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Abstract

In Israel, efforts to narrow the cognitive and social gap between

pupils have been directed towards integration through structural changes

in the educational system, along with expected &hanges in the educational

process. Since school climate is one indicator of the educational process,

it is particularly important in the context of the integrated school.

Hence, the main purpose of this study is to analyze the relationships

between the "school climate" and the different educatinnal outcomes for

students in various class compositions, i.e., various integrational

situations.

The findings reported are based on E secondary analysis of data from

the Junior High School Study, which was aimed at evaluating the reform in

the Israeli educational system (Chen, Lewy and Adler, 1978). It also

draws on the conclusions of a case study of five integrated junior high

schools (Resh, Adler and Inbar, 1980).

Although the analysis was initially carried out on the individual

level, this analysis takes schools and classes as a unit of anElysis.

The ethnic composition of the classes themselves varies, due both to the

specific demographic situation in each area, location, and to individual

school .policy. Our main hypothesis was that school climate may have a

differential effect for different types of classes according to their

c.omposition and grade.

On the school level analysis an 5SA based on teachers' variables

re,.ealed the development of two distinctive climates: an achievement-
-

conservative one and an integrative-open one. The type of climate was

related to various students' variables, such as achievement, locus of

::.ontrol, aspirations and anxiety. Similarly, results can be observed on

class level SSA.

Analysis of variance reveals a differential association between

students' variables, class composition and class grade. Regression

snalses were carried out on classes' attitudinal variables: aspira-

tions, 0.a:is for high school, locus of control, self-image and anxiety.



here findings suggest that classes are differently sensitive to the

effects of school climate, according to their ethnic composition.

F.Jrthermcre, in analyzing "extreme school climate situations" the

potential impact of school climate was found to be quite consistent.

The study reveals enough evidence to show the importance of

c!-.00l climate for educational outcomes of students. But the important

point is that the school climate has a different effect according to

the different situations as elaborated in the study. This might

explain the general, vague outcomes of climate effects when dealt with

iiithout such differentiation. Hence, research on school climate must

be based on the assumption that climate is a dynamic phenomenon, chang-

ing through an interactive process, has different effects on different

classes and has different effects in different situations.

9
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Introduction

Although learning is a function of individual effort in the school

system, it cannot be treated as a separate phenomenon detached from the

at,Gusphere of the whole school. This holds particularly true for the

disadvantaged. Here, the teacher's attitude, peer group behavic _And

school policy in general may turn out to be vitally important com orients

in the lnarning process. Although school climate is fundamental T.:.)

educational research, it is highly perplexing. A survey of the liter-

ature clearly reveals that no common conceptual framework or classifi-

catinn of school climate has yet emerged. Each researcher has developed

his own concept and definition of the phenomenon. Yet essentially, they

refer to the same thing: the interrelationships between the individual

and the sets of attributes of the environmental L in which he 'unc-

tions.

In Israel, efforts towards narrowing the cognitive and social gap

between pupils have been directed towards integration through structurai

changes in the educational system, as well as through changes in the

educational process. School climate, as an indicator in the educational

process, is particularly important in the context of the integrated

school.. Hence, the main purpose of this study is to analyze the rela-

tionships between the "school climate" and the different educational

outcomes for students in uarious class compositions, i.e. various

integrational situations.

In doing so, we may also enrich our understanding of the complex

phenomenon of social climate and its possible differential influence um

educational outcomes in various class contexts. Even though the stud,,

is based on data from the Israeli educational system, the findings may

have more general implications.

The findings reported are based on a secondary analysis of data

from the Junior High School Study, which was aimed at evaluating the

reform in the Israeli educational system (I.hen, Lew, and Adler, 1978).
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It also draws on the conclusions of a case study of five integrated

j jor 1--j_gh schools (Resh, Adler and Inbar, 1980). Originally, it

was planned to also reanalyze another data base of a study in the

Israeli elementary school (Minkovitz, Davis and Bashi, 1977). Com-

piux technical problems with the data undermined this intention and

ue reanalyzed only the reform study data.

Secondary analyses typically involve "the reanalysis of data

for the purpose of answering the original research questions with

better statistical techniques, or answering new questions with old

d-t " (Glass, 1976, p.3). The analysis summarized below refers

to the second part of Glass' definition. Hence, this study is

r,ot a reanalysis of the major questions of the first study, or a re-

examination of a previously arrived at conclusion. Rather, this study

can be seen as the inductive process which evolved new hypotheses

for future studies.

As a secondary analysis, the study is limited by the boundaries

of the existing data and their accessibility. It turns out that re-

analysis of a composite and complicated concept such as school cli-

mate creates severe problems when the whole study design and its

variables were not built in the first phase for this purpose.

Although we had a large number of students and teachers in the

original sample, the number of schools was small (N=19), which was a

major limitation. The statistical base for the analysis was much

improved when based on classes (N.105).

The findings in this study suggest new possible avenues of inves-

tigation and hypotheses which seem worthwhile following about the

relatiorships between school climate and educational outcomes for

classes.

0:-.e could not expect to find strong and unequivocal effects of

imate on any educational outcome: the decisive impact of personal

re= 4rnes relative to school resources on students' outcomes and the

comptexitv of school climate indices make this unachievable. Yet, the

11



- 3 -

emerge.-,pe of consisteiit watter.is of interrelationships might shed

light the learning process, on the one hand, and encourage

further studies in this direction, on the other.

The main purpose of the study was to analyze patterns of relation-

ships between school climate, as defined by school policy and teachers'

attributes and attitudes, and educational outcomes for classes. Guided

by the notion that these interrelationships may be differential for

various types of classes, we ran the analyses separately for the three

grade levels (7th, 8th and 9th) and in three types of class composi-

tions.

The report may seem at times to be quite technical and detailed,

ever redundant. however, since we are suggesting new ways of concep-

tualization and analysis, we preferred not to limit ourselves just to

the bottom lines, but rather to present all the stages of our deliber-

ations.

The report is based on several stages. First is an analysis of

the climate concept and a theoretical discussion of several newly

suggested climate characteristics w'hich should be considered in future

studies. In the second stage, analysis on the school level reveals

the creation of two distinctive climates in the j'onior high schools.

The third stage includes a whole series of analyses on the class level

investigating the associations between school climate variables and

classes' achievement and motivational variables. As mentioned above,

this was done separately on three class levels and three types of class

composition. In the fourth stage we developed a new avenue of analysis.

Here, the associations between climate and students' variables were

analyzed in four categories of extreme school climates. In the fifth

stage the analysis concentrated on the possible impact of the relative

cioss position in the school on students' attitudes.

In conclusion, a summary of the major ouccomes and a discussion

of their main implications is presented.
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Part I

Theoretical Discussion: Review, Analysis
and Development of New Perspectives

Ch6bter 1: Overview and Anal sis*

1) Ccrcept of ScholV Climate

An analysis of school climate is an attempt to configurate variables

rntc tangible concept. The importance of analyzing the climate phenom-

is widely recognised (Boocock 1966, Shaycroft 1967, Dyer 1968,

McDill, Rigsby and Meyers 1969, Johnson 1970, Walberg 1966).

Although climate is a fundamental concept of social science, it

is a highly perplexing one, and a survey of the literature clearly

reveals that no common conceptual framework has yet emerged. Each

researcher has developed his own definition and variables' specification,

although the underlying conceptual framework referred to is the same:

the relationships between the individual and the sets of attributes of

the er:vironmental unit in which he functions.

2; Defin-itions

An overview of the literature clearly reveals the ambiguous defini-

ti.o7, of the climate phenomena,

Brookover (1978, p.302): "The school social climate encompasses

d composite of variables as defined and perceived by the members of this

group These factors may be broadly conceived as the norms of the social

system ad xpectatiuns held for various members as perceived by the mem-

We are grateful to Mrs. Hana Dvir for her help in completing this

chapter.

1 3
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bers of the group and communicated to members of the group."

Johnson (1970, p.231): "Each school has its own climate, which in

turn is made up of a whole spectrum of more or less recognizable sub-

cultures affecting student behavior and performance. The climate of

ar organization is a combination of all the organizational factors and

of all the personality characteristics of the members of the organi-

zation."

Boyle (1965, p.232) conceptualized climates as "consisting of

both structural characteristics of the school and the characteristics

of tHe students."

dackman (1968, p.232): "... three factors define the climate:

a) The personality characteristics, abilities, motives, values,

career and educational plans and past experiences of the entering

studefAs.

b) The norms, values, role requirements and other characteristics

of the school itself.

c) The values and norms of the informal organization withi., lho

school, that is the traditions and collective feelings passed from one

generation of students to another."

Walberb (1966, p.240) conceptualized classroom climate as con-

sisting of both structural and affective dimensions. The structural

dimension refers to the role expectations for the student of the

teachers and other school personnel. The affective dimension pertains

torthe idiosyncratic personal dispositio:s of the students to act in

given ways to satisfy their individual personality needs...".

The common denominator of the various definitions is the percep-

tion of climate as a cluster of variables, without determining exactly

whicn variables, or what interrelationships are among them. This weak-

ness implies that almost any variable related to school may pertain

till climate.
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Overview

Studies of organizational climates can be found as far back as

tFe 1940s, although most of them treated the idea indirectly. The

'e research on school climate which emerged since the early 60s

fairiched significantly the knowledge and understanding of school

climate. Still, it seems as though we have reached a point where a

breakthrough, conceptual as well as empirical, is greatly needed.

The following (Table 1) is an attempt to summarize most of the

--hcol climate studies. This classification is based on an input

oriettion, in which the studies are classified according to the three

main group,s of input variables: student characteristics, school-staff

characteristics, and the school milieu. Essentially it is a chronolo-

gical list, but studies are grouped together when they use similar

variables and the main emphasis of the climate variables is described.

The table clearly reveals the wide-spread use of different variables

a-d concepts, and the continuous effort to ide:Aify climate character-

istics.

Table 1: Classification of School Climate Studies*

timphasis

Students' characteristics

Researcher Year

Scholastic orientation or
scholastic ability

Soleman
Boyle

1 961

1 965

majority influence, norms Astin and Holland 1961

a7:d values Coleman 1965

eer groups and normative
groups McDill

(socio-economic status) McDill
St. :John

Alexander-

After cumpleting this table, a similar analysis was published
iEln.derson 1982).

15

1973

1968
19?'")

19"i9
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Emphasis Researcher Year

Tradition and collective feelings Secord 1964

Degree of group cohesiveness Schmuck 1966

Individual emotional factors Johnson 1970

Incidual choice Heist 1 961

Feoling of helplessness, and Battle 1963

fate control

Racial composition Brookover 1978

Behavioral categories like: friction,
df.fflculty, satisfaction, cohesiveness,
comolince, attention, volunteering,
play, aiid non-attendance

FEctors based on attitudes towards
other peer groups, toward teachers,
school; relation to friends, to
educational aims; anxiety, aspiration,
and self-image.

Chen, Lewy and Adler 1978

Sheehan 1978

Hoge 1979

Chen, Lewy and Adler 1978

Staff characteristics

Professional background, teachers' Waller 1932

motivation and performance

Teachers/parents relationships: Sharp and Green 1975

interrelationships of the staff and
the teachers' point of view and atti-
tude toward children, teachers'
psycho-physic environment

Teachers' conformity as a reward Weiyne 1957

sstem

-i"eachers attitudes toward work Halpin 1963

a;ld image of principal's behavior

Estimation of teachers' ability and Coleman 1966

professional background

Teachers' personal characteristics Carson 1978

Teachers' rules toward children's Walberg and Anderson 1968

c.ond,uct

'hers' organizational task
defned by authoritative and
democritic behavior

Bossert 1977



Em;3:-.asis Researcher

:aers' and principals'
-Ler-.!epon of needs

based on the relation
een students' and teachers'
aotions

relationships, role image,
,,ers' satisfaction, optimism,

:ar,:eption of educational approaches

Rel;=ting structural model of school
variables to student learn-

ing ciutcomes

Minkovitz et al.

Sheehan 1978

Chen, Lewy and Adler 1978

Year

1977

Centran and Potter 1980

Educational Milieu

Ecological and psychological environment

5ize cf school, city, metropolitan
district, big or small communities.
5c".00l location.

7=-,e public image of the school

Relaton between school size and
ferent kinds of leadership and

extra-curricular activities

eyel of equipment and sources,
.e..rning facilities and equipment,

nancial dependence

-1:ultura1 Hero"

Dcl intellectual crjterion

pressure for learning and

tf.tutional compliance system

5%col spirit

degree of selectivity,
Tethods of learning

structure and class

Saga

Street
Boyle
Miles
Swan
Chen, Lewy and Adler

Astin
Webster et al.

Barker

Minkovitz et al.
Coleman

Knapp

Davis

Thistlethwaite

Boyle

Mitchel

Chen, Lewy and Adler

Chen, Lewy and Adler
Weinstein

1 962

1965
1970
1 974

1978

1 961

19E2

1964

1977
19E5

1953

19E3

19E6

1965

1968

1978

1978
1 979

Boldridge 1975

17



4.) Approaches

Structure and phenomenology are two basic, distinct research j

approaches when studying human behavior. The first relates to the ob-

jE ,..ve aspects of the phenomena of behavior; the latter to its sub-

je7tive meanings. Relating these approaches to the study of school

climate, the structural approach tries to identify and analyze school

variables as objective entities. In that case, structural variables

5...:Ck as school size, class size, school/class composition, teachers'

education or years of experience will be independent variables whose

relationshics with, or effects on any educational outcomes will be

alyzed. Undoubtedly, many of the structural, so-called objective

variables are, indeed, functions of school policy, which in turn

represent principal or staff values, attitudes, and approaches.

In the phenomenological approach, variables are not viewed as

objective entities, but rather as subjective ones. The theoretical

basis for such an approach is derived from the assumption that peoples'

behavior is more a function of their perception about reality than

of the objective situation itself. Obviously, in this case, there

is no way, even theoretically, to develop a causal relationship

between independent and dependent variables. The relationship between

them is interactive.

The importance of the distinction between the two approaches is

two-fold: theoretical and empirical. Theoretically, each of the

:ipproaches assumes, a priori, different relationships between the in-

dependent and the dependent variables. If, in the former approach, a

ur:i-directional relation is assumed, in the latter the very distinc-

tion between dependent and independent variables is essentially arbi-

trary, Empirically, in the objective approach, an attempt will be

rn-,rie to gather objective data, and when that is difficult or impos-

sbie, data will be based on professional assessmEnts. In the sub-

jective approach, the subjective perception will be the essential data.

18
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To give a small example: when the first approach is used the number of

,AGcou-ted co;-..flicts will be the indicator for staff-tension, while in

tre second approach, teachers' perception of staff relationships will

be te indicator. There is nothing "right" or "wrong" at.out these two

,proaches. Both could and should be L!sed,and in a simultaneous in-

ftIrmaticr, gathering the objective one may enlighten the inner validity

of the subjective. Indeed, both approaches were used, although, often

- mixed manner, or even with combined indices, without enough at-

te- tion being paid to their different implications. Table 2 summarizes

climate studies according to the two approaches and within

categories which were found to be the most common in the various

.-tudies: the physical-structural category; the category dealing with

tre realm of value systems and boal-orientation; the category dealing

with role behavior; and the category referring to the state of feel-

1-ge, the affective category. Obviously, these categories are not

mtL..ally exclusive, and their distinction is more for practical pur-

poses than of theoretical importance. However, the combined c1asifi-

atio..7 of approaches and categories elucidates the different orienta-

tio:s revealed in climate studies and may help in developing the

sc-ool climate concept.

19



Tohle 2: school Climate Research Variables According to Approach and

(Thtegories. (Numbers indicate references in the bibliography

lists.)

Approd '!-es Structural-objective Phenomenological-subjective

categories variables variables

physical

Student: S.E.S. (1, 41, 53,

76, 130, 178)

Class or school composition
(40, 54, 73, 128)

Ability (40, 60, 130, 145)

Manpowez: Professional back-
ground (46, 48, 53, 57, 64,
134, 192, 200)

Education experience (53)

Milieu: Ecological environment
(133, 204)

Structural dependency (34)

Student classification and
selection (28, 53, 128)

Class structure and design

(28, 53, 69, 102, 123,
128, 193, 204)

alienation environment (109)

loneliness and cro:Ildednes
aspects of environment (204)

School size (26, 40, 102. 180) perceived school buildig
adjustment (134)

Religiousness (53)

City and-community size
(40, 180)

School district organiza-
tion (34, 134)

School location (53, 170)

Equipment and facilities perceived sufficient

(64, 134) equipment (134)
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Student: personal ecological
environment (133)

Classroom behavior (56,
148, 177)

Manpower: teaching style (37)

Teachers' role structure
(37, 194, 202)

Work habits (148)

Teaching methods (53)

Level of problems (53)

Role climate (53)

Milieu: cultural learning
structure (180)

Formal order (162)

Structure and hierarchy
(129)

Organizational structure
(145, 150, 183)

normative group (133)

peer group (40, 144, 162)

reference group (60, 129)

role image (39, 53)

perceived teaching approaches
(53, 69, 70, 184)

perceived management style
(95, 134)

perceived problems (53)

manifest function (40)

perceived organizational
structure (53)

o-"9ctive Student: aggression and
conflict with school
(60, 132, 134, 178)

Personal characteristics
and affective structure
(101, 108, 172)

attitudes toward teachers
(53)

attitudes toward school
(19, 53, 60)

attitude toward friends (53)
anxiety (53)
aspiration (53, 108, 207)
conformism (142, 145, 191)
cultural hero (115)

cumulative experience (40)
expectations, group

pressure (108)

group cohesiveness (144, 162)

locus of control (30, 53, 64)
school as social object (191)
self-image (53)
social identities (19, 53,

79)
student choice (98)
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Manpower: staff relation-
ships (167, 169)

Milieu: subculture
(190, 193)

alienation (30, 95, 117)

optimism/pessimism (53)

motivation (93, 95)

perceived relationships (53)

satisfaction (41, 46, 53,
90, 144, 167, 212)

self determination (40)

psychological environ-
ment (173, 193)

school spirit (132)

Student:
ac:ademic values (41, 60, 63)

evaluation of other
groups (69)

subculture (59)

Manpower:

Milieu: intellectual scale
(74)

School selective policy
(53)

attitudes toward ed-r.-a-
tional goals (53)

goal preference and
perceived school goals
(53)

!.nformal val,.:es (121)

the image of school
(20, 203)

school intellectualism
(19, 20, 41, 59, 60)

saga (35)

integration as school
value (112)

22
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l.l..ater 2: New Perspectives

1, Conceptual Framework

To organize all the differw;t categories into one frame of refer-

s: co ;_7J:-.d to move one step further in developing a conceptual framework

tu tne study of school climate we suggest the use of an elaborated input-

process-output model, with multiple inputs and outputs and feedback

C:vC105 (rig. 1) when, for the purpose of this study, achievement and inte-

gratlm. are considered as the main outputs.

