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ABSTRACT 

This study examined the relationship between the teachers’ perceptions of the 

school climate in three urban high schools in a southwest district of Houston, Texas, and 

the TAKS test scores for 5,625 10
th

 and 11
th

 grade students during the 2010-2011 school 

year in mathematics and English.  The study analyzed the relationship between the 

teachers’ perceptions of school climate and the number and severity of students’ office 

discipline referrals, ranging from offenses Level I such as not following the appropriate 

school dress code, to offenses level IV such as use or possession of drugs or alcohol, 

during the same school year.   

 Three hundred and eighty four teachers in the three high schools were invited to 

complete the Classroom & School Climate Survey for Secondary School Teachers, 

developed by Freiberg and Stein (2003).  Student achievement was measured by the 10
th

 

and 11
th

 grade TAKS tests scores generated during the 2010-2011 school year.  Number 

and type of students’ office discipline referrals for the 2010-2011 school year were 

collected using the district’s archival data.  The relationship between the teachers’ 

perceptions of the school climate and students’ achievement and discipline infractions 

was inconclusive due to the limitations of the data and the fact that the survey results on 

the three campuses were similar.  While not statistically significant, a negative correlation 

was clearly noted between achievement and the number of discipline infractions. The 

negative correlations indicate that as the major/minor infractions increase, the English 

and mathematics TAKS test performance decreases.  
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CHAPTER ONE 

Introduction 

 Does positive or negative school climate have an effect on the scores that students 

obtain on the TAKS test in the 10
th

 and 11
th

 grades, for English and mathematics subjects, 

in three different urban high schools?  Does positive or negative school climate have an 

effect on the amount and type of office discipline referrals (minor to severe) 10
th

 and 11
th

 

grade students receive within a determined school year?   

 The importance of a workplace’s environment, both in schools and other 

organizational settings, has been researched over the last decades as it affects the 

professional development of employees and their effectiveness.  Freiberg and Stein 

(1999) stated that the school climate has a direct impact on the teachers, administrators, 

staff members, and the students.  Halpin and Croft (1962) developed the Organizational 

Climate Description Questionnaire (OCDQ), to map the organizational climate of schools 

they were researching.  The questionnaire identified important aspects of teacher-teacher 

and teacher-principal interactions such as teacher satisfaction, school discipline, and 

student achievement, and gave researchers a tool to focus significant effort on the 

assessment and development of school climate.   

 In the research many argue that positive and sustained school climate improves 

the healthy development of students, fosters their academic achievement, and also 

improves teacher satisfaction, which in turn, increase teacher retention in schools (Cohen, 

Pickeral, & McCloskey, 2009).  Additionally, with changes in accountability systems 

from both state and federal governments, schools have to be highly focused on aligned 

instruction that is inclusive of all learners.  School administrators are beginning to see the
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importance of school and classroom climate in the improvement of teaching and learning 

(Freiberg, 1998).    

Additional studies have demonstrated the need for a healthy school climate, and 

the role of the school administrators as a factor of influence on student achievement and 

school discipline.  Among all the visible and tangible factors administrators need to 

control in a successful school, such as parental involvement, student achievement, 

campus curriculum design and delivery, etc., there is one in particular that everyone can 

feel.  That is what is called the school climate.  “School climate is much like the air we 

breathe -- it tends to go unnoticed until something is seriously wrong” (Freiberg, 1999, p. 

1). 

Analyzing and understanding the school climate, whether positive or negative in a 

school, may help the organization generate a plan to achieve its academic goals.  

According to Freiberg (1999), the school climate can influence the learning environment 

in a positive or negative way, so getting feedback about where the school stands in terms 

of climate is an extremely important task for the administration of the school.  

Furthermore, Marzano, Waters, and McNulty (2005) stated that the chances for students’ 

academic success are directly related to whether the school operates effectively or not, 

and effectiveness is related to the administration’s management skills and the general 

climate of the school. 

In a study conducted in Virginia in the year 2007, 1,134 teachers from 80 

different urban and suburban middle schools were surveyed on their perceptions of their 

schools’ climate.  The researchers also gathered data on students’ socio-economic status 

and academic achievement, quality of the facilities, and resource support.  Using 
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descriptive statistics, factor analysis, and reliability analysis, the researchers found that 

the teachers’ perceptions of the quality of the school facilities were related to student 

achievement in English and mathematics with a correlation of r = 0.25.  Additionally, 

they found that resource support, such as having materials and supplies teachers needed 

to accomplish their instructional duties, and adequate technology to support the learning 

goals, was related to student achievement with a correlation of r = 0.31.  Students’ socio-

economic status was strongly related to student achievement with a correlation of r =  

-0.85, and finally, they found that school climate was strongly related to student 

achievement with a correlation of r = 0.61.  The researchers concluded that the school 

climate plays a positive role in the effects of the quality of the school facilities and also in 

the student achievement.  They also stated that high-quality facilities support students’ 

learning and poor-quality facilities are detrimental to their academic achievement.  They 

concluded that school climate affects teachers’ attitudes and behaviors, as teachers are 

less likely to be enthusiastic about their jobs if they feel they are working in a building 

that has a poor climate (Uline & Tschannen-Moran, 2007).   

The school climate can be referred to the teachers’ perceptions of their general 

work environment, and it is influenced by the formal organization, the informal 

organization, and the personalities of all the stakeholders such as, parents, students, 

teachers, and the administrative team.  “School climate is the relatively enduring quality 

of the school environment that is experienced by participants, affects their behavior, and 

is based on their collective perceptions of behavior in schools” (Hoy, 1990, p. 152).  Hoy 

(1990) indicates  that school climate is typically used and studied as an independent 
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variable, which indicates that improving school climate can be conceived as an important 

goal of any given organization.  

 Some stakeholders have a common misconception that the curriculum and the 

curriculum delivery are the only factors that affect student academic achievement, but 

research suggests that the context in which learning occurs is one of the most influential 

aspects of the learning process.  The entire school system, and in particular the school’s 

climate, provides a major influence on student achievement.  Vanderhaar, Munoz, and 

Rodosky (2007) confirmed that the context, in which leadership takes place, matters.  

They suggested that school leaders should consider studying the educational environment 

to create ways to meet the specific needs of the population they served.  Freiberg, 

Huzinec, and Templeton (2009) found that changing the classroom environment would 

significantly improve student academic achievement.   

 To illustrate the importance of the environment’s effect on student learning, 

(Vanderhaar et al., 2007) continued by explaining that in schools where poverty 

concentration rose above 40 percent, student achievement was negatively impacted.  The 

researchers confirmed that schools serving populations with high poverty levels face 

challenges such as high levels of teacher and student absenteeism, violence, gang related 

activities, and low interest in academic affairs from students, just to mention a few.  The 

challenges in this climate, versus that of a healthy school, are very different.  Neither 

context should be diminished in importance but the focus and goals of these two types of 

schools differ greatly.  Consequently, both teachers and administrators need to be 

prepared to nurture a healthy school climate in which students, teachers, parents, and 

members of the community feel involved in the school’s daily procedures due to the fact 
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that the school climate is an important factor that influences the quality of the school.  A 

healthy school climate helps to nurture the aspirations of children and parents, helps to 

stimulate the creativity and enthusiasm of teachers, and improves the school in general 

(Freiberg & Stein, 1999).  Also, in a healthy school, “Teachers are committed to teaching 

and learning.  They set high, but achievable goals for students; they maintain high 

standards of performance; and the learning environment is orderly and serious.  

Furthermore, students work on academic matters, are highly motivated, and respect other 

students who achieve academically” (Hoy & Miskel, 1996, p.154).  

 This study investigated the school climate as perceived by the teachers working in 

three different large urban high schools in the southwest area of Houston.  The study 

analyzed if the school climate, as measured by the teachers’ perceptions, had a positive or 

negative relationship on TAKS scores for the 10
th

 and 11
th

 grade mathematics and 

English tests in the 2010-2011 school year.  It also studied the positive or negative 

relationship between the school climate and the number and type of discipline referrals 

(minor to severe) for the 10
th

 and 11
th

 grade students during the 2010-2011 school year.  

The intent of this study was to help current administrators in urban high schools to adjust 

their school management in order to improve the school climate and ultimately meet the 

academic and behavioral teachers’ and students’ needs within their schools. 

 The following section explains why studying the school climate in urban high 

schools in this educational era of high accountability, new state tests, and reduced federal 

funding to public schools is essential.  
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Statement of the Problem 

 In this new era of accountability, and especially after the enactment of the No 

Child Left Behind Act (NCLB) of 2002, the school’s district leadership team, 

administration team, and principals, face multiple issues on a daily basis and are 

responsible for finding solutions to different situations in a great variety of contexts.  

Schools are held accountable by the media, the parents in the community, the students 

who attend their classrooms, the school boards, and all the other stakeholders who are 

directly or indirectly related to it.  Learning how to work with all of them in different 

ways has become a difficult and challenging skill for successful administrators. 

 One of the biggest challenges schools in the state of Texas face is a greater 

demand for academic achievement with lower amounts of financial support.   In 2011 the 

general budget has been reduced and the public schools in Texas and across the country 

received reduced financial support, creating the stress of finding ways to provide quality 

education in healthy school environments with less money available (The Associated 

Press, 2011).  These lack of funding and high accountability factors are stressors for 

teachers, parents, and administrators, which in turn directly affect the school climate.  In 

a 2008 study, four high schools were selected from an educational district circuit in the 

city of Limpopo, South Africa.  The schools were ranked based on their academic passing 

rates.  The two best schools were compared with the two worst schools, and teachers 

belonging to all four schools were surveyed voluntarily.  The researcher used the 

Spielberg’s Job Stress Survey to measure the level of stress the teachers had in those 

schools.  He also used the Organizational Climate Index developed by Hoy et al., to 

measure the climate of the school.  Factors related to lack of funding such as inadequate 
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equipment, not enough staff, and inadequate salary had means over 3.5, on a scale from 0 

to 5, in both the low and high achieving schools, which indicated that working with less 

financial resources is a stressor on teachers and staff members.  The researcher also 

performed a t-test to establish if climate differences between both types of schools were 

significant, and the result demonstrated that there were significant differences (p < 

0.0001) between the two types of schools’ organizational climate dimensions such as, 

collegial leadership, professional teacher behavior, and achievement press.  Finally, the 

researcher established a causal relationship between more positive organizational 

climates and improved performance (Milner & Khoza, 2008).  In a middle school study 

in Virginia, researchers surveyed teachers from 80 middle schools, and they found that 

the quality of school facilities is related to the student achievement (r = + 0.25, p < 0.01) 

which supports their conclusion that lack of funding that leads to inadequate facilities, in 

turn can impact the school climate in a negative way.  The researchers also stated that in 

such campuses the learning environment is not perceived as orderly and serious.  The 

disorganization affects the school climate and in turn affects the community’s view of the 

school.  “Where school buildings are shabby and inadequate, there is less likely to be the 

kind of community engagement that supports teaching and learning” (Uline & 

Tschannen-Moran, 2007, p. 66).    

 In this era of high accountability and limited resources it is imperative to study 

management factors to see if by having more efficient systems and open schools, it is 

possible to generate a healthy school climate.  The question that arises is if regardless of 

diminished funding, can improved school climate boost teacher satisfaction and in turn 

increase student achievement? 
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The next section includes key terms used in this doctoral thesis.  

Definition of Terms 

 Academic Excellence Indicator System (AEIS).  Every year during the spring 

semester schools in Texas test their students in different areas across grade levels from 

third grade to 11
th 

grade.  The tests are scored by the Texas Education Agency (TEA) and 

are organized on the AEIS report.  This report is sent to every school and school district, 

and measures school performance based on the AEIS indicators.  Important information 

found in the AEIS report includes, but is not limited to, the results of the Texas 

Assessment of Knowledge and Skills (TAKS) by grade level and subject for all grades 

tested, results of State-Developed Alternative Assessments, participation in the statewide 

assessment programs, progress of prior year TAKS failures, progress of English language 

learners, attendance rates, school information about funding and personnel, demographic 

information of students and staff, and other information concerning school academic 

performance.  

Accountability.  The term accountability refers to the act of performing to meet 

the academic standards set by the state.  In educational terms it refers to meeting the 

criteria set by the Texas Education Agency (TEA) and the federal government through 

the No Child Left Behind Act (NCLB), to perform within the academically acceptable 

range given to students.   

Achievement.  This term is defined as the percentage of students in the high 

school who meet the standard set by the state in order achieve the mastery level of the 

mathematics and English TAKS test for 10
th

 and 11
th

 grades.  
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English TAKS test.  This test is given in different grade levels.  This study used 

the TAKS test given in 10
th

 and 11
th

 grades for the English subject area.  The test 

included grammar and reading exercises.  The test gave several “triplets” or three related 

reading passages all with similar themes from which students had to answer questions 

about the theme, not the content of the reading.  It required literacy analysis and strong 

reasoning skills.  There were also editing questions that were based on the students’ 

knowledge of grammar and writing.  Passing this test is a requirement for graduation.  

Students who do not pass this test the first time, may continue to take it until they pass.  

TAKS tests are given three times during the school year for re-testers.  There is no limit 

on the number of times a student may try to pass the test.    

Mathematics TAKS test.  This test is given in different grade levels.  This study 

used the TAKS test given in 10
th

 and 11
th

 grades for the mathematics subject area.  The 

test included word problems and reasoning skills.  Students had to demonstrate 

knowledge of how they reached their answer using mathematical solutions.  Sometimes 

problems were focused on the process and not the answer to the problem.  Passing this 

test is a requirement for graduation.  Students who do not pass this test the first time, may 

continue to take it until they pass.  TAKS tests are given three times during the school 

year for re-testers.  There is no limit on the number of times a student may try to pass the 

test.   

No Child Left Behind Act (NCLB).  In January 8 of 2002, President George W. 

Bush signed a law to improve the country’s educational system, called the No Child Left 

Behind Act.  According to Lamb (2007), “NCLB is built on four common-sense pillars: 
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accountability for results, an emphasis on doing what works based on scientific research, 

expanded parental options, and expanded local control and flexibility” (p. 32).  

 Texas Academic Assessment of Skills (TAKS).  The TAKS test is the assessment 

created by the Texas Education Agency (TEA) to measure the mastery of concepts taught 

during the school year.  Students begin testing in third grade with tests in reading and 

mathematics.  Additional tests are given in fifth, sixth, seventh, eighth
 
and ninth grades in 

reading and mathematics, and in fourth and seventh grades, writing is added.  In eighth 

grade, reading, mathematics, social studies, and science are tested.  Students in 10
th

 and 

11
th

 grades are assessed in English, mathematics, science, and social studies.  Passing all 

subject areas in 11
th

 grade is mandatory and is a requirement for graduation.  Students 

have multiple opportunities to take the test.  Students in 10
th

 grade must be present for the 

test, as participation is what counts for AYP.  Limited English Proficiency and Special 

Education students are also assessed under this accountability system.   

Texas Education Agency (TEA).  The TEA is the agency in charge of Texas 

education and public schools.  Its mission is “to provide leadership, guidance, and 

resources to help schools meet the educational needs of all students” (Texas Education 

Agency, 2010c). 

 Texas Essential Knowledge and Skills (TEKS).  In order to have a guide for 

schools’ alignment between grade levels and across different campuses in the State of 

Texas, the TEA used instructional specialists across the state to create documents with 

detailed objectives on each topic within all subject areas and on all grade levels.  These 

topics are called TEKS and constitute the framework from which the school districts and 
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their schools create curriculum guides with scope and sequence, or pacing guides, to help 

teachers plan their daily lessons. 

 The next section provides the purpose of this study, analyzing the different 

variables studied and the instruments used to collect the data. 

Purpose of the Study 

The purpose of this study was to investigate whether or not there was a direct or 

indirect relation between a positive or negative school climate and the students’ academic 

achievement as measured by the 10
th

 and 11
th

 grades TAKS test in three different urban 

high schools.  The relation between school climate and number of discipline referrals was 

analyzed in three urban high schools located in the southwest area of Houston.  

Specifically, this study investigated the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers 

developed by (Freiberg and Stein, 2003), student achievement as measured by the TAKS 

test in mathematics and English for students in 10
th

 and 11
th

 grades, and the number and 

type of office discipline referrals (minor to severe) that occurred during the 2010-2011 

school year.   

Student achievement can be affected by many factors, such as curriculum design, 

curriculum delivery, poverty, school facilities, and accountability pressures.  In the high 

schools proposed for this study the most important and current issue is the need to 

improve achievement in the areas of mathematics and English.  To be more specific, the 

three high schools used in this study did not meet the requirements of AYP for the 2010-

2011 school year in mathematics and some of them need to increase the number of 

students passing the test for this school year by 9 percent in order to comply with AYP 
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requirements and avoid federal sanctions.  Another important issue these three schools 

face is the great amount of office discipline referrals generated during the school year.  A 

majority of students (80-87 percent) in the three schools are at low socio-economic status, 

which for many, should not be a deciding factor of school discipline, however data shows 

that these schools currently have many issues related to gang activity, fights, and students’ 

absenteeism and “tardies” to class, which may have a negative impact on the school 

climate.  One of the goals of this study was to quantitatively measure that impact in order 

to generate a plan to improve the school system and improve student academic 

achievement.  

TAKS test data was collected from the 2010-2011 AEIS (Academic Excellence 

Indicator System) report and the district data.  Additionally, data of number and levels of 

office discipline referrals in the three schools was collected using archival data for all the 

incidents documented during the 2010-2011 school year from the e-School Student 

Management System used by the school district.  Three different high schools within the 

same school district were analyzed.  The three schools are alike in size and 

demographics.
1
  Principals of each of the schools have all been in place for the same 

amount of time.  All the professional staff classified as teachers in the three schools were 

invited to complete the Classroom & School Climate Survey for Secondary School 

Teachers (Freiberg and Stein, 2003) which measures the teachers’ perceptions of the 

school climate.   

                                                 

1
 Refer to chapter three to see the schools’ detailed demographics. 
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 The researcher expected the results of this study to raise awareness of the negative 

or positive impact the school climate has on students’ academic and behavioral outcomes 

(i.e., student test scores and the number and type of office discipline referrals) in a set of 

large, urban, public high schools.  This in turn could generate a specific body of 

knowledge such as a list or description of leadership characteristics and behaviors that 

hopefully will be used in different school districts’ daily operating procedures and/or 

professional development goals. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

CHAPTER TWO 

Review of Related Literature  

Introduction 

 School climate, during the past decades, has been seen as a vital component of the 

school’s effectiveness.  Marzano, Waters, and McNulty (2005) found that for many 

centuries the leadership and the environmental contexts in which the organization exists 

critically affect the success of any institution.  They continue by explaining that 

leadership, school climate, and school culture have always been linked to the effective 

functioning of complex organizations.  For Marzano et al., it is clear that the educational 

outcome not only depends on the individuals who work in the school on a daily basis, but 

also depends on the school’s environment in which the learning takes place.  Hoy, Smith, 

and Sweetland (2002) remind us that, “a healthy school climate is imbued with positive 

student, teacher, and administrator interrelationships.  Teachers like their colleagues, their 

school, their job, and their students, and they are driven by a quest for academic 

excellence” (p. 39).  Hoy et al., studied 97 high schools in Ohio using different 

dimensions of the organizational climate, and they found that achievement press was 

positively related to both collegial leadership (r = .32, p < .05) and professional teacher 

behavior (r = .49, p < .05).  Therefore, is it really possible to say that it is in the best 

interest of educators to study the effects of school climate on student achievement and 

student behaviors in order to look for ways to maintain a healthy environment, and in turn, 

improve students’ academic and social outcomes?
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The following sections will examine the concepts of culture, climate, and 

leadership of successful schools.  They will also give several definitions of school climate 

and school culture used by researchers.  It will explain ways to measure school climate 

and ways to improve it in public schools.  The chapter will end by explaining different 

effects of school climate on student achievement and student behaviors, as well as the 

effects of standardized testing on the school’s climate, to help explain the theoretical 

basis of this study.  

Culture, Climate, and Leadership in Successful Schools 

 In the research it is stated that a successful school is not only one that has a good 

organizational structure, but also one that authentically cares for students.  After 

reviewing several experiments with neuroscience, Goleman (2006) applied the 

knowledge learned about people’s emotional stages and brain-to-brain interactions, and 

used it in the context of schools.  He stated that when a person sees another person’s 

emotions, for example, anger or sadness, there is an initial impulse of the brain to 

replicate those feelings.  He then continued by explaining the importance of building 

relationships and trust.  He applied what he learned from the neuroscientists and stated, 

“Best practices for learning include having teachers, school staff, and leaders all 

contribute to a positive school environment typified by trust and caring relationships” 

(Goleman, 2006, p. 78).  He continued by saying that the principal in a school should 

always lead the group of teachers and staff members to have positive and empathetic 

social interactions in order to have a healthy school climate.  The more positively the 
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teachers and staff members react and respond, the more positively the students will feel 

about learning.  

 In order to be able to go into detail of what the researchers said about the effects 

of school climate on the student achievement and their social behaviors, it is important to 

have a clear idea of their definitions of school climate and culture.  The next section will 

explain how some important researchers defined school climate and school culture. 

Definitions of School Climate and School Culture 

 In most private companies and public organizations such as public schools, 

employees and staff are considered the most important asset.  That might be related to the 

training offered, the special certifications required, and the tedious process of selection by 

human resources.  In such workplaces, organizational climate can be explained as the 

quality of the internal environment as experienced by the members of the organization.  

