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Abstract: In today’s multicultural societies, schools play a vital role in nurturing multicultural
values and fostering students’ positive interethnic relations. This paper contributes to discussions about
the ways of building positive school climate, interethnic relations and multicultural practices by exploring
the potential of practicing mindfulness in schools. Mindfulness is defined as the process of paying attention
in the present moment and non-judgmentally that can, when practiced regularly, become a state and
finally, an individual’s trait. In the last two decades the effects of the mindfulness-based interventions
(MBIs) on students’ cognitive and socioemotional outcomes, as well as on school climate and interethnic
relationships have been studied. Although the results are not unambiguous and depend on the research
design, duration and comprehensiveness of the intervention and characteristics of students, one can
conclude that MBIs can have a positive impact on students’ cognitive and socioemotional functioning.
Studies indicate positive effects of the MBIs on school climate, prejudice reduction, and willingness to
engage in social contact with the youth of other ethnic backgrounds. Despite the potential of mindfulness,
one should not overlook that we need to adopt a whole-school approach and to advocate for structural
system changes to ensure positive interethnic relations in society.
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Introduction

In the current global landscape, it is crucial
for children and young individuals to develop the
skills and competencies necessary to navigate mul-
ticultural environments in their daily lives (Hughes
et al., 2006; Levy & Killen, 2008). Parents, families,
schools, and communities must effectively adapt to
increasing levels of cultural diversity, creating sup-
portive and nurturing environments for all children
(Feinberg, 2012). Schools are seen as places that
should promote both excellence and equity, while
teachers are seen as the main agents and creators of
such activities (Darling-Hammond, 1995; Kazan-
jian, 2022; Simi¢, 2019). However, current educa-
tional institutions are unfortunately rarely success-
ful in providing an equal level of opportunities, par-
ticipation and belongingness to all students, espe-
cially to those from marginalized groups (Huijnk et
al., 2016; Stevens et al., 2017). Students coming from
non-dominant groups often experience overt dis-
crimination and microaggression, leading to nega-
tive emotional and academic outcomes (Ong et al,,
2013, Verkuyten et al., 2019), which has been found
to be the case in Serbia as well (Simi¢ & Vranjesevic,
2022).

In the last few years, especially after the
COVID-19 pandemic, scholars and practitioners
have pointed to the value of socioemotional learn-
ing (e.g. Durlak et al., 2011), cross-curricular com-
petencies (Leask & Younie, 2022; Malazonia et al.,
2021), and most recently - to the potential of mind-
fulness to improve the school climate, nurture posi-
tive interethnic relationships, and enhance intercul-
tural competencies, values, and practices (Dodson-
Lavelle et al. 2014; Kazanjian, 2021; Lillis & Hayes,
2007; Markovi¢, 2020; Semple, et.al., 2017). This re-
view paper aims at contributing to the discussions
about the effectiveness of practicing mindfulness
within the school context, specifically in the endeav-
or to cultivate culturally responsive schools. First we
will address the concepts on intercultural or mul-
ticultural education that we consider synonymous

in this paper, followed by the concepts of cultural-
ly responsive schools and teaching, with the focus
on interpersonal dimension of these concepts; later
we will introduce the concept of mindfulness and
present studies that evaluated diverse mindfulness-
based interventions in schools; and finally we will
draw conclusions about the effectiveness of mind-
fulness practices and provide recommendation for
schools on how to use the most effective practices
to improve their school climate and interethnic rela-
tions, and promote intercultural values.

Multicultural schools

Multicultural or intercultural education aims
to enhance students’ capacity to thrive in an increas-
ingly diverse society and empower them to make a
positive impact (Zeszotarski, 1998). It is a form of
education that also brings about transformation of
educational institutions and the society as a whole
(Gorski, 2010). Its goal is to elevate the achieve-
ment of all students, provide them with an equitable
and high-quality education, and equip them with
the skills to be critical and productive members of
a democratic society, and finally, to facilitate equal
educational opportunities and remove inequalities
(Nieto, 1999).