's nerceptions of Climate

Four main climate perceptions are suggested by many climate studies,

In a way, these are also derived from Table 1 and Table 2. They may be

referred to as: control variable, input, process, and ima e. As a

second step we will suggest a fifth perception, the interactive one.

a. Control Variable

The first perception argues that climate refers esser.tia.1.L Lu all

statistically yet unexplained variation in educational outcomes. Hence,

If Erie could control and measure every relevant variable, unexplained

variation would be minimized, and climate as an observable and changing

phenomena would diminish.

b. Input

In the second perspective input variables are perceived as the

school climate. Hence, variations in school inputs will be studied to

eigolakl, predict or control desired outputs. School size is a common

example. This perception will generally tend to minimize the input

variables in order to simplify the core element of climate.

However, a more elaborated variation is the input-cluster. Here,

1-;puts are considered as clusters rather than discrete vailables. In

oven more complicated elaboration, inputs are considered a dynamic

cl'fration where variables interact with each other. Hence, similar

1-p L ',ariables may have different impacts depending on the whole input
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Input variables

Student

S.E.S.
origin
achievements
attitudes
motivation

Manpower

age, sex,
education
attitudes,
motivation,
relationships

School

Size, type,
structure,
location,
goals, level,
community

Process variables

Class composition

Instruction
approaches

Selection
methods

Management
methods

Group norms,

Group pressures,

Peer group
relations

School

Climate

Output variables

Achievements

Level of
achievements

Level of
aspirations

Gap decreasing

Feedback loop

Social Integration

Attitude change

Social leadership

Social crystal-
lization

Class cohesiveness

Figure 1: Conceptual Frame: School Variables Achievement and Integration



configuration. Practically, it means that input-variables should be

ueighed differently in different input configurations. However, the

common denominator of this orientation is that input variables are

"responsible" for the climate phenomena.

c. Process

The third perception assumes that the most important variables of

climate are not the inputs themselves, but rather the way they are

manipulated and approached. Climate is, consequently, a function of

the process. Again, there are several levels of analysis, from that

which tries to identify one or a few dardnating process variables,

such as authority, or consideration style, to an attempt to determine

a cluster of process variables, and, in the more elaborated perception,

to analyze and categorize a process configuration.

d. Image

This perspective is based solely on the subjective approach.

'Fiere, climate is a function of peoples' perception of the situation

']loviously, this might be influenced by input as well as process

variables, bt,t what really matters is what people perceive, think and

feel. Halpin's and Croft's OCE4 (1963) is an enlightening example.

e. The System Loop: Interactive Perception

The point of departure of this perception is that in the long

ru: input, process and output variables are interacting and affect

BE,t;'n other. Thus, input variables may be conceived as dependent rather

than indepei;dent variables. A good example is the student body compo-

sition (an input variable) which may be affected by school policy re-

garding the selection process. Furthermore, and maybe more interesting,

outputs which ars considered as dependent variables may affect the

school input variables. School success or failure, school image will

influence the input flow on the one hand, and the educational process,

and students and personnel feelings on the other. This is a most

complicated perception and no doubt creates enormous research problems.
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It suggests a dynamic concept of climate, which in itself is part of

the system loop. This necessitates the following theoretical construc-

tions.

3) Time .and Stability: "Stability Coefficient"?

One of the main questions in this perception will be: what is the

climate stability coefficient? If it is, indeed, a constantly changing

phenomena, time becomes a significant climate variable. In an inter-

active phenomena such as this, to develop generalizations applicable

to concrete school problems is not an easy matter. Even if climate is

based only on few relevant variables, a large number of interactive

etfects can be considered. This means, practically, that an experiment

with a great number of dimensions is needed to develop any generalize-

tioi:s of this situation. Still, climate might change in time, which

brings us to Cronbach's (1975) conclusions about interactive studies:

"Our troubles do not arise because human events are in principle un-

lawful; man and his creations are part of the nature world. The trouble

is, as I see it, that we cannot store up generalizatiors and constructs

for ultimate assembly into a network.... If the effect of a treatment

changes over a few decades, that inconsistency is an effect.... Such

interactions frustrate any would-be theorist who mixes data from

several decades indiscriminately into the phenomenal picture he tries

to explain." (p. 123)

Our questions about stability coefFicient become crucial, since

under such assumptions it turns out that the best that can be hoped for

is to picture a contemporary climate phenomenon -- not prediction and

control, but merely a temporary understanding.

If this is so, then beyond the theoretical importance in consider-

ing the practical implications, the situation seems very dim. Roughly,

the climate research findings took the form of "this is type A climate"

or more precisely, "the probability of this cluster of variables to

create type A climate is p," and in more advanced studies findings took



the -13tion of "the probability of this cluster of variables, as con-

sidered type A climate to effect type 13 outcomes are p" Hence, if one

ras a set of preferred outcomes (value premises), one obtains a linking

chYel between the "ought" and the "is". One has a clue of the "how"

But if the findings represent only a temporary "is", as suggested above,

the "now" diminishes as a constant variable.

4) "Life Cycle"?

Focusing again on the main theoretical as well as practical prob-

lem.i, an attempt should be made to describe, analyze and understand the

sLuuted -..oncept of stability coefficient. Under what conditions is

climate relatively stable? If it is not stable, does it have any chang-

ing rule? Can we delineate climates' "life cycles"? Does such a "life

cycle" take a linear, wavey or circular form? And, if we return to the

1:.put-output model, does the climate-effect coefficient change, and, if

so, in what direction? Does the coefficient develop a cumulative effect?

On the assumption that it does, is it mainly an accumulation in Lime?

Or, does the effect diminish in time, on the assumption that people get

used to the climate? Some of these questions will be touched on in

the empirical findings; however they should always be borne in mind when

ccmsidering any climate's empirical evidence. In other words, as long

as stability coefficients are not developed, empirical findings about

climate should be regarded very cautiously.

5) Methodological Remarks

In continuing this line, a word of warning is necessary about pos-

sible methodological pitfalls. Most climate studies are based on ag-

gregative measures. Astin and Holland (1961) clearly state that since

the major portion of environmental forces is transmitted through people,

the dominant feature of an environment is dependent upon the typical

-nracteristics of its members; thus if enough individual characteris-

tics were statistically controlled, any environmental effect would

..,ltimte1y disappear. Boocock (1966), in response, argues that the
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aggregation of individual characteristics produce an average which will

effect that is really on the group level. Tannenbaum and Back-

man conclude that aggregative data may provide a more stable and ac-

cur=ite estimate of true structural effects than data at the individual

le,e1 (1964, p.592), and McDill, Meyer and Rigsby state that the ag-

reive properties of the schools, such as medians and percentages

r,ter the: LAividual responses, produce more reliable measures because

I'd jam repanse and perspective distortion are reduced (1967, p.185).

L,E) ::ure, any aggregative measurement of climate should be dealt with

great care in order to minimize the problem of spurious climate

er' ).ts,

There is, as Tannenbaum and Backman put it, some conceptual hazi-

esa. about variables which are, somehow, characterizations of both the

orThnization and the individual (1964). The transformation of general-

iLations on the individual level to generalizations on the group level,

ba;ed on the aggregate measurement, is conditio.::cd by the assomption

that the additional operation cprrefpoads_to_nme

fhL,s, the concept of climate, when based on an aggregate measure,

.,hould have meaning at the group level beyond that of the i7dividLal,

7'hL!,, measure no longer refers to any characteristic of the individual

but to a characteristic of the group.

E)
Suggestions for a New Look at School ClirilLt(l_Lizes

ror an enlightening example, we will summarize this part of the

theoretical analysis by a classificatio:. of school climate. The sug-

gested climate profiles should be considered only as possible and

speculative profiles, calling for more comprehensive research in this

direction. These suggested climates are derived from five case

it,Jdies which followed the Israeli Educational Reform research (Reeh,

Adlery Inbar 1980). Although this classification is mainly theoretical,

o,-Y.,ed on insight, analysis of the various climate studies and the main

,tional approaches, it is possible to say that the empirical case
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t.oles suggested enough clues to justify their presentation and to

e:.coLrage research in this direction. However, they are presented

more as "ideal types" than as an empirical result. The case studies

*'.ee examples are based on are a follow-up of the comprehensive study

nt t-..e Israeli Educational Reform which had two basic goals: encour-

ag.:A social integration and improving students' scholastic achievements*

Lewy and Adler, 1978). Hence, climates are analyzed with ref-

ere:.Le to the basic dilemma of emphasizing integration or achievement.

a. "Calmative"

",:almative" climate is characterized by the continuous effort to

red.:ce tension and to increase satisfaction. This can be seen through

.0-.e principal's method of easing staff relationships, as well as

teachers orientation toward the children.

Practically, it means reductions of interpersonal conflicts, en-

so raging friendship, and .sonsidering satisfactial with work and school

as first priority. Under these conditions social integration will be

encouraged by efforts to increase friendships and good social relation-

sips, even if at the cost of scholastic achievement.

b. "Activist"

The "activist" climate is characterized by encouraging student

activities as an educational-learning experience. From a school man-

agement angle, this means an orientation for contin.Jing group and indi-

cL:al self activity. Such an orientation is, indeed, backed by theory

well as by empirical evidence (Klein and Eshell, 1980). Operatively

tt is produced by a comprehensive structure of activities, social as

ed:Jcational. The assumption here .is that student activity is

a preferred way of learning as well as of developing and improving

-.:q7,51 relationships. Thus cooperative activity is approached not only

!.or a full description of the study see Part II, Chapter 1.



ai ,11 good method for improving learning auhievement but also as a

promising social integration tool. In the same manner, an accent

will be put on teacher activity, each being assigned special roles.

this case having an "activated" school might, at least in the short

tarT, be associated with conflicts.

c. "Achievement"

The "achievement" climate is characterized by emphasis on scholar.

Such a climate is related to a continuous process of evaluation

:7:1d comparison. Hence, such a climate will often be distinguished by

seletivity, streamiag, comprehensive testing and special compensatory

learaing programs, all aimed at improving scholastic achievement.

Teachers, in addition, will be selected mainly on the basis of previous

educational background, i.e., academic education, and then on excellence

of performance,

This emphasis on scholastic achievements, even at the cost of

social integration, is made on the assumption that social integr,ition,

the last analysis, is a function of schoiastic equality, or at

least of a reasonable gap. If.in the short run emphPsis on scholastic

achievement might increase social tension, in the long run it will, it

is hoped, pay off.

Proposed "Stability Coefficients"

At this point in the development of our analysis we should ask how

,Lible a climate is. If we consider scholastic achievement and social

LAegration as dependent variables, it is possible to suggest three

different stability profiles. In order to make the proposed analysis,

we 0rt with a relatively low degree of scholastic achievement and

integration school level. (It would be interesting to find out

different starting points wouid, indeed, affect the profiles.)



a. Calmative-Stability Profile

This climate is assumed to be highly stable, with relatively few

LL,ctuations and low degree of inner variation in time.

degree of
sholastic
ac!-Aeveme:"A

integration

high

low
achievement

- social-

short ) long integration

time

Figure 2: Calmative Profile

7ne assumption here is that a relaxed atmosphere will gradually improve

solastic achievement and social relationships. This will level Jut on

a medium level of achievement. But after a while, getting used to the

atmosphere and having relatively few challenges, may result in a decrease

of achievement level. The same might happen to social relationships.

b. Activist-Stabiiity Profile

Sir.ce this climate emphasizes learning as well as social activity,

t7..e profile will appear wavier.

degree of

achevement
and social
.:Aegration

high

low
achievement

- - social-

short long integratin:.

time

Figure 3: Activist Profile
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profile is based on several assumptions: First, that "Ectivity" is

i:!deed an effective learning method and consequently achievement level

will rise, over a relatively long period of time and with some ups and

d- based on personal frustration. Similarly, if activity might im-

pro.,e social relationships in the short run, it will produce a reactive

effect after a while. In the same manner, emphasie on social activity

migt reinforce social differences Furthermore, and this is an inter-

e..-,t1:.g assumption, if indeed "activity" improves learning, and thus

oastic achievement, it is obvious that different students will im-

orxce differentially. Potentially excellent students will improve

qure, since the better the student the more he will gain from better

learning methods. Hence, there is the possibility that the achievement

gap will increase. From this viewpoint, as long as scholastic achieve-

ment remains the main evaluative mechanism in our achieving society and

school system, and as long as there is a correlation between ethnic

origin and achievement, the "activity" method will have a ceilinij level

developing social relationships. But, from a different viewpoint,

"activity" will improve social relationship, enhance integration, which

L- returi: will improve the learning motivation of the disadvantaged

group, thus improving their scholastic achievement. And since the ad-

v.E.-taged group might approach a ceiling in achievement, the achievement

gap will decrease (Klein and Eshell, 1980).

c. Achievement-Stability Profile

Inasmuch as this climate is defined as pl;tting constant emphasis,

even considerable pressure, on scholastic achievement, we can assume a

raoLd i:;crease in the ac!".ievement level. The question is, of course,

tTo fold: the assumed long range direction and the price.



degree of
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achievement
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short
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Figure 4: Achievement Profile

achievement

- - - social-
long integration

The achievemekt profile will take a double S shape: the learning curve

rises sharply, levels, and decreases, and then levels again on a relatively

high plane. A new S shape begins when new pressures, effort or new

teaching methods have a breakthrough effect. The downward curve is a

general reaction to the familiarization process. Social relationships

are assumed to be negatively related to the pressure for achievement.

An achievement-oriented climate means an evaluative, comparing, com-

peting environment. Hence, it might increase social tension, and take

iIs toll in dec.reasing social relationships among students as well as

among faculty. In the very short period of time, such pressurE, would

probably induce group coalescence. But in the long run, school-status,

achievement, social adjustment and selection would join forces to improve

social relationships again, based on a more homogenized student body.

i-owever, since competition is inherent, social relationships will level.

8) Significant Time

It can immediately be seen that if the above assumptions are

t-:soretically sound, one of the main set of questions will be what are

Oa significant time tables? Furthermore, to what degree do such

duratios of time correlate with educational periods (semesters, elemen-

tary sct.00ling, various high school periods, etc.)? Such synchronize-
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tion can be seen as the significant time. Obviously, differential

significant times will have different educational implications.

9) Research Implications

Following the above analysis, results of school climate studies

mav :i.stD depend on when in the life cycle of school climate the study

took. piece. Consequently, only after accumulative knowledge of long!-

Ld1L sLudies will a more accurate picture be established. Further-

more, research should be directed toward a more thorough understanding

oc the movement of this life cycle. Only then can answers to our

c.,ations be derived. Could, for instance, one climate be switched

to another in order to improve school effects on all outcome variables?

A very interesting perspective will be in studying the possible

interactions among all three climate types, i.e., developing a com-

prehb.nsive climate life cycle which will be based on a combination of

all three.

TO sum up, this analysis is quite speculative and should be con-

sidered as such. It is an attempt to relate some of the suggested new

:oncepts to preliminary research clues in order to direct some new ways

of analyzing school climate.
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Part II

Empirical Analysis

ter 1: Foreword

1, OrRanizatiw,

In this part we reanalyze data of the or:.ginal reform study.

First, results of analysis on the school level from the original study

presented. Second, we reanalyze some of the data on the class

investigating three questions derived from one general hypo-

thesis, as follows: School climate will have a differential effect

o different classes: (a) a differential effect according to class-

Rrilde; (b) according to class student-composition; and (c) according

to the relative position of the class in the school.

2) Research Limitations

It should be clearly emphasized at this stage that secondary

alysis is limited by the boundaries of the existing study variables,

tJ7eir measurement, and categorization, and the way they are organized

computer tape, i.e., accessibility. School climate is based on

aggregate variables and it was almost impossible to reorganize them

rrl the existing tapes. It turns out that the reanalysis of data

creates severe problems when variables were not built in the first

place for this purpose (i.e., for the study of climate).

