
 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

The purpose of this quantitative repeated measures study was to determine what changes 

(if any) occurred to perceptions of stress when fulltime faculty members incorporated 

contemplative practices into their daily lives. This study analyzed perceptions of stress 

and mindful awareness and the impacts that frequency, duration, and type of 

contemplative practice have on perceived stress and mindful attention. Additionally, 

tenure status, length of time teaching in higher education, and years teaching at current 

institution were analyzed for their possible impact on perceptions of stress. This study 

used the Perceived Stress Scale (Cohen, 1994) and the Mindful Attention Awareness 

Scale (Brown & Ryan, 2003) to record the pre-test and post-test responses of 17 fulltime 

faculty members employed at higher education institutions in New Hampshire and 

Vermont. Statistical analysis confirmed that while perceptions of stress were correlated 

with mindful attention awareness, dependent variables did not significantly change 

perceptions of stress. The only notable exception, participants who increased the number 

of days they engaged in contemplative practices did see significant reductions in their 

perceived stress. This study was the first to examine faculty perceptions of stress and 



 

 

contemplative practices using a quasi-experimental design. The findings from this study 

provide valuable insight into the degree of stress that faculty are experiencing and what 

tools they are currently employing to deal with their personal and professional stressor 

factors. The data from this study also shows that while perceptions of stress are correlated 

with mindful states, more research needs to be done to better understand the inverse 

relationship between these two factors. Educational leaders and faculty members may 

find this data helpful in addressing the workplace dynamics that may contribute to faculty 

stress.  
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Introduction: Fulltime faculty are experiencing stressors from the dissonance created by the 

changes impacting higher education. The cumulative effect of these stressor factors may be 

impacting the job satisfaction of fulltime faculty and their ability to react to these changes. 

Individuals who employ contemplative practices may be able to better process change and 

handle the stressor factors that they experience in their personal and professional life.    

 

Problem of Practice: Increased, and prolonged exposure to stress may negatively impact the 

personal and professional wellness of fulltime faculty members impacting both their job 

satisfaction and physical, emotional, and cognitive health.  

 

Research Method: A repeated-measures design was used to assess faculty perceptions of stress 

and state of mindful awareness using both the Perceived Stress (Cohen, 1994) and Mindful 

Attention Awareness (Brown & Ryan, 2003) scales. Anonymous pre-test and post-test surveys 

were distributed to fulltime state college and university faculty in New Hampshire and Vermont.  

 

Summary of Findings: Faculty perceptions of stress were not likely impacted by the 

introduction, duration, nor type of contemplative practice reported by participants. However, 

frequency (number of days) of practice was strongly correlated with statistically significant 

decreases in perceptions of stress, but only for those participants who increased their frequency 

between pre-test and post-test measures. 

 

Limitation(s) of Study: As this was a repeated measures design, participants were required to 

self-report their pre-test and post-test responses six-weeks apart. This study is not generalizable 

beyond the sample due to the small sample size (n=17), as well as having taken place during the 

COVID-19 and a proposal to possibly close the campuses of some of the study participants.  

 

Implications/Significance of Study: This study was the first to employ a repeated measures 

methodology for studying faculty perceptions of stress and contemplative practices. The findings 

from this study demonstrate that while perceptions of stress are correlated with mindful states, 

the nature and impact of that correlation is still unclear and requires further examination. This 

study though does illuminate the degree of stress that fulltime faculty are facing as a result of the 

changes stemming from declining enrollment, stagnated funding, and increased competition that 

are impacting higher education. Additionally, these findings help leaders understand how they 

may assist faculty in address and mitigating the factors that contribute to stress.  
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Chapter 1: Social, Cultural and Historical Perspectives on the Problem 

Higher education is undergoing a transformation as student enrollment growth 

slows and institutions transition to more comprehensive accountability systems and 

continue to adopt business-centric practices prioritizing fiscal responsibility (Buckholdt 

& Miller, 2008; Hendel & Horn, 2008; Kenny, 2018; National Center for Education 

Statistics, 2019; Shin & Jung, 2014). This shifting landscape has repercussions for faculty 

as they struggle to adapt to a more businesslike environment while continuing to strive 

for academic excellence in teaching, research, and service to their institutions (Egan & 

Garvey, 2015; Eddy & Gaston-Gayles, 2008; Kenny, 2018; Shin & Jung, 2014). Studies 

show that pre-tenure faculty in particular with their limited experience are struggling with 

unclear job expectations, challenges in achieving work/life integration, and waning 

collegiality (Eddy & Gaston-Gayles, 2008; Hendel & Horn, 2008; Nir & Zilberstein-

Levy, 2006; Stupnisky, Weaver-Hightower, & Kartoshkina, 2015). The challenges facing 

higher education though have created an environment where faculty members regardless 

of rank or tenure status are becoming more susceptible to the perception of negative 

stress (distress) and its effects, resulting in lower rates of job satisfaction, job security, 

and lower quality and quantity of work completion (Ablanedo-Rosas, Blevins, Gao, Teng, 

& White, 2011; Buckholdt & Miller, 2008; Eddy & Gaston-Gayles, 2008; Nir & 

Zilberstein-Levy, 2006).          

The ability of an individual to cope with stressors depends, in part, on the capacity 

to participate in the creation, evaluation, and application of the processes that may result 

in the stressors (Eddy, 2010; Buckholdt & Miller, 2008; Hendel & Horn, 2008; Kenny, 

2018; Nir & Zilberstein-Levy, 2006; World Health Organization, 2019). Hendel and Horn 
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(2008) stated that observing the phenomena of stress does not allow a person to 

disconnect and compartmentalize stress as purely work-related or nonwork-related, but 

rather remembering that for the individual, stressors are woven throughout the entirety of 

their life and the ability to recognize, contextualize, and process these stressors defines 

ones perception of stress and ultimately how it will affect their lives both in and out of 

working settings (p. 63). For faculty members this requires an understanding of the 

source of stressors, how stress may affect individuals under different circumstances, and 

developing coping mechanisms to ensure the necessary balance to mitigate the negative 

effects of stress (Ablanedo-Rosas, Blevins, Gao, Teng, & White, 2011; Egan & Garvey, 

2015).  

The challenges facing faculty in higher education stem from both internal and 

external forces, some of which are beyond their locus of control including: external 

institutional competition, budget constraints, policy and regulatory statutes, evolving 

student and faculty demographics, and competition for resources (Buckholdt & Miller, 

2008; Hendel & Horn, 2008; Kenny, 2018; Shin & Jung, 2014; Stupnisky, Weaver-

Hightower, & Kartoshkina, 2015). During the first decade of the 21st century student 

enrollment in the United States grew nationally by 37%, the total number of degree-

granting institutions grew by more than 400, and the number of full and part-time faculty 

grew by 27% and 72% respectively (National Center for Education Statistics, 2019). 

However, in the following decade, student enrollment declined from a high of 18.1 

million to 16.8 million and is projected to barely surpass 17 million near the end of 2028, 

meaning that losses suffered in 2010-2017 will not recover for decades (National Center 

for Education Statistics, 2019). During the same time period of student enrollment 
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declines, new faculty hiring slowed to only 8% for full-time and for the first time, the 

total number of degree granting institutions began to shrink with 143 fewer institutions 

open in 2016 than just four years prior (National Center for Education Statistics, 2019). 

These trends provide context for the shift seen in the way institutions are managed and a 

possible framework for understanding the increased stress that faculty are feeling 

(National Center for Education Statistics, 2019).        

Faculty face internal challenges as well, including the ability to establish peer-to-

peer relationships (collegiality), manage expectations, practice a healthy lifestyle, 

proactively engage in learning their expected roles within higher education, and seeking 

feedback from colleagues and administrators (Beer, 2010; Eddy, 2010; Nir & Zilberstein-

Levy, 2006; Olsen & Crawford, 1998; Stupnisky, Weaver-Hightower, & Kartoshkina, 

2015; Watanabe & Falci, 2017). Unclear role expectations and ambiguous quality 

standards during the tenure process results in stress as faculty attempt to generate work in 

the areas of teaching, research, and service that meets the standards of the institution (Nir 

& Zilberstein-Levy, 2006). When faculty experienced these conditions, Nir & Zilberstein-

Levy (2006) found stress was a factor in reducing both the quality and quantity of the 

individuals work while increasing fears of job insecurity. Another area of concern for 

faculty was the pressure to demonstrate content instructional proficiency in the 

classroom, this role requirement was especially challenging for faculty who had limited, 

if any, actual classroom teaching experience with course development, delivery, and 

learning assessment (Lumpkin, 2009).   
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Key Terms 

The term contemplative practice is defined as the actions or intentions that allow 

a person, or group of people, to connect with their inner sense of awareness and to 

observe their surroundings in a way that suspends judgment (Hanh, 2015). The use of 

contemplative practices as a way to acknowledge and process stressors has moved to the 

forefront of the social sciences and has even been studied as part of a comprehensive 

business management philosophy (Carroll, 2006; Carroll, 2007; Heider, 2014). Research 

has shown that there are positive physiological, emotional, and cognitive benefits for 

those who incorporate contemplative practices into their daily lives (Dali Lama, 2016; 

Dane, 2011; Ghasemipour, Robinson, & Ghorbani, 2013; Holas & Jankowski, 2013). The 

Center for Contemplative Mind in Society developed a graphic using a tree to represent 

contemplative practice: the roots of the tree represent the guiding principles of 

communion, connection, and awareness, while the branches represent the main groups of 

practice including: ritual/cyclical, movement, relational, activist, creative, generative, and 

stillness (The Center for Contemplative Mind in Society, 2018). Examples of the specific 

practices include; meditation, centering, journaling, walking meditation, and visualization 

(The Center for Contemplative Mind in Society, 2018). Contemplative education, an 

extension of contemplative practice, incorporates reflective exercises to examine through 

the lens of self and connections to the larger system of interconnected beings, concepts, 

and awareness the nature of both content and the process of learning (Repetti, 2010). The 

distinction here demonstrates the application of contemplative practices in the changing 

environment of higher education.   
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Mindfulness is a way of being and is a foundational cornerstone of contemplative 

practice (The Center for Contemplative Mind in Society, 2018). The use of the term 

mindfulness has seen many iterations, in a philosophical sense it means bringing 

awareness to the present moment to see that moment for what it is, rather than what one 

wishes it would be or lament for what it could have been (Dali Lama, 2016). For 

example, a faculty member receiving critical feedback on a student evaluation might 

regret not putting in more effort, or they might spend time wondering what rating they 

would have received if only they had worked a little harder. The faculty member cannot 

change the past nor the future, they can only change what they choose to do now, and this 

is the essence of the philosophical nature of mindfulness. From a holistic or health 

conscious perspective, mindfulness is the practice of becoming aware of the current state 

of the body and mind and accepting that state rather than resisting it (Kabat-Zinn, 2013). 

This characterization considers mindfulness as a combination of both definitions since 

contemplative learning is intended to address the whole person from the perspective of 

mind, body, and spirit (Waters, Barsky, Ridd, & Allen, 2015).  

Local Contextual Perspectives on the Problem 

Enrollment and fiscal challenges are predicted to impact the Northeast particularly 

hard with a projected reduction of potential college ready students of nearly 20% in states 

like Vermont by end of the next decade (Chappell, 2019; National Center for Education 

Statistics, 2019; Seltzer, 2016; Spaulding, 2019). Data provided by the National Center of 

Educational Statistics (NCES) (2019) shows that reductions in student population 

coupled with lower state appropriations will exacerbate the precarious financial standing 

of institutions in the Northeast. Vermont’s appropriation history illustrates a shift in 
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public policy facing some institutions. In 1980 49% of the Vermont State Colleges (VSC) 

revenue came from state appropriations, that number now stands at 17% meaning the 

burden of financing the colleges falls primarily on institutional revenue, of which 60% 

comes from tuition (National Center for Education Statistics, 2019; Spaulding, 2019). 

Nationally, state appropriation levels have declined from 24% to 16%, again forcing 

institutions to seek new sources of revenue or to increase tuition rates to account for the 

appropriation losses (National Center for Education Statistics, 2019). The VSC already 

has an aging physical infrastructure spanning 1,372 acres with 145 buildings and deferred 

maintenance of almost $55 million further stressing the VSC budget (Spaulding, 2019). 

These enrollment and budgetary challenges are creating an environment where 

competition for resources, reductions in collegiality, and increased workloads will 

intensify as the VSC attempts to create a more business-focused and efficiency-driven 

model that can meet these challenges (Buckholdt & Miller, 2008; Hendel & Horn, 2008; 

Shin & Jung, 2014; Spaulding, 2019). The shift to this new business model for colleges in 

the Northeast, like the VSC, stems from external (enrollment) conditions mirroring those 

outlined in studies by Buckholdt and Miller (2008), Eddy & Gaston-Gayles (2008), and 

Shin & Jung (2014) and faculty in the Northeast are susceptible to the same increased 

stressors experienced by the faculty in these studies. The data models provided by the 

NCES (2019) and highlighted by Spaulding (2019) and Jaschick (2018) indicate that the 

conditions driving these enrollment challenges and the subsequent stressors are not going 

to abate for the foreseeable future, meaning faculty will be subject to increased stress for 

at least the next decade.  
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Jon Kabat-Zinn’s (2013) work discovered that sustained, prolonged exposure to 

stress results in the body operating in a persistent state of hyperarousal, damaging 

cardiovascular and neurological health, creating the conditions that make the body 

susceptible to disease and illness, and negatively impacting emotional and mental 

wellness. Efforts to create more financially viable institutions could have the unintended 

consequence of creating an environment whereby faculty are exposed to unhealthy 

amounts of stress for a prolonged period and could increase health risks for faculty. The 

effects of prolonged stress negatively impacts the effectiveness of faculty to perform their 

tasks which could ultimately impact the ability of the institution to deliver meaningful 

learning opportunities to its students (Egan & Garvey, 2015; Eddy & Gaston-Gayles, 

2008; Kenny, 2018; Shin & Jung, 2014).           

Leadership Perspectives on the Problem 

Administrative efforts to affect change are focused on centralized processes and 

perceived efficiencies, technological innovation for instructional delivery modes, and 

increased efforts to strengthen retention and completion rates for students (Spaulding, 

2019). These efforts by leaders in higher education highlight a focus on outcome driven 

results and do not consider those who are required to deliver these outcomes and how 

they might be impacted by new processes and innovations. Faculty will be required to 

develop educational opportunities and learning environments that help to create 

differentiation (competitive advantage) over their higher education competitors with an 

eye on being more fiscally conservative (Jabbar, Analoui, Kong, & Mirza, 2018).  

Competition amongst staff and faculty for resources in this environment will increase as 

the financial challenges facing higher education continue to mount (Buckholdt & Miller, 
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2008; Hendel & Horn, 2008; Kenny, 2018; Shin & Jung, 2014; Stupnisky, Weaver-

Hightower, & Kartoshkina, 2015).  

The challenges created when organizational change requires dramatic action 

necessitates a leadership style that acknowledges the difficulties inherent in change, but 

also recognizes  the need to address the issues of perceived power imbalances between 

administrative objectives and faculty needs, as well as the desire for autonomy and 

respect throughout the change process (Greenleaf, 2002; Heyler & Martin, 2018; van 

Dierendonek, 2011). Servant leadership consists of an environment whereby the leader 

creates opportunities to promote success and wellness of the followers rather than the 

organization (Greenleaf, 2002). This approach to leadership is humanistic in nature and 

maintains that the faith and care that the servant leader imbues in their followers may 

eventually manifest in success for the organization (Greenleaf, 2002; Heyler & Martin, 

2018; van Dierendonek, 2011). In this context, servant leadership offers the opportunity 

to promote awareness, empathy, while focusing on communal progressive approaches to 

tackling the issues facing higher education (Greenleaf, 2002; van Dierendonek, 2011).  

The tenants of servant leadership: openness and awareness, honesty and trust, 

seeing the world for what it is (rather than what it could have been), and focusing on the 

wellness of the individual over the institution echoes many of the tenants found in 

contemplative practices (Greenleaf, 2002; van Dierendonek, 2011). The spiritual 

foundations of contemplative practice are rooted in the Buddhist teachings consisting of 

the Four Noble Truths (suffering, the source of suffering, ending suffering, and the path 

to wellness) and the Three Dharma Seals which consist of impermanence, nonself, and 

nirvana (Hanh, 2015). Creating an environment where faculty and students can have 
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introspective experiences is at the root of contemplative practices in education, whereby 

individuals reflect on the nature of their learning and attempt to find meaning and 

purpose in the midst of change and stress (Barbezat & Bush, 2013).  

The Serving Vermont’s Students by Securing the Future of the Vermont State 

Colleges System (2019) whitepaper is a response to the challenges facing colleges in the 

Northeast, and while innovation and efficiencies are at the heart of the proposed changes 

there is no mention given to faculty and their potential responses to these changes. 

Servant leadership provides a critical link between these sorts of proposals and 

consideration for those charged with the change process as does the incorporation of 

contemplative practices. And while stress is a component of institutional change, research 

has shown that individuals who engage in contemplative practices are better equipped to 

process and manage change and the resulting stress (Dali Lama, 2016; Gartner, 2013; 

Gondo, Patterson, & Palacios, 2013; Hanh, 2015).    

Specific Problem of Practice  

Demographic changes aligning with the recession of 2008 have created an 

environment in which colleges, particularly those in the Northeastern United States, are 

seeing declining enrollments which are predicted to continue for at least the next decade 

(Chappell, 2019; Jaschick, 2018; National Center for Education Statistics, 2019; Seltzer, 

2016). In response to these challenges, higher education is changing and faculty are 

experiencing increased job-related stress factors (stressors) stemming from unclear job 

expectations, difficulty in achieving their desired work/life balance, and challenges in 

establishing collegial relationships (Beer, 2010). Research conducted by Jon Kabat-Zinn 

(2013) found that increased, prolonged exposure to stress negatively affects cognitive, 
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emotional, and physical wellness in individuals and that the integration of contemplative 

practices had a positive effect, reducing participants perceived negative stress (distress). 

Additionally, research conducted on individuals who were introduced to contemplative 

practices in the classroom setting experienced, to varying degrees, enhanced cognition, 

improved interpersonal abilities, an enhanced sense of compassion and ethics, readiness 

to accept change, and improved executive functions, emotional intelligence, and task 

performance (Chu, 2009; Dane, 2011; Gartner, 2013; Helber, Zook, & Immergut, 2012; 

Holas & Jankowski, 2013; Gondo, Patterson, & Palacios, 2013; Klatt, 2017; & Mamgain, 

2010).  

This purpose of this study was to examine full-time faculty members perceptions 

of stress over a period of six weeks and to determine if any significant changes occurred 

as a result of the introduction, frequency, duration, or mode of contemplative practice 

employed by the participants. This study explored these variables using the following 

questions: 

Research Questions:  

1. Does the introduction, frequency, and type (mode) of contemplative 

practices change faculty member’s perceptions of their stress? 

2. What changes in perceived stress do faculty members observe when they 

incorporate contemplative practices into their daily routine? 
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Chapter 2: Review of the Educational Research Literature: Theoretical Sources 

Literature focusing on the implementation of contemplative methods as a stress 

mitigation strategy for higher education faculty is still in its nascent development. The 

focus of this review is predicated on the discovery that the vast amount of research and 

scholarship around contemplative practices is concentrated primarily on the student 

experience rather than faculty or administration (Beer, 2010). This review of literature 

consists of peer-reviewed work from the fields of sociology and psychology, 

transformative education, theology, organizational leadership, change management, and 

health sciences. Articles were selected for review using Academic Search Premier based 

on their relevance to the concepts of faculty stress, contemplative practices, and wellness 

factors derived from incorporating these practices. Empirically relevant articles were 

reviewed for trustworthiness based on their design, methodology, validity measures, and 

the statistical relevance of their findings. The sections that follow explore both the 

theoretical and empirical literature as it relates to the principle concepts of faculty stress, 

wellness, and how contemplative practice may be connected to the preceding concepts of 

stress and wellness.     

Faculty Stress-Theory 

The American Psychological Association (2019) states that stress is a 

physiological, emotional, and cognitive response to sudden or unexpected changes in 

one’s environment and notes that while short-term stress allows individuals to respond to 

challenges (e.g. time constraints, threats to our safety, cognitive dissonance), chronic or 

persistent stress however can manifest in threats to the body’s regulatory systems. 

Prolonged exposure to stress (distress) can result in elevated risks for developing heart 
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disease, obesity, high blood pressure, depression, serious illness or disease, as well as 

increasing an individual’s propensity to use addictive substances (American 

Psychological Association, 2019, para. 3-4). The National Vital Statistics Report: Deaths: 

Final Data for 2017 listed heart disease as the number one cause of death, responsible for 

nearly a quarter of all the deaths recorded in the United States (Centers for Disease 

Control and Prevention, 2017). Deaths resulting from cancer, diabetes, and suicide 

accounted for another 25% of those who died, meaning half of all the deaths recorded in 

the United States resulted from causes linked to chronic stress (Ablanedo-Rosas, Blevins, 

Gao, Teng, & White, 2011; Centers for Disease Control and Prevention, 2017). 

The World Health Organization (2019) defines workplace stress as the dissonance 

that occurs when the requirements of a job exceed the capacity of an individual’s 

knowledge, training, and experience in processing and coping with these stressors. The 

term stressor comes from the work of Dr. Hans Seyle and is meant to denote the actual 

event or action that elicits a stress response (Kabat-Zinn, 2013). The effects of the stress 

intensify if the stressors result from a mismatch between the expectations of the 

individual and the reality of the situation, as well as the way in which individuals 

perceive stress (e.g. all stress is bad) and what, if any, coping practices individuals may 

have at their disposal (Hendel & Horn, 2008; World Health Organization, 2019). As with 

chronic stress, unrelenting exposure to job-related stress factors can result in not only 

dissatisfaction with the work itself, but also in many of the elevated risks (e.g. heart 

disease, obesity, and depression) mentioned in the previous paragraph (World Health 

Organization, 2019).       
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The relationship between contemplative practice in the higher education 

environment and its effect on personal and professional wellness has been explored 

primarily in relation to student experiences with stress (Helber, Zook, & Immergut, 2012; 

Rizer, Fagan, Kilmon, & Rath, 2016; Schure, Christopher, & Christopher, 2008; & 

Waters, Barsky, Ridd, & Allen, 2015). The current body of research discovered a positive 

relationship between the introduction of contemplative practices (e.g. meditation, focused 

breathing, reflective writing) and improvements in student’s cognition, interpersonal 

relational skills, compassion, change readiness, emotional intelligence, and 

contextualized inquiry and reasoning (Chu, 2009; Dane, 2011; Gartner, 2013; Helber, 

Zook, & Immergut, 2012; Holas & Jankowski, 2013; Gondo, Patterson, & Palacios, 

2013; Klatt, 2017; & Mamgain, 2010). Stress factors stemming from work/life balance 

challenges, peer relationships, a lack of clarity over role definitions, and uncertainty with 

quality of work expectations affect both students and faculty, resulting in negative 

physiological, emotional, and cognitive challenges absent an effective coping framework 

(Beer, 2010; Eddy & Gaston-Gayles, 2008; Helber, Zook, & Immergut, 2012; Lederer & 

Middlestadt, 2014; Rizer, Fagan, Kilmon, & Rath, 2016; Schure, Christopher, & 

Christopher, 2008; Stupnisky, Weaver-Hightower, & Kartoshkina, 2015). In spite of 

similarities between faculty and student stress factors, there is a limited body of research 

into faculty stress perceptions using interventions research designs similar to what has 

been seen in student stress research and thus the focus of this proposed study (Baas, 

Nevicka, & Ten Velden, 2014; Beer, 2010; Beer, et al., 2015; Chu, 2009; Helber, Zook, & 

Immergut, 2012; Lederer & Middlestadt, 2014; Rizer, Fagan, Kilmon, & Rath, 2016; 

Schure, Christopher, & Christopher, 2008).    
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The work of Jon Kabat-Zinn (2013) focused a more scientific eye on 

contemplative practices and created an empirical basis for much of the research that 

would follow, ensuring the mindfulness movement would have verifiable benefits. 

