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Since childhood stress is a precursor for adulthood stress and stressful life events have been shown to be related to reduced academic performance (Kiselica, Baker, Thomas, & Reedy, 1994; cited in Napoli, Krech, & Holley, 2005), it is important that children and young people are taught effective strategies for stress reduction. Research indicates that stress reduction programmes in schools lead to improvements in academic performance, self-esteem, mood, concentration and behavioural problems (Ballinger & Heine, 1991; Dendato & Deiner, 1986; Kiselica, Baker, Thomas, & Reedy, 1994; Napoli, 2002; Shillingford & Shillingford-Mackin, 1991; all cited in Napoli et al., 2005). 
To date, the majority of research into the benefits of mindfulness practices has been conducted with adult populations. However, there is a growing body of research exploring the effects of mindfulness on the general wellbeing and academic performance of children and adolescents.
What is mindfulness?
Mindfulness is a mode of attention that is characterised by openness, acceptance and an enhanced ability to respond to the present moment. By being mindful, we gain a clearer understanding of how our thoughts and emotions impact on our health and quality of life. 
Mindfulness practices enable us to recognise and overcome the many ways in which we tend to get caught in rumination, distraction and resistance. They reveal the inherent ability of the mind and body to rebalance and sustain wellbeing, and help us to discover positive new perspectives, behaviours and solutions (Mental Health Foundation, 2011). 
Mindfulness practices are characterised by the purposeful, intentional act of engaging with one’s own lived experience as it occurs in each present moment. It is this intent to engage in mindful activity that distinguishes mindfulness as a practice from spontaneous moments of ‘feeling present’, which can occur in a range of situations, such as observing a striking sunset. A mindfulness practice could include any activity that is conducted with the intent to remain present with that activity, such as walking mindfully, eating mindfully, listening to sounds in the environment mindfully, etc. 

The benefits of mindfulness

One of the many benefits of mindfulness practices is the ability to better understand the relationship between thinking, emotional experience and physical action, helping us to respond appropriately to stimuli instead of reacting impulsively. This is illustrated by the following model:
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(Sourced from www.mindfulschools.org/about-mindfulness)
Although there is still much to learn about mindfulness, a growing evidence base indicates that repeated mindfulness practice can lead to positive life changes, including reduced stress and anxiety; reduced chronic physical pain; a boosted immune system; the ability to cope with difficult life events, such as change or the death of a loved one; the ability to deal with negative emotions; reduced insomnia; increased self-awareness to detect harmful reactive patterns of thought, feeling and action; improved concentration; a greater sense of happiness and wellbeing; and reduced addictive behaviours. Furthermore, it has been shown to result in positive change in the structure of the brain, and even have a positive effect on physical problems such as hypertension and heart disease (Mental Health Foundation, 2011). 
As a result of these many benefits, mindfulness-based interventions (MBIs) have developed rapidly in the past 20 years and have been dubbed the third-generation of behavioural and cognitive therapies (Hayes & Greco, 2008). For more information about MBIs and the research behind them, refer to An overview of mindfulness-based interventions and their evidence base (Mental Health Foundation, 2011). 
Mindfulness in education
One of the primary ironies of modern education is that we ask students to “pay attention” dozens of times a day, yet we never teach them how. The practice of mindfulness teaches students how to pay attention, and this way of paying attention enhances both academic and social-emotional learning. 
(Saltzman, 2011)
To date, the majority of research into the effects of mindfulness on children and adolescents has been carried out in the United States and, to a lesser degree, in the United Kingdom, although at least one study has also been conducted among primary school children in Australia.

This research has shown that the mental health and wellbeing outcomes for younger people are consistent with those observed for adults. In particular, reductions in stress, and depressive and anxiety symptoms, and increases in calmness, self-esteem, self-acceptance, self-regulation and sleep quality have been regularly observed (Biegel, Brown, Shapiro, & Schubert, 2009; Broderick & Metz, 2009; Brown, West, Loverich, & Biegel, 2011; Flook et al., 2010; Saltzman & Goldin, 2008). 
In the Australian study, there was found to be a significant reduction in depressive symptoms and the number of children falling into the borderline or diagnostic category of the Strengths and Difficulties Questionnaire (SDQ) following completion of a 10-week mindfulness in schools programme (Joyce, Etty-Leal, Zazryn, Hamilton, & Hassed, 2010). Other benefits of mindfulness training among children and adolescents include improved social and emotional competence (Napoli et al., 2005; Schonert-Reichl & Lawlor, 2010), and behavioural regulation (Flook et al., 2010). 
There are well-established links between positive mental health, social and emotional competence, and academic achievement (e.g. Manley, 2009). In addition, research suggests that mindfulness practice also has more direct benefits on academic achievement, including an increased ability to transfer previously learned material to new situations, increased creativity and independent thinking (Flaxman & Flook, n.d.; Napoli et al., 2005), an improved ability to retain instructional knowledge, an improved ability for selective attention, and a decrease in levels of test anxiety (Napoli et al., 2005). These outcomes have been attributed to mindfulness helping students to feel a greater sense of control over their lives (Langer, Hatem, Joss, & Howell, 1989; Thornton &McEntee, 1995; both cited in Napoli et al., 2005).

