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    ñIf every eight-year-old in the world is taught meditation, the world  

will be without violence within one generationò. 

 ðDalai Lama 
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Abstract 

School-based mindfulness programmes (SBMP)s are becoming more widely used in schools. 

There is evidence to suggest mindfulness reduces symptoms of depression and anxiety and 

increases attention and metacognition in children. More recently, research has considered the 

interpersonal effects of SBMPs, including how mindfulness affects prosocial behaviours. One of 

the theoretical frameworks which explain the relationship between mindfulness and prosocial 

behaviour is an increase in empathy through the practice of mindfulness, leading to increases in 

prosocial behaviour. To date, there is little research investigating the effects of mindfulness on 

prosocial behaviour in primary school aged children, in the United Kingdom (UK). Most of the 

existing literature utilises quantitative studies, lacking the use of a mixed methods approach to 

provide a sense of completeness to the findings. The overall aim of this thesis was to better 

understand; a) the effects of mindfulness on prosocial behaviour; b) the childrenôs perspectives 

on mindfulness and how it relates to prosocial behaviour and; c) the factors which shape the 

experience of researching and delivering a mindfulness programme to children in school. 

Therefore, a mixed methodology was adopted, using a convergent design, to investigate an 

SBMP called Paws b (developed by the Mindfulness in Schools Project), and its relation to 

prosocial behaviour in seven- to 10-year-old children. The Paws b curriculum is a 12-lesson 
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programme which is delivered in whole class settings by a trained Paws b teacher. The project 

consisted of a randomised control trial (RCT) with 133 children across two primary schools, a 

focus group study with 15 children from these schools and the mindfulness teacherôs 

autoethnography, (who is also the researcher). Following the SBMP, children were rated as more 

prosocial by teachers and more helpful by peers compared to those who had received teaching as 

usual. There were also increases in numbers of reciprocal relationships following the 

programme, compared to the control group. In the focus groups, children reported that 

mindfulness was instrumental, particularly for self-regulation, and that it could lead to long-term 

positive changes in behaviour. The autoethnographic study provided a background to these 

findings highlighting the challenges of teaching mindfulness as an external teacher and factors 

which may have influenced the overall impact of the programme. This project has theoretical 

implications regarding how mindfulness may affect prosocial behaviour and practical 

implications regarding its implementation and the way in which it is measured in future studies. 
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CHAPTER 1 

Introduction 

In September 2020, two new compulsory subjects were added to the National Curriculum for 

primary schools in England: ñRelationship Education;ò and ñHealth Educationò. Making the 

teaching of such subject matter compulsory highlights the value and importance of teaching 

primary aged children in todayôs society how to be safe and healthy, and how to positively 

manage their personal and social lives (Department for Education, 2019). Although the guidance 

provides statements of what ñchildren should know,ò by the end of their primary education, the 

methods for delivering this information to children is unspecified.  

Teaching mindfulness to children is one possible option available to schools to promote 

good mental health and it may also be a way of fostering positive relationships. Mindfulness is 

defined as a state of paying conscious attention to present-moment awareness with an open and 

non-judgemental attitude (Kabat-Zinn, 1994). This definition distinguishes two concepts: 1) 

paying attention to the present moment, whether that be bodily sensations, thoughts or emotions 

and; 2) attending to this with a non-judgmental attitude (Bishop et al., 2004). Therefore, being 

mindful means paying attention to what is being experienced in the here and now, and accepting 

these experiences for what they are, without biases, judgments or preconceptions. It encompasses 

attitudes of non-judgment, a beginnerôs mind, trust, non-striving, acceptance, letting go and 

patience (Kabat-Zinn, 1994). 

For many people, a state of mindful awareness is not something that occurs naturally, but 

instead people often find themselves existing on autopilot, guided by unconscious processes 

(Wyer et al., 2014). Furthermore, the mind has a strong tendency to wander and, without 

realising it, people are engrossed in thoughts about the past or future, rather than the present 

moment (Farb et al., 2007).  A more mindful state can however be trained through mindfulness-
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based practices. Such practices include: focusing on the breath moving in and out of the body; 

and scanning different body parts to notice any sensations or feelings. A person who is mindful 

can notice when their attention has wandered and, with kindness and without judging, gently 

guide their attention back to the present moment.  

The practice of mindfulness is rooted in Buddhist contemplative traditions and teachings. 

During the late 1970ôs John Kabat-Zinn developed a secular mindfulness training program which 

included meditation exercises and psychoeducation to treat patients with chronic pain in the 

United States. During the training, participants gradually learnt to stabilise their attention in 

order to increase moment-to-moment awareness of body sensations, thoughts, and emotions, and 

to approach these experiences non-judgementally and with curiosity (Karremans & Papies, 

2018). This Mindfulness training developed to be used to treat individuals with anxiety, 

depression and stress, all around the world. The training program was initially named Stress 

Reduction and Relaxation Program and subsequently renamed Mindfulness-Based Stress 

Reduction (MBSR), as it is still known today.  

Mindfulness is now used not only to treat anxiety, stress and depression, but also sleeping 

problems, rumination, aggressive tendencies and concentration problems as well as for personal 

and spiritual growth (Karremans & Papies, 2018). There are a range of mindfulness courses 

available through face-to-face group meetings, such as the 8-week MBSR course or the 8-week 

Mindfulness Based Cognitive Therapy (MBCT), as well as a number of online courses. Popular 

mindfulness apps include ñHeadspaceò, ñCalmò and ñSelf-Careò. It is currently estimated that 

over 5,000 trained classroom teachers deliver mindfulness training in schools across the UK 

(Bristow et al., 2020). Research into the teaching of Mindfulness-Based Interventions (MBI)s 

in schools or School-Based Mindfulness Programmes (SMBP)s has shown positive results, 

with small to medium effects on psycho-social health and wellbeing, mental health, and 



мс 
 

aspects of cognition, as well as emerging evidence for positive impacts on academic grades, 

problem behaviour, and on physical health and wellbeing (Weare, 2018).  

Some of this research has been interested in the effects of mindfulness on interpersonal 

relationships. Findings suggest that mindfulness may promote prosocial behaviour in adults 

(Donald et al., 2019) however, to date, there are limited studies investigating the effects 

mindfulness may have on prosocial behaviour in children. Prosocial behaviour is defined as 

voluntary behaviour intended to benefit another (Eisenberg & Miller, 1987) and represents a 

broad category of acts that are defined by some significant segment of society and/or oneôs social 

group as generally beneficial to other people (Penner et al., 2005). This may include helping 

behaviour, cooperation, sharing or donating. The motive is unspecified, can vary from intrinsic to 

extrinsic, and may be positive, negative, or both (Eisenberg & Miller, 1987). An individual may 

be motivated to act prosocially because of selfish reasons (e.g. a reward), to seek approval from 

others, or because they are sympathetic or caring towards others. When prosocial acts are 

intrinsically motivated, for example there are feelings of sympathy or care for another person, 

they form a subgroup of altruistic prosocial behaviours. These are behaviours which are not 

performed with the expectation of receiving external rewards or avoiding externally produced 

aversive stimuli or punishments, unlike extrinsically motivated prosocial behaviours which have 

some benefit to the performer. Prosocial behaviour is said to be crucial in peer acceptance, 

leading to meaningful, supportive and constructive relationships (Cheang et al., 2019). If 

mindfulness were able to positively affect prosocial behaviour in children, it could be used in 

schools, not only to promote mental health in Health Education, but also in Relationships 

Education to enhance prosocial behaviour. 

This thesis investigates the relationship between mindfulness and prosocial behaviour in 

the primary classroom, using a mixed methods design. Before presenting the theoretical 

framework that underlies the association between mindfulness and prosociality, cognitive 
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processes shown to be involved in mindfulness practice will be presented. Research into the 

relationship between mindfulness and prosocial behaviour will be critiqued, firstly involving 

adults and then children. Qualitative mindfulness studies will be discussed, before presenting the 

specific aims, research questions and methodology for this project. 

Mindfulness Practice and Cognitive Processes 

To start to understand the relationship between mindfulness and prosocial behaviour, it is 

necessary to firstly consider the processes involved in practising mindfulness. It has been 

suggested that mindfulness practice consists of two distinct cognitive processes: attention 

focused on the present; and acceptance of emotions (Fuente-Anuncibay et al., 2020). These 

processes include a number of different components or facets. According to Baer et. al. (2006) 

mindfulness includes five facets: the ability to a) observe (attention to internal and external 

stimuli) b) describe (labelling and expressing experiences) c) act with awareness (attention in the 

present to oneôs own behaviours rather than responding automatically) d) be non-judging of inner 

experience (adopting an unevaluated stance toward thoughts and emotions) and e) have non-

reactivity to inner experience (letting emotions flow without being trapped by them). Of these, 

the three facets of mindfulness that shape the first cognitive process (attention focused on the 

present) are observing, describing and acting with awareness. The two facets that shape the 

second cognitive process, (the acceptance of emotions) are non-judging, and non-reactivity 

(Fuente-Anuncibay et al., 2020).   

Klingbeil et al. (2017) were the first to distinguish between therapeutic processes, i.e. the 

mechanisms involved when practising mindfulness, and therapeutic outcome, i.e. the 

psychological effects of practising mindfulness. They hypothesised four therapeutic processes, 

with mindfulness being the first-order process and attention, emotional or behavioural regulation, 

and meta-cognition and cognitive flexibility being the three second-order processes. In their 

comparative study, they found that MBIs had the largest effect on state mindfulness compared to 
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controls receiving treatment as usual. Average treatment effects on measures of the second-order 

therapeutic processes were small. This research suggests that mindfulness training primarily 

leads to an increase in mindfulness, the therapeutic process, which in turn leads to therapeutic 

outcomes (e.g. prosocial behaviour). It is now necessary to consider why becoming more 

mindful would make a person more prosocial. The two prominent theories which attempt to 

explain how mindfulness practice may foster prosocial behaviour are self-regulation theory and 

empathy theory (Schindler & Friese, 2022). These will now be considered individually. 

Mindfulness and Prosocial Behaviour: Theoretical Links 

Self-regulation Theory 

Self-regulation is the ability to regulate oneôs emotions, attention, behaviour, and 

cognition (Gagne et al., 2021). The two primary theoretical orientations on child self-regulation 

are the executive function (EF) and effortful control (EC) perspectives, both of which include 

inhibitory control as a primary dimension (Gagne et al., 2021). Executive functions (EF) refer to 

conscious, volitional cognitive abilities used in reasoning and in the integration of thought and 

action (Sulik et al., 2016). Effortful control (EC) refers to the ability to regulate attention, to 

inhibit and override a natural or primary response and to execute an alternate or secondary 

response to meet oneôs goals (Gagne et al., 2021).  

An analytical review of adult imaging literature highlighted enhancement in self-

regulation as the main mechanism of change with mindfulness training (Tang & Tang, 2015) and 

initial evidence suggests that mindfulness training can also nurture self-regulatory skills in 

children (Schonert-Reichl et al., 2015; Viglas & Perlman, 2018;Flook et al., 2015). These self-

regulatory skills have mostly been measured using elements of EF, for example cognitive 

functioning or cognitive flexibility. Higher levels of self-regulation are associated with enhanced 

well-being including better mental health and the ability to maintain effective social relationships 
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(Kaunhoven & Dorjee, 2017). It is argued, because mindfulness is believed to foster EF 

including inhibition, negative emotions (such as fear of failing or disgust) can be more 

effectively regulated and overcome in a helping situation when the person is in a mindful state 

(Schindler & Friese, 2022). Consequently, mindfulness should promote prosocial behaviour 

especially when such negative emotions may be present (Berry et al., 2020). Secondly, 

mindfulness has been found to improve the ability to direct and sustain attention (Robinson & 

Editors, 2015), another self-regulatory capacity. Therefore an increased awareness of othersô 

needs in the social environment may also lead to greater prosocial behaviour (Schindler & 

Friese, 2022).  

Although the theory suggests how self-regulation may foster prosocial behaviour, there is 

limited research testing this theory. A number of studies have measured elements of self-

regulation and prosocial behaviour simultaneously (Schonert-Reichl et al., 2015; Viglas & 

Perlman, 2018;Flook et al., 2015), finding increases in both, but there is a lack of studies testing 

the mediating effect of self-regulation on prosocial behaviour.  

Empathy Theory 

An alternative theory, describing how mindfulness practice may foster prosocial 

behaviour is through the development of empathy. The theoretical assumption that empathy is a 

major determinant of prosocial responding has been widely accepted among psychologists 

(Eisenberg & Miller, 1987; Decety et al., 2016). Some argue that empathy is central to the 

genesis and enactment of prosocial behaviour (Schonert-Reichl et al., 2012). Indeed, there is a 

great deal of empirical evidence indicating not only that empathy leads individuals to desist from 

aggression but also that the ability to empathize is central to the development of positive social 

relationships and caring and kind behaviours (Eisenberg & Miller, 1987; Eisenberg et al., 2016). 

Decety et al., (2016) argue that the core mechanism leading from othersô distress to performing a 

prosocial behaviour towards them is empathy. They propose a process model in which 
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witnessing anotherôs distress (step 1) can lead to an aversive affective arousal combined with a 

physiological stress response (step 2). When appropriate, a prosocial drive is triggered (step 3), 

which, depending on the context, can lead to prosocial behaviour. A prosocial drive is 

experienced when an empathic response is coupled with a motivation to act.  

 Empathy is commonly conceptualised as comprising two dimensions: affective empathy 

(the ability to share othersô emotions), and cognitive empathy (the ability to infer/understand 

othersô emotional experiences (Decety et al., 2016; Thompson et al., 2022). Affective empathy is 

an example of state empathy in that it is only present as a response to anotherôs situation. 

Cognitive empathy is an example of trait empathy, in that it requires cognitive skills to learn, and 

would be embedded in a personôs disposition, once learned. A commonly used measure of 

empathy in adults is the Interpersonal Reactivity Index (IRI) (Davis, 1983) which measures four 

factors of empathy: perspective taking, empathic concern; personal distress; and fantasy. 

Although not produced with cognitive empathy and affective empathy distinctions in mind at the 

time, the factors of the IRI have since been separated into these distinctions with perspective 

taking and fantasy forming the cognitive empathy factors and personal distress and empathic 

concern forming the affective empathy factors. A measure such as this could be used to measure 

trait empathy by administering it to a participant at any time point, or to measure state empathy, 

by inducing a specific empathy evoking scenario before administering the measure.  

To increase the ability in children to assume another's perspective, it is most fruitful to 

have them focus first on their own feelings, the different kinds of feelings they have and what 

feelings are associated with what kinds of situations (Black & Phillips, 1982). This links closely 

to mindfulness in that an important aspect of mindfulness training is to show awareness of 

feelings and emotions being experienced at any given moment. Furthermore, activities which 

focus children's attention on similarities between themselves and another person (or other 

persons) is effective in increasing affective and cognitive empathy (Black & Phillips, 1982; 
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Hughes et al., 2016).  Some SBMPs (e.g. Paws b (MiSP, 2023), focus on considering and naming 

emotions of others as part of the course.  

Research suggests that dispositional mindfulness may increase levels of empathy through 

the increased ability to observe and describe (Dekeyser et al., 2008). As previously discussed, 

empathy can be seen as a multimodal concept, consisting of perspective taking, empathic 

concern, fantasy and personal distress (Davis, 1983). The specific elements of empathy that are 

shown to be affected by mindfulness practice are perspective taking and empathic concern 

(Beitel et al., 2005). Block-Lerner et al. (2007) also found that empathic concern and perspective 

taking correlated to mindfulness scores. Correlations between the Cognitive and Affective 

Mindfulness Scale-Revised (CAMS-R) and subscales of the IRI indicate that mindfulness is 

related to perspective-taking (r = .35, p < .05) and to empathic concern (r = .33, p < .05). The 

capacities to take another personôs perspective and to feel concern for others, elements central to 

Davisôs (1983) characterization of empathy, imply a stance toward oneôs own thoughts and 

feelings that is consistent with that presumed to be facilitated by mindfulness-based methods. 

Both perspective taking and empathic concern involve an awareness and understanding of how 

another is reacting to his or her experiences (Block-Lerner et al., 2007). The theoretical stance 

that mindfulness will confer prosocial behaviour through enhanced empathic concern (Berry et 

al., 2018) represents an important avenue toward better understanding the emotional and 

motivational pathways through which mindfulness may have its prosocial effects, and because 

mindfulness can be trained, such research may have implications for efforts to increase rates of 

prosocial behaviour (Berry et al., 2018). 

When considering the literature there appears to be a stronger link between empathy and 

prosocial behaviour than self-regulation and prosocial behaviour, however more research is 

needed which measures the mediating affect of empathy on prosocial behaviour following 
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mindfulness training in children. Therefore, three theoretical assumptions will guide the planning 

of the studies in this project: 

1) Mindfulness training increases dispositional mindfulness 

2) Increases in dispositional mindfulness leads to increases in empathy  

3) Empathy is a major driver of prosocial behaviour 

Relevant Research Involving Adults 

Although most of the scientific literature on the benefits of mindfulness, both with adults 

and children, has focused on psychological and physical effects, there has more recently been a 

parallel interest in its interpersonal and collective effects (Kreplin et al., 2018). The first 

systematic review and meta-analysis considering the relationship between non-religious 

meditation (mindfulness) and prosocial feelings and behaviours in adults was carried out in 2018 

by Kreplin and colleagues. Their review sought to examine a variety of social variables, 

including compassion, connectedness, empathy, aggression, and prejudice. These were selected 

as they were the type of outcome measures that their search revealed were most frequently used. 

Specifically, this meta-analysis included only randomised controlled trials (RCTs) that 

investigated the effects of mindfulness on social emotions (e.g., increased empathy, compassion 

and connectedness) and social behaviour (e.g., reduced aggression or prejudice) in healthy 

populations. They did not however measure direct prosocial behaviour, i.e. acts which benefit 

another. 22 studies were reviewed, 16 of which met criteria for meta-analysis. This number 

highlights how novel the research in this area is, compared to research investigating 

psychological effects of mindfulness.  

Although results showed that there was a moderate increase in prosociality following a 

meditation intervention, these results were only significant for empathy and compassion and not 

for connectedness, aggression or prejudice.  The review also raised concerns regarding the 
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methodology used, with 61% of these studies rated as having weak methodology and 33% to 

have a methodology rated as moderate. The number of studies measuring empathy were too low 

to carry out further analysis. An increase in compassion was moderated by the type of control, 

with an active control showing non-significant results and only studies where the intervention 

teacher was co-author showing significant results. What is particularly concerning with the 

studies measuring compassion is that most of them measured self-compassion rather than 

compassion for another. It is unclear how a personôs level of compassion, when referring to 

prosociality, which involves positive feelings and behaviours towards others, can be quantified 

by measuring only the compassion one has for oneself. With regards to the variation in results for 

the compassion studies, Kreplin and colleagues provide two explanations for why joint status of 

study co-author and meditation teacher affect the results: 1) it suggests that a motivated 

meditation teacher will impact to a greater extent oneôs students; 2) it suggests that experimenter 

biases are introduced if intervention teachers are involved in data analysis. The authors suggest 

that future research should provide a clear theoretical grounding, including the role of potential 

psychological processes underpinning the prosocial effects of meditation. 

Donald et al. (2019) later analysed the research which considered the relationship 

between mindfulness and prosocial behaviour with adults. The meta-analysis considered studies 

involving both correlational mindfulness and studies involving mindfulness interventions. 

Studies were included which measured prosocial behaviour through self-reports and other-

reports but, unlike Kreplin et. al, studies which only measured characteristics associated with 

prosocial behaviour such as empathy or compassion were eliminated. Donald and colleagues 

found there to be a positive relationship between mindfulness and prosocial behaviour, both for 

correlational mindfulness and mindfulness interventions.  

They also considered the possible mediators of this relationship and found 6 studies 

which investigated and tested for possible mechanisms involved in mindfulness. These studies 
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between them showed non-significant results for the mediators empathic accuracy and non-

attachment, but significant results for the mediators empathic concern, positive affect and 

activation of neural networks associated with executive functioning, other affective states and 

positive emotions. This is the first meta-analysis to suggest possible mediators for the link 

between mindfulness and prosocial behaviour. They also tested for moderators of this 

relationship and found the type of report to be a moderator, with self-reports showing a stronger 

relationship than other reports. They found the type of recipient to be a moderator, with a known 

recipient showing a stronger relationship than an unknown recipient. These findings highlight 

two considerations for future research: 1) including self-report as well as other-report measures 

of prosocial behaviour, in order to compare the results of this possible moderator; 2) including a 

number of trials per participant when measuring prosocial behaviour, with each trial using 

different recipients of prosocial acts, in order to compare the results of recipient as a moderator. 

Donald et al (2019) included a combination of mindfulness training which was purely 

secular and training which included an explicit ethics-based teaching. In order to understand and 

potentially eliminate the influence of ethics-based teaching as having an effect on prosocial 

behaviour, rather than the practice of mindfulness itself, Berry et al. (2020) produced a meta-

analysis which included only purely secular mindfulness interventions. They also included only 

those studies which used overt measures of prosocial behaviour rather than self-reports which 

can be affected by personal expectation and biases. They too found a small effect on prosocial 

behaviour, whether it was through short-term or longer-term mindfulness interventions. Reliable 

effect size estimates were found for single-sessions that measured prosocial behaviour 

immediately after training. Mindfulness training also reliably promoted compassionate (but not 

instrumental or generous) helping and reliably reduced prejudice and retaliation. No studies with 

children met the eligibility criteria for this meta-analysis. This was because the meta-analysis 

only included studies which measured overt prosocial behaviour whereas the majority of studies 
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with children to date have measured prosociality through self-report, teacher-report or peer 

nominations.  

Results are mixed even when considering only direct observations of prosocial behaviour. 

Some research has found that mindfulness training increases direct prosocial behaviour, for 

example, making people more likely to give up their seat to a confederate struggling with 

crutches (Lim et al., 2015). However, a more recent, well-powered study observed no effect of a 

mindfulness intervention on prosocial responding (i.e., behaving inclusively towards someone 

who had been socially excluded; (Ridderinkhof et al., 2019).  Many studies are limited by small 

sample sizes. As Condon (2019) highlights in a recent review, the methodology used to measure 

prosocial behaviour can have an effect on the results. He criticises self-report measures for their 

lack of validity and commends social psychologists for their use of real-life set up scenarios such 

as offering a seat to a stranger of donating money to a charity. Nevertheless, as highlighted 

above, even direct measures of prosocial behaviour appear to yield differing results.  

Relevant Research Involving Children 

Research into MBIs with children and adolescents was initiated approximately 25 years 

after the first research with adults (Klingbeil et al., 2017). That said, a growing number of 

systematic reviews and meta-analyses of MBIs with youth have been published, the first being a 

systematic review by Black et al. (2009) identifying 10 studies published up until December 

2008, all of which investigated either MBSR, MBCT, or other non-programmatic mindfulness 

exercises. Since then, systematic reviews and meta-analyses have included more and more 

studies, all with similar findings, suggesting that MBIs show small positive effects in a variety of 

outcome domains including psychosocial, behavioural, and physiological outcomes for youth 

(Klingbeil et al., 2017), similar to the results of studies with adults.  
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It is generally concluded that MBIs are acceptable, feasible and effective for reducing 

problem behaviours and improving wellbeing in youth (Felver et al., 2016). MBIs are perceived 

by both youth and caregivers as being generally acceptable interventions and the positive effects 

have been observed in preschool children through to high school children (Burke, 2010). The 

reviews to date have included studies explicitly implemented in school settings (e.g. Felver et al., 

2016) and a combination of school and clinical settings (e.g. Black et al., 2009). The majority of 

studies have taken place in the US and have focused on adolescents rather than younger children. 

They are typically based on the adult Mindfulness-based Stress Reduction/ Cognitive Therapy 

(MBSR/MBCT) course content, including breath awareness and present moment awareness 

(watching thoughts, feelings, sounds and bodily sensations come and go), and sometimes include 

mindful movement, mindful eating, relaxation, and body scan/body awareness (Weare, 2018). 

Zoogman et al., (2015) published the first meta-analysis of MBIs with youth, 

synthesizing the effects of 20 group-design studies published between 2004 and 2011. This was 

followed by a second meta-analysis by Zenner et al. (2014) which focused exclusively on MBIs 

implemented in schools. Both concluded that MBIs have a small positive effect on all outcome 

domains including stress, well-being, and emotional problems and Zenner et. al. (2014) found 

moderate-to-large effects on cognitive performance. By considering only randomised control 

trials in their meta-analysis, Kallapiran et al. (2015) found MBIs with youth to have small effects 

on stress, small to moderate effects on depression, but large effects on anxiety. The numbers of 

empirical studies for analysis at this time however was relatively small, and when looking in 

detail at the studies included, most collected data from adolescents rather than younger children 

and the majority were conducted in the US, with programs unavailable to schools in the UK. 

Therefore, assuming these findings would be replicated with children of any age and from any 

population should be done so with caution. It also highlights the need for more research 

involving primary aged children in the UK. 
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Research considering the link between mindfulness and prosocial behaviour with children 

is particularly limited. A small number of empirical studies have measured prosocial behaviour in 

preschoolers. All studies reported improvements in prosocial behaviour following a mindfulness-

based intervention. One study found an increase in sharing behaviour in 4-year-olds following a 

kindness curriculum which had aspects of mindfulness within it (Flook et al., 2015). Another 

showed that, following a 6-week mindfulness programme, 4ï6- year-olds were rated as more 

prosocial by their teachers (Viglas & Perlman, 2018). A third study found increases in observable 

sharing, helping and comforting behaviours during preschoolersô play times, following a 6-week 

mindfulness intervention (Berti & Cigala, 2020). One study which involved older primary school 

aged children, found that, following an SBMP (MindUP), children were rated as more prosocial 

by teachers and peers (Schonert-Reichl et al., 2015).  

Qualitative Mindfulness Research 

Qualitative studies are relatively novel in mindfulness research, as are mixed methods 

studies. A number of qualitative studies have aimed to understand participants perspectives of 

mindfulness courses, in which participants have included adults (e.g. Hafenbrack et al., 2020), 

children (e.g. Thomas & Atkinson, 2017), teachers (e.g. Rupprecht et al., 2017) and parents (e.g. 

Ridderinkhof et al., 2019). To date, there are no qualitative studies investigating the perspectives 

of mindfulness in relation to prosocial behaviour. It is however useful to consider childrenôs 

perspectives on mindfulness for this research as it may shed light on theoretical or mechanical 

frameworks which could be applied to how mindfulness may affect prosocial behaviour. For 

example, Thomas & Atkinson (2017) conducted focus groups with children following an SBMP 

(Paws b). Findings indicated the vast majority of pupils enjoyed the programme and it was 

deemed to be accessible to pupils.  

Of the few mixed methods mindfulness studies conducted in school, none could be found 

which considered the relationship between mindfulness and prosocial behaviour. One study 
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(Rupprecht et al., 2017) investigated the impact of a MBI on teachers' wellbeing, self-regulation 

ability and classroom performance. Compared to the control condition, the intervention showed 

medium to high effect sizes on most outcome variables. Qualitative interviews highlighted the 

way mindfulness may influence teacher engagement and improve performance. One mixed 

methods study (Hafenbrack et al., 2020) was found which looked at the effects of mindfulness on 

prosocial behaviour in the workplace. Quantitative surveys and qualitative daily diaries reported 

more helpful behaviours over a five-day period and participants were also more financially 

generous. 

In summary, the existing evidence for whether secular mindfulness increases prosocial 

behaviour with children is promising but limited. Of this limited research, there are no studies 

utilising qualitative or mixed methods designs. Research into the relationship between 

mindfulness and direct prosocial behaviour in adults has produced conflicting results, possibly 

due to the variation in measures used. It is clear that more research testing the effects of secular 

mindfulness on prosocial behaviour is needed (Chen & Jordan, 2020), alongside considerations 

of childrenôs and teachers perspectives. The visible gaps in the research, combined with the 

potential implications more research could have on the implementation of mindfulness in 

Relationship Education, highlights the need for further investigation into the effects of 

mindfulness on prosocial behaviour.  

Aims and Research Questions 

The aim of this research was to study the effects of, perspectives on, and factors involved in 

the delivery of the SBMP ñPaws bò, for children aged between 7 and 10 years old, in two schools 

within the UK, with a particular focus on prosocial behaviour. Specifically, this project aimed to 

investigate the following research questions: 
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1) What are the effects of the SBMP, 'Paws b,' on prosocial behaviour among children aged 

7 to 10 years in a school setting? 

2) In which ways, if any, was mindfulness perceived by children to be instrumental in 

promoting prosocial behaviour? 

3) What were childrenôs perceptions of mindfulness and the Paws b course? 

4) What factors shape the experience of researching and delivering a mindfulness 

programme to children in schools, from the perspective of the researcher / mindfulness 

practitioner? 

Methodology 

In this section I will explain and justify my chosen methodology for this project. I will 

highlight how a mixed methods design was most suited to investigating my specific research 

questions and justify the typology of mixed methods design I used, giving details about the three 

studies in this project. Specific details of data collection methods are given separately in each 

study chapter. 

Mixed Methods Research Questions 

The aim of this mixed-methods project was to study the effects of, perspectives on and 

factors involved in the delivery of a mindfulness-based curriculum, with a focus on prosocial 

behaviour. It sought to examine changes in, and relationships between, mindfulness and 

prosocial behaviour using three separate studies. A randomised-control trial (Study 1) was 

conducted, to test the hypothesis that learning mindfulness practices may enhance childrenôs 

prosocial behaviour. Focus groups (Study 2) with a sample of pupils, together with the 

mindfulness teacherôs autoethnographic account (Study 3), were utilised to gain an 

understanding of the childrenôs and teacherôs perspectives, to which the data was triangulated 

with the data from the RCT. As highlighted by Huynh et. al. (2019), research questions are 
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particularly important to mixed methods as their inclusion offers additional support for the 

researcherôs rationale and justification for using both quantitative and qualitative approaches. 

The overriding aim of this research suggests the need for a mixed methods design. This is 

reiterated by the combination of quantitative (RQ1) and qualitative (RQ2 and RQ3) research 

questions to investigate particular objective (e.g. measuring effects and exploring perspectives). 

In addition to separate quantitative and qualitative research questions, RQ4 specifies a mixed 

methods research question to further guide the integration of the strands and the resulting 

inferences that derive from that integration (Dawadi et al., 2021). 

Traditionally, scholars have examined the construct of mindfulness quantitatively by 

using participant-reported outcome measures to examine the effectiveness of mindfulness-based 

practices (e.g., meditation) in enhancing outcomes such as well-being via stress reduction 

(Brªnstrºm et al., 2012) . Relying solely on RCT data can be restrictive, as in seeking to confirm 

a specific hypothesis, it can be possible to miss other outcomes of an intervention. Recently 

scholars have implemented an additional methodological strand (qualitative) to their research, 

thus, resulting in the use of mixed methods (Kelm et al., 2018). The qualitative aspects of this 

project (focus groups and autoethnography) allows for greater participant voice in their own 

words rather than using only quantitative questionnaires and experimental tasks (Bernay et al., 

2016). Although qualitative research is often considered to be less objective, understanding 

participantsô subjective experience is essential for a comprehensive understanding of the human 

mind and experience (Varela, 1996). For this project, combining the voice of both the 

participants and mindfulness teacher, alongside the findings from the RCT will provide a sense 

of completeness by uncovering underlying findings not revealed in the quantitative results or 

qualitative findings alone. Using both qualitative and quantitative measures will enrich our 

understanding of the programmeôs effect in this population. 
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Mixed methods are well suited for mindfulness research because the construct of 

mindfulness itself is complex, often consisting of many underlying mechanisms, such as present 

moment awareness, compassion, and empathy (Birnie et al., 2010). For any study of 

mindfulness, employing a single quantitative or qualitative method may not be enough to 

understand its complexities, especially as the field moves forward in understanding how, when, 

why, and for whom mindfulness benefits (Huynh et al., 2019). In previous mindfulness studies 

the use of mixed methods has allowed for a better understanding of quantitative results. In 

Rupprecht et al., (2017) study, qualitative methods helped explain the decrease in teacher 

engagement after the mindfulness-based intervention. Specifically, the qualitative results 

revealed that the changed scores were related to teachersô increased awareness of their stressors. 

In another mixed methods example, (Gambrel & Piercy, 2015) the qualitative strand of the study 

was able to offer a deeper understanding of group differences on the impact of a mindfulness 

intervention. By combining the quantitative results with the qualitative findings, Eyles et al., 

(2015) learned how to improve the MBSR intervention for people with depression and helped 

scholars understand participantsô perspectives and hear their experiences. These examples of 

mixed method mindfulness research demonstrate how quantitative and qualitative findings can 

complement one another and help to understand the bigger picture when it comes to the 

interpretation of findings. Mixed methods, or the intentional integration of quantitative and 

qualitative approaches to answer complex research questions (Plano Clark & Ivankova, 2016) 

was assessed to be the most suitable methodology for this research project as it can take 

advantage of the strengths of both quantitative and qualitative research: measuring effects 

between groups before and after the delivery of a mindfulness programme and; describing the 

shared meaning of individual lived experience of delivering and receiving the mindfulness 

programme. These quantitative and qualitative strands can be combined in ways that provide a 

more complete picture of the link between mindfulness and prosocial behaviour, allowing one 
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strand to build to another, or facilitate direct triangulation of different forms of data (Huynh et 

al., 2019).  

Typology of the Mixed Methods Design 

Current typologies of mixed methods focus on three basic designs: convergent, 

explanatory, and exploratory (Creswell & Clark, 2017). This project utilised a convergent design, 

consisting of independent quantitative and qualitative strands, conducted simultaneously and 

then merged together during the interpretation phase. This design has also been referred to as 

concurrent, parallel, or triangulation (Plano Clark & Ivankova, 2016). In a convergent design, the 

quantitative and qualitative data are collected and analysed during a similar timeframe and the 

data compared (Fetters et al., 2013). For this project the RCT data, focus group data and 

autoethnography field notes were all produced during one school term. Analysis for all three 

studies took place across the year following the data collection. Integration took place at the 

interpretation and reporting level through narrative in the discussion. For the quantitative strand, 

a RCT was conducted across two junior schools. Two studies account for the qualitative strand of 

this project: a focus group study with pupils from the mindfulness classes and an 

autoethnography of the mindfulness teacherôs experience of researching and delivering 

mindfulness in schools. Details of the data collection methods used in each study are given in the 

individual study chapters, however, for clarity, an overview of the methods are presented in the 

table below. 
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Table 1 

Data collection methods for each research question 

Data 

Collection 

Methods 

Research Questions 

 What are the 

effects of a 

school-based 

mindfulness 

programme 

(SBMP), 'Paws 

b,' on empathy 

and prosocial 

behaviour among 

children aged 7 

to 10 years in a 

school setting? 

 

In which ways, 

if any, was 

mindfulness 

perceived by 

children to be 

instrumental in 

promoting 

prosocial 

behaviour? 

 

What were 

childrenôs 

perceptions of 

mindfulness and 

the Paws b 

course? 

 

What factors shape 

the experience of 

researching and 

delivering a 

mindfulness 

programme to 

children in 

schools, from the 

perspective of the 

researcher / 

mindfulness 

practitioner? 

 

Self-assessed 

questionnaires 

x    

Peer-assessed 

nominations 

x    

Teacher-

ratings 

x    

Sharing Task x    

Focus Groups  x x  

Reflexive 

Journaling 

   x 

 

As is the case with this project, convergent designs typically have equal priority given to 

the quantitative and qualitative strands. Using the convention developed by (Morse, 1991), 

convergent designs can be represented by QUAN+QUAL, where the plus sign indicates the 

merging of two independent strands and the capitalization of both methods connotes equal 

priority. This QUAN+QUAL project gives equal priority to a quantitative RCT and qualitative 

focus group study and autoethnography.  

 

 



оп 
 

Philosophical Stance 

 

It is important to consider the philosophical stance of the researcher when conducting 

mixed methods research (MMR). Philosophical issues often arise in MMR as, generally 

speaking, qualitative research is associated with hermeneutics, constructivism, and relativism, 

whereas quantitative research is associated with positivism and empiricism (Liu, 2013). Mixing 

methods with various epistemological assumptions may imply the acceptance of ñmultiple 

realitiesò since the nature of reality presumed in the various theories of knowledge is different 

(Liu, 2013). There are three major stances which can be adopted for MMR: pragmatism; multiple 

paradigms or; the view that MMR is strictly a method.  

The researcher in this MMR holds a pragmatic philosophical viewpoint. Pragmatism is 

pluralistic and oriented towards ówhat worksô in practice (Creswell & Clark, 2017). (Tashakkori 

& Teddlie, 1998) suggest that pragmatists study what interests them and are of value to them. 

This project was planned by the researcher, based on personal interest and experience in 

mindfulness and teaching primary school aged children. Pragmatism emphasizes creating shared 

meaning and joint action, and this emphasis points to the underlying belief in complementarity. 

Hence, quantitative and qualitative approaches can be combined in order to complement the 

advantages and disadvantages within each approach (Shannon-Baker, 2015). Researchers 

adopting a pragmatist position have the liberty to choose those research methods or strategies 

that can best answer their research questions (Creswell, 2007). As has been the case for this 

project, research questions were formulated, and from these, the most appropriate data collection 

methods were utilised. According to Feilzer, (2009), pragmatism brushes aside the 

quantitative/qualitative divide and ends the paradigm war by suggesting that the most important 

question is whether the research has helped to find out what the researcher wants to know. By 

combining the use of an RCT, focus group study and autoethnography, the researcher is able to 

most appropriately adhere to the aims of the project. 
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The Mindfulness in Schools Project and the Paws b Course 

The Mindfulness in Schools Project (MiSP) is a national, not-for-profit charity for young 

people and schools. It is currently the most established provider of mindfulness training for 

schools, delivering curricula for whole-class, inclusive, classroom-based mindfulness (MiSP, 

2023). MiSP highlight that its materials are based on rigorous research in clinical psychology and 

neuroscience, written by teachers for teachers, and used in a wide range of educational contexts. 

The courses have been translated into 12 languages and are used worldwide. Their patrons 

include Jon Kabat-Zinn, one of the ófounding fathersô of contemporary secular mindfulness and 

Emeritus Professor of Medicine at the University of Massachusetts Medical School (MiSP, 

2023). 

