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ABSTRACT There is fast growing inter-
estin and demands for mindfulness-based
interventions and trained professionals.
The process of training competent mind-
fulness therapists is known to be a leng-
thy and extensive one. The combination of
high demands with the need for thorough
training raises many questions about the
training process itself; should it be revi-
sed or changed in ways that would allow
for greater number of trained therapists?
Or is it essential to keep it as it is, consi-
dering that different training periods are
needed in order to allow full development
of the vast skill-set required to teach
mindfulness? In other words, should we
sacrifice quality and length of training to
produce more qualified therapists? In or-
der to shed light on those questions, cur-
rent training models are exposed, as well
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LANGSAMES UND SCHNELLES KO-
CHEN VON RUMIS KICHERERBSE:
FRAGESTELLUNGEN BEI DER LEH-
RERAUSBILDUNG FUR ACHTSAM-
KEITSBASIERTE INTERVENTIONEN
Kurzfassung: Das Interesse und die Nach-
frage an achtsamkeitsbasierten Interven-
tionen und ausgebildeten Fachleuten
wachst schnell. Man weif3, dass der Aus-
bildungsprozess fiir kompetente Acht-
samkeitstherapeuten lange und umfas-
send ist. Die Kombination von grofSer
Nachfrage und Bedarf an umfassender
Ausbildung wirft viele Fragen tiber den
Ausbildungsprozess selbst auf; soll er
tberarbeitet oder dermafSen gedndert
werden, damit eine hohere Anzahl an aus-
gebildeten Therapeuten moglich ist? Oder
ist es wichtig, alles so zu belassen, wie
es ist, mit Riicksicht darauf, dass unter-
schiedliche Ausbildungszeiten notwendig
sind, um die vollstandige Entwicklung der
enormen erforderlichen Kompetenzen zu

ermoglichen um Achtsamkeit zu lehren?

Anders gesagt, sollen wir Qualitdt und
Ausbildungsdauer opfern um mehr quali-
fizierte Therapeuten hervor zu bringen?
Um Aufschluss iiber jene Fragen zu ge-
ben, werden aktuelle Ausbildungsmodelle
und auch ein kurzer Uberblick iiber die
Literatur zum Thema: Ausbildung kompe-
tenter Achtsamkeitstherapeuten gezeigt.
Schliisselworter: Achtsamkeitsbasierte
Interventionen; Lehrerausbildung,
Psychotherapie, Therapeuten

CUISSON LENTE ET RAPIDE

DU POIS CHICHE DE RUMI:
QUESTIONS SUR LA FORMATION
D’ENSEIGNANTS EN INTERVEN-
TIONS BASEES SUR LA PLEINE
CONSCIENCE

Résumé: Il y a un intérét rapidement gran-
dissant avec des demandes pour des in-
terventions basées sur la pleine con-

science et pour des professionnels qui
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y sont formés. Le processus de former
des thérapeutes compétents en la pleine
conscience est connu pour étre longue
et onéreux. La combinaison de demandes
fortes avec le besoin de formation appro-
fondie et complete souléve beaucoup de
questions sur le processus de formation
lui-méme ; doit-il étre révisé ou changé
de facon a permettre la formation d'un
plus grand nombre de thérapeutes ? Ou
est-ce essentiel de tout garder tel quel,
compte tenu les différentes périodes de
formation nécessaires afin de permettre
le plein développement des vastes com-
pétences requises pour pouvoir enseigner
la pleine conscience ? Autrement dit, de-
vrions-nous sacrifier la qualité et la durée
des formations pour produire d’avantage
de thérapeutes qualifies ? Afin de pou-
voir traiter ces questions, des modeles
de formation actuels y sont décrits ainsi
qu'un bref survol de la littérature relative
a la formation de thérapeutes a la pleine
conscience.

