in our evolution can now actually harm 

us” (Jacobs, 2001, p. 86).  Unnecessary activation of the stress response, in which it is 

not possible to fight or flee from the stressor, can wreak havoc on the systems of the 

body resulting in many health problems (Jacobs, 2001; Seaward, 2006; Selye, 1976). 

For example, hostility, an emotional and social stressor, has been linked to an 

increased risk of heart disease (Jacobs, 2001; Seaward, 2006). 

The work of Walter Cannon was continued in the 1950s by Hans Selye, the 

physician who coined the term stress and the one most notably associated with this 

concept (Jacobs, 2001).  Stress according to Selye (1976) may be defined as the 

nonspecific response of the body to any demand.  Selye distinguished between the 

causes of stress and the reactions to stress.  The causes of stress, or stressors, vary with 

different people, however the reaction to these stressors is basically the same for 
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everyone (Selye, 1976).  According to Selye (1976), the body experiences 

physiological signs and symptoms in response to stress, known as the General 

Adaptation Syndrome (GAS).  This syndrome includes three distinct stages: the alarm 

stage; the resistance stage; and the exhaustion stage.  The alarm stage is the initial 

response, when the brain recognizes stress and sends signals to the body in order to 

prepare itself to deal with the stress.  The resistance stage, also referred to as 

adaptation, is when the body attempts to return to its resting state of homeostasis.  The 

stage of exhaustion occurs if the stressor is severe or prolonged and the body is unable 

to adapt.  Selye (1976) believed that it was not important whether the stressor itself 

was pleasant or unpleasant, but rather the body’s response to the stressor.  

The early work of Selye (1976), first introduced the link between stress and 

disease.  His research proposed that although people face different stressors, their 

bodies respond with the same physiological changes involved in adaptation.  These 

physiological changes may result in disease if the body is unable to resist or adapt to 

the stress, thus weakening the body’s systems (Seaward, 2006; Selye, 1976).  It is 

estimated that between 75 and 85% of health-related problems are caused or 

exacerbated by stress (Seaward, 2006).  These health-related problems include 

physical illness, as well as mental illness.  The most infamous physical illness related 

to stress is heart disease, the leading cause of death in the United States (Seaward, 

2006).  The most notorious mental illness linked to stress is depression, which in turn 

may lead to suicide (McNamara, 2000).  “Suicide has been described as a failure in 

coping and the most extreme response to stress” (McNamara, 2000, p. 60).  It appears 
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that stress, or rather failure to cope with stress, may literally be a matter of life or 

death. 

Stress can be understood through three main models: a medical model; an 

environmental model; and a psychological model (McNamara, 2000).  The medical 

model is an approach taken by Cannon and Selye, focusing on the physiological 

effects of stress.  This model of stress is response-based, viewing stress as a 

physiological reaction to any demand (Lyon, 2000; Selye, 1976).  Although the 

medical model is accurate, it may be incomplete because it does not take into account 

one’s attitude, nor one’s surroundings (McNamara, 2000).  An environmental model 

emphasizes the experiences of one’s everyday life and does take into account one’s 

surroundings (Lyon, 2000).  This approach may best be understood by looking at 

inventories created by psychiatrists Holmes and Rahe, which calculated the level of 

stress individuals experienced based on their life events (Jacobs, 2001; Lyon, 2000).  

This model of stress is stimulus-based, viewing stress as a result of what happens 

when an individual experiences changes in life circumstances (Lyon, 2000).  A 

psychological model of stress is an approach proposed by Lazarus and Folkman 

(1984), which views cognitive functioning as being central to the stress process 

(Seaward, 2006).  Each of these models offers insight into the complicated 

relationship between humans and stress.  However, a more recent, comprehensive, and 

widely accepted approach to understanding stress is the transactional model, which 

views the effect of stress as being determined by many variables, including biological, 

environmental, and psychological (Larrivee, 2012; McNamara, 2000).  The 

transactional approach to stress is also considered a psychological model but one that 
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emphasizes the importance of the interaction between the environment, the 

individual’s cognitive appraisal, and coping strategies (Lazarus & Folkman, 1987). 

It is noteworthy to take a closer look at stress in terms of the specific effect it 

has on the individual.  According to the Center on the Developing Child at Harvard 

University (n.d.), it is essential to discriminate among three responses to stress: 

positive; tolerable; and toxic.  These terms do not refer to the stressful event, but rather 

to the effects of the stress response on the body.  Positive stress is a normal part of 

development, resulting in mild elevations of hormones and a brief increase in heart 

rate.  Tolerable stress activates the body’s response to a greater degree, but if it is 

buffered by support, the body recovers.  Toxic stress is defined as strong or frequent 

adversity without adequate support that results in a prolonged activation of the stress 

response.  Toxic stress, whether from traumatic events or persistent exposure to less 

severe adversity, is considered to be a risk factor associated with several negative 

health and behavioral outcomes, including stress-related disease and cognitive 

impairment (Center on the Developing Child, n.d.; Shern, Blanch, & Steverman, 

2016).       

It is recognized that stress is an inevitable part of life and that what makes the 

difference in one’s health and well-being is how people cope with it (Lazarus & 

Folkman, 1984).  Lazarus and Folkman (1984) define coping as constantly changing 

cognitive and behavioral efforts to manage demands that are appraised as taxing to the 

individual.  Coping may serve either to alter the problem causing the stress, or to 

regulate the emotional response to the problem.  The former is referred to as problem-

focused coping, and the latter as emotion-focused coping (Lazarus & Folkman, 1984).  
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Lazarus and Folkman’s (1984) stress and coping framework indicates that stress can 

be prevented by identifying and alleviating the causes of stress, or can be managed by 

targeting undesirable thoughts and emotions aroused by the stress (Bond & Bunce, 

2000).  Although it may be easy to identify the stressors in one’s life, it is not always 

possible to stop them from occurring.  For example, a person may be able to identify 

work as a stressor and yet not be able to change the source of that stress.  Thus, it is 

critical that we learn how to cope by directing attention to managing the undesirable 

thoughts and emotions provoked by the unavoidable stress of life. 

Selye (1976) was also one of the first to realize the importance of stress 

management as a way of preventing stress-related illness.  His research created the 

framework for the use of relaxation techniques that have the potential to interrupt the 

stress response, thus reducing an individual’s susceptibility to disease (Larrivee, 2012; 

Seaward, 2006).  The effectiveness of these techniques depends on their ability to 

elicit the relaxation response, a phrase coined by Herbert Benson (1975) to describe 

physiological changes, including lowered heart and respiratory rates, essentially the 

opposite of the stress response.  Practicing simple techniques for stress management 

such as meditation can elicit a state in which breathing, pulse, and blood pressure are 

decreased (Richards, 2012).  Regularly eliciting the relaxation response may be an 

effective way of preventing the many ills associated with stress (Benson, Kotch, 

Crassweller, & Greenwood, 1977).  Effective stress management techniques are 

critical to counteract the harmful effects of the current epidemic of stress. 

Reading, writing, arithmetic, and stress.  Schools are not immune to the 

stress currently plaguing our country, nor the detrimental effects that accompany it.  
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Harmful stress is spreading through our school systems, impacting both students and 

teachers, and changing the nature of learning in the 21st century (Albrecht, Albrecht, & 

Cohen, 2012; Soloway, Poulin, & Mackenzie, 2011).  Instead of providing a space to 

explore and learn through curiosity and creativity, schools, as a source of stress, are 

hindering personal growth and development (Gouda, Luong, Schmidt, & Bauer, 

2016).  Schools increasingly exert pressure on students and teachers to perform, 

negatively affecting their mental health, as well as the ability to reach their full 

potential (Gouda et al., 2016).  Educational reforms, including high-stakes testing and 

the resulting increase in competitive environments, have contributed to the stress 

experienced in schools (Broderick & Metz, 2009).  “Although a great deal of attention 

has spotlighted students’ development, there has been little to focus on teachers’ own 

development despite evidence that teachers make important contributions to desirable 

classroom and student outcomes” (Jennings & Greenberg, 2009, p. 496).  Focusing on 

teacher well-being may counteract the adverse effects of teacher stress on classroom 

management, classroom climate, and teacher-student relationships (Jennings & 

Greenberg, 2009). 

The challenging work of teachers.  The Stress in America (APA, 2012) 

survey reports that issues related to work continue to be the most commonly 

mentioned stressors for adults with 70% of American adults reporting job stress as 

their top source of substantial stress.  Studies show that work as a primary cause of 

stress for adults has steadily increased over the last few decades (Fink, 2016).  Work-

related stress problems inflict a significant health and economic burden to the 

employee and the organization (Gordon, Shonin, Zangeneh, & Griffiths, 2014).  The 
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impact of stress in the workplace is estimated to cost American businesses up to $300 

billion a year (Fink, 2016).  The financial cost, however, is only part of the troubling 

picture of stress in the workplace.  Increased levels of job stress have been associated 

with increased rates of hypertension, heart attack, obesity, anxiety, depression, and 

addiction (Fink, 2016).  Work-related stress is a substantial problem today; however, 

some jobs are inherently more stressful than others, including the job of educating our 

nation’s youth (Kyriacou, 2001, 2011). 

Although teaching may be considered a noble and rewarding profession, 

teachers may be particularly vulnerable to work-related stressors due in large part to 

the emotional work inherent in teaching.  In fact, teaching is categorized as a high-

stress profession (Kyriacou, 2011; Larrivee, 2012).  This point was supported by 

Johnson and colleagues (2005) in a study designed to compare the experience of stress 

across a diverse set of occupations.  Of the 26 occupations included in the research, 

teachers were among the top six reported, along with police, ambulance, social 

services, call centers, and prison officers.  Results from this study found teaching to be 

one of the most stressful occupations regarding physical and psychological well-being, 

as well as having the lowest level of job satisfaction (Johnson, Cooper, Cartwright, 

Donald, Taylor, & Millet, 2005).  The ranking of teaching as a stressful occupation is 

consistent with general belief and existing research.  

Kyriacou (2001, 2011) defines teacher stress as the experience of negative 

emotions, such as anger and frustration, resulting from work as a teacher.  When 

teachers lack the ability to handle the challenges of the classroom, they experience 

stress (Jennings & Greenberg, 2009).  Teacher stress has been the focus of research 
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and concern for decades and in recent years, several studies have suggested there has 

been a significant increase in stress among teachers (Anderson, Levinson, Barker, & 

Kiewra, 1999; Franco, Manas, Cangas, Moreno, & Gallego, 2010; Skinner & Beers, 

2016).  The MetLife Survey of the American Teacher (2012) found that 59% of 

teachers reported being under great stress at least several days a week, an increase 

from 35% in 1985.  This survey also found a decrease in teachers’ job satisfaction 

from 62% in 2008 to 39% in 2012.  These findings are consistent with a recent Gallup 

(2014) survey in which 46% of K-12 teachers reported high daily stress.  Another 

recent poll of more than 30,000 teachers in the United States, the Quality of Life 

survey indicated that most teachers reported high levels of stress (American 

Federation of Teachers, 2015).  

The high levels of stress experienced by teachers has been linked to a 

phenomenon known as burnout, a state of physical and emotional exhaustion 

(Jennings & Greenberg, 2009; Larrivee, 2012; Roeser et al., 2013).  According to 

Kyriacou (2011), burnout is often revealed as a lack of enthusiasm for teaching, and 

the development of an overall cynical attitude.  The concept of burnout, coined by 

Herbert Freudenberger (1974), is a syndrome that initially appeared in research on 

human services and healthcare in the 1970s (Chang, 2009; Farber, 1991; Larrivee, 

2012).  Freudenberger (1974), a clinical psychologist, believed that people who were 

dedicated and committed were more prone to burnout (Chang, 2009; Farber, 1991).  

Research on burnout in teachers emerged in the 1980s, and since then, the concept of 

burnout is used in connection with teachers more than any other profession (Larrivee, 

2012).  Schools must address the fact that teachers are prime candidates for stress and 
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burnout because the individual and societal costs are too high to ignore (Jennings, 

2015; Oberle & Schonert-Reichl, 2016; Richards, 2012).  

According to Richards (2012), the circumstances that cause teachers stress are 

largely beyond their control.  Many of the stressful issues that teachers face are 

complex and have a long history (Flook, Goldberg, Pinger, Bonus, & Davidson, 

2013).  Although it has not always been recognized, teacher stress has existed as long 

as teaching (Farber, 1991).  Research identifying the anxieties of teaching began 

appearing in the 1960s; however, it was not until the 1970s that studies referred 

directly to teacher stress (Kyriacou, 2001).  During the 1980s, the number of studies 

grew quickly, and by the end of the 1990s, the literature on teacher stress had become 

vast (Kyriacou, 2001).  Teaching in the 21st century has brought even more complex 

issues and research must continue to investigate the causes, effects, and management 

of teacher stress. 

Drury and Baer (2011) believe that two factors in particular have caused 

teaching to become more stressful since the 1950s: the growing diversity and 

inclusiveness of our nation’s schools; and the influence of the standards-based reform 

movement.  The former emphasizes assessment of students and accountability of 

teachers, creating a stressful school environment.  The latter challenges teachers to 

meet the needs of all students despite language barriers and lack of training.  Diversity 

and inclusiveness, although a positive undertaking, creates challenges for the 

American public school teacher.  Teachers facing students’ multicultural backgrounds 

often struggle with barriers to communication, and the inclusion of students with 

disabilities further contributes to the diversity challenge in schools.  For example, a 
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teacher who finds it difficult to accommodate their students’ needs in the classroom 

may experience frustration.  Adding to this diversity and inclusion is the range of 

academic abilities and varying achievement levels of the students that teachers face in 

their classrooms.  The emphasis on standards and accountability, although an effort to 

improve the quality of schools, has been regarded as more of an obstacle than a 

support for effective teaching (Drury & Baer, 2011).  This educational reform, with its 

focus on assessment, has resulted in teachers teaching to the test and being held 

accountable when their students fail despite the economic, social, and emotional 

factors influencing outcomes (Drury & Baer, 2011).  Upon reflecting on these 

statements, it seems that our schools, in an effort to be more inclusive and competitive, 

have created a system where teachers are overwhelmed and students suffer the 

consequences. 

Teaching has always been considered a complicated and challenging 

occupation, even before the changes of the current era (Drury & Baer, 2011).  

Characteristics inherent in the field of teaching that increase the risk of stress and 

burnout include challenges working with students, scarce resources available, sense of 

isolation, and lack of support (Hartwick & Kang, 2013; Kyriacou, 2011; Larrivee, 

2012; Roeser et al., 2013).  Causes of stress recently added to the demands faced by 

teachers include budget cuts, crowded classrooms, heavy workloads, accountability 

challenges, increased student performance expectations, high stakes testing pressures, 

job insecurity, and school violence (Hartwick & Kang, 2013; Oberle, & Schonert-

Reichl, 2016; Richards, 2012).  “The only power stressed teachers have is their choice 

of coping strategies as suggested by teachers who are managing to cope and even 
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thrive in these challenging times” (Richards, 2012, p. 30).  Teachers cannot change 

poverty, the level of support, the number of students, or the availability of resources 

(Richards, 2012).  Teachers can change how they choose to cope with these 

challenges, especially if they are supported with effective coping strategies (Richards, 

2012). 

Teaching in the 21st century requires knowledge and skills for which many 

teachers are not prepared.  Teachers today not only have the vital task of nurturing 

children’s academic learning, but also their social-emotional well-being (Flook et al., 

2013).  Teachers are now expected to be aware of the emotional issues students face 

and are required to have the strategies to deal with them (Napoli, 2004; Napoli, Krech, 

& Holley, 2005).  The emotional work required for a teacher is significant compared 

to other professions, adding to the risk of stress and burnout (Hargreaves, 1998; 

Chang, 2009).  This work can be challenging, especially if students have motivational 

or behavioral issues (Skinner & Beers, 2016).  The increase in diagnoses of learning 

disorders, anxiety, depression, and other stress-related disorders among students place 

more demands on teachers’ knowledge and skills. (Napoli et al., 2005; Rempel, 2012).  

According to Chang (2009), the connection between teachers’ emotions and 

stress has long been overlooked.  A decade earlier, Hargreaves (1998) also discussed 

the importance of understanding the emotional practice of teaching, acknowledging 

the significance of emotions for professional competencies, educational reform, and 

the outcomes in schools.  Teachers need to be able to understand, manage, and express 

their emotions with effective strategies, or they are more at risk of stress (Chang, 

2009; Larrivee, 2012).  A substantial cause of stress for teachers is emotionally 
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charged relationships with their students (Brouwers & Tomic, 2000; Jennings & 

Greenberg, 2009).  The ability to regulate emotions is important because teachers 

cannot leave the classroom to calm down when experiencing stress (Roeser, Skinner, 

Beers, & Jennings, 2012).  When strong emotions arise in the classroom, it is critical 

for teachers to be able to remain calm and set the tone for the classroom.  Teachers 

who are able to utilize skills to regulate their emotions become role models for their 

students (Larrivee, 2012).  Many students themselves lack emotion regulation skills 

and therefore look to their teachers to model appropriate and effective stress 

management strategies (Jennings & Greenberg, 2009; Larrivee, 2012).  Teachers 

influence their students not only by what and how they teach but also by how they 

model emotional and social concepts, including stress management (Jennings & 

Greenberg, 2009).  

Teaching is also challenging because of the task of educating students while 

concurrently managing disruptive behaviors that may occur in the classroom (Black & 

Fernando, 2014).  It is critical that teachers deal effectively with disruptive behaviors 

in order to reach instructional goals (Brouwers & Tomic, 2000).  Most research has 

viewed student behavior and problems with classroom management as the cause of 

teacher burnout; however, the reverse relationship may also be true (Oberle, & 

Schonert-Reichl, 2016).  A vicious cycle may be created of student behavior problems 

causing teacher stress, with increased teacher stress causing poor classroom 

management and, thus, behavior problems (Jennings & Greenberg, 2009).  Chang 

(2009) argues that understanding teachers’ beliefs about disruptive student behaviors 

may provide insight into the relationship between these behaviors and teacher stress.  
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Whether stress and burnout is being triggered by factors inside or outside of the 

classroom, the detrimental effects are the same (Farber, 1991). 

Teacher stress and burnout is associated with a collection of harmful personal 

and professional outcomes.  The dysfunctional effects of stress and burnout touch 

every aspect of a teacher’s life (Farber, 1991).  Personally, teachers are susceptible to 

the same significant physical and emotional health risks as other adults, including 

heart disease and depression (Gouda et al., 2016; Roeser et al., 2013).  Professionally, 

stress and burnout may lead to an increase in health care costs associated with illness, 

and adverse effects on job performance including disengagement and ineffective 

teaching (Jennings & Greenberg, 2009; Roeser et al., 2013).  The fact that more 

teachers report leaving the teaching profession due to frustration and dissatisfaction 

than retirement has led educators to seek a better understanding of stress and the best 

ways to manage it (Hartwick & Kang, 2013; Larrivee, 2012).  

More than ever, teachers are succumbing to burnout and choosing to leave the 

profession at alarming rates.  Excessive work demands coupled with the 

emotional investment required render teachers highly susceptible to burnout if 

they do not develop the tools necessary to stay on the path of continual 

renewal. (Larrivee, 2012, p. 16) 

Concern for the effects of stress in the lives of our nation’s teachers cannot be 

ignored with approximately half a million United States teachers leaving the 

profession each year (Richards, 2012).  Approximately 50% of new teachers leave the 

profession after only five years (Jennings, 2015).  Apparently stress not only has a 

negative impact on the health of individual teachers, but also adversely affects the 
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teaching profession as a whole through high turnover and attrition rates, resulting in 

teacher shortages (Chang, 2009; Gold, Smith, Hopper, Herne, Tansey, & Hulland, 

2010).  “Teacher stress and the resulting attrition are serious problems that negatively 

impact the quality of education…” (Jennings et al., 2017, p. 2).  The shortage of 

teachers not only causes a staffing problem in schools but may also degrade the 

quality of instruction in the classroom (Chang, 2009; Hartwick & Kang, 2013).  The 

National Commission on Teaching and America’s Future (2007), estimates that the 

cost of teacher turnover is more than $7.3 billion a year.  These alarming statistics 

make it apparent that addressing teacher stress remains a significant challenge in 

education (Anderson et al., 1999; Flook et al., 2013).  

Teachers who are suffering from burnout are more likely to distance 

themselves, accomplish less, and feel depressed, hopeless, and powerless (Richards, 

2012).  “Teachers operating under high levels of stress for significant periods of time 

can develop burnout characteristics including less sympathy towards students, reduced 

tolerance of students, failure to prepare lessons adequately and a lack of commitment 

to the teaching profession” (Dorman, 2003, p. 35).  Unfortunately, when teachers 

suffer, so do their students.  Teacher stress and burnout decreases creativity and 

productivity, threatens teacher-student relationships, classroom climate, and student 

outcomes (Jennings & Greenberg, 2009; Mindful Schools, n.d.).  “It is conceivable 

that teachers’ occupational stress, emotional exhaustion, and feelings of 

depersonalization from students affect their ways of interacting with students, and 

contribute to less positive and more stressful classroom environments” (Oberle, & 

Schonert-Reichl, 2016, p. 31).  This notion of teacher stress contributing to a stressful 
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classroom environment is supported by evidence-based research.  For example, a 

study in 2011, involving 406 elementary students and their classroom teachers from 13 

public schools in Canada, was the first to investigate a link between teacher stress and 

student stress (Oberle, & Schonert-Reichl, 2016).  Teachers’ level of burnout was 

measured, along with students’ salivary cortisol, a biological indicator of stress, with 

results suggesting that teachers’ stress is linked to their students’ physiological stress 

response (Oberle, & Schonert-Reichl, 2016).  This study signifies the importance of 

investigating the potential effects of reducing teacher stress on teaching efficacy, 

classroom climate, and student outcomes (Roeser et al., 2013).  Researchers have 

theorized the existence of a cyclic relationship in which teacher and student stress is 

connected in the classroom (Oberle & Schonert-Reichl, 2016). 

Although there is an abundant amount of evidence documenting the high level 

and causes of stress among teachers, an understanding of the damaging effects of 

stress and burnout on teachers’ well-being and teaching ability is just beginning to be 

recognized and addressed (Jennings et al., 2017; Montgomery & Rupp, 2005; Roeser 

et al., 2013).  It is important to address teacher stress and stress management, 

especially in light of the potentially negative effects on absenteeism, professionalism, 

performance, and overall educational experience of students (Anderson et al., 1999).   

In the long run, reducing teacher stress and burnout may reduce costs 

associated with teacher absenteeism, turnover, and health care, as well as lead 

to gains in classroom interaction quality and supportive teacher-student 

relationships that promote student positive social and emotional and academic 

development. (Jennings et al., 2017, p. 16)  
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The personal, societal, and financial costs associated with teacher stress are too high to 

ignore (Flook et al., 2013).  Helping teachers manage stress is likely to have a positive 

impact on their personal well-being and effectiveness in the classroom, as well as on 

student learning and well-being (Flook et al., 2013). 

Currently, little is done in the way of teacher education or professional 

development to prepare teachers for the demands of teaching.  Teacher education 

usually focuses on content and pedagogy, ignoring the social and emotional demands 

of teaching (Jennings, 2015).  Although stress is prevalent in education today, 

effective stress management programs to address the challenges teachers face are rare 

(Anderson et al., 1999; Flook et al., 2013; Jennings, Frank, Snowberg, Coccia, & 

Greenberg, 2013; Meiklejohn et al., 2012).  Teacher preparation programs must begin 

to pay attention to helping candidates develop techniques to cope with the stress of 

teaching (Prilleltensky, Neff, & Bessell, 2016).  Programs and policies need to pay 

more attention to the teachers in school settings who create the climate for students 

(Schonert-Reichl & Roeser, 2016).  “It is true that ‘children are our future’, but 

teachers lead the way.  For the good of our students as well as our society, the subject 

of teacher stress deserves our attention and support” (Richards, 2012, p. 312).  There 

is a need for better ways for schools to train and support their teachers, including the 

need for effective stress management programs.  Managing teacher stress is part of a 

formula for promoting a healthy classroom environment (Flook et al., 2013). 

Developing and implementing tools to promote a healthy classroom 

environment includes programs to help teachers manage stress (Flook et al., 2013; 

Winzelberg & Luskin, 1999).  There are several components to consider when 
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creating effective stress management programs for teachers (Winzelberg & Luskin, 

1999).  Due to the lack of resources available to schools, including both time and 

money, programs must be cost-effective, along with being simple and easy to use.  

Another factor to consider is that most teachers work in isolation; therefore, a self-help 

component is needed.  Finally, programs may be more effective at focusing on 

reducing the reactivity of teachers to stress, than on restructuring schools.  A cost-

effective, simple approach to reducing teachers’ stress reactivity and promoting well-

being is through practicing mindfulness (Brown, Ryan, & Creswell, 2007; Carmody & 

Baer, 2008).  Mindfulness training programs for teachers, by cultivating mindfulness 

and its application to stress management, represents an emerging form of teacher 

training and professional development (Roeser et al., 2012).  Mindfulness-based 

programs are aimed at helping teachers manage stress and improve teaching and 

student learning by creating a calm, caring classroom where students can thrive 

academically, socially, and emotionally (Jennings, 2015).  

 

Mindfulness: Paying Attention in the 21st Century 

Margaret Cullen (2011) views mindfulness as “an antidote to the disease of 

twenty-first century life and its attendant and ever increasing pull toward multi-tasking 

and 24/7 connectivity” (p. 189).  Mindfulness, an attention-related construct, has 

recently prompted great theoretical and practical interest (Brown et al., 2007).  

Researchers, as well as the general public, are curious in determining if mindfulness 

can be cultivated and if this cultivation leads to well-being (Shapiro, Oman, Thoresen, 

Plante & Flinders, 2008).  Curiosity about mindfulness is apparent today with a 

Google search yielding 51,000,000 results, and a Google Scholar search resulting in 
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another 263,000.  New books on the subject appear regularly, and research articles can 

be found in many peer-reviewed journals that report the latest findings demonstrating 

beneficial effects (Zack, Saekow, Kelly, & Radke, 2014).  Many higher education 

institutions are currently developing and offering undergraduate and graduate 

programs on mindfulness including top research institutions such as, Brown, Harvard, 

and Princeton (Masters in Psychology Guide, n.d.).  The popular media also reports on 

mindfulness including a special edition of Time magazine, and an episode of 60 

Minutes dedicated to the topic (Brown, et al., 2007).  There are websites, workshops, 

courses, speakers, and retreats dedicated to mindfulness (Zack, et al., 2014).  Software 

applications have even been designed to download mindfulness apps onto tablets and 

smartphones (Plaza, Demarzo, Herrera-Mercadal, & Garcia-Campayo, 2013). 

Mindfulness has had tremendous growth in a number of areas, including 

medicine, psychology, neuroscience, business, sports, the military, and education 

(Meiklejohn et al., 2012; Singh, Lancioni, Winton, Karazsia, & Singh, 2013).  

Mindfulness is transforming the American workplace with many companies including 

General Mills, Ford, Target, Google, and other Fortune 500 companies promoting 

mindfulness practices among their employees (Gelles, 2015; Rechtschaffen, 2014).  

Salesforce, one of the world’s fastest growing software companies, recently opened its 

new office with a “mindfulness zone” where employees can meditate (Rechtschaffen, 

2014).  Chase Bank has created a center for “mindful spending” (Rechtschaffen, 

2014).  Mindfulness has been brought into the Olympic Games, and has even made its 

way on to Capitol Hill with Congressman Tim Ryan advocating for the practice in his 

district (Rechtschaffen, 2014). 
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Medical and psychological research on the topic of mindfulness has grown 

exponentially over the past two decades (Brown et al., 2007).  There is a wealth of 

evidence-based research suggesting that mindfulness affects cognition, emotions, 

behavior, and physiology in positive ways (Good et al., 2016; Rechtschaffen, 2014).  

The number of clinical sites offering mindfulness-based interventions to help clients 

and patients with a variety of physical, psychological, and social ills has increased 

dramatically across the country, and around the globe (Baer, 2003).  Mindfulness-

based interventions have moved progressively through three large institutional 

cultures: health care, mental health, and education (Mindful Schools, n.d.).  

Mindfulness has been revealed as the remedy for everything from attention deficit 

hyperactivity disorder to chronic pain and depression (Rechtschaffen, 2014).  It 

appears that as a result of the work generated by research, mindfulness has become an 

accepted intervention within the scientific realm, as well as a popular mode throughout 

the lay world. 

But what exactly is mindfulness?  Where did the concept originate?  Is it 

something we are born with or something we can learn? And what is its relevance to 

education in the 21st century? 

Conceptual and Historical Overview of Mindfulness 

Defining mindfulness.  “Mindfulness is extremely difficult to define in words 

– not because it is complex, but because it is too simple and open” (Gunaratana, 2002, 

p. 141).  The concept of mindfulness can be found in historical Buddhist scriptures 

dating back 2,500 years (Chiesa, 2012; Gunaratana, 2002).  The term mindfulness is 

the English translation of the Pali word sati, meaning bare attention (Carmody, 2015; 
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Chiesa, 2012; Gunaratana, 2011; Gethin, 2011).  It was first translated in 1881 by 

Rhys Davis, one of the pioneers of the Western study of Pali, or ancient Buddhist texts 

(Gethin, 2011, 2015).  Along with attention, sati connotes awareness and remembering 

(Siegal, Germer, & Olendzki, 2009).  Inherent problems exist in translating a concept 

from Buddhist religion to secular science, and different understandings of mindfulness 

may reflect deep cultural differences in Buddhist philosophy and Western science; the 

former valuing subjective experience and the latter valuing objective experience 

(Carmody, 2015; Grossman & Van Dam, 2011).  

Various authors have endeavored to create an operational definition of 

mindfulness.  The concept appears to be evolving as authors attempt to describe it 

within a contemporary framework, while at the same time honoring its roots.  

Characteristics beyond sati have evolved in defining mindfulness including 

nonjudgment, acceptance, and compassion (Siegal et al., 2009).  Nyanaponika Thera’s 

(1968) definition of mindfulness, the initial awareness of what is actually happening to 

us and in us at the moment of perception, appears to have had the most influence on 

modern interpretations (Begley, 2007; Brown & Ryan, 2003; Gethin, 2011).  Since 

then, mindfulness definitions have been developed by a number of authors including 

Thich Nhat Hanh (1976) who defines mindfulness as keeping one’s consciousness 

alive to the present reality, and Bhante Gunaratana (2011) who defines mindfulness as 

a way of seeing reality exactly as it is without judgment, observing everything as if it 

was occurring for the first time.  Conceivably, the most often cited definition is Jon 

Kabat-Zinn’s (1991), intentionally paying attention to the present moment without 

judgment.  Some authors have expanded on Kabat-Zinn’s definition including Langer 
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and Moldoveanu (2000) who include the idea of noticing new things as a way to be 

engaged in the present moment. 

Mindfulness has also been regarded as a multifaceted construct, with more 

than one component or aspect.  Bishop and colleagues (2004) describe mindfulness 

using a two component model, self-regulation of attention and an open acceptance.  

This model suggests that mindfulness is the awareness that arises through attending in 

an open and accepting way to whatever is arising in the present moment (Bishop et al., 

2004).  Shapiro and colleagues include three aspects of mindfulness: intention, 

attention, and attitude (Shapiro, Carlson, Astin & Freedman, 2006).  This model 

proposes that mindfulness means to bring awareness to the present moment in a 

conscious and accepting way.  Although the modern definitions of mindfulness vary 

slightly based on the author, there is general agreement of defining mindfulness as 

paying attention to the present moment with an acceptance of our experiences (Chiesa, 

2012; Brown & Ryan, 2003; Brown et al., 2007; Creswell & Lindsay, 2014).  The 

definition of mindfulness that will be used for this research study is Kabat-Zinn’s 

(1994) “paying attention in a particular way: on purpose, in the present moment, and 

nonjudgmentally” (p. 4).  