The organizational climate depends on the organizational structure, the decision-making 

rules, the size of the organization, and the leadership style (Rafferty, 2003). 

 By definition, school climate is the summative factor of all the positive and 

negative interactions among staff members.  The tone of those interactions is majorly 

influenced by the school culture, which is the collection of unspoken norms, habits, and 

traditions of the people that work in the school (Goleman, 2006).   

 In his culture, climate, and student connectedness synthesis, Freiberg (2011) 

defined school culture as “a microcosm of the larger culture resulting in a shared 

collective experiences of people.  School culture includes the values, norms and traditions 

of a society, group, or organization” (p.1).  Freiberg emphasizes three factors to define 
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school climate: “the physical, emotional and intellectual health throughout the school and 

within each classroom.  It determines if students are tourists or citizens in their schools by 

bringing personal worth, dignity and importance to their lives” (Freiberg, 2011, p.1). 

 Sergiovanni (2005) used several factors to define school culture.  He stated, 

“schools teach their culture best when they embody purposes, values, norms, and 

obligations in everyday activities” (p. 112).  He further defines the four virtues of 

leadership that are important for the culture and climate of the school.  Those are (a) 

hope: leaders must have hope and be realistic at the same time as long as the possibilities 

for change in the organization remain open; (b) trust: leaders must be able to delegate 

authority and to have trust in their staff members; (c) piety: the capacity of oneself to 

show loyalty, respect, and affection to different members of the organization, and (d) 

civility:  the capacity to embrace differences among members of the organization 

(Sergiovanni, 2005).  Additionally, school culture can be defined using an 

anthropological perspective, while school climate can be defined using a psychological 

perspective.  Climate is viewed as behaviors, while culture is viewed as a compilation of 

values and norms.  School climate is more descriptive and less symbolic than school 

culture and is used easily when measuring the organizational health of a school (MacNeil, 

Prater, & Busch, 2009). 

 In diverse populations as those analyzed in this study, it is clear that not all 

schools are the same, even if they serve the same demographics.  For that reason, schools’ 

academic results and degrees of pro-social behaviors might vary tremendously due to the 

fact that they could have different school climates.  School climate refers to the 

interactions between and among students, parents, teachers, administrators and the 
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community where the school is located.  It encompasses attitudes, beliefs, values and 

norms that affect the level of academic achievement, the office discipline referrals, and 

the school operations (McEvoy & Welker, 2000). 

Healthy School Climate 

 Some researchers argue that successful students usually come from nurturing 

homes, excluding what schools can do to improve their academic achievement.  In other 

words, students who have healthy environments at home will be successful in school 

regardless of what the school does.  Others argue that a good environment at home is one 

important factor that affects students’ success, but they note that school climate plays an 

important role in their academic achievement and their behavioral outcomes.  Effective 

and healthy schools generally have high expectations for student achievement, effective 

leadership, a shared mission among teachers and school staff, appropriate assessments, 

students’ sense of respect for learning, and great student perceptions of a safe learning 

environment.  Those schools build a positive influence on student behavior and student 

academic achievement despite the condition of the home environment, social status, 

gender, race, or ethnicity.  Healthy schools are characterized by a safe environment where 

teachers and students can focus on academic and social skills’ development, a curriculum 

that is understood and supported by faculty and students, ongoing assessment that reflects 

the school’s goals and mission, the complete elimination of school practices that assume 

that many students cannot and will not achieve, and finally a ritual of celebration of 

academic and social achievement.  An effective and healthy school has members who 
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feel they are valued participants in working towards meaningful goals (McEvoy & 

Welker, 2000).  

 An effective bridge of communication between staff members characterizes 

healthy school climates, as it is crucial in shaping the social reality that the teachers 

experience.  Also, teachers’ perceptions about their school influence their attitudes and 

behaviors toward the organization.  School effectiveness in a healthy environment is 

directly related to what teachers think and do, so effective communication between 

teachers and their school principal is the heart of creating and maintaining a healthy 

school climate. “The open flow of vertical as well as horizontal communication in 

schools can be seen as both the medium for and the outcome of organizational action and 

effectiveness” (Rafferty, 2003, p. 68).   

 Another important characteristic of a healthy school climate is the motivation of 

teachers.  Motivated teachers can help a school to build a healthy climate, which in turn 

will create greater success in terms of student performance and academic outcomes.  

When trying to improve student achievement in the academic arena, and students’ 

behaviors, the administration of the school and the school principal must improve the 

school culture and climate by improving relationships with the teachers, the students, and 

the parents  (MacNeil, Prater, & Busch, 2009).  A healthy school climate involves 

schools where students, teachers, and administrative staff, work hard on academic matters, 

are highly motivated, and respect each other (Hoy & Miskel, 1996).  
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Unhealthy School Climate 

  After reading about a healthy school climate it is easy to define an unhealthy 

school climate because both definitions are, simply put, opposites.  “Unhealthy schools 

lack an effective leader and the teachers are generally unhappy with their jobs and 

colleagues.  In addition, neither teachers nor students are academically motivated in poor 

schools, and academic achievement is not highly valued” (MacNeil, Prater, & Busch, 

2009, p. 75). 

 Unhealthy school climate allows outside forces of the school to get into its 

systems and damage its structure.  Usually in this type of school, the principal does not 

have a good vision of leadership and direction is limited.  There is little support from and 

to teachers, and it can be said, that the communication between administrators and staff is 

broken.  This in turn creates declining staff morale and the teachers don’t feel good about 

their co-workers or their jobs. Teachers usually act defensive and suspicious.  In these 

schools the pressure for academic excellence is very low (Hoy & Miskel, 1996).   

 If teachers don’t care and there is low staff morale, how can students achieve in 

this type of environment?  How can the climate be measured so a plan of intervention can 

be put in place in order to improve student achievement?   

Measurements of School Climate 

 When measuring school climate it is very important to get the perception of the 

school from all the stakeholders.  It is well known that when measuring school climate, 

the teachers and the staff members who work in the school are interviewed, or they 

simply complete a survey to see what they think about the school’s organization, 
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relationships, management, and safety.  However, the students’ perceptions are rarely 

used to measure school climate.  Students’ opinions should be analyzed as well since they 

are the most important stakeholders of the school, and they represent the final product of 

the organization.  In his article Measuring School Climate, Freiberg (1998) illustrates the 

use of three different ways to measure school climate in a school using the students’ 

perspectives of the environment.  He explains that factors that influence school climate 

can be measured by the quality of interaction in the teachers’ lounge, the noise levels in 

the cafeteria and the hallways, the physical comfort levels, and the feeling of safety.  He 

continued by saying that students’ opinions of possible solutions to school problems 

should be analyzed when measuring school climate.  A student concern survey is very 

useful to obtain students’ feedback.  In these schools “Most of the students will tell you if 

they like or hate the school, whether they are learning, and which teachers are caring” 

(Freiberg, 1998, p. 23).  Another way to obtain student feedback is conducting entrance 

and exit interviews to see what students think about the climate of the school and what 

they perceive needs to be fixed.  And finally, climate can be measured by observing the 

noise levels of the cafeteria and hallways.  Through this observation, a researcher can see 

the quality of interactions among staff members and the students.  With this information 

at hand, the school’s administration can make changes in procedures and can make the 

school a more pleasant place to be.  “Measuring school climate can help us understand 

what was and what is, so that we can move forward to what could be” (Freiberg, 1998, p. 

26).  

 Freiberg (1999) explained in School climate: Measuring, improving and 

sustaining healthy learning environments, that there are several ways to measure school 
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climate, and those are categorized in direct measures and indirect measures.  Direct 

measures are the ones that involve contact between the researcher and the stakeholders of 

the school, including interviews, questionnaires, classroom observations, videotapes, etc.  

Indirect measures do not require direct interaction with individuals, and include archival 

data such as records kept by the teacher and school, attendance records, discipline 

referrals, visits to the school health clinic or nurses’ office, number of suspensions and 

expulsions, teacher and administrator turnover rates, levels of student academic 

achievement, student mobility rates, and physical presentation of the building including 

levels of noise, amount of plants in the hallways, types of work posted on the walls, etc.  

Those observations can provide the researcher a context for how the school works and 

how the school climate affects the behaviors of the people within its environment.  

 Another way to measure the school climate is using the General Climate Factor 

survey created by CFK Ltd.  This instrument was developed in the early 1970s to gather 

educational climate data for organizational planning.  The CFK is composed of four 

sections: (a) General Climate Factors (40 questions); (b) Program Determinants (35 

questions); (c) Process Determinants (40 questions); and (d), Material Determinants (15 

questions).  The general climate factors section of the instrument has eight subscales of 

five questions each.  The subscales are respect, trust, high morale, opportunity for input, 

continuous academic and social growth, cohesiveness, school renewal, and caring. 

The instrument uses a format of two discrepancy columns, the “what is” column, and the 

“what should be” column.  The “what is” column is the current perception of the person 

doing the survey of that specific skill or attitude, while the “what should be” column is 

the desired status of the skill or attitude.  Each column has four descriptors: 1 = almost 
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never, 2 = occasionally, 3 = frequently, and 4 = almost always.  Using the part A of the 

instrument the researchers surveyed a sample of 1,240 students from two middle level 

and two high school campuses in two school districts in Texas.  For the two middle 

schools, there were 20 sixth graders, 128 seventh graders, and 110 eighth graders.  For 

the two high schools, there were 192 ninth graders, 411 10
th

 graders, 249 11
th

 graders, 

and 240 12
th

 graders.  The researchers found that the top three “what is” subscale 

rankings for the sample were respect, caring, and cohesiveness.  These factors represent 

the importance of the affective features such as respect and caring, and managerial 

components such as cohesiveness.  The top three “what should be” subscale rankings 

were high morale, respect, and trust, which represent the affective features of climate.  

The researchers concluded that the affective dimensions of school climate must be a 

focus for all the school intervention programs (Johnson, Johnson, & Zimmerman, 1996).  

 There are other ways to measure school climate in a technical and quantitative 

way.  As reported by Rafferty (2003), in 1963, Halpin and Croft described the 

organizational climate in general terms as a teacher’s perception of the school 

environment.  Halpin and Croft created the Organizational Climate Description 

Questionnaire (OCDQ) to be the instrument that measures and assesses school climate.  

Initially designed for elementary schools, it was not effective when measuring climate in 

high schools.  For that reason a revised questionnaire was developed, called OCDQ-RS 

(secondary schools), that measured the school climate in two main categories, principal 

behaviors and teacher behaviors, and analyzed their interaction patterns.  With a clear and 

tangible view of this interaction, the climate could be classified as open or closed.  Open 
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climate schools have confident, sociable, and respectful principals.  Closed climate 

schools have principals who are always worried, evasive and frustrated (Rafferty, 2003)   

 School climate can be measured and improved with a school-wide plan that 

involves several factors such as organizational, environmental, social, emotional, 

structural, and linguistic.   In the past, school climate was only measured using teacher 

and staff surveys, but now it should be measured with a more detailed approach including, 

surveys to staff and students, focus groups, video tapes, and meetings with students and 

other stakeholders such as parents, and community members.  Using these various forms 

of data, the information obtained can be triangulated to reflect climate trends in schools 

and classrooms (Freiberg, 1999). 

 Having quantitative and qualitative data sources of the school climate, could be 

useful to develop a school plan that targets the improvement of teacher-teacher 

interactions, student-student interaction and, in general, the student achievement.  The 

following section explores some ways of improving the school climate as seen by 

different researchers. 

Ways of Improving School Climate   

 The principal in any given school needs to have the ability to self-assess his/her 

interactions and change those that go against the well-being of the school and to also 

change those that don’t help him/her influence the staff members to follow the vision and 

mission of the collective organization.  School climate can be improved by following a 

consistent program that involves numerous pathways.  Freiberg (1985, 1996, 2001, 2009) 

created a program that supported students to be “citizens” of the learning environment 
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rather than just “tourists,” in which students are expected to take responsibility of their 

own actions and the actions of their peers.  This program called Consistency Management 

& Cooperative Discipline (CMCD) helped to change the existing school climate from 

controlling and untrusting, to a climate that is based on supportive opportunities for 

students to experience self-discipline (Freiberg & Stein, 1999).  “School Climate is 

mostly an affective or feeling element of learning; it has clear implications for 

achievement and academic well-being” (Freiberg, 1999, p.10).   

 When analyzing an effective school Marzano, Waters, & McNulty (2005), 

explained that leaders in schools face two different types of change in order to improve 

their campuses.  First order change is an incremental change that can be thought of as the 

next most obvious step of improvement to take in a school or school district.  Second 

order change is not incremental.  It involves defining a given problem and finding a 

specific solution (Marzano et al., 2005).  For continual improvement of the learning 

environment, the principal and the administration of the school must work on a daily 

basis to develop and improve their school’s climate or to sustain a healthy one if it is 

already in existence.  In high school settings, this is a critical factor that affects student 

achievement and unfortunately can be easily overlooked.   In a system of high 

accountability and data driven schools, principals must make an effort to analyze and 

improve their school climate.  “As students move from the elementary grades through the 

middle grades and onto high school, students perceive school climate to be more negative, 

teacher support to be lower, and classroom environments to be less healthy” (Freiberg & 

Stein, 1999, p. 26).  So the question that arises is: what impact does this perception have 

on student achievement?  
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 When creating plans to improve academic achievement in schools, it is important 

to analyze the school’s climate and examine how it is affected by the students’ 

misbehaviors occurring on and off campus, and in turn how these misbehaviors affect 

their academic achievement.  In some high schools the discipline issues are identified 

easily and cannot be generalized to the whole school population.  For that reason it is 

necessary to build a good bridge of communication between the entire staff and the 

students so expectations are set, explained, and followed from the beginning of the school 

year.  “An emphasis on improving a student’s communication skills through reading, 

writing, speaking, listening, and artistic expression can build that student’s repertoire of 

pro-social skills essential for cooperation” (McEvoy & Welker, 2000, p. 131).  The 

improvement of the school climate depends heavily on the improvement of students’ 

communication skills, so they can express their feelings in a better and non-violent way.  

This improvement of the school climate should be a continuous process and a continuous 

effort.  Every year climate should improve, but if the stakeholders do not participate in 

the improvement, it will stay the same or get worse.  Every year new students come to the 

school, and teachers and administrators change from campus to campus, so what is seen 

as a great school climate today might change dramatically from year to year if it is not 

continually evaluated, analyzed, and improved (Freiberg & Stein, 1999).   

 In a study by MacNeil, Prater, and Busch (2009) using the Organizational Health 

Inventory (OHI), 1,727 teachers were interviewed to analyze the school climate of 29 

schools located in a large suburban school district in southeast Texas.  Using a 

MANOVA analysis, the researchers compared the school climate with the state rating of 

Acceptable, Recognized, or Exemplary using the scores of 24,684 students in the Texas 
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Assessment of Academic Skills test (TAAS).  The researchers found that Exemplary 

schools possess healthier climates than Acceptable schools.  They also found that goal 

focus and adaptation have to be taken into consideration very carefully when developing 

a healthy school climate.  For that reason, principals looking to improve student 

achievement in their schools must increase goal focus, as defined by the ability of the 

organization to have clarity, and build structures that support adaptation as defined by the 

ability to tolerate stress and maintain stability while still being able to respond to the 

demands of the job.  Furthermore, when schools are struggling and their academic level is 

not the one they want to achieve, the school administration will obtain faster results from 

a change plan if they are focused on changing the school culture and climate rather than 

just changing the structures and the operations of the school.  Administrators must learn 

how to lead, instead of just managing the school, and leading must be done after they 

have a clear view of their school culture and climate (MacNeil, Prater & Busch, 2009).   

 What factors must be present in leadership in order to have strong school climate 

and effective teaching and learning that meet accountability standards?  Can both be 

present in large, diverse, low socio-economic urban high schools?  Does a negative and 

unhealthy school climate influence the students’ behavior resulting in escalating office 

discipline referrals from one year to the next?  The following section studies the effects 

of school climate on the students’ behaviors as measured by the number and type of 

office discipline referrals created during the school year. 
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School Climate Effects on Students’ Behaviors  

 The importance in the classroom of teachers knowing their students and building 

relationships with them has received a great deal of attention in school districts in policy 

and practice.  The greater the student-teacher ratio, the harder it is for teachers to know 

every child and to generate a positive relationship that can improve the climate of the 

school in general.  This dynamic is compounded at the secondary level.  A combination 

of multiple classes and large classroom enrollments often create a setting in which the 

average high school teacher has 140 students each day.  Each student may only see their 

teacher for 50 minutes a day, and their needs are matched by 25 or 30 other students.  

With 140 students, it is more difficult to generate meaningful relationships, and 

unfortunately, some students are forgotten quite often.  That lack of belonging in high 

schools may be a great factor that affects the teacher-student relationship and the climate 

of the school.  “Class size and teacher/student ratios are beyond the control of many local 

schools as they are determined by state policy based on per pupil funding.  Policy and 

funding issues at the state level can influence the climate of schools at the local level” 

(Freiberg & Stein, 1999, p.14). 

 This absence of quality time and worthy interactions between teachers and 

students may increase students’ antisocial behaviors, and the greater those behaviors are 

in level of aggressiveness and frequency, the lower the academic achievement, which in 

turn could have a detrimental effect on the school climate.  In a meta-analysis of the 

relationship of academic achievement and antisocial behaviors, McEvoy and Welker 

(2000) found that poor academic performance is related to the frequency and seriousness 

of discipline referrals for both boys and girls.  They also found that high academic 
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performance occurs generally in those who refrain from committing discipline offenses.  

The researchers continued by stating that low academic performance and high levels of 

delinquency occurred more often in students with cognitive deficits and attention 

problems, and that such levels of delinquency can be lowered with programs that improve 

academic performance.  Academic achievement is directly affected by disciplinary 

behaviors, because attending and correcting one student, if done in the wrong way, might 

disrupt the entire classroom environment and distract students not involved in the 

misbehavior.  The classroom is considered a public arena, and instructional time is lost 

when the teacher is constantly correcting individual students’ misbehaviors.    

In addition to the environment at home and the level of poverty seen in at risk 

students, an unhealthy school climate is a major cause of students trying to escape, rebel, 

not cooperate, and show other negative behaviors towards the school.  In a study 

conducted in the city of Philadelphia in 11 middle schools, the researcher measured the 

school climate and individual student characteristics using the 118-item Effective School 

Battery (ESB).  This instrument is divided into two sets of subscales: psychosocial 

climate and student characteristics.  The psychosocial scales include the perceptions of 

school safety, clarity of rules, fairness of rules, respect for students, student influence on 

school affairs, and planning and action.  The student’s characteristic section is targeted to 

obtain characteristics of the population that inhabit the school, including school 

involvement, positive peer associations, belief in school rules, school effort, and school 

rewards.  Other demographic factors were also taken into consideration, such as, age, 

race, and gender.  The researcher found that the 11 schools had significant differences in 

all five measures of school climate.  They were different when comparing planning and 
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action, clarity of rules, and student influence.  He found that aspects of school climate 

such as respect for students, planning and action, clarity of rules, positive peer 

associations, and belief in school rules, are associated with higher levels of perceived 

safety.  Four of five school climate variables that included respect for students, planning 

and action, fairness of rules, and clarity of rules significantly predicted victimization of 

students.  Females and individuals with less deviant peer networks reported lower levels 

of victimization.  The researcher concluded that two measures of the school climate; 

respect for students and fairness of rules, are extremely relevant when explaining student 

offenses and general misconduct.  “School climate theory adds significantly to our 

understanding of school violence, and the identification of contributing or inhibiting 

factors at the school level can help guide appropriate, effective prevention and 

intervention efforts” (Welsh, 2000, p.104).       

 Young school age students display minor misbehaviors that if not corrected 

properly by adults, can and may develop into more serious misbehaviors as the students 

approach their adolescence.  The more aggressive the misbehavior, the more aggressive 

the appropriate consequence is needed in order to teach the individual a lesson.  

Offenders can be classified as “life-course-persistent offenders” or such students who 

begin anti-social behaviors in their early ages.  There are also “adolescent-limited 

offenders” or those who begin their antisocial behaviors at the ages of 12-13 years old, 

and usually conclude around the age of 18-19 years old.  In the absence of good 

intervention programs, either to improve academic levels or to improve school climate, 

the “life-course-persistent offenders” represent the most serious threat to schools and 

communities, as they can become adult criminals.  Early intervention for misbehaviors is 
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a critical component of a healthy climate that requires professional development for staff 

in the identification and correction of these behaviors.  The school climate and the home 

environment are important factors in the development of students’ social skills.  

Antisocial behaviors are often seen in households where there is a frequent use of harsh 

and coercive discipline, where parents are inconsistent with the rules, where there is a 

lack of monitoring of children, and where there are limited problem-solving skills. These 

anti-social behaviors exist where there is a low level of expressed affection, where there 

is low parental involvement, and where there are few positive reinforcements for 

appropriate behaviors.  It is important to note that parents with problems such as 

substance abuse, depression, and marital problems, also interfere with effective parenting, 

thereby creating an unhealthy home environment that incites students to show antisocial 

behaviors (McEvoy & Welker, 2000). 

Testing Effects on School Climate and Student Achievement 

In the modern society, testing is part of everyone’s life.  People get tested daily 

for various reasons; some tests are physical to evaluate our health status, some are 

vocational to find a technical job, and many are purely academic.  As part of an 

international economy in which most of the countries have standardized procedures for 

education, it is evident that education is the constant that molds our current and future 

generations.  “Education impacts human development, economic growth, and is a 

fundamental requirement for democracy” (UNESCO, 2004, p. 1).  The United States of 

America, a major participant of the global economy, has the important educational goal 

of providing high quality public education to all children across the country.  The No 



 

 

 

42 

Child Left Behind (NCLB) Act of 2001 brought forth changes in testing and 

accountability.  It was designed to ensure that all students receive equity in their 

educational opportunities.  