Mots clés: Interventions basées sur la
pleine conscience; formation d’enseignants,

psychothérapie, thérapeutes

MEANEHHOE U BbICTPOE
NMPUTOTOB/IEHUE TOPOXOBOIO
CVINA PYMI: BOMPOCHI
OBYYEHUA NPENOAABATE/NEN
WHTEPBEHUUI, OCHOBAHHbIX HA
NAEE OCO3HAHHOCTH
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Pesiome: B HacTosllee BpeMs
HabmofaeTcst 6pICTPO pacTymumii
WHTEPEC K MHTEPBEHUUAM, OCHOBAHHbBIM
Ha upee OCO3HAaHHOCTH, U 3alpoCc Ha
06Y4eHHBIX IPaKTUKe MPO(ECCHOHAIOB.
M3BecTHO, 4YTO IMPOLECC IOIrOTOBKU
KOMIIETEHTHBIX B DTOH obnactu
CIEeLMAIMCTOB - NOJITUUA U UHTEHCUBHBIN.
B cBS3M C BBICOKMMM TpPebGOBAaHUSIMU
u HEOOXOJMMOCTBIO TIATEJILHOTO
OCBOEHMSI MarTepuajia BO3HMKAET MHOTO
BOTIPOCOB T10 OPraHM3aluy 06y4alomero
npouecca. JIo/DKeH Jid 3TOT IPOoLEecC
ObITh TIEPECMOTPEH WM WM3MEHEeH [Jisi
yBEJIMYEHUSA KOJ4eCTBa TIpoLEenmnx
TPEHUHT TepaneBTOB? Miam ke BaXHO
COXPaHUTb €r0 B TOM BHUJIE, B KOTOPOM
OH CYyLIECTBYET Cervac, IOCKOJIbKY MIJIsd
MOJIHOTO Pa3BUTHS 60JIBIIOTO KOJIMYECTBA
TpebyeMBbIX HaBBIKOB HEOO6XOMBI
pasyinyHble IepUoibl 06ydenus? JIpyrumu
CJIOBAMMU, JIOJIKHBI JIM MbI ITOXKEPTBOBAThH
KauyeCTBOM U IPOJOJDKATEIBHOCTBIO
TPEHMHIa [Jisl YBEJIMYEHUS] KOJIMYECTBA
KBaJIN(PULMPOBAHHBIX TepareBTOB?
O6CyXaloTesl  CyIeCTByOme MOjenn
TPEHUHTa, a TAKKe JJaeTCst KpaTKUi 0630p
JIUTePATYPHI 110 00YIEHNIO KOMITE TEHTHBIX
TEPareBTOB.

KiroueBsie cji0Ba: OCHOBaHHbIE HA UEe
OCO03HaHHOCTY UHTEPBEHLUU, TPDEHUHT
TperojasaTesiei, ICuXoTepanus,

TepaneBThl
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he increasing evidence of the ef-

ficacy of mindfulness-based inter-

ventions in psychotherapy has re-
sulted in a growing demand for qualified
professionals (Crane et al., 2012a). Consi-
dering the vast skill-set that is needed to
become competent, the process of trai-
ning mindfulness teachers proves to be
a complex and extensive one (McCown,
2013; McCown, Reibel & Micozzi, 2010;
Pollack, Pedulla & Siegel, 2014).

Rumi (2004) described the necessary
slow-cooking process of the chickpea!
and, as a metaphor of teacher cultivati-
on, it raises an important question for
our community. Mindfulness, as a con-
templative, spiritually-rooted approach
to relieving distress, requires a training
model that provides the time and space
for growth, but with the claims on effi-
cacy comes a desire to implement effici-
ent training in order to meet the call for
more mindfulness treatments. Does this
place the ‘slow-cooking’ style of therapist
development at risk or, in the face of de-
mand, will ‘pressure-cooking’ become our
model? This article describes what is ex-
pected of aspiring mindfulness teachers,
contemporary training models, and the
implications for the mindfulness training
community given the increasing demand
for psychotherapeutic mindfulness. It is
important to note that the dominant mo-

del of training and the assessment of its
effectiveness is for class-based training
(Crane et al., 2012b); while individual the-
rapists may engage in this level of trai-
ning, theirs is usually obtained through
shorter-term processes such as work-
shops. Thus, for the sake of clarity, we
have referred to “teachers” on the trai-
ning path and include individual as well as
those focused on group treatments.