Teachers also benefit from mindfulness training. There is a wealth of research regarding the effects of mindfulness on adults, which includes stress reduction and positive affect. There is also an increasing number of studies that are investigating the impacts of mindfulness training on the working life of a teacher. In one study conducted by the Centre of Mindfulness in Medicine, Healthcare and Society, University of Massachusetts Medical School, teachers who underwent mindfulness training reported that they were more alert and attentive, less reactive, less judgemental, and more patient (Schoeberlein & Koffler, 2005). Such effects will have flow-on benefits for students by strengthening positive teacher-student relationships (Jennings, 2011). 
Thus, findings to date are promising. However, it is still early days in the field and it has been noted that further research is required to build a sound empirical base, with a shift towards large, well-designed studies that utilise robust methodologies and standardised formats for interventions, allowing for replication and comparison studies (Burke, 2009). The following section outlines programmes that have primarily been conducted since 2009 and which, for the most part, involved robust empirical methodologies and obtained statistically significant findings. 
Mindfulness in education programmes
The intention of this section is to present a snapshot of a developing movement to integrate mindfulness practices in education. It should be noted that the programmes outlined below are by no means exhaustive; a number of other programmes have also been piloted and researched, and have found similar results. It is anticipated that the success and limitations of additional programmes will be reported on as and when appropriate. It should also be noted that, in some instances, mindfulness is taught in education settings in more informal ways that are of direct relevance to the local context; such an approach is also valid providing that facilitators are well-grounded in their own practice of mindfulness and are competent at sharing mindfulness practice with others. 
Cultivating Awareness and Resilience in Education (CARE)

CARE has been developed by the New York-based Garrison Institute as a comprehensive training programme that targets teachers, with the aim of supporting social and emotional competence (SEC) to improve classroom climate and student outcomes (Jennings, 2011). In addition to mindfulness and stress reduction practices, CARE also incorporates emotional skills instruction, and listening and compassion exercises as part of the programme. 

Early evaluations of CARE showed that there was high participant satisfaction, as a result of which the Garrison Institute received some funding from the US Department of Education to develop and evaluate CARE in urban and suburban contexts within the state of Pennsylvania (Jennings, 2011). Data from the first year of this study showed that not only were there significant improvements in wellbeing, efficacy and mindfulness, but also that CARE held promise for helping teachers to create and maintain a positive classroom environment, avoid burnout and attrition, and enjoy and excel in their work. The second year of the study, which is currently underway, is looking at the effects of CARE on student wellbeing and academic outcomes, and overall classroom learning environments, in addition to teacher outcomes (Garrison Institute, 2012). These data will be important, as previous studies have found that programmes aimed at enhancing teachers’ wellbeing, and social and emotional competence, have had limited effects on classroom outcomes when these skills and dispositions have not been explicitly applied to classroom practices (Jennings, Foltz, Snowberg, Sim, & Kemeny, 2010; cited in Jennings, 2011). 
InnerKids

The InnerKids programme uses age-appropriate games and activities to help children and adolescents to develop greater mindfulness, kindness, compassion, balance and teamwork skills (Flook et al., 2010). 
The programme focuses on the core elements of mindfulness practice for developing an all-round awareness of inner and outer experience. Specific practices include focusing on breathing, sense impressions, thoughts and emotions, interconnectedness, and service (Flook et al., 2010). Each section of the programme comprises awareness and kindness practices, effectively demonstrating that these dispositions can be brought to any activity. 
One study of the InnerKids programme investigated the effects of mindfulness training on executive functions among children aged 7–9 years. executive functions refer to a range of processes that are important for planning and executing goal-directed activities (Garon, Bryson, & Smith, 2008; McCloskey, Perkins, & Van Diviner, 2008; Welsh & Pennington, 1988; all cited in Flook et al., 2010). Poor executive function is associated with a range of problems, including cognitive deficits and poor academic functioning (Biederman et al., 2004; Blair, 2002; both cited in Flook et al., 2010), and has been associated with behavioural disorders including attention deficit hyperactivity disorder (ADHD) and autism spectrum disorders (Flook et al., 2010). In line with expectations, the study found that, following mindfulness training, children who had poor baseline executive functions made improvements  including behavioural regulation, metacognition and overall executive control (Flook et al., 2010). 
Mindful Schools

