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ABSTRACT

This study aims to examine the mediator effect of perceived disciplinary climate in the relationship
between classroom management self-efficacy and time spent on maintaining discipline. The
research group of this study consists of 12202 Turkish teachers who participated in The Teaching
and Learning International Survey (TALIS) 2018. The classroom management self-efficacy scale,
perceived disciplinary climate scale and time spent on maintaining discipline were used as data
collection tools. In this study two models are examined. The first model is Model 1 in which the
relationship between independent and dependent variables is examined in the absence of the
mediator variable, and the other model is Model 2 in which the relationship between independent
and dependent variables is examined in the presence of the mediator variable. The results of the
study revealed that classroom management self-efficacy is a significant predictor of perceived
disciplinary climate and classroom discipline climate is a significant predictor of time spent on
maintaining discipline. According to the findings of the study, the perceived disciplinary climate is
positively affected by the teachers' self-efficacy in classroom management. Moreover, the more
teachers perceive classrooms’ disciplinary climate negative, the time they spent on maintaining
discipline increases.It was observed that the perceived disciplinary climate has a full mediator
effect in the relationship between classroom management self-efficacy and time spent on
maintaining discipline. It was revealed that in classes with a disciplinary climate, teachers will
devote time to actual learning activities, not to discipline. This will positively affect the quality of
teaching and academic results. The findings of the study were discussed based on the literature.

Keywords: Disciplinary climate, Classroom management self-efficacy, Time for discipline, TALIS,
Turkey, Mediator effect
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INTRODUCTION

According to social cognitive theory, behaviors are affected by outcome expectations and efficacy beliefs
(Bandura, 1997). Within this framework, self-efficacy, which expresses beliefs about the skills of planning and
executing certain behaviors, determines the individual's decision to exhibit behaviors, how much effort he will
put in to perform this behavior, and his resistance to obstacles (Bandura, 1997; Skaalvik & Skaalvik, 2007). Self-
efficacy reflects individuals' personal beliefs about what they can do (Bong & Skaalvik, 2003). In education,
teachers' beliefs in having teaching skills that affect educational outcomes such as success, interest and
motivation are defined as teacher self-efficacy (Klassen et al., 2009; Skaalvik & Skaalvik, 2010; Tschannen-Moran

& Hoy, 2001).

Teacher self-efficacy has a common effect even in countries that differ in terms of language and culture, and is a
variable that can affect educational outcomes (Klassen et al., 2009; OECD, 2009). Therefore, there is a significant
increase in the examination of the concept of teacher self-efficacy in the literature. (Klassen et al., 2011; Klassen
& Tze, 2014; Tschannen-Moran & Hoy, 2001). The most important reason for this increase is the positive effect

of teacher self-efficacy on teacher and student attitudes, behaviors and ultimately educational outcomes.

Self-efficacy of teachers is one of the basic structures in establishing an effective learning and teaching
environment (OECD, 2009). It is associated with the goals set for effective teaching, the effort to achieve these
goals and the resistance to setbacks (Tschannen Moran, et al., 1998). Self-efficacy affects the ability to maintain
discipline in the teaching environment and how much of the course can be allocated to the actual teaching.
Teachers with low self-efficacy beliefs are more pessimistic about students' ability to learn and have more
difficulty in regulating undesired behaviors (Caprara et al., 2003; Caprara et.al, 2006; Klassen & Chiu, 2011; Collie,
et al., 2012). On the other hand, teachers with high self-efficacy are more determined to work with challenging
students (Skaalvik & Skaalvik, 2007). Therefore, teacher self-efficacy affects students' motivation and academic

achievement (Oppermann et al., 2019).

Studies reveal significant positive relationship between teachers' self-efficacy and motivation (Tschannen -Moran
etal., 1998), job satisfaction (Avanzi et al., 2013; Skaalvik & Skaalvik, 2010; Caprara et al., 2003), and commitment
(Chesnut & Burley, 2015). Teachers who have higher self-efficacy, tend to experience less stress and burnout in
their work lives (Betoret, 2009), are more effective in arranging and organizing and are more open to new
thoughts and new educating techniques (Avanzi et al., 2013). Teacher self-efficacy increases teachers' efforts

and resistance to the challenges (Gibson & Dembo, 1984; Podell & Soodak, 1993).

Teaching requires a multi-dimensional examination as it includes many elements such as planning, presention,
evaluation of teaching as well as creating an open climate suitable for learning, providing a disciplinary
environment of the classroom, and providing communication channels in which students can express themselves
easily. Tschannen-Moran and Woolfolk Hoy (2001) established a multidimensional teacher self-efficacy

framework. According to this framework, teacher self-efficacy is explained by three dimensions as classroom
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management, teaching and student participation. Many studies in the literature have also addressed teacher
self-efficacy in these three dimensions (Klassen et. al., 2009; Pfitzner-Eden et al., 2014; Tschannen-Moran & Hoy,

2001; Vieluf et al., 2013).

Self-efficacy in teaching reflects teachers' beliefs that they can utilize elective teaching practices, explanations
and evaluation strategies appropriate to different conditions. Self-efficacy for student participation expresses
the belief of teachers in their ability to provide not only cognitive but also emotional support to their students
and to motivate them for learning. Finally, classroom management self-efficacy expresses the belief of teachers
in their ability to create a disciplined learning environment and to manage undesired behaviors of students

effectively (Brouwers & Tomic, 2000).

Classroom management alludes to all practices that teachers perform for organizing teaching environment
effectively to facilitate students' learning (Emmer & Evertson, 2009; Evertson & Weinstein, 2006; Woolfolk,
2010). Classroom management is an effort to effectively coordinate and manage the teaching process, student
behavior and social interaction (Burden, 2000). Problems related to classroom management are high on the list

of teachers' educational concerns (Martin, Yin, & Baldwin, 1998a; Goyette et al., 2000).

The belief of teachers in their ability to carry out the necessary actions in order to maintain classroom order is
defined as class management self-efficacy beliefs (Brouwers & Tomic, 2000, p. 242). Parallel to the effect of self-
efficacy on behaviors and the assumptions of self-esteem theory, low self-efficacy in classroom management can
lead to teachers being more vulnerable to the negative effects of undesirable behaviors in the classroom and
have lower ability to cope with difficulties (Bandura, 1997). It can lead to a more negative perception of situations
than they are. Dicke et al. (2014) found that prospective teachers who thought they could maintain classroom

discipline reported less discomfort regarding classroom behavior.

Within the scope of classroom management, teachers are expected to intervene in undesired behavior, which
negatively affects students’ learning as well as planning, and organizing teaching. The management of
undesirable behaviors in the classroom, in other words ensuring a disciplinary climate, means less time spent on
maintaining discipline in the course and more time devoted to learning. The teacher's ability to deal with
undesirable behavior effectively affects whether the duration of the course is being used efficiently (Cerit, 2011).
In the absence of discipline in the classroom, teachers will devote their time to interfering with undesirable
behavior rather than spending it on teaching. Consequently, this will negatively affect the quality of teaching

and students' learning level.

Studies have revealed a positive significant relationship among teacher self-efficacy, effective classroom
management, and teaching and learning activities (Gibson & Dembo, 1984; Tschannen-Moran et al., 1998). Self-
efficacy of teachers in classroom management can influence how they attempt to manage the classroom
(Henson, 2003; Henson & Chambers, 2005). Teachers with high self-efficacy tend to prefer more humanist and

less controlling classroom management (Henson, 2003; Woolfolk & Hoy, 1990). Also, as Emmer and Hickman
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(1991) revealed they tend to use more positive behavior management strategies. Regarding classroom
management behavior, teachers with high self-efficacy criticize students less for their undesired behaviors in the

classroom (Gibson & Dembo, 1984) and prefer fewer interventionist approaches (Henson, 2003).

