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Abstract

The school climate is a significant factor in the development of students’ cognitive,
emotional and social competencies. Starting from the fact that the quality of educational
work largely depends on the school climate, the aim of this research was to identify the
factors influencing the development of a positive school climate, and to determine the
differences in the perception of its dimensions in relation to gender and student success.
The sample for this research consisted of 216 primary school students in the Republic of
Serbia. An instrument composed of 43 items was used in the research. Factor analysis
identified 6 factors that affect the school climate: support and consistency in the work of
teachers, student autonomy, the academic support of teachers, negative peer relationships,
disciplinary rigor and collaborative peer learning. The students’ perception of the
dimensions of the school climate was influenced by school success and the gender of the
students. This research offers a comprehensive theoretical perspective for all researchers
for whom the field of school climate is at the center of interest, as well as potential
solutions in terms of improvement in educational practice.

Key words: academic support, discipline, interpersonal relationships, school
climate, students’ perception

NIAEHTUPUKOBABE IMMEH3NJA HIKOJICKE KJIMME
N3 YIJIA YYEHUKA OCHOBHUX HIKOJIA

Ancrpakrt

[IIkosncka KiMMa MpeACTaBiba 3HauajaH GakTop y pa3BHjamby KOTHUTHBHHX, EMO-
[MOHAJIHKX U COLMjaJIHUX KOMIIeTeHIHja yueHuka. [Tomasehin o1 Tora 1a o/ MIKOJICKe
KIMME Y MHOTOME 3aBHCH M KBAJIHTET 00pa30BHO-BACITUTHOT pajia, b paja je OHo
na ce uAeHTUUKYjy (aKTOpPH KOjH yTHYy Ha pa3BHjarbe MO3UTHBHE LIKOJICKE KIUME
M YTBP/IE Pa3jInKe y NEePLEIINjH bEeHNX AUMEH3Uja y OJHOCY Ha IOJI ¥ yCIeX y4eHH-
Ka. Y30paK HCTpaKMBamba YMHWIO je 216 yueHHKa OCHOBHMX Iikoia y PemyGmmun
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CpOuju. Y pajy je kopuiiheH HHCTPYMEHT cacTaBJbeH o1 43 ajreMa. DakTOPCKOM aHAIH-
30M yTBpheHO je 6 hakTopa Koju yTUdy Ha IIKOJICKY KJIMMY: MOZPIIKA U JOCIEIHOCT Y pa-
Iy HaCTaBHHKA, ayTOHOMHja YUCHHKa, aKaJeMCKa ITOApIIKa HaCTAaBHUKA, HEraTHBHY BPII-
FauKH OTHOCH, IUCIAIUINHCKA CTPOTOCT M KOJIA0OPaTHBHO BPIIEKHAdKo yuewme. Pesynrarn
THIOKa3yjy U J1a Cy IIKOJICKU YCIeX M TOJ YYEHHKa YTHLIAIH Ha HEpPLETLHjy YYeHHKA O IU-
MeH3MjaMa LIKOJICKe KiauMme. Pan Hymu cBeoOyXBaTHY TEOPHUjKY INEPCIEKTHBY 3a CBE
UCTpaKUBaye KOjuMa je 00JacT MIKOJICKE KIUME Y LIEHTPY MHTEpECcOBama, alu U 10-
TEHIMjaJIHa PelIeka BEHOT yHanpehuBama y 00pa30BHO-BACIUTHO] IPAKCH.

KibyuHe peun: akajeMcka MoJpuika, TUCIUIUIMHA, UHTEPIIEPCOHATHU OJTHOCH,
IKOJICKA KJIUMA, TICPIICTIINje YICHUKA

INTRODUCTION

The school climate is one of the dominant areas of research today.
The school climate reflects the character of school life and affects the
cognitive, emotional and social development of students. The quality of the
social environment and the work of teachers depend on the school climate
(Altaf, 2015). Therefore, it is an indispensable element, on the quality of
which the success of the entire teaching process largely depends.

