On the Importance of a Safe School and Classroom Climate for Student
Achievement in Reading Literacy

Elisabeth Frank, Linneas University, Sweden, ebsalirank@Inu.se
Monica Rosén, University of Gothenburg, Sweden, icarmsen@ped.gu.se

ABSTRACT

The main aim of this study is to investigate thie@fof safe school and classroom climate on stisden
reading achievement at both individual and clagsllén previous research there is a consensusatbafe
and secure school climate is of importance fordehit’s ability to learn, but the empirical suppfant this
belief is weak. The current analyses are basedn®diSh grade 3 data from PIRLS 2001, using vargable
from both the teachers’, the schools’, the studesmtsl the parents’ reports of the social learning
environment.

A series of theoretically based two-level strudteguation models was fitted to the observed irtdisaof
school and classroom climate, and acceptable fievieund for a model with two latent constructs of
Safety at each level. Significant and positivetiefeships with reading achievement were found & lioe
individual level and the classroom/school levele3é results indicate that security plays an imporale

in explaining differences in reading achievemenhbwithin and between classes.

In the final analysis the possibility to make cdusgerences of the found relationships were ingaged

by including other known explanatory factors inke tmodel. The result indicates that the effectthef
climate factors on reading achievement were infbeeinby both student SES and teacher competence. At
the within-level the effect was reduced, whilst tae between level the effect almost completely
disappeared. Thus, positive school and classroomatd appears to a large degree to be a reflestioial
selection and teacher competence.

Keywords: School climate, Classroom climate, Regdichievement, PIRLS, Two-level structural equation
modeling.

Introduction

A good study climate, safety and enjoyment arerasgsuto be necessary conditions for a good learning
environment (Rosén et al., 2005). In several sfydichas also been found that the climate in aalcto-
varies with achievement (Hattie, 2009; Johnson &&ts, 2006; Papanastasiou, 2008; Uline & Tschannen
Moran, 2008). Winter and Sweeney (1994) argues ‘$atool climate is a little like the weather. # i
difficult to get a handle on, but it is felt everyare”. Perhaps this might explain vague and elusive
indicators in the in the school climate researcbweler, factors that have been found to correlate w
student achievement are ‘a calm classroom climé&@chers’ management of disruptive behavior, and
students’ feelings of safety in school (Ma & WillnZ)04). Safe relationships, a safe teaching céraad a
feeling of not being threatened in the activitieatttake place outside of the classroom has alsp toeind

to be important for children’s learning (Garbaritaal., 1992).

A school culture that is characterised by a strengphasis on the school's learning goals and high
expectations of pupils' work are highlighted in #ehool and classroom climate research (Hattie9R200
High expectations, combined with an understandinigow setted goals can be reached has been shown to
achieve the students more focused on schoolworlalsot a tendencies to antisocial behavior have been
reduced (Griffith, 2000). Further, an extensiveesesh during the last fore decades argues thah@obkc
atmosphere of high expectations of pupils' work andtrong emphasis on the school's learning goals
correlates with high student achievement (Brookaeteal., 1979; Goddard et al., 2000; Griffith, 2000
Hattie, 2009; Hallinger & Murphy, 1987; Snow et 41998).



There are studies in Sweden that show significanetations between feeling insecure at schoollzdg
subjected to violations (SOU, 2001). Bullying isediarm of offence that has been found in the mappin
Swedish schools. Depending on how bullying is messand defined, it has been estimated that bet@een
and 15 per cent of all pupils are subjected toyingl (Olweus, 2003; Ostberg, 2001). From an intéonal
perspective, however, the existence of bullyin@wedish schools is extremely limited. In a studplobut

40 countries, Sweden and Malta hold the lowestiseviebullying (WHO, 2008).

Studies indicate that student home background #isawehe teacher may play a critical role for stoid’
learning and achievement, but to some degree alsahe prevailing climate in schools and classes.
Therefore it is of importance to take such factote account when the effects of a positive scraul
classroom climate shall be studied.

