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Abstract

Engaging with mindfulness for educational purposes continues to be a complex challenge. Mindfulness
as a contemplative practice in Western educational contexts, while rising in popularity to support areas
such as emotional regulation, awareness, focus, and stress reduction, is a highly ambivalent
intervention. Complexity exists around purpose and place in curriculum, teacher experience, and ethics
of care. In this qualitative review of 54 studies about mindfulness in Western educational settings
specific educational impact/effect was considered. Each study illuminated key understandings about
approaches, impact, and challenges associated with the role and place of the teacher in mindfulness
interventions. The results highlighted the need to move beyond teachers teaching mindfulness as a tool
to support their stress and wellbeing, to a need to think more critically about the purpose of
mindfulness in Western educational settings. llluminated is the need to move beyond seeing
mindfulness as a tool or technique to alleviate stress, anxiety or to improve focus and attention that
can be delivered by anyone for anyone. Instead, what is recommended is that careful consideration of
teacher personal practice and training should be made in order to facilitate a connection back to
traditional notions of mindfulness to allow for skills, capacity and experience to be able to transfer to
work with young people in educational contexts.
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Introduction ambivalence about the role of mindfulness,
its origins, and reason for practising in the

The rise of mindfulness as a contemplative classroom (Choudhury & Moses, 2016) and indeed
practice in educational contexts has sparked much  which meaning of mindfulness in the Western
interest and debate (Ergas, 2019; Hale, 2017; context to engage with (N. Albrecht, 2018a).

Kane, 2017). Consequently, there is a level of Although there is developing evidence about use,
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application, and effects in education there is
debate about who should be teaching
mindfulness, and if the teacher must have a
personal practice (if each of us practices
mindfulness) or not to be beneficial in delivery
(Bernay, 2014; Burrows, 2017; Ergas, 2017; Gupta,
2019; Kerr et al., 2017). Additionally, concerns
have been raised as to if the formal and

informal practices delivered are appropriate

for young people when most have been

trialled primarily on adult audiences (Arthurson,
2015). This discussion is exacerbated further with
considerations of the place of mindfulness, or
indeed if it does have a place, within the
education agenda and when it should or can be
offered (Ergas, 2015, 2018). Debated questions
include: is mindfulness part of the curriculum, an
add-on, optional or compulsory, a one-off or a
series, developmental over age and year levels,
sitting within one content area such as health or
integrated? The complexity is real, and as Ergas
(2015) reiterates:

Framing contemplative practices as curricular
‘interventions’ makes one think that they are
‘add-ons’ patched onto the margins of the
timetable. They are not part and parcel of the
‘real business’ of schooling, which is more
likely understood in terms of the day-to-day
routine of math, history, science etc. As if they
might be ways to scaffold ‘education’ but they
do not constitute the ‘thing’ itself...The great
paradox we find is that the very richness of the
wisdom traditions from which a robust
educational theory might be derived is
simultaneously a source of controversy that
prevents many from considering
contemplative practices as legitimate
pedagogies in school. (Ergas, 2015, p. 207)
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Mindfulness

Mindfulness has a history rooted in Eastern
philosophies, although “one of its major strengths
is that it is not dependent on any belief system or
ideology” (Kabat-Zinn, 2013, p. 12). Mindfulness is
mostly referred to as a way of “being” which has
prescribed characteristics, activities and programs
designed to cultivate this state as well as ancient
meditation techniques rooted in various religions
(N. J. Albrecht et al., 2012, p. 3). In the West, Jon
Kabit-Zinn’s work with the Mindfulness-Based
Stress Reduction (MBSR) has been a dominate
mindfulness-based intervention (MBI) deeply
associated to the often heavily cited definition of
mindfulness — “paying attention in a particular
way: on purpose, in the present moment, and
nonjudgmentally” (Kabat-Zinn, 1994, p. 4). With
this definition there are two parts to mindfulness.
The first is learning to focus attention on one
thing, and then being able to bring the attention
back when the mind becomes distracted. The
second part is about the attitude you bring to
paying attention — being open, non-judging, and
curious about what you are focusing on.

There are many noteworthy definitions of
mindfulness. However, there is no consensus on
the definition of mindfulness. This challenge
causes some confusion between practitioners,
teachers, students, and researchers. As such a
collective came together to problem solve the lack
of consensus on the definition. They proposed,
“mindfulness involves the self-regulation of
attention with an approach of curiosity, openness
and acceptance” (Bishop et al., 2004, p. x)
Furthermore, Itai Ivtzan (2019) notes “mindfulness
is any moment in our life in which our activity and
attention are one” (lvtzan & Lomas, 2016). For
example, Ellen Langer defines mindfulness as “a
flexible state of mind in which we are actively
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engaged in the present, noticing new things and
sensitive to context” (Langer, 2000a). She attends
to this definition in how we move between
mindfulness and mindlessness (autopilot), noting
“we are stuck in a single, rigid perspective, and we
are oblivious to alternative ways of knowing.
When we are mindless, our behavior is rule and
routine governed; when we are mindful, rules and
routines may guide our behavior rather than
predetermine it” (p. 220). She notes “mindfulness
can be achieved without meditation” (Langer,
2000b, p. 220), however others note it is the act of
meditation that enables us to be mindful
(Choudhury & Moses, 2016; DelLuca et al., 2018).
Additionally, often the terms mindfulness and
meditation are used

loosely in Western culture with a tendency to
ignore the “spiritually and culturally embedded
roots of the practices” (Gupta, 2019, p. 22). What
is present though, in these definitions are the
fundamental intersections that are core to
practice (Fletcher & Hayes, 2005; Shapiro et al.,
2006), that is the mindfulness mechanisms of
intention, attention, and attitude (IAA). These
form “essential building blocks” (Shapiro et al.,
2006, pp. 374-375), each interwoven, occurring
simultaneously and are the connection point to
the process of being in this moment-to-moment
process.

What is the impact of mindfulness interventions
in Western educational settings?

This debate is complex, and as mindfulness
becomes more popular in contemporary Western
society, we see more interventions of a variety of
formal and informal practices with a variety of
theoretical frameworks applied in the educational
context. In our study we asked the question of the
literature: What is the impact of mindfulness
interventions in Western educational settings?
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This paper aims to look at what the reported
research is telling us through a qualitative
systematic literature review. Specifically in this
literature review we focus on the role and place of
the teacher, and ask the following research
guestions in relation to Western educational
settings:

1) What is the approach or philosophy to the
training required to teach mindfulness?

2) What is the impact on the teacher when they
facilitate mindfulness?

3) What are the challenges experienced by
teachers as they engage with mindfulness?

Methodology

Research approach

Mindfulness interventions in the literature are
manifold, ranging from conceptual to empirical
studies, and stretching to applications in different
contexts. Given this fluid nature and a lack of a
comprehensive overview of the impact of
mindfulness interventions, particularly in the
West, this paper has set out a systematic review of
the literature (Dixon-Woods et al., 2016). This
approach was conducted to have a clear
understanding of how mindfulness interventions
are conceptualised in educational settings, and
more specifically, to plot the impact that
mindfulness interventions have had in different
Western educational environments. A systematic
literature review is a method that follows a
methodical procedure, by following a series of
steps that leads to the selection of key articles
that are analysed to answer a specific research
guestion (Moher et al, 2009). A systematic
literature review offers a rigours and transparent
methodology for answering a specific research
question and reporting findings across a relevant
range of studies (Dixon-Woods et al., 2016). This
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makes this study replicable in its
conceptualisation, literature selection and
inclusion. The selected papers were analysed
using a qualitative approach. Although the
qualitative analysis is not replicable, the findings
provide an overview of the state of practice, offer
a synthesis of results, and a discussion on the gaps
and future research directions.

