5.

School Climate and

Leadership

In the previous chapter, we posed a number of researc‘h—related ques-
tions that can be asked to determine a school’s effectlvgness. In this
chapter, we regroup those questions under the categories of school
climate and leadership—the final components in our model for improv-
ing school and classroom effectiveness (see page 4.) . . '

We recognize that others may group these questions dlfferentl,\. :
and we encourage you to take a stab at such an exercise. Qur purpose is
not to determine the critical categories of school effectiveness for all
time; rather, it is to be as explicit as possible about the way the data
make the most sense for us now.

School Climate

Metaphorically, school climate consists of three weather conditi.ons: an
emphasis on academics, an orderly environment, and expectations for
success. The questions synthesized from the research provide indicators
that can help assess a school’s climatic conditions. ‘Because' ‘all school
participants appear to contribute to and have a stake in a p.osm\fe schm?!
climate, the questions are grouped to indicate each participant’s contri-
butions to each “weather condition.”

Academic Emphasis: Students

® Do students master the academic work?
® Do students bring books and pencils to class?
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® Do students use the library on a weekly basis?

¢ Do'students perceive congruence among the faculty in enforcing
school rules and strictly controlling classroom behavior?

Students” mastery of academic work can be determined by report
card grades, by questions correct on unit tests, and by the teacher’s
rrofessional judgment, Not surprisingly, students who bring books and
pencils to class usually succeed. Such actions by students reinforce the
«hool’s academic emphasis. Frequent use of the school library by
“‘udents may indicate that students and teachers value the resources of
the library, and are thus reinforcing an academic emphasis. The ques-
tons also suggest that when students perceive congruence among the
faculty in enforcing school rules and controlling classroom behavior, the
2cademic emphasis of the school is enhanced.

Academic Emphasis: Teachers

Iestruction

® Is time spent efficiently and directly on teaching academic skills?
® Do lessons start on time and continue without interruptions?

® Is whole-group instruction used?

® Do teachers provide rewards for actual achievement?

® Do teachers praise students for work well done?

® Do teachers regularly give and mark homework?

Planning

¢ Do teachers plan lessons in advance?
® Do teachers regularly give and mark homework?
Other

® Do teachers expect students to succeed?

® Are staff members willing and available for consultation by
children about problems?

Teachers can reinforce an academic emphasis by spending time
efficiently and directly on teaching academic skills. This may help
student engagement and sucdess, which, according to our model, may
in turn enhance student achievement. Planning lessons in advance
helps to ensure that lessons begin and end on time. Teachers can bolster
an academic emphasis by providing rewards and praise to students for
work well done. Homework assignments also appear to be an indicator
of academic emphasis. Homework gives a student an opportunity for
further practice, thus increasing the student’s engagement and increas-
ing the likelihood of improved achievement. The availability of teachers
o help students with problems may also signal an academic emphasis.
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Academic Emphasis: Principals

Behaviors

® Do teachers and principals support the academic focus of the
school by spending most of the school day on instructional activities?

® Does the principal regularly observe classrooms and confer with
teachers on instructional matters?

@ Does the principal check to see that teachers assign homework?

Structures

e Is course planning done by teacher groups rather than by isolated
individuals?

e Do teachers feel their interests are represented by those making
decisions? ;

® Are rewards fairly earned by a large number of students?

Beliefs
® Do principals and teachers believe and expect that students can
master their academic work? '

@ Does the social structure of the school teach those who work and
learn there that their actions have some effect?

Principals promote the school’s academic emphasis by their own
actions, by the organizational structures they put into place, and by their
beliefs. Principals of effective schools tend to spend a large proportion of
their day on activities related to instruction. Three actions are associated
with high student achievement: checking that teachers assign home-
work, observing in classrooms, and conferring with teachers. Effective
principals have found ways to organize their time so that the instruc-
tional program receives priority.