In school climate research, most research starts from determining
the perceptions of teachers (Gray et al., 2017; Tam, 2020) or students
(Chatters & Joo, 2018; La Salle et al., 2016; Waasdorp, 2020). Therefore,
many studies have shown that a positive school climate is associated
with: a higher level of peer attachment and social skills (Acosta et al.,
2019), student achievements (Hultin et al., 2018), teacher satisfaction and
self-efficacy (Aldridge & Fraser, 2016), and physical security and lower
levels of school violence (Shukla et al., 2019).

Having in mind that the school climate is one of the crucial factors
in attaining educational achievements, prosocial behavior, and quality in-
terpersonal relationships, this research sought to determine the factors in-
fluencing the development of a positive school climate and the differ-
ences in the perception of its dimensions in relation to the students’ gen-
der and success in school.

THEORETICAL APPROACH TO THE RESEARCH

The school climate implies the experience of the school environ-
ment, where the interactions between, and mutual experiences of the par-
ticipants play an important role. The experience of the school climate in-
cludes mutual respect, trust, support and a sense of belonging in the
school community (Osher et al., 2020). The definition of the school cli-
mate also refers to the attitudes of its members and includes their norms,
culture, moral values, and productivity, and the contribution of individu-
als in achieving success. Accordingly, the school climate can have a posi-
tive or negative effect on its members (Gonder & Hymes, 1994). Freiberg
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(1999) says that the school climate is the heart and soul of the school. The
quality of the school largely depends on the quality of the climate, which
includes developing creativity, fostering children’s interests and motivat-
ing teachers to work.

One of the basic prerequisites for the successful education of stu-
dents is a positive school climate. The efficiency of learning depends on
the affirmation of relationships, and the integration of social, emotional
and academic skills of students. The teacher has the primary influence in
achieving the goals of education. The task of the teacher is to teach stu-
dents how to learn, offering them support in the form of teaching strate-
gies (Darling-Hammond & Cook-Harvey, 2018). The quality of the
school climate depends on the quality of life, work, and the interaction of
students at school (Pordi¢ & Damjanovi¢, 2016: 310). Research has
shown that the level of students’ school achievements also depends on the
academic and social support of teachers. With increasing teacher support,
both self-efficacy and the cognitive engagement of students increase (Jan-
sen et al., 2019). On the one hand, students’ perception of the support
provided by teachers correlates with motivation and the use of learning
strategies (Yildirnm, 2012). Therefore, the supportive approach of the
teacher has a positive effect on the student’s motivation and increases his
self-efficacy, i.e. the subjective experience of the student’s competencies
in the realization of various goals and tasks. On the other hand, the open-
ness, commitment and high expectations of teachers contribute to the de-
velopment of a favorable learning climate (Hoy & Hannum, 1997).

Although it has been shown that motivation to learn depends on
the educational support of teachers, research findings confirm that moti-
vation to learn is higher if students feel that their teachers provide them
with personal support, which contributes to better educational outcomes
(Kim et al., 2018). On the other hand, meaningful work that connects to
students’ prior knowledge and experiences, and actively engages them in
motivating tasks supports their competence, self-efficacy, and self-
directed learning (Darling-Hammond & Cook-Harvey, 2018).

From the perspective of the teaching process, the optimal learning
environment implies the application of innovative methods and forms of
work in teaching. With the support and innovative approaches of teach-
ers, students show a higher level of scientific creativity and interest in in-
volvement in activities of a scientific nature (Akkanat & Gokdere, 2018).
The results of research indicate that the participation of teachers in de-
signing creative and innovative activities is important. However, its role
in nurturing students’ positive attitudes toward school is equally im-
portant (Hui et al., 2018). The results of a two-year longitudinal study
confirm that students’ attitudes about learning and school are positively
related to academic performance.
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The application of innovative methods and forms of work, along
with the other previously mentioned characteristics important for attain-
ing higher educational achievements, communicate the necessity to form
an authoritative school climate. As the most desirable model, the authori-
tative school climate is characterized by the supportive approach of
teachers and the multiple types of support provided to students. Such a
climate model contributes to greater student participation and higher aca-
demic achievement (Konold et al., 2018). However, teachers’ work moti-
vation is one of the key elements in the students’ attainment of education-
al achievements. Teachers’ attitudes and expectations are related to stu-
dent achievement outcomes (McGiboney, 2016). Also, the level of their
support in the school community depends on the knowledge of the school
climate and the factors that contribute to the well-being of teachers (Gray
et al., 2017). Accordingly, the professional development of teachers is
one of the key preconditions for achieving a favorable school climate,
which, in turn, increases the educational achievements of students.