Research Protocol

Following an adaptation of the PRISMA (Liberati et
al., 2009) protocol, we applied a systematic
process including four main steps: identifying,
screening, eligibility, and inclusion for analysis. To
conduct the search, the terms mindfulness,
education, and Western contexts, along with
similar keywords, were included (see Table 1). The
general search terms included three levels of
coding. The first level included the term
mindfulness and related concepts. The second
level of coding was education, and the third level
was western or secular. Records that conducted
clinical research were excluded in this step. To
ensure quality, only peer-reviewed journals were
selected. The search was also limited by a specific
period (2008 to 2019) and written in English. The
search was conducted in five databases including
APA PsycNET, Cochrane, Scopus, Web of Science,
and EBSCOhost. The criterion for selecting the
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databases was their subject coverage in
humanities, social sciences, education, health and
medicine, science and technology, business, and
management. The APA PsycNET database was
selected for its subject coverage in psychology and
specialised basic, applied, clinical and theoretical
research in psychology.

The screening process consisted of two main
phases. For the first phase, both authors screened
for eligible papers and excluded those that had no
topic relevance, involved non-Western settings,
were not peer-reviewed, not related to education,
and not specific to the practice of mindfulness or
related practices. After conducting the systematic
process of identifying, screening, assessing papers
for their inclusion in phase 1 (see Figure 1), a
search in Sage database was conducted to ensure
that all relevant papers were included, and none
were missed in the initial search. From the search
in the Sage database, further 97 records were
added. Additionally, 89 records were manually
added to the full-text appraisal stage. These
records were identified and considered relevant
and key in the field by the authors, however, did
not emerge in the database search.

Understanding the impact of mindfulness in education in Western contexts

Search terms: mindfulness OR “contemplative practice*” OR meditation
AND education* OR learn* OR teach* AND west OR secular NOT clinical

APA Cochr Sco Web EbscoHost
PsycN ane pus of
Databases ET Scie
nce
125 5 94 54 161

Records after combining databases: 440
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Records after eliminating duplicates, book
reviews, summaries

criteria:

and other records that did not match the search

328

Screening Phase 1

Identification Records included after conducting the first
screening

(title & abstract revision) Researcher 1:

82

Records included after conducting the first
screening
(title & abstract revision) Researcher 2:

120

search

in Sage database (1,274 records
from the initial search) Researcher 1:
Eligibility
search

in Sage database (1,274 records
from the initial search) Researcher 2:

Records included after conducting a verification

Records included after conducting a verification

25

72

in the area):

Records added manually (researcher’s expertise

89

Total records before eliminating duplicates:

388

Total records after eliminating duplicates:

298

Screening Phase 2

Inclusion

screening
(full-text revision) with specific criteria
on all records from screening one:

Records included after conducting the second

126

Records included after conducting a second
screening
(full-text revision) with specific criteria

on all records from screening one (Researcher 2):

54

Total records for qualitative analysis:

54

Table 1. Description of systematic protocol, including records identified, excluded and included throughout the process.

For the second phase of screening, a full-text
revision of 26 manuscripts identified in the first
screening was done to further narrow down the
selection criteria. These key papers, identified
by the authors, allowed for the development of
more detailed, specific, and focused exclusion
criteria to select key, relevant studies (see
Figure 1). These focused criteria excluded
research reports, discussion papers, European
or Asian context-based studies, and those with
a spirituality, loving-kindness meditation, yoga
practice focused or interventions in general.
With these criteria (see Figure 1), 126 records
were selected. To further narrow this selection,

additional criteria was applied, which included
papers in Western educational settings with a
specific educational impact/effect. Therefore,
those papers covering educational settings, but
not studying educational impacts, outcomes,
experiences, effects or similar, as well as only a
discussion of mindfulness in Western education
contexts, but no empirical research, were
excluded (see Figure 1). This led to the final
selection of 54 records identified as suitable for
analysis. Of these 54 papers qualitatively
analysed, a variety of educational settings and
roles within these settings was identified (see
Table 2).



Holistic Education Review
3(2), Nov. 2023

Number of records

Identification

EL Records after eliminating duplicates and non-journals
S Records included after title & abstract screening _

Screening
57 Records included after Sage database search
83 Records added manually by authors
388 Tatal records included for full-text reading screening Eligibility
298 Records after eliminating duplicates
128 Total records included after specific exclusion criteria

Inclusion
54

Records included for gualitative analysis
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Figure 1. Flow chart adapted from PRISMA (Liberati et al., 2009) reporting the process of identification, screening, evaluating
and inclusion of items for subsequent analysis.

Focus in Western education setting

Educational setting

Student focus

Teacher focus

Parent/Caregiver
focus

Non specified
Western
educational setting

Burrows, 2017; Eliuk & Chorney,
2017a; Ergas, 2018; Greenberg
& Harris, 2012

N. Albrecht, 2018a; Bernay, 2014;
Burrows, 20133, 2015, 2017;
Choudhury & Moses, 2016; Crane et
al., 2012; Ergas, 2013, 2015, 2017,
2019; Greenwalt & Nguyen, 2017;
Hale, 2017; Kane, 2017

Keenan-Mount et al.,

K-12 2016
Khaddouma et al.,
Early years Khaddouma et al., 2015 2015

Primary/Elementary

Anglin et al., 2008; Klatt et al.,
2013; Kuyken et al., 2017;
Oberle et al., 2012,

Flook et al., 2013; Goldin & Gross,
2010; Gould et al., 2012; Kuyken et
al., 2017

Arthurson, 2015; Broderick &

Secondary Metz, 2009; Lomas et al., 2018 Arthurson, 2015; Sherretz, 2011
Christian, 2019; Czajkowski &
Greasley, 2015; Hartel et al.,
2017; Kass et al., 2011; Kerrigan
et al., 2017; Mahalingam & Brendel & Cornett-Murtada, 2018;
Rabelo, 2018; Mapel, 2012; Dobkin & Hutchinson, 2013;
Higher Mariela et al., 2018; McCann & Gardner & Grose, 2015; Griggs &

Education/Communi
ty College

Davis, 2018; Song & Muschert,
2014; Stella, 2016

Tidwell, 2015; Gupta, 2019; Kerr et
al., 2017

Community educati
on program/context

Burrows, 2015; Kirwin et al.,
2019

Clinical education
context (education
councillor,
psychologist, etc.)

Burrows, 2011, 2013b; Gibbons et
al., 2014; Gockel, 2010; Stella, 2016

Table 2. Summary of educational settings and roles within these settings.
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Analytical Strategy

Thematic analysis was used as the analytical
strategy to study the selected papers. A
thematic analysis is a theoretical method for
analysing a specific set of data by identifying
patterns and interpreting the emerging themes
(Braun & Clarke, 2006). Using Braun and
Clarke’s (2006) step-by-step approach, which
rather than being linear, allows a methodical
way of analysing qualitative data through a
recursive and flexible approach. The first step is
familiarisation by reading and re-reading the
data; the second step is coding relevant
characteristics; step three involves collating
these codes into themes; followed by step four
— reviewing themes by generating a thematic
map; the fifth step involves generating names
to clearly represent the themes; and the final
step which consists of selecting extracts from
the data in the production of the report to
ensure the patterns are relating to the research
(Braun & Clarke 2006).