Banks offered five fundamental dimensions
of multicultural education which overlap with each
other (Banks, 2002, 2006a): 1) the content integra-
tion, 2) the knowledge construction, 3) equity peda-
gogy, 4) empowerment-focused school culture, and
5) prejudicial discrimination reduction, the last one
being of particular interest for this paper. Schools
that strive for positive interethnic relations and mul-
ticultural practices should continuously address stu-
dents’ negative attitudes towards cultural differenc-
es, create school and classroom opportunities for
students to learn to develop more democratic atti-
tudes and behaviors (Banks & Banks, 1995; Banks,
2002, 2006a).
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Although the effects of institutional policies
and practices are not negligible (Gay, 2010a), schol-
ars agree that teachers play a crucial role in pro-
moting values and practices of intercultural educa-
tion (Aboud & Fenwick, 1999; Mickan et al., 2007;
Paluck & Green, 2009; Petrovski & Petrovska, 2017).
Banks introduced the concept of culturally respon-
sive teaching, which is seen as a practical manifes-
tation of the reform objectives and dimensions of
multicultural education (Banks, 2010). The core
principles of culturally responsive or culturally rel-
evant teaching encompass three main aspects: 1) in-
corporating teachings on racial, ethnic, and cultur-
al diversity into the curriculum; 2) employing cul-
turally diverse approaches to impart knowledge and
skills to ethnically varied students through pedago-
gy; and 3) establishing an environment of culturally
responsive care and pleasant learning atmospheres.
In line with that, Gay (2010b) and Ladson-Billings
(2009) assert that culturally relevant teaching en-
tails, among others, nurturing relationships, and the
cultivation of a favorable learning environment spe-
cifically tailored for marginalized students within
the classroom where students’ cultures are used to
facilitate understanding of themselves and others.

In culturally relevant classrooms students feel
psychologically safe, and there is potential to in-
crease student engagement through improved un-
derstanding, positive peer relationships, and thus
improved feelings of relatedness (Ladson-Billings,
2009). Teachers play a vital role in maintaining cul-
turally responsive classroom management and nur-
turing positive relationships between students (Aba-
cioglu et al., 2023; Bondy et al., 2007; Brown, 2003;
Weinstein et al., 2003). One way to achieve a posi-
tive climate is by employing cooperative and collab-
orative learning, particularly well-designed hetero-
geneous group work (Vavrus, 2008).

Besides that, teachers are models to their stu-
dents and as they demonstrate relevant competen-
cies in their everyday work, students also begin to
improve and demonstrate these competencies. In

the context of multicultural schools, one important
competence is active listening, so individuals can
engage in meaningful conversations with other in-
dividuals from diverse cultural backgrounds. Some
authors have recently started to associate intercul-
tural competence with mindfulness. Ting-Toomey
(2007a, 2007b, 2017) presents mindfulness as one
of the essential cornerstones of intercultural compe-
tence, alongside knowledge and skills, while Gud-
ykunst (2002) and Deardorft (2009) consider mind-
fulness as a dimension of intercultural competence.

Nurturing intercultural competencies in
school staft and students is definitely an impor-
tant way of building a positive school climate and
positive relationships between students of different
cultural backgrounds. One way to achieve positive
school climate and interethnic relations seems to be
through practicing mindfulness. Therefore, we pre-
sent this concept in more detail, as well as effects of
mindfulness-based interventions in the educational
context in the following lines.

Mindfulness -
Conceptualization and mechanisms

Approximately, three decades ago, mindful-
ness found its way into modern Western psychol-
ogy. John Kabat-Zinn, founder of the MBSR pro-
gram, one of the first mindfulness-based interven-
tions (MBIs) describes it as “paying attention in a
particular way, on purpose, in the present moment,
and non-judgmentally” (Kabat-Zinn 1994, p. 4).
Bishop et al. (2004) defined it as “a process of regu-
lating attention in order to bring a quality of non-
elaborative awareness to current experience and a
quality of relating to one’s experience within an ori-
entation of curiosity, experiential openness, and ac-
ceptance (Bishop et al., 2004, p. 234). From a social-
cognitive point of view mindfulness is defined as an
active mindset characterized by novel distinction—
drawing which results in being (1) situated in the
present, (2) sensitive to context and perspective, and
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(3) guided (but not governed) by rules and routines
(Langer & Moldoveanu 2000).

