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Abstract. The goal of this research is to gain insight into the classroom climate in
schools in Serbia from the perspective of teachers. To realize this goal, we set up two
research questions: (1) How do teachers assess the importance of certain aspects of
the classroom climate and their own engagement in creating favourable climate, and
(2) which factors determine the quality of classroom climate. We considered four
dimensions of classroom climate: equality in communication, social relationships
between students, respect for students’ feelings and the organizing group work. The
sample consisted of primary school teachers in Serbia (N=1441), who completed a
questionnaire made for our research needs. The results of factor analysis confirmed
the initial assumption that the selected dimensions are related in terms of their be-
longing to the same construct and sufficiently different to be considered as self-
contained. The obtained results show that teachers in Serbia highly value the im-
portance of all researched aspects of the classroom climate and believe that they are
engaged to a large extent in creating a positive classroom climate. Also, it was shown
that teachers’ gender and the teaching level are the most important determinants of
classroom climate quality. Bearing in mind the limitations of the applied instrument
it is concluded that the results should be considered with caution and that future
research should include students’ perspective, direct class observation and qualita-
tive methods to gain a more objective and more comprehensive understanding of the
classroom climate.
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Interest in researching classroom climate and its influence on various as-
pects of student behaviour began in the 1970’s (Moos, 1979; Walberg & An-
derson, 1968). Today, after more than 40 years of researching, it can be said
that there is firm agreement regarding the importance of a positive class-
room climate for a wide spectrum of cognitive, social and emotional learning
outcomes. This was confirmed by the results of numerous empirical studies
carried out in different time periods, on different levels of schooling, with
different instruments and in different socio-cultural surroundings (Fraser,
Walberg, Welch & Hattie, 1987; Fraser, 1998; Kuperminc, Leadbeater, Em-
mons & Blatt, 1997; Loukas, Suzuki & Horton, 2006; Roeser, Eccles &
Sameroff, 2000; Vieno, Perkins, Smith & Santinelo, 2005; Way, Reddy &
Rhodes, 2007). In addition, the classroom climate was also cited as being
one of the key factors in Walberg’s widely accepted multifactorial model of
educational productivity (Walberg, 1981). A large number of empirical tests
of this model confirmed the author’s assumption that the classroom climate
is a strong predictor of a school’s success and students’ approaches towards
learning, their teachers, peers and school subjects (Djigic & Stojiljkovic,
2011a; Fraser et al., 1987).

During the last decade, a significant increase in the number of research
studies into the characteristics of classroom climate around the world has been
noted. This trend could be explained by the fact that educational researchers
have increasingly opted to discard the ‘deficit model’, in which the causes of
poor adaptability and school failure are sought in a child’s deficiencies, and
have adopted systematically orientated approaches which are focused on an
evaluation of the whole context in which the learning process occurs (Ander-
son, Hamilton & Hattie, 2004; Fraser, 1999). Those approaches are mostly
based on two theories of personality development, the ecological systems and
the self-determination theories. The ecological systems theory, also known
as Bronfenbrenner’s bio-ecological model of human development, claims that
the environment in which young people grow up shapes their development,
i.e. development occurs through complex interactions between children and
their direct context (Bronfenbrenner, 1979, in Rivers, Brackett, Reyes, Elbert-
son & Salovey, 2013; Tseng & Seidman, 2007). In accordance with that, an
environment which ignores the emotional and social needs of young people
impedes their development. (Eccles et al., 1993, in Rivers et al., 2013). The
self-determination theory emphasises the significance of three basic psycho-
logical needs: autonomy, competence and connections with others. According
to the supporters of this theory, the social-contextual factors which provide
humans with the conditions to satisfy their basic needs contribute to strength-
ening their intrinsic motivation, healthy psychological development and opti-
mal functioning, while an environment which thwarts those needs leads to the
opposite results (Deci & Ryan, 2000). When it comes to the school context,
those authors believe that it is important to create an atmosphere in the class-
room which provides optimal challenges for learning, where students feel that
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their teachers respect them, care about them and provide support for their
autonomy (Ryan & Deci, 2000).

Classroom climate — definition and operationalization
of the construct

Even though the classroom climate has been comprehensively researched
for some considerable time there is no unique definition of this concept in
the literature or any confirmation of the aggregate factors/dimensions which
make up this construct. The classroom climate is most often determined by
the model and quality of interpersonal relationships between teachers and
students, the relationship between students, the classroom management style
as well the teachers’ behaviour style (Flanders, 1965; Moos & Trickett, 1974,
in Fraser, 1998). A certain number of authors define the classroom climate as
the result of individual and joint perceptions, the processing and evaluation of
significant aspects of the classroom context by its participants — teachers and
students (Fraser, 1999; Pekrun, 1985, in Peter & Dalbert, 2010). We found a
broader determination of this phenomenon offered by those authors who, in
addition to the group processes which are developed in the classroom context,
also include the emotional aspects of interpersonal relationships, teachers and
student’s beliefs and values, the structural aspects of teaching style and class-
room organisation, teacher’s expectations and attitudes towards students, the
level of control, discipline problems, the gender and age of students (Allodi,
2010; Schmuck & Schmuck, 1978, in Zedan, 2010), as well as school achieve-
ment and the physical aspects of the learning environment (Johnson & John-
son, 1999). What all these determinations have in common is the belief that
teachers’ behaviour, i.e. the way they regulate the social relationships in the
classroom, is a key component of the classroom climate.

