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Abstract

Purpose – The purpose of this paper is to gain understanding of the benefits and limitations of mindfulness
training among secondary school students and teachers in Toronto, Ontario, Canada.
Design/methodology/approach – Using a case study methodology, the authors analysed programme
evaluation forms and conducted thematic analyses of focus groups with Catholic secondary school teachers
and students that participated in the Mindfulness Ambassador Council programme.
Findings – The findings suggest that mindfulness training may provide participants with opportunities for
personal growth, specifically in the areas of stress reduction, relaxation, social awareness, self-discovery and
relationship building.
Research limitations/implications – This study confirms existing literature that training in mindfulness
practice may be beneficial in strengthening relationships, reducing stress and anxiety and promoting inner
well-being and social-emotional learning in youth. To test these findings empirically, future research should
examine mindfulness training in schools using a robust randomised controlled trial design.
Practical implications –Given the current state of research on mindfulness-based interventions specifically
with the adolescent population, the study provides useful and timely data on participants’ experiences
with mindfulness training, and discusses how such training can be effectively harnessed within secondary
school settings.
Originality/value – There is growing evidence that the regular practice of mindfulness has myriad
psychological, therapeutic and health benefits, and contributes to heightened emotional intelligence and
improved performance in a host of activities. Relatively little is known, however, about the effects of
mindfulness interventions on child and adolescent populations. The study contributes to the emerging
evidence on mindfulness practice with students in school settings.
Keywords Mindfulness, Educators, Adolescent populations, Mindfulness training, School settings,
Social and emotional learning
Paper type Case study

Introduction

There is now a sizeable body of evidence in support of mindfulness, operationally defined in
the literature as “paying attention on purpose, in the present moment, and non-judgementally
to the unfolding of experience moment by moment” (Kabat-Zinn, 2003, p. 145). Although
associated with a range of terminologies, Dimidjian and Linehan (2003) suggest that there are a
number of principles that would support an overarching conceptualisation of mindfulness
practice. This conceptualisation describes three activities that individuals undertake when
practicing mindfulness: first, observing, perceiving, bringing awareness; second, describing,
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noting, labelling; and third, participating. These activities are performed: with acceptance,
nonjudgementally; in the present moment; and effectively. Using a case study methodology, this
study explores the benefits and limitations of a mindfulness training programme (the Mindfulness
Ambassador Council (MAC)) using data collected from teachers and students in secondary
schools in Toronto, Canada.

Much of the literature on mindfulness-based interventions (MBIs) derives from studies conducted
with adults. A few earlier studies examining the effectiveness of MBIs in improving symptoms of
anxiety and depression in adults demonstrated equivocal results (see Toneatto and Nguyen, 2007)
when using mindfulness approaches specifically for stress reduction (MBSR). However, a more
recent meta-analysis by Khoury et al. (2013) that examined a range of physical, medical and
psychological conditions showed that mindfulness-based therapy (MBT) was more effective in
treating psychological disorders (i.e. studies specifically measuring depression and anxiety
generated moderate to large effect sizes, respectively) than medical or physical conditions,
although it was no more effective than traditional cognitive behavioural therapy or pharmacological
treatments. A meta-analysis by Hofmann et al. (2010) also found that MBT had moderate effects in
reducing symptoms of anxiety and depression, and even larger effects when treating anxiety and
mood disorders. However, in analysing studies with waitlist or treatment as usual controlled
studies, only small reductions in anxiety and depression were reported (Hofmann et al., 2010).
Similarly, in a meta-analysis examining the effectiveness of MBSR on patients with chronic somatic
diseases, Bohlmeijer et al. (2010) found only small effects on anxiety, depression and psychological
distress. Although not a panacea for all ills, MBIs have been shown to produce some positive
outcomes in adults, particularly psychological and therapeutic benefits.

With respect to school-aged children and young people, the prevalence of mental health issues is
concerning (Patel et al., 2007) with epidemiological research estimating that across the globe,
up to 20 per cent of children and adolescents suffer from a disabling mental illness (Belfer, 2008).
Clearly, the range of emotional and social issues confronting young people has significant
impacts on their academic performance and motivation (Broderick and Metz, 2009; Mendelson
et al., 2010). Consequently, policy-makers, researchers and educators are increasingly calling for
evidence-based educational approaches that enhance students’ academic motivation, school
performance, social-emotional skills both in and outside the classroom (Meiklejohn et al., 2012),
and general well-being in terms of the child as a whole (Huppert and Johnson, 2010; Rempel,
2012). School-based MBIs for children and youth are thus attractive because, as some
studies suggest, they hold promise in advancing healthy psychological functioning
(Beauchemin et al., 2008; Broderick and Metz, 2009; Huppert and Johnson, 2010),
interpersonal development (Schonert-Reichl and Lawlor, 2010) and positive behaviours in the
classroom (Barnes et al., 2003).

Evidence is only now emerging on the effects of using MBIs with children and youth (Thompson
and Gauntlett-Gilbert, 2008; Wisner, 2014; Zack et al., 2014). The current state of research,
however, remains equivocal, appearing inconsistent and contingent on both the outcome
measures employed and the interventions depicted (Burke, 2010). Given that the fewMBI studies
conducted with young people generally are dogged by design and methodological issues
(Greenberg and Harris, 2012), it may be premature to draw conclusions on the efficacy of such
interventions with these populations (Burke, 2010). The limited studies that are currently available
show only small to moderate effects, if any at all. A randomised controlled trial (RCT) by Napoli
et al. (2005) found significant improvements in non-clinical children’s self-rated anxiety, social skills
and selective attention scores, with effects sizes in the small to medium range (d¼ 0.39-0.60).
Black et al.’s (2009) review of sitting meditation interventions also showed small to moderate
improvements in children and adolescents’ physiologic outcomes (d¼ 0.16-0.29) and
psychosocial and/or behavioural outcomes (d¼ 0.27-0.70). Moreover, Zoogman et al.’s (2014)
meta-analysis on MBIs with youth showed an overall small effect size (d¼ 0.227) over a range of
sub-samples and outcomes. For clinical samples, the effect size was close to three times the
magnitude of that found in non-clinical samples (d¼ 0.50 vs 0.197), albeit still in the moderate
range. This finding is consistent with Biegel et al.’s (2009) study which assessed the impact of
MBSR on adolescents with heterogeneous mental health diagnoses attending an outpatient
psychiatric facility; at follow-up this study found significant reductions in self-reported anxiety,
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depressive and somatisation symptoms in the treatment group compared with the controls
(d¼ 0.28-0.92). These findings suggest that MBIs may be particularly valuable with clinical
populations or when directed at symptoms of psychopathology (Zoogman et al., 2014).

Some researchers contend that MBIs provide a feasible and effective method of treating
disorders in clinical child and youth populations (Greenberg and Harris, 2012; Bögels et al., 2008)
and of building resilience in universal populations (Greenberg and Harris, 2012; Rempel, 2012);
however, further research is required. Moreover, greater understanding is needed of the practical
issues related to adapting MBIs for young people, taking into account their developmental needs
(Burke, 2010). Hence, our rationale for this study was to not only garner participants’ thoughts
and experiences on a specific MBI, along with their perceptions on the impacts of mindfulness
practice, but also to explore best practices that might be useful for facilitators providing
this training in the future. The research questions entailed exploration of participants’ views on the
benefits and limitations of the MAC programme, their thoughts on the impacts of mindfulness and
their experiences with its practice.