Mindlessness, by contrast, is defined as a
mindset of rigidity in which one adheres to a sin-
gle perspective of distinctions/categories drawn in
the past and acts automatically, oblivious to context
or perspective (Langer 2005, 2009). This mindless,
less “awake” state of habitual or automatic function-
ing may be chronic for many individuals (Brown
& Ryan, 2003, p. 823). It is clear, from these defini-
tions, that attention control is a central characteris-
tic of mindfulness, but its second and equally im-
portant (for our work critical) aspect is an attitude
of curiosity, openness, acceptance and non-judg-
ment (Creswell, 2017).

As for the psychological mechanisms that are
in the roots of mindfulness, Bishop and associates
(2004) proposed a two-component model with two
main factors: 1) self-regulation of attention towards
present experience and 2) adopting an orientation
of curiosity, openness and acceptance towards one’s
experiences. These two elements lead to enhanced
metacognitive monitoring and decentering (i.e.,
capacity to adopt a detached perspective towards
one’s thoughts and emotions). Shapiro et al. (2006)
suggested a three-component model of mindful-
ness, attention, attitude, and intention, i.e., the per-
sonal motivation or vision about the reason some-
body engages with mindfulness practice. Kang et al.
(2013) outline a four-component model of mindful-
ness, with attention being the first factor, best cul-
tivated through awareness, present-moment focus,
and non-judgmental acceptance of thoughts, expe-
riences and events. Similarly, Kathirasan and Sunita
(2023) suggested a model with four key mechanisms
(Figure 2): (1) practice of attention, (2) acceptance,
(3) awareness and (4) insight, often characterized by
wisdom, self-understanding, or knowledge of the
self (Kathirasan & Sunita, 2023). Deployment of at-
tention and acceptance leads to the enhancement
of awareness. Insights are then generated from en-
hanced awareness which then create the results such

as stress reduction, prevention of relapses of depres-
sion, increased levels of happiness, and clarity over
purpose among others.

Attention

[\ . Benefits &
\_} * Awareness » Insights * Results

Acceptance

Figure 1. Flowchart on the four mechanisms
of mindfulness (Kathirasan & Sunita, 2023)

There are debates about the stability of mind-
fulness and its status within personality. Black (2011)
suggests that the cultivation of mindfulness can be
organized into three important stages: mindfulness
practice, state mindfulness and trait mindfulness.
Mindfulness practice is most often categorized as
formal and informal. Formal practices include the
body scan, sitting meditation, mindful movement,
mindful yoga, awareness of breath and loving-kind-
ness meditation. Informal mindfulness practices,
on the other hand, are usually the ones that are wo-
ven into daily routines such as mindful walking,
brushing teeth, showering, eating, and dishwashing
amongst others (Black, 2011). Both formal and in-
formal practices have been found to create positive
results, although the formal ones have been found
to create more consistent and predictable outcomes.
State mindfulness is defined as a momentary condi-
tion enhanced by the practice of mindfulness and
something that is repeatedly evoked during mind-
fulness sessions (Baer et al., 2006; Garland et al,,
2015). And finally, trait mindfulness is defined as an
effortless tendency to embody mindfulness which is
stable over time (Baer et al., 2006; Brown & Ryan,
2003). Trait mindfulness also contributes to the ex-
hibition of mindful attitudes and behaviors in daily
living (Kiken et al., 2015). Therefore, trait mindful-
ness is also called dispositional mindfulness as it im-
pacts the personality of the practitioners.
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Mindfulness-Based Interventions in Schools

Mindfulness-Based Interventions (MBIs) in
school environments were first implemented in the
early 2000s. The need for MB programs was based
on the assessment of the school as a highly stressful
environment that can negatively affect both students
and teachers, and lead to burnout, dropout and oth-
er (mental) health issues (Crain et al. 2017; Flook et
al. 2013; Simi¢ & Krsti¢, 2017).