Understanding the teacher training of
mindfulness requires a clear compre-
hension of mindfulness, whose intricate
nature is multi-dimensional (Shapiro &
Carlson, 2009) and can be experienced as
a concept, as a psychological processes,
and as a set of practices or skills (Ger-
mer, 2013). This complexity of elaborating
a concise conceptual definition with the
potential for multiple operational defi-
nitions, in turn, carries implications for
the teacher training process because the
definition will shape what is being deve-
loped in the training of mindfulness te-
achers.

At the same time, the mindfulness
teacher’s skills must reflect mindfulness
in its wholeness: from the conceptual
understanding, to the art of teaching it.
This skill-set is acquired through diffe-
rent modes of learning and through an
extensive process (Crane et al., 2012a): in
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many ways, very similar to the experien-
tial process of training psychotherapists.
Aspiring mindfulness teachers are trained
didactically in both the theoretical back-
ground and science of mindfulness, and
experientially through personal practice
and meta-cognitive processes. They cul-
tivate skills such as authenticity, authori-
ty through deep knowing, and friendship
through the form of caring and creative
self-disclosure (McCown et al., 2010). Ad-
ditionally, through their personal practi-
ce, they learn to embody the methods and
teachings of mindfulness, which is known
as a vital skill in both teachers and the-
rapists (Kabat-Zinn, 1990; Van Aalderen
et al., 2012). Other specific skills that are
necessary are the ability to guide group
processes (stewardship of the group), de-
liver didactic material, conduct formal
and informal practice, and perform direct
inquiry into the participant’s experience
(McCown et al., 2010). A complex skill to
acquire, the inquiry process holds most of
the transformative power for participants
(McCown et al., 2010, p. 127). Finally, ano-
ther mode of learning in the development
of essential skills is by teaching, often re-
ferred to as the ‘co-creation’ of mindful-

ness.

Consequently, the sought-after skills in
mindfulness teachers differ significant-
ly from other therapeutic models. What
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separates mindfulness from other ap-
proaches stems from the fact that it is
not a technique or a set of therapeutic
tools that can be learned and performed
(McCown et al., 2010). It is not to be used
when it just feels right and then put to
rest in the toolbox when done. Instead,
mindfulness is more a ‘way of being’ and
the training process therefore differs si-
gnificantly in length and content from

traditional teaching approaches.

Most traditional training models operate
as a top-down learning process, building
on theoretical knowledge that eventu-
ally transfers into practice. A review of
the literature on mindfulness training
by Baer (2003) highlighted the impor-
tant differences between training from a
mindfulness perspective versus training
from more contemporary approaches,
such as cognitive-behavioral therapy
(CBT). The differences include: adopting
a non-striving or non-goal-oriented atti-
tude in therapy; this diverges from con-
temporary approaches, which are based
on goals-clarification and goal-setting.
Teaching mindfulness also demands that
one adopts, and models, an accepting
and non-judging attitude towards clients’
thoughts, which differ from the traditio-
nal CBT method of labeling thoughts and
deliberately changing them. Additionally,
one of the most prominent differences
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between mindfulness and contempora-
ry CBT therapists is the necessity for
professionals teaching mindfulness to
engage in personal, regular practice. In
other words, mindfulness teachers are

expected to “practice what they preach”.

TRAINING MODELS

Current models in teacher training pro-
grams offer various training pathways to
develop the skills and competencies for
delivering mindfulness-based programs.
In addition to establishing strong clini-
cal skills prior to mindfulness training,
health care professionals enrolled in trai-
ning programs are expected to engage
in intensive training in order to cultivate
their personal practices. A summation
of these components, via international-
ly recognized training models from the
Center for Mindfulness, Worcester, MA
- UMass; the Center for Mindfulness in
San Diego; the Institute of Meditation
and Psychotherapy in Boston; and Ban-
gor University’s Centre for Mindfulness
Research and Practice is outlined below.