In accordance with NCLB, the Texas Education Agency (TEA) created a series of 

tests that measure students’ learning to correlate with the Texas Essential Knowledge and 

Skills (TEKS).  The test is called Texas Assessment of Knowledge and Skills (TAKS), 

and was preceded by the Texas Assessment of Academic Skills (TAAS), which was used 

to measure minimal skills.  The TAKS test was introduced during the 2002-2003 

scholastic year, and meets more TEKS objectives by asking a greater number of 

reflective questions (Texas Education Agency, 2010c).   

The introduction of this higher-level exam raised the level of accountability for 

teachers, administrators, parents, staff members, and content specialists.  A large 

percentage of states under NCLB now implement high-stakes testing that affects 

administrators down to students (Lamb, 2007, p. 33).  The quest for improvement started 

in 1999 when specialists began to analyze high school students’ academic performance 

based on their test scores.  Once the problems were discovered, TEKS for each grade 

level were revised.  This created an alignment that allowed teachers to effectively 

scaffold the TEKS according to grade level, because the objectives increase in difficulty 

as the students move on toward the next grade level (Texas Education Agency, 2010b). 

In the actual academic and political setting, public schools face the challenge 

every year of providing quality education to students.  This serves as a mechanism to 

mold future generations to become contributing members of society, which historically is 

an early goal of American education.  In theory, the level of success students achieve 
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academically measures their quality of education.  “School administrators, educators, and 

learners must maintain improved test results each year, or school districts and their 

schools will undergo sanctions connected to federal funding” (Lamb, 2007, p. 32).  

However, is the pressure to perform well on the high-stakes test affecting student 

learning?  According to Higgins, Miller, and Wegmann (2006), “High-stakes 

standardized testing can greatly influence the teaching of content areas.  Many teachers 

change their literacy curricula in order to train students to take the test” (p. 310).  

In the state of Minnesota, several districts use mastery learning and mastery teaching as 

main strategies to deliver the curricula.  “The concept of mastery teaching and learning is 

related to criterion-referenced exams and evaluations” (English, Dickinson, McBride, 

Milligan, & Nichols, 2005, p. 105).  However, no matter what technique is used to teach 

in the classroom, teachers’ proficiency in Texas is based on TAKS test scores in English, 

mathematics, science, and social studies achieved by their students.  Other states use 

different high-stakes tests, but all are a response to NCLB.  “For many educators, the 

appeal of having data growth to guide instruction is overshadowed by fear that the 

numbers will be used to penalize schools and teachers whose students are standing still” 

(McGrath, 2005, p. 59).  

The climate in which teaching and learning occurs is critical to the students’ 

success.  If there is a shared attitude of working together toward common achievement 

goals, and if teachers’ work is valued, the climate can be improved.  Unfortunately, in 

most educational settings, assessments are taking over the how and the depth of 

instruction.   As stated in the research, “Given the present climate of accountability, most 
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schools see no alternative other than to work toward meeting the state’s standards and 

legislative mandates” (Higgins, Miller, & Wegmann, 2006, p. 318).   

 Shaker and Heilman (2008) reported that standardized testing and the pressure of 

conformity in testing and standards have been displacing integrated curricula in 

innovative and prestigious New York metropolitan schools.  “If a school fails to make 

adequate yearly progress for five years, the law says the state must restructure it, which 

could include bringing in an entirely new staff, closing the school, converting it to a 

charter school, or some other major overhaul” (Kersten, 2004, p. 62).  The advent of 

extreme accountability has forced schools to sacrifice positive attributes for the sake of 

state and federal mandates. The challenge should become the possibility to have both.   

 The success or failure of students in public schools is measured by the percentage 

of them meeting the standard.  The standards have to be met by sub-populations and 

broken down by ethnicity, socio-economic indicators, and special populations such as 

special education and Limited English Proficiency (LEP) students.  The challenges are 

many in a large, diverse school that has high numbers of lower socio-economic students, 

and unfortunately, the law gives no incentives for high-achieving students.  It generally 

offers sanctions for schools that don’t meet the minimum requirement (Kersten, 2004).  

 Marzano, Waters, & McNulty (2005) and McEwan’s (2003) leadership studies 

focus on both sets of skills as those needed for a successful school.  Effective school 

principals, as leaders of schools, are in a constant quest of helping teachers to have all the 

resources needed for them to be successful.  They work to have a rich and safe 

environment for students and teachers to be successful in order to help the students 

achieve mastery levels on the state tests.  With a variety of teacher proficiency levels and 
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high levels of teacher turnover, it is imperative that principals know which leadership 

style is best used in different situations and how this affects the school climate.  They 

also need to be flexible enough to make the adjustments that are needed quickly.  Leaders 

who focus solely on “the test” are criticized for ignoring other aspects of the curriculum 

and students’ development within the educational system.  Leaders, who focus on 

relationships and innovation, but not the test, are criticized for not achieving the 

accountability indicators.  Those who do both are faced with huge challenges of doing 

too much and putting too much pressure on teachers.  It is nearly a no-win situation, 

particularly in schools where meeting accountability standards is difficult.  Those schools 

tend to be more diverse, lower socio-economic schools that also face issues of poverty 

and discipline unlike their more affluent counterparts.  An argument can be made that the 

schools that successfully meet accountability standards, empower teachers, and continue 

to make growth while focusing on relationships and innovation are those that have strong 

school climate.  

School Climate and Classroom Management  

 In the 1970s Jerome Freiberg initiated and conceptualized the framework for the 

current instructional climate measure in participating CMCD schools.  Freiberg and his 

colleagues measured school climate from the perspective of teachers, students and 

parents using a climate instrument developed for a cluster of Houston schools.  The 

survey had questions for the three stakeholders from a section of a feeder pattern of 

elementary and middle schools as part of an intervention used in the University of 

Houston / Houston Sixth Cycle Teacher Corps.  This survey evolved into a larger series 
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of surveys from pre-school through high school and disaggregated the data by grade 

levels and subjects areas.   

 The current school climate surveys builds around the five themes of prevention, 

caring, organization, cooperation, and community (Freiberg, 2012; Freiberg, 1999; 

Freiberg, 1986), and includes:  The School and Classroom Climate Survey for Students; 

The School and Classroom Climate Survey for Teachers; and The School and Classroom 

Climate Survey for Leadership Team Members.  As Freiberg and Stein explain, the three 

surveys, and more specifically the item composition, can be seen as a “pyramid.”  The 

student survey (70 items) is the base of the pyramid and is considered the pivotal 

structural element.  The teachers’ survey is the next level of the pyramid and it contains 

16 items.  The final level of the pyramid is the leadership team section, which contains 

nine items (Freiberg & Stein, 2011).   

 CMCD is a prosocial behavioral, instructional and organizational management 

program implemented in schools to improve student behavior and achievement (Freiberg, 

Huzinec & Lamb, 2009; Freiberg and Templeton, 2009; Good and Brophy, 2007).  It is a 

person-centered classroom management program that gives administrators, teachers, 

students, and staff the tools to build within their classrooms and schools a functioning 

community.  The intervention program emphasizes positive school and classroom 

climates, self-discipline of students, effective management of instructional time, and 

school connectedness to improve student achievement.  The program begins in the 

classroom and then moves into the common areas of the school.  CMCD has five points 

of action that (a) significantly increase teacher and student attendances; (b) reduce office 

discipline referrals; (c) increase student achievement in mathematics and reading; (d) 
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create a healthier school climate; (e) improve classroom and school learning 

environments.  These five central themes are prevention, caring, organization, 

cooperation, and community.  Prevention and organization in the classroom is critical in 

the creation of a consistent classroom learning environment.  In order to be organized the 

teacher must have consistent instruction that is engaging and have predictable classroom 

routines.  These routines include an effective use of time, materials, and student 

interactions.  The teacher can use timers to pace the lessons, use “starters” to engage 

students at the beginning of the lesson, and exit tickets to give closure.  Additionally the 

teacher should have the objectives and assignments of the lesson posted in a visible place 

so the students have a predictable routine and a guide of what they are doing at all times.   

 Caring, cooperation and community are also important themes of CMCD.  To 

create a small community within the classroom and the school, teachers and students 

have opportunities to voice their opinions.  Students learn how to prevent and solve 

problems by working and learning in groups that are supportive and caring.  This 

constant cooperation creates shared leadership and responsibility in both the teacher and 

the students, and their needs are balanced.  In the small community within the classroom 

the teachers have a facilitative role, and the students are “hired” to do common teacher’s 

tasks, such as passing out papers, answering the door, and filling out tracking forms, that 

traditionally take up valuable instructional time (Freiberg, Huzinec, & Templeton, 2009). 

 In a study done in 14 inner-city elementary schools (Freiberg, Huzinec & Lamb, 

2009) of a large urban school district a total of 700 students were randomly selected.  350 

students were selected from 14 CMCD elementary schools and 350 from the comparison 

schools.  The population of students was in grades 4
th

, 5
th

, or 6
th

.  Those same students 
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were in grades 3
rd

 or 4
th

 prior to the implementation of the program.  Control schools 

were matched on demographics using data from the TEA’s Academic Excellence 

Indicator System (AEIS).  When comparing reading results in the experimental and 

control groups, the researchers found that the experimental group had a medium effect 

size of E = + 0.34, indicating that after implementation of the CMCD program, 

experimental students had an average reading score at the 64th percentile, while the 

control students had an average score at the 50th percentile.  Mathematics achievement 

results were similar to reading.  The researchers found that the experimental group had a 

medium effect size of E = + 0.42, indicating that after implementation of the CMCD 

program, experimental students had an average reading score at the 67th percentile, while 

the control students had an average score at the 50th percentile.  The findings of this 

study indicated that the learning environment, and in particular, the classroom and 

instructional management, have a positive effect on the improvement of student learning 

outcomes and in the positive and supportive conditions for teaching and learning 

(Freiberg, Huzinec, & Templeton, 2009).  

Research Questions 

 Derived from the literature review, the following research questions were 

developed: 

1.  Is there a relationship between the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers, 

and 10
th

 and 11
th

 grade students’ mathematics achievement scores of the previous year on 

the TAKS test? 
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2.  Is there a relationship between the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers, 

and 10
th

 and 11
th

 grade students’ English achievement scores of the previous year on the 

TAKS test? 

3.  Is there a relationship between the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers, 

and the previous year students’ number and type (minor to severe) of office discipline 

referrals? 

 The following section organizes the literature by categories such as, school 

climate and the effects on student achievement, relationship between leadership and 

student achievement, characteristics of an effective leader, pressure of testing and 

accountability on school principals and, state, school district, and school data.  It presents 

the major findings used in the literature review. 

Literature Organizational Chart 

 

School Climate and the Effects on Student Achievement 

 

Source Purpose Findings 

 

Cohen, J., Pickeral, T., & 

McCloskey, M. (2009).  

Assessing school climate.  

Educational Leadership, 

66(4), 45-48. 

 

The authors of this 

article created a 

condensed version of a 

previous version written 

for the journal 

Educational 

Leadership.  In this 

article they summarize 

major findings about 

Based on empirical research 

the authors argued that: 

 Students' academic 

achievement and healthy 

development can be 

achieved by fostering 

positive and sustained 

school climate.  

 Teacher retention can be 
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different ways to assess 

school climate and the 

effects of school climate 

on school factors such 

as academic 

achievement, healthy 

development, teacher 

retention, and 

accountability systems.  

improved by fostering 

positive school climate. 

 Student success increases 

in schools with higher 

teacher retention.  

 State and federal 

accountability systems do 

not take into consideration 

the effects of school 

climate on student 

achievement.  

 NCLB only requires 

accountability systems to 

measure reading, math, 

physical violence, and 

science scores. 

 Schools’ climate data 

needs to be assessed so 

schools can promote 

meaningful staff, family, 

and student engagement. 

  

Freiberg, J. (1998). 

Measuring school climate: Let 

me count the ways. 

Educational Leadership, 

56(1), 22-26. 

 

This article explains 

three different ways to 

measure school climate 

and gives examples of 

its use. 

Freiberg in this article gives 

real life examples of three 

ways to measure school 

climate.  

Student concern surveys take 

into consideration what 

students think and how they 

see the school environment. 

Constant feedback from them 

is very important to improve 

the school climate. 

Entrance and exit interviews 

are other ways to get student 

feedback on what needs to be 

improved. 

Finally, the cafeteria noise 

checklist helps us to visualize 
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the level of stress the 

employees and students face 

during a time that should be 

relaxing.  

 

Freiberg, H. J. (1999). School 

climate: Measuring, 

improving and sustaining 

healthy learning 

environments. Philadelphia: 

Falmer Press, Tayor and 

Francis Inc. 

 

This book is a 

collection of chapters 

written by the editor Dr. 

H. Jerome Freiberg and 

several authors. The 

book explores the 

importance of school 

climate and several 

ways to measure and 

improve the learning 

environment.   

The book has an article in 

Chapter 1 that explains the 

importance of measuring and 

continuously improving the 

school climate if it is in need 

of improvement, or sustaining 

a healthy one.  It explains that 

school climate can be 

measured using direct or 

indirect measures.  Direct 

measures are the ones that 

involve the direct interaction 

between the researcher and 

the school stakeholders, such 

as students and teachers, for 

example by using interviews 

and questionnaires.  Indirect 

measures are those that are 

visible to the public but that 

do not require direct 

interaction, such as doing 

observations of the physical 

school environment, the work 

posted on the walls, the noise 

levels in the classrooms and 

cafeterias, the number of 

discipline referrals, the 

numbers of students visiting 

the clinic, etc. 

 

Freiberg, H. J.,  Huzinec, C., 

& Templeton, S. (2009).  

Classroom management—a 

pathway to student 

This article examines 

the achievement effects 

of a prosocial classroom 

and instructional 

In a study done in 14 inner-

city elementary schools of a 

large urban school district, a 

total of 700 students were 
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achievement: A study of 

fourteen inner-city 

elementary schools.  The 

Elementary School Journal, 

110(1), 63-80 

 

management program—

Consistency 

Management & 

Cooperative Discipline 

(CMCD).  

randomly selected.  A total of 

350 students were selected 

from14 CMCD elementary 

schools and 350 students from 

the comparison schools.  The 

population of students was in 

grades 4, 5, or 6. Those same 

students were in grades 3 or 4 

prior to the implementation of 

the program.  Control schools 

were matched on 

demographics using data from 

the TEA’s Academic 

Excellence Indicator System 

(AEIS). When comparing 

reading results in the 

experimental and control 

groups, the researchers found 

that the control group had a 

medium effect size of E =  

-0.09 and the experimental 

group had a medium effect 

size of E = +0.34, which 

means that after 

implementation of the CMCD 

program, experimental 

students had an average 

reading score at the 64th 

percentile, while the control 

students had an average score 

at the 50th percentile.  

Mathematics achievement 

results were similar to 

reading.  The researchers 

found that the control group 

had a medium effect size of  

E = +0.01 and the 

experimental group had a 

medium effect size of E =  
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+0.42, which means that after 

implementation of the CMCD 

program, experimental 

students had an average 

reading score at the 67th 

percentile, while the control 

students had an average score 

at the 50th percentile.  The 

findings of this study shows 

with significant data that 

when the learning 

environment, and in 

particular, the classroom and 

instructional management, 

have a positive effect on the 

improvement of student 

learning outcomes and in the 

positive and supportive 

conditions for teaching and 

learning. 

 

Freiberg, H. J., & Stein, T. 

(2011).  Consistency 

Management & Cooperative 

Discipline Instructional 

Climate Surveys.  Summary 

prepared by Drs. H. Jerome 

Freiberg and Terry Stein.    

 

This is a summary that 

defines and describes 

the development of the 

School and Classroom 

Climate Survey for 

Students, the School 

and Classroom Climate 

Survey for Teachers, 

and the School and 

Classroom Climate 

Survey for Leadership 

Teams created by 

Consistency 

management & 

Cooperative Discipline.  

In the 70s Jerome Freiberg 

initiated and conceptualized 

the core of the current 

instructional climate survey  

in participating Houston 

schools.  They measured 

school climate from the 

perspective of teachers, 

students and parents in 1981.  

The three stakeholders had 

questions about a modified 

feeder patter of elementary 

schools and a middle school 

as part of an intervention used 

in the University of Houston / 

Houston Sixth Cycle Teacher 

Corps. 

The three surveys, and more 
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specifically the item 

composition, can be seen as a 

“pyramid.”  The student 

survey (70 items) is the base 

of the pyramid and it is 

considered the pivotal 

structural element.  The 

teachers’ survey is the next 

level of the pyramid and it 

contains 16 items.  The final 

level of the pyramid is the 

leadership team section and it 

contains nine items.  

 

Hoy, W. (1990).  

Organizational climate and 

culture: A conceptual analysis 

of the school workplace.  

Journal of Educational and 

Psychological Consultation, 

1(2), 149-168. 

 

This article examines 

the definitions, 

intellectual traditions, 

and conceptual 

underpinnings of school 

climate and school 

culture. 

School climate refers to the 

teachers’ perceptions of their 

work environment.  It is 

influenced by the formal 

organization, the informal 

organization, and the 

personalities of all the 

stakeholders that compose the 

organization.  School culture 

refers to the systems, 

ceremonies, and myths that 

communicate the beliefs and 

values of the employees of 

such organization.  

Psychologists and social 

psychologists using survey 

research and multivariable 

statistics study organizational 

climate.  Anthropologists and 

sociologists using 

ethnographic techniques and 

linguistic analysis study 

school culture.  

Organizational climate uses a 

rationale system, while 
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organizational culture uses a 

natural system.  It can be 

stated that the organizational 

climate is a concrete study of 

the perceptions of behavior, 

while the organizational 

culture is an abstract study of 

shared assumptions and 

values.  

 

Hoy, W., & Miskel, C. 

(1996).  Educational 

administration: Theory, 

research, and practice (5
th

 

ed.). New York, New York:  

McGraw-Hill, Inc.  

 

This is a leading 

textbook in the field of 

educational 

administration and 

leadership.  It is a 

synthesis of theories 

and research in 

organizational behavior 

applied to the practice 

of Educational 

Administration. Each 

chapter concludes with 

a case study that 

challenges the reader to 

apply the knowledge to 

an actual school 

problem. 

This book studies in detail the 

theoretical and historical 

foundations of education 

administration, the school as a 

social system, the structures 

in schools, the individuals in 

schools, the culture and 

climate of schools, the power 

and politics in schools, the 

external environments that 

affect schools, the 

effectiveness and quality of 

public schools, and leadership 

factors such as deciding, 

motivating, communicating, 

and leading. 

In the section of school 

climate, the authors give a 

clear definition of school 

climate, discuss the teacher-

principal behaviors (open or 

closed schools), and present 

the development of the 

Organizational Climate 

Description Questionnaire by 

Halpin & Croft (1962) They 

also provide criticism about 

the questionnaire.    
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Hoy, W., Smith, P., & 

Sweetland, S. (2002). The 

development of the 

organizational climate index 

for high schools: Its measure 

and relationship to the faculty 

trust. The High School 

Journal, 86(2), 38-49. 

 

In this research, the 

authors developed and 

tested a measure of 

organizational climate 

of high schools.   

This measure is called 

the Organizational 

Climate Index (OCI). 

The OCI measures open 

and healthy dimensions 

of high school climates 

at the student, teacher, 

principal, and 

community levels. It 

also measures the 

relationship between the 

climate of schools and 

faculty trust in a large, 

diverse sample of high 

schools (N = 97).  

A total of 97 schools in Ohio 

were used in the sample.  The 

schools contained urban, 

suburban, and rural schools.  

All the schools had more than 

15 staff members.  In the 

sample high schools are 

considered those schools that 

serve students from grades 9-

12 and 10-12.  The sample 

also had schools from 

different socioeconomic 

status (SES). 

The researchers found that 

aspects of faculty trust were 

related to positive aspects of 

school climate: collegial 

leadership (r = .27, p < .05), 

professional teacher behavior 

(r = .44, p < .01), and 

achievement press (r = .26, p 

< .05).  They also found that 

the more institutional 

vulnerability, the less trust in 

the principal (r = -.33, p 

< .01). 

 

Johnson, W., Johnson, A., & 

Zimmerman, K. (1996). 

Assessing school climate 

priorities: A Texas Study. The 

Clearing House, 70(2), 64-66. 

 

This article studies a 

different approach to 

measure school climate.  

It uses the General 

Climate Factor survey 

created by CFK Ltd that 

was developed in the 

early 1970s.     

The CFK is composed of four 

sections: (a) General Climate 

Factors (40 questions); (b) 

Program Determinants (35 

questions); (c) Process 

Determinants (40 questions); 

and (d), Material 

Determinants (15 questions).  

The general climate factors 

section of the instrument has 

eight subscales of five 

questions each. The subscales 
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are respect, trust, high morale, 

and opportunity for input, 

continuous academic and 

social growth, cohesiveness, 

school renewal, and caring. 

The instrument uses a format 

of two discrepancy columns, 

the “what is” column, and the 

“what should be” column.  