In attempts to evaluate classroom climate and measure its effects on vari-
ous cognitive and social variables, numerous attempts were made to identify
and operationalize its dimensions and the factors that determine it. By ana-
lysing different types of environment, Moos (1979) concluded that the social
climate is made up of three dimensions: relationships, goal orientation and
system maintenance and change. The relationship dimension includes factors
such as the level of inclusion and belonging, the level of teacher support, stu-
dents’ free expression, group cohesion, and conflict resolution. Goal orienta-
tion consists of factors such as: task orientation, competition, achievement and
interdependence. The dimension of system maintenance and change include
factors of organisation, the establishment and clarity of rules and teacher con-
trol. On the basis of those dimensions the author created a questionnaire for
researching classroom climate (Classroom Climate Questionnaire — CCQ).

In contrast to this and other instruments for evaluating classroom cli-
mate, which are focused on general psychological characteristics, Woods &
Fraser (1995) developed a questionnaire for evaluating specific teacher be-
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haviour (Classroom Interaction Patterns Questionnaire — CIPQ). A teacher’s
style is evaluated by means of six factors: praise and encouragement, asking
open questions, lecturing and giving instructions, organising individual work,
discipline and management and organising group work. Aiming to measure
the effects of the program for the improvement of the social and emotional
climate in the classroom, Rivers and associates (Rivers et al., 2013) used four
dimensions as indicators in observation protocols: positive climate (the level
of warmth and interconnection), negative climate (the level of negativism),
teachers’ sensitivity (the awareness and reactions of teachers to students’ aca-
demic and social needs) and taking students’ perspectives into consideration
(the level of response to students’ interests and motivation). In addition, the
questionnaires for teachers were concentrated on three dimensions: (1) the
level of support — an evaluation of students’ pro-social behaviour; (2) emo-
tional inclusion — evaluates to what extent teachers are engaged in personal
relationships and their level of interest in students’ emotional needs; (3) coop-
erative learning strategies — evaluates to what extent teachers create coopera-
tive learning activities.

We may conclude that a favourable classroom climate is one which fa-
cilitates learning processes and the successful integration of students into the
class social life, one in which equal communication is developed, in which
students freely express their opinions and where the environment is organised
in accordance with previously defined rules. Also, when teachers provide an
appropriate level of autonomy and establish clear expectations of children’s
behaviour, students develop a stronger feeling for unity and express socially
competent behaviour (Pianta & Steinberg, 1992). A particularly important
dimension of classroom climate is that of belonging which measures the level
of friendship among students. This is expressed through their desire to get to
know each other better, to help each other and their enjoyment in group work
(Anderson et al., 2004). Meyer and Turner (2006) emphasised the signifi-
cance of emotional support in classroom interaction. In their studies they con-
firmed the significant connection between teachers’ positive support, which
includes interest in students’ personal problems, and students’ motivation to
learn (Patrick, Turner, Meyer & Midgley, 2003; Turner & Patrick, 2004). In
addition, it was also stressed that during the evaluation of classroom climate,
other variables must be taken into considerations such as: classroom size, stu-
dents’ age, subject type, prevalent teaching methods, social-cultural context,
etc. (Salomon, 1992; Zedan, 2010).

Despite strong empirical evidence of the importance of a favourable
classroom climate for education outcomes, in Serbian literature there is a
small number of relevant studies in which the classroom climate has been
researched as a comprehensive phenomenon (Joksimovié¢, 1991; Joksimovic,
Sevkusié-Mandi¢ i Janjetovi¢, 2002; Spasenovié i Milanovi¢-Nahod, 2001).
Recent research studies into teachers and students’ perceptions of classroom
climate are particularly rare (Djigic & Stojiljkovic, 2011a; PBigi¢ & Stojiljkovic,
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2011b). There is a slightly higher number of studies which link certain dimen-
sions of school and classroom climate to the cognitive and social outcomes
of schooling (Antonijevi¢ i Janjetovi¢, 2005; Gasi¢-Pavisi¢ i Stankovi¢, 2011;
Sevkusi¢-Mandic¢, 1991, 1992; Spasenovié¢, 2008). The results of existing stud-
ies into the quality of the classroom climate in schools in Serbia pointed out
numerous problems, above all in the domain of interpersonal relationships:
unequal communication between teachers and students, lack of teachers’ in-
terest in students’ personal problems, insufficient appreciation for students’
opinions, competitive atmosphere and exaggerated insistence on school suc-
cess neglecting the good mutual relationships and solidarity among students
etc. Considering that most of these studies were carried out over ten years
ago, as well as the fact that in the meantime numerous reform attempts were
carried out aiming to improve various aspects of the education system, the
need for comprehensive research into the current classroom climate quality in
schools in Serbia thus imposes itself.

