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ABSTRACT 

Schools operate as organizations. Like other organizations, these organizations 

share similar qualities as well as problems which eventually influence the success and 

failure of the entire organizations. Organizational changes in schools may bring about 

positive changes in those who work in the schools as well as to those who attend the 

schools. Schools operate with hierarchy of authority as well as rules, regulations and 

procedures which may be supportive or unsupportive. In an enabling structure, employees 

work cooperatively while retaining their distinct roles. Mindfulness is flexible state of 

mind in which employees are actively engaged in the present, notice new things and are 

sensitive to the context. It guides the behavior rather than predetermine it. It allows 

communicating openly and solving conflicts. Academic optimism is a collective set of 

beliefs regarding strength and capabilities of schools. It bonds collective efficacy, trust 

and academic emphasis. Here faculty believes to make the difference and students can 

learn. The ultimate goal of the research was to explore the relationship among enabling 

school structure, mindfulness and academic optimism. This research may contribute from 

theoretical, managerial, academic and practical perspectives. This research was delimited 

to government high schools located in Punjab province and only secondary school 

teachers were considered the subjects for this study. 

The research adopted quantitative approach to investigate the phenomenon. 

Purpose was to find out the relationship among the variables of research. Hence, the most 

suitable design was correlational research where the relationship was explored among the 

variables without influencing them. Variables were measured through cross-sectional 

survey which provided numerical description of the variables. Population of the research 

was all the secondary school teachers working in School Education department of Punjab 

province. Two stages random sampling technique was employed to select the desired 
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sample. Selection of the sample took place in two stages. At first stage, twelve districts 

were randomly selected using lottery method. At second stage, twelve high schools were 

selected using table of random numbers. In this way 1266 teachers participated from 216 

government high schools in the survey.  

Instrument of the study was comprised of four sections. First section was related 

to demographic characteristics of the secondary school teachers. Second section was 

comprised of Form-ESS. It measured the perception of teachers regarding enabling school 

structure. It included two subscales which were enabling structure and coercive structure. 

Third section included M-Scale. It measured the perception of teachers regarding 

mindfulness. The scale reflects collective perception regarding the behavior of principal 

as well as of the faculty on mindfulness. Fourth section of the instrument was comprised 

of Academic Optimism Survey. It included three subscales which were collective 

efficacy, trust and academic emphasis. All the tools were adapted with prior permission. 

Instrument contained negative statements which were reverse scored. The instrument was 

pilot tested to confirm the validity and reliability. Pilot testing confirmed the reliability of 

the instrument. The instrument was validated by the experts. Some modifications were 

made in the instrument suggested in the pilot testing. Moreover, validity and reliability of 

the scales were confirmed in various previous researches. Data were collected in 

scheduled meetings, after making appointments. An approximate response rate of 74.47 

% was obtained after receiving 1266 of the 1700 distributed among teachers from 18 

districts of Punjab. Data were analyzed using descriptive and inferential statistics. Before 

the analysis, data were cleaned and assumptions were tested. At each stage, research 

ethics were followed. 

The perceptions of teachers indicated the structure of schools to be enabling rather 

than coercive. Perception regarding enabling structure was dominant as compared to 
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coercive structure. Teachers perceived the leadership more mindful as compared to the 

faculty. Teachers confirmed the existence of academic optimism in schools as well as its 

three facets. It was observed that positive relationship exists between enabling school 

structure and academic optimism. Likewise, there was also positive relationship between 

mindfulness and academic optimism. As far as the relationship between mindfulness and 

enabling school structure is concerned, it was also positive. Cohen’s standards were used 

to evaluate the output of correlation. Results of regression analysis confirmed the findings 

of correlational analysis. On the basis of gender and experience statistical significant 

difference was observed in enabling school structure while on the basis of marital status, 

locality, qualification and age no statistically significant difference was seen. Significant 

difference was observed in mindfulness on the basis of gender whereas no statistically 

significant in marital status, locality, qualification, age and experience was observed. On 

the basis of demographic variables, no significant difference was observed in academic 

optimism. Leadership in a school which endeavors to influence the change should 

seriously ponder findings of this research as the source for developing positive 

characteristics.  

This research encourages the joining of academic optimism with enabling school 

structure and mindfulness practices for the administrators in developing effective 

leadership practices and organizational characteristics. It provides insight into how these 

variables work in school contexts. In the school setting, positive conditions such as ESS, 

mindfulness and AO complement each other to nurture an environment that affects the 

behavior positively in the school setting. Leadership might view school issues through the 

eyes of their employees in order to create a cooperative, collaborative, and helpful climate 

for teaching and learning. The researcher commends that this research be replicated in 

other varied population and geographic region. 
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Chapter I 

Introduction 

This section gives an overview of the study. It starts with contextual information 

fundamental to the study. A description of the purpose and importance of the study also 

follows. Research questions, delimitations, and assumptions are also displayed. Finally, 

definitions of the related terms are given which are used in the research study. 

Introduction 

Schools work as organizations. Like organizations of different sectors, these 

organizations share comparable characteristics. Along these lines, schools face problems 

as other different organizations face. These problems impact the success and failure of the 

entire organization. Positive changes occur when schools effectively adopt effective 

organizational practices. These modifications in educational institutions may instigate 

constructive changes in the individuals working in schools and also to those who attend 

the schools (Oplatka, 2009). Schools function with a hierarchy of authority which might 

be unsupportive to the requirements of the individuals in the organization. Weber 

contended that a bureaucratic organization is equipped for delivering the best level of 

efficiency while bureaucracies are frequently defamed as rigid structures that misshape 

communication, strangle innovation, endorse conformity, estrange, and exploit 

employees. It is regularly associated with inflexible rules, policies, and procedures. 

Schools can be planned with procedures and structures that help instead of hinder (Hoy & 

Miskel, 2013; Kensler, 2010). 

According to the review of literature, academic optimism (AO) is the result of 

rules, regulations, policies, and procedures planned and executed to facilitate teachers‟ 

success. Such procedures enable teachers to perform their responsibilities in a superior 
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way. They take into account effective and cooperative work to happen while holding their 

novel obligations. Enabling school structures (ESS) and academic optimism (AO) have 

consistently exhibited a solid association with high students‟ achievement (Mc Guigan & 

Hoy, 2006). Inside each organization, there are mindful-leaders and employees. 

Individuals may rehearse mindfulness and challenge old perspectives. In schools, heads 

and teachers practice mindfulness when they substitute their judgment for day to day 

reactions. Mindfulness entails flexibility and openness. It is moreover conceptualized as 

the credentials of unique features that can develop prudence and working. It is the 

capacity to perceive any circumstance from an innovative and open perspective. 

Mindfulness is practiced by head teachers and teachers when they obey senseless orders 

and turn into mindful when they stand by their decisions for routine reactions. Such 

mindful organizations have staff that works mindfully and who make positive results 

conceivable (Weick & Sutcliffe, 2007). 

Mindful people care for their inclinations and think over them. The result of their 

inclinations is that they are comfortable with formal rules and regulations. Individuals 

tend to follow blindly the inflexible rules and procedures as opposed to being increasingly 

open and ready to challenge rules, procedures, and policies that do not work. Such 

inflexible structures are not conducive to mindfulness. Structures can empower 

inappropriate things; however, mindful-structures have constant procedures of filtering 

and checking. The best approach to mindful-structures may initially go through rules, 

regulations, and hierarchies that enable; enabling structure may be a forerunner to 

mindfulness. Hoy et al. (2006) hypothesized that AO is the variable that can enlighten 

effective school attributes. They further professed that ESS and mindfulness both predict 

AO.  



3 
 

The success of schools relies on some organizational attributes. Research keeps on 

investigating these attributes to further characterize the relationship and their association 

with the effectiveness and performance of the schools. These are at the front line of 

educational research. The conceptualization of these constructs has developed through 

extensive periods of research. Such constructs shuffled from organizational theories to the 

school organization. School leadership constantly looks for ways to fortify the schools in 

an endeavor to enhance their viability. Over the previous decade, mindfulness and 

academic optimism gain increasing positive momentum because each autonomously and 

mutually influences the department of education. Mindful leadership is important to build 

up enabling structures. These structures establish a culture of AO. 

Review of the literature (Beard et al., 2010) on educational institutions and 

particularly schools uncovers research studies that report a strong significant link between 

ESS and AO culture just as between school mindfulness and academic optimism. Just a 

couple of studies have studied the relationship among ESS, mindfulness, and AO. In this 

way, the fundamental research problem is whether a relationship exists between these 

three variables. All recently led research studies on the phenomenon have been in 

countries other than Pakistan. The setting of Pakistani secondary schools varies from that 

of other countries. Along these lines, the question arises whether the amount of 

relationship between these variables in the context of government high schools in 

Pakistan is of comparable outcomes and consistent with other research studies? Bringing 

issues to light, this research study aims to investigate the relationship among ESS, 

mindfulness, and AO in secondary school teachers. 

Statement of the Problem 

In every education system, teachers are assumed to be the backbone. In every 

education system, it is the performance of teachers which is a handful of factors deciding 
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the performance of educational institution as well as the students. They may be the most 

basic component of any education system. How well they teach relies upon the 

environment and management structures inside which they perform their responsibilities. 

Furthermore, schools are being researched and critiqued more like never before as the 

significance of their performance is growingly increasing. School administration feels this 

pressure and is required to empower high schools to rise above the issues and challenges 

presented to them by various inside factors. Teachers must be seen as a part of the 

solution, not a part of the problem. Various contextual factors can either help or hinder a 

teachers‟ success and their frame of mind. To move toward a solution, the first step is to 

recognize those factors that have the greatest impact, both negative, and positive 

(Bardach, 2008; Mc Cann et al., 2011). 

This research depends on the reason how a school is managed impacts teachers‟ 

attitudes toward their performance, which thus affects the achievement of students. 

Classroom teachers assume a basic job of shaping the lives of their pupils; in addition to 

the fact that teachers facilitate students‟ learning, yet these variables additionally 

influence the social and emotional development of children (Flook et al., 2013). In the 

everyday life of secondary schools administrators and teachers take care of incalculable 

demands in their endeavor to give a reliable educational institution for their students and 

community. ESS, mindfulness, and AO are important variables whose thorough 

comprehension is most important to improve the performance of government secondary 

schools. In secondary schools, these factors in combination influence the performance of 

secondary school teachers (SSTs), secondary schools and ultimately the end product i.e. 

the students.  
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Research Objectives 

The focus point of this research was to extend earlier research concerning the 

relationship among enabling school structure (ESS), mindfulness, and academic optimism 

(AO). The following research objectives guided this research study: 

1. Explore the state of enabling school structure perceived by secondary school 

teachers. 

2. Explore the state of mindfulness perceived by secondary school teachers. 

3. Explore the state of academic optimism perceived by secondary school teachers. 

4. Explore the relationship between enabling school structure and academic 

optimism. 

5. Explore the relationship between mindfulness and academic optimism. 

6. Explore the relationship between enabling school structure and mindfulness. 

7. Find out the difference in the perception of enabling school structure, 

mindfulness, and academic optimism on the basis of demographic variables. 

Research Questions 

The following research questions were framed to find out the answers to the 

research objectives:  

1. What is the state of enabling school structure perceived by secondary school 

teachers? 

2. What is the state of mindfulness perceived by secondary school teachers? 

3. What is the state of academic optimism perceived by secondary school teachers? 

4. Is there any relationship between enabling school structure and academic 

optimism?  

5. Is there any relationship between mindfulness and academic optimism?  

6. Is there any relationship between mindfulness and enabling school structure?  
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7. Is there any difference in the perception of enabling school structure on the basis 

of gender, marital status, locality, qualification, age, and experience? 

8. Is there any difference in perception of mindfulness on the basis of gender, marital 

status, locality, qualification, age, and experience? 

9. Is there any difference in the perception of academic optimism on the basis of 

gender, marital status, locality, qualification, age, and experience? 

Significance of the Study 

Woolfolk et al. (2008) are of the view that schools can be designed with mindful 

and enabling structures that make the teachers positively impact academic optimism in 

schools. Consequently, teachers may display more noteworthy inclinations to perform in 

supporting behaviors (Chughtai, 2008). Research in the field could educate school 

leadership regarding the significance of ESS, mindfulness, and AO in their schools. This 

research would also extend the theoretical understanding of the constructs as well as the 

contribution of these constructs to the school organization. Moreover, this research may 

inspire the leadership to practice these variables in educational institutions and to see how 

these variables contribute positively to academic achievement and success of the schools. 

It would further inspire the leadership to utilize the findings of this research and anticipate 

unique theoretical frameworks for establishing and executing superlative practices in 

schools. The research is of immense significance because it adds a lot to the knowledge 

which currently exists regarding educational administration. The researcher hopes that 

this research study might contribute from theoretical, managerial, and academic 

perspectives.  

Theoretical perspective. The research study intended to explore the relationship 

among ESS, mindfulness, and AO. This research study is important from the theoretical 

perspective because it will urge social scientists to explore the theories, moreover, support 
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future investigation, and develop smart thoughts with enhanced understanding. The 

results of the research might potentially add to the existing research on these constructs 

across the country.  

Management perspective. This study is relied upon to bear some significance to 

school administrators who, because of antecedent studies showing the positive effects of 

these constructs, may look for ways to facilitate the missions of their school by leveraging 

the capacity of their department leaders to make the structures enabling, increase 

mindfulness, and thus create an environment of academic optimism for their schools to be 

more effective. Concerned administration will take this research study helpful in 

improving the organizational effectiveness in the future. 

Academic perspective. This study will assist new researchers in the evolving 

understanding of the relationship between the variables studied in this research. This 

research might serve as a guideline for the concerned researchers to study the relationship 

among the variables. 

Delimitations 

According to Creswell (2014), delimitations are the incorporation criteria for the 

subjects of the study. The delimitations of the research study which were set up by the 

researcher limited the concentration of the study. In defining the boundaries of the study, 

several restrictions were noted due to limited time, effort, and financial constraints on part 

of the researcher. The delimitations that complement focus to the study are location 

(where the study was undertaken), the sample of the study, and the purpose: 

1. All the participants were from the districts located in the province of Punjab. 

2. Only government high schools were included in the study. 

3. Only secondary school teachers participated in this study. 
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Assumptions 

According to Leedy and Ormrod (2010), assumptions in a research study are 

things that are fairly out of the control of the researcher, yet if they vanish the study 

would become irrelevant. The outcomes and legitimacy of this research depend on the 

assumptions listed below: 

1. All respondents in this study would record their responses truly, with no thought 

of the researcher‟s desires, and that all responses would precisely mirror the 

participant‟s expert opinions.  

2. The measures utilized in this study included items that would adequately depict 

ESS, mindfulness, and AO and that the data would be precisely reported.  

3. The survey instruments chosen for the study would be valid and reliable 

instruments that have been utilized in previous studies to represent the properties 

being investigated. 

4. Leaders would energetically agree to the survey solicitation and allow their 

teachers to join the study. 

Definitions of Key Terms 

Enabling School Structure (ESS) 

 Hoy and Sweetland (2001) define enabling school structure as “A structure that is 

made by enabling formalization and enabling centralization. Enabling formalization and 

enabling centralization are the rules, regulations, and procedures that are useful and lead 

to problem-solving among members instead of rigid, coercive activities that demand 

conformity” (p. 301). 
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Mindfulness 

“Mindfulness is the moment to moment, non-judgmental awareness, developed by 

focusing attention in a specific way, in the present moment and on the purpose” (Kabat-

Zinn, 2005). 

Academic Optimism (AO)  

Hoy et al. (2007) defined academic optimism as “Teachers‟ positive conviction 

that they can make a difference in the academic performance of students by emphasizing 

academics and learning, by trusting parents and students to cooperate in the process, and 

by believing in his or her capacity to overcome difficulties and respond to failure with 

resilience and perseverance” (p. 822). 
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Chapter II 

Review of Related Literature 

This chapter presents a review of the literature associated with the variables being 

studied. It begins with a review of literature about enabling school structure (ESS), 

followed by mindfulness and academic optimism (AO). It presents the developments of 

the variables being studied. It pinpoints out the matching characteristics of the constructs 

and explains how these characteristics work together and serve as the conceptual 

foundation for the study.   

Educational Leadership 

Key properties of exemplary administrators incorporate working toward a 

common school vision, building up prospects for faculty, developing leadership, and 

forming the culture of the school. These qualities establish the foundation for effective 

schools. Effective leaders assist schools to build up a vision that expresses the best 

thinking regarding teaching as well as learning. This is usually comprehended that the 

vision and mission of the school are associated (Lynch, 2015). 

Actualizing a vibrant mission statement stimulates the achievement of the student 

and provides the foundation for a positive school culture. Directed with such a mission, 

educators can use the approach as a springboard to develop and strive for the school 

vision. A vibrant educational leadership challenge to ensure that even the most habit-

bound employees of the school come to understand that there is always more to be done 

to add value in teaching and learning at schools (Fiore, 2014). 

The approach to leadership establishes the pace for the school. Successful schools 

appear to have strong and functioning cultures lined up with a vision of excellent 

schooling. Schools‟ culture fills in as a compass setting to guide employees typically. It 
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gives a lot of standards defining what individuals out to achieve and how. It is a 

wellspring of meaning and noteworthiness for leaders, teachers, and students. Educational 

leadership assumes an enormous job in high-achieving schools, as do the majority of the 

managerial responsibilities a leader may administer on a routine (Sergiovanni, 2007). 

Job Roles of leadership includes building up structure, frequently alluded to as 

bureaucracy. It incorporates the authority structure and how centralized the organization 

is deemed. It further includes the formal rules, policies, as well as procedures that lead the 

organization. Bureaucracy is frequently compared with prejudiced practices as well as 

rigid rules, policies, and procedures that guide the organization. Schools can be planned 

with formalized procedures and hierarchical structures that assist instead of hinder (Hoy 

& Miskel, 2008; Hoy & Sweetland 2001). 

School Factors and Success  

Various contextual factors have for some time being related to student 

achievement and connected to successful schools. In view of researchers, different factors 

are related to high performing schools, regardless of geographical area and student 

ethnicities like school structures, mindfulness, and academic optimism. Likewise, 

research records a substantial connection among these variables (Beard et al., 2010; Du 

Four et al., 2004; Mc Guigan & Hoy, 2006). 

Effective Schools 

Research on effective schools widely examined the most effective techniques to 

frame a model of how schools may work to guarantee students‟ academic success. This is 

a complex attempt since schools frequently work bureaucratically. Fundamentally, 

schools are loaded up with a bunch of structures and policies that govern the school. The 

research recognized various factors that contribute to the schools‟ success. They are 
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strong markers of school effectiveness and apply a positive effect on students‟ 

achievement (May & Supovitz, 2011). 

Schools are viewed as bureaucratic just as humanistic in nature as they manage 

human beings. Organizational culture has a lot to do with the productivity of schools. 

This conviction prompts to ponder how much school effectiveness is generally 

determined by a collection of individuals. While there is a strong research base to the 

consul, there is no definite formula for this. This reality has sparked a bunch of research 

on qualities that have a change in student outcomes which are under the control of school 

leadership. Recent research takes look at the school organization in relation to its more 

humanistic side (McGuigan & Hoy, 2006). 

Weber’s Model of Bureaucracy 

Max Weber presented a conventional model of bureaucratic structure. It clarified 

authority and productivity as the defining highlights. Weber‟s highlights of bureaucracy 

were applied to school structures (Mc Vey, 2010). 

Division of labor. Since tasks are too intricate to even think about being 

performed by one individual, work is distributed among subspecialties, which thus 

prompts employees who become master at their endorsed obligations, improving 

effectiveness. This kind of specialization prompts expertise in specific areas. 

Hierarchy of authority.  All organizations have a framework vertically 

subordinating offices planned to promote compliance with directives. This framework is 

important for executing organizational tasks. The organizational chart makes the chain of 

authority explicit, with the administrators at the top while head teachers, teachers, and 

students at lower levels (Seizer, 2004). 

Rules and regulations. Each bureaucracy has an arrangement of rules and 

regulations. It gives the progression of activities when there are changes in the employees. 
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Rules and regulations in this manner thus guarantee consistency and solidity of employee 

action. The system of rules shields the rights and obligations intrinsic in each capacity. It 

facilitates actions in the chain of command. These rules and regulations assume an 

essential job in the operations of schools and the functions of the administrators (Blau & 

Scot, 2003; Desimone et al., 2003; Miskel, 2003). 

Career orientation. In bureaucracies, personnel thinks about their work as a 

profession since work in the organization depends on specialized capabilities on technical 

qualifications. At the point when there is career orientation, there exists a mechanism of 

promotion according to seniority and performance. Promotion is reliant on the decision of 

supervisors. To encourage dedication to the organization, people with exceptional skills 

must be shielded from subjective expulsion or denial of promotion. Workers are ensured 

in the sense that superiors are supposed to make dispassionate decisions. Bureaucracy 

proposes the procurement of specialized ability and knowledge as the criteria for 

employee promotion (Chance, 2009). 

Impersonal orientation. Bureaucracies to keep individual sentiments from 

mutilating objective decisions and to settle on choices in a rational manner needed to be 

impersonal. It is expected to guarantee objectivity and equity within the organization. 

Such an atmosphere is viewed as free of contempt, passion, and warmth (Blau & Scot, 

2003). 

 Hierarchy of authority. Authority ought to be recognized for organizational 

compliance. In a bureaucracy, a thought exists that the individuals who create policies are 

independent of those who enforce policies. This separation brings about disharmony 

which prompts less compliance and negative manifestations. Researchers are of the view 

that Weber‟s theory did not address human components relentlessly in an organization 
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while the job of bureaucracy as socially bound mingling power has been investigated by 

numerous researchers (Crozier, 2010; Sizer, 2004). 

How Bureaucracies Operate 

Bureaucracies operate by the extent to which personnel contributes in the chain of 

command, the process of decision making, and the formalization, which is how much 

rules, procedures, and policies are written, followed and enforced. Organizations with 

coercive centralization crowd control at the top and impede employees from 

accomplishing tasks, while not enabling them to be a part of the decision-making process 

in the organization. The more noteworthy the centralization in the organization the more 

noteworthy the workers feel distanced and dissatisfied because of the lack of autonomy 

and powerlessness that accompanies the inability to take part in decision-making. 

Organizations with enabling centralization help their employees tackle problems, give 

autonomy, and permit practicing power in their professional roles. Organizations with 

coercive formalization distance their employees and make sentiments of feebleness and 

marginalization (Hoy & Sweetland, 2001). 

Formalization reflects not just the degree to which workers consult rules and 

regulations as they fulfill their organizational roles and employment codification, yet 

besides the degree to which workers are checked upon for rule infringement and 

perception. It infers both an enormous number of rules just as their rigid implementation. 

This rigid implementation normally trumps innovation and employee commitment since 

workers have little inspiration to add to the organization in which they feel distanced. As 

opposed to this practice, organizations can utilize enabling formalization which cultivates 

trust, enables workers to manage troubles and dilemmas, and execute rules that value 

contrasts, take part in interactive discourse, and view problems as opportunities (Sinden et 

al., 2004).  
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Bureaucracy and Schools 

Schools are deemed as bureaucratic organizations. Rules, regulations, and 

procedures characterize schools‟ organizational culture for teachers as well as students. 

Schools may be devoted to inflexible schedules, and rules governing student and teacher 

conduct. They employ regular procedures for operations. They are eminent for their 

volume of structures and paperwork. Conventional hierarchy is comparatively uniform in 

many schools comprising of a head having authority over educators. They have power 

over different aspects of school life (Bigley & Roberts, 2001). 

Adler and Borys projected another view to look at organizational structures and 

processes in organizations. They challenged the customary way of thinking that all 

bureaucracy was, unfortunate, and pointed out various features of bureaucracy, like well-

defined authority and helpful policies and procedures which served valuable functions. 

Instead of naming bureaucracy as terrible, bureaucratic structures are regarded as 

enabling to those that obstruct functioning. They realized the perception that employees 

liked “good” rules, regulations and procedures, and disliked „bad‟ ones. They endeavored 

to define a theory that would clarify what differentiated „good‟ from „bad‟ (Adler, 2003). 

Schools as bureaucratic organizations 

Bureaucracy can be traced back to the 18
th

 century when governments described 

their fundamental administration. According to Theuvsen (2004), it was Vincent de 

Gournay who is supposed to coin the term. He referred unproductive civil servants as 

bureaucrats. The resent perspective of schools as bureaucratic organizations can also be 

followed back to the industrial age where organizations concentrated on producing high-

quality products. Schools are classified into grades where students move from one grade 

to the next, many equivalents like to the production line where the products are developed 

on the assembly line. They incorporate hierarchy of authority, division of labor, standards 
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for quality as well as rules and procedures. Just like supervisors in industry, teachers 

maintain all these in classrooms and institutions to instill in students learning and keep the 

process function smoothly (Hoy, 2003). 

Work on Enabling and Hindering Organizations 

Structures of organizations exercise the influence of hindering or enabling 

structures on the functioning and performance of the organization. Thus it is important to 

investigate what sort of organizational structure hinders or enables its functioning.  

Work of Mintzberg 

Mintzberg (1979) described organizations as having five essential segments:  

Operating core. It is related to activities that produce basic services and products. 

Teachers represent the operating core in schools, as they produce teaching and learning as 

essential results. The administrative structural components are situated above the base, 

and in different capacities, actualize standards and procedures for the work procedure. 

Strategic apex. It is represented by the top-level administrators which are 

centered around the task of ensuring the organization‟s adherence to its mission.  

Middle line. Administrators connecting the strategic apex to the operating core are 

described as the middle line.  

Techno-structure. The techno-structure administrative component is accountable 

for analyzing, planning, and eventually standardizing the work important to satisfy the 

organization‟s mission.   

Support staff. The fifth part is the support staff, made of specialists that support 

the organization. Examples in schools would comprise faculty that research pertinent 

issues, provide legal counsel, support maintenance efforts, work in finance, and 

coordinate the child nutrition program. 
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A fundamental structure is depicted as being extraordinarily centralized, having a 

significant level of direct supervision. In a specific order, organizations are top-heavy and 

are driven by autocratic, in which most decision-making rests. Employees are frequently 

partitioned in that they either enjoy receiving dictated requests because of the 

straightforwardness or feel confined through an autocratic regime (Hoy & Miskel, 2013). 

Work of Adler and Boyrs (1996) 

 These constructs are crafted from the work of Adler and Boyrs (1996). They 

coined the term for two sorts of formalization: 

Enabling formalization. It is intended to enable workers to manage effectively with 

unavoidable contingencies 

Coercive formalization. It is intended to compel force reluctant compliance. It 

extracts recalcitrant effort. 

Researchers worked for estimating the enabling and hindering aspects of 

organizations. The organic environment has a low level of formalization and is enabling. 

The autocratic environment has a low level of formalization and is coercive. Alder and 

Boyrs addressed how bureaucracy in organizations negatively stifles employees or it 

provides the structure which guidance in a positive way. 

Work of Hoy and Sweetland (2000) 

Research on enabling and hindering structures was extended to think about the 

consequences of these organizational structures concerning educational organizations 

(Adler & Borys, 1996). Researchers (Hoy & Sweetland, 2000) likewise established the 

blended effects, both positive and negative, of bureaucratization. They placed 

formalization and centralization on a continuum: from enabling to coercive. According to 

Hoy and Sweetland (2001), high centralization yields power in a few while low 

centralization shares power among many. They extended the work of Adler and Boyrs 
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(1996). High centralization restricts control among few while low centralization offers 

control among many.  

Work of Sinden, Hoy, and Sweetland (2004) 

They elaborated on the characteristics as well as the difference between hindering 

and enabling structures.  

Formalization. It is referred to as the degree to which an organization classifies a 

system of rules and procedures. Enabling formalization enables workers to tackle 

problems. These are adaptable rules and guidelines which help the employees to manage 

troublesome circumstances and issues. Rules, regulations, and strategies utilized to punish 

subordinates in case of noncompliance are referred to as coercive formalization. They 

tend to hinder productive work practices.  

Centralization. It refers to the degree to which members of an organization take 

part in the process of decision making. Enabling centralization enables subordinates to 

solve problems as opposed to getting in the way. Hindering centralization alludes to an 

administrative chain of command that impedes instead of helping tackle problems 

Enabling formalization and enabling centralization. Such structures help the 

problem-solving in a flexibly way, promote flexibility, and encourage collaboration. Such 

structures esteem differences, delight in the unexpected, learn from mistakes, and see 

problems as opportunities. They are known to encourage participation and protect 

participants. 

Hindering formalization and hindering centralization. Such structures use 

punishment, uphold compliance, and are hindrances in advancement and productivity. 

They anticipate blind obedience to rules and procedures. They are autocratic; control-

oriented, punishment-oriented, and view problems as hurdles. 
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Concept of Enabling School Structure 

It is the perception where leaders promote innovation, trust, and teamwork among 

coworkers. Problem-solving is promoted by flexible rules, regulations, and procedures 

(Wu et al., 2013). According to Hoy and Sweetland (2001), the terminology was 

promoted by Adler and Borys to depict school bureaucracy as being enabling or coercive. 