In effectively managed classrooms, more time is devoted to learning activities, students have more access to
learning and their ability to organize their learning are better (Woolfolk, 2010). The lack of discipline in the
classroom and the presence of undesirable behaviors have a negative impact on teachers (Bakker et al., 2007;
Chang & Davis, 2009; Evers et al., 2004; Ferguson et al., 2012). The study of Friedman (2006) examining teacher
stress showed that burnout is not due to educational problems such as low academic student success, lack of
new materials, but social-psychological reasons such as classroom management problems and problematic
teacher-student relations. Similarly, Boyle et al. (1995) demonstrated that undesirable student behavior has a
significant effect on teacher stress. When the results of the study are reviewed, the provision of classroom
discipline is effective on both the well-being of the teacher and the increase of the students' learning level and

academic achievement.

Effective classroom management in other words, the control of undesired behavior in the classroom and an
appropriate learning environment can increase the time devoted to actual teaching. In this sense, in order to
achieve the desired results in education, classroom management, and teachers' self-efficacy should be
considered carefully. Therefore, in this study, it is aimed to examine the mediator role of disciplinary climate of
classroom in the relationship between teachers' classroom management self-efficacy and the time they spent on

maintaining discipline. The question of this research;

Does the perceived disciplinary climate have a mediator role in the relationship between classroom management

self-efficacy and time allocated to discipline?

METHOD

In this section, information about the research model, research group, research data and data analysis are
presented. The necessary permission was obtained from the ethics commission of Yozgat Bozok University for

the research (Date: 23.12.2020; Decision number: 17/11).

Research Models

In this study, the mediator role of perceived disciplinary climate in the relationship between teachers'
perceptions of classroom management self-efficacy and time spent on maintaining discipline is examined. Two
models have been established to investigate the mediator effect. The first model is Model 1 in which the
relationship between independent and dependent variables is examined in the absence of the mediator variable,
and the other model is Model 2 in which the relationship between independent and dependent variables is

examined in the presence of the mediator variable. The research models are given in Figure 1.

174



I.l E TSAR (International Journal of Education Technology and Scientific Researches) Vol: 6, Issue: 14, 2021

Class Time spent on Class Time spent on
management | =mmmp| maintaining management — maintaining
self-efficacy discinline self-efficacv discipline

Perceived
disciplinary
climate A

Figure 1. Research Models (Model 1 and Model 2)

Research Group

The research group of this study consists of Turkish teachers who participated in The Teaching and Learning
International Survey (TALIS) 2018. TALIS 2018 data shows the responses of teachers at ISCED1 ISCED2 and ISCED3
levels. In the TALIS survey, all classes of 15-year-old students in ISCED2 or ISCED3 levels were defined as target
class. Data on the perceived disciplinary climate and time spent on maintaining discipline were collected through
target classes. Therefore, the research group of the current study is limited to teachers working at ISCED2 and

ISCED3 levels. The research group consists of 12202 teachers. Information about participants are presented in

Tablel.
Table 1. Information On The Participants Of The Study

Variable Frequency
Female 6106

Gender Male 6096
Below level 3 44
Level 3 22

. Level 4 53
tE;:Iucha;:'on level  of Level 5 120
ac Level 6 10159

Level 7 1738
Level 8 66

ISCED ISCED 2 3844
ISCED3 8358

Research Data

In this study, TALIS 2018 teacher questionnaire data were used. TALIS is conducted by Organisation for Economic
Co-operation and Development (OECD). TALIS 2018 guaranteed the anonymity of teachers and principals in
announcing the results of the data. All participants, teachers and principals, gave informed consent. For the
current study, the classroom management self-efficacy scale, perceived disciplinary climate scale and time spent

on maintaining discipline were used as data collection tools.
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Classroom management self-efficacy scale (CMSES): CMSES is developed to examine the self-efficacy of teachers
in classroom management. The CMSES is 4-point Likert and composed of four items. Each item can be marked
ranging from “never or almost never” to “always”. Higher scores on scale mean that teachers have higher level

of self-efficacy beliefs regarding classroom management.

Perceived disciplinary climate scale (PDCS): PDCS is developed to describe teachers' perceptions of classroom
disciplines. The PDCS is 4-point Likert and composed of four items. Each item can be marked ranging from
“strongly disagree” to “strongly agree”. High scores on scale mean that classroom discipline is low.

Time spent on maintaining discipline (TSMD): TSMD means how much time is spent for discipline students in a

classroom. Teachers answered this question according to their last lesson and reported TDD as percentages.
Analysis of data

Before the structural equation modeling (SEM) with the mediator variable, the necessary assumptions were
tested. For this purpose, univariate outliers were first examined. Data outside the range of -3.0 to +3.0 were
excluded from the analysis (Raykov & Marcoulides, 2008). Also, the Mahalanobis distances of the data were
calculated to determine the multivariate outliers and data other than the critical value (p <.001) were deleted.
The skewness and kurtosis values of the total scores of the scales were examined on the data set of 8947
participants. These values were found to be between -1.5 and +1.5. Thus, the data was distributed normally

(Tabachnick & Fidell, 2013).

Exploratory Factor Analysis (EFA) was applied to the data to determine the factor structures of scales before the
structural model. EFA revealed a single factor structure for CMSES. Factor loadings of the scale, explained

variance ratio and reliability coefficient are given in Table 2.

Table 2. Factor Structure of Classroom Management Self-Efficacy Scale

Items Factor loads
Control disturbing behavior in the classroom .700
Make my expectations about student behaviour clear .575
Make my expectations about student behaviour clear .746
Calm a student who is disruptive or noisy 713

Explained variance: 68,361%, Cronbach «=.845

As a result of the EFA, the scores of PDCS showed a single factor structure. Factor loadings of the scale, explained

variance ratio and reliability coefficient are given in Table 3.

Table 3. Factor Structure of Perceived Disciplinary Climate Scale

Items Factor loads
When the lesson begins, | have to wait quite a long time for students to quieten down 731
Students in this class take care to create a pleasant learning atmosphere 444
I lose quite a lot of time because of students interrupting the lesson .812
There is much disruptive noise in this classroom .782

Explained variance: 69,263%, Cronbach «=.848
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As shown in Table 2 and Table 3, factor loadings and reliability of the scales used in the research were within the
acceptance range stated in the literature (Tabachnick & Fidell, 2013). Structural equation modeling (Model 1)
was conducted to examine the effect of classroom management self-efficacy on time spent on maintaining
discipline. In order to examine the mediator role of disciplinary climate in the relationship between classroom
management self-efficacy and time spent on maintaining discipline, a structural model with a mediator variable
(Model 2) was established. In order to determine the effect of mediator variable, 1000 bootstraps were
performed. The significance of the indirect effect was determined based on whether the lower and upper limits

of the calculated confidence interval contain zero (0) (Preacher & Hayes, 2008).

In a mediator model, it is required that the independent variable has a significant relationship with mediator
variable and dependent variable; and the mediator variable has a significant relationship with the dependent
variable. However, these relationships are not expected to be too high to cause multicollinearity. High
relationships (0.80 and above) point to the problem of multicollinearity. (lacobucci et al., 2008). When the
correlation values given in Table 4 are examined, it is seen that the mediator model can be created between the

variables and there is no multicollinearity problem.

