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Abstract
This study aimed to determine preschool teachers' self-efficacy belief levels and their classroom management skills and to examine the relationship existing between them. The research, which was designed according to the correlational survey model, was conducted on 274 preschool teachers. Descriptive statistics, inferential statistics, and correlational statistics were used to analyze the data collected via the “Self-Efficacy Belief Scale of Pre-Service Teachers” and “Classroom Management Skills Scale for Pre-Service Teachers”. The findings of the study revealed
that preschool teachers' self-efficacy belief levels and classroom management skills were high, and affected by teachers' age, seniority, type of
school, and the number of children in the class. In addition, the findings of the study revealed that there were positive, moderate, and strong
relationships between preschool teachers' self-efficacy and professional skills and classroom management skills. The moderate positive relationship between teachers' self-efficacy belief and classroom management skills showed that the qualities achieved in these two areas affected
each other.
Keywords: Preschool Teacher, Self-Efficacy Belief, Classroom Management Skills

Introduction
Self-efficacy belief appears to be the main factor in determining the causes of an individual's behavior and the changes in his/her behavior (Henson, 2001; Gençtürk, 2008). As
a concept, self-efficacy belief was expressed by Bandura
(1977) within the “social learning theory” as “the belief that
individuals can plan, organize, and execute the actions that
they need to perform a certain performance”. Teachers’ existing capacities that can be used in the learning process of
the pupils and their belief about the sufficiency of these capacities constitute teachers' self-efficacy belief (Babaoğlan &
Korkut, 2010; Tschannen-Moran & Woolfolk-Hoy, 2001). The
knowledge, skills, and attitudes of teachers play an important role in these beliefs (Demirtaş, Cömert, & Özer, 2011;
Gokmen et al., 2016). In this context, self-efficacy belief is
also the source of personal development and change that
will enable the teacher to have the necessary qualities (Gömleksiz & Serhatlıoğlu, 2013). Concurrently, self-efficacy belief
level is effective in increasing motivation (Shunk, 1991) and
in achieving success (Yılmaz, Tomris, & Kurt, 2016). Therefore, self-efficacy belief level will be effective on the negative
or positive attitudes of the individual towards a certain field
(Şenol & Ergün, 2015).
Educational practices, the processes of organizing classroom
environment and creating a classroom atmosphere, may
differ by teachers' self-efficacy belief levels. (Gibson & Dem
bo, 1984; Şenol & Ergün, 2015; Yılmaz, Gerçek, Köseoğlu, &
Soran, 2006). Teachers' self-efficacy belief has a significant
impact on the development and application of different
solution strategies in identifying and solving problems in the
educational environment. Therefore, teachers’ self-efficacy
belief ensures that they perceive themselves as sufficient
(Özdemir, 2008; Üstüner, Demirtaş, Cömert, & Özer, 2009).
A low self-efficacy belief level causes a decrease in pupils’
learning levels due to teachers' occupational burnout (O'Neill
& Stephenson, 2011), whereas teachers with high self-efficacy belief levels appear to affect the academic achievement of
the pupils (Goddard & Goddard, 2001; Gömleksiz & Serhatli-