METHOD

The goal of this research is to gain insight into the classroom climate in
schools in Serbia from the perspective of teachers. To realize this goal, we set
up two research questions: (1) How do teachers assess the importance of cer-
tain aspects of the classroom climate and their own engagement in creating
favourable climate, and (2) which factors determine the quality of classroom
climate. Taking into account that we are particularly interested in social as-
pects of classroom climate, we selected four dimensions of this multidimen-
sional construct: equality in communication, social relationships between
students, concern about students’ feelings and organizing group work. The
review of relevant literature shows that these dimensions are most often link
to the classroom social climate.

Sample. The research encompassed teachers (N=1441) from 40 primary
schools in Serbia. The schools were randomly chosen from a representative
school sample, with attention to appropriate regional representation. The sam-
ple was made up of 43.2% of lower elementary class teachers and 56.8% subject
teachers, while 77.8% were female and 22.2% male teachers. The average school
teaching experience was 17 years (minimum of 1 and maximum of 42 years)
and the average number of students per class was 24 (minimum 1, maximum
40). Teachers from rural schools make up 27.3% of the sample while those who
teach in urban schools constitute 72.7%. The sample consists of 47.5% teachers
who teach subjects from social sciences while 52.5% teach natural sciences.

Instrument. The data presented in this research was collected within the
framework of a wider research project whose aim was to research the level of
encouraging creativity, initiative and cooperation in teaching practice in Serbia.
For this purpose, the teacher questionnaire was constructed and completed in
the first semester of the 2012/13 school year. In order to construct the question-
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naire to investigate teachers’ assessments of classroom climate, we selected the
items that correspond to four dimensions: equality in communication, social
relationships between students, concern about students’ feelings and organizing
group work. Finally, the instrument for this research is comprised of 23 items
self-report scales (Table 1). Considering that some items ask teacher to assess
the importance of certain aspects of classroom climate (i.e. to express a level of
agreement), and others to assess his/her own engagement in creating favourable
climate (i.e. the frequency of behaviour), it is implemented two five-point Likert
scales: (1) an agreement scale with options strongly agree, agree, undecided,
disagree, strongly disagree and (2) a frequency scale with options never, very
rarely, occasionally, often and almost always.

On the basis of the obtain value of Cronbach’s alpha coefficient (0.=.868),
it can be concluded that the reliability of the teacher questionnaire is high.

RESULTS

Dimensions of classroom climate

In order to answer the research questions, we first explored the hypothesized
four-dimensions classroom climate construct. We subjected the data gained
via the questionnaire to explorative factorial analysis. A Principal Component
method of extraction with Varimax factor rotation was performed on the data.
Four factors which explain 46.73% of the variance were gained (Table 1).
Those factors correspond to the four classroom climate dimensions which
were the theoretical assumption of the research. The factor analyses also
confirmed the association of items with their hypothesized factors.

Table 1: Factorial analysis of classroom climate dimensions

Items Saturation

Concern about social relationships between students
(13.83% of variance)

1. Relationships between students are their personal issue. 0.72
2. A new student should establish relationships within the class himself/ 0.61
herself, and others should not make any special effort in that regard. '
3. Efforts to develop compassion among students these days are futile. 0.69
4. Socialising should take place outside school. 0.67
5. If there is a conflict in the class, I do not interfere unless it is prominent

. . 0.57
and disruptive to the lesson.
6. Students who often express their opinions during lessons and ask 0.47

questions only want to attract attention.
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Organising group work (13.51% of variance)

1. I do organise group work in my classroom. -0.53
2.1 do not see the advantages of group work. 0.77
3. Group work creates chaos in the classroom. 0.81
4. Primary school students are not mature enough for team work. 0.77
5. Students prefer to work by themselves rather than in groups. 0.67

6. It doesn’t matter whether the students get on in groups, but it is important

that they do the task correctly. 0.33
Encouraging equality in communication (11.62% of variance)

1. I encourage students to discuss and argue their own view during lessons. 0.55
2. I encourage underachievers to ask questions and express their ideas. 0.62
3. It is important to me that my students feel free to express their opinion. 0.56
4. It is my experience that students will respect rules of behaviour more if

0.46
we formulate them together.
5. I set aside time each lesson for students’ questions and additional interests. 0.69
6. I like it when my students use their heads, even if that opposes my opinion. 0.70
7. In the lessons I primarily address those students who show the greatest 032
interest in the curriculum. '

Concern about students’ feelings (7.66% of variance)

1. Students’ feelings are not within a teacher’s purview. 0.42
2. A student does not have the right to interrupt the concept of the class
: o 0.53
just because he/she is in a bad mood.
3. Students talk to me about their personal problems. -0.70
4. 1 set aside time to talk with my students about how important it is to -0.61

understand how others feel.