The questions also suggest that principals create organizational
structures that enhance the school’s academic emphasis—for example,
having groups of teachers rather than individuals plan courses. In
effective schools, teachers feel their interests are represented when
decisions are made, although they may not have direct input into the
decision. This finding suggests that adequate communication exists in
the school. The question of students earning rewards implies that the
school organizes reward structures for achieving students, and tha
achievement is a valued outcome. Principals of effective schools orga-
nize and maintain such reward structures.

The research on effective schools highlights the importance cf
principals believing that students will master the academic content
When the principal actively structures the school’s social system around
mastery, then it may be more likely that students and teachers feel thex
actions and efforts have some effect.
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Orderly Environment: Students *

Perceptions of discipline

: go students perce'ive that discipline is unfairly administered?
ehon olstudents perceive congruence among the faculty in enforcing
ool rules and strictly controlling classroom behavior?

Student participation

® Do students use the library on a weekly basis?
® Do students take care of school resources?

® Have stude ici : . )
drive? nts participated in organizing a schoolwide charity

® Are a high percentage of st i i
et participaﬁon% ge of students named in school assemblies for
® Do high proportions of students hold positions of responsibility?

ordeflt;ii?,ti?o r:g?zzfrst,h :r;;lc (}));iimipals also cofntribute to a school's
nent, : component of a positive school cli-
Zfiﬁévzh;g:;shg?s concerning t.his. component suI;gest indicatorsc(;f
e schoc § that have a low incidence of violence and vandalism
g: dxghe? th_an-expected student achievement.

oo :Stzlrl; m;i;cc:atc;‘rs of an c')rd'erl.y environment can be grouped into
o affair.sp e epfflon§ of discipline procedures, and participation in
rocedins . : effective schqols, students perceive that discipline
§ are fair and are applied equally to all. Effective schools also

elicit hi VN
it high student participation: students take care of school resources

contribute to school-organi i i
; . ganized charity drives, use th i
are involved in class activities and ay D Loy, and

’ ¢ ssemblies. These specific indi
correlate with positive pupil behavior in school. : ndlicators

W indi '
mdenfg/go be:.ys)nd‘the@ 1nd1Fators to suggest that schools that enlist
o Smds:: L(Zﬁatlf)n in 1 lw1de variety of activities are less likely to
~ avior problems because the stud i
_ | udents have a stake in
school. If many students interact around school activities outside the

dassroom, then norms of pasiti
’ asit : )
to emerge, positive student behavior may be more likely

Orderly Environment: Teachers
Instruction

® Do teachers start lessons on
tion?

: go teachers regularly give and mark homework?
0 teachers provide rewards for actual achievement?

time and continue without interrup-
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Classroom management

® Are positive models of behavior provided by teachers?

® Does the feedback students receive in terms of rewards and praise
outnumber punishments?

® Are punishments delivered in a way that indicates firm disap-
proval of misbehavior while avoiding humiliation and avoiding model-
ing violence?

® Does the faculty express punitive or authoritarian attitudes to-
ward students?

® Do teachers usually handle their infrequent discipline problems
themselves?

® Are teachers available to consult with students about problems?

Teachers can enhance the orderly environment of a school through
their skills in instruction and classroom management. In instruction, the
teacher’s use of time is important; thus one question suggests that
teachers who maximize their allocated time by beginning lessons
promptly have fewer discipline problems. Teachers who give homework
and provide rewards or reinforcement for actual achievement also have
fewer discipline problems. As these comments suggest, some indicators
of orderly environment also reinforce a school’s academic emphasis.

The classroom management questions suggest ways discipline
problems should be handled in the classroom. For example, the teach-
er's own behavior is a model for student behavior. In classrooms with
few behavior problems, teachers use punishment but avoid humiliation
and violence toward students. Moreover, they do not express punitive
or authoritarian attitudes toward students, and they tend to handle
discipline problems themselves. Positive rewards and praise generally
outnumber negative reinforcements. Teachers with fewer discipline
problems also tend to be more available to students to talk about
personal and academic problems. It is interesting to note that the two
teacher behaviors of instruction and classroom management, which are
closely linked to student achievement in our model, also promote an
orderly school environment.