Mindful Schools has been operating out of Oakland, California, since 2007, and uses mindfulness to teach children how to focus, self-regulate, manage stress and resolve conflicts. The Mindful Schools Elementary Curriculum has so far been delivered to over 18,000 children, with training for educators, psychologists, parents and organisations also available (Mindful Schools, 2012b). 

Recent research exploring the effects of the Mindful Schools programme on 79 2nd and 3rd grade students (approx. 7–9 years) showed significant improvements in attention and teacher-rated social skills, both of which were sustained 3 months post-intervention (Biegal & Brown, n.d.). 
These data support anecdotal evidence that the Mindful Schools programme results in increased focus and concentration, raised self-awareness, and a range of improvements in social skills, including empathy and conflict resolution (Mindful Schools, 2012a).

Mindfulness in Schools Project (MiSP)

The UK-based MiSP was established by a group of school teachers who had been teaching mindfulness in their classrooms and, having seen the benefits of doing so, collaborated with the Oxford Mindfulness Centre, a division of Oxford University’s Department of Psychiatry, and the Well-Being Institute of Cambridge University (The Mindfulness in Schools Project, 2011a). 
The aim of MiSP is to ‘encourage, support and research the teaching of secular mindfulness in schools’ (The Mindfulness in Schools Project, 2011a). MiSP has created a curriculum for schools called ‘.b’. Like other mindfulness in schools programmes, .b comprises eight lessons that teach distinct mindfulness skills, which are designed to be entertaining and to promote flourishing among children and young people. 
Research into the .b curriculum among 68 secondary school students showed that there were significant differences between participant and control groups in mindfulness, resilience and wellbeing. What is perhaps even more striking, however, is that the immediate effects of mindfulness training were exceeded by sustained effects measured 6 months post-intervention (Hennelly, 2011). This research suggests that the benefits of mindfulness training are not only sustainable in the short to medium term, but continue to develop positively over time. 
Further research into .b is currently being undertaken by researchers from Exeter University in collaboration with Cambridge University, using a sample of 300 adolescents across six schools. Results of this study should be available by the end of 2012 (The Mindfulness in Schools Project, 2011b). 
Mindfulness-Based Stress Reduction for Children (MBSR-C)

MBSR-C is a mindfulness programme for children that has been adapted from the MBSR programme for adults. The adult programme has proven effective in reducing symptoms of anxiety and depression (Ramel, Goldin, Carmona, & McQuaid, 2004; Segal, Williams, & Teasedale, 2002; both cited in Saltzman & Goldin, 2008), and for increasing self-regulation and positive affect (Brown & Ryan, 2003; cited in Saltzman & Goldin, 2008). 
The programme comprises eight sessions, each of approximately 45 minutes duration, which are delivered over an 8-week period. MBSR-C also begins with a 2-hour introductory session for parents, which is designed to give parents an experience of mindfulness, and to provide the rationale and evidence of its effectiveness for children and adults. 
In addition to the structured sessions, a core element of MBSR-C is home practice. Both children and parents receive the same workbook and CD to help them to practise mindfulness together at home in both formal and informal ways (Saltzman & Goldin, 2008). 
Preliminary research into MBSR-C indicates that mindfulness training enhances attention, decreases anxiety, improves self-regulation, improves self-compassion, increases social competence and improves overall wellbeing among children. In addition, the parents involved in the research experience significantly less emotional reactivity to physical and social threat scenarios, significant reductions in anxiety and depression symptoms, significant reductions in isolation and over-identification with negative beliefs, and improvements in self-judgement and self-compassion (Saltzman & Goldin, 2008). 
MindUP

