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HOW TO USE THIS MANUAL

How to use this manual

Teaching an eight-week mindfulness curriculum is one of the most
scrutinised roles in psychological practice, and rightly: the evidence says the
teacher variable matters more than the manual. This course prepares
experienced practitioners for that scrutiny, and for the far edges of
contemplative work where the hazards live alongside the depth.

The first module teaches the MBCT curriculum as an arc rather than eight
separate sessions: the logic that moves participants from automatic pilot to
relating differently to experience, and the relapse-prevention core that earned
the approach its NICE standing. It then examines embodiment, the quality
the good-practice guidelines and the MBI:TAC assess, and why a teacher can
only take participants where their own practice has been. The second
module faces depth honestly: the adverse-effects literature, screening and
safeguarding for intensive practice, compassion-based extensions, and
mature integration of contemplative work into a clinical identity, including

the judgement to distinguish a documented contemplative passage from an
emerging clinical picture, and to act well on the difference.

Extended written lessons with key points and teaching-level practice tasks,
with a study tutor available throughout. Fourteen hours of CPD, around a
year of access, a final assessment, and a personalised certificate on
passing.

This manual is the written form of a course taught in the Talking Therapies
UK Digital Classroom. It is set at advanced level and carries 14 hours of
continuing professional development for practitioners who complete the
accompanying course and its assessment.

It is written to be read in order. Each part opens with what it is for; each
chapter teaches one idea to a working depth and closes with the points
worth keeping and a practice task that converts reading into something you
do. The tasks are the part most often skipped and the part that most reliably
changes practice, and several of them are designed to be taken to
supervision rather than completed alone.
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The figures are teaching diagrams rather than decoration. Each is the
conventional form of a model you will meet in the literature and in
supervision, drawn in one visual language across the whole series so that
the shape of an idea is recognisable wherever it reappears.

Where a chapter draws on published work, the reference is named in the text
and gathered in the further reading at the back. Terms of art are defined in
the glossary, which is worth reading straight through once before you begin.

I What this manual will leave you able to do
m Teach full MBCT with fidelity, including the relapse-prevention arc across
the eight weeks

= Work with intense experience arising in practice, including trauma
surfacing, safely and skilfully

= Deepen inquiry to the level of pattern and view, beyond technique

= Integrate mindfulness coherently with CBT and compassion-based work

= Sustain and mature your own practice, including retreat practice, as
professional discipline

= Engage critically with the research literature, including effects,
mechanisms and adverse events



PART 1: THE MBCT ARC AND ITS LOGIC

PART1

Part 1: The MBCT arc and its logic

Lessons 1 to 5 of the course.
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CHAPTER1

The MBCT arc and its logic

Lesson “The MBCT arc and its logic”:

The eight-week structure of Mindfulness-Based Cognitive Therapy (MBCT) is
best understood not as a sequence of interchangeable modules but as a
deliberately shaped arc that carries participants from a habitual, automatic
mode of operating to a stance of allowing, and finally to a targeted
deployment of that stance against the specific mechanisms that precipitate
depressive relapse. The arc is a single, coherent narrative in which each
week supplies the material that the next week will transform, and the pivotal
turn occurs at week five when the teacher deliberately shifts the emphasis
from fixing the experience to allowing it. This shift is not a mere change of
wording; it is a re-orientation of the whole therapeutic stance, moving from a
problem-solving mode that reinforces the very patterns that sustain
depressive thinking to a mode of open, non-judgmental presence that
weakens those patterns. The cognitive strands that run through the arc - the
ABC model of cognition, the psycho-educational mapping of the “depression
territory”, and the construction of a personal relapse signature — are woven
into every practice and discussion, ensuring that mindfulness is always
coupled with the cognitive mechanisms that have been shown to mediate
relapse prevention.

The arc begins in weeks one and two with the establishment of the
“automatic pilot” territory. The raisin exercise, introduced in the first session,
is a classic example of making the ordinary strange enough to be seen; by
inviting participants to attend to the texture, colour, and smell of a single
raisin, the teacher demonstrates how ordinary experience can be habitually
filtered out of awareness. The body scan, introduced in the same week,
offers a prolonged invitation to re-enter direct experience, allowing
participants to notice how attention itself has habits of its own — drifting,
clinging, or avoiding. In this early phase the teacher also introduces the basic
elements of the ABC model (Ellis, 1962), explaining that any situation (A) is
followed by an automatic interpretation (B) that triggers an emotional
response (C). By linking the body scan to the ABC model, the teacher helps
participants see that the bodily sensations that arise during the scan are not
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merely physical data but can become the “B” — the interpretive layer — that
fuels emotional reactivity. The cognitive strand is thus already present, not
as a separate module but as a lens through which every mindfulness
practice is viewed.

