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Abstract
There has been vast quantities of research on classroom climate often focussing on behaviour, the physical space and teacher pupil perceptions of their classrooms. However there is limited research on what constitutes a successful classroom climate alongside digressing the elements that contribute or deter from its success. In this article, I hope to examine the constructs of classroom climate and why perceptions of successful classrooms focus on silence and conformity to rules rather than collaboration, movement and discourse. It would be pertinent to examine the relationships within the classroom and the effects of content rich learning on engagement and participation amongst children. The school climate encompasses not only norms and values but also the quality of teacher-student relations and the general atmosphere (OECD, 2013). I will be looking at how the climate in a classroom – e.g. the discipline among students, the quality of the relationship between students and teachers, the values promoted and shared between teacher and student and among the students themselves – vary, and how it affects teaching and learning?
Keywords: Classroom Climate, Engagement and Participation, Content, Environment, Self-Efficacy
Introduction
Evans et al 2009 suggested that within any organisational setting  where people work, play or interact together for an extended period of time develop a distinct social climate or feel. This climate consists and functions on three precis: the implicit rules of the group structure, the styles of leadership of the dominant members of the group, and of the normalcies, cultural traditions, expectancies, affective history, and composition of the group members (Kelly & Barsade 2001). Upon further examination the meteorological metaphor of ‘climate’ is suitable for many reasons. The condition is hard to define, elusive to measure, and yet is recognisable when experienced. The characteristics of a classroom can often be pervasive and has similarities to physical climate in ways as to which it can be changed, judged as pleasant or unpleasant and affect everyone in its influence (Barsade, 2002; Hareli & Rafaelli 2008). There have been many research studies surrounding the area of organisational climate (James & Jones 1974), in this journal I will be looking at the school classroom as the organisational setting. 
The notion of a classroom that contains a class of pupils and a designated teacher which creates a classroom climate is a notion that has been discussed within literature for some time (Walberg 1976; Moos 1979). When visiting or teaching in a classroom, it is evident that each one varies considerably in its feel, social interactions and ambience, although these are difficult to quantify, they are easily detectable (Adelman & Taylor 2002) but have profounding effects on identical groups of students (Matsumara et al. 2008). On further examination of the classroom environment, it is evident that one of the presiding factors that affects the ambience of the classroom is the inhabitants – the students. Castro et al 2015 looked at the perceptions of young children and their health and wellbeing within the classroom environment. It was concluded that when analysing the environment from their point of view that playing, being with friends, taking part in everyday life activities in their natural environments and being consistently engaged in appropriate ways were favourable to a positive classroom climate (Almqvist et al. 2006).


Origins of Classroom climate
Walberg & Anderson 1968 first developed the concept of ‘classroom climate’ but it was Moos 1973 who popularised this theory. Moos in his role as Psychiatrist was particularly interested in the Pyschiatric ward environment and it wasn’t until he developed his classroom climate measure – the Classroom Environment Scale (CES, Trickett & Moos 1973; 1995) that he ignited thirty years of subsequent research on classroom environments. Positive classroom environments have had direct correlations with academic achievement, constructive learning processes, and reduced emotional problems (Walberg 1976, Fraser 1986, Evans et al 2009). However, they can also be responsible for fostering negativity, undesirable outcomes and emotional maladjustment (Somersalo et al. 2002; Gazelle 2006). Initially, Moos desire to measure classroom climate was achieved through self-reported actual and preferred perceptions of those in the setting. It wasn’t until 1979 that Moos discerned that there were three broader dimensions that affected classroom climate: Relationships, Personal Development and Maintenance and Change in the System. Freiberg 1999 later surmised that each person’s view of the classroom environment would be different to that of another thus supporting Moos original focus on shared perceptions of those in the setting. It was also noted that there was a variance in the perceptions of teachers and pupils on their perceptions of the classroom environment with teachers having a more positive view of their classroom than their students (Fraser & Walberg 2006).
