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ABSTRACT

The purpose of this study was to explore what school climate factors influacberte
job satisfaction and receptivity to change. A survey based upon currentiteenats developed
to assess teacher perceptions of the factors which may influence jédciatisand receptivity
to change. A regression analysis was conducted to determine impact of thehooleebmate
factors on teacher job satisfaction. A second regression was conducted using sicbomhe
climate domains and satisfaction to evaluate which factors had an impactioer tegeptivity
to change. Study findings indicated that (a) study participants repttthiee two factors
which influence job satisfaction in an educational environment: administration anatiiosnal
management, (b) participants’ also reported there to be three fatiolsinfluence receptivity

to change: administration, student academic orientation and student activities.
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CHAPTER 1

INTRODUCTION

An organization’s climate can be defined as the feelings, attitudes, anddog thiaat
comprise life in the organizational environment. Participants in an organizationale may
view the interpersonal relationships positively or as inadequate. Effectnvates tend to have
positive relationships. Moos (1978) defined school climate as an individual and exgerientia
learning environment in which students have unique opportunities provided for them within
parameters established by the school teachers and administrators. Mded thigse social
environments into three factors: relationships, personal development, and systéenanae.
Relationships include interaction and social reciprocity in the classrowralless teacher
reinforcement and goal orientation. Personal development is based on interpersonal
relationships, self-enhancement, and goal attainment. System maintercnges relationships
to the social environment and system change. Moos believed that educational envgonment
depend largely on the people in those environments as well as the outcome whichdsbgesire
participants of that environment and posited that an educational environment focused on
relationships, personal growth, and system maintenance will be successfuleiméenpihg
systemic change.

Although teachers, administrators, and researchers use different termitobtpcribe

school climate, they seem to agree that the term refers to the generglafuhbt school
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experience (Center for Social and Emotional Education, 2008). Furthermore, schatd ©im
based on patterns of school perception by students, parents, and school personnel ofesesseral ar
of schooal life including school standards, objectives, attitudes, relationships, pgdagog
learner effort, and the school organizational structure (Center for Sodi&naational
Education, 2008).

School climate essentially characterizes the educational enviromreehtilding or
classroom. Characteristics of schools, such as the building architectureeaperganal
relationships between students, faculty, and administrators, are amonggtise fctors that
impact and define school climate (Marshall, 2007). Researchers agre¢ntmtciionate is
multidimensional and influences the individual relationships in the school environmerit as we
academic success. Freiberg (1998) supported the idea that climatéfisasigin establishing a
healthy school environment which will yield positive educational results. Thectéastics of
climate often describe the atmosphere of the school and can vary significamtiychool to
school within a school district (Gonder & Hymes, 1994).

To determine the key components of climate, some researchers focus on tHalleanti
time spent in the interaction between children and adults, while others focus onafuality
interactions between adults and children (Kuperminc, Leadbeater & El@ft).2Still others
focus on perceptions of the environment by administrators, teachers, and students (Johnson,
Johnson, & Zimmerman, 1996) or on the relationships between students and teachers (Manning
& Saddlemire, 1996). While researchers often disagree on which aspect o chirtiee most
important, all are in agreement that climate is important to the overallssuatca school.

Given the importance of school climate in the overall functioning of a schoolniths i

best interest of all participants for educational leaders to periodicalgsate school climate.
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There are many measures for use in evaluating a school’s climate. Tu Slimate Survey
assesses seven dimensions of school climate, specifically focusing on ptrdeptions of
achievement motivation, equity, order and discipline, parental involvement, student
relationships, student-teacher relationships, and sharing (Haynes, Emmons, & {388
The Charles F. Kettering School Climate Profile (CFK) evaluateso$climate from the
perspective of teachers and administrators, with additional sections for shyéntThe CFK
evaluates general climate factors such as respect, trust, moraleuojppdor expression,
growth and support, cohesion, school renewal, and caring (Johnson & Johnson, 1997). The
National Association of Secondary School Principals School Climate SuréSSR; 1986)
measures ten domains that affect school climate: teacher-studeati@ftilsecurity and
maintenance, administrative leadership, student academic focus, guidasesnamtj student
behavior, student-peer relationships, parent and community-school associationgianatruc
management, and extracurricular activities.

Garrido, Cobb, and Jackson (2008) suggested that many aspects need to be evaluated
when analyzing school climate and its effect on students. According to these abtharsas
of greatest impact on students are extracurricular activities, fhgslparental and community
involvement, teacher-to-teacher collegial relationships, and physpedtasf the educational
facility. Freiberg (1998) suggested that another dimension of school climdtebe measured
by evaluating disciplinary policies and attendance records of the stuigdaaisers, and staff. If
there are excessive absences of the participants in the environment,didre aproblem
within the climate that is contributing to the absences.

School climate influences all participants in the environment: children, paeadkets,

and administrators. School climate can positively influence the environmena@ubstantial
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impediment to learning (Freiberg, 1998). According to Freiberg (1998), some of the methods of
assessing school climate may appear similar to community chatigévies. Teams are

encouraged to plan, initiate, and evaluate solutions to problems that are empaesalfied

from a needs assessment. Several solutions can be implemented for the whole gbhool, w
selective interventions for high-risk members of the environment and supportivemiens

which may be used by all participants in the environment at different times.

School climate can be a source of educational opportunity or an impediment to
opportunity (Waugh, 2000). It can therefore be assumed that when there isaioalterthe
climate, optimal performance may not be achieved during the time of the changbker$eac
appear to be greatly affected when a change occurs. Chauvin and Ellett (1998esLidnge:
teachers will tolerate some types of change but will strongly rdsastges that are perceived to
alter or threaten established normative patterns and beliefs. The compleézagher
receptivity may have important implications for change processes. Waugh (2000) hfaund t
teacher receptivity is made up of four aspects: features of the chaegecempared to the
preceding system and classroom usability, managing the change at sahmofor the teacher,
and whether the teacher perceives the change to be valuable for students

Research also has found that teachers tend to resist change that is meuetat
once. Freilich-Hjelle (2001) suggested that the process by which school distpEment
change may have negative implications for the success of the ct&iligand Schwartz (2003)
posited that when teachers’ demonstrate reluctance to change in can hesdaasstr
communicating their dislike of the change, in effect clarifying which sdoatneed to be

evaluated and which situations may need to be resolved.
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Another factor to be considered in receptivity to new interventions in a schoathsitea
job satisfaction. Job satisfaction is the reaction of an individual to his or her work erefiripnm
co-workers, and status within the work or company structure. It has beentedrtelapecific
outcomes such as productivity and receptivity (Rice, Gentile, & McFarlin, 1991)ofi(§$992)
suggested that teacher satisfaction with their chosen vocation may inflberqeatity of
educational experience delivered to students, and that teachers who do not feedd upploet
educational environment may not do their best work in the classroom.

Statement of the Problem

Change is often viewed as disruptive by many teachers and perceived atta theea
framework of educational principles (Mellencamp, 1992). Giaquinta (1973) assvixiranan
and McLaughlin (1976) indicated that receptivity to new school initiatives comesadtages.
The first stage is implementation, in which ideas are introduced with procedines$ailowed.
The second stage is routinization, or incorporating the new methods into current praotice. T
third stage involves permanent incorporation, when the newly initiated change becomes
permanently integrated into the school practice. Since the introduction of No €fiiBlehind
legislation in 2001 and its subsequent reauthorizations, teachers and adminestea¢oeduated
and held accountable for school success and failure. School leaders are alsspoelsilile for
implementation of structures and processes that facilitate studentss(lasigiswood & Riehl,
2003). However, there has been little research conducted to demonstraterssaagiatity to
the processes introduced by the school administration.

Another facet of productivity and receptivity is teacher job satisfactioa. stndy
conducted by the National Center for Educational Statistics (1997), teacheiftediseveral

factors that lead to job-related satisfaction, including administrator suppoew initiatives,
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decision-making roles, and routine duties. In this study, 34% of licensed teaohidarsgyin
schools reported lack of support by administration, community, and family memberdegits.
The same teachers stated that it was a waste of time to perform theis bas@acher, and that if
given the choice to become a teacher again they would choose a differenigmofess
Purpose of the Study
The purpose of this study is to develop an understanding of the relationship between
school climate, teacher job satisfaction, and teacher receptivity toechahg primary method
of analysis is regression, with survey data being used to determine dnshagis exist between
nine domains of school climate that are supported by literature, teacher $dctat, and

teacher receptivity to change.



CHAPTER 2

REVIEW OF LITERATURE

In this section, literature and research are presented to examine thesalealfclimate
and teacher job satisfaction and how they relate to teacher receptivitymwgecha school
environment. The focus of the review is upon organizational climate studies whiclyligihé
environmental factors impacting the performance of teachers. This rexgewsses a historical
perspective of climate and its importance to teachers and learners irobaschell as
previously developed theory and assessments to determine the effectivertiesatefand job
performance.

School Climate
What |s School Climate?

Essentially, school climate is defined as how the participants of educdéatswehin a
school. Haynes et al. (1993) defined school climate as the quality and frequanteyauition
that takes place between the educators and the learners within a schoolxpléiege that
relationships within the school environment have an impact on the quality of the schaté;clim
the relationships between the administration, teachers, staff, and largeuniynare all
considered components of school climate. Quinones (1987) also referred to schaeladitha

guality of life and human interaction within a school setting.
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The expectations of the participants in the environment play a role in the develgbment
a climate. The participants identify problems and decide upon effective saluiibase
elements have an effect on how the participants within the school see themse lutdses.
According to Brookover et al. (1978) , within the social psychological realnothal €limate
within a school encompasses a composite of variables which are defined and gdrgdinee
participants. Therefore, climate within a school can be seen as refliaitfgel” of the people
who work within the school (Sweeny, 1992).

School climate can be defined in many ways. Halpin and Croft (1963) suggested that
school climate is the feel of a school. This is often interpreted as the eleangnstrated by the
participants of the environment. Norton (1984) suggested that school climate ectvell
personality or what makes a school unique. Administrators, teachers, suppansgtatudents
are all participants within the school environment and are referred to as the tamaonent of
the climate, or the human environment. It is possible for there to be differendesate @cross
educational environments within the same district. Climate surrounds and impagtkiag
that happens in an institution (Freiberg, 1998).

In their study of the organizational climate of schools, Halpin and Croft (1963) sedjgest
six types of climate: open, autonomous, controlled, familiar, paternal, and.clasezpen
school climate is one in which administration and faculty behaviors are supportiveyegema
engaged. An autonomous climate is an environment in which teachers and adminisgators us
skills such as collaboration, interdependence, and problem-solving and welcome amasati
sign of improvement and progress. In the controlled school climate, independencbiteaxhi
among the faculty and leadership is primarily provided by the educational adatiois A

familiar school climate tends to be less formal and more flexible in respmtise needs of
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students, families, teachers, and administrators. Paternal climates inti@\e®bperation of
administrators with teachers. This type of school climate has a matramgosphere, with the
school administrator in the role of leader and the environmental participantsoadisates. A
closed climate is characterized by lack of genuineness, game playing, dodakla
disengagement. These climate types were based on teacher input on fouers$izzaaetith
regard to teacher relationships (impediment, familiarity, withdrawal uaity) and on four
factors based upon principal and teacher relationships (productivity, relationshimaeoida
consideration, and trust). In essence, the degree of openness of a school direatsidt of
the quality of relations within that school.

Freiberg (1998) suggested that the climate of a school is a function of matfdest
These include principal administrative style, collegial relations npaeacher relations, student-
teacher relationships, student-teacher instruction-based interactysicgblenvironment of the
school, and peer relationships of the students. Howard, Howell, and Brainard (1987) identified
other factors that may influence a healthy school climate, including tHeofezgteem,
confidence, opportunity for contribution, cohesiveness, compassion, determination, and school
revitalization

School climate can be seen as the heartbeat of a school, or the feeling of ehsthool t
leads learners, educators, and staff members to enjoy and look forward tattsmihgol each
day. Apart from this, school climate can be seen as the attributes of the schbelgha
individuals feel valued and esteemed, while at the same time fosteringeacddelonging to a
greater purpose beyond themselves (Frieberg & Stein, 1999).