Family home-background

In large-scale surveys, pupils’ home backgrouncehizeen found to be correlated with reading achievem
both in primary grades (Ellie, 1992; Hansen et 2004; Mullis, Martin & Kennedy, 2003) and in
secondary grades (OECD, 2002: 2004: 2006). It ssipte to explain these issues by means of Bousdieu
(1997) hypothesised forms of capital, which alse eglated to social class. Capital can adopt three
fundamental, convertible and interrelated guisesmely, cultural capital (i.e. family cultural and
educational resources), economic capital (i.e. lfaptonomic status) and social capital (i.e. fansibgial
connections) of which, according to Bourdieu, thedle class generally has more and the workingsclas
less. Cultural capital has repeatedly been showpetthe most influential factor in student achiegam
(e.g. Yang, 2003; Yang & Gustafsson, 2004) overabale cognitive ability.

The link between student home background and sdtioahte has also been studied. For example Ma and
Willms (2004) concluded that “In schools where adaged students are concentrated, there will berfew
discipline problems and higher achievement lewslsereas schools serving disadvantaged students will
have even worse discipline problems and lower fwélacademic achievement” (ibid, p 185). According
to pupils in Swedish schools, an unsettled clagsratimate is a major environmental problem (The
Swedish National Agency for Education, 2004), angbils with a working class background are over
represented in this opinion (Ostberg, 2001).

However, some meta-analyses show that the relattween achievement and family home background
gradually becomes weaker from primary to middleosth(Sirin, 2005; White, 1982). One possible
explanation of this result is that school and etianamay provide equalizing experiences, thus raduc
the impact of home background, and here the teambhgmplay a critical role.

Teacher competence

Twenty years ago Hanushek (1989), after a revietwofdecades of research, declared that differeimces
teacher quality exist but differences in teachdisskre neither related to educational backgroumalsto
teaching experience. Even if a majority of the B8idies included in the review pointed to a positiv
correlation between teacher experience and studmévement, it appeared, according to Hanushek, th
selection effects may have caused effects to “ram fachievement to experience and not the other way
around” (p. 47). However, later analysis of the sasat of studies, but using other techniques, mediu
more consistent and convincing findings regardimgrelationship between teacher background anéstud
achievement, which turned out to be quite strongd@¢s et al., 1994).

Darling-Hammond et al. (2005) found that certifiegghchers consistently produced stronger student
achievement gains for fourth and fifth-grade stuslahhan did uncertified teachers. In another study,
Croninger et al. (2003) examined the effects aftfgrade teachers’ qualifications on children’stfigrade
achievement. After controlling for students’ priearning, the findings indicated that only two teac
gualifications were associated with significantipes effects on reading achievement, namely “emsjha

of the coursework taken in preparation” for thef@sgion and the “specific type of degree earned*.



The findings regarding the benefits of experieneemixed, and there seems to be little evidencettiwa
improvement in competence continues after the finste to five years (Darling-Hammond, 1999; Nye et
al., 2004; Rikvin et al., 2005). However, teachegdf-efficacy (e.g. belief in her or his capapilitends to
rise with more years of teaching experience (GatldarSkrla, 2006; Tschannen-Moran et al., 1998).
Teachers’ confidence in their own ability to tedwets also been shown to correlate with the abiitgreate

a positive classroom climate (Hoy & Woolfolk, 1993}tributes of teachers in well-managed classrooms
are the ability to focus attention on whether ahyhe pupils are disruptive and quickly act on bt
behaviour problems are (Ma & Willms, 2004; MarzaB000). Some schools might for example be better
than others in reducing the occurrence of bullyangl a key factor are teachers that look serioustiiea
problem (Kallestad & Olweus, 2003).