Typically traditional Buddhist texts refer to mindfulness as a practice or state, 

yet the modern Western trend is to define mindfulness as a trait (Grossman & Van 

Dam, 2011). Mindfulness however, may be considered a state, as well as a trait 

(Olson, 2014; Jennings, 2015).  The state-like effects of mindfulness refer to the 

changes that occur while engaged in a mindfulness-based practice, whereas the trait-

like changes occur gradually over time as a consequence of sustained practice 
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(Treadway & Lazar, 2009).  The state of mindfulness is being aware of the present 

moment with acceptance; the trait of mindfulness is an ongoing mindful state or 

disposition.  The disposition to be mindful can occur independently of formal 

mindfulness training (Brown et al., 2007).  However, the possibility exists that 

repeated mindfulness training (state) could allow for increases in one’s dispositional 

(trait) levels of mindfulness (Chiesa, 2012).  The idea that mindfulness is an inherent 

human capacity or trait that can be enhanced through practice is supported by several 

researchers (Albrecht et al., 2012; Brown & Ryan, 2003; Kabat-Zinn, 2003; 

Meiklejohn et al., 2012; Rechtschaffen, 2014).  There also seems to be a general 

understanding that the quality of mindfulness is distinct from the practices that help 

support it.  The practice refers to the time spent engaging in techniques such as 

meditation, to support mindfulness, whereas the outcome is the state or trait of 

mindfulness (Bluth & Blanton, 2013).  Mindfulness may be viewed as an innate 

disposition that slowly disappears with the chaos of life.  Mindfulness training is really 

just a re-training of what has always been present. 

The origins of mindfulness.  The concept of mindfulness has roots in 

Buddhism, a spiritual tradition that is at least 2,500 years old, where attention and 

awareness are actively cultivated (Brown & Ryan, 2003; Carmody, 2015; Kabat-Zinn, 

1982).  Mindfulness is one of the elements of the “Eightfold Path”, which was taught 

by the historical Buddha as a means to awakening (Chiesa, 2012).  In traditional 

Buddhism, the root of human suffering is our ignorance of moment-to-moment 

experiences, and the goal of sati is the reduction of this suffering through mindfulness 

(Carmody, 2009, 2015; Gethin, 2011; Gunaratana, 2011; Siegal et al., 2009).  
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Buddhists view suffering as a condition of the mind; a set of mental habits that one 

can learn to control through mindfulness training (Gunaratana, 2011).  The classic 

Buddhist method for developing mindfulness is through meditation, a set of cognitive 

exercises to train attention with the goal of becoming fully aware of the present 

moment and adopting an acceptance of one’s experiences (Carmody, 2015; Chiesa, 

2012; Greenberg & Harris, 2011; Grossman & Van Dam, 2011; Gunaratana, 2011).  

The integration of mindfulness into Western society can be traced back to the 

growth of Buddhism in America during the 1960s (Keng, Smoski & Robins, 2011).  

Investigation and experimentation play an important part in both traditional Buddhism 

and modern science as a way to understand reality through the discovery of knowledge 

(Kabat-Zinn, 2011).  Recognition of the common goal that Buddhism and medicine 

each have in reducing suffering helped to pave the way for the entry of mindfulness 

into Western disciplines (Carmody, 2015).  This common goal is apparent when 

considering the following principles shared by Eastern philosophy and Western 

practice.  According to the 14th Dalai Lama, the main principle of morality in 

Buddhism is to help others or to at least do no harm (Kabat-Zinn, 2011).  Kabat-Zinn 

(2011) equates this Buddhist principle to the vow that Western doctors take, called the 

Hippocratic Oath which clearly states “first do no harm.” Mindfulness practices, 

although originating from Buddhist traditions, offer universal applications not 

connected to philosophy or religion (Kabat-Zinn, 1991).  Western teachers of 

mindfulness have adapted traditional practices into a secular discipline for the many 

potential benefits that paying attention to the present moment may provide 

(Meiklejohn et al., 2012). 
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The miracle of mindfulness.  The ability to be mindful or fully present may 

be considered a miracle in light of the fast-paced world we live in today.  

“Mindfulness is the miracle by which we master and restore ourselves” (Hanh, 1976, 

p. 14).  The moments people tend to value most are those in which they are fully 

present, the moments of mindfulness (Siegal et al., 2009).  The ability to be present or 

aware of our everyday experiences is what makes us human and is a powerful 

predictor of positive well-being (Siegal et al., 2009).  The central goal of mindfulness 

practice is to cultivate awareness and acceptance of one’s relationship to one’s present 

moment experience (Greenberg & Harris, 2011; Metz, Frank, Reibel, Cantrell, 

Sanders, & Broderick, 2013).  Most humans are only able to be fully aware, or 

mindful, for brief periods of time (Siegal et al., 2009).  We have the tendency to either 

live in the future with hopes and fears about what has not happened yet, or to live in 

the past, remembering and dwelling on things that happened before, as well as making 

judgments about our everyday experiences (Brown, Marquis, & Guiffrida, 2013; 

Huppert & Johnson, 2010; Kabat-Zinn, 2011).  Mindfulness practice helps us to focus 

on and accept the present moment, release our worries about the future and regrets 

about the past (Rogers & Maytan, 2012).  A sense of calm arises from not judging but 

simply accepting the experience as it is (Huppert & Johnson, 2010).  “Mindfulness 

invites us back to the preciousness of the present moment” (Rechtschaffen, 2014, p. 

7).  

Mindfulness is a form of mental discipline that helps reduce a person’s 

tendency to react to thoughts, emotions, and sensations in ways that typically lead to 

stress by promoting an acceptance of these experiences (Brown et al., 2013; Metz et 
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al., 2013).  The intent is not to get rid of thoughts, emotions, and sensations, but to 

cultivate an awareness of these experiences with nonjudgmental acceptance.  

Mindfulness provides the opportunity to recognize that thoughts, emotions, and 

sensations are temporary events and because of this we can choose to give up 

attachments to them without the need to change or be changed by them (Brown et al., 

2013; Metz et al., 2013).  This recognition helps reduce the stress associated with 

negative thoughts, emotions, and sensations.  Mindfulness supports an acceptance of 

the present moment and an understanding that it is our response or reaction to these 

moments that count. 

Individuals who practice mindfulness have a higher capacity to handle stress 

without experiencing negative psychological and physiological outcomes (Ciesla, 

Reilly, Dickson, Emanuel & Updegraff, 2012).   Practicing mindfulness helps by 

increasing self-awareness and recognition of stress symptoms, decreasing reactivity 

and increasing responsiveness, leading to a reduction in the body’s stress reaction 

(Jones, Bouffard, & Weissbourd, 2013; Meiklejohn et al., 2012).  Mindfulness leads to 

a healthier way of dealing with stress by helping the individual to respond rather than 

react to it.  This simple shift from mindless reaction to mindful response can promote 

resilience against stress (Kabat-Zinn, 1991).  Mindfulness helps individuals 

understand how thoughts, emotions and behaviors are interrelated and impact overall 

well-being (Rogers & Maytan, 2012; Wolever, et al., 2012).  It is through a greater 

understanding of the relationship between mind, body, emotions, and behavior that 

mindfulness works, ultimately leading to overall well-being.  
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The hallmark of mindfulness is a shift in one’s perspective, termed 

“reperceiving” by Shapiro and colleagues (Shapiro et al., 2006).  Reperceiving allows 

an individual to realize that the thoughts, emotions, stress, or pain that they are 

experiencing are not them.  Reperceiving allows us to see the present situation as it is 

and to respond accordingly, instead of reacting automatically to thoughts, emotions, 

and behaviors triggered by prior habit (Shapiro et al., 2006).  Mindfulness practice 

helps individuals to respond more mindfully to any kind of situation rather than 

reacting in an automatic way (Kabat-Zinn, 2011).  Reperceiving may lead to 

additional mechanisms that in turn contribute to the positive outcomes produced by 

mindfulness practice, including self-regulation (Shapiro et al., 2006).  Self-regulation 

refers to the ability to control one’s own thoughts, emotions, and behaviors (Tang & 

Posner, 2015).  

Ellen Langer (1989), professor of psychology at Harvard University, describes 

the concept of mindfulness as being the opposite of mindlessness.  Most of the time 

we get caught up in our experiences and react automatically, or mindlessly (Huppert & 

Johnson, 2010).  According to Langer, the consequences of mindlessness range from 

trivial to tragic, affecting our self-image, our attitudes, our choices, and our overall 

potential.  Mindlessness can show up as the direct cause of human error in complex 

situations, of prejudice and stereotyping, and of the anxiety and boredom that 

characterize many lives (Langer & Moldoveanu, 2000).  A root of mindlessness is 

what Langer (1989) refers to as premature cognitive commitment, referring to forming 

a belief when we first encounter something and then clinging to it when we 

reencounter that same thing.  Mindlessness occurs when we rely on categories we 
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made in the past, becoming blind to the fact that these categories are just constructs or 

ideas (Langer, 1989).  This type of outlook perpetuates mindlessness because it limits 

us.  Mindfulness practices may provide a means of decreasing cognitive rigidity, thus 

leading to the cultivation of what several authors have termed a beginner’s mind 

(Greenberg, Reiner & Meiran, 2012; Kabat-Zinn, 1991; Suzuki, 1995).  Shunryu 

Suzuki (1995) defines a beginner’s mind as one that “is empty, free of the habits of the 

expert, ready to accept, to doubt, and open to all the possibilities” (p. 8).  A beginner’s 

mind, one that is willing to see everything as if for the first time, reminds us of the 

fullness of the present moment and thus the fullness of life (Kabat-Zinn, 1991). 

Mindfulness-Based Practices and Interventions 

Mindfulness, or the ability to pay attention, may be cultivated through practice 

or training.  Exercises designed to develop mindfulness are known as mindfulness-

based practices (MBPs) (Baer, 2003; Hahn, 1976; Kabat-Zinn, 1991).  The methods 

involved in MBPs vary, and may include formal practices such as sitting or moving 

meditation, breathing techniques, yoga, body scans, journaling, and reflection, as well 

as informal mindful awareness activities such as mindfully walking and eating (Burke, 

2009; Jones et al., 2013; Meiklejohn et al., 2012; Siegal et al., 2009).  Mindfulness-

based practices all share the principle of mindfulness, not simply as the ability to pay 

attention, but as a tool that can cultivate well-being.  Mindfulness-based practices have 

shown promising results for both physical conditions involving the body and 

psychological conditions involving the mind.  Evidence exists that both healthy adults 

and clinical populations have demonstrated measurable benefits from mindfulness-

based practices, and that mindfulness can not only reduce one’s stress and stress-
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related symptoms, but can also improve one’s quality of life (Greeson, 2009; 

Meiklejohn et al., 2012). 

Clinical practices aimed at helping to cultivate mindfulness and its benefits are 

referred to as mindfulness-based interventions (MBIs).  Mindfulness-based 

interventions are alternative approaches that expand traditional treatments by offering 

new strategies to deal with and relieve physical and emotional stress, pain, and 

suffering (Jennings, 2015; Lee, Semple, Rosa & Miller, 2008).  Mindfulness-based 

interventions involve the deliberate training of attention as a central feature to promote 

awareness of thoughts, emotions, and sensations as they occur moment to moment 

(Carmody, 2015; Metz et al., 2013).  The theory underlying MBIs is that they offer 

skills for restoring balance when strong thoughts, emotions, or sensations arise (Metz 

et al., 2013).  Mindfulness-based interventions teach participants how to reduce 

arousal through exercises designed to bring an acceptance to their cognitive, emotional 

and physical experiences (Zylowska et al., 2007).  Mindfulness-based interventions 

also teach individuals to monitor their reactions to emotional situations and to 

recognize when they need to calm down before responding. (Roeser et al., 2013).  

Mindfulness-based interventions include training that requires an engagement with 

present-moment experience, even if that experience is stressful.  Individuals learn to 

turn toward their physical or emotional pain, rather than away from it, potentially 

changing one’s relationship to the pain.  

Substantial research has demonstrated how mindfulness improves mental and 

physical health, including helping individuals interpret and respond to stress in a more 

positive way (Larrivee, 2012).  Practices and interventions that incorporate 
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mindfulness-based skills may have different goals and approaches, but they share a 

common focus of gaining self-awareness, developing attention, regulating emotions, 

and managing stress (Burke, 2009; Chadwick & Gelbar, 2016).  Two of the most 

common mindfulness-based interventions include mindfulness-based stress reduction 

and mindfulness-based cognitive therapy (Chiesa & Malinowski, 2011). 

Mindfulness-based stress reduction.  Mindfulness practice as a form of 

intervention for clinical problems began in 1979 at the University of Massachusetts 

(UMass) Medical Center with Jon Kabat-Zinn, a molecular biologist and student of 

Buddhism who developed Mindfulness-Based Stress Reduction (MBSR), the most 

frequently cited intervention designed to cultivate mindful skills and reduce stress 

(Baer, 2003; Burke, 2009; Cullen, 2011; Keng et al., 2011).  Kabat-Zinn’s intention 

was to see whether he could take the essence of Buddhist meditation practice and 

make it accessible to people through an outpatient stress reduction clinic for patients 

dealing with chronic pain and stress-related illness who were not responding well to 

traditional treatments (Baer, 2003; Kabat-Zinn, 2011).  

Mindfulness-based stress reduction is a standardized program in which 

participants attend weekly sessions focused on the cultivation of mindfulness through 

teaching three formal meditation practices: sitting meditation; body scan; and hatha 

yoga. (Chiesa & Serretti, 2009; Cullen, 2011; Kabat-Zinn, 1991).  Sitting meditation 

involves an attention on the breath and a nonjudgmental awareness of thoughts and 

feelings.  Body scan entails systematically focusing on each region of the body and 

bringing one’s attention to physical sensations without judgment.  Hatha yoga includes 

simple stretches and gentle movements to relax and strengthen the body.  The 
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mindfulness-based stress reduction program also encourages participants to engage in 

informal mindfulness practice by doing everyday activities such as eating, with full 

awareness of the present moment (Chiesa & Serretti, 2009; Cullen, 2011; Kabat-Zinn, 

1991).  Between 1979 and 2005, over sixteen thousand medical patients completed the 

MBSR program at the University of Massachusetts Medical Center (Kabat-Zinn, 

2011).  Since 1990, MBSR programs have spread across the United States and around 

the world with a large community of professionals integrating mindfulness training 

into their work including medicine, healthcare, science, business, law, leadership, and 

education (Kabat-Zinn, 2011). 

Kabat-Zinn (1982) suggested that the application of mindfulness-based stress 

reduction by patients dealing with chronic pain or stress leads to a reduction in 

suffering.  Mindfulness helps an individual to observe pain or stress in a 

nonjudgmental way without attempting to avoid or change the associated thoughts.  

This nonjudgmental observation may lead to the understanding that these thoughts are 

just passing mental events, rather than reality, and there is no need to avoid or change 

the experience (Baer, 2003).  Prolonged exposure to pain or stress without tragic 

consequences may also work to desensitize patients.  This desensitization may lead to 

the ability to experience pain or stress without extreme emotional and behavioral 

reactions (Baer, 2003; Kabat-Zinn, 1982).  Even if pain or stress were not reduced, 

suffering might be eased (Baer, 2003).  Pain is unavoidable in our human experience; 

however, we may be able to avoid suffering through mindfulness training 

(Gunaratana, 2002).  
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For over 25 years, researchers have tested and documented the efficacy of the 

MBSR program and have found it to be useful for numerous health problems in which 

stress plays a major role (Bishop, 2002; Kabat-Zinn, 2003; Jennings, Lantieri, & 

Roeser, 2012; Shapiro et al., 2008).  Mindfulness-based stress reduction gives 

psychological, and often physical, relief to a variety of patients experiencing severe 

pain and distress from a wide range of chronic health conditions (Kabat-Zinn, 2011).  

For example, in a study of 174 participants enrolled in nine groups at UMass Medical 

School, researchers examined the relationships between mindfulness practice, levels of 

mindfulness, medical and psychological symptoms, and well-being in a mindfulness-

based stress reduction program.  The results of this study suggested that the 

improvements in mindfulness that appear to result from regular practice are related to 

the significant reductions in psychological distress and perceived stress that were 

observed (Carmody & Baer, 2008).  Furthermore, in a comprehensive review and 

meta-analysis of health-related studies connected to MBSR, improvements were 

consistently seen across a range of mental health measures, including psychological 

dimensions of anxiety and depression (Grossman, Niemann, Schmidt, & Walach, 

2004).  Similar benefits were also found for health measures of physical well-being 

such as pain and impairment.  In accordance with Grossman et al., (2004) a 

subsequent systematic review investigating the effects of MBSR on health outcomes 

showed its efficacy for reducing stress levels in healthy subjects as well as some 

psychiatric disorders (Chiesa & Serretti, 2009).  This review also found that 

mindfulness meditation effectively reduced psychological stress in patients with 

chronic pain and improvements in many physical conditions.  



 

48 
 

 

Kabat-Zinn (2003) views mindfulness as an art form that develops over time 

and is enhanced through formal and informal practice.  The intention of MBSR is 

much greater than simple stress reduction, with many participants reporting benefits 

that profoundly impact their lives (Cullen, 2011).  “The true meditation practice 

becomes how you live your life, not how well you sit on a cushion” (Kabat-Zinn, 

2011, p. 39).  Mindfulness-based stress reduction is the parent from which most other 

mindfulness-based applications evolved.  Although MBSR was designed for 

application to individuals facing chronic pain and illness, the program can be adapted 

to specific populations dealing with any stress-related issue (Shapiro, Brown, & 

Biegel, 2007).  The success and value of MBSR has resulted in many interventions 

being modeled from Kabat-Zinn’s original program and replicated in a large number 

of other settings, including mindfulness-based cognitive therapy (Carmody, 2009; 

Cullen, 2011).  

Mindfulness-based cognitive therapy.  Mindfulness-Based Cognitive 

Therapy (MBCT) is a treatment that integrates mindfulness techniques and elements 

of cognitive-behavioral therapy (Lee et al., 2008).  It is closely aligned to MBSR in its 

style and shares the same core training process (Crane, Kuyken, Hastings, Rothwell, & 

Williams, 2010).  Mindfulness-based cognitive therapy was originally developed as a 

program to teach formerly depressed individuals skills to prevent future depressive 

episodes.  Through cognitive behavior therapy and the practices of the MBSR 

program, individuals learn how to stop ruminating about negative thoughts, an 

important tool to keep mild states of depression from developing into major episodes 

(Lee et al., 2008).  The emphasis of MBCT is on changing one’s awareness of, and 
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relationship to, thoughts and feelings; mindfulness-based practices (meditation, body 

scan, and yoga) have the potential to change one’s awareness of thoughts and feelings, 

whereas cognitive behavior therapy has the potential to change one’s relationship to 

these thoughts and feelings (Teasdale, Segal, Williams, Ridgeway, Soulsby, & Lau, 

2000). 

Mindfulness-based cognitive therapy began in 1992 when Segal, Teasdale, and 

Williams realized that Kabat-Zinn’s MBSR, although used primarily for stress 

reduction, may be a key to treat depression (Begley, 2007).  The scientists believed 

that patients might be able to escape depressive relapse by breaking the connection 

between the patterns of thinking that inflate sadness into depression.  Mindfulness-

based cognitive therapy helps patients to become aware of their thoughts and feelings 

and to relate to them, not react to them, as transient events rather than reality.  To test 

their theory and new therapy, Segal and colleagues randomly assigned half of their 

145 patients to receive MBCT and the other half to receive their usual care.  Results of 

this study provided the first evidence that mindfulness training can reduce the rate of 

relapse in depression.  Following the patients for a year after the program, the study 

revealed that MBCT cut the rate of relapse among patients with recurring clinical 

depression nearly in half (Begley, 2007).  The effectiveness of mindfulness-based 

cognitive therapy at reducing depression and of mindfulness-based stress reduction at 

reducing stress is currently being supported by scientific research. 

The Science of Mindfulness 

The effects of mindfulness-based practices and interventions are widespread 

and involve measurable physiological and psychological benefits (Meiklejohn et al., 



 

50 
 

 

2012).  The strongest argument for the popularity of mindfulness may be that science 

is finally catching up with practice (Siegal et al., 2009).  Scientific research suggests 

that the mechanisms of mindfulness involve shifts in cognition, emotion, and biology 

that may work together to improve health (Greeson, 2009).  Studies on mindfulness 

have demonstrated beneficial effects on several aspects of health including the mind, 

the brain, the body, and behavior (Greeson, 2009).  Research is beginning to prove 

what mindfulness practitioners have known for centuries, greater attention and 

acceptance can help with healthier responses to stress, which, in turn, can promote 

greater well-being (Greeson, 2009). 

Mindfulness and the body.  Mindfulness and mindfulness-based interventions 

may have positive effects on physical health.  Physical illness commonly results in 

pain, a symptom that most people seek to avoid by diverting attention away from the 

body.  Mindfulness-based interventions seek to bring attention back to the body with 

the goal of regulating sensations and alleviating discomfort (Brown et al., 2007).  

Recent research suggests that practicing mindfulness may produce physiological 

changes in the body with quantifiable indicators of health (Brown et al., 2007).  There 

is increasing evidence that MBIs may be helpful for patients dealing with a variety of 

stress-related medical conditions, including chronic pain (Morone, Greco, & Weiner, 

2008), psoriasis (Kabat-Zinn et al., 1998), fibromyalgia (Grossman, Tiefenthaler-

Gilmer, Raysz, & Kesper, 2007), diabetes (Rosenzweg et al., 2007), cancer (Carlson, 

Speca, Faris, & Patel, 2007), and HIV infection (Creswell, Myers, Cole, & Irwin, 

2009). 
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Mindfulness and the mind.  Mindfulness and mindfulness-based 

interventions may also have positive effects on psychological well-being.  Numerous 

studies have documented that MBIs result in significant decreases in perceived stress 

and therefore show promise for mental health promotion and intervention (Wolever et 

al., 2012).  These studies support the notion that mindfulness is associated with lower 

levels of distress including anxiety and depression (Baer, 2003; Brown et al., 2007; 

Grossman et al., 2004).  Although both traditional stress management and 

mindfulness-based stress management may be effective in reducing stress, 

mindfulness-based interventions appear more effective in enhancing positive states of 

mind (Jain et al., 2007).  For example, in a randomized controlled trial of 83 

undergraduate and graduate students, the effects of mindfulness meditation versus 

relaxation training were explored.  The findings suggested that mindfulness meditation 

may be unique in its ability to reduce rumination (repetitively thinking about negative 

emotions) and that the reduction in rumination during mindfulness training may 

mediate reductions in distress (Jain et al., 2007).  This study supports Kabat-Zinn’s 

(1991) belief that mindfulness meditation has unique features that distinguish it from 

other stress management techniques.  Mindfulness-based interventions may also be 

effective in the treatment of more serious mental health conditions including anxiety 

disorders and major depression (Baer, 2003).  In addition, there is evidence supporting 

the effectiveness of mindfulness training on attention-deficit hyperactivity disorder 

(ADHD) (Zylowska et al., 2007). 

Mindfulness and behavior.  Mindfulness teaches one to pay attention and to 

acknowledge moment-to-moment experience without necessarily reacting to it.  This 
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ability to simply observe and accept thoughts, emotions, and sensations, without 

having to act on them, can be helpful in breaking habitual behaviors (Greeson, 2009).  

This ability becomes even more useful when these habits are harmful or destructive, 

such as smoking or abusing alcohol.  Behavioral research studies suggest that 

mindfulness-based stress reduction may help people to experience stress without 

acting self-destructively (Brown et al., 2007).  Some studies have found that 

mindfulness-based interventions helped people to decrease binge eating behavior 

(Kristellar, Baer, & Quillian-Wolever, 2006), improve their ability to quit smoking 

(Davis, Fleming, Bonus, & Baker, 2007), reduce alcohol and substance abuse (Bowen 

et al., 2009), improve their quality of sleep (Winbush, Gross, & Kreitzer, 2007), and 

enhance their relationships with others (Carson, J., Carson, K., Gil, & Baucom, 2004). 

Mindfulness and the brain.  William James (1890), father of experimental 

psychology in the United States, first introduced the word plasticity to the science of 

the brain (Begley, 2007).  Today the brain’s capacity to change is referred to as 

neuroplasticity (Begley, 2007; Holzel et al., 2011).  A growing body of literature 

supports that neural systems are modifiable networks (Begley, 2007; Holzel et al., 

2011).  Brain structure and function can essentially change in response to experience 

and influences (Davidson et al., 2012).  It appears that our brains reflect the lives we 

have led, but even more extraordinary is that our brains can actually change as a result 

of our thoughts as well as our actions (Begley, 2007).  These brain changes may be 

constructive or destructive depending on whether our experiences and influences are 

positive or negative.  Changes in the structure and function of the brain may be 

supported through neuroscience (Meiklejohn et al., 2012).  For example, in a 
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longitudinal study conducted to investigate the effects of stress on the brain, 27 

participants were examined using magnetic resonance imaging (MRI) following a 

stress-reduction intervention.  Results revealed a significant correlation between 

changes in perceived stress and changes in brain structures such as the amygdala, one 

of the most important brain structures associated with anxiety and stress (Holzel et al., 

2011).  These structural changes support the notion of neuroplasticity; our brain’s 

ability to change as a result of our thoughts and actions. 

Growing interest in the brain’s ability to change throughout life, has 

encouraged an increase in neuroscience research, including studies on the effects of 

mindfulness-based practices on the brain (Meiklejohn et al., 2012; Treadway & Lazar, 

2009).  There is emerging evidence that mindfulness training may cause changes in 

the structure and function of the brain regions involved in regulation of attention, 

emotion, and self-awareness (Cahn & Polich, 2006; Chiesa & Serretti, 2009; Holzel et 

al., 2011; Jha, Krompinger, & Baime, 2007; Lutz, Slagter, Dunne, & Davidson, 2008; 

Tang, Holzel, & Posner, 2015).  Brain imaging research has found that mindfulness 

appears to increase the ability to control the emotional reactions of the amygdala by 

activating the prefrontal cortex of the brain, the part associated with regulating 

attention and emotion (Creswell, Way, Eisenberger, & Lieberman, 2007).  

Neuroimaging studies are beginning to identify the brain mechanisms that facilitate 

the relationships between mindfulness and improvements in physical and mental 

health outcomes (Zeidan, 2015).  Mindfulness practitioners and mindful individuals 

have been found to exhibit unique differences in brain structure and function when 

compared to controls (Zeidan, 2015).  Although there are still significant gaps in our 



 

54 
 

 

understanding of the neurobiology of mindfulness, new imaging technologies offer 

new opportunities to help in the development of mindfulness practices for a variety of 

health outcomes (Zeidan, 2015). 

Jeffrey Schwartz, a neuropsychiatrist at the University of California, Los 

Angeles (UCLA), conducted a landmark study on how the mind can shape the biology 

of the brain (Begley, 2007).  Schwartz (1987) introduced mindfulness to patients 

suffering from obsessive-compulsive disorder (OCD) to help them raise awareness 

about the nature of their disorder and relate to their thoughts differently.  Schwartz 

performed positron emission tomography (PET) scans on patients before and after 

mindfulness training.  Most patients improved significantly, with PET scans after 

mindfulness training showing a dramatic decrease of activity in the part of the brain 

responsible for OCD symptoms compared to before treatment.  This study suggests 

that signals capable of changing the brain can indeed come from the mind itself 

(Begley, 2007). 

Since Schwartz’s (1987) groundbreaking study, other scientists have continued 

researching the effects of mindfulness and mindfulness training on the brain and body.  

Davidson and colleagues (2003) demonstrated that a short program in mindfulness 

meditation produced significant effects on the nervous and immune systems, 

suggesting that meditation may change brain and immune function in positive ways 

(Davidson et al., 2003).  More recently, Holzel and colleagues (2011), investigated 

changes in the brain using magnetic resonance imaging (MRI) following mindfulness 

training.  The results suggest that participation in mindfulness training is associated 

with changes in brain regions involved in learning and memory processes, emotion 
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regulation, and perspective taking (Holzel et al., 2011).  In yet another recent study, 

Allen and colleagues (2012) showed that mindfulness training is an effective tool to 

train attention with benefits in cognitive control and affective processing.  This study 

provided evidence that mindfulness-based practices have a particular role to play in 

mental training and executive function (Allen et al., 2012).  

Evidence-based research clearly shows the benefits of mindfulness training in 

the regulation of attention and emotion, and in altering brain function and structure to 

support these behavioral changes (Davidson et al., 2012).  According to Jennings 

(2015), one theory of why mindfulness practices are helpful is that they strengthen the 

connections between the prefrontal cortex and the limbic system of the brain, resulting 

in the effective use of executive functions to surpass emotional reactivity.  In other 

words, mindfulness supports the thinking or reasoning part of our brain to better 

regulate the feeling or emotional part of our brain.  Research on the neuroscience of 

mindfulness has demonstrated that mindfulness training promotes significant changes 

in the brain associated with self-regulation of attention and emotions, skills which are 

critical to effective teaching and learning, indicating potential benefits for both 

students and teachers (Holzel et al., 2011; Meiklejohn et al., 2012). 

Mindfulness in Education 

Introducing mindfulness practices in education for both teachers and students 

may be one way of re-envisioning education (Schonert-Reichl & Roeser, 2016).  

Growing numbers of educators are exploring the use of contemplative or 

mindfulness-based approaches to teaching and learning to reduce teacher and 

student stress, enhance classroom climate, and cultivate students' ability to 
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focus their attention and to promote care and concern for others. (Jennings et 

al., 2012, p. 373) 

Mindfulness has the potential to improve the qualities of attention, emotion regulation, 

prosocial skills, cognitive function, and behavior (Davidson et al., 2012; Zenner, 

Herrnleben-Kurz, & Walach, 2014).  Given the challenges that schools face today, 

mindfulness-based practices hold promise and offer a potentially effective way to 

achieve the goals of education in the 21st century (Jennings et al., 2012).  “Research 

has shown that mindfulness practice can improve student attention, social and 

emotional learning, and academic success.  In addition, teachers have shown 

improvements in self-management of stress and emotions, effective teaching, 

classroom management, and a positive classroom climate” (Tilahun & Vezzuto, 2015, 

p. 4). 

Mindfulness may be integrated into schools using a direct approach or an 

indirect approach.  The former is when programs teach mindfulness skills directly to 

the students, and the latter is when teachers develop personal mindfulness practices 

and indirectly bring mindfulness into their classroom experience.  Teachers who 

develop a personal mindfulness practice exemplify mindful attitudes and behaviors in 

the classroom including empathy and compassion (Meiklejohn et al., 2012).  Mindful 

teaching (indirect approach), rather than teaching mindfulness (direct approach), may 

be a key element for the integration of mindfulness into education (Meiklejohn et al., 

2012).  Roeser and colleagues propose a logic model (see Figure 2.1.) to outline the 

potential effects of mindfulness training on teachers and students in classroom 

environments (Roeser et al., 2012).  According to this model mindfulness training has 
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the potential to positively affect classroom outcomes including teacher well-being, 

teacher-student relationships, and classroom climate. 

                

Figure 2.1.  Logic model of hypothesized mindfulness training effects on 

teachers, classroom environments, and students (Roeser et al., 2012). 

 

The mindful teacher.  Over the past decade, researchers have been exploring 

whether mindfulness training might provide the knowledge and skills teachers need in 

order to create supportive learning environments (Jennings, 2015).  Research on the 

effects of mindfulness training with adults has shown numerous positive effects 

including stress reduction (Chiesa & Serretti, 2009), improved attention (Jha et al., 

2007), and improved emotion regulation (Teper, Segal, & Inzlicht, 2013).  In these 

ways, mindfulness-based practices may be well-matched to support the development 

of teacher qualities associated with positive classroom experiences (Jennings et al., 

2012).  “Mindfulness practice is associated with qualities that are critical to effective 

teaching, such as attention, empathy, emotion regulation, and affect tolerance…” 

(Shapiro, Rechtschaffen, & de Sousa, 2016, p. 86).  It is these very qualities of the 

mindful teacher that lead to improved student outcomes (Shapiro et al., 2016). 