Orderly Environment: The Principal

Consensus building for an orderly environment

® Have teachers and administrators come to a working consensus
on the patterns of acceptable behavior for staff, students, and adminis-
tration?

® Has the principal built shared expectations and strong coordina-
tion about school rules?
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o Doe.s the Principal provide a reliable system of support, appropri-
ate inservice training, and opportunities for staff to coordinate their
actions in areas of instruction and discipline?

Delivery of discipline

® Does the principal actively set the tone and focus of the school by
ebserving classrooms, enforcing the discipline code in a “firm but fair”’
manner, and setting goals for the school that are supported by the staff?

¢ Are punishments delivered in a way that indicates firm disap-
proval of misbehavior while avoiding humiliation and avoiding model-
ing violence?

® Do students perceive that discipline is fairly administered?

The principal’s role in creating an orderly environment revolves
around creating a consensus about the school rules among staff and
s%udex?ts, then administering this consensus in a “fair but firm”” manner.
In c?ehvering punishment, firm disapproval should be indicated while
5\'01ding humiliation and modeling violence. Students may be the

touchstone” if they perceive that discipline is fairly administered.
Thug consensus building and firm delivery help define the principal’s
role in creating an orderly school environment.

Expectations for Success

Students

¢ Do students feel the school helps them to master academic work?
® Do students believe that luck is more important than hard work?

® Do students believe that they can get ahead without something or
someone stopping them?

Teachers and principals

.0 Do students, faculty, administration, and community feel that
their own efforts govern their futures?

® Does the social structure of the school teach those who work and
learn there that their actions have some effect?

® Do principals and teachers believe and expect that students can
master their academic work?

® Do teachers expect students to succeed?

® Do staff expect students to succeed and achieve?

® Do teachers have high expectations of all students, regardless of
race or class?

Expect?tions for success help reinforce an orderly environment and
an academic emphasm in schools. But such expectations cannot be
directly observed in behavioral terms. Indeed, this area is usually
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assessed by questionnaires that ask students, Do you believe luck is
more important than hard work?” and ask teachers, Do you think that
all of your students will complete high school?”” In effective schools,
positive answers to these questions generally coincide with teachers
starting classes on time or principals observing classes. We assume that
there is some interaction between beliefs and behaviors, but we are not
sure whether people act because they believe, or act first and belief
follows. We suspect it’s a little of both.

Students in effective schools perceive that the school helps them
master academic work. The teacher’s behavior in structuring the class-
room, and the principal’s leadership in organizing the school, apparent-
ly help mold students’ perceptions in this way. Such speculation is
consistent with research on achievement motivation, which suggests
that students can learn to suceed, given the appropriate structure.

We also speculate that academic success leads to enhanced self-
concept and a feeling of efficacy on the student’s part. Students in
effective schools generally believe they can get ahead and that work is
more important than luck. Self-concept is correlated with student
achievement, and both are significant and measurable outcomes of
schooling for us.

Teachers and principals in effective schools express their expecta-
tions for success in such a way that students know what is expected of
them and believe they can measure up to these high standards. As 2
social system, the school also communicates its expectations for stu-
dents by providing rewards for work well done and creating opportunt
ties for student participation and leadership. In their attention to

academic programs and discipline procedures, principals set the tone for
the school. And in an effective school, both principal and teachers net
only believe students can succeed, but model those expectations to the
school as a whole. ‘

School Leadership

When reviewing the questions on school climate, we found the princ-
pal’s importance mentioned in every category. We wondered whs!
specific behaviors on the part of the school leader are associated withan
effective school, and we went back to our original questions to search fo:
possible answers. The questions highlighted three processes of leader
ship that suggest norms for developing a positive school climate
Specifically, school leaders (1) develop positive models, (2) generat:
consensus, and (3) use feedback to build a positive school climate. I»
schools succeeding above expectations, these leadership processes ap-
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pgall" to be in Plf‘ce' and they may provide hints abSut how a school
might change if increased student achievement is a valued outcome.

