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Abstract

This study evaluated the effectiveness of a newly developed mindfulness and compassion-based social-emotional intervention,
Call to Care-Israel (C2C-I), in reducing prejudiced attitudes of Isracli-Jewish youth toward the Israeli-Palestinian outgroup. The
C2C-I combines social-cognitive and social-emotional driven mindfulness and compassion practice into one program to create a
community of care and cultivate compassion toward the self and others. Three hundred twenty-four Israeli-Jewish 3rd—5th
graders (ngis=137) from three elementary schools in central Israel were assigned by partial randomization to the C2C-I
intervention (ncycr=175) or a wait-list control group. Outgroup prejudice was assessed by three measures—stereotyping,
affective prejudice, and readiness for social contact—at pre- and post-intervention, as well as at a 6-month follow-up. Results
showed that, compared to control group participants, those in the C2C-I intervention significantly reduced affective prejudice
toward and negative stereotyping about the Israeli-Palestinian outgroup, while simultaneously increasing their readiness to
engage in social contact with Isracli-Palestinian youth. Importantly, the significant effects found in the C2C-I group were
maintained at the 6-month follow-up—a period that involved a violent escalation in the Israeli-Palestinian conflict—while further
deterioration in intergroup attitudes emerged for the control group. High effect sizes for group differences in all prejudice
measures emerged, further highlighting the robust impact of the C2C-I program. These results have significant implications
for implementing C2C-I mindfulness and compassion-based practices in order to promote positive intergroup relations in areas
characterized by ethnic tension and violent conflict.
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Introduction

Prejudice is a widespread social phenomenon. It is associated
with profound negative outcomes, and its consequences on
youth are observed on educational, social, physical, and psy-
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chological levels (see Inzlicht et al. 2011; Rutland and Killen
2015; Schmitt et al. 2014). As a result, social, developmental,
and educational psychologists have worked for decades on
research and program development to identify the best prac-
tices in stereotyping and prejudice reduction (SPR) for youth
of all ages. Allport (1954) provided one of the seminal defi-
nitions of prejudice, asserting that it “is an antipathy based on
a faulty and inflexible generalization” (p. 9). This definition
highlights that prejudice is based on an inaccurate and inflex-
ible process of categorization that can manifest as a negative
attitude, emotion, or behavior toward the targeted group
(Brown 2010). Allport further conceptualized that intergroup
contact with members of targeted outgroups provides a con-
text within which individuals could challenge the rigid and
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faulty prejudice-based categorization, reduce intergroup anx-
iety, and promote positive feelings toward outgroup members
(1954; Pettigrew and Tropp 2008).

The field of SPR has long been dominated by intergroup
contact-based programs; however, more recently, experts have
called for better integration of social-cognitive developmental
phenomena in prejudice reduction. Proponents of the social-
cognitive developmental model focus on changing children’s
intergroup attitudes by facilitating social, cognitive, and moral
skills including social categorization, perspective taking, em-
pathy, and moral reasoning (Aboud 2008; Bigler and Liben
2007; Rutland and Killen 2015). These scholars have advo-
cated for programs focusing on skill enhancement designed to
indirectly help youth change their intergroup attitudes.
Because mindfulness and compassion are contemplative prac-
tices that challenge the users’ perceptions and attitudes, and
promote their capacities for perspective taking, empathy, and
caring for all sentient beings (Tirch et al. 2016), a program that
incorporates these practices is uniquely suited to reduce
prejudiced attitudes and affect.

Most commonly, mindfulness is defined as “the awareness
that emerges through paying attention on purpose, in the pres-
ent moment, and nonjudgmentally to the unfolding of experi-
ence moment by moment” (Kabat-Zinn 2003, p. 144).
Furthermore, there are two important components of mindful-
ness of particular relevance to SPR. First, a primary goal of
mindfulness practice is the recognition of mental construc-
tions, such as sensations, feelings, and thoughts that could
be prejudiced, in the present moment (Brach 2004). Second,
mindfulness is characterized by openness, acceptance, and
curiosity—including toward others (Weare 2013).
Mindfulness is conceptualized as a mindful practice, as well
as a mindful awareness or a way of “being in the world”
(Shapiro and Carlson 2009). Thus, in order to pursue both
mindful awareness and practice, one can employ a variety of
contemplative and noncontemplative strategies (e.g., social-
emotional learning).

Compassion can be defined as “sensitivity to suffering in
self and others, with a deep commitment to try to relieve it”
(Gilbert 2010, p. 3). In Buddhist tradition, mindfulness and
compassion are considered the two inseparable wings of
awakening (Brach 2004). Whereas mindfulness allows us to
see reality—such as our own biases—with clarity and the
stability of attention to combat stereotyped perceptions, com-
passion helps us to cultivate the drive to counteract suffering
through inequality or prejudice (Wallace and Shapiro 2006).

Research on mindfulness meditation and compassion-
cultivating practices is just beginning to explore the benefits
relevant to SPR. A handful of studies have found that children
who were exposed to mindfulness and compassion-based in-
terventions reported greater empathy and perspective taking
and developed more prosocial behaviors (Flook et al. 2015;
Schonert-Reichl et al. 2015). Still, this body of research has
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primarily focused on the benefits of mindfulness and
compassion-based interventions on the individual.