Table 4. Relationship Between Mediator, Dependent and Independent Variables

CMSE PDC TSMD
CMSE -0.238** - 121%**
PDC .506**

**p<.01

In this study, SPSS 23.00 program was used for descriptive statistics and exploratory factor analysis, and for
structural equation modeling MPLUS 7 program was used. The model fit was evaluated in terms of x2, x2/df,
Root Mean Square Errors of Approximation (RMSEA), Comparative Fit Index (CFl), Standardized Root of Mean
Square (SRMR) and Tucker- Lewis Index (TLI). x2/df is evaluated as a good fit for the value of 2 and below, and
the value up to 5 is considered acceptable fit. However, as the chi-square test increases Type 1 error in large
samples and is not appropriate to use (Schermelleh-Engel et al., 2003). Therefore, within the scope of this study,
the chi-square fit test was reported but it was not accepted as a real fit criterion. The CFl is accepted as good fit
for the value between .95 and 1.00, while the value between .90 and .95 indicates acceptable fit (Kline, 2011;
Wang and Wang, 2012). For RMSEA and SRMR, values are lower than .05 shows good fit, are acceptable up to
.08, but indicate weaker model data fit with value .10 or more (Browne & Cudeck, 1993).. Finally, the TLI value
between .95 and 1.00 indicates a good fit and indicates an acceptable fit value between .90 and .95 (Baumgartner

and Homburg, 1996; Marsh et al., 2006).

FINDINGS

The structural model, which examines the effect of classroom management self-efficacy (independent variable)

on the time spent on maintaining discipline (dependent variable), is given in Figure 2.
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Figure 2. Model 1: Structural Model For Classroom Management Self-Efficacy To Predict The Time Spent On
Maintaining Discipline
As shown in Figure 2, when the fit indexes of Model 1 were examined, it was confirmed that the model was
verified with acceptable fit indexes (x? = 151,193 x? /df = 30,238, AGFI = .90, RMSEA = .057, CFl = .989, SRMR =
.016, TLI = .979) except chi-square and that classroom management self-efficacy is a significant predictor of the

time spent on maintaining discipline (B = -. 129, p <.001).

Model 2 was established to examine mediator role of the perceived disciplinary climate between classroom
management self-efficacy and the time spent on maintaining discipline. In the mediator model, there should be
a significant relationship between perceived disciplinary climate, which is the mediator variable, and self-efficacy
of classroom management, which is the independent variable. In addition, when the self-efficacy of classroom
management (independent variable) is controlled, the perceived disciplinary climate (mediator variable) should
significantly predict the time spent on maintaining discipline (dependent variable). Finally, when the effect of the
mediator variable is controlled to reveal the mediating role in the model, effect of the relationship between the
independent variable (classroom management self-efficacy) and dependent variable (time spent on maintaining
discipline) should be decreased or it should be insignificant. The structural equality model in which the mediator
effect of classroom disciplinary climate is examined in the relationship between classroom management self-

efficacy and time spent on maintaining discipline is given in Figure 3.
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Figure 3. Model 2: The Mediator Effect Of Perceived Disciplinary Climate

The fit index of the mediator model (x2 =546,637, x? /df = 21.86, RMSEA=.048, CFI= .985, SRMR = .025, TLI=.978)

revealed that the model fit is good. In Table 5, path coefficients for the mediator model and a bootstrap

confidence interval is presented.

Table 5. Path Coefficients And Bootstrap Confidence Interval For The Mediator Model

95% confidence interval

B SHp B Lower limit Upper
limit
PDC « CMSE -.328 .017 -.259%**
TMSD«PDC 10.483 227 521 %*
TMSD « CMSE (Direct effect) 131 .285 .005
TMSD «CMSE (Total effect) -3.309 .329 -.130%*
TMSD « PDC «CMSE (Indirect Effect) -3.440 194 -.135%* -.149 -.120

*%p<.001

When the standardized regression coefficients given in Table 5 were examined according to the mediator effect

proposed by the Baron and Kenny (1986); it was observed that classroom management self-efficacy significantly

predicts the perceived disciplinary climate (f=-.259, p<.001) and the perceived disciplinary climate significantly

predicts the time spent on maintaining discipline (f=.521, p<.001). When the mediator variable disciplinary

climate was added to the model, it was seen that the predictive level of classroom management self-efficacy was

decreased and statistically insignificant (B = .005, p> .001). Based on these findings, it can be said that the

perceived disciplinary climate has a mediator role in estimating the time spent on maintaining discipline. The
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significance of the mediator role was determined by the bootstrap method. The absence of zero in the 95%

confidence interval (-.149, -.120) revealed that classroom disciplinary climate has a full mediator effect.

CONCLUSION and DISCUSSION

In this study, which examines the mediator effect of perceived disciplinary climate in the relationship between
teachers' classroom management self-efficacy and time spent on maintaining discipline, it is observed that
classroom management self-efficacy is a significant predictor of perceived disciplinary climate and classroom

discipline climate is a significant predictor of time spent on maintaining discipline.

According to the findings of the study, the perceived disciplinary climate is positively affected by the teachers'
self-efficacy in classroom management. This finding is in line with the literature which reveal that teachers with
high self-efficacy beliefs are more determined to achieve their goals by believing that they can succeed and are
more resistant to undesired behaviors such as disciplinary problems (Gibson & Dembo, 1984; Podell & Soodak,
1993). The high scores obtained from the perceived disciplinary climate scale indicate challenges in classroom
discipline. Similar to this finding, there are studies on the relationship between classroom management self-
efficacy and discipline. Woolfolk and Hoy (1990) found a significant relationship between teacher self-efficacy
and teachers' student control ideologies. Teachers with low self-efficacy beliefs are more likely to criticize
students, while teachers with high self-efficacy beliefs prefer to make the student proud and create a positive
discipline climate by emphasizing the right behaviors (Gibdon & Dembo, 1984). Bandura (1997) stated that the
self-efficacy beliefs in what an individual can do, rather than the skills he or she actually possesses, are more
effective in explaining their behavior. In this respect, it can be explained that classes of the teachers with a low

level of class management self-efficacy belief have more negative disciplinary climate.

Another finding of the study is that the perceived disciplinary climate is a significant predictor of time spent on
maintaining discipline. The more teachers perceive classrooms’ disciplinary climate negative, the time they spent
on maintaining discipline increases. Discipline is critical for successful teaching. Discipline is the key to create a
positive classroom climate and achieve academic success (Masitsa, 2008). Therefore, one of the issues that
teachers are concerned about the teaching process is maintaining discipline in the classroom (Eshetu, 2014).
Teachers primarily strive to create a disciplined teaching environment in order to achieve the goal of classroom
activities. In this respect, the more negative the disciplinary climate they perceive, the more time they spend to

create a disciplinary environment.

Within the scope of the research, the mediator role of the perceived disciplinary climate is examined in the
relationship between class management self-efficacy and time spent on maintaining discipline. According to the
findings, it is observed that the perceived disciplinary climate has a full mediator effect. In the literature, studies
examining the mediator relationship of these variables weren’t found. However, the studies on teacher self-
efficacy in classroom management and discipline (Emmer & Hickman, 1991; Khan et al., 2015), teacher self-

efficacy and classroom management skills (Cerit, 2011; Talfarlioglu & Ulusoy, 2012) show that the perception of
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self-efficacy in classroom management is effective in creating positive disciplinary climate in classes. In classes
with a disciplinary climate, teachers will devote time to actual learning activities, not to discipline. This will
positively affect the quality of teaching and academic results. Studies in the literature have shown the positive
impact of classroom discipline on academic success (Masitsa, 2008; Eshetu, 2014; Ma & Willms, 2004; Ning et

al., 2015).

Achieving the objectives in education is possible by increasing student learning at the desired level. Accordingly,
it is expected that the teaching environments will be organized and disciplined and that more time is devoted to
actual teaching and learning. To increase Turkey’s success in both national and international exams, the time
devoted to actual learning in the course must be increased both quantitatively and qualitatively. For this purpose,
it is expected that the disciplinary climate is ensured in the classrooms and that the time spent on maintaining

discipline is minimized.