Providing mindfulness training to teachers may be a way to support their 

personal well-being by reducing stress and burnout, and the related physical, 
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emotional, and social problems so prevalent among teachers (Roeser, 2013; Skinner & 

Beers, 2016).  Mindfulness training for teachers also extends beyond the prevention of 

stress and burnout to improving classroom organization and management, increasing 

teaching efficacy, improving relationships with students, and increasing satisfaction 

with teaching (Benn, Akiva, Arel, & Roeser, 2012; Meiklejohn et al., 2012; Roeser et 

al., 2013; Skinner & Beers, 2016; Taylor et al., 2015).  Teachers who practice 

mindfulness may be better able to create supportive classroom climates that foster 

student engagement, achievement, and overall well-being (Mindful Schools, n.d.; 

Skinner & Beers, 2016).  Skinner and Beers (2016) suggest ways that mindfulness-

based practices for teachers could make a difference to students, including a higher 

quality of instruction, engagement, and learning.  

When explored together, research suggests that mindfulness training of health 

professionals and caregivers, including teachers, nurses, care-givers, and parents 

decreases negative experiences and increases positive experiences in both the 

caregivers and the individuals in their care (Benn et al., 2012; Crain, Schonert-Reichl, 

& Roeser, 2016; Flook et al., 2013; Gold et al., 2010; Jennings, 2015; Shapiro, Astin, 

Bishop, & Cordova, 2005; Shapiro et al., 2007; Singh, Lancioni, Winton, Wahler, 

Singh, & Sage, 2004; Singh et al., 2007; Singh et al., 2009; Singh, Lancioni, Winton, 

Curtis, et al., 2006; Singh, Lancioni, Winton, Fisher, et al., 2006; Singh et al., 2013).  

Teaching is considered a helping profession because teachers nurture the growth of 

their students, including their intellectual, emotional, and social development.  

Helping students to grow and develop into knowledgeable, capable, and contributing 

adults is challenging work.  Individuals training for demanding helping professions, 
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such as teaching or nursing, may be particularly suitable population for instruction in 

mindfulness-based practices (Jennings, 2015; Shapiro et al., 2007).  Several studies 

have examined the impact of mindfulness training on health care professionals.  For 

example, Shapiro and colleagues conducted a randomized controlled trial to test the 

efficacy of mindfulness-based stress reduction with a variety of health care 

professionals.  Participants in the MBSR intervention reported decreased perceived 

stress and greater self-compassion when compared with controls (Shapiro et al., 2005).  

The results of this study suggest the potential benefits of a mindfulness training for 

healthcare professionals including teachers.  Teaching is also considered a caregiving 

profession because of the many caregiving roles teachers play within the classroom, 

including surrogate parent, counselor, and nurse.   

Caregiving, whether it is for a young child, an elderly parent, a patient, or a 

student, may also be considered challenging work.  Mindfulness training provided to 

caregivers may offer an acceptable and feasible way to address the unique challenges 

they face.  There is growing evidence that mindfulness has many positive effects on 

those practicing it, as well as having a positive spillover effect on the people in their 

life (Singh et al., 2007).  Several studies have been conducted on the effects of 

mindfulness training for caregivers including research on how mindfulness training of 

caregivers results in positive changes in the behavior of individuals in their care.  For 

example, Singh et al. (2004) provided evidence that increasing the mindfulness of 

caregivers can yield significant increases in the level of happiness for adults with 

multiple disabilities in their care.  In another study, Singh and colleagues reported 

results strongly suggesting that mindfulness training provided to staff at a group home 
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for adults with developmental disabilities helped staff to provide care that was 

effective in reducing aggression and increasing learning in the disabled adults in their 

care (Singh, Lancioni, Winton, Curtis, et al., 2006).  In a subsequent study, Singh and 

colleagues found that mindfulness training enabled staff working in group homes for 

adults with intellectual disabilities to engage in a calm attention and nonjudgmental 

acceptance, which translated into the individuals under their care learning to respond 

positively with appropriate behavior (Singh, Lancioni, Winton, Singh, Adkins, & 

Singh, 2009). 

Similar findings have been reported in mindfulness training for parents.  For 

example, Singh and colleagues found that providing mindfulness training to mothers 

whose children had autism resulted in a decrease of children’s maladaptive behavior, 

including levels of aggression (Singh, Lancioni, Winton, Fisher, et al., 2006).  This 

study also found that the mother’s satisfaction with their parenting skills and their 

interactions with their children increased during mindfulness training.  In a similar 

study, Singh and colleagues found that providing mindfulness training to mothers 

whose children had developmental disabilities, resulted in a decrease in both the 

children’s aggressive behavior and the mother’s stress, as well as an increase in the 

mother’s satisfaction in their skills and social interactions with their children (Singh et 

al., 2007).  In a subsequent study, Singh and colleagues found that mindfulness 

training for mothers whose children have attention-deficit hyperactivity disorder 

(ADHD), resulted in improved mother-child interactions, as measured by the child’s 

rate of compliance to the mother’s requests (Singh  et al., 2009).  It is likely that 

parental stress is related to child maladaptive behavior; therefore its management 
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would be important for the psychological well-being of both mother and child (Singh, 

et al., 2007).  “In a family, if there is one person who practices mindfulness, the entire 

family will be more mindful” (Hanh, 1976, p. 64). 

Singh and colleagues (2013) have also conducted research with teachers, 

similar to their studies with parents and caregivers, and found similar results.  For 

example, a study aimed at evaluating the effect of teacher’s mindfulness on student 

behavior, showed that mindfulness training of teachers decreased their students’ 

challenging behavior, and increased their compliance with teacher requests during and 

following mindfulness training (Singh et al., 2013).  Results of this study indicate that 

training teachers in mindfulness-based meditation techniques changes student 

behaviors in positive ways.  The teachers in this study expressed frustration in their 

teacher-preparation and in-service courses because they did not feel fully prepared to 

deal with the challenging behaviors of their students.  The importance of this study is 

that it shows that helping teachers to become calmer through mindfulness training 

exercises changes the nature of teachers’ relationships with their students (Singh et al., 

2013).  Further support was demonstrated by Benn and colleagues in a randomized 

controlled study to assess the efficacy of mindfulness training for the parents and 

teachers of children with special needs.  The results of this study indicate significant 

reductions in stress and anxiety, along with increased mindfulness, self-compassion, 

and personal growth (Benn et al., 2012). 

Other research studies have further investigated the impact of mindfulness 

training specifically with teachers in their professional role.  For example, Gold and 

colleagues investigated the effects of teaching a mindfulness-based stress reduction 
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course to elementary school teachers (Gold et al., 2010).  Although a small study, the 

results showed improvements in anxiety, depression, and stress.  Results of this study 

indicate the potential benefits of mindfulness training in terms of teachers’ ability to 

cope with the demands of teaching and their overall well-being (Gold et al., 2010).  In 

a similar study, Flook and colleagues conducted a randomized controlled pilot trial of 

a modified MBSR program adapted for teachers (Flook et al., 2013).  A total of 18 

elementary school teachers from four public schools were randomly assigned to either 

an intervention group or a wait-list control group.  The results suggested that the 

mindfulness intervention boosted teachers’ mindfulness, reduced psychological 

symptoms and burnout, and increased effective teaching behavior (Flook et al., 2013).  

Although this was another small study, it did use both subjective and objective 

measures to assess the effects of mindfulness training on stress, burnout, and teaching 

efficacy.  This pilot study indicates that MBSR may be a feasible intervention to offer 

to teachers to enhance teacher well-being.  Crain and colleagues conducted a larger 

randomized controlled trial of 113 elementary and secondary teachers, with results 

showing that teachers reported greater satisfaction at work and home, with less 

frequent bad moods, and better sleep outcomes following mindfulness training (Crain 

et al., 2016).  These findings are consistent with the idea that mindfulness-based 

programs offered through schools can have positive effects on teachers’ personal and 

professional lives.  

The initial research of mindfulness training for teachers holds promise and has 

led to the development and implementation of mindfulness-based programs 

specifically designed for teachers.  Several of these programs include: Mindful 
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Schools; Cultivating Awareness and Resilience in Education (CARE for Teachers); 

Stress Management and Relaxation Techniques (SMART-in-Education); Inner 

Resilience; and Mindfulness-Based Wellness Education (MBWE).  One of the largest 

mindfulness-based school initiatives in the United States is Mindful Schools, a 

nonprofit organization founded in 2007 with a community of mindful educators in 

over 100 countries (Mindful Schools, n.d.).  Mindful Schools offers a program for 

educators that teaches practical skills for self-care, stress management, and connecting 

to students by providing simple mindfulness practices that can be integrated into the 

school day.  In 2011-2012, Mindful Schools worked with the University of California 

to conduct one of the largest randomized controlled studies on mindfulness in schools 

involving three elementary schools, 937 students, and 47 teachers.  Mindfulness 

instructors were brought in to teach mindfulness-based exercises for 15 minutes, three 

times per week to some classes but not others.  The study reported that mindfulness 

improved students’ behavior and ability to focus, as well as teachers’ sense of well-

being (Mindful Schools, n.d.). 

Cultivating Awareness and Resilience in Education (CARE) was developed in 

2007 by the Garrison Institute as a mindfulness-based professional development 

program for K-12 educators to help alleviate stress and improve learning environments 

(CARE, n. d.; Jennings, 2016; Jennings et al., 2013; Jennings, Snowberg, Coccia & 

Greenberg, 2011).  The CARE program focuses on instruction in three areas: 1) 

emotion regulation; 2) mindfulness-based practices and stress reduction; and 3) 

empathy and compassion development (Jennings, 2016). 



 

64 
 

 

CARE combines emotion skills instruction, mindful awareness practices, and 

compassion building activities to provide teachers with skills to reduce their 

emotional stress and to improve the social and emotional skills required to 

build supportive relationships with their students, manage challenging student 

behaviors, and provide modeling and direct instruction for effective social and 

emotional learning. (Jennings et al., 2013, p. 377) 

The CARE program has been offered to teachers in Denver, San Francisco, 

Philadelphia, and New York (Meiklejohn et al., 2012).  Funding requirements of 

CARE involved a cycle of program development, implementation, evaluation, and 

revision (Jennings et al., 2013). In the first year of CARE, two pilot studies were 

conducted on improving classroom learning environments by implementing the CARE 

program.  These studies demonstrated that support of teachers’ own development is 

crucial to improving the academic, social, and emotional growth of students (Jennings 

et al., 2011).  Findings suggest that CARE is a promising intervention to support 

teachers experiencing stress.  According to Jennings and colleagues, this research 

contributes to the understanding of how teacher care and classroom experiences may 

be interrelated (Jennings et al., 2011).  Teachers who completed training reported 

being highly satisfied with CARE and also testified that this type of professional 

development should be available to all teachers (Meiklejohn et al., 2012). 

The aforementioned pilot studies resulted in the final program design tested in 

a randomized controlled trial of 53 teachers from two public school districts (urban 

and suburban), which suggested that the CARE program had significant positive 

effects on teachers' mindfulness and well-being (Jennings et al., 2013).  According to 
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Jennings and colleagues, this research has implications for future educational 

programs and policies in several ways. (Jennings et al., 2013).  First, CARE may 

reduce teacher stress and burnout, which may reduce school district costs.  Second, 

CARE emphasizes the teacher’s own development which requires further attention in 

education.  Third, CARE may help teachers establish supportive relationships with 

students.  Finally, CARE may improve classroom climate which may result in 

improvements in students’ academic achievement. 

Another mindfulness training program specifically designed for teachers is 

Stress Management and Resiliency Training (SMART) in Education (Roeser, 2016).  

SMART is a mindfulness-based professional development program for K-12 teachers 

developed in 2008 with the support of the Impact Foundation (Jennings et al., 2012; 

Meiklejohn et al., 2012).  It is a fully manualized professional development program 

(PD) designed to develop mindfulness, reduce stress, increase resilience, and improve 

classroom climate (Roeser, 2016).  The SMART program integrates many features of 

the MBSR program developed by Kabat-Zinn and applies the practices to aspects of 

teachers’ personal and professional lives (Jennings et al., 2012).  The SMART 

program includes additional training focused on emotions, empathy, and compassion 

(Benn et al., 2012; Meiklejohn et al., 2012; Taylor et al., 2015).  The mindfulness 

training portion of the SMART program includes exercises, such as concentration on 

thoughts or the breath, and practices, such as daily sitting meditation and observation 

of one’s emotional and behavioral responses (Benn, et al., 2012).  The main program 

consists of three parts: 1) group activities, such as lecture and discussions; 2) 

mindfulness practices, such as meditation; and 3) homework assignments, such as 
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keeping a journal (Roeser, 2016).  The program focuses on how teachers can use 

mindfulness to reduce stress and foster their resilience (Roeser, 2016).    

In 2009 and 2010, Roeser and colleagues conducted randomized controlled 

trials in the United States and Canada to assess the feasibility and efficacy of the 

SMART program.  Findings suggest high rates of program completion and 

satisfaction, and a positive influence on teacher-student interactions (Meiklejohn et al., 

2012).  Results also showed significant decreases in teacher anxiety, stress, 

depression, and burnout, and increased mindfulness (Jennings et al., 2012; Roeser et 

al., 2013).  Findings suggest that mindfulness training is both feasible and efficacious 

(Roeser et al., 2013).  In another study, Benn and colleagues conducted a randomized 

controlled trial to assess the efficacy of the SMART program for teachers and parents 

of children with special needs (Benn et al., 2012).  Results demonstrated that 

participants receiving the program had a significant increase in mindfulness, self-

compassion, and personal growth, along with decreases in stress and anxiety.  Taylor 

and colleagues evaluated the SMART program in a mixed-methods study (Taylor et 

al., 2015).  Results of this study showed that mindfulness training cultivates teaching 

efficacy, emotion regulation, and prosocial tendencies.  The cultivation of these skills 

leads to a reduction in teacher stress.  These findings support the idea that mindfulness 

training for teachers helps them to meet the emotional demands of the classroom by 

decreasing their negative reactions to stress (Taylor et al., 2015). 

The Inner Resilience Program (IRP) was developed in response to the effects 

of September 11, 2001 on New York City (NYC) schools (Lantieri, 2008).  This 

mindfulness-based program aims to equip teachers, students, and parents with the 
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skills they need to build their inner resilience, including self-regulation, attention, and 

caring for others (Lantieri, 2008; Jennings et al., 2012).  The IRP approach is to bring 

mindfulness-based practices, such as meditation and yoga, together with the skills of 

social and emotional learning (SEL), including self-awareness and social awareness, 

to develop one’s inner resilience (Lantieri, Nambiar, Harnett, & Kyse, 2016).  The 

Inner Resilience Program is currently being implemented in New York City, South 

Burlington (VT), Ohio, and Madrid (Spain).  The focus of IRP is on advocating for a 

broader vision of education to include social and emotional learning along with 

mindfulness-based practices (Lantieri et al., 2016).  “Adults and students alike are 

helping to reclaim schools as caring and mindful communities of learning” (Lantieri et 

al., 2016, p. 130).   

A randomized controlled trial to assess the efficacy of the Inner Resilience 

Program was conducted during the 2007-2008 school year of 57 teacher and 855 

students from elementary classrooms across New York City (Lantieri et al., 2016).  

The findings from this study demonstrated significant effects on teachers and students 

(Jennings et al., 2012; Lantieri et al., 2016).  Teachers had significantly decreased 

stress, increased attention and mindfulness, and increased trust with their colleagues.  

Students experienced significant reductions in frustration levels.  The results of this 

study encouraged these NYC schools to include administrators in the second year of 

the program with follow-up assessments (Lantieri et al., 2016).  Principals reported 

that they found the IRP program extremely valuable in helping them cope with stress, 

maintain balance, and be more supportive and encouraging of their staff (Lantieri et 

al., 2016).  
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Mindfulness training has also been introduced into teacher training programs 

as a way to prepare teachers ahead of time for the challenges of the profession they 

will be entering.  Mindfulness-Based Wellness Education (MBWE) is a program 

offered at the Ontario Institute for Studies in Education at the University of Toronto 

(OISE/UT), designed to help teacher candidates cultivate competencies for coping and 

thriving with the modern demands of being a teacher (Soloway et al., 2011).  The 

MBWE program integrates mindfulness-based stress reduction with various 

dimensions of wellness (Soloway, 2016).  Formal mindfulness practices, such as 

meditation or yoga, and informal practices, such as engaging more mindfully in 

everyday activities, are chosen to support personal wellness (Soloway, 2016).  For 

example, the practice of mindful eating may be chosen to accompany the nutrition 

dimension of wellness. 

The MBWE program has been evaluated using both quantitative and 

qualitative methods in order to understand its impact and support its development 

(Soloway et al., 2011).  The findings from several research studies conducted with 

teachers enrolled in MBWE demonstrated that, in comparison to teacher trainees in 

control classrooms, those in the MBWE program exhibited a reduction in 

psychological distress, and significant increases in mindfulness, teaching efficacy, 

health, and life satisfaction (Poulin, Mackenzie, Soloway, & Karayolas, 2008; 

Soloway et al., 2011).  The original intention for the MBWE program was focused on 

reducing stress in an effort to prevent burnout and attrition among teachers; however, 

wider implications were revealed by teacher candidates who reported on the link 
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between their mindfulness training and positive personal, as well as professional 

outcomes (Poulin et al., 2008; Soloway et al., 2011). 

Creating mindful classrooms. In sum, mindfulness-based programs in the 

form of professional development and education for teachers are emerging.  These 

programs aim to improve the well-being of teachers, as well as the nature of the 

classroom environment and thus students’ experience (Jennings et al., 2012).  The 

practice of mindfulness for teachers serves three purposes: 1) as a form of self-care to 

reduce stress; 2) to become a more mindful (attentive, empathetic, tolerant, patient, 

kind, and compassionate) teacher; and 3) to deliver mindfulness-based instruction 

directly to students as a way to support social, emotional, and academic learning 

(Shapiro et al., 2016).  

Mindfulness does not necessarily bring immediate change to challenging 

circumstances in our lives and classrooms; however, it does provide us with 

the freedom to choose the way we respond to whatever comes our way, and 

that is incredibly powerful and liberating – for teachers, for students, for all of 

us. (Soloway et al., 2011, p. 226) 

Mindfulness training provides teachers with the knowledge and skills they 

need to become mindful teachers and to create mindful classrooms (Soloway et al., 

2011).  Mindfulness-based practices may fill an important professional development 

need to support teachers’ well-being as a way to promote their effectiveness and 

thereby student outcomes (Jennings et al., 2013).  The benefits of mindfulness-based 

training for teachers may transform the experiences of their students, allowing them to 

experience the kind of supportive environment that nurtures their healthy growth and 
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development (Skinner & Beers, 2016).  Cultivating mindfulness in today’s classrooms 

is more than promoting attention; it is about creating calm, caring learning 

environments where teachers and students thrive rather than merely survive amidst the 

stress and chaos so common in our lives and schools. 

Summary 

In summary, a review of the literature indicated that stress is a 21st century 

epidemic and that our schools are not immune to this epidemic.  Teacher stress is a 

serious problem that negatively impacts the quality of education throughout the world 

(Jennings et al., 2017; Kyriacou, 2011).  The demands of the classroom have increased 

and yet the training teachers receive has not kept up with these demands.  “Developing 

and testing new approaches designed to help teachers manage the stresses of teaching 

and improve the quality of classroom interactions that promote student learning is 

critical to effectively supporting and maintaining the teaching workforce” (Jennings et 

al., 2017, p. 2).  The literature also indicated that mindfulness, or the ability to pay 

attention to the present moment, may be a practice particularly useful to teachers.  

Mindfulness-based practices may help teachers develop the skills they need to manage 

the demands of the classroom (Jennings et al., 2017).  Mindfulness training for 

teachers may be the missing piece of support needed to improve classroom teaching 

and student learning.  
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Chapter 3: Research Methodology 

The purpose of this study was to identify the use of mindfulness-based 

practices by New Hampshire public high school teachers and to explore how 

mindfulness-based practices inform New Hampshire public high school teachers’ 

classroom experience.  

The following questions were used to guide this study. 

1 What are the mindfulness-based practices of New Hampshire public high 

school teachers? 

2 How do these mindfulness-based practices inform New Hampshire public high 

school teachers’ classroom experience? 

This chapter discusses the research methodology that was used to conduct the 

present study.  The first part of the chapter presents the philosophical worldview 

assumptions that the researcher is bringing to the study and how it has shaped their 

approach.  The next part of the chapter describes the sequential explanatory mixed 

methods research plan that was used for this study along with the rationale for 

selecting a mixed methods design.  The specifics of employing a sequential 

explanatory study is addressed including details regarding the setting, sample, data 

collection methods, data analysis, reliability, validity, credibility, ethical 

considerations, and role of the researcher.  The chapter concludes with a summary of 

the research methodology and an overview of the following chapters of the 

dissertation. 
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Philosophical Worldview 

 A philosophical worldview, or paradigm, is the set of beliefs that a researcher 

uses to guide their research (Creswell, 2007; Creswell, 2015; Mertens & Wilson, 

2012).  Four of these worldviews are extensively discussed in the literature: the 

postpositivist paradigm; the constructivist paradigm; the transformative paradigm; and 

the pragmatist paradigm (Creswell, 2007; Creswell, 2015; Mertens & Wilson, 2012).  

Each paradigm holds different philosophical assumptions regarding: the nature of 

reality (ontology); the nature of ethics (axiology); the relationship between the 

researcher and research (epistemology); and the best approach for conducting research 

(methodology) (Mertens & Wilson, 2012).  An understanding of each of the 

paradigms is helpful when conducting a study because the philosophical beliefs will 

affect the research methods, role of the researcher, ethical considerations, and the 

overall purpose of the research. 

Mertens and Wilson (2012) describe the postpositivist paradigm as holding the 

assumption that there is one reality and the purpose of research is to discover it.  

Postpositivism believes the researcher should be objective when conducting research 

and that the best method for gathering information is a quantitative approach (Mertens 

& Wilson, 2012).  Unlike the postpositivist paradigm, the constructivist paradigm 

holds the assumption that there are multiple realities and that the goal of research is to 

seek meaning of these socially constructed realities (Mertens & Wilson, 2012).  This 

worldview assumes the importance of the researcher’s own values as well as the 

values of others involved in the research.  The constructivist paradigm focuses on 

gathering information by engaging in an exchange between the researcher and 



 

73 
 

 

research participants, and best aligns with qualitative approaches (Mertens & Wilson, 

2012).  

The transformative paradigm, as described by Mertens and Wilson (2012), is 

focused on marginalized groups with the goal of research being to advocate for these 

groups.  The transformative paradigm, like the constructivist, views the importance of 

an interaction between the researcher and research participants, and also typically 

aligns with qualitative approaches (Mertens & Wilson, 2012).  And finally, the 

pragmatic paradigm is considered a practical worldview, more concerned with results 

than realities, focusing on whatever type of research will be useful to the stakeholders 

involved in the study (Mertens & Wilson, 2012).  Pragmatism emphasizes the research 

problem and most often uses a mixed methods (qualitative and quantitative) approach 

in an effort to match the best method to the purpose and questions of the problem 

(Mertens & Wilson, 2012).     

Creswell, Plano Clark, Gutmann, and Hanson (2003) discuss the use of 

multiple research methods regardless of philosophical worldview and clarify that a 

single paradigm does not necessarily work well with all designs.  “If one takes the 

perspective that the mixed methods researcher should be explicit about the paradigm 

or philosophy behind his or her design, then a number of philosophical perspectives 

can enter into the study” (Creswell et al., 2003, p. 187).  This study conducted a mixed 

methods design, an approach that typically aligns with the pragmatic paradigm. A 

pragmatic approach is a practical one, accepting any method that works to address the 

research problem.  However, because the focus of this study was on the qualitative 

phase of the study, a constructivist worldview was emphasized as the researcher’s 
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perspective.  Constructivism accepts multiple realities and seeks to find meaning of 

these realities.  This study sought to find meaning of how mindfulness-based practices 

inform New Hampshire public high school teachers’ classroom experience. 

Research Design  

A research study should be designed around its purpose, using methods that 

best answer the research questions.  The purpose of the present study was to identify 

the use of mindfulness-based practices by New Hampshire public high school teachers 

and to explore how mindfulness-based practices inform New Hampshire public high 

school teachers’ classroom experience.  This study used a mixed methods research 

design.  “A mixed-method study is one in which the researcher incorporates both 

qualitative and quantitative methods of data collection and analysis in a single study” 

(Creswell, 1999, p. 455).  The rationale for using this approach was that neither a 

quantitative nor a qualitative design alone would have been able to answer the 

research questions (Ivankova, Creswell, & Stick, 2006).  

Quantitative methods consist of techniques associated with numerical 

information, whereas, qualitative methods consist of techniques associated with 

narrative information, and mixed methods consists of the combination of both 

numerical and narrative (Teddlie & Tashakkori, 2010).  Although research methods 

are typically categorized as either quantitative or qualitative approaches, mixing the 

two methods may minimize the weaknesses and maximize the strengths of both in a 

research study (Creswell et al., 2003; Collins, Onwuegbuzie, Johnson, & Frels, 2013).  

“A major advantage of mixed methods research is that it enables the researcher to 

simultaneously ask confirmatory and exploratory questions and therefore verify and 
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generate theory in the same study” (Teddlie & Tashakkori, 2010, p. 33).  This study 

sought to confirm the use of mindfulness-based practices among New Hampshire 

public high school teachers and then to explore how these practices inform teachers’ 

classroom experiences. 

There are four factors that help guide the type of design in mixed methods 

research studies: (1) implementation (2) priority (3) integration, and (4) theoretical 

perspective (Creswell et al., 2003).  Implementation refers to the order used to collect 

quantitative and qualitative data.  The implementation may be concurrent, collecting 

data at the same time; or sequential, collecting data in phases over time.  In sequential 

implementation, the order relates to the purpose of the research and thus either the 

qualitative or the quantitative data may be collected first.  The priority of a mixed 

methods design refers to whether the focus is given to the quantitative or qualitative 

phase of the study.  A researcher may choose to give equal priority, or to emphasize 

either quantitative or qualitative.  Integration refers to where the mixing of quantitative 

and qualitative methods may occur in a mixed methods research study.  Typically, 

integration occurs after quantitative and qualitative data have been collected, during 

analysis and interpretation, however it is possible at any point throughout a study.  The 

theoretical perspective refers to the assumptions the researcher brings to the study and 

the lens through which they view the world.  This perspective is particularly relevant 

in the qualitative phase of a mixed methods study (Creswell, 2007).  

The factors that help guide research studies (implementation, priority, 

integration, and theoretical perspective) can be useful in identifying the most often 

used designs in mixed methods research (Creswell et al., 2003; Teddlie & Tashakkori, 
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2010).  One of these mixed methods research designs is the sequential explanatory 

design, a very popular mixed methods approach that entails collecting and analyzing 

data in two consecutive phases in one study (Creswell et al., 2003; Ivankova et al., 

2006).  Typically the purpose of this mixed methods design is to use qualitative data to 

explain the data of a primarily quantitative study (Creswell et al., 2003).  However, a 

variation of the sequential explanatory design is to give priority to the qualitative 

portion of a study:  

In this case, the initial quantitative phase of the study may be used to 

characterize individuals along certain traits of interest related to the research 

question. These quantitative results can then be used to guide the purposeful 

sampling of participants for a primarily qualitative study. (Creswell et al., 

2003, p. 178)   

This mixed methods study employed a sequential explanatory design.  The 

order of implementation was sequential with quantitative data being collected before 

qualitative data.  This study used one of the most commonly occurring mixed method 

combinations, a quantitative questionnaire, or survey followed by qualitative group 

and individual interviews (Teddlie & Tashakkori, 2010).  This order reflected the 

purpose of the current study, allowing the researcher to first establish the use of 

mindfulness-based practices among public high school teachers in New Hampshire, 

and then to explore how mindfulness-based practices inform their classroom 

experience.  Priority was given to the qualitative phase of data collection with the 

researcher’s focus on understanding the phenomenon of mindfulness among public 

high school teachers in New Hampshire rather than merely measuring this 
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phenomenon.  The integration, or mixing, of quantitative and qualitative methods, 

within this study took place while selecting the participants for the second (qualitative) 

phase based on the results from the first (quantitative) phase (Creswell et al., 2003).                

According to Creswell et al., (2003), the implementation of the explanatory 

“design may or may not be guided by a specific theoretical perspective” (p. 178).  This 

mixed methods study was guided by social constructivism; the belief that experiences 

are formed through interactions with others within the context of where people live or 

work (Creswell, 2007).  As a social constructivist, the researcher focused on 

understanding and describing the phenomenon of mindfulness in the context of 

teaching at New Hampshire’s public high schools.  The study was guided by the belief 

that classroom experiences are formed through interactions between teachers and their 

students.  

It can be helpful to visually represent the mixed methods procedures used in a 

research study for both the researcher and the potential readers (Ivankova et al., 2006).  

A visual model of the present sequential explanatory mixed methods study was 

created by the researcher and depicted in this research study (see Figure 3.1).  The 

model includes a graphic representation of both the quantitative and qualitative 

procedures.  The researcher used the notation system developed by Morse (1991) and 

described by Creswell et al., (2003).  This notation system includes the following: 

quantitative and qualitative are shortened to quan and qual; uppercase letters are used 

to suggest emphasis (i.e., QUAL) and lowercase letters to suggest less emphasis (i.e., 

quan); a plus sign implies the simultaneous collection of quantitative and qualitative 

data, and an arrow implies the sequential collection of quantitative and qualitative 
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data.  In Figure 3.1, the arrows represent the order of implementation as sequential 

with quantitative data collection followed by qualitative data collection, and the 

uppercase and lowercase letters represent the emphasis being on the qualitative phase 

of the study. 

  

 

Figure 3.1. Model of the present mixed methods study based on Morse’s 

(1991) system. 

Target Population and Study Sample 

Sampling refers to selecting participants in a way that best addresses the 

purpose and answers the questions of a research study (Teddlie & Tashakkori, 2010).  

The purpose of this study was to identify the use of mindfulness-based practices by 

New Hampshire public high school teachers and to explore how mindfulness-based 

practices informs New Hampshire public high school teachers’ classroom experience.  

The following question was used to guide Phase I (quantitative) of the study: What are 

the mindfulness-based practices of New Hampshire public high school teachers?  

Phase II (qualitative) of the present study was guided by the following question: How 

do these mindfulness-based practices inform New Hampshire public high school 

teachers’ classroom experience? 

Sampling is an essential part of a research study because it affects “the quality 

of inferences made by the researcher that stem from the underlying findings” 

(Onwuegbuzie & Collins, 2007), p. 281).  Sampling can be challenging in either a 

Interpretation QUAL data quan data 
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quantitative or a qualitative study, and the challenges are even more complex in a 

mixed methods study because sampling decisions must be made for both the 

quantitative and qualitative phases of the study (Onwuegbuzie & Collins, 2007).  

Categories of sampling procedures used within the social and behavioral sciences 

include: 1) probability – to attain a sample that best represents the entire population; 2) 

purposive – to select participants based on specific reasons to purposefully guide an 

understanding of the research problem; and 3) mixed sampling strategies – involving 

both probability and purposive sampling (Teddlie & Tashakkori, 2010; Teddlie & Yu, 

2007).   