The “what is” column is the 

current perception of the 

person doing the survey of 

that specific skill or attitude, 

while the “what should be” 

column is the desired status of 

the skill or attitude.  Each 

column has four descriptors:  

1 = almost never, 2 = 

occasionally, 3 = frequently, 

and 4 = almost always.  Using 

the part A of the instrument 

the researchers surveyed a 

sample of 1,240 students from 

two middle level and two 

high school campuses in two 

school districts in Texas. For 

the two middle schools, there 

were 20 sixth graders, 128 

seventh graders, and 110 

eighth graders.  For the two 

high schools, there were 192 

ninth graders, 411 10th 

graders, 249 11th graders, and 

240 12th graders.  The 

researchers found that the top 

three ordered “what is” 

subscale rankings for the 

sample was respect, caring, 

and cohesiveness. These 
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attributes represent the 

importance of the affective 

features such as respect and 

caring, and managerial 

components such as 

cohesiveness.  The top three 

ordered “what should be” 

were high morale, respect, 

and trust, which represent the 

affective features of climate.  

The researchers concluded 

that studying the affective 

dimensions of school climate 

must be a focus for all the 

school intervention programs. 

 

MacNeil, A., Prater, D., & 

Busch, S. (2009). The effects 

of school culture and climate 

on student achievement.  

International Journal of 

Leadership in Education , 

12(1), 73-84. 

 

The purpose of this 

study was to use the 10 

dimensions of the 

Organizational Health 

Inventory to investigate 

if Exemplary, 

Recognized, and 

Acceptable schools 

have a difference in 

their school climate. 

This study analyzed 29 

schools located in a large 

suburban school district in 

southeast Texas.  A total of 

1,727 teachers completed the 

OHI survey and 24,684 

students’ TAAS scores were 

used to base the ratings of 

Acceptable, Recognized, and 

Exemplary schools. 

Exemplary Schools out-

perform Acceptable schools 

on all 10 dimensions of the 

Organizational Health 

Inventory. 

When Exemplary and 

Recognized schools are 

compared, no statistical 

difference was found.   

The researchers concluded 

that schools that have healthy 

learning environments and 

healthy school climates will 
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have students with higher 

scores on standardized tests. 

 

McEvoy, A., & Welker, R. 

(2000). Antisocial behavior, 

academic failure, and school 

climate. Journal of Emotional 

and Behavioral Disorders, 

8(3), 130-140. 

 

This article explores the 

correlation between 

antisocial behaviors 

such as high discipline 

issues, and the 

academic failure of 

students considered at-

risk.   

The authors of this article 

explain that social programs 

created to improve antisocial 

behaviors, and academic 

programs created to improve 

academic failure, need to 

keep into consideration the 

school climate and the 

environment in which the 

students live.   

They explained that parents 

with a lack of skills for 

raising and socializing their 

kids would tend to produce 

children who are hostile in 

their interaction with others.  

Definitions of effective 

schools and its characteristics 

are explained in detail. 

   

Milner, K., & Khoza, H. 

(2008).  A comparison of 

teacher stress and school 

climate across schools with 

different matric success rates.  

South African Journal of 

Education, 28(1). 155-173. 

 

This article investigates 

the differences in 

teacher stress and the 

perceptions of school 

climate in schools with 

different academic 

achievement rates in the 

city of Limpopo, South 

Africa.  

Four schools constituted the 

sample.  Two of the schools 

were in the top of the table in 

achievement rates in the 

Limpopo Providence 

Educational District Circuit, 

and the other two were at the 

bottom.  The sample of 

teachers who answered the 

survey was predominately 

composed of males, middle 

aged, with substantial 

teaching experience (more 

than eight years of 

experience). The researchers 

found that factors related to 
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lack of funding such as 

inadequate equipment, not 

enough staff, and inadequate 

salary had means over 3.5, on 

a scale from 0 to 5, in both 

the low and high achieving 

schools, which in turn 

indicated that working with 

less financial resources is a 

stressor on teachers and staff 

members.  The researcher 

also performed a t-test to 

establish if climate 

differences between both 

types of schools were 

significant, and the results 

demonstrated that there were 

significant differences (p < 

0.0001) between the two 

school types’ organizational 

climate dimensions such as, 

collegial leadership, 

professional teacher behavior, 

and achievement press.  

Finally, the researcher 

established a causal 

relationship between more 

positive organizational 

climates and improved 

performance. 

 

Rafferty, T. (2003). School 

climate and teacher attitudes 

toward upward comunication 

in secondary schools. 

American Secondary 

Education, 31(2), 49-70. 

 

This study describes the 

relationship between 

school climate and 

teacher attitudes toward 

upward communication 

of information to the 

principal.  The 

researchers review 

The authors studied 41 

secondary schools located in 

the western portion of Ohio.  

The study involved 26 

schools and 780 teachers, 

counselors, and library-media 

specialists. 

The researcher found that the 
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literature in 

organizational climate, 

school climate, and 

organizational 

communication. 

communication that occurs 

within staff members is 

crucial in shaping the social 

reality of the teachers’ 

experiences.  Also the 

teachers’ perceptions about 

their school influence their 

attitudes and their behaviors 

towards the organization.   

School effectiveness is 

directly related to what 

teachers think and do, so the 

effective communication 

between teachers and the 

school principal is the heart of 

creating and maintaining a 

healthy climate. 

 

Uline, C., & Tschannen, M. 

(2007).  The walls speak: The 

interplay of quality facilities, 

school climate, and student 

achievement.  Journal of 

Educational Administration, 

46(1), 55-73.  

 

The authors of this 

article study the relation 

of quality of school 

facilities and student 

performance. They 

argued that school 

facilities play a key role 

in the development of a 

healthy and sustainable 

school climate. 

 

Teachers from 80 Virginia 

middle schools were asked to 

answer a survey that 

measured the School Climate 

Index.  Data on student SES 

and achievement were also 

collected. Correlational 

analysis was used to analyze 

the relationships between the 

quality of facilities, resource 

support, school climate, 

student SES, and student 

achievement. Multiple 

regressions were also used to 

test school climate as a 

mediating variable between 

the quality of facilities and 

student achievement.  

The researchers found that 

there is a strong connection 

between the quality of school 
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facilities and student 

achievement in English and 

mathematics with a 

correlation of r = 0.25.  In 

addition, they found that 

resource support, such as 

having materials and supplies 

needed to accomplish their 

teaching duties, and adequate 

technology to support the 

learning goals, was related to 

student achievement with a 

correlation of r = 0.31. 

Students’ socio-economic 

status was strongly related to 

student achievement with a 

correlation of r = -0.85, and 

finally they found that school 

climate is strongly related to 

student achievement with a 

correlation of r = 0.61.   

The researchers concluded 

that the school climate plays a 

tremendous role in the effects 

of the quality of the school 

facilities and also in student 

achievement.  They also 

stated that high-quality 

facilities support student 

learning and poor-quality 

facilities are detrimental to 

students’ academic 

achievement.  They finally 

argued that school climate 

affects teachers’ attitudes and 

behaviors, because teachers 

are less likely to be 

enthusiastic about their jobs if 

they feel they are working in 
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a building judged as being of 

poor quality. 

 

Welsh, W. (2000). The effects 

of school climate on school 

disorder. Annals of the 

American Academy of 

Political and Social Science, 

567(1), 88-107. 

In this study the 

researcher surveyed 11 

middle schools in the 

city of Philadelphia to 

analyze and measure 

school climate and 

individual student 

characteristics, using 

the 118-item Effective 

School Battery (ESB). 

The researchers found that the 

11 schools had significant 

differences in all five 

measures of school climate; 

specifically, they were 

different when comparing 

planning and action, clarity of 

rules, and student influence.  

They found that aspects of 

school climate such as respect 

for students, planning and 

action, clarity of rules, 

positive peer associations, 

belief in school rules, are 

associated with higher levels 

of perceived safety.  Four of 

five school climate variables 

that included respect for 

students, planning and action, 

fairness of rules, and clarity 

of rules significantly 

predicted victimization of 

students.  Females and 

individuals with less deviant 

peer networks reported lower 

levels of victimization.  The 

researcher concluded that two 

measures of the school 

climate, respect for students 

and fairness of rules, are 

extremely relevant when 

explaining student offenses 

and general misconduct.  
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Relationship between Leadership and Student Achievement 

 

Source Purpose Findings 

 

English, L., Dickinson, G., 

McBride, J., Milligan, J., & 

Nichols, J. (2004). Throw out 

the lifeboat: Staying afloat in 

the age of efficiency and 

effectiveness. Education, 

125(1), 104-110. 

The purpose was to 

describe a partnership 

between a rural school 

district in Arkansas and 

Arkansas State 

University.  A three-

phase program of 

mastery teaching and 

learning was designed 

to improve teaching, 

learning, and test 

scores.  The first phase 

was staff development.  

The second phase was 

implementation, and the 

third phase was 

assessment of student 

achievement.  Several 

methods of evaluation 

were used, including   

walkthroughs, data 

analysis, teacher 

portfolios, surveys on 

attitude and satisfaction, 

and a review 

committee. 

 

The school district was 

academically deficient. 

The mastery teacher learning 

approach was expanded to 

other subject areas.  

Educators were willing to 

incorporate innovative 

teaching practices.  Teachers 

monitored and gave constant 

feedback.  Teachers used data 

to assess student achievement. 

Teachers and administrators 

had the ability for self-

appraisal that in turn 

improved their teaching skills 

and strengthened students 

affectively and cognitively. 

 

 

Marzano, R. J., Waters, T., & 

McNulty, B. A. (2005). 

School leadership that works. 

Alexandria, Virginia: ASCD. 

Compilation of research 

(69 studies) and 

practical advice that 

guides administrators to 

provide leadership for 

better schools.  

The authors found that in the 

previous research there were 

several studies related to 

leadership and several others 

related to academic 

achievement, but rarely were 

there articles that studied their 

relationship and the effects of 
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school leadership on student 

achievement. 

There are specific behaviors 

associated with 21 leadership 

responsibilities.  It includes a 

five-step plan for effective 

school leadership and 

strategies for how to work 

smart by choosing the right 

work that improves student 

achievement.  

 

Vanderhaar, J. E., Munoz, M. 

A., & Rodosky, R. J. (2007). 

Leadership as accountability 

for learning: The effects of 

school poverty, teacher 

experience, previous 

achievement, and principal 

preparation programs on 

student achievement. Journal 

of Personnel Evaluation in 

Education, 19(1), 17-33. 

The purpose of this 

study was to examine 

the relationship between 

school leadership 

preparation programs 

(district and university 

driven) and student 

achievement in urban 

settings.  

A large Midwestern, urban 

school district (133 Schools), 

with 52 percent of students 

receiving free or reduced-

price lunch was used in this 

research.   

The study confirms that the 

context in which leadership 

takes place matters.  Thus, 

school context should be an 

important consideration in 

preparation program designs.  

Student achievement is 

negatively impacted when 

school poverty concentration 

rose above 40 percent.   

A positive significant 

correlation was found 

between the number of years 

a principal worked at the 

school location and student 

achievement.  Scores are 

higher for those principals 

with seven or more years of 

experience in one location.   

Findings indicated that the 

longer a principal stays in a 
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location, the more average 

years of teaching experience 

of the staff, and the higher the 

previous year’s score, the 

higher the academic 

achievement test scores. 

 

Characteristics of an Effective Leader 

 

Source Purpose Findings 

 

Goleman, D. (2006). The 

socially intelligent leader. 

Educational Leadership, 9(3), 

76-81. 

This article studies the 

field of social 

neuroscience and 

describes why 

personable leadership 

styles make sense. 

The author explains 

how the brain works in 

the field of social 

intelligence. 

The author also 

describes a New York 

City program called 

Star Factor Program to 

coach principals.  

The person-to-person climate 

through the use of positive 

interactions can make 

principals more effective 

leaders, resulting in teachers 

and students learning in a 

more efficient way. 

People do their best when 

they are highly motivated and 

have lower levels of stress.  

When people are over 

stressed or under motivated 

their performance suffers. 

The author explained the six 

common leadership styles:  

Visionary, Coaching, 

Democratic, Affiliative, 

Pacesetting, and 

Commanding.   

 

McEwan, E. K. (2003). 7 

steps to effective instructional 

leadership. Thousand Oaks, 

California: Corwin Press, Inc. 

The purpose of this 

book is to provide a 

template to assist with 

the hiring, coaching, 

and evaluation of 

principals who face the 

daily pressure of 

accountability. 

The author provides seven 

steps to effective instructional 

leadership.  The seven steps 

are: (a) establish academic 

standards, (b) being an 

instructional resource for 

staff, (c) create a school 

culture and climate 
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conductive to learning, (d) 

communicate the vision and 

mission of the school, (e) set 

high expectations for staff and 

self, (f) develop teacher 

leaders, and (g) establish and 

maintain positive 

relationships with students, 

staff, and parents.    

 

Sergiovanni, T. J. (2005). The 

virtues of leadership. The 

Educational Forum, 69(1), 

112-123. 

This article examines 

four leadership virtues: 

hope, trust, piety, and 

civility.  When these 

four virtues are in 

practice the means for 

improving challenging 

schools can be 

discovered. 

If the four virtues are in place, 

a school becomes stronger.  

Strengthening the school 

using the virtues requires 

rethinking what is leadership, 

how leadership works, what is 

leadership’s relationship to 

learning, and what we need to 

practice leadership and 

learning together.  Change 

begins with a heart, hands, 

and head that drive the 

leadership practice.  Effects 

on school change multiply 

when these dimensions are 

brought together.  Learning 

can be viewed as something 

individuals feel compelled to 

do because it is a public good 

that helps schools achieve 

their academic goals. 

 

Pressure of Testing and Accountability on School Principals  

 

Source Purpose Findings 

 

Higgins, B., Miller, M., & 

Wegmann, S. (2006). 

Teaching to the test... not! 

The question the article 

poses is: can best 

practices and the 

The researcher used a control 

group and a treatment group.  

The independent variable was 
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Balancing best practice and 

testing requirements in 

writing. The Reading 

Teacher, 60(4), 310-319. 

demands of mandated 

testing in writing co-

exist?  The assertion is 

that students who have 

effective writing 

instruction score higher 

than students who 

receive test-based skills 

instruction. 

to teach creatively by using 

good teaching practices vs. 

teaching to the test.  Best 

practices included the writing 

workshop and the use of 

graphic organizers.  

Students receiving good 

instruction scored better in the 

Kansas State Test.  The 

largest growth was in fifth 

grade with a 68 percent 

increase in scores using pre- 

and posttest methods.   

 

Kersten, D. (2004). Fear of 

failure: Why are so few 

schools keeping up with no 

child left behind? Government 

Executive, 36(9), 60-67. 

The article spotlights 

the issues and fears 

associated with schools 

attempting to reach the 

accountability standards 

and other compliance 

components of No 

Child Left Behind 

(NCLB).  It addresses 

the question of: why do 

some schools make it 

and others do not? 

Educators are “ruled” by the 

fear of not reaching NCLB 

when sanctions are imposed.  

Parents’ and public 

perception is that educators 

aren’t doing their jobs and 

schools are failing when 

school performance doesn’t 

meet NCLB standards.  

Educators are disillusioned 

when unattainable goals are 

set for them.  

 

Lamb, J. H. (2007). The 

testing culture in one rural 

Mississippi school. The High 

School Journal, 90(4), 32-43. 

The purpose of this 

article was to describe 

how testing culture 

affected students and 

instruction in rural 

Mississippi math 

classrooms.      

Curriculum was limited and 

teaching to the test was 

emphasized including drill 

and kill and memorization in 

the weeks right before the 

test. 

Students felt the assessment 

motivational but they also felt 

the pressure of the test. 

Practice tests are crucial so 

students learn how to take the 

test.  Student’ achievement is 
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not everything; it is the only 

thing.  High stakes testing 

cannot be ignored and 

students need to be prepared. 

Accountability models will be 

improved by determining 

yearly growth of individual 

students as opposed to yearly 

growth of a grade level or the 

whole school. 

 

McGrath, A. (2005). 

Teaching to the test. U.S. 

News and World Report, 

138(18), 58-59. 

The purpose of this 

article was to describe a 

process in Myrtle 

Beach, South Carolina, 

in which the school 

district tailors 

instruction to what each 

student already knows 

and defines individually 

what each will need to 

learn. 

Testing over the first year 

showed that students learning 

with tailored instruction have 

gained more than schools that 

do not use this process.  

Educators still fear that data 

will be used against them or 

their schools but the district 

minimized teacher anxiety by 

continually communicating 

that the data is not punitive 

and by being sure that those 

who need support get it. 

 

Shaker, P. S., & Heilman, E. 

E. (2008). Scapegoating 

public schools. School 

Administrator, 65(6), 27-36. 

The purpose of this 

article is to voice 

opinions in regards to 

the politics of education 

as it is publicized that 

ineffective schools are 

being made effective by 

NCLB and 

accountability systems.  

There is political motivation, 

blame business, stunted 

reforms, and assertive actions.  

None of these look beyond 

NCLB and are not what is 

discussed or considered “the 

answer to education’s 

problems.”  This article 

considers what are 

independent and institutional 

voices but is absent from the 

public sphere. 
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State, School District, and School Data 

 

Source Purpose Findings 

 

Center on Education Policy. 

(2010). How many schools 

and districts have not made 

adequate yearly progress? 

Four-year trends. 

Washington, DC: Center on 

Education Policy. 

The Center on 

Education Policy (CEP) 

uses data to analyze 

trends over four years in 

the number of schools 

and school districts that 

did not make adequate 

yearly progress AYP 

(Adequate Yearly 

Progress) under the No 

Child Left Behind Act 

(NCLB).  Using this 

data from all 50 states 

and the District of 

Columbia, they 

calculate the percentage 

of schools and districts 

in the nation and in each 

state that did not make 

AYP. 

The data is presented in three 

different forms: 

Schools. One-third (33 

percent) of the nation’s 

schools did not make AYP in 

2009. This marks an increase 

from 29 percent in 2006 but a 

decrease from 35 percent in 

2008. 

Districts. More than one-third 

(36 percent) of the nation’s 

school districts did not make 

AYP in 2009, up from 29 

percent in 2006. 

Variations within and 

between states. The 

percentages of schools and 

districts that did not make 

AYP often fluctuated from 

year to year within the same 

state and varied greatly across 

states. 

 

Combs, S. (2010). State of 

Texas annual cash report 

2010. Austin: State of Texas. 

The 2010 Annual Cash 

Report for the State of 

Texas is presentation of 

the state’s financial 

condition at Aug. 31, 

2010, using a cash-

basis. The financial 

information is compiled 

from the Statewide 

Accounting System, 

which is maintained by 

the State Comptroller’s 

When the net expenditures of 

the 2010 annual cash report 

for the state of Texas are 

analyzed in detailed, it is 

astounding to see that 35.8 

percent of the total money 

spent in the state was used on 

education.  That is a grand 

total of $32.4 billion. 
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Office.  

 

Texas Education Agency. 

(2010a). 2009-10 academic 

excellence indicator system. 

Austin, Texas: Texas 

Education Agency. 

The Texas Education   

Agency every year 

generates the report of 

academic achievement 

for every school district. 

For accountability purposes, 

the Texas Education Agency 

does not rank-order schools or 

districts. TEA assigns 

accountability ratings to each 

school and district, based on 

their performance. 

 

Texas Education Agency. 

(2010b). 2010 final AYP state 

summary table. Austin: Texas 

Education Agency. 

Under the 

accountability 

provisions in the No 

Child Left Behind 

(NCLB) Act, all public 

school campuses, 

school districts, and the 

state are evaluated for 

Adequate Yearly 

Progress (AYP). 

Districts, campuses, and 

the state are required to 

meet AYP criteria on 

three measures: 

reading/language arts, 

mathematics, and either 

graduation rate (for high 

schools and districts) or 

attendance rate (for 

elementary and 

middle/junior high 

schools). 

In the state of Texas, in 2010, 

85.8 percent of the campuses 

(regular and charter), and 

only 78.3 of the school 

districts met AYP (Texas 

Education Agency, 2010).  

Consequently, those schools 

that failed to meet AYP 

requirements did not receive a 

great amount of federal funds.  
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Conclusion 

 Based on the problem stated in this study, the purpose of the literature review has 

been to provide the reader and the researcher with the information necessary to lay a 

foundation to conduct the research.  The information collected provided an important 

body of knowledge about climate within the school system.  Factors such as school 

culture, school climate, and leadership, as well as their effects on student achievement 

have been reviewed.  A great deal of importance has been given to the effects of testing 

on school climate and student achievement, since the educational system is now in an era 

of greater testing accountability.  The question that arises is the significance of school 

climate as perceived by the teachers and its influence on the 10
th

 and 11
th

 grade students’ 

mathematics and English achievement scores as measured by the TAKS test, and the 

influence of school climate as perceived by the teachers in the number and type of 

student office discipline referrals. 

 The research suggests that there is a need of improving climate in public schools.  

Norton (1984) stated:  

The need is for all of those concerned to give special attention to the improvement 

of the collective personality of the school. Such attention will not likely achieve 

the desired results immediately; such emphasis will bring a gradual improvement 

in personal interactions, and result in a healthy atmosphere for student’s learning 

and personal growth” (p. 45).   

 Chapter 3 will provide research questions, data sources, the collection procedures, 

and data analyses.  



 

 

 

CHAPTER THREE 

Methods 

Population 

 This study was focused on three high schools located in the southwest area of 

Houston, Texas.  The school district studied was founded in 1917 and it encompasses 

36.6 square miles.  For the last two school years (2009-2010 and 2010-2011) the district 

has received the rating of academically recognized by the Texas Education Agency.  The 

school district provides education for students in prekindergarten through grade 12 with a 

wide range of educational opportunities in academics, arts, and career and technology for 

students enrolled in their regular, special education, gifted/talented, English as a second 

language (ESL), and English-Spanish bilingual programs.  The district has over 45,000 

students enrolled in 41 campuses that include twenty elementary schools, six intermediate 

schools, six middle schools, two ninth grade centers, three high schools, one magnet high 

school, one early college high school, and two alternative learning campuses.  The district 

also has its own police department (***** Independent School District, 2010). 