Experiential learning is fundamental in
teacher training for mindfulness-based
programs. Practitioners are expected to
have an on-going daily practice, including
formal and informal meditation, prior to
applying for teacher training and certifi-
cation (CFM San Diego. 2015; CFM UMass,

2014; CMRP, 2015; IMP, 2014). Attending
silent meditation retreats is also integral
to experiential learning, with a gradual
progression from two to three-day retre-
ats to longer ones (i.e., five days or more)
during and after the training process
(CFM San Diego, 2015; CFM UMass, 2014;
CMRP, 2015). Training programs also re-
quire participants to regularly implement
body-centered practices, such as yoga or
Tai Chi. From this base of a strong personal
practice, practitioners participate either
in a mindfulness-based intervention (MBI)
program as a participant-observer, or an
intensive week-long program. The Insti-
tute of Meditation and Psychotherapy in-
tegrates meditation practices and on-line
group learning and discussions over the
course of nine months (IMP, 2014).

Didactic learning develops concurrently
with experiential learning in such mind-
fulness teacher training programs. In the
CFM UMass program, comprehension of
the didactic material occurs during an
eight-week Mindfulness-based Stress
Reduction (MBSR) practicum, or nine-day
intensive practicum, where participants
develop an understanding of the theory
and practice of MBSR and deliver semi-
nars on topics relevant to the curriculum
(CFM UMass, 2014). The Institute of Me-
ditation and Psychotherapy (IMP) incor-
porates numerous modes of training to

250 | Extra Special Issue: Mindfulness and Psychotherapy

ISSUES IN THE TRAINING OF TEACHERS
IN MINDFULNESS-BASED INTERVENTIONS

facilitate didactic learning, like weekly
classes, designated readings, discussions,
presentations, and residential retreats
(IMP, 2014). Practitioners may also faci-
litate didactic skill acquisition on their
own time, outside of the intensive trai-
ning courses, such as attending relevant
skills workshops best suited to their clini-
cal work and healthcare practices (CMRP,
2015; Pollack et al., 2014).

Group processes and mentor supervi-
sion are also essential to the intensive
teacher training programs (Evans et al.,
2014). Learning to attend to the group dy-
namics and working with a variety of cli-
nical experiences within a group setting
may be developed through experiential
practices during residential retreats (CFM
San Diego, 2015; CFM UMass, 2014; CMRP,
2015; IMP, 2014), as well as group practi-
cums (CFM UMass, 2014) and small group
consultations and group discussions
among teacher trainers and leading ex-
perts (IMP, 2014). As mindfulness practiti-
oners progress through the training pro-
tocols and reach a “basic level of training”,
so as to be able to teach MBI courses
(CFM San Diego, 2015), guidance and su-
pervision from a mentor (i.e., lead senior
teacher and expert) follows. Length of su-
pervision depends on the specific training
models, such as a minimum of eight to 10
supervisor meetings (CFM UMass, 2014);
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10 hours of mentorship (CFM San Diego,
2015); 120 hours of faculty contact (IMP,
2014); and assessing teacher competency
via video/audio recordings during eight-
week MBSR programs (CFM San Diego,
2015; CMRP, 2015). Furthermore, supervi-
sion from a ‘mentor’ during their training
process facilitates their on-going learning
and skill development. For example, prac-
titioners may engage in a “Post Super-
vision Reflection and Assessment” with
a senior MBSR teacher for feedback and
guidance in order to continue with on-
going training, retreats or teaching clas-
ses (CFM UMass, 2014), or to develop te-
aching portfolios throughout the duration
of their training program (CMRP, 2015).