The place of personal practice, qualifications,
and training as a teacher mindfulness

While mindfulness has become popularin
educational settings, we found a critical and
complex debate that impacts implementation
and value in Western contexts.

To teach mindfulness one must or does not
have to have a personal mindful practice is a
contentious point within the literature, with
fundamental questions asked about training
processes, standards, and competence.
Furthermore, this is juxtaposed to teachers
being fearful that they will ‘do it wrong’ (Kane,
2017). Significantly, qualifications and training
of teachers in and of mindfulness centres
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around the belief that one needs to have a
personal practice in order to teach it and
meaningfully incorporate mindfulness into the
education context (Arthurson, 2015; Burrows,
2011, 2017; Coholic, 2011; Crane et al., 2012). It
is argued that teaching mindfulness “is not
merely a technique or a tool to be used to
obtain a result, but rather is the result in and of
itself (Griggs & Tidwell, 2015, p. 21).
Mindfulness is a way of being, not purely a
strategy to alleviate stress, anxiety or to
improve focus and attention that can be
delivered by anyone for anyone (Burrows,
20133, 2017; Crane et al., 2012; Ergas, 2018;
Griggs & Tidwell, 2015; Sherretz, 2011).

This review reveals that the tension of Western
perspectives of mindfulness is often removed
from historical, traditional, and cultural
contexts (Ergas, 2015; Greenwalt & Nguyen,
2017; Griggs & Tidwell, 2015). The literature is
strong in teachers needing to have a personal
practice in order to teach mindfulness that is
grounded in “living authentically with purpose
and toward enlightenment” rather than “the
secular therapeutic use of these practices”
(Grigg & Tidwell, 2015, p. 23). This highlights
the need to expand teachers’ awareness to
their “teaching self” because teachers “teach
who they are” (Ergas, 2017, p. 218). Burrows
(2017) reminds us that we must ensure that
teachers have their own practice before
beginning to teach and that they maintain their
own mindfulness practice. With others
reiterating that there is a strong need for a
teacher of mindfulness to engage with and in
different practices to learn more about the
effects (Burrows, 2017; McCown, 2014). And
although Western culture has especially
focused on mindfulness as a tool for stress and
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anxiety or for supporting productivity attached
to raised awareness (Griggs & Tidwell, 2015;
Gupta, 2019; Hale, 2017; Kerrigan et al., 2017),
teachers of mindfulness need to live and
embody a direct experience; to see this as the
best way of learning and knowing (Gupta,
2019). Additionally, risks associated are
required, noting a “deconstruction of the term
and that such deconstruction could be
beneficial to understanding exactly what it was
that could be valuable and dangerous in its
implementation” (Gupta, 2019, p. 22).
Reiterated further by Burrows, who also
reminds us that there is a sensitivity and
vulnerability with mindfulness, thus teachers
must be provided with training in trauma- and
stress-related disorders to become more
sensitive and skilled (2017) with knowing
oneself, being present nonjudgmentally with
radical acceptance (Bernay, 2014; Burrows,
2013b, 201343, 2015; Gardner & Grose, 2015),
and know how to be with oneself
compassionately (Burrows, 2013a, 2017).

Parallel to the discussion about a personal
practice and the contribution this makes to
teaching mindfulness, the literature reveals a
complexity in the quality of training for teachers
of mindfulness. Crane et al (2011) notes that
"there are only a limited number of
mindfulness teachers who have received
substantial and in-depth training from first- and
second-generation mindfulness teachers” (p.
83). Included in this complexity is that for
“those people who are able to offer training,
there are imperatives and responsibilities to
rise to the challenge so that there are greater
numbers of available teachers who can offer”
mindfulness training “with integrity” (p. 83). In
reference to Mindfulness-based Stress
Reduction (MBSR) and Mindfulness-based
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Cognitive Therapy (MBCT), Crane et al

(2011) reminds us that with "the rapid
expansion of interest in mindfulness-based
approaches... those people offering training for
MBSR and MBCT teachers have had to consider
some quite fundamental questions about
training processes, standards and competence”
(p. 76). They suggest mindfulness-based
teaching competency framework is an ethical
imperative, and that competencies would
support “demonstrated acquisition of specific
knowledge, skills and attitudes which added
together make up competence to practice” (p.
77). Thus, this would provide a “map of the
processes, behaviours and actions that will be
valued, recognised and, as appropriate,
rewarded” for individuals and workplaces” (p.
78). In considering competencies for
mindfulness teachers, and in this case Crane et
al (2011) discuss this in relation to MBSR and
MBCT, however it could be argued that this may
be of interest for the field as a whole. Some
challenges are presented though, including 1)
criteria for assessment, 2) no agreed standard
for acceptable levels of training providers, and
3) no agreed benchmark for the award/training
available.

There is an argument that all initial teacher
education degrees should include mindfulness
training with pre-service teachers (future
teachers) to support their own wellbeing, but
also to facilitate mindfulness practices within
the classroom itself to support the wellbeing of
students. This seems to be supported by an
argument that Eliuk & Chorney (2017) present
that illuminates that due to lack of training
during initial teacher education, many teachers
feel under prepared and ill-equipped to teach
students about basic wellbeing and health
issues (N. Albrecht, 2018a; Flook et al., 2013;
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Keenan-Mount et al., 2016). And with this
acknowledgement comes less comfortability or
confidence to engage with mindfulness to
support “ways to deal with anxiety and create
connections to ‘nourish the soul’” (Eliuk &
Chorney, 20174, p. 2) noting it should be
“imperative that all educators receive some
form of pre-service teacher training in the area
of Health Education, mental well-being and
mindfulness” (p. 5). Offering training at the
initial teacher education stage would afford the
opportunity to have qualified teachers knowing
how to facilitate mindfulness. Albrecht’s (2018)
study states there should be “opportunity to
understand the practices from a theoretical and
experiential level, provide them with valuable
skills for the workforce and enable them to
begin their own mindful journey” (p. 19). This
call for training also highlights how if
pre-service teachers develop a mindfulness
practice themselves, and learn how to teach
mindfulness, they could in effect also know how
to support their own stress (Bernay, 2014; Kerr
et al., 2017), be able to create a supportive
culture to problem solve dilemmas in solidarity
(N. Albrecht, 2018a, Burrows 2013a, 2015
2017, Christian, 2019), and meaningfully
integrate mindfulness into school

curriculum. Bernay (2014) further stipulates
that introducing mindfulness in initial teacher
education could enhance the wellbeing of
pre-service teachers that would also transfer to
supporting them as they transition to beginning
teachers, with ultimate impact on enhanced job
retention.

