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Abstract

Introduction: School climate was identified as a key factor in students’ well-being and educa-
tional development, particularly during primary education, where relational processes and par-
ticipation contexts play a central role.

Objective: this study aimed to characterize primary school students’ perceptions of school cli-
mate and to examine their associations with socio-school characteristics and indicators of par-
ticipation, particularly extracurricular sports practice.

Methodology: a quantitative, descriptive, and cross-sectional design was used. the sample con-
sisted of 283 primary school students from urban schools in the Biobio region, Chile. data were
collected using the school climate and coexistence scale and a questionnaire on sociodemo-
graphic and physical activity-related variables. descriptive statistics and one-way analysis of
variance (anova) were performed.

Results: the findings showed generally positive perceptions of school climate, with higher
scores in the teacher-student relationship dimension. extracurricular sports participation was
significantly associated with more favorable perceptions of teacher relationships, while other
physical activity indicators showed limited or non-significant associations.

Discussion: the results support a relational perspective of school climate, highlighting the rele-
vance of structured participation contexts in strengthening teacher-student relationships.
however, associations were more limited than expected.

Conclusions: school climate perceptions in primary education are primarily shaped by rela-
tional dimensions, particularly teacher-student interactions. extracurricular sports participa-
tion emerges as a relevant, though selective, factor.

Keywords
Physical activity; primary education; school climate; teacher-student relationships.
Resumen

Introduccidn: el clima escolar fue identificado como un factor clave en el bienestar y el desarro-
llo educativo de los estudiantes, particularmente durante la educacién primaria, donde los pro-
cesos relacionales y los contextos de participacion desempefian un papel central.

Objetivo: este estudio tuvo como objetivo caracterizar las percepciones de los estudiantes de
educacion primaria sobre el clima escolar y examinar sus asociaciones con caracteristicas so-
cioescolares e indicadores de participacion, particularmente la practica deportiva extracurri-
cular.

Metodologia: se utiliz6 un disefio cuantitativo, descriptivo y transversal. la muestra estuvo com-
puesta por 283 estudiantes de educacién primaria de escuelas urbanas de la region del Biobio,
Chile. los datos fueron recolectados mediante la escala de clima y convivencia escolar y un cues-
tionario sobre variables sociodemograficas y relacionadas con la actividad fisica. se realizaron
analisis estadisticos descriptivos y pruebas de analisis de varianza de una via (anova).
Resultados: los hallazgos mostraron percepciones generalmente positivas del clima escolar,
con puntuaciones mas altas en la dimensién de relacion profesor-estudiante. la participacion
en deportes extracurriculares se asoci6 significativamente con percepciones mas favorables de
la relacién con los docentes, mientras que otros indicadores de actividad fisica mostraron aso-
ciaciones limitadas o no significativas.

Discusién: los resultados respaldan una perspectiva relacional del clima escolar, destacando la
relevancia de los contextos de participacion estructurados en el fortalecimiento de las relacio-
nes profesor-estudiante. sin embargo, las asociaciones fueron mas limitadas de lo esperado.
Conclusiones: las percepciones del clima escolar en educacién primaria estadn determinadas
principalmente por dimensiones relacionales, en particular las interacciones entre docentes y
estudiantes. la participacion en deportes extracurriculares emerge como un factor relevante,
aunque selectivo.

Palabras clave

Actividad fisica; clima escolar; educacién primaria; relaciones profesor-estudiante.

629

I » ZOZLI
N

4


mailto:rafaelzapata@udec.cl
https://doi.org/10.47197/retos.v80.118173

2026 (Julio), Retos, 80, 629-642 ISSN: 1579-1726, eISSN: 1988-2041 https://revistaretos.org/index.php/retos

Introduction
___________________________________________________________________________________________________________________________|
The school climate has been widely studied due to its influence on students’ emotional well-being, co-

existence, and academic achievement. From a multidimensional perspective, it integrates structural,
relational, and affective aspects that shape students’ everyday experiences within school, including
motivational and behavioral components associated with participation in educational contexts (Cohen
etal,, 2009; Thapa et al., 2013). This concept has evolved from a perspective focused on norms and in-
stitutional order to a more complex understanding that recognizes the role of students’ perceptions,
the quality of interpersonal relationships, and educational inclusion as key elements for learning and
democratic participation within schools (Thapa et al., 2013; Wang & Degol, 2015).

Various studies have shown that a positive school climate acts as a protective factor against emotional,
behavioral, and social challenges. Lester and Cross (2015) indicate that environments promoting
safety, teacher support, and a sense of belonging reduce stress indicators and improve school adapta-
tion. These effects are especially relevant in primary education, a stage in which students consolidate
socio-emotional skills and interaction patterns that influence their future trajectories.