Although the classroom climate comprises four different dimensions, we
expected the various dimensions to be related. Examination of the links
between those four factors established the values of Pearson’s correlation
coefficient as significant (Table 2). The highest correlation was found between
the concern about social relationships between students and organisation
of group work dimensions (r=0.543), and then between the concern about
social relationships between students and concern about students’ feelings
dimensions (r=0.500).
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The importance of certain aspects of classroom climate
and teacher engagement in their creation

The results point out that the teachers highly value the importance of all re-
searched aspects of the classroom climate and report that they are to a large ex-
tent engaged in their creation (Table 3): (1) encouraging equality in communi-
cation (t(1439)=107.920, p<.001); (2) concern about social relationships between
students (t(1434)=57.093, p<.001); organising group work (t(1439)=55.653,
p<.001) and (4) concern about students’ feelings (t(1432)=46.301, p<.001).
However, an analysis of the variance for repeated measures established the
existence of a significant difference between the results for individual di-
mensions (F(3,1432)=211.800, p<.001). Post-hoc tests show that the teachers
believe that the most important aspect of classroom climate is establishing
equality in communication with students. Then, the order of dimensions is
as follows: concern about social relationships between students, organizing
group work and concern about students’ feelings.

Table 3: Teachers’ scores for the researched dimensions
of classroom climate

Dimensions of classroom climate N AS SD

Encouraging equality in communication 1440 4.30 0.46

Concern about social relationships between

students 1435 4.06 0.70
Organizing group work 1440 4.02 0.69
Concern about students’ feelings 1433 3.84 0.69

An analysis of the individual items within the frame of the encouraging equal-
ity in communication dimension shows that almost all of the teachers (94.2%)
believe that it is important to create an atmosphere in which students feel
free to express their own opinion. Most of the teachers encourage students to
discuss and explain their own view in class (84.4%), encourage questions and
students’ interests (88.8%), and pay attention to those students who do not
show such a great interest in the curriculum (67.4%).

Within the concern about social relationships between students dimen-
sion, it was established that most of the teachers believe that relationships
between students should be the subject of their interest (81.4%). In accordance
with that, over 70% of them report that pay attention to conflicts between
students and almost the same percentage do not agree with the claim that so-
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cialising between students should take place exclusively outside school. Three
quarters of the teachers believe that students should help their new friend in-
stead of letting him/her establish relationships in the class by himself/herself.
The majority of them also believe that developing compassion is worth the
effort (80.9%).

The findings which refer to the organisation of group work indicate that
the teachers have a positive attitude towards group work. The majority of the
teachers (76.4%) claim that they often organise group work. They notice its
advantages (76.4%) and believe that students prefer lessons organized in such
a way (68.4%). The teachers do not agree with the claim that primary school
students are not mature enough for group work (76.9%), and do not believe
that this kind of work disrupts discipline (76.1%). More than two thirds of
them believe that it is also important how their students get on in groups, and
not only do they complete the task.

As regards the individual items within the frame of the concern about
student’s feelings dimension, teachers believe that they should deal with stu-
dents’ feelings (85.8%) and state that they do talk with students about how im-
portant it is to understand others’ feelings (78.7%). In addition, two thirds of
teachers report that students talk with them about their personal problems.

Determinants of classroom climate

In order to answer to the second research question, which factors determine
the quality of classroom climate, we linked the teachers’ assessments of
various aspects of classroom climate with the following variables: level of
teaching, teachers’ gender, length of work experience in education, average
number of students per class, subject type and type of community in which
the school is located. We researched the correlations between those variables
by means of unrepeated one-way ANOVA analysis and Pearson’s Correlation
Coefficient.

The analysis of the data related to the level of teaching showed that
there is a significant difference in the answers given by the lower elemen-
tary class teachers (grades 1 to 4) and the subject teachers (grades 5 to ).
The class teachers gained higher scores in all four dimensions. The differ-
ences in scores were highest in the concern for students’ feelings dimension
(F(1,1393)=104.430, p<.001), followed by the encouraging equality in com-
munication dimension (F(1,1399)=44.557, p<.001), concern about social rela-
tionships between students (F(1,1394)=41.460, p<.001) and organising group
work for students (F(1,1399)=40.698, p<.001).

Gender appeared as a significant variable for all four dimensions of
classroom climate. Despite not being great, the differences are consistent and
indicate that female teachers pay more attention to all of the researched di-
mensions of classroom climate than their male counterparts. The respons-
es differ the most in the case of encouraging social relationships between
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students (F(1,1396)=27.234, p<.001), then concern for students’ feelings
(F(1,1394)=19.718, p<.001), and less in encouraging equal communication
(F(1,1401)=10.625, p=.001) and organising group work (F(1,1401)=9.503,
p=.002).

Length of work experience in education correlates significantly, but
poorly, with the researched dimensions of classroom climate. A low correla-
tion was obtained for concern about social relationships between students
(r=-.068, p=.011) and equality in communication (r=-.057, p<.034). The cor-
relation for organising group work (r=-.112, p<.001) is slightly higher and it
shows that more experienced teachers expressed greater reserve towards this
kind of work than those with less teaching experience.

Subject type seems to be a significant determinant for the dimensions
of concern about social relationships between students and concern for stu-
dents’ feelings. Social science teachers gave higher scores to concern about
social relationships between students (F(1,635)=11.074, p=.001) and concern
for students’ feelings (F(1,635)=4.141, p=.042), than those who teach natural
sciences.

It was established that the type of community in which the school is lo-
cated presents a significant determinant for the teachers’ expression of con-
cern about social relationships between students (F(1,1433)=12.769, p<.001),
as well as concern for their feelings (F(1,1431)=7.649, p=.006). The teachers
in urban areas reported to care more about those two dimensions of classroom
climate then those in rural areas.