Weeks three and four serve to gather the scattered mind and to consolidate
the habit of returning to the present. Breath and body become the primary
anchors, and mindful movement is introduced to illustrate how attention can
be sustained in the midst of activity. The three-minute breathing space is
presented as the hinge between formal practice and everyday life, a
micro-practice that participants can deploy whenever they notice a shift
toward automaticity. The systematic noticing of pleasant and unpleasant
events, often operationalised through the “pleasant-unpleasant-neutral”
exercise, quietly teaches that experience arrives already clothed in valence
commentary. Here the teacher revisits the ABC model, encouraging
participants to label the “B” — the interpretation — that attaches to each
event, and to observe how the “C” - the feeling — follows. The depression
territory is mapped more explicitly at this stage: participants learn, through a
brief psycho-educational segment, that depressive relapse is characterised
by a particular pattern of negative automatic thoughts, rumination, and
reduced positive reinforcement; negative automatic thoughts are central to
Beck’s (1967) account of depression, and Segal, Williams and Teasdale
(2002) describe how low mood can reactivate such patterns. By linking the
noticing of valenced experience to this map, the teacher begins to lay the
groundwork for the later construction of a personal relapse signature.

The pivotal shift at week five is the moment when the arc turns from fixing to
allowing. Up to this point, participants have been encouraged to notice the
“problem” — the wandering mind, the unpleasant sensations, the negative
thoughts — and to bring the mind back to the chosen anchor, a process that
can be interpreted as a form of mental fixing. In week five, the teacher
deliberately invites participants to meet difficulty directly, not with the
intention of eliminating it, but with the intention of opening towards it. The
practice of “letting be” is introduced through a guided meditation that asks
participants to notice a painful sensation or an unpleasant thought, and to
respond with a stance of curiosity and softness rather than resistance. The
teacher frames this as a shift from “doing” to “being”; the participant is no
longer asked to “fix” the experience but to allow it to be present, thereby
cultivating meta-awareness and weakening the habitual patterns of cognitive
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reactivity that fuel depressive spirals. This shift is underpinned by the
cognitive strand: the ABC model is now used to illustrate that the “B” — the
interpretation — can be observed as a mental event rather than a fact, and
that the “C" - the feeling — can be experienced without being acted upon.
The teacher also revisits the depression territory, reminding participants that
the “fixing” stance often reinforces the very patterns that maintain
depression, whereas an allowing stance creates a space in which those
patterns lose their grip.

Week six deepens the cognitive core of MBCT by explicitly teaching that
thoughts are not facts. The “thoughts-and-feelings” exercise, often
presented as the “walking down the street” scenario, demonstrates how a
simple interpretation — for example, “my friend did not reply to my message”
- can generate a cascade of negative affect if automatically accepted as
true. In the advanced class, the teacher expands this exercise to include the
identification of “cognitive distortions” such as over-generalisation and
catastrophising, drawing on Beck’s cognitive model. Participants are guided
to notice the arising of a thought, label it as a mental event, and then return
to the breath, thereby practising the decentered stance that has been
cultivated over the previous weeks. The teacher also introduces the concept
of “decentering” as defined by Teasdale (1999), linking it to the capacity to
disengage from self-referential rumination and cognitive reactivity. This
week therefore consolidates the allowing stance with a robust cognitive
framework that equips participants to recognise and interrupt patterns of
cognitive reactivity that can lead to relapse.

Weeks seven and eight focus on sustainability and the translation of insight
into concrete relapse-prevention plans. The activity-mood log, a structured
diary that records daily activities, mood, and perceived energy, is employed
to help participants identify what nourishes and what depletes them, a
practice that echoes the “behavioural activation” component of traditional
CBT. The personal relapse signature is then constructed: participants write,
in precise language, the sequence of thoughts, feelings, bodily sensations,
and behaviours that typically precedes a depressive episode for them. This
signature is not a generic checklist but a personalised map that incorporates
the ABC model, the depression territory, and the allowing stance cultivated
earlier. The teacher guides participants to attach an action plan to each
element of the signature, specifying how the three-minute breathing space,
mindful movement, or a brief body scan can be deployed when a particular
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cue is noticed. The arc thus comes full circle: the allowing stance (week five)
is now deliberately applied to the specific machinery of depressive relapse
(weeks six to eight), and the participant leaves the programme with a
concrete, self-generated protocol for maintaining the gains.