In the Chilean context, the relevance of school climate has increased following the implementation of
policies aimed at strengthening coexistence and well-being. The National Policy on Educational Coex-
istence 2024-2030 emphasizes that schools must provide safe, participatory, and inclusive environ-
ments that integrate socio-emotional learning as a cornerstone in building democratic educational
communities (Ministerio de Educacién [Chile], 2024). Additionally, socio-emotional learning guide-
lines (Ministerio de Educacion [Chile], 2020) highlight the need to incorporate systematic strategies
for emotional regulation, mutual respect, and peaceful conflict resolution, particularly during the early
years of schooling.

Within the specific dimensions of school climate, teacher-student relationships have been identified as
key components. Wang and Degol (2015) emphasize that teacher support, emotional closeness, and
positive feedback foster academic motivation and school engagement. In addition, previous research
in physical education contexts has highlighted the role of school climate in promoting coexistence and
positive interactions among students (Lopez-Sanchez et al., 2023). These relationships are also linked
to lower levels of aggression and greater emotional adjustment, positioning them as central elements
for holistic development (Lester & Cross, 2015; Wang & Degol, 2015). In turn, peer relationships influ-
ence perceptions of belonging, emotional safety, and social integration, and are crucial in shaping the
daily school climate (Thapa et al., 2013).

Educational inclusion is another important factor in this discussion. The presence of students with
special educational needs in regular classrooms presents challenges for building inclusive environ-
ments that ensure participation, pedagogical support, and recognition. Although the School Integration
Program (Programa de Integracion Escolar, PIE) seeks to address these needs, recent research sug-
gests that its effectiveness depends on both the design of support and how students and their peers
perceive treatment (Ministerio de Educacion [Chile], 2020). Evidence indicates that perceptions of in-
clusion can vary significantly depending on students’ direct experiences, underscoring the importance
of studying these phenomena from their perspectives.

Conceptually, the present study is grounded in a multidimensional understanding of school climate, in
which relational dimensions (teacher-student relationships and peer relationships) and perceptions
of safety and the physical environment constitute core components that may be associated with partic-
ipation behaviors (Thapa et al., 2013). Within this framework, extracurricular sports practice and
school attendance are considered proxy indicators of student engagement and participation. Without
assuming causal relationships, this study explores the extent to which these variables are associated
with different dimensions of school climate in primary education.

In addition to its socio-emotional and relational components, school climate is increasingly under-
stood as a construct influenced by students’ opportunities for movement, physical activity, and partici-
pation in sports-based experiences. A growing body of research shows that physical activity, both
within and outside the school day, contributes to essential psychosocial processes such as motivation,
emotional regulation, cooperation, and the development of positive relationships with adults and
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peers. These processes are particularly relevant in school settings, where structured and socially me-
diated activities can reinforce students’ sense of belonging and engagement with teachers and class-
mates (Granero-Gallegos et al., 2014; Wilhelmsen et al., 2019; Long et al., 2020; Gémez-Lépez et al.,
2022). In this regard, recent studies have shown that sedentary behaviors are negatively associated
with school climate, reinforcing the importance of active participation contexts (Yafiez-Sepulveda et
al,, 2024).

These mechanisms can indirectly strengthen school climate by fostering students’ sense of belonging,
enhancing teacher-student communication, and reducing stress indicators. In this context, examining
extracurricular sports participation becomes particularly relevant for understanding how participa-
tion contexts relate to students’ perceptions of school climate. The present study uses baseline data
from the “Active Classes Chile” project (Zapata-Lamana et al., 2024), which integrates video-guided
movement experiences into classroom routines. Although the current analysis relies only on pre-inter-
vention measurements, the broader context of the project underscores the importance of examining
whether participation in physical activity—particularly extracurricular sports—is associated with stu-
dents’ perceptions of school climate.

Despite the existing evidence on school climate and physical activity, there is limited research simulta-
neously examining relational dimensions of school climate and their association with participation in-
dicators among primary school students in the Chilean context. In this regard, the present study seeks
to contribute to filling this gap by providing empirical evidence through a descriptive and correlational
approach.

Understanding how participation contexts such as physical activity relate to students’ perceptions of
school climate may provide valuable insights for promoting well-being and inclusive school environ-
ments. This approach is relevant because it allows for an initial diagnosis of how participation and
physical activity variables relate to school climate in primary education, an aspect still scarcely docu-
mented in the Latin American literature. Furthermore, examining these associations from a relational
perspective contributes to a more nuanced understanding of how participation contexts shape stu-
dents’ perceptions of school climate in primary education.

Method
|

Design

This study employed a quantitative, descriptive, and cross-sectional design aimed at characterizing
primary school students’ perceptions of school climate and examining differences according to socio-
demographic characteristics, participation in the School Integration Program (PIE), and physical activ-
ity indicators.