Probability sampling randomly selects a large number of participants that 

represent the target population to gain a greater breadth of information, whereas 

purposive sampling purposefully picks a small number of participants that will 

produce a greater depth of information about the phenomenon under study (Patton, 

1990; Teddlie & Yu, 2007).  Mixed methods research chooses probability sampling 

techniques that naturally center on producing representative samples during the 

quantitative phase of a study, and chooses purposive sampling techniques that 

naturally produce rich information during the qualitative phase of a study (Teddlie & 

Yu, 2007).  Although random sampling is typically linked to quantitative research and 

purposive sampling to qualitative research, this signifies “a false dichotomy” (p. 282) 

because both random sampling and purposive sampling can be used in either 

quantitative or qualitative research studies (Onwuegbuzie & Collins, 2007).   

In this mixed methods study, a purposive sampling technique known as 

criterion sampling was utilized in both the quantitative and qualitative phases.  
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Criterion sampling involves selecting participants who meet some predetermined 

criterion (Patton, 1990).  The predetermined criterion of Phase I (quantitative) was 

current employment as a teacher at a public high school in the state of New 

Hampshire.  The findings in this first phase of the study yielded what is known as a 

nested sample in the second phase of the study (Onwuegbuzie & Collins, 2007).  The 

predetermined criterion of Phase II (qualitative) was New Hampshire public high 

school teachers who reported that they engaged in mindfulness-based practices.  

Criterion sampling involves selecting participants who all have experience with the 

phenomenon being studied and is a strategy that works well in phenomenological 

research studies (Creswell, 2007).   

Phase I Quantitative 

Quantitative research designs may include experiments and surveys: 

experimental research seeks to determine a cause and effect relationship; whereas 

survey research provides a quantitative description of a population by studying a 

sample of that population (Creswell, 2015).  Quantitative descriptive research is used 

to describe a phenomenon using quantitative data (Boudah, 2011; Kelley, Clark, 

Brown, & Sitzia, 2003).  This type of research involves surveys that attempt to 

describe the characteristics of the participants and many times is referred to as survey 

research (Boudah, 2011; Mertens & Wilson, 2012).  “Survey research is appropriate 

when individual responses to questions are the best form of data to answer the 

research question” (Boudah, 2011, p. 129).   

In this study, the goal of the first (quantitative) phase was “to characterize 

individuals along certain traits of interest related to the research question” (Creswell et 
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al., 2003, p. 178).  The first research question was a descriptive question that could 

best be answered with survey methods.  A web-based survey was administered to 

collect quantitative data regarding mindfulness-based practices among public high 

school teachers in New Hampshire.  The descriptive nature of this study was used to 

estimate the prevalence of teachers who engage in mindfulness-based practices and to 

describe the possible association between these practices and certain demographic 

factors (Kelley et al., 2003).  The data collected during this initial phase was then 

“used to guide the purposeful sampling of participants for a primarily qualitative 

study” (Creswell et al., 2003, p. 178).  

Data collection.  Quantitative data collection methods may include surveys to 

gather data in order to describe a phenomenon (Boudah, 2011).  Surveys are self-

report measures and thus include advantages and disadvantages (Mertens & Wilson, 

2012).  One advantage is that a survey can collect data from a large group of 

participants in a relatively short time.  Disadvantages include the possibility of 

participants misinterpreting what is being asked in the survey, or not responding 

truthfully to the survey, or not responding at all. 

In this study, the researcher created and administered an online survey to 

teachers in the public high schools of New Hampshire.  Qualtrics, a software 

application available through Plymouth State University (PSU), was used to create the 

survey questions and collect the survey data.  Teachers required an individual 

computing device with internet access to participate in the survey.  The survey was a 

closed-ended questionnaire, typically used more often than open-ended in quantitative 

research studies, because they are “more efficient to collect and analyze” (Teddlie & 
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Tashakkori, 2010, p. 232).   The survey began with basic demographic questions 

including:  How long have you been teaching?  What subject(s) do you teach?  

Following the demographic questions, the survey described the purpose of the study 

along with the definitions of mindfulness and mindfulness-based practices that would 

be used in this study.  Next the survey asked whether the teacher participant engaged 

in any mindfulness-based practices.  If the teacher did not, the survey ended and they 

were thanked for their time.  If the teacher did engage in a mindfulness-based practice, 

the survey continued and they were asked if they would be willing to participate in a 

follow-up focus group discussion.    

Data analysis.  Data analysis in a sequential explanatory study typically 

occurs independently for both the quantitative and qualitative phases (Creswell et al., 

2003).  “Quantitative data analysis is the analysis of numeric data using a variety of 

statistical techniques” (Teddlie & Tashakkori, 2010, p. 256).  Mixed methods research 

studies, using a sequential explanatory design, form categories of subjects or 

characteristics through quantitative analysis and then confirm these categories with the 

qualitative analysis of other data (Teddlie & Tashakkori, 2010).  In this study, the 

objective was to identify the categories of teachers who engaged in mindfulness-based 

practices through analysis of quantitative data and then to collect qualitative data to 

explore these categories.  The researcher relied on standard descriptive data analysis 

approaches of quantitative data (Creswell et al., 2003).  Qualtrics, the software 

application used to create the survey, was also used to help analyze the collected data. 

Reliability and validity.  Reliability and validity are typically associated with 

quantitative research and were essential to the design of the first phase of the current 
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study.  Reliability refers to the degree to which the study can be repeated with similar 

results, whereas, validity refers to a study doing what it claims to do (Boudah, 2011).  

Reliability and validity are used to judge the quality of quantitative research and 

therefore choices concerning these issues were described and documented by the 

researcher during Phase I of the current study (Boudah, 2011). 

 Three types of validity are significant in quantitative research: internal, 

external, and construct validity (Boudah, 2011).  Internal validity refers to whether or 

not the independent variable had an effect on the dependent variable.  External validity 

refers to whether or not the results of the study can be replicated and thus generalized.  

Construct validity denotes whether or not the research measured what the researcher 

proposed to measure.  Research studies are susceptible to threats, or variables that 

could reduce validity, and it is up to the researcher to address these threats (Boudah, 

2011). 

 This study involved quantitative research that was descriptive in nature and did 

not seem to have any obvious threats to internal validity.  However potential threats to 

external and construct validity did appear to exist in the quantitative phase of this 

study and therefore were addressed.  The researcher attempted to reduce the threat to 

external validity by selecting a large representative sample of participants (Boudah, 

2011).  In this study, a large sample of public high school teachers within New 

Hampshire was chosen to represent the characteristics of all teachers across the state.  

The researcher attempted to reduce the threat to construct validity by explicitly 

describing the construct being studied (Boudah, 2011).  Although mindfulness and 
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mindfulness-based practices may be difficult to define, the researcher stated as clearly 

as possible what was meant by each of these constructs. 

 There are two types of reliability to be considered in quantitative research: 

internal and external reliability (Boudah, 2011).  Internal reliability refers to the 

consistency of how data is handled in a study, including the instruments used.  

External reliability refers to being able to replicate the study across settings.  In this 

study, the researcher attempted to reduce the threat to internal reliability by addressing 

the reliability of the instrument that was used during the initial quantitative phase.  The 

researcher conducted a pilot test of the survey that was used to collect data as a way to 

increase internal reliability of the study.  A pilot study of the survey was administered 

to the researcher’s dissertation committee, as a way to test whether the procedure was 

valid (Teddlie & Tashakkori, 2010).  The main purpose of the pilot study was to 

identify whether participants understood the instructions and questions (Kelley et al., 

2003).  In order to reduce the threat to external reliability, the researcher thoroughly 

described the method and setting that was included in Phase I of the research. 

Phase II Qualitative 

Qualitative research investigates the meaning people attribute to a social 

problem (Creswell, 2007).  An emerging approach is typically used in a qualitative 

study with the possibility of plans changing as data is collected to study the problem 

(Creswell, 2007).  The research design of Phase II (qualitative) of the current study 

was a working design that guided the research rather than being a fixed or set plan 

with sampling and coding decisions being developed as data was collected (Boudah, 

2011).  
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Qualitative research includes five different approaches including narrative, 

grounded theory, ethnography, case study, and phenomenology (Boudah, 2011; 

Creswell, 2007; Creswell, 2015; Mertens & Wilson, 2012).  The narrative approach 

gives a detailed picture by exploring the life of an individual through gathering data 

from their stories, reporting experiences, and ordering the meaning of those 

experiences (Creswell, 2007). Types of narrative studies include bibliographies, 

autobiographies, life histories, and oral histories (Creswell, 2007).  Grounded theory 

develops a theory from collecting and analyzing data in the field.  The intent of 

grounded theory research is to generate an explanation of a process by studying 

participants who have all experienced the same process (Creswell, 2007).  

Ethnography describes and interprets a social or cultural group through research.  The 

focus of ethnography is to study an entire group who share patterns of behavior 

(Creswell, 2007).  Case studies develop an analysis of a single case or multiple cases 

through research.  Case study research involves studying a problem through one or 

more cases within a setting or context (Creswell, 2007).  Phenomenology seeks to 

understand experiences about a phenomenon through research.  The focus of 

phenomenological research is to describe and interpret “what all participants have in 

common as they experience a phenomenon” (Creswell, 2009, p. 58).  The second 

research question was best answered using a phenomenological approach. 

The purpose of this study was to explore how mindfulness-based practice 

inform New Hampshire public high school teachers’ classroom experience.  A 

phenomenological approach within the qualitative phase of the study was best able to 

describe and interpret the essence of teachers’ classroom experience as a result of their 
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mindfulness-based practices. The researcher interviewed teachers that had shared the 

experience of mindfulness-based practices in an effort to describe and interpret the 

essence of how these practices inform their classroom experience.  “The purpose of 

phenomenological inquiry is to shift from a superficial understanding of lived 

experience to an understanding at a deeper level, as it is experienced in conscious and 

unconscious ways by the participants” (Mertens & Wilson, 2012, p. 337).   

In modern qualitative research, the phenomenological approach evolved from 

the philosophy of Edmund Husserl (1859-1938).  Husserl (2012) was interested in 

consciousness and the meaning of experience.  He developed a process known as 

phenomenological reduction which involved bracketing the phenomenon by the 

observer who engages in a first person description of the phenomenon while peeling 

away the layers until the essence of the phenomenon is revealed to the observer.  

Expanding upon Husserl’s understanding of phenomenological reduction, Martin 

Heidegger (1889-1976) reinterpreted phenomenological reduction, being more 

interested in ontology than in consciousness.  Heidegger’s (2010) perspective involves 

phenomenology as a way to see what is to become by way of first person reduction 

and reconstruction through the hermeneutic circle.  As one approaches a phenomenon, 

the approachment brings out the-thing-itself.  A subtle difference between Husserl 

(focusing on consciousness) and Heidegger (focusing on ontology) but both of them 

used the practice of phenomenological reduction and bracketing in order to understand 

phenomena. 

Data collection.  Qualitative research involves “the collection of data in a 

natural setting sensitive to the people and places under study” (Creswell, 2007, p. 37).  
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The data collected in qualitative research studies comes from multiple sources of data, 

such as observations, interviews, and document review (Boudah, 2011; Creswell, 

2007).  “For a phenomenological study, the process of collecting information involves 

primarily in-depth interviews…” (Creswell, 2007, p. 131).  The intent is to collect data 

regarding the meaning of a phenomenon for individuals who have experienced it.  

Phase II (qualitative) of this study involved interviews of selected participants 

including individual and group interviews, or focus groups.  “An interview is an 

opportunity for the researcher to get information about beliefs, perspectives, and views 

from the participant” (Boudah, 2011, p. 137).  In this study, the researcher hoped to 

gain the participants’ perspectives on mindfulness and mindfulness-based practices of 

public high school teachers in New Hampshire.  

 Qualitative research offers several types of interviews including a 

standardized, open-ended interview and a closed, fixed-response interview (Boudah, 

2011).  The former involves the researcher developing the questions to be asked but 

the responses may vary.  The latter involves the researcher developing both the 

questions to be asked as well as the possible responses.  The type of interviews that are 

most practical and most useful in answering the research questions should be the one 

chosen for a study (Creswell, 2015).  Choices about interview standardization are 

important to make prior to conducting group or individual interviews (Morgan, 1997).  

This study used a funnel-based strategy with a less structured approach for the focus 

groups and then a more structured discussion of specific questions during the 

individual interviews (Morgan, 1997). This strategy made it possible to gather 
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responses to explicit researcher inquiries, as well as gathering information regarding 

participants’ perspectives (Morgan, 1997). 

 The researcher of this study conducted three separate focus groups and 

recruited a total of nine participants.  This number and size provided a trustworthy 

answer to the research question when considering time and budget constraints 

(Morgan, 1997).  Focus groups offer a unique strategy for collecting data because they 

involve both interview and observational techniques (Teddlie & Tashakkori, 2010).  

Focus groups are often conducted with purposively selected samples in which 

participants are recruited because they can purposefully guide an understanding of the 

phenomenon in the study (Morgan, 1997).  Inadequate recruiting is the most common 

source of problems when working with focus groups and efforts should be made to not 

only locate participants, but to also get them to actually show up for the group 

interview (Morgan, 1997).  The focus group interviewees were determined based on 

their responses to the survey in Phase I (quantitative) of the study.  Teachers who 

reported that they engaged in mindfulness-based practices within their personal lives 

were asked to take part in an online focus group discussion to share their experience.  

The focus group discussions utilized Zoom, a web-based interactive meeting platform 

available through Plymouth State University (PSU).  Teachers required an individual 

computing device with internet access to participate. 

The individual interviewees were determined based on their responses to the 

questions asked during the focus group discussions. Teachers who shared in the focus 

group discussion that they had integrated mindfulness-based practices into their 

classroom activities were asked to take part in individual interviews to further share 
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their experience.  Interviews are a powerful way to collect qualitative data because 

they involve one-to-one interaction (Teddlie & Tashakkori, 2010).  The individual 

interviews used Zoom, a web-based interactive meeting platform available through 

PSU.  Teachers required an individual computing device with internet access to 

participate.  The goal was to conduct 6-12 individual interviews; a number of 

participants large enough to saturate the data (Fusch & Ness, 2015).  Three individual 

interviews were conducted by the researcher in this study.  According to Fusch and 

Ness (2015), data saturation is a difficult concept to define because the definition 

depends on the research design of the study.  “There is no one-size-fits-all method to 

reach data saturation” (Fusch & Ness, 2015, p. 1409).  For example, in 

phenomenological studies the use of exploratory questions helps to achieve data 

saturation, not necessarily number of participants. 

Data analysis.  As noted previously, data analysis of a sequential explanatory 

study typically proceeds independently for both the quantitative and qualitative phases 

(Creswell et al., 2003).  Analysis of the qualitative data was one of the most important 

steps taken by the researcher in this study (Leech & Onwuegbuzie, 2007).  The 

reporting of data in qualitative research involves a holistic explanation of the problem 

(Creswell, 2007).  Qualitative research involves “data analysis that is inductive and 

establishes patterns or themes” (Creswell, 2007, p. 37).  The data analysis in 

qualitative research includes techniques that describe a procedure of selected 

phenomena, coding data, and interpretation of the data (Boudah, 2011).  The 

presentation of the analyzed data “includes the voices of participants, the reflexivity of 
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the researcher, and it extends the literature or signals a call for action” (Creswell, 

2007, p. 37).  

Phase II (qualitative) of this study relied on a standard approach of thematic 

data analysis (Creswell et al., 2003).  According to Leech and Onwuegbuzie (2007), 

constant comparison analysis is one of the most commonly used type of analysis for 

qualitative data.  This study was interested in using the qualitative data inductively to 

identify themes that emerged (Leech & Onwuegbuzie, 2007).  The researcher began 

by reading through all the data followed by a process known as coding, grouping the 

data with descriptive labels and then identifying patterns or themes that emerge (Leech 

& Onwuegbuzie, 2007).   

Credibility.  Credibility is typically associated with qualitative research and 

was essential to the design of the second phase of this study.  The concept of 

credibility is considered to be the trustworthiness of the research and researcher 

(Boudah, 2011).  Characteristics of the researcher, including biases, were openly 

shared and the conceptual framework of the current study was clearly described in an 

attempt to establish the credibility of the researcher.  Triangulation, or collecting 

multiple perspectives across data sources (Boudah, 2011; Teddlie & Tashakkori, 

2010), was employed in an attempt to establish the credibility of the research study.  

This mixed methods study involved a combination and comparison of multiple data 

sources: quantitative data from participant surveys; qualitative data from focus group 

discussions; and qualitative data from individual interviews.  



 

91 
 

 

Advantages and Limitations of Sequential Explanatory Mixed Methods 

There are advantages and limitations of any research study, whether it is 

quantitative, qualitative, or mixed methods.  The current study employed a mixed 

methods sequential explanatory design.  The advantages of this design include its 

straightforward nature, along with its relative ease of implementing and reporting 

(Creswell et al., 2003; Ivankova et al., 2006).  The main limitation of this design 

includes the length of time it takes to collect and analyze both the quantitative and 

qualitative phases (Creswell et al., 2003; Ivankova et al., 2006).   

Ethical Considerations and Research Permission 

 Ethical considerations in mixed methods studies must include attention to 

potential issues within both the quantitative and qualitative research phases (Teddlie & 

Tashakkori, 2010).  The qualitative piece of a mixed methods study often necessitates 

greater attention to ethical issues because of the nature of the research, such as 

personal information being shared in a focus group interview (Teddlie & Tashakkori, 

2010).  The researcher of this study understood the potential ethical issues and took 

the necessary steps to conduct ethically appropriate research. 

 The researcher completed and passed the Social & Behavioral Research online 

course through The Collaborative Institutional Training Initiative (CITI) program.  

The researcher was confident of being aware and being able to adhere to the ethical 

guidelines set forth by the National Institutes of Health (NIH).  The researcher applied 

for approval by the Institutional Review Board (IRB) of Plymouth State University 

(PSU).  There are three IRB review levels depending on the topic of the research and 

the participants involved (Teddlie & Tashakkori, 2010).  The researcher determined a 
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minimal level of risk to the participants’ physical, emotional, and social well-being.  

“In minimal risk projects, participants will experience no stress beyond what they 

might experience in their everyday lives” (Teddlie & Tashakkori, 2010, p. 199).  This 

study applied for an IRB-expedited review because the research involved minimal risk 

to a nonvulnerable population (Teddlie & Tashakkori, 2010).  The researcher was 

granted approval to conduct this study by Plymouth State University’s Institutional 

Review Board on July 21, 2017 (Appendix A). 

The researcher created and issued an informed consent form to the study’s 

participants.  “Informed consent refers to a participant’s agreement to participate in a 

research study, with explicit understanding of the risks involved” (Teddlie & 

Tashakkori, 2010, p. 199).  The consent forms were sent as an attachment in an email 

to potential participants prior to conducting the study.  The consent forms explained 

that participation in the study was voluntary, and described the details of this study, 

including its purpose.  The consent forms also included information related to the 

participant’s right to privacy, including confidentiality and anonymity (Teddlie & 

Tashakkori, 2010).  In this study it was necessary to collect emails of some of the 

participants during the quantitative phase for follow-up research in the qualitative 

phase, therefore anonymity was not able to be maintained.  However, the researcher 

was responsible for maintaining confidentiality of the data collected during both 

phases of the study. 

 The researcher obtained permission to conduct this study within New 

Hampshire public high schools.  As a high school teacher employed at a public school 

in New Hampshire for over 25 years, the researcher was fortunate to have a role in the 
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field.  An email was sent to the building principal of each of the potential sites 

explaining the study, including the purpose of the research and what would be done 

with the findings.   

Role of the Researcher 

The role of the researcher in this mixed methods study differed between Phase 

I, the quantitative phase, and Phase II, the qualitative phase.  In the first phase, the 

researcher administered the on-line survey, and then collected and analyzed the survey 

data.  Aligning with the tradition of quantitative research, the researcher remained 

objective during this phase of the study.  In the second phase, the researcher was more 

involved with the participants through the conduction of focus groups and interviews. 

The qualitative nature of this phase of the study called for the researcher to be a key 

instrument in collecting data through personally interviewing participants (Creswell, 

2007; Fusch & Ness, 2015).  The researcher made an interpretation of what was 

discovered and these “interpretations cannot be separated from their own background, 

history, context, and prior understandings” (Creswell, 2007, p. 39).  

Summary 

In summary, chapter three discussed how the present study employed a 

sequential explanatory mixed methods research design, as well as the rationale behind 

choosing this design.  Phase I (quantitative) of the study conducted a survey regarding 

the mindfulness-based practices among New Hampshire public high school teachers.  

Phase II (qualitative) conducted focus group discussions and individual interviews to 

explore the experiences of the teachers who reported in the survey that they engaged 

in mindfulness-based practices.  Chapter four presents details about how the data was 
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collected and analyzed, along with the research findings.  Chapter five discusses the 

significance of these findings along with implications and recommendations for 

further research. 
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Chapter 4: Data Collection, Analysis, and Presentation  

Chapter four presents the findings from this mixed methods research study.  It 

begins with the purpose of the study and the research questions guiding the study.  

Next the data and analysis of Phase I (quantitative) of the study is presented.  Phase I 

consisted of a survey to collect quantitative data regarding mindfulness-based 

practices among public high school teachers in New Hampshire.  This is followed by 

the data and analysis of Phase II (qualitative) being presented.  Phase II consisted of 

focus group discussions and individual interviews with teachers who had engaged in 

mindfulness-based practices. This chapter concludes with a summary.  Chapter five 

follows with a discussion and interpretation of the findings of this study. 

Purpose and Research Questions 

The purpose of this study was to identify the use of mindfulness-based 

practices by New Hampshire public high school teachers and to explore how 

mindfulness-based practices inform New Hampshire public high school teachers’ 

classroom experience.  

The following questions were used to guide this study. 

1. What are the mindfulness-based practices of New Hampshire public high 

school teachers? 

2. How do these mindfulness-based practices inform New Hampshire public high 

school teachers’ classroom experience?  

Participants 

 In this mixed methods study, a purposive sampling technique known as 

criterion sampling was utilized in both the quantitative and qualitative phases 
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(Creswell, 2007).  The predetermined criterion of Phase I, the quantitative phase, was 

current employment as a teacher at a public high school in the state of New 

Hampshire.  The findings in this first phase of the study yielded what is known as a 

nested sample in the second phase, meaning the participants chosen for Phase II, the 

qualitative phase, represented a subset of the participants from Phase I (Onwuegbuzie 

& Collins, 2007).  The predetermined criterion of the first part (focus groups) of Phase 

II was New Hampshire public high school teachers who engaged in mindfulness-based 

practices.   The predetermined criterion of the second part (interviews) of Phase II was 

New Hampshire public high school teachers who integrated mindfulness-based 

practices into their classrooms. 

Analysis of the Data 

Quantitative Phase 

Survey.  Qualtrics survey software was used to administer the survey, compile 

the results, and display the results into graphs.  An email (Appendix B) was sent out to 

the principals of the 80 public high schools in New Hampshire, explaining the survey 

and asking the principals to forward the survey to their teachers.  Principals’ email 

addresses were obtained by using a listserv from the New Hampshire Association of 

School Principals. The researcher chose to go through the principals first in order to 

gain their support, as well as to ensure that an outside email address made it through 

any firewall set up by the individual schools. Participants had access to the survey 

from October 16, 2017 to October 30, 2017.  One hundred and thirty seven teachers 

completed the survey.  

 Teacher participants were asked for their informed consent (Appendix C) prior 

to responding to the survey.  The survey (Appendix D) began with a request for 
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general demographic information from each participant. The specific demographic 

information, for all 137 survey participants is displayed in Table 4.1 and Table 4.2.  

First participants were asked to identify their years of teaching experience. Table 4.1, 

Years of Teaching Experience, represents how long participants had been teaching.   

Years of  Teaching 

Experience 

Number of 

Participants 

Percentage of 

Participants 

under 1 year 6 4.38% 

1-10 years 55 40.15% 

11-20 years 34 24.82% 

21-30 years 33 24.09% 

31+ years 9 6.57% 

Table 4.1. Years of Teaching Experience  

Of the 137 participants, six had been teaching under one year, 55 had been 

teaching from 1-10 years, 34 had been teaching 11-20 years, 33 had been teaching 21-

30 years, and nine had been teaching for more than 31 years.  The teachers with 11-30 

years of experience were the largest group (67) to respond to the survey.  Teachers 

with under one year and teachers with over 31 years of experience were the smallest 

group (15) to respond to the survey. 

Next participants were asked to identify the subjects they taught.  Table 4.2, 

Subjects Taught, represents the subject areas taught by the participants.  

Subject Area Number of 

Participants 

Percentage of 

Participants 

Art 5 2.99% 

Business 5 2.99% 

Career & Technical 25 14.97% 
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English / Language 

Arts 

27 16.17% 

Health 11 6.59% 

Mathematics 30 17.96% 

Music 8 4.79% 

Physical Education 5 2.99% 

Science 27 16.17% 

Social Studies 17 10.18% 

World Languages 7 4.19% 

 Table 4.2.  Subjects Taught 

Of the 137 participants, 27 taught English/language arts, 17 taught social 

studies, 30 taught mathematics, 27 taught science, 11 taught health, seven taught 

world languages, eight taught music, 25 taught career & technical education, five 

taught art, five taught physical education, and five taught business.  Mathematics 

teachers had the highest response (30), followed by English/Language Arts (27), 

Science (27), and Career & Technical (27).  Art teachers, Physical Education 

Teachers, and Business Teachers had the lowest response (5), followed by World 

Languages (7), and Music (8).   

After participants answered the first two demographic questions, there was a 

paragraph regarding how the researcher was defining mindfulness and mindfulness-

based practices. The following was the paragraph offered to participants: 

The definition of mindfulness that will be used for this study is Kabat-Zinn’s 

(1994) “paying attention in a particular way: on purpose, in the present 

moment, and nonjudgmentally” (p. 4).   Mindfulness, or the ability to pay 

attention, may be cultivated through practice or training. Exercises designed to 
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develop mindfulness are known as mindfulness-based practices (MBPs) (Baer, 

2003; Hahn, 1976; Kabat-Zinn, 1991).  The methods involved in MBPs vary, 

and may include formal practices such as sitting or moving meditation, 

breathing techniques, yoga, body scans, journaling, and reflection, as well as 

informal mindful awareness activities such as mindfully walking and eating 

(Burke, 2009; Jones, Bouffard, & Weissbourd, 2013; Meiklejohn et al., 2012; 

Siegal, Germer, & Olendzki, 2009).       

Survey participants were asked to identify whether or not they engaged in any 

mindfulness-based practices as defined by the researcher.  Table 4.3, Engagement in 

Mindfulness-based Practices, represents participant engagement in mindfulness-based 

practices.   

Engage in 

Mindfulness-based 

Practices 

Number of 

Participants 

Percentage of 

Participants 

Yes 83 60.58% 

No 54 39.42% 

Table 4.3.  Engagement in Mindfulness-based Practices 

Of the 137 participants, 83 answered yes, they did engage in mindfulness-

based practices, and 54 answered no, they did not engage in mindfulness-based 

practices.  If participants answered yes, they were then asked whether or not they 

would be interested in participating in a follow-up focus group to discuss their 

engagement in mindfulness-based practices. Table 4.4, Focus Group Participation, 

represents the number of participants interested in being part of a focus group 

discussion.    
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Focus Group 

Participation 

Number of 

Participants 

Percentage of 

Participants 

Yes 35 25.55% 

No 102 74.45% 

Table 4.4.  Focus Group Participation 

Of the 137 participants, 35 answered yes, they would be interested in 

participating in a focus group discussion.  However, of the 35 who answered yes, only 

16 participants followed through with sending their email address to the researcher.  

The researcher does not know why 19 survey participants who originally expressed 

interest in the focus group discussions chose not to send their email addresses.  The 16 

participants who did follow through with sending the researcher their email addresses 

were contacted with information regarding focus group participation.  Of these 16 

participants, nine followed through in being willing and able to participate in the focus 

group discussions.  The researcher does not know why seven of the 16 participants 

chose not to follow through with being part of a focus group discussion because they 

did not respond back when contacted. 

 Survey responses revealed that there are New Hampshire public high school 

teachers who engage in mindfulness-based practices.  This is evident from the survey 

results displayed in Table 4.3.  Approximately 61% of survey participants reported 

that they engaged in mindfulness-based practices.  The quantitative data collected and 

analyzed from the survey in Phase I was used to select the participants for Phase II, the 

qualitative portion of the study.  Phase II consisted of focus group discussions and 

individual interviews designed to bring a greater understanding to the survey results. 
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Qualitative Phase 

Mindfulness experiences are complex, thus attempting to quantify mindfulness 

is seen as a limitation in methodology (Shapiro, Rechtschaffen, & de Sousa, 2016).  

Therefore, in this mixed methods study, the researcher included and emphasized 

qualitative data collection and analysis (Creswell, Plano Clark, Gutmann, & Hanson, 

2003).  There were two sources of data in the qualitative phase of the study, focus 

group discussions and individual interviews.  A phenomenological approach was taken 

in order to capture the essence of teachers’ classroom experience regarding their 

mindfulness-based practices (Creswell, 2009).  In modern qualitative research, the 

phenomenological approach evolved from the philosophy of Edmund Husserl (1859-

1938).  Husserl (2013) was interested in the meaning of experience. Expanding upon 

Husserl’s understanding of phenomenology, was Martin Heidegger (1889-1976).  

Heidegger’s (2010) perspective involves phenomenology as a way to see what is to 

become.  Heidegger, like Husserl, was concerned with human experience as it is lived, 

however his view emphasizes the importance of understanding rather than describing 

(Dowling, 2007).  The researcher chose to describe, interpret, and understand the 

essence of participants’ experiences, an approach aligning with Heidegger’s view that 

lived experience is an interpretive process (Creswell, 2009; Dowling, 2007; 

Heidegger, 2010).  The theoretical framework of the study, social constructivism and 

an ethic of caring, was used as a lens while collecting and analyzing the data.  Social 

constructivism and an ethic of caring both recognize the importance of relationships in 

learning (Pass, 2004; Noddings, 2010; Roeser, 2016). 
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 Focus groups.  Focus groups are conducted to better understand the thoughts, 

feelings, opinions, and perceptions of participants who share characteristics related to 

the phenomenon being studied (Krueger & Casey, 2015).   Focus group participants in 

this study were selected to gather data regarding how mindfulness-based practices 

inform New Hampshire public high school teachers’ classroom experience.  The first 

part of the qualitative phase of this mixed methods research study entailed three focus 

group discussions scheduled to last approximately 15-30 minutes.  The first focus 

group included two teacher participants and took place on November 14, 2017.  The 

second focus group included four teacher participants and took place on November 16, 

2017.  The third focus group included three teacher participants and took place on 

November 21, 2017.  The first and second focus group was held through Zoom, an 

online discussion forum, due to the fact that participants were scattered throughout the 

state of New Hampshire.  One participant from the first focus group took part in the 

discussion over the phone because of difficulties with technology.  The third focus 

group was able to be held in person because all of the participants were located at the 

same site.   

All three focus group discussions were audio recorded with the participants’ 

informed consent (Appendix E).  The audio recording was then uploaded into Trint, a 

software application that transcribed the discussions.  The researcher checked the 

transcripts against the audio files for mistakes as part of the data analysis process.  The 

researcher listened to each recording three times and compared the audio to the 

transcriptions for accuracy.  The transcripts were manually corrected by the researcher 

if any discrepancy was noted.   
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Table 4.5, Focus Group Participants, displays demographic information 

regarding the focus group participants.  Pseudonyms were used to protect the 

confidentiality of the focus group participants.   