Perceptions of a Successful Classroom Climate – ‘Silence is Golden’
In most school classrooms the issue exists of who does the communicating and who does not. In the traditional approach, the teacher talks and the student listens and does not speak unless directed by the teacher. In higher education settings the teacher may encourage more participation with the implication that the by contributing to class discussion, the learner has a sense of belonging and control within the classroom. The work of Vygotsky (1962) on thought and language has been of significance to classroom climate. Vygotsky stressed the importance of social interaction in the development of cognition and suggested that children needed to participate in social behaviour regularly in order to maximise their potential for cognitive development – their zone of proximal development (ZPD). Vygotsky’s work also focussed on the concept of ‘maturation’ in which cognitive development is internalised which is marked by the transition from vocalised cognitive processes to silent inner speech. Throughout my educational career, teachers’ perceptions of a favourable classroom environment has been that of a silent and focussed lesson where silence is seen as the pupil being on-task and engaged in the learning. Some teachers appear fearful of a noisy classroom worrying that others perceive noise as a lack of classroom discipline or control. Current research has both supported and challenged this notion with researchers claiming that silence is needed for consolidation of learning and reflection whilst other researchers feel that movement within the classroom is essential for pupil engagement and participation. Gilmore (1985) findings presented teachers’ silence as a mechanism for control and pupils’ silence mainly as avoidance of work or sulking. Negative associations with silence may originate from a teacher’s personal apprehension or from their perceptions of what a teacher’s role should be (Collins, 1996). Boler (2001) proposed three possible reasons for silence in the classroom – they may be shy, they may be resistant to the discourse taking place amongst peers or they may be engaging in reflective silence. For an outsider, the view of a pupil working in silence may cause them to question whether the pupil is engaged or has zoned out of the lesson completely and is in need of teacher intervention? (Ollin, 2008).
Research found that silence within the classroom was often misunderstood and undervalued by those observing the teaching process. There was a need to re-evaluate how observations might interpret interaction and participation within the classroom setting, and in particular how discourse and vocal interaction may equate to participation and silence equalled non-participation. The need to re-define classroom activity from the notion whereby activity means doing and to include the notion that activity could also encompass ‘silent thinking’ (Ollin, 2008). Research suggests that there needs to be more awareness of different types and uses of silence as classroom observations which are currently steered at teacher behaviours such as initiating learning activities and intervening to maintain control are becoming outdated.
Effects of Engagement and Participation on Classroom Climate
It has been noted that classroom climate can be measured by examining social behaviour without teacher influence and the ‘My Class Inventory’ tool was developed (Anderson & Walberg, 1973). This was revised by Prawat & Solomon (1981) and suggested that there should be five elements to this scale: Satisfaction, Friction, Competitiveness, Difficulty and Cohesiveness. Evans et al (2009) further suggested that as classroom climate was derived from an ecological paradigm, that there were aspects of the physical environment that would also impact the construct such as the appearance and furniture within the classroom, the size, its contents and elements such as heat and noise. Wubbels et al. (1991) theorised that the behaviour of the teacher was central to most climate constructs. Wubbels developed the Questionnaire on Teacher Interaction (QTI). The QTI measures teacher behaviour in relation to both influence and proximity which were then further categorised into eight sub-categories of labelled leadership, friendliness, understanding, student responsibility/freedom, uncertain, dissatisfied, admonishing, and strict. The overarching themes being management and discipline. 
It has been previously mentioned that the popularity of research into classroom climate was the discovery of the relationship between positive class climate and academic motivation, engagement, and participation (Evans et al, 2009). When looking at classroom climate, both student participation and engagement play a large part in contributing to the interactions in the classroom and the ambience of the classroom. Odom and Bailey (2001) have defined engagement as active participation of students in classroom tasks or as appropriate interactions with the environment (Bailey and Wolery 1992). The interaction between students and their environments in a developmentally and contextualised manner is called engaged time (McWilliam & Bailey, 1995). McWilliam & Casey (2008) also found that there were a number of variables that promoted engagement such as: embedded transition between activities and toys, and carefully sequenced activities. WHO (2001) defines participation as involvement in life situations and it has been emphasised as a central intervention target in the field of early childhood. Faulk & Evanshen (2013) suggest that teachers can design instruction and the physical environment to encourage child engagement. The physical environment when used strategically as a learning tool to support teaching and learning for all children, supports teachers in fully engaging children in active learning. Schlechty (2011) defines an engaged learner as a child who is not only attending to task but who is also demonstrating commitment and persistence to the task that has both meaning and value. Therefore, when used correctly the physical environment can be used not only to enhance children’s learning but to secure both engagement and participation. 