In our research the class size, i.e. the average number of students per
class did not prove to be a significant variable.

DISCUSSION

Taking into consideration the different definitions of classroom climate, as
well as various operationalization of this concept in the literature, in our re-
search we selected the dimensions which are most often link to the social
aspects of classroom climate. We focus our attention to these dimensions
which ‘cover’ the upbringing aspect of schooling which, in our opinion, have
been neglected in comparison with learning issues or cognitive aspects of
education. The results of our research confirmed theoretical assumptions
about the important dimensions of classroom social climate. Factor analysis
of the teachers’ responses showed that the four selected dimensions — equal-
ity in communication, social relationships between students, concern about
students’ feelings and organizing group work — are sufficiently different to
be observed as various aspects of classroom climate. Also, further analysis
showed that those dimensions are also significantly related, thus justifying
the assumption that they belong to the same, overarching construct. Such
confirmation of theoretical assumptions enabled us to answer the questions
which we set in this research.
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The implemented analyses show that teachers in elementary school in
Serbia are highly valued social aspects of classroom climate and believe that
they are engaged to a great extent in the creation of a positive classroom cli-
mate. In addition, they assess the encouraging equality in communication as
the most important aspects of classroom climate. The concern about social
relationships between students and organizing group work are also very im-
portant from the teachers’ perspective, but they report on slightly less concern
for students’ feelings. If we pay attention to such an order of dimensions,
we may notice a certain logical sequence. Firstly, good communication be-
tween teachers and students is believed to be one of the basic conditions for
successful teaching performance (Meyer, 2009). Another important goal is
regulating and improving social relationships between students, which can
be partially achieved through organisation of group work. Namely, in addi-
tion to the proved positive effects within the cognitive domain, it was also
shown that group work equally contributes to other outcomes of educational
work such as: greater self-respect in students, better social relationships in the
class, more positive attitudes towards teachers, peers and subjects, a greater
inclination on the part of students towards pro-social behaviour and similar
(Johnson & Johnson, 1999; Slavin, 1995), i.e. the establishment of a posi-
tive classroom climate. On the other side, the finding that the lowest score
was gained for the dimension of teacher’s concern for students’ feelings was
not completely unexpected, since contemporary literature points out that the
emotional dimension in schools and teaching is rather neglected (Allodi, 2010;
Hargreaves, 2000).

The analysis of the teachers’ responses to the individual items within
the frame of the equality in communication dimension gave rise to relative-
ly unexpected data. On the basis of the answers, it could be concluded that
the majority of teachers encourage students to discuss and explain their own
view during the class, thus encouraging questions and stimulating students’
interests. Those findings provide a better picture in comparison with previ-
ous research studies which established that two thirds of classes are devoted
to teacher talking time while only one third is spent on that of students, as
well as that students’ questions are a relatively rare occurrence during classes
(Wells, 2004; Sevkusié-Mandi¢, 1992).

The analysis of the answers within the frame of the concern about so-
cial relationships between students dimension shows that the majority of the
teachers believe it is important to deal with relationships between students,
take an interest in their conflicts and support students’ socialising in school.
Those findings are also unexpected considering that research studies car-
ried out in our surroundings mostly offered a different picture in this regard.
Namely, previous research results showed that the relationships between stu-
dents in schools are mostly neglected, and solidarity among students is rarely
encouraged (Joksimovi¢, 1991; Spasenovic, 2008).
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The finding that the majority of teachers claim to often organise group
work could also be said to be unexpected. This finding differs to the results
from two cycles of international research studies about students’ achieve-
ments in mathematics and sciences (TIMSS 2003 and TIMSS 2007), where
more than 85% of teachers from Serbian primary schools said that they or-
ganize group work only during some lessons (Antonijevi¢ i Janjetovi¢, 2005;
Gasi¢-Pavisi¢ i Stankovic¢, 2011).

As regards concern for students’ feelings, the teachers believe that it is
their task to deal with students’ feelings, claim that they do talk with students
about how important it is to understand others’ feelings, and that students talk
to them about their personal problems. On the basis of this data, it could be
concluded that Serbian teachers seek to establish not only professional, but
also personal relationships with their students which involves emotional sup-
port. These findings are surprising if we know that the emotional dimension
is believed to be neglected in teaching and school in general, and that some
previous research studies in Serbia showed that students criticize teachers for
not having enough understanding for young people’s personal problems, i.e.
problems which are not connected with the teaching curriculum (Spasenovi¢
i Milanovi¢-Nahod, 2001).

The obtained results show that the teaching level and teachers’ gender
are important determinants for all four dimensions of classroom climate.
The finding that lower elementary class teachers establish a more favour-
able climate in the classroom than subject teachers in higher grades could
be explained by the differences in their initial education (more pedagogical
and psychological subjects in the education of future teachers) as well as by
the fact that lower elementary school teachers spend significantly more time
with their students which enables them to get to know them better. The big-
gest difference stood out in the answers to those questions which referred to
concern for students’ feelings. The reason for this could lie in the attempts of
lower level elementary school class teachers to respond to the specific devel-
opmental needs of their students (Joksimovi¢, 1991; Stojiljkovi¢, Stojanovic i
Doskovié, 2012; Sevkusi¢ i Milosevié, 2004).