As was already emphasized in the theoretical dcussion, school

climate is conceptually complicated and its definition is not always

clear Still, an a priori theoretical framework and a research design

following this framework allows much better and more adequate data to

,.:ollected. In our case, the existing data, which we had to fit to

c:.fr.ceptualization, was a limitation. Another disadvantage was in

size: only 19 schools within which there were 105 classes.

piace=, the following empirical secondary analysis and its findings
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restricted boundaries. The findings are, however, interesting

and they may suggest trends which open avenues for more research in

the directions which were taken in this study.

3) .7e Israeli Educational Reform

The educational reform approved by the Knesset (Israeli Parliament)

in 1968 had two declared purposes: to raise the level of academic

achlevement, particularly among disadvantaged children, and to encourage

the i..--,tegration of students of different ethnic origins and scholastic

hackgronds within the framework of the school. In the Israeli case

ti:.at means integrating students from higher achieving American-European

backgrounds with those from Asian-African backgrounds. Structurally

a change from 8;4 to 6;3;3 (elementary; high school to elementary;

junior high; high school) took place with unselective admission of all

pupils, who had completed the 6th grade in a neighborhood elementary

chool, to an integrated district junior high school. These schools,

ty rezoning school districts, would become heterogeneous in terms of

te S.E.S. (social economic status) and ethnic origin of the student

A four-year comprehensive follow-up study was conducted to evalu-'

ate the reform.*

4) Sample

The data was gathered from about 3,000 students and 600 teachers

from 105 classes (grades 7, 8 and 9) of '!D junior high schools selected

representative of various types of schools in the country. The

.-..mber of teachers interviewed in each school was proportionate to the

* 77.1s study was a joint effort of scholars from the Department of Edu-

atian at Tel Aviv University and the National Council of Jewish Women

Thearch Institute for Innovation in Education at the School of Edu-

'.:ati'.)n of the Hebrew University of Jerusalem (Chen, Lewy and Adler,

1978),
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of the school, but ;-;ever less than 25 teachers per school.*

ariables

groups of variables were used in this study.

Teachers' variables, based on the assumption that aggregates of

teachers attitudes and characteristics are essential to the

school climate phenomenon. All variables are school mean scores

of teachers' information.

b) 'Audemts' variables: achievement and attitudinal variables.

These variables are also aggregates, schools' means in the

level analysis and classes' means in the second part of

the reanalysis.

The considerations for the choice of the variables will be

discussed later.**

r.'e data on the students were collected by the Tel Aviv team, headed
oy Prof. M. Chem and Prof. A, Lewy, including Mrs. D. Cfir, Mrs. H.
Regev and Mrs. 8. Fresko. The data on the teachers amd parents were
7ollected by the Jerusalem team, Prof. C. Adler and the authors of
t7Ls study. A full description of the study can be found in the
Educational Reform Final Report (Chen, Lewy and Adler, 1978). The
dGia in this study refer only to the research sample and not to the

groups of the elementary and high schools, students, teachers,
.1-cl parents.

f- full description of the variables, see Appendix I.
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C'pter 2: School Level Analysis

The reform in the Israeli educational system, which constituted

a major change both in school structure and in the pedagogical policy,

f.ir:ed the school administration and teaching staff to face a new and

pri:ollematic situation for which many of them were not prepared and with

wf7-C7. many did not know how to cope. Big, heterogeneous schools were

created with specialized teaching, role differentiation, a varied

tea!7i-Ing staff, some of whom had high school teaching experience, some

eLeme;%tary school experig3nce, some who had no previous experience with

ri:.,dnhtaged students very few who had any idea what should be

d: ta with a heterogeneous class. Althollgh the structural change was

t!:e same for all schools in the reform,* its implementation and the

ed.:oational processes within the schools varied from one to another.

The researchers realized this both through observation and in analysis

of data which showed significant differences between schools for many

attitudinal aspects (Chen, Lewy and Adler, 1970.

Our first analysis is aimed at defining the dimensions which

c...dracterize these differences, i.e., different school climates. This

aLyais was done on the school level with variables which were ag-

gregates of teachers' and students' attitudes except three which were

oefi.-.ed as school variables.**

,N
.) leachers' Variables

Since we are dealing with an educational reform, teachers' atti-

t:de, toward the change, the policies behind it and its implementation

are of major concern. Four aspects of school and teachers' attitudes

were, though, some differences also in this matter, depending

in demographic and ecological limitations.

r a description of the different ranges of the variables see

App,3.-,dix 1.
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included in this analysis.

61 Attitudes toward and implementation of the reform's goals

1: Teachers' attitudes towards the dilemma of achievement varsus

integration. As the direct implementors of the reform,

teachers' preference for achievement or integration as the

mi goal of the educational reform may be an important indi-

cator of the process which eventually takes place within

the school.

2: School degree of selectivity. In the implementation of the

reform policy within school, there were schools which deviate

from the Ministry of Education directives requiring hetero-

geneity on class level. The deviation from this principle

by constructing homogeneous classea and by allowing a rela-

tively high rate of drop-out, mainly of poor students, de-

fined the degree of selectivity in ths chool (Chen, Kfir

and Lewy, 1976).

3: School religious affiliation. Since the Israeli educational

system consists of .Ewo main public sub-systems, the secular

and the religious, and because of the assumed relationship

between religiousness and attitude toward integration and

achievement (Chen, 1975), the school's affiliation (secu-

lar vs. religious) was included.

C; Satisfaction and attitudes towards the school

The importance of the affective and tangible variables for the

act-L;a1 vork in general, and teaching processes in particular, is

Ildely recognized and discussed (Herzberg 1959, Blocker and Richardson

c:it-0/63, Halpin and Croft 1963, Sergiovanni 1967, Grassie and Cars 1973,

,-J Ziegler and Boss 1974), Furthermore, since we are dealing with a

created situation (reform), it is essential to take teachers'

and feelings into consideration. Hence the second aspect is

.-. this realm.
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1: Teachers' satisfaction from work in the school.

2: Teachers' perception of the degree of various problems in

the school.

3: Teachers' perception of the degree to which the reform goals

are implemened and achieved in their school.

c) Attitude towards the change

Since we are relating to climates in reformed school, teachers'

attit]des towards the expected changes and their readiness to accept

rep3:.,.7.oility for its outcomes were important.

1: The degree-to which teachers perceive the educational reform

as an actual change in their teaching procedures.

2: The degree to which teachers perceive themselves as willing

to absorb the necessary innovation and change in teaching

methods.

3: Teachers' perception of who is respor.sible for implemr!nting

the reform goals.

Pedagogical orientation

The last aspect is directly concerned with the teachers' preferred

pedagogical orientations.

1: Teachers' image of social role, i.e, how the teachers view

their social role as educators.

2: Teachers' attitudes toward "individual ertcouragement".

3: Teachers' attitudes toward strictness and discipline (i.e.,

ar, authoritative approach).

These aspects represent a wide spectrum of teachers' attitJdes

todiard policy orientation, through attituje toward change and work

ttlfaction, to preferred pedagogical approaches relevant to the

leari:.g process in the classroom.
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2) St.Jdents' Variables

Students' variables represent also attitudes which are directly

rele,ant to the educational reform and the changes in the system

w- followed. The variables introduced here are: 1) declared

sr.ioQ1 anxiety, 2) students' satisfaction with school as compared to

their previous schools, 3) students' feelings of personal deprive-

tio7. (the degree to which student feels himself deprived in the

teachers' grades) and 4) students' locus of control. The other stu-

dent variables are: 5) the average level of students' achievement,

r-: the percentage of students of Asian-African origin in the

school.

The major question is: what are the relationships between these

varlables, and do these rrlationships configurate distinguishable

ed :ational climates?

3) Procedure

The interrelationships among all the variables will be explored

through a multivariate non-metric technique: the Smallest Space

Analysis (SSA). SSA addreases itself to the basic problem of repre-

aenting adequately a body of data in the smallest space, when repre-

se:Aation is to be approached in geometric terms and the ability to

...isualize is the key to comprehending a set of structured relation-

The distribution of the points in space is determined by the

correlation of the variables. The closer the points, the higher the

LoIrelations (Guttman 1968 and Bloombaum 1970)fl The coefficient of

alle7.ation implies "goodness-of-fit" between the distances as cal-

cAated from the coordinate systems and the original coefficients.

smaller the coefficient of alienation, the better the fit. The

de-isio.-.s as to what constitutes adequate representations is quite

r:;!..trary, but figures around .15 are generally considered adequate

.::ttma.-. 1968 and Bloombaum 1970). In order to explore school climate

as derired from teachers attitudes and then to explore it as related
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to students' attitudes, the analysis was carried out in two steps,

first only the teachers' variables were introduced and second,

teachers' and students' variables were analyzed simultaneously.

Results of SSA Analysis

a. Teachers' Attitude Configuration

Figure 5 presents a configuration of teachers' attitudes along

two distinct poles which essentially represent different educational

viewpoints. The clear distinction between the two attitude configur-

atiw.s which were revealed is to some degree surprising.

i) The Achievement-Conservative Pole is characterized by a preference

for achievement, high degree of selectivity, religiousness, a low

emphasis on the social image of the teacher's role, great emphasis

on authoritative approach, and less on individual encouragement

as an educational approach. At the same time, there is less

readiness for change and a low perception of the change involved

in the educational reform while responsibility for achieving the

reform goal is placed on others (e.g. not the teb,chers). There

is also a lower level of satisfaction from work in the school,

a higher level of perceived problems, and dissatisfaction with

the implementation of the main educational goals of the reform.
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Figure 5: SSA of Teachers' Attitudes and School Policy*

Coefficient of alisnation = .104

ii) The Integrative-Open Pole is characterized by approaches em-

phasizing educational encouragement of the individual, the social

image of the teacher's role, with less emphasis on authoritative

approach. At the same time there is less selectivity and a

preference for integration as the main goal of the reform, a

higher level of satisfaction from work in school, perceived

progress toward achieving the main goal of the reform, and a

lower level of perceived problems. The educational reform is per-

ceived in terms of pedagogic innovation, readiness for change,

and acceptance of responsibility for results.

b. Teacher-Student Configuration

Alt!7ough the importance of the above findings cannot be

overlooked, relating students' attitudes, achievements and school

4
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composition to teachers' attitudes in the same schools may be even

of a greater interest. Hence, a simultaneous analysis of teachers'

and students' variables was employed, which revealed the following

6):

Less feel;

-af cAepr:tvai'toin

X percelved change (NS h) Less soc,sPI

X riv+horii-aiive (low) X roa,1

xSvt ion ( hi9h) Lcs

Responsib,lAy (hih)
X

x Less problems
x Goal ImplenienkaA-ion

Preference of' goals
Locus crl cocrk-col ( anternt)

1-eml of achZevemerri. (scheverrerit)

X t,J1111rIsne.)s --1-0 char 3e

Less school enxiell

Worse al-Mud
-to schcol

rIgure 6: SSA of Teachers' Attitudes, School Policy, Student Attitudes,

Level of Achievement and Percentage of Students of
Asian-African Origin*

(Student's variables are circled)

*
Coefficient of alienation = .157

Again, a quite surprisingly clear picture is obtained. Schools with a

high percentage of students from Asian and African origins, with a lower

of achievement, are characterized by teachers' "achievement-

cciervative" set of attitudes, which in turn is directly related to a

itligh level of students' school anxiety, unfavorable attitudes toward

4 5



strong feelings of deprivation by teachers and an external

of control. The "integrative-open" pedagogical climate, on the

Jt-er is characterized by a low level of students' school

more favorable attitudes toward school, weaker feelings of

qrd decrivation and an internal locus of control, a lower percentage

students from Asian-African origin and a higher level of students'

..i.evements. Although there are reasons to assume that teachers'

ttitude (and behavior) create the school climate which in return

i:J-1,!ence,',, students' attitudes (and behavior), no such conclusion

L;;-i be drawn from this analysis. We are dealing here only with inter-

uorrelations, and the causal relations are very questionable, espe-

cially since schonl composition and level of achievement, which are

included in the analysis, may be the cause of both students' and

tea:Thers' attitides. Still, the fact that certain schools (and their

t..ude,Its) are exposed also to a distinguishable climate from the point

of view of their teachers is in itself a significant phenomenon.

5) Further Procedures

Aitho..,gh the variables in the SSA are school means: they represent

t,,ets of attitudes only on the group level. There is still a need to

methodologically, that the schools themselves can actually be

distiguished according to these configurations. For this purpose two

approaches are used, although each one of them is essentially suffi-

cient to show the needed transformation. First, the positions of the

variables and the cases are reversed. The variables (or characteris-

tics) are conceived as cases and the cases (or schools), as variables.

instead of computing correlations between variables as they dif-

fer by sc:hools, they are computed between schools as they differ by

their variables. The outcomes are revealed in Figure 7.
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5

7

6

"10

rlgure 7: SSA of Schools' Profiles According to Teachers' Attitudes,

Students' Attitudes, Levels of Achievement and Percentage

of Students of Asian-African Origin*

Coefficient of Alienation = .177

Second, in each of the two sets of attitudes the standardized

z-icores were summarized, each school receiving two scores: one, the

s,..m-score of the attitudes which constitute the integrative-open

olimate, and one sum-score of the attitudes which constitute the

ac!%ievement-conservative climate (Figure 8). The schools could then

te plotted according to their two scores as follows. (It should be

.-.oted that the numbers in Figures 7 and 8 represent school codes with

sad-. ;:mber standing for a school.)
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T_re 8: Distribution of Schools According to their Sum-Scores in
the Two Sets of Attitudes

_- both graphs (7 and 8) two main groups of schools can clearly

re dYrferentiated, each group characterized by a different set of

-ft,I.t%;des. L. other words, it is possible to say that the schools in

stJdy can be distinguished according to what Coleman (1958-59)

fermed the "boundaries of homogeneity", and can be classified into

two quite clearly different school climates. The advantage of

t..-Ee presentations is that they enable the observation of different

degrees of what may be termed "climate intensity". It is not sur-

that not all schools are unequivocally characterized by either

W.2 of the two climates. The distribution can be seen as indicating

co:-ti.-.uum, not an either-or situation.

oLf12-11_01 L.9_ESTALLg_

Altho'..:gh the present findings are limited by the nature of the

they provide some clear indicators to the phenomenon of school

71.,14..e. Empirically, two distinct school climates appear, which are

4 8



also related to the two main goals of the Israeli Educational Reform.

Since these dilemmas are also based on actual school policies,

the Israeli Educational Reform can be seen as being implemented along

two parallel lines: the achievement-oriented one and integrative one,

which in turn are linked with "conservative" and "open" pedagogical

oriei;tations. Consequently any evaluation of the reform must take

this into account. An overall view which presents national means

might thus be misleading, since we can now reasonably anticipate two

types of outputs, each one for a different group of schools, when the

variation between the two types might turn out to be greater than the

.47.rlation between schools.

At a more operative level, students of the low socio-economic

status seem to attend schools with an "achievement-conservative" cli-

mate to a greater extent than do students of a higher socio-economic

status. This raises an interesting question. Might their attitudes

and, to some degree their poor achievement, be partially due to the

school climate and not only to thair background? If we assume that

climates derived from teachers' attitudes are relatively stable, and

that these attitudes tend to strengthen each other, they may conse-

quently have a cumulative effect and be that much more powerful. In

a:ry case, we obtain a vicious circle, where the less achieving stu-

dent is put into pressing situations which seems to increase anxiety,

feelings of deprivation, and maybe even increase the dropout level.

To sum up, this part of the study can be seen as a threefold

contribution to the development of the concept of school climate.

From the theoretical angle, it is an effort to build a frame of

reference to explain the school climate phenomenon. The Smallest

Space Analysis (SSA) method is employed, which, to the best of our

k.7%owledge, has not been used before in analyzing school climate.

most important, empirically, this part of the study attempts to

e.%rich our insight into the "real life" situations within the schools,

which in the present case are going through a process of major changes

a:A have to cope with the dilemma created by the need to maintain

high standards of achievement as well as the integrative policy.



C'ha ter 3: Class Level Anal sis

1) Purpose

As mentioned already, integration through new class composition

was one of the main purposes of the Israeli Educational Reform. The

homeroom class is considered the most relevant learning and social

unit, especially in Israel where much of the educational activity

revolves around the class. The variation in school compositions is

the result of demographic limitation of the school zoning, while

variations in class compositions within schools was the result of

in-school policies in a system which has a relatively large degree

of autonomy. Since manipulating class composition is considered a

mean for social integration as well as for improving scholastic

achievement of the disadvantaged population, the analysis on class

level is important and could have implications beyond the Israeli

experience.

The first question considered is the association between teachers'

yariahles (conceived as school climate) and students' variables (con-

peaed as classes outcome). Is this relationship different for dif-

fere:A class compositions? i.e., is there a different relationship

between teachers' characteristics and attitudes and the classes'

attitudes when the classes dealt with are comprised of high or low

Peroentage of AA students? Furthermore, since various classes (in

terms of their compositions) may exist in the same school, such a

differential effect implies that the same school climate has a dif-

ferent meaning for different classes. And last, does the relation-

ship investigated take a different form for the different class grades?

Analysis on the class level mixes data on two levels: students'

ddta, which are based on class level computations (class means) and

teachers' ilta which are based on school level elaborations (school

mea:.$), There was no way to identify and relate specific teachers

to specific classes. Hence, any analysis which is related to class
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climate is essentially an application of the concept of school climate

to the class.