Some intervention programs in schools were
primarily oriented at improving cognitive abilities
and students’ intellectual achievements (Mrazek et
al., 2013, Yildiz, 2020), while the others aim to sup-
press negative emotions, prevent aggression and re-
solve conflicts (Wright et al. 2011) or nurture posi-
tive emotions and relationships and improve socio-
emotional competencies (Haymovitz et al., 2018).
While it was observed in only a limited number of
studies within higher education and college settings,
it is worth mentioning that MBIs can also be exam-
ined in the context of critical pedagogy and social
inclusion, where mindfulness is perceived as a tool
that heightens awareness regarding issues of oppres-
sion, identity, gender, and racism (Hyde & LaPrad,
2015). In these MBIs, the central emphasis was not
solely on the individual, but on the community, and
not solely on effects of mindfulness but rather on
curriculum-based processes that can be stimulated
by integrating mindfulness within educational en-
vironments (Repetti, 2010). Regardless of the main
aims, most of the research on MBIs carried out in
schools were conducted with teaching staft (51%),
followed by children belonging to ethnic minori-
ties and children from socially and economically
disadvantaged families (19%) (for more about this
metaanalysis, see Ergas & Hadar, 2019).

Research on effectiveness of MBIs in chil-
dren and adolescents reports that these programs
are well accepted by this age group (Deplus et al,,
2014). However, as for the effectiveness of the MBI
programs in schools, the results are not completely
unambiguous and depend on the target group, aims

and the structure of the programs. For example, ef-
fects are higher in clinical than in non-clinical pop-
ulations and for the individuals with more conspic-
uous challenges (with attention, anxiety), compared
to those with modest challenges (Michel et al., 2021;
Schramm, 2021). Similarly, MBI shows larger longi-
tudinal success for the population of students that
have social and emotional challenges (Kazanjian,
2022). Finally, while studies indicate improvements
in mindfulness practices, it is still questionable to
what extent MBIs in schools lead towards mindful-
ness states and traits.

Mindfulness-Based Interventions in Schools and
students’ cognitive and socioemotional outcomes

A recent meta-study revealed that MBIs pos-
itively affected children and adolescents in terms
of cognitive abilities, while the results were signifi-
cantly poorer for the adults (Sedlmeier et al., 2012).
However, as indicated by a qualitative study involv-
ing teachers and relying on their self-assessments,
their engagement in mindfulness practice resulted
in them having enhanced concentration, improved
ability to find focus, and better regulation of atten-
tion (Fidler & Trunk, 2021).

Regarding student population specifically,
several meta-analyses showed that MBIs improved
students’ attention measured through behavioral
tasks or computerized tests, compared to an active
control group (Kaltwasser et al., 2014; Waters et al.,
2015; Zoogman et al., 2014). Similarly, in a mixed-
methods study on the eight-week intervention pro-
gram which included 48 students in the experimen-
tal and 48 students in the control, it was shown that
there was a small to moderate effect size between the
experimental and control groups in terms of self-re-
ported attention (Luong et al, 2019). In other studies,
MBIs also proved to have positive effects on physical
health and the cognitive domain, like, for example,
inhibition control abilities (Tang et. al, 2019; Weare,
2018; Fidler & Trunk, 2021; Schonert-Reichl et al.,
2015). Within the field of neuroscience, changes on
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both structural and functional levels of the brain
were detectable, particularly in the areas influencing
emotional regulation, self-awareness, and attention
control (Larrivee & Echarte, 2018; Tang et. al, 2019).
However, there were also studies that showed no im-
provements in attention, working memory and cog-
nitive flexibility in children aged 6-13 who partici-
pated in a MBI (Ricarte et al., 2015).