RECOMMENDATIONS

In this study, it is determined that classroom management self-efficacy has a meaningful relationship with
disciplinary climate in the classroom and the reduction of time spent on maintaining discipline. It is found that
with the mediator role of the perceived disciplinary climate, classroom management self-efficacy has a significant
contribution in determining the time spent on maintaining discipline. Based on the results of the study, it may
be recommended to organize professional development programs in the relevant fields in order to increase the
self-efficacy of the classroom management, to organize colleague meetings where teachers can share their
experiences about classroom management, and to create a healthy and open school climate where teachers can
express themselves easily. The current study can be repeated and compared with data from different countries.
Conducting the study with other variables that affect the time spent on maintaining discipline can also contribute

to the literature.
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SINIF YONETiMi OZ YETERLIGi iLE DiSIPLINE AYRILAN ZAMAN iLiSKiSINDE SINIF
DiSiPLINi ALGISININ ARACI ETKiSiNiN iINCELENMESi

6z

Bu calisma, sinif yonetimi 6z yeterligi ve disipline ayrilan zaman arasindaki iliskide algilanan
disiplin ikliminin araci etkisini incelemeyi amacglamaktadir. Bu arastirmanin arastirma grubu
Uluslararasi Ogretme ve Ogrenme Arastirmasi (The Teaching and Learning International Survey
[TALIS]) 2018'e katilan 12202 Tirk 6gretmenden olusmaktadir. Veri toplama araci olarak TALIS
anketinde bulunan sinif yonetimi 6z-yeterlik 6lgegi, algilanan disiplin iklimi 6lgegi ve disipline
ayrilan zaman arastirma verileri olarak kullanilmistir. Arastirmadaki degiskenler arasindaki
iliskinlerinin belirlenmesi amaciyla iki model incelenmistir. Bunlardan ilki bagimsiz ve bagimh
degisken arasi iliskinin araci degiskenin yoklugunda incelendigi Model 1’dir. Digeri ise bagimsiz
ve bagimli degisken arasi iliskinin araci degiskenin varliginda incelendigi Model 2’dir. Arastirma
sonucunda degiskenler arasinda anlamli iliskiler oldugu; sinif yonetimi 6z yeterliliginin algilanan
disiplin ikliminin; disiplini ikliminin ise disipline ayrilan zamanin anlaml bir yordayicisi oldugunu
saplanmistir. Arastirmanin bulgularina goére, algilanan disiplin iklimi 6gretmenlerin sinif
yonetimindeki 6z yeterliklerinden olumlu etkilenmektedir. Oz yeterlik inanci yiiksek olan
O0gretmenler, basarabileceklerine inanarak hedeflerini gergeklestirme konusunda daha azimli
olmaktadir. Ayrica yliksek 6z yeterlik inancina sahip 6gretmenler disiplin sorunlari gibi sinif ici
istenmeyen davranislar karsisinda daha direncgli olmaktadir. Ayrica algilanan disiplin iklimi ile
disipline ayrilan zaman arasinda anlamh bir iliski oldugu saptanmis. Arastirma sonucunda
ogretmenlerin sinif disiplin iklimini olumsuz algiladik¢a disiplin saglayabilmek icin harcadiklari
sirenin arttigl saptanmistir. Aracilik iligkisi incelendiginde; algilanan disiplin ikliminin, sinif
yonetimi 6z yeterliligi ile disipline ayrilan zaman arasindaki iliski Gizerinde tam aracilik etkisi
oldugu goérilmistir. Disiplin iklimi saglanmis siniflarda 6gretmenler zamanlari disiplin igin degil
gercek 6grenme etkinliklerine ayiracaktir. Bu durum 6gretimin niteligini ve akademik sonuglari
olumlu sekilde etkileyecegi goriilmistir. Calismanin bulgular literatir 1siginda tartisiimistir.

Anahtar kelimeler: Disiplin iklimi, Sinif ydnetimi 6z yeterligi, Disipline ayrilan zaman, TALIS,
Araci etki

186



I.l E TSAR (International Journal of Education Technology and Scientific Researches) Vol: 6, Issue: 14, 2021

GiRiS

Sosyal biligsel teoriye gore davranislar, sonug¢ beklentilerinden ve vyeterlik inanglarindan etkilenmektedir
(Bandura, 1997). Bu gergevede belirli davranislari planlama ve yiirtitme becerilerine iliskin inanglari ifade eden 6z
yeterlik, bireyin davranislari sergileme kararini, bu davranisi gerceklestirmek icin ne kadar ¢aba harcayacagini ve
engeller karsisindaki direncini belirlemektedir (Bandura, 1997; Skaalvik ve Skaalvik, 2007). Oz yeterlik, bireylerin
yapabilecekleri hakkindaki kisisel inanglarini yansitmaktadir (Bong ve Skaalvik, 2003). Egitimde ise 6grencilerin
basarisi, ilgisi, motivasyonu gibi egitim ciktilarini etkileyen 6gretme becerilerine sahip olmalarina iliskin 6gretmen
inanglari 6gretmen 6z yeterligi olarak tanimlanmaktadir (Klassen vd., 2009; Skaalvik ve Skaalvik, 2010;

Tschannen-Moran ve Hoy, 2001).

Ogretmen 6z yeterligi, dil ve kiiltiir agisindan farklilik gésteren Ulkelerde dahi ortak bir etkiye sahip olup egitim
ciktilarini etkileyebilecek nitelikte bir degiskendir (Klassen vd., 2009; OECD, 2009). Bu nedenle egitim alaninda
Ogretmen 6z yeterligi kavraminin incelenmesinde dikkate deger bir artis gozlenmektedir (Klassen vd., 2011;
Klassen ve Tze, 2014; Tschannen-Moran ve Hoy, 2001). Bu artisin en 6nemli nedeni 6gretmen 6z yeterliginin,
Ogretmen ve Ogrenci tutumlari, davranislari ve nihai olarak egitim ciktilari Gzerinde olumlu etkisinin

gozlemlenmesidir.

Ogretmen 6z yeterligi, etkili 5grenme ve 6gretme ortaminin olusturulmasindaki temel yapilardan biridir (OECD,
2009). Ogretmen 6z yeterligi, 6gretimin gerceklesebilmesi icin belirlenen hedefler, hedeflere ulasmada
gosterilecek caba ve aksilikler karsisindaki direng ile iliskilidir (Tschannen Moran, vd., 1998). Oz yeterlik inanci,
Ogretim ortamindaki disiplinin saglanabilmesini ve ders siirecinin ne kadarinin derse ayrilabilecegini
etkilemektedir. Dislik 6z yeterlik inancina sahip 6gretmenler, 6grencilerin 6grenebilmesi konusunda daha
karamsar olmakta ve istenmeyen davranislarin diizenlenmesi noktasinda daha fazla giicliik cekmektedir (Caprara
vd., 2003; Caprara et.al, 2006; Klassen ve Chiu, 2011; Collie, Shapka ve Perry, 2012). Diger bir yandan, yiiksek 6z
yeterlige sahip 6gretmenler, zorlu 6grencilerle ¢alisma konusunda daha kararl olmaktadir (Skaalvik ve Skaalvik,
2007). Dolayisiyla 6gretmen 6z yeterligi, 6grencilerin motivasyonu ve akademik basarilarini etkilemektedir

(Oppermann vd., 2019).

Arastirmalar 6gretmen 06z yeterligi ile 6gretmenlerin is doyumu (Avanzi vd., 2013; Skaalvik ve Skaalvik, 2010;
Caprara vd.,, 2003), motivasyonu (Tschannen -Moran vd., 1998) ve baglligi (Chesnut ve Burley, 2015) arasinda
pozitif yonli anlaml iliskiler bulundugunu gostermektedir. Yiksek 6z yeterlige sahip Ogretmenler, is
yasamlarinda daha az stres ve tiikenmislik yasamakta (Betoret, 2009), planlama ve organizasyon yapmada daha
etkili olup, yeni fikirlere, yeni 6gretim yontemlerine daha agik olmaktadir (Avanzi vd., 2013; Tschannen-Moran
ve Woolfolk Hoy, 2001; Simbula vd., 2011). Ogretmen 6z yeterligi, 68retmenlerin zorluklar karsisinda ki

gosterecekleri cabayi ve direnci artirmaktadir (Gibson ve Dembo, 1984; Podell ve Soodak, 1993).