Interpersonal relationships in school are key indicators of the
school climate. The creation of a positive pedagogical atmosphere in the
classroom depends on the understanding, and mutual trust and communi-
cation between teachers and students. Teacher acceptance provides a
sense of security and contributes to the constructive, productive and crea-
tive progress of students. Taking into account the above, it can be said
that the teacher’s personality and their way of work are extremely im-
portant in the formation of positive interpersonal relations in the class-
room. Teachers are expected to show emotional stability and warmth to-
wards students, to be tolerant and kind during communication, and to en-
courage students (MiloSevié, 2015). Through their actions, teachers influ-
ence the formation of the emotional climate in the classroom, and, with
their pedagogical approach, they contribute to the development of the
moral and prosocial personality of students (Jevti¢ & Vasi¢, 2014). Re-
search has shown that the personality traits teachers consider important
for working with students are honesty, empathy, closeness and consisten-
cy. Student knowledge, and the effective use of non-verbal messages and
skills needed to deal with negative behavior are mentioned as the most
important communication strategies (Ozsezer & Saban, 2016). On the
other hand, research conducted in the Republic of Serbia has found that
students single out tolerance, human kindness and willingness to help
students as the most important characteristics of teachers (Milosevic¢, 2015).

A positive attitude towards the school, and support from the
school, parents and peers, are significant protective factors (Flori¢, Pav-
lovi¢ & Ninkovi¢, 2021, p. 1132). As a regulator of social relations in the
classroom, the teacher has the task of continuously monitoring and sup-
porting the positive interactions between students, and reducing the nega-
tive ones. Students who form positive relationships stand out for their
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positive social behavior, mutual support and integration, and for making
smart decisions (Moolman et al., 2020). On the other hand, if a student
does not feel safe in his/her school and if he/she is isolated from other
children, they may begin exhibiting destructive behavior towards him-
self/nerself and others (McGiboney, 2016). The appearance of negative
forms of behavior towards individuals may suggest that positive interac-
tions do not develop among students, which indicates a negative and un-
favorable school climate.

Since the occurrence of negative forms of behavior among students
is more frequent in educational practice, a negative school climate is
prevalent. Research findings confirm that a negative school climate influ-
ences the occurrence of violent student behavior (Chatters & Joo, 2018).
Students’ exposure to violence in the local community is associated with
peer victimization (Starkey et al., 2019), and peer victimization is associ-
ated with social trust. Students who were exposed to victimization
showed a lower level of social trust than those who were not (Lundberg &
Abdelzadeh, 2019), which again indicates the existence of a negative cli-
mate. However, the results also show that the students’ participation in
reporting negative behaviors has a positive effect on reducing the nega-
tive climate in schools (Bosworth et al., 2018).

Thus, the engagement of students in recognizing and reacting in
the event of violence is one of the important aspects of reducing the nega-
tive school climate. However, the teacher has a bigger role in this process.
Teachers, who should monitor the mutual relations of students, promote
positive relations and react in a timely manner in the reduction of nega-
tive peer interactions, are the main actors who influence the formation of
a positive climate. If teachers promote prosocial behavior, clearly express
negative attitudes about violence, and develop awareness of the presence
of violence and report violent behavior, there will be no intolerance and
violence among students (Wang et al., 2013). Research shows that the
development of friendships, which creates a pleasant classroom atmos-
phere, is observable in classes whose teachers express tolerance and un-
derstanding for their pupils, and encourage their cooperation and solidari-
ty, which is not the case with classes whose teachers encourage competi-
tion and the pursuit of prestige in their pupils (Jevti¢ & Jovanovi¢, 2017,
p. 600). Hence, it is necessary for the teacher to apply a democratic style
of classroom management (Jevtic & Vasi¢, 2014) and possess interper-
sonal competencies (ability to criticize and self-criticize, teamwork, in-
terpersonal skills, ability to communicate, respect for diversity, etc.) (Mi-
losevi¢, 2015) in order to feel safe in their role as a regulator of social re-
lations, and in order to form a positive environment for the growth and
development of each student.
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RESEARCH METHODOLOGY
Research Aim and Research Questions