Recently, however, studies have begun to explore the im-
pact of these practices on a variety of social benefits, such as
decreases in ostracism and discrimination, and prejudice
reduction. Hutcherson et al. (2008) explored the impact of a
specific form of compassion-based practice, Loving Kindness
Meditation (LKM), on social connections. LKM is a contem-
plative practice in which the practitioner cultivates loving,
kind, and compassionate feelings first toward people for
whom they care, then toward themselves, and eventually to-
ward others, including people who they dislike (Salzberg
2002). These researchers found that participants who prac-
ticed a short (7-min) guided LKM, as compared to participants
who meditated on neutral images, increased feelings of social
connection and explicit and implicit positivity toward “unac-
quainted others” (Hutcherson et al. 2008).

Building on this work, Kang et al. (2014) showed positive
effect of LKM on explicit and implicit bias toward outgroups
(Black ethnicity; homeless). Participants practicing LKM
showed significant reductions in implicit bias toward both
outgroups after the 6-week study compared to control groups.
No effects were found for explicit attitudes (Kang et al. 2014).
However, Parks et al. (2014) examined whether a one-time, 8-
min LKM practice could change explicit attitudes toward
homeless people. Participants who engaged in the short
LKM exercise reported more positive explicit attitudes
toward and willingness to engage with homeless people than
did participants in the control group.

Lueke and Gibson (2015, 2016) recently replicated and
extended this work by utilizing brief 10-min mindfulness
practices, rather than LKM exercises. Because mindfulness
trains people to look at their thoughts and feelings as transient
mental events and to develop a nonjudgmental attitude toward
self and others (Bishop et al. 2004), Lueke and Gibson hy-
pothesized that mindfulness would significantly reduce negative
attitudes toward outgroup members. Indeed, in two studies,
they found that the brief mindfulness practices reduced im-
plicit race and age bias (Lueke and Gibson 2015), and de-
creased racial discrimination (Lueke and Gibson 2016).

Finally, Ramsey and Jones (2015) explored the impact of
several mindfulness interventions on the prevention of ostra-
cism. These researchers utilized interventions taken from the
Mindfulness-Based Stress Reduction program (Kabat-Zinn
2003) in two studies: one field-based quasi-experiment with
elementary and secondary school teachers and, the other, a
laboratory-based experiment with college students. Both stud-
ies found that mindfulness significantly reduced the propensi-
ty to ostracize others, particularly those who were socially
excluded.

While the aforementioned studies have demonstrated the
positive impact of mindfulness and compassion-based inter-
ventions on intergroup attitudes, there has been no unifying
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theory that accounts for these SPR results. Two theoretical
frameworks can be used to guide the application of mindful-
ness and compassion to SPR. First, the social-cognitive devel-
opmental theory of prejudice asserts that cognitive develop-
ment in the form of perspective taking is a core mechanism in
prejudice reduction (Aboud 2008). Mindfulness facilitates a
complex mental shift in perspective, which has been described
as “the ability to step outside one’s immediate experience,
thereby changing the very nature of the experience” (Safran
and Segal 1990, p. 146). As a result, it is likely that mindful-
ness would enhance participants’ abilities to observe their per-
ception of others nonjudgmentally and, thus, free them from
entrenched patterns of thoughts (e.g., stereotyping and preju-
dices). Additionally, perspective taking, when taught alone,
has been found, in certain contexts, to enhance intergroup
bias, but is most effective in reducing stereotyping and preju-
dice when it was accompanied by efforts to highlight positive
regard for, shared values with, and shared rights of the
outgroup (Abrams 2011). Thus, the second theoretical frame-
work applied is the broaden-and-build theory (Fredrickson
2001). This theory suggests that positive emotions, such as
compassion, broaden one’s cognitive abilities in terms of flex-
ibility, open-mindedness, and perspective taking as well as
promote empathy for others (Fredrickson 2001).
Furthermore, these broadening cognitive capacities facilitate,
and even motivate, changes in social interactions, including
SPR in intergroup relations (Nelson 2009).

Finally, cultivating mindfulness and compassion provides
people the opportunity to re-examine their values and to dis-
engage from societal and cultural norms, which often support
stereotyping and prejudiced attitudes (Brenick and Romano
2016). Studies have shown that the development of the capac-
ity to reflect upon one’s attitudes can facilitate adopting posi-
tions that are more congruent with one’s values (Brown and
Ryan 2003). Thus, another SPR potential of mindfulness and
compassion intervention lies in the ability of these practices to
enhance the prioritization of moral concerns rather than soci-
etal norms about intergroup prejudice (Rutland and Killen
2015).

The potential benefit of utilizing contemplative practices
for SPR is well suited for implementation with children in
the Middle East. Multiple studies have shown that from a very
young age, Israeli-Jewish children hold highly negative ste-
reotypic beliefs and prejudices about Palestinians that become
more polarized with age, indicating a significant need for ef-
fective SPR programs (Berger et al. 2016a; Brenick et al.
2007, 2010). Furthermore, children living amidst this conflict
are also exposed to sporadic escalations in ethnic tension and
political violence along with the influence of persisting soci-
etal normative beliefs about the ongoing conflict (see Brenick
and Romano 2016). Furthermore, these children often lack an
essential component for intergroup contact—opportunity
(Schachner et al. 2015; Titzmann et al. 2015). Indeed,

Israeli-Palestinian and Israeli-Jewish children still lead primar-
ily segregated lives (Shwed et al. 2014). These reasons,
coupled with concerns that contact-based SPR programs in
situations of extreme conflict can exacerbate negative inter-
group attitudes (Christ and Wagner 2013), have led to the
present program implementation and evaluation.