Creemers and Reezigt (1999) stated that schools should be viewed as having fiessonali

of their own. Climate surveys measure the perceptions of the learners stadérants of



10

certain characteristics of the school such as size of the classes and, schamaitor stability,
educator morale, the characteristics of the learner body, administilatcater rapport, shared
decision-making between administration and educators, levels of comtmmamistudent and
teacher relationships, teacher interaction with one another, and learr@pgoth. Other
factors include teaching peer relationships, school and community relationshipsiber of
persons involved in the education process, peer norms, level of expectations thatedndator
administrators have of each other and for the learners, emphasis on academaids, sgstems,
punishment systems, and consensus about clearly defined goals (Gonder & Hymes, 1994

School climate is not a new issue. In 1908, Arthur Perry, the principal of a school in
New York City, wroteThe Management of a City Schaaol which he emphasized the
importance of the school surroundings to support the learner. According to Friebé)y {199
1950s saw a revival of the issue of school environment and the relationship betme¢a atid
student success. In the 1960s, Halpin and Croft (1963) developed the Organizational Climat
Descriptive Questionnaire, which evaluates school climate based on s»ofypadership role
of administrators and their relationships with teachers. In 1978, Brookover et al. began t
investigate the influence of social climate in schools and its impact on sagfeevement.
During this same era, Walberg (as cited in Fraser, 1994), expanded on thene€ightrest in
schools and proposed assessments of school climate to assist school adminstrat@better
understanding of their climate’s strengths and needs. This included earbngesf the
Learning Environment Inventory (Fraser, 1994).

School climate can be linked to the effectiveness of a school. Fisher and(Fe86¢
stated that together with curriculum, resources, and leadership, schuaikanakes a major

contribution to the effectiveness of a school. Educational literature contains sabstgort



11
for the importance of school climate as a predictor of school effectivenessondeCDaniels,
and Perry (2008) suggested that school climate not only plays a major roleffethiweness of
a school but also has an influence on the learners’ achievement. Brookover et al. (1978)
investigated the relationship between a school’s social system and teachomgesiby taking
into account the social structure and climate in the schools they studied. otlihdyttiat school
structure accounted for 4 % of the variance in achievement and that the dirtfa¢ school
accounted for more than 4 %. More recently, Worrell (2000) indicated that percédioedl sc
climate is a major variable in school completion. According to Haynes &BaB), a positive
climate in school contributes to the reduction of absenteeism and related problems. School
policies and staff also have an impact on academic performance and studesits’ ddwether
or not to stay in school. Positive school climate affects other aspects of schtiohingcsuch
as the acceptance of academic and behavior standards by learners antestgfup relations,
interpersonal relationships among learners and staff, and overall school tsatisfamng
learners, staff, and parents (Haynes et al., 1993).

Freiberg and Stein (1999) suggested that a school creates a nurturing eenirfmmm
learners and parents, stimulates educators, and elevates the staffs |@theommunity.
However, this can only occur in a school where the climate is positive. Teachinguanage
occur more frequently in a school climate that demonstrates positivity, ocdgteousness and
facilitates safety. According to Sugai, Simonsen, and Horner (2008), dierbethavior
decreases the effectiveness and efficiency of a school. Unfortunatelylssateofaced with
many challenges and are experiencing difficulty in providing a faolieaof effective and
positive teaching and learning environments. These challenges include lackpdingis

increased violence, reduced time spent on instruction, and regular use of punitiveemaad
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exclusionary programming. Furthermore, many schools demonstrate fagleghistto provide
individually appropriate educational opportunities for learners with cogratgeptionalities
and learners who come from cultural minority backgrounds, suggesting a las&rafyflwith
specialized behavioral practices (Sugai et al., 2008).

While the majority of researchers have emphasized the importance of slunate,
there are those who have recommended caution when considering the impact of sohtel cl
on the educational environment. According to Webb, Wilson, Corbett and Mordecal (1993),
there has been little regard for the applicability of school climate acanigsis contexts such as
elementary and secondary school. Factors which impact the climatehafcd are measurable,
but there have been few proposals about how to change those aspects of climadatiang.
Another limitation to the research is that many suggestions for climptevement are based on
research in schools which have demonstrated exemplary traits. These snggkstiot always
apply to schools that are having difficulty with change implementation becaysdotinet
account for the fundamental factor of human diversity in a climate.

Apart from these limitations, climate factors are usually intezdridr use by the
individuals who function in the environment. However, perceptions regarding their raakire |
objectivity (Creemers & Reezigt, 1999). For example, the perception of stinoaiecrmay be
different for the principal, educators, and learners even though they work ittemithe same
school. Nevertheless, Fraser (1994) suggested that there are adviantsges perceptual
measures. First, pencil and paper perceptual measures are economical. Se@ptdaperc
measures are based on experiences. Third, perceptual measures involve threaethlga

judgments of all participants in the environment.
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Assessing School Climate

Researchers recognize that learners and staff are influenced liyntite of the school
in which they learn and work and have developed measures to evaluate the vpaotsas
school climate. Freiberg and Stein (1999) suggested direct and indirect meth@dsofiny
school climate. Direct methods refer to data collection using climateysulassroom
observation, interviews, video-taping, journal entries, narratives, and focus.gitugse
methods of assessment can give an accurate view of climate and allovatbsef its impact.
Indirect methods refer to existing data sources such as the records kept by sdsciabois, or
the local education authority, which can give a historical perspective ofyzastsses and
failures. Direct methods of evaluation yield the most valuable informatiomifoingtrators
because they provide a clear view of the strengths and needs of a school dimithatrators
can amend policies for areas of need and support areas which are succesbrg(Br Stein,
1999).

Perry (1908) emphasized the importance of school surroundings in supporting the learner
According to Freiberg (1998), with economic upswing, population growth, and a drive for
success, the 1950s saw a revival of the issue of school climate and how it releaedeis!
success. Inresponse to increased interest, researchers developed susgegs school
climate. In 1963, Halpin and Croft developed the Organizational Climateipiesc
Questionnaire (OCDQ), which is a Likert scale measure designecetgnaae schools
according to the type of organizational climate as perceived by the fatei@gh school.
Kottkamp, Mulhern, and Hoy (1987) modified the instrument for use with older students in
secondary schools, while Hoy, Hoffman, Sabo, and Bliss (1996) revised it for useémtley

schools.
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The OCDQ is one of the most referenced measures of elementary schod@. cliimat
elementary version (OCDQ-RE), consists of 42 items and describes fountygmémol climate:
open, engaged, disengaged, or closed. The secondary version (OCDQ-RS), has &dditem
measures two dimensions of principal behavior (supportive and directive) and themsidns
of educator behavior (engaged, frustrated, and intimate). The results fronsthisent are
useful for providing a framework for examining aspects of and developing plactsafoging
leadership behavior and motivation strategies within the school setting (Mc@brhs2008).

The OCDQ for middle schools (OCDQ-RM) was developed because there was no
instrument designed for use with children in that age range (Hoy et al., I986DCDQ-RM
consists of 50 items with six different dimensions; three dimensions measwipgbehavior
(supportive, directive, and restrictive) and three dimensions measureaecetsyvior
(collegial, committed, and disengaged). As defined in the OCDQ-RM, a supportivgaki
will be goal-oriented and directed toward fulfilling the social needs #sawéask achievement
needs of the faculty. The principal is genuinely concerned with teacherstey&faelpful, and
motivates staff using constructive criticism, setting an example, andingpgdesitive work
ethics. On the other end of the principal behavior is the directive principal, wiwwasigid in
behavior and provides consistent monitoring over all aspects of the school’s functioning.
Restrictive principal behavior hinders rather than creates opportunity ébetgaroductivity.
This behavior includes additional paperwork, requiring committee membership, and making
other demands that may interfere with teaching responsibilities. The GRBD{Qeludes
categories of teacher behavior. The collegial teacher is supportive of openfasdipnal
interactions between teachers and demonstrates friendliness toward colleBgriesmmitted

teacher focuses on students and their development both socially and intellet¢teséiytetachers
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often stay late after school to help students or prepare additional learniniieador their
students. Finally, the OCDQ-RM identifies the disengaged teacher, who detesnsétaavior
which signifies low investment and focus on professional activities. Theserteaohe
surviving, not thriving in their work environment, and often have strained, critical, and
unaccepting relationships with their colleagues (Hoy et al., 1996).

Fisher and Fraser (1990) developed the School Level Environment Questionnaire on the
assumption that school climate is affected by three dimensions: relatiomstiipsschool
environment, personal development, and system maintenance. The first sectiaesdestif
nature and intensity of interpersonal relationships and evaluates the extesbagpe
involvement, including how the teachers in the school support and assist one another. Questions
in the section on personal development relate to personal growth and self-enhandément.
final section relates to system maintenance and evaluates thenestedf the environment, the
clarity of expectations, the extent to which control is maintained, and respoissiverahange.
This instrument includes methods to evaluate student support, belongingnesszapeniaf
interest, staff freedom, active participation in decision-making presegsiovation, adequate
resources for change implementation, and performance-based job pr@$sifchool Climate
Survey contains seven dimensions of school climate, specifically focusingdemisperceptions
of achievement motivation, equity, order and discipline, parental involvement, student
relationships, student-teacher relationships, and sharing (Haynes et al., 1993).

The Charles F. Kettering School Climate Profile (CFK) is anotheruneads school
climate. This instrument focuses on teachers and administrators, with addidonahs for
student input. The CFK evaluates general climate factors such ag rasgeécmorale,

opportunity for expression, growth and support, cohesion, school renewal, and caring (Johnson
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& Johnson, 1997). The National Association of Secondary School Principals School Climate
Survey (NASSP, 1986) assesses ten domains that affect school climate:s$aabdme
relationships, security and maintenance, administration, student academiatan, guidance,
student behavioral values, student-peer relationships, parent and community-school
relationships, instructional management, and student activities.

A variety of classroom climate instruments have also been developed. EB£8Br (
discussed four instruments developed for measuring the classroom climateeafinag
Environment Inventory (LEI) contains 105 items which describe the typical sdassl cThe
respondent expresses the degree of agreement or disagreement on a fdukgrostdale. The
LEI consists of 15 scales: cohesiveness, diversity, formality speed,ahatefironment,
friction, goal direction, favoritism, difficulty, apathy, democracy, cliqeadisfaction,
disorganization, and competitiveness.

Fraser (1994) also discussed the Classroom Environment Scale (CES). Ehis scal
contains nine domains with ten items per scale in a true-false format. Tée aeal
involvement, affiliation, educator support, task orientation, competition, organiZatroies,
role clarity, educator control, and innovation. These scales fall within thedinneasions of
relationship, personal development, and the maintenance and change of a system.