The analysis was based on baseline data from the Active Classes Chile project, collected between
March and September 2024. Although the original project consisted of a 12-week randomized con-
trolled trial in which video-guided active breaks with curricular content were implemented in class-
rooms, the present study relied exclusively on pre-intervention measurements. This approach ensured
that students’ perceptions of school climate and their physical activity-related indicators (e.g., extra-
curricular sports participation, transportation habits, and family physical activity patterns) were not
influenced by the experimental component of the intervention.

Therefore, this design enabled the examination of associations between activity-related characteristics
and students’ perceptions across the three assessed dimensions of school climate.

The study followed the STROBE guidelines for observational research (Cuschieri, 2019), and the origi-
nal project received approval from the Ethics, Bioethics, and Biosafety Committee of the University of
Concepcién (CEBB 1533-2023, September 2023).

Participants

This study included 283 primary school students enrolled in urban schools in the Biobio region (145
boys [51.2%] and 138 girls [48.8%]). All participants were enrolled in regular classes during the data
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collection period of the 2024 academic year (March-September 2024) and provided verbal assent,
while their parents or legal guardians signed an informed consent form.

Students were grouped according to age, grade level, and educational support needs. A total of 108
students (38.2%) were between 7 and 8 years old, and 175 students (61.8%) were between 9 and 10
years old. Regarding grade level, 111 students (39.2%) were in third grade and 172 (60.8%) were in
fourth grade.

Regarding educational needs, 50 students (17.7%) were identified as having permanent or temporary
special educational needs, while 233 students (82.3%) did not report such conditions. Additionally, 66
students (23.3%) participated in the School Integration Program (PIE), whereas 217 (76.7%) did not
receive PIE support.

School attendance schedules varied: 18 students (6.4%) attended morning classes, 98 (34.6%) at-
tended afternoon classes, and 167 (59.0%) attended full-day schedules.

All participants met the following inclusion criteria:

a) being enrolled at the corresponding school level,

b) providing informed consent/assent, and
c) demonstrating functional reading skills to complete the instrument.
Participants with incomplete data were excluded from the analysis.

Table 1 summarizes the socio-school characteristics of the sample, describing its heterogeneity in
terms of grade level, educational support needs, and attendance patterns.

Table 1. Descriptive characteristics of the sample

Total
Variables Frequency Percentage
Age category
7-8 years 108 38.2
9-10 years 175 61.8
Sex
Boys 145 51.2
Girls 138 48.8
School grade
Third grade 111 39.2
Fourth grade 172 60.8
Does your child/pupil present permanent or temporary special educational needs?
Yes 50 17.7
No 233 82.3
Participation in the School Integration Program (PIE)
Yes 66 23.3
No 217 76.7
School attendance schedule
Morning 18 6.4
Afternoon 98 34.6
Full-time school day 167 59.0

Note. Qualitative data were presented as absolute and percentage frequencies and percentages.
Source: Author’s own elaboration, 2025.

Variables

This study included one dependent variable, one main independent variable, and a set of control varia-
bles.

The dependent variable was school climate, assessed through three dimensions: teacher-student rela-
tionships, peer relationships, and perceptions of the school environment.

The main independent variable was extracurricular sports participation. This variable was operation-
ally defined as the student’s participation in organized sports activities outside regular school hours
during the previous academic year. These activities included structured programs such as sports clubs,
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school teams, or community sports workshops conducted at least once per week and supervised by a
coach or instructor. Informal physical activities (e.g., free play or unstructured recreation) were not
classified as extracurricular sports participation.

Control variables included two groups:

1. School-related variables: age, sex, grade level, presence of special educational needs (SEN),
participation in the School Integration Program (PIE), type of attendance schedule (morning,
afternoon, or full-day), and presence of medical conditions requiring clinical or pharmacologi-
cal treatment.

2. Physical activity-related variables: participation in extracurricular sports during the previous
year, distance between home and school, usual mode of transportation, type of clothing worn
for school activities, parents’ weekly physical activity levels, and availability and use of nearby
recreational spaces (e.g., parks, courts, or ggmnasiums).

Procedure

Data collection took place during regular school hours in coordination with school leadership teams
and classroom teachers. Students completed the questionnaire collectively in their classrooms under
the supervision of trained researchers and school staff. Standardized administration procedures were
followed to ensure uniform conditions, minimize comprehension difficulties among younger students,
and reduce administration bias.

Parents or legal guardians completed a brief sociodemographic questionnaire that included school-
related variables (e.g., grade level, attendance patterns, participation in the School Integration Pro-
gram [PIE]) and physical activity indicators (e.g. extracurricular sports participation, transportation
habits, access to recreational spaces, and parents’ own physical activity levels). The school climate in-
strument (ECLIS) was completed directly by the students during classroom administration.

Participation was voluntary, confidentiality was ensured, and no incentives were provided. Written
informed consent was obtained from parents or legal guardians, and verbal assent was obtained from
students after they received an age-appropriate explanation of the study’s purpose and procedures.

