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(49.9% girls, 50.1% boys; M=9.72, SD =.97 years). A structural equation model relating academic perfor-
mance with the eight dimensions of coexistence considered in this study was performed. The model
explains a 39.6% of the variability in school performance. We highlight the negative impact of levels of
. indiscipline, aggression, victimization, and teacher apathy on academic performance; and conversely,
Academic performance e i P . .
Primary school the positive and protective role of positive interpersonal management, normative adjustment, and peer
Structural equations social networks. The implications of these results for intervention in the school system are discussed
from an individual and contextual perspective.
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RESUMEN

Palabras clave: Diversos estudios han puesto de manifiesto la influencia de distintos factores, tanto personales como

Convivencia escolar contextuales, sobre el rendimiento escolar. Esta investigacién explora la asociacién entre rendimiento

Rendimiento académico escolar y percepcién del alumnado sobre la convivencia escolar desde una aproximacién multidimen-

Educa.aon primaria sional. El estudio cuenta con la participacion de 1016 estudiantes chilenos (49.9% chicas, 50.1% chicos;

Ecuaciones estructurales ~ . . . ..
M=9.72, DT=.97 afios). Se analiza un modelo de ecuaciones estructurales que relaciona el rendimiento
académico con las ocho dimensiones de la convivencia consideradas en este estudio. Este modelo explica
el 39.6% de la variabilidad del rendimiento escolar. Se enfatiza el impacto negativo de los niveles de indis-
ciplina, agresividad, victimizacién y desidia docente sobre el rendimiento académico; y contrariamente,
el rol protector y positivo de la gestién interpersonal positiva, ajuste normativo, y red social de iguales.
Se discuten las implicaciones de estos resultados para la intervencién en el sistema escolar desde una
perspectiva individual y contextual.
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Introduction
PIl of original article:51136-1034(17)30313-1. At present, various studies show the need to consider a multi-
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good school climate and positive academic achievements (Djigic
& Stojiljkovic, 2011; Hgigaard, Kovac, Overby, & Haugen, 2015).
Within this perspective, the importance of the interpersonal inter-
actions, as well as the perception that school community, especially
the students, have about the school environment, climate, and
coexistence have been strongly established (KoSir & Tement, 2014).
Schools are organizations with structures, practices, and norms that
can hinder or, on the contrary, support good teaching, and there-
fore, have a significant impact on learning achievement (Goddard,
Goddard, Sook Kim, & Miller, 2015). Currently, the theoretical per-
spective regarding these socio-contextual variables highlights the
multidimensionality of school climate and how this affects stu-
dent performance (Kraft, Marinell, & Yee, 2016). This perspective of
school climate makes possible a better understanding of the com-
plexity of students’ experiences at school. Furthermore, it reveals
relevant information for education agents in order to design poten-
tial interventions aimed at achieving improved learning outcomes
(Berkowitz et al., 2015).

A review of multiple studies regarding school climate identifies,
at least, four key areas: the general quality of the academic envi-
ronment, professional development, community, and institutional
environment (Cohen, McCabe, Michelli, & Pickeral, 2009). Within
these areas, the review by Wang and Degol (2016) analyze the qual-
ity of interpersonal relationships within a school, both between
teachers and authorities, and between teachers and students. This
review highlights the importance of consistent and fair disciplinary
practices on the physical and emotional security of the school mem-
bers, especially students. Besides, educational establishments that
are characterized by high standards in their interpersonal relation-
ships show clear signs of cohesion, communication, and belonging
between students and teachers, as well as provide psychological
and academic support to students, promoting the optimal develop-
ment of their abilities and enhancing academic achievement (Wang
& Holcombe, 2010).

Regarding individual factors, there is evidence of the relation-
ship between student perception of the classroom environment
and the school as a whole, and the academic results that these stu-
dents achieve (McMahon, Wernsman, & Rose, 2009). In this sense,
girls usually show a stronger feeling of belonging to school as well
as a more positive perception of the coexistence than boys (Diaz-
Aguado & Martin, 2011).

A positive school climate may also provide some protection for
students coming from vulnerable contexts, representing a mod-
erating factor with respect to the possible negative effects of
unfavorable contextual factors on academic performance (Hopson
& Lee, 2011; Maxwell, 2016; O’Malley, Voight, Renshaw, & Eklund,
2015). This positive perception of school climate also has a favor-
able impact on the social, emotional, and academic development
of teenagers (De Pedro, Gilreath, & Berkowitz, 2016).

