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Abstract 

 

Mindful Making:  
How Mindfulness Influenced One Teaching Artist’s Practice in a 

Community-based After School Program 

 

Beranger Caitlaene LeFranc, M.A. 

The University of Texas at Austin, 2015 

 

Supervisor:  Christopher O. Adejumo 

 

This study uses a self-study methodology to investigate how mindfulness can be 

integrated into a teaching artist’s practice at a community-based after school program. 

Through four phases of data collection, the researcher examines the potential benefits of 

mindfulness through three lenses: for teachers, for art makers, and for community 

engagement programs. As both a teacher and an art maker, the researcher was compelled 

to consider a more holistic approach to art education by engaging students’ social and 

emotional skills in addition to those considered technical or academic. The researcher 

first participated in two trainings in mindfulness and then applied this new information to 

the planning and implementing of an art and mindfulness workshop at an after school 

program. The findings of this study identify correlations between the researcher’s work 

as a teaching artist and her mindfulness practice, encouraging others in the field of art 

education to consider exploring this work and its benefits.   



	   viii	  

Table of Contents 

Chapter 1: Introduction to the Study	  .......................................................................................	  1	  

INTRODUCTION TO THE STUDY	  ..........................................................................	  1	  

CENTRAL RESEARCH QUESTIONS	  .....................................................................	  4	  

PROBLEM STATEMENT	  .............................................................................................	  4	  

MOTIVATIONS FOR RESEARCH	  ...........................................................................	  6	  

RESEARCH METHODOLOGY	  ..................................................................................	  7	  

DEFINITION OF TERMS	  ..............................................................................................	  8	  

LOCATION AND PARTICIPANTS	  .......................................................................	  11	  

LIMITATIONS OF THE STUDY	  .............................................................................	  12	  

CONCLUSION	  ................................................................................................................	  13	  

Chapter 2: Review of Literature	  ............................................................................................	  14	  

FOUNDATIONS OF MINDFULNESS	  ..................................................................	  14	  

Leading Figures	  .....................................................................................................	  16	  

Current Research	  ...................................................................................................	  18	  

MINDFULNESS IN EDUCATION	  .........................................................................	  20	  

Current Research	  ...................................................................................................	  20	  

Mindful Schools	  ....................................................................................................	  22	  

Social-emotional learning	  ..................................................................................	  23	  

MINDFULNESS AND ART	  .......................................................................................	  25	  

Flow and Creativity	  ..............................................................................................	  26	  

COMMUNITY ENGAGEMENT	  ..............................................................................	  28	  

Creative Youth Development	  ...........................................................................	  28	  

Out-of-school time programs	  ............................................................................	  29	  

Teaching artists	  ......................................................................................................	  30	  

CONCLUSION	  ................................................................................................................	  31	  

Chapter 3: Research Methodology	  ........................................................................................	  32	  

SELECTION OF RESEARCH METHODOLOGY	  ............................................	  32	  



	   ix	  

SELF-STUDY RESEARCH METHODOLOGY	  .................................................	  34	  

STUDY LOCATION AND PARTICIPANTS	  ......................................................	  36	  

DATA COLLECTION	  ..................................................................................................	  38	  

DATA ANALYSIS	  .........................................................................................................	  41	  

VALIDITY	  ........................................................................................................................	  42	  

CONCLUSION	  ................................................................................................................	  43	  

Chapter 4: Practicing Mindfulness: A Personal Introduction	  ......................................	  45	  

INTRODUCTION	  ...........................................................................................................	  45	  

PHASE ONE: MINDFULNESS FUNDAMENTALS	  .......................................	  46	  

Week One: Mindfulness of the Breath	  ..........................................................	  47	  

Week Two: Mindfulness of the Body	  ............................................................	  52	  

Week Three: Mindfulness of Emotions	  .........................................................	  55	  

Week Four: Gratitude & Heartfulness	  ...........................................................	  58	  

Week Five: Mindfulness of Relationships	  ...................................................	  60	  

Week Six: Everyday Mindfulness	  ...................................................................	  63	  

PHASE TWO: CURRICULUM TRAINING	  ........................................................	  66	  

Day One	  ...................................................................................................................	  68	  

Day Two	  ..................................................................................................................	  72	  

Day Three	  ................................................................................................................	  79	  

CONCLUSION	  ................................................................................................................	  83	  

Chapter 5: Teaching Mindfulness: A Pilot Program	  .......................................................	  84	  

INTRODUCTION	  ...........................................................................................................	  84	  

PHASE THREE: PLANNING	  ....................................................................................	  85	  

Community Engagement	  ....................................................................................	  85	  

Creating “Mindful Making”	  ..............................................................................	  88	  

Lesson One	  ..............................................................................................................	  90	  

Lesson Two	  .............................................................................................................	  93	  

Lesson Three	  ..........................................................................................................	  94	  

PHASE FOUR: IMPLEMENTATION	  ....................................................................	  96	  



	   x	  
	  

Week One	  ................................................................................................................	  99	  

Week Two	  ............................................................................................................	  106	  

Week Three	  ..........................................................................................................	  112	  

CONCLUSION	  .............................................................................................................	  118	  

Chapter 6: Conclusion	  ............................................................................................................	  119	  

SUMMARY OF RESEARCH	  .................................................................................	  119	  

RESEARCH FINDINGS	  ...........................................................................................	  121	  

Mindfulness for Teachers	  ................................................................................	  121	  

Mindfulness for Art Makers	  ...........................................................................	  123	  

Mindfulness for Community Engagement	  ................................................	  124	  

RECOMMENDATIONS FOR FURTHER RESEARCH	  ..............................	  125	  

CONCLUDING REMARKS	  ....................................................................................	  128	  

Appendix A: Journal Examples	  ..........................................................................................	  129	  

JOURNAL PAGE SAMPLE A	  ...............................................................................	  129	  

JOURNAL PAGE SAMPLE B	  ................................................................................	  130	  

MEDITATIVE DRAWING A	  .................................................................................	  131	  

MEDITATIVE DRAWING B	  .................................................................................	  132	  

Appendix B: Mindful Making Lesson Plans	  ..................................................................	  133	  

CREATIVE ACTION LESSON PLAN TEMPLATE	  .....................................	  133	  

WEEK ONE LESSON PLAN	  ..................................................................................	  134	  

WEEK TWO LESSON PLAN	  .................................................................................	  135	  

WEEK THREE LESSON PLAN	  ............................................................................	  136	  

Appendix C: Mindful Making Sample Projects	  ............................................................	  137	  

LESSON ONE SAMPLE PROJECT	  .....................................................................	  137	  

LESSON TWO SAMPLE PROJECT	  ....................................................................	  138	  

LESSON THREE SAMPLE PROJECT A	  ..........................................................	  139	  

LESSON THREE SAMPLE PROJECT B	  ...........................................................	  140	  



	   xi	  

Appendix D: Mindful Making Student Projects	  ............................................................	  141	  

LESSON ONE STUDENT PROJECT B	  .............................................................	  142	  

LESSON ONE STUDENT PROJECT C	  .............................................................	  143	  

LESSON ONE STUDENT PROJECT D	  .............................................................	  144	  

LESSON ONE STUDENT PROJECT E	  ..............................................................	  145	  

LESSON TWO STUDENT PROJECT A	  ............................................................	  146	  

LESSON TWO STUDENT PROJECT B	  ............................................................	  147	  

LESSON TWO STUDENT PROJECT C	  ............................................................	  148	  

LESSON TWO STUDENT PROJECT D	  ............................................................	  149	  

LESSON TWO STUDENT PROJECT E	  ............................................................	  150	  

LESSON THREE STUDENT PROJECT A1	  .....................................................	  151	  

LESSON THREE STUDENT PROJECT A2	  .....................................................	  152	  

LESSON THREE STUDENT PROJECT B1	  .....................................................	  153	  

LESSON THREE STUDENT PROJECT B2	  .....................................................	  154	  

LESSON THREE STUDENT PROJECT C1	  .....................................................	  155	  

LESSON THREE STUDENT PROJECT C2	  .....................................................	  156	  

LESSON THREE STUDENT PROJECT D1	  .....................................................	  157	  

LESSON THREE STUDENT PROJECT D2	  .....................................................	  158	  

Appendix E: IRB Determination Letter	  ...........................................................................	  159	  

References	  ..................................................................................................................................	  160	  

Vita………………………………………………………………………………………………………..168	  

  



	   1	  

Chapter 1: Introduction to the Study 

Attention is the rarest and purest form of generosity. 
 

Simone Weil 

 

INTRODUCTION TO THE STUDY 

This study was conceived by a desire to draw connections between my 

experiences as an art maker and a teaching artist. Attempting to bridge these two 

practices has helped my approach to making and teaching art continue to evolve. In my 

four years in a studio-based fine arts undergraduate program, professors emphasized the 

technical quality of a finished work of art over engagement in the process of making. In 

this setting, ideas surrounding why I created art felt limited and I struggled to draw 

personal satisfaction from this style of learning about how to create art. It was not until I 

graduated and left the studio art program that I began to realize the more comprehensive 

benefits an art education had afforded me—a self-directed work ethic, the ability to 

problem solve, an appreciation for my efforts and the efforts of others, and, perhaps most 

valuable of all, how to fail. My education in studio arts had played a major role in the 

development of my identity as a person, not just as an artist. 

Immediately following my undergraduate education, I began working with 

children as an after school art teacher at The Boys & Girls Clubs of Metro Richmond 

(BGCMR). Because the BGCMR exists to serve young people from disadvantaged 

circumstances (“Our Mission” n.d., para. 1), there were a number of social and emotional 

issues that permeated our learning environment and prevented me from focusing my 

lessons entirely on the development of art skills. I would not be able to foster a positive 

and productive learning space by only directing students’ attention toward art making. It 



	   2	  

was vital to address social and emotional issues as well. Through a challenging series of 

successes and failures I began to reshape my ideas of art and the role it plays for the 

student. Instead of focusing on technical proficiency or the final product, I instead aimed 

to provide meaningful art activities in a positive environment, with the art product being 

secondary to the student’s overall engagement in the process. It was these experiences 

with the BGCMR that helped me recognize the need for a more holistic approach to art 

teaching in out-of-school time programs. 

Because I am interested in how art can benefit learners in a more holistic way, my 

research began with a movement that is currently gaining major traction in the education 

world: social and emotional learning (SEL). The Collaborative for Academic, Social, and 

Emotional Learning (CASEL) defines SEL as: “the process through which children and 

adults acquire and effectively apply knowledge, attitudes, and skills necessary to 

understand and manage emotions, set and achieve positive goals, feel and show empathy 

for others, establish and maintain positive relationships, and make responsible decisions” 

(“What is social and emotional learning?,” para. 1). The SEL sphere proved rich with 

possibilities, but I knew I would have to hone my interests more specifically in order to 

develop my research topic. After learning about mindfulness and the ways it was being 

used in educational settings, I was intrigued enough to develop my ideas further. 

I first happened upon the concept of mindfulness while flipping through an issue 

of TIME magazine in early 2014 (Pickert, 2014). The iconic red magazine cover featured 

“The Mindful Revolution” written in large, block letters across a photograph of a young 

woman meditating. The cover story was directed toward mindfulness, a concept with 

which I was only vaguely familiar at the time. The article focused primarily on how to 

develop a personal mindfulness practice and the positive ways this practice could combat 

the stresses of the frenetic society in which we exist today. As I read through the article, I 
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was able to draw connections between methods I was already using in making and 

teaching art—extended observation, focusing on the task at hand, and reflective 

journaling. The article mentioned briefly ways in which mindfulness was starting to be 

used in education, citing an organization called Mindful Schools as one of the leading 

forces in that effort. After perusing the organization’s website, a research topic was born. 

What I read about Mindful Schools’ values and the work they do spoke to many of my 

own personal philosophies about education and the role of the teacher. My mind brimmed 

with ideas of how these concepts could be applied to my personal practices of art making 

and teaching art.  

As a leader in the mindfulness in education movement, Mindful Schools’ primary 

goal is to provide mindfulness training to educators who can then implement mindfulness 

in their classroom or other educational sites (“Integrating mindfulness into education,” 

n.d., para. 1). As I looked further into the types of trainings offered, I realized I would 

have to first undergo instruction in developing a personal mindfulness practice before I 

would be able to incorporate mindfulness into teaching art. Action research methodology 

then presented itself as an obvious choice, and I became the subject of my own research 

as I embarked on my journey of learning how to practice mindfulness.  

Therefore, this study investigates the creation and implementation of an art and 

mindfulness workshop for youth, focusing specifically on applications in out-of-school 

time programs. Finding it most effective to research this issue through personal 

experience, I developed my research questions and chose action research methodology 

with these goals in mind. 
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CENTRAL RESEARCH QUESTIONS 

The following questions motivated and directed this research: How can a teaching 

artist incorporate mindfulness into her practice via an art workshop at a community-based 

after school youth program? How does practicing mindfulness improve a teaching artist’s 

practice? 
 

PROBLEM STATEMENT 

In the past twenty-five years, art education has expanded in many directions to 

encompass an ever-expanding array of content and concerns (Campbell & Simmons, 

2012). However, despite the evolution of art in education, many art educators still feel we 

are neglecting to meet the holistic needs of children and adolescents. Rather than placing 

the focus on technical skills, a growing number of art educators are more interested in 

meaning-making using creativity. These goals align with the current movement in 

education toward social-emotional learning, which also seeks to create meaning beyond 

the curricular content. Despite these trends, many educators still struggle to integrate 

activities and goals related to SEL into their learning environment. There is a desire to 

connect educational experiences more directly to the needs of their learners. 

Mindfulness in education shares many of the same goals and outcomes as social-

emotional learning. Although a fairly new field, current research indicates mindfulness 

has positively influenced the learning environment for students and teachers alike 

(Barseghian, 2013; McKibben, 2014; Mindful Life Project, 2013; “Mindfulness-based 

program in schools making a positive impact,” 2015; Schwartz, 2014). Mindfulness 

curricula are designed specifically to respond to the social-emotional needs of the 

teachers and the learners—and unlike other SEL initiatives, mindfulness in education 
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strategies are designed with both teachers and students in mind. There is, however, little 

research in the field of mindfulness in art education. Noticing this gap, I wanted to 

research how mindfulness practices can be integrated into teaching artist practices in 

order to contribute to our understanding of how best to create meaningful engagement via 

art making. 

My study attempted to bridge the gap between mindfulness in education and a 

teaching artist’s instructional practice at an out-of-school time art workshop. This study 

focused specifically on an OST program in a Title I elementary school in inner-city 

Austin. I believed it important to focus my study on underserved communities because of 

evidence that these communities demonstrate a high need for mindfulness programming 

(Barseghian, 2013; Bluth, Campo, Pruteanu-Malinici, Reams, Mullarkey, & Broderick, 

2015; Broderick & Metz, 2009; Schwartz, 2014). Because students of such communities 

often come from single parent, low-income households, they frequently lack structure 

and support at home—emotionally, academically, and otherwise. This lack of support can 

manifest as negative, destructive behavior or an inability to focus in a structured 

environment. Mindfulness practices, especially those offered through a low- or no-cost 

out-of-school time program, could be enormously beneficial for these children. The need 

to address such social-emotional issues in educational settings is crucial, and out-of-

school time programs—often free from the bounds of highly structured curricula or 

assessment benchmarks—are an environment ripe for experimenting with mindfulness 

strategies. One successful example of a community-based program is The Mindful Life 

Project, a non-profit organization founded in 2012 in Richmond, California. Their 

programs use art and yoga to teach mindfulness via school day and after school programs 

to students in underserved Bay Area schools and communities (Mindful Life Project, 

2013; Schwartz, 2014). 
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MOTIVATIONS FOR RESEARCH 

I sought to attend graduate school with the purpose to evolve in my personal 

practice as a teaching artist. For this reason, my research methodology actually preceded 

my research topic. It was important for me to use a research methodology that inserted 

me directly into the research so I could continue to experience personal and professional 

growth. I felt strongly that I could not begin to affect change in my field or in my 

community until I could initiate change within myself.  

Deciding to learn how to practice mindfulness as a research topic intrigued me for 

a number of reasons. First, I have suffered from fairly serious anxiety for most of my life, 

which has held me back throughout my life and has many times caused me to doubt my 

ability to be an educator. Learning to practice mindfulness has not only significantly 

improved the ways I approach my practice as a teaching artist, but has also positively 

affected the way I interact with my environment in general. I departed my mindfulness 

trainings with an empowering sense of control over my own wellbeing. I want my 

students to experience these feelings as well. 

Another reason I was excited about the integration of mindfulness into education 

stemmed from my personal experiences as a community-based educator at the Boys & 

Girls Clubs of Metro Richmond (BGCMR). I worked there for nearly two years and grew 

incredibly close with a large number of my students, their families, and our community. 

Although many of the parents of the Club students were wonderful, hardworking 

individuals, their circumstances and their community did not provide enough resources 

for their young learners.  A lot of these children had developed characteristics of 

destructive behavior, a lack of self-esteem, or an inability to focus and concentrate in 

school due to their lack of structure and support at home. The environment at the Boys & 

Girls Club would often become loud, hostile, and occasionally violent due to the 
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behavioral and academic challenges these children faced. Often so distracted by the 

negative parts of their world, they lacked a belief in the benefits of school, in their 

teachers, and in their own abilities. The issues these students faced everyday seemed to 

be the exact issues mindfulness practices could help combat. For these reasons, I chose to 

focus my research on an out-of-school time art program in an underserved, urban area, as 

I believe these students will benefit the most from the integration of mindfulness into 

their existing programming. 

My goal as a teaching artist has been to create a learning environment that enables 

my students to use art as a means of reflection, self-discovery, and empowerment. Having 

been a student of art for most of my life, I understand the many negative connotations 

associated with the practice. Because art is often an expression of the self, sharing your 

own identity can be an extremely vulnerable experience. It leaves the maker open to 

criticism of her ideas, her grasp of technique, her identity, and her personal beliefs and 

values. Although support from peers is important and necessary, support from within is 

paramount as an art maker. I hope that by using mindfulness to improve my own practice 

as a maker and a teacher, I can help my students to do the same. I aim to set my students 

up for success by teaching them how to accomplish this themselves. Mindfulness 

practices—especially when coupled with art activities—are an excellent way to prepare 

students for focused, satisfying learning experiences. 
 

RESEARCH METHODOLOGY 

I conducted this study using self-study research. Based on my central research 

question, this methodology seemed most effective for analyzing critically my practice as 

a teaching artist. Self-study research is used often in educational settings to evaluate 
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teaching practice from the researcher’s perspective.  Self-study research is defined by 

three characteristics: openness, collaboration, and reframing (Barnes, 1998).  In this 

study, I was open to acquiring new skills that contribute to my practice as a teaching 

artist. It was necessary to collaborate with outside organizations—Mindful Schools and 

Creative Action—in order to accomplish my research goals. By using the content from an 

existing curriculum to create a pilot program, I reframed the role of mindfulness in 

education. As a teaching artist who has worked with hundreds of children in out-of-

school time programs, the use of this particular methodology reflects my deep personal 

involvement in the subject and my dedication to professional growth. In addition to self-

study research, this thesis employs a narrative writing style. This personal lens is 

reflected in the journaling I conducted throughout my research.   
 

DEFINITION OF TERMS 

Flow – According to Csikszentmihalyi (1998), flow occurs when one is engaged 

in self-controlled, goal-related, and meaningful actions that bring immense personal 

satisfaction.  

 

Mindfulness – “Mindfulness is a particular way of paying attention. It is the 

mental faculty of purposefully bringing awareness to one’s experience. Mindfulness 

can be applied to sensory experience, thoughts, and emotions by using sustained 

attention and noticing our experience without reacting” (“What is mindfulness?,” 

para. 1). 
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Mindfulness-based Stress Reduction (MBSR) – A behavioral 

medicine program devised by Jon Kabat-Zinn that uses the psychological concept 

of mindfulness to help people cope with stresses more effectively and be more at ease in 

their lives. It is thought to have potential for helping people cope with stress and chronic 

illness, and research has shown it having a useful effect. While MBSR has its roots in 

spiritual teachings, the program itself is secular (Center for mindfulness in medicine, 

health care, and society, n.d., para. 1). 

 

Mindful Schools – Mindful Schools is a 501 (c)(3) non-profit organization based 

in Emeryville, California. The organization offers online and in-person training to adults 

who want to learn mindfulness and use it with youth. Training participants include 

teachers, mental health professionals, and parents (Mindful Schools, n.d., para. 1). 

 

Out-of-School Time (OST) Program – “Out-of-school time initiatives include 

before, afterschool and weekend programs; summer learning opportunities; service 

learning; mentoring and internships. They are formal and structured opportunities for 

school-aged youth that can complement the regular school day. They are most often 

provided by schools, community and faith-based groups, youth-serving organizations, 

cultural institutions, and city/state agencies” (Defining out-of-school time, n.d., para. 1). 

 

Youth Development – The process through which young people develop 

personal and social assets that prepare them to thrive. Assets include those fundamental 

to physical development, such as good health habits; intellectual development, such as 

critical thinking skills; psychological and emotional development, such as conflict-
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resolution skills; and social development, such as the ability to navigate in multiple 

cultural contexts (Eccles & Gootman, 2002). 

 

Creative Youth Development – A strategy used in youth programming that 

“teaches young people a discipline that centers on creativity—processes of creative 

inquiry and expression in particular—and each type of program uses its discipline as a 

vehicle for youth development” (Stevenson, 2014, p. 1). The ultimate goal of creative 

youth development programs is not necessarily to have students master technical skills, 

but instead to utilize the process of learning technical skills to contribute to the formation 

of a more well rounded student.  

 

Teaching Artist – Because the field of teaching artistry is in constant flux, there 

is no universally agreed-upon definition of the term. Eric Booth, a leader in the field, 

offers this definition: “A teaching artist is a practicing professional artist with the 

complementary skills, curiosities, and sensibilities as an educator, who can effectively 

engage a wide range of people in learning experiences in, through, and about the arts” 

(Booth, 2010, para. 3). 

 

Creative Action – Creative Action is a non-profit organization that employs a 

team of professional teaching artists to offer a variety of arts-based programming in and 

around the city of Austin, Texas. For the purpose of this study, I worked with a group of 

second grade students at Allison Elementary School1 in Austin, Texas, who attend the 

Creative Action after school program once a week. 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
1 Creative Action gave me permission to use the real name of the school. 
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Social and Emotional Learning (SEL) – “Social and emotional learning is the 

process through which children and adults acquire and effectively apply knowledge, 

attitudes, and skills necessary to understand and manage emotions, set and achieve 

positive goals, feel and show empathy for others, establish and maintain positive 

relationships, and make responsible decisions” (What is social and emotional learning?, 

2014, para. 1). 
 

LOCATION AND PARTICIPANTS 

This study took place at the Mindful Schools training site in Oakland, California, 

and at a Creative Action out-of-school time program in Austin, Texas. Mindful Schools 

offers three courses that build the foundation for integrating mindfulness into education: 

mindfulness fundamentals, curriculum training, and year-long certification (Our Courses, 

n.d., para. 1). I completed a six-week mindfulness fundamentals training online via the 

Mindful Schools and a three-day on site curriculum training in Oakland. Mindful Schools 

has trained educators, social workers, psychologists, parents, and other adults from over 

60 countries, impacting more than 200,000 youth globally (“Our Story,” n.d., para. 7). 

Creative Action’s licensed out-of-school time program runs onsite at several 

elementary schools. During this free program, students participate in arts-based creativity 

classes in addition to homework help, outdoor play, and snack time (“Creative Action 

After School”, n.d.). I conducted research with Creative Action out-of-school time 

program at Allison Elementary in Austin, Texas, a Title I school with a focus in bilingual 

education. 
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The participants in this study were second grade students in Allison Elementary 

who were already enrolled in the Creative Action out-of-school time program. The 

Creative Action regular teaching artist, Bridget Kuzma2, was also present for all three 

lessons. The program meets once a week on Fridays for approximately 90 minutes. I 

conducted three consecutive mindfulness lessons with the same group of approximately 

twenty students on November 7, November 14, and November 21, 2014. 
 

LIMITATIONS OF THE STUDY 

Participants and location limit this study. Creative Action, the OST program with 

which I was working, was only able to accommodate me for a total of three sessions. 

These sessions were limited to a specific timeline and there was no way to guarantee the 

exact same participants were involved in all three sessions. The scheduling constraints 

only allowed me to provide students an introduction to mindfulness in art. It is not 

representative of a complete mindfulness in art curriculum. Therefore, other teaching 

artists may not be able to recreate the experience of this study. For this reason, this 

investigation is considered a pilot study, to be built upon for a more extensive project in 

the future. 