Research conducted by Kabat-Zinn (2013) using the Mindfulness-Based Stress Reduction 

(MBSR) program focused on the idea that compounded stressors create the phenomenon 

of stress which negatively affects cognitive, emotional, and physical wellness in subjects 

and that integrating contemplative practices (e.g. meditation, yoga, focused breathing) 

through MBSR had a positive effect on the subjects perceived stress. This link between 

stress and contemplative practices has become the modern cornerstone of the mindfulness 

movement to combat the effects of stress on personal and professional lives. Perceptions 

of stress manifest in the body’s response, when a stressor is encountered the autonomic 

nervous system engages and prepares the circulatory and digestive systems for action by 

increasing blood flow and slowing the digestive process, this is the sympathetic branch 

which acts as a gas pedal for the stress response (Kabat-Zinn, 2013, p. 313). The 

parasympathetic branch is the “brake” which acts to return the body’s systems to their 

normal state, however our perceptions of stress or exposure to chronic (persistent) stress 

can hijack this process and effectively limit the body’s ability to disengage from its 

heightened state of readiness (Kabat-Zinn, 2013, p. 313). The resulting persistent state of 

hyperarousal has damaging effects of the body including difficulty sleeping, risks of 

overeating, experiencing depression, increased risk of heart disease, and damage to the 

body’s capacity to resist illness or disease (American Psychological Association, 2019; 

Kabat-Zinn, 2013). Participants of the MBSR programs did not eliminate stress through 

the use of contemplative practices, rather the individuals could alter their perceptions of 
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stress, recognize the signs of their initial reactivity to stress, and ultimately take a more 

proactive approach to understanding the stress response and learning how to mitigate the 

negative effects of stress (Kabat-Zinn, 2013).  

While the specific sources of stress may differ, stressors do affect college faculty, 

especially early in their career (fewer than six years of experience), in much the same 

way as the subjects of MBSR programs (Beer, 2010; Lederer & Middlestadt, 2014). 

Research into how to mitigate these stressors for faculty is limited and therefore full-time 

faculty will be the focus of this project (Beer, 2010; Beer, et al., 2015; Eddy & Gaston-

Gayles, 2008; Hendel & Horn, 2008; Lederer & Middlestadt, 2014; Sallee, 2008; 

Stupnisky, Weaver-Hightower, & Kartoshkina, 2015). Learning how to mitigate the 

perceived effects of stress, as well as how the idea of change factors into stress may allow 

faculty to fulfill their professional requirements without having to sacrifice their personal 

and professional health and wellness. 

Researchers Garland and Gaylord (2009) recognized the growing interest in 

applying mindfulness as a coping, therapeutic tool and provided insight and 

recommendations into how empirical research might help to further evaluate the benefits 

of mindfulness. The authors first expressed a need for caution when studies rely on only 

one tool meant, particularly if that one tool is strictly a self-report format (Garland & 

Gaylord, 2009). To mitigate validity concerns, future researchers should incorporate more 

interactive designs or include the use of multiple tools to measure the claims, outlined in 

the following section, stemming from the 2,600-year-old teachings (Garland & Gaylord, 

2009). One promising area of research, according to Garland and Gaylord (2009) is the 
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use of fMIR and EEG technology to map the neural pathways of the brain before, during, 

and after participants engage in mindfulness exercises (p. 5).    

Farias and Wikholm (2016) and Davidson and Dahl (2018) echo the concerns of 

Garland and Gaylord about the mainstreaming of mindfulness as a cure-all, focusing on a 

series of assumptive sins. First, according to these researchers an empirically-based 

consensus regarding the benefits of mindfulness has not yet been conclusively 

determined (Farias & Wikholm, 2016). Second, the current prescribed applications for 

mindfulness-based therapies do not explicitly account for the individualized nature of the 

potential sources of peoples stressor factors, specifically some participant groups are not 

offered a sense of choice or access to resources to understand the wide-variety of 

mindfulness-based practices available, their applications, benefits, and limitations 

(Davidson & Dahl, 2018; Farias & Wikholm, 2016). Finally, the researchers were 

concerned that the introspective nature of some mindfulness-based practices has the 

potential to create a level of discomfort or potentially to uncover a pre-existing trauma 

that the participant and the mindfulness facilitator are not prepared nor equipped to 

process (Davidson & Dahl, 2018; Farias & Wikholm, 2016).     

Contemplative Practices-Theory 

The theoretical foundations of contemplative practices stem from Eastern 

practices and teachings that are over two thousand six hundred years old and yet still find 

an audience as the practices focus on teaching individuals how to reconcile the 

expectations and realities inherent to the human experience (Hanh, 2015). The 

inevitability of change is one of the fundamental Buddhist tenants derived from the 

concept of impermanence, one of the Three Dharma Seals (Dali Lama, 2016; Hanh, 
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2015). The remainder of the Three Dharma Seals consist of; non-self and nirvana, which 

along with impermanence are meant to create an awareness of the true nature of reality 

versus the perception of that reality (Hanh, 2015). Individuals experience a sense of 

dissonance when the perception of reality and the true nature of reality are not aligned, 

which according to the Buddhist principles, occurs when one denies the truth of the Three 

Dharma Seals (Carroll, 2006; Dali Lama, 2016; Hanh, 2015). Of these principles, the 

concept of impermanence is central to understanding how contemplative practices might 

benefit both faculty and students. Contemplative practices, and specifically mindfulness 

(being aware and present without judgment), are grounded in the tenants of the Buddha’s 

lessons which, along with the Three Dharma Seals includes the Four Noble Truths: 

suffering, the origin of suffering, cessation of suffering, and the Eightfold Path (Hanh, 

2015, pp. 9-11).  

The dissonance between perceived and true reality leads to suffering, and for 

faculty this comes from denying that change is a natural part of life and that the ebbs and 

flows of stress are also a part of life (Dali Lama, 2016; Hanh, 2015). The cessation of 

suffering begins with accepting the first two Noble Truths (suffering and the origin of 

suffering) and continues with embracing the Eightfold Path (Hanh, 2015). It is from the 

Eightfold Path that one can employ contemplative practices to achieve the concepts of 

right: view, thinking, mindfulness, speech, action, diligence, concentration, and 

livelihood (Hanh, 2015). Embracing the concepts of the Eightfold Path is not only a way 

to embrace the true nature of reality, it is also a demonstration of ones commitment to 

caring for oneself, it is embracing a sense of self-efficacy, and learning to accept that 

change and suffering are a natural part of life (Dali Lama, 2016; Hanh, 2015). Empirical, 



18 

 

peer-reviewed studies focusing on the concepts of stress and contemplative practices 

outlined in this section will be analyzed in the next part of the review. 

While empirical studies focused specifically on the interactions between 

contemplative practices and stress are plentiful for students, the review of literature 

revealed that faculty focused research remains sparse (Ayala, Winseman, Johnsen, & 

Mason, 2018; Baas, Nevicka, & Ten Velden, 2014; Bodenios, Wells, Noonan, & 

Mayrsohn, 2015; Hafenbrack, Kinias, & Barsade, 2014; Helber, Zook, & Immergut, 

2012; Singh, Choubey, & Singh, 2016; Schure, Christopher, & Christopher, 2008). The 

current review of literature does not present any substantial theories as to why more 

intervention-based research focusing on faculty stress has not been conducted. It is 

possible that the socially accepted idea of workplace stress does not fit with the ethos of 

perceived academic freedom and job security that faculty in higher education are 

assumed to enjoy (Ablanedo-Rosas, Blevins, Gao, Teng, & White, 2011; Thorsen, 1996). 

Stress for early-career faculty presents a challenge for higher education that must be 

addressed to ensure the continued wellness of their faculty (Beer, 2010; Beer, et al., 2015; 

Rizer, Fagan, Kilmon, & Rath, 2016). Based on the findings of the small sample of 

faculty-focused research found benefits for those who reduce job-related stress include: 

improved self-respect, self-efficacy, a connection to colleagues, and reduced emotional 

fatigue (Beer, 2010; Beer, et al., 2015; Chu, 2009; Hulsheger, Alberts, Feinholdt, & Lang, 

2013; Schure, Christopher, & Christopher, 2008). In addition, students are changing and 

becoming more diverse in not only their demographic and geographic makeup, but also in 

student expectations of what higher education can afford them in terms of both learning 
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and the upward social and economic mobility opportunities (Chappell, 2019; Jabbar, 

Analoui, Kong, & Mirza, 2018; Seltzer, 2016).  

Changes in Higher Education 

This last shift which focuses on the ways in which education is being viewed as 

more of a service for pay rather than a place of transformative learning has created 

another complicating factor for faculty. Jabbar, Analoui, Kong, & Mirza (2018) 

conducted interviews with 22 academics in the U.K. to determine if changes in the 

European educational model, which was now more centrally focused on a consumer and 

fee-based driven model had created a change whereby students felt they were purchasing 

a degree rather than earning one. This qualitative study found that faculty had indeed 

observed a change in student perceptions, noting that students expected a sense of value 

(in a monetary sense) from the classes they had paid for and that providing service 

overrode instructional concerns (Jabbar, Analoui, Kong, & Mirza, 2018). This shift, as 

observed by Jabbar, et al (2018) was predicated by the increased level of competition in 

European higher education, leading to faculty in this study lamenting the idea that 

academic rigor (during and after the admissions process) was being compromised in 

order to ensure seats were being filled. The result of this shift was that faculty, and in 

particular new faculty, were feeling an obligation to serve the increasing academic and 

social needs of their students even as the institutional environment created increasing 

workloads, administrative tasks, and time pressures for faculty (Jabbar, Analoui, Kong, & 

Mirza, 2018).    

The changing landscape observed by Jabbar, et al (2018) is echoed in other 

studies from the United States and other parts of the world that have identified global 
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trends which shows how the purpose and consumption of education has continued to 

evolve throughout history and demonstrating the need for faculty to continue to adapt 

their instructional styles and understanding of student needs and expectations (Egan & 

Garvey, 2015; Eddy & Gaston-Gayles, 2008; Kenny, 2018; National Center for Education 

Statistics, 2019; Spaulding, 2019; Stupnisky, Weaver-Hightower, & Kartoshkina, 2015). 

These more recent studies echo the work of researchers who decades earlier began to 

identify the shifting demands of faculty, and higher education in general, and issued 

words of caution about what could come from these changes if not attended to (Olsen, 

1993; Olsen & Crawford, 1998; Thorsen, 1996). A quantitative study conducted by Olsen 

(1993) focused on faculty perceptions of job satisfaction and the sources of their 

perceived stress, finding statistically significant declines in satisfaction over a three-year 

period coupled with an increase in perceived stress. A follow-up study by Olsen & 

Crawford (1998) followed the same cohort as the previously discussed study but for a 

five-year period focusing on role perceptions and expectations to determine if these 

evolved over time. The study determined that faculty who had some prior teaching 

experience (other than graduate programs) had a better understanding of the role 

expectations, time management, and the reality of collegiality as opposed to those who 

had no prior experience (Olsen & Crawford, 1998). These findings bear mentioning 

because faculty stressors stemming from unclear role expectations, time management, 

and collegiality are explored in more detail in the following sections.  
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Contemplative Practices in Higher Education      

Contemplative practices have served as a complementary component of 

educational environments and instruction in various forms for over 150 years (Morgan, 

2015, p. 197). The application of contemplative practices has evolved through its many 

iterations, however reflecting on both the nature and purpose of learning remains at the 

core (Morgan, 2015). The connection between contemplative practice and the classroom 

begins with understanding the foundation of teaching based on the writings of Nel 

Noddings (2012) and the evolution of teaching philosophies. A review of instruction 

begins with the view of educators as the gatekeepers of knowledge (e.g. Socrates & 

Plato), to the insistence of Dewey to explore student development in a more inclusive and 

interactive manner (Noddings, 2012). The evolution of educational philosophy also 

follows the lineage of power and who dictates what is to be learned and by whom, this 

has led to some groups of individuals being marginalized and an inequity of educational 

opportunities (Noddings, 2012).    

Haight (2010) observed that many of the forces (e.g. shifting demographics, 

financial pressures, and student expectations) described in the preceding section have also 

conspired to create a classroom setting that challenges the learning effectiveness of 

students, as it seems the primary goal of education is job preparation. Indeed, Haight 

(2010) offers a blistering indictment of education, noting that “…one result of the shift in 

education from concerns about student development to job training…as minions for an 

invisible corporate and government elite is that it has left students and their teachers in 

despair” (p. 30). One observation by Haight (2010) is that mindfulness might offer a way 

to refocus students and offer opportunities to reflect on their learning process thus adding 



22 

 

a sense of agency that they may have been missing. The changing expectations of 

students creates an additional potential source of stress for faculty as they must consider 

adapting their instructional methods if they wish to remain effective teachers (Lumpkin, 

2009; Nir & Zilberstein-Levy, 2006).     

Roeser and Peck (2009) believed that contemplative education had the potential to 

address the whole student and to affect changes with respect to executive control (the 

higher brain functions) and that these increases potentially create space for increased 

empathy and compassion. Their findings supported this assertion, and Waters et al (2015) 

in a meta-analysis came to similar conclusions, noting that longevity and frequency of 

contemplative practice (e.g. meditation) had a positive corollary effect. In fact, Morgan 

(2012) in exploring the ground-of-being experience of students noted that developing the 

ability to focus, to examine within oneself, and to develop equanimity increased students’ 

performance in retention and comprehension. Klatt (2017) found that specific tasks, such 

as reflective writing and mindfulness meditation contributed similar effects for 

participants. Theoretical reasons for considering the incorporation of contemplative 

practices into the professional role of faculty are explored in the next section.  

Arthur Zajonc (2013) wrote that the purpose of contemplative learning is to create 

an opportunity for students to move deeper into their understandings of the process of 

learning, to understand more than just the what and how, but into the why…or even the 

why not. This desire to delve deeper in the active engagement of learning is at the heart 

of mindful learning. Ellen Langer (2000) a seminal researcher in the field of mindfulness 

in the classroom posed an interesting question about whom decides what perspective will 

serve as the guiding force in learning, exposing the unidirectional nature of the traditional 
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instructional paradigm. This question posed by Langer (2000) addresses the power 

inequity raised by Noddings (2012) as well as the complacency with which education has 

been traditionally consumed for generations. This alternative perspective offered by 

Langer (2000) creates an opportunity for both students and faculty to question the nature 

of learning as either a one-sided process, or as a state whereby both parties contribute to 

the learning. This co-creative method lends itself to the contemplative practices outlined 

in the introduction of this review by addressing the changing expectations of both 

students and faculty.     

The idea of contemplative instruction is allied with Jack Mezirow (1997), who 

developed Transformative Learning Theory with the belief that introspective learning is 

essential to understanding not only oneself, but how to develop the flexibility to 

understand the ways in which one learns to interpret and interact with an ever-changing 

world. This belief addresses the inequities imposed on students and faculty by outside 

forces, by challenging them to become active participants in their own educational 

journey and to question what it means to learn (Langer, 2000; Mezirow, 1997; Zajonc, 

2013). Transformative learning and contemplative practices create an environment of 

inquiry that involves the co-creation of not only knowledge but also assessment and 

classroom norms (Langer, 2000; Mezirow, 1997; Zajonc, 2013). This learning model also 

addresses some of the previously mentioned stress factors (e.g. unclear expectations, 

waning collegiality, and time management issues) that faculty are facing by focusing on 

the nature of perception and reality echoing the Buddhist principles of impermanence 

discussed in the preceding sections (Hanh, 2015; Mezirow, 1997).  
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Patricia Cranton (2002) explored transformative learning environments as a way 

to help prepare students for the realities of an evolving world and the notion that we, as 

individuals, are also evolving in our understandings of that world. This complex dynamic 

is not being addressed by current instruction, and Cranton (2002) sees an opportunity to 

fill that need. This complexity that Cranton (2002) explored is supported by the work of 

Ergas (2015) who studied the idea that curriculums that attempt to simply teach students 

how to think are missing a critical component, and that is that the natural state of the 

mind is to wander when not engaged in active learning. This point is salient to the idea of 

contemplative practices because it offers a way to allow the wandering state but also 

teaches a student how to bring the attention back when needed (Ergas, 2015). In learning 

how to navigate between wandering and active engagement students may develop a sense 

of prioritization, which is a beneficial skill in a world inundated with information and 

stimuli (Ergas, 2015; Cranton, 2002; Mezirow, 1997). 

Beer (2010) conducted a study to test this assumption that contemplative 

educational communities could create a reflective and engaged learning environment 

perhaps addressing some of Cranton’s (2002) concerns. While her concept was supported, 

the design of the study had significant flaws. Bias was a central concern as Beer was a 

former faculty member at the study location and contemplative practices were written 

into the mission and daily activities of the institution (Beer, 2010). A later revisiting of 

this topic by Beer, et al. (2015) addressed those bias concerns and a new study revealed 

similar findings, while also noting that connection to others was an important component 

which, if not present, could negate any perceived benefits. The main benefit of this study 

is twofold, first it confirms the findings of Bass, Nevicka, & Ten Velden (2014) that 
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contemplative practices (e.g. guided meditation) helps to improve engaged learning and 

second, creating a contemplative community acts as a protective factor against both 

internal and external forces of stress. This latter finding has significant implications for 

faculty who may be experiencing increased levels of perceived stress.  

Fisher (2017) though offers a note of caution, observing that not all students are 

equipped, nor do they desire these types of experiences and may resist, further 

exacerbating the initial challenges teachers face. These words of caution should be 

extended to faculty as well, as it would be unreasonable to assume that all faculty might 

wish to participate and, as with students, might in fact experience more stress as a result 

of being asked to. Garland and Gaylord (2009) insist though that further research, 

specifically focused on evidence-based design, might help to alleviate the concerns of 

both faculty and staff who might be dubious of the assumed benefits of contemplative 

practices in the workplace.      

The review of educational leadership literature reveals a lack of coherence 

between the historically accepted benefits of contemplative practices, and the empirical 

evidence. Specifically, there are a notable number of the previously reviewed studies that 

choose to either take an empirical approach to validating claims or, to present evidence 

rooted in the historical legacy of these practices. The proposed conceptual framework for 

this review merges the theoretical and empirical aspects of the topic as it relates to 

contemplative practices, the evolving role of the educator from gatekeeper to co-creator, 

the perception of wellness, and the benefits early-career faculty might gain from 

implementing a new instructional approach.   
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Review of the Educational Research Literature: Empirical Sources 

The literature focused on faculty success emphasizes the interpersonal dynamic of 

new faculty and their workplace environment, as well as how outside factors (family 

responsibilities, socialization, and geographic location) may converge forming the 

framework for the stressors that may affect all faculty (Eddy & Gaston-Gayles, 2008; 

Lederer & Middlestadt, 2014; Sallee, 2008; & Stupnisky, Weaver-Hightower, & 

Kartoshkina, 2015). Understanding this convergence of internal and external factors is the 

foundation of any attempts to mitigate faculty stress and the research into what effects, if 

any, they may bring. The studies presented in this section focus on the two facets of the 

conceptual framework, faculty stress and contemplative practices.  

Faculty Stress Factors 

Eddy and Gaston-Gayles (2008) discovered that stressors resulted from a lack of 

support for early-career faculty contributed to challenges when integrating personal and 

professional aspect of their lives stemming from uncertainty in teaching and related role 

responsibilities which was particularly challenging when factoring for gender and race. 

This study finding is consistent with the other research in this section, in particular the 

issues faculty face with trying to achieve work-life balance and navigating unclear 

expectations (Eddy & Gaston-Gayles, 2008; Sallee, 2008; & Stupnisky, Weaver-

Hightower, & Kartoshkina, 2015). The interesting point here, is the issue of unclear 

expectations could be addressed during the human resource hiring and orientation process 

when hiring faculty (Eddy & Gaston-Gayles, 2008).  

While it is unclear if work/life balance is directly affected by unclear work 

expectations, Olsen (1993) found that stressor factors related to time management, time 
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constraints, adding to the lack of role clarity collectively contributed to faculty 

perceptions of stress. Additional work by Olsen and Crawford (1998) also noted through 

a five-year longitudinal study that while graduate programs were adequate in helping 

individuals develop general faculty expectations, prior work experience was a primary 

factor in setting realistic expectations, and whether they aligned with their lived 

experiences once they entered the job. These faculty stress trends (e.g. unclear 

expectations, reduced collegiality, and time management issues) identified by multiple 

studies, help to operationalize the concept of stress, allowing for a more manageable 

concept from which empirical measures can be drawn (Beer, 2010; Beer, et al., 2015; 

Buckholdt & Miller, 2008; Eddy & Gaston-Gayles, 2008; Helber, Zook, & Immergut, 

2012; Lederer & Middlestadt, 2014; Mamgain, 2010; Sallee, 2008; & Stupnisky, Weaver-

Hightower, & Kartoshkina, 2015).    

The stress faculty experience comes from a mixture of influences, whereas Eddy 

and Gaston-Gayles (2008), Olsen (1983), and Olsen and Crawford (1998) focused their 

study on internal sources, Buckholdt and Miller (2008) explored external sources of 

stress including; issues with institutional funding, governance, competition, and factors 

such as cost control. Power has shifted in higher education from the faculty to the 

administration and governing bodies, a three-year case study found the economic and 

demographic trends outlined section one resulted in increased student-faculty ratios, more 

stringent cost control measures, and increases in perceived stress (Kenny, 2018). This 

study echoes an international survey of 19 higher education institutional systems by Shin 

and Jung (2014) that found social perceptions of education have shifted as well, 

observing that within cultures prioritizing individualism and market-driven economies 
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faculty reported lower perceptions of their social status and increased job insecurity and 

perceived stress as opposed to their peers in more collective-minded societies. This study 

found similar results to the Kenny (2018) research in that external forces are reshaping 

the way higher education operates and faculty are seeing increases in their perceptions of 

stress stemming from increases in workload and accountability, while their job 

satisfaction and security decreases (Kenny, 2018; Shin & Jung, 2014).   

The challenge for faculty who experience stress from unclear expectations or a 

changing business model for higher education is the idea that many of these forces are 

beyond the immediate scope of their control. For instance, cost control is a function of 

the institution to promote financial responsibility and may require reductions in spending, 

increases in revenue, or a combination of both (Buckholdt & Miller, 2008). The challenge 

for faculty though is that they have little control over these business-oriented decisions, 

even if the consequences of the decisions directly affect them (Jabbar, Analoui, Kong, & 

Mirza, 2018; Kenny, 2018; Stupnisky, Weaver-Hightower, & Kartoshkina, 2015). 