Furthermore, teacher perceptions of school climate are consis-
tently and significantly associated with student performance in
standardized academic tests and have a positive association with
academic, behavioral, and socio-emotional adjustment indices
(Brand, Felner, Seitsinger, Burns, & Bolton, 2008). A positive and
comforting coexistence leads to a climate of well-being that stimu-
lates both work and the adoption of cognitive tasks that require
student concentration and teacher recognition (Cérdoba, Del Rey,
& Ortega, 2014).

On the other hand, in a Spanish-speaking scientific context,
school coexistence emerges as a construct that addresses, in addi-
tion to the key elements of school climate, some that have not
been systematically addressed, such as school violence (Cérdoba
et al., 2014). Different studies have revealed the importance of
school climate in predicting violent behavior among peers, indi-
cating that students who perceive coexistence negatively are more
likely to be involved in violence (Cerezo & Ato, 2010; Jiménez,

Estévez, & Murgui, 2014). On the other hand, students who report
being rejected by their peers in the school tend to have a low self-
perception of academic effectiveness, in turn resulting in lower
school performance (Schenke, Lam, Conley, & Karabnick, 2015). In
addition, low school attendance, low levels of school satisfaction,
and a wide range of physical and psychological health problem
symptoms are also associated with school rejection (Arslam, Hallet,
Akkas, & Akkas, 2012). In the same way, discipline problems within
the school are related, directly and negatively, to the perfor-
mance and motivation levels for student learning (Arens, Morin,
& Watermann, 2015). In essence, situations of school violence not
only leave a psychological mark on students, but also have an
impact on learning and performing school tasks.

There is also evidence that involving teachers and parents in stu-
dent academic tasks and good interpersonal relationships among
members of the educational community have a positive effect on
performance (Kodzi, Oketch, Ngware, Mutisya, & Nderu, 2014).

Eventually, school coexistence affects, positively or negatively,
not only to learning processes, but also to multiple aspects of stu-
dent personal development, such as the perception of subjective
well-being (Jiménez & Lehalle, 2012) or self-esteem (Villarreal-
Gonzalez, Sdnchez-Sosa, Veiga, & del Moral, 2011).

Based on the previous considerations, this study makes an
approach from a perspective of wide school coexistence, integrated
by multiple dimensions and aspects, close to the authors’ concep-
tions indicating that the school climate involves all institution or
school agents (Tapha, Cohen, Guffey, & Higgins-D’Alessandro, 2013;
Wang & Degol, 2016; Zullig, Koopman, Patton, & Ubbes, 2010). In
particular, this research aims to investigate school coexistence in
an educational institution from the students’ perspective in various
aspects. On the one hand, we analyze aspects of institutional man-
agement, which are related to the recognition of students’ needs,
the attention given by authorities and teachers to interpersonal
relationships with students, and the problems generated by social
life dynamics. On the other hand, the construct also considers pos-
itive and negative situations that students experience directly in
the classroom, which are linked to the learning environment and
management, such as peer support, indiscipline, or disruptiveness;
the manner in which students adhere to the regulations or inter-
nal norms; or their perceptions about situations of aggression or
school victimization. In addition, and taking into account that just
a few studies about school climate are based on primary students
(see Wang & Degol review, 2016), this study was based on this
educational level.

Based on the theoretical background presented, the main aim
of this research was to examine how the different dimensions of
school coexistence affect academic performance in primary edu-
cation. In addition, a comparison, between girls and boy, in the
different dimensions of school coexistence was analyzed.

Method
Participants

The study sample was composed of 1016 Chilean students,
belonging to 14 schools (49.9% girls and 50.1% boys) of which,
a 29.4% belong to public and a 70.6% to subsidized educational
establishments; ages from 8 to 11 years (M=9.72, SD=.97 years).
The sampling method used was incidental sampling. It is perti-
nent to mention that, in the Chilean educational system, certain
schools receive state contributions. Within the group receiving
contributions, there are public (municipal) schools and subsidized
schools. The latter receives state contributions according to a direct
payment, which is based on student attendance records. Public
schools, conversely, are generally owned by the municipalities
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where the schools are located. There are also private schools which
do not receive state contributions (not included in this study).
Regarding this Chilean educational situation, some studies have
shown a clear association between school administration type and
socioeconomic level of the families’ students belong to. Thus, public
schools are associated with low socioeconomic levels, subsidized
with medium levels, and private schools with high socioeconomic
levels (Bellei, 2013). In the same way, it has been established that
among these three types of administrative dependence, there are
significant gaps in academic performance, which increase progres-
sively and consistently with age (Rosas & Santa Cruz, 2013).