The cognitive strands are not appended to the mindfulness practices; they
are interwoven throughout the arc. The ABC model provides a language for
participants to articulate the moment-to-moment interaction between
situation, interpretation, and feeling, and it is repeatedly referenced during
each meditation, from the raisin exercise to the three-minute breathing
space. The depression territory provides a shared map of the terrain that
participants can use to locate their own experiences, and the relapse
signature translates that map into an actionable contingency plan. This
integration is why MBCT is not merely “meditation for depression” but a
cognitive therapy delivered through attentional training, as Segal, Williams
and Teasdale (2013) have emphasised.

Holding the arc changes how a teacher meets each week’s inevitable
turbulence. Consider a participant who, in week three, reports that the body
scan feels “boring and pointless”. Rather than viewing this as a failure of the
practice, the teacher recognises it as material arriving on schedule — a
manifestation of the automatic pilot defending itself against the invitation to
notice. The teacher responds by acknowledging the resistance, linking it to
the “fixing” stance that will later be transformed at week five, and gently
reminding the group that the very feeling of boredom is an opportunity to
practice allowing. When a week-five session lands flat, the teacher does not
interpret this as a collapse of the arc but as a natural part of the learning
curve; the difficulty itself becomes the substrate for the allowing stance, and
the subsequent weeks will redeem the experience as participants continue
to practice meeting difficulty with openness. In this way, each session’s
difficulties become the next session’s curriculum, and the teacher who
knows the arc can let them ripen instead of attempting to fix them
prematurely.

A concrete worked example illustrates how the arc operates in practice.
Sarah, a 34-year-old therapist, entered the programme with a PHQ-9 score of
14, indicating moderate depressive symptoms, and a history of recurrent
episodes triggered by work-related stress. In week one, during the raisin
exercise, Sarah reported that the raisin felt “hard and unpleasant” and that
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she immediately thought, “I don't like this, it's pointless”. The teacher linked
this reaction to the ABC model, noting that the situation (A) - the raisin -
was interpreted (B) as unpleasant, leading to a feeling of frustration (C). In
week three, Sarah described the body scan as “boring” and expressed a
desire to “just get on with my day”. The teacher reframed this as a typical
example of the “fixing” stance, encouraging Sarah to notice the boredom as
a mental event rather than a problem to be solved. By week five, during the
“letting be” meditation, Sarah was invited to notice a recurring throbbing in
her left shoulder. Instead of trying to relax it, she was guided to simply
observe the sensation with curiosity, noting the accompanying thought, “l am
tense because | have a deadline”. This practice of allowing the sensation and
thought, rather than fighting them, led Sarah to recognise a pattern: the
shoulder tension (bodily sensation) was consistently linked to the
interpretation that she was “not doing enough”, which in turn precipitated a
cascade of rumination. In week six, using the “walking down the street”
exercise, Sarah identified the automatic interpretation that a colleague’s
brief email meant “they think I'm incompetent”. She labelled this as a
thought, observed it, and returned to her breath, thereby practising
decentering. By week eight, Sarah constructed her relapse signature:
“deadline (A) > interpretation of incompetence (B) > tightening in left
shoulder and racing thoughts (C) > avoidance of work tasks (behaviour) »
low mood”. She attached an action plan that included a three-minute
breathing space when she first felt the shoulder tension, a brief body scan
before starting a work task, and a mindful walk after lunch to break the
rumination cycle. At the end of the programme, her PHQ-9 score fell to 5, and
she reported feeling equipped to recognise and intervene in her own relapse
cascade.

The arc, therefore, is not a static curriculum but a dynamic architecture that
requires the teacher to hold the whole shape while attending to the
particulars of each session. By maintaining this perspective, the teacher can
anticipate the typical challenges that arise at each stage - the resistance to
the body scan, the scepticism about the “letting be” stance, the difficulty in
applying the ABC model to lived experience — and can respond in a way that
reinforces the overarching narrative rather than fragmenting it. This
architectural awareness is the core skill that the lesson seeks to develop:
teachers who can articulate, in a single sentence, what each week builds and
what typically goes wrong are able to keep the arc stable, and participants
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sense the belonging that comes from being part of a coherent therapeutic
journey.