This study details my personal experience and is closely tied to my education, 

experiences, background, and beliefs as a teaching artist. For this reason, the results of 

this study may not be applicable for all teaching artists or in all instructional situations.  
 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
2 Ms. Kuzma allowed me to use her real name. 
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CONCLUSION 

Drawing from personal experiences as a teaching artist in various educational 

settings, thisstudy used self-study methodology to develop an OST workshop in 

mindfulness and art for teaching artists. Focusing on self-regulation and building 

empathy, the purpose of this study was to improve my personal practice as a teaching 

artist while attempting to fill a gap in current community-based art education.  Drawing 

from myriad data sources—especially my own reflective journaling throughout the 

study—this study aimed to provide an entryway into exploring a rich understanding of 

the potentials for mindfulness in art education.  

In the proceeding chapters I present pertinent literature on which this study relies, 

the research methodology and study design, data sources and analysis, and findings 

drawn from the data. Chapter 2 reviews the literature that forms the content of the 

workshop and makes a case for integrating mindfulness into education. Chapter 3 

explains my research methodology and the design of the study, including how data was 

collected and analyzed. Chapters 4 and 5 describe the self-study research process in four 

phases and present the collected data. The final chapter concludes the study, presenting 

findings from the study as well as suggestions for other teaching artists interested in 

exploring mindfulness in their artistic and instructional practice. 
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Chapter 2: Review of Literature 

Respond; don’t react. Listen; don’t talk. Think; don’t assume. 
 

Raji Lukkoor 
 

As I began my background research, I focused on four areas that inform my 

study: (a) foundations of mindfulness, which offers an introduction to the origins of 

secular mindfulness and its applications to healthcare; (b) mindfulness in education, an 

overview of current research being conducted on the integration of mindfulness into 

educational settings; (c) mindfulness and art, a look at the role mindfulness plays in 

creativity and art making; and (d) community engagement, a survey of pertinent terms 

and ideas for those working in community-based educational settings. This chapter 

explores pertinent literature related to these four areas. 
 

FOUNDATIONS OF MINDFULNESS 

Mindfulness is defined as “the mental faculty of purposefully bringing awareness 

to one’s experience” (Weiss & Hickman, 2015, para. 1) and as “maintaining a moment-

by-moment awareness of our thoughts, feelings, bodily sensations, and surrounding 

environment” (“What is mindfulness,” n.d., para. 1). It is an ancient practice with origins 

in Buddhist meditation and the noble eightfold path. Introduced in a secular context 

1970s, mindfulness has become a successful mainstream influence on the fields of 

medicine, psychology, corporate environments, and now education.  

The belief that one can condition their brain by practicing mindfulness operates 

under the concept of neuroplasticity. Neuroplasticity refers to changes in neural pathways 

and synapses as a result of changes made to one’s environment, behavior, neural 
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processes, and emotions (Pascual-Leone et al., 2011). This theory has replaced the 

formerly held belief that the brain is a static organ that is relatively immutable beyond 

early childhood; many findings indicate that several aspects of the brain remain plastic 

well into adulthood (Pascual-Leone, Amadi, Fregni, & Merabet, 2005; Rakic, 2001). 

Several studies indicated that developing a meditation practice has been linked to 

changes in cortical thickness or density of gray matter (Pagnoni & Cekic, 2007; 

Vestergaard-Poulsen et al., 2009; Luders, Toga, Lepore & Gaser, 2009). Sara Lazar of 

Harvard University led a well-known study linking meditation practice to increased 

cortical thickness (Lazar et al., 2000). Neuroscientist Richard Davidson of the University 

of Wisconsin has led studies in cooperation with the Dalai Lama on the effects of 

meditation on the brain (Lutz, Greischar, Rawlings, Ricard & Davidson, 2004). His work 

suggests that short- and long-term meditation practice results in different levels of 

activity in regions of the brain associated with anxiety, depression, anger, fear, and 

attention.  

 Scientists have discovered a number of ways mindfulness can benefit 

physical health: helps relieve stress, treats heart disease, lowers blood pressure, reduces 

chronic pain, improves sleep, and alleviates gastrointestinal difficulties. Psychotherapists 

have also turned to mindfulness practices to help treat several conditions such as 

depression, substance abuse, eating disorders, anxiety disorders, and obsessive-

compulsive disorders (Center for mindfulness, n.d.; Helpguide, n.d.).  

 There are many ways to practice mindfulness, though all share a similar 

goal of paying deliberate attention to one’s thoughts and sensations without judgment. 

All mindfulness techniques are considered a form of meditation. Helpguide (n.d.), a 

Harvard Health program, details some of the most common techniques for practicing 

mindfulness:  
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(1) Mindfulness meditation: Achieved by sitting quietly and focusing on natural 
breathing or on a word or mantra; allowing thoughts to come and go without 
judgment; maintaining focus on the breathing or the mantra; (2) Body sensation: 
Achieved by noticing subtle body sensations, such as tension or tingling, without 
judgment; bringing attention to each individual part of the body; (3) Sensory: 
Achieved by noticing sights, sounds, smells, tastes, and touches, naming them as 
“sight,” “touch,” etc. without judgment, and letting them pass; (4) Emotions: 
Achieved by allowing emotions to be present without judgment, practicing a 
steady and relaxed naming of emotions like “anger” or “joy,” accepting the 
presence of the emotions without judgment, and letting them go; (5) Urge 
Surfing: Achieved by coping with cravings and allowing them to pass, noticing 
how the body feels as the cravings enter, and replacing the wish for the craving 
with the knowledge that the craving will subside. (para. 8) 

Leading Figures 

One of the first people to introduce mindfulness in a secular context was Dr. Jon 

Kabat-Zinn. Kabat-Zinn is Professor of Medicine Emeritus and founder of the Stress-

Reduction Clinic and the Center for Mindfulness in Medicine, Health Care, and Society 

at the University of Massachusetts Amherst Medical School. His personal practice of 

yoga and studies in Buddhism informed his stress-reduction program, Mindfulness-based 

Stress Reduction (MBSR), which was first developed in the 1970s and is now offered at 

medical centers and hospitals worldwide. He is the author and editor of dozens of texts 

that serve as accessible guides on how individuals can develop a daily mindfulness 

practice. Kabat-Zinn demonstrates how increasing one’s capacity for mindfulness 

supports many attitudes that contribute to improvement in physical and emotional 

wellbeing and general life satisfaction (Center for mindfulness, n.d.). 

Perhaps Kabat-Zinn’s most important legacy is in the field of healthcare. 

The Center for Mindfulness in Medicine, Health Care, and Society, founded in 1995, is a 

global leader in mind-body medicine. Currently directed by Saki F. Santorelli, EdD, MA, 

the Center is an outgrowth of Kabat-Zinn’s acclaimed Stress Reduction Clinic – the 
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oldest and largest academic medical center-based stress reduction program in the world 

(Center for mindfulness, n.d.). In operation for over thirty years, The Center has 

pioneered the integration of mindfulness meditation and other mindfulness-based 

approaches in mainstream medicine and healthcare through patient care, research, 

academic medical and professional education, and into the broader society through 

diverse outreach and public service initiatives.  

The work of Kabat-Zinn and The Center for Mindfulness in Medicine, Health 

Care, and Society form the basis for the majority of mindfulness research conducted since 

the 1970s. Although mindfulness is an ancient practice—it is an element of the Buddhist 

noble eightfold path to enlightenment—Kabat-Zinn is one of the first to frame it as a 

secular one. His integration of mindfulness into holistic healing has been revolutionary to 

the field of medicine and has inspired extensive research on the positive benefits of 

mindfulness. The vast majority of contemporary mindfulness organizations, including 

Mindful Schools, cite the work of Kabat-Zinn as a direct influence on their practices and 

beliefs. Due to his consistent dedication to the field, the mindfulness movement has 

gained major traction in recent years, including in many facets of education. 

Dr. Daniel Siegel is another major figure in the mindfulness movement. Siegel 

received his medical degree from Harvard University and is currently clinical professor 

of psychiatry at the UCLA School of Medicine (Dr. Dan Siegel, 2010). He is on the 

faculty of the Center for Culture, Brain, and Development and is the founding co-director 

of the Mindful Awareness Research Center. Siegel’s research is cited in a wide array of 

research journals, including in the fields of neuroscience, mental health, corporate 

leadership, and education. He is known primarily for his accessible, self-help style and 

has published dozens of books on the subject, such as The Mindful Brain: Reflection and 

Attunement in the Cultivation of Well-Being, Mindsight: The New Science of Personal 
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Transformation, and The Developing Mind: How Relationships and the Brain Interact to 

Shape Who We Area.  

Siegel is also a pioneer in the field of Interpersonal Neurobiology, which “seeks 

to understand the mind and mental health. Its focus is on the way the brain develops and 

is shaped by interpersonal relationships” (About us, 2015, para. 1). This interdisciplinary 

field draws on research from many separate areas of knowledge such as in an attempt to 

find common principles that govern the human experience, such as anthropology, 

biology, psychology, sociology, and neuroscience. Under this umbrella, Siegel applies 

these emerging principles to promote compassion, kindness, resilience, and well being in 

one’s personal life, relationships, and community (About Interpersonal Neurobiology, 

2010, para. 1). Like Kabat-Zinn, Siegel’s work is consistently referenced in 

contemporary research on mindfulness, particularly in the areas of education and 

childcare. 
 

Current Research 

The American Mindfulness Research Association (AMRA) is an excellent 

resource for keeping abreast of research being conducted related to mindfulness. Founded 

in 2013, the organization’s mission is “to support empirical and conceptual efforts to 

establish an evidence base for the process, practice, and construct of mindfulness; 

promote evidence-based standards for the use of mindfulness research and its 

applications; and facilitate mindfulness-related dialogue and discovery” (AMRA, 2015, 

para. 1). AMRA is a professional resource to the sciences and humanities as well as to 

practicing communities. AMRA streamlines and presents current research in the field to 

present mindfulness as relevant to the broader public. The Association publishes a 
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monthly newsletter entitled Mindfulness Research Monthly which aims to promote 

awareness of latest advances in the field. Mindfulness Research Monthly includes links to 

current studies in five categories: interventions, articles testing the applied science and 

implementation of mindfulness-based interventions; associations, articles examining the 

correlation and mechanism between mindfulness and other variables; methods, articles 

developing empirical procedures to advance the measurement and methodology of 

mindfulness; reviews, articles reviewing content areas of mindfulness or conducting 

meta-analyses of published research; and trials, research studies newly funded by the 

National Institutes of Health. The studies included in the monthly newsletter address 

ways in which mindfulness is integrated into scientific research on a wide variety of 

topics such as applications for patients with anxiety disorders, symptom management in 

patients with chronic illness, social-emotional development in the elementary classroom, 

relationship to patient satisfaction in romantic relationships, et cetera (Mindfulness 

Research Monthly, 2015). 

In addition to their monthly newsletter, The American Mindfulness Research 

Association provides a number of other helpful resources. Their website hosts a scientific 

database of over 3200 academic publications on mindfulness since 1980 and provides 

several different measurement tools, including the Mindful Attention Awareness Scale 

(MAAS) and the Five Facet Mindfulness Questionnaire (FFMQ). AMRA lists formal 

programs in the United States and abroad that either conduct mindfulness research or 

offer a mindfulness teacher training program. They also maintain a calendar of 

conferences and other events and track and post current press stories from major news 

outlets in a blog (AMRA Resources and Services, 2015, para 1). 
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MINDFULNESS IN EDUCATION 

Although mindfulness is not inherently therapeutic, regular practice can 

contribute positively to one’s mental health and overall wellbeing. The field of education 

can benefit enormously from mindfulness. By practicing mindfulness in their own lives, 

educators can set the stage for a more focused learning environment, “priming 

themselves and their students to be less reactive and less distracted” (McKibben, 2014, p. 

1). Mindfulness has many applications for teachers and their students and there are 

organizations cropping up nationwide that specialize in mindfulness in education. In 

Mindfulness for Teachers, Patricia Jennings (2015) asserts that many teachers are not 

well prepared for the social and emotional demands of the classroom and lack necessary 

support systems, which frequently causes emotional exhaustion. Jennings’ book was 

written to help teachers develop the skills needed to promote a calm, relaxed but 

engaging learning environment that fosters creativity and collaboration in students. She 

asserts that developing a personal practice of mindfulness is key for a teacher to become 

fully aware and present as she interacts with students, parents, and colleagues. 
 

Current Research 

The Greater Good Science Center (GGSC) of the University of California, 

Berkeley has been at the forefront of a new scientific movement to explore the science of 

a meaningful life. “The Greater Good Science Center studies the psychology, sociology, 

and neuroscience of well-being, and teaches skills that foster a thriving, resilient, and 

compassionate society” (“Our Mission,” 2015, para. 1). The organization is committed to 

both science and practice and aims to translate and disseminate this science to the general 
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public. The organization frequently compiles research highlights on mindfulness in 

education and its effects on students, teachers, and administrators.  

In a recent research highlight, several studies address the effects of mindfulness 

practice on teachers’ mental and emotional wellbeing (Flook, Goldberg, Pinger, Bonus, 

& Davidson, 2013; Frank, Reibel, Broderick, Cantrell, & Metz, 2015; Roeser, Skinner, 

Beers, & Jennings, 2012; Singh, Lancioni, Winton, Karazsie, & Singh, 2013). The 

findings of these studies indicate mindfulness is a promising intervention, with 

participants showing significant reductions in psychological symptoms of stress and 

burnout. In one study, researchers randomly assigned half of a group of 113 elementary 

and secondary school teachers to a mindfulness training program and the other half to a 

control group that received no mindfulness training. Those who completed the 

mindfulness program showed higher levels of focused attention, working memory 

capacity, and occupational self-compassion, as well as lower levels of stress and burnout 

post-program than did those in the control group (Roeser et al., 2013).  

Similarly, the GGSC features abundant research on the effects of mindfulness on 

students’ mental and emotional welfare (Beauchemin, Hutchins, & Patterson, 2008; 

Biegel, Brown, Shapiro & Schubert, 2009; Broderick & Metz, 2009; Davidson et al., 

2012). In a study by Barnes, Bauza, and Treiber (2003), 45 students were randomly 

assigned to either a meditation group or a control group. The meditation group engaged 

in fifteen-minute meditation sessions at home and at school for four months while the 

control group received fifteen-minute general health education sessions at school for four 

months. Findings demonstrated that the meditation group showed reduced rates of 

absenteeism, rule infractions, and suspensions compared to the control group. In another 

study by Bluth et al. (2015), the researchers conducted a randomized pilot study of a 

school-based mindfulness program, “Learning to BREATHE,” with ethnically diverse at-
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risk adolescents. 27 students were randomly assigned to either a mindfulness class or a 

substance abuse control class for 50 minutes once a week over one school semester. 

Qualitative measures indicated that the mindfulness class helped to relieve participants’ 

stress and that students favored continuing the class. Overall, the research in the field of 

mindfulness in education indicates the practice is enormously beneficial for teachers and 

their students. 

 

Mindful Schools 

Mindful Schools is a leader in the effort of advocating for the practice of 

mindfulness in education. For nearly a decade, this non-profit organization had helped 

lead the integration of mindfulness into education. Founded in 2007, Mindful Schools 

organization offers professional trainings nationwide, certifications, in-class instruction, 

and numerous other resources that support mindfulness in education. Conducting work 

primarily out of California’s Bay Area, they operate an in-school program working 

directly with students as well as offering adult courses that train educators, social 

workers, psychologists, parents, and other adults on how to use mindfulness effectively 

with children (Mindful schools, n.d.). 

Mindful Schools is the organization with which I collected a portion of my data 

for this research study. Their trainings are open to the general public though are best 

suited for those who work with youth, particularly educators and healthcare workers. In 

the proceeding chapters, I detail the two trainings I completed—“Mindfulness 

Fundamentals” and “Curriculum Training”—in the summer of 2014. 
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Social-emotional learning 

The movement to integrate mindfulness into education shares many of the same 

desired outcomes as those of the social-emotional learning (SEL) movement: increased 

academic achievement, decrease in high-risk behavior, and better relationships with peers 

(Lantieri & Zakrzewski, 2015).  The Collaborative for Academic, Social, and Emotional 

Learning (CASEL) defines social-emotional learning as: 

The process through which children and adults acquire and effectively apply the 

knowledge, attitudes, and skills necessary to understand and manage emotions, set and 

achieve positive goals, feel and show empathy for others, establish and maintain positive 

relationships, and make responsible decisions (para. 1). 

Headquartered in Chicago, CASEL is a national leader in advancing academic, 

social, and emotional competence for all schools. Through research, practice, and policy, 

CASEL collaborates to make social and emotional learning an integral part of education 

from preschool to high school. This programming is based on the understanding that 

learning emerges in the context of supportive relationships that enable engaging and 

meaningful learning.  

CASEL has identified five interrelated sets of cognitive, affective and behavioral 

competencies: self-awareness, self-management, social awareness, relationship skills, 

responsible decision making. CASEL (2014) defines these learning core competencies as 

such: 

 
(1) Self-awareness: The ability to accurately recognize one’s emotions and thoughts and 
their influence on behavior. This includes accurately assessing one’s strengths and 
limitations and possessing a well-grounded sense of confidence and optimism; (2) Self-
management: The ability to regulate one’s emotions, thoughts, and behaviors effectively 
in different situations. This includes managing stress, controlling impulses, motivating 
oneself, and setting and working toward achieving personal and academic goals; (3) 
Social awareness: The ability to take the perspective of and empathize with others from 
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diverse backgrounds and cultures, to understand social and ethical norms for behavior, 
and to recognize family, school, and community resources and supports; (4) Relationship 
skills: The ability to establish and maintain healthy and rewarding relationships with 
diverse individuals and groups. This includes communicating clearly, listening actively, 
cooperating, resisting inappropriate social pressure, negotiating conflict constructively, 
and seeing and offering help when needed; (5) Responsible decision-making: The ability 
to make constructive and respectful choices about personal behavior and social 
interactions based on consideration of ethical standards, safety concerns, social norms, 
the realistic evaluation of consequences of various actions, and the well-being self and 
others. (para. 1) 
 

These five sets of SEL competencies are important from early in life but are especially 

relevant as children begin to spend time with adults outside the home and to socialize 

with peers (“Outcomes,” n.d., para. 3). 

There is myriad research being conducted on the effectiveness of SEL in 

educational settings. A commonly cited study on the impact of SEL on learning indicates 

that students who lack SEL competencies become less connected to school over time, 

which affects negatively their behavior, performance, and health (Durlak, Weissberg, 

Dymnicki, Taylor, & Schellinger, 2011). This study also reports that SEL programs have 

a positive impact on students’ behavior and academic achievement. One study out of 

Harvard University’s School of Education and the Human Development and Psychology 

Program suggests that social and emotional competencies are concrete factors in the 

success of teachers, students, and schools (Jones, Bouffard, & Weissbourd, 2013). A 

longitudinal study conducted by the London School of Economics’ Centre for Economic 

Performance measured a range of satisfaction factors in a person’s life (such as job 

success and income levels) and concluded that a child’s emotional health is far more 

important to their satisfaction levels as an adult than other factors (Doward, 2014). 

Another study of older adults links increased emotional regulation and cognitive control 

to decreased levels of stress (Prakash, Hussain, & Schirda, 2014). 
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MINDFULNESS AND ART 

Research indicates that mindfulness can increase one’s capacity for creative 

thinking. A commonly cited study out of Leiden University asserts that some meditation 

techniques can promote creative thinking, even in novice practitioners (Colzato, Szapora, 

Lippelt, & Bernhard, 2014). The findings of this study support the belief that meditation 

can have a long-lasting influence on human cognition, including how we conceive new 

ideas. In the study, researchers focused on the effects of meditation on two types of 

thinking: convergent and divergent. Convergent thinking is a process where one possible 

solution for a particular problem is generated; divergent thinking allows for many new 

ideas to be generated. Both are essential to creative thinking.   

In another study, researchers concluded that mindfulness practice reduces 

cognitive rigidity (Greenberg, Reiner, & Meiran, 2012). In psychology, rigidity refers to 

an inability to yield or a refusal to appreciate another person's viewpoint or emotions 

characterized by a lack of empathy. It can also refer to the tendency to perseverate, which 

is the inability to change habits and the inability to modify concepts and attitudes once 

developed (Stewin, 1983). In this study, researchers assigned two groups—one of non-

meditators and one of experienced mindfulness meditators—the same tricky task. 

Researchers were able to conclude that experienced meditators received significantly 

lower rigidity scores than non-meditators. The authors conclude that mindfulness 

meditation reduces cognitive rigidity via the tendency to be “blinded” by experience. 

Results are discussed in light of the benefits of mindfulness practice regarding a reduced 

tendency to overlook novel and adaptive ways of responding due to past experience. 

Thus, regular practice of mindfulness reduces cognitive rigidity, thereby increasing the 

capacity for creative thinking. 
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Flow and Creativity 

Mihaly Csikszentmihalyi is a professor of psychology and is noted for his work in 

the study of creativity and happiness. He is responsible for coining the psychological 

term “flow,” which he describes as a mental state of operation in which a person 

performing an activity is focused, fully involved, and deeply enjoying the process of this 

activity (Csikszentmihalyi, 1998; Csikszentmihalyi, 2008). Csikszentmihalyi asserts that 

achieving a flow state is a key to becoming self-aware of ways to achieve happiness and 

satisfaction in daily life. This state is achieved through mindful engagement in 

challenging processes (Cskiszentmihalyi, 2008). In his research, Csikszentmihalyi 

articulates the common phenomenon of being “in the zone” and helps individuals 

discover when and why they enter such a state. Csikszentmihalyi does not assert that one 

particular lifestyle is preferred over others, but instead encourages his audience to explore 

what works best for their particular needs and desires. Also in his research, 

Csikszentmihalyi conducts investigations of “optimal experience” in an attempt to reveal 

what makes an experience genuinely satisfying. He has led a field of behavioral science 

that observes the connections between satisfaction and daily activities, attempting to 

describe the flow phenomenon. His research examines the age-old pursuit of happiness 

and how, through conscious effort, we may more readily attain and control it.  

In his research on creativity, Csikszentmihalyi places the concept of flow directly 

in the context of the creative process. Throughout his writings, Csikszentmihalyi stresses 

the importance of creativity for individuals and society and advocates for an environment 

that fosters creative development (Csikszentmihalyi, 2013). Csikszentmihalyi (2013) 

asserts there are nine main elements used to describe how it feels to be engaged in a flow 

state, or in other words, when an experience is enjoyable:  
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1. There are clear goals every step of the way 
2. There is immediate feedback to one’s actions 
3. There is a balance between challenges and skills  
4. Action and awareness are merged  
5. Distractions are excluded from consciousness 
6. There is no worry of failure 
7. Self-consciousness disappears 
8. The sense of time becomes distorted 
9. The activity becomes autotelic (pp. 111-113) 

 

Points 4 and 5 are immediately related to the practice of mindfulness because they 

recognize the importance of bringing awareness to the present moment. Points 6 and 7 

could be a product of the resilience and self-confidence that can be developed as a result 

of practicing mindfulness. It could be argued that mindfulness could positively affect 

each one of these elements. In summary, practicing mindfulness can be directly beneficial 

to increasing one’s enjoyment in the creative process. In a section entitled “Cultivating 

Flow in Everyday Life” Csikszentmihalyi (2013) elaborates on the habits that can and 

should be developed to increase an individual’s capacity for flow in day-to-day living. He 

asserts that time for reflection during one’s day is paramount, though this time is often 

replaced with the anxiety of needing to be constantly occupied. He says, “constant 

busyness is not a good prescription for creativity” (2013, p. 353). The author explains 

that in order to develop a regular habit of flow, a specific time or times must be 

designated daily to intentionally reflect without any specific goals in mind. These 

assertions align with the mindfulness, which also encourages practitioners to develop a 

daily habit of deliberate practice. 
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COMMUNITY ENGAGEMENT  

Creative Youth Development 

Outside of the traditional learning environment—the school—educators are able 

to focus on factors beyond academic achievement. Instead, the focus of such educational 

programs is often on youth development. Eccles and Gootman (2002) define youth 

development as: 

 
The process through which young people develop personal and social assets that 
prepare them to thrive. Assets include those fundamental to physical 
development, such as good health habits; intellectual development, such as critical 
thinking skills; psychological and emotional development, such as conflict-
resolution skills; and social development, such as the ability to navigate in 
multiple cultural contexts. (p. 432)  

Youth development programs tend to hone in on the facilitation of social and emotional 

skills rather than those that are termed more technical or academic skills. Creative youth 

development is a form of youth development and a strategy used in youth programming. 

Stevenson defines it as a type of program that “teaches young people a discipline that 

centers on creativity—processes of creative inquiry and expression in particular—and 

each type of program uses its discipline as a vehicle for youth development” (Stevenson, 

2014, p. 1). As stated earlier, creative youth development does not prioritize the 

development of creative skills, but instead uses creative activities like the arts as a tool 

for developing social and emotional skills. 