Engaging in an intensive immersion
processes so as to understand, concep-
tualize, and facilitate mindfulness-based
courses is essential to the efficacy of
such teacher training intensive programs.
Achieving competencies, beyond the ba-
sic levels of training, consists of embody-
ing the practice of mindfulness through
intensive training protocols, while also
integrating the practices into the prac-
titioners’ everyday lives. Delving deeper
into skill acquisition and knowledge com-
prehension requires profound practice,
self-reflection, and attuning to the needs
of clinical populations with great care and
transparency. Fostering these skills du-

ring the training programs calls for tho-
rough training procedures. For example,
practitioners enrolled in the Center for
Mindfulness UMass program all partici-
pate in an eight-day residential Teacher
Development Intensive (TDI) training,
focusing on “sustained inner work in the
context of a rigorous teaching laboratory”
(CFM UMass, 2014). Expectations rise to
attend multiple meditation retreats for
longer durations (CFM San Diego, 2015;
CFM UMass, 2014; CMRP, 2015; IMP, 2014),
in addition to facilitating more MBSR
courses (i.e., five additional courses post-
qualification status) to achieve full certifi-
cation (CFM San Diego, 2015).

Furthermore, deep self-reflection may
occur through one’s reflective writings
and personal self-assessment. For in-
stance, participants in Bangor University’s
Centre for Mindfulness Research and
Practice training program immerse them-
selves in rigorous self-assessment in rela-
tion to good teaching practices within an
ethical framework, (CMRP, 2015; UK Mind-
fulness-Based Teacher Training Network,
2011). The CMRP’s Teaching Training Pa-
thway (TTP) encourages self-assessment
via the Mindfulness-Based Interventions
Teaching Assessment Criteria (MBI-TAC)
(Crane et al., 2012b). Practitioners use the
MBI-TAC as a reflective tool assessing six
different domains of competency, inclu-
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ding: “1. Coverage, pacing, and organiza-
tion of curriculum; 2. Relational skills; 3.
Embodiment of mindfulness; 4. Guiding
mindfulness practices; 5. Conveying course
themes through interactive inquiry and di-
dactic teaching; and 6. Holding group lear-
ning environment”, (Crane et al., 2012b, p.
3). Participating in such aforementioned
training protocols that include experi-
ential and didactic learning, group pro-
cesses, mentor supervision, and an inten-
sive immersion process sets the intention
to develop necessary skills and knowledge
for healthcare professionals to effectively
deliver ~mindfulness-based programs.
These intense protocols demand a degree
of long-term dedication from aspiring te-
achers and the clinician’s growth, and the
quality of therapy is expected to reflect
the impact of such training.

RESEARCH ON TRAINING
MINDFULNESS

Current research on the process of trai-
ning competent mindfulness teachers
indicated significant changes in the cli-
nicians’ personal state of mind, and some
changes in the facets of mindfulness
skills. A recent study showed an 8-week
intensive mindfulness training program
for therapists contributed to foundatio-
nal mindfulness skills, attitudes and rela-
tional qualities (Lee, 2013) that were first
observed in therapists’ personal lives,
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outside of therapy, and then in their cli-
nical work with clients. After the 8-week
intensive training program, therapists
reported: feeling increased ‘present mo-
ment’ awareness in session; a greater abi-
lity to meet clients where they are; and an
increased capacity to let go of expected
treatment outcome and treatment suc-
cess. Clinicians also reported being able
to recognize their own limits in helping
others, and observed a shift, from fee-
ling rushed to ‘fix’ clients, to letting go
and bearing witness to suffering. Hence,
therapists showed a greater acceptance
of client’s difficulties and were less judg-
mental. Clinicians in their work also em-
bodied essential relational qualities, such
as listening skills, openness, tolerance for
silence, and patience. They also reported
feeling more empathy and compassion,
both for themselves and their clients.
Therapists also reported an enhanced
curiosity and openness towards their
client’s stories, accompanied by a non-
striving stance and attitudes reflecting
their mindfulness practice. These changes
suggest that the training to be a mindful-
ness teacher shifts the therapist’s way of
‘being’ that transfers from their perso-
nal lives to their clinical practice. It also
reveals that deeper attitudinal changes
can start to take place within a relatively
short time, although sustaining the mind-
fulness skills may be a different issue.
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A team of Australian researchers deve-
loped a brief, standardized mindfulness-
training program to teach mindfulness
knowledge, skills and attitudes to mental-
health professionals (Aggs & Bambling,
2010). The brief sessions (90 minutes)
occurred over an 8-week period. Partici-
pants reported: feeling less stressed and
less tense after undergoing the training
program; a greater ability to invoke mind-
ful-states of consciousness both on de-
mand and during therapy; higher levels
of acceptance; and less judgment towards
their own private experience, as well as
that of their clients. They also reported
less reactivity in session, when compared
to pre-training, which translated into an
increased ability to let go of difficult emo-
tions, or thoughts as they surfaced during
therapy sessions. Results however did not
yield significant improvement in other
core mindfulness skills: such as atten-
tion regulation; focused attention on cli-
ents; or maintaining awareness of their
own internal states during therapy. These
results suggest that the development of
mindfulness-related attitudes and skills,
such as attention regulation, may be inde-
pendent constructs, requiring different
training periods in order to properly de-
velop. More precisely, a longer period may
be needed in order to develop the latter
and may suggest different training trajec-
tories for clinical versus mindfulness skills.