Methods

We found the framework for the design and evaluation of complex interventions described by
Campbell et al. (2000) particularly useful in helping us plan our programme of research to evaluate
the effects of MBIs on young people. Campbell et al. (2000) describe the sequential phases of
research that contribute to the “continuum of increasing evidence” and lead to the development
of RCTs for the study of complex interventions (Figure 1). Burke (2010) suggests that research on
MBIs with young people to date may be seen as fitting within the early phases of the continuum;
research that endeavours to show the safety, acceptance and feasibility of the intervention prior
to initiating the rigorous experimental designs that seek to determine whether the intervention can
be effectively replicated in uncontrolled settings over the long term. This study is the first within
a broader programme of research and, consequently, qualitative testing in this first phase
was conducted to improve our understanding of the components of the intervention and the
interrelationships between significant factors (Campbell et al., 2000, p. 695). This was done using
a case study design, with data analysed from focus groups and triangulated using data obtained
from programme evaluation surveys.

Figure 1 Sequential phases of developing randomised controlled trials of complex
interventions

Source: Campbell et al. (2000)
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We concur with others (e.g. Roeser et al., 2012) who have argued that evaluations that use rich
descriptions, such as case studies and other qualitative methodologies, are essential to assess
the value of using mindfulness. Through the collection of extensive descriptive data, case studies
can illuminate the strengths and weaknesses of the intervention under scrutiny, including
explaining why an innovation did or did not work (Merriam, 1998). We thus adopted a case study
methodology as it allowed us to provide a comprehensive and holistic description and analysis
of a MBI in the secondary school setting. Data collection involved focus groups with teachers
and students, conducted separately, and programme evaluation forms gathered from students
at the conclusion of the intervention. Focus groups are valuable as they draw on the synergy that
can form among group members, while allowing the research team to garner rich data from a
group of people who share a common interest (Padgett, 1998). Programme evaluation forms
were also analysed, providing another source of data from which to triangulate our findings.

In total, the MBI was administered to 150 students in grades 11 and 12 from five classes in four
Toronto Catholic District School Board (TCDSB) secondary schools. As part of the research,
a programme evaluation (n¼ 80 students, S(school)1¼ 20, S2¼ 21, S3A¼ 17, S3B¼ 12 and
S4¼ 10), and focus groups with students (n¼ 48; S1¼ 9; S2¼ 11; S3A¼ 10; S3B¼ 8; S4¼ 10)
and teachers (n¼ 6) were conducted. To guide the conversation, focus groups followed a semi-
structured interview schedule using a series of open-ended questions (e.g. what was your
experience participating in the MAC programme? What were the key elements of mindfulness
that you learned during the programme? Are you applying what you have learned about
mindfulness in your everyday life, and if so, how?). The demographic profile (from the student
evaluation data) was predominantly female (76 per cent of the 80 participants, n¼ 61),
in grade 12 (79 per cent, n¼ 63) with a mean age of 17 (69 per cent, n¼ 55; with 21 per cent,
n¼ 17, being age 16 and 10 per cent, n¼ 8, being 18). The study received approval from
the affiliated university research ethics board and the school board ethics committee prior
to commencement.

Reflexivity is important in case study research as it enhances the rigour (the dependability and
confirmability specifically) of the study. The reflexive account documents how the personal
interests and history of the researcher brought them to the research (Houghton et al., 2013). It is
therefore important for us to locate ourselves in this research endeavour. Of the six (all female)
authors, four are researchers who have an interest in advancing interventions that will benefit both
educators and students in the school system, but have limited experience with mindfulness
training and practice. As such, the chance of researcher bias among these researchers is likely
reduced. Regular peer debriefing sessions were scheduled to discuss, and in the process,
identify and challenge a priori biases and assumptions that might influence decisions about and
understandings of the data at all stages of the analysis. There was clear potential for bias among
two of the authors as one leads and the other works for Mindfulness Without Borders,
the organisation offering the MAC programme. Consequently, safeguards were put in
place to address the potential conflict of interest and minimise opportunities for bias.
To ensure that none of the authors had any knowledge of who participated in the study, a research
assistant (RA) recruited all of the participants and collected the data. With the assistance of the
RA, the four researchers then conducted the analysis and wrote up the findings. The two authors
fromMindfulness Without Borders provided input into the conception and design of the research,
and reviewed and edited drafts of the final paper, but did not have input into the data analysis or
report writing.

Sampling and recruitment

In the spring of 2011, Mindfulness Without Borders offered a day-long training session for
educators within the TCDSB. The session was designed to train teachers on the principles, skills
and dispositions of mindfulness, not only to prepare them for the programme offering at their
school, but also to equip them with these resources so that they could apply them in future
classes (see Roeser’s, 2014, p. 401 working theory and logic for teaching, learning and transfer in
teacher MBIs). After the session, staff from Mindfulness Without Borders sent out an e-mail to
participants asking them if they would be interested in having the organisation offer the MAC
programme to one of their classes. Arrangements were then made to deliver the programme to

VOL. 10 NO. 4 2015 j JOURNAL OF CHILDREN'S SERVICES j PAGE 379

D
ow

nl
oa

de
d 

by
 W

es
te

rn
 U

ni
ve

rs
ity

, D
oc

to
r T

ra
cy

 S
m

ith
-C

ar
rie

r A
t 0

8:
43

 2
2 

D
ec

em
be

r 2
01

5 
(P

T)



participating teachers’ classes in the fall of 2011. The teacher sample was recruited using a
purposive sampling approach, the purposeful selection of information-rich cases for study
(Patton, 1990). A roster of interested teachers was compiled by MindfulnessWithout Borders and
the study’s RA contacted these individuals via phone to inform them about the study and review
the informed consent letter. Those who wished to participate were asked to respond to an e-mail
sent by the RA after the telephone call (with a signed informed consent letter attached). The RA
then e-mailed these candidates again to make arrangements for the one-hour focus group at the
conclusion of the training. Six teachers participated in one of the two focus groups scheduled.
Teachers did not receive compensation for participation.

Student recruitment involved a convenience sampling approach; the selection of cases based
on their availability (Padgett, 1998). Prior to the programme’s launch, Mindfulness Without
Borders held an information session at participating schools to inform students about the
upcoming programme at their respective schools. At the session, the RA provided information
about the research study to students and asked them to return a signed informed consent letter
(with both student assent and parent/guardian consent) if they were interested in participating.
Students were expected to participate in the MAC programme as part of their regular classes,
although it was made clear that participation in the research was voluntary. The training was
delivered during a religious education, physical education or leadership class at different times
depending on the schedule of the participating class. As the programme was offered during
a (mandatory) class, attendance for the MAC was generally high; participation in the research,
on the other hand, involved much fewer students. A week after the training had concluded,
five one-hour focus groups were held with students either before or after school at all of the
four school sites. Students participating in the research had their names included in
a draw to win an iPod Touch (one for each class) in recognition of their time and contributions
to the study.