In order to change the outgroup prejudice of Israeli-Jewish
pupils, we employed the Call to Care (C2C) program
(Dodson-Lavelle et al. 2014). The C2C program is a mindful-
ness and compassion-based intervention that borrows con-
cepts and practices from the Sustainable Compassion
Training (SCT; Makransky 2007) and combines it with
social-emotional learning in order to promote pupils’ academ-
ic performance and well-being as well as to foster ethical
sensitivity (Lavelle-Heineberg 2016). The program was
adapted by incorporating skills and experiential exercises de-
rived from the Enhancing Resiliency and Promoting Pro-
Social Behavior (ESPS; Berger 2014). The ESPS is a
teacher-delivered social-emotional program that incorporates
mindfulness and compassion-based practices with somatic,
affective, cognitive, and social coping skills. Previously, this
program was found to be effective in reducing Israeli-Jewish
elementary pupils’ stress and anxiety, and enhancing their pro-
social behavior (Berger et al. 2016b). In the current study, we
assessed the effectiveness of the 24-week C2C-I program in
terms of its immediate and long-term efficacy in reducing
negative cognitive, affective, and behavioral components of
prejudice among Israeli-Jewish elementary school pupils to-
ward Israeli-Palestinians. We predicted that in comparison to
Israeli-Jewish youth in the wait-list control group, Israeli-
Jewish youth in the C2C-I program would show (1) increased
readiness for contact with, (2) reduced affective prejudice to-
ward, and (3) reduced explicit negative attitudes about the
Israeli-Palestinian outgroup. We also predicted that these ef-
fects would emerge both immediately upon completion of the
program and at the 6-month follow-up assessment.

Method
Participants

The study was conducted with 324 3rd—5th grade Israeli-
Jewish pupils; 178 pupils were in the experimental group
and received the C2C-I intervention, while 154 pupils were
in the wait-list control group and attended classes as normal.
The C2C-I group was comprised of 30 third graders, 75 fourth
graders, and 70 fifth graders. The control group was com-
prised of 29 third graders, 52 fourth graders, and 68 fifth
graders. The sample was approximately evenly divided by
gender in all grades for both groups (see Table 1 for full
sample breakdown). Data were analyzed for 175 C2C-I and
149 control group participants (see Fig. 1).
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Table 1  Breakdown of sample size by grade, gender, and group with
mean ages
Grade C2C-I group Control group
3rd n girls 15 15

n boys 15 14

Mg (SD) 8.51(0.22) 8.54 (0.25)
4th n gitls 37 27

n boys 38 25

M, (SD) 9.39 (0.27) 9.50 (0.31)
Sth n girls 38 35

n boys 32 33

M, (SD) 10.37 (0.30) 10.51 (0.30)
Total M, (SD) 9.77 (0.81) 9.63 (0.73)

Procedure

Recruitment The participants were recruited from three public
elementary schools with similar socio-economic backgrounds
(i.e., middle class) in Tel-Aviv and Rishon LeZion—Iarge
cities in the center of Israel. The principals of the selected
participating schools had previously expressed interest in
implementing a mindfulness and compassion-cultivating pro-
gram in their schools. Pre-tests were administered before class
allocation to control or C2C-I groups. Thus, they were
approached to determine if they agreed to implement the en-
tire study protocol in the 3rd—5th grade classes. Two of the
three schools had two classes in each of the grades, while the
third school had two classes in both 3rd and 5th grades, but
only one class in the 4th grade. The principals of the first two

[ Enrollment ]

Assessed for eligibility (n= 332)

Excluded (n= 0)

0 Not meeting inclusion criteria (n=0)
0 Declined to participate (n=0)

0 Other reasons (n=0)

\ 4

Randomized (n= 332)

!

Allocation ]

A 4

Allocated to wait list control (n= 154)

11 Received allocated intervention (n= 151)

1 Did not receive allocated intervention (No
parental consent) (n=3)

v

Allocated to C2C-I intervention (n=178)

11 Received allocated intervention (n= 177)

[ Did not receive allocated intervention (No
parental consent) (n=1)

[

Y

Follow-Up ]

A\ 4

Lost to follow-up (No completion of questionnaire,
absent on follow-up administration) (n=2)

Discontinued intervention (give reasons) (n= 0)

Lost to follow-up (No completion of questionnaire,
absent on follow-up administration) (n= 2)

Discontinued intervention (give reasons) (n= 0)

Analysis ]

Analysed (n=149)
) Excluded from analysis (give reasons) data
missing pairwise were excluded from each analysis

(Readiness for Contact n = 3; Affective Prejudice n
= 4; Stereotyping n=4)

Analysed (n=175)
0 Excluded from analysis (give reasons) data
missing pairwise were excluded from each analysis

(Readiness for Contact n = 2; Affective Prejudice n
= 4; Stereotyping n=11)

Fig. 1 CONSORT 2010 flow diagram of participant enrollment, allocation, follow-up, and analysis
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schools requested that all of their pupils receive the same
training program, and thus, the entire 3rd—5th grade student
body of these two schools, rather than individual classes, were
randomly assigned (by coin toss) to the treatment or control
conditions. The first of those two schools served as the exper-
imental group while the second served as a wait-list control
group and received the C2C-I program the following year. In
the third school, the 3rd and 5th grade classes were randomly
assigned to the experimental or control condition. Since there
was only one 4th grade class in this school, it was randomly
assigned to the experimental group (Fig. 1).

The school administrators presented an overview of C2C-1
program including its rationale, goals, and content to the par-
ents of 3rd—5th graders. They also informed the parents about
the study procedures. Parents were encouraged to support
their children, particularly with the program-related home-
work assignments. Parents were also asked to sign written
consent forms for their children’s participation. Only four par-
ents did not consent to have their children participate in the
study, and, therefore, these pupils were excluded from the
study. Then, four trained and experienced facilitators ex-
plained the program to the teachers in the participating schools
and, finally, administered the program to the participating pu-
pils who verbally assented to take part in the study.