MiSP provide three different courses for children to learn mindfulness, ñDotsò, ñPaws bò 

and ñ.bò (pronounced dot be). The original course, ñ.b,ò was designed for 11- to 18-year-olds and 

can be delivered in secondary schools. Paws b was then developed to enable 7ï11-year-old to 

access a mindfulness course in primary schools. Finally, in 2020, Dots was introduced, for 3ï6-

year-olds. As the topic being researched in this thesis relates to the primary curriculum, and 

therefore focuses on primary aged children, Paws b, for 7ï11-year-olds, will now be presented in 

more detail. The Paws b curriculum consists of six themes which are split into twelve 30-minute 

lessons. (These lessons can be delivered together as 1-hour-long themes if preferred). The 

lessons consist of a combination of children-friendly mindfulness practices, information about 

the brain and how it works, short video clips, a chance for children to discuss thoughts and 

feelings as well as an opportunity to engage in home practise throughout the week (MiSP, 2023). 

Paws b was deemed the most appropriate SBMP to use to investigate the research questions in 

this project, as it is currently the most established SBMP in the UK. 
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Thesis Structure 

An introduction to the topic, its relevance, and a justification of the need for such 

research has been presented in Chapter 1. Two key concepts (mindfulness and prosocial 

behaviour) were defined, before presenting the theoretical frameworks highlighting how 

mindfulness may foster prosocial behaviour. A critical review of the research to date brought to 

light the current state of, and gaps in, the knowledge. Aims and specific research questions for 

the project preceded the methodology section, outlining reasons for a mixed methods design, 

based on the research questions. Quantitative and qualitative strands of the research were linked 

to individual research questions and an overview of the methodology for each of the three studies 

was presented separately. Finally, an explanation of Paws b, the specific SBMP selected for this 

project, was presented. Chapter 1 concludes with a description of the thesis structure. 

Chapter 2 presents an empirical study titled: The Effects of a School Based Mindfulness 

Programme (Paws b) on Empathy and Prosocial Behaviour: A Randomised-Control Trial. This 

study was conducted across two junior schools in Hampshire and Dorset, in the UK. By 

conducting a large RCT it was possible to compare prosocial behaviour across two groups of 7 ï 

10-year-olds. The experimental group were taught the SMBP, Paws b, as part of their PSHE 

lessons and the control group were taught their normal PSHE lesson. A number of measures were 

completed by the children and their class teachers, assessing dispositional mindfulness, empathy 

and prosocial behaviour at three time points: before the SBMP; directly after the completion of 

the SBMP; and at a 3-month follow-up point. Results showed that children in the experimental 

group were voted as significantly more a) prosocial by teachers, b) helpful by peers, c) popular 

by peers and d) showed more reciprocal relationships, compared to the wait-list control group. 

The SBMP did not have an effect on mindfulness scores, empathy scores (affective, cognitive, or 

intention to comfort), or sharing task scores. Findings suggest that, for 7ï10-year-olds, the 
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SBMP, Paws b, delivered by a mindfulness teacher, can increase some aspects of prosociality, as 

judged by peers and teachers, but has no effect on self-assessed empathy. 

A qualitative study titled, ñThe Childôs Perspective on the School-Based Mindfulness 

Programme, Paws b,ò is presented in Chapter 3. This study complimented the quantitative study 

presented in Chapter 2 by gathering information about the intervention from the childôs 

perspective. Four children from each class, who had received the Paws b programme, were 

randomly selected to take part in a 30-minute focus group, facilitated by a research assistant. 

They were asked questions about their general understanding of mindfulness, their opinions of 

Paws b, the usefulness of mindfulness and questions about how mindfulness may be linked to 

prosocial behaviour. They were also given the opportunity to write down any information they 

would prefer not to say out loud. A thematic analysis was conducted on the transcribed data. 

Three major themes were identified in childrenôs data: 1) Mindfulness as instrumental for self-

regulation, 2) Continued practice can lead to positive changes, and 3) Embedded memories from 

Paws b. The themes indicate that children remembered specific instructions and techniques, 

enjoyed the training although not always from the beginning, observed changes in themselves 

and in their classmates and understood mechanisms through which mindfulness training can have 

positive effects. Implications of these findings are discussed in relation to both the content of this 

specific SBPM and the way in which the course was delivered. 

Chapter 4 presents an autoethnography from the perspective of the mindfulness teacher 

(who is also the researcher). An autoethnographic journal, produced in the form of recorded 

fieldnotes and written reflections of these fieldnotes, developed over the course of several 

months. This journal documented experiences and reflections on researching and teaching a 

mindfulness programme called Paws b. The subjective journal entries informed the effectiveness 

of the delivery, and the foundation for retrospective reflections of my own identity. Themes 

developed pertaining to the conflicting identities faced as a researcher, mindfulness teacher and 
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former primary school teacher, as well as challenges which arose from being an external 

mindfulness teacher and the observations of childrenôs engagement in the course. 

The final chapter provides a detailed discussion of the evidence presented in this thesis, 

in relation to the research questions. To outline the knowledge gained through this research, a 

summary of the findings is presented, followed by an integration of these findings to further 

understand the relationship between mindfulness and prosocial behaviour. Theoretical 

implications pertaining to the role of empathy and self-regulation are presented, and practical 

implications, relating to the potential space for teaching mindfulness in schools is discussed. 

Finally, limitations and future directions are highlighted before a presenting a conclusion of the 

findings in this thesis. 
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CHAPTER 2 

The Effects of a School Based Mindfulness Programme (Paws b) on Empathy and Prosocial 

Behaviour: A Randomised-Control Trial 

 

Abstract 

Objectives  

To examine the effects of a school-based mindfulness programme (SBMP), 'Paws b,' on 

empathy and prosocial behaviour among children aged 7 to 10 years in a school setting. 

Method 

This multi-informant design, randomised-control trial compared an intervention group to 

a wait-list control group, with 133 seven- to ten-year-old children from ten classrooms. Outcome 

measures were taken at pre-intervention, post-intervention, and three-month follow-up and 

included self-reports of mindfulness and empathy, a sharing task, teacher and peer reports of 

prosocial behaviours and sociometry measures. 

Results 

Children in the intervention group were voted as significantly more a) prosocial by 

teachers F(1, 127) = 7.35, p = 0.008, ɖĮ = 0.055, b) helpful by peers, F(1, 127) = 9.369, p < 

0.003, ɖĮ = 0.069, c) popular by peers, F(1, 127) = 4.90, p = 0.028, ɖĮ = 0.037, and d) showed 

more reciprocal relationships t(8) = 2.518, p = 0.036, compared to the wait-list control group. 

The intervention did not have an effect on mindfulness scores, empathy scores (affective, 

cognitive, or intention to comfort), or sharing task scores. 

 Conclusions 

Findings suggest that, for 7ï10-year-olds, the SBMP, Paws b, delivered by a mindfulness 

teacher, can increase some aspects of prosociality, as judged by peers and teachers, but has no 

effect on self-assessed empathy. 
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Introduction 

Mindfulness can be defined as ñthe awareness that emerges through paying attention on 

purpose, in the present moment, and nonjudgmentally to the unfolding of experience moment by 

momentò (Kabat-Zinn, 1994, p. 145). There has been a steady increase in empirical research on 

school-based mindfulness programmes (SBMP)s in schools over the past 10 to 15 years. Yet, 

compared to other sectors, such as health care, the research demonstrating the benefits of 

mindfulness training in educational settings is still in a nascent stage (Schonert-Reichl, 2023). A 

narrative review (Roeser & Galla, 2022) reported on studies conducted between 2000 and 2019, 

showing that SBMPs improve studentsô mindfulness and self-regulation skills, reduce studentsô 

feelings of anxiety and depression, support their physical health, and help them to engage in 

healthy relationships with others.  

Although most of the scientific literature on the benefits of mindfulness have focused on 

psychological and physical effects, there has more recently been a parallel interest in its inter-

personal and social effects (Kreplin et al., 2018). One area in which the research into 

mindfulness is still in its infancy is how it may have an effect on a personôs empathy and 

prosocial behaviour. In a meta-analysis, Donald and colleagues (2019) found mindfulness 

training to have a small positive effect on prosocial behaviours in adults. A more recent meta-

analysis (Malin, 2023) found mindfulness interventions to have a small-pooled effect size on 

prosocial behaviour. Almost all of the studies in the meta-analysis that measured the dependency 

of the effect on pre-existing traits such as empathy (Chen & Jordan, 2020; Malin & Gumpel, 

2022) and empathic care (Berry et al., 2018) found evidence for this hypothesis, suggesting a 

possible link between prosocial behaviour and empathy. There are a limited number of studies 

which have looked at the effect of mindfulness on prosocial behaviour in children, compared to 

those involving adults. Helping, sharing, and cooperating are critical aspects of social 

competence in childhood that predict diverse outcomes in academic (Wentzel & McNamara, 
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1999) as well as interpersonal (Wentzel et al., 2004) domains. Prosocial behaviour in the sense of 

intentional, voluntary, and sometimes altruistic helping behaviour among children is part of a 

positive learning culture in the classroom. Mindfulness exercises may help in building a 

supportive climate among classmates (Salisch & Voltmer, 2023). Therefore, investigating the 

effects of mindfulness on prosocial behaviour may have important implications for its use in 

schools.  

Of the few studies investigating the effects of mindfulness on prosocial behaviour in 

children, most investigated preschoolers. These studies measured prosocial behaviours through 

observations or behavioural tasks finding increases in sharing (Flook et al., 2015; Viglas & 

Perlman, 2018; Berti & Cigala, 2020), helping and comforting behaviours (Viglas & Perlman, 

2018; Berti & Cigala, 2020). Preschoolers were also rated as more prosocial by their teachers 

(Viglas & Perlman, 2018) following mindfulness training. All studies showed small effect sizes 

and included no follow-up measures. One study which involved older primary school aged 

children, found that, following an SBMP (MindUP, 2022), children were rated as more prosocial 

by peers and teachers, reported greater empathy and mindfulness, and increased in peer 

acceptance in a sociometry measure. In this study too, all effect sizes were small (Schonert-

Reichl et. al., 2015). A more recent study (Salisch & Voltmer, 2023) measured prosocial 

behaviour in 7 ï 11-year-olds, again following the Mind Up programme. Teacher and peer 

ratings of prosocial behaviour, peer acceptance and classroom climate measures showed that, 

following the SBMP, girls were more prosocial compared to the active wait-list control group 

(effect sizes were not reported). To date, there is a lack of research measuring the effects of UK 

based SBMPs on prosocial behaviour in primary school aged children. Also, previous studies 

have not included any direct behaviour tasks to measure prosociality. Using a different SMBP, 

with a range of measures, including a direct behaviour task, would allow for a wider and deeper 

understanding of the effects of SBMPs on prosocial behaviour.  
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There are a number of proposed mechanisms by which mindfulness might increase 

prosociality in adults. First, mindfulness might foster prosocial behaviour by increasing 

individualsô capacity to sustain and direct attention (Condon, 2017). Greater attentional 

capacities may increase the likelihood that an individual observes the needs of others, meaning 

they are more likely to respond to them (Brown & Ryan, 2003). Although research has not yet 

investigated the mechanisms for possible increases in prosocial behaviour in children, studies 

have highlighted increases in childrenôs attentional capacity following mindfulness training (Li et 

al., 2019). Second, mindfulness training has been shown to increase activity in the insula (Farb et 

al., 2007), a part of the brain involved, not only in interoceptive awareness, but also in 

processing othersô emotional experiences. Greater interoceptive awareness may increase 

individualsô awareness of the needs of others in the social environment. Third, mindfulness may 

change an individualôs affective experience, i.e., the positive and negative emotions which they 

experience (Donald et al., 2019). Dispositional mindfulness (i.e., mindfulness as a trait) was 

found to be associated with more positive emotions such as love/closeness, joy, gratitude, and 

interest and fewer negative emotions such as anger, fear, guilt, and stress. These emotions were 

in turn associated with, respectively, greater and lesser self-reported helping behaviour (Cameron 

& Fredrickson, 2015). Finally, as we have seen above, studies with adults also suggest that 

mindfulness leads to increased empathic concern, which may explain why increases in prosocial 

behaviour are evident (Schindler & Friese, 2022). In the current study, we will investigate this 

last potential mechanism, examining the link between mindfulness training, empathic concern 

and prosocial behaviours in children. 

Previous studies have demonstrated that children with higher levels of empathy are 

generally better able to regulate their emotions, show less aggression, and act in a more prosocial 

way (Eisenberg et al., 1996; Meuwese et al., 2017). In a recent systematic review, Cheang and 

colleagues (2019), examined the research to date which considered the link between 
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mindfulness, empathy and compassion, involving children and adolescents. They found support 

in favour of mindfulness-based interventions (MBIs) increasing empathy in children and 

adolescents. Ten studies measured empathy, seven of which showed a significant increase 

following an MBI. Four out of eight studies measuring self-compassion showed a significant 

increase post intervention. The majority of outcome measures included those which were probed 

behaviours, and were hypothesised to be related to empathy (i.e., prosocial behaviour, social 

skills, peer relationships, social connectedness, social responsibility and social and emotional 

competence measures, e.g., Joyce et al., 2010, Harpin et al., 2016), however, only one study 

measured empathy specifically, through self-report (Schonert-Reichl et al., 2015). The authors 

note that, due to the poor methodological quality used in many of the included studies however, 

the results of this review should be interpreted with caution. Of the sixteen studies included in 

the review, nine were underpowered. Only six out of the sixteen studies were RCTs, therefore 

being able to compare a mindfulness intervention to some form of control group and, of those six 

RCTs, only two involved children, the remainder involved adolescents, suggesting a lack of 

evidence with primary aged children. Neither of the studies with children collected follow up 

data. To our knowledge there are no studies in which empathy and prosocial behaviour have been 

measured using self, other, and direct behaviour task measures, for primary school aged children 

in the United Kingdom (UK). There is a need therefore, for more RCTs involving primary aged 

children, measuring both empathy and prosocial behaviour as separate concepts, using a range of 

measures (e.g., self-assessment, other-assessment, sociometry and behaviour tasks). Measures 

should also be taken at follow up points to consider both the longer lasting effects of SBMPs and 

the possibility of skills taking longer to emerge. 

One question to consider is: How might mindfulness training lead to increased empathy? 

Considering the literature on developing empathy in children and youth, Cotton, (2002) 

highlights how mindfulness practice may lead to increased empathy. To increase the ability in 
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children to assume another's perspective, it is most fruitful to have them focus first on their own 

feelings, the different kinds of feelings they have and what feelings are associated with what 

kinds of situations (Black & Phillips, 1982). This links closely to mindfulness in that an 

important aspect of mindfulness training is about learning to notice feelings and emotions being 

experienced at any given moment. Activities which focus children's attention on similarities 

between themselves and another person (or other persons) are effective in increasing affective 

and cognitive empathy (Hughes et al., 2016). Mindfulness teaching includes learning how to 

focus oneôs attention. The analogy of a torchlight, narrowing and broadening, is used to help 

children understand how their attention can be focused or unfocused, respectively (MiSP, 2023). 

Mindfulness training also allows time for inquiry, where children are able to share their own 

experiences of practices, encouraging other children to listen and notice how experiences can be 

different for everyone.  

The present RCT was conducted to explore the effects of an SBMP called Paws b, 

developed by the Mindfulness in Schools Project (MiSP) (MiSP, 2023), on empathy and 

prosocial behaviour at post-intervention and at 3-month follow-up. The study investigated effects 

on 7- to 10-year-old primary school children in the UK. This age range is the least researched to 

date, with the majority of studies involving younger or older children. To reduce confounding 

variables, the wait-list control group received a teaching as usual (TAU) Personal Social and 

Health Education (PSHE) curriculum. Using multi-informant measures to address 

methodological issues in previous studies, we examined group differences between the 

intervention group and a wait-list control group on multiple outcomes, including: self-assessed 

mindfulness; self-assessed empathy; a sharing task, with a blinded research assistant; teacher 

assessed prosocial characteristics; peer assessed prosocial characteristics and sociometry 

measures of peer acceptance. We hypothesised that, when compared with pupils in the wait-list 

control group, Paws b programme pupils would show positive changes from pre-intervention to 
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post-intervention on all outcome measures. Specifically, we hypothesised that: Mindfulness 

scores would be significantly higher for the intervention group compared to the wait-list control 

group at post-intervention and maintained at follow-up, as measured with self-report 

questionnaires; Empathy scores would be significantly higher for the intervention group 

compared to the wait-list control group at post-intervention and maintained at follow-up, as 

measured with self-report questionnaires; Prosocial behaviour scores would be significantly 

higher for the intervention group compared to the wait-list control group at post-intervention and 

maintained at follow-up, as measured with teacher and peer-report questionnaires, as well as a 

behavioural task and sociometric measures. 

Method 

Participants  

Ethics approval from the University of Portsmouth was granted prior to the study (see 

Appendix 10). Three schools in Hampshire were invited to participate. All were junior schools, 

with comparable socio-economic characteristics, for example the majority of pupils were White 

British and the proportion of pupils who spoke English as an additional language was below the 

national average, (Ofsted, 2023). The three schools all had more than one class per year group. 

Junior schools in the UK are formed of four year groups, Years 3, 4, 5 and 6, where childrenôs 

ages range from 7 to 11 years. One of the schools declined to participate due to timetabling 

difficulties. The two schools who agreed to take part had no previous experience with the 

implementation of SBMP in their curriculum. School A offered three year groups, years 3, 4 and 

5. Years 3 and 5 consisted of two classes each and Year 4 consisted of three classes. School B 

offered one year group, Year 3, which also consisted of three classes. Altogether a total of 10 

classes were enrolled in the study.  

In year groups with two classes, one was randomly assigned to the intervention group and 

the other to the wait-list control group. In year groups with three classes, it was decided that two 
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would randomly be assigned to the intervention group and one to the wait-list control group. This 

led to a total of 6 intervention classes and 4 control classes (n = 273; mindfulness = 165; control 

= 108). More specifically, the intervention group consisted of three Year 3 classes, two Year 4 

classes and one Year 5 class and the control group consisted of two Year 3 classes, one Year 4 

class and one Year 5 class. Randomisation, using ñGIGAcalculatorò, (Georgiev, 2017) an online 

randomiser, was completed by the author to allocate classes to either the intervention or wait-list 

control group. Class size ranged from 25 to 30 children. See Figure 1 for participant flow chart. 

Absent children were only excluded from the study if they missed more than two of the 12 

lessons, resulting in no exclusions for absence for this study.    
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Figure 1  

Participant Flow Chart 

 

 

Procedure 

Once the headteachers from each school had agreed to take part in the study, and before 

randomisation took place, teachers attended a staff meeting for their school where a presentation 

about the study took place. Children in participating classes from each school received a brief 

introduction to the study, from the mindfulness teacher, in which they were invited to take part 

and given the chance to ask any questions they had about the study. They were told that they 
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were participating in a research study that was aimed at understanding any changes in childrenôs 

behaviour over time.  Children were then provided with information packs about the study to 

take home to their parents. The packs included a parental information sheet and a 

parental/guardian consent form. Children were also asked individually whether they would like 

to participate before the start of each evaluation session and their decisions were respected. After 

randomisation, meetings were also held with participating teachers before the study commenced 

to inform them of which group their class had been randomly assigned to, and discuss 

practicalities and schedules. For children whose parents did not provide consent, evaluation did 

not take place but all children in the intervention group participated in the Paws b course as part 

of the regular curriculum. The mindfulness teaching (and PSHE teaching for the wait-list control 

group) began after the Easter Holidays, in May 2022 and continued, for one session per week, 

throughout the summer term. Children from the wait-list control classes received the Paws b 

curriculum after all data had been collected. This mindfulness teaching for the wait-list control 

group ran throughout the summer term of the following school year (May-July 2023).  

Data was collected at three time points: Pre-intervention (one week before the 

intervention; post-intervention (the week following the final teaching session of the 

intervention); and follow-up (three months after completion of the intervention). A trained 

research assistant (RA), blind to the hypotheses of this study and the study conditions, 

administered self-report and peer behavioural assessments during one 45-min whole class 

session. To control for any differences in reading abilities, each item on the questionnaires was 

read aloud while students completed the measures. Teacher measures were administered during 

the same week, although teachers were not blind to the study conditions of students. The RA also 

carried out a sharing task activity with students individually, at all three time points.  

The Paws b course was developed by MiSP (2023). The course includes a range of formal 

and informal mindfulness practices adapted for children aged 7ï11-years-old. Paws b can be 
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delivered by a class teacher, if they have completed an 8-week mindfulness course and the Paws 

b training course, or a freelance trained Paws b teacher. In this study, the course was delivered by 

the author who was also a Paws b teacher and a trained primary school teacher, but who did not 

work in either of the schools at the time of the study. This teacher delivered the course as part of 

PSHE lessons in the classroom setting, with the class teachers present. 

Paws b aims to teach children to develop more mindful and less automatic responses to 

their present moment experiences. The six themes covered in the course (i.e., óOur Amazing 

Brain,ô óPuppy Training,ô óFinding a Steady Place,ô óDealing with Difficulty,ô óThe Story Telling 

Mindô and óGrowing Happinessô) can be delivered using 12 individual lessons or 6 longer 

sessions with two lessons combined (MiSP, 2023). In this study, all sessions were delivered in 

45-minute sessions, as part of the PSHE curriculum. Participants were also invited to practise the 

mindfulness activities at least three times per week, at home, between each session. This was the 

first time the pupils had taken part in the Paws b course or any other mindfulness-based activities 

in school. The wait-list control group continued their usual PSHE curriculum without the 

addition of mindfulness throughout the study period, but these lessons were taught by the 

mindfulness teacher to eliminate teacher effects. For all but one of the control classes, the 

mindfulness teacher was provided with a lesson plan from the class teacher. The content of these 

lessons varied between year groups, depending on the PSHE theme they were covering at the 

time. Two year groupsô lessons were focused on keeping safe and the third was sustainability. For 

the control class who didnôt have pre-planned lessons, the mindfulness teacher was asked to plan 

a set of lessons around the theme of wellbeing. 

Measures  

Demographic Information 

All parents were asked to complete a demographics questionnaire. In the intervention 

group, 49 out of 81 questionnaires were returned (60%). For the control group, 19 out of 52 
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questionnaires were returned (36%). The gender, age and year group of all participants were 

supplied by each school. The demographics questionnaire aimed to gather further information on 

the participants ethnicity, first language at home, number of siblings, parentsô age, educational 

background and marital status. 

Self-Report Assessments 

To assess mindfulness, we used the Mindful Attention and Awareness Scale for Children 

(MAAS-C; Lawlor et al., 2014), a 15-item measure. This is an adapted version of the Mindful 

Attention and Awareness Scale (MAAS) for adults (Brown & Ryan, 2003), to be used with 

children of 8 years and above.  Authors of the scale adapted the original version by (a) altering 

language to be age appropriate and (b) changing the six-point Likert-type scale to read in a more 

child-friendly format (1= almost never, 2=not very often at all, 3=not very often, 4=somewhat 

often, 5=very often, 6=almost always). On analysis, items were reverse-scored and averaged, 

with higher scores indicating higher mindfulness. Lawlor et. al. (2014) reported the MAAS-C to 

be a reliable and valid instrument for children, with a reported internal consistency of 0.84 as 

assessed via Cronbachôs alpha. For this study, reliability was acceptable, (Ŭ = 0.72; ɤ = 0.71). 

Readability on the Flesch-Kincaid Grade Level Test was 5.8 indicating it would be suitable for 

10 ï 11-year-olds. Because some of our participant groups were younger than 10, each question 

on the questionnaire was read out to each class by the RA.  

To assess empathy, we used the Empathy Questionnaire for Children and Adolescents 

(EmQue-CA; Overgaauw et al., 2017), adapted from the Empathy Questionnaire (EmQue), 

developed by Rieffe et al., (2010). It is an 18-item questionnaire and is suitable for children from 

the age of 8. It specifically focuses on three aspects of empathy: (1) affective empathy: a scale 

that measures the extent to which the child/adolescent feels for the emotional state of the 

suffering person, (2) cognitive empathy: a scale that measures the extent to which the 

child/adolescent understands why the other person is in distress, and (3) intention to comfort: a 
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scale that measures the extent to which the child/adolescent is inclined to actually help or support 

the suffering person. Participants were asked to rate to what extent the description was true for 

them on a 3-point scale: (1) not true, (2) somewhat true, and (3) true (Pouw et al., 2013). All 

questions were (re)scored such that higher scores reflect higher empathy. Mean scores were 

calculated per scale. Reliability for this study was questionable (Ŭ = 0.68; ɤ = 0.66) for affective 

empathy, and acceptable for cognitive empathy (Ŭ = 0.70; ɤ = 0.70) and intention to comfort (Ŭ = 

0.77; ɤ = 0.76). For our study, the wording on question 1 was altered slightly from ñIf my 

mother is happy, I also feel happyò to ñIf someone I love is happy, I also feel happyò. This was in 

case any of the children in the study did not have a relationship with, or had lost their mother.  

Sharing Task 

This task was adapted from a sharing task (Flook et al., 2015) used for preschoolers 

which consisted of four separate trials in which children distributed stickers between themselves 

and a target recipient. The task took place in a quiet room within each school and was facilitated 

by the RA, who was blind to the conditions. The four target recipients included a most- and least-

liked peer (identified by the participant) from their class, an unfamiliar child in the same year 

group but from another school, and a child who was unknown but also unwell. Gender neutral 

names were used for the two unknown recipients. In each of the four trials, children were 

presented with an envelope for themselves labelled ñmeò and an envelope with the name of the 

designated target recipient. Children were given 10 stickers at the beginning of each trial and told 

they could keep as many as they would like for themselves and give as many as they would like 

to the other person. A script was used, and the RA turned away whilst the participant shared the 

stickers, so as not to influence the participants decision. At the end of the task, the ñmeò envelope 

was given to the child to take with them and, after the child left, the stickers from each of the 

other envelopes were counted. The number of stickers given to each of the four recipients is the 

sharing score, ranging from 0 to 10 for each recipient. A total score was computed, which ranged 
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from 0-40, and reflected the number of stickers donated across all four trials. Finally, an average 

sharing score was also computed. The stickers which had been allocated to classmates, by 

participants, were distributed two weeks after each data collection point. This allowed time for 

stickers to be counted and recorded. To ensure that all children received stickers and no one felt 

left out or disappointed, every child in each class received an envelope with ten stickers in, 

regardless of whether or not they had actually been allocated any. The decision to distribute 

stickers equally and to all children was agreed by the supervisory team, based on ethical and 

moral considerations. 

Teacher-Report Assessments 

The Strengths and Difficulties Questionnaire (SDQ) is a behavioural screening 

questionnaire developed by Goodman, (2017) to measure prosocial and maladaptive behaviours 

in children. It consists of 25 items that are divided equally between five scales: Prosocial 

Behaviour, Hyperactivity, Conduct Problems, Emotional Symptoms and Peer Problems. Teachers 

rate how closely the target child fits with each attribute on a 3-point scale as ñNot trueò, 

ñSomewhat trueò or ñCertainly trueò. Scores range from 0ï2 for each item and scores can be 

totalled for each scale with a possible total of 0-10 points. The prosocial subscale of SDQ was 

selected for this study, to be completed by class teachers at pre-intervention, post-intervention 

and follow-up, to assess childrenôs prosocial behaviour. Previous studies have used the prosocial 

subscale of the SDQ and not the remaining four subscales, when measuring prosocial behaviour 

(e.g., Joyce et al., 2010; Waldemar et al., 2016). Reliability for this study was very good (Ŭ = 

0.88; ɤ = 0.88). 

Peer-Report Assessments 

Following the procedures outlined by Parkhurst & Asher, (1992), and used by Schonert-

Reichl et al., (2015), peer nominations were used to obtain independent assessments of 

prosociality, whereby children nominated their classmates who fit particular behavioural 
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characteristics. Specifically, unlimited and cross-gender peer nominations were used to obtain 

independent assessments of childrenôs prosocial behaviour. Five types of prosocial behaviours 

were assessed: kind; shares and cooperates; helps others when they have a problem; trustworthy 

and understands othersô points of view. For each behaviour, children were provided with a list of 

all of their classmates and were asked to circle the names of their classmates on each list who fit 

the behaviour description; children could circle as many or as few names as they wanted. 

Originally, the peer nominations had also included two antisocial behaviours: breaks rules and; 

starts fights or arguments. It felt ethically inappropriate to ask children to name classmates who 

displayed these negative behaviours so these two questions were removed after the first classôs 

data collection session. Due to time constrains, this was facilitated as a whole class activity. If 

there had been more time for data collection, children would have been taken out individually to 

complete this set of measures. It was felt however, that this would be too disruptive to the class 

teacher and children during lessons. Children were however asked to complete their responses 

confidentially, and were encouraged not to discuss their responses. They were also reminded that 

it was normal to have different opinions and that responses would vary for each participant. For 

each question, the percentage of nominations each participating child received was computed by 

dividing the number of nominations received by the total number of children in the classroom. 

The average percentage score was then computed for each child. This methodology is consistent 

with published investigations in which peersô ratings of behaviours are considered to be a reliable 

and valid way in which to assess studentsô social behaviours in a school context (Schonert-Reichl 

et al., 2012; Wentzel et al., 2004). 

A sociometry measure of childrenôs level of acceptance by peers (one item: ñwould like 

to be in school activities withò) was assessed using the same nomination sociometric procedure 

used for obtaining measures of behaviours (e.g., Oberle et al., 2010; Schonert-Reichl et al., 

2015). Three measurements were taken from this data: a) the number of classmates each 
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participant voted for; b) the number of votes a participant received from classmates and; c) the 

average number of reciprocal relationships per class. 

Cross-contamination checks 

At the end of the study all participants were given a questionnaire to check for any cross-

contamination from the intervention group to the wait-list control group. Participants were asked 

questions about what they had been learning about in PSHE over the last term, and were asked 

specific questions about mindfulness exercises (which should only have been answered correctly 

by participants in the intervention group if no cross-contamination had taken place). They were 

also asked questions about the hypotheses of the study, to ensure children had remained blind to 

these throughout the duration of the study. 

Debriefing 

Following the cross-contamination questionnaire, the author visited each class and 

explained to the children what the study was about. It was explained to them that some of the 

classes had been taught mindfulness whereas the other half had been taught their normal PSHE 

lessons. The children were informed that the study was investigating how mindfulness may 

affect their feelings and behaviour towards others, compared to children who had not been taught 

mindfulness. They were then given the chance to ask any questions they had about the study.  

Data Analyses 

An a priori power analysis was conducted using G*Power version 3.1.9.7 (Erdfelder et 

al., 2009) to determine the minimum sample size required. Results indicated the required sample 

size to achieve 80% power for detecting a medium effect, at a significance criterion of Ŭ = 0.05, 

was n = 121. Thus, the obtained sample size of n = 133 was adequate for this study. Analyses 

were conducted with SPSS 28 and statistical significance was set at p < 0.05, using two-tailed 

tests. Mean imputation was used to ñfill inò missing data as the proportion of missing data was 

within the 20% allowance suggested by Peng et al., (2006) for school-based studies. Outliers 
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were not removed as the variability in measurement was estimated possible. The dependent 

variables in this study were the MAAS-C scores, the EmQue-CA scores, the sharing task scores, 

the SDQ prosocial subscale scores, the peer nominations scores, and the sociometry scores. The 

MAAS-C scores were presented as an average and ranged from 0-6. Because the EmQue-CA 

consists of three separate scales: affective empathy; cognitive empathy and intention to comfort, 

the average scores for each of the scales were presented. The sharing task score ranges from 0-

40. The SDQ prosocial subscale score ranged from 0-10. Peer nominations scores and 

sociometry scores were calculated as percentages. 

Before running statistical analyses addressing the research questions in this study, the 

preliminary descriptive statistics, randomisation checks and baseline scores across the two 

conditions were examined. This was an important step considering that the sampling for this 

study was performed on the classroom level, which could result in non-equivalence of the 

samples between the two conditions. To compare the groups on their baseline 

sociodemographics, we used Pearson chi-square tests for categorical data and independent t tests 

for continuous data.  

For each of the outcome measures, separate 2 (group: intervention vs. wait-list control) Ĭ 

3 (time: pre-intervention, post-intervention and follow-up) mixed-factorial analysis of covariance 

(ANCOVA) were conducted to examine changes between the two groups, over the three time 

points.  In all analyses, gender, age, school, and year group were included as covariates in order 

to control for potential confounds.  

Results 

Preliminary Descriptive Statistics 

The average age of the participants was 8.23 years (SD = 0.98), 52% (n = 69) were 

female and 48% (n = 64) male. Ninety-six percent of participants described their ethnicity as 

ñwhiteò (n = 128). The majority (57%, n = 76) of the participants were in Year 3, 26% in Year 4 
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(n = 34) and 17% in Year 5 (n = 23). Baseline sociodemographic characteristics for the 

intervention group and wait-list control group are displayed in Table 2.  

 

Table 2 

Sociodemographic Characteristics of Participants (n = 133) 

Demographics Intervention group (n = 81) Waitlist control group (n = 52) 

  n % M SD n % M SD 

Gender                 

         Male 38 46.9     26 50     

         Female 43 53.1     26 50     

Age in Years     8.1 0.9     8.5 0.9 

Year Group                 

         Year 3 51 63.0     25 48.1     

         Year 4 23 28.4     11 21.1     

         Year 5 7 8.6     16 30.8     

School                 

         School A 38 46.9     36 69.2     

         School B 43 53.1     16 30.8     

 

Randomisation Checks 

An independent sample t-test found that the wait-list control group had a significantly 

higher age mean than the intervention group t(107.92) = 2.89, p =.005, d = .516, with a medium 

effect size (see table 1 for means). A Pearson Chi square test revealed no significant difference 

for gender between the two  groups, x2(1, n = 133) = 0.12, p = 0.73, ű = 0.03, but a significantly 

higher proportion of children from school B in the intervention group, compared to school A 

x2(1, n = 133) = 6.39, p = 0.011, ű = 0.219, with a small effect size, and a significantly larger 

number of children from year 3 in the intervention group compared to the wait-list control group  
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x2(2, n = 133) = 10.84, p < 0.004, ű = 0.286, again with a small effect size. These results can be 

explained due to the randomisation method taking place at class level rather than individual 

level. School B invited only their Year 3 children to participate, and because they were a three-

form entry, two out of the three were randomly assigned to the intervention group. As this school 

accounted for 44% (n = 59) of all participants, this led to the significant differences between the 

two groups. 

Cross-contamination check 

Children were asked what they had been learning about over the last term in PSHE. 

Answers which included any of the following words were scored as 1: mindfulness; breathing; 

paws b; finger breathing; mind; brain; petal practise; puppy training. Any other answers or no 

answer were scored as 0. No participants in the control group were scored as 1. Children were 

also asked what the other class in their year group had been learning about. The same scoring 

criteria was used. 3 children in the control group scored 1. We are confident therefore that no 

major cross-contamination of learning took place.  

Baseline Comparisons 

Independent sample t-tests revealed no significant differences at baseline between the 

intervention group and the wait-list control group for self-reported mindfulness t(131) = 1.56, p 

= 0.12, d = 0.28 or empathy (affective t(131) = 0.14, p = 0.892, d = 0.024 cognitive t(131) = 

0.44, p = 0.658, d = 0.079 and intention to comfort t(131) = 1.48, p = 0.142, d = 0.262), nor for 

the sharing task t(131) = 1.97, p = 0.051, d = 0.349, teacher-reports t(131) = 0.88, p = 0.381, d = 

0.156 or peer-reports t(131) = 0.03,  p = 0.975, d = 0.005 of prosocial behaviour, or sociometry 

scores (votes for classmates t(131) = 0.46, p = 0.647, d = 0.081, votes for participants t(131) = 

0.29, p = 0.776, d = 0.051, reciprocal votes t(8) = 0.69, p = 0.507, d = 0.416) (see table 2 for 

means). 

Main Analysis 
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Table 3 provides descriptive statistics for the complete data set, for each measure at pre-

intervention, post-intervention and 3-month follow-up. The intervention analyses are reported 

below for each variable considered: 

Table 3 

Descriptive Statistics for all Outcome Measures at Three Time Points 

Outcome Time Intervention group Wait-List control group 

  M SD M SD 

Mindfulness T1 3.59 0.75 3.80 0.79 

 T2 3.63 0.86 3.73 0.80 

 T3 3.55 0.98 3.61 0.71 

Prosocial subscale of SDQ T1 7.53 2.54 7.92 2.47 

 T2 8.21 2.30 7.67 2.47 

 T3 7.89 2.35 8.13 2.40 

Affective empathy T1 1.08 0.45 1.07 0.37 

 T2 1.12 0.47 1.11 0.38 

 T3 1.05 0.46 1.12 0.39 

Cognitive empathy T1 1.35 0.45 1.38 0.45 

 T2 1.27 0.47 1.27 0.51 

 T3 1.30 0.42 1.40 0.46 

Intention to comfort T1 1.55 0.45 1.66 0.35 

 T2 1.56 0.42 1.58 0.40 

 T3 1.55 0.43 1.61 0.39 

Sharing task T1 5.85 1.32 5.33 1.77 

 T2 5.80 1.58 5.75 1.81 

 T3 5.60 1.80 5.47 1.73 

Peer Nominations T1 46.95 18.19 47.05 19.00 

 T2 50.43 19.24 49.20 18.59 

 T3 52.76 18.66 49.52 19.12 

Sociometry      

 Votes for classmates T1 9.14 5.47 9.44 6.13 

 T2 10.83 6.19 9.25 5.86 

 T3 10.60 7.02 9.67 6.70 

 Votes for participants  T1 8.06 3.96 8.44 3.48 

 T2 8.90 4.25 7.29 3.63 

 T3 9.02 4.42 7.92 3.51 

 Reciprocal friendships  T1 2.03 0.63 1.79 0.39 
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 T2 2.19 0.66 1.31 0.22 

Note. T1 = pre-intervention, T2 = post-intervention, T3 = follow-up M = mean SD = standard 

deviation 

 

Self-Report Assessments 

A 2 (intervention vs wait-list control) x 3 (pre-intervention vs post-intervention vs follow-

up) mixed-factorial ANCOVA for mindfulness scores showed no significant differences between 

the two groups, F(1,127) = 0.66, p = 0.418, ɖĮ  = 0.005, and no significant differences across the 

three time points F(2, 254) = 0.64, p = 0.53, ɖĮ  = 0.005. There was no significant time by group 

interaction F(2,254) = 0.97, p = 0.369, ɖĮ  = 0.008 therefore showing that mindfulness scores did 

not change significantly across time between either the intervention group or the wait-list control 

group. 

To assess empathy, a 2 (intervention vs wait-list control) x 3 (pre-intervention vs post-

intervention vs follow-up) mixed-factorial ANCOVA was completed for each of the three scales 

of the EmQue-CA. There were no significant results for group, time, or group x time interaction 

for any of the empathy scales, meaning childrenôs self-assessed level of empathy did not differ 

between intervention group and control group following the mindfulness intervention or at 

follow-up. Results are presented in Table 4. 