The study adhered to national regulations for research involving minors and was approved by the Eth-
ics, Bioethics, and Biosafety Committee of the University of Concepcion (CEBB 1533-2023).

Instrument

School climate was assessed using the School Climate and Coexistence Scale (Escala de Clima y Con-
vivencia Escolar, ECLIS) developed by Aron et al. (2012). The use of multidimensional instruments to
assess school climate has been widely supported in the literature, highlighting the importance of relia-
ble measures that capture relational and environmental aspects of the school context (Zullig et al.,
2010).

The scale, validated for the Chilean school context, consists of 55 items distributed across multiple di-
mensions and uses a Likert-type response format, allowing classification into low, medium, and high
perception levels for each dimension. Three specific dimensions were analyzed in this study.

1. “Mis profesores” (My teachers)

This dimension (MPR) includes 30 items that evaluate students’ perceptions of teacher support, re-
spect, and emotional closeness. An example item is: “Se dan cuenta cuando tengo un problema” (“They
notice when [ have a problem”). Internal consistency was a = .84. Score ranges were 30-59 (low), 60-
89 (medium), and 90-120 (high).

2. “Mis compafieros” (My classmates)

The MCO dimension includes 15 items assessing the quality of peer relationships. An example item is:
“Mis compaiieros saben cémo compartir” (“My classmates know how to share”). Internal consistency
was o =.81. Score ranges were 15-29 (low), 30-44 (medium), and 45-60 (high).

3. “Loslugares de mi colegio” (Places in my school)
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The LMC dimension consists of 10 items that evaluate students’ perceptions of the physical school en-
vironment. An example item is: “Mi escuela es limpia y bien organizada” (“My school is clean and well
organized”). Internal consistency was a =.68. Score ranges were 10-19 (low), 20-29 (medium), and
30-40 (high).

Previous validation studies of the ECLIS instrument have reported higher reliability coefficients for the
full scale and its subdimensions, with values around « = .91 for “My teachers”, a = .87 for “My class-
mates”, and o .88 for “Places in my school”. For each dimension, item scores were summed to obtain
a total score, with higher values indicating more positive perceptions of school climate. Missing re-
sponses were minimal (<2%) and were handled through listwise deletion during statistical analyses.

Data Analysis with Smart PLS-SEM

Descriptive statistics were first computed to characterize students’ perceptions of school climate
across the three ECLIS dimensions—teacher-student relationships, peer interactions, and perceptions
of the school environment. Frequency distributions and percentages were calculated for each dimen-
sion using established cut-off scores for low, medium, and high perception levels. These analyses
aimed to explore group differences in school climate perceptions across socio-school and physical ac-
tivity-related variables.

The assumptions of normality and homogeneity of variance were examined using the Kolmogorov-
Smirnov and Levene’s tests, respectively. As these assumptions were satisfactorily met, parametric
analyses were conducted.

To examine differences in school climate perceptions, one-way ANOVA tests were performed across
subgroups defined by school-related and physical activity-related variables. School-related variables
included age, sex, grade level, school attendance frequency, participation in the School Integration Pro-
gram (PIE), and the presence of special educational needs. Physical activity indicators included extra-
curricular sports participation, mode of transportation, distance from home to school, parental physi-
cal activity, and the availability and use of recreational spaces.

When statistically significant effects were identified, Bonferroni post hoc comparisons were per-
formed to determine specific group differences. Given the number of statistical comparisons con-
ducted, the Bonferroni adjustment was applied to reduce the probability of Type I error. Statistical sig-
nificance was set at p <.05. Effect sizes (n%) were calculated and interpreted using established thresh-
olds: <.01 = negligible, .01-.06 = small, .06-.14 = medium, and > .14 = large.

All analyses were conducted using IBM SPSS Statistics version 25 (IBM Corp., Chicago, IL, USA).

Results

. ______________________________________________________________________|
In addition to the socio-school characteristics described above, several indicators of health and physi-
cal activity were collected to contextualize students’ daily habits and movement-related behaviors.
Overall, 19.1% of students had medical conditions requiring clinical or pharmacological treatment.

Regarding physical activity habits, 35.9% reported participating in extracurricular sports activities,
while the majority (85.2%) used passive modes of transportation to travel from school to home. Par-
ents also showed low engagement in physical activity, with 58.8% of mothers and 52.7% of fathers re-
porting no regular participation.

Although 89.2% of students had access to nearby recreational spaces such as parks, courts, or gymna-
siums, their use was limited: only 11.8% reported using these spaces five or more times per week, in-
dicating that availability did not necessarily translate into frequent physical activity.