Programme and setting description

The MAC programme was developed by Mindfulness Without Borders, a non-profit
organisation whose stated purpose is to help individuals build the inner resources needed to
contend with the growing stress and violence in their lives, and to equip young people, educators
and professionals with life and leadership skills to address the social, economic and
environmental challenges that affect them (Mindfulness Without Borders, 2011). Although
the MBI has been offered in a variety of settings with adult and youth populations around
the world to date, it is still in its early stages of development, and this study is the first to explore
its impact. The mindfulness-based social and emotional learning programme consists
of 12 theme-based lessons presented weekly (each for 60-90 minutes depending on the
school schedule). See Table I for a summary of the programme lessons, their activities and
associated objectives.

Although the programme facilitators differed in their levels of experience, the MAC
training was consistently delivered using a leadership pairing of a junior and senior facilitator.
All facilitators completed a four-day training seminar with faculty from Mindfulness Without
Borders, which included education on the art and practice of mindfulness and its associated
scientific benefits; training on social and emotional learning theories and competencies;
instruction and practice with the specific techniques and core skillsets applied in the MAC; and
coaching on facilitation techniques. There were six facilitators in all, a mix of Caucasian, Mexican
and Jewish individuals, all female between the ages of 28 to 32. For each class
engaged in the MAC, one of two senior facilitators (who had previous experience
delivering the programme), holding a Master of Education, was paired with one of the four
junior facilitators, who had a wider variety of educational backgrounds, including training in
Psychology, Gestalt Therapy and the Arts. All facilitators maintain a personal on-going
mindfulness practice.

Participants were recruited from one of four TCDSB schools. These schools, providing education
to students in grades 9 through 12, were scattered throughout Toronto, Ontario, and were
primarily co-educational institutions, with one being a single sex (girls-only) institution.
The TCDSB follows the Ontario School Curriculum and also provides a Catholic education.
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Its vision is to “[…] transform the world through witness, faith, innovation and action” (TCDSB, n.d.).
All of the schools were located in neighbourhoods in the downtown core, with the exception
of one that was located on its periphery, presenting a wide array of racial/ethnic and
socio-economic diversity.

Table I Overview of the Mindfulness Ambassador Council programme

Week Theme Activities Objectives

1 Mindfulness
basics

Basic concepts of mindfulness and guidelines for
creating a safe space, i.e. listen attentively, speak
honestly, respect for all members, confidentiality
Learn TUZA, a daily breathing practice to bring focus
to the present moment

Develop awareness and acceptance of self
and others
Promote present moment awareness

2 Paying attention Focus awareness in the present moment and bring full
attention to listening
Learn mindful listening, a practice of opening
awareness beyond distraction and judgement

Develop responsive listening and communication
skills
Develop self and social awareness; be more caring,
connected and attentive

3 Discovering
inside

Acknowledge feelings and emotions and expand
self-awareness beyond selves
Learn anchor breath, a mindfulness breathing practice
to quiet the mind and calm the heart

Cultivate awareness of thoughts, feelings and
personal qualities
Develop confidence and capacity to navigate
through easy and challenging feelings

4 Connecting
authentically

Foster basic self-awareness and self-acceptance
essential to building positive relationships
Learn heartfulness, a mindfulness practice cultivating
acceptance and compassion for oneself and others

Respect for innermost feelings; develop constructive
speech; foster empathy and compassion
Build and maintain healthy interpersonal
relationships, appreciate diversity

5 Practicing
gratitude

Recognise shared humanity, deepen sensitivity to
others and appreciate life in the present moment
Learn mindful eating, a practice of focusing
awareness on the experience of taking in nourishment

Cherish the moment, engender altruism
Greater sensitivity to and appreciation for both
internal and external experiences

6 Mind and body
connection

Access the body to promote greater self-awareness
and self-care
Learn body scan, a mindfulness practice of paying
attention to what bodies communicate in the moment

Increase sense of connectivity and sensitivity to body
sensations
Improve self-care through greater self-awareness

7 Emotional
intelligence

Recognise and accept feelings with compassion and
discernment
Journal about feelings, a mindfulness practice that
enables reflection on emotions and how to respond

Foster compassion and emotional intelligence
Self-confidence, responsibility, accountability

8 Noticing
emotional triggers

Take control of emotions and behaviour rather than be
controlled by them
Use a short-breathing practice to calm the heart and
mind when triggered

Regulate emotions to handle stress, control
impulses, develop discernment and build resilience
Greater self-control, critical thinking,
non-aggression, reflect before responding

9 Open-
mindedness

Build tolerance through more openness to other
people’s differences
Practice mindful listening and appreciation for multiple
perspectives

Cultivate openness, acceptance and willingness to
see others’ points of view
Pro-social behaviour, compassionate action

10 Handling conflict
skillfully

Nurture a sense of inner peace which allows for
resolving conflict more skillfully
Mindful practice of opening hearts and extending
loving kindness to selves and others unconditionally

Value forgiveness and kindness, decrease reactivity
Be more educated and responsible in the way of
choosing how to respond

11 Nurturing
compassionate
action

Embrace positive values for a more satisfying life
Articulate values, deep caring, being your best

Develop critical thinking, decision-making and
accountability
Strengthen character and steadfastness to positive
values

12 Being the change Motivate commitment to embodying mindfulness and
making life better in communities and the world
Make a tangible commitment to goals by writing them
and sealing them in a time capsule

Act from intention, kindness and compassion
Create positive change in the local community

Notes: Class activities included exercises involving mindful eating, mindful listening and speaking, body scan, regular journaling assignments for
homework and participation in a volunteer community service project. Time was built in to each lesson for participants to spend three minutes in
meditation using TUZA, a deep mindful breathing technique
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Analysis

We conducted inductive, iterative thematic analyses of the data, employing the constant
comparative method. Charmaz (2006) describes this as a method employed to make
comparisons between data, codes and emerging categories, i.e., categories emerging within one
focus group are iteratively compared within and across subsequent focus group transcriptions.
One of the researchers first reviewed all of the transcriptions to ensure accuracy. Next, data
were continuously compared to emerging categories, and refined during each coding iteration
(Charmaz, 2006). The corpus of the data was coded by two researchers (including the first
author) and then analysed with two other researchers, permitting what Patton (1990) refers to as
analyst triangulation, an arrangement that reduces the potential for bias that could occur should
only one person undertake the analysis. For greater rigour, regular peer debriefing sessions
were scheduled to define and refine the coding framework and analysis, incorporating all sources
of data. SPSS v. 20 was used to generate descriptive and cross-tabulations for the programme
evaluation data.

Results

In total, 80 students in grades 11 and 12 completed a programme evaluation form. These data
were incorporated in the qualitative analysis, providing another source of information from which
to triangulate our focus group findings. We organise the results in two sections aligning with
the research questions identified. The first section discusses participants’ thoughts on the
benefits and limitations of the MBI, and the second section describes participants’ perceptions
on the impacts of mindfulness, and their experiences of its practice. A table summarising the
themes from the focus groups is presented in Table II.

The MAC programme

The following section discusses participants’ thoughts on the MAC programme. The themes
identify its benefits as well as its limitations.

Strengthened relationships. According to participating teachers, the sharing of perspectives with
other participants during the MAC programme was a unique way to understand others and build
relationships, particularly with their students:

[…] I think that the students saw authenticity there […] these people are real people and they have
emotions too [...] So it’s okay for me to have my emotions too […] and [know] they’re accepting me for
who I am. I believe that it enhanced and strengthened the relationships [with students] (Participant 2,
Focus Group 6 (P2-6)).