The study was approved by the chief scientist of the Israeli
Ministry of Education and by the Tel Aviv University Human
Research Ethics Committee. Parents and pupils were in-
formed that all collected data would remain confidential.
Participating pupils’ parents provided informed signed con-
sent for their children’s participation and pupils assented to
their participation in the study. Parents were given contact
information so that they could obtain further details about
the study at any time.

Intervention The C2C-I was a 24-session mindfulness and
compassion program that was delivered on a weekly basis
(one session per week). However, pupils practiced brief mind-
fulness or compassion meditations (e.g., 5 min) each morning
with exercises led by their homeroom teachers as well as
through homework assignments. The program utilized devel-
opmentally appropriate contemplative practices and social-
emotional skills to cultivate a caring and compassionate
school climate, as well as to foster a more productive learning
experience among pupils. Below, we will provide an overview
of the whole intervention program; however, more detailed
information about the content of the sessions can be found
in the Online Supplemental Table 1a.

As mentioned above, the C2C-I intervention was based on
SCT and ESPS programs. The SCT is a mindfulness and
compassion-based intervention that draws from Tibetan
Dzogchen and Mahamudra practices. It focuses on helping
people recognize and cultivate their natural capacity to care
for those who are suffering, both the self and others

(Makransky 2007). Participants began by identifying and
cherishing daily care moments given by acquaintances and
then move toward imagining a stable and significant care per-
son (i.e., a parent, relative, or, in some cases, even pets) who
embodies for them the qualities of unconditional care and
love. Once they experience themselves as objects of care, they
could extend warmth and compassion toward others—first to
family members and friends, then to strangers, and eventually
to people for whom they hold strong negative feelings. These
practices were adapted for children by shortening the contem-
plative practices and conducting them in a more gradual, skill-
building manner. Additionally, to facilitate these practices, we
utilized age-appropriate warm-up activities, such as bringing
in objects that elicit feelings of safety in the children, drawing
pictures of places where the children feel safe, or looking at
photos of loved ones, before engaging in the contemplative
practices. The parts of the ESPS that were incorporated in the
C2C-I were the mindfulness practices in the first eight ses-
sions, including mindfulness with focus on breath, body sen-
sation, walking, and eating. We also added techniques geared
to flex rigid thoughts and to practice self-affirmation. Finally,
and perhaps most importantly to the research goals, we incor-
porated strategies from the ESPS to facilitate empathy build-
ing, perspective taking, and pro-social behaviors.

The 24 C2C-I sessions were divided equally into three
practice areas: receiving care, developing self-care, and ex-
tending care. Each practice area was understood to empower
the others. The receiving care sessions focused on helping the
pupils understand the universal need for care, explore their
challenges to receiving care, and teach them to reach out to
others when they need care. The core practices and skills
developed in this mode included basic mindfulness skills
(i.e., focus on breathing, body scan, mindful eating, and walk-
ing) and, through compassion meditation, learning to re-
experience moments of interconnection, and warmth and in-
ner safety. Pupils also learned to dismantle obstacles to receiv-
ing this care by challenging misconceptions, such as “I do not
need care from others,” or “Others need care much more than
me.”

The self-care mode sessions focused on helping pupils de-
velop an awareness of their needs and their barriers for self-
care. Pupils were taught self-soothing techniques and strate-
gies for dealing with stressful experiences. Additionally, this
mode aimed to cultivate cognitive flexibility and openness to
experience among the participants. Core practices and skills in
this mode included mindfulness and contemplation with a
focus on soothing care-figures, re-experiencing comforting
situations, relaxation strategies (i.c., vagal breathing, muscular
relaxation, and safe place imagery), and stress management
skills (i.e., stress inoculation and self-affirmation).

Finally, the extending care sessions taught pupils contem-
plative practices to help direct care toward others, including
friends, children they do not know, and even children they
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dislike (e.g., find annoying or mean). The development of
awareness of constricting thoughts, such as stereotypes and
prejudice, had to be coupled with the ability to expand empa-
thy and care to cross ingroup/outgroup boundaries in this con-
text of ongoing intergroup conflict (Abrams 2011). The core
practices and skills in this mode included compassion medi-
tation of extending care toward others, developing a compas-
sionate mindset, perspective-taking, empathy skills, and prac-
ticing pro-social behaviors.

Each weekly session in the three practice areas lasted
45 min and included mindfulness and compassion contempla-
tive practices (e.g., mindful breath counting, body scan,
caring-figure meditation, learning to receive and give social
support, or developing perspective-taking and empathy skills)
as well as complementary social-emotional skills and con-
cepts to enhance the development of mindfulness and com-
passion (e.g., identifying and sharing emotions, correlates of
social-emotional skills, fixed growth mindsets). Each session
included group activities, such as sharing positive and nega-
tive feelings with peers or role-playing difficult situations, and
homework assignments, such as interviewing family members
regarding their ideas about care and compassion or practicing
their newly learned skills with family members. Following
each session, the facilitators used the school website to teach
parents about the concepts that were introduced to their chil-
dren and to explain the program-related homework assign-
ments. Parents were encouraged to work supportively with
their children, particularly when the home assignment re-
quired parent participation. Additionally, pupils were given
mindfulness dairies in which they were encouraged to docu-
ment their feelings and thoughts in school, at home, and in the
community, as well as their experiences with the contempla-
tive practices and social-emotional skills development.