Table 2 provides a detailed overview of the physical activity-related indicators included in the study.
Variables such as extracurricular sports participation, mode of transportation, parental physical activ-
ity, and access to recreational spaces were analyzed to examine whether students’ movement behav-
iors and their surrounding activity environments were associated with differences in school climate
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perceptions. This information complements the socio-school characteristics presented earlier and sup-
ports the exploration of potential links between physical activity patterns and the three ECLIS dimen-
sions.

Table 2. Physical activity characteristics of the sample (N = 283)

Total
Variables Frequency Percentage
How often does the student miss school?
Frequently (4-5 times per month) 13 4.6
Sometimes (2-3 times per month) 68 24.0
Rarely (once per month) 162 57.2
Never 40 14.1
Does the student currently have a medical condition requiring clinical and/or pharmacological treatment?
Yes 54 19.1
No 229 80.9
Did the student attend an extracurricular sports activity last year?
Yes 101 35.9
No 180 64.1
Distance between home and school
1-5 blocks 39 14.0
6-10 blocks
11-15 blocks 8 17.3
More than 15 blocks 39 14.0
152 54.7
Usual mode of travel from school to home
Active travel 42 14.8
Passive travel 241 85.2
Typical clothing worn to attend school
School tra.cksult 129 45.6
School uniform
Any kind of clothing 133 47.0
21 7.4
Does the father regularly engage in physical activity or sports?
Yes, onc_e a week 76 29.2
Yes, three t_lmes a \_/veek o 47 181
Does not engage in physical activity 137 527
Does the mother regularly engage in physical activity or sports?
Yes, onc.e a week 61 22.0
Yes, three t.1mes a yveek . 53 191
Does not engage in physical activity 163 588
[s there a park/court/gymnasium near the home where the students can play?
Yes 249 89.2
No 30 10.8
If such a place exists, how often is it used?
Never 45 165
Very rarely (once per week)

: . 122 44.7
Sometimes (three times per week) 74 271
Frequently (five times per week) 22 8 1
Always (seven times per week) 10 3:7

Note. Qualitative data were presented as absolute and percentage frequencies. Source: Author’s own

elaboration, 2025.

To describe students’ perceptions of school climate, the results for the three ECLIS dimensions are pre-
sented in Table 3. These indicators provide an overall view of how students evaluate their relation-
ships with teachers, their interactions with peers, and the physical school environment. Overall, the
results show predominantly high perception levels across dimensions, establishing a baseline for sub-
sequent subgroup comparisons.

Specifically, the “Mis Profesores” (My teachers) dimension obtained a mean score of 95.1 (SD = 13.4),
with 71% of students reporting a high perception level, suggesting positive and supportive teacher-
student relationships. In the “Mis Compafieros” (My classmates) dimension, the mean score was 44.5
(SD = 8.0), with 56.2% of students classified at the high perception level, reflecting generally favorable
peer interactions. Regarding the “Los Lugares de mi Colegio” (Places in my school) dimension, the
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mean score was 29.8 (SD = 4.7), with 53.7% of students reporting high perception levels, indicating a
positive appraisal of the physical school environment.

Across all three dimensions, low perception levels were minimal (<5%), highlighting a generally favor-
able school climate within the sample.

Table 3. Descriptive statistics and perception levels for the ECLIS dimensions (N = 283)

Total
ECLIS Mean SD
“Mis profesores” (My teachers) (30-120 points) 95.1 13.4
Low perception (30-59 points) o
Medium perception (60-89 points) 4 1:4%
High perception (90-120 points) 78 27.6%
201 71%
Mean SD
“Mis compafieros” (My classmates) (15-60 points) 44.5 8.0
Low perception (15-29 points)
Medium perception (30-44 points) 12 4.2%
High perception (45-60 points) 112 39.6%
159 56.2%
Mean SD
“Los lugares de mi colegio” (Places in my school) (10-40 points) 29.8 4.7
Low perception (10 - 19 points) 5 1.8%
Medium perception (20 - 29 points) 126 44.5%
High perception (30 - 40 points) 152 53.7%

Note. Qualitative data were presented as absolute and percentage frequencies.

To examine whether school climate perceptions varied across socio-school characteristics, one-way
ANOVA tests were conducted for each ECLIS dimension. Table 4 summarizes the differences according
to age, sex, grade level, school attendance frequency, participation in the School Integration Program
(PIE), type of school schedule, and the presence of special educational needs or medical conditions.

In the teacher-student relationship dimension, significant differences were found for age and grade
level. Older students (9-10 years) reported higher scores than younger students (7-8 years) (p =.021,
n? =.019), and fourth-grade students scored higher than third-grade students (p =.004,1?=.029). A
marginally significant effect was observed for participation in PIE (p =.050, n? =.011), with students
not enrolled in the program reporting more favorable perceptions of their teachers.

In the peer relationships dimension, school attendance frequency was the only variable showing sig-
nificant differences (p =.050, n* =.026). Students who never missed school and those who were fre-
quently absent reported higher scores than those who were absent occasionally or rarely.