However, one of the interesting points that these studies uncovered was that when faculty 

did feel that they possessed a sense of agency (i.e. self-determination) it positively 

affected their perception of stress and its effects (Eddy & Gaston-Gayles, 2008; 

Buckholdt & Miller, 2008; Lederer & Middlestadt, 2014; & Stupnisky, Weaver-

Hightower, & Kartoshkina, 2015). The concept of faculty agency becomes important 

because stress has the potential to be a constant and persistent presence in the workplace.  

The review of literature about faculty stress reveals that some stressors are 

contextual and a part of work in general (e.g. work/life balance) however unclear 

expectations and the importance of collegial relationships are factors that can and should 
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be addressed by higher education institutions in their practice and/or policies (Buckholdt 

& Miller, 2008; Egan & Garvey, 2015; Hendel & Horn, 2008; Kenny, 2018; Shin & Jung, 

2014). Sallee (2008) conducted a mixed methods survey of 89 full and part-time faculty 

members to determine how institutional policy making might provide a way for faculty to 

cope with stress, however these policies while effective, seem to be primarily focused on 

major life events and not equipped to deal with the day-to-day stressors faculty face. This 

limitation highlights one of the concerns about how institutions seek to address 

workplace stress, and that is stressor factors are not limited to major life events, rather it 

is the culmination of smaller stressors that can be more insidious in their effects (Sallee, 

2008). The notion of faculty stress and the development of coping mechanisms whether 

through mentoring or more effective graduate program training before entering higher 

education as a career has been endorsed for several decades and yet the recommendations 

have either not been implemented or they are ineffective in their present use as the same 

stress factors are still being reported decades later (Buckholdt & Miller, 2008; Egan & 

Garvey, 2015; Eddy & Gaston-Gayles, 2008; Kenny, 2018; Olsen, 1993; Olsen & 

Crawford, 1998; Shin & Jung, 2014; Stupnisky, Weaver-Hightower, & Kartoshkina, 

2015; & Thorsen, 1996). 

Eddy (2010) provides a meta-analysis focused on both institutional and 

individualized initiatives that might be beneficial in addressing the stressors that come 

from personal and professional choices. In particular, Eddy (2010) focused on how inner 

reflection helps faculty decide if their choices are creating personal and professional 

balance. As work/life balance has been identified as a core stressor the issue of choice 

needs to be carefully considered in future studies (Eddy & Gaston-Gayles, 2008). 
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Whereas some faculty might be more prepared for the challenges that come from higher 

education, institutional policy alone cannot address this concern for every individual. 

Therefore, personal reflection and assessment of one’s life situation is a necessary step 

before beginning a new faculty job (Eddy & Gaston-Gayles, 2008).  

These observations by Salle (2008) and Eddy (2010) prove beneficial in 

understanding the stressors that faculty face particularly when a changing student 

demographic requiring more assistance in understanding the nature of learning as a 

collaborative and reflective process and being motivated, active participants rather than 

passive consumers of information (Repetti, 2010). This final point by Repetti (2010) 

highlights what Noddings (2012) and Mezirow (1997) saw as a transformation in the 

instructional approaches to education as passive learning gives way to active, reflective, 

co-created learning models. Educational leaders would do well to embrace this 

transformation as both students and faculty have moved beyond the traditional model as 

indicated by the previously reviewed studies (Chu, 2009; Dane, 2011; Gartner, 2013; 

Helber, Zook, & Immergut, 2012; Holas & Jankowski, 2013; Gondo, Patterson, & 

Palacios, 2013; Klatt, 2017; Mamgain, 2010).     

Contemplative Practices Factors 

Lederer and Middlestadt (2014) and Rizer, Fagan, Kilmon, and Rath (2016) 

explored how intention to meditate might affect the ways in which faculty perceive their 

stressors, as well as how the impact of this altered perception of stress might affect their 

health. The notion of intention, in the context of this study, speaks to the sense of agency 

that was mentioned in the previous section, and promotes a feeling of self-efficacy for 

faculty who may be struggling with stress factors. The benefit of the Lederer and 
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Middlestadt (2014) study was that they included faculty as well as staff and student 

subjects, creating a unique, glimpse into how the use of meditation might provide cross-

population benefits in stress mitigation. The study found that intention to meditate was 

not enough, instead the barriers created by environmental factors (attitudes toward the 

practice, time, and space) must be accounted for and reduced if subjects were to reap the 

benefits of their practice (Lederer & Middlestadt, 2014).  

Research into faculty stress and its effect on their physiological, emotional, 

cognitive perceptions of wellness has not been extensively studied to this point. The 

changes impacting higher education observed by Jabbar, Analoui, Kong, & Mirza (2018), 

Kenny (2017), Shin & Jung (2014), & Mudrak, et al. (2018) however point to a potentail 

need for these research efforts. In spite of a lack of faculty research, there are numerous 

studies that have been performed on students, administrators, and other groups that 

provide a contextual framework to begin to understand how, and if, the findings of these 

studies might be generalized across workplace disciplines (Chu, 2009; Ghasemipour, 

Robinson, & Ghorbani, 2013; Hulsheger, Alberts, Feinholdt, & Lang, 2013; Rizer, Fagan, 

Kilmon, & Rath, 2016; Schure, Christopher, & Christopher, 2008; Waters, Barsky, Ridd, 

& Allen, 2015). The following section explores research focused on the effects and 

benefits of contemplative practices and mindfulness as it relates to the studies 

participants. The methodology and limitations of these studies is also discussed to 

provide a contextual framework for any possible generalizations that might be developed 

through this iterative process.  

Studies by Helber, Zook, & Immergut (2012) established a correlation between 

cognition and the duration and frequency of meditation practices, specifically there was 
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an improvement of executive functions in the students observed in this study. This 

findings effect on executive function and their transferability to faculty, stem from the 

observation that when the effects of stress lessened, higher level executive function were 

now available to be redirected to productive tasks (Holas & Jankowski, 2013). The 

findings of the Holas & Jankowski (2013) study have implications for faculty, as 

mentioned in the preceding section, faculty stress both internal and external benefit from 

an improved sense of agency and self-efficacy (Buckholdt & Miller, 2008; Lederer and 

Middlestadt, 2014; Rizer, Fagan, Kilmon, and Rath, 2016). Improved executive function, 

agency, and self-efficacy are all positive changes in perception that would benefit faculty 

when exposed to future stressor factors.   

In addition to executive function, Gartner (2013) found that mindfulness-based 

practices such as meditation, visualization, and MBSR programs provided positive 

support for the readiness of people to experience change in their personal and 

professional lives. This idea of readiness to change is important for faculty because 

contemplative practices allow an individual to develop mindsets that are less rigid, more 

open to introspective examination, and an understanding about the true nature of self-

efficacy and its role in one’s perceptions of change (Gartner, 2013). Readiness to change 

though requires what Gondo, Patterson, and Palacios (2013) noted as a willingness to 

reflect objectively on assumptions so one may investigate them. Interestingly, Baas, 

Nevicka, and Ten Velden (2014) discovered in an experiment with control group, a 

cursory correlation between mindfulness and instances of creativity through enhanced 

focus on observing of the present moment. This finding supports the findings of Gartner 

(2013) and Gondo, Patterson, and Palacios (2013) connecting creativity to change 
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readiness, flexibility of mind, and self-reflection may be beneficial for faculty coping 

with uncertainty in their personal and professional lives.   

Schure, Christopher, and Christopher (2008) observed that students who 

participated in various mindfulness-based practices such as meditation, yoga, or Qigong 

in a four-year longitudinal study showed an increased commitment to self-care, 

promoting a sense of agency enhancing the positive health related effects of the program. 

A sense agency, as mentioned earlier, might help with stressor management for faculty, 

particularly since a lack of support for new faculty was something of a concern (Eddy & 

Gaston-Gayles, 2008; Sallee, 2008; Stupnisky, Weaver-Hightower, & Kartoshkina, 2015). 

The implications of the findings from this study demonstrate that faculty agency, rather 

than outside assistance from administrative policies or practices, may in fact be more 

beneficial in understanding and combatting the negative effects of stress. The study 

confirms the Four Noel Truths in an empirical way, something that has been lacking in 

the literature to this point (Schure, Christopher, & Christopher, 2008).  

Ghasemipour, Robinson, and Ghorbani (2013) determined that self-knowledge 

stemming from mindful awareness, measured using the Brown & Ryan (2003) Mindful 

Attention Awareness Scale assisted in developing an awareness in relation to the health 

risks individuals might experience, building on the notion of self-care outlined by Schure, 

Christopher, and Christopher (2008). Self-knowledge and self-care are core tenants of 

self-determination, allowing someone to engage actively in their own wellness, rather 

than simply leaving it to fate (Ghasemipour, Robinson, & Ghorbani, 2013). This study 

also found that students experienced improvement in the flexibility of their individual 

mindsets, as well as an improved awareness for compassion and empathy (Schure, 
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Christopher, & Christopher, 2008). The flexibility of mind, similar to readiness to change 

that Gartner (2013) observed, is an important confirmatory finding as it continues to build 

support for not only the Four Noble Truths but also the idea of employing contemplative 

practices such as meditation in the workplace. Self-knowledge might benefit faculty who 

struggle with work-life balance and a lack of support (Stupnisky, Weaver-Hightower, & 

Kartoshkina, 2015; Eddy & Gaston-Gayles, 2008; Sallee, 2008).  

Finally, Hulsheger, Alberts, Feinholdt, and Lang (2013) observed a correlation 

between emotional regulation and the improvement of subject’s perceptions of 

satisfaction with their job. This mixed methods study of 283 participants consisting of an 

experiment and control group found that emotional regulation and job satisfaction 

improved for the experiment group and not for the control (Hulsheger, Alberts, Feinholdt, 

& Lang, 2013). Mindfulness has also been shown to enhance emotional intelligence (EI), 

Chu (2009) discovered that EI coupled with meditation training and practice prepared 

individuals to change their perceptions about stress (eustress and distress), as well as 

developing a sense of empathy and a positive mindset for the ways in which stress affects 

oneself and others. Davison and Dahl (2018) however, highlight five areas of concern 

that must be addressed in future studies about this topic: concerns over the 

operationalization of mindfulness methodologies, disparity in contemplative practices, 

historical intention(s) of mindfulness, concerns of frequency of the mindful treatment, 

and using mobile technology to assist in research and implementation (pp. 63-65).  
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Summary 

Research conducted on students who were introduced to contemplative practices 

such as meditation, guided visualization, or yoga in the classroom setting experienced, to 

varying degrees, enhanced cognition, improved interpersonal abilities, an enhanced sense 

of compassion and ethics, readiness to accept change, and improved executive functions, 

emotional intelligence, and task performance (Chu, 2009; Dane, 2011; Gartner, 2013; 

Helber, Zook, & Immergut, 2012; Holas & Jankowski, 2013; Gondo, Patterson, & 

Palacios, 2013; Klatt, 2017; Mamgain, 2010). The review of literature revealed a gap 

which included both a lack of studies that balanced empirical research and historically 

accepted assumptions about mindfulness, and of particular interest, an absence of faculty-

centric research. This faculty research gap provides the foundation for the proposed study 

and a new lens. The purpose of this study was to determine how the inclusion of 

contemplative practices by college professors may change their perceptions of stress and 

its cumulative effects.   

Data from Relevant Stakeholders 

In the early summer of 2019 the Chancellor of the Vermont State Colleges System 

(VSC), Jeb Spaulding, released a white paper outlining the challenges facing 

Northeastern postsecondary institutions in specific and stark terms. The white paper 

builds the foundation for its message on data provided by both the NCES and the VSC 

itself, as well as the work of Dr. Nathan Grawe and his analysis of the many enrollment 

challenges that have been outlined in this review and cited research articles (Jaschick, 

2018; National Center for Education Statistics, 2019; Spaulding, 2019). The fundamental 

challenges facing postsecondary institutions in the Northeast, according to Spaulding 
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(2019) are: demographic stagnation and downward trends, declining state appropriations, 

increasing intra-institutional competition for students and pricing, changing needs of 

students (economic, social/emotional, mental health), and an inflexible organizational 

structure based on adherence to faculty contracts and aging infrastructure.  

A review of the data provided by the National Center for Educational Statistics 

(NCES) offers a sobering view of the challenges facing higher educational across the 

entire United States, not just in the Northeast as outlined in the preceding section. To gain 

a proper sense of context an assessment of both the historical and forecast data from the 

NCES database is required. The NCES (2019) shows that in 1947 there were 2,338,226 

students enrolled in postsecondary institutions, it would take another decade before 

enrollment would surpass the three million mark. However in the decades that followed 

student enrollment grew at an increasingly rapid pace, in fact from 1957-1967 student 

enrollment more than doubled from 3.3 million to 6.9 million, and nearly doubling again 

from 1967-1977 (National Center for Education Statistics, 2019). This exponential 

growth reached its peak in 2010 when just over 21 million students were enrolled in 

postsecondary institutions.  

During this period of rapid growth in enrollment the number of new 

postsecondary institutions opening and new faculty (both full and part-time) being hired 

saw increased growth as well. NCES (2019) reports that in 1974 there were 3,004 

postsecondary institutions open in the United States, that number would steadily increase 

reaching its peak during the 2012-2013 academic year standing at 4,726 postsecondary 

institutions. During that same time period, 1974-2013, nearly one million additional 

faculty were hired swelling the instructional ranks from 567,00 to 1,543,569 (National 
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Center for Education Statistics, 2019). Interestingly, during the period of growth for 

faculty hiring, the percentage of the total number of faculty hired that were classified as 

fulltime shrank from 77.8% down to 53.2% as part-time faculty were hired outpacing 

their faculty fulltime counterparts (National Center for Education Statistics, 2019).   

Postsecondary institutions have also experienced increases in faculty salaries and 

benefit liabilities, student support services, research funding, and academic support 

expenses (National Center for Education Statistics, 2019). In total, public institutions 

expenditures have grown from $296 billion in 2009 to $371 billion in 2016, while during 

that same timeframe revenues grew from $324 billion to $390 billion (National Center 

for Education Statistics, 2019). And while revenues have continued to grow, a closer 

examination of the NCES (2019) financial statistics paints a starker reality, first 

profitability margins over the past decade for public institutions have shrunk from 9% to 

5%, state appropriations have stagnated inching up by less than 1%, while tuition and 

fees-based revenue has increased by 65%. The shift in revenue distribution means more 

postsecondary institutions are relying on tuition as their primary funding source as other 

revenue including grants and other sources of revenue have failed to keep pace. Tuition 

accounts for roughly 30% (nationally) of 4-year higher education institutions and almost 

80% (nationally) for 2-year institutions operating revenues and the current (and 

forecasted) falling enrollment means postsecondary institutions are facing the possibility 

of reductions in these critical revenue sources (National Center for Education Statistics, 

2019).        

In 2008 student enrollment began to stagnate and in 2011 that number fell for the 

first time since the 1970’s, faculty hiring slowed, and the number of institutions closing 
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their doors outpaced the number of new ones opening leaving 143 fewer total institutions 

nationally (National Center for Education Statistics, 2019). As expenses continued to rise, 

the burden of funding higher education has fallen on the shoulders of fewer and fewer 

students. Administration and faculty leaders are now being tasked with trying to create a 

more competitive and sustainable business model that not only holds expenses in line, but 

also can realize new and sustainable sources of revenue for their respective institutions 

(Buckholdt & Miller, 2008; Hendel & Horn, 2008; Kenny, 2018; National Center for 

Education Statistics, 2019; Shin & Jung, 2014).   

Another complicating factor is that the Great Recession also coincided with a 

decline in the national birth rate which will contribute to declining enrollment rates 

extending into the next decade (Chappell, 2019; Livingston & Cohn, 2012). In fact, the 

NCES (2019) forecasts that by 2028 enrollment will still be almost a million students shy 

of the peak seen nearly two decades earlier. As noted earlier, these demographic shifts 

will impact the Northeast particularly hard due to the homogenous makeup of region and 

the number of institutions per capita (Chappell, 2019; Jaschick, 2018; National Center for 

Education Statistics, 2019; Spaulding, 2019).  

The severity of the challenges facing postsecondary institutions are born from the 

data provided by Spaulding’s (2019) white paper. In 2018 three local Vermont colleges, 

Green Mountain College, Southern Vermont College, and the College of St. Joseph 

closed their doors, and in November of 2019 Marlboro College announced that they were 

also closing (Spaulding, 2019; Weiss-Tisman, 2019). Institutional support from the 

Vermont State Legislature in 1980 stood at 49% leaving the VSC to raise the remaining 

51% of their revenue needs, but by 2015 that appropriation had dropped to 15% before 
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creeping back up to 17% in 2018, meaning that the VSC’s revenue share had increased to 

83% (Spaulding, 2019). This state appropriation reduction has meant that the VSC is no 

longer able to compete with other in-market postsecondary institutions. For example, the 

Vermont Technical College (VTC) net cost of attendance in 2016-2017 was $19,610 

while an in-market competitors median price is only $7,899, this disparity leaves VTC at 

a considerable disadvantage (Spaulding, 2019, p. 12). The cost to attend challenge is 

further exacerbated by an aging infrastructure, with the VSC currently holding 145 

buildings needing more than $54 million in deferred maintenance (Spaulding, 2019).      

Adding to these organizational challenges is the acknowledgment by the VSC 

Chancellor of the shifting public opinions about the wisdom incurring student loan debt 

and whether earned degrees are a worthy financial investment, echoing the findings of 

Jabbar, et al (2018). The cumulative effect of the data outlined by Spaulding (2019) 

paints an ominous future for the VSC, one that will require a systemic paradigm shift in 

the way that postsecondary education will be managed and delivered. The VSC white 

paper recommends approaching these challenges from an organizational perspective 

focusing on operational efficiencies, recruitment (particularly first in family students), 

retention efforts, continuing education offerings and professional development for non-

traditional students, and advocating for parity in state appropriation funding with in-

market post-secondary institutions and their states (Spaulding, 2019).    

The efforts recommended in the VSC white paper though fail to account for the 

ways in which these changes will be delivered by faculty and administrators, as well as 

how the increases in workloads, administrative processes, and resulting pressure to meet 

the changing needs of a more diverse student body that is both economically and socially 
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underprepared for college will impact faculty (Spaulding, 2019). The portrait painted by 

the VSC white paper is a more localized example of the trends that are being seen 

throughout much of the country. Faculty are being asked to become agents of change, the 

question though is how much agency will they have in this process and how might this 

contribute to the established record of growing faculty stressor factors?  

While change is an inherent part of life, one’s resistance or inability to adapt to a 

changing environment creates the foundation of stress, and the data reviewed in this 

section strongly suggests that systemic change is going to be a part of the higher 

education experience for faculty, administrators, and students for the foreseeable future 

(Cranton, 2002; Gartner, 2013; Hanh, 2015; National Center for Education Statistics, 

2019; Spaulding, 2019). Shin and Jung (2014) focused on the concept of faculty locus of 

control in a changing environment and its relationship to both stress and job satisfaction, 

finding that while a reduction in perceived control did not necessarily lead to 

dissatisfaction it did result in more stress for faculty. This finding bookends the concept 

of change that has been explored throughout this review of literature and the ways in 

which researchers have attempted to study contemplative practices to help people reframe 

their understanding of change and the relationship to stress.     
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Chapter 3: Methods and Design for Action 

Study Problem and Purpose   

Based on the review of literature and the local stakeholder data, the purpose of 

this study was to determine how the inclusion of contemplative practices (e.g. meditation, 

guided breath, yoga, or reflective writing) by college professors may change their 

perceptions of stress and its cumulative effects. The research questions were designed to 

examine whether introducing contemplative practices changed faculty members 

perception of stress. The essential constructs, faculty perceived stress and the use of 

contemplative practices, formed the basis of the study allowing for a quantitative 

methodological approach that tested whether a significant change resulted from 

introducing contemplative practices. The one group pretest-posttest design allowed for 

the collection of two data points around the intervention, and the subsequent analysis of 

the data was meant to determine if indeed there was any significant change (Creswell & 

Creswell, 2018).  

Research Design 

The pretest-posttest design employed for this study had been performed by Baas, 

Nevicka, & Ten Velden (2014), Chu (2009), and Helber, Zook, & Immergut (2012) 

however these studies primarily examined students perception of stress rather than 

faculty. Hendel & Horn (2008) performed a longitudinal quantitative study that did focus 

on faculty perceptions of stress analyzing data from the Higher Education Research 

Institute Faculty Survey (HEIR), however their design did not have an intervention 

component. The design for this current study combined these two designs and offered a 
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novel way to examine the affect that the introduction contemplative practices would have 

on faculty perceptions of stress over time.  

Participants and Data Sources  

The primary population for this study was full-time faculty at the Vermont State 

Colleges System (VSC) and the University System of New Hampshire (USNH) who 

were full-time tenure-track and tenured faculty members. This population was selected 

for their accessibility and more importantly because demographic trends indicate that 

institutions in the Northeast will continue to face demographic stagnation, declining 

enrollments, and worsening financial standing for the foreseeable future (Chappell, 2019; 

National Center for Education Statistics, 2019; Seltzer, 2016; Spaulding, 2019). After 

receiving IRB approval from Plymouth State University (Appendix A), permission was 

secured from the Chancellors office of the Vermont State Colleges and University System 

of New Hampshire before accessing the employment status of faculty members within 

the university system. Faculty in the VSC are primarily English speaking, college 

educated, and are evenly split by gender with 47% identifying as female and 53% 

identifying as male (Vermont State Colleges, 2014). The USNH system (excluding 

Granite State College as they did not meet the parameters of this study) shares a similar 

gender split with 46% who identify as female and 54% who identify as male (Keene State 

College, 2020; Plymouth State University, 2019; University of New Hampshire, 2018). 

Secondary demographic characteristics were reviewed after data collection to determine 

if age, gender, race, and/or ethnicity were ancillary factors in any of the findings. 

Demographic data was also reviewed for exclusionary characteristics. Participants were 

allowed to remain in their institutional locations through the duration of the study with 
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the Qualtrics surveys and intervention being administered digitally. Introductory email 

letters (Appendix B) were sent to administrators at all of the institutions who agreed to 

participate, along with an anonymous link to the Qualtrics surveys. 

The population was purposely chosen to ensure the group would represent the 

inclusionary parameter that frames the purpose of the study, fulltime faculty and their 

perceptions of stress (O'Dwyer & Bernauer, 2014). The study consisted of a convenience 

sample since participants were able to digitally opt into the study (O'Dwyer & Bernauer, 

2014). Adjunct and contract (non-tenure track) faculty were excluded from the research 

study as they did not meet criteria set forth in the research purpose nor the research 

questions. Faculty who indicated that they were incorporating contemplative practices 

(e.g. meditation, guided visualizations, focused breathing, walking meditation, or yoga) 

regularly into their daily lives were still included in the research as frequency of practice 

was of interest and supported in the literature as a potential factor in lessening stress 

perception (Lederer & Middlestadt, 2014; Rizer, Fagan, Kilmon, & Rath, 2016; Waters, 

Barsky, Ridd, & Allen, 2015). 

Data Collection and Specific Practices   

The one group pretest-posttest design required collecting data from the same 

group of participants at two separate points and required three instruments consisting of a 

general survey, the Perceived Stress Scale (PSS) and the Mindful Attention Awareness 

Scale (MAAS) (Brown & Ryan, 2003; Cohen, Kamarck, & Mermelstein, 1983). The 

general survey was built into Qualtrics and was designed to capture demographic and 

both inclusionary and exclusionary data. The Perceived Stress Scale (Cohen, Kamarck, & 

Mermelstein, A global measure of perceived stress, 1983) and Mindful Attention 
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Awareness Scale (Brown & Ryan, 2003) were also built into the same Qualtrics form as 

the demographic survey and were administered digitally pre-test and posttest to the 

participants in the study via an anonymous link generated within Qualtrics. The post-test 

survey also included three qualitative questions which required written responses from 

the participants.  