MindUP was developed by the US-based Hawn Foundation. It is described as ‘a family of social, emotional, and attentional self-regulatory strategies and skills developed for cultivating well-being and emotional balance’. The framework guiding MindUP was developed by the Collaborative for Academic, Social, and Emotional Learning (CASEL), and bases its theoretical and practical aspects on the latest research in neuroscience, classroom pedagogy, social and emotional learning (SEL), guiding principles of positive psychology, and mindful education (The Hawn Foundation, 2011b). 
To date, two major studies of MindUP have been conducted by the University of British Columbia. The first study showed significant increases in optimism, and teacher-rated social and emotional competence among 4th to 7th grade students (approx. 9–13 years) as a result of the programme (Schonert-Reichl & Lawlor, 2010). The second study, which is currently under peer review, is studying the effects of MindUP on neuroendocrine regulation, executive functions and behaviour. Findings indicate that children feel better about their ability to achieve at school, there is a more positive school climate (as observed by teachers), and there is increased job satisfaction among teachers (The Hawn Foundation, 2011a). 
Mindfulness-Based Stress Reduction for Teens (MBSR-T): The ‘Stressed Teens’ Programme

Like MBSR-C, Stressed Teens (MBSR-T) is based on the empirically validated MBSR programme for adults, and has been adapted for adolescents aged 13–18 years. MBSR-T is taught over the course of 8 weeks and comprises one 1.5-hour session per week, as well as home practice. The programme utilises various strategies for cultivating greater body awareness, self-care, mindful resilience, working with thoughts and unpleasant events, developing an awareness of positive experiences, coping, letting go, and forgiveness. It also includes components that explore a mindful approach to homework and test-taking (Biegel, n.d., 2011). 
In one study of MBSR-T that involved 102 adolescent psychiatric outpatients, findings showed that relative to a ‘treatment as usual’ control group, those receiving mindfulness training reported reduced symptoms of anxiety, depression and somatic distress, and increased self-esteem and sleep quality. When assessed by clinicians naïve to the conditions of the study, the mindfulness group also showed greater diagnostic improvement and significant increases in assessments of functioning relative to controls over the course of the 5-month study period (Biegel et al., 2009). 
Another study that involved a population of 602 normative and psychiatric adolescents found significant improvements in mental health and wellbeing as a result of MBSR. In particular, significant increases in self-esteem, and declines in perceived stress, anxiety and general psychiatric symptoms were observed up to 3 months post-intervention (Brown et al., 2011). 
Learning to BREATHE
Learning to BREATHE is a mindfulness curriculum for adolescents that is designed for classroom and group settings (Broderick & Metz, 2009). The five goals of the curriculum are to:

1. Provide universal, developmentally appropriate mindfulness instruction that fosters mental health and wellness
2. Enhance emotion regulation skills
3. Strengthen attention
4. Expand the repertoire of skills for stress management
5. Help students to integrate mindfulness into everyday life 
(Taken from http://learning2breathe.org/about/program-goals) 
The curriculum covers body awareness; developing an understanding about thoughts and feelings and how to work with them; integrating thoughts, feelings and bodily sensations; reducing harmful self-judgements; and integrating mindfulness into daily life (Broderick & Metz, 2009). These themes can be delivered in 6–18 sessions (Learning to BREATHE, 2012b). 
Research conducted with 123 students from an all-girls’ high school found reductions in negative affect, and improvements in calmness, relaxation and self-acceptance as a result of this programme. Improvements in emotion regulation skills and reductions in somatic symptoms, such as muscle strain, were also observed. According to the students themselves, the greatest overall advantage of the programme was developing the ability to let go of distressing thoughts and feelings (Broderick & Metz, 2009). 
Other studies indicate that the programme is effective for reducing symptoms of depression and anxiety, improving social competence, providing the tools for helping students to effectively deal with stress, providing a high level of participant satisfaction and improving performance on tasks involving spatial working memory. However, these additional studies have various limitations, including small sample sizes and two which currently exist as unpublished dissertations. These results should, therefore be considered suggestive at this stage (Learning to BREATHE, 2012a). 
Opportunities, issues and recommendations for mindfulness in education within New Zealand
The vision of the New Zealand Curriculum (NZC) is to create ‘young people who will be confident, connected, actively involved, lifelong learners’ (Ministry of Education, 2007). This statement inherently recognises the importance of social and emotional wellbeing to academic achievement, as do the key competencies that the NZC recognises as paramount for good functioning at school and in society: 
· Thinking

· Using language, symbols and texts

· Managing self

· Relating to others

· Participating and contributing 

The evidence outlined in this report suggests that mindfulness training holds great potential for supporting this vision and the development of these key competencies among young people. However, it would be useful to conduct local research to explore the effectiveness of mindfulness in education settings in Aotearoa/New Zealand. 