The term enabling bureaucracy was used until the term enabling school structures (ESS) 

developed. According to them, enabling structures motivate and form a healthy working 

environment. Teachers use feelings, values, relations, and communication in the formal 

structure. Schools‟ lounges and hallways are stacked up with an informal discussion that 

may turn into „business of the school‟, equipped with political thought processes (Forsyth 

et al., 2015; Hoy & Miskel, 2013). Principal and teacher working cooperatively is the 

consequence of an open climate. A hierarchy that hinders avoids change and obstructs 

problem-solving. It controls the organization in an autocratic manner and discourages 

employee participation. Teachers see they have no voice in decisions made when heads 

do not encourage teachers to participate in decision making (Wu et al., 2013). 

The organizational life of a school is defined by the structure, rules, and 

procedures for teachers and students. Schools cling to inflexible schedules and have broad 

rules overseeing student and teacher conduct. Many organizational conditions make it 

comfortable to support the kinds of activities necessary to affect productivity which 

affects students‟ achievement and the environment for the establishment of trust (Bryk & 

Schneider, 2002). 

According to Hoy (2003), structures of school vary from enabling to hindering on 

a continuum. ESS portrays the teachers‟ conviction that the leadership, as well as the 

rules, assist in the functioning. Organizations having enabling structures assist problem-

solving, promote cooperation, and collaboration. At the same time, they are flexible as 
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well as innovative. Hoy‟s model comprises a chain of command. It also comprises of a 

system of rules and regulations which assist the functioning instead of hindering the 

mission of the school. Interestingly, a hindering structure is firmly controlled with a top-

down approach (Hoy & Sweetland, 2001; Wu et al., 2013). 

An ESS is a conviction that the administration, as well as the rules of the school, 

helps teachers in their work. Organizations described as enabling structures that help 

facilitate problem-solving, promote collaboration, safeguard participants, inspire 

collaboration, and innovation. Hoy and Sweetland (2001) tailored the term „enabling 

bureaucracy‟ which evolved into „enabling school structures‟. They give the constitutive 

definition for ESS which is portrayed by head teachers who are disposed to assist teachers 

to tackle problems, support communication, and help teachers perform their 

responsibilities. 

According to Hoy (2002), the model for ESS is a hierarchy of authority and a 

system of rules and regulations that assist rather than hinders the teaching-learning 

activities. Conversely, a hindering structure would be carefully controlled by the 

leadership with a top-down methodology. An ESS tends to look beyond traditional ways 

of tackling problems, thinking about innovative alternatives.  

Enabling School Structures 

Hoy and Miskel (2008) assert that ESS comprises of a hierarchy that facilitates 

rather than hinders the working of teachers. It comprises of rules, regulations, and 

procedures which assist problem-solving instead of punishing mistakes. Formalization is 

related to the rules, regulations, policies, and procedures of the organization. 

Centralization refers to the degree to which employees are given opportunities in decision 

making. It is the locus of control for organizational decision making. Formalization is 

conceptualized along the continuum from enabling to coercive. In a similar sense, 
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centralization can be helping or hindering along a continuum from enabling to hindering 

(Sinden et al., 2004). 

According to Adler and Borys (1996), there are two kinds of bureaucracies which 

are enabling and coercive bureaucracies. Many people view bureaucracy as negative. 

Some other contends that it provides direction and describes responsibilities. According 

to them, there is formalization that may empower employees to perform their tasks or 

intended to comply with personnel. Lastly, they indicate that enabling procedures help 

employees carry out their responsibilities successfully and strengthen their dedication. 

Research on bureaucracy depends on the work of Max Weber who portrayed the 

structural element of the bureaucracy. Schools are social systems and consider it a 

conventional organization. Weber contends that each bureaucracy creates a hierarchy of 

authority. He further contends that bureaucracy comprises of a system of rules, 

procedures, and regulations which are intentionally established (Hoy & Di Paola, 2008; 

Hoy & Miskel, 2008). 

In 2002, Hoy explored enabling and mindful features of structures in schools. 

Concerning bureaucracy, he documented negative and positive traits. Enabling 

formalization helps find solutions to problems. Rules and procedures are flexible 

guidelines reflecting best practices. Contrarily, coercive structures are those which 

obstruct communication, innovative practices, and change. Enabling structures viewing 

difficulties as opportunities, worth differences, learn from mistakes, nurture trust, and 

expect the unexpected. Such structures assist problem-solving, facilitate cooperation, 

inspire innovation, and flexible. 

Enabling and Coercive Structures 

Formalization and centralization are the foundation of organizational structure. 

Enabling bureaucracy is a structure framed by enabling formalization and enabling 
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centralization. Rules and regulations are helpful which leads to problem-solving rather 

than rigid, coercive activities that demand conformity. Supplementing enabling rules and 

regulations is a hierarchical structure that helps instead of hinders subordinates in their 

quest to do the work. These two sorts of bureaucratic features give an integrated and 

effective structure (Hoy & Sweetland, 2000). 

Hoy and Sweetland (2001) regarded formalization and centralization on a 

continuum ranging from a hierarchy of authority that is hindering to enabling. Coercive 

formalization powers obedience to rules, regulations, and procedures. It results in 

estrangement, doubt, and one-sided communication that is top-down. Enabling 

formalization cultivates flexibility to promote trust with lateral communication that is 

two-way. Coercive centralization aggregates authority at the top to control disciplined 

compliance, which results in alienation. Enabling centralization structures authority in a 

supportive, flexible, and cooperative manner. The results of this study propose an 

association between enabling structure and viability. It is important to note that the 

attributes of this relationship are like the characteristics of organizational mindfulness. In 

an ESS, formalization refers to an arrangement of rules, procedures, and regulations 

which facilitate the process of problem-solving. Rules and regulations are flexible guides 

to help solve problems. Hoy and Miskel (2001) clarified the features of enabling 

formalization as two-way communication, problems as learning opportunities, mutual 

solution, supports differences, receptiveness, delight in the unexpected, and ease in 

correcting mistakes (Hoy & Sweetland, 2001). 

Implications of Structures (Enabling and Coercive) 

As per Hoy (2002), the backbones of the school structure are: 

1. Formalization 

It consists of written rules, regulations, procedures, and policies. 
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2. Centralization 

It is the center of control for decision making.  

Both may go from coercive to enabling. Coercive formalization brings about the 

estrangement of commitment while enabling formalization elevates collaboration and 

trust to facilitate problem-solving. Coercive formalization forces control and outcomes in 

discontentment, alienation, and resentment. On the other hand, enabling formalization 

endorses flexibility, teamwork, and cooperation. Enabling structure helps rather than 

hinder the teaching and learning process of the school. Innate in the enabling structure is 

an atmosphere of conviction and obligation. Mindful behaviors in an organization 

characterize flexibility, collaboration, and trust (Hoy, 2001; Weick & Sutcliffe, 2001). 

Research on Enabling School Structures 

Researchers tried to categorized structures to determine their effectiveness. 

According to Hoy and Sweetland (2001), structures reflect positive and negative 

consequences. Enabling bureaucracy was perceived to be associated with faculty trust 

however contrarily associated with the feeling of powerlessness, degree of role conflict, 

and dependency of teachers on bosses. Sinden et al. (2004) built up the description of 

what those enabling and hindering structures are. They described the differences between 

coercive and enabling formalization and between coercive and enabling centralization. 

Many research studies used enabling and hindering structures as a framework to 

investigate their relationship to different variables. They explored such factors like 

academic optimism (Anderson, 2012; Messick, 2012; Rhoads, 2009), professional 

learning communities (Gray, 2011; Tylus, 2009), organizational citizenship (Messick, 

2012), mindfulness (Watts, 2009), school effectiveness, and organizational climate 

(Mayerson, 2010).  
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A preliminary research conducted at Ohio State University in 2001 by Hoy and 

Sweetland revealed the structure to be enabling. According to them, school bureaucracy 

may vary along the continuum from enabling to hindering. In their study, it was 

concluded that hierarchy and rules support teachers instead of increasing the authority of 

the head. Besides, trust seemed to encourage a climate where enabling bureaucracy could 

work adequately. 

In 2002, Hoy presented another study on enabling structures expanding earlier 

work. The idea of ESS and mindfulness organizations was incorporated to recommend 

valuable applications for practice. Mindfulness is labeled as the reflective practice, not the 

reactive one to respond to situations. Mindlessness is doing things similarly with no 

thought of the conditions. Results recommend that mindfulness was encouraged by 

enabling structures. 

In 2004, Sinden et al. executed an analysis of enabling structures. They described 

formalization and centralization as features of ESS. Researchers welcomed schools to join 

in interviews. The following themes emerged: 

a. Rules, regulations, and procedures reported being flexible. 

b. Authorities were reachable. 

c. Decision-making was joint. 

d. Leadership practices were open and supportive. 

e. Teachers‟ behavior was compassionate and trusting. 

In 2009, research of Watts researched to explore the relationship among ESS, 

mindfulness, and teacher empowerment. Eleven hundred teachers from 23 schools 

participated in the survey to measure mindfulness, enabling structures, and teacher 

empowerment. Enabling structures and mindfulness were found to be associated. In 2009, 

Rhoads studied the relationship between enabling structures and collective efficacy. Two 
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hundred sixty teachers from 15 schools participated in the research. Findings indicated a 

relationship between collective efficacy and ESS.  

Mindfulness and Enabling School Structure 

Flexibility, cooperation, and trust are the common features of mindfulness and 

ESS. Hence these are related to each. Both work together for problem solving and 

collaboration. Mindfulness features a preoccupation with failure. Success can be a 

problem in enabling an organization because it breeds the germs of its obliteration. 

Mindfulness and ESS emphasize learning from errors. Mindfulness may be promoted by 

rewarding for questioning, admitting mistakes, to be open and flexible with each other. 

Teachers need to have a sense of security to raise the question on rules, regulations, 

policies, and procedures with the head teacher as well as each other. Organizations that 

are enabling might not be mindful.  

Structures that are enabling might be mindless as they encourage inappropriate 

behaviors and practices. Mindfulness may be the remedy for amending inappropriate 

goals, and behaviors. Mindfulness makes every effort to monitor the activities even the 

minute details and deviations. It inspires questions and openness.  In mindful structures, 

inapt goals are targeted are identified to change. Structures can enable inappropriate 

things, but mindful structures continuously check their functioning for self-correction for 

errant ways (Hoy, 2003). 

Centralization in ESS is the hierarchical authority that helps rather than hinders. In 

ESS, leaders, as well as teachers work in a cooperative way while holding their particular 

jobs. ESS enables teachers to make decisions unafraid of reprisal from the head. This 

suggests behavioral conduct that depicts as mindful. ESS has a significant impact on 

school organizations. The repercussion for school administrators is to endeavor and 
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implement ESS. The structure does not require being oppressive or authoritarian. They 

can be facilitating and encouraging (Hoy & Sweetland, 2001; Weick & Sutcliffe, 2001). 

ESS nurtures openness, flexibility, and cooperation to tackle problems. Coercive 

structure cultivates rigidity (Hoy & Sweetland, 2000). Mindfulness is portrayed by 

adaptability and flexibility (Hoy et al., 2006; Weick & Sutcliffe, 2001). Researchers pose 

that the subtleties of ESS are characterized by mindful conduct. Many researchers suggest 

a link between ESS and mindfulness (Hoy & Sweetland, 2000; Hoy & Miskel, 2001; 

Sinden et al., 2004). Some other researchers are also of the same view (Bryk & 

Schneider, 2002; Sweetland, 2001; Hoy, 2002). 

Enabling School Structure and Academic Optimism 

 Academic optimism (AO) assumes an essential role in the development of 

positive school conditions that cultivates collective efficacy. AO emphasizes high 

potentials and in turn endeavors for academic success. Teachers trust parents and students 

in such a situation. It eventually stimulates cooperative relationships among workers. 

Research is evident that AO exerts a positive impact on students‟ achievement (Hoy et al., 

2006; Mc Guigan & Hoy, 2006).  

Academic optimism might be applied in various circumstances for which research 

is apparent (Bevel, 2010; Fahy et al., 2010; Smith, 2009). Literature focuses on the 

inclination that AO is formed by rules and procedures designed and actualized to 

encourage teachers‟ success which is called enabling structures. They may be called the 

policies which allow the teachers to perform their job in a better way. Teachers view ESS 

structures as supportive which promotes cooperation and collaboration (Rhoads, 2009).     

Positive Psychology 

Psychology as the science has been more effective on the negative side than on the 

positive side. Maslow noticed that psychology is profoundly rooted in the gloomier side 
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of dysfunctional behavior and to a great extent ignored the study of human qualities. 

According to Seligman and Csikszentmihalyi (2000), it was before the Second World 

War that psychology was tangled relieving emotional problems, helping individuals lead 

more fruitful lives, and developing talent. Post-war psychology turned out to a great 

extent devoted to healing. Psychology as a discipline was based on the disease model 

(Seligman, 2002). 

This worldwide view was introduced by Seligman in 1998 while addressing the 

American Psychological Association. Seligman pointed out to recall the mission of 

psychology which was generally overlooked. It was to build human assets and intellect. 

Research and philosophy have a history dating back to the Greek era in this regard 

(Linley & Joseph, 2004). Positive psychology progresses toward understanding human 

functioning. These features of positive psychology include features like well-being, 

optimism, satisfaction, and happiness. It attempts to apprehend how the qualities fund 

toward prime functioning in human beings (Seligman & Csikszentmihalyi, 2000).  

This psychology is a wide parasol concerning the scientific comprehension and 

promotion of what causes life goes thriving. In this perspective, mindfulness has been 

investigated as an aspect that optimizes human working. Mindfulness is compatible with 

theory and practice in positive psychology. It can impact the outcomes which lead to 

human functioning as well as well-being (Huppert & Johnson, 2010).  

Mindfulness 

Mindfulness is referred to as a frame of mind where persons keep up constant 

consideration of minute details. It is the improvement of desires dependent on the 

documentation of innovative traits of situations that can mend farsightedness and work. 

The more mindful we are as people, the more selections we have and the less receptive 

we are converted. Mindfulness refers to a flexible state of mind. In such a state of mind 
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people effectively engage in the present. They notice novel things. They are sensitive to 

multiple contexts. Rules, regulations, and procedures escort the behavior as oppose to 

prearrange it. At the point, where individuals are mindless, their conduct is routine bound. 

They find themselves stuck to only a rigid standpoint (Hoy, 2002; Langer, 2000). 

Mindfulness originated from Buddhist psychology. It brought about general teachings to 

develop mindfulness. Classical mindfulness depends on Buddhist teachings (Gause & 

Coholic, 2010; Rapgay & Bystrisky, 2009). 

Mindfulness is dynamic engagement and non-reactiveness which focuses attention 

on enduring abrupt experiences in relieving misery and growing contentment. Langer 

developed the concept (Compton & Hoffman, 2012; Sternberg, 2000). He is of the view 

that it is a flexible psychological condition featuring openness. It implies transparency, 

interest, and consciousness of different perspectives and necessitates that a person has the 

potential to shift perceptions relying on the situation (Brown et al., 2007). 

Three components are seemed to be involved in the process of mindfulness:  

Attitude. It alludes to a specific mode of seeing people and situations, which 

incorporates non-judgment, acknowledgment, trust, tolerance, curiosity, and graciousness.  

Attention. It alludes to focus and sustained attention during the present 

involvement, and being able to switch attention from one stimulus to the other.  

Intention. It is referred to as deliberateness an individual has when coordinating, 

supporting, or switching consideration (Burke, 2010; Shapiro et al., 2015). 

Definition of Mindfulness  

It is an act of two simple words „pay attention‟. When we focus attention on the 

majority of senses, we are present in the present moment. In this state, the minds are not 

ruminating about the past or stressing over what is to come. Modern psychology 
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characterizes mindfulness as pointing attention to the present experience. The advantages 

of mindfulness start internally with an individual making emotional, physical, and mental 

amicability. When an individual has this passionate and physical equalization, they are 

less influenced by changes in external conditions like stress, anger, and anxiety. 

According to Langer and Moldoveanu (2000), mindfulness is a flexible state of 

mind whereby employees actively engage in the present moment. They are sensitive to 

the contexts and notice new things. 

According to Brown and Ryan (2003), it is a state of being attentive and aware of 

what is happening in the present.  

According to Beard (2014), mindfulness allows operate in the present moment. 

Mindfulness focuses on solutions to problems at the individual as well as organizational 

level.   

According to Bishop et al. (2004), mindfulness has two basic components: 

Self-regulation of attention. It involves the ability to observe constantly changing 

thoughts, feelings, and sensations in each moment. It gives awareness based on the direct 

experience of these processes.  

Orientation to experience. It refers to a non-judgmental and inquisitive frame of 

mind to one‟s present moment experience, and a stance of acknowledgment. It is 

receptiveness to whatever emerges in every minute. 

Historical Roots of Mindfulness 

According to Brown et al., (2007), mindfulness was devised from Buddhist 

Abhidhammattha-Sangaha. It is likewise broadly portrayed in Buddhist psychology.  It is 

not a trademark being not drifting ceaselessly and a nonappearance of the disarray of the 

present moment. It is responsive consideration regarding attention to exhibit present 
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occasions and experience. Some fundamental attributes of mindfulness have been devised 

from the literature (Hulsheger et al., 2015): 

a. Clarity of attentiveness.  

b. Non- discriminatory responsiveness.  

c. Realistic attitude toward reality.  

d. The suppleness of consciousness.  

e. Present-oriented awareness.  

f. Progression of attention and awareness. 

 

Mindfulness is by and large followed by eastern religions practice of 

nonjudgmentally allowing thoughts and sentiments. Along with incorporating the 

elements of yoga with religious mediation, mindfulness aspects were applied to human 

endeavors for many years.  Mindfulness has its roots in eastern religions, been found 

valuable by other religions as well as Islam, Buddhism, Christianity, and Hinduism 

(Aitken, 2013; Trousselard et al., 2014). Jon Kabat-Zinn was the one who introduced 

Mindfulness to Western culture. He was a professor at the University of Massachusetts. 

He introduced the philosophy of Buddhism. He was affected by the writings of a 

Buddhist monk.  

He started utilizing mindfulness with chronic pain sufferers. He established the 

Mindfulness-Based Stress Reduction Clinic in 1979. In 1995, he founded the Center for 

Mindfulness in Medicine, Health Care, and Society. He adapted Buddhist teachings on 

mindfulness for stress reduction programs (Shea, 2016; Zenner et al., 2014). He coined 

the term „mindfulness‟. He studied Buddhism and yoga. It led to the development of his 

theory regarding mindfulness. With mindfulness, he helped people deal with stress. His 
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findings lead to mindfulness centers established in hospitals, and then in schools (Kabat-

Zinn, 2003).  

Mindfulness and Schools 

Mindfulness consolidates improvement of being responsive to the moment, 

monitoring feelings, sensations, sympathy, being aware and staying alert which can open 

happiness. While practicing mindfulness, teachers as well as schools enjoy rewards like 

diminished stress and burnout (Jennings & Brush, 2013). The research proposes that 

teaching is the most distressing profession where stress affects their health, well-being, 

and prosperity, causing a lack of commitment, job dissatisfaction, and reduced 

performance.  

According to Greenberg et al., (2016) sources of teachers‟ stress are:  

a. Organizations lacking strong leadership, a healthy and supportive environment.  

b. Job demands, students‟ behavioral issues, and troublesome parents.  

c. Work assets confining teachers‟ sense of autonomy and decision-making power. 

d. Teachers‟ societal and passionate competence to manage stress. 

Mindfulness looks for ways to promote positive performance and behavior. It can 

improve emotional regulation and intellectual performance. Research has discovered a 

positive association between mindfulness and its outcome (Bellinger et al., 2015; 

Ramsburg & Youmans, 2014). 

Mindfulness and Teachers 

Mindfulness gives teachers a tool to manage their stress. It can positively affect 

themselves, their classrooms, and the students alike. It can improve teachers‟ capacity to 

direct their feelings. Teachers ensure student learning. Mindfulness can help teachers to 

deal with their problems. It teaches educators to think about themselves and figure out 
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how to adjust the emotional demands of working with students and their learning 

(Burrows, 2011; Meiklejohn et al., 2012). 

The mindfulness development program testified a decline in stress and an 

expansion in emotional control. Teachers who demand to regulate their emotions can get 

assistance from mindfulness. Mindfulness empowers teachers to well equip to take on all 

the stressors supplementary with the everyday life of the school. At the point when 

teachers can care more for themselves, they can improve their well-being and have 

constructively influenced the students. With mindfulness practice, teachers can improve 

their strength, their power over their feelings, and construct the community favorable for 

learning in the schools and classrooms (Burrows, 2011; Jennings, 2011). 

Mindfulness and Leadership 

     In 2003, Gage devised suggestions for mindful school leadership: 

Be adaptable (preoccupation with failure). Teachers might realize how to fine-

tune in the classroom and the school. When something is not working, proceed onward.  

Try new things (reluctance to simplify and commitment to resilience). Novelty 

encourages awareness and engagement, and these support resilience.  

Grasp everything (reluctance to simplify). Mindful leadership negotiates 

dissimilarities among teachers without abolishing the multiplicity of beliefs.  

Tune into diverse opinions (reluctance to simplify). Everybody may have diverse 

insight. Leaders note extraordinary increases in commitment when they give freedom and 

listen to the teachers as well as students.  

Know each other (sensitivity to operations). Open communication and 

information sharing and transparency enabling teaching and learning. It builds trust 

among teachers.  
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The Half meeting, half fun (commitment to resilience). School is a difficult 

operation. Sustain positive energy to muddle through the bad days. Get the work done, 

but not without breaks and celebrations, be they ever so small.  

Have faith in group wisdom (deference to expertise). Regard everybody in the 

school sphere for their specialized capacities. Search out the accurate people for problem-

solving instead of rank or title. 

Mindfulness and Education 

Teaching is regarded as a demanding profession. Teachers can easily become 

astounded by daily intrusions on their insight, vitality, and self-control. Their emotional 

condition is diffused to students. Students are seen as reflections of the teachers. 

Mindfulness can be useful in tackling crucial classroom situations in a nonreactive way, 

involving social exchanges and self-regulation which is necessary for positive results. 

Mindfulness develops behaviors that add to steady classroom climates. In turn, it 

promotes student learning (Jennings & Greenberg, 2009; Srinivasan, 2014). Building up a 

classroom environment that encourages positive results in the learning environment starts 

deliberately. Familiarity with what is going can be a useful tool to promote well-being. 

Mindfulness gives an approach to diminish stress. It enhances gratification and happiness 

by strengthening the inward calm and competency (Rotne & Rotne, 2013). 

Features of Mindfulness 

1. Clearness of Awareness 

Mindfulness is concerned with a reasonable attention to internal and external 

surroundings, as well as feelings, emotions, and actions. Therefore, it has been termed 

bare attention which reveals what is happening or has happened.  
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2. Flexibility of Awareness  

Mindfulness structures flexibility. Like a zoom focal point, it can move from a 

specific perspective to a larger perspective of what is taking. Put in an unexpected way, 

one might be mindfully aware of all that is currently noticeable. Likewise one can be 

mindful of something specific (Cullen, 2006). 

3. Realistic Standpoint toward Reality 

Mindful is the condition of being integrally practical. It looks for ownership of the 

objective facts based on accurate knowledge of the phenomenon. This stance energizes a 

deferment of the decision until a careful assessment of realities has been made. 

Mindfulness has been described as active involvement in the continuous process of living 

(Gunaratana, 2002; Marcel, 2003). 

4. Realization of Present Moment 

The mind travels into memories of the past or future, away from the present. It is 

forgotten that we exist in the present moment, with no experience of the past or future. 

When realization lodges in thoughts of the past, present, and future, the current reality is 

frequently overlooked or partly experienced (Sheldon & Vansteenkiste, 2005). 

5. Stability of Attention and Awareness 

It wipes out thoughts, and related feelings to be blindly attached to bare realities. 

It encourages the acknowledgment of being caught up in thoughts or emotions established 

in past involvement or estimated future. Rather it returns to what is currently taking place. 

Mindfulness is observing what is in the present. Continuousness of mindfulness serves to 

ensure that attention can move from slight attention to a wide scene without interruption 

of collectedness (Smith & Novak, 2004). 
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Individual Mindfulness 

Weick and Sutcliffe (2001) distinguished both individual and collective properties 

of mindfulness. The capacity of individuals and organizations to accomplish steadfast 

performance relies upon how to think, how to observe the world around, and whether they 

can transform their view to reflect the situation at hand. According to Ndubisi (2012), 

organizational mindfulness rests on individual mindfulness. 

  It has been seen from two perspectives; western and eastern. The western 

perspective includes the improvement and refinement of methods and procedures. The 

eastern perspective includes an elevated feeling of attention to current activities. 

Mindfulness diminishes threats and improves interpersonal viability, emotional wellness, 

and behavioral adjustments. Mindfulness is based on the state of attention as well as 

awareness. Awareness is the ability to perceive and feel events, objects, thoughts, and 

emotions. Attention is the action whereby one focuses awareness on unacquainted 

circumstances (Djikic, 2014; Langer, 2014; McWilliams, 2015). 

  Djikic (2014) identified Eastern and Western approaches to mindfulness. 

According to the eastern approach, problems are tackled internally based upon the 

personal state of mind. While according to the western approach, unexpected events are 

explained through the actions of individuals where will power helps practically as well as 

emotionally. According to Langer (2014), individual mindfulness has three segments i.e. 

develop novel categories, awareness of multiple perspectives, and responding to new 

information. Its advantages include improved attention, augmented originality, and the 

need to benefit from available prospects. Mindful individuals are inspired and walk 

around the diversity of perceptions, make exact distinctions about occurrences in the 

surroundings, adjust in the situations (Fiol & O‟Connor, 2003; Sternberg, 2000).  

Gartner (2013) conceptualized mindfulness as: 
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  Personality trait. Mindfulness is a characteristic which individuals possess. Some 

inherently exhibit higher mindfulness than others.  

Psychological state. Mindfulness is a state of awareness. People focus attention 

on what is happening to precisely reflect on reality. 

Work Place Benefits of Mindfulness 

 Mindfulness enables peoples to communicate openly and resolve clashes without 

adverse implications.  There are two elements where mindfulness affects the workplace 

that is leadership and collaboration (Hulsheger et al., 2015; Quaglia, et al. 2015). Roche 

et al., (2004) explored the effect of mindfulness on the well-being of leaders. Researchers 

are evident that mindful employees produce high-level performance. Evidence 

recommends that mindfulness brings about performance in a variety of ways like 

improved and constant performance, maintained during surprising challenges. It also 

increases overall workplace motivation (Good et al., 2016; Krishna & Robin, 2015). 

Organizational Mindfulness 

It is referred to as the mutual involvement of mindfulness amongst individuals to 

assist the organization and its employees to forecast the results and actuality. It is how 

much an organization accumulates information about the issues as well as the capacity to 

respond properly. It is an impetus for coordinated effort inside organizations and to 

accomplish the mission and goals (Bayraktar & Ndubisi, 2014; Malhora et al., 2012; 

Weick & Sutcliffe, 2015). It is referred to as a flexible perspective wherein employees are 

vigorously engaged in the present. They perceive novelty and are sensitive to multiple 

perspectives. Here rules and regulations guide the behavior. In a state of mindfulness, 

rules and goals, guide. Mindful individuals observe problems before they become severe. 

They observe early signs of change as opportunities. Mindfulness entails flexibility, 
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attentiveness, openness. It is the capacity to suspend where needed (Hoy et al., 2006; 

Langer & Moldoveanu, 2000).  

  In 2015, Weick and Sutcliffe established the concept of organizational 

mindfulness with collective practices of mindfulness. Mindfulness elucidates 

organizational performance demanding trustworthiness and consistency. It is the 

understanding with the increase in mindfulness, mistakes reduce. It is needed in the daily 

activities accomplished by leaders to remain active and worthwhile elements for the 

learning of students. The mindful behavior of individuals and organizations is to practice 

mindfully. It probes for unobtrusive deviations causing concerns (Hoy et al., 2006). 

Mindful is being alert, attentive, connecting, and building relations. It is exhibited by 

constant analysis of opportunities; constant improvement of information is gathered. 

Organizational mindfulness is keeping up the ability to design novel prospects that make 

sense of extraordinary happenings at the same time recognizing perspective to improve 

functioning (Weick & Sutcliffe, 2007). 

Elements of Organizational Mindfulness 

  According to Hoy et al., (2004), the process of organizational mindfulness 

includes: 

1. Preoccupation with Failure   

It is an apprehension that something may turn out to be wrong. It may lead 

planners to foresee and get ready. They need to exclude a lack of concern, egotism, and 

idleness from the processes. Success can prompt arrogance and doing things routinely. 

Organizations attempt to conceal mistakes in the attempt that problems are not visible. 

Concentrating on success can breed a lack of concern, egotism, and idleness (Weick & 

Sutcliffe, 2015). 
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A school that is engrossed with failure finds consistent scrutiny of tasks. For this 

purpose, a leader should communicate expectations; make consciousness of weakness; 

effectively track down depraved news; explain what establishes decent news; amalgamate 

clarifications and perceive that a close to miss is a disappointment. Mindful schools 

perceive little concern before it turns into an enormous issue and openly tackles the issue. 

To develop mindfulness, individuals and organizations need circumstances where they 

are not fearful of committing errors and do not hesitate (Hoy et al., 2006). 