Overall study purpose

In the context of the earlier body of research alsmhool and classroom climate, the present stady i
designed to determine the influence of a posite@&mring environment (eg. a safe school climate) on
reading achievement of*3yrade students in Swedish schools when studene lackground and teacher
competence are taken into account.

Figure 1 displays the proposed model includingdlseholastic enablers and their relationship vatddmng

achievement. For clarifying the hypothesised refeghips the unidirectional arrows give the diractad
structural influences, and a two-way arrow givegac@mance.
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Figure 1. Schematic representation of the hypothesisedaaapbry model

The path model is based on the assumption thatclineate factor has a direct effect on reading
achievement. However, previous research also stgydeat this factor may be influenced by home
background and teacher competence. Both these mxogdactors also have direct effects on reading
achievement, and previous research also suggestthése two factors are correlated.

M ethodology
In this section the study design is outlined, drelsample, variables and methods of analysis aided.
Data source — the IEA PIRLS 2000 study, designsamaples

This study was based on the data from the Swedigitipation in the PIRLS 2001 study conducted sy t
International Association for the Evaluation of Edtional Achievement (IEA), and the sampling praced
is described by Mullis et al., 2003 and Rosén e{2003). In this study Sweden participated withe¢h
nationally representative but separate samplesudeats. One of the samples was in grade 4, andtwo
the samples were in grade 3, one for the repediedReading Literacy study in 1991 (Ellie, 1992)d ane
for PIRLS (Campbell et al., 2001; Mullis et al. 2)0The analysis in this study is based on thesdatt
selection. The design and the instruments arelypetlined in Table 1.



Table 1. Instruments used in the PIRLS 2001 study, grade 3

INSTRUMENT CONTENT
(Responding informant)

READING ACHIEVEMENT TEST Eight text passages distributed across 10 booklets, each holding

(Students) two passages in a matrix sample design. Each student took one of
the booklets during 2 x 40 minutes.

STUDENT QUESTIONNAIRE School and teaching experiences, reading homework, self concept

(Students) of reading abilities, attitudes towards reading, reading habits on
leisure time, reading resources at home, and social background
characteristics.

HOME QUESTIONNAIRE Reading activities with child, reading resources at home, and

(Parents) parent’s attitudes towards reading and own reading habits, co-
operation with school, and social background.

TEACHER QUESTIONNAIRE Questions about class characteristics, teaching reading and reading

(Teachers) material, reading assessment and collaborations with parents. Own
education, teaching experience, and teacher collaboration.

SCHOOL QUESTIONNAIRE School characteristics, demographics, availability of cultural and

(Principals/Head masters) educational resources, school resources, school policy’s regarding

teaching reading, socio-economic mixture, school-home
collaboration, school climate, and school management.

Table 2 presents the valid number of schools, efgsnd students in PIRLS grade 3 samples in Sweden

Table 2. Numbers of schools, classes and grade 3 students

Total
Schools 144
Classes 351
Students 5271
Of which girls 2631
Of which boys 2640

Valid N is based on the number of students witlliregpachievement scores. Missing data for eachef t
guestionnaires was less than 10 percent.

Variables

Two-level structural equation modelling (SEM) wased to examine the extent to which safe and secure
learning environments affect students reading &ehnient, including factors that mediate this inflcen
Latent variable models were fitted to the data #redmanifest ariablesused as indicators were selected
from the questionnaires. A standardised total readichievement score (TOTACH), based on the total
reading achievement scores reported in the PIRLE.iternational database, was used as the outcome
variable in the structural models.

Key constructs in the current study arStudy-safety (StudSf), “Social-safety” (SocSfjTeacher
competence” (T-Comp) and “Student home backgroy&&S). The indicators selected to represent these
constructs’ is presented in Table 3 along withrtineeéan, standard deviation, and intra-class coroslati
(ICC).