As regards teachers’ gender, our results show that female teachers take
more care in the creation of a positive classroom climate than their male peers.
The obtained results are in accordance with those expected on gender stere-
otypes, according to which female teachers are ‘predestined’ to care more
about students and to create warmer relationships with them (Vogt, 2002).
Some studies in 1960s based on class observations showed that female teach-
ers had more favourable attitude towards pupils, democratic classroom prac-
tices, permissive educational viewpoints, and verbal understanding (Ryans,
1960). Recent studies in Serbia have shown that female teachers, more of-
ten than male ones, implement indirect, democratic communication styles in
their teaching (Ozegovi¢, 2006). Also, it has been found that female teachers
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are more empathic and more incline to ethic of care than males teachers (Sto-
jiljkovie, Stojanovic & Doskovic, 2011; Stojiljkovi¢ et al., 2012).

The length of teachers’ work experience, the subjects they teach and the
size of the place where the school is located influence the classroom climate
to a smaller extent, or to be more exact only certain dimensions. The length
of teachers’ work experience is variable that had a significant influence only
on the dimension of organising group work. It was shown that younger teach-
ers perceive this type of teaching in a more positive way and organise it more
often. This finding may be linked with research results which point out that
more experienced teachers, in comparison with those who are at the begin-
ning of their professional careers, are less willing to introduce innovations
and changes into the common way of working (Ghaith & Yaghi, 1997). How-
ever, considering that the noted differences between experienced and less ex-
perienced teachers are relatively small, we can assume that the establishment
of a positive classroom climate is equally important to both of them.

It has been shown in our research that social science teachers gave higher
scores to concern about social relationships between students and concern for
students’ feelings, than those who teach natural sciences. There is empirical
evidence from other research to confirm that the classroom climate varies
depending on the subject type (Fraser, 1987; Mucherah, 2008; Shapiro, 1993).
For example, student survey data collected by subject areas for 30 schools
has shown that students perceive the climate in mathematics classrooms to
be significantly less favourable than the climate in reading classrooms. This
is consistent for grade levels 3—12 (Freiberg & Stein, 1999). Also, some re-
search in social studies classrooms has suggested that the climate is high in
affiliation and low in competition (Fouts, 1990; Fouts & Myers, 1992), and
with other studies showing science classrooms to be low in cooperation and
cohesion (Dart, Burnett, Lewis, Campbell, Smith & McCrindle, 1999; Goh
& Fraser, 1998).

The assumption is that the context in which the school is located is a
significant determinant of the learning environment. The present study has
provided some evidence in support of the above assumption. It has been found
that teachers who teach in schools in urban areas express greater interest and
concern for social relationships between students and their feelings then teach-
ers who teach in rural areas. This finding seems unexpected if we consider
previous research studies which indicate that the classroom climate is more
positive in rural primary schools. In those schools, according to the views of
both teachers and students, interactions are more frequent and intimate than
in schools in towns and cities (Joksimovi¢, 1991; Schmuck & Schmuck, 1992).
An explanation for this could be sought in the particularly acute demographic,
sociological, cultural and economic changes which have occurred in Serbia
since the beginning of this century. The fact remains that today large towns
and cities present a generally wealthier and more simulating environment
for teachers’ professional development. This is corroborated by the findings
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of a recent study in which teachers who work in smaller places pointed out
the reduced possibilities of attending various professional training programs
(Stankovi¢, Deri¢ i Milin, 2013). In addition, the latest analysis of villages in
Serbia shows that education in villages is generally of a lower standard than
that in cities (Zivkov et al., 2012).

A reduction in the number of students in a class is usually considered to
improve the conditions for work and contributes to a better social climate,
primarily because teachers have more time for individual interaction with
students. Our research findings did not confirm the assumption that a better
classroom climate is established in classes with fewer students. The results
from other studies also show that classroom size in itself does not have a
significant influence on how teachers and students experience the class and
school climate (Koth, Bradshaw & Leaf, 2008; Van den Oord & Van Rossem,
2002).

Conclusion

The empirical findings of this study present a contribution to further theo-
retical reflection on and research into the phenomenon of classroom climate,
but also indicate possible directions for planning educational policies. First
of all, this study confirmed that the classroom social climate is an overarch-
ing construct that is comprised of different, but related, dimensions. In this
research, we address four essential areas of focus which we call dimensions of
classroom climate (equality in communication, social relationships between
students, respect for students’ feelings and organisation of group work) and it
could be concluded that obtained results support our conceptualization. Al-
though there is not yet a consensus about which dimensions are essential to
measuring classroom climate validly, we believe that empirical evidence such
as these will help to refine and focus our understanding of the aspects of
classroom climate that can and need to be assessed.