Starting from the fact that the students’ assessment of the school
climate largely reflects its quality, the aim of this research was to examine
students’ perceptions of the school climate and determine its dominant
dimensions. This research started with the following research questions:
1) what factors have an impact on the school climate from a student’s
perspective; and 2) can gender and school success influence students’
perceptions of the school climate.

Research Tasks

The role of the school is extremely important in terms of develop-
ing and improving the capacity of students. Providing personal and aca-
demic support, encouraging positive interpersonal communication, and a
pedagogical and innovative approach by teachers are crucial to students’
overall progress. The aforementioned dimensions of the school climate
represent the most important predictors of the quality of educational work
in the school community.

In order to investigate the school climate, the following research
tasks have been defined:

1) determine the most dominant dimensions of the school climate
from a student’s perspective;

2) examine the differences in the perception of the dimensions of
the school climate in relation to the gender of students;

3) discover if there are differences in students’ perceptions of the
dimensions of the school climate in relation to school success.

General Research Hypothesis

This research started from the assumption that students will posi-
tively perceive the academic and social dimensions of the school climate
and that students’ perceptions of the identified dimensions of the school
climate will differ according to their gender and success in school.

Research Sample

The research sample consists of 216 primary school students from
the Republic of Serbia. Primary education in Serbia includes 8 grades,
and the research sample consists of students from grades five through
eight, ages 11 through 15. Random sampling was applied, and the re-
search was conducted in the area of southeastern Serbia. In relation to
gender, 95 (44%) male students and 121 (56%) female students partici-
pated in the research. Out of the total sample, the school success of 5
(2.3%) students was graded as insufficient, the success of 14 (6.5%) stu-
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dents was graded as sufficient, the success of 33 (15.3%) students was
graded as good, the success of 62 (28.7%) students was graded as very
good and the success of a maximum of 102 (47.2%) respondents was
graded as excellent. Since the participants are minors, the parents were in-
formed about the purpose of this research and gave their consent for the
participation of their children. Students who participated in the research
were guaranteed anonymity.

Instrument and Procedure

An instrument containing 43 items was developed for the purposes
of this research. Students’ perceptions of the school climate were exam-
ined through an assessment scale, taking into account the different dimen-
sions of the school climate. The assessment scale is of the Likert type,
and students had the opportunity to circle the following values: 1 - | do
not agree at all, 2 - | do not agree, 3 - | do not agree or disagree, 4 - |
agree, and 5 - | completely agree . The reliability of the instrument was
calculated, and its Cronbach’s Alpha coefficient is .910. The normality of
the distribution was examined by the Kolmogorov-Smirnov and Shapiro-
Vilk tests, with a resulting significance level of .001.

Data Analysis

For the purposes of this research, the following were used: factor
analysis as a form of multivariate data processing, via the categorical
principal component analysis method; instrument reliability (Crombach
Alpha); analysis of variants (ANOVA) for determining differences be-
tween variables; and the Kaiser-Meyer-OlKkin test and Bartlett’s test. The
normality of the distribution was verified by the Kolmogorov-Smirnov
and Shapiro-Vilk tests. Statistical analysis was performed in the SPSS
software package.25.

THE RESULTS OF THE RESEARCH

The assessment scale is composed of 43 questions and is intended
to examine primary school students’ perceptions of the school climate. In
order to reduce the data to latent factors, a statistical technique — factor
analysis was applied. Data validity was checked by the Kaiser-Meyer-
Olkin test and shown in Table 1.

Table 1. KMO and Bartlett’s test.

Kaiser-Meyer-Olkin Measure of Sampling Adequacy .904
Approx. Chi-Square 5901.197
Bartlett's Test of Sphericity df 780

Sig. .000
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Table 1 presents the .904 value of the Kaiser-Meyer-Olkin (KMO)
test, with the value of Bartlett’s test showing a statistical significance of
less than .05. Based on the obtained results, it can be concluded that the
implementation of factor analysis was justified.