Instruments

School Coexistence Scale (SCS) (Del Rey, Casas, & Ortega-Ruiz,
2017). This scale was used to assess school coexistence. This is
a self-report instrument to assess this construct from a multidi-
mensional approach. It is a 50-item Likert scale, with five response
options, regarding frequency of some situations in school. Response
options range from O (never) to 4 (always). The SCS scale con-
sists of eight dimensions that account for the school coexistence
construct, namely: (1) Positive Interpersonal Management: com-
posed of 11 items, alluding to the type of interpersonal relations
between teachers and other teachers, families, and students. For
example: “There are good relationships between teachers and stu-
dents” (a=.76; w=.88); (2) Victimization: composed of six items
about students’ perceptions of their possible exposure to violent
negative actions by other students. For example: “One of my class-
mates has hit me” (o« =.72; w=.85); (3) Disruptiveness: composed
of six items, associated with negative actions performed by peers
that interrupt the teaching-learning process. For example: “There
are children who disturb the class” (o =.74; w =.84); (4) Peer Social
Networks: composed of nine items, aimed at observing the degree
of support and strengths of the peer microsystem that boost stu-
dent personal and socio-emotional development. For example: “My
classmates help me whenIneed it” (a=.76; w=.86); (5) Aggression:
composed of four items, examines the presence of possible hos-
tile behavior by students toward their classmates. For example: “I
have insulted one of my classmates” (o =.69; w=.87); (6) Normat-
ive adjustment: consisting of five items, analyzes students’ degree
of adherence to the norms established by the school regarding
behavior. For example: “I let others work without disturbing them”
(a=.68; w=.85); (7) Indiscipline: composed of four items, analyzes
students’ perceptions of actions or behaviors that are contrary to
the norms of classroom and institution coexistence. For example:
“How many times have you been punished?” (a=.48; w=.77); (8)
Teacher Apathy: composed of five items, analyzes teacher actions
characterized by disinterest, injustice, or incoherence in managing
interpersonal relationships. For example: “Teachers only explain to
clever students” (v =.57; w=.79).

Furthermore, the results obtained from the confirmatory
factor analysis of the SCS scale corroborate its original eight-
dimensional composition, X%B =3424.65, df=1147, p=.00,
CFI=.959, NNFI=.956, IFI=.959, RMSEA=.035 [CI .034-.037]. The
Average Variance Extracted (AVE) coefficients are between .24 and
.37, and the Composite Reliability (CR) coefficients are between
.58 and .77, for the eight dimensions. The reliability coefficient rho
for the total scale is .659.

Additionally, this scale has shown good psychometric properties
in previous studies as well as invariance across Chilean and Spanish
populations showing its adequacy as reliable and valid instrument
for the multidimensional assessment of the schoolwide climate
(Del Rey, Casas, & Ortega-Ruiz, 2017; Elipe et al., 2018). In order to
assess the students’ general academic performance, the final grade
average was used of all subjects in each school year prior to the
date of applying the scale. In most cases, this corresponds to the

academic record of the last 4 years and spread out over time. For
this purpose, we accessed the registration and institutional records
of each school, guaranteeing that this information was reliable. The
grading scale in Chile considers a range from 1.0 to 7.0. The grade
average is defined as the simple average considering all subjects
that each student takes during each school year.

Procedure

After identifying the 14 schools, each expressed its willing-
ness to participate in the study. School supervisors and principals,
as well as student guardians, were informed about the research
objective. They signed the respective ethical consents and autho-
rizations, guaranteeing the confidentiality of the information and
of the subsequent data processing. Data collection was performed
by members of the research team. Students were also informed
of the anonymous and voluntary character of participating in the
study. All of the above was performed according the guidelines of
the international ethical standards for this type of study with peo-
ple, which were previously analyzed and accepted by the Ethics
Committees of the institutions to which the researchers belong and
by the Fondecyt/Conicyt Bioethics advisory committee. These last
organizations are responsible for competitive research projects in
Chile, all of which follow international guidelines on research with
human beings (Singapore Declaration). The scale was applied col-
lectively, verifying that the response instructions were correctly
internalized, based on the examples in the application protocol.
The scale was applied to all students of the corresponding educa-
tional levels who agreed to complete it, and response completion
did not exceed 20 minutes.