General Survey  

The demographic portion of the survey (Appendix C) consisted of questions related to; 

age, gender, ethnicity, highest academic degree(s) earned, current college/university 

system they were employed by, years teaching in higher education, years of employment 

at current institution, employment status (full-time, part-time, contract, tenure-track, and 

or tenured), whether they currently used contemplative practices, and how frequently the 

participant engaged in contemplative practices by days and duration (in minutes), and 

what type(s) of practice they engaged in, e.g. meditation, walking meditation, yoga, 

focused breathing, reflective writing, or other (participants were asked to check all that 

applied).  

Perceived Stress Scale  

For the research question, does the introduction, frequency, and type (mode) of 

contemplative practices change faculty member’s perceptions of their stress, this study 

used the Perceived Stress Scale (PSS) designed by Cohen, Kamarck, & Mermelstein 

(1983) as an instrument for measuring how an individual perceived the stress they 

encounter in their daily life as well as their perceptions of control over the stressor events. 

The survey (Appendix D) measures areas related to the perception of stress, rather than 

the effects of stress, providing a link to the intended purpose of the research question and 
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consists of ten items and a five-point Likert interval scale (Cohen, Kamarck, & 

Mermelstein, 1983). The PPS is used in quantitative research studies for its validity and 

has an internal reliability (α) of 0.86 (Chu, 2009; Ghasemipour, Robinson, & Ghorbani, 

2013; Reis, Hino, & Rodriguez-Anez, 2010).  

Mindful Attention Awareness Scale  

In addition to the PSS, this study used the Mindful Attention Awareness Scale 

(MAAS) to address the question the second research question. Designed by Brown and 

Ryan (2003) the MAAS (Appendix E) was intended to first assess the state of awareness 

that participants display over a variety of facets stemming from the previously described 

states of mindfulness e.g. empathy, gratitude, and being present. The secondary purpose 

was to measure what impact (if any) the presence of mindful attributes had on the 

participants perception of their own wellbeing. Brown and Ryan (2003) decided to group 

well-being into five facets comprised of: traits and attributes (anxiety, depression, anger, 

impulsivity), emotional disturbance, emotional-subjective well-being, eudaimonic well-

being (vitality, autonomy, self-actualization), and physical well-being, the instrument has 

an internal reliability (α) of 0.87 (p. 830). MacKillop and Anderson (2007) confirmed the 

reliability of the MAAS and reported an alpha score (α) of 0.89 in a study of 711 

participants using confirmatory factor analysis. Another study by Osman, Lamis, Bagge, 

Freedenthal, & Barnes (2016) used both exploratory factor analysis and confirmatory 

factor analysis to also confirm that the MAAS was an effective tool for measuring 

mindfulness as Brown and Ryan (2003) intended. 
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Qualitative Questions 

In addition to the PSS and the MAAS, this study used three qualitative questions 

to address the second research question; what changes in perceived stress do faculty 

members observe when they incorporate contemplative practices into their daily routine? 

The post-test survey qualitative questions included:  

1. Do you plan to continue integrating contemplative practices into your 

personal and professional life after this study? Why or why not? 

2. What changes (if any) have you noticed about your perceptions of stress 

after participating in this study? 

3. How do you plan to integrate this new knowledge into your daily life? 

Participant responses were recorded in Qualtrics and exported into Excel and coded for 

themes and patterns, these findings are reported in the next chapter (Patton, 2015).  

Participant Recruitment 

Sampling began, after obtaining IRB approval from Plymouth State University, 

with obtaining permission and assistance from the Chancellors Office of the Vermont 

State College System and University System of New Hampshire to access their faculty 

pool, as the primary parameter (full-time faculty) was based on the employment status of 

the respondents. Once approval was granted, introductory email letters (Appendix B) 

including information about the study purpose, requirements, and parameters were sent to 

the academic deans and provosts at each university and college in both the USNH and 

VSC system for distribution to all of their full-time faculty. The introductory letters also 

included an anonymous link that granted access to the Qualtrics survey. Respondents 

were asked to submit both the pretest and posttest surveys within seven days of receiving 
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them. Initial pretest survey responses did not yield enough respondents, and so follow-up 

emails were sent two weeks after the initial email survey. As this was a 6-week one group 

pretest-posttest design, the sample technique was non-randomized since faculty self-

selected into the study, the emails asking for more participants continued until the 

response rate (n=22 participants) had been met and no additional participants opted-in to 

the pre-test survey for a two-week period (O'Dwyer & Bernauer, 2014).  

The study took place during the 2020 16-week spring semester with the initial 

PSS and MAAS surveys taking place during the last quarter of the semester and the 

second survey six weeks later. The initial study design called for the pre-test surveys to 

take place during the middle of the spring semester and post-test surveys to be collected 

prior to the final exam periods. This timeframe was initially designed to avoid the end of 

semester stress (advising and final exams/assessments) that may have been experienced 

by both faculty and students, as that additional stress was deemed to be beyond the scope 

of this current study.  

This study time-line however was interrupted by the onset of the COVID-19 

global pandemic which forced the USNH and VSC systems to move all academic 

instruction to a remote learning model in March (Northern Vermont University, 2020; 

University System of New Hampshire, 2020). Requests for study participants was 

delayed until faculty had been given time to move their courses online and then 

recruitment resumed during the last quarter of the spring semester. The time-line and 

recruitment efforts were once again interrupted by the April 17, 2020 announcement from 

the VSC Chancellor of a proposal to close three of the systems campuses including both 

of the Northern Vermont University locations (Duffort, 2020). The proposal issued on a 
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Friday, called for a vote from the VSC Board of Trustees on that next Monday, faculty 

from the VSC along with community members, and state legislators spent the next 

several days with this topic, which ultimately resulted in the Chancellor withdrawing the 

proposal and tendering his resignation (Duffort, 2020). Recruitment efforts began again, 

after the VSC faculty resumed their normal duties, until the pre-test sample (n=22) was 

attained.       

Participants 

In all, 25 full-time faculty members from the USNH and VSC participated in the 

pre-test Qualtrics survey with 22 completing all sections including: demographics, PSS, 

MAAS, and agreeing to receive a link from Qualtrics for their post-test survey in six-

weeks. Post-test surveys were sent to all 22 participants and but only 17 were able to 

complete all sections of the survey including: confirming demographics, PSS, MAAS, 

and written responses to the three qualitative questions. The descriptive statistics for the 

final sample (n=17) from this study are presented, in the following chapter. Fifteen 

participants were recruited from the VSC and two from the USNH system, this 

breakdown is discussed in the limitations section of the next chapter.   

Inclusion Criteria 

Faculty members employed fulltime at universities and colleges in both New 

Hampshire and Vermont were included in this study. Participants were asked to indicate 

their employment status (fulltime) as well as whether they were tenure-track or tenured. 

Additionally, participants were asked to indicate whether they currently were employed 

for the 2019-2020 academic year by either the USNH or VSC systems.  
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Exclusion Criteria 

Individuals who were considered part-time, adjunct, or contract faculty members 

were excluded as they did not meet the criteria for this study. Additionally, faculty 

members who did not complete all sections of the pre-test and all sections of the post-test 

survey (as outlined above) were excluded and their data was not submitted for analysis. 

Participants who opted into this study were not excluded based on information related to 

their gender, age, nor ethnicity. 

Survey Instruments 

Faculty members interested in participating in this study were directed to the pre-

test survey using an anonymous link generated by Qualtrics. Participants were directed to 

read the informed consent form (Appendix F) before being allowed to begin the survey. 

Once the informed consent was recorded participants began the pre-test survey which 

consisted of multiple parts beginning with the demographic section, followed by 10 PSS 

questions, 15 MAAS questions, and finally a consent to receive a link to the post-test 

survey. Participants who consented to the post-test survey were sent an anonymous link 

to the Qualtrics post-test survey six weeks after completing the pre-test survey. 

Participants who clicked the post-test link generated by Qualtrics were asked to first 

verify their login information, which consisted of a randomly generated identification 

number they were assigned at the end of the pre-test survey.  Confirmation of their login 

allowed Qualtrics to populate the demographic information provided in their pre-test 

survey related to age, gender, ethnicity, employer, tenure status, and time working in 

higher education. Participants were asked to verify the demographic information for 

accuracy before they were asked to then complete the sections related to whether they 
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currently engaged in contemplative practices, number of days they practiced, duration of 

their daily practice, and finally which types of practice they engaged in. This last section 

of data collected about their contemplative practice habits was compared to pre-test 

responses using SPSS v.26 software to determine what changes occurred (if any) in 

participants contemplative practice habits. The results of those tests are included in the 

next chapter. Once participants completed their review of the demographic’s sections, 

they once again were asked to complete the same 10 PSS and 15 MAAS questions. The 

final section of the post-test survey required participants to provide written responses to 

the three qualitative questions outlined in the previous research design section this 

chapter.       

Demographics 

Participants who consented to both the pre-test and post-test surveys were asked 

to provide demographic information to determine if they met the inclusionary criteria 

outlined in the previous section. Participants who did not meet these criteria were 

excluded from the study and were not sent post-test surveys. The demographic survey 

(Appendix C) was used to also capture information about gender, age, ethnicity, 

employment status and location, as well as years teaching in higher education and years 

at their current institution and finally information about participant contemplative 

practice habits to determine if any of these dependent variables were factors interpreting 

the results of the data collected from both the pre-test and post-test PSS and MAAS 

scores.  
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Perceived Stress Scale 

The Perceived Stress Scale (PSS) was designed to assess to what degree a 

participant perceives certain aspects of their daily life as stressful and uses ten questions 

to create a profile of stress perception (Cohen, 1994). Participants of this study were 

asked to assess their feelings during the last month related to these questions about events 

in their lives and answer using a five point Likert scale (O=Never to 4=Very Often) 

(Cohen, 1994). For example, the first question asked “…in the last month, how often 

have you been upset because something happened unexpectedly” (Cohen, 1994). The 

length of the survey (ten questions) was purposely chosen by its authors to reduce the 

effect of stress anxiety which can occur with some participants, the PSS is considered 

reliable (α=0.86) when appraising perceptions of stress (Chu, 2009; Ghasemipour, 

Robinson, & Ghorbani, 2013; Reis, Hino, & Rodriguez-Anez, 2010). Higher mean scores 

were indicative of a higher degree of perceived stress, the scoring for the PSS instrument 

is discussed in the Analysis section that follows. 

Mindful Attention Awareness Scale 

The Mindful Attention Awareness Scale (MAAS) was designed as a tool for 

assessing the degree of mindful attention a participant displays as it relates to a series of 

daily experiences (Brown & Ryan, 2003). Participants of this study were asked to 

respond to fifteen questions that asked them to reflect about the degree of frequency in 

which they experienced something from each of the questions using a six-point Likert 

scale (1=Almost Always to 6=Almost Never) (Brown & Ryan, 2003). For example, one 

of the MAAS questions asked “I tend not to notice feelings of physical tension or 

discomfort until they really grab my attention” (Brown & Ryan, 2003, p. 826). The 
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MAAS is used in social science for its reliability (α=0.87) in determining the degree to 

which participants display mindful traits with higher mean scores indicating a greater 

degree of mindful attention being displayed by a participant (Brown & Ryan, 2003). The 

scoring for this instrument is discussed in the Analysis section that follows.   

Dependent and Independent Variables 

Data from both dependent and independent variables was collected from 

participants in both the pre-test and post-test surveys. The demographic section of the 

pre-test and post-test surveys was used to collect the various dependent variables while 

the PSS and MAAS collected the data related to the independent variables. Both the 

dependent and independent variables are shown in Table 1 below.   

 

Table 1 

Dependent and Independent Variables 

Dependent Variables Independent Variables  

Gender PSS score 

Degree Level MAAS Score  

Tenure Status  

Yrs. Teaching   

Yrs. At Current Institution   

Current CP Status  

CP Days Practicing  

CP Duration Practicing  

CP Type Practicing   

CP=Contemplative Practice 

 

Note. This table displays the dependent and independent variables used in the data analysis for 

this study 
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Data Processing 

Data collected from both the pre-test and post-test surveys was exported from 

Qualtrics (Provo, UT, 2020) and imported into Microsoft Excel 2019 (2020) for initial 

data scoring, processing, and to ensure that complete pre-test and post-test score sets 

were matched correctly for each participant. Login identification numbers from the pre-

test were matched against post-test identification numbers to ensure they were authentic 

pairs. 22 pre-test surveys and 17 post-tests were recorded in Qualtrics, the data for the 

five participant pre-test surveys that did not have a corresponding post-test survey was 

deleted.   

Data Processing and Scoring 

The data scoring for the Perceived Stress Scale (1994) required that the responses 

recorded by participants to the four positively phrased questions (numbers: 4,5,7, and 8) 

are reversed meaning (0=1, 1=3, 2=2, 3=1, 4=0), this was completed manually in Excel 

to ensure accuracy (Cohen, 1994). Once the scoring was reversed, Excel was used to 

calculate the mean and standard deviation for all pre-test and post-test scores using the 

statistical functions (Microsoft Corporation , 2020). The pre-test and post-test MAAS 

scores were imported into Excel and the statistical functions were used to calculate the 

mean and standard deviation, no additional scoring adjustments were required for the 

MAAS (Brown & Ryan, 2003). 

Data Analysis  

Obtaining inferential statistical information for the proposed study follows the 

repeated measures design using a paired samples t-test which aligns with the one group 

pretest-posttest research design (Salkind, 2010). One of the strengths of the repeated 
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measures design is that the analysis will determine the difference between the pretest and 

post-test data with the subjects serving as their own control group (Salkind, 2010). This 

design allowed for an efficient study process while still generating data that aligns with 

the research question (Salkind, 2010). One of the limitations to this method was that 

participants were engaging with the same instrument twice, Salkind (2010) recommends 

lengthening the amount of time between the pretest and post-test periods which was 

addressed with the six-week duration between observations employed for this current 

study.  

Dependent and independent variable data for both the pre-test and post-test data 

sets were imported into SPSS v.26 for a series of statistical tests. Descriptive statistics 

were run to determine if the data sets were normally distributed, Cronbach’s alpha scores 

were calculated to ensure internal reliability, paired sample t-tests were run to determine 

if significant changes within the pre-test and post-test survey results, and finally Pearson 

correlation scores were calculated to determine the degree of relationship that existed 

between PSS and MAAS scores and the dependent variables (Creswell & Creswell, 2018; 

O'Dwyer & Bernauer, 2014).  

Statistical Analysis  

Paired sample t-tests were run using SPSS v.26 to determine if significant (p > 

0.05) changes occurred between the pre-test and post-test PSS and MAAS mean scores 

(independent variables) for first the entire sample (n=17) and then by each of the 

dependent variables outlined in Table 1 of the previous section (Creswell & Creswell, 

2018; O'Dwyer & Bernauer, 2014). These t-test results are discussed in the next chapter 

and are grouped by the dependent variables and their relationship to both the PSS and 
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MAAS scores. Pearson correlation tests using the same independent and dependent 

variables were run to determine the strength and direction of the relationship between the 

variables (Creswell & Creswell, 2018; O'Dwyer & Bernauer, 2014). In this study 

specifically, the relationship between the pre-test and post-test PSS and MAAS scores 

was proposed to be inverse, meaning that increases in the post-test MAAS scores would 

likely result in a decrease in post-test PSS scores, this relationship is supported by 

previous studies (Brown & Ryan, 2003; Chu, 2009; Singh, Choubey, & Singh, 2016; 

Surinrut, Auamnoy, & Sangwatanaroj, 2016). The results of the Pearson correlation tests 

are discussed in the next chapter and hold significant bearing on the results of the paired 

sample t-tests.   

Summary  

The purpose of this study was to determine what changes in stress perception, if 

any, occurred when full-time faculty incorporated contemplative practices into their daily 

lives as well as what changes the participants may have observed. This study employed a 

repeated measures design, which required participants to engage in pre-test and post-test 

surveys six-weeks apart that were used to collect demographic data, as well as 

information about how participants engaged in contemplative practices, their frequency, 

duration, and type. The 17 participants who completed both pre-test and post-test surveys 

also provided qualitative responses to assist in answering the second research question: 

what changes in perceived stress do faculty members observe when they incorporate 

contemplative practices into their daily routine?  

While other studies have examined faculty and stress, this study provides the first 

known attempt to examine faculty perceptions of stress and how the use of contemplative 
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practices might impact those perceptions using a pre-test/post-test design (Ablanedo-

Rosas, Blevins, Gao, Teng, & White, 2011; Beer, et al., 2015; Kenny, 2018). The design 

and timeline of this study was interrupted by both COVID-19 and the announcement by 

the Chancellor of the VSC to possibly close three of their campuses (Duffort, 2020; 

Northern Vermont University, 2020; University System of New Hampshire, 2020). The 

extent of impact from these two confounding factors are not entirely known yet, but 

participants specifically commented in their qualitative responses, these responses along 

with the quantitative data findings are presented and discussed in the next chapter.          
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Chapter 4: Data Analysis and Recommended Actions 

This chapter will present and interpret the data collected, as well as discuss the 

findings and their implications for both faculty and leaders in higher education. The 

limitations of this study, as well as future recommended actions are presented at the end 

of this chapter. The limitations section of this chapter contains discussion about two 

significant events that emerged during the course of this study. The first was the COVID-

19 global pandemic which forced higher education institutions nationwide to close their 

campuses and move to remote learning in March for the remainder of the semester 

(Northern Vermont University, 2020). This change to remote learning is discussed as it 

relates to the two research questions for this study. The second event was the 

announcement on April 17, 2020 by the Vermont State Colleges (VSC) Chancellor, that 

he was proposing the immediate closure of three of the VSC campuses and the 

termination of 500 staff and faculty, two of these campuses were possibly home to some 

of this study’s participants (Duffort, 2020). This proposal was eventually withdrawn and 

the chancellor was forced to resign after significant backlash from the community and 

state legislative leadership prior to the end of the study and so serves as an interesting 

confounding factor in the context of this study (Duffort, 2020). The purpose of this study 

was to examine what changes (if any) faculty reported in their perceptions of stress as 

well as their attention to mindfulness after engaging in six weeks of contemplative 

practices. The two research questions addressed in this study were; 

1. Does the introduction, frequency, and type (mode) of contemplative 

practices change faculty member’s perceptions of their stress? 
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2. What changes in perceived stress do faculty members observe when they 

incorporate contemplative practices into their daily routine? 

Sample Demographics 

The participants of this study were full-time tenured and tenure-track faculty 

recruited from higher education institutions in both New Hampshire and Vermont. An 

invitation to participate (Appendix B) was sent to the provosts or academic deans of all 

twenty-four private and public colleges and universities in both states. And while no 

private college/university participated in this study, responses from leaders at both the 

University System of New Hampshire (USNH) and the Vermont State Colleges (VSC) 

were generally more positive. Table 2 details the institutional survey distribution and 

response rates. Twenty-two faculty members responded and participated in the pre-test 

survey; however, five participants did not complete the subsequent post-test survey 

leaving 17 complete sets of pre-test/post-test data for analysis. These data sets were 

analyzed for normality, demographic data is presented in Table 3 and contemplative 

practice data is presented in Table 4. 

 

Table 2 

Institutional Survey Distribution and Response Rate 

 Total Sent Responded  Response Rate 

New Hampshire Private 7 0 0% 

New Hampshire Public 5 2 40% 

Vermont Private 8 0 0% 

Vermont Public 4 2 50% 

Note. This table show the number of institutions that received letters seeking participants for the study 

 

 



59 

 

Table 3 

Participant Demographic Characteristics 

 Total USNH VSC 

Sample n (%) 17 (100%) 2 (11.8%) 15 (88.2%) 

Gender    

Male 9 (52.9%) 1 (50.0) 8 (53.3) 

Female 8 (47.1%) 1 (50.0) 7 (46.7) 

Age (years)    

Mean (SD) 47.59 (11.18) 39.5 (9.19) 49.57 (11.26) 

Range 33-67 33-46 35-67 

Ethnicity n (%)    

White 16 (94.1%) 1 (50.0) 15 (100.0) 

Hispanic 1 (5.9%) 1 (50.0) 0 (0.0) 

Education    

Masters 5 (29.4%) 0 (0.0) 5 (33.3) 

Doctoral 12 (70.6%) 2 (100.0) 10 (66.7) 

Tenure Status    

Tenure Track 7 (41.2%) 2 (100.0) 5 (33.3) 

Tenured 10 (58.8%) 0 (0.0) 10 (66.7) 

    

Teaching Higher Ed    

< 10 Years 8 (47.1%) 1 (50.0) 7 (46.7) 

> 10 Years  9 (52.9%) 1 (50.0) 8 (53.3) 

    

USNH=University System of New Hampshire; VSC=Vermont State Colleges 
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Table 4 

Participant Contemplative Practice Demographic Characteristics (n=17) 

 Total USNH VSC 

Contemplative Practices 17 (100%) 2 (11.8%) 15 (88.2%) 

Yes 

No 

CP Days 

0-1 

2-3 

4-5 

6-7 

CP Length (Min.) 

0-15 

15-30 

30-45 

45-60 

60+ 

 

CP Type* 

Meditation 

Walking Meditation 

Yoga 

Guided Breathing 

Reflective Writing 

Other 

13 (76.5) 

4 (23.5) 

 

4 (23.5) 

6 (35.3) 

4 (23.5) 

3 (17.7) 

 

7 (41.2) 

1 (5.9) 

3 (17.6) 

4 (23.5) 

2 (11.8) 

 

(n=39) 

4 (10.3) 

4 (10.3) 

6 (15.4) 

6 (15.4) 

6 (15.4) 

13 (33.2) 

1 (50.0) 

1 (50.0) 

 

1 (50.0) 

0 (0.0) 

1 (50.0) 

0 (0.0) 

 

1 (50.0) 

0 (0.0) 

0 (0.0) 

1 (50.0) 

0 (0.0) 

 

(n=7) 

2 (28.6) 

1 (14.2) 

1 (14.2) 

2 (28.6) 

1 (14.2) 

0 (0.0) 

12 (80.0) 

3 (20.0) 

 

3 (20.0) 

6 (40.0) 

3 (20.0) 

3 (20.0) 

 

6 (40.0) 

1 (6.7) 

3 (20.0) 

3 (20.0) 

2 (13.3) 

 

(n=28) 

2 (7.1) 

3 (10.7) 

5 (17.9) 

4 (14.3) 

5 (17.9) 

9 (32.1) 

 

CP=Contemplative Practice; *Participants were allowed to choose all that apply for CP Type 

Note. Participants were allowed to select all that apply for CP Type; thus, percentages are calculated from 

the sum for that column rather than the n (17) used for the rest of the table. 

 

Gender 

The participants of this study were 52.9% male and 47.1% female (n=17), with a 

more even split (50/50) for the participants from USNH (n=2) and 53.3% male and 

46.7% for the VSC (n=15). This sample aligns nearly identically with the demographic 

split presented by the VSC in their annual report with 53% identifying as male and 47% 

identifying as female (Vermont State Colleges, 2014). The USNH sample gender split is 

generally aligned with the reported numbers with 54% identifying as male and 46% 

identifying as female (Keene State College, 2020; Plymouth State University, 2019; 

University of New Hampshire, 2018). This study sample also is representative of the 
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nationally reported faculty gender split with 53.3% identifying as male and 46.7% 

identifying as female (National Center for Education Statistics, 2019).   