One quintessential example of creative youth development is evident in Creative 

Action, a nonprofit organization based in Austin, Texas, and the site for one part of this 

study. Creative Action offers arts programs in the classroom and after school for youth 

ages pre-kindergarten through high school in schools, community centers, and housing 

complexes. They also offer camps, teen programs, and continuing creativity classes for 
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senior adults: “The mission of Creative Action is to spark and support the academic, 

social, and emotional development of young people” (“About us,” n.d., para. 1). It is 

worth noting that although Creative Action uses the arts in their youth development 

strategies, the word art is not mentioned in their mission statement.   

All Creative Action programs are designed to help youth become a “4C” student: 

creative artist, courageous ally, critical thinker, and confident leader. Creative Action 

believes that a 4C student is equipped with the knowledge and skills necessary to thrive 

and become an agent for social justice in the community. “Our fun, arts-based curricula is 

rooted in a critical pedagogy that employs and inspires questioning, reflection, and 

analysis—qualities that help students become creative problem solvers who are able to 

tackle difficult social issues” (“Programs,” n.d., para. 2).  
 

Out-of-school time programs 

Creative youth development is a strategy that has been implemented in many out-

of-school time (OST) programs. The United Way, a nonprofit organization that works 

with hundreds of smaller nonprofit organizations to pool fundraising efforts, defines OST 

programs as such: 

Out-of-school time initiatives include before, afterschool and weekend programs; 

summer learning opportunities; service learning; mentoring and internships. They are 

formal and structured opportunities for school-aged youth that can complement the 

regular school day. They are most often provided by schools, community and faith-based 

groups, youth-serving organizations, cultural institutions, and city/state agencies (para. 

1). 
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Mindfulness efforts often align well with the goals of OST programs focused on 

youth development. One OST program centered exclusively on mindfulness for youth is 

Mindful Life Project out of the Bay Area. Mindful Life Project is a non-profit 

organization based in Richmond, California, operating two regular school day programs 

and one after school program in five South Richmond elementary schools (Mindful life 

project, 2013). These programs conduct activities in mindfulness, yoga, therapeutic art, 

and the performing arts. Targeted to students from underserved schools and communities, 

these programs aim to teach self-awareness, impulse-control, confidence, and resilience. 

The primary goal of Mindful Life Project is to establish a foundation of self-control and 

self-esteem from an early age upon which children can build and make positive life 

choices. 
 

Teaching artists 

Teaching artist is an increasingly common term used to describe one who teaches 

art in non-traditional educational settings, such as OST programs. This term veers from 

the more commonly used moniker of “art teacher.” Relatively new to the field of art 

education, the term “teaching artist” was coined by June Dunbar at Lincoln Center 

Institute in the early 1970s (Booth, 2010). Today, there is no consensus definition for a 

practice so varied and dynamic. Booth (2009) offers several definitions: “An artist who 

chooses to include artfully educating others, beyond teaching the technique of the art 

form, as an active part of a career” (p. 3);  “A teaching artist is the model of twenty-first-

century artist and, simultaneously, a model for high-engagement learning in education” 

(p. 4); and “Teaching artists are designated experts in the verbs of art” (p. 6). A teaching 

artist tends to be an art maker trained in studio art that has incorporated teaching into 
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their personal practice, whereas an art teacher tends to be a certified educator with a 

specialization in art and may not consider herself an art maker. 
 

CONCLUSION 

In reviewing the pertinent literature, the need for research on integrating 

mindfulness in to art education became apparent. There is myriad research being 

conducted on using mindfulness in educational setting but little to none focusing on art 

education specifically. Reviewing the work of Csikszentmihalyi assured me there was 

indeed a connection between practicing mindfulness and increasing one’s capacity for 

creativity, linking the ideas of mindfulness and art making. This background research is 

used in upcoming chapters as I discuss the data collection and analysis that occurred 

while conducting this research. 
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Chapter 3: Research Methodology 

As a single footstep will not make a path on the earth, so a single thought will not make a 
pathway in the mind. To make a deep physical path, we walk again and again. To make a 
deep mental path, we must think over and over the kind of thoughts we wish to dominate 

our lives. 
 

Henry David Thoreau 
 

This chapter provides an outline of the selection of my research methodology and 

its suitability for this study. Self-study research is described in detail to develop an 

understanding of its key characteristics. An explanation is made of different methods, 

including a discussion of data collection and which ones were used in this study. I 

address how the data was analyzed and describe the validity of my findings. 
 

SELECTION OF RESEARCH METHODOLOGY 

The selection of my research methodology was pivotal in developing my research 

question. When I first started to generate ideas for my research question, I knew I wanted 

to focus on improving my practice as a teaching artist. As I began to establish an interest 

in mindfulness, it felt necessary to insert myself directly into the research rather than 

observing as an outsider. Mindful Schools, the organization with which I trained, requires 

its participants to complete a training in personal mindfulness practice before taking any 

trainings in implementing mindfulness in one’s teaching practice: “We believe it is 

essential to learn mindfulness yourself before using it with youth” (“Our Courses,” n.d., 

para. 1). Action research presented itself as an obvious choice of research methodology, 

because by definition “action research is the study and enhancement of one’s own 
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practice” (May, 1993, p. 14), and is “a systematic, intentional study of one’s practice” 

(Dana, 2013, p. 2).  

However, as I began preliminary research in to mindfulness, I found it became 

necessary to differentiate between action research and self-study. Because I would need 

to focus my research on the affects of mindfulness on myself as a teaching artist rather 

than on the affects on my students, self-study became a better fit. Lassonde, Galman, and 

Kosnik remind us of this difference: “when we engaged in action research, the focus was 

on our students and what they learned” (2009, p. 12). I believed my research would be 

more legitimate if I were to focus on myself and what I learned. 

Action research has had a strong influence on self-study research and is 

sometimes referred to as a tool for self-study (Lassonde, Galman, & Kosnik, 2009). The 

two methodologies do share similar goals: the researcher engages in cycles of research 

and systematically collects and analyzes data to improve one’s practice. However, self-

study may utilize other methods such as narrative inquiry, personal history, reflective 

portfolios, or arts-based methods (LaBoskey, 2004). Whereas a teacher’s identity is 

central to a self-study, “action research is more about what the teacher does rather than 

who the teacher is” (Lassonde, Galman, & Kosnik, 2009, p. 5). Lassonde, Galman, and 

Kosnik (2009) explain: “Self-study researchers use their experiences as a resource for 

their research and problematize their selves in their practice situations with the goal of 

reframing their beliefs and/or practice” (p. 5). The authors also note another important 

difference between action research and self-study is that self-study focuses on personal 

and professional improvement by building on the personal processes of reflection. Self-

study was the most appropriate choice of methodology in attempting to answer my 

research question. 
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SELF-STUDY RESEARCH METHODOLOGY 

Prior to the 1980s, teachers and their classrooms were not considered by most 

researchers areas of investigation, but there has been a major increase in research on 

teacher education in the last two decades (Lassonde, Galman, & Kosnik, 2009). During 

this period, self-study research has emerged as a methodology that further enhances our 

understanding of teacher education. Many teacher-educators believe that studying their 

own practice is vital. Samaras and Freese (2006) assert: “Improving one’s practice 

benefits the larger broader purpose of advancement of knowledge about teaching and the 

educational system (p. 14). An interest in teachers studying their own work has allowed 

the self-study research movement to bloom. The Self-Study of Teacher Education 

Practices (S-STEP) is a special interest group of the American Educational Research 

Association founded in 1992 and is widely considered the headquarters of the self-study 

research community (Lassonde, Galman, & Kosnik). S-STEP boasts a diverse 

membership comprised of researchers who are unified by the self-study methodology 

rather than by discipline, theory, or educational issue. In 2004, the International 

Handbook of Self-study of Teaching and Teacher Education Practices was published and 

synthesized much of self-study research in to one scholarly text. 

Because self-study is a relatively new field of research, its definition is still fluid. 

In the mid-1990s, Barnes (1998) attempted to move toward a shared understanding of 

how self-study scholars were defining their practice and designated three characteristics 

he believed should be present in all self-study: openness, collaboration, and reframing. 

Barnes asserts that self-study researchers must be open to new ideas and willing to 

collaborate. Through openness and collaboration, he states that researchers can frame and 

re-frame a problem or situation from different perspectives: “Reframing is important in a 

self-study because it provides an opportunity for the researcher to think about things 
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differently, change how he/she looks at what’s going on in classrooms, and ultimately 

change one’s practice” (Hamilton et al., 1998, p. xii). In the case of my research, these 

three characteristics were present. I had to be open to learn a completely new skill and 

needed to collaborate with an organization in order to do so. By remaining open-minded 

and collaborating through the data gathering process, I was able to reframe my research 

question and my practice. This enabled my identity as a teaching artist to evolve. 

Samaras and Freese (2009) have identified additional characteristics that 

distinguish self-study from other types of research: it is paradoxical, it is postmodern, and 

it is multiple and multifaceted. Self-study is paradoxical because although it is about the 

individual it also requires collaboration with others in order to reframe and support the 

research. Although it is an intrapersonal exploration to understand one’s practice, this 

type of research also encourages individuals to work within “communities of expertise 

where learners co-mediate, negotiate, and socially construct an understanding of a shared 

task” (Samaras & Freese, 2006, p. 51). Self-study is also paradoxical because although it 

is a private journey, it is also public. I experienced the paradoxical nature of my self-

study by undergoing trainings with Mindful Schools. It was a highly personal experience 

of self-discovery but also one I was encouraged to share with my fellow trainees and the 

larger community of mindfulness research.  

Self-study is considered post-modern because of its non-linear and unpredictable 

outcomes (Wilcox, Watson, & Paterson, 2004). Self-study also operates under a 

postmodernist assertion that “it is never possible to divorce the ‘self’ from either the 

research process or from education practice” (Cochran-Smith & Lytle, 2004, p. 607), and 

it encourages practitioners to become researchers. Postmodern researchers understand 

that the production of knowledge has a cultural component and believe researchers 
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should take a reflective stance in order to identify the cultural, interpretive, and 

ideological basis built into their conceptions of knowledge (Samaras & Freese, 2009). 

Self-study research is multiple and multifaceted because scholars come from 

many different theoretical orientations and frame their research studies accordingly. Self-

study scholars also use multiple qualitative methods, such as autobiography, narratives, 

and artistic strategies like visual representations and journals (LaBoskey, 2004). 

Self-study research may focus on one aspect of a single researcher’s professional 

practice, but its purposes may extend beyond the self toward institutional reform. Kosnik, 

Beck, Freese, and Samaras (2006) have identified three purposes of self-study: personal 

renewal, professional renewal, and program renewal. LaBoskey (2004) also identifies 

there are moral, ethical, and political purposes of self-study research, defining this work 

as moral- and value-laden. Self-study research can be used by teacher-researchers to 

critically investigate the status quo of education programs and to question the assertions, 

tensions, and assumptions of the field. Whitehead (1988) calls upon teachers to consider 

the alignments or disparities between their beliefs and their actions, referring to the gap 

between one’s teaching philosophy and one’s teaching practice as a “living 

contradiction.” 
 

STUDY LOCATION AND PARTICIPANTS 

This study took place in four parts throughout the summer and fall of 2014. The 

first portion of the study took place from July 11, 2014 to August 22, 2014 in Austin, 

Texas, during which I completed a six-week online training called “Mindfulness 

Fundamentals” with Mindful Schools. The second portion of the study occurred from 

August 22, 2014 to August 24, 2014 in Oakland, California, during which the researcher 
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completed a three-day training called “Mindfulness Curriculum,” also with Mindful 

Schools. The third portion of this study took place throughout September and October of 

2014. During this period I reflected on the two mindfulness trainings and developed three 

lessons on art and mindfulness called "Mindful Making.” The fourth and final portion of 

the study took place in November of 2014, during which I implemented three lessons of 

the pilot program “Mindful Making” with the Creative Action after school program at 

Allison Elementary in Austin, Texas. The sessions with Creative Action lasted 

approximately an hour and half and occurred on three consecutive Fridays: November 7, 

November 14, and November 21, 2014. 

During the first three portions of this study, I, the researcher, was the sole 

participant in the research. As I completed two trainings with Mindful Schools, I 

maintained journals in which I recorded extensive written and art responses to the process 

in which I participated.  The first training, “Mindfulness Fundamentals,” is designed for 

those interested in developing a personal mindfulness practice. The second training, 

“Mindfulness Curriculum Training,” is designed for those who have developed a personal 

mindfulness practice and desire to implement mindfulness into their practice as an 

educator. After completing the training, I spent a period reflecting on what I had learned 

and developed a series of lessons around the existing mindfulness curriculum.  

Throughout the fourth portion of the study, I was fortunate to work with Creative 

Action, a local non-profit arts education organization. I collaborated with Stephanie, 

Creative Action’s Community Engagement Coordinator, to connect with an after school 

group that matched my needs.  We decided to work with Bridget, a teaching artist with a 

background in art and therapy, and her group of second-grade students who attend the 

Creative Action after school program at Allison Elementary, a Title I school in Austin, 
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Texas3. The Creative Action after school programs are designed to engage students in 

hands-on activities that enhance content learned in the classroom, including arts-based 

creative activities in addition to homework help and outdoor play (“After School,” n.d., 

para 1). The group I worked with met once a week at Allison Elementary from 2:45 to 

6:00 p.m. with their regular teaching artist, Bridget. I joined this group for three 

consecutive Fridays as a guest teaching artist. 
 

DATA COLLECTION 

Self-study is part of a shift in the world of educational research, a shift that no 

longer depends on statistics and figures to arrive at truths about our practice as teachers 

(Bass, Anderson-Patton, & Allender, 2002). It is nearly impossible to determine a single 

formula for best teaching practice, when the practice is so dependent on context, identity, 

and whose interests are being served. Instead, it is valuable to engage a collective of 

critical friends and to represent individual teaching stories: “Self-study suggests that our 

understanding of teaching and learning derives from contextualized knowledge, by a 

particularly reflective knower in a particular teaching situation” (Bass, Anderson-Patton, 

& Allender, 2002, p. 56). I agreed the best way to improve my own teaching practice was 

to critically analyze it through research rather than by conducting research via observing 

other teachers or relying on blanket statements of best practices. Intentional study of my 

practice would enable me to better understand the nuances of my practice. 

Those engaging in self-study research can utilize a variety of research methods. 

Samaras (2011) asserts that the method one chooses for self-study depends on what you 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
3	  Title I is program created by the United States Department of Education in 1965 to distribute funding to 
schools with a high percentage of low-income families (“Fast Facts,” n.d., para. 2).	  
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are trying to understand, and recognizing how that method can help you achieve some 

particular understanding about the researcher. The author lists six self-study methods: 

developmental portfolio, personal history, living educational theory, collective self-study, 

arts-based self-study, and memory work self-study (Samaras, 2011). For the purposes of 

my study, I used a combination of methods: personal history, living educational theory, 

arts-based self-study, and memory work self-study.   

In the personal history method, Samaras (2011) offers these guiding questions: 

“Would examining my personal history in related educational experiences help me learn 

more about this question? Is my question related to a query about my personal and 

education-related life history?” (p. 88). When using this data collection method, the 

researcher explores how her personal experience, culture, history, and learning 

experiences inform one’s teaching. I was strong in the consideration of my personal and 

professional histories as both a student and a teacher when engaging with my data.  

When utilizing the living educational theory method, one asks: “Am I interested 

in examining the alignment and authenticity of a particular pedagogical belief to my 

actual practice?” (Samaras, 2011, p. 88). In collecting my data, I was engaging with 

existing, well-established research on the benefits of mindfulness in general education. I 

continually reflected on how my personal practice as a teaching artist aligned with the 

trainings I received in integrating mindfulness into education.  

In an arts-based self-study, the researcher considers how creating art might assist 

one in answering the research question. This method helps to “symbolize, represent, 

construct, or deconstruct your thinking about teaching” (Samaras, 2011, p. 99). This, in 

turn, provokes deeper self-reflection and critical analysis. As a teaching artist I am 

simultaneously an art maker and an art teacher and therefore this data collection method 

seemed a natural fit. 
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Finally, when using memory work self-study I wanted to know how “searching 

through artifacts of my past enlighten my understanding of why I ask this question and 

seek answers about it” (Samaras, 2011, p. 88). This study was generated by highly 

personal motivations; I sought to improve my teaching practice and get to the root of 

some of my current struggles as a teaching artist. This method helps the researcher 

uncover ways in which her identity was formed (Samaras, 2011). My personal and 

professional histories were considered through my data collection.  

Those engaging in self-study research utilize a variety of qualitative research 

methods, such as narrative inquiry, personal history, reflective portfolios, or arts-based 

methods (LaBoskey, 2004). I collected data using several of these methods, including 

maintaining a journal, creating art, collecting observations in a field notebook, and 

informal interviews with a critical observer. My primary source for data collection was 

the extensive journal I maintained throughout my research. McNiff (2013) asserts that a 

researcher should monitor her own thinking to understand how it influences her teaching 

practice. I kept this journal throughout my two mindfulness trainings with Mindful 

Schools as well as throughout the planning and implementation of my mindfulness 

lessons. My entries include direct responses to prompts from the trainings, written notes 

reflecting on my emotional states over the course of the trainings and the teaching, and 

artistic responses to themes that arose throughout the overall process (See Appendix A). 

This data provides insight into my growth as a teaching artist and into my decision-

making process.  
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DATA ANALYSIS 

In self-study research, data collection and data analysis do not occur as a linear 

process. Rather than analyzing data at the conclusion of the study, the analysis should 

occur throughout the entire data collection process (Samaras, 2011). It is a process that 

does require trust and acceptance that one may not arrive at a conclusive answer or 

theory.  

As I reflected consistently throughout my data collection process—while 

undergoing both trainings and during the planning and implementation of my own 

lessons—I continually looked to my research questions. I sought answers about how to 

incorporate mindfulness into my existing practice as a teaching artist and also how 

mindfulness could improve my teaching practice. I analyzed my data by considering how 

what I gained throughout these processes had answered my questions. I sought out 

patterns in my data and attempted to form categories. Samaras (2011) explains: 

 
That’s why reading and re-reading your data and taking notes on issues or events 
that stand out or are repeated or patterned in some way are so useful to you. 
During the process of your reading and analyzing your data you are making 
meaning of your data. (p. 198) 

Caine and Caine (1994) explain that researchers have discovered we are wired to 

make and find meaning, as “the brain is both artist and scientist, attempting to discern 

and understand patterns as they occur and giving expression to unique and creative 

patterns of its own” (p. 89). Simply generating data is already creating meaning from the 

data.  

A concept map is a visual tool used to help make sense of the data. This technique 

enables the researcher to visualize the relationships and complex ideas among the major 

concepts of the research (Samaras, 2011). As an artist, I felt comfortable utilizing this 

technique and used concept maps frequently to analyze the data I had collected. This 
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helped me form connections between various features of my data as well as served as a 

tool for self-reflection.  
 

VALIDITY 

In more traditional forms of research, validity is developed through 

experimentation, peer review, and generalizability. In self-study research, however, 

validity is developed “through collaboration such as testing, sharing, and challenging 

exemplars of teaching practices” (LaBoskey, 2006, p. 252). Self-study researchers assert 

that self-study must involve collaboration with trusted colleagues in order to provide 

different perspectives for reframing, supporting, and validating the research (LaBoskey, 

2004). McNiff and Whitehead (2010) also emphasize the need for critical friends and 

validation groups in self-study research. Whitehead asserts that self-study researchers 

must have a deep commitment to checking data and interpretations with colleagues in 

order to broaden possibilities and challenge perspectives to then increase the credibility 

and validity of the data collected and analyzed.  

LaBoskey (2006) argues that self-studies must be validated over time by 

continuing work that helps us understand and contribute to a body of knowledge and a 

specific area of expertise. The field openly acknowledges a greater need for validity and 

quality in self-studies. Leaders in the field are calling for more streamlined requirements 

for self-study research papers by including descriptions of the research process, how 

colleagues contributed to the validity of the research, and what knowledge has been 

generated from the study (Samaras & Freese, 2009). Zeichner (2007) suggests that self-

study research could be strengthened by “situating individual studies within coherent 

research programs on particularly substantive issues” (p. 36). He believes the next step 
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for self-study research is to create connections across issues, infusing this type of 

research into the processes of educational reform and policy-making.  

Zeichner asserts it is necessary to situate a self-study research study with a well-

established field of research. I accomplished this by adding my voice to an existing 

conversation about the role of mindfulness in education. Mindfulness and its integration 

into education is a movement that has existed for over a decade and the organization with 

which I completed my trainings is highly regarded in the field, having trained thousands 

of amateur participants like myself. Through these trainings, I was able to connect and 

collaborate with others conducting similar research.  

My hope is that through this research, art educators and teaching artists recognize 

the value of self-study research. It is a meaningful way to achieve personal and 

professional growth through collaboration and self-reflection, two qualities inherent to 

both educators and art makers. I anticipate this research will help other teaching artists 

realize the value of integrating mindfulness into their practice. Mindfulness can play a 

transformational role in one’s identity and wellbeing as an educator. It can also be a 

valuable part of one’s curriculum and instructional strategies. Practicing mindfulness is 

also useful for art making and the creative process; strengthening one’s abilities in and 

passion for art making can improve one’s identity as an art educator.  

 

CONCLUSION 

In using self-study research methodology, I was able to focus this study on my 

identity and my practice as a teaching artist. In doing so, I am contributing to a collective 

of teacher-researchers who make connections between their personal experiences and the 

larger conversation about best practice. I selected self-study because I believe it is vital to 
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continually study my own practice with a critical lens in order to become a more 

reflective and successful teaching artist. The positive effects of mindfulness I uncovered 

in this study had immediate benefits to my teaching practice and have the potential to 

positively impact the field of art education. Through the use of a variety of data collection 

methods including personal history, living educational theory, arts-based and memory 

work, I gained multiple perspectives on the research and this is reflected in the data 

analysis. Validity is obtained in this study by immersing myself in an existing, 

collaborative body of research.  

In Chapters 4 and 5, I detail my experiences with data collection. Chapter 4 

describes phases one and two of the research, when I attended two trainings with Mindful 

Schools. Chapter 5 explains phases three and four, during which I planned an art and 

mindfulness pilot program and implemented the program with an after school program. 

These chapters include examples from my journaling process, lesson plans for my pilot 

program, and examples of student work.  
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Chapter 4: Practicing Mindfulness: A Personal Introduction 

I walk down the street. 
There is a deep hole in the sidewalk. 

I fall in. 
I am lost... I am helpless. 

It isn't my fault. 
It takes forever to find a way out. 

 
I walk down the same street. 

There is a deep hole in the sidewalk. 
I pretend I don't see it. 

I fall in again. 
I can't believe I am in the same place. 

But, it isn't my fault. 
It still takes me a long time to get out. 

 
I walk down the same street. 

There is a deep hole in the sidewalk. 
I see it is there. 

I still fall in. It's a habit. 
My eyes are open. 
I know where I am. 

It is my fault. I get out immediately. 
 

I walk down the same street. 
There is a deep hole in the sidewalk. 

I walk around it. 
 

I walk down another street. 

Portia Nelson 

 

INTRODUCTION 

During the summer of 2014, I completed two trainings in mindfulness with 

Mindful Schools: “Mindfulness Fundamentals” and “Curriculum Training.” The first 

training lasted for six weeks and was conducted online via the Mindful Schools website. 

The second training was three days and occurred at a conference center in Oakland, 
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California with approximately one hundred other participants. These trainings utilized a 

variety of teaching strategies, including discussion forums, assigned reading material, 

worksheets, guided audio sessions, instructional videos, and group collaboration. In 

addition to the required structure of the trainings, I maintained a personal journal in 

which I recorded written and art responses to the processes I encountered. The trainings 

comprise the first two of four data collection phases of this study. In this chapter, I detail 

my experiences during both trainings.    
 

PHASE ONE: MINDFULNESS FUNDAMENTALS 

I completed a six-week online training course with Mindful Schools entitled 

“Mindfulness Fundamentals.” Offered several times per year, the goal of this course is to 

develop a personal mindfulness practice and is designed for those with little to no prior 

experience; in fact, it is a mandatory pre-requisite for any other training offered through 

Mindful Schools. Mindfulness Fundamentals is designed for those working with youth—

educators, mental health professionals, nurses, parents—though anyone interested in 

learning to practice mindfulness is welcome to take the course. Mindful Schools aims to 

equip its trainees with lifelong skills in practicing mindfulness. According to the Mindful 

Schools website, “the central objective of this course is for participants to have the skills 

necessary to continue their mindfulness practice after the course completes” (“Our 

Courses,” n.d.b, para. 1). 