2. Reluctance to Simplify 

  Oversimplification of issues makes more issues. Simple desires lead to simple 

straightforward reasoning and miss what is fundamental. Relentless connections diminish 

simplification and in turn, increase mindfulness. A less simple organization perceives 

extra. According to Weick and Sutcliffe (2001), it is an essential objective of the 

organizations to provide information and make it available. In school, it is needed to 

undertake manifold perspectives to understand complex situations by teachers and 

administrators. They ought to take the required time to understand the situation before 

acting upon it (Weick & Sutcliffe, 2015).  

  In mindful schools, both head teacher and leader position to see as much as 

possible. They attempt to accommodate various elucidations without destroying the 

shades of variety and complexity. In this sort of organization, there is a reluctance to 

simplify interpretations and an eagerness to support interaction among individuals with 

varied clarifications. This variety empowers individuals to see various things when they 

see a similar event. The decision-making process generally involves the principal and the 

administration in the schools. Involving students, parents, leaders, and teachers in the 

decision-making is referred to as reluctance to simplify. It would develop a diversity of 

opinions. It also encourages the ability to question. Oversimplification of problems 



39 
 

creates more problems. Simple thinking is led by simple expectations that can miss vital 

things in organizations (Hoy et al., 2006; Weick & Sutcliffe, 2001).  

3. Sensitivity to Operations 

It involves concentration, vigilance, and action that unfolds in real-time. It enables 

real-time information. Mistakes are seen as opportunities for learning rather than 

reprimanding or ignoring. Mindfulness is sensitive to teaching and learning. Frequent 

assessing teaching and learning prevents latent failures in the system from creating larger 

and serious problems. Effective performance is maintained by sensitivity to operations or 

situational awareness. Sensitivity to operations fosters credibility and trust required to 

synchronize and manage multifaceted tasks (Hoy, 2002; Weick & Sutcliffe, 2007). 

 The organization focuses on concerns in situations instead of strategies. Most 

organizations focus on failures only when they had occurred. It is situational awareness 

that making continuous adjustments. Thus it can prevent mistakes from escalating. School 

leadership should communicate effectively to teachers. They should make themselves 

available to assist in schools. Problems are identified timely when they are given timely. 

It helps to take necessary action before such problems escalate too large to handle (Weick 

& Sutcliffe, 2001). 

4. Commitment to Resilience 

It refers to the capacity to distinguish, sustain, and bounce back from expected 

mistakes. It is essential to be more mindful of the mistakes that have occurred. In this 

way, mistakes are corrected before they cause candid damage. Mistakes are unavoidable; 

in this way, administrators should be worried about the cure and not simply to anticipate. 

Unwritten procedures would anticipate developments that might materialize in any area. 

Resilience thinks and acts to solve problems at the same time. Investment is made in a 
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resilient organization that is needed to overcome hurdles. Resources are utilized to deal 

with unexpected events (Weick & Sutcliffe, 2001). 

  Mindfulness is referred to as be resilient to mistakes and rectify before they 

deteriorate and cause further serious damage. Schools that are mindful include the 

leadership possessing the skill to manage change and disruptions quite easily. The 

objective behind is to deal with sudden circumstances like the circumstances confronted 

by the individuals ever confronted (Weick & Sutcliffe, 2015).  

  Mindful organizations do not allow instability to deaden; instead, rather they 

distinguish, contain, and bounce back from mistakes. An example in school context 

regarding commitment to resilience is the decision-making made by the leadership which 

appears fascinating on paper but in reality, it may cause some problems. It always seems 

okay to dump the worthwhile idea and step back to the old way of doing whatever is 

modified (Hoy, 2003; Ray et al., 2011). 

5. Deference to Expertise 

  It puts the responsibility for decision-making on those with expertise and abilities 

instead of rank or authority because proficiency and capability are much important than 

rank and authority. The process of decisions should be made swiftly, rapidly, and 

precisely. Members of lower-level staff might be held empowered and accountable for 

decision making. It is believed in mindful organizations that enabling hierarchical 

constraints more flexible might generate solutions to probable problems. Mindful schools 

avoid inflexible organizational practices. Rigid structures are rules and procedures. 

Instead, they are fluid decision making systems that defer to expertise and not to status or 

rank. Enabling structures to take place of rigid structures which in turn promote flexible 

decision-making (Hoy, 2002; Ray et al., 2011). An example of deference to expertise is to 

find those employees, even if belonging to the lowest-paid cadre and allow them to 
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participate in the process of decision making. Flexible hierarchical constraints in mindful 

organizations are believed to generate solutions to potential problems (Ray et al., 2011). 

Organizational Mindful in Education 

  Mindful leadership is essential to develop a mindful organization. Schools that 

practice mindfulness develop the ability to antedate surprise among the staff. In case of 

unexpected things, the schools remain resilient, show diligence, and skilled proficiency. 

Some suggestions are put by Hoy (2001) in educator terms: 

Cultivate humility. It is necessary to be known about the snares of short-term 

success. School leadership needs strong skepticism regarding their achievements. 

Leadership further needs to be concerned about their possible disaster. 

 Welcome, a bad day. When things turn a bad, the leader brings out details and 

thus learns how things work.  

Speak up. Leader perceives matters more clearly; it cannot be expected that 

employees perceive things in the same manner.  

Beware of good news. In a situation, if there exists bad news, the leader should 

listen. When leaders do not hear such bad news, the employees may hide.  

Develop skepticism in teachers. Sometimes when information meets with distrust, 

employees may affirm to endorse the information.  

Embrace a soft vigilance. The state of mindfulness is believed to be softly 

vigilant that focuses. However, hyper vigilance is a state of mindlessness. Soft vigilance 

focuses on attention. It maintains a state of mind where there are openness and novelty to 

new information (Hoy, 2003; Weick & Sutcliffe, 2001). 

Foundations of Mindfulness 

Four foundations of mindfulness make the practice clear (Weiss, 2004). 
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1. Mindfulness in the Body 

There are two formats when practicing mindfulness; one is commonly referred to 

as „open‟ and the other „closed‟. The open practice is simply sitting with what is, in the 

present moment, usually observing one‟s breath go in-out, or watching the abdomen rise-

fall. Often the body and mind are disconnected; mindfulness in the body unites them by 

bringing our attention and awareness back to the body. When thoughts take us someplace 

else, mindfulness in the body is a practice of simply coming to our senses.  The second 

kind is to consider certain experiences more closely. Mindfulness in the body from a 

“closed” approach explores this practice by bringing our attention to different areas of the 

body. Some may mistake this closed approach for other exercises like a body scan, where 

one scans the body for a problem and uses breathing techniques to release tension in that 

area of the body. 

2. Mindfulness in Feelings 

When practicing mindfulness in feelings, one approach is to acknowledge 

“liking,” “disliking,” or “neutral” feelings about something that enters the mind. One can 

begin practicing mindfulness in feelings by being aware of either the rising-falling of the 

abdomen or the in-out of the breath. Then as sensations in the body become more 

noticeable, give them full attention. Become mindful of each feeling you are 

experiencing, which might include joy, anger, hope, and grief. In the modern world, 

sometimes an unwanted feeling is described as “boredom.” But it might more accurately 

fall under irritation, restlessness, sadness, or anxiety. The Buddha identified feelings as 

one of the four areas in which it is helpful to establish habits of mindfulness. Being aware 

of what we are feeling when we are feeling it is the first step to cultivating mindfulness of 

feelings. Often it is felt that cause more suffering than actual physical pain. 
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3. Mindfulness of Emotions 

We as whole encounter sentiments consistently throughout the day. They start 

with a trivial nudge increasingly in strength and then decline. This is a lot like the wave in 

the surf on the seashore. They start gradually seaward, form as they come into shore, and 

afterward gradually recede just to be substituted by new waves in an endless cycle. 

4. Mindfulness in Thinking 

Mindfulness of thinking, thoughts, and imagination is concerned with “internal 

conversations”. Many thoughts are distractions. Before one can begin to gain control over 

distracting thoughts, one approach is to first become aware of them. A key skill in 

mindfulness is to see opinions, acknowledge them, and then sack them without appealing 

to them (Levey & Levey, 2006). 

Mindfulness and Mindlessness 

Langer (1989) narrated a mindless story.  

“One day a woman was to cook a roast. Before putting the roast in the pot, 

she cut off a small slice. When asked why she did this, she paused, 

became a little embarrassed, and said she did it because her mother had 

always done the same thing when she cooked a roast. With her curiosity 

aroused, she telephoned her mother to ask why she always cut off a little 

slice before cooking her roast. Her mother‟s answer was because that‟s the 

way my mother did it. Finally, in need of a more helpful answer, she asked 

her grandmother why she always cut off a little slice before cooking the 

roast. Without hesitating, her grandmother replied that because that was 

the only way it would fit in my pot.”  

This narration shows mindlessness by showing that daily experience is not 

observed minutely studied until someone enters or finds a probabilistic scenario. 
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Sometimes when teachers and leaders stick to rules, regulations or agree to senseless 

orders, they are practicing mindless. Mindlessness is frequently observed in test planning, 

preparation, discipline activities, and staff room activities in the school setting.   

Mindfulness is the result of innovative distinctions, inspecting information from 

novel perspectives, and to be sensitive to multiple contexts. It is a state of mind that is 

open, artistic, and probabilistic. Here, individuals may lead to finding the difference 

among things. Mindless individuals are committed to a determined application of the 

information. However, many solutions were not explored. Such people respond close 

mindedly to the single perspectives when facing new dilemmas. People follow routine 

rules to fix problems and in this way premature cognitive commitment occurs. Such 

people continue to do more in the same line because they believe that doing more will fix 

the problems if the routine does not work (Hoy et al., 2004).  

The continuous creation of categories is mindfulness, while mindlessness trusts 

the same old categories. Instead of current, the development of new categories requires 

interpretation and observation of novel categories. Here individuals question existing 

processes as correct. When mindfully new categories are made, attention is paid to the 

situation and its background. Mindfulness involves flexibility. People shun the trap of 

routine performance. They should be open to new a perspective which is the characteristic 

of mindfulness. Mindfulness gives control over the context subsequently helping to make 

unique and applicable perspectives. Many teachers are of the view that some teachers 

share their intentions and motives in the same manner but they have different meanings. 

Some teachers do not accept the novel approach to teaching. Those who do not adhere to 

new methods practice mindlessness (Hoy, 2003). 

Langer (1997) stated some myths that promote mindlessness:  

a. Essentials must be learned well first. 
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b. Emphasis on one thing at a time.  

c. Adjourning indulgence is imperative. 

d. Rote memorization is indispensable. 

e. Forgetting is problematic. 

f. Intelligence people know what is out. 

g. Right and wrong answers are there. 

Mindfulness entails openness, interest, and cognizance of manifold perspectives 

regarding task performance and behavior. It requires to ability to shift the perspective 

conditional to the context. It is characterized by over-reliance on perspectives. It draws 

distinctions from past the experience and ability to find alternative aspects of the 

situation. Mindless experiences behaviors and objects in fixed categories (Carson & 

Langer, 2006; Compton & Hoffman, 2012). 

Characteristics of Mindfulness 

In 2000, Langer expressed that mindfulness is the process of depicting innovative 

distinctions that can lead to various effects: 

Creation of new categories. It is the creation of novel classifications, the 

deliberate creation of new groupings by individuals, and sincere attention paid to a 

situation. In the workplace just as in an educational institution, the development of new 

categories, the exploration of different viewpoints, and the emphasis on process increase 

the potential of discovering new solutions. When the leader risks deviating from the 

routine ways of doing things, imaginative workers excel and contribute, making things 

improved with a more efficient result.  

Openness to new information. It is demonstrated when peoples vigorously attend 

to new circumstances. Mindful behavior expands the information base which is more 

effective. Openness is more than just fresh data that contains multiple points of view. 
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Awareness of more than one perspective. Looking from multiple perspectives 

maintains an open-minded attitude. Thus change becomes possible. 

Researches on Mindfulness 

Research on school mindfulness concerning faculty trust by Hoy et al. (2006) 

concluded that mindful schools cultivate open and naive partnerships between 

administrators and teachers. 

Hattie (2015) claimed in his argument that successful school leaders maintain a 

mind-frame that specifically impacts the success of students. The practice of school 

leaders acknowledging errors and creating an environment where teachers and their 

students will learn from their errors is an example that mimics mindfulness. 

A Study by Kearney et al. (2013) examined principal mindfulness in competitive 

elementary and high schools culminating in evidence demonstrating the awareness of a 

principal. The results of the study revealed that it is possible to educate mindfulness and 

increase knowledge, generating tremendous enormous opportunities for future 

educational leaders looking to better schools.  

Research performed by Langer (2009) specifically discussed the influence of 

mindfulness in fields concerning diverse dimensions of leadership, wellness, personal 

development, and sustainability of human life.  

Langer et al. (2012) claimed in their study that children who interacted with 

mindful parents were happier and felt more about them. Such children often had more 

positive feelings about the adults who were aware of that. Mindfulness needs to draw 

fresh and nuanced distinctions around them consciously, to note subtle idiosyncrasies, to 

be alert to individuality and to adjust with time. 

In her study Ivey (2012) tackled mindfulness as a program. Teachers and staff 

pursue mindfulness practices within themselves and with their students to support 
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principals. She explored unique mindfulness initiatives that are incorporated into 

classrooms. Ivy concluded mindfulness in classrooms as an unusual technique to use. 

Enabling School Structures, Mindfulness and Academic Optimism 

  From a series of expectations, an organizational culture emerges. These 

expectations help to hold the group together and create the properties found in 

mindfulness and AO. Mindfulness helps employees identifying possible problems and 

ways to deal with them. As the study evidence has demonstrated, to be good, the faculty 

might effectiveness, confidence and focus on academics. These are the components of 

academic optimism and as such will allow the community to work together to establish 

the mindful work structure. What optimism is all about is this coordinated endeavor. Both 

create the opportunity to be mindful of future obstacles while promoting optimism at the 

same time. To establish a successful hierarchy, the two work in tandem. Mindfulness is 

about the conscious inspection of unpredictable incidences that can occur anywhere at 

any moment and optimism helps those events to be dealt with successfully and jointly 

(Weick & Sutcliffe, 2001). 

  A framework for the implementation of mechanisms to deal with ongoing 

opportunities for vulnerabilities should be set to help address future issues. It is important 

to incorporate systematic support for identification and recovery. It works against 

oversimplification and generates commitment to resilience. Instead of depending 

exclusively on those staff that is in a position of power, mindful administrators turn to 

those who provide answers to issues. Not only can administrators defer to expertise but 

also cultivate a spirit of cooperation and respect for talent and skills. By deferring to 

expertise administrators educate self-efficacy and confidence are further strengthened. 

Such support structures strengthen the environment of learning and diversify teaching and 
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learning. Mindfulness does not inherently suggest consent or support rather it shows how 

acts are enhanced by focus and responsiveness (Spilane, 2006). 

In considering a relationship between mindfulness and enabling structure with 

school effectiveness, Hoy (2002) maintained that individuals within the school 

organization must be mindful so that the outcomes of the school organization, student 

learning, and achievement have positive consequences. He argued that school 

organizations are mindful when there is a resemblance between mindfulness and enabling 

school structures that are similar and complementary both entail trust, openness, 

flexibility, and collaboration. Hoy et al. (2004) examined the concepts of school 

mindfulness and enabling school structure. Results showed significant correlations 

between school mindfulness and the structure of the schools enabling them. From the 

literature, it is clear that there is a connection between mindfulness and ESS (Weick & 

Sutcliffe, 2001; Hoy, 2002; Hoy et al., 2004). 

Optimism and Positive Psychology 

The construct of AO depends upon positive psychology which primarily focuses 

on the individuals‟ actions and experiences in the aspects of well-being, hope, and 

happiness. Psychologists devote a great deal of time and effort to identify circumstances 

in which individuals are happy and effective and that they generally analyze the positive 

aspects of life. It is, therefore, possible to argue that positive psychology is primarily 

related to positive human beliefs, thoughts, and feelings that create a positive human 

experience (Beard et al., 2010; Kurz, 2006). 

Peterson (2000) is of the view that optimism besides cognitive function has also 

emotional meaning. Optimism is one of the two most widely researched concepts in 

positive psychology. Positive psychology explores and explains optimal environments. 

Positive psychologists identify situations where humans thrive and flourish by analyzing 
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positive emotions and traits. In positive psychology, optimism is a trait appearing to 

balance external events with a person‟s perception. People high in optimism tend to have 

better moods, to be more persevering and successful, and to experience better physical 

health. Optimism can be learned and enhanced. Learned optimism is a characteristic of a 

single individual in an organization. AO is the characteristic of the entire organization 

(Seligman, 2000).  

An optimistic classroom emphasizes the opportunities and possibilities, resilience, 

altruism, and trust. Optimistic teachers focus on the positive qualities of students, 

classrooms, schools, and communities. They improve the positive characteristics of their 

students, the environment, and surrounding areas. Their optimism adds emphasis to hope, 

responsibility, and generally positive disposition to life. Optimism in education speaks to 

the expectancy of positive results and the positive frame of mind that controls or puts a 

positive spin on the outcome (Rand, 2009; Smith & Hoy, 2007).  

Academic Optimism 

It is a collective collection of beliefs that demonstrate individual behavior in 

which hope is the overriding concept about the qualities and skills of schools. It bonds 

efficacy, trust, and emphasis on academics. Academic optimism is practiced by a school 

in which the faculty feels it could make a difference, that students could learn, and attain 

high academic success. To promote student development, AO helps to explain and 

nurture what is best in the classroom to facilitate student learning. It is based on the 

premise that educators, administrators, and students should all conquer obstacles, 

including socioeconomic status. A school that shows high AO has a faculty that believes 

students can make a difference, understand, and this will contribute to academic success 

(Hoy & Miskel, 2013). 
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Cognitive, affective, and behavioral components are included in the definition of 

AO. Efficacy, since it is a collective belief, is perceptual in essence. Trust is productive 

because it deals with feelings, especially the idea that someone else should be considered 

capable of conducting their part of the operation. In the school working environment, AO 

is the push for particular activities. Therefore, AO is in effect where the components act 

in union, and students‟ success becomes more than simple in test scores. Instead, the 

achievement is seen as part of each feature of the optimism built (Hoy et al., 2006). 

1. Collective Efficacy   

Individuals control through a system their feelings, opinions, motivations, and 

movements. This system enables them to do so. The social cognitive theory claims that 

behavior is not influenced by the dualism of internal or external factors; rather, a 

reciprocal relationship exists between cognition, behavior, and other personal factors and 

environmental conditions, impacting each other bi-directionally. Self-efficacy is a 

foundational component of social cognitive theory. It is defined as people‟s beliefs in 

their capabilities to mobilize the motivation, cognitive resources, and courses of action 

needed to exercise control over events in their lives (Wood & Bandura, 1989). 

In a school with a solid feeling of collective efficacy, teachers model for one 

another. In such schools, the standard is to share obligation, to mark commitments, and to 

learn from each other. The perception teachers hold of themselves and their coworkers‟ 

impacts their activities. It impacts individual perceptions and group standards which in 

turn impact actions. Quality teaching must be adopted in the culture of schools. Where 

collective efficacy survives, teachers may unveil the talent and accept the challenges to 

improve the achievement of students (Tschannen-Moran & Barr, 2004). Collective 

efficacy increases the likelihood that teachers will accept challenging goals and exert a 

strong organizational effort. The persistence that collective efficacy promotes may lead to 
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better performance. It influences the effort teachers to exert because the environment 

supports teachers to persist in the face of challenges. It produces a sense of mission and 

helpful in maintaining high standards (McGuigan & Hoy, 2006; Tschannen-Moran & 

Barr, 2004). 

2.   Faculty Trust 

  Trust in schools implies that staff is eager against one another based on the 

conviction that everybody in the organization is kind, consistent, capable, and open. In the 

presence of the feeling of trust in the organization, teachers feel supported, feel interested, 

and are convoluted in decision making. Trust is an essential segment because without it, 

teachers might not feel constrained to work all together to realize change, nor would there 

be the capacity to challenge prevailing structures were vital (Bryk & Schneider, 2002). 

School organizations having interpersonal trust are likely to actualize changes that might 

be credited to increase student achievement. Trust consists comprises of esteem, 

competency, respect for other people, and integrity (Lewin & Regine, 2000). 

Trust is formed when teachers share ideas. Trust is the result of mutual learning 

goals shared by teachers, parents, and students. Cooperation and trust influence students‟ 

attendance, learning, and experimentation of new practices. Trust helps to learn from each 

other about how to address the essentials of students. Trust among teachers, parents and 

students possibly enable mutual learning objectives to be made and accomplished, 

prompting improved students‟ success (Halverson, 2007; Hoy et al., 2006). Trust is one‟s 

willingness, dependent on the trust that the other is trustworthy, competent, and caring to 

be revealed to another. It might take even longer time to be vulnerable to trust. A leader in 

school endeavors for academic success. Trust is essential in educational organizations. It 

has been regarded as a state of mind or a relationship with compassion.  
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Trust is according to Tschannen-Moran:  

1. It is the glue that ties organizational members to each other.   

2. It is a lubricant that greases the mechanism of an organization. 

The expense of broken trust should be understood by administrators and students. 

They should utilize the knowledge to anticipate the maltreatment of authority and 

stimulate healthy relationships. For a school to be successful, restoring lost trust is 

crucial. In organizations with high trust, people are free to request assistance because they 

are not punished for incompetence here. Trust is primarily determined by the behavior. It 

is about a climate of frankness, collegiality, and legitimacy (Tcshannen-Moran, 2014).  

3. Academic Emphasis 

         It defines the collective conviction of a school that the core aim of the school is 

teaching and learning. It characterizes the degree to which the academic success of the 

students is driving a school. Schools with clear academic emphasis initiatives make good 

learning for students the core focus. In these schools, teachers demonstrate a sense of 

ability and the confidence that all students should achieve strong performance standards. 

The principal must express a strong belief in both words and behavior that all students 

will excel in establishing an environment in which teachers and their students appreciate 

hard work and academic achievement. Schools are considered safe with a high academic 

focus. Teachers enjoy each other, students value each other in safe schools and everyone 

is strongly inspired (Tschannen-Moran & Garies, 2015; Wagner & Dipaola, 2011). 

It demonstrates the willingness of students to learn and push for good academic 

behavior in classrooms (Hoy et al., 2006). Students are openly recognized and honored in 

all types of ways such as social media, traditional honorary assemblies, honor societies, 

board meetings, and other community events. It is important to academically successful 

peers. It is important to respect workers who work hard to fulfill high demands. 
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Academic emphasis is a systematic approach that promotes student achievement 

with the environment of the school influencing teachers‟ actions as well as students 

reinforcing the schools‟ upright shared values. Academic emphasis may likewise 

diminish the dropout rate by increasing the importance of academic achievement. It is 

essential in decreasing achievement gaps between students from diverse backgrounds 

(Adams & Forsyth, 2007; Bower et al., 2010). 

Research on Academic Optimism 

Hoy et al. (2006) focused on AO in relationship to academic achievement. 

Research on academic optimism has been replicated and a strong connection between 

academic optimism and student achievement appears to be shown (Bevel, 2010; Dean, 

2011; Reeves, 2010). Studies performed by Tschannen-Moran et al. (2013) found a clear 

association among collective efficacy, trust, and academic emphasis on students‟ 

achievement. Hoy et al. (2007) continued the work of Hoy et al. (2006) and focused their 

study on teachers‟ AO. Their study supported earlier research on AO. Smith and Hoy 

(2007) also conducted a study on the impact that AO had on student achievement. Their 

study revealed the relationship between AO and student achievement (Smith & Hoy, 

2007). The relationship between AO and distributed leadership was also found (Harris et 

al., 2008). 

Sims‟ (2011) stated that his study of mindfulness and AO was the first attempt to 

compare the two constructs. Gage (2003) investigated the idea of mindfulness and 

concluded his work exploring school mindfulness with a challenge to specifically analyze 

and refine school mindfulness directly in terms of how teachers might use the definition 

of mindfulness to strengthen practice. A qualitative research study by Ivey (2012) 

explored the possible utility of and application of mindfulness practices in education 
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suggested the two constructs, mindfulness, and optimism, required further studies to 

explain the effect of mindfulness on teachers and students. 

Many researchers (Fahy et al., 2010; Forsyth et al., 2011) were interested to 

investigate AO and conducted researches in this area. AO has been researched in a variety 

of contexts. Much of the research was done on AO focused on elementary school level 

(Adams & Forsyth, 2007; Beard et al., 2010; Kirby & DiPaola, 2010; Smith & Hoy, 

2007). Many other researchers explored AO at the elementary school level (Beard, 2008; 

Bevel, 2010; Mc Guigan & Hoy, 2005). However, researches also exist where AO was 

conducted at the secondary (the high) school level (Duffy-Friedman, 2007; Kirby & Di 

Paola, 2009). Hoy et al. (2006) also explored AO at high school level. 

Enabling School Structure and Academic Optimism 

Researchers explored the enabling structures that enhance AO in a school. 

Teachers in schools were surveyed. Results suggest that AO is an organizational 

characteristic that improves student achievement and that enabling structures support the 

enhancement of academic optimism. Enabling structures include teachers involved in 

problem-solving; teachers involved in the process to rules, regulations, and procedures 

and teachers working in a flexible environment that allows them to respond from their 

professional perspective to the needs of their students (Mc Guigan et al., 2006). 

According to research, schools with high measures of ESS similarly also had high 

measures of trust, fewer role conflicts, diminished feelings of powerlessness (Hoy & 

Sweetland, 2001), and augmented collaboration (Tschannen-Moran, 2001). According to 

Adams and Forsyth (2007), ESS is positively correlated with trust in parents as well as in 

the school. Researchers (Mitchell & Tarter, 2011; Tarter & Hoy, 2004) found ESS has a 

positive relationship with students‟ achievement and teachers‟ quality of work. 

Researchers (Mc Guigan et al., 2006; Mitchell et al., 2016) found that ESS set the stage 



55 
 

for the development of academic optimism and had an indirect effect on student 

achievement. Prior research has shown that ESS is predictive of AO. 

Research on Relationship between ESS and AO  

Mitchell and associates (2016) conducted a research study on 58 urban elementary 

schools in the USA. The research explored the effect of ESS on AO. The findings 

supported the importance of ESS in establishing the culture of AO. The findings 

confirmed the positive relationship between ESS and AO. Mitchell and Tarter (2016) 

tested the effect of ESS on AO in their research on elementary schools in the USA. Fifty-

four elementary schools were conveniently selected for the study. The study explored the 

positive relationship between the variables of the study. 

Wu et al. (2013) investigated the relationship between ESS and AO. They 

unveiled that a positive relationship exists between the variables of the study. 104 

elementary schools of Taiwan participated in this research. Messick (2012) researched in 

the USA to find out the relationship between ESS and AO. 589 teachers from 65 

elementary schools participated in this research. The research demonstrated a positive 

relationship between the variables. Results of regression confirmed the findings. 

Anderson (2012) examined the relationship between ESS and AO in the USA at 

the elementary school level. Findings indicated a positive relationship between the 

variables of research. Mc Guigan and Hoy (2006) conducted their research in the USA to 

explore the relationship between ESS and AO. Forty elementary schools were randomly 

selected for the study. A Positive relationship was disclosed among the variables in this 

research. 

Mindfulness and Academic Optimism  

Mindfulness popularized by Langer (2009) and AO explored by Hoy and his 

associates (Hoy et al., 2006) continues to gain positive momentum as both impact the 
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education sector individually and collectively. Mindfulness is the capacity to see any 

scenario from various viewpoints using an imaginative, open, and probabilistic frame of 

mind. Academic optimism shared collective confidence and strong academic attention 

culture. Academic optimism shared collective efficacy and the strong academic emphasis 

is established in an educational environment with the conscious combination of collective 

efficacy, shared collective trust, and strong academic emphasis with the intentional 

combination of cooperative effectiveness (Hoy & Miskel, 2001). As curriculum 

expectations are amplified for school systems working to meet national benchmarks for 

sustained success, the need for positive leadership activities, such as mindfulness and 

academic optimism, will continue to increase. The only research endeavor compared the 

two constructs was the research of Sims (2011) on school mindfulness in relationship to 

AO, further research was warranted. 

Researches on Relationship between mindfulness and AO  

May (2016) researched in the USA. It was quantitative research and the purpose 

was to find out the relationship between mindfulness and AO. Participants were selected 

from 39 schools. The study yielded a positive association between mindfulness and AO. 

The relationship between mindfulness and AO was explored in the research of Robert 

Sims (2011) conducted in the USA.  Regression was also used to determine if a 

relationship exists among the variables. 1353 teachers from 67 elementary schools 

participated in the study. The findings indicated a positive relationship between the 

variables. 

Enabling School Structure, Mindfulness, and Academic Optimism 

Academic optimism is a commanding force towards enhancing the culture with 

beliefs and standards that view teachers as proficient, students as inquisitive, parents as 

compassionate and academic achievement as achievable (Hoy & Miskel, 2001). Different 
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variables may contribute to an optimistic culture like enabling structure and school 

mindfulness. Although, emphasizing mutual relationship, regarding problems as 

opportunities, encouraging differences, strengthening interpersonal trust, learning from 

mistakes, sensitivity to the main operation, and commitment to resilience, enabling 

structure and mindfulness can establish a culture of optimism which contributes to 

positive outcomes like students‟ achievement, motivated teachers and a more stimulating 

learning atmosphere giving birth to a healthier school environment (Gurol & Kerimgil, 

2010). Existing literature on educational institutions reveals studies (Beard et al., 2010; 

Mcguigan, 2005; Watts, 2009) reporting a strong relationship among academic optimism 

and enabling structure and mindfulness. 