Teachers discussed how the mindfulness skills they learned in the programme were applicable
to their interactions with work colleagues and students, and many believed these could be
used to connect with students and promote open dialogue in the classroom. Learning to
communicate, to listen and hear what students are really saying “without that judgement”,
and “taking a second to have a reaction” (P2-7) before responding were skills practised in
the MAC.

Greater cohesion. Through the sharing of personal experiences in the MAC, students expressed
having the sense that they were growing together as a class:

I like the group talks because usually you don’t get to know a lot of people on a personal level that you
would like to know. So as a class I think we grew and that we got to know one another because one
person spoke and everyone listened [...] (P2-3).

For many, the MAC promoted a safe, judgement-free environment conducive to fostering
mutual respect and trust amongst members. The “intimate” (P17-5) circle format allowed
for transparency of facial expressions and connection to others’ raw emotions, fostering
a sense of “unity” (P17-4), described as being void of power hierarchies. “I also felt that
when we’re all in a circle […] no one gets left out because everyone’s there, everyone’s equal in
the circle” (P16-5) stated one student. Participants discovered commonalities with other
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classmates, which they felt allowed them to relate more easily to their peers, as demonstrated by
the quotation, “It brought the class together and you get a sense of what everyone is about and
what they go through” (P5-5).

Self-management skills and enhanced social awareness. The need to “think before I act” (P15-2)
was a key take away message for students. Some noted that the MAC programme instilled an
appreciation for remaining calm and patient with others, as well as learning to reflect upon one’s
thoughts and feelings in order to regulate oneself before reacting. “Last year I had a bad temper
problem but since I took [the training] I’ve been more calm […]” (P4-3) noted one participant.

The training also promoted learning around the exercise of mindful listening (focused attention to
the speaker and a period of reflection before responding) and mindful speaking (feedback
offered in a positive and non-judgemental way so that it can be effectively received by others;

Table II Themes from student and teacher focus groups

Students Teachers

The MAC training programme
Greater cohesion with others Strengthened relationships

Connectedness, sense of unity and trust
Discovering commonalities
Transparency in relationships

Building trust and respect
Greater understanding of and connections with students

Emotional regulation
Improved communication skills

Self-management skills
Reflecting on behaviours/thoughts to control reactions
Thinking before you act

Non-judgemental listening
Mindful speaking

Enhanced social awareness

Areas for improvement

Increased empathy
Understanding of others
Acceptance of diverse perspectives

Time offerings of MAC
Voluntary vs mandatory

Impact on learning
A different kind of education

Sources of discomfort
Perceived expectation of participation
Awkwardness of silence
Holding eye contact

Areas for improvement
Length of sessions
Mandatory participation
Further develop creative aspects of programme

The experience of mindfulness practice
Personal development More meaningful relationships

Greater confidence Deeper connections with others
Greater authenticity of relationshipsOpportunities for self-discovery

Socio-emotional learningExploration of self
Self-understanding Self-acceptance

Reduced judgement of self
Increased feelings of self- kindness and compassion

Stress reduction

Improved well-being
Skills to achieve relaxation

Sense of enriched life
Challenges with mindfulness

Personal growth
Difficulty sustaining (TUZA) breathing technique

Building mindful practice in professional and personal lives
Greater self-awareness

Tools to manage stress
Achieve sense of calm
Deep breathing
Handling impulses, triggers

Increased capacity to cope with conflict
Dealing with difficult situations in a positive manner
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Mindfulness Without Borders, 2011), which participants felt was useful in appreciating
the diverse perspectives of others and for being more authentic in their interactions:

They taught us to actually listen to what people are saying instead of just hearing it and letting it pass
through the other ear, like actually listening. So I guess in the future that will help develop relationships
and just with your social skills and everything […] (P17-5).

Furthermore, students discussed growing in their understanding and acceptance of others,
described by one participant as learning to “put yourself in other people’s shoes for under-
standing, which really helped and I’ve been applying [it] a lot” (P20-4).

Impact on learning. A few students noted that the various tools applied in the MAC created a
space for learning that differed from traditional approaches to education:

[…] I learned so much more in the [MAC] by talking to other people than sitting down and reading a
textbook […] You learn by talking to one another and that’s so much better than just writing something
off the board (P13-3).

Another student commented, “I can concentrate […] and I can understand more things in school
and also in my social life”.

Areas for improvement. While the feedback about the MAC from the teachers was
generally positive, there were aspects that teachers felt could be improved or refined for future
participants. One teacher indicated that attendance was “a bit sporadic” (P3-6), thus to curb
absenteeism, it was suggested that it would be best to avoid having sessions at the end
of the week as “some kids gave themselves an extra long weekend” (P3-6). Another
recommended offering the programme only to students interested in participating, rather than to
the class in its entirety:

[E]very week […] it was a different dynamic but the same handful of students really benefitted […] [it]
would have been more beneficial if it was only the people […] that really were interested in it were then
participating. It would have changed the dynamics entirely [y] (P2-7).

Sources of discomfort. Students identified certain aspects of the MAC programme as being
contentious, uncomfortable or needing improvement. With regards to the programme structure,
some students felt that sessions could be shorter, but there could be more of them: “Maybe
make it shorter because at the end, it felt it was just dragging on. If you have more sessions, you
could just make it shorter sessions” (P27-1). Some students explained that they resisted
participating fully because of the mandatory nature of the programme:

I think that knowing this was mandatory more people felt like they didn’t want to come. I know I,
personally, did not go to a few of the meetings on purpose […] It’s like when I’m told to do something
I don’t really do it (P6-2).

In addition, a few students felt that the MAC could be made “more interesting” (P6-1) by further
developing the creative aspects of the training.

Engaging in open dialogue about one’s thoughts and feelings during the MAC was unfamiliar
territory that may have introduced a level of discomfort for some participants. One student felt
that the sharing of feelings and perceptions ought to be a gradual process, rather than being
encouraged from the start. Another student explained, “I didn’t like sharing my feelings. I don’t
like talking in public so I did not enjoy that part” (P2-1). While not intended to put students
under any pressure to speak, some participants felt obliged to participate, as noted by this
participant:

I also felt that you felt obligated to pick [the talking object] up […] so I didn’t like that either because […]
you had to come up with something really fast and stuff (P10-4).

Some felt that incorporating more small group discussions could be beneficial for those
uncomfortable with speaking to the whole class, and that this may prove to be a more productive
way to share experiences.

So maybe if there were more times when you would break off into smaller group and talk with a group
of two or three, then there would be more progress because people would be more willing to share
with two people than they would with 20 (P6-2).
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Holding eye contact was also difficult for some students:

[…] [E]verybody’s eyes are on you and usually when you’re at school […] we don’t look at
anybody, right? So the second that you make us have to look at each other it makes us really
uncomfortable (P3-4).

Other sources of discomfort were also identified. “All the silent moments, they’re very awkward.
It’s really hard to share when everyone’s silent,” commented one student (P22-1).

Thoughts on and experiences of mindfulness practice

The following section outlines the themes that emerged from participants related
to their perceptions on the impacts of mindfulness, and their experiences of mindfulness
practice.

Connection to others and authenticity in relationships. Several teachers discussed
feeling more connected to others after practising mindfulness, as illustrated by the following
quotation:

[…] I have applied mindfulness to make a deeper connection with my loved ones and just
generally people in my community, whether it be a work community or anybody, a stranger that
I might meet at the store when I’m doing a transaction […] So really trying to be more connected with
others (P3-6).

