2010–2011 AISD Climate Update
What surveys were administered in 2010–2011, and who responded to them?

Participation Rate

In 2010–2011, 65,019 Austin Independent School District (AISD) campus
stakeholders participated in three districtwide surveys: the Staff/
Teaching, Empowering, Leading, and Learning Survey (TELL, winter),
the Parent Survey (spring), and the Student Climate Survey (spring).
Collectively, these surveys assessed four broad dimensions of school
climate (campus and district reports are available on the Department of
Research and Evaluation’s [DRE] website).
Figure 1. Participation rates for District-wide Surveys, by Level, for 2009
–2010 and 2010–2011.
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Participation of students, staff, and parents of AISD students was greater at the elementary level than at the secondary level in 2010–2011. Participation on the staff survey improved from 2009-2010 to 2010-2011
while other survey participation rates remained stable (see Figure 1).

The Importance of Monitoring School Climate
Previous analyses found that school climate dimensions were positively
related to students’ performance on the Texas Assessment of
Knowledge and Skills (TAKS) (Lamb & Schmitt, 2010; Schmitt, Cornetto,
& Lamb, 2009). This report seeks to examine the relationships between
the four broad dimensions of school climate with (a) campus TAKS passing rates (e.g., percentage of students meeting the state standard); (b)
campus-level value-added gains1; and (c) campus net growth (e.g., percentage of students in a school who performed above predicted on
TAKS minus the percentage of students who performed below predicted on TAKS). Because economic disadvantage is highly related to TAKS
performance (Schmitt, et al., 2009) and other school climate factors
(Gutman & Midgley, 2000), analyses also examined if these relationships
varied based on school level and economic disadvantage. Results presented in the sidebars discuss the combination of student climate factors that best predict the different measures of student performance.
The appendices provide more detailed results.
1

SAS®-EVAAS® computed value-added gains for AISD schools.
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High-performing, high economically
disadvantaged schools differed
from lower performing similarly
disadvantaged schools in their ratings of school climate. Similar to
previous analyses (Lamb & Schmitt,
2010), results found that students,
staff, and parents of AISD students
rate the following climate dimensions higher at high-performing, high
economically disadvantaged schools
than at lower performing, high economically disadvantaged schools
(detailed information on this analysis
is provided in Appendix A):
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Respectful School Environment and Campus TAKS Performance
The degree to which students, parents, and staff feel safe and supported by their school was found to be positively related to students’ academic achievement (Lamb & Schmitt, 2010; Mitchell, Bradsaw, & Leaf,
2010). AISD students’ performance on TAKS in 2010-2011 at the campus
level (e.g., passing rates, net growth, and value-added gains) was related to respectful school environment in several ways.
Figure 2. Respondents’ Ratings of Respectful School Environment
Items, by Level, in 2010–2011
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Source. 2010–2011 AISD climate surveys
Note. Subscale averages >= 3.0 are considered desirable. Analyses exclude
schools of choice (e.g., Ann Richards School for Young Women Leaders, LASA,
Garza, Fulmore Magnet, and Kealing Magnet schools).

For example, at high economically disadvantaged elementary schools,
staff members’ favorable ratings of managing student conduct were
related to campus TAKS passing rates in reading and math and campus
net growth in mathematics (math). Similarly, at high economically disadvantaged secondary schools, staff members’ positive ratings of managing student conduct were related to campus net growth in reading
and math and campus value-added gains in reading and math. Students’ favorable ratings of behavioral environment also were related to
campus net growth in math at high economically disadvantaged elementary schools and TAKS passing rates in reading and math at lower
economically disadvantaged schools. Importantly, researchers
(Hughes, Luo, Kwok & Loyd, 2008) have found that the more students
feel supported and safe in their classroom (e.g., favorable ratings of
behavioral environment), the more likely they are to adhere to class
and school rules (e.g., favorable ratings of managing student conduct);
engage in classroom activities; and see improvements in their academic
performance. These findings reinforce the notion that factors related
to school safety, behavior management, and student support are integral to students’ academic achievement (Mitchell, et al., 2010). Work to
improve climate factors (see Figure 2) should be encouraged on all
campuses. Additional analyses are presented in Appendices B and C.