Modeling

We te.nd tq copy the actions, attitudes, and beliefs of people we respect
?speaally‘ 1f. those people are in positions of authority. Because teac&eré
and ‘admlmlstrators hold such positions in a school, their behavior
provides important cues to children about what is expe/cted and what is
\'alue.d there. Let's take a look at how one principal’s behavior i
percgvec‘l3 by a student hall monitor. e
r. Black, the principal, is six feet, six inches tal
school’s hall .with long strides. He makes a definite1 ?r;‘grgszl(;i t(t)lr?
i&:ople,t f‘s,,thls passage from a seventh-grader’s English composition
beﬁlg:SSD l(3)111 my way to class, with the halls empty, I was walking
d@wn likr. ack, who stoopgd to pick up a piece of paper. He swooped
pon e an eagle after a field mouse, retrieving the paper without
apx'ng'stnde. qu, I do the same while thinking of eagles.”

-~ rikmegt }tlp a pliece of paper in the hall of a large school is a small
e caré Syfo rl t l:,pea s of a person who cares about how the school looks
o e o e pe;)ple who work and study there. By this one gesture,
mo.nimr . ;9 modeled a whole constellation of beliefs to the hall
3ssociatéd ;1 E% 15151 ;r;il: Sls n?'Otd see'rtthasz ha demeaning task but instead is
: ind wi e power of eagles. Whi
:j:}t‘urets mfz?y not be that effective, people inpschools do igook to 2:;;;‘;55
;!(}dolr.l y figures for quels of appropriate behavior and attitudes.
eling may be a particularly appropriate way of reinforcing both
a«adem}c emphasis and an orderly environment. 5
Lecg sl_take a look at the questions that demonstrate the importance
K modeling as a leadership process (see Figure 1). We begin b
t_scu'ssmg modeling from the perspective of the principal and organi :
Juestions to sh'ow how modeling can affect a school’s climate s
iﬂwPffncxpals in effective schpols model an emphasis on acad.emics by
ks rving clagsrooms, conferring with teachers about instructional maf
:rs, a'r}q setting agreed-on goals for the school. “What I do is what i
;;;ean, Ixs the way one principal describes his modeling. “If I'm not in
V;)(Sj&; r; iz::ssrooms, then the teacher‘s begin to feel I don’t care about the
e prt(t)gram. From observing classrooms, 1 know the staff’s
»;achmg gaal.dems. I know what. is being taught. There’s less time
d:m § oliday facts anFl more time spent on reading and math skills
an when [ first began in this position. I believe the empbhasis of the

of

Creating and maintaining an orderly environment is enhanced by
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Figure 1. Modeling.

The Principal’s Role
Modeling for an Academic Emphasis

Does the principal actively set the tone and focus of the school by observing classrooms.
enforcing the discipline code in a “fair but firm” manner, and setting goals for the school that
are supported by administration, staff, and students?

Does the principal regularly observe classrooms and confer with teachers on instructional
matters?
Does the principal emphasize academic standards?

Modeling for an Orderly Environment

Are punishments delivered in a way that indicates firm disapproval of misbehavior while
avoiding humiliation and avoiding modeling violence?

Is the building maintained and decorated to prbvide pleasant working conditions for
students?

Is the principal perceived by students and faculty as modeling expectations of fair and equal
treatment?

Do high proportions of students hold positions of re}sponsibﬂity?

The Teacher’s Role

Modeling for an Academic Emphasis

Do teachers provide rewards for actual achievement?

Do students bring books and pencils to class?