Teachers expressed feeling more authentic in their relationships (both in and outside the class-
room) after practicing mindfulness:

[…] [I]f we incorporate this, then I think we are enriched for it and we are better people and we are
better listeners and I feel better about myself. I feel more authentic in my relationships with others and
I feel authentic with myself (P3-6).

Acceptance without judgement. Being able to avoid making judgements not only applies to
others but also to one’s self. “I first learned to be kinder with myself,” one teacher stated, and
went on to explain:

[…] I would sometimes get very hard on myself and down. And I realised that mindfulness has taught
me to be conscious and aware of how you’re feeling without judgment and […] to not get upset with
myself or to feel disappointed with myself, but just to accept that that is what they were and there was
a reason for it and to not judge myself (P3-6).

Personal growth and opportunities for self-discovery. Teachers discovered the potential
to realise “amazing change” (P1-6) in their personal lives, enriched by the practice of
mindfulness:

[…] It is such a weight lifted off when you are going through the world and sort of just seeing everybody
for who they are, not judging, listening, it’s just an amazing change. And I definitely, definitely want to
carry it through into my life daily (P1-6).

Given the overall consensus that mindfulness has the potential to increase personal growth,
many teachers seemed eager to integrate mindfulness practice into their family and home life, and
not merely into their teaching:

[…] [T]o practice mindfulness is truly life altering […] So, yes, absolutely I will take this with me. I will
continue to use it within the scope of my teaching and with my interactions with my colleagues,
with peers, with children […] with everyone (P2-6).

Consequently many teachers indicated strong interest in maintaining a personal mindfulness
practice into the future.

The development of self-awareness and self-understanding was also discussed. “[Mindfulness]
helped me become more aware of myself and how others perceive me” (P25-1), remarked one
participant. Another commented:

It was really weird seeing how you can be one person but then be another. It depends what your
surroundings are and what people are around you. So it just takes time to look at yourself and realise
oh wow, I’m this person and then I’m also that person (P10-3).
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Stress and anxiety reduction. Importantly as well, teachers elaborated on how mindfulness
practice helps to reduce stress and anxiety, specifically when confronting challenging situations
and conflict:

[…] [O]ne of the first ways I’ve used [mindfulness] is with stress and anxiety […] It has helped me be
better able to cope with uncertainties so it has made me calmer, more appreciative, aware that things
come and go and has eased my anxiety over that […] sort of not jumping to things, sort of waiting and
being calm and responding, not reacting. Which has really, really made a lot of conflicts end very
peacefully [...] (P1-6).

Being able to develop tools for coping with stress and conflict thus emerged as a benefit for
teachers practising mindfulness.

Similar themes from the focus groups with teachers surfaced in the student data, particularly in
relation to the use of mindfulness to promote opportunities for self-discovery and as a means to
reduce stress and encourage relaxation. Many students considered mindfulness to be an
effective stress reduction skill transferable to different areas of life. TUZA (a deep mindful
breathing technique), in particular, was deemed to be helpful for calming and relaxation, as well as
for simply taking a break or re-energising throughout the day, as one student noted:

Basically, whenever something would stress me out or get me nervous, I would just tell myself to slow
down, stop or pause and take a breath. It would just calm me down […] (P1-1).

Difficulties with mindfulness. As previously discussed, there were aspects of the MAC
programme that created discomfort for participants; some of these were particularly difficult to
tease out as being related to the programme itself or to the practice of mindfulness (e.g. the
awkwardness of silence in a large group). The TUZA breathing technique was identified as
challenging for some participants, as this student explains:

[…] I’m not really a fan of TUZA because I get easily distracted so it was kind of 15 minutes
or […] whatever of just looking at the wall for me or finding random dots on the wall. I didn’t really like
that [...] (P6-2).

Discussion

Important themes from the qualitative analyses consider how the MAC programme promoted
personal growth in participants. A number of teachers discussed experiencing improvements in
their personal and professional relationships after programme participation. Likewise, Roeser
et al. (2012) note the positive effects of MBIs on teachers, including greater occupational
engagement and positive teacher-student relationships. Moreover, Meiklejohn et al. (2012) report
that teachers are better able to establish and maintain supportive relationships with students in
the classroom after participating in mindfulness training. Teachers in our study also found the
training to be helpful as a means to achieve calmness, to relax, reduce stress and to increase
their capacity to cope in challenging situations. Roeser et al. (2012) similarly argue that the
cultivation of mindfulness practice improves teachers’ overall health and well-being, and lowers
absenteeism, occupational stress and burnout.

In both the focus group and programme evaluation data, students expressed that the skills
developed through the MAC training were effective tools for relaxation and stress reduction;
resonating with Mendelson et al.’s (2010) study of urban youth participating in a 12-week MBI
that found growth in young people’s capacities to respond positively to stress after participating
in the programme. Likewise, in a sample of healthy youth, Monshat et al. (2013) found that
mindfulness training fostered a sense of relaxation or calm in participants, as well as expanded
participants’ understanding of themselves and others. Edwards et al.’s (2014) study of Latino
middle-school adolescents similarly demonstrated reductions in perceived stress following an eight-
week MBSR curriculum. Students in our study also discussed acquiring self-management skills to
help them identify and regulate their emotions more effectively; findings echoed by other studies in
Meiklejohn et al.’s (2012) review assessing MBIs in school-based programmes globally.

While studies suggest that mindfulness training may have an impact on learning (Beauchemin
et al., 2008; Franco et al., 2010), further research is needed to substantiate the positive effects of
mindfulness practice on scholastic achievement. Our study data show promise in this regard.
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Some students discussed the improved concentration experienced as a result of
participating, while others appreciated the different instructional tools employed in the
MAC (vis-à-vis traditional classroom approaches), which have the potential to meet different
learning styles.

A number of students expressed feeling pressured or uncomfortable discussing their thoughts
and feelings within the larger group, and at times, found the silence fostered in the MAC
awkward. These findings provide useful fodder for discussion on whether school-based MBIs
should incorporate the sharing of participant experiences after mindfulness practice, or whether
this ought to be reserved for personal reflection. In the MAC programme sharing is voluntary,
giving participants the freedom to fully engage in reflective practices and converse with others if
they so choose. However, as the programme specifically designates time for discussion during its
mindfulness-based lessons, it is important that participation not be perceived as expected or
coerced. Though it may have been the perception of some students that they were required to
share, the voluntary nature of participation is one of the key values of the programme, explicitly
discussed in its guidelines and reiterated at the beginning of each lesson. Other MBIs have been
shown to allow time for dialogue after mindfulness practice, albeit in potentially quite different
contexts (see Baer, 2003). Other studies, as well, have noted how engaging children and youth in
mindful activities can be challenging, as young people often struggle to understand the purpose of
specific actions (e.g. closing their eyes) and find it difficult to perform these techniques comfortably in
front of their peers (Semple et al., 2005; Thompson and Gauntlett-Gilbert, 2008). Again, we suggest
that research is needed to examine if and how MBIs directed to children and youth can strike a
balance between creating a space conducive to dialogue on mindfulness experiences, while being
careful not to pressure students to engage should they wish not to do so.