Table 4 

ANCOVA Results for EmQue-CA Scales 

Empathy scale Effect F p Partial n2 

Affective empathy Group 0.12 0.725 0.001 

  Time 1.04 0.356 0.008 

  Group x Time Interaction 0.17 0.846 0.001 

Cognitive empathy Group 0.04 0.839 0.000 

  Time 0.35 0.707 0.003 

  Group x Time Interaction 1.02 0.363 0.008 
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Intention to comfort Group 1.37 0.243 0.011 

  Time 0.94 0.393 0.007 

  Group x Time Interaction 1.14 0.322 0.009 

 

Sharing Task 

A 2 (intervention vs wait-list control) x 3 (pre-intervention vs post-intervention vs follow-

up) mixed-factorial ANCOVA for the sharing task total scores revealed no significant differences 

between the two groups F(1,127) = 1.36, p = 0.245, ɖĮ  = 0.011, no significant differences across 

the three time points F(1.79, 226.94) = 0.002, p = 0.997, ɖĮ  = 0.000, and no significant time by 

group interaction F(1.79, 226.94) = 1.23, p = 0.292, ɖĮ  = 0.01, showing that the number of 

stickers given away across time, did not differ significantly between the intervention group and 

the wait-list control group. 

Teacher-Report Assessments 

A 2 (intervention vs wait-list control) x 3 (pre-intervention vs post-intervention vs follow-

up) mixed-factorial ANOVA for the SDQ scores revealed no significant differences between the 

two groups, F(1, 127) = 0.13, p = 0.724, ɖĮ  = 0.001, and over the three time points, F(1.82, 

231.37) = 1.41, p = 0.247, ɖĮ  = 0.011. There was a significant group x time interaction between 

the intervention group and wait-list control group for the first two time points (pre-intervention 

and post-intervention) F(1, 127) = 7.35, p = 0.008, ɖĮ  = 0.055, with a small effect size. The 

intervention group were rated as significantly more prosocial, by their teachers, at post-

intervention, compared to the wait-list control group, but this effect was no longer visible at 

follow-up F(1, 127) = 0.12, p = 0.73, ɖĮ  = 0.001. 

Peer-Report Assessments 

For the peer nominations, a 2 (intervention vs wait-list control) x 3 (pre-intervention vs 

post-intervention vs follow-up) mixed factorial ANCOVA was conducted on the data. There were 

no significant differences between the two groups F(1, 127) = 0.09, p = 0.771, ɖĮ  = 0.001, nor 
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was there a significant difference across the three time points, F(1.85, 234.77) = 0.26, p = 0.752, 

ɖĮ  = 0.002. There was also no significant group x time interaction, F(1.85, 234.77) = 0.22, p = 

0.788, ɖĮ  = 0.002, meaning that the change in scores from pre-intervention to post-intervention 

to follow-up did not change or differ significantly for the intervention group or the wait-list 

control group. 

To understand prosociality in more detail, the five different prosocial characteristics 

(kind, helpful, trustworthy, understands othersô points of view and shares and cooperates) were 

analysed separately. The prosocial characteristics ñhelpfulò and ñshares and cooperatesò did 

reveal significant time x group interactions. Children in the intervention group were voted as 

significantly more helpful than the wait-list control group, by their peers, following the 

mindfulness intervention, F(1, 127) = 9.37, p < 0.003, ɖĮ  = 0.069, with a medium effect size, and 

this difference was still prevalent at follow-up F(1, 127) = 7.96, p = 0.006, ɖĮ  = 0.059. For 

ñshares and cooperatesò the wait-list control group were voted significantly higher than the 

intervention group at post-intervention F(1, 127) = 14.27, p < 0.001, ɖĮ  = 0.101, with a medium 

effect size but this was no longer visible at follow-up, F(1, 127) = 1.61, p = 0.207, ɖĮ  = 0.012.  

For the sociometry scores, a 2 (intervention vs wait-list control) x 3 (pre-intervention vs 

post-intervention vs follow-up) mixed factorial ANCOVA was conducted on the data. Results are 

displayed in table 5. There was a significant time x group interaction from pre-intervention to 

post-intervention. At post-intervention the participants in the intervention group received a 

significantly higher percentage of votes from their peers than the participants in the wait-list 

control group. Participants were voting on who they would like to be in school activities with, 

suggesting that following a mindfulness intervention, participants were more popular with their 

peers than children in the wait-list control group. 
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Table 5 

Sociometry Outcome Data 

Sociometry Outcome Effect F p n2 

Number of classmates 

selected by participant 

Group 0.41 0.523 0.003 

Time 2.47 0.086 0.019 

Group / Time Interaction 0.74 0.478 0.006 

Number of votes received 

by participant 

Group 0.47 0.494 0.004 

Time 0.35 0.708 0.003 

Group / Time Interaction 4.90 0.028 0.037 

 

 To investigate the sociometry measure further, we considered reciprocal relationships 

within each class, i.e., how many friendships were reciprocated in each class. This was analysed 

at post-intervention, but not at follow-up, as the children in the classes were moved around 

between post-intervention and follow-up. There was a significant difference between the scores 

for the two groups at post-intervention t(8) = 2.52, p = 0.04, d = 1.383, with a large effect size. 

The number of reciprocal relationships increased at post-intervention for the intervention group 

whereas, for the wait-list control group, this number decreased.  

Discussion 

This RCT examined whether the SBMP ñPaws bò had an effect on childrenôs levels of 

self-assessed mindfulness, self-assessed empathy (affective empathy, cognitive empathy, 

intention to comfort), observable sharing behaviours, peer-assessed and teacher-assessed 

prosocial behaviour and peer relationships. The study also included a follow-up continuing past 

the immediate post-intervention assessments, comparing the outcomes of the intervention with a 

wait-list control group, who received their normal planned PSHE lessons. Results showed no 

significant differences in self-assessed mindfulness, or self-assessed empathy between the 

intervention group and wait-list control group at post-intervention or at the 3-month follow-up 
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point. There were no significant differences in sharing behaviours between the intervention 

group and wait-list control group at post-intervention or follow-up. The intervention group were 

however voted as significantly more helpful by their peers, compared to the wait-list control 

group, at post-intervention, and this continued to follow-up. The intervention group were also 

voted as significantly more prosocial by their teachers at post-intervention, compared to the wait-

list control group, but this difference was no longer visible at follow-up. Following the 

intervention, the intervention group were voted as significantly more popular by their classmates, 

compared to the control group.  

Our first hypothesis was that the SBMP would significantly increase self-reported 

mindfulness compared to the wait-list control group. This hypothesis was not confirmed as the 

two groups did not differ significantly at post-intervention or follow-up. This contradicts findings 

from previous studies (e.g., Schonert-Reichl et. al. 2015). Secondly, we hypothesised that 

empathy would increase significantly for the intervention group compared to the wait-list control 

group. Empathy was measured in three forms: affective empathy, cognitive empathy and 

intention to comfort. The hypothesis was not confirmed as the two groups did not differ 

significantly at post-intervention or follow-up. Possible reasons for these null findings are 

discussed below. Thirdly, we hypothesised that childrenôs prosocial behaviour would increase 

significantly for the intervention group compared to the wait-list control group. This was 

measured through teacher assessment, peer assessment, sociometry, and an observable sharing 

task. Our third hypothesis was partially supported through teacher assessments, peer assessments 

and sociometry, but not through observable sharing behaviour.  

The significant increase in peer assessed helping behaviour for the intervention group 

was in line with findings from Schonert-Reichl et al., (2015) who also assessed helpfulness 

through peer nominations. A systematic review also found evidence that MBIs predicted 

increases in helping behaviours, with medium effects sizes (Donald et al., 2019). In testing their 
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hypothesis that mindfulness interventions which focus on the cultivation of prosocial emotions 

would have a larger effect on helping behaviour than those that focus only on cultivating mindful 

awareness, Donald and colleagues (2019) found no evidence to support this claim. This suggests 

that mindfulness by itself is sufficient to produce increases in helping behaviour. Although there 

is no specific teaching in the Paws b course about being helpful, in the last two lessons children 

are taught about gratitude. They are shown a Venn diagram called the Magic Mix which includes 

the words gratitude, kindness and happiness. Here the intention is to help the children recognise 

that their kindness and warmth in their connection with others can have a direct impact on how 

they feel and how others feel, (MiSP, 2023), therefore promoting prosocial communication. 

Because helpfulness was measured through peer assessment, it may in fact be the case that, 

rather than children acting in a more helpful way to their peers, peers themselves are more 

perceptive to children acting in helpful ways. The final two lessons of the course encourage 

children to notice positive events, which may bring happiness, so perhaps children notice their 

peers being helpful following these lessons. 

The increase in the intervention groupôs prosocial behaviour, as assessed by their 

teachers, was in line with Sciutto et al., (2021) who found that, from pre-programme to post-

programme, teacher ratings of studentsô prosocial behaviour increased. Similar results have been 

found with the child version of the SDQ (Waldemar et al., 2016). The significant results in this 

study were only visible at post-intervention and no longer significant at follow-up. It may be that 

at some point between post-intervention and three months later this increase in prosocial 

behaviour is lost, and that SBMPs do not produce long lasting effects on prosocial behaviour. 

Possibly, mindfulness practice needs to continue for the effects to remain present. As we did not 

measure continued practice following the intervention, we are unable to assess this theory. We 

should note that, between post-intervention and follow-up, all classes had a six-week summer 

holiday and then returned to a new teacher for the next academic year. It is possible that the new 
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teacher, who assessed the children after one month of teaching them, was not as exposed to their 

prosocial behaviours to the same degree as the teacher previously, who had taught them for a 

whole year. Finally, it was impossible to blind teachers to condition, therefore the post-

intervention teacher results may have shown response-bias. 

The results of the sociometry were also in line with previous findings by Schonert-Reichl 

et al., (2015), who found that an SBMP led to significantly greater peer acceptance within 

classes. Previous research has found that prosocial children are significantly more popular within 

the classroom (Warden & Mackinnon, 2003) and that children are more likely to be nominated as 

popular by peers when they exhibit higher levels of prosocial behaviour (Kornbluh & Neal, 

2014). It could be suggested, therefore, that the increase in helpfulness (one characteristic of 

prosocial behaviour) following the SBMP, in turn, led to participants being voted as more 

popular by their peers. Alternatively, SBMPs may lead to increased peer acceptance and this may 

in turn lead to popular children being voted as more prosocial by peers. This link between 

popularity and peer nominated prosocial behaviour was found in a study (Greener, 2000) in 

which popular children were rated as significantly more prosocial than all other sociometric 

groups. While studies support the theory that SBMPs can lead to increased peer acceptance 

(Schonert-Reichl et al., 2015), the mediating effect of peer acceptance on peer-rated prosocial 

behaviour following SBMPs has yet to be investigated. 

There are a number of possible explanations for the null findings for self-assessed 

mindfulness and empathy. It is likely that the null findings for mindfulness may be due to lack of 

implementation of mindfulness outside of the weekly sessions. Mindfulness-based interventions 

encourage home practice to cultivate the development and enhancement of skills (Quach et al., 

2016). One substantial difference in Schonert-Reichl et. al. 's (2015) study was that, alongside 

the weekly 40ï50-minute lesson, the mindfulness exercises were practised every day for three 

minutes, three times per day. As the Paws b course in this study was delivered by an external 
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mindfulness teacher, it was not possible for the untrained class teacher to lead the mindfulness 

practises during the week, in the absence of the mindfulness teacher. As recommended by MiSP, 

(2023) the children in our study were invited to practise mindfulness exercises at least three 

times per week at home, however, as implementation outside of sessions was not measured 

directly, we are unable to draw conclusions about the effect it had. In another study investigating 

the effects of Paws b (Vickery & Dorjee, 2016), students were asked how often they practised 

mindfulness outside of school using a 4-point Likert scale (never, rarely, often, every day). 

60.6% of participants responded ónever,ô or órarely,ô. One study measuring home practice through 

completion of a daily log, indicated that home practice compliance was poor relative to 

suggested home practice (Quach et. al., 2016). In the study, adolescents in the mindfulness 

meditation group practised outside of intervention sessions for only a quarter of the total 

recommended time. A measurement of home practice for our study, in the form of a diary or log, 

could have helped in understanding the impact of dose on effects. As suggested by students in 

Schwind et al.'s (2017) study, preparing audio-taped step-by-step instructions could have been 

one method to support consistent home practice.  

In addition, the MindUP curriculum used in Schonert-Reichl and colleagues (2015) study 

included lessons that involved performing acts of kindness for one another and collectively 

engaging in community service learning activities. These activities were aimed at changing the 

ecology of the classroom environment to one in which belonging, caring, collaboration, and 

understanding others is emphasised to create a positive classroom milieu (e.g., Staub, 1988). This 

may explain the increase in empathy, which was not as prevalent in our study.  

Secondly, it may be that the intervention used in our study, Paws b, is actually benign and 

does not deliver sufficient training in key mindfulness skills to impact mindfulness and empathy. 

However, previous studies that have used Paws b have found positive significant changes in 

psychological variables which are associated with prosociality in classrooms, e.g. decreases in 
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negative affect (Vickery & Dorjee, 2016) and increases in attention skills (Thomas & Atkinson, 

2016). When looking at alternative mindfulness courses for children we have not been able to 

find one that has yielded greater significant results regarding psychological and interpersonal 

effects. Identifying and evaluating specific mindfulness activities that have an effect on empathy 

might be an area of further development.  

A third possibility for the null findings is that the measures were unsuitable for the 

youngest participants in the study. The MAAS-C was selected as the most appropriate self-report 

measure of mindfulness as, to date, it has been validated with the youngest population (8ï9-year-

olds). Nevertheless, the youngest children in this study were seven years old, and although all 

items were read out to the children, cognitively, this questionnaire may have been challenging for 

the youngest of the children to understand, and therefore may have affected the accuracy of the 

results. A similar study which compared children who had received the Paws b course to a 

control group of children, measured mindfulness using the Child and Adolescent Mindfulness 

Measure (CAMM) (Greco et al., 2011). They also found no significant time by group interaction 

for mindfulness and the average age of participants was below the validated age for the CAMM 

(Vickery & Dorjee, 2016). Therefore, the measure may be providing inaccurate results, because 

of the age group it was administered to. This was also the case for the EmQue-CA, which had 

been validated for children as young as 8 years but not 7.   

The null results of the sharing task were also contradictory to previous studies (Flook et 

al., 2015; Viglas & Perlman, 2018; Berti & Cigala, 2020). These studies however involved 3ï5-

year-old children rather than 7ï10-year-old children. It appears that, for preschoolers, studies 

have shown improvements in sharing behaviour following an SBMP, whereas in our study this 

was not the case. We are unaware of a study involving primary school aged children which has 

measured sharing behaviour directly, so perhaps SBMPs do not increase sharing in this particular 

age group, however without the comparison of other studies with this age group, it is difficult to 
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draw conclusions. One study which did investigate this age group (Schonert-Reichl et. al., 2015), 

found that children in the intervention group were more likely to improve from pre-intervention 

to post-intervention in peer-rated sharing, compared to the control group. In the analysis of peer-

rated prosocial behaviours in our study, the children in the control group were in fact rated as 

significantly better at ñsharing and cooperatingò at post-intervention compared to the 

intervention group where there was no significant increase. These results were unexpected and 

could perhaps be based on differences in the content of MindUp compared to Paws b. It is 

important to highlight that sharing is just one of many displays of prosocial behaviour. It would 

be interesting to measure other forms of prosocial behaviour in direct behavioural tasks, e.g. 

helping behaviours or acts of trustworthiness or kindness. 

Finally, it may be that there are other variables that may moderate the effects of 

mindfulness programmes with children. For instance, variations in classroom teacher 

characteristics (e.g., programme ñbuy-inò), school structures (e.g., one class teacher or a job 

share of two class teachers in one class), or contextual influences (e.g., facilitator-teacher 

communication) may explain why a similar programme might have different effects across 

studies (Dariotis et al., 2016).  As the field moves toward larger-scale studies, school-related 

factors will be important to consider (e.g., teacher buy-in) (Baelen et al., 2022). MiSP 

encourages teachers to embed the mindfulness course into school life as much as possible. They 

suggest that, for their courses to be most effective, they should be part of a whole school 

initiative whereas many teachers as possible are on board. This includes the use of posters 

around the school, full teacher participation when they are not teaching the course themselves, 

regular practice throughout the school week, and encouragement for the children to practise at 

home. As the schools in our study selected specific year groups to take part, we were unable to 

facilitate this whole school initiative as suggested by the course developers. 

Limitations and Future Research 
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There were various limitations to this study. First, analyses were conducted at the 

individual child level even though randomisation to groups was done at the classroom level. This 

limits the causal inferences to be drawn from this study. Unfortunately, the small number of 

classrooms did not provide sufficient statistical power to use multilevel modelling (MLM)- 

analysing data at classroom level. A sample size of at least 40 clusters (e.g., classrooms or 

schools) needs to be given in order to achieve satisfactory statistical power in classroom-based 

programme evaluation using MLM (Raudenbush, 1997). Hence, analyses were conducted at the 

level of the individual (i.e., child), rather than at the classroom level. The clustering of children 

within classrooms results in the non-independence of subjects, which could bias the statistical 

tests used to identify intervention effects. This is a major challenge to evaluations of universal, 

school-based interventions when insufficient resources exist to recruit large numbers of 

classrooms or schools (Stoolmiller et al., 2014). Although methodological research has indicated 

that significance levels resulting from individual level analyses where a programme was 

implemented at the level of the classroom may be overstated (e.g., Donner et al., 2000), it has 

also supported the notion that effect sizes remain unbiased (Rindskopf, 2009). Nevertheless, it is 

possible that these methodological limitations of having a classroom-level intervention but an 

individual-level analysis could have implications for the interpretation of the results. Future 

studies could consider using linear mixed modelling to inform readers more accurately of 

classroom level effects. 

Secondly, with regard to our teacher and peer assessments, neither class teachers nor 

peers were blind to treatment conditions. Although peers as participant observers can provide 

important sources of information about their classmatesô behaviours, both inside and outside of 

the classroom, our peer behavioural assessment measure of prosocial behaviours may have been 

influenced by peersô knowledge about the experimental condition. We suggest that peersô ratings 

of classmatesô behaviours would be less likely than teachersô to be influenced by knowledge of 
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the conditions, given that it is unlikely that children would be able to offer specific hypotheses of 

the study. Nonetheless, we have no data to support this suggestion, and future investigations of 

the Paws b course would benefit from collecting data from observers, blind to conditions to 

allow for a more objective measure of childrenôs behaviours. Similar concerns arise with respect 

to using teacher report measures of students when teachers are not blind to the condition to 

which a classroom has been assigned in a study.  

Thirdly, this study failed to collect in-depth assessments of participant responsiveness and 

experiences, critical aspects of implementation (Baelen et al., 2022) that have been shown to 

contribute to intended outcomes (e.g., Monteiro, 2020; Roeser et al., 2022). It may have been 

helpful to assess the use or implementation of mindfulness outside of the lessons. This could 

have been achieved by providing each participant with a home practise diary, to record each time 

they had a go at a practise, or by asking them at the end of the study how often they practised 

mindfulness at home. It also could have been achieved by providing teachers with a class 

practice record to record each time the class practised one of the mindfulness exercises, as used 

in Schonert-Reichl et. al.ôs (2015) study. Nonspecific effects of school-based interventions, e.g., 

interaction, interest, and attention are valuable parts of the intervention itself that we should 

acknowledge when we study intervention mechanisms (Donovan et al., 2009).  

A final limitation was the variation in lessons provided for the wait-list control 

participants. There were a range of PSHE themes taught across these classes, from wellbeing and 

keeping safe, to sustainability. Although it was not possible in this study to teach all wait-list 

control participants the same PSHE lessons, it may be worth considering this option in future 

studies, in order to illuminate confounding variables. 

 One direction for future research would be to measure differences in the long-lasting 

effects of mindfulness, depending on whether practice and / or teaching of mindfulness continues 

beyond the initial 12-week course. We cannot comment at this stage on whether continued 
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practice would result in longer lasting prosocial effects. It would also be useful to measure 

empathy and prosocial behaviour through other means, to compare findings from this study. One 

suggestion would be to measure observable prosocial behaviours in a naturalistic setting, for 

example in the playground, as used with preschoolers in previous studies (e.g., Berti & Cigala, 

2020). Finally, consideration of the mechanisms involved in this change in prosocial behaviour 

and peer acceptance would provide a deeper level of understanding as to how and why 

mindfulness training may increase certain aspects of prosocial behaviour in children. 

 This study was conducted prior to the release of Baelen et. al. 's (2022) SBMP 

Implementation Framework (SBMP-IF). Although every effort has been made to adhere to the 

reporting recommendations in the SBMP-IF, there were aspects of the framework which were 

not measured (e.g., feasibility, acceptability and responsiveness), and therefore we were unable 

to report on. In order to allow researchers to identify the core components of SBMPs and discern 

for whom and under what conditions SBMPs work, future studies should make every effort to 

adhere to these guidelines in the planning of any SBMP data collection. 

Overall findings suggest that, for 7ï10-year-olds, the SBMP, Paws b, delivered by a 

mindfulness teacher, once per week, for one school term, does not significantly increase self-

assessed levels of mindfulness or empathy, nor does it increase observed sharing behaviours. 

Findings suggest however that the SBMP Paws b does increase helpfulness, as judged by peers 

and teacher assessed prosocial behaviour. It also increases popularity of pupils involved in the 

SBMP, and reciprocal relationships within the classes of those who take part in the SBMP. This 

was the first study, to our knowledge, to measure empathy and prosociality with this age group in 

the UK. Results suggest that SBMPs may lead to increases in certain aspects of prosociality in 

children. Further research considering the mechanisms behind these changes may provide a 

better understanding of the results. 
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Foreword to Chapter 3 

 

The first study aimed to investigate the effects of mindfulness on prosocial behaviour in children, 

through quantitative analysis of data from a RCT, across two schools. Findings included 

increased teacher-assessed prosocial behaviour, increased peer-assessed helpfulness and 

increased reciprocal relationships, following the Paws b course. However, as highlighted by 

Schindler and Friese (2022), although studies can provide valuable proof-of-principle evidence 

(i.e. they can show that in principle, a mindfulness intervention can at least briefly foster 

prosocial behaviour), to confidently reinforce the standpoint that mindfulness can foster 

prosocial behaviour, in ways that matter for everyday life, we need more compelling evidence 

(Schindler & Friese, 2022). In order to gain an insight into the experience and understanding of 

mindfulness, from the children who had been taught the Paws b course, we conducted a focus 

group study in the week following the final session. This focus group study was conducted to 

address some of the questions which quantitative studies are unable to respond to. For example, 

contrary to previous findings with preschoolers, sharing did not increase in the RCT, in fact the 

control group were rated as better at sharing than the mindfulness group following the 

intervention. Another surprising finding was the non-significant difference in mindfulness scores 

and empathy scores between the two groups, following the SBMP. This suggests, contrary to our 

theoretical assumptions, that the process or mechanisms responsible for an increase in elements 

of prosocial behaviour may not be increases in dispositional mindfulness or empathy. To gain a 

deeper understanding of the process or mechanisms which may be involved in mindfulness 

practice it is important to consider the experience of the participants, and to find out about their 

understanding and perspectives of mindfulness and how it may relate to prosocial behaviour. 

This focus group study will now be presented in Chapter 3. 
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CHAPTER 3 

The Childôs Perspective on the School-Based Mindfulness Programme, Paws b. 

 

Abstract 

School-based mindfulness programmes (SBMPs) are becoming widely used in primary schools, 

however findings regarding their effectiveness are controversial. Understanding how children 

describe and interpret the experience of taking part in these programmes may hold the key for 

improving their effectiveness. In this study we sought to gather childrenôs views about a 12-

lesson SBMP called Paws b. A week after the completion of the SBMP in five classes of two 

primary schools, during Personal Social and Health Education (PSHE) lessons, we conducted 

four focus groups with 8 and 9-year-olds. We randomly selected two girls and two boys from 

each class to form each focus group. The discussion was led by a different researcher that had 

not been associated with the delivery of the lessons. A thematic analysis was conducted on the 

transcribed data. We identified three major themes in childrenôs discussions: 1) Mindfulness as 

instrumental for self-regulation, 2) Continued practice can lead to positive changes, and 3) 

Embedded memories from Paws b. The themes indicate that children remembered specific 

instructions and techniques, enjoyed the training although not always from the beginning, 

observed changes in themselves and in their classmates and understood mechanisms through 

which mindfulness training can have positive effects. Implications of these findings are discussed 

in relation to both the content of this specific SBPM and the way in which the course was 

delivered.  

Keywords: school-based mindfulness programme, Paws b, primary-school children, focus 

groups for children 
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Highlights 

 Focus groups were carried out with 8-9-year-old to explore views and memories 12-

lesson, school-based mindfulness programme (SMBP), Paws b. 

 Children engaged in the focus group discussions with recollections about the teaching 

and examples from their and their classmates' behaviour. 

 Children reported using mindfulness practices to regulate negative emotions. 

 Children explained how long-term mindfulness practice could facilitate positive change 

in behaviour. 

 Children had had a positive experience with this SMBP and could name and demonstrate 

practices and knowledge gained from the course. 
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Introduction 

The field of mindfulness has experienced an exponential growth in publications, research and 

programmes in schools and universities over the past decade (Weare, 2019). The growth in 

school-based mindfulness programmes (SBMPs) has resulted in an expanding body of research 

examining the impacts of such programmes on student outcomes (Jennings, 2023). Empirical 

evidence of the beneficial effects of mindfulness includes improvements in childrenôs attention, 

well-being, self-regulation and cognitive control (Schonert-Reichl et al., 2015). Furthermore, 

there is promising evidence that these programs reduce studentsô feelings of anxiety and 

depression, support their physical health, and assist them in engaging in healthy relationships 

with others (Roeser et al., 2022). Mindfulness is commonly defined as ñpaying attention in a 

particular way: on purpose, in the present moment, and non-judgmentallyò (Kabat-Zinn, 1994, p. 

4). Mindfulness meditations involve selecting a point of focus, such as the breath, or a physical 

action such as raising and lowering arms, and regulating and directing attention to that point with 

sustained focused attention (Bishop et al., 2004). It enables those who practise it to be better able 

to be with their present experience, and respond more skilfully to what is actually happening in 

the present moment. (Costello, E. & Lawler, 2014). 

 Most of the scientific literature on the benefits of mindfulness for children has focused 

on psychological and physical effects, however, there has more recently been a parallel interest 

in its inter-personal and collective effects (Kreplin et al., 2018). In a recent systematic review 

(Malin, 2023), SBMPs were considered in relation to how they may promote a positive school 

climate. Consistencies across studies were observed in emotional and behavioural regulation, 

prosocial behaviours, and reducing stress and anxiety in students. Findings suggest that SBMPs 

could be potential mediators in improving school and class climates. Quantitative studies have 

found an increase in certain prosocial behaviours following a school, or pre-school, mindfulness-

based programme. Sharing behaviour increased in preschool children, following a kindness 
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curriculum which had aspects of mindfulness within it (Flook et al., 2015). Following a 6-week 

mindfulness programme, preschoolers were rated as more prosocial by their teachers (Viglas & 

Perlman, 2018). Berti & Cigala (2020) found increases in observable sharing, helping and 

comforting behaviours during pre-schoolersô play times, following a 6-week mindfulness 

intervention. Primary school aged children were rated as more prosocial by peers following a 

mindfulness intervention (Schonert-Reichl et al., 2015).  

Malin (2023) suggests that these increases in prosocial behaviours develop through 

improved quality of relationships between students, their peers, and teachers. These findings 

have important implications for schools as a more positive class climate can have a direct effect 

on pupil and teacher mental health as well as academic achievement (Hamre & Pianta, 2001). 

Therefore, understanding how mindfulness may affect prosocial behaviour from the childôs 

perspective is important in gaining knowledge of the mechanisms which may be at play. One 

theory is that mindfulness practice may lead to increased empathy and compassion over time 

(Schindler & Friese, 2022). Cheang and colleagues (2019) examined the research to date which 

considered the link between mindfulness, empathy and compassion, involving children and 

adolescents. In their systematic review of quantitative studies, they found convincing support in 

favour of SBMPs increasing empathy in children and adolescents.  

The majority of studies to date investigating SBMPs have focused primarily on 

quantitative measurements of programme outcomes (Dariotis et al., 2017), with less focus on in-

depth explorations of individualsô experiences of mindfulness, using qualitative methodologies. 

In particular, there has been minimal research examining how young children (five to 12 years 

old) perceive the practice (Ager et al., 2015). It has been suggested that there is a critical need to 

explore this growing field of educational practice by using qualitative research methods (Roeser 

et al., 2012). Qualitative research is an important complement to outcome research on SBMPs, 

enabling participant-focused insight into the meaning and complexities of quantitative findings 



ту 
 

(Hutchinson et al., 2018). First-hand accounts from the children who participate in SBMPs, 

however, are rarely presented (Sapthiang et al., 2019). Understanding childrenôs perspectives on 

SBMPs can only serve to improve these programmes which are intended to benefit children 

themselves (DôAlessandro et al., 2022), through providing information about student learning 

and application of skills. Qualitative studies may add to the understanding of the SBMPs by 

describing the process in which the benefits are learned and internalised (Wang & Hagins, 2016) 

and thereby informing the practical application as well as the theory underlying SBMPs. This has 

potential to deepen our understanding of mindfulness mechanisms and guide future research and 

practice with respect to measuring proximal and distal outcomes of SBMP components (Dariotis 

et al., 2017). 

Qualitative studies focusing on outcomes of SBMPs and yoga programmes have also 

described benefits with respect to social outcomes (e.g., self-assertion, improved peer 

relationships) (Case-Smith et al., 2010; Conboy et al., 2013). In their systematic review of 

qualitative research on childrenôs opinions of classroom-based mindfulness programmes, 

Sapthiang et al. (2019) highlighted four major themes, including using attentional processes to 

regulate emotions and cognitions, stress reduction, improved coping and social skills and 

calming and/or relaxation. Most qualitative studies have focused on high school-aged students 

however, with far fewer including elementary, or middle school-aged youths (Dariotis et al., 

2017).  

One qualitative study (Ager et al., 2015), conducted in New Zealand, analysed 6-10-year-

oldsô journals and focus groups throughout an SBMP. The study aimed to investigate the research 

question: ñWhat are studentsô perspectives of learning mindfulness practices at school?ò The 

SBMP was called, ñMeditation Capsules: A Mindfulness Program for Children,ò developed in 

Australia (Joyce et al., 2010). The programme was presented in a text book together with an 

accompanying CD in a familiar lesson-style format that teachers can readily grasp and put into 
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action (Albrecht et al., 2012). The schoolôs Counsellor and the Well-Being Director delivered the 

programme, with the general classroom teachers participating in some of the activities. Student 

journals were recorded throughout the 10-week programme. Thematic analysis revealed that 

children wrote of increased awareness of themselves, others and the environment, and expressed 

that mindfulness would be effective to deal with conflicts with siblings and friends. 

A United Kingdom (UK) based study (Thomas & Atkinson, 2017) investigated eight-

nine-years-oldsô and their teachersô views on a UK based SBMP, ñPaws bò (MiSP (Mindfulness 

in Schools Project), 2023), in order to answer the following three research questions: What were 

childrenôs feelings about the Paws b SBMP; In what ways was Paws b perceived by mainstream 

primary school aged pupils and their teachers to be instrumentally helpful to promoting attention 

and well-being and; In what ways could Paws b be developed in order to improve classroom 

implementation and pupil access? Paws b is a course of six, 1-hour long lessons, or twelve, 30-

minute lessons, offered formally as part of the Personal, Social and Health Education (PSHE) 

curriculum. It aims to teach 7-11-year-olds ways to regulate themselves when they are 

experiencing challenging feelings, how to relate to difficult thoughts and the story-telling mind, 

how to respond to difficulty rather than react, and ways of cultivating happiness. Children also 

learn about how key parts of their brain work, including the flight/fight/freeze stress response 

(MiSP (Mindfulness in Schools Project), 2023). The study found that most pupils enjoyed the 

course, and it was deemed to be both accessible to pupils and feasible for teachers to deliver. 

Themes highlighted the impact of Paws b upon pupilsô attention, metacognition and 

social/emotional functioning, both within and beyond the classroom. This study investigated 

perceptions of Paws b specifically, rather than the concept of mindfulness in general, with a 

particular focus on how it could be instrumentally helpful in promoting attention and 

metacognition. 
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A second UK based focus group study of Paws b (Hutchinson et al., 2018) investigated 

how 10-11-year-old children who received long-term mindfulness training applied mindfulness 

to their everyday lives. The children in this study had received the Paws b course two years prior 

to the study and then for this study, reviewed the course and extended and embedded the learning 

into challenges that children may be facing, particularly regarding relationships, social media and 

transition experiences. The children continued to practise mindfulness in regular lessons across 

subjects where relevant and in an extra-curricular mindfulness club that met weekly as part of the 

embedding. The school teacher who delivered the programme had long-term experience in 

developing and teaching SBMPs to older primary school children, including Paws b. Each 

participant filled in a form about their mindfulness practice, including questions about how often 

they practised, and how often they found it helpful. The second stage comprising semi-structured 

interview questions explored the childrenôs experience of mindfulness and how they applied it to 

their lives. Four themes were identified: (1) processes of emotion regulation (2) dysregulation 

prompt to apply mindfulness (3) challenges and strategies and (4) the conditions that support or 

hinder mindfulness use. These themes revealed that mindfulness was assisting with childrenôs 

emotion regulation in times when they were experiencing difficult emotions. In contrast to 

Thomas and Atkinsonôs (2017) study, which focused specifically on opinions of Paws b, this 

study focused on the application and instrumental effects of mindfulness practice. 

The present study aims to investigate childrenôs understanding and application of 

mindfulness as well as their opinions of the SBMP, Paws b. It will be the first, to the best of our 

knowledge, to also investigate childrenôs perspectives regarding the possible link between 

mindfulness and prosocial behaviour. This qualitative study complements a larger randomised 

control trial (RCT). While the first phase of research sought specifically to explore the effect of 

Paws b on prosocial behaviour, this study adopts a more open-ended approach by considering 
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childrenôs general perspectives of this SBMP as well as asking them about its links to prosocial 

behaviour. The research questions are as follows: 

1) What were childrenôs understanding of mindfulness? 

2) In what ways, if any, was mindfulness perceived by children to be instrumental in 

promoting prosocial behaviour? 

3) What were childrenôs perceptions of the Paws b course? 

This study used focus group methods in convergence to the quantitative evaluation of the 

SBMP, Paws b. By studying mindfulness from the childôs perspective, we can gain a better 

understanding of what children absorb from the mindfulness lessons and how their perceptions 

may mediate the effects of the practice. Listening to the voice of the participants can be used 

alongside the interpretation of the quantitative findings to triangulate the data and add new 

investigative paths, in general and for prosocial behaviour in particular.  

The Paws b curriculum was delivered to children in Years 3, 4 and 5 as part of the larger 

RCT. It was delivered to the children by the author who was conducting a PhD investigating the 

effects of mindfulness on children. She is a trained Paws b teacher and also an experienced 

primary school teacher who primarily taught seven to nine-year-olds in her five-year teaching 

career, previous to the PhD. The Paws b course is delivered with a mixture of didactic teaching 

using PowerPoint presentations, discussion and short experiential mindfulness practices. Home 

practice is encouraged but not compulsory (see Table 6 for a detailed description of the 

programme). 

 

 

 

 



ун 
 

Table 6  

Paws b lesson objectives 

Lesson Objectives 

1 

To introduce the idea of the mind and the brain as separate but connected  

To explore how the brain can be changed depending on how we train our minds 

To experience what itôs like to direct the attention  

To provide some simple tools for training the attention  

2 

To recognise that we have to make many choices in a day  

To understand that we can train our brain to be aware of when we make those 

choices  

To begin to train the mind in order to become more aware of our feelings and 

thoughts which can affect the choices we make 

Begin to recognise when there is an opportunity to make skilful choices 

3 

To introduce the idea of the faculty of attention 

To experience how we might direct our attention 

To understand the untrained mindôs fickle nature ïit is like a puppy 

To learn some simple tools for training the attention with attitudes of kindness, 

patience and repetition 

4 

To introduce the idea of autopilot 

To explore how we can step out of autopilot when we choose to 

To understand the role of the hippocampus in connecting previous experiences 

with current ones 

To explore the everyday experience of stopping and óchecking inô with present 

moment awareness 

5 

Recognising that we all wobble 

Expanding breath awareness practices ïfinger breathing 

Exploring how to notice the wobble, and finding ways to steady ourselves 

Understanding how the Insula works with the Prefrontal Cortex to help us do this 

6 
Recognising how we notice when we (and others) are wobbling 

Learning how to steady ourselves when we notice the wobble 
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Exploring settling attention in the lower part of the body as an anchor or steady 

base 

7 

Introducing the amygdala -learning to deal skilfully with difficulty 

Exploring the nature of mind and human patterns of reactivity 

Taking responsibility to keep the mind and body safe and healthy by choosing a 

response 

8 

Understanding when Fight/Flight/Freeze are important and when they are less 

helpful 

Exploring the difference between reacting and responding 

Practising pausing and choosing a different path 

Beginning to explore self-care and compassion ïcan we be kind to ourselves as 

well as others? 

9 

Exploring the nature of mind (trying to make sense of, filling in gaps, telling us 

stories) 

Learning to recognise thoughts (metacognitive awareness) 

Beginning to explore decentring from thoughts ïthoughts are not facts 

10 

Understanding how thinking about what might be can exhaust us 

Learning to recognise how this can combine with body sensations, moods and 

actions 

Exploring how to use practice to steady and step back from difficult thoughts 

11 

Exploring how we can nurture ourselves and others 

Learning how to make room for and choosing happiness in our lives 

Noticing the details of experience of happiness 

Sharing happiness 

12 

Learning how to shift attention towards pleasant experience 

Understanding how savouring these experiences can increase levels of happiness 

Recognising the Paws b journey, and recalling what we have learned. 

 

 

 



уп 
 

Method 

Participants 

Participants were 15 eight and nine-year-olds, from Year 3 and 4 children (boys 6; girls 9) 

from two state primary schools in Hampshire. They were interviewed in four focus groups (Table 

7). These schools had taken part in a larger RCT, Crompton et. al., (2024) as they have similar 

socioeconomic characteristics.  