Data analysis

In order to explore the differences between sex in the dimen-
sions of school coexistence, a comparative analysis was performed
by applying the t test, for independent groups, including descrip-
tors of the eight dimensions of school coexistence (means, standard
deviations), and also the effect size for each of these differences.

Then a structural equation model relating the eight dimensions
of coexistence, correlated between then, to academic performance
was tested. Due to the ordinal character of the variables and the
absence of multivariate normality, showed according to Bentler
(2006) by a Mardias’ coefficient > 5, specifically 697.08, the Robust
Maximum Likelihood Method with Satorra and Bentler (2001) cor-
rection for the chi-square statistic was used (Finney & DiStefano,
2006; Flora & Curran, 2004; Mardia, 1970). In addition, the Bentler-
Bonett Non-Normed Fit Index (BBNFI) and the Robust Comparative
Fit Index (RCFI) were used, all of which reported values above .95,
above the appropriate fit criterion .90 (Schumacher & Lomax, 1996).
As for the Root Mean Square Error of Approximation (RMSEA), a
value lower than .08 was reported, considered adequate for this
type of analysis (Browne & Cudeck, 1993). Statistical analyses were
performed using SPSS software, version 20 and EQS 6.2 (Bentler,
2006).

Results

First of all, the comparative analysis results of students’ percep-
tions in each scale dimension, according to sex, are presented (see
Table 1).

The results show that girls have a more positive percep-
tion regarding interactions and relationships occurring within the
establishment, higher scores on positive interpersonal management
and peer social networks as well as higher normative adjustment. On
the contrary, the boys show higher scores in both, victimization and
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Table 1
Comparative analysis of mean scores of students’ perceptions on the dimensions of
school coexistence according to sex

Dimensions Girls(n=507) Boys (n=509) t d
M SD M SD

Positive interpersonal 3.47 0.50 3.39 0.52 225 0.14

management
Victimization 0.67 0.67 0.83 0.72 -3.60" 0.22
Disruptiveness 1.62 0.77 1.65 0.83 -0.65 0.04
Peer social networks 3.12 0.62 2.98 0.67 3437 0.21
Aggression 0.43 0.58 0.75 079 -7.43" 0.45
Normative adjustment 3.40 0.62 3.14 0.73 6.22 0.19
Indiscipline 0.97 0.70 1.31 0.89 -6.69" 0.41
Teacher apathy 1.14 0.76 1.29 0.86 -.2.93 0.06
" p<.05.
™ p<.005.

aggression, as well as in relation to indiscipline. No differences were
found in disruptiveness.

The tested structural equation model showed adequate fit
indices: X%B (1189)=2445.59; p=.000; RCFI=.973; BBNNFI=.971;
RMSEA =.032, (.030, .034), indicating a good fit of the data to the
theoretical model. As can be seen in Figure 1, the standardized
regression coefficients show that student normative adjustment has
a direct and positive influence on academic performance (3 =.756;
p<.001); the same occurs with positive interpersonal management
(B=.435; p<.001), and peer social networks (3 =.424; p<.001). On
the contrary, the dimension of school coexistence so called teacher
apathy has a negative and significant relationship on academic per-
formance (3=-673; p<.001), as well as happens with indiscipline
(B=-.546; p<.001), victimization (B=-.383; p<.001), aggres-
sion (3=-.331, p<.001), and disruptiveness (3=-.097; p<.01)

\

w. /
-
eacher Apathy

435
-.383*
-.097¢
‘(5« .424‘
‘\}\é& o
i
\\

dimensions. This model predicts 39.6% of the variance in student
academic grade averages.

The stronger associations were found between academic per-
formance and normative adjustment, in a direct way, and academic
performance and teacher apathy, in an inverse way.

As can be observed in Table 2, all the scale dimensions show
a statistically significant relationship between them and with
student general academic performance. In particular, there are pos-
itive and moderately high correlations between the dimensions of
positive interpersonal management, adjustment to norms, and peer
social networks and academic performance. Conversely, if students
perceive high levels of aggression, victimization, teacher apathy, dis-
ruptiveness, and indiscipline, their academic performance tends to
be lower. In the same way, the dimensions that could be consid-
ered unfavorable regarding a suitable school climate or coexistence
correlate positively amongst themselves, and negatively with the
group of dimensions that would be considered favorable for coex-
istence.

Eventually, in order to make explicit the composition of the
latent dimensions of the school coexistence construct, Table 3
shows the loadings and errors of the items that compose each
dimension.