By selected these classroom climate dimensions we wanted to highlight
the social-emotional aspect of the teaching process which is, in our opinion,
relatively neglected in educational research. On the basis of the gained re-
sults, we could conclude that teachers in Serbia highly value the importance
of all researched aspects of the classroom climate and believe that they are
engaged to a large extent in creating a positive classroom climate. In general,
our results provide a more favourable picture of the classroom climate in pri-
mary schools in Serbia than those from studies carried out at the end of the
last century. On one side, it is possible that under the influence of numerous
reform initiatives which have been introduced into our education system since
2000, some aspects of schooling have changed for the better. On the other
side, it is possible that this disparity in the results arose as a consequence of
different methodological approaches used in the studies, as well as different
conceptualisations of the classroom climate phenomenon. Although the high
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reliability of the teachers’ questionnaire we constructed to meet the needs of
this research allowed us to draw certain conclusions, the gained results should
certainly be taken with some caution.

Considering that it is desirable that teachers have positive attitudes to-
wards different aspects of classroom climate and that their engagement in
creating favourable environment is desirable and expected behaviour, it is
possible that the respondents give socially desirable answers. This is sup-
ported by many studies which show that teachers are inclined to evaluate the
classroom climate in the classes they teach as optimal, while their perceptions
often do not coincide those of their students and the researchers themselves
(Fraser, 1999; Mucherah 2003; Mucherah, 2008). Overall, teachers perceived
their classroom climate to be nurturing, challenging, well organised, and high
in task orientation. These perceptions, however, were not shared by their stu-
dents. It is assumed that the teachers’ authoritative role and desire to func-
tion optimally influence their perceptions. This assumption is supported by
findings of other environmental studies conducted in various human context
(Raviv, Raviv & Reisel, 1990). In addition to the influence of the role status
on their perceptions, teachers are possibly more aware than the students of
the implications of having their questionnaire reviewed by the researcher and
might respond in accordance with this awareness.

Therefore we believe that further research into this phenomenon should
be extended to include the students’ perspective, the direct observation of
classes, as well as the implementation of qualitative methods such as par-
ticipatory action research which includes open dialogue with all of the par-
ticipants in education process. It could lead towards a more objective and
more comprehensive understanding of the classroom climate. In that way the
empirical results, perceived within the context of relevant theoretical start-
ing points, would enable the conceptualisation of efficient programs for the
further improvement of classroom climate quality. This assumption is sup-
ported by the results of the latest studies aimed at researching the effects of
the implementation of various social and emotional learning programs (SEL).
These educational strategies, based on the theories of ecological systems and
self-determination, were designed to contribute to classroom climate through
the improvement of the social and emotional competences of both teachers
and students (Catalano et al., 2004, in Rivers et al., 2013). A meta-analysis of
some studies carried out on different levels of schooling (Durlak, Weissberg,
Dymnicki, Taylor & Schellinger, 2011), indicate that the implementation of
those programs could make a significant contribution to the improvement of
students’ social, emotional and academic skills.
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Cnaguua llleBkymnh, Coma Auhenkosuh u Binanera Munnn
PA3PE/IHA KJIMMA VY IIKOJIAMA Y CPBUIU:
MEPCIIEKTUBA HACTABHUKA OCHOBHHMX HIKOJIA
Ancmpaxm

[{nse oBOT HCTpakMBama jecTe Aa ce aHAJIM3Mpa pa3pesiHa KJIuMa U3 IepPCIEeKTHBE
HACTaBHHKA OCHOBHUX Ikosia y Cpouju. Y HCTPAKHBAKY CY (bopMyanaHa JIBA HC-
TpakMBayKa MuTama. Kako HacTaBHUIIM POIEbYjYy BaXKHOCT TI0jeIMHHUX aclieKara
paspe/iHe KJIMME U COIICTBEHO aHTa)K0BakbhEe Y KPEUpamy MOBOJBHE pa3peaHe Kitnme?
Koju akropu oxpelyjy kBasnuret paspeane kinme? Pazmarpane cy 4eTUpH AUMEH-
37je pa3peaHe KINMe: jeTHAKOCT Y KOMYHHUKaIWj1, IPYIITBEHH oqHOCH Mely yde-
HUIIMMa, NOMITOBalkhE YUCHUUKHNX ocehama 1 OpraHn30Bame IPyIHOT paja. Y3opak
Cy YMHHJIA HACTABHHUIIM M3 OCHOBHUX Ikoja y Cpouju (N=1441) koju cy momyma-
BaJlM YIUTHHUK KOHIIUITMPAH 32 TOTpede OBOT UCTpakuBama. Pedynraru gakTopcke
aHaJIM3€e NOTBP/MIIN Cy IOYETHY IIPETHOCTABKY Jia Cy 0fadpaHe AMMEH3Hje 1oBe3a-
HE TaKo J]a ce MOKe pehu J1a mpumnaaajy HCTOM KOHCTPYKTY U Ja Cy JIOBOJBHO pas-
JTUYUTE Ja OW ce MOTJie pa3MaTpaT caMocTaTHo. JJoOujeHu pe3yaTaTH MoKasallu cy
na HactaBHAIH Y CpOuMju BUCOKO BPEAHY]Y BaXKHOCT CBHX HCTPAXMBAHUX acIleKaTa
paspelHe KIMMe U CMaTpajy Jia Cy y BEJIMKO] MEpH YKJbYY€HH Y KPenparbe MO3UTHB-
He kiuMe. Takole, mokasao ce ja 1oy HacTaBHMKA U HUBO HACTaBE MPECTaBIbajy
HajBa)KHUje JeTEpMUHAHTE KBajduTeTa armocdepe Ha yacy. Mimajyhu y Bugy orpa-
HUYEHa IPUMEHEHOI HHCTPYMEHTA, 3aKJbyuyje ce ja goOujeHe pesynrare Tpeda
TYMa4HTH ca ONpe3oM u 1a 6u y Oynyhum merpaxkuBamnMa Tpedano YKIBYUUTH U
MEPCHEKTUBY yUEHHKA, JUPEKTHO TIOCMATPamke 4aca U KBaJIUTATHBHE METOJE KaKo
6u ce moOusa 00jeKTHBHM]a U 00YXBaTHH]ja CJIMKA O KJIUMU Y pa3pemy.