Table 7 

Participants in the four post SBMP focus groups 

 

Focus Group Pseudonyms (Age) 

Group 1 Zander (8), Amy (8), 

Ollie (8), Milly (8) 

Group 2 Joe (8), Harriet (8), 

Seb (8), Eden (8) 

Group 3 Polly (8), Fred (8), 

Alice (9), Darcy (9) 

Group 4 Sophie (9), Vicky 

(9), Carl (9) 

 

Procedure 

Ethical approval was obtained from the Ethics Committee at the Department of 

Psychology at the University of Portsmouth (see Appendix 11). An information sheet about the 

larger project was sent to all parents in Years 3, 4 and 5, outlining the aims and methods of the 

research, and the benefits and risks involved. Following completion of the SBMP, two boys and 

two girls were randomly selected from each of the Year 3 and 4 classes to take part in focus 

groups.  (Morgan et al., 2002) suggests that four or five participants are ideal, especially with 

younger children aged sevenïeight years. Larger numbers with this age group can make it 

difficult for facilitators to encourage interactive discussion, and sessions can be noisy and 
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therefore difficult to transcribe. Focus groups in this study were planned to consist of four 

children in each group. Due to child absences, two of the groups resulted with having three 

children in each. Year 5 children were not selected for this study as, although they took part in 

the RCT, they were not available at the time the focus groups were conducted due to other school 

commitments. Individuals were selected by entering all participant numbers (from the larger 

RCT study) into a random number generator computer programme. Consent forms were then 

sent to the parents of each selected child and if any declined or were not returned, another 

participant number was selected. Participation in the study was entirely voluntary and required 

verbal assent from the child on the day of the focus groups. A Research Assistant (RA) facilitated 

the focus groups which took place in the week following the final Paws b lesson. The RA was a 

mature student, within the Psychology department, who had worked with the author throughout 

the duration of the larger research project to administer questionnaires and facilitate a sharing 

task with all children involved, and so was familiar to the children. In school A the focus groups 

took place in an outbuilding known as ñThe Hutò and in school B they took place in a small 

classroom which was normally used by teaching assistants for interventions. Each group was 

interviewed for about half an hour using a semi-structured interview format. The RA had 

received training from the author and authorôs supervisor in how to carry out the semi-structured 

interviews with children. The author had also run a pilot focus group two days prior, in order to 

evaluate the questions and planned structure. This pilot focus group was also audio recorded and 

shared with the RA and supervisors to help finalise the wording of the final questions. The focus 

groups were audio recorded and transcribed. A phone with the recording app ñVoice Recorderò 

was placed in the middle of the table and turned on once the children had given verbal assent. 

Audio recordings were transcribed using the Dictate / Transcribe function in Word Online. This 

was completed by a trained RA and checked and edited by the author and authorôs supervisors. 
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The first stage of the focus groups involved settling the children in and building trust with 

the interviewer, for example, by showing them the recording app on the phone, discussing 

confidentiality, and that their involvement was entirely voluntary. A warm-up activity invited 

children to draw a picture of one of the practices for other members of the group to guess the 

name of. The second stage was organised around a focus group protocol comprising interview 

questions (Table 8) that explored the experience of the SBMP from the childôs perspective. The 

interviewer asked each question exactly as it was worded on the protocol. She encouraged 

children to share ideas without putting their hands up to answer and responded with reflexivity 

within each focus group, allowing each childôs response to influence the next remark. For 

example, if a child said that they enjoyed the course, the interviewer may have followed up by 

asking them to describe what they enjoyed about it. Finally, the children were encouraged to 

write down anything else they wanted to share and place it in an anonymous envelope, in order 

to capture any important perspectives that were less influenced by what children think adults 

want to hear. This also became part of the data set. 
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Table 8 

Focus group semi-structured interview protocol 

 

Understanding of Mindfulness:         ñRemember the bubble we get ourselves into before we 

start a practice? Iôm going to draw a big mindfulness 

bubble just like that on this piece of paper. Inside we can 

add all the words you can think of to do with mindfulness 

or Paws b. Which words come to mind when you think of 

mindfulness?ò 

 

 ñIf your friend asked you what mindfulness was, what 

would you say to them?ò 

 

 

Opinions of Paws b: ñWhen it was a Paws b day, how did you feel about 

doing a Paws b lesson?ò                               

  

 

Usefulness of Mindfulness:  

 

ñWhen do you think someone might use mindfulness, or 

why might they use it?ò 

ñHave you ever used it? (why?)ò 

 

Prosocial Behaviour: ñThis might sound like a funny question but do you think 

mindfulness could make a person more kind?ò 

 ñHow come?ò 

 

 

 

Data Analysis 

Data gathering resulted in four sets of children focus group data. We utilised thematic 

analysis (Braun & Clarke, 2012) to identify, analyse and report themes developing from the data. 

The data set included anonymised transcriptions from the four focus groups together with the 

written words in the ñmindfulness bubbleò and any writing from the written task at the end. 
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Thematic analysis is not attached to any one epistemological methodology (Braun & Clarke, 

2012) and was utilised within this project for its value in searching for patterns of meaning 

across the data set in order to answer the research questions. 

Themes were identified at a semantic level, that is, at the level of explicit meaning rather 

than attempting to interpret what the children said (Braun & Clarke, 2012). Familiarisation with 

the data took place through listening to the audio recordings on multiple occasions and reading 

and checking transcripts alongside the audio recordings for clarity. Coding was completed firstly 

by hand, on the transcripts themselves, and then transferred to spreadsheets where codes were 

grouped and categorised. The same data extract could have more than one code applied to it. 

Only material that was irrelevant to the research questions was excluded, e.g. when the children 

diverted from a question to talk about the detail of a video game they played at home. Themes 

and subthemes were then revisited and reviewed on multiple occasions against first level codes. 

Analysis was recursive, involving movement back and forth between the stages. The writing up 

process allowed for further editing and reviewing of themes and subthemes until they were 

finalised. Themes were selected by prevalence, but particularly whether the data provided a ñrich 

descriptionò (Braun & Clarke, 2012, p. 11) related to the research questions. The transcripts and 

codes were reviewed by an experienced qualitative researcher (authorôs first supervisor) to 

enhance methodological rigour of the analysis. The results were then reviewed by the second 

supervisor for credibility. Any discrepancies were discussed between the author and supervisory 

team collaboratively, and the data set re-analysed until final themes were agreed by all. Results 

are presented as interactions between the interviewer and the participants, and therefore show the 

question asked by the interviewer and the response from the participant. Each participant's name 

(presented as a pseudonym) is given, and responses are not chronological, but instead grouped 

according to how they best evidence each particular theme and subtheme. On the few occasions 
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where only single words from the transcripts are used to evidence a theme, words are quoted 

within the main text, rather than as separate, boxed quotes. 

Results 

The data provide a picture of children's general perception of mindfulness and their 

opinions specifically relating to the Paws b course. The themes are presented in tables, in relation 

to the research questions. Themes 1 and 2 relate to both RQ1 and RQ2. Theme 3 relates 

specifically to RQ3 and is therefore summarised in a separate table. 

Table 9 

Themes and sub-themes arising from thematic analysis of the focus group data with reference to 

RQ1 and RQ2. 

Theme Subtheme 

1. Mindfulness as instrumental for self-

regulation 

Mindfulness as a tool to deal with negative 

emotions and difficult situations 

Mindfulness as a learning of behavioural 

techniques 

Mindfulness as a 'calming' tool 

2. Continued practise can lead to 
positive changes  

Mindfulness increases happiness 

Visible change in peers 

Bullies could become kinder 

 

Theme 1: Mindfulness is instrumental for self-regulation 

The Mindfulness In School Project (MiSP) provides, with the course resources, a 

presentation which can be used to introduce mindfulness to school staff. One slide of the 

presentation shows a picture of a toolbox, titled ñThe Mindfulness Toolboxò and is used to 

describe how practices can have a range of different positive outcomes, one of which is dealing 

with stress. Children are taught throughout the Paws b course that mindfulness practices can be 

used as a tool to help them in difficult situations, for example when they find themselves feeling 
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stressed or worried. This learning of the instrumental application of mindfulness appears to have 

become embedded, with the identification of both the situations in which mindfulness can be 

helpful and the psychological effects of it. Subthemes were Mindfulness as a tool to deal with 

difficult situations and emotions, Mindfulness as the learning of behavioural techniques and 

Mindfulness as a ñcalmingò tool. 

Some children represented mindfulness as something they could resort to in particular 

situations in which they were feeling ñfrustratedò, ñannoyedò, ñstressedò, ñsadò or ñangryò.  

They evidenced this instrumental use of mindfulness by providing examples of when they had 

used it themselves and when and why others might choose to use a mindfulness practice. 

Interviewer: When do you think someone might use mindfulness or why might they use it? 

Sophie: If you feel frustrated with yourself of what you did and you just use one of those 

mindfulness practises like the tummy and chest or finger breathing one just to calm 

yourself down and feel like it's okay, Iôve gotten over it, I can go onto the next chapter of 

my life now. 

This participant describes how the instrumental use of mindfulness can release someone from a 

feeling of frustration and help them move on from it, rather than being stuck with this unwanted 

feeling. Another participant describes how mindfulness can be used during a time when someone 

feels uncomfortable, and notes that it is possible to use a taught practice or make up a 

mindfulness practice. She suggests that the practice will help reduce or relieve uncomfortable 

feelings and instead provide more welcomed, ñniceò feelings of relaxation and calmness. 

Interviewer: If your friend asked you what mindfulness is, what would you say? How 

would you describe it? 

Darcy: If there was a time when you felt uncomfortable, you can - like- remember a 

mindfulness practice or you can make up one and it makes you feel quite relaxed and nice 

and calm. 



фм 
 

The children were taught that sometimes the amygdala reacts in certain situations, and by taking 

a step back and doing a mindfulness practice, the brain has a chance to respond, using the 

prefrontal cortex to make decisions, rather than reacting. This learning was embedded for some 

of the children who talked about the Fight, Flight, Freeze (FFF) response. 

When discussing one of the videos they remembered from the courseé 

 

Milly: Oh, freeze flight, no, fight freeze 

 

Joe: Fight flight and freeze 

 

Interviewer: So, what does that mean? 

 

Joe: So, fight is when you run away, freeze means youôre scared and you just stay still and 

fight is the one the baby did (in the video). 

 

Interviewer: So, whatôs fight, flight and freeze got to do with Paws b? 

 

Joe: So, itôs when you react and what they want to stop. I think it like just reacts and like 

doesnôt think about what it's doing because it needs to do it really quickly (referring to the 

amygdala). But sometimes it does it in not a very important moment when, like in a 

situation it does- it is not very important, but sometimes it does it and itôs really important, 

but sometimes itôs like no donôt need it, but it just does it. 

 

 A number of the children in the focus groups gave examples of situations where mindfulness 

could be instrumentally useful. These were often situations which could evoke a FFF reaction 

and could therefore be diffused by doing a mindfulness exercise. 

Interviewer: When do you think someone might use mindfulness or why might they use it? 

 

Vicky: Like when like they are in an argument. 

 

Carl: When theyôre getting stressed or like put under pressure they might go away and do 

one. 

 

Vicky: Yeah, something like that. 

 

Interviewer: Oh amazing, thank you. Okay, so have you guys ever used it sort of for your 

own choice? 

 

Sophie: I did it in the car once. 
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Interviewer: Okay 

 

Sophie: And because my dad, he can annoy me sometimes and we just on our way home 

from school and was like of by the way we are going round our friendôs house for a BBQ 

and I was like what, what? And I wanted to go home and just get dressed and get nice and 

cleanébut then my dad said oh no it's alright and so I got quite frustrated with my dad and 

I did one.  

 

Carl: I know that sometimes I do it because of my brother. 

 

Vicky: Yes same. 

  

There are hints here that mindfulness is used as a remedy, similar to how one may use 

medication, but to resolve an emotionally challenging scenario rather than a physical problem. 

When asked what mindfulness was, some children identified mindfulness as the course itself, 

describing the teaching and the techniques that were taught and others described the practices in 

the course. 

 These responses show how children understand mindfulness as behavioural techniques which 

enable them to feel ñcalmò. The ñcalming movesò refer to the mindfulness practises the children 

are taught throughout the course. This result of feeling calm was not always in relation to 

Interviewer: If a friend in another class asked you what mindfulness was, what would you 

say to them? How would you describe it? 

Joe: Mindfulness is where you have a teacher who every week on Fridays teaches you new 

courses and they go up to twelve, course twelve, and you learn how to do loads of things to 

calm yourself down when you get too excited, angry, when you canôt control yourself. 

Milly: So, itôs basically like where you have a teacher and then they teach you about like 

they teach you how to be calm when youôre going through a rough time and youôre getting 

upset or angry. And they give you one of those calming moves to help you control yourself. 

Polly: So, it's kind of like learning but we do like exercises to calm ourselves down and we 

learn quite a lot of exercises. 
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resolving a difficult situation or emotion, it was just an observed outcome of practising 

mindfulness at any time. 

Interviewer: Okay, so have you ever used it for your own choice?  

 

Vicky: I like doing it because it makes me feel happy. It makes me feel calm. 

 

Children were not taught explicitly that mindfulness is something which will make them calm 

down or feel calmer. In fact, during teacher training for the Paws b course, one of the learning 

points is that for many children mindfulness is not a calm experience and that for some, focusing 

on the breath in mindfulness practices can be challenging, for example if a child has asthma.  

"Calm" therefore was a child-initiated term which was used frequently in all of the four focus 

groups.  For example, when children were asked in the focus groups to add words to a 

ñmindfulness bubbleò (a large circle drawn on a piece of paper) which came to mind when they 

thought of mindfulness, one of the most commonly used words was ñcalmò or variations of this 

word (e.g. calmness, calmfulness, being calm). Words with a similar meaning to calm such as 

"peaceful" and "relax" were also often suggested by children. Group 3ôs mindfulness bubble 

shows a collection of their associations (see fig 2).  

 

Figure 2 

 

Group 3 Mindfulness Bubble 
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One participant objectifies mindfulness as a calm and peaceful experience in itself.  

Interviewer: If your friend in another class asked you what mindfulness was, what would 

you say to them? How would you describe it? 

Amber: I would describe it as urm, itôs a calm and peaceful thing that you just urm, makes 

you feel relaxed. 

Through childrenôs experience of learning mindfulness, they have come to their own analysis 

that mindfulness itself is about experiencing a state of calm and that the practices are peaceful 

experiences in themselves. ñCalm downò is perhaps a phrase that children are familiar with 

hearing at school or at home. It may be a phrase that is used readily in schools by teachers and 

other school staff to remind children to be still, quiet, less active, more placid. [to be picked up in 

discussion about the situatedness of mindfulness teaching]. 

Paws b is aimed at providing children with tools, in the form of a number of practices, 

that they can use in times of difficulty. It aims to teach 7-11-year-olds ways to regulate 

themselves when they are experiencing challenging feelings, how to relate to difficult thoughts 

and the story-telling mind, how to respond to difficulty rather than react (MiSP (Mindfulness in 

Schools Project), 2023). This instrumental use of mindfulness seems to have been embedded for 

the children in the focus groups. Their description of it being a calm or calming experience, 

however, has developed through their own experience of practising mindfulness rather than 

being taught that this is what mindfulness will be.  

Theme 2: Continued practise can lead to positive changes 

A number of children emphasised the effects of mindfulness on a different timescale to 

theme 1, reporting their understanding that mindfulness could facilitate long term positive 

changes both in how one feels and how one behaves. Children expressed the opinion that over 

the weeks, months and years a positive change could take place. They described how 
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mindfulness leads to a happier life where a person is able to ñnotice the good stuffò and become 

more positive. Children described visible positive changes in the behaviour of certain individuals 

in their class and they suggested that bullies who were angry or mean could change and become 

kinder, through practising mindfulness. The childrenôs explanations and experiences of these 

long-term positive changes formed three subthemes: mindfulness increases happiness; visible 

changes in peers; bullies become kinder over time. 

 Children suggested that practising mindfulness can lead to increased happiness in 

general. They described the mindfulness practices as making them feel happy.  

Interviewer: Have you ever used mindfulness yourself? 

Carl: I like doing it because it makes me feel happy. 

One of the Paws b lessons, towards the end of the course, is about noticing happiness and 

focusing on the ñgood stuffò. Children had been taught earlier in the course that a personôs 

attention often shifts and that, through the development of their own practice, a person can direct 

their attention, as they wish. Children recognise, by the end of the course, that mindfulness is not 

only a tool to be used, for example, when they need to calm down, but that by practising 

mindfulness, long term increases in happiness are visible.  

Interviewer: ñWhen do you think someone might use mindfulness, or why might they use 

it?ò 

Polly: I think people did mindfulness to have a happy life because even if thereôs not 

something wrong itôs just good to do mindfulness because it actually makes you like more 

happy. Thatôs what I figured out. 

 

This participant highlights that mindfulness does not only have to be used for self-regulation, to 

decrease unwanted or difficult feelings and emotions (as in theme 1), but that it can also be used 
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to increase feelings of happiness. This increase in happiness was experienced by some 

participants through their own practice and for others, they noticed it in others who practised 

mindfulness.  

Interviewer: Do you think mindfulness could make a person more kind? 

Polly: I was gonna say you probably are because Iôve noticed people are like more happy 

when they do mindfulness because if youôre in a positive attitude you can be more happy 

and you can do more good stuff. 

This participant is explaining that she has noticed others who have been taught mindfulness are 

now happier. She explains it as them having a more positive attitude, allowing them to ñdo more 

good stuffò. She explains that she has seen a visible change in her peers in a positive way.  

Children reported that mindfulness practice, over time, could lead to changes in attitude 

and behaviour, from negative attitudes and behaviours to more positive ones. Some children 

explained how they had seen a reduction of negative behaviours in their peers. This reduction in 

negative behaviours was visible in the form of less warning from the class teacher. Warnings are 

given to children when they display negative behaviours, for example, being aggressive to 

another child or choosing not to follow instructions from the class teacher.  

Interviewer: Do you think mindfulness could make a person kinder? 

 

Zander: My brother, he's not that kind than before, but some people might be getting kinder 

like Aaron. He was quite mean at the start of the year but now not getting as many 

warnings. 

 

Ollie: Yeah, as we was doing it (mindfulness lessons) he started getting more calm and not 

getting much warnings now. 

Milly: Tyler used to be really naughty and now heôs really calm. He doesnôt actually get 

any warning now. 

Interviewer: Do you think thatôs from doing the Paws b course? 

Milly: Yeah, as we was doing it, we just started, he just started like getting more calm and 
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not getting much warning now. 

Children suggested that others who had not been taught mindfulness and were angry or 

mean people, or bullies, could change and become kinder if they were to practise mindfulness 

over a prolonged period of time. There was agreement from most children that for these people, 

mindfulness does have the capacity to lead to increases in kindness.  

Interviewer: Do you think mindfulness could make a person kinder? 

 

Carl: Yeahéso I kind of learned that bullies turn into bullies because they get bullied and if 

they learnt the mindfulness practice, they would really calm themselves down and probably 

forget about that moment and then be more kind. 

Children were able to explain how they saw mindfulness as a mechanism for increasing kindness 

through the development of calmness, as demonstrated in the quote above. Children expressed a 

belief that angry or mean children are not calm and so by teaching them mindfulness practices it 

will make them calmer and therefore kinder. They understood that this change in behaviour 

would take time and would not happen instantly, but that there would need to be repeated 

practice for a change to develop. 

Interviewer: Do you think mindfulness could make a person kinder? 

 

Amy: Yeah, because when they are really angry, they get really mean but when they do like 

petal practice and finger practice, they might get more calm over the year. Over the year, 

the months and days they might get more kind. 

 

Joe: Yes, because one reason people arenôt so kind is because theyôre really active and then 

theyôre really mean. But urm mindfulness is about being kind to others and then calming 

down. So, it kind of teaches you because you do it a lot. Itôs a lot so itôs like teaching 

yourself to be kind, so I think it could make people who are mean kind. 

 Others reported that angry people are often unhappy with themselves or others, and described 

how mindfulness could make them kinder through the increase of happiness. 

Interviewer: Do you think mindfulness could make a person kinder? 
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Fred: Yeah, because if you are relaxed, no if you are angry then you can be a bit like 

unhappy with some people for no reason but if youôre mindful then youôre more kind. 

 

Amy: I think it does make you kind because like if you are like normally like not very 

happy like a down person then if you would like if something happened in your life and 

you got really upset about it and you never got happy. Then like if youôve done one of the 

activities and just done some fun things in your life, maybe it makes you a bit happier and 

you just forget about all of it and then it makes you kind. 

When asked this general question about prosocial behaviour, nearly all responses explained how 

a change could take place from negative behaviour to more positive behaviour. None of the 

children considered already kind children becoming kinder, but instead referred to children who 

were mean or angry and suggested how mindfulness could elicit a positive change in their 

behaviour. 

Table 10  

Themes and sub-themes arising from thematic analysis of the focus group data with reference to 

RQ3. 

Theme Subtheme 

3. Embedded memories from Paws b  Enthusiasm about the course 

Areas of the brain 

Demonstrating practices 

 

Theme 3: Embedded memories from Paws b 

When children were asked about their opinions of the Paws b course, there were certain 

elements of the course content and content delivery which appeared to be embedded in the 

childrenôs memories. These elements, which included learning about parts of the brain, the 

mindfulness practices, and videos demonstrating the Fight Flight Freeze (FFF) response, were 

recalled enthusiastically in all four focus groups. The children expressed positive responses about 
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both the course content and the content delivery. They reported that they looked forward to the 

lessons and felt excited when they realised it was a Paws b day. During the focus groups children 

were forthcoming with knowledge they had gained throughout the course. They readily shared 

their acquired knowledge of parts of the brain, including the name, location and function of the 

four main areas they were taught about: the prefrontal cortex, amygdala, insula and 

hippocampus. Children voluntarily demonstrated mindfulness practices and offered instructions 

for how to perform them. Some were able to demonstrate the concept of mindfulness through 

their responses. Subthemes were: Enthusiasm about the course; Areas of the brain; 

Demonstrating mindfulness. 

In general, when children were asked how they felt about the Paws b course, responses 

were positive and enthusiastic. Words such as ñexcitedò, ñhappyò, ñgoodò were often given. 

Children enjoyed the novelty of the course content. 

Interviewer: When it was a Paws b day, how did you feel about doing a Paws b lesson?                            

Carl: Happy because I like doing the exercises and we might learn about the parts of the 

brain and I quite like learning about the parts of the brain. 

Eden: I felt excited because I have never done anything like that before. 

Sophie: When I wake up on Mondays knowing itôs a day when weôre gonna be learning 

about the brain, I get really excited because I really like learning about parts of the brain 

and how they affect your mind and things. 

They were particularly enthusiastic about the use of video clips to demonstrate key messages. 

One child recalled the video ñBecause Iôm Happyò which was played in the final lesson. She 

started singing the song during the focus group as she laughed at the memory of dancing around 

the classroom.  

Interviewer: When it was a Paws b day how did you feel about doing the Paws b lessons? 
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Milly: I was always quite excited because we usually watch a video. There was one where 

Logan was here for his last day with us and it was, we had a minion singing happy, it was 

like (sings some of song) then at the end of the day we just put it on because we liked it. 

The course material appears to be in tune with what the children enjoy and find amusing and 

seems to have given children the means to embody and share positive emotions. This enjoyment 

of how the course content was delivered (through the use of amusing and entertaining videos) 

helped to embed these key messages and learning. 

Joe: Iôve got a word to go in the bubble, funny. 

 

Interviewer: What was funny? 

 

Joe: We saw a video of a person in the shop that wanted everything.  

 

Interviewer: Everything in the shop? 

 

Joe: Literally all the candy, and then his dad said no, youôre not allowed that and he just 

went hyperactive and went to knock all that was put on the shelf. 

 

Milly: Oh, freeze flight no fight freeze. 

 

Joe: Fight flight and freeze. 

There was a change in opinion from the beginning to the end of the course for a small 

number of children. These children explained that to begin with, they were unsure about the 

course and didnôt enjoy it. They talked about not knowing what to expect or thinking that all that 

ñcalm stuffò wasnôt for them. But these children explained that as they became familiar with the 

course content, they began to like it.  

Interviewer: ñWhen it was a Paws b day, how did you feel about doing a Paws b lesson?ò   

Joe: To start with I thought it was rubbish, then as got to know it, started to like it. 

Zander: To start with it wasn't really for me, it was all calm and stuff, then I got to 

experience it and I started to like it. 
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Seb: I was scared at first but I just followed instructions and then I got into it 

There was a sense of uncertainty to begin with, because mindfulness was a new concept which 

the children knew nothing about. They werenôt sure of what to expect from the lessons and the 

unknown made them feel uneasy. However, as the weeks progressed and they started to 

understand what the practices involved and what to expect from the lessons, their enthusiasm 

grew.  

One aspect of the course which appeared to be deeply embedded in the childrenôs 

learning, and something they were keen to share with the interviewer, was their knowledge of 

different areas of the brain. Children could readily name the four areas of the brain which they 

had been taught throughout the course and many could also explain the function of each of these 

areas. Children were taught about the prefrontal cortex, the hippocampus, the insula and the 

amygdala.  

Interviewer: If your friend in another class asked you what mindfulness was, what would 

you say to them? How would you describe it? 

 

Ollie: Urmm mindfulness is where you have a teacher who every week on a Friday teaches 

you new courses é.and you also learn bits about the brain, like the hippocampus, the 

prefrontal cortex. Thatôs what decides like everything. And then youôve got the insula, 

amygdala, and thatôs at the bottom of the hippocampus, thereôs a little dot, and thatôs called 

the insula, and its job is to connect memories to old memories. 

The children not only name the areas of the brain but offer information about where they are 

located and what their main role is. They talk enthusiastically about what they have learnt and 

enjoy discussing this knowledge amongst themselves in one of the focus groups: 

Interviewer: When it was a Paws b day, how did you feel about the Paws b lessons? 

 

Milly: When she (the teacher) reminds us about the parts of your brain but like and then she 

goes like, ñOkay shout it outò. And weôre all like ñPrefrontal cortex, hippocampus, 

amygdalaò. 
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Zander: Insula. I want to know the back of the brain; we only know the front of the brain. 

 

Milly: No, we did learn the back. The one that only urm reacts and doesnôt think.  

 

Zander: No thatôs the amygdala. 

 

At no point during the focus groups were children tested on their knowledge from the 

course or asked to share specific knowledge which they had learnt. Nevertheless, in each group 

there was a sense that children wanted to share their newly acquired expertise. When looking at 

the data, there was a vast amount of scientific knowledge about the brain which was readily 

shared. Children seemed proud that they knew four different parts of the brain, and were able to 

locate them and explain the job of each one.  

A vast majority of the children in all of the focus groups were able to name the 

mindfulness practices they had been taught throughout the course. This was highlighted in the 

first task where children were asked what comes to mind when they think of mindfulness (see 

fig. 3 and fig. 4).  

Figure 3 

Group 2 Mindfulness Bubble 
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Figure 4 

 

Group 4 Mindfulness bubble 
 

 
 

 

 

 

The practices FOFBOC (feet on floor bottom on chair), Pause Be, Finger Breathing, Petal 

Practice and Tummy and Chest Breathing were all named in this activity. These are all child-

friendly mindfulness practices, based on common adult practices such as a body scan or mindful 

breathing. They were all developed by MiSP (2023) specifically for the Paws.b course. 

Furthermore, some children could explain the processes involved in some of these practices, for 

example, in the finger breathing practice children are taught that the breath leads and the finger 

follows the pattern of the breath to trace the outline of the hand. This was explained to the 

interviewer by two children: 

Milly: Your fingers follow your breath 

 

Amy: When you breathe out you go down and when you breathe in you go up. So, youôve 

gotta try and get the same time as you breathe. 

There were sections of the transcripts where children could be heard quietly breathing as they 

demonstrated ñPetal Practiceò and ñFinger Breathingò. This learning seemed to be embedded 
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through the aid of posters which were put up in each classroom as a reminder of the practices. 

Children noticed the posters and used them throughout the week: 

(When drawing a picture of a mindfulness practice) 

 

Milly: We took them down last week? 

 

Interviewer: Oh, did you? Did you have them all put up on the wall in the classroom? 

 

Milly: We had them under our board. 

 

Sophie: The funny thing is that the one Iôm thinking of, I wasnôt there for that one 

especially, but when I was in the line, I saw the poster and so I had a go at it and I liked this 

more than the ones I actually saw. 

 

Children chose to demonstrate their detailed understanding of the different mindfulness 

practices. Some children were able to offer explanations regarding mindfulness as a concept, 

referring to the ability to focus oneôs attention on the present moment. They talked about the 

difference between being in a mindful state compared to that of being in a mindless state: 

Interviewer: If your friend asked you what mindfulness is, what would you say? How 

would you describe it? 

 

Alice: You don't just do something whilst doing something else, you know what you are 

doing, you are aware of your surroundings. 

Children were able to explain that a personôs attention can move around, by giving an example 

that if you touch or move a specific part of your body your attention will go to that area. They 

showed an understanding that a person can have control over where their attention is focused, by 

choosing to move or touch a certain part of the body. In the warmup activity children were asked 

to draw a practice, for others in the group to guess. One participant drew a practice called ñPause 

Beò and went on to explain how the practice works. In this explanation there was an 

understanding that a person's attention can be pulled in many directions and that mindfulness is 

about noticing and choosing where and what to focus oneôs attention on: 
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Interviewer: Whatôs Pause Be? 

 

Joe: Urmm stand up. So, you concentrate and you can wiggle your like toes if you are like 

trying to concentrate. Like basically like look like where your attention is, its where the 

part of your bodyôs most working  

 

Interviewer: Oh, okay so that is in your feet is that what you mean? 

 

Joe: So, if you tap your head, your attention is on your head. It will be like wiggling our 

feet, no urm wiggling your toes so if you wiggle your toes your attention goes to your toes. 

 

Interviewer: Yeah, it does doesnôt it. 

 

Joe: And if you like touch your head it might go to your head potentially. 

 

In general children were enthusiastic about Paws b and readily shared their knowledge 

and understanding gained from the course. The delivery of the course content was suitably 

pitched to embed the learning. Children enjoyed the videos and when recalling them, the key 

messages were triggered, for example, the FFF response. The scientific element of the course, 

particularly learning about the brain, was popular, and possibly offered more concrete meaning 

to an otherwise novel and abstract concept. Nevertheless, children showed a sound understanding 

of the mindfulness practices and demonstrated them voluntarily during the focus groups.  

Discussion 

To our knowledge this is the first qualitative study of children's understanding of 

mindfulness and perspectives of the SMBP Paws b, with the additional focus on prosocial 

behaviour. Whereas most qualitative studies to date have focused largely on accessibility, 

feasibility and application of SBMPs, this study has f provided information about children's 

understanding of the concept of mindfulness and how it may affect behaviour from the childôs 

perspective. We have identified three major themes in childrenôs discussions: 1) Mindfulness is 

instrumental for self-regulation; 2) Continued practice can lead to positive changes; 3) 

Embedded memories from Paws b. These findings are part of a mixed-method study. 
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Quantitative findings, as reported in the Introduction section, are presented in full in a paper by 

Crompton et. al., (2024). 

With regards to our first research question, ñWhat were childrenôs understanding of 

mindfulness?ò the data highlighted how children firstly view mindfulness as instrumental for 

self-regulation (Theme 1) and secondly describe continued mindfulness practice as leading to 

positive changes in behaviour. An exploratory study by (Wisner, 2014) into childrenôs perceived 

benefits of mindfulness used concept mapping and organised responses into clusters. One of the 

clusters ñmore time spent being calmò included similar responses to Theme 1 (Mindfulness is 

instrumental for self-regulation), identified in this study. For example, in Wisnerôs study children 

said, ñI felt calmer for the rest of the school day after meditationò and that ñmeditation helped me 

be calm in very intense situationsò; Wisner suggests that mindfulness meditation may have 

facilitated intrapersonal changes through promotion of self-awareness, calmness, and 

improvement in stress management. There is support for these findings in the themes highlighted 

in this study, in that children explained how mindfulness makes them feel calmer and helps them 

deal with stressful situations.  

Secondly, this study aimed to investigate, ñIn which ways, if any, mindfulness is 

perceived by children to be instrumental in promoting prosocial behaviour?ò Children had 

noticed visible changes in some of their classmates, throughout the duration of the course. This 

included children being calmer and receiving less warnings from their class teacher for 

disruptive or unacceptable behaviour. They believed that mindfulness had the potential to 

decrease bullying behaviours, such as meanness, through the development of calmness and 

happiness. Children explained that this change in behaviour would be gradual, through continued 

practice over a period of time (Theme 2).  

 In their systematic review of qualitative research on childrenôs opinions of classroom-

based mindfulness programmes, (Sapthiang et al., 2019) highlighted four major themes, 
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including using attentional processes to regulate emotions and cognitions, stress reduction, 

improved coping and social skills and calming and/or relaxation. Much of what the children 

describe when they talk about how mindfulness can be used to calm down are elements of self-

regulation. Self-regulation is defined as the deliberate use of skills to respond to demands of the 

environment in a contextually appropriate way and to achieve desired goals (Montroy et al., 

2014). For the children in this study, they report using mindfulness in times when they feel 

stressed, frustrated, angry or sad. They give examples of situations which could lead to these 

feelings, for example, arguments with friends or disagreements with family members. In their 

study, Montroy and colleagues suggest that self-regulation may be important not just because of 

the way that it relates directly to academic achievement but also because of the ways in which it 

promotes or inhibits childrenôs interactions with others. Children describe how mindfulness can 

be a tool for self-regulation and can thus change their behaviour towards others and improve 

interactions through acting in a kinder way towards them. This links closely to Schindler and 

Friese's (2022) suggestion that increased mindfulness is linked to improved self-regulation 

abilities, a mechanism for increasing prosocial behaviour. Children demonstrate their 

understanding of this mechanism when they explain that mindfulness can make you feel calmer 

which can make you kinder. The choice of phrase used by most children ñcalming downò is of 

interest as this was not a phrase used by the mindfulness teacher during the delivery of the 

course. It was phrase which children were familiar with, perhaps from hearing it from other 

adults in their environments. It is possible that the phrase ñcalm downò is a phrase the children 

hear from teachers and other school staff at an attempt to encourage self-regulation, or reduce 

unwanted classroom behaviours such as aggression or over-excitement. 

One alternative theoretical suggestion for how mindfulness may lead to prosocial 

behaviour is through increased empathic concern (Schindler & Friese, 2022). For the children in 

this study who thought that mindfulness could make someone kinder, there was no explanation 
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based on this theory. Children did not talk about increased awareness of how others were feeling, 

or being more sensitive to others emotional states. All of the children talked about mindfulness 

making a person calmer (self-regulation) or happier and this in turn leading to the potential 

increase in prosocial behaviour (specifically kindness). Self-regulation had more emphasis than 

empathy in children's views. 

Finally, the data enabled us to gain an understanding of childrenôs views on Paws b, 

linking to our third research question, ñWhat were childrenôs opinions about the Paws b course?ò 

Children shared fond memories of the course, with particular reference to the funny videos and 

clips teaching them about the FFF reactions (Theme 3). Although there was generally a very 

positive retrospective opinion of the course, some children report feeling negatively about the 

course to begin with. As the course progressed however, and they became more familiar with the 

course content and knew what to expect of the lessons, these childrenôs opinions changed and 

they began to enjoy it. (Theme 3). Children were able to name and demonstrate the mindfulness 

practices they had been taught and some children explained the difference between being in a 

mindful vs mindless state and how attention and focus can be directed to different parts of the 

body (Theme 3).  

 There were similarities between themes in this study and themes in other qualitative 

studies of childrenôs perspectives of mindfulness. One study by Cruchon (2009) found that the 

most commonly used affirmative words to describe mindfulness practices were ñfunò, ñenjoyò, 

ñgreatò, ñgoodò and ñhappy.ò Studentsô feelings of calmness were expressed through vocabulary 

such as ñcalmò, ñsleepyò, ñtiredò and ñrelaxed.ò Cruchon (2009, p. 50) concluded that ñit would 

appear that yoga and mindfulness/relaxation have the potential of helping young children feel 

more relaxed, less afraid, less tense, less sad and more happy.ò These findings are closely linked 

to subthemes in this study: ñMindfulness as a calming toolò and; ñMindfulness increases 

happinessò. Although Cruchon used a combination of mindfulness and yoga, it appears that 
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similar feelings of happiness and calmness are being expressed by participants. In our study 

however, there is a novel content of mindfulness techniques being seen as tools to be used in 

difficult moments or to overcome moments of tensions with other people. Furthermore, children 

go beyond the immediate effects reporting an understanding that mindfulness practices produce 

long term positive changes. 

There are a number of strengths to this study. The focus groups generated first-hand 

accounts which provide a rich context for interpreting the results of the RCT investigating the 

link between mindfulness and prosociality. Focus groups allow pupils to express salient views; 

multiple voices can be heard and thus facilitate more rounded and reasoned responses to 

discussion questions (Barbour, 2007). They are also more economical than a series of pupil 

interviews, and are less intimidating to pupils (Cohen et. al., 2011). This qualitative approach 

exposed factors which were not detectable in the RCT, particularly with regards to how children 

perceive negative emotions as obstacles to positive relations. They see mindfulness as something 

that allows them to leave things behind more easily. They offered examples, based on their own 

experience, of how mindfulness has helped them do this. As for the thematic analysis of the 

qualitative data generated by the focus groups with children, dependability was high due to the 

specific use of Braun and Clarkeôs (2012) six phase thematic analysis, which is highly 

prescriptive (Thomas & Atkinson, 2017). To optimise reliability and reproducibility, transcripts 

were coded multiple times by the author, and inconsistencies resolved iteratively through 

discussion between the author and supervisory team. The data consisted of words written in the 

ñmindfulness bubble,ò transcripts and an anonymous written task. This process of ómethod 

triangulationô (using data of different types), as used by Hutchinson et al., (2018) was effective in 

enabling the children to illustrate meanings and interpretations in whichever way most suited 

them. For example, some children offered lots of verbal explanations, whereas others offered 

little verbally but instead offered opinions in the written task. 
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Study Limitations and Future Directions 

 

Although the semi-structured focus groups provided rich, anecdotal data on childrenôs 

experiences of a SMBP, these data must be interpreted with caution as the perspectives shared in 

discussions were particular to Paws b and may not translate entirely to other SBMPs. They also 

may be limited to the 15 children who participated in this study. Further research could explore 

findings from a larger variety of schools or locations. These findings cannot be generalised to all 

age groups and developmental differences must be considered. Children who are older or 

younger than the Year 3 and 4 children in this study may have different outlooks on mindfulness 

and Paws b. Therefore, future research should consider the perspectives of both older and 

younger year groups in reference to SBMPs. There was also a lack of racial diversity across 

participants as the school populations themselves were not representative of areas with greater 

ethnic diversity. Replication in a more diverse sample could yield additional findings. Separate 

focus groups with parents or teachers may have further developed understanding around how 

children apply mindfulness in their lives. It would be interesting to investigate, for example, the 

impact of teachersô understanding or opinions of mindfulness, on childrenôs mindfulness practice. 