If mindfulness was to be integrated into initial
teacher education, there is work to be done in
this area as to what this training or integration
would look like. Furthermore, the presumption
that initial teacher educators have the skills and
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training to teach mindfulness is an additional
paradox of mindfulness in education. Currently,
limited evidence exists on impact and what
type of training would be most authentic and
effective. We can draw on the work of Bernay
(2014) suggesting one strategy can be
introduced in a lecture with practice occurring
over a week or Kerr and colleagues’ (2017)
suggestion of a six-week mindfulness training
program, with both having reported greater
emotional clarity and improved regulation of
negative emotions for pre-service teachers.
However, at this stage there are minimal to no
follow ups in the reviewed literature regarding
long term impact on the pre-service teacher,
transfer to the classroom upon graduation, or
understanding of personal or professional
practice integration. These could be areas for
further research, specifically building of Bernay
(2014) work with five beginner teachers in New
Zealand also noted that “first year of teaching
that their personal wellbeing was enhanced,
stress was reduced, and they could focus
greater attention on their lesson planning and
their students. They responded rather than
reacted emotionally to student needs” (p. 58).

Benefits to teaching mindfulness in the
classroom

The literature that reported the benefits for the
integration of mindfulness into Western
educational contexts was centred around
teacher’s being able to maintain equanimity in
intense classroom and school environments
(Burrows, 2011). It was noted mindfulness
helped with disruptive children, with a
suggestion practices utilised one-on-one are of
assistance and can be beneficial when
supporting students (Khaddouma et al., 2015).
Additionally, the benefit of teaching
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mindfulness is to assist teachers or clinical
educational staff such as counsellors or
psychologists working with young people who
require extra support (Gibbons et al., 2014;
Gockel, 2010; Stella, 2016) enabling a reduction
in stress and improvement in behaviour in
at-risk students (Klatt et al., 2013; Lomas et al.,
2018). Mindfulness in this way is perceived as a
mechanism for positive change (Brown et al.,
2007; Carmody & Baer, 2008) facilitating
opportunities for deep learning that is optimal
when a peaceful environment is generated
collaboratively (Kane, 2017, p. 162). Emotional
regulation, improved attention, contribution to
creativity, self-awareness (Broderick & Metz,
2009; Burrows, 2017) and focus when stressed
(Mapel, 2012; Mariela et al., 2018) were
specifically noted. It was acknowledged by
Burrow’s and Gardener and Grose’s work that
caution comes with how mindfulness has the
potential to assist the students’ that a teacher
works with but it might trigger issues that could
put students in a downward spiral (Burrows,
2015).

The impact on the teacher when they facilitate
or practice mindfulness

Teaching mindfulness underpinned with a
personal mindfulness practice was illuminated
in the literature with significant benefits on
cultivating attention (Flook et al., 2013),
self-compassion (Flook et al., 2013), openness
(Christian, 2019), and acceptance (Burrows,
2013a, 2015) for the teacher. A mindfulness
practice for teachers enabled less judgement on
self and on striving to be perfect in

lessons resulting in greater efficiency
throughout the day as one was mindful in each
moment (Bernay, 2014). Burrows participants
also noted less critical self-talk and more
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acceptance in the moment when under
pressure or experiencing stress (Burrows,
2013a, 2013b, 2015). Several studies reported
that mindfulness became a vehicle to become
grounded (Bernay 2014; Burrows, 20133,
2013b, 2015) and the development of mindful
teacher characteristics (authority, authenticity,
friendliness) (Bernay, 2014; McCown et al.,
2010) with more confidence and acceptance of
self. Teachers reported more courage, ability to
disconnect from fear and ability to separate the
thoughts and actions and feeling lighter rather
than ruminating on a dilemma; being less
judgemental on self and avoiding blame for a
situation in the classroom or in a school
environment such as a tension with a colleague,
parent, or policy (Burrows, 2013a, 2015).

Some studies noted teaching mindfulness
enabled a shift in stress associated to the
profession (Bernay, 2014; Flook et al., 2013)
with specific reference to being non-reactive in
challenging situations (Burrows, 2013a, 2015;
Flook et al., 2013; Gardner & Grose, 2015).
Enhanced creativity, decision and problem
solving was also noted (Bernay, 2014; Christian,
2019). Bernay (2014) stated that teachers were
able to make connections across philosophies in
education and improved ability to make
curriculum connections, although it was
acknowledged that there was no need to do it
alone and they were able to see that others
were experiencing similar events (Burrows,
201343, 2015, 2017; Christian, 2019).

Challenges as a teacher of mindfulness

Mindfulness in Western education settings
offers some challenges for teachers regarding
the process of teaching and for teachers
themselves in being mindful. The literature
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reveals that there is a tension present between
embodying mindfulness as a practice of
equanimity versus it being a pragmatic
approach for dealing with stress and challenges
in daily life that can often occur in secular
settings (Gupta, 2019). And what emerges with
this is how one is and can be a mindful role
model (N. Albrecht, 2018a). This is heavily
connected with notions of one must practice
mindfulness in order to teach it (Arthurson,
2015; Burrows, 2011, 2017; Crane et al., 2012;
Gupta, 2019). Gupta (2019) raises this in
relation to an embodiment of values and
traditions:

As facilitators, we provide resources,
guidance, and embody the theoretical
underpinnings of our disciplines within
our instructional practice; so too, we
embody our own values and beliefs
from our cultural and spiritual traditions
while using mindfulness and meditation,
whether we discuss these openly or
not... Nevertheless, using mindfulness
and meditation as instructional methods
may not be too far from our reach to go
beyond the secular notion of using them
as intervention tool. (pp. 29-30)

This tension of embodiment of mindfulness to
teach mindfulness is nonetheless closely
connected to why a teacher selects to engage
with mindfulness with their students (Gardner
& Grose, 2015). Is mindfulness integration into
teaching a natural progression from your own
practice? Is mindfulness something you have
been ‘told to do’ as a teacher? Or is
mindfulness something you have encountered
in the classroom, had an opportunity to teach
aspects of and now are intrigued to discover
more as a teacher? It is clear in the literature
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that there is no one answer, and indeed that
what is present is where mindfulness is rooted,
the power struggles and for what purpose
mindfulness is being engaged with (Gardner &
Grose, 2015).

Incorporating mindfulness in Western
educational settings is more complex than
providing mindfulness education (N. Albrecht,
2018a). The literature does note challenges for
teachers, acknowledging that although teaching
mindfulness is intended, too often there is a
difficulty in committing to a practice when work
demands get too high for some teachers
(Albrecht, 2018). There is also a tendency to put
our teachers’ wellbeing at the bottom of the
priority list, resulting in contemplative practices
routinely taken off the to-do list (Gardner &
Grose, 2015).

Facilitation of inclusivity is a significant
challenge across educational contexts that
teachers are required to consider. For example,
Kennan-Mount and colleagues (2016)
researched in the areas of Autism Spectrum
Disorder (ASD) and acknowledged a need to
adapt practices, with considerations required
for where the strategies come from and indeed
how they are used with young people with ASD,
including how one holds their body and how
attention is drawn to neutral parts of the body.
Likewise, it has been acknowledged that many
informal practices are mostly adult based or
have been trialed on adults with little evidence
available if these practices are appropriate for
young people (Greenberg & Harris, 2012).
Significant is that mindfulness is also not always
a positive experience, revealing vulnerability
and trauma that may not have been paid
attention to for some time and the need for
teachers to know the practice they are
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teaching, be trained and also have ongoing
support structures in place to adjust intensity
and practices when working with young people
(Burrows, 2017; Gardner & Grose, 2015).

