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Abstract

Despite the exponential growth predicted for the international school sector, little
research has been carried out with international school-aged students. Research within the
field of international education has predominantly centred on the tertiary sector, which
reports high levels of adjustment issues in students upon arrival in a new country. Given
the high rates of mobility and transition reported within the international school sector,
and the different adjustment conditions experienced between school-aged and tertiary-
aged international students, necessitates the need for additional research to be conducted
with international school-aged students. Early-adolescent international students have been
identified as a particular cohort of students who may be more vulnerable to psychosocial
health and wellbeing issues during periods of mobility. Additionally, research within the
international education sector has largely examined the effects of adjustment in terms of
negative psychological outcomes in students, highlighting a conceptual gap in research on
ways to foster and support this student group to thrive and flourish despite the high levels
of mobility they experience.

Through a positive psychology lens, this study examined how early-adolescent
international students may thrive and flourish despite the high levels of adjustment
difficulties they experience. The research aims of the study were twofold. The first was to
develop a better understanding of wellbeing, student engagement, and resilience in early-
adolescent international students. The second was to determine a suitable strategy to
promote these constructs with this cohort of students. A sequential explanatory mixed-
methods design was employed to address these research aims in two phases. This enabled
the findings of the first phase of the research to be used to inform the second phase of the

study, given the limited research conducted in the field to date.

Xiv



The first phase of this study employed a survey design with 178 early-adolescent
international students aged 10-14 years (M = 11.43, SD = 1.12) from one international
school in Singapore. The findings showed positive associations between most wellbeing,
student engagement, and resilience constructs. The study also identified demographic and
mobility characteristics that were associated with lower levels of wellbeing, behavioural
engagement, and resilience, highlighting a cohort of students who may need additional
support. The second phase of the study employed a randomised waitlist control group
design with 50 students who had participated in the first phase of the study (M = 11.84,
SD = 0.89). A 16-lesson mindfulness-based intervention (MBI) program, the .b program,
was delivered to participants, with quantitative and qualitative data collected. Student,
parent, and teacher survey responses reported improvements in psychosocial health and
wellbeing measures in early-adolescent international students on completion of the MBI
program. Interview responses from selected students, parents, and teachers validated the
reported quantitative data findings and provided additional information on how the MBI
program was able to support the student group when experiencing difficulties associated
with mobility and adjustment. Student interviews also validated the quantitative findings
from Phase 1 of the study by elaborating on the negative implications of moving to a new
country as experienced or perceived by the students.

This study’s findings highlight a potential cohort of early-adolescent international
students who may benefit from additional support. The findings also support an MBI
program as a possible strategy to encourage this student group to thrive and flourish
despite the high levels of mobility they experience. It is envisaged that the findings will
provide educational professionals working within the international school sector with new

information on ways to better understand and support this growing cohort of international

XV



school-aged students. It is also envisaged that the findings will contribute to the limited

empirical evidence-based MBI research conducted to date with early-adolescent students.
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Chapter 1: Introduction

This chapter introduces the field of research for this study. It includes a brief
overview of the research topic and identifies the current research problem. This chapter
also introduces the research aims and objectives that guided this study, and it highlights
the potential implications of the study within the fields of international education and
mental health sectors. Lastly, the chapter presents an overview of each of the thesis

chapters, thus providing a scaffolding for how the research is presented in this thesis.

1.1 International Education

Globalisation has contributed to significant growth in the international education
sector. However, research in the field of international education has predominantly been
conducted within the tertiary sector, even with exponential expansion being reported in
the school sector (Farrugia, 2014). In the last decade, there has been a reported 59%
expansion in international schools across the world, with the most significant increase
reported in Asia (International Schools Consultancy [ISC], 2022). There are presently
12,853 international schools worldwide (ISC, 2022), and international school student
enrolment numbers of 6.6 million students reported for the year 2020 are predicted to
increase to 9.7 million students by the year 2028 (1SC, 2020).

International schools were initially established to ensure that education was
available to school-aged students who were living temporarily in a host country as a result
of mobility associated with their parents’ careers (Hannaford, 2016). This included
children of expatriate diplomats, missionaries, and employees of transnational
organisations (Hayden, 2011). Of late, the demand for local students to receive an
education with an English-medium international curriculum has resulted in increased
numbers of local students also attending international schools (Hayden & Thompson,
2017). Considering the diversity between international students and the different reasons
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for their enrolment, a clear definition of an international school is not simple. The ISC
(2020), a key contributor to market intelligence on the world’s international schools’
domain, defines an international school as a place that provides an English-medium
curriculum (other than the country’s national curriculum) to students from a diverse range
of cultures with a multilingual, transnational, and changing population of students and
teachers. Although this definition may include local students as well as students
temporarily living in the country, this definition is not applicable to international schools
in all countries. Some countries (including Switzerland, China, and Singapore) do not
permit local students to enrol in international schools in their country (Bailey, 2015). For
international schools in these regions, their student group is comprised predominantly of
globally mobile students, and it was this particular student group that was of interest in
this study. As this research study was conducted in Singapore, it was anticipated that the
students in the study would represent globally mobile international students, given the
restrictions placed on local student attendance at international schools by the Singapore
government (Ministry of Education Singapore, 2018).

Given the many phrases used to describe international school students, it is
important to provide a clear definition of what this term means (Dillon & Ali, 2019;
Hayden, 2012). Different terminology that has been used to characterise these students
includes ‘third culture kids’ (Pollock & Van Reken, 2001), ‘sojourners’ (Hoersting &
Jenkins, 2011), ‘global nomads’(McCaig, 1992), ‘cross-culturally mobile children’
(Hoersting & Jenkins, 2011), ‘cross-cultural kids’ (Pollock et al., 2017), ‘cultural
chameleons’ (McCaig, 1996), and ‘internationally mobile children’ (Gerner & Perry,
2000). While definitions of each phrase may alter slightly, in essence they all describe a
student who is studying in an educational institution in a host country. For the purposes of

this study, an international student was defined as a globally mobile student who is not a
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permanent resident of the host country in which they are studying (United Nations
Educational, Scientific and Cultural Organization [UNESCO] — Institute for Statistics,

2009).

1.2 Research Problem

International school-aged students often move between schools and countries
every 2 to 3 years as they follow their parents on short-term employment contracts around
the world (Hayden, 2012). High mobility is a defining feature within international schools
because students are often returning to their home country or relocating to another host
country (Higgins & Wigford, 2018; ISC, 2020). Turnover rates in international schools
vary, but a benchmark of 25-30% per year is anticipated (ICS, 2016; Whyte, 2016). This
rate includes international students enrolled at the school who regularly move between
countries with their parents’ employment, and foreign (nonlocal) teachers employed by
the school who are often on short-tenure employment contracts. Such high levels of
mobility result in an international school environment continually in a state of flux.
Parents of international school students report the high levels of mobility as a concern,
given the ongoing changing environment they create (McLachlan, 2007; Whyte, 2016).

Research on mobility with international students indicates that these students go
through a process of adjustment as they transition to a new country (Pollock & Van
Reken, 2001). This process is a response to the change they encounter and is important in
ensuring they are able to interact constructively and experience a feeling of connection in
their new surroundings (Lessle et al., 2020). The adjustments may include cross-cultural
and psychological adjustments and will be unique for each student and dependent on
many factors, such as cultural identity and social support networks (Berry, 1997). This
adjustment period has been identified as a difficult period for international students as

they commence their education in a new country (Berry, 1997). Research studies report
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that international students may be likely to experience psychosocial health and wellbeing
issues while they adjust to their new surroundings (Elliot et al., 2016; Liu & Lu, 2011).
Considering the high rates of mobility reported within the international school sector, this
suggests a significant number of international school-aged students could be at risk of
psychosocial health and wellbeing issues each year. However, the research conducted on
adjustment of international students has been predominantly centred on the tertiary level
(Farrugia, 2014). This research highlights the negative implications of mobility for the
psychosocial health and wellbeing of international tertiary-aged students (Altinyelken,
2018); it is not known whether the same findings would be expected with international
school-aged students. Although there is discussion regarding how the two groups may
differ in terms of how they experience and respond to learning in a new country
(Farrugia, 2014), it remains unclear whether school-aged international students may
experience the same adjustment challenges on moving to a new school and country.

In addition to adjustment difficulties, the psychosocial health and wellbeing of this
student group may be affected by more-recent implications of the COVID-19 global
pandemic. While the pandemic presented many challenges to our way of life, especially
so for young people, international students have been identified as a group who were
most vulnerable to the events relating to the pandemic (Xiong et al., 2022). A recent
wellbeing report by the ISC (2021) provided new information on the impact of the
pandemic on the wellbeing of students and staff at international schools. The report
highlighted an increase in mental health and wellbeing issues in international school
students since the pandemic. It also noted that teachers reported feeling less able to
support students in their wellbeing since the pandemic. The closure of schools and
educational institutions during this time has resulted in long periods of online learning for

international students in some countries, which may be even more isolating for students
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who have only recently arrived in the country and who may have only a small support
network (ISC, 2021). At the same time, immigration issues and travel restrictions due to
international border closures (Centers for Disease Control and Prevention, 2021),
separation from extended family members (Zhai & Du, 2020), and the reported increase
in discrimination towards minority groups since the outbreak commenced (He et al.,
2020) highlight the significant impact the pandemic may have had on international
students (Bamford, 2020). Although this study was not focused on the effects of the
pandemic on international students, this knowledge suggests that greater understanding
and support of this student group is needed even more today, given the additional impact
the pandemic may have had on the psychosocial health and wellbeing of this student
group.

The exponential expansion described within the international school sector,
alongside the gap in research conducted with this cohort, necessitates the need for further
research to be conducted on this student group (McKeering et al., 2021). Additionally,
given the high levels of mobility reported within the international school sector and
recognition that early-adolescent students may be particularly vulnerable through stages
of adjustment (van Loon et al., 2020) it is clear that a particular cohort of students could
benefit from extra support. While research with international tertiary-aged students has
predominantly reported negative implications of adjustment for psychosocial health and
wellbeing (Altinyelken, 2018), it is not known whether similar findings may be expected
with school-aged international students. Additionally, given this student group will
continue to experience periods of mobility and adjustment, it is important to identify ways
to promote optimal functioning for these students during such change. Research is
therefore needed on ways to support international students to thrive and flourish despite

the periods of mobility and transition they experience. This information may then be of
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benefit to all international students, rather than only those experiencing negative
psychological problems.

Therefore, given the limited research conducted with early-adolescent
international students to date, this study addresses the need for research to be conducted
specifically with this cohort. Additionally, the study addresses a gap in this field of
research by presenting ways to enable this student group to thrive and flourish within the
highly mobile international school environment, instead of focusing on negative
psychological outcomes. Considering the limited research conducted to date in this field,
a sequential explanatory mixed-methods design was adopted for this study. This design
approach enabled each phase of the study to inform the following phase and addressed
methodological limitations identified in the research field. The research aims and
objectives of the study, which were developed to contribute to the theory, research, and
practice on ways to better understand and promote psychosocial health and wellbeing in

early-adolescent international students, are presented in the following section.

1.3 Research Aims and Objectives

The research aims for this study were to address the current gap in research in the
field of international education. In doing so, it was envisaged that the study would
provide new information on constructs that may help early-adolescent international
students thrive despite high mobility and transition. This included gaining a greater
understanding of how such constructs may be interrelated and of the effect that contextual
factors may have on these constructs. To this extent, the first research aim of the study
was to better understand wellbeing, student engagement, and resilience in early-
adolescent international students, considering the adjustment difficulties they experience.

To address this research aim, the following research objective was decided:
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Research Objective 1: To examine how early-adolescent international students
respond to items assessing their wellbeing, student engagement, and resilience, and to
identify any interrelations between these constructs.

This study also aimed to identify a suitable program or strategies that may be
beneficial to this student group in supporting them during periods of transition. In doing
so, the second research aim of the study was to examine whether an MBI program may
promote psychosocial health and wellbeing with this cohort of students. The research
objectives that were formulated to address this second research aim in the study were as
follows:

Research Objective 2a: To examine the effect of an MBI program on the
wellbeing, student engagement, and resilience of early-adolescent international school
students through self-report and proxy measures.

Research Objective 2b: To explore individual students’ experiences as an
international student and in engaging with the intervention program.

Research questions were developed to comprehensively examine these research
objectives and to address the conceptual, empirical, and methodological limitations
conducted in this field of research. These research questions will be outlined further in the
thesis. It is envisaged that the information gathered in addressing these research
objectives will create a greater understanding and awareness of ways in which early-
adolescent international students can thrive despite their highly mobile school

environment.

1.4 Significance of the Research
The research aims outlined in this chapter were developed to address the research
gaps identified in the field of research on early-adolescent international students. As such,

this study will make a valuable contribution to the field of research within the
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international education sector. Research in the field of international education is
important, considering the economic, social, and cultural benefits identified in this sector
(Australian Government Department of Education, Skills, and Employment, 2021). This
includes benefits to the individual student, the educational institute they attend, the
community, and the host country through the fostering of globally connected
communities to increase cultural awareness and intercultural capacity (Robertson, 2011).
To this extent, understanding adjustment and providing support for international students
is important because it underpins growth within the sector (Farrugia, 2014). The
adjustment that international students experience when moving to a new country and
educational institution has been identified as a difficult period for tertiary-aged
international students. Given this, programs and strategies have already been
implemented within the tertiary international sector to better support this student group
(Altinyelken, 2018; Nahidi, 2014). Gaining a greater understanding of how adjustment
may impact on early-adolescent international school students may provide valuable
knowledge for educational professionals working with this cohort of students on how best
to support them. Additionally, the identification of a program that may help this student
group to thrive during periods of mobility and adjustment may also ensure that the
international school environment as a whole can also prosper. This is important,
considering the exponential expansion described within the international school sector
and the identification of this age group as perhaps particularly vulnerable.

Additionally, the promotion of constructs that will enhance the psychosocial
health and wellbeing of early-adolescent international students is important, considering
the growing concern for the mental health and wellbeing of young people (van Agteren et
al., 2021). The World Health Organization (WHO; 2021) report that one in seven (14%)

young people aged 10-19 years will experience mental health conditions. Considering
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early adolescence has been identified as a period of heightened vulnerability (Kuyken et
al., 2017), greater understanding and support for this student group during periods of
mobility and transition is important. For early-adolescent international students, the high
levels of global mobility and transition they experience may make them more vulnerable
than local domestic students to psychosocial health and wellbeing issues. Identifying this
student group as potentially being at risk and looking for a suitable program to support
them, has positive implications for the wellbeing of young people. Additionally,
proposing an MBI program to foster positive transition and develop positive life skills
among these students has positive implications for the benefits of psychosocial
interventions with this age group (Fung et al., 2019). Furthermore, the implications of the
findings may be even more relevant in the post-COVID world that we are now
navigating, with research reporting that “young people are bearing the brunt of the mental
health crisis caused by the pandemic” (Royal College of Psychiatrists, 2021, para. 1).
Additionally, research within the international education sector highlights that this group
of students may face even more issues as a result of the global pandemic, which may
negatively affect their wellbeing (Xiong et al., 2022). Therefore, it could be argued that
the importance of supporting this cohort of students with programs or strategies to foster

their psychosocial health and wellbeing has never been more necessary.

1.5 Thesis Overview

In order to understand how this thesis addresses the research aims identified for
the study, a clear framework of how the research will be presented here is important. This
first chapter has introduced the field of research for the study. This introduction has
included a broad overview of the research topic and identification of the current research

problem. The research aims and objectives of the thesis have also been outlined, and the
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significance of the research within the fields of international education and mental health
sectors has been highlighted.

In Chapter 2, both the literature review on the field of research and the conceptual
framework proposed for this study are presented. Through a positive psychology lens, the
literature review examines how early-adolescent international students can thrive and
flourish despite the high mobility they experience. Given the limited research conducted
on adjustment and international school-aged students, research within the international
tertiary sector is also included in Chapter 2. Additionally, the importance of wellbeing,
student engagement, and resilience constructs in promoting optimal functioning with this
student group is identified in Chapter 2. The chapter also reviews MBI programs with
early-adolescent students. In doing so, it highlights this course of action as suitable in
promoting the psychosocial health and wellbeing of early-adolescent international
students. Lastly, a conceptual framework is proposed that addresses the conceptual,
empirical, and methodological limitations identified throughout the literature review,
providing justification for the study.

In Chapter 3, the methodology employed to address the research aims of this study
are presented. First, the research approach, design, and context are outlined to provide a
methodological framework for the study. The methodology of the first phase of the study
is then presented to address the first research objective of the study. It includes an
overview of the design, participants, measures, and data collection and analysis employed
in the first phase of the research study. The methodology of the second phase of the study
is then presented to address the second research objective of the study. It includes an
overview of the design, participants, intervention program, measures, and data collection

and analysis employed in this second phase of the study. Chapter 3 also includes a
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timeline for both phases of the study and discusses ethics and limitations in the
methodology employed.

In Chapter 4, the quantitative data findings for Phase 1 of this study are presented,
including an overview of the data cleaning and assumption testing conducted to address
the research questions. Correlational research findings are presented first to address the
first research question of the study. Inferential research findings are then presented that
address the second research question of the study. Chapter 4 concludes with a summary
of the findings from Phase 1 of the study and an explanation of how the findings were
used to inform the second phase of the research design.

In Chapter 5, the results are presented for Phase 2 of this study, beginning with an
overview of the data cleaning and assumption testing, followed by the quantitative
analysis findings to address Research Question 3. Next, the quantitative and qualitative
data findings from parents and teachers are presented to address Research Question 4.
Lastly, the qualitative analysis findings from the students are presented to address
Research Question 5, including an overview of the thematic coding employed and
verification process undertaken to address this research question. The chapter concludes
with a summary of the findings that address the second research objective of the study.

Lastly, Chapter 6 summarises the findings from both phases of the research
design. In doing so, it highlights how the findings from each phase of this study were
integrated to inform the research conducted. It also highlights the theoretical contributions
of the study and discusses research and practical implications of the findings within the
fields of international education and MBI research. The limitations of the study are also

discussed, and recommendations for future research in the field are outlined.
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Chapter 2: Literature Review and Conceptual Framework

Chapter 1 introduced the field of research and identified the broad potential
implications of this study for the international education and mental health sectors. This
chapter provides an in-depth review of the literature relevant to the field of interest, given
the integral role the literature plays in many facets of the research procedure. First,
positive psychology is introduced, providing a theoretical perspective to guide the study.
Adjustment of international school students is then reviewed considering the high
mobility experienced by this cohort of students that may affect their capacity to thrive and
flourish. An overview of adjustment research, specifically during early adolescence, then
highlights the negative psychological and social findings reported in this field of study,
which are incongruent with a positive psychology focus. In doing so, the review
highlights a gap in the field of adjustment research—that is, the need to promote positive
emotions and build strengths in early-adolescent international students through a positive
psychology lens.

The chapter then reviews positive psychology constructs that have been identified
as relevant within the international education sector. These concepts include wellbeing,
student engagement, and resilience. Given that limited research has been conducted on
these constructs with international school students, this research draws on the findings
from the international tertiary field. This literature review highlights the lowered levels
reported across wellbeing, student engagement, and resilience with international tertiary
students and provides a rationale for the need to better understand whether similar
findings may be expected within the international school sector.

School-based positive psychology programs as a strategy to promote optimal
functioning of early-adolescent students in international schools are then reviewed.

General outcomes of these programs are examined as justification of their suitability to

28



support a student to thrive within a positive psychology framework. Mindfulness, as a
practice, is introduced here, followed by a review of research around mindfulness-based
school programs. A mindfulness-based school program is presented as a course of action
to promote optimal functioning in early-adolescent international school students through a
positive psychology lens.

The chapter then summarises the literature review and presents the study’s
conceptual framework, which was used to inform the research objectives and the design
of this investigation. The following section, Section 2.4.2, details the key constructs being
examined in the study and the relevance of these constructs to the field of interest. Lastly,
the chapter highlights how the study addresses conceptual, empirical, and methodological
limitations identified in the field of research to date and, in doing so, provides a

justification for the study.

2.1 Positive Psychology

Because this study is examined through a positive psychology lens, it is important
to review the relevant literature within the field of positive psychology. The theoretical
tenets of positive psychology are presented in Section 2.1.1, followed by a review of the

history of positive psychology and research within the field in Section 2.1.2.

2.1.1 Positive Psychology Theoretical Tenets

The term positive psychology is used to encompass similar theories that are based
on positive facets of human life (Noble & McGrath, 2015; White & Waters, 2015).
Positive psychology encompasses the scientific study of conditions and processes that
foster human functioning and flourishing (Gable & Haidt, 2005), including personal,
relational, biological, cultural, institutional, and global aspects of life (Seligman &
Csikszentmihalyi, 2000). The main premise of positive psychology is that it aims to

define and promote what makes individuals and the wider community thrive and flourish
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(Seligman, 2011). In this way, it aims to scientifically understand what makes life good
and then to actively foster those concepts (Seligman, 2002). The Applied Positive
Psychology Learning Institute (2021) has described positive psychology as a science that
is founded on the belief “that people want to lead meaningful and fulfilling lives, to
cultivate what is best within them and others, and to enhance their work, school and life
experiences” (para. 2). Positive psychology is founded on three key principles: enhancing
positive emotions, promoting positive individual traits, and developing positive
institutions and organisations (Seligman & Csikszentmihalyi, 2000). It aims to determine
the strengths and skills needed for individuals and communities to thrive (Ciarrochi et al.,
2016). Positive psychologists do not view people as lacking in anything; instead, they
view all individuals as possessing the capacity to thrive with the correct skills and
strengths within their social environment (Kashdan & Ciarrochi, 2013). While positive
traits of wellbeing and happiness have been studied for many decades (Ryan & Deci,
2001), positive psychologists have argued there remained a lack of evidence-based
interventions that centred on wellbeing without a focus on mental illness (Seligman &
Csikszentmihalyi, 2000). Unlike earlier wellbeing intervention programs that addressed a
skill deficit in the individual, positive psychology centres on strengthening skills and

personal strengths.

2.1.2 Positive Psychology: History and Research

The emergence of positive psychology has been attributed to Martin Seligman’s
American Psychological Association president address in 1998, where he challenged
researchers to examine which positive facets are important in making life worth living
(Donaldson et al., 2015). It was argued that prior to that time, there had been a negative
bias in psychological research in that it focused on the negative emotions and mental

health problems of individuals (Seligman & Csikszentmihalyi, 2000). The “first wave” of
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positive psychology was identified by an emphasis on positive experiences in the
individual, including emotions, traits, and behaviours (Lomas et al., 2021). Positive
psychology interventions (PPIs) that adopted this premise sought to increase positive
mental health states for the individual and/or decrease the negative mental health states
(e.g., Duckworth, 2016; Seligman, 2002). However, these PPIs, referred to as content-
focused positive interventions, have been criticised for being decontextualised and
coercive because they may encourage maladaptive emotion regulation strategies in the
individual (Ciarrochi et al., 2016). This criticism is supported by research that has found
pursuing positive mental health states and avoiding negative mental health states may
have adverse implications for the individual. For example, experimental studies have
shown that attempts to promote positive mental health states, such as happiness, may
result in lower levels of happiness (Mauss et al., 2012; Schooler et al., 2003).
Additionally, studies have reported that when individuals participated in experiential
avoidance of negative mental health states, they were increasingly prone to experience
symptoms such as anxiety, depression, and panic disorders (Ciarrochi et al., 2016; Hayes
et al., 2006; Sahdra, Ciarrochi, Parker, & Scrucca, 2016).

As a result of these findings, the initial concept of positive psychology,
characterised by the promotion of positive phenomena, has expanded and given way to
the importance of the interplay between positive and negative emotions being considered
(Lomas et al., 2021). This research identifies that the approach is complex and
encompasses more than promoting positive affect (Ciarrochi et al., 2016). Referred to as
“PP 2.0” (Wong, 2011, p. 70) or the “second wave” of positive psychology (Lomas et al.,
2021, p. 662), this assumption postulates that positive psychology still focuses on the
flourishing and wellbeing of the individual but recognises the impact that situational and

historical events can have on behaviour (e.g., culture, family, and socioeconomic class;
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Ciarrochi et al., 2016). This premise is defined by a contextual viewpoint of the notion of
positive and negative, providing an awareness of how historical and cultural context may
be relevant in fostering a value-consistent and fulfilling life for the individual (Ciarrochi
etal., 2016). If positive psychology were to rely only on content, it could potentially
place sole responsibility for optimal functioning on the individual and ignore contextual
circumstances. For example, if a student were stressed, a content-focused PP1 would aim
to increase positive emotions and/or avoid negative emotions, suggesting a possible
character flaw in the individual. However, a context-focused PPI would consider the
student’s stress could be the result of situational conditions, such as moving to a new
school, and would subsequently build competencies in the student to support them to
thrive despite such difficulties.

This study recognises the value and limitations that both positive psychology
perspectives offer and harnesses concepts from both perspectives in this investigation.
This research looks for ways to foster positive emotions in early-adolescent international
students so that they are able to thrive and flourish despite experiencing ongoing
adjustment. In this sense, the study aims to identify ways to support students with
negative emotions or feelings that they may experience or perceive with respect to
relocating and, in doing so, supports a content-focused approach to positive psychology.
However, the study does recognise the limitations associated with applying only a
content-focused approach to the study, given research reporting on the negative effects
that experiential avoidance of negative mental health states may present (Ciarrochi et al.,
2016). By including both perspectives in this research, the study looks at ways to promote
positive emotions and foster individual strengths in students, which can act as a buffer to
enable the individual to flourish through adversities, such as transitions between schools

(Bharara, 2020). The concepts of flourishing and wellbeing therefore underpin this
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investigation—an investigation that goes further than focusing on the individual to
instead explore the groups and systems in which the individual is immersed (Lomas, et
al., 2021). In doing so, the study highlights the value that both positive psychology
perspectives bring to the investigation.

The inclusion of both approaches in this study also addresses issues raised by
critics of positive psychology who have identified prior research findings as limiting and
misleading. Ackerman (2021) outlined these criticisms as an overly narrow focus on the
individual and a lack of contextual factors, invalid or overstated findings with an
overemphasis on self-report and survey data, and use of predominantly white middle-
class participants. The inclusion of both content-focused and context-focused perspectives
in this study therefore addresses such comments in recognising the role that both the
individual may have—and the broader groups within which the individual exists may
have—in fostering optimal functioning for the student. Additionally, the criticism by
Ackerman (2021) with respect to methodological limitations reported in positive
psychology research is addressed in Chapter 3. This encompasses the inclusion of
semistructured interviews in the research design to explore individual student experiences
and the inclusion of proxy reports and self-report data to ensure more-rigorous findings
are reported.

The contribution of a positive psychology theoretical lens in this study is also
important given the plethora of papers on positive psychology that have highlighted
beneficial outcomes, including increased positive emotions and development of skills and
strengths in the individual and at an organisational level (e.g., Dunn et al., 2008; Fowler
& Christakis, 2008; Layous et al., 2012; Scott & Barnes, 2011; Seligman et al., 2005).
Findings from this research promote the use of PPIs in supporting students to lead a

fulfilled life. The American Psychological Association (2021) defines optimal functioning
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as “the highest possible level of functioning, especially in relationships, work, education,
and subjective wellbeing”. This concept is widely incorporated in positive psychology
and in educational research (Seligman & Adler, 2019; Waters & Loton, 2019). Positive
psychology has been reported to teach people the power of shifting one’s perspective
(Ackerman, 2021), and this premise is important to promote quality of life for an
individual presented with difficulties or changes in their life. Seligman and
Csikszentmihalyi (2000) asserted that fostering strengths and building competencies in an
individual faced with adversity would equip them to lead a fulfilled life, despite any

challenges they may experience.

2.1.3 Adjustment

Adjustment is a process of change, during which an individual may experience
some difficulty in their life as they become accustomed to a new situation or
environment. Some individuals are able to adjust to change easily, while—under a
positive psychology lens—others may find they are not functioning at an optimal level
during adjustment. Adjusting to a new school and country is an example of such a change
in an individual’s life. An introduction to adjustment will now be presented in the context
of the international school sector. This research will not only highlight the negative
implications of adjustment for this cohort of students but also highlight the incongruent
nature of these findings through a positive psychology lens.

2.1.3.1 Adjustment in International Students. Adjustment is a reaction to
change and may comprise many different elements for international students, including
psychological and cross-cultural adjustments to new surroundings (Rhein, 2018).
Psychological adjustment can be defined in terms of psychological and emotional
wellbeing and can be determined by factors such as social support, personality, and life

changes (Ward & Kennedy, 1999) and positive mental health traits and high levels of
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flexibility (Ward & Rana-Deuba, 1999). Cross-cultural adjustment can be described by
behavioural skills and may be determined by factors originating from social and cultural
learning (Ward & Kennedy, 1999), such as differences experienced between the home
and host country and the connection and association with host nationals (Berry, 1997,
Searle & Ward, 1990). These different dimensions of psychological and cross-cultural
adjustment may result in an international student experiencing a significant period of
difficulty as they relocate to a new country and start their education in a new setting
(Berry, 1997). For some students, this may be their first time at a school outside their
home country. Other students may have spent the majority of their schooling years
attending schools in numerous different countries. The process of packing up and saying
goodbye to loved ones is difficult and can be exacerbated if the individual has limited
experience in relocating to a new country.

School transition and adjustment has been described by Zeedyk et al. (2003) as
one of the most stressful events in a child’s life. The adjustment experienced by
international students can be considered more extreme than that experienced by domestic
students as they concurrently adjust to living in a new country. High mobility within
international schools suggests all students will experience transition and adjustment;
however, this experience will be different for each student (Dixon & Hayden, 2008). For
an international school student, school transition requires the student to successfully
adjust to their new host country and host school, and then to continue to adjust to the
changing school environment. The process of transition and adjustment is important to
ensure that the student can successfully connect and engage in their new surroundings
(Lessle et al., 2020). Whether this process is easy or difficult will depend on many
different factors and will influence a student’s sense of wellbeing during this period

(Berry, 1997). Although the terms adjustment, acculturation, and adaptation have been
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used interchangeably in relation to the transition process of international students, this
study focuses on adjustment because it has been identified as a more appropriate term to
use with these students given the high global mobility they experience (Rhein, 2018).

The high mobility reported within the international school environment and the
resulting transition and adjustment experienced by the international school student have
been associated with negative psychological and social outcomes. These include the
student’s unclear perception of their own identity, temporary friendships with peers, no
sense of belonging in their new environment, and absence of attachment to a national
culture (Carter & McNulty, 2014; Grimshaw & Sears, 2008). McKillop-Ostrom (2000)
described this as a process of forced extroversion where students go out of their way to
meet new people and encompasses a capacity to mesh with and mimic peers to quickly
gain acceptance. Additionally, the high level of mobility reported in international schools
means not only that students need to adjust to their new life but also that the school
environment around them will be in a continual state of flux. When students become
aware they will be moving soon, or that their peers are about to move, their relationships
and surroundings generally enter a state of uncertainty. Student narratives characterise
this period of mobility as a time when friends fight or begin to distance themselves from
each other as they prepare for one of their cohort to leave (Whyte, 2016).

International students have been reported as having brief and intense relationships
with their peers and developing ease in saying farewell (McKillop-Ostrom, 2000). The
continual process of saying goodbye to people is a distinctive feature of the high mobility
experienced by these students and has been described as unresolved grief along with a
reluctance to form close emotional attachment to peers (Hayden & Thompson, 2008;
Pollock et al., 2017). These students experience countless losses (both hidden and

recognised), including the loss of their personal identity and displacement from their
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home (Gilbert, 2008; Lijadi & van Schalkwyk, 2018). This cohort of students has been
reported to experience more grief than domestic school students their age, as they
constantly experience loss of lifestyle, relationships, possessions, and identity (Pollock &
Van Reken, 2009). These findings on adjustment within the international school sector
highlight the negative implications reported for this cohort of students. Within a positive
psychology framework, although such findings identify a cohort of students that may not
be functioning at an optimal level, they provide no information on positive emotions or
the building of strengths and/or competencies to support the international student and the
wider international school community to thrive despite ongoing adjustment.

2.1.3.2 Adjustment in Early-Adolescent International Students. Adjustment
during early adolescence can be perceived as more difficult than at any other period of a
young person’s life, particularly considering this developmental period is characterised by
psychosocial and physiological changes (van den Bos et al., 2014; van Loon et al., 2020).
School mobility among students aged 11-14 years has been associated with lower
academic attainment (Crockett et al., 1989), psychological and social difficulties (Herbers
et al., 2013; South et al., 2007), and diminished student engagement (Langenkamp, 2016).
Early adolescence has been identified as a period of heightened stress and emotional
volatility (Powers & Casey, 2015) and is associated with increased risk of mental health
problems (Merikangas et al., 2010). It is during early adolescence that the development of
the individual’s identity occurs and they begin to explore who they are, referenced by the
relationships they have with those around them (Erikson, 1980). The significance of
developing a sense of identity during this period is an integral component of healthy
psychosocial development (Dunkel & Sefcek, 2009; Easthope, 2009; Gardner, 2009), and
its hindrance can have significant effects on an adolescent’s wellbeing (Erikson, 1963;

Schwartz et al., 2010).
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School mobility and adjustment in early adolescence can affect identity formation
for an international student, given the uncertainty it creates with peer relationships.
During this period, early-adolescent students place great importance on friendship to
create a sense of connection and belonging in forming their own identity (Gillies, 1998;
Rageliené, 2016). Research reports attachment to peers, a sense of belonging within a
peer group, and stable and strong peer relationships are positively related to identity
formation during adolescence (Klimstra et al., 2013; Nawaz, 2011; Rassart et al., 2012).
Therefore, when relationships with peers are in a continual state of flux, as reported
within the international school context, it denies the early-adolescent student stability to
form their own self-identity (Fail et al., 2004). It is asserted that the implications of both
mobility and adjustment affect adolescent students the most significantly, because the
importance placed on friendships is prominent during this developmental period
(Cockburn, 2002; Eakin, 1998; Gillies, 1998; McCaig, 1996; McKillop-Ostrom, 2000). In
a qualitative study with 10 adults by Lijadi & van Schalkwyk (2014), participant voices
reported the reticence they had all encountered in social relationships during their early-
adolescent years as international students, given high rates of mobility. Difficulties they
reported experiencing during this developmental period included challenges in forming
close relationships with peers, an inability to establish trust, and ongoing difficulties in
maintaining relationships.

The psychosocial process that the early-adolescent international student
experiences when moving to a new school and country has been described as a sense of
loss across many aspects of their life, including loss of lifestyle, relationships, and
identity (Pollock & Van Reken, 2001). Schaetti (1996) described it as a similar
experience to changing jobs or losing a loved one. With no clear sense of belonging to

their new environment, a transient friendship network, and delayed identity formation,
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mobility and adjustment may be particularly difficult for this age group. These findings
highlight the significant impact that school transition and adjustment can have during
early adolescence specifically, and in doing so, provide a justification for this age group
being selected for this study. However, this research, with its focus on the negative
implications of adjustment, highlights a gap in the knowledge on ways to promote
positive emotions and strengths to support the early-adolescent student and/or the wider
international school community. A review of adjustment through a positive psychology
lens will now be examined to provide support for the conceptual framework for this
study.

2.1.3.3 Adjustment and Positive Psychology. Positive school transition and
adjustment is pivotal to enable early-adolescent students to thrive and flourish (Bharara,
2020). However, most of the research on school transition and adjustment has focused on
negative developmental outcomes in students rather than on protective factors (Gruman et
al., 2008; South et al., 2007) and, as such, is not aligned with positive psychology.
Adjustment research has largely considered adjustment as a series of stress-provoking life
changes that necessitates coping responses (Ward et al., 2001). This perspective is
conceptualised in adjustment models that identify stress and coping responses in the
process of adjustment. The U-curved adjustment model is an example of this approach
and identifies four distinct adjustment phases: the honeymoon period, the culture shock
period, the recovery period, and the adjustment period (Lysgaard, 1955; Oberg, 1960). In
Lysgaard’s model (1955), the culture shock period is characterised by feelings of anxiety,
stress, and frustration, which are replaced in the recovery period with coping strategies,
including crisis resolution and culture learning. This U-curve model of adjustment was
extended in the work of Gullahorn and Gullahorn (1963) and Ting-Toomey (1999),

whose W-curved adjustment models proposed two stages of lowered wellbeing for the
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individual, with cultural shock (on entering the new country) and reverse cultural shock
(when departing the country for a new location). Both the U-curved and W-curved
models highlight a period of lowered wellbeing, conceptualised by stress and coping, for
the individual on arrival in a new country. Dixon and Hayden (2008) referred to this stage
of entry into a new country as an unsettling experience during which the unknown and
unfamiliar can cause extreme stress, anxiety, and disorientation.

Adjustment was also viewed within a similar stress and coping framework in
Pollock’s 5-stage adjustment model (see Figure 2.1) developed specifically within the
context of international schools (Pollock & Van Reken, 2001). In this model, Stage 3 is
transition—that 1s, when the student is relocating to the new country—and is a period
identified as one of chaos and anxiety. Everything changes in this stage over a short
period, including home, scenery, climate, friends, and school (Dixon & Hayden, 2008).
This stage can be characterised by feelings of chaos, stress, isolation, grief, and emotional
instability. The transition stage has been described as a time when families become

temporarily dysfunctional (McCaig, 1996).

Figure 2.1
Pollock’s 5-Stage Adjustment Model

Stage 5: Re-
involvement

= Sense of belonging
= Identity formation
= Sense of intimacy
* Indusion

= Initiate relationships
* Trustissues

The fourth stage of this model is entering, where the student identifies ways to be
accepted in their new environment. This stage is generally identified as a period of loss of
self-esteem and identity, where behaviours of observing, initiating, and trying to engage

in the new environment occur. While there are nuances in the different adjustment models
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discussed here, all models highlight a period soon after arrival into a new country when
the individual will report lowered wellbeing within a stress and coping framework.
These adjustment models provided a foundation for this study because they
identify a period of time when students may not be thriving. However, the broad-based
stress and coping framework employed in examining adjustment in these models has
focused on negative mental health outcomes and has largely ignored positive outcomes.
Therefore, this study aimed to address this conceptual gap in adjustment research. Given
research on adjustment through a positive psychology lens is a relatively new field, a
workable notion has been adopted from positive psychology practitioners on postschool
transitioning, which Brown (2017) describes as a combination of strengths and virtues
that allow individuals and communities to thrive during the period or process of change
from one condition or situation to another. This description has guided this study in the
collection of information and identification of factors that enable early-adolescent
international students to thrive while moving from one school to another. In doing so, the
study has focused on significant positive constructs (e.g., wellbeing, student engagement,
and resilience) and investigated how those constructs are affected during the adjustment
process. The study also examined how a PPI can promote positive emotions and the
building of skills at an individual and organisational level to support students
experiencing adjustment. To date, no empirical evidence-based research has been
conducted to examine positive psychology constructs with early-adolescent international
school students. This chapter will now examine specific positive psychology constructs

that have been identified as relevant to international students.

2.1.4 Wellbeing and International Students
While positive psychology focuses on many factors, including character strengths,

hope, gratitude, and resilience, wellbeing was the most examined construct in a review of
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1,336 positive psychology research studies conducted from 1999 to 2013 (Donaldson et
al., 2015). The WHO (2019) describes wellbeing as a person’s ability to manage normal
stresses of life, work productively and effectively, and contribute to the community.
Although there is no agreed singular definition for wellbeing, within a positive
psychology framework, wellbeing is considered to encompass key psychological
elements—for example, possessing a positive outlook and emotional state (Huppert & So,
2013; Liddle & Carter, 2015) and being capable of making responsible decisions to lead a
fulfilled life (Ager et al., 2015; Roscoe, 2009). Wellbeing has also been defined as “the
combination of feeling good and functioning effectively” (Huppert, 2009, p. 137).

Employing a positive psychology lens, an international student with high
wellbeing will report high positive emotions and be able to easily draw on their strengths
and skills to support them during adjustment (Bharara, 2020). In the field of positive
psychology, wellbeing is important in facilitating a positive transition for students
between schools (Bharara, 2020), which can enable optimal functioning for an
international student despite the adjustment they experience. However, research to date
on international student wellbeing has mainly examined negative psychological
constructs. Additionally, although there has been substantial research on the adjustment
and wellbeing of international students, such research has predominantly been conducted
within the tertiary sector (Farrugia, 2014).

Research at the tertiary level highlights that these students may experience
increased cross-cultural and psychological issues as they adjust to unfamiliar
surroundings (Alharbi & Smith, 2018; Altinyelken, 2018; Elliot et al., 2016; Huang et al.,
2020; Kim & Okazaki, 2013; Liu & Lu, 2011). Such research includes a positive
association found between acculturative stress levels and wellbeing (Hilario et al., 2014;

Lee et al., 2004; Popadiuk, 2009; Zhang & Goodson, 2011), which can present in either
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social, physical or psychological problems (Hilario et al., 2014; Popadiuk, 2009).
However, the context and conditions experienced by tertiary-aged international students
can vary significantly from those of school-aged students. For example, it is usual for
international school-aged students to attend an international school that offers an
internationally recognised curriculum along with, often, students representing a multitude
of different cultural groups. This is in contrast to tertiary-aged students, who may realise
they are in the cultural minority, with an unfamiliar national curriculum to traverse.
Factors such as social support, accommodation, and financial responsibilities may also
vary dramatically between the two student groups.

Higgins and Wigford (2018) led the first worldwide research investigation on
wellbeing in international schools, with staff and teachers from international schools
participating across 72 countries. The study design included an online survey with 31
questions about the wellbeing of teachers and that of their students. Findings reported that
most of teachers thought wellbeing was high amongst their students’. There was only a
small percentage (8% of the 1,056 respondent teachers) who thought wellbeing was low
among their students, with about a third of those students being identified by the teachers
as having serious issues that were cause for concern. The teachers did not elaborate on the
issues. Findings from this report would suggest that the majority of international school-
aged students were thriving and had adjusted to their new environment.

Interestingly, these findings differ from research analysed with tertiary-aged
international students, which reported numerous negative effects on student wellbeing as
they adjusted to their new environment (Forbes-Mewett & Sawyer, 2011; Mori, 2000).
Discrepancies in these findings may be considered in light of the different adjustment
conditions each of these age groups experience. On the other hand, they may suggest

constraints in employing proxy reports, with international school teachers reporting on
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student wellbeing (Higgins & Wigford, 2018) as opposed to self-reports completed by
tertiary-aged students. It could be claimed that the sole use of proxy reports in such
research may have skewed the findings, given that the reports were completed by teachers
or specialist staff who may have had little communication with students aside from
lessons together, making it hard for them to comment on their students’ wellbeing.

In contrast, while student wellbeing was found to be high in the study, most
teachers had reported that mobility was a significant hindrance to student wellbeing. The
report indicated that 48% of participating teachers found that transition between schools
had a negative effect on students’ wellbeing during their period of adjusting to an
unknown and different environment (Higgins & Wigford, 2018). Given the high mobility
reported within international schools, it can therefore be assumed that this would affect
general student wellbeing within their own school. Teacher participants called for this
issue to be better addressed within the international school context, with only 55% of
respondents indicating an effective strategy was in place at their school to support newly
arrived students. Higgins and Wigford’s (2018) study did not investigate any effect
between wellbeing and different mobility variables (e.g., the period of time residing at the
school, number of international moves). Considering adjustment models highlight arrival
in a new country as the most difficult period of adjustment, greater understanding about
whether early-adolescent international students may experience lowered wellbeing during
that time needs to be examined. Within a positive psychology framework, these findings
highlight conceptual gaps because research has predominantly centred on negative
psychological constructs and on tertiary-aged international students. Examining
wellbeing, a positive psychology construct, in early-adolescent international students will
help to address these conceptual gaps and provide information on flourishing for the

student, despite adjustments they may experience.

44



2.1.5 Student Engagement and International Students

Student engagement is also an expanding area of research within the international
education sector (Baxter, 2019; Green, 2019; Metro-Roland, 2018; Trinh & Conner,
2019; Wekullo, 2019). Within a positive psychology framework, student engagement
broadly references the degree of interest, optimism, attention, and motivation displayed
by a student when they are being taught (Great Schools Partnership, 2016). High student
engagement enables the student to function at an optimal level within the classroom and
fosters a healthy and productive learning environment (Hodges, 2018). Student
engagement has also been linked to constructs such as retention, achievement, and
prosocial behaviour (Fredricks et al., 2004; Li & Lerner, 2011; Lippman & Rivers, 2008;
Ng et al., 2018; Trowler, 2010). Additionally, a positive association has been found
between student engagement and academic success (Kahu et al., 2017), highlighting the
importance of educators actively promoting student engagement in the classroom
(Hammill et al., 2022).

Student engagement fosters a sense of belonging and connectedness (Fredricks &
McColskey, 2012), which is important to consider given the high mobility and adjustment
reported within the international education sector through a positive psychology lens.
Additionally, adjustment has been found to be a mediating factor in student engagement,
with the students who reported ease in their adjustment process being more positively
engaged at school (Shoshani et al., 2016). Research on student engagement within the
international education sector has largely been directed at the tertiary level. These
findings report lower engagement levels with tertiary-aged international students in
comparison with domestic tertiary-aged students (Korobova & Starobin, 2015; Van
Horne et al., 2018). Lower levels of campus connection were also found in tertiary-aged

international students compared with their domestic counterparts in a national study using
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online survey data from colleges across the United States (Glass et al., 2013). However,
caution needs to be applied in transferring these findings to international school-aged
students, given the different adjustment conditions they experience.

Higgins and Wigford’s (2018) recent wellbeing report examined student
engagement within the international school sector for the first time. Findings from the
report indicated that 78% of the 1,056 teacher participants reported their students behaved
well, 75% reported their students respected classmates, and 68% reported their students
were interested to learn. This report suggests high levels of both behavioural and
emotional engagement within the international school sector. Interestingly, these findings
differ from tertiary-aged international student research (e.g., Korobova & Starobin, 2015;
Van Horne et al., 2018), thus indicating that student-engagement levels within the
international education sector may differ across age groups. Considering research that
reports engagement levels are at their lowest during high school years (Marks, 2000), the
limited research carried out on student engagement with school-aged international
students and the possible contradiction with findings with tertiary-aged international

students justifies the need for further exploration in this field.

2.1.6 Resilience and International Students

Alongside wellbeing and student engagement, resilience is also an expanding area
of research within the international education sector (Kim et al., 2019; Yoo et al., 2013).
There are numerous definitions of resilience, including being able to adapt when
experiencing stress, trauma, or adversity (American Psychological Association, 2012),
being able to adjust to stressful situations (Masten, 2013; Smith et al., 2008), and
managing adverse changes (Béné et al., 2012; Southwick et al., 2014). Within a positive
psychology framework, a resilient person draws upon their personal resources, strengths,

and positive psychological traits to enable them to handle any challenges that may arise.
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Resilient people have been described as having both control over their destiny and the
capacity to make the best of any situation (Feldmen, 2011). Resilience has also been
expressed as a desirable attribute for an international student to have, as it may assist
these students to cope with changes associated with their adjustment in a new
environment (Amat et al., 2014; Cheung & Yue, 2013).

Research on resilience within the international education sector has also
predominantly centred on tertiary-aged students. Such research has focused on the effect
that resilience may have on adjustment, with findings indicating that international
students with higher resilience levels report fewer adjustment issues (Oyeniyi et al., 2021;
Wang, 2008). For example, in a study by Wang (2008), a negative correlation was found
between resilience attributes and adjustment issues in 209 tertiary-aged international
students. These findings align with the research conducted by Amat et al. (2014), who
inferred that high levels of resilience in international students enables them to
successfully address any issues they may experience in adjustment and continue to thrive.