Training and Supervision of C2C-I's Facilitators Facilitators
were four graduate research assistants with 3—5 years of expe-
rience in contemplative practice and working with children.
They received 15 h of training by the first author that included
lectures, discussion, and simulations of the contemplative
practices and the experiential exercises. In order to ensure
the fidelity of the program, the facilitators were observed reg-
ularly throughout the program administration by the first au-
thor, who also supervised them off-site on a weekly basis.
Homeroom teachers attended all program sessions, but were
not trained to administer the program. They were instructed to
avoid their typical disciplinary roles and instead serve as role
models for the pupils by practicing the experiential exercises.

Assessment This study utilized a questionnaire with a three-
part assessment of outgroup prejudice encompassing behav-
ioral intent (readiness for social contact), emotion (affective
prejudice), and cognition (stereotyping). Trained research as-
sistants (RAs) administered all three measures to the
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participants at three time points: (1) a week prior to the start
of the program (“pre-test”), (2) immediately after its comple-
tion (“post-test”), and (3) 6 months after the program comple-
tion (“follow-up”). The instruments were pencil and paper,
self-report measures. Self-administration of the instruments
was overseen by the trained RAs for the 4th and 5th grade
classes. The RAs assisted pupils who had difficulty under-
standing any of the questions. For the 3rd grade classes, the
RAs read the questions aloud to ensure student comprehen-
sion of the questionnaires. Survey administration took place in
the pupils’ classrooms, but without the presence of the
teachers.

Measures

Readiness for Social Contact The “Readiness for Social
Contact” measure, which was developed and implemented
in previous studies (Berger et al. 2015; Teichman et al.
2007), was administered to assess participants’ readiness and
willingness to engage socially with Israeli-Palestinian pupils
in five different daily activities (i.e., meet with, play, study,
invite to one’s house, be a guest in the other’s home). Pupils’
willingness was reported on a 5-point Likert-type scale rang-
ing from “not at all willing” (1) to “willing to a very large
degree” (5). Greater readiness to have social contact with
members of the Israeli-Palestinian outgroup was indicated
by higher scores on this scale. Cronbach’s alpha coefficients
of this scale ranged from 0.87 to 0.93 in previous studies
(Berger et al. 2015; Teichman et al. 2007). In the current study,
Cronbach’s alpha coefficients for this scale were 0.93, 0.94,
and 0.93 at the pre-test, post-test, and follow-up assessments,
respectively.

Affective Prejudice Next, we used the “Affective Prejudice”
scale developed by Teichman et al. (2007) to measure the
degree to which the pupils felt five different emotions (i.e.,
secure, relaxed, comfortable, anxious, and threatened) toward
members of the Israeli-Palestinian outgroup. Items were
scored on a 5-point Likert-type scale ranging from “do not
feel at all” (1) to “feel to a very large degree” (5), with three
reverse-scored items (i.e., secure, relaxed, and comfortable).
Higher scores on this scale indicated stronger negative emo-
tions toward members of the Israeli-Palestinian outgroup.
Cronbach’s alpha coefficients of this scale ranged from 0.75
to 0.84 in previous studies (Berger et al. 2015; Teichman et al.
2007). In this study, Cronbach’s alpha coefficients for this
scale were 0.81, 0.84, and 0.83 at the pre-test, post-test, and
follow-up assessments, respectively.

Stereotyping To assess participants’ stereotyping of Israeli-
Palestinians, we used the “Stereotyping” measure originally
developed by Kaminsky and Bar-Tal (1996) and widely used
in a number of studies with children in the Middle East (e.g.,
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Bar-Tal and Teichman 2005; Berger et al. 2015; Teichman
et al. 2007). Pupils were presented six bipolar traits whose
negative poles typically characterized negative stereotypes
about the Israeli-Palestinian outgroup (i.e., good-bad, socia-
ble-unsociable, smart-stupid, clean-dirty, beautiful-ugly, and
tempered-violent). Pupils were asked to think about these
traits in reference to Israeli-Palestinians and rate each on a 5-
point scale ranging from the very positive pole to the very
negative pole. For example, response ratings ranged from
“very smart” (1) to “very stupid” (5) and from “very beautiful”
(1) to “very ugly” (5). Each student, thus, rated his or her
attitude toward Isracli-Palestinians on each of the six traits.
Higher scores indicated more negative stereotyping of the
Israeli-Palestinian outgroup. Scores were then averaged across
all questions to create a composite stereotype score.
Cronbach’s alpha coefficients of this scale ranged from 0.84
to 0.94 in previous studies (Berger et al. 2015; Teichman et al.
2007). In the current study, Cronbach’s alpha coefficients were
0.95, 0.98, and 0.98 at pre-test, post-test, follow-up as-
sessments, respectively.

Data Analyses

First, preliminary independent sample ¢ tests were conducted
to determine if, at the pre-test, the C2C-I and control groups
differed significantly from one another on any of the depen-
dent variables—readiness for contact, affective prejudice, and
stereotyping. Then, primary analyses for the study examined
group level differences in the dependent variable mean scores
across the three study time points. Repeated measures analy-
ses of variance (ANOVAs) were performed with time of as-
sessment (pre-test, post-test, and follow-up) as a within-
subject factor, condition group (C2C-I experimental and
control) as a between-subject factor, and age as a covariate.
Because there were no theoretically driven hypotheses about
the effects of gender, preliminary repeated measures ANOVAs
were conducted on the outcome variables with only gender as
a between-subject variable. Partial eta-squared values were
computed as measures of effect size. Significant effects were
followed up by post hoc univariate ANOVASs or pairwise com-
parisons with Bonferroni adjustments for multiple compari-
sons, except in the case of significant effects involving age.
Given that age is a scaled rather than categorical variable,
significant effects with age were followed up with linear re-
gressions. Because there were no theoretically driven hypoth-
eses about the effects of gender, preliminary repeated mea-
sures ANOVAs were conducted on the outcome variables
with only gender as a between-subject variable. The re-
sults—presented below—indicated that gender could be omit-
ted from the primary analyses. Finally, in order to provide a
metric for the difference between the groups, Cohen’s d indi-
ces of effect size (1988) were computed, comparing the dif-
ferences between the pre- and post-tests, and pre-test and

follow-up between the C2C-I and control groups, using
pooled difference standard deviations.