Research on Relationship between Mindfulness and ESS 

Marshall (2013) researched in the USA to know whether a relationship exists 

between mindfulness and ESS. 521 teachers and 45 heads participated from 51 

elementary schools. Results of the research show a significant positive relationship 

between mindfulness and ESS. Watts (2009) conducted a study to look at the relationship 

between mindfulness and ESS. It was conducted in the USA. 1100 teachers from 23 

elementary schools participated in the study during the year 2008-2009. The results 

unveiled that mindfulness and ESS are related. 

Tracy (2007) tested the relationship between mindfulness and ESS. 1330 teachers 

from 120 urban elementary schools in the USA participated in the study. Data analysis 

uncovered a positive relationship between mindfulness and ESS. In 2003 at the United 

States of America (USA), Gage (2003) researched with the purpose to find out the 

relationship between mindfulness and ESS. It was conducted on 75 elementary schools 

from Ohio State. The research concluded a positive association between the variables of 

research. Results of regression confirmed the findings. 
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Chapter III 

Research Design and Methodology 

This research study was conducted with the resolution to explore the relationship 

among enabling school structure (ESS), mindfulness, and academic optimism (AO). 

Because enabling school structure, mindfulness, and academic optimism are 

organizational properties, the data on teachers‟ perceptions of ESS, mindfulness, and AO 

were measured at the school level also. This chapter also presents explanation of research 

design, population, sample, data collection instruments. Description of data collection 

along with data analysis, assumptions, limitations and relevant ethical considerations are 

as follows.   

Research Philosophy 

Research is about asking questions and seeking information to answer questions 

that are posed. Research philosophy is a belief about how data regarding a phenomenon 

should be gathered, analyzed, and used. Positivists believe that reality can be observed 

and described from an objective viewpoint, without interfering with the phenomena being 

studied. Positivism holds that the scientific method is the only way to establish truth and 

objective reality. Positivism is based upon the view that science is the only foundation for 

true knowledge. It holds that the methods, techniques, and procedures used in science 

offer the best framework for investigating the social world. The term „positivism‟ was 

coined by Auguste Comte to reflect an empirical approach in which claims about 

knowledge are based directly on experience; it emphasizes facts and the causes of 

behavior (Bogdan & Biklen, 2003).  

Comte sought to distinguish between empirical knowledge and knowledge derived 

from metaphysics; he proposed that scientific knowledge is more representative of truth 
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than that derived from metaphysical speculation (Schwandt, 2006). Positivism typically 

applies the scientific method to the study of human actions. Positivism today is viewed as 

being objectivist that is, objects around us have existence and meaning, independent of 

our consciousness of them. The positivist paradigm leads to a scientific, systematic 

approach to research and as such lends itself to the use of the quantitative methodology. 

Using a quantitative methodology reduced the potential bias of the researcher‟s 

observation and subjective analysis to provide a more reliable and objective approach to 

understanding the explored phenomenon. Researchers using a quantitative 

methodological approach usually concentrate on the confirmatory stages of the research 

cycle, that is, the formulation of a hypothesis and the collection of numerical data to test 

this hypothesis. The quantitative methodology aims to measure, quantify or find the 

extent of a phenomenon, as opposed to qualitative methodology, which is usually more 

concerned with describing experiences, emphasizing meaning, and exploring the nature of 

an issue (Coolican, 2013). 

Conceptual Framework of the Study 

This study was chiefly guided by positive psychology which stresses individuals‟ 

control over their activities and words (Seligman, 2006). Psychologists bestow a great 

deal of time and energy to recognize workplaces or conditions in which individuals are 

happy as well as effective and that they mostly investigate the positive features of life. 

Hence, it is possible to argue that positive psychology is mainly related to positive human 

beliefs, thoughts, and feelings which produce positive human experience (Kurz, 2006).  

Enabling school structure, mindfulness, and academic optimism were chosen 

because these variables characterize schools‟ organizational and contextual features. Prior 

research recommends these variables may directly or indirectly expedite progress in 

achievement. Researches link ESS and mindfulness with positive organizational 
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characteristics which might expect to contribute to academic optimism (Sinden et al., 

2004). Literature supports ESS as the leadership which promotes positive organizational 

characteristics like trust, innovation, and collaboration among employees. Such 

organizations have flexible rules, regulations, and procedures which promote problem-

solving. The term “organizational bureaucracy” originated from the work of Adler and 

Borys. Hoy and Sweetland (2001) adapted this concept to the school organization. Two 

aspects of bureaucracy were chosen which are formalization and centralization. They 

placed them on a continuum. One extreme was enabling while the other one was coercive. 

They claimed enabling structures to be more flexible, collaborative, and cooperative. 

The construct of mindfulness is a complementary factor to an enabling school 

structure. These constructs promote problem-solving, cooperation, teamwork, and 

envisioning the unforeseen. Mindfulness helps strengthen the quality as well as the 

functioning of the organization at the individual and organizational levels. According to 

Hoy (2003), it is possible for an organization to be enabling and also mindful. Empirical 

evidence shows that mindful organizations have employees which can contribute 

effectively in organizations (Hoy et al., 2006). 

Empirical evidence supports the theoretical framework which formulates the link 

between mindfulness and enabling school structure (Hoy, 2003). Hence, it has driven to 

foresee a positive association between mindfulness and enabling school structure. This 

study would provide academicians with an understanding of these constructs. An 

investigation of enabling structures, mindfulness, and academic optimism would provide 

them with a valuable tool to be used in the improvement of programs for students. Once 

this relationship is understood, an overall picture would emerge that would become the 

guiding force for educators and the administrators as they plan strategies and programs. 

Guided by this framework, the study would examine a theoretical model, which links 
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these concepts together. The goal was to develop an explanatory model of school 

organization using the concepts that have just been reviewed. Guidance for the model 

comes from previous research that has been reviewed. 

Figure 3.1  

Triadic Relationships of the Variables of Research 

 

         Enabling School Structure 

 

            

            

            

            

            

            

            

             

Mindfulness   Academic Optimism 

Research Design 

According to De Vos et al. (2001), a research design is a blueprint that guides the 

researcher regarding how the research will be accomplished. Quantitative research was 

the chosen method of investigation because the relationship between the constructs was 

explored. This research, with a limited degree of replication, hoped to validate past 

findings in regards to these three constructs to provide critical guidance and tools to 

strengthen school leadership.  

The variables were measured through cross-sectional surveys specifically 

designed for each construct. Each survey design provided a numeric description of trends, 

attitudes, and opinions of the sample by studying a sample population regarding variables 

of research. Besides, the surveys provided responses that were analyzed through 

statistical procedures with the confidence that the findings could be generalized and 

replicated (Creswell, 2014). A positivist research paradigm was the chosen method of 
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investigation. This research study was intended to explore the relationship among 

enabling school structure, mindfulness, and academic optimism. According to Fraenkel 

and Wallen (2003), in correlational research, the relationships among two or more 

variables are studied without any attempt to influence them. For this research study, 

correlational research design is considered appropriate because the relationship between 

the variables (ESS, mindfulness, and AO) was explored. 

Population 

Secondary school teachers (SSTs) of Government High Schools employed in the 

School Education Department, Government of Punjab were the population of this 

research study. Total 48652 SSTs are working in 6662 government high schools which 

spread across the 36 districts of Punjab province. Composition wise, there are 3499 male 

SSTs and 3263 female SSTs. Information regarding population was taken from Report on 

Annual School Census (2017-18) available at the official website of School Education 

Department, Government. 

Sampling 

Simple random sampling is one of the random sampling methods in which each 

member of the population has an equal chance of being included in the sample (Fraenkel 

& Wallen, 2003).  According to Zikmund (2003), the sample is the basic component of 

the massive population that targets to assess the mysterious specifics of the population. 

The sample was drawn from government high schools spread across the province of 

Punjab. Moreover, the Punjab province is spread over 36 districts.  

Power Analysis. Power analysis utilizing G* Power 3.1.9.4 was used to decide the 

minimum number of participants needed to reasonably detect a significant correlation 

between the constructs. Using an estimated effect size of d=0.3, the sample size to detect 

a significant correlation at α=0.05 and a power of 80% was calculated to be 64 
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participants (one-tailed analysis) or 82 participants (two-tailed analysis). Thus, the sample 

size was enough to detect a medium effect at the 0.05 level for this type of study (Faul et 

al., 2007). There are total 6662 government high schools (3499 boys and 3163 girls) in 

Punjab, Pakistan. Two stages random sampling technique was used to select the desired 

sample from the population. It was often useful to combine individual random sampling 

with cluster random sampling, known as two-stage random sampling (Fraenkel et al., 

2015). 

First Stage. The researcher selected 18 districts (50%) from 36 districts of Punjab 

province using the random sampling technique. The researcher did this using “lottery 

method” method. The researcher wrote the names of all the districts of Punjab on pieces 

of paper. Then, the papers were rolled up and shuffled in the bowl. The researcher asked a 

fellow to take three rolled paper from the bowl six times. In this way, eighteen districts 

were randomly selected. 

Second Stage. Twelve high schools (six boys and six girls) were selected from 

each selected district using the table of random numbers. Each government high school 

was regarded as the cluster and all the teachers working therein were part of the cluster. 

In this way, 216 government high schools were chosen as sample of the study. All the 

SSTs working in the 216 clusters were considered clusters. 
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Demographic Properties of the Sample 

Table 3.1 

District-wise Distribution of the Sample 

Sr. No Districts Schools Teachers Percentage 

1 Okara 12 79 6.2% 

2 Pakpattan 12 73 5.8% 

3 Vehari 12 74 5.8% 

4 Sheikhupura 12 84 6.6% 

5 Chiniot 12 59 4.7% 

6 Attock 12 75 5.9% 

7 Nankana Sahib 12 74 5.8% 

8 Jhang 12 63 5.0% 

9 Sargodha 12 84 6.6% 

10 Hafizabad 12 58 4.6% 

11 Chakwal 12 57 4.5% 

12 Dera Ghazi Khan 12 63 5.0% 

13 Sahiwal 12 78 6.2% 

14 Faisalabad 12 87 6.9% 

15 Toba Tek Singh 12 54 4.3% 

16 Narowal 12 77 6.1% 

17 Lahore 12 61 4.1% 

18 Rahim Yar Khan 12 66 5.2% 

                Total 216 1266 100% 

Table 3.1 shows the district wise affiliation of respondents. Secondary school 

teachers (N=1266) who participated in the study belonged to 18 different districts of 

Punjab. These districts were selected using the “lottery method”.  
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Table 3.2 

Demographic Properties of the Sample 

Demographic Variable N % of total sample Cumulative % 

Gender 

 Male 669 52.8% 52.8% 

 Female 597 47.2% 100% 

Locality 

 Urban 817 64.5% 64.5% 

 Rural 449 35.5% 100% 

Marital Status 

 Single 374 29.5% 29.5% 

 Married 892 70.5% 100% 

Status of Job 

 Contractual 346 27.3% 27.3% 

 Regular 920 72.7% 100% 

Qualification 

 BA/BSc 124 9.8% 9.8% 

 MA/MSc 872 68.9% 78.7% 

 MPhil/PhD 270 21.3% 100% 

Age (In Years) 

 Below 30  481 38.0% 38.0% 

 30-40  529 41.8% 79.8% 

 41-50  196 15.4% 95.2% 

 50 and Above  61 4.8% 100% 

Experience (In Years) 

 Below 10 643 50.8% 50.8% 

 10-20 448 35.4% 86.2% 

 21-30 140 11.1% 97.3% 

 Above 30 35 2.7% 100% 

Demographic information was gathered in conjunction with the survey to provide 

data for descriptive statistics. This section identified such aspects of participants as 

gender, locality, marital status, status of job, qualification, age, and experience. Table 3.2 
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narrates the demographic characteristics of the sample undertaken in the study. There 

were total 1266 teachers from 216 schools who participated in this research study. If look 

at the demographic properties of the sample, out of the participants of the study 669 

(52.8%) were male teachers while female teachers were 597 (47.2%).  Looking at the 

sample, 64.5% (N=817) teachers belonged to urban area and the number of teachers who 

belonged to rural areas was 33.5% (N=449). The majority of participants were married 

70.5% (N=892) and a smaller number of participants were unmarried 29.5% (N=374). 

The vast majority of the respondents of the study were working on regular basis 71.7% 

(N=920) while the smaller number of teachers were working on the contractual basis 

27.3% (N=346). If look at the qualification of the respondents, the majority of the 

respondents possess master‟s degree 68.9% (N=872). Many of the respondents 21.3% 

(N=270) possess MPhil degree as well while a smaller number of the respondents 9.8% 

(N=124) possess a bachelor‟s degree. If narrate the participants in terms of their age 

groups, the vast majority of the teachers participated from the age group of 30-40 years of 

age (41.8%), the number of participants who had the age group below 30 years of age was 

38% (N=481), between the age group 41-50 were 15.4% (N=196) and 4.8% (N=61) 

teachers had age group 50 and above years. Furthermore, the vast majority (50.8%, 

N=643) of the teachers possessed teaching experience of below 10 years while 35.4% 

(N=448) of the respondents had 10-20 years, between 21-30 years were 11.1% (N=140) 

and above 30 years of experience were 2.8% (N=35). 

Instrumentation  

In view of De Vos et al. (2001), an instrument is constituted of some statements 

that have to be assessed by the subjects of the study. The researcher adapted Form-ESS, 

M-Scale, and AOS with prior permission taken via email (Annexure A). Minor 

adjustments were made in the light of pilot testing to ensure that all items are clear to the 
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respondents and precisely mirror the original meaning. The questionnaire pack consisted 

of various self-report measures. Detail of the measures is as follows: 

Demographic Data Sheet 

Demographic information was gathered in conjunction with the survey to provide 

data for descriptive statistics. This section of the survey identified such aspects of 

participants as gender, marital status, locality, age, qualification, and experience. 

Form-Enabling School Structure (Form-ESS)  

Form-ESS was used to measure the perception of SSTS regarding ESS. The scale 

was developed by Hoy and Sweetland (2001). According to them (Hoy & Sweetland, 

2001), ESS is described as the structure which supports and facilitates teachers‟ work. It 

is conceptualized as an administrative hierarchy that enables or hinders the working. 

Enabling structure is flexible which helps to solve problems. Contrary to enabling 

structure, hindering structure comprises of rules, regulations, and procedures which are 

used to punish and enforce compliance (Hoy & Sweetland, 2001). According to 

researchers (McGuigan & Hoy, 2006; Sinden et al., 2004), enabling structure enhances 

the effectiveness of teachers while hindering impede it. Form-ESS was used to measure 

the degree to which a school structure is enabling or hindering. Each facet (ES & CS) taps 

all two theoretical elements of ESS. Form-ESS includes items focused on two principles 

of ESS (Formalization and Centralization). These properties are measured by two factors: 

Enabling structure (ES) and Coercive Structure (CS). It portrays school structure on a 

spectrum from hindering to enabling. It is a 12-item, Likert-type scale that ranged from 

Never (coded as 1) to Always (coded as 5). The scale contains statements that determine 

the structure whether it helps or hinders the effectiveness of teachers. Sample items 

include “The administrative hierarchy of the school enables teachers to do their job” and 

“Administrative rules help rather than hinder”. A high score on the 12-item scale 
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indicates an enabling structure, whereas a low score on the scale indicates a hindering 

structure. Several previous researches are evidence of the validity and reliability of the 

scale (Mitchell & Tarter, 2011; Hoy & Sweetland, 2001). Cronbach‟s alpha of the 

instrument was found 0.83 in this study.  

Table 3.3 

Form-Enabling School Structure Subscales with Number of Items  
 

Sr. No. Subscale Items 

1 Enabling Structure (ɑ = 0.8) 1, 3, 5, 6, 10, 12. 

3 Coercive Structure (ɑ = 0.8) 2, 4, 7, 8, 9, 11. 

 

Table 3.4 

Reverse Coding of Items 

Items scored Reversals 

1 5 

2 4 

3 3 

4 2 

5 1 
 

Negatively phrased items (2, 4, 7, 8, 9, and 11) were reverse scored.  

Mindfulness Scale (M-Scale) 

School mindfulness (SM) is formed by the joint measure of faculty mindfulness 

(FM) and principal mindfulness (PM).  The scale is reported on 14-items by the faculty. 

The scale reflects faculty collective perception regarding the behavior of the principal as 

well as of the faculty on mindfulness. Principal mindfulness (PM) refers to the perception 

of faculty regarding the behavior of the principal toward mindfulness. Faculty 

mindfulness (FM) refers to the perception of faculty regarding the behavior of faculty 

toward mindfulness (Hoy et al., 2004). It was developed by Hoy et al. (2004). Scales 

including seven items each measure both aspects of school mindfulness. Each facet of 

mindfulness (PM and FM) taps all five theoretical elements of mindfulness. M-Scale 
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includes items focused on five principles of mindfulness (preoccupation with failure; 

reluctance to simplify; sensitivity to operations; commitment to resilience and deference 

to expertise). These properties are measured by two factors: principal mindfulness and 

faculty mindfulness (Gage, 2003; Hoy, 2003; Hoy & Gage, 2003). The scale ranged from 

Strongly Disagree (coded as 1) to Strongly Agree (coded as 6). The higher the score the 

more mindful the school is. Sample items include “My head teacher often jumps to 

conclusions” and “Teachers in this school respect power more than knowledge”. The 

Reliability of this instrument for the present study was 0.87. The scale indicated to be 

valid and reliable measure used in various previous studies (Gage, 2003; Hoy et al., 2004, 

Kearney et al., 2013; Ray et al., 2011; Smith & Scarbrough, 2011; Steele, 2008).  

Table 3.5 

Mindfulness Scale Subscales with Number of Items  
 

Sr. No. Subscale Item  

1 Faculty mindfulness 1, 2, 4, 5, 6, 10, 12. 

2 Principal mindfulness 3, 7, 8, 9, 11, 13, 14. 

 

Table 3.6 

Reverse Coding of Items 

Items scored Reversals 

1 6 

2 5 

3 4 

4 3 

5 2 

6 1 
 

Negatively phrased items (1, 4, 5, 7, 8, 11, and 14) were reverse scored.  

Academic Optimism Survey (AOS) 

This scale was used to measure the level of academic optimism, which includes 

three subscales (collective efficacy, trust, and academic emphasis). Academic optimism 

evolved from work on positive psychology and is triadic in nature (Pajares, 2001; 
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Peterson, 2000). It was designed by Hoy et al. (2006) which was adapted to measure AO. 

The first twenty items (measuring collective efficacy and faculty trust) were measured on 

a six point Likert-type rating scale. The scale ranged from strongly disagree (coded as 1) 

to strongly agree (coded as 6). The last eight items (measuring academic emphasis) were 

measured on four point Likert-type rating scales. This scale ranged from Rarely (Coded 

as 1) to Very Often (Coded as 4). Combining the measures of these three components 

created the representation of the level of school academic optimism. Sample items include 

“Teachers in this school are able to get through to the most difficult students”, 

“Teachers in this school trust the parents” and “The school sets high standards for 

performance”. Various research studies confirmed the validity as well as reliability of the 

scale (Bevel & Mitchell, 2012; Hoy et al., 2006; McGuigan et al., 2007; Smith et al., 

2007; Wu et al., Sheu, 2015).  

Table 3.7 

Academic Optimism Survey Sub Scales with Number of Items 
 

Sr. No. Subscale Item 

1 Collective self-efficacy 1, 2, 3, 4, 5, 6, 7, 8, 9, 10, 11, 12. 

2 Faculty trust 13, 14, 15, 16, 17, 18, 19, 20, 21, 22. 

3 Academic emphasis 23, 24, 25, 26, 27, 28, 29, 30. 

 

Table 3.8 

Reverse Coding of Items 

Items scored Reversals 

1 6 

2 5 

3 4 

4 3 

5 2 

6 1 
 

Negatively phrased items (3, 4, 8, 9, 11, 12, and 22) were reverse scored.  
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Table 3.9 

Variables of the Study, Scales Along with Dimensions and Number of Items in Each Scale 

Variable Scale Sub Scales Items 

Enabling School Structure (ESS) Form-ESS Enabling Structure (ES) 

Coercive Structure (CS) 

6 

6 

Mindfulness of School (MS) M-Scale Faculty Mindfulness (FM) 

Principal Mindfulness (PM) 

7 

7 

Academic Optimism (AO) AOS Collective Efficacy (CE) 

Faculty Trust (FT) 

Academic Emphasis (AE) 

12 

10 

8 

Pilot Study 

According to Gall et al. (1996), a pilot study comprises the small-scale 

preliminary inquiry conducted to test as well as develop the instrument used in the 

research. According to Fraenkel et al. (2012), Validity refers to the appropriateness, 

meaningfulness, correctness, and usefulness of the inferences a researcher makes. The 

scale pilot tested to confirm validity through a panel of experts and field testing. The pilot 

study ascertained validity and reliability. To validate the instrument, it was discussed with 

three experienced secondary school teachers and three heads of government high schools 

as well as three university teachers. They read all the items and commented and on the 

clarity and suitability of the items. For a better understanding of some items, minor 

adjustments were made in the instrument keeping in mind the feedback of the experts. 

Reliability refers to the consistency of scores or answers from one administration 

of an instrument to another, and one set of items to another. A pilot study was conducted 

on 94 participants in the month of April 2019. Participants of the pilot study were SSTs 

which were not part of the sample of the study.  Each of the measures was found to be 

reliable, according to the alpha coefficients, with ESS at .826, M-Scale at .871, and SAOS 

at .851, respectively which indicates a good internal consistency of reliability (Muijs, 
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2011). The coefficient of reliability valuing .70 or higher is considered "acceptable" in the 

research of social sciences (George & Mallery, 2003). Reliability for each measure was 

computed using Cronbach‟s alpha.  

Table 3.10 

Interpretation of Cronbach's Alpha Coefficients (George & Mallery, 2016) 

Interpretation Strength 

Excellent ˃ .9 

Good ˃ .8 

Acceptable ˃ .7 

Questionable ˃ .6 

Poor ˃ .5 

Unacceptable < .5 

 

Table 3.11 

Alpha Reliability Coefficients by Scale 

Variable Scale N Items ɑ 

Enabling School Structure Form-ESS 94 12 .83 

Mindfulness Scale M-Scale 94 14 .87 

Academic Optimism SAOS 94 30 .84 

Overall  All Scales 94 56 .85 

Reliability analysis was run to determine reliability coefficients. The reliability 

coefficient of the scale was above the conventional criterion of 0.70. Most reliable scale 

was M-Scale (α = .871), followed by SAOS (α = .841) and Form-ESS (α = .826). The 

value of Cronbach's alpha was evaluated in the light of guidelines recommended by 

George and Mallery (2016). The overall reliability of the instrument was .85, indicating 

good reliability. 
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Data Collection 

According to Cooper and Schindler (2001), data comprises information and facts 

collected from subjects of the study as well as perceptions disseminated as primary and 

secondary. The units of measure for the data analysis of this study were considered as the 

teachers and the schools in the sample together to address research questions. Participants 

indicated their consent by completing the questionnaire. Statement of purpose along with 

the notification that the responses would be kept confidential and the instruction 

regarding rating the statements was part of the instrument. This study posed no risk and 

the results were kept confidential. The researcher contacted the principal of each school to 

ask for consent to collect data from teachers in their schools.  

A self-report survey containing measures of enabling school structure, 

mindfulness, and academic optimism was used to collect data. Teachers present at the 

meetings took part in the process of data collection. Participants were guaranteed 

anonymity. To protect subjects, their identity (schools and teachers) was not included in 

the report. The teachers were permitted to move from any questions they opt not to 

answer. Data were collected in scheduled meetings, after making appointments. During 

the meeting, the researcher explained the instrument. The explanation, distribution, and 

administration of the survey took approximately 15-20 minutes. The instrument took 25-

35 minutes to rate all the statements. After the completion of the instrument, they were 

collected. Researchers offered acknowledged teachers for the participation. Follow-up 

telephone calls were made to confirm participation and logistics. An approximate 

response rate of 74.47 % was obtained after receiving 1266 of 1700 distributed among 

teachers from 18 districts. 
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Table 3.12 

Response Rate of Research Instrument 

Questionnaires N Percentage 

Distributed 1700 100% 

Returned 1266 74.476% 

Data Analysis 

Data analysis is performed using statistical methods to look at the variables and 

specific relationships between them (Welman et al., 2004). The first phase in the process 

of analysis is to test assumptions to confirm that the data set meets the requirements of 

normality as well as variance (Ross & Shannon, 2008). Analyses were conducted on the 

total of individual responses as well as on the total of individual responses by school 

means. Individual responses were also aggregated at the school level for each instrument 

utilized in the study. The data results were calculated using the Statistical Package for 

Social Science (SPSS).  

Assumptions were tested at first to assert that the data set meets the requirements 

for normality and variance (Ross & Shannon, 2008). Skewness and kurtosis provided 

information concerning the organization of the data. According to Pallant (2010), 

skewness refers to symmetry while kurtosis is related to the peak of the data set. The 

closer the values to zero, the more normal the distribution is considered for skewness and 

kurtosis. According to Heppner, and Heppner, (2004), values less than two are deemed 

adequate. Internal consistency of reliability was determined by Cronbach„s alpha. 

Moreover, a list of suitable procedures was established to address the research questions. 

Statistical procedures for the research included frequency distribution, mean, median, 

standard deviation, and range, to describe the demographics, and the scale as well as 

subscales. The coefficient of reliability was computed to determine the reliability of each 

of the scales as suggested by Creswell (2014). Correlation and regression analysis was 
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performed to determine if unique and significant relationships existed between enabling 

school structure, mindfulness, and academic optimism. 

Ethical Considerations 

According to Wellington (2015), ethics refer to the moral standards and guiding 

behavior abides by a group or a profession. The researcher honestly reported data, results, 

methods, and procedures. It was kept in mind not to fabricate or misinterpret data. 

Intellectual property rights were considered. Human dignity and privacy were honored. 

Informed consent was sought. Participants were informed that data from their 

participation would be used for research purposes only. Confidentiality of information 

and the anonymity of respondents were respected. All data collected were stored in a 

secure location which was not revealed to anyone at any cost. Results were reported 

accurately to the best of the researcher‟s ability. Participation in the study was purely 

voluntary. 

Limitations 

When survey length exceeds expectations of participants, it may lead to lower 

response rates, and incomplete surveys (Downes-Leguin et al., 2012). As with most 

research attempts, there are existing limitations beyond a researcher‟s control. This was a 

cross-sectional study. The study was limited in the sense that it was cross-sectional, 

meaning that only a snapshot of the outcome and the characteristics associated with it 

during a particular time had been identified. Another limitation addresses the 

generalizability of the results. This research focused on government high schools of 

Punjab. Due to varying demographics, the results may not be generalizable to other 

provinces or other regions of Pakistan. Accurateness of the responses relies upon the 

capacity to recall their perceptions while recording their responses which may include the 
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tendency of people to portray themselves in the most favorable light. Recent events, 

unknown to the researcher, might affect teacher perceptions.  

Table 3.13 

Alignment of Data Analysis with Research Objectives and Research Questions 

Objectives Research Questions Instrument Probable Analysis 

1.Explore the state of enabling 

school structure (ESS) perceived 

by SSTs. 

What is the state of enabling 

school structure (ESS) perceived 

by SSTs? 

Form-ESS Mean and  

standard deviation 

Explore the state of mindfulness 

perceived by SSTs. 

What is the state of mindfulness 

perceived by SSTs? 

M-Scale Mean and  

standard deviation 

3.Explore the state of academic 

optimism (AO) perceived by 

SSTs. 

What is the state of academic 

optimism (AO) perceived by 

SSTs? 

AOS Mean and  

standard deviation 

4.Explore the relationship 

between enabling school 

structure and academic optimism 

Is there any relationship between 

enabling school structure and 

academic optimism? 

Form-ESS 

and 

AOS 

Pearson correlation 

coefficient and linear 

regression 

5.Explore the relationship 

between mindfulness and 

academic optimism 

Is there any relationship between 

mindfulness and academic 

optimism? 

M-Scale 

and 

AOS 

Pearson correlation 

coefficient and linear 

regression 

6.Explore the relationship 

between mindfulness and 

enabling school structure 

Is there any relationship between 

mindfulness and enabling school 

structure? 

M-Scale 

and 

Form-ESS 

Pearson correlation 

coefficient and linear 

regression 

7.Find out the difference in the 

perception of enabling school 

structure, mindfulness and 

academic optimism on the basis 

of demographic variables 

Is there any difference in the 

perception of enabling school 

structure on the basis of gender, 

marital status, locality, 

qualification, age and 

experience? 

Form-ESS Independent samples 

t-test  

and one way 

ANOVA  

Is there any difference in 

perception of mindfulness on the 

basis of gender, marital status, 

locality, qualification, age and 

experience? 

M-Scale 

 

Independent samples 

t-test  

and one way 

ANOVA  

Is there any difference in the 

perception of academic 

optimism on the basis of gender, 

marital status, locality, 

qualification, age and 

experience)? 