Ogretmenligin, 6gretimin planlanmasi, sunulmasi, degerlendirilmesinin yani sira 8grenmeye uygun acik bir iklim
olusturulmasi, sinifin disiplin ortaminin saglanmasi, 6grencilerin kendilerini ifade edebilecekleri iletisim

kanallarinin sunulmasi gibi pek ¢ok unsuru kapsamasi ¢ok boyutlu olarak incelenmesini gerektirmektedir. Bu
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dogrultuda Tschannen-Moran ve Woolfolk Hoy (2001) ¢ok boyutlu bir 6gretmen 6z yeterlilik gergevesi
olusturmustur. Bu gerceveye gore 6gretmen 06z yeterlilikleri, sinif yénetimi, 6gretim ve 6grenci katilimi olarak (g
temel boyuta ayrilmaktadir. Alanyazindaki pek ¢ok arastirma da 6gretmen 6z yeterligini bu ¢ temel boyut icinde
ele almistir (Klassen vd., 2009; Pfitzner-Eden vd., 2014; Tschannen-Moran ve Hoy, 2001; Vieluf, Kunter ve Van de
Vijver, 2013).

Ogretimdeki 6z yeterlik, 6gretmenlerin farkl kosullara uygun alternatif 6gretim uygulamalarini, agiklamalari ve
degerlendirme stratejilerini kullanabilmelerine dair inanglarini yansitmaktir. Odrenci katilimi icin 6z yeterlik,
O0gretmenlerin, 6grencilerine duygusal ve biligsel destek verebilme ve 6grencileri 6grenmeye motive edebilme
yeterliklerine iliskin inanglarini ifade etmektedir. Son olarak, sinif yénetimi 6z yeterligi, 6gretmenlerin diizenli bir
O6grenme ortami olusturma ve istenmeyen 6grenci davraniglarini etkili bir sekilde yonetme yeterlikleri hakkindaki

inanglarini ifade etmektedir (Brouwers ve Tomic, 2000).

Sinif ydnetimi; 6gretmenlerin, 6grencilerin 6§renmesini kolaylastirmak igin 6gretim ve siniflari etkin bir sekilde
organize etmek icin gerceklestirdikleri tim eylemleri ifade etmektedir (Emmer ve Evertson, 2009; Evertson ve
Emmer, 2009; Evertson ve Weinstein, 2006; Woolfolk, 2010). Sinif yonetimi; 6gretme siirecini, 6grenci
davranislarini ve sosyal etkilesimi bir blitiin olarak etkin bir bicimde koordine etme ve yénetme gabasidir (Burden,
2000). Sinif yonetimine iliskin sorunlar, 6gretmenlerin egitimle ilgili endiseleri listesinde st siralarda yer

almaktadir (Martin, Yin, ve Baldwin, 1998a; Goyette vd., 2000).

Ogretmenlerin sinif diizenini korumak icin gerekli eylemleri yiiriitme yeteneklerine olan inanglari sinif yénetimi
6z yeterlik inanglari olarak tanimlanmaktadir (Brouwers ve Tomic, 2000, s. 242). Oz yeterligin davranislar
Uzerindeki etkisi ve 6z deger teorisinin varsayimlarina paralel olarak, sinif yénetiminde dusuk 6z-yeterlik,
O0gretmenlerin siniftaki istenmeyen davraniglarin olumsuz etkilerine karsi daha kirilgan olmasina ve gigliklerle
basa ¢ikma becerilerinin daha dusiik olmasina yol agabilmektedir (Bandura, 1997). Yetersizlik inanci, durumlarin
oldugundan daha olumsuz algilanmasina neden olabilmektedir. Dicke vd., (2014) sinif disiplinini daha iyi
saglayabilecegini dusinen o6gretmen adaylarinin sinif i¢i davranislara iliskin daha az rahatsizlik bildirdigini

saptamistir.

Ogretmenlerden sinif yénetimi kapsaminda &gretimi planlamanin ve diizenlemenin yani sira, 6grencilerin
o6grenmelerini olumsuz etkileyen kot davranislara uygun stratejilerle miidahale etmeleri beklenmektedir.
Siniftaki istenmeyen davranislarin diizenlenmesi yani disiplin ikliminin saglanmasi, ders igerisinde disipline ayrilan
zamanin azalmasi ve dgrenmeye daha fazla zaman ayrilmasi anlamina gelmektedir. Ogretmenin istenmeyen
davranislarla etkili bir sekilde basa c¢ikabilmesi, ders siiresinin verimli bir sekilde kullanilip kullanilmadigini
etkilemektedir (Cerit, 2011). Sinifta disiplin ortami saglanamadiginda 6gretmenler zamanlarini 6gretime
harcamak yerine istenmeyen davranislara miidahale etmek igin ayirmis olacaktir. Sonug olarak bu durum

ogretimin kalitesini ve 6grencilerin 6grenme dizeyini olumsuz etkileyecektir.

Alanyazindaki ¢alismalar 6gretmen 6z-yeterligi ile etkili sinif yonetimi ve 6gretim ve 6grenme etkinlikleri arasinda

anlamh bir iliski oldugunu saptamistir (Gibson ve Dembo, 1984; Tschannen-Moran vd., 1998). Bir 6gretmenin
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sinif ydnetimi 6z yeterlik inanci, sinifi yonetmek igin nasil girisimde bulunduracagini etkileyebilmektedir (Henson,
2003; Henson ve Chambers, 2005). Henson (2003), 6gretmenlerin 6z-yeterlik inanglari ile sinif ydonetimi arasinda
manidar bir iliski oldugunu, 6gretmenin 6z yeterlik inanglarinin sinif yénetimi davranisini etkidigini belirtmistir.
0Oz yeterlik inanci yiiksek olan 6gretmenlerin, daha hiimanist ve daha az kontrolcii sinif yénetimi tercih etme
egiliminde olduklari (Henson, 2003; Woolfolk ve Hoy, 1990) ve ayni zamanda daha olumlu davranis yonetimi
stratejileri kullandiklari gézlemlenmistir (Emmer ve Hickman, 1991). Sinif yénetimi davranislari ile ilgili olarak,
yeterlik inanci ylksek 6gretmenler, sinif igi istenmeyen davranislar sonrasinda 6grencileri daha az elestirmekte

(Gibson ve Dembo, 1984) ve miidaheleci yaklasimlari daha az tercih etmektedir (Henson, 2003).

Etkili sekilde yonetilen siniflarda 6grenme etkinliklerine daha fazla zaman ayrilmakta, 6grenciler, 6grenmeye
daha fazla erisebilmekte ve 6grenmelerini daha iyi diizenleme ve ydonetme becerisine sahip olmaktadir (Woolfolk,
2010). Sinifta disiplin ikliminin saglanamamasi ve istenmeyen davranislar sergileyen 6grencilerin bulunmasi,
Ogretmenler Uzerinde de olumsuz bir etkiye sahiptir (Bakker vd., 2007; Boyle vd., 1995; Chang ve Davis, 2009;
Evers vd., 2004; Ferguson, Frost, ve Hall, 2012; Friedman, 2006). Friedman’in (2006) 6gretmen stresini inceledigi
¢alismasinda tikenmisligin, diisik akademik 6grenci basarisi, yeni materyallerin yoksunlugu gibi 6gretimsel
sorunlardan degil sinif yonetimi sorunlari ve problemli 6gretmen-6grenci iliskileri gibi sosyal-psikolojik
nedenlerden kaynaklandigini géstermistir. Benzer sekilde Boyle vd., (1995) istenmeyen 6grenci davranislarinin
O0gretmen stresi Uzerinde anlamli etkisinin oldugunu ortaya koymustur. Calisma sonuglari birlikte ele alindiginda,
sinif disiplininin saglanmasi hem 6gretmen iyi olusu hem de 6grencilerin 6grenme dulzeyinin ve akademik

basarilarinin artmasinda etkili olmaktadir

Etkin bir sinif yonetimi, sinif ici istenmeyen davranislarin kontrol altina alinmasini yani disiplin ikliminin
saglanmasini ve ders siresinin gercekten 6grenmeye ayrilmasini saglayabilir. Bu anlamda egitimde istenen
sonuglara ulasiimasinda sinif yénetiminin ve 6gretmenlerin bu konudaki 6z yeterliklerinin dikkatle ele alinmasi
gerekmektedir. Bu dogrultuda, bu c¢alismada 6gretmenlerin sinif yonetimi 6z yeterlik inanglari ile disipline

ayirdiklari zaman arasindaki iliskide disiplin ikliminin araci roliinlin incelenmesi amaglanmistir.