Klette et al (2018) suggested that both students’ classroom engagement and participation are fundamental in understanding the process of teaching and learning. Opportunities to interact in meaningful discursive practices and learning activities have been seen to be key factors in high-quality education around the world (National Research Council, 2000; OECD, 2016a, 2018; UNESCO, 2016). It is thought that these activities should enhance pupil’s communicative and reflective potential which is related to the different subject domains (Hiebert & Grouws, 2007; Nystrand, 1997; Sfard, 2015) in addition to their conceptual and discursive understanding of those subjects (Branden, 2000; Marton & Saljo, 1976; Smith & Stein, 2011). The interactive and communicative process of learning which encompasses the power of frequent face-to-face contact and communication amongst peers, where language, familiarity and understanding of others is key for effective learning (Cazden, 2001; Mercer, Edwards, & Mercer, 1987; Nuthall, 2005; Wells, 2002). Alexander 2008 found that Nordic Classrooms provided more opportunities than other countries for students to speak out and influence classroom discourse. Klette et al (2018) found that opportunities for student contributions in class coupled with regular discourse and sustained access to content contributed to better PISA scores (OECD, 2016b; Schmidt et al, 2014). It is also suggested that substantial contributions to content-related talk and classroom discourse may also contribute to better academic performance and increased participation amongst peers (Kovalainen & Kumpulainen, 2005; Postholm, 2005). PISA results show that knowledge and skills are not in opposition to each other but they often interact with one another and contribute to effective teaching and learning. Well performing countries are adept at pupil’s proficiency in content knowledge, procedural knowledge and epistemic knowledge (understanding of the rationale of that knowledge) (OECD, 2014a). Some countries may be more skilful in one knowledge area than another but the mastery of these knowledges contributes to creating a positive learning environment filled with confident learners.
There has been much research on the subject of discourse patterns and teacher talk in classrooms (Cazden, 2001, Wells 1999) which has concluded that a large proportion of communication within the classroom is teacher-led and teacher-led whole-class discussion (Cuban, 1993; Nystrand, 1997; Wells, 2007), that teacher direction often dominates the classroom talk time (Cazden, 2001; Juzwik et al 2011), and that when students interact their contribution to the classroom talk is often likely to be practical in nature (Emmanuelson & Sahlstrom, 2008). Klette et al (2018) strongly suggests that communication, interaction and engagement within the classroom is essential for teaching and learning to take place. The focus of information acquisition as the basis for learning is fundamental, without complex sources of information, students cannot participate in meaningful interactions or exchanges. Hackman (2005) examines the influence of content as a tool to develop a students’ ability to engage in meaningful interaction and develop the skills to critically examine information at a deeper level and then to discuss it amongst their peers. 
A Physical Environment that Aids Learning
There has been much research into examining the physical elements of the classroom that impact on the learning culture, which consist of the shape and organisation of the classroom, the way in which children are grouped within the space and the materials made available for use within the classroom (Tarr, 2004; Carter & Doyle, 2006; King-Sears, 2007; Evanshen & Faulk, 2011). When these elements are used effectively by teachers, it encourages children to participate enthusiastically in the learning process. Evanshen & Faulk (2013) believe that by arranging the classroom environment to support children’s learning and which incorporates collaboration and exploration will lead to better academic achievement. 
A classroom environment which consists of warmth and caring is vital in supporting children’s academic achievement (Diamond, 2006). All children are individual and arrive at the classroom in varying stages of school readiness. Effective teachers are excellent at creating meaningful experiences and laying frameworks for creating trust and community within the classroom (Evanshen & Faulk, 2013). Teachers are adept at structuring the classroom environment to ensure all children have opportunities to learn including those who are gifted and dual language learners. 