AOS Independent samples 

t-test  

and one way 

ANOVA  

 

  



77 
 

Chapter IV 

 Data Analysis and Interpretation  

This research study was conducted with the purpose to find out the relationship 

among enabling school structure (ESS), mindfulness and academic optimism (AO). In 

order to analyze the data, Statistical Package for Social Sciences (SPSS, Version 24) was 

used. Survey responses were entered into the database. Assumptions regarding the data 

analysis were tested, and the descriptive statistics were calculated. A bivariate correlation 

was calculated to find out the relationship and a linear regression was used to confirm 

whether there was a unique and significant relationship between the constructs. Results 

related to each research question are described. 
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Research Question 1 

What is the State of Enabling School Structure perceived by Secondary School 

Teachers? 

Descriptive Statistics of Form-Enabling School Structure (Form-ESS) 

Table 4.1 

Item Wise Mean and Standard Deviation of Form-ESS 

Subscales M SD 

Enabling Structure (ES)   

1 Rules enable communication between teachers and administrators 3.60 1.13 

3 Administration enables teachers in their job 3.80 1.10 

5 Administrative rules help rather than hinder 3.56 1.14 

6 Hierarchy facilitates mission of this school 3.72 1.15 

10 Administrative rules guides to solutions  3.54 1.12 

12 Administrators use authority to enable teachers in their job 3.74 1.14 

Coercive Structure (CE)   

2 Red tape (bureaucracy)  is the problem 3.06 1.30 

4 Administrative hierarchy obstructs students‟ achievement 3.13 1.33 

7 Administrative rules are used to punish teachers 2.73 1.42 

8 Administrative hierarchy obstructs innovation 2.94 1.33 

9 Administrative rules are substitutes for professional judgment 3.28 1.16 

11 Authority is used to undermine teachers 3.02 1.30 

Looking at the subscales of Enabling Structure (ES) in table 4.1 reveals that item 

number three has the highest mean value (M=3.80, SD=1.10) in the section. Hence, it can 

be conferred that administrative rules in the schools help the secondary school teachers to 

perform their duties and assignments. Whereas item number 10 has the lowest mean value 

(M=3.54, SD=1.12) which indicates that rules and regulations are a source of guidance in 

the solution of problems and are not rigid. In table 4.1, the second section describes the 

perception of SSTs regarding Coercive Structure (CS). Items number nine has the highest 

mean value in the section which prefers rules and regulations instead of professional 
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judgments (M=3.28, SD=1.16). However, item number seven which points out that rules 

are used to punish SSTs has the lowest mean value (M=2.73, SD=1.42). 

Figure 4.1  

Modes of Responses for Each Item on Form-ESS  

 

 Figure 4.1 visualizes the responses of teachers on Form-ESS on five-point Likert 

type rating scale. As is indicated by the figure, the responses ranged from Never (coded as 

1) to Always (coded as 5). 

Psychometric Properties of Form-ESS 

Table 4.2 

Psychometric Properties of Form-ESS (Teachers Wise) 

 

Variable 

 

N 

 

M 

 

SD 

 

MPI 

Range  

Skewness 

 

Kurtosis Potential Actual 

ES 1266 21.96 4.22 3.66 06-30 07-30 -.413 .140 

CS 1266 17.84 4.42 2.97 06-30 07-30 .98 -.231 

ESS 1266 39.79 6.42 3.32 12-60 16-58 .147 .065 

Table 4.2 presents the description of Form Enabling School Structure (Form-ESS) 

on the basis of individual teacher responses. It also takes into account the subscales of 

Form-ESS i.e. scales enabling structure (ES) and coercive structure (CS). The responses 
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of Form-ESS ranged from 16 to 58 with an average of 39.79 (SD=6.42). The responses of 

ES ranged from 07 to 30 with an average of 21.96 and standard deviation of 4.22. Table 

4.2 indicates that teachers have the highest mean value on Enabling Structure (M=21.96, 

SD=4.22) which falls between the scale marks Sometimes (3) to Fairly Often (4). 

Whereas, Coercive Structure (CS) has a lower mean value (M=17.84, SD=4.42) close to 

the scale mark Sometimes (3). Participants‟ overall mean score on Form-ESS is 21.96 (SD 

= 6.42) which is slightly above the scale mark Sometimes (3). Skewness and Kurtosis for 

the scale were also calculated. The above given table indicates that all the fractions were 

conceived normally distributed because the values fall within the range 0f +1 and -1. 

Hence, the data is suitable for parametric testing. According to the rule of thumb, values 

within the range of +1 and -1 indicate that the data is normally distributed (Westfall & 

Henning, 2013). 

Table 4.3 

Psychometric Properties of Form-ESS (School Wise) 

 

Variable 

 

N 

 

M 

 

SD 

Range  

Skewness 

 

Kurtosis Potential Actual 

ES 216 3.67 .40 1-5 2.29-4.75 -.207 .701 

CS 216 3.02 .45 1-5 1.58-4.33 -.584 .159 

Form-ESS 216 3.35 .27 1-5 2.58-4.04 -.018 .189 

Table 4.3 presents the results of Form-ESS aggregated on overall as well as for 

each component of Form-ESS. The actual range of scores was between 2.58 and 4.40, 

with possible scores were from 1 to 5. The mean scores were calculated by averaging the 

scores for all 12 Form-ESS items. Of the components of Enabling School Structure 

(ESS), ratings of Enabling Structure (ES) was 3.67 (SD=.40) and for Coercive Structure 

(CS) was 3.02 (SD=.45) respectively. The higher the overall school score reflects the 

greater the school enabling structure. The range of scores is 1 (Never) as the lowest and 5 
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(Always) as the highest. The participants‟ overall mean score was 3.35 (SD=.27) 

marginally above the scale mark Sometimes (3), indicating that secondary school teachers 

ranked their opinion on Form-ESS as slightly above the middle range. Additionally, the 

normality of score distributions was measured using skewness and kurtosis. All calculated 

values of skewness and kurtosis were within the range of -1 to +1, which suggests that 

score distributions met normality (Meyers et al., 2017). 

Table 4.4 

The Equation for the Enabling Structure Standardized Score 

Variable Standardized Score Formula Standardized score 

ESS [100X(ESS-3.74)/.381] + 500 478.28 

Table 4.4 presents the standard ESS scores calculated using the guidelines of 

Wayne Hoy who developed the Form-ESS. ESS school score was computed by summing 

all the average scores and dividing by the number of respondents in each school. This 

standard score was transformed into a standardized score with a mean value of 500 and a 

standard deviation of 100. According to the guideline of Hoy, the ESS score of 500 is 

considered to an average score. 
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Research Question 2 

What is the State of School Mindfulness Perceived by Secondary School 

Teachers? 

Descriptive Statistics of M-Scale 

Table 4.5 

Item Wise Mean and Standard Deviation of M-Scale 

Items M SD 

Faculty Mindfulness (FM)   

1 Head teacher often jumps to conclusions 3.85 1.49 

2 In a crisis the, head teacher deals with it 4.36 1.24 

4 Teachers do not trust the head teacher to admit the mistakes 3.61 1.25 

5 Head teacher does not value the opinions of the teachers 3.33 1.53 

6 Head teacher is an expert on teaching and learning 4.25 1.37 

10 Head teacher negotiates faculty differences  4.02 .99 

12 Head teacher welcomes challenges from teachers 4.07 1.33 

Principal Mindfulness (PM)   

3 Teachers welcome feedback about ways to improve 4.21 1.31 

7 Teachers jump to conclusions 3.91 1.44 

8 People respect power more than knowledge 3.71 1.57 

9 Teachers learn from mistakes and change  4.18 1.37 

11 Teachers give up when things go bad 3.66 1.44 

13 When things go badly teachers bounce back quickly 4.11 1.29 

14 Most teachers in this school are reluctant to change 3.75 1.49 

Looking at the subscales in M-Scale (MS),  table 4.5 reveals that item number two 

in the section of Faculty Mindfulness (FM) has the highest mean value (M=4.36, 

SD=1.24). Hence, it can be conferred that in a crisis situation the head teacher deals with 

it and teachers get back to teaching. Whereas item number five has the lowest mean value 

(M=3.33, SD=1.53) which indicates that the head teacher of the schools does not bother 

to value the opinions of the SSTs. The second section of table 4.4 describes the opinion of 
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SSTs regarding Principal Mindfulness (PM). Items number three has the highest mean 

value in the section which narrates that SSTs welcome feedback for improvement 

(M=4.21, SD=1.31). However, item number eight points out that teachers of the school 

respect power instead of knowledge (M=3.71, SD=1.57). 

Figure 4.2  

Modes of Responses for Each Item on M-Scale  

 

Figure 4.2 visualizes the responses of teachers on M-Scale on six-point Likert 

type rating scale. As is indicated by the figure, the responses ranged from Strongly 

Disagree (coded as 1) to Strongly Agree (coded as 6). 

Psychometric Properties of M-Scale 

Table 4.6  

Psychometric Properties of M-Scale (Teachers Wise) 

 

Variable 

 

N 

 

M 

 

SD 

 

MPI 

Range  

Skewness 

 

Kurtosis Potential Actual 

FM 1266 27.48 4.42 3.93 7-42 9-41 -.211 .684 

PM 1266 27.53 4.87 3.94 7-42 12-40 -.059 -.080 

M 1266 55.01 7.99 3.93 14-84 28-78 -.022 .429 
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Table 4.6 presents description of the Mindfulness Scale (M-Scale) based on 

individual teacher responses. It also takes into account the subscales i.e. Faculty 

Mindfulness (FM) and Principal Mindfulness (PM). The responses of M-Scale ranged 

from 28 to 78 with an average of 55.01 (SD=7.99). The responses of FM ranged from 09 

to 41 with an average of 27.48 and standard deviation of 4.42. Table 4.5 also indicates 

that teachers have the highest mean value on PM (M=27.53, SD=4.87) which falls near 

then the scale marks Somewhat Agree (4). Whereas, FM has a slightly lower mean value 

(M=27.48, SD=4.42) which is also closer to the scale marks Somewhat Agree (3). 

Participants‟ over all mean score on M-Scale is 55.01 (SD=7.99) which is close to the 

scale mark Somewhat Agree (4). Skewness and Kurtosis for the scale were also 

calculated. The above-given table indicates that all the fractions were conceived normally 

distributed because the values fall within the range 0f +1 and -1. Hence, the data is 

suitable for parametric testing. According to the rule of thumb, values within the range of 

+1 and -1 indicate that the data is normally distributed (Westfall & Henning, 2013). 

Table 4.7 

Psychometric Properties of M-Scale (School Wise) 

 

Variable 

 

N 

 

M 

 

SD 

Range  

Skewness 

 

Kurtosis Potential Actual 

FM 216 3.92 .358 1-6 2.54-5.14 -.286 .092 

PM 216 3.94 .388 1-6 2.77-5.07 -.020 .142 

M 216 3.93 .334 1-6 2.66-5.11 -.151 .843 

Table 4.7 presents the results of the Mindfulness Scale (M-Scale) aggregated on 

overall as well as for each facet of the scale. The actual range of scores was between 2.66 

to 5.11, with possible scores were from 1 to 6. The mean scores were calculated by 

averaging the scores for all 14 M-Scale items. Of the facets of M-Scale, ratings of 

Principal Mindfulness (PM) were 3.94 (SD=.388) and for Faculty Mindfulness (FM) 
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were 3.92 (SD=.358) respectively. The higher the overall school score reflects the greater 

the school mindfulness. The range of scores was 1 (Strongly Disagree) as the lowest and 

5 (Strongly Agree) as the highest. The participants‟ overall mean score was 3.93 

(SD=.334) which is near to the scale mark Somewhat Agree (4), indicating that secondary 

school teachers ranked their opinion on M-Scale slightly above the middle range. 

Additionally, the normality of score distributions was measured using skewness and 

kurtosis. All calculated values of skewness and kurtosis were within the range of -1 to +1, 

which suggests that score distributions met normality (Meyers et al., 2017). 
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Research Question 3 

What is the State of Academic Optimism Perceived by Secondary School 

Teachers? 

Descriptive Statistics of AOS 

Table 4.8 

Item Wise Mean and Standard Deviation of AOS 

Items M SD 

Collective Efficacy (CE)   

1 Teachers are able to get through to the most difficult students 4.37 1.31 

2 Teachers are confident to motivate the students 4.49 1.22 

3 If a child doesn‟t want to learn, teachers give up 3.30 1.44 

4 Teachers don‟t have the skills needed to produce results 3.24 1.52 

5 Teachers believe that every child can learn 4.39 1.37 

6 Students come to school ready to learn 4.16 1.32 

7 Home life provides advantages that students are bound to learn 3.95 1.34 

8 Students aren‟t motivated to learn 3.42 1.46 

9 Teachers are not able to deal with disciplinary problems 3.26 1.57 

10 Community helps ensure that the students will learn 3.94 1.45 

11 Learning is difficult because students are worried about safety 3.12 1.64 

12 Social evils make learning difficult for students 3.60 1.53 

Faculty Trust (FT)    

13 Teachers in the school trust the students 4.10 1.23 

14 Teachers in the school trust the parents 4.12 1.24 

15 Students in the school care about each other 3.88 1.24 

16 Parents in the school are reliable in their commitments 4.02 1.35 

17 Students in this school can be counted upon to do their work 4.01 1.25 

18 Teachers can count upon parental support 4.14 1.23 

19 Teachers believe that students are competent learners 4.83 1.31 

20 Teachers think that most of the parents do a good job 3.89 1.32 

21 Teachers can believe what parents tell them 3.81 1.29 

22 Students are secretive (inclined to conceal feelings/ intentions) 2.80 1.31 
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Academic Emphasis (AE)   

23 School sets high standards for performance 2.99 .93 

24 Students respect others who get good grades 2.74 .80 

25 Students seek extra work so they can get good grades 3.07 .88 

26 Academic achievement is recognized and acknowledged  2.73 .92 

27 Students try hard to improve on previous work 3.06 .89 

28 Learning environment is orderly and serious 2.98 .90 

29 Students can achieve the goals set for them 3.25 .88 

30 Teachers believe that students have the ability to achieve  3.26 .88 

Looking at the subscales in AOS,  table 4.8 reveals that item number two in the 

section of Collective Efficacy (CE) has the highest mean value (M=4.49, SD=1.22). 

Hence, it can be conferred that teachers are confident to motivate their students. Whereas 

item number 11 in the CE section has the lowest mean value (M=3.12, SD=1.64) which 

indicates that learning is difficult because the students in the school are worried about 

their safety. The second section of table 4.8 describes the opinion of SSTs regarding 

faculty trust (FT). Items number 19 has the highest mean value in the section which 

explains that SSTs believe that students are competent learners (M=4.83, SD=1.31). 

However, item 22 which points out that students are inclined to conceal their feelings and 

intensions (M=2.80, SD=1.31). In the facet of Academic Emphasis (AE), item number 30 

has the highest mean value (M=3.26, SD=0.88) which tells that teachers believe in their 

students that they have the capability to academic achievement. Contrarily, item number 

26 which indicates that the school acknowledges and recognizes academic achievement 

has the least mean value (M=2.71, SD=.92). 
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Figure4.3  

Modes of Responses for Each Item on AOS  

 

Figure 4.3 visualizes the responses of teachers on two facets of AOS (i.e. CE and 

FT) on a six point Likert type rating scale. As is indicated by the figure, the responses 

ranged from Strongly Disagree (coded as 1) to Strongly Agree (coded as 6). 

Figure 4.4  

Modes of Responses for Each Item on AOS  

 

Figure 4.4 visualizes the responses of teachers on one facet of AOS (i.e. AE) on a 

four point Likert type rating scale. As is indicated by the figure, the responses of teachers 

range from Very Often (coded as 06) to Rarely (coded as 01). 
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Psychometric Properties of AOS 

Table 4.9 

Psychometric Properties of AOS (Teachers Wise) 

 

Variable 

 

N 

 

M 

 

SD 

 

MPI 

Range  

Skewness 

 

Kurtosis Potential Actual 

CE 1266 47.37 8.21 3.95 12-72 20-71 .333 -.381 

FT 1266 39.46 7.18 3.94 10-60 15-60 -.302. .219 

AE 1266 23.61 3.99 2.95 8-32 11-32 -.132 -.064 

AO 1266 110.4 14.9 3.68 30-180 59-154 .015 .250 

Table 4.9 presents a description of the Academic Optimism Survey (AOS) based 

on individual teacher responses. It also takes into account the subscales i.e. Collective 

Efficacy (CE), Faculty Trust (FT), and Academic Emphasis (AE). The responses of AO 

ranged from 59 to 154 with an average of 110.4 (SD=14.9). The responses of CE ranged 

from 20 to 71 with an average of 47.37 and standard deviation of 8.21 and responses of 

AE ranged from11 to 32 with an average of 23.61 and standard deviation of 3.99. Table 

4.8 also indicates that teachers have the highest mean value on CE (M=47.37, SD=8.21) 

which falls near the scale marks Somewhat Agree (4). Whereas, FT has a slightly lower 

mean value than CE (M=39.46, SD=7.18) which is also closer to the scale marks 

Somewhat Agree (3). AE has the lowest mean value among the facets of AO (M = 23.61, 

SD = 3.99) which falls near the scale marks Often (3). Participants‟ overall mean score on 

AOS is 110.4 (SD=14.9) which indicates the level of AO. Skewness and Kurtosis for the 

scale were also calculated. The above-given table indicates that all the fractions were 

conceived normally distributed because the values fall within the range of +1 and -1. 

Hence, the data is suitable for parametric testing. According to the rule of thumb, if 

values fall within the range of +1 and -1, it indicates that the data is normally distributed 

(Westfall, & Henning, 2013). 
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Table 4.10 

Psychometric Properties of AOS (School Wise) 

 

Variable 

 

N 

 

M 

 

SD 

Range  

Skewness 

 

Kurtosis Potential Actual 

CE 216 3.78 .336 1-6 2.81-5 .532 .900 

FT 216 4.02 .427 1-6 3.04-5.30 .134 -.112 

AE 216 2.96 .255 1-4 2.15-3.67 .281 .081 

AO 216 3.64 .271 1-6 3.02-4.47 .480 .225 

Table 4.10 presents the results of AOS aggregated overall as well as for each facet 

of the scale. The actual range of scores was between 3.02 to 4.47, and the possible scores 

ranged from 1 to 6 and for AE they ranged from 1 to 4. Mean was calculated by 

averaging the scores for all 30 AO items. Of the facets of AOS, ratings of FT were 4.02 

(SD=.427); for CE were 3.78 (SD=.336) and for AE the ratings were 2.96 (SD=.255) 

respectively. The higher the overall school score reflects the greater the AO. The 

participants‟ overall mean score was 3.64 (SD=.271) which indicates the level of AO. 

Additionally, the normality of score distributions was measured using skewness and 

kurtosis. All calculated values of skewness and kurtosis were within the range of -1 to +1, 

which suggests that score distributions met normality (Meyers et al., 2017). 

Table 4.11 

Equation for the Calculation of Academic Optimism (Standardized Score) 

Variable Standardized Score Formula Standardized score 

Collective Efficacy [100X(CE-3.96)/.33] + 500 696.05 

Faculty Trust [100X(FT-3.65)/.39] + 500 431.88 

Academic Emphasis [100X(AE-2.75)/.26] + 500 554.73 

Academic Optimism (SSCE + SSFT + SSAE)/3 560.87 

Table 4.11 presents the standard AO scores, calculated using the guidelines of 

Wayne Hoy who developed the AOS. The school score was computed for each facet by 
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summing all the average scores and dividing by the number of respondents in each 

school. This score was transformed into a standardized score with a mean value of 500 

and a standard deviation of 100. The standardized score of all subscales was used to 

calculate the standardized AO score. According to the guideline of Wayne Hoy, the AO 

score of 500 is considered to an average score. 

Correlation Analysis 

According to Pallant (2010); Wilson and MacLean (2011) and Teodorczuk 

(2013), Pearson product-moment correlation coefficient (r) is intended for interval 

variables to focus on linear relationships. It (r) described the strength of the relationship 

between the variables using a number. Its range lies within -1 and +1 (Terre-Blanche et 

al., 2006). 

Table 4.12 

Interpretation of Pearson Product Moment Correlation Coefficient (Cohen, 1988) 

 

Strength of Association 

Coefficient r 

Positive Negative 

Small (Weak) .10 to .29 -.10 to -.29 

Medium (Moderate) .30 to .49 -.30 to -.49 

Large (Strong) .50 to 1.0 -.50 to -1.0 

Table 4.12 presents the values as guidelines and whether an association is strong 

or not. Cohen's standard was used to evaluate the strength of the relationships, where 

coefficients between .10 and .29 represent a small effect size, coefficients between .30 

and .49 represent a moderate effect size, and coefficients above .50 indicate a large effect 

size (Cohen, 1988).  
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Research Question 4 

Is there any relationship between enabling school structure and academic 

optimism? 

Relationship between ESS and AO 

Table 4.13 

Relationship between ESS and AO (Teacher Wise) 

Variables ES CS ESS CE FT AE 

Enabling Structure --      

Coercive Structure -.26* --     

Enabling School Structure .40** -.78** --    

Collective Efficacy .24* .26* .40** --   

Faculty Trust .56** .05 .41** .43** --  

Academic Emphasis .42** .01 .29* .27** .43** -- 

Academic Optimism .51** .15 .48** .78** .80** .72** 

Note. ** Correlation is significant at the.01 level (2-tailed) 

           * Correlation is significant at the.05 level (2-tailed) 

The fourth research question was “Is there any relationship between enabling 

school structure (ESS) and academic optimism (AO)?  

Pearson product-moment correlation coefficient was run to answer the question. 

The data did not vary from normality and linearity. Hence, the assumptions were met. 

Table 4.13 contains the correlations between ESS and AO. Eighteen pairs of variables 

were found to be significantly correlated, keeping in view the guidelines suggested by 

Cohen (1988). It can be seen that ESS and AO had a positive correlation of 0.48 (p < 

.05). The positive correlation indicated that schools with higher scores on the ESS scale 

also tended to have higher AO scores. The results of the correlation were significant, r = 
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.48, p < .05, suggesting there was a moderate positive correlation between ESS and AO as 

per the guidelines set by Cohen (1988). When ESS increased AO also tends to increase. 

Table 4.14 

Relationship between ESS and AO (School Wise) 

Variables ES CS ESS CE FT AE 

Enabling Structure --      

Coercive Structure -.203** --     

Enabling School Structure .572** -.687** --    

Collective Efficacy .339** .023** .606** --   

Faculty Trust .404** .020 .317** .291** --  

Academic Emphasis .484** .062 .411** .486** .544** -- 

Academic Optimism .502** .236** .570** .771** .806** .777** 

Note. ** Correlation is significant at the .01 level (2-tailed) 

           * Correlation is significant at the .05 level (2-tailed) 

Pearson correlation coefficient was computed to explore whether a relationship 

exists between the ESS and AO at the school level. Preliminary analysis ensured the 

variables to be normally distributed. The assumption of linearity remained undisrupted. It 

was observed that there were nineteen pairs of variables that were significantly correlated, 

keeping in view the guidelines suggested by Cohen (1988). The correlation between ESS 

and AO was .57 indicating strong positive correlation. This indicates that a relatively high 

level of ESS is likely to have a high AO level.  
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Research Question 5 

Is there any relationship between mindfulness and academic optimism? 

Relationship between Mindfulness and AO 

Table 4.15 

Relationship between Mindfulness and AO (Teacher Wise) 

Scale FM PM M CE FT AE 

Faculty Mindfulness --      

Principal Mindfulness .51** --     

Mindfulness  .88** .85** --    

Collective Efficacy .46** .68** .65** --   

Faculty Trust .58** .50** .63** .43** --  

Academic Emphasis .32* .32* .37** .27* .43** -- 

Academic Optimism .59** .67** .72** .78** .79** .72** 

Note. ** Correlation is significant at the .01 level (2-tailed) 

           * Correlation is significant at the .05 level (2-tailed) 

The research question was “Is there any relationship between mindfulness and 

academic optimism in the perception of secondary school teachers? Pearson product-

moment correlation coefficient was run to answer the question. The data did not vary 

from normality and linearity. Hence, the assumptions were met. Table 4.15 contains the 

correlations between mindfulness and AO. Twenty-one pairs of variables were found to 

be significantly correlated, keeping in view the guidelines suggested by Cohen (1988). It 

can be seen that mindfulness has a positive relationship with AO (r=.72; p < .05). This 

positive relationship between them indicates that higher scores on mindfulness also 

tended to have higher AO scores. The results of the correlation were significant, r = .72, p 

< .05, suggesting there was a strong positive correlation between mindfulness and AO as 

per the guidelines set by Cohen (1988). When mindfulness increased AO also tends to 

increase. 
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Table 4.16 

Relationship between mindfulness and AO (School Wise)  

Variables FM PM M CE FT AE 

Faculty Mindfulness --      

Principal Mindfulness .609** --     

Mindfulness .888** .906** --    

Collective Efficacy .641** .385** .566** --   

Faculty Trust .433** .460** .498** .291** --  

Academic Emphasis .428** .364** .440** .486** .544** -- 

Academic Optimism .652** .524** .652** .771** .806** .777*** 

Note. ** Correlation is significant at the .01 level (2-tailed) 

           * Correlation is significant at the .05 level (2-tailed) 

Pearson correlation coefficient was calculated to explore the possible relationship 

between mindfulness and AO at the school level. Preliminary analysis ensured the 

variables to be normally distributed. The assumption of linearity remained undisruptive. 

Twenty-one pairs of variables were revealed to be significantly associated, keeping in 

view the guidelines suggested by Cohen (1988). The correlation between mindfulness and 

AO was .65 indicating strong positive correlation. This indicates that a relatively high 

level of mindfulness is likely to have a high AO level.  
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Research Question 6 

Is there any relationship between mindfulness and enabling school structure?  

Relationship between Mindfulness and ESS 

Table 4.17 

Relationship between Mindfulness and ESS (Teachers Wise) 

Observed Variables FM PM M ES CS 

Faculty Mindfulness --     

Principal Mindfulness .51** --    

Mindfulness  .88** .85** --   

Enabling Structure .48** .37** .49** --  

Coercive Structure .11 .16 -.16 -.26* -- 

Enabling School Structure .58** .33* .53** .40** -.78** 

Note. ** Correlation is significant at the .01 level (2-tailed) 

           * Correlation is significant at the .05 level (2-tailed) 

The first research question was “Is there any relationship between mindfulness 

and enabling school structure? Pearson product-moment correlation coefficient was run 

to answer the question. The data did not vary from normality and linearity. Hence, the 

assumptions were met. Table 4.17 contains the correlations between mindfulness and 

ESS. Twelve pairs of variables were found to be significantly correlated, keeping in view 

the guidelines suggested by Cohen (1988). It can be seen that mindfulness and ESS had a 

positive correlation of .49 (p<.05). The positive correlation indicated that higher scores 

on mindfulness also tended to have higher ESS scores. The results of the correlation were 

significant, r = .49, p<.05, suggesting there was a moderate positive correlation between 

mindfulness and ESS as per the guidelines set by Cohen (1988). When mindfulness 

increased ESS also tends to increase.  
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Table 4.18 

Relationship between Mindfulness and ESS (Schools Wise) 

Variables FM PM M ES CS 

Faculty Mindfulness --     

Principal Mindfulness .609** --    

Mindfulness  .888** .906** --   

Enabling Structure .391** .225** .340** --  

Coercive Structure .321** .265** -.325** -.203** -- 

Enabling School Structure .559** .389** .525** .572** .687** 

Note. ** Correlation is significant at the .01 level (2-tailed) 

           * Correlation is significant at the .05 level (2-tailed) 

Pearson correlation coefficient was computed to explore the possible relationship 

between mindfulness and ESS at the school level. Preliminary analysis ensured the 

variables to be normally distributed. Moreover, the assumption of linearity remained 

undisruptive. Fifteen pairs of variables were revealed to be significantly associated, 

keeping in view the guidelines suggested by Cohen (1988). The correlation between 

mindfulness and ESS was .525 indicating strong positive correlation. This indicates that a 

relatively high level of mindfulness is likely to have a high ESS level. 

  



98 
 

Regression Analysis 

To further measure the strength of the relationship, regression analysis was 

conducted to find out the unique contribution of ESS on AO; Mindfulness on AO, and 

Mindfulness on ESS. 

Relationship between ESS and AO 

Evaluation of Model: Relationship between ESS and AO (Teachers Wise) 

Table 4.19 

Model Summaryᵇ (N = 1266) 

Model R R
2
 Adj. R

2
 Std. Error F p 

1 .478 .228 .224 16.76958 16.27 .00 

 

a. Predictor: (Constant) ESS 

b. Dependent Variable: AO 

The results of the regression analysis with ESS scores as predictors of AO scores 

are shown in Table 4.19. The model summary reveals how much variance in AO 

(dependent variable) is explained by ESS (Independent Variable). According to the 

model, the value is .22 which indicates that 22% variance in the AO (dependent variable) 

is explained by ESS. The regression model was statistically significant, R
2
=.228, 

Adjusted R
2
=.224, F(2, 1263)=16.27, p=.00. AO was statistically significant (β= .478, p 

< .05). It can be concluded that a higher level of AO was associated with a higher level of 

ESS. 
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Regression Equation 

Table 4.20 

Regression Coefficientsª (N = 1266) 

 

Model 

Unstandardized Coefficients Standardized Coefficients  

t 

 

p B SEB β 

Constant 55.187 14.474  3.813 .00 

ESS 1.375 0.341 .478 4.033 .00 

a. Dependent Variable: AO 

Table 4.20 provides data required to predict AO from ESS. It reveals that ESS 

contributes significantly to the model. This indicated that AO was associated with a 

higher level of ESS. 