The Individualized Classroom Environment Questionnaire (ICEQ) consists of &ilessc
personalization, participation, independence, investigation, and differentiationingthisnent
was developed to measure the dimensions which differentiate conventional clasomm
individualized classrooms. The ICEQ consists of 50 items (ten items pe), scal each item
includes a range of responses including almost never, seldom, sometimes, often, aftdrvery

The My Class Inventory (MCI) is a simplification of the LEI which cotssef five scales with
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six to nine items per scale and is suitable for children between the ages of 8 din@ $2ales
are cohesiveness, friction, difficulty, satisfaction, and competitivertegsn though the MClI is
a simplification of the LEI, there are important differences, nametytileaVICI contains only
five scales with simplified item wording to improve readability, congifs yes/no response
format, and allows learners to answer on the instrument itself insteachfeparate answer
sheet (Fraser, 1994).
Dimensions of School Climate

A review of the current literature and previous measures of school and orgenakati
climate support a multidimensional approach to understanding school climate. rEterbte
reveals eleven dimensions of school climate. The first dimension is teadhsudent
relationships based upon teachers’ perceptions of the quality of relationshipsieey
established with their students. The security and maintenance dimension tquusése
guality and degree of personal security while in the school setting. This dimensiniesicot
only the traditional view of safety as it is associated with security, botla perception of job
security. Administration is the third dimension. This evaluates the perceptionseftiee to
which school administrators are effective in their ability to communicakediferent groups
within the educational environment. The fourth dimension is student academic and behavioral
orientation based on teacher perceptions regarding student attention to task and aohi@vem
well as the perception of students’ ability to self-regulate and selpdisei Guidance, the fifth
dimension, is the perception of the availability of services to students toatecditademic and
career success. Next, the dimension of student-peer relationships evaluaesopeot the
students’ care and respect for each other. Instructional management higeighes t

perceptions of the classroom organization. The parent, community, and schamisbkips
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dimension evaluates perceptions of the involvement of parents and community members in the
school environment. The buildings and educational environment dimension highlights teacher
perception of the physical and emotional environment of the building in which they teach.
Finally, the student activities dimension evaluates perceptions of opportémitstadents to
participate in extracurricular activities.

Teacher and student relationships. The teacher and student relationships domain is
based on perceptions about the quality of the interpersonal and professional relationships
between teachers and students. Deci and Ryan (2002) suggested that witkress|ated
autonomy support are present, intrinsic motivation and self-regulation will fohdvead to
student academic success. Self-regulation, a branch of autonomy, is a demédpnocess in
which the self-regulating individual will identify a situation, createamlf action, act upon the
plans, and evaluate the effectiveness of the plan. According to Deci and Ryaarghe m
independently functioning an individual is, the more capable the individual is-a¢gelation
and the less reliant he or she is on external motivators. Student achievemenhgh@vement
when students are intrinsically motivated and when teachers support theirtalkty
independent learners (Reeve, Jang, Carrell, Jeon, & Barch, 2004). Accordingly, whets stude
feel supported by their teachers and assign personal value to the educaionbaéta
demonstrate strength in self-regulated learning strategies thesaecthe quality of their
learning experience as well as success in grades, test scoreguemdchievement.

Security and maintenance. The security and maintenance domain focuses on
perceptions about the quality and degree of personal security while in the stiogl ddaking
changes to the physical environment can be done in a timely manner, but alteoogclimate

requires more long-term solutions. Methods for insuring school safety include ggdago
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effective discipline strategies, codes of conduct, and school-wide atitegi@rding violence, all
of which impact student motivation and create school cohesion. Appropriate teaeluingepr
can impact school-connectedness in several ways. Teachers are in an opporiong@osit
facilitate student participation and to glean meaning from educational tas&ddition, if
students do not feel connected to the school environment, school safety will be compromised
(Baker, 1998).

Administration. The administration domain involves perceptions of the extent to which
school administrators are effective in communicating with different grangsetting high
performance standards for teachers and students. Rosenholtz (1986) suggesiediibdéern
leader is an opportunity creator, not an order giver. The primary job of ttegpatiis
leadership. While the modern administrator is an active member of the school avorkt tis
important for teachers to remember that the principal is not just one motgemeithe group.

The effective leader helps to frame the issues and keep the school focusiedtaespwhile
establishing positive collegial relationships with all participants in thed@nvironment.

Student academic orientation. The student academic orientation domain focuses on the
teacher perceptions about student attention to task and concern for achievemerdadeimeca
setting. Jones, Jamieson, Moulin, and Towner (1981) suggested that school personnel attitudes
are an important key to student success in the mainstream educational sefitiregtibns
between students and teachers are an integral part of the teacher-leaess and shape
teacher perceptions and expectations of student behavior in the classroom.

Student behavioral values. The focus in the student behavioral values domain is
teachers’ perceptions about students’ ability to self-regulate and seiiatie as well as

students’ tolerance for others. Deci and Ryan (2002) suggested that teachaug'satibivard
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self-regulation actually belong in the area of autonomous development. They fpadhed that
teachers prefer to work with students who are intrinsically motivated and tikeexiernal
reward to complete tasks.

Guidance. The dimension of guidance involves perceptions of the quality of academic
and career guidance and personal counseling services available to students.ndtcdtdimer
(1987), effective guidance in schools should occur early in the student’'s acaderaicacal be
given with consideration to that individual’'s background, personal qualities, motivatthn, a
environment. Students are more likely to perceive guidance as valuableciflturally
sensitive.

Student-peer relationships. The student-peer relationships domain involves teacher
perceptions regarding students’ care and respect for one another and tityehoahilitually
cooperate toward goal completion. Li (1985) suggested that a significanxiktdk lgetween
children’s academic success and peer relationships. Elementary schoohakiidrare not well
accepted by their peers perform less optimally in the classroom environiohé&mnther
suggested that these children tend to have higher rates of dropping out of high schornél Went
(1991) also established a link between adolescent peer relationships and academic
accomplishment.

Par ent and community-school relationships. The parent and community-school
relationships domain involves perceptions of the amount and quality of involvement of parents
and members of the community in the school. Teachers believe that the lack of parental
involvement is one of the greatest problems that children face in education (Roge, &al
Elam, 1997). Walberg (1984) identified three factors which affect pareniptierceegarding

their involvement and how parental involvement impacts children’s academissuddee first
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is parents’ beliefs about what is important or necessary for them to do on beheif ohildren.
The second factor is the extent to which parents believe they have a positive emfingheir
children’s education. The last factor is the parental perception that thewramantt is
welcomed by both the children and the school environment.

I nstructional management. Instructional management involves perceptions of the
efficiency and effectiveness of teacher classroom organization adl classroom time. Cook
(1954) found that teacher attitude toward children was related to teacher and retiatient
and thereby related to teacher efficacy. Ryans and Wandt (1952) identifiezl sffeetive
teaching characteristics, highlighting the teacher’s ability tabwalsle, businesslike, reactive to
change, and tolerant as well as the teacher’s desire to please peergsstadministration, and
families in the school. All of these characteristics were related torgtregponse in the
educational environment.

Student activities. The student activities domain examines opportunities for and actual
participation of students in extracurricular activities. School-sponsored@xicalar activities
give students an opportunity to develop group cooperation skills, responsibilityttstreng
endurance, and competitive skills, and a sense of belonging to their community astael
experience cultural diversity. These activities provide a link to lessamseldin the classroom,
giving students an opportunity to practically use academic skills in a real-eartext, and
should be considered a component of a well-rounded education. Researchers furthetraigges
participation in these activities increases students’ sense of belorggrgribeir school,
consequently decreasing the likelihood of academic failure and dropping out (Finn, 1993)

Buildings and educational environment. In order to create an environment of support

that is also stimulating, attention should be paid to the physical surroundings didbé s
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(Sweeney, 1992). According to Freiberg and Stein (1999), a school is not an organino being i
biological sense, but has qualities of a living organism in an organizationall @s\aetultural
sense. The physical structure can have direct influences on staff and ledgoens,and
adequate facilities affects the learning environment. The School LevebEment
Questionnaire includes resource adequacy as a scale of investigation witheatbészhool
climate in which facilities of the school play an important part. Gonder and $1(A64) stated
that the physical environment is an important element of school climate and descbhbed
best by how learners perceive the school environment. Apart from what is defthed as
physical environment, the state of the school buildings and classrooms is atsatadswith
higher student performance (Anderson, 1982).
Characteristics of School Climate

Climate characteristics are the various elements that make up schoté clirthase
characteristics are the basis for the dimensions of school climateeabgethe survey. These
characteristics are complex because they can range from the qualityadftiotes in the staff
room to the noise levels in the hallways and from the physical infrastructud wbiudes the
building and comfort levels, to whether or not one feels safe. Even the opportunity for
interaction between the educator and the learner can add to or take away framodhelsoate.
No single factor determines school climate. Various factors interactidesall of the
participants in school to educate and learn (Freiberg, 1998).

Cohesiveness. According to Gonder and Hymes (1994), cohesiveness can be seenin a
school when the people form a positive unity and are committed to education. Levine and
Lezotte (as cited in Maslowski, 2001) identified nine characteristics of ectigéf school. The

first of these is a productive school climate and orderly environment. Otpertant factors in
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enhancing effectiveness are cohesiveness, collaboration, and collegialderson (1982)
studied numerous school climates and found that cohesiveness is important for good
communication as well as rapport. Cohesion also refers to the sum of group méeatas
about the group as a whole. In cohesive classrooms and schools the learner§\aldestaie
another and are proud to be part of the group (Hoffman, 1993). Ultimately, cohesianess ¢
enhance the systems by creating a “we” feeling, which in turn promotesmoayfto school
norms.

Trust. Sweeney (1992) suggested that trust is the glue that holds the school together
because it is a prerequisite for positive action. Trust can be defined in mas)\oway
Tschannen-Moran (2001) stated that all the definitions of trust recognizellihgness to risk
in the face of vulnerability; where there is no vulnerability there is no need tatather.

Trust in any relationship is important, but in schools, trust has been specéiclaigwledged to
facilitate the processes required for smooth functioning. The reason fa tifg & school
climate of openness and trust allows people to work together in an atmosphereaifedied ¢
(Bulach & Malone, 1994) and allows people to focus on the immediately presenteddgasik (
Tschannen-Moran, 1999). Peterson (1997) stated that there is a significanticorpet@teen
school climate, group openness, and trust and that these factors are of utmost importanc
successful implementation of reform.

Trust seems to be a vital element of a well-functioning organization bet#ise
necessary for cooperation. Trust and communication together form the basis fotiyeoduc
relationships. According to Hoy and Tschannen-Moran (1999), trust faciliéeadtions and
reduces the complexities found within any organization. The benefits of trtlspvib@havior

are great, especially because a person will work with the same group of piébjpieh& school
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system over a long period. Studies in schools have provided the necessary elhatengst is
significant in the interpersonal dynamics of schools (Hoy & Tschannaasvia999). Without
trust, learners are occupied with protecting themselves and not with thedetuati is supposed
to take place and communication cannot occur. In fact, communication becomesimmeanstr
which makes problems more difficult to solve (Tschannen-Moran, 2001).

Respect. Respect in a school is another noted factor in school climate. According to
Gondor and Hymes (1994), respect entails that people within a school feel that otheunatsli
in that school will behave in a manner that is honest and fair. Real respect imuolaasy
connections between people as well as building empathy and trust. Peterson (199Tatound t
high morale as well as social and academic growth were continuous in scho@shehstaff
and the learners were able to care for, respect, and trust one another. AndersastdEaBR)at
respect is necessary in fostering a positive school climate, while($&3t) posited that
respecting learners can reduce violence. Learners realize thatrsooages for them when
educators signal respect by taking the time to get to know them.

Shared meaning. Sweeney (1992) suggested that school climate represents the shared
meaning of the people who work and learn in the school. The shared meanings or saireol cult
are in turn reflected in the key beliefs and values that influence the behaviopebitie who
hold them. For example, Sweeney explained that respect for the individualibeliké or
value that can influence the people who are learning in a school. Therefore, an edugator w
believes that respect for an individual is important will treat learmet€alleagues with respect.
As a result, respect could become a shared value over time that could mfhweneducators

treat learners, parents, and colleagues.
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Order. Butler and Alberg (1991) as well as Gerner de Garcia (1994) suggested that
order is another key component of school climate. They described order as tihéoewtach
the environment is ordered and the appropriate student behaviors are present. A safeland orde
environment is important as it correlates with effectiveness of schools. Howes&oes not
mean that the school climate is oppressive but rather conducive to teaching and./eBinei
orderliness of the school can be seen as the extent to which the learner pdreeivies tand
consequences of certain behavior to be clear. Gondor and Hymes (1994) suggested that
orderliness is the extent to which educators and learners have sufficisaehaefland knowledge
of events and activities occurring in the school. Both of these elementspartaint when
considering control in school. Gonder and Hymes reported consistent findings thandrder a
discipline in the school climate are variable and most in need of improvamtée United
States.