No significant differences were observed for sex, type of school schedule, special educational needs, or
medical conditions across any of the three ECLIS dimensions. Overall, effect sizes were small, indicat-
ing that the observed differences explained only a limited proportion of the variance in students’ per-
ceptions of school climate

Table 4. Differences in ECLIS dimensions according to socio-school characteristics (one-way ANOVA)

Variables Categories N Mean 95% CI ANOVA TE
Lower Upper P value Eta?
Age
. 7-8 years 108 92.8 90.3 95.3
My teachers (30-120 points) 9-10 years 175 965 94.6 98.5 021% 019
. 7-8 years 108 44.5 43.1 46.0
My classmates (15-60 points) 9-10yyears 175 445 433 45.7 941 000
The place in my school (10-40 points) 97_-1803’;:;:5 1(7)2 ;gé ;zg g(l)é 311 004
Sex
. Men 145 94.0 91.9 96.2
My teachers (30-120 points) Women 138 96.2 93.9 98.5 171 .007
My classmates (15-60 points) Wl\éll‘;tn 1;; 113 igg 12; .528 .000
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. . Men 145 29.6 28.8 30.3
The place in my school (10-40 points) Women 138 301 29.2 30.9 .368 .003
Grade
. Third Grade 111 92.3 89.8 94.8
My teachers (30-120 points) Fourth Grade 172 969 950 98.9 004% 029
. Third Grade 111 439 42.4 45.4
My classmates (15-60 points) Fourth Grade 172 44.9 43.7 461 301 .004
. . Third Grade 111 29.9 29.1 30.8
The place in my school (10-40 points) Fourth Grade 172 20.7 29.0 305 743 .000
Does your child or pupil have temporary or permanent special educational needs?
. Yes 50 92.5 88.8 96.1
My teachers (30-120 points) No 233 957 939 97.4 122 008
. Yes 50 43.1 41.0 453
My classmates (15-60 points) No 233 44.8 43.8 45.8 .182 .006
. . Yes 50 29.3 279 30.8
The place in my school (10-40 points) No 233 29.9 29.3 305 437 .002
Participation in School Integration Program (PIE)
. Yes 66 92.6 89.4 95.8
My teachers (30-120 points) No 217 959 941 97.7 05* 011
. Yes 66 43.4 41.6 45.2
My classmates (15-60 points) No 217 44.8 43.8 45.9 197 .006
. . Yes 66 29.3 279 30.7
The place in my school (10-40 points) No 217 30.0 294 30.6 .318 .004
What is the student’s schedule?
Morning 18 95.3 89.1 101.4
My teachers (30-120 points) Afternoon 98 93.5 90.5 96.6
Full day schedule 167 96.0 94.1 97.9 .339 .008
Morning 18 46.4 43.6 49.2
My classmates (15-60 points) Afternoon 98 43.8 42.0 45.5 .365 .007
Full day schedule 167 44.7 43.6 45.9
Morning 18 29.3 27.2 31.5
The place in my school (10-40 points) Afternoon 98 29.6 28.6 30.6 739 002
Full day schedule 167 30.0 29.3 30.7 ) )
How often does the student miss classes?
Frequently 13 96.0 87.4 104.6
. Sometimes 68 95.9 92.7 99.0
My teachers (30-120 points) Rarely 162 948 92.8 96.9
Never 40 94.6 90.0 99.2 939 .001
Frequently 13 47.1a 42.4 51.8
. Sometimes 68 44.9b 43.0 46.9
My classmates (15-60 points) Rarely 162 435b 423 448 - 026
Never 40 46.8a 44.7 49.0 '
Frequently 13 309 27.9 34.0
. . Sometimes 68 29.8 28.6 31.0
The place in my school (10-40 points) Rarely 162 208 291 305
Never 40 29.8 28.2 31.3 .863 .003
Currently, does the student have a condition that requires medical and/or pharmacological treatment?
. Yes 54 97.3 94.0 100.6
My teachers (30-120 points) No 229 946 928 96.4 185 006
. Yes 54 44.7 42.3 47.0
My classmates (15-60 points) No 229 445 43.4 455 .866 .000
. . Yes 54 30.2 28.8 315
The place in my school (10-40 points) No 229 207 291 303 .542 .001

Note: * p < 0.05. A Bonferroni post hoc analysis was performed to identify differences between groups. a, b Different letters in the same col-
umn indicate significant differences between groups. Source: Own elaboration, 2025.

As shown in Table 5, school climate was examined according to physical activity- and sport-related
variables. A significant effect was found only in the “My Teachers” dimension for extracurricular sports
participation (p =.018,1? =.020), with students who had participated in extracurricular sports activi-
ties during the previous year reporting more favorable perceptions of their teachers (M = 97.6) than
those who had not (M = 93.7).