TAKS passing rates in reading/
English Language Arts (ELA) and/or
math and school climate. The following combination of factors best
predicted campus TAKS passing
rates.
High economically disadvantaged
schools2
Elementary
 Staff reported they adequately
managed student conduct3
(math and reading).
Secondary
 Staff reported feeling they can
teach all students (e.g., selfefficacy, math and reading).
Less economically disadvantaged
schools2
Elementary
 Staff reported feeling supported
by their campus community
(reading).
 Students reported feeling respected by their peers and safe
on campus (behavioral environment, math and reading).
Secondary
 Staff reported they were supported by their campus community (math and reading).
2

Elementary schools with 80% of
students identified as economically
disadvantaged, and secondary
schools with 60% of students identified as economically disadvantaged
are considered high economically
disadvantaged schools.
3
Text colors correspond with the
colors used to identify the three
different climate surveys displayed
in the figure bars throughout the
report.
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School Engagement, Community Involvement, and Campus TAKS Performance
The degree to which students, parents of AISD students, staff, and community members are engaged with their campus have been positively
related to students’ performance on TAKS in the past—particularly at
high economically disadvantaged schools (Lamb & Schmitt, 2010). Indeed, in 2011, AISD students at high-poverty elementary schools with
high ratings of student engagement had significantly higher net growth
in reading/ELA than did their peers at similarly disadvantaged schools t
(44) = 2.8, p < .05. This relationship supports Bowen, Richman, Brewster,
ad Bowen’s (1998) identification of student engagement as a protective
factor that helps students attending high economically disadvantaged
schools to attain high levels of academic achievement.
Figure 3. Respondents’ Ratings of School Engagement and Community
Involvement Items, by Level, in 2010–2011
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Regression analyses also identified other school engagement and community involvement factors as strongly related to student performance
on TAKS. For example, at lower economically disadvantaged schools,
community support was predictive of TAKS passing rates in reading
(elementary and secondary) and math (secondary) and to net growth in
math (secondary). Similarly, at lower economically disadvantaged elementary schools where parents of AISD students provided favorable
ratings of parental assistance, communication, and school involvement
had high campus net growth in reading. Importantly, these results provide support for the identification of parental involvement and community support as critical factors contributing to students’ achievement
(Fan & Chen, 2010). Some researchers (e.g., Gutman & Midgley, 2000)
have found that the combination of both family- and school-related supports are more effective in promoting academic achievement at higher
economically disadvantaged schools than is the influence of just one of
these factors alone. Schools—particularly high economically disadvantaged schools—should continue promoting student engagement and
community involvement (Figure 3) on their campus. Additional relationships between these variables and TAKS are presented in Appendices B
and C.

Campus net growth in reading/ELA
and/or math and school climate.
The following combination of factors positively predicted campus net
growth on TAKS.
High economically disadvantaged
schools
Elementary
 Staff reported they adequately
managed student conduct
(math).
 Staff report they recognized
teachers as leaders on their
campus (teacher leadership,
reading).
 Students report feeling respected by their peers and safe on
campus (behavioral environment, math) and challenged by
their teachers (teacher expectations, reading).
Secondary
 Staff report they effectively
managed student conduct
(math and reading).
 Parents of AISD students reported receiving adequate information regarding their child’s
academic work (information
about student expectations and
progress, math).
Less economically disadvantaged
schools
Elementary
 Staff reported a positive work
environment with adequate
access to training and educational materials (facilities and
resources, math).
 Parents of AISD students reported participating in schoolrelated activities at home and at
school (parental assistance,
communication, and school
involvement, reading).
Secondary
 Staff reported feeling supported by their campus community
(math).
 Staff reported they pushed their
students to succeed (student
achievement press, reading).
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Expectations for Student Achievement and Campus TAKS Performance
Teachers’ beliefs about their students’ learning (Figure 4) are another
dimension related to student achievement (Rosenthal & Jacobson,
1968; Rubie-Davies, 2006). Currently, researchers have begun analyzing
the cumulative influence of students’, teachers’, and parents’ expectations on students’ achievement (Rubie-Davies, Peterson, Irving,
Widdowson, & Dixon, 2010).
Figure 4. Ratings of Expectations for Student Achievement Items, by
Level, in 2010–2011
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Source. 2010–2011 AISD climate surveys

Examinations of AISD data suggest that parents of AISD students report they received adequate information about their child’s expectations and progress in school predicted campus net growth in math at
high economically disadvantaged secondary schools. Favorable teacher
ratings of self-efficacy (e.g., the belief that they can teach any student)
were related to higher TAKS passing rates in reading and math at high
economically disadvantaged secondary schools, whereas student
achievement press (e.g., teachers and parents of AISD students believe
students can achieve academically and promote high academic standards) was related to net growth in reading at lower economically disadvantaged secondary schools. At high economically disadvantaged elementary schools, students’ favorable ratings of teacher expectations
(e.g., felt challenged by their teachers) were related to greater campus
net growth in reading. For high economically disadvantaged secondary
schools, these results support Rubie-Davies and colleagues’ (2010) assertion that parents’ and teachers’ expectations for student achievement may work together to influence students’ academic performance. Additional relationships between these variables and TAKS
scores are documented in Appendices B and C.