These findings from studies with tertiary-aged international students (e.g., Pidgeon
et al., 2014; Sabouripour & Roslan, 2015) call attention to the significance of resilience
for international students in enabling them to adjust to their new surroundings
successfully. However, minimal research has been conducted on resilience in
international students at a school-aged level, which, through a positive psychology lens,
highlights a gap in the knowledge on ways an early-adolescent student may function at an
optimal level when experiencing adjustment. Considering the high state of mobility-
induced flux reported within the international school environment (Whyte, 2016), it is
important for international school-aged students to be able to adjust to their changing

environment easily. School-based positive psychology intervention programs will now be
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examined as a potential way to promote positive psychology constructs in early-

adolescent international students, despite the adjustments they experience.

2.2 School-Based Positive Psychology Interventions

Positive psychology research is attributed to the positive education movement in
schools in which explicit programs or implicit strategies have evolved to promote student
wellbeing (Green & Norrish, 2013; Seligman, 2011). School-based positive psychology
intervention programs have developed considerably over the years to promote positive
flourishing among individuals and in organisations (Bolier et al., 2013; Meyers et al.,
2013). These interventions have been characterised as intentional activities that cultivate
positive subjective experiences, build valuable individual traits, and foster optimism at an
organisational level (Meyers et al., 2013). A growing field of research supports the
effectiveness of school-based PPI programs in promoting mental health and wellbeing
(Coulombe et al., 2020; Dray et al., 2014; Giannopoulos & Vella-Brodrick, 2011; Hayes
& Ciarrochi, 2015; Kieling et al., 2011; Owens & Waters, 2020; Sin & Lyubomirsky,
2009; Tran et al., 2014; Waters, 2011; Weare & Nind, 2011; White, 2016; WHO, 2019)
and equipping students with the tools they need to manage life stressors (Cilar et al.,
2020). Additionally, these programs have reported a significant effect on student
engagement among students across measures such as academic results, prosocial
behaviour, and feelings of belonging to the school (Ager et al., 2015; Leland, 2015; Mind
and Life Education Research Network, 2012; Noble & McGrath, 2015; Waters, 2011;
Zins et al., 2004), indicating positive effects not only for the individual student but also
for their school community.

These findings highlight the key pivotal role that schools can play in providing
support to students through the implementation of school-based PPI programs. The

programs offer wide-reaching accessibility for many students and, at the same time,
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provide a cost-effective approach (Felver et al., 2013). With research indicating that only
a small number of young people receive adequate treatment for mental health issues
(Kieling et al., 2011), this is a progressive step forward in the provision of preventative
support for students who may be at risk. A universal delivery approach also minimises the
stigma that students may experience in seeking individual support from a school
counsellor. This preventative approach is supported by other evidence-based programs
including the Collaborative for Academic, Social and Emotional Learning (CASEL)
framework (2017) that focuses on developing social and emotional skills to promote
wellbeing in students as opposed to programs attempting to fix a problem (Waters &
Loton, 2019). School-based intervention programs that promote wellbeing in students and
can be delivered universally, minimising costs and reducing stigma, are therefore an
obvious choice to examine when researching support to early-adolescent international
school students. Of these school-based PPI programs, a mindfulness-based program was
chosen for this study, as MBIs have reported stronger effect sizes in improving mental
wellbeing in studies compared with other interventions, including cognitive behavioural
therapy and acceptance and commitment therapy (van Agteren et al., 2021). MBIs have
also been identified as able to promote positive emotions and build strengths at both an
individual and a school level through a positive psychology lens. Mindfulness as a
concept and mindfulness school-based programs will now be reviewed to justify how a
mindfulness program may foster the optimal functioning of an early-adolescent

international student as they adjust to their new school and environment.

2.2.1 Mindfulness
The practice of mindfulness, which originated in Buddhist spiritual practices, has
been adopted by contemporary psychology, which today provides a secular approach to

its application. Interest in mindfulness continues to grow (Grossman, 2019), with the
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publication of systematic reviews in the field of mindfulness growing at a rate of 19% per
annum (Chiesa et al., 2017). While there has been no agreement on an operational
definition of mindfulness (Bishop et al., 2004; Davis, 2012; Greco & Hayes, 2008;
Sahdra, Ciarrochi, & Parker, 2016), many leading researchers in the field have adopted
the definition put forward by Jon Kabat-Zinn (Burke, 2010; Semple et al., 2010; Weare,
2013). Recognised as the founding father of secular-based mindfulness, Kabat-Zinn
described mindfulness as “the awareness that emerges through paying attention on
purpose, in the present moment, and non-judgementally to the unfolding of experience
moment by moment” (Kabat-Zinn, 2003, p. 145). The principle of mindfulness is present-
moment awareness and nonjudgemental acceptance of what is being experienced at any
given time. Mindfulness has been described as a calming, centred, and grounded practice
that allows a busy or scattered mind to settle down in the moment, enabling greater clarity
(Huppert & Johnson, 2010).

Mindfulness has been recognised as a multifaceted construct comprising
interconnected abilities, including acting with awareness, observing, describing, not
reacting, and not judging (Baer et al., 2006). It has also been defined as a “state of
consciousness” (Brown & Ryan, 2003, p. 824), which essentially involves developing
forms of awareness that are meta-cognitive rather than verbal. The practice of
mindfulness allows a person to become conscious of inner processes that are involved
when doing, feeling, and thinking and being aware of impulses, feelings, and thoughts as
they occur in the body and mind (Weare, 2013). In a mindfulness-based practice, a
participant may be invited to simply bring their awareness to one particular act (e.g.,
breathing) and to simply stay in a state of noticing it. During the practice, the mind will
wander onto other thoughts, feelings, memories, or images, and upon noticing this, the

practitioner then needs to bring their awareness back to noticing their breathing. This
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focus then becomes an “anchor” for the practice (Meiklejohn et al., 2012). In simply
observing one’s own thoughts and feelings without overidentifying with them or
habitually reacting to them, one is then able to respond to a given situation, thought, or
emotion with more objectivity and clarity. The practice of mindfulness enables the
individual to understand that negative thoughts and feelings are simply a passing state.

From a positive psychology perspective, mindfulness introduces flexibility into
how an individual cognitively appraises an event and, in doing so, promotes eudaimonic
wellbeing (Garland et al., 2015). Mindfulness, as a practice, enables the individual to be
in a state of noticing how they are thinking or feeling and to not avoid, reduce, or try to
control any negative emotions. In this way, an MBI is aligned with the positive
psychology approach adopted for this study because it allows the individual to notice
firsthand how they are thinking and feeling and to let those thoughts be, without altering
or avoiding them in anyway. This practice may be beneficial to international students, as
mindfulness can enable the individual to notice and explore their inner states with more
awareness and less reactivity and judgement, which may allow the individual to proceed
with their values and goals, thus fostering optimal functioning for the individual (Sahdra,
Ciarrochi, & Parker, 2016). This mindfulness practice would enable the early-adolescent
international student to look at any challenges associated with adjustment with curiosity,
rather than judgement or reactivity.

In this research, mindfulness is not proposed as a strategy to minimise negative
emotions, such as stress, arising from adjustment. This is important to note considering
the criticism levelled at MBIs by Purser and Milillo (2015), who argued that mindfulness
is becoming disconnected from its deeper sociocultural context and is being used as a
stress-reduction tool. Instead, the MBI employed in this study aligns itself with a positive

psychology approach in aiming to foster enhanced awareness, discernment, and reflection
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in the individual as a means to promote optimal functioning when experiencing
adjustment. Human experience is multifaceted; mindfulness is the awareness of this
complexity and the ability to navigate through it (Pagnini & Langer, 2015). In this way,
the MBI may modify how an individual responds to the cognitive, affective, and
physiological reactions that they experience in response to an event, which may also
facilitate lasting change for the individual within their social context (Garland et al.,
2015).

Within the positive psychology framework guiding this study, an MBI can
facilitate greater awareness of, observation of, and nonreactivity to what the student
experiences with adjustment. This may then heighten positive emotions and strengthen
skills in the individual to enable them to thrive. Additionally, considering the study was
looking to deliver an MBI to a cohort of students, it was envisioned that it would facilitate
optimal functioning at a school community level as well as an individual level, which
aligns with positive psychology principles. A review of mindfulness-based school
programs, with early-adolescent students in particular, will now be examined to identify
any conceptual, empirical, and methodological limitations in the research that was used to

inform this study.

2.2.2 Mindfulness-Based School Programs

Although still an emerging field, exponential growth in the use of MBIs with
young people has been reported, suggesting a positive association between mindfulness
practices and mental health and wellbeing in school students (Felver & Jennings, 2016;
Feuerborn & Gueldner, 2019). The research has reported a positive relationship between
mindfulness and positive mental health traits, such as emotional wellbeing (Bluth &
Blanton, 2014; Feldman et al., 2014) and coping competence (Padhy et al., 2020). In

Weare’s (2019) overview of recent mindfulness approaches in education, she noted that
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findings have indicated a small to moderate effect for the student across a range of
outcomes, most reliably on psychosocial health and wellbeing, especially mental health
problems. She also noted less definitive but promising evidence of small effects on
learning, cognition, physical health, and behaviour. Preliminary evidence also suggests
MBI programs in schools may indirectly enhance the self-efficacy and wellbeing of
teachers despite them not participating directly in the program (Kuyken at al., 2017).
Similar indirect findings were also identified in an MBI program delivered to teachers,
which not only reported increased teacher wellbeing levels but also an increase in
students’ sense of connectedness to the teachers despite not having participated in the
intervention (Hwang et al., 2019). These findings indicate that MBIs may provide wide-
reaching community benefits as opposed to benefits for the individual only, which is
important to consider within a positive psychology framework.

Several systematic reviews and meta-analyses conducted on MBIs in school
settings have reported positive effects on mental health and wellbeing with students (e.g.,
Carsley et al., 2018; Dunning et al., 2019; Felver et al., 2016; Maynard et al., 2017;
Zenner et al., 2014). Felver et al. (2016) reported a reduction in negative psychological
traits in their review (N = 28), including behavioural problems, depression, anxiety, and
suicidal ideation and an improvement in executive functioning and attention. In the
studies they reviewed (N = 35), Maynard et al. (2017) reported positive significant
outcomes across cognitive, social, and emotional dimensions for the individual. However,
they also noted there was no effect on either behavioural or academic dimensions. In
Zenner et al.’s (2014) review, significant positive effects, such as improvements in
cognitive performance and resilience, were reported in the controlled design and pre—post

design studies examined (N = 24). Carsley et al.’s (2018) review (N = 24) also reported
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small to moderate pre—post effects on mental health and wellbeing outcome measures
compared with control groups.

However, a smaller overall effect size (Cohen’s d = .19) was reported in Dunning
et al.’s (2019) meta-analysis (N = 24), which exclusively examined randomised controlled
trials (RCTs), compared with the meta-analyses by Klingbeil et al. (2017; Cohen’s d = .17
to .51), Maynard et al. (2017; Cohen’s d = .14 t0 .27), and Zenner et al. (2014; Cohen’s
d = .41) that included nonrandomised controlled trials. Furthermore, another recent meta-
analysis of RCT school-based MBIs by Odgers et al. (2020; N = 24) reported no
significant effect from MBIs in anxiety reduction among school students. The results of
these two recent RCT meta-analyses indicate there is less evidence to support the use of
school-based MBIs to improve the mental health and wellbeing of students. These
findings also suggest that the inclusion of studies with less methodological rigour may
have previously overestimated the effects of MBIs in schools. In addition, the diverse
range of student ages included in the reviews (e.g., 5-19 years) poses challenges for
guiding future MBI implementation within a specific age group. This is even more
relevant given reports of differences in age effect.

Emerging evidence suggest older adolescents may respond better than younger
age groups to MBIs (Carsley et al., 2018; Johnson & Wade, 2021). For example, Carsley
et al.’s (2018) meta-analysis (N = 24) reported higher pre—post effects on mental health
and wellbeing outcomes in late adolescence (ages 15-18 years; n = 7; Hedges’ g = 0.28,
95% CI [.17,.39], p <.001), compared with studies with middle-childhood students (ages
6-10 years; n = 6; Hedges’ g = 0.20, 95% CI [.03,.37]). They also reported no significant
pre—post effects in mental health and wellbeing outcomes from the MBI in early-
adolescent students (ages 11-14 years; n = 6; Hedges’ g = 0.11, p = .213). Differences in

self-concept between preadolescent students (Grades 4-5) and early-adolescent students
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(Grades 6-7), which may lead to variation in self-awareness—a key concept of
mindfulness—have also been reported (Schonert-Reichl & Lawlor, 2010). Johnson et
al.’s (2017) research also suggests that neurocognitive maturity may be a contributing
factor to the varying influence of MBIs across age groups. Given this, it is important to
better understand the findings on MBIs with early-adolescent school students
specifically—the cohort of students of interest in this study.

2.2.2.1 Mindfulness-Based School Programs With Early-Adolescent Students.
The first ever systematic review of MBIs delivered specifically to early-adolescent school
students, conducted by McKeering and Hwang (2019), identified 13 studies through the
search strategy employed. Since that review, two further MBI studies have been
conducted that meet the same inclusion criteria (e.g., Johnson & Wade, 2021; Lassander
etal., 2021). Together, those 15 studies were reviewed in order to better understand the
reported MBI findings specifically with early-adolescent students and used to best inform
this study. The findings highlighted a conceptual gap in MBI research in this age group
through a positive psychology lens, with the majority of studies focusing on negative
psychological outcomes. A summary of those 15 papers (provided in Appendix A) will be
briefly discussed here, highlighting the conceptual, empirical, and methodological
limitations identified in current MBI research with early-adolescent students. The
findings indicate the need for further MBI research to be conducted in order to promote
positive emotions and build strengths in this age group.

In the 15 studies reviewed, the MBI effect was examined as either an increase in
positive mental health traits for the early-adolescent student (e.g., optimism, self-
compassion) or a reduction in negative mental health traits (e.g., anxiety, depression, and
stress). One of the studies (Barnes et al., 2004) examined the effect of an MBI on

physiological measures (e.g., blood pressure, heart rate). Positive improvements were
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reported in 10 of the 13 quantitatively designed studies reviewed on physiological,
cognitive, and/or emotional wellbeing outcomes. These positive improvements were
reported on blood pressure and heart rate (Barnes et al., 2004), increased levels of
mindfulness (Viafora et al., 2015), and improved working memory (Quach et al., 2016).
Positive effects were also found in students’ self-reported emotional wellbeing. This
included increased positive mental health traits, such as optimism and positive affect
(Schonert-Reichl & Lawlor, 2010), health-related quality of life (Lassander et al., 2021),
wellbeing (Bernay et al., 2016), and prosocial functioning (Joyce et al., 2010) for the
intervention group post-MBI compared with the control group. A reduction in negative
mental health traits was also found in variables, including depression (Joyce et al., 2010),
anxiety (Sibinga et al., 2013), suicidal ideation and affective disturbances (Britton et al.,
2014), negative coping (Sibinga et al., 2013), and rumination, self-hostility, and negative
affect (Sibinga et al., 2016) on completion of the MBI program. In Schonert-Reichl and
Lawlor’s (2010) study, teacher-rated measures reported a positive effect from the MBI on
measures of student attention, student behaviour, emotional regulation, and social and
emotional competence. In the nine MBI studies that reported effect sizes, medium to large
effect sizes were reported in the studies that examined negative psychological constructs
(e.g., negative coping, affective disturbances), compared with small effect sizes reported
for increases in positive mental health traits (e.g., positive affect, prosocial functioning).
These findings highlight the need for further research to be conducted on MBI effects on
positive psychology constructs.

However, three of the 13 quantitative MBI studies with early-adolescent students
reported no significant improvement across emotional wellbeing measures (i.e., Johnson
et al., 2016, 2017; Johnson & Wade, 2021). Those three studies were all conducted by the

same group of researchers and largely examined MBI effects on negative psychological
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constructs in early-adolescent students (e.g., depression, anxiety, and stress). All three
studies employed the same mindfulness program (.b mindfulness program), which was
not used in any of the other studies reviewed. Given the .b mindfulness program is a well-
regarded program (Kuyken at al., 2017), developed by the Mindfulness in Schools Project
(2015) team specifically for early-adolescent school students, this study employed the
same mindfulness program with an independent researcher to determine whether any
differences in findings occur when the program is delivered by a different facilitator.
Additionally, as the three studies largely examined MBI outcomes on negative
psychological constructs, it could be argued that the .b mindfulness program may be
better suited to promoting positive emotions and building strengths in the individual
rather than minimising negative emotions. This is important to highlight when applying a
positive psychology lens, given that optimal functioning of an individual is a balance
between positive and negative affect as opposed to minimisation of negative emotional
traits.

Six of these reviewed MBI studies with early-adolescent students employed
qualitative findings. Analysis of these findings generated two major themes: students’
experiences of practising mindfulness, and teachers’ experiences of implementing
mindfulness programs. Students’ responses to the program were positive and active, and
the majority of students were engaged with the practice (e.g., Arthurson, 2015; Costello
& Lawler, 2014), with a minority of students disliking the practice (e.g., Britton et al.,
2014). Students identified mindful breathing as the most frequently used practice to
anchor their mind to the present and reported calming effects from the practice (e.g.,
Bernay et al., 2016; Viafora et al., 2015). Students spoke of both emotional and
behavioural benefits when using mindfulness practices, including behaviour regulation

(e.g., Bernay et al., 2016), reduction of disruptive behaviour in class (e.g., Costello &
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Lawler, 2014), improved concentration (e.g., Viafora et al., 2015), and management of
stress and test anxiety (e.g., Bernay et al., 2016).

Teachers’ experiences in delivering MBIs in the classroom were positive (e.g.,
Arthurson, 2015). They identified that different activities appealed to different students
(Arthurson, 2015); however, some students had difficulty in taking the activities seriously
(Joyce et al., 2010). Teachers also identified environments conducive to delivering the
MBI, including support from school administration and parents, collaboration with other
teachers, and students’ willingness to learn (Joyce et al. 2010). They also identified
barriers to delivering the program, including time constraints due to the curriculum and
student disengagement with the program (Joyce et al. 2010). Teachers also described
improvements for students who participated in the MBI, including psychological,
behavioural, and cognitive improvements (Arthurson, 2015; Costello & Lawler, 2014). In
contrast to the quantitative findings, the qualitative MBI findings with early-adolescent
students provide clear support for MBIs in promoting optimal functioning of students
through a positive psychology lens. The acceptability of the program and the emotional,
cognitive, and psychological benefits reported by students and teachers suggest benefits at
both an individual and school level. These findings therefore highlight the importance of
both quantitative and qualitative data to be included in research examining the
effectiveness of an MBI to ensure both depth of and context to the findings reported.

Of the 15 MBI studies with early-adolescent students reviewed, the majority
examined MBI effects on negative psychological constructs. These findings therefore
highlight a conceptual gap in the research examining the effectiveness of MBIs through a
positive psychology lens. This study addressed this conceptual limitation by examining
the effectiveness of an MBI in promoting positive emotions and building strengths at both

an individual and organisational level through quantitative and qualitative findings.
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Additionally, caution needs to be applied when interpreting the findings reported
here, given the methodological limitations identified in the studies reviewed (McKeering
& Hwang, 2019). The next section summarises these limitations to ensure that the MBI
design employed in this study includes design features that address prior limitations in the
field of MBI research.

2.2.2.2 Methodological Limitations in Mindfulness-Based Intervention
Research. Recent reviews and meta-analyses of MBIs in schools have all highlighted
methodological limitations in the studies reviewed (Emerson et al., 2020; Felver et al.,
2016; Gould et al., 2012; McKeering & Hwang, 2019; Zenner et al., 2014). There have
been calls regarding the need for more randomised trials to be conducted (Semple et al.,
2017), the importance of fidelity in future MBI studies (Espil et al., 2021), and the need
for consistency regarding the MBI program being implemented, considering differences
reported in their structure, format, duration, and delivery (Burke, 2010; Tan, 2016;
Zenner et al., 2014). Emerson et al. (2020) and VVan Dam et al. (2018) suggested a stark
lack of scientific rigour exists across the field, with conclusions restricted by limitations
in the methodology employed. In a systematic review conducted by the author of this
thesis in conjunction with another researcher (McKeering & Hwang, 2019), it is also
suggested that current research does not meet the criteria for evidence-based practice in
education settings due to small effect sizes and a lack of replicability between studies. A
detailed explanation of each of the quality indicators used in examining the MBI studies
with early-adolescent students in the review (McKeering & Hwang, 2019) highlights the
methodological limitations in the field of research to date. The quality analysis critique
conducted in the review establishes the need for greater methodological rigour in future

MBI studies with this cohort in order to address the methodological limitations identified.
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Methodological limitations in the reviewed MBI studies with early-adolescent
students include single-group designs (e.g., Arthurson, 2015), nonrandomised studies
(e.g., Joyce et al., 2010), small sample sizes (e.g., Sibinga et al., 2013) and no effect sizes
reported (e.g., Lassander et al., 2021). Additional limitations were identified in the
quantitative studies that did not report validity of outcome measures (e.g., Quach et al.,
2016) and in the qualitative studies that provided no information on trustworthiness,
credibility, or reflexivity of the researcher (e.g., Arthurson, 2015). Furthermore, many of
the quantitative studies reviewed relied solely on self-report data (e.g., Johnson et al.,
2016, 2017), which can be a concern with this age group given that cognitive, self-
awareness, and identity formation are still developing (Owens & Waters, 2020; Razza et
al., 2021). There are also concerns regarding the limited information provided on MBI
implementation and program content in the early-adolescent studies causing fidelity
issues and preventing replicability of findings for future research (McKeering & Hwang,
2019). This includes insufficient information on facilitator training (e.g., Barnes et al.,
2004), the intervention program (e.g., Sibinga et al., 2016), the participants (e.g.,
Arthurson, 2015), and attrition (e.g., Bernay et al., 2016).

These findings highlight the need for greater rigour in future MBI research with
early-adolescent students. The research design employed in this study addressed some of
the identified methodological limitations in current MBI research. Specifically, this study
adopted a RCT and employed a mixed-methods design to integrate quantitative and
qualitative analysis. It reports validity of outcome measures and effect sizes in the
quantitative analysis and provides information on veracity and the position of the
researcher in the qualitative analysis. This study also provides greater transparency on the
MBI program used, including setting, duration, frequency, and incorporation of informal

and formal practice, as these practices have been identified as important to ensure
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uniformity and better control of future MBI research (Van Dam et al., 2018).
Additionally, given that several researchers (e.g., Frank et al., 2021; Johnson et al., 2016,
2017; Johnson & Wade, 2019; Volanen et al., 2020) have suggested early-aged
adolescents may benefit from an increased classroom dosage of mindfulness, compared to
dosage for older-aged adolescents, this study increased the lesson density (number of
sessions weekly) of the .b mindfulness program. In doing so, the study aimed to provide
information on how best to optimise outcomes from MBIs with this age group and

contribute to empirical evidence-based research on MBIs with early-adolescent students.

2.2.3 Mindfulness-Based Intervention Programs and International Students
Although there is growing evidence that mindfulness-based programs provide
psychosocial support to students, its implementation within the international education
sector is a relatively new phenomenon. Considering the importance a school can play in
supporting an international student’s wellbeing (Langford, 1998; Schaetti, 1998),
international schools have a responsibility to support students in transition (Dixon &
Hayden, 2008). Cowie and Pecherek (1994) argued the need for teachers to better
understand how international students will respond to the loss associated with mobility,
and several researchers (e.g., Dixon & Hayden, 2008; Mc-Killop-Ostrom, 2000; Reeves,
2006) have advocated for the development of programs to better support international
students adjust. However, despite repeated calls, there has been limited ongoing research
or development of school-based support programs for these students (Morales, 2015).
The first research conducted on mindfulness with international students at a
tertiary level reported the MBI improved the wellbeing of students by increasing their
mindful awareness (de Bruin et al., 2015). Altinyelken’s (2018) research then examined
the effects of an MBI in a qualitatively designed study with international tertiary-aged

students (N = 10). Participants reported that their awareness of emotions had improved
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and they had learnt to regulate and relate to difficult emotions (e.g., stress, anxiety, and
loneliness) more constructively following participation in the program. More recently, a
quantitatively designed study conducted on the effects of an MBI in tertiary-aged
international students (N = 38) in the United States reported a significant increase in
wellbeing and a significant decrease in overall psychological distress and perceived
discrimination in students who participated in the program (Xiong et al., 2022). However,
the limited research in this field to date prevents generalisability of these findings to
international students across other educational institutions.

Interestingly, mindfulness as a trait has also been examined in a recent study with
international school students aged 12—-19 years (N = 230) in the United Arab Emirates
(Thomas et al., 2021). The findings reported that participants with greater trait
mindfulness also reported lower stress reactivity and depression. The researchers also
found high rates of depression in adolescent international students and called for
preventative programs to be delivered to promote wellbeing with this cohort. Given the
limited research conducted on mindfulness with international students to date, the aim
with this research was to address that gap by examining the effects of an MBI on positive
psychology constructs with early-adolescent international students. In doing so, this study
may provide information on ways to better support students, specifically those within the

international education sector.

2.3 Summary of Literature Review

A summary of the literature review will enable the presentation of a clear
conceptual framework for this study. This chapter began by providing an overview of
positive psychology and examined adjustment of early-adolescent international students
through a positive psychology lens. Within a positive psychology framework, conceptual

limitations were identified in current adjustment research with international students,
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which has predominantly centred on negative psychological constructs. These findings
highlighted the difficulties that may present from adjustment and provided justification
for this study by identifying a group of students who could benefit from additional
support. Early-adolescent international students were identified as the most suitable
group: they experience high rates of mobility and adjustment along with the negative
psychosocial implications that adjustment presents to this age group. This literature
review highlighted the need for further research to better understand how to promote
optimal functioning of early-adolescent international students despite the adjustment
issues they experience.

Within a positive psychology framework and guided by the literature review,
wellbeing, student engagement, and resilience have all been identified as important
constructs that need to be better understood within the international school sector. These
constructs are all relevant given their interconnectedness with each other and their
association with adjustment. Findings on these positive psychology constructs in
international student research, however, have largely centred on tertiary-aged students
even with the reported expansion within the school sector. Given the high rates of
mobility and adjustment within international schools and the different conditions and
factors experienced by school-aged students compared with tertiary-aged students, there
is a clear need for future research on positive psychology constructs within the
international school sector.

In identifying ways to support these students, MBI programs were examined. The
literature reviewed on MBIs in schools provides preliminary support for the association
between mindfulness and psychosocial health and wellbeing in students. However, a
review of MBIs specifically with early-adolescent students highlighted smaller effect

sizes in MBIs in this age group compared with younger and older-aged students.
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Additionally, the majority of MBI research studies with this age group have focused on
negative psychology constructs. Given the limited number of MBI studies conducted with
this age group, further research is needed to examine whether MBIs can increase positive
psychology constructs. Such research needs to also address the methodological
limitations highlighted in MBI research in the studies reviewed in order to ensure that a
more rigorous and evidence-based approach is employed in examining the effectiveness

of MBIs in education settings with this age group.

2.4 The Research Conceptual Framework

The literature review facilitated the development of a conceptual framework for
this study to promote the optimal functioning of early-adolescent international students.
Adopting a positive psychology lens, the framework enabled the examination of
information and factors that may assist or enable these students—and the wider school

community—to thrive and flourish, despite the adjustment difficulties they experience.

2.4.1 Positive Psychology Theoretical Lens

Research in the field of international students to date has predominantly been
conducted at a tertiary level and has largely concentrated on negative psychological
constructs. Such research is limited, as it does not provide information on factors that
could support international students to thrive and flourish when adjusting to a new school
and/or country. This study addressed this conceptual limitation by applying a positive
psychology framework in examining which factors and information may contribute to
optimal functioning for early-adolescent international students within the highly mobile
international school environment. Additionally, this study looked to understand how the
international school, as an organisation, may best facilitate a thriving environment for its

students, which is an important element of positive psychology theory.
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Since positive psychology constructs are interlinked with optimal functioning and
psychosocial health and wellbeing (Rusk & Waters, 2015), these constructs were
examined in this study. Three positive psychology constructs were represented in the
conceptual framework for this study: wellbeing, student engagement, and resilience. Each
of these constructs has been identified as important to promote optimal functioning of the
student (wellbeing, e.g., Donaldson et al., 2015; student engagement, e.g., Ng et al., 2018;
resilience, e.g., Amat et al., 2014) through a positive psychology lens. Additionally, given
the importance of these constructs in fostering positive transition and adjustment for the
student, interest in these three positive psychology constructs within the international
education sector continues to grow (e.g., Baxter, 2019; Green, 2019; Kim et al., 2019;
Metro-Roland, 2018; Sabouripour & Roslan, 2015; Trinh & Conner, 2019). Evidence-
based research also provides support for the importance of the three positive psychology
constructs included in the conceptual framework for this study. Adjustment research
findings highlight the negative implications of adjustment for wellbeing (Altinyelken,
2018; Elliot, et al., 2016; Huang, et al., 2020), student engagement (Korobova &
Starobin, 2015; Van Horne et al., 2018), and resilience (Oyeniyi et al., 2021; Wang,
2008) among tertiary-aged international students. Given this, the conceptual framework
of this study looked to better understand wellbeing, student engagement, and resilience
among early-adolescent international students in order to promote optimal functioning of
the student through school transition and adjustment experiences within the international
school environment.

The conceptual framework also incorporated a content-focused and context-
focused positive psychology lens. It did this by examining the optimal functioning of
students as an increase in positive psychology constructs and recognising the impact that

situational and historical events can have on psychosocial health and wellbeing (Ciarrochi
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et al., 2016). Given this, the conceptual framework for this study included mobility and
demographic factors to determine whether these elements have any effect on the positive
psychology constructs examined. In doing so, valuable contextual information on external
factors that may facilitate optimal functioning in early-adolescent international students
may be identified through a positive psychology lens.

The conceptual framework also incorporated an MBI to determine whether the
program facilitates positive emotions and skill building in individuals and at an
organisational level in accordance with the principles of positive psychology.
Specifically, this study looked to identify and understand the effect the MBI may have on
wellbeing, student engagement, and resilience in early-adolescent international students.
It also looked to identify and understand the effect that the MBI may have on increasing
mindfulness traits in participants, which has been identified as a positive psychology tool
that individuals can use to foster optimal functioning (Ackerman, 2022). This is important
given the positive psychology lens employed in this study, which aimed to promote
positive emotions and build tools and strengths in students to foster optimal functioning.
The conceptual framework also examined any wider benefits of the MBI—within the
family and school environments—another important premise under a positive psychology
framework. The inclusion of parent and teacher feedback on the behavioural and
emotional functioning of their child/student at the end of the program in this study may
provide valuable information on the effects of the MBI at a wider organisational level.

The conceptual framework for this study therefore incorporated wellbeing, student
engagement, and resilience positive psychology constructs and mobility and demographic
factors to better understand which components and information may facilitate optimal
functioning of early-adolescent international students (see Figure 2.2). The conceptual

framework also introduced an MBI to determine whether this program may support
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students across positive psychology constructs and assist in the building of mindfulness
tools to promote optimal functioning in students despite the adjustment difficulties they
experience. Additionally, the inclusion of parent and teacher feedback regarding any MBI
effects on the behavioural and emotional functioning of their child/student provided
valuable information at a wider level in accordance with the principles of positive
psychology. Underpinned by positive psychology theory and supported by empirical
evidence-based research, these elements will now be further detailed to highlight the

anticipated associations between factors in the study.
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Figure 2.2

Conceptual Framework for the Study
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2.4.2 Positive Psychology Constructs

The objective was to determine whether a positive association would be reported
between wellbeing and student engagement (e.g., Kahu & Nelson, 2018; Pietarinen et al.,
2014; Trowler, 2010), wellbeing and resilience (e.g., Hjemdal et al., 2011; Sabouripour &
Roslan, 2015), and student engagement and resilience (e.g., Pidgeon et al., 2014), given
findings of prior research conducted with other student groups. This is important, because
any positive association found between the constructs would suggest that wellbeing,
student engagement, and resilience are interrelated constructs. It would also suggest that
any reported improvement in any one of the constructs may result in an indirect
improvement in another important psychological construct contributing to optimal
functioning of the individual.

The conceptual framework for this study also included mobility and demographic
factors and aimed to examine the effects of these factors on wellbeing, student
engagement, and resilience. These factors provided additional information on ways to
promote optimal functioning of the student through the positive psychology lens
employed in this study. The effect that mobility variables (e.g., period of time at the
school, period of time in the country, and number of international moves) have on
positive psychology constructs has not previously been examined. However, the
possibility of reported lower levels on wellbeing, student engagement, and resilience was
expected, given prior research indicating that students who have recently arrived at a new
school and/or country experience increased levels of negative mental health outcomes
compared to students who have been at the school for a longer period of time (Lysgaard,
1955; Oberg, 1960; Pollock & Van Reken, 2001). This is important to consider, firstly
because it highlights a period of time when a student may not be thriving, given

contextual conditions arising from mobility and, secondly, because it is supported through
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adjustment research. It is also an important concept to consider given the varied
experiences of mobility within the international school environment, with some students
having moved far more regularly than others.

The association between demographic variables (e.g., age and gender) and
wellbeing, student engagement, and resilience was also examined. It was expected that
there would be age differences reported across the positive psychology constructs
examined, with younger-aged students reporting higher levels on these constructs. As no
prior research had been conducted in this field with early-adolescent international
students, this study was guided by findings on school transition and adjustment with
younger-aged domestic students, who report higher levels on positive psychology
constructs compared with older-aged students (Simsek et al., 2021). Additionally, it was
expected that gender effects would be found with the three positive psychology
constructs. With no prior research in this field, it was expected that females may report
lower on the positive psychology constructs examined, given gender differences reported
with tertiary-aged international students (Li et al., 2021). An understanding of the effect
of demographic variables, such as age and gender, can provide valuable information on
how an early-adolescent international student may be able to thrive in their environment.

Wellbeing has been identified as a multidimensional construct incorporating many
different dimensions (Huppert & So, 2013; Kern et al., 2015; Marsh et al., 2020), and this
is reflected in the conceptual framework for this study. This was important in order to
ensure that key variables that can contribute to a rewarding and fulfilling life for the
individual would be included in the conceptual design for this study. Seligman (2011)
proposed the Positive Emotion, Engagement, Relationships, Meaning, and
Accomplishment (PERMA) model under a positive psychology framework that

incorporates elements of hedonia and eudaimonia in examining the multifaceted construct
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of wellbeing. Under the PERMA model, an individual’s wellbeing encompasses five key
elements. These five elements include positive emotion (e.g., feeling good), engagement
(e.g., being fully engaged with life), relationships (e.g., establishing positive and
supportive relationships), meaning (e.g., living meaningfully), and achievement (e.g.,
accomplishing goals). The PERMA model also includes elements that are valued in early
adolescence (e.g., positive relationships and emotions), while at the same time being
applicable to learning strategies, such as engagement (Norrish et al., 2013; White &
Murray, 2015). Underpinned by positive psychology theory, as a conceptual framework
of wellbeing, the PERMA model supports the optimal functioning of students and was
therefore included in the conceptual framework for this study.

Student engagement, like wellbeing, is multidimensional and was therefore
represented as such in the conceptual framework presented for this study. Fredricks et al.
(2004) describe student engagement as comprising three interrelated concepts:
behavioural engagement, emotional engagement, and cognitive engagement. Behavioural
engagement focuses on the student’s contribution to academic, social, and extracurricular
activities and the fostering of prosocial behaviour, including complying to school rules
(Fredricks et al., 2005). Cognitive engagement refers to the student’s interest and
willingness to strive to achieve complicated tasks. Emotional engagement includes both
negative and positive responses the student may experience within the context of the
school environment (e.g., with friends or teachers) that may foster connection (Fredricks
et al., 2005). By adopting a multidimensional student engagement model, this study also
addressed conceptual limitations identified in prior student-engagement theoretical
models that included only one or two engagement dimensions (e.g., Connell & Wellborn,
1991; Finn, 1989), limiting applicability in the field. Considering the complexity of

student engagement within the international school sector, the inclusion of all three
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engagement constructs in this model was beneficial. A more thorough notion of an
international school student’s engagement can be provided by examining a combination
of the student’s participation in unfamiliar social and school groups (e.g., behavioural
engagement), sense of belonging within the school (e.g., emotional engagement), and
willingness to persist in learning within a new educational curriculum (e.g., cognitive

engagement) and was therefore included in the conceptual framework for this study.

2.4.3 Mindfulness-Based Intervention and Positive Psychology Constructs

Mindfulness was proposed in this study as a practice to support early-adolescent
international students to thrive through a positive psychology lens. An MBI was
incorporated into the conceptual framework as a school-based program to foster optimal
functioning for individual students and the wider school community. Research reports a
positive relationship between mindfulness and positive psychology constructs, including
wellbeing (Bernay et al., 2016; Padhy et al., 2020), student engagement (Azila-Gbettor et
al., 2021; Schonert-Reichl & Lawlor, 2010), and resilience (Denkova et al., 2020;
Pidgeon & Keye, 2014) in other student groups. Given this, the objective was to
determine whether students would report a positive significant increase in wellbeing,
student engagement, and resilience constructs on completion of the MBI program in this
study. Additionally, it was anticipated that the MBI would foster greater trait mindfulness
in the students on completion of the program, as reported in research with younger-aged
students (e.g., Viafora et al., 2015). These findings are important as they provide evidence
that mindfulness skills have been learnt through the program, which fosters optimal
functioning for the student through a positive psychology lens. It was also expected that
both parents and teachers would report improved behavioural and emotional functioning
of their child/student on completion of the program, given similar findings reported by

teachers with regard to younger-aged students (e.g., Sciutto et al., 2021; Viglas, &
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Perlman, 2018). In this way, the constructs being examined with the implementation of an
MBI, and the design employed to do so, aligned with the principles of positive
psychology in fostering positive emotions and building skills and strengths at an
individual and wider community level.

The conceptual framework presented here was guided by the literature review and
the positive psychology theoretical lens employed in this study. As such, the framework
incorporated factors and constructs identified as relevant within the international
education sector that may foster optimal functioning of early-adolescent international
students. It was envisaged that the study would provide information on how to better
support this student group to thrive and flourish despite the adjustments they experience.
The following section summarises how this study will contribute to the field of research

on the psychosocial health and wellbeing of early-adolescent international students.

2.5 This Study

As detailed in the conceptual framework, the aim of this study was twofold. The
first aim was to develop a better understanding of wellbeing, student engagement, and
resilience in early-adolescent international students. The second aim was to examine
whether a mindfulness-based school program would promote psychosocial health and
wellbeing with this cohort of students. It was envisaged that the study would then identify
factors and information to facilitate optimal functioning for the early-adolescent
international student and their wider school community. This study is important, as it
contributes new knowledge to the field of research by addressing conceptual, empirical,
and methodological limitations identified in the literature review.

The study addressed the gap in current research on psychosocial health and
wellbeing of international students, which largely centres around negative psychological

factors. By adopting a positive psychology framework, the study aimed to address these
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conceptual limitations by focusing on ways to foster and promote optimal functioning of
early-adolescent international students. The study also addressed limitations in the field of
international student wellbeing research, given most of the prior research in this field has
been conducted with tertiary-aged students. This is important, particularly considering the
differences reported in levels of wellbeing and student engagement between school-aged
and tertiary-aged international students, as reported in the literature review. With
literature highlighting how adjustment during early adolescence can significantly affect
psychosocial health and wellbeing, this study contributed to the field of interest by
identifying ways to better support this expanding cohort of students. The study also aimed
to address empirical limitations identified in the adjustment research reviewed through a
positive psychology lens, by providing evidence-based research on the effect that recent
arrival to a new school and/or country has on positive psychology constructs. In addition
to this, the study looked to identify whether other contextual factors (e.g., number of
international moves, age, gender) may contribute to the optimal functioning of this cohort
of students.

Lastly, it is envisaged that the findings will contribute to the limited research on
MBI programs currently implemented with early-adolescent students. Specifically, this
study aimed to advance the field of MBI research by addressing the methodological
limitations identified in the use of MBIs with early-adolescent students. The research
design features for this study included a mixed-methods RCT design, an examination of
positive psychology constructs, an increased (twice weekly) MBI dosage, and the use of
self-report and proxy measures in the quantitative design measures to address
methodological limitations in prior MBI research. In addition, the inclusion of detailed

program content and knowledge on facilitator training can advance the field of current
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MBI fidelity research specifically with this age group. The next chapter details the

research design and methodology employed in this study.
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Chapter 3: Methodology

The previous chapter reviewed the literature on the psychosocial health and
wellbeing of early-adolescent international school students through a positive psychology
lens and examined how an MBI program may support these students. It also outlined the

conceptual framework for this study from which two research aims were derived.

3.1 Introduction

Prior to discussing the methodology of the study in this chapter, it is important to
revisit the research aims and present the research objectives, as they influence the
research methodology chosen. The first aim of the study was to better understand
wellbeing, student engagement, and resilience in early-adolescent international students
given the adjustment difficulties they experience. To address this research aim, the
following research objective was developed:

Research Objective 1: To examine how early-adolescent international students
respond to items assessing their wellbeing, student engagement, and resilience, and to
identify any interrelated associations between these constructs.

The second aim was to examine whether an MBI program may promote
psychosocial health and wellbeing with this cohort of students. The research objectives
formulated to address this research aim were as follows.

Research Objective 2a: To examine the effect of an MBI program on the
wellbeing, student engagement, and resilience of early-adolescent international school
students through self-report and proxy measures.

Research Objective 2b: To explore individual students’ experiences as an
international student and in engaging with the intervention program.

This chapter details the methodology employed to address the study’s research
objectives. The research approach, design, and context are presented first, establishing a
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methodological framework for the study. The chapter then describes the two phases
included in the research. The first phase of the study is presented first, including the
research questions formulated to address the first research objective of the study. This
includes an overview of the design, participants, measures, and data collection and
analysis employed in this phase of the study. The second phase of the study then follows,
commencing with the research questions developed to address research objectives (2a)
and (2b) of the study. The overview includes a description of the design, participants,
intervention program, measures, and data collection and analysis methods employed. The
chapter concludes with a time frame for all stages of the research design and a discussion

of the ethics and limitations in the research methodology employed in the investigation.

3.2 Research Approach

A pragmatic research approach was adopted for the study. A research approach is
a perspective that is based on a set of assumptions, values, practices, and concepts that are
held by a community of researchers (Johnson & Christensen, 2014). The origins of
pragmatism can be attributed to philosophers such as Charles Peirce who believed that the
whole concept of science was to produce knowledge of the world through concepts that
capture what Pierce referred to as “reals” (Hammersley, 2012). In this way, a pragmatic
approach is less concerned with the pursuit of a mirror of reality and more interested in
solving the practical problems of the real world (Feilzer, 2010). This problem-orientated
philosophy can be represented through a model of inquiry, which is shown as a
continuous cycle between beliefs and actions that requires constant interpretation and
reflective decision-making (Dewey, 1938). This philosophical pragmatic view can lend
itself to best practice educational research through the design of plural, flexible research

methods.
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For this study, a pragmatic research approach was considered a better choice than
other paradigms, such as a positivist or social constructivist view. With a positivist view,
a singular view of reality is provided. This approach purports to provide an objective and
value-free inquiry and employs predominantly quantitative research methods to do so.
The limitation in using such an approach for this investigation was that it would not
consider the subjective nature of adjustment experienced by international school students,
which can be influenced by variables such as life changes, personality, and social support
(Ward & Kennedy, 1999). Additionally, a positivist approach would not explore the
individual interpretations of or experiences with an intervention program, aspects that can
be beneficial in examining the fidelity and suitability of a program. In contrast, a social
constructivist approach views reality as multiple and subjective, and inductively develops
a theory or pattern of meanings (Creswell, 2019). This approach does not value the
numeric measures that can be used to define positive psychology constructs, such as
wellbeing and student engagement (Embretson, 2010), which are of interest in this
research.

Pragmatism, as a research paradigm, refuses to become involved in the
metaphysical concepts, such as truth and reality, which are present in other paradigms,
and instead accepts that there can be single or multiple realities (Creswell & Plano Clark,
2011). Pragmatists view reality as a continually changing state that is observable and has
practical consequences. This research approach recognises that meaning cannot be
separated from human experience and is dependent upon context (Dillon et al., 2000).
Three core methodological principles that underpin a pragmatic research approach
include an emphasis on actionable knowledge; recognition of interconnectedness between
experience, knowing, and action; and the importance of inquiry as an experiential process

(Kelly & Cordeiro, 2020). Considering these principles, pragmatism was a better fit for
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this study, as the research encompassed joining beliefs on how early-adolescent
international students can thrive and flourish, dependent on contextual factors, with action
to promote this notion (e.g., through the intervention program). Additionally, adopting a
pragmatic research approach for the study enabled the interpretation and reflection on
findings in each phase of the research to inform the action in the following component of
the study. This continual process of inquiry afforded by a pragmatic research approach
was valuable in this investigation, given the study examined constructs not previously
researched with this cohort of students. This research approach is not offered by other
research paradigms, thus affirming the suitability of a pragmatic research approach to
ensure best practice in the research undertaken in the study.

Pragmatist philosophers ascribe to the belief that the research question should
drive the methodology being employed and that research methodology is merely a tool
designed to aid our understanding of the world (Onwuegbuzie & Leech, 2005; Tebes,
2012). Based on this premise, pragmatist researchers recognise the importance of using a
methodological approach that works best for the research problem being examined
(Teddlie & Tashakkori, 2009) and is often associated with mixed-methods research
(Biesta, 2010; Creswell & Plano Clark, 2017; Kaushik & Walsh, 2019; Morgan, 2014;
Teddlie & Tashakkori, 2009). The philosophical root of pragmatism was used as a
guiding principle in the research approach of this study through the collection,
interpretation, and integration of data in a mixed-methods research design, which will

now be discussed.

3.3 Research Design
Research designs are the plans and procedures that take the decision from broad
assumptions to more-detailed methods of data collection and analysis in a study

(Creswell, 2019). A sequential mixed-methods research design was employed in this
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study, which is a procedure for collecting, analysing, and integrating both quantitative
and qualitative methods to address a study’s research objectives (Creswell & Plano Clark,
2017). The premise underlying this two-phase design is that the qualitative data will
explain or build on the quantitative data, which combined with the reader’s human
experience, will provide a comprehensive understanding of a research problem (Johnson
et al., 2007). This two-phase design aligns itself with the pragmatic research approach
adopted for this investigation through a process of inquiry.

The research objectives of the study called for more complexity than a deductive
or confirmatory scientific approach, given that the process of inquiry required to inform
the investigation included both construct analysis and individual experiences.
Quantitative approaches have been criticised for isolating participants from their social
and cultural roots and for being too simplistic given their inability to provide depth in
their results (Onwuegbuzie & Leech, 2005). Additionally, quantitative approaches do not
offer the researcher the ability to explore individuals’ personal experiences with an
intervention program. In this investigation, employing only a quantitative approach would
have led to the omission of valuable findings on individual student experiences of
relocating to a new country, and their experiences with the intervention program, which
were necessary to inform the research. Similarly, there would be limitations with the
exclusive use of an inductive scientific approach of a qualitative design, as it would not
adequately address the research objectives either. Qualitative design has been criticised as
being overly susceptible to researcher bias and as having limited generalisability due to
the smaller sample sizes of the designs (Onwuegbuzie & Leech, 2005). To employ only a
qualitative design for this investigation would have prevented examination of the
associations between the constructs of wellbeing, student engagement, and resilience that

are of interest to this study. The inclusion of quantitative data followed by qualitative data
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in the study also addresses criticism regarding the methodologies employed in MBI
research (Harnett & Dawe, 2012; Johnson et al., 2016; Rempel, 2012; Shankland &

Rosset, 2016; Tan, 2016).

3.3.1 Sequential Explanatory Mixed-Methods Design

A sequential explanatory mixed-methods design was employed in the study
because it provided an appropriate design format to address the research objectives under
a pragmatic research approach. The two-phase design included quantitative data
collection first, followed by qualitative data collection to inform or explain the
quantitative data findings (Creswell & Plano Clark, 2017). A sequential explanatory
mixed-methods design was chosen over a sequential exploratory mixed-methods design,
as the literature review had already provided a guiding framework of constructs to be
examined, which necessitated a quantitative focus first rather than a qualitative focus. The
two phases conducted in the sequential explanatory mixed-methods design for the study

are depicted in Figure 3.1.