The next lesson will turn to a variable that is widely held to matter for MBCT,
although the research on it is limited: the teacher’'s own embodiment of
mindfulness. The teacher’s lived experience of the arc, their capacity to
model the shift from fixing to allowing, and their ability to embody the
cognitive strands in real time are the final pieces that transform the arc from
a theoretical construct into a lived therapeutic reality.

Attention on the anchor
Breath, body, sound
Return, gently The mind wanders
No scolding, no commentary Planning, remembering, judging
Noticing

The moment of mindfulness itself

A thousand wanderings are a thousand repetitions of the return.

FIGURE 1.1 The practice cycle of mindful attention

Mindfulness is not an empty mind but a repeated movement: attention settles on an anchor,
the mind wanders (it always does), wandering is noticed, and attention returns gently,
without commentary. The noticing is the practice; each return strengthens it, exactly like a
repetition in training.

I Points worth keeping

m The arc pivots at week five: from fixing to allowing
= Cognitive strands: ABC, depression territory, relapse signature
= Hold the arc; each week feeds the next
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PRACTICE TASK

Summarise the week-five pivot in two sentences you could say to a group.
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CHAPTER 2

Embodiment: the teacher variable

Strip away the curriculum, the audio recordings, the handouts, and the
research literature, and what remains is a single, living variable: the teacher.
In the field of Mindfulness-Based Cognitive Therapy (MBCT) and broader
contemplative practice, this variable is now most often called embodiment.
Embodiment is the degree to which the teacher's own way of being in the
room, especially under difficulty, becomes the practice itself rather than a
mere description of it. The Mindfulness-Based Interventions: Teaching
Assessment Criteria (MBI:TAC) — a widely used competence framework for
MBCT, MBSR, and related programmes — makes embodiment assessable
alongside curriculum coverage, group leadership, and relational skills. The
framework’s emphasis on the teacher’s way of being is not a decorative
addition; it reflects the recognition that the teacher is an active ingredient in
the delivery of these programmes.

The research in this area gives a more mixed picture of the teacher’s
importance than is often assumed. Tools such as the MBI:TAC (Crane et al.,
2013) now allow the quality of teaching to be assessed, but the evidence
that rated competence shapes outcomes is limited: in a multicentre study of
MBCT with 241 patients and 15 teachers, competence was not significantly
associated with attendance, with possible mechanisms of change or with
relapse (Huijbers et al., 2017). Participants’ own accounts nevertheless often
highlight the teacher’s presence as a salient part of their experience. Many
teachers find, even so, that embodied presence matters more than the
script. A technically flawless session delivered by a teacher who has not
cultivated a lived sense of mindfulness will feel hollow, whereas a session
that contains minor slips in timing or wording can be profoundly moving if
the teacher’s steadiness under pressure is genuine.

Embodiment is not an abstract, mystical quality; it is observable,
measurable, and trainable. The MBI:TAC outlines five domains - (1)
coverage and pacing of the curriculum, (2) relational skills, (3) embodiment
of mindfulness, (4) guiding practices, and (5) holding the group process.
Within the third domain, the assessor looks for evidence that the teacher’s
own mindfulness practice informs their conduct. This includes the quality of
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silence, the handling of wandering minds, the response to participants’
distress, and the teacher’s reaction to their own mistakes. Each of these
behaviours is a concrete manifestation of embodiment.

Consider the teacher’s relationship to silence. A teacher who is comfortable
with silence will sit with the pause, allowing the space to do its work. Their
posture remains relaxed, breath audible, and eyes soft. In contrast, a teacher
who feels anxiety about silence will fill the gap with extraneous commentary
or hurried transitions, signalling to the group that silence is a problem to be
avoided. Participants, even without conscious awareness, pick up on this
difference. The former creates a container in which participants can explore
the arising of sensations, thoughts, and emotions; the latter reinforces the
notion that inner experience is something to be hurried past.

The handling of wandering minds offers another illustration. When a
participant’s attention drifts, an embodied teacher acknowledges the drift
with warmth and curiosity, perhaps saying, “I notice the mind has moved to
that thought — let’s notice what that feels like.” The teacher’s own experience
of mind-wandering is not hidden; it is used as a teaching moment. By
contrast, a teacher who grades the wandering as a failure, or who rushes to
correct it, creates a subtle hierarchy that can inhibit participants from being
honest about their own experience. The difference is not merely stylistic; it is
a lived demonstration of the principle that mindfulness is a relationship to
experience, not a performance to be perfected.