Although this is a limitation, it turns out also to have some

ad%,,ntages. In such analyses it is possible to see how similar cli-

mates (based on school policy and teachers' variables) might be dif-

ferer.tly associated with different classes according to their student

composition and class grade. And this is indeed one of the main pur-

poses of the study.

2) The Variables

a. Teachers' Variables

Since we use analysis of variance and regression analysis with

a relatively small sample size (when analyzing separately classes

according to their student composition), it is important that the

number of climate variables (the independent) should be kept small.

Hence, four variables were chosen, which could be seen as repres-

e4vting different aspects of the school climate.

(i) Teachers' mean level of education - an input variable which can

represent the quality of teachers, at least formally.*

(ii) School level of selectivity - this is a school variable, meas-

uring the degree to which schools used excessive selection

mechanisms within the school and the classes. This variable

represents school policy in the realm most relevant to the

structural integration within school.

(iii) Teachers' preference of educational goal - a major attitudinal

variable representing teachers' orientation regarding the empha-

sis on achievement and integration.

(iv) Authoritarian attitude - teachers' pedagogical approach toward

students and the learning process.

This variable was not considered in the original, school-level analysii
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Students' Variables

Six variables were applied here. The first, (i) class achieve-

e.A level - mean achievement in objective tests (in 5 subjects).

:he other Five variables are attitudinal variables which are consid-

ered, to a different degree, achievement-related.

Locus of control

(iii) Aspirations - educational and occupational (an index)

(iv) Per cent of students in the class who desire to study in aca-

demic high school (planning academic school - PAS)*

Academic self-image

vi Manifest school anxiety*

c. Class Composition

Three groups of classes were distinguished: classes with a

relatively low percentage of students from Asian-African origin (less

4±:an 40%), relatively mixed classes (41-80% students from Asian-

Afr:Lcan origin), and classes with a majcrity of students from Asian-

African origin (81-100%). Undoubtedly this categorization is not

ideal, There are enough signs to show that a different grouping is

mure meningful (Inbar 1981). However, in the secondary analysis

..ke were tied to the organization of the original material, which did

nc.t allow a different distinction.

The following is the basic distribution of classes in the dif-

ferent schools.

The6e variables were measured at.7th and 9th grades only.
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Table 3: Class and School Distribution According to Student Composition

Schools

-40 41-80 81+ Total

-40 24 6 0 30

41-8U - 3 26 1 30

61+ 0 10 28 38

Total 27 42 29 -98*

For one school information on class composition is missing.

One can see that, even within the rather crude distinction of three

compositional types, about 20% of the classes have a different composi-

tion than that of the school. This stems from various homogenizing

procedures within the schools. Table 4 presents mean classes' achieve-

ment in the various composition categories, in 7th, 8th and 9th grades.

It is obvious from this table that class composition is strongly re-

lated to its mean achievement. The higher the percentage of students

from Asian-African origin the lower the class achievement mean. Still,

t'763 relatively high standard deviation among all classes calls for

more attention.
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LI.: Achievements According to Class Composition
(Percentage of Students from Asian-African Origin)

1111
Class composition

Aij classes -40 41-80 80+

Mean S.D. Mean S.D. Mean S.D. Mean S.D.

7 55.86 13.86 70.60 5.1 57.69 -9.1 42.55 7.6

54.73 16.21 71.23 7.1 55.83 12.2 40.24 10.6

53.68 14.68 68.60 6.4 56.17 10.6 39.55 8.4

3) nass Achievement Distributiun Between Schools

The following (Table 5) is the basic distriPution of classes in

of the schools according to class composition and level of achieve-

Table 5

Again, as can be seen, the lower the percentage of students of Asian-

Afr:.:In origin "(AA) the higher the achievement level. This is a quite

f,-:miliar and expected picture in schools. However, the interesting

is that there are clear differences in achievement level between

Lasses end schools of the same composition. Similarly, there are clear

d:Lffereces between schools in the standard deviation of ach:.7vement.

As a result a few questions are raised. First, are these classes

orling to composition) also characterized by other student variables?

isL7.:6.O, ere these classes assuciated with special kinds of teachers?

Third, 6re climate characteristics (as chosen in this study) related to

;J:fferorit class achievements? Fourth if indeed climate is related to
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Table 5: Achievements According to Class Composition end Schools

School
Percentage
AA in school -40 41-80 81+

No. of
Classes Mean S.D.

No. of
Classes Mean S.D.

No. of
Classes Mean S.D.

1 41-80 - - 2 55.5 2.1 2 44.5 12.0

2 81+ - _. - 6 46.2 6.2

3 -40 4 71.0 1.8 3 57.3 15.0

4 -40 8 70.4 2.5

5 -40 4 75.5 2.4 -

*6 -40 -

7 41-80 1 63. 0 1 48.0 0 -

R 41-80 2 64.5 .7 5 59.4 12.8 1 41.0 0

9 81+
- ... 7 39.4 8.9

10 81+ - - - - 6 45.7 7.7

11 41-80 1 59.0 0 7 55.0 7.3

12 -40 5 73.4 8.3

13 41-80 1 72.0 0 2 59.5 2.1 3 36.7 9.?

14 41-80 8 60.2 8.0 1 39.0 0

15 41-80 2 53.0 1.4 2 45.5 12.0

16 81+ - - - 1 38.0 0 4 38.0 6.9

17 81+ - - - 5 45.0 5.1

18 41-80 1 70.0 0 4 65.5 2.4 1 43.0 0

19 -40 3 69.7 6

For one school, information cn class composition is missing.



evements, is this relationship differential in different class

rmpositions? We investigate the first two questions through analysis

1,zia,-,ce and intercorrelations between climate variables in the

r!ous class compositions.

k%dlysis of Variance: Teachers, Students, Class Composition and
Pr&des

The following (Table 6) is a summary of the variables means and

ciltribution and an analysis of variance by class composition.

Table 6

Some interesting points revealed through the analysis of vari-

a.-.ce deserve special attention:

a. It turns out that in classes (schools) with a higher per-

c.ta.ge of AA (81%), teachers' level of education is lower on the

,,erage) they tend to put more emphasis on achievement and selective

pIDLesses are more pronounced. There were no differences in pedagogi-

..Ldi -Jpproach. Similarly, in these classes students' locus of control

ore external, their level of aspirations is lower, and a smaller

per,e;.tage of them express wishes to continue in academic high school.

b. The level of anxiety in grade 7 is higher the higher the

Leice:Aage of AA students.

c. The locus of control becomes more internal the higher the

7ir.ide, This is more pronounced in classes with a low percentage of

AA t!-a.1 in classes with a higher percentage of AA students. Obviously,

reflects children's age development, but the fact that the low

percehtage of AA classes has a differential growth may indicate class

iomposition effect, too.

d. Interestingly, in heterogeneous classes, the level of as-

n,r:,tion decreases in the higher grades (15.64, 13.42, 13.20)*

..)te that the range of the scales are different. See Appendix 1.
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Table 6: Means.and Analysis of Variance of Teachers' and Students'

in 7th, 8th, 9th Grades by Class Composition

Variables

Variable

Total To 40% AA

(1)

Mean Mean

41-80% AA

(2)

Mean

814 AA

(3)

Mean F sig Distinction*

Teacher Education 12.44 13.39 12.75 11.50 17.02 .000 1,2/3

Selectivity 1.98 1.45 1.97 1...42 14.13 .000 3/2/1

Goal Preference 2.20 -3.45 -3.83 .47 8.39 .000 1,2/3

Authoritarian Attitudes 2.88 2.86 2.94 2.86 2.58 .08 1,2/1,3

7th Gra.."Je

Locus of Control 4.35 4.67 4.42 4.03 38.23 .000 3/2/1

Academic Self-image 15.61 15.49 15.63 15.72 45.68 n.s.

Aspirations 14.88 16.59 15.64 12.81 46.28 .000 3/2/1

Placement in High School 51.35 62.4 60.79 33.34 20.76 .000 2,1/3

Anxiety 10.99 10.67 11.02 11.33 3.39 .037 1,2/2,3

8th Grade

Locus of Control 9.29 9.84 9.51 8.60 49.62 .000 3/2/1

Academic Self-image 3.73 3.65 3.60 3.85 10.58 .000 1,2/3

Aspirations 13.27 14.76 13.42 11.91 60.26 .000 3/2/1

9th Grade

Locus of Control 9.46 10.08 9.68 8.72 38.91 .000 3/2/1

Academic Self-image 3.65 3.67 3.59 3.72 1.53 n.s.

Aspirations 12.88 14.66 13.20 11.12 53.07 .000 3/2/1

Placement in High School 42.4 65.67 43.89 22.16 32.77 .000 3/2/1

Anxiety 10.04 10.08 11.97 11.09 .47 n.s.

i
*ndicates

a significant difference between the droups (class compositioii)



D,3 reterogeneous classes have a "leveling" effect on aspirations?

- homogeneous classes (up to 40% and 81% AA), on the other hand,

aspirations increase from grade 7th to 8th but decrease slightly from

the 8th to the 9th grade.

a. The percentage of students who wish to continue in academic

high school, an indicator of the more immediate educational plans,

takes a different shape. Here, the level of aspiration in classes

with less than 40% AA increases from the 7th to the 9th grade, but

dramatically decreases in the other compositions. Is this trend

jt. a;-.1 effect of class composition? Or, can we assume a differential

school climate impact in the various grades and class compositions,

mediating such an outcome?

5) Intercorrelation of Teachers' Variables According to School Composition

The following ere tables of intercorrelation between teachers'

var..ables in various class compositions. Since teachers' variables

are composites on the school level, and there is a high correlation

tietwee;.; school composition and class composition, these figures

essentially represent correlations on the school level.

ble .: Correlation Matrix of Teachers' Variables for the Entire Population

1 2 3 4

Mean Level of Education 1.00

Goal Preference -.45* 1.00

School Selectivity -.47* .46* 1.00

A,..thoritarian Attitudes -.27* .29* 47* 1.00

-.1fi.cant at .05 level
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In the entire class population, there is a significant relation-

ship between selectivity, achievement orientation, authoritarian at-

titudes and a lower level of teachers' education.

Table 8: Correlation Matrix of Teachers' Variables According to

Different Class and School Composition

Classes in schools
with up to 40% AA

Classes in schools Classes in schools
with 40-80% AA with 81+% AA

1 2 3 4 1 2 3 4 1 2 3 4

Mean Level
of Education 1.00 1.00 1.00

Pref-
erece -.23 1.00 -.65* 1.00 56* 1.00

5eiectivity -.10 .27 1.00 -.24* .76* 1.00 -.64* -.76* 1.00

4, VAhoritarian
MAitudes .31* -.28 .73* 1.00 -.45* 34* .64* 1.00 -.28 -.68* .81* 1.00

'7'ig7;ificant at .05 level

Several points deserve emphasis: first, the lowest correlations

appear in 'high-homogeneous' (less than 40% AA students) classes. If

we consider the combination of several variables as an indicator of

school climate, it seems that such a climate becomes more coherent in

heterogeneous schools and schools with more than 81% of AA. More

specifically the correlation matrix gives us the first indication for

the tendency of a climate to develop in schools. This tendency could

be either a pre-selection factor (certain teachers are being recruited

i;-..to certain schools), or an indication of a dynamic development within

the school through interpersonal or other influences.
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Generally, it seems that a lower level of teachers' education,

high level of selectivity, emphasis on achievement vs. integration and

autroritarian attitudes appear as a characteristic cluster in schools.

however, the picture differs somewhat when looking at the correlation

within various schools by their students' composition. In schools with

a minority of AA students most correlations are smaller and the car-

relat.ion between teachers' level of education and educational attitude

is reversed: higher level of education is related to higher author-

itarian attitudes. The correlations in integrated (heterogeneous)

schools are all stronger and in the same directions as for the entire

population. The correlations in schools with a majority of AA stu-

dents are also stronger, but almost all of them in the reverse direc-

tion, These schools (with B1+% AA students) are generally more selec-

ti,e, more achievement oriented, and have a lower level of teacher

education (see means in Table 6). The question to be asked in the

next step is whether and how different elements of climate relate to

students' variables.

6) Class Educational Outcomes and School Climate - SSA

The first investigation of the possible differential impact of

school climate is through studying the relationships between these

two groups of variables in various classes by grade level and by

student body composition.

We have used the SSA method in order to obtain a visual presenta-

ti.on of the interrelationships among the various variables in each

class-type (by grade and composition) separately. Figures 9, 10 and 11

present the findings of these analyses.
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a. Classes with less than 40% AA studefits
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Figura 9: S.S.A. of School Climate Variables and Classes'

Attitude, in Throe Class Compositions: 7th Grady
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a. Classes with lees than 40% AA students
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Attitudes in Thrum Class Compositions: 8th Grade*
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Attitudes in Throw Class Compositions: 9th Grads

Rd



- 54 -

The pattern of interrelationships among the variables is essen-

tially constant and repeats itself. It indicates the possibility of

two distinctive climates. One cluster of variables is based on higher

teacher education, more liberal educational approaches, integration as

teachers' preference of educational goals, student internal locus of

control, and a higher percentage of students aspiring to continue

academic high schools. The opposite cluster is based on lower stu-

dent academic aspiration, selectivity as school policy, and achieve-

ment as the teachers' preferred goal. This picture resembles very

much the analysis on the school level. The variable of student anxiety

turns out not to be directly related to any of the climate clusters

and "moves" from one climate to another. In the integrated classes,

i.e., with a heterogeneous composition, the coalescence of climate

clusters is much clearer, and the climates are more polarized. It

seems that heterogeneity of classes, more than the grade level, con-

tributes to a stronger correlation between teachers' and students'

attitudes.

A hypothetical analysis might suggest that the climates repres-

ent the development of a dynamic vicious circle, when teachers'

achimiement orientation reinforcing school selectivity policy, both

strengthening authoritative pedagogical approaches, which are then

positively related to students' low academic self image, external

locus of control, and low level of high school aspirations, all of

which are again positively related to teachers' goal preference

(achievement) and school policy. Such a hypothetical vicious circle

can be shown graphically as follows (Fig. 12).
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Figure 12: Vicious Circle in Selected Climate

7) School Climate and Educational Outcomes of Classes

In the following three sections we inveatigate the possible

effects of climate variables on classes' educational outcomes through

regression analyses. Though the foregoing regression analyses sug-

gest a uni-directional relation, one has to be cautLous in viewing

these outcomes as the dependent variables. In the long run the

variables interact. For instance, selectivity as a variable of

school policy can be itself a function of previous students' suc-

cess, i.e., achievement. The same can be said for other, achieve-

ment-related, attiturtas such as aspirations and other behavioral

aspects. However, since we assume that climate may affect students'

behavior more than the latter affects climate, regression analyses

were employed in which climate variables are the independent vari-

ables and their possible effect on different educational outcomes

are tested.

The analyses were carried out in three stages. First, achieve-

ment was considered as the dependent variable. The regression of

class achievement on climate variables, although indicating certain
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i,teresting trends, did not produce very meaningful outcomes.

co,sidering the well-established knowledge about the strong rela-

tio,ship between student's personal resources (ability and S.E.S.)

and his achievement, this finding is not very surprising. Hence,

1, the second step we decided to investigate students' (classes)

attitudes as related to school climate. It ay be that school policy

and teachers' attitudes do not affect achievement directly, but they

have an effect on students' attitudes. Since these attitudinal

variables are achievement-related, if such an effect occurs, beeides

beii..g important and meaningful on its own, one may argue that in

the long run achievements will be affected, too.

In order to observe the relationships between climate variables

a,-id students' attitudes, since there is an association between those

attitudes and achievement, students' achievement was introduoed into

the regrossions as a control variable. This means that we intro-

duped a very tight control into the analysis, especially since the

a.".adysis by class composition is in itself a certain control on

achievement.

Five student variables were utilized here as dependent variables:

dspirations, percentage of students planning to attend academic high

echool, locus of control, self-image and anxiety. Analyses were

carried out for the entire class population and separately for the

three different class compositions, the latter in order to detect the

possibility of differential climate effects in different compositions.

Ail analyses were carried out separately for 7th, 8th and 9th grade

o-tcomes. Since selectivity, one of the four climate variables, is

indicator of operative school policy while the other variables are

either teachers' resources or attitudes, the poseible differential

effect of climate in different levels of selectivity was studied in

the third stage.
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8) Achievement and Climate

Table 9 is a summary of the step-wise regression analyses of

the relationship between several climate variables and two dependent

'variables: class mean scholastic achievement (in each of the three

grade levels: 7th, 8th and 9th) and class mean high school track

placement. The analysis is done separately for the three types of

classes according to their composition (per cent of AA origin

students).