oglu, 2013; Senol & Ergun, 2015; Tschannen-Moran & Woolfolk-Hoy, 2001), their motivation, and self-efficacy belief (Babaoğlan & Korkut, 2010; Gökmen et al., 2016; Üstüner et al.,
2009) along with professional achievement. In other words,
teachers increase children motivation towards learning and
help them to develop positive attitudes towards themselves
(Midgley-Feldlaufer & Eccles, 1989). Studies conducted to investigate teachers' self-efficacy and its effects showed that a
positive classroom atmosphere has a positive effect on children (Goddard & Goddard, 2001; Üstüner et al., 2009). In a
study conducted on 135 children receiving preschool education, Justice, Mashburn, Hamre, and Pianta (2008) concluded
that there is a positive relationship between teacher self-efficacy and children's literacy skills. This can be explained
with the fact that teachers with high self-efficacy belief levels
have a more humanistic approach towards children and with
their development in planning and organizing child-centered
learning activities (Goddard & Goddard, 2001; Guo, Shayne,
Piasta, Laura, Justice, & Kaderavek, 2010; Woolfolk-Hoy &
Hoy, 1990).
When compared, teachers with strong self-efficacy perceptions tend to use more organized and better-planned class
strategies than those with low self-efficacy belief levels
(Goddary, Hoy, & Woolfolk, 2000). Therefore, there is a correlation between teachers' self-efficacy belief and classroom
management skills (Woolfolk-Hoy & Hoy, 1990). In addition
to their self-efficacy belief, teachers should have the ability
to exhibit classroom management skills with which they can
organize the educational environment (Öztürk, 2002; Jacobson, 2003; Denizel-Güven & Cevher, 2005; Getting & Kohler,
2006). Classroom management is the establishment of a motivational and participatory classroom environment for ensuring the learning of children at the highest level (Sadık & Dikici-Sığırtmaç, 2016). In other words, classroom management
includes the methods and practices used to create a learning environment targeting children's behavior and thinking
(Marzano, 2003). The good use of classroom management
skill by the teacher has a positive effect on children's behaviors and achievements, and decreases children's unwanted
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behaviors (Akgün, Yarar, & Dinçer, 2011; Aküzüm & Altunhan,
2017; Meehan, Cowley, Schumacher, Hauser, & Croom, 2003;
Miller, 2003; Oliver, Wehby, & Reschly, 2011; Özdemir, 2004;
Pianta, 1997; Sucuoğlu, 2008). In order for the teacher to be
a good class manager, he/she should possess the knowledge
of effective teaching and interventional strategies, as well as
the ability to decide the appropriate action and develop new
strategies when necessary (Açıkgöz, 2003). This is possible by
improving the teachers’ knowledge and skills in classroom
management (Duman, 2008). Research showed that teachers'
competencies had a significant effect on classroom management (Piwowar, Thiel, & Ophardt, 2013; Degol & Bachman,
2015; Denizel-Güven & Cevher, 2005). In their study involving
teachers' classroom management skills, Marzano, Marzano,
and Pickering (2003) concluded that teachers' behaviors were
more influential on the achievement of children than other factors, such as curriculum and school policies. Teachers
who use effective classroom management strategies in the
classroom have been observed to increase the pupils’ self-esteem and achievement levels and to easily solve disciplinary
problems (Meehan et al., 2003). In other words, during the
preschool period when children are in the educational environment for the first time and begin to develop their perception of the school, the classroom management skills of
the teachers have a significant effect on children's learning
(Jacobson, 2003; Sadık & Dikici-Sığırtmaç, 2016). In addition,
the classroom management skills of teachers in preschool educational institutions where children with special needs have
been included in mainstream education since 2009, is becoming more important (Başal, 2005).
The level of classroom management is affected by the attitudes and belief of teachers and children (Kagan, 1992). In
addition, teachers' self-efficacy belief levels affect their efforts
in the teaching process and their achievement of educational
objectives (Henson, 2001; Tschannen-Moran & Woolfolk-Hoy,
2001). Lorsbach and Jinks (1999) concluded that teachers
with high self-efficacy belief levels possess better time management skills, which is one of the classroom management
strategies. Büyükduman (2006) reported that self-efficacy
belief has a significant effect on the ability to create a conducive educational environment, which is considered one of
the classroom management skills. Woolfolk-Hoy (2000) stated
that possessing a high self-efficacy belief level leads teachers
to be more willing to practice and be more loyal to the profession. Similarly, studies revealed that there is a relationship between teacher self-efficacy belief and classroom management