Are staff members willing and available for consuitation by children about problems?
Does teacher behavior, such as helping students on the teacher’'s own time, indicate that the
school's children and the profession of teaching are valued?

Modeling for an Orderly Environment

Are positive models of behavior provided by teachers?

Does the faculty express punitive or authoritarian attitudes toward students?

Do teachers start lessons on time and continue without interruption?

Do teachers praise students for work well done?

Do teachers structure the classroom environment to permit students to succeed?

the principal’s modeling of appropriate behavior for staff and students.
This modeling behavior is exemplified in the procedure for determining
punishments, the frequency of those punishments, the perceived fair-
ness of the punishments, and the equity with which the punishments
are administered to different groups in the school population. Maintain-
ing a well-decorated building where conditions for students are pleasant
is another way to demonstrate or model an orderly environment. A
clean building suggests order. Modeling by the principal may create an
“environmental press” where being orderly is the easiest thing to do.

—
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Ong way to enhance an orderly environment is to efisure that the school
enh{sts students’ participation, not only in the classroom but through
having a large proportion of students hold leadership positions in the
school. Through participating, the students have a stake in the school.

Teachers—who are, after all, the leaders in the classroom—also
model behaviors and attitudes that affect a school’s climate. When
teac}?ers provide rewards for actual achievement, when students are
required to bring books and pencils to class, when teachers are available
for Fonsultation outside of the classroom, then teachers are modeling
the importance of a school’s academic emphasis. A teacher who begins
k:*ssons on time is more likely to maintain order in the classroom.
anversely, if students perceive an authoritarian or punitive attitude
being modeled by a teacher, they are less likely to internalize the norms
of an orderly environment. Teachers also model, by their own behavior
the school’s expectations for success. By praising children for work weli
done, -by teaching so that all children experience success, and by
s_pendmg time on instruction, the teacher communicates these expecté—
tions to students.

Of course, modeling can also work in a negative direction. In some
!()\\'-.achieving schools, for example, or in schools with high incidences
of violence and vandalism, observers found that teachers did not, as a
group, spend the entire class period on academic content. In the ,sam(e
ghools, students perceived that a few students could “get away with”
inappropriate behavior: “It was only unlucky if you got caught.” Such
negative models also communicate clearly to school participants'.

The models provided by administrators and teachers are one of the
keys. to leadership in effective schools. The behaviors of teachers and
admm.lstrators, as authority figures, communicate what is really valued
what is really important in a school. ,

Consensus Building

(;(wnsensus builds as groups of people behave in consistent patterns. At
times, these patterns are explicitly agreed on. Schools maintain con;;iqt-
ent patterns for beginning and ending the day, for when it is appr(; ‘ri—
ate to talk to the principal, and for when students and teachers [Z"xl
lunch. I‘mplicit patterns also build, evolving because people ’begin ;o
behave in a particular way—homework isn’t given on weekends, certain
groups occupy “their table” in the lunchroom, students don/’t carry
books to c?asses. Thus, each organization builds consensus patterns
each of which may help or hinder the achievement of the organization’s,
goals. In effective schools, consensus is built around the school climate
factors of academic emphasis, orderly environment, and expectations
for success. The questions in Figure 2 point to leadership processes that
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Figure 2. Consensus Building.

Consensus Building for an Academic Emphasis
Is course planning done by groups of teachers?
Do inexperienced teachers consult with experienced teachers?

Do teachers have extensive contact with a limited number of students in several aspects of
their education?

Is there little differentiation among students or in the instructional program provided for them?

Do principals and teachers believe and expect that students can master their academic
work?

Consensus Building for an Orderly Environment

Have teachers and administrators come to a working consensus on patterns of acceptable
behavior for staff, students, and administration?

Has the principal built shared expectations and strong coordination about school rules?

Do students perceive congruence among the faculty in enforcing school rules and strictly
controlling classroom behavior?

Do students perceive that discipline is unfairly administered?
Does there appear to be a working consensus on how school life is organized?