Conclusion

This review considered 54 studies about
mindfulness in Western educational settings. A
key aim of the review was to understand the
impact of mindfulness, and this paper
specifically focuses on one area, that is, the role
and place of the teacher to better understand
the approaches, impact, and challenges.

A key insight drawn from this review was that
the place of mindfulness in education is
complex, with substantial tension between
teachers feeling ill-equipped to teach students
about basic wellbeing and health issues and
thus turning to perceived solutions such as
teaching mindfulness (Basch, 2011; Flook et al.,
2013; Lechtenberger et al., 2008; Manion et al.,
2013; Walter et al., 2011), translating sustained
personal mindfulness practices into the
classroom to continue with and extend holistic
philosophies, and some teachers teaching
mindfulness to shift stress associated to the
profession. The latter being three pronged:
firstly, to both support oneself to be
non-reactive in challenging situations (Bernay,
2014; Burrows, 2013a, 2015; Flook et al., 2013;
Gardner & Grose, 2015); and/or secondly, as a
tool to support students with special needs,
behaviour challenges or giftedness (Gardner &
Grose, 2015; Greenberg & Harris, 2012; Kane,
2017; Keenan-Mount et al., 2016); and/or
thirdly, to avoid blaming oneself during or after
a stressful situation with a student, collegial,
parental or industry conflict (Burrows, 20133,
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2015; Christian, 2019; Gardner & Grose, 2015;
McCown, 2014).

Revealed is that mindfulness in the Western
educational context requires careful planning
for and connection to purpose, especially in
relation to how it is experienced by all with a
strong need to have training and ongoing
support for adaption or dialling down according
to students’ needs (Burrows, 2017). Teachers
need to be aware of the risks associated with
teaching mindfulness in educational contexts
especially in relation to those deemed as at-risk
(Greenwalt & Nguyen, 2017) or those who have
been identified as gifted (Kane, 2017). Also
revealed is that when working with young
people or those with special needs, variations
in practice are required (Gardner & Grose,
2015; Keenan-Mount et al., 2016) however we
are making assumptions that practices that are
applied to adults can also applied to young
people (Greenberg & Harris, 2012). As a teacher
negotiates the purpose of mindfulness in the
classroom, evidence is present that sees
mindfulness quickly be dropped when there are
conflicting requirements or time pressures
especially when a teacher does not have a
personal mindfulness practice (N. Albrecht,
2018b; Gardner & Grose, 2015). This impact on
students, as too the care that needs to be taken
when responding to triggers and potential
downwards spirals, needs to be carefully
considered. Raised is the question: are Western
teachers aware, qualified, skilled, and capable
of how to support, minimise, reduce and
carefully think through the complexity of
teaching, or dropping, mindfulness in the
classroom?

Challenges for the place of mindfulness in
Western educational classrooms centres
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around the importance of teachers’ having
one’s own practice in order to teach (Bernay,
2014; Burrows, 2017; Ergas, 2017; Gupta, 2019;
Kerr et al., 2017), training discrepancies
(Arthurson, 2015; Burrows, 2011, 2017;
Coholic, 2011; Crane et al., 2012), ethical
practices (Crane et al., 2012), and support
structures to be able to adjust to student
responses are required (Burrows, 2017;
Gardner & Grose, 2015; Gupta, 2019). These
areas are highly contentious in the literature
revealing the tension between mindfulness
being taught in Western classrooms as a tool or
intervention that can often be far removed
from tradition and mindfulness mechanism of
intention, attention, and awareness.

To teach mindfulness in the classroom it is
highly recommended that teachers have a
personal mindfulness practice if one is to
facilitate a practice(s) with students (Arthurson,
2015; Burrows, 2011, 2017; Coholic, 2011;
Crane et al., 2012). But as to what level of
training is required, when, how long, offered by
whom, underpinned by ethics and integrity, etc
and in relation to a personal practice is heavily
debated (Crane et al., 2012). The importance of
a teacher’s own practice and experience
(Burrows, 2017; Ergas, 2017; Kerr et al., 2017) is
however, a considerable influencer on
confidence levels, understanding, authentic
practice, modelling, and fostering the key
aspects of mindfulness — acceptance,
non-judgement, being present and aware
compassionately (Bernay, 2014; Burrows,
2013b, 201343, 2015; Gardner & Grose, 2015;
Gupta, 2019). It is clear authentic mindfulness
experience needs to be delivered by a teacher
who is in tune with mindfulness mechanisms in
their own life; where they embody the cultural

13

Issue: Contemplative Practices in Holistic Education

spiritual and traditional underpinnings of
mindfulness (Gupta, 2019).

We also know that teaching is a stressful career,
and although this paper does not focus on this
element, it has been raised by many of the
papers reviewed in this systematic literature
review that mindfulness training integrated
within initial teacher education could be a
solution to not only supporting teacher
wellbeing but to additionally support the
confidence of teachers in facilitating and
supporting wellbeing in the classroom (N.
Albrecht, 2018a; Bernay, 2014; Burrows, 2013a;
Eliuk & Chorney, 2017a). This in itself is a
difficult undertaking and one that requires
further investigation as assumptions exist that
initial teacher educators have capacity and skills
to teach mindfulness, and indeed institutions
and accrediting bodies value mindfulness. What
we have to be careful of is the tension between
embodying mindfulness as a practice of
equanimity versus it being a pragmatic
approach for dealing with stress and challenges
in daily life that can often occur in secular
settings (Gupta, 2019).

References

Albrecht, N. (2018a). Teachers Teaching
Mindfulness with Children: An
Interpretative Phenomenological
Analysis School of Education. Australian
Journal of Teacher Education, 43(10),
1-24.
https://doi.org/10.13140/RG.2.2.12711.
96162

Albrecht, N. (2018b). Teachers Teaching
Mindfulness with Children: Being a



Holistic Education Review
3(2), Nov. 2023

Mindful Role Model. Australian Journal
of Teacher Education, 43(10), 23.
https://doi.org/10.14221/ajte.2018v43.
n10.1

Albrecht, N. J., Albrecht, P. M., & Cohen, M.
(2012). Mindfully Teaching in the
Classroom: A Literature Review. In
Australian Journal of Teacher Education
(Vol. 37, Issue 12). Australian Journal of
Teacher Education.

Anglin, L. P, Pirson, M., & Langer, E. (2008).
Mindful learning: A moderator of
gender differences in mathematics
performance. Journal of Adult
Development, 15(3—4), 132—-139.
https://doi.org/10.1007/s10804-008-90
43-x

Arthurson, K. (2015). Teaching Mindfulness to
Year Sevens as Part of Health and
Personal Development. Australian
Journal of Teacher Education, 40(5),
1-15.