In studies that included interventions to pro-
mote students’ mental health and subjective well-
being the results are also not unambiguous. In a me-
ta-analysis conducted by Zenner, Herrnleben-Kurz
and Valach in 2014, which included 24 studies in-
volving 1348 participants, the effect size was report-
ed to be in the range from small to moderate be-
tween the experimental and control groups, includ-
ing resilience and coping with stress. Weare (2018)
also conducted a meta-analysis of studies that dealt
with interventions that were short-term (within ten
series) and that were implemented in schools. Key
components of these interventions involved prac-
tices such as breathing exercises, present moment
awareness, mindful actions like mindful eating or
walking, relaxation exercises, and body scans. Over-
all, the findings supported the use of mindfulness
for improving mental health - positive effects on
self-regulation and emotion regulation were found,
as well as on empathy, primarily through the fun-
damental attitudes of openness, curiosity, and kind-
ness (see Weare, 2018). There were many other stud-
ies that also showed improvements in students’ well-
being, emotional control skills and empathy (Kalt-
wasser et al.,, 2014; Luong et. al, 2019; Metz et al,,
2013; Schonert-Reichl et al., 2015), as well as de-
crease in use of dysfunctional coping strategies
(Fung et al., 2016; Gould et al., 2012; Sibinga et al.,
2016) and reduction of so-called internalized behav-
iors such as depression and/or anxiety (e.g., Schon-
ert-Reichl et al., 2015; Theurel et al., 2020; Weijer-
Bergsma et al., 2012). Kuyken and associates (2013)
showed that beneficial effects of MBI on reducing
depressive symptoms in adolescents persisted three
months after the end of the intervention. On the

other hand, some published studies did not find any
significant effects of MBIs on students’ emotion reg-
ulation (e.g., Broderick & Metz, 2009; Johnson et al.,
2016) or stress/ anxiety (e.g., Kaltwasser et al., 2014;
Lau & Hue, 2011; Michel et al., 2021).

Mindfulness-based interventions have been
shown to impact so-called externalized behaviors.
For example, Vattl (2019) showed that MBIs reduce
problematic behaviors such as aggression and defi-
ance in children and adolescents struggling with be-
havioral competencies, thereby decreasing the like-
lihood of school dropout. Similarly, other studies
(e.g., Fung et al., 2016; Parker et al., 2014; Schon-
ert-Reichl & Lawlor, 2010) report a beneficial effect
of their programs on the reduction of social prob-
lems and externalized behaviors such as aggression
and opposition in children and adolescents aged 9
to 14. A study by Crescentini et al. (2016), external-
ized behaviors of the inattention/hyperactivity type
in 7-8-year-old students who underwent MBI were
compared to those of students in an active control
group and a decrease in externalized behaviors of
the hyperactivity type was determined. In contrast,
Britton et al. (2014) did not observe any differences
in terms of externalized behaviors among 11-year-
old adolescents who underwent similar MBI and
others who participated in an active control group
attending classes on the culture of Egypt.

There were several studies that explored the
effects of MBIs on the school climate. The compre-
hensive and long-lasting program (MMBS) devel-
oped in Israel Center for Mind-Body Medicine and
since 1999 implemented in many Israeli schools has
been evaluated on many occasions. MMBS was de-
veloped for students ages 6 to 13 years and integrat-
ed into a “whole school” curriculum that is offered
to teachers and students across all elementary grade
levels. Its main goals were to enhance self-aware-
ness, improve self-efficacy and resilience, develop
social-emotional skills, prevent risky behaviors, and
improve learning potential. This program lasted two
years, which made it much longer than other simi-
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lar programs and it included workshops with teach-
ing staft and parents, which made it more holistic
than the rest of similar programs. Expectedly, evalu-
ations of this program showed good results - quali-
tative analyses suggested that students’ coping skills,
emotional intelligence and friendliness improved
(Semple, et.al., 2017) and that the school climate be-
came encouraging and cohesive, with virtually no
violence (Limone, 2011; Semple, et.al., 2017).

A large meta-study that analyzed 66 imple-
mented mindfulness programs that focused on
school climate showed that the effects of the pro-
gram were positive. In addition, greater participa-
tion and engagement of students was recorded, in-
cluding regular attendance at school (Voigh & Na-
tion, 2016). On the other hand, shorter, more sepa-
rate and less holistic programs, such as one imple-
mented in Germany with 88 students, lasting for ten
hours, showed no improvements in the school cli-
mate. More specifically, quantitative data indicated
even deterioration in wellbeing and climate, while
qualitative data pointed to improvement (although
still 30% of interviewees reported no improvement
in school climate) (Schram, 2021).