Table 3 Mean, standard deviation and intra-class coefftsiéor the indicators of school and
classroom climate, student background, teachergoagkd, reading achievement as well
as the hypothesised factors

Indicator Construct

Source | Variable |Variable |Information/Question/Statement Mean | St.D | ICC
name lable

Parent | Derived Derived variable: Parents thoughts about school; 359 | .55 | 127 | StudSfW/SocSfW
variable CAREHLP | school cares about child’s progress - school helps ClsSfB
child become better at reading
asbhbook | BOOKS Number of books at home 400 | 1.10 | .110 SES
asbhincm | HINCM Annual household income 392 | 1.58 | .180 SES
Derived HIGED Maximal education mother/father 55 | 2.03 | 137 SES
variable MAX (asbheduf, asbhedum)

Teacher | atbgtaug EXALL Teachers years taught all together 17.51 | 12.59 T-Comp
atbgétau EXGR3 Teachers years taught in grade 3 6.47 | 567 T-Comp
atbgcert CERT Teaching certificate 1.93 .25 T-Comp
atbgare3 PED In teacher training; study pedagogy/teaching reading | 2.6 .58 T-Comp
atbgareb RREAD In teacher training; study remedial reading 1.88 69 T-Comp
atgnedu TEDUC Type of teacher education 435 | 1.65 T-Comp

Principal | acbgchal | TSATISF | Teachers’ job satisfaction 4.05 61 SclSfB
acbgcha4 | SCARP Students’ regard for school property 3.86 74 SclSfB
acbgcha2 | NoABS Student absenteeism no problem 3.56 .66 SclSfB
acbgpb3 NoDISTRB | Classroom disturbance no problem 3.11 .68 SclSfB
acbgpbb NoPROF | Profanity in school no problem 2.66 .68 SclSfB
acbgcha8 | NoINTIMD | Intimidation or verbal abuse no problem 297 .79 SclSfB
acbgcha9 | NoPSYCC | Physical conflicts among students no problem 324 | 618 SclSfB
acbgchal2 | NoRAC Racism no problem 3.52 65 SclSfB
acbgchal3 | NoSEX Sexual harassment no problem 3.68 .54 SclSfB

Student Student feels safe in school 360 | .68 | .073 | StudSfW/SocSW

sbgest! | SAFE ClsSfB
) . ) 3.63 64 StudSfW/SocSf
sbgest4 | S_CAR Student think teachers in school care about her/him 078 ClsSfB
Derived | NOBULLY | Derived variable: Student was bullied by another 183 | .31 | 159 Socsf
variable student — classmate was bullied by another student
Derived | NOHURT | Derived variable: Student was hit/hurt by another 166 | 41 | 167 Socsf
variable student — Classmate was hit/hurt by another student
Derived | NOTHEFS | Derived variable: Something was stolen from 179 | .33 | 1% Socsf
variable student — Something was stolen from classmate
asbgps10 | COMP Home possession; more than one computer 144 | 47 | 06 SES
Derived TOTACH | students total reading achievement score on the 523.57| 7261 | .18 TOTACH
variable reading achievement test
Note. p <.05

Note. The letter W at the end of the latent vagdhbel refers to the Within-level, and the leeio the
Between-level. SES and T-comp can be found on leots.

Altogether 26 variables were involved in the meament of constructs. It should be noted that thimlbke
HIGED is a derived variable representing the higleelsicational level of child’s parents. Anothemthito
notice is that beside this created variabl theeef@me other derived variables. The merger of tivasiables
was implemented because in pairs they appeareéasure the same underlying phenomenon.



In the Swedish version of the teacher questionrthieee were more detailed questions about the éeach
education. This information was used to create rainal scale for various types of teacher education
Those teacher educations that held most preparatidhe teaching of reading to primary studenteieed

the highest codeAs shown in Table the size of intra-class corretattoefficients (ICC) for all variables
indicate that a substantial part of the variance i@ due to between class differences. The complex
sampling option was thus not enough to accounthferierarchy in the data; instead, two-level midoigl
was needed (Hox, 2002).