Basch, C. E. (2011). Healthier Students Are
Better Learners: High-Quality,
Strategically Planned, and Effectively
Coordinated School Health Programs
Must Be a Fundamental Mission of
Schools to Help Close the Achievement
Gap. Journal of School Health, 81(10),
650-662.
https://doi.org/10.1111/).1746-1561.20
11.00640.X

Bernay, R. S. (2014). Mindfulness and the
Beginning Teacher. Australian Journal of
Teacher Education, 39(7), 1-13.
http://ezproxy.lib.swin.edu.au/login?url
=http://search.ebscohost.com/login.asp
x?direct=true&db=eric& AN=EJ1029793
&site=ehost-live&scope=site

Bishop, S. R., Lau, M., Shapiro, S., Carlson, L.,
Anderson, N. D., Carmody, J., Segal, Z. V.,

14

Issue: Contemplative Practices in Holistic Education

Abbey, S., Speca, M., Velting, D., &
Devins, G. (2004). Mindfulness: A
proposed operational definition. Clinical
Psychology: Science and Practice, 11(3),
230-241.
https://doi.org/10.1093/clipsy/bph077

Braun, V., & Clarke, V. (2006). Using thematic
analysis in psychology. Qualitative
Research in Psychology, 3(2), 77-101.

Brendel, W., & Cornett-Murtada, V. (2018).
Professors Practicing Mindfulness: An
Action Research Study on Transformed
Teaching, Research, and Service. Journal
of Transformative Education, 17(1),
4-23.
https://doi.org/10.1177/154134461876
2535

Broderick, P. C., & Metz, S. (2009). Learning to
BREATHE: A pilot trial of a mindfulness
curriculum for adolescents. Advances in
School Mental Health Promotion, 2(1),
35-46.
https://doi.org/10.1080/1754730X.2009
9715696

Brown, K. W., Ryan, R. M., & Creswell, J. D.
(2007). Mindfulness: Theoretical
Foundations and Evidence for its
Salutary Effects. Psychological Inquiry,
18(4), 211-237.
https://doi.org/10.1080/104784007015
98298

Burrows, L. (2011). Relational Mindfulness in
Education. Encounter: Education for
Meaning and Social Justice, 24(4), 1-6.

Burrows, L. (2013a). Shadow play: Mindfulness
and reflection in Waldorf education.
Research on Steiner Education, 4(1),
142-159.

Burrows, L. (2013b). Transforming ‘The Red
Beast’ Within Through Mindfulness and
Therapeutic Storytelling: A Case Study.



Holistic Education Review
3(2), Nov. 2023

Australian Journal of Guidance and
Counselling, 23(2), 172-184.
https://doi.org/DOl:
10.1017/jgc.2013.17

Burrows, L. (2015). Inner Alchemy:
Transforming Dilemmas in Education
Through Mindfulness. Journal of
Transformative Education, 13(2),
127-139.
https://doi.org/10.1177/154134461556
9535

Burrows, L. (2017). | feel proud we are moving
forward": Safeguarding mindfulness for
vulnerable student and teacher
wellbeing in a community college.
Journal of Adult Protection, 19(1),
33-46.
https://doi.org/10.1108/JAP-08-2016-00
15

Carmody, J., & Baer, R. A. (2008). Relationships
between mindfulness practice and levels
of mindfulness, medical and
psychological symptoms and well-being
in a mindfulness-based stress reduction
program. Journal of Behavioral
Medicine, 31(1), 23-33.
https://doi.org/10.1007/s10865-007-91
30-7

Choudhury, S., & Moses, J. M. (2016). Mindful
interventions: Youth, poverty, and the
developing brain. Theory & Psychology,
26(5), 591-606.
https://doi.org/10.1177/095935431666
9025

Christian, C. (2019). Contemplative practices
and mindfulness in the interior design
studio classroom. Journal of Interior
Design, 44(1), 29-43.
https://doi.org/10.1111/joid.12134

Coholic, D. A. (2011). Exploring the Feasibility
and Benefits of Arts-Based

15

Issue: Contemplative Practices in Holistic Education

Mindfulness-Based Practices with Young
People in Need: Aiming to Improve
Aspects of Self-Awareness and
Resilience. Child and Youth Care Forum,
40(4), 303-317.
https://doi.org/10.1007/5S10566-010-91
39-X

Crane, R. S., Kuyken, W., Williams, J. M. G.,

Hastings, R. P., Cooper, L., & Fennell, M.
J.v. (2012). Competence in teaching
mindfulness-based courses: Concepts,
development and assessment.
Mindfulness, 3(1), 76—84.
https://doi.org/10.1007/s12671-011-00
73-2

Czajkowski, A--M. L., & Greasley, A. E. (2015).

Mindfulness for Singers: The Effects of a
Targeted Mindfulness Course on
Learning Vocal Technique. British
Journal of Music Education, 32(2),
211-233.
http://ezproxy.lib.swin.edu.au/login?url
=http://search.ebscohost.com/login.asp
x?direct=true&db=ericR AN=EJ1069734
&site=ehost-live&scope=site

Deluca, S. M., Kelman, A. R., & Waelde, L. C.

(2018). A Systematic Review of
Ethnoracial Representation and Cultural
Adaptation of Mindfulness- and
Meditation-Based Interventions.
Psychological Studies, 63(2), 117-129.
https://doi.org/10.1007/512646-018-04
52-Z/TABLES/1

Dixon-Woods, M., Bonas, S., Booth, A., Jones, D.

R., Miller, T., Sutton, A. J., Shaw, R. L.,
Smith, J. A., & Young, B. (2016). How can
systematic reviews incorporate
gualitative research? A critical
perspective: Qualitative Research, 6(1),
27-44.



Holistic Education Review
3(2), Nov. 2023

https://doi.org/10.1177/146879410605
8867

Dobkin, P. L., & Hutchinson, T. A. (2013).
Teaching mindfulness in medical school:
Where are we now and where are we
going? In Medical Education (Vol. 47,
Issue 8, pp. 768—-779). Wiley-Blackwell
Publishing Ltd.
https://doi.org/10.1111/medu.12200

Eliuk, K., & Chorney, D. (2017a). Calming the
Monkey Mind. International Journal of
Higher Education, 6(2), 1-7.

Eliuk, K., & Chorney, D. (2017b). Calming the
Monkey Mind. International Journal of
Higher Education, 6(2), 1-7.

Ergas, O. (2013). Two Mind-Altering
Curriculums: Contemplation,
Mindfulness, and the Educational
Question Whether “To Think or Not to
Think?” Journal of Transformative
Education, 11(4), 275-296.
https://doi.org/10.1177/154134461454
0334

Ergas, O. (2015). The Deeper Teachings of
Mindfulness-Based “Interventions” as a
Reconstruction of “Education.” Journal
of Philosophy of Education, 49(2),
203-220.
https://doi.org/10.1111/1467-9752.121
37

Ergas, O. (2017). Reclaiming “self” in teachers’
images of “education” through
mindfulness as contemplative inquiry.
Journal of Curriculum and Pedagogy,
14(3), 218-235.
https://doi.org/10.1080/15505170.2017
.1398698

Ergas, O. (2018). Schooled in our own minds:
mind-wandering and mindfulness in the
makings of the curriculum. Journal of
Curriculum Studies, 50(1), 77-95.