Kwyune peuu: pa3zpenHa kiimMa, HaCTaBHHIIM, COIIMOEMOIIMOHATIHE AMMEH3Hje Ha-
CTaBe.
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Cnauna lllekymuy, Const Anmxenkosud u Bnageta Munux
KIIMMAT HA YPOKE B CEPBCKHUX YUUJINIITAX
M3 TTEPCITEKTUBbI YUUTEJIEM OCHOBHBIX IIKOJI
Peziome

Llenb naHHOTO UCCIIEOBAHUS — IPOBECTH AHAIN3 KJIMMAaTa Ha 3aHATHSIX B OCHOBHBIX
mkosniax CepOumn U3 mepcrneKTuBbl yunrteneid. B uccnenoBanuu chopmyanpoBaHbl
JIBa KJIIOUEBBIX BOIpoca s paccMoTpeHus: (1) kak yunuTensiMu OLlEeHUBAeTCs BaXkK-
HOCTB OT/EJIBHBIX aCHEKTOB KJIMMaTa Ha 3aHSATUSAX U COOCTBEHHBII BKJIAJ B CO3/1a-
Hue OaronpusiTHOrO KJIIMMaTa, 1 (2) Kakue UMMEHHO (haKTOPhI ONPEACISIOT KAaueCTBO
KJINMaTa Ha 3aHATUAX. BRI pacCMOTPEHBI YETHIPE ACTIEKTA KIMMAaTa Ha 3aHATHSIX:
pPaBEHCTBO B OOIIEHUH, OOLIECTBEHHBIC OTHOIICHUS MEXIY Y4YallUMHUCS, yBaxe-
HUE YyBCTB yYallUXCS M MPOBEICHHE TPyNnoBoi padboTsl. Kopmyc ncmeITyembix
ObLI cocTaBieH U3 yunteneil BocbMuiieTHHX 1Koy B Cepbun (N=1441), xotopsie
3aT0JIHSIU BOIPOCHUK, CIIELIMAJIBHO CO3JaHHBIH U1 HY K/ JAHHOTO UCCIICA0BaHUS.
Pesynprarel (hakTOpHOTO aHAIW3a MOATBEPIMIIM HAdaJIbHOE IMPEIONOKEHNE, YTO
BBIOpAaHHBIC ACTIEKTHI CBSI3aHHBI B CMBICIIC TPHHAIEKHOCTH K ONHOMY KOHCTPYKTY
1 9TO MEX Iy HUIMH UMEIOTCSI I0CTaTOYHbIE PA3JIMUHsI, YTO Ja€T OCHOBAHUE CUUTATh
HUX CaMOCTOATCIbHBIMHU. HonyquHme PE3YIbTAThI IOKa3ajau, YTO YUYUTCIIA B Cep-
OMM BBICOKO LIEHSIT BAYXHOCTH BCEX MCCIIEI0BATEIBCKIX ACMIEKTOB KJIIMMaTa Ha 3aHs-
THSX, CUNTAs, YTO OHHM B OOJBIIONH Mepe BKIIIOYCHBI B CO3aHUE MOJOKUTEIBHOIO
KJIMMaTa Ha 3aHATUAX. OKa3aloch Tak)Ke, 4TO MOJ YUUTENsI U yPOBEHb O0ydeHUs
SIBJISIIOTCS BRXKHEHIIMMHU ONPEACISIOMNMI (paKTOpaMH KadecTBa aTMOC(epsl Ha
ypoke. Vimest B BUIy orpaHU4eHHs IPUMEHEHHOT'0 HHCTPYMEHTA, aBTOPBI IPUXOIAT
K BBIBOAY, YTO MMOJIYYECHHBIC PE3YyJILTAThL HGO6XO)II/IMO HUHTECPHPETUPOBATHL OCTOPOK-
HO, ¥ 4TO B OyqyIINX MCCIEAOBaHUIX, B IEISAX NOIYy4YCHUs Oojiee OObEKTHBHOU 1
0oJiee KOMIUICKCHOW KapTHUHBI O KJIMMAaTe Ha 3aHATHSIX, HEOOXOIMMO BKIIOYUTH U
MIEPCHEKTUBY YUaIuXcs, MPpsIMOe HaOII0IeHHEe YPOKOB U Ka4eCTBEHHBIE METOIBI.
Kntouesvie cnosa: KTuMaT Ha ypOKE, yUNUTEISI, COIIMOIMOIIHOHAIBHBIE aCTIEKTHI 00Yy-
YCHUS.