Davis and Hayes (2011) reviewed the li-
terature on the benefits of mindfulness
practice in both therapists and trainees;
they support the idea that mindfulness
training improves one’s clinical practi-
ce in many respects. Reported benefits
include: greater empathy and self-com-
passion; decreased stress and anxiety;
greater counseling skills; greater percei-
ved self-efficacy in clinical work; greater
ability to distinguish clinician’s internal
processes from the client’s; and increased
patience and gratitude, as well as increa-
sed body awareness. In developing more
capacity for empathy, one of the revie-
wed studies showed increased empathy
in counselors after participating only in a
four-week Zen meditation training (Lesh,
1970; as cited in Davis & Hayes, 2011), sug-
gesting that some skills can be acquired
rather quickly. Reviewed studies also
suggested the presence of a relationship
between greater mindfulness and greater
perspective-taking (a dimension of empa-
thy) (Davis & Hayes, 2011). Interestingly,
the relationship between these two has
been shown to be fully mediated by self-
compassion. Such results show the inter-
connectedness and multi-layered process

of training in mindfulness skills.

Significant to cultivating strong te-
achers, the commonly-held ideas and
thoughts on the training process amongst
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specialists on the subject of mindfulness
are of interest. Researchers recruited
experts in the field of mindfulness and
surveyed their opinions as to what spe-
cific competencies should be developed
in psychotherapists who wish to teach
mindfulness as part of their clinical practi-
ce (Stauffer & Pehrsson, 2012). Results in-
dicated that personal practice of mindful-
ness, prior to training others, is essential:
suggestions ranging from six months to a
year of prior practice. Keeping an active
daily practice was also labeled as cru-
cial. Moreover, they agreed that specific
skills should be developed if one wishes
to actively teach mindfulness. These are:
the ability to integrate or incorporate
mindfulness methods and practices in
everyday life; and the ability to distin-
guish mindfulness-related psychological
processes from other clinically relevant
psychological processes (i.e. psychotic
features, dissociation, etc.). Specialists
also endorse that it is essential that the-
rapists: know about the diverse types of
mindfulness practices available; know
how to apply or carry-out such mindful-
ness practices; and recognize when to use
them. More precisely, itis critical that the-
rapists know how to apply various mind-
fulness practices, to specific clientele,
and specific disorders, without harming
them. Finally, therapists should have per-
sonally practiced every mindfulness me-
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thod that they wish to teach, or use with
clients, prior to doing so. The consulted
panel likewise firmly supported the ne-
cessity of engaging in mindfulness-rela-
ted processes in order to further develop
teaching skills (Stauffer & Pehrsson, 2012).