Issue: Contemplative Practices in Holistic Education

https://doi.org/10.1080/00220272.2017
.1363913

Ergas, O. (2019). Education and mindfulness
practice: Exploring a dialogue between
two traditions. Mindfulness, 10(8),
1489-1501.
https://doi.org/.1037//0033-2909.126.1.
78

Fletcher, L., & Hayes, S. C. (2005). Relational
frame theory, acceptance and
commitment therapy, and a functional
analytic definition of mindfulness.
Journal of Rational-Emotive &
Cognitive-Behavior Therapy, 23(4),
315-336.
https://doi.org/10.1007/s10942-005-00
17-7

Flook, L., Goldberg, S. B., Pinger, L., Bonus, K., &
Davidson, R. J. (2013). Mindfulness for
teachers: A pilot study to assess effects
on stress, burnout, and teaching
efficacy. Mind, Brain, and Education,
7(3), 182-195.
https://doi.org/10.1111/mbe.12026

Gardner, P.,, & Grose, J. (2015). Mindfulness in
the Academy -Transforming Our Work
and Ourselves “One Moment at a Time.”
Collected Essays on Learning and
Teaching, 8(35), 35—46.

Gibbons, C., Felteau, M., Cullen, N., Marshall, S.,
Dubois, S., Maxwell, H., Mazmanian, D.,
Weaver, B., Rees, L., Gainer, R., Klein, R.,
Moustgaard, A., & Bédard, M. (2014).
Training clinicians to deliver a
mindfulness intervention. Mindfulness,
5(3), 232-237.
https://doi.org/10.1007/s12671-012-01
70-x

Gockel, A. (2010). Smith College Studies in
Social Work The Promise of Mindfulness
for Clinical Practice Education. Smith



Holistic Education Review
3(2), Nov. 2023

College Studies in Social Work, 80(2-3),
248-268.
https://doi.org/10.1080/003773110037
84184

Goldin, P. R., & Gross, J. J. (2010). Effects of
mindfulness-based stress reduction
(MBSR) on emotion regulation in social
anxiety disorder. Emotion, 10(1), 83-91.
https://doi.org/10.1037/a0018441

Gould, L. F,, Dariotis, J. K., Mendelson, T., &
Greenberg, Mark. T. (2012). A
school-based mindfulness intervention
for urban youth: Exploring moderators
of intervention effects. Journal of
Community Psychology, 40(8), 968—982.
https://doi.org/10.1002/jcop.21505

Greenberg, M. T., & Harris, A. R. (2012).
Nurturing Mindfulness in Children and
Youth: Current State of Research. Child
Development Perspectives, 6(2),
161-166.
https://doi.org/10.1111/j.1750-8606.20
11.00215.x

Greenwalt, K. A., & Nguyen, C. H. (2017). The
Mindfulness Practice, Aesthetic
Experience, and Creative Democracy.
Education and Culture, 33(2), 19-35.

Griggs, T., & Tidwell, D. (2015). Learning to
Teach Mindfully: Examining the Self in
the Context of Multicultural Education.
Teacher Education Quarterly, 42(2),
87-104.

Gupta, K. (2019). The Sacred to the Secular:
Using Mindfulness and Meditation as
Instructional Methods in Academia.
New Directions for Adult & Continuing
Education, 2019(161), 21-32.

Hale, M. (2017). Perfectly Present: Mindfulness
Curriculum as Implicit Religion. IMPLICIT
RELIGION, 20(4), 335-365.
https://doi.org/10.1558/imre.32759

Issue: Contemplative Practices in Holistic Education

Hartel, J., Nguyen, A. T., & Guzik, E. (2017).
Mindfulness Meditation in the
Classroom. Journal of Education for
Library & Information Science, 58(2),
112-115.
http://10.0.49.239/issn.2328-2967/58/2
/6

Ivtzan, I., & Lomas, T. (2016). Mindfulness in
positive psychology: The science of
meditation and wellbeing. Routledge.

Kabat-Zinn, J. (2013). Full catastrophe living:
How to cope with stress, pain and illness
using mindfulness meditation. Piatkus.

Kabat-Zinn, Jon. (1994). Wherever you go, there
you are: Mindfulness meditation in
everyday life. Hyperion.

Kane, M. (2017). Creating a culture of calm:
Mindfulness unfolding in the classroom.
Gifted Education International, 34(2),
162-172.
https://doi.org/10.1177/026142941771
6350

Kass, S. J., VanWormer, L. A., Mikulas, W. L.,
Legan, S., & Bumgarner, D. (2011).
Effects of mindfulness training on
simulated driving: Preliminary results. In
Mindfulness (Vol. 2, Issue 4, pp.
236-241). Springer.
https://doi.org/10.1007/s12671-011-00
66-1

Keenan-Mount, R., Albrecht, N., & Waters, L.
(2016). Mindfulness-Based Approaches
for Young People with Autism Spectrum
Disorder and Their Caregivers: Do These
Approaches Hold Benefits for Teachers?
Australian Journal of Teacher Education,
41(6), 68-86.

Kerr, S. L., Lucas, L. J., DiDomenico, G. E.,
Mishra, V., Stanton, B. J,, Shivde, G.,
Pero, A. N., Runyen, M. E., & Terry, G. M.
(2017). Is mindfulness training useful for



Holistic Education Review Issue: Contemplative Practices in Holistic Education

3(2), Nov. 2023

pre-service teachers? An exploratory Kuyken, W., Nuthall, E., Byford, S., Crane, C.,

investigation. Teaching Education, 28(4),
349-359.
http://10.0.4.56/10476210.2017.12968
31

Kerrigan, D., Chau, V., King, M., Holman, E.,

Joffe, A., & Sibinga, E. (2017). There Is
No Performance, There Is Just This
Moment: The Role of Mindfulness
Instruction in Promoting Health and
Well-Being Among Students at a
Highly-Ranked University in the United
States. Journal of Evidence-Based
Complementary & Alternative Medicine,
22(4), 909-918.
https://doi.org/10.1177/215658721771
9787

Khaddouma, A., Gordon, K. C., & Bolden, J.

(2015). Mindful M&M’s: Mindfulness
and Parent Training for a Preschool Child
With Disruptive Behavior Disorder.
Clinical Case Studies, 14(6), 407-421.
https://doi.org/10.1177/153465011557
0708

Kirwin, M., Harper, N. J.,, Young, T., & Itzvan, I.

(2019). Mindful adventures: a pilot
study of the outward bound
mindfulness program. Journal of
Outdoor and Environmental Education,
22(1), 75-90.
https://doi.org/10.1007/s42322-019-00
031-9

Klatt, M., Harpster, K., Browne, E., White, S., &

Case-Smith, J. (2013). Feasibility and
preliminary outcomes for
Move-Into-Learning: An arts-based
mindfulness classroom intervention.
Journal of Positive Psychology, 8(3),
233-241.
http://10.0.4.56/17439760.2013.77901
1

18

Dalgleish, T., Ford, T., Greenberg, M. T.,
Ukoumunne, O. C,, Viner, R. M.,
Williams, J. M. G., & Team, M. (2017).
The effectiveness and cost-effectiveness
of a mindfulness training programme in
schools compared with normal school
provision (MYRIAD): study protocol for a
randomised controlled trial. Trials, 18,
1-17.
http://10.0.4.162/s13063-017-1917-4

Langer, E. J. (2000a). Mindful Learning. 9(6),

220-224.