The regression equation is:  

AO = 55.187 + 1.375 (ESS) 

Evaluation of Model: Relationship between ESS and AO (School Wise) 

Model Summary 

Table 4.21 

Model Summaryᵇ (N = 216) 

Model R R
2
 Adj. R

2
 Std. Error F p 

1 .570 .325 .322 .22350 102.440 .00 

 

a. Predictor: (Constant) ESS 

b. Dependent Variable: AO 

The results of the regression analysis with ESS scores as predictors of AO scores 

are shown in Table 4.21. The model summary reveals how much variance in AO 

(dependent variable) is explained by ESS (Independent Variable). According to the 

model, the value is .32 which indicates that 32% variance in the AO (dependent variable) 

is explained by ESS. The regression model was statistically significant, R
2
=.325, 
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Adjusted R
2
=.322, F (2, 1263) =102.440, p =.00. AO was statistically significant (β 

=.570, p<.05). It can be concluded that a higher level of AO was associated with a higher 

level of ESS. 

Regression Equation 

Table 4.22 

Regression Coefficientsª (N = 1266) 

 

Model 

Unstandardized Coefficients Standardized Coefficients  

t 

 

p B SEB β 

Constant 1.704 .192  8.871 .00 

ESS .579 .057 .570 10.121 .00 

a. Dependent Variable: AO 

Table 4.22 provides data required to predict AO from ESS. It reveals that ESS 

contributes significantly to the model. This indicated that AO was associated with a 

higher level of ESS. The regression equation is:  

AO = 1.704 + 0.579 (ESS) 

Relationship between Mindfulness and AO 

Evaluation of Model: Relationship between mindfulness and AO (Teacher Wise) 

Model Summary 

Table 4.23 

Model Summaryᵇ (N = 1266) 

Model R R
2
 Adj. R

2
 Std. Error F p 

1 .721 .519 .511 13.2350 59.419 .00 

 

a. Predictor: (Constant) mindfulness 

b. Dependent Variable: AO 
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The results of the regression analysis with mindfulness scores as predictors of AO 

scores are shown in Table 4.23. The model summary reveals how much variance in AO 

(dependent variable) is explained by Mindfulness (Independent Variable). According to 

the model, the value is .51 which indicates that 51% variance in AO (dependent variable) 

is explained by Mindfulness (independent variable). The regression model was 

statistically significant, R
2
=.519, Adjusted R

2
=.511, F (2, 1263) = 59.419, p=.00. AO was 

statistically significant (β=.721, p<.05). It can be concluded that a higher level of AO is 

associated with a higher level of mindfulness.  

Regression Equation 

Table 4.24 

Regression Coefficientsª (N = 1266) 

 

Model 

Unstandardized Coefficients Standardized Coefficients  

t 

 

p B SEB β 

Constant 31.919 10.648  2.998 .00 

Mindfulness 1.554 .202 .721 7.708 .00 

a. Dependent Variable: AO 

Table 4.24 provides data required to predict AO from mindfulness. It reveals that 

mindfulness contributes significantly to the model. This indicated that AO was associated 

with a higher level of mindfulness. The regression equation is:  

AO = 31.919 + 1.554 (Mindfulness) 

Evaluation of Model: Relationship between Mindfulness and AO (Schools Wise) 

Model Summary 

Table 4.25 

Model Summaryᵇ (N = 1266) 

Model R R
2
 Adj. R

2
 Std. Error F p 

1 .652 .426 .423 .20611 157.921 .00 
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a. Predictor (Constant): Mindfulness 

b. Dependent Variable: AO 

The results of the regression analysis with mindfulness scores as predictors of AO 

scores are shown in Table 4.25. The model summary reveals how much variance in AO 

(dependent variable) is explained by Mindfulness (Independent Variable). According to 

the model, the value is .426 which indicates that 42% variance in the Mindfulness 

(independent variable) is explained by AO. The regression model was statistically 

significant, R
2
=.426, Adjusted R

2
=.423, F (2, 1263) =157.921, p=.00. Mindfulness was 

statistically significant (β=.652, p<.05). It can be concluded that a higher level of AO is 

associated with a higher level of mindfulness. 

Regression Equation 

Table 4.26 

Regression Coefficientsª (N = 216) 

 

Model 

Unstandardized Coefficients Standardized Coefficients  

t 

 

p B SEB β 

Constant 1.562 .166  9.410 .00 

Mindfulness .529 .042 .652 12.567 .00 

a. Dependent Variable: AO 

Table 4.26 provides data required to predict AO from mindfulness. It reveals that 

mindfulness contributes significantly to the model. The regression equation is:  

AO = 1.562 + .529 (Mindfulness) 
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Relationship between Mindfulness and ESS 

Evaluation of Model: Relationship between Mindfulness and ESS (Teacher Wise) 

Model Summary 

Table 4.27 

Model Summaryᵇ (N = 1266) 

Model R R
2
 Adj. R

2
 Std. Error F p 

1 .492 .242 .228 5.77409 17.551 .00 

 

a. Predictor: (Constant) Mindfulness 

b. Dependent Variable: ESS 

The results of the regression analysis with mindfulness scores as predictors of ESS 

are shown in Table 4.27. The model summary reveals how much variance in ESS 

(dependent variable) is explained by Mindfulness (Independent Variable). According to 

the model, the value is .24 which indicates that 24% variance in the ESS (dependent 

variable) is explained by mindfulness. The regression model was statistically significant, 

R
2
=.242, Adjusted R

2
=.228, F (2, 1263) = 17.551, p=.00. AO was statistically significant 

(β=.492, p<.05). It can be concluded that a higher level of ESS is associated with a higher 

level of mindfulness. 

Regression Equation 

Table 4.28 

Regression Coefficientsª (N = 1266) 

 

Model 

Unstandardized Coefficients Standardized Coefficients  

t 

 

p B SEB β 

Constant 22.752 4.645  4.898 .00 

Mindfulness .368 .088 .492 4.189 .00 

a. Dependent Variable: ESS 
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Table 4.28 provides data required to predict ESS from mindfulness. It reveals that 

mindfulness contributes significantly to the model. The regression equation is:  

ESS = 22.752 + .368 (Mindfulness) 

Evaluation of Model: Relationship between Mindfulness and ESS (Schools Wise) 

Model Summary 

Table 4.29 

Model Summaryᵇ (N = 1266) 

Model R R
2
 Adj. R

2
 Std. Error F p 

1 .525 .275 .272 .22790 80.879 .00 
 

a. Predictor (Constant): Mindfulness 

b. Dependent Variable: ESS 

The results of the regression analysis with mindfulness scores as predictors of ESS 

scores are shown in Table 4.29. The model summary reveals how much variance in ESS 

(dependent variable) is explained by Mindfulness (Independent Variable). According to 

the model, the value is .27 which indicates that 27% variance in the ESS (dependent 

variable) is explained by Mindfulness. The regression model was statistically significant, 

R
2
=.275, Adjusted R

2
=.272, F (2, 1263) =80.879, p=.00. AO was statistically significant 

(β=.525, p<.05). It can be concluded that a higher level of ESS is associated with a higher 

level of mindfulness. 

Regression Equation 

Table 4.30 

Regression Coefficientsª (N = 216) 

 

Model 

Unstandardized Coefficients Standardized Coefficients  

t 

 

p B SEB β 

Constant 1.701 .184  9.267 .00 

Mindfulness .419 .047 .525 8.993 .00 

a. Dependent Variable: ESS 
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Table 4.30 provides data required to predict ESS from mindfulness. It reveals that 

mindfulness contributes significantly to the model. The regression equation is:  

Mindfulness = 1.701 + .419 (ESS) 

Guideline to Interpret Effect Size 

Table 4.31 

Effect Size (Cohen, 1988) 

Effect Size Cohen‟s d Eta Square (η²) 

Small effect .2 .01 

Moderate effect .5 .06 

Large effect .8 .14 

Source: Tabachnik and Fidell (2007) 

Table 4.31 presents the guidelines presented by Cohen followed to interpret the 

effect size. An effect size is a descriptive statistic that describes the estimated magnitude 

of a relationship. APA sixth edition tells that “for the reader to appreciate the magnitude 

or importance of a study‟s findings, it is almost always necessary to include some 

measure of effect size in the results section” (p.34). Coe (2002) argues, “Effect size is a 

simple way of quantifying the difference between two groups. Effect size tells us, how 

much do the groups differ. According to Hoy (2010), “Effect size is the magnitude of the 

independent variable‟s effect on the dependent variable (p. 59)”. 

Research Question 7 

Is there any difference in the perception of ESS on the basis of gender, marital 

status, locality, qualification, age, and experience? 
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The Difference in the Perception of ESS on the basis of Gender 

Table 4.32 

Gender wise Comparison of Teachers’ ESS Scores 

Scale Gender M SD df t  p  Effect size r/ Cohn‟s d 

ES Male 21.54 4.42 1264 -.635 .53 .0217/-.0434 

 Female 21.73 4.06     

CS Male 17.61 4.58 1264 -2.796 .05 .0950/-.1909 

 Female 18.46 4.11     

ESS Male 39.15 5.80 1264 -2.581 .01 .0878/-.1762 

 Female 40.19 5.54     

 

Independent samples t-test was applied to compare the mean score of ESS on the 

basis of gender. Results of independent samples t-test are given in table 4.32. It is 

revealed that female teachers have reported their perception regarding ESS (M=40.19, 

SD=5.54) considerably higher than male teachers (M=39.15, SD=5.80) having moderate 

effect size (.08777/-.17623). It can be inferred that there is a statistically significant 

difference in the mean ESS score for males and females. There is also a statistically 

significant difference in the opinion regarding Coercive Structure (CS). Here, the 

perception of female teachers is slightly higher (M=18.46, SD=4.11) than male teachers 

(M=17.61, SD=4.58) with a moderate effect size of .09502/-.19091. The score of male 

teachers (M=21.54, SD=4.42) and female teachers (M=21.73, SD=4.06) did not differ on 

enabling structure (ES). 
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The Difference in the Perception of ESS on the basis of Marital Status 

Table 4.33 

Marital Status wise Comparison of Teachers’ ESS Scores 

Scale M.Status M SD df t  p  Effect size r/ Cohn‟s d 

ES Single 21.48 4.29 1264 -.620 .536 .0212/-.0423 

 Married 21.67 4.28     

CS Single 18.21 4.53 1264 1.235 .217 .0421/.0843 

 Married 17.81 4.36     

ESS Single 39.69 5.73 1264 .489 .625 .0167/.0334 

 Married 39.48 5.73     

Independent samples t-test was applied to compare the mean score of ESS on the 

basis of marital status. Results of independent samples t-test are given in table 4.33. It is 

revealed that single teachers did not report their perception regarding ESS (M=39.69, 

SD=5.73) significantly higher than married teachers (M=39.48, SD=5.73). There is no 

statistically significant difference in the ESS score of single and married teachers. There 

is also no statistically significant difference in the opinion regarding Enabling Structure 

(ES). The perception of single teachers was not higher (M=21.48, SD=4.29) than married 

teachers (M=21.67, SD=4.28). The groups did not differ significantly on Coercive 

Structure (ES). No significant difference was observed in the perception of single 

teachers (M=18.21, SD=4.53) and married teachers (M=17.81, SD=4.36). 
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The Difference in the Perception of ESS on the basis of Locality 

Table 4.34 

Locality wise Comparison of Teachers’ ESS Scores  

Scale Locality M SD df t  p  Effect size r/ Cohn‟s d 

ES Urban 21.53 4.29 1264 -.565 .572 .0193/-.0386 

 Rural 21.69 4.28     

CS Urban 18.03 4.35 1264 .601 .548 .0205/.0410 

 Rural 17.85 4.49     

ESS Urban 39.56 5.47 1264 .041 .967 .0014/.0028 

 Rural 39.54 5.96     

Independent samples t-test was applied to compare the mean score of ESS on the 

basis of the locality. Results of independent samples t-test are given in table 4.34. Urban 

teachers did not report their perception regarding ESS (M=39.56, SD=5.47) significantly 

higher than rural teachers (M=39.54, SD=5.96). It can be observed regarding the 

perception of urban as well as rural teachers regarding ESS, no statistically significant 

difference exists. Pertaining to the perception of urban (M=21.53, SD=4.29) and rural 

(M=21.69, SD=4.28) teachers on Enabling Structure (ES), no significant difference was 

observed. Similarly, the groups also did not differ significantly on Coercive Structure 

(CS) where no significant difference was observed in the perception of urban teachers 

(M=18.03, SD=4.35) and rural teachers (M=17.85, SD=4.49). 
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The Difference in the Perception of ESS on the basis of Qualification 

Table 4.35 

ESS Score of Teachers in Different Qualification Groups 

Scales Qualification N M SD 

ES BA/ BSc 124 20.358 3.688 

 MA/ MSc 872 21.888 4.200 

 MPhil/ PhD 270 21.251 4.689 

CS BA/ BSc 124 15.506 3.564 

 MA/ MSc 872 17.742 4.479 

 MPhil/ PhD 270 19.330 4.538 

ESS BA/ BSc 124 38.864 4.991 

 MA/ MSc 872 39.630 5.729 

 MPhil/ PhD 270 39.581 6.007 

Table 4.35 shows the ESS score of secondary school teachers in different 

qualification groups along with the number of participants and standard deviations of 

each group. 

Table 4.36 

Comparison of Teachers’ ESS Scores on the Basis of Qualification 

Variable Source df SS MS F p η² 

ES Between groups 2 196.46 98.23 5.40 .01 .013 

 Within groups 1264 15571.82 18.17    

CS Between groups 2 76.72 38.36 1.97 .14 .005 

 Within groups 1264 16698.76 19.49    

ESS Between groups 2 42.104 21.05 0.64 .53 .001 

 Within groups 1264 28078.94 32.76    

One way ANOVA was employed to explore the effect of qualification on levels of 

ESS. On the basis of qualification, teachers were divided into various groups. Group 1 

was composed of BA/BSc; Group 2 was composed of MA/MSc and Group 3 was 
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composed of MPhil/PhD. Table 4.36 shows qualification did not cause variation in ESS 

and CS scores. There is a statistically significant difference at p<.05 level in ES scores, 

F(2, 1263)=5.40, p=.01 with small effect size calculated using eta squared (.0125). Table 

4.35 shows the mean ES, CS, and ESS score for teachers who possess BA/BSc, MA/MSc, 

and MPhil/PhD degrees.  

Table 4.37 

The Difference in ESS Scores on the Basis of Qualification(Post Hoc Test) 

Dependent Variable Qualification  Qualification  Mean Difference p 

ES BA/BSc MA/MSc -1.530 .00 

Table 4.37 presents the results of Post Hoc analysis which employed to know the 

groups statistically different from one another. Post-hoc comparisons using the Tukey 

HSD test indicated that the mean score for Group 1 (M=20.358, SD=3.688) was 

significantly different from Group 2 (M=21.888, SD=4.200). Group 3 (M=21.251, 

SD=4.689) did not differ significantly from either Group 1 or 2 on enabling structure. 
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The Difference in the Perception of ESS on the basis of Age 

Table 4.38 

ESS Score of SSTS in Different Age Groups 

Scales Age N M SD 

ES Below 30 481 18.094 3.690 

 30-40 529 18.216 3.498 

 41-50 196 17.800 3.582 

 Above 50 61 19.312 3.123 

CS Below 30 481 18.522 4.438 

 30-40 529 18.055 4.335 

 41-50 196 17.990 4.655 

 Above 50 61 16.803 3.962 

ESS Below 30 481 40.384 5.776 

 30-40 529 40.159 5.770 

 41-50 196 39.462 6.188 

 Above 50 61 39.820 4.756 

In table 4.38, ESS scores of SSTs are presented in different age groups along with 

the number of participants and the standard deviation of each group. 

Table 4.39 

Comparison of Teachers’ ESS Scores on the Basis of Age 

Variable Source df SS MS F p η² 

ES Between groups 2 109.90 36.63 2.88 .03 .007 

 Within groups 1264 16070.51 12.73    

CS Between groups 2 186.78 62.25 3.20 .02 .008 

 Within groups 1264 24523.05 19.43    

ESS Between groups 2 122.95 40.98 1.22 .30 .003 

 Within groups 1264 42385.28 33.59    

One way ANOVA was employed to explore the effect of age on levels of ESS. 

Respondents were divided into four groups according to their age. Group 1 was below 30 



112 
 

years; Group 2 was 30-40 years; Group 3 was 41-50 years, and group four was above 50 

years. On the basis of age, it can be observed that there is no statistically significant 

difference in ESS scores of teachers. There is a statistically significant difference at p<.05 

level in ES scores, F(2, 1263)=2.88, p=.03 with small effect size calculated using eta 

squared (.0067). There is also a statistically significant difference at p<.05 level in CS 

scores, F(2, 1263)=3.20, p=.02 with small effect size calculated using eta squared (.0076). 

Table 4.39 shows the mean ES, CS, and ESS score for teachers who belong to different 

four age groups.  

Table 4.40 

Post Hoc Test for difference in ES and CS Score On the Basis of Age 

Dependent Variable Age Groups Age Groups Mean Difference p 

ES Below 30 Above 50 -1.218 .06 

 41-50 Above 50 -1.511 .02 

CS Below 30 Above 50 1.719 .02 

Table 4.40 presents the results of Post Hoc analysis which employed to know the 

groups statistically different from one another. Post-hoc comparisons using the Tukey 

HSD test indicated that the mean score for Group 1 (M=18.094, S=3.690) was 

significantly different from Group 4 (M=19.312, SD=3.123) and mean score for Group 3 

(M=17.800, SD=3.582) was significantly different from Group 4 (M=19.312, SD=3.123) 

on ES.  Group 2 (M=18.216, SD=18.216) did not differ significantly from either Group 1, 

3, or 4 on enabling structure. The mean score for Group 1 (M=18.522, SD=4.438) was 

significantly different from Group 4 (M=16.803, SD=3.962) on CS.  Group 2 

(M=18.055, SD=4.335) did not differ significantly from either Group 1, 3, or 4 on CS. 

The rremaining groups did not differ significantly on the scales. 
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The Difference in the Perception of ESS on the basis of Experience 

Table 4.41 

ESS Score of Teachers with Different Experience Groups 

Scales Experience N M SD 

ES Below 10  643 17.960 3.641 

 10-20 448 18.268 3.487 

 21-30 140 18.564 3.569 

 Above 30 35 18.771 3.422 

CS Below 10  643 18.044 4.432 

 10-20 448 18.712 4.406 

 21-30 140 17.293 4.253 

 Above 30 35 16.771 4.145 

ESS Below 10  643 39.790 5.666 

 10-20 448 40.799 5.998 

 21-30 140 39.636 5.585 

 Above 30 35 39.371 5.811 

Table 4.41 shows the ESS score of teachers in different groups formed on the 

basis of experience along with the number of participants and the standard deviations of 

each group. 

Table 4.42 

Comparison of Teachers’ ESS Scores on the Basis of Experience  

 Variable Source df SS MS F p η² 

ES Between groups 2 67.01 22.34 1.75 .15 .004 

 Within groups 1264 16113.40 12.77    

CS Between groups 2 318.01 106.00 5.48 .00 .012 

 Within groups 1264 24391.80 19.33    

ESS Between groups 2 329.06 109.69 3.26 .02 .008 

 Within groups 1264 42179.17 33.42    
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One way ANOVA was employed to explore the effect of experience on ESS 

score. Respondents were divided into four groups according to their age. Group 1 was 

below 10 years; Group 2 was 10-20 years; Group 3 was 21-30 years, and group four was 

above 30 years. It can be observed on the basis of age, there is no statistically significant 

difference in teachers‟ CS and ESS scores. There is a statistically significant difference at 

p < .05 level in CS scores, F(2, 1263)= 5.48, p=.00 with a small effect size calculated 

using eta squared (.012). There is also a statistically significant difference at p<.05 level 

in ESS scores, F(2, 1263)=3.26,  p=.02 with small effect size calculated using eta squared 

(.008).  

Table 4.43 

Post Hoc Test for difference in CS and ESS Score due to Experience 

Dependent Variable Age Groups Age Groups Mean Difference p 

CS 10-20 21-30 1.419 .05 

 10-20 Above 30 1.941 .05 

ESS Below 10 10-20 -1.009 .02 

Table 4.43 presents the results of Post Hoc analysis which employed to know the 

groups statistically different from one another. Post-hoc comparisons using the Tukey 

HSD test indicated that the mean score for Group 2 (M=18.712, SD=4.406) was 

significantly different from Group 3 (M=16.771, SD=4.145) and mean score for Group 2 

(M=18.712, SD=4.406) was significantly different from Group 4 (M=16.771, SD=4.145) 

on CS. The mean score for Group 1 (M=17.293, SD=4.253) was significantly different 

from Group 4 (M=16.771, SD=4.145) on CS.  Group 2 (M=39.790, SD=5.666) differs 

significantly from Group 2 (M=40.799; SD=5.998).  The remaining groups did not 

significantly differ on the scales. 
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Research Question 8 

Is there any difference in perception of mindfulness on the basis of gender, marital 

status, locality, qualification, age, and experience? 

The Difference in the Perception of Mindfulness (M) on the basis of Gender 

Table 4.44 

Gender Wise Comparison of Teachers’ Mindfulness(M) Scores  

Scale Gender M SD df t  p  Effect size r/ Cohn‟s d 

FM Male 26.87 4.57 1264 -3.080 .00 .1046/-.2103 

 Female 27.84 4.35     

PM Male 27.69 4.80 1264 -1.377 .17 .0470/-.0940 

 Female 28.15 4.50     

M Male 54.57 7.94 1264 -2.592 .01 .0881/-.1770 

 Female 55.99 7.63     

Independent samples t-test was applied to compare the mean score of mindfulness 

on the basis of gender. Results of independent samples t-test are given in table 4.44. It 

was observed that female teachers reported their perception regarding mindfulness 

(M=55.99, SD=7.63) significantly higher than male teachers (M=54.57, SD=7.94) with a 

moderate effect size (.08814/-.17698). Regarding ESS, it can be inferred that no 

statistically significant difference exists in the perception of male and female SSTs. There 

is also a statistically significant difference in the opinion regarding Faculty Mindfulness 

(FM). It can be observed that the perception of female teachers is higher (M=27.84, 

SD=4.35) than male teachers (M=26.87, SD=4.57) with a large effect size .10457/-.2103. 

It was observed that the groups did not differ significantly on Principal Mindfulness 

(PM). No significant difference was observed in the perception of male (M=27.69, 

SD=4.80) and female teachers (M=28.15, SD=4.50). 
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The Difference in the Perception of Mindfulness (M) on the basis of Marital Status 

Table 4.45 

Marital Status Wise Comparison of Teachers’ Mindfulness(M) Scores  

Scale M.Status M SD df t  p  Effect size r/ Cohn‟s d 

FM Single 26.83 4.68 1264 -1.821 .069 .0621/-.1243 

 Married 27.43 4.22     

PM Single 27.55 4.52 1264 -1.347 .178 .0459/-.0920 

 Married 28.01 4.76     

M Single 54.38 7.81 1264 -1.851 .065 .0631/-.1264 

 Married 55.44 7.85     

Independent samples t-test was applied to compare the mean score of mindfulness 

on the basis of marital status. Results of independent samples t-test are given in table 

4.45. Regarding the perception of mindfulness (M), it was observed that the perception of 

single teachers (M=54.38, SD=7.81) was not significantly higher than married teachers 

(M = 55.44, SD = 7.85). Regarding mindfulness, it can be observed no significant 

difference in the perception of single and married teachers. Likewise, no significant 

difference was observed in the perception regarding FM. The perception of single 

teachers is not higher (M=26.83, SD=4.68) than married teachers (M = 27.43, SD=4.22). 

The groups also show no significant difference in PM where no significant difference was 

observed in the perception of single (M=27.55, SD=4.52) and married teachers 

(M=28.01, SD=4.76). 
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The Difference in Perception of Mindfulness (M) on the basis of Locality 

Table 4.46 

Locality Wise Comparison of Teachers’ Mindfulness(M) Scores 

Scale Locality M SD df t  p  Effect size r/ Cohn‟s d 

FM Urban 27.23 4.25 1264 -.080 .936 .0027/-.0055 

 Rural 27.26 4.75     

PM Urban 27.88 4.48 1264 .062 .950 .0021/.0042 

 Rural 27.85 4.89     

M Urban 55.11 7.12 1264 -.009 .993 .0003/-.0006 

 Rural 55.11 8.50     

Independent samples t-test was applied to compare the mean score of mindfulness 

on the basis of the locality. Results of independent samples t-test are given in table 4.46. 

It is observed that urban teachers reported their perception regarding mindfulness 

(M=55.11, SD=7.12) not significantly higher than rural teachers (M=55.11, SD=8.50). It 

can be concluded that there is no statistically significant difference in the mindfulness 

score of urban and rural teachers. Likewise, there is also no statistically significant 

difference in the opinion regarding FM. It can be observed that the perception of urban 

teachers is not higher (M=27.23, SD=4.25) than rural teachers (M=27.26, SD=4.75). 

Similarly, the groups are not different on PM. The perception of urban teachers 

(M=27.88, SD=4.48) and rural teachers (M=27.85, SD=4.89) is no significantly different 

on PM. 

  



118 
 

The Difference in Perception of Mindfulness (M) on the basis of Qualification 

Table 4.47 

Mindfulness (M) Score of Teachers with Different Qualification Groups 

Scales Qualification N M SD 

FM BA/ BSc 124 27.000 4.467 

 MA/ MSc 872 27.405 4.552 

 MPhil/ PhD 270 26.810 4.382 

PM BA/ BSc 124 27.296 4.705 

 MA/ MSc 872 28.035 4.722 

 MPhil/ PhD 270 27.559 4.558 

M BA/ BSc 124 54.296 7.803 

 MA/ MSc 872 55.440 7.968 

 MPhil/ PhD 270 54.369 7.430 

Table 4.47 shows the mindfulness score of secondary school teachers in different 

groups which were formed on the basis of qualification along with the number of 

participants and the standard deviations of each group. 

Table 4.48 

Comparison of Teachers’ Mindfulness (M)  Scores on the Basis of Qualification  

Variable Source df SS MS F p η² 

FM Between groups 2 54.08 27.04 1.33 .27 .003 

 Within groups 1264 17424.13 20.33    

PM Between groups 2 60.334 30.17 1.37 .25 .003 

 Within groups 1264 18825.29 21.97    

M Between groups 2 217.332 108.67 1.77 .17 .004 

 Within groups 1264 52728.39 61.53    

One way ANOVA was employed to explore the effect of qualification on 

mindfulness scores. Teachers were divided into different qualification groups. Group 1 

was comprised of BA/BSc; Group 2 was comprised of MA/MSc, and Group 3 was 
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comprised of MPhil/ Phd. According to table 4.48, age is found not to be the main source 

of difference in FM, PM, and mindfulness scores. On the basis of qualification, no 

statistically significant difference at p < 0.05 level was observed in FM, PM and 

mindfulness. 

The Difference in the Perception of Mindfulness (M) on the basis of Age 

Table 4.49 

Mindfulness(M) Score of Teachers with Different Age Groups 

Scales Age N M SD 

FM Below 30 481 27.264 4.623 

 30-40 529 27.572 4.253 

 41-50 196 27.728 4.362 

 Above 50 61 27.590 4.451 

PM Below 30 481 27.043 4.826 

 30-40 529 27.726 4.861 

 41-50 196 27.903 4.956 

 Above 50 61 28.639 4.622 

M Below 30 481 54.289 8.078 

 30-40 529 55.299 8.865 

 41-50 196 55.631 8.076 

 Above 50 61 56.230 7.868 

Table 4.49 shows the mindfulness score of teachers in different groups formed on 

the basis of age along with the number of participants and the standard deviations of each 

group. 
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Table 4.50 

Comparison of Teachers’ Mindfulness (M) Scores on the Basis of Age  

Variable Source df SS SM F p η² 

FM Between groups 2 39.742 13.25 0.68 .56 .002 

 Within groups 1264 24688.27 19.56    

PM Between groups 2 245.13 81.71 3.47 .01 .008 

 Within groups 1264 29708.17 23.54    

M Between groups 2 460.00 153.33 2.41 .06 .006 

 Within groups 1264 80361.84 63.68    

One way ANOVA was employed to explore the effect of age on mindfulness 

scores. Respondents were divided into four groups according to their age. Group 1 was 

below 30 years; Group 2 was 30-40 years; Group 3 was 41-50 years, and Group 4 was 

above 50 years. According to table 4.50, age is not a basis of difference in FM, PM, and 

Mindfulness scores. On the basis of age, it can be observed that no statistically significant 

difference exists at p<.05 level in FM, PM, and Mindfulness. 