Are there structured opportunities for staff and administration to develop and reinforce
consensus?

Consensus Building for Success

Does the social structure of the school teach those who live there that their actions have
some effect?

Do students, faculty, administration, and the community feel that their own efforts govern
their future?

Do teachers have high expectations for all students, regardless of race or class?
Are there provisions for school outings?

Do a large number of students participate in assemblies?

Do high proportions of students hold positions of responsibility?

Are there out-of-class activities that bring students and teachers together to build toward a
common goal?

Does the social structure of the school and classroom provide opportunities for students to
practice leadership?

may assist in building consensus and developing a positive school
climate.

Building consensus for an academic emphasis requires that teachers
have time to meet and plan course content together. New teachers need
an “old pro” to introduce them to formal and informal school rules and
procedures. A consensus emphasizing academics can be destroyed in a
few years if new teachers don’t understand that students are expected to
do their homework in this school and that it’s appropriate to require and
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enforce that students bring books and pencils to clas§.

The next two questions suggest that a differentiated academic
program may have a detrimental effect on creating consensus. In
effective schools, there is little differentiation among students’ pro-
grams. Further, effective schools design schedules that give teachers
extensive contact with a limited number of students in several aspects of
their education. Ironically, in building an academic emphasis, according
to the above criteria, the teacher-student relationship may be more
important than a vast smorgasbord of course content. The last question
in this area suggests that staff and administration must hold expecta-
tions that all students can master the academic content.

In building a consensus for an orderly environment, the idea of a
“working consensus” should be emphasized. The staff and administra-
tion need to periodically review patterns that promote or disrupt the
school’s orderly environment. Is a different group of children showing
up late for class? Is there a trend in cutting class? Building consensus
also means enforcing rules in a consistent manner, so students generally
agree that the enforcement is fair and equitable. Arbitrary and inconsis-
tent enforcement of a school's rules leads staff and students to think that
luck is a more valued commodity than following the rules.

Students in effective schools feel that their actions have some effect.
They believe that if they study, they will get better grades; they know
that if they cut school, their parents will be notified. Consensus in this
area is likely to bring success in school and a healthy self-concept.
School leaders help build this consensus by hundreds of decisions every
day.

Consensus can occur only if people interact with one another,
however. Thus, success can be fostered by providing for school outings
and assemblies and creating opportunities for many students to hold
positions of responsibility. Students are likely to be more successful and
to have more of an investment in school if they are involved in activities
outside the classroom. The idea of student involvement, as described in
Chapter 2, takes on additional meaning here. Effective school leadership
analyzes patterns of student involvement and opportunities for students
to formally exercise responsibility and then seeks improvement in those
patterns.

Consensus building is a leadership activity. School leaders in
schools with fewer incidents of violence and vandalism than would be
expected were able to form a consensus between administration and
faculty about both the focus of the instructional program and the
disciplinary policies and procedures. It is interesting to note that
students were not necessarily involved in developing either consensus.
Rather, when students perceived a fair, firm, and consistent consensus
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on academics and discipline, school outcomes were better than expect-
ed. Similarly, Rutter et al. (1979) found a correlation between better
student attendance and achievement and teachers who felt their views
were considered important by the administration even when they
themselves had no actual say in administrative decisions.

Feedback

The school, like all organizations, provides feedback to participants
about the acceptability of their behavior. Through feedback, participants
learn what is really valued by the organization. For example, most
schools have rules about being late for class. Despite such rules,
however, in one school almost a third of the students were consistently
late for class. Teachers who used to start their classes on time gave up.
The students complained when sanctions were imposed and claimed
they were imposed inconsistently. After a while, everyone adapted to
the situation by starting their classes later. Students understood the
feedback the organization provided—it's not important to the school
that students get to class on time. Thé feedback led teachers to
understand that students would be late and nothing could be done
about it. Another, more subtle, message is that the leadership in this
school may not value what happens in the classroom enough to design
ways to help get the students to class on time. And the result, of course,
was that student involvement, coverage, and success decreased. If eight
minutes are lost from each period in an eight-period day, by the end of a
180-day school year, students and teachers will have lost 11,520 minutes
or 1,920 hours of time allocated for instruction. No wonder student
achievement suffers.