No significant differences were observed in the “My Classmates” or “Places in My School” dimensions
for this variable, nor for the remaining physical activity-related indicators, including parental physical
activity, type of school clothing, mode of transportation, or access to recreational spaces.
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Table 5. Differences in school climate (ECLIS dimensions) according to physical activity and sport-related variables (one-way ANOVA)

Variables Categories N Mean 95% CI ANOVA TE
Lower Upper P value Eta?
Did the student attend an extracurricular sports activity last year?
. Yes 101 97.6 95.0 100.2
My teachers (30-120 points) No 180 937 917 95.7 018* 020
My classmates (15-60 points) \I{qe; 13(1) ﬁ:i g:g :g:g 230 005
The place in my school (10-40 Yes 101 30.3 29.4 31.3 191 006
points) No 180 29.6 28.9 30.3 ) )
How far is the school from your home?
1-5 blocks awa
. 6-10 blocks awa}; 39 94.0 90.1 97.9
My teachers (30-120 points) 48 96.1 92.4 99.7 .535 .008
11-15 blocks away
More than 15 blocks away 39 97.4 93.6 101.2
152 94.3 92.0 96.6
1-5 blocks away 39 42.9 40.1 45.7
My classmates (15-60 points) 161-1105bg;)(::ckkssax£, gg Zgg igg Z;% .539 .008
More than 15 blocks away 152 44.5 43.3 45.8
1-5 blocks away 39 28.5 27.0 30.0
The place in my school (10-40 6-10 blocks away 48 30.7 29.2 32.2 174 018
points) 11-15 blocks away 39 30.1 28.5 31.6 ’ ’
More than 15 blocks away 152 29.8 29.1 30.6
Usual mode of transportation from school to home
. Active transportation 42 92.9 88.8 97.0
My teachers (30-120 points) Passive transpportation 241 955 93.8 97.2 242 005
. Active transportation 42 42.8 40.4 45.2
My classmates (15-60 points) Passive transportation 241 44.8 43.8 45.8 135 008
The place in my school (10-40 Active transportation 42 289 27.5 30.4 190 006
points) Passive transportation 241 30.0 29.4 30.6 ) )
Usual clothing worn to attend school
School tracksuit 129 94.9 92.8 97.1
My teachers (30-120 points) School uniform 133 95.6 93.3 98.0 .636 .003
Any type of clothing 21 92.7 84.6 100.8
School tracksuit 129 44.2 43.0 45.5
My classmates (15-60 points) School uniform 133 44.4 43.0 45.9 471 .005
Any type of clothing 21 46.5 42.5 50.6
. School tracksuit 129 30.0 29.2 309
The place in my school (10-40 School uniform 133 294 286 30.2 229 010
points) Any type of clothing 21 311 29.1 33.1
Does the father usually engage in physical activity or sports?
Yes, once a week 76 96.3 93.0 99.7
My teachers (30-120 points) Yes, three times a week 47 94.7 90.7 98.6 .578 .004
Does not engage in physical activity 137 94.3 92.2 96.5
Yes, once a week 76 45.5 43.8 47.2
My classmates (15-60 points) Yes, three times a week 47 43.5 41.2 45.8 317 .009
Does not engage in physical activity 137 44.1 42.6 45.5
. Yes, once a week 76 30.5 29.4 31.5
The place in my school (10-40 Yes, three times a week 47 300 28.7 31.2 270 010
points) Does not engage in physical activity 137 29.4 28.5 30.2
Does the mother usually engage in physical activity or sports?
Yes, once a week 61 95.9 91.9 99.9
My teachers (30-120 points) Yes, three times a week 53 95.3 91.6 99.1 .882 .001
Does not engage in physical activity 163 94.9 93.0 96.8
Yes, once a week 61 45.0 42.7 47.3
My classmates (15-60 points) Yes, three times a week 53 443 42.2 46.4 .858 .001
Does not engage in physical activity 163 44.4 43.2 45.6
. Yes, once a week 61 30.0 28.8 31.2
The place in my school (10-40 Yes, three times a week 53 299 287 31.2 936 .000
points) Does not engage in physical activity 163 29.8 29.0 30.5
Is there a park/court/gym near your home where your son/daughter or pupil can go out to play?
My teachers (30-120 points) T\Iej 23409 32}11. Zig 19061'?0 0.600 0.001
. Yes 249 44.8 43.8 45.7
My classmates (15-60 points) No 30 42.6 397 45.6 .169 .007
The place in my school (10-40 Yes 249 30.0 29.4 30.6 443 002
points) No 30 29.3 27.9 30.7 ) )
If there is a park/court/gym near your home, how often is it used?
Never 45 94.4 90.6 98.2
Very rarely 122 95.2 92.8 97.5
My teachers (30-120 points) Sometimes 74 95.4 92.0 98.8 .978 .002
Frequently 22 95.4 90.2 100.6
Always 10 97.5 84.9 110.1
My classmates (15-60 points) Never 45 43.7 414 46.1 .345 .017
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Very rarely 122 45.4 44.0 46.8
Sometimes 74 43.7 41.7 45.6
Frequently 22 45.8 42.3 49.2
Always 10 41.8 33.9 49.7
Never 45 29.2 27.6 30.7
. Very rarely 122 29.7 28.9 30.5
The place in my school (10-40 Sometimes 74 301 29.2 31.0 013
points) Frequently 22 313 28.8 33.9 489
Always 10 30.3 26.0 34.6