The course was offered online through the Mindful Schools website and led by 

one of eight guiding teachers. I was able to contact my Guiding Teacher personally via 

email when any questions or concerns arose.  The training material included weekly 

readings in the form of downloadable .pdf files, audio guides, and occasional worksheets 
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to complete. The material is generally self-paced with written responses to discussion 

forums due weekly. Although the course is designed to be completed independently, 

there were some opportunities to interact with other trainees on the website, primarily 

through the discussion boards4.  

In addition to the structure and requirements of the Mindful Schools training, I 

kept a personal journal throughout the study. In this journal, I recorded thoughts and 

feelings during the process and made visual art responses. I also created several concept 

maps, a tool used often in self-study research.   
 

Week One: Mindfulness of the Breath 

I was unsure what to expect when beginning this training with Mindful Schools. I 

had attended many mandatory professional development trainings as a teacher for a 

private preschool and a youth counselor for The Boys & Girls Clubs, but those were 

conducted live in group settings and lasted a few hours at most. This training would be 

different; it would cover six weeks and be an especially personal journey.  

The first week of the Mindfulness Fundamentals training offered an introduction 

to mindfulness, using Dr. Jon Kabat-Zinn’s definition: “paying attention in a particular 

way: on purpose, in the present moment, and non-judgmentally” (Mindful Schools, 2014, 

p. 3). The organization provided a brief history of secular mindfulness—one, thankfully, 

with which I was already familiar, having completed some background research for my 

study. Mindful Schools purported there are three basic characteristics of mindful 

awareness: intentionality, openness, and observing; intentionality to be attentive, 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
4	  All materials from Mindful Schools and “Mindfulness Fundamentals” are copyrighted. Therefore, I could 
not include materials directly used in the trainings in this study, but I frequently cite and paraphrase the 
material.	  
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openness to be present and honest with what is happening in the moment, and observing 

what is happening instead of adding judgment. To me, these served as goals to work 

toward during the training.  

After this brief introductory history, the training delved into the practice of 

mindfulness. After discussing how difficult it can be to notice our own emotions (i.e., 

practice mindfulness), we began with a basic exercise on counting breaths. Guided by 

audio, participants were instructed to count their breaths, evenly and slowly. You counted 

your breaths one by one until your mind began to wander. As I started this exercise, I had 

confidence I would achieve a high number. Breathe in, breathe out, one. Breathe in, 

breathe out, two. Breathe in, breathe out, three. By five or six counting breaths, I found 

my mind had already wandered, pestered by thoughts of the past and worries of the 

future. I was astonished by how difficult this simple exercise was, and at first I felt I had 

failed. Thankfully, the training anticipated these feelings of failure: “Some of you come 

to us distraught because your mind won’t quiet down; you think you’re failing and are 

not ‘good’ at the practice. It’s a simple misunderstanding; there is nothing wrong with 

having thoughts” (Mindful Schools, 2014, p. 5). I felt better after reading this and 

experienced a sudden sense of camaraderie with my fellow trainees. If the training had so 

eloquently articulated my own feelings of failure, they must be universal to novice 

practitioners. After reading this passage, I began to understand the importance of 

observing over judging.  

As I continued to read through the first week’s training material, I found the 

information resonating with me strongly. They described the common experience of 

feeling anxious, nervous, or in a bad mood but not really understanding what had caused 

it. Mindful Schools asserted that using mindfulness would train our attention to better 

understand the root of such moods. Having struggled with depression and anxiety most of 
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my life, I often feel mad or sad for no apparent reason. Knowing I can equip myself with 

the skills to work on this problem, I felt a sense of relief and excitement that personal 

improvement through mindfulness is possible. The counting breaths exercise was the first 

step of many in achieving the sense of awareness described at the beginning of the 

training.  

Following counting breaths, the training moved into mindfulness of the breath. 

Mindfulness of the breath was a fundamental technique used throughout the next six 

weeks. Before engaging in a session of mindful breathing, it is vital to adjust one’s body 

to the seated mindfulness posture: sitting with both feet flat on the ground, with your 

back straight but not too stiff. If possible, trying not to use the back of the chair for 

support, striking a balance between comfort and alertness. I found that this intentional 

adjusting of my posture helped me enter this exercise with a greater sense of purpose. It 

reminded me of the many yoga classes I have attended, which had also brought 

heightened awareness to the ways I carry my body. 

Now properly settled in my seated mindfulness posture, I began the second audio 

guide, a five-minute mindfulness of breath guided practice. During this exercise, a 

soothing voice instructed me to draw slow, deep breaths while paying attention to how 

my body responded to breathing. The voice suggested three locations where I feel my 

breathing most strongly: the stomach as it goes in and out, the chest as the ribs go up and 

down, or the nose as air moves in and out. The voice instructed me to choose one of the 

three on which to focus my attention and after a moment I decided on my chest. The five 

minutes crawled by at an agonizingly slow pace and my mind wandered frequently from 

the guide’s instructions. I felt twinges of guilt at first, but not as strongly as I did 

previously. I found myself thinking that anyone who can actually focus on just breathing 
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for an entire five minutes must be some sort of enlightened guru. It seemed like an 

impossible goal to achieve at this point.  

As if predicting my self-doubt, the training continued on to introduce the concept 

of anchor words. “Anchor words are mental labels that are used to point to what you are 

experiencing. Anchor words can be applied to anything, but should be purely 

observational and non-judgmental”  (Mindful Schools, 2014, p. 8). Anchor words can be 

used during mindful breathing sessions to bring attention back to breathing, much in the 

way an actual anchor keeps a ship from drifting away. These words act as mental labels 

and are used to point out what you are experiencing. For example, if you hear a 

distracting noise, you can label it “hearing” or “sound.” If you feel a body sensation, you 

can label it “itch” or “ache” or “warm.” If it’s an emotion, you can label that too but 

avoid using judgments like “good” or “bad.”  

During the second round of mindful breathing—ten minutes in duration this 

time—I used “tense” to describe the sensation I felt in my shoulders. Bringing attention 

to and labeling that body sensation helped me realize I was unnecessarily tensing my 

shoulders during the breathing sessions. I also used the word “chatter” to label the 

unnecessary thoughts I was having at that moment, comprised mostly of worries about 

the near future, like what I might make for dinner. At first I struggled with labeling my 

emotions non-judgmentally and still felt a sense of failure when my mind would wander. 

This was something I knew I would continue to work on.  

At the conclusion of this week’s training materials, there were suggestions for 

weekly practice. This week we were asked to practice mindful breathing each day, trying 

to incorporate anchor words when necessary. They reminded us we can practice this 

mindful breathing just about anywhere—sitting on the bus, in the shower, getting into 

bed each night. The idea is not where you practice or how well you do it but that you 
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make a commitment to practice every day. I was amazed how daunted I am by this 

assignment but also how confident I am it will be good for me overall. Mindful Schools 

(2014) provided a helpful schedule for the first week:  

 
Day One: 2 minutes of counting breaths 
Day Two: 5 minutes of mindfulness of breath 
Day Three: 5 minutes of mindfulness of breath using anchor words 
Day Four: 10 minutes of mindfulness of breath using anchor words 
Day Five: 10 minutes of mindfulness of breath. Keep it simple and keep returning 
gently to the breath again and again. 
Day Six: 10 minutes of mindfulness of breath. Notice when the mind moves away 
from the breath. How do you react? What does it feel like? Can you allow it to be 
just as it is? Note your reaction in your mindfulness log. 
Day Seven: 10 minutes of mindfulness of breath, incorporating anchor words 
when useful. Find one time to apply mindfulness during your day outside of 
formal practice. (p. 11) 

 

I adhered to the schedule, though it was surprisingly difficult. I completed my 

mindfulness of breath sessions at home, usually sitting on the edge of my bed in the 

seated mindfulness posture. I still struggled constantly with my mind wandering but 

found using anchor words came more naturally as the week progressed.  On day four, I 

practiced my additional one to two minutes of mindfulness while riding the city bus home 

from work instead of staring mindlessly at my phone like I normally do when 

commuting. I actually found it a bit easier to practice on the bus than I did at home. 

Perhaps it was the feeling of having an audience that helped me stay on track. On day six, 

I recorded the word “frustrated” as my reaction to my mind wandering during breathing 

sessions. On day seven, I practiced mindful breathing on the city bus in addition to my 

session at home. 
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Week Two: Mindfulness of the Body 

The second week of training began with a ten-minute sit guided by audio. I felt far 

more familiar and comfortable with the process than I did a week ago, though the same 

feelings of frustration and failure crept up when I noticed my mind wander. I was more 

comfortable using anchor words to address the wanderings and regain my focus. After 

this introductory session, the training moved on to this week’s main topic: mindfulness of 

the body. The material focused on the interdependency of the mind and body and how 

emotions are not just experienced in our mind but also in our body. For example, when 

one is angry they may feel heat or muscle tension. When one is depressed, they may feel 

cold or lethargic. When one is scared, they may feel their heart pounding or palms 

sweating. Paying attention to physical sensations in our bodies provides us the 

opportunity to address our moods and emotions in more skillful ways. Normally, by the 

time we notice we are in a bad mood or are about to lose our temper, it is too late.  

Citing the work of Daniel Siegel and his text The Mindful Brain, Mindful Schools 

(2014) outlined some of the benefits of bringing awareness to these visceral sensations: 

they alert us to emotions or impulses as they begin to arise, enabling us to interrupt a 

pattern of reacting emotionally and giving us the power to choose a different response; by 

labeling an emotion with a word, we integrate the functions of the right and left 

hemispheres of the brain, which decreases the intensity and power of emotions; by 

bringing awareness to visceral responses we increase our empathy for others because 

labeling and understanding our own emotions helps us more easily relate to others 

experiencing those same emotions. 

Once we addressed some of the biology behind this practice, we moved on to an 

activity called the body scan. The body scan demonstrates the ever-changing state of the 

body, helping us to appreciate the number of experiences happening simultaneously. 
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Following an audio guide, we were instructed to focus our attention on very specific parts 

of the body, moving through them one by one. This activity can be done seated or lying 

down and requires the same balance of comfort and alertness employed during mindful 

breathing sessions. I found I was able to focus totally on this activity more easily than I 

was able to focus during the counting breaths and mindful breathing activities. 

After the body scan activity, I continued reading the material. Mindful Schools 

(2014) explained that when we intentionally bring attention to bodily sensations, there are 

several opportunities for heightened awareness that arise. The literature provided a 

number of suggestions for navigating this awareness. One opportunity is to use the 

heightened awareness to get to know your sensation better, observing it as if looking at it 

under a microscope. For example, when you feel an itch, ask yourself: Is it sharp or dull? 

What is the temperature? Is it tingling, twitching? Is it constant, pulsing, fading in and 

out? This investigation is best conducted with a bearable physical sensation rather than a 

painful one. Another opportunity is to notice your relationship to the bodily sensation and 

try to become familiar with the emotions that arise. If you are feeling pain, for example, 

experiment with the idea of choice. You could choose to move your body to ease the pain 

or choose to turn your attention to a different physical sensation that feels more 

manageable. A third opportunity is to investigate your relationship to chronic pain. Is 

there a dislike of the sensation and a wanting it to end? Is there acceptance and 

compassion? Is there anger or worry? This is an attempt to approach the mind-body 

relationship with compassion and understanding. After this activity feels more natural, 

you might find yourself going back and forth between reaction and acceptance. By 

becoming actively curious, it is possible to discontinue adding your reaction of active 

dislike. While reading this information, I was reminded of my own chronic back pain. I 

kept this information in mind and hoped to apply it the next time my back pain acted up. 



	   54	  

Following this section of the training, we moved on to activities on mindful 

movement. Applying the same ideas used in the seated body scan activity, I listened to 

two audio recordings that guided me through moving my arm mindfully and standing and 

sitting mindfully. At first it felt a bit silly to pay this much deliberate attention to the 

simplest movements, but I was quickly amazed how much there is to notice. I started to 

think of the hundreds of movements I make every day and how little attention I pay to 

them: opening doors, texting on my phone, pushing a shopping cart, peddling on my 

bicycle. Where was my mind as I moved around on autopilot? The training suggested I 

select one simple, daily physical activity to pay deliberate attention to throughout my 

week and I chose opening doors. Throughout my week I was astonished how much more 

I noticed individual door handles—their range of movement, their varying shapes, which 

doors pushed in and which pulled out. I felt almost silly when I stopped to think about the 

thousands of things I did not notice every day while my mind was occupied elsewhere. 

The training moved on to our final activity: mindful walking. The literature 

encouraged me to try the activity outside, so I headed down to a public park near my 

house. With headphones in, the calm voice directed me to walk. It seemed simple at first, 

but as it guided me to pay attention to specific elements of walking I found myself 

amazed at how little I usually paid attention to my own body. I started to notice 

individual bones and muscles in my foot contributing specific movements to my walking. 

I noticed the texture and temperature of the grass on which I walk. I noticed individual 

muscle groups working together to help me keep my balance. I was flooded with a 

feeling of immense appreciation for the complexities of my body. I found it much easier 

to maintain my attention during this mindful walking than during the mindful sitting. 

At the conclusion of this week’s training, the literature explained how using 

mindfulness of the body could heighten our experiences of even the most mundane 
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activities, like waiting in line at the grocery store. “Instead of tuning out or feeling 

restless or impatient while in line, you have the choice to refocus your attention” 

(Mindful Schools, 2014, p. 21). I remembered this the next time I was at the grocery store 

and found I was able to focus my attention on what was happening rather than my own 

impatience at having to wait at the checkout counter. In these few moments, I was not 

worried about what had happened that day or what would happen later. Instead, I noticed 

the bright colors of the grocery products on the conveyor belt. I noticed the many 

different flavors of gum in the aisle. I also paid attention to my own body: the gravity 

pressing down as I shifted my weight from foot to foot in line, the unnecessary tension I 

was holding in my shoulders. I felt far more present during this grocery store trip than I 

ever had before. 
 

Week Three: Mindfulness of Emotions 

The third week began with another sit for 15 minutes. 15 minutes felt like an 

eternity but I did my best to focus on the task at hand and use my anchor words. I was 

always a bit discouraged after completing these long sessions but I reminded myself I 

was a novice practitioner. I tried to keep in mind that I must be non-judgmental of my 

wandering mind, but it felt I would never truly get the hang of these sits. 

The training moved on to talk about cultivating mindful awareness of emotions. 

Mindful Schools (2014) included a poem by Rumi to introduce this concept: 

 
 This being human is a guest house 
 Every morning a new arrival 
 A joy, a depression, a meanness, 
 Some momentary awareness comes as an unexpected visitor. 
 Welcome and entertain them all! 
 Even if they are a crowd of sorrows, 



	   56	  

 who violently sweep your house empty of its furniture, 
 Still, treat each guest honorably. 
 He may be clearing you out for some new delight. 
 The dark thought, the shame, the malice. 
 Meet them at the door laughing and invite them in. 
 Be grateful for whatever comes. 
 Because each has been sent as a guide from beyond. (p. 28) 

 

This poem illustrates the benefits of “entertaining” our emotions through mindful 

awareness. It is important to acknowledge and accept everything we are feeling, good or 

bad, as they are all part of the human experience. Mindful Schools (2014) explained a 

universal human tendency is to focus on negative experiences rather than positive ones. 

Another common tendency is that when our moods are negative, we tend to wish for the 

circumstances to improve, sometimes desperately so. Increasing the capacity for mindful 

awareness can help us acknowledge our current emotional state without judging it or 

analyzing how it should be different. 

The training then discussed the differences between thoughts and emotions. 

Often, when a person feels a certain emotion it triggers thoughts that relate to that 

emotion. This operates in a cyclical fashion, with the emotion bringing up the thoughts 

and the thoughts increasing the strength of the emotion. For example, if a person thinks 

about a situation that makes her angry, she will feel an emotional response of anger. Even 

if the source of the anger is not present, thoughts about being angry will cause the person 

to feel more and more angry. The body will even have a physiological response to the 

emotion—pulse quickening, blood pressure rising, muscles contracting. The entire 

experience is perpetuated by a cycle of thoughts and emotion. “Without mindfulness, we 

can easily get sucked into a storyline in our head without being conscious of how it is 

affecting us. For this reason, we will learn how to identify and put our attention on the 

emotions rather than the storyline” (Mindful Schools, 2014, p. 30). The practice of 
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mindfulness helps to distinguish the storyline from the emotion. Our next exercise helped 

us accomplish this. 

We moved on to the feeling emotions in the body guided audio. In this exercise, 

the narrator asked us to recall a specific person or incident that had triggered an 

emotional response in the past. We did this with several different emotions, both positive 

and negative. As our thoughts focused on each emotion, we are asked to pay careful 

attention to our body’s physical responses to these thoughts. When I thought about 

anger—a spat I had with my roommate recently—I noticed my shoulders were tense and 

my belly felt uneasy and hot. It was unpleasant. I thought about the periods I carried 

emotions through my entire day, feeling vaguely unsettled but unsure as to why. 

Acknowledging these emotional responses to thoughts helped me understand their origin 

and also enabled me to let go of them more quickly. These mindfulness exercises have 

helped me understand I have a lot more control over my thoughts and feelings than I 

originally thought. No longer do I have to fall victim to negative circumstances beyond 

my control; instead I can acknowledge their presence and try to move on. 

I struggled throughout this training with accepting my thoughts and feelings non-

judgmentally and this week was no different. I often felt guilty when I experienced 

negative emotions, like my feelings were not justified or that I should have been able to 

let those feelings go more quickly. The training explained it is common to label our 

negative emotions as “wrong” or “bad” and in mindfulness practice it is important to 

observe these emotions without judging. If a judgment does come, notice the judgment. 

When mindful awareness is coupled with strong emotions, it can be a powerful guiding 

force toward the resolution of a problem. Similarly, bringing mindful awareness to 

positive emotions, like joy, can render them contagious. Recognizing our emotional state 

and creating space to be present with it increases our capacity to be with strong and 
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uncomfortable emotions. This enables us to handle our emotional experiences with more 

confidence rather than letting the experience control us.  

 

Week Four: Gratitude & Heartfulness 

We began the fourth week with a twenty minute guided mindfulness practice. I 

still struggled with the duration but found myself growing less judgmental of this 

supposed shortcoming. I continued to use anchor words, this time using them to label 

emotions in addition to thoughts or external distractions. I used “impatient” several times 

and “restless” once or twice.  We moved on to this week’s topic: gratitude. 

Mindfulness can increase one’s potential to feel gratitude. Often, our focus is 

skewed toward the negative and we can easily forget all the good things that surround us. 

When we are stressed, the negative elements of life are highlighted in our consciousness. 

It can be difficult to achieve a balanced perspective about life. We must not be in denial 

of all the harm happening in the world but we must also be open to compassion, 

forgiveness, and love. To help achieve this balance, we turn to gratitude. “To practice 

gratitude is to intentionally focus on and appreciate the things that give meaning to life” 

(Mindful Schools, 2014, p. 38). This practice helps us accept the negative circumstances 

we often encounter in life rather than succumbing to a sense of unfairness. 

The training required we keep a gratitude journal and our first assignment was to 

spend five minutes listing things for which I am grateful. I set my timer and spent the first 

couple of minutes jotting down obvious responses: “my family,” “my friends,” “a roof 

over my head,” “food to eat.” My pace slowed a bit as I struggled to think of more. I 

wrote “my health,” having just recovered from a case of strep throat but feeling grateful 

to have had the insurance to afford treatment. “The use of my legs” made the list, as I 



	   59	  

recalled an hour previous when I enjoyed a bike ride through my neighborhood. The five 

minutes felt like fifteen, but I was impressed I had been able to stay writing the entire 

time. I looked down at my list and I felt truly grateful. The gratitude felt like security, 

which enabled me to feel more relaxed overall. 

Another goal of this week’s training was to practice “open heartedness” or kind 

acceptance of our experience. Being openhearted, or mindful of the goodness in our 

environment, enables our bodies to relax and our breath to deepen. Mindful Schools 

(2014) listed four practical steps to incline toward kind awareness which are especially 

useful in challenging moments: observe how you are feeling in your body and mind, 

recognize what you are experiencing and label it with an anchor word, accept how you 

feel without judgment or needing to change it, breathe and be with your emotion for 

several breaths to allow it space, and care by treating yourself with the same kindness you 

would afford a friend or small child (Mindful Schools, 2014).  

The final step of kind awareness—care—is part of a technique Mindful Schools 

has called “heartfulness.” Heartfulness involves reflecting on kind wishes or 

“heartfulness phrases,” helping open the heart and incline it toward compassion. The next 

audio guide began, instructing us to repeat mental (and verbal if desired) heartfulness 

phrases toward ourselves, even if it feels forced or strange at first.  The guide offered 

suggestions for personal mantra: “May I be happy,” “May I feel relaxed,” “May I be 

patient,” “May I be content,” “May I be healthy,” “May I be loving,” “May I feel safe,” 

“May I feel gratitude” (Mindful Schools, 2014). As predicted, this exercise did feel 

foreign at first, though I am not sure why. I say kind things to my friends, family, and 

students regularly. Why did I feel I was not deserving of directing this same kindness 

toward myself?  
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Mindful Schools (2014) explained another way to practice heartfulness is to direct 

kind wishes and heartfulness phrases to others. I personally found it easier to wish 

kindness to others than to myself. A third way to practice heartfulness is to spend time 

thinking about a person with whom you have a difficult relationship or with whom you 

wish reconciliation. During this practice, it is recommended to send kind thoughts to 

yourself and then to this other person, going back and forth for as much time as needed.  

During my mindfulness sits this week, I sent kind thoughts to my family halfway 

across the country. I sent kind thoughts to my two cats back at home. I sent kind thoughts 

to my peers in graduate school. I tried to send kind thoughts to myself, but still found it 

somewhat difficult and unnatural. I tried to think about a person with whom I have a 

difficult relationship and found myself growing angry—shoulders tensing and a hot 

feeling in my belly. I recognized this physical sensation of anger more quickly than I 

used to. I sent this person kind thoughts and it forced me to think about this person’s 

positive qualities. My anger subsided.  

 

Week Five: Mindfulness of Relationships 

This week we began with 25 minutes of guided mindfulness practice. To be 

honest, it felt like an eternity. My mind wandered constantly but it became easier to get 

back on track when it did. Anchor words were not only used to label distractions but 

emotions, too. I noticed myself becoming better at labeling these things non-

judgmentally.  

Our fifth week focused on mindfulness of our relationships. The training 

encouraged us to look closely at how we interact and communicate with others, including 

friends, family members, and strangers. So far we had been working on understanding 
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our own thoughts, emotions, and habits, which helped cultivate self-awareness. This self-

awareness can now help our ability to be more present, patient, and compassionate in our 

interactions. The first step toward improving these interactions is improving 

communication. This training focused primarily on verbal communication, i.e., listening 

and speaking.  

Skillful listening deepens our relationship and connection with others and enables 

a better understanding of people’s experiences and values.  The next audio guide is a 

listening visualization, intended to channel our attention into effective listening. In this 

session, the narrator challenged us to listen mindfully. I completed this session in my 

bedroom, which was located on a city block in a neighborhood with medium noise levels. 

By being encouraged to truly listen to my surroundings I was able to identify dozens of 

sounds. Immediately, I noticed the hum of our air conditioner and the clicking rotations 

of the ceiling fan. Beyond my bedroom, I heard songbirds chirping in the afternoon soon 

and neighbors chatting on the street. Past my block, I could hear the subtle whooshing of 

cars on the nearby interstate highway and faraway car horn. A symphony of city din 

played for me. I recorded these observations in my journal. 

The next part of the training encouraged us to practice mindful listening during 

our conversations that week. The literature listed four qualities of mindful listening: body 

awareness, eye contact, listening for underlying significance, and asking for clarification. 

Body awareness is being mindful of your emotional reactions and thoughts while 

listening to what is being said, enabling you to contribute more meaningfully when it is 

your turn to speak. Eye contact is a signal to yourself and to your partner that you are 

listening. Listening to the underlying significance is about understanding why a person is 

saying something by noticing their emotions, their openness, their body language and 
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tone of voice. Asking for clarification helps when you are still unclear of the significance 

or the person’s motive (Mindful Schools, 2014).  

After the sections on mindful listening, the training material moved on to mindful 

speaking. There are myriad bad speaking habits we perpetuate daily: to say something 

you regret, to wish you had spoken up when you had not, to gossip, to lie, to talk to fill 

silence. I admit I am guilty of committing several of these habits, almost daily. The 

literature explains that being mindful of my speech will help counteract these bad habits. 

Paying attention to our intention—why we say what we say—brings mindful awareness 

to our speech. The training explains there are two categories of intention: intention to 

create connection or intention to create separation. Generally, people aim to create 

connection but the common bad habits of speech create separation, which can often 

generate conflict internally or with others. These bad habits include cruelty, gossip, 

fabrication or exaggeration, passivity, and unnecessary talking (Mindful Schools, 2014). 