Methods of analysis

In order to analysis the influence of a safe leagreénvironment on reading achievement, includirogois
that may mediate this influence the statisticalhodtprincipally used was confirmatory factor anelys
(Lohelin, 2004) and more specifically two-levelusttural equation modeling (SEM). Within a theorattic
framework this analytic technique allows testingdihesised direct and indirect relationships anlatent
variables whereby parameters representing relatavariance and variances are identified and cosapu
With this analytical method it is also possibledecompose the variation at the student level asasghe
class level simultaneously. This provides informatiabout the extent to which the total variation of
different variables can be assigned to differeihet@een classes and to differences between indiladu

The problem of missing data was dealt with usirgrttissing data modelling option available in Mpluns.
this modelling approach imputation is made in swely that cases with valid scores on the same sualbset
variables are grouped together and a separateiaogarmatrix is computed for each subset. The arsaly
then weights the separate matrices into a totalixnathich represent the population matrix (Alis@003).

As each indicator to a large degree is affectedniytidimensionality and measurement errors, a

multivariate latent modeling approach is neededptoduce more reliable measures of the desired
constructs. The indicators will thus be includedanmeasurement model process where the desired
constructs are defined along with plausible sulefadn order to obtain good model fit.

All preliminary data file preparation such as cornpg, recoding of variables, aggregating and megrgih
files was done using Statistical Package for theigbdciences (SPSS Inc, 2005). The decomposition
process was carried out with Mplus (Muthén & Muth&898-2007) under the STREAMS 3.0 modelling
environment (Gustafsson & Stahl, 2005).

The research question was addressed in a stepwisedoire as described below.

« First a two-level measurement model was fit for ¢bastruct of a Safe learning environment and its
relation to reading achievement was investigated.

= The second step was to fit a two-level measuremertel for the SES construct of Student home-
background, and this model too was related to sement.

= The third step was to fit a measurement model édnticators of Teacher competence, and then relate
it to student achievement at the class level.

« Student SES and Teacher competence were then otie dime included in the Safety learning
environment model, and the importance of theselbas for safety was investigated.

= In a final step all models were added into the tewe! structural model previously described and
depictured in Figure 1.

It should be noted that modelling is a phased m®cand in this paper only the final models arsgmied.



Findings and Discussion

The measurement model of school and classrom @imat

In the Swedish curriculum, it is emphasised thatgbhool should strive to be a living social comityun
that promotes safety and the will and desire tonleg@gMinistry of Education, 2006). This could be
interpreted as meaning that safety and children areohappy in their school environment constithe t
mainstays of a good learning climate; this has bésn claimed in earlier research (Rosén et 20520 he
final two-level measurement model for School arassfoom climate was based on 15 indicators (sde Tab
3). The model is shown in Figure 2. In figure thighwm-level model is sketched below the observed
variables, while the between-level model is drawova the observed variables in the model. The @ego

model provided a good fit to the data accordingltdit statistics (Ch2 = 239, df =95; p<.000, RMSEA =
.017, CFI = .933).
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Figure z. Two-level measurement model of a Safe schoolctassroom climate and its relation
to reading achievement

A general factor, which reflects study safety (W) and is related to all six pupil and parentiatles,
was identified at a within-class level. In additi@nresidual factor (SocSfW), which was assumeaeflect
a study climate characterised by safe social melatbetween schoolmates, was found.

Two factors were identified at the between-clas®lleOne of these factors, Classroom safety (CIsSfB
contains all six pupil and parent variables setb¢see Table 3) and could, generally speaking garded



as reflecting safety in the class. The second ddlimoate factor, School safety (SclSfB), was iraded by
the principal’s information on phenomena that cautdermine the feeling of being safe at school.

All the loadings were positive. The largest loadingStudSfW was students’ view about feeling safe i
school and that the teachers care about her orlhithe nested factor SocSfW the loadings werelariyi
high to all three indicators. On the between lgkielindicators that may signal similar phenomerdtha
largest loading in the SclSfB-factor.