YONTEM

Bu bolimde arastirma modeli, arastirma grubu, arastirma verileri ve veri analizine iliskin bilgiler sunulmustur.
Arastirma icin Yozgat Bozok Universitesi etik komisyonundan gerekli izin alinmistir (Tarih: 23.12.2020; Karar

no:17/11).

Arastirma Modelleri

Bu arastirma kapsaminda 6gretmenlerin sinif yonetimi 6z yeterlik algilari ile sinif disiplinine ayirdiklari zaman
arasinda sinif ici disiplin ikliminin araci rolii incelenmistir. Araci iliskinin arastirilmasi amaciyla iki model
kurulmustur. Bunlardan ilki bagimsiz ve bagimli degisken arasi iliskinin araci degiskenin yoklugunda incelendigi
Model 1, digeri ise bagimsiz ve bagimli degisken arasi iliskinin araci degiskenin varliginda incelendigi Model 2’dir.

Arastirmanin modelleri Sekil 1'de verilmistir.
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Sinif yonetimi Disipline Sinif Disipline
. " P —) P
0z yeterligi ayrilan zaman yonetimi 6z ayrilan zaman
veterligi
Algilanan
disiplin iklimi A

Sekil 1. Arastirma Modelleri (Model 1 ve Model 2)
Arastirma Grubu

Arastirma grubu TALIS 2018 uygulamasi Turkiye 6rnekleminden olusmaktadir. Tlrkiye 2018 verisinde Uluslararasi
Standart Egitim Siniflamasina [International Standart Classification of Education] gére ISCED1, ISCED2 ve ISCED3
diizeyinde gorev yapan 6gretmenlerin TALIS anketine verdikleri yanitlar bulunmaktadir. Calisma kapsaminda ele
alinan algilanan disiplin iklimi ve disipline ayrilan zaman’a iliskin veriler hedef (target) siniflar Gzerinden
toplanmistir. TALIS anketinde 15 yasindaki 6grencilerin bulundugu siniflarin hepsi yani ISCED2 ve ISCED3 duzeyi
hedef (target) siniflar olarak tanimlanmistir. Bu nedenle mevcut ¢alismanin arastirma grubu ISCED2 ve ISCED3
diizeyinde gorev yapan 6gretmenler ile sinirlandiriimistir. Calisma grubu 12202 6gretmenden olusmaktadir.
Yapilan analizler sonucunda 8947 6lcegin analize uygun oldugu gorilmustir. Katihmcilarailiskin veriler Tablo 1'de

sunulmugtur.

Tablo 1. Katilimcilara lliskin Veriler

Degisken N
Cinsiyet Kadin 6106
Erkek 6096

ISCED 3’ten dusik 44

ISCED 3 22

ISCED 4 53

Eéltlm duzeyl ISCED 5 120
ISCED 6 10159
ISCED 7 1738

ISCED 8 66
Calistiklar kurum ISCED 2 3844
ISCED3 8358

Arastirmanin Verileri

Bu arastirmada TALIS 2018 uygulamasi 6gretmen anketinden elde edilen veriler kullanilmistir. TALIS anketinde
bulunan sinif yonetimi 6z-yeterlik Olgegi, algilanan disiplin iklimi Olgegi ve disipline ayrilan zaman arastirma

verileri olarak kullanilmistir.
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Sinif yénetimi 6z yeterlik Slcegi (SYOYO): Ogretmenlerin sinif ydnetimdeki yeterliklerini belirlemek lzere
gelistirilmistir. SYOYO, “hi¢”, “biraz” “olduk¢a” ve “cok” seklinde derecelendirilmis olup dért maddeden
olusmaktadir. Olgekten alinacak yiiksek puanlar 6gretmenlerin sinif yénetimine dair 6z yeterlik inanglarinin
yiiksek oldugu anlamina gelmektedir. Olcege ait Omega katsayisi .901; DFA sonucunda uyum degerleri CFI=.996,
TLI=.998, RMSEA=.031 ve SRMS=.009 olarak raporlanmistir (OECD, 2019).

Algilanan disiplin iklimi 6lcegi (ADIO): Ogretmenlerin sinif disiplinlerine iliskin algilarini betimlemek (izere
gelistirilmistir. ADIO, 4’li Likert seklinde olup dért maddeden olusmaktadir. Her bir madde “kesinlikle
katiimiyorum” ile “kesinlikle katiliyorum” arasinda isaretlenebilmektedir. Olcekten alinacak yiiksek puanlar sinif
disiplininin diisiik oldugu anlamina gelmektedir. Olgege ait Omega katsayisi .874; DFA sonucunda uyum degerleri
CFl=.996, TLI=.907, RMSEA=.075 ve SRMS=.018 olarak raporlanmistir (OECD, 2019).

Disipline Ayrilan Zaman (DAZ): DAZ, sinifta 6grencilerin disiplini icin ne kadar siire ayrildigini ifade etmektedir.

Ogretmenler bu soruya girdikleri son derse gére cevap vermislerdir ve DAZ ylizde olarak ifade edilmistir.
Verilerin Analizi

Araci degisken ile yapisal esitlik modellemesine baslanmadan o6nce vyapisal esitlik modeli (YEM)'nin
kullanilabilmesi igin gerekli varsayimlar test edilmistir. Bu amagla oncelikle tek degiskenli u¢ degerler
incelenmistir. Z degeri -3.0 ile +3.0 araligi disinda kalan veriler analizden g¢ikarilmistir (Raykov ve Marcoulides,
2008). Ayrica ¢ok degiskenli ug degerlerin belirlenmesi amaciyla verilerin Mahalanobis uzakliklari hesaplanmis ve
kritik deger (p<.001) disinda kalan veriler silinmistir. Bu islemler sonucunda 8947 katilimciya ait veri setindeki
Olcek toplam puanlari lizerinden garpiklik ve basiklik degerleri hesaplanmistir. Hesaplanan degerlerin kabul
sinirlari icerisinde oldugu (-1.5 ve +1.5) arasinda oldugu belirlenmis ve veri dagiliminin normal oldugu kabul

edilmistir (Tabachnick ve Fidell, 2013).

Yapisal model &ncesi &lgeklerin faktdr yapilar incelenmistir. Tek faktérlii SYOY 6lgegininin faktér yiikleri,

aciklanan varyans oranlari ve givenirlik katsayisi Tablo 2’de verilmistir.

Tablo 2. Sinif Yonetimi Oz-Yeterlik Olgeginin Faktdr Yapisi

Maddeler Faktor yiikleri
Siniftaki istenmeyen davraniglari kontrol edebilme .700
Ogrenci davraniglariyla ilgili beklentimi agikca ifade edebilme .575
Ogrencilere sinif kurallarina uymasini saglayabilme .746
GUraltald ya da rahatsiz edici davranista bulunan 6grenciyi sakinlestirebilme 713

Aciklanan varyans: %68.361, Cronbach «=.845

Tek faktorli ADI yapiya dlgeginin faktér yiikleri, aciklanan varyans orani ve giivenirlik katsayisi Tablo 3’te

verilmistir.
Tablo 3. Algilanan Disiplin iklimi Olceginin Faktdr Yapisi
Maddeler Faktor yukleri
Ders basladiginda 6grencileri sakinlestirmek igin uzunca bir stire beklemem 731
gerekir.