81



Figure 3.1

Sequential Explanatory Mixed-Methods Design

Sequential explanatory mixed-methods design

l

Research Questions 1 & 2

l

Correlational research design
(n=186)

e Survey design
o Student self-report measures

Research Questions 3, 4, & 5

l

Randomised waitlist control-
group design (n = 50)

o Student self-report measures
(n =50)

e Parent/teacher proxy measures
(n =50)

e Semistructured interview
(n=10)

e SPSS data analysis

e Thematic coding

e

Interpretation and integration of results

o SPSS Data analysis

=)

Note. SPSS = Statistical Package for Social Sciences

The first phase of the sequential explanatory mixed-methods design collected
quantitative data on the constructs of interest with a large sample of early-adolescent
international school students and examined the association between each of these
constructs. The survey results were then used to inform the design of the following phase
with a smaller subset of participants. Specifically, because Phase 1 findings identified
lower levels of wellbeing and resilience measures in students who had recently arrived at

the school or in the country, Phase 2 looked to examine whether an MBI program could
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support those students. Additionally, given the lowered wellbeing and resilience levels in
students who had recently arrived at the school and/or in the country as reported in the
survey data findings, the semistructured interviews conducted in Phase 2 of the study
looked to explore individual student experiences with mobility and adjustment to provide
context to the survey data findings reported.

In the second phase of the sequential explanatory mixed-methods design,
quantitative data were collected and analysed first to examine the effectiveness of the
intervention program. This was followed by qualitative data collection and analysis to
enable the researcher to explore the ways in which the intervention program may have
influenced the constructs of interest through students’ personal experiences. The rationale
for this approach was explained by Creswell (2015), who stated, “quantitative data and
results provide a general picture of the research problem; more analysis, specifically
through qualitative data collection is needed to refine, extend, or explain the general
quantitative picture” (p. 545). In the study design, the collection and analysis of
qualitative data to explain and enrich the quantitative data findings reported in each phase
of the study would ensure a robust methodological design had been employed to address
the research objectives. As the sequential explanatory mixed-methods design employed
both quantitative and qualitative data collection and analysis, it would be beneficial to
know which data sources were used in each phase of the design. Although a detailed
explanation of each of these data measures will follow, an overview of how they were
applied to address the research questions in the study is worth highlighting (see Table

3.1).
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Table 3.1

Connecting Research Design and Questions to Measures

Phase  Research Research Research Measures
design strategy question
One Quantitative  Survey One and Wellbeing (5 subscales; EPOCH)
Two Student Engagement (3 subscales;
SEM)

Resilience (BRS)

Demaographic survey

Two  Quantitative Randomised  Three Quantitative (self-report) measures:
and waitlist e Wellbeing (EPOCH)
qualitative  control e Student Engagement (SEM)

¢ Resilience (BRS)
e Mindfulness (CAMM)
Four Quantitative (proxy) measures:
e Behavioural and emotional
Functioning (SDQ)
Five Quialitative measures:
e Semistructured interview

e Postprogram survey

Note. EPOCH = Engagement, Perseverance, Optimism, Connectedness, and Happiness; SEM = Student
Engagement Measure — MacArthur; BRS = Brief Resilience Scale; CAMM = Child and Adolescence
Mindfulness Measure; SDQ = Strengths and Difficulties Questionnaire.

3.4 Context

Prior to examining the methodology of the two phases of the study, the context in
which the research was undertaken needs to be detailed to ensure that it aligns with the
research objectives. Students from Years 6 to 8 at an international school in Singapore
were invited to participate in the research. Singapore was identified as an appropriate
location for the study to be conducted as it has a large international student presence, with

over 80 international schools and kindergartens providing education to more than 55,000
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international students aged 2 to 18 years (ICS, 2019). A compound annual growth rate of
11% was reported in international school student enrolments in Singapore between 2012
and 2018 (Keeling, 2018), with continued exponential growth forecast for the region
(ISC, 2019). Additionally, as international schools in Singapore cater for globally mobile
students, given the restrictions placed on local student attendance (Ministry of Education
Singapore, 2018), the participants in the study all met the definition of an international
student. This was also confirmed through the demographic data collected in Phase 1. The
strong expatriate presence reported in Singapore (Keeling, 2018) and the resulting high
mobility rates of expatriate children attending international schools (Whyte, 2016) also
enabled the study to examine the effect of mobility rates with this cohort of students. The
researcher was residing in Singapore at the time the study was conducted and had existing
relationships with international schools in the region, both personally as a parent of
children attending the schools and professionally through wellbeing programs delivered
to schools in the region.

The school of interest met the inclusion criteria for the research, as it caters
exclusively for international students and has a large number of adolescent students in
attendance. The international school identified is an independent privately owned school
that offers the International Baccalaureate Diploma and the national curriculum of
England and is part of a larger organisation with several international schools in Asia. At
the time of the research, enrolment numbers were approximately 2,200 across all year
levels from Nursery to Year 12 (ages 2 to 17 years), with students representing more than
50 different nationalities. Students at the school represented the middle to high
socioeconomic class, and all students met minimal English language requirements.

Mobility rates for the school of interest were not available; however, the region reports a
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turnover rate of students and teachers within international schools of 25%-30% annually

(ISC, 2019; Whyte, 2016).

3.5 Phase 1: Correlational Research Design
This section presents the research methods employed for the correlational research
design, which was the first phase in the sequential explanatory mixed-methods design of
the study. The correlational design was employed to address the first research objective of
the investigation as follows:
Research Objective 1: To examine how early-adolescent international school
students respond to items assessing their wellbeing, student engagement, and
resilience, and to identify any interrelated associations between these constructs.
To address this research objective, the following research questions were developed:
Research Question 1: How are wellbeing, student engagement, and resilience
measures associated with each other among early-adolescent international
students?
Research Question 2: What effect do age, gender, and mobility factors have on
wellbeing, student engagement, and resilience among early-adolescent
international students?
The following subsections first explain the research design, including the pilot study that
was conducted. A description is then provided of the sample selection and recruitment,
data measures used, data-collection timeframe and guidelines, and data analysis for Phase

1.

3.5.1 Study Design
A correlational research design was employed for Phase 1 of the study to
determine the extent to which the constructs of interest were related. A correlational

design enables the researcher to describe and measure the degree of association between

86



two or more variables (Privitera, 2019) and was employed to address the first research
objective of this study. Survey data were collected to measure the constructs of interest. A
survey was the chosen method due to the speed of collecting data in this format
(Creswell, 2019). The questionnaire was completed in a printed format; both the school
and the researcher believed this would be the best format to use to ensure a high response
rate with students in this age group.

3.5.1.1 Pilot Study. A pilot study was conducted in November 2017 prior to
administering the questionnaire in this investigation. The pilot study enabled the
researcher to ensure that the wording used in the scales was not complicated or confusing
and to check for face validity in all questions or statements used (Creswell, 2019;
Teijlingen & Hundley, 2004). All measures were trialled with 10 students attending a
different international school in Singapore aged 10 and 13 years. Feedback from the pilot
study was then used in modifying some of the items in the Brief Resilience Scale (BRS),
which is detailed in Section 3.5.3.4. All other scales were appropriately understood by the

participants and did not require any changes.

3.5.2 Sample Selection and Recruitment

After approval was granted by the Australian Catholic University Human
Research Ethics Committee (ACU HREC; see Appendix B), a formal request was made
to the headmaster of the school of interest to participate in the research. The request was
made in writing and followed up by a meeting to discuss the research in detail. All
timeframes, logistics, and ethics around the research were discussed with the headmaster
and relevant senior staff of the school and followed up with a letter to the headmaster
detailing the investigation (see Appendix C). The headmaster then provided formal
consent for the school’s participation in the research (see Appendix D), including consent

for form teachers to assist in data distribution and collection. All students enrolled in
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Years 6 to 8 at the school were invited to participate in the research. The researcher
conducted presentations with parents and students separately, where information was
provided on all components of the study, including timeframe, data-collection measures,
the intervention program outlined in Section 3.6.3, and confidentiality and privacy for
participating students. The presentation also provided the opportunity for those interested
in participating to ask any questions of the researcher. The parent information session was
held at the beginning of the school day when it was believed more parents would be
available to attend. Information on the study was also uploaded to the school’s intranet
site for parents who could not attend the information session. The student session was
conducted during a morning year-level assembly. Any interested parents and/or students
were then given a letter with information on the study (see Appendices E and F), which
required both parent/guardian and student consent (see Appendix G). To enable the
student to participate in the study, both forms had to be returned. No student with signed
student and parent/guardian consent forms was excluded from the study.

One hundred and eighty-six students participated in the first phase of the study,
with eight students excluded from analysis due to missing data. Analysis was conducted
on data from 178 students (60.7% females), with a mean age of 11.43 years (range 10-14
years; SD = 1.12). The students represented 24 different nationalities, with 26 students
(14.6%) identifying as dual nationality. The highest percentage of students held passports
from the United Kingdom (40.4%), followed by Australia (18%), China (6.2%), India
(5.6%), and Japan and the United States (3.9% each). Student demographic data
supported the high mobility and turnover rates reported with international school students
(e.g., 25% to 30% per annum; ISC, 2019), with a large percentage of the students having

resided in the country for less than 2 years (31.5%), having attended the school for less
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than 1 year (36%), or having moved to three or more different countries to live (39.3%;

see Table 3.2).

Table 3.2
Participant Frequency Distribution by Demographic Variables (n = 178)

Variable Female Male Total

Age

10 years 26 24.1% 18 25.7% 44 24.7%

11 years 36 33.3% 18 25.7% 54 30.3%

12 years 24 22.2% 19 27.1% 43 24.2%

13-14 years 22 20.4% 15 21.4% 37 20.8%
Time in country

0-2 years 30 27.8% 26 37.1% 56 31.5%

3-4 years 56 51.9% 25 35.7% 81 45.5%

5+ years 22 20.4% 19 27.1% 41 23.0%
Time at school

6-12 months 38 35.2% 26 37.1% 64 36.0%

2 years 21 19.4% 18 25.7% 39 21.9%

3 years 22 20.4% 11 15.7% 33 18.5%

4+ years 27 25.0% 15 21.4% 42 23.6%
Number of international moves

1-2 countries 68 63.0% 40 57.1% 108 60.7%

3+ countries 40 37.0% 30 42.9% 70 39.3%

Note. From “A study into wellbeing, student engagement and resilience in early-adolescent international
school students,” by P. McKeering, Y-S. Hwang, and C. Ng, 2021, Journal of Research in International
Education, 20(1), p. 76. (https://doi.org10.1177/14752409211006650). Copyright 2021 by SAGE.

3.5.3 Measures

Quantitative data sources were used to provide the numeric data that were
analysed in addressing the relevant research questions for this phase of the study. The
guestionnaire contained a six-item demographic measure and three self-report measures

examining wellbeing, student engagement, and resilience. The predictor variables in the

89



study were gender, age, and three mobility constructs. The dependent variables were five
wellbeing constructs, three student engagement constructs, and one resilience construct

(see Table 3.3).

Table 3.3

Dependent and Predictor Variables for Phase 1

Dependent variables Predictor variables
Engagement Age
] Perseverance

Wellbeing o
Optimism Gender

(EPOCH)
Connectedness
Happiness Period of time residing in

Behavioural engagement Singapore
Student engagement

Emotional engagement
(SEM)

Cognitive engagement Period of time attending the school

Resilience (BRS)
Number of international moves

Note. EPOCH = Engagement, Perseverance, Optimism, Connectedness, and Happiness; SEM = Student
Engagement Measure — MacArthur; BRS = Brief Resilience Scale.

Permission was required to use two of the measures in the survey study (i.e., The
Engagement, Perseverance, Optimism, Connectedness, and Happiness Measure of
Adolescent Wellbeing [EPOCH)] and the Student Engagement Measure — MacArthur
[SEM]), which was given by the developers. The measures that were chosen for the study
met several criteria, including having been widely cited and having good reviews and
acceptable reliability and validity scores, as reported in prior studies (Creswell, 2019).
Descriptions of the data measures are provided in the following subsections.

3.5.3.1 Demographic Survey. A demographic survey was developed by the
researcher to collect personal data on each participant and their mobility experience. The

instrument had six items on the student, including gender, age, nationality, period of time
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residing in Singapore, period of time attending the school, and number of different
countries in which the student had resided (see Appendix H). The instrument provided
demographic data, which was used in constructing independent variables for the study. It
was also used to identify participants for purposeful selection in Phase 2, as outlined in
Section 3.6.2.2.

3.5.3.2 Wellbeing Scale. The EPOCH Measure of Adolescent Wellbeing scale
(Kern et al., 2016) was created to provide a developmentally appropriate scale to measure
wellbeing in adolescents under Seligman’s (2011) PERMA model. The scale incorporates
relevant positive adolescent characteristics that can support an adolescent’s ability to
thrive, including engagement, perseverance, optimism, connectedness, and happiness.
The scale was chosen for use in this research because it applies the fundamental
framework of Seligman’s PERMA model in a measure developed specifically for use
with adolescents (Rose et al., 2017). The scale also provides a reliable and valid
multidimensional construct that has been used in measuring wellbeing in adolescents
across different cultures (Adler, 2016; Kern et al., 2016; Kern et al., 2019; Sobri et al.,
2019). Strong reliability was reported across each of the subscales in the study:
engagement (a =.87), perseverance (o =.81), optimism (o =.80), Connectedness (o =.83),
and happiness (a =.89). Construct validity for the scale has also been examined in prior
studies and shown to be positively correlated to relevant measures, including engagement
and life satisfaction (r =.36) and happiness and meaning/purpose (r = .55; Kern et al.,
2016). The 20-item instrument required participants to indicate how they were feeling and
functioning, and all statements were worded positively (e.g., “I finish whatever I begin”
and “When I have a problem, I have someone who will be there for me”). It used a 5-
point Likert scale as follows: 1 (almost never/not at all like me) to 5 (very much like

me/almost always; see Appendix I). Each of the five subscales had four items, and total
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scores were computed for each subscale and an overall wellbeing score. A higher score
indicated a higher level of wellbeing for that subscale for the participant.

3.5.3.3 Student Engagement Scale. The SEM was designed to measure
behavioural, emotional, and cognitive engagement in school-aged students (Fredricks et
al., 2005). The scale was chosen for use in this investigation as it offers a reliable and
valid multidimensional construct for student engagement (Fredricks & McColskey,
2012), and has been used in research measuring student engagement in adolescent
students across different cultures (Ang et al., 2015; Yusof et al., 2017). The 15-item
measure has three subscales: behavioural engagement (four items, e.g. “I follow the rules
at school”), emotional engagement (six items, e.g. “I feel happy in school”), and cognitive
engagement (five items, e.g. “I check my school work for mistakes™). Each of the three
subscales differ from the engagement subscale examined under the Wellbeing scale that
aims to examine the student’s engagement in life (e.g., When I do an activity, | enjoy it so
much that I lose track of time”), compared with engagement within the context of school.
Participants were asked to provide responses to items using a 5-point Likert scale from 1
(never) to 5 (all of the time; see Appendix J). Total student-engagement scores were
computed by reverse scoring three of the items (items 2, 4, and 6), and then totalling all
scores. Scores were computed for each of the three subscales and a total engagement
score, with higher scores indicating a higher level of student engagement for the
participant.

Due to time restraints imposed by the school, the shorter Wave 1 version of this
measure was chosen for use in Phase 1 because it contained fewer items than the
modified later version. The longer version (Wave 2) had been developed to address low
reliability reported in the earlier measure, specifically with younger students (e.g., Year 3

students; Fredricks et al., 2005). As this investigation was conducted with an older-aged
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cohort of participants, it was assumed that reliability would be strong as had been
reported in studies with students of a similar age (Fredricks et al., 2005). Reliability of the
subscales on the 15-item instrument in Phase 1 was as follows: behavioural engagement
(o =.47), emotional engagement (a =.85), and cognitive engagement (o =.79). An
examination of the item-total statistics for the four-item behavioural engagement subscale
reported Cronbach’s alpha reliability would increase from a =.47 to a =.63 if item 2 were
removed in this phase of the study. Item 2 stated, “When I am in class I just act as if [ am
working.” This item was consequently removed from the instrument, and all of the
following analyses are based on the participants’ responses to the remaining three items.
A similar low Cronbach’s alpha reliability was reported due to this specific item in a
study by Culver (2015), who also removed this item in her analysis, increasing reliability
from o =.61 to o =.73. Given the low reliability reported for behavioural engagement in
Phase 1, and the subsequent removal of an item in analyses, the researcher used the
longer Wave 2 version of the SEM in Phase 2 (see Section 3.6.4.1.1). Construct validity
for the scale was analysed and reported to be positively related to engagement indicators,
including peer support (r =.23 t0.41), perceived teacher support (r =.35 t0.49), and work
orientation (r =.37 t0.42; Fredricks et al., 2005).

3.5.3.4 Resilience Scale. The BRS was developed to enable examination of a
person’s ability to cope with adversity and bounce back from stress (Smith et al., 2008).
The scale was chosen for use in this investigation because it provides a reliable unitary
construct for resilience (Smith et al., 2008) and has been used in measuring resilience in
international students (Amat et al., 2014). The original instrument was slightly altered
after the pilot study to ensure that the statements were age appropriate for the participants,
in line with an earlier study with students of a similar age (Windle et al., 2011).

Reworded statements were then tested for face validity with participants in the pilot study
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(items 1, 2, 4, and 6). For example, the statement “I have a hard time making it through
stressful events” was reworded to “I have a hard time coping through stressful events”.
Participants were asked to provide responses on the 6-item instrument using a 5-point
Likert scale as follows: 1 (Strongly disagree) to 5 (Strongly agree; see Appendix K).
Three of the items were reverse scored (items 2, 4, and 6), and a total resilience score was
computed by adding the items together, with a higher score indicating greater resilience.
Reliability of the scale in the study was good (o =.77), and evidence of the scores’
predictive, concurrent, and convergent validity has been reported (Rodriguez-Rey et al.,
2016). Reliability and validity of the scale have also been reported across different

cultures (Coelho et al., 2016; Lai, & Yue, 2014).

3.5.4 Data-Collection Timeframe and Delivery

After ethics approval and the information sessions with students and parents, an
invitation was extended to 314 students in Years 6 to 8 at the school to participate in the
study. A total of 186 students returned the signed consent and assent forms within the 1-
week timeframe given. This indicates a response rate of 59%, which falls within the
guidelines provided by the American Association for Public Opinion Research (2020).
Survey data collection with this student age group has been identified as difficult because
it requires both parent and student consent (Richards et al., 2009); therefore, the
researcher decided that the response rate was acceptable and represented the population of
interest in the study with a low nonresponse bias (American Association for Public
Opinion Research, 2020).

The printed questionnaires that included all the measures were administered to
students in morning form time during the first week of December 2017. Form teachers
assisted with questionnaire distribution and collection, and they were provided with

instructions from the researcher regarding how to do this. All completed questionnaires
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were then handed directly to the head of student services at the school to ensure that the
questionnaires were stored securely until they were collected by the researcher later in the
day. Each questionnaire was allocated a special code to protect the privacy of the
participants. The questionnaire took approximately 20—-25 minutes for students to finish,
and no additional time was needed. Participants were also advised that their responses

were confidential and that they could withdraw from the study at any time.

3.5.5 Data Analysis

Data were screened to inspect for outliers and to make certain that assumptions for
normality, multicollinearity, and homogeneity of variance and covariance had been met.
Descriptive analysis was also carried out to establish central tendency and measures of
dispersion for the variables of interest across predictor and dependent variable constructs.
Correlational analyses were conducted to address Research Question 1 (as outlined in
Chapter 4). Following this, a one-way multivariate analysis of variance (MANOVA) and
a separate one-way analysis of variance (ANOVA) were also conducted to address
Research Question 2 (see Section 4.5). All scale items that were negatively stated were
reverse scored in data input, and the researcher rechecked all data to ensure that it had

been input correctly.

3.6 Phase 2: Randomised Waitlist Control Group Design
The second phase in the sequential explanatory mixed-methods design of this
research was a randomised waitlist control group design. In this phase, an intervention
program was delivered to a sample of students who had participated in Phase 1. The
research objectives of Phase 2 were to expand on the findings from Phase 1 as follows:
Research Objective 2a: To examine the effect of an MBI program on wellbeing,
student engagement, and resilience of early-adolescent international school students

through self-report and proxy measures.
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To address this research objective, the following research questions were
formulated:

Research Question 3: Does the intervention program improve wellbeing, student
engagement, resilience, and mindfulness in early-adolescent international students?

Research Question 4: How do teachers and parents of early-adolescent
international students perceive the benefits of the intervention program?

The second research objective in this phase of the study was as follows:

Research Objective 2b: To explore individual students’ experiences as an
international student and in engaging with the intervention program.

To address this research objective, the following research question was
formulated:

Research Question 5: What are the students’ experiences with moving and with
the program?

An overview of the second phase of the study begins by explaining the research
design methodology employed in this phase of the study. It is then followed by a
description of the sample selection and recruitment, intervention program, data measures

used, data-collection timeframe and guidelines, and data analysis employed.

3.6.1 Study Design

A randomised waitlist control group mixed-methods design was employed to
address the research questions in Phase 2. When using this research design, the researcher
randomly assigns individuals to two different experiment groups, with one group
receiving the intervention before the other group (Creswell, 2019). This design was
employed to provide an untreated comparison for the intervention group in order to
identify effect size of the intervention (Creswell, 2015). It also addressed the ethical

implications of withholding a program from students that could be of benefit to them and
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that is often employed in research on MBI programs in schools (Flook et al., 2015;
Johnstone et al., 2016; Langer et al., 2017; Parker et al., 2014; Quach et al., 2016; Ricarte
et al., 2015). Waitlist control group design studies can overestimate intervention effects
(Cunningham et al., 2013; Hart & Bagiella, 2012), but the researcher employed self-
report and proxy measures to provide additional ways to examine the intervention effect
in the study. Research has reported that proxy reports can provide at least a partial view
of mental health and wellbeing in young people (Erhart et al., 2009) and that the inclusion
of both adolescent self-reports and parent/teacher proxy reports can provide additional
perspectives to consider in research with this cohort of students (Kaartina et al., 2015.)

In addition, qualitative interviews were employed on completion of the
intervention program to add value and provide depth to the quantitative data collected.
Participant interviews are widely used in qualitative research and involve the researcher
(or someone working for the researcher) asking the participant several questions in order
to search for meanings in the conversation (Johnson & Christensen, 2014). Qualitative
interviewing is a technique that provides textually rich data through the interaction
between the interviewer and the respondent (Kelly, 2010). In qualitative interviewing, the
researcher is explicitly seeking to gain access to participants’ experiences and
perspectives (Galletta, 2013; Kelly, 2010), and it is therefore an appropriate method to
use in exploring the participants’ experiences as international students and their

experiences with the mindfulness-based school program.

3.6.2 Sample Selection and Recruitment

Students who had participated in the survey questionnaire in Phase 1 were invited
to participate in the MBI program. Parents/guardians and students interested in the
intervention program were given an information letter, which provided details on the

program and data collection (see Appendices L & M respectively). This followed the
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earlier presentation given by the researcher on all sections of the research, including the
MBI program. Parents/guardians and students interested in participating were requested
to complete and return a consent letter within a 1-week timeframe (see Appendix N). Of
the 186 students who participated in Phase 1, 65 students returned the signed consent and
assent forms within the required timeframe to participate in Phase 2.

3.6.2.1 Intervention Group Sample Selection and Recruitment. When using a
quantitative design approach, a minimum number of participants is needed in each group
for group comparisons to be made. A rigorous and systematic approach for doing this is
to conduct a power analysis, which is a means of identifying an appropriate sample size
for a study (Creswell, 2019). An a priori analysis was conducted using G*Power 3.1 (Faul
et al., 2007), which indicated that when using a sample size of 48 with an alpha level of
0.05, there would be sufficient power (<.80) to detect a moderate effect size (0.5). Given
attrition rates in educational research are reported to be around 15%-20% (Enders, 2003),
a sample size of 55-60 students was initially targeted for the study. However, given time
restraints imposed by the participating school and concerns expressed that numbers in
each group should be capped to ensure effectiveness, a sample size of 50 participants was
agreed on, with 25 students to be assigned to each group.

A lunchtime meeting to discuss specifics on program logistics and to address any
questions was held with the 65 students who had returned consent forms. Students were
reminded at this meeting that numbers for the program were capped, with 25 students
selected to participate in the Term 2 program and a further 25 students in Term 3.
Students who were not selected to participate in the program were advised they could
attend the program with the researcher at a different location after school hours. After this
meeting, each student was allocated a unique code for randomisation, and a random

number generator program (Urbaniak & Plous, 2013) was used to select 50 students to
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participate in the intervention program. These students were then randomly assigned to

either the intervention or waitlist control group (see Figure 3.2).

Figure 3.2

Assignment of Participants in Intervention Program in Phase 2

Signed consent forms to
participate in Phase 2
(n=165)

v

Random selection of students
for the study (n = 50)

Random assignment of participants Random assignment of participants
to the intervention group to the waitlist control group
(n=25) (n=25)

Once this process was completed, all students were notified by email on whether
they had been selected and, if so, which term they would participate in the program.
Students not selected were offered information on an out-of-school program they could
attend. The students were all reminded (via an email from the researcher to their form
teacher and parent/guardian) 1 week before they were to commence the program. The
students’ parents/guardians were also emailed and notified regarding whether their child
had been selected to participate in the program. In the parent information letter and
returned consent form, parents indicated their agreement to complete a questionnaire on
their child both before and after their child had completed the program. The email

reminded those parents whose children were participating in the program of this
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involvement and advised them of the dates they could expect to receive the
questionnaires, depending on whether their child was participating in the program in
Term 2 or Term 3. Two families had two of their children participate in the program, and
for both of these families, their children were allocated to the program in the same term.
This was done to reduce treatment contamination that could occur with communication of
the program in the family (Magill et al., 2019).

At that time, the teachers of the students who were participating were also emailed
an information letter about the program, which provided an overview of how the teachers
could participate in the program (see Appendix O). Given the students were in middle and
high school, they had classes with many different teachers throughout the day. It was
therefore determined, in consultation with the headmaster, that their form teacher would
be the most appropriate person to participate in the study. The form teacher saw the
students first thing every morning during morning form time and attended activities such
as retreats and school camps with the students. They were also the first point of call
should the child or parent have any issues or concerns they wished to discuss with the
school. These teachers were asked to complete the signed consent form by email and
return it to the researcher if they agreed to complete a questionnaire on their students both
before and after their students had completed the program. All teachers of the
participating students agreed to complete the questionnaire and returned a consent form
(see Appendix P).

Fifty students participated in the intervention program (females = 58%), ranging in
age from 11 to 14 years (M = 11.84 years, SD = 0.89). These participants represented 16
different nationalities, with the highest percentage of students from the United Kingdom
(32%), followed by Australia (18%), United States (10%), and China (6%). The

intervention group (n = 25; females = 52%) ranged in age from 11 to 14 years (M = 11.88
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years, SD = 0.91), and the waitlist control group (n = 25; females = 64%) ranged in age

from 11 to 13 years (M = 11.80 years, SD = 0.85). Both groups were similar in relation to

the demographic characteristics examined (see Table 3.4). Student demographic data

supported high mobility and turnover rates (e.g., 25%-30% annually; ISC, 2019), with

approximately one third of the participants (30%) having attended the school for less than

12 months and almost half of the students (42%) having resided in three or more

countries.

Table 3.4

Group Participant Frequency Distribution by Demographic Variables (n = 50)

Waitlist control

Variable Intervention group Total
group
Age
11 years 11 44% 12 48% 23 46%
12 years 7 28% 6 24% 13 26%
13-14 years 7 28% 7 28% 14 28%
Time in country
0-2 years 7 28% 6 24% 13 26%
3-4 years 6 24% 9 36% 15 30%
5+ years 12 48% 10 40% 22 44%
Time at school
6-12 months 7 28% 8 32% 15 30%
2 years 6 24% 5 20% 11 22%
3 years 8 32% 5 20% 13 26%
4+ years 4 16% 7 28% 11 22%
Number of international moves
1-2 countries 15 60% 14 56% 29 58%
3+ countries 10 40% 11 44% 21 42%
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3.6.2.2 Interview Sample Selection and Recruitment. Purposeful sampling was
employed to identify participants to be interviewed on completion of the intervention
program. This sampling approach is used to accumulate rich data to develop a detailed
understanding of the topic being examined (Patton, 2002; Seidman, 2006). Suitable
participants were identified and recruited based on the information they provided in the
demographic survey in Phase 1 (including mobility variables; see Appendix H), and in
postprogram satisfaction survey in Phase 2 (see Appendix Q), which explored the
participant’s experience with the MBI program. The researcher used maximal variation
sampling to identify and select participants who differed either demographically or in
their experience with the mindfulness program. The aim of maximal variation sampling is
to enable the researcher to examine or explore different perspectives and experiences
derived from the intervention (Creswell, 2015).

In identifying participants for this part of the study, the researcher investigated the
number of participants that would be needed to reach data saturation (Creswell, 2019).
Kuzel (1992) suggested that data saturation is reached within six to eight interviews, and
Guest et al. (2006) claimed that data saturation occurs within the first 12 interviews. In
consideration of both of these suggestions, the researcher proposed 10 interviews as a
sufficient number to reach data saturation for this second phase of the study. Although it
can be difficult to determine the point of saturation, the last few interviews conducted in
the study provided no additional new information and no further coding, indicating data
saturation had been meet (Guest et al., 2006). Additionally, based on the researcher’s
judgement and experience in the study, it was determined that data saturation had been
meet, which is an important consideration in inductive thematic coding (Guest et al.,

2020).
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Although 50 students had participated in the intervention program, only 39
students (intervention group n = 20; waitlist control group n = 19) were considered in the
purposeful selection of participants to be interviewed because they had attended the
minimum number of intervention lessons to be included in the data analysis (see Section
3.6.5.1). However, this selection number falls below the priori sample size identified for
the second phase of the study, which suggests limitations in the design and necessitates
the need for caution to be applied in interpreting the results. The researcher recruited five
students each from both the intervention and waitlist control groups for these interviews
(see Figure 3.3). An information letter had been provided to parents/guardians and
students on participation in the interview (see Appendices L and M), and consent was
given prior to participation in the MBI program (see Appendix N). Additional consent
was requested of students at the end of the intervention program (see Appendix Q) in case

they had changed their mind.
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Figure 3.3

Participant Selection in Qualitative Interviews in Phase 2
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Students selected to be
interviewed
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3.6.3 Intervention Program

A modified version of a program developed by the organisation MiSP (2015),
known as the .5 program, was used for this phase of the study. The MiSP organisation is a
registered charity in the United Kingdom, whose aim is to improve resilience and

wellbeing in young people through the delivery of mindfulness programs. The program
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was developed over a period of 5 years by three school teachers, who were also
mindfulness practitioners. The .b program offers mindfulness lessons, which are taught in
a classroom environment and specifically tailored for school students aged 11-18 years
(Kuyken et al., 2017). Research findings from the program have reported significant
positive effects in students across many measures (Huppert & Johnson, 2010; Kuyken et
al., 2013). Program delivery is conducted by experienced mindfulness practitioners with a
long-standing personal mindfulness practice, who have also completed a 4-day
accreditation program with MiSP. The program is well regarded and is currently part of a
large-scale longitudinal study being conducted by the Oxford Mindfulness Centre
examining mindfulness and resilience in adolescence (Oxford Mindfulness Centre, 2017).
The credibility of the mindfulness program in this research is important given the
research surrounding the limitations or inconsistency of other mindfulness programs for
students (Burke, 2010; McKeering & Hwang, 2019; Tan, 2016).

The format of the .b program consists of a class of 40-50 minutes duration
delivered weekly over a 10-week period. Given time restraints imposed by the school
timetable, the program was modified in Phase 2 of the study to classes of 30-40 minutes
in duration, delivered twice weekly over an 8-week period. As the .b program was
developed to offer flexible delivery dependent on the individual school’s time constraints
(MiSP, 2015), the change to the duration of the lessons of the program in this
investigation was not significant. Although the duration of each lesson was reduced by 10
minutes, the addition of an extra lesson each week enabled additional time to deliver the
content of the program. Given this, most lessons were extended in order to be delivered
over two lessons each week rather than one (see Appendix R). This enabled the facilitator
to spend more time in group discussion on topics being explored and increased the

frequency with which the students engaged in mindfulness exercises during lesson time.
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By modifying the program duration and frequency, the dosage of the program increased
from approximately 400-500 minutes in the standard .b format to approximately 480-640
minutes in the modified format of the program in the study. The program was taught to
students by way of structured lessons including both didactic and experiential learning,
which are important in mindfulness practice (Felver et al., 2016). The program includes
components of psychoeducation and practical skills in training the mind, learnt through
experiential experiences that focus on the breath, body, and present-moment awareness
(Kuyken et al., 2017).

Each lesson began with a short mindfulness practice, followed by an introduction
to the lesson’s core message, a PowerPoint presentation on key themes (see Figure 3.4), a
group discussion, and further mindfulness activities. Whilst a detailed lesson plan for the
MISP .b program cannot be detailed here due to copyright regulations, a brief overview of
the lesson objectives is provided (see Table 3.5). The lessons included, but were not
limited to lessons on mindful breathing, mindful movement, the body scan, mindful
eating, and gratitude. A more detailed description of the curriculum including
mindfulness practices, student worksheets and home practice can be found in Appendix
R. The lessons always started and finished with the ringing of a bell as a sign that the
program was either beginning or coming to an end. The program was delivered during
lunch recess twice weekly, and students were able to bring their lunch if they had not yet
eaten. Each session concluded with a summary of what had been discussed, and a
homework handout was distributed and explained to the students. As homework has been
shown to be an important element of mindfulness training (Semple et al., 2006), the
researcher wanted to encourage the students to engage in the homework. Although
homework was optional, the researcher always discussed homework in the last few

minutes of each session, and again in the first few minutes of the following session, as a
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prompt to encourage the students to engage in home mindfulness exercises and reflect on
the practice whenever possible. Two of the weeks’ homework included audio recordings
of the mindfulness exercises, and these were emailed through to the students and their

parents/guardians as an additional prompt.

Figure 3.4
Examples of the .b PowerPoint Presentation Slides
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(Mindfulness in Schools Project, 2015)
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Table 3.5

Brief Overview of the .b Mindfulness Lesson Objectives

Lesson  Theme Obijectives
1&2 An introduction to e To introduce mindfulness in a way that is
mindfulness engaging, entertaining and persuasive

e For pupils to have their first taste of
mindfulness practice (e.g., ‘play attention’ via
mindfulness of hands and .b)

e To establish ground rules for the lessons
themselves so that the basic ethos of the
classroom is established

e This lesson is carefully tailored to the target
audience. The relationship mindfulness has
with different aspects of their lives such as
learning, sporting achievements, cultural
pursuits and social relationships is explored to
encourage participation in the program

3&4 Playing attention e To introduce pupils to their faculty of attention

e For pupils to experience that they can direct
their attention

e For pupils to understand the untrained mind’s
fickle nature — it is like a puppy

e To begin to provide some simple tools for
training their attention

e To introduce key attitudes to attention-
training: kindness, patience, repetition

5 Taming the animal mind e To explore that the mind has a life of its own —

we often can’t control it

e To nurture an attitude of curiosity, kindness,
acceptance and openness that helps us to deal
more skilfully with these fluctuating mind-
states

e To teach that by ‘anchoring’ our attention in
the lower half of the body we can begin to turn
towards calm even when our minds are
stormy.

6&7 Recognising worry For pupils to understand that:

e The mind habitually interprets and ‘tells
stories’ about what is happening

e We can get stuck in our heads and ‘ruminate’
or ‘catastrophise’

e Such rumination is not only ‘stressful’ — it
affects our bodies and behaviour, from sleep
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Being here now

Moving mindfully

10 & 11 Stepping back

12

Befriending the difficult

and sport to spots and studies

Practices like the 7-11 and Beditation help us
deal with this by switching us from ‘thinking’
mode to ‘sensing’ mode

To explain how ‘autopilot’ prevents us from
being alive and awake to our experience in the
here and now

To learn to appreciate and savour the pleasant
To learn how to respond rather than react to
the unpleasant

To learn how a .b can quickly bring our
attention into the here and now, and help us to
respond rather than react to what it difficult

For pupils to understand that:

Mindfulness is not just about being still, as in
the FOFBOC or Beditation. It is also about
movement. We spend a great deal of time
doing actions ‘mindlessly’... on autopilot
One such activity is walking. We are rarely
‘present’ when we walk

Learning to move mindfully can also be used
as a resource for peak performance in sport,
music and the performing arts

For pupils to:

Understand that they have the capacity to ‘step
back’ from their thoughts

Learn that it can be helpful to see thoughts as
‘traffic’ flowing through the mind

Identify some of the particular ‘thought-buses’
that pass through their mind

Recognise that they don’t have to ‘get on the
bus’ of these difficult thoughts

For pupils to:

Understand stress: where it comes from, why it
IS necessary, how it works and the potentially
harmful effects.

Identify and draw their “stress signature” -
where in the body do they feel stress?

Learn to respond rather than react, by ‘turning
towards’ and ‘being with’ difficult
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13 & 14 Taking in the good e To encourage an appreciation of what is good
in life
e To explain how even the ordinary can be
experienced as ‘good’ if we are more fully
aware of it
e To teach the advice of those who have done

this even in awful circumstances

e To teach a practice of “taking in the good” so
that what is good turns from an idea into an
experience

15 & 16 Pulling it all together For pupils:

e To identify what they have found most useful
in the .b course

e To consider in what areas of their life they
might apply their new mindfulness skills

e Tofill in questionnaires expressing their views
about the course

(Mindfulness in Schools Project, 2015)

Fidelity of the intervention was also valuable to the study to determine whether
the intervention was delivered as intended and to enable future replication of the study.
Future replication of the program is important to ensure consistency in program delivery
between different groups in a study, and in this research particularly so given the
variation that currently exists between MBI programs in content, format, and duration
(McKeering & Hwang, 2019). The .b program provides detailed lesson manuals, which
were adhered to closely during delivery of the program to ensure fidelity of the
intervention. The researcher also audio recorded, with appropriate consent, each of the
lessons for both groups and compared the recorded lessons to the .b lesson manuals after
delivery to ensure adherence to the program format was maintained. By documenting
lesson plans with learning objectives, activities, and pedagogy and by audio recording and
transcribing each lesson, the researcher was able to check for intervention fidelity (Hwang

& Kearney, 2015).
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An independent mindfulness practitioner with a long-standing practice in
delivering mindfulness programs in Singapore also provided an independent assessment
on fidelity of the intervention by listening to audio recordings and examining the MiSP
manuals for each lesson. Four lessons for each group were randomly selected for
critiquing, as has been done in other fidelity research with MBI school programs (Fung et
al., 2019). A rating was then given for each of the four lessons using a standardised
measure that was developed and employed by Johnson et al. (2017) in their fidelity of the
.b mindfulness program. The marking rubric had been reported as appropriate by MiSP
and had been modified from the adult MBI teaching assessment criteria (Crane et al.,
2012). The checklist examined three domains: (a) coverage, pacing, and organisation; (b)
embodiment of mindfulness; and (c) guiding of mindfulness practices. Each of these
domains was measured against six competency levels, from 1 (incompetent) to 6
(advanced; see Appendix S). Ratings for the eight independently reviewed lessons ranged
from 4 (competent) to 6 (advanced), with an average competency rating of 5.04. This
score suggests high fidelity of the intervention in the study, which is similar to the few

MBI studies that have reported on fidelity (e.g., Fung et al., 2019; Johnson et al., 2017).

3.6.4 Measures

Quantitative and qualitative data measures were used to address the research
objectives in Phase 2 of the sequential explanatory mixed-methods design of this study.

3.6.4.1 Quantitative Data Measures. Quantitative data measures were used to
provide numeric data that were analysed to address the relevant research questions of
Phase 2. Self-report measures were used to address Research Question 3 and included
four instruments assessing wellbeing, student engagement, resilience, and mindfulness.
Two of these instruments were used in Phase 1 (e.g., Wellbeing scale and Resilience

scale) and have already been outlined in Section 3.5.3. Good reliability was reported for
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Wellbeing (a =.92) and Resilience (o =.74) scales in Phase 2. This phase also employed
two other measures: a revised Student Engagement scale, and a Mindfulness scale, which
will be outlined below. Proxy-report measures were also used to address Research
Question 4 (see Section 3.6.4.1.3). This research question examined the effects of the
intervention program on student psychosocial health and wellbeing (specifically
examining behavioural and emotional functioning) as reported by the student’s’
parent/guardian and form teacher.

In Phase 2 of the study, the independent variables were the experimental group
(intervention or waitlist control group), and time (preintervention measure,
postintervention measure and follow-up measure), and the dependent variables included
wellbeing, student engagement, resilience, and mindfulness (see Table 3.6). The
aggregate scale scores for each dependent variable measure was used in Phase 2, as
opposed to the subscale scores of these measures used in Phase 1, given findings reported
in Phase 1 and power concerns with a smaller sample size. The measures met the
appropriate criteria to be included in the study including reliability, validity, being widely
cited, and containing acceptable scales of measurement (Creswell, 2019). A description of

the additional scales used in Phase 2 of the study will now be outlined.
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Table 3.6

Dependent and Independent Variables for Phase 2

Dependent Independent variables
variables
Between groups Within groups
Wellbeing Intervention Waitlist Preintervent-  Postintervent- Follow-up
group control ion measure  ion measure  measure
group
Student
engagement
Resilience
Mindfulness

3.6.4.1.1 Student Engagement Scale. The Wave 2 version of the SEM (Fredericks
et al., 2005) was employed in Phase 2, as there were fewer time restraints than in Phase 1.
Strong reliability was reported with the modified version of the total engagement score in
Phase 2 (a =.91), which also addressed reliability concerns reported on the behavioural
engagement subscale in Phase 1. The 19-item instrument has three subscales: behavioural
engagement (five items, e.g. “I complete my work on time”’), emotional engagement (Six
items, e.g. “My classroom is a fun place to be”), and cognitive engagement (eight items,
e.g. “I study at home even when I don’t have a test”). Participants were asked to provide
responses to items using a 5-point Likert scale as follows: 1 (Never) to 5 (All of the time;
see Appendix T). Aggregate student-engagement scores were computed by reverse
scoring three of the items (items 2, 3, and 11) and then adding all scores, with higher
scores indicating a higher level of engagement for the participant.

3.6.4.1.2 Mindfulness Scale. The Child and Adolescence Mindfulness Measure

was developed by Greco et al. (2011) to measure the level of mindfulness in children and
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adolescents. The measure has a one-dimensional factor structure, based on the Kentucky
Inventory of Mindfulness Skills (Baer et al., 2004), and examines participants’ capacity to
act with awareness, including observing internal experiences and being able to accept
without any judgement. It was chosen for this study because of its use in prior research
measuring mindfulness in early-adolescent students (Johnson et al., 2016; Quach et al.,
2016; Sibinga et al., 2013) and its validation across different cultures with this age group
(Goodman et al., 2017). The 10-item instrument asked participants to indicate how true
each statement was, reflecting on their own experiences (e.g., “I keep myself busy, so |
don’t notice my thoughts or feelings” and “It’s hard for me to pay attention to only one
thing at a time”). It uses a 5-point Likert scale as follows: 0 (never true) to 4 (always true;
see Appendix U). All items were reverse scored and summed together to provide an
aggregate score, with higher scores indicating a higher level of mindfulness and
acceptance.

High reliability was reported with the Mindfulness scale in Phase 2 (a =.81), as
has previously been reported in other studies (Greco et al., 2011). Evidence has also been
found for the scale’s construct validity, with scores correlating with positive significance
to favourable psychological functioning outcomes and negatively with adverse outcomes
(Greco et al., 2011; Kuby et al., 2015). The psychometric properties of the Child and
Adolescence Mindfulness Measure have been validated across different cultures (Chiesi
etal., 2017; Cunha et al., 2013). Construct validity of the scale has also been examined in
adolescents across different cultures and reports a positive significant association with
mindful awareness (r =.56) and self-compassion (r =.35), and a significant negative
association with emotional regulation difficulties (r = —.52; Stnbul, 2018).

3.6.4.1.3 Behavioural and Emotional Functioning Scale. The Strengths and

Difficulties Questionnaire was developed as a brief behavioural and emotional screening
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guestionnaire (Goodman, 1997). It was selected for use in the study because it had been
used in prior research measuring wellbeing in adolescence (Ussher et al., 2007) and
research examining student engagement (Ogilvie et al., 2019). It has also been employed
in research on mindfulness intervention effects in this age group of students (Joyce et al.,
2010; Lam, 2016; Volanen et al., 2020). High reliability of the scale was reported on both
the parent and teacher questionnaires respectively on the total difficulties score in Phase 2
(o0 =.81-.82; 0. =.84-.86), as has been reported in previous research with the measure
(Goodman, 2001). Strong reliability and validity were also reported on the scale with
participants across different cultures (Giannakopoulos et al., 2013). The 20-item total
difficulties score measure asks parents and teachers to comment on how true each
statement is for their child/student (e.g., “Thinks things out before acting” and “Nervous
in new situations, easily loses confidence”). Participants were asked to provide a response
to items using a 3-point Likert scale as follows: 0 (Not true) to 2 (Certainly true; see
Appendix V). Five items were reverse scored (items 5, 8, 11, 16, and 20), and a total
difficulties score was generated by summing all scores ranging from 0 to 40. A higher
score reflects a higher level of behavioural and emotional difficulty, with a score of more
than 15 considered slightly raised and a score of more than 20 considered high and
reflective of substantial clinical problems.

3.6.4.2 Qualitative Data Measures.

Quialitative data measures were also employed in Phase 2 of this study. These
measures were used to provide textual data to address Research Question 5 and are
outlined in the following subsections.

3.6.4.2.1 Program Acceptability. A postprogram satisfaction survey was
developed by the researcher to gain a better understanding of students’ acceptability of

the program. This survey had 15 items, which were grouped in two parts. The first section
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listed 10 mindfulness exercises that were practised during the program and asked
participants to describe their own experience with this practice by circling a number from
1 (not useful) through to 10 (very useful; see Appendix Q). The second section had five
questions and asked the participant to provide information on their own mindfulness
practice and to identify which components of the program they liked or disliked. The
information was used to inform the researcher on the acceptability of the program,
purposeful selection of students for interview, and themes to explore with participants in
the interviews.

3.6.4.2.2 Semistructured Interview. A semistructured interview was employed to
enable the researcher to gather informative data on individual student experiences, both
with moving and with the intervention program. The first section of the interview had five
questions that explored the participant’s experiences with mobility, given the high rates of
turnover reported with international school students. In this section, participants were
encouraged to discuss any challenges they may have experienced in moving to a new
school or country, and which tools or resources they had used, or were continuing to use,
to help them through this process. Following on from the quantitative data findings
reported in Phase 1 of the study, this section of the interview aimed to explore how
moving may have affected the student’s psychosocial health and wellbeing.. The second
section of the interview aimed to explore the participant’s thoughts on, and experiences
with, the mindfulness program. It consisted of eight open-ended questions (see Appendix
W). The participant was encouraged to elaborate on which parts of the program they
enjoyed, or did not enjoy, and which exercises or themes they found most relevant to
them in their own personal life. The format of the interview was guided by—not
determined by—the interview questions, which allowed the researcher to explore other

themes of interest that arose during the interview. The interview questions were all age
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appropriate, and participants were given the opportunity at the end of the interview to
provide additional comments that had not been discussed. The interviews took
approximately 20—30 minutes to complete. The timeframe varied depending on how
much information the interviewee was willing to share and the point at which data
saturation had been achieved. The duration of the interview was also restricted by the

logistics around the participant’s school day.

3.6.5 Data-Collection Timeframe and Delivery

The data-collection timeframe and delivery for the quantitative and qualitative
data measures for Phase 2 of this study are outlined in the following subsections.