The correlation between CIsSfB and SclSfb was wBd¢ch might seem to be unexpectedly low. It should
be noted, however, that the information on Schadédty is based solely on information provided bg th
principals who took the whole school into consitierawhen answering the questions.

In order to investigate the relationships betwedsm different dimensions of the concept of safetg an
reading achievement was in the next step the Vari@®TACH introduced in the two-level model as
shown in Figure 3. In figure the within-level isetkhed to the left of the observed variable TOTACH,
while the between-level is drawn to the right.

Within class level Between class level

.20 4

HOV1Ol

R*=.04 R*=.31

Note. All loadings are significant p < .05.

Figure 3 Two-level structural model of parental participatiand its relation to reading achievement

Figure 3 displays the standardised regression icmgfts of the outcome variable reading achievenoent
the latent variables. The standardised estimatekeofelations refer to the variance in TOTACH atle
level respectively. This structural model had gdibdtatistics (CHi = 326, df =127, p<.000, RMSEA =
.017, CFIl = .962).

On both levels the safety-factors were signifioaathd positively related to achievement. At thealsen-
class level, a large part of the variatiorf¥RB1) between classes’ reading achievement is iequleby the
safety factors while the variance between pupésiding skill within classes is more modest. Howgver
previous research indicates that student home-baokd and teacher competence are of importance both
for learning environment and for student achievemé&he question thus arises what amount of infleenc
safety have when these two factors are taken wrgideration. This will be examined in the nexpstef
analysis. But first, these two constructs must beetied.

The structural model of student home-background

The theory of capital (Bourdieu, 1997) was guiding composition of the student home-backgroundfact
and four variables were selected as indicatorghi@rfinal measurement model (see Table 3). Sirfvenze
background variable in this study only is neededdontrol reasons, a more parsimonious model was
desired. The indicators were therefore selectemh fomore complex model, with the knowledge tha it
mainly cultural capital that is related to readaghievement. A simplified model was also preferdbte
technical reasons in order to avoid failure ofriiedel to converge (Gustafsson, 2000).



Thus, the starting point was to set up a two-leva-factor structural model for student home bamkgd
and relate it to reading achievement. The seleaifdhese indicators has also been tested and ptoviee
stable for data of different countries (Gustafss®98; Yang & Gustafsson, 2004). The one-factor ehcd
pictured in Figure 4. In figure the within-level sketched to the left, while the between-levelrisnh to
the right.
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Figure 4 A structural model of student home-backgrounditcklation to reading

The model had good fit statistics. As shown in Fégd, the selected indicators of General Capitakwe
parents’ highest education (HIGHED), number of l®ak home (BOOKS), annual household income
(HINCM) and the possession of more than one comg@@MP). Worth mentioning is that these variables
also received the highest loadings at both theimviind between levels in the full measurement motlel
capital. The model accounted for 16 percent ofvdréance in reading achievement at the within-lered

61 percent at the between-level. These findingsansistent with previous research (Sirin, 2005;ité/h
1989).

The structural model of teacher competence

In line with previous research, information aboefdher experience, certification and subjects of
importance in teacher training courses were saleateindicators for the model. Since all the selct
variables were teacher variables observed at thssdevel, only a one-level model was needed to
sufficiently capture the latent construct. Fromaagé three-factor measurement model including one
general teacher competence factor and two nestadrda(Subject and Experience), a proxy factor of
teacher competence (T-Comp) was constructed bastdko/ariables with the strongest standardisetbifac
loadings. A graphic representation of this onedaatodel with six indicators and its parameter Ingd,

all significant, is sketched in Figure 5. The rglatbetween the general teacher competence-faotbr a
reading achievement is also included in the Figure.
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Figure 5. A structural model of teacher competence and i&diom to reading achievement



The p-value in the present model indicated a vexyddfit, as did the other goodness-of-fit statstiChe
largest loadings on the teacher competence factwe,was shown in Figure 5, teacher experience, an
adequate teacher education and studies in peddgaghing reading. About six percent of the variance
between classes in reading performance was exdlamye the teacher-competence factor, which is
consistent with previous research (Hanushek e1298).