skills (Woolfolk-Hoy & Hoy, 1990; Savran & Çakıroğlu, 2003).
Success in education is possible with the success of teachers.
This success can be achieved by ensuring that teachers have
high self-efficacy belief levels about their duties and responsibilities (Yılmaz, Köseoğlu, Gerçek, & Soran, 2004). In this
regard, considering the effect of teachers on the educational
process, it is important to analyze teachers’ self-efficacy belief
and classroom management skills and the factors affecting
these beliefs and skills.
Previous studies examined teachers’ self-efficacy belief levels
by some variables (Guo et al., 2010; Gömleksiz & Serhatlıoğlu,
2013; Kadim, 2013; Şenol & Ergün, 2015; Yılmaz et al., 2016;
Gökmen et al., 2016). Similarly, some studies revealed that
many variables affected the classroom management skills of
preschool teachers (Filcheck, Mcneil, Greco, & Bernard, 2004;
Denizel Guven & Cevher, 2005; Gezgin, 2009; Tal, 2010; Akgün et al., 2011; Carlson, Tiret, Bender, & Benson, 2011; Nur,
2012; Yeşilay Daşıran, 2013; Keles, 2013; Degol & Bachman,
2015; Dinçer & Akgün 2015; Adıgüzel, 2016; Toran & Gençgel
Akkuş, 2016; Zembat, Tunçeli, & Akşin Yavuz, 2017; Sadık &
Dikici Sığırtmaç, 2016; Aküzüm & Altunhan, 2017; Metin, Aydoğan, Kavak, & Mercan, 2017; Ekici, Günhan, & Anılan, 2017;
Şahin-Sak, Sak, & Tezel-Şahin, 2018).
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Regarding the studies conducted in Turkey, only one study
investigated the relationship between preschool teachers'
self-efficacy belief levels and classroom management perception levels (Toran, 2019). It is thought that determining the
relationship between self-efficacy belief and classroom management skill perception of preschool teachers will fill the gap
in the field and contribute to the teacher training programs to
increase the quality of preschool teachers.
Purpose of the Study
The main purpose of this study was to analyze the relationship
between preschool teachers’ classroom management skills
and self-efficacy belief levels. The following questions were
addressed within this framework:
1. What is the level of classroom management skills
and self-efficacy belief of preschool teachers?
2. Do the classroom management skills and self-efficacy belief of preschool teachers differ by their demographic characteristics (age, education level, seniority, type of school, and the number of children in the
class)?
3. Is there a relationship between the self-efficacy belief of preschool teachers and their classroom management skills (professional skills and teacher-child
interaction)?
Method
This quantitative study was conducted using the correlational survey model. According to Karasar (2003, p. 81), “correlational survey model is a research model aiming to determine
whether there is a relationship between two or more variables
and/or the extent of the relationship”.
Participations
The study population comprised 576 preschool teachers from
the central districts of Eskişehir; 257 of them worked in Tepebaşı, whereas 319 worked in Odunpazarı. Using the stratified
sampling technique, from purposive sampling methods, 275
teachers were chosen from the study population; the results
obtained from 274 teachers were reported after the data analysis. In the selection of the sample, firstly, the equation stated by Büyüköztürk, Çakmak, Akgün, Karadeniz, and Demirel
(2018) was used to select the sample size that represented
the population; the minimum sample size representing 576
teachers with a 95% confidence interval was found to be 230.
Afterward, kindergartens in primary schools and preschools in
Tepebaşı and Odunpazarı were identified, and sampling was
performed according to the weight of schools in the districts.
In this way, it was ensured that the sample represented the
population both quantitatively and qualitatively. The characteristics of the teachers are summarized in Table 1.
As shown in Table 1, 11 characteristics of 274 preschool teachers participating in the research were considered. Most, 98.9%
(n = 271), of the preschool teachers were female, and 1.1%
(n = 3) were male. As 12.4% (n = 34) of the teachers were under 30 years, 30.3% (n = 83) were 30-34 years old, 29.9% (n
= 82) were 35-39 years old, and 27.4% (n = 75) were over 40
years. The distributions of the teachers according to seniority
were checked and it was found that 11.3% (n = 31) had 0-5
years, 31.0% (n = 81) had 6-10 years, and 57.7% (n = 158) had at
least 11 years of work experience. Of the 274 teachers whose
opinions were taken within the scope of the study, 30.7% (n =
84) graduated from open education, whereas 69.3% (n = 190)
graduated from formal education. The results depicted that
majority of the teachers (93.1%; n = 255) had a bachelor's de-
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Table 1. Characteristics of the Teachers
Demographic characteristics