Crisismanagement. As fear increases, confidence in the ability of school administration
decreases and therefore the informal social control against violence deda¢sh, Stokes, &
Greene, 2000). Peterson and Skiba (2001) described a variety of surveys that hasedée
identify the severity of disagreements, violence, and other disruptions that contrsibute t
negative school climate. Eliasov and Frank (2000) found that in urban schools, crime and
violence are endemic at the primary as well as secondary level. Vaaniylemmer (2007)
found that theft of property and the possession of weapons were major problems athineal
schools sampled, while physical violence and vandalism were reported in 95%ro$cinbals.
Drug abuse was a serious concern in 90% of the schools, while bullying and intimideaite
reported in more than 75% of the schools. Assault was reported as a concern forl&®% of t

schools. Gang-related behavior was reported as a concern for 50% of the schiogdatpagtin
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the study. Crime and violence in schools are a threat to young people and cdetéreina
school environment, which in turn jeopardizes the educational process. Sizer (1984hatate
research on the impact of violence indicates that learners in schools with higraodmaiolence
are at high risk for poor educational progress among other consequences.

School climate has a far-reaching effect on all participants in the exhatat
environment. Previous research delineates direct from indirect participahésaducational
environment. Administrators, teachers, students, and staff are direcipaatsan the
educational environment. While parents and community members are closelyealffilith
schools, they are considered to be indirect participants in that environment hhegud® not
attend school and participate in decision-making or implementation. If a change iodtwgr
school district, all members are affected. Holt and Smith (2002) suggest thatsgtblat
leaders face many challenges such as lack of resources, and commutrotystelalthough
these challenges will directly impact the participants in the environitientocus needs to
remain on education. Brookover et al. (1978) suggested that school climate is a éeitesrpr
of student achievement than socioeconomic status and ethnicity. Similarlgnddjannum
(1997) found that school climate was more closely related to student achieVieament t
socioeconomic status. West (1985) also found that school climate was a significantopoddi
student achievement overall.

Teachers
Teacher Receptivity to Change

When addressing components that affect school climate, it goes without $efing t

teachers play a key role. According to Hoerr (2001), teacher support andvigcapg essential

resources in developing positive school climate. In addition, the success of agg effart is
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the result of a relationship between two components: perceived quality of the chdrigacher
receptivity. Berman, Bowman, West, and Van Wart (2006) suggested thatemeilitich
demonstrate high receptivity to change welcome new ideas and opportunities o pine
status quo. These facilities set high goals, identify progress that has eranthmodify the
process of change when necessary to continue the growth process and focusaomripetr
individuals to continue to meet the goals of the facility. Palumbo and Styskal (1974)Hatnd t
members of an educational facility who engage in professional developaisimg as well as
membership in professional organizations were more likely to be receptiventgecha

Pettigrew, Woodman, and Cameron (2001) suggested that employees’ receptivity to
environmental change is an important issue for those involved in creating achittat focus
on successful implementation of change. Frequency of change and ressErasge are
important considerations given that dynamic organizations change frggueemtiintain status
guo in a constantly changing climate. There has been little recent resadtts topic, though
many models of receptivity to change and change implementation existlitethture.

For instance, the Linkage Model as proposed by Havelock and Lingwood (1973) is user-
focused. In this model, problem solving and the identification of users of the innovation are
central foci. These initial users of the innovation are also pegged as thmidé&ses of the
process and supervisors of the implementation. The expanded users of the innovation are
regularly evaluated to determine needs for effective implementation. tlbsneeds are
identified, the users must transform their needs into problem statementsuprgsearch and
development consideration. The purpose of Havelock and Lingwood’s research wagatefacil
resolutions for the direct participants in the educational environment whileigsitadpl

cooperation between those who research education and those who use their reseanathA stre
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of the Linkage Model is that it provides for connectedness of the researcletisenitsers amid
the constantly evolving nature of the innovation to meet the needs of the environmetat prior
permanent adoption.

Mann (1976) suggested three models of change implementation and its impact on
receptivity. The Problem Solving Model heavily involves the potential users of the imgendi
change implementation. Participants in the environment assess and diagnusdlems which
need to be addressed, then search for solutions which seem viable for the areasrtsbsechitd
the environment while simultaneously reducing the interventions list to only tretdeave the
greatest potential for addressing the problem. They then incorporate tieogentibns as a
permanent feature within the system. The Social Interaction Model focuses wnc@ation
and preparedness for the diffusion of knowledge. Mann suggested that persuasive
communication leads to attitudes and beliefs regarding the innovative chandefutier
leads to the decision to adopt or reject the potential change. The innovation is thele@valua
through informal discussions with peers. If the change is well received tsy them the
likelihood of permanence in the environment increases. The Research, Development, and
Diffusion Model of Change Implementation posits that basic research should be cdriducte
determine areas of need. This research is conducted specifically forpbegaf remediating a
problem in the environment. The findings of the research are applied in the form of nelal mate
or techniques which may lead to improved practices. The goal of this implementatielnsnod
dissemination of information so that other facilities may benefit.

Nash and Culbertson (1977) suggested that there are three potential strategiegeof cha
implementation and acceptance. The first strategy is the EmpiridahRlanethod. This

strategy is based on the assumption that the individual or facility making tseodeds capable
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of rational thought and will adopt a change if the change can be justified and imgément
rationally. This strategy also assumes that acceptance of the chifigeeasier if the change
is in one’s best interest. The Normative-Re-educative strategy pretwaheslividuals who
participate in the environment are heavily influenced by socio-culturalsnormnvironmental
culture. These individuals hold attitudes and commitments and will accept changéenly w
their concepts of norms and attitudes are changed. The Power-Coerciggy stsatanes that
participants will comply with the changes if the directive is given to implg change by one
who is in power. The powerful individual may have legitimate power over the parttsiin the
environment (e.g., an administrator) or perceived power (e.g., a senior teacher)

Waugh and Punch (1987) suggest that three factors influence the process of change. The
explicitness and complexity of the innovation are at the forefront of the changefadtbrss
often identified by questions surrounding materials, time commitments, and déthié
change. Strategies for implementation include in-service training, cesoonade available to
the implementers, and feedback mechanisms to ensure correctness of the prodedure. T
adoption factor focuses on the adopting agency, which includes organization# clima
demographic factors of the employees, and environmental support that is providedrmkfore a
after the change is made. Characteristics of the leadership withincalpartiimate forms the
last of the factors. The design of the change and how it will be evaluated comkimed wi
meaningful incentive program will influence receptivity to change. Waugh and Punch
concluded that changes of high complexity and low explicitness have a low chanceesfss
High resource support, feedback mechanisms, interaction, problem identification, amplgpert

involvement in decision making contribute to successful implementation of change.
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Teacher Job Satisfaction

The teaching workforce is made up of individuals from different backgrounds and
educational opportunities. The supply and retention of quality teachers continuesetd pre
challenges for school districts. One of these challenges is that in theeffmige educational
standards, teachers are being given additional responsibilities, some loiwayiciot have been
expected. These unexpected responsibilities may cause a strain on théogtibétjuce and
retain teachers. Ashton and Webb (1996) suggested that job satisfaction has argignifica
influence on the quality and stability of instruction, which may impact studentssucEerther,
teachers who do not have support may not be as productive in the classroom. According to the
National Center for Educational Statistics (1997), as many as 5% of public tedhdwdrs leave
the educational field per year on average. Of those who departed, 28% left theqrafessi
pursue other career opportunities. The majority of those who reported dissatisfaed
concern with student motivation to learn and the need for better salaries antsbeéngérsoll
and Alsalam (1996) cited teacher influence over policy and procedure fordhedlsas being
an important facet of job satisfaction. Further, teacher perception of melaps with students,
staff, and colleagues and the school disciplinary climate impact jokastst.

School climate is not a new subject. Many measures have been developée gears
to evaluate both school and classroom climate and included direct and indirect metbods to
on certain aspects of school climate. The areas most frequently refamredediterature are
cohesiveness, trust, respect, control, violence, and physical infrastructesmets and Reezigt
(1999) suggested four factors that influence school climate: a school plafetivehess,
physical environments, educator behavior, and finally, the school system. Tihey furggest

that a healthy school environment evaluates many potential outcomes pertaeuiigation and
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methodology; nurtures a positive learning environment; and provides cleatatqes
regarding student and teacher behavior.

The researchers cited in this review found that school climate can be lin&elool
effectiveness and learner achievement. It is on this theoretical grouhdirtbis study is built.
The different instruments that have been designed to study school climate armbataslimate
were briefly discussed and were factors chosen for inclusion in this sBaliyol effectiveness
requires an understanding of the processes that are taking place within thersohaer that
the necessary interventions can be put in place so the school can prosper.

Climate affects every aspect of the educational environment, frorarges tlimate of
the central administration that directs district-wide change to indivizlikling administrators,
and from the building administrator who directs change to the teacher who mushénpthat
change. Although many individuals are involved, no one person in the district feels the
implementation of change like a teacher. In the community, teachers aw@erto be the
ones who have full control over the educational environment and are held directly resgonsibl
success and failure. As such, teachers are viewed to be responsibleferihgn change is
poorly initiated or is implemented incorrectly. Attention is rarely given tqttadity of the
change, the training to implement the change, or the support to maintain the clmezadgitidn
to increased culpability for failure, there is also limited reward if b@ge is successful.
Functioning in a highly punitive, low reward school often leads to dissatisfactiba in t
workplace. This dissatisfaction can manifest in resistance to change aret @t#dtion.
Environments that nurture teachers, involve them in district changes, and proviae ti@irthe
implementation as well as follow-up support after the implementation of the chengaich

more successful and have lower rates of attrition (Waugh & Punch, 1987).
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Purpose of the Study
The purpose of this study is to evaluate relationships between school clinciter tea
satisfaction, and teacher receptivity to school change. The data colfettexdstudy will add to
the limited current literature regarding the impact of teacher redgdb change in schools. A
further understanding of these relationships will be facilitated by theajeweht of a
guestionnaire for the purposes of this study. The questionnaire specificattgsekischool
climate, job satisfaction, and teacher receptivity. The data anallgbissaes these relationships
as well as teacher job satisfaction and how those concepts correlate.
Significance of the Study
In this study, teacher receptivity to school-based interventions was investiJdtere is
a limited body of current literature on the impact of climate on receptiitcording to Hoerr
(2001), teacher support and receptivity are essential resources in the schdel clima
Furthermore, the success of any change effort is the result of a relggibeskeen two
components: perceived quality of the change and teacher receptivity.
Resear ch Questions
The questions posed for this study are specifically designed to addreksnehet
relationship exists between school climate domains and teacher job satiskad whether
these concepts provide a predictive pattern of teacher receptivity. The quistibisresearch
study are as follows:
1. What are the levels of receptivity to change for teachers?
2. What are the levels of job satisfaction for teachers?
3. What are the levels of climate domains reported by teachers?