Table 9

Four main points can be summarized:

a) Most of the independent variables do not contribute significantly

to the variance in achievement in the different classes. Consequently,

it w1.11 be more appropriate to consider the results as indications of

possible trends only.

h) While achievement is measured through achievement tests, "placement

i-,-, high school" measures the students' placement after middle school

various high school tracks. This placement, although related to

achievements, is probably also affected by the relative position of the

students in the class, or the relative position of the classes within

the school. That may give some explanation to the reverse effects

which appear in the regression analysis of "selectivity" and "goal

preference" on achievement vs. high school placement. The small

sample size (number of classes) and the weak effects should be empha-

sized again. The analysis should, thus, be looked upon cautiously and

serve just as an indication to a more careful investigation in this

direction.
.

ci There are indications that the explanatory power of climate variable

decreases as the percentage of AA students in the classes increases.

d) In the homogeneous classes, with less than 40% AA, the explanatory

68



Table 9: Regressions of Achievements in the Various Class Compnsitions on Teachers' Variab1es
1

Teachers' Level Goal

of Education Selectivity Preferenne

Dependent Variable

7th Grade Achievement

8th Grade Achievement

9th Grade Achievement

High School Placement

7th Gracile Aphievement

8th Gra4e f(chievement

9th Gradekdhievement

High School Placement

7th Grade Achievement

8th Grade Achievement

9th Grade Achievement

High School Placement

Authoritarian
Attitudes

92
a. Classes with up -1 40% AA. N = 31

R
2

Total
9292 92

.33

.32

.40*

.66*

.078

.133-Y

.218*

.342*

-.09

-.31

-.45

46*

b.

.003 .17 .022

.044 .09 .006

.090 .11 .009 .

.116* --

Classes with 41-80% AA.

.32

.40

54*

-.15

N = 36

.122

.044

.065

.009

.225

.227

.382

.467

.41* .160* .16 .022 -- -- -.08 .006 .188

54* .205* .04 .019 .19 .007 -.12 .003 .234

53* .149* -- .27 .030 -.09 .006 .';84'

.10 .064 .49 .046 -.49 .047 .09 .005 .162

c. Classes with 81+% AA. N = 38

.18 .023 -- -.rie .006 .09 .009 .038

.06 .006 -.07 .002 .27 .064 .16 .007 .080

-- -- -- .03 .001 .06 .003 .004

-.15 .043 .37 .051 -.31* .060 -.40 .024 .179

1
Empty spaces mean ;:hat the variable did not enter the regression due to its very low partial

correlation with the dependent.

p 4.05 level

69
10
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uo-:er of the climate variables increases with grade-level. This

mLght indicate that in such classes school climate has a cumulative

effect on student achievement. Interestingly, we do not find such

consistent relations in other class compositions. Likewise, achieve-

ment is related to a low level of selectivity in the various grades,

bJt "placement in high school" is positively related to selectivity:

a higher level of selectivity predicts a higher track placement in

high school. In high-homogeneous classes and more distinctly in

heterogeneous classes teachers' level of education is positively re-

lated to achievement. This relation does not appear in low-homogen-

eo,_:s classes, which might indicate a differential association in

various class compositions of teachers' education and students'

achievement. However, this relationship may be partly due to the

colinearity between class composition and teachers' level of edu-

cation. But one has to be cautious regarding this indication since

this might be the product of some preliminary selective processes

C.of teachers) in such schools. In classes with a majority of AA

students (more than 81%) a different picture can be observed. The

relationship between achievement and climate is on the whole insig-

nificant, while the variance in track placement is best explained

this class composition. As far as achievement is concerned, this

ff.nding may be related to the tight control introduced by the speci-

fic cutting-point (81+% AA students) of class composition. As for

track placement, the combination of non-authoritative,approach,

:,tegrative orientation and higher level of selectivity as predic-

tors of a higher track placement is very interesting though dif-

ficult to explain.

q) Student Attitudes and Climate

a. Aspiration as Dependent Variable

As can seen in Table 10, level of achievement is directly

asscziated with aspirations and explains most of the variation in this

71
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%ariable in all classes. Still, in all class-grades, aspiration is

--aociated with teachers' goal preference: an integrative orienta-

tIo is related to a higher level of aspiration. In 8th grade only,

of class aspiration is also associated with level of school

se.lectivity: the higher the selectivity the higher the student

aspiration.

Table 10: Regression of Aspirations on Achievements and Climate

Variables in 7th, 8th, 9th grades (for the Entire Class Population)

Var:Lables

7th grade.

8 R
2

8th

8

grade

R
2

9th grads

8 R
2

Achievement .71* .534 .87* .737 .81* .651

Selectivity -.00 .000 .14* .012 .01 .000

Teack,ers'
Edu:Yation -.08 .000 .01 .000 -.06 .002

LI:oal Pref-

erei-,ce -.22* .034* -.17 .014 -.15* .015

A_thoritarian
Attitude .00 .001 .02 .001 -.12 .002

,05 level

Table 11

The separate analyses by grade level and class composition

(7ab1e 11) produced a complex picture. The table should be looked at

ertically (class grade) and horizontally (class composition). The

,:ia,msic association between level of achievement and level of aspira-
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le 11: Regression of Aspirations on Achievement and Climate Variables

in Three Class Compositions (7th, 8th, 9th Grades)

-ariables

Up to
AA

8

40%

R
2

41-80%
AA

ill R
2

814
AA

e R2

..; Grade

A&fievement 56* .319* 99* .370* .27* .053

electivity .15 .010 -.11 .023

aarThers' Education .19 .028 .08 .007 -.27 .046

c,al Preference, .03 .001 -.13 .000 -.32* .102

Autl-,oritarian Attitudes -.21 .009 -.11 .005 -.13 .014

Total R
2 .368 .406 .215

Eit:-: L:rade

39* .313* .68* .515* .81* .448*
ii:.,,hievement

Selectivity .25 .023 33* .036 34* .016

chers' Education .38* .067* .06 .009 -.02 .000

;.,ui. Preference .17 .019 -.22 .010 -.50* .183*

Authoritarian Attitudes .11 .132* .21 .015 -.31* .043*

Total R
2 .552 .583 .690

9U-s. C,rade

A:tievement .09 .006 .82* .604 .60* .274*

Sslectivity .22 .015 .15 .005 .03 .000

7eachere Education 47* .209* -.13 .007 -.18 .029

oi,11 Preference .09 .005 -,37* .016 -.25 .047

A:fhoritarian Attitudes .19 .170* .27* .017 -.21 .016

Total R
2 .406 .651 .361

P 1< 05 level



til-s transpires again, but with some interesting modifications.

rirst, in classes with fewer AA students (up to 40%), the associa-

tion between achievement and aspirations diminishes from the 7th to

the 9th grade. It appears as if in the 9th grade mean class aspira-

tion is not related to its level of scholastic achievement. This

point is emphasized by the opposite trend in homogeneous classes at

the other end of the scale (80%.i. AA) where the association is weaker

in the 7th grade and much stronger in the Bth and 9th grades.

Teachers' level of education appears to be positively associated

with aspiration in classes with up to 40% AA students, an associa-

tion which becomes stronger in the higher grades.

In heterogeneous classes (41-80% AA) aspirations are associa-

ted with teachers' preferences for integration, while teachers'

authoritarian attitudes and their level of education have a negligi-

ble association with student aspiration. This is a most important

point, since heterogeneous classes are one of the main structural

means of desegregating students. The association between teachers'

integrative orientation and level of aspirations, which appears

mainly in heterogeneous classes, is thus worth noting.

In the third type of class composition (80%.1. AA), student

aspirations are also associated with teachers' preference for inte-

gration and with liberal pedagogical approaches. This may be an

indicator that such teachers attitudes are more suitable for this

group.

Interestingly, school selectivity has the strongest association

.12..th aspiration in the Bth grade, for all class compositions. It may .

be that in the 7th grade selectivity as school policy has not yet a

strong impact on students, and their attitudes are based more on

personal variables. It peaks in the Bth grade, and in the 9th grade

ti-e impact is reduced. This may imply that school policy as a

yaCable of school climate has the greatest impact in the intermed-

ite grades; i.e. , it does not have a cumulative but rather a curvi-

74
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1.:..ear shape. This is in contrast to the theoretical suggestions

7-1:a1yzed above. In any case, this is an interesting line of investi-

gation that should be pursued.

b, Plans for Academic High School as Dependent Variable**

While aspirations - in the former analysis - is an index of

educational and occupational aspirations, we deal here with plans for

academic high school. Both are indications of students' aspirations,

1:v...A the former indicates long term aspirations which, as mentioned,

i.cludes occupational aspirations. The latter is a short-term

variable relating to a choice that the students will have to make

Jithin two yuars (for 7th graders) or within a few months (for 9th

graders).

Table 12: Regression of Percentage Who Plan Academic High School on

Achievement and Climate Variables in 7th and 9th Grades

-:ariables

7th grade

R
2

9th grade

R
2

A:hievement
49* .285 .70* .503

Selectivity .25* .032 .17* .015

7eachers Education .11 .008 .05 .002

al Preference -.23* .029 -.18 .018

A thoritarian Attitudes .10 .006 .07 .003

*p .05 level

Israel, matriculation exams and the certificate accompanying them

are prerequisites for academic studies and for many occupational

positions. The passage through academic high school is planned

to prepare students for these exams and the probability of a student

acquiring the matriculation certificate is, thus, much greater if

he studies in such a school.
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Two trends seem worth noting in Table 12. First, direct plans

to co.-Ainue academic high school is, of course, associated with

atl,hievement level, but the association grows stronger from the 7th

to the 9th grade unlike that with the former, general variable of

aspiration. A possible explanation to this is that students' plans

in the 9th grade for further academic high school are based on

reality, i.e., their level of achievement in the 9th grade, which

is only a few months away from high school. Secondly, plans for

academic high school are associated with lower level of school selec-

tivity. Two explanations can be offered. First, this relationship

(low selectivity - high percentage of academic high school plans) is

an artifact of the correlation between selective policy and percent-

age of AA students. The second possibility is that this is a real

impact of school policy: when students axe not sorted and differen-

tiated during their middle school period (low selectivity) a higher

percentage of them continue planning for academic high school.

On the other hand, as was mentioned above (Table 9), the actual

placement in academic high school seemed to be related to a higher

deyree of selectivity. This may occur due to the process of dropping

out or transferring weak students from the school as part of the

selective policy, a process which affects the students' composition,

in any case, if non-selective policy increases students' high school

plans while in reality their eventual placement is on the average

lower, this may cause frustration among students whose plans could

not be realized.

The following (Table 13) presents separate regressions in each

or the compositional types.
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,dble 13: Regression of Students Who Plan for Academic High School

and Climate Variables in Three Class Compositions (7th and

9th Grades)

Up to 40%

R2

41-80%

R2

81%
92

7th :rade

A;.-,hievemeat .20 .033 37* .239 --

5electivity .71* .231 .34 .045 -.05 .001

Teachers' Education 55* .213 .06 .044 -.26 .027

al Preference .04 .001 -.44 .009 -.17 :026

A,..:thoritarian Attitudes .37 .029 -.05 .002 .15 .027

Total R
2 .507 .339 .081

-ith Erade

A:,.r.f.e-..ement -.07 .004 .18* .360 .63* .259*

eleL4:.vity .34 .114* .38 .022 -.17 .132*

Teachers' Education .64* .358* .08 .003 -.54* .094*

':oal Preference .09 .007 -.39 .024 -.33* .072*

Vthoritarian Attitudes .04 .001 -.12 .007 .32* .048*

Total
92 .484 .416 .605

Figitifi-Jant at (.005
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the homogeneous classes with up to 40% AA origin students it seems

that there is almost no connection between achievement and pe.ccentage

of zAudents planning to go on to academic high school. The possibility

that this is a result of little variance in the dependent (plans for

academic high school) or the control (achievement) variables must be

rejected (see Tables 4 and 6 above). The strong association with

teachers' level of education both in the 7th and 9th grades may be

partly due to its colinearity with achievement. In these classes

there also appears a strong relationship with school policy, i.e.,

the higher the degree o' selectivity the higher the rate of academic

high school plans. In the heterogeneous classes, with 41-80% of AA

st:Aents the main association is between students' level of achieve-

ments and aspirations, i.e., the higher the level of class mean

achievement the higher the percentage of students planning academic

high school. There is also a tendency of schools with stronger

selentive policies and teachers' integrative orientation to be related

to a higher percentage of students planning academic high school. This

.19 not statistically significant, but consistent for the 7th and 9th

grades, interestingly, in classes with 81% AA students there is

no association between any of the variables and level of aspiration

..1.;'; the 7th grade. However, an association becomes quite evident in

fhe 9th grade, the last year before high school. The main association

i6 between achievements and aspirations. But, beyond it, we can ob-

ser.4e the complex association between aspiration and lower teachers'

ed..:cation, less selectivity, integrative orientation and a more author-

itative pedagogic approach.

If any comparison between classes according to student composi-

ticr. can be made, then in the "good" classes, higher teachers' level

of education and stronger selective processes are related to higher

per:entage of students planning academic high school. The opposite

occ..;r5 $n the "poor" classes, where low selectivity combined with

aLithoritative pedagogical approaches seems to be related positively to

the dependent variable.
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c. Locus of Control as Dependent Variable

The results of the analyses of locus of control and climate are

shown in Tables 14 (for the entire population) and 15 (by class compo-

sition) below.

Table 14: Regression of

Variables in

Locus of Control on Achievement and Climate

7th, 8th, 9th Grades

Variable

7th

8

grade

R2

8th grade

8 R2

9th grade

R2

Achievement .79* .658* .82* .699* .73* .586*

Selectivity .14* .011 .11 .007 .07 .002

Teachers'
Education .03 .000 .04 .001 .04 .001

Loal Prof-
carence -.17* .015 -.10 .006 -.14* .015

Authoritarian
Attitude -.04 .001 -.20* .035* -.15* .029

p .05 level

Not surprisingly, locus of control is positively associated with

level of achievement in all grades. Worth noting is the finding that

both preference for: integration (a more integrative as opposed to

achievement orientation) and a less authoritative pedagogical approach

are associated with an internal locus of control. We have here signs

that teachers' integrative orientation and more progressive pedagogical

approaches encourage the development of internal locus of control.
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-:atle 15: Regression cf Locus of Control on Achievement and Climate

Variables in Three Class Compositions (7th, 8th, 9th Grades)

Var.iables

Up to
AA

B

40%

92

41-80 %
AA

92

81 %
AA

92

?th Grade

Achievement .04 .001 .80* .777* .51* .268*

Selectivity .34 .040 .13 .019 .07 .047

Teachers' Education 53* .144* .20 .017 -.11 .008

C4oal Preference .23 .037 .04 .000 -.26* .066*

Authoritarian Attitudes -.76* .132* -.03 .000 .11 .006

Totel
92

.354 .814 .395

8t!--. Crade

V!--.1e':ement .30 .067 .70* .696* .76* .508*

Eeleutivity .10 .004 .20 .019 .08 .002

Teao!-ars' Education .33* .144* .23* .046* .02 .000

C3a1 Preference .02 .000 -.10 .006 -.13 .012

A..Ahoritarian Attitudes -.48* .108* -.03 .000 -.25 .035

Total R
2

.323 .768 .561

9th Crade

AJLh!.evement -.15 .021 .68* .605* .64* .303*

Selectivity -.34* .147* .14 .017 .18 .011

Teduhers' Education .46* .095* .19 .020 .04 .001

Ccal Preference . .25 .029 -.31* .071*

Auttoritarian Attitudes -.08 .002 -.04 .000 -.30* .031

Total
92

.294 .643 .417

P 4 .O5 level

8
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AF.. can be seen from Table 15, there is no significant relationship

between achievement and locus of control in the high homogeneous

classes (up to 40% AA students), while such strong association con-

tinues to appear for the other classes. The lack of association in

the former may occur due to the low variation in locus of control in

these classes. In ithese classes (up to 40% AA students) teachers'

level of education and non-authoritarian attitudes and in 9th grade

low selectivity as well, are positively related to locus of control.

As already mentioned, the strong relationship between teachers'

education and locus of control in this class composition should be

cautiously interpreted, especially in light of the low association

between control and achievement. This may happen due to the colin-

earity between teachers' education and class achievement and not a

real effect of the level of education on students' control. In

classes with 81+% AA students integrative orientation and non-author-

itarian attitudes (as a trend) are the variables related to locus of

control. Zn the mixed classes all these associations are very small

and it is mainly the class achievement which is related to control.

What can be summarized from these analyses is, first, that there

are ELlough indications to imply the possibility of climate effect on

students' locus of control, beyond the effect of achievement, and

tiecondly, that the effects of various climate variables/teachers'

attitudes are differential in different class compositions and grade

levels.
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d. Academic Self-Image as Dependent Variable

Regressions of class academic self-image on acievements and

the climate variables in 7th, 8th and 9th grades indicate almost no

relationship between the dependent and the independent variables

(Table 16).

Table 16: Regression of Self-Image on Achievement and Climate

Variables in 7th, 8th, 9th Grades

Variable

7th grade

R2

8th grade

R2

9th grade

R
2

Achievement -.08 .000 -.42* .106 .02 .000

Selectivity .02 .000 .11 .001 .05 .002

Teachers'
Education .04 .001 34* .065 .01 .002

Goal Pref-
erence -.17 .027 .18 .011 .00 .001

Authoritarian
Attitude -.15 .038 .13 .022 -.04 .001

p ( .05 level

The same regressions in the three types of class compositions

reveal mixed findings (Table 17).

It seems though that while in the low-homogeneous classes

(81+% AA), self-image is not related to any of the independent variables,

in the high-homogeneous classes self-image raises with level of achieve-

ment and with school selective policy. This is no consistent relation-

ship between self-image and achievement in the heterogeneous classes,

but the trend of positive relation with school selectivity also appears

here.
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Self-image is an attitude which seems to be determined compara-

tively. By comparing ona's relative position, either internally -

within the class, or externally - between classes or schools, the

student locates himself on a scale of status and accordingly develops

his academic aelf-image (Dar and Resh, 1981). Th3 consistent posi-

tive relationship in the high-homogeneous class may be due to external

comparisons using the school as a frame of refer- ce.