Sub-categories

Gender

Age

Professional seniority

Type of school graduated from

Education level

Type of school

Age group of the children in the class

Class size

Working status

%
98.9

Male

3

1.1

Less than 30

34

12.4

30-34 years old

83

30.3

35-39 years old

82

29.9

Over 40 years old

75

27.4

0-5 years

31

11.3

6-10 years

81

31

11 years and more

158

57.7

Open education

84

30.7

Formal education

190

69.3

Under-graduate

14

4.4

Graduate

255

93.1

Post-graduate

7

2.6

Kindergarten

108

39.4

Preschool

166

60.6

Three years old

13

4.7

Four years old

67

24.5

Five years old

194

70.8

15 or less

46

16.8

16 or more

228

83.2

Full-Day

270

98.5

Half-Day

4

1.5

Working time
Availability of an assistant staff

N
271

Female

Available

136

49.6

Not available

138

50.4

Permanent

250

91.2

Contracted / paid

24

8.8

gree; 4.4% (n = 14) had an associate degree, and 2.6% (n =
7) had a master's degree. A total of 39.4% (n = 108) of teachers worked in primary schools, whereas 60.6% (n = 166) of
teachers worked in preschool. Regarding the age groups of
the children in their classrooms, 4.7% (n = 13) of the teachers had 3-year-old, 24.5% (n = 67) had 4-year-old, and 70.8%
(n = 194) had 5-year-old children. Whereas 16.8% (n = 46)
of the teachers had at most 15 children in their classroom,
83.2% (n = 228) had at least 16 children. The majority of
teachers (98.5%; n = 270) were working half-day, whereas
1.5% (n = 4) were working full time. Concerning availability
of assistant staff, 49.6% (n = 136) of the teachers stated that
they had assistant, and 50.4% (n = 138) did not. Most, 91.2%
(n = 250), of the teachers work permanently, and 8.8% (n =
24) of them work on contractual base or paid.
Data Collection Method
Demographic and Profession Information Form: It consists
of the items prepared by the researcher to determine gender, age, seniority, education level, type of school graduated from, age group of children in their class, the number
of children in their class, working time and status, and the
availability of an assistant staff.
Classroom management skills scale for preschool teachers
The scale, which was developed by Dinçer and Akgün (2015)
for evaluating classroom management skills of preschool
teachers, is a 5-point Likert-type scale with 40 items. The
scale has the following two sub-dimensions: teachers' pro-

Overall
274

274

274

274

274

274

274

274
274
274
274

fessional skills and teacher-child interaction. The validity and
reliability of the “Classroom Management Skills Scale for Preschool Teachers” were tested by applying it to 520 preschool
teachers. As a result of the exploratory factor analysis, the
factor loads related to the professional skills sub-dimension
were found to be between .301 and .646, whereas factor
loads of the teacher-child interaction sub-dimension were
between .405 and .677. Accordingly, it was concluded that
the scale met the accepted validity values (Dinçer & Akgün,
2015). The reliability of the answers given for the “Classroom
Management Skills Scale for Preschool Teachers” were computed via test-retest and Cronbach’s alpha coefficient, which
was α = .88 for the professional skills sub-dimension, α =
.70 for the teacher-child interaction sub-dimension, and α =
.83 for the whole scale. Test-retest reliability coefficient was
found to be r = .87 for the professional skills sub-dimension,
r = .83 for teacher-child interaction sub-dimension, and r
=.91 for the overall score, which showed that the scale met
the reliability criteria (Dinçer & Akgün, 2015).
The scale was applied to 274 teachers to determine the
classroom management skills of preschool teachers working in the central districts of Eskişehir. Cronbach’s alpha
coefficient was calculated to determine the reliability of the
teachers’ responses to the scale. The coefficient was found
to be α = .929 for the professional skills dimension, α = .822
for the teacher-child interaction dimension, and α = .902
for the whole scale. The calculated values indicate that the
responses of the preschool teachers to the scale items are
reliable.
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Table 2. Descriptive Statistics
Scale