Discussion

Our results reveal that students’ perceptions of school coex-
istence in their respective schools has an important impact in
their general academic performance, which is in line with other
international and Chilean studies (De Pedro, Gilreath, & Berkowitz,
2016; Trevifio, Place, & Gempp, 2012). On the one hand, posi-
tive dimensions of coexistence, such as the positive perception

Academic
Performance _@

(4-year average score)

Figure 1. Structural equations model of the relationship between the school coexistence and academic performance.

Table 2

Distribution of means (M), standard deviations (SD), minimum (MIN), and maximum scores (MAX), obtained in each of the SCS dimensions, and correlation matrix between

latent variables and academic performance

M SD MIN MAX PIM VIC DIS PSN AGG NA IND TA AP

PIM 3.42 .52 91 4.00 1 —47" —-.58" 68" -.52" 68" —-.59 -72" 46"
VIC 0.75 .70 .00 4.00 1 70" —59" 65" —47" 53" 457 —50"
DIS 1.64 .80 .00 4.00 1 —.46" 56" —47" 57 69 -51
PSN 3.05 .65 .89 4.00 1 -.50" 68" —.52 —.48" 42"
AGG .60 71 .00 4.00 1 -71" .80" 60" —.60"
NA 3.28 .69 .00 4.00 1 -92" -.58" 61
IND 134 .82 .00 4.00 1 79" —.64°
TA 1.22 .81 .00 4.00 1 -39
AP 6.07 48 4.63 6.98 1

" p<.005.

Note. PIM: positive interpersonal management; VIC: victimization; DIS: disruptiveness; PSN: peer social networks; AGG: aggression; NA: normative adjustment; IND:

indiscipline; TA: teacher apathy; AP: academic performance.
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Table 3
Model factor loadings

Item Factor loading Error

Positive interpersonal management

1 0.49 0.87
4 0.62 0.79
7 0.60 0.80
10 0.33 0.94
14 0.48 0.88
18 0.69 0.72
21 0.42 0.91
25 0.69 0.73
27 0.77 0.63
36 0.69 0.72
41 0.71 0.71
Peer social networks
5 46 .89
12 .63 .85
17 .52 .82
26 .57 .82
28 51 .86
33 72 .70
38 .54 .84
42 .62 .79
46 .69 73
Victimization
2 .38 .92
6 .70 72
11 .75 .67
15 .76 .66
19 49 .87
22 .67 .75
Disruptiveness
3 .52 .89
8 .69 .73
13 .54 .84
16 .65 .76
20 .67 .75
24 .58 .81
Aggression
30 77 .64
35 .56 .83
44 73 .69
49 .82 .57
Normative adjustment
9 .55 .83
29 .64 77
34 71 .70
39 .78 .63
45 .61 .79
Indiscipline
31 .23 97
37 .58 82
43 .80 60
47 .61 79
Teacher apathy
23 .25 .97
32 .65 .76
40 47 .88
48 .70 72
50 .66 .75

of the management that the teacher performs on interpersonal
relationships, good adjustment to norms, as well as a good social
adjustment in peer networks, are directly associated with good
general academic performance. Besides, as in previous studies
(Diaz-Aguado & Martin, 2011), girls show higher scores than boys in
the positive coexistence dimensions: interpersonal positive man-
agement, peer social network and normative adjustment. On the
other hand, negative dimensions of coexistence such as victim-
ization, disruptiveness, aggression, and indiscipline, as well as the
perception that the teacher does not express interest or positive

emotions to the students and does not manage good interpersonal
relationships, does so in reverse. This emphasizes the positive asso-
ciation between the level of normative adjustment of students and
their school performance, and in contrast to the close relationship
between indiscipline and performance. Thus, good academic per-
formance is related to having a good normative adjustment, and
worse performance is related to perceiving coexistence with the
presence of indiscipline.

In particular, it is observed that Chilean students’ perceptions of
school norms and rule compliance in classrooms and institutions as
positive and important for good school coexistence are related to a
better academic performance. Students’ perception of regulations
or their proper implementation are related to the order and disci-
pline present in the school itself (Way, 2011). On the contrary, if
students experience situations of indiscipline at school, their per-
formance tends to be lower. These results are in line with those
that show as school organizations with greater discipline struc-
ture show greater commitment toward learning of their students
(Cornell, Shukla, & Konold, 2016).