Engaging in a meta-cognitive examina-
tion through the practice of mindfulness,
and being willing to do the internal work,
are said to play an important role in the
development of the mindfulness teacher’s
skills. In other words, one needs to be
willing to engage in an internal explora-
tion process, before doing any explorati-
on with clients. Although not exclusive to
the teaching of mindfulness in a clinical
setting, mindfulness experts are adamant
about the importance of seeking continu-
ing education opportunities, and keeping
up-to-date with the topic and practi-
ces of mindfulness (Stauffer & Pehrsson,
2012). While the surveyed opinions do
not necessarily aim for a different or a
new set of competencies, they comprise
a continuation of what is typically asked
of any mental health practitioner with an
added dimension of a personal commit-
ment to embody the skills.

Taken altogether, the positive and broad
impact of incorporating intensive mind-
fulness training into therapist’s educa-
tion, whether for personal outcomes, for
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therapeutic and client-related benefits,
or for assuring competence, are com-
plex to administer. Although results from
many studies suggest that the develop-
ment of acceptable mindfulness skills can
be accomplished within most intensive
programs, and longer periods of training,
combined with sustained practice, are es-

sential for teachers to fully bloom.

CONCLUSION

The process of training mindfulness te-
achers operates at a different level from
traditional training in psychotherapeutic
skills; it is a bottom-up approach to lear-
ning, rather than the top-down approach
of other modalities, such as traditional
CBT. Experience and personal practice
of mindfulness are the building blocks
of knowledge; comprehension, wisdom
and insight emerge from the aspiring
teacher’s practice. Although some of the
knowledge is acquired through didactic
methods, more substantial learning hap-
pens through personal encounters with
mindfulness. Moreover, the mindfulness

(as a spiritually-oriented modality) calls
for clinical oversight in how therapist and
client articulate common or conflicting
values. An adjunct to this last point is the
reality that contemplative processes re-
quire a lifetime to cultivate and develop,
a non-negotiable aspect of training with
significant implications for short, inten-
sive training models. These issues form a
considerable challenge in designing ap-
propriate training protocols and holding

that space with integrity.

Balancing the growing demand for
skilled teachers with the time required to
cultivate mindfulness in teachers will re-
quire careful oversight. First, mindfulness
training will have to be careful to not be-
come trapped in a version of Rosenzweig’s
(1936) “Dodo-Bird verdict”; in this case,
that all aspiring teachers - given equal
cooking time - can cultivate the necessa-
ry skills. The process of screening in and
out is necessary, though it may seem anti-
thetical to the inclusive spirit of mindful-
ness practice. Secondly, training facilities
commit attention to the personal growth
of aspiring teachers, balanced by a resi-
stance to increasing demands. Despite
the temptation to opt for a ‘fast-cooking’
process, concerns for the integrity of
mindfulness, as a valuable treatment and
a sense of ethical responsibility for the
often-vulnerable populations it serves,
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must remain major considerations. Final-
ly, mindfulness teacher training institutes
are also faced with the necessity for so-
lid mentoring and supervision (Evans et
al., 2014), which in turn means a need for
highly experienced teachers to retain on-
going roles of supervisors and mentors.

This perhaps points to the most impor-
tant agenda for the community, culti-
vating the next generation of wise te-
achers (or cooks) to take on the mantel of

nurturing new aspiring teachers. |
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ENDNOTES

! A Chickpea to the Cook: A chickpea leaps almost over the rim of the pot where it’s
being boiled. ‘Why are you doing this to me?’ The cook knocks him down with the
ladle. ‘Don’t you try to jump out. You think I'm torturing you. I'm giving you flavor, so
you can mix with spices and rice and be the lovely vitality of a human being. Remem-
ber when you drank rain in the garden. That was for this’

Grace first. Sexual pleasure, then a boiling new life begins, and the Friend has some-
thing good to eat. Eventually the chickpea will say to the cook, ‘Boil me some more.
Hit me with the skimming spoon. I can’t do this by myself. I'm like an elephant that
dreams of gardens back in Hindustan and doesn’t pay attention to his driver. You're
my cook, my driver, my way into existence. I love your cooking’

The cook says, ‘I was once like you, fresh from the ground. Then I boiled in time, and
boiled in the body, two fierce boilings. My animal soul grew powerful. I controlled it
with practices, and boiled some more, and boiled once beyond that, and became your
teacher. Rumi.
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