Bu siniftaki 6grenciler keyifli 5grenme ortami olusturmaya 6zen gosterirler. 444
Ogrencilerin dersi béimesi nedeniyle ¢ok fazla zaman kaybederim. .812

Bu sinifta ¢ok fazla rahatsiz edici ses olur. .782

Agiklanan varyans: %69.263, Cronbach «=.848
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Tablo 2 ve Tablo 3’te goriildiigu lizere arastirmada kullanilan élgeklerin faktor ylkleri ve glivenirlikleri alanyazinda
belirtilen kabul sinirlari igerisindedir (Tabachnick ve Fidell, 2013). Sinif yonetimi 6z yeterlik inancinin disipline
ayrilan zaman Uzerindeki etkisini incelemek amaciyla yapisal esitlik modellemesi (Model 1) yapilmistir. Sinif
yonetimi 6z yeterlik inanci ile disipline ayrilan zaman iligskisinde disiplin ikliminin araci rolliniin incelenmesi igin
araci degisken ile yapisal model (Model 2) kurulmustur. Araci degiskenin etkisinin belirlenmesi amaciyla 1000
dzyiikleme (bootstrap) yapilmistir. Ozyiikleme (bootstrap) yontemiyle belirlenen dolayli etkinin anlamliligina,

hesaplanan gliven araligi alt ve st sinirinin sifir (0)'1 kapsamasina gore karar verilmistir (Preacher ve Hayes, 2008).

Aracilik modelinde, bagimsiz degiskenin araci degisken ile bagimli degisken; araci degiskenin de bagimli degisken
ile istatistiksel olarak anlamli bir iliskisi olmasi beklenmektedir. Degiskenler arasindaki iliskilerin ¢coklu baglantiya
neden olacak kadar ylksek olmamasi beklenmektedir. Cok yiksek iliskiler (0,80 ve tizeri) coklu baglanti problemi
oldugunu gostermektedir (lacobucci vd., 2008). Tablo 3’de verilen korelasyon degerleri incelendiginde ¢oklu

baglanti probleminin olmadigini ve degiskenler arasinda aracilik modelinin kurulabilecegini gortlmistiir.

Tablo 4. Araci Degisken ve Bagimli, Bagimsiz Degisken Arasi iliskiler

SYOY ADI DAZ
SYoy -0.238** -121%**
ADI .506**

**p<.01

Arastirmada betimsel istatistikler ve agimlayici faktor analizi igin SPSS 23.00 programi, yapisal esitlik modellemesi
icin ise MPLUS 7 programi kullanilmistir. Modellerin uyumu incelenirken x2, x2/sd, RMSEA, CFl, SRMR ve TLI
degerleri ele alinmistir. x2/sd degerinin 2 ve daha distik olmasi iyi uyum, 5’e kadar ise kabul edilebilir olarak
degerlendiriimektedir. Ancak kay kare testi buyik érneklemlerde Tip 1 hatayi arttirmaktadir ve kullanilmasi dogru
degildir (Schermelleh-Engel, Moosbrugger ve Miiller, 2003). Bu nedenle ¢alisma kapsaminda kay kare uyum testi
rapor edilmistir ancak uyum kriteri olarak kabul edilmemistir. Diger uyum indekslerinden olan CFl ve TLI'nin
degerlendirilme arahigi .95 - 1.00 degerleri arasinda iyi uyum; .90 - .95 degerleri arasinda kabul edilebilir uyum
olarak degerlendirilmektedir (Baumgartner ve Homburg, 1996; Marsh vd., 2006; Kline, 2011; Wang ve Wang,
2012). Uyum igin incelenen diger indexlerden RMSEA ve SRMR’nin .05 ve daha disik olmasi iyi uyum, degerin
.08’e kadar deger almasi kabul edilebilir olarak degerlendirilmistir. .10 ve Uzeri ise modelin zayif uyumu olarak

yorumlanmistir (Browne ve Cudeck, 1993).

BULGULAR

Sinif yonetimi dzyeterliginin (bagimsiz degisken), disipline ayrilan zaman (bagiml degisken) lizerindeki etkisinin

incelendigi yapisal model Sekil 2’de verilmistir.
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Sekil 2. Model 1: Sinif Yonetimi Oz Yeterliginin Disipline Ayrilan Zamani Yordama Giicii

Sekil 2’de gorildigi Gzere, Model 1’in uyum indeksleri degerlendirildiginde model uyumumun kabul edilebilir
oldugu (x*>=151,193 x? /sd = 30,238, AGFl= .90, RMSEA=.057, CFl=.989, SRMR = .016, TLI=.979) ve sinif ydnetimi

Ozyeterliginin disiplinine ayrilan zamani yordama diizeyinin (B=-.129, p<.001) manidar oldugu gorilmustiir.

Sinif yonetimi 6zyeterligi ile disipline ayrilan zaman arasinda algilanan disiplin ikliminin araci rolinin incelenmesi
amaciyla Model 2 kurulmustur. Araci modelde araci degisken algilanan disiplin iklimi ve bagimsiz degisken sinif
yonetimi 6zyeterligi arasinda istatistiksel olarak anlamli bir iliskinin olmasi beklenmektedir. Ayrica sinif yonetimi
Ozyeterligi (bagimsiz degisken) kontrol edildiginde algilanan disiplin ikliminin (araci degisken) disipline ayrilan
zamani (bagimli degisken) anlamh bir yordayicisi olmasi beklenmektedir. Modeldeki aracilik rollinln
saptanabilmesiicin araci degisken kontrolde tutuldugunda bagimsiz degisken sinif ydnetimi 6zyeterligi ile bagimli
degisken algilanan disipline ayrilan zaman arasinda iliskinin anlamsiz veya miktarinda azalma olmalidir. Sekil 3’te
sinif ici disipline ayrilan zaman ve sinif ici disiplin ikliminin iliskisinde, sinif ydnetimi 6z yeterliginin aracilik etkisinin

gozlemlendigi yapisal esitlik modeli verilmistir.
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Sekil 3. Model 2: Sinif Yénetimi Oz Yeterliginin Aracilik Etkisi
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Araci modelin uyum indeksleri (x> =546.637, x> /sd = 21,86, RMSEA= .048, CFl= .985, SRMR = .025, TLI= .978)
incelendiginde model uyumunun iyi dizeyde oldugu saptanmistir. Tablo 4’de aracilik modeline iliskin yol

katsayilari ve 6zylikleme (bootstrap) gliven araligi sunulmustur.

Tablo 4. Aracilik Modeline iliskin Yol Katsayilari Ve Bootstrap Giiven Aralig

%95 gliven araligl

B SHpg B Alt limit ~ Ust limit
ADI « syoy -.328 .017 -.259%*
DAZ<ADI 10.483 227 521%*
DAZ« SYQY (Dogrudan etki) 131 .285 .005
DAZ<SYOY (Toplam etki) -3.309 .329 -.130**
DAZ« ADI « SYOY (Dolayl Etki) -3.440 194 -.135%* -.149 -.120

**p<0.001
ADI: algilanan disiplin iklimi; DAZ: disipline ayrilan zaman; SYOY: sinif ydnetimi 6z yeterligi

Baron ve Kenny‘nin (1986) 6nerdigi aracilik etkisine gore Tablo 4’de verilen standardize edilmis regresyon
katsayilari incelendiginde; sinif yonetimi 6zyeterliginin algilanan disiplin iklimini ( B=-.259, p<.001), algilanan
disiplin ikliminin de disipline ayrilan zamani (B=.521, p<.001), anlaml bir sekilde yordadig gorilmistir. Araci
degisken olan sinif yonetimi 6zyeterligi modele eklendiginde sinif yénetimi 6zyeterliginin sinif igi disipline ayrilan
zamani yordama dizeyinin (B=.005, p>.001) distugl ve istatistiksel olarak anlamsizlastigi goralmustir. Bu
bulgulara dayanarak algilanan disiplin ikliminin, disipline ayrilan zamanin kestirilmesinde araci role sahip oldugu
soylenebilir. Aracilik rolinin anlamhligr 6zyikleme (bootstrap) yontemi ile belirlenmistir. %95 glven aralig
icerinde sifirin bulunmamasindan (-.149, -.120) kaynakl sinif igi disiplin ikliminin tam araci bir etkiye sahip oldugu

soylenebilir.
TARTISMA ve SONUG

Ogretmenlerin sinif yénetimi 6z yeterliginin sinif ici disipline ayirdiklari zaman iliskisinde algilanan disiplin
ikliminin araci etkisinin incelendigi bu calismada sinif yonetimi 6z yeterliginin algilanan disiplin ikliminin anlamli
bir yordayicisi oldugu, sinif ici disiplin ikliminin de sinif ici disipline ayrilan zamanin anlaml bir yordayicisi oldugu

gorialmustar.