Note: * p <.05. A Bonferroni post hoc test was conducted to identify differences between groups. a, b Different letters in the same column
indicate statistically significant differences between groups. Source: Own elaboration, 2025.

Discussion
___________________________________________________________________________________________________________________________|
This study characterized school climate in third- and fourth-grade students across three dimensions—
teacher-student relationships, peer interactions, and perceptions of the school environment—and ex-
amined whether these perceptions varied according to socio-school characteristics and physical activ-
ity-related indicators. Overall, students reported predominantly positive perceptions across all ECLIS
dimensions, while the analyses revealed specific differences related to age, grade level, participation in
the School Integration Program (PIE), school attendance frequency, and extracurricular sports partici-
pation. These findings suggest that school climate in primary education is generally perceived posi-
tively, particularly in relational dimensions, reinforcing the importance of interpersonal interactions
during early educational stages.

The teacher-student relationship emerged as the most positively valued dimension, with high mean
scores and a large proportion of students in the high perception range. This finding is consistent with
previous research highlighting the teacher-student bond as a key protective factor for socioemotional
well-being and academic engagement. In this sense, teachers appear to function not only as instruc-
tional figures but also as central sources of emotional support and security in primary education.

Differences by age and grade level suggest that older and fourth-grade students perceive their teach-
ers more positively than younger and third-grade students. This may reflect developmental changes in
how children interpret academic and emotional support, as well as the cumulative effects of sustained
relationships with teachers over time. At the same time, the slightly lower scores among students en-
rolled in PIE point to persistent challenges in translating inclusion policies into fully equitable rela-
tional experiences.

Peer relationships were also evaluated positively, although with slightly lower scores than the
teacher-student dimension. The association between attendance frequency and the “My Classmates”
dimension should be interpreted with caution, as the subgroup of students with frequent absences
was small, which may reduce the stability of the estimated mean and increase sensitivity to sampling
variability or outliers.

This study also extends previous research by examining the associations between physical activity in-
dicators and students’ perceptions of school climate. The results showed a selective association: extra-
curricular sports participation was significantly related only to the teacher-student relationship di-
mension, with students who participated in sports reporting more favorable perceptions of their
teachers than those who did not.

Although some differences reached statistical significance, the associated effect sizes were small.
Therefore, the findings should be interpreted as modest contextual tendencies rather than strong in-
fluences on school climate. No significant differences were observed for peer relationships or percep-
tions of the school environment, nor for other physical activity-related indicators such as mode of
transportation, parental physical activity, or access to recreational spaces.

In this study, physical activity appears as a context-dependent resource. Its influence seems to be more
evident in specific relational dimensions, particularly in how students perceive their teachers, rather
than acting as a universal determinant of school climate.

Despite these contributions, several limitations should be acknowledged. First, physical activity-re-
lated variables were obtained through questionnaires completed by parents or legal guardians rather
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than through objective measures. Second, the analyses relied exclusively on univariate statistical ap-
proaches, which limits the ability to control for potential confounding factors. Third, some subgroup
sample sizes were imbalanced, particularly in the analysis of school attendance frequency. Finally, the
cross-sectional and correlational nature of the study prevents causal interpretations, and the findings
may not be directly generalizable beyond the urban schools included in the sample.

The results should therefore be interpreted as associations between variables rather than as evidence
that participation in sports or other factors directly improves perceptions of school climate.

Conclusions

This study highlighted the central role of teacher-student relationships in shaping school climate per-
ceptions in primary education. It also underscored the importance of strengthening inclusive prac-
tices, particularly for students participating in School Integration Programs (PIE), to ensure equitable
and meaningful participation in school life.

Additionally, the findings suggested that structured and inclusive physical activity experiences may
contribute to more positive relational environments in schools. Although the cross-sectional design
limited causal interpretations, these results provided relevant guidance for promoting socioemotional
well-being, inclusion, and positive coexistence within school communities.

Future research should examine these associations using longitudinal and multivariate approaches to
better understand causal pathways and control for potential confounding variables. In addition, inter-
vention-based studies are needed to evaluate the impact of structured physical activity programs on
different dimensions of school climate in diverse educational contexts.
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