4. Is there a relationship between receptivity to change and job satisfaction?
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5. Are climate domain levels predictive of teacher satisfaction?
6. Are climate domain levels and job satisfaction predictive of teacher natefu

change?
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CHAPTER 3

METHODS
In this chapter, methods and procedures used for this study are presentedd include
this chapter are descriptions of the sample, a review of the theoretical cisnstesented in the
review of the literature, data collection methods, and data processing andsanalys
Participants
The school districts in this study were selected from a recruitment pool oftB0tslis
The 50 districts were obtained through extensive searches for superintensheaiishédresses.
A recruitment e-mail was sent to the superintendents and their affirmegpense yielded six
districts willing to participate. Elementary schools within these distwere selected because
most interventions are initiated in the elementary schools rather than middlessmdbiigh
schools. The types of interventions are usually different as well. In thergyschool years,
interventions are initiated with school success and academic change in miednwline middle
and high school years, interventions focus on enrollment retention and graduatiomreinisire
There are 40 elementary schools that serve children from Kindergarten thisdbgirade
within these school districts. These schools have a total of 964 teachers $eryogulation.
For the purposes of this survey, all teachers within the 40 schools were asked fmapairtidhe
data collection (see Appendix C). The teachers were licensed under thestateoaal

standards of the sample population and vary in years of experience in the classrammerBat
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collected from 54 participants. Participation was completely voluntary andranasythus no
demographic data are available. Of the 54 participants who responded to the suicipgtamt
request, 36 submitted a completed survey and 19 submitted a partially completed survey by
omitting one item. An analysis of the survey items that were omitted by theapzarts
suggested a random pattern of omission and indicated that no items were skipped more than
once.
Instruments
Fisher and Fraser (1990) developed the School Level Environment Questionnaire on the
assumption that school climate is affected by three dimensions: relatiomsbgb®ols, personal
development of the faculty, and system maintenance. The School Climate Sarvegasure
that contains seven dimensions of school climate specifically focusing on studemptioes of
achievement motivation, equity, order and discipline, parental involvement, student
relationships, student-teacher relationships, and sharing (Haynes et al., 199Ghaiias F.
Kettering School Climate Profile (CFK) is another measure of schochtdiniThis instrument
focuses on teachers and administrators, with additional sections for student inpuEKrhe C
evaluates general climate factors such as respect, trust, moraleuojppdor expression,
growth and support, cohesion, school renewal, and caring (Johnson & Johnson, 1997). The
National Association of Secondary School Principals School Climate Survey (i@8&d ten
domains that affect school climate: teacher-student relationships, g@tutimaintenance,
administration, student academic orientation, guidance, student behaviora) stldest-peer
relationships, parent and community-school relationships, instructional managemdesitjdent

activities.
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For the purposes of this study an instrument was created to evaluate relationships
between school climate and teacher receptivity to change in the schools. tiitreans
developed for this dissertation was constructed after an extensive reviewedgdhech relevant
to school climate assessment in schools. The dimensions of this survey ard Hetaieand
parallel dimensions in similar previously developed instruments; the dimenslented from
the literature for use in this survey are believed to best represent ¢éhareas focused upon in
grade school years Kindergarten through fifth grade. The dimensions ammshligis among
teachers and students, relationships of teachers with principals, student tajagionth each
other, effective instructional time, school environmental concerns, buildingsfitaed
individual safety concerns. Once the dimensions were selected, an evaluaach of the
aspects in the dimensions was conducted.

The survey questions developed directly relate to each of the dimensions as well as
evaluate the three main areas of this study: teacher satisfactidnertezeeptivity to change, and
school climate. The survey items appear to have face validity based upon tieeir dire
relationship to the domains and concepts being evaluated. Once the survey iems wer
developed, a content expert evaluated the face validity of the items and madémgtes
clarify the wording of the questions and removed some items. Four items wereadmave
the survey due to redundancy, resulting in the 63-item survey developed for thisGhumty
data were collected, a Cronbach’s alpha was conducted with satisfactiorpendeé variable;
a second Cronbach’s alpha was conducted with receptivity as a dependent.\Bwidibde the
Cronbach’s alpha analyses were conducted to measure the internal consisteadysbfttment.

The developed instrument assesses nine dimensions of school climate as welexs te

satisfaction and receptivity. The dimensions are: teacher-student rélgigrsecurity and
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maintenance, administration, student academic orientation, student behaviges) saldent-
peer relationships, parent, community and school relationships, instructional management
student activities, receptivity, and satisfaction. The student-teacagomship dimension
assesses the perceptions about the quality of the interpersonal and profesisiboaships
between teachers and students. Relationship development and maintenanceahtberees to
this dimension. Seven questions were developed to assess teacher perceptionslaftble qua
the relationships they establish in school. Six questions were developed to ehaltia¢enes
represented in the security and maintenance dimension; feelings of safdtg anddition of
the school surroundings are central themes to this dimension. Nine questions wepeddee
evaluate the themes represented in the administration dimension to assess’'tparceptions
of their administrators; relationship development and support of teachers are thehie
dimension. Six questions were developed to assess the dimension of acaderaitoorieint
students, which focuses on teacher perceptions about student attention to task andaronce
achievemenin the academic setting. Four questions were developed to assess the student
behavior dimension; they focus on teachers’ perceptions about their students’ @bgify t
regulate, self-discipline, and tolerate others. Four questions were devel@ywediiate the
student-peer relationships dimension, which assesses teacher percegéiahagestudents’
care and respect for one another and their ability to mutually cooperate tmaaodigpletion.
Five questions were developed to evaluate the parent/community relationship dimemsch
focuses on teacher perceptions of the amount and quality of involvement of parents andsmember
of the community in school. Five questions were developed to assess the instructional
management dimension, focusing on how a teacher organizes the classroom and Hwav well t

teacher uses the instructional time during the day. Seven questions were devedgsedd the
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student activities domain, which focuses on the opportunities for and actual paoticgdat
students in school-sponsored events. Previous research indicates that guidamensiardi
that is included in school climate. The guidance dimension was not included in this @mgtrum
because the focus of this study is on children in grade school, where guidandersalby
represented in school climate.

This instrument adds to these school issues additional dimensions assessingaeacher
satisfaction and receptivity. The four questions related to teacher jobcdatrsfaere
developed as a general evaluation of satisfaction with relationships and schawireewi.
Receptivity to change in the educational environment is under-represented itoedilica
literature. The six questions evaluating this dimension were developed to ettaduatpact of
receptivity to change and how that construct impacts the climate of a schodgenAlwere
evaluated using a five-point Likert scale. Respondents selected fromeaafastores starting
with one (strongly disagree) through five (strongly agree). The questiensi@iresented in
Appendix A. A detailed list displaying the survey items within the dimensiongsepted in
Appendix B.

Composite scores were computed for the eleven domains used in this survey;aedcher
student relationships, security and maintenance, administration, student acamadtion,
student behavioral values, student peer relationships, instructional management, stude
activities, receptivity and satisfaction. Sixty-three items weveldped to evaluate the eleven
scales. Seven items contributed to understanding teacher and student relatiomsitgrss S
evaluated security and maintenance. Nine items assessed teacher percagtinisfration.

Six items evaluated student academic orientation. Four items were usees® siadent

behavioral values. Four items were developed to evaluate student peer relatiofisteipiems
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relate to instructional management. Seven items evaluate the availalslitglent activities.
And finally, six items were developed to assess teacher receptivity aritefos to evaluate
teacher job satisfaction. The responses were on a Likert-type scaler@nassigned as follows:
5 = “Strongly Agree”, 4 = “Agree”, 3 = Neither Agree nor Disagree, Disdgree”, 1 =
“Strongly Disagree.”
Procedures

Data Collection Procedures

The responses for data collection analysis were collected fromrglamechools within
six school districts in the Midwest. For the purposes of this study, an elemscttan} is
defined as a school comprised of grades Kindergarten through 6. The focus of this study
elementary schools because most interventions in schools are implementedaadéati@
range to foster success for the students. The interventions in middle and high schdia\dt
a remedial focus and are crisis-based. The current study solicitednaor@00 participants.
Ideally, with a 10% response rate there should have been more than 100 participantsidy.the s
The respondents yielded for this study ended up at less than half of the projected aiount
schools in this study are public schools in the state of Indiana. Schools weréedémtdugh
the district websites of the participating Midwestern school districtplea in this study. The
instrument was an electronic survey that was completed online by the responglent. A
introductory email was sent to teachers to introduce the survey and a descrigfi®puipose
of the survey. Data was collected for the duration of one month during the acgdanm¢
2009-2010.

Prior to the investigation, a participation invitation was sent to superintendehés i

Midwestern school districts selected for this study (see Appendix D). @poaval was
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received from the administration, the survey URL was distributed to alléesam participating
schools through their school e-mail accounts. This e-mail contained a letteéodb@iation
including information about the study, goals to be achieved in studying this subjtst arzd
the survey URL (see Appendix C). Participants were asked a variety abgsesgarding
many areas of climate in the school in which they are teaching and wede@s&spond by
selecting the appropriate option on a Likert scale.
Data Analysis Procedures

A stepwise multiple regression analysis was used to predict receptivitysaisfaction
and the climate dimensions of teacher and student relationships, securityicietanae,
administration, student academic and behavioral orientation, guidance, student peer
relationships, instructional management, parent, community and school relatiphahgsgs
and educational environment, and availability of student activities as prediéteecond
stepwise multiple regression analysis was used to predict satisfactigrthusiclimate
dimensions of teacher and student relationships, security and maintenance taediomis
student academic and behavioral orientation, guidance, student peer relationstripgjanal
management, parent, community and school relationships, buildings and educational
environment and availability of student activities as predictors. A descrgialgsis was
conducted on the levels of receptivity and job satisfaction in the teachers surseyeltias
levels of climate domains in the school environment by evaluating means oftibipaais,
frequencies of the reported levels, and standard deviations from the averagg, &inal
correlation analysis was conducted to establish strength of the relationsigemétacher

receptivity to change and job satisfaction.
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CHAPTER 4

RESULTS

In the current study, nine domains with the addition of teacher satisfactierusent as
predictors of teacher receptivity to change. Each domain was hypothesizeal usdfal
predictor of teacher receptivity to change in an electronic survey deddimplecensed teachers.
Higher levels of satisfaction in each of the areas assessed were hyuothedie associated
with greater levels of receptivity to change.

Descriptive Analysis

Composite scores were created for each of the climate domains. An anallgsis of
descriptive statistics based on these composite scores was conductedotiizestatistics for
the eleven domains are presented in Table 1. The mean teacher and student retasiomEhi
suggested that teachers strongly disagree with these itmd4 (69,SD= .52). This mean score
indicates that the teachers completing the survey do not believe the itenmégqurése¢hem are
reflective of their sentiment toward their relationships with their studentsthér words,
teachers report a low level of connection with students. Item means for thi;xdamged from
1.39 (I enjoy getting to know my students over the academic year) to 2.15 (a diverseigopul
of students makes the classroom a better learning environment).

The mean security and maintenance score suggested that teachers reporeshtisag

to strong disagreement with these iteis<1.81,SD=.73). This suggests that teachers do not
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feel that matters related to their personal safety or safety of studertddressed in the
academic environment. Item means for this domain ranged from 1.53 (when | am ohdbls s
campus, | feel safe) to 2.43 (security measures are discussed and reemguiadiy).

Teachers reported between neutral and disagreement with the items in thetaatoimi
domain M = 2.49,SD=.59). This suggests that teachers do not feel that the presence of the
administrator is significant in their schools. Item means for this domaieadngm 1.72 (this
school is focused on academic progress for my students) to 4.00 (I only see aahmigidtiring
times of stress).

Teachers also reported disagreement with the items in student academationgvit=
2.06,SD=.40). Teachers do not feel that their students are academically or agmévem
oriented. Item means for this domain ranged from 1.72 (my students enjoy my clagsroom)
3.19 (I seem to spend a lot of time disciplining students). The mean student behawesal val
score show that teachers reported between neutral and disagreement wethsi{#li= 2.37,

SD = .67). Teachers report relatively low student behavioral values towastbolaswork and
other students. Item means for this domain ranged from 2.15 (the students in nopciaasr
respectful of the property of others) to 2.94 (I am able to assign independent studenitkvork w
little direct supervision). Teachers reported between neutral and disagteeith items of the
student peer relationships domain (M = 2.47, SD = .48). This shows relatively losvdével
relationship and acceptance between peers. Item means of this domain ramge®8 (my
students accept all classmates regardless of their ethnicity) to &&Utkents in my classroom

seem to be clique oriented).
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Table 1

Descriptive Statistics for each of the Climate Domains (n = 54)

Climate Domains Minimum Maximum M SD
Teacher-Student

Relations 1.00 3.43 1.69 .52
Security/Maintenance 1.00 4.50 1.81 73
Administration 1.22 3.67 2.49 .59
Student Academic

Orientation 1.17 2.83 2.06 40
Student Behavior Values 1.00 4.25 2.37 .67
Student-Peer

Relationships 1.67 3.50 2.47 48
Parent/School/Comm.