The following information presents the demographics for the three high schools 

for grades 9, 10, 11 and 12.  The information was taken from the AEIS report published 

by the Texas Education Agency.  It is the researcher’s intention to give the reader an idea 

of the type of schools used in the study.  However, it is important to clarify that this study 

analyzed TAKS scores and discipline referrals for students in 10
th

 and 11
th

 grades only 

and used descriptive statistics and quantitative analysis to compare them with the school 

climate in each school.  Please see the heading sample for an analysis of the 10
th

 and 11
th

 

grade population.
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School 1 is a high school with a diverse population of students enrolled in grades 

9 through 12.  Based on the 2010-2011 AEIS report the school had a total of 4,132 

students constituted of 1,254 students enrolled in ninth grade, 1,144 enrolled in 10
th

 grade 

981 enrolled in 11
th

 grade, and 753 enrolled in 12
th

 grade.  The total ethnic distribution 

for the students enrolled in the school was 35.1 percent African American, 49.1 percent 

Hispanic, 3.0 percent White, 0.1 percent American Indian, 12.5 percent Asian, 0.0 

percent Pacific Islander, and 0.2 Two or More Races.  The school had 72.7 percent 

students considered economically disadvantaged, 13.0 percent considered limited English 

proficient (LEP), and 72.7 percent students considered at-risk.  The mobility rate of the 

school was 26.9 percent.  The total ethnic distribution for the teachers working in the 

school was 31.5 percent African American, 8.9 percent Hispanic, 43.6 percent White, 0.4 

percent American Indian, 10.8 percent Asian, 0.0 percent Pacific Islander, and 4.8 

percent Two or More Races.  The school had a total of 259 teachers (Texas Education 

Agency, 2011a) 

School 2 is a high school with a diverse population of students enrolled in grades 

9 through 12.  Based on the 2010-2011 AEIS report, the school had a total of 4,102 

students composed of 1,254 students enrolled in ninth grade, 1,091 enrolled in 10
th

 grade, 

1,001 enrolled in 11
th

 grade, and 756 enrolled in 12
th

 grade.  The total ethnicity 

distribution for the students enrolled in the school was 35.8 percent African American, 

47.7 percent Hispanic, 3.3 percent White, 0.7 percent American Indian, 12.2 percent 

Asian, 0.0 percent Pacific Islander, and 0.2 Two or More Races.  The school had 72.9 

percent students considered economically disadvantaged, 11.7 percent considered limited 

English proficient (LEP), and 71.7 percent students considered at-risk.  The mobility rate 
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of the school was 24.9 percent.  The total ethnic distribution for the teachers working in 

the school was 35.3 percent African American, 13.9 percent Hispanic, 41.3 percent White, 

0.0 percent American Indian, 6.8 percent Asian, 0.0 percent Pacific Islander, and 2.7 

percent Two or More Races. The school had a total of 235 teachers. 

School 3 is a high school with a diverse population of students enrolled in grades 

9 through 12.  Based on the 2010-2011 AEIS report, the school had a total of 2,863 

students composed of 863 students enrolled in ninth grade, 720 enrolled in 10
th

 grade, 

688 enrolled in 11
th

 grade, and 592 enrolled in 12
th

 grade.  The total ethnicity distribution 

for the students enrolled in the school was 40.7 percent African American, 44.2 percent 

Hispanic, 3.4 percent White, 0.3 percent American Indian, 11.2 percent Asian, 0.1 

percent Pacific Islander, and 0.2 percent Two or More Races.  The school had 69.2 

percent students considered economically disadvantaged, 11.6 percent considered limited 

English proficient (LEP), and 69.7 percent students considered at-risk.  The mobility rate 

of the school was 21.3 percent.  The total ethnic distribution for the teachers working in 

the school was 34.1 percent African American, 9.3 percent Hispanic, 46 percent White, 

0.0 percent American Indian, 5.3 percent Asian, 0.0 percent Pacific Islander, and 5.3 

percent Two or More Races. The school had a total of 171 teachers. 

 The following five tables provide a 2010 – 2011 AEIS report summary of the total 

student and teacher population for the three schools studied.   
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Table 1  

Summary of the Total Student Population by grades for Schools 1, 2 and 3 

Total Students by Grade 

 School 1 School 2 School 3 

Descriptors # % # % # % 

   Grade 9 1,254 30.3 1,254 30.6 863 30.1 

   Grade 10 1,144 27.7 1,091 26.6 720 25.1 

   Grade 11 981 23.7 1,001 24.4 688 24.0 

   Grade 12 753 18.2 756 18.4 592 20.7 

   Total 4,132 100.0 4,102 100.0 2,863 100.0 

 

Table 2 

Summary of the Total Ethnic Distribution of Students for Schools 1, 2, and 3 

Ethnic Distribution of Students 

 School 1 School 2 School 3 

Descriptors # % # % # % 

   African American 1,451 35.1 1,469 35.8 1,165 40.7 

   Hispanic 2,027 49.1 1,956 47.7 1,265 44.2 

   White 125 3.0 137 3.3 97 3.4 

   American Indian 3 0.1 30 0.7 8 0.3 

   Asian 516 12.5 502 12.2 320 11.2 

   Pacific Islander 2 0.0 1 0.0 2 0.1 

   Two or More Races 8 0.2 7 0.2 6 0.2 
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Table 3 

Additional Student Indicators for Schools 1, 2, and 3 

 School 1 School 2 School 3 

Descriptors # % # % # % 

   Eco – Dis 3,002 72.7 2,991 72.9 1,981 69.2 

   LEP 538 13.0 480 11.7 333 11.6 

   At – Risk 3,003 72.7 2,941 71.7 1,995 69.7 

   Mobility (2009-2010) 1,251 26.9 1,140 24.9 655 21.3 

   Students per Teacher 16.0 - 17.4 - 16.8 - 

 

 

Table 4 

Total Teacher Population by Ethnicity and Gender for Schools 1, 2, and 3 

 School 1 School 2 School 3 

Descriptors # % # % # % 

   African American 81.6 31.5 83.1 35.3 58.3 34.1 

   Hispanic 23.1 8.9 32.7 13.9 16.0 9.3 

   White 112.9 43.6 97.1 41.3 78.6 46.0 

   American Indian 1.0 0.4 0.0 0.0 0.0 0.0 

   Asian 28.0 10.8 15.9 6.8 9.0 5.3 

   Pacific Islander 0.0 0.0 0.0 0.0 0.0 0.0 

   Two or More Races 12.5 4.8 6.3 2.7 9.0 5.3 

   Total 259.1 100.0 235.1 100.0 170.8 100.00 

   Males 101.8 39.3 92.1 39.2 58.4 34.2 

   Females 157.2 60.7 143.0 60.8 112.5 65.8 
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Table 5 

Total Teacher Population by Years of Experience 

 School 1 School 2 School 3 

Descriptors # % # % # % 

   Beginning Teachers 11.0 4.2 12.9 5.5 8.9 5.2 

   1-5 Years of Experience 96.1 37.1 95.0 40.4 48.8 28.6 

   6-10 Years of Experience 49.8 19.2 46.8 19.9 48.9 28.6 

   11-20 Years of Experience 66.5 25.7 51.2 21.8 42.3 24.7 

   20+ Years of Experience 35.6 13.8 29.2 12.4 22.0 12.9 

 

Sample 

 Table 6 presents the students sample population for the three schools studied.  It 

encompasses only students in grades 10 and 11, as those are the grades used in this study. 

Table 6 

Student Population for grades 10
th

 and 11
th

 for Schools 1, 2 and 3 

Total Students by Grade 

 School 1 School 2 School 3 

Descriptors # % # % # % 

   Grade 10 1,144 53.8 1,091 52.2 720 51.1 

   Grade 11 981 46.2 1,001 47.8 688 48.9 

   Total 2,125 100.0 2,092 100.0 1,408 100.0 

 

Data for this study was collected from the following hypothetical sample: 

School 1 

1. All students enrolled in 10
th

 and 11
th

 grades for the 2010-2011 school year (n= 

approximately 2,125). 
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2. All teachers considered full time faculty hired to work for the 2010-2011 school 

year, excluding the ninth grade center teachers (n= 131)
2
.  

School 2 

1. All students enrolled in 10
th

 and 11
th

 grades for the 2010-2011 school year (n= 

approximately 2,092). 

2. All teachers considered full time faculty hired to work for the 2010-2011 school 

year, excluding the ninth grade center teachers (n= 112)
3
. 

School 3 

1. All students enrolled in 10
th

 and 11
th

 grades for the 2010-2011 school year (n= 

approximately 1,408). 

2. All teachers considered full time faculty hired to work for the 2010-2011 school 

year (n= 141).
4
 

Instrumentation 

Texas Assessment of Knowledge and Skills (TAKS).  This study used archival 

data generated for the 2010-2011 school year.  Student academic achievement was 

measured by the TAKS tests in mathematics and English for 10th and 11th graders.  Data 

was collected from the school district’s raw data for all the students that were enrolled 

during the 2010-2011 school year in the content areas of English and mathematics. 

                                                 

2
 School 1 serves students in grades 10, 11, and 12.  Teachers working at the ninth grade center were not 

included in this study.  
3
 School 2 serves students in grades 10, 11, and 12.  Teachers working at the ninth grade center were not 

included in this study. 
4
 School 3 is a campus that serves students in grades 9, 10, 11, and 12.   
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Content validity.  The TAKS test results are used across the state of Texas to 

make inferences about the performance, knowledge, and understanding of the TEKS.  In 

2001, advisory committees formed by educators from all the subject areas and all the 

grade levels, were created to develop test objectives, item development guidelines, and 

test-item questions that clearly identify and assess all the academic student expectations 

and objectives specified in the TEKS.  Content validity was measured by making 

correlations to the statewide curriculum, through educator input, test developers’ input, 

and test experts’ input.  The reviewers verified the alignment of the test items with the 

objectives in the state curriculum following a constant process in which educators had the 

opportunity to give input and to offer suggestions either by eliminating or changing test 

items.  The educators’ input is a key factor in the development of the test as they are 

considered the first line of instruction.  Some of them worked as independent contractors 

and helped develop the test; some others volunteered to improve the test.  The multiple 

sources of expertise guaranteed that a single author did not write the test, reducing 

possible bias.  In addition, professional test developers such as staff at the Texas 

Education Agency (TEA), the Educational Testing Service (ETS), Pearson Educational 

Measurement, and Questar, Inc., wrote the test, which in turn provided content expertise 

(Texas Education Agency, 2007). 

Reliability.  The TAKS test reliability is an indication of the consistency of the 

assessment given in different occasions, and is based on internal consistency measures, 

such as the Kuder-Richardson Formula 20 (KR20) for multiple-choice items, and the 

stratified coefficient alpha for tests involving short-answer and extended response items.  
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To be perfectly reliable the test should be 1.0.  TAKS reliability ranges from 0.83 to 0.93 

(Texas Education Agency, 2007). 

Structure.  The TAKS test items are divided into test objectives, which are 

statements that are not found in the TEKS curriculum.  The objectives can be considered 

“umbrella” statements that explain the students’ academic expectations, grouped in a 

meaningful way.  Tables 7, 8, and 9 show the blueprint for the different tests used as data 

for this study.    

Table 7   

English TAKS Test Structure for 10
th

 and 11
th

 Grades 

TAKS Objectives Number of Items 

   1.  Basic Understanding (Reading) 8 multiple-choice items 

   2.  Literary Elements and Techniques (Reading) 8 multiple-choice items 

1 open-ended item 

   3.  Analysis and Critical Evaluation (Reading) 12 multiple-choice items 

2 open-ended items 

   4.  (Composition) 

   5.  (Composition) 

1 writing prompt 

 

   6.  Revising and Editing (Writing) 20 multiple-choice items 

   Total number of items 1 writing prompt 

3 open-ended reading items 

48 multiple-choice items 
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Table 8   

Mathematics TAKS Test for 10
th

 Grade 

 

TAKS Objectives 

 

Number of Items 

   1.  Functional Relationships 5 multiple-choice items 

   2.  Properties and Attributes of Functions 5 multiple-choice items 

   3.  Linear Functions 5 multiple-choice items 

   4.  Linear Equations and Inequalities 5 multiple-choice items 

   5.  Quadratic and Other Nonlinear Functions 5 multiple-choice items 

   6.  Geometric Relationships and Spatial Reasoning 5 multiple-choice items 

   7.  2-D and 3-D Representations 5 multiple-choice items 

   8.  Measurement 7 multiple-choice items 

   9.  Percents, Proportions, Probability, and Statistics 5 multiple-choice items 

   10.  Mathematical Processes and Tools 9 multiple-choice items 

   Total number of items 56 multiple-choice items 
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Table 9   

Mathematics TAKS Test for 11
th

 Grade 

 

TAKS Objectives 

 

Number of Items 

   1.  Functional Relationships 5 multiple-choice items 

   2.  Properties and Attributes of Functions 5 multiple-choice items 

   3.  Linear Functions 5 multiple-choice items 

   4.  Linear Equations and Inequalities 5 multiple-choice items 

   5.  Quadratic and Other Nonlinear Functions 5 multiple-choice items 

   6.  Geometric Relationships and Spatial Reasoning 7 multiple-choice items 

   7.  2-D and 3-D Representations 7 multiple-choice items 

   8.  Measurement 7 multiple-choice items 

   9.  Percents, Proportions, Probability, and Statistics 5 multiple-choice items 

   10.  Mathematical Processes and Tools 9 multiple-choice items 

   Total number of items 60 multiple-choice items 

 

Scoring. The basic score of the TAKS test is the raw score, or simply put, the 

number of correct questions answered by an individual.  Scale scores can be interpreted 

to allow direct comparisons of student performance between specific sets of test 

questions from different test administrations.  Scale scores are basically a conversion of 

the raw score onto a scale that is used in all the test forms.  It takes into consideration the 

difficulty level of the specific set of questions and it quantifies a student’s performance 

relative to the passing standards or proficiency levels (Texas Education Agency, 2011). 

Students need to obtain a scale score of 2100 to meet the minimum standard level. 

To be considered commended performance they need to obtain a scale score of 2400.  
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Tables 10 and 11 present a comparison of raw scores and scale scores for the TAKS test 

used in this study. 

Table 10   

Raw and Scale Scores for Mathematics TAKS Tests 

 10
th

 Grade 11
th

 Grade 

 Scale Score Raw Score Raw Score 

Met Standard 2100 32 out of 56 correct 31 out of 56 correct 

Commended Performance 2400 50 out of 56 correct 53 out of 56 correct 

      

Table 11   

Raw and Scale Scores for English TAKS Tests 

 10
th

 Grade 11
th

 Grade 

 Scale Score Raw Score Raw Score 

Met Standard 2100 43 out of 73 correct 42 out of 73 correct 

Commended Performance 2400 64 out of 73 correct 63 out of 73 correct 

 

Classroom and School Climate survey for Secondary School Teachers.  Three 

different high schools were analyzed.  All of the professional staff classified as teachers 

in the three schools were invited to complete the Classroom and School Climate Survey 

for Secondary School Teachers developed by (Freiberg and Stein, 2003), which measures 

the teachers’ perceptions of the school climate.   

Survey Themes.  The Climate Survey is divided into five themes based on the 

CMCD model.  The Prevention Theme analyses the effect on the school climate of class 

distractors such as noise in the hallways, students making noise in class, students coming 

late to class, and disturbances made by loudspeaker announcements.  It also analyses the 



 

 

 

85 

effects on the school climate of school wide discipline problems such as students using 

drugs or alcohol, students bringing weapons to school, or students hitting adults.  The 

Caring Theme analyses the effect on the school climate of student satisfaction indicators 

such as they expressing if they like the schoolwork, the classes in general, and work with 

other students.  It also analyses the effect on the school climate of school satisfaction 

indicators such as cleanliness of common areas like bathrooms and hallways, teachers 

liking to work in the school, teachers feeling safe and happy, and teachers having clear 

goals.  The Cooperation Theme analyses the effect on the school climate of student 

connectedness indicators such as students being respected, feeling important and being 

treated fairly, collaborating with each other, having friends easily, and working together 

to achieve goals.  It also analyses the effect on the school climate of students being 

involved with the curriculum such as students giving input to the teacher when planning 

for upcoming classes, establishing the classroom rules, deciding how to test the content 

taught, and deciding how to grade class work.  Finally, it analyses the effect on the school 

climate of students’ collaboration when working in groups and helping each other.  The 

Organization Theme analyses the effect on the school climate of teacher effectiveness 

indicators such as the teacher helping students to understand the concepts studied, caring 

for them, trusting them, encouraging them to do their best, listening to them, being fair 

when enforcing the rules, being prepared to class, and having expectations for them to 

finish high school and go to college.  It also analyses the effect on the school climate of 

students’ academic orientation factors such as them planning to go to attend and finish 

college and expecting to have good grades. 
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The Community Theme analyses the effect on the school climate of parent 

involvement indicators, teacher satisfaction with the school leadership, teacher general 

satisfaction, and teacher involvement.  

Content Validity.  Jerome Freiberg in the 1970s initiated and conceptualized the 

framework for the current instructional climate measure by evaluating school climate 

from the perspective of teachers, students and parents using a climate instrument 

developed for a cluster of Houston schools.  The current survey builds around the five 

themes of prevention, caring, organization, cooperation and community that are the five 

themes for Consistency Management & Cooperative Discipline pro-social instructional 

management model (Freiberg, 2012; Freiberg, 1999; Freiberg, 1986).  These five themes 

form the factors (see Table 12) for the ninety six-item climate survey used in this study 

(Freiberg & Stein, 2003).    

Reliability.  The Climate Survey’s reliability is an indication of the consistency of 

the survey given in different occasions, and is based on internal consistency measures, 

such as the Cronbach’s Alpha.  Table 12 illustrates the reliability of the survey based on 

Secondary Teacher Survey results for the 2007-2008 through 2009-2010 school years. 
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Table 12   

Reliability Comparison Table for the Classroom and School Climate Survey for 

Secondary School Teachers  

 
# of 

Items 
2008 2009 2010 

  (n = 95) (n = 81) (n = 76) 

Prevention Theme 11 0.78 0.73 0.72 

   Class Distractions Scale 7 0.68 0.65 0.66 

   School Discipline Problems Scale 4 0.72 0.51 0.57 

Caring Theme 15 0.86 0.83 0.83 

   Student Satisfaction Scale 5 0.62 0.70 0.64 

   School Satisfaction Scale 10 0.82 0.76 0.80 

Cooperation Theme 17 0.81 0.84 0.77 

   Student Connectedness 10 0.82 0.78 0.77 

   Student Involvement-Curriculum 4 0.71 0.78 0.77 

   Student Involvement-Collaboration 3 0.69 0.70 0.48 

Organization Theme 19 0.87 0.85 0.83 

   Teacher Effectiveness 12 0.80 0.79 0.74 

   Student Academic Orientation 7 0.79 0.75 0.76 

Community Theme 24 0.86 0.82 0.86 

   Parent Involvement 8 0.86 0.82 0.86 

   Satisfaction with Leadership 6 0.89 0.92 0.86 

   Teacher Satisfaction 6 0.90 0.89 0.87 

   Teacher Involvement 4 0.79 0.74 0.66 

Total Items 86 0.93 0.92 0.92 

 

Data is based on Knoxville Secondary Student Survey results for the 2007-08 

through 2009-10 school years.  Initial elimination of items was based on the same student 

data for the 2005-06 through the 2009-10 school years.  Items that showed a consistently 

lower Cronbach's Alpha when removed across these years were eliminated from the 

survey.  
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Structure.  Five sections compose the survey.  Section A has 68 statements about 

school climate factors.  For example, “The students think that learning is important at this 

school” or “Teachers in this school like their students.”  Teachers will rate those 68 

statements using a scale that ranges from strongly disagree to strongly agree.  Section B 

has 11 statements that use a scale that goes from “not a problem” to “a serious problem,” 

when considering how much of a problem teachers think the statement is for their school, 

for example, “Students cutting classes.”  Section C asks for the possible consequences a 

student will receive if they have 10 different misbehaviors ranging from discipline level I 

such as disturbing a class, to a level V, carrying a weapon on campus.  Section D 

evaluates the involvement of students in classroom life using seven different statements.  

Section E includes demographic questions about school location, year and month.  See 

the appendix A to see the climate survey. 

Scoring.  Participants filled out the survey online using a CMCD web link, and 

the scores were given to the principal investigator automatically. 

e-School Plus.  The district and the three schools studied are currently using e-

School Plus software to manage their students’ information.  This student management 

system helps the schools to have a centralized database of all the information related to 

students.  It increases efficiency by eliminating redundant information and duplicates, 

and improves communication for teachers, parents, and administrators via Teacher 

Access Center and Home Access Center.  The software also centralizes student data in 

order to have easy access and to contribute to the improvement of the 

administration/teacher decision-making aspects of school management.  Among the 

information included in e-School Plus are student demographics, medical records, 
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scheduling, intervention plans, student fees, attendance, discipline, teacher grade book, 

test scores, standards and competencies, mark reporting, and transcripts (SunGard, 2011).  