Movement within the Classroom 
Sitting quietly in a chair and staying focused requires effort for all students. Incorporating movement into the classroom life can be accomplished by creating classroom environment that encourages beneficial movement throughout the school day (Jenkins et al, 2008). Children appear to not be actively engaged in the task if they are idle and where teachers are the sole speaker (Braniff, 2011). When a teacher determines the classroom dynamics to her perception of what is right, most students will conform to expectations without reflection or question and can lead to student disengagement (Brooks & Brooks, 1999). There are a number of methods that have been suggested for creating active classrooms, Marzano (2001) suggests that in active classrooms collaboration amongst students is key. When students are collaborating they often model behaviour of their current or previous teachers. When students are given the opportunity to work in groups they can employ the use of ‘think, pair, share’. McKinney (2010) states that teachers give a question or problem to solve, the student has two to five minutes to think about it individually and then they are encouraged to discuss it amongst peers. This technique requires collaboration and allows students to work together to solve problems as well as incorporating movement within the classroom. 
In developmentally appropriate classrooms, children are given the opportunity to explore, problem solve, experiment whilst working with their peers. Paired and group work help facilitate participatory learning (Evanshen & Faulk 2013). Previous theorists have stressed the importance of social interaction among classmates during learning and have identified it as a key element of deeper learning and engagement (Piaget, 1963; Vygotsky, 1978). Elkind (1987) suggests that children are like a biological clock. He manifests that the child’s behaviour is the action and that the maturity of the child is the movement. He further suggests that you read the biological clock by observing the child’s behaviour in action and that would distinguish the level of maturity that the child is exhibiting. Thus movement and action are both essential to the child and the learning environment. He also notes that in the case of the biological clock it is the teacher who must learn to tell the time. This theory is likened to the research conducted by Piaget (1967) who has led us to see that children are often the best classroom clocks, that we provide the code, the lenses for reading and interpreting the child’s behaviour. With Piagetian lenses, educators can be guided by time as measured by children and not mechanical clocks and calendars. Teachers can learn from the students and adapt both their teaching and environment based on the child rather than the perception of classroom norms. The advantages of using this approach is that you can see each child as his or her own timepiece manufactured by nature to run at his or her own pace and in his or her own way (Elkind, 1987). The resulting theory being that upon examining and comparing children to timepieces, it can be learnt that precision is not the same as accuracy and that regularity is not the same as uniformity. When teachers ensure that their learners are viewed as constantly changing and evolving, they can use the physical environment to support the individuals and their learning. 
Whilst exploring the use of movement within the classroom, it would be logical to examine the role of exercise within the school. It is evident that within active classrooms, children are moving around frequently, but there has been much research that supports the idea that exercise is important. It has been suggested that children who engage in daily physical exercise had superior motor fitness, academic performance and attitudes to school  when compared to children who are less physically active (Pollatschek & O’Hagen, 1989). Research has also shown that regular exercise for children reduces disruptive and problematic behaviours (Barkley, 2004; Mulrine & Prater, 2008). Cranz (1998) suggests that being idle within the classroom for longer than a ten minute period reduces the awareness of physical and emotional sensations and increases fatigue. This results in a reduction in attention concentration and results in challenging behaviour (Jenson, 2000). Children who have lower exercise levels experience more stress and anxiety within the classroom which makes it difficult for children to grasp the concepts being taught. The threat of stress and induced learner helplessness should be removed from the classroom to achieve maximum learning. Positive classroom environments can produce physical changes in the brain and by creating an active classroom you can reduce this stress and increase learning (Kotulak, 1996). 