The latent structure of the scale was determined by applying the
Gutmann-Kaiser criterion for factor extraction, whereby varimax rotation
of the factor was performed in order to maximize the sum of the variances
of the square of the factor loads (Table 2).

Table 2. Matrix structure of extracted factors

Factor load The rotational sum
extraction sum of the factor load

% of Cumulative Total % of Cumulative % of Cumulative
Variance % Variance % Variance %

1 12.897 32242 32242 12.897 32.242  32.242 7.402 18505 18.505
2 349 8.740 40981 3496 8.740 40.981 4.240 10.601 29.106
3 2717 6792 47.773 2717 6.792 47773 4.053 10.132 39.238
4 2297 5742 53515 2297 5742 53515 3.096 7.740 46.978
5
6
7

Initial value

Total Total

1332 3330 56.845 1332 3330 56.845 2.792 6.981 53.959
1114 2784 59.629 1.114 2784  59.629 1.885 4.713 58.672
1.080 2.700 62.329 1.080 2700 62329 1463 3.657 62.329

Table 2 shows that seven factors with a high cumulative percent-
age of variance (62.32%) were isolated. Six factors were taken into ac-
count for further analysis, because the rotation of items determined that
the last component contains only one item, which does not make it a sig-
nificant factor for further analysis.

The first factor explains 18.50% of the total variance. Claims con-
cerning the role of teachers in providing assistance in student work, as
well as its consistency in classroom management, are grouped within this
factor. In accordance with the content of the items, the factor is called
support and consistency in the work of teachers. Subjects covered by this
factor relate to the teachers’ efforts to provide personal support in over-
coming student barriers, teacher responsiveness to student demands, stu-
dent involvement in work, and clarity and consistency in classroom con-
duct and management.

The second factor explains 10.60% of the total variance and brings
together items related to providing students with the opportunity to ex-
press their own opinions, to participate in the selection of methods and
forms of work, and to contribute to ideas and important decisions in the
school community. In accordance with the content of the item, the name
chosen for this factor is the autonomy of students.
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The third factor which stood out explains 10.13% of the total vari-
ance. The grouped claims include the teacher’s orientation towards crawl-
ing support in attaining high student achievement. Accordingly, the factor
is named academic support of teachers.

The fourth factor explains 7.74% of the total variance, and the
items within this factor refer to peer relationships. Claims that include
negative interpersonal relationships of students expressed through nega-
tive behaviors in mutual interactions are grouped within this factor. Ac-
cordingly, the fourth factor is called negative peer relationships.

The fifth factor explains 6.98% of the total variance. The items that
are part of this factor called disciplinary rigor are focused on the orienta-
tion of teachers towards maintaining order and discipline in the class-
room. The items include the teacher’s approach in setting rules aimed at
controlling student behavior by applying various classroom discipline
strategies (involving students in classroom discipline decision-making,
rewards for good behavior, punishments for bad behavior, etc).

The sixth and last factor taken into consideration explains 4.71%
of the total variance. The factor is named collaborative peer learning, be-
cause it includes items related to encouraging collaborative learning
among students, to organizing activities that encourage cooperation and
teamwork among students, and to the application of innovative teaching
methods and forms of work that develop collaborative relationships.

To determine the difference in the male and female students’ re-
sponses regarding their perception of the school climate based on grouped
factors, a t-test for independent samples was applied. The results are
shown in Table 3.

Table 3. Differences in the perception of the dimensions
of the school climate in relation to the gender of students

Factor Gender N M SD t df p
Negative peer male 95 2.19 74
relationships female 121 254 1.01 2.788 167382 006

Of the six defined factors, statistically significant differences in re-
lation to gender were found in the fifth factor, which indicates negative
peer relationships. Table 3 shows that male students assessed peer rela-
tionships more positively than female students. More precisely, as op-
posed to male students, females assessed negative peer interactions as
more prevalent, and it can be assumed that such perceptions are condi-
tioned by experience and greater sensitivity to negative peer behaviors.
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Table 4. Students' perceptions of the dimensions of the school climate
in relation to school success