Other participants suggested that the MAC could be “more interesting,” and that the creative
aspects of the training could be further developed. The literature indicates that modifications
should be made to MBIs adapted for children and young people to incorporate greater variety
and more active and sensory-focused techniques than would generally be offered to adults
(Semple et al., 2005; Thompson and Gauntlett-Gilbert, 2008).

We find the discussions provided by Saltzman and Goldin (2008) and Davidson et al. (2012)
particularly helpful in considering the ways to enhance the teaching of mindfulness in school
settings. As the authors note, in bringing MBIs to the classroom, it is important that they be
secular in nature (Saltzman and Goldin, 2008), evidence-based and developmentally and
culturally appropriate (Davidson et al., 2012). A proactive approach is needed to garner support
from school administrators, teachers and parents to provide mindfulness instruction, as well as
opportunities for each of these groups themselves to experience mindfulness. Offering space for
participants to ask questions and clarify misconceptions improves the likelihood of mindfulness
programmes being successful (Saltzman and Goldin, 2008). Practical implementation issues,
such as finding the time amidst competing classroom demands and ensuring the quality of
mindfulness instructors (Burke, 2010), also require careful thought and planning. Moreover,
research suggests that in order for trainers to comfortably and effectively facilitate MBIs in the
classroom, it is imperative that they themselves establish a regular practice (Weare, 2013).
Beyond the trained teacher or certified mindfulness therapist, school social workers, nurses and/or
psychologists may be logical choices for trained programme facilitators. Although research is
equivocal on the length of time required for the practice of mindfulness to demonstrate
therapeutic benefits in students, there is consensus that repetition is necessary (Napoli et al., 2005).
In Table III, we list a series of “practitioner points” that synthesises the practical insights we have
gleaned from the extant literature in regards to the design and implementation of the MAC, which
likely are also transferrable to other MBIs with children and youth.

MBIs for young people in school and treatment settings are clearly gaining momentum, and thus
research is needed to not only demonstrate their effectiveness (Black et al., 2009; Meiklejohn
et al., 2012), but also to address how best to implement such programmes, and with which
populations. Although Rempel (2012) argues that MBIs are well suited to universal populations
given their non-stigmatised preventative approach, some research (e.g. Zoogman et al., 2014)
suggests they may be particularly valuable for clinical populations. Questions also linger as to the
most appropriate age to target MBIs, the frequency and dosage of treatment and the outcomes
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valuable for study inclusion (Roeser, 2014). Though the efficacy of the MBI described here
remains to be demonstrated, findings from this study confirm existing literature that such
interventions show promise and may be beneficial in reducing stress and anxiety (Biegel et al.,
2009; Semple et al., 2005), improving executive functions (Flook et al., 2010), supporting

Table III Practitioner points: considerations for implementing a mindfulness-based intervention with children and adolescents

Practitioner points Evidence

Who will provide the training
Instructor competencemust be at a professional standard in order to ensure the integrity of the practices employed
in the programme

Lawlor (2014)

Provide training for school teachers
Teachers can become role models for students, positively influence students’ perceptions of mindfulness and help
foster a positive school climate. Students have better outcomes if teachers have the opportunity to attend more
training, have practice teaching the programme lessons and are deemed to be moderate- to high-quality
programme instructors

Lawlor (2014), Napoli et al.
(2005), Meiklejohn et al.
(2012), Wisner (2014)

Continuing education for teachers
Learning the skills and practices of mindfulness may help to further develop teachers’ knowledge base and skillsets
not typically offered in current preservice and/or in-service education training. Teachers can apply mindfulness
training for continuing education credits, while advancing skills that are useful, if not necessary, for classroom
teaching

Napoli et al. (2005),
Roeser (2014)

Gradual approach
It may be useful to take a step-by-step process in implementing mindfulness-based programming to allow for
greater student, teacher, parent and community involvement

Broderick and Jennings
(2012)

School staff involvement
Implementing a mindfulness-based programme can be challenging. It is important for mindfulness instructors to be
connected and supported by school staff, and to include these individuals in the mindfulness training

Lawlor (2014),
Wisner (2014)

Length and duration of practice
Mindfulness practice in adults can range from 20-45 minutes. With children and youth, shorter practices are
required. Semple et al. (2006) use practices between 3-5 minutes for children. Wisner et al. (2010) use practices of
roughly 10 minutes (once daily, several times a week, with one longer session weekly when instruction is provided)
with adolescents

Semple et al. (2006),
Greenberg and Harris
(2012), Wisner et al. (2010)

Adaptations based on developmental theory
Age-appropriate practices and adaptations that take into account the developmental stage of the child and/or
youth are necessary

Lawlor (2014),
Zack et al. (2014)

Programme components
The use of experiential exercises (e.g. eating and walking meditation) and concrete instructions are helpful. As the
intention of mindfulness-based programmes is to develop mindfulness practice, programmatic features should
include: body scan, focused attention meditation, open monitoring meditation, loving-kindness meditation and
mindful movement (for more detail, see Roeser, 2014)
Include fun and creative exercises. The use of stories, metaphors and examples are encouraged as a way to
ground mindfulness exercises to relatable events in the young person’s life
Endeavour to strike a balance between variety and repetition
Use language accessible to the participants

Roeser (2014), Saltzman
and Goldin (2008),
Thompson and
Gauntlett-Gilbert (2008),
Zack et al. (2014)

Engage parents and caregivers
Providing training for parents and caregivers may help to reinforce mindful behaviours, provide role models for
children and youth, and may support co-participation, which has the potential to augment treatment efficacy

Burke (2010),
Napoli et al. (2005)

Class offering
As mindfulness has been shown to contribute to health and social wellness, consider offering the programme
during a health and physical education class

Napoli et al. (2005)

Peer relationships
There is a social learning aspect that can be fostered in a group format, allowing participants to learn, teach and
support each other

Semple et al. (2006),
Thompson and Gauntlett-
Gilbert (2008)

Programme challenges
Some children and youth may have difficulty concentrating, while others may demonstrate non-compliance to
programme expectations. As Bögels et al. (2008) resigned to do, trust that the group process and eventual effects
will likely come into force over the course of the programme. Beginning mindfulness training with children might
help to mitigate issues of non-compliance in youth

Bögels et al. (2008)
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emotional regulation (Broderick and Jennings, 2012), building interpersonal skills and promoting
inner well-being and social-emotional learning in youth (Broderick and Frank, 2014).

Implications for policy and practice

■ Evidence is emerging that MBIs with children and adolescents may promote opportunities for
personal growth, stress reduction and relaxation, social awareness and self-understanding,
relationship building and social-emotional learning.

■ There are challenges associated with adapting and delivering MBIs with younger populations.

■ Although the study’s findings indicate that the Mindfulness Ambassador Council programme shows
promise, further research is needed to demonstrate the efficacy of this and other mindfulness-based
programmes for young people.

References

Baer, R.A. (2003), “Mindfulness training as a clinical intervention: a conceptual and empirical review”, Clinical
Psychology: Science and Practice, Vol. 10 No. 2, pp. 125-43.

Barnes, V.A., Bauza, L.B. and Treiber, F.A. (2003), “Impact of stress reduction on negative school behaviour
in adolescents”, Health and Quality of Life Outcomes, Vol. 1 No. 10, pp. 1-7.

Beauchemin, J., Hutchins, T.L. and Patterson, F. (2008), “Mindfulness meditation may lessen anxiety,
promote social skills, and improve academic performance among adolescents with learning disabilities”,
Complimentary Health Practice Review, Vol. 13 No. 1, pp. 34-45.