Students’ behaviour and the Classroom Environment
Evans et al 2009 suggest that opportunities arise within the classroom to teach positive behaviours and that the influence of classroom climate on children is implicit. As children all attend school with varying attitudes, goals and behaviour, teachers may be able to influence classroom climate with the direct teaching in social-emotional skills (Koplow, 2002). There are many programmes designed to improve and promote positive behaviour which in turn is supposed to lessen conflict, aggression and general misbehaviour in the classroom (Solomon et al, 1996; Merrell et al, 2007). Skills that affect a child’s behaviour within the classroom are usually taught by the class teacher and often encompass the development of interpersonal skills and on learning how to regulate emotions (Webster-Stratton 1990). It is recognised that there are also a number of school-wide change programmes that aim to foster a sense of community in classrooms which have shown a reduction in problematic behaviours and an increase in a sense of belonging amongst the children (Solomon et al, 2000). It has been suggested that programmes based on neuropsychological principles support pro-social behaviour and self-regulation and are founded upon childrens’ executive functions (planning, problem-solving, reasoning, attending, and inhibitory control) and are what underlie academic achievement, sustained concentration and the ability to shift perspective ( Bodrova & Leong, 2007). Raynari et al (2006) suggest that classroom climate is mostly influenced by the class teacher and subsequently students’ behaviour is a result of both instructional strategies and discipline management skills (Chapin & Eastman, 1996). 
As mentioned previously, clear and well-structured rules alongside active participation and engagement are key to a positive classroom climate and increased learning outcomes (Keyser & Barling, 1981). OECD suggested that as the teachers are the key factors within a classroom, it is their role to fully understand their students. Understanding their background is vital to facilitate learning and motivate students. Students are only able to take control of their leaning if the teacher allows them the time and space to do this. It is therefore important to adopt pedagogical strategies that encourage students to share their ideas amongst peers and ensure that there is time for reflection for both teacher and student to consolidate learning. On arrival at school, individual pupils bring to the classroom a complex and unique set of expectations, previous learning, and other experiences. There are many differences in terms of children’s social skills, emotion regulation, their enjoyment of group activities, their need for teacher attention and approval, their own sense of well-being and their self-efficacy and outcome beliefs (Raynari et al, 2006).OECD defines self-efficacy as an individual’s beliefs  about their capabilities to successfully complete a course of action. Self-efficacy is thought to be a good predictor of teaching quality and encompasses three dimensions: quality in classroom management, in instruction and in student engagement (Caprera et al, 2006; Muijs & Reynolds, 2002; Woolfolk Hoy & Davis, 2006). It is suggested that teachers who are confident in their own abilities are more likely to engage in active learning practices which are known to be effective (OECD 2014b). TALIS results suggest that promoting a positive school climate alongside discussion of active learning techniques and having adequate time to plan and collaborate amongst teaching staff highly affect teaching quality. (OECD, 2014a). Alongside every child being unique in their attitudes, values and learning, their perceptions vary from one individual to another. The differences between traits of individual pupils accompanied by learning from the home and encounters with additional adults in authoritative roles leave children with a pre-conceived idea of what a good teacher looks like. This perception of their teacher and their competence correlates with the childrens’ feeling of well-being and liking for their teacher. From a study conducted by Wilson et al (2007), the classroom conditions that produced the most favourable outcome for pupils were ones that exhibited both positive emotional control (the level of regard for students displayed by the teacher) and positive instructional support (how well the teacher explained new concepts and gave support for the task).
Conclusion
It has been researched and found that classroom climate is an important construct for effective schooling. Relationships between classroom climate and educational experience make classroom climate a valuable principle for examining teaching and learning. It can be surmised that even though the construct is made up of a number of variables, it would appear that instructional style, classroom management, student engagement and participation, and content rich learning are the most important contributors to an effective classroom climate and these components can be influenced by both student and teacher. On further examination of classroom climate it could also be suggested that it has two main contributing factors the physical environment and the emotional environment.  From looking closely at relationships within the classroom, it is evident that the emotional climate of a classroom is based on student teacher interaction and emotional transactions that take place, with that in mind it would be suggestive that learning new techniques such as mindfulness and explorative thinking could be introduced as a means to regulate childrens’ emotions and to reduce stress and anxiety, this would benefit from further research. The classroom environment has been found to encourage focus, creativity and learning experiences if it is positive. However, if it is negative it has also been shown to foster bullying, affect executive function in particular attention concentration and increases challenging behaviour. Additionally, teachers are able to manipulate their physical environment as a tool to enhance the needs of all of their learners and to foster the positive social interaction that can lead to higher level engagement and participation. It should also be noted that as all pupils are completely different in their ideas, thoughts, actions and nature that teaching and learning should take account of this and give it due consideration when considering classroom climate and accommodation. 
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