School -\ 'm sp FE df  p
success

insufficient 5 308 112

sufficient 14 3.32 1.47

good 33 3.46 95 7219 4 .000
very good 62 4.64 97

excellent 102 459 1.12

insufficient 5 1.88 43

sufficient 14 3.68 1.37

Student autonomy good 33 355 1.17 5808 4 .000
verygood 62 415 1.18

excellent 102 4.14 1.23

insufficient 5 186 1.33

sufficient 14 3.05 1.17

good 33 3.46 97 5417 4 .000
very good 62 3.43 .81

excellent 102 3.62 1.02

Support and consistency
in the work of teachers

Academic support
of teachers

The results in Table 4 show that the value of p is less than .01,
which indicates that there are statistically significant differences in stu-
dents’ responses about the school climate in relation to their school suc-
cess. Differences were found in relation to three dimensions: support and
consistency in the work of teachers (F = 7.219, df = 4, p<.01), student au-
tonomy (F = 5.808, df = 4, p<.01) and academic support of teachers (F =
5.417, df = 4, p <.01). Based on the comparison of the values of arithme-
tic means, it can be seen that students with lower school success rated all
three dimensions of the school climate more negatively than students with
better school performance.

DISCUSSION

Using factor analysis, six key factors of the school climate were
identified: support and consistency in the work of teachers, student au-
tonomy, academic support of teachers, negative peer relationships, disci-
plinary rigor and collaborative peer learning. The selected factors indicate
that, in order to determine students’ perceptions of the school climate, it
is important to take into account different segments, i.e. dimensions of
measuring the school climate. The identified factors indicate the im-
portance of understanding the personal characteristics, and the organiza-
tional and professional skills of teachers necessary to create a positive
school climate. Some of these factors have been discussed in other stud-
ies. Specifically, the study examining school climate impact factors in the
natural sciences identified 4 factors: teacher enthusiasm, teachers’ efforts
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in promoting overall student development, the social aspects of teaching,
and the existence of and adherence to rules (Grecmanova et al., 2020).
The four-factor model was determined in another study, which examined
the dimensions of the school climate in a special school. The following
indicators were identified: teacher support, positive student connections,
negative student interactions and unstructured environment (Beld et al.,
2018). On a sample of high school students, factor analysis identified
seven factors: student-teacher relations, principal participation in school
life, student-student relations, school satisfaction, motivation for
achievement, student-teacher relationships, and safety perception (Co-
corada et al., 2018). Six dimensions of the school climate were also dis-
covered on a sample of students from the United States and Mexico,
where factors contained items related to: teacher connectivity, student
connectivity, student achievements, school-wide connectivity, equality
culture, and parental involvement (Shukla et al., 2019). Common to these
studies is the fact that most of the identified factors of the school climate
were related to interpersonal relationships and the provision of personal
and academic support to students. The differences in these studies are ob-
servable in the fact that, in some studies, emphasis is placed on the role of
principals and parents as important factors in developing a positive school
climate. The obtained results indicate that, in creating the instrument, it is
important to start from all actors who contribute to the development of
the school climate and, accordingly, to look at and compare the percep-
tions of students, teachers, principals and parents.

Another significant result of this study is the fact that the students’
gender and success in school significantly influence the perception of the
dimensions of the school climate, which is confirmed by other research
(La Salle et al., 2016). Differences in relation to gender occurred in the
perception of negative peer relationships. More specifically, female stu-
dents recognized a higher level of negative peer interactions than male
students. The results suggest that an assumption can be made about the
different experiences of boys and girls which arise from relationships
with their peer groups. Hence, there are differences in the attitudes, be-
havior and skills of students of different genders. Given that some studies
have shown that girls show greater empathy than boys (Allemand et al.,
2014; Geng et al., 2012), the reason may be in the girls’ greater sensitivi-
ty to negative interactions, but also in their awareness and successful
recognition of negative interactions among peers. However, further re-
search is needed in order to be able to claim this with certainty.