Collecting data from children poses a number of potential difficulties. A key task for the 

facilitator of focus groups is to maintain an appropriate balance of power in terms of directing 

and controlling the group, and creating an atmosphere in which participants feel free to discuss. 

This task poses a greater challenge with children, in view of the inherent power imbalance and 

the tendency to view the facilitator as an authority figure, such as a teacher, and respond 

accordingly (Morgan et al., 2002). For this reason, it is possible that the data from this study may 

have been subject to social desirability. Secondly, the requirement to ask meaningful questions 

that will elicit detailed and relevant responses is particularly difficult in relation to children, 

given the differing ideas, understandings and social worlds of children and adults (Morgan et al., 

2002). One way of eliminating this in future research could be to record children's discussions 
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about mindfulness, in their own peer groups, without the presence of an adult facilitator asking 

questions. 

Although the children shared positive feedback about the Paws b course, they were not 

asked about specific likes and dislikes or about how Paws b could be improved. In one sense, the 

open-ended question, ñHow did you feel on a Paws b day, about the Paws b lessons?ò gave the 

chance for children to offer positive and negative feedback, however they may have been 

affected by response bias and given overly positive responses if they thought that would be 

favourable to the interviewer. Every effort was made to address interviewer bias by having an 

RA interview the children, not the person who delivered the SBMP. By asking specifically about 

how Paws b could be improved, this could reduce this possible response bias. Similarly, when 

children were asked if mindfulness could make a person kinder, demand characteristics may 

have led children to respond with what they thought the favourable answer would be. 

Nevertheless, children who thought mindfulness could make a person kinder were able to justify 

this with convincing ideas about the mechanisms involved, namely the increase of calmness and 

happiness through mindfulness practice. 

Finally, the results will have been influenced by the researcherôs own epistemologies, not 

least as a developmental psychologist but also as a former primary school teacher and a 

mindfulness teacher. Despite these potential limitations, the present study provides important 

results adding to the sparsity of qualitative studies investigating childrenôs perspectives on 

SBMPs. 

 

 

Conclusions 

 

The aim of this qualitative study was to establish childrenôs views about a 12-lesson, SBMP 

called Paws b. This study complimented a larger RCT investigating how the SMBP may affect 

prosocial behaviour in children. Using focus groups to collect data from children, this study 
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adopted a more open-ended approach by considering childrenôs general perspectives of the 

SBMP, as well as asking them about its links to prosocial behaviour. The research questions were 

as follows: 

1) What were childrenôs understanding of mindfulness? 

2) In what ways, if any, was mindfulness perceived by children to be instrumental in 

promoting prosocial behaviour? 

3) What were childrenôs opinions about the Paws b course? 

We identified three major themes in childrenôs discussions: 1) Mindfulness is instrumental in 

self-regulation; 2) Continued practice leads to positive changes; 3) Embedded memories from 

Paws b. Using these themes, we were able to conclude that, from the childrenôs perspective, 

mindfulness is a series of calming practices which can be used for self-regulation. They 

suggested that mindfulness could change childrenôs negative behaviours, such as bullying, to 

more positive behaviours, through increases in calmness or happiness in those children and that 

long term mindfulness practice led to increased happiness in general. Children reported 

embedded memories from the Paws b course and expressed enthusiasm about the course content 

and content delivery. Further research is required to investigate how Paws b compares to other 

SBMPs and whether similar themes emerge. 
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Foreword to Chapter 4 

After discussions in Chapter 3, we are now provided with a clearer picture of some of the 

processes and mechanisms which may be involved in childrenôs mindfulness practice, from their 

perspective. Children described mindfulness as a tool for self-regulation, explaining that 

mindfulness made them feel calmer or helped them calm down in times of difficulty. Some of 

these difficult situations included social situations such as arguments with friends or 

disagreements with siblings. They noticed positive behaviour changes, as a result of practising 

mindfulness over time, specifically increased calmness and happiness. Most children thought 

that mindfulness could increase kindness in others. Furthermore, they offered ideas and examples 

of how this process might take place by describing mindfulness as a tool for decreasing anti-

social behaviour such as bullying. Children suggested that bullies were often angry or unhappy 

but, by introducing bullies to mindfulness (a tool to calm down or increase happiness), they 

would become kinder to others. The findings from this study introduce an alternative theoretical 

framework to the suggested theory that mindfulness may increase prosocial behaviour through 

the development of empathy. Perhaps, as suggested by the children in this study, mindfulness 

increases aspects of prosocial behaviour through self-regulation.  

Thus far, this thesis has presented quantitative and qualitative findings regarding the 

relation between mindfulness and prosocial behaviour, with a developing picture of the possible 

mechanisms involved and which aspects of prosocial behaviour may be affected. A consideration 

of factors which were involved in the research and delivery of the Paws b course may help to 

clarify our findings from studies 1 and 2. Chapter 4 provides an autoethnographic account from 

the perspective of the researcher, who was also responsible for delivering the mindfulness 

course, as a trained Paws b teacher. This will help the reader to gain a deeper understanding of 

how the children responded to mindfulness across the duration of the course, and what 

influencing factors presented themselves throughout the data collection and delivery. This thesis 
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was introduced with relevance to the new compulsory subject ñRelation Educationò to consider 

how a mindfulness curriculum could be implemented to promote prosocial behaviour in school. 

Chapter 4 is presented as an autoethnography, with the aim of providing researchers and 

stakeholders, such as teachers, knowledge and considerations for implementing mindfulness in 

schools.  
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CHAPTER 4 

Researching and Delivering a School-Based Mindfulness Programme (Paws b): An 

Autoethnography. 

 

Abstract 

This paper is my attempt at documenting, sharing and reflecting on the personal experience of 

researching and teaching mindfulness in two junior schools in the United Kingdom (UK), as part 

of my PhD project. An autoethnographic journal, produced in the form of recorded field notes 

and written reflections of these field notes, developed over the course of several months. This 

journal documented experiences and reflections on researching and teaching a mindfulness 

programme called Paws b. The subjective journal entries informed the effectiveness of the 

delivery, and the foundation for retrospective reflections of my own identity. Themes developed 

pertaining to the conflicting identities I faced as a researcher, mindfulness teacher and former 

primary school teacher, as well as challenges which arose from being an external mindfulness 

teacher and the observations of childrenôs engagement in the course. 

 

Keywords: autoethnography; mindfulness; teaching; primary school; children; Paws b 
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Background 

I am a 38-year-old PhD student, whoôs project focuses on investigating mindfulness for 

school children. A few years before embarking on my PhD journey, I had worked as a primary 

school teacher for six years, mainly in one school in Hampshire, but also for a short time as a 

supply teacher across numerous schools. I was introduced to mindfulness when I volunteered as 

a Research Assistant for a private clinic running a Dialectical Behavioural Therapy (DBT) group. 

The clients suffered from borderline personality disorder. I took part in this voluntary work, 

alongside part-time teaching, with the hope of starting a clinical psychology doctorate soon after. 

My role was to work alongside the team of three clinical psychologists, note taking during the 

sessions, sharing observations during supervision and completing admin-based tasks, e.g. 

preparing homework documents for clients. One unit of the therapy was teaching and practising 

mindfulness both in the therapy sessions and in the weekly supervision meetings. By the end of 

the 16-week DBT course I understood the basics of mindfulness and enjoyed the formal practice 

time. As I was working as a primary school teacher alongside this voluntary work, and was 

excited to try out mindfulness-based activities with my class. At this point I had no official 

training, but it became a daily activity which took place after break time with my class of seven 

and eight-year-olds. I would make up activities like getting the children to trace the lines on their 

hands and try to notice any thoughts or mind wandering. Most of the children really enjoyed this 

part of our day and would ask ñWhen is it mindful time?ò or would remind me if I ever forgot to 

do it straight after break time.  

A few years later, after failing to secure a place on a clinical psychology doctorate course, 

I had worked for a little longer as a teacher, travelled, started a catering business, completed a 

Masters in Sport and Exercise Psychology and was pondering over whether a PhD would be an 

achievable next step for me. As I researched the possibility, I had already a clear project in mind. 

I developed a proposal investigating the possible link between mindfulness and prosocial 
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behaviour in children. Once securing a bursary, I took part in an 8-week mindfulness course. I 

really enjoyed the course and felt like a bit of an expert compared to the majority who were 

complete novices. Mindfulness became a poignant part of my life from this point onwards. My 

formal practice would come and go, a few weeks on, a few weeks off, but informally I would use 

it often to notice thoughts, emotions and physical reactions to these, caused by different 

situations in my life. I went on to complete an advanced mindfulness course and then trained to 

teach mindfulness to children during the first year of my PhD. 

My PhD consists of three studies, a randomised-control trial (RCT), a focus group study 

with pupils and this autoethnography. Data were collected from two junior schools in Hampshire. 

The RCT measured prosocial behaviour before and after the delivery of a school-based 

mindfulness programme (SBMP) called Paws b. I made the decision to train as a mindfulness 

teacher myself, and as the primary researcher, be the one to deliver the mindfulness course. This 

decision was based on two predominant factors. Firstly, and most importantly, I felt that being 

able to reflect on the personal experience of being the mindfulness teacher and delivering the 

course would offer a deep richness in understanding the implementation of the research; 

something which would not have been possible if we had opted for class teachers to deliver the 

course. Secondly, with teaching techniques and attitudes varying so much from class to class and 

school to school I felt that having one mindfulness teacher (myself) to deliver the course across 

all classes in both schools would reduce any teacher effects in the findings from the quantitative 

study. 

Paws b is a course of twelve, 30-minute lessons, offered formally as part of the Personal, 

Social and Health Education (PSHE) curriculum. The course was developed by the Mindfulness 

in Schools Project (MiSP). It aims to teach 7-11-year-olds ways to regulate themselves when 

they are experiencing challenging feelings, how to relate to difficult thoughts and the story-

telling mind, how to respond to difficulty rather than react, and ways of cultivating happiness. 
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Children also learn about how key parts of their brain work, including the flight/fight/freeze 

stress response (MiSP, 2023). In order to teach Paws b, I was required to complete an 8-week 

Mindfulness Based Cognitive Therapy (MBCT) course myself and then complete the four-day 

training programme provided by MiSP. 

As a former primary school teacher, I was aware, through personal experience, of the 

continuously changing complexities of the school environment and appreciated that conducting 

research in such an environment would be influenced by many factors including the acute 

interactions between individuals and social groups within the culture of the school, including 

myself. Many of these complexities, I presumed, would only become visible through 

documentation of the lived experience of being a researcher and mindfulness teacher in school. 

This highlighted the value to me of providing an autoethnographic account of my journey as a 

researcher and teacher of mindfulness in schools. Although every effort is made to produce valid 

and reliable results in any research study, the extraneous variables in schools may be greater than 

in other populations. As Schonert-Reichl & Lawlor, (2010) note, mindfulness research within the 

school population is more complicated than clinical-based studies, which have clearly defined 

outcome variables related to reducing the severity of clinical symptoms as an objective.  

In RCTs for health interventions, process evaluations are often conducted to evaluate the 

delivery of the intervention, the mechanisms of impact that occur in participants (how 

changes in individualsô health behaviours occur), and contextual factors which interact with both 

the delivery and receipt of the intervention (Moore & Evans, 2017). They illuminate the óblack 

boxô of the processes of an intervention, which are not addressed by the classic RCT design that 

examines the relationship between a limited set of variables (Morgan-Trimmer & Wood, 2016). 

Recently, ethnography has been used as a method to evaluate such health interventions. In 

ethnography, the researcher actively participates in the culture in order to gain an insiderôs 

perspective and to have experiences similar to that of the group members.  Benefits of using it as 
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a process evaluation include (1) producing valid data, (2) understanding data within social 

contexts, and (3) building theory productively (Morgan-Trimmer & Wood, 2016). Ethnography 

is a rich and detailed methodology and, thus, well suited to the challenges of understanding how 

complex interventions work. In education, ethnography is commonly used as a method to 

investigate educational practices, prioritising the experience and perspectives of those involved. 

Using ethnographic methods alongside the RCT and focus group study could help to add 

understanding to the contextual factors which interact with both the delivery and receipt of the 

Paws b course. A recent ethnography of the ñ.bò course (a MiSP curriculum for 11-16 year-olds) 

sought to investigate how the discourses and practices of the programme are drawn upon by 

teachers within the classroom, and in what ways they are taken up, contested or resisted by 

students. Secondly, it aimed to investigate how the lived órealitiesô of .b are shaped by the social 

dynamics of the classroom (Hailwood, 2020). Such methods have not yet been applied to the 

Paws b curriculum. In documenting the experience of researching and delivering the Paws b 

curriculum, it may be possible to shed new light on how the social dynamics and culture of the 

classroom shape the delivery from the perspective of myself, the researcher and mindfulness 

teacher. 

For many quantitative studies, the delivery of the intervention by authors or programme 

developers of the MBI poses a problem of bias, including a lack of independence in conduct and 

subsequent limited generalizability of findings (Emerson et al., 2020). However, having an 

awareness of this bias, and providing an autoethnography of the experience may be able to offer 

insight into how implementation of research studies influences the findings. My own beliefs, 

values, judgements and previous experiences had an impact on how I presented myself as the 

teacher and how I interpreted and delivered the programme content. Furthermore, my identity as 

the researcher added another layer of complexity to the experience. Just as the knowledge of 

participants reflects their social, cultural, and historical context, this is equally applicable to the 
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researcher; as (Burr, 2015, p. 172) states: ñNo human can step outside their humanity and view 

the world from no position at all, and this is just as true of scientists as of everyone else.ò A more 

mindful approach to research embraces reflective processes that also acknowledge the dialogical 

relationships between participant, object and researcher (Crawford et al., 2021). It moves away 

from the quantitative methods of research that are, as (Ochieng, 2009) asserts, generally 

confirmatory and deductive methods. As the research into the effectiveness of SBMPs grows, 

researchers are becoming increasingly more interested in accessibility and implementation of 

these programmes. Recently Roeser et al. (2022) published a review on SBMPs, producing a 

guide for future delivery. One suggestion was that practitioners should consider their schoolôs 

readiness and ability to implement a programme; to question what support is needed by 

leadership and by school teachers and staff to implement the programme in a high-quality way to 

sustain its use. In his review he suggested that in the coming years, more scientific research on 

SBMPs is needed to determine which kinds of practices and programme elements work best; 

what outcomes they influence, and which students are impacted the most. By considering my 

experience as a researcher, as the mindfulness teacher, working with a variety of different 

children and staff members, I shed light on some of these elements.  

The research setting 

School 1 was a three-form entry junior school in Hampshire. It was the school I worked 

in for four years from 2010-2014. In 2022, when I carried out my research, roughly half of the 

staff had also moved on. The head teacher was new and was unknown to me. 

School 2 was a two-form entry junior school, also in Hampshire, where an ex-colleague and 

friend now worked. Other than her, I knew none of the staff in this school and had only ever 

visited the school once to help her with taking her class on a school-trip to Stonehenge, three 

years previous to the start date of my PhD. In School 1 I delivered the mindfulness course to two 

classes of 7ï8-year-olds, and taught another class of the same age group PSHE (this was a 
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control class in the RCT). This was the age group I was most experienced in teaching from my 

previous career, and they were situated in the same classrooms I used to teach in. In School 2 I 

taught two classes of 7ï8-year-olds, three classes of 8-9 year olds and two classes of 9-10 year 

olds. My experience of the different atmospheres in these two schools are discussed in the 

analysis of my field notes. 

The aim of this autoethnography 

The aim of this autoethnography was to document the process of researching and 

delivering Paws b in two junior schools to explore what comes into play, and then also be able to 

evaluate factors intervening in outcomes from the RCT. My own views and reflections, as 

captured by my journal and notes, were analysed to explore how this may have impacted or 

influenced the experience. Considerations are suggested for the delivery of future mindfulness 

programmes and recommendations provided for other mindfulness teachers, based on my own 

experience. Theoretical explorations will interact with my reflections to help inform the 

discussion of my autoethnography.  

Autoethnography as a method 

 Autoethnography is a qualitative methodology that uses the personal experiences of the 

researcher as the sole participant to examine wider cultural experiences (Adams et al., 2017). It 

enables the researcher to tell his or her own story and views the very act of writing as the method 

of inquiry itself (Denzin & Lincoln, 1995). For research which takes place in schools, 

autoethnography allows the educator (myself) the opportunity to effectively acknowledge the 

pragmatic demands of teaching and of everyday life, to take stock of experiences and how they 

shape who we are and what we do. The subsequent process becomes one of conscientisation and 

moves individuals towards a practice and pedagogy of emancipation at micro and macro levels 

(Austin & Hickey, 2007). As a research method autoethnography óentails the scientist or 

practitioner performing narrative analysis pertaining to himself or herself as intimately related to 
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a particular phenomenonô (McIlveen, 2008, p. 15). Using analytic reflexivity, critical, deep 

reflection on my personal field notes were informed by published literature. In an 

autoethnographic study, data analysis and interpretation is not a linear process as the analysis 

begins while the data is being collected with the analysis then revealing yet more relevant data 

(Chang, 2013).  It involves continually shifting focus back and forth between the self and the 

sub-culture the researcher is studying to provide an engaging and culturally meaningful 

autoethnography (Chang, 2008). 

Ethical considerations  

Autoethnography, like any other qualitative research approach, poses difficult, but not 

insurmountable ethical challenges (Sparkes, 2024). Writing autoethnographic accounts of self-

experience inevitably involves others as ñhuman beings are relational beings, thus every story of 

the self is a story of relations with othersò (Bochner, 2017, p. 76). My autoethnographic account 

of my experience as a researcher and mindfulness teacher involved relations with staff, pupils 

and parents. This relational aspect raises dimensions of care needed to conduct autoethnography 

when others, by the nature of our relational lives, are likely to be referred to in the final 

published document (Edwards, 2021). The ethical challenges in this authoethnography, therefore, 

relate to considerations regarding the anonymity and confidentiality of those I write about. It was 

important to consider the people I interacted with during my data collection and how I described 

these individuals in my narrative, ensuring to the best of my ability, that no harm would be 

caused to any of these individuals, if they were to read my work. For this reason, I made the 

decision to change any information in my field notes and reflections which may have breached 

confidentiality and anonymity. This included omitting any personal information about others, 

changing genders for some individuals, and changing the year groups or classes these individuals 

were affiliated to. I have also deleted any contextual details which may have led to an individual 

recognising themselves. As Pelias (2019) states, if we claim to work with an ethic of care, then as 

https://journals.sagepub.com/doi/10.1177/1609406921995306#bibr7-1609406921995306
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far as possible, we must protect those we write about and take responsibility for our words 

because those words may cause harm. I hope, through my considerations and actions noted 

above, to cause no harm to any individuals who were involved in my experience. 

The creation and analysis of my data 

Ethical approval for this study was obtained from the University of Portsmouth (see 

Appendix 12). The data set for this study consists of audio recordings I took with a portable 

recorder in the school car park, right after a visit, to ensure experiences, memories, thoughts and 

emotions were as fresh and detailed as possible. I started my field notes in March 2021, when 

data collection for the RCT in schools began. I recorded entries after most teaching sessions, but 

particularly in times when I was feeling passionate, conflicted, angry or anxious about a situation 

pertaining to my experience of being in school as a researcher or mindfulness teacher. These 

audio recordings were then transcribed and became my field notes. I later added reflections to 

these field notes, which focused on any feelings and thoughts which surfaced within me when 

reading them back. This was an ongoing process as I revisited the field notes and reflections 

regularly. At the convergence between autobiography and ethnography, autoethnography 

highlights the researcher's own reflections as viable data sources. Reflexivity expresses 

researchersô awareness of their necessary connection to the research situation and hence their 

effects upon it (Davies, 2012). It was through this reflexivity which allowed me to map my own 

story of my experience and themes emerged from this story mapping. Autoethnographers tend to 

vary in their emphasis on auto- (self), -ethno- (the cultural link), and -graphy (the application of 

a research process) (Stahlke Wall, 2016). For me, this included thoughts about the delivery of the 

course, feelings towards staff and pupils, and the emotions and attitudes I experienced in each 

school.  

To tell or show my story, from the onset I had a clear sense that quotes from my field 

notes would provide the best means to do so, similar to the snapshots used by (Vasconcelos, 
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2011). Selecting these quotes followed an intuitive process in which I looked for the 

recollections related to my experience that evoked the strongest feelings in me. The quotes have 

been grouped into themes which emerged through the analytical process. I have employed a 

personal and academic voice framework where the personal voice (the field notes) is immediate 

and evocative and the academic voice provides analysis of the cultural practices. The reflections 

of my field notes have evolved to become part of the written analysis. This process evolved as I 

revisited events and the emotions associated with them in my field notes and reflections, and 

attempted to link my personal experiences with an explanation of the culture in which they 

operate so that my stories and reflections resonate with others (Brooks & DinanThompson, 

2015). While autoethnography has increasingly become the term of choice to describe studies 

and procedures that connect the personal to the cultural (Bochner et al., 2000), it is noted that 

since autoethnography displays multiple layers of consciousnessð as researchers ñzoom 

backward and forward, inward and outwardò between their personal, social, and cultural 

experiences and selvesð ñdistinctions between the personal and cultural become blurred, 

sometimes beyond distinct recognitionò (Ellis, 1999, p. 673) 

Autoethnographic themes 

There were three themes which developed through the analysis of the field notes and 

reflexive journal. The first was the experience of ñMy different identities at play during school 

visitsò and how these shifted and developed as the project progressed. The second theme was 

based around ñThe challenges of being an external mindfulness teacherò and the difficulties I 

faced with delivering a course in this capacity. Finally, there was ñA sense of a turning point in 

childrenôs engagementò with the practices and enquiry, roughly halfway through the duration of 

the course. These themes will now be discussed individually. 

Theme 1: My different identities at play during school visits 
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The field notes capture both my experience of being a researcher, conducting a research 

study in schools, and my experience of delivering a mindfulness course to children. As I 

conducted myself in these double roles, I was faced with a third dimension to my identity: my 

former primary-school teacher identity. This was visible in my field notes about the data 

collection, where I showed empathy and understanding of the teacherôs perspectives, and also 

through my evaluation of the delivery of the course. As I will highlight in this analysis, these 

identities influenced the way I communicated with staff and led me to question my behaviour 

management techniques and teaching ideologies throughout the project.  

My researcher identity with staff 

 From the initial meetings with teachers and introductory sessions with pupils at both 

schools, I felt a lot of pressure to present myself and the project in a way which would leave a 

positive impression. My primary role, initially, was that of a researcher. The project was hugely 

important to me, and it was my responsibility to make sure it was successful. To achieve success, 

I felt it was vital to communicate as effectively as possible with everyone involved in the project. 

Because of this, there was a lot riding on initial introductions and meetings. Particularly with the 

teachers, the right first impression, I was convinced, could influence how forthcoming, helpful 

and accommodating they would be for the remainder of the project. I was thinking as a 

researcher who was primarily concerned about the project. I met with teachers from each year 

group separately to discuss the aims of the project and how it could be timetabled into their term 

with the least amount of disruption. I wanted teachers to be enthusiastic about the project, and to 

feel that I appreciated, and was grateful for, their involvement. Because of my previous role as a 

primary-school teacher, I was sensitive to their tight schedules and busy timetables and aware 

that, in the data collection stage of the project, I would have to ask to borrow children from 

lessons for individual tasks, plan whole class data collection sessions and interview teachers in 

their lunch breaks or after school. Some year groups were cooperative and others more hesitant. I 
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didnôt push these hesitant teachers, with the aim of building positive relationships for the success 

of the project.  

ñSome of the staff seem quite regimented with sticking to the PSHE [Personal Social and 

Health Education] curriculum and feel that the children can't miss out on these lessons. 

Personally I find myself questioning this, although I donôt voice this to the teachers because 

I think it would sound confrontational.éThe thing that concerns me is that there is not a 

free 45 minute slot for any of these children in their weekly timetable because there is so 

much to cover in a week, so I worry that one or two of the year groups may actually decide 

that they canôt find the time for me to carry out my project with them.ò 

 

At this point I was keen to be as accommodating as possible, as I was grateful that the school had 

a allowed me to carry out my project with their pupils. I was particularly sensitive to the negative 

attitude I felt from the teachers from one year group. During the first meeting, one of the teachers 

seemed quite put out that he had been asked by the headteacher to take part. He kept commenting 

on how this was going to be really difficult to fit into his timetable. 

 ñI have found him quite abrupt in our contact so far, as though he is too busy to give me 

any of his time. He sighed a lot in the initial meeting and made gestures like putting his 

head in his hands.ò 

 

 I remember feeling quite shocked initially that someone could be so overtly negative in a 

meeting. I became wary of this teacher and was concerned about what our working relationship 

might be like. His negative attitude, along with one of the other teachers, seemed to continue 

throughout the initial data collection stage : 
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ñI'm not really getting a good vibe from two teachers. I asked them at lunchtime today if I 

was able to have a chat for 5 minutes about their class and both of them very quickly said 

that they were too busy and there'd be no time after school either. Neither of them 

suggested any other times which would be more convenient nor were they at all apologetic. 

They were very dismissive reallyò. 

 

I wanted to gain the teachersô respect and I didnôt want to annoy them or want them to think 

negatively of me, which is why I did not push them to find a convenient interview slot. It was 

quite clear from their reaction to me asking, that they would rather not give up their time to do 

this. Many of the decisions I made about aspects of the data collection and the delivery of the 

course were influenced by how I thought this would affect teacherôs views of me. I reflect in my 

field notes why I think the relationship with these teachers wasnôt ideal: 

ñI think one of the problems is that some teachers were absent when I did the initial 

introduction to the children about the project. So they kind of missed the whole point of it. 

Also, when I'd had the meeting with some teachers, we spent so much time talking about 

how it was going to fit into their timetable that they didn't really give me a chance to 

explain what the project was all about and then they missed the introduction, so I think 

they possibly are a bit on the on the back foot. Their negativity may be linked to the fact 

that they don't really actually know what the project is all about. 

 

Considering what I know about working in a school, from my own experience as a 

teacher, I wonder if making my previous role as a teacher more explicit to staff would have made 

them feel more of a connection with me, rather than presenting myself as a researcher. As shown 

in my field notes, this teacher identity was prevalent, as I understood the timetabling pressures 
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the teachers were most likely facing, but I did not make the teachers aware of my understanding 

of this. Perhaps if I had presented myself as a teacher who had become interested in mindfulness 

and how it could benefit the atmosphere of the classroom, which may have appealed to the 

teachers, I would have experienced a more positive reception. 

My researcher / primary school teacher multiple identity with children 

The introductory sessions with pupils took place in classrooms, mostly with class 

teachers present. They were directed at the children and therefore pitched at their level of 

understanding. I wanted children to be excited about working with me on the project, and wanted 

a large proportion of each class to consent to taking part. When introducing myself to each class, 

I explained that I was a teacher (my teacher identity visible once again), but that I also had 

another job. I invited the children to guess what this job was in a way which I hoped would spark 

their enthusiasm: 

ñI gave them clues by putting on a white lab coat, some safety goggles and showing them a 

model of the brain. I also showed them lots of stickers and said that I like to hand out 

stickers to the children who are involved in my project.ò 

 

Once the children had guessed that I was a ñscientistò (I thought researcher may be a term 

they would be less familiar with) I explained that my work involved investigating how childrenôs 

brains work and how they behave in different situations. The aim was to get as many children to 

consent to taking part as possible. I hoped that, if they were enthused or excited by the 

introduction to the project, they would encourage their parents to sign the consent form, and so I 

used a lab coat and props (e.g. a model of the brain) to try and spark this enthusiasm. 
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After introducing the project to each class, I met them once again as a researcher, to 

facilitate the data collection. I found myself using class behaviour as a general measure of how 

successfully I had conducted myself in front of the class. I saw bad behaviour (e.g. talking over 

me, or not following instructions) as a lack of control on my part. This was a judgement I used to 

make as a teacher, and highlights again how my teacher identity was prevalent, alongside my 

role as a researcher. Where the behaviour in one class had not been so good in their initial 

session, I worried about how this would affect our future relationship, once I started teaching 

them: 

 

ñI was with two classes todayé.The children in the first class were generally very well 

behaved. They appeared to be listening carefully to instructions é. 

The second class was much more difficult.é.the class teacher was absent. There 

was definitely a bit of confusion here as to who was supposed to be ñin chargeò of the class, 

me or one of the other members of staff covering the class, neither of whom appeared to be 

very forthcoming in terms of controlling their behaviouré. This resulted in the class as a 

whole being very noisy and livelyé. I felt there was a real lack of seriousness and 

concentration from most of the pupils during this session. I had to clap and get their 

attention quite a few timesé. This leaves me wondering how this session will affect my 

ongoing relationship with this class, because it wasn't the best situation to start with. I think 

first impressions are very important when teaching a new class and I feel like they would 

have sensed quite a lack of control from me, which I hope will not matter, once their class 

teacher is in the room next weekò. 

 



мол 
 

Experiencing a class like this makes me feel quite uneasy. When I was a newly qualified 

teacher, I did about nine months of supply teaching before I was offered a full-time position. 

Appearing to be in control in front of a new class as a supply teacher was very important 

because, in my experience, if the children thought they could get away with being ñnaughtyò the 

day would inevitably get worse and worse for me. Usually, classes were fine, but I remember one 

or two who were really challenging. My worst memory of supply teaching was one afternoon in 

a year 6 class. It started by children answering each otherôs names in the register and progressed 

to one child using his phone in front of me, when I had asked him to put it away. There was lots 

of calling out and questioning like, ñwhy do we have to do this?ò ñWhatôs going to happen if we 

donôt do it?ò In the end I had to ask a child to go and ask for the head teacher to come to the 

classroom. So, meeting each class for the first time in the project was an important event for me. 

I wanted them to respect me and I wanted to feel like I had control of the behaviour. This second 

class was a clear reminder of those challenging classes during my supply days, with lots of 

confident characters who showed little respect towards me by giggling with friends or calling out 

unhelpful remarks such as ñWhat if you hate everyone in your class?ò They became the class I 

least looked forward to teaching during the project. By this point, between data collection and 

my first mindfulness teaching session, my researcher identity had subsided and my teacher 

identity was most prevalent.  

My identity as a mindfulness teacher 

     It had been 7 years since I had worked as a class teacher of Year 3 children (7- and 8-

year-olds, at School 1). I was confident in my ability as a primary school teacher. I felt I was a 

good teacher who delivered interesting, challenging lessons, and built positive relationships with 

the children in my class and with other members of staff in the school. I enjoyed my role as a 

class teacher and really liked the school I worked in. Once I began teaching mindfulness, my 

identity as a mindfulness practitioner surfaced. The researcher identity did not become redundant 
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but moved aside somewhat to allow the mindfulness practitioner identity to take precedent. I 

looked forward to teaching the mindfulness course to the children and I was excited to find out 

how they would respond to it. I had enjoyed the Paws b training and felt that the course was very 

well designed and perfectly pitched to 7-11 year olds with a great mixture of science, 

mindfulness practice and enquiry within each lesson. Over the duration of the course children are 

introduced to the prefrontal cortex, amygdala, hippocampus and insula and learn the main 

function or role of each area. They are encouraged to notice and discuss thoughts, feelings, 

bodily sensations and actions in different situations and are taught a number of child friendly 

mindfulness practices such as ñfinger breathingò and ñpetal practiceò. It is suggested to the 

children that mindfulness can be a chance to step back and notice what is there, hence giving 

space to respond mindfully in situations rather than reacting mindlessly. The scripted lesson 

plans and PowerPoints meant that there was little room for error in the delivery of the course 

content. I was a little apprehensive in the first couple of weeks of teaching, purely because I had 

not taught the course before. I would always go through the lesson plan in detail before each 

week of teaching, in order to prepare myself as much as possible. I felt comfortable in teaching 

this age group of children from my teaching career and also reassured by the detailed lesson 

plans and resources provided by MiSP, that I would be able to teach the course well. I certainly 

had a vision of how I wanted to present myself as a mindfulness teacher. I wanted to be non-

judgmental, open-minded and sympathetic towards every child: 

ñIn my opinion, because it's an abstract concept to the children, they express their 

uncertainty towards the practices as silliness because they are not quite sure how else to 

ñbeò during the practices. Also, I think that as a mindfulness teacher, Iôm just not as strict 

as I would be if I was working as a general supply teacher, teaching maths or literacy or 
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science for exampleéI'm trying not to be stern and trying to let the children express 

themselves.ò 

 

Part of this was because I held in mind that being a mindful person was about accepting things as 

they are, without judgement. I later realised this didnôt mean I had to accept disruptive behaviour, 

which I will discuss in more detail below. Secondly, I understood from the MiSP training that 

children often found the practices quite amusing to start with, because it was a new concept to 

them and something very different to what they did in most lessons in school. I wanted to be 

understanding towards this. There was a difference in my attitude going in as a mindfulness 

teacher and having all the experience I have had in mindfulness and psychology since I last had 

my own class. All of the people who had taught me mindfulness, the clinical psychologists, the 

MiSP trainers and other mindfulness practitioners, had come across as having an 

overwhelmingly gentle, understanding, empathic nature. They all seemed to genuinely care when 

I shared my own experiences during any training sessions. This is how I wanted to appear to the 

children. I wanted to model this empathic behaviour I had experienced myself. 

I can recall at least three teachers from my previous career who I felt lacked empathy for 

the children they taught. They would shout at the children sometimes, use sarcasm to belittle 

them and not want to hear childrenôs reasoning for incomplete homework. I wanted to be the 

opposite to these teachers; to show a positive attitude towards the children and be non-

judgmental. Furthermore, I am now a mother and this has made me a lot more empathic towards 

children and sensitive to how their home lives may be affecting them. I imagine how my own 

children might be feeling or why they might behave in a certain way. I considered how I would 

want my own children to be treated by staff members. Rather than responding as I would have 
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previously, when I was a class teacher, I was experimenting with a more sympathetic, non-

judgemental attitude towards the children. 

 ñI just tried to give those children who were showing slightly disruptive behaviour the 

benefit of the doubt and keep in my mind that they are 8 year old children who are being 

asked to focus on the feeling in their feet and their bottoms. It's not like anything they've 

been asked to do before and it's not with their class teacher.ò 

 

Disruptive behaviour was something I struggled with in my identity as a mindfulness teacher. 

Regardless of my belief that I was a good primary-school teacher, I felt I needed to move away 

from commonly used behaviour management techniques and that a mindfulness teacher would 

somehow be ñdifferentò.  I felt initially, as a mindfulness teacher, you could be a little more 

relaxed in terms of expected class behaviour. I wanted children to be able to express themselves 

and be honest with me, and for them to be exposed to a very non-judgemental attitude from me. 

This is different to the expectations I had as a class teacher. As with most class teachers, there are 

certain expectations you hold with regards to pupil behaviour. These include the children being 

attentive when the teacher is speaking, showing a serious and conscientious attitude and 

generally sitting quietly in lessons unless tasked to answer questions or discuss specific topics 

with peers. As a supply teacher, when I taught a class for sometimes only half a day, it could be 

very challenging to establish a good rapport with pupils. Visiting a class once a week to deliver 

mindfulness lessons felt somewhere in between being a class teacher and a supply teacher. Over 

the duration of the course the children and teacher become familiar with one another but there 

were situations which arose in the first few weeks with the children where I had to make a 

decision as to how best to respond. This was difficult because, as a mindfulness teacher I wanted 

to be more accepting of children for who they are as a whole, embrace their inquisitive mind and 
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allow them to speak more freely than they are often allowed to in school. But I struggled with 

this relaxed approach because it made me feel like I lacked control as the teacher. I think so 

much of my experience as a primary-school teacher influenced my thoughts and evaluations of 

classroom situations as a mindfulness teacher. There was conflict between how I wanted to 

respond as a mindfulness teacher and learned responses from my teaching career, which I still 

felt more comfortable with. To begin with I responded as I felt I should as a mindfulness 

practitioner: 

There were about five boys that were being quite silly during the FOFBOC (Feet on Floor, 

Bottom on Chair) today. By silly, I mean that they were giggling a lot and making lots of 

eye contact with one another and pulling funny faces at one another. Because the children 

are doing something that they're not used to doing and because it's abstract for them, it's 

very common that their go to is to be a bit silly. I did want to acknowledge this with the 

class and so I asked them after the practice why it was hard to keep their attention focused 

sometimes and people said,  

ñBecause people were being silly,ò and so I asked,  

ñWhat does that actually look like? How are people being silly? What did you notice?ò  

One child replied, ñThey're pulling funny faces.ò Then we talked about how it might help 

for them to close their eyes so that they can be in their own bubble a bit more easily when 

they are aware of behaviour like taking place during a practice. The ñbubbleò is the term 

we are taught to use by MiSP to describe being in a mindful state, or being ready to start a 

practice. I then said,  

ñEven closing your eyes, if you are the person that's noticed you are being a bit silly might 
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be helpfulò. I voiced and acknowledged the fact that it can feel strange doing these 

exercises and that sometimes a personôs mind can be in a silly place on one day and that on 

other days it wonôt feel in that silly mood.ò 

 

But even the fact that I made notes on the five children in the class who were being disruptive, 

but not on the fifteen or so in the class who are having a go and are sitting there with their eyes 

closed and are trying to notice the things I was asking them to notice, highlights my influential 

primary-school teacher identity. I found myself wondering if all teachers are the same, in that 

they notice the negative behaviour more than the positive. Is it linked to needing to be in control 

of the behaviour of the class and when you see children who are not on task you are sensitive to 

it and worry that you could be losing control of the behaviour of the class? I also wondered 

whether the class teachers, or the teaching assistants, noticed this misbehaviour and whether they 

saw these mindfulness sessions as a time where the children were quite silly. This did play on my 

mind and about halfway through the course I decided to take part in a ñPaws b Teacher Surgeryò 

which was a free online session MiSP provided for Paws b teachers to connect and discuss their 

practice. The paws b surgery gave me some helpful advice which I reflected on after the 

following days teaching sessions: 

ñI've just completed the Paws b surgery and I found it really helpfulé.I wanted to ask 

about behaviour in the classroom and the best thing to do when children are being a bit 

silly during a practice and distracting others. It was really helpful to know that, you can 

actually stop a practice halfway through if it's being disrupted by some of the children and 

also to use things that you would use as a class teacher like just a look at certain children. 
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Also to highlight to them that they don't have to take part in the practices, it's their choice. 

If they choose not to, for them to instead just kind of sit quietly, maybe put their head on the 

table so that they are respecting their classmates and giving them a chance to still practise. 

I found that really good advice.  

So when I went in to teach the next day, I was able to bear this in mind. The other thing that 

the facilitators said was about not keeping my eyes closed, not closing my eyes in a 

practice and actually looking at all of the children, which I hadn't previously done, I'd kind 

of half closed my eyes or looked down just so I was modelling what the children should be. 