Arastirmanin bulgularina gére 6gretmenlerin sinif ydonetimi 6z yeterlikleri arttik¢a algilanan disiplin iklimi olumlu
yonde etkilenmektedir. Oz yeterlik inanci yiiksek olan dgretmenler, basarabileceklerine inanarak hedeflerini
gerceklestirme konusunda daha azimli ve disiplin sorunlari gibi sinif i¢i istenmeyen davranislara daha direngli
olmaktadir (Gibson ve Dembo, 1984; Podell ve Soodak, 1993). Algilanan disiplin iklimi dlgeginden elde edilen
ylksek puanlar, sinif disiplininde sikinti yasandigi anlamina yani sinifin disipline edilemedigine isaret etmektedir.
Bu bulguya benzer sekilde sinif yonetimi 6z yeterliginin disiplin ile iliskisine yonelik calismalar bulunmaktadir.
Woolfolk ve Hoy (1990) 6gretmen 6z yeterligi ile 6gretmenlerin 6grenci kontrol ideolojileri arasinda anlamli bir
iliski oldugunu saptamistir. Dusilik 6z yeterlik inancina sahip 6gretmenler, 6grencileri elestirmeye daha yatkinken
ylksek 6z yeterlik inancina sahip 6gretmenlerin dogru davranislari vurgulayarak 6grenciyi gururlandirmayi ve
olumlu bir disiplin iklimi olusturmay:i tercih ettikleri saptanmistir (Gibdon ve Dembo, 1984). Bandura (1997)

bireyin gercekten sahip oldugu becerilerden ziyade, yapabileceklerine iliskin 6z yeterlik inanglarinin davranislari
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aciklamada daha etkili oldugunu belirtmistir. Bu dogrultuda disiik dizeyde sinif yonetimi 6z yeterlik inanci olan

o6gretmenlerin sinifta disiplin ikliminin daha olumsuz olmasi agiklanabilmektedir.

Arastirmanin bir diger bulgusu ise algilanan disiplin ikliminin disipline ayrilan zamanin anlamh bir yordayicisi
oldugudur. Algilanan disiplin iklimi olumsuz oldukga, disipline ayrilan zaman da artmaktadir. Basaril bir 6gretim
icin disiplin kritik bir dneme sahiptir. Disiplin, olumlu bir sinif iklimi olusturulabilmesi ve akademik basarinin
saglanabilmesi icin temel unsurdur (Masitsa, 2008). Bu nedenle 6gretmenlerin 6gretim slrecine iliskin kaygi
yasadiklari konulardan biri sinifta disiplinin saglanabilmesidir (Eshetu, 2014). Ogretmenler, sinif etkinliklerinin
hedefine ulasabilmesi icin dncelikle disiplinli bir 6gretim ortami olusturmaya ¢alismaktadir. Bu dogrultuda
algiladiklari disiplin iklimi ne kadar olumsuzsa disiplin ortaminin olusturulmasi icin daha fazla zaman

harcamaktalardir.

Arastirma kapsaminda sinif ydnetimi 6z yeterlik algisinin, disipline ayrilan zaman arasi iliskide, algilanan disiplin
ikliminin araci roll incelenmistir. Bulgulara gore algilanan disiplin ikliminin tam araci etkisi oldugu goérilmustur.
Alanyazin incelendiginde, bu degiskenlerin aracilik iliskisinin incelendigi bir ¢calismaya rastlanmamistir. Bununla
birlikte sinif yonetimi ve disiplinde 6gretmen 6z yeterligini (Emmer ve Hickman, 1991; Khan vd., 2015), 6gretmen
0z yeterligiile sinif ydonetimi becerilerini (cerit, 2011; Tilfarlioglu ve Ulusoy, 2012) ele alan ¢alismalar sinif yonetimi
0z yeterlik algisinin olumlu disiplin iklimine sahip siniflar olusturulmasinda etkili oldugunu goéstermektedir.
Disiplin iklimi saglanmis siniflarda 6gretmenler zamanlari disiplin icin degil gercek 6grenme etkinliklerine
ayiracaktir. Bu durum 6gretimin niteligini ve akademik sonuglari olumlu sekilde etkileyecektir. Alanyazinda, sinif
disiplininin akademik basari lzerindeki olumlu etkisini saptayan ¢alismalar bu bulguyu desteklemektedir

(Masitsa, 2008; Eshetu, 2014; Ma &Willms, 2004; Ning vd., 2015).

Egitimde hedeflere ulagilabilmesi, 6grenci 6grenmelerinin istendik dizeyde gerceklesebilmesi ile mimkinddr.
Bu dogrultuda 6gretim ortamlarinin diizenli ve disiplinli olmasi ve 6gretim slirecinde 6grenmeye daha fazla
zaman ayrilmasi beklenmektedir. Tlrkiye'nin gerek ulusal gerek uluslararasi sinavlarda basarisini artirabilmesi
icin derste 6grenmeye ayrilan zamanin hem niceliksel hem de niteliksel olarak artiriimasi gerekmektedir. Bunun

icin siniflarda disiplin ikliminin saglanabilmesi ve disipline ayrilan zamanin en aza indirilmesi beklenmektedir.
ONERILER

Bu ¢alismada sinif yonetimi 6z yeterliginin sinifta disiplin ikliminin saglanmasi ve disipline ayrilan zamanin
azaltilmasi ile anlaml bir iliskisi oldugu ve sinif ydonetimi 6z yeterliginin algilanan disiplin iklimi araciligi ile disipline
ayrilan zamanin belirlenmesinde 6nemli bir katkiya sahip oldugu ortaya koyulmustur. Calisma sonuglarina
dayanarak sinif yonetimi 6z yeterliginin artiriimasi icin ilgili alanda mesleki gelisim programlarinin diizenlenmesi,
sinif yonetimine iliskin paylasimlarin yapilabilecegi meslektas toplantilarinin organize edilmesi ve 6gretmenlerin
kendilerini rahathkla ifade edebilecekleri saglkli ve agik bir okul ikliminin olusturulmasi 6nerilebilir. Mevcut
calisma farkh Glkelerin verileri Gzerinden yinelenip karsilastiriimali galismalar yardtilebilir. Ayrica disipline ayrilan

zamani belirleyen baska degiskenler ile de ¢alismalarin yiiritilmesi alanyazina katki saglayabilir.
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Etik Metni

Bu makalede dergi yazim kurallarina, yayin ilkelerine, arastirma ve yayin etigi kurallarina, dergi etik kurallarina

uyulmustur. Makale ile ilgili dogabilecek her tirli ihlallerde sorumluluk yazarlara aittir.

Yazarlarin Katki Orani Beyani: 1. yazarin bu makaleye katki orani %50; 2. yazarin bu makaleye katki orani %50’dir.
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