Belfer, M.L. (2008), “Child and adolescent mental disorders: the magnitude of the problem across the globe”,
Journal of Child Psychology and Psychiatry, Vol. 49 No. 3, pp. 226-36.

Biegel, G.M., Brown, K.W., Shapiro, S.L. and Schubert, C.M. (2009), “Mindfulness-based stress reduction for
the treatment of adolescent psychiatric outpatients: a randomized clinical trial”, Journal of Consulting and
Clinical Psychology, Vol. 77 No. 5, pp. 855-66.

Black, D.S., Milam, J. and Sussman, S. (2009), “Sitting-meditation interventions among youth: a review of
treatment efficacy”, Pediatrics, Vol. 124 No. 3, pp. e532-e41.

Bögels, S., Hoogstad, B., van Dun, L., de Schutter, S. and Restifo, K. (2008), “Mindfulness training for
adolescents with externalizing disorders and their parents”, Behavioural & Cognitive Psychotherapy, Vol. 36
No. 2, pp. 193-209.

Bohlmeijer, E., Prenger, R., Taal, E. and Cuijpers, P. (2010), “The effects of mindfulness-based stress
reduction therapy on mental health of adults with a chronic medical disease: a meta-analysis”, Journal of
Psychosomatic Research, Vol. 68 No. 6, pp. 539-44.

Broderick, P.C. and Frank, J.L. (2014), “Learning to BREATHE: an intervention to foster mindfulness in
adolescence”, New Directions for Youth Development, No. 142, pp. 31-44.

Broderick, P.C. and Jennings, P.A. (2012), “Mindfulness for adolescents: a promising approach to
supporting emotion regulation and preventing risky behavior”, New Directions for Youth Development,
No. 136, pp. 111-26.

Broderick, P.C. and Metz, S. (2009), “Learning to BREATHE: a pilot trial of a mindfulness curriculum for
adolescents”, Advances in School Mental Health Promotion, Vol. 2 No. 1, pp. 35-46.

Burke, C.A. (2010), “Mindfulness-based approaches with children and adolescents: a preliminary review of
current research in an emergent field”, Journal of Child & Family Studies, Vol. 19 No. 2, pp. 133-44.

Campbell, M., Fitzpatrick, R., Haines, A., Kinmonth, A.L., Sandercock, P., Spiegelhalter, D. and Tyrer, P.
(2000), “Framework for design and evaluation of complex interventions to improve health”, British Medical
Journal, Vol. 321 No. 7262, pp. 694-6.

Charmaz, K. (2006), Constructing Grounded Theory: A Practical Guide through Qualitative Analysis,
Sage, London.

VOL. 10 NO. 4 2015 j JOURNAL OF CHILDREN'S SERVICES j PAGE 389

D
ow

nl
oa

de
d 

by
 W

es
te

rn
 U

ni
ve

rs
ity

, D
oc

to
r T

ra
cy

 S
m

ith
-C

ar
rie

r A
t 0

8:
43

 2
2 

D
ec

em
be

r 2
01

5 
(P

T)



Davidson, R.J., Dunne, J., Eccles, J.S., Engle, A., Greenberg, M., Jennings, P., Amishi, J., Thupten, J.,
Lantieri, L., Mayer, D. and Vago, D. (2012), “Contemplative practices and mental training: prospects for
American education”, Child Development Perspectives, Vol. 6 No. 2, pp. 146-53.

Dimidjian, S. and Linehan, M.M. (2003), “Defining an agenda for future research on the clinical application of
mindfulness practice”, Science & Practice, Vol. 10 No. 2, pp. 166-71.

Edwards, M., Adams, E.M., Waldo, M., Hadfield, O.D. and Biegel, G.M. (2014), “Effects of a mindfulness
group on latino adolescent students: examining levels of perceived stress, mindfulness, self-compassion, and
psychological symptoms”, The Journal for Specialists in Group Work, Vol. 39 No. 2, pp. 145-63.

Flook, L., Smalley, S.L., Kitil, M.J., Galla, B.M., Kaiser-Greenland, S., Locke, J., Ishijima, E. and
Kasari, C. (2010), “Effects of mindful awareness practices on executive functions effects of a mindfulness
group on latino in elementary school children”, Journal of Applied School Psychology, Vol. 26 No. 1,
pp. 70-95.

Franco, C., Mañas, I., Cangas, A.J. and Gallego, J. (2010), “The applications of mindfulness with students of
secondary school: results on the academic performance, self-concept and anxiety”, Knowledge
Management, Information Systems, E-learning, and Sustainability Research, Vol. 111, Springer Berlin,
Heidelberg, pp. 83-97.

Greenberg, M.T. and Harris, A.R. (2011), “Nurturing mindfulness in children and youth: current state of
research”, Child Development Perspectives, Vol. 6 No. 2, pp. 161-6.

Hofmann, S.G., Sawyer, A.T., Witt, A.A. and Oh, D. (2010), “The effect of mindfulness-based therapy on
anxiety and depression: a meta-analytic review”, Journal of Consulting and Clinical Psychology, Vol. 78 No. 2,
pp. 169-83.

Houghton, C., Casey, D., Shaw, D. and Murphy, K. (2013), “Rigour in qualitative case-study research”, Nurse
Researcher, Vol. 20 No. 4, pp. 12-17.

Huppert, F.A. and Johnson, D.M. (2010), “A controlled trial of mindfulness training in schools: the
importance of practice for an impact on well-being”, Journal of Positive Psychology, Vol. 5 No. 4,
pp. 264-74.

Kabat-Zinn, J. (2003), “Mindfulness-based interventions in context: past, present, and future”, Clinical
Psychology: Science and Practice, Vol. 10 No. 2, pp. 144-56.

Khoury, B., Lecomte, T., Fortin, G., Masse, M., Therien, P., Bouchard, V., Chapleau, M.-A., Paquin, K. and
Hofmann, S.G. (2013), “Mindfulness-based therapy: a comprehensive meta-analysis”, Clinical Psychology
Review, Vol. 33 No. 6, pp. 763-71.

Lawlor, M.S. (2014), “Mindfulness in practice: considerations for implementation of mindfulness-based
programming for adolescents in school contexts”, New Directions for Youth Development, No. 142,
pp. 83-95.

Meiklejohn, J., Phillips, C., Freedman, M.L., Griffin, M., Biegel, G., Roach, A., Frank, J., Burke, C., Pinger, L.,
Soloway, G., Isberg, R., Sibinga, E., Grossman, L. and Saltzman, A. (2012), “Integrating mindfulness
training into K-12 education: fostering the resilience of teachers and students”, Mindfulness, Vol. 3 No. 4,
pp. 291-307.

Mendelson, T., Greenberg, M.T., Dariotis, J.K., Gould, L.F., Rhoades, B.L. and Leaf, P.J. (2010), “Feasibility
and preliminary outcomes of a school-based mindfulness intervention for urban youth”, Journal of Abnormal
Child Psychology, Vol. 38 No. 7, pp. 985-94.

Merriam, S.B. (1998), Qualitative Research and Case Study Applications in Education, Jossey-Bass,
San Francisco, CA.

Mindfulness Without Borders (2011), “About us”, available at: mindfulnesswithoutborders.org/about-us
(accessed 12 October 2014).