3.6.5.1 Quantitative Data Measures Collection. Responses to items were
collected with students in the second phase of the study at designated time intervals in a
printed format. The four self-report instruments were administered to students at baseline,
pretest period, posttest period, and follow-up period. The experimental group received the
.b mindfulness program between the Time-1 and Time-2 data-collection periods. The
waitlist control group received the .b mindfulness program between the Time-2 and
Time-3 data-collection periods. Time-1 data collection occurred 1 week prior to the
intervention group commencing the program. This was pretest data collection for the
intervention group and baseline data collection for the waitlist control group. Time-2 data
collection occurred 10 weeks after Time-1 data collection. This was posttest data
collection for the intervention group and pretest data collection for the waitlist control
group. Time-3 data collection occurred 11 weeks after Time-2 data collection. This was
follow-up data collection for the intervention group and posttest data collection for the
waitlist control group. The final data collection at Time-4 occurred 11 weeks after the
Time-3 data collection and was conducted only with the waitlist control group as a

follow-up data measure. The data-collection measures and timeframes for each group are
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represented in Table 3.7, with a more detailed schedule presented in Appendix X. It was
not possible to collect Time-4 data on the intervention group due to both time restraints in
the students’ curriculum at that time and high attrition rates due to mobility. The time
required to complete these measures in total was approximately 25-35 minutes.

The researcher offered two possible time periods for the students to complete
these measures during the week: either at an agreed lunch recess or before morning form
time. All measures were administered by the researcher in the school library or in a
designated classroom. Each participating student had been assigned a unique code in the
selection stage of the study, and that code was used for them in all data-collection
periods. All participants were emailed the week before data collection as a reminder and
to confirm logistics regarding where the data collection would take place. Form teachers
were also asked to pass on messages to participants during the study if participants had

not responded to the researcher’s email.
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Table 3.7

Student Data Measures and Collection Timeframes for Each Group

Condition Data collection
Time-1 Time-2 Time-3 Time-4
Experimental Preintervention  Postintervention  Follow-up
aroup e EPOCH « EPOCH e EPOCH
e SEM o SEM e SEM
e BRS e BRS e BRS
e CAMM e CAMM e CAMM
Waitlist Baseline Preintervention  Postintervention  Follow-up
controlgroup | ppoyc « EPOCH e EPOCH e EPOCH
e SEM e SEM e SEM e SEM
e BRS e BRS e BRS e BRS
e CAMM e CAMM e CAMM e CAMM

Note. EPOCH = Engagement, Perseverance, Optimism, Connectedness, and Happiness; SEM = Student
Engagement Measure — MacArthur; BRS = Brief Resilience Scale; CAMM = Child and Adolescence

Mindfulness Measure.

Parent/guardian and teacher participation was completed using Qualtrics software,

Version [February, 2018]. This was identified as the best format to use to promote

participation with both groups, due to the low cost, ease of accessibility for participants,

and prompt response timeframe (Nayak & Narayan, 2019). The measure was emailed as a

link to each student’s parent/guardian and teacher during the week the participant

commenced in the program (e.g., Time-1) and again immediately after the student had

completed the program (e.g., Time-2; see Table 3.8).
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Table 3.8

Teacher and Parent Data-Collection Timeframes

Condition
Data Intervention group Waitlist control group
collection
Time-1 Time-2 Time-1 Time-2
Parents Preintervention Postintervention Preintervention Postintervention
Teachers Preintervention  Postintervention Preintervention  Postintervention

Parents and teachers were given two weeks to complete the online questionnaire,
and postintervention questionnaires were emailed to only those parents/guardians and
teachers whose child/student had completed the intervention program. The researcher
provided a face-to-face information session, printed information letters, and reminder
emails to both groups to encourage participation response—strategies that have been
identified as successful in achieving higher response rates with these participant groups
(Wolfenden et al., 2009). No parent/guardian participated in data collection across both
the intervention and waitlist control groups; however, some teachers completed data
collection in both groups depending on when their students were participating in the
study.

Students were required to attend a minimum of 12 of the 16 mindfulness sessions
(75% attendance rate) and to have completed all quantitative measures within a
designated 1-week timeframe in order to qualify as a valid case for data analysis. This is
consistent with research that reports that an attendance rate of 70% or higher is needed in
order for an intervention to be effective (Amico, 2009). This minimum attendance rate
has also been used in other MBI school research (Quach et al., 2016). The student
retention rate at postintervention measure was 78% (experimental group 80%, waitlist

control group 76%). This retention rate is not dissimilar to retention rates in other
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intervention programs delivered at schools with this age group (Dray et al., 2017; Johnson
& Wade, 2019). Student retention rate at the follow-up data time point was 68%
(experimental group 80%, waitlist control group 56%); this lower rate was largely a result
of student mobility in the waitlist control group (n = 5; see Figure 3.5). This rate of
mobility is expected in international schools and usually occurs at the beginning/end of a
school year (Whyte, 2016), as was evident in this study.

Response rates for parent/guardian at pretest measure was 80% (experimental
group 84%, waitlist control group 76%), and posttest measure was 64% (experimental
group 80%, waitlist control group 47%). Teacher response rate at pretest measure was
68% (experimental group 60%, waitlist control group 76%), and posttest measure was
51% (experimental group 65%, waitlist control group 37%; see Figure 3.5). These rates
are consistent with parent and teacher response rates in research, with parent response
rates reported as higher (Schilpzand et al., 2015). Low teacher-response rates in research
have often been attributed to time constraints and teacher disengagement during the

research process (Kubitskey et al., 2012).
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Figure 3.5

Participant Retention Rates in the Intervention Program in Phase 2
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3.6.5.2 Qualitative Data Measures Collection. The postprogram survey was
administered to both groups during their last lesson of the intervention program. The
interviews for both groups were conducted after the intervention program had been
delivered to the waitlist control group and 1 week after Time-3 data was collected for
both groups (see Appendix X). This was two weeks before the end of the school year,
after the completion of academic assessments. The interviews for participants were
conducted during the morning lessons and lunch recess in the school library. The
researcher liaised with participants and their teachers to identify a suitable time to
conduct the interview during the week, with many teachers giving permission for classes
to be missed, given school work for the year had been completed. Given the high mobility
that occurs at the end of every school year in an international school (Whyte, 2016), this
period was identified as a pertinent time to explore mobility experiences with the
participants. The interviews were audio recorded after participants had verbally agreed to
the recording at the beginning of the interview. The participants were also advised that
they could stop the interview at any time. At the commencement of each interview, the
researcher began by stating the date, time, and location of the interview and introducing
the participant under a pseudonym chosen before the recording commenced. The
participant was encouraged to answer the gquestions as honestly as they could and to
provide as much detail in their responses as possible. When the participant had completed
answering all the questions and it was determined that they had nothing else to
communicate in the interview, the interview ended. The participant was thanked for their
time and offered a copy of the transcribed interview to be provided at a later stage. The
audio recording enabled the researcher to listen during the interview and to transcribe
notes later to avoid distracting the interviewee. The original digital recording was deleted

once transcription had taken place.
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3.6.6 Data Analysis

The quantitative and qualitative data analysis used in Phase 2 of this study is
broadly outlined below with a more detailed description provided in Chapter 5.

3.6.6.1 Quantitative Data Analysis. Data were screened to inspect for outliers
and to check assumptions for normality, multicollinearity, and homogeneity of variance
and covariance had been met. Descriptive analysis was carried out to establish central
tendency and measures of dispersion for the variables of interest across all constructs. A
mixed factorial MANOVA (see Section 5.2.2) and a series of one-way repeated-measures
ANOVA (see Section 5.2.3) were conducted to address Research Question 3. Separate
paired-samples t-tests (see Section 5.3.3) were also conducted to address Research
Question 4. All scale items that were negatively stated were reverse scored in data input,
and the researcher rechecked all data to ensure that they had been input correctly.

3.6.6.2 Qualitative Data Analysis. The interviews were transcribed and coded by
the researcher and stored in a password-protected document on the researcher’s personal
computer. The researcher read the transcript, dividing the text into segments of
information. Codes were then allocated to segments of the transcript. A code is a label
that is used to describe a segment of text (Creswell, 2019). This type of analysis, known
as thematic analysis, and its use in this study is outlined in Section 5.4.1. The veracity of
the qualitative analysis is outlined in Section 5.4.2. The findings were used to address
Research Question 5, and they are reported in this thesis via narrative discussion with

visual representation of interconnecting themes (see Section 5.4.3).

3.7 Delivery and Timeframe of Research
The research at the school was conducted over a 10-month period from November
2017 to September 2018. The researcher gained approval from the headmaster in

November 2017 and held meetings with all senior teachers at that time to confirm
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logistics of the research. A pilot study was conducted in November 2017 with students at
another school to check face validity for all measures being employed in the
investigation. Phase 1 was conducted in December 2017, at the end of the first school
term. It was conducted during the morning form class with the assistance of the form
teachers. Phase 2 was conducted in Terms 2 and 3 from January to June 2018, with final
data collection (Time-4) completed at the beginning of the new school year in September
2018 (see Appendix X). The intervention program in Phase 2 was delivered by the
researcher in a designated classroom at the school over lunch recess. It was delivered
twice a week to the intervention and waitlist groups for 8 weeks, with the exception of a
1-week midterm break during the program for the intervention group. Quantitative data
collection with students for Phase 2 was completed either in the allocated classroom at
lunchtime or, on occasion, before morning form time in the library. Qualitative data
collection, which was conducted in the school library, was carried out in the last 2 weeks
of the school year in June 2018. All data collection for each phase of the study was

completed within the allocated time frame, as outlined (see Sections 3.5.4 and 3.6.5).

3.8 Ethics

The National Health and Medical Research Council’s code of ethics was used as a
governing document for all ethical decisions in this research. The four core principles of
respect, research merit, justice, and beneficence were upheld in all research undertaken in
this investigation. Before approaching the school of interest regarding participation in the
research, the researcher waited until approval had been granted by the ACU HREC (see
Appendix B). The researcher ensured all approvals had been granted by the school’s
headmaster and senior staff before participant recruitment began (see Appendix D).
Participant information and informed consent forms were provided to students,

parents/guardians, and teachers detailing the purpose of the research, participant tasks,
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and contact details of the researcher for the two phases of research. This information also
detailed the rights of the participant, the terms of confidentiality, and the method with
which the data would be handled and stored in accordance with ACU HREC’s
requirements (see Appendices E-G and L—P). All consent forms had to be returned before
a student could participate in the research. Student participation in the program was
voluntary. No students were offered any incentive to participate in the program, and
students were given the opportunity to discontinue from the program at any time.

Confidentiality and protection of participants in the research were upheld under
the code of ethics prescribed. Participants’ names were not used in the data collection,
and all participants were assigned a code to protect their identity. All data were stored in a
locked filing cabinet, and any work on the researcher’s personal computer was password
protected. All data will be kept for 5 years under ACU HREC guidelines. The school’s
identity was also protected by ensuring that the school’s description was as general as
possible in the detail provided in the context of the investigation.

During the data collection and intervention stages of the research, the researcher
was onsite 2 days each week. Although disruption to classes was kept to a minimum with
the program delivery occurring over lunch recess, a small level of disruption to staff and
students occurred with some students completing instruments and interviews during class
time. The researcher presented the research findings to the senior staff of the school to

assist with future planning of resources and programs for the pastoral growth of students.

3.9 Limitations of the Research

There were methodological limitations in each phase of the sequential mixed-
methods design of this investigation. In Phase 1, employing only self-report data in the
design may have resulted in social desirability or recall bias (Althubaiti, 2016). While the

researcher was aware of this limitation in the design, self-report measures were employed
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as an inexpensive way of obtaining data quickly with minimal disruption. As no prior
research had been conducted on the constructs of interest with this cohort of students, the
survey provided preliminary findings to address a gap in knowledge in this field.
However, the survey participants were confined to one specific school. Future research
needs to capture a wider participant group of students in other international schools.

In Phase 2, the most apparent methodological limitation was with the small
sample size employed. A larger sample size is preferred in quantitative data because it
reduces sampling error and increases reliability (Creswell, 2015). Additionally, despite
strategies put in place to minimise attrition (e.g., reminders sent for data collection,
convenient location for the intervention program delivery), attrition did occur in Phase 2
of the study. While small sample size and attrition are not uncommon in educational
research (Bartlett et al., 2017; Berry et al., 2012 Coyne, 2010; Jago et al., 2011; White,
2012), the study addressed these limitations through the inclusion of different data
measures. Employing self-report and proxy-report data measures, and validating these
findings through qualitative data, can provide greater support for the intervention effects
despite a small sample size and attrition in the study. Furthermore, as it was not possible
for the proxy-report data to be collected at intervals necessary for an untreated
comparison group in the design, a pre—post test design was employed to address Research
Question 4. Given this, the findings from the proxy-report data need to be considered with
caution alongside the other data findings.

Another limitation exists with the waitlist control group design that was employed
in Phase 2 of the study. The design was used in the study to provide an untreated
comparison group and because of the ethical considerations in withholding the MBI
program from a cohort of students. However, methodological limitations exist with the

study design, given overestimation effects can be found in self-report data measures in
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waitlist control design studies (Cunningham et al., 2013; Hart & Bagiella, 2012).
Considering this limitation, the study also employed proxy-report data measures, and
qualitative data, to address any overestimation effects.

Finally, time restraints imposed by the school’s curriculum meant the intervention
program was offered as an elective lunchtime program. This may have resulted in
possible sampling bias in the study because it can be argued that students volunteering to
engage in a lunchtime extracurricular program may not represent the true year-level
cohort, with some students preferring to socialise with friends or play sport at that time.
With this in mind, caution needs to be taken when generalising the results to other
international school students.

Additionally, interviewer bias may have arisen during the conduct of interviews.
As the interviewer was also the person who delivered the intervention program to the
participants, this may have influenced the way in which the participants responded to the
questions on the intervention program, and how the information was interpreted by the
interviewer. The researcher was aware of this limitation in the design and aimed to
address this during the interview through open-ended questions, and providing a
supportive and open dialogue with the participants. The researcher used validation steps,
such as member checking and review by an independent researcher, to ensure that the

interpretation of findings were dependable.

3.10 Conclusion

This chapter has provided a detailed explanation of the methodology employed in
Phase 1 and Phase 2 of the study. The aim of this research was to examine the constructs
of wellbeing, student engagement, and resilience among early-adolescent international
school students, and to investigate the effects of an MBI program on these constructs. The

research objectives that underpin this investigation were addressed using a sequential
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explanatory mixed-methods design that included quantitative analysis followed by
qualitative data analysis. The chapter began with an overview of the research approach,
design, and context employed in the study, which provided a framework for the
methodology of each phase of the research.

The chapter has detailed the correlational research design (Phase 1) and
randomised waitlist control group design (Phase 2) employed in the study. The
recruitment and selection of participants for each of these phases has also been detailed,
along with a description of the data measures used and the data analysis. A clear
timeframe for each phase of the study has been detailed and information on the program
delivery provided. The chapter has also described the ethics that governed the research
and the limitations of the current investigation.

The methodology employed in this investigation was chosen in recognition of the
methodological limitations of prior research in the mindfulness field. In making this
choice, the aim was to address a gap in the research (McKeering & Hwang, 2019) by
embedding the most appropriate methodological paradigm in Phase 2 of the study to
provide more scientifically robust findings. The sequential explanatory mixed-methods
design employed in the study enabled the qualitative data findings to be used to validate
the quantitative data findings. It also enabled the Phase 1 findings to be used to inform
Phase 2 in the study. The integration of both quantitative and qualitative data in this
design also provided a more complete picture on the field of research by “noting trends
and generalisations as well as in-depth knowledge of participants’ perspectives”
(Creswell & Plano Clark, 2011, p. 35). Therefore, the methodology employed in the study
appropriately addressed the research objectives of the investigation and provided a
detailed plan for conducting the study. The next chapter reports on the Phase 1 data

findings of the study.
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Chapter 4: Results of Phase 1

This chapter reports on the findings from Phase 1 of this study. The findings
address the first research aim of this study, which was to better understand wellbeing,
student engagement, and resilience in early-adolescent international students given the

adjustment difficulties they experience.

4.1 Introduction

The quantitative data findings addressed the first two research questions of this
investigation as follows:

Research Question 1: How are wellbeing, student engagement, and resilience

measures associated with each other among early-adolescent international

students?

Research Question 2: What effect do age, gender, and mobility factors have on

wellbeing, student engagement, and resilience among early-adolescent

international students?
A significant positive association was anticipated between wellbeing, student
engagement, and resilience following prior findings across these constructs in research
conducted with international tertiary-aged students (e.g., Alharbi & Smith, 2019;
Sabouripour & Roslan, 2015). Significant effects of mobility on the dependent variables
were also expected, given prior research findings reported with tertiary-aged international
students. As there had been limited research conducted on age and gender effects across
the dependent variables, this phase of the study investigated the effects of these predictor
variables with early-adolescent international school students.

The chapter begins with an overview on the data cleaning and assumption testing
conducted, to ensure that the findings from the analyses employed were valid (Field,
2018). Correlational findings addressing Research Question 1 are then reported. This is
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followed by findings from the one-way MANOVA and one-way ANOVA that were
conducted to address Research Question 2. The chapter concludes with a summary of
findings from Phase 1 and an explanation of how the findings were used to inform Phase

2 in the sequential explanatory mixed-methods design of this study.

4.2 Data Cleaning

All analyses were run using the Statistical Package for the Social Sciences,
Version 25 (IBM Corporation, 2017). Preliminary investigation of the gathered data
identified some incomplete data. A detailed inspection of the missing data in the
investigation (correlations and independent t-tests) showed the data could be labelled as
missing at random (Little & Rubin, 2020). Questionnaires with one item missing in any
subscale (n = 11) were retained in the analysis, and the missing values were changed to
the subscale mean (Roth, 1994). Of the 186 participants who finished the survey, eight
participants (4%) had more than one item missing for each of the subscales being
examined and were subsequently removed from additional analyses. Analysis was

conducted on 178 students (female students = 108, male students = 70) aged 10-14 years.

4.3 Assumption Testing of Total Scores

Prior to analysis, subscale scores were assessed for normality and outliers. Results
indicated that all skewness and kurtosis ratio values were between +/— 3 and while not all
Shapiro—Wilk significance values were above .05, these represented only mild to
moderate violations of normality. As such, the subsequent parametric testing was
considered appropriate to these mild and moderate violations due to sample size being
well in excess of 100.

An inspection of z-scores for each variable indicated that only emotional
engagement had a z-score above +/— 3.29 (z = —3.54); however, this occurred with only

one participant, representing less than 1% of the sample. Due to this and the fact that
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there was no impact on normality, this outlier was retained. The assumption of
multicollinearity showed no issues, as no correlations were above 0.85 between
dependent variables, with correlation ranging from 0.14 to 0.73, and collinearity statistics
showed a variance inflation factor of less than 5 and tolerance values above 0.20, which
were at acceptable levels.

In respect to the MANOVA conducted in Research Question 2, assumption testing
indicated equality of covariance was met for age, gender, and all three mobility variables,
with Box’s M significance levels above .05. Levene’s equality of variance was met for all
univariate analyses for gender; however, there was a slight violation for age in
connectedness, p = .013. Within the mobility variables it was violated for time in country
with connectedness, p = .034, and for time at school with perseverance, p = .027 and
connectedness, p = .021. There was no violation with the third mobility variable of
number of international moves. Due to ANOVA being robust to mild violations of
homogeneity of variance and normality, and considering the robust nature of the data—
including a sample size well above 100 and a sample size variation of less than 1.5—a
power transformation was not considered appropriate for any of the variables to address

these mild homogeneity violations (Field, 2018; Stevens, 2009).

4.4 Research Question 1
How are wellbeing, student engagement, and resilience measures associated with each

other among early-adolescent international students?

A series of Pearson correlation analyses were performed to identify any positive
associations between wellbeing, student engagement, and resilience subscales.
Correlational results are presented in Table 4.1, alongside descriptive statistics and
Cronbach’s alpha. Findings reported a weak to strong statistically significant association,

with the majority of the constructs examined. All correlations between the subscales were
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positive in direction, which was expected based on previous research findings with
domestic students of a similar age (Hjemdal et al., 2011; Pietarinen et al., 2014) and
international tertiary-aged students (Pidgeon et al., 2014; Sabouripour & Roslan, 2015;
Trowler, 2010).

The strongest associations were found between wellbeing subscales that included
happiness and optimism (r(178) =.66, p <.001), happiness and connectedness (r(178)
=.73, p <.001), optimism and connectedness (r(178) =.61, p <.001), and optimism and
perseverance (r(178) =.66, p <.001). These findings are consistent with Seligman’s
PERMA model (2011), which states that the five core elements are interdependent
constructs. The wellbeing subscales also reported weak to moderate statistically
significant correlations across the three student-engagement subscales, which is consistent
with prior findings with domestic students of a similar age (Pietarinen et al., 2014). The
strongest association between the wellbeing and student-engagement subscales was
reported between happiness and emotional engagement (r(178) =.59, p <.001) and the
weakest associations were reported between engagement and behavioural engagement
(r(178) =.21, p <.01), and connectedness and cognitive engagement (r(178) =.20, p <.01).
Wellbeing subscales also reported weak to moderate statistically significant correlations
with the brief resilience scale, with the strongest association reported between happiness
and resilience (r(178) =.43, p <.001), and the weakest association between engagement
and resilience (r(178) =.19, p <.01). These findings are similar to the findings of earlier
research conducted on wellbeing and resilience with domestic students of a similar age
(Hjemdal et al., 2011) and tertiary-aged international students (Sabouripour & Roslan,
2015).

The student-engagement subscales detailed a weak to moderate statistically

significant correlation with each other, with the strongest association found between
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behavioural engagement and emotional engagement (r(178) =.50, p <.001), and the
weakest association reported between behavioural engagement and cognitive engagement
(r(178) =.21, p <.01). These findings provide support for the interrelated association
between these constructs (Fredricks et al., 2005). Finally, while the brief resilience scale
reported a statistically significant correlation with emotional engagement (r(178) =.32, p
<.001), there was no statistically significant correlation reported with either behavioural
engagement or cognitive engagement. Although the association between resilience and
emotional engagement supports earlier research (Pidgeon et al., 2014), the findings are in
contrast to those of prior studies that found a statistically significant association between
resilience and behavioural engagement or cognitive engagement (Pitzer & Skinner, 2017;
Rodriguez-Fernandez et al., 2018). The inconsistency reported in the findings in these
studies suggests more research is needed on the association between resilience and
different student-engagement constructs, given the limited research conducted in this field
to date (Rodriguez-Fernandez et al., 2018).

Overall, the findings supported earlier research conducted (Hjemdal et al., 2011;
Pidgeon et al., 2014; Pietarinen et al., 2014; Sabouripour & Roslan, 2015; Trowler, 2010),
with significant positive associations found across wellbeing, student engagement, and
resilience constructs in early-adolescent international students, with the exceptions being
any association between resilience and either behavioural engagement or cognitive

engagement.
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Table 4.1

Instruments’ Reliability, Mean, Standard Deviation, and Correlations (N = 178)

Variables o M SD 1. 2. 3. 4. 5. 6. 7. 8. 9.

1. BRS A7 18.45 391 14 32x** 14 19* 20%** - 3hFrE 32FF* A3FFF
2. SEM BEH .63 13.08 1.43 — S0*F** 32F** 21%* ALFF* 33FFF 206%F*  31Fr*
3. SEM EMO 85 2253 3.78 — A48F** 39F** AAFFEF AGFFE 39FFx B FFE
4. SEM COG .79 13.30 4.10 — 2TF** A6*F** 38FF* 20%* 2TF**
5. EPO ENG .87 11.66 3.73 - ATFFE D4FFx DOFFH 58*F**
6. EPO PER 81 1436 3.03 — .66%** AOFFF ABFFE
7. EPO OPT .80 13.23 3.36 — B1F*F* B66*FF*
8. EPO CON .83 15.72 3.38 — A3FF*
9. EPO HAP .89 1549 3.61 —

Note. * p <.05, ** p <.01, *** p <.001. BRS = Brief Resilience Scale; SEM BEH = Behavioural Engagement, SEM EMO = Emotional Engagement; SEM COG = Coghnitive
Engagement, EPO ENG = Engagement, EPO PER = Perseverance; EPO OPT = Optimism, EPO CON = Connectedness; EPO HAP = Happiness.
From “A study into wellbeing, student engagement and resilience in early-adolescent international school students,” by P. McKeering, Y-S. Hwang, and C. Ng, 2021, Journal of

Research in International Education, 20(1), p. 79. (https://doi.org10.1177/14752409211006650). Copyright 2021 by SAGE Publications.
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4.5 Research Question 2
What effect do age, gender, and mobility factors have on wellbeing, student engagement, and

resilience among early-adolescent international students?

To address Research Question 2, a series of one-way MANOVAs were performed to
examine whether age, gender, and mobility would have an effect on wellbeing and student-
engagement subscales. The predictor variables included age (10 years, 11 years, 12 years, 13—
14 years), gender (male, female), and three mobility variables: time in country (0-2 years, 3-4
years, 5+ years), time at school (6-12 months, 2 years, 3 years, 4+ years) and number of
international moves (1-2 countries, 3+ countries). Students aged 14 years (n = 4) were
combined with the 13-year-old age group (n = 33) to increase statistical power in the analysis.
The wellbeing outcome variables included engagement, perseverance, optimism,
connectedness, and happiness. In the second series of one-way MANOVAS, the same predictor
variables were used with three student-engagement outcome variables: behavioural
engagement, emotional engagement, and cognitive engagement.

A separate series of one-way ANOVAs were conducted to examine the effect of age,
gender, and mobility on resilience. The same predictor variables were used, including age (10
years, 11 years, 12 years, 13-14 years), gender (male, female), time in country (0-2 years, 3-4
years, 5+ years), time at school (6-12 months, 2 years, 3 years, 4+ years) and number of
international moves (1-2 countries, 3+ countries), and the outcome variable was resilience.
Results are presented for wellbeing subscales first, followed by student engagement and

resilience scales.

4.5.1 Wellbeing
Descriptive statistics are detailed for each predictor variable with the wellbeing
subscales in Table 4.2. The findings of the one-way MANOVAs for the wellbeing subscales are

detailed for each predictor variable in Table 4.3. Findings from the one-way MANOVAs
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highlighted age groupings as having a significant multivariate effect on wellbeing, F(15,

516) = 1.77, p =.036, V =.147, d = 0.46. Examination of univariate effects showed that age had
a significant effect with a Cronbach’s alpha level of .05 for optimism (F(3, 174) = 3.18, p
=.026, d = 0.46) and happiness (F(3, 174) = 3.81, p =.011, d = 0.51). Inspection of the effect
sizes indicated a medium effect size (e.g., d = 0.50; Cohen, 1988), suggesting practical
significance of the findings that is potentially powerful in both the short and long term (Funder

& Ogzer, 2019).
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Table 4.2

Descriptive Results for Wellbeing Across Each of the Independent Variables

Variables Engagement Perseverance Optimism Connectedness Happiness
M (SD) M (SD) M (SD) M (SD) M (SD)
Age 11.66 (3.73) 14.36 (3.03) 13.23 (3.36) 15.72 (3.38) 15.49 (3.61)
10 years 12.77 (3.26) 15.15 (2.78) 14.54 (2.95) 16.75 (2.92) 16.67 (3.13)
11 years 11.74 (3.74) 14.07 (3.01) 12.81 (3.35) 15.57 (3.20) 15.91 (3.32)
12 years 10.72 (3.51) 14.21 (2.81) 12.98 (3.19) 15.70 (3.15) 14.47 (3.54)
13-14 years 11.32 (4.26) 14.03 (3.50) 12.57 (3.70) 14.73 (4.11) 14.67 (4.17)
Gender 11.66 (3.73) 14.36 (3.03) 13.23 (3.36) 15.72 (3.38) 15.49 (3.61)
Male 11.49 (3.86) 14.23 (2.92) 12.94 (3.50) 15.10 (3.58) 14.82 (3.94)
Female 11.77 (3.66) 14.45 (3.10) 13.42 (3.26) 16.12 (3.19) 15.93 (3.31)
Time in country 11.66 (3.73) 14.36 (3.03) 13.23 (3.36) 15.72 (3.38) 15.49 (3.61)
0-2 years 11.09 (3.89) 13.83 (3.47) 12.63 (3.57) 14.45 (3.77) 14.76 (3.99)
3-4 years 11.88 (3.61) 14.56 (2.83) 13.56 (3.31) 16.53 (2.98) 16.09 (3.44)
5+ years 12.02 (3.75) 14.71 (2.70) 13.41 (3.12) 15.85 (3.10) 15.32 (3.23)
Time at school 11.66 (3.73) 14.36 (3.03) 13.23 (3.36) 15.72 (3.38) 15.49 (3.61)
6-12 months 10.77 (3.70) 14.13 (3.48) 13.05 (3.52) 14.89 (3.66) 14.90 (3.65)
2 years 12.87 (4.16) 14.46 (2.92) 13.69 (3.52) 16.08 (3.45) 15.54 (3.60)
3 years 12.15 (3.34) 14.00 (2.65) 12.71 (2.92) 15.61 (3.40) 15.30 (3.83)
4+ years 11.52 (3.39) 14.90 (2.65) 13.49 (3.31) 16.73 (2.52) 16.50 (3.26)
Number of inter-
national moves 11.66 (3.73) 14.36 (3.03) 13.23 (3.36) 15.72 (3.38) 15.49 (3.61)
1-2 countries 11.94 (3.68) 14.75 (2.94) 13.50 (3.42) 16.10 (3.22) 15.59 (3.52)
3+ countries 11.22 (3.79) 13.77 (3.08) 12.82 (3.24) 15.12 (3.55) 15.34 (3.75)

Note. From “A study into wellbeing, student engagement and resilience in early-adolescent international school
students,” by P. McKeering, Y-S. Hwang, and C. Ng, 2021, Journal of Research in International Education,
20(1), p. 79. (https://doi.org10.1177/14752409211006650). Copyright 2021 by SAGE Publications.
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Table 4.3

Significant MANOVA Results for Wellbeing Scales Across Each Independent Variable

Variables Pillats F (df) b n2

Age A5 1.77 (15, 516) .04 .05
Engagement 2.38 (3,174) .07 .04
Perseverance 1.37 (3, 174) .26 .02
Optimism 3.18 (3, 174) .03 .05
Connectedness 2.53 (3, 174) .06 .04
Happiness 3.81 (3, 174) .01 .06
Gender .03 1.19 (5, 172) 32 .03
Engagement 0.25 (1, 176) .62 .001
Perseverance 0.22 (1, 176) .64 .001
Optimism 0.88 (1, 176) .35 .01
Connectedness 3.98 (1, 176) .05 .02
Happiness 4.04 (1, 176) .05 .02
Time in country .09 1.62 (10, 344) .10 .05
Engagement 0.98 (2, 175) .38 .01
Perseverance 1.31 (2, 175) 27 .02
Optimism 1.34 (2, 175) 27 .02
Connectedness 6.74 (2, 175) .002 .07
Happiness 2.33 (2, 175) 10 .03
Time at school A5 1.77 (15, 516) .04 .05
Engagement 2.90 (3, 174) .04 .05
Perseverance 0.74 (3, 174) .53 .01
Optimism 0.66 (3, 174) .58 .01
Connectedness 2.78 (3,174) .04 .05
Happiness 1.72 (3,174) .16 .03
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Pillai’s

Variables trace F (df) p n2
Number of
international moves .05 1.69 (5, 172) A4 .05
Engagement 1.59 (1, 176) 21 .01
Perseverance 4.55 (1, 176) .03 .03
Optimism 1.74 (1, 176) A9 .01
Connectedness 3.62 (1, 176) .06 .02
Happiness 0.20 (1, 176) .66 .001

Note. From “A study into wellbeing, student engagement and resilience in early-adolescent international school
students,” by P. McKeering, Y-S. Hwang, and C. Ng, 2021, Journal of Research in International Education,
20(1), p. 80. (https://doi.org10.1177/14752409211006650). Copyright 2021 by SAGE Publications.

Post hoc analyses using Tukey’s honestly significant difference test (HSD) reported 10-
year-olds had significantly (p =.04) higher optimism (M = 14.54, SD = 2.95) compared with
13/14-year-old students (M = 12.57, SD = 3.70), with the 95% confidence intervals not
spanning zero [0.06, 3.88]. No other statistical differences were reported across the other age
groups. In examining the happiness construct, findings reported 10-year-olds (M = 16.67,

SD = 3.13) had significantly (p =.02) higher scores compared with 12-year-olds (M = 14.47,
SD = 3.54), with a 95% CI [0.25, 4.17]. There were no other differences reported across the
other age groups. These findings suggest that younger-aged international school students may
have higher levels of wellbeing with optimism and happiness constructs than older students and
supports earlier research in this field with domestic students of a similar age (WHO, 2016).

The time at school predictor variable was also found to have had a significant
multivariate effect on wellbeing, F(15, 516) = 1.77, p =.036, V =.147, d = 0.46. Examination of
univariate effects showed a significant effect for time at school with a Cronbach’s alpha level
of .05 for engagement (F(3, 174) = 2.90, p =.037, d = 0.46), and connectedness (F(3,

174) = 2.78, p =.043, d = 0.46). Inspection of effect sizes indicated a medium effect size (e.g.,

d = 0.50; Cohen, 1988), suggesting some explanatory and practical use of the findings (Funder
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& Ozer, 2019). Follow-up post hoc tests using Tukey’s HSD found that students who had
attended the school for 6-12 months (M = 10.77, SD = 3.70) had significantly (p =.03) lower
levels of engagement compared with students who had attended the school for 2 years

(M =12.87, SD = 4.16), with the 95% confidence intervals [-4.04, —0.17] not spanning zero.
However, no difference was reported in other period-of-time groups. Likewise, students who
had attended the school for 6-12 months (M = 14.89, SD = 3.66) had significantly (p =.03)
lower levels of connectedness compared with students who had attended the school for 4+
years (M = 16.73, SD = 2.52), with a 95% CI [-3.55, —0.13]. These findings align with earlier
research shown with tertiary-aged international students, which suggested that wellbeing levels
for all international students (regardless of age) may improve over time. It also highlights the
potential need for additional support to be provided to recently arrived school-aged
international students, as is often provided at a tertiary level.

No significant multivariate effect of gender on wellbeing (F(5, 172) = 1.19, p =.318, V
=.033) was reported, indicating no differences in wellbeing subscales between males and
females. In addition, no significant multivariate effect was found for time in country on
wellbeing (F(10, 344) = 1.62, p =.100, V =.09), and number of international moves on
wellbeing (F(5, 172) = 1.69, p =.139, V =.047), indicating that these mobility variables had no

bearing on wellbeing levels with early-adolescent international school students.

4.5.2 Student Engagement
The descriptive statistics are detailed for each predictor variable with the student-

engagement subscales in Table 4.4.
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Table 4.4

Descriptive Results for Student Engagement Across Each of the Independent Variables

Variable Behavioural Emotional Cognitive
engagement engagement engagement
M (SD) M (SD) M (SD)

Age 13.08 (1.43) 22.53 (3.78) 13.30 (4.10)
10 years 13.20 (1.21) 23.11 (3.44) 14.91 (3.98)

11 years 13.04 (1.45) 22.99 (4.32) 13.39 (3.85)

12 years 12.81 (1.37) 21.62 (3.89) 12.20 (3.97)
13-14 years 13.32 (1.67) 22.21 (3.05) 12.56 (4.28)
Gender 13.08 (1.43) 22.53 (3.78) 13.30 (4.10)
Male 12.70 (1.28) 22.37 (4.03) 13.15 (4.14)
Female 13.33 (1.47) 22.63 (3.63) 13.40 (4.09)
Time in country 13.08 (1.43) 22.53 (3.78) 13.30 (4.10)
0-2 years 13.07 (1.44) 22.69 (3.72) 13.45 (4.30)

3-4 years 13.12 (1.40) 22.67 (3.64) 13.47 (4.15)

5+ years 13.02 (1.49) 22.02 (4.18) 12.78 (3.76)
Time at school 13.08 (1.43) 22.53 (3.78) 13.30 (4.10)
6-12 months 13.08 (1.43) 22.79 (3.60) 13.16 (4.16)

2 years 13.44 (1.07) 23.10 (3.39) 14.21 (3.49)

3 years 12.76 (1.44) 21.90 (3.63) 13.39 (4.37)

4+ years 13.02 (1.66) 22.09 (4.47) 12.62 (4.31)
Number of international moves 13.08 (1.43) 22.53 (3.78) 13.30 (4.10)
1-2 countries 13.11 (1.47) 22.61 (3.81) 13.45 (4.09)

3+ countries 13.04 (1.37) 22.39 (3.77) 13.08 (4.13)

Note. From “A study into wellbeing, student engagement and resilience in early-adolescent international school
students,” by P. McKeering, Y-S. Hwang, and C. Ng, 2021, Journal of Research in International Education,
20(1), p. 81. (https://doi.org10.1177/14752409211006650). Copyright 2021 by SAGE Publications.




Findings of the one-way MANOVAs for the student engagement subscales highlighted
gender as having a significant multivariate effect on student engagement, F(3, 174) = 3.37, p
=.02, V =.055, d = 0.51. Examination of univariate effects showed gender had a significant
effect with a Cronbach’s alpha level of .05 for behavioural engagement (F(1, 176) = 8.75, p
=.004, d = 0.46), with females (M = 13.33, SD = 1.47) significantly higher than males
(M =12.70, SD = 1.28), with a 95% CI [0.21, 1.06] not spanning zero. However, no gender
differences were reported on either the cognitive engagement or emotional engagement
subscales. Inspection of the findings reported a medium effect size (e.g., d = 0.50; Cohen,
1988), suggesting some explanatory and practical significance for gender effects on
behavioural-engagement levels with early-adolescent international school students (Funder &
Ozer, 2019). Similar findings have also been reported in prior research with domestic school
students (Lietaert et al., 2015).

No significant multivariate effect of age groupings on student engagement was reported
(F(9, 522) = 1.81, p = .064, V = .091), showing there were no differences in student-
engagement levels across the different age groups. Additionally, no significant multivariate
effect was found for time in country (F(6, 348) = 0.23, p =.968, V = .008), time at school (F(9,
522) = 0.86, p =.560, V =.04), and number of international moves (F(3, 174) = 0.12, p =.947,
V =.002) on student engagement. These findings are presented in Table 4.5. These mobility
findings indicate that the period of time the student attends the school, the period of time the
student resides in the country, and the number of different countries the student has resided in
will make no difference to their student-engagement levels. These findings are in contrast to
research with international tertiary-aged students that reported lower student-engagement levels
in students recently arrived in the country or college (Van Horne et al., 2018). These findings
suggest that student-engagement experiences may vary between international early-adolescent

students and tertiary-aged students, and indicates further research is needed in this field.
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Table 4.5

Significant MANOVA Results for Student-Engagement Scales Across Each Independent

Variable
Variable Pillai’s trace F (df) P n2
Age .09 1.81 (9, 522) .06 .03
Behavioural engagement 0.99 (3, 174) 40 .02
Emotional engagement 1.54 (3, 174) 21 .03
Cognitive engagement 3.88 (3, 174) .01 .06
Gender .06 3.37 (3, 174) .02 .06
Behavioural engagement 8.75 (1, 176) .004 .05
Emotional engagement 0.19 (1, 176) .66 .001
Cognitive engagement 0.16 (1, 176) .69 .001
Time in country .01 0.23 (6, 348) .97 .004
Behavioural engagement 0.07 (2, 175) .93 .001
Emotional engagement 0.48 (2, 175) .62 .01
Cognitive engagement 0.43 (2, 175) .65 .01
Time at school .04 0.86 (9, 522) .56 .02
Behavioural engagement 1.40 (3, 174) 24 .02
Emotional engagement 0.89 (3, 174) 45 .02
Cognitive engagement 1.05 (3, 174) 37 .02
Number of international moves .002 0.12 (3, 174) .95 .002
Behavioural engagement 0.10 (1, 176) 76 .001
Emotional engagement 0.14 (1, 176) 71 .001
Cognitive engagement 0.35(1, 176) .56 .002

Note. From “A study into wellbeing, student engagement and resilience in early-adolescent international school
students,” by P. McKeering, Y-S. Hwang, and C. Ng, 2021, Journal of Research in International Education,

20(1), p. 81. (https://doi.org10.1177/14752409211006650). Copyright 2021 by SAGE Publications.
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4.5.3 Resilience
Findings of the one-way ANOVAs for resilience with the predictor variable are reported

in Table 4.6, including significant and relevant descriptive statistics.

Table 4.6

ANOVA and Descriptive Results for Resilience Across Each of the Independent Variables

Variable F (df) P n2 M (SD)
Age 0.61 (3, 174) 61 .01 18.45 (3.91)
10 years 17.94 (3.45)
11 years 18.91 (4.12)
12 years 18.65 (4.04)
13-14 years 18.16 (4.00)
Gender 0.68 (1, 176) 41 .004 18.45 (3.91)
Male 18.75 (3.81)
Female 18.26 (3.97)
Time in country 4.02 (2, 175) .02 .04 18.45 (3.91)
0-2 years 17.34 (3.76)
3-4 years 19.23 (3.85)
5+ years 18.44 (3.94)
Time at school 3.01 (3, 174) .03 .05 18.45 (3.91)
6-12 months 17.95 (3.84)
2 years 17.98 (3.24)
3 years 18.00 (3.99)
4+ years 20.01 (4.22)
Number of
international moves 0.59 (1, 176) 44 .003 18.45 (3.91)
1-2 countries 18.27 (3.83)
3 + countries 18.73 (4.04)

Note. From “A study into wellbeing, student engagement and resilience in early-adolescent international school
students,” by P. McKeering, Y-S. Hwang, and C. Ng, 2021, Journal of Research in International Education,
20(1), p. 82. (https://doi.org10.1177/14752409211006650). Copyright 2021 by SAGE Publications.
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Findings showed that time in country had a significant effect on resilience:

F(2, 175) =4.02, p =.02, d = 0.41. Follow-up post hoc analyses using Tukey’s HSD indicated
that resilience was significantly lower (p =.014) in students who had resided in the country for
less than 2 years (M = 17.34, SD = 3.76) compared with students who had resided in the
country for 3—4 years (M = 19.23, SD = 3.85), with the 95% confidence intervals not spanning
zero [—3.47, —0.31]. No other group differences were statistically significant. Inspection of the
findings showed a medium effect size (e.g., d = 0.50; Cohen, 1988), suggesting resilience levels
may be lower in other studies with early-adolescent international students who have recently
arrived in the country (Funder & Ozer, 2019).

Results also found that time at school had a significant effect on resilience:

F(3,174) = 3.01, p =.032, d = 0.46. Inspection of the findings showed a medium effect size
(e.g., d =0.50; Cohen, 1988), providing some explanatory and practical use of the findings in
the short term (Funder & Ozer, 2019). Follow-up post hoc analyses using Tukey’s HSD
indicated resilience was significantly lower (p =.038) in students who had attended the school
for 6-12 months (M = 17.95, SD = 3.84) compared with those who had attended the school for
4+ years (M = 20.01, SD = 4.22), with a 95% CI [-4.04, —0.08] not spanning zero. However,
there were no other differences reported across the other school time periods. The effect that
mobility variables have on resilience levels in international students (irrespective of age) is new
to the field and highlights a group of students who may benefit from additional support on
arriving to a new country or school.

No significant effect was reported for age groupings (F(3, 174) = 0.61, p =.613),
indicating resilience levels do not differ by age in early-adolescent international school
students. No significant multivariate effect was found for gender on resilience
(F(1, 176) = 0.68, p =.41), which indicates no difference in resilience levels between males and
females, and supports prior research with international tertiary-aged students. Additionally, no

multivariate effect was found for number of international moves on resilience (F(1,
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176) = 0.59, p =.442), which suggests that unlike the other two mobility variables examined,
the number of different countries that the international school student has resided in has no

bearing on resilience levels.

4.6 Conclusion and Significance

Overall, the research questions for Phase 1 were addressed with positive significant
associations found across most of the wellbeing, student engagement, and resilience constructs
examined. Additionally, findings highlighted the effect that age, gender, and mobility has on
these constructs. Although prior research had identified a positive association between some of
these constructs with tertiary-aged international students, it was not known whether the same
association would exist in this younger cohort of international students, considering the
different adjustment conditions they can experience when moving to a new host country. The
findings reported reduced levels of wellbeing in older-aged adolescent international students
and reduced student-engagement levels in the behavioural-engagement construct with males.
The mobility variables had a significant effect on both wellbeing and resilience levels, with
students who had recently arrived in the country or at the school reporting lowered levels on
these constructs. These findings advance the currently sparse research previously conducted
within the international school sector and, in doing so, highlight a potential cohort of early-
adolescent international school students who may benefit from additional support when they
arrive at a new school.

These findings were used to inform the next phase in the sequential mixed-methods
design of this investigation. Specifically, because mobility factors were found to have a
significant effect on wellbeing and resilience levels in early-adolescent international school
students, an intervention program was introduced to determine whether such a program may
support these students. Given that international school students experience high mobility, they

may report lower levels of wellbeing or resilience when arriving at a new school or in a new
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country. In addition to this, the findings from the study highlight wellbeing levels are lower in
older-aged early-adolescent young people (compared with 10-year-olds), which identifies an
age group of international students who could benefit most from support. These findings
provided a rationale for the implementation of a school-based mindfulness program with these
students in Phase 2. The mobility findings were also explored in the qualitative interviews
employed in Phase 2 to better understand individual student experiences when moving to a new
school and/or country, and how this may have affected their psychosocial health and wellbeing.

Additionally, given the reported positive significant associations found across most of
the wellbeing, student engagement, and resilience constructs examined in Phase 1, this
knowledge was used to inform the inclusion of wellbeing, student engagement, and resilience
dependent variables in Phase 2 to examine the effect of the intervention program on each of
these constructs.

In conclusion, findings from Phase 1 were specifically used to inform the design of
Phase 2. This included the constructs being examined, the intervention program implemented,
and the use of a mixed-methods design approach. It is envisaged that the findings from the
intervention program in Phase 2, along with the findings from Phase 1, will contribute to the
field of research on wellbeing, student engagement, and resilience specifically with early-
adolescent international students. The next chapter reports on the Phase 2 data findings of the

study.

149



Chapter 5: Results of Phase 2

The psychometric results presented in Chapter 4 provide a greater understanding of
wellbeing, student engagement, and resilience in early-adolescent international students. These
findings reported a positive significant association between these constructs, and they identified
demographic and mobility factors that were associated with lower levels of wellbeing,
behavioural engagement, and resilience. Specifically, the results highlighted lowered levels of
wellbeing and resilience measures in early-adolescent international students who had recently
arrived at the school and/or in the country. Given these findings, the next phase of the study
was to examine whether a school-based mindfulness intervention program may support this

cohort of students in their wellbeing, student engagement, and resilience levels.

5.1 Introduction

This chapter reports on both quantitative and qualitative data analysis employed in the
design of Phase 2 that addressed Research Questions 3, 4, and 5 in the study as follows:

Research Question 3: Does the intervention program improve wellbeing, student

engagement, resilience, and mindfulness in early-adolescent international students?

Research Question 4: How do teachers and parents of early-adolescent international

students perceive the benefits of the intervention program?

Research Question 5: What are the students’ experiences with moving and with the

program?

The chapter begins with an overview of the quantitative analysis employed to address
Research Question 3. This includes data cleaning and assumption testing implemented to
ensure that the findings from the analysis employed were valid (Field, 2018). This is followed
by findings from the MANOVA and ANOVA conducted to address Hypothesis 3a and
Hypothesis 3b, respectively. Next, quantitative analysis used to address Research Question 4 is
presented, including data cleaning and assumption testing. This is followed by paired-samples
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t-test findings employed to address Hypothesis 4a. This section also presents some unsolicited
qualitative data received by the researcher that was relevant to Research Question 4. Finally,
qualitative data analysis is detailed to explore Research Question 5. This includes an overview
of the thematic coding employed and verification processes undertaken to ensure a high
standard of quality analysis (Creswell, 1998). The chapter concludes with a summary of
findings from Phase 2, which, alongside the findings reported in Phase 1, provides a better
understanding of ways to support wellbeing, student engagement, and resilience in early-

adolescent international students.