In addition, students’ perceptions about teacher management
of interpersonal relationships as positive in the school has a direct
and positive relationship to their academic performance. There-
fore, if students perceive that there are good relationships within
the school, between teachers and students, and between teachers
and their parents as well, and if they feel that teachers value their
work and help them, their academic performance tends to be bet-
ter. This finding is in line with other studies that corroborate that
there is an association between teacher classroom management
and students’ perceptions of the school climate (Khoury-Kassabri,
2011; Manota & Melandro, 2016). In the same way, other research
supports the hypothesis that teacher-student interactions and stu-
dent engagement are partially mediated by peer relationships and
peer engagement (Hopson & Lee, 2011; Wang & Eccles, 2013;
Zimmer-Gembeck, Chipuer, Hanisch, Creed, & McGregor, 2006).
Other authors pose that a positive school climate may generate
an indirect route on teacher expectations that ultimately has a
significant impact on academic performance.

On the negative side, we must point out the relationship
between the problems of both aggression and victimization and
lower school performance. This aspect reveals the importance of
social support from both teachers and peers, as well as the nega-
tive impact of violence on the school climate perception (Schenke
et al., 2015). So, even when the data reported by students in
these variables do not indicate alarming levels of victimization and
aggression, the mere presence of some cases must be promptly
attended to and prevented. This is due to the fact that they generate
a relationship of mutual interrelation with the classroom environ-
ment and may be directly associated with inadequate classroom
management, or have an impact on the naturalization of school
violence (Lopez, Bilbao, & Rodriguez, 2011; Steffgen, Recchia, &
Viechtbauer, 2013), or on academic performance (Frugdrd Strom,
Thoresen, Wentzel-Larsen, & Dyb, 2013).

In this sense, some studies suggest that targeting and improv-
ing students’ ability to regulate their anger can have a protective
effect against victimization of peers and reduce subsequent aggres-
sive behavior (Kaynak, Lepore, Kliewer, & Jaggi, 2015). Students’
favorable perception of school cohesion and interrelationships are
associated with a lower risk of victimization by peer intimidation
(Zaykowski & Gunter, 2012), as well as an appropriate relationship
between teachers, students, and authorities is consistently corre-
lated with a decrease in student behavioral problems (Elsaesser,
Gorman-Smith, & Henry, 2013).

It has been noted that situations of indiscipline have unfavorable
repercussions on learning achievement, in this case, on academic
performance. Therefore, school institutions should analyze the type
of strategy that teachers use when intervening in these kinds of
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situations in the classroom. Using positive behavior support strate-
gies has a favorable repercussion on students’ perceptions of the
teacher-student relationship, their academic motivation, and their
sense of order and justice, over discipline control strategies based
on exclusion (Mitchell & Bradshaw, 2013). When students perceive
that school regulations are aimed at conflict resolution in a more
peaceful way, this has a positive impact on their participation in
less risky behaviors (LaRusso & Selman, 2011).

The results obtained show the need to focus prevention not
only on vulnerable groups but on all students and the school con-
text. In fact, it has been observed that, in school institutions where
there is a democratic coexistence, students possess higher levels
of performance, controlling the effect of baseline socio-cultural
variables (Castro-Morera, Garcia-Medina, Pedroza-Zaiiiga, & Case-
Niebla, 2015).

Research indicates that teachers and schools must communi-
cate their high expectations in order to prevent school failure
and for effective interventions to improve student results (Brault,
Janosz, & Archambaul, 2014; Walkey, McClure, Meyer, & Weir,
2013). Moreover, concern about school coexistence should be one
of the cornerstones of school management, because evenifitis ade-
quate, it has a positive impact on the self-efficacy profiles of new
teachers and, therefore, their effectiveness in teaching (Meristo &
Eisenschmidt, 2014). The dimensions of school life that we analyzed
and their relation to academic performance not only reflect the
multidimensional character of school, but also reveal its possibility
to change and be modified. This is the basis for the need to perform
interventions that make it possible to strengthen positive condi-
tioners and mitigate or eliminate negative conditioning factors.
Explicit or implicit initiatives to improve school climate or coex-
istence are the first step toward enhancing students’ performance
and psychological attention to the students (Durlak, Weissbergm,
Dymnicki, Taylor, & Schellinger, 2011).

Regarding the limitations of this study, it can be mentioned the
self-reported character of the instrument used. So, students’ per-
ception may not necessarily reflect the reality of the educational
unit in the various dimensions examined. However, knowing the
reality lived for each student, be this more or less “objective”, is nec-
essary to intervene in order to get a good adaptation between the
student and the school. In addition, the unbalance between public
and subsidized educational establishments schools should make us
be careful regarding the generalizability of the obtained results.
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