Table 4.51 

Post Hoc Test for difference in PM Score on the Basis of Age 

Dependent Variable Age Groups Age Groups Mean Difference p 

PM Below 30 30-40 -.70095 .02 

 Below 30 41-50 -.87762 .03 

 Below 30 Above 50 -1.61440 .01 

Table 4.51 presents the results of Post Hoc analysis which employed to know the 

groups statistically different from one another. Post-hoc comparisons using the Tukey 

HSD test indicated that the mean score for Group 1 (M=27.043, SD=4.826) was 

significantly different from three groups i.e. Group 2 (M =27.726, SD=4.861); Group 3 
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(M=27.903, SD=4.956), and Group 4 (M=28.639, SD=4.622) on PM. The remaining 

groups did not differ significantly on the scales. 

The Difference in the Perception of Mindfulness on the basis of Experience 

Table 4.52 

Mindfulness(M) Score of Teachers with Different Experience Groups 

Scales Experience N M SD 

FM Below 10  643 27.218 4.363 

 10-20 448 27.690 4.627 

 21-30 140 28.064 3.701 

 Above 30 35 27.286 5.199 

PM Below 10  643 27.432 4.731 

 10-20 448 27.362 5.120 

 21-30 140 28.357 4.576 

 Above 30 35 28.200 4.916 

M Below 10  643 54.650 7.807 

 10-20 448 55.051 8.358 

 21-30 140 56.421 7.291 

 Above 30 35 55.486 8.916 

Table 4.52 shows the mindfulness score of teachers in different groups formed on 

the basis of experience along with the number of participants and the standard deviation 

of each group. 
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Table 4.53 

Comparison of Teachers’ Mindfulness (M) Scores on the Basis of Experience  

Variable Source df SS MS F p η² 

FM Between groups 2 113.05 37.68 1.93 .12 .005 

 Within groups 1264 24614.96 19.51    

PM Between groups 2 130.33 43.44 1.84 .14 .004 

 Within groups 1264 29953.30 23.63    

M Between groups 2 370.88 123.63 1.94 .12 .005 

 Within groups 1264 80450.97 63.75    

One way ANOVA was employed to explore the effect of experience on 

mindfulness scores. Respondents were divided into three groups according to their 

experience. Group 1 was below 10 years; Group 2 was 10-20 years; Group 3 was 21-30 

years, and Group 4 was above 30 years. According to table 4.53, the experience is not a 

source of variation in FM, PM, and Mindfulness. On the basis of experience, no 

statistically significant difference at p<.05 level in FM, PM, and M was observed. 
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Research Question 9 

Is there any difference in the perception of academic optimism on the basis of 

gender, marital status, locality, qualification, age, and experience? 

The Difference in the Perception AO on the basis of Gender 

Table 4.54 

Gender wise Comparison of Teachers’ AO Scores 

Scale Gender M SD df t  p  Effect size r/ Cohn‟s d 

CE Male 44.35 7.25 1264 -1.372 .17 .0468/-.0937 

 Female 45.03 6.77     

FT Male 40.92 7.60 1264 .868 .39 .0296/.0593 

 Female 40.46 7.52     

AE Male 22.79 4.37 1264 -.089 .93 .0030/-.0061 

 Female 22.83 4.12     

AO Male 108.06 14.63 1264 -.244 .80 .0083/-.0167 

 Female 108.31 14.01     

Independent samples t-test was applied to compare the mean score of AO on the 

basis of gender. Results of independent samples t-test are given in table 4.54. It is 

observed that female teachers did not report their perception of AOS (M=108.31, 

SD=14.01) significantly greater than male teachers (M=108.06.57, SD=7.94). It can be 

inferred that there is no statistically significant difference in the mean AO score for males 

and females SSTs. Similarly, there is no statistically significant difference in perception 

of teachers regarding Collective Efficacy (CE) i.e score of female teachers is not greater 

(M=45.03, SD=6.77) than male teachers (M=44.35, SD=7.25). Likewise, the groups also 

did not differ significantly on the Faculty Trust (FT) subscale where no significant 

difference was observed in the perception of male teachers (M=22.79, SD=7.60) as well 

as female teachers (M=40.46, SD=7.52). Likewise, the groups also did not differ 

significantly on the Academic Emphasis (AE) subscale where no significant difference 
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exists in the perception of male teachers (M=22.79, SD=4.37) as well as female teachers 

(M=22.83, SD=4.12). 

The Difference in the Perception of AO on the basis of Marital Status 

Table 4.55 

Marital Status wise Comparison of Teachers’ AO Scores 

Scale M.Status M SD df t  p  Effect size r/ Cohn‟s d 

CE Single 44.74 7.24 1264 0.375 .708 .0128/.0256 

 Married 44.55 7.00     

FT Single 40.26 8.30 1264 -1.203 .230 .0559/-.1120 

 Married 40.97 7.20     

AE Single 22.33 4.63 1264 -2.077 .038 .0956/-.1921 

 Married 23.01 4.09     

AO Single 107.34 15.50 1264 -1.81 .280 .0830/-.1665 

 Married 108.53 13.84     

 Independent samples t-test was applied to compare the mean score of AO on the 

basis of marital status. Results of independent samples t-test are given in table 4.55. It is 

observed that single teachers (M=107.34, SD=15.50) did not report their perception in 

AO significantly greater than married teachers (M=108.53, SD=13.84). It can be inferred 

that there is no statistically significant difference in the mean AO score for single and 

married secondary school teachers. Similarly, no statistically significant difference was 

observed in the perception of teachers regarding the Collective Efficacy (CE) subscale 

between single teachers (M=44.74, SD=7.24) and married teachers (M=44.55, SD=7.00). 

Likewise, the groups did not differ significantly on the Faculty Trust (FT) subscale where 

no significant difference was seen in the perception of single teachers (M=40.26, 

SD=8.30) and married teachers (M=40.97, SD=7.20). Similarly, the groups were not 

different on the Academic Emphasis (AE) subscale where no significant difference exists 

in the perception of single teachers (M=22.33, SD=4.63) as well as married teachers 

(M=23.01, SD=4.09) was observed. 
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The Difference in the Perception of AO on the basis of Locality 

Table 4.56 

Locality wise Comparison of Teachers’ AO Scores 

Scale Locality M SD df t  p Effect size r/ Cohn‟s d 

CE Urban 44.73 6.72 1264 0.507 .613 .0173/.0347 

 Rural 44.49 7.41     

FT Urban 40.28 7.80 1264 -1.790 .074 .0610/-.1222 

 Rural 41.20 7.32     

AE Urban 22.57 4,35 1264 -1.522 .128 .0519/-.1039 

 Rural 23.02 4.19     

AO Urban 107.58 14.26 1264 -1.143 .253 .0390/-.0780 

 Rural 108.70 14.50     

Results of independent samples t-test are given in table 4.56. It is observed that 

urban teachers (M=107.58, SD=14.26) did not report their perception of AO significantly 

higher than rural teachers (M=108.70, SD=14.50). It can be inferred on the basis of the 

locality that the perception regarding AO does not differ in urban and rural SSTs. 

Similarly, there is no statistically significant difference in the perception of teachers 

regarding the Collective Efficacy (CE) where the perception of urban teachers is not 

greater significantly  (M=44.73, SD=6.72) than rural teachers (M=44.49, SD=7.41). 

Likewise, the groups did not differ significantly on the Faculty Trust (FT) subscale where 

no significant difference was observed in the perception of urban teachers (M=40.28, 

SD=7.80) and rural teachers (M=41.20, SD=7.32). The groups also did not differ 

significantly on the Academic Emphasis (AE) subscale no significant difference was 

observed in the perception of urban teachers (M=22.57, SD=4.35) and rural (M=23.02, 

SD=4.19). 
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The Difference in the Perception of AO on the basis of Qualification 

Table 4.57 

AO Score of Teachers with Different Qualification Groups 

Scales Qualification N M SD 

CE BA/ BSc 124 44.617 6.854 

 MA/ MSc 872 44.627 7.317 

 MPhil/ PhD 270 44.536 6.344 

FT BA/ BSc 124 40.037 6.823 

 MA/ MSc 872 41.028 7.554 

 MPhil/ PhD 270 40.123 7.908 

AE BA/ BSc 124 22.173 3.760 

 MA/ MSc 872 23.027 4.301 

 MPhil/ PhD 270 22.330 4.358 

AO BA/ BSc 124 106.827 13.138 

 MA/ MSc 872 108.682 14.599 

 MPhil/ PhD 270 106.989 14.169 

In table 4.57, the mean AO score of secondary SSTs is presented in groups that 

were formed on the basis of qualification along with the number of participants and the 

standard deviations of each group. 

Table 4.58 

Comparison of Teachers’ AO Scores on the Basis of Qualification  

Variable Source df SS MS F p η² 

CE Between groups 2 1.135 0.568 .01 .99 .000 

 Within groups 1264 42996.02 50.170    

FT Between groups 2 158.04 79.02 1.38 .25 .003 

 Within groups 1264 49040.70 57.22    

AE Between groups 2 102.292 51.15 2.81 .06 .006 

 Within groups 1264 15596.71 18.20    

AO Between groups 2 552.675 276.34 1.34 .26 .003 

 Within groups 1264 177215.43 206.79    
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One way ANOVA was employed to explore the effect of qualification on AO. 

Subjects were classified into three groups on the basis of their qualification. According to 

the classification, group 1 was comprised of BA/BSc; group 2 was comprised of 

MA/MSc, and group 3 was comprised of MPhil/PhD. Table 4.58 shows that qualification 

is not the main source of variation in AO scores. There is no statistically significant 

difference at p<.05 level in AO scores. Table 4.58 shows the mean CE, FT, AE, and AO 

scores of teachers who belong to different four age groups.  

The Difference in the Perception of AO on the basis of Age 

Table 4.59 

AO Score of Teachers with Different Age Groups 

Scales Age N M SD 

CE Below 30 481 45.410 7.304 

 30-40 529 45.371 7.142 

 41-50 196 44.836 6.520 

 Above 50 61 44.361 5.588 

FT Below 30 481 39.339 8.183 

 30-40 529 40.543 7.699 

 41-50 196 40.549 7.396 

 Above 50 61 40.590 6.921 

AE Below 30 481 23.129 4.127 

 30-40 529 23.851 3.877 

 41-50 196 23.949 3.827 

 Above 50 61 24.213 3.983 

AO Below 30 481 107.877 15.285 

 30-40 529 109.763 14.482 

 41-50 196 109.333 13.814 

 Above 50 61 109.164 11.113 

Table 4.59 shows the AO score of SSTs in various groups formed on the basis of 

age along with the number of participants and the standard deviations of each group. 
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Table 4.60 

Comparison of Teachers’ AO Scores on the Basis of Age  

Variable Source df SS MS F p η² 

CE Between groups 2 101.59 33.86 0.68 .56 .002 

 Within groups 1264 62668.51 49.66    

FT Between groups 2 435.99 145.33 2.38 .06 .006 

 Within groups 1264 76932.10 60.96    

AE Between groups 2 186.53 62.18 3.94 .00 .009 

 Within groups 1264 19908.93 15.78    

AO Between groups 2 935.14 311.71 1.47 .22 .004 

 Within groups 1264 267324.92 211.83    

One way ANOVA was employed to explore the effect of age on AO scores. 

Respondents were divided into four groups according to their age. Group 1 was below 30 

years; Group 2 was 30-40 years; Group 3 was 41-50 years, and group four was above 50 

years. Table 4.60 shows age is not a basis of difference in CE, FT, and AO scores. There 

is a statistically significant difference at p<.05 level in AE scores, F(2, 1263)=3.94,  p= 

.00 with a small effect size calculated using eta squared (0.0093). There is no statistically 

significant difference at p<.05 level in CE, FT, and AO scores. 

Table 4.61 

Difference in AE Score Due to Age (Post Hoc Test) 

Dependent Variable Age Groups Age Groups Mean Difference p 

AE Below 30 30-40 -.722176 .00 

 Below 30 41-50 -.81982 .01 

 Below 30 Above 50 -1.08422 .04 

Table 4.61 presents the results of Post Hoc analysis which employed to know the 

groups statistically different from one another. Post-hoc comparisons using the Tukey 
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LSD test indicated that the mean score for Group 1 (M=23.129, SD=4.127) was 

significantly different from Group 2 (M =23.851, SD =3.877); Group 3 (M =23.949, SD 

=3.827) and Group 4 (M =24.213, SD =3.983) on AE. The remaining groups did not 

significantly differ on the scales. 

The Difference in the Perception of AO on the basis of Experience 

Table 4.62 

AO Score of Teachers with Different Experience Groups 

Scales Experience N M SD 

CE Below 10  643 45.121 7.080 

 10-20 448 45.761 7.375 

 21-30 140 44.550 5.614 

 Above 30 35 44.029 9.959 

FT Below 10  643 39.751 7.925 

 10-20 448 40.243 7.907 

 21-30 140 40.679 6.877 

 Above 30 35 40.943 8.174 

AE Below 10  643 23.313 4.045 

 10-20 448 23.979 4.013 

 21-30 140 24.171 3.528 

 Above 30 35 24.400 3.912 

AO Below 10  643 108.185 14.629 

 10-20 448 109.801 15.311 

 21-30 140 109.400 11.529 

 Above 30 35 110.371 14.151 

Table 4.62 shows the AO score of SSTs in different groups formed on the basis of 

experience along with the number of participants and the standard deviations of each 

group. 
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Table 4.63 

Comparison of Teachers’ AO Scores on the Basis of Experience  

Variable Source df SS MS F p η² 

CE Between groups 2 248.50 82.83 1.67 .16 .004 

 Within groups 1264 62521.60 49.54    

FT Between groups 2 253.00 84.34 1.38 .24 .003 

 Within groups 1264 77115.09 60.11    

AE Between groups 2 138.49 46.16 2.92 .03 .007 

 Within groups 1264 19956.70 15.81    

AO Between groups 2 799.994 266.67 1.26 .28 .003 

 Within groups 1264 267460.07 211.93    

One way ANOVA was employed to explore the effect of experience on the AO 

score. Respondents were divided into four groups according to their age. Group 1 was 

below 10 years; Group 2 was 10-20 years; Group 3 was 21-30 years and group four was 

above 30 years. According to table 4.63, age is accountable for variation in CS, FT, and 

AO scores. There is a statistically significant difference at p<.05 level in AE scores, F(2, 

1263) = 2.92, p=.00 with a small effect size calculated using eta squared (.007).  

Table 4.64 

The Difference in AE Score Due to Experience (Post Hoc Test) 

Dependent Variable Age Groups Age Groups Mean Difference p 

AE Below 10 10-20 -.48428 .04 

 Below 10 21-30 -.85883 .02 

Table 4.64 presents the results of Post Hoc analysis which employed to know the 

groups statistically different from one another. Post-hoc comparisons using the Tukey 

HSD test indicated that the mean score for Group 1 (M=23.129, SD=4.127) was 
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significantly different from Group 2 (M = 23.851, SD = 3.877) and Group 3 (M = 24.171, 

SD = 3.528) on AE. The remaining groups did not significantly differ on the scales. 
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Chapter V 

Summary, Findings, Conclusions, Discussion, and 

Recommendations 

Summary 

This quantitative research was undertaken with the purpose to explore the 

relationship among enabling school structure (ESS), mindfulness, and academic optimism 

(AO) in secondary school teachers (SSTs) of Punjab. The researcher hopes that this 

research study may contribute from a theoretical, academic as well as managerial 

perspective. The population for this research study was comprised of 48652 SSTs 

working in 662 government high schools spread across the province of Punjab. Using 

two-stage random sampling technique, 1266 secondary SSTs were selected from 216 

government high schools out of 18 districts of Punjab. The rate of return was 74.47%. 

Form-ESS, M-Scale, and AOS were adapted with prior permission. A pilot study was 

conducted to confirm the validity as well as reliability of the instrument. The reliability of 

the instrument was found to be good. The scale was validated through expert opinion. 

Necessary changes were made in the light of pilot testing. It was correlational research 

and data were collected through cross-sectional survey. Descriptive and inferential 

statistics were employed to analyze the data with the help of SPSS. Perceptions of 

teachers were also aggregated at the school level. A positive relationship was observed 

among enabling school structure, mindfulness, and academic optimism. The results of the 

regression analysis also confirmed the findings of correlation analysis. Likewise, the 

presence of enabling school structure, mindfulness, and academic optimism was 

confirmed through the perception of teachers. On the basis of gender and experience, a 

significant difference was observed in enabling school structure. Moreover, a significant 
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difference was observed in mindfulness on the basis of gender. Leaders may view schools 

through the eyes of teachers in order to develop a cooperative, collaborative, and helpful 

environment for teaching and learning. 

Findings 

State of enabling school structure (ESS) as perceived by SSTs. The mean score 

of Form-ESS for the respondents of the study was 3.66 which indicate that SSTs rated 

ESS score as above the scale median (2.5) on a five-point Likert type rating scale. Form-

Enabling School Structure (Form-ESS) ranged from never (1) to always (5). It suggests 

that overall secondary school teachers rated themselves closer to a rating of „Fairly 

Often” on the measure of Form-ESS. Moreover, a high mean value was observed on ES 

(M=21.96, SD=4.22) than CS (M=17.84, SD=4.42). The perception was also aggregated 

at the school level as ESS is an organizational characteristic. At the school level, the 

aggregated score on Form-ESS was also used to calculate the standard score. The 

standard score (478.27) indicates that teachers rated the ESS score slightly below the 

average standard score (500). Likewise, the aggregate score at the school level for the ES 

subscale (M=3.67, SD=0.40) was rated higher than the CS subscale (M=3.02, SD=0.45). 

Taken together, the perceptions of teachers (at the individual level as well as at the school 

level) indicate the structure of schools to be enabling. 

State of mindfulness as perceived by SSTs. The mean score of respondents on the 

M-Scale for the respondents of the study was 3.93 which indicate that the mindfulness 

score of SSTs was above the scale median (3.0) on a six-point Likert type scale. 

Mindfulness Scale (M-Scale) ranged from Strongly Agree (6) to Strongly Disagree (1). It 

suggests that overall they rated mindfulness (M=3.93) closer to a rating of “Somewhat 

Agree” on the measure of M-Scale. Moreover, the PM score (M=3.94) is slightly higher 
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than the FM score (M=3.93) at the teachers level. The perception was also aggregated at 

the school level as mindfulness is an organizational characteristic. At the school level, 

teachers perceived principals (M=3.94) as slightly more mindful than the faculty 

(M=3.92).  

 State of academic optimism (AO) as perceived by SSTs. At the teachers‟ level, 

the mean score for AO was observed to be 3.68 which appear to be slightly higher above 

the scale median (3.0) on six-point Likert type rating scale. Academic Optimism Survey 

(AOS) ranged from „Strongly Disagree‟ (6) to „Strongly Agree‟ (1). It suggests that 

overall secondary school teachers rated AO closer to a rating of “Somewhat Agree” on 

the measure of AOS. The mean appears to be slightly high on a six- point Likert-type 

rating scale. However, the mean score is reduced by the four-point Likert-type scale used 

for the AE subscale of AOS. The mean score for the majority of the respondents 

demonstrated that SSTs agreed that each subscale of AO be present in their schools. The 

perception was also aggregated at the school level as AO is an organizational 

characteristic. Examination of individual teachers‟ and aggregated data suggest no 

significant variation in AO scores. Standard scores at teachers level (AO=560.92) and 

schools level (AO=560.87) indicate the AO score to fall above average level (500). 

Relationship between ESS and AO. Pearson product-moment correlation 

coefficient (Pearson r) was used to explore the relationship between ESS and AO at 

teachers‟ level. The positive correlation between the variables indicated that schools with 

higher scores on ESS inclined to have higher AO scores. Results of the correlation were 

significant (r=0.48, p< .05), which indicates a moderate positive relationship between 

ESS and AO as per the guidelines set by Cohen (1988). When ESS increased AO also 

tended to increase. Pearson product-moment correlation coefficient (Pearson r) was also 

calculated at the school level to explore the association between ESS and AO. The 
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correlation coefficient (Pearson r) observed between ESS and AO was .57, which 

indicates strong positive correlation. It indicates that a relatively high level of ESS is 

likely to have a high AO level. 

Relationship between Mindfulness and AO. Using the Pearson product-moment 

correlation coefficient (Pearson r), the relationship was explored between mindfulness 

and AO at the teachers‟ level. A positive relationship between the variables indicated that 

higher scores on mindfulness also inclined to have higher AO scores. Results of the 

correlation were significant (r=0.72, p<.05), indicating a strong positive relationship 

between mindfulness and AO as per the guidelines set by Cohen (1988). When 

mindfulness increased AO also tends to increase. Pearson product-moment correlation 

coefficient (Pearson r) was used to explore the relationship between mindfulness and AO 

at the school level also. The coefficient of correlation between mindfulness and AO was 

.65 strong positive correlations. It designates that a relatively high level of mindfulness is 

likely to have a high AO level.  

Relationship between mindfulness and ESS. In order to explore the relationship 

between mindfulness and ESS at the teachers‟ level, the Pearson product-moment 

correlation coefficient was calculated. It is revealed that mindfulness and ESS have a 

positive correlation (r=.49, p<.05). The positive relationship between the variables 

indicates higher scores on mindfulness also inclined to have higher scores on AO. The 

Result of the Pearson correlation was significant (r=.49, p< 0.05), indicating a moderate 

positive correlation between mindfulness and ESS as per the guidelines set by Cohen 

(1988). When mindfulness increased ESS also inclined to increase. Moreover, the 

Pearson correlation coefficient (Pearson r) was also calculated at the school level in order 

to explore the specific relationship between mindfulness and ESS. The relationship 
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between mindfulness and ESS was .525 which indicates strong positive correlation. This 

shows that a relatively high level of mindfulness is likely to have a high ESS level.  

Findings of Regression Analysis 

Relationship between ESS and AO. Results of regression at teachers‟ level show 

a 22% variance in ESS is explained by AO. Regression model was statistically 

significant, R
2
 = .228, Adjusted R

2
 = .224, F (2, 1263) =16.27,  p=.00. Academic 

optimism (AO) was statistically significant (β = .478, p<.05). It can be determined that a 

higher level of AO was related to a higher level of ESS. While the results of the 

regression analysis at the school level reveal a 22% variance in AO is explained by ESS. 

The regression model was statistically significant, R
2
=.325, Adjusted R

2
=.322, F(2, 1263) 

=102.440,  p=.00. AO was significant statistically (β=.570, p<.05). It can be determined 

that a higher level of ESS was related to a higher level of AO. 

Relationship between mindfulness and AO. Results of the regression analysis at 

teachers‟ level reveal 51% variance in the AO is explained by mindfulness. The 

regression model was significant statistically, R
2
=.519, Adjusted R

2
 .511, F (2, 1263) 

=59.419, p=.00. AO was statistically significant (β = .721, p<.05). It can be determined 

that a higher level of AO was related to a higher level of mindfulness. While the results of 

the regression analysis at the school level reveal show 42% variance in mindfulness is 

explained by AO. The regression model was significant statistically, R
2
=0.426, Adjusted 

R
2
=0.423, F (2, 1263) =157.921, p=.00. Mindfulness was significant statistically (β=.652, 

p<.05). It can be determined that a higher level of AO was related to a higher level of 

mindfulness. 

Relationship between mindfulness and ESS. Results of regression analysis at 

teacher level reveal a 24% variance in ESS is explained by mindfulness. The regression 

model was significant statistically, R
2
=.242, Adjusted R

2
=.228, F (2, 1263) =17.551, 
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p=.00. ESS was statistically significant (β=.492, p<.05). It can be determined that a 

higher level of ESS was related to a higher level of mindfulness. While the results of 

regression analysis at the schools‟ reveal a 27% variance in the ESS is explained by 

mindfulness. The regression model was significant statistically, R
2
=0.275, Adjusted 

R
2
=.272, F (2, 1263) = 80.879, p=.00. AO was significant statistically (β=.525, p<.05). It 

can be determined that a higher level of ESS was related to a higher level of mindfulness. 

Difference in the perception of ESS on the basis of demographic variables. 

According to the independent samples t-test, it was revealed that female teachers reported 

their perception regarding ESS (M=40.19, SD=5.54) significantly higher than male SSTs 

(M=39.15, SD=5.80) with moderate effect size (.08777/-.17623). The difference is 

statistically significant at CS where the opinion of female SSTs is comparatively higher 

(M=18.46, SD=4.11) than male SSTs (M=17.61, SD=4.58). The effect size was moderate 

(.09502/-.19091). Regarding the ES subscale, the groups did not differ significantly. It 

was observed that there is no significant difference in the perception of male SSTs 

(M=21.54, SD=4.42) and female SSTs (M=21.73, SD=4.06). 

Independent samples t-test revealed that single teachers did not report their 

perception regarding ESS (M=39.69, SD = 5.73) significantly higher than married SSTs 

(M=39.48, SD=5.73). Hence, it can be observed that there is no statistically significant 

difference in the ESS score of single and married SSTs. Similarly, no statistically 

significant difference was observed in the perception regarding ES where the mean score 

of single SSTs is not higher (M=21.48, SD=4.29) than married SSTs (M=21.67, 

SD=4.28). The groups did not differ significantly on the CS subscale. Here, no significant 

difference was observed in the perception of single SSTs (M=18.21, SD=4.53) and 

married SSTs (M=17.81, SD=4.36). 
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Independent samples t-test revealed that urban SSTs did not report their 

perception regarding ESS (M=39.56, SD=5.47) significantly higher than rural SSTs 

(M=39.54, SD=5.96). It can be inferred that there is no statistically significant difference 

in the mean ESS score of urban and rural SSTs. Also, there is no statistically significant 

difference in the opinion regarding ES where the mean score of urban SSTs is not higher 

(M=21.53, SD=4.29) than rural SSTs (M=21.69, SD=4.28). The groups did not differ 

significantly on CS where no significant difference was observed in the perception of 

urban SSTs (M=18.03, SD=4.35) and rural SSTs (M=17.85, SD=4.49). 

To discover the difference in the level of ESS perceived by SSTs on the basis of 

qualification, one way ANOVA was employed. Respondents were divided into three 

different groups formed on the basis of qualification. Group 1 was comprised of BA/BSc; 

Group 2 was comprised of MA/MSc, and Group 3 was comprised of MPhil/PhD. It was 

exposed from the data analysis that qualification is not the main source of difference in 

ESS and CS scores. Statistically significant difference was observed (p<.05) in ES scores, 

F(2, 1263) = 5.40, p=.01 with small effect size (.0125).  

One way ANOVA was employed to find out the difference in the perception 

regarding ESS on the basis of age. Respondents were divided into four groups formed on 

the basis of age. Group 1 was comprised of age below 30 years; Group 2 was comprised 

of age between 30-40 years; Group 3 was comprised of age 41-50 years and group four 

was comprised of age above 50 years. Age was observed not to be the source of 

difference in ESS score. It was observed that there is a statistically significant difference 

(p<.05 level) in ES subscale, F (2, 1263) =2.88, p=.03 with small effect size (η
2
=.0067). 

Similarly, the difference is a statistically significant difference at p<.05 level in CS 

subscale, F (2, 1263) = 3.20, p=.02 with small effect size (η
2
=.0076).  
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One way ANOVA was used to explore the difference in the perception regarding 

ESS on the basis of experience. Respondents were divided into four different groups 

formed on the basis of experience. Group 1 was comprised of experience below 10 years; 

Group 2 was comprised of experience between 10-20 years; Group 3 was comprised of 

experience between 21-30 years, and group four was comprised of experience above 30 

years. The experience was observed not to be the main source of difference in CS and 

ESS scores. The significant difference (p<.05) was observed in the CS subscale, F (2, 

1263) = 5.48, p=.00 with a small effect size (η
2
=.012). There was also a statistically 

significant difference at p<.05 level in ESS scores, F (2, 1263) =3.26, p=.02 with small 

effect size (η
2
=.008).  

Difference in the perception of mindfulness on the basis of demographic 

variables. Independent samples t-test revealed that female SSTs reported their perception 

regarding mindfulness (M=55.99, SD=7.63) significantly higher than male SSTs 

(M=54.57, SD=7.94) with moderate effect size (.08814/-.17698). Statistically significant 

difference in the mindfulness score of male and female SSTs was observed. A statistically 

significant difference was observed in the perception of SSTs regarding FM subscale. The 

perception of female SSTs was higher (M=27.84, SD=4.35) than male SSTs (M=26.87, 

SD=4.57) with large effect size .10457/-.2103. It was observed that the groups did not 

differ significantly on the PM subscale where no significant difference was observed in 

the perception of male SSTs (M=27.69, SD=4.80) and female SSTs (M=28.15, SD=4.50). 

Independent samples t-test revealed that single SSTs did not report their 

perception of mindfulness (M=54.38, SD=7.81) significantly higher than married SSTs 

(M=55.44, SD=7.85). No statistically significant difference in the mean score of single 

and married SSTs regarding mindfulness was observed. There was no statistically 

significant difference in the perception regarding the FM subscale where the mean score 
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of single SSTs was not higher (M=26.83, SD=4.68) than married SSTs (M=27.43, 

SD=4.22). The groups did not differ significantly on the PM subscale where no 

significant difference was observed in the perception of single SSTs (M=27.55, SD=4.52) 

and female SSTs (M=28.01, SD=4.76). 