School selective policy is positively asso ated with self-image,

in both the high-homogeneous and the mixed classes (as a trend). It

seems that selectivity as the school policy emphasizes the differences

among classes and it becomes a message to the students placed in "good"

classes which affects their self-image. In any case, self-image is

an affective variable which, at least on the class level, does not

seem to be strongly affected by school climate variables, as defined

in this study.

Table 17

e, Anxiety as Dependent Variable

Anxiety is the last of the affective variables for which the

effect of school climate was tested. This, together with the former

variabls (academic self-image), are considered variables which in-

dicate the level of the students' well-being in the class. While

locus of control and aspirations are fairly established as achieve-

ment-related variables, the'possible effect of these two variables

on achievement is highly questionable. Still, in the eyes of many

educators the well-being of the student has a merit of its own that

should 5ot be disregarded in any learning situation.

Tables 18 and 19 present the findings of the regression analyses

regarding anxiety for the entire class population and for the various

class compositions respectivOy.

s3
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Tdble 17: Regression of Self-Image on Achievement and Climate Variables

in Three Class Compositions (7th, 8th, 9th Grades)

Variables

Up to 40%
AA

8 R
2

41-80%
AA

8 R
2

8

81+%
AA

R
2

7th Grade

Achievement .48* .159* .24 .033 -.11 .011

Selectivity .08 .002 .18 .005

Teadhers Education .09 .003 -.24 .019 .03 .001

Goal Preference .04 .001 -.71* .164* -.24 .052

Authoritarian Attitudes -.35 .069 .14 .011 -.25 .061

Total R
2

.234 .233 .126

8th Crade

Achievement .29 .078* -.35* .099* -.27 .050

Selectivity .36 .265* .23 .062 -.25 .012

Teachers' EdPcation -.20 .027 .60* .059 .15 .046

Goal Preference -.20 .011 .23 .010 .17 .017

A,Ithcritarian Attitudes .27 .008 .22 .078* .16 .012

Total R
2

.390 .308 .136

9th Grade

Ahievement .42* .089* -.03 .001 ,.17 .026

Selectivity 53* .217* .29 .033 -.07 .002

Teachers' Education -.24 .076* .14 .068* -.08 .003

Ccal Preference -.11 .008 -.45 .009 -.29 .061

Aut"7.oritarian Attitudes -.16 .004 49* .063* -.34 .109

Total R
2

.394 .174 .201

p < .05 level
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Table 18: Regression of Anxiety on Achievements and Climate Variables

in the 7th and 9th Grades

Variable

7th grade

R
2

9th grade

R2

Achievement -.40* .122 .16 .008

Selectivity .04 .000 -.07 .001

Teachers' Education .13 .010 -.10 .005

Goal Preference .02 .000 .14 .020

Authoritarian Attitudes .05 .002 .15 .034

p < .05 level

As can be seen from Table 18, there is no significant relationship between

climate variables and class anxiety. It is interesting to note that in

the 9th grade, even achievement is not related to the level of anxiety.

Probably, the younger age and especially the fact that this was the year

of transference to the middle school account for the strong relation

between achievement and anxiety in 7th grade.

The possibility of differential'effect of climate in the different

class compositions is tested in Table 19 below.

Table 19

The galeral finding is again of many non-significant relationships and

especially in the low-homogeneous classes where only achievement (and in
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Table 19: Fegression of Anxiety on Achievement and Climate Variables

in 7th and 9th Grades and in Three Class Compositions

Variables

Up to 40%
AA origin

B R
2

41-80%
AA origin

8 R
2

81+%
AA origin

8 R
2

7th Grade

Achievement -.12 .013 .18 .015 -.43* .181*

Selectivity .08 .003 -.39 .041 .16 .017

Teachers' Education .51* .139 .18 .051 .03 .001

Goal Preference .18 .015 75* .083 -.10 .010

Authoritarian Attitudes -.25 .020 -.23 .023

Total R
2

.191 .175 .208

9th Grade

Achievement .07 .004 .33 .069* .11 .018

Selectivity -.82* .097* --

Teachers' Education .13 .154* -.13 .007 -.12 .023

Goal Preference -.19 .022 .26 .155* .09 .006

Educational Attitudes 73* .185* .21 .028 .07 .003

Total R
2

.463 .260 .052

.05 level

86
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7th grade only) is related to anxiety. There are, though, a few

exceptions which are of consequence. In the heterogeneous classes

teachers' integrative orientation seems to be a conducive attitude

!Lith regard to anxiety: both in 7th and 9th grades anxiety is lower

the more integrative oriented the teachers are. The opposite trends

of the relation between teachers' authoritarian attitudes and anxiety

1:1 7th vs. in 9th grade (although significant in 9th grade high-

homogeneous classes only) is also worth noting. In the 7th grade

the authoritarian attitudes are associated with low anxiety whils

the opposite appears in the 9th grade. The strong relation which

appears between selectivity and anxiety (high selectivity-low anxiety)

could be also interesting, but the fact that it appears significantly

only once (9th grade, high-homogeneous classes) and that in practice

we know that few such schools are highly selective (Chen, Lowy and

Kfir, 1976) cause us not to put much weight on this finding.

1.0) Differential Effect of Cli4ate on Classes' Attitudes in Various

Levels of School Selectivity

The process of students' selection and placement within the school

an important operative indicator of school policy, particularly in

the setting of the Israeli middle .chool where integration is a major

selectire mechanisms such as creating more homogeneous

within the school and letting a relatively high percentage

of students drop out (or transfer) from the school, are measures which

iA:ere clearly against the general educational policy. Selectivity was

fourA to be higher in religious schools and in schools with a high

percentage of AA students (correlated variables) (Chen, Kfir and Lewy,

1976). Up to now, selectivity has been considered as one climate

v,...2riable. However, the importance of this dimension as an overall

policy factor endorses the assumption that the other climate variables

might be differently associated with class attitudinal outcomes in

different policy settings. Hence, regression analyses were carried out

7zeparately according to the three levels of school selectivity (in the
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three grade levels), with the other climate variables as independent

and class attitudes as the dependent ones.* As before, class level

of achievemeot was controlled. Tables 20-23 below present the

findings of the regression analyses for aspirations, percentage

planning academic high school, locus of control and self-image, res-

pectively.

a. Selectivity, Climate and Aspiration

Table 20

Overall, aspiration is, of course, closely associated with

achievement in all classes and all policy settings.

Only in medium selective schools, in all grades, teachers'

preference for integration is associated with higher student

aspirations. The associations between teachers' level of education

and students' aspirations have different, and intriguing, patterns

in the various selectivity levels and grade levels, for which

possible explanations seem to us premature.

b. Selectivity, Climate and Percentage of Students Planning

Academic High School

Table 21

As can be observed L'd expected, the best predictor of plans for

academic high school is students' achievement. This association is

generally stronger in the 9th grade. Another general trend appears

*
ideally, we would separate the sample by the three class compositions
as well, but due to the small sample we did not feel that this could
be done.
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..acle 20: Summary of Regression Analyses of Aspirations in 7th, 8th,

9th Grades in Various Levels of Selectivity

Low Medium High

Selectivity Selectivity Selectivity

R
2

R
2

R
2

r2rade

Class Achievement .83* .580 .14 .321 1.07* .553*

7eachers' Education -.04 .002 .40* .032 -.49* .136*

Loal Preference -.10 .007 -.29 .144* .03 .001

A.utharitarian Attitudes -.03 .001 39* .036 -.02 .000

Total R
2 .590 .533 .690

6th Grade

,tass Achievement .80* .730* .68* .705* .96* .742*

7eachers' Education .17 .010 .03 .000 -.16 .D18

'-:1&l Preference .13 .012 -.35* .113* -.03 .001

A thoritarian Attitudes -.12 .010 .12 .012

T;2tal R
2 .762 .830 .761

9th Grade

Achievement .81* .679* 79* .650* .84* 57Y

Teachers' Education .24* .023 -.31* .041* -.15 .D1fi

coal Preference .04 .002 -.44* .054* .10 .005

AAhoritarian Attitudes -.21* .028 -.09 .008

Total R
2 .732 .745 .596

p < .05 level

so
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Table 21: Summary cf Regression Analyses of % Planning Academic High

School in 7th and 9th Grades in Various Levels of Selectivity

Low
Selectivity

8 R2

Medium
Selectivity

R2

High
Selectivity

R2

7th Grade

Class Achievement .61* .227* .17 .245* .75* .448*

Teachers' Education .34 .048 -.14 .008

Goal Preference -.24 .092* .53* .175* .09 .007

Authoritarian Attitudes -.32 .068* .20 .040 -.23* .054*

Total R
2

.435 .460 .517

9th Grade

Class Achievement .09 .049* .26* .097* .88* .672*

Teachers' Education .72* .300* -.75* .018 -.10 .005

Goal Preference .10 .008* -.58* .079

Authoritarian Attitudes -.46* .170* -.29* .042* -.12 .018

Total R
2

.527 .236 .695

p < .05 level
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t"-:e association between non-authoritarian attitudes and higher

perce:;-Aage of academic high school plans. Similarly teachers'

i:.tegrative orientation is positively related to high schooi plan.

last trend is especially significant in medium selective

tools. Furthermore for both variables, aspiration. and plans for

.gh school, teachers' attitudes seem to be more significant in

t,:e situation of medium selectivity.

c. Selectivity, Climate and Locus of Control.

Table 22

The expected strong relationship between level of achievement

locus of control is clearly revealed in these analyses, as well.

schools with a h4.gh degree of selectivity teachers' progressive

aoproach is related to a more .internal locus of control and medium

level of selectivity integrative orientation is associated with inter-

control.

In low selective schools,only achievement is rele..ed to locus

uf cortrol: the higher the achievement the more internal the locus

of control. This association is reduced in higher grades, undoubtedly

a consequence of age development.

More interesting, in medium selective schools teachers' inte-

grative orientation is also associated with internal locus of control.

complements a similar association with students' aspirations.

In highly selective schools teachers' authoritative attitudes

re associated with external locus of control. These observations

e us another indicator of the possible differential impact of

teacLers' attitudes in schools of varying degrees of selectivity.

t seems that when school policy is more selective, teachers'

orable attitudes may be a factor in eliciting a more internal

91



80

Table 22: Summary of Regression Analyses of Locus of Control in 7th,

8th, 9th Grades in Various Levels of Selectivity

Low
Selectivity

8 R
2

Medium
Selectivity

8 R
2

High
Selectivity

8 R
2

7th Grade

Class Achievement .92* .706* .76* .763* .59* .500*

Teachers' Education .06 .002 -.27* .022* .16 .017

Goal Preference -.43* .066* .10 .008

Authoritarian Attitudes -.21* .027* -.20 .021

Total R
2

.735 .851 .546

8th Grade

Class Achievement .86* .690* .68* .716* .87* .653*

Teachers' Education .13 .001 -.11 .007

Goal Preference .03 .001 -.22 .074* .12 .011

A.uthoritarian Attitudes -.08 .005 .07 .003 -.34* .109*

Total R
2

.696 .794 .770

9th Grade

Class Achievement 79* .645* .69* .631* .51* .419*

Teachers' Education .04 .001 -.03 .000 .20 .027

Goal Preference .12 .009 -.30 .066* .02 .000

Authoritarian Attitudes -.10 .005 .10 .014 -.43* .150

Total R
2

.660 .711 .596

p < .05 level
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d, Selectivity, Climate and Academic Self-Image

riom the findings in Table 23 we can conclude the following:

it seems that in low and medium selectivity there is a

e relationship between achievement and academic image; the

-7er the achievement the lower the image. This finding tallies

t7.1e contention that academic image is being elicited through

comparisons and it is, thus, lower in "higher" classes.

,A3 dppoite occurs in highly selective schools. There, the fact

t t clsses are distinctly differentiated according to achievement

the school and students probably make the comparison between

5.:!1ses, i.e., externally, creates this opposite association: high

hievement - high image.

Second, in the highly selective schools (and as a trend also

1: the medium selective ones), teachers' achievement orientation

is asociated with lower academic image.

:.ast, in low and medium selectivity teachers' authoritarian

.:.rtit..1oes are (mostly) associated with low image and the opposite

trid iDoears in the highly selective schools. All these findings

._Jcia.A that the relationship between school climate and self-image

te differential when a major component of school policy is

-'1-'ere.-,tly practiced. It may, though, be just a function of stu-

Qa.t' composition or of school affiliation.* At any rate, these

seem worthwhile for further investigation.

e. Summary

Me set of regression analyses was carried out in order to

atigate the relationships between climate variables and a

-riety of educational outcomes: achievement and achievement-

roteri attitudes. With the assumption that these relationships

'eleklvity was found to be higher in religious schools and in schools

d high percentage of AA students (Chen, Kfir and Lewy,. 1976).
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Table 23: Summary of Regression Analyses of Self-Image in 7th, 8th,

9th Grades in Various Levels of Selectivity

Low
Selectivity

8 R
2

Medium
Selectivity

8 R
2

High
Selectivity

8 R
2

7th Grade

Class Achievement .15 .001 -.48 .049 34* .008

Teachers' Education 33* .101* .25 .134* -.39 .059

Goal Preference -.13 .012 -.19 .006 -.34* .129*

Authoritative Attitudes -.53* .143* -.14 .008 .18 .027

Total R
2

.267 .197 .223

8th Grade

Class Achievement -.41* .100* -.50* .319* -.14 .001

Teachers' Education ...- ._ -.27 .005 .30 .048

Coal Preference -.07 .005 -.18 .011 -.10 .009

Authoritarian Attitudes .27 .055 -.46* .109* 34* .135*

Total R
2

.160 .444 .193

9th Grade

C1,..iss Achievement -.48* .134* -.26 .121* 54*

Teachers' Education -.03 .001 -.43 .007 -.16 .015

Coal Preference .27 074* -.31 .034 -.35* .095*

Authcritarian Attitudes .08 .003 -.50* .089* .22 .037

Total R
2

.212 .251 .341

p < .05 level
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may be differential for different class compositions in schools

with differer.t selective policies, the regressions were carried out

separately within three compositional and three selective cate-

gories.

The relatively small sample size and the fact that we could

not identify the specific teachers of a specific class is a serious

limitation of these analyses. Hence, the finding should be viewed

cautiously. Still, we feel that in these findings there are enough

indications which hint at possible differential processes that

work in the different classes.

11) Extreme School Climate: Assumptions and Methodology

The climate variables, empirically defined as mean teachers'

attitudes, are diffuse and their association with various students'

variables is equivocal. Furthermore, the greater the variance of

the school climate index, the vaguer the application of the school

climate concept, which may result in lower, insignificant and dif-

fused associations with measured outcomes. Two attitudinal variables

were used throughout the analysis of climate: preference of goals

a:id authoritarian approach. One can conceive a situation where the

school staff is relatively ur.ified or relatively diverse in its

attitudes. In the first case, the climate is homogeneous with

regard to the specific attitude; in the second case, it is hetero-

geneous. If teachers' attitudes are part of the school climate

and to the exte:A it has an effect on students' behavior and at-

titudes, we can assume that students are exposed to different cli-

mates not only as defined by teachers' means but also by the degree

of diversification among them. We tried to investigate this pos-

sibility by categorizing each of these two climate variables ac,-

cording to both dimensions: level (mean) and degree of homogeneity

variance) of teachers' attitudes. The mean and variance of teachers'

attitudes were dichotomized, hence creating four types of climate

(see Figure 13) 'and classes were assigned as experiencing one of

these climate types.
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Figure 13: Types of School Climates According to Mean and Variance

Obviously, cases a and d are the extreme climates. In the

first, the climate is characterized by a high mean score and in the

second by a relatively low mean score, and both with relatively low

variance, meaning a relatively homogeneous setting. The following

is an analysis of classes' attitudes in the four climate types

according to two teachers' attitudinal variables: goal preference,

i.e., integrative vs. achievement orientation,and educational

attitudes, i.e., authoritarian vs. progressive pedagogical approaches.

a. Extreme School Climate: Teachers' Goal Preference

From Table 24 it is evident that in schools characterized by

high but heterogeneous integrative orientation, classes show con-

sistently higher aspirations, have a higher rate of students who

plan for academic high school, a more internal locus of control and

lower level of anxiety. In order to improve our insight into this

trend we added also attitudes towards school (which were measured

only in 7th grade) to the analysis. The trend which appeared was

similar. In homogeneous, achievement-oriented climates, the lowest

level of aspiration, the lowest rate of academic high school plans,

the most external locus of control, the highest level of anxiety

9 6



and the least favorable attitudes toward school are observed. P-t

differently, this analysis clearly shows that schools which are

highly and homogeneously achievement oriented are associated with

less "preferred" student attitudes. But the more salient point is

that not the schools which are highly oriented toward integration

(integrative - homogeneous) have a stronger association with "pre-

ferrecP student attitudes, but rather the schools which are hetero-

geneously integrative oriented. This finding will be elaborated

in the summarizing notes.

b. Extreme School Climate: Teachers' Pedagogical Approaches

With regard to teachers' educational approach, a clear distinc-

tion between exteema school climates is observed, quite consistently

(Table 25). When teachers' educational attitudes are homogeneously

non-authoritarian, classes show a more internal locus of control,

higher aspirations, a lower level of anxiety and more favorable

attitudes towards the school. The percentage planning academic high

school is also relatively high, though not the highest of the four

climate categories. The homogeneous authoritarian climate appears

to be at the other end of the continuum with respect to all five

students' attitudes.

c. Extreme School Climate: Analysis by Class Composition

Although the associations are interesting and might give

meaningful insight into the possible effer;ts of school climate,

the findings should be considered with caution, since student com-

position (percentage of AA) may be a mediator which explains these

results. This point will be partially examined in the next analy-

sis. Still, the consistency of the association between climate

types, categorized by level and variance, and students' attitudes

is interesting. Even if we cannot be sure whether there is a

causal relation between them, the ,,ery fact of such associations

means that certain classes are exposed to and experience certain
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Thole 24: Teachers' Goal Preference and Student Attitudes

student Attitudes Aspiration

9th

% Planning Aca-
demic High School Locus of Control Anxiety

9th

Satisfaction
with School

Grade .