Relationships 1.20 5.00 2.81 .79
Instructional Mgt. 1.00 4.00 2.58 .63
Student Activities 1.00 4.29 2.42 .65
Receptivity 1.00 4.83 3.05 .87
Satisfaction 1.00 4.00 1.95 71
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The mean parent, school, and community relationships score shows that teachers reporte
very near to neutral for the items in this dom&ih=2.81,SD=.79). Teachers report ambiguity
toward items relating to the connection between parents, school, and the comitemity.
means in this domain ranged from 2.50 (during classroom events the parents/guénians
students are willing to assist) to 3.17 (the parents/guardians of my students aredimnvol
parent/teacher planning committees).

Teachers reported between neutral and disagreement with items in theiarsttuct
management domai(= 2.58,SD = .63). This indicates relatively low levels of instructional
support and conductivity of the environment to learning. Item means in this domain ramged fr
2.07 (my classroom environment is sufficient for learning activities) to 3.94 (ldreuggh time
for educational planning in my work day).

The student activities mean score shows that teachers report betweesedisay and
neutrality with items on availability and knowledge of student activities in theos = 2.42,
SD=.65). This indicates relatively low levels of awareness and attendandeastericular
activities. Iltem means in this domain ranged from 2.13 (school activities areaddfe to
students) to 2.59 (the extracurricular activities at this school complemenvénsedpopulation
of students).

The mean score for receptivity suggests only moderate receptivégafers towards
change 1 = 3.05,SD=.87). Item means in this domain ranged from 2.67 (should questions
arise, the leaders who present change are available to me after #tieimndf change) to 3.69
(my school does not implement changes often).

The mean score for satisfaction suggests that teachers are getissalligfied with their

work and relationships at worki(= 1.95,SD=.71). Item means in this domain ranged from
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1.59 (I am satisfied with the relationships | have with my colleagues) tolzag84atisfied with
my relationships with the administration in my building).

The receptivity mean is the highest of all the domains in the survey. Teachers who
completed the survey reported neutrally to the items assessing recéptiwty.05,SD = .87).
The lowest mean of all the domains is on teacher and student relationdds§9,SD = .52).
Teachers in this small sample do not view the relationships with their studenpesitive
aspect of their school climate. The relative elevation in the receptivity mag suggest that
receptivity is not viewed to be problematic in comparison to many other climagardonThe
skewness and kurtosis for each composite variable were examined. Two compiaditesvar
had values greater than an absolute value of one, suggesting relatively nambatidiss for
most variables.

Reliability

Reliability was assessed by calculating Cronbach’s alpha for edeh 8scause of
omitted items by the respondents the N’s for the scales varied from 50 to 54uclhatibns
are likely to have little impact on calculated results. The Cronbach alphgédrénom .10 to
.89. Only two of the scales, student academic orientation and student peer relationships
generated alphas below .50. Further analysis indicated that the Cronbach alghwee coul
improved for both scales with minor editing. Specifically, the removal of item #28 would
improve the internal consistency of student academic orientation from .21 to .54. skeikewi
removal of item #34 would increase the internal consistency for student p&enstligps from
.10 to .81. Overall, the analysis of internal consistency indicates that most cildsease
sufficiently consistent with only two scales requiring revision. Subsequenf tise scale

should remove these items or comment on the two lowest in reliability.
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Table 2

Cronbach’s Alphas of Climate Domains

Climate Domains n Cronbach alpha

Teacher-Student

Relations 53 .79
Security/Maintenance 53 .89
Administration 51 .80
Student Academic

Orientation 50 21
Student Behavior Values 54 .79
Student-Peer

Relationships 53 10
Parent/School/Comm.

Relationships 52 .78
Instructional Mgt. 53 .50
Student Activities 51 .87
Receptivity 52 .83
Satisfaction 52 .65

Correlation Analyses
A series of correlations were conducted to determine if relationships could be found
among the assessed dimensions of climate. Several factors are higtigtedseith one
another while other relationships indicate independent factors of climatee idras are
reported in order from high association to low association. All of the tests dfcaigone

performed for this analysis are two-tailed.
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The security and maintenance relationship composite correlated signyfiaéhtthe
teacher and students relations composite.48,p < .001). This domain also correlated
significantly with administrationr(= .43,p = .001), student academic orientatior=(.31,p =
.021), student peer relationships=(.40,p = .002), parent, school, and community relationships
(r =.40,p =.002), instructional management«.34,p = .010), student activities £ .31,p =
.020) and satisfactiom € .32,p = .017).

The satisfaction mean correlated significantly with security and eventer(= .32,p =
.017), administrationr(= .58,p < .001), student behavior values<.27,p = .044), parent,
community, and school relationships<.33, p = .014), instructional managemernt (56,p <
.001), student activities € .33,p = .014), and receptivity = .45,p = .001).

The teacher and student relationships mean correlated significantly eutitysend
maintenancer(= .48,p < .001), student academic orientatiors(.55,p < .001), student
behavior valuesr(= .46,p < .001), student peer relationships=(.52,p < .001), parent school
community relationships & .57,p < .001) and instructional managemant (39,p = .003).

The student peer relationships mean correlated significantly with teachstualent
relationshipsr(= .52,p < .001), security and maintenance (40,p = .002), student academic
orientation = .34,p = .010), student behavior values=.55,p < .001) and parent school
community relationships €& .28,p = .039).

The parent, school, and community relationships mean correlated significahtly wit
teacher and student relatioms=(.57,p < .001), security and maintenance=(.40,p = .002),
student peer relationships (p = .28, p = .039), instructional management (r = .32, p = .016) and

satisfaction (r = .33, p =.014).



48

The instructional management mean correlated significantly with teaathstuadent
relationshipsn(=.39,p = .003), security and maintenance=(.34,p = .010), administratiorr =
27,p = .047), student activities € .43,p = .001) and satisfactiom € .56,p <.001). The
administration domain correlated significantly with security and maintsn@ = .43,p = .001),
instructional management € .27,p = .047), receptivityr(= .59,p < .001) and satisfactiom €
.58,p <.001). The student activities mean correlated significantly with security and
maintenancer(= .31,p = .020), instructional management<.43,p = .001), receptivityr(=
.38,p = .004) and satisfaction mean<.45,p = .001).

The receptivity mean correlated significantly with administration 69,p < .001),
student academic orientation< .32,p = .016), student activities € .38,p = .004) and
satisfactioni( = .45,p = .001). Student academic orientation correlated significantly with
teacher and student relationships(55,p < .001), security and maintenance=(.31,p = .021)
and student peer relationships=(.34,p = .010). The student behavior values mean correlated
with teacher and student relationships (46,p < .001), student peer relationships .55,p <
.001) and satisfactiom € .27,p = .044).

Multiple Regression Analyses

A stepwise multiple regression analysis was employed to determinenifidanschool
climate domains are predictive of teacher satisfaction. A second stapwiiple regression
was employed to determine if the nine domains with the addition of satisfactiopnwedretive
of receptivity to change. The assumptions of multiple regression weregarging the
scatterplot of residual values, a histogram of residual values, and tolerance ¥alutse
regression predicting satisfaction, the scatterplot of residual valuaamdsm in shape,

indicating independence of residuals and homogeneity of variance of residibalsverall
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magnitude of residual values indicated that the predictors and the criteriamearéylrelated.
The histogram of residual values indicated normality. The tolerance value fawtiecluded
predictors was .93. For the regression predicting receptivity, the saatiefrpbsidual values
was random in shape, indicating independence of residuals and homogeneity oéwafrianc
residuals. The overall magnitude of residual values indicated that the piedimiahe
criterion are linearly related. The histogram of residual values showedhpsigitive skew, but
can be considered relatively normal in shape. The tolerance values for ¢himthuded
predictors were all above .90.

A stepwise multiple regression analysis was employed to help determicie eflihe
nine climate domains could be used to predict job satisfaction. Administratiomovas &
have the strongest association with satisfaction and was entered int@tisestegression first
t(51) = 4.68p = <.001,b* = .47. Using administration as the sole predictor, approximately 34%
of the variance in satisfaction is explainBdl, 52) = 27.61p < .001. Instructional management
was also shown to significantly predict satisfacti®i) = 4.39p = <.001,b* = .44. When the
administration and instructional management domains were combined in theioegress
approximately 52% of the variance in satisfaction is explaif&],51) = 28.28p < .001. There
was a small difference noted between the coefficient of multiple deteiomraand the adjusted
coefficient of multiple determination, which suggests that the models areaeblaiable.

Information from the model summary for this stepwise regression isnpeels@ Table 4.
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Table 3

Multiple Regression Analysis Using Satisfaction as Dependent Variable

Model R R? AdjusteR 2 Std. Error of Estimate
1 58 34 .33 .58
2 72 52 50 50

Note.a. Predictors: (Constant), administration
b. Predictors: (Constant), administration, instructional management mean

An analysis of variance (ANOVA) was conducted to test the significahttes
coefficient of multiple determination for each model. Using administratidineasole predictor,
a significant amount of the variance in satisfaction is predi€i@d52) = 27.61p < .001 & =
.34). Adding instructional management as a second predictor increases tfiasigni
proportion of predicted variance in satisfactib(g, 51) = 28.28p < .001 & = .52).

A stepwise multiple regression analysis was employed to assess vihethare climate
domains and teacher satisfaction are predictive of teacher receptiviigrigec Three climate
domains indicated predictability to teacher receptivity to change. As withgtessgon on
satisfaction, administration is shown to have the strongest association epliviég and was
entered into the stepwise regression fiX&0) = 5.29p = < .001,b* = .54. Using administration
as the sole predictor, approximately 36% of the variance in receptivityxpisned. Student
activities was also shown to significantly predict receptiv({®0) = 2.72p = < .01,b* = -.27.
The combination of administration, student academic orientation and student adéuiteshe
best predictive model of receptivitys0) =2.23p = < .05,b* =. 23. There was a small
difference noted between the coefficient of multiple determination and thetedicoefficient of

multiple determination. This suggests that the models are relatively. stable
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Table 4

Multiple Regression Analysis Using Receptivity as Dependent Variable

Model R ’R Adjusted R Std. Error of Estimate
1 58" .35 34 .70
2 67 45 42 66
3 70 .50 A7 .63

Note.a. Predictors: (Constant), administration
b. Predictors: (Constant), administration, student academic orientation
c. Predictors: (Constant), administration, student academic orientation, stidaties

An ANOVA was conducted to test the significance of the coefficient ofijpheilt

determination for each model. Using administration as the sole predictor,feaigramount of

the variance in receptivity is predictde{1, 52) = 28.70p < .001 & = .35). Adding student

academic orientation as a second predictor increases its significant jgropbthe predicted

variance of receptivityf(2, 51) = 20.90p < .001 & = .45). Adding student activities further

increases the significant proportion of explained variance of rece@3ty60) = 16.68p <