Pseudonyms Subject(s) Years of 

Experience 

Region of 

NH 

Size of 

School 

Maggie Science 42 years Monadnock  Division II 

Beth Art 25 years Lakes Region Division II 

Paul English 6 years White 

Mountains 

Division IV 

Kathy Social Studies 6 years Merrimack 

Valley 

Division II 

Ann English 4 years White 

Mountains 

Division IV 

Pam Special 

Education 

18 years Monadnock  Division II 

Tim Social Studies 30 years White 

Mountains 

Division II 

Dee Science 30 years White 

Mountains 

Division II 

Haley Science 34 years White 

Mountains 

Division II 

 Table 4.5. Focus Group Participants 

Focus group participants represented five subject areas: three participants 

taught Science; two participants taught English; two participants taught Social Studies; 

one participant taught Art; and one participant taught Special Education.  Focus group 

participants represented a range of teaching experience with an average of twenty two 

years: one participant had been teaching for four years; two participants had been 

teaching for six years; one participant had been teaching for eighteen years; one 
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participant had been teaching for twenty five years; two participants had been teaching 

for thirty years; one participant had been teaching for thirty four years; and one 

participant had been teaching for forty two years.  Focus group participants 

represented public high schools from four of the seven regions of New Hampshire: 

Monadnock; Lakes Region; White Mountains; and the Merrimack Valley.  Focus 

group participants represented two of the four size divisions with an average of 642 

students: seven participants taught at Division II schools; and two participants taught 

at Division IV schools.  Divisions are based on the number of students attending a 

high school as determined by the New Hampshire Interscholastic Athletic Association 

(NHIAA) (n.d.).  NHIAA divisions include: Division I with 1,151 or more students; 

Division II with 551-1,150 students; Division III with 301-550 students; and Division 

IV with 1-300 students.  Following are the focus group discussion questions 

(Appendix F) and participant responses.  

Question 1: Teacher survey data indicated that you engage in one or more 

mindfulness-based practices within your personal life, could you please elaborate on 

these practices?  What type of practice?  How long have you been practicing?  How 

often do you practice?   

 The first focus group discussion was with Beth and Maggie.  Beth is an Art 

teacher who has 25 years of teaching experience.  She currently teaches at a Division 

II public high school in the Lakes Region of New Hampshire.  Maggie is a Science 

teacher who has 42 years of teaching experience.  She currently teaches at a Division 

II public high school in the Monadnock region of New Hampshire.  When asked about 

the type of mindfulness-based practice, Beth reported that she engaged in meditation 



 

105 
 

 

and Kundalini yoga.  Maggie reported that her morning practice consisted of 

meditation, prayer, reading the Bible, and listening to music.  She stated that when she 

gets home from school she does a Christian form of yoga called Praise Moves.  

Maggie elaborated “I'm trained in it, so I also do classes for other people.”  Maggie 

reported that her evening practice consisted of listening to music, journaling, and just 

being quiet. 

When asked how long they had been engaging in mindfulness-based practices, 

Beth stated, about five years.  Maggie reported that she had been “Seriously practicing 

since August, 2015.”  When asked how often they practice, Beth said, “I do guided 

meditations all the time, probably on a daily basis.  The Kundalini is a fairly new 

thing.  So that's just like one day a week, [when] I go to a class.”  Maggie described 

her morning practice lasting about an hour, along with some time in the afternoon, as 

well as spending up to an hour in the evening.  

The second focus group discussion was with Kathy, Paul, Ann, and Pam.  

Kathy is a Social Studies teacher who has six years of teaching experience.  She 

currently teaches at a Division II public high school in the Merrimack Valley region of 

New Hampshire. Paul is an English teacher who has six years of teaching experience.  

He currently teaches at a Division IV public high school in the White Mountains 

region of New Hampshire. Ann is also an English teacher who has four years of 

teaching experience.  She currently teaches at a Division IV public high school in the 

White Mountains region of New Hampshire. Pam is a Special Education teacher who 

has 18 years of teaching experience.  She currently teaches at a Division II public high 

school in the Monadnock region of New Hampshire.    
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When asked about her mindfulness-based practice, Kathy discussed being new 

to mindfulness and not the most dedicated student because she doesn’t necessarily do 

it every day.  She proceeded to elaborate on her practice. 

...sometimes I'll do just a minute of breathing. I have an Apple Watch, it has 

this feature where you can breathe for one minute and it prompts you to do that 

each hour.  I have an app called Calm and they have 5, 10, 15 minute 

mindfulness meditations.  I sometimes will do some stuff with Jon Kabat-Zinn 

and his YouTube videos.  I think I technically have one of his CDs. So yeah 

I'm new to it, I wouldn’t say I'm consistent, but it's definitely something I'll do 

in like stressful moments…[I] just try to do a minute, an hour or something 

like that.  

Paul described the type of mindfulness-based practices he had engaged in over the 

years. 

In high school we actually had a guided meditation program, which was pretty 

neat.  And in college, I used to do some sort of longer term things.  Now I 

mostly do breathing exercises, you know if I’m feeling like stressed or 

something…  

Ann reported that her mindfulness-based practice involved going to the gym and 

lifting weights.  She stated that she goes four days a week and has been going “pretty 

religiously” for the past two years.  Ann explained that her practice acts as a “stress 

reliever.” Pam discussed her engagement with mindfulness-based practices. 

I have been practicing Kundalini yoga for probably 15 years.  I currently don't 

go to classes on a regular basis.  My schedule the last few years has just gotten 
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too crazy for that. I go to a meditation…wonderful session that happens on 

Sunday afternoons, about once a month.  Just got back from that and it was 

fabulous. And I have gone to Kripalu workshops down in Lenox, Mass.  I 

usually focus on some sort of yoga, meditation. Kundalini is my favorite 

because it’s an active yoga, mindfulness meditation.  I try to implement it in 

my daily life in terms of just being mindful and taking a minute out of a day, 

you know, and just pausing and noticing where I am in the moment.  Yes, I 

just try to incorporate that into my daily life.  

The third focus group was with Tim, Dee, and Haley.  Tim is a Social Studies 

teacher who has 30 years of teaching experience.  He currently teaches at a Division II 

public high school in the White Mountains region of New Hampshire.  Dee is a 

Science teacher who has 30 years of teaching experience.  She currently teaches at a 

Division II school in the White Mountains region of New Hampshire.  Haley is also a 

Science teacher who has 34 years of teaching experience.  She currently teaches at a 

Division II public high school in the White Mountains region of New Hampshire.   

When asked to elaborate on his mindfulness-based practice, Tim reported how 

he puts his “mind in neutral.” 

So I do that when I get stressed, I put myself in neutral and to handle kids in 

certain situations. So it's kind of like live in the moment and not get caught up 

in all these little details in our lives. So that's one of the practices I use quite a 

bit.   

Dee stated that one of her mindfulness-based practices was to “reflect daily.”  She 

continued to elaborate on her practices. 
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 A lot of times, it’s when I go to bed, I just take quiet time and I reflect on 

everything that happened.  Whether it could've been done differently, or it 

didn't work out well. I've done that since I was a little kid. So it's something 

that somehow I picked up.  And then in the classroom I frequently will use 

breathing techniques to give myself space.  Another one that I use is the 

dimming of lights because that helps calm me sometimes.  And I have a 

tendency to put somebody in the front row that's at peace within themselves 

and I just go stand by them. I don't know if that's a true practice or not but 

that's what I do.  

Haley shared that she had been engaging in mindfulness-based practices for the past 

21 years, ever since she had children.  She proceeded to explain her practice. 

In the morning I like to get up before everybody and have a cup of coffee or 

something and just sort of be very calm.  If the timing is right, I watch the 

sunrise or you know just look out at nature in my yard, watching the birds or 

whatever.  I find that calming.  And then similar to Dee, at night…before I go 

to bed, maybe half an hour, where I do something like either reflect on the day 

or I write in a journal, or sometimes read total escapism books. And then…I 

play calming music.  Or go for a walk in the woods. That’s also something I 

like to do as a way to calm down.  

Table 4.6, Mindfulness-based Practices, shows the type of mindfulness-based 

practice engaged in by the focus group participants. 
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 Maggie Beth Paul Kathy Ann Pam Tim Dee Haley 

Body Scan       X   

Breathing 

Techniques 

  X X    X  

Journaling X        X 

Lighting        X  

Meditation X X X X  X    

Mindful 

Moments 

     X X   

Music X        X 

Nature         X 

Quiet Time X       X X 

Reading X        X 

Reflection        X X 

Walks         X 

Weight- 

Lifting 

    X     

Yoga X X    X    

Table 4.6. Mindfulness-based Practices 

All the focus group participants confirmed that they did engage in one or more 

mindfulness-based practice within their personal lives.  Practices ranged from 

informally engaging in mindfulness-based practices to formally attending classes and 

workshops.  The length of time focus group participants reported engaging in 

mindfulness-based practices ranged from two to twenty-one years.  The frequency and 

duration which focus group participants engaged in mindfulness-based practices 
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ranged from a few times a week to daily, and from a few minutes at a time to two hour 

sessions.  

 Table 4.7, Summary of Mindfulness-based Practices, summarizes the 

mindfulness-based practice engaged in by the focus group participants. 

Mindfulness-based Practice Number of Participants 

Meditation 5/9 [2/5 Guided Meditation] 

Yoga 3/9 [2/3 Kundalini Yoga] 

Breathing Techniques 3/9 

Quiet Time 3/9 

Mindful Moments 2/9 

Journaling 2/9 

Reflection 2/9 

Music 2/9 

Reading 2/9 

Walking 1/9 

Weight-Lifting 1/9 

Table 4.7. Summary of Mindfulness-based Practices 

Five out of the nine focus group participants reported that they engaged in 

meditation as a mindfulness-based practice.  Two of these five participants shared that 

they engaged specifically in guided meditations.  Three out of the nine participants 

reported that they engaged in yoga as a mindfulness-based practice.  Two of these 

three participants shared that they engaged specifically in Kundalini yoga.  Pam stated, 

“I have been practicing Kundalini yoga for probably 15 years.  I usually focus on 

some sort of yoga meditation.  Kundalini is my favorite because it’s an active yoga, 

mindfulness meditation.”  Three of the nine participants reported that they engaged in 
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breathing techniques as a mindfulness-based practice.  Paul stated, “I mostly do 

breathing exercises, you know if I’m feeling stressed”   

Three of the nine participants reported that they engaged in quiet time as a 

mindfulness-based practice.  Maggie and Dee both reported that they liked to spend 

some quiet time at night before going to bed, and Haley elaborated that she also liked 

to spend some quiet time in the morning before everyone gets up “and just sort of be 

very calm.”  Two of the nine participants, Tim and Pam, reported that they practiced 

being mindful.  Tim stated, “So it’s kind of like live in the moment and not get caught 

up in all these little details in our lives.”  Pam described her practice of these mindful 

moments. 

I try to practice, you know try to implement it in my daily life in terms of just 

being mindful and taking a minute out of a day and just pausing and noticing 

where I am in the moment.  I just try to incorporate that into my daily life. 

Two of the nine participants reported that they engaged in journaling as a 

mindfulness-based practice.  Two of the nine participants reported that they engaged 

in reflection as a mindfulness-based practice.  Two of the nine participants, Maggie 

and Haley, reported that they listened to music and/or engaged in reading as part of 

their mindfulness-based practice.  One of the nine participants engaged in a type of 

body scan as a mindfulness-based practice.  One of the nine participants, Dee, reported 

dimming the lights as part of her mindfulness-based practice.  She stated, “Another 

one I use is dimming of the lights because that helps calm me sometimes.”  One of the 

nine participants, Ann, reported engaging in weight-lifting as a mindfulness-based 

practice.  One of the nine participants reported spending time observing or walking in 
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nature as a mindfulness-based practice.  Haley discussed her practice of experiencing 

nature as a way to calm down 

If the timing is right, I watch the sunrise or you know just look out at nature in 

my yard, watching the birds or whatever.  Or go for a walk in the woods.  

That’s also something I like to do as a way to calm down. 

Question 2: Do you believe your personal practice of mindfulness has any effect on 

your professional life as a teacher?  How so? 

 When asked about whether she believed her personal practice of mindfulness 

had any effect on her professional life as a teacher, Beth discussed her experience. 

I would have to say, absolutely because teaching can be very stressful.  You're 

dealing with lots of different personalities, you're being pulled in multiple 

directions at one time, daily and weekly.  Like right now it’s the end of 

grading.  You know you have all these different stressors so I think it's very 

important to have something that you do that is a relaxing activity.  

Maggie also reported on positive experiences that she believed were related to her 

personal practice of mindfulness. 

Absolutely. I've been teaching for forty two years, and the last two years since 

I started, I see an increased amount of peace in my own self.  There's no noise 

in me, or less noise.  My wording that I use has changed…being able to stop 

before I say things that [might] not be helpful.  My favorite two things are 

being nice and being helpful.  I started using that as a reminder.  And the other 

one is for me, is to be mindful that it's not about me.  So that's the shift that 

mindfulness has made and it's been amazing because I have kids come in that 
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aren't in my class because they just want to sit because it’s peaceful.  It’s been 

a major, major change for me. 

 Kathy discussed her goal of becoming more mindful in the classroom, and how her 

engagement in mindfulness-based practices had helped to reduce stress, and helped 

her with sleep. 

I definitely think that because teaching is stressful and there are a lot of 

demands. As a teacher...the mindfulness, sort of being in the moment with 

students, I do find it's been helpful. It's really something that as a professional 

I've been focusing on.  One of my goals is to try to be more sort of in the 

moment, in the classroom. I'm a planner, so like to veer away from plans if 

needed, that's what I try to focus on.  So mindfulness has kind of come into 

play in that realm.  I guess as stress reducer, helping with sleep because I wake 

up very early. And just sort of being more mindful with students in the 

classroom.   

When asked about whether Paul believed his personal practice of mindfulness 

had any effect on his professional life as a teacher, he responded, “Oh absolutely.  I 

think just being able to re-calibrate with your students that are getting out of hand, 

helps.”   Ann believed her personal practice of mindfulness had “transferred over”, 

and elaborated on her experience. 

I really think it helps.  My practice at that gym has transferred over.  It almost 

makes me slow down and isolate and be like, okay wait, why am I doing this?  

How do I do it correctly?  You know, am I doing this right?   Am I doing this 

wrong?  And obviously the stress relieving part after work is nice.  Yea, it’s 
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definitely transferred over and makes me stop and really think about why I'm 

doing something, and am I doing it correctly or not.  So I think it definitely 

transfers over.  

Pam reported that her personal engagement in mindfulness-based practices had helped 

her to be “more patient” with her students. 

Oh absolutely, because I'm kind of an intense person.  I feel like it has really 

affected my ability to be more patient with my students. I teach high school 

Special Ed., so I feel like it's given me more patience.  

When asked about whether Tim believed his personal practice of mindfulness had any 

effect on his professional life as a teacher, he replied, “Yes, it calms me down and 

allows me to deal with difficult students.”  Dee discussed how her mindfulness-based 

practice helped keep her “sane.”  

It keeps me sane, yes. I don't know how you can teach without it. Honestly I 

have no idea how in today's world with everything that's expected from 

teachers. Never mind what's expected from the students because it has a 

trickle-down effect.  I don't know how. 

Haley described a practice she got from her mother who was also a teacher.  “I 

find…you know, when things get really crazy and the kids just aren't focusing, you 

just get quiet and that...calms them down.  I mean it really works better than yelling.  

Focus group data indicated that all of the teacher participants believed their 

personal practice of mindfulness had affected their professional life as a teacher in 

positive ways.  Four of the participants said that practicing mindfulness “absolutely” 

helped them in the classroom.  Each participant either stated or alluded to teaching 
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being a stressful profession and that mindfulness-based practices were a way to “slow 

down”, “calm down”, “increase peace”, “be more patient”, and “keep sane.”  Kathy 

shared, “because teaching is stressful and there are a lot of demands as a 

teacher...mindfulness, sort of being in the moment with students, I do find it’s been 

helpful.”  Two of the participants, Ann and Dee, reported on the cyclical nature of 

classroom experiences.  Dee stated that stress had a “trickle-down effect” in the 

classroom, and Ann stated that she believed her personal practice of mindfulness had 

“transferred over” to her students. Maggie shared, “the shift that mindfulness has 

made...it’s been amazing.  It’s been a major, major change for me.”  

Question 3: Have you ever tried to integrate any mindfulness-based practices into 

classroom activities?   If yes, would you be willing to participate in an individual 

interview to further elaborate on these experiences?   

All of the focus group participants reported that they had integrated 

mindfulness-based practices into classroom activities.  Table 4.8, Integration of 

Mindfulness-based Practices, shows how focus group participants had integrated 

mindfulness-based practices into their classrooms. 

 Maggie Beth Paul Kathy Ann Pam Tim Dee Haley 

Breaks X   X X   X X 

Breathing 

Techniques 

  X X  X    

Body Scan       X   

Calming Jar    X      

Coloring    X      

Journaling X         
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Lighting X X      X  

Meditation       X   

Meditative 

Bell 

   X      

Mindful 

Moments 

  X X X  X   

Music X X       X 

Quiet Time X       X X 

Reflection   X  X     

Singing 

Bowls 

 X        

Smells X      X X X 

Stress Balls      X    

Stretching    X X     

Temperature X         

Visualization       X   

Walks X    X X    

“Zen” 

Atmosphere 

X X  X      

Table 4.8. Integration of Mindfulness-based Practices – Focus Groups 

Three of the nine participants, Maggie, Kathy, and Tim, reported that they had 

formally integrated mindfulness-based practices into their classroom activities and 

agreed to participate in individual interviews to further elaborate on their experiences.  

Kathy also shared that she had recently led a professional development workshop on 

mindfulness in education for her district.  The other six participants reported that 

although they had not “purposively” integrated mindfulness in an “obvious” or 
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“organized way”, they had incorporated informal ways of letting students “take a 

break”, “stretch”, and/or “take a deep breath.” 

Beth, Maggie, and Kathy all mentioned creating a “Zen” type of atmosphere 

within their classrooms.  Kathy shared that she set up a space in her classroom, “I have 

a sort of corner in my room that I call my Zen corner where students can color....I have 

what I call a calming jar which is a jar full of glitter and they can shake it.”  Beth and 

Maggie both stated that their students enjoyed being in their classrooms because of the 

“Zen” environment they had created.  Beth stated, “The kids say it’s a very Zen kind 

of an environment to be in.  They really enjoy that.” Maggie stated, “The kids say my 

room is Zen.  They’ll come in and say your room is Zen, we really like it in here.” 

Maggie reported how she had integrated the practice of quiet time and that not 

only do her students ask for quiet time, but she believes they are benefitting from it in 

tangible ways. She elaborated on her practice of quiet time: 

...the quiet time especially has been the newest thing I’ve done this year and 

it’s really changed things.  Their grades are better, their more comfortable, and 

they don’t get nervous about tests.  The quiet time has been the biggest part.  

 Question 3b: Are there any barriers that may be stopping you from integrating 

mindfulness-based practices into classroom activities?  

Four of the nine focus group participants reported that there were barriers that 

may be stopping them from integrating mindfulness-based practices into their 

classroom activities including: time; administration; religious connotation; and lack of 

know-how.  Ann explained, “I think my biggest barrier is time.  Honestly, you know 

the same old thing for all teachers, we never have enough time to get everything 
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done.”  Pam stated, “Maybe I feel like I don’t really know [how]…the time is, I feel, a 

concern as well.  And I’m not really sure what that looks like...but I would be 

interested.”  Kathy stated, “I think there are some barriers for sure because 

mindfulness, first of all, there’s the whole idea of, is this religion, is this a Buddhist 

tradition?”  Tim chuckled, “I mean there are some barriers, obviously if I have a kid 

laying on the table...doing a body scan and the principal walks in…”  Data indicated 

that although these four teacher participants reported barriers to integrating 

mindfulness-based practices, they also reported that they had integrated these 

practices, either formally or informally, into their classroom activities.   

The three focus group discussions supported the results of the survey.  Nine 

teacher participants provided information regarding their mindfulness-based practices 

as New Hampshire public high school teachers.  The qualitative data collected during 

focus group discussions was used to guide the questions for the individual interviews. 

Interviews.  Interviews, as opportunities to collect information regarding a 

participant’s experience are important in qualitative research (Boudah, 2011).  

Interview participants in this study were selected to gather data regarding how 

mindfulness-based practices inform New Hampshire public high school teachers’ 

classroom experience.  The second part of the qualitative phase of this mixed methods 

research study entailed three individual interviews scheduled to last approximately 15-

30 minutes.  The interview participants were selected based on data collected in the 

focus group discussions.  All of the participants reported that they had integrated 

mindfulness-based practices into their classrooms and thus were asked if they would 

be willing to participate in an individual interview to elaborate on their experience.  
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Three of the nine focus group participants agreed to participate in the individual 

interviews.   

The first interview took place on December 4, 2017.  The second and third 

interviews took place on December 5, 2017.  The first interview was held in person.  

The second interview was held through Zoom, an online discussion forum.  The third 

interview was held over the phone.  All three individual interviews were audio 

recorded with the participant’s informed consent (Appendix G).  The audio recording 

was then uploaded into Trint, a software application that transcribed the interviews.  

The researcher checked the transcripts against the audio files for mistakes as part of 

the data analysis process. The researcher listened to each recording three times and 

compared the audio to the transcriptions for accuracy.  The transcripts were manually 

corrected by the researcher if any discrepancy was noted.  Pseudonyms were used to 

protect the confidentiality of the interview participants.  Following are the individual 

interview questions (Appendix H) and participant responses.    

Question 1: Focus group data indicated that you have integrated mindfulness-based 

practices into your classroom.  What type of practice?  

The first interview was with Kathy, a Social Studies teacher who has six years 

of teaching experience.  She currently teaches at a Division II public high school in the 

Merrimack Valley region of New Hampshire.  Kathy was a teacher participant in the 

second focus group discussion.  When asked about the type of mindfulness based 

practice she had integrated into her classroom, Kathy reported that she had integrated 

mindfulness-based practices in informal ways.  For example, she has students “pause”, 

“take a break”, “stretch”, or “close their eyes”, and “do a minute of mindfulness.”  
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Kathy continued with discussing her practice of using a “meditative” bell in her 

classroom as “a way to help focus and center students.” 

Sometimes I use it to get students attention, but I use it for a couple other 

things as well. I do a breathing exercise and begin and end with the bell for 

them, especially for high stress situations like tests or assessments.  I also have 

done this activity…we ring [the bell] and it reverberates for a while…the 

students keep their hand up when they hear the sound and when they no longer 

hear it they put their hand down. 

Kathy then described an area in her classroom that she calls her “Zen” corner 

where she posts positive quotations and has coloring sheets available for her students.  

She also explained a calming jar she made for her students: “I have this jar that I 

made, it has glitter and stuff in it so you can shake it and just kind of sit and watch it 

until the glitter goes down, it's kind of for calming.”  Kathy explained that although 

she realizes that there is no direct way that mindfulness fits into her Social Studies 

curriculum, she is “personally interested in it and passionate about it.”  She reported, 

“[Our] school in particular has a lot of students who are sort of high stress, a lot of 

anxiety, so I found that it's been helpful to at least float the idea, kind of introduce it in 

the class.” 

  The second interview was with Maggie, a Science teacher who has forty two 

years of teaching experience.  She currently teaches at a Division II public high school 

in the Monadnock region of New Hampshire. Maggie was a teacher participant in the 

first focus group discussion.  When asked about the type of mindfulness based practice 

she had integrated into her classroom, Maggie discussed the quiet time that she had 
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incorporated into her classroom activities. 

Quiet time with the lights off…the only guidance I give them is that they need 

to not have any electronics. They can leave their eyes open or closed, they can 

sit up or they can put their head down and there's just no talking.  I don't tell 

them how to breathe or anything because I don’t want to suggest anything.  I 

want them to experience just quiet.  

The third interview was with Tim, a Social Studies teacher who has thirty 

years of teaching experience.  He currently teaches at a Division II public high school 

in the White Mountains region of New Hampshire.  Tim was a teacher participant in 

the third focus group discussion.  When asked about the type of mindfulness based 

practice he has integrated into his classroom, Tim described one of things he does is to 

teach his students how to make their “mind go in neutral”, which he elaborated, “is 

good for tests”, and “good to reduce your stress level.”  Tim elaborated on a type of 

visualization he had done with his students and reported “what it does is it blanks out 

all the clutter in your head.  It's basically meditation…focus and so forth.” 

Interview data indicated that all three of the teacher participants had integrated 

mindfulness-based practices into their classrooms.  Each participant gave specific 

examples, including both formal and informal practices.  Kathy reported that she 

integrated mindfulness in informal ways such as having students pause, take a break, 

and stretch.  Maggie stated that she formally incorporated quiet time as a mindfulness-

based practice into her classroom activities.  Tim described a type of guided 

meditation that he had integrated, helping his students to clear the clutter from their 
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minds in order to be able to focus.  The type of practices reported by the participants 

aligns with the review of literature on mindfulness-based practices.   

Table 4.9, Integration of Mindfulness-based Practices, shows the mindfulness-

based practices integrated into classroom activities by the interview participants. 

 Kathy Maggie Tim 

Breaks X X  

Breathing 

Techniques 

X   

Body Scan   X 

Calming Jar X   

Coloring X   

Journaling  X  

Lighting  X  

Meditation   X 

Meditative Bell X   

Mindful 

Moments 

X  X 

Music  X  

Positive 

Quotations 

X   

Quiet Time  X  

Smells  X X 

Stretching X   
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Temperature  X  

Visualization   X 

Walks  X  

Table 4.9. Integration of Mindfulness-based Practices - Interviews 

Question 2: How long have you been integrating mindfulness-based practices into 

your classroom? 

Kathy stated that she had been integrating mindfulness-based practices for two 

or three years.  Maggie reported that she had begun integrating mindfulness-based 

practice on a regular basis this year because she started noticing that her students were 

not focused.  She shared, “I decided to make it a practice because the only way you get 

good at things is to practice.”  Tim replied that he had been integrating mindfulness-

based practices for “probably ten years.”    

Data indicated that the length of time the teacher participants had been 

integrating mindfulness-based practices ranged from one year to ten years.  Maggie 

has been integrating these practices regularly for the past year.  Kathy has been 

integrating mindfulness-based practices for two or three years.  Tim had been 

integrating mindfulness-based practices into his classroom for ten years.  

Question 3: How often do you integrate mindfulness-based practices into your 

classroom? 

  Kathy explained that she always has a space set up and available for the 

students in her classroom.  She reported that she usually integrated mindfulness-based 

practices into classroom activities about once a month.  Kathy added, “I actually just 

did it today with one class where we got up and did some stretching as a break in 
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between something that was again sort of stressful.”  

Maggie reported, “I try to do it once a week.  And I do it from anywhere between five, 

ten, or fifteen minutes.”  Tim described how he integrated mindfulness-based practices 

during a certain unit or before tests.   

When we do Taoism…we talk about putting your mind in neutral, so I’ll do 

that.  And then we might talk about it before tests or something else, I’ll say 

put your mind in neutral.  I’ll share with any kids, like my AP kids, or I'll share 

with anybody who asks.  It comes up in bizarre ways.  

Data indicated that the frequency the teacher participants had been integrating 

mindfulness-based practices ranged from having a mindfulness space always 

available, to once a week, once a month, or during a particular unit being taught.  

Kathy always has a mindfulness space set up that she refers to as her Zen corner.  This 

is an area of her classroom where she has positive quotations posted, coloring 

available for the students, and a jar full of glitter that students can shake and watch as 

a way to calm themselves.  Maggie tries to integrate mindfulness-based practices once 

a week.  Whereas, Tim reported that he had integrated mindfulness-based practices 

during a specific unit or before a test. 

 Table 4.10, Summary of Integrated Mindfulness-based Practices, summarizes 

the mindfulness-based practice integrated into classroom activities by focus group and 

individual interview participants. 

Mindfulness-based Practice Number of 

Participants 

Breaks 5/9 

Breathing Techniques 3/9 
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Body Scan 1/9 

Calming Jar 1/9 

Coloring 1/9 

Journaling 1/9 

Lighting 3/9 

Meditation 1/9 

Meditative Bell 1/9 

Mindful Moments 4/9 

Music 3/9 

Positive Quotations 1/9 

Quiet Time 3/9 

Reflection 2/9 

Singing Bowls 1/9 

Smells 4/9 

Stress Balls 1/9 

Stretching 2/9 

Temperature 1/9 

Visualization 1/9 

Walks 3/9 

Table 4.10. Summary of Integrated Mindfulness-based Practices  

Data collected from focus group discussions and individual interviews 

indicated twenty one types of mindfulness-based practices that teacher participants 

had integrated into their classroom activities.  The most frequently reported practice, 

five out of nine participants, was the integration of breaks as a mindfulness-based 

practice.  The next most frequently reported practices, four out of nine, were the use of 
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smells and mindful moments.  The next most frequently reported practices, three out 

of nine, were: quiet time; breathing techniques; walks; music; and lighting.  The next 

most frequently reported practices, two out of nine, were stretching and reflection.  

Each of the following eleven mindfulness-based practices were reported by one out of 

nine participants: body scan; calming jar; coloring; journaling; meditation; meditative 

bell; positive quotations; singing bowls; stress balls; temperature; and visualization. 

Question 4a: Do you believe that mindfulness-based practices have had any effect 

on the students in your classroom in terms of stress management?  

Kathy recognized that she had not done enough to be able to say whether or 

not mindfulness-based practices have had any effect on her students in terms of stress 

management.  Kathy did report that she sees these practices as another thing she has in 

her “toolkit.”  She further explained, “I found that just in the moment, I do see kids are 

breathing, but I don't know how that carries on outside of my room or the next day.”  

Maggie stated that she believed it was more than just the mindfulness practice 

that helped her students manage stress, it was the many things that she did to create a 

“safe environment.” She further described this environment. 

I know that they really feel good when they're in my room and I know it's more 

than just the mindfulness practice.  I make it a practice of never raising my 

voice.  I don't make fun of them…they don't need me to yell at them.   

Tim reflected that although he has “never kept track”, he does believe that the 

mindfulness-based practices that he has integrated into his classroom have helped 

some kids. 

I've had multiple kids over occasion...say that it's helped them through taking 
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tests, calm themselves down.  One kid had just broken up with his girlfriend 

and was going through a...tough time and he says it really helped him settle 

himself down because he was like, just a train wreck going through it.  

 Data indicated that the three participants had varying responses to whether or 

not mindfulness-based practices had an effect on their students in terms of stress 

management.  Kathy stated that she had not done enough to definitively report 

whether or not mindfulness-based practices had an effect on her students’ stress 

management.   Maggie reported that she had created a “safe environment” and that 

students came in early or for lunch because they enjoy being in her classroom.  Tim 

reported that he believed mindfulness-based practices did have a positive effect on 

some of his students. 

Question 4b: Do you believe that mindfulness-based practices have had any effect 

on the students in your classroom in terms of student-teacher relationships?  

Kathy found this particular question “interesting” and stated that since she has 

made more of a “conscious effort in awareness” that it has helped improve her 

relationships with students.  She recognized that the effect mindfulness-based 

practices had on classroom relationships “manifested most” with her role as the 

teacher.  Kathy reported that as she has “grown as a teacher” she has tried to 

remember to not “sweat the small stuff”, “breathe”, “take a beat”, and “be 

compassionate.”  She further elaborated on her goal as a teacher: 

I would say...on my end just looking at, you know, being more mindful, more 

in the moment, more spontaneous.  I am very organized, I'm always prepared, 

[and] I have crazy lesson plans that are like super detailed. My goal for myself 
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as a teacher is to move more away from that and try to sort of give up control 

and be more spontaneous with the students. I find that mindfulness, and just 

being present in the moment, has improved my teaching for sure, and thus 

relationships with kids.  

Maggie also reported that she believed that mindfulness-based practices had 

improved the relationships she has with her students.  For example, she feels that her 

students come to her class when they are having issues and are “much more clear 

about their needs.”  Maggie also stated, “Nobody cares what you know unless they 

know that you care.”  Tim reported that he believed mindfulness-based practices 

helped to build a connection with some kids.  He elaborated by sharing a story about 

running in to a former student who thanked him for his experience in Tim’s classroom 

five years prior.   

Data indicated that all three of the participants agreed that integrating 

mindfulness-based practices into their classrooms had a positive effect on student-

teacher relationships.  Kathy stated that mindfulness had improved her relationships 

with students.   Maggie concurred that mindfulness-based practices had affected 

student-teacher relationships in positive ways.  Tim stated, “I think some kids that ask 

for more information and so forth...you know you get a connection with them.”   