Highlighting these aforementioned qualities is another way to bring mindful awareness to 

our speech.  

The training encouraged us to be mindful during our conversations with others 

this week, utilizing the qualities of mindful listening and bringing attention to any bad 

habits of speech we may have committed. In speaking with a grocery store cashier, I felt 

that making eye contact—which is not something I do generally with strangers—forced 

me be more present in my interaction. In doing so, I felt a sense of gratitude for his work, 

which made my heart feel light. Even in this seemingly insignificant interaction, I 

achieved a brief moment of heartfulness. In being mindful of my bad habits that week, I 

found myself guilty of exaggerating. When relaying a story to a friend, I exaggerated the 

gravity of an inconvenient situation in which I recently found myself—car trouble—and 

allowed negative emotions to weave a story filled with anger and self-pity. By being 
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mindful of my exaggeration, I acknowledged the negative emotions in the context of this 

particular situation and was able to move on. 

The final portion of this week’s training discusses compassion for others. “To 

respond with compassion is to respond with care out of an understanding of human 

connectedness, to empathize with openheartedness to a struggle” (Mindful Schools, 2014, 

p. 51). Compassion generally comes easy when engaging a loved one, but might seem 

impossible for someone who you find difficult. People often use forms of self-

protection—shutting off sensitivity, being unforgiving, acting aggressively—when faced 

with a person we perceive is hurting, judging or attacking us. These self-protections may 

be necessary in some cases but generally exacerbate the stress of the relationship. How 

can we break these habits and engage all people with compassion? The training wraps up 

with a short guided audio segment on cultivating compassion by being mindful of how 

much we value and care for others. It also recommends strengthening your intention and 

willingness to be more connected with others. We are asked to choose a person for whom 

we will practice compassion and explore the reasons why we are choosing this person. I 

chose my roommate, a person I love and with whom I share a long history but with whom 

I had been having issues. We are asked to practice compassion for that person 30 seconds 

per day. I actively thought about the reasons for our conflict and reminded myself she and 

I have different values. By being mindful of another’s perspective, my negative feelings 

toward her subsided. 
 

Week Six: Everyday Mindfulness 

The final week of Mindfulness Fundamentals discussed concepts of everyday 

mindfulness, i.e., how to incorporate your mindfulness practice into all parts of your daily 
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routine. We began the week with a guided audio session on mindful eating. The voice 

instructed me to select something to eat and I chose raspberries. At first, the process of 

eating mindfully seemed painstakingly slow, but ultimately it heightened my experience. 

The narrator in the guided audio encouraged me to engage each of my senses, beginning 

with sight, smell, and touch. Sight: the raspberry was a gorgeous red with hints of pink; it 

was comprised of dozens of smaller sphere shapes and covered with a slight fur. Smell: 

the raspberry has a subtle, sweet scent like fresh fruit and flowers. Touch: the raspberry 

feels fragile in my hands; it is soft and smooth like thin skin. Now it is time to taste the 

fruit. Taste: the raspberry is sweet and tart; it is mostly liquid. After I started to eat, I 

focused on the final sense, sound. Sound: the raspberry makes a subtle squeak as my 

teeth burst through its flesh; the subtle sounds of chewing as my teeth grind slowly and 

my tongue pushes my food around my mouth. This portion of the training concluded by 

asking us to select one time this week to practice mindful eating and record the 

experience in our journals. 

After mindful eating, the training moved on to a 30-minute guided sit. We began 

by spending time noticing physical sensations affecting our bodies. The narrator then 

asked us to reflect on our progress since we started this training six weeks ago, making a 

mental note of marked improvements. During this period I felt a sense of accomplishment 

thinking back to how utterly frustrated I felt in the first week or so. I felt a sense of 

acceptance; I was learning skills for life so I should be patient with my shortcomings and 

consistent with my practice. I also wondered how well I would be able to maintain my 

mindfulness practice without the external structure of this training. And then I labeled 

these thoughts with an anchor word—“chatter”—and refocused on my breaths. 

After this guided audio session, the training wrapped up with tips for maintaining 

your mindfulness practice. I was told it is common for people to fall out of habit with 
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practicing mindfulness, be it due to stress, life changes, or simply forgetting. The training 

suggested four methods for maintaining your practice: create consistency, leave a note, 

buddy up, and ease the intention (Mindful Schools, 2014). To create consistency, Mindful 

Schools suggested carving 20 to 30 minutes out of your day to practice during a time that 

fits naturally with an established daily routine. They reminded me I could also split up 

my time, perhaps sitting twice a day for 10 minutes each. Another helpful tip was to leave 

a note to remind yourself to practice, perhaps on a work computer, your bathroom mirror, 

or your car’s dashboard. A third strategy was to buddy up and practice with someone you 

know, either by physically sitting together or reminding each other to practice by phone 

or email. The final tip for maintaining a daily practice is to ease your intention. This can 

be achieved by setting realistic goals for yourself, which may require you to scale back 

your practice at first. By doing so, you are setting yourself up for success and are more 

likely to continue the practice.  

The final portion of the Mindfulness Fundamentals training addressed how to 

work through challenges within your personal practice. The narrator suggested if you 

notice rigidity around your mindfulness practice or find yourself making judgments about 

how well you’re doing, it is important to spend some time with the gratitude and 

heartfulness lessons. “Nurture an internal voice of kindness and support” (Mindful 

Schools, 2014, p. 57). The heightened awareness that accompanies a consistent practice 

may highlight unusual or unflattering thoughts or habits so it is crucial to maintain 

lightness of heart and a sense of humor so not to take yourself too seriously. This will 

allow more openness, forgiveness, and perhaps a transformation of these habits. 

For our ultimate assignment, Mindful Schools (2014) asked us to spend time 

reflecting on these questions: “How is a daily mindfulness practice empowering your 

life? What benefits have you noticed? How will you work with the challenges that will 
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arise to practicing mindfulness?” (p. 58). And with this exercise, the six-week 

Mindfulness Fundamentals training concluded. 
 

PHASE TWO: CURRICULUM TRAINING 

Immediately proceeding the Mindfulness Fundamentals online training, I traveled 

to the Bay Area to participate in the Mindfulness Curriculum Training. This training is 

designed for those who have already established a personal mindfulness practice and are 

interested in learning how to integrate mindfulness into their work with youth. “Our 

curriculum—used by thousands of educators, mental health professionals, social 

workers, and parents in 50 states and over 60 countries—is adaptable for classrooms, 

after-school programs, clinical settings, and home” (“Our Courses,” n.d.b, para. 2). 

Mindfulness Curriculum Training is offered several times per year in either a six-week 

online format or a three-day in-person format. The in-person trainings are hosted in major 

cities around the United States, and that summer I was fortunate to travel to attend one in 

Oakland, California.  

The training was held at a conference center in downtown Oakland and was led 

by two of the three full-time Mindful Schools faculty: Megan Cowan and Chris 

McKenna5. Megan is co-founder of Mindful Schools and currently serves as a program 

director in addition to leading trainings. Chris is also a program director and leads 

trainings. Their biographies are available on the Mindful Schools (n.d.b) website: 

 
Megan Cowan received a BA in Comparative Health and Healing from the 
University of California, Berkeley, and has been practicing mindfulness since 
1996 and working with children in various settings since 1999. She first brought 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
5 These are their real names. This information is available to the general public via the Mindful Schools 
website. 
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these two passions together in 2001 when she expanded a mindfulness program 
from 15 to over 100 children and created mindfulness curriculum for monthly and 
summer programs. As a co-founder of Mindful Schools, Megan has 
taught mindfulness to over 3000 children and trained over a thousand adults. 
(para. 3) 

 
From 2009-2012, Chris McKenna was the Executive Director of the Mind Body 
Awareness Project, a nonprofit that pioneered the development of mindfulness-
based interventions for at-risk adolescents. During his tenure, MBA published the 
first formal research on the impact of mindfulness programming on youth in the 
U.S. juvenile probation system. In collaboration with Colorado State University, 
MBA also developed mindfulness training programs that met the specific needs of 
diverse youth populations, including Native American youth on the South 
Dakota's Flathead Reservation, and military youth with parents on combat 
deployment. Chris has spent over a decade working with diverse communities 
suffering from high incidents of trauma, including five years with an organization 
launched out of Amnesty International that provided legal and psychosocial 
services to victims of torture and war crimes from over 20 countries. He has a 
eighteen-year history with mindfulness meditation and has taught mindfulness 
practices to refugees with post-traumatic stress disorder and other severe mental 
health conditions. He is on the Curriculum Advisory Committee of Dalai Lama 
Fellows and the Advisory Councils of the Mindful Community (UK) and 
Honoring the Path of the Warrior - a project which teaches mindfulness to 
veterans of the Iraq and Afghanistan wars. He holds a degree in Religion & Asian 
Studies from Columbia University. (para. 4) 
 

Vinny Ferraro is the third full-time faculty member and senior trainer for Mindful 

Schools. He is typically present at Mindfulness Curriculum Trainings but could not 

attend this particular training.  

We covered a variety of topics during the training, such as teaching 

demonstrations on how to implement the mindfulness curriculum with youth, the basic 

neuroscience supporting mindfulness, group facilitation and classroom management 

skills, and stakeholder presentations. The course material included a training kit, 

comprised of a K-5 curriculum (30 modules for ages 5-12), an adolescent curriculum (25 

modules for ages 12-17), student workbooks, a manual on facilitation and classroom 
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management, summaries of neuroscience concepts, and program evaluation tools6. 

Throughout the three days, we received information as a group in a lecture format and 

practiced lessons primarily in small groups. In addition to the materials I received in the 

trainings, I continued to maintain my personal journal in which I recorded thoughts, 

feelings, and visual art responses during the training process.  
 

Day One 

On the first day of the training, I boarded an early flight out of Austin to San 

Francisco. As I waited for the plane to take off, I practiced my mindful breathing, though 

my combination of nervousness and excitement made it a bit difficult. Upon arrival in 

Oakland I settled in to my hotel room and made my way to the first day of the training, a 

Friday evening session that would last two and a half hours. It was held in a conference 

center in the heart of downtown Oakland, an easy walk from where I was staying. The 

Oakland weather was a welcome break from the summer heat in Texas and I felt excited 

and grateful as I entered the space.  

Having attended many professional development sessions, the setting felt familiar 

to me: a large room filled with rows of chairs, a projection screen, a podium, and trays of 

light refreshments off to the side. Looking around, I was definitely one of the youngest 

people in the room. I helped myself to a hot tea and selected a seat in the middle. After a 

short time, our trainers Megan and Chris greeted the group and the din of chatter died 

down. Before they provided any formal introductions, we were asked to adapt our 

mindful posture and begin a guided group sit. I felt a bit caught off guard at first—I had 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
6	  All materials from Mindful Schools and “Mindfulness Curriculum Training” are copyrighted. Therefore, I 
could not include materials directly used in the trainings in this study, but I frequently cite and paraphrase 
the material.	  
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never done this in a group setting—but I sat up straight, planted both feet on the ground, 

and allowed my eyes to flutter closed. Megan gently rang a strange bell to signify the 

start of our group sit and the room fell silent. She would later explain that this bell—a 

deep, bronze bowl struck by a stout wooden pestle—was a Tibetan singing bowl, 

originally used by Buddhist monks. Throughout this guided sit, Megan would 

occasionally contribute encouraging phrases, not unlike the narrators of the guided audios 

in the Mindfulness Fundamentals training. She reminded us to maintain our posture, how 

to focus on our breathing, and to be non-judgmental of any distracting thoughts that may 

enter our minds. Her voice had a wonderfully calm and even timbre and I liked her 

immediately. I endured a minute or two before giving in to the temptation to open my 

eyes. Glancing around, most people’s eyes were still closed so I shut mine again. This 

was more difficult than I thought. The entire guided sit lasted about five minutes, but 

mine was filled mostly with distracting chatter.  

Following this exercise, Megan and Chris introduced themselves and then posed 

questions to the group: How many of us were educators? The majority of the people in 

the room raised their hands. How many of us worked in mental healthcare? Some more 

raised their hands. A few others stated they were parents and one person was a pediatric 

nurse. I felt excited learning individuals from different fields recognized the importance 

of this work and were collaborating via mindfulness. The next question: Where were we 

from? Most people were local to California’s Bay Area. A few dozen were from 

neighboring states, and a handful traveled cross-country. Two women had even traveled 

here from Italy and another from Israel. The variety in the group excited me, as 

interdisciplinary collaboration is incredibly important to my practice. We were 

encouraged warmly to raise our hands to ask questions or offer thoughts throughout the 

weekend. 
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Following introductions, Megan and Chris took turns covering some of the basics 

of integrating mindfulness into our work via a PowerPoint presentation. We were all 

familiar with maintaining a personal mindfulness practice and now we were going to 

begin to apply these ideas to our work with youth. Chris began the presentation by 

reinforcing the importance of maintaining a personal mindfulness practice if one is to 

implement mindfulness with youth; i.e., one’s personal practice leads to mindful teaching 

which leads to teaching mindfulness which contributes to one’s personal practice, et 

cetera. The Mindful Schools (2011) theory of change is presented as: “personal practice 

à embodied teaching à curriculum delivery” (p. 3). Chris repeatedly asserted that 

frequent but brief practice—carving out moments of awareness throughout the day—

would be the most crucial in building this habit. This description reminded me of my 

personal beliefs as a teaching artist, that one must maintain a practice as an art maker in 

order to teach art, with one engagement constantly informing the other. This cyclical 

nature is an important theme I address in Chapter 6.  

Chris moved on to clarify that implementing mindfulness into education is a new 

and growing field and this model is meant to be simple, accessible, and adaptable to the 

current educational environment (Mindful Schools, 2011). However, it is not a top-down 

movement nor is it a standardized model; rather, it is a peer-based movement in which all 

contributing voices are equal and important. This clarification is important and is similar 

to the values of the self-study research community. Such as with Megan, I took an 

immediate liking to Chris and was in awe of his ability to communicate ideas so 

articulately.  

Megan then took over the presentation, introducing some of the benefits 

mindfulness can afford students: increased presence and awareness in the classroom, 

more openness and empathy toward peers, increased focus and alertness, a better ability 
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to “rest” the mind, and the ability to achieve balance in busy lives. She shared with us the 

three primary qualities one achieves through a mindfulness practice: concentration, 

clarity, and equanimity (sometimes referred to as “non-resistance” or “non-reactivity”). 

In terms for young people, Mindful Schools (2011) defines concentration as “the ability 

to focus on what you want, when you want”; clarity as “increased awareness of internal 

events and external behaviors”; and equanimity as “the ability to let experience come and 

go without push or pull” (p. 9). With origins in Buddhism, these three qualities appear 

frequently in the literature on mindfulness. Megan concludes this portion of the 

presentation by emphasizing the importance of integrating heartfulness with mindfulness, 

asserting, “Mindfulness without heartfulness is not complete; heartfulness without 

mindfulness is not complete” (Mindful Schools, 2011, p. 12). 

Chris took over once more, addressing some of the common misconceptions that 

surround mindfulness. For example, mindfulness is not: being calm, the absence of 

thought, a disciplinary measure, a silver bullet, or religious (Mindful Schools, 2011, p. 

13). These reminders showed up throughout the weekend, particularly when we 

addressed how to present mindfulness to our community’s stakeholders. Before wrapping 

up the evening’s training, Chris discussed the purpose, intent, and structure of the 

Mindful Schools curriculum, into which we would be delving tomorrow. He explained 

that each fifteen-minute lesson is designed around a core skill of mindfulness and 

addresses life skills such as conflict resolution and test taking. The curriculum is designed 

to be adaptable to a variety of circumstances and the teacher is encouraged to be creative 

by drawing from her teaching experience and personal mindfulness practice (Mindful 

Schools, 2011). We concluded our evening with another five-minute guided sit and then 

departed. I walked the handful of city blocks back to my hotel room, relaxed and alert all 

at once. 
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Day Two 

I arrived early to the conference center on the second day of the training, grateful 

to have already navigated my way here the previous evening. This day included five and 

a half hours of training with a 90 minute break for lunch. I helped myself to a breakfast of 

coffee and fresh fruit and settled in to my seat, making small talk with my fellow 

participants. Shortly after Megan and Chris entered the room, we began our day with a 

guided sit. Megan rang the Tibetan singing bowl and I let my eyes close, doing my best 

to focus completely on my breathing. I found this guided sit easier than I had last night, 

but it was still challenging in a room with one hundred other people. Megan rang the bell 

again to signify the five minutes had passed and we prepared to dive into the day’s 

material. 

Chris opened the PowerPoint again and we began by running through a brief 

history on secular mindfulness7, beginning with Jon Kabat-Zinn and his work on 

Mindfulness-based Stress Reduction (MBSR) at University of Massachusetts Amherst in 

the 1970s. We followed the movement’s progression in medicine, discussing briefly its 

applications in psychology and mental health care through the 1980s and 1990s, focusing 

particularly on two practices called Mindfulness-based Cognitive Therapy (MBCT) and 

Dialectical Behavioral Therapy (DBT). Chris explained that research on integrating 

mindfulness into education began in the mid-1990s. Since this time the movement has 

grown swiftly, becoming increasingly popular in corporate settings as well as in 

education. Chris listed some of the primary benefits to students—such as skillful 

responses to difficult emotions and decreased stress and anxiety—and explained how 

“mindfulness creates space for replacing impulsive reactions with thoughtful responses” 

(Mindful Schools, 2011, p. 16). Throughout this portion of the presentation, Chris 
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incorporates anecdotes from his personal history of teaching mindfulness, presenting an 

important mix of quantitative and qualitative data.  

Megan wrapped up this session by discussing the close relationship between 

mindfulness and the popular education movement social-emotional learning (SEL)8, also 

injecting stories from her own experiences. Referring to a graphic that displayed five 

desired outcomes of SEL—self-awareness, self-regulation, decision-making, social 

awareness, and relationship skills—Megan explained how each was related directly to 

mindfulness. Megan concluded by reinforcing that this type of mindfulness is entirely 

secular in practice and explaining how important this distinction is when beginning to 

implement the Mindful Schools curriculum.  

At this point in our day, we moved away from the PowerPoint presentation and 

began training on the curriculum itself. Chris and Megan asked us to configure ourselves 

into groups of five people. Glancing around, I joined up with an eclectic group of 

neighboring participants. The first person in my group was a fresh-faced blonde in his 

early 30s, decked out in eco-friendly outerwear—the quintessential Bay Area type. 

Another was a pregnant woman in her mid-30s with flowing hair and flowing clothes. 

The third person was also in his mid-30s, a quiet and average-looking man. The last 

person was a smiling woman in her 50s with big salt-and-pepper hair and flashy cat-eye 

spectacles. The trainers gave us some time to get to know each other’s background before 

delving into the curriculum. Aaron9, the fresh-faced blonde, explained that he had 

recently founded a charter elementary school in the Bay Area. His program occurred 

entirely out of doors and mindfulness played a large role in his organization’s mission. 

Sara, the pregnant woman, was a teacher at a school south of the Bay Area for children 
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9 Pseudonyms are used to protect the privacy of fellow Curriculum Training participants. 
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with significant behavioral issues. Like myself, Sara was also working on completing a 

graduate thesis on implementing mindfulness into her teaching practice. She had recently 

attended an intense weekend mindfulness retreat during which she could not speak and 

could not have any contact with the outside world. Eric, an Oakland local, was a fourth 

grade teacher at a public elementary school who, like myself, had only recently 

discovered the benefits of a personal mindfulness practice and was on the cusp of 

implementing mindfulness with his students. He told us he would be starting the new 

school year in less than a week and was eager to learn all he could before then. Joyce, a 

native of Hawaii, introduced herself as a chaplain at a private Catholic school who was 

beginning a year-long sabbatical. Prior to the Mindful Schools Curriculum Training, 

Joyce spent a week at a Buddhist monastery in Colorado. She would head to Nevada for 

another mindfulness training immediately following this one. I introduced myself and 

explained my reasons for attending the training, finding I had something in common with 

every member of my group.  

Following intra-group introductions, Megan and Chris outlined some of our goals 

for the next part of our day as we began to learn to implement the Mindful Schools 

curriculum. First, we would watch either Chris or Megan give a sample lesson—Megan 

always demonstrated the youth curriculum (kindergarten through fifth grade) while Chris 

handled the adolescent curriculum (middle and high school). Following the 

demonstration, we would take turns facilitating the same ten- to fifteen-minute lesson 

with our group, with our group members role-playing as students. Chris and Megan 

kindly reassured us that we were all novices and not to worry too much about “doing it 

right” the first time. They also reminded us to be kind and supportive group members and 

to give constructive feedback.  
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Megan effortlessly facilitated the first lesson of the youth curriculum, an 

introduction to mindful posture and mindful breathing. She spoke to the group as if we 

were elementary-aged students and we responded accordingly. This helped us gain a 

more realistic understanding of how the curriculum looked in action. Because these 

lessons are designed to be implemented during a regular school day, Megan utilized her 

Tibetan singing bowl as a symbol to signify the start and the end of mindfulness time for 

the class. She recommended we do the same in order to lubricate this transition period for 

our students. After Megan completed the sample lesson, she addressed some questions 

and concerns before we began small group work. We would work for approximately 45 

minutes, giving three of our five members the opportunity to facilitate the lesson. As soon 

as we started to facilitate the lessons ourselves, we commiserated as a group about how 

Megan had made it look so easy. Reminding ourselves we were only beginners and she 

had been at it for over a decade, we encouraged one another to press forward and offered 

gentle but constructive feedback throughout the process.  

After the initial practice lab, Chris demonstrated the first lesson from the 

adolescent curriculum, addressing us as if we were middle or high school students. The 

group responded to Chris with questions or concerns as if we were finicky teenagers and 

we shared some laughs over our shared experiences. Chris had a different style of 

delivering information than Megan did, but both trainers demonstrated great control of 

the material. They were obviously seasoned practitioners who were in tune with the way 

children and adolescents think and feel. Following his demonstration, we broke into our 

groups once again and the remaining members had a turn facilitating the lesson. During 

my turn, I was unusually self-conscious—a rare feeling for me—and found myself 

relying heavily on the curriculum’s script. My group members were endlessly supportive 

and we fumbled through these new experiences together. 
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Following the practice labs, we broke for lunch. Megan and Chris strongly 

encouraged us to eat with our group and I obliged. Eric, the only local in our group, 

suggested a funky diner on nearby Telegraph Avenue. As we walked, he explained that 

the famous University of California, Berkeley protests of the 1960s had occurred just a 

couple miles north of where we were. As we ate, we continued getting to know one 

another and learning our individual reasons for attending this training. For a group of 

strangers, we were exceptionally candid, sharing our individual struggles with anxiety 

and relationships. We soon headed back to the conference center, enjoying the cool and 

sunny Oakland weather. 

After lunch, Chris talked about the role of the mindfulness teacher as one who 

supports the social-emotional needs of her students and serves as a safe and nurturing 

leader of the classroom. He discussed briefly some of the basic neuroscience on how the 

human body reacts to stress or trauma, with conversation about the sympathetic nervous 

system that is responsible for the “fight or flight” phenomenon and the parasympathetic 

nervous system that handles “rest and digest” (Mindful Schools, 2011). The body 

experiences a constant fluctuation between arousal (sympathetic) and settling 

(parasympathetic). Chris, who has extensive experience working with war veterans and 

children who have lived through trauma, explained that this back and forth leaves the 

mind and body constantly unsettled. In the activated stage, one can experience anxiety, 

panic, hyperactivity, chronic pain, and emotional flooding. In the de-activated stage, one 

can experience depression, lethargy, poor digestion, low blood pressure, and 

disorientation. An in-between state is considered “normal” or one’s baseline. A traumatic 

experience can send an individual bouncing between these two extreme states. Practicing 

mindfulness can help an individual come back to the baseline faster and with greater 

ease.  
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Megan then took over and discussed how self-regulation is paramount for 

educators. She asserted the importance of “de-activating” throughout our day, not only in 

formal mindfulness practice but also by constantly carving out small moments of 

awareness. Megan explained that we as educators must work on identifying and 

articulating our needs—being a martyr is not healthy or helpful. The next ten pages of the 

Mindful Schools (2011) PowerPoint presentation discussed important qualities of 

mindful teaching, beginning with “the role of personal practice” (p. 28). Megan asserted 

we cannot teach mindfulness-based intervention unless we practice it ourselves. We then 

explored the idea of “non-conceptual awareness” and how we develop it in ourselves and 

with our students. Megan showed next slide, “Becoming Sensitive to ‘Non-Verbal’ 

Information” and explained, “In the act of teaching, there is significantly more occurring 

than the presentation and/or exchange of cognitive information” (p. 29). The following 

slide discussed how we transmit non-verbal information, offering the term “emotional 

contagion” and its definition: “unconsciously mimicking the facial expressions, vocal 

expressions, postures and instrumental behaviors of those around us, and thereby 

‘catching’ others’ emotions as a consequence of such facial, vocal, and postural 

feedback” (p. 30). This non-verbal information travels in two directions: from teacher to 

students and students to teacher. The teacher “transmits” her inner state to her students 

before she even speaks; if the teacher is not present, it registers with the students, 

particularly for youth with trauma. “‘Absent’ adults are often the norm for high-risk 

children and adolescent populations” (p. 32). The students “transmit” their emotional 

states to the teacher and, by developing non-conceptual awareness, the teacher is able to 

more quickly and intuitively assess the mood and energy of the room. “Through practice, 

there emerges a ‘spontaneously available’ sense of what is appropriate based on what is 

presenting itself in the moment (different levels of attention and resistance, etc.)” (p. 33).  
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The next three slides listed qualities and attitudes to cultivate in ourselves and in 

our students through mindful teaching: sensitivity, solidity, mindful speech, authenticity, 

disclosure, non-identification, curiosity, and success. Developing sensitivity enables 

students to pay attention to how the mood of people, places, and things registers 

kinesthetically in the physical body. Solidity is to be comfortable expanding one’s 

awareness to cover the entire room and allowing yourself to be the anchor of attention for 

a room. Mindful speech asks us to look for the connection between attention, stability and 

relaxation, and the faculty of speaking. Authenticity allows students and teachers alike to 

find and refine their own unique voice and learning/teaching style. Disclosure asks us to 

check our intentions, being reflective of why and for whom we are teaching mindfulness. 