Controlling for student home-background and teaat@npetence

In this step, the student home-background factdrthe teacher competence factor, separately, vsast@u
in the original structural climate model in orderibvestigate their influence on the relationshgivween
school and classroom safety and reading achievenmenable 4 the estimated relation between saiaty
reading achievement is presented in three differetels.

Table 4. Relation to reading achievement, comparisons wighbtaseline model

Relation to TOTACH

Within level Between level
Model number StudSfw SocSfw ClsSfB SclSfB
1 Baseline model .07* .20* A1* .25*
2 Controlling for Student home background .05* .16* .24* .04
3 Controlling for Teacher competence .06* .20* .37* .25*
4 Controlling for both Student home .04* .16* .10 .03
background and Teacher competence
Note. *p < .05.

As shown in table 4, the original estimates changbén the control variables were entered into the
original model. The estimates for the base modedd® 1) show the relationships between the climate
factors and reading achievement without additidaators having been added to the model. When the
home background factor SES was introduced (Modeit 2he within-class level, the previously estindate
correlation between both StudSfW and SocSfW andimgaachievement was somewhat reduced, which
indicates that home background to some extent des/avith pupils’ experience of safety in the class
However, the largest change took place at the lestvetass level where the significant correlatiomsnil

in the base model between reading achievement tendafety factors were substantially reduced. The
relationship between CIsSfB and reading achievenstill significant while the correlation between
reading achievement and SclSfB disappeared. TtHisdtes that the correlations at the between-dtassd

can largely be explained by the pupils’ home baglgd.

When the teacher competence variable T-Comp wasdinted (Model 3), no correlations at the within-
class level were affected. At the between-clasellex small reduction is found between CIsSfB and
reading skill while the relationship between Scl&if8l reading achievement remained. Despite thiestod
reduction, a reasonable interpretation is thathteacompetence co-varies with the feeling of safetgting
overall in the class.

Initially, a hypothesis was formulated where it wassumed that a safe school and classroom climate,
pupil's home background and teacher competence aalieect effect on reading achievement. Further, i
was assumed that home background and teacher campetliso affect the school and classroom climate
but that in addition, these two factors are al$ated to each other as shown in earlier reseanctie final

step of the analyses all factors and relationsivgre investigated in a common model.

10



The final structural model — direct and indirectestts of a safe learning environment, student
home-background and teacher competence on readimg\awement

Finally the aim was to establish to the role ofaxtand classroom climate on students' readingsskiten
student home background and teacher competence wamsidered simultaneously. This set of
hypothesised relations was thus tested in the fimallevel structural model, which is presentedrigure

6. In figure the within-level is sketched to th& lef the observed variable TOTACH, while the betwe
level is drawn to the right.

Within class level Between class level
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Note. *p<.05
Chi2 = 684, df =326; p<.000, RMSEA = .014, CFIl = .924)

Figure €. A two- level structural model of school and classn climate, pupil home
background and teacher competence and its relaticrading achievement

At the within-class level in this model, the pupit®me background, SESW, is the only independent
variable. This factor exerts a relatively stronfjuence on reading achievement (.38) but it alse &a
indirect influence on reading achievement via trediating factors StudSfwW and SocSfW. These factors
also have a direct and significant influence ordireg achievement, which indicates that factors othan
home background are behind pupils’ feeling of safet

In a comparison with the base model's estimate, dinect effects of the safety factors on reading
achievement were markedly reduced and becametisttisinsignificant. The analyses thus show thé

in fact the pupils’ home background but also teactmmpetence that explain the effect that a safe
education climate appears to have on reading asiment.