This study collected information of all the office discipline referrals (type and 

amount) for the 2010-2011 school year documented for all the students enrolled in 10th 

and 11th grades in the e-School Program Student Management System used by the school 

district.   

Procedures 

Sample selection.  Upon completion of the defense of the research proposal in 

October, submitting applications for approval from the University of Houston Division of 

Research (see appendix B), and from the Independent School district, the primary 

investigator contacted the school principals for the three high schools, to obtain a list of 

staff members who were considered teachers, or content specialists, and who were 

working as staff members during the 2010-2011 school year.  Those teachers were 

invited to complete the survey.  

Data collection. 

 Classroom and School Climate Survey for Secondary School Teachers.  The 

subsequent steps were followed to gather the data necessary to conduct this study: 

1. The primary investigator obtained approval to conduct research from the 

Independent School District’s Institutional Review Board (IRB). 

2. The primary investigator obtained approval to conduct the research from the 

University of Houston Division of Research. 

3. The primary investigator contacted the three high school principals to explain the 

project’s objectives and procedures. 
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4. The primary investigator asked each school principal for a list of staff members 

who were working in their school during the 2010-2011 school year. 

5. The primary investigator used the in-district e-mail directory to obtain the 

subject’s e-mail addresses.  

6. The primary investigator e-mailed the cover letter that included the link to the 

climate survey to all the teachers who have the eligibility criteria of being in the 

classroom teaching (teachers and content specialists), and of being part of the 

staff for the 2010-2011 school year.  See the Appendix C for the cover letter 

inviting the staff members to participate in the study, and Appendix A to see the 

complete survey.   

7. Teachers had two weeks to complete the survey.  Three reminders were e-mailed 

to teachers to complete the survey using the district e-mail system. 

8.  Upon teacher completion, data from the surveys was collected automatically at 

the CMCD project headquarters at the College of Education in the University of 

Houston.  

9. Data from the survey was scored and disaggregated by the five themes 

(prevention, caring, cooperation, organization, and community). 

TAKS scores. The subsequent steps were followed to gather the data necessary to 

conduct this study: 

1. The primary investigator obtained approval to conduct research from the 

Independent School District’s Institutional Review Board. 

2. The primary investigator obtained approval to conduct the research from the 

University of Houston Division of Research. 
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3. The primary investigator contacted the three school principals to explain the 

project’s objectives and procedures. 

4. The primary investigator obtained the TAKS test scores for all the students 

enrolled in 10
th

 and 11
th

 grades for the 2010-2011 school year in the areas of 

English and mathematics from the district’s department of data and accountability.  

Data from the three high schools was analyzed individually and identified as 

School 1, School 2, and School 3. 

5. Scores were disaggregated for the areas of mathematics and English for 10
th 

and 

11
th

 graders.  No particular subgroups were analyzed and no individual student’s 

names were used in the project.  

Number and Type of Office Discipline Referrals.  The subsequent steps were 

followed to gather the data necessary to conduct this study: 

1.  The primary investigator obtained approval to conduct research from the 

Independent School District’s Institutional Review Board. 

2. The primary investigator obtained approval to conduct the research from the 

University of Houston Division of Research. 

3. The primary investigator contacted the three school principals to explain the 

project’s objectives and procedures. 

4. The primary investigator obtained the type and number of office referrals for the 

students enrolled in 10
th

 and 11
th

 grades for the 2010-2011 school year stored in 

the e-school plus system from the district’s department of data and accountability.  

5. No particular subgroups were analyzed and no individual names were used in the 

project. 
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Statement of anonymity.  The following provisions were made to ensure the privacy 

of the subjects and to keep the study entirely anonymous: 

1. Teachers were not analyzed in the survey using personal identifiers such as name, 

social security, race, gender, age, or employee number.  The only information the 

survey asked was the name of the school where they work. 

2. Teachers read the cover letter and hit a link that took them to the survey online.  

After they finished answering the survey, the information was automatically 

collected in the CMCD project at the College of Education, University of 

Houston. 

3. The overall profile of the school’s climate was distributed only to the school 

principals without any identifiers. 

4. Data was summarized and reported in the study protecting the district, schools, 

teachers and students’ names.  

Data Analysis 

Descriptive statistics were used to determine whether or not there is a relationship 

between the school climate and the TAKS test scores for 10
th

 and 11
th

 graders in 

mathematics and English in three urban high schools.  Using descriptive statistics was 

appropriate because there was no manipulation of variables in this study.  The Classroom 

and School Climate Survey for Teachers, developed for Consistency Management & 

Cooperative Discipline (CMCD), initially by Freiberg & Stein (2003), was used to 

determine the teacher’s perception of the school climate.  The TAKS test was used to 

measure achievement in English and mathematics.  The number and type of discipline 

referrals were collected from the e-school plus system the district is currently using.  
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A quantitative research design was chosen to determine the relationship between 

variables.  All the variables were measured on an interval scale.  After collecting the data, 

the researcher used descriptive statistics and contingency tables to analyze the 

relationship between the teachers’ perceptions of the school climate and the TAKS scores 

for the sample in 10
th

 and 11
th

 grades for mathematics and English.  Both variables — 

student achievement and school climate, and office discipline referrals and school climate 

— were considered independent.  Table 13 is a representation of the variables studied in 

this research project. 

Table 13  

Variables Studied in the Research Project 

School Climate 

Components 
TAKS Scores  Discipline referrals 

Prevention  English 10th grade Major infractions in 10 grade 

Caring Mathematics 10th grade Minor infractions in 10 grade 

Cooperation English 11th grade Major infractions in 11 grade 

Organization Mathematics 11th grade Minor infractions in 11 grade 

Community 

Total Satisfaction 

  

 

Office discipline referrals were grouped by severity.  Minor infractions were 

considered those specified as Level I and Level II infractions such as hall disruptions, 

classroom violations, cutting in line, sleeping in class, etc.  Major infractions were 

considered those specified as Level III and Level IV, such as gang related activities, 

possession of a non-illegal knife, possession of a controlled substance, etc.  Infractions 

considered Level V, such as aggravated kidnaping or aggravated robbery; do not occur 

multiple times in a year, therefore, those were not included in the study.  Refer to the 
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Appendix D to see the complete Discipline Management Alternatives chart for the district 

studied. 

Using descriptive statistics and contingency tables the researcher summarized all 

the data gathered from the survey on a chart.  Using factor analysis the survey’s data was 

desegregated into five themes.   

Scope and Limitations.  One important limitation of this study is that most of the 

teachers in the three high schools studied teach students in different grade levels 

throughout the day, which made it a difficult task to determine the teachers’ perception of 

the school climate for separate grade levels.  In other words one teacher can teach an 11
th

 

grade class, but have some 10
th

 graders on it, or he might teach different classes 

throughout the day, that can include English I for periods 1 thru 4 and English II for the 

rest of the day.  In addition to that, in order to keep the status of anonymity authentic 

while doing the survey, teachers were not identified, and the results for the survey were 

obtained for the school as a whole.  Some teachers in the schools studied teach classes to 

both 10th and 11th graders during different periods of the day, while others just teach 

10th or 11th grades only.  This mixture of teaching assignments forced the researcher to 

give the survey to all the teachers in the school in order to obtain a general idea of the 

teachers’ perception of the school climate.  This precluded the data from the survey being 

disaggregated by grade levels.  Teachers that were not working in the district at the time 

of the survey, and teachers who transferred to other campuses were not included in the 

list of participants to complete the survey, because their e-mail addresses were no longer 

active in the districts’ mail directory and also because their e-mail sometimes changes 

when they move from school to school. 
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 Another important limitation of this study is that the three sets of data (TAKS, 

Discipline, and School Climate) were considered independent of each other.  Students’ 

identification numbers and names were protected in both the discipline data, and in the 

TAKS data obtained by the school district.  This in turn precluded the researcher from 

matching English and mathematics scores with discipline behaviors, while doing the 

correlation analysis as compared to the general school climate.  In other words, it was 

impossible to see which specific student’s TAKS score was obtained, and match his 

information with his discipline data to do the correlation with the climate survey’s 

different themes.  While trying to calculate Spearman rho correlations between the TAKS 

scores and the themes for the climate survey; and between the major and minor office 

discipline referrals and the themes for the climate survey, the results were inconsistent 

due to the fact that there were only three values for all six themes.  Those results were 

excluded from the study due to their inconsistency.     

  Finally, the survey was administered in three different high schools in the 

Southwest area of Houston, and the findings are not intended to be applicable to 

elementary, intermediate and middle schools.  Also rural high schools might not use the 

results of this study because their contextual environment including, population, poverty 

level, at-risk students and socio-economical level, could be completely different than the 

schools studied in this research. 

 

 

 

 



 

 

 

CHAPTER FOUR 

Summary of Results 

 In this chapter there is a detailed explanation of the summary of TAKS results, the 

summary of discipline data, the climate survey results for the Three High Schools, the 

summary of statistics for the variables studied, and the analysis of the research questions. 

Summary of TAKS Scores for the Three High Schools Studied 

 Tables 14 to 17 illustrate the data for the English and mathematics TAKS test for 

grades 10
th

 and 11
th

 grade obtained in the year of study for the three high schools.  The 

following data was summarized using the raw data the school district gave to the 

researcher.    

Table 14 

English TAKS test scores for 10
th 

grade - Schools 1, 2 and 3 

 

School Met Standard Frequency Percent 

1 

 

Blank 

 

19 

 

1.9 

No 149 14.7 

Yes 845 83.4 

Total Test Takers 1,013 100 

2 

Blank 37 3.4 

No 224 20.8 

Yes 818 75.8 

Total Test Takers 1,079 100 

3 

Blank 26 3.5 

No 104 14.1 

Yes 609 82.4 

Total Test Takers 739 100 
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Table 15 

English TAKS test scores for 11
th 

grade - Schools 1, 2 and 3 

School Met Standard Frequency Percent 

1 

 

Blank 

 

28 

 

2.7 

No 144 14.1 

Yes 849 83.2 

Total Test Takers 1,021 100 

2 

Blank 28 2.8 

No 139 13.8 

Yes 838 83.4 

Total Test Takers 1,005 100 

3 

Blank 31 4.4 

No 90 12.6 

Yes 591 83.0 

Total Test Takers 712 100 

 

Table 16 

Mathematics TAKS test scores for 10
th 

grade - Schools 1, 2 and 3 

School Met Standard Frequency Percent 

1 

 

Blank 

 

15 

 

1.5 

No 344 34.0 

Yes 654 64.5 

Total Test Takers 1,013 100 

2 

Blank 32 3.0 

No 470 43.6 

Yes 577 53.4 

Total Test Takers 1,079 100 

3 

Blank 19 2.6 

No 239 32.3 

Yes 481 65.1 

Total Test Takers 739 100 
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Table 17 

Mathematics TAKS test scores for 11
th 

grade - Schools 1, 2 and 3 

School Met Standard Frequency Percent 

1 

Blank 29 2.8 

No 298 29.2 

Yes 694 68.0 

Total Test Takers 1,021 100 

2 

Blank 28 2.8 

No 326 32.4 

Yes 651 64.8 

Total Test Takers 1,005 100 

3 

Blank 18 2.5 

No 212 29.8 

Yes 482 67.7 

Total Test Takers 712 100 

  

Figures 1 and 2 represent a comparison bar graph for the total scores for English 

TAKS and Mathematics test scores for the 10
th

 and 11
th

 grades in the three schools 

studied.  The graphs illustrate the total percent of students that passed the test by meeting 

the 2100 scaled score state standard. 

  

Figure 1 
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 Figure 1 illustrates that School 1 has the highest percentage of students passing 

the English TAKS test (83.4%), followed by School 3 (82.4%), and School 2 (75.8%).  It 

also illustrates that School 3 has the highest percentage of students passing the 

mathematics TAKS test (65.1%), followed by School 1 (64.5%), and then School 2 

(53.4%). 

 School 2 has the lowest percentage of students passing the TAKS test in both 

English and mathematics for the 10
th

 grade in the year of the study (2010-2011).     

 

Figure 2 

 

 

 

Figure 2 illustrates that School 2 has the highest percentage of students passing 

the English TAKS test (83.4%), followed by School 1 (83.2%), and School 3 (83.0%).  It 

also illustrates that School 1 has the highest percentage of students passing the 

mathematics TAKS test (68.0%), followed by School 3 (67.7%), and then school 2 

(64.8%). 

 The researcher concluded that when comparing the three schools studied, the 

percentage of students passing the 11
th

 grade English TAKS test is very similar.  It is also 

concluded that School 2 has the lowest percentage of students passing the TAKS test in 

mathematics for the 11
th

 grade in the year of the study (2010-2011).    
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Summary of Discipline for the Three High Schools Studied 

The appendix D includes the complete Discipline Management Alternatives chart 

for the school district studied.  Using that chart, the principal investigator grouped the 

office discipline referrals by severity.  Minor infractions were considered those specified 

as Level I and Level II infractions such as hall disruptions, classroom violations, cutting 

in line, sleeping in class, etc.  Major infractions were considered those specified as Level 

III and Level IV infractions such as gang related activities, possession of a non-illegal 

knife, possession of a controlled substance, etc.  Infractions considered level V such as 

aggravated kidnaping or aggravated robbery did not occur multiple times in a year and 

were not included in the study.   

 Table 18 

Discipline Office Referrals for 10
th 

grade - Schools 1, 2 and 3 

School Total of Students Level Frequency Percent 

Incidents  

per 

Student 

Incidents 

per 100 

Students 

1 N = 1,144 

 

Minor 

 

7,035 

 

93.8 6.15 

 

615 

Major 

 

465 6.2 4.1 41 

2 N = 1,091 

 

Minor 

 

9,948 

 

95.2 9.12 

 

912 

Major 

 

505 4.8 4.6 46 

3 N = 720 

 

Minor 

 

5,665 

 

95.3 7.87 

 

787 

Major 282 4.7 3.9 39 

 

 Tables 18 and 19 present the data for the discipline referrals for 10
th

 and 11
th

 grade 

in the three schools studied.  Incidents per 100 students values were calculated using the 

following formula: 
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Table 19 

Discipline Office Referrals for 11
th 

grade - Schools 1, 2 and 3 

School Total of Students Level Frequency Percent 

Incidents  

per 

Student 

Incidents 

per 100 

Students 

1 N = 981 

 

Minor 

 

3,244 

 

92.9 3.31 

 

331 

Major 

 

249 7.1 .25 25 

2 N = 1,001 

 

Minor 

 

2,098 

 

95.0 2.09 

 

209 

Major 

 

111 5.0 .11 11 

3 N = 688 

 

Minor 

 

1,354 

 

93.4 1.97 

 

197 

Major 95 6.6 .14 14 

 

Figure 3 
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 The figures 3 and 4 present a comparison between schools of the number of 

referrals per every 100 students that committed major and minor discipline referrals for 

the year of study. 

 Figure 3 illustrates that analyzing the discipline data for all the major discipline 

referrals (Levels III and IV in the district’s discipline management alternatives chart), in 

10
th

 grade, School 2 has the highest number of referrals per every 100 students (46), 

followed by School 1 with (41), and School 3 with (39).  In 11
th

 grade, School 1 has the 

highest number of referrals per every 100 students (25), followed by School 3 with (14), 

and School 2 with (11). 

    When comparing the number of major discipline referrals per 100 students between 

10
th

 and 11
th

 grade in the three schools studied, 10
th

 grade students have the greatest 

number of incidents per year.  

Figure 4 
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 Figure 4 illustrates that analyzing the discipline data for all the discipline referrals 

considered Minor (Levels I and II in the district’s discipline management alternatives 

chart), in 10
th

 grade, School 2 has the highest number of referrals per every 100 students 

(912), followed by School 3 with (787), and School 1 with (615).  In 11
th

 grade, School 1 

has the highest number of referrals per every 100 students with (331), followed by School 

2 with (209), and then School 3 with (197). 

 The researcher concluded that when comparing the number of minor discipline 

referrals per 100 students between 10
th

 and 11
th

 grade in the three schools studied, 10
th

 

grade students tend to have more incidents per year.  

 The following section presents the climate survey results for the three schools 

studied. 

Climate Survey Results 

 Three different high schools were analyzed in this study.  Based on the AEIS 

reports of the 2010-2011 school year for the three high schools studied there were a total 

of 665 teachers working in the three schools.  This number included the 9
th

 grade center 

teachers.  Schools 1 and 2 serve students in grades 10, 11, and 12, while school 3 serves 

students in grades 9, 10, 11, and 12.  9
th

 grade students in schools 1 and 2 attend a ninth 

grade center and that is considered a separate school.  Teachers working in the ninth 

grade center were not invited to complete the survey.     

 All of the professional staff classified as teachers in the three schools were invited 

to complete the Classroom and School Climate Survey for Secondary School Teachers 

developed by (Freiberg and Stein, 2003), which measures the teachers’ perceptions of the 

school climate.   
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  The principal investigator contacted the three school principals and asked for a list 

of teachers that worked in those schools for the 2010-2011 school year.   It was intended 

for this study to survey only the teachers that worked with 10
th

 and 11
th

 graders, but that 

would bring the paradigm of classifying teachers into a certain grade level when they 

teach classes in both grade levels.  In other words, some of the teachers are not exclusive 

to one grade level, and in many instances, students in 10
th

 grade take 11
th

 grade classes or 

vice versa.  Based on that, the principal investigator obtained the teachers’ perception of 

the school climate by surveying all the teachers that worked in that specific school for the 

year of study.  School 1 had a 63% of return rate as 83 out of 131 teachers answered the 

survey, School 2 had 53% return rate as 94 out of 141 teachers answered the survey, and 

School 3 had a 67% return rate as 60 out of 112 teachers answered the survey.   

 The information from the survey was desegregated into five themes as it is 

designed.  Those themes are prevention, caring, cooperation, organization, and 

community.  The prevention theme has two topics called class distractions scale and 

school wide discipline problems scale, and it is analyzed using 11 questions.   The caring 

theme has two topics student satisfaction scale and school satisfaction scale, and it is 

analyzed using 15 questions.  The cooperation theme has three topics called student 

connectedness scale, student involvement – curriculum scale, and student involvement – 

collaboration scale, and it is analyzed using 17 questions.  The organization theme has 

two topics called teacher effectiveness scale and student academic orientation scale, and 

it is analyzed using 19 questions.  The community theme has four topics called parent 

involvement scale, teacher satisfaction with school leadership scale, teacher general 

satisfaction scale, and teacher involvement scale, and it is analyzed using 24 questions. 
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 The principal investigator found the total percentage of satisfaction for the five 

themes in each school.  The table 20 presents the total percentages for climate perception 

for the three schools studied. 

Table 20 

Climate Survey Schools 1, 2, and 3 

Themes School 1 School 2 School 3 

Prevention 76% 79% 75% 

Caring 65% 68% 66% 

Cooperation 69% 69% 68% 

Organization 71% 72% 70% 

Community 69% 71% 67% 

Total 70% 71% 69% 

 

 The figure 5 illustrates the level of teacher satisfaction for the five climate survey 

themes for the 3 schools studied.  All levels of satisfaction are below 80%, which 

indicates that there is room for improvement in all school climate themes in the three 

schools studied.  The lowest levels of satisfaction for the three schools were seen in the 

Caring theme.  The highest levels of satisfaction for the three schools were seen in the 

Prevention theme.  The figure 5 also illustrates that School 2 has the highest percentages 

of teacher satisfaction in all themes when compared with the other two schools.  Also 

differences between the percentages of satisfaction obtained for the three schools in the 

theme of community were observed since School 3 is below School 2 by four percent, 

and below School 1 by two percent.      

 

 



 

 

 

Figure 5 
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Summary of Statistics for the Variables Studied 

 The table 21 illustrates all the variables used in this study.  It includes the results for 

the mathematics TAKS test, the results for the English TAKS test, the major and minor 

discipline referrals, the discipline referrals per 100 students, and the baseline climate 

survey results for the 10
th

 and 11
th

 grades for the three high schools studied.  It is 

important to note that the survey is aggregated for each of the schools and cannot be 

separated by grades due to the fact that some teachers in the schools studied work with 

10
th 

graders and 11
th

 graders in different class periods.  The number of discipline referrals 

per 100 students was used in the study because as it is illustrated in the population and 

sample section of this document, and in the N number of table 21, schools 1 and 2 have 

approximately the same amount of students in 10
th

 and 11
th

 grade, in comparison with 

School 3 which has a smaller amount of students.  Initially, percentages were used to do 

the analysis and to compare schools, but by doing that, the researcher found that among 

the three schools, the percentages of major and minor school office discipline referrals 

were similar.  In other words, approximately 90% of the office referrals were considered 

minor in the three schools, but that 90% encompasses a larger number of students in 

schools 1 and 2 because those schools have a larger enrollment when compared with 

School 3.  By using the discipline referrals per 100 students, the researcher takes into 

consideration the population differences of the three schools.   