Climate 7th 8th 7th 8th 9th 7th 6th 9th 7th 8th 7th

Integrative-
Homogeneous 15.06 15.10 14.73 42.7 34.6 4.32 7.23 9.47 10.97 -- 10.03 9.74

Integrative-
Heterogeneous 16.47 16.45 16.29 71.4 65.8 4.63 9.77 10.01 10.73 -- 9.99 9.71

Achievement-
Heterogeneous 14.51 15.11 14.57 50.2 39.4 4.33 9.29 9.20 11.02 -- 10.02 9.12

Achievement-
Homogeneous 13.81 14.66 14.53 45.3 36.0 4.05 8.69 8.75 11.24 -- 10.29 8.92



Table Teaurer' Authoritarian Attitudeb and Student Attitudes

% Planning Ada- Sati9faotion

c.t-dent Attit.ude:.i AzT,pirations demic High 5:hoo1 Locus of Control Anxiety Ti.th Sehool

r--

:rade
Aimate 7th 8th 9th 7th 8th 9th 7th 8th 9th 7th 8th 9th 7th

Autcritarian-
m '!omogeneous 14.21 15.17 14.15 46.1 36.9 4.32 9.12 9.30 11.26 -- 10.28 8.89

Heterogeneous 14.79 15.63 15.51 59.2 50.0 4.34 9.16 9.33 10.85 lo.ni 9.13

Progressive-
Heterogeneous 13.97 14.56 14.32 46.8 38.9 4.21 9.14 9.30 11.05 9.95 9.29

Progressive-
Homogeneous 16.15 16.08 15.84 5T.1 46.9 4.!-:3 9.66 9.84 10.77 -- 10.02 9.82

10
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climates in terms of their teachers' attitudes.

The finding that, with regard to preference of goals it is

the heterogeneous, integrative orientation which is associated with

the most "deslrable" students' attitudes is especially intriguing.

It may indicate that the heterogeneous-integrative atmosphere is

the most conducive and the homogeneous-achievement orientation is

the least conducive. Is it the case that although integrative

orientation seems preferable, it should not be carried to the

extreme? Perhaps some mixing of attitudes in this respect (dif-

ferent teachers - different attitudes) is in this case preferred

to stimulate students?

As mentioned above, we still have to ask whether these find-

ings vary in different class composition which might again empha-

size the different impacts of school climate suggested here.

Table 26 below presents students' attitudes (class means) for

five attitudinal variables: aspirations, planning for academic

high school, locus of control, anxiety and attitude towards the

school. This refers to three class compositions and teachers' goal

preference, integration vs. achievement (level and dispersion).

Table 26

'he analyses of variance, carried out for each class-grade and class

attitude, reveal, as expected, the significant differences in the

level of students' attitudes (aspirations, plans for academic high

school, control and school attitudes) between the three class com-

positions. But, beyond this difference, the question in our case

is whether teachers' attitudes also make some difference and whether

this impact is differential for different class compositions. The

findings in this respect can be summarized as follows:

a) I.; most cases, the heterogeneous integrative orientation of

teachers is associated with the most favorable students' atti-

192



Attit.:deE Moc.) in Variu.F.: b: '

PrefurenLe C:ategorized by Mean and S.D. (in parent!%eEes nLimber

7th Grade

Integrative-Homogeneous.

Integrative-Heterogeneous

Achievement-Heterogeneous

Achievement-Homogeneous

8th Grade

Integrative-Homogeneous

Integrative-Heterogeneous

Achievement-Heterogeneous

Achievement-Homogeneous

9th Grade

Integrativu-Homogeneous

Integrative-Heterogeneous

Achievement-Heterogeneous

Achievement-Homogeneous

7th Grade

Integrative-Homogeneous

Integrative-Heterogeneous

Achievement-Heterogeneous

Achievement-Homogeneous

Up to
40% AA 41-80% AA 81+% AA Analysis of Variance

Student Aspirations

15.89 (7)

17.41 (8)

15.40 (9)

16.87 (6)

13.53 (7)

13.17 (3)

Class Comp.

Teachers' Att.

39.1

1.98

16.35(14) 15.36(17) 12.60(21) Interaction .65

18.20 (1) 15.47 (3) 12.60 (7) R = .72
192

= .51

16.;7 (8) 14.7610) 14.23 (7) Class Comp. 55.6

17.20 (8) 16.53 (6) 14.30 (3) Teachers' Att. 3.5

16.80(14) 15.32(17) 13.82(21) Interaction 1.3

17.40 (1) 15.97 (3) 13.67 (7) R = .72 R
2

= .59

15.91 (8) 14.93(10) 12.83 (7) Class Comp. 50.9

17.16 (8) 16.28 (6) 13.97 (3) Teachers' Att. 3.7

16.79(14) 14.88(17) 12.84(21) Interaction .52

(0) 15.63 (3) 14.03 (6) R = .75
192 = 57

% in Class Who Plan for Academic Hign School

sig.

.001

.123

n.s.

.001

.02

n.s.

.001

.014

n.s.

194

37.0 (7) 49.3 (9) 31.9 (7) Class Comp. 33.2 .001

79.4 (8) 76.0 (6) 36.7 (3) Teachers' Att. 5.9 .001

62.8(14) 63.2(17) 31.2(21) Interaction 1.6 .036

99.0 (1) 43.0 (3) 39.7 (7) 19 = .70
192

= .49



u (continJed)

Up to
40% AA 41-8U% AA 81+% AA Analysis of Varience

9th Grade

Integrative-Homogeneous

Integrative-Heterogeneous

Achievement-Heterogeneous

Achievement-Homogeneous

ith Grade

Integrative-Homogeneous

Integrative-Heterogeneous

Achievement-Heterogeneous

Arhievsment-Homogeneous

8th Grade

Integrative-Homogeneous

Integrative-Heterogeneous

Achievement-Heterogeneous

Achievement-Homogeneous

9th Cr7Ide

Integrative-Homogeneous

Integrative-Heterogeneous

Achievement-Heterogeneous

Af3'Aevement-Homogeneous

;IJ in Class Who Plan for Academic High School (contd.) F sig.

43.8 (8) 35.0(10) 24.3 (7) Class Comp. 22.6 .001

86.3 (8) 60.0 (6) 23.3 (3) Teachers' Att. 6.9 .001

66.4(14) 41.2(17) 20.0(21) Interaction

(0) 56.7 (3) 26.7 (6) R = .E4

4.51 (7)

4.81 (8)

4.67(14)

4.50 (1)

9.80 (8)

10.03 (8)

9.79(14)

9.30 (1)

10.0q (8)

10.25 (8)

10.00(14)

(k)

Student Locus of Control

4.34 (9) 4.06 (7)

4.63 (6) 4.13 (3)

4.44(17) 4.02(21)

4.13 (3) 3.97 (7)

9.38(10) 8.31 (7)

9.95 (6) 8.73 (3)

9.52(17) 8.78(21)

9.00 (3) 8.30 (7)

9.49(10) 8.70 (7)

10.12 (6) 9.17 (3)

9.75(17) 8.72(21)

9.07 (3) 8.5i (E)

2.4 n.s.

R
2

= .41

Class Comp. 30.7 .001

Teachers' Att. 2.9 .042

Interaction .40 n.s.

R = .69 R
2

= .48

Class Comp. 42.7 .001

Teachers' Att. 4.5 .0U5

Interaction .60 n.s.

Class Comp. 30.8 .001

Teachers' Att. 2.3 .082

Interaction

it

.41

= .48



!d0 e (runt.;n. ed)

Up to
40% AA 41-80% AA 81+% AA Ahalysis of Variance

7th Grade

10.36 (7)

10.97 (8)

Studeat Anxiety

Class Comp.

Teachers' Att.

sig.

11.01 (9)

10.37 (6)

11.69 (7)

10.40 (3)

2.711

.32

.0?

n.s.
Integrative-Homogeneous

Integrative-Heterogeneous

Achievement-Heterogenecus 10.84(14) 11.17(17) 11.08(21) Interaction 1.9 .07

Achievement-Homogeneous 9.40 (1) 11.07 (3) 11.61 (7) R = .269 R
2
= .072

.jth Grade

.nt.eorative-Homogeneous 9.97 (8) 9.90(10) 10.34 (7) Class Comp. .58 n.s.

Integrative-Heterogeneous 10.60 (8) 9.48 (6) 9.40 (3) Teachers' Att. .21 n.s.

Achievement-Heterogeneous 9.84(14) 10.13(17) 10.08(21) Interaction 5.0

Ace7devement-Homogensous (0) 10.83 (3) 10.12 (6) R . .121 R
2

= .

Attitudes towards School

7th Grade

Integrative-Homogeneous 1b.03 (7) 9.76 (9) 9.40 (7) Class Comp, 3.1 .05

Integrative-Heterogeneous 9.26 (8) 9.65 (6) 11.00 (3) Tedchers' Att. 1.2 n.a.

Achievement-Heterogeneous 9.94(14) 9.22(17) 8.49(21) interaction 7..2 *C5198

Achievement-Homogeneous 11.20 (1) 8.70 (3) 8.89 (7) R - .32 .104
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tudes, even after controlling class composition. On the other

hand, the findings with regard to tomogeneous achievement orienta-

tion are not as consistent: they are not always associated

with the least favorable students' attitudes.

b) Out of the eleven comparisons made, six show a significant effect

of teachers' attitude and three, a significant interaction.

Although these effects are much weaker than the class composition

one, their significance should not be overlooked. The signifi-

cant main effects are all related to the first three attitudes:

control, aspirations and plans for academic high school. Content-

wise, they imply that irrespective of class composition, hetero-

geneous integrative orientation is associated with a more in-

ter;-;a1 locus of control, a higher level of aspiration and a

higher rate of plan for academic high school. In this last

variable there is also a significant interaction term (signi-

ficant in 7th grade and not significant, but showing the same

trend, in 9th grade) implying that in the disadvantaged classes

over 80 per cent AA stAents) it is the homogeneous achieve-

ment orientation which is associated with a higher rate of aca-

demic high school plans. With regard to school attitudes, the

trend is not very consistent, but students are more satisfied in

ida integrative orientation climate than in the achievement

orie;-ited one. With regard to anxiety the relationship changes:

in "high" classes (up to 40% AA) it is highest when teachers

are heterogeneously integrative oriented while such an orienta-

tion is associated with low anxiety in the other two compositions.

It should be noted that anxiety and school attitudes are much

less related to class composition or to teachers' attitudes.

This table shows clearly that the school climate which is

characterized by more integration-oriented teachers who are rela-

tively heterogeneous in this attitude is, in most cases, associated

with stronger motivation on the part of the students. This is con-

1'J9
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sistent in all class compositions, but it is strongest in hetero-

geneous classes (41-80% AA). To emphasize this point the following

table (27) shows the differences between class attitudes in integra-

tive-heteroge,-,eous and achievement-homogeneous classes. As can

clearly be seen, the main differences are in heterogeneous classes.

Table 27: Differences Between Class Means in Different School Climates

(Integrative-Heterogeneous vs. Achievement-Homogeneous)

Up to
40% AA 41-80% AA 81+ AA

Student Aspiration

7th Grade -.79 1.40 .57

8th Grade -.20 .56 .63

9th Grade .66 -.06

7th Grade -19.6

% in Class Who Plan for
Academic High School

35.0

9th Grade 3.3

- 3.0

- 3.4

Student Locus of Control

7th Grade .31 .50 .14

8th Grade .73 .95 .43

9th Grade 1.05 .60

Although the difference in the locus of control variable in-

creases the higher the grade, this te:idency does not stand for the

other two variables: The differences in student aspiration and per-

centage planning for academic high school in the various school
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climates decrease the higher the grade. To reemphasize one more

point, as can be seen in Tables 26 and 27, the highest percentage

students planning for an academic high school in classes with

81%+ AA is consistently in those associated with an achievement-

homogeneous school climate. Hence, this supports one of our basic

hypotheses, that school climates are differently associated with

motivational variables according to class composition, a point that

should be examined further.

:n order to complete these analyses, we have looked at the

distribution of classes exposed to different climates with regard

to teachers' goal preference (integration vs. achievement) in dif-

ferent classes by composition. In classes of up to 40% AA, the

distribution is 50%-50% between achievement-oriented and integration-

oriented teachers; in integrated classes (between 41-80% AA) it is

55%-45% respectively, and in classes with 81+% AA, it is 74%-26%.

it seems that there is a tendency of certain teachers with certain

attitudes to concentrate in certain classes. Whether this happens

because of pre-selection or as a result of the teaching process,

cx.:e cannot say in this context. However, the trends and the sig-

r-ificant associations with student attitudes which are shown in

the analysis of this relatively small sample indicate that this

avenue of investigation might be worthwhile.

12) Class Composition and Relative Class Position

Up to now we have investigated the relationship between school

climate variables and students' achievement and achievement-related

attitudes in various class compositions. In this section we attempt

to look at relative class position within the school as a factor in

student attitudes. A high-homogeneous class (up to 40% AA) may be

one of a number of similar classes in a school whose overall student

composition is the same. It might also be a "high" class composed

a .s.ctool with a selective policy, whose overall population compo-

sition is 41-80% AA students. Similarly, a heterogeneous class



- 95 -

(with 41-80% AA students) may be one of a few other such classes in

a school with the same composition, a "high" selective class in a

school whose overall composition is above 81% AA students, or a "low"

class in a school with an up to 40% AA students.

Table 28 presents the distribution of classes by their ethnic

composition in the various schools' compositions.

Table 28: Class Distribution According to Class and School Composition

Classes

School Up to.40% AA 41-80% AA 81%AA

Up to 40% AA 24 3 0

41-80% AA 6 26 10

81+ AA 0 1 28

30 30 38

*For one school information on class composition is missing

The concentration of classes in the diagonal of the table suggests

that, at least in these crude categories, most classes represent

the composition of the schools' student population. Yet, twenty

out of 98 classes (abojt 20%) deviate from this pattern by

being either "higher" or "lower" than the overall composition of

their school. Does the relative location of the class within the

school have an effect on students' self-perception and on their at-

titudes and behavior? The "deviation" of a class composition rela-

tive to other classes created in the process of sorting is probably

relevant both for the students in that class and for those in the

other classes.

The relative position of the class may become in itself a

message to the students about their evaluation and their educational
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prospects as the school defines them, exactly as assigning students

into ability groups within each class constitues a message to them

about their evaluation and prospects relative to the other students

in the class. In that respect, a class comprised of 41-80% AA

students in a school where there are less than /!0% AA students (and

thus having classes composed of less than 40% AA and none of 81%+

AA) may be perceived quite differently compared to the same class

in a school with more than 81% AA students. The former is the

relatively "low" class in its school context and the latter is the

"higher" class relative to the other parallel classes in the school.

Such an approach to the investigation of class composition and its

effects does not exist yet in the studies of school climate and

integration. A possible analogy to such an approach (in studies on

the individual level) is in the theory of the "frog pond" and

relative deprivation (Davis 1959, Davis 1966, Runciman 1966). The

fact that the number of classes which "deviate" in composition from

their school composition is almost the same in heterogeneous and

low-homogeneous schools tallies with the finding that the most selec-

tive schools are those with a religious affiliation and with a high

percentage of AA students (Chen, Kfir and Lewy 1976)*

It was not possibla to go into a detailed analysis in this

study on the possible effects of the class relative position on

student behavior and attitudes (mainly due to the small number of

classes) but the findings in Table 29 are an enlightened indication

of the significance that this phenomenon may have.

Considering the width of the ability range in the heterogeneous
school compared to that of the homogeneous ones, one would expect
that in the former there will be a higher pressure for a greater
differentiation of classes.
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Table 29: Class Means in Various Students' Attitudes, by School and

Class Compositions

School Composition

Attitude Class Comp. -40% AA 41-80% AA 81+%

7th Grade

Aspirations -40% AA 16.79 19.78

41-80% AA 15.67 15.63 15.90

81+% AA 12.65 12.87

Total 16.66 15.01 12.96

% Who Plan for -40% AA 63.5 58.2

Academic High School 41-80% AA 30.3 63.5 57.0

81+% AA 37.1 32.0

Total 59.8 57.2 32.9

Locus of Control -40% AA 4.68 4.62
41-80% AA 4.33 4.46 3.40

81+% AA 4.07 4.01

Total 4.64 4.40 3.99

Self-Image -40% AA 15.53 15.15

41-80% AA 14.20 15.76 16.00

81+% AA 15.33 15.85

Total 15.42 15.51 15.86

Anxiety -40% AA 9.63 9.42

41-80% AA 10.00 10.06 9.97

81+% AA 13.21 10.24

Total 9.63 10.01 10.23

AA
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Table 29 (contd.)