5.2 Research Question 3
Does the intervention program improve wellbeing, student engagement, resilience, and

mindfulness in early-adolescent international students?

This section presents the findings from the quantitative data analysis employed to
examine the effect of the intervention program with early-adolescent international students
across both the intervention and waitlist control groups. Data cleaning and appropriate
assumption testing is presented first, followed by MANOVA findings to address Hypothesis 3a

and ANOVA findings to address Hypothesis 3b.

5.2.1 Data Cleaning

All analyses were conducted using the Statistical Package for the Social Sciences
Version 26 (IBM Corporation, 2019). Inspection of the data showed that not all participants
could be included because some students did not attend the minimum number of program
lessons required in order to be included in data analysis (as outlined in Section 3.6.5.1). Eleven
students did not attend the minimum number of lessons required (intervention group n = 5;
waitlist control group n = 6) and were removed from the data analysis (see Figure 3.5).
Furthermore, five students from the waitlist control group did not complete follow-up data

collection (e.g., Time-4; as they had already moved to another country) and were therefore

151



excluded from the analysis of the effects of the intervention from postintervention to the
follow-up stage (e.g., Hypothesis 3b). No missing data were identified for participants who
were included in the data analysis across any of the data-collection periods. Data were analysed
using the sample sizes outlined in Table 5.1 for Hypothesis 3a and in Table 5.2 for Hypothesis

3b.

Table 5.1

Total Participants for Data Analysis for Hypothesis 3a

Group Baseline Preintervention Postintervention Total
Intervention group - 25 20 20
Waitlist control group 25 25 - 25

Table 5.2

Total Participants for Data Analysis for Hypothesis 3b

Group Preintervention Postintervention Follow-up Total

Total participants 50 39 34 34

5.2.2 Results for Hypothesis 3a

A significant positive increase across all measures (e.g., wellbeing, student engagement,
resilience, and mindfulness) was expected in the intervention group on completion of the
intervention program (from preintervention to postintervention stage) compared with the
waitlist control group, who was predicted to show no change over the same period of time
(from baseline to preintervention stage). Furthermore, it was predicted that no significant
difference would be reported across the same measures with the waitlist control group, because
this group had not yet participated in the intervention program. These results were expected,

given prior reviews reporting the benefits of mindfulness programs with school-aged children

152



in terms of increased cognitive performance and resilience (Zenner et al., 2014), and positive
mental health traits (Carsley et al., 2017).

A mixed factorial 2 x 2 MANOVA was conducted to address Hypothesis 3a because it
allowed the researcher to consider all the variables in the same analysis and minimise Type 1l
error. A mixed factorial MANOVA, sometimes referred to as a “doubly multivariate”, is often
used to analyse the effectiveness of intervention studies (Tabachnick & Fidell, 2013). A mixed
factorial MANOVA design contains two or more independent variables, including a mixture of
between-groups and repeated-measures variables, with two or more dependent variables (Field,
2018). The within-subjects independent variable in the study was time (preintervention
measure, postintervention measure) and the between-subjects independent variable was group
(intervention group, waitlist control group). The dependent variables included wellbeing,
student engagement, resilience, and mindfulness.

Prior to analysis total scores for Hypothesis 3a (wellbeing, student engagement,
resilience, and mindfulness) were assessed for normality and outliers. The subscale scores for
the dependent variables that were examined in Phase 1 were not used in Phase 2 given the
smaller sample sizes in this phase of the study. Results indicated that all skewness and kurtosis
ratio values were between +/— 3 and all Shapiro—Wilk significance values were above .05,
indicating normality was met. As such, the subsequent parametric testing was considered
appropriate. Next, an inspection of z-scores for each variable indicated no outliers at baseline,
preintervention, postintervention, or follow-up time periods across either of the groups, based
on z-score values above +/— 3.29. Descriptive statistics are detailed for the independent

variables (time x group) across the dependent variables in Table 5.3.
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Table 5.3

Descriptive Results for Each of the Independent Variables Across the Dependent Variables

Student
Variables Wellbeing Resilience Mindfulness
engagement
M (SD) M (SD) M (SD) M (SD)
Intervention group (n = 20)
Preintervention time period 3.57 (0.58) 21.07 (2.70) 18.30 (4.27) 23.45 (4.52)
Postintervention time period 4.16 (0.42) 24.70 (2.23) 23.00 (2.94) 29.05 (3.46)
Waitlist control group (n = 25)
Baseline time period 3.49 (0.67) 21.04 (3.89) 17.68 (3.17) 20.32 (5.98)
Preintervention time period 3.10 (0.61) 19.93 (3.41) 15.00 (2.77) 18.20 (5.36)

The assumption of equality of covariance was violated with Box’s M significance below
.001; however, as the sample sizes were approximately equal, a conservative alpha of .05 was
adopted. Pillai’s trace criterion, which is more robust to violations of assumptions, was also
used in the analysis (Field, 2018). The assumption of sphericity did not need to be tested, as
there were only two levels in the within-subjects variable being analysed. The assumption of
homogeneity of variances was met using Levene’s test of equality of error variances with all
significance values greater than .05.

Using Pillai’s trace criterion, a statistically significant multivariate interaction effect was
reported in the mixed factorial MANOVA between time and group on the combined dependent
variables, F(4, 40) =57.01, p <.001, V = .85, d = 4.76. These findings suggest initial support
for Hypothesis 3a, with a significant difference found in the dependent variables in the
intervention group from preintervention to postintervention stage, compared with the waitlist
control group over the same period. A very large effect size was shown (e.g., d > 0.80; Cohen,
1988), which highlights the significant effect of the intervention program on the dependent

variables examined and provides preliminary support for the benefits of the intervention
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program in promoting psychosocial health and wellbeing with this cohort of students. However,
caution needs to be applied when interpreting this effect size, given research that reports very
large effect sizes would rarely be found in a larger sample or replication of the study (Funder &
Ozer, 2019). Follow-up univariate interaction and main effects of time and group across the
four dependent variables were then calculated (see Table 5.4). These will now be detailed for

each of the dependent variables to best address Hypothesis 3a.
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Table 5.4
Univariate Interaction and Main Effects of Time and Group for Each Dependent Variable

Variable F p np?

Wellbeing
Time*group 66.45 <.001 .61
Intervention 30.28 <.001 .61
Control 36.06 <.001 .60

Student engagement

Time*group 123.35 <.001 74

Intervention 74.77 <.001 .80

Control 36.86 <.001 61
Resilience

Time*group 144.86 <.001 7

Intervention 57.42 <.001 75

Control 128.87 <.001 .84
Mindfulness

Time*group 120.94 <.001 74

Intervention 59.94 <.001 .76

Control 73.60 <.001 75

Note: df (1,43) for Interaction effect, df for Intervention (1,19), df for Control (1,24). * = interaction between time
and group.

5.2.2.1 Wellbeing. There was a statistically significant interaction effect between time
and group on wellbeing, F(1, 43) = 66.45, p <.001, d = 2.49. The very large effect size shown
(e.g., d > 0.80; Cohen, 1988) indicated the intervention group had higher wellbeing levels on
completion of the program compared with the waitlist control group, who were yet to receive

the intervention. However, given research that reports large effect sizes may be a gross
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overestimate, especially in small sample sizes (Funder & Ozer, 2019), caution needs to be
applied in interpreting this effect size. Figure 5.1 shows the interaction between time and group
on wellbeing, with an increase in wellbeing levels for the intervention group and a decrease in

wellbeing levels for the waitlist control group over the same period.

Figure 5.1

Profile Plot Interaction Effect Between Group and Time on Wellbeing

Examination of univariate within-subjects effects showed a statistically significant
effect (o =.05) of time on wellbeing from preintervention to postintervention for the
intervention group, F(1, 19) = 30.28, p <.001, d = 2.52. As such, simple comparisons were run
for the differences in mean wellbeing scores between the two time periods for the intervention
group. The marginal means for wellbeing scores for the intervention group were 4.16
(SD = 0.10) for the postintervention time period and 3.57 (SD = 0.13) for the preintervention

time period, with a statistically significant mean difference of 0.59, 95% CI [0.37, 0.81], p
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<.001. These findings support Hypothesis 3a, as wellbeing levels in the intervention group
improved on completion of the intervention program.

Examination of univariate within-subjects effects also showed a statistically significant
effect (a =.05) of time on wellbeing from baseline to preintervention for the waitlist control
group, F(1, 24) = 36.06, p <.001, d = 2.45. The marginal means for wellbeing scores for the
waitlist control group were 3.10 (SD = 0.61) for the preintervention time period and 3.49
(SD = 0.67) for the baseline time period, with a statistically significant mean difference of
—0.38, 95% CI [-0.52, —0.25], p <.001. This was not predicted in Hypothesis 3a because this
group was not expected to report any change in wellbeing levels between the two periods of
time given that they had not yet participated in the intervention program. The significant
decrease in reported wellbeing in the waitlist control group at the preintervention stage may
have been the result of other external events at the time, including participant mobility issues
(see Section 5.2.2.5). As adjustment research highlights that lowered wellbeing is reported
when a student becomes aware of an upcoming move, it is possible that for many of these
students they may have recently become aware that their family was soon to relocate to another
country or that a close friend was moving.

5.2.2.2 Student Engagement. There was a statistically significant interaction effect
between time and group on student engagement, F(1, 43) = 123.35, p <.001, d = 3.39. The very
large effect size shown (e.g., d > 0.80; Cohen, 1988) indicated that student-engagement levels
increased on completion of an MBI program for the intervention group. However, it is
important to note that this effect size may be misleading, given research suggesting very large
effect sizes are rarely found in a large sample or replication of the study (Funder & Ozer,
2019). Figure 5.2 shows the interaction effect between time and group on student-engagement
levels, with an increase in student-engagement levels for the intervention group between the
two time periods and a decrease in student-engagement levels in the waitlist control group over

the same period.
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Figure 5.2

Profile Plot Interaction Effect Between Group and Time on Student Engagement

Examination of univariate within-subjects effects showed a statistically significant
effect (a =.05) of time on student engagement from preintervention to postintervention for the
intervention group, F(1, 19) = 74.77, p <.001, d = 3.96. As such, simple comparisons were run
for the differences in mean student-engagement scores between the two time periods for the
intervention group. The marginal means for student-engagement scores for the intervention
group were 24.70 (SD = 2.23) for the postintervention time period and 21.07 (SD = 2.70) for
the preintervention time period, with a statistically significant mean difference of 3.63, 95% ClI
[2.75, 4.51], p <.001. These findings support Hypothesis 3a, as student-engagement levels in
the intervention group improved on completion of the intervention program.

Examination of univariate within-subjects effects also showed a statistically significant
effect (a =.05) of time on student engagement from baseline to preintervention for the waitlist
control group, F(1, 24) = 36.86, p <.001, d = 2.48. The marginal means for student-

engagement scores for the waitlist control group were 19.93 (SD = 3.41) for the preintervention
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time period and 21.04 (SD = 3.89) for the baseline time period, with a statistically significant
mean difference of —1.11, 95% CI [-1.48, —0.73], p <.001. This was not predicted in
Hypothesis 3a because this group was not expected to report any change in student-engagement
levels between the two periods of time. Similar significant decreases were reported over time
for the waitlist control group across all the dependent variables, and this outcome is discussed
in more detail in Section 5.2.2.5 to identify possible reasons for this unexpected result.

5.2.2.3 Resilience. There was a statistically significant interaction effect between group
and time on resilience, F(1, 43) = 144.86, p <.001, d = 3.67. The very large effect size shown
(e.g., d > 0.80; Cohen, 1988) highlights that resilience levels increased on completion of an
MBI program for the intervention group. As noted previously, however, there are concerns in
the interpretation of such a large effect size, and replication of the study with a larger sample
size is therefore necessary (Funder & Ozer, 2019). Figure 5.3 shows the interaction effect
between time and group on resilience levels, with an increase in resilience levels in the
intervention group between the two time periods and a decrease in resilience levels in the
waitlist control group over the same period.

Examination of univariate within-subjects effects showed a statistically significant
effect (a =.05) of time on resilience from preintervention to postintervention for the
intervention group, F(1, 19) = 57.42, p <.001, d = 3.47. As such, simple comparisons were run
for the differences in mean resilience scores between the two time periods for the intervention
group. The marginal means for resilience scores for the intervention group were 23.00
(SD = 2.94) for the postintervention time period and 18.30 (SD = 4.27) for the preintervention
time period, with a statistically significant mean difference of 4.70, 95% CI [3.40, 6.00], p
<.001. These findings support Hypothesis 3a, with resilience levels in the intervention group

improving on completion of the intervention program.
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Figure 5.3

Profile Plot Interaction Effect Between Group and Time on Resilience

Examination of univariate within-subjects effects also showed a statistically significant
effect (a =.05) of time on resilience from baseline to preintervention for the waitlist control
group, F(1, 24) = 128.87, p <.001, d = 4.63. The marginal means for resilience scores for the
waitlist control group were 15.00 (SD = 2.77) for the preintervention time period and 17.68
(SD = 3.17) for the baseline time period, with a statistically significant mean difference of
—2.68, 95% CI [-3.17, —2.19], p <.001. As stated previously, this significant decrease in
resilience was not predicted in Hypothesis 3a, and an explanation of possible causes (e.g.,
Hawthorne effect) for this unexpected finding is included in Section 5.2.2.5.

5.2.2.4 Mindfulness. There was a statistically significant interaction effect between
group and time on mindfulness, F(1, 43) = 120.94, p <.001, d = 3.36. The very large effect size
reported (e.g., d > 0.80; Cohen, 1988) suggests similar findings on mindfulness levels could be
expected across other groups on completion of an MBI program and provides support for the

program in meeting its objective in fostering mindfulness with participants. However, again
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there are concerns that such a large effect size is misleading (Funder & Ozer, 2019). Figure 5.4
shows the interaction effect between time and group on mindfulness levels, with an increase in
mindfulness levels for the intervention group between the two time periods and a decrease in

mindfulness levels in the waitlist control group over the same period.

Figure 5.4

Profile Plot Interaction Effect Between Group and Time on Mindfulness

Examination of univariate within-subjects effects showed a statistically significant
effect (o =.05) of time on mindfulness from preintervention to postintervention for the
intervention group, F(1, 19) =59.94, p <.001, d = 3.55. As such, simple comparisons were run
to ascertain the differences in mean mindfulness scores between the two time periods for the
intervention group. The marginal means for mindfulness scores for the intervention group were
29.05 (SD = 3.46) for the postintervention time period and 23.45 (SD = 4.52) for the

preintervention time period, with a statistically significant mean difference of 5.60, 95% CI
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[4.09, 7.11], p <.001. These findings support Hypothesis 3a, as mindfulness levels in the
intervention group improved on completion of the intervention program.

Examination of univariate within-subjects effects also showed a statistically significant
effect (a =.05) of time on mindfulness from baseline to preintervention for the waitlist control
group, F(1, 24) = 73.60, p <.001, d = 3.50. The marginal means for mindfulness scores for the
waitlist control group were 18.20 (SD = 5.36) for the preintervention time period and 20.32
(SD =5.98) for the baseline time period, with a statistically significant mean difference of
—2.12, 95% CI [-2.63, —1.61], p <.001. This was not predicted in Hypothesis 3a because this
group was not expected to report any change in mindfulness levels given that they had not yet
participated in the program. The significant decrease reported in mindfulness, alongside the
significant decreases reported in wellbeing, student engagement, and resilience levels for the
waitlist control group at the preintervention stage, suggest that mindfulness levels may be
affected by factors such as participant bias and is discussed in Section 5.2.2.5.

5.2.2.5 Summary of Findings for Hypothesis 3a. Wellbeing, student engagement,
resilience, and mindfulness measures significantly increased in the intervention group on
completion of the intervention program compared with the waitlist control group over the same
period of time (see Figures 5.1-5.4 respectively). These findings support Hypothesis 3a and
provide preliminary support for an MBI program in promoting psychosocial health and
wellbeing in early-adolescent international students. Unexpectedly, however, the same
measures significantly decreased in the waitlist control group over the same period of time (see
Figures 5.1-5.4 respectively). These findings do not support Hypothesis 3a, as it was predicted
that no change would occur to these measures in this group over this period of time given that
they had not yet participated in the intervention program. These findings can be examined by
considering the research design of the study. Biases such as social desirability or Hawthorne
effect within the waitlist control group may have resulted in participants modifying their

answers to data collected in the second data-collection time period, as they became aware of
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being observed (Creswell, 2015). Although this behaviour has previously been reported in
waitlist control design studies (Cunningham et al., 2013), the researcher identified other factors
that were more likely to explain these findings.

By examining external events that might explain these findings, it was noted that the
second data collection (Time-2) was conducted immediately after a 2-week holiday and 4
weeks prior to end-of-year external assessments. However, if either of these events were to
affect measures in the waitlist control group, it could be assumed a similar effect would be
found within the intervention group. Given this, it can be reasoned that if such events
negatively affected score levels, then the intervention program may have provided additional
support to the intervention group to assist them during this time. A more likely explanation for
these unexpected findings was mobility. The researcher established that many of the waitlist
control group participants (n = 7) were informed during the holiday break that they would be
moving country at the end of the school term. This premise aligns with the findings from Phase
1 of this study that reported the effects of mobility on wellbeing and resilience. The high
number of waitlist control group participants (28% of the participants) who completed the
preintervention data shortly after learning about their imminent mobility is therefore most
likely to have affected their measures on positive psychology constructs at that time. This could
also partly explain the large effect sizes found in the interaction effects reported across
wellbeing, student engagement, resilience, and mindfulness measures between the two groups.
This suggestion is also supported in the adjustment research reviewed for this study, which
highlights lowered psychosocial health and wellbeing in students when experiencing school
transition and adjustment associated with mobility (Whyte, 2016). Considering the external
events (e.g., mobility, assessments) identified at the time of the second data collection for
participants in the study, additional measures were employed in the study to ensure that robust
analysis was conducted. This included the incorporation of proxy-report measures in Research

Question 4 along with student narratives in Research Question 5.
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5.2.3 Results for Hypothesis 3b

To gain a better understanding of the effectiveness of the intervention program in the
study, the researcher assessed the effects of the intervention program for all participants from
both the intervention and waitlist control groups at both the postintervention stage (N = 39) and
the follow-up stage (N = 34). It was predicted there would be a significant positive increase on
wellbeing, student engagement, resilience, and mindfulness measures in participants from both
groups on completion of the intervention program (from preintervention to postintervention
stage), with the effects maintained at the follow-up stage (11 weeks later). These results were
expected given prior reviews reporting MBI benefits across all groups (e.g., Joyce et al., 2010),
with reported benefits maintained at follow-up stage (e.g., Sibinga et al., 2013).

A series of one-way repeated-measures ANOVA was conducted to address Hypothesis
3b. This statistical test, also known as a within-subjects ANOVA, is “an analysis of variance
conducted on any design in which the independent variable or variables have all been measured
using the same participants in all conditions (Field, 2018, p. 883). This is often used in
determining differences when the same participants are tested on three or more occasions with
the same dependent variable. In this analysis, the within-subjects factor was time
(preintervention stage, postintervention stage, and follow-up stage) and the dependent variables
included wellbeing, student engagement, resilience, and mindfulness.

Prior to analysis, total scores for Hypothesis 3b (wellbeing, student engagement,
resilience, and mindfulness) were assessed for normality and outliers. There were no outliers,
and the data were normally distributed for wellbeing and student engagement, as assessed via a
box plot and Shapiro-Wilk test (p >.05) respectively. Resilience measures were normally
distributed at the preintervention stage (p =.726) but not at the postintervention stage (p =.026)
or the follow-up stage (p =.011). Mindfulness measures were also normally distributed at the
preintervention stage (p =.533) and at the postintervention stage (p =.542), but not at the

follow-up stage (p =.006). Given ANOVA is fairly robust to deviations from normality and that
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the levels of the within-subjects factor were similarly skewed for all four dependent variables
(Field, 2018), the parametric testing was still considered appropriate to these mild violations.
Mauchly’s test of sphericity indicated that the assumption of sphericity had not been violated
for resilience, x%(2) = 1.24, p = .537, but it had been violated for wellbeing, x%(2) = 12.14, p
=.002, student engagement, y2(2) = 7.84, p = .020, and mindfulness, x*(2) = 7.23, p

=.027. Accordingly, Greenhouse—Geisser significance values were reported for wellbeing,
student engagement, and mindfulness. Descriptive statistics are detailed for the within-subjects
factor of time across the dependent variables in Table 5.6, and findings for each dependent

variable are now presented.

Table 5.6
Descriptive Results for the Independent Variable Across the Dependent Variables

Student
Variables Wellbeing Resilience Mindfulness
engagement
M (SD) M (SD) M (SD) M (SD)

Total participants (n = 34)

Preintervention time 3.42 (0.61) 20.73 (3.11) 17.29 (3.88) 21.32 (5.40)

Postintervention time 4.09 (0.42) 24.69 (2.40) 22.26 (3.38) 28.06 (4.01)

Follow-up time 4.13 (0.40) 24.62 (2.06) 22.97 (2.89) 29.94 (4.16)

5.2.3.1 Wellbeing. A one-way repeated-measures ANOVA was conducted to determine
whether there were statistically significant increases in wellbeing measures on completion of
the intervention program. Figure 5.5 shows the interaction between time and wellbeing for
participants. The MBI elicited statistically significant (a =.05) changes in wellbeing levels over
time for all participants, F(2, 66) = 58.18, p <.001, d = 2.66. The very large effect size reported
(e.g., d > 0.80; Cohen, 1988) highlights that wellbeing increased on completion of an MBI
program for participants, but it is important to note that such a large effect size could be a gross
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overestimate (Funder & Ozer, 2019). The marginal means for wellbeing scores for participants
were 4.09 (SD =.42) at postintervention stage, and 4.13 (SD =.40) at follow-up stage, compared
with 3.42 (SD =.61) at preintervention stage. Post hoc analysis with a Bonferroni adjustment
revealed that wellbeing levels statistically significantly increased from preintervention stage to
postintervention stage (M = 0.68, 95% CI [0.48, 0.87], p = <.001) but not from postintervention
stage to follow-up stage (/= 0.03, 95% CI [-0.10, 0.16], p = 1.00). These findings support
Hypothesis 3b, as wellbeing scores improved on completion of the intervention program and

were maintained at follow-up stage for participants.

Figure 5.5
Estimated Marginal Means of Wellbeing for Preintervention (Time-1), Postintervention (Time-
2), and Follow-Up (Time-3)
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5.2.3.2 Student Engagement. A one-way repeated-measures ANOVA was conducted
to determine whether there were statistically significant increases in student-engagement
measures on completion of the intervention program. Figure 5.6 shows the interaction between

time and student engagement for all participants. The MBI elicited statistically significant (o
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=.05) changes in student engagement over time for all participants, (2 ,66) = 73.10, p <.001,
d=2.98. The very large effect size reported (e.g., d > 0.80; Cohen, 1988) highlights that
student engagement increased on completion of an MBI program for participants, but again
caution needs to be applied to these findings given large effect sizes in small sample sizes can
be misleading (Funder & Ozer, 2019). The marginal means for student-engagement scores for
participants were 24.69 (SD = 2.40) at postintervention stage and 24.62 (SD = 2.06) at follow-
up stage, compared with 20.73 (SD = 3.11) at preintervention stage. Post hoc analysis with a
Bonferroni adjustment revealed that student-engagement levels statistically significantly
mcreased from preintervention stage to postintervention stage (M = 3.96, 95% CI [3.02, 4.90],
p =<.001) but not from postintervention stage to follow-up stage (M =—0.07, 95% CI [-0.80,
0.67], p = 1.00). These findings support Hypothesis 3b, as student-engagement scores improved
on completion of the intervention program and were maintained at follow-up stage for

participants.

Figure 5.6
Estimated Marginal Means of Student Engagement for Preintervention (Time-1),
Postintervention (Time-2), and Follow-Up (Time-3)
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5.2.3.3 Resilience. A one-way repeated-measures ANOVA was conducted to determine
whether there were statistically significant increases in resilience measures on completion of
the intervention program. Figure 5.7 shows the interaction between time and resilience for all
participants. The MBI elicited statistically significant (a =.05) changes in resilience over time
for all participants, F(2 ,66) = 68.01, p <.001, d = 2.87. The very large effect size reported (e.g.,
d > 0.80; Cohen, 1988) highlights that resilience significantly improved in participants on
completion of an MBI program; however, such a significant effect size may be a gross
overestimate as previously discussed (Funder & Ozer, 2019). The marginal means for resilience
scores for participants were 22.26 (SD = 3.38) at postintervention stage and 22.97 (SD = 2.89)
at follow-up stage, compared with 17.29 (SD = 3.88) at preintervention stage. Post hoc analysis
with a Bonferroni adjustment revealed that resilience levels statistically significantly increased
from preintervention stage to postintervention stage (M = 4.97, 95% CI [3.70, 6.24], p = <.001),
but not from postintervention stage to follow-up stage (M = 0.71, 95% CI [-0.57, 1.98], p
=.512). These findings support Hypothesis 3b, as resilience scores improved on completion of

the intervention program and were maintained at follow-up stage for participants.
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Figure 5.7
Estimated Marginal Means of Resilience for Preintervention (Time-1), Postintervention (Time-

2), and Follow-Up (Time-3)
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5.2.3.4 Mindfulness. A one-way repeated-measures ANOVA was conducted to
determine whether there were statistically significant increases in mindfulness measures on
completion of the intervention program. Figure 5.8 shows the interaction between time and
mindfulness for all participants. The MBI elicited statistically significant (o =.05) changes in
mindfulness over time for all participants, F(2, 66) = 58.06, p < .001, d = 2.66. The very large
effect size reported (e.g., d > 0.80; Cohen, 1988) highlights that mindfulness significantly
mmproved in participants on completion of an MBI program, but again caution needs to be
applied in interpreting this effect size given research suggesting such a high effect size could be
misleading (Funder & Ozer, 2019). The marginal means for mindfulness scores for participants
were 28.06 (SD = 4.01) at postintervention stage and 29.94 (SD = 4.16) at follow-up stage,
compared with 21.32 (SD = 5.40) at preintervention stage. Post hoc analysis with a Bonferroni

adjustment revealed that mindfulness levels statistically significantly increased from
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preintervention stage to postintervention stage (M = 6.74, 95% CI [4.86, 8.61], p =<.001), and
again from postintervention stage to follow-up stage (A = 1.88, 95% CI [0.03, 3.74], p =.046).
These findings support Hypothesis 3b, suggesting that mindfulness improved after the
intervention program and then continued to improve for all participants for a period of 11

weeks after the intervention finished.

Figure 5.8
Estimated Marginal Means of Mindfulness for Preintervention (Time-1), Postintervention
(Time-2), and Follow-Up (Time-3)
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5.2.3.5 Summary of Findings for Hypothesis 3b. Wellbeing, student engagement,
resilience, and mindfulness measures had significantly increased in participants (regardless of
group) on completion of the intervention program and were maintained at the follow-up stage
(see Figures 5.5-5.8 respectively). While measures for wellbeing, student engagement, and
resilience were maintained between postintervention and follow-up stage, findings showed that
mindfulness continued to significantly improve from postintervention to follow-up stage (see

Figure 5.8), providing evidence of the effectiveness of the program in promoting the trait of
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mindfulness in participants. These findings support Hypothesis 3b and provide additional
support, alongside the findings from Hypothesis 3a, of the benefits of an MBI program in

promoting optimal functioning in early-adolescent international students.

5.3 Research Question 4
How do teachers and parents of early-adolescent international students perceive the benefits of

the intervention program?

This section presents the findings from the quantitative data analysis that was used to
best address Research Question 4. This question looked to understand how parents and teachers
of early-adolescent international students perceived the benefits of the intervention program.
Quantitative data results are presented first for parents, followed by teachers. This analysis
provides additional information on the effectiveness of the intervention program (through proxy
reports) in addressing Hypothesis 4a. This section also presents unsolicited qualitative data the
researcher received from parents and teachers on completion of the intervention program by

their child/student.

5.3.1 Data Cleaning

Initial inspection of the data indicated there were incomplete data due to parent and
teacher retention rate along with their child’s/student’s retention in the program. Data were
collected from parents (n = 25) and teachers (n = 20) who had completed both the
preintervention measure and the postintervention measure. However, data were analysed only
on parents (n = 24) and teachers (n = 18) whose child/student had meet the minimal attendance

requirements of the intervention program (75% attendance rate; see Section 3.6.5.1).

5.3.2 Assumption Testing
A paired-samples t-test was identified as an appropriate method to analyse the data in
addressing Hypothesis 4a. The paired-samples t-test is used when there are two experimental

conditions, and the same participants take part in both conditions of the experiment (Field,
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2018). In the study design pertaining to this phase of the study, parents and teachers were to be
invited to complete a behavioural and emotional screening questionnaire on their child/student
at the beginning and end of the intervention program. However, time restraints restricted the
researcher from collecting additional follow-up data in this section of the study. In the paired-
samples t-test, the participants from both groups (intervention and waitlist control group) were
combined, and the experimental conditions were preintervention stage and postintervention
stage. The dependent variable examined the behavioural and emotional difficulties of the
child/student using the Strengths and Difficulties Questionnaire (Goodman, 1997).

Prior to analysis being conducted for Hypothesis 4a, total scores were assessed for
normality and outliers, and separate analysis was conducted for parents and teachers. In Table
5.7, descriptive statistics are detailed for both of the groups across the dependent variable. The
behavioural and emotional difficulties scores were considered normally distributed for parents,
with skewness and kurtosis ratios within the limits of +/— 3 and Shapiro-Wilk significance
values above.05 (preintervention p =.161, postintervention p =.402). Accordingly, a parametric
paired-samples t-test was conducted to compare preintervention and postintervention scores for

parents.

Table 5.7

Descriptive Results for Each of the Groups Across the Dependent Variables

Variables Behavioural and emotional difficulties score

M (SD)

Parent group (n = 24)
Preintervention time period 10.63 (5.98)
Postintervention time period 5.83 (4.21)
Teacher group (n = 18)
Baseline time period 3.67 (4.21)

Preintervention time period 2.61 (3.47)
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However, scores for teachers were positively skewed, with statistics outside these
recommended limits. The Shapiro-Wilk test of normality showed a violation at preintervention
test score (p =.002) and postintervention test score (p <.001) with teachers. Given this, the
Wilcoxon signed-rank test was conducted for teachers, as the data were not normally
distributed. This test can be considered as the nonparametric test equivalent of the paired-
samples t-test and can be used to determine whether there is a median difference between
paired observations of data for the same participants that is not normally distributed (Field,
2018). A critical assumption of the Wilcoxon signed-rank test is that the data needs to be
symmetrically distributed (Field, 2018). Visual inspection of the histogram confirmed the

symmetrical distribution of data collected for teachers.

5.3.3 Results for Hypothesis 4a

A statistically significant decrease in students’ behavioural and emotional difficulties
scores, as rated by parents and teachers separately, was predicted from preintervention to
postintervention stage. This prediction was guided by prior research findings on the reduction
in emotional and/or behavioural problems in students who had participated in a mindfulness
program as reported by their parents (e.g., Flook et al., 2010; van der Oord et al., 2012) and
teachers (e.g., Joyce et al., 2010; Schonert-Reichl & Lawlor, 2010).

5.3.3.1 Parent Data Analysis. A paired-samples t-test showed a significant mean
decrease of behavioural and emotional difficulties scores for participants of 4.79, 95% CI [2.51,
7.07], 1(23) = 4.34, p <.001, d = 0.89, as reported by their parents. The large effect size reported
(e.g., d > 0.80; Cohen, 1988) suggests similar findings could be expected in a replication of the
study; however, caution needs to be applied in interpreting such a high effect size given the
small sample size (Funder & Ozer, 2019). Figure 5.9 shows the parent means on their child’s

behavioural and emotional functioning from the preintervention to postintervention stage.
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Participant scores decreased from preintervention (M = 10.63, SD = 5.98) to postintervention
(M =5.83, SD = 4.21). These findings indicate perceived benefits in the behavioural and
emotional functioning of early-adolescent international school students who participated in the

mindfulness program as reported by their parents.

Figure 5.9

Teacher and Parent Behavioural and Emotional Difficulties Scores Across Time

5.3.3.2 Teacher Data Analysis. A Wilcoxon signed-rank test showed a mean decrease
in behavioural and emotional difficulties scores from preintervention (M = 3.67, SD = 4.21) to
postintervention (M = 2.61, SD = 3.47), but this difference was not statistically significant,
z=-1.93, p =.053, r = —0.32. Figure 5.9 shows the teacher means, alongside the parent means,
on students’ behavioural and emotional functioning from preintervention to postintervention
stage. Of the 18 teachers who participated in this analysis, eight participant teachers reported a
decrease in behavioural and emotional difficulties scores in students on completion of the

intervention program, and seven reported no change in score from preintervention to
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postintervention stage. These findings indicate an observed reduction by some teachers in
students’ behavioural and emotional functioning on completion of the program, but not for all
students. Participating teachers in the study were the students’ form teachers, and although they
saw the students each morning in form class, they may not have had any further contact with
them outside of the morning session. Given this, it can be argued that any benefit from the
intervention program may have been difficult for them to witness, given the possible short
contact they had with the student each day.

5.3.3.3 Summary of Findings for Hypothesis 4a. Parents reported a statistically
significant reduction in the behavioural and emotional difficulties score in their children on
completion of the intervention program. These findings provide support for Hypothesis 4a on
the benefits of the intervention program in supporting their child’s behavioural and emotional
development. There was also a nonsignificant decrease reported by the students’ teachers in the
behavioural and emotional difficulties score on completion of the program. Although this
difference was nonsignificant, the trend reported by teachers was in the right direction,
suggesting support for Hypothesis 4a. These findings from the students’ teachers suggest the
teachers may have been less sensitive than the parents to the changes in their students. This is
not unexpected when considering teachers need to manage a large number of students, whereas

parents focus solely on their own children.

5.3.4 Qualitative Data Analysis

The researcher also received unsolicited qualitative data through feedback provided by
parents (n = 11) and teachers (n = 2) on completion of the intervention program. All of this data
was received via emails sent to the researcher after the parents and teachers had completed the
postintervention questionnaire on their child/student. As the methodology design for Phase 2
did not include a qualitative data component with either parents or teachers, there is no

qualitative measure or data-collection design to discuss here. Despite this, the qualitative data
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received from parents and teachers provided additional depth to themes being explored on the
benefits of the intervention program, and therefore will be included here in addressing Research
Question 4.

5.3.4.1 Parent Feedback. All parent feedback received (n = 11) reported benefits from
the program for their child’s wellbeing. Parents spoke of their child’s positive affective
responses to the program (e.g., “he found it really useful” — R2; “she enjoyed the course” — R5;
“he must have enjoyed it if he was doing the optional exercises at home” — R8). Parents also
commented on improvements they perceived in their child psychologically (e.g., “he is sleeping
much better at night and doesn’t appear so anxious” — R11), emotionally (e.g., “she seems to be
a lot happier and relaxed” — R7), and socially (e.g., “she has two close friends leaving this
summer, and | think your program has helped her to work through her feelings about them
leaving” — R2). One parent also spoke of the cognitive benefits she perceived the program had
on her child (e.g., “her concentration, focus, attitude, and overall behaviour in doing her
homework has improved so much” — R1). These qualitative findings provide supplementary
support for the quantitative findings reported by participant parents in Section 5.3.3.1.

5.3.4.2 Teacher Feedback. Both teachers (n = 2) reported a benefit of the program with
their student in terms of engagement in their classrooms. Both students were reported to have
improved cognitive engagement (e.g., “he is more attentive in class and is more focused on
completing his assigned tasks” — T1), and one of the teachers commented that the behavioural
engagement of her student had also improved (e.g., “she will now sit quietly in class and not
walk around disrupting the other students” — T2). Both of these students to whom the teachers
were referring had been interviewed by the researcher and had reported similar cognitive
benefits from the program for them in class (e.g., “it mainly helped me with focusing in the
classroom” — P6; “I used finger breathing exercises when I felt worried in class, mainly before
assessments. Before the exercises, | would sit in class feeling anxious when the teacher was

explaining something and I didn’t understand it. I did the exercises, and I was able to calm
177



down and focus on the subject and not feel my mind was jumping about all over the place” —
P1). While there were no significant findings reported in the quantitative data received from
teachers (see Section 5.3.3.2), this qualitative teacher data suggests this area needs to be
explored further. An exploration of individual student experiences with the intervention

program will now be analysed to best address Research Question 5.

5.4 Research Question 5

What are the students’ experiences with moving and with the program?

This section presents the findings from the qualitative data analysis that was employed
to explore the participants’ experiences in moving as an international student and their
experiences with the intervention program. By employing semistructured interviews with
participants (n = 10), the researcher was able to better understand the participants’ subjective
experiences and attitudes (Perékyla & Ruusuvuori, 2018). As outlined in Section 3.6.4.2.2, the
interview commenced by exploring the student’s experiences with moving as an international
student (see Appendix W) to better understand how their experiences may have influenced their
psychosocial health and wellbeing. In doing so, the aim was to enrich the quantitative data
reported in Phase 1 of the study that identified lowered wellbeing and resilience levels in early-
adolescent international students who had recently arrived at the school/and or in the country.
The interview also explored the student’s thoughts on, and experience with, the MBI program.
This was done to enable the researcher to identify whether individual student experiences with
the program supported the quantitative data analysis findings on the benefits of the program in
Phase 2. The thematic coding employed and the veracity process undertaken will be presented
first, followed by a summary of the themes that emerged from the thematic analysis conducted

to best address Research Question 5.
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5.4.1 Thematic Coding

Quialitative data analysis is a continuous open-ended process (Creswell, 1998), and for
this study, it involved reading and rereading transcripts from the semistructured interviews with
participants and making notes. This approach to thematic coding has been well supported in
prior research by Braun and Clarke (2006), who outlined a series of steps necessary for
thematic coding analysis. This process has been mirrored in this research study (see Figure
5.10), which adopted an inductive thematic approach. With this approach, it is the researcher
who determines what constitutes a theme, and it involves reading through the data to let it
speak for itself (Braun & Clarke, 2006). During the reading process, the researcher reflects on
and identifies what is being assumed and then examines whether those assumptions and
positions are supported in the data analysed (Braun & Clarke, 2019). This process includes
continual revision because codes are developed using the words of the interviewees themselves.
The codes therefore express the perspectives of the individuals. Additionally, as this analysis
was part of a mixed-methods research design, further inductive codes were developed based on

the underlying concepts and guided by the interview questions.
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Figure 5.10
Flow Chart of Thematic Coding Analysis

Stage 1
Interviews were read and reread.
Initial notes were made, guided by the literature review and
interview questions framework.

L 2

Stage 2
Key concepts and rich text data were extracted.

Transcripts were colour coded to generate initial themes.
All transcripts were reviewed line by line.

L 2

Stage 3
Interview transcripts were reviewed with external researcher.
Themes and subthemes were reviewed and refined. along with rich
text narrative.

— S

¥

Stage 4
Following agreement with the external researcher, themes and
subthemes were defined, and a continual review process of all
interview transcripts was conducted.

Text data were collected from the interview transcripts and examined to identify

similarities and differences between participants. Given the small sample size, this was done

manually; it involved going through each line of the transcript and identifying key concepts and

rich text within each interview. This text was then broken into segments of information by the

researcher, and themes were allocated to each segment of text. This process mnvolved colour

coding different themes and making notes in the margins of the texts while concurrently writing

down any preliminary themes identified. Once all interviews had been coded in this format, the

similar and differing themes were written down along with supporting transcript from the

participant. This was a continual process, which involved revisiting and rereading each
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transcript several times to ensure that all themes had been identified and no rich text had been
overlooked. This open-ended review process enabled familiarity with the data and the related
themes across the interview transcripts. An independent researcher was employed to review
interview transcripts to ensure key concepts and rich text data had been identified
appropriately. The findings from the thematic analysis are reported in Section 5.4.3 via

narrative discussion along with visual representation of themes to explore Research Question 5.

5.4.2 Veracity of Qualitative Findings

Establishing appropriate strategies to demonstrate rigour in qualitative analysis in
research is necessary in order to establish a true process of inquiry (Morse, 2018). Verification
of the accuracy of qualitative findings can be conducted by examining whether the meanings
that emerge are both plausible and defensible (Huberman & Miles, 1994). The data collected in
the interviews in this study were therefore checked to ensure that the conclusions made were
reasonable and justifiable. Triangulation of the data is a process that involves multiple methods
in research to develop an understanding of the phenomena being explored (Creswell, 1998).
Comparing the interview data findings with the survey data findings in Phase 1 enabled
international students’ experiences with moving to a new school and/or country to be validated
through triangulation. Additionally, by comparing the interview data with the student, parent,
and teacher quantitative data reinforced support for the effectiveness of the MBI program and
therefore increased the construct validity of the interviews. In this way, the triangulation of data
provided depth to the interview content, which improved the rigour of data collected (Kelly,
2010). The researcher also triangulated the data by inviting four of the interviewed participants
to review the themes constructed by the researcher and to check them for authenticity. The
importance of different types of data being obtained from each of the data sources employed in

the study therefore enabled the data findings to supplement and reinforce the information
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gained from the quantitative data findings on the intervention program, as reported in
Hypotheses 3a and 3b.

To ensure reliability in the data analysis, an independent researcher was also employed
to code two of the interviews. This process is referred to as “interrater reliability” (Creswell,
1998). Comparisons were then made between the coding performed by the independent
researcher and the researcher’s coding to ensure consistency. Inconsistent coding was
discussed, and appropriate revision undertaken to ensure that the coders maintained a 90%
agreement rate. For example, the coders differed on the coding around the theme of “benefits
experienced from the mindfulness-based program”. The researcher had identified a subtheme of
“emotional benefits”, whereas the independent researcher had identified two subthemes:
“negative mental health trait benefits” and “positive mental health trait benefits”. However,
when the researcher explained why they had been themed together—through a context-focused
positive psychology lens—the independent researcher accepted the reclassified subtheme. A
sample of an interview transcript and corresponding themes and subthemes is provided in
Appendix Y as an example of another process used in this study to demonstrate rigour of
qualitative analysis employed (Roberts et al., 2019).

The interviewer was also the researcher/facilitator in the study, which enabled her to
draw on prior interactions and shared experiences with the interviewees throughout the course
of the program and thus facilitate improved engagement and trust during the interview. During
the course of the program, the researcher had developed a good rapport and rich relationships
with each of the interviewees. This was important because research shows that resistance in the
interview process can often be due to a lack of rapport between the interviewer and interviewee
(Frey, 2018). The researcher was also mindful of the teacher—pupil relationship that she had
with the interviewees. The researcher was no longer conducting the program at the school at the
time of the interviews, and it was envisaged that this may reduce the impact of a power

relationship (Baumfield et al., 2008). During the interviews, the researcher also spoke about her
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own experiences in moving to a new country and about her own mindfulness practices. By
sharing aspects of her own identity in the interview, the researcher aimed to minimise the
power imbalance with the interviewee (Frey, 2018). However, she was conscious to keep this
brief to minimise priming the interviewee. Additionally, the researcher shared the intent of her
research with the interviewees and provided detailed information on how data was stored and
how confidentiality was protected to minimise the power imbalance (Frey, 2018). The
researcher also acknowledged she may have had potential preconceptions prior to the
interviews. Given this, she undertook to ensure that she maintained neutrality in her verbal and
nonverbal behaviour throughout the interview. An example of this was that she maintained a
consistent voice intonation when asking questions to ensure she would not be perceived as
implying anything to the interviewee (Frey, 2018).

The semistructured interview format also allowed for flexibility during the interview,
enabling the researcher to follow up on themes identified by the interviewee as important. This
process gave the researcher a greater chance to become visible as a knowledge-producing
participant in the process itself, which can provide more valuable information than hiding
behind a preset interview guide (Brinkmann, 2018).

Additionally, the researcher has a long-standing mindfulness practice and has completed
the mindfulness-based stress-reduction course and MiSP. Given a personal mindfulness
practice has been identified as important for the successful delivery of a mindfulness program
(Segal et al., 2002), this places the researcher as an expert in the field and provides greater

depth to the qualitative data analysed.

5.4.3 Results for Research Question 5
This research question looked to explore the students’ experiences with moving as an
international student and with the intervention program. In doing so, it was envisaged the

findings would provide depth and context to the quantitative data findings reported in this
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study. This section synthesises and illustrates the themes and subthemes that emerged from the
thematic analysis. The analysis focused on two main areas from the interviews—(a) student
experiences with moving as an international student and (b) student experiences with the
intervention program—the purpose being to better understand how the intervention program
may support international school students.

5.4.3.1 Students’ Experiences With Moving as an International School Student.
The purpose of the first part of the interview was to seek a better understanding of international
school students’ experiences with moving, given the lowered levels of psychosocial health and
wellbeing reported in Phase 1 of this study. When asked about their experiences with moving
as an international student, all participants spoke of their age when they arrived in Singapore,
where they had moved from, and for some participants, the different countries they had resided
in (e.g., “I was born in Ohio where I lived for 4 years. Then | moved to Singapore for 1 year
before my mum got a job in South Korea. We lived there for 3 years and then moved back to
Singapore when | was about 9 or 10 years” — P9).

The minimum number of international moves made by the interviewed participants was
to two different countries (n = 2), and the most moves between countries was five (n = 3).
Participants reported having attended three to five different schools in their schooling life.
Three of the participants had been at the current school for less than 6 months, with the longest
period of time attending the school by any participant being a three-year period (n = 5). All
interviewed participants knew approximately how much longer they would reside in Singapore,
and referred to “home” as the place where they were born or where family were residing. When
exploring participant experiences with moving, three themes were identified, which are visually

represented (see Figure 5.11) with narrative discussion in the following three subsections.
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Figure 5.11

Visual Representation of Students’ Experiences in Moving as International Students

Students’ experiences with moving
as international school students

l

Perceptions of Experiences of Support strategies
moving moving with moving

5.4.3.1.1 Theme 1: Perceptions of Moving. Participants’ responses on how they
perceived moving to a new school and/or country highlighted mixed thoughts and feelings. All
participants expressed negative emotional feelings when considering what moving may mean
for them. These feelings, which included being worried or scared about an upcoming move,
were generally based around the uncertainty that lay ahead for them in social relationships (e.g.,
“I remember thinking I will feel scared when I start to think about what school will I go to, who
will be my friends” — P1; “I think I will be worried about missing my good friends” — P5), and
more general thoughts about not knowing what the move would entail (e.g., “I had a lot of
friends there, and I didn’t know anyone in Singapore or what to do when I got there. I
remember thinking the move would be difficult for me” — P10; “I have been to Cambodia, and I
remember thinking Singapore would be the same with high poverty and awful places to live” —
P7). Students also commented on feelings of sadness they believed they would face when
moving (e.g., “I think I will feel terrible; I will feel really sad. I wish I was staying a few days
after school finishes to do proper farewells” — P6; “I think I will be unhappy leaving friends

here when I move” — P3).
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However, six participants also considered the move to a new country with positive
emotional thoughts and feelings, including excitement (e.g., “I think I will be excited seeing my
new house” — P3) and curiosity about their new life and what it might be like (e.g., “I
remembered wondering what it would be like living in a country where | could swim all year
round” — P7; “I didn’t know Singapore was a place. I was wondering what it was going to be
like” — P8). For these six participants with mixed emotional feelings, their positive thoughts at
the outset when thinking about moving were replaced with negative thoughts over time (e.g.,
“at the beginning I didn’t think it was going to be too bad and | was really excited, but now
[that] I know everything | know it won’t be easy” — P6).