Question 4c: Do you believe that mindfulness-based practices have had any effect 

on the students in your classroom in terms of classroom climate?  

Kathy reported that mindfulness-based practices had affected her classroom in 

terms of helping to create a climate that is “more student driven.”  She described how 

she is always wondering how her students are doing and checks in with them in order 
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to re-adjust as needed.  “It's based on…what do we need in this moment?  How are we 

doing?  I do a lot of check-ins where I ask students for feedback.”   Kathy continued 

by reflecting on conversations she has had with her students regarding mindfulness, 

technology, and classroom climate. 

Also, something I forgot to mention with mindfulness practices in the 

classroom is with technology…high school students have their phones out 

always.  I have had discussions with students and with the whole class about 

being present...you know being present for sixty minutes with this group of 

people.  And that, I think is a huge part of classroom climate and community.  

So when students, for example, default to, oh I can just really quickly send this 

text or look at Snapchat or whatever, even if it’s thirty seconds, it takes you out 

of that moment and of the learning in the classroom.  So I have had some 

conversations with students and classes about that and I do think that is a part 

of classroom climate.  

Maggie also reported that she believed mindfulness-based practices affected 

classroom climate.  She described the respect that her students have for themselves, 

each other, and for her as their teacher.  Maggie elaborated on the climate she has 

created through mindfulness-based practices. 

I have some pretty colorful kids.  I’ve got a motley crew during the last part of 

the day.  Yesterday was kind of a difficult day, I don’t know what happened.  I 

can say that and it doesn’t wind up being day after day.  They can hear me and 

they can own what they do.  They don’t say, oh no we didn't do that, [instead] 

they’re like, you know, you’re right, it was kind of crazy yesterday.  They don't 
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complain.  There’s a sense of honor and respect.  

Tim explained that he believes his climate is pretty good and doesn’t know if it’s 

actually due to his integration of mindfulness-based practices.  

I mean I always think my climate is pretty good so I don't know if I really see a 

change because I don't really look for it either. You know it’s not something 

like, hey I just did this so now let’s look.  I don’t mindfully do that. 

Data indicated that all three participants reported having a positive classroom 

climate.  Kathy believed that integrating mindfulness-based practices “definitely” had 

an effect on her classroom climate.  She described the discussions she has had with her 

students regarding mindfulness in the classroom and technology: “I have had 

discussions [about cell phone use]...about being present...for sixty minutes with this 

group of people.  That I think is a huge part of classroom climate and community.”  

Maggie stated she “absolutely” believed that integrating mindfulness-based practices 

had had a positive effect on her classroom climate. She stated, “There’s a sense of 

honor and respect.”  Tim reported that he had not specifically looked for a change due 

to his integration of mindfulness-based practices because he believed he had a “pretty 

good” climate to begin with.    

Question 5a: How do you perceive your students’ reaction to the integration of 

mindfulness-based practices into your classroom? 

Kathy reported that her students’ reactions depend on her approach.  She 

explained that sometimes her students may think something is “a little bit corny” but 

they get used to it.  She stated that her students will “buy into” what she is doing or 

presenting if she “buys into” it.  Kathy elaborated: 
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 Even though I teach older students, you know I have juniors and seniors in 

high school, if I buy in, I'm like okay everyone stand up we're going to do a 

deep breath and an audible sigh. You know I do it and I model it and I am sort 

of silly along with them, they can take risks, and they buy in pretty quickly.  

Maggie reported that her students like the integration of mindfulness-based 

practices because it works for them.  Maggie also stated that she believes her students 

know that she cares about them and that they trust her.  She indicated that “the trust 

has increased” with the integration of mindfulness-based practices. 

Tim described how mindfulness-based practices opened up his students’ eyes 

to alternative ways of looking at things.  He stated that even if his integration of these 

practices do not turn his students into “believers”, they might realize “there’s 

something else out there.”  Tim further elaborated on his students’ reactions, “I'm a 

pretty conservative looking person so when I started doing this stuff they’re like 

okay...then after when they see you get positive results, like you know, maybe there is 

more to this.” 

Data indicated that all three participants reported that their students were open 

to and accepting of the integration of mindfulness-based practices.  Kathy stated that 

she believes when she models mindfulness practices, her students are quicker to buy 

into them: “I have always felt that no matter what it is I’m doing or presenting, if I buy 

into it, they’ll buy into it.”  Maggie stated that her students “like it because they know 

I care about them...and I think because it works for them.”  Tim pointed out that “it 

opens up a lot of eyes to alternative ways of looking at things.” 

Question 5b: How do you perceive your administration’s reaction to the integration 
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of mindfulness-based practices into your classroom?  

Kathy discussed how her school district had changed its view regarding 

mindfulness and mindfulness-based practices over the past few years. 

Two or three years ago, I requested a professional development 

workshop...about mindfulness and incorporating it into your career.  One of the 

areas where we are eligible to do professional development is in wellness.  

They didn't approve it and I don't know if it was necessarily because you know 

the district didn't agree, it might have been an individual person who quickly 

was like, no this isn't connected.   

Kathy went on to describe recent experiences in her school district. 

I think more people at my school know about mindfulness, it is sort of a 

buzzword now. This past November, for a professional development day I 

actually offered a workshop on mindfulness and I had over thirty attendants of 

elementary and middle through high school participants in the district, it was 

actually sold out. However many people signed up, there were lots of people 

who contacted me really interested in this but couldn't get into the session.  So 

even in just a year or two I think it's changed a lot where now it's more 

accepted and people know what it is a bit more and that there is a role for it in 

education.  

  Maggie reported that her administration’s reactions were positive and that they 

were fine with what she was doing.  She stated, “My building and administrators are 

awesome.”  She described her administration has having an “open-door policy” with 

the students and a “hands-off” approach to classroom teaching.  
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Tim reported that he never told his administration specifically about 

integrating mindfulness-based practices into his classroom.  He stated that it was just 

part of what he taught in his curriculum and he stated that his administration wouldn’t 

understand anyway.  

Data indicated that the three participants varied on what they perceived their 

administration’s reaction was regarding the integration of mindfulness-based practices 

into their classrooms.  Kathy discussed the fact that her request to attend a professional 

development program on mindfulness had been denied by her school district a few 

years ago, however this past year she was actually able to lead a workshop on 

mindfulness for the teachers in her district.  According to Kathy, “even in just a year 

or two I think it’s changed a lot where now it’s more accepted and people know what 

it is a bit more and that there is a role for it [mindfulness] in education.”  Maggie 

reported that her administration had been supportive of her and her integration of 

mindfulness-based practices within her classroom. Tim’s response “I just never tell 

them” was followed by his belief that they would not understand so why bother 

bringing it up.  

Question 5c: How do you perceive your faculty and staff reaction to the integration 

of mindfulness-based practices into your classroom?  

Kathy explained that the faculty and staff reactions depended on the individual 

person.  She clarified that there might be some teachers who think it is “silly”, but that 

there are many others who are interested in mindfulness-based practices.  Kathy 

further explained that this was something she addressed in her mindfulness in 

education workshop.  Kathy elaborated: 
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I think there are some teachers who just would never be really interested in 

doing it, but there are a lot who are interested as evidenced by them wanting to 

come to a workshop. So I think it's becoming more accepted for sure.  

Maggie reported positive reactions from the faculty and staff regarding her 

classroom.  She also stated that she did not sense any “animosity” from her colleagues.  

Maggie explained, “I've had a teacher now and then say that the kids think your 

classroom is really Zen.  Or they really feel peaceful in your classroom.”  Tim stated 

that the faculty and staff at his school wouldn’t have a reaction because they wouldn't 

necessarily know what was going on in his classroom.  He elaborated: 

I mean we do talk about it sometimes. You know a kid will bring it into 

another class and talk about it. You get the reactions from the science area, you 

know, the conservatives, they just think it's a bunch of crap.  Ignorance...you 

know…I just ignore them.  It’s not a problem. 

Data indicated that the three participants perceived a variety of reactions from 

other faculty and staff regarding the integration of mindfulness-based practices into 

their classrooms.  Kathy reported that “it really all depends on the person...some 

teachers would never be really interested in doing it, but there are a lot who are 

interested.”  Maggie stated that she hasn’t sensed any hostility and that some teachers 

had been supportive.  Tim stated that some of his colleagues were not aware of it, 

others may “think it’s a bunch of crap” but that he hasn’t had any problems.    

Question 5d: How do you perceive your students’ parents’ reaction to the 

integration of mindfulness-based practices into your classroom? 

Kathy reported that she had not had any “direct conversations with parents” 
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about integrating mindfulness-based practices into her classroom activities.  She 

explained: 

That, I’m not as sure of, because, you know, it's not like I do a lot of this, it's 

little tiny things here and there with my students.  So I haven't felt the need, for 

example, to inform parents. You know it’s not like I do a week-long unit on 

mindfulness, that wouldn’t be appropriate for social studies anyway.  So I'm 

not sure about that.  

Kathy described her district’s awareness about “focus and attention.”  She 

further explained that many of their students have “a lot of stress and anxiety.”  Kathy 

said that this issue has been discussed but that she didn’t know if “mindfulness” had 

been part of that discussion.   

Maggie stated that she has had parents tell her “that their kids really feel 

comfortable and peaceful.”  Tim reported that because he is not “preaching” anything 

about mindfulness, but rather teaching “this is what else is out there”, he hasn’t had a 

problem with parents’ perceptions. 

Data indicated that the three participants had a variety of perceptions regarding 

parents’ reaction to the integration of mindfulness-based practices into their 

classrooms.  Tim, stated “I haven’t had a problem ever but...it could happen.”  Kathy 

was not sure of parents’ reactions.  She had not felt it necessary to inform them 

because she had not done a whole unit on mindfulness but rather has integrated little 

things here and there.  Maggie reported that the parents respect who she is. 

Question 6: Is there anything else you would like to elaborate on in regards to your 

integration of mindfulness-based practices into your classroom?  
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Maggie discussed that mindfulness was part of her personal life and how she 

felt “blessed” to be able to incorporate mindfulness-based practices into her 

professional life as a teacher.  She described her daily practice: 

 I am very mindful in the morning, I walk around the school quietly praying, 

doing a quiet meditation time and I ask that [the] words in my mouth and the 

meditation of my heart will be pleasing and that I will be protected from all 

evil.  And I ask that all my students be protected from all evil. I start my day 

with quiet prayer. Once in a while students will join me because they know 

what I'm doing.  And they join me and I do it quietly, it’s not out loud or 

anything.  It's my practice in my life. I'm incorporating what I do in my life in 

my workplace and I feel totally blessed. And I know that I’m unique and....I 

tread very carefully and I watch and I listen so that I can meet all of these 

people where they are.  

Tim discussed a type of body scan that he does with his students where the “idea is to 

get your mind off everything else and focus.” 

I’ll teach kids how to body scan, well I won’t teach them, I’ll just do it, I’ll 

show them what it’s like.  What I do is for a day I’ll take some kids and I'll put 

a couple, what I usually select is like an alternative kid because they're more 

open to what's going on around them.  And then I’ll select a really like 

ultraconservative kid. And then I'll put them out in the hallway. And then I’ll 

explain to the kids what we're looking for when we're doing a body scan. 

You're looking for like your hand twitching, your eyelids, your eyes twitching, 

and things of that sort. And then I’ll usually call in the alternative kid first and 
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put them on the table and do the body scan.  I remember a student from a few 

years ago, he was twitching like he was a puppet, you know, he was moving all 

over the place.  And then I brought in this real conservative kid and of course 

his twitches were more like just his hands quivering and his eyes quivering and 

so forth. But it's hard for me to do it too because you get distracted. I mean the 

whole idea is to get your mind off everything else and focus which is difficult 

to do because you’re like am I going to look like a total fool or not?  But the 

scary thing about it is that every time I've done it I've diagnosed like issues 

with kid’s bodies, like where they hurt. Like with one kid I said did you do 

something here and he goes yea I broke a rib like two years ago.   

 Tim and Maggie discussed additional information regarding the integration of 

mindfulness-based practices into their classrooms.  Tim elaborated on a type of body 

scan he has done with his students, and Maggie elaborated on her daily practice and 

how she considers herself “unique” and “blessed.” 

The qualitative data collected from the focus group discussions and individual 

interviews provided the researcher with rich, descriptive information regarding 

mindfulness-based practices among New Hampshire public high school teachers.  

Teacher participants reported the types of mindfulness-practice they engaged in within 

their personal lives, as well as the types they had integrated within their classrooms.  

Teacher participants also reported how these mindfulness-based practices had 

informed their classroom experience.  Using a phenomenological approach, the 

researcher analyzed the qualitative data to describe the meaning of the lived 
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experience of the teacher participants regarding their mindfulness-based practices 

(Creswell, 2007). 

Coding and Themes 

Coding Method 

“Qualitative inquiry demands meticulous attention to language and deep 

reflection on the emergent patterns and meanings of human experience” (Saldana, 

2012, p. 10).  The first step of the qualitative analysis involved reading and reviewing 

the focus group transcripts and the individual interview transcripts, in an effort to code 

the data and develop themes (Miles, Huberman, & Saldana, 2014).  To code the data, 

the researcher printed out copies of the transcripts and read through each one while 

writing words or phrases in the margins to capture a sense of the overall contents.  

This holistic approach was used as a starting point to provide basic concepts for 

further exploration (Saldana, 2012).  This first-cycle coding method prepares the 

researcher with general ideas of what to explore before conducting a more detailed 

coding of the data.  After holistic coding, two more first-cycle coding methods were 

employed: provisional coding; and descriptive coding (Saldana, 2012).  Provisional 

coding begins with codes created by the researcher based on previous research (Miles 

et al., 2014).  Descriptive coding uses words or phrases from the researcher to assign 

labels to summarize the data (Miles et al., 2014).  The researcher printed out copies of 

the transcripts and carefully read through each one line by line, highlighting words and 

phrases that matched the provisional codes.  The researcher then, using scissors, glue 

and colored paper, cut and pasted the transcripts in an effort to see the participant 

responses to each question simultaneously.  Next, the researcher wrote the descriptive 

codes on a separate poster for each research question.  The researcher also added the 
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provisional codes to these posters.  The final step of this first-cycle coding process was 

to once again read each transcript line by line, while reviewing the posters to modify 

or clarify the codes.  Once the first cycle coding was complete, the researcher 

employed pattern coding, a second cycle coding method where patterns in the data are 

noted and organized into themes (Saldana, 2012).  Pattern coding condenses the data 

by grouping the coded data into similar categories or themes (Miles et al., 2014). 

Research question one (RQ1).  The responses from teacher participants 

regarding the first research question, What are the mindfulness-based practices of New 

Hampshire public high school teachers?,  were coded using both provisional and 

descriptive methods.   

Table 4.11, Provisional Codes - RQ1, displays the provisional codes created by 

the researcher based on a review of relevant literature, along with the number of 

teacher participants whose transcripts reported these codes. 

Mindfulness-based Practices Number of 

Participants 

Body Scans  1/9 

Breathing Techniques  7/9 

Journaling   3/9 

Meditation  6/9 

Mindful Moments  7/9 

Mindful Eating  0/9 

Mindful Walking  4/9 

Reflection  2/9 

Yoga  3/9 

Table 4.11. Provisional Codes - RQ1 
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The two most frequently reported mindfulness-based practices were breathing 

techniques and mindful moments, both with seven out of nine teacher participants 

reporting that they had engaged in these practices within their personal lives and/or 

integrated these practices into their classrooms.  The next most frequently reported 

mindfulness-based practice was meditation, with six out of nine teacher participants 

reporting that they had engaged in this practice within their personal lives and/or 

integrated these practices into their classrooms.  The next most frequently reported 

mindfulness-based practice was mindful walking, with four out of nine teacher 

participants reporting that they had engaged in this practice within their personal lives 

and/or integrated these practices into their classrooms.  The next most frequently 

reported mindfulness-based practices were yoga and journaling, both with three out of 

nine teacher participants reporting that they had engaged in these practices within their 

personal lives and/or integrated these practices into their classrooms.  The next most 

frequently reported mindfulness-based practice was reflection, with two out of nine 

teacher participants reporting that they had engaged in this practice within their 

personal lives and/or integrated this practice into their classrooms.  The least 

frequently reported mindfulness-based practice was body scan, with one out of nine 

teacher participants reporting that they had engaged in this practice within their 

personal life and/or integrated this practice into their classroom.  None of the nine 

teacher participants reported mindful eating as a mindfulness-based practice that they 

had engaged in within their personal life and/or integrated into their classroom. 

Data indicated that teacher participants engaged in eight out of the nine 

mindfulness-based practices, represented by provisional codes created by the 
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researcher based on a review of relevant literature.  These mindfulness-based 

practices, in order of frequency reported, included: mindful moments; breathing 

techniques; meditation; mindful walking; yoga; journaling; reflection; and body scans.  

Mindful eating, a mindfulness-based practice reported in a review of the literature, 

was not reported by the teacher participants.  

Table 4.12, Descriptive Codes - RQ1, displays the descriptive codes based on 

participants’ responses, along with the number of teacher participants whose 

transcripts reported these codes. 

Descriptive Codes Number of Participants 

Breaks  5/9 

Calming  3/9 

Coloring  1/9 

Goal-Setting  1/9 

Lighting  4/9 

Meditative Bell  1/9 

Music  4/9 

Nature  1/9 

Positive Quotations  1/9 

Prayer  1/9 

Quiet Time  6/9 

Reading  2/9 

Relaxation  1/9 

Singing Bowls  1/9 

Smells  4/9 
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Stress Balls  1/9 

Stretching  2/9 

Team-Building  1/9 

Temperature  1/9 

Visualization  1/9 

Weight-Lifting  1/9 

Zen Atmosphere  3/9 

Table 4.12. Descriptive Codes - RQ1 

The most frequently reported mindfulness-based practice was quiet time, with 

six out of nine teacher participants reporting that they had engaged in this practice 

within their personal lives and/or integrated this practice into their classrooms.  The 

next most frequently reported mindfulness-based practices was breaks, with five out of 

nine teacher participants reporting that they had engaged in this practice within their 

personal lives and/or integrated this practice into their classrooms.  The next most 

frequently reported mindfulness-based practices were lighting, music, and smells, each 

with four out of nine teacher participants reporting that they had engaged in these 

practices within their personal lives and/or integrated these practices into their 

classrooms.  The next most frequently reported mindfulness-based practice was 

calming, with three out of nine teacher participants reporting that they had engaged in 

this practice within their personal lives and/or integrated this practice into their 

classrooms.  The next most frequently reported mindfulness-based practices were 

reading and stretching, each with two out of nine teacher participants reporting that 

they had engaged in these practices within their personal lives and/or integrated these 

practices into their classrooms.  The least frequently reported mindfulness-based 
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practices were coloring, goal-setting, meditative bell, nature, positive quotations, 

prayer, relaxation, singing bowls, stress balls, team-building, temperature, 

visualization, and weight-lifting, each with one out of nine teacher participants 

reporting that they had engaged in these practices within their personal lives and/or 

integrated these practices into their classrooms.  

Data indicated that teacher participants engaged in twenty two mindfulness-

based practices, represented by descriptive codes based on participants’ responses.  

These mindfulness-based practices, in order of frequency reported, included: quiet 

time; breaks; lighting; music; smells; calming; Zen atmosphere; reading; stretching; 

coloring; goal-setting; meditative bell; nature; positive quotations; prayer; relaxation; 

singing bowls; stress balls; team-building; temperature; visualization; and weight-

lifting.    

Research question two (RQ2).  The responses from teacher participants 

regarding the second research question, How do mindfulness-based practices inform 

New Hampshire public high school teachers’ classroom experience?,  were coded 

using descriptive methods.   

Table 4.13, Descriptive Codes - RQ2, displays the descriptive codes based on 

participants’ responses. 

Descriptive Codes Number of 

Participants 

Alternative 1/9 

Anxiety 1/9 

Behavioral Issues 1/9 

Calming  4/9 
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Caring 1/9 

Chaos 1/9 

Compassion  1/9 

Comfortable  1/9 

Community 1/9 

Connection  1/9 

Demands  1/9 

Different Personalities  1/9 

Difficult Students  3/9 

Enjoy  2/9 

Expectations  1/9 

Flow  1/9 

Focus 1/9 

Grounded  1/9 

Helpful  2/9 

Honor  1/9 

Improved Teaching  1/9 

Listening 1/9 

Mindful  2/9 

Modeling 1/9 

Multiple Directions  1/9 

Noise 1/9 

Patience  1/9 

Peace  1/9 

Positive Results 1/9 
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Recalibrate  1/9 

Relationships 2/9 

Relaxing  1/9 

Respect  1/9 

Safe Environment  1/9 

Sane  1/9 

Settling  1/9 

Sleep  1/9 

Slow Down  1/9 

Space  1/9 

Stress  3/9 

Stress Reducer  2/9 

Stress Relieving  1/9 

Stressful  2/9 

Stressors  1/9 

Student-driven  1/9 

Transfer Over  1/9 

Trickle-down Effect  1/9 

Trust 1/9 

Wording  1/9 

Workshop  2/9 

Zen Atmosphere 3/9 

Table 4.13. Descriptive Codes - RQ2 

The most frequently reported manner in which mindfulness-based practices 

inform teacher participants’ classroom experience was calming, stated by four out of 
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nine teacher participants.  The next most frequently reported manner in which 

mindfulness-based practices inform teacher participants’ classroom experience were, 

difficult students, stress, and Zen atmosphere, each stated by three out of nine teacher 

participants.  The next most frequently reported manner in which mindfulness-based 

practices inform teacher participants’ classroom experience were enjoy, helpful, 

mindful, relationships, stress, stress reducer, stressful, and workshop, each stated by 

two out of nine teacher participants.  The least frequently reported manner in which 

mindfulness-based practices inform teacher participants’ classroom experience were 

alternative, anxiety, behavioral issues, caring, chaos, compassion, comfortable, 

connection, demands, different personalities, expectations, flow, focus, grounded, 

honor, improved teaching, listening, modeling, multiple directions, noise, patience, 

peace, positive results, presence, professional goals, recalibrate, relaxing, respect, safe 

environment, sane, settling, sleep, slow down, space, stress relieving, stressors, 

student-driven, transfer over, trickle-down effect, trust, and wording, each stated by 

one out of nine teacher participants.  

Data indicated that teacher participants reported fifty descriptive codes 

representing how their engagement in mindfulness-based practices inform their 

classroom experience.  These descriptive codes, in order of frequency reported, 

included: calming; difficult students; stress; Zen atmosphere; enjoy; helpful; mindful; 

relationships; stress reducer; workshop; alternative; anxiety; behavioral issues; caring; 

chaos; compassion; comfortable; community; connection; demands; different 

personalities; expectations; flow; focus; grounded; honor; improved teaching; 

listening; modeling; multiple directions; noise; patience; peace; positive results; 
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recalibrate; relaxing; respect; safe environment; sane; settling; sleep; slow down; 

space; stress relieving; stressors; student-driven; transfer over; trickle-down effect; 

trust; and wording. 

Emergence of Themes 

According to Saldana (2012), themes are words or phrases that identify what 

data is about or what it means.  The themes that emerged from coding the focus group 

data and the individual interview data were compared and contrasted with the study’s 

literature review, allowing the researcher to synchronize the data within the study’s 

framework.   

Research Question One  

The qualitative data collected and analyzed regarding teacher participants 

engagement in mindfulness-based practices provided the researcher with information 

that led to the development of themes representing the practices most frequently 

reported.   

Table 4.14, Mindfulness-based Practice Themes, shows the nine themes that 

emerged.   

Mindfulness-based Practice Themes 

Theme 1: Breathing 

Theme 2: Mindful Moments 

Theme 3: Meditation 

Theme 4: Quiet Time  

Theme 5: Breaks 

Theme 6: Lighting 
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Theme 7: Music 

Theme 8: Smells 

Theme 9: Walks 

Table 4.14. Mindfulness-based Practice Themes 

Themes - RQ1 

 The nine themes are discussed here in relation to the literature review and 

conceptual framework of this study.  The themes appear in order of most frequently 

reported by the teacher participants.  Each theme will be discussed further in Chapter 

five regarding implications and recommendations. 

Breathing.  Breathing techniques are often cited as a mindfulness-based 

practice (Burke, 2009; Jones et al., 2013; Meiklejohn et al., 2012; Siegal, Germer, & 

Olendzki, 2009).  Seven out of nine (78%) teacher participants reported either 

engaging in breathing techniques within their personal practice and/or integrating 

breathing techniques into their classroom activities.   

Mindful moments.  Mindfulness is defined as intentionally paying attention to 

the present moment without judgment (Kabat-Zinn, 1991).  Seven out of nine (78%) 

teacher participants reported engaging in mindful moments within their personal 

practice and/or integrating mindful moments into their classroom activities.  Mindful 

moments, as described by the participants and defined by the researcher, are times 

during the day when teacher participants intentionally stopped to pay attention.  One 

teacher participant, Pam, articulated best what is meant by a mindful moment. 

I try to practice, you know try to implement it in my daily life in terms of just 

being mindful.  Taking a minute out of a day and just pausing and noticing 

where I am in the moment.  I just try to incorporate that into my daily life. 
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Meditation.  Six out of nine teacher participants (56%) reported engaging in 

meditation within their personal practice and/or integrating meditation into their 

classroom activities.  Meditation is one of the most frequently cited practices designed 

to cultivate mindfulness, or the ability to pay attention (Burke, 2009; Jones et al., 

2013; Meiklejohn et al., 2012; Siegal et al., 2009).   

Quiet time.  Six out of nine teacher participants (56%) reported engaging in 

quiet time within their personal practice and/or integrating quiet time into their 
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One teacher participant, Peggy, described her experience with integrating quiet time 

into her classroom activities. 

The quiet time has been especially the newest thing I’ve done this year and it’s 

really changed things. Their grades are better, they’re more comfortable, and 

they don’t get nervous about tests.  I don’t just do it when they’re stressed.  

That quiet time has been the biggest part. 

Breaks.  Although breaks as a mindfulness-based practice were not evident in 

a review of the literature, the concept of pausing is consistent with being mindful.  

Five out of nine (56%) teacher participants reported engaging in breaks in their 

personal lives and or integrating breaks into their classroom activities.   

Music. Four out of nine (44%) teacher participants reported listening to music 

within their personal practice and/or integrating music into their classroom activities.   

A review of the literature for this research study did not reveal music as a 

mindfulness-based practice, although listening to music during other mindfulness-

based practices, such as meditation and yoga, is common.   
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Smells.   Four out of nine (44%) teacher participants reported the use of smells 

within their personal practice and/or integrating the use of smells into their classroom 

activities.  A review of the literature for this research study did not reveal the use of 

smells as a mindfulness-based practice, although aromatherapy is considered a stress-

management technique.   

Lighting.  Four out of nine (44%) teacher participants reported using lighting 

within their personal practice and/or integrating lighting into their classroom activities.  

A review of the literature did not specifically reveal lighting as a mindfulness-based 

practice.   

Walks.   Four out of nine teacher participants (44%) reported walks within 

their personal practice and/or integrating walks into their classroom activities.  

Mindfully walking is cited as a practice designed to cultivate mindfulness, or the 

ability to pay attention (Burke, 2009; Jones et al., 2013; Meiklejohn et al., 2012; 

Siegal et al., 2009).  

Research Question Two  

The qualitative data collected and analyzed regarding teacher participants 

engagement in mindfulness-based practices provided the researcher with information 

that led to the development of codes representing the experiences most frequently 

reported.  Upon further analysis, two themes emerged regarding how mindfulness-

based practices inform classroom experience: stress management and student-teacher 

relationships. 

Table 4.15, Mindfulness Experience: Themes, Codes, and Quotations, shows 

the two themes that emerged along with the codes and supporting quotations. 
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Theme Codes Supporting Quotations 

Stress 

Management 

Alternative ”It opens up a lot of eyes to alternative 

ways of looking at things.”  Tim 

 Anxiety “Our school in particular has a lot of 

students who are sort of high stress, a lot 

of anxiety.”  Kathy 

 Behavioral Issues “I do have kids that have sort of 

behavioral issues from time to time.”  

Paul 

 Calming “It calms me down…”  Tim 

 

“...a calming presence and that helps 

too.”  Dee 

 

“I’ve had kids say that it’s [mindfulness] 

helped them through taking tests, calm 

themselves down.”  Tim 

 

“It calms them [students] down.”  Haley 

 Chaos “I always do that [mindfulness practice] 

when the chaos starts to go.”  Tim 

 Demands “...there are a lot of demands on 

teachers.”  Kathy 

 Different 

Personalities 

 “You’re dealing with lots of different 

personalities…”  Beth 

 Difficult Students “...allows me to deal with difficult 

students.”  Tim 

 Expectations “...in today’s world with everything 

that’s expected from teachers.”  Dee 

 Focus “I have also done this activity, it’s kind 

of a way to help focus and center 

students.”  Kathy 

 Helpful “The mindfulness, sort of being in the 

moment with students, I do find it’s 

been helpful.”  Kathy 
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“I found that it’s been helpful to… 

introduce it [mindfulness] in the class.”  

Kathy 

 Multiple Directions “...you’re being pulled in multiple 

directions at one time.”  Beth 

 Noise “There’s no noise or less noise in me.”  

Maggie 

 Peace “I see an increased amount of peace in 

my own self.”  Maggie 

 

“I have kids come in that aren’t in my 

class because they just want to sit 

because it’s peaceful.”  Maggie 

 Positive Results “I started doing this stuff [mindfulness 

practice]...and then when they [students] 

see you get positive results...maybe 

there is more to this.”  Tim 

 Recalibrate “I think just being able to recalibrate 

with your students that are getting out of 

hand, helps.”  Paul 

 Relaxing “I think it’s very important to have 

something that you do that is a relaxing 

activity.”  Beth 

 Sane “It keeps me sane...I don’t know how 

you can teach without it.”  Dee 

 Settling “One kid...was going through a little 

tough time and he said it really helped 

him settle himself down…”  Tim 

 Slow Down “It almost makes me slow down…”  

Ann 

 Sleep “...helping with sleep because I wake up 

very early.”  Kathy 

 Space “I have space in me.”  Maggie 

 Stress “Now I mostly do… [mindfulness 

practice] if I’m feeling like stressed…”  

Paul 
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“...it just causes immediate stress.”  Dee 

 

“I don’t just do it when they’re 

stressed.”  Maggie 

 Stressful “...because teaching can be very 

stressful.”  Beth 

 

“...as a break in between something that 

was again sort of stressful.”  Kathy 

 Stressors “You know you have all these different 

stressors…”  Beth 

 Stress Reducer “I guess as a stress reducer, helping with 

sleep…”  Kathy 

 

“...it’s [mindfulness] good to reduce 

your stress level and so forth.”  Tim 

 Stress Relieving “...the stress relieving part after work is 

nice.”  Ann 

 Trickle-down Effect “It [stress] has a trickle-down effect.”  

Dee 

 Workshop “I think maybe we should have a 

workshop.”  Dee 

 

“...I actually offered a workshop on 

mindfulness and I had over 

thirty…elementary, and middle through 

high school participants in the district.  

It was actually sold out.”  Kathy 

Student-

Teacher 

Relationships 

Caring “I think they like it because they know I 

care about them.”  Maggie 

 Compassion “I’ve grown as a teacher...don’t sweat 

the small stuff...be compassionate, all 

that kind of stuff.”  Kathy 

 Comfortable “...it’s [mindfulness practice] really 

changed things.  They’re more 

comfortable.”  Maggie 
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 Community “I think [mindfulness] is a huge part of 

classroom climate and community.”  

Kathy   

 Connection “...you get a connection with them.”  

Tim 

 Flow “I have a flow with the kids…”  Maggie 

 Grounded “I always find a student that’s grounded 

and I start talking to that student, you 

know, then it grounds you as well.”  Tim 

 Honor “There’s a sense of honor and respect.”  