Campus value-added growth in
reading/ELA and/or math and school
climate. The following combination
of factors positively predicted campus TAKS value-added growth.
High economically disadvantaged
schools
Elementary
 None of the student climate
variables significantly predicted
value-added gains for either
subject.
Secondary
 Staff reported they adequately
managed student conduct
(math and reading).
Less economically disadvantaged
schools
Elementary
 None of the student climate
variables significantly predicted
value-added gains for either
subject.
Secondary
 None of the student climate
variables significantly predicted
value-added gains for either
subject.
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Campus Support for Teachers and Campus TAKS Performance
Teachers who experienced strong campus support reported positive relationships with campus colleagues,
students, and administrators and who enjoyed working at their school, had high levels of morale and trusted
their campus colleagues (Hoy, Smith, & Sweetland, 2002; see Figure 5). Importantly, factors related to campus support for teachers have been known to influence students’ achievement in AISD (Lamb & Schmitt,
2010).
Figure 5. Ratings of Campus Support for Teachers Items, by Level, in 2010–2011
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In 2010–2011, campus staff members’ favorable ratings of teacher leadership (e.g., the degree to which
teachers are recognized as educational leaders on their campus, are recognized as effective leaders, help
make educational decisions) were related to campus net growth in reading at high economically disadvantaged elementary schools. At lower economically disadvantaged elementary schools, campus staff members’ favorable ratings of facilities and resources (e.g., teachers have sufficient access to instructional materials, training, support, etc.) were related to net growth in math. These results support researchers’ findings
that teacher support is a critical factor influencing school climate, and by extension, students’ achievement
(Hoy et al., 2002).

Conclusion
Examinations of these broad dimensions of school climate with campus TAKS performance supported the
growing body of research identifying positive school climate as a factor that often combats the potentially
negative effects that high levels of poverty can have on student achievement (Gutman & Midgley, 2000;
Hughes, et al., 2008; Rubie-Davies et al., 2010). School communities—particularly at high economically disadvantaged schools—should continue to foster a positive school climate on their campus so that students and
staff feel safe, students follow the rules of conduct, staff feel supported in their teaching, and parents and
community members feel connected to the school; doing so will help to improve the school environment and
students’ achievement. This report documents the different relationships that campus TAKS performance
has with student climate. For example, few relationships were found between student climate variables and
value-added gains; when they were found, they were at high economically disadvantaged secondary schools.
Understanding the differences between various academic outcomes and school climate may help administrators identify which dimensions of school climate to target most aggressively in order to improve school climate, and by extension, student achievement.
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Appendix A. Methodology Used to determine High-Performing, High Economically Disadvantaged
Schools.
The following describes the analyses used to determine whether high-performing, high economically disadvantaged schools differed from lower performing similarly disadvantaged schools in their ratings of school
climate. High economically disadvantaged schools received a score of 2 for having TAKS passing rates of 90%
or higher, a score of 1 for having TAKS passing rates between 80% and 90%, and a score of 0 for having TAKS
passing rates less than 80%. These scores were summed across reading and math so that schools’ scores
ranged from 0 (both reading and math passing rates less than 80%) to 4 (both reading and math passing
rates greater than 90%). The characteristics described on page 1 of the report reflect significant differences
between schools with scores of 0 and schools with scores of 4.
Superintendent of
Schools
Meria J. Carstarphen Ed.D.

Office of
Accountability
William H. Caritj, M.Ed.

Department of
Research and Evaluation
Holly Williams, Ph.D.

Board of Trustees
Mark Williams, President  Vincent Torres, M.S., Vice President
Lori Moya, Secretary  Cheryl Bradley  Annette LoVoi, M.A.  Christine Brister 
Robert Schneider  Tamala Barksdale  Sam Guzman

6

2010-2011 AISD Climate Update
Appendix B. Correlations between climate variables, campus TAKS performance and Economic Disadvantage

Note. The + symbol indicates that the correlation is significant and positive, while the - symbol indicates that the correlation is significant and negative. Correlations at the elementary level are considered significant at p < .05, and due to the
smaller number of campuses at the secondary level, correlations are considered significant at p < .10.
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Appendix C. Correlations between climate variables, campus TAKS performance and Economic Disadvantage

Note. The + symbol indicates that the correlation is significant and positive, while the - symbol indicates that the correlation is significant and negative. Correlations at the elementary level are considered significant at p < .05, and due to the
smaller number of campuses at the secondary level, correlations are considered significant at p < .10.
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Appendix D. Results from Multiple Regression Analyses Predicting Campus TAKS Performance

Note. The  symbol indicates that the student climate variable positively predicted TAKS performance in that particular
subject area and school level.
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