The home background factor SESB has a very stradgpasitive effect on reader achievement (.74) and
the safety factors CIsSfB (.40) and ScISfB (.43hwdver, the effects of both these safety factors on
reading achievement disappeared when T-Comp wasleat in the analysis, which indicates that theaff

of these factors in earlier models is more a réflacof the social composition in the class andeaicher
competence. In the case of teacher competencempCa positive effect on reading achievement (i29)
found. The teacher competence factor has an ek@myst influence on class safety than does pupiisie
background (.51). Significant correlations betwesacher competence and the overall school safetgrfa
SclSfB cannot be found.Notable but also unexpestsithe absence of correlation between student-home
background and teacher competence, a finding thedks against the conclusion that qualified teacher
select working with children with better opportuest for success in scholastic achievement (Hanyshek
1989).
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Conclusion and Implications

The results indicate that safety play an importafe in explaining differences in reading achievame
between classes. Between students in classes sd$etyseems to explain differences in reading sskill
However, it turned out that the initial relationshibetween climate factors and achievement were wor
less spuriousBehind the positive climate-related factors a dasddection of pupils, and a higher teaching
competence are hiding. In the final analysis, ihaly appeared that safety in the classroom (atldees
level) is associated with teacher competence, aoeatipart of teacher competence as well as strimbene
backgrund are mediated by safety. This may indita&temore competent teachers are better able ke ma
safe learning environment in the class for the fienéthe children’s progress. Teacher’s educatom
subject matter competence really seems to makigesattice, but perhaps one key factor in this cdnteay

be experience related to teacher self-efficacy @stgd out to by Tschannen-Moran et al., (1998) and
Goddard and Skrla (2006). One assumption would tleuthat more experienced teacher are more able to
make the classroom a safe place to be in perhapghese they haves the confidence and the cowage t
curb a noisy environment and to promote a posgiveosphere free from harassment. Perhaps they also
can do so without taking time and enery from teaghi

On the basis of the analyses in this study, thethgsis that the school and classroom climate dp al
role in explaining reading achievement was not icordd. However, to disregard these factors as
unimportant when it comes to understanding andaéxiplg differences in student performance riskaidpei
too hasty. Rather, further research on this questimeeded before any more definitive conclusiars be
drawn.

It is, however, clear that there are differencevben classes not only with respect to pupils’ home
background and reading achievement. There areddfsoences in the form of climates that vary ifieta

It is also clear that there are differences asrosgthe teaching teacher’'s competence. There any ma
indications that this competence includes not gumtymoting good reading skills but also creatingate s
climate. It is important to continue to conducteash on the importance of teacher competencerirstef

not only scholastic achievement but also otherofacin the school. One advantage is if this camldree
based on a longitudinal design in order too noy did able to determine causality but also to detem
short and long-term effects.

Finally, there are some limitations in this stuthatt need to be made explicit, which is about costr
validity, causality, validity, and internal valigitThe study’s aim and questions include the astomphat
it is possible to show causality. Thus, the mamnitktion is that the result cannot, just like innpaothers
cross-sectional studies, fully address the caysiakitue. Although safety was treated as a predinttine
analysis, the reading achievement could also haee hised as a predictor of safety, meaning thidrehi
which are good performers more likely are safecimos| but also have trust in the school and thehtera
To deal with this issue further research is neadstg a longitudinal design.

The analyses indicated homogeneity between thecatatis of the concepts, which is a minimum
requirement. Generally speaking, more observedcatdis would have been desirable in order to
strengthen construct validity.

Identification of a theoretical underpinning acdogda safe learning climate calls for further reska
Furthermore, teachers and school leaders can #pgde ideas in order to make their school a battdr
safer place for students to learn. It is also dér that this issue is recognised in teacher paépa
programs so that teachers of tomorrow’s schoolldlpreparde to deal with these issues.
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