Missing data were minimal for this study ranging from 0.3
to 4%. Closer examination of the missing data indicated that
one child did not complete the pre-test measures (5th grade,
C2C-I group, male) and two children did not complete the
readiness for social contact measure at the post-test (3rd grade,
C2C-I, female; and 5th grade, C2C-1, female). These children
were eliminated from the specific analyses in which their data
were missing.

Results

The preliminary repeated measures ANOVA, conducted with
both the C2C-I experimental group and the control group,
indicated no significant effects for gender with any of the
dependent measures (readiness for contact F' (1, 315)=10.04,
p =0.84; affective prejudice F (1, 317)=2.56, p=0.11;
stereotyping F' (1, 308) = 0.00, p = 0.99). Accordingly, gender
was omitted from all further analyses. Additional preliminary
analyses indicated that there were no baseline differences be-
tween the C2C-I and control groups; there were no significant
group differences at the pre-test for readiness for social contact
(#(321)=1.16, p =0.25), affective prejudice (#(321)=—1.74,
p=0.08), or stereotyping (#(321)=—0.53, p = 0.59; see Fig. 2
for means). The mean age for the C2C-I group was 9.77 years
(SD=0.81), and for the control group was 9.63 years (SD =
0.73). Independent sample ¢ tests revealed that the two groups
did not differ significantly in age (#(322)=1.61, p=0.11).

Readiness for Social Contact

Results of the primary repeated measures ANOVA yielded
significant main effects of time of assessment and group (time;
F(2, 630)=4.46, p<0.01, np2:0.01, group (F(1, 308) =
9.06, p<0.01, 17,,2 =0.03; see Table 2 for full ANOVA results
of all three dependent variables) for the measure of readiness
for social contact; however, a significant time by group
higher-order interaction also emerged (F(2, 630)=81.64,
p<0.001, np2 =0.21; see Fig. 2). Follow-up analyses indicat-
ed that even though participants in the C2C-I group were
significantly more ready and willing to engage in social con-
tact with the Israeli-Palestinian outgroup at the post-test than
the follow-up, readiness for contact at both post-test and
follow-up assessments was significantly higher than at the
pre-test assessment (F(2, 334)=81.00, p < 0.001, np2 =0.33;
pairwise comparisons: all ps < 0.01). In contrast, a significant
decrease in readiness for social contact from the pre-test and
post-test assessments to the follow-up assessment was obtain-
ed with the control group (F(2, 296) =38.22, p < 0.001, np2 =
0.21; pairwise comparisons ps < 0.001). There was no signif-
icant difference from pre-test to post-test in the control group
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Fig. 2 Interactions between time and group plotted with means and
standard errors of readiness for social contact, affective prejudice, and
stereotyping. Plotted values represent means. Error bars represent
standard errors. Readiness for social contact 1 = not at all willing, 5 =

participants’ readiness for social contact (pairwise comparison
p<0.001. Cohen’s d values comparing the difference in effect
size between the C2C-I and control group averages of readi-
ness for social contact with the Israeli-Palestinian outgroup
yielded rather high values between pre-test and post-test as-
sessments (d =1.07) and between pre-test and follow-up as-
sessments (d = 1.23). The standards for interpreting Cohen’s d
values indicate that values from 0.80 to 2.00 are considered to
be large effect sizes (Cohen 1988).

Affective Prejudice

A significant main effect for group (F(1, 310)=5.32, p
< 0.05, 171,2 =0.02; see Table 2) emerged for the affective
prejudice measure, but a significant time by group interaction
(F(2,620)=67.62,p< 0.001, np2 =0.18; see Fig. 2) indicated
that the effect of time differed across the groups. Participants
in the C2C-I group felt less negative affective prejudice to-
ward Israeli-Palestinians at both the post-test and follow-up
assessments than at the pre-test assessment (F(2,296) = 31.49,
< 0.001, 77/ =0.18; pairwise comparisons all ps<0.001).
Conversely, the control group showed significant increases
in affective prejudice toward the Israeli-Palestinian outgroup
from the pre-test to both the post-test and follow-up

Control c2¢- Control

willing to a very large degree; affective prejudice 1 = do not feel at all, 5 =
feel to a very large degree; stereotyping 1 = very positive trait, 5 = very
negative trait. *p <.05; **p <.01; **¥p<.001

assessments, as well as from the post-test to the follow-up
assessment (F(2,296)=31.49, p < 0.001, 771,2 =0.18; pairwise
comparisons all ps <0.001). Cohen’s d values comparing the
difference in effect size between the C2C-I and control group
averages of affective prejudice yielded rather high values be-
tween pre-test and post-test assessments (d=1.09) and pre-
test and follow-up assessments (d = 1.23).