But it actually felt like I was in a lot more control choosing to look at the children, and I 

think it made them all a lot more focused, because when I looked at them, they then kind of 

engaged more in the practice because they could see that I was looking at them.ò 

 

Following the surgery, I started to adapt my behaviour management techniques and use more and 

more ñteacher techniquesò to encourage the class to conform in the way I used to expect as a 

class teacher previously to learning and teaching mindfulness: 

ñThere was a boy and a girl having a bit of a disagreement about moving the table- one 

was trying to move it slightly and the other wanted it to remain in place. So I stopped what 

I was saying to the whole class and looked at them and said, ñIs everything OK?ò This was 

enough for the behaviour to stop. I think previously I had tried to ignore little acts of 

unwanted behaviour like that, hoping that the teacher would step in if needed- which 

usually does happen- but actually I felt much more in control of the class and confident 

using these behaviour management techniques myself, like I would have done had it been 
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my own class.ò 

 

I was starting to feel comfortable in my role as a mindfulness teacher, once I started to use more 

assertive behaviour management. I allowed my identity as a primary school teacher to intertwine 

and influence this new identity in a positive way. On reflection I think I started teaching 

mindfulness with a slightly idealistic view about how to teach, hoping that I could be an 

understanding, non-judgmental teacher who was ñdifferentò to normal class teachers in that I 

would allow the children to express themselves and not use the institutionalised ways of teaching 

I had become accustomed to over the years. It transpired however that I did start using these 

techniques and actually it worked better for me; I felt like I had more control over the class, there 

was more of a sense that I was in charge and children didnôt push boundaries in terms of testing 

behaviours. I felt more comfortable using techniques and attitudes I had used over the years. Was 

this because of my own institutionalised views of expectations in a classroom? I wonder if all 

ñEx-teachersò who train to become mindfulness practitioners experience the same conflict of 

interest? 

The conflicting identities of researcher and mindfulness teacher, however, were 

consistent throughout the project. I always had at the back of my mind the aims and objectives of 

my PhD. I was there as a researcher, interested in the effects of mindfulness on children. I was 

always analysing how the children were responding to each lesson and thinking about what they 

might be taking from the lessons. Although this multiple identity didnôt appear to be conflicting 

during the project, I realised much later in my reflections that my identity as a researcher 

impacted how I communicated with staff with regards to the delivery of the mindfulness course: 

ñI feel like I went in and was very grateful to the school and to the teachers involved for 
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letting me come in and do a study, so I wanted to fit in with the teachers as much as 

possible, not ruffle feathers and not take up too much of their time. I think on reflection I 

could have been a bit more assertive with regards to my expectations of the staff.ò 

 

If I had not been carrying out a PhD project, but instead the staff had reached out to me because 

they wanted mindfulness to be taught in their school, I wonder how much more assertive I would 

have been with regards to expectations around staff involvement, home practice and classroom 

practice, the importance of which I will discuss in detail as I highlight the challenges of being an 

external mindfulness teacher. 

Theme 2: The challenges of being an external mindfulness teacher 

The Paws b course can be taught to a class of children by any Paws b trained teacher. 

This could be the classôs regular teacher, a different teacher in the school, or an external teacher 

who comes in to deliver the Paws b course. Sometimes schools may choose to train one teacher, 

to deliver the course throughout the school, on other occasions the school may train all teachers, 

and often schools buy in an external trained teacher, like me, although in this case, it was 

voluntary as it was part of my PhD project. Which one of these options a school chooses could 

impact how the course is received, as will be discussed further in my reflections.  

There were challenges I experienced in delivering the course, which I felt were based on 

the fact that I was not one of the regular members of the school staff in either school. Throughout 

my field notes I notice and comment on these challenges. There was a feeling of isolation as an 

external teacher, where I wasnôt informed about inset days, and sports days, which meant I 

turned up to teach lessons and wasnôt able to do so. I was also unable to influence any class 
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practice, nor was I able to remind children to have a go at practising at home, both of which 

MiSP invite children to do at least three times per week between the actual teaching sessions.  

Practical barriers to being an external mindfulness teacher 

One of the logistical problems I faced in being an external teacher was the lack of 

flexibility to make sure a weekly lesson took place, regardless of other timetabling commitments. 

For example, when my teaching fell on a bank holiday, the children had two weeks between one 

session and the next. This felt too long to embed any important messages. 

ñUnfortunately, next week is an inset so one class are going to miss their session next 

week. They're going to have a session the week after, so that's going to be a two week gap, 

which I think will make quite a difference, because I would imagine at the beginning of a 

course, doing just one session and then having a two week gap would mean that most of 

them would forget what we talked about in the first session and also wonôt remember to 

practise throughout this two week period.ò 

 

If I had been the class teacher and felt this, I could have added an extra session to the 

week before the inset or the week after. For example, if I had the choice as the class teacher I 

would have done one session on a Monday and then another on the Friday before the inset. I 

didnôt feel as an external teacher that I could ask for an extra slot in the class teacherôs already 

very full timetable. There were also sports days and days when classes were covered by supply 

teachers which I felt all impacted the course negatively: 

ñThat was an awful final lesson with X class. They had their sports day this morning which 

could have caused them to feel a bit out of sorts as often, in my experience, activities out of 
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the normal time table leave children quite excitable and almost rowdy for the remainder of 

the day. When I walked in the class was louder than normal and there was no sense of calm 

amongst the class. There were quite a few children using raised voices and quite a few of 

them out of their seats and moving around the classroom.ò 

 

I had not been told about this sports morning until I arrived to teach the session. If I had 

been an internal member of the school, I would have known about this and probably rearranged 

the mindfulness session to take place the day before. It could have actually helped the children if 

they were feeling nervous about the sports to use a practice beforehand. I would have been able 

to implement this had I worked in the school full time.  

Another thing that was unfortunate was when I taught a mindfulness session and a supply 

teacher was covering the class. This was negative for me as the external teacher for two reasons: 

a) it meant the class teacher had missed a session and; b) the classôs behaviour and concentration 

was often not so good when there was a supply teacher present. Being an external mindfulness 

teacher, leading a session with a class who doesn't have their normal teacher on that day leaves 

very little chance of any class practice taking place between sessions. If I had been a member of 

staff, who had been trained to teach mindfulness I feel it would have been easier to incorporate 

the Paws b course into the timetable. This way it would have been timetabled into a term when 

planning the yearly overview at the beginning of the school year, and so it could have been 

integrated more smoothly into the PSHE curriculum. I felt as an external teacher that Paws b was 

almost a hindrance or interruption to a pre-existing schedule within the school. 

A feeling of isolation as an external teacher 
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There was a sense of distance I felt between myself and the school staff because I was an 

external teacher. It's very different working in a school as an external teacher, compared to when 

you work in a school and everyone knows who you are and what your role is. I felt part of a team 

when I was a full-time teacher but never felt part of the school team during this project. From my 

experience as a primary-school teacher, I know that schools are quite closed, tight-knit 

communities. I didnôt know who other staff members were in the staff room or the dynamics 

between staff members. Small groups of staff would congregate to eat lunch together in the staff 

room and I didnôt feel it was appropriate to join them so I would sit alone.  

From the onset, I felt more comfortable as an external teacher in School 1 compared to 

School 2, which I think was because it was more familiar to me, from teaching there previously. I 

knew the lady who worked on reception, and a few of the class teachers from other year groups, 

who always chatted to me and asked after my family. It occurred to me through the analysis of 

my field notes that feeling a valued member of a team is something which  helps me feel more 

confident in my role as a teacher, and something which was lacking, particularly in School 2, 

during my experience of teaching mindfulness. My feelings of isolation were also visible in my 

need to feel a sense of belonging with other external mindfulness teachers: 

ñI'm going to try and book onto another one of those Paws b surgeries during my teaching 

time. I think it's really beneficial to just keep in touch with other Paws b teachers and to 

feel a sense of commonality, knowing that other people are doing the same thing as you and 

what they're experiencing and how that compares to what you're experiencing, etc.ò 

 

As an external mindfulness teacher, I think this feeling of isolation resulted in a sense of having 

to prove myself. I worked hard to build relationships and gain trust and alliances with staff, but 
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their varying attitudes influenced my confidence in doing this, as I will discuss in the following 

section. 

Teachersô attitudes influenced my delivery of the course 

Some of the isolation I felt of being an external mindfulness teacher was mediated by 

teachersô attitudes. I experienced a large variation in different class teacherôs attitudes towards 

me and the course. A teacher who responded positively, made it feel easier for me to ask them to 

remind the class to practise during the week. The other extreme was class teachers who were 

completely absent during the lessons. I found it very difficult to promote class and home practice 

with the children in these classes.  

ñThere's different dynamics in each class, and certainly the teacherôs attitude makes a big 

difference I think too. To me as the facilitator, knowing that you've got the teachers' support 

behind you does make a difference because I automatically feel more confident and 

welcome in the class if I feel a positive welcoming attitude from the teacher.ò  

 

Three teachers in particular were all friendly and welcoming. Each one would sit quietly in the 

classroom, listening to me teach, and sometimes they would share their opinion during a class 

discussion, which I felt modelled positive communication to the children. The teacher who was 

the most positive to me about the Paws b course was Ms X. She made comments like, 

ñIf you need a good word from me, I would happily rave about the course to other 

teachers.ò  

I know that Ms X was suggesting to some of the children in her class that they have a go at a 

mindfulness practice if they were faced with a difficult emotion like nerves about a sports 
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competition or a class assembly for example. This made me feel like she valued the potential of 

the course. I felt comfortable asking her to remind the children to have a go at home practice. For 

me, feeling valued by this teacher in School 1 made me feel more comfortable as an external 

teacher, because I felt she was behind me in what I was teaching, she supported the concept of 

teaching mindfulness to children. In other classes, where there was a lack of feeling valued, I felt 

the strain more of being an external teacher. 

Some teachers were welcoming, but would sit and mark books during the lessons, either 

in the room, or in a different room. I remember one teacher would smile at me when I entered the 

room and seemed quite open with me. For example, he would often apologise for the mess on his 

desk and would make comments like, ñIt's been one of those days,ò to which I took to mean a bit 

hectic. He would often ask how I was and would also offer information about the pupils to help 

me understand their behaviour. I never had the chance to build a relationship with one of the 

teachers. This class had a different teacher on the day I taught. The main class teacher didnôt 

really acknowledge me much in passing around school.  

ñThis class has a different teacher when I am iné I am aware that this will cause my 

relationship with the main class teacher to be almost non-existent throughout the whole 

course.ò 

 

As an external mindfulness teacher, I now value the importance of working hard on 

relationships with class teachers from the onset. I feel I stepped back from teachers who I felt 

any initial negativity from, but on reflection, it would have been beneficial with regards to the 

delivery of the course, to break down these barriers and gain the support of all teachers involved. 

Conflicting priorities between the staff and myself 
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Part of the difficulty I faced as an external teacher was that the class-teachers had been 

informed by the head that this project was going to run in their year group and that they would 

have to liaise with me to work out how to fit this into the timetable. Timetables can be quite rigid 

in schools as there is so much to fit into each week. The suggestion from MiSP is that Paws b is 

taught during the PSHE slot and can replace the PSHE timetable (which until 2020 was not 

compulsory). None of the teachers talked about any personal knowledge or experience of 

mindfulness so I assumed that the value I placed on children learning mindfulness was not 

initially reflected by most of the teachers. 

 

ñFrom my perspective, mindfulness is such a valuable tool to learn. But because I assume 

many of the teachers donôt know much about mindfulness, they donôt see it as a potentially 

valuable tool for these children so for them, sticking to the planned structure and covering 

pre planned PSHE topics is far more important. I drove home thinking that I wanted to say 

to them, òDonôt be so wrapped up in teaching the same old thing and be open minded to 

something which might actually really benefit some of these children!ò   

 

There was a sense of frustration I felt which I think came from the fact that I had stepped 

away from working in a school, and so was able to see how schools run from an outsiderôs 

perspective, rather than previously being one of the people working on the inside.  Teachers 

follow a curriculum which is mapped out at the start of each year and there is often little room, or 

perhaps willingness for flexibility and change. One conversation I had in the car park with one of 

the teachers during the timetabling of the project highlighted the close attention to detail in 

subject and lesson planning but perhaps a lack of stepping back and considering the bigger 

picture and what they really want children to achieve when in school: 



мпр 
 

ñI was speaking to a teacher yesterday, and they were saying that the theme for their next 

term (the term I will be teaching) is not linked to well-being (or anything close to 

mindfulness), so it's not like the mindfulness can replace their normal PSHE lessons. The 

PSHE timetabled for the term is  a ñbig topicò. They said it's quite important that they do 

it, so theyôre going to speak to the PSHE leader about what's going to happen with the 

children that are doing the mindfulness intervention as they feel the children still need to do 

their PSHE lessons as planned.  

 

As someone who was external to the school, I was not part of the school culture and so 

there were differences in my priorities, views and opinions compared to the teaching staff. There 

were two elements of the delivery of Paws b which I realised were important to me, as the course 

progressed. The first was that the teacher participated in the sessions, as one of the pupils, and 

the second was that home practice and class practice was encouraged in between sessions. I did 

not share this value I placed on these two elements with class-teachers, but this was most likely 

due to the fact that I didnôt realise this value until after the course had commenced, and therefore 

didnôt feel I could change what was already in place, in terms of teacher involvement and 

expectations. After one visit to school, I reflected in my field notes on the value of home practice 

and described the importance I placed on the class teacher being present in the sessions: 

ñI need to be prepared to talk about home practice to encourage home practice, to talk 

about the previous week's work and how they've got on with that. I guess making sure the 

teacher is on board as much as possible with that will help. This does mean Iôm going to 

have an issue with the fact that, for one of the classes, their teacher isn't going to be in the 

session. I think it's very important that it's the main class teacher who sits in for the 
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mindfulness sessions for there to be any chance of continued practice time throughout the 

week. One class has two teachers so I think I'll talk to her about the importance of keeping 

the other teacher on board when she does the handover so that the other teacher can 

encourage time for practice as well.ò 

 

At the beginning of the course, I had intentions for the children to practice during the week, but I 

found that, depending on who the teacher was, I encouraged this to varying degrees.  

ñI wanted to try and push for the classes to practise in class and at home, so in the first 

mindfulness class, I chose two monitors who were going to remind the teacher once a day 

to do a practice. And I gave them a poster to put on their wall.  In the next class I did the 

poster, but I didn't ask about the monitors because I knew that they had a different class 

teacher that day, which they will have every week of my teaching. So I felt like it would get 

a bit lost, or not be carried out by the main class teacher and she would wonder what she 

was being asked to do.ò 

 

I adapted my execution of the course in each class, based on the class teacher set up. Rightly or 

wrongly, I felt there was no point in selecting pupils to ask the main class teacher if they could 

have time for class practice, when the main class teacher was not present in the sessions. 

     On reflection, many of my actions throughout the course with regards to the delivery 

were guided by what I thought the teachers would think of me and my want to belong and feel 

part of a team. In front of the children, I had confidence in my teaching ability, and in the subject 

I was delivering. It was the teachers who I was more aware of in terms of judgement and 

appraisal. I was seeking approval from them for myself as a person. I wanted them to like me, 

and this involved me being friendly to them, me being accommodating with events in their 
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school diaries, me showing empathy towards their needs and requirements as a teacher, and me 

not placing too many demands on them. This feeling linked to the isolation I felt as an external 

teacher, and the need to be valued. I believe this seeking of approval and acceptance was the true 

reason why I didnôt push for teachers to find time to allow the children to practise in the week, or 

remind them via emails throughout the week to remind the children to practise at home. I didnôt 

want to appear in any way a nuisance and this was an overriding feeling I had; stronger than the 

feeling of wanting the course to be as successful as possible, even though this was for a PhD 

project! I did not realise at the time that these decisions regarding the delivery would be so 

consequential with regards to how I felt they impacted the effectiveness of the course. 

 

Theme 3: The sense of a turning point in childrenôs engagement 

Roughly mid-way through the course I noticed a change in the atmosphere within the 

classes for the children who were learning mindfulness. It felt as if the children started 

understanding a little about the concept of mindfulness. They had by this point been introduced 

to the difference between being in a mindful state and a mindless state. They had also been told 

that the exercises they had learnt so far were mindfulness practices and could be used if they 

were feeling unsettled in some way. It may be that they knew what to expect from the sessions or 

that the practices were not such an abstract, novel activity by this point, which influenced this 

change in atmosphere. I noticed more children were engaging in the practices and less children 

were finding them amusing, which I had assumed had been their way of expressing awkwardness 

or embarrassment previously when practising. More of the children seemed to be following 

guidance during practices rather than opting out.  
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ñThe children are kind of getting the hang of doing the practices. They're not really 

giggling so much at the practices and just seem to be quite settled in the classroom and 

although not loads of them are sharing their ideas, generally, considering they're listening 

to me talk for 45 minutes, they do seem very engaged and they seem to be interested in the 

content. I also think that with lesson five which is noticing the wobble, it's the first time that 

you're sort of explaining to them how you can use these breathing exercises in those 

moments where you might be feeling a little bit unsettled in your mind. I think it makes a bit 

more sense at week five as to why we're doing this and what this is all about, and it's the 

first time we actually talk about what mindfulness is, so I feel like it's kind of all coming 

together a little bit in week five, which has been definitely a positive thing.  

     I felt there was a positive change around this point in the course, which was reflected in my 

field notes. Initially I comment on how the children are responding to the practices with less 

giggling. Although I accepted giggling at the beginning of the course, this observation of a 

reduction in the giggling and how I see this as increased engagement highlights my underlying 

negative association with giggling during sessions. As the course progressed further I noticed 

that children appeared more insightful when reflecting on what they had noticed during the 

practices, for example, their minds wandering. They were sharing more experiences in the 

enquiry time, for example sharing physical sensations when feeling nervous or thoughts when 

feeling angry. As the weeks passed, more and more often children would share examples of when 

they had used a practice to help them in a difficult situation. I felt very positive about these 

observations as it made me feel that there were signs of impact from the mindfulness course. 

ñThere was a child who often, in the first few weeks, chose not to take part in the practices 
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and would instead spend the time looking around at other people or would draw or would 

try to talk to other pupils seated near them. Although I didn't actually notice what they were 

doing in the practices, they certainly werenôt doing those things. They shared some detailed 

descriptions in the enquiry time, for example, when explaining how it feels in their body 

when they get scared they said,   

ñMy tummy feels a little bit like a washing machine, going round and roundò.  

This explanation prompted a lot of the other children to talk about how it feels in their body 

when they feel certain emotions such as feeling scared or feeling angry. One child 

commented on how their legs feel shaky and another said they feel like their head is going 

to explode!ò 

In my opinion this was a really valuable discussion time where I've found that previous 

discussions have mainly involved children wanting to share stories or give examples of when 

they felt, for example, angry or worried. Although it's helpful for the children to be able to label 

emotions they feel in certain situations, being able to describe the sensations they feel in their 

body linked to these emotions seemed to be a development for this class. That was a positive 

reflection. Another development was children having the ability to self-guide practices. I was 

delighted when the youngest year group was able to select a practice of their choice and have a 

go at it independently, without me guiding them: 

ñI gave the year 3 classes the option to choose a practice and self-guide it. And I was really 

pleasantly surprised at how well this went. The children were all really, really sensible. I 

could see lots of finger breathing and petal practice and tummy and chest breathing going 
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on and that was really lovely to see.ò 

This really highlighted to me how much I felt the children had learnt in just a few weeks and 

how they had progressed in terms of their understanding and ability to practise mindfulness. One 

of the teachers commented on how children in her class were really benefiting from this course. 

ñ...She then went on to say how well some of the children in her class have responded to 

the mindfulness course and how highly she regards it. She focused on two boys in her class 

who are autisticé.She said that they have just got the concept so well and they've made 

connectionsé.She said,  

 ñThey are actually using itò  

with such enthusiasm in her voice and she repeated this about three times that they are 

actually using it.ò  

This was so encouraging to hear, and it really meant a lot to me that it had come from the class 

teacher. The teacher went on to share more encouraging news and give solid examples of how 

mindfulness had had a positive effect on these particular children: 

ñShe went on to say,  

 ñTheir parents have said that they're really impressed and that they're coming home and 

using these mindfulness practices at home.ò  

The teacher then gave me an example of a situation at school where one of the boys had 

used a mindfulness practice when he was feeling anxious about a sporting competition. She 
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said,  

 ñJohn had a long running competition with one of the other teachers the other day, and he 

was going over and over that he was worried about it. And so I said to him, well, why don't 

you do some mindfulness, and he did!ò  

 I was surprised at just how delighted I was to hear this information from this teacher. I felt quite 

emotional listening to her because of her genuine surprise, and appreciation, at how these 

children are being taught practices which they are using out of choice, particularly in times of 

difficulty.   

ñShe said she's been really impressed with the course and she went on to say that she 

thinks this should be on the curriculum and that all children should be learning this stuff. 

She also mentioned a boy in her class that had ADHD [Attention Deficit Hyperactivity 

Disorder] and said that he seems to be engaging with it really well and that he said he's 

used it at home.ò 

I think on reflection, it was her surprise at the specific pupils it was having a positive effect on 

the most, which was particularly moving for me to hear.  

ñShe said she really enjoyed watching them during the lessons and that she really enjoyed 

noticing the children that are really engaging with it and she can see how much they are 

listening to the instructions in the practice and really going with it. It gave me goosebumps 

listening to her talk because it was really nice to hear those positive things. It meant a lot 

to hear it from a teacher, but also to hear that parents had given her such positive feedback 

about it too. She went on to say that she thought the course was worthwhile and that she 
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thought it was beneficial for the children and that she thought that more children should be 

taught mindfulness.ò  

I also received some brief comments from another teacher about how this is, 

ñreally important stuff which I think would be helpful to a lot of children.ò  

The conversation with Ms X however had more impact because rather than just giving an 

opinion about how it would be helpful she was actually saying that it is helping the children 

because they are actually choosing to use it.  Another thing she said was,  

ñIt's not just that they are learning concepts, they are learning skills that they are 

immediately taking away and using in their lives to help them in tricky situations.ò  

So, for me it was a great conversation. And it was great that it was not prompted by me and she 

just wanted to share this. The journey I witnessed in which children started as novices and 

developed into mini experts in mindfulness practice was a heart-warming experience. The focus 

of the RCT was far from the forefront of my mind when making these notes. It was so 

encouraging to witness this change, which was visible in all of the classes. I can imagine this 

would be encouraging information for new mindfulness practitioners to know about, and perhaps 

look forward to, when they embark on teaching a Paws b course to a group of students. 

Discussion 

The aim of this paper was to explore and share information on the experience of 

researching and delivering a mindfulness programme to children, from the perspective of the 

researcher/ mindfulness practitioner. Through reflective journaling I have ñexternalised my inner 

dialogueò (Duncan, 2004, p. 29) in this autoethnographic account of conducting an RCT and 
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delivering the ñPaws bò curriculum to 7-10-year-olds, in two Hampshire schools. This has 

allowed me to clarify knowledge and to understand the principles and values that underpin my 

practice as a researcher and teacher. After reflecting on and analysing the field notes taken over 

the six-month duration of the project, three major themes were identified from the data: ñMy 

different identities at play during school visitsò; ñThe challenges of being an external 

mindfulness teacherò and; ñA sense of a turning point in childrenôs engagementò. I highlight in 

the analysis, how my own subjective views impacted on the experience. By exposing my 

vulnerabilities, conflicts, choices and values (Bochner et al., 2000), I hope to draw other 

researchers, teachers and mindfulness practitioners into the conversation, inviting them to 

consider how my experience may resonate with their own (Bochner et al., 2000). Specifically, 

this autoethnography demonstrates how the interactions between oneôs self (researcher and 

mindfulness practitioner) and a particular culture (the staff and pupils of two primary schools) 

influence the research and delivery of a mindfulness curriculum. These themes will now be 

discussed alongside considerations of current literature.  

  ñMy different identities at play during school visitsò demonstrates how I became aware 

of, and worked with the multiple identities I experienced throughout the project. Initially 

identifying as the researcher, I soon struggled with the juxtaposition of a second identity, the 

mindfulness teacher. My former primary-school teacher identity influenced both roles and all 

three involved conflicting priorities and attitudes throughout the project, influencing the 

interactions I had with teachers and pupils. What is pertinent in this theme is just how much the 

self affects the interactions with a culture. The characteristics of a different researcher may have 

brought about very different interactions with teachers and pupils. Someone who cared less about 

judgements from others, or someone who was less concerned about how first impressions 

impacted the future of the project, may have ended up with a very different experience to my 

own. However, for many researchers of mindfulness in schools, the author is often the 
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programme developer or deliverer (32 % in a recent review, (Emerson et al., 2020)) and so this 

conflict of identity may be of particular interest to this group.  

For a reader to trust the perspective of a researcher as presented in qualitative inquiry, the 

disclosure of the researcher's position in relation to the data is vital. ñWho am I in relation to the 

research?ò becomes the central tenet in disclosing the positioning of the researcher (Pitard, 

2017). Being the researcher and the mindfulness teacher delivering the intervention, caused 

conflicting attitudes at certain points throughout the project and highlighted questions around 

identity in the data. Through the analysis of the data, it became apparent that beyond the double 

identity of researcher and mindfulness teacher, I also still identified as a primary-school teacher. 

Identity formation is conceived as an ongoing process that involves the interpretation and 

reinterpretation of experiences as one lives through them (Kerby, 1991). My identity developed 

throughout the project, as one which combined my history as a teacher, and my current position 

as a researcher of mindfulness (of which I was trained to teach). The conflict for me was working 

out this new identity, formed of multiple roles, and how this would all fit together.  As the 

duration of the mindfulness course progressed, I developed my identity as a mindfulness 

practitioner, to move away from the idealistic view I had, to a more realistic one, which meant 

more assertive teaching, and the use of behaviour techniques which I had used previously, as 

demonstrated in my reflections. Through integration of my identities the conflict between them 

loosened. This change followed a professional development course provided by MiSP, where the 

trainers suggested that it was helpful to use teacher techniques for behaviour management. This 

shift reduced the conflict I felt between these multiple identities. Teachers' perceptions of their 

own professional identity affect their efficacy and professional development as well as their 

ability and willingness to cope with educational change and to implement innovations in their 

own teaching practice (Beijaard et al., 2000). It is possible therefore that this identity crisis 

affected the interactions with the staff and pupils in some form. A freelance mindfulness teacher, 
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who is not also a researcher, may not experience the same conflict as I did, but other questions of 

identity may be present for them, particularly if they too have a history of being a class teacher 

and so being aware of who they are and how they became that person may be helpful for them 

too. 

My analysis highlighted that, as a primary school teacher, I was confident in my own 

ability, but my time as a supply teacher was grounded in uncertainty and apprehension. As a 

mindfulness teacher, teaching in six different classes every week, some elements of how I felt as 

a supply teacher were again prevalent, particularly with regards to my concerns about pupil 

behaviour and how that may affect the control I have over the classroom environment. Research 

suggests that educatorsô sense of professional efficacy, their attitudes and beliefs toward social 

and emotional learning (SEL), and their own wellbeing and social-emotional competence may 

influence the quality of their SEL implementation (Collie et al., 2015; Jennings & Greenberg, 

2009). Could my uncertainty and apprehension have affected my teaching practice in classes 

where I felt less comfortable? óTeacher identity is a profoundly individual and psychological 

matterô (Varghese et al., 2005, p. 39).  

The second theme developed around the challenges and barriers I faced as an external 

mindfulness teacher. I felt quite isolated, as I was not regarded as a member of staff in either 

school. This meant that I often missed out on important information such as being informed 

about inset days. It became apparent, through analysis of the field notes, that one of the main 

challenges I faced as an external teacher, coming into school to deliver a mindfulness programme 

on a weekly basis, was the attitude of the class teachers. Literature suggests that before teachers 

can bring mindfulness into their classroom they must embody it themselves (Albrecht et al., 

2012). This is unlikely to happen when an external teacher is delivering the course as the class 

teacher will often be completely new to mindfulness. I felt that this lack of understanding of 

mindfulness from the class teachers acted as a barrier. The difference between the teachers who 
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were positive and onboard compared to teachers who were more dismissive of the course or 

myself shaped aspects of how I executed the course. With teachers who I felt were more distant, 

came reluctance from me to suggest class practice between sessions, something which I felt was 

an important impacting factor of the Paws b course. Teacher experience of SBMPs indicated that 

barriers to implementation included time pressure on the curriculum (Zenner et al., 2014). This 

analysis highlighted how I became aware of this barrier felt by class teachers, who varied in their 

flexibility and willingness to initially schedule mindfulness into their classôs timetable.  

I suggest in my notes how a whole school approach to teaching mindfulness could 

alleviate some of the barriers I faced as an external teacher. Roeser and colleagues (2022) 

highlight in their recommendations, the need for professional development for educators who 

will implement the programmes and practices, and to think about how to create a mindful and 

caring school environment in which such programmes could be naturally integrated. Without this 

whole school integration, delivering mindfulness as an external teacher can feel like a disjointed, 

misunderstood lesson each week, in a teacherôs otherwise interconnected, well-planned 

curriculum. I felt that it was very important for teachers to be full participants of the Paws b 

course to create the most impact. In line with Albrecht et. al. 's (2012) suggestion, teachers 

needed to, if nothing more, experience the course along with the children for them to begin to 

understand the concept of mindfulness. The teacher who was always present and participated in 

the Paws b lessons as the children did, provided the most positive feedback at the end of the 

course about the value of teaching mindfulness to children.  

There was a sense of a turning point in childrenôs engagement around Lesson 5 of the 

Paws b course. As highlighted in the reflections, this is the first time in the course that children 

are introduced to the term mindfulness and the practices they have learnt are suggested as 

possible tools to help with difficult situations in this lesson. There was a sense that the children 

had started to understand what was expected of them in the practices, as if they had become 



мрт 
 

socialised to the practices. In a study researching the cultivation of prayer in children (Capps & 

Ochs, 2002) the authors highlight how readiness to pray, maintenance of the prayer and ending 

the prayer and all aspects of the socialisation of prayer. There are similar steps in mindfulness 

practices, which children repeat in every practice. Readiness to pray ñis marked by the display of 

a distinct set of bodily posturesò (p. 41). Readiness to practise mindfulness is similar in that it 

involves the children getting into their ñmindfulness bubbleò: sitting in a certain position, feet 

flat on the floor, back supporting itself but without being tense, eyes closed or gazing down 

towards the floor. Maintenance of mindfulness practice involves following the teacherôs guided 

meditation, including a constant reminder to notice mind wandering and gently bring the mind 

back to the present moment. At the end of each practice children were invited to gently open 

their eyes and bring their attention back to the room. This process was abstract to the children to 

begin with: nothing like anything they had been asked to do before in lessons, but after weeks of 

the same, they perhaps started to become socialised to practising mindfulness. Children learn 

what to expect, what's expected of them, how they should behave and what they should do in a 

practice. As suggested in Capps & Ochsô (2002) paper, ñAttitude is a frame of heart and mind, 

which itself requires work to achieve.ò The children had to work to achieve the desired attitude 

towards mindfulness. It was not just the practices which children cultivated over time, but also 

their ability to engage in the inquiry time after each practice, where they would share with their 

peers their experience of the practice. As time progressed, they learnt how to distinguish between 

thoughts, emotions and bodily sensations. Through documenting my experience of delivering the 

course, I was able to make detailed reflections on the observations of childrenôs responses to the 

course content.  The mindfulness course requires a complex multifactorial process of creating an 

environment within an environment, where different norms hold to that of most classroom 

lessons.  

 



мру 
 

Implications 

If a school is thinking about offering mindfulness to their pupils it has a number of 

considerations: will they offer it to particular classes or year groups or will it be a whole school 

initiative; do they want class teachers to deliver to their class or do they want one teacher to 

deliver all; if so, will this be an internal or external mindfulness teacher? A lot of these 

considerations will be guided by the funding available to the school and the time they have to 

schedule mindfulness into the schools timetable for each year group. It may be for example, that 

there is only enough funding for one member of staff to be trained, or it may be that for Year 6 it 

is not possible to fit it into their timetable because of Standard Assessment Tests (SAT)s 

preparation. However, should a school have enough funding and flexibility, this autoethnography 

could help schools in making a decision which is right for their school. To maximise impact, 

internal staff would be trained to deliver the course. This would eliminate the problems 

highlighted in this autoethnography of being an external teacher.  

If it was more feasible to bring an external mindfulness teacher in, it could be beneficial 

to offer the course to the whole school. This way all staff can be equally informed about the 

course and children can be introduced to the course in assemblies. The expectation for class 

practice time could come from the head and therefore be encouraged in every class. Although my 

reflections highlight the barriers of being an external mindfulness teacher, they also show that it 

is possible, with knowledge, to put things in place as an external teacher, at the beginning of a 

Paws b course, to optimise the impact of the learning on the children. Communication with staff 

is key, at the beginning and throughout the course. Staff need to be fully informed about what the 

course is about and the expectations of them as the class teacher. The external teacher needs to 

actively seek out information about inset days / sports days etc and be assertive in making sure a 

weekly session is possible. 
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Future research 

     Future research could explore the experience of internal mindfulness teachers, or 

school teachers who have been trained to deliver mindfulness curriculums, through reflexive 

journal writing such as this. What works and what are the challenges they face? How do they 

compare to those of an external mindfulness teacher? This autoethnography was part of a mixed 

methods project. In one sense, it has provided a form of process evaluation for conducting an 

RCT in schools. There are questions this autoethnography raises for future quantitative 

researchers to consider when planning their research: How will they ensure the fidelity of the 

intervention, including class practise and home practise as an important aspect of this? It 

provides considerations for who will deliver the mindfulness course: internal or external 

teachers? Could quantitative studies compare the effects of mindfulness when including class 

practice versus, no class practice or internal versus external teachers? Many quantitative studies 

use one of the researchers as the programme deliverer: this autoethnography has highlighted the 

competing identities which are at play when this is the case and provides considerations for 

future researchers. In planning a research project with schools, this autoethnography highlights 

the importance of introducing the project to staff to ensure, where possible, that they are 

supportive of the project.  

It may also be helpful for future research to account for the childrenôs experience of 

receiving the course by using similar methods of journal writing and field notes. This method 

captures thoughts and opinions about the course as they happen. It could shed light on how 

children feel when they are first introduced to mindfulness and could document their journey 

throughout the course. This way we could better understand the process of learning mindfulness 

and how it is received by the children it is taught to. 
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Conclusion 

This paper set out to explore the experience of being a researcher and mindfulness 

practitioner delivering the Paws b course to a group of 7-10-year-olds, in two junior schools. The 

autoethnographic account captures the challenges of delivering an SBMP as an external teacher, 

and the conflicting identities at play when the external teacher is also the researcher. Through the 

analysis of reflexive journal writing, I have also observed the cultivation of mindfulness practice 

in children throughout the duration of the course. The implications of using autoethnography as a 

method in mindfulness research are discussed and considerations are suggested for stakeholders 

who wish to implement SBMPs. 
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CHAPTER 5 

Discussion 

The current thesis comprised a series of studies which aimed to investigate the effects of, 

perspectives on, and factors involved in the delivery of the SBMP Paws b, with a particular focus 

on its relation to prosocial behaviour. The programme of research was designed primarily to 

provide unique empirical evidence to test the hypothesis that mindfulness for children increases 

their prosocial behaviour, based on the theoretical model of the development of empathy (Berry 

et al., 2020; Schindler & Friese, 2022). This was achieved through a mixed method, convergent 

design, consisting of three studies: a randomised-control trial; a focus group study and; an 

autoethnography. Each study was designed to complement the others and, in their entirety, 

answer these specific research questions: 

1) What are the effects of an SBMP, Paws b, on prosocial behaviour among children aged 7 

to 10 years in a school setting? 

2) In which ways, if any, was mindfulness perceived by children to be instrumental in 

promoting prosocial behaviour? 

3) What were childrenôs perceptions of mindfulness and the Paws b course? 

4) What factors shape the experience of researching and delivering a mindfulness 

programme to children in schools, from the perspective of the researcher / mindfulness 

practitioner? 

Subsequently, the findings from these three studies supported the hypothesis that 

mindfulness can increase aspects of prosocial behaviour in children, but provided no support for 

the theoretical model suggesting that this takes place through the development of empathy. 

Collectively the results provided support for the self-regulation theoretical model, presented in 
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the introduction to this project. Furthermore, a theoretical framework in which positive affect 

may lead to increases in prosocial behaviour is presented. This research project presents the first 

study in its field, which considers the childôs perspective of the link between mindfulness and 

prosocial behaviour. Secondly, the autoethnography of the mindfulness teacherôs experience is 

also the first of its kind in this area of research. A final novelty in this area of research is the 

triangulation of data from focus groups with children and an autoethnographic account of the 

mindfulness teacherôs experience to complement quantitative findings. The differentiated sets of 

findings obtained in the three final studies have significant theoretical and practical implications 

for mindfulness in schools. In this final chapter, the findings will be discussed in relation to these 

important advances and suggestions will be presented for future research. 

Summarising the Findings  

To remind the reader of the three studies and their findings, an overview of each study is 

provided below. For clarity, a recap of the specific research questions which guided the design 

and planning of each study is also included. 

Study 1, ñThe Effects of a School Mindfulness-Based Programme, (Paws b) on Empathy 

and Prosocial Behaviour: A Randomised Control Trial,ò aimed to investigate the following 

research question: What are the effects of an SBMP, 'Paws b,' on empathy and prosocial 

behaviour among children aged 7 to 10 years in a school setting? This multi-informant RCT 

compared an intervention group to a wait-list control group, with 133 children from ten 

classrooms, across two junior schools in Hampshire. Outcome measures were taken at pre-

intervention, post-intervention, and 3-month follow-up and included self-reports of mindfulness 

and empathy, a sharing task, teacher and peer reports of prosocial behaviours and sociometry 

measures. Children in the intervention group were voted as significantly more a) prosocial by 

teachers, b) helpful by peers, c) popular by peers and d) showed more reciprocal relationships, 

compared to the wait-list control group. The intervention had no effect on mindfulness scores, 



мсо 
 

empathy scores (affective, cognitive, or intention to comfort), or sharing task scores. Findings 

suggest that, for 7-10 year olds, Paws b, when delivered by an external mindfulness teacher, can 

increase some aspects of prosociality, including helpfulness and peer acceptance, as judged by 

peers and teachers, but does not support the idea that mindfulness training increases dispositional 

mindfulness, which acts as the therapeutic process, nor does it support the theory that increased 

empathy will be the driver for increased prosocial behaviour. 