.001 & = .50).
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CHAPTER 5

DISCUSSION

The purposes of this study included assessing the relationship between theéotisneins
climate and teacher satisfaction; and further evaluating the impact ofdinosesions with
teacher satisfaction on receptivity to change. The other purpose was tacaatey instrument
to assess the impact of school climate and teacher receptivity to change taltwldeted in
this study add to the limited literature on the impact of climate in the school antl how
influences the ways in which teachers receive change. The creation af andafeliable
instrument is the first step toward assessing the impact of climate terteaad ultimately the
persons whom they serve, the students. The instrument was based on a reviewuoé lgderat
school climate as well as previously developed instruments that evaluate eapeuats of
climate within schools. From the overall review of literature, more than &keantwvere chosen
that strongly represent the existing literature on climate and envirorinmepget within a
school. These articles supported the domains created for this survey: teacledemd s
relationships, security and maintenance, student academic orientation, sthderdrbevalues,
student/peer relationships, parent, school and community relationships, instructional
management, student activities and administration. Items were then developsel 6n the
survey. The survey items were based on research into school climate andliatioffuence

school environment. | consulted with an expert in survey development to clarify thegvotrdin
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initially developed items as well as delete items that appeared to be aatlondnrelated to the
literature. The result was a final survey comprised of 63 items that haeatealidity. The
survey was formatted for online delivery. Approval for data collection withiditacts was
first solicited by the district superintendents. Once that approval was obtae@dté¢ntial
participants were individually e-mailed with information describing the sunigepurpose and a
live link that would give them access to the survey.
Analysis
Administration and instructional management were found to be predictors of a proportion
of job satisfaction in teachers. In other words, these two domains were found to hapaan im
on how teachers perceive their satisfaction in the work place. The domains wiSadton,
student academic orientation and student activities were also found to haveagimfieraction
and to be predictors of receptivity in a school. These three domains were found to have an
impact on how teachers perceive their own receptivity to change in the schooherent.
These findings support the findings in the literature and from previously developsshassts
that these domains may serve as predictors of teacher receptivity te.cidng means that
these domains have an effect on how receptive teachers are to change in thenscboatent.
The analysis does not support the hypothesis that satisfaction has a diretbimipae
receptive teachers are to change. Three domains demonstrated a ditieastep in predicting
receptivity, while two domains indicated a direct relationship in predictitigfaetion.
It is important to consider the limitations of this study and the factors thahava
influenced the outcome. It is also important to reflect on what could be altemedsitily were
to be replicated in the future. This study was conducted as an evaluation ofsgaetoeptions

regarding the impact of eleven domains on job satisfaction and receptivity to clidregdata
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were collected from different districts that were independently adtrated by different
superintendents. If significant changes were happening in one district and not,deatiers’
perceptions of the importance of each domain may have been altered. District ieg@yase
not compared, so these differences were not taken into account. This study wasdsted
electronically via e-mail contact with teachers logging onto a suwebypage. If this study
determine if changes were occurring in the districts which may impaotérall results of the
survey.

Although more than 900 potential respondents were solicited, the actual number of
participants was very low, making the application of the results limited. eBpemdent pool
would be higher (and the results more conclusive) if the participants wereesiolion the
whole state or from multiple states.

Data collection was challenging because there are several educagmmmpson the state
of Indiana and the pool of potential respondents receive regular requests tpgtartcsurvey
data collection. Furthermore, incentives to participate were not offereds domgacted by
several of the respondents who stated that they would participate if incemtineesffered as
their time was valuable. Finally, some of the survey items may have beeivpd as sensitive.
Even with assurances of anonymity teachers may have been hesitant to meppttqres of the
administration in their building or district.

This study investigated the theoretical underpinnings associated with the aoincept
climate. Specifically, the potential contributors of school climate weresiigaded and a tool to
measure school climate was developed. Despite the historical roots, the walzapin of
school climate remains debatable. School climate has been researchethtesita

achievement concerns but never before to evaluate receptivity to the changeteimgdiein the
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environment. School climate as it pertains to receptivity to change is the afethis project
and may help in the provision of a framework for introducing change and monitorsugasss.

First, the review of literature established a clear definition of cima@his definition was
supported by the work of Creemers and Reezigt (1999), who wrote about schools having
individual personalities, and Sweeney (1992), who described climate as theffinel school.
The idea of school climate having clearly defined factors which influencereement was
established by Brookover et al. (1978), who found that school climate is comprisedipfemult
factors. More recently, Freiberg (1998) provided further support for the ideahibat skmate
is the function of multiple factors.

This study focused on the definition of school climate as a composition of multiple
factors as suggested by Freiberg (1998) and Brookover et al. (1978). Factorsutatenf
climate within a school are thought to have a significant impact on student sacitess
educational environment, and previous researchers have studied climate as it joestagents’
academic success. In this study, climate was investigated asds telatacher receptivity to
change and satisfaction in the workplace. Two factors which influence jolastabisfof
teachers and three factors which influence receptivity to change in the acadgimonment
were found.

Satisfaction, which is believed to be a contributor of school climate, was shown to be
influenced by the administration of the building and how those administrators support the
teaching staff. The items in the survey that contribute to administration foceaabret
perception of the relationship between teacher and administration as vellraketof
administration of the buildings within the district and not the district admitatras a whole.

If teachers perceive a closer relationship with the administration, onech thiei administrator
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serves as a support rather than a micromanager, they are more likelytisfieel sath their
jobs. Teacher satisfaction is also influenced by teacher perception of instiliotanagement.
If teachers perceive that they have time to prepare and execute lessatuplagmshe school day
they are more likely to be satisfied, thereby impacting the overall envirorahta school.

Receptivity is influenced by teacher perceptions of administration and thideole
administration plays in the school. Better perceptions of the teacher and &@dwoinis
relationship lead to greater receptivity to change. Receptivity isrdlaenced by student
academic orientation. Teachers who perceive students to be hardworking etikehpto be
receptive to change in the school. Finally, receptivity is influenced by treadef student
activities and their availability to the students in the school. If teachersiypethat students are
involved in after-school activities, they may believe that the students sedtiod sgvironment
as one of learning and development, thereby making the teachers more reoegttareges
which would be beneficial to students.

This study was conducted to better understand school climate domains and their
connection to teacher receptivity to change and teacher employment satisfatte findings
highlight how human relationships as well as perceptions of involvement relate to school
climate. The domain of administration was shown to be significant to the teadieers
participated in this survey in both areas of receptivity to change and saiisiadhe
workplace. When discussing relationships with teachers and their administrRatsesiholtz
(1986) suggested that school administration can be an opportunity creator, not arverder gi
The primary job of the principal is leadership. While the modern administsatioractive
member of the school work team, it is important for teachers to remembédrelpairicipal is

not just one more member of the group. The effective leader helps to frarssuge and keep



57
the school focused on priorities while establishing positive collegialoe&itips with all
participants in the school environment.

The importance of organization and time management in job satisfaction asetisouss
Cook (1954), suggested that a teachers attitude toward children in the classrooratedsael
teacher efficacy. Ryans and Wandt (1952) identified several effectivertgattaracteristics,
highlighting the teacher’s ability to be sociable, businesslike, reactoleatwe, and tolerant as
well as the teacher’s desire to please peers, students, administraticaméaies in the school.
All of these characteristics were related to student response in the edalcativironment.

Jones et al. (1981) discussed the impact of student academic orientation oniclihmate
schools suggesting that school personnel attitudes are an important key to studsstisulcee
mainstream educational setting. Interactions between students and tegcharmeegral part
of the teacher-learner process and shape teacher perceptions andierpeaxttie student
behavior in the classroom.

School-sponsored extracurricular activities were reported as signiftcsegchers in
their receptivity to change. Research conducted by Finn (1993), suggestsrdatragtlar
activities give students an opportunity to develop group cooperation skills, respgnsibilit
strength, endurance, develop competitive skills, experience cultural divarsitgevelop a
sense of belonging to their community. These activities provide a link to lesaomedén the
classroom, giving students an opportunity to practically use academicrskilteal-world
context, and should be considered a component of a well-rounded education. Researchers
further suggest that participation in these activities increases stusiemée of belongingness to
their school, consequently decreasing the likelihood of academic failure and dropping

(Fisher, Grady & Fraser, 1995).
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The results of this study are useful because change is regularly impenreathools
by teachers, who are often not included in the decisions about what kinds of change are
introduced. This study speaks to the variables that could be addressed prior to introduction of
change.
Use of the Survey

School climate impacts all of the participants in the academic environment. iJ htse
an established link to the climate of the school and achievements of the partidipaibisrg,
1998). There are many elements which may affect the climate of a school. Véecaated
for this study was meant to investigate nine of those elements and maywéakelp
administrators and school psychologists assess the climate of a school @eéphgity of
teachers prior to initiation of change. Understanding teachers’ perception®ghe initiation
of change may help administrators increase the chance of intervention yreegrguccess. The
research conducted for this study would suggest that if teachers feel suppdntentared
through changes they may be more likely to support the changes and implement them
successfully. One potential implication of this study could be that the schobbpsyst be
more involved with the process. School psychologists are typically viewed as tlagypmental
health provider of a school. That concept could be generalized to the care offtaedstatulty
in the form of administrator support.

Limitations

There is limited literature on the impact of school climate in academtiicgse and little
has been conducted using more modern methodologies. Much of the research used to support
the development of this survey, while strong, has not been conducted recently. As thiesult

research is limited by changes in society and technology that may kebser&ol current
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participants in an educational environment. Further, some of the research used talsisppor
study was conducted abroad and may not be generalizable to the American edysiaion s

This study was limited by the small population of respondents from a geogrgphical
limited area. Any survey that relies upon the perceptions of individuals isdibegtsause of
environmental factors which may influence their perceptions. Factoct wiay influence
perception include the time an individual spends in the environment, the perceived power of the
person in that environment, and job roles and responsibilities. Geographically liespenses
are always subject to scrutiny because of many environmental factoasetimait able to be
generalized to larger diverse areas. For example, smaller schogtsliséite methods of
instruction and curricula which may not be used in many other areas.

This research was completed with the assumption that the participants responded
honestly to the survey presented to them. Operating under that assumption, this isrfutgier
by the low response from the participants solicited. More than 900 participartasked to
participate in this survey and fewer than 60 completed the survey. Severalghpmitipants
contacted me via e-mail stating that they did not have time to complete taséde otitheir job
requirements; some asked if there was an incentive for their participsitioen | responded to
the e-mails advising the participants that no incentive plan was in platesfeutvey, they
responded with refusal to participate. Some expressed hostility at being dotitbrthis
solicitation in their place of employment and refused to participate.

Future Research

There are many potential influences on the climate of a school. Culture aruityethhi

both the teachers and students of a school will influence the ways in which theyaeach

other, thereby impacting the school climate. Greater exploration of cuttdiretianicity in
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academic relationships would assist in developing a better understanding of hevathos
relate to climate. More work may also be done to collect qualitative datademtmers who
complete the survey. Qualitative data collected from interviews with indigidna focus
groups would lend depth to the perceptions reported in the survey. Qualitative exploration
would best be conducted using the domains rather than individual items and creating fwompt
the domains to give the respondents a chance to reflectively explore each stitnthiiematic
analysis could be conducted with that data to support content validity of the domains.
Summary

This study was conducted to investigate domains of school climate and their ampac
teachers. A survey was designed to be administered to individual teachers orwofjteapkers
within school districts. Many districts were asked to participate in tivegubut response was
very limited. Teachers reported their perceptions through the eleven domaingleMult
regression analyses were performed to evaluate school climate domains &hd blnvate
related to teacher receptivity and satisfaction. The analyses indicateéd/d domains had an
impact on teacher job satisfaction: administration and instructional managehmenanalyses
also indicated that three domains impacted teacher receptivity to clagngeistration, student
academic orientation and student activities. The limitations of this stadyrated participant
response and limited geographic area of study. The findings of this study mdetier

understanding of factors which may influence teacher receptivity to chandenisc
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APPENDIX A: SCHOOL CLIMATE QUESTIONNAIRE

You are being asked to participate in a research project to investigate the relationship among
school climate, teacher job satisfaction and receptivity to change. This research is through the
use of a survey questionnaire. The process should take no longer than 20 minutes of your time.
Due to the nature of the survey there will be nothing to link you to the answers on your survey.
The information gained from your participation will only be viewed by myself and my
dissertation supervisor. There are no known risks to your participation in this survey. The
information gained in the survey will assist in developing a better understanding of the
relationship among school climate, teacher job satisfaction and teacher receptivity to amange i
the educational environment.

The following items have been developed to create a snapshot of the school climate in this
building. Please respond to each as honestly as possible. All responses are confidential. Thank
you.