Stereotyping

Significant effects emerged for age (F(2, 602)=6.01, p
< 0.01, np2=0.02), group (F(1, 301)=19.07, p< 0.001,
1, =0.06), and time (F(1, 301)=4.06, p< 0.05, 1,°=0.01;
see Table 2), which must be interpreted through the significant
interactions between age and time (F(2, 602)=3.36, p < 0.05,
npz =0.01) and between time and group (F(2, 602)=105.53,
< 0.001, npz =0.26; see Fig. 2). For the age by time interac-
tion, follow-up analyses revealed that at the pre-test, older
participants demonstrated fewer negative stereotypes about
Israeli-Palestinians than did younger participants (B =—0.18,
SE=0.07, p<0.01). This effect was nonsignificant at both
post-test and follow-up (ps>0.31). Follow-up analyses for
the time by group interaction found that participants in the
C2C-I group rated the Israeli-Palestinian outgroup as

Table 2 Results of repeated

measures ANOVAs performed on Readiness for social contact Affective prejudice Stereotypes
readiness for social contact,
affective prejudice, and af F 77p2 ar F 7]p2 ar F 77p2
stereotypes
Within-subject effects
Time 2 4.46%* 0.01 2 1.86 0.01 2 6.01%* 0.02
Time x age 2 2.72 0.01 1.16 0.00 2 3.36* 0.01
Time x group 2 81.64%%* 0.21 67.62%*%%  0.18 2 105.53%*%% (.26
Error 630 620 602
Between-subject effects
Age 1 0.69 0.00 1 2.19 0.01 1 4.06* 0.01
Group 1 9.06%* 0.03 1 5.32% 0.02 1 19.07##%  0.06
Error 308 310 301

Group condition group (C2C-I experimental and control)

*p<.05; #*¥p <.01; **¥p<.001
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significantly less negatively stereotyped at both the post-test
and follow-up assessments than at the pre-test assessment
(F(2,320)=145.62, p< 0.001, 771,2 = 0.48; pairwise compari-
sons all ps <0.001). The control group, however, showed sig-
nificant increases in negative stereotyping of the Israeli-
Palestinian outgroup from the pre-test and post-test assess-
ments to the follow-up assessment (F(2, 296) =14.89, p
< 0.001, np2:0.09; pairwise comparisons all ps<0.001).
Cohen’s d values comparing the difference in effect size be-
tween the C2C-I and control group averages of negative
stereotyping yielded high values between pre-test and post-
test assessments (d = 0.84) and pre-test and follow-up assess-
ments (d=1.28).

Discussion

The novel findings of this study demonstrate, in line with our
hypotheses, that participation in an extended school-based
mindfulness and compassion-based social-emotional program
resulted in significant prejudice reduction immediately upon
completion of the program—results that were maintained at a
6-month follow-up assessment. More specifically, compared
to the pupils in the control group, Isracli-Jewish elementary
school pupils in the C2C-I mindfulness and compassion pro-
gram significantly reduced their expressions of negative feel-
ings toward and negative stereotyping about the Israeli-
Palestinian outgroup, while simultaneously increasing their
readiness and willingness to engage in social contact with
Israeli-Palestinian youth. Notably, these changes reflect the
impact of mindful and compassionate contemplation practices
in a social-emotional program on reductions across three dif-
ferent manifestations of prejudice: cognition, emotion, and
behavioral intent. Equally important, the significant effects
were maintained in the 6-month follow-up among the pupils
in C2C-I program.

In contrast, the opposite trend was observed among pupils
in the wait-list control group who significantly increased neg-
ative stereotyping and affective prejudice toward the Israeli-
Palestinian outgroup, and decreased their readiness to engage
in social contact with the Israeli-Palestinian youth from the
pre-test to the follow-up. This significant deterioration in the
Israeli-Jewish control group pupils’ intergroup attitudes is
likely related to the serious escalation in political violence
(i.e., what has been named “the third Palestinian intifada,”
Beaumont 2015) that took place around the same time as the
follow-up assessment. Similar patterns of heightened inter-
group tensions among Israeli-Jews and Israeli-Palestinians
were observed in a previous study following the 2014 military
operation, “Protective Edge” (Berger et al. 2016a). This find-
ing should not be underestimated as prolonged ethnic and
violent conflict promulgates fear and hate, resulting in strong-
ly held polarized views about members of the opposing group.

Thus, the C2C-I and control groups’ results suggest a prom-
ising robustness of the C2C-I program in facilitating long-
term positive intergroup attitudes, even in the face of ongoing
and violent political conflict.

The obtained Cohen’s d values—calculations of the signif-
icant differences between the control and C2C-I group—fur-
ther highlight the substantial effects of the C2C-I program.
Moreover, these results are impressive in comparison to those
found with other approaches to prejudice reduction; effect
sizes were higher for the C2C-I program than those found in
a previous meta-analysis of contact-based programs conduct-
ed in real-world settings, including in highly conflictual areas
like the Middle East (Lemmer and Wagner 2015). Lemmer
and Wagner (2015) assert that the small to medium effect sizes
of contact-based programs in contexts of recent conflict war-
rant the continued implementation of such approaches (an
assertion with which the authors agree). However, it is still
possible that when protracted, ethnic conflict is mired with
ongoing heated and often violent confrontation, an indirect
approach to prejudice reduction, like the C2C-1 program,
might be a preferable first step before contact is attempted.
This also aligns with Beelmann and Heinmann’s (2014) posi-
tion that prejudice reduction efforts designed to promote pos-
itive intergroup relations would benefit greatly from multi-
faceted and integrative approaches, rather than simply relying
on contact-based programs alone. Utilizing an indirect mind-
fulness and compassion intervention facilitates reflective,
nonjudgmental reasoning, empathy, perspective-taking, be-
liefs about tolerance, and compassion-based contemplative
practices—all additional qualities significantly related to pos-
itive intergroup relations (see Aboud 2008; Brenick and
Killen 2014; Killen and Rutland 2011). At the same time, this
approach averts direct confrontation with ongoing volatile in-
tergroup issues that might hinder the positive effects of con-
tact. Similarly, researchers in the Middle East have established
that an indirect approach to peace education programs—one
that promotes pupils’ skills (e.g., reflective thinking, outgroup
tolerance, ethno-empathy, human rights, and conflict resolu-
tion), rather than addressing the conflict directly—is more
effective when conducted during protracted ethnic conflicts
(Maoz 2011; Salomon 2006).