Study 2, ñThe Childôs Perspective on the School-Based Mindfulness Programme, Paws 

b.ò set out to examine two questions: In which ways, if any, was mindfulness perceived by 

children to be instrumental in promoting prosocial behaviour? and; What were childrenôs 

perceptions of mindfulness and the Paws b course? In this study we sought to gather childrenôs 

views about Paws b and its relation to prosocial behaviour. We conducted four focus groups with 

8 and 9-year-olds, a week after the completion of the SBMP. Two girls and two boys from five 

classes were randomly selected to form each focus group. A thematic analysis was conducted on 

the transcribed data. We identified three major themes in childrenôs discussions: 1) Mindfulness 

as instrumental for self-regulation, 2) Continued practice can lead to positive changes, and 3) 

Embedded memories from Paws b. The themes indicate that children remembered specific 

instructions and techniques involved in the practices, enjoyed the training although not always 

from the beginning, observed changes in themselves and in their classmates and understood 

mechanisms through which mindfulness training can have positive effects. Theoretical 

implications of these findings include the idea that self-regulation and positive affect may be 

accountable for the increase in prosocial behaviour following an SBMP. 

  In study 3, ñResearching and Teaching a School Based Mindfulness Programme in Two 

Junior Schools: An Autoethnographyò the focus was on answering the final of the four research 

questions: What factors shape the experience of researching and delivering a mindfulness 

programme to children in schools, from the perspective of the researcher / mindfulness 
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practitioner? This paper analysed the personal experience of researching and teaching 

mindfulness in two junior schools. An autoethnographic journal, produced in the form of 

recorded fieldnotes and written reflections of these fieldnotes, developed over the course of 

several months. The subjective journal entries informed the effectiveness of the delivery, and the 

foundation for retrospective reflections of my own identity. Themes developed pertaining to the 

conflicting identities I faced as a researcher, mindfulness teacher and former primary school 

teacher, as well as challenges which arose from being an external mindfulness teacher, 

particularly with relation to class practice between teaching sessions. Childrenôs increased 

engagement in practices and in class discussions, as the course progressed, was also observed 

during the experience. 

Interpreting the Results 

Following an overview of the three separate studies, an interpretation of the results is 

presented, merging findings from the quantitative and qualitative studies, with the aim of 

bringing a completeness to the understanding of the results. The aim of this convergent 

QUAN+QUAL project was to bring together findings from the different strands with equal 

priority given to the quantitative and qualitative findings. The findings from the RCT, focus 

group study and autoethnography were all of equal importance, providing some complimentary 

and other contradictory findings, as are discussed below. 

Firstly, the autoethnography helped to provide a clearer picture of the factors which may 

influence findings from the RCT. Being an external mindfulness teacher, rather than an internal 

member of the school staff, was felt to be a particularly influential factor, with regards to the 

fidelity of the delivery of the course. As highlighted in the analysis of the field notes, being an 

external mindfulness meant that class practice between sessions was rarely facilitated nor was 

home practice encouraged. Both of these are recognised as important elements of the Paws b 

course (MiSP, 2019). It is suggested during the Paws b training that children complete a practice 
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three times per week in class and a further three times per week at home. By providing an 

explanation of the difficulty an external mindfulness teacher can experience in ensuring this class 

and home practice takes place, questions arise relating to the findings of the RCT. For example, 

contrary to previous findings (Schonert-Reichl et al., 2015), there was no measurable increase in 

dispositional mindfulness following the Paws b course, based on self-report measures. There are 

a number of possible explanations for this: a) the questionnaire wasnôt suitable for this age group 

and in fact mindfulness did increase; b) mindfulness increases for this age group following other 

SMBPs, e.g. Mind Up (Schonert et. al. 2015) but not for Paws b. These possibilities will be 

discussed in detail later in the chapter, but a final explanation, which is supported by the auto 

ethnographical findings, is that c) mindfulness did not increase because of a lack of class and 

home practice. This idea was presented in the RCT discussion and is an idea which is 

complemented by the auto ethnographical analysis. Together, these findings suggest that perhaps 

mindfulness needs to be more embedded within the classroom to see stronger quantitative 

results. This is something which would be valuable to measure in future research. 

As presented in the discussion of Study 1, the null findings of the RCT were surprising, 

as they contradicted previous findings showing increases in sharing behaviour (e.g. Flook et al., 

2015; Viglas & Perlman, 2018; Berti & Cigala, 2020), self-assessed mindfulness (Klingbeil et 

al., 2017) and self-assessed empathy (Schonert-Reichl et al., 2015). However, themes 1 and 2 

from the focus group study were complementary to some of the null findings from the RCT. 

Specifically, children suggested that rather than empathy, it was self-regulation that led to the 

development of prosocial behaviour following mindfulness training. At no point did children 

describe anything which could have been linked to increased feelings of empathy for others. 

There was no suggestion towards a better awareness, sensitivity to, or understanding of otherôs 

needs, which may have suggested ideas surrounding the concept of empathy (Eisenberg & 

Miller, 1987). They suggested in fact that the ability to become kinder through mindfulness 
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training was facilitated by an ability to self-regulate or calm down when feeling angry and 

increases in long term happiness. Theoretical implications of these findings will be discussed 

later in this chapter. 

A final complementary finding was the change in opinion and observable increase in 

engagement across the duration of the mindfulness course. In the focus groups, some of the 

children shared feelings of apprehension and even dislike of the Paws b course in the first few 

weeks. They described ñall that calm stuffò as being unfamiliar and ñnot for themò. They went on 

to describe how, as they became more familiar with the course content and delivery, they began 

to like it. This was similar to the observations made in the field notes. As the mindfulness 

teacher, I noticed a visible change in childrenôs engagement during the second half of the course. 

This engagement was visible during the practices and through the childrenôs input during the 

enquiry time of the sessions.  

In other ways, findings from the focus group study contradicted findings from the RCT. 

For example, a large majority of the children in the focus groups said that they thought 

mindfulness could make a person kinder, which contradicted peer-nomination results from the 

RCT. Children were specifically asked in the RCT to circle all the children in their class who 

were kind, and following the mindfulness course, there was no significant increase for the 

experimental group compared to the control group. In the focus group study, the children not 

only thought that mindfulness could make a person kinder but, across the groups, children were 

able to suggest how mindfulness may lead to increased kindness, relating it to ideas around a 

reduction in feelings of anger through self-regulation or increases in happiness. The ideas and 

opinions these children shared had theoretical implications for the mechanisms involved in 

mindfulness fostering prosocial behaviour (which will be discussed later in the chapter). 

Although, based on peer nominations, an increase in kindness may not be evident, children 

highlight the potential mindfulness has to increase kindness. The children in the focus group go 
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on to recognise that over time, (months and years) positive changes may be possible. This raises 

considerations for future research to study the longer-term effects of mindfulness on prosocial 

behaviour.  

How the Findings Relate to Theory 

The planning of the RCT was based on the theoretical assumption that empathy fosters 

prosocial behaviour (Eisenberg & Miller, 1987) and set out to test the theoretical framework that 

mindfulness would lead to an increase in empathy which would in turn lead to increases in 

prosocial behaviours (Schindler & Friese, 2022). Although aspects of prosocial behaviour 

increased following the SBMP, there was no increase in self-assessed levels of empathy. 

Although the self-assessed measure of empathy alone is not a reason to reject the proposed 

theory, (i.e. we do not know if alternative measures of empathy may have produced significant 

results), when combining these null results with the findings from the focus group study, it is 

possible to propose an alternative theoretical framework. ñFeeling calmò was suggested by the 

children as an outcome of practising mindfulness. Children described how they would use 

mindfulness in difficult situations to alleviate feelings of stress, frustration, anger and worry, and 

help them calm down. The children appeared to be describing how they used mindfulness as a 

tool for self-regulation. From these descriptions, the identification of the theme ñMindfulness is 

instrumental for self-regulationò was founded.  

Self-regulation is the ability to control one's behaviour, emotions, and thoughts in the 

pursuit of long-term goals (Gillebaart, 2018). It can be defined in educational settings as 

ñdeliberately applying attentional flexibility, working memory, and inhibitory control to overt 

actionsò (McClelland & Cameron, 2011, p. 32). A number of studies have shown evidence of the 

positive impact of practising mindfulness on areas of self-regulation (e.g., Black & Fernando, 

2014; Flook et al., 2015). In order to self-regulate successfully, there needs to be some sort of 

desired end state or standard that is identified by the individual (Gillebaart, 2018). The children 
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in the focus groups described the desired end state as calmness and explained that mindfulness 

practice was instrumental in reaching this state.  

When children explained how mindfulness may have the ability to make a person kinder, 

some of them described antisocial individuals (ñbulliesò) as angry individuals and suggested that 

by practising mindfulness, this anger may be controlled, and a sense of calmness would develop. 

This idea of mindfulness as a tool for self-regulation, was being implemented by the children to 

describe the process of how mindfulness may lead to increased prosocial behaviour (in the form 

of kindness). Although studies have linked mindfulness to self-regulation, the research 

investigating the theory that self-regulation may be the mechanism responsible for increases in 

prosocial behaviour is under-developed. One suggestion for understanding the process involved 

is that self-regulation may lead to overcoming inhibitions when others are in distress and, as a 

result, offering help (Berry et al., 2020). If mindfulness promotes self-regulation, this, in turn, 

may promote an awareness of the needs of others and the mental availability to offer help (Malin, 

2023). More process-oriented research would be valuable, that is, research that directly examines 

the proposed mediating mechanisms by which mindfulness may foster prosocial behaviour 

(Schindler & Friese, 2022).  

In the focus group study, another suggestion was that mindfulness may make a person 

kinder through increased happiness over time. Participants of the study noticed that ñmindfulness 

makes you have a happier lifeò.  The childrenôs suggestions that mindfulness can bring about 

feelings of happiness are in line with findings that dispositional mindfulness is associated with 

positive emotions such as happiness, relaxation, interest, activeness (Du et al., 2019), and love 

(Cameron & Fredrickson, 2015). This theory can also be related to the ñmindfulness-to-meaning 

theoryò proposed by Garland et. al. (2015). The ñmindfulness-to-meaning theoryò advocates that 

mindfulness broadens the awareness spectrum resulting in cognitive-reappraisal of events to 

include the positive possibilities of specific instances, that enable the individual to perceive the 
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meaning and purpose of life experiences. The cumulative effects of meaningful positive 

experiences bring about eudaimonic well-being (Allen et al., 2021). Eudaimonia is originally a 

Greek term that can be translated from a subjective perspective as ñhappinessò, and from an 

objective point of view, as ñflourishingò (Waterman et al., 2010). Mindfulness qualities such as 

being attentive is proposed to lead to an appreciation of experiences as they are, and thus to 

positive affect (Blanke et al., 2018). Happiness is a form of positive emotionality, or the tendency 

for positive affect (Rothbart & Derryberry, 2002), which has previously been found to be an 

outcome of SBMPs (Roeser & Galla, 2022). Eisenberg (1987) has focused on how emotionality 

interacts with other variables to affect empathy and other prosocial responses in children. 

Children who are inclined toward positive emotionality tend to be more prosocial (Penner et al., 

2005), however the theoretical implication being presented here, that mindfulness may increase 

prosocial behaviour through the development of happiness, has yet to be studied.  

One of the hypotheses of the RCT was that an SBMP would increase childrenôs 

mindfulness, based on findings from previous studies (e.g. Schonert-Reichl et al., 2015). As 

discussed previously in this chapter, the findings from the RCT did not support this hypothesis. 

Possible explanations were offered in relation to this null finding, one of which being that 

perhaps the specific SMBP used in this RCT does not increase childrenôs mindfulness skills. If 

this assumption is correct, it has theoretical implications regarding the processes involved in 

mindfulness training. As highlighted in the introduction to this thesis, MBIs were seen to have 

the largest effect on mindfulness (Klingbeil et al., 2017). Average treatment effects on measures 

of the second-order therapeutic processes were small, suggesting that mindfulness training 

primarily leads to an increase in mindfulness, the therapeutic process, which in turn leads to 

therapeutic outcomes (e.g. prosocial behaviour). Assuming the results from the MAAS-C were 

reliable in our RCT, it could be that, contrary to previous findings, positive effects of 

mindfulness training are possible, without the increase of state mindfulness. When considering 
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childrenôs understanding of mindfulness processes from the focus groups, children didnôt at any 

point describe mindfulness practice relating to increased awareness or present moment focus, 

which would be examples of a mindful state. Instead, they described a primary process being a 

ñcalming downò or self-regulatory experience. 

The Practical Implications of the Findings 

After presenting the key findings of this project and discussing the new theoretical 

assumptions proposed from these findings, it is important to consider the practical implications 

with regards to the future study of SBMPs, and their implementation in schools. The 

autoethnography provides a number of considerations, not only for schools who may be thinking 

about offering an SBMP to their pupils but also for researchers investigating the effects of 

mindfulness on prosocial behaviour. For clarity, the learning from the autoethnography with 

regards to the latter, will be discussed in the next section; Limitations and Future Directions.  

From my perspective, as the mindfulness teacher, I would strongly encourage schools to 

introduce mindfulness as a whole school approach, rather than offering it to a minority of classes. 

This approach encourages maximum impact and effectiveness, as reiterated by other Paws b 

teachers during the project and documented in the field notes of the autoethnography. Where 

possible I would encourage schools to train a number of their own teachers, rather than recruiting 

external mindfulness teachers. The autoethnography focuses in depth on the isolation I felt as an 

external teacher and how I felt this negatively impacted the potential for pupils to take part in 

class practice and home practice between sessions. A second learning point from the 

autoethnography was that, when external mindfulness teachers are recruited, it is important for 

them to be assertive in their expectations of class teachers, particularly with regards to full 

teacher participation during lessons. 
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One way for schools to offer mindfulness as a whole school approach would be for them 

to embed it into the delivery of the recently added national curriculum subjects: Health 

Education and; Relationship Education. The overlap between the learning objectives of the 

Health Education and the learning objectives of Paws b was outlined in the introduction to the 

project. As well as the specific learning objectives covered in the Paws b programme, the 

findings from this project also provide support for the idea that Paws b inexplicitly promotes 

prosocial behaviour in children. Specifically, Relationship Education aims to teach pupils: how 

important friendships are in making us feel happy and secure, and how people choose and make 

friends and; the characteristics of friendships, including mutual respect, truthfulness, 

trustworthiness, loyalty, kindness, generosity, trust. These objectives all suggest learning which 

would encourage or promote prosocial behaviour within the classroom. 

 Childrenôs prosocial behaviour is thought to impact their academic motivation and school 

competence through positive relationships with peers and teachers (Spinrad & Liew, 2022). 

Previous research has found that prosocial children are significantly more popular within the 

classroom (Warden & Mackinnon, 2003) and that children are more likely to be nominated as 

popular by peers when they exhibit higher levels of prosocial behaviour (Kornbluh & Neal, 

2014). Findings from the RCT illuminated the increased peer acceptance and reciprocal 

relationships following the Paws b course. The impact of increased peer acceptance and 

reciprocal relationships within the classroom has important practical implications for the 

atmosphere of the classroom. A sizable body of literature shows that the quality of school-based 

relationships contribute to school engagement and to academic achievement (Liew et al., 2019). 

Therefore, if schools were to implement mindfulness as a way of fostering prosocial behaviour in 

the classroom, this could have positive implications for pupil engagement and academic 

achievement.  
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Limitations and Future Directions 

One limitation of previous research into the link between mindfulness and prosociality is 

the lack of distinction between prosocial behaviour and the emotional states or concepts which 

may mediate this behaviour, such as empathy or compassion. Some reviews involving 

mindfulness appear to combine prosocial behaviour, empathy and compassion, as if they are the 

same concept (e.g. Kreplin et. al. 2018). In their review, Kreplin and colleagues suggests that 

mindfulness has a small positive effect on prosocial behaviour, when in fact, the studies they 

analyse show that mindfulness has a small positive effect on compassion and empathy. This 

research project differentiated between empathy and prosocial behaviour, finding no increase in 

empathy, regardless of the increase in certain prosocial behaviours. The RCT could however 

have addressed the different elements of prosocial behaviours more explicitly. The decision to 

include a sharing behaviour task was based on measures which had been used in previous studies 

investigating the link between mindfulness and prosocial behaviour (e.g. Flook et. al., 2015) 

however, this is only measuring one aspect of prosocial behaviour. By measuring other aspects of 

prosocial behaviour directly, for example, kindness, trustworthiness, helpfulness we may have 

been better able to support or understand the findings from the peer-nominations. Furthermore, a 

range of behavioural tasks may have provided significant results which were not noticed by 

childrenôs peers. Research involving adults support this claim that different aspects of prosocial 

behaviour yield different results. Compassion-related prosocial behaviours (e.g. offering a seat to 

a person in need, writing a comforting email to an ostracized person) seem more sensitive to 

mindfulness interventions than generosity-related behaviours (e.g. money for donations) 

(Schindler & Friese, 2022). For generosity-related prosocial behaviours (Berry et al., 2018) 

found no reliable effect of mindfulness interventions. Similarly, the focus group study asked 

children specifically about kindness, and not about any other prosocial behaviours. Future 

research would benefit from investigating childrenôs perspectives of other areas of prosociality 
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and their links to mindfulness. In summary, there is a need for future research to measure 

empathy and prosocial behaviour as two separate concepts and to compare the effects of 

mindfulness on different elements of prosocial behaviour. 

It is important to consider the appropriateness of using questionnaires with children to 

measure outcomes. The self assessed mindfulness questionnaire (MAAS-C, Lawlor et al., 2014) 

and empathy questionnaire (Em-Que-CA, Overgaauw et al., 2017) had been validated with 

children slightly older than the youngest children in this study. Although the reading level was 

checked and deemed to be suitable for the children, it may have been that 7-year-old children 

didnôt have the cognitive ability or understanding to accurately evaluate and rate statements 

about their own behaviour (Conijn et al., 2020). Questions on the mindfulness measure ask 

children to consider times of mindlessness, e.g. ñI walk quickly to get where Iôm going without 

paying attention along the wayò. Before children took part in the Paws b course, this may not 

have been something they considered or noticed and therefore would have answered accordingly 

(e.g. ñhardly everò). During the Paws b course, children were taught the difference between 

being in a mindful state and a mindless state. Perhaps, once children were aware of this 

difference, they would have been more sensitive to noticing moments of mindlessness. This may 

have resulted in, post-intervention, children answering ñQuite a lotò to the same question, 

resulting in a lover score for mindfulness when in fact they had become more aware of present 

moment attention. 

 With some questionnaires, there is a possibility of ceiling effects. It is worth considering 

the potential ceiling effects of the measures used in the RCT. No existing research could be 

identified, testing the floor or ceiling effects for the MAAS-C, Em-Que-CA or teacher rated 

SDQ, meaning that ceiling effects could have been prevalent for any of these three 

questionnaires. For the SDQ, ceiling effects have been found in the adolescent version, 

particularly for the prosocial subscale (Essex, 2019). Although a significant increase in prosocial 
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behaviour was found at post-intervention, for the mindfulness group compared to the control 

group, these differences were no longer present at follow up. Further investigation into the 

potential ceiling effects of the teacher rated SDQ, alongside the MAAS-C and EM-Que-CA 

could help explain our findings. 

This research measured prosocial effects at post-intervention and a 3-month follow up 

point. We do not know from this alone, if and for how long prosocial effects of mindfulness 

training would continue. One suggestion for future research would be to implement repeated 

experience sampling periods before and after mindfulness interventions. Experience sampling 

would allow researchers to obtain a reliable impression of effects on a broad range of prosocial 

behaviours in daily life across prolonged time periods. It would also allow to, more conclusively, 

investigate the mental processes presumably triggered by mindfulness interventions and 

responsible for effects on prosocial behaviour (Schindler & Friese, 2022). 

One of the strengths of this project is the use of mixed methods to triangulate the data 

from the quantitative and qualitative findings in order to produce a more complete picture of the 

relationship between mindfulness and prosocial behaviour in children, and the factors which 

shape this relationship. As far as we are aware, this was the first autoethnographic account 

documenting the delivery of Paws b from the mindfulness teacherôs perspective. More studies of 

this methodological nature would increase our understanding of the intricacies involved in 

delivering a mindfulness curriculum to children in a school setting. A recent study, named the 

MYRIAD study (Kuyken et al., 2022), involving a particularly large number of children,  

produced some unexpected null findings. With the addition of ethnographic accounts, perhaps 

these could have been interpreted in greater detail. To further our understanding of the 

experience of those involved in mindfulness straining it would be beneficial to document 

childrenôs and class teachersô experiences, through similar methods such as journal writing or 

diary entries. 
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The findings from this research project have provided important developments in the study of 

mindfulness and its link to prosocial behaviour. Furthermore, based on these findings, alternative 

research questions have arisen, which would be important for future research to address. These 

include, but are not limited to: 

¶ Which specific aspects of prosocial behaviour increase following an SBMP with 

children?  

¶ How does dosage, specifically home practice and class practice dosage, of an SBMP 

effect prosocial behaviour?  

¶ Does continued home practice and / or class practice following an SBMP further increase 

positive behaviour change? 

¶ How does an SBMP affect the classroom atmosphere?  

Summary and Conclusions 

Throughout this final chapter, the most pertinent findings from the thesis have been 

presented and discussed. Collectively, the findings support the hypothesis that mindfulness can 

foster prosocial behaviour, however the impact of mindfulness training in school may depend on 

factors noticed in the autoethnography such as school and teacher buy in and the mindfulness 

teacherôs relationship with the school, staff and pupils. Furthermore, this thesis highlighted how 

the specific elements of prosocial behaviour and measures used should be carefully considered in 

future research. Secondly, the findings reject the theoretical framework which suggests 

mindfulness increases prosocial behaviour through increased empathy. Instead, the findings 

support the theory that self-regulation may be the mechanism responsible for increased displays 

of prosocial behaviour in children. Thirdly, the findings suggest a novel theoretical model: 

mindfulness increases prosocial behaviour through the development of positive emotionality 

such as happiness. Finally, this project highlights the benefits of conducting mixed methods 

research for investigating the effects of SBMPs and demonstrates how quantitative and 
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qualitative findings can complement one another and help to understand the bigger picture when 

it comes to the relationship between SBMPs and prosocial behaviour in the classroom. By 

triangulating quantitative results from an RCT together with childrenôs perspectives and a 

documented account from the researcher and mindfulness teacherôs perspective, we now have a 

better understanding of the factors which shape this relationship.  

 Taken in their totality, these findings provide new empirical support for the role of 

mindfulness (specifically Paws b) in promoting prosocial behaviour in primary schools. Practical 

implications of this research relate to how Paws b could be implemented as part of ñRelationship 

Education,ò to foster prosocial behaviour by providing children with a tool to help them regulate 

their emotions and increase long term positive feelings. This may in turn promote a more 

prosocial, positive and therefore productive atmosphere within the classroom. Future research 

should continue to utilise mixed methods to investigate and compare the effects of SBMPs on 

specific areas of prosocial behaviour and to further test the proposed theoretical models of this 

thesis. 
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Appendices 

As the three studies in this thesis ran simultaneously, there was only one information sheet and 

consent form sent out to participants, to explain the project as a whole. These are presented first 

in the appendices, followed by the measures for the RCT and focus group protocol. The ethics 

forms are then presented for each study individually, but the appendices for each ethics form has 

been removed. It is important to note that some of the minor details in the ethics forms changed 

slightly as the project developed, for example the measures used in the RCT. It was not necessary 

however to submit a new ethics form for any of these minor changes. 

 

 

 

 

 

 

 

 

 

 

 

 



нлн 
 

Appendix 1: Information Sheet 

LƴŦƻǊƳŀǝƻƴ {ƘŜŜǘ  

 

CƻǊ ȅƻǳǊ ŎƘƛƭŘ ǘƻ ǘŀƪŜ ǇŀǊǘ ƛƴ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǊŜǎŜŀǊŎƘ ǎǘǳŘȅΥ   

Iƻǿ 5ƻŜǎ aƛƴŘŦǳƭƴŜǎǎ !ũŜŎǘ /ƭŀǎǎǊƻƻƳ [ƛŦŜΚ 

 

²Ŝ ǿƻǳƭŘ ƭƛƪŜ ǘƻ ƛƴǾƛǘŜ ȅƻǳǊ ŎƘƛƭŘ ǘƻ ǘŀƪŜ ǇŀǊǘ ƛƴ ƻǳǊ ǊŜǎŜŀǊŎƘ ǎǘǳŘȅΦ 

WƻƛƴƛƴƎ ǘƘŜ ǎǘǳŘȅ ƛǎ ǾƻƭǳƴǘŀǊȅΦ .ŜŦƻǊŜ ȅƻǳ ŘŜŎƛŘŜ ǿŜ ǿƻǳƭŘ ƭƛƪŜ ȅƻǳ ǘƻ 

ǳƴŘŜǊǎǘŀƴŘ ǿƘȅ ǘƘŜ ǊŜǎŜŀǊŎƘ ƛǎ ōŜƛƴƎ ŘƻƴŜ ŀƴŘ ǿƘŀǘ ƛǘ ǿƻǳƭŘ ƛƴǾƻƭǾŜ ŦƻǊ 

ȅƻǳǊ ŎƘƛƭŘΦ /ƻƴǘŀŎǘ ŘŜǘŀƛƭǎ ŀǘ ǘƘŜ ǘƻǇ ƻŦ ǘƘŜ ǇŀƎŜ Ƴŀȅ ōŜ ǳǎŜŘ ƛŦ ȅƻǳ 

ǿƻǳƭŘ ƭƛƪŜ ǘƻ ŀǎƪ ŀƴȅ ŦǳǊǘƘŜǊ ǉǳŜǎǝƻƴǎΦ  

 

²Ƙƻ ŀƳ LΚ 

L ŀƳ YŀǝŜ /ǊƻƳǇǘƻƴΣ ŀ tƘ5 ǎǘǳŘŜƴǘ ŀǘ ǘƘŜ ¦ƴƛǾŜǊǎƛǘȅ ƻŦ tƻǊǘǎƳƻǳǘƘΣ ǎǘǳŘȅƛƴƎ ǇǎȅŎƘƻƭƻƎȅΦ tǊŜǾƛƻǳǎ ǘƻ ǘƘƛǎΣ L ǿŀǎ ŀ 

ǇǊƛƳŀǊȅ ǎŎƘƻƻƭ ǘŜŀŎƘŜǊ ƛƴ IŀƳǇǎƘƛǊŜ ŀƴŘ L ŀƳ ŀƭǎƻ ǘǊŀƛƴŜŘ ǘƻ ǘŜŀŎƘ ŀ ƳƛƴŘŦǳƭƴŜǎǎ ŎƻǳǊǎŜ ŎŀƭƭŜŘ άtŀǿǎΦōέ ǿƘƛŎƘ 

ǿŀǎ ŘŜǾŜƭƻǇŜŘ ōȅ ŀ ŎƻƳǇŀƴȅ ŎŀƭƭŜŘ ά¢ƘŜ aƛƴŘŦǳƭƴŜǎǎ ƛƴ {ŎƘƻƻƭǎ tǊƻƧŜŎǘέ όaL{tύΦ aL{t ƛǎ ŎǳǊǊŜƴǘƭȅ ǘƘŜ ƭŀǊƎŜǎǘ 

ŎƻƳǇŀƴȅ ƛƴ ǘƘŜ ¦Y ƻũŜǊƛƴƎ ƳƛƴŘŦǳƭƴŜǎǎ ǘƻ ǎŎƘƻƻƭǎΦ 

²Ƙŀǘ ƛǎ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ǘƘŜ ǎǘǳŘȅΚ 

aƛƴŘŦǳƭƴŜǎǎ ƛǎ ŀ ǇǊŀŎǝŎŜ ǘƘŀǘ ƘŜƭǇǎ ǘǊŀƛƴ ȅƻǳǊ ŀǧŜƴǝƻƴ ǘƻ ōŜ ƳƻǊŜ ŀǿŀǊŜ ƻŦ ǿƘŀǘ ƛǎ ŀŎǘǳŀƭƭȅ ƘŀǇǇŜƴƛƴƎΣ ǊŀǘƘŜǊ 

ǘƘŀƴ ǿƻǊǊȅƛƴƎ ŀōƻǳǘ ǿƘŀǘ Ƙŀǎ ƘŀǇǇŜƴŜŘ ƻǊ ƳƛƎƘǘ ƘŀǇǇŜƴΦ ¢ƘŜ ǘŜŀŎƘƛƴƎ ƻŦ ƳƛƴŘŦǳƭƴŜǎǎ ƛǎ ōŜŎƻƳƛƴƎ ƛƴŎǊŜŀǎƛƴƎƭȅ 

ǇƻǇǳƭŀǊ ƛƴ ǎŎƘƻƻƭǎΣ ǇŀǊǝŎǳƭŀǊƭȅ ŀǎ ƳŜƴǘŀƭ ƘŜŀƭǘƘ ŀƴŘ ǿŜƭƭōŜƛƴƎ ƛǎ ƎŀƛƴƛƴƎ ƳƻǊŜ ŀǧŜƴǝƻƴΦ Lƴ Ƴȅ tƘ5 ǇǊƻƧŜŎǘ L ǿŀƴǘ 

ǘƻ ŬƴŘ ƻǳǘ ŀ ƭƛǧƭŜ ƳƻǊŜ ŀōƻǳǘ ǿƘŀǘ ŜũŜŎǘǎ ƳƛƴŘŦǳƭƴŜǎǎ ǘǊŀƛƴƛƴƎ Ƴŀȅ ƘŀǾŜ ƻƴ тπмм ȅŜŀǊ ƻƭŘǎΣ ǇŀǊǝŎǳƭŀǊƭȅ ŦƻŎǳǎƛƴƎ 

ƻƴ ōŜƘŀǾƛƻǳǊǎ ŀƴŘ ŀǩǘǳŘŜǎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΦ 

²Ƙȅ Ƙŀǎ Ƴȅ ŎƘƛƭŘ ōŜŜƴ ƛƴǾƛǘŜŘΚ 

²Ŝ ŀǊŜ ǿƻǊƪƛƴƎ ǿƛǘƘ ǘǿƻ ǎŎƘƻƻƭǎ ŀŎǊƻǎǎ ǘƘŜ bŜǿ CƻǊŜǎǘ ŀǊŜŀ ŀƴŘ ƘƻǇŜ ǘƻ ƎŀǘƘŜǊ ƛƴŦƻǊƳŀǝƻƴ ŦǊƻƳ ŀōƻǳǘ нлл 

ŎƘƛƭŘǊŜƴ ƛƴ ¸ŜŀǊǎ оΣ п ŀƴŘ рΦ ¸ƻǳǊ ǎŎƘƻƻƭ Ƙŀǎ ŀƎǊŜŜŘ ǘƻ ǘŀƪŜ ǇŀǊǘ ƛƴ ǘƘƛǎ ǎǘǳŘȅ ŀƴŘ ǿƛƭƭ ōŜ ƻũŜǊƛƴƎ ƳƛƴŘŦǳƭƴŜǎǎ 

ƭŜǎǎƻƴǎ ǘƻ ȅƻǳǊ ŎƘƛƭŘ ŀǎ ǇŀǊǘ ƻŦ ǘƘŜƛǊ t{I9 όtŜǊǎƻƴŀƭ {ƻŎƛŀƭ ŀƴŘ IŜŀƭǘƘ 9ŘǳŎŀǝƻƴύ ŎǳǊǊƛŎǳƭǳƳΦ ¢ƘŜ ƳƛƴŘŦǳƭƴŜǎǎ 

ŎƻǳǊǎŜΣ άtŀǿǎΦōέ ǿƛƭƭ ōŜ ŘŜƭƛǾŜǊŜŘ ōȅ ƳŜΣ ŀƴŘ L ǿƛƭƭ ŀƭǎƻ ōŜ ǘŜŀŎƘƛƴƎ ǘƘŜ ǊŜƎǳƭŀǊ t{I9 ƭŜǎǎƻƴǎ ǘƻ ȅƻǳǊ ŎƘƛƭŘ ōŜǘǿŜŜƴ 

!ǇǊƛƭ ŀƴŘ Wǳƭȅ нлннΦ tŀǿǎΦō ƛǎ ŀ мнπǿŜŜƪ ŎƻǳǊǎŜΣ ŎƻƴǎƛǎǝƴƎ ƻŦ мȄ прπƳƛƴǳǘŜ ƭŜǎǎƻƴ ǇŜǊ ǿŜŜƪ ŀƴŘ ǿƛƭƭ ǘŀƪŜ ǇƭŀŎŜ ƛƴ 

ǘƘŜ ƴƻǊƳŀƭ t{I9 ƭŜǎǎƻƴ ǝƳŜΦ ¸ƻǳǊ ŎƘƛƭŘΩǎ Ŏƭŀǎǎ ǘŜŀŎƘŜǊ Ƙŀǎ ǎƘƻǿƴ ŀƴ ƛƴǘŜǊŜǎǘ ƛƴ ǘƘŜ ǎǘǳŘȅ ŀƴŘ ǿƛƭƭ ōŜ ǇǊŜǎŜƴǘ ƛƴ ŀƭƭ 

ƳƛƴŘŦǳƭƴŜǎǎ ŀƴŘ ƴƻǊƳŀƭ t{I9 ƭŜǎǎƻƴǎΦ ²Ŝ ǿƻǳƭŘ ƭƛƪŜ ŀǎ Ƴŀƴȅ ŎƘƛƭŘǊŜƴ ŀǎ ǇƻǎǎƛōƭŜ ŦǊƻƳ ŜŀŎƘ Ŏƭŀǎǎ ǘƻ ǘŀƪŜ ǇŀǊǘ ƛƴ 

ǎƻƳŜ Řŀǘŀ ŎƻƭƭŜŎǝƻƴ ŦƻǊ ƻǳǊ ǎǘǳŘȅΦ ¢ƘŜǊŜ ŀǊŜ ƴƻ ǎǇŜŎƛŬŎ ǊŜǉǳƛǊŜƳŜƴǘǎ ƻǊ ǊŜŀǎƻƴǎ ǿƘȅ ȅƻǳǊ ŎƘƛƭŘ Ƙŀǎ ōŜŜƴ ƛƴǾƛǘŜŘΦ 

²Ƙŀǘ ǿƛƭƭ ōŜ ƛƴǾƻƭǾŜŘ ƛŦ Ƴȅ ŎƘƛƭŘ ǘŀƪŜǎ ǇŀǊǘΚ  

²ƛǘƘ ȅƻǳǊ ŎƻƴǎŜƴǘΣ ǿŜ όƳȅ ǊŜǎŜŀǊŎƘ ǘŜŀƳύ ǿƻǳƭŘ ƭƛƪŜ ǘƻ ƛƴǾƛǘŜ ȅƻǳǊ ŎƘƛƭŘ ǘƻ ŎƻƳǇƭŜǘŜ ŀ ƴǳƳōŜǊ ƻŦ ǉǳŜǎǝƻƴƴŀƛǊŜǎ 

ŀǘ ŦƻǳǊ ŘƛũŜǊŜƴǘ ǝƳŜ Ǉƻƛƴǘǎ ōŜǘǿŜŜƴ !ǇǊƛƭ нлнн ŀƴŘ WŀƴǳŀǊȅ нлноΦ ¢ƘŜǎŜ ǉǳŜǎǝƻƴƴŀƛǊŜǎ ǿƛƭƭ ōŜ ŎƻƳǇƭŜǘŜŘ ŀǎ ŀ 

ǿƘƻƭŜ Ŏƭŀǎǎ ƛƴ t{I9 ƭŜǎǎƻƴ ǝƳŜΦ ¢ƘŜ ǉǳŜǎǝƻƴƴŀƛǊŜǎ ǿƛƭƭ ŀǎƪ ŎƘƛƭŘǊŜƴ Ƙƻǿ ƳǳŎƘ ǘƘŜȅ ŀƎǊŜŜ ǿƛǘƘ ǎǘŀǘŜƳŜƴǘǎ ǎǳŎƘ 

ŀǎΥ 



нло 
 

άL ŎƻǳƭŘ ōŜ ŦŜŜƭƛƴƎ ŀ ŎŜǊǘŀƛƴ ǿŀȅ ŀƴŘ ǘƘŜƴ ƴƻǘ ǊŜŀƭƛǎŜ ƛǘ ǳƴǝƭ ƭŀǘŜǊέ ƻǊ άLǘΩǎ ƘŀǊŘ ŦƻǊ ƳŜ ǘƻ Ǉŀȅ ŀǧŜƴǝƻƴ ǘƻ ƻƴƭȅ ƻƴŜ 

ǘƘƛƴƎ ŀǘ ŀ ǝƳŜέΦ 

²Ŝ ƘƻǇŜ ǘƻ ƎŀǘƘŜǊ ƛƴŦƻǊƳŀǝƻƴ ƻƴ ȅƻǳǊ ŎƘƛƭŘΩǎ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ƳƛƴŘŦǳƭƴŜǎǎ ŀƴŘ ŬƴŘ ƻǳǘ ŀōƻǳǘ ǘƘŜƛǊ ŀǩǘǳŘŜǎ ŀƴŘ 

Ƙƻǿ ǘƘŜȅ ƳƛƎƘǘ ōŜƘŀǾŜ ƛƴ ŘƛũŜǊŜƴǘ ǎƛǘǳŀǝƻƴǎΦ ²Ŝ Ƴŀȅ ŀƭǎƻ ƻōǎŜǊǾŜ ǘƘŜ Ŏƭŀǎǎ ŀǎ ŀ ǿƘƻƭŜ ƛƴ ǎƻƳŜ ƻŦ ǘƘŜƛǊ ƴƻǊƳŀƭ 

ƭŜǎǎƻƴǎ ŀƴŘ ƳŀƪŜ ƴƻǘŜǎ ƻƴ ǘƘŜ ōŜƘŀǾƛƻǳǊǎ ǿŜ ƻōǎŜǊǾŜΦ 

²Ŝ ǿƛƭƭ ŀƭǎƻ ǎŜƴŘ ƻǳǘ ŀ ǎƘƻǊǘ ǉǳŜǎǝƻƴƴŀƛǊŜ ǘƻ ȅƻǳΣ ǘƻ ŎƻƳǇƭŜǘŜ ŀǘ ƘƻƳŜ ŀƴŘ ǊŜǘǳǊƴ ǘƻ ǎŎƘƻƻƭ ƻƴŎŜ ȅƻǳ ƘŀǾŜ 

ŎƻƳǇƭŜǘŜŘ ƛǘΦ ¢Ƙƛǎ ǉǳŜǎǝƻƴƴŀƛǊŜ ǿƛƭƭ ƘŜƭǇ ǳǎ ƎŀǘƘŜǊ ŜȄǘǊŀ ƛƴŦƻǊƳŀǝƻƴΣ ǎƻ ǘƘŀǘ ǿŜ Ŏŀƴ ŎƻƴǎƛŘŜǊ ǘƘŜ ŘŜƳƻƎǊŀǇƘƛŎǎ 