Langer, E. J. (2000b). Mindful Learning. Current

Directions in Psychological Science, 9(6),
220-223.
https://doi.org/10.1111/1467-8721.000
99

Lechtenberger, D., Mullins, F. E., & Greenwood,

D. (2008). The Significant Role of Schools
in Transforming Children’s Mental

Health in America:
Http://Dx.Doi.0Org/10.1177/0040059908
04000407, 40(4), 56—64.
https://doi.org/10.1177/004005990804
000407

Liberati, A., Altman, D. G., Tetzlaff, J., Mulrow,

C., Ggtzsche, P. C,, loannidis, J. P. A,,
Clarke, M., Deveraux, P. J., Kleijen, J., &
Moher, D. (2009). The PRISMA
Statement for Reporting Systematic
Reviews and Meta-Analyses of Studies
That Evaluate Health Care Interventions:
Explanation and Elaboration. BMJ
Online, 1-26.
https://www.bmj.com/content/339/bmj
.b2700

Lomas, T., Garraway, E., Stanton, C., & Ivtzan, I.

(2018). Masculinity in the Midst of
Mindfulness: Exploring the Gendered
Experiences of At-risk Adolescent Boys.



Holistic Education Review
3(2), Nov. 2023

Men and Masculinities, 8, 1-35.
https://doi.org/10.1177/1097184X1875
6709

Mahalingam, R., & Rabelo, V. C. (2018).
Teaching Mindfulness to
Undergraduates: A Survey and
Photovoice Study. Journal of
Transformative Education, 17(1), 51-70.
https://doi.org/10.1177/154134461877
1222

Manion, I., Short, K. H., & Ferguson, B. (2013). A
Snapshot of School-Based Mental
Health and Substance Abuse in Canada:
Where We Are and Where It Leads Us.
Http://Dx.Doi.Org/10.1177/0829573512
468847, 28(1), 119-135.
https://doi.org/10.1177/082957351246
8847

Mapel, T. (2012). Mindfulness and education:
students’ experience of learning
mindfulness in a tertiary classroom.
New Zealand Journal of Educational
Studies, 47(1), 19-32.

Mariela, S., Prado, M., Alejandro, J., &
Anastacio, R. (2018). An assessment of
mindfulness intervention as a regular
subject in Ecuadorian higher education.
International Journal of Adolescence and
Youth, 23(4), 520-529.
https://doi.org/10.1080/02673843.2018
.1450273

McCann, K. M., & Davis, M. (2018). Mindfulness
and Self-Efficacy in an Online Doctoral
Program. Journal of Instructional
Research, 7, 33—-39.
http://ezproxy.lib.swin.edu.au/login?url
=http://search.ebscohost.com/login.asp
x?direct=true&db=eric& AN=EJ1188333
&site=ehost-live&scope=site

McCown, D. (2014). East Meets West in the
Pedagogy of the Mindfulness-Based

19

Issue: Contemplative Practices in Holistic Education

Interventions. In A. le, C. T. Ngnoumen,
& E. J. Langer (Eds.), The Wiley Blackwell
Handbook of Mindfulness (Vols. 1-2, pp.
1085-1104). Wiley Blackwell.
https://doi.org/10.1002/978111829489
5.ch56

McCown, D., Reibel, D., & Micozzi, M. S. (2010).
Teaching mindfulness: A practical guide
for clinicians and educators. Springer.

Moher, D., Liberati, A., Tetzlaff, J., Altman, D. G.,
& PRISMA Group*. (2009). Preferred
reporting items for systematic reviews
and meta-analyses: the PRISMA
statement. Annals of internal
medicine, 151(4), 264-269.
https://doi.org/10.7326/0003-4819-151
-4-200908180-00135

Oberle, E., Schonert-Reichl, K. A., Lawlor, M. S.,
& Thomson, K. C. (2012). Mindfulness
and inhibitory control in early

adolescence. The Journal of Early
Adolescence, 32(4), 565-588.
https://doi.org/10.1177/027243161140
3741

Shapiro, S. L., Carlson, L. E., Astin, J. A, &
Freedman, B. (2006). Mechanisms of
mindfulness. Journal of Clinical
Psychology, 62(3), 373-386.
https://doi.org/10.1002/jclp.20237

Sherretz, C. E. (2011). Mindfulness in Education:
Case Studies of Mindful Teachers and
Their Teaching Practices. Journal of
Thought, 46(3), 79-96.
https://www.jstor.org/stable/jthought.4
6.3-4.79?seq=1#page_scan_tab_content
s

Song, K. Y., & Muschert, G. W. (2014). Opening
the Contemplative Mind in the
Sociology Classroom. Humanity &
Society, 38(3), 314-338.


https://doi.org/10.7326/0003-4819-151-4-200908180-00135
https://doi.org/10.7326/0003-4819-151-4-200908180-00135

Holistic Education Review
3(2), Nov. 2023

https://doi.org/10.1177/016059761453
7794

Stella, M. (2016). Befriending death: A
mindfulness-based approach to
cultivating self-awareness in counselling
students. Death Studies, 40(1), 32—39.
https://doi.org/10.1080/07481187.2015
.1056566

Walter, H. J., Gouze, K., Cicchetti, C., Arend, R.,
Mehta, T., Schmidt, J., & Skvarla, M.
(2011). A pilot demonstration of
comprehensive mental health services
in inner-city public schools. The Journal
of School Health, 81(4), 185-193.
https://doi.org/10.1111/).1746-1561.20
10.00578.X

Notes

Author 1, conceptualisation, research design,
analysis, writing first draft, editing.

Author 2, analysis, writing up of methodology,
editing.

Author Bio

Narelle Lemon, Ph.D. is a Professor and VC
Professoriate Research Fellow Edith Cowan
University, Perth, Australia. She is also an
Adjunct Professor at Victoria University of
Wellington, New Zealand. Narelle is an
interdisciplinary scholar across the fields of arts,
education, and positive psychology. Her
research expertise is in fostering wellbeing
literacy in the contexts of K-12 schools, initial
teacher education, higher education, and
community education - that is, capacity building

20

Issue: Contemplative Practices in Holistic Education

in wellbeing and self-care of proactive action
across diverse areas of evidence-based
wellbeing science in order to flourish. Narelle is
interested in the lived experience of being an
academic - care, collaboration, mindful and
supportive practices. She is series editor for
Wellbeing and self-care in higher education:
Embracing positive solutions (Routledge) that is
attracting much attention and supporting the
dialogue of self-care being worthy of our
attention. Narelle’s contribution to the field of
education has also been acknowledged through
a 2019 National Teaching Citation, awarded by
Australian Awards for University Teaching
(AAUT), in scholarship of learning and teaching
for sustained development of curricula and
resources to support the integration of social
media into initial teacher education to benefit
student learning and engagement. Narelle
blogs, posts, grams and podcasts as a part of
her networked scholar practices.

Melissa Pineda-Pinto, Ph.D. examines urban
nature through diverse justice lenses for
achieving sustainable futures. She is currently a
postdoctoral research fellow at Trinity College,
Dublin, on the project NovelEco, which
examines wild ecosystems in cities through
forecasting methodologies and policy analysis.
Prior to this, Melissa worked on her PhD at
Swinburne University of Technology and
completed a Masters of Environment from the
University of Melbourne. This work is informed
by previous architectural and planning
experience in the industry and not-for-profit
sectors. Her academic experience and interests
cut across social research methods,
inter-transdisciplinary collaboration, and
systems thinking in the context of urban
ecosystems, justice, and ethics.



Holistic Education Review Issue: Contemplative Practices in Holistic Education
3(2), Nov. 2023

21