5.4.3.1.2 Theme 2: Experiences of Moving. All participants spoke of the negative
emotions and feelings they had experienced when moving to a new school and/or country. The
psychosocial developmental changes that occur during early adolescence may be a possible
causation for some of these identified challenges by participants. These included feelings of
sadness they experienced when either they moved or a close friend moved. These feelings were
centred around loss of friendship (e.g., ““I feel sad as I have been their friend since starting” —
P2; “I was really upset leaving my friends” — P4; “It makes me really sad that my friend has
just left” — P5; “I cried a lot — | didn’t want to leave my school and friends” — P8). Feelings of
homesickness and loneliness were also experienced (e.g., “talking with my friends from my old
school makes me feel homesick and lonely at times” — P1; “I feel homesick for the life back
home” — P7; “Mum was so busy with setting up house she couldn’t spend as much time with
me” — P8).

Five participants also reported feeling overwhelmed in adjusting to the move (e.g., “I
was overwhelmed, as the school was a lot bigger than my old school” — P9; “I couldn’t believe
I had to learn a different curriculum and that I had to sit exams two weeks after starting” — P8;
“a lot of our belongings were lost in the move; it was devastating. ... lots of our memories were

lost, we didn’t know what to do” — P10). Three participants also spoke of the disconnection to
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their family unit experienced as a result of moving (e.g., “my sister will stay behind and board
at school, which is not great” — P9; “Dad has to stay here with work for another 6 months or so,
which is sad” — P3; “my father had to stay behind for a few months, which made us feel a bit
lonely” — P10). Only two participants spoke positively of their experience of moving (e.g.,
“now that I am here I don’t want to go back” — P8; “when I came here I thought it was
marvellous, like being on a tropical holiday” — P7).

5.4.3.1.3 Theme 3: Support Strategies With Moving. Considering the negative thoughts
associated with the perception of moving, along with the negative emotional feelings
experienced by participants with moving, the interviewer explored whether participants had any
strategies to support them. Nine participants identified individual strategies they had used, or
were intending to use, when they had negative thoughts or feelings regarding moving. When
probed by the interviewer, all participants said they had not been offered any school-based
strategies to support them with moving. Three participants spoke of strategies that they, in
conjunction with their parents, had identified may provide support to them with moving. The
other six participants spoke of strategies they themselves had identified could help with
negative thoughts or feelings associated with moving.

Six participants said staying connected with people socially could help them when
experiencing lowered emotional feelings when missing friends (e.g., “I use social media to
reconnect with old friends, which has helped when I feel sad” — P1; “we still keep in contact
with each other, so I don’t feel so alone” — P5; “I’m not so worried now that we have shared
emails and phone numbers, as | know that will help us keep in contact ” — P2; “I am planning to
get everyone’s numbers to keep in contact, which makes me feel less anxious” — P3). One
participant also identified the importance of finding connection within a school group to help
her feel a sense of belonging in her new environment (e.g., “I am trying lots of different
activities and I am still trying to find my thing with sport, as | know finding like-minded

students will help me” — P1).
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The interviewer also explored with participants whether they had identified any aspects
of the mindfulness-based program that could be useful when experiencing negative thoughts or
feelings about moving. Three participants spoke about having already employed some of the
mindfulness exercises they had been taught during the program to support them with negative
feelings they had recently experienced with moving (e.g., “I used to try to block thoughts or
images of my past life in Shanghai out; now | do some finger breathing to help me settle my
emotions down” — P1; “I did a beditation [e.g., a particular mindfulness practice taught to the
students during the program] on the plane last week and it helped me ... it slowed my breathing
down and helped me feel a bit more settled saying goodbye to X” — P6). Six other participants
identified aspects of the program that they could use in the future to support them with moving
(e.g., “I might try the 7/11 or mindful eating exercise when saying goodbye to everyone ... it
could help me feel a bit better” — P2; “I could do a .b to help me feel that this is happening, but
it’s not always going to be bad ... it will help me cope with that feeling” — P5; “I think I will do
some deep breathing and beditations before I start at my new school ... I think it will help me
feel less worried” — P7). Four of the participants also spoke about using mindfulness exercises
to help them stay present rather than engaging in thoughts related to their upcoming move (e.g.,
“I will probably use some of the exercises to remind myself that [ have x amount of time left,
and | want to spend it having fun with friends and not spend it worrying about when | leave and
being really scared” — P4). These participants recognised that by staying in the present moment
it “will allow me to be more relaxed and clear my mind, rather than being overwhelmed as |
over think everything about the move” (P9). These participant voices suggest a mindfulness
program may offer support to international students with negative thoughts or feelings they
may perceive, or experience, associated with moving.

5.4.3.2 Students’ Experiences With the Intervention Program. The second stage of
the interview explored individual students’ experiences with the intervention program. The

researcher sought to better understand how students responded to the program and whether they
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identified any benefits from the program for their psychosocial health and wellbeing. The
interviewer also explored which aspects of the program the participants enjoyed the most as a
means to inform future program development and implementation. Qualitative analysis
generated three themes and subsequent subthemes, which are visually represented in Figure

5.12, with narrative discussion on each in the following subsections.

Figure 5.12

Visual Representation of Students’ Experiences With the Intervention Program

Students’ experiences with the
mindfulness-based
intervention program
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Note: Main themes are shaded in grey, and subthemes are shaded in white.

5.4.3.2.1 Theme 1: Affective Responses to the Program. Participant responses to the
mtervention program were explored to gain an understanding of whether the program had been
viewed favourably by participants. This was important, because participants would need to
view the program positively if it were to be presented to them as a suitable support strategy for
the future. All 10 participants voiced positive responses to participating in the program, with
some participants describing the program as “enjoyable” (P1), “relaxing” (P3), “helpful” (P4),
and “fun” (P8). Six participants provided further insight into why they enjoyed participating in
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the program (e.g., “it gave me something new to try” — P1; “there were lots of different aspects
I took out of it” — P7; “I learnt a lot of things from it, which I can use, like, later on” — P9), and
two participants explained how they found the program interesting (e.g., “we learnt about lots

of different techniques” — P10; “it was interesting trying something new” — P4).

5.4.3.2.2 Theme 2: Benefits Experienced From the Program. All participants
identified benefits they had experienced from participating in the program that could improve
their psychosocial health and wellbeing. In exploring how the program was beneficial to them,
the participants spoke about aspects of their lives that they felt had improved as a result of
engaging in the mindfulness exercises they had been taught in the program. Participants
outlined psychological, emotional, social, and cognitive benefits they experienced when doing
the mindfulness exercises, and these four subthemes will be explored below. These findings
also validated parent and teacher voices reported in Sections 5.3.4.1 and 5.3.4.2 respectively,
which outlined psychological, emotional, social, and cognitive benefits they had identified in
their child/student as a result of participation in the program.

Psychological Benefits. Eight of the participants spoke about the psychological benefits
to their mental health, which they experienced as a result of participating in the program. These
included increased positive mental health traits in their mood (e.g., “I think I have become a bit
more optimistic” — P10; “I now take the good things in ... feel grateful” — P5; “I felt more
certain that the GCSE exams would go okay” — P7) and/or a reduction in negative mental
health traits, such as worry (e.g., “I am not putting so many negative thoughts stuck in my
head” — P4). Four participants spoke of experiencing improved sleep since participating in the
program (e.g., “doing the beditation has stopped me worrying when I’'m lying in bed at night; |
just fall asleep” — P6; “it has also helped with sleep, as I couldn’t get to sleep. I had lots of
thoughts going on in my head and didn’t feel tired. Doing the breathing exercises helped the

thoughts just go away” — P6). Two participants also spoke of increased energy levels after
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participating in the program (e.g., “I just feel like I can get more things done now” — P4), and
one participant described improved physical health (e.g., “I took up yoga after the program. It’s
really good; | feel a lot stronger from it” — P10).

Emotional Benefits. All participants spoke of the emotional benefits they experienced
from participation in the program. These included increased positive emotions, as described by
eight of the participants, with feelings including gratitude (e.g., “it makes me feel more grateful
when doing the exercises” — P5), calmness (e.g., “I feel more relaxed ... and calm” — P3;
“doing the exercises made me feel calmer” — P6), happiness (“I have not always been very
happy, and | feel a lot happier since I finished the program” — P8), and optimism (e.g., “I am
more confident that I can do it” — P5). All 10 participants identified a reduction in negative
emotions as a result of the program. They described feeling less stressed (e.g., “I’m feeling less
stressed before big events” — P6), less worried (e.g., “it helped me to forget about worrying
thoughts and not focus on the past” — P1; “I was feeling that it was a bit too much as the exams
were getting closer and revision practice was increasing. | did some of the exercises to help me
feel less worried” — P6), and less frustrated when they were doing a mindfulness-based exercise
(e.g., “at home when my sisters are annoying me, | do one of the exercises, and it helps me feel
less bothered by them” — P9).

Social Benefits. Six participants spoke of the social benefits they experienced from
participating in the program. These benefits included an increased sense of belonging, more
self-confidence in social interactions, and improvements in conflict resolution in interactions
with peers. The six participants all spoke about the sense of connectedness they experienced
socially with peers as a result of participating in the program (e.g., I felt closer with the other
students by doing the program” — P1; “it was good knowing I wasn’t the only person interested
in mindfulness” — P4; “hearing my friend’s thoughts about certain things ... made us closer as
friends” — P10), including across different year levels (e.g., “it was interesting to see what the

Year 6’s thought. | thought what they thought was quite similar to us, which was quite cool to
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see there were more similarities between us than I thought” — P9). Two participants identified
that participation in the program had encouraged friendship opportunities for them (e.g., “I
wasn’t close to anyone in my form class ... I think it has helped having girls from my form do
the program as I am able to now talk to them more” — P8; “there was a new boy in my class ...
during the program | began talking to him and then found we had similar interests” — P2).
Three participants also identified that the program had helped them socially when experiencing
conflict issues with friends (e.g., “it has helped me with friendships when we get into fights ...
with the breathing exercises I am able to allow my thoughts and emotions to settle down” — P4;
“if I have an argument with my friend, it is a bit easier for me to forgive them now” — P3), and
two participants described increased self-confidence in their social interactions with peers (e.g.,
“I now feel more confident especially in my relationships with the students in my class” — P7;
“I feel more confident talking to people I wouldn’t have talked to previously” — P2).

Cognitive Benefits. Seven participants outlined benefits that could be associated with
enhanced student engagement and academic learning as a result of engaging in the program.
Improvements in concentration and focus were described by the participants since participating
in the program (e.g., “I concentrate on my thinking a lot more” — P10; “it helped me to find a
focus, especially in lessons” — P4). These participants explained how their concentration had
improved (e.g., “I did mindfulness exercises on days when I was tired and [when] my head felt
all over the place when I was studying. I couldn’t concentrate on the question, so I decided to
clear my head before I went on. ... Doing the breathing exercises made me feel more relaxed,
and I found it easier to do my work and just get on with it” — P3; “some days | kept drifting off
in class and not listening to my teacher. Doing the finger breathing exercise helped me to keep
focus more easily in the lessons” — P4). Five of the participants also outlined how engaging in
the mindfulness exercises they were taught in the program had helped them in revising and
sitting school assessments (e.g., “I felt stressed waiting to go into the classroom for the exam,

so I did a finger breathing exercise” — P5; “when I was studying Chinese my brain felt all
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cramped, so | did a FOFBOC [e.qg., a particular mindfulness practice taught during the
program] to help me get more focused” — P8).

5.4.3.2.3 Theme 3: Useful Aspects of the Program. To inform future program
development and implementation, the interviewer also explored with participants which aspects
of the program appealed to them the most. This was important to consider, given the varied
mindfulness programs on offer and the different format and structure of each program.
Identifying which components of the program the students identified as useful can help to
ensure any new mindfulness programs developed are effectively tailored for this age group. All
10 participants identified the mindfulness-based exercises the facilitator taught them were the
most helpful part of the program. Of the different mindfulness-based exercises, the breathing
exercises and body-scan exercises were described by participants as having the most benefit
(e.g., “T always felt doing the FOFBOC or 7/11 exercise were the best in making me feel less
worried” — P7). Other mindfulness-based exercises that the participants described finding
useful were the .b practice, finger breathing, beditation, and mindful eating exercises. Seven
participants also identified the group discussion component of the program, in which students
spoke about their own experiences with the topic being explored, as useful to them, as “it was
helpful hearing about other people’s worries” (P2). Four participants also identified the
animation clips shown in the program as helpful, because “the animations got through the
points in very interesting ways” (P10). The worksheet component of the program was identified
as the least enjoyable aspect of the lesson, with five participants describing the worksheets as
confusing and of no value (e.g., “I couldn’t figure out how to write them” — P2; “I found it
more effective talking than writing it down” — P3). Additionally, the optional homework
exercises were completed by just a few participants and only sporadically, indicating this aspect
of the program was not identified as useful by participants.

5.4.3.3 Summary of Findings for Research Question 5. A triangulation approach to

this research design enabled different information to be elicited from the interview data to
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supplement and reinforce the information gained through the quantitative data findings reported
in Phase 1 and Phase 2 of the study. These findings provide context with regard to why lowered
wellbeing was reported in early-adolescent international students who had recently arrived at a
new school and/or country, considering the negative thoughts or feelings the participants
perceived or experienced associated with moving. These findings are also important in that they
constitute the first narrative conducted with early-adolescent international school students to
better understand how the students’ experiences with moving have influenced their
psychosocial health and wellbeing. Given the negative implications of moving as perceived or
experienced by the participants, the need to provide better support to these students is
necessary. In exploring support strategies with the participants, the lack of current support
programs available to these students was clear, highlighting the need to offer better wellbeing
support to students within the international school sector.

Given that participants identified the mindfulness-based program as providing support
to them when dealing with negative thoughts or feelings associated with moving, the program
is an obvious choice to consider as a school-based supportive program. Additionally, all
participants spoke of psychosocial health and wellbeing benefits associated with having
participated in the program, and similar findings were reported in addressing Research
Questions 3 and 4, thus providing evidence-based research on the suitability of the program to
support this cohort of students. Further support for the program was provided through
participants’ affective positive responses to the mindfulness-based program, indicating that
future mindfulness programs would be well received and well regarded. Information provided
by the participants regarding which aspects of the program they felt were the most useful to
them can also be drawn upon for future program development to ensure that the aspects of the

program identified as the most useful are incorporated.
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5.5 Conclusion and Significance

This chapter has reported on the findings from Phase 2 that addressed Research
Questions 3, 4, and 5 in this sequential explanatory mixed-methods design study. These
questions were developed following the findings reported in Phase 1 of the study that
highlighted lower levels of wellbeing, behavioural engagement, and resilience measures in
early-adolescent international students newly arrived at the school and/or in the country.
Considering these findings, Research Questions 3, 4, and 5 aimed to examine whether a school-
based mindfulness intervention program may provide support to this cohort of students.

Support for the mindfulness-based program in improving the psychosocial health and
wellbeing of early-adolescent international students was reported through the quantitative
findings of Research Question 3. Findings from Hypotheses 3a and 3b reported increased levels
across wellbeing, student engagement, resilience, and mindfulness in students on completion of
the MBI program. Additional support for the program was found in the proxy data analysed
from students’ parents and teachers for Research Question 4. Parents reported improved
behavioural and emotional functioning in their child after participation in the program (see
Hypothesis 4a) and provided information on how they felt the program had helped their child
(see Section 5.3.4.1). Teacher feedback reported a nonsignificant reduction in behavioural and
emotional difficulties scores in their students on completion of the program, alongside
cognitive-engagement and behavioural-engagement benefits reported in qualitative data
findings. Furthermore, through the qualitative findings addressing Research Question 5, support
for the program was found that provided rich contextual information on how the MBI was
beneficial to the students in improving their psychosocial health and wellbeing.

These findings are relevant considering not only the lowered wellbeing, student
engagement, and resilience levels reported in students who were newly arrived to the country
and/or school in Phase 1 but also the contextual information provided by students on their

experiences of moving to a new country, as explored in Research Question 5. This information
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highlights that school transition and adjustment—a common and recurring experience within
this student group—may affect an early-adolescent international student’s ability to function at
an optimal level. Therefore, it is important to identify a school-based program that can provide
support to this student group, and to the wider international school community, to enable them
to continue to thrive during periods of school transition and adjustment. The findings reported
in this chapter highlight a mindfulness-based program could be a suitable program to
implement within international schools to better support this cohort of students and the wider
school community. The implications of the findings reported in Phase 1 (Chapter 4) and Phase
2 (Chapter 5) will be discussed in the next chapter to provide context to the findings through a

positive psychology theoretical lens.
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Chapter 6: Discussion

The research aims of this study were twofold. The first aim was to expand the
knowledge of wellbeing, student engagement, and resilience in early-adolescent international
school students. The second aim was to examine whether an MBI program could promote
psychosocial health and wellbeing with this cohort of students. The impetus for the study
stemmed from the high rates of mobility and transition reported within the international school
sector and the minimal research conducted in the field to date. Applying a positive psychology
lens, the study aimed to examine how early-adolescent international students can thrive and
flourish at an international school in Singapore despite the adjustment difficulties they
experience. In doing so, the study addressed conceptual limitations in the field of research to
date by examining these constructs at the same time in a single study and identifying the
importance that contextual factors may also play. The study also provided empirical evidence-
based research on MBIs with early-adolescent students, which is relevant considering the
limited research conducted on MBIs with this age group. It is envisaged that this thesis may
provide a starting point whereby greater awareness, support, and advocacy emerges to enable

early-adolescent students to thrive within the highly mobile international school sector.

6.1 Introduction

This chapter is structured into sections that summarise the research undertaken in this
study. Firstly, in order to provide context to the study results, it begins by outlining the research
aims and the methodology employed in all phases of the research design. The key findings of
both phases of the study are then presented. Phase 1 findings are outlined first, followed by
Phase 2 findings. Next, the chapter highlights the theoretical contributions of the study,
followed by implications for the fields of international education and MBI research. Lastly, the

chapter identifies the limitations of the present study and provides recommendations for future
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research in the field. The chapter concludes with the significance of the findings for theory,

research, and practice.

6.2 Methodology Summary

Guided by the literature review, a sequential explanatory mixed-methods design was
employed for this study, as outlined in Chapter 3. This particular research approach was
adopted given the limited research conducted in this field to date. It included a two-phase
process, with the findings of the first phase of the study used to inform the second phase of the
design. Data from both phases were then triangulated to confirm and validate the study
findings.

A survey design was employed in the first phase of the study to better understand
wellbeing, student engagement, and resilience in early-adolescent international students. This
design also examined the effect that contextual factors may have on these constructs. These
quantitative findings highlighted a cohort of students who may be at risk given the effect that
contextual factors had on their capacity to thrive and flourish. Student narratives were then
collected after these findings were analysed (in Phase 2) to better understand individual
students’ experiences with mobility and transition. As limited research has been conducted in
this field to date, the inclusion of quantitative and qualitative findings enriched the information
gathered on the optimal functioning of this cohort of students. This design also addressed
methodological limitations in the field of wellbeing research with international school students
from a reliance solely on self-report data (McKeering et al., 2021), proxy measures (Higgins &
Wigford, 2018), or qualitative data (Whyte, 2016).

Considering the at-risk cohort of students identified in the first phase of the study, an
MBI program was proposed in the second phase of the study as a possible strategy to support
this student cohort. The program was implemented with a smaller cohort of students who had

participated in the first phase of the research. The second phase of the study employed a
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randomised waitlist control mixed-methods design in order to understand the effects of an MBI
on students’ psychosocial health and wellbeing. Quantitative data from students who
participated in the program were collected at preintervention, at postintervention, and at a
follow-up period 11 weeks later. Quantitative data were also collected through proxy measures
with the students’ parents and teachers at preintervention and postintervention periods. This
design approach enabled the effect of the MBI over time to be examined across the positive
psychology constructs of interest. Semistructured interviews were also conducted with students
on completion of the MBI, with the qualitative findings confirming and enriching the
quantitative data findings reported in the study. This design method also addressed
methodological limitations identified in MBI research with this age group (McKeering &

Hwang, 2019).

6.3 Key Findings: Phase 1
This section summarises the findings from Phase 1 of this study, which reported an
interrelated association between the positive psychology constructs examined and the

contextual effects of these constructs.

6.3.1 Interrelated Association Between Wellbeing, Student Engagement, and Resilience
Positive significant associations were reported across most of the wellbeing, student
engagement, and resilience constructs examined in early-adolescent international students in
this study. These findings are consistent with prior research reported with tertiary-aged
international students that showed a positive association between the constructs of wellbeing
and student engagement (Pietarinen at al., 2014), wellbeing and resilience (Sabouripour &
Rosland, 2015), and student engagement and resilience (Pidgeon et al., 2014). The strongest
associations were found between the wellbeing subscales in the study, which is consistent with
Seligman’s PERMA model (Seligman, 2011), which identifies the interdependent nature

between wellbeing subscales. Weak to moderate positive associations were found across most
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of the other constructs examined, suggesting any improved level of measure in any one of the
constructs may be linked to an improved level in one of the other constructs investigated in
early-adolescent international students. These findings provide new information on the
interrelated construct association found between the positive psychology constructs examined
in this study and suggest increased levels in any one of these constructs may have broader
benefits for the early-adolescent international student across other constructs that can help them
thrive and flourish. Although the study was limited to examining three positive psychology
constructs, the findings suggest that an interrelated association may also be found across other

positive psychology constructs with this cohort of students.

6.3.2 Contextual Effects on Wellbeing, Student Engagement, and Resilience

Contextual factor effects were found across wellbeing, student engagement, and
resilience constructs in the study. These findings highlight that wellbeing, student engagement,
and resilience are dynamic and fluid constructs in early-adolescent international students,
dependent on different contextual factors. These findings provide new information on the effect
of contextual factors across these constructs with early-adolescent international students.
Findings from the contextual factors examined in this study are reported in the following
subsections.

6.3.2.1 Mobility Factors and Wellbeing and Resilience. Findings showed lowered
wellbeing (e.g., connectedness and engagement) and resilience levels in early-adolescent
international students who had been at the school for less than a 12-month period. Findings also
showed lower resilience levels in students who had lived in the country for less than a 2-year
period. Medium effect sizes were reported for each of these results, suggesting practical use of
the findings (Funder & Ozer, 2019). The findings are consistent with prior research on the
effects of mobility on wellbeing reported with international tertiary-aged students (e.g.,

Cemalcilar & Falbo, 2008) and in the international school sector (e.g., Hurem et al., 2021).
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While the findings from this study align with the limited research conducted on the effects of
mobility on wellbeing within the international school sector, they were found to contradict the
findings from one study, conducted by Higgins and Wigford (2018), which described high
levels of student wellbeing in international school-aged students. However, the disparity
between these findings in the two studies may be attributed to the different research methods
employed, with Higgins and Wigford (2018) relying on teacher proxy data to measure student
wellbeing as opposed to self-report data as used in this study. The differences reported may
therefore be attributed to possible distinct perspectives held by students and teachers regarding
student wellbeing. However, the cross-sectional design employed in this study prevented the
effects of mobility on the constructs of interest being examined over time. Such research may
be valuable considering recent longitudinal findings suggesting that the effects of mobility may
have even longer-term effects on wellbeing in international school students than is suggested in
this study (Hurem et al., 2021).

The quantitative findings on the negative association between recent arrival at school
and feelings of being valued, loved, supported, and engaged for early-adolescent international
students were also confirmed in the qualitative findings from Phase 2 of the study. Student
narratives highlighted the negative thoughts or feelings the students had perceived or
experienced associated with moving. These narratives included negative emotional feelings of
being worried, sad, and lonely from the loss of friendships and the disconnection from social
and community groups as a result of moving. These findings are consistent with, and further
elaborate on, prior qualitative findings (e.g., uncertainty, related conflict with peers) conducted
with international students (McLachlan, 2007; Whyte, 2016). These findings also provide
context regarding why a student recently arrived at a new school and/or country could be
reporting lower levels of wellbeing.

These findings are important, considering turnover rates in international schools are

described to be from 25% to 30% annually (1ISC, 2019; Whyte, 2016). Given this, the findings
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suggest that a large number of early-adolescent international students arriving at a new school
and/or country each year may be experiencing lowered wellbeing and resilience levels. This
highlights a potential cohort of students who may benefit from support, given their heightened
risk for psychosocial health and wellbeing issues as they transition and adjust to a new school
and country. These findings therefore contribute to the limited empirical evidence-based
research conducted on the effects of mobility on wellbeing with international school-aged
students by highlighting a cohort of at-risk students. They also elaborate on prior research
findings by highlighting key information regarding a period of time in which this student group
may benefit most from support. The findings also provide new information on the effects of
mobility on resilience in early-adolescent school students. This knowledge will necessitate
international schools becoming responsive in providing support programs or strategies for new
students, ideally within the first 12 months of their commencement at the school. This
information is also pertinent considering research with international school educators has
highlighted that many did not identify their school as having in place an effective strategy to
support newly arrived students (Higgins & Wigford, 2018).

These findings can also be understood considering the interrelated associations found
among the constructs examined in this study. This is evident in the reported effect of mobility
across both wellbeing and resilience constructs but not with student engagement. These
findings contradict research in the international tertiary sector that reported lower levels of
student engagement in students recently arrived in the country (e.g., Van Horne et al., 2018).
This new information suggests that other contextual factors may moderate the effect that
mobility may have on student-engagement levels between the two student groups. In
considering the different educational environments attended by these two student groups (e.g.,
larger student sizes, reduced contact hours, and changes to assessment style in the tertiary
sector), it is suggested that a myriad of different contextual factors may moderate the effects

reported between the groups. These findings highlight that other contextual factors may
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moderate the potential effect of mobility on the interrelated positive association found between
the positive psychology constructs examined in this study. This information suggests that the
nature of the interrelated association between positive psychology constructs is dynamic and
fluid, and may be moderated by various relevant contextual factors.

6.3.2.2 Demographic Factors and Wellbeing and Student Engagement. The findings
showed that age had an effect on wellbeing with this cohort of students. Lower levels of feeling
happy and optimistic were reported in the older-aged students in the study (e.g., students aged
12-14 years compared with students aged 10 years), which aligns with prior research on the
effect of age on wellbeing during early adolescence (WHO, 2016). No age effects were
reported across student engagement and resilience constructs, thus providing new information
to the limited research conducted in this field of research. Gender was also found to effect
student engagement, with being male related to lower levels of behavioural engagement. These
findings align with other gender research on behavioural engagement in school-aged students
(Bru et al., 2021). However, no gender effects were reported across wellbeing and resilience
constructs; these findings contradict earlier research that reported lowered wellbeing was more
prevalent in females during adolescence (Hartas, 2019; White et al., 2022; WHO, 2020). It also
differs from research carried out with tertiary-aged international students that reported lowered
wellbeing levels in females (Alharbi & Smith, 2018; Rhein, 2018). These contradictory
findings indicate that additional research may be necessary to identify any gender effects across
positive psychology constructs with international school-aged students and suggest a limitation
in this study given that only one school participated.

This knowledge is important in the field of research, considering that the medium to
large effect sizes reported provide practical significance to the findings (Funder & Ozer, 2019).
As such, it provides international educators with new empirical information on specific student
groups who may benefit most from additional support. Specifically, strategies could be

employed to promote higher levels of wellbeing in older-aged early-adolescent students in the
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classroom (e.g., 12-14 years) and in improving behavioural engagement in males. These

demographic findings not only provide important information on how age and gender may

affect the constructs of interest but also highlight how the interrelated association between

positive psychology constructs may change depending on different demographic variables. This

information again suggests that the interrelated association between wellbeing, student

engagement, and resilience constructs are dynamic and dependent on different contextual

factors in early-adolescent international students.

6.3.3 Significance of Phase 1 Findings

To recap, the significance of the findings derived from Phase 1 is summarised in the

following points:
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Findings highlight an interrelated positive association between wellbeing, student
engagement, and resilience constructs in early-adolescent international students.
This is the first time these constructs have been examined simultaneously in a single
study with this cohort of students and suggests any improved measure on any one of
these constructs may offer broader benefits across other constructs.

Findings highlight the effect that contextual factors have on these constructs,
providing new knowledge on the complexity and dynamic nature of these constructs
and the value of including a comprehensive conceptual framework to examine these
constructs.

Mobility factors reported lowered wellbeing and resilience levels in early-adolescent
international students newly arrived at the school and/or in the country. These
findings provide new knowledge on a group of students who may benefit from
additional support and considered timing on when such support should be provided.
Demographic factors reported lowered wellbeing levels in older-aged early-

adolescent students and lowered behavioural student-engagement levels in males.



These findings provide new knowledge, which may assist educational professionals

working with these students.

6.4 Key Findings: Phase 2
This section summarises the findings from Phase 2 of this study, which reported the
effects from an MBI program on the psychosocial health and wellbeing of early-adolescent

international students.

6.4.1 MBI Program and Wellbeing, Student Engagement, Resilience, and Mindfulness

Quantitative findings reported increased levels of wellbeing, student engagement,
resilience, and mindfulness in the intervention group on completion of the MBI program
compared with the waitlist control group over the same period of time. The findings also
showed increased levels of all constructs of interest for all participants on completion of the
program. Furthermore, at a follow-up period 11 weeks later, the findings showed that the
increased levels reported on completion of the MBI program had been maintained or improved.
These findings are consistent with prior research (e.g., Feldman et al., 2014; Padhy et al., 2020)
that reported increased levels of psychosocial health and wellbeing in students on completion of
an MBI program. They also align with research on the long-term benefits of MBIs (Lassander
et al., 2021). However, caution needs to be applied when interpreting these quantitative
findings, given that Funder & Ozer (2019) have suggested the very large effect sizes are a gross
overestimate and are rarely found in a large sample or replication of the study.

The inclusion of qualitative findings in the study partly addressed this concern and
provides additional support for an MBI program in promoting psychosocial health and
wellbeing in this student group. Qualitative analysis identified that the benefits students
perceived from participation in the program included psychological, emotional, social, and
cognitive benefits. These findings align with prior qualitative research on the benefits of MBIs

in school-aged students (e.g., Bannirchelvam et al., 2017; Langer et al., 2020). Students also
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voiced positive responses to participation in the program and provided insights into which
aspects of the program they found most useful. This suggests high levels of student engagement
in the program and provides valuable information on ways to improve future MBI programs.

Additionally, the inclusion of parent and teacher quantitative findings revealed reduced
levels of behavioural and emotional difficulties in their child/student on completion of the
program. These findings complement earlier research on the effects of MBIs in enhancing
psychosocial health and wellbeing in school students as reported by parents (Flook et al., 2010)
and teachers (Schonert-Reichl & Lawlor, 2010). Although the difference reported in the teacher
data findings was nonsignificant, the trend was in the right direction, providing support for the
program. However, these teacher findings suggest limitations in the inclusion of teacher data on
student wellbeing when the teacher may have limited contact with the student during the course
of the school day, as was the case in this study. This possibility could also be used to explain
the variations in teachers’ perspectives on student wellbeing reported in Higgins and Wigford’s
(2018) study. Given that Zenner et al.’s (2014) research, which used teacher ratings, also
reported low effect sizes in MBIs on student wellbeing, future research examining student and
teacher perspectives on student wellbeing in the same study in greater detail could be of
benefit. Nonetheless, all of the different findings reported provide support for an MBI program
in promoting psychosocial health and wellbeing with this student group.

These findings contribute to research in the field by addressing the need for school-
based programs that could promote wellbeing, student engagement, and resilience in early-
adolescent international students (McKeering et al., 2021). The inclusion of different data
measures in examining the effectiveness of the MBI program also provides new information to
the field of research. It is the first time that student quantitative and qualitative data findings,
alongside parent and teacher data findings, have been included in the same study on MBI
research with early-adolescent international students. The findings also address several

methodological limitations identified in MBI research with this student age group to date
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(McKeering & Hwang, 2019; see Section 2.2.2.2). By doing so, the findings provide empirical
evidence-based research to the limited field of research conducted on MBIs with early-
adolescent students.

The findings also reported a significant reduction in all constructs of interest in the
waitlist control group in the self-report data from baseline to the preintervention time period
(prior to them participating in the intervention program). These unexpected findings provide
further empirical evidence on the effects of mobility on positive psychology constructs. The
reported decrease in the positive psychology constructs examined with the students occurred
shortly after a high percentage of the students (28%) were advised they were soon to be moving
to a new country. Additionally, for those students not relocating, their relationships with those
peers who were soon to move suggest they may also have been affected by the news of friends’
imminent relocations. The lowered levels of positive psychology constructs reported at that
time therefore validate the findings from Phase 1 of the study on the effects of mobility on
wellbeing and resilience constructs. They also align with findings from the literature review
that highlighted psychosocial changes during early-adolescence may exacerbate adjustment
difficulties with this age group. Similarly, the findings validate the student narratives collected
in Phase 2 of the study, which explored the negative feelings and thoughts students perceived
or experienced with respect to moving. These findings with the waitlist control group, while
unexpected, align with the findings from Phase 1 by identifying a group of students who may

benefit from additional support.

6.4.2 Significance of Phase 2 Findings

To recap, the significance of the findings derived from Phase 2 is summarised in the
following points:

e Student data findings, alongside parent and teacher data findings, provided support

for an MBI program in promoting psychosocial health and wellbeing in early-
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adolescent international students. This is the first time these data measures have
been combined in MBI research with early-adolescent students.

e Student qualitative data findings provided support for the acceptability of an MBI
program for this cohort of students and provided valuable information regarding
which components of the program the students found beneficial—information that
can be used to enhance future MBI programs.

e These findings are important in addressing the need for support programs to be
delivered to this at-risk group of students, given findings reported in Phase 1.

e The findings address methodological limitations of prior MBI studies and contribute
empirical evidence-based research to the limited research conducted on MBI studies

with early-adolescent students to date.

6.5 Contributions and Implications From the Study
The study findings contribute to theory in the field of research in several ways. The
findings also raise implications for the international education sector and for mindfulness-based

research—implications that are discussed in the following section.

6.5.1 Theoretical Contributions

The study began by examining three positive psychology constructs identified as having
a positive association with adjustment in tertiary-aged international students, including
wellbeing (Hilario et al., 2014), student engagement (Shoshani et al., 2016), and resilience
(Oyeniyi et al., 2021). The inclusion of these constructs together in a single study has advanced
the field of research by highlighting the significance of the constructs specifically within the
international school sector. Additionally, the promotion of these positive psychology constructs
in the second phase of the study has provided new information on ways to foster positive
transition and adjustment in early-adolescent international students. In doing so, the study

addressed a gap in the research field to date, as the majority of research conducted on
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adjustment with international students has centred on negative developmental outcomes (e.g.,
Gruman et al., 2008; South et al., 2007). The focus on promoting positive psychology
constructs, as opposed to examining negative psychological outcomes, provides a step forward
in examining ways to foster optimal functioning in this student group despite the high rates of
mobility they experience.

However, the inclusion of only three positive psychology constructs in the study
narrows the findings of the research because it fails to recognise other important constructs that
may be relevant. For example, self-esteem, hope, and optimism have all been reported to have a
positive association with successful adjustment in tertiary-aged international students (Jackson
et al., 2013). Additionally, social constructs such as perceived social support (Alharbi & Smith,
2019) have been reported to have an effect on adjustment with tertiary-aged international
students. Therefore, the study not only contributes to research in the field by examining three
positive psychology constructs together for the first time in a single study, it also acknowledges
that many other constructs may be pertinent to consider in understanding adjustment in early-
adolescent international students. Future studies may benefit from incorporating other relevant
constructs in this field of research.

Next, the interrelated positive association found between wellbeing, student
engagement, and resilience constructs in the study provides a theoretical contribution on the
importance of promoting any one of these constructs. As positive psychology is the study of
strengths that enable an individual and community to thrive and flourish (Seligman, 2011), the
interrelated association found between these constructs aligns with the many identified positive
life skills that can promote optimal functioning for the individual (Seligman, 2019). These
findings highlight that any improvement across one of these constructs may result in an indirect
improvement across another important positive psychology construct to promote optimal
functioning within this student group. This information is important given that the minimal

research conducted to date with early-adolescent international students has failed to recognise
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the broader implications that may arise from the promotion of positive psychology constructs in
this student group. Considering the high rates of mobility experienced by this student group,
this information suggests that increased levels in one positive psychology construct may result
in the promotion of additional positive life skills that may be valuable to this student group
during periods of transition. This new information highlights that optimal functioning of early-
adolescent international students will be facilitated through the promotion of any one of these
positive psychology constructs. These findings also suggest that similar interrelated positive
associations may be expected across other positive psychology constructs and could be
explored further. However, the cross-sectional design of this study prevented the establishment
of causality; therefore, it is unknown whether these associations would remain stable over time.
Future research may benefit from employing a longitudinal design to examine causality
between other positive psychology constructs.

The study also provides a theoretical contribution to the field of research by identifying
the effect that contextual factors may have on positive psychology constructs and the
interrelated association between these constructs. Findings identified a cohort of early-
adolescent international students who may benefit from additional support, given the effect that
contextual factors had on their capacity to thrive and flourish. These findings provide new
information on the effect of mobility and demographic factors on positive psychology
constructs with this cohort of students. They also contribute to theory on the significance of
different mobility factors within this student group. While three different mobility factors were
examined in the study, the mobility factor of number of international moves was found to have
no effect on wellbeing, student engagement, or resilience constructs in this study. This was
unexpected given that research with domestic school-aged students reported number of school
moves had a negative effect on positive psychology constructs (Herbers et al., 2013). These
findings suggest that there may be some mobility factors more relevant to consider when

examining optimal functioning of early-adolescent international students. Future research may
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benefit from examining the effect of mobility factors over time and identifying which mobility
factors may be most relevant with early-adolescent international students.

Additionally, while the study was limited to examining mobility and demographic
factors, the findings contribute to theoretical development by acknowledging other contextual
factors that may affect the interrelated association between positive psychology constructs. This
assertion is underpinned by examining the differences reported between early-adolescent and
tertiary-aged international students with regard to the effects of mobility on student
engagement. The disparity between these findings suggests other contextual factors may
moderate the effects of mobility on student engagement across the two groups. Considering the
different educational environments attended by both student groups, there could be many varied
factors that could influence student-engagement levels. For example, international school-aged
students frequently go to an international school that has a culturally mixed cohort of students
and teachers and offers an internationally regarded curriculum, such as the international
baccalaureate program. This is in contrast to tertiary-aged international students, who may
discover they are in the cultural minority with an unknown national curriculum to traverse.
Additionally, the discrepancy in gender-effect findings on wellbeing between early-adolescent
and tertiary-aged international students corroborates this notion. These findings suggest there
are many contextual differences that need to be considered in this field of research and that the
association between constructs will continue to be of a dynamic and fluid nature. This premise
is also supported in research with international tertiary-aged students that has examined other
contextual factor effects (e.g., ethnicity; Kim, 2011) on psychosocial health and wellbeing
constructs. Considering the limited contextual factors included in the study, future research
may benefit from the inclusion of other contextual factors in examining optimal functioning of
early-adolescent international students.

The study findings also provide theoretical contributions to mindfulness literature as

pertinent to the field of education. Mindfulness programs in schools is still an emerging field of
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research, particularly within the early-adolescent student age group. The findings in this study
provide support for such a program in promoting the psychosocial health and wellbeing of
students in aspects such as psychological, emotional, cognitive, and social outcomes.
Furthermore, research highlighting the positive association between these outcomes and
learning outcomes for the individual (Bucker et al., 2018) suggests long-term benefits from
MBI programs in schools. Considering mindfulness programs can be delivered in schools
universally, minimising costs and reducing stigma, the study findings provide valuable

information on the benefits of mindfulness, specifically within the field of education.

6.5.2 Implications for the International Education Sector

The study findings contribute new knowledge to sustain and enhance learning within the
international education sector. Considering the positive association that wellbeing has on
learning outcomes, including intrinsic motivation, academic achievement, and school
satisfaction (Bucker et al., 2018), the promotion of wellbeing in this study has significant
implications within the field of international education. As fostering student learning and
growth is a predictor of future educational outcomes for a student (Wang & Degol, 2014), the
findings highlight the potential long-term benefits of wellbeing for the early-adolescent
international student. Additionally, improving wellbeing and learning outcomes for the student
may have broader implications in fostering a more inclusive and supportive school community
(Bucker et al., 2018). This information is pertinent considering recent strategies by countries to
improve student experiences within the international education sector (Australian Government
Department of Education, Skills, and Employment, 2021; Government of Canada, 2019; United
Kingdom Government Department for International Trade & Department for Education, 2021).
It is also relevant considering the call for organisations to improve wellbeing in young people
(United Nations, 2015; WHO, 2017, 2020). Therefore, by promoting psychosocial health and

wellbeing constructs, the study not only potentially contributes to enhanced learning outcomes
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within the international education sector but also addresses the need for greater advocacy of
wellbeing programs for early-adolescent students.

The significance of wellbeing within the international education sector is even more
relevant today, given the impact that the COVID-19 pandemic has had on international
students. Approximately 1.2 billion children from 186 countries experienced school closures in
2020 due to the pandemic (Li & Lalani, 2020), with closures in some countries spanning almost
2 years (e.g., Uganda, Bolivia, India, and Nepal; UNESCO, 2022). With the move to online
learning during this period, peer-to-peer and student-to-educator interaction was important,
particularly given the association between such interaction and student satisfaction and learning
progress during online learning (Lin et al., 2017). However, interaction with peers and teachers
may be more difficult for an international student who is reporting lower levels of engagement
and connectedness. This may therefore affect learning outcomes for international students
during periods of online learning. This notion aligns with feedback from international school
educators who identified one of the greatest challenges during periods of online learning during
the pandemic was establishing authentic peer-to-peer and student-to-educator interactions with
their globally mobile cohort of students (Doll et al., 2021). While it is too early to understand
the impact that school closures and online learning may have had on long-term learning
outcomes with international students, research suggests those with lowered engagement and
connectedness may report poorer learning outcomes (Organisation for Economic Cooperation
and Development, 2017). This information contributes to international education research by
suggesting that adjustment may be even more complicated as a result of the effect of online
learning on learning outcomes for these students. These findings not only raise awareness of a
group of students who may benefit from further support but also highlight the importance of
examining learning processes in supporting early-adolescent international students during

periods of adjustment.
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6.5.3 Implications for Mindfulness-Based Intervention Research

The study addressed the need for MBI research to be conducted specifically with early-
adolescent students, given the limited empirical evidence-based research conducted with this
age group of students (McKeering & Hwang, 2019). In doing so, it addressed some of the
methodological limitations identified in MBI research to date and the need for program delivery
to promote wellbeing with international students (Thomas et al., 2021). By bridging the gap in
the limited information on MBI research conducted with both early-adolescent students and
international students, the study findings provide information to enable better support for this
student group.

Given that previous findings have been inconsistent, with some reporting that MBI
dosage may moderate effects on psychosocial health and wellbeing constructs (Dunning et al.,
2019), which contradicts with other review findings (e.g., Klingbeil et al., 2017), this study
contributes to the field by providing new information on MBI dosage effects with this age
group. MBI dosage was increased in this study by extending the 10-lesson .b program to 16
lessons, which is the first time an increased dosage of the .b mindfulness program has been
examined with this age group. Findings reported positive effects on psychosocial health and
wellbeing constructs from the 16-lesson .b mindfulness program in this study, which
contradicts with prior research findings on the 10-lesson .b mindfulness program with the same
age group of students (e.g., Johnson et al., 2016, 2017; Johnson & Wade, 2021). The findings
also align with MBI research with another mindfulness program delivered, the Learning to
Breathe (L2B) program, which found that dosage of the program moderated the effects
reported in adolescent students. For example, no effects were reported in a 7-lesson program
(Felver et al., 2019) and only moderate effects were reported in a 9-lesson program (\VVolanen et
al., 2020) compared with significant effects reported in an 11-lesson (Bluth et al., 2016) and 12-
lesson L2B program (Fung et al., 2016). These findings provide empirical evidence for the

notion posited by several researchers (e.g., Johnson & Wade, 2019; Volanen et al., 2020) that
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younger-aged adolescents may benefit from increased classroom dosage of mindfulness in an
MBI program.

Student qualitative findings also provide new information on components of the
program they engaged with, which can be used to inform the development of future MBI
programs. For example, while student narratives highlighted several .b practices they enjoyed,
the mindful breathing exercises were identified as the most frequently used practice. Support
for mindful breathing as an effective mindfulness practice has recently been reported in other
MBI research with adolescents (Schussler et al., 2021), suggesting the importance of including
this practice over other practices (e.g., mindful walking or eating practices) in future MBI
programs with this age group. This is also valuable to consider in light of adopting a long-term
whole-school approach to promote optimal functioning with this student group. By employing
mindful breathing in the daily lives of these students, mindfulness can be integrated into regular
classroom activities in a developmentally appropriate manner (Tan, 2016). This is relevant
given that sustainability of practices after an intervention is necessary to support positive
outcomes (Bergomi et al., 2015). Employing short mindful breathing exercises during the
school day, such as on re-entering the classroom after lunchbreak, may provide a feasible and
easy way to continue to incorporate mindfulness practices into the school routine on completion
of the program.

Furthermore, findings provide new information on how MBI practices may specifically
support those experiencing mobility and transition. Student narratives identified they had
employed, or were likely to employ, the mindfulness practices as a way to regulate their
emotions when experiencing negative thoughts or feelings associated with moving.
Specifically, they reported using the practices to help them feel more settled when experiencing
difficulties, such as when saying goodbye to friends when moving. These findings contribute to
MBI research by recognising that, through the MBI program, students acquired specific skills

they could employ to foster their own psychosocial health and wellbeing. This information has
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implications regarding the suitability of MBI programs in supporting other groups experiencing

transition and adjustment.

6.6 Limitations of the Thesis

General limitations exist with the study, including the real-world constraints associated
with conducting research within educational settings. These include limitations in student
recruitment and attrition in the study. As participation was voluntary, requiring both parent and
student consent/assent, and the MBI program was only offered as a lunchtime elective, the
students who participated in the study may not have been representative of all early-adolescent
students at the school. In addition, only one international school participated in the study.
Considering this, selection bias may have occurred, as participants from the study may not have
represented the target population. Additionally, limitations exist given that the small sample
size in the study may have decreased statistical power (Creswell, 2015). Future research would
need to include early-adolescent international students from international schools across a range
of countries before any conclusions could be generalised to the wider international school
sector. An increased level of student participation from more schools in future research would
also address the limitations associated with the small sample size in this study. Additionally,
findings may be limited due to attrition during the study and exclusion of participants from data
analysis who did not attend the minimum number of lessons required (as outlined in Section
5.2.1). It could be argued that students who did not attend the minimum number of MBI lessons
did so for a particular reason (e.g., dissatisfaction with the program), and exclusion of this
information in the data findings omits valuable contextual information. Future research may
benefit from additional analysis to explore attrition in more detail.

Limitations also exist in the research design of the study. For example, while the
pragmatic research approach adopted for this study enabled the researcher to incorporate

numerous factors in the research, determining how to order different types of data collected and
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when to proceed in the sequential design was difficult. Time constraints were also imposed by
the school on when research could be conducted. Given this, a cross-sectional design was
employed by the researcher in the first phase of the study because it could be implemented in
the short time frame allocated by the school to complete that phase of the research. However,
this design prevented the researcher from examining effects over time. Future research may
benefit from a longitudinal design to better examine causality and effects over time on the
constructs of interest.

Finally, the role of the researcher in the study may have attributed to social desirability
bias in the findings reported. As the researcher not only delivered the intervention program but
also conducted the interviews with students, it is possible students adapted their answers to be
more socially acceptable to the researcher. In this study, the researcher made special effort to
minimise such bias by engaging in a supportive and open dialogue with the participants. This
included asking open-ended questions, sharing aspects about her own experiences, and ensuring
neutrality in her verbal and nonverbal behaviour throughout the interviews. Future research
may minimise the risk of social desirability bias by recruiting an independent person to conduct
the interviews. However, the strong rapport established between the researcher and students
during the program and interviews was also identified as an advantage in gathering rich data

during the course of the interview (Frey, 2018).