The results of this study add not just to the literature on the
positive outcomes of mindfulness and compassion practices
for the self, but also to the still growing literature on greater
social benefits as well (Condon et al. 2013; Lim et al. 2015;
the Dalai Lama and Ekman 2008). Recently, a handful of
studies have shown that the social benefits of mindfulness
and compassion training extend to intergroup tolerance in
terms of positive changes in implicit and explicit evaluations
and biases (Hutcherson et al. 2008; Kang et al. 2014; Lueke
and Gibson 2015, 2016), and in the prevention of ostracism
(Ramsey and Jones 2015). This focus on the contribution of
mindfulness and compassion training on social issues like
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intergroup relationships is a relatively recent advance in the
contemplative field, and in addition to bringing these issues to
the forefront of research in this area, our findings extend this
work in very meaningful ways.

This study demonstrated that a mindfulness and
compassion-based social-emotional training program can re-
duce prejudice in children. Social developmental psycholo-
gists have long argued that the time for intervention is in
childhood, before prejudice and stereotypes become deeply
entrenched (see Killen and Rutland 2011; Raabe and
Beelmann 2011). Beyond this, C2C-I was implemented in
the schools, not in the laboratory, thus demonstrating a higher
degree of ecological validity. Furthermore, taking this work
outside of the laboratory brought this intervention directly into
the heart of a long-lasting and ongoing protracted conflict. The
implications of conducting a mindfulness and compassion-
based intervention in such a context reach far beyond the
physical and psychological health of an individual, and in-
stead carry the potential of challenging prevailing societal
norms of political conflict and violence.

Limitations and Future Research

Though very promising, the study’s findings should be
interpreted in light of the following limitations. First, our
study was conducted in elementary schools, which impeded
our ability to fully randomize the sample; the sample had to be
randomized to condition group at the school or class level,
rather than by participant. This practice helps to prevent spill-
over effects in schools where all classes received the same
group assignment, but not where randomization occurred at
the class level. Moreover, it is possible that due to randomiza-
tion at the school level, the significant findings of our study
might be an artifact of school-related variables such as differ-
ences in curriculum or school climate.

Second, the present sample was recruited from three
schools whose principals had previously expressed interest
in implementing a mindfulness and compassion cultivating
program. Therefore, it is possible that the schools’ administra-
tors were especially invested in the successful implementation
of'the program, whereas principals who are less inclined to run
such programs for their pupils might not be as vigilant about
implementing the program with fidelity. As a result, the find-
ings may not generalize to settings in which the school admin-
istration is not equally dedicated to the practice.

Third, although the current study employed a multi-
dimensional assessment of outgroup prejudice, the outcome
measures were all assessed through self-report which might
present response bias. Fourth, we conducted a 6-month fol-
low-up assessment to determine the long-term impact of the
intervention; however, future studies, particularly in contexts
of ongoing protracted conflict, should use longer follow-up
times to evaluate the extended durability of the intervention
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and should examine potential factors that promote or hinder
durability (see Lemmer and Wagner 2015). Fifth and finally,
the program has the potential for successful implementation in
schools to foster mindfulness skills among the pupils as well
as cultivate a compassionate school climate. However, given
that measures of program feasibility and scalability were not
collected in the present study, they should be assessed in fu-
ture research. More specifically, future research should inves-
tigate whether a shorter, less intensive program or a program
that does not require trained facilitators could be equally
effective.

The primary focus of the current study was to assess the
effectiveness of mindfulness and compassion training on
prejudice reduction in youth living amidst ongoing
protracted conflict. As a result, the study was designed to
uncover whether or not such change occurred. The question
raised by our positive results, though, is “What are the
mechanisms within the C2C-I intervention that led to the
intergroup attitudinal changes among the pupils?” The cur-
rent study was not designed to pinpoint which of the C2C-
I’s components accounted for the attitudinal changes found
among children. Future research should bridge previous
work across the fields of mindfulness and compassion train-
ing and of prejudice reduction to assess likely mediating
variables, such as social anxiety reduction and increased
empathy and perspective-taking, given that they are well-
established outcomes of mindfulness and compassion prac-
tices and well-established predictors of more positive inter-
group attitudes (Aboud 2008; Beelmann and Heinmann
2014; Pettigrew and Tropp 2008). Furthermore, future re-
search should not only investigate the mechanisms through
which these interventions work, but also look at the effect of
integrating multiple approaches (e.g., contact and mindful-
ness and compassion training) or comparing approaches
(e.g., contact versus mindfulness and compassion training).
In addition, though the C2C-I program was primarily based
on the contemplative framework and practices of mindful-
ness and compassion, it also included aspects of social-
emotional learning that might have independently or in con-
junction with mindfulness and compassion training contrib-
uted to the results. Further research should explore what are
relative impacts of each of these individual intervention
components. These issues, when addressed by future re-
search, will notably advance both the fields of mindfulness
and compassion training and of prejudice reduction.
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