When distress arises — for example, a participant begins to weep during a
body scan — the embodied teacher’s response is a litmus test of their own
practice. A teacher who has cultivated a steady, non-reactive awareness will
notice the tears, acknowledge them, and remain present without attempting
to rescue or to retreat. They may say, “I hear the tears, and | invite you to stay
with whatever is present in the body at this moment.” This response models
the very skill the programme aims to develop: staying with difficulty without
avoidance. By contrast, a teacher who feels uncomfortable with strong
affect may either rush to change the practice, offer premature reassurance,
or silently shift the group’s attention elsewhere, thereby signalling that such
emotions are unwelcome.

Mistakes are inevitable in any teaching context, and how a teacher handles
them is a powerful teaching moment. Imagine a teacher who mistakenly
rings the bell early during a sitting meditation. An embodied teacher will
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notice the error, acknowledge it with a brief, non-judgmental comment - “I
rang the bell a moment early, let's simply notice the sound and return to the
breath” — and then model the practice of noticing the mistake without
self-criticism. This tiny episode can convey the principle of non-judgmental
awareness more potently than a lengthy handout on self-compassion.
Conversely, a teacher who pretends the mistake did not happen, or who
apologises excessively, may inadvertently reinforce the idea that errors are
catastrophically bad, undermining the very ethos of mindfulness.

Inquiry, the process of asking participants to explore their present
experience, is another arena where embodiment shines. An embodied
teacher asks from genuine curiosity, often beginning with “What do you
notice now?” rather than a pre-loaded question such as “Did you notice the
breath?” The difference is subtle but profound: the former invites
participants to meet whatever arises, while the latter steers them towards a
predetermined answer, limiting the openness that mindfulness cultivates.

The mechanism underlying all of these behaviours is modelling at its
deepest level. Participants are not primarily learning a set of techniques; they
are learning a possible relationship to experience — a way of being with
thoughts, emotions, and bodily sensations. They acquire this relational
stance by observing a teacher who is already walking the path, especially
when the teacher is under the same pressures that the participants will
encounter. This is why a technically perfect session delivered by an
unembodied teacher feels strangely flat, and why groups often forgive
curriculum stumbles when the teacher’s steadiness is authentic.

The maxim “never guide further than you have travelled” encapsulates an
important perspective in teacher training. Within MBCT training traditions, it
is often emphasised that teachers should ideally lead practices — such as
the week-five body scan that explores pain, anxiety, and grief — with a
foundation of personal familiarity and practice. The rationale is that a
teacher who has lived through similar terrain can speak with an authenticity
that a script cannot provide. If the teacher merely recites the manual without
a grounding in practice, the group may intuitively detect the discrepancy.

Congruence, the alignment between a teacher’s inner experience and
outward behaviour, must also include the dry seasons of practice. Long-term
mindfulness practitioners inevitably experience periods of wax and wane, of
stagnation and revival. An embodied teacher is honest about these
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fluctuations, acknowledging that their practice is a work in progress. This
honesty itself becomes curriculum. When a teacher shares, for instance, that
they are currently struggling with a particular meditation, they model
vulnerability and the realistic view that mindfulness is a continual practice,
not a static achievement. In contrast, a teacher who projects an image of
serene mastery installs an unattainable ideal, which can foster shame and
disengagement among participants.

To illustrate these principles in a concrete, worked example, consider a
teacher, Dr. Aisha Patel, leading the week-five body scan in an eight-week
MBCT course for individuals with recurrent depression. The session begins
with a brief check-in, during which one participant, Tom, reports feeling “a
tight knot in his chest” that has been present for several days. Dr. Patel,
having maintained a personal practice that includes a weekly 90-minute
sitting and a monthly silent retreat, recognises the sensation as a familiar
manifestation of anxiety.

As the body scan proceeds, Tom’s breath becomes shallow, and his eyes
begin to water. Midway through the scan, Dr. Patel notices that the group’s
atmosphere has shifted; the usual rhythm of the guided meditation is
interrupted by a collective intake of breath. Rather than rushing to the next
segment, Dr. Patel pauses, allowing the silence to expand. She softly says, “I
notice a change in the room. Let us sit with whatever is present, both the
tightness in the chest and the breath that is moving.” She then returns to the
guidance, inviting participants to notice the sensations without trying to
change them.

A few minutes later, the bell rings earlier than intended, startling the group.
Dr. Patel acknowledges the mistake: “That was an early bell. Let us notice
the sound and then return to the breath, wherever we are.” She models
non-judgmental noticing of the error, and then continues the scan,
maintaining a calm, steady tone. Throughout the session, her posture
remains relaxed, her gaze soft, and her voice carries a quiet steadiness that
does not betray any anxiety about the participants’ distress.