Non-identification enables one to resist the tendency to personalize everything, e.g., a 

student’s sour mood is not necessarily the fault of the teacher. Developing mindful 

awareness makes us genuinely curious about our selves and our surroundings. Finally, by 

managing our expectations, we can revel in the simplicity of small successes in the 

classroom.  

After Megan concluded this portion of the presentation, we moved on to practice 

facilitating lessons in our small groups again. With each practice session, I notice my 

group members and I becoming more comfortable with the material and language of the 

curriculum. Every member of my group displayed obvious strengths as an educator but 

still has room to grow and is humble in the face of constructive criticism. After about 45 

minutes of practice, Megan and Chris open the presentation for a final time today. We 

discuss ways to prepare our classroom for a mindfulness program and they offer the 

following suggestions: create a container of awareness and compassion, i.e., set your 

students up for success; be the example of what you are teaching; be mindful of the needs 
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of the room; and normalize the experience of practicing mindfulness. This session of the 

presentation was peppered with questions and concerns from the audience. 

After the presentation concluded, we ended our day with a five-minute guided sit 

led by Chris. I find it especially difficult this time to quiet the chatter of the day’s 

information; my mind is swirling excitedly with new ideas. As we wrap up for the day, I 

jot some final notes in my journal and say goodbye to the other four members of my 

group. It has been a long day filled with a wealth of information but I do not feel 

overwhelmed or unsupported. On the contrary, I feel a sense of solidarity with my fellow 

training participants. 
 

Day Three 

On the third and final day of the Mindful Schools curriculum training, I returned 

to the conference center and enjoyed a muffin and coffee for breakfast before we began. 

Our time together on Sunday was a bit shorter than Saturday, comprised of four and a 

half hours of training and a 90 minute lunch break. We began the day with a guided sit 

led by Megan and I noticed with each passing day it has become a bit easier to practice in 

this large group setting. Chris opened the PowerPoint presentation and we began our day 

by discussing neuroscience further. 

This portion of the presentation focused on three parts of the brain: the prefrontal 

cortex, the amygdala, and the hippocampus. Chris discussed their different functions and 

how mindfulness can affect those functions. The prefrontal cortex is responsible for 

emotional balance and regulation, body regulation, intuition or “visceral experience,” and 

the intention to pay attention (Mindful Schools, 2011). As we knew by now, these 

functions can be improved through consistent mindfulness practice. The amygdala is 
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considered the emotional center of the brain and is responsible for the “fight, flight, or 

freeze” phenomenon. Practicing mindfulness can help the amygdala regulate these 

instinctual responses. For example, when we are experiencing an emotion the amygdala 

is activated and by practicing mindfulness and naming that emotion we are able to de-

activate. Finally, the hippocampus is responsible for memory, which obviously plays a 

major role in the academic environment. When a person is stressed, it inhibits the 

hippocampus from storing and recalling information, which can be detrimental to one’s 

academic performance. Practicing mindfulness helps students avoid the extreme highs 

and lows of stress, allowing the brain to stay regulated and perform more optimally 

(Mindful Schools, 2011). 

Following this portion of the presentation, Megan delved into an overview of the 

history of research in the field of secular mindfulness. Drawing on thirty years of 

research, she began by discussing the known benefits to adults using information from 

the University of Massachusetts Center for Mindfulness. She moves on to discuss the 

Greater Good Science Center (GGSC)10 out of the University of California, Berkeley, an 

organization that compiles research highlights on mindfulness in education. She moved 

on to cite a number of significant research studies from the last decade on the effects of 

mindfulness on youth and adolescents. Megan then presented a study conducted by 

Mindful Schools during the 2011/2012 school year. In the study, approximately 800 

elementary students were placed in either a treatment group or a control group. Teachers 

rated every student on a scale of one to five on four qualities: paying attention, calmness 

and self-control, self-care and participation, and care and respect for others. Both groups 

were rated before and after the implementation of a mindfulness program in the 
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classroom. Those who completed the mindfulness program demonstrated an average of 

8% improvement in the four areas, while those who did not complete the program 

demonstrated an average of 4% improvement (Mindful Schools, 2011). 

From here, we moved on to discuss important factors to keep in mind once we 

began to consider how to evaluate ourselves and our programs. There are many factors to 

consider, such as whether to conduct a formal or informal evaluation and how to achieve 

an appropriate balance of collecting qualitative and quantitative data. Before beginning 

any form of evaluation, it is paramount to have a clear goal or purpose in mind. How am I 

informing my own work? How am I informing my stakeholders? These discussions 

prompted myriad questions, comments, and suggestions from the audience. I related to 

the majority of the thoughts that were shared. Chris and Megan wrapped up this portion 

of the presentation by reminding us of additional resources at our disposal, 

recommending the work of Dan Siegel and the Mindsight Institute and the writing of Dan 

Black and his organization Mindful Experience. They also reminded us that by 

completing this training we would have lifelong access to Mindful Schools’ vast online 

resources.  

At this point, the groups moved back into practicing sample lessons. Before we 

took turns facilitating in our small groups, we watched two videos of Mindful Schools 

lessons being taught in an actual classroom. One video featured a younger Megan 

conducting a lesson in an Oakland elementary school, Tibetan singing bowl in hand. The 

other featured a young man who Megan identified as a former Mindful Schools program 

director, also in a local elementary school. It had been helpful so far to watch Megan and 

Chris conducting sample lessons in our training, but observing reactions from actual 

students receiving this material for the first time was exponentially more valuable. After 
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the video, we spent the majority of the afternoon in our small group and all five group 

members had the opportunity to conduct a sample lesson and receive feedback.  

Our final topic covered the different styles of implementation as relevant to our 

various fields. We discussed how different mindfulness might look for outside providers, 

classroom teachers, parents, institutions, and mental health professionals. For example, 

for parents wanting to implement mindfulness with their children, Mindful Schools 

recommends starting with simple rituals and asserts, “don’t force it” (2011, p. 51). For 

mental health professionals, Mindful Schools offers suggestions for both a one-on-one 

model and for group interventions. For outside providers, Mindful Schools recommends 

beginning with a free and optional program to spark an interest in fellow educators, 

administrators, and other stakeholders.  

As the day drew to a close, Megan and Chris left us with thoughts to consider 

now that we had had the Mindful Schools Curriculum Training: “Enter with clear 

intention, know your spectrum of influence, start small, stay simple, and do one full 

round of the curriculum to learn” (2011, p. 53). They reminded us one final time the 

importance of maintaining a personal mindfulness practice in order to teach mindfulness 

effectively. The training concluded with a final guide sit led by Megan. Before Megan 

and Chris dismissed us, Joyce, one of my group members, raised her hand and asked to 

share a morsel with the group. A native of Hawaii, she introduced us to the Hawaiin 

phrase Aho Nui. Literally meaning “great breath,” Aho Nui represents the importance of 

having patience and intentionally slowing down. Megan and Chris thanked her for this 

lovely contribution and the training concluded.  I exchanged contact information with my 

group members and we said our goodbyes. Stepping out into the breezy Oakland streets 

to head back to my hotel, my brain was buzzing and bursting with new information and 

ideas.  
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CONCLUSION 

The two trainings I completed with Mindful Schools, “Mindfulness 

Fundamentals” and “Curriculum Training,” detail the first two phases of data collection 

for this study. The next chapter explains the third and fourth phases of data collection. 

The third phase is represented in the planning of three workshops with teaching artists 

from Creative Action. The fourth phase is represented in implementing my mindfulness 

and art pilot program, “Mindful Making,” with a group of second grade students enrolled 

in a Creative Action after school program at Allison Elementary in Austin, Texas.  
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Chapter 5: Teaching Mindfulness: A Pilot Program 

 
With mindfulness, you can establish yourself in the present in order to touch the wonders 

of life that are available at that moment. 
 

Tchich Nhat Hanh 
 

INTRODUCTION 

After completing two trainings with Mindful Schools in summer 2014, I began 

the process of planning and implementing an art and mindfulness curriculum at a youth 

program. Though I was newly equipped with a personal mindfulness practice and had 

been trained in the Mindful Schools curriculum, I was still faced with the challenge of 

incorporating this new knowledge into my existing skill set as a teaching artist. Because 

many of the elements of my program would be dependent on the setting and the age of 

the students, my first task was to select a location. It best suited the needs of this study to 

work with a group of students within an existing education program, rather than attempt 

to create a program from the ground up and recruit my own students. Due to my 

professional background, I preferred to conduct the program in a community-based 

setting, such as an out-of-school time (OST) program, rather than in a school or museum 

setting. Through contacts I made at a summer internship, I was connected with local arts 

education organization Creative Action. After some plan, I was connected with a teaching 

artist and her second grade group at one of Creative Action’s OST programs at Allison 

Elementary. After I was put in contact with Creative Action, my task was to plan a three-

lesson art and mindfulness pilot program, utilizing the content of the Mindful Schools 

curriculum and the structure of the Creative Action OST program. I then implemented 

these lessons on three consecutive Fridays in November 2014. 
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PHASE THREE: PLANNING 

Community Engagement 

In summer 2014, I completed an internship with the City of Austin Cultural Arts 

Division (CAD). Through this internship, I was fortunate to meet Karen LaShelle, co-

founder and executive director of Creative Action, an organization with whom the CAD 

was partnering on a community arts initiative at the time. Creative Action offers arts 

programs in the classroom and after school for youth ages pre-kindergarten through high 

school in schools, community centers, housing complexes and at their physical location 

in the Chestnut neighborhood on the east side of Austin. They also offer camps, teen 

programs, and continuing creativity classes for senior adults. “The mission of Creative 

Action is to spark and support the academic, social, and emotional development of young 

people” (“About us,” n.d., para. 1).  

Having followed Creative Action’s work in the community for the past year, I 

was familiar with their important accomplishments and had already had them in mind as 

an ideal site for my research. Karen, a warm and gracious woman, was happy to speak 

with me about my study and my professional interests. She was intrigued by my research 

topic because it aligned well with the values of her organization, which prioritizes 

teaching social-emotional skills via the arts. At the end of that summer, Karen agreed to 

allow me to conduct research with a Creative Action OST program and she put me in 

touch with the organization’s community engagement coordinator, Stephanie Chavez 

Noell, to set something up.  

I contacted Stephanie via email and we arranged a meeting for the early fall. 

Stephanie was a friendly young woman who met my ideas with a bubbly enthusiasm. I 

was grateful for her immediate willingness to help me coordinate my research with one of 

her teaching artists at a Creative Action OST program. After I described the larger ideas 
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and problem statement that informed my study, Stephanie and I discussed the logistical 

details of how to best accomplish my goal. Our primary concern was to determine which 

OST program and which teaching artist would be the best fit. For example, some Creative 

Action teaching artists work with theater arts rather than visual arts and it was important 

for me to work with a visual artist; or, some teaching artists need total control of their 

programs while others are open to collaborating with outside teaching artists—I did not 

want to be intrusive or burdensome. Eventually, Stephanie suggested teaching artist 

Bridget Kuzma, a painter and future graduate student in art therapy. Bridget worked with 

various groups at Allison Elementary immediately after school three days per week. We 

determined I would work with Bridget and her second grade students on Fridays as a 

guest artist.  Shortly after our meeting, Stephanie emailed Bridget and me to put us in 

touch.  

After exchanging a handful of emails with Bridget, she and I set up a meeting at a 

local coffee shop for mid-fall. A soft spoken and warm young woman, she instantly made 

me feel comfortable sharing ideas for my study. As we chatted, we shared our individual 

backgrounds and exchanged stories and teaching philosophies. Bridget held a degree in 

psychology and was a painter. She was anticipating attending Pratt Institute in Brooklyn, 

New York next year for a graduate program in art therapy. I explained my background as 

an art maker and teaching artist and how it had brought me to my graduate program. We 

delighted in our shared interest in neuroscience and discovered our values as teachers 

aligned overall.  

Following our introductions, I explained the needs of my study with Bridget and 

she detailed the logistics and challenges of her program. Having worked for The Boys & 

Girls Clubs for nearly two years, I was familiar with most of the information she relayed. 

I knew many of the challenging aspects of working with students in an after school 
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setting; for example: the students are often tired or hyperactive; they may carry the 

stresses of the school day into the program; they may have an important school 

assignment to work on that takes precedence over whatever activity is planned for the 

afternoon. I understood the issues that face a non-mandatory educational program: 

attendance is not guaranteed or consistent; the learning venue changes and often without 

warning; parents and other stakeholders may not take the program as seriously as a 

school program. Bridget and I commiserated on our shared experiences with these 

factors. It can be jarring to enter these teaching conditions without warning or experience, 

and Bridget seemed relieved I was already familiar with the issues facing OST programs.  

Bridget and I moved on to discuss scheduling details and agreed it would be best 

for me to come in prior to the impending Thanksgiving and winter holiday breaks. We 

determined I would come to Allison Elementary for four consecutive Fridays in 

November. On the first Friday I would meet the students and observe the program 

dynamic, and the following three Fridays I would conduct my art and mindfulness 

program. Bridget explained her program operated in a ninety-minute period and 

expressed that art supplies are extremely limited, though I assured her I would provide 

my own. The size of her group varied between 20 to 30 students, depending on the week. 

I jotted down all these pertinent details, as they would help inform my lesson plans. 

Before she and I went our separate ways, Bridget introduced the Creative Action 4C 

philosophy, which was explained in further detail in the handbook and on the Creative 

Action website. 4C students are creative artists, courageous allies, critical thinkers, and 

confident leaders11 (“Programs,” n.d., para. 2). Bridget explained that all Creative Action 

lesson plans are constructed around one or more of these four qualities, which is part of 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
11 The Creative Action 4C philosophy is also explained in Chapter 2. 
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the lesson plan template. Bridget also provided me with a copy of Creative Action’s 

teaching artist handbook to skim, and a blank lesson plan template (See Appendix B) to 

use in planning. The lesson plan template begins with space to list objectives and how the 

objectives address the 4Cs. In the agenda portion of the template, it includes a check in/ 

opening ritual (5 to 10 minutes), warm up/introductory activity (10 to 15 minutes), core 

activity (30 to 45 minutes), and check out/closing ritual (5 to 10 minutes). At the bottom 

of the lesson plan template, there is a planning space to list supplies and prep and finally, 

a space for reflection where the teaching artist’s supervisor can make notes and 

suggestions (for the purposes of this study, this portion was not used).    

After approximately an hour of planning and conversation, I thanked Bridget and 

departed. Now that I understood the parameters of my program, I was able to start 

planning my program. As I headed home from the coffee shop, I reflected on how 

grateful I was to have connected with Karen, Stephanie, and Bridget, three passionate 

women also invested in the community art education cause.  
 

Creating “Mindful Making” 

After my meetings with Stephanie and Bridget, I set out to plan my art and 

mindfulness pilot program. I eventually decided to call it “Mindful Making,” a title I 

considered playful but appropriate. My goal was to use the content of the Mindful 

Schools kindergarten through fifth grade (k-5) curriculum to introduce the basic concepts 

of mindfulness and to also incorporate art making into these lessons. I needed to adapt the 

content of the Mindful School curriculum to meet the structure of Creative Action’s after 

school program.  
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The Mindful Schools curriculum12 was originally designed for use in a school 

setting, though it can be adapted to a variety of educational venues. The classroom 

teacher or an outside provider (any individual trained in the Mindful Schools curriculum) 

implements each lesson for fifteen minutes once a week. There are sixteen consecutive 

lessons in the k-5 curriculum. In addition to the structured lessons, the Mindful Schools 

curriculum encourages students to keep an informal journal documenting their individual 

progress with mindfulness. Every lesson follows an identical structure: it begins by 

introducing key points of the particular lesson, moves on to a minute or two of 

mindfulness practice (mindful sitting and mindful breathing), and then transitions to the 

bulk of the lesson: the main topic. After introducing the main topic and practicing the 

new skill, the lessons conclude with a wrap-up and a suggested journal activity for the 

week. Each lesson includes a script of exactly what to say in these lessons. It can be 

followed precisely or used as a general outline. The script is especially helpful for the 

novice mindfulness teacher, as it uses age-appropriate language to describe the somewhat 

esoteric concepts behind mindfulness. When I implemented my lessons, I did not read 

directly from the script but did refer to it frequently while teaching.  

For the purposes of this study, I adapted the first three lessons of the Mindful 

Schools curriculum. Due to the limited time I had with the students at Creative Action, I 

felt these three lessons represented an appropriate introduction to basic mindfulness ideas 

and practices. Once I selected which lessons I wanted to use, I was met with the task of 

adapting a fifteen-minute lesson to a ninety-minute time period, the designated time for 

the Creative Action after school group. This was accomplished by using the Mindful 

Schools structure in the check in and warm up activity portions of the lesson plan and an 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
12 Due to copyright, I cannot include content from the Mindful Schools curriculum.  
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art project in the core activity portion of the lesson plan. I would synthesize the two in the 

check out activity portion. I decided to forego the portion of the Mindful Schools 

curriculum that suggested students keep journals, as I felt an attempt at this would be 

relatively shallow and impractical for the setting. In the proceeding paragraphs, I describe 

in detail the lessons I developed and include examples of student artwork. 
 

Lesson One 

The first lesson of the Mindful Schools k-5 curriculum is entitled “Introduction – 

Mindful Bodies and Listening.” The purpose of this lesson is to introduce a basic 

definition of mindfulness and to describe some of its benefits to daily life. Because this 

would be the first lesson in my program, it was especially important to set the class up to 

view mindfulness as a special time. As I considered how best to introduce the first lesson, 

I thought back to Megan and her Tibetan singing bowl. This bell worked well for adults 

as a symbol of transition during the Curriculum Training and I thought it could serve a 

similar purpose for the students during my lessons. Luckily, my father travels frequently 

for business and happened to already own two Tibetan singing bowls he purchased in 

China. He generously gave one to me to use with my students:  
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The sight and sound of the Tibetan singing bowl would be an excellent way to signify the 

start and end of the lesson. I planned to use it in my introduction, conclusion, and 

throughout the lessons. 

The first lesson aimed to instill two basic concepts: mindful bodies and mindful 

listening. The goal was for students to understand the seated mindfulness posture and the 

importance of remaining still during this time. Once they understood this, students were 

invited to practice mindful listening, which is described in the lesson as learning how to 

pay attention in a more full and complete way. The students are then invited to share 

some of the new sounds they noticed or perhaps comment on what it is like to practice. 

Reading through this first lesson, I considered how I could extend this lesson with 

an art-making activity that would complement these two core concepts of mindfulness. 

This lesson had the potential to encourage students to be more mindful of their 
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surroundings. I thought that this increased awareness could be represented by colors. 

Because I wanted the students to see the relevance of the lesson beyond this after school 

program, I needed to encourage this increased awareness outside of school. I came up 

with the idea for students to draw maps of their homes and to then use colors and 

symbols to represent their increased awareness in each space in their home. This project 

would be called “My Mindful Map,” and I set about creating an example of the project. 

In my map, I used different colors to represent how I felt in various areas of my 

apartment—a cool blue for the bathroom to represent the lack of natural light, red in the 

kitchen to represent heat and productivity, green in the bedroom and on the couch as a 

neutral and relaxed sensation, yellow for areas that created warmth with natural light. I 

also used symbols to represent sensory elements of my apartment: swirly lines at the 

windows to represent the movement of air, a tornado shape near the toilet to represent the 

sounds of plumbing, water droplets to represent the moisture near my shower and sinks, 

small zigzag shapes to represent the outside chatter of birds and traffic that permeates my 

apartment. I used clean lines and simple shapes in my drawing so it would translate well 

to the abilities of second grade students. After drawing the map of my apartment, I added 

“My Mindful Map” at the bottom in colorful block letters (See Appendix C).  

At the end of every lesson plan template there is time for a wrap up that 

synthesizes the basic concepts and provides suggestions for how to apply the concepts to 

daily life. I would utilize the art project in my wrap up, inviting students to think about 

colors and symbols on their maps as they practice mindful listening in different areas of 

their home throughout the week. The lesson concluded with a final minute of mindful 

listening (See Appendix B for lesson plan). 
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Lesson Two 

The second lesson of the Mindful Schools k-5 curriculum is called “Mindfulness 

of Breathing – Finding Your Base.” It started by providing suggestions for ways to 

improve the classroom dynamic if the first lesson was particularly challenging—

physically moving the direction chairs were facing, sitting on the floor instead of at 

desks, increasing or decreasing the space between bodies. Before moving on to the 

second week, it was important to remind the students of the concepts learned during the 

first week. This lesson, building from the concepts of mindful bodies and mindful 

listening, introduced mindful breathing and breathing as an anchor. In this lesson, I 

continued to emphasize the importance of sitting in a mindful posture, but explained that 

in this lesson we would focus on our own bodies rather than our external surroundings. 

During this activity, we focused on breathing, particularly on the three main places in our 

body we feel it most strongly: stomach, chest, and nose.  

The curriculum warned that the concept of the anchor might be difficult for 

students younger than third grade to comprehend but I decided to incorporate it into my 

lesson anyway. I made note that I would have to carefully pronounce the word, so as not 

to confuse it with “anger.” I also had to consider that many of these students might not 

even know what an anchor is, so I would need to use clear and concise language to define 

it. Because of these limitations, I decided to make the anchor a prominent part of the art 

activity so students would be able to comprehend it as a symbol for mindfulness practice.  

As I started to plan the art activity that would accompany this lesson, I began 

doodling anchors in my journal and noticed how they resembled the shape of the human 

body. Because my goal was for students to think about their breathing as an anchor, I 

decided the students would draw an anchor to represent their own bodies: the top ring as 

the head, the central shank as the torso, the perpendicular middle bar as arms, and the 
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arms at the bottom as the legs. After I drew a large anchor, I indicated the three breathing 

spots with the words “nose,” “chest,” and “belly” in the appropriate locations. As I 

thought further about what the anchor represented in mindfulness, I decided to add 

distracting thoughts to my drawing, swirling around the central anchor. I wrote down 

about a dozen of my distracting thoughts, such as: the bus schedule, holiday shopping, 

writing my thesis, cleaning the house. These were typical thoughts that invaded my mind 

as I practiced mindful breathing. After I wrote them down, I categorized them with 

colors: blue represented thoughts about my domestic life, yellow represented thoughts 

about school, red represented thoughts about my social life. After I completed my 

drawing, I wrote the title “My Anchor” in big block letters at the top of the page, not 

unlike with the first lesson’s drawing (See Appendix C). 

During the wrap up portion of this lesson, I reinforced the symbol of the anchor as 

the body and the three main places breath manifests. As with last week, the lesson ended 

with a final minute of mindful listening, this time incorporating the newly acquired skills 

related to mindful breathing (See Appendix B for lesson plan). 
 

Lesson Three 

The third lesson of the k-5 Mindful Schools curriculum is called “Heartfulness – 

Sending Kind Thoughts.” Like the second lesson, it began with suggestions on how to 

improve on the previous week and gave tips on how to clarify concepts introduced in this 

lesson. This week focused on heartfulness, a term coined by Mindful Schools to represent 

the practice of sending kind thoughts to yourself and to others. Before introducing the 

main concept, we would begin the lesson with a minute of mindful breathing in the 

mindful posture to refresh skills learned in the first two lessons. The Tibetan singing 
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bowl continued to serve as a reminder for students to adapt their mindful postures and 

transition into the lesson.  