Ethnicity 

The National Center for Educational Statistics (2019) reported the racial and 

ethnic breakdown of faculty at the national level as 76% identifying as white and 24% 

identifying as non-white including: black, Hispanic, Asian, Pacific Islander, and Native 

American (Davis & Fry, 2019; National Center for Education Statistics, 2019). Both 

participants from the USNH system identified as white, while 94% of the VSC sample 

identified as white and 6% identified as non-white, Hispanic. The VSC sample 

demographic aligns with racial/ethnic breakdown data reported to the United States 

Census Bureau (2020) in which 94% of Vermont residents identifying as white and 2% 

reported identifying as Hispanic.     

Employment Status 

The sample collected was further divided by tenure status, years teaching in 

higher education, as well as years teaching at their current institution. This employment 

information yielded surprising results when mean pre-test and post-test scores were 

analyzed and will be discussed in more detail in the findings section. Nearly 59% of the 

sample were tenured and 41% were tenure-track and almost 53% had been teaching for 

more than 10 years in higher education and had been employed at their current 

institutions. This last data point in particular yielded information about stress perception 

that warrants not only further discussion but may offer insight and direction for future 

studies and their design (Ablanedo-Rosas, Blevins, Gao, Teng, & White, 2011; Egan & 

Garvey, 2015; Olsen, 1993; Thorsen, 1996). 
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Contemplative Practice Characteristics 

The participants were asked to identify whether or not they were currently 

engaging in contemplative practices as well as providing information about: how many 

days per week, daily duration, and type(s) of practice (meditation, walking meditation, 

yoga, guided breathing, reflective writing, or other). The complete breakdown of this data 

is presented in Table 4. As with the employment information these data points yielded 

results that were consistent with previous studies discussed in chapter 2 (Chu, 2009; 

Helber, Zook, & Immergut, 2012; Lederer & Middlestadt, 2014; Schure, Christopher, & 

Christopher, 2008). 

Discussion of the Findings 

The following section includes a presentation and discussion of the findings of 

this study, as well as detailed interpretation of the data and the analysis process. This 

section also includes a discussion about how these findings may impact faculty and 

leaders within higher education as institutions continue to face the challenges outlined in 

the previous chapters of this study. 

Normality 

The data collected for this study was analyzed to determine distribution normality 

and is presented in the next section. Pre-test and post-test scores recorded for the 

Perceived Stress Scale (PSS) and the Mindful Attention Awareness (MAAS) scores were 

normally or near normally distributed for the pre-test and post-test results. Histograms for 

the PSS and MAAS pre-test and post-test distributions are shown in Figures 1-4. The Pre-

test PSS histogram in Figure 1 presents a normal distribution, but it should be noted that 

the histogram for the Post-test PSS scores is slightly skewed by the presence of a high 
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PSS score (31) that was one of four participant PSS Post-test scores that actually 

increased from the Pre-test. Table 5 provides all of the participants individual mean PSS 

and MAAS scores for both the pre and post-test surveys and the change that occurred in 

units. The MAAS histograms for both Pre-test and Post-test illustrates a near normal 

distribution as shown in Figures 3 & 4. 

Table 5 

Mean Scores by Participant (n=17) 

 Pre-test Post-test Unit Change 

PSS    

1 24.0 10.0 -14.0 

2 19.0 23.0 4.0 

3 16.0 17.0 1.0 

4 29.0 18.0 -11.0 

5 11.0 22.0 11.0 

6 9.0 10.0 1.0 

7 19.0 15.0 -4.0 

8 7.0 6.0 -1.0 

9 27.0 31.0 4.0 

10 18.0 13.0 -5.0 

11 12.0 7.0 -5.0 

12 18.0 17.0 -1.0 

13 25.0 22.0 -3.0 

14 20.0 16.0 -4.0 

15 18.0 6.0 -12.0 

16 23.0 11.0 -12.0 

17 35.0 25.0 -10.0 

MAAS    

1 3.80 4.80 1.00 

2 4.07 3.87 -0.20 

3 3.67 3.73 0.07 

4 3.20 3.60 0.40 

5 2.27 2.33 0.07 

6 4.27 3.60 -0.67 

7 2.80 3.00 0.20 

8 4.67 5.27 0.60 

9 4.07 3.67 -0.40 

10 3.40 3.40 0.00 

11 5.07 5.53 0.47 

12 4.00 4.53 0.53 

13 3.80 4.13 0.33 

14 4.87 5.20 0.33 

15 5.53 5.20 -0.33 

16 3.80 4.47 0.67 

17 2.13 2.33 0.20 

 

Note. This table shows the individual mean scores for the participants of this study 
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Figure 1 

PSS Pretest Distribution 

Note. This figure illustrates the PSS pre-test score distribution  

Figure 2 

PSS Post-Test Distribution 

 
Note. This figure illustrates the PSS post-test score distribution. 
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Figure 3 

MAAS Pre-Test Distribution 

 
Note. This figure illustrates the MAAS pre-test score distribution.  
 

Figure 4 

MAAS Post-Test Distribution 

 
Note. This figure illustrates the MAAS post-test score distribution. 
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Internal Consistency 

The data collected was analyzed for internal consistency to determine if 

participant responses captured using the Perceived Stress Scale (PSS) and Mindful 

Attention Awareness Scale (MAAS) were reliable. Creswell & Creswell (2018) state that 

“…a scale’s internal reliability is quantified by a Cronbach’s alpha (α) value that ranges 

between 0 and 1, with optimal values ranging between .7 and .9” (p. 154). Cohen, 

Kamarack, & Mermelstein (1983) reported a Cronbach’s alpha (α) of .84 -.86 for the 

PSS, this internal reliability was confirmed in subsequent studies (Chu, 2009; 

Ghasemipour, Robinson, & Ghorbani, 2013; Reis, Hino, & Rodriguez-Anez, 2010). The 

MAAS Cronbach’s alpha was reported as .89 by Brown & Ryan (2003) and confirmed by 

MacKillop & Anderson (2007). Participants for this study showed strong internal 

consistency in their pre-test and post-test responses for both the PSS and MAAS scores as 

outlined in Table 6. Participant PSS reliability pre-test scores (α=.88) and post-test scores 

(α=.89) are consistent with the reliability scores reported for the PSS (α=.84-.86) (Chu, 

2009; Cohen, Kamarck, & Mermelstein, A global measure of perceived stress, 1983; 

Ghasemipour, Robinson, & Ghorbani, 2013; Reis, Hino, & Rodriguez-Anez, 2010). 

Participants also showed strong internal consistency for the MAAS pre-test score (α=.93) 

and post-test (α=.94) which was slightly higher than the reliability score reported for the 

MAAS by Brown & Ryan (2003) and MacKillop & Anderson (2007). 
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Table 6 

Internal Consistency of PSS and MAAS Scores 

Instrument Cronbach’s alpha (α) 

PSS Pre-Test .84 

PSS Post-Test .89 

MAAS Pre-Test .93 

MAAS Post-Test .94 

Note. This table displays the Cronbach’s alpha reliability score for the PSS and MAAS variables. 

 

Participant Descriptive Statistics  

The descriptive statistics for all participants of this study are presented in Table 7, 

these results show normal or near normal distribution for the sample. Table 7-11 shows 

the descriptive statistics for the sample by institution level, highest degree earned, tenure 

status, and whether participants were currently engaged in contemplative practices or not.   

 

Table 7 

Participant PSS and MAAS Scores (n=17) 

 M SD SE Skew Kurtosis 

PSS Pre-Test 19.41 7.35 1.78 0.24 -0.03 

PSS Post-Test 

MAAS Pre-Test 

MAAS Post-Test 

15.82 

3.85 

4.04 

7.16 

0.92 

0.98 

1.74 

0.22 

0.24 

0.39 

-0.20 

-0.20 

-0.43 

-0.08 

-0.74 

M=Mean; SD=Standard Deviation; SE=Standard Error 
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Table 8 

USNH and VSC Participant PSS and MAAS Scores (n=17) 

 M SD SE Skew Kurtosis 

USNH (n=2) 

 PSS Pre-Test 

 

8.00 

 

1.41 

 

1.00 

 

0.00 

 

- 

 PSS Post-Test 

 MAAS Pre-Test 

MAAS Post-Test 

VSC (n=15) 

 PSS Pre-Test 

 PSS Post-Test 

 MAAS Pre-Test 

 MAAS Post-Test 

8.00 

4.47 

4.44 

 

20.93 

16.87 

3.77 

3.99 

2.83 

0.28 

1.18 

 

6.36 

6.94 

0.95 

0.99 

2.00 

0.20 

0.84 

 

1.64 

1.79 

0.24 

0.26 

0.00 

0.00 

0.00 

 

0.55 

0.25 

0.03 

-0.19 

- 

- 

- 

 

0.39 

-0.25 

-0.06 

-0.67 

M=Mean; SD=Standard Deviation; SE=Standard Error; USNH-University System of New Hampshire; 

VSC=Vermont State Colleges;  

Note. Kurtosis values were not available for the USNH data set due to sample size  

 

Table 9 

Highest Degree Earned PSS and MAAS Scores (n=17) 

 M SD SE Skew Kurtosis 

Masters (n=5) 

PSS Pre-Test 

 

20.00 

 

6.04 

 

2.70 

 

-0.11 

 

-1.29 

 PSS Post-Test 

 MAAS Pre-Test 

 MAAS Post-Test 

Doctorate (n=12) 

 PSS Pre-Test 

 PSS Post-Test 

 MAAS Pre-Test 

 MAAS Post-Test 

18.00 

4.07 

4.25 

 

19.17 

14.92 

3.78 

3.95 

9.11 

0.62 

0.84 

 

8.07 

6.43 

1.03 

1.06 

4.07 

0.28 

0.37 

 

2.33 

1.86 

0.03 

0.31 

0.44 

1.22 

0.92 

 

0.35 

0.10 

-0.08 

-0.23 

-0.001 

2.40 

0.52 

 

0.07 

-1.16 

-0.53 

-1.12 

M=Mean; SD=Standard Deviation; SE=Standard Error 
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Table 10 

Tenure and Tenure Track PSS and MAAS Scores (n=17) 

 M SD SE Skew Kurtosis 

Tenure Track (n=6) 

 PSS Pre-Test 

 

16.33 

 

10.23 

 

4.18 

 

1.44 

 

2.23 

 PSS Post-Test 

 MAAS Pre-Test 

 MAAS Post-Test 

Tenured (n=11) 

 PSS Pre-Test 

 PSS Post-Test 

 MAAS Pre-Test 

 MAAS Post-Test 

15.50 

3.46 

3.58 

 

21.10 

16.00 

4.06 

4.29 

7.23 

1.06 

1.18 

 

5.03 

7.47 

0.81 

0.81 

2.95 

0.43 

0.48 

 

1.52 

2.25 

0.24 

0.24 

0.08 

-0.39 

0.34 

 

-0.14 

0.55 

0.45 

0.13 

-1.38 

-1.91 

-1.17 

 

-0.42 

0.12 

-0.19 

-1.12 

M=Mean; SD=Standard Deviation; SE=Standard Error 

 

Table 11 

Currently Engaged in Contemplative Practice PSS and MAAS Scores (n=17) 

 M SD SE Skew Kurtosis 

CP Yes (n=12) 

PSS Pre-Test 

 

21.25 

 

7.36 

 

2.13 

 

0.13 

 

-0.20 

PSS Post-Test 

MAAS Pre-Test 

MAAS Post-Test 

CP No (n=5) 

PSS Pre-Test 

PSS Post-Test 

MAAS Pre-Test 

MAAS Post-Test 

16.42 

3.95 

4.12 

 

15.00 

14.40 

3.60 

3.84 

7.82 

0.85 

0.86 

 

5.70 

5.77 

1.14 

1.33 

2.26 

0.24 

0.25 

 

2.55 

2.58 

0.51 

0.59 

0.35 

-0.20 

-0.30 

 

-0.81 

-0.33 

0.10 

0.23 

-0.77 

1.80 

0.67 

 

-1.71 

1.39 

-2.50 

-2.67 

M=Mean; SD=Standard Deviation; SE=Standard Error 

 

Faculty Perceptions of Stress and Contemplative Practices 

A series of paired samples t-tests were run using SPSS 26 (IBM Corporation, 

2019) to determine if significant changes occurred with participant pre-test and post-test 

PSS and MAAS mean data scores. These tests were run first on the entire sample, and 
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then were run by a series of demographic groupings to see if there were significant 

changes that occurred within the sample according to different dependent variables: 

gender, age, education, tenure status, years teaching, years teaching at current institution, 

current contemplative practitioner, days practicing, length of practice, and type. 

Additionally, Pearson correlation scores were calculated for the same data sets to 

determine if there was any relationship between PSS and MAAS scores. The results of 

these tests are presented in the following sections. Previous studies have indicated 

moderate to weak correlations between perceptions of stress and the introduction of 

contemplative practices along with the accompanying benefits, the findings of this study 

are explored in the sections that follow (Beer, et al., 2015; Chu, 2009; Gartner, 2013; 

Kabat-Zinn, 2013; Schure, Christopher, & Christopher, 2008).  

Faculty PSS and MAAS Scores 

A paired samples t-test was calculated for the entire sample (n=17) to determine if 

there was any significant change in the PSS pre-test (M=19.41, SD=7.35) and post-test 

(M=15.82, SD=7.16) scores and if there were significant changes in the MAAS pre-test 

(M=3.85, SD=0.92) and post-test (M=4.04, SD=0.98) scores. Table 12 presents the mean, 

standard deviation, standard error, confidence level, t score, degrees of freedom, and 

significance or P score (two-tailed). For the entire sample (n=17) there was a significant 

decrease between the pre-test and post-test PSS scores, t (16) = 2.184, p = .044. In 

addition, for the entire sample (n=17) there was an increase in the mean of the MAAS 

scores, but it was not considered to be statistically significant, t (16) = 1.859, p = .081. 

These results indicate that while PSS scores did drop significantly for the participants, it 

is only suggested that this result is due to the introduction of contemplative practices by 
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participants of the study (Brown & Ryan, 2003; Chu, 2009; Gawrysiak, et al., 2016; 

Singh, Choubey, & Singh, 2016; Surinrut, Auamnoy, & Sangwatanaroj, 2016). 

 

Table 12 

Total Sample PSS and MAAS Scores Paired Samples T-Test   

 M SD SE LC UC t df P 

PSS 3.588 6.774 1.643 0.106 7.071 2.184 16.000 0.04* 

MAAS -0.192 0.426 0.103 -0.411 0.027 -1.859 16.000 0.08 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the entire sample. The 

purpose of this test was to determine if any increases in MAAS scores would result in a 

decrease in the PSS scores, as was suggested in research question one; Does the 

introduction, frequency, and (type) of contemplative practice change faculty members 

perceptions of stress. Table 13 presents the results of the Pearson correlation test and 

indicates that there weak correlation between the pre-test PSS and MAAS scores, r (15) = 

-.39, p = .12 but that there was a significant correlation between the post-test PSS and 

MAAS score, r (15) = -.63, p < .01. This result indicates that the perception of stress for 

the participants was possibly impacted by the introduction of contemplative practices, but 

that the perceptions of stress during the pre-test period was likely not. This finding is 

interesting as participants were experiencing the impacts of the COVID-19 forced change 

to remote learning as well as the announcement of the VSC chancellor to close three 
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campuses which may have impacted fifteen of the seventeen participants during the pre-

test phase of this study (Duffort, 2020; Northern Vermont University, 2020).  

 

Table 13 

PSS and MAAS by Entire Sample (n=17) 

 Pre-test PSS/MAAS Post-test PSS/MAAS 

r -0.39 -0.63 

p 0.12 0.01** 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores. 

 

PSS/MAAS Pre-test/Post-test Scores and Gender 

Paired samples t-tests were run to determine if gender was a factor in changes 

observed in the pre-test and post-test PSS and MAAS scores for participants. Table 14 

presents the mean, standard deviation, standard error, confidence level, t score, degrees of 

freedom, and significance or P score (two-tailed). For the male sample (n=9) there was a 

minor decrease between the pre-test and post-test PSS scores, t (8) = 1.916, p = .09 and a 

statistically significant increase for the MAAS scores, t (8) = 2.750, p = .03. In addition, 

for the female sample (n=8) there was a minor decrease in the mean of the PSS scores, 

but this was not considered to be statistically significant change, t (7) = 1.303, p = .23, 

while the MAAS scores for this group showed only a slight increase, t (7) = .21, p = .84. 

These results indicate that while PSS scores did drop for the participants, it is only 

weakly suggested that this result is due to the introduction of contemplative practices 
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(Brown & Ryan, 2003; Chu, 2009; Gawrysiak, et al., 2016; Singh, Choubey, & Singh, 

2016; Surinrut, Auamnoy, & Sangwatanaroj, 2016). 

 

Table 14 

PSS and MAAS Scores Paired Samples T-Test by Gender (n=17) 

 M SD SE LC UC t df P 

Male         

PSS 3.222 5.044 1.681 -0.655 7.100 1.916 8.000 0.09 

MAAS -0.333 0.364 0.121 -0.613 -0.054 -2.750 8.000 0.03* 

Female         

PSS 4.000 8.685 3.071 -3.261 11.261 1.303 7.000 0.23 

MAAS -0.033 0.458 0.162 -0.416 0.349 -0.206 7.000 0.84 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the sample by gender. The 

purpose of this test was to determine if gender was a factor in determining if any 

increases in MAAS scores would result in a decrease in the PSS scores. Table 15 presents 

the results of the Pearson correlation test and indicates that there weak correlation 

between the male pre-test PSS and MAAS scores, r (7) = -.46, p = .21 but that there was a 

moderate correlation between the post-test PSS and MAAS scores, r (7) = -.56, p = .12. 

For the female sample there was a weak correlation between the pre-test PSS and MAAS 

scores, r (6) = -.30, p= .47 and a moderate correlation between PSS and MAAS post-test 
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scores, r (6) = -.62, p = .10. This result indicates that the perception of stress for the 

participants was somewhat impacted by the introduction of contemplative practices, but 

that the perceptions of stress during the pre-test period was likely not (Brown & Ryan, 

2003; Chu, 2009; Hendel & Horn, 2008; Singh, Choubey, & Singh, 2016). Although both 

sample correlations strengthened, gender does not seem to be a significant factor in either 

the changes observed in both PSS and MAAS scores nor is gender a factor in the 

correlation of these scores.  

 

Table 15 

PSS and MAAS by Gender  

 Pre-test PSS/MAAS Post-test PSS/MAAS 

Male   

r -0.46 -0.56 

p 0.21 0.12 

Female   

r -0.30 -0.62 

p 0.47 0.10 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores by gender.  

 

PSS/MAAS and Degree Level 

Paired samples t-tests were run to determine if education (degree level) was a 

factor in changes observed in the pre-test and post-test PSS and MAAS scores for 

participants. Table 16 presents the mean, standard deviation, standard error, confidence 

level, t score, degrees of freedom, and significance or P score (two-tailed). For the 

master’s degree sample (n=5) there was a minor decrease between the pre-test and post-
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test PSS scores, t (4) = 1.195, p = .30 and a minor increase for the MAAS scores, t (4) = 

1.079, p = .34. In addition, for the doctoral degree sample (n=12) there was a decrease in 

the mean of the PSS scores, but this was not considered to be statistically significant 

change, t (11) = 1.900, p = .08, while the MAAS scores for this group showed an 

increase, t (11) = 1.471, p = .17. These results indicate that while PSS scores did drop for 

the participants with a masters and doctoral degree, it is only weakly suggested that this 

result is due to the introduction of contemplative practices (Ablanedo-Rosas, Blevins, 

Gao, Teng, & White, 2011; Brown & Ryan, 2003). 

 

Table 16 

PSS and MAAS Scores Paired Samples T-Test by Education (n=17) 

 M SD SE LC UC t df P 

Masters         

PSS 2.000 3.742 1.673 -2.646 6.646 1.195 4.000 0.30 

MAAS -0.187 0.387 0.173 -0.667 0.294 -1.079 4.000 0.34 

Doctorate          

PSS 4.250 7.747 2.236 -0.672 9.172 1.900 11.000 0.08 

MAAS -0.194 0.458 0.132 -0.485 0.096 -1.471 11.000 0.17 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the sample by degree level. 

The purpose of this test was to determine if the participants degree level was a factor in 
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determining if any increases in MAAS scores would result in a decrease in the PSS 

scores. Table 17 presents the results of the Pearson correlation test and indicates that there 

moderate correlation between the participants with a master’s degree pre-test PSS and 

MAAS scores, r (3) = -.53, p = .36 and there was also a moderate correlation between 

their post-test PSS and MAAS scores, r (3) = -.60, p = .29. For participants with a 

doctoral degree there was a weak correlation between the pre-test PSS and MAAS scores, 

r (10) = -.39, p= .21 but there was a statistically significant correlation between PSS and 

MAAS post-test scores, r (10) = -.75, p < .01. This result indicates that the perception of 

stress for the participants was somewhat impacted by the introduction of contemplative 

practices, but that the perceptions of stress during the pre-test period was likely not 

(Brown & Ryan, 2003; Gawrysiak, et al., 2016; MacKillop & Anderson, 2007; Osman, 

Lamis, Bagge, Freedenthal, & Barnes, 2016). Although both sample correlations 

strengthened, those with a doctoral degree saw a significant strengthening in the Pearson 

score, this observation about changes to the PSS is supported in the following sections as 

it relates to work-related demographic variables and is discussed at the end of this 

chapter.  
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Table 17 

PSS and MAAS by Education  

 Pre-test PSS/MAAS Post-test PSS/MAAS 

Masters   

r -0.53 -0.60 

p 0.36 0.29 

Doctorate   

r -0.39 -0.75 

p 0.21 0.01** 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores by degree level.  

 

PSS/MAAS and Tenure Status 

Paired samples t-tests were run to determine if tenure status was a factor in 

changes observed in the pre-test and post-test PSS and MAAS scores for participants. 

Table 18 presents the mean, standard deviation, standard error, confidence level, t score, 

degrees of freedom, and significance or P score (two-tailed). For the tenure-track sample 

(n=6) there was virtually no change between the pre-test and post-test PSS scores, t (5) = 

0.292, p = .78 and a minor increase for the MAAS scores, t (5) = 0.655, p = .54. In 

addition, for the tenured sample (n=11) there was a significant decrease in the mean of 

the PSS scores, t (10) = 2.609, p = .03, while the MAAS scores for this group showed a 

minor increase, t (10) = 1.792, p = .10. These results indicate that while PSS did not 

change for the participants who were both tenure-track, there was a significant change in 

PSS scores for tenured faculty members, but it should be noted that tenured faculty did 

not see a corresponding increase in their post-test MAAS scores (Dane, 2011; Egan & 

Garvey, 2015; Farias & Wikholm, 2016; Gawrysiak, et al., 2016). This result seems to 
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indicate that the decrease in PSS was not necessarily due to the introduction of 

contemplative practices (Dane, 2011; Farias & Wikholm, 2016; Waters, Barsky, Ridd, & 

Allen, 2015). 