Maggie 

 Improved Teaching “I find that mindfulness and just being 

present in the moment has improved my 

teaching for sure…”  Kathy 

 Listening “...we [students] listen to each other.”  

Maggie 

 Mindful “And just sort of being more mindful 

with students in the classroom.”  Kathy 

 

“The other one is for me to be mindful 

that it’s not about me.”  Maggie 

 Modeling “You know I do it, and I model it, and 

I’m sort of silly along with them, they 

can take risks...they buy in pretty 

quickly.”  Kathy 

 Patience “I feel like it has really affected my 

ability to be more patient with my 

students.”  Pam 

 Relationships “...it [mindfulness] has improved my 

teacher relationship with my students.”  

Kathy 

 

“I believe in a lot of ways the 

relationship [with students] has 

increased.”  Maggie 

 Respect “The respect they have for one another, 

the respect they have for themselves, 
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and what they have for me.”  Maggie 

 Safe Environment “I know that they enjoy being in my 

room.  I know that kids come in for 

lunch and come in early in the day.  So 

that tells me it is a safe environment and 

they feel that they’re okay.”  Maggie 

 Student-driven “I think the climate is more student-

driven.”  Kathy 

 Support “Part of what I try to do is teach them 

how to be successful.”  Dee 

 Transfer Over “I think it [mindfulness] definitely 

transfers over.”  Ann 

 Trust “The trust has increased.”  Maggie 

 Wording “Just the words, my wording that I use 

has changed.”  Maggie 

 Zen Atmosphere “And the kids say it’s a very Zen kind of 

an environment to be in.  They really 

enjoy that.”  Beth 

 

“And the kids say my room is Zen.  

They’ll come in and say ‘your room is 

Zen’, we really like it in here’...”  

Maggie 

 

“I have a sort of corner in my room that 

I call my Zen corner… it’s little things 

that I have available to students.”  Katie 

Table 4.15. Mindfulness Experience: Themes, Codes, and Quotations 

Table 4.16, Mindfulness Experience Themes, shows the two themes that 

emerged regarding teachers’ classroom experience. 

Mindfulness experience Themes 

Theme 1: Stress Management 

Theme 2: Student-Teacher Relationships 
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Table 4.16. Mindfulness Experience Themes 

Themes - RQ2 

The two themes are discussed here in relation to the literature review and the 

conceptual framework of this study.  The themes appear in order of most frequently 

reported by the teacher participants.  Each theme will be discussed further in Chapter 

five regarding implications and recommendations. 

Stress management.  All nine of the teacher participants (100%) indicated 

that teaching is often stressful.  This notion that teaching is stressful is consistent with 

existing research.  The review of the literature shows that teaching is considered a 

high-stress profession (Kyriacou, 2011; Larrivee, 2012; Johnson, Cooper, Cartwright, 

Donald, Taylor, & Millet, 2005).  Six out of the nine teacher participants (67%) 

mentioned that stress is also often experienced by their students.  The idea that stress 

impacts not only teachers, but students as well, is also supported by current literature 

(Gouda, Luong, Schmidt, & Bauer, 2016; Albrecht, Albrecht, & Cohen, 2012; 

Soloway, Poulin, & Mackenzie, 2011). 

All nine of the teacher participants (100 %) shared that their personal practice 

of mindfulness helped with their ability to manage stress.  This is consistent with the 

evidence that exists demonstrating the measurable benefits from mindfulness-based 

practices.  Practicing mindfulness has been found to reduce one’s stress and stress-

related symptoms (Brown, Ryan, & Creswell, 2003; Ciesla, Reilly, Dickson, Emanuel 

& Updegraff, 2012; Carmody & Baer, 2008; Greeson, 2009; Jennings, 2015; Kabat-

Zinn, 1991; Meiklejohn et al., 2012; Richards, 2012; Roeser, Skinner, Beers, & 

Jennings, 2012; Tilahun & Vezzuto, 2015).   
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Student-teacher relationships.  All nine of the teacher participants (100%) 

alluded to the importance of building connections with their students.  Mindfulness 

training for teachers extends beyond the prevention of stress to improving 

relationships with students (Benn, Akiva, Arel, & Roeser, 2012; Meiklejohn et al., 

2012; Roeser et al., 2013; Singh, Lancioni, Winton, Karazsia, & Singh, 2013; Skinner 

& Beers, 2016; Taylor et al., 2015).   

Validity  

 Researchers must demonstrate the validity of a study and therefore include 

strategies to establish that the study is valid.  Priority in this mixed methods study was 

on the qualitative phase of the study, therefore the researcher needed to establish that 

the study was credible.  Qualitative researchers may employ one or more strategies to 

demonstrate credibility, including triangulation and member checking (Creswell & 

Miller, 2000).   

Triangulation 

Triangulation is an important and recognized strategy that researchers use to 

search for supporting evidence collected among different sources of information to 

form themes in a study (Creswell & Miller, 2000).  The researcher collected and 

analyzed data using three methods in this mixed methods research study.  The first 

method the researcher employed was to collect and analyze quantitative data through 

the use of an online survey.  The second method the researcher employed was to 

collect and analyze qualitative data by conducting three focus group discussions.  The 

third method the researcher employed was to collect and analyze qualitative data by 

conducting three individual interviews.  Each method informed the subsequent 
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methods utilized by the researcher.  By triangulating the data the researcher was able 

to reveal the convergence of ideas from one method to another.  Data gathered from 

the individual interviews confirmed the data that had been gathered from the focus 

group discussions and survey responses.  Using various methods assured that the 

researcher was able to uncover rich, descriptive data in order to truly capture teacher 

participants’ experience regarding mindfulness-based practices.  Triangulation 

allowed the researcher to garner supporting evidence for identifying the themes that 

emerged and thus validating the study. 

Member Checking 

Qualitative data collected during both the focus group discussions and 

individual interviews was validated through the process of member checking.  

Member checking involves taking the data back to the participants so they can confirm 

the credibility of the information (Creswell & Miller, 2000).  After the researcher had 

reviewed the transcripts for accuracy, they were sent out to all the participants to also 

check for accuracy.  One of the nine participants requested a minor adjustment to their 

focus group transcript, clarifying two of her responses.  The researcher made the 

necessary adjustment and continued with the process of data analysis.  All other 

participants felt the transcripts accurately represented their responses. 

Summary 

 Chapter 4 presented the analysis of data collected through this mixed methods 

research study.  Data collected from the quantitative phase (survey) of the study was 

analyzed and presented.  This was followed by the data collected from the qualitative 

phase (focus group discussions and individual interviews) of the study being analyzed 
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and presented.  Coding methods were described, along with the themes that emerged 

from the qualitative analyses.  Nine themes emerged regarding research question one: 

What are the mindfulness-based practices of New Hampshire public high school 

teachers?  These nine themes included: breaks; breathing; lighting; meditation; 

mindful moments; music; quiet time; smells; and walks.  Two themes emerged 

regarding research question two: How do these mindfulness-based practices inform 

New Hampshire public high school teachers’ classroom experience? These two 

themes included: stress management; and student-teacher relationships.  Finally, 

validity of the study was discussed. 

Chapter 5 presents the conclusions and implications of the findings of this 

mixed methods study. Strengths and limitations of the study are discussed.  

Recommendations for future research are also presented. 
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Chapter 5: Conclusions, Implications, and Recommendations 

 This chapter presents a discussion and interpretation of the findings of this 

mixed methods study.  It begins with the purpose of the study and the research 

questions guiding the study. These are followed by a summary of the study and a 

summary of the findings.  Next quantitative and qualitative conclusions are presented 

in relation to the study’s findings, existing literature, and the researcher’s 

interpretations and insights.  These are followed by the strengths and limitations of the 

study, as well as implications and recommendations for future research.  This chapter 

concludes with a summary of the dissertation. 

Purpose and Research Questions 

 The purpose of this study was to identify the use of mindfulness-based 

practices by New Hampshire public high school teachers and to explore how 

mindfulness-based practices inform New Hampshire public high school teachers’ 

classroom experience.  

The following questions were used to guide this study. 

1. What are the mindfulness-based practices of New Hampshire public high 

school teachers? 

2. How do these mindfulness-based practices inform New Hampshire public high 

school teachers’ classroom experience? 

Summary of the Study 

 This study employed a sequential explanatory design, using one of the most 

commonly occurring mixed methods combinations, a quantitative survey followed by 
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qualitative focus group discussions and individual interviews (Teddlie & Tashakkori, 

2010).  This order reflected the purpose of the study, allowing the researcher to first 

establish the use of mindfulness-based practices among public high school teachers in 

New Hampshire and then to explore how these mindfulness-based practices inform 

their classroom experience.  Priority was given to the qualitative phase of data 

collection and analysis with the researcher’s focus on understanding the phenomenon 

of mindfulness among public high school teachers in New Hampshire rather than 

merely measuring or describing this phenomenon. 

Summary of Findings 

 It is evident from the data collected and analyzed through the survey responses, 

focus group discussions, and individual interviews that New Hampshire public high 

school teachers are engaging in mindfulness-based practices, as well as integrating 

these practices into classroom activities.  These practices include: breathing 

techniques; meditation; mindful moments; mindful pauses (breaks, quiet time, and 

walks); and mindful spaces (music, lighting, and smells).  It is also evident from this 

study that these mindfulness-based practices inform New Hampshire public high 

school teachers’ classroom experience.  Teacher participants discussed the stressful 

nature of their jobs and described how mindfulness-based practices helped them to 

manage stress. Teacher participants also discussed how engaging in and/or integrating 

mindfulness-based practices improved student-teacher relationships.   

Quantitative Conclusions 

  Phase I (quantitative) of this mixed methods research study included a survey 

administered to public high school teachers in the state of New Hampshire.  
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Participants were asked to identify whether or not they engaged in any mindfulness-

based practices as defined by the researcher.  Of the 137 participants, 83 answered yes, 

they did engage in mindfulness-based practices, and 54 answered no, they did not 

engage in mindfulness-based practices.  This indicated that 61% of teacher 

participants who responded to the survey reported that they did engage in 

mindfulness-based practices.  The quantitative data collected and analyzed regarding 

mindfulness-based practices among New Hampshire public high school teachers 

provided the researcher with information that led to the selection of participants for the 

qualitative phase of this mixed methods study. 

 Although the priority of this research study was on Phase II (qualitative) data 

collection and analysis, the survey in Phase I (quantitative) did reveal relevant 

information regarding mindfulness-based practices among New Hampshire public 

high school teachers.  The value in knowing that there are at least 83 New Hampshire 

public high school teachers who are engaging in mindfulness-based practices provides 

a baseline toward understanding how these practices inform classroom experience.   

Qualitative Conclusions 

Phase II (qualitative) of this mixed methods research study consisted of focus 

group discussions and individual interviews.  Survey participants, who reported that 

they engaged in mindfulness-based practices, were asked to be part of a focus group 

discussion to elaborate on the type of practice they engaged in and on how it informed 

their classroom experience.  Focus group participants, who reported that they had 

integrated mindfulness-based practices into their classroom activities, were asked to be 

part of an individual interview to elaborate on the type of practice they integrated and 
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how it informed their classroom experience.  The qualitative data collected and 

analyzed provided the researcher with information that led to the emergence of themes 

regarding mindfulness-based practices among New Hampshire public high school 

teachers.  

Research Question One (RQ1) 

The qualitative data collected and analyzed regarding RQ1 provided the 

researcher with information that led to the development of nine themes representing 

the practices most frequently reported by New Hampshire public high school teachers.   

Table 5.1, Mindfulness-based Practice Themes, presents the nine themes that 

emerged in answer to RQ1, in order of most frequently reported.   

Mindfulness-based Practice Themes 

Theme 1: Breathing 

Theme 2: Mindful Moments  

Theme 3: Meditation 

Theme 4: Quiet Time  

Theme 5: Breaks 

Theme 6: Lighting 

Theme 7: Music 

Theme 8: Smells 

Theme 9: Walks 

Table 5.1. Mindfulness-based Practice Themes 

 Nine themes regarding teacher participants’ engagement in mindfulness-based 

practices emerged from this study: breathing; mindful moments; meditation; quiet 
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time; breaks; lighting; music; smells; and walks.  The nine themes are discussed here 

in relation to the literature review, this study’s data, and the researcher’s 

interpretations and insights.  The themes appear in order of how they relate to one 

another. 

Breathing.  Breathing was evident in the focus group discussions and 

individual interviews, with seventy eight percent of teacher participants reporting 

breathing as a mindfulness-based practice they engaged in and/or integrated into their 

classrooms.  Therefore, breathing emerged as a theme regarding a type of 

mindfulness-based practice among New Hampshire public high school teachers. 

The findings of this study and existing research support breathing as a 

mindfulness-based practice (Burke, 2009; Jones, Bouffard, & Weissbourd, 2013; 

Meiklejohn et al., 2012; Siegal, Germer, & Olendzki, 2009).  Although there are many 

mindfulness-based practices, it is often recommended to start with focusing one’s 

attention on breathing because it is a simple way to promote mindfulness (Gunaratana, 

2002; Kabat-Zinn, 2003).  Breathing is also frequently used as an anchor during other 

mindfulness-based practices, such as meditation, in which attention is brought back to 

the breath each time the mind wanders (Chiesa & Serretti, 2009; Cullen, 2011; Kabat-

Zinn, 1991).    

Breathing is something common to every human being. We all carry it with us 

wherever we go. It is always there, constantly available, never ceasing from 

birth till death, and it costs nothing… breathing makes an ideal object of 

meditation… breathing is a present-time process. By that we mean it is always 



 

165 
 

 

occurring in the here-and-now. We don't normally live in the present, of 

course. We spend most of our time caught up in memories of the past or 

leaping ahead to the future, full of worries and plans. The breath has none of 

that… When we truly observe the breath, we are automatically placed in the 

present.  (Gunaratana, 2002, p. 20).    

Based on this study, I learned that breathing techniques can be used by 

teachers to manage stress and cultivate mindfulness.  Teacher participants reported 

that they did breathing exercises when they were feeling stressed.  Data also indicated 

that breathing techniques can be integrated into classroom activities.  Teacher 

participants reported that they taught their students breathing exercises.   Breathing is 

a simple and effective strategy to reduce stress and cultivate mindfulness in the 

classroom.  Not only is breathing simple and effective, but it is also a free technique, a 

fact that may be appealing to budget-conscious educators in public schools.  In my 

experience, breathing techniques are easy to learn and to implement as a mindfulness-

based practice for teachers and students alike.   

  Meditation.  Meditation was evident in the focus group discussions and 

individual interviews, with fifty six percent of teacher participants reporting 

meditation as a mindfulness-based practice they engaged in and/or integrated into their 

classrooms.  Therefore, meditation emerged as a theme regarding a type of 

mindfulness-based practice among New Hampshire public high school teachers. 

The findings of this study and existing research support meditation as a 

mindfulness-based practice.  Meditation is one of the most frequently cited practices 
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designed to cultivate mindfulness, or the ability to pay attention (Burke, 2009; Jones et 

al., 2013; Meiklejohn et al., 2012; Siegal et al., 2009).  This classic method for 

developing mindfulness is a set of cognitive exercises to train attention with the goal 

of becoming fully aware of the present moment and adopting an acceptance of one’s 

experiences (Carmody, 2015; Chiesa, 2012; Greenberg & Harris, 2011; Grossman & 

Van Dam, 2011; Gunaratana, 2011).  

Based on this study, I learned that meditation can be used by teachers to 

manage stress and cultivate mindfulness.  Although data indicated that meditation can 

also be integrated into classroom activities, it was evident that this was not a common 

practice.  Meditation is an effective mindfulness-based practice; however, the time and 

effort required by this type of cognitive exercise may be more suitable for teachers 

than students.  It was evident that meditation was more likely to be a personal practice 

among the study’s participants, with five out of nine teachers reporting that they 

engaged in meditation, as opposed to one out of the nine who reported that they had 

integrated it into their classroom activities.  In my experience, meditation may be 

introduced to students in small doses, such as three to five-minute cognitive exercises 

designed to train attention.  Introducing meditation in this way allows students to 

become accustomed to the idea of being still to cultivate mindfulness. 

Mindful moments.  Mindful moments were evident in the focus group 

discussions and individual interviews, with seventy eight percent of teacher 

participants reporting mindful moments as a mindfulness-based practice they engaged 

in and/or integrated into their classrooms.  Therefore, mindful moments emerged as a 
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theme regarding a type of mindfulness-based practice among New Hampshire public 

high school teachers. 

 Mindful moments, as described by the participants and defined by the 

researcher, are times during the day when teacher participants intentionally stopped to 

pay attention to the present moment (Kabat-Zinn, 1991).  The findings of this study, 

and existing research, support these moments of mindfulness.  According to Shapiro, 

Rechtschaffen, and de Sousa (2016), teachers may create mindful moments by 

integrating moments of reflection into the school day.   

As teachers begin to incorporate mindfulness into schools, they often start by 

thinking of how to structure moments of reflection and connection into the 

fabric of the day.  Some schools have a minute of silent breathing over the 

loudspeaker every morning.  Some teachers begin and end every class with the 

ring of a bell, a few mindful movements, or a mindful sharing (Shapiro et al., 

2016, p. 90). 

 Based on this study, I learned that creating moments of mindfulness 

throughout the day can be used by teachers to manage stress, cultivate mindfulness, 

and improve student-teacher relationships.  Data also indicated that mindful moments 

can be integrated into classroom activities. Taking time out of the day to intentionally 

pay attention to the present moment is the essence of mindfulness.  Taking time to pay 

attention to, and be present with, students, is a way to build connections with them in 

the classroom.  In my experience, creating moments of reflection and connection are 
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simple and effective strategies that teachers can practice and share with their students 

to cultivate mindfulness in the classroom. 

Breaks and quiet time.  Breaks were evident in the focus group discussions 

and individual interviews, with fifty six percent of teacher participants reporting 

breaks as a mindfulness-based practice they engaged in and/or integrated into their 

classroom activities.  Therefore, breaks emerged as a theme regarding a type of 

mindfulness-based practice among New Hampshire public high school teachers.  Quiet 

time was also evident in the focus group discussions and individual interviews, with 

fifty six percent of teacher participants reporting quiet time as a mindfulness-based 

practice they engaged in and/or integrated into their classroom activities.  Therefore, 

quiet time emerged as a theme regarding a type of mindfulness-based practice among 

New Hampshire public high school teachers.  Although breaks and quiet time as 

mindfulness-based practices were not evident in a review of the literature, the concept 

of pausing and sitting in silence is consistent with being mindful.  According to Kabat-

Zinn (2003), mindfulness-based practices is about learning to shift from a doing mode 

to a being mode.   

Walks.  Walks were evident in the focus group discussions and individual 

interviews, with forty four percent of teacher participants reporting walks as a 

mindfulness-based practice they engaged in and/or integrated into their classroom 

activities.  Therefore, walks emerged as a theme regarding a type of mindfulness-

based practice among New Hampshire public high school teachers.  Existing research 

supports walking as a practice designed to cultivate mindfulness, or the ability to pay 

attention (Burke, 2009; Jones et al., 2013; Meiklejohn et al., 2012; Siegal et al., 2009).  
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Kabat-Zinn (2003), describes the subtle difference between a formal mindfulness-

based practice of walking and an informal mindfulness-based practice of walking.  

The former is attending to the walking itself without the goal of actually going 

anywhere; the latter is walking to go somewhere but doing it in such a way as to pay 

attention to the trip.   

Although walks emerged as a theme, teacher participants did not specifically 

label their practice as mindful walking.  It was unclear to the researcher as to which 

type of walking the participants engaged in and/or integrated into their classroom 

activities.  The teachers did not provide details during the focus group discussions, nor 

during the individual interviews that would distinguish whether the walks they 

reported were a formal or informal mindfulness-based practice.  As the researcher, I 

interpreted the walks reported by participants as aligning with the practices of breaks 

and quiet time, a way to pause throughout the day to cultivate mindfulness.   

Based on this study, breaks, quiet time, and walks can be used by teachers to 

manage stress and cultivate mindfulness.  In my experience, high school teachers 

rarely have time to pause throughout the school day.  Even the free block of time 

given to teachers is known as their prep period.  This period is meant to be filled with 

all the preparatory tasks of a teacher: lesson plans; grading; emails; phone calls; 

bulletin boards; and meetings.  Breaks, quiet time, and walks are typically not 

encouraged.  Many teachers express how busy they are and how little time they have 

to get it all done.  Encouraging teachers to engage in the mindfulness-based practices 

of breaks, quiet time, and/or walks is a simple and effective strategy to reduce stress 

and cultivate mindfulness. 
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Data also indicated that breaks, quiet time, and walks, as mindfulness-based 

practices, can be integrated into classroom activities. In my experience, high school 

students appear to be as busy as their teachers with every minute of their day filled.  

Academics, sports, clubs, and jobs, leave teenagers with little downtime.  

Unfortunately, the spare time they do have is usually spent plugged in to their 

computers and phones with media and social media.  Netflix, YouTube, Snapchat, and 

Instagram are robbing our youth of time to pause and just be still.  Breaks, quiet time, 

and walks are simple and effective strategies that teachers can introduce to students as 

a way to reduce stress and cultivate mindfulness in the classroom.   

As a teacher, I understand the value of taking time to pause throughout the day.  

I have also come to realize that my students are more productive and relaxed if I give 

them time in class to take a break.  Whether it is time for a quick stretch, a walk to the 

water fountain, or quiet time to reflect, my students and I are both better able to 

continue with the task at hand after hitting the pause button.  Breaks, quiet time, and 

walks are mindfulness-based practices that may be easily incorporated into the school 

day.  As the researcher of this study, I interpret breaks, quiet time, and walks as 

mindful pauses.   

Lighting.  Lighting was evident in the focus group discussions and individual 

interviews, with forty four percent of teacher participants reporting lighting as a 

mindfulness-based practice they engaged in and/or integrated into their classrooms.  

Therefore, lighting emerged as a theme regarding a type of mindfulness-based practice 

among New Hampshire public high school teachers.  A review of the literature for this 

research study did not specifically reveal lighting as a mindfulness-based practice.  
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However, Shapiro et al., (2016) discuss that an effective practice for teachers is to 

observe how the lighting in schools affects their own moods.  The authors suggest that 

setting up a classroom with lighting that is not too harsh may help to create a mindful 

space for learning.     

Music.  Music was evident in the focus group discussions and individual 

interviews, with forty four percent of teacher participants reporting music as a 

mindfulness-based practice they engaged in and/or integrated into their classrooms.  

Therefore, music emerged as a theme regarding a type of mindfulness-based practice 

among New Hampshire public high school teachers.  A review of the literature for this 

research study did not reveal music as a mindfulness-based practice, although 

evidence exists that music may be used as an effective stress management tool.  Music 

therapy is a research-based discipline that applies science to the experience of music 

for health and education (American Music Therapy Association, 2018). 

Smells.  Smells were evident in the focus group discussions and individual 

interviews, with forty four percent of teacher participants reporting smells as a 

mindfulness-based practice they engaged in and/or integrated into their classrooms.  

Therefore, smells emerged as a theme regarding a type of mindfulness-based practice 

among New Hampshire public high school teachers.  A review of the literature for this 

research study did not reveal the use of smells as a mindfulness-based practice, 

although evidence exists that smells may be used as an effective stress management 

tool.  Aromatherapy is the use of essential oils from plants, such as lavender, to inhale 

or apply to the skin as an alternative method to manage stress, anxiety, and depression.  
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Research demonstrates that aromatherapy has potential to treat stress-related disorders, 

but aromatherapy is a field that is still relatively unexplored (Perry & Perry, 2006). 

Based on this study, music, smells, and lighting can be used by teachers to 

create mindful spaces in schools.  Data indicated that creating a mindful space is a 

simple and effective strategy that teachers can use to reduce stress and cultivate 

mindfulness in the classroom.  Existing research supports the idea of mindful spaces.   

Many schools and organizations weave mindfulness into the physical space of 

their schools.  Some schools have corners of their rooms where students can 

practice relaxing breaths whenever they are feeling too tense.  Simply by 

attuning to the needs of the students’ space, teachers are practicing 

mindfulness and supporting their students’ practice as well.  (Shapiro et al., 

2016, p. 90) 

In my experience, workspaces can be conducive to stress or conducive to 

relaxation.  When students walk into a school or classroom, they get a feel for the type 

of space they have entered.  Teacher participants of this study used music, smells, and 

lighting to create a relaxing workspace for themselves and their students.  It is 

apparent that teachers who pay attention to their environment, and make an effort to 

make classrooms comfortable and inviting, are creating mindful spaces in their 

schools.  

It is evident from this study that New Hampshire public high school teachers 

are engaging in mindfulness-based practices.  It is also evident that New Hampshire 

public high school teachers are integrating mindfulness-based practices into their 
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classroom activities.  As the researcher, I made three discoveries regarding RQ1, the 

type of mindfulness-based practices among teacher participants: mindful moments; 

mindful pauses; and mindful spaces.  What is impressive about these discoveries is 

that they are simple and effective strategies to reduce stress and cultivate mindfulness 

in the classroom, yet little appears in the existing research that do them justice.  

Mindful moments, mindful pauses, and mindful spaces are time-efficient and cost-

effective ways to reduce stress and cultivate mindfulness.  In my experience, teachers 

do not have a lot of extra time, nor do they have a lot of extra money.  Therefore, 

stress management techniques must be economical and succinct.     

Mindful moments, as the name implies, entails taking a moment out of the day 

to pause and pay attention.  It is a mindfulness-based practice that sounds easy enough 

to do; however, as humans we tend to get caught up in worrying about the future or 

dwelling on the past.  It is evident that teachers who learn to practice moments of 

mindfulness will not only be able to handle stress better, but they will be better able to 

connect with their students.  In my experience, it is these little moments connecting 

with students that create positive student-teacher relationships.  Students may not 

remember the details of the cardiac cycle during anatomy class, but they will 

remember that their teacher took the time to pay attention and connect with them on a 

daily basis.  Mindful pauses are opportunities to stop doing and to just be.  In my 

experience, high schools do not typically have a recess period and therefore no formal 

time off from the day’s work.  Breaks, quiet time, and walks allow a type of mini 

recess from the activity of the classroom.  Both teachers and students benefit from 

stopping throughout the day to breathe, reflect, stretch, or just be still and mindfully 
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hit pause.  Mindful spaces may be as simple as playing classical music, dimming the 

lights, and having a calming scent, such as lavender, throughout the classroom.  In my 

experience, schools are not always the most welcoming of environments.  The factory 

model of schools that continues to plague our educational system does not lend itself 

easily to the creation of mindful spaces.  However, it is clear from this study that 

teachers can cultivate mindfulness within classroom spaces through the use of music, 

smells, and lighting.  Mindful spaces, mindful pauses, and mindful moments, are 

simple and effective mindfulness-based strategies that New Hampshire public high 

school teachers are engaging in and/or integrating into their classroom activities.      

Research Question Two (RQ2)   

The qualitative data collected and analyzed regarding RQ2 provided the 

researcher with information that led to the development of two themes representing 

the experiences most frequently reported by New Hampshire public high school 

teachers who engage in and/or integrate mindfulness-based practices.   

Table 5.2, Mindfulness Experience Themes, presents the two themes that 

emerged in answer to RQ2, in order of most frequently reported. 

Mindfulness Experience Themes 

Theme 1: Stress Management 

Theme 2: Student-Teacher Relationships 

Table 5.2. Mindfulness Experience Themes 

Two themes regarding how teacher participants’ engagement in mindfulness-based 

practices inform their classroom experience emerged from this study: stress 
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management and student-teacher relationships.  The two themes are discussed here in 

relation to the literature review, this study’s data, and the researcher’s interpretations 

and insights.  The themes appear in order of most frequently reported by teacher 

participants. 

Stress management.  Stress management was evident in the focus group 

discussions and individual interviews.  Therefore, stress management emerged as a 

theme regarding how teacher engagement in mindfulness-based practices inform 

classroom experience.  All nine teacher participants reported that stress was part of 

their teaching experience.  For example, one teacher participant described her 

experience dealing with the challenges and demands of teaching. 

Teaching can be very stressful.  You're dealing with lots of different 

personalities, you're being pulled in multiple directions at one time, daily and 

weekly.  Like right now it’s the end of grading.  You know you have all these 

different stressors...  

Each of the nine teacher participants also reported that their engagement in 

mindfulness-based practices helped to manage the stress of teaching.  For example, 

one teacher participant discussed how her mindfulness-based practice helped her to 

manage stress. 

I definitely think teaching is stressful and there are a lot of demands. As a 

teacher...the mindfulness, sort of being in the moment with students, I do find 

it's been helpful. It's really something that as a professional I've been focusing 

on.  One of my goals is to try to be more sort of in the moment, in the 
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classroom. I'm a planner...so like to veer away from plans if needed, that's what 

I try to focus on.  So mindfulness has kind of come into play in that realm.  I 

guess as a stress reducer, helping with sleep because I wake up very early.  

And just sort of being more mindful with students in the classroom.  

A review of the literature, and the findings from this study, support that stress 

among teachers is a serious problem for schools (Jennings et al., 2017; Johnson, 

Cooper, Cartwright, Donald, Taylor, & Millet, 2005; Kyriacou, 2011; Larrivee, 2012; 

Vesely, Saklofske, & Leschied, 2013).   In fact, teaching is categorized as one of the 

most stressful occupations regarding physical and psychological well-being (Johnson 

et al., 2005; Kyriacou, 2011; Larrivee, 2012).  Teacher stress is associated with an 

assortment of negative consequences, including health risks such as heart disease and 

depression (Gouda, Luong, Schmidt, & Bauer, 2016; Roeser et al., 2013).  Stress 

among teachers not only affects the well-being of the individual teacher but may also 

have a negative impact on their students’ well-being.  Teacher stress has been linked 

to ineffective teaching, negative classroom climate, and poor student-teacher 

relationships (Hamre & Pianta, 2005; Jennings & Greenberg, 2009; Roeser et al., 

2013; Chang, 2009; Gold, Smith, Hopper, Herne, Tansey, & Hulland, 2010).      

A review of the literature, and the findings from this study, indicate that 

mindfulness-based practices may be a feasible, acceptable, beneficial, and cost-

effective way for schools to help teachers manage stress (Flook, Goldberg, Pinger, 

Bonus, & Davidson, 2013; Gold, et al., 2010; Jennings, Frank, Snowberg, Coccia, & 

Greenberg, 2013; Roeser, 2013; Skinner & Beers, 2016).  Mindfulness training 

programs for teachers, by cultivating mindfulness and its application to stress 
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management, represent an emerging form of teacher training and professional 

development (Roeser, Skinner, Beers, & Jennings, 2012).   

Based on the data from this study, it is evident that New Hampshire public 

high school teachers are experiencing stress.  The implications include teachers and 

students suffering the negative conditions associated with stress in the classroom.  As 

a New Hampshire public high school teacher with over 30 years of experience, I can 

attest to the stressful nature of teaching.  I have witnessed stress among my colleagues, 

and I have personally experienced the stress that is inherent in my chosen career.  The 

stress of teaching has affected my personal well-being, as well as my ability to be 

effective in the classroom.  Unfortunately, this stress is increasing in light of the recent 

rise in school-related acts of violence.  Recognizing that teachers in New Hampshire 

are stressed and exploring ways to manage this stress is one way to promote healthy 

classrooms in the Granite State. 

The findings of this research study support that mindfulness-based practices 

are an effective stress management technique.  Based on the data collected and 

analyzed, it is evident that New Hampshire public high school teachers are using 

mindfulness-based practices to manage their stress.  Teacher participants reported that 

practicing mindfulness helped to reduce and relieve the stressors associated with 

teaching.  This study’s data also indicated that teacher participants are integrating 

mindfulness-based practices into classroom activities.  It is evident that these teachers 

recognize and acknowledge student stress and are integrating mindfulness-based 

practices into classroom activities as a way to address it.   