In this lesson, we practiced sending kind thoughts to ourselves, beginning with 

mantras repeated out loud: “May I be healthy and strong,” “May I be happy,” “May I be 

peaceful.” We also practiced sending these kind thoughts to a particular loved one: “May 

you be healthy and strong,” “May you be happy,” “May you be peaceful.” The 

curriculum advised the teacher to prep this lesson carefully by guiding students to choose 

a person who they see regularly. If a student chooses a person who has passed away it 

could confuse or sadden the student. Although experiencing sadness is fine, the goal of 

this lesson is to use heartfulness to feel uplifted. We practiced reciting these mantras with 

the Tibetan singing bowl, not unlike our mindful listening and mindful breathing 

practices. 

As I thought about an activity to accompany this lesson, I reflected back to my 

time in elementary school. I remembered activities some of my teachers would create that 

encouraged us to write or say kind things about our classmates. These activities always 

seemed to go over well and create a kind of contagious optimism among the students. 

With this recollection in mind, I wrote my own name and drew a heart on a paper lunch 

bag and then spent time writing kind thoughts to myself on slips of paper. “May I be calm 

during times of chaos,” “May I be healthy and strong,”  “May I find the strength to 

continue.” I then made another paper bag for a loved one, my mother, and wrote similar 

sentiments on slips of paper (See Appendix C). I tucked them into their respective bags, 

hidden but easily accessible. I invited the students to create two bags, one for themselves 

and one for a loved one, and fill them with kind thoughts. They could even give the 

second bag to their loved one.  
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The curriculum suggested using the concept of a “self-hug” to help younger 

students understand further the concept of self-love. I planned to incorporate this gesture 

during the wrap-up portion of my lesson and figured I could use it earlier if students were 

struggling to understand this idea. I hypothesized that this lesson would be the easiest to 

practice outside of the after school program. In the wrap up, we discussed ways to send 

kind thoughts to ourselves and to others throughout our daily lives. One way to do this 

could be to replicate this activity at home with friends or family members (See Appendix 

B for lesson plan). 
 

PHASE FOUR: IMPLEMENTATION 

Before I implemented my lessons at Creative Action, I visited Allison Elementary 

to meet the students, learn the layout of the school, and observe the ongoing dynamic of 

the after school program. Allison Elementary, a Title I school, is part of the Austin 

Independent School District (AISD). It is nestled between a large public park and a 

charming, working class neighborhood in southeast Austin. In the 2013 – 2014 school 

year (the most recent data available), the Allison Elementary student enrollment by race 

was 93.8% Hispanic, 5.2% African American, 0.8% White, and 0.2% two or more races. 

By comparison, the total AISD enrollment by race in 2013 – 2014 was 60% Hispanic, 

25.4% White, 8.2% African American, 3.5% Asian, 2.6% two or more races, 0.2% 

American Indian and 0.1% Pacific Islander. During the 2013 – 2014 school year, 96.2% 

of the students at Allison Elementary were regarded as economically disadvantaged and 

40.5% were English Language Learners (ELL), as compared to 61.2% of economically 

disadvantage students and 27% ELL in AISD total (Texas Education Agency, 2014). 

Creative Action establishes programs at Title I schools intentionally in order to engage 
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with under-served populations who may not be afforded such opportunities otherwise. 

Because mindfulness programs have proven to be beneficial in low-income communities 

(Bluth, et al., 2015; Durlak, et al., 2011; Medical Express, 2015; Mindful Life Project, 

2013; Schwartz, 2014), working with Creative Action at this location was ideal for my 

study.  

When I first arrived at Allison Elementary, school was just letting out for the day. 

Students were pouring out of the building into the arms of their respective family 

members or filing across the street, like ducklings, to catch the city bus. A friendly older 

crossing guard smiled and told me, “Have a good weekend!” Various teachers and 

administrators milled in and around the entrance to the school as I made my way inside. I 

followed signs to the cafeteria where Bridget had informed me they meet each afternoon. 

Looking around, the school had a fire engine red color scheme and I noticed a large 

mural of a dragon—their mascot—painted on the wall. The sound of happy chaos grew 

louder as I approached the cafeteria and spotted Bridget, clipboard in hand at the head of 

a cafeteria table packed tight with tiny bodies. She smiled as I approached and introduced 

me to her students as “Ms. Berangér” (it is common to use a prefix and one’s first name 

in an OST program setting). With smiling faces, they peppered me with questions: “Who 

are you?” “Do you work here?” “Are you and Ms. Bridget sisters?” I smiled and chatted 

with them, happy to indulge their curiosity.  

Ms. Bridget explained that all Allison Elementary after school groups meet in the 

cafeteria immediately after school. As the students munched happily on Goldfish 

crackers, I looked around the cafeteria and noticed a number of other after school 

programs congregating, such as Boys & Girls Clubs and Girl Scouts. Some of these 

programs appeared to be led by the school’s teachers and others by outside providers, like 

Bridget and Creative Action. I made conversation with the students as they finished 
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eating their snacks and we made our way down the hall toward our classroom for the 

afternoon. Bridget explained that the classroom location often changed so I shouldn’t rely 

on consistency. We laughed and shared a look that expressed, “Oh I know how that 

goes…” As we turned a corner, I saw a herd of goats in the courtyard! The students, 

unphased, explained that the fifth grade students were responsible for their care. I was 

enjoying the friendly, bustling energy at this school. 

After a short walk we entered a classroom and the students made their way to 

their seats. It was a typical public school classroom, cluttered—in a good way—with 

about thirty individual desks, a large white board in lieu of a blackboard, and themed 

bulletin boards and posters covering the walls. As the students settled, Bridget introduced 

me again and described briefly why I was there. I spent a few minutes talking with the 

students, explaining that I would be coming to work with them for the next three weeks 

and offering a brief and simple definition of mindfulness and its benefits. Before I left to 

let them carry on with the week’s activities, I pulled my Tibetan singing bowl out of my 

bag and the students’ eyes lit up. I explained that it was a special kind of bell we would 

be using during our mindfulness program and that they might be able to ring it 

themselves next week. I demonstrated the sound it made by lightly hitting the rim with 

the wooden pestle. Then, challenging the students to get silent, I showed them how it 

could “sing” by moving the pestle around the bowl’s rim. They ooh-ed and ahh-ed and 

asked to touch the bell, but I reminded them they would have to wait until next week. I 

think it was important to establish the Tibetan singing bowl as a privilege early on so it 

could serve as an incentive for participation and good behavior. Also, like Megan had 

demonstrated during the Curriculum Training, the bell could also serve as a symbol to 

indicate the start and end of the mindfulness lesson. After about twenty minutes in their 
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company, I thanked the students and Bridget for having me and told them I was excited 

to return next week. 
 

Week One 

I returned the following Friday, greeted by the same friendly crossing guard and a 

similarly busy scene as school let out for the week. I made my way inside, grateful I had 

already figured out where to go the previous week. As I entered the cafeteria I was 

greeted by smiling faces, about half of whom seemed to remember who I was and why I 

was there, and the other half simply excited a stranger was visiting. After snack, we 

walked to the classroom and the students excitedly told me about their days and their 

plans for the upcoming weekend. My heart warmed with their instant and unconditional 

friendly nature. As we entered the classroom and they settled into their desks, Bridget 

established a place in the back of the room and I in the front. I pulled out my art supplies 

and then my Tibetan singing bowl. Most students seemed to remember this object and 

again asked if they could touch it or ring it. I reminded them we could do that at the end 

of the lesson but that now it was time to get started.  

With my Mindful Schools script and Creative Action lesson plan laid out in front 

of me, I began. I was comfortable and nervous simultaneously—secure in my classroom 

management skills but still shaky on teaching this new content. For our five-minute check 

in, we discussed the definition of mindfulness. I used the Mindful Schools youth 

definition—“paying attention to what is happening in the present moment”—and we 

discussed for a moment what that meant in our own words. We talked briefly about how 

this skill could be applied to our daily lives, such as during school or in our relationships. 

I provided a few examples of its applications and invited the class to offer some as well. 
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Many eager hands shot up to share suggestions. “During a test!” “When I’m fighting with 

my sister!” I hoped they were grasping the concept and not simply copying my examples, 

but I was happy with their willingness to participate nonetheless.  

After our check-in, we moved on to our ten-minute warm up activity. I explained 

how to situate the body in a mindful posture—feet flat on the ground, back straight but 

relaxed, head up, hands in lap, and eyes closed if they were comfortable. During my 

explanation, I saw most of the students wriggle into this posture. I congratulated them on 

their quick grasp of the concept and explained that we would be getting into our mindful 

bodies a lot. Posing it as a challenge, I then asked if they were ready to try an activity 

called mindful listening. Most heads nodded excitedly and I playfully teased, “Are you 

sure?” They giggled and nodded some more. I warned them that it may seem simple but 

could be surprisingly difficult and reassured them I thought they were ready to try. 

I explained that we were going to try to sit silent and still for one full minute. I 

would ring the bell and they would listen carefully to the reverberations. Once they 

stopped hearing any sound—the bell can reverberate for over a minute if struck 

precisely—they were to raise a silent hand. I explained that people sitting in the front of 

the room would probably hear it longer than those in the back and therefore might raise 

their hands later. We tried the activity once. It seemed half the class understood to wait 

for the tone and the other class may have just copied those students. I worried I was not 

being clear, so I explained the objective again. We tried the activity a second and third 

time. 
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After a few rounds of listening for the bell tone, I told them we were going to try 

a minute of mindful listening. During this minute, we were going to simply listen and not 

worry about raising hands. I asked the students if they thought school was sometimes a 

loud and chaotic environment and most nodded enthusiastically. I encouraged them to 

take advantage of the silence and try to pick out individual sounds they may not notice 

during a typical school day. I reminded the students to assume their mindful bodies and 

rang the bell to signify the start of our minute (although we were not listening for the tone 

I wanted to consistently associate the bell with the beginning of mindful listening). After 

a full minute I asked the students to open their eyes. I described a sound I noticed during 

the minute and invited them to share as well—many hands shot up. I called on a handful 
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of students to share the sounds they heard: the hum of the air conditioner, children 

playing outside, their classmates breathing. I asked the students if they thought they 

would have been able to hear these sounds if we had not sat in intentional silence and 

they agreed they would not have heard these sounds.  

During these activities, I noticed there was one particular student who was intent 

on being disruptive. Her name was Amy13 and I had noted her problematic behavior the 

previous week and earlier in the cafeteria. I worried she might cause problems. During 

our rounds of mindful listening, she refused to adapt the posture, talked loudly and made 

silly noises, and attempted to engage with other students. For the most part, Bridget was 

helpful in keeping this student in check though neither of us wanted to fully address her 

for fear of disrupting the silent minute entirely. Though internally I felt frustration, I did 

my best not to let it show on my face. Instead, I used her behavior as an opportunity to 

remind the other students that there would often be sounds and other distractions when 

we tried to practice mindfulness, but we would do our best regardless. By focusing my 

attention on students who were participating in the activity rather than on students who 

were acting out, I was able to move the class past her attempts at disruption. Realizing 

her antics would not earn my attention, Amy’s negative behavior subsided a bit. 

After the check in and warm up activities, we moved on to the 45-minute core 

activity. Today we would create mindful maps of our homes. Utilizing the sample I made 

as a visual aid, I explained the activity. 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
13 This is a pseudonym. 
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Because I had seen many students this age copy the teacher’s example rather than 

create their own version, I was careful to explain the assignment clearly. Before I began 

to pass out supplies, I asked students to share some of their ideas for their maps, hoping 

this might further clarify the assignment for others. Bridget then helped me pass out the 

supplies and we got started. As the students worked, Bridget and I moved among the 

desks constantly, checking in, keeping them on track, and offering suggestions and 

praise. It appeared the majority of the class was highly engaged in the assignment. A 

handful of students, including Amy, were easily distracted but none of them outright 

refused to participate. I noticed one student did not speak any English and I felt a pang of 

guilt that I could not communicate with him. Luckily, he had a buddy in the class who 

would translate for him. Though I did not like having to burden this student with the job 

of translator, I was incredibly grateful he seemed happy and willing to do so. 
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After about thirty or forty minutes I noticed most of the students were wrapping 

up the assignment. Some approached me worried they were not going to finish on time 

but I assured them they would not be graded or required to finish. I informed the students 

I would be collecting the assignments every week but that they would get them back at 

the end the month. Once we collectively cleaned up the room, we moved to our ten-

minute check out. I invited the students to share their maps and explain which colors and 

symbols they used to represent different elements of their home environments. We 

discussed briefly how colors elicit a variety of emotions in different people. We observed 

the similarities and differences amongst the drawings (See examples of student work in 

Appendix D). Throughout this conversation, I was generous with my praise of their work 

and their willingness to participate.  
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After sharing our work, we touched back on what mindfulness is, how to assume 

our mindful bodies, and how to practice mindful listening. Students brainstormed 

locations and ways to practice mindful listening throughout their weeks and I told them I 

would be excited to hear about their progress next Friday. I pulled out the Tibetan singing 

bowl for a final minute of mindful listening, asked the students to sit in their mindful 

postures, and struck the bell. I felt grateful the students seemed to have this routine down. 

After the minute, I thanked them for their participation that day and invited them to line 

up to try out the bell before I left. They crammed into a line and each had a turn touching 

and ringing the bell. Seeing how much they enjoyed the tactile experience, I noticed this 

was a good incentive for keeping the students on track during the lesson.  
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I left the classroom as they headed outside for recreation time. I thanked the 

students and Bridget for having me and reminded them I would be there next week to 

continue our work in mindfulness. As I departed, I felt excited about how the day had 

gone. The next day, I noticed an email from Bridget in my inbox in which she shared a 

story about one of the students: During outdoor time immediately following my lesson, 

Bridget noticed one of the normally gregarious students sitting off by herself on the 

playground. Bridget approached her to inquire if anything was wrong and the student 

looked up, reassuring her, “I’m just practicing my mindfulness!” Reading this anecdote 

nearly brought tears to my eyes. I very much looked forward to returning the following 

week.  
 

Week Two 

By the second lesson, my arrival at Allison Elementary felt routine. I smiled and 

waved at the friendly crossing guard and squeezed through the busy school entrance. The 

students were sipping chocolate milk and chatting excitedly when I arrived. This time it 

appeared every student remembered me; several jumped up to give me hugs and tell me 

about their weeks. I was grateful to have some time to interact with the students socially 

before the teaching began. I noticed Amy, the troublesome student from the previous 

week, seemed especially eager to chat with me today. I hoped this would bode well for 

the afternoon’s lesson.  

As Bridget and the students led me toward the classroom, I noticed we were going 

a different direction. Bridget hurriedly explained that our classroom location was 

switched at the last minute due to an event going on at the school. I was caught off guard 

and a bit nervous it would disrupt the lesson but, knowing I had no choice, quickly 
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accepted the fact and moved on. These last minute changes occur constantly at OST 

programs and it is easier to generally assume plans will change without warning. The 

layout of this second classroom was similar but noticeably smaller and I recognized the 

students would be much more crowded. As they settled into their desks, I pulled out my 

Mindful Schools script, Creative Action lesson plan, art supplies, and Tibetan singing 

bowl. Bridget helped me quiet the students as she settled in the back of the room and I 

began for the day. 

For our five-minute check in, I started by asking the students if they had practiced 

mindful listening during the week. Almost every hand jumped eagerly into the air and I 

called on a few people to share their mindful listening experiences. They gave examples 

of the places and times they practiced and explained some of the new sounds they 

noticed. I was not sure if some of them had actually practiced or simply wanted to share 

with the group, but I was grateful for their enthusiastic participation regardless. After 

sharing their stories, I picked up the Tibetan singing bowl and asked the students to 

assume the mindful body posture. I explained we would do a minute of mindful 

listening—something, I playfully reminded them, they were already so good at—and 

rang the bell.  I noticed that Amy was much more quiet and composed this week, and 

silently gave thanks for that fact. 

After our check in, we moved on to our ten-minute warm up activity. I explained 

we would build off the concepts we learned the previous week—mindful bodies and 

mindful listening—to focus on one simple but important function: breathing. During our 

silent minutes of mindful listening, we were going to focus on breath moving in and out 

of our bodies. We discussed the three places the breath is felt most strongly: the belly 

going in and out, the chest rising and falling, and air moving in and out of the nose. With 

slow, deliberate breaths, I invited the students to figure out where on their bodies they felt 
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it most strongly and their hands jumped to their stomachs, chests, and faces. I rang the 

Tibetan singing bowl and we practiced a minute of mindful breathing. I made sure my 

breaths were consistent and audible so the students could model off me.  

 

 

After this practice session, I introduced the concept of the breath as an anchor. I 

was particularly uneasy introducing this concept as it was a bit intangible. Due to our 
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geographic location and the average income level of this student population, I imagine it 

was highly unlikely any of these students had been on a boat with an anchor. Also, 

because a lot of these students are ELL, I had to take care to enunciate the word anchor 

so as not to confuse it with “anger.” To accomplish this, I utilized the classroom’s 

whiteboard and wrote the word in big block letters. As I explained what it was and the 

purpose it served on a boat, I drew a picture of a giant anchor. As I drew, I heard many 

students “Ohhhhh” with recognition. Enough students seemed to grasp the concept of an 

anchor that I felt comfortable moving on. I explained that in mindfulness, our breath is 

the anchor. Like an anchor keeps a boat from drifting away, the breathing keeps us 

focused as distracting thoughts enter our brain and attempt throw us off course. I asked 

the students if they ever felt like they had a lot of chaotic thoughts in their heads. Some 

nodded in affirmation. I shared some of my common daily thoughts and worries—

schoolwork, errands, my social life—and this helped them to understand the concept. 

Some students then shared their own distractions and worries and more heads nodded 

along in understanding. 

As I was drawing the anchor on the whiteboard, a couple students noticed it 

looked like a “stick figure” body. I agreed with the comparison and thanked them for 

providing me a segue into the core activity. I held up my sample project and pointed out 

how it does resemble a body—the ring being the head, the perpendicular bar the arms, the 

curved bottom the legs. On my anchor, I had written “nose” at the top, “chest” across the 

middle, and “belly” toward the bottom, reminding the students that these were the three 

main locations to feel our breath. Surrounding my anchor drawing, I had written down 

phrases that represented typical thoughts, worries, and distractions I encounter when 

practicing mindfulness. I shared a few examples and explained they were color coded by 
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category. After I felt the students had a grasp of the objectives of the assignment, Bridget 

helped me pass out the art supplies and we began.  

 

Before I let the students loose, I led them through a quick demonstration of how 

to draw an anchor. It is a somewhat complicated shape but I was pleasantly surprised how 

well their drawings turned out. We wrote “My Anchor” at the top and I reminded them 

where to put the breath marks, spelling out all these words on the whiteboard. Once we 
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completed our anchors, I let the students start jotting down their surrounding thoughts. I 

reminded them that these distracting thoughts were completely natural and could be 

viewed as good, bad, or neutral. We worked together to provide examples of each. 

Perhaps worrying about an upcoming homework assignment represented a bad distracting 

thought; not being able to pay attention in school because of an upcoming birthday party 

represented a good distracting thought; and wondering about what was for dinner that 

night was a neutral distracting thought. As the students worked, I reminded them that 

they could always use their breathing as an anchor to keep them focused when these 

distracting thoughts arrived. After a half an hour or so, we wrapped up the project and 

worked together to clean up the room (See examples of student work in Appendix D).  
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For our ten-minute check out, I invited the students to share their drawings and 

some of the distracting thoughts they listed. I noticed many similar answers and thought 

maybe they only copied one another, but did not view this as a necessarily bad thing. We 

discussed ways we could use mindful breathing in our daily lives and all its potential 

benefits. I pulled out the Tibetan singing bowl and explained we would end with a minute 

of mindful breathing, challenging them to take at least three deep, slow breaths in through 

their nose and out through their mouths. I reminded them it was a good thing if they 

could hear their breaths. As the lesson concluded, I gave the students the opportunity to 

ring and touch the bell again before they dispersed for outside playtime. I packed up, 

thanked Bridget, and waved goodbye to the students.  

 

Week Three 

I arrived at Allison Elementary for my third and final lesson feeling grateful and 

happy. I loved being part of the school’s daily Friday routine: waving to the crossing 

guard, smiling at parents, wishing fellow teachers a good weekend. As I entered the 

cafeteria for snack time I received my warmest greeting to date, with most of the kids 

hopping out of their seats for hugs. We chatted and goofed around for a bit and then the 

students led me to the same classroom we had used last week. As Bridget helped settle 

them in their seats, I pulled out my script, lesson plan, art supplies, and Tibetan singing 

bowl. I noticed that when I pulled out the bell some of the students shifted into their 

mindful bodies. I smiled and congratulated them on remembering our routine, which 

caused more students to adapt the posture. I have found that praising positive student 

behavior is infinitely more effective than chastising negative behavior, especially in this 

size group. 
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For our five-minute check in, we reviewed the concepts from the previous two 

lessons: mindful bodies, mindful listening, mindful breathing, and the anchor. I asked the 

students if they had practiced mindfulness over the previous week and they were eager to 

share. I continued to be grateful for their excitement. Moving on to our ten-minute warm 

up activity, I introduced the concept of heartfulness. Heartfulness, a term coined by 

Mindful Schools, might be a difficult word to grasp, especially for English Language 

Learners. I made sure to be emphasize the “heart” in heartfulness. Students easily 

understood the heart symbolized love and kindness. I explained that heartfulness is the 

practice of sending kind thoughts to ourselves and others. We discussed why this practice 

is important and I invited the students to share the loved ones they held dear. In my line 

of questions I was careful not to make assumptions about traditional family structures and 

was glad I did, as many students told me they lived with aunts, uncles, grandparents, 

cousins, et cetera. I asked the students to select a loved one they see almost every day. 

Some chose friends, others chose family, a few chose their pets and one or two chose Ms. 

Bridget. With this person in mind, I asked the students to get into their mindful body 

posture and focus their thoughts on this person, closing their eyes if they wished. I asked 

them to repeat the following phrases after me: “May you be healthy and strong,” “May 

you be happy,” and “May you be peaceful.” I noticed a few students giggling due to the 

strange phrasing, but this response did not bother me. I then explained that students could 

also direct these phrases toward themselves, and had them repeat, “May I be healthy and 

strong,” “May I be happy,” and “May I be peaceful.” Running with the silly energy, I had 

students end the warm up activity with a big self-hug.  

Moving on to the day’s core activity, I pulled out my sample project: two paper 

bags on which I had written my name and my mother’s name. Under each name I had 

drawn a large heart. I told the students these were my heartfulness bags and they were 
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filled with kind thoughts. They watched as I pulled slips of paper from the bags and read 

aloud their phrases, some directed at myself and some at my mom. I explained they 

would each be making two heartfulness bags, one for themselves and the other for their 

chosen loved one, and filling them with kind thoughts. Bridget helped me pass out art 

supplies and we got to work.  
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As the room bustled with productive energy, I noticed Amy acting considerably 

different today than she had the previous two weeks. Rather than hyper and aggressive, 

she was silent and dejected. Not wanting to draw too much attention to her, I quietly 

sidled up beside her and asked if anything was wrong. She looked at me and admitted, “I 

don’t know how to write my name.” In that instant, her disruptive behavior started to 

make sense. If she was this far behind academically—in my experience, students can 

generally write their own names before starting kindergarten—it was likely she had a 

whole host of other problems in school. I helped her write her name and draw a heart, 

warming up to her more and more by the second. I asked whom she had chosen for her 

other bag. She explained she picked her grandmother because that was the person with 

whom she lived. Understanding Amy lived in a non-traditional home with a possibly 

unstable family structure at home provided me additional insight to some of the 

challenges she faced. After we wrote the names on her bags, I asked her if she could tell 

me a kind thought she wished toward herself and I could write it for her, thinking she 

might enjoy the activity more if writing was not required. She quietly responded: 

“Nothing. I hate myself.” In that moment, I fought back a tear. I instantly protested: 

“That can’t be true!” We spent some time brainstorming at least one or two nice things 

she could say. Fortunately, she was able to easily conjure a few good thoughts toward her 

grandmother. As we worked together, I finally saw Amy as a complicated, multi-

dimensional student instead of a disruptive troublemaker. I was immensely grateful she 

and I had this interaction.  

The energy in the room during this third and final lesson was definitely the most 

chaotic of the three, as many of the students chose each other as their loved ones, 

giggling and bounding around the room as they wrote kind thoughts back and forth. 

Luckily we stayed mostly on track and I was thankful no one had distorted the objectives 
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of assignment by writing mean things. I smiled watching the boy who did not speak 

English and his translator buddy work together to complete the assignment, unprompted. 