 

Table 18 

PSS and MAAS Scores Paired Samples T-Test by Tenure Status (n=17) 

 M SD SE LC UC t df P 

TT         

PSS .833 6.998 2.857 -6.510 8.177 .292 5 0.78 

MAAS -1.222 .457 .187 -.602 .357 -.655 5 0.54 

Tenured          

PSS 5.091 6.472 1.951 0.743 9.439 2.609 10.000 0.03* 

MAAS -0.230 0.426 0.129 -0.517 0.056 -1.792 10.000 0.10 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed); TT=Tenure-track 

 

To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the sample by tenure status. 

The purpose of this test was to determine if the participants degree level was a factor in 

determining if any increases in MAAS scores would result in a decrease in the PSS 

scores. Table 19 presents the results of the Pearson correlation test and indicates that 

while there was a moderate correlation for the participants who were tenure-track pre-test 

PSS and MAAS scores, r (4) = -.65, p = .17, the correlation score for tenure-track faculty 

strengthened with the post-test PSS and MAAS scores, r (4) = -.81, p = .53. For tenured 
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faculty there was a weak correlation between the pre-test PSS and MAAS scores, r (9) = 

-.47, p= .15 but their correlation scores also strengthened indicating a statistically 

significant correlation between PSS and MAAS post-test scores, r (9) = -.63, p = .04. This 

result indicates that for tenure-track faculty, an increase in MAAS scores did not result in 

a change in their PSS scores (Ablanedo-Rosas, Blevins, Gao, Teng, & White, 2011; Dane, 

2011; Lumpkin, 2009). For tenured faculty these results suggest that even though there is 

a moderate correlation, the change in MAAS scores was minimal. These results in sum 

suggest that tenure status is not a significant factor (Ablanedo-Rosas, Blevins, Gao, Teng, 

& White, 2011; Dane, 2011; Lumpkin, 2009).     

 

Table 19 

PSS and MAAS by Tenure Status  

 Pre-test PSS/MAAS Post-test PSS/MAAS 

Tenure Track   

r -0.65 -0.81 

p 0.17 0.53 

Tenured   

r -0.47 -0.63 

p 0.15 0.04* 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores.  

 

PSS/MAAS and Years Teaching 

A series of paired samples t-tests were run to determine if the number of years 

teaching in higher education was a factor in changes observed in the pre-test and post-test 

PSS and MAAS scores for participants. Table 20 presents the mean, standard deviation, 
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standard error, confidence level, t score, degrees of freedom, and significance or P score 

(two-tailed). For the faculty Yrs. < 10 teaching in higher education sample (n=8) there 

was virtually no change between the pre-test and post-test PSS scores, t (7) = 0.281, p 

= .79 and only a minor increase for the MAAS scores, t (7) =1.932, p = .10. For faculty 

with Yrs. > 10 teaching in higher education sample (n=9) there was a significant decrease 

in the mean of the PSS scores, t (8) = 2.935, p = .02, while the MAAS scores for this 

group showed a minor increase, t (8) = 1.095, p = .31. These results indicate that while 

PSS did not change for the participants who had been teaching for less than ten years, but 

there was a significant change in PSS scores for faculty members who had been teaching 

more than ten years, but it should be noted that tenured faculty did not see a 

corresponding increase in their post-test MAAS scores. This result seems to indicate that 

the decrease in PSS was not necessarily due to the introduction of contemplative 

practices (Egan & Garvey, 2015; Hafenbrack, Kinias, & Barsade, 2014; Lumpkin, 2009; 

Olsen, 1993). As with the previous section, the suspected factors impacting the reduced 

PSS bears further discussion and will be covered later in this chapter.  
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Table 20 

PSS and MAAS Scores Paired Samples T-Test by Years Teaching (n=17) 

 M SD SE LC UC t df P 

Yrs. <10         

PSS 0.625 6.301 2.228 -4.642 5.892 0.281 7.000 0.79 

MAAS -0.183 0.268 0.095 -0.408 0.041 -1.932 7.000 0.10 

Yrs. >10         

PSS 6.222 6.360 2.120 1.334 11.111 2.935 8.000 0.02* 

MAAS -0.200 0.548 0.183 -0.621 0.221 -1.095 8.000 0.31 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the sample by years 

teaching in higher education. The purpose of this test was to determine if faculty with 

more or less than ten years teaching in higher education was a factor in determining if 

any increases in MAAS scores would result in a decrease in the PSS scores. Table 21 

presents the results of the Pearson correlation test and indicates that while there was a 

moderate correlation for the faculty with Yrs. < 10 pre-test PSS and MAAS scores, r (6) 

= -.58, p = .10, the correlation score for this group strengthened and was significant with 

the post-test PSS and MAAS scores, r (6) = -.79, p = .01. For faculty with Yrs. > 10 there 

was a moderate correlation between both the pre-test PSS and MAAS scores, r (7) = -.64, 

p= .06 and PSS and MAAS post-test scores, r (7) = -.60, p = .09. This result indicates that 

for both faculty samples the PSS and MAAS relationship was moderate and that changes 
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in MAAS would result in a change in PSS scores. This finding confirms the t-test result 

for the faculty with Yrs. > 10 and indicates that their PSS change is likely not due to 

contemplative practice (Gawrysiak, et al., 2016; Ghasemipour, Robinson, & Ghorbani, 

2013; Waters, Barsky, Ridd, & Allen, 2015).  

 

Table 21 

PSS and MAAS by Years Teaching  

 Pre-test PSS/MAAS Post-test PSS/MAAS 

Yrs. Teaching <10   

r -0.58 -0.79 

p 0.10 0.011* 

Yrs. Teaching >10   

r -0.64 -0.60 

p 0.06 0.09 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores.  

 

PSS/MAAS and Years at Current Institution  

Paired samples t-tests were run to determine if the number of years teaching at 

their current institution was a factor in changes observed in the pre-test and post-test PSS 

and MAAS scores for participants. Table 22 presents the mean, standard deviation, 

standard error, confidence level, t score, degrees of freedom, and significance or P score 

(two-tailed). For the faculty with Yrs. < 10 teaching at their current institution (n=9) there 

was virtually no change between the pre-test and post-test PSS scores, t (8) = 0.225, p 

= .83 and almost no change for the MAAS scores, t (8) = 0.704, p = .50. For faculty with 

Yrs. > 10 teaching at their current institution (n=8) there was a significant decrease in the 
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mean of the PSS scores, t (7) = 3.276, p = .01, while the MAAS scores for this group 

showed almost no increase, t (7) = 1.850, p = .11. These results indicate as with the 

previous section that there was a significant change in PSS scores for faculty members 

who had been teaching more than ten years at their current institutions (Brown & Ryan, 

2003; Chu, 2009; Hafenbrack, Kinias, & Barsade, 2014). However, this group did not see 

a corresponding increase in their post-test MAAS scores. This result seems to indicate 

that the decrease in PSS was not necessarily due to the introduction of contemplative 

practices (Dane, 2011; Farias & Wikholm, 2016; Waters, Barsky, Ridd, & Allen, 2015). 

As with the previous section, the suspected factors impacting the reduced PSS bears 

further discussion and will be covered later in this chapter.  

 

Table 22 

PSS and MAAS Scores Paired Samples T-Test by Years at Current Institution (n=17) 

 M SD SE LC UC t df P 

Yrs. <10         

PSS 0.444 5.918 1.973 -4.105 4.994 0.225 8.000 0.83 

MAAS -0.089 0.379 0.126 -0.380 0.202 -0.704 8.000 0.50 

Yrs. >10         

PSS 7.125 6.151 2.175 1.982 12.268 3.276 7.000 0.01* 

MAAS -0.308 0.471 0.167 -0.702 0.086 -1.850 7.000 0.11 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 
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To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the sample by number of 

years participants reported teaching at their current institution. The purpose of this test 

was to determine if faculty with more or less than ten years teaching at their current 

institution was a factor in determining if any increases in MAAS scores would result in a 

decrease in the PSS scores. Table 23 presents the results of the Pearson correlation test 

and indicates that while there was a moderate correlation for the faculty with Yrs. < 10 at 

their current institution pre-test PSS and MAAS scores, r (7) = -.60, p = .09, the 

correlation score for this group strengthened with the post-test PSS and MAAS scores, r 

(7) = -.66, p = .05. For faculty with Yrs. > 10 at their current institutions there was a 

statistically significant correlation between both the pre-test PSS and MAAS scores, r (6) 

= -.82, p= .01 and PSS and MAAS post-test scores, r (6) = -.78, p = .02. This result 

indicates that the PSS and MAAS relationship was moderate to strong for both groups 

and that changes in MAAS would likely result in a change in PSS scores. This finding 

confirms the t-test result in this section for the faculty with Yrs. > 10 at their current 

institution and indicates that their PSS change is not likely due to contemplative practice 

(Dane, 2011; Farias & Wikholm, 2016; Ghasemipour, Robinson, & Ghorbani, 2013; 

Waters, Barsky, Ridd, & Allen, 2015).  
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Table 23 

PSS and MAAS by Years at Current Institution   

 Pre-test PSS/MAAS Post-test PSS/MAAS 

Yrs. <10   

r -0.60 -0.66 

p 0.09 0.06 

Yrs.  >10   

r -0.82 -0.78 

p 0.01** 0.02* 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores.  

 

PSS/MAAS and Currently Engaged in Contemplative Practice 

A series of paired samples t-tests were run to determine if currently engaging in 

contemplative practices or not was a factor in changes observed in the pre-test and post-

test PSS and MAAS scores for participants. Table 24 presents the mean, standard 

deviation, standard error, confidence level, t score, degrees of freedom, and significance 

or P score (two-tailed). For the faculty who currently are engaged in contemplative 

practices (n=13) there was a significant change between the pre-test and post-test PSS 

scores, t (12) = 2.679, p = .02 and almost no change for the MAAS scores, t (12) = 1.335, 

p = .21. For faculty who do not currently engage in contemplative practices (n=4) there 

was a minor increase in PSS scores, t (3) = 0.068, p = .95, while the MAAS scores for 

this group showed almost no increase, t (3) = 1.823, p = .17. These results indicate as 

with the previous section that there was a significant change in PSS scores for faculty 

members who were currently engaged in contemplative practices. However, this group 

did not see a corresponding increase in their post-test MAAS scores (Dane, 2011; 
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Davidson & Dahl, 2018; Farias & Wikholm, 2016; Waters, Barsky, Ridd, & Allen, 2015). 

This result corroborates the findings from the previous sections and seems to indicate that 

the decrease in PSS was not necessarily due to the introduction of contemplative 

practices (Dane, 2011; Davidson & Dahl, 2018; Farias & Wikholm, 2016; Ghasemipour, 

Robinson, & Ghorbani, 2013; Waters, Barsky, Ridd, & Allen, 2015). Factors outside of 

contemplative practices impacting the PSS requires further discussion and will be 

covered later in this chapter.  

 

Table 24 

PSS and MAAS Scores Paired Samples T-Test by Current Contemplative Practice Status (n=17) 

 M SD SE LC UC t df P 

CP Yes         

PSS 4.769 6.418 1.780 0.891 8.648 2.679 12.000 0.02* 

MAAS -0.174 0.471 0.131 -0.459 0.110 -1.335 12.000 0.21 

CP No         

PSS -0.250 7.365 3.683 -11.970 11.470 -0.068 3.000 0.95 

MAAS -0.250 0.274 0.137 -0.686 0.186 -1.823 3.000 0.17 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the sample by their current 

contemplative practice status. The purpose of this test was to determine if faculty who 

were or were not engaging in contemplative practices currently was a factor in 
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determining if any increases in MAAS scores would result in a decrease in the PSS 

scores. Table 25 presents the results of the Pearson correlation test and indicates that there 

was a statistically significant correlation for the faculty who were currently engaged in 

contemplative practices and their pre-test PSS and MAAS scores, r (11) = -.73, p < .01, 

the correlation score for this group remained strong with the post-test PSS and MAAS 

scores, r (11) = -.70, p = .01. For faculty who were not currently engaged in 

contemplative practices there was a weak correlation between the pre-test PSS and 

MAAS scores, r (2) = -.03, p= .97 which actually strengthened into a moderate 

correlation for the PSS and MAAS post-test scores, r (2) = -.69, p = .20. This result 

indicates that the PSS and MAAS relationship was strong for the group currently engaged 

in contemplative practices, and that changes in their MAAS scores would likely result in 

a change in PSS scores. Once again, this result confirms the t-test, because the group that 

currently engaged in contemplative practices did not see any significant change in their 

MAAS scores, it is likely that the change to their PSS score was due to another factor 

(Dane, 2011; Farias & Wikholm, 2016; Ghasemipour, Robinson, & Ghorbani, 2013; 

Waters, Barsky, Ridd, & Allen, 2015). Additionally, the group that did not currently 

engage in contemplative practices saw almost no change in their MAAS nor their PSS 

scores further confirming this observation (Davidson & Dahl, 2018; Lederer & 

Middlestadt, 2014; Rizer, Fagan, Kilmon, & Rath, 2016). 
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Table 25 

PSS and MAAS by Current Contemplative Practice Status   

 Pre-test PSS/MAAS Post-test PSS/MAAS 

CP Yes   

r -0.73 -0.70 

p 0.01** 0.011* 

CP No   

r -0.03 -0.69 

p 0.97 0.20 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores.  

 

PSS/MAAS and Contemplative Practice Days 

A series of paired samples t-tests were run to determine if the number of days 

participants were currently engaged in contemplative practices was a factor in changes 

observed in the pre-test and post-test PSS and MAAS scores for participants. Tables 26-

27 present the mean, standard deviation, standard error, confidence level, t score, degrees 

of freedom, and significance or P score (two-tailed). For the faculty who increased their 

number of days engaged contemplative practices (n=5) there was a significant change 

between the pre-test and post-test PSS scores, t (4) = 4.281, p = .01 and almost no change 

for the MAAS scores, t (4) = 1.825, p = .14. For faculty who’s days engaged in 

contemplative practices remained the same (n=12) there was a very minor decrease in 

PSS scores, t (11) = 0.609, p = .56, while the MAAS scores for this group showed almost 

no increase, t (11) = 0.928, p = .37. These results indicate as with the previous section 

that there was a significant change in PSS scores for faculty members who increased the 

number of days that they engaged in contemplative practices. However, this group did not 
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see a corresponding increase in their post-test MAAS scores (Dane, 2011; Davidson & 

Dahl, 2018; Farias & Wikholm, 2016; Waters, Barsky, Ridd, & Allen, 2015). This result 

corroborates the findings from the previous sections and seems to indicate that the 

decrease in PSS was not necessarily due to the introduction of contemplative practices. 

Factors outside of contemplative practices impacting the PSS requires further discussion 

and will be covered later in this chapter (Dane, 2011; Davidson & Dahl, 2018; Farias & 

Wikholm, 2016; Ghasemipour, Robinson, & Ghorbani, 2013; Waters, Barsky, Ridd, & 

Allen, 2015). Table 27 presents the results of another series of paired samples t-tests that 

were run based on the number of days that participants engaged in contemplative 

practices. As with the results from Table 26, changes in PSS scores were not supported 

with corresponding changes in MAAS scores (Dane, 2011; Davidson & Dahl, 2018; 

Farias & Wikholm, 2016; Waters, Barsky, Ridd, & Allen, 2015). This further strengthens 

the implication that PSS scores were not being impacted by changes in the MAAS scores. 

Table 26 

PSS and MAAS Scores Paired Samples T-Test by Contemplative Practice Days Change (n=17) 

 M SD SE LC UC t df P 

CP Days 

Increased         

PSS 9.800 5.119 2.289 3.444 16.156 4.281 4.000 0.01* 

MAAS -0.413 0.506 0.226 -1.042 0.215 -1.825 4.000 0.14 

CP Days 

Same         

PSS 1.000 5.689 1.642 -2.615 4.615 0.609 11.000 0.56 

MAAS -0.100 0.373 0.108 -0.337 0.137 -0.928 11.000 0.37 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 
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Table 27 

PSS and MAAS Scores Paired Samples T-Test by Contemplative Practice Days (n=17) 

 M SD SE LC UC t df P 

Days 0-1 

        

PSS -0.250 7.365 3.683 -11.970 11.470 -0.068 3.000 0.95 

MAAS -0.250 0.274 0.137 -0.686 0.186 -1.823 3.000 0.17 

Days 2-3 

        

PSS 4.000 6.164 2.517 -2.469 10.469 1.589 5.000 0.17 

MAAS -0.011 0.305 0.125 -0.331 0.309 -0.089 5.000 0.93 

Days 4-5 

        

PSS 5.000 8.832 4.416 -9.053 19.053 1.132 3.000 0.34 

MAAS -0.133 0.724 0.362 -1.286 1.019 -0.368 3.000 0.74 

Days 6-7 

        

PSS 6.000 5.568 3.215 -7.831 19.831 1.867 2.000 0.20 

MAAS -0.556 0.102 0.059 -0.809 -0.303 -9.449 2.000 0.01* 

*p < 0.05; ** p< 001; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the sample by days 

practiced increased or remained the same. The purpose of this test was to determine if the 

number of days that faculty practiced was a factor in determining if any increases in 

MAAS scores would result in a decrease in the PSS scores. Table 28 presents the results 

of the Pearson correlation test and indicates that there was a statistically significant 

correlation for the faculty who were currently engaged in contemplative practices and 
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their pre-test PSS and MAAS scores, r (3) = -.89, p = .04, the correlation score for this 

group actually strengthened with the post-test PSS and MAAS scores,   r (3) = -.93, p 

= .02. For faculty who’s days engaging in contemplative practices remained the same 

there was a weak correlation between the pre-test PSS and MAAS scores, r (10) = -.20, 

p= .53 which strengthened slightly into a weak-moderate correlation for the PSS and 

MAAS post-test scores, r (10) = -.49, p = .11. This result indicates that the PSS and 

MAAS relationship was strong for the group that increased their days engaged in 

contemplative practices, and that changes in their MAAS scores would likely result in a 

change in PSS scores (Brown & Ryan, 2003; Chu, 2009; Singh, Choubey, & Singh, 2016; 

Surinrut, Auamnoy, & Sangwatanaroj, 2016). Once again, this result confirms the results 

of the t-test as the group that increased their contemplative practices did not see any 

significant change in their MAAS score. This finding though does seem to indicate that 

increasing the days practiced may have had an impact on the PSS score because this was 

the single largest mean decrease in PSS scores (9.8 points) but with a small sample (n=5) 

it is hardly a definitive finding (Brown & Ryan, 2003; Chu, 2009; Rizer, Fagan, Kilmon, 

& Rath, 2016; Singh, Choubey, & Singh, 2016; Surinrut, Auamnoy, & Sangwatanaroj, 

2016).  
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Table 28 

PSS and MAAS by Contemplative Practice Days 

 Pre-test PSS/MAAS Post-test PSS/MAAS 

Days Increased   

r -0.89 -0.93 

p 0.04* 0.02* 

Days Remained Same   

r -0.20 -0.49 

p 0.53 0.11 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores.  

 

PSS/MAAS and Duration of Practice  

A series of paired samples t-tests were run to determine if the amount of time that 

participants were engaged in contemplative practices was a factor in changes observed in 

the pre-test and post-test PSS and MAAS scores for participants. Tables 29-30 present the 

mean, standard deviation, standard error, confidence level, t score, degrees of freedom, 

and significance or P score (two-tailed). For the faculty who increased the amount of time 

they were engaged in contemplative practices (n=6) there was a decrease between the 

pre-test and post-test PSS scores, t (5) = 1.612, p = .17 and almost no change for the 

MAAS scores, t (4) = 0.911, p = .40. For faculty who’s amount of time engaged in 

contemplative practices remained the same (n=11) there was a minor decrease in PSS 

scores, t (10) = 1.448, p = .18, while the MAAS scores for this group showed almost no 

increase, t (10) = 1.747, p = .11. These results also indicate that there was a change in 

PSS scores for faculty members who increased the amount of time that they engaged in 

contemplative practices (Brown & Ryan, 2003; Chu, 2009; Helber, Zook, & Immergut, 
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2012; Rizer, Fagan, Kilmon, & Rath, 2016; Singh, Choubey, & Singh, 2016; Surinrut, 

Auamnoy, & Sangwatanaroj, 2016). However, this group also did not see a corresponding 

increase in their post-test MAAS scores. This result corroborates the findings from the 

previous sections and seems to indicate that the decrease in PSS was not necessarily due 

to the introduction of contemplative practices. Table 30 presents the results of another 

series of paired samples t-tests that were run based on specific amount of time that 

participants engaged in contemplative practices. As with the results from Table 29, 

changes in PSS scores were not supported with corresponding changes in MAAS scores. 

This further strengthens the implication that PSS scores were being impacted by factors 

other than contemplative practices. 

 

Table 29 

PSS and MAAS Scores Paired Samples T-Test by Contemplative Practice Duration (n=17) 

 M SD SE LC UC t df P 

Duration 

Increased         

PSS 4.667 7.090 2.894 -2.774 12.107 1.612 5.000 0.17 

MAAS -0.222 0.597 0.244 -0.849 0.405 -0.911 5.000 0.40 

Duration 

Same         

PSS 3.000 6.870 2.071 -1.615 7.615 1.448 10.000 0.18 

MAAS -0.176 0.334 0.101 -0.400 0.048 -1.747 10.000 0.11 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 
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Table 30 

PSS and MAAS Scores Paired Samples T-Test by Contemplative Practice Duration in Minutes (n=17) 

 M SD SE LC UC t df P 

0-15 

        

PSS 1.286 6.499 2.456 -4.725 7.296 0.523 6.000 0.62 

MAAS -0.257 0.239 0.090 -0.478 -0.036 -2.851 6.000 0.03* 

15-60+ 

        

PSS 5.200 6.812 2.154 0.327 10.073 2.414 9.000 0.04* 

MAAS -0.147 0.528 0.167 -0.525 0.231 -0.878 9.000 0.40 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the sample by time of 

practice increasing or remaining the same. The purpose of this test was to determine if 

faculty increasing or maintaining their time of practice was a factor in determining if any 

increases in MAAS scores would result in a decrease in the PSS scores. Table 31 presents 

the results of the Pearson correlation test and indicates that there was a weak correlation 

for the faculty who increased the time of their practice as seen with their pre-test PSS and 

MAAS scores, r (4) = -.30, p = .56, the correlation score remained weak with the post-test 

PSS and MAAS scores,  r (4) = -.21, p = .69. For faculty who’s time engaging in 

contemplative practices remained the same there was a weak correlation between the pre-

test PSS and MAAS scores, r (9) = -.41, p= .21 which strengthened slightly into a strong 

correlation for the PSS and MAAS post-test scores, r (9) = -.73, p = .01. This result 

indicates that the MAAS and PSS relationship was weak for the group that increased the 
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amount of time engaged in contemplative practices, and it is uncertain if changes in their 

MAAS scores would impact the PSS scores. The inverse relationship between MAAS 

and PSS for the group whose time practiced remained the same was moderate meaning 

changes in the MAAS would likely result in changes in the PSS scores (Brown & Ryan, 

2003; Chu, 2009; Davidson & Dahl, 2018; Ghasemipour, Robinson, & Ghorbani, 2013; 

Singh, Choubey, & Singh, 2016; Surinrut, Auamnoy, & Sangwatanaroj, 2016). This is 

further confirmed by the t-test which showed little to no change for both the MAAS and 

the PSS scores.  