 

 

 

Table 21 

Table of Variables for the Schools Studied 

School Grade 
Mathematics 

Met Standard 

English 

Met Standard 
Major Discipline Incidents  Minor Discipline Incidents 

Baseline Climate 

Survey 

  # % # % # % Ref/100 # % Ref/100 Themes Score 

1 

10
th

  

N  

1,144 

654 64.5 845 83.4 465 6.2 41 7,035 93.8 615 
1 76% 

2 65% 

11
th

  

N  

981  

694 68.0 849 83.2 249 7.1 25 3,244 92.9 331 

3 69% 

4 71% 

5 69% 

Total 70% 

              

2 

10
th

 

N  

1,091 

577 53.4 818 75.8 505 4.8 46 9,948 95.2 912 
1 79% 

2 68% 

11
th

 

N 

1,001 

651 64.8 838 83.4 111 5.0 11 2,098 95.0 209 

3 69% 

4 72% 

5 71% 

Total 71% 

              

3 

10
th

 

N   

720 

481 65.1 609 82.4 282 4.7 39 5,665 95.3 787 
1 75% 

2 66% 

11
th

 

N 

688 

482 67.7 591 83.0 95 6.6 14 1,354 93.4 197 

3 68% 

4 70% 

5 67% 

Total 69% 
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Analysis of Research Questions 

 Three research questions emerged to form the basis for this study.  These 

questions were constructed to examine the relationship between the 10
th

 and 11
th

 grade 

TAKS scores in mathematics and English, the major and minor discipline referrals for the 

10
th

 and 11
th

 grades, and the teachers’ perceptions of the school climate. 

 Tables 22 and 23 were constructed to illustrate the different variables ranked from 

the one with the larger number (first) to the lowest number (third).  It was used to analyze 

the relationship between the different variables.   

Table 22 

Variables Ranked for 10
th

 Grade 

School Mathematics English 
Major 

Referrals 

Minor 

Referrals 

Total of teacher 

climate satisfaction 

1 Second First Second* Third Second 

      

2 Third  Third First* First First 

      

3 First Second Third* Second Third 

      

* Denotes similar rank when compared with the total value of teacher satisfaction 

obtained with the climate survey.  

 

Table 23 

Variables Ranked for 11
th

 Grade 

School Mathematics English 
Major 

Referrals 

Minor 

Referrals 

Total of teacher 

climate satisfaction 

1 First  Second* First  First  Second 

      

2 Third  First * Third Second First 

      

3 Second Third* Second  Third Third 

      

* Denotes similar rank when compared with the total value of teacher satisfaction 

obtained with the climate survey. 



 

 

 

110 

 Using Table 21, the researcher calculated Spearman rho correlations between the 

discipline data and the TAKS scores.  Spearman rho measures the degree of correlation 

between variables that are ordinal/ranked.  Prior to running Spearman rho correlations, 

the researcher ranked each of the minor and major discipline referrals per 100 students, 

and the English and mathematics TAKS scores from 1-6 according to the scores. 

Spearman rho ranges from -1 to +1.   Table 24 summarizes the results obtained for 

Spearman rho correlations. 

Table 24 

Spearman rho Correlations for Discipline and TAKS data 

 Minor Major Eng Math 

Spearman's rho Minor Correlation 

Coefficient 

1.000 .886
*
 -.551 -.600 

Sig. (2-tailed) . .019 .257 .208 

N 6 6 6 6 

Major Correlation 

Coefficient 

.886
*
 1.000 -.493 -.600 

Sig. (2-tailed) .019 . .321 .208 

N 6 6 6 6 

English Correlation 

Coefficient 

-.551 -.493 1.000 .116 

Sig. (2-tailed) .257 .321 . .827 

N 6 6 6 6 

Math Correlation 

Coefficient 

-.600 -.600 .116 1.000 

Sig. (2-tailed) .208 .208 .827 . 

N 6 6 6 6 

*. Correlation is significant at the p < 0.05 level (2-tailed). 
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 Table 24 illustrates that the only significant correlation is between minor and major 

infractions/100, r = + .886, n = 6, p < .05, two tails.  This finding was highly expected 

since discipline minor and major infractions should be related.  Therefore, the researcher 

concluded that, the higher the major infractions, the higher the minor infractions per 

grade level. 

 In reference to the correlations between major/minor office discipline referrals and 

English and mathematics TAKS scores, the researcher found that the correlations are 

negative.  While not statistically significant, the negative correlations indicate that the 

higher the major/minor rank, the lower the English/Mathematics rank.  The researcher 

concluded that as the major/minor infractions increase, the English and mathematics 

TAKS test performance decreases. 

 Research question 1.  Is there a relationship between the teachers’ perceptions of 

the school climate as measured by the Classroom and School Climate Survey for 

Secondary School Teachers, and 10
th

 and 11
th

 grade students’ mathematics achievement 

scores of the previous year on the TAKS test? 

 By analyzing the data the researcher concluded that there is not a clear and 

consistent relationship between the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers, 

and 10
th

 and 11
th

 grade percentage of student passing the mathematics TAKS test. 

Tables 21, 22 and 23 illustrate that when using the total of teacher satisfaction to 

rank the three schools, the school showing highest amount of teacher satisfaction is 

School 2 with a 71% of teacher satisfaction, followed by School 1 with a 70% 

satisfaction rate, and school 3 with a 69% satisfaction rate.  Analyzing the percentage of 
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students passing the mathematics TAKS test, School 2 has the lowest percentage of 

students passing in 10
th

 grade and 11
th

 when compared with the other two schools.  In 

addition to that, School 1, which is ranked second in the total of teacher satisfaction, it is 

also ranked second when comparing the 10
th

 grade mathematics scores, but ranked first 

when comparing the 11
th

 grade mathematics scores.  The same occurs with School 3, 

which is ranked third in the total of teacher satisfaction but ranked second when 

comparing the 11
th

 grade mathematics scores, and ranked first when comparing the 10
th

 

grade mathematics scores. 

Research question 2.  Is there a relationship between the teachers’ perceptions of 

the school climate as measured by the Classroom and School Climate Survey for 

Secondary School Teachers, and 10
th

 and 11
th

 grade students’ English achievement scores 

of the previous year on the TAKS test? 

By analyzing the data the researcher concluded that there is not a clear and 

consistent correlation between the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers, 

and percentage of students that met the standard in the 10
th

 grade English TAKS test.  

However the results for the 11
th

 grade English TAKS test correlated with the total of the 

teacher satisfaction obtained by using the baseline climate survey. 

Table 21, 22, and 23 illustrate that when using the total of teacher satisfaction to 

rank the three schools, the top ranked school is School 2 with 71% teacher satisfaction, 

followed by School 1 with a 70% teacher satisfaction rate, and School 3 with a 69% 

satisfaction rate.  Analyzing the percentage of students passing the English TAKS test, in 

10
th

 grade, School 1 has the greatest percentage with 83.4%, followed by School 3 with 



 

 

 

113 

82.4%, and School 2 with 75.8%.  However, in 11
th

 grade the ranks change because 

School 2 has the best percentage of student passing with 83.4%, followed by School 1 

with 83.2%, and School 3 with 83%.  

Research question 3.  Is there a relationship between the teachers’ perceptions of 

the school climate as measured by the Classroom and School Climate Survey for 

Secondary School Teachers, and the previous year students’ number and type (minor to 

severe) of office discipline referrals? 

  By analyzing the data the researcher concluded that there is not a clear and 

consistent correlation between the teachers’ perceptions of the school climate as 

measured by the CMCD Classroom and School Climate Survey for Secondary School 

Teachers, and the number of minor office referrals.  However the ranked results for the 

major referrals in 10
th

 grade shared the same rank value with the total for the teacher 

satisfaction for the three schools studied.    

Table 21, 22, and 23 illustrate that when using the total of teacher satisfaction to 

rank the three schools, the highest achieving school is School 2 with a 71% of teacher 

satisfaction, followed by School 1 with a 70%, and School 3 with a 69%.  Analyzing the 

number of major referrals in 10
th

 grade, there is a negative correlation with the total 

percentage of teacher satisfaction as measured by the climate survey.  School 2 is ranked 

first in the total of teacher satisfaction, but it is also ranked first in the number of major 

office discipline referrals per 100 students.  In contrast to that, School 3, which is ranked 

third in the total percent of teacher satisfaction, has the lowest number of major office 

referrals per 100 students.   
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These findings should be examined in the context that the survey results on the 

three campuses exhibited similar values ranging from 69% to 71%.  This consistency in 

the survey coupled with the limitation of the data may have impacted the findings. 

Summary 

The purpose of this study was to investigate the school climate as perceived by 

the teachers working in three different large urban high schools in the southwest area of 

Houston, and to analyze if the school climate, as measured by the teachers’ perceptions, 

had a positive or negative relationship on the TAKS scores for the 10
th

 and 11
th

 grade 

mathematics and English tests in the 2010-2011 school year.  It also studied the positive 

or negative relationship between the school climate and the number and type of discipline 

referrals (minor to severe) for the 10
th

 and 11
th

 grade students during the 2010-2011 

school year.  Descriptive statistics and contingency tables were used to analyze the data 

collected.  This study surveyed three hundred and eighty four teachers in the three urban 

high schools using the Classroom & School Climate Survey for Secondary School 

Teachers, developed by Freiberg and Stein (2003).  Student achievement was measured 

by the 10
th

 and 11
th

 grade TAKS tests scores generated during the 2010-2011 school year.  

Number and type of students’ office discipline referrals for the 2010-2011 school year 

were collected using the district’s archival data 

From the descriptive statistics and by using contingency tables, the results 

indicated that there were no consistent relationship between the school climate and the 

other two variables, TAKS scores and discipline office referrals.   Chapter four presented 

and analyzed the collected data to respond to the research questions of the study 

presented in chapter 2.  The findings were: 
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1. There is not a clear and consistent relationship between the teachers’ 

perceptions of the school climate as measured by the Classroom and School 

Climate Survey for Secondary School Teachers, and 10
th

 and 11
th

 grade 

percentage of student passing the mathematics TAKS test. 

2. There is not a clear and consistent relationship between the teachers’ 

perceptions of the school climate as measured by the Classroom and School 

Climate Survey for Secondary School Teachers, and percentage of students 

that met the standard in the 10
th

 grade English TAKS test.  

3. There is not a clear and consistent relationship between the teachers’ 

perceptions of the school climate as measured by the Classroom and School 

Climate Survey for Secondary School Teachers, and the number of minor 

office referrals.  

 These findings should be examined in the context that teachers completed the 

survey, while the achievement and discipline infractions were captured at the student 

level.    

Chapter 5 summarizes the results of this study discussing the research purpose 

and design, presenting a summary of the findings, relating the findings to the empirical 

literature, suggesting implications for social change, and offering recommendations for 

actions and further study.  

 

 

 

 



 

 

 

CHAPTER FIVE 

Summary, Conclusions and Recommendations 

 Introduction 

 The study findings are presented in this chapter.  Chapter five is divided by several 

sections that include the summary of the research purpose and design, the summary of the 

research findings, the implications for social change, the recommendation for actions, the 

recommendations for further study, and the conclusion. 

Summary of Research Purpose and Design   

 This study was conducted to address one problem that the Texas public school 

system faces on a daily basis, and more specifically, the high schools within the system.  

Three out of the four high schools in the school district studied did not meet the federal 

mandates and did not make AYP in mathematics for the 2010-2011 school year in several 

subpopulations.  It is also a struggle to keep the gains obtained in past years in the area of 

English for those three high schools.  In consideration of the data presented in the AEIS 

reports every year, and in an increase need to improve student achievement, this study 

focused on the possible negative or positive impact the school climate could have in the 

student achievement and their discipline behaviors.   

 The purpose of this study was to investigate whether or not there was a direct or 

indirect relation between a positive or negative school climate and the students’ academic 

achievement as measured by the 10
th

 and 11
th

 grade TAKS test in three different urban 

high schools.  The relation between school climate and number of discipline referrals was 

analyzed in three urban high schools located in the southwest area of Houston.  
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Specifically, this study investigated the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers 

developed Freiberg and Stein (2003), student achievement as measured by the TAKS test 

in mathematics and English for students in 10
th

 and 11
th

 grades, and the number and type 

of office discipline referrals (minor to severe) that occurred during the 2010-2011 school 

year.  The intent of this study was to help current principals in urban high schools to 

adjust their school management in order to improve the school climate and ultimately 

meet the academic and behavioral teachers’ and students’ needs within their schools. 

 Three urban high schools located in the southwest of Houston, Texas were invited 

to participate in this study.  With a total population of 4,132 students in School 1; 4,102 

students in School 2; and 2,863 students in School 3, and a total of 259 teachers in School 

1; 235 teachers in School 2; and 170 teachers in School 3, the researcher established a 

sample selection by inviting all the teachers in the three campuses excluding those that 

work in the ninth grade center, and used the TAKS and discipline data for the 10
th

 and 

11
th

 graders that attend the three schools.   

 After completing the data collection, the researcher analyzed it using descriptive 

statistics and contingency tables.  Descriptive statistics was appropriate for this study 

because due to the state of anonymity given by the district, the three sets of data (TAKS 

scores, discipline, and climate information) were considered independent of each other.  

No student ID numbers were used to correlate discipline office referrals, TAKS scores in 

10
th

 and 11
th

 grade, and the school climate information. 
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Summary of Research Findings 

 The following three specific research questions were proposed, and the findings 

for each question are discussed: 

 Research question 1.  Is there a relationship between the teachers’ perceptions of 

the school climate as measured by the Classroom and School Climate Survey for 

Secondary School Teachers, and 10
th

 and 11
th

 grade students’ mathematics achievement 

scores of the previous year on the TAKS test? 

 By analyzing the data the researcher concluded that there is not a clear and 

consistent relationship between the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers, 

and 10
th

 and 11
th

 grade percentage of student passing the mathematics TAKS test. 

The researcher ranked the schools studied using the values for the total 

satisfaction column in the baseline climate survey, and ranked the values for total 

percentage of students meeting the minimum standard of 2100 in the mathematics TAKS 

test for the 10
th

 and 11
th

 graders, the researcher concluded that there is no direct 

relationship between the teachers perception of the school climate and the mathematics 

TAKS test scores.   

Research question 2.  Is there a relationship between the teachers’ perceptions of 

the school climate as measured by the Classroom and School Climate Survey for 

Secondary School Teachers, and 10
th

 and 11
th

 grade students’ English achievement scores 

of the previous year on the TAKS test? 

By analyzing the data the researcher concluded that there is not a clear and 

consistent relationship between the teachers’ perceptions of the school climate as 
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measured by the Classroom and School Climate Survey for Secondary School Teachers, 

and percentage of students that met the standard on the 10
th

 grade English TAKS test.  

The researcher ranked the schools studied using the values for the total 

satisfaction column in the baseline climate survey, and ranked the values for total 

percentage of students meeting the minimum standard of 2100 in the English TAKS test 

for the 10
th

 and 11
th

 graders, the researcher concluded that there is no direct relationship 

between the teachers perception of the school climate and the English TAKS test scores 

in 10
th

 grade.  

Research question 3.  Is there a relationship between the teachers’ perceptions of 

the school climate as measured by the Classroom and School Climate Survey for 

Secondary School Teachers, and the previous year students’ number and type (minor to 

severe) of office discipline referrals? 

By analyzing the data the researcher concluded that there is not a clear and 

consistent relationship between the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers, 

and the number of minor office referrals.  

The researcher ranked the schools studied using the values for the total 

satisfaction column in the baseline climate survey, and ranked the values for the number 

of minor and major office referrals per 100 students in each school for the 10
th

 and 11
th

 

graders.  The researcher concluded that there is no direct relationship between the 

teachers’ perception of the school climate and the minor discipline referrals for 10
th

 and 

11
th

 grade in the three schools studied.  The same occurred with the major discipline 

referrals in 11
th

 grade. 
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Although the researcher did not find significant correlations between the variables 

studied, due to the limitations of the data collected, it was found that the three schools 

have levels of teacher satisfaction in the three high schools that are below 80% in the five 

themes of the climate survey, prevention, caring, cooperation, organization, community, 

and the total of teacher satisfaction. The results could be indicative of a need to improve 

the school climate in the three high schools studied, improve the teacher satisfaction, and 

in turn improve the TAKS scores and discipline referrals.  As teachers are required to 

attend professional development for English, mathematics, and different ways to improve 

discipline behaviors and classroom management, the schools administration is also 

encouraged to attend those trainings with the teachers in order to understand the 

curriculum that is evaluated and to carry out the role as instructional leaders. 

This study also found a particular situation that happens only in the district 

studied.  Students in this district, during their middle school year, are assigned the high 

school they will be attending for the following four years by using a “draw” system, 

which means that any student in any community in the district have the possibility to 

attend any of the three high schools studied.  This system generates an equitable way to 

enroll students and therefore the student population attending the three high schools is 

very similar.  TAKS scores in English and Mathematics for the three schools are similar, 

and the school climate in the three schools is also similar.   

Discussion of the Findings 

      In an effort to explain the findings of this study, factors that may have 

compounded the effect of school climate on student achievement and discipline behaviors, 

are discussed.  Factors that potentially explain the non-significant findings include: (a) a 
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different focus on school climate, (b) student socio economic factors, (c) teacher 

variability in school climate ratings, (d) limited evaluation of school climate, and (e) the 

district’s “draw” system of students to enroll in high school. 

 School climate focus has changed in the past decades with an increased focus of 

accountability and testing.  After the enactment of the No Child Left Behind Act (NCLB) 

of 2002, the school’s district leadership team, administration teams, and principals, face 

multiple issues on a daily basis and are responsible for finding solutions to different 

situations in a great variety of contexts.  Schools are held accountable by the media, the 

parents in the community, the students who attend their classrooms, the school boards, 

and all the other members of the community who are directly or indirectly related to it.  

Learning how to work with all of the stakeholders in different ways has become a 

difficult and challenging skill for successful administrators.  Levels of stress have 

increased for teachers, students and parents, since testing is now a graduation requirement 

and it is mandatory.  Schools need to improve their climate and improve the 

interrelationships among the stakeholders so that together they are able to overcome the 

new challenges imposed by the federal and state testing regulations.  All administrators 

need to study in detail the school climate and look for ways to increase and sustain a 

healthy school climate.  In order to improve the schools they will be working with they 

should have teachers and students that are focused on new curricula, and have staff 

members that are driven by goals in order to prepare students to live and work in a global 

economy. 

 The second possible cause of the insignificant findings of this study could be the 

influence of the socio-economic status of the students attending to the three highs schools 
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studied.  The School 1 has 72.7% of students considered economically disadvantaged, 

School 2 has 72.9%, and School 3 has 69.2%.  This high level of student considered 

economically disadvantage could affect drastically the student achievement as measured 

by the TAKS test.  Schools with higher percentage of students considered low SES have 

a greater chance of having lower academic scores, increased family issues, and a higher 

probability of having anti social behaviors, such as gangs, fights, drug abuse, etc.   

 The ability for school administrators and teachers to change the negative attitudes 

of students in low SES environments in these types of schools is a vital factor of school 

effectiveness.  Low academic achievement and poverty is one of the strongest predictors 

of dropout rates.  Failure to control the low SES affecting factors of students in these 

schools might have influenced the school climate and in turn influenced the relationship 

with academic achievement and type and number of office discipline referrals.  After the 

first evaluation done by the researcher, low SES students were included in all the 

calculations.  Further studies should consider controlling the influence of SES on student 

achievement to see if by removing variance in achievement due to SES the study could 

have a more accurate account of the affect of school climate as perceived by the teachers 

and the student achievement.   

 Another important factor that could have influenced the results of the study was 

the variance in teacher responses for the climate survey.  Some teachers could have used 

their personal opinion of their school, their school leadership team, and their students to 

answer the survey without having an objective view.  The status of anonymity could lead 

teachers to put their emotions into place while answering the survey.  This factor was out 

of the control of the researcher.  Further studies should include face-to-face surveys or 
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interviews in addition to surveying the participants using e-mail.  By doing this, the 

researcher could have a better idea of what the teachers’ perception of school climate 

looks like, by having conversations with the participants and answering any questions 

they might encounter.  

 The teacher’s perception of school climate is not necessarily the real school 

climate.  The researcher used the climate survey for teachers, but did not use the data of 

the climate survey for students, and the climate survey for leadership teams.   The 

complete system of CMCD surveys build around the five themes of prevention, caring, 

organization, cooperation, and community (Freiberg, 2012; Freiberg, 1999; Freiberg, 

1986), and include:  The School and Classroom Climate Survey for Students; The School 

and Classroom Climate Survey for Teachers; and The School and Classroom Climate 

Survey for Leadership Team Members.  As Freiberg and Stein explain, the three surveys, 

and more specifically the item composition, can be seen as a “pyramid.”  The student 

survey (70 items) is the base of the pyramid and is considered the pivotal structural 

element.  The teachers’ survey is the next level of the pyramid and it contains 16 items.  

The final level of the pyramid is the leadership team section, which contains 9 items 

(Freiberg & Stein, 2011).  Further studies should include the opinions of the students and 

the leadership team to have a real indicator of what the school climate looks like. 

 Finally, a large factor that could affect the study is the “draw” system the district 

uses to enroll students in high school coming form middle school.  This system generates 

a population in the three schools that is very similar in demographics, and that in turn 

have similar academic achievement levels among the three schools.  If there are 

variations in the academic achievement it can be concluded that it is related to the 
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delivery of instruction.  All the teachers in the district have the same opportunities of 

professional development and they are working with a similar population of students.  

However the climate could have marked differences as climate is affected among 

different factors, by the interrelationships among the stakeholders in the school, and the 

quality of school facilities.  The facilities of schools 1 and 2 are very similar.  They were 

built more than a decade ago and they are very large campuses.  However, School 3 is a 

smaller school built not long ago and with new facilities.  The differences between school 

facilities should present a marked difference in the school climate, but the results in the 

survey illustrate that there are not big differences among the three campuses.  