After most of the students had five or six kind thoughts per bag, we cleaned up for the 

day and I collected the projects (See examples of student work in Appendix D). 
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During our ten-minute check out, I invited students to share the work they had 

done that day. The chaotic energy had not subsided and I worried whether we would be 

able to end our final lesson with any silent mindfulness practice. At least they were 

having fun, I thought. We spent another minute or two brainstorming ways we could use 

heartfulness in our daily lives, such as when a friend is having a bad day or if a loved one 

is sick. We concluded the lesson with a minute of mindfulness, incorporating mindful 

listening, mindful breathing, and three recitations of our heartfulness phrases.  
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The students lined up to ring the bell one last time and trotted off to playtime. I 

thanked Bridget repeatedly as they departed and I gathered up my things to leave Allison 

Elementary for a final time. As I walked out, I utilized my own mindfulness skills and 

tried to take in every sensory element of the school one final time. I wished a silent 

goodbye to the goats and the dragon mural, and then I was gone. 

 

CONCLUSION 

This chapter details my experiences as a researcher in the third and fourth phases 

of my data collection. The third phase is comprised of meetings with three individuals 

from Creative Action and the planning of “Mindful Making,” an art and mindfulness pilot 

program that utilizes content from the Mindful Schools k-5 curriculum. The fourth phase 

is represented by my visits to Allison Elementary and the work I conducted with the 

Creative Action after school program’s second grade group. In the sixth and final chapter, 

I synthesize my research findings and reflect on my experiences with mindfulness and 

mindfulness instruction overall.  
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Chapter 6: Conclusion 

Mindfulness is about love and loving life. When you cultivate this love, it gives you clarity 
and compassion for life, and your actions happen in accordance with that. 

 
Jon Kabat-Zinn 

 

SUMMARY OF RESEARCH 

The purpose of this study was to investigate how mindfulness could contribute to 

my personal and professional growth as a teaching artist using self-study research. The 

impetus for this study stemmed from my desire to evolve my instructional practice as a 

teaching artist and to explore a more holistic approach to art education, one that promoted 

the development of social and emotional skills in addition to those that are technical. To 

explore this, I participated in two trainings with Mindful Schools: “Mindfulness 

Fundamentals” and “Mindfulness Curriculum Training.” Following completion of these 

trainings, I planned an art and mindfulness pilot program, “Mindful Making,” and 

implemented this program for three consecutive weeks at a Creative Action after school 

program. By conducting self-study, the focus of this research was on the evolution of my 

personal identity as a teaching artist.  

Mindful Schools is non-profit organization out of the San Francisco Bay Area 

whose mission is to lead the integration of mindfulness into education. Recognizing a 

high need for social and emotional skills for teachers and their students, particularly in 

urban, high-poverty communities, Mindful Schools was founded in 2007 and has grown 

enormously in the past decade. Drawing on a mixture of scientific research and practical 

field experience, the Mindful Schools curriculums can be utilized by individuals from a 

multitude of professional backgrounds. This organization believes developing a personal 

practice is paramount before an educator can implement mindfulness into her work with 
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students. Therefore, I completed a six-week online training called “Mindfulness 

Fundamentals” that equipped me with skills to develop a personal mindfulness practice. 

Immediately following this training, I completed a three-day “Mindfulness Curriculum 

Training” in Oakland, California with about 100 other educators, mental health 

professionals, healthcare workers, and parents, during which I was trained to implement 

the Mindful Schools kindergarten through fifth grade (k-5) and adolescent curriculums. 

Throughout these processes, I maintained a journal in which I recorded written and art 

responses to the trainings in which I participated. 

Following the trainings with Mindful Schools, I began planning an art and 

mindfulness program called “Mindful Making.” These lessons were created by building 

off content from the Mindful Schools k-5 curriculum while utilizing the structure of the 

Creative Action after school program. Creative Action is non-profit arts education 

organization in Austin, Texas that serves approximately 17,000 youth annually via in 

school, after school, and summer camp programs. I implemented three consecutive 

lessons of “Mindful Making” with a group of second grade participants in a Creative 

Action after school program at Allison Elementary, a Title I school. Creative Action was 

chosen as the site for this study because of the program’s focus on teaching social 

emotional skills via the arts and its work with the local, inner-city community.  

My personal motivations for conducting this study originated from my belief in 

the power of the arts as a vehicle for teaching social and emotional skills. In my 

experiences as a teaching artist, I have worked primarily with low-income communities 

and seen how the detrimental effects of poverty can dramatically increase stress levels for 

teachers and students. These experiences have helped me to recognize the need to equip 

teachers and students with necessary social and emotional skills such as self-care, 

empathy, and conflict resolution.  
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RESEARCH FINDINGS 

In analyzing the data gathered during my four phases of collection, I continuously 

looked at ways in which my data addressed my research questions: How can a teaching 

artist incorporate mindfulness into her practice via an art workshop at a community-based 

after school youth program? How does practicing mindfulness improve a teaching artist’s 

practice? I refer to the three major applications of mindfulness to art education14: 

mindfulness and its benefits to teachers, mindfulness and its benefits to art makers, and 

mindfulness and its benefits to community-based out-of-school time (OST) programs. In 

the proceeding paragraphs, I discuss consistent themes related to these three elements I 

noted throughout the study. 
 

Mindfulness for Teachers 

In the second chapter of this study, I discussed several examples of current 

research being conducted on the benefits of mindfulness for teachers. The findings of this 

research indicate largely that mindfulness is a promising intervention that can lead to a 

significant reduction in symptoms of teaching-related stress and exhaustion. Although 

building a personal mindfulness practice requires a serious and dedicated commitment 

from a teacher, the benefits—both personally and in the role of teacher—are more than 

worth it. I found that participating in the trainings with Mindful Schools afforded me a 

variety of benefits, particularly by increasing my capacity for engaging social and 

emotional skills. The three most prominent social-emotional skills I improved upon were 

self-awareness, empathy and social awareness, and self-management or equanimity.  

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
14 These three applications are discussed in detail in Chapter 2: Review of Literature. 
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One of the most noticeable benefits to my identity as a teacher was a condition of 

dramatically increased self-awareness. Through regular mindfulness practice, I was able 

to more accurately recognize my thoughts and emotions and how they influenced my 

behavior. This awareness also helped me understand how external factors—such as the 

behavior of my students and colleagues—had an effect on my thoughts and emotions. 

Understanding these triggers is enormously beneficial for a teacher, as she should strive 

to maintain equanimity. Increased self-awareness also helps me view my instructional 

style from a neutral outsider’s perspective, which then enables me to change and evolve 

my process as I see fit.  

Another major asset of practicing mindfulness to my teaching was a heightened 

sense of empathy and social awareness of the surrounding world. My increased ability to 

take the perspective of and empathize with others from diverse backgrounds is 

enormously important, particularly for a community-based teaching artist who often 

works with students from a background much different than my own. Through this 

increased awareness, I am also able to better understand ethical and social norms for 

behavior and to recognize community resources that can benefit my students and me. I 

now view myself as one part of a whole, surrounded by people and resources invested in 

my own and my student’s success. 

A third accomplishment of practicing mindfulness to my teaching was improved 

self-management. In the past, I often felt at the mercy of my anxiety and depression, 

allowing it to distract and upset me with worries of the future or doubts about the past. 

Particularly during the times I was teaching, it was an enormous obstacle to overcome. 

After developing a mindfulness practice, I am able to more effectively regulate my 

emotions, thoughts, and behaviors in different situations. This is not to say I do not ever 

experience extreme emotions or thoughts, but it means I am able to come back to a 
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neutral state much more quickly afterward. As a teacher, this skill is invaluable. Equipped 

with this new set of skills, I also find stress management and impulse control much easier 

to achieve. By acquiring skills necessary to regulate my thoughts and emotions, I am able 

to reach a state of equanimity—sometimes defined as mental composure or mental 

calmness— which is widely considered one of the primary goals of mindfulness practice. 
 

Mindfulness for Art Makers 

Also discussed in the second chapter of this study, mindfulness practice has the 

potential to increase one’s capacity for creative thinking. In the fields of neuro-scientific 

research, findings have indicated that meditation can have a lasting influence on human 

cognition, particularly on convergent and divergent problem solving (Colzato, Szapora, 

Lippelt, & Bernhard, 2010). Other research concluded that mindfulness practice reduces 

cognitive rigidity (Greenberg, Reiner, & Meiran, 2012), which can increase one’s ability 

to appreciate other solutions and points of view. Cognitive rigidity can also refer to the 

human tendency to not change habits, which regular mindfulness practice can also 

reduce. These factors—increased ability for problem solving, empathy toward other 

points of view, and a more open mind—all increase the brain’s ability to generate 

creative thinking. 

Also in Chapter 2, I refer to Csikszentmihalyi and his work on “flow,” or a state 

of total engagement in the creative process. He describes nine elements of a flow state, 

several of which are directly related to mindfulness practice: action and awareness are 

merged, distractions are excluded from consciousness, and self-consciousness disappears 

(Csikszentmihalyi, 2013). It is reasonable to believe that mindfulness practice could 

positively affect each of these elements. 
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For me, the most obvious benefit mindfulness had on me as an artist was helping 

me to recognize the need to be more intentional in my practice. Mindfulness requires the 

practitioner to intentionally carve out specific moments of every day during which to 

practice this state. A teacher cannot integrate mindfulness into their curriculum if she 

does not practice mindfulness herself. The same is true for teaching artists. Although as a 

teaching artist I do make time for lesson planning and material prepping, I do not make 

time for personal art making. I must continuously engage in the creative process of 

making if I am to instill in my students this same desire.  

As Chris McKenna described during the Mindfulness Curriculum Training, 

integrating mindfulness into education is a cycle that begins with consistent personal 

practice: personal practice leads to embodied teaching which leads to curriculum 

delivery, with each element constantly informing the other15. Similarly, a teaching artist’s 

cycle begins with art making (personal practice) leading to artful (embodied) teaching 

leading to teaching art skills (curriculum delivery). Just as with mindfulness, it is 

paramount that a teaching artist maintain a personal practice if she is to implement the 

same skills with her students. This study helped me realize the importance of making 

time for art and how this would benefit my instructional practice as a teaching artist. 
 

Mindfulness for Community Engagement 

The third and final lens through which I explored the benefits of mindfulness on 

education was its applications in community-based, OST programs, particularly on an 

after school program at a Title I elementary school. OST programs utilize youth 

development strategies that tend to focus on the facilitation of social and emotional skills. 

	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
15 This philosophy is detailed in Chapter 4 of this study. 
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These programs generally serve students from communities that lack the resources more 

privileged students may enjoy. Due to this lack of structure, these students often struggle 

more than average with social and emotional skills and can benefit enormously from OST 

programs. Therefore, mindfulness efforts align well with the goals of such programs, 

which are to increase students’ social and emotional skills in order to enable them to deal 

with life’s circumstances.  

In my personal experience, there are myriad obstacles that face OST programs, 

making it difficult for struggling teaching artists to achieve the desired success. The 

seemingly endless list of challenges can include: a lack of a consistent space for art 

making, a lack of art materials and equipment, little to no support from parents and co-

workers, an ever-changing roster of students, and inconsistent periods of time for 

teaching. These factors make it hard, if not impossible, to teach art successfully and I 

encountered nearly all of them when implementing “Mindful Making” at Creative 

Action. Therefore, it is wise to equip teaching artists and their students with the skills 

necessary to grow and learn despite these challenging circumstances.  
 

RECOMMENDATIONS FOR FURTHER RESEARCH 

There are myriad opportunities for the integration of mindfulness into existing art 

education venues. Each of these educational locations could then become valuable sites 

of research and investigation, thus making significant contributions to the field of art 

education. Because “Mindful Making” was a pilot program comprised of only three 

lessons, its potential to evolve into a semester- or year-long after school program is ripe 

with possibilities. The “Mindful Making” pilot program was developed from the first 

three lessons of the Mindful Schools k-5 curriculum, which is made up of 16 lessons 
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total. Therefore, “Mindful Making” has the potential to expand into a 16-lesson program, 

with each lesson corresponding to a lesson from the Mindful Schools curriculum. A 

program of this structure could easily fit within the boundaries of an existing after school 

or summer program. Mindful Schools has also written an 18-lesson adolescent 

curriculum geared toward middle and high school students. Although the concepts are 

slightly more advanced and the language is more age-appropriate, the structure of the 

adolescent curriculum is nearly identical to that of the k-5 curriculum. “Mindful Making” 

could expand to include an adolescent program. An experienced teaching artist who has 

been trained in the Mindful Schools curriculum could certainly implement both of the 

“Mindful Making” programs. Therefore, if provided access and financial support to 

undergo Mindful Schools trainings, there is great potential for teaching artists to replicate 

the “Mindful Making” program at an OST programs, adding to a new and exciting 

conversations about art and mindfulness. This 18-lesson curriculum would provide wide 

opportunity for research into matters of teaching and learning. 

A program of this nature also has the ability to exist in other instructional 

environments other than out-of-school time programs. The Mindful Schools curriculums 

were designed originally for use in a school setting, with either the classroom teacher or 

an outside provider administering weekly lessons. An elementary, middle, or high school 

art teacher could implement “Mindful Making” at their school, either in addition to the 

existing art curriculum or as a central element around which a new curriculum is 

designed. Because many school art teachers work with a range of different groups or at 

multiple schools, the weekly lesson structure is ideal.  Depending on the complexity of 

the projects and the materials available, I could even envision a non-art teacher 

implementing a “Mindful Making” program. These teachers could perhaps adapt the 

project segment of the lessons to their particular field. An investigation of such a 
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mindfulness program could provide a greater understanding of the benefits that may 

emerge from a variety of teaching locations. 

A third arena in which art and mindfulness can complement one another is in the 

art museum. Elizabeth Merritt, founding director of the Center for the Future of 

Museums, an initiative of the American Alliance of Museums, addresses the integration 

of mindfulness into museum programming on her popular blog (Merritt, 2013a; Merritt, 

2013b). In one blog post, Merritt addressed the different areas of the museum that could 

benefit from mindfulness: public programming, education, curation and interpretation, 

and internally in human resources (2013a). In a second post, she discussed one particular 

mindfulness workshop at the El Segundo Museum of Art (ESMoA) called “Art in the 

Heart: The Heart-Mind Connection in Viewing Art” (Merritt, 2013b). Developed in 

partnership with a mindfulness educator, this workshop’s goal was “to make attendees 

aware of the mindfulness meditation practice in the context of an art space and to provide 

them with a new approach to viewing and experiencing art” (Merritt, 2013b, para. 4). 

Because museums consistently face the question of how to increase attendance, new, 

cross-disciplinary endeavors into mindfulness could be an exciting experiment.  

Because the basic concepts of mindfulness are applicable to nearly every facet of 

education, its integration into art could be beneficial for all ages of students and in many 

types of instructional settings, such as OST programs, schools, and museums. 

Additionally, because a program of this nature is affordable and it benefits both students 

and teachers, it is more easily sold to stakeholders. Each of these locations, then, could 

provide opportunities for research into mindfulness practice and its relationship to art 

education.  
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CONCLUDING REMARKS 

This study sought to provide insight into how practicing mindfulness could 

encourage my personal and professional growth as a community-based teaching artist. By 

inserting myself into an existing conversation about the role of mindfulness in education, 

I was able to analyze critically my self and my instructional practice within a larger 

framework. My work as a teaching artist is benefitting from this self-study and I am 

becoming increasingly more able to draw an abundance of correlations between my 

mindfulness practice and my art-making practice.  

Overall, developing a personal mindfulness practice is a worthwhile investment I 

would recommend highly to anyone. There are major benefits to integrating mindfulness 

practice into education, for purposes of a teacher’s mental and emotional wellbeing and 

as part of her instructional style and curriculum. The notion that one must practice 

mindfulness before one can teach it is highly relevant to teaching artists, who also 

maintain a cyclical practice of both making and teaching art. There are clear advantages 

for the integration of mindfulness into community-based, OST programs where the need 

to equip students with social and emotional skills is especially high. Integrating 

mindfulness into my practice as a teaching artist working with an after school program 

has been enormously beneficial to me, and I believe would be a strong foundation for 

others as well.  
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Appendix A: Journal Examples 

JOURNAL PAGE SAMPLE A 
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JOURNAL PAGE SAMPLE B 
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MEDITATIVE DRAWING A 
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MEDITATIVE DRAWING B 
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Appendix B: Mindful Making Lesson Plans 

CREATIVE ACTION LESSON PLAN TEMPLATE 
 
Teaching Artist_________________      School ____Allison Elementary____      Grade(s)/Group ____2nd____  
 
Curriculum Title: ____________________________Date(s) ____     Lesson # _________ 
 
OBJECTIVES 
 
 

 

 
How these 
objectives address 
the 4Cs: 
 
 

 

 
AGENDA          Time 
Check-In/Opening Ritual 
 

 

Warm-Up/Introductory Activity 
 
 

 

Core Activity 
 
 
 

 

Check-Out/Closing Ritual 
 
 
 

 

 
PLANNING       REFLECTION 
Special Supplies Needed/Things to Prepare Ahead of 
Time 
 

Challenges/Successes/Notes for Team Lead 
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WEEK ONE LESSON PLAN 
 
Teaching Artist:  Beranger LeFranc      School:  Allison Elementary             Grade(s)/Group:  Second grade       
 
Curriculum Title:  Mindful Making       Date(s): Friday, November 7    Lesson # 1 of 3 
 
OBJECTIVES 
 
 

Students will gain an understanding of mindfulness fundamentals by practicing mindful bodies 
and mindful listening. Students will learn how mindfulness can help us pay close attention to our 
surroundings and to our own feelings and emotions. Students will create a map of their homes 
from sensory information they gather in mindful observing.  

 
How these 
objectives address 
the 4Cs: 
 
 

Critical Thinkers: Students will strive to hone their observation skills through mindfulness  
Creative Artists: Students will create a graphic representation of their home through a non-
traditional map 

 
AGENDA          Time 
Check-In/Opening Ritual 
Introduction to mindfulness: “Paying attention to what is happening in the present moment” 
 

5 mins 

Warm-Up/Introductory Activity 
Mindful bodies: Learning the posture to practice mindfulness 
 
Mindful listening: Learning to pay attention to our surroundings 
 
Use the Tibetan singing bowl to practice mindful listening for 1 full minute. 

10 mins 

Core Activity 
Each student will create a personal map of things they see, hear, smell, taste, and touch every day at their 
homes. The students will be encouraged to use a variety of images, symbols, or colors to represent 
sensory experiences they have every day. 

45 mins 

Check-Out/Closing Ritual 
Students will share some of the images they have rendered on their map. 
Students will brainstorm how to use mindful listening in their daily lives and discuss potential benefits. 
Close with the bell and one minute of mindful listening. 
 

10 mins 

 
PLANNING       REFLECTION 
Special Supplies Needed/Things to Prepare Ahead of 
Time 

• Large paper (1 sheet per student) 
• Colored pencils (4-5 per student) 
• Crayons (4-5 per student) 
• Black marker (1 per student) 

Challenges/Successes/Notes for Team Lead 
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WEEK TWO LESSON PLAN 
 
Teaching Artist:  Beranger LeFranc      School:  Allison Elementary             Grade(s)/Group:  Second grade       
 
Curriculum Title:  Mindful Making       Date(s): Friday, November 14    Lesson # 2 of 3 
 
OBJECTIVES 
 
 

Students will build off the concept of mindful bodies and mindful listening to include mindful 
breathing and an anchor. 
Students will learn how mindful breathing can be utilized in many areas of their everyday lives. 
Students will create a visual representation of mindful breathing and the anchor. 

 
How these 
objectives address 
the 4Cs: 
 
 

Creative Artists: Students will create a visual representation of an intangible concept.  
Confident Leaders: Students can increase self-control by learning how to use an anchor while 
practicing mindfulness. 

 
AGENDA          Time 
Check-In/Opening Ritual 
Follow up from week one:  
Check in to see if anyone practiced mindful listening 
Practice mindful bodies and one minute of mindful listening with eyes closed 
 

5 mins 

Warm-Up/Introductory Activity 
Mindful breathing: Learning how to focus and control breathing during mindfulness 
 
Anchor: Introduce the “anchor” as a way of re-focusing if the mind wanders during mindfulness 
 
Use the Tibetan singing bowl to practice mindful breathing for 1 full minute. Encourage students to use 
their breath as an anchor if their mind wanders. 

10 mins 

Core Activity 
Each student will draw a large anchor. They will illustrate areas on the anchor/body where they feel their 
mindful breaths: belly, chest, and/or nose). Surrounding the anchor, students will try to fill the space with 
distracting thoughts—good, bad, or neutral—that occupy their minds. 

45 mins 

Check-Out/Closing Ritual 
Students will share some of the words and images they have used on their body. 
Students will brainstorm how to use mindful breathing in their daily lives and discuss the potential 
benefits. 
Close with the bell and three mindful breaths. 

10 mins 

 
PLANNING       REFLECTION 
Special Supplies Needed/Things to Prepare Ahead of 
Time 

• Large paper (1 sheet per student) 
• Colored pencils (4-5 per student) 
• Crayons (4-5 per student) 
• Black marker (1 per student) 

Challenges/Successes/Notes for Team Lead 
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WEEK THREE LESSON PLAN 
 
Teaching Artist:  Beranger LeFranc      School:  Allison Elementary             Grade(s)/Group:  Second grade       
 
Curriculum Title:  Mindful Making       Date(s): Friday, November 21    Lesson # 3 of 3 
 
OBJECTIVES 
 
 

Students will build off the concepts of mindful bodies, mindful listening, mindful breathing and 
the anchor. Students will learn about heartfulness and how it can be used in their everyday lives. 
Students will write down kind thoughts to send to themselves and to a loved one. 

 
How these 
objectives address 
the 4Cs: 
 
 

Courageous Allies: Students will learn how to be better neighbors, friends, and family members 
by focusing positive energy on themselves and their loved ones. 
Confident Leaders: Students will learn that feeling good about oneself comes from within. 
Students will learn they have the power to make themselves feel confident. 

 
AGENDA          Time 
Check-In/Opening Ritual 
Follow up from weeks one and two:  
Check in to see if anyone practiced mindful breathing 
Practice mindful bodies and one and a half minute of mindful breathing/listening 
 

5 mins 

Warm-Up/Introductory Activity 
Heartfulness: Learning how to send kind thoughts to ourselves and others 
 
Ask students to imagine someone they know who they see everyday and who always makes them happy. 
With mindful bodies on, focus on that person and send kind thoughts: “May you be healthy and strong. 
May you be happy. May you be peaceful.” Have students volunteer to share who they chose and how it 
felt to send them kind thoughts.  
Explain to students they can also direct these kind thoughts toward themselves. Have them repeat the 
phrases: “May I be healthy and strong. May I be happy. May I be peaceful.” End the lesson with a self-
hug. 
 

10 mins 

Core Activity 
Students will decorate two paper bags—one with their own name, and one with the name of a person 
who they see everyday that always makes them happy (a parent, sibling, friend, teacher). Students will 
write down kind thoughts to themselves and to their special person, and tuck them inside the respective 
bags.  

45 mins 

Check-Out/Closing Ritual 
Students will share some of the kind thoughts they directed to themselves and to their loved ones. 
Students will brainstorm how to use heartfulness in their daily lives and discuss potential benefits. 
Close with the bell and one minute of mindful listening, breathing, and heartfulness. 
 

10 mins 

 
PLANNING       REFLECTION 
Special Supplies Needed/Things to Prepare Ahead of 
Time 

• Paper bags (2 per student) 
• Slips of paper (approx. 20 per student) 
• Colored pencils (4-5 per student) 
• Crayons (4-5 per student) 
• Black markers (1 per student) 

Challenges/Successes/Notes for Team Lead 
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Appendix C: Mindful Making Sample Projects 

LESSON ONE SAMPLE PROJECT 
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LESSON TWO SAMPLE PROJECT 
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LESSON THREE SAMPLE PROJECT A 
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LESSON THREE SAMPLE PROJECT B 
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Appendix D: Mindful Making Student Projects 

LESSON ONE STUDENT PROJECT A 
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LESSON ONE STUDENT PROJECT B 
 

 



	   143	  

LESSON ONE STUDENT PROJECT C 
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LESSON ONE STUDENT PROJECT D 
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LESSON ONE STUDENT PROJECT E 
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LESSON TWO STUDENT PROJECT A 
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LESSON TWO STUDENT PROJECT B 
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LESSON TWO STUDENT PROJECT C 
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LESSON TWO STUDENT PROJECT D 
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LESSON TWO STUDENT PROJECT E 
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LESSON THREE STUDENT PROJECT A1 
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LESSON THREE STUDENT PROJECT A2 
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LESSON THREE STUDENT PROJECT B1 
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LESSON THREE STUDENT PROJECT B2 
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LESSON THREE STUDENT PROJECT C1 
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LESSON THREE STUDENT PROJECT C2 
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LESSON THREE STUDENT PROJECT D1 
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LESSON THREE STUDENT PROJECT D2 
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Appendix E: IRB Determination Letter 
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