When it comes to school success, the identified differences indi-
cate more negative assessments by students with lower school success in
relation to the following dimensions: support and consistency in the work
of teachers, student autonomy and academic support of teachers. The re-
sults suggest that students with lower school performance do not perceive
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these dimensions as positive. Hence, it can be assumed that students with
lower school success are much more exposed to negative experiences in
the class. We should keep in mind the results of previous research, which
show that the reasons for students’ failure in school are the discriminatory
behavior of their peers and teachers (Dreyer & Singh, 2016), insufficient
support, and conflict with the teacher (Amani et al., 2020). Taking into
account the aforementioned facts, it can be concluded that a more nega-
tive assessment of the school climate by students with lower school suc-
cess results from insufficient support from teachers and peers. Students
who do not show enviable results are often exposed to negative peer in-
teractions and, due to their failure, they are often neglected by teachers.
Those left to themselves do not have enough support to progress, because
teachers are more oriented towards providing support to students who
achieve better results. However, the obtained results confirm that, in the
formation of a positive school climate, it is necessary to create a stimulat-
ing atmosphere for the learning and development of all, without differen-
tiating between individuals.

In order to get a complete picture of the school climate, it is im-
portant to examine the perceptions of teachers and compare them with
students’ perceptions. The teachers’ self-assessment in achieving a posi-
tive school climate is a good indicator of the success and quality of the
teachers’ work and student satisfaction. All these factors should be borne
in mind when planning future research in this area.

CONCLUSION AND PEDAGOGICAL IMPLICATIONS

The main findings of this research indicate that students showed
positive perceptions of the academic and social dimensions of the school
climate, and that their perceptions of certain dimensions of the school
climate differed according to their gender (negative peer relationships)
and school success (support and consistency in the work of teachers, stu-
dent autonomy, academic support of teachers). These findings reveal that
different dimensions of the school climate are interdependent. The suc-
cess of students depends on the personal and academic support of the
teacher, but the teacher’s enthusiasm and desire to work can also depend on
the feedback from their students. In accordance with that, it is important to
improve every segment of the school climate, because only in that case will
every student feel safe, supported, motivated, respected and equal.

Although the primary schools in the Republic of Serbia strive to
develop a positive school climate, content-structural changes would still
greatly contribute to the better quality of interpersonal relationships, the
development of students’ prosocial behavior, and the improvement of
students’ educational outcomes.
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The potential strategies for improving the school climate can be:
= Developing more action plans and programs that would con-
tribute to the improvement of the schools’ psychosocial atmos-
phere, would reduce negative forms of behavior in schools, and
would imply the joint action of students, teachers, pedagogues,
and parents;
= QOrganizing various additional extracurricular activities which
would encourage activism, volunteerism, and togetherness
among students in the school community;
= QOrganizing seminars and other educational meetings and work-
shops which would develop the teachers’ competence for the
application of strategies aimed at developing students’ social
and emotional competencies;
= Providing better quality training aimed at acquiring leadership
skills and independence in writing projects, so as to contribute
to solving problems in the school community;
= Promoting a psychology of success in school (cause-and-effect
and clarity, student collective identity and sense of belonging,
student responsibility, choice and voice, emotional safety, etc).
Implementing these strategies would result in the students’ desired
school, in which there are no limits to versatile and free development,
which keeps pace with innovative changes, and which is in line with the
concept of the schools of the future and is based on the idea of a human-
istic education.
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NJAEHTUO®UKOBAIBE IMMEH3NJA HIKOJICKE KJIMME
N3 YTJIA YYEHUKA OCHOBHHUX HIKOJIA

Bucepa Jedruh, Janujesa MusiomeBuh
Yuusepsurer y Hurry, ®unozodeku dakynrer, Humr, Cpouja