Implications for Social Change  

 As was illustrated in the previous chapters, this study did not find significant 

relationships between the school climate as perceived by the schools’ teachers and the 

student achievement, and discipline office referrals.  However, a negative correlation was 

depicted between English and Mathematics achievement and discipline infractions 

indicating that the higher the discipline infractions, the lower the achievement.  Part of 

the issue as explained in the previous chapter was that this study only used the teachers’ 

perception of the school climate and did not take into consideration other aspects of 

school climate such as the students’ perception, the perceptions of the administration 

team, and a consistent study of the physical plant for the three schools studied.  However 

the researcher would like to include several implications for social change in this study.   

 The result of this study indicate that the teachers are not the only ones that affect 

the school climate, and the study should include the students’ opinions of what the school 

looks like and how they perceive the school climate.  Teachers and leaders have to 
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develop their capacity in order to insure that they are ready with strategies, and the sense 

of responsibility, to intervene to make their schools equitable.  With changing 

demographics across the country, particularly in Texas, and in our urban schools, the 

inequities show clearly in the data that exists for not just academic achievement, but also, 

discipline, special education identification, test scores, dropouts, and graduation rates.  In 

the district studied there is a huge focus on student achievement based on demographics 

due to the accountability system they operate under in Texas.  However, it appears that if 

a demographic sub population as defined through their accountability system “doesn’t 

count” then, attention placed on those students is less of a focus in the overall academic 

goals of the school.  It may not be blatant, but admitted or not, it exists for leaders who 

work within diverse schools faced with the challenges of making accountability ratings.  

That doesn’t even take into account possible disadvantages for certain groups of students, 

just by how the test questions are written or the literature that is chosen for them to read.  

If students from poverty or from other cultures or languages do not have the context of 

the test question, how are they expected to achieve as well as those students who have the 

cultural or socioeconomic advantage? That being said, leaders and teachers have to be 

ethical in their administration by looking at the bigger picture of social responsibility to 

provide equitable opportunities for all students.  The ethical educator will focus on all 

students, equally, and try to find strategies to reach out to students who are different 

without worrying about the possible impact on accountability ratings.  Decisions should 

be made with the best interests of all students in mind.  The ethical educator should try to 

provide or attend to professional development in order to expand the traditional thinking 

that still exists for some educators who complain that the students aren’t the same “as 
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they used to be”.  The district should have a concerted effort in some areas of 

professional development to try to help teachers reach all students with the work of 

educational researchers such as, Ruby Payne, Eric Jensen, John Medina, etc, and measure 

the school climate every year using surveys created by J. H. Freiberg and CMCD. This 

will insure that intervention plans are in place and that there are continuous attempts for 

improvement of the school climate.  Additionally, the district should use a wide focus on 

relationships and how that helps reach more students.  Choices in curricula resources 

should be taken into account by studying the diversity of the students and analyzing 

different areas.  

 The researcher sees the school system making attempts at social justice and 

striving to find ways to make decisions in the best interests of all students.  Unfortunately, 

it is also seen that at times this comes into conflict with the accountability system, where 

ethics plays a huge role in remembering and focusing on the bigger picture of the role of 

educators and on what is best for students to learn, and not necessarily on what is needed 

to get “the ratings”.  Overall the social justice framework is a complex issue that involves 

the politics of a school district, the state, and working within an individual school 

environment that even with the best of intentions and resources has limitations.  

Recommendation for Actions  

1. Although no significant relationship was found between the teacher perceptions of 

the school climate and the student achievement, and number and type of 

discipline referrals, the researcher recommends the state and federal policy 

makers to consider the current policies and procedures to include a mandatory 
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measure of the school climate in every school using at least three stakeholders 

such as the teachers, the students, and the administration of the school. 

2. A big component of the three climate surveys is the work of the administration 

team in the school.  The information collected using the climate surveys must be 

used by administrators to develop their leadership skills, and to keep into 

consideration the opinions of different stakeholders when making school 

decisions.   

3. The researcher recommends the design of several professional development 

sessions to address the findings of the annual climate surveys.  Responses can be 

used to increase awareness of the particular school issues, and to value the 

teachers’ and students’ input when planning the upcoming school year. 

4. The researcher recommends using information about school improvement 

gathered by creating face-to-face focus groups and by getting the information 

from staff support, parents, and members of the community. 

5. This researcher recommends that criteria for meeting AYP and sanctions for 

failure to meet AYP be reconsidered by creating policies that while using data to 

create direct improvement, do not discourage or label the schools and their 

personnel. 

Recommendations for Further Study  

 As the accountability for schools increase every year and especially this 

upcoming year with the introduction of the STARR test and the EOC tests, it is suggested 

that future studies address the following recommendations in the search for variables that 
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increase students achievement and that reduce anti-social behaviors in schools, while 

nurturing the school climate: 

1. It is recommended that future researchers use not only the teachers’ perceptions 

to measure the school climate.  The perception of the students, the administration 

team, the support staff, the parents, and the community should be included to 

have a more precise idea of the school climate. 

2. In addition to the surveys, future researchers should do focus groups and face-to-

face interviews to have a better idea and a sense of the school climate.  Surveying 

the teachers in person instead of by e-mail will eliminate any confusion regarding 

the questions and to possibly increase the response rates.   

3. Observations could be another information gathering tool that could be used to 

get an outsider’s view of the school climate.  Using a mixed methods approach, 

the researcher could get a broader analysis of the relationships between the 

variables. 

4. Surveys should be sent into separate groups for those teachers that work in 9
th

 

grade, 10
th

 grade, 11
th

 grade, and 12
th

 grade.  A separate group of surveys should 

be sent to the teachers that work with different grades throughout the day.  This 

in turn will generate a more precise idea of the school climate by grade levels and 

correlations could be done easily. 

5. Indicators such as student ID’s should be used for the student achievement data 

and for the discipline data.  That way it could be easy to analyze if the huge 

amount of minor incidents in each school, have being generated by the same 
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students.  Also having indicators in both sets of data, Pearson correlations could 

be calculated between achievement and discipline. 

6. Future studies could include more schools across different districts to get a larger 

view of the effect of school climate on student achievement and discipline 

behaviors across the United States. 

 The researcher strongly recommends further investigation into the effects of the 

school climate on student achievement and discipline behaviors, to identify any possible 

strategies and methods that could assist educators in dealing with the accountability 

challenges such as meeting AYP.   

Adult Learning Plan 

 Part of the requirements of this doctoral thesis as mandated by the school district 

studied was to disseminate the information collected to teachers and administrators in the 

three high schools and to give them the findings and plan of action derived from this 

study.   

 Learner Needs 

 The school district selected for this study has three regular high schools and one 

magnet high school.   The schools are composed of students from highly diverse, low 

socio economic backgrounds.  The three regular schools have been struggling with TAKS 

scores over the past 5 years, and none of them made AYP during the 2010-2011 school 

year.  Because one of the most important goals of the school is to maintain or improve its 

rating of recognized by increasing the percentage of students passing the test, it is evident 

that there is a need of focus professional development in the areas of discipline and 

relationships to reduce the amount of minor and major discipline referrals, and in the area 
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of instructional strategies so they can have the tools to instruct in the most efficient and 

effective way possible.  Teachers’ decisions about what to teach, and more importantly 

how to teach, are critical to student achievement.  In addition to the curriculum delivery, 

the district is now focusing in the importance of building strong relationships among staff 

and students to in turn improve the school climate.  Once initial professional development 

takes place, teachers need a chance to implement, evaluate, reflect, receive feedback and 

then, return for more training in order to insure its implementation and to sustain its 

effects.  One professional development weakness in the district studied has been that 

educators have followed fads and innovations in education.  Consequently teachers have 

often moved in circles around educational essentials instead of moving toward systematic 

and sustained improvement of fundamental teaching processes, and school climate.   

 The focus of the researcher is to give the results of this study to the different 

stakeholders in a way that it is easily understandable, can be used to make change, and in 

turn, can improve the school.  Although some new teacher training on management 

techniques, curriculum content, and organizational strategies are important, the delivery 

of a lesson is critical to student success.  Even new teachers from university preparation 

programs can struggle in a diverse environment such as the one in the three high schools 

studied.  Professional development and support tends to be departmentalized.  There is 

Professional Learning Community (PLC) time built into the schedule, and some grade 

level content areas have common planning time.  Those two components are important 

for the implementation of effective professional development to occur. Teachers use this 

time to collaboratively plan lessons, share ideas and resources and reflect on what is 
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working and what is not.  New strategies are discussed and plans are formulated, however, 

lesson plans tend to show what students are going to do, not what they are going to learn.   

Discipline issues and student mobility probably impact what goes on in classrooms more 

than anything, and as a result, many teachers resort to giving students “busy work” 

instead of engaging instruction.  However, discipline issues increase when students aren’t 

engaged, and so therefore, there is a vicious cycle of ineffectiveness in classrooms.  By 

getting specialized discipline management training and by applying it consistently among 

the three high schools, the number of major and minor office discipline referrals should 

decrease and in turn the student achievement should increase.   

 In order to maximize instructional effectiveness, professional development in the 

lesson cycle components is being put into place.  By law all of them receive training in 

PDAS at the district level explaining the system, but that is usually done before the 

school year starts and those teachers have not even stepped foot in their classrooms.  As 

an evaluation system, the training is required, but as a review of the necessary 

components of a lesson cycle, it must be planned for and implemented so PDAS can be 

also an effective instructional tool.  Offering training to the teachers during the summer 

and then, in follow up sessions throughout the year after planning, observation and 

feedback, will help make sure this implementation occurs.  

Objectives 

 In order to make teachers more effective at school, the professional development 

sessions will be organized in modules.  The professional objectives of the sessions are: 

1. The definitions of school climate and different ways to measure the school 

climate. 
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2. A detailed explanation of the Classroom and School Climate Survey for 

Secondary School Teachers , which measures the teachers’ perceptions of the 

school climate.   

3.  A presentation of the results of the climate survey for their respective school. 

4. A presentation of the TAKS analysis data of the school. 

5. A presentation of the discipline analysis data of the school. 

6. A review of Bloom’s Taxonomy for higher-level thinking and inquiry skills.  This 

will include a focus on moving teachers past lower level questioning strategies, 

and getting students to think beyond recall is critical to learning occurring.  It will 

also include ways to increase rigor in all classes to improve student achievement. 

7. Conduct advance work for classrooms to help organize time management and 

materials. Teachers can use the lesson cycle more effectively and have more time 

on task, if they spend time before they actually teach on management and 

classroom organizational skills.  

8. Understand how to use team meetings and PLC time as a way to save time by 

sharing responsibilities.  By working collegially with other teachers, time is saved 

by sharing strategies and resources about what works and what doesn’t.  Often 

activities are put in place that in isolation are great, but the objective could be 

accomplished much faster.  Without transition in those activities, there is no 

purpose.  Discerning what is important and what is relevant is key to success.  

9. How to set goals for themselves and their students.  Both teachers and students 

need to understand what their goals for learning are and how to get there.  
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 Action Plan and Timeline 

 Table 25 presents the action plan and the timeline proposed to disseminate this 

information to teachers and administrators working in the there high schools studied. 

Table 25 

Action Plan and Timeline 

Activity Timeframe 

 

Analysis of school data and instructional needs to see if there are 

any general areas of weakness that are consistent with the results 

of this study. 

 

2
nd

 Week of July, 2012 

 

Initial overview training for teachers and administrators 

Module 1:  Definitions of school climate and different ways to 

measure school climate. 

Module 2: Detailed explanation of the Classroom and School 

Climate Survey for Secondary School Teachers  

 

1
st
 week of August, 2012 

(1 day) 

Module 3:  Presentation of the results obtained using the climate     

survey for their respective school 

Module 4: Presentation of the schools’ TAKS data analysis 

Module 5: Presentation of the schools’ discipline data analysis 

2
nd

 week of August, 2012 

(1 day) 

 

Team meetings begin for planning purposes 

Teachers set instructional goals 

Administrators set school climate goals based on the areas of 

struggle  

 

 

3
rd

 week of August, 2012 

Observations and walkthroughs of teachers begins (Focus Walks)   2
nd

 Week of September, 

2012 

 

Appraisers meet with teachers to provide specific instructional 

feedback after initial walkthroughs  

 

 

3
rd

 Week of September, 

2012 
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Lesson Cycle training begins (2 days) 

Day 1:  Bloom’s Taxonomy/Monitor and Adjust/Feedback and 

questions.  How to improve rigor in all classes. 

Day 2:  Modeling/Guided Practice/closure and what comes next 

beyond the classroom walls. 

 

4
th

 Week of September, 

2012 

(2 Days) 

 

Observations and walkthroughs of teachers Round 2 (Focus 

Walks).  Feedback meetings with teachers follow.  

 

 

2
nd

 Week of October, 

2012 

 

Team meetings and PLC meetings continue  

 

 

Weekly 

 

Observations and walkthroughs of teachers Round 3 (Focus 

Walks).  Feedback meetings with teachers follow 

 

 

2
nd

 Week of November, 

2012 

 

Survey teachers using the Classroom and School Climate Survey 

for Secondary School Teachers  

 

 

3
rd

 Week of November, 

2012 

 

Analysis of data obtained from the Classroom and School 

Climate Survey for Secondary School Teachers  

Researcher will conduct interviews and face to face meeting with 

teachers to get a better idea of the teachers’ perception of the 

school climate 

 

 

4
th

 Week of November, 

2012 

 

Survey students using the School and Classroom Climate Survey 

for Students  

 

 

1
st
 Week of December, 

2012 

 

Analysis of data obtained from the School and Classroom 

Climate Survey for Students  

Researcher will conduct interviews and face to face meeting with 

students to get a better idea of the students’ perception of the 

school climate 

 

 

2
nd

 Week of December, 

2012 

 

Survey administrators using the School and Classroom Climate 

Survey for Leadership Team Members developed by CMCD 

(Consistency Management & Cooperative Discipline)  

 

 

1
st
 Week of January, 

2013 
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Analysis of data obtained from the School and Classroom 

Climate Survey for Leadership Team  

Researcher will conduct interviews and face to face meeting with 

administrators to get a better idea of their perception of the school 

climate 

 

2
nd

 Week of January, 

2013 

 

Analysis of areas of improvement using the three school climate 

surveys.  Continuous improvement.   

 

 

3
rd

 and 4
th

 Week of 

January, 2013 

          
 

Conclusion 

 Many schools in Texas are failing to meet the mandates of the state and federal 

accountability systems.  The data is alarming and call for investigation to determine what 

can be done to improve the student achievement and their behavior with the resources the 

schools have right now.  Schools are being accountable for the student achievement as 

mandated by NCLB, and it is widely accepted that the school climate has a direct effect 

on student achievement.  Although previous research studies have found significant 

relationships between school climate and student achievement, and between school 

climate and discipline behaviors, this study found no significant relationships between the 

teachers’ perceptions of the school climate as measured by the Classroom and School 

Climate Survey for Secondary School Teachers and the student achievement as measured 

by the mathematics and English TAKS test for 10
th

 and 11
th

 graders.  It also found no 

significant relationships between the teachers’ perceptions of the school climate as 

measured by the Classroom and School Climate Survey for Secondary School Teachers 

and the number and type of office discipline referrals for 10
th

 and 11
th

 graders.  

 The school climate effects must be studied to determine the area that affects the 

most the student achievement and the students’ discipline.  Ongoing evaluation of the 
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school climate is needed to define a healthy climate that meets the needs of all the 

students and all the teachers.  While many definitions of school climate exist, most 

researchers have found that school climate affects schools in various ways.  On the basis 

of previous studies, this researcher concludes that variables such as teacher morale, 

school climate, have an important effect on students’ achievement and discipline.  Hence, 

it is suggested that including the students’ perceptions, and the administration team’s 

perceptions of school climate a holistic indicator of the real school climate can be 

analyzed and improved every year.  
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APPENDIX C: COVER LETTER 

Dear Educator, 

 

 You are being invited to participate in a research project conducted by Mr. Diego 

Linares from the Executive Doctoral program in Professional Leadership at the 

University of Houston, titled “Effects of School Climate on Student Achievement and 

Discipline Behaviors in Three Urban High Schools”.  This research project is part of the 

Doctoral Thesis required for graduation conducted under the supervision of Dr. H. 

Jerome Freiberg.   

 For your convenience, we have designed a survey that can be directly submitted 

through the Internet.  The survey contains statements about school climate, such as “The 

students think that learning is important at this school” or “Teachers in this school like 

their students”.  You will rate those statements using a scale that ranges from strongly 

disagree to strongly agree.  It also has statements that use a scale that goes from “not a 

problem” to “a serious problem”, of how much of a problem you think the statement is 

for your school, for example, “Students cutting classes”.  To participate you must be 

classified as a teacher or a content specialist on your campus, and you have had to be part 

of the staff for the 2010-2011 school year.  The responses will be based on your school’s 

climate for the 2010-2011 school year, as that is our selected year for the study. 

 

 Please take a few moments to fill out the questionnaire by clicking on the 

following link: 

 

https://cmcdclimate.allegiancetech.com/cgi-bin/qwecorporate.dll?B4JR2H 

 

 If you are unable to access the survey by clicking on the previous link, you may 

cut and paste the link into your web browser.  The survey takes approximately 15-20 

minutes to complete.  Please note that your responses will be completely anonymous.  

 The purpose of this study is to investigate whether or not there is a direct or 

indirect relation between a positive or negative school climate and students’ academic 

achievement as measured by the English and mathematics 10
th

 and 11
th

 grade TAKS test 

in three different urban high schools.  The relation between school climate and number 

and type of discipline referrals (minor to severe), will also be analyzed in those high 

schools.   

 Approximately 400 educators from three high schools will be invited to 

participate in this project.  You will be one of approximately 135 educators asked to 

participate at this location.  Your participation is voluntary and completely anonymous.  I 

will be looking at the general consensus of what the school climate looks like and 

particular teacher names or identifiers are not needed for the study.  No one in your 

https://cmcdclimate.allegiancetech.com/cgi-bin/qwecorporate.dll?B4JR2H


 

 

 

school will know your particular answers since a total tally of the answers will be shared 

with the school.  You may refuse to participate or withdraw at any time without penalty 

or loss of benefits to which you are otherwise entitled. You may also refuse to answer 

any question. 

 This study will not generate any foreseeable risks or inconveniences other than 

your short time commitment to complete the survey.  The results may be published in 

professional and/or scientific journals.  It may also be used for educational purposes or 

for professional presentations.  However, no individual subjects, or school and district 

names will be identified. 

 

 If you have any questions, you may contact Mr. Diego Linares at 281-217-6096.  

You may also contact Dr. H. Jerome Freiberg, University of Houston faculty sponsor, at 

713-743-4953. 

 

ANY QUESTIONS REGARDING YOUR RIGHTS AS A RESEARCH SUBJECT 

MAY BE ADDRESSED TO THE UNIVERSITY OF HOUSTON COMMITTEE FOR 

THE PROTECTION OF HUMAN SUBJECTS (713-743-9204).  ALL RESEARCH 

PROJECTS THAT ARE CARRIED OUT BY INVESTIGATORS AT THE 

UNIVERSITY OF HOUSTON ARE GOVERNED BY REQUIREMENTS OF THE 

UNIVERSITY AND THE FEDERAL GOVERNMENT. 

 

 Thank you for your time.  I appreciate you being part of this research study.   I 

look forward to hearing from you. 

 

Cordially, 

 

Diego Linares 

Phone: 281-217-6096 

E Mail to:  dslinares@uh.edu 

   

 

 

 

 

 

 



 

 

 

APPENDIX D: DISCIPLINE MANAGEMENT ALTERNATIVES CHART 

 

 



 

 

 

 

 



 

 

 

APPENDIX E: DESIGN AND DATA ANALYSIS 

Design and Data Analysis Summary 

Research Questions Data Source Collection Procedure Data Analysis 

 

1. Is there a 

relationship between 

the teachers’ 

perceptions of the 

school climate as 

measured by the 

CMCD Classroom 

and School Climate 

Survey for 

Secondary School 

Teachers, and 10
th

 

and 11
th

 grade 

students’ 

mathematics 

achievement scores 

of the previous year 

on the TAKS test? 

 

 

Three different high 

schools will be 

analyzed.  All the 

professional staff 

classified as teachers 

of the three schools 

will be invited to 

complete the CMCD 

Classroom and 

School Climate 

Survey for 

Secondary School 

Teachers (Freiberg 

and Stein, 2003). 

 

Anonymous 

collection of school 

climate teacher 

survey data will be 

conducted online.  

 

Descriptive Statistics 

 

2. Is there a 

relationship between 

the teachers’ 

perceptions of the 

school climate as 

measured by the 

CMCD Classroom 

and School Climate 

Survey for 

Secondary School 

Teachers, and 10
th

 

and 11
th

 grade 

students’ English 

achievement scores 

of the previous year 

 

Testing archival data 

will be collected 

from the AEIS report 

and from the school 

district raw data for 

the students who 

took the TAKS test 

the 2010-2011 

school year. 

 

Data has been 

collected by the 

Texas Education 

Agency.  Permission 

to use will be 

granted upon school 

district approval. 

 

Descriptive Statistics 



 

 

 

on the TAKS test? 

 

3. Is there a 

relationship between 

the teachers’ 

perceptions of the 

school climate as 

measured by the 

CMCD Classroom 

and School Climate 

Survey for 

Secondary School 

Teachers, and the 

previous year’s 

students’ number 

and type (minor to 

severe) of office 

discipline referrals? 

Discipline archival 

data will be collected 

from the e-School 

Plus report and from 

the school district 

raw data for the 

students who were 

enrolled the 2010-

2011 school year. 

Data has been 

collected by the 

school district.  

Permission to use 

will be granted upon 

school district 

approval. 

Descriptive Statistics 

 

 

 

 

 

 