 

178 
 

 

As a health educator, I understand the importance of stress management and 

have experimented with different ways to manage my stress, such as running.  

Recently, I discovered mindfulness-based practices as an effective stress management 

technique.  Although I am not a dedicated practitioner of meditation or yoga, I am 

dedicated to the practice of paying attention to the present moment.  I know that when 

I make a conscious effort to pause and breathe, I am able to respond mindfully rather 

than react mindlessly to the stressors in my life.  This simple mindfulness-based 

practice has helped me to become calmer and kinder.  I have also begun to integrate 

mindfulness-based practice into my health and science classes.  Every week I 

implement “Mindful Mondays” by sharing knowledge and skills with my high school 

students regarding mindfulness and mindfulness-based practices.  I have integrated the 

informal practices of mindful listening and mindful eating, as well as the formal 

practices of breathing techniques, meditation, and yoga into my classroom activities.  

My students have seemed receptive to learning about mindfulness and thus far have 

been very open to engaging in these mindfulness-based practices.   

Student-teacher relationships.  Student-teacher relationships were evident in 

the focus group discussions and individual interviews.  Therefore, student-teacher 

relationships emerged as a theme regarding how teacher engagement in mindfulness-

based practices informs classroom experience.  Each of the nine teacher participants 

discussed the connection between mindfulness and student-teacher relationships 

during the focus group discussions.  During the individual interviews this connection 

was confirmed with statements from teacher participants.  For example, one teacher 
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participant reported, “I find that mindfulness, and just being present in the moment, 

has improved my teaching for sure, and thus relationships with kids.” 

The link between mindfulness and positive student-teacher relationships is 

supported through existing research and confirmed through the findings of this study 

(Benn, Akiva, Arel, & Roeser, 2012; Meiklejohn et al., 2012; Roeser et al., 2013; 

Singh, Lancioni, Winton, Karazsia, & Singh, 2013; Skinner & Beers, 2016; Taylor et 

al., 2015).  Teachers who develop a personal mindfulness practice exemplify mindful 

attitudes and behaviors in the classroom including empathy and compassion, both 

important for caring relationships that promote student learning (Meiklejohn et al., 

2012; Noddings, 2010; Pass, 2004; Roeser, 2016; Slavich & Zimbardo, 2012).   

 Based on this study, it is evident that the use of mindfulness-based practices 

by New Hampshire public high school teachers improves their student-teacher 

relationships. Caring relationships were evident in the data collected from this study.  

All the teacher participants’ statements suggested that they cared about their students.  

For example, one teacher participant stated that she believed her students knew that 

she cared about them and therefore they trusted her.  She also indicated that this trust 

had increased with the integration of mindfulness-based practices into her classroom.   

As the researcher, student-teacher relationships was the most compelling 

theme that emerged regarding RQ2, how mindfulness-based practices inform 

classroom experience.  As an educator, I have always emphasized the relational aspect 

of teaching.  Over the years I have come to realize that my students learn better when I 

can create meaningful connections with them.  I also realize that I must be truly 
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present with my students to create these connections.  As a graduate student, I fondly 

remember Professor Mike Morgan stating that teaching was “all about relationships.”  

How true his sentiment, and how remarkable that there is a link between mindfulness 

and student-teacher relationships.  It is clear that mindfulness training for teachers 

extends beyond the prevention of stress to improving relationships with students 

(Benn et al., 2012; Meiklejohn et al., 2012; Roeser et al., 2013; Skinner & Beers, 

2016; Taylor et al., 2015).  

Strengths and Limitations 

Strengths 

One of the strengths of this study is in its research design.  This study 

employed a mixed methods design.  “A major advantage of mixed methods research is 

that it enables the researcher to simultaneously ask confirmatory and exploratory 

questions and therefore verify and generate theory in the same study” (Teddlie & 

Tashakkori, 2010, p. 33).  The goal of the present study was to confirm the use of 

mindfulness-based practices among New Hampshire public high school teachers and 

then to explore how these practices inform classroom experience.  In a mixed methods 

study, the research questions are viewed as the most important part of the study, and 

the mixing of the methods as the best way to answer these questions (Johnson & 

Onwuegbuzie, 2004).  The research questions of this study were best answered 

through a mixed methods design. 

Another strength of this study was the willingness of the teacher participants to 

share their experiences through focus group discussions and individual interviews.  

Stories are powerful forms of communication and by conducting focus groups and 



 

181 
 

 

interviews the researcher was able to hear the stories about how teacher participants 

engage in mindfulness-based practices.  These stories also helped to provide a better 

understanding of how mindfulness-based practices inform teacher participants’ 

classroom experience.     

Limitations 

 One of the limitations of this study is that it was restricted to a small number of 

teacher participants representing public high schools in New Hampshire and therefore 

is not generalizable to all public high school teachers.  Teacher participants 

represented public high schools from four of the seven regions of New Hampshire: 

Monadnock; Lakes Region; White Mountains; and the Merrimack Valley.  The 

following regions were not represented in this research study:  Great North Woods; 

Dartmouth-Lake Sunapee Region; and the Seacoast.  Teacher participants represented 

two of the four size divisions: Division II schools; and Division IV schools.  The 

following divisions were not represented in this research study:  Division I schools and 

Division III schools. 

 Another limitation of the current study is the decline in the number of focus 

group participants.  Initially, 35 survey respondents expressed interest in being part of 

a focus group discussion.  Only nine of these survey respondents followed through in 

being able and willing to participate in the focus groups.  Despite efforts to encourage 

participation through email correspondence, the researcher does not know exactly why 

the number of participants diminished.  Future studies may investigate incentives to 

promote teacher participation.  According to Krueger and Casey (2015), monetary 
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and/or nonmonetary incentives may be utilized in the recruitment of focus group 

participants to serve as a stimulus to attend the discussion.   

 Researcher bias may be considered a limitation in studies.  As a researcher I 

was aware of the potential for bias and made every effort to minimize bias.  However, 

as a teacher who has experienced stress and who believes in the effectiveness of 

mindfulness-based practices to manage stress, I may have been biased in making 

assumptions about teacher stress, and about the effectiveness of mindfulness-based 

practices among teachers.   

Implications and Recommendations 

The implications are based on the findings and conclusions of this research 

study.  This study is significant in that it contributes to the existing literature on 

mindfulness in general, and in particular, to mindfulness in education.  This research 

study fills a gap in the literature regarding mindfulness-based practices in New 

Hampshire schools.  A review of the literature did not reveal any previous studies 

regarding mindfulness-based practices in New Hampshire schools.  The findings of 

this study offer insight into mindfulness-based practices among New Hampshire 

public high school teachers and how these practices inform classroom experience.  

This study provides a baseline for future research in the area of mindfulness in New 

Hampshire schools. 

This study concurs with the current literature on mindfulness in education to 

make the case for teacher training and professional development opportunities for 

New Hampshire teachers.  Introducing mindfulness-based practices in education for 

teachers may be one way of improving the classroom experience of New Hampshire 
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students.  This study has the potential to benefit the communities of New Hampshire 

by improving the quality of education in their public schools.  New Hampshire 

teachers could use the mindfulness-based practices, discovered through the analyses of 

data from this research study, to manage stress, cultivate mindfulness in the classroom, 

and improve student-teacher relationships.   

According to Shapiro et al., (2016) the practice of mindfulness for teachers 

serves three purposes: 1) to reduce stress as a form of self-care; 2) to become a more 

mindful teacher; and 3) to deliver mindfulness-based instruction directly to students as 

a way to support social, emotional, and academic learning.  My research supports the 

purposes proposed by Shapiro and colleagues.  Data from this study indicated that 

New Hampshire public high school teachers are engaging in mindfulness-based 

practices as a form of self-care to reduce stress.  It is evident that the teacher 

participants in this study had become more mindful teachers.  Mindful teachers share 

the characteristics of attention, empathy, tolerance, patience, kindness, and 

compassion (Shapiro et al., 2016).  Data from this study also indicated that New 

Hampshire public high school teachers are integrating mindfulness-based practices 

into classroom activities.  It is evident that this integration supports student-teacher 

relationships.  As an educator and researcher, I believe mindful teachers are able to 

create caring relationships in the classroom, thereby supporting students’ social, 

emotional, and academic learning.   

Future Research  

 Mindfulness-based practices in education are positive and deserve further 

investigation.   More research is needed to explore mindfulness training with teachers 
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and its impact on classroom experience (Flook et al., 2013; Meiklejohn et al, 2012). 

This research study provided data and findings which describe the mindfulness-based 

practices used by New Hampshire public high school teachers and how these practices 

inform classroom experience.  Recommendations for future research are based on the 

limitations of this study and the themes that emerged from the data.  

The first recommendation of future research is related to the limitations of this 

study.  This study was limited to a purposeful sample of public high school teachers in 

New Hampshire.  A broader understanding of mindfulness-based practices could be 

gained by expanding the study to larger populations of teachers in New Hampshire, 

including: teacher participants to represent Division I and Division III schools 

throughout the state; teacher participants to represent the Great North Woods, 

Dartmouth-Lake Sunapee, and the Seacoast regions of New Hampshire; teacher 

participants to represent elementary and middle schools, as well as post-secondary 

schools; and teacher participants to represent private schools. 

The second recommendation of future research is related to one of the themes 

that emerged from the data collected and analyzed regarding research in this study.  

An impressive theme that emerged regarding the type of mindfulness-based practices 

among teacher participants was the creation of mindful spaces through the use of 

music, lighting, and smells.  I found that a gap in the literature exists regarding the use 

of music, lighting, and smells to create mindful spaces in classrooms.  Future studies 

could explore how creating mindful spaces in schools inform both teacher and student 

experience. 
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Summary 

 The purpose of this study was to identify the use of mindfulness-based 

practices by New Hampshire public high school teachers and to explore how 

mindfulness-based practices inform New Hampshire public high school teachers’ 

classroom experience.  The qualitative data collected and analyzed regarding teacher 

participants engagement in mindfulness-based practices provided the researcher with 

information that led to the development of nine themes representing the practices most 

frequently reported.  The researcher addressed and answered research question one of 

this study: What are the mindfulness-based practices of New Hampshire public high 

school teachers?  Results of this study indicate nine mindfulness-based practices 

among New Hampshire Public High School teachers: breathing; mindful moments; 

mediation; quiet time; breaks; lighting; music; smells; and walks.  These nine practices 

were discussed in relation to the literature review, data collected in this study, and the 

researcher’s interpretations and insights.  

The qualitative data collected and analyzed regarding teacher participants 

engagement in mindfulness-based practices provided the researcher with information 

that led to the development of two themes regarding how mindfulness-based practices 

inform classroom experience.  The researcher addressed and answered research 

question two of this study: How do mindfulness-based practices inform New 

Hampshire public high school teachers’ classroom experience?  Results of this study 

indicate two ways that mindfulness-based practices inform classroom experience: 

stress management and student-teacher relationships.  These two ways were discussed 
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in relation to the literature review, data collected in this study, and the researcher’s 

interpretations and insights.  

Although the researcher fulfilled the purpose of this study and answered the 

research questions, it is just a beginning of an exploration of mindfulness-based 

practices among New Hampshire public high school teachers.  Cultivating 

mindfulness in today’s classrooms is about more than promoting attention and 

managing stress; it is about creating caring learning environments.  One of the 

objectives of mindfulness training for teachers is to become a more mindful (attentive, 

empathetic, tolerant, patient, kind, and compassionate) teacher (Shapiro et al., 2016).  

As a public high school teacher in New Hampshire, I am inspired by my students who 

show up every day to learn.  My goal is to become a more mindful teacher, one whose 

attention, empathy, tolerance, patience, kindness, and compassion, will create a caring 

classroom in my little corner of the Granite State.   

The future depends on what we do in the present 

Mahatma Gandhi 
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Appendix A  

IRB Approval 

 

Plymouth State University Institutional Review Board 

 

July 21, 2017  

 

Greetings, Ms. McGlone:  

 

On behalf of the Institutional Review Board (IRB) at Plymouth State University, your 

project entitled: “Creating Calm Classrooms: An Exploration of Mindfulness Practices 

among New Hampshire High School Teachers has been granted approval for one year 

effective July 21, 2017.   

 

If, during the course of your project you intend to make changes that may significantly 

affect the human subjects involved (particularly methodological changes), you must 

obtain IRB approval prior to implementing these changes.  Any unanticipated 

problems related to your use of human subjects must be promptly reported to the IRB.  

The IRB may be contacted through Dr. Stephen Flynn, Chair of the IRB.  This is 

required so that the IRB can update or revise protective measures for human subjects 

as may be necessary.    

 

You are expected to maintain as an essential part of your project records, any records 

pertaining to the use of humans as subjects in your research.  This includes any 

information or materials conveyed to and received from the subjects as well as any 

executed forms, data and analysis results.  If this is a funded project (federal, state, 

private, other organization), you should be aware that these records are subject to 

inspection and review by authorized representatives of the University, State of New 

Hampshire, and/or the federal government.  

 

Please note that IRB approval cannot exceed one year.  If you expect your project to 

continue beyond this approval period, you must submit a request for continuance to 

the IRB for renewal of IRB approval.  IRB approval must be obtained and maintained 

for the entire term of your project or award.  

 

Please notify the IRB in writing when the project is completed.  We may ask that you 

provide information regarding your experiences with human subjects and with the IRB 

review process.  Upon notification we will close our files pertaining to your project.  

Any subsequent reactivation of the project will require a new IRB application. I have 

attached the Project Completion Form for your convenience.  
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Please do not hesitate to contact the IRB if you have any questions or require 

assistance.  We will be happy to assist you in any way we can.  Thank you for your 

cooperation and efforts throughout this review process.  We wish you success in this 

endeavor.  

 

Sincerely,  

 

   
 

Stephen V. Flynn, Chair  

Institutional Review Board  

Plymouth State University  
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Appendix B  

 

Email to Principals 

 

Dear Principal: 

My name is Denise McGlone and I am a doctoral candidate at Plymouth State 

University. I am conducting a research study about mindfulness-based practices 

among New Hampshire public high school teachers. I am emailing to ask if you would 

like to help with this study by allowing the teachers in your school to complete a 

survey for this research project. 

The survey will take approximately 3-5 minutes to complete. Participation is 

completely voluntary and their answers will be anonymous. At the end of the survey 

the teachers will be asked if they would be interested in participating in a follow-up 

focus group to further discuss mindfulness-based practices. 

If you have any questions or concerns regarding the survey or study, please do not 

hesitate to email me. If you are interested, please forward this email to your teachers. 

Thank you in advance for your time and effort! 

Teachers, please access the survey by clicking on the following link: 

https://plymouthstate.co1.qualtrics.com/jfe/form/SV_agY3pEp2CYyMlPT 

Sincerely, 

Denise McGlone 
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Appendix C 

Survey Informed Consent 

 

INFORMED CONSENT FORM  

CONSENT TO PARTICIPATE VOLUNTARILY IN A RESEARCH 

INVESTIGATION 

PLYMOUTH STATE UNIVERSITY 

 

INVESTIGATOR(S) NAME:  Denise E. McGlone / Doctoral Candidate 

STUDY TITLE:  An Exploration of Mindfulness Practices among New Hampshire 

High School Teachers 

PURPOSE OF THE STUDY 

The purpose of this research study is to identify the use of mindfulness-based practices 

by New Hampshire public high school teachers, and to explore how mindfulness-

based practices inform New Hampshire public high school teachers’ classroom 

experience.   

This work is being undertaken as part of the Plymouth State University doctoral 

program. 

I am being asked to be a participant in the study because I am currently employed as a 

teacher at a public high school in the state of New Hampshire. 

DESCRIPTION OF THE STUDY 

This study will attempt to identify the New Hampshire public high school teachers 

who engage in mindfulness-based practices through an anonymous online survey. In 

addition, this study will attempt to explore how teacher engagement in mindfulness-

based practices informs their classroom experience through a follow-up focus group 

discussion and individual interviews. 

This portion of the study is an anonymous survey. The amount of time required to 

participate in this survey is approximately 5 minutes. There are no costs associated 

with participating in this study. 

RISKS AND DISCOMFORTS  

As a participant in this study, I may experience only minimal risks, no greater than the 

risks ordinarily encountered in daily life. 

BENEFITS  

The participants will not receive any direct benefits. However, participants may 

indirectly benefit from participating in a study that will contribute to future research 

regarding recommendations about mindfulness training for teachers as a potential way 

to enhance classroom climate. 

ALTERNATIVE PROCEDURES 

The alternative is to not participate in the study.  

CONFIDENTIALITY 
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All documents and information pertaining to this research study will be kept 

confidential in accordance with all applicable federal, state, and local laws and 

regulations. I understand that data generated by the study may be reviewed by 

Plymouth State University's Institutional Review Board, which is the committee 

responsible for ensuring my welfare and rights as a research participant, to assure 

proper conduct of the study and compliance with university regulations. If any 

presentations or publication result from this research, I will not be identified by name.  

Electronic data will be stored on a secure server with access limited to the investigator 

for a period of three years, at which point it will be erased. Printed data will be 

maintained in a locked file cabinet in a locked office with access limited to the 

investigator for a period of three years, at which point it will be destroyed. 

TERMINATION OF PARTICIPATION  

I may choose to withdraw from this study at any time and for any reason. If I choose 

to drop out of the study, I will contact the investigator and my research records will be 

destroyed. If this is an anonymous survey, research records cannot be destroyed 

following submission of the survey. 

I understand that I must be currently employed as a teacher at a public high school in 

New Hampshire. 

I must be 18 years of age or older to participate in this study.  

The principal investigator may terminate the participation of a subject as indicated by 

the following exclusion criteria: student teachers, teacher aides, retired teachers, 

private high school teachers, and elementary school teachers. 

COMPENSATION 

I will not receive payment for being in this study. Participation in this study is strictly 

voluntary. There will be no cost to me for participating in this research. 

INJURY COMPENSATION 

Plymouth State University will not provide special services, free care, or 

compensation for any injuries resulting from this research. I understand that treatment 

for such injuries will be at my expense and/or paid through my medical plan. 

QUESTIONS  

All of my questions have been answered to my satisfaction and if I have further 

questions about this study, I may contact Denise E. McGlone at 603-254-7935 or 

demcglone@plymouth.edu. I may also direct questions to the Dissertation Chair, Dr. 

Annette M. Holba at aholba@plymouth.edu. If I have any questions about the rights of 

research participants, I may call the Chairperson of the Plymouth State University’s 

Institutional Review Board at 603-535-3221. 

VOLUNTARY PARTICIPATION 

I understand that my participation in this study is entirely voluntary, and that refusal to 

participate will involve no penalty or loss of benefits to me. I am free to withdraw or 

refuse consent, or to discontinue my participation in this study at any time without 

penalty or consequence.  
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I voluntarily give my consent to participate in this research study. I understand that I 

will be given a copy of this consent form. 

 

Signatures: 

 

________________________ 

Participant’s Name (Print)  

 

________________________    ____________ 

Participant’s Signature     Date 

 

I, the undersigned, certify that to the best of my knowledge, the subject signing this 

consent form has had the study fully and carefully explained by me and have been 

given an opportunity to ask any questions regarding the nature, risks, and benefits of 

participation in this research study.  

 

Denise E. McGlone    

Investigator’s Name (Print)  

 

____________________________________________  _____________ 

Investigator’s Signature      Date 

 

Plymouth State University’s IRB has approved the solicitation of participants for the 

study until July 21, 2018. 
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Appendix D  

Survey Questions 

 

Q1. How long have you been teaching? 

A) Under 1 year     B) 1-10 years      C) 11-20 years     D) 21-30 years     E) 31+ 

years 

Q2. What subject(s) do you teach? 

A) English/Language Arts 

B) Social Studies  

C) Mathematics  

D) Science  

E) Health 

F) World Languages 

G) Music   

H) Career & Technical 

I) Art  

J) Physical Education  

K) Business    

Q3. The purpose of this study will be to identify the use of mindfulness-based 

practices by New Hampshire public high school teachers, and to explore how 

mindfulness-based practices inform New Hampshire public high school teachers’ 

classroom experience.  

The definition of mindfulness that will be used for this study is Kabat-Zinn’s (1994) 

“paying attention in a particular way: on purpose, in the present moment, and 

nonjudgmentally” (p. 4).   

Mindfulness, or the ability to pay attention, may be cultivated through practice or 

training. Exercises designed to develop mindfulness are known as mindfulness-based 

practices (MBPs) (Baer, 2003; Hahn, 1976; Kabat-Zinn, 1991).  The methods involved 

in MBPs vary, and may include formal practices such as sitting or moving meditation, 

breathing techniques, yoga, body scans, journaling, and reflection, as well as informal 

mindful awareness activities such as mindfully walking and eating (Burke, 2009; 

Jones et al., 2013; Meiklejohn et al., 2012; Siegal et al., 2009).    
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Do you engage in any mindfulness-based practices?  If "no", thank you for your time 

in completing this survey. If "yes", please continue with the survey. 

Yes 

No 

Q4. Would you be willing to participate in a focus group discussion with other 

teachers who also engage in mindfulness-based practices? The discussion will take 

place online using video conferencing for approximately 30 minutes.  If yes, please 

follow the directions at the end of the survey. 

Yes 

No 
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Appendix E  

Focus Group Informed Consent 

 

INFORMED CONSENT FORM  

CONSENT TO PARTICIPATE VOLUNTARILY IN A RESEARCH 

INVESTIGATION 

 

PLYMOUTH STATE UNIVERSITY 

 

INVESTIGATOR(S) NAME:  Denise E. McGlone / Doctoral Candidate 

STUDY TITLE:  An Exploration of Mindfulness Practices among New Hampshire 

High School Teachers 

PURPOSE OF THE STUDY 

The purpose of this research study is to identify the use of mindfulness-based practices 

by New Hampshire public high school teachers, and to explore how mindfulness-

based practices inform New Hampshire public high school teachers’ classroom 

experience.   

This work is being undertaken as part of the Plymouth State University doctoral 

program. 

I am being asked to be a participant in the study because I am currently employed as a 

teacher at a public high school in the state of New Hampshire. 

DESCRIPTION OF THE STUDY 

This study will attempt to identify the New Hampshire public high school teachers 

who engage in mindfulness-based practices through an anonymous online survey. In 

addition, this study will attempt to explore how teacher engagement in mindfulness-

based practices informs their classroom experience through a follow-up focus group 

discussion and individual interviews. 

This portion of the study is a focus group discussion. The amount of time required to 

participate in this focus group is approximately 20-30 minutes.  

There are no costs associated with participating in this study. 

RISKS AND DISCOMFORTS  

As a participant in this study, I may experience only minimal risks, no greater than the 

risks ordinarily encountered in daily life. 

BENEFITS  
The participants will not receive any direct benefits. However, participants may 

indirectly benefit from participating in a study that will contribute to future research 

regarding recommendations about mindfulness training for teachers as a potential way 

to enhance classroom climate. 

ALTERNATIVE PROCEDURES 

The alternative is to not participate in the study.  

CONFIDENTIALITY 
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All documents and information pertaining to this research study will be kept 

confidential in accordance with all applicable federal, state, and local laws and 

regulations. I understand that data generated by the study may be reviewed by 

Plymouth State University's Institutional Review Board, which is the committee 

responsible for ensuring my welfare and rights as a research participant, to assure 

proper conduct of the study and compliance with university regulations. If any 

presentations or publication result from this research, I will not be identified by name.  

Electronic data will be stored on a secure server with access limited to the investigator 

for a period of three years, at which point it will be erased. Printed data will be 

maintained in a locked file cabinet in a locked office with access limited to the 

investigator for a period of three years, at which point it will be destroyed. 

TERMINATION OF PARTICIPATION  

I may choose to withdraw from this study at any time and for any reason. If I choose 

to drop out of the study, I will contact the investigator and my research records will be 

destroyed. If this is an anonymous survey, research records cannot be destroyed 

following submission of the survey. 

I understand that I must be currently employed as a teacher at a public high school in 

New Hampshire. 

I must be 18 years of age or older to participate in this study.  

The principal investigator may terminate the participation of a subject as indicated by 

the following exclusion criteria: student teachers, teacher aides, retired teachers, 

private high school teachers, and elementary school teachers. 

COMPENSATION 

I will not receive payment for being in this study. Participation in this study is strictly 

voluntary. There will be no cost to me for participating in this research. 

INJURY COMPENSATION 

Plymouth State University will not provide special services, free care, or 

compensation for any injuries resulting from this research. I understand that treatment 

for such injuries will be at my expense and/or paid through my medical plan. 

QUESTIONS  

All of my questions have been answered to my satisfaction and if I have further 

questions about this study, I may contact Denise E. McGlone at 603-254-7935 or 

demcglone@plymouth.edu. I may also direct questions to the Dissertation Chair, Dr. 

Annette M. Holba at aholba@plymouth.edu. If I have any questions about the rights of 

research participants, I may call the Chairperson of the Plymouth State University’s 

Institutional Review Board at 603-535-3221. 

VOLUNTARY PARTICIPATION 

I understand that my participation in this study is entirely voluntary, and that refusal to 

participate will involve no penalty or loss of benefits to me. I am free to withdraw or 

refuse consent, or to discontinue my participation in this study at any time without 

penalty or consequence.  

I voluntarily give my consent to participate in this research study. I understand that I 

will be given a copy of this consent form. 
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Signatures: 

 

________________________ 

Participant’s Name (Print)  

 

________________________    ____________ 

Participant’s Signature     Date 

 

I, the undersigned, certify that to the best of my knowledge, the subject signing this 

consent form has had the study fully and carefully explained by me and have been 

given an opportunity to ask any questions regarding the nature, risks, and benefits of 

participation in this research study.  

 

Denise E. McGlone    

Investigator’s Name (Print)  

 

____________________________________________  _____________ 

Investigator’s Signature      Date 

 

Plymouth State University’s IRB has approved the solicitation of participants for the 

study until July 21, 2018. 
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Appendix F   

Focus Group Questions 

1 Teacher survey data indicated that you engage in one or more mindfulness-based 

practices within your personal life. Could you please elaborate on these practices? 

A) What type of practice? 

B) How long have you been practicing? 

C) How often do you practice? 

2 Do you believe that your personal practice of mindfulness has any effect on your 

professional life as a teacher? How so? 

3 Have you ever tried to integrate any mindfulness-based practices into classroom 

activities?  

A) If no, are there any barriers that may be stopping you? 

B) If yes, would you be willing to participate in an individual interview to 

further elaborate on these experiences? 
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Appendix G 

  

Individual Interview Informed Consent 

INFORMED CONSENT FORM  

CONSENT TO PARTICIPATE VOLUNTARILY IN A RESEARCH 

INVESTIGATION 

PLYMOUTH STATE UNIVERSITY 

 

INVESTIGATOR(S) NAME:  Denise E. McGlone / Doctoral Candidate 

STUDY TITLE:  Creating Calm Classrooms: An Exploration of Mindfulness 

Practices among New Hampshire High School Teachers 

PURPOSE OF THE STUDY 

The purpose of this research study is to identify the use of mindfulness-based practices 

by New Hampshire public high school teachers, and to explore how mindfulness-

based practices inform New Hampshire public high school teachers’ classroom 

experience.   

This work is being undertaken as part of the Plymouth State University doctoral 

program. 

I am being asked to be a participant in the study because I am currently employed as a 

teacher at a public high school in the state of New Hampshire. 

DESCRIPTION OF THE STUDY 

This study will attempt to identify the New Hampshire public high school teachers 

who engage in mindfulness-based practices through an anonymous online survey. In 

addition, this study will attempt to explore how teacher engagement in mindfulness-

based practices informs their classroom experience through a follow-up focus group 

discussion and individual interviews. 

This portion of the study is an individual interview. The amount of time required to 

participate in this interview is approximately 30-45 minutes.  

There are no costs associated with participating in this study. 

RISKS AND DISCOMFORTS  

As a participant in this study, I may experience only minimal risks, no greater than the 

risks ordinarily encountered in daily life. 

BENEFITS  

The participants will not receive any direct benefits. However, participants may 

indirectly benefit from participating in a study that will contribute to future research 

regarding recommendations about mindfulness training for teachers as a potential way 

to enhance classroom climate. 

ALTERNATIVE PROCEDURES 

The alternative is to not participate in the study.  

CONFIDENTIALITY 
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All documents and information pertaining to this research study will be kept 

confidential in accordance with all applicable federal, state, and local laws and 

regulations. I understand that data generated by the study may be reviewed by 

Plymouth State University's Institutional Review Board, which is the committee 

responsible for ensuring my welfare and rights as a research participant, to assure 

proper conduct of the study and compliance with university regulations. If any 

presentations or publication result from this research, I will not be identified by name.  

Electronic data will be stored on a secure server with access limited to the investigator 

for a period of three years, at which point it will be erased. Printed data will be 

maintained in a locked file cabinet in a locked office with access limited to the 

investigator for a period of three years, at which point it will be destroyed. 

TERMINATION OF PARTICIPATION  

I may choose to withdraw from this study at any time and for any reason. If I choose 

to drop out of the study, I will contact the investigator and my research records will be 

destroyed. If this is an anonymous survey, research records cannot be destroyed 

following submission of the survey. 

I understand that I must be currently employed as a teacher at a public high school in 

New Hampshire. 

I must be 18 years of age or older to participate in this study.  

The principal investigator may terminate the participation of a subject as indicated by 

the following exclusion criteria: student teachers, teacher aides, retired teachers, 

private high school teachers, and elementary school teachers. 

COMPENSATION 

I will not receive payment for being in this study. Participation in this study is strictly 

voluntary. There will be no cost to me for participating in this research. 

INJURY COMPENSATION 

Plymouth State University will not provide special services, free care, or 

compensation for any injuries resulting from this research. I understand that treatment 

for such injuries will be at my expense and/or paid through my medical plan. 

QUESTIONS  

All of my questions have been answered to my satisfaction and if I have further 

questions about this study, I may contact Denise E. McGlone at 603-254-7935 or 

demcglone@plymouth.edu. I may also direct questions to the Dissertation Chair, Dr. 

Annette M. Holba at aholba@plymouth.edu. If I have any questions about the rights of 

research participants, I may call the Chairperson of the Plymouth State University’s 

Institutional Review Board at 603-535-3221. 

VOLUNTARY PARTICIPATION 

I understand that my participation in this study is entirely voluntary, and that refusal to 

participate will involve no penalty or loss of benefits to me. I am free to withdraw or 

refuse consent, or to discontinue my participation in this study at any time without 

penalty or consequence.  

I voluntarily give my consent to participate in this research study. I understand that I 

will be given a copy of this consent form. 
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Signatures: 

 

________________________ 

Participant’s Name (Print)  

 

________________________    ____________ 

Participant’s Signature     Date 

 

I, the undersigned, certify that to the best of my knowledge, the subject signing this 

consent form has had the study fully and carefully explained by me and have been 

given an opportunity to ask any questions regarding the nature, risks, and benefits of 

participation in this research study.  

 

Denise E. McGlone    

Investigator’s Name (Print)  

 

____________________________________________  _____________ 

Investigator’s Signature      Date 

 

Plymouth State University’s IRB has approved the solicitation of participants for the 

study until July 21, 2018. 
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Appendix H  

Individual Interview Questions 

1. Focus group data indicated that you have integrated mindfulness-based 

practices (MBPs) into your classroom. What type of practice? 

2. How long have you been integrating mindfulness-based practices into your 

classroom? 

3. How often do you integrate mindfulness-based practices into your classroom? 

4. Do you believe that mindfulness-based practices have had any effect on the 

students in your classroom in terms of the following? 

a. Stress Management 

b. Student-Teacher Relationships 

c. Classroom Climate 

5. How do you perceive the reactions of the following to the integration of 

mindfulness-based practices into your classroom? 

a. Students 

b. Administration 

c. Faculty & Staff 

d. Parents 

6. Is there anything else you would like to elaborate on in regards to your 

integration of mindfulness-based practices into your classroom? 
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