· Recommendation 1: Well-researched pilot programmes should be undertaken within New Zealand education settings, with a view to building a local body of evidence around the effectiveness of mindfulness programmes. 
At present, the majority of international mindfulness programmes rely on facilitation that is external to the school. This is for good reason, as mindfulness educators have generally had many years’ experience both as practitioners of mindfulness and as trainers. However, given the large number of externally facilitated programmes that are already available to New Zealand Schools, an ideal approach may be to develop the capacity of school teachers to deliver simple mindfulness exercises as a part of everyday school lessons. Such an approach could be facilitated with appropriate supervision.

· Recommendation 2: If mindfulness is proven to be an effective approach within New Zealand schools, a long-term approach should incorporate professional development in mindfulness practice and delivery for teachers and trainee teachers, which may occur in place of, or in addition to, externally facilitated mindfulness programmes for students. 
Although mindfulness is practised by and brings psychological and health benefits to people belonging to a range of cultures, and may be universally beneficial for all peoples, those concerned about cultural colonisation of indigenous populations through state education systems would be right to be initially cautious about the introduction of mindfulness (as an international approach) in Aotearoa/New Zealand schools. Therefore, it is important that Māori principles are incorporated into any mindfulness programmes that may be introduced in schools.
· Recommendation 3: Pilot programmes should utilise bi-cultural principles and models when being developed, and their delivery and research need to consider outcomes for Māori.
In the past, it has been demonstrated that mindfulness can be expressed and practised in ways that are relevant to the local cultural context. Indeed, the importance of cultural discourse in the transmission of mindfulness teaching is the enduring hallmark of success wherever it has become established as a valued practice. This is particularly evident from the diverse approaches to mindfulness training that exist within numerous Buddhist countries where mindfulness teaching has found its greatest articulation over the past 2,500 years, and has been considered essential training for enhancing awareness, peace and compassion. 
The adaptability of mindfulness teaching can be attributed to its lack of dogma or need to adhere to a particular belief system in order to practise it. This is because mindfulness is primarily a mode of attention as opposed to a creation of human thought and endeavour. If a person is present for the act of washing the dishes, for example, with intent to remain present and not become distracted by thoughts of the past or future, then they are practising mindfulness. 
The modern secular mindfulness programmes emerging in the west represent the latest wave in this trend and utilise scientific methodologies and language that are culturally relevant to western minds in the modern world. In Aotearoa/New Zealand, the potential exists to explore any resonance between more traditional or ancient mindfulness practices with traditional Māori concepts and rituals. 

· Recommendation 4: Kaupapa Māori approaches to mindfulness teaching and practices should be investigated by Māori practitioners who have a sound understanding of mindfulness and Te Ao Māori. 
Conclusions
Mindfulness has great potential as a key strategy for positively impacting on the learning and wellbeing outcomes of children and young people in education settings. Evidence suggests that the harmful effects of stress, anxiety, depression and negative affect can be significantly reduced as a result of mindfulness practices, and that positive wellbeing and learning outcomes are facilitated, including an increased ability to be attentive, cognitive flexibility in learning, the capacity to retain and apply instructional knowledge from previous learning to new situations, positive effects on executive functions important in learning, increased resilience, calmness, and behavioural regulation. 
These somewhat remarkable findings about the power of mindfulness can, perhaps, be attributed to the fact that mindfulness is more a corrective factor in human cognition as opposed to an artificial exercise designed to invoke a particular quality; that is, mindfulness is the practice of reorienting to, and sustaining attention in the present moment, which is the only moment where life is subjectively experienced. Through this practice, mental processes are aligned with the body, which is very clearly always grounded in the present moment. This leads to the mind and body operating as one integrated unit as opposed to the discord, and indeed discomfort, which is often felt when one is caught in rumination and speculation about past or future events. 

It must be noted that research into mindfulness in education is still in its infancy, and so care must be taken when considering the implementation of mindfulness initiatives in New Zealand education settings. Consequently, an ideal approach would be to build a local evidence base of effectiveness within the unique education context in Aotearoa/New Zealand, as recommended above. However, there is a very strong case for mindfulness to be integrated as a practice within education settings, since learning and attention go hand in hand. As the earlier quote from Dr Amy Saltzman points out, in school settings children are asked to pay attention a number of times per day, but are hardly ever trained how. Mindfulness provides the missing link in this relationship between attention and learning, which is, in itself, a very strong argument for the practice of mindfulness in education. 
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