ŀƴŘ ōŀŎƪƎǊƻǳƴŘǎ ƻŦ ǘƘŜ ŎƘƛƭŘǊŜƴ ƛƴ ƻǳǊ ǎǘǳŘȅΦ ¢Ƙƛǎ ǉǳŜǎǝƻƴƴŀƛǊŜ ŀǎƪǎ ŦƻǊ ƛƴŦƻǊƳŀǝƻƴ ǎǳŎƘ ŀǎ ȅƻǳǊ ŎƘƛƭŘΩǎ ƎŜƴŘŜǊΣ 

ŘŀǘŜ ƻŦ ōƛǊǘƘ ŀƴŘ ŜǘƘƴƛŎƛǘȅΣ ŀǎ ǿŜƭƭ ŀǎ ǉǳŜǎǝƻƴǎ ǎǳŎƘ ŀǎ ƴǳƳōŜǊ ƻŦ ƻǘƘŜǊ ŎƘƛƭŘǊŜƴ ƭƛǾƛƴƎ ŀǘ ƘƻƳŜ ŀƴŘ ƭŀƴƎǳŀƎŜǎ 

ǎǇƻƪŜƴ ŀǘ ƘƻƳŜΦ ¢Ƙƛǎ ǉǳŜǎǝƻƴƴŀƛǊŜ ƛǎ ǾƻƭǳƴǘŀǊȅ ŀƴŘ ȅƻǳ Řƻ ƴƻǘ ƘŀǾŜ ǘƻ ŎƻƳǇƭŜǘŜ ŜǾŜǊȅ ǉǳŜǎǝƻƴ ƛŦ ȅƻǳ ǿƻǳƭŘ 

ǇǊŜŦŜǊ ƴƻǘ ǘƻΦ  

5ƻŜǎ Ƴȅ ŎƘƛƭŘ ƘŀǾŜ ǘƻ ǘŀƪŜ ǇŀǊǘ ƛƴ ǘƘŜ Řŀǘŀ ŎƻƭƭŜŎǝƻƴΚ  

bƻΣ ǘŀƪƛƴƎ ǇŀǊǘ ƛƴ ǘƘƛǎ ǊŜǎŜŀǊŎƘ ƛǎ ŜƴǝǊŜƭȅ ǾƻƭǳƴǘŀǊȅΦ !ƭǘƘƻǳƎƘ ŀƭƭ ŎƘƛƭŘǊŜƴ ƛƴ ȅƻǳǊ ŎƘƛƭŘΩǎ Ŏƭŀǎǎ ǿƛƭƭ ōŜ ǘŀƪƛƴƎ ǇŀǊǘ ƛƴ 

ǘƘŜ ƳƛƴŘŦǳƭƴŜǎǎ ŎƻǳǊǎŜ ŀǎ ǇŀǊǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭΩǎ t{I9 ŎǳǊǊƛŎǳƭǳƳ ŦƻǊ нлннκ нлноΣ ƛǘ ƛǎ ǳǇ ǘƻ ȅƻǳ ǘƻ ŘŜŎƛŘŜ ƛŦ ȅƻǳ ǿŀƴǘ 

ȅƻǳǊ ŎƘƛƭŘ ǘƻ ǘŀƪŜ ǇŀǊǘ ƛƴ ǘƘŜ Řŀǘŀ ŎƻƭƭŜŎǝƻƴΦ LŦ ȅƻǳ ŀƎǊŜŜ ŦƻǊ ȅƻǳǊ ŎƘƛƭŘ ǘƻ ǘŀƪŜ ǇŀǊǘΣ ǿŜ ǿƛƭƭ ǘƘŜƴ ŀǎƪ ȅƻǳ ǘƻ ǎƛƎƴ ǘƘŜ 

ŀǧŀŎƘŜŘ ŎƻƴǎŜƴǘ ŦƻǊƳΦ ²ƛǘƘŘǊŀǿƛƴƎ ȅƻǳǊ ŎƘƛƭŘ ŦǊƻƳ ǘƘŜ ƳƛƴŘŦǳƭƴŜǎǎ ƛƴǘŜǊǾŜƴǝƻƴ ŀƭǘƻƎŜǘƘŜǊ ǿƻǳƭŘ ƴŜŜŘ ǘƻ ōŜ 

ŘƛǎŎǳǎǎŜŘ ǿƛǘƘ ȅƻǳǊ ŎƘƛƭŘΩǎ Ŏƭŀǎǎ ǘŜŀŎƘŜǊΦ 

²Ƙŀǘ ŀǊŜ ǘƘŜ ǇƻǎǎƛōƭŜ Ǌƛǎƪǎ ƻŦ ǘŀƪƛƴƎ ǇŀǊǘΚ  

¢ƘŜ ǉǳŜǎǝƻƴƴŀƛǊŜǎ ŀǎƪ ǎƻƳŜ ǉǳŜǎǝƻƴǎ ŀōƻǳǘ ŜƳƻǝƻƴǎΣ ŦǊƛŜƴŘǎƘƛǇ ŀƴŘ Ƙƻǿ ȅƻǳǊ ŎƘƛƭŘ ŦŜŜƭǎ ƛƴ ŘƛũŜǊŜƴǘ ǎƛǘǳŀǝƻƴǎΦ 

¢ƘŜǊŜ ƛǎ ŀ ŎƘŀƴŎŜ ǘƘŀǘ ȅƻǳǊ ŎƘƛƭŘ Ƴŀȅ ŦŜŜƭ ǎŜƴǎƛǝǾŜ ŀōƻǳǘ ǎƻƳŜ ƻŦ ǘƘŜǎŜ ǉǳŜǎǝƻƴǎΦ  

²ƛǘƘ /h±L5 мф ōŜƛƴƎ ŀ ŎǳǊǊŜƴǘ Ǌƛǎƪ ǘƻ ǳǎ ŀƭƭ ŀǘ ǘƘƛǎ ǝƳŜ ǿŜ ǿƻǳƭŘ ƭƛƪŜ ǘƻ ŜƴǎǳǊŜ ȅƻǳ ǘƘŀǘ ŀ Ǌƛǎƪ ŀǎǎŜǎǎƳŜƴǘ Ƙŀǎ 

ōŜŜƴ ŎƻƳǇƭŜǘŜŘ ƛƴ ƻǊŘŜǊ ǘƻ ŎƻƳǇƭŜǘŜ ǘƘƛǎ ǎǘǳŘȅ ƛƴ ȅƻǳǊ ŎƘƛƭŘΩǎ ǎŎƘƻƻƭΦ ¢ƘŜ ǎŎƘƻƻƭ ƘŀǾŜ ŀƎǊŜŜŘ ǘƘŀǘ ƛǘ ƛǎ ƻƪŀȅ ŦƻǊ ƻǳǊ 

ǊŜǎŜŀǊŎƘ ǘŜŀƳ ǘƻ ǎǇŜƴŘ ǝƳŜ ƛƴ ǎŎƘƻƻƭ ŀǎ ƭƻƴƎ ŀǎ ǘƘŜ ƴŜŎŜǎǎŀǊȅ ǇǊŜŎŀǳǝƻƴǎ ǊŜƎŀǊŘƛƴƎ ǎŀŦŜǘȅ ƳŜŀǎǳǊŜǎ ŀǊŜ ŀŘƘŜǊŜŘ 

ǘƻΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜǎ ǎƻŎƛŀƭ ŘƛǎǘŀƴŎƛƴƎ ŦǊƻƳ ǇǳǇƛƭǎΣ ǿŜŀǊƛƴƎ Ƴŀǎƪǎ ŀƴŘ ŎƭŜŀƴƛƴƎ ƘŀƴŘǎ ƻƴ ŀǊǊƛǾŀƭ ǿƛǘƘ ŀƴǝōŀŎǘŜǊƛŀƭ ǎƻŀǇΦ 

LŦ ƎƻǾŜǊƴƳŜƴǘ ƎǳƛŘŜƭƛƴŜǎ ŎƘŀƴƎŜ ōŜǘǿŜŜƴ ǘƘŜ ǝƳŜ ƻŦ ǿǊƛǝƴƎ ǘƘƛǎ ŀƴŘ ǘƘŜ ǎǘǳŘȅ ŎƻƳƳŜƴŎƛƴƎΣ ǳǇŘŀǘŜŘ ƳŜŀǎǳǊŜǎ 

ǿƛƭƭ ōŜ ǘŀƪŜƴΦ 

²Ƙŀǘ ŀǊŜ ǘƘŜ ǇƻǎǎƛōƭŜ ōŜƴŜŬǘǎ ƻŦ ǘŀƪƛƴƎ ǇŀǊǘΚ 

.ȅ ŀƎǊŜŜƛƴƎ ǘƻ ǘŀƪŜ ǇŀǊǘ ƛƴ ǘƘƛǎ ǎǘǳŘȅ ȅƻǳǊ ǎŎƘƻƻƭ ƛǎ ŀōƭŜ ǘƻ ƻũŜǊ ȅƻǳǊ ŎƘƛƭŘ ŀ ƳƛƴŘŦǳƭƴŜǎǎ ŎƻǳǊǎŜ ŦƻǊ ŦǊŜŜΣ ǿƘƛŎƘ 

ƻǊŘƛƴŀǊƛƭȅ ǿƻǳƭŘ ōŜ ƻũŜǊŜŘ ŀǎ ŀ ǇŀƛŘ ŎƻǳǊǎŜΦ ¢ƘŜ ŎƻǳǊǎŜ ǘŜŀŎƘŜǎ ǎƛƳǇƭŜ ǎŜƭŦπŎŀǊŜ ǘŜŎƘƴƛǉǳŜǎ ǎǳŎƘ ŀǎ ōǊŜŀǘƘƛƴƎ 

ŜȄŜǊŎƛǎŜǎ ǿƘƛŎƘ ȅƻǳǊ ŎƘƛƭŘ Ƴŀȅ ŎƘƻƻǎŜ ǘƻ ǳǎŜ ƛƴ ŀ ǝƳŜ ƻŦ ƴŜŜŘΦ ¸ƻǳǊ ŎƘƛƭŘΩǎ ǇŀǊǝŎƛǇŀǝƻƴ ǿƛƭƭ ƘŜƭǇ ǳǎ ƎŀǘƘŜǊ Řŀǘŀ 

ŀǊƻǳƴŘ ǘƘŜ ŜũŜŎǘǎ ƻŦ ƳƛƴŘŦǳƭƴŜǎǎ ŀƴŘ ŘŜǾŜƭƻǇ ŀ ŘŜŜǇŜǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƛƴǘƻ Ƙƻǿ ƛǘ ǿƻǊƪǎΦ 

²Ƙŀǘ ŀōƻǳǘ Ƴȅ ŎƘƛƭŘΩǎ ŎƻƴŬŘŜƴǝŀƭƛǘȅΚ  

¢ƻ ǇǊƻǘŜŎǘ ǘƘŜ ƛŘŜƴǝǘȅ ƻŦ ȅƻǳǊ ŎƘƛƭŘΣ ŀƴȅ Řŀǘŀ ŎƻƭƭŜŎǘŜŘ ǿƛƭƭ ōŜ ƳŀŘŜ ŀƴƻƴȅƳƻǳǎ ōŜŦƻǊŜ ƛǘ ƛǎ ǳǎŜŘΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜǎ ǘƘŜ 

ƛƴŦƻǊƳŀǝƻƴ ȅƻǳ ƎƛǾŜ ƛƴ ǘƘŜ ŘŜƳƻƎǊŀǇƘƛŎǎ ǉǳŜǎǝƻƴƴŀƛǊŜΦ ²Ŝ Řƻ ǘƘƛǎ ōȅ ƎƛǾƛƴƎ ŜǾŜǊȅ ŎƘƛƭŘΩǎ Řŀǘŀ ŀ ƴǳƳōŜǊΦ ¢ƘŜ Ǌŀǿ 

ŘŀǘŀΣ ǿƘƛŎƘ ƛŘŜƴǝŬŜǎ ȅƻǳǊ ŎƘƛƭŘ όƛƴ ǘƘŜ ŦƻǊƳ ƻŦ ǇŀǇŜǊ ǉǳŜǎǝƻƴƴŀƛǊŜǎύΣ ǿƛƭƭ ōŜ ƪŜǇǘ ǎŜŎǳǊŜƭȅ ōȅ ƳȅǎŜƭŦ ƛƴ ŀ ƭƻŎƪŜŘ 

ǎǘƻǊŀƎŜ ōƻȄΦ hƴƭȅ ƳȅǎŜƭŦ ŀƴŘ ǘƘŜ ǊŜǎŜŀǊŎƘ ǘŜŀƳ ǿƛƭƭ ƘŀǾŜ ŀŎŎŜǎǎ ǘƻ ǘƘƛǎΦ ¢ƘŜ ŀƴƻƴȅƳƛǎŜŘ Řŀǘŀ ǿƛƭƭ ōŜ ŀƴŀƭȅǎŜŘ ŀƴŘ 

ǘƘŜ ǊŜǎǳƭǘǎ Ƴŀȅ ōŜ ǇǊŜǎŜƴǘŜŘ ǘƻ ƻǘƘŜǊǎ ŀǘ ŀŎŀŘŜƳƛŎ ŎƻƴŦŜǊŜƴŎŜǎΣ ƻǊ ǇǳōƭƛǎƘŜŘ ŀǎ ŀ ǇǊƻƧŜŎǘ ǊŜǇƻǊǘΣ ŀŎŀŘŜƳƛŎ 

ŘƛǎǎŜǊǘŀǝƻƴ ƻǊ ƛƴ ŀŎŀŘŜƳƛŎ ƧƻǳǊƴŀƭǎ ƻǊ ōƻƻƪǎΦ Lǘ ŎƻǳƭŘ ŀƭǎƻ ōŜ ƳŀŘŜ ŀǾŀƛƭŀōƭŜ ǘƻ ŀƴȅ ŎƻƳƳƛǎǎƛƻƴŜǊ ƻǊ ŦǳƴŘŜǊ ƻŦ ǘƘŜ 

ǊŜǎŜŀǊŎƘΦ 

.ŜŦƻǊŜ ǘƘŜ ƛƴǘŜǊǾŜƴǝƻƴ ōŜƎƛƴǎΣ ȅƻǳǊ ŎƘƛƭŘΩǎ Ŏƭŀǎǎ ǘŜŀŎƘŜǊ ŀƴŘ ƳȅǎŜƭŦ ǿƛƭƭ ƘŀǾŜ ŀ ƳŜŜǝƴƎ ŀōƻǳǘ ȅƻǳǊ ŎƘƛƭŘΩǎ ŎƭŀǎǎΦ 

¢Ƙƛǎ ƛǎ ŀ ǇǊƻǘŜŎǝǾŜ ƳŜŀǎǳǊŜ ǿƘƛŎƘ ǿƛƭƭ ŀƭƭƻǿ ƳŜ ǘƻ ōŜ ǎŜƴǎƛǝǾŜ ǘƻ ǘƘŜ ǎǇŜŎƛŬŎ ƴŜŜŘǎ ƻŦ ǘƘŜ Ŏƭŀǎǎ ŀƴŘ ŀŘŀǇǘ ǘƘŜ 

ƛƴǘŜǊǾŜƴǝƻƴ ƛŦ ƴŜŎŜǎǎŀǊȅΦ !ƴȅ ŎƘƛƭŘ ǎǇŜŎƛŬŎ ƛƴŦƻǊƳŀǝƻƴ ǿƛƭƭ ōŜ ŀƴƻƴȅƳƻǳǎΣ ǘƘŜǊŜŦƻǊŜ ǇǊƻǘŜŎǝƴƎ ŎƘƛƭŘ 

ŎƻƴŬŘŜƴǝŀƭƛǘȅΦ CƻǊ ŜȄŀƳǇƭŜΣ ƛŦ ǘƘŜǊŜ ƛǎ ŀ ŎƘƛƭŘ ƛƴ ǘƘŜ Ŏƭŀǎǎ ǿƘƻ Ƙŀǎ ŜȄǇŜǊƛŜƴŎŜŘ ŀ ǊŜŎŜƴǘ ōŜǊŜŀǾŜƳŜƴǘΣ ƛǘ ǿƻǳƭŘ ōŜ 



нлп 
 

ƛƳǇƻǊǘŀƴǘ ŦƻǊ ƳŜ ǘƻ ōŜ ŀǿŀǊŜ ƻŦ ǘƘƛǎΣ ōǳǘ L ǿƻǳƭŘ ƴƻǘ ƴŜŜŘ ǘƻ ƪƴƻǿ ǿƘƛŎƘ ŎƘƛƭŘ ƘŀŘ ŜȄǇŜǊƛŜƴŎŜŘ ǘƘƛǎΦ !ƴȅ Ŏƭŀǎǎ 

ƛƴŦƻǊƳŀǝƻƴ ǇŀǎǎŜŘ ƻƴ ǘƻ ƳŜ ƛǎ ǎǘǊƛŎǘƭȅ ŎƻƴŬŘŜƴǝŀƭ ŀƴŘ ǿƛƭƭ ƴƻǘ ōŜ ǎƘŀǊŜŘ ǿƛǘƘ ŀƴȅƻƴŜ ŜƭǎŜΦ ¢ƘŜ ŎƻƴǎŜƴǘ ŦƻǊƳ ŀƭǎƻ 

ƎƛǾŜǎ ȅƻǳΣ ǘƘŜ ǇŀǊŜƴǘΣ ŀ ŎƘŀƴŎŜ ǘƻ ƛƴŦƻǊƳ ƳŜ ƻŦ ŀƴȅ ƛƴŦƻǊƳŀǝƻƴ ŀōƻǳǘ ȅƻǳǊ ŎƘƛƭŘΣ ȅƻǳ ŦŜŜƭ L ǎƘƻǳƭŘ ōŜ ƳŀŘŜ ŀǿŀǊŜ 

ƻŦΣ ǊŜƭŀǝǾŜ ǘƻ ǘƘŜ ƛƴǘŜǊǾŜƴǝƻƴΦ 

 LŦ ŀǘ ŀƴȅ Ǉƻƛƴǘ ŘǳǊƛƴƎ ǘƘŜ ǎǘǳŘȅ ŀ ŎƘƛƭŘ ŘƛǎŎƭƻǎŜǎ ǘƻ ƳŜ ŀƴȅǘƘƛƴƎ ǿƘƛŎƘ Ƴŀȅ ƛƴǾƻƭǾŜ ǎŀŦŜƎǳŀǊŘƛƴƎΣ ƛǘ ƛǎ Ƴȅ Řǳǘȅ ǘƻ 

Ǉŀǎǎ ǘƘƛǎ ƛƴŦƻǊƳŀǝƻƴ ƻƴ ǘƻ ǘƘŜ ǎŀŦŜƎǳŀǊŘƛƴƎ ƻŶŎŜǊ ǿƛǘƘƛƴ ǘƘŜ ǎŎƘƻƻƭΦ  

²Ƙŀǘ ǿƛƭƭ ƘŀǇǇŜƴ ƛŦ L ŘƻƴΩǘ ǿŀƴǘ Ƴȅ ŎƘƛƭŘ ǘƻ ŎŀǊǊȅ ƻƴ ǿƛǘƘ ǘƘŜ ǎǘǳŘȅΚ  

!ǎ ŀ ǾƻƭǳƴǘŜŜǊΣ ȅƻǳǊ ŎƘƛƭŘ Ŏŀƴ ǎǘƻǇ ŀƴȅ ǇŀǊǝŎƛǇŀǝƻƴ ƛƴ Řŀǘŀ ŎƻƭƭŜŎǝƻƴ ŀǘ ŀƴȅ ǝƳŜΣ ƻǊ ǿƛǘƘŘǊŀǿ ŦǊƻƳ ǘƘŜ ǎǘǳŘȅ ŀǘ 

ŀƴȅ ǝƳŜ ōŜŦƻǊŜ WŀƴǳŀǊȅ нлноΣ ǿƛǘƘƻǳǘ ƎƛǾƛƴƎ ŀ ǊŜŀǎƻƴΦ LŦ ȅƻǳ Řƻ ǿƛǘƘŘǊŀǿ ȅƻǳǊ ŎƘƛƭŘ ŦǊƻƳ ŀ ǎǘǳŘȅ ŀƊŜǊ ǎƻƳŜ Řŀǘŀ 

ƘŀǾŜ ōŜŜƴ ŎƻƭƭŜŎǘŜŘ ȅƻǳ ǿƛƭƭ ōŜ ŀǎƪŜŘ ƛŦ ȅƻǳ ŀǊŜ ŎƻƴǘŜƴǘ ŦƻǊ ǘƘŜ Řŀǘŀ ŎƻƭƭŜŎǘŜŘ ǘƘǳǎ ŦŀǊ ǘƻ ōŜ ǊŜǘŀƛƴŜŘ ŀƴŘ ƛƴŎƭǳŘŜŘ 

ƛƴ ǘƘŜ ǎǘǳŘȅΦ LŦ ȅƻǳ ǇǊŜŦŜǊΣ ǘƘŜ Řŀǘŀ ŎƻƭƭŜŎǘŜŘ Ŏŀƴ ōŜ ŘŜǎǘǊƻȅŜŘ ŀƴŘ ƴƻǘ ƛƴŎƭǳŘŜŘ ƛƴ ǘƘŜ ǎǘǳŘȅΦ hƴŎŜ ǘƘŜ Řŀǘŀ ŀƴŀƭȅǎƛǎ 

Ƙŀǎ ŎƻƳƳŜƴŎŜŘΣ όмǎǘ CŜōǊǳŀǊȅ нлноύΣ ƛǘ ǿƛƭƭ ƴƻǘ ōŜ ǇƻǎǎƛōƭŜ ŦƻǊ ȅƻǳ ǘƻ ǿƛǘƘŘǊŀǿ ȅƻǳǊ ŀƴƻƴȅƳƛǎŜŘ Řŀǘŀ ŦǊƻƳ ǘƘŜ 

ǎǘǳŘȅΦ 

²ƛƭƭ L ōŜ ŀōƭŜ ǘƻ ǎŜŜ Ƴȅ ŎƘƛƭŘΩǎ ǊŜǎǳƭǘǎΚ 

¢ƘŜ ǊŜǎǳƭǘǎ ƻŦ ǘƘŜ ǎǘǳŘȅ ǿƛƭƭ ōŜ ǎŜƴǘ ƻǳǘ ǘƻ ŀƭƭ ǇŀǊŜƴǘǎ ƻƴŎŜ ŀƴŀƭȅǎƛǎ Ƙŀǎ ǘŀƪŜƴ ǇƭŀŎŜΣ ƘƻǿŜǾŜǊ ȅƻǳ ǿƛƭƭ ƴƻǘ ōŜ ŀōƭŜ 

ǘƻ ǾƛŜǿ ȅƻǳǊ ŎƘƛƭŘΩǎ ƛƴŘƛǾƛŘǳŀƭ ǊŜǎǳƭǘǎΦ ¢Ƙƛǎ ƛǎ ōŜŎŀǳǎŜ ǘƘŜ ǊŜǎǳƭǘǎ ǿƛƭƭ ōŜ ƳŀŘŜ ŀƴƻƴȅƳƻǳǎ ǘƻ ǇǊƻǘŜŎǘ ȅƻǳǊ ŎƘƛƭŘΩǎ 

ŎƻƴŬŘŜƴǝŀƭƛǘȅΦ  

²Ƙŀǘ ƛŦ ǘƘŜǊŜ ƛǎ ŀ ǇǊƻōƭŜƳΚ 

LŦ ȅƻǳ ƘŀǾŜ ŀ ǉǳŜǊȅΣ ŎƻƴŎŜǊƴ ƻǊ ŎƻƳǇƭŀƛƴǘ ŀōƻǳǘ ŀƴȅ ŀǎǇŜŎǘ ƻŦ ǘƘƛǎ ǎǘǳŘȅΣ ƛƴ ǘƘŜ ŬǊǎǘ ƛƴǎǘŀƴŎŜ ȅƻǳ ǎƘƻǳƭŘ ŎƻƴǘŀŎǘ ǘƘŜ 

ǊŜǎŜŀǊŎƘŜǊόǎύ ƛŦ ŀǇǇǊƻǇǊƛŀǘŜΦ .ŜŎŀǳǎŜ L ŀƳ ŀ tƘ5 ǎǘǳŘŜƴǘΣ ǘƘŜǊŜ ƛǎ ŀƭǎƻ ŀƴ ŀŎŀŘŜƳƛŎ ƳŜƳōŜǊ ƻŦ ǎǘŀũ ƭƛǎǘŜŘ ŀǎ ǘƘŜ 

ǎǳǇŜǊǾƛǎƻǊ ǿƘƻƳ ȅƻǳ Ŏŀƴ ŎƻƴǘŀŎǘΦ LŦ ǘƘŜǊŜ ƛǎ ŀ ŎƻƳǇƭŀƛƴǘΣ ǇƭŜŀǎŜ ŎƻƴǘŀŎǘ ǘƘŜ {ǳǇŜǊǾƛǎƻǊ ǿƛǘƘ ŘŜǘŀƛƭǎ ƻŦ ǘƘŜ 

ŎƻƳǇƭŀƛƴǘΦ ¢ƘŜ ŎƻƴǘŀŎǘ ŘŜǘŀƛƭǎ ŦƻǊ ōƻǘƘ ƳȅǎŜƭŦ ŀƴŘ Ƴȅ ǎǳǇŜǊǾƛǎƻǊ ŀǊŜ ŘŜǘŀƛƭŜŘ ŀǘ ǘƘŜ ǘƻǇ ƻŦ ŜŀŎƘ ǇŀƎŜΦ 

LŦ ȅƻǳǊ ŎƻƴŎŜǊƴ ƻǊ ŎƻƳǇƭŀƛƴǘ ƛǎ ƴƻǘ ǊŜǎƻƭǾŜŘ ōȅ ƳȅǎŜƭŦ ƻǊ Ƴȅ ǎǳǇŜǊǾƛǎƻǊΣ ȅƻǳ ǎƘƻǳƭŘ ŎƻƴǘŀŎǘ Ƴȅ IŜŀŘ ƻŦ 

5ŜǇŀǊǘƳŜƴǘΥ 

IŜŀŘ ƻŦ 5ŜǇŀǊǘƳŜƴǘΥ 5Ǌ [ǳŎȅ !ƪŜƘǳǊǎǘ 

9ƳŀƛƭΥ ƭǳŎȅΦŀƪŜƘǳǊǎǘϪǇƻǊǘΦŀŎΦǳƪ 

5ŜǇŀǊǘƳŜƴǘ ƻŦ tǎȅŎƘƻƭƻƎȅΣ CŀŎǳƭǘȅ ƻŦ {ŎƛŜƴŎŜ ŀƴŘ IŜŀƭǘƘ 

¦ƴƛǾŜǊǎƛǘȅ ƻŦ tƻǊǘǎƳƻǳǘƘΥ лно фнуп упуп 

   

LŦ ǘƘŜ ŎƻƳǇƭŀƛƴǘ ǊŜƳŀƛƴǎ ǳƴǊŜǎƻƭǾŜŘΣ ǇƭŜŀǎŜ ŎƻƴǘŀŎǘΥ  

¢ƘŜ ¦ƴƛǾŜǊǎƛǘȅ /ƻƳǇƭŀƛƴǘǎ hŶŎŜǊ 

лно фнуп оспнΥ ŎƻƳǇƭŀƛƴǘǎŀŘǾƛŎŜϪǇƻǊǘΦŀŎΦǳƪ 

 

²Ƙƻ ƛǎ ŦǳƴŘƛƴƎ ǘƘŜ ǊŜǎŜŀǊŎƘΚ  

¢Ƙƛǎ ǊŜǎŜŀǊŎƘ ƛǎ ōŜƛƴƎ ŦǳƴŘŜŘ ōȅ ǘƘŜ {ƻǳǘƘ /ƻŀǎǘ 5ƻŎǘƻǊŀƭ ¢ǊŀƛƴƛƴƎ tŀǊǘƴŜǊǎƘƛǇΦ bƻƴŜ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊǎ ƻǊ ǎǘǳŘȅ 

ǎǘŀũ ǿƛƭƭ ǊŜŎŜƛǾŜ ŀƴȅ ŬƴŀƴŎƛŀƭ ǊŜǿŀǊŘ ōȅ ŎƻƴŘǳŎǝƴƎ ǘƘƛǎ ǎǘǳŘȅΣ ƻǘƘŜǊ ǘƘŀƴ ǘƘŜƛǊ ƴƻǊƳŀƭ ǎŀƭŀǊȅ κ ōǳǊǎŀǊȅ ŀǎ ŀ ǎǘǳŘŜƴǘ 

ƻŦ ǘƘŜ ¦ƴƛǾŜǊǎƛǘȅΦ 

²Ƙƻ Ƙŀǎ ǊŜǾƛŜǿŜŘ ǘƘŜ ǎǘǳŘȅΚ 

wŜǎŜŀǊŎƘ ƛƴǾƻƭǾƛƴƎ ƘǳƳŀƴ ǇŀǊǝŎƛǇŀƴǘǎ ƛǎ ǊŜǾƛŜǿŜŘ ōȅ ŀƴ ŜǘƘƛŎǎ ŎƻƳƳƛǧŜŜ ǘƻ ŜƴǎǳǊŜ ǘƘŀǘ ǘƘŜ ŘƛƎƴƛǘȅ ŀƴŘ ǿŜƭƭπ

ōŜƛƴƎ ƻŦ ǇŀǊǝŎƛǇŀƴǘǎ ƛǎ ǊŜǎǇŜŎǘŜŘΦ  ¢Ƙƛǎ ǎǘǳŘȅ Ƙŀǎ ōŜŜƴ ǊŜǾƛŜǿŜŘ ōȅ ǘƘŜ 9ǘƘƛŎǎ /ƻƳƳƛǧŜŜ ƻŦ ǘƘŜ CŀŎǳƭǘȅ ƻŦ {ŎƛŜƴŎŜ 

ŀƴŘ IŜŀƭǘƘ ŀƴŘ Ƙŀǎ ōŜŜƴ ƎƛǾŜƴ ŦŀǾƻǳǊŀōƭŜ ŜǘƘƛŎŀƭ ƻǇƛƴƛƻƴΦ  

¢Ƙŀƴƪ ȅƻǳ 

mailto:complaintsadvice@port.ac.uk


нлр 
 

     ¢Ƙŀƴƪ ȅƻǳ ŦƻǊ ǘŀƪƛƴƎ ǝƳŜ ǘƻ ǊŜŀŘ ǘƘƛǎ ƛƴŦƻǊƳŀǝƻƴ ǎƘŜŜǘ ŀƴŘ ŦƻǊ ŎƻƴǎƛŘŜǊƛƴƎ ǾƻƭǳƴǘŜŜǊƛƴƎ ȅƻǳǊ ŎƘƛƭŘ ŦƻǊ 

ǘƘƛǎ ǊŜǎŜŀǊŎƘΦ LŦ ȅƻǳ Řƻ ŀƎǊŜŜ ǘƻ ǇŀǊǝŎƛǇŀǘŜΣ ȅƻǳǊ ŎƻƴǎŜƴǘ ǿƛƭƭ ōŜ ǎƻǳƎƘǘΤ ǇƭŜŀǎŜ ǎŜŜ ǘƘŜ ŀŎŎƻƳǇŀƴȅƛƴƎ ŎƻƴǎŜƴǘ 

ŦƻǊƳΦ ¸ƻǳ ǿƛƭƭ ǘƘŜƴ ōŜ ƎƛǾŜƴ ŀ ŎƻǇȅ ƻŦ ǘƘƛǎ ƛƴŦƻǊƳŀǝƻƴ ǎƘŜŜǘ ŀƴŘ ȅƻǳǊ ǎƛƎƴŜŘ ŎƻƴǎŜƴǘ ŦƻǊƳΣ ǘƻ ƪŜŜǇΦ 

 

YŀǝŜ /ǊƻƳǇǘƻƴ 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



нлс 
 

Appendix 2: Consent Form 

/ƻƴǎŜƴǘ CƻǊƳ 

CƻǊ ȅƻǳǊ ŎƘƛƭŘ ǘƻ ǘŀƪŜ ǇŀǊǘ ƛƴ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǊŜǎŜŀǊŎƘ ǎǘǳŘȅΥ 

Iƻǿ 5ƻŜǎ aƛƴŘŦǳƭƴŜǎǎ !ũŜŎǘ /ƭŀǎǎǊƻƻƳ [ƛŦŜΚ 

 

мΦ L ŎƻƴŬǊƳ ǘƘŀǘ L ƘŀǾŜ ǊŜŀŘ ŀƴŘ ǳƴŘŜǊǎǘƻƻŘ ǘƘŜ ƛƴŦƻǊƳŀǝƻƴ ǎƘŜŜǘ ŦƻǊ ǘƘŜ ŀōƻǾŜ ǎǘǳŘȅΦ L ƘŀǾŜ ƘŀŘ 
ǘƘŜ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ŎƻƴǎƛŘŜǊ ǘƘŜ ƛƴŦƻǊƳŀǝƻƴΣ ŀǎƪ ǉǳŜǎǝƻƴǎ ŀƴŘ ƘŀǾŜ ƘŀŘ ǘƘŜǎŜ ŀƴǎǿŜǊŜŘ 
ǎŀǝǎŦŀŎǘƻǊƛƭȅΦ 

 

нΦ L ǳƴŘŜǊǎǘŀƴŘ ǘƘŀǘ Ƴȅ ŎƘƛƭŘΩǎ ǇŀǊǝŎƛǇŀǝƻƴ ƛǎ ǾƻƭǳƴǘŀǊȅ ŀƴŘ ǘƘŀǘ L ŀƳ ŦǊŜŜ ǘƻ ǿƛǘƘŘǊŀǿ Ƴȅ ŎƘƛƭŘ ŀǘ 
ŀƴȅ ǝƳŜ ǿƛǘƘƻǳǘ ƎƛǾƛƴƎ ŀƴȅ ǊŜŀǎƻƴΦ  

 
оΦ L ǳƴŘŜǊǎǘŀƴŘ ǘƘŀǘ Řŀǘŀ ŎƻƭƭŜŎǘŜŘ ŘǳǊƛƴƎ ǘƘƛǎ ǎǘǳŘȅ ǿƛƭƭ ōŜ ǇǊƻŎŜǎǎŜŘ ƛƴ ŀŎŎƻǊŘŀƴŎŜ ǿƛǘƘ Řŀǘŀ 
ǇǊƻǘŜŎǝƻƴ ƭŀǿ ŀǎ ŜȄǇƭŀƛƴŜŘ ƛƴ ǘƘŜ tŀǊǝŎƛǇŀƴǘ LƴŦƻǊƳŀǝƻƴ {ƘŜŜǘ  

 

пΦ L ǳƴŘŜǊǎǘŀƴŘ ǘƘŀǘ ƛŦ Ƴȅ ŎƘƛƭŘ ƳŀƪŜǎ ŀ ŘƛǎŎƭƻǎǳǊŜ ŀǘ ŀƴȅ ǝƳŜ ǘƻ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΣ ǿƘƛŎƘ ǘƘŜ 
ǊŜǎŜŀǊŎƘŜǊ ŘŜŜƳǎ ǘƻ ōŜ ŀ ǎŀŦŜƎǳŀǊŘƛƴƎ ƛǎǎǳŜΣ ǘƘƛǎ ǿƛƭƭ ōŜ ǊŜǇƻǊǘŜŘ ǘƻ ǘƘŜ ǊŜƭŜǾŀƴǘ ǎŀŦŜƎǳŀǊŘƛƴƎ 
ƳŜƳōŜǊ ƻŦ ǎǘŀũ ƛƴ ǘƘŜ ǎŎƘƻƻƭΦ  

 

рΦ L ǳƴŘŜǊǎǘŀƴŘ ǘƘŀǘ ǘƘŜ ǊŜǎǳƭǘǎ ƻŦ ǘƘƛǎ ǎǘǳŘȅ Ƴŀȅ ōŜ ǇǳōƭƛǎƘŜŘ ŀƴŘ κ ƻǊ ǇǊŜǎŜƴǘŜŘ ŀǘ ƳŜŜǝƴƎǎ ƻǊ 
ŀŎŀŘŜƳƛŎ ŎƻƴŦŜǊŜƴŎŜǎΣ ŀƴŘ Ƴŀȅ ōŜ ǇǊƻǾƛŘŜŘ ǘƻ ǘƘŜ {ƻǳǘƘ /ƻŀǎǘ 5ƻŎǘƻǊŀƭ ¢ǊŀƛƴƛƴƎ tŀǊǘƴŜǊǎƘƛǇ 
όǿƘƻ ŀǊŜ ŦǳƴŘƛƴƎ ǘƘƛǎ ǎǘǳŘȅύΦ L ƎƛǾŜ Ƴȅ ǇŜǊƳƛǎǎƛƻƴ ŦƻǊ Ƴȅ ŎƘƛƭŘΩǎ ŀƴƻƴȅƳƻǳǎ ŘŀǘŀΣ ǿƘƛŎƘ ŘƻŜǎ ƴƻǘ 
ƛŘŜƴǝŦȅ ǘƘŜƳΣ ǘƻ ōŜ ŘƛǎǎŜƳƛƴŀǘŜŘ ƛƴ ǘƘƛǎ ǿŀȅΦ 

 

сΦ L ŀƎǊŜŜ ŦƻǊ Ƴȅ ŎƘƛƭŘ ǘƻ ǘŀƪŜ ǇŀǊǘ ƛƴ ǘƘŜ ŀōƻǾŜ ǎǘǳŘȅΦ 
 

 

 

    Your childôs name: ééééééééééé..     Your name:éééééééééééééééé..

     

    Date: éééééééééééééééé.            Your Signature: éééééééééééééé 

 

Lǎ ǘƘŜǊŜ ŀƴȅǘƘƛƴƎ ȅƻǳ ǿƻǳƭŘ ƭƛƪŜ ǳǎ ǘƻ ƪƴƻǿ ŀōƻǳǘ ȅƻǳǊ ŎƘƛƭŘ ǿƘƛŎƘ ȅƻǳ ǘƘƛƴƪ Ƴŀȅ ōŜ ǊŜƭŜǾŀƴǘ ǘƻ 

ǘƘŜ ƛƴǘŜǊǾŜƴǝƻƴΣ ŦƻǊ ŜȄŀƳǇƭŜΥ ŀǳǝǎƳΣ ŘȅǎƭŜȄƛŀΣ ŀ ƘŜŀǊƛƴƎ ŘƛŶŎǳƭǘȅΣ ƻǊ ŀƴȅǘƘƛƴƎ ŜƭǎŜΚ 

 

     Y / N   If yes, please specify: ............................................................................................................ 

ééééééééééééééééééééééééééééééééééééééééééé.. 

   

     Name of Researcher:   Katie Crompton    Date: 08/03/22        Signature: Katie Crompton 
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Appendix 3: Demographic Questionnaire 
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Appendix 4: MAAS-C 

 












































































