The questions synthesized from the research (see Figure 3) suggest
areas where effective school leadership provides feedback that supports
a school climate in which academics are emphasized, the environment is
orderly, and success is expected.

Both principals and teachers provide feedback that reinforces a
school’s academic emphasis. Positive feedback to students for a task
well done is associated with better student outcomes. It appears obvious
that teachers should praise students for work well done, display student
work, and regularly give and mark homework. Yet that is not always the
case. In many of the ineffective schools covered by case studies,
observers found that students were rewarded for incorrect answers or,
when they answered correctly, received no reward. Similarly, Rutter et
al. (1979) found at least three times as many negative reinforcers as
positive ones in the school environment.

Principals provide feedback that supports an academic emphasis by
checking to see if teachers give homework, conferring with teachers
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Figure 3. Feedback. *

Feedbéck for Academic Emphasis

Do teachers provide rewards for actual achievement?

Do teachers praise students for work well done?

Do teachers praise students’ work in class?

Is student work displayed on walls?

Do teachers structure the classroom environment to permit students to succeed?
Do teachers regularly give and mark homework?

Does the principal check to see that teachers give homework?

Doetats th;a principal regularly observe classrooms and confer with teachers on instructional
matters?

Do teachers and principals support the academic focus of the school by spending most of the
school day on instructional activities?

Do teachers fee! their views are represented in decision making?
Feedback for an Orderly Environment

Do stuqents perceive congruence among the faculty in enforcing school rules and strictly
controlling classroom behavior?

Does the faculty express punitive or authoritarian attitudes toward students?
Do teachers usually handle their infrequent discipline problems themselves?

Are_gunishmgpts. delivered in a way that indicates firm disapproval of misbehavior while
avoiding humiliation and avoiding modeling violence?

Is the principal aware of staff punctuality?
Feedback That Builds Expectations for Success
Are rewards earned fairly by a large number of students?

Does the feedback students receive in terms of rewards or praise outnumber punishments?
Do high proportions of students hold positions of responsibility?

Does the social structure of the school and

practice ommonann? classroom provide opportunities for students to

Is insewice training provided that encourages self-reflection and skill building in areas
promoting equal opportunity?

Do students believe that fuck is more important than hard work?

Do students believe that they can get ahead without something or someone stopping them?

about instructional matters, and representing teachers’ views in the
decision-making process.

Students’ perceptions of faculty and administration agreement on
school rules indicate feedback that reinforces an orderly environment.
This feedback avoids humiliation, violence, and authoritarianism, while
indicating firm disapproval of misbehavior. Congruence on these mat-
ters requires school leaders who are willing to monitor and develop
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consensus about the way a school operates; when staff punctuality is
monitored by administrators, we assume such consensus is developing.

Feedback that builds expectations for success is communicated
through rewards and leadership positions for students. When rewards
are earned by large numbers of students, when students hold many
positions of responsibility, then this feedback supports a climate of
success. And when students believe that their actions and decisions can

have an impact on their world, success may foster an improved self-
concept.

Conclusion

In this chapter we discussed leadership and school climate indicators
associated with better school outcomes. The indicators suggest three
norms of a positive school climate: an orderly environment, an emphasis
on academics, and expectations for success. When grouped another
way, the indicators also suggest the three leadership processes of
modeling, consensus building, and feedback, which support a positive
school climate. Many specific indicators associated with a positive
school climate and effective leadership processes are similar to those that
lead to student involvement, success, and coverage. Thus, leadership
processes and school climate provide one way of understanding what

makes a school effective and suggest places where change may signifi-
cantly affect school outcomes.
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