Strongly Strongly
Agree Disagree
1. The relationship with most of my students is positive.................. 5 4 3 2 1
2. My students respond well to my instructional methods................ 5 4 3 2 1
3. My students Seem t0 reSPECt ME. ......oeuuuuuvvuiiiiiiiieeee e 5 4 3 2 1
4. Irespect all of my Students. .......coooeeeiiiiiiiieee e 5 4 3 2 1
5. | enjoy getting to know my students over the academic year. ...... 5 4 3 2 1
6. Special needs students make my job more challenging................ 5 4 3 2 1
7. A diverse population of students makes classroom a
better learning eNVIrONMENL. .........uuueeiiiiiiiiee e 5 4 3 2 1
8. When | am on this school campus, | feel safe............ccccevvvvvinnnnne 5 4 3 2 1
9. | believe adequate precautions are taken for
my safety at this SChOOL. ............oovvviiiiiiii e, 5 4 3 2 1
10. | believe adequate precautions are taken for
my students’ safety at this SChOOL. ............ccceiiiiiiiiiiiis 5 4 3 2 1
11. Security measures are discussed and reviewed regularly. ........... 5 4 3 2 1

12. My school is in a safe neighborhood. ..., 5 4 3 2 1



13.
14.
15.
16.
17.
18.

19.
20.
21.
22.
23.
24,
25.
26.
27.
28.
29.

30.
31.

32.

33.

34.
35.
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| feel safe when | come in during evenings or vacations. ............ 5
| regularly see an administrator during the school day. ............... 5
Interactions with the administration are satisfying. .................... 5

| only see administrators during times of Stress. .........ccccceeeeeeennnn. 5
Our administrators have my best interest in mind. ..................... 5
| am received positively when | voice a concern to

the admiNISTration.............uuuiiiiiiiiiiiiiee e 5
The administration acts upon my suggestions. ..........cccceeeeeeeeeennn. 5
The administrators are available. ..., 5
| value the relationship with my administration. ......................... 5
This school is focused on academic progress for my students. ..5
This school is focused on state-based testing. ............ccceevvvvnnnees 5
My students enjoy my ClasSroOm. .......ccccoeeeeeeeeeeiiieeeeeeiiiiinn 5
My students are engaged in classroom activities. ....................... 5
My students regularly submit homework assignments. .............. 5
My students ask questions during Class. .........ccccceveiiiieviiiiiiineenn, 5
| seem to spend a lot of time disciplining students. .................... 5
| am able to assign independent student work

with little direCt SUPErviSION............eciiiiiiieieeeeeee e 5
The students in my classroom abide by the classroom rules. ...... 5

The students in my classroom are respectful

of the property of Others. ..., 5
The students in my classroom are respectful of others’

PEISONAl SPACE. ...uueuiiieieeeeeeeeeeeee ettt e e e e e e e e e e e e e ee s 5
The students of my classroom seem to have positive
relationships with each other. ... 5
The students of my classroom seem to be clique oriented........... 5
My students accept all classmates regardless of their ethnicity...5



36.

37.

38.

39.

40.

41.

42.

43.
44,

45,

46.

47.
48.
49.

50.

51.
52.

53.
54.
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My students accept all classmates regardless of their

academic ability. ........ccovviiiiiii s

During whole-school events the parents/guardians

of my students are willing to assist. .........ocuvviviiiiiiiiiii,

During classroom events the parents/guardians of my

students are willing t0 aSSISt. .......coooiiiiiiiiiiiii e

The parents/guardians of my students are involved

in Parent/Teacher Planning committees. ............ccccoevevvvinninnnne

The parents/guardians of my students help in purchasing

ClassSroom SUPPHIES. ..ccevvveieeeeeeeiiiicer e e

Our classroom receives donated school supplies

from community Organizations. .........cccccoooeeeeeeeeeneeeeeeeeiiiieiennnns

| have enough time for educational planning in my work day.

D

D

)

..... 5

..... 5

S)
)

I have sufficient supplies to provide meaningful instruction. .....5

My students have enough time to make educational

progress during the day. ........ccooooiiiiiiiiii e

My classroom environment is sufficient for the number

of students in My ClasSro0M. ...........ccevvviiiiiiiiiiiiie e,

My classroom environment is sufficient for learning

= Tod 1)/ 1 (1T

..... 5

D

Our school offers a variety of extracurricular activities. ............ 5

The student body is aware of extracurricular opportunities......

The parents/guardians of our students are aware of

extracurricular OPPOrtUNItIES. ......covvvvvvvviiiiiiiiiee e e e e ee e e e e eeeeeenenns

The extracurricular activities at this school complement

the diverse population of students. ..o,

School activities are affordable to students. .........cccoevvveeennne.

There is sufficient attendance at extracurricular activities

S)

D
D

to maintain their availability. ............cccccoieiiiiiiis 5

The activities at our school have diverse attendance. ............

| am presented new ideas in a timely fashion

before implementation is expected. ........ccccoevveiiiiiiiiiiiiiiiiiinnn,

..... 5

)



55.

56.

57.
58.

59.
60.

61.
62.
63.
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| receive training before new ideas are to be implemented. ....... 5
Should questions arise, the leaders who present change are
available to me after the initiation of change. .............cccccceeee 5

| am made aware of the reasons for change. ...........ccccciiiiiiinnnns 5
| am made aware of the effect the changes

have on the school environment. ..., 5
My school does not implement changes often. .............ccceeveve. 5
| am satisfied with my relationship with the administration in

MY DUIAING. e 5

| am satisfied with the relationship | have with my colleagues. ..5

| am satisfied working in my current school. ..............cceevvvvinnnns 5

| am satisfied with my current school district. .............ccccceee 5

2 1
2 1

2

2 1
2 1
2 1
2 1
2 1
2 1
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APPENDIX B: SCHOOL CLIMATE DOMAINS AND ASSESSMENT ITEMS ONHE

SCHOOL CLIMATE SURVEY

Domain Name

Domain ltems

Teacher and Student
Relationships

ogrwbRE

No

The relationship with most of my students is positive.
My students respond well to my instructional methods.
My students seem to respect me.

| respect all of my students.

| enjoy getting to know my students over the academic
year.

Special needs students make my job more challenging
A diverse population of students makes a classroom a
learning environment.

better

Security and Maintenance

© ©

10.

11.
12.
13.

When | am on this school campus, | feel safe.
| believe adequate precautions are taken for my safety
this school.

at

| believe adequate precautions are taken for my students’

safety at this school.

Security measures are discussed and reviewed regulatly.

My school is in a safe neighborhood.

| feel safe when | come in during evenings or vacations.

Administration

14.
15.
16.
17.
18.

19.
20.
21.
22.

| regularly see an administrator during the school day.
Interactions with the administration are satisfying

| only see administrators during times of stress.

Our administrators have my best interest in mind.

| am received positively when | voice a concern to the
administration.

The administration acts upon my suggestions.

The administrators are available.

| value the relationship with my administration.

This school is focused on academic progress for my
students.

Student Academic Orientatio

n23.
24.
25.
26.
27.

This school is focused on state-based testing.

My students enjoy my classroom.

My students are engaged in classroom activities.

My students regularly submit homework assignments.
My students ask questions during class.
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28.

| seem to spend a lot of time disciplining students.

Student Behavioral Values

29

30.
31.

32.

. 1 am able to assign independent student work with little
direct supervision.

The students in my classroom abide by the classroom

The students in my classroom are respectful of the pro
of others.

The students in my classroom are respectful of others’
personal space.

Student Peer Relationships

33.

34.
35.

36.

The students of my classroom seem to have positive
relationships with each other.

The students of my classroom seem to be clique orient
My students accept all classmates regardless of their
ethnicity.

My students accept all classmates regardless of their
academic ability.

Parent, Community and
School Relationships

37.

38.

39.

40.

41.

During whole-school events the parents/guardians of
students are willing to assist.

During classroom events the parents/guardians of my
students are willing to assist

The parents/guardians of my students are involved in
Parent/Teacher Planning committees.

The parents/guardians of my students help in purchasif
classroom supplies.

Our classroom receives donated school supplies from
community organizations.

rules.
perty

y

9

Instructional Management

42. | have enough time for educational planning innky we

43
44

45

46

day.

. | have sufficient supplies to provide meaningful instruct

. My students have enough time to make educational
progress during the day.

. My classroom environment is sufficient for the number
students in my classroom.

. My classroom environment is sufficient for learning
activities.

A=)

on.

Student Activities

47. Our school offers a variety of extracurricut@viges.

48
49

50.

51.
52.

53.

. The student body is aware of extracurricular opportunit
. The parents/guardians of our students are aware of
extracurricular opportunities.

The extracurricular activities at this school complement
diverse population of students.

School activities are affordable to students
There is sufficient attendance at extracurricular activitie
maintain their availability.

es

the

sto

The activities at our school have diverse attendance.
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Receptivity

54. | am presented new ideas in a timely fashion before
implementation is expected.

55. I receive training before new ideas are to be implemented.

56. Should questions arise, the leaders who present chang
available to me after the initiation of change

57. | am made aware of the reasons for change

58. I am made aware of the effect the changes have on the
school environment.

59. My school does not implement changes often.

Satisfaction

60. | am satisfied with my relationship with the admatish
in my building.
61. | am satisfied with the relationship | have with my
colleagues.
62. | am satisfied working in my current school.
63. | am satisfied with my current school district.

e are
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APPENDIX C: PARTICIPANT SOLICITATION LETTER
September, 1, 2009
Dear Fellow Educator,

You are invited to participate in a research study about school climate, teacher
receptivity, and job satisfaction. This research project is being conductedroy She
Eaton-Bin Daar through Indiana State University. The purpose of this sttalgeselop

an understanding of the relationship between school climate, teacher jolcatisfad
teacher receptivity to change. School Climate is defined as the atmosptfess,of a
school as interpreted by the participants in that environment (Halpin and Croft, 1963).

There are no known risks if you decide to participate in this research studye tioerar
any costs for participating in this study. The information you provide will help m
understand if the survey questions are clear and address the purpose of the study.

Your participation in this study is voluntary. If you choose to participate pleasplete
the survey by visiting:

http://survey.gualtrics.com/SE?SID=SV e9gWMembHzzMYFC&SVIDxPr

If you have any questions or concerns about completing the survey or about your
participation in the study you may contact me at 812-201-6754 or
seatonbinda@isugw.indstate.edu. You may also wish to contact Dr. Eric Hampton,
Chairperson of my research committee at 812-237-2890 or
ehampton@isugw.indstate.edu.

Please complete the survey at your earliest convenience. The surveynvailh active
for 30 days.

Thank you for your assistance.
Respectfully,
Sherri Eaton-Bin Daar, MS; LSP

Indiana State University
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APPENDIX D: DISTRICT PARTICIPATION INVITATION E-MAIL
Dear Fellow Educator,

My name is Sherri Eaton-Bin Daar. | am a doctoral candidate in Guidance and
Psychological Services/School Psychology at Indiana State Univémsityrequesting

you to permit educators in your district to participate in my dissertation. sl

purpose of this study is to develop an understanding of the relationship between school
climate, teacher job satisfaction and teacher receptivity to changeflly, this study

will provide valuable information to administrators in the area of school climatéaw

it impacts change.

Teachers would be asked to fill out an online survey. All responses will be coifident
and information will be aggregated for the total statewide participant poolmiation

will not be reported on individual schools or districts. The survey is expected to take no
more than 20 minutes of their time. The survey is specific to elementary sdiwne

The survey will be electronically distributed in the Fall of 2009.

This research has been deemed exempt from oversight by the Institutioreal Beard

of Indiana State University. If you are willing to allow this reskbadocbe conducted in

your district, please reply to this email address seatonbinda@isugw.indstatey®u

have any questions or concerns, please feel free to contact me at 812-201-6754. You may
also contact the chair of my dissertation committee, Dr. Eric Hampton, 812-237-2890,
ehampton@isugw.indstate.edu .

Respectfully,
Sherri L. Eaton-Bin Daar, MS, LSP
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