6.7 Future Research Directions

The findings and theoretical contributions of the study can be used to inform future
research in the field. Such research may benefit from expanding the conceptual framework
proposed in this study. This could be done by reframing the idea of adjustment in future
research with early-adolescent international students. While the notion of adjustment in this
research has been largely confined to examining the psychological processes of adjustment, the

expansion of this framework to include other processes would provide a more comprehensive
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framework. A future conceptual model of adjustment with early-adolescent international
students may benefit from the inclusion of learning as a process, alongside social and
psychological processes. With such an inclusion, a more complex framework of how early-
adolescent international students may thrive during periods of transition and adjustment could
be examined through academic/cognitive, social, and affective dimensions.

An expanded model could aim to include other constructs identified as relevant in the
adjustment of early-adolescent students within the international school environment. This
includes examination of other positive psychology constructs that have been identified as
relevant to adjustment, such as self-esteem, hope, and optimism. It also encompasses social
processes that may affect adjustment, including perceived social support and students’
interactions with peers and teachers. Additionally, learning processes should be examined given
the association between positive psychology constructs and learning outcomes and the disparity
identified in the different learning processes between school-aged and tertiary-aged
international students (e.g., class sizes, online learning, new curriculum). By expanding the
notion of adjustment with early-adolescent international students to include relevant constructs
in learning, social, and psychological processes, a broader overview of the research problem
could be examined.

Future research in the field may also benefit from addressing some of the
methodological limitations identified in this study. For example, increasing the sample size in
future research would result in greater statistical power to examine how other contextual factors
may moderate or mediate the effect of an MBI on the constructs of interest. This could include
examining the effect of an MBI on wellbeing (e.g., engagement and connectedness) and student
engagement (behavioural engagement) subscales, which were identified as relevant in Phase 1
of this study. Subsequent research could also benefit from identifying whether there may be
more appropriate measures to use with this cohort of students. For example, the newly created

PASS tool (GL Education 2020) for measuring student engagement and wellbeing may be more
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relevant given that it has been designed specifically for use with international students.
Additionally, future research should aim to identify whether a more suitable proxy measure
could be employed to collect parent and teacher data, as the behavioural and emotional
functioning construct measure used in this study (e.g., Strengths and Difficulties Questionnaire;
Goodman, 1997) does not aim to promote positive mental health traits within a positive

psychology framework.

6.7.1 Mindfulness-Based Intervention Research

Considering the differences reported across the studies that have implemented the .b
mindfulness program, and the variations in intervention dosage in these studies, future research
could benefit from examining this particular mindfulness program further. A meta-analysis
with the four studies that have to date employed the .b mindfulness program with early-
adolescent students may provide valuable information on differences between the studies.
Future MBI research with this age group may also benefit from examining specific elements of
an MBI program to determine which facets of the program (e.g., observing, describing, acting
with awareness) may influence the constructs of interest. Additionally, a comparison of
different elements of an MBI program using a dismantling design (Jacobson et al., 1996) could
determine which components of the program may benefit the student. For example, one group
could participate in the complete .b mindfulness program employed in this study, while another
group could participate in a shorter program that includes all the mindfulness exercises of the .b
program (e.g., experiential learning) but without the teacher-led PowerPoint slides used in the
.b program for each lesson (e.g., didactic learning). This design could provide information on
the extent to which each of the program components adds value (Ciarrochi et al., 2016). In
considering future MBI research with international students specifically, introducing mobility
as a moderator variable may help to determine the strength of MBI effects on positive

psychology constructs dependent on the period of time the student has attended the school
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and/or resided in the country. This could also be employed with other contextual effects
identified as relevant in the field of research in order to better understand how individual

contextual factors may moderate the effect of an MBI program on constructs of interest.

6.8 Conclusions

This thesis aimed to better understand and promote wellbeing, student engagement, and
resilience in early-adolescent international students given the high rates of mobility and
transition they experience. Adopting a sequential explanatory mixed-methods design, the study
aimed to address a gap in adjustment research with this cohort by identifying constructs that
may promote optimal functioning in this student group. In doing so, it identified the importance
of wellbeing, student engagement, and resilience constructs, given their association with each
other and with adjustment. The study also identified a cohort of students who may be at risk,
given mobility and demographic contextual factors. This knowledge provided justification for
the implementation of an MBI program in this study as a possible strategy to support this
student group. The MBI was reported to promote psychosocial health and wellbeing in students
who participated in the program, suggesting it may foster optimal functioning within this
student group.

The study findings provide theoretical contributions to the field of research. The
identification of positive psychology constructs provides new information on ways to support
early-adolescent international students with adjustment. In doing so, the study addresses
conceptual limitations within the international education sector to date, which has largely
centred around negative psychological factors. By identifying relevant constructs that can
promote optimal functioning in early-adolescent international students in a single study, this
research provides new information on ways to enable this student group to thrive and flourish,
despite the ongoing adjustments they experience. The interrelated association between these

positive psychology constructs, and the effect that contextual factors have on wellbeing, student
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engagement, and resilience in early-adolescent international students, bridges the gap in the
limited research conducted in this field to date. It also highlights the dynamic and fluid nature
of these constructs with early-adolescent international students. Although the study only
examined mobility and demographic factor effects, the differences reported between this study
with early-adolescent students and prior research with tertiary-aged international students
suggests there may be different contextual factors that affect these constructs differently
between the two student groups.

The findings are also important in the field of international education research. By
identifying a cohort of at-risk students and a period of time in which they may benefit most
from support, this study provides new information to the field of research. It also highlights the
need for international schools to be responsive to this knowledge by delivering programs and
strategies to support this student group. Identifying ways to support these students with the
thoughts or feelings they experience during mobility and transition can positively influence
their experiences as an international student. This is important to consider given that many
countries are considering ways to enhance and sustain growth within the international
education sector. Identifying an at-risk cohort of students and providing effective strategies to
promote their experiences as international students is a step forward in facilitating such growth.
Additionally, given the positive association reported between wellbeing and learning outcomes,
the promotion of constructs in this study may not only contribute to positive long-term
educational outcomes for the individual students but also foster a more positive learning
environment within the international school they attend. In this way, the study findings
highlight possible long-term benefits associated with supporting this student group within the
international school sector.

The study also provides practical information for educational professionals working
with early-adolescent international students. As the .b program was identified as a suitable

program to promote psychosocial health and wellbeing in the students, it provides an empirical
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evidence-based approach to support this at risk cohort of students. The program also offers a
cost-effective and universal way for international schools to support all students to thrive within
their highly mobile school environment. The study findings offer practical information on
dosage of the program and the mindfulness practices students engaged with the most
frequently. This provides practical information on ways international educators can embed the
program into regular classroom activities to promote long-term outcomes with students.
Although an MBI program is only one possible strategy that could be employed to support this
student group, it also provides a path forward in advocating for better support programs to be
implemented with this student group.

In conclusion, the empirical findings from the study contribute valuable information on
ways in which early-adolescent international students can thrive in the highly mobile
international school environment. Recommendations from the study may also inform future
research within the international school sector and in the field of mindfulness-based research.
The research findings of this thesis provide practical and cost-effective strategies for
policymakers and practitioners within the international school sector to better support this
student group, at least until more solid empirical-evidence-based research is conducted in this
field. As such, this study can ultimately inform policy development within international schools

and strengthen psychological, social, and educational support for young people in this sector.
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Appendix A: Summary of MBI Studies With Early-Adolescent School Students

Appendices

Study Design Participants Objective Measures Type of Results
measure
Arthurson (2015) Mixed-methods design 30 students from Year To explore whether a Student self-report  Student self-  Different activities appealed to
with single group 7 at a private school mindfulness-based school  questionnaire report different students, with a few
program: activities not being well regarded by
(age range 11-12 Smiley-face Interview the majority
years) e  would be useful for emotion with
children in dealing evaluation sheet facilitator Flexibility in duration and scheduling
with their emotions, and teacher of the program was identified as
and Postprogram important by the teacher and

e would offer activities
that were suitable for
use, suitable in a
classroom
environment, and offer
long-term usage
beyond the
intervention duration

interview with
school counsellor
and teacher

Classroom
observations by
teacher and
researcher

Student
classroom
observations

facilitator

A suitable space is important for
delivery of the program

Students identified practices learnt
could be helpful in managing future

emotions

Experience of facilitator is important
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Study Design Participants Objective Measures Type of Results
measure
Bames, Davis, Pre—post randomised 73 middle-school To evaluate the effects of a  Resting SBP Physical Between-group comparison:
Murzynowski, &  design with active students from four mindfulness program on measures
Treiber (2004) control group science classes ata resting and ambulatory DBP e  Only the mindfulness group
public school blood pressure and heart Student self- showed significant decreases in
The control group rate HR report (1) resting SBP and (2) daytime
undertook health (M = 12.3 years, after-school ambulatory SBP,
education SD =0.6; 47% Height and weight DBP, and HR
females)
Spielberger Anger
(intervention group Expression Scale
n = 34; health and
education control Neighbourhood
group n = 39) Stress Index
Self-report on
physical activity
Bemay, Graham, Pre-, post-, and 3- 124 elementary To examine the effects ofa Mindful Student self-  Within-group comparison:
Devcich, Rix, &  month follow-up school children from  mindfulness-based Awareness report
Rubie-Davis mixed-methods 3 New Zealand intervention on student Attention Scale for measure e No increase in mindfulness
(2016) design without control ~ schools aged 9-12 wellbeing Children between baseline and
group years (M =11.14, Teacher postintervention but an increase at
SD =1.18; 51% To understand the students  Stirling Children’s  observations 3-month follow up
females) perception of the program  Wellbeing Scale recorded in (Partial 2 =.05, p =.005)
journals
Teacher e Significant increase in student
observation of Student wellbeing postintervention but
student behaviour  interviews return to baseline at 3-month
(n=06) follow up

Student interview

(Partial n2 =.04, p =.008)

Changes to mindfulness were
positively related to changes in
wellbeing

(r=.38, p<.001)

Student interviews: Active
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Study Design Participants Objective Measures Type of Results
measure
engagement and acceptability of the
program, and positive social-
emotional benefits
Teacher observations: Improvement
in student behaviour and classroom
climate
Britton, Lepp, Pre—post randomised 101 sixth-grade To examine the effects of a  Youth Self Report ~ Student self- Between- and within-group
Niles, Rocha, control trial with active  students from two nonelective mindfulness- report comparison:
Fisher. & Gold control group consecutive years in based intervention on Modified
(2014) an independent mental health and affectin ~ Spielberger State-  Student e A reduction in both suicidal
(Intervention = Asian Quaker school middle-school children Trait Anxiety journal entry ideation (likelihood ratio = 7.73, p
history class with Inventory — Child =.005) and affective disturbance
mindfulness; Active (M =11.79 years, Version (Cohen’s d =.41, p =.05) found

control = African
history class +
experiential activity)

SD = 0.41; females
46%)

Cognitive and
Affective
Mindfulness Scale
— Revised

Student journal
entries

only in the mindfulness group

® No significant changes in
mindfulness among any groups
over time (Cohen’s d =.00, p
=78)

Both groups showed improvements
on internalising problems,
externalising problems, attention
problem subscales and affect
measures, but no difference in
magnitude between the groups
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Study Design Participants Objective Measures Type of Results
measure
Costello & Pre—post mixed- 63 children from sixth To examine the effects of  Student self- Student Significant reductions found in
Lawler (2014) methods design grade in two schools daily mindfulness-based reflection journals  interviews students’ perceived stress levels
at risk of practice on perceived stress recorded after (n=16) (p <.001) postintervention
socioeconomic levels in primary school each session
exclusion in Dublin children at risk of Teacher Thematic analysis identified 5 key
socioeconomic exclusion Semistructured interviews themes:
(age range 11-12 interviews with n=2)
years; 73% females) To explore children’s students and e Conceptualisation of stress
perspectives on teachers Student self- e Awareness
mindfulness programs and report e Self-regulation
outcomes PSS-10 e (Classroom regulations
e Addressing future stress
Johnson, Burke, Pre-, post-, and 3- 308 students from To assess whether an MBI ~ Negative affect: Student self- Between-group comparison:
Brinkman, & month follow-up Year 7 (one public could be replicated in an DASS-21 report
Wade (2016) randomised control primary school) and Australian school context e No improvements in all outcome
design with control Year 8 (three public independent of program Weight and shape variables at post-and follow-up
group and one private high developers, and to examine concern: EDE-Q time intervals for the intervention
school) from urban its effect on anxiety, group compared with the control
The control group coeducational schools  depression, and eating Wellbeing: group (Cohen’s d = from.01
undertook normal disorders in early- WEMWBS t0.28. p >.05)
curricular lessons (M = 13.63 years, adolescent students
(pastoral care and SD =0.43; 48% Mindfulness: e  Anxiety was higher in
community projects) females) To examine whether any CAMM intervention group for males at
benefits were moderated follow-up (Cohen’s d =22, p
(intervention group by increased home practice  Difficulties in <.05)
n = 132; control Emotion
group n = 176) Regulation Scale Intervention group:
Self-compassion: e High acceptability of the program
SCS and facilitator (mean score of 7
out of 10)
Acceptability and
Home Practice e Low rates of home-practice
Questionnaire uptake (26%)
Johnson. Burke, Pre-, post- and follow- 555 students from To evaluate a tighter Negative affect: Student self- Between-group comparison:
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Study Design Participants Objective Measures Type of Results
measure
Brinkman, & up randomised control ~ four urban replication of a DASS-21 report
Wade (2017) design with two coeducational mindfulness program e No differences in outcomes
different intervention secondary schools Weight and shape between any of the groups at
groups (with and (one private, three To identify whether parent  concern: EDE-Q post-, 6-month, or 12-month
without parent public) involvement in the follow-up (Cohen’s d = from.002
involvement) and a program increases home- Wellbeing: t0.37, p <.05)
control group (M = 13.44 years, practice compliance and WEMWBS
SD =0.33; 45% intervention effects
The control group females) Mindfulness:
undertook normal CHIME-A
curricular lessons (intervention group
(pastoral care, with parent
community projects, involvement n» = 191;
etc.) intervention group
without parent
involvement » = 186;
control group
n=178)
Johnson and Pre-, post-, and two 476 students from To examine the effect of a  Negative affect: Student self-  For younger students, there were no
Wade (2021) follow-up time periods  Year 8 mindfulness-based DASS-21 report differences at postintervention on any
(3-months; 9-months),  (one public high program on mindfulness, outcomes for the mindfulness group
cluster randomised school and two depression, anxiety, eating ~ Generalised Studentand  compared with the control group
control design with private schools) and disorder risk factors, and Anxiety Disorder  teacher (Cohen’s d <.22), and at follow-up
intervention group and  Year 10 (two private ~ wellbeing in students in Scale questionnaire  the mindfulness group were worse in
control group (usual high schools) from Year 8 and Year 10 wellbeing (d = —.25) and two aspects
curriculum) two urban schools and Weight and shape of mindfulness (d = —.30 to —.39).
one rural school concern: EDE-Q
For older students, there were no
(Year 8: M = 13.67 Wellbeing: significant differences between the
years, SD = 0.42; WEMWBS intervention group and control group
49.1% females; Year at postintervention (d <.17) or follow-
10: M = 15.52 years, Mindfulness: up (d =<.22).
SD =0.37; 46.7% CHIME-A
females) Level of acceptability was moderate
Course and did not differ by age
acceptability
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Study Design Participants Objective Measures Type of Results
measure
questionnaire
Joyce, Etty-Leal.  Pre—post mixed- 175 children from two To examine the effectofa  SDQ Student self-  Within-group comparison:
Zazryn, methods design without primary schools in mindfulness-based report
Hamilton, & control group Melbourne from program on mental health ~ CDI-M e Significant decrease in the Total
Hassed (2010) Grades 5 and 6 aged measures in students aged Teacher one- Difficulties Score of SDQ
10-13 years 10-13 years Teacher page (Cohen’s d =.38, p <.00) and CDI
questionnaire and  questionnaire (Cohen’s d =27, p <.01) for all
(M =11.3 years; 44% discussion on students
females) facilitation of the 30-minute
program teacher e Significant improvement in the
interview Prosocial scale of SDQ (Cohen’s
d =21, p <.05) for students
identified in the “borderline” or
“abnormal” category
Positive teacher feedback on their
experience with the program
Lassander, Pre-, post- and follow- 2,754 students from To evaluate the effects ofa HRQoL (KINDL-  Student self- The mindfulness intervention group
Hintsanen, up randomised control 56 Finnish mindfulness school R) report reported a significant improvement in
Suominen, design with comprehensive program on health-related HRQoL (mean difference = 1.587,
Mullola, intervention group, schools quality of life in early Student follow-up  Student 2 <.001) at post- and follow-up
Vahlberg, & active control adolescents compared with  questionnaire questionnaire measures compared with the active
Volanen (2021)  (relaxation program), (Aged 12-15 years; an active control group and control group.
and inactive control 50% females) inactive control group
group moderated by gender, Moderating effects on HRQoL were
(Intervention group grade, and independent also found for gender. grade, and
n=1,220; active practice independent practice. Females, Grade
control group 7 and Grade 8 students, and students
n=1,181; inactive with regular independent practice
control group benefited most
n=353)
Quach, Pre—post randomised 198 students aged 12 - To evaluate the effects ofa AOSPAN Student self- Between-group comparison:
Jastrowski, & control design with two 15 years from a large = mindfulness school report and
Alexander (2016) different intervention junior high school and program on working PSS-10 cognitive The mindfulness intervention group
groups and a waitlist predominantly from memory capacity in assessment reported a significant improvement in
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Study Design Participants Objective Measures Type of Results
measure
control group low-income adolescents compared toa  Screen for Child working memory capacity
households hatha yoga intervention Anxiety and (AOSPAN, Partial n>=.24, p <.001)
and control group Related Emotional compared to the hatha yoga (Partial
(M = 13.18 years, Disorders n?=.04, p =.11) and control groups
SD =0.72; 62% To examine the effect of (Partial 02 =.01, p <.46)
females) both interventions on CAMM
perceived stress and No significant between-group
(Mindfulness anxiety differences found for stress and
intervention group anxiety
n = 61; Hatha yoga
intervention group
n = 68; waitlist
control group n = 57)
Schonert-Reichl ~ Pre—post 246 students aged 9—  To examine the effects of a Optimism scale Student self- Between-group comparison:
& Lawlor (2010)  nonrandomised quasi- 13 years from Grades  mindfulness-based from Resilience report
experimental design 4to7mn 12 program on optimism, self- Inventory e Increase in self-reported optimism
with a waitlist control elementary urban concept, positive affect, Teacher (Partial n2=.018, p <.05) and
group schools and social-emotional PANAS report on positive affect (Partial 2 =.009,
functioning in student p <.10) for the intervention group
(Intervention » = 139;  preadolescent and early- School self- compared with the control group

M =11.1 years,

SD =1.18: 49%

females; waitlist
control n = 107;

M =11.65 years,
SD =0.83: 47%

females)

adolescent students

concept and
general self-
concept subscales
from the Self-
Description
Questionnaire

Social-Emotional
Competence
teacher rating
scale

e An increase in self-reported
general self-concept for
preadolescents only (Partial 2
=014, p <.05)

e Increase in teacher reports of
attention (Partial > =.120,
p <.001), emotional regulation
(Partial n2=.041, p <.001), and
social and emotional competence
(Partial 12 =.260, p <.001) for the
intervention group

e Reduction in teacher reports of
aggression (Partial n?> =.074,
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Study Design Participants Objective Measures Type of Results
measure
p <.001)
Sibinga, Perry- Pre-, post-, and 3- 41 male students from To determine whether a Psychological Student self- Between-group comparison:
Parrish, Chung, month follow-up Grade 7 and Grade 8 mindfulness-based school  functioning (SCL-  report
Johnson, Smith, randomised controlled  at a small school for intervention is associated 90-R) e The mindfulness group reported
& Ellen (2013) design with active boys from low- with reduced psychological Physiological less anxiety (Cohen’s d =.79, p
control group income urban families symptoms and enhanced Coping (COPE) assessments =.01), less rumination (Cohen’s d
coping in urban male =.64, p =.02) and improved
The control group (M = 12.5 years; adolescents Mindfulness negative coping (Cohen’s d =.87,
undertook health 100% males) (CAMM) p =.06), compared to the active
education control group
(Mindfulness Sleep measures:
intervention group sleep diary,
n = 22; Health Respironics, Mini-
education group Mitter Actiwatch,
n=19) wrist actigraph
Salivary cortisol
Sibinga, Webb, Pre—post randomised 300 students from To examine the effects ofa Mindfulness: Student self- Between-group comparison:
Ghazarian, & trial with active control ~ Grades 5 to 8 mindfulness-based CAMM report
Ellen (2016) group inclusive from two intervention on the e Postprogram, the intervention
public schools negative effects of stress Psychological group reported lower levels on
The control group (M =12.0years; 51% and trauma in low-income, symptoms: somatisation (B = —.13, p =.03),
undertook health females) minority students in middle CDI-S depression (f =—.16, p=.02),
education school SCL-90-R negative coping (= —.13,p
(Intervention n = 159; MASC =.003), negative affect (B = —.13,

active control of a
health education

Mood and emotion

p =.03), rumination (= —.13.p
=.04), self-hostility (B =—.14. p

program n = 141) regulation:PANAS =.02), and posttraumatic stress
Dissociative symptoms
Experiences: DES (B= —.15. p=.02), compared to
State Anger: the active control group
STAXI-2
Coping:
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Study Design Participants Objective Measures Type of Results
measure
CRSQ
Brief COPE
CSE
Posttraumatic
symptoms:
CPSS
Viafora, Pre—post quasi- 63 students from To examine whether an 8- CAMM Student self-  No significant interaction between
Mathiesen & experimental design Grade 6 to 8 inclusive  week mindfulness course report time and group found for the AFQ-Y
Unsworth (2015)  with two treatment (aged 11-13 years) would foster protective AFQ-Y and
groups and a from four middle- coping factors in Open-ended  SCS-C
nonequivalent school classrooms at adolescents attending a SCS-C evaluation
comparison group two schools (52% traditional school or a questionnaire  Only students in traditional
females) school with students at risk  Program classrooms reported increased
of homelessness evaluation mindfulness from pre- to
(Intervention group questionnaire postintervention (p <.01)

n = 28; waitlist
nonequivalent group
n = 20; school with
students facing
homelessness n = 15)

To evaluate the
acceptability and
feasibility of the course

Students facing homelessness
reported higher evaluations of the
course and its generalisability for use
in the future

Note. AFQ-Y = Avoidance and Fusion Questionnaire for Youth; AOSPAN = Automated Operation Span Task; CAMM = Child Acceptance and Mindfulness Measure; CDI-M = Children’s
Depression Inventory — Modified; CDI-S = Children’s Depression Inventory — Short; CHIME-A = Comprehensive Inventory of Mindfulness Experiences — Adolescents; COPE = Coping Orientation
to Problems Experienced; DASS-21= Depression Anxiety and Stress Scale; CRSQ = Children’s Response Styles Questionnaire; DBP = diastolic blood pressure; CSE = Coping Self-Efficacy Scale;
DES = Dissociative Experiences Scale: EDE-Q = Eating Disorder Examination — Questionnaire; HR = heart rate; HRQoL = Health-Related Quality of Life; MASC = Multidimensional Anxiety
Scale for Children; PANAS = Positive and Negative Affect Schedule; PSS10 = Perceived Stress Scale: SBP = systolic blood pressure; SCL-90-R = Symptom Checklist-90-Revised; SCS = Self-
Compassion Scale; SCS-C = Self-Compassion Scale for Children; SDQ = Strengths and Difficulties Questionnaire; STAXI-2 = State-Trait Anger Expression Inventory — 2; WEMWBS = Warwick-

Edinburgh Mental Wellbeing Scale;

Adapted from “A systematic review of mindfulness-based school interventions with early adolescents,” by P. McKeering and Y-S. Hwang, 2019, Mindfulness, 10(4). 597-602.
(https://doi.org/10.1007/s12671-018-0998-9). Copyright 2019 by Springer Publications.
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ethics approval number in all communications with us.

If you require a formal approval certificate in addition to this email, please respond via reply email and one will be issued.

We wish you every success with your research.

Kind regards,

Kylie Pashley

on behalf of ACU HREC Chair, Dr Nadia Crittenden

Senior Research Ethics Officer | Research Services Office of the Deputy Vice Chancellor (Research) Australian Catholic University

THIS IS AN AUTOMATICALLY GEMERATED RESEARCHMASTER EMAIL
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Appendix C: Headmaster Information Letter for Phase 1 & Phase 2

- Learning Sciences v AC U

Institute Australia AUSTRALIAN CATHOLIC UNIVERSITY

Wellbeing of international school students
Dear Headmaster,

We are seeking your consent for students and teachers from Years 6 to 8 who wish to engage in the research being
conducted at School X to participate in either the first or both phases of the research project described below.

What is the project about?

Phase 1:

This phase of the research project will investigate things that may influence the wellbeing and support of
international school students as they adjust to a new school and/or country (e.g.. effect of mobility). It is hoped this
information can then be used to better support the transition phase of international school students in the future.

Phase 2:

The second phase of the research project will investigate the effect of a mindfulness-based school program on the
wellbeing of international school students. The mindfulness program, known as the ‘.5 curriculum,’ has reported
many benefits to improving students’ wellbeing at school (further information on the program can be found at
https://mindfulnessinschools.org). The program is delivered as classroom lessons in which key topics are explored
and discussed and mindfulness practices are taught. The research aims to understand whether mindfulness lessons
can support international students as they transition to a new school and/or country. Given the high mobility of
international school students, it is hoped this research can identify a program that can provide support to these
students as they adjust to a new environment.

Who is undertaking the project?

This project is being conducted by Phillipa McKeering and will form the basis for the degree of Doctorate of
Education at Australian Catholic University under the supervision of Dr Hwang. Phillipa has tertiary qualifications
in Psychology, Education, and Mental Health and is an accredited Mindfulness instructor. She has several years of
experience in developing and implementing mindfulness programs with school students to support and enhance
their wellbeing.

Are there any risks associated with participating in this project?

There is a low risk that by participating in the program or by answering the questionnaires your students may
experience an unpleasant feeling or thought (e.g., recalling when they had to say goodbye to a close friend when
relocating). If this happens and provokes strong emotions, they will be asked to stop their participation in either
the program or in the completion of the questionnaire. The student would then be given a break and reminded that
they are under no obligation to continue their participation in the study. If they continued to show signs of
discomfort, their participation in the study would stop and the Head of Student Services at School X will be
notified.

What will the students at my school be asked to do?

Phase 1:

e The students will be asked to complete questionnaires that include statements and questions on their
wellbeing, student engagement and resilience experience.

e  For example, they may be asked to circle a statement that best describes their experience, such as ‘I am
interested in the work at school” and ‘I tend to get over hard times quickly’.

e  The questionnaires will take approximately 20-30 minutes to complete. The students will be asked to
complete the questionnaires in morning form time with their form teacher at an appropriate time during
the first two weeks of December.
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Phase 2:

50 students who were participants in the first phase of the research project and have voluntarily submitted
consent forms to take part in the mindfulness program, will be randomly selected for participation in the
second phase of the study. 25 students will participate in the program in Term 2 and the remaining 25
students would participate in the program in Term 3.

The mindfulness program comprises of 16 lessons delivered twice a week over an eight-week period in a
designated classroom during lunch recess. Each class will follow a similar structure with a presentation of
key themes, group discussion, and mindfulness practices. The program also includes optional homework
exercises for the students to do each week. These lessons will be audio recorded to ensure that the
researcher is being consistent in their program delivery.

The students would also be asked to complete a wellbeing questionnaires three times during the research
project: before the program starts, after the program finishes, and 11 weeks after completion of the
program. The second group would also complete an additional questionnaire at the beginning of Term 2.
The students would be advised of this in advance and the questionnaires will be completed during lunch
recess. The questionnaires are expected to take 20—30 minutes to complete. The students will be required
to attend 75% of lessons in order to participate in this research project.

For example, students will be asked to circle a statement that best describes their experience, such as ‘My
classroom is a fun place to be,” and ‘I am optimistic about my future’.

The students will also be asked to complete a short program satisfaction survey at the end of the
mindfulness program that is expected to take 5 minutes to complete.

Ten students will also be selected to participate in a 20-30-minute interview at the end of the program.
This interview is to enable the researcher to better understand individual students’ experiences with the
program. Students selected to participate in this component of the study would be assigned a pseudonym
to protect their privacy. These interviews will be audio recorded for transcription purposes only, and all
recorded data will be deleted immediately after transcription has been completed. The interview would be
scheduled at a convenient time for each selected student.

What will the teachers at my school be asked to do?

Phase 1:

Phase 2:

Form teachers will be required to assist the researcher in the distribution and collection of information
letters and consent forms.

Form teachers will be required to administer the questionnaires to the students during morning form time
at an appropriate time in the first two weeks of December.

Form teachers will be required to read from a scripted text prepared by the researcher in administering the
questionnaires.

Teachers will be invited to complete an online questionnaire on different emotional and behavioural
measures in relation to their student before and after they have participated in a school-based mindfulness
program.

For example, they will need to respond to statements such as ‘considerate of other people’s feelings,” and
‘thinks things out before acting,” with a response of ‘not true’, ‘somewhat true’, or ‘certainly true’.

The questionnaires will take approximately 5-10 minutes to complete, and participation will be between
January and June 2018.

What will the parents at my school be asked to do?

Phase 2:

Parents will be invited to complete an online questionnaire on different emotional and behavioural
measures in relation to their child before and after they have participated in a school-based mindfulness
program.

For example, they will need to respond to statements such as ‘considerate of other people’s feelings,” and
‘thinks things out before acting,” with a response of ‘not true’, ‘somewhat true’, or ‘certainly true’.

The questionnaires will take approximately 5-10 minutes to complete, and participation will be between
January and June 2018.

How much time will the project take?
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The first phase of the study will be delivered at the school in December 2017. The second phase of the study will
be delivered at school between January and June 2018 (with final data collection occurring in September 2018).
The researcher will require access to the same classroom at lunch recess during the second phase of the project. In
addition to this, the researcher will provide weekly feedback to the Head of Student services during the research
project to ensure that any issues or concerns are being addressed. All questionnaires and interviews will also be
conducted during this time.

What are the benefits of the research project?

Phase 1:

The research project will enable a better understanding of what factors may support and inhibit the wellbeing of
international school students as they adjust to a new school and/or country. In doing this, better support can be
provided to students during this transition phase in the future.

Phase 2:

Mindfulness school programs have reported significant benefits on students’ wellbeing at school. Benefits have
been reported across numerous measures including emotional, behavioural, cognitive, and social functioning of the
student. The research project will examine what effect such a program has on different wellbeing measures
specifically with international school students. It is envisaged a mindfulness program may support international
students in their wellbeing during the process of relocation to a new school and/or country.

How will data be stored and kept confidential?

All collected data will be kept secure and confidential, with only the research team having access to the collected
raw data. Any information provided will be treated in the strictest confidence by the researchers. All participants
will be assigned a unique code number on their questionnaires to protect their privacy.

Can participants withdraw from the study?

Participation in this research is completely voluntary. Students, their parents, and teachers all need to have
returned signed consent forms to participate in the study. Schools, teachers, and students are not under any
obligation to participate. Those that do agree to participate can withdraw at any time without adverse
consequences, and this will not affect any relationships within school.

Where will the results of the study be shared?

The results from the study will be written up as a report and will be presented to the College leadership team
during the school year 2018-2019. The results may also appear in academic journals. However, your name, your
students’ names, your teachers’ names, and the school’s name will NOT appear in any report or journal.

Who do I contact if | have questions about the project?
Mrs Phillipa McKeerin Dr Yoon-Suk Hwan

What if I have a complaint or any concerns?

The study has been reviewed by the Human Research Ethics Committee at Australian Catholic University (review
number 2017-243H). If you have any complaints or concerns about the conduct of the project, you may write to
the Manager of the Human Research Ethics Committee care of the Office of the Deputy Vice Chancellor
(Research). Any complaint or concern will be treated in confidence and fully investigated. You will be informed of
the outcome.

Manager, Ethics, c/o Office of the Deputy Vice Chancellor (Research)
Australian Catholic University, North Sydney Campus

PO Box 968, NORTH SYDNEY, NSW 2059

Ph.: 02 9739 2519 / Email: resethics manager@acu.edu.au

How do | provide consent for school participation?

To record your approval for your school to participate in the research project, please sign each of the two enclosed
copies of the consent form recording your decision. One of these forms is for you to retain for your records, and
the other is returned directly to Mrs Phillipa McKeering using the reply-paid envelope or email
phillipa mckeering@myacu.edu.au
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We thank you for your careful consideration and assistance with this research project. Please keep this sheet for
your information and do not hesitate to contact us if more information is required.

Yours sincerely,

illipa McKeering wang
Researcher Principal Investigator
Date: 25/10/17 Date: 25/10/17
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Appendix D: Headmaster Consent Form for Phase 1 & Phase 2

- Learning Sciences v AC U

Institute Australia AUSTRALIAN CATHOLIC UNIVERSITY

Wellbeing of international school students

I have read and understood the information provided in the Information letter to the Headmaster. I am aware of
Phillipa McKeering’s doctorate research and agree to allow her to carry out her research with interested students,
teachers, and parents from Years 6 to 8 at this School. Any questions I have asked have been answered to my
satisfaction. The timeframe and logistics around the research have been discussed and Phillipa has also received
approval to make contact with the appropriate year level heads and form teachers as required for support in data
collection or distribution.

e Tunderstand confidentiality and privacy for all participating students, teachers, and parents will be
adhered to during the research project.

e Tunderstand all data will be unidentifiable and that student, teacher, parent, and school anonymity will be
upheld in any published work that arises from the research project.

e  Security around data collection and storage has been discussed.

e Tunderstand the research will be conducted on the school premises between December 2017 and
September 2018.

e Tunderstand that in the first phase of the study. students will be invited to complete a questionnaire on
their wellbeing, student engagement, and resilience. I understand this questionnaire should take 20-30
minutes to complete and will be conducted during morning form time with students” form teachers.

e Tunderstand that 50 students who have completed the first phase of the study, and who have voluntarily
submitted consent forms to take part in the mindfulness program, will be randomly selected to participate
in the mindfulness school program. I understand 25 students will participate in the program in Term 2,
and the remaining students will participate in Term 3. I understand the program comprises of 16 lessons,
delivered twice a week for eight weeks in a designated classroom during lunch recess.

e Tunderstand that students participating in the mindfulness program will be invited to complete wellbeing
questionnaires three times during the study between January and June 2018 and that the lessons will be
audio recorded. I understand the second group will complete an additional questionnaire in September
2018.

e Tunderstand teachers of students participating in the mindfulness program will be invited to participate in
a short online questionnaire on their student’s emotional and behavioural functioning at the beginning and
at the end of the student’s participation in the program.

e Tunderstand parents of the students participating in the mindfulness program will be invited to participate
in a short online questionnaire on their child’s behavioural and emotional functioning at the beginning
and at the end of their child’s participation in the program.

e Tunderstand ten students who have participated in the mindfulness program will be interviewed by the
researcher at the end of the program. I understand this interview will be conducted in a meeting room
within the senior school library to ensure a quiet and visible location. I understand these interviews will
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be audio-recorded for transcriptions purposes with the recordings deleted immediately after transcription
has been completed.

e | understand that all participants can withdraw from the program at any time without any penalties.

e | understand no one is able to participate in the research project unless signed parent/guardian or teacher
consent forms have been received as well as student assent forms.

e | understand the school will be requested to provide teachers to sit in on some of the mindfulness lessons
being delivered.

e | understand any child that displays signs of discomfort during the research project will cease
participation immediately, and Head of Student Services, Ms XXXXX will be notified immediately.

By signing the consent form below, | agree to all the bullet points listed above.

I can be contacted to discuss the school’s approval for the program to proceed.
Name of Headmaster:

School:

Signature: Date:

Nominated Liaison Officer:

Position:

Email address:

Signature of Researcher: Date:

Please return this copy to the researcher in the reply-paid envelope.
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Appendix E: Parent Information Letter for Phase 1

. Learning Sciences v AC U

Institute Australia AUSTRALIAN CATHOLIC UNIVERSITY

Wellbeing of international school students
Dear Parents/Guardians,
We are seeking your consent for your child to engage in the research project described below.

What is the project about?

The research project will investigate things that may influence the wellbeing and support of your child as they
adjust to a new school and/or country. It is hoped this information can then be used to better support the transition
phase of international school students in the future.

Who is undertaking the project?

This project is being conducted by Phillipa McKeering and will form the basis for the degree of Doctorate of
Education at Australian Catholic University under the supervision of Dr Hwang. Phillipa has tertiary qualifications
in Psychology., Education, and Mental Health and has been working with international school students on
wellbeing programs to support and enhance their wellbeing.

Are there any risks associated with participating in this project?

There is a low risk that in answering the questionnaire it may bring up unpleasant or difficult memories of when
your child relocated to Singapore (e.g.. having to say goodbye to a close friend). If this happens and provokes
strong emotions, your child will be asked to stop completing the questionnaire immediately and your child’s form
teacher will be advised.

What will my child be asked to do?
e  Your child will be asked to complete questionnaires that include statements and questions on their
wellbeing and mobility experience.
e  For example, they may be asked to circle a statement that best describes their experience, such as ‘I am
interested in the work at school” and ‘I tend to get over hard times quickly’.
e The questionnaires will take approximately 20—-30 minutes to complete. Your child will be asked to

complete the questionnaires in morning form time with their form teacher during the second week in
December 2017.

What are the benefits of the research project?

The research project may not directly benefit your child. However, it will enable a better understanding of what
factors may support and inhibit the wellbeing of international school students as they adjust to a new school and/or
country. In doing this, better support can be provided to students during this transition phase in the future.

How will data be stored and kept confidential?

All collected data will be kept secure and confidential, with only the research team having access to the collected
raw data. Any information provided will be treated in the strictest confidence by the researchers. Participants will
be assigned a unique code number on their questionnaires to protect their privacy.

Can participants withdraw from the study?
Participation in this study is completely voluntary. You and your child are not under any obligation to participate.
If you agree to participate, you can withdraw from the study at any time without adverse consequences.

Where will the results of the study be shared?

The results from the study will be written up as a report and will be presented to the College leadership team. The
results may also appear in academic journals. However, your name, your child’s name and the school’s name will
NOT appear in any report or journal.
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Who do I contact if I have questions about the project?

What if | have a complaint or any concerns?

The study has been reviewed by the Human Research Ethics Committee at Australian Catholic University (review
number 2017-XXX). If you have any complaints or concerns about the conduct of the project, you may write to
the Manager of the Human Research Ethics Committee care of the Office of the Deputy Vice Chancellor
(Research). Any complaint or concern will be treated in confidence and fully investigated. You will be informed of
the outcome.

Manager, Ethics, c/o Office of the Deputy Vice Chancellor (Research)
Australian Catholic University, North Sydney Campus

PO Box 968, NORTH SYDNEY, NSW 2059/

Ph.: 02 9739 2519 / Email: resethics.manager@acu.edu.au

How do I provide consent for my child to participate?

If you and your child wish to participate in the study, you and your child will be asked to separately sign two
copies of the consent form, one for your records and one for the researchers. Participation will only proceed if both
you and your child sign the consent forms. Please return completed forms to your child’s form teacher by 1%
December 2017. Please retain the information letter for your record.

Yours sincerely,

Phillipa McKeering Yoon-Suk Hwang
Researcher Principal Investigator
Date: Date:
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Appendix F: Student Information Letter for Phase 1

. Learning Sciences v AC U

L] -
Institute Australia AUSTRALIAN CATHOLIC UNIVERSITY

Wellbeing of international school students
Dear Students,
You are invited to participate in the research project described below.

What is the project about?

The research project will investigate things that may influence your wellbeing and support your adjustment to a
new school and/or country. It is hoped this information can then be used to better support the transition phase of
international school students in the future.

Who is undertaking the project?

This project is being conducted by Pip McKeering and will form the basis for the degree of Doctorate of Education
at Australian Catholic University under the supervision of Dr Hwang. Pip has tertiary qualifications in Psychology.
Education, and Mental Health and has been working with international school students on wellbeing programs to
support and enhance their wellbeing.

Are there any risks associated with participating in this project?

There is a low risk that in answering the questionnaire it may bring up unpleasant or difficult memories of when
you relocated to Singapore (e.g.. having to say goodbye to a close friend). If this happens and provokes strong
emotions, you are asked to stop the questionnaire immediately and to inform your form teacher.

What will I be asked to do?
®  You will be asked to complete questionnaires that include statements and questions on your wellbeing
and mobility experience.
e For example, you will be asked to circle a statement that best describes your experience, such as ‘I am
interested in the work at school” and ‘I tend to get over hard times quickly’.
e The questionnaires will take approximately 20—30 minutes to complete. You will be asked to complete
them in morning form time with your form teacher during the second week in December 2017.

What are the benefits of the research project?

The research project may not directly benefit you. However, it will enable a better understanding of what factors
may support and inhibit the wellbeing of international school students as they adjust to a new school and/or
country. In doing this, better support can be provided to students during this transition phase in the future.

How will my answers be stored and kept safe?
All collected questionnaires will be kept safe. Only the research team will see them. Your questionnaires will have
a code number on them instead of your name, to protect your privacy.

Can I stop being part of the study?

Yes. If you decide to be part of the study and then change your mind, that is fine. Your decision will not make any
difference to your relationship with your teacher, parent/guardian, and school. Should you withdraw from the
study at any time, all data collected will be discarded and not used for this study or any other research.

Where will the results of the study be shared?

The results from the study will be written up as a report. Results will also appear in academic journals. However,
your name, your teacher’s name and your school’s name will NOT appear in any report and journal.
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Who do I contact if I have questions about the project?

Mrs Phillipa McKeering Dr Yoon-Suk Hwang
Email: phillipa mckeering@myacu.edu.au Email: yoon-suk.hwang@acu.edu.au
Ph: (+65) 9382 5644 Ph: (+617) 3623 7818

What if I have a complaint or any concerns?

The study has been reviewed by the Human Research Ethics Committee at Australian Catholic University (review
number 2017-243H). If you have any complaints or concerns about the conduct of the project, please contact the
Manager of the Human Research Ethics Committee care of the Office of the Deputy Vice Chancellor (Research) at
resethics.manager@acu.edu.au and Ph: (+612) 9739 2519. Any complaint or concern will be treated in confidence
and fully investigated. You will be informed of the outcome.

I want to participate! How do I sign up?

If you wish to be part of the study. please let your parent/guardian know. You will be asked to sign two copies of
the consent form, one for you to keep, and one for us. Please return one copy to your teacher checking that both
you and your parent/guardian sign the consent form. Please hand your completed form to your form teacher by 1st
December 2017. Please retain the information letter for your record.

Yours sincerely,

Phillipa McKeering Yoon-Suk Hwang
Researcher Principal Investigator
Date: 13/11/2017 Date: 13/11/2017
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Appendix G: Parent and Student Consent Form for Phase 1

- Learning Sciences ' AC U

Institute Australia AUSTRALIAN CATHOLIC UNIVERSITY

PARENT/GUARDIAN CONSENT FORM

TITLE OF PROJECT: Wellbeing of international school students
PRINCIPAL INVESTIGATOR: Dr Yoon-Suk Hwang
STUDENT RESEARCHER: Mrs Phillipa McKeering

O Ihave read the participant information letter or have had this letter explained to me in a language I
understand. I understand the aims, procedures, and any identified risk of this project, as described within
it, and have had any questions I have asked answered to my satisfaction.

O TIagree to my child participating in a questionnaire on their wellbeing and student engagement experience
and understand they will be completed in morning form time with my child’s form teacher.

O I understand that participation in the project is entirely voluntarily and that I can withdraw my consent at
any time without any consequences. I understand that all information obtained in this study will be kept
confidential. I agree that research data collected for the study may be published or may be provided to

other researchers in a form that does not identify my child in any way.

By signing the consent form below, I agree to all the bullet points listed above.

NAME OF PARENT/GUARDIANS: ..ottt ettt ettt ese s ss e es e s e s e s e e e e e s et e e et et eae e st eaeeseeseeseesenseanen

SIGNATURE ..ot e DATE......cciiiiiiiicieieee
NAME OF CHILD........cccoiiiiiiiiiiiiceeiee s FORM CLASS.......ccccceeeee
SIGNATURE OF RESEARCHER.........cccocooiiiiiiceccece DATE:.....coiiiiie

STUDENT CONSENT FORM

TITLE OF PROJECT: Wellbeing of international school students
PRINCIPAL INVESTIGATOR: Dr Yoon-Suk Hwang
STUDENT RESEARCHER: Mrs Phillipa McKeering

e Ihave read the student information letter or have had this letter explained to me in a language I
understand. I understand the aims, procedures, and any identified risk of this project, as described within
it, and have had any questions I have asked answered to my satisfaction.

e Tagree to participating in a questionnaire on my wellbeing and student engagement and understand they
will be completed in morming form time with my form teacher.

e T understand that participation in the project is entirely voluntarily and that I can withdraw my consent at
any time without any consequences. I understand that all information obtained in this study will be kept
confidential.
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By signing the consent form below, | agree to all the bullet points listed above.

NAME OF STUDENT ......ccooiiiiiiiic e FORM CLASS..........ccceue.
SIGNATURE.......ciiiieircrce s DATE.....oi,
SIGNATURE OF RESEARCHER:........ccociinierecccine DATE: ...

Please return this copy to your form teacher by 1% December 2017.
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Appendix H: Demographic Survey

Dear Student,

Many thanks for your time in completing the questionnaire. Please answer each question or statement as best you

can and check that you have not missed any sections.

Student Name: Date

Part A: Personal details
1. Age:
2. Gender: Male Female

3. Nationality: (on your passport, if dual passports please record both):

4. How long have you resided in Singapore?

Less than a year 1-2 years 3-4 years 5-6 years More than 6 years
5. How long have you attended this school?

6 months 1 year 2 years 3 years More than 3 years
6. How many different countries have you lived in?

1 2 3 4 5 or more
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Appendix I: The EPOCH Measure of Adolescent Wellbeing

This is a survey about you. Please read each of the following statements. Circle how much each statement
describes you. Please be honest — there are no right or wrong answers.

When something good happens to me,  Almost Sometimes Often Very Almost
I have people who I like to share the never Often always
good news with.

| finish whatever | begin. Almost Sometimes Often Very Almost
never often always
I am optimistic about my future. Almost Sometimes Often Very Almost
never often always
| feel happy. Almost Sometimes Often Very Almost
never often always
When | do an activity, | enjoy it so  Almost Sometimes Often Very Almost
much that | lose track of time. never often always
I have a lot of fun. Almost Sometimes Often Very Almost
never often always
I get completely absorbed in what | am  Almost Sometimes Often Very Almost
doing. never often always
I love life. Almost Sometimes Often Very Almost
never often always
| keep at my schoolwork until I am  Almost Sometimes Often Very Almost
done with it. never often always
When | have a problem, | have  Almost Sometimes Often Very Almost
someone who will be there for me. never often always
I get so involved in activities that 1  Almost Sometimes Often Very Almost
forget about everything else. never often always
When | am learning something new, |  Not at all A little like Somewhat Mostly Very
lose track of how much time has like me me like me like me  much like
passed. me
In uncertain times, | expect the best. Not at all A little like Somewhat Mostly Very
like me me like me like me  much like
me
There are people in my life who really Not at all A little like Somewhat Mostly Very
care about me. like me me like me like me  much like
me
I think good things are going to Notatall A little like Somewhat Mostly Very
happen to me. like me me like me like me  much like
me
I have friends that | really care about. Not at all A little like Somewhat Mostly Very
like me me like me like me  much like
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Once | make a plan to get something
done, | stick to it.

| believe that things will work out, no
matter how difficult they seem.

I am a hard worker.

I am a cheerful person.