Mindfulness-Based Interventions in Schools
and Interethnic Relationships

Given that school bullying and discrimina-
tion lead towards emotional problems, suicide idea-
tion and psychosomatic illness (Xu et al., 2019), it is
important to explore various ways schools can pre-
vent such practices and student outcomes. This is
particularly important in multicultural contexts and
areas with interethnic tensions, where prejudices
and discrimination in the community build on such
practices in the school. Some authors believe that
mindfulness is a practice that transcends cultur-
al barriers that can help classrooms to achieve cul-
turally relative self-actualization and positive inter-
personal relationships by learning to engage in the
present here-and-now moment (Kazanjian, 2022).
There are however only a few studies that tested the

effects of MBI on interethnic relationships and their
results will be presented below.

One such example is the Call to Care (C2C)
program (Dodson-Lavelle et al. 2014) which was im-
plemented in Israel with 3rd-5th grade Israeli-Jew-
ish pupils from public elementary schools. The ob-
jective of the program was to improve academic suc-
cess and well-being, but also to foster good intereth-
nic relations. One of the objectives was to make stu-
dents aware of the prejudices they have about people
who are not members of their ethnic group. The pro-
gram had three extensive sessions: 1) receiving care,
aimed at understanding the universal human need
for care and breaking down barriers to asking others
for help, 2) developing self-care, aimed at develop-
ing self-help skills, coping with stress and calming
down, and 3), extending care, aimed at developing
skills of noticing the needs of others and the skills to
appreciate other people’s needs, provide support and
understanding to others. Results showed prejudice
reduction immediately upon completion of the pro-
gram, but positive effects were maintained even six
months later. More specifically, compared to the pu-
pils in the control group, the Israeli-Jewish elemen-
tary school pupils from the experimental group sig-
nificantly reduced their expressions of negative feel-
ings toward and negative stereotyping about the Is-
raeli Palestinian outgroup, while simultaneously in-
creasing their readiness and willingness to engage in
social contact with Israeli-Palestinian youth.

In their pilot study Lillis and Hayes (2007)
demonstrated the effect of a program based on the
principles of Acceptance and Commitment Therapy
(ACT) and mindfulness on reducing prejudiced at-
titudes. Additionally, they suggested that mindful-
ness training can even have an impact on behavioral
intentions, as participants indicated their willing-
ness to maintain closer relationships with Moroc-
can immigrants (i.e., less social distance). Similar-
ly, the research conducted with 46 fourth-year high
school students from a public school in the province
of Almeria, Spain who attended 11 hours of ACT
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program and daily practiced mindfulness exercises
at home showed positive changes in attitudes. Par-
ticipants who engaged with the program exhibited
significantly fewer subtle and old negative emotions
towards people of Moroccan origin, more positive
emotions, lower perceived discrimination, and less
social distance compared to the group that did not
receive this training. Additionally, authors suggest-
ed that mindfulness training can even have an im-
pact on behavioral intentions, as participants indi-
cated their willingness to maintain closer relation-
ships with Moroccan immigrants. Authors of both
studies assumed that participants of the programs
reduced the differences between social categories
of “us” and “them,” focusing mindfully and without
value judgments on their prejudiced feeling process-
es rather than on the content of those feelings. It is
also noteworthy that the most significant changes
occur in the affective component, while changes in
the cognitive component of prejudice are minimal,
which is aligned with other approaches to prejudice
reduction, such as contact theory (Pettigrew, 2008).

Mindfulness, school, and multiculturalism -
lessons learned and prospects

A review of studies that discussed effects
of MBIs showed that mindfulness practices can
be a good way of improving individuals’ attention
and socioemotional skills (both considered com-
ponents of mindfulness) (Kaltwasser et al., 2014;
Luong et. al, 2019; Metz et al., 2013; Schonert-Re-
ichl et al., 2015; Waters et al., 2015; Zoogman et al.,
2014), as well as group dynamic and school climate
(Kazanjian, 2021; Semple, et.al., 2017). The studies
also showed potential of using mindfulness to pro-
mote multicultural competencies in school-age chil-
dren and youth (Dodson-Lavelle et al. 2014; Lillis &
Hayes, 2007). By slowing down and focusing on the
present-moment and non-judgmental acceptance
of experiences, students can become aware of their

own emotions and coping strategies, as well as (im-
plicit) biases towards other groups.