Pe3ume

[Ikoncka KIMMa je HEU30CTaBHU €IEMEHT 00Pa30BHO-BACIIUTHOT Paja O 4Hjer
KBaJIMUTETa yMHOTOME 3aBHCH YCIEIIHOCT IIENOKYITHOI HACTaBHOT Ipoleca. YKOJIMKO
ce IIKOJICKa KJIMMa pa3MOTPH Kao TOTCHLUjalIHHA €IEMEHT 3a pa3BHjambe TOTCHIIH]ala
yueHHuKa, yBuha ce mbeH HeCYyMIbUB YTHIA] Ha KOTHUTHBHY, MOPAJIHH, EMOIOHAHH,
Y COLIMjaJIHU pa3Boj yueHnKa. Y3umajyhu y o03up pasnuuure Kiacupukanyje JuMeH-
3Mja LIKOJICKE KIIMMeE, Y TEOPUjCKOM JIelly pajia ce pa3Marpajy TpH Koje ce OJHOCe Ha
YJIOTY HAaCTaBHUKA Y IIpYKamby 00pa3oBHE IOJPIIKE, OJp)KaBake peaa v AUCIUIUINHE,
U pa3BHjambe KBAJIUTETHHX MHTEPIIEPCOHANHUX ojaHoca. [Tomasehn ox ummeHune na
O/I ILIKOJICKE KJIMME y BEJIMKOj MEPH 3aBUCH M KBAJHUTET 00pPa30BHO-BACIUTHOT paja,
Wb paja je 6uo na ce HACHTH(UKY]Y pakTopH KOjU YTHUY Ha pa3BHjame MO3UTHBHE
IIKOJICKE KJIMME M JIa ce YTBPJE pas3iuKe y MEepLEInjH BeHHX TUMEH3Hja y OTHOCY
Ha TI0J1 U ycIieX y4yeHuka. VcTpaxuBame je MoIuIo of mperrnocraBke na he ydeHunu
MO3UTHBHO TEPLHITUPATH aKaJEeMCKy M COLMjalIHy THUMEH3Hjy IIKOJCKE KIUMEe U Ja
he ce y ogHOCY Ha HIEHTU(HKOBaHE TUMEH3H]jE IKOJICKE KIMMe TepLeNnIyje YIeHnKa
PA3NIUKOBATH y OJHOCY HAa HbHXOB IOJ U IIKOJICKM YCIEX. Y30paK HCTPaXHBamba
gyuHWIO je 216 ydYeHWKa OCHOBHHX IIKOJNa Ha TpocTopy jyroucrounHe CpOwmje.
IIpumemeHa je ckana npoueHe JlukepToBor Tumna, cacTaBibeHa o1 43 ajTeMa, Koja ce
MoKa3aja BUCOKO moy3nanoM (0=.910). [IpumenoM (akTopcke aHanmm3e HAEHTHHUKO-
BaHO je 6 KJbyYHHX (haKTOpa IIKOJCKE KIMME: TOAPIIKA W NOCIEAHOCT y pamay Ha-
CTaBHHMKA, ayTOHOMHja YYEHHKa, aKaJeMCKa MOJpIIKa HacTaBHUKA, HETaTUBHU
BPLIKAYKH OJJHOCH, AUCHHUIUIMHCKA CTPOTOCT M KOJAOOPAaTHBHO BPIIFHAYKO yUCHeE.
Jlpyru 3Ha4ajaH pe3yaTar 10 KOjer ce JOLLIO jecTe [a Cy MOJ U IIKOJCKH yCHeX yde-
HHKa 3HAa4ajHO yTHULAIM Ha MepLeNiyjy JUMeH3Hja IKoJIcke KiuMe. TauHuje, moka-
34110 ce Ja Cy NPHIaIHHUIM MYIIKOT M0JIa MO3UTHBHH]jE MPOLCHIIN BPIIHAYKE OTHO-
ce o] MpHIaaHuLa keHekor nona. Ca jpyre cTpaHe, YYEHHIM JIOLIMjer IIKOJICKOT
ycrnexa Cy HeraTHBHHUje NPOLCHIIN JUMEH3Hje MOJAPIIKE U AOCIETHOCTH y paay Ha-
CTaBHHKa, ayTOHOMHje Y4eHHKAa W 00pa30BHE IMOJPIIKE HACTAaBHHMKA OJ y4YCHHKa ca
60JbHM ILIKOJICKUM YCIeXoM. Y pajy ce yKasyje u Ha ofipeljeHe meaaroiike nMILITHKa-
1Mje U HyJle ce MOTeHIMjalTHa pellieha 3a yHarpehuBame MKoJIcKe KiuMe y Permy6mm-
uu Cpouju.
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