Independent samples t-test revealed that urban SSTs did not report their 

perception regarding mindfulness (M=55.11, SD=7.12) higher than rural SSTs (M=55.11, 

SD=8.50). No significant difference was observed in the mindfulness of urban and rural 

SSTs. There was also no statistically significant difference in the perception regarding the 

FM subscale where the mean score of urban SSTs was not higher (M=27.23, SD=4.25) 

than rural SSTs (M=27.26, SD=4.75). The groups did not differ significantly on the PM 

subscale where no significant difference was observed in the perception of urban SSTs 

(M=27.88, SD=4.48) and rural SSTs (M=27.85, SD=4.89). 

In order to find out the difference in the perception regarding mindfulness on the 

basis of qualification, one way ANOVA was employed. Respondents were divided into 

three groups formed on the basis of qualification. Group 1 was comprised of qualification 

BA/BSc; Group 2 was comprised of qualification MA/MSc and Group 3 was comprised 

of qualification MPhil/ Phd. Qualification was observed not to be responsible for 

variation in FM, PM, and mindfulness. There was no statistically significant difference 

(p<.05 level) in FM, PM subscales and mindfulness on the basis of qualification. 

In order to find out the difference in the perception regarding mindfulness on the 

basis of age, one-way ANOVA was used. Respondents were divided into four groups 

formed on the basis of age. Group 1 was comprised of age below 30 years; Group 2 was 

comprised of age between 30-40 years; Group 3 was comprised of age between 41-50 

years and Group 4 was comprised of age above 50 years. Age was observed not to be the 

source of difference in FM, PM subscales, and mindfulness. On the basis of age, no 
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statistically significant difference (at p<.05 level) in FM, PM subscales, and mindfulness 

was observed.  

In order to find out the difference in the perception regarding mindfulness on the 

basis of experience, one way ANOVA was employed. Respondents were divided into 

three groups formed on the basis of experience. Group 1 was comprised of experience 

below 10 years; Group 2 was comprised of experience between 10-20 years; Group 3 was 

comprised of experience between 21-30 years and Group 4 was comprised of experience 

above 30 years. On the basis of experience, there was no statistically significant 

difference (at p<.05 level) in FM, PM, and Mindfulness. The experience was not a source 

of difference in FM, PM subscales, and mindfulness.  

Difference in the perception of AO on the basis of demographic variables.  

Independent samples t-test revealed that female SSTs did not report their perception of 

AO (M=108.31, SD=14.01) comparatively higher than male SSTs (M=108.06, 

SD=14.63). No significant difference in the perception of males and females SSTs 

regarding AO was observed. Moreover, there was no statistically significant difference in 

the perception of male SSTs (M=44.35, SD=7.25) and female SSTs (M=45.03, SD=6.77) 

in the CE subscale. Likewise, male SSTs (M=22.79, SD=7.60) and female SSTs 

(M=40.46, SD=7.52) did not differ significantly on the FT subscale. The groups also did 

not differ significantly on the AE subscale where there was no significant difference in 

the perception of male SSTs (M=22.79, SD=4.37) and female SSTs (M=22.83, SD=4.12). 

Independent samples t-test revealed that single SSTs did not report their 

perception regarding AO (M=107.34, SD=15.50) significantly higher than married SSTs 

(M=108.53, SD=13.84). It was observed that regarding AO there was no significant 

difference in the perception of single and married SSTs. Similarly, no significant 

difference was observed in the perception of SSTs regarding the CE subscale. The 
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perception of single teachers (M=44.74, SD=7.24) was not different from married 

teachers (M=44.55, SD=7.00). Similarly, on the FT subscale, the groups did not vary 

significantly. Here, no significant difference was observed in the perception of single 

SSTs (M=40.26, SD=8.30) and married SSTs (M=40.97, SD=7.20). Likewise, the groups 

were not different in the AE subscale where there was no significant difference in the 

perception of single SSTs (M=22.33, SD=4.63) and married SSTs (M=23.01, SD=4.09). 

Independent samples t-test revealed that urban SSTs did not report their 

perception regarding AO (M=107.58, SD=14.26) significantly higher than rural SSTs 

(M=108.70, SD=14.50). It was observed that there was no significant difference in the 

AO score of urban and rural SSTs. There was also no statistically significant difference in 

the perception of SSTs regarding the CE subscale where the mean score of urban SSTs 

was not higher (M=44.73, SD=6.72) than rural SSTs (M=44.49, SD=7.41). Similarly, the 

groups did not differ on the FT subscale where no significant difference was observed in 

the perception of urban SSTs (M=40.28, SD=7.80) and rural SSTs (M=41.20, SD=7.32). 

The groups also did not differ significantly on the AE subscale where no significant 

difference was observed in the perception of urban SSTs (M=22.57, SD=4.35) and rural 

SSTs (M=23.02, SD=4.19). 

One way ANOVA discovered the effect of qualification on ESS. On the basis of 

qualification, SSTs were divided into three different groups. Group 1 comprised of 

BA/BSc; Group 2 comprised of MA/MSc and Group 3 comprised of MPhil/PhD. It was 

revealed that qualification is not the main source of difference in AO scores. There was 

no significant difference (at p<.05) in AO scores.   

One way ANOVA was employed to explore the difference in AO on the basis of 

age. Respondents were divided into four groups formed on the basis of age. Group 1 was 

comprised of age below 30 years; Group 2 was between 30-40 years; Group 3 was 
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between 41-50 years and group four comprised of age above 50 years. Age was observed 

not to be the source of difference in CE, FT subscales as well as AO. There was a 

statistically significant difference (at p<.05 level) in the AE subscale, F (2, 1263) = 3.94, 

p=.00 with a small effect size calculated using eta squared (.0093). Hence, there was no 

significant difference at p<.05 level in CE, FT subscales, and AO. 

One way ANOVA was employed to explore the difference in AO on the basis of 

experience. Respondents were divided into four groups formed on the basis of age. Group 

1 was comprised of experience below 10 years; Group 2 was between 10-20 years; Group 

3 was between 21-30 years and group four was comprised of experience above 30 years. 

Age was observed not to be the source of difference in CS and FT subscales as well as 

AO. There was a statistically significant difference (at p<.05 level) in the AE subscale, F 

(2, 1263) = 2.92, p=.00 with a small effect size (.007).  

Discussion 

State of ESS perceived by SSTs of Punjab. The perception of teachers regarding 

ESS portrays the structure of their school to be enabling. Researchers (Buluc, 2009; 

Erdogan, 2012; Hoy, & Tarter, 2013; Hurt, 2015; Koster, 2016; McGuigan & Hoy, 2006; 

Messick, 2012; Ozer, 2010) explored similar findings like this study in their researches. 

Overall findings of this study support the present literature that exists regarding ESS 

(Anderson, 2012; Certit, 2017; Geist, 2002; Mitchell, et al., 2016). Although similarities 

exist between the findings of this study and the previous studies on ESS (Cerit, 2017; 

Gage, 2003; Gray, 2011; Marshall, 2013; Rhoads, 2009), yet there are some researches 

whose findings contradict with the present research Turner (2018) unveiled in his 

research that ESS of secondary schools is less enabling as compared to elementary 

schools. However, Hoy and Sweetland (2001) found this level equal. Contrarily, some 

other researchers (Cerit, 2012; Ozdemir & Kilinç, 2014) found their school structures 
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having features of coercive structures. The possible reason behind such findings may the 

attitude toward management and the way communication with teachers takes place. The 

use of power and authority can affect teachers‟ perceptions regarding ESS (Rhoads, 

2009). In certain researches enabling structure (ES) subscale has a higher mean value than 

the coercive structure (CS) subscale (Miller & Tjoe, 2009). Teachers were agreed with 

the idea that the structures of the schools are enabling on the basis of scores obtained 

from Form-ESS (Kalkan, 2016; Lennon, 2010). 

State of Mindfulness perceived by SSTs of Punjab. Results in the study support 

the existence of mindfulness as well as the subscales of mindfulness. The results are 

parallel to the research on mindfulness conducted by Gage (2003) in Ohio State. Results 

regarding the subscales (principal mindfulness and faculty mindfulness) are in accordance 

with the findings of the previous researches like Steele (2008) reported similar results 

regarding principal mindfulness and faculty mindfulness. Kearney et al. (2013) also 

reported the magnitude of principal mindfulness elevated than faculty mindfulness. The 

same results are illustrated by many previous studies consistent with the literature (Gage, 

2003; Steele, 2008; Youngs, 2018; Watts, 2009).  The findings are also supported by the 

vast array of researchers (Gage, III, 2003; Gray, 2011; May, 2016; Sims, 2011, Reb et al., 

2018; Steele, 2008; Watts, 2009; Youngs, 2018). 

AO perceived by SSTs of Punjab. The mean score of academic optimism at 

teachers level and aggregate schools score regarding AO and its sub-factors is found 

fairly good, falling above the scales median. Teachers were agreed that each aspect of AO 

was present in the schools. Previous research confirms the existence of academic 

optimism in schools (Anderson, 2012; Dean, 2011; Guvercin, 2013; Messick, 2012; Sims, 

2011; Wu, 2013). This study extends the earlier work at the schools‟ level (Gage III, 

2003; Hoy et al., 2006; Wagner, 2008) and the recent research work on the elementary 
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teachers (Beard et al., 2009). Also, consistent with this research, many research studies 

exist in the literature (May, 2016; Mitchell et al., 2016; Thorn, 2018). Moreover, some 

research studies are also found having a high level of academic optimism in schools 

(Dean, 2011; Guvercin, 2013; McGuigan & Hoy, 2006; Shrivastva & Dhar, 2016). 

Literature confirms that AO has a positive impact on student learning (McGuigan et al., 

2006; Smith & Hoy, 2007). Researches confirmed AO is a worthwhile construct among 

teachers at elementary school level (Hoy et al., 2008; Beard et al., 2009).  

Relationship between ESS and AO. This research explored the relationship 

between ESS and AO. The findings confirmed the existence of a positive relationship 

between the variables. At the teacher level, the relationship is moderate while at the 

school level it is strong. Regression analysis also confirmed the findings. Literature is 

evident that positive association indicates that as ESS increases, so does the AO 

(Anderson, 2012; Messick, 2012; Mitchell et al., 2016). A negative relationship was 

explored between the subscales of ESS (enabling structure and coercive structure). The 

findings are in line with previous research of Kalkan (2016) and Lennon 

(2010). Consistent with the literature, present research explored a positive relationship 

between the subscales of AO (Nelson, 2012; Wagner, 2008; Wu, 2013). Researches in the 

literature (Mitchell et al., 2016; Smith & Hoy, 2007) also revealed a positive relationship 

among the subscales of AO. Regression analysis confirms the findings of correlation 

analysis. According to Hoy and Sweetland (2001), there is an indication of the positive 

relationship between ESS and AO. The present study confirms that when there is ESS, 

AO is expected to be there as well. Administrators, who promote ESS, set the stage for 

AO. Many other studies researched the association between ESS and AO (Beard et al., 

2009; McGuigan & Hoy, 2006). The results were found to be consistent with previous 

researches (McGuigan & Hoy, 2006; Mitchell & Tarter, 2016; Wu et al., 2013).  
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Relationship between mindfulness and AO. In light of past research, it was 

speculated that mindfulness is associated with AO. The study demonstrated that 

mindfulness and AO are strongly correlated with each other at the teacher level. A 

positive relationship demonstrates a higher score on mindfulness is likely to have a higher 

AO score at the school level, indicating a strong positive relationship between 

mindfulness and AO. This research study also confirms the findings of previous research 

(May, 2016) which states that mindfulness and AO are positively correlated. Consistent 

with previous researches, this research yielded that mindfulness is positively correlated 

with the subscales of AO. Moreover, it is also found to be positively correlated with the 

subscales of mindfulness. The results are consistent at the teachers‟ level or at the school 

level. Many previous research studies confirmed these findings (Hoy & Miskel, 2013; 

Hoy et al., 2006; May, 2016; Sims, 2011). This replication study confirmed the potential 

of mindfulness and academic optimism for improving schools. 

Relationship between mindfulness and ESS. This study revealed a positive 

relationship between mindfulness and ESS. A positive relationship indicates that higher 

scores on mindfulness tended to have higher ESS scores. The relationship between 

mindfulness and enabling structure (ES) is positive while this relationship is negative 

with coercive structure (CS). This study unveiled a positive relationship between ESS and 

subscales of mindfulness which is also confirmed by literature (Gage, 2003; Tracy, 2007). 

Researchers (Hoy, 2003; Marshall, 2013; Messick, 2012; Watts, 2009) found that ESS 

helped develop mindfulness (Anderson, 2012).  

The Difference in ESS, mindfulness, and AO on the basis of demographic 

variables. A significant difference was observed in ESS on the basis of gender, locality, 

and experience while there was no difference in ESS on the basis of marital status, 

qualification, and age. Similarly, a significant difference was observed in mindfulness on 
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the basis of gender and locality. On the basis of marital status, qualification, age, and 

experience, mindfulness did not show any variance. Contrary to this research (Lilja et al., 

2011) observed that older age people score higher on mindfulness as compared to young. 

On the basis of demographic variables, no difference was observed in AO. According to 

Ngidi (2012), on the basis of gender and experience, no significant difference was 

observed in AO among teachers. Watts (2009) conducted research on ESS and 

mindfulness. He recommended in his research to include information for future research. 

No research study was available which analyzed the perception as compared to 

demographic information of the participants. This research is unique in the sense that it 

also evaluated the perception of teachers concerning ESS, mindfulness, and AO with 

respect to demographic characteristics of the respondents.   

Implications 

There are several implications to this study that are worth looking at. As 

the literature presents, many researches have been conducted on ESS, mindfulness, and 

AO. Previous research supports the relationship among the variables, explored in the 

study. This research attempted to explore the variables jointly. A positive relationship 

among the variables was speculated according to review of the literature. These variables 

working jointly are essential for the school organization. This research endorses the 

positive relationship among them. This research holds auspicious implications that might 

help the stakeholders in the school organizations. 

Theoretical Implications 

Researchers and practitioners look for organizational properties that can support 

teaching and learning (Bryk & Schneider, 2002). The present research provides insight 

into enabling structures, mindfulness, and academic optimism working in school contexts. 

This research like previous researches confirms the findings entailing a positive 
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relationship between enabling school structure and academic optimism (Anderson, 2012; 

Lennon, 2010; Messick, 2012; Mc Guigan, & Hoy, 2006; Mitchell et al., 2016; Thorn, 

2018; Wu, Hoy, & Tarter, 2013). Nurturing the enabling structure might empower 

teachers to develop the culture of AO. The research further explored the relationship 

between mindfulness and AO yielding a positive relationship between mindfulness and 

AO. The research elucidates that mindfulness expedites AO and is related to school 

achievement (Hoy & Woolfolk Hoy, 2002).  

A positive relationship between mindfulness and ESS was inferred. This indicates 

that a relatively high level of mindfulness is likely to have a high ESS level. Mindfulness 

appeared to have connections with ESS. This study might serve as confirmation that 

mindfulness is positively related to ESS (Gage, 2003; Marshall, 2013) which is backed by 

many research studies (Hoy, 2003; Hoy & Sweetland, 2001; Hoy et al., 2004). Literature 

provides supports to these findings (Gage, 2003; Marshall, 2013; Tracy, 2007). 

Furthermore, this study makes an addition in the literature by exploring a positive 

association between the variables of research.  

Practical Implications 

Enabling structures, mindfulness, and academic optimism can be developed into a 

structured implementation plan to develop to develop effective schools. With the 

understanding from previous research, the results of the present study contribute value in 

the day-to-day operations of schools. This research study vitalizes the features in a school 

which eventually boost a positive school environment. Leadership in a school that 

endeavors to influence the change should seriously ponder the findings of this research as 

the source for developing positive characteristics. This study confirmed the positive 

relationship between ESS, mindfulness, and AO. These are the organizational properties 

that promote effective teaching and learning. Paying attention to these organizational 
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characteristics, school leaders can make apt decisions regarding the implementation and 

execution of the finest practices.  

Mindfulness can develop coalitions that make the organization sturdier. The 

faculty to function mindfully might sense relaxed adequate in order to approach the 

administration with their apprehensions. Mindful needs to develop frank and trusting 

relations between the administration and the faculty. In order to cultivate mindfulness, 

school leadership might lead in a mindful way. Inspiring the faculty to develop and 

promote novelty, faculty should feel safe in learning from mistakes and being resilient. 

Administrators and teachers should support and nurture an optimistic environment where 

teachers have faith in their capabilities. When teachers feel esteemed and appreciated, 

they develop trust in working relationships. Lastly, academics should be at the vanguard 

of the mission statements, and the decision making (Goddard, Hoy, & Hoy, 2004). 

Similarly, administrators should use knowledge in professional development programs for 

leaders as well as teachers. 

Suggestions 

Findings of this research support the belief that efforts to promote ESS, 

mindfulness, and AO should continue. These characteristics complement each other to 

nurture an environment that affects teaching and learning positively. This research 

suggests encouraging self-reflection on part of the leadership. Leadership might view 

problems through the eyes of their subordinates to create a cooperative, collaborative, and 

helpful culture for teaching and learning. They may enquire regarding rules, regulations, 

and procedures which they observe to be obstructing teaching and learning and sincerely 

talk about the reasons. Coercive rules, regulations, policies, and procedures that do not 

have an explanation for being retained ought to be abandoned. Leadership might maintain 

flexibility in interpreting and applying rules, regulations, and procedures. They might 
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utilize different perspectives while taking decisions. Teachers might be involved in the 

decision-making process concerning school-wide policies and procedures.  

Inspiring the faculty to play with ideas produces uniqueness in teaching. 

Leadership might provide opportunities for teacher collaboration to address not only 

instructional or discipline issues, but also school-wide processes. They may encourage 

reflective discussion regarding potential problems that may arise. They may promote trust 

and cooperation through open communication. They may focus on problem-solving rather 

than assigning blame or responsibility. Leaders might share information and view failure 

as a means of improvement. It might generate trust and confidence among the faculty. 

Time spent with students and teachers might be the best gauge of school climate. 

School leaders might encourage teachers to trust in themselves and their abilities. 

Celebrations might be held to recognize students and faculty for excellence in 

achievement and academics. The formal and informal exchanges might be promoted 

between teachers and parents. Events might be held regularly to foster teacher and parent 

relationships such as parent meetings so parents feel welcome in the school, and faculty 

might be asked to attend student activities to build genuine relationships. Parents might be 

involved frequently in the academic activities of the schools. Volunteer teaching and 

parent-teacher organization meetings might be excellent starting points. Parents might not 

hesitate to submerge themselves into school life and contribute to the school. There might 

be attainable standards for academic performance. Achievement of students might be 

acknowledged and celebrated. Leadership might keep the faculty aware of individual and 

group attainments in order to be accepted and valued.  

Recommendations for Future Research 

The findings of this study might provide several guidelines for future research. 

This research is restricted to secondary schools in Punjab, and its findings may not be 
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generalized to other regions of the country. The researcher commends that this research 

might be replicated in varied populations and geographic regions. The diverse population 

may offer more information relating to the relationship among ESS, mindfulness, and 

AO. Possibly other locations or areas might be fertile ground for future study. The 

researcher hopes that a more extensive sample size would yield more promising insights. 

Finally, this research study involved secondary schools. The sample consisted primarily 

of SSTs. More research might be conducted to see whether the results would be the same 

in elementary school teachers.  

It might be interesting to see how much results change if this study were 

longitudinal where perceptions are monitored over time. Time was a key limitation in 

accessing a larger range of responses. It was a cross-sectional research study conducted at 

a specific point of time, which might cause a method bias in self-reported data. A 

longitudinal survey might deliver an auxiliary understanding concerning the variables.  

Findings from this quantitative study might be drawn-out by engaging in 

qualitative data to further comprehend the relationship among ESS, mindfulness, and AO. 

A qualitative study might provide detailed information on teachers‟ perceptions regarding 

the variables of research. Furthermore, a qualitative study with elementary school level 

might yield valuable information. Such an investigation might validate previous studies. 

The perception of students and their parents might be included in the research on school 

properties that nurture school effectiveness.  
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ANNEXURE B 

 
Institute of Education and Research 

University of the Punjab 

Lahore 

“Relationship among Enabling School Structure, Mindfulness and Academic Optimism  
in Secondary School Teacher of Punjab” 

 

Dear Educator 

I am doctoral student, conducting my PhD research to investigate the relationship among Enabling School Structure, 

Mindfulness and Academic Optimism in Secondary School Teachers of Punjab. This understanding will help 

educational leaders and policy makers with useful evidence that can lead to more informed decision making 

regarding policy development and implementation to foster academic success. 

Right to refuse 

Your participation will take approximately 25 minutes and will contribute to the current body of knowledge in this 

field, with potential to provide new insights in this arena. If you feel uncomfortable in answering any item, you may 

skip it and move on to the next item. Please answer the questions thoroughly and thoughtfully, following the 

instructions on each survey section. It is a survey of your thoughts, experiences, and opinions. If you change your 

mind about participation, you can withdraw at any time. Any data obtained in connection with this research study 

will remain anonymous and confidential. You may withdraw from this study, by ceasing to complete the survey, at 

any time and any information collected from you will be demolished. 

Concerns 

If you would like to know more information about this study, you will be welcomed. If you have any questions or 

would like a copy of results when they are ready, please contact the researcher either by phone at 0344-7583093 or 

by email at rizwanahmad@ue.edu.pk. We would very much appreciate your help in completing this research. 

Your anticipated cooperation is greatly appreciated 

Best regards, 
 

Rizwan Ahmad Chaudhry 
Doctoral student 
Institute of Education and Reserach 
University of the Punjab, Lahore 
Lecturer 
University of Education, Lahore 
 

Dr Abid Hussain Chaudhry 
Professor/ Supervisor 
Institute of Education and Research 
University of the Punjab, Lahore 
 

mailto:rizwanahmad@ue.edu.pk


Demographic Survey 

 School: ___________________________________________________ District: ______________________ 

 

 

 

 

 

Note:- Next to each statement, (✓) tick the number that represents how you feel about the statements. 

Be honest about your choices as there are no right or wrong answers. Its only for your self assessment.  

Form-ESS 

 

 
Directions: The following statements are descriptions of the way your school is 
structured. Please indicate the extent to which each statement characterizes behavior 
in your school from never to always. 
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1. Administrative rules in this school enable authentic communication between teachers 
and administrators 

➀ ➁ ➂ ➃ ➄ 

2. In this school red tape  is problem ➀ ➁ ➂ ➃ ➄ 

3. The administration of this school enables teachers to do their job ➀ ➁ ➂ ➃ ➄ 

4. The administrative hierarchy obstructs student achievement ➀ ➁ ➂ ➃ ➄ 

5. Administrative rules help rather than hinder ➀ ➁ ➂ ➃ ➄ 

6. The administrative hierarchy of this school facilitates the mission of this school ➀ ➁ ➂ ➃ ➄ 

7. Administrative rules in this school are used to punish teachers ➀ ➁ ➂ ➃ ➄ 

8. The administrative hierarchy of this school obstructs innovation ➀ ➁ ➂ ➃ ➄ 

9. Administrative rules in this school are substitutes for professional judgment ➀ ➁ ➂ ➃ ➄ 

10. Administrative rules in this school are guides to solutions rather than rigid 
procedures 

➀ ➁ ➂ ➃ ➄ 

11. In this school the authority of the head teacher is used to undermine teachers ➀ ➁ ➂ ➃ ➄ 

12. The administrators in this school use their authority to enable teachers to do their 
job 

➀ ➁ ➂ ➃ ➄ 
 

 

  

Gender 

Male                    Female     

Marital Status 

Single                       Married   

Locality 

Urban               Rural 

Job Status 

Contractual                     Regular 

Highest Qualification 

BA/BSc          MA/MSc          MPhil/PhD 

Age (in years) 

Below 30                30-40                   41-50                 Above 50 

Experience 

Below 10 Years               10-20 Years               21-30 Years              Above 30 Years 



M-Scale 

 
 

Directions: Please indicate your level of agreement with each of the following 
statements about your school from strongly disagree to strongly agree. Your answers 
are confidential 
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1.My head teacher often jumps to conclusions  ➀ ➁ ➂ ➃ ➄ ➅ 

2.When a crisis occurs the head teacher deals with it so we can get back to teaching ➀ ➁ ➂ ➃ ➄ ➅ 

3.In this school, teachers welcome feedback about ways to improve ➀ ➁ ➂ ➃ ➄ ➅ 

4.Teachers do not trust the head teacher enough to admit their mistakes ➀ ➁ ➂ ➃ ➄ ➅ 

5.The head teacher of this school does not value the opinions of the teachers ➀ ➁ ➂ ➃ ➄ ➅ 

6.My head teacher is an expert on teaching and learning ➀ ➁ ➂ ➃ ➄ ➅ 

7.Teachers in this school jump to conclusions ➀ ➁ ➂ ➃ ➄ ➅ 

8.People in this school respect power more than knowledge ➀ ➁ ➂ ➃ ➄ ➅ 

9. Teachers learn from their mistakes and change so they do not happen again ➀ ➁ ➂ ➃ ➄ ➅ 

10.Head teacher negotiates faculty differences without destroying the diversity of 
opinions 

➀ ➁ ➂ ➃ ➄ ➅ 

11.Too many teachers in my school give up when things go bad ➀ ➁ ➂ ➃ ➄ ➅ 

12.The head teacher welcomes challenges from teachers ➀ ➁ ➂ ➃ ➄ ➅ 

13.When things go badly teachers bounce back (to start to be successful again after 
a difficult period) quickly 

➀ ➁ ➂ ➃ ➄ ➅ 

14.Most teachers in this school are reluctant (unwilling) to change ➀ ➁ ➂ ➃ ➄ ➅ 
 

SAOS 

 
 

Directions: Please indicate your degree of with each of the statements about 
your school from strongly disagree to strongly agree. Your answers are 
confidential 
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1. Teachers in this school are able to get through to the most difficult students ➀ ➁ ➂ ➃ ➄ ➅ 

2. Teachers here are confident they will be able to motivate their students ➀ ➁ ➂ ➃ ➄ ➅ 

3. If a child doesn’t want to learn teachers here give up ➀ ➁ ➂ ➃ ➄ ➅ 

4. Teachers here don’t have the skills needed to produce meaningful results ➀ ➁ ➂ ➃ ➄ ➅ 

5. Teachers in this school believe that every child can learn ➀ ➁ ➂ ➃ ➄ ➅ 

https://dictionary.cambridge.org/dictionary/english/start
https://dictionary.cambridge.org/dictionary/english/successful
https://dictionary.cambridge.org/dictionary/english/difficult
https://dictionary.cambridge.org/dictionary/english/period


6. These students come to school ready to learn ➀ ➁ ➂ ➃ ➄ ➅ 

7. Home life provides so many advantages that students are bound to learn ➀ ➁ ➂ ➃ ➄ ➅ 

8. Students here just aren’t motivated to learn ➀ ➁ ➂ ➃ ➄ ➅ 

9. Teachers in this school do not have the skills to deal with student disciplinary 
problems 

➀ ➁ ➂ ➃ ➄ ➅ 

10. The opportunities in this community help ensure that these students will 
learn 

➀ ➁ ➂ ➃ ➄ ➅ 

11. Learning is more difficult at this school because students are worried about 
their safety 

➀ ➁ ➂ ➃ ➄ ➅ 

12. Social evils in the community make learning difficult for students here ➀ ➁ ➂ ➃ ➄ ➅ 

13. Teachers in this school trust their students ➀ ➁ ➂ ➃ ➄ ➅ 

14. Teachers in this school trust the parents ➀ ➁ ➂ ➃ ➄ ➅ 

15. Students in this school care about each other ➀ ➁ ➂ ➃ ➄ ➅ 

16. Parents in this school are reliable in their commitments ➀ ➁ ➂ ➃ ➄ ➅ 

17. Students in this school can be counted upon (depend in difficult situation on 
someone/something) to do their work 

➀ ➁ ➂ ➃ ➄ ➅ 

18. Teachers can count upon parental support ➀ ➁ ➂ ➃ ➄ ➅ 

19. Teachers here believe that students are competent learners ➀ ➁ ➂ ➃ ➄ ➅ 

20. Teachers think that most of the parents do a good job ➀ ➁ ➂ ➃ ➄ ➅ 

21. Teachers can believe what parents tell them ➀ ➁ ➂ ➃ ➄ ➅ 

22. Students here are secretive (inclined to conceal feelings/ intentions) ➀ ➁ ➂ ➃ ➄ ➅ 

 

Directions: Please indicate the degree to which the following statements characterize your 
school from Rarely Occurs to Very Often Occurs. Your answers are confidential 
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23. The school sets high standards for performance ➀ ➁ ➂ ➃ 

24. Students respect others who get good grades ➀ ➁ ➂ ➃ 

25. Students seek extra work so they can get good grades ➀ ➁ ➂ ➃ 

26. Academic achievement is recognized and acknowledged by the school ➀ ➁ ➂ ➃ 

27. Students try hard to improve on previous work ➀ ➁ ➂ ➃ 

28. The learning environment is orderly and serious ➀ ➁ ➂ ➃ 

29. The students in this school can achieve the goals that have been set for them ➀ ➁ ➂ ➃ 

30. Teachers in this school believe that their students have the ability to achieve 
academically ➀ ➁ ➂ ➃ 

 



 