For these processes to happen, several pre-
requisites are however necessary. First, interven-
tion should not be short and separate, but should
be carefully integrated into regular school activities
available to all students. They should not be deliv-
ered by external experts, but by teachers known to
students. We cannot expect teachers who lack in-
tercultural competencies to foster these competen-
cies in their students and to promote a multicul-
tural school climate. Therefore, a whole-school ap-
proach needs to be applied and mindfulness pro-
grams should encompass school staft (Kazanjian,
2021). Teachers should regularly apply mindfulness
in a flexible manner, taking into consideration the
needs and preferences of individual students, and
should recognize when a student is not able to learn
because of a cultural barrier (Delpit, 1995). This can
be done through regular classes of arts and physical
activities, projects that deal with surrounding and
inner physical processes, sound maps and outdoor
activities (e.g., in parks around schools) (Markovi¢,
2020). The role of school expert associates can be
particularly significant for creating a community
dedicated to these values, empowering teachers to
involve parents, providing additional education, and
mentoring beginners. From the program developed
in Israel Center for Mind-Body Medicine we know
that involving parents also brings positive results.
Finally, when students are advised to practice new
skills outside of school, effects can be even better.
For the concrete structure of the program and activ-
ities we can rely on the Call to Care (C2C) program
(Dodson-Lavelle et al. 2014), for example.

It is important that both multiculturalism
and mindfulness are not perceived as mere add-ons,
but as comprehensive approaches to understand-
ing and improving learning, relationships, and insti-
tutional functioning. Schools can even create mis-
sion and vision statements that encompass the val-
ues of multicultural education and mindfulness and
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based on that create a variety of activities with stu-
dents, teachers and parents. However, these activi-
ties should be critically approached, with an aware-
ness of their limitations. Relying on the advocates of
critical pedagogy framework, concurrently with the
development of mindfulness in individuals, efforts
should be made to implement structural changes
in the system to ensure the appreciation of diversi-
ty and reduction of social injustice in society. Com-
mon values of mutual respect and diversity appreci-
ation have to be promoted in a wider society as well.

As for future studies on the relationship be-
tween mindfulness and intercultural schools, it is
recommendable to involve active control groups
(Luong, 2017) and to provide larger groups of par-
ticipants, with more rigorous procedures (Theurel
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KA MYJIITUKY/ITYPAJIHUM HIKOJIAMA:
NCTPAKVIBAILE IIOTEHIINJAJIA MAJHO®Y/THECA