 

Table 31 

PSS and MAAS by Contemplative Practice Duration  

 Pre-test PSS/MAAS Post-test PSS/MAAS 

Duration Increased   

r -0.30 -0.21 

p 0.56 0.69 

Duration Remained Same   

r -0.41 -0.73 

p 0.21 0.011* 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores.  

 

PSS/MAAS and Type of Practice  

A series of paired samples t-tests were run to determine if the type of 

contemplative practice that participants were engaged in was a factor in changes observed 

in the pre-test and post-test PSS and MAAS scores for participants. For this category, 

participants were allowed to select one or more of the contemplative practices that they 
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engaged in, as such the n is provided for each type of practice where appropriate. Tables 

32-34 present the mean, standard deviation, standard error, confidence level, t score, 

degrees of freedom, and significance or P score (two-tailed). Table 32 provides 

information for all contemplative practices not classified as other. Table 33 presents the 

results for the other category, while Table 34 provides detailed results for each of the 

individual contemplative practices. For the faculty who engaged in one or more of the 

contemplative practices not classified as other (n=14) there was a significant decrease 

between the pre-test and post-test PSS scores, t (13) = 2.695, p = .01 and almost no 

change for the MAAS scores, t (13) = 1.385, p = .19. Table 32 shows that for faculty who 

engaged in other practices (n=13), there was a minor decrease in PSS scores, t (12) = 

1.597, p = .14, while the MAAS scores for this group showed almost an increase, t (12) = 

2.919, p = .01. Table 33 shows that for each of the individual types of contemplative 

practices there were decreases in the PSS scores but that there were not significant 

corresponding increases in MAAS scores. These results indicate as with the previous 

section that there was a change in PSS scores were likely not impacted by any of the 

types of practices individually or collectively (Dane, 2011; Davidson & Dahl, 2018; 

Farias & Wikholm, 2016; Hirshberg, et al., 2018; Waters, Barsky, Ridd, & Allen, 2015). 

This series of results corroborates the findings from the previous sections and seems to 

indicate that the decrease in PSS was not necessarily due to the introduction of 

contemplative practices.  
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Table 32 

Contemplative Practices including Meditation, Walking Meditation, Yoga, Guided Breathing, Reflective 

Writing PSS and MAAS Scores Paired Samples T-Test   

 M SD SE LC UC t df P 

PSS 4.500 6.248 1.670 0.892 8.108 2.695 13.000 0.02* 

MAAS -0.171 0.463 0.124 -0.439 0.096 -1.385 13.000 0.19 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

 

Table 33 

Contemplative Practices Other PSS and MAAS Scores Paired Samples T-Test   

 M SD SE LC UC t df P 

PSS 3.231 7.293 2.023 -1.177 7.638 1.597 12.000 0.14 

MAAS -0.303 0.374 0.104 -0.528 -0.077 -2.919 12.000 0.01* 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

Table 34 

Contemplative Practices by Specific Type PSS and MAAS Scores Paired Samples T-Test  

 M SD SE LC UC t df P 

Meditation/ 

Walking 

Meditation 

        

PSS 3.125 6.446 2.279 -2.264 8.514 1.371 7.000 0.21 

MAAS -0.267 0.566 0.200 -0.740 0.206 -1.333 7.000 0.22 

Yoga 

        

PSS 2.833 6.998 2.857 -4.510 10.177 0.992 5.000 0.37 

MAAS 0.200 0.345 0.141 -0.162 0.562 1.419 5.000 0.22 
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 M SD SE LC UC t df P 

Guided 

Breath 

        

PSS 3.333 6.022 2.459 -2.987 9.653 1.356 5.000 0.23 

MAAS -0.078 0.498 0.203 -0.600 0.445 -0.383 5.000 0.72 

Reflective 

Writing 

        

PSS 4.500 5.206 2.125 -0.963 9.963 2.117 5.000 0.09 

MAAS -0.056 0.385 0.157 -0.460 0.349 -0.353 5.000 0.74 

*p < 0.05; ** p< 0.01; M = Mean; SD = Standard Deviation; SE = Standard Error Mean; LC = 95% Lower 

Confidence Interval; UC = 95% Upper Confidence Interval; t = t score; df = Degrees of Freedom; P = 

Significance (two-tailed) 

 

To determine if PSS scores were correlated to MAAS scores, a Pearson’s 

Correlation test was run on the pre-test and post-test data for the sample by type of 

contemplative practice. The purpose of this test was to determine if faculty engaging in a 

specific type of practice was a factor in determining if any increases in MAAS scores 

would result in a decrease in the PSS scores. Table 35 presents the results of the Pearson 

correlation test and indicates that there was a moderate to strong correlation for the type 

of practice that faculty engaged in. For faculty who engaged in meditation or walking 

meditation there was a moderate-strong relationship, r (6) = -.71, p = .05, the correlation 

score remained similar for the post-test scores, r (6) = -.60, p = .12. For faculty who 

practiced yoga, guided breath, and/or reflective writing there was generally a moderate 

correlation across pre-test and post-test scores. Faculty who engaged in other forms of 

contemplative practices saw a significant in change the relationship between their pre-test 

scores, r (11) = -.41, p = .16 and their post-test scores, r (11) = -.73, p < .01. Generally 

speaking, it seems that any changes in MAAS scores would likely result in an inverse 
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change in the PSS (Brown & Ryan, 2003; Chu, 2009; Gawrysiak, et al., 2016; Singh, 

Choubey, & Singh, 2016; Surinrut, Auamnoy, & Sangwatanaroj, 2016). This is further 

confirmed by the t-test which showed little to no change for the MAAS by the type of 

practice, meaning that changes to PSS scores was not likely due to contemplative 

practices (Dane, 2011; Davidson & Dahl, 2018; Farias & Wikholm, 2016; Hirshberg, et 

al., 2018; Waters, Barsky, Ridd, & Allen, 2015).  

 

Table 35 

PSS and MAAS by Contemplative Practice Type 

 Pre-Test PSS/MAAS Post-test PSS/MAAS 

Meditation/Walking Meditation   

r -0.71 -0.60 

p 0.051 0.12 

Yoga   

r -0.58 -0.52 

p 0.22 0.29 

Guided Breath    

r -0.85 -0.60 

p 0.03* 0.21 

Reflective Writing   

r -0.86 -0.38 

p 0.03* 0.46 

Other   

r -0.41 -0.73 

p 0.16 0.01** 

* Correlation is significant at the 0.05 level (2-tailed); ** Correlation is significant at the 0.01 level (2-

tailed) 

Note. This table presents the correlation score and levels of statistical significance of the 

Pearson correlation test for pre-test and post-test PSS and MAAS scores.  
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Qualitative Responses to Research Question Two 

Participants were asked to provide short answer responses to three questions when 

they were completing their post-test survey. Sixteen of the seventeen participants 

provided responses to these questions with six of the sixteen participants providing more 

substantial responses (three or more sentences per question answered). In the section 

below some of these responses are discussed in the context of the findings from the 

previous section.  

Qualitative Question 1 

Participants were asked to respond to the following question: Do you plan to 

continue integrating contemplative practices into your personal and professional life 

after this study? Why or why not? 

Twelve of the sixteen respondents stated that they would continue their practice 

for varying reasons, but there was consensus to continue because of the positive impact 

physically and mentally it had on their lives. Participant B agreed she/he would continue 

because they “…find them very helpful; this has been a very stressful time and with such 

practices I’d be in even worse shape”. This sentiment was echoed by Participant K who 

noted that she/he found engaging in these practices “…lowers my blood pressure…so 

that is important.” Physical benefits were explicitly offered as reasons to continue by ten 

of the sixteen participants. Participant N stated that her/his contemplative practice “…has 

had a palpable effect on my outlook, and on what I can accomplish”. The idea of self-care 

was echoed by Participant H who observed:  
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I was grateful to be a part of this study at this time as it invited [me] to make the 

time to continue these practices at a time when I felt so overwhelmed, I could 

have put doing this at the end of the list.   

These qualitative responses echo findings from studies presented in the review of 

literature, in particular the notion that contemplative practices potentially can help to 

improve readiness to change, executive function, self-efficacy, commitment to self-care, 

empathy, and awareness of stressor triggers (Chu, 2009; Gartner, 2013; Ghasemipour, 

Robinson, & Ghorbani, 2013; Gondo, Patterson, & Palacios, 2013; Schure, Christopher, 

& Christopher, 2008). Participant D offers interesting insight in her/his outlook after this 

study: 

I found my overall discomfort due to physical symptoms of stress and anxiety 

have been reduced, but I do fear that once the semester starts (especially if it is in 

person) it be more challenging to continue them and will require more of an effort 

to incorporate them into my daily routine. 

This observation is one of the topics that will be addressed in the 

recommendations section. How do participants continue to engage in practices that they 

know can help them process stress when life continues to challenge them? It should be 

noted though that the primary reason for participants wanting to continue was for their 

own commitment to self-care and their sense of wellness.  

Qualitative Question 2 

Participants were asked to respond to the next question: What changes (if any) 

have you noticed about your perceptions of stress after participating in this study? 
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Of the sixteen participants who responded to this question, twelve wrote that they 

had observed changes that included increased awareness of when they were stressed, an 

increased awareness of what was creating the stress (stressors), and noting that they had a 

sense of having some degree of control over the impact the stress had on them. For 

example, Participant H noticed that she/he became more attuned to her/his practice in 

moments of stress rather than retreating into passive leisure activities such as “…getting 

lost in the internet-which can get my mind off things…but doing that doesn’t refresh me.” 

This observation connects to the findings of Ghasemipour, Robinson, & Ghorbani (2013) 

who observed improvement in not only a commitment to improving self-care but also 

self-knowledge and its postive impact on their perceptions of their own wellness (Schure, 

Christopher, & Christopher, 2008).  

Participant K became “…more consciously aware of my stressor and how I deal 

with them.” This idea of increased awareness of not only stress but the root cause of that 

stress (stressor event) is at the core of contemplative practices and potentially beneficial 

for participants (Ghasemipour, Robinson, & Ghorbani, 2013; Kabat-Zinn, 2013; Schure, 

Christopher, & Christopher, 2008). Participant D shared that they struggled with health 

concerns, some due to stress, and that “…my symptoms have reduced, they are not gone, 

but they’ve been better-and I am getting better at identifying them earlier instead of when 

they are at their worst.” This observation connects to studies discussed earlier that noted 

participating in contemplative practices helped to increase a commitment to self-care, to 

raise participants awareness of their own health risks, and to develop practices that helped 

mitigate those risks (Ghasemipour, Robinson, & Ghorbani, 2013; Schure, Christopher, & 

Christopher, 2008).   
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Qualitative Question 3  

Finally, participants were asked to respond to this final question: How do you plan 

to integrate this new knowledge into your daily life? 

The participants offered a variety of plans that they hoped to enact including 

Participant A’s idea of spending more time “walking my dog, and riding my bike” and 

Participant B who noted that she/he wanted to “…try to focus more on controlling what is 

within my ability to control.” The majority of the participants indicated that they did not 

obtain new knowledge, but rather there was a renewed interest in focusing on the parts of 

their lives that helped them cope with stress. These observations echo the findings of 

Lederer & Middlestadt (2014) who noted in their study that intention to engage in 

contemplative practice was not enough to produce positive outcomes, rather participants 

needed to foster an environment in which space was created literally and figuratively for 

their practice. Thus, tangible plans are seen as equally as important perhaps more so than 

mere intention. Participant H though offered valuable insight into her/his intention to 

meld intention with action after this study:  

Participating in the study has invited me to figure out new routines to integrate 

meditative practices into a life that is increasingly unpredictable with never-

ending stress. Being in the study didn't teach me anything I didn't know, but it 

sure reinforced what I do know and reminded me that if I don't bring intention and 

attention to centering on a daily basis, I'm doing myself (and others in my life) a 

grave disservice. 

This sentiment cuts to the heart of the purpose of this study, contemplative practice is not 

about learning how to eliminate stress, it is about prioritizing your life around the idea 
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that stress is a natural part of the human experience and that we have the ability to cope 

with stress in productive ways if we choose (Dali Lama, 2016; Hanh, 2015; Kabat-Zinn, 

2013). 

One observation that emerged was that external stressor factors were not solely 

restricted to the work environment but rather stemmed for instance from the social unrest 

that came about with the killing of George Floyd and the renewed interest in the Black 

Lives Matter movement. Participant H commented that her/his stress stemmed from not 

only the Chancellors announcement but also “…the killing of George Floyd, on top of so 

many other Black deaths. I would say I’m acutely aware of feeling stressed pretty much 

all of the time.” This sentiment was echoed by Participant E who noted that 

“…community work against racism and police violence and killing of black people is 

stressing me out” on top of the Chancellors announcement and COVID-19. Social justice 

issues and unrest was not a factor that was considered in the design of this study and may 

have had an impact on the outcomes.  

Recommendations and Implications for Higher Education Faculty and 

Administrators 

This study has provided an opportunity to explore faculty stress and 

contemplative practices in a way not previously attempted. Faculty and administrators are 

facing extraordinary levels of uncertainty as they attempt to meet the enrollment and 

funding challenges outlined in the beginning of this study as well as new threats from 

COVID-19 as faculty prepare to return to campus this fall (National Center for Education 

Statistics, 2019; Spaulding, 2019). This study helps bring those challenges to the 

forefront and exposes some of the stress sources and effects impacting faculty. These 
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findings are the foundation of the following observations and recommendations for both 

faculty and administrators.   

Faculty Perceptions of Stress 

The higher education landscape was already in the midst of a series of major 

transformations as student enrollments declined and institutions attempted to become 

more competitive and fiscally responsible (Buckholdt & Miller, 2008; Hendel & Horn, 

2008; National Center for Education Statistics, 2019; Shin & Jung, 2014). This landscape 

was further complicated by the changes institutions were forced to adopt in the wake of 

COVID-19 and stress levels for faculty of the VSC were increased further with the 

sudden announcement of the possible campus closures (Duffort, 2020; Northern Vermont 

University, 2020). This study illustrated that while faculty were able to continue their 

work under these circumstances, many were forced to do so under a high degree of stress. 

Educational leaders realize that these factors are not going to abate anytime soon, and 

faculty may have to remain under these high levels of stress for the foreseeable future.  

The quantitative data collected confirms that participants were experiencing a 

high level of stress, and their qualitative responses illustrate how this stress manifested in 

both psychological and physical symptoms. Some of the symptoms reported in the 

qualitative responses included changes in participants: levels of anxiety, blood pressure, 

worries about their mental wellbeing, challenges with focusing, weight lost and gained, 

tension, and muscle aches and fatigue. These symptoms are precursors to more serious 

health risks outlined in chapter 1 including damage to the cardiovascular system, 

increased risk of disease, hypertension, and  participants connected their stress to a 

variety of sources that included work-related challenges, social unrest and issues of social 
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justice issues, and personal work/life integration challenges. The long-term health risks 

facing faculty under these circumstances require immediate action by administrators and 

faculty (Centers for Disease Control and Prevention, 2017; World Health Organization, 

2019).  

Another point of concern was the findings as it related to changes in faculty stress 

and the following variables: tenure status, the number of years teaching in higher 

education, and teaching at their current institution. In each instance the participants with 

tenure, more than ten years teaching, and more than ten years at their current institution 

recorded statistically significant decreases in their PSS scores with almost no change in 

their MAAS scores. This finding is juxtaposed with data from the participants who were 

tenure track, less than ten years teaching and less than ten years at their current institution 

who also had no perceptible change in their MAAS scores but also no appreciable change 

in their PSS scores. This finding suggests that the confluence of COVID-19 and the 

threatened closure of the VSC campuses was a significant factor for participants who had 

invested more of their professional lives into these institutions. This finding along with 

those previously discussed are the foundation of the following.     

Recommended actions include: 

• Administration and faculty working together to address the challenges 

facing their individual institutions, rather than one party alone making the 

decisions for all. This study found that decisions made in isolation (i.e. 

the Chancellors proposal) resulted in undue stress and ultimately did not 

resolve the challenges facing the VSC. Issues of funding, lack of 

participation in governance, revenue generation, and curriculum design 
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have been identified as external faculty stress factors in previous studies 

and support this recommendation (Buckholdt & Miller, 2008; Jabbar, 

Analoui, Kong, & Mirza, 2018; Kenny, 2018; Lederer & Middlestadt, 

2014; Shin & Jung, 2014).        

• Administrators and faculty work together to create clearer expectations 

for faculty workloads and establish clearer guidelines for non-

instructional related responsibilities (e.g. committee assignments and 

service to the school and community). This study found that the added 

workloads that came from the transition to remote learning exacerbated 

the time-management and work expectations that were identified in 

previous studies (Beer, et al., 2015; Buckholdt & Miller, 2008; Eddy & 

Gaston-Gayles, 2008; Olsen, 1993).     

Contemplative Practices 

The quantitative data collected for this study indicates that while perceptions of 

stress did in fact decrease over the six-weeks of the study, these changes however did not 

correlate with the introduction of, or increase in, contemplative practice. This conclusion 

was supported by the Pearson scores which showed that MAAS and PSS scores were 

moderately correlated, and so reductions in PSS scores should have been paired with a 

corresponding increase in MAAS scores. Results of the paired sample t-tests did not 

conclusively show any such changes. The assumption then is that changes in external 

factors, e.g. the end of the semester, remote learning, and the withdrawal of the 

Chancellors proposal, were at least partially responsible for changes in the PSS scores. 

The qualitative data collected in the post-test survey at first glance seems to contradict the 
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quantitative data. This initial impression though aligns with observations by a number of 

the studies discussed in the previous chapter that increases in mindful attention could 

raise awareness of physical, mental, and spiritual wellbeing as well as improve the sense 

of readiness to change, empathy, and cognition (Gartner, 2013; Ghasemipour, Robinson, 

& Ghorbani, 2013; Gondo, Patterson, & Palacios, 2013; Helber, Zook, & Immergut, 

Meditation in higher education: Does it enhance cognition, 2012).  This seemingly 

contradictory finding though highlights one of the possible shortcomings of this study, 

that measures of wellness or wellbeing was included in the design of this study. Thus, the 

effects that participants reported were connected to wellness and wellbeing rather than 

changes in the ways in which they perceived their levels of stress.  

Recommended actions include a commitment on the part of administrators and 

faculty to practice self-care and to include either professional development opportunities 

or funding for faculty to engage in healthy living habits. Supporting these habits could 

include the dedication of resources to faculty for physical exercise, contemplative 

practices options such as opening yoga classes to faculty and students, creating space for 

mediation or quite reflection, and outside space for walking. Additionally, faculty and 

administrators could work together to create health education incentives in the employee 

benefit packages to assist faculty in their attempts to achieve work/life integration. As 

noted earlier though, contemplative practices are not a cure-all and while some faculty 

may reap the benefits of a space to meditate that may not work for others (Davidson & 

Dahl, 2018; Farias & Wikholm, 2016; Garland & Gaylord, 2009). The primary purpose 

though should be the promotion of self-care to ensure that faculty are able to fulfill their 
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responsibilities to students, institutions, and community while ensuring their own 

wellness.        

Limitations 

The results of this study were impacted by a series of external factors that restrict 

the ability of the researcher to generalize beyond the context of this study. These factors 

include the sample size, sample distribution, COVID-19, and the campus closure notice 

by the VSC Chancellor. Each of these factors is discussed along with recommendations 

for future studies.  

The original design for this study was to include 30 participants from both the 

USNH and VSC systems to provide a sound sample. The actual sample size ended up 

being just a little more than half that number (n=17) with roughly 88% of participants 

coming from the VSC system. And while the general demographics were normally 

distributed, the disproportionate number of participants coming from one university 

system limits the generalizability of the findings to that system only. Future studies 

should consider accessing professional faculty organizations to assist in recruiting of 

faculty members for these types of research projects. Additionally, researchers should 

endeavor to time their studies so as to avoid artificially high periods of stress (e.g. exam 

periods, registration/enrollment, and faculty reappointment periods).   

The ability to cast these findings beyond the VSC is further inhibited by the fact 

that those 15 participants learned during the pre-test phase of the study that the 

Chancellor of the VSC was recommending the immediate closure of three of the systems 

campuses, some of which may have been the home institutions of the 15 participants 

(Duffort, 2020). This announcement coupled with the forced move to remote learning due 
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to COVID-19 created an environment of stress that may have artificially inflated the PSS 

pre-test scores of those members and may have been responsible for the large decrease in 

pre/post-test PSS means (Northern Vermont University, 2020). This factor further limits 

the ability to generalize these findings as the external conditions were abnormal and 

could not be reliability replicated in future studies. While it is unlikely future researchers 

would see a confluence of stressors such as these, it would be wise to consider either 

contingency plans should one or more extreme factors present themselves or implement a 

more flexible timeline that would allow the researcher options within the data collection 

phase.   

A final limitation of this study is the fact that the primary data points were 

collected via self-report instruments. The reliability of these instruments although verified 

by several studies are subject to the participant input, ability to interpret questions, and 

the ability to recall information and relay that in their responses (Creswell & Creswell, 

2018; Salkind, 2010). In addition, because participants were asked to engage in the same 

instruments six-weeks apart, there are concerns the participants may base post-test 

responses on their recollection of their pre-test responses or attempt to correct their 

previous responses (Creswell & Creswell, 2018; Salkind, 2010). Future studies should 

consider additional data instruments that do not solely rely on self-report methodology 

such as observation, interviews, and focus groups.  

Implications for Researcher’s Leadership Agenda and Growth 

The study has provided a better understanding of the stress faculty are 

experiencing, including the degree of stress, sources of the stress (stressors), and the 

coping mechanisms that faculty possess. This study has also begun the process of 
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creating a foundation of knowledge for educational leaders in higher education to begin 

to better understand what role they can play in supporting faculty. These efforts should 

embrace a variety of approaches that balance the needs of the institutions to remain 

competitive without sacrificing the health and wellbeing of faculty. 

  The process of completing this research has allowed for a more in-depth 

understanding of the dynamic that exists between the administration, faculty, students, 

and the community as evidenced by the response by these stakeholders to the Chancellors 

proposal and the backlash it generated resulting in his withdrawing of the proposal and 

subsequent resignation (Duffort, 2020). The result of this change is the dynamic and the 

unifying effect it had on these stakeholders, along with the findings of this study, 

demonstrates an appetite to improve the understanding of their respective roles in 

educating students and contributing to the community. Educational leaders would do well 

to seize upon this moment of unified interest in changing the course of higher education 

and create an environment in which these stakeholders are invited to contribute to the 

future of higher education, this sense of agency and self-determination that has been cited 

in studies as being central in helping individuals adapt to change and reduce the stress 

that can result (Baas, Nevicka, & Ten Velden, 2014; Cranton, 2002; Haight, 2010). 

Future Research 

To date, this is the first quasi-experimental study that focused on faculty 

perceptions of stress and the introduction of contemplative practices. This study was 

instrumental in establishing the template for studying faculty stress over a period of time 

using reliable and accessible data collection instruments. This study also established the 

fact that faculty do in fact experience the effects of stress and are interested in exploring 
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coping techniques that might allow them to better understand how stress manifests in 

their life and how they respond to the effects of those stressor events. Future studies 

should consider a number of factors in their research design. 