Not at all
like me

Not at all
like me

Not at all
like me

Not at all
like me

A little like
me

A little like
me

A little like
me

A little like
me

Somewhat
like me

Somewhat
like me

Somewhat
like me

Somewhat
like me

Mostly
like me

Mostly
like me

Mostly
like me

Mostly
like me

me

Very
much like
me

Very
much like
me

Very
much like
me

Very

much like
me
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Appendix J: Student Engagement Measure (SEM) — MacArthur (Wave 1 Version)

Here are some statements or descriptions about how you might be feeling at school at the moment. For each one,
please circle the number which best describes your thoughts and feelings; there are no right or wrong answers.

Statements

| pay attention in class

When | am in class | just act as if | am
working

I follow the rules at school
I get in trouble at school

| feel happy in school

| feel bored in school

| feel excited by the work in school
I like being at school

I am interested in the work at school

My classroom is a fun place to be

When | read a book, | ask myself questions
to make sure | understand what it is about

I study at home even when I don’t have a test

| try to watch TV shows about things we are
doing in school

I check my schoolwork for mistakes

I read extra books to learn more about things
we do in school

Never

On

occasion

2

2

Some of
the time

3

3

Most of

the time

4

4

All of the
time
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Appendix K: Brief Resilience Scale (BRS)

Please circle the statement that best describes your experience:

| tend to get over hard times quickly. Strongly Disagree Neutral Agree Strongly
disagree agree

I have a hard time coping through Strongly Disagree Neutral Agree Strongly

stressful events. disagree agree

It does not take me long to recover Strongly Disagree Neutral Agree Strongly

from a stressful event. disagree agree

It is hard for me to return to normal Strongly Disagree Neutral Agree Strongly

when something bad happens. disagree agree

I usually come through difficult times  Strongly Disagree Neutral Agree Strongly

with little trouble. disagree agree

I tend to take a long time to get over Strongly Disagree Neutral Agree Strongly

troubles in my life. disagree agree
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Appendix L: Parent Information Letter for Phase 2

- Learning Sciences ' AC U

- -
Institute Australia AUSTRALIAN CATHOLIC UNIVERSITY

Mindfulness program for student wellbeing
Dear Parents/Guardians,
We are seeking your consent for your child to engage in the research project described below.

What is the project about?

The research project will investigate the effect of a mindfulness-based school program on the wellbeing of
international school students. The mindfulness program, known as the °.b curriculum,” has reported many benefits
to improving students’ wellbeing at school (further information on the program can be found at
https://mindfulnessinschools.org). The program is delivered as classroom lessons in which key topics are explored
and discussed and mindfulness practices are taught to you. The research aims to understand whether mindfulness
lessons can support international students as they transition to a new school and/or country. Given the high
mobility of international school students, it is hoped this research can identify a program that can provide support
to these students as they adjust to a new environment.

Who is undertaking the project?

This project is being conducted by Phillipa McKeering and will form the basis for the degree of Doctorate of
Education at Australian Catholic University under the supervision of Dr Hwang. Phillipa has tertiary qualifications
in Psychology, Education, and Mental Health and is an accredited Mindfulness instructor. She has several years of
experience in developing and implementing mindfulness programs with school students to support and enhance
their wellbeing.

Are there any risks associated with participating in this project?

There is a low risk that by participating in the program or by answering the questionnaires your child may
experience an unpleasant feeling or thought (e.g., recalling a time when he/she had a disagreement with a friend).
If this happens and provokes strong emotions, they will be asked to stop their participation in either the program or
in the completion of the questionnaire. Your child would then be given a break and reminded that they are under
no obligation to continue their participation in the study. If they continued to show signs of discomfort, their
participation in the study would stop and the Head of Student Services at School X will be notified.

What will my child be asked to do if successfully selected?

e  Your child will be asked to participate in 16 mindfulness lessons delivered twice a week over an eight-
week period in a designated classroom during lunch recess. Each class will follow a similar structure with
a presentation of key themes, group discussion, and mindfulness practices. The program also includes
optional homework exercises for your child to do each week. These lessons will be audio-recorded to
ensure that the researcher is being consistent in their program delivery.

e  Your child would also be asked to complete a short questionnaire on their wellbeing before the program
starts, after the program finishes, and 11 weeks after completion of the program. Your child would be
advised of this in advance and the questionnaires will be completed during lunch recess. The
questionnaires are expected to take 20-30 minutes to complete. Your child will be required to attend 75%
of lessons in order to participate in this research project.

e For example, your child will be asked to circle a statement that best describes their experience, such as
‘my classroom is a fun place to be,” and ‘T am optimistic about my future’.

e  Your child will also be asked to complete a short program satisfaction survey at the end of the
mindfulness program that is expected to take 5 minutes to complete.

e Some students will also be selected to participate in a 20—30-minute interview at the end of the program.
This interview is to enable the researcher to better understand individual students’ experiences with the
program. If your child was selected to participate in this component of the study, they would be assigned
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a pseudonym to protect their privacy. These interviews will be audio recorded for transcription purposes
only, and all recorded data will be deleted immediately after transcription has been completed. The
interview would be scheduled at a convenient time for each selected student.

What will I be asked to do if my child is successfully selected?

e If your child participates in the program, you will be invited to complete an online questionnaire on
different wellbeing measures related to your child (e.g., behavioural, and emotional) before and after they
have participated in the mindfulness program.

e For example, you will need to respond to statements such as ‘considerate of other people’s feelings,” and
‘thinks things out before acting,” with a response of ‘not true’, ‘somewhat true’, or ‘certainly true’.

e The questionnaires will take approximately 5-10 minutes to complete, and participation will be between
January and June 2018.

How much time will the project take?

If your child is selected to participate in the mindfulness program, it will be delivered at school between January
and June 2018. An email will be sent out in January to advise you of whether your child has been selected and if
so, what days he/she is required to attend the program. All questionnaires and interviews will also be conducted
during this time.

What are the benefits of the research project?

Mindfulness school programs have reported significant benefits on students’ wellbeing at school. Benefits have
been reported across numerous measures including emotional, behavioural, cognitive, and social functioning of the
student. The research project will examine what effect such a program has on different wellbeing measures
specifically with international school students. It is envisaged a mindfulness program may support international
students in their wellbeing during the process of relocation to a new school and/or country.

How will data be stored and kept confidential?

All collected data will be kept secure and confidential, with only the research team having access to the collected
raw data. Any information provided will be treated in the strictest confidence by the researchers. All participants
will be assigned a unique code number on their questionnaires to protect their privacy.

Can participants withdraw from the study?

Participation in this study is completely voluntary. You and your child are not under any obligation to participate.
If you agree to participate, you can withdraw from the study at any time without adverse consequences to your
relationships with your child’s teacher and the school.

Where will the results of the study be shared?

The results from the study will be written up as a report and will be presented to the College leadership team. The
results may also appear in academic journals. However, your name, your child’s name and the school’s name will
NOT appear in any report or journal.

Who do I contact if | have questions about the project?

What if I have a complaint or any concerns?

The study has been reviewed by the Human Research Ethics Committee at Australian Catholic University (review
number 2017-XXX). If you have any complaints or concerns about the conduct of the project, you may write to
the Manager of the Human Research Ethics Committee care of the Office of the Deputy Vice Chancellor
(Research). Any complaint or concern will be treated in confidence and fully investigated. You will be informed of
the outcome.

Manager, Ethics, c/o Office of the Deputy Vice Chancellor (Research)
Australian Catholic University, North Sydney Campus

PO Box 968, NORTH SYDNEY, NSW 2059

Ph.: 02 9739 2519 / Email: resethics manager@acu.edu.au

How do | provide consent for my child and me to participate?
If you and your child wish to participate in the study, you and your child will be asked to separately sign two
copies of the consent form, one for your records and one for the researchers. Please return one set of copies signed
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by you and your child, ensuring you have ticked all appropriate boxes. Participation will only proceed if both you
and your child sign consent forms. Please return completed forms to your child’s form teacher by 10th January
2018. Please retain the information letter for your record.

Yours sincerely,

Phillipa McKeering Yoon-Suk Hwang
Researcher Principal Investigator
Date: Date:
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Appendix M: Student Information Letter for Phase 2

- Learning Sciences v AC U

L] L]
Institute Australia AUSTRALIAN CATHOLIC UNIVERSITY

Mindfulness program for student wellbeing
Dear Students,
You are invited to participate in the research project described below.
What is the project about?
The research project will examine if a mindfulness program can improve your wellbeing and support you as an

international school student. The mindfulness program, known as the *.b curriculum,’ has reported many benefits
to improving students’ wellbeing at school (https://mindfulnessinschools.org)

Who is undertaking the project?

This project is being conducted by Phillipa McKeering and will form the basis for the degree of Doctorate of
Education at Australian Catholic University under the supervision of Dr Hwang. She has several years of
experience in developing and implementing mindfulness programs with school students to support and enhance
their wellbeing.

Are there any risks associated with participating in this project?

There is a low risk that by participating in the program or by answering the questionnaires you may experience an
unpleasant feeling or thought (e.g., recalling a time when you had a disagreement with a friend). If this happens
and provokes strong emotions, you are asked to stop your participation in either the program or in the completion
of the questionnaire. The researcher will give you the opportunity to have a break. If you continue to experience
signs of discomfort after a break, you will be advised to stop participating in the study and the Head of Student
Services at School X will be notified.

What will I be asked to do?

®  You will be asked to participate in 16 mindfulness lessons delivered twice a week for eight weeks during
lunch recess. Each class will follow a similar structure and these lessons will be audio-recorded to ensure
consistency in the program.

e  You will be asked to complete a short questionnaire on your wellbeing three times during the period
January to June 2018. The group participating in the program in Term 3 will also complete a final
questionnaire in September 2018. You will be given these dates in advance, and this will be done during
recess. The questionnaires should take 20—30 minutes to complete. You will also be required to attend
75% of lessons in order to participate in the research project.

e  For example, you will be asked to circle a statement that best describes your experience, such as ‘my
classroom is a fun place to be,” and ‘I am optimistic about my future’.

e  You will also be asked to complete a short program satisfaction survey at the end of the mindfulness
program. It is expected to take 5 minutes to complete.

e  Some students will be selected to participate in an interview at the end of the program. This interview is
to enable the researcher to better understand individual students’ experiences with the program. Your
privacy would be protected in the interview, and it would be scheduled at a convenient time for you.

How much time will the project take?
The mindfulness program will be delivered during lunch recess at school between January and June 2018. If you

are selected, an email will be sent to your parent/guardian advising them of what days you will attend the program.

What are the benefits of the research project?
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Mindfulness school programs have reported many benefits on students’ wellbeing at school including how you
may feel, behave, and interact with others. The researcher hopes that your participation in the program will
improve your overall feeling of wellbeing and may support you in future moves you make.

How will my answers be stored and kept safe?
All collected questionnaires will be kept safe. Only the research team will see them. Your questionnaires will have
a code number on them instead of your name, to protect your privacy.

Can | stop being part of the study?

Yes. If you decide to be part of the study and then change your mind, that is fine. Your decision will not make any
difference to your relationship with your teacher, parent/guardian, and school. Should you withdraw from the
study at any time, all data collected will be discarded and not used for this study or any other research.

Where will the results of the study be shared?
The results from the study will be written up as a report. Results will also appear in academic journals. However,
your name, your teacher’s name and your school’s name will NOT appear in any report and journal.

Who do | contact if I have questions about the project?
Mrs Phillipa McKeering Dr Yoon-Suk Hwang

What if | have a complaint or any concerns?

The study has been reviewed by the Human Research Ethics Committee at Australian Catholic University (review
number 2017-XXX). If you have any complaints or concerns about the conduct of the project, please contact the
Manager of the Human Research Ethics Committee care of the Office of the Deputy Vice Chancellor (Research) at
resethics.manager@acu.edu.au and Ph: (+612) 9739 2519. Any complaint or concern will be treated in confidence
and fully investigated. You will be informed of the outcome.

| want to participate! How do I sign up?

If you wish to be part of the study, please let your parent/guardian know. You will be asked to sign two copies of
the consent form, one for you to keep and one for us. Please return one copy to your teacher checking that both
you and your parent/guardian sign the consent form. Please hand your completed form to your form teacher by 10%
January 2018. Please retain the information letter for your record.

Yours sincerely,

Phillipa McKeering Yoon-Suk Hwang
Researcher Principal Investigator
Date: Date:
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Appendix N: Parent and Student Consent Form for Phase 2

. Learning Sciences ' AC U

Institute Australia AUSTRALIAN CATHOLIC UNIVERSITY

TITLE OF PROJECT: Mindfulness program for student wellbeing
PRINCIPAL INVESTIGATOR: Dr Yoon-Suk Hwang
STUDENT RESEARCHER: Mrs Phillipa McKeering

e Ihave read the parent information letter or have had this letter explained to me in a language I
understand. I understand the aims, procedures, and any identified risk of this project, as described within
it, and have had any questions I have asked answered to my satisfaction.

e Tagree to my child participating in a mindfulness program if selected. I understand the program will be
delivered twice a week for eight weeks at school and will be audio-recorded for program evaluation. I
agree to my child completing questionnaires on their wellbeing three times during January to June 2018
and understand these will take 20—-30 minutes to complete.

e Tagree to participate in two online questionnaires (approximately 5—10 minutes) on my child’s wellbeing
at the beginning and end of their participation in the program.

e Tagree to my child participating in an interview at the end of the program if selected. I understand this
would be take approximately 20—30 minutes, would be conducted at a convenient time, and would be
audio recorded for transcription purposes only.

e T understand that participation in the project is entirely voluntarily and that I can withdraw my consent at
any time without any consequences. I understand that all information obtained in this study will be kept
confidential. I agree that research data collected for the study may be published or may be provided to

other researchers in a form that does not identify my child in any way.

e I agree to provide my contact details so I can be notified if my child has been selected in the program or
other relevant information.

By signing the consent form below, I agree to all the bullet points listed above.

NAME OF PARENT/GUARDIANS: ..ottt ettt ettt ettt ae et ea e s e e e e e e et et e e e e et et et e st eaeeaeeaeeaeenenen

SIGNATURE. ...t DATE....ooieeeeeeee

Email address.........occooiiiiiniiiieieee e Phone number-:....................

SIGNATURE OF RESEARCHER........ccooiiiiriiiriinieieiee e DATE....coiiieeeieene
STUDENT CONSENT FORM

TITLE OF PROJECT: Mindfulness program for student wellbeing
PRINCIPAL INVESTIGATOR: Dr Yoon-Suk Hwang
STUDENT RESEARCHER: Mrs Phillipa McKeering

e Ihave read the student information letter or have had this letter explained to me in a language I
understand. I understand the aims, procedures, and any identified risk of this project. as described within
it, and have had any questions I have asked answered to my satisfaction.
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e | agree to participate in a mindfulness program if selected. | understand the program will be delivered
twice a week for eight weeks at school and will be audio-recorded for program evaluation.

e | agree to complete questionnaires on my wellbeing three times during January to June 2018 and
understand these will take 20—30 minutes to complete.

e | agree to participate in an interview at the end of the program if selected. | understand this would be take
approximately 20-30 minutes, would be conducted at a convenient time, and would be audio recorded for
transcription purposes only.

e | understand that participation in the project is entirely voluntarily and that | can withdraw my consent at
any time without any consequences. | understand that all information obtained in this study will be kept
confidential.

e | agree to provide my contact details to the researcher ONLY if | want the researcher to contact me as
well as my parent/guardian regarding my selection for the program and days of attendance etc.

By signing the consent form below, | agree to all the bullet points listed above.

NAME OF STUDENT ......coiiiiiiieeee e FORM CLASS.......ccooevienn

SIGNATURE.......oii e DATE......ooiiiiiiiiis
EMail QdAress......cocvviriiiiiiircerec e Phone number:....................
SIGNATURE OF RESEARCHER:.........ccccoiiiiiiii DATE: ...

Please return this copy to your form teacher by 10" January 2018.
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Appendix O: Information Letter for Teachers for Phase 2

Learning Sciences ' AC U
¢ Institute Australia

AUSTRALIAN CATHOLIC UNIVERS|TY

Mindfulness program for student wellbeing
Dear Teachers,
You are invited to participate in the research project described below.

What is the project about?

The research project will investigate the effect of a mindfulness-based school program on the wellbeing of
international school students. The program being delivered is a well-regarded mindfulness school program by
Mindfulness in Schools Project (MiSP) known as the ‘b curriculum’ (https:/mindfulnessinschools.org). The
research aims to understand whether mindfulness lessons can support international students as they transition to a
new school and/or country. Given the high mobility of international school students, it is hoped this research can
identify a program that can provide support to these students as they adjust to a new environment.

Who is undertaking the project?

This project is being conducted by Phillipa McKeering and will form the basis for the degree of Doctorate of
Education at Australian Catholic University under the supervision of Dr Hwang. Phillipa has tertiary qualifications
in Psychology, Education, and Mental Health and is an accredited Mindfulness instructor. She has several years of
experience in developing and implementing mindfulness programs with school students to support and enhance
their wellbeing.

Are there any risks associated with participating in this project?
There are no foreseeable risks in your participation with this project.

What will I be asked to do?

®  You will be invited to complete an online questionnaire on different wellbeing measures in relation to
your student (e.g., emotional, and behavioural) before and after they have participated in a school-based
mindfulness program.

e  For example, you will need to respond to statements such as ‘considerate of other people’s feelings,’ and
‘thinks things out before acting,” with a response of ‘not true’, ‘somewhat true’, or ‘certainly true’.

e  The questionnaires will take approximately 5—10 minutes to complete, and participation will be between
January and June 2018.

What are the benefits of the research project?

Mindfulness school programs have reported significant benefits on students’ wellbeing at school across numerous
measures including behaviour in the classroom, student engagement, and cognitive performance. With this in
mind, the research project will examine what effect such a program has by collecting data from the student, their
parent/guardian, and their teacher. It is envisaged a mindfulness program may support international students in
their wellbeing during the process of relocation to a new school and/or country.

Can I withdraw from the study?
Participation in this study is completely voluntary. You are not under any obligation to participate. If you agree to
participate, you can withdraw from the study at any time without adverse consequences.

How will data be stored and kept confidential?
All collected data will be kept secure, with only the research team having access to the collected raw data. Any
information provided will be treated in the strictest confidence by the researchers. All participating teachers will be

assigned a unique code number on their questionnaires to protect their privacy.

Where will the results of the study be shared?
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The results from the study will be written up as a report and will be presented to the College leadership team. The
results may also appear in academic journals. However, your name, your student’s name and the school’s name
will NOT appear in any report or journal.

Who do I contact if I have questions about the project?
Mrs Phillipa McKeering Dr Yoon-Suk Hwang

What if I have a complaint or any concerns?

The study has been reviewed by the Human Research Ethics Committee at Australian Catholic University (review
number 2017-243H). If you have any complaints or concerns about the conduct of the project, you may write to
the Manager of the Human Research Ethics Committee care of the Office of the Deputy Vice Chancellor
(Research). Any complaint or concern will be treated in confidence and fully investigated. You will be informed of
the outcome.

Manager, Ethics, c¢/o Office of the Deputy Vice Chancellor (Research)
Australian Catholic University, North Sydney Campus

PO Box 968, NORTH SYDNEY, NSW 2059

Ph.: 02 9739 2519 / Email: resethics.manager@acu.edu.au

I want to participate! How do I sign up?

If you wish to participate in the study, please complete the online survey for your student through the link
provided. The questionnaire needs to be completed by 25th January 2018. Please retain the information letter for
your record.

Yours sincerely.

Phillipa McKeering Yoon-Suk Hwang
Researcher Principal Investigator
Date: 20/01/2018 Date: 20/01/2018
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Appendix P: Teacher Consent Form for Phase 2

- Learning Sciences v AC U

L] -
Institute Australia AUSTRALIAN CATHOLIC UNIVERSITY

TEACHER CONSENT FORM
TITLE OF PROJECT: Mindfulness program for student wellbeing
PRINCIPAL INVESTIGATOR: Dr Yoon-Suk Hwang
STUDENT RESEARCHER: Mrs Phillipa McKeering

e Ihave read the teacher information letter or have had this letter explained to me in a language I
understand. I understand the aims, procedures, and any identified risk of this project, as described within
it, and have had any questions I have asked answered to my satisfaction.

e Tagree to participate in two online questionnaires on my student’s wellbeing at the beginning and end of
their participation in a mindfulness school program and understand these questionnaires are
approximately 5-10 minutes in duration.

e T understand that participation in the project is entirely voluntarily and that I can withdraw my consent at
any time without any consequences.

e Tunderstand that all information obtained in this study will be kept confidential

e I agree that research data collected for the study may be published or may be provided to other
researchers in a form that does not identify me, my student, or my school in any way.

By signing the consent form below, I agree to all the bullet points listed above.

NAME OF TEACHER: ...ttt ettt ettt a e e e e ae e st e et e st e ae e st e aeeea e e s e eae e s e eaeeneeaeeeseeanesseennenneaas

SIGNATURE........cooiiiiiiiic s DATE......ccoiiiiiiieee

Please return this copy to Head of Student Services by 25% January 2018.
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Appendix Q: Postprogram Satisfaction Survey

Dear Participant,

Many thanks for your time in participating in this study. As the mindfulness program has now finished,

I am interested to better understand how useful or not the program may have been to you. Can you

please circle the number that best describes your own experience with the program with 1 = not useful
through to 10 = very useful.

¢ What was the most important thing you believe you have learnt from this program?

Breath counting

FOFBOC practice
Beditation practice
Recognising “story telling”
Mindful eating practice
Mindful movement practice
Thought buses activity
7-11 exercise

Mindful morning practice

Mindful listening practice

e What did you like the most?

o What did you like the least?

123

123

678910

6

7

7

7

8

8

9

o How often are you practising being mindful at the moment?

o How often did you practice the homework?

Finally, I am interested to conduct short interviews with a few participants in the coming weeks to

10

10

10

10

10

10

10

10

10

discuss your experience with the program in more detail. Can you please indicate below whether you are
interested to be contacted for an interview.

e yes
e NO
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Appendix R: Mindfulness Program Description

Detailed Lesson Plan for Each Mindfulness Session

Lesson  Aim/Theme Objectives/Lesson Flow Exercises (Experiential)
(Didactic learning)
1 Introduction o Introduce mindfulness in a way that is e ‘Where is your mind’
engaging, entertaining and persuasive exercise
(Introduction e Discuss how we retrain our brain (cab
booklet to page driver example)
11) e Discuss what mindfulness is and
‘possibilities’ for the class
¢ Introducing the aspect of ‘observing’ in
mindfulness
e Discuss logistics for future classes (i.e.,
start times, location, home practice etc.)
2 Introduction e Revisit ‘Possibilities’ of mindfulness e Grp discussion — 3 words
¢ Kung Fu panda clip from ‘possibilities’ sheet
(Introduction e Look at the relationship between explores common words
booklet — pages mindfulness and concentration ¢ Kung Fu panda worksheet
12-32) e Training the muscle of your mind e .bexercise
¢ Look at how mindfulness is being used in e White polar bear experiment
many different situations (i.e., sport, & discussion
music, corporate world)
e Mindfulness = calm & happy (example of ~ (Student worksheets: 1,3,4)
how I use mindfulness to remain calm)
e Mindfulness = feeling connected. What
does this mean?
e Testimonial from past students
3 ‘Playing e Discuss class rules (be in your own e Class rules group
Attention’ bubble, give space to others, be here etc.) discussion/input
¢ Introducing students to the faculty of o Attention exercise that is
(Lesson one attention; how to direct and explore it, hijacked. Grp discussion
booklet to page and how it can be hijacked ¢ Mini body-scan exercise
17) o Torchlight example e Body-scan worksheet and
e Understanding the untrained mind’s discussion (to be reviewed at
fickle nature — like a little puppy end of course)
e Puppy animation o (Student worksheets:
e Introduction of tools to train attention 7,8,9,10)
¢ Introduction of key attitudes of attention-
training; kindness, patience, repetition
4 ‘Playing e Discussion of the untrained mind being e Breathing awareness
Attention’ like a puppy exercise (2 mins)

(Lesson one
booklet — pages
18-25)

Introduction to the objectives of the
breathing awareness exercise in aiming
and sustaining your attention

Introduce strategies to help stabilise our
attention

Discuss objectives of the finger breathing
exercise and settings it can be used in
Introduction to Home Practice. Show how
to access the site and provide password to
students for the site www.dotbe.org
Watch the animation beginning so they

e Worksheet and group
discussion on exercise

o Finger breathing exercise

¢ Discussion of both exercises
and preferences/differences
experienced

(Student worksheets: 11,12,13)

Home practice:
e Puppy animation and body
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‘Taming the
Animal Mind’

(Lesson two
booklet — pages
1-16)

‘Recognising
Worry’

(Lesson three
booklet — pages
1-14)

‘Recognising
Worry’

(Lesson 3
Booklet — pages
13-24)

‘Being Here
Now’

(Lesson 4
Booklet — pages
1-14)

know what to expect

Cultivating curiosity and kindness

To explore that the mind has a life of its
own — we often can’t control it

To nurture an attitude of curiosity,
kindness, acceptance, and openness that
helps us to deal more skilfully with these
fluctuating mind-states

To teach that by ‘anchoring’ our attention
in the lower half of the body we can begin
to turn towards calm even when our minds
are stormy. Anchoring slows our heart
rate, steadies our breathing, and calms our
thinking

Examining the habit of worrying and the
tricks our mind plays on us

The differences between a thinking and
sensing mode

The mind habitually interprets and ‘tells
stories’ about what is happening

We can get stuck in our heads and
‘ruminate’ or ‘catastrophise’

Such rumination is not only stressful it can
affect our bodies and our behaviour.
The relationship between thoughts,
feelings, body sensations, and actions

Revisit of relationship between thinking,
feeling, body sensations and actions
Woody Allen clip

Rumination is not only ‘stressful” — it
affects our bodies and behaviour, from
sleep and sport to spots and studies

e Over thinking = Catastrophising

Practices like the ‘7-11° and Beditation
help us deal with this by switching us
from ‘thinking’ mode to ‘sensing’ mode

To explain how ‘autopilot’ prevents us
from being alive and awake to our
experience in the here and now

Discuss what the concept of ‘being
present’ what does it mean?

To learn to appreciate and savour the
pleasant — mindful eating

To recognise life is not always wonderful
and dealing more intelligently with
stressful time

scan

e Worksheet to record
experience in different
days/times

o Review of home practice

e Grp discussion/pair work on
which animal they are

e Animation worksheet &
discussion

e FOFBOC

Home practice:
e FOFBOC exercise and
worksheet

(Student worksheets:
14,15,16,17,18,19)

Review home practice

.b practice

Grp discussion on last lesson

7-11 Breathing awareness

exercise

e Catastrophising group
exercises: ‘Sam’

e ‘A scenario for you’
worksheet

e Animation: recognising

worry. Worksheet & group

discussion

Home practice:
e Optional breathing
awareness exercise

(Student worksheets: 21,22,23)

¢ Review home practice

¢ 1 min breathing exercise

e Woody Allen clip and
discussion

¢ Hot cross bun scenario
worksheet

¢ Beditation (15 min practice)

Home practice:
¢ Beditation and worksheet

(Student worksheets: 24,25,26)

e Review home practice

e Finger breathing

e Animation group discussion
& worksheet

o Autopilot worksheet and
discussion

e Mindful eating exercise &

discussion

.b exercise
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10

11

12

‘Moving
Mindfully’

(Lesson 5
Booklet — pages
1-25)

Stepping Back
—part1

(Lesson 6 — up
to page 13)

Stepping Back
—part 2

(Lesson 6 —
pages 14-25)

Befriending the
difficult

(Lesson 7
booklet — pages
1-25)

¢ Recognising our different body sensations
when we like and dislike things

¢ Recognising how we react rather than
respond out of habit

e To learn how a .b can quickly bring our
attention into the here and now, and help
us to respond rather than react to what is
difficult

¢ Victor Frankl quote

For students to understand that:

e Mindfulness is not just about being still, as

in the FOFBOC or Beditation. It is also

about movement. We spend a great deal of

time doing actions ‘mindlessly’ ... in
autopilot

e Examining what ‘flow” and being ‘in the
zone’ mean and how this practice is used

e Last Samurai clip

e One such activity is walking. We are
rarely ‘present’ when we walk

o Learning to move mindfully can also be

used as a resource for peak performance in

sport, music, and the performing arts

e Examining the relationship we have with
thinking

e Looking at how we are relating to our
thinking in this moment

e Understanding we have the capacity to
‘step back’ from our thoughts

e Learning that it can be helpful to see
thoughts as ‘traffic’ flowing through the
mind

e Animation clip explaining thought buses
than can carry us off and take us for a ride

e Revisit last lesson’s animation on thought
buses

¢ Neuroscience of our thoughts and how we
make our own neural pathways

e “Neurons that fire together wire together”
— what does that mean

o Identify some of the particular ‘thought-
buses’ that pass through their mind

¢ Recognise that they don’t have to ‘get on
the bus’ of these difficult thoughts

o Understanding stress: where it comes
from, why it is necessary, how it works
and the potentially harmful effects

¢ Fight or flight response — what does this
mean

e Discussing the long-term effects of stress

Home practice:

e Worksheet

.b buddy

Mindful mouthful
Sit like a statue

(Student worksheets:
27,28,29,30,32,33)

o Review home practice

o Standing practice

¢ Group discussion on Last
Samurai clips

o Mindful walking practice

Home practice:

o Worksheet

e Samurai walking

e Choose a routine activity to
do mindfully each day

(Student worksheets:
35,36,37,38)

e Review home practice

o .b

e Reflect on today’s mind
traffic

¢ Animation worksheet

o Mindful listening practise

Home practice:

¢ Beditation

e Routine activity to do
mindfully each day

(Student worksheets: 40,41)

e Review home practice

e FOFBOC

e Thought bus activity &
discussion

o Mindful standing exercise
with thought traffic

Home practice:

¢ Thought traffic exercise and

observation worksheet
e FOFBOC

o (Student worksheets:
42,43,44)

o Review home practice

o Finger breathing exercise

e Animation worksheet

e Stress situation game &
discussion
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e Identifying and drawing the “stress e Stress signature worksheet
signature” — where in the body do they

feel stress? Home practice:
e Learning to respond rather than react, by o Worksheet

‘turning towards’ and ‘being with’ e The practice promise

difficult emotions
(Student worksheets:
46,47,49,50,52,53)

13 Taking in the e To encourage an appreciation of what is e Review home practice
good —part 1 good in life o .b

e Explain mindfulness is about the hearttoo e grape mindful eating exercise
(Lesson8—up o To explain how even the ordinary canbe e gratitude worksheet and

to page 11) experienced as ‘good’ if we are more fully discussion
aware of it e Alice Hertz-Sommer video &
e To teach advice of those who have done worksheet

this even in awful circumstances
e Auschwitz and Alice Hertz-Sommer video  Home practice:
o Worksheet — ‘3 good things’

(Student worksheets: 57,58)

14 Taking in the e Animation on taking in the good e Review home practice
good — part 2 e To teach a practice of ‘taking in the good” e Animation clip and
so that what is good turns from an idea worksheet
(Lesson 8 — into an experience e FOFBOC & Gratitude
pages 12-21) « Soul Pancake clip awareness practice
e Discuss ways to implement gratitude in ¢ Soul Pancake worksheet
our daily lives

Home practice:
o Gratitude letter

(Student worksheets:
55,56,59,60,61)
15 Pulling it all e Reflecting on what has been covered in e Review home practice
together the past 14 lessons by revisiting each e b
lesson ¢ Beditation
(Lesson 9) e Discussing the different mindfulness
practices introduced Home practice:
e Identifying what individual students may e Identify what practices work
have found most useful in the .b course best for you and why. Reflect
on the possibilities of the
course
16 Pulling it all e Mindfulness quiz e Mindful eating practice
together e To consider what areas of their life they e Postprogram survey
might apply their new mindfulness skills
(Lesson 9) e Baz Luhrmann video clip Home practice:

e Examine how mindfulness could be used o |etter to self
in mobility challenges faced by
international students

(Mindfulness in Schools Project, 2015)

The .b Mindfulness in Schools Project (MiSP) curriculum (2015) is copyrighted and cannot be shared through this
study. For more information, or to acquire a copy of the MiSP curriculum, please visit
https://mindfulnessinschools.org
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Appendix S: Fidelity and Competency Check

Proficiency Scores Across Domains for Randomly Selected Mindfulness Lesson

Group Lesson Competency scores
Coverage, pacing Embodiment of ﬁ?r:(gi:‘ﬁ?ness Lesson
and organisation mindfulness . Average
practices
Lesson 2 5 4 5 4.67
. Lesson 7 4 S 6 >
Intervention
group Lesson 8 6 5 5 5.33
Lesson 12 5 5 > >
Lesson 5 5 5 6 5.33
Waitlist control ~ Lesson 8 6 5 6 5.66
group
Lesson 13 4 5 4 4.33
Lesson 15 5 5 S 5
Competency 5 4.88 5.25 5.04
Average

Note. Score competencies: 1 = Incompetent, 2 = Beginner, 3 = Advanced Beginner, 4 = Competent, 5 = Proficient,

6 = Advanced
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Appendix T: Student Engagement Measure (SEM) — MacArthur (Wave 2 Version)

Here are some statements or descriptions about how you might be feeling at school at the moment. For each one,

please circle the number which best describes your thoughts and feelings; there are no right or wrong answers.

Statements

I follow the rules at school
I get in trouble at school

When | am in class | just act as if | am
working

| pay attention in class

I complete my work on time

I like being at school

| feel excited by the work in school

My classroom is a fun place to be

I am interested in the work at school

I feel happy in school

| feel bored in school

I check my schoolwork for mistakes

I study at home even when I don’t have a test

I try to watch TV shows about things we are
doing in school

When | read a book, | ask myself questions
to make sure | understand what it is about

I read extra books to learn more about things
we do in school

If T don’t know what a word means when I
am reading, | do something to figure it out

If T don’t understand what | read, |1 go back
and read it over again

I talk with people outside of school about
what | am learning in class

Never

On

occasion

2

2

Some of
the time

3

3

Most of

the time

4

4

All of the

time

5

5
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Appendix U: The Child and Adolescent Mindfulness Measure (CAMM)

We want to know about what you think, how you feel, and what you do. Read each sentence. Then, circle the

number that tells how often each sentence is true for you.

Statements

I get upset with myself for having
feelings that don’t make sense

At school, | walk from class to class
without noticing what I’m doing

I keep myself busy, so I don’t notice my
thoughts or feelings

I tell myself that I shouldn’t feel the way
I’m feeling

I push away thoughts that I don’t like

It’s hard for me to pay attention to only
one thing at a time

I get upset with myself for having certain
thoughts

I think about things that have happened in
the past instead of thinking about things
that are happening right now

I think that some of my feelings are bad
and that I shouldn’t have them

I stop myself from having feelings that |
don’t like

Never
true

Rarely
true

Sometimes
true

Often
true

Always
true
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Appendix V: Strengths and Difficulties Questionnaire (SDQ)

For each item, please mark the box for Not True, Somewhat True, or Certainly True. It would help us if you

answered all items as best you can even if you are not absolutely certain. Please give your answers on the basis of

this young person’s behaviour over the last six months or this school year.

Statement

Restless, overactive, cannot stay still for long

Often complains of headaches, stomach-aches, or sickness
Often loses temper

Would rather be alone than with other youth

Generally, well behaved, usually does what adults request
Many worries of often seems worried

Constantly fidgeting or squirming

Has at least one good friend

Often fights with other youth or bullies them

Often unhappy, depressed, or tearful

Generally liked by other young children

Easily distracted, concentration wanders

Nervous in new situations, easily loses confidence

Often lies or cheats

Picked on or bullied by other young children

Thinks things out before acting

Steals from home, school or elsewhere

Gets along better with adults than with other young children
Many fears, easily scared

Good attention span, sees tasks through to the end

Not True

Somewhat
True

1

Certainly

True
2
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Appendix W: Semistructured Interview Questions

The reason for this interview is to enable me to better understand your experiences as an international student as
well as with the mindfulness program. There are no right or wrong answers here. | encourage you to answer the
questions honestly and to provide as much information as possible. If at any time, you feel uncomfortable during
the interview, please raise your hand and we will stop the interview immediately. | expect the interview will go for
approximately 20-30 minutes. At the conclusion of the interview, | will write up the notes of this interview and
will provide you with a copy of the script for your own reference. | will also tape this interview with your
approval. Do you have any questions? Are you happy for the interview and taping to commence?

(Audio recording starts)

Researcher to state date, time, and provide pseudonym for the participant.
Participant to verbally approve for interview to be recorded.

Thank you for your time today in talking about your experiences in moving to Singapore as well as with the
mindfulness program. Can | please ask you to provide me with as much information for each question as possible?
Are you ready to begin?

Part A:

e Can you tell me about your experience as an international student? (how long have you been here for,
how many schools, where else have you lived?)

e Do you remember what you thought or felt when you were told you were moving to Singapore? (or
moving schools in Singapore if you have been here for a long time)

e What do you think some of the challenges could be in moving to another country? (or saying goodbye to
a close friend who is leaving).

e Canyou talk about any recent challenges you have experienced in leaving or having a friend leave?
e Do you think there has been anything you have learnt during the program that could help you with any

challenges in an upcoming (or recent) move? (For future moves, what might you do to help with any
challenges?) How might these things help?

I am also interested to better understand your experience with the mindfulness program. Are you happy to
continue?
Part B:

1. How did the program go for you?

2. Were there particular things you did/didn’t find useful?

3. What other situations did you find it useful at school and/or home?

4. Has the program helped in other areas? Have you used it in any other context (e.g., friendships,
sport etc.)?

5. Have you noticed any changes in you since you started the program?

6. Do you think the program has helped you feel more connected or engaged at school? (e.g.,
friendships, community, sense of belonging).
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7. What did you enjoy most about the program? What did you like least in the program?

8. Do you think the program helped in your overall wellbeing?

Is there anything else you would like to comment on or discuss in this interview? Are you happy to receive a copy
of this interview for you to check that | have accurately recorded what you have said? If so, please provide best
contact details.

311



Appendix X: Timeframe for Phase 2 of the Study

Timeframe for Intervention Program Delivery and Data Collection for Phase 2

Week Program Action Comment
1 Presentation to students and  Consent forms to be handed Form teachers to help chase up.
parents out and returned.
Students/parents advised of
Random assignment of group details
students to experimental or
waitlist control group
2 Time-1 Data collection Completion of baseline data Demographic survey and 4
for both groups (Baseline) student self-report
questionnaires
3 Mindfulness program; Experimental group Lessons 1 and 2
Week 1
Teacher/parent preintervention
questionnaire for experimental
group
4 Mindfulness program: Experimental group Lessons 3 and 4
Week 2
5 Mindfulness program: Experimental group Lessons 5 and 6
Week 3
6 Midterm break
7 Mindfulness program: Experimental group Lessons 7 and 8
Week 4
8 Mindfulness program: Experimental group Lessons 9 and 10
Week 5
9 Mindfulness program: Experimental group Lessons 11 and 12
Week 6
10 Mindfulness program: Experimental group Lessons 13 and 14
Week 7
11 Mindfulness program: Experimental group Lessons 15 and 16
Week 8 Postprogram survey completed
12 Time-2 Data collection Experimental group 4 student self-report

(postintervention)

Waitlist control group
(preintervention)

questionnaires

Teacher/Parent postintervention
questionnaire for experimental
group

4 student self-report
questionnaires

Teacher/Parent preintervention
questionnaire for waitlist control

group
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Week Program Action Comment
13 Mindfulness program: Waitlist control group Lessons 1 and 2
Week 1
14 Mindfulness program: Waitlist control group Lessons 3 and 4
Week 2
15 School holidays
16
17 Mindfulness program: Waitlist control group Lessons 5 and 6
Week 3
18 Mindfulness program: Waitlist control group Lessons 7 and 8
Week 4
19 Mindfulness program: Waitlist control group Lessons 9 and 10
Week 5
20 Mindfulness program: Waitlist control group Lessons 11 and 12
Week 6
21 Mindfulness program: Waitlist control group Lessons 13 and 14
Week 7
22 Mindfulness program: Waitlist control group Lessons 15 and 16
Week 8 Postprogram survey completed
23 Time-3 Data collection Experimental group (follow- 4 student self-report
up intervention) questionnaires
Waitlist control group Teacher/Parent postintervention
(postintervention) questionnaire for waitlist control
group
4 student self-report
guestionnaires
Approval sought to conduct
interviews with 10 interviews
24 Semistructured interviews 5 participants from
experimental group
5 participants from waitlist
control group
25 End of school year
26 School holidays
27
28
29
30
31
32
33
34 Time-4 Data collection Waitlist control group 4 student self-report

(follow-up intervention)

guestionnaires
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Appendix Y: Coded Student Participant Interview Transcripts

Students’ Experiences With Moving as an International School Student

Example of student responses: perceptions of moving

Pl ¢ (Do you remember what you thought or felt when you were told you were moving
to Singapore?) Yeah. When mum told me about the move I remember thinking I
will feel scared when I start to think about what school will I go to, who will be
my friends. ... It was difficult when I arrived as I thought the school was going to
be much smaller than it was.

P3 o (What are you thinking or feeling about your upcoming move to the UK?) I think I
will be unhappy leaving friends here when I move as everything here is really
close and it will be difficult for me to see my friends when I live so far away.

o (Are there other thoughts or feelings you have about relocating?) Yes, I think I
will be excited seeing my new house as the photos look good and it will be good
to have so much space around us.

P5 ¢ (Do you remember what you thought or felt when you were told you were moving
from Singapore?) I was quite surprised. I think I will be worried about missing my
good friends. We have been together for a few years now.

P6 ¢ (You move mn a few weeks’ time. How are you feeling about the move?) I think it
will be difficult saying goodbye to my friends. I think I will feel terrible, I will feel
really sad. I wish I was staying a few days after school finishes to do proper
farewells but we fly out that afternoon.

¢ (What challenges do you expect with the move?) At the beginning I didn’t think it
was going to be too bad and I was really excited, but now I know everything I
know it won’t be easy.

Example of student responses: experiences of moving

P3 ¢ (How are you feeling about the move?) I think it will be difficult for us all. Dad
has to stay here with work for another 6 months or so, which is sad. The last move
was easier as the whole family moved together at the same time.

P8 ¢ (Can you tell me about your experience in moving to Singapore?) I remember that
I cried a lot — I didn’t want to leave my school and friends in India. The move was
difficult for us all as there was so much to do. My mum was so busy with setting
up house she couldn’t spend as much time with me. When I started at XX School,
I was really nervous, and I couldn’t believe I had to learn a different curriculum
and that I had to sit exams two weeks after starting. It was pretty overwhelming.
But now that I am here I don’t want to go back to India.

P10 e (Do you remember what you thought or felt when moved to Singapore?) I was
about 9 or 10 years of age when we moved. One of the difficulties was the
shipping took so long to get here and when it did arrive a lot of our belongings
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were lost in the move, it was devastating ....lots of our memories were lost, we
didn’t know what to do. Also, my father had to stay behind for a few months
which made us feel a bit lonely in finding our way in a new country without him
with us.

Example of student responses: support strategies with moving

P1

P2

P5

¢ (Are you using any strategies to help you with these difficulties from moving?)
Mmm - a bit. I use social media to reconnect with old friends which has helped
when I feel sad. It makes me feel less lonely here. I am also trying lots of different
activities and I am still trying to find my thing with sport as I know finding like-
minded students will help me to settle in.

o (Is there anything you have learnt in the mindfulness program that could help
support you with difficulties you are experiencing from your recent move here?)
Yes, [ used to try to block thoughts or images of my past life in Shanghai out, now
I do some finger breathing to help me settle my emotions down. It makes me feel
less overwhelmed by everything going on.

o (What things might you do to feel a bit better about xx finishing up at the school
soon?) I know I’m going to really miss him but I’'m not so worried now that we
have shared emails and phone numbers as I know that will help us keep in contact.

¢ (Do you think there is anything you have learnt during the program that could help
you with the challenges you mention in having to say goodbye to your friends
soon?) Mmm - I might try the 7/11 or mindful eating exercise when saying
goodbye to everyone ... it could help me feel a bit better. Make me feel less
worried about when we will see each other again.

o (What strategies have you used in coping with recently saying goodbye to xx?)
Well, we still keep in contact with each other, so I don’t feel so alone. We are
texting and facetiming each other a lot.

¢ (Do you think there has been anything you have learnt during the program that
might help you with the challenges you mention with friends moving away?) I
could do a .b to help me feel that this is happening, but it’s not always going to be
bad ... it will help me cope with that feeling.
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Students’ Experiences With the Intervention Program

Example of student responses: affective responses to the program

P1

P4

P7

P9

¢ (How did the program go for you?) It was enjoyable and it gave me something
new to try.

¢ (How did the program go for you?) I found it really helpful because it helped me
to find a focus especially in lessons.

¢ (What did you enjoy most in the program?) The exercises and knowing that I was
not the only person interested in mindfulness and learning about it. It was nice
having a friend there to do it with me and I found it interesting trying something
new.

¢ (How did the program go for you?) I enjoyed the program, there were lots of
different aspects I took out of it that I have used for future reference. Yeah, I
thought 1t was good.

¢ (How did the program go for you?) It was good. I definitely learnt a lot of things
from it, which I can use like later on.

Example of student responses: benefits experienced from the program

P1

P5

P8

o (Were there particular things you did/didn’t find useful with the program?) Yeah,
some of the focusing exercises were good like the finger breathing and mindful
breathing exercises. It helped me to forget about worrying thoughts and not focus
on the past.

o (Were there other aspects of the program you enjoyed?) It was good doing the
program at lunchtime. It gave me something to do. I also felt closer with the other
students by doing the program and it has helped me make friends at this school.

o (Were there particular things you did/didn’t find useful with the program?) It
helped me before my exams. I felt stressed waiting to go into the classroom for the
exam, so I did a finger breathing exercise to help me focus better with the exam. I
noticed I felt calmer after doing the exercise.

¢ (Have you noticed any changes in you since you completed the program?) Yes, it
makes me feel more grateful when doing the exercises. Also, in studying for the
11+ entrance exams, I noticed since doing the exercises that I am more confident
that I can do it, instead of freaking out about the assessments.

o (Is there anything else you would like to add?) I just really feel that I now take the
good things m, ... I feel grateful and have a positive outlook on life.

o (Were there particular things you did/didn’t find useful with the program?) When I
was studying Chinese, my brain felt all cramped, so I did a FOFBOC to help me
get more focused. I was worried I wouldn’t remember all the characters for the
exam and after the FOFBOC I stopped stressing out so much and I just started
focusing on what I needed to learn.

¢ (Do you think the program has improved your wellbeing?) Yeah — I think so. I
have not always been very happy, and I feel a lot happier since I finished the
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program.

P10 e (Have you noticed any changes in you since completing the program?) Not really,
but I can see I am more careful about things now. I notice things a lot more. I
concentrate on my thinking a lot more and I only think of one thing at a time now.

o (What did you enjoy the most about the program?) I enjoyed working with my
friend in the class as a pair and hearing my friend’s thoughts about certain things
... it made us closer as friends. We had different views, but we were able to help
each other, which made it easier.

¢ (Do you think the program has improved your wellbeing?) I think I have become a
bit more optimistic since completing the program. (Are there any specific
examples you can give me?) Well, I took up yoga after the program. It’s really
good, I feel a lot stronger from it. I think the program gave me the confidence to
try new things.

Example of student responses: useful aspects of the program
P2 o (What did you enjoy about the program?) It was good doing the classes with other
boys in my year level and sharing what we thought in the group discussion parts of
each lesson. It was helpful hearing about other people’s worries and it made me
feel I wasn’t the only one thinking that way.
¢ (What did you like least about the program?) It was one of the activities, writing
things down on the worksheets. I couldn’t figure out how to write them.

P3 o (What did you like least about the program?) The worksheets. I found it more
effective talking than writing it down on a piece of paper.

P7 o (Were there particular things you did/didn’t find useful?) I really enjoyed doing
the mindfulness exercises. I always felt doing the FOFBOC or 7/11 exercise were
the best in making me feel less worried about whatever was going on.
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