Pesume: Y caspemerum MynmiuKynilypHumM gpyuiieuma uciiude ce 3Hauaj Myniiuxys-
wypannoi (unu uHilepKyniypanHoi) o6pasosearva, iie Kpeupara KynilypHO penesaHiliHux Hac-
masHux Upakcu u Heloeard UOSUTHUBHUX UHIepellHUuYKUX ogHocd. Vako wikoncke donuiiuke u
BPULIAUKU OHOCU UMAJY 8aNCHY YIOTY, HACILABHULU Ce 0UANajy KAO KbYUHU AleHcU UpomMosu-
carba MynMUKyniypanHux epeguociiu u ipaxcu y wikonu. Osaj ipeinequu pag uma 3a yume ga go-
lipuHece gUCKYCUjU 0 HAUHUMA YHATIpehUBata UKOJICKe KTuMe, UHIepeiliHUYKUX OHOCA U MY/I-
WUKYITRYPATHUX Gpakcu, U o uchuiiuéarem HolleHyujana upakinukosara majugdynreca y
wixonu. Majugdynnec, unu ilyHa céecHocili, gedpuruuie ce Kao tipoyec ycmeperoi odpaharea iaxroe
Ha cagawiru HpeHyTaK ca oeopeHum u Heiupoueryjyhum citiasom. AKo ce peqosHo TUpaxiiu-
Kyje, mose dociiamiu ciiarwe U Haj3ag upiia tojequHya. Heku ucilipaxusauu majHgpyntec 4ax
cMAatlipajy gumeHsujom uHillepkyniiypante komieiienyuje. [Ipaxkiukosarve MajHgdynteca mosxe
Sutiiu popmanto, Kaga ykmwyuyje sexcdarve iexHuka oyl ckeHuparea iiena, meguiiayuje, céec-
HOI gucara unu joie, U HeOPMAnHO, KAO UWIHIO CY C6ECHO xogarwe Uy jegetve. Y ilocnegroe gee
geueHuje iipoyuasanu cy edexitiu uHitiepeeHUUja 3ACHOBAHUX HA MAJHGPYIHeCY HA KOTHUTHUBHE U
COUUOEMOUUOHATIHE UCXOFe, KAO U HA WKOJICKY KIUMY U UHilepeliiHuyke ogHoce. Behuna citiyguja
dpuxasueana je eexitie uHiliepseHyUja K0g HACABHUKA, a Matbl OPOj UCTHPANUBAHLA THUUAO
ce egpexatiia Upaxkmukosara majHgdynteca kog yuenuka. Ilpemga pesyniviaitiu Hucy jegHosHa-
YHU U 3a6lUce 0g gU3AjHa UCTHPaXUsarea, wpajarea u 08yxeatmiHoCiy uHiliepéeHyuje U Kapaxite-
PUCTUKA YHeHUKA, KAO W0 CY Y3pAacili U Ho4eiliHy HUB0 MEHIANHOI PYHKUUOHUCAIbA, MOXcE ce
3aKpYHUiliy ga upakimiuKosarbe MajHgPynneca moxce GOSUTUEHO YIHUUATAY HA UAXHY U KOHTHPO-
71y uHXUOUYUje, KAo U HA BewliliuHe camopeiynayuje, eMOYUOHATHY KOHTUPOLY u emiaiiiujy. Maxo
manodpojre, ciliyguje cy iokasasne Ho3uitiueHe edexitie UHlepBeHUUA 3ACHOBAHUX HA MAHGPY -
Hecy Ha WKOICKY KAUMY, CMatbetbe ipegpacyqga u coyujante guciianye u Ha CUpemHocii 3a yaia3ax
Y gpywittieenuy KOHMAKIL Ca MAAGUMA U3 gPYTUuX eliHU4KUX Ipyla ca Kojuma y gatiom KOHILeKCiLy
unaye iocitioje iiexsuje. Epextiiu na kpeuparoe ysaxasajyhe wixoncke xknume dunu cy eehu kaga
cy unitiepeenyuje wpajane gyxie u Sune uniieipucare y c6aKogHesHe aKiiueHOCTHU UIKOTe, KAGAa
Cy ux peanu308anu yueHUUUMa Uo3HAU HACTLABHULY KOjU CY U CAMU UPOWLIU KPO3 MipeHUHT
ilyHe c8ecHOCIIU, Tie Kaga cy yueHuuu Hogciiuyany ga upakimuxyjy majugeynmec u 6an wikone u,
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Hajsag, Kaga cy Sunu yKkmwyueHu u poguiiiesou. 3axmvyuyjemo ga Huje gosomHO camo yHaipehusaiiu
UHIepKYyniypante KomieieHyuje HACABHUKA U yHeHUKa Kao HojequHaua, éeh je HeolixogHo
Merailiu 6U3UJY U MUCU]Y WiKOle Y Upasuy eehe MyNTHUKYTYPATHOCTHY, (e U HogCiiuyaiiu pe-
anu3ayujy pasHoepcHUX ipakcu kpos koje he ce ose epegHociliu tipomosucaitiv mehy yueHULUMA U
poguitiervuma. Y cknagy ca UpuHuyUiuMa Kpuiiuuxe tiegaioiuje, HeouXogHo je u yaaiaitiu Haiope
3a nogcimiuyarey CIpyKimypanrHux upomena y cucitiemy Kkaxo Su ce ocuiypanu yeaxasaroe pasiu-
YUIoCcliU U 07U UHTHePeTUHUUKU OGHOCU Y gPYULTTLBY.

Kmwyune peuu: mynitiuxyniiiypanto odpasosaree, wikond, yueHunyu, majug@yntec, uxiiep-
etHUYKU 0gHOCU