First, consider a longitudinal study over the course of several months or years. As 

discussed previously, short-term studies capture data in a small window that is easily 

impacted by either large events, such as COVID-19, or a confluence of smaller events 

that cannot be replicated and may provide unreliable results. Studies over longer periods 

of time focusing on faculty stress and contemplative practices would allow for a more 

reliable measure of stress such as those seen in studies discuss earlier (Kabat-Zinn, 2013; 

Olsen, 1993; Olsen & Crawford, 1998; Schure, Christopher, & Christopher, 2008). 

Second, in addition to self-report instruments future studies should endeavor to collect 

data from a variety of techniques including: focus groups, observation, interviews, or the 

use of medical equipment to capture body measurements and brain scans (Creswell & 

Creswell, 2018; Garland & Gaylord, 2009; Kabat-Zinn, 2013).   

A final recommendation is to consider using an experiment and control group 

format in the research design. This addition would allow for another set of data points to 

compare outcomes from the introduction of contemplative practices. This format could be 

used to determine if changes were likely the result of some form of intervention or if 

changes were impacted by a confounding factor as was seen in this study (Creswell & 

Creswell, 2018; O'Dwyer & Bernauer, 2014). 
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Conclusion 

Contemplative practices are not a cure-all, and the findings of this study confirm 

what previous studies noted that first contemplative practices and their effects are not 

easily measured, and second that outcomes are uniquely experienced by individuals, as 

was noted in the findings of this study (Davidson & Dahl, 2018; Farias & Wikholm, 

2016; Garland & Gaylord, 2009). The purpose of this study was to determine first if the 

introduction of contemplative practices as well as their frequency, and mode (type) would 

change faculty perceptions of stress. The findings of this study cannot conclusively show 

that changes in stress level perceptions were affected by the introduction or mode of 

contemplative practice. Participants who increased the number of days they practiced saw 

the largest decrease (9.8 points) in their pre-test & post-test PSS scores. And while there 

was not a significant corresponding increase in MAAS scores, that finding seems to 

suggest that increasing the number of days may have had some impact on PSS scores.  

The second purpose of this study was to determine what changes participants 

experienced as a result of introducing and incorporating contemplative practices into their 

daily lives. The responses to this question raised two interesting points. First, participants 

reported that their experiences focused on two areas generally one being an awareness of 

not only their stressors but also the ways in which those stressors manifested in creating 

their unique recipe for stress. The second area of focus for participants was on their sense 

(perception) of wellness and how stress impacted them physically, emotionally, and 

cognitively. The design of this study was focused on changes in perceptions of stress and 

its effects but not on wellness. This oversight creates the foundation for future studies and 

areas of focus.   
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The stress that faculty are facing is unlikely to decrease anytime in the near 

future, the impacts of prolonged exposure to stress have been discussed as have the 

numerous threats to health and wellness (Centers for Disease Control and Prevention, 

2017; Kabat-Zinn, 2013). The challenge for faculty though is to seek an understanding 

that the phenomenon of stress is not something to be controlled, rather it is a part of the 

human experience, one that can prepare us for action or alert us to dramatic changes in 

our environment (American Psychological Association, 2019). For faculty these changes 

in the higher education landscape have created a dissonance between the world they 

thought they lived in and the one that they do live in. This world now includes the 

financial challenges facing higher education stemming from enrollment and demographic 

declines, increased competition for resources, and now a global pandemic (National 

Center for Education Statistics, 2019; Spaulding, 2019). Faculty will need to embrace the 

idea of change, to understand that their suffering and stress stems from their resistance to 

the relentless march of time and change. They will need to learn that “…by developing 

the attitude that work is a mess, we can learn to relax and be curious…appreciating both 

the advantages and disadvantages-we become fully equipped to engage in such events in 

all their variations” (Carroll, 2006, p. 54). Only in this way will faculty learn how to live 

with their stress.  
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Appendix B Participant Recruitment Letter 

James C. Noyes, MEd  

249 Maple St. 

Bethlehem, NH 03574 

(603) 396-8641 

jcnoyes1@plymouth.edu 

 

January 27, 2020 

 

 

Dear Participant, 

 

You are invited to participate in a research study titled The Effect of 

Contemplative Practices on Pre-Tenure College Faculty Perceptions of Stress. This study 

is being conducted by doctoral candidate James C. Noyes, MEd and his dissertation 

committee from the Doctor of Education Learning, Leadership, and Community program 

at Plymouth State University. The purpose of this six-week study is to explore the 

relationship between contemplative practices and perceptions of both personal and 

professional stress over a period of time. This study may help higher education leaders, 

administrators, and faculty to better understand how pre-tenure faculty experience stress 

and what tools may be effective in addressing those perceptions. 

 

In this study you will be asked to complete an online short demographic survey, 

participants will then complete the 10 item Sheldon Perceived Stress Scale (PSS) and the 

15 item Mindful Attention Awareness Scale (MAAS). Participants will then be asked to 

participate in a six-week study in which they will record their daily contemplative 

practice using a log sheet, as well as writing down their observations or reflections of 

their daily practice. At the end of the six-week period participants will be asked to 

complete another online round of the PSS and MAAS scales as well as submitting their 

completed daily practice log sheet with comments.    

 

Participation in this survey is completely voluntary, there are no travel 

requirements as the surveys will be administered via an online survey platform. All 

surveys are received anonymously and will be treated as such. There is no compensation 

for participating in this study. Thank you for considering participating in this study. 

 

If you have any comments, questions, or concerns with regards to the survey, the 

questions, or the purpose of the study, please contact James Noyes at 

jcnoyes1@plymouth.edu or by calling (603) 396-8641. 

 

Sincerely, 

 
James C. Noyes 
James C. Noyes, MEd  

Doctoral Candidate, Plymouth State University 
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Appendix C Demographic Survey 

 

General Demographic Survey Questions for Beginning/End of Study 

Age (text box) 

Gender 

• Female 

• Male 

• Other (text box) 

Race 

• White 

• Black or African American 

• American Indian or Alaskan Native 

• Asian 

• Native Hawaiian or other Pacific Islander 

• From multiple races 

• Other (text box) 

Highest level of school you have completed/highest degree you have earned 

• Bachelor’s degree 

o What discipline (text box) 

• Graduate degree 

o What degree level/discipline (text box) 

• Other Certifications/Licensure  

Tenure Status 

• Tenure-Track 

• Tenure  

• Non-Tenure Track (text box) 

Which University/College System are you employed with– (USNH or VSC) 

• University System of New Hampshire 

• Vermont State Colleges System 

• Other (text box) 

How many years have you been teaching in higher education? 

• Less than 1 year 

• 1-3 years 

• 3-5 years 

• 5-7 years 

• 7-10 years 

• Over ten years (text box for # of years) 

How long have you been employed in your current university/college system? 

• Less than 1 year 
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• 1-3 years 

• 3-5 years 

• 5-7 years 

• 7-10 years 

• Over ten years (text box for # of years) 

Do you currently incorporate contemplative practices (meditation, mindful 

breathing, reflective writing, etc.) into your daily life? 

• Yes or no check box 

How many times per week do you currently engage in contemplative practice? 

• 0-1 days per week 

• 1-3 days per week 

• 3-5 days per week 

• 5-7 days per week 

• Other (text box) 

How long do you typically engage in your contemplative practice per day? 

• 0-15 minutes 

• 15-30 minutes 

• 30-45 minutes 

• 45-60 minutes 

• 60+ minutes 

What type(s) of contemplative practice do you engage in a typical week? (check 

all that apply) 

• Meditation  

• Walking Meditation 

• Yoga 

• Guided Breathing  

• Reflective Writing 

• Other (text box) 
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Appendix D Perceived Stress Scale Instrument  

PERCEIVED STRESS 

SCALE 

by Sheldon Cohen  
  
  
  
  
  
  
  
  
  
  

hosted by 

 
 

Copyright © 1994. By Sheldon Cohen. All rights reserved. 
  
  
  
  
  
  
  
  

Mind Garden, Inc. is a leading international publisher of psychological assessments, 
focusing on providing ease, access, speed, and flexibility.   

  
  

We are in the business of enabling access to validated psychological assessments and 
instruments. We serve the international, corporate, academic, and research 
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communities by offering high-quality, proven instruments from prominent 
psychologists.  

  
  

www.mindgarden.com  
info@mindgarden.com  

(650) 322-6300  
    
  

  
    

   
Save time and effort by administering this instrument with TransformTM!   

  

     
Let Mind Garden handle survey creation, data collection and scoring for you. Our TransformTM 

system allows you to easily manage participants with a variety of campaign options. 
TransformTM will administer the instrument and provide you with a .csv data file of the raw 

score, by scale. For most instruments you can also provide individual reports to participants or 
generate group reports. We can add demographics and other instruments, including non-Mind 

Garden instruments, to the survey with our Customization  
Services.  

  
 
 
 
 
 
 
 
 

 

 

 

 

 

about:blank
about:blank
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If you find the Perceived Stress Scale useful, you might be interested in these other 

great Mind Garden instruments.  

 
          

State-Trait Anxiety Inventory 
– Adult (STAI-AD)  

  Understanding and 
Managing Stress  

  Other 
instruments 
related to 
Anxiety 
and Stress  

          
by Charles D. Spielberger    by Robert Most and Theresa 

Muñoz  
    

          

The definitive instrument 
for measuring anxiety in 
adults. It  

clearly differentiates between 
the temporary condition of 
“state  
anxiety” and the more 
general  

and long-standing quality of 
“trait  

anxiety”. It helps 
professionals  

distinguish between a 
client’s feelings of 
anxiety and  

depression. The 
inventory’s  
simplicity makes it ideal 
for  

evaluating individuals with 
lower educational 
backgrounds.  

  

  This forty-page workbook 
offers individuals a 
comprehensive approach 
to managing stress. The  
workbook includes basic  

strategies for: managing 
daily on-the-spot stress; 
problem  
and emotion focused 
coping skills; and 
improving  
personal and work 
lifestyle; as well as 
resources for further 
exploration.  

  These 
instruments 
measure anxiety 
or stress in a 
variety of 
situations 
including test  
anxiety, school-
related stress,  

and anxiety as a 
state-like and 
trait-like 
construct. Many 
of these 
instruments are 
complimented by 
reports or 
workbooks that 
provide tips and 
exercises to 
manage stress 
and anxiety.  
  
 
 
  

 

about:blank
about:blank
about:blank
about:blank
about:blank
about:blank
about:blank
about:blank
about:blank
about:blank
about:blank
about:blank
about:blank
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PERCEIVED STRESS SCALE 

by Sheldon Cohen 

  

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

measuring the perception of stress.  It is a measure of the degree to which situations in 

one’s life are appraised as stressful.  Items were designed to tap how unpredictable, 

uncontrollable, and overloaded respondents find their lives.  The scale also includes a 

number of direct queries about current levels of experienced stress.  The PSS was 

designed for use in community samples with at least a junior high school education.  The 

items are easy to understand, and the response alternatives are simple to grasp.  

Moreover, the questions are of a general nature and hence are relatively free of content 

specific to any subpopulation group.  The questions in the PSS ask about feelings and 

thoughts during the last month.  In each case, respondents are asked how often they felt a 

certain way.  

Evidence for Validity:  Higher PSS scores were associated with (for example):  

• failure to quit smoking   

• failure among diabetics to control blood sugar levels   

• greater vulnerability to stressful life-event-elicited depressive symptoms  more colds  

Health status relationship to PSS:  Cohen et al. (1988) show correlations with PSS and:  

Stress Measures, Self- 

Reported Health and Health Services Measures, Health Behavior Measures, Smoking 

Status, Help Seeking Behavior.  

Temporal Nature:  Because levels of appraised stress should be influenced by daily 

hassles, major events, and changes in coping resources, predictive validity of the PSS 

is expected to fall off rapidly after four to eight weeks.  

Scoring: PSS scores are obtained by reversing responses (e.g., 0 = 4, 1 = 3, 2 = 2, 3 = 1 

& 4 = 0) to the four positively stated items (items 4, 5, 7, & 8) and then summing 

across all scale items.  A short 4 item scale can be made from questions 2, 4, 5 and 10 

of the PSS 10 item scale.  

Norm Groups:  L. Harris Poll gathered information on 2,387 respondents in the U.S.  

  

  Norm Table for the PSS 10 item inventory  

Category  N  Mean  S.D.  

Gender  

Male  

  

926  

  

12.1  

  

5.9  

Female  1406  13.7  6.6  

Age 18-

29  
  

645  

  

14.2  

  

6.2  

30-44  750  13.0  6.2  
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45-54  285  12.6  6.1  

55-64  282  11.9  6.9  

65 & older  296  12.0  6.3  

Race white    

1924  

  

12.8  

  

6.2  

Hispanic  98  14.0  6.9  

black  176  14.7  7.2  

other minority  50  14.1  5.0  

PERCEIVED STRESS SCALE  

  

The questions in this scale ask you about your feelings and thoughts during the last 
month.  In each case, you will be asked to indicate by circling how often you felt or 
thought a certain way.  

  

Name ____________________________________________________    Date 
______________  

Age ________    Gender (Circle):    M    F            Other 
___________________________________  

  

 

0 = Never     1 = Almost Never     2 = Sometimes     3 = Fairly Often     4 = Very Often  

1. In the last month, how often have you been upset because of   

something that happened unexpectedly?                                                        0     1     
2   3    4  

              

2. In the last month, how often have you felt that you were unable to   

control the important things in your life?                                                         0     1    2    
3    4  

              

3. In the last month, how often have you felt nervous and “stressed”?             0    1     2   
3     4  

              

4. In the last month, how often have you felt confident about your   

ability to handle your personal problems?                                                       0    1     2    
3     4  

              

5. In the last month, how often have you felt that things were going   
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your way?                                                                                                               0    1     2    
3     4  

              

6. In the last month, how often have you found that you could not cope   

with all the things that you had to do?                                                            0    1     2     
3     4  

              

7. In the last month, how often have you been able to control irritations   

in your life?                                                                                                            0    1     2     
3     4  

              

8. In the last month, how often have you felt that you were on top of   

things?                                                                                                                    0    1     2     
3     4  

              

9. In the last month, how often have you been angered because of   

things that were outside of your control?                                                      0    1      2     
3     4  

              

10. In the last month, how often have you felt difficulties were piling up   

so high that you could not overcome them?                                                 0     1     2     
3     4  

  

  
info@mindgarden.com 

www.mindgarden.com  
References  

The PSS Scale is reprinted with permission of the American Sociological Association, from Cohen, S., Kamarck, T., and 
Mermelstein, R.  
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Appendix E Mindful Attention Awareness Scale Instrument  

Mindful Attention Awareness Scale  

Description: 

The MAAS is a 15-item scale designed to assess a core characteristic of 

dispositional mindfulness, namely, open or receptive awareness of and attention to what 

is taking place in the present. The scale shows strong psychometric properties and has 

been validated with college, community, and cancer patient samples. Correlational, quasi-

experimental, and laboratory studies have shown that the MAAS taps a unique quality of 

consciousness that is related to, and predictive of, a variety of self-regulation and well-

being constructs. The measure takes 10 minutes or less to complete. 

   
Day-to-Day Experiences                                  

  

Instructions: Below is a collection of statements about your everyday experience.  

Using the 1-6 scale below, please indicate how frequently or infrequently you currently 

have each experience.  Please answer according to what really reflects your experience 

rather than what you think your experience should be. Please treat each item separately 

from every other item.  

  

 1  2  3  4  5 

 6  

 Almost  Very  Somewhat  Somewhat  Very 

 Almost  

 Always  Frequently  Frequently  Infrequently 

 Infrequently  Never  

  

           
   

I could be experiencing some emotion and not be 

conscious of it until some time later.   

  1       2       3       4       5       6   

I break or spill things because of carelessness, not paying 

attention, or thinking of something else.  

  1       2       3       4       5       6   

I find it difficult to stay focused on what’s happening in the 

present.  

  1       2       3       4       5       6   

I tend to walk quickly to get where I’m going without paying 

attention to what I experience along the way.  

  1       2       3       4       5       6   

I tend not to notice feelings of physical tension or 

discomfort until they really grab my attention.  

  1       2       3       4       5       6   
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I forget a person’s name almost as soon as I’ve been 

told it for the first time.  

  1       2       3       4       5       6   

It seems I am “running on automatic,” without much 

awareness of what I’m doing.  

  1       2       3       4       5       6   

I rush through activities without being really attentive to 

them.  

  

1       2       3       4       5       6   

I get so focused on the goal I want to achieve that I lose 

touch with what I’m doing right now to get there.  

  1       2       3       4       5       6   

I do jobs or tasks automatically, without being aware of 

what I'm doing.  

  1       2       3       4       5       6   

I find myself listening to someone with one ear, doing 

something else at the same time.  

  1       2       3       4       5       6   

           

  

I drive places on ‘automatic pilot’ and then wonder why I 

went there.   

  1       2       3       4       5       6   

I find myself preoccupied with the future or the past.  

  
1       2       3       4       5       6   

I find myself doing things without paying attention.  

  
1       2       3       4       5       6   

I snack without being aware that I’m eating.  

  

1       2       3       4       5       6   

             

MAAS Scoring  

  

To score the scale, simply compute a mean of the 15 items. Higher scores reflect higher 

levels of dispositional mindfulness.  

(The Greater Good Science Center at the University of California, 2020) 
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Appendix F Informed Consent Form 

INFORMED CONSENT FORM  

 

CONSENT TO PARTICIPATE 

 

VOLUNTARILY IN A RESEARCH INVESTIGATION 

 

PLYMOUTH STATE UNIVERSITY 

 

 

INVESTIGATOR(S) NAME: James C. Noyes, MEd Plymouth EdD Candidate  

 

STUDY TITLE: The Effect of Contemplative Practices on Pre-Tenure College 

Faculty Perceptions of Stress 

 

PURPOSE OF THE STUDY 

The purpose of this research study is to explore what affect (if any) contemplative 

practices may have on pre-tenure faculty members perceptions of stress over a period of time. 

Participants will be asked to document the days, times, durations, and types of contemplative 

practices during the six-week study using an excel log sheet provided by the researcher. 

Participants will also be asked to complete self-report surveys at the beginning and end of the 

study. 

 

You are being asked to be a participant in the study because the data collected from 

participants may provide a better understanding of the ways in which stress is managed and may help 

to discover how to develop stress mitigation tools and practices for pre-tenure faculty.  

 

DESCRIPTION OF THE STUDY 

• Participants will be asked to complete an online, anonymous survey comprised of general 

demographic questions, and then complete two short surveys one of which focuses on 

stress perceptions and the other on the attention participants pay to their mindfulness 

states  

• Participants will then over the course of six weeks log, using a spreadsheet provided by 

the principle investigator, their daily contemplative practices  

• Upon completion of the six-week period, participants will be asked to complete a follow-

up survey to again measure perceptions of stress and their attention to their mindfulness 

state  

• Participation in this study will require approximately 20-30 minutes of uninterrupted 

time to complete the online surveys at the beginning and at the end of the study 

 

The amount of time required to participate in the study is 6-8 weeks in total. There are no 

travel requirements for this study as the surveys and the daily log file will be administered and 

transmitted digitally.  

 

RISKS AND DISCOMFORTS  

As a participant in this study, it is possible that some participants might feel some 

discomfort when reflecting on and responding to questions about their perceptions of stress and 
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their state of mindfulness. In addition, as employment status (tenure-track) is a qualifier for this 

study, participants may experience discomfort when participating in this study as they are 

attempting complete their professional responsibilities. Lastly, there is also a minimal risk of 

breach of confidentiality; however, steps have been taken to reduce this risk. 

 

 

 

 

BENEFITS  

There may be no direct explicit benefits of participating in this study; however, the 

knowledge received may be of value to the field of education for administrators, faculty leadership, 

and other interested parties. Perceptions of stress and their impact on the ability of faculty members 

to be productive in (and out) of the classroom is a topic gaining much attention. This research study 

aims to add to the current body of knowledge and enable a deeper understanding of how to address 

this complex dynamic.  

 

ALTERNATIVE PROCEDURES 

If participants wish to complete the surveys at the beginning and the end of the study, but not 

engage in contemplative practices during the six-week period their inclusion in the study may serve 

as a de facto control group.  

 

CONFIDENTIALITY 

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. The data generated by 

the study may be reviewed by Plymouth State University's Institutional Review Board, which is the 

committee responsible for ensuring your 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, you will not be identified by name. As per federal guidelines, the 

information collected during your participation in this study will be kept for a minimum of three 

years.  

 

I plan to maintain the confidentiality of all data and records associated with your 

participation in this research. There are, however, rare instances when I may be required to share 

individually identifiable information with the following: 

• Officials at Plymouth State University (PSU), 

• Regulatory and oversight government agencies 

  

Further, any communication via the internet poses minimal risk of a breach of 

confidentiality. 

 

To help protect the confidentiality of your information,  

 

1. The data will be collected using a secure, password protected software platform. Each 

participant will be assigned a unique identification number rather than their name to 

maintain anonymity. Data extracted from the software platform for analysis will be stored on 

an encrypted flash drive and locked inside of a safe in the principle investigators home 

office. Access to the safe and the flash drive will be restricted to the principle investigator 

only 

2. Access to the study data upon completion of the analysis will be restricted to the principle 

investigator, the dissertation chair, and the two dissertation committee members     

3. Identifiable data will not be shared with third-parties 
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4. Data that has been de-identified may be used in future studies by the principle investigator 

only and will not be shared with other researchers or third-parties    

 

I will report the data in aggregate so as to avoid possibly identifying individual participants. 

If participants offer qualitative feedback or comments, pseudonyms will be assigned when reporting 

these in the final report.  The results may be used in reports, presentations, publications, workshops, 

or other trainings.  

 

TERMINATION OF PARTICIPATION  

You may choose to withdraw from this study at any time and for any reason. If you choose 

to drop out of the study, you may contact the investigator. As the surveys are anonymous, it will not 

be possible to destroy those records nor data that has been collected prior to notification of the 

participants desire to leave the study. If the principle investigator determines that a participant has 

either not been truthful about their tenure status, or their employment in the USNH or VSC system 

their participation may be terminated. Any data or records collected up to that point will remain part 

of the study. 

 

COMPENSATION 

You will not receive payment for being in this study. Participation in this study is strictly 

voluntary. There will be no cost to you for participating in this research. 

 

INJURY COMPENSATION 

Neither Plymouth State University nor any government or other agency funding this 

research project will provide special services, free care, or compensation for any injuries resulting 

from this research. The treatment for such injuries will be at your expense and/or paid through your 

medical plan. 

 

QUESTIONS  

If you have further questions about this study, you may contact James C. Noyes at (603) 

396-8641 or jcnoyes1@plymouth.edu. If you have any questions about the rights of research 

participants, you may call the Chairperson of the Plymouth State University’s Institutional Review 

Board at 603-535-3114 (Valid until July 1, 2021). 

 

VOLUNTARY PARTICIPATION 

You understand that your participation in this study is entirely voluntary, and that refusal to 

participate will involve no penalty or loss of benefits. You are free to withdraw or refuse consent, or 

to discontinue your participation in this study at any time without penalty or consequence.  

 

You voluntarily give your consent to participate in this research study. You will be given a 

copy of this consent form. 

 

Signatures : 

 

________________________ 

Participants Name (Print)  

 

________________________    ____________ 

about:blank
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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.  

 

Investigator’s Name (James C. Noyes, MEd)  

 

____________________________________________  _____________ 

Investigator’s Signature      Date 

 

Plymouth State University’s IRB has approved the solicitation of participants for the study 

until  

 

 