Monshat, K., Khong, B., Hassed, C., Vella-Brodrick, D., Norrish, J., Burns, J. and Herrman, H. (2013),
“‘A conscious control over life andmy emotions’: mindfulness practice and healthy young people. A qualitative
study”, Journal of Adolescent Health, Vol. 52 No. 5, pp. 572-7.

Napoli, D., Krech, P.R. and Holley, L.C. (2005), “Mindfulness training for elementary school students: the
attention academy”, Journal of Applied School Psychology, Vol. 21 No. 1, pp. 99-125.

PAGE 390 j JOURNAL OF CHILDREN'S SERVICES j VOL. 10 NO. 4 2015

D
ow

nl
oa

de
d 

by
 W

es
te

rn
 U

ni
ve

rs
ity

, D
oc

to
r T

ra
cy

 S
m

ith
-C

ar
rie

r A
t 0

8:
43

 2
2 

D
ec

em
be

r 2
01

5 
(P

T)



Padgett, D.K. (1998), Qualitative Methods in Social Work Research: Changes and Rewards, Sage,
Thousand Oaks, CA.

Patel, V., Flisher, A.J., Hetrick, S. and McGorry, P. (2007), “Mental health of young people: a global public-
health challenge”, The Lancet, Vol. 369 No. 9569, pp. 1302-13.

Patton, M.Q. (1990), Qualitative Evaluation and Research Methods, 2nd ed., Sage, Newbury Park, CA.

Rempel, K.D. (2012), “Mindfulness for children and youth: a review of the literature with an argument for
school-based implementation”, Canadian Journal of Counselling and Psychotherapy, Vol. 46 No. 3,
pp. 201-20.

Roeser, R.W. (2014), “The emergence of mindfulness-based interventions in educational settings”,
Motivational Interventions, Emerald Group Publishing, Bingley, pp. 379-419.

Roeser, R.W., Skinner, E., Beers, J. and Jennings, P.A. (2012), “Mindfulness training and teachers’
professional development: an emerging area of research and practice”, Child Development Perspectives,
Vol. 6 No. 2, pp. 167-73.

Saltzman, A. and Goldin, P. (2008), “Mindfulness-based stress reduction for school-age children”,
in Greco, L.A. and Hayes, S.C. (Eds), Acceptance and Mindfulness Treatments for Children and Adolescents,
New Harbinger, Oakland, CA, pp. 139-61.

Schonert-Reichl, K.A. and Lawlor, M.S. (2010), “The effects of mindfulness-based education program on
pre- and early adolescents’ well-being and social and emotional competence”, Mindfulness, Vol. 1 No. 3,
pp. 137-51.

Semple, R.J., Lee, J. and Miller, L.F. (2006), “Mindfulness-based cognitive therapy for children”, in Baer, R.A.
(Ed.), Mindfulness-based Treatment Approaches: Clinicians Guide to Evidence Base and Applications,
Elsevier, Oxford and Burlington, MA, pp. 143-66.

Semple, R.J., Reid, E.F. and Miller, L. (2005), “Treating anxiety with mindfulness: an open trial of mindfulness
training for anxious children”, Journal of Cognitive Psychotherapy: An International Quarterly, Vol. 19 No. 4,
pp. 379-92.

TCDSB (n.d.), “Mission statement”, available at: www.tcdsb.org/Board/MissionandVision/Pages/default.
aspx (accessed 12 October 2014).

Thompson, M. and Gauntlett-Gilbert, J. (2008), “Mindfulness with children and adolescents: effective clinical
application”, Clinical Child Psychology & Psychiatry, Vol. 13 No. 3, pp. 395-407.

Toneatto, T. and Nguyen, L. (2007), “Does mindfulness meditation improve anxiety and mood symptoms?
A review of the controlled research”, Canadian Journal of Psychiatry, Vol. 52 No. 4, pp. 260-6.

Weare, K. (2013), “Developing mindfulness with children and young people: a review of the evidence and
policy context”, Journal of Children’s Services, Vol. 8 No. 2, pp. 141-53.

Wisner, B.L. (2014), “An exploratory study of mindfulness meditation for alternative school students:
perceived benefits for improving school climate and student functioning”, Mindfulness, Vol. 5 No. 6,
pp. 626-38.

Wisner, B.L., Jones, B. and Gwin, D. (2010), “School-based meditation practices for adolescents: a resource
for strengthening self-regulation, emotional coping, and self-esteem”, Children and Schools, Vol. 32 No. 3,
pp. 150-9.

Zack, S., Saekow, J., Kelly, M. and Radke, A. (2014), “Mindfulness based interventions for youth”, Journal of
Rational-Emotive & Cognitive-Behavior Therapy, Vol. 32 No. 1, pp. 44-56.

Zoogman, S., Goldberg, S.B., Hoyt, W.T. and Miller, L. (2014), “Mindfulness interventions with youth:
a meta-analysis”, Mindfulness, Vol. 6 No. 2, pp. 290-302.

Further reading

Frank, J.L., Jennings, P.A. and Greenberg, M.T. (2013), “Mindfulness-based interventions in school settings:
an introduction to the special issue”, Research in Human Development, Vol. 10 No. 3, pp. 205-10.

Roeser, R.W. and Eccles, J.S. (2014), “Schooling and the mental health of children and adolescents in the
United States”, in Lewis, M. and Rudolph, K.D. (Eds), Handbook of Developmental Psychopathology,
3rd ed., Springer, New York, NY, pp. 163-84.

VOL. 10 NO. 4 2015 j JOURNAL OF CHILDREN'S SERVICES j PAGE 391

D
ow

nl
oa

de
d 

by
 W

es
te

rn
 U

ni
ve

rs
ity

, D
oc

to
r T

ra
cy

 S
m

ith
-C

ar
rie

r A
t 0

8:
43

 2
2 

D
ec

em
be

r 2
01

5 
(P

T)



About the authors

Dr Tracy Smith-Carrier is an Assistant Professor in the School of Social Work at King’s University
College at Western University. Dr Tracy Smith-Carrier is the corresponding author and can be
contacted at: tsmithca@uwo.ca

Theo Koffler is the Executive Director and Founder of Mindfulness Without Borders.

Dr Faye Mishna is a Professor and Dean at the Factor-Inwentash Faculty of Social Work,
University of Toronto and is cross-appointed to the Department of Psychiatry at the University of
Toronto. She holds the Margaret and Wallace McCain Family Chair in Child and Family.

Anna Wallwork is a Clinical Social Worker and Researcher at the Factor-Inwentash Faculty of
Social Work, University of Toronto.

Joanne Daciuk is a Research Manager at the Factor-Inwentash Faculty of Social Work, University
of Toronto.

Jasmin Zeger is the Director of Marketing and Product Development at Mindfulness Without
Borders.

For instructions on how to order reprints of this article, please visit our website:
www.emeraldgrouppublishing.com/licensing/reprints.htm
Or contact us for further details: permissions@emeraldinsight.com

PAGE 392 j JOURNAL OF CHILDREN'S SERVICES j VOL. 10 NO. 4 2015

D
ow

nl
oa

de
d 

by
 W

es
te

rn
 U

ni
ve

rs
ity

, D
oc

to
r T

ra
cy

 S
m

ith
-C

ar
rie

r A
t 0

8:
43

 2
2 

D
ec

em
be

r 2
01

5 
(P

T)