At the end of the scan, Dr. Patel invites inquiry: “What do you notice now, in
the body and in the mind, after staying with the tightness and the breath?”
She refrains from leading participants towards any particular interpretation,
allowing each person to articulate their own experience. Tom, who had been
on the verge of withdrawing, shares that he felt a subtle warmth spreading
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from his chest to his shoulders, a shift he had not anticipated. Dr. Patel
validates this observation, noting, “That is a wonderful example of the body’s
capacity to change when we stay with it.” The session concludes with a brief
discussion of self-compassion, not as a didactic lecture but as a lived
illustration of how the teacher herself has navigated moments of discomfort.

In this example, every element of embodiment is evident: the teacher’s
comfort with silence, the gentle handling of wandering attention, the
authentic response to distress, the non-reactive acknowledgement of a
mistake, and the inquiry rooted in curiosity. The participants, even without
naming the MBI:TAC, experience the modelling of a relationship to difficulty
that is central to MBCT. The outcome is not merely the acquisition of a
technique but the internalisation of a way of being that can be transferred to
daily life.

The implications for teacher development are profound. Embodiment cannot
be crammed into a short workshop; it requires sustained personal practice,
periodic retreats, and ongoing supervision. The training pathways that
demand years of practice provide necessary scaffolding for the development
of a genuine, embodied presence. Supervision, in particular, provides a space
for teachers to reflect on moments when their own practice falters, to
receive feedback on how their embodiment is perceived by the group, and to
deepen the alignment between inner experience and outer conduct.

A practical exercise for teachers seeking to audit their own embodiment
begins with a reflective journal. After each teaching session, the teacher
records three brief observations: (1) how they felt in moments of silence or
when a participant expressed strong emotion; (2) how they responded to any
inadvertent mistakes; and (3) any discrepancies between their intended
teaching and their lived experience. Over a period of several weeks, patterns
emerge that reveal areas of strength and those requiring further cultivation.
For instance, a teacher may discover that they consistently feel tension when
a participant’s distress escalates, indicating a need for deeper personal work
with difficult emotions.

The next step is to translate these insights into concrete practice. If a
teacher notes that they become anxious during long silences, they might
schedule daily sitting periods that deliberately include extended pauses,
allowing the anxiety to surface and be observed without judgment. If they
recognise a tendency to rush through practices when the group appears
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restless, they can rehearse slowing down, perhaps by using a metronome or
a recorded bell to maintain a measured pace, thereby training the habit of
staying present even when impatience arises.

Finally, teachers must integrate embodiment into the broader curriculum.
This does not mean abandoning the structured MBCT syllabus; rather, it
means presenting the syllabus as a map that the teacher walks alongside
the participants. When introducing the “difficulty practice,” the teacher
should explicitly acknowledge that the practice is challenging for them as
well, sharing a brief, honest statement about their own experience. This
transparency reinforces the principle that mindfulness is a shared journey,
not a hierarchical transmission.

In sum, embodiment is a key teacher variable that influences the efficacy of
MBCT and other contemplative programmes. It is the lived expression of the
principles that the curriculum espouses, and it is assessable through
frameworks like the MBI:TAC. By remaining connected to their own practice
- guiding from a place of personal familiarity — teachers model a realistic,
compassionate relationship to experience. By embracing the dry seasons of
their own practice and being honest about fluctuations, they provide
participants with a credible template of what mindfulness looks like in
everyday life. The task for every advanced MBCT teacher, therefore, is to
audit, deepen, and embody their practice, recognising that an effective
teaching tool is the teacher’s own presence under pressure.
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Embodiment outteaches
scripts
Presence and lived mindfulness
outweigh scripted instruction.
ingredient centre the teacher
Research links teacher presence Teacher Embodiment MBI-TAC assesses way of being
to participant outcomes more alongside curriculum and
kil

than content

have travelled
Teachers model practice by
staying within their own
i Limit:

FIGURE 2.1 Teacher Embodiment in Mindfulness Teaching
The hub shows how the teacher’s lived way of being is the core of effective MBCT delivery.

Surrounding elements illustrate its impact and guiding principles.

I Points worth keeping

= Embodiment outteaches scripts
= Competence frameworks (MBI:TAC) centre the teacher’s way of being

m Never guide further than you have travelled

PRACTICE TASK
Recall a teacher (any field) whose embodiment taught you. Name the

observable behaviours that carried it.