Attitude

School Composition
Class Comp. -40% AA 41-80% AA 8144 AA

8th Grade

Aspirations -40% AA 16.86 16.33

41-80% AA 15.13 15.46 15.10

81% AA 13.81 13.94

Total 15.63 15.22 13.98

Locus of Control -40% AA 9.88 9.63

41-B0% AA 9.38 9.57 8.30

81% AA 8.49 8.64

Total 9.81 9.35 8.63

Self-Image -40% AA 14.40 15.20

41-80% AA 13.70 15.00 14.00

81% AA 16.00 16.60

Total 14.30 15.20 16.60

9th Grade

Aspirations -40% AA 16.73 16.30

41-80% AA 14.87 15.28 14.20

81% AA 13.41 13.02

% Who Plan for -40% AA 67.2 58.0

Academic High School 41-80% AA 22.5 47.1 30.0

81% AA 20.0 23.0

Locus of Control -40% AA 13.9 14.1

41-80% AA 14.0 14.0 14.5

81+% AA 14.2 13.8

Self-Image -40% AA 14.72 14.40

41-80% AA 12.25 14.10 13.00

81+% AA 14.50 15.41
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Sihce the ethnic composition of a class is generally an approxi-

mation (although not identical) to both its S.E.S. level and its

academic level, we refer in our discussion of the finding to classes

with up to 40% AA students as "high" and those with 81% AA as "low"

classes. The findings in the table Seem to indicate that the rela-

tive position of the class in the school is related to its students'

attitudes (also expressed by class means).

a. As irations: The findings on this variable are mixed.

In some cases the relative position of the class seems to have an

effect on aspirations, in other cases it seems that the class

composition as such - unrelated to its ranking among the classes

in the school - does not have an effect and the school composition

is the major determinant of mean aspirations.

b. Per cent planning for academic high school: This finding

appears also when checking the percentage who plan to go on to aca-

demic high school in the various class compositions within he dif-

ferent school compositions. In any case, the differences which do

appear as related to the class ranking seem smaller than those

which exist between the various classes according to their composi-

tion and between schools according to their composition.

c. Locus of cpntrol: Here, the classes which are "lower" in

relation to their school composition have a more externalized locus

of control than similar classes whose composition is the same as

their school's. Those differences are greater in 8th grade than in

7th grade and disappear at the end of 9th grade. Still, it is quite

clear that both school composition and class composition - within the

specific school - are associated with a clear ranking of locus of control.

d. Self-image: The differences in mean self-image among the

various schools are very small with a tendency for image to be lower

in high-homogeneous schools. This, by itself, is an indication that

self-image is probably elicited through a process of .'nternal.com-

parison.
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The mean self-imago of a class whose composition is "lower"

relative to the overall school composition is lower than that of

a similar class in a school composition that "fits" the class

composition. Thus, for instance, the self-image of a heterogeneous

class (41-80% AA) in a school with up to 40% AA is lower than that

of the same composition class in a heterogeneous school (41-80% AA).

The same is true for classes with more than 80% AA in heterogene-

ous schools as compared to such classes in schools with similar

composition.

e. Anxiety: The dominating factor which affects the level

of anxiety is the percentage of AA students, either in school or

class, and it is not affected by class ranking in school.

A possible explanation for these findings can be found in

considering the normative and the comparative dimensions as edu-

cational processes which mediate educational outcomes. In their

normative function, reference groups act as norms-definers

inflt.:encing their members to conform to those norms and behave

accordingly. In their comparative function they are used as a

scale against which members can compare themselves. Another,

maybe Lomplementary explanation is in viewing the class ranking

as a symbolic message for its members, which defines for them

their position in the system and their future opportunities, and,

thus, influences behavior as an outcome of this definition (St.

7John 1975, Spady 1973, Dar 1980). If the home room class, which

in Israel is the most significant educational and social unit, is

our unit of analysis, then other clasaes in the school may serve

as a reference for comparison, while the level of the class it-

self (its composition, in this case) and/or the level (composition)

of the school to which the class belongs serves as the normative

reference.

In this sense, and in relation to our findings, it seems that

the three variables, self-image, locus of control and aspirations,

11 7
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could be viewed as a continuum of motivational variables when the

first (self-image) is effected mainly through an internal compara-

tive process and the latter mainly through a normative process.

In the first case, the class's self-image is dependent on its

relative position in the school, either through comparing itself

with other classes or through the symbo:lic message that such a

position carries. The class's self-image is lower when it is

relatively "low" in its school context. Locus of control and

aspirations even more, on the other hand, seem to be more affected

by,the class, or the school, as a normative reference and less by

the ranking of the class within the school.

Undoubtedly, we should consider the analysis very cautiously,

since it is mainly descriptive. Furthermore, the comparison it-

self is based on a relatively small sample and quite crude compo-

sitional categories. Neveitheless, since this is a 1.e1ative1y

new angle of analysis, it seemed worthwhile studying even under

these restribtions.
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13) Summary and Conclusions

Although learning is a function of individual effort in the school

system7 it cannot be treated as a separate phenomenon detached from the

atmosphere of the whole school. This holds particularly true for the

disadvantaged. Here, the teacner's attitude, peer group behavior and

school policy in general may turn out to be vitally important compon-

ents in the learning process. Although school climate is a fundamen-

tal phenomenon in educational research it is a highly perplexing one.

A survey of the literature clearly reveals that no common conceptual

framework or classification of school climate has yet emerged. Each

researcher has developed his own concept and definition of the phenom-

enon; yet essentially, they refer to the same thing: the interrelation-

ships between the individual and the sets of attributes of the environ-

mental unit in which he functions.

In Israel, efforts towards narrowing the cognitive and social gap

between pupils have been directed towards integration through struc-

tural changes in the educational system, along with expected changes in

the educational process as well. School climate is one indicator of

te educational process and its effect may be particularly important

in the context of the integrated school. Hence, the main purpose of

this st ,cly is to analyze the relationships between the "school climate"

and the different educational outcomes for students in various class

compaiitions, i.e., various integrational situations.

The elements of school climate in this study reflect the quality

of teaching input (teachers' level of education) and school educational

policy. School policy could be viewed on two levels: First, as

reflected through declarations, i.e., staff attitudes toward central

components of the learning process; and second, as reflected in actual

patterns of the implementation of integration policy. The former is

reprssented in this study by teachers' attitudes toward the main goals

of the reform (achievement vs. integration) and their pedagogical
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approach (authoritarian vs. progressive). The latter is represented

by the level of school selectivity.

The findings reported are based on a secondary analysis of data

frcm the Junior High School Study, which was aimed, at evaluating the

reform in the Israeli educational system (Chen, Lewy and Adler 1978).

:t also draws o5 the conclusions of a case study of five integrated

junior high schools (Rash, Adler and Inbar 1980).

The first phase of analysis was carried out on the school level.

The central policy of the Ministry of Education regarding the reform

explicitly suggests that all formed middle schools will be integrative,

that integration will be carried out at the homeroom class level, that

the middle school will be attached to a prestigious high school and

teachers will be authorized academic teachers. However, the specific

demographic and structural situation in each district limited the

possibility of carrying out such a unified policy and resulted in a

variety of schools in terms of both their student body and their staff

compositions. An SSA analysis based on teachers' variables revealed

the existence of two distinctive climates in schools: an achievement-

conservative climate and an integrative-open one. These two poles

were related also to students' variables: locus of control, aspira-

tions, achievement and anxiety. The elements which consistute the

tio types of climate were also related to student body composition,

re...Baling that the achievement-conservative climate prevails more

in schools with a higher percentage of AA students. One cannot infer

from this analysis a causal relationship between climate and students'

outcomes (achievement and attitudes). Yet, the mere fact that such

relationships exist is important arA illuminating.

Thc e is an uneven dispersion of the population in terms of both
its ethnic and socio-economic composition in various districts.

This fact is even more pronounced in the two sub-systems: the

secular and the religious public schools.
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Moreover, an in-depth case study of five heterogeneous middle

schools suggests that differences exist even between schools which are

relatively similar in their composition. Schools are given a rela-

tively high degree of autonomy; and school policy, which appears to be

determined to a great extent by the principal's orientation, ability,

determi,ation and leadership, is related to many facets, e.g., the

school climate, the organization of classes, and staff orientations.

Kaowing that class ethnic composition is not always a mirror of the

school composition (as a result of intra-school policy) and hypothe-

sizing that different classes may be differentially sensitive to

school climate, we moved in the second phase to a set of analyses on

the class level. The class ethnic composition gave us explicit in-

forffation on the peroentage of AA students in the class, but the

high correlation, on the aggregate level, between ethnic, socio-

economic and intellectual composition, suggests that the different

classes represent different educational environments for their

dents. It is important to learn about the relationship between school

climate and various educational outcomes in such varying class environ-

ments,

The analysis of variance between the three class compositions

(..;p to 40% AA, 41-80% AA, and above 80% AA students) and the correla-

tional analysis in these three class types, revealed different asso-

ciations between teachers' variables in the various class composi-

tions and differences between class compositions in students' variables.

These were the first indications that different educational processes

may be takiag place in various classes and that it may be worthwhile

to analyze them separately.

Regression analyses of academic achievement on climate variables

- for the entire class population and by class composition - did not

produce very meaningful findings. Taking into account the tight con-

trcl on previous achievement and on class composition together with

the fact that climate effects are usuall.: not very strong, this is
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undersndable. Still, it is 'interesti]g to note that in

classes !kith less than 40% Afro-Asian students the explanatory power

of climate increases as grade level rises.

Further regression analyses were carried out (in the above man-

ner) on classes' attitudinal variables: aspirations, plans for high

school, locus of control, self-image and anxiety. Findings suggest

that level of aspiration and plans for high school are related to

teachers' integrative orientation, and locus of control was more

internal with the more integrative oriented teachers. There are also

indications that classes may be differentially sensitive to the ef-

fects of school climate in different grade levels and according to

their ethnic composition. For example, aspirations are more related

to school climate in the 8th and 9th grades than in the 7th grade.

In classes with up to 40% AA students, teachers' integrative crienta-

ion is not related to class aspirations, whi2e in the other two com-

positions it is relevant. The more integrative oriented the teachers

are, the higher the level of aspirations. A similar trend appears

with regard to plans for .academic high school.

The relationships between classes' attitudes and climate were

also analyzed separately in the three types of school selectivity -

the measurement of actual school policy. The findings were not very

consistent, but there were indications that the effect of climate is

different in the various policy contexts and that it is strongest in

schools with medium level selectivity. It may be that when school

policy is carried out in an extreme and clear-cut fashion, this in

itself defines the climate, while in the less clear situation -

medium selectivity - other climate variables are more relevant and

have thus an effect on students' attitudes.

A different approach to climate was used in a further analysis.

Here, we assumed that not only the mean level of teachers' attitude

relevant trit also its yariance. Whether the school staff is more
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unified in their educational attitudes or more diversified in their

opinions, may be relevant to the climate created in the school and

to a degree also have different effects on classes. Thus, each of

the two teachers' attitudinal variables (goal preference and author-

itarian vs. progressive approach) were categorized both by level and

by variance. This created four climate categories for each of these

variables: high-homogeneous, high-heterogeneous, low-homogeneous,

and low-heterogeneous atmosphere.

In relating these categories to students' attitudes, it appears

that a more unified (homogeneous) progressive attitude in the school

is associated with a higher degree of internal control, higher level

of aspirations, less anxiety and a more positive attitude toward

teachers and school. At the other end of the continuum, in terms of

these students' attitudes, was the homogeneous-authoritarian category.

As far as the "goal preference" is concerned it seems that

variation in teachers' attitudes, which on the average tend to be

more integrative oriented, is the most conducive climate, and the

;J:mogeneous-achievement orientation is the least conducive climate

in terms of students' attitudes. These findings are quite consistent

but it seems to be stronger in heterogeneous classes (41-80% AA).

In the last analysis, an entirely different approach was applied.

Teachers' variables as indicators of climate were altogether disre-

garded. Instead, relative position of the class within the school

was related to students' outcomes. Since about 25% of our classes

had a different composition than the school composition, we could

determine their relative position in the school ("higher" or "lower"

relative to the other classes in the same school). The findings sug-

gest that the relative position of the class distinguishes between

classes' outcomes mainly with regard to selfimage and locus of

control and, to a lesser extent, to aspirations. Probably class

location withi.n the confines of the school carries a message in itself

123 .
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which may affect students' attitudes and behavior. The effect for

self-image is different than that for the other attitudes, indicating

that the first is probably affected through comparative reference,

while the latter are more affected through normative references.

Although teacher61 variables were not used in this analysis,

the very fact that classes in the same school are differentially

composed is an indicator of school policy which probably has implica-

tions for a wider range of educational processes in the school.

Schools which formed more homogeneous classes usually tend also to

use other selective mechanisms (grouping and streaming) excessively.

Teachers' accountability for various groups of students becomes dif-

ferential and in many cases the teaching process within the classes

is differential, catering mainly to the "better" classes with the

more promising students.

It should be remembered that i5 the whole set of analyses

students' outcomes are measured as classes' means. On the one hand,

any significant relationship found between climate variables and

classes' outcomes is meaningful; it means that school policy and

teachers' educational attitudes have some effect on these classes.

On the other hand, such an analysis does not allow any specification

of the relationships between climate and a specific group of stu-

dents in a specific class situation (for instance, disadvantaged

students in a heterogeneous class).

The findings seem to produce some evidence that question the

uni-effect of school climate in all class contexts. It may very well

be that school climate has a differential effect on different types

of classes (by grade and composition), on the one hand. On the other

hand, class composition in a certain school context (class relative

position) is in itself an outcome of school policy and may constitute

a symbolic message to the students affecting, as a result, their

attitudes.
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This line of investigation would be worthwhile in future

research with less restricted data and better design which the

secondary analysis in this case could not afford. Further

research in this direction should be based on a much more intimate

k,lowledge of the unique organizational context of each school, as

L. the five case studies of Resh, Adler and Inbar (1980).

Two more points should be emphasized for future reference.

First, the geheralized approach toward school climate tends to

overlook the degree of heterogeneity of climate, i.e., the ndegree

t- school climate is an homogeneous phenomenon which reflects

the attitudes and behaviors of all or most of the participants

ccncerned. It is a combination of more than one set of coherent

attitudes. LI our case, it can be seen in the differential ap-

proach toward the main goals of the educational reform (achieve-

me;.t vs. integration).

Second, and this complements the above line of thinking, an

of the effects of school climate should be dealt with in

a longitudinal approach. Undoubtedly this might create great dif-

ficulties to further research, but the trends revealed in this

study imply that school climate might have changing effects with

time
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Appendix 1: The Variable List

A. Teachers' and School's Variables

Variable's Name

1. Selectivity

2. Teachers' Level
of Education

Description of the Variable

A school variable. An index composed of 2
dichotomous items; drop-out rate and the
degree to which homeroom classes are
homogeneous.

School's mean of teachers' education.

3. Teachers' Pref- An index constructed from teacher's answer
erence of Educa-
tional Goals

4. Authoritarian
Attitude

5. Progressive
Attitude

6. Satisfaction
in Work

7. Perception of
Problems ia
School

about the degree of importance which he relates
to the educational goals of the reform.

A composite index of 5 items referring to
required homework, punishment, discipline,
involvement in students' decisions, etc.

A composite index of 6 items which refer to
educational approaches such as encouragement
of students' initiative, leadership, criticisms
independence, participation in decisions, etc.

A composite index of 5 items on teacher's
level of satisfaction in his work.

An index composed of 13 items referring to

teacher's perception of the degree to which
various problems exist in his school
(students' background, discipline).

Variable range

1 - low selectivity
3-2 - high selectivity

1 - low
27 - high

(-3)- integrated oriented
(+3)- achievement oriented

1 - progressive
5 - authoritarian

1 - conservative
5 - progressive
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1 - low satisfaction
5 - high satisfaction

1 - very difficult problem
4 - no problem



B.

Variable's

Students' Variables

Variable rangeName Description of the Variable

1. Locus of control The individual's sense of controlling his destiny. 3-6 - 7th grade

The index was constructed of 3, 6, 6 questions in 6-12 - 8th grade

7th, 8th and 9th grades respectively. 6-12
low
high

- 9th grade
- external
- internal

2. Academic Self- Based on 4 questions referring to the student's 4-24 - 7th grade

image image of his academic performance. 1-6 - 8th grade
1-6
low
high

- 9th grade
- very weak
- excellent

3. Anxiety A composite index of 8 questions, based on 8 - low anxiety

Sarason's school anxiety questionnaire (1960). 16 - high anxiety

4. Aspirations A composite index based on questions about the 4-19 - 7th grade

student's educational and occupational aspirations. 4-17 - 8th grade
4-17
low
high -

- 9th grade
- low aspiration

high aspiration

5. % Who Aspire to
Continue in
Academic High
School

6. Satisfaction
with school

Achievements

8. Placement io
agh School
(PHS)

The percentage of students in the class who plan

to continue their studies (after middle school)

in academic high school.

A composite index of 4 questions related to the
student's satisfaction with social life and the

learning situation in his school.

The mean achievement (% of correct answers) in

six standardized tests.

The type of high school in which the student is

studyiag in 10th grade (retrieved from the follow-

.up of the students after they moved to high school),

4 - not satisfied
12 - satisfied

1 - does 'lot study
does not work

- academic high
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