Sub-dimension

Self-efficacy belief scale

N

Minimum

Maximum

Mean

SD

Item average

274

129.00

185.00

169.53

13.92

4.58

Learning-teaching process

274

33.00

45.00

41.61

3.28

4.62

Communication

274

24.00

35.00

32.21

2.74

4.60

a

274

16.00

25.00

22.55

2.27

4.51

Planning

274

20.00

30.00

27.34

2.62

4.56

Organization of learning environments

274

18.00

25.00

22.99

2.01

4.60

Classroom management

274

17.00

25.00

22.87

2.06

4.57

Classroom management skills scale

274

153.00

200.00

184.13

11.72

4.60

Professional skills

274

115.00

155.00

143.30

10.35

4.62

Teacher-child interaction

274

29.00

45.00

40.83

4.24

4.54

Self-efficacy belief scale of preschool teachers

Data Analysis

The “Self-Efficacy Belief Scale of Preschool Teachers” developed by Tepe and Demir (2012) is a 5-point Likert-type scale
consisting of 37 items. Tepe and Demir (2012) applied the scale
to 862 preschool teachers for the validity and reliability study,
and conducted exploratory factor analysis on the data. As a
result of the analysis, it was found that the one-dimensional
version of the 37-item scale explained 45.78% of the total variance, whereas the multi-dimensional version, formed by six
factors, explained 65% of the total variance. The six factors in
the scale were examined in terms of content; the first factor
was named as “Learning-Teaching Process”, the second factor
“Communication Skills “, the third factor “Parental Involvement”, the fourth factor “Planning”, the fifth factor “Organization of Learning Environments”, and the sixth factor “Class
Management”. Item factor loads varied between .54 and .71
in the first factor, .55 and .78 in the second factor, .70 and .80
in the third factor, .56 and .71 in the fourth factor, .57 and .68
in the fifth factor, and .45 and .69 in the sixth factor. Concurrently, confirmatory factor analysis was performed for single
and multidimensional forms of the scale. The calculated model-fit values for the single dimensional form (X2/sd) = 3.11, p =
.00, comparative fit index (CFI) = .95, normed fit index (NFI) =
.93, standardized root mean square residual (SRMR) = .34, root
mean square error of approximation (RMSEA) = .05, goodness
of fit index (GFI) = .92, adjusted goodness of fit index (AGFI) =
.88 and multidimensional form chi-square / degree of freedom
(X2/sd) = 3.13, p = .00, CFI = .94, NFI = .92, SRMR = .52, RMSEA
= .04, GFI = .92, AGFI = .90) also indicate that the models were
validated. The reliability of the answers given by the teachers
to the scale items was calculated using Cronbach’s alpha coefficient and combined reliability coefficient (CRC). Alpha values
were calculated as α = .91 for the learning-teaching process
dimension, α = .90 for the communication dimension, α = .90
for the parental involvement dimension, α = .87 for the planning dimension, α = .88 for the organization of learning environments dimension, and α = .87 for the class management
dimension. The combined reliability coefficient was found to
vary between .95 and .97 (Tepe & Demir, 2012).

A total of 275 preschool teachers were contacted within the
scope of the research. After the answers of the teachers were
digitized, the data set was checked for missing values, but none
was found. Then, the lowest-highest values were calculated,
and incorrect data entries were corrected. After reviewing the
data set, the overall and sub-dimension scores were calculated for each scale. The z-statistic of the scores was calculated,
and an observation, showing three values, was excluded from
the data set. Skewness and kurtosis coefficients for the remaining 274 teachers were calculated, and histogram graphs
were drawn. Regarding the histogram graphs with coefficient
values between -1 and +1, it was observed that the data sets
did not start at 0 and were normally distributed. The skewness
coefficient of teachers' self-efficacy total score was found to be
-.587 with a kurtosis coefficient of -.691; skewness coefficient
of teachers' class management score was found to be -.722
with a kurtosis coefficient of -.413. Similar coefficient calculations were performed for the sub-dimensions as well.

The reliability of the answers provided by the preschool teachers who participated in this study to the self-efficacy belief
scale was also checked using Cronbach’s alpha coefficient. As
a result of the computations, alpha values were calculated as
α = .843 for the learning-teaching process dimension, α = .816
for the communication dimension, α = .774 for the parental involvement dimension, α = .862 for the planning dimension, α =
.764 for the organization of learning environments dimension,
and α = .791 for the class management dimension. In other
words, preschool teachers working in Eskişehir district centers
provided reliable answers to the scale items.
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After determining the distribution of the data set, descriptive
statistics were calculated for analyzing the data. Then, parametric and non-parametric tests were conducted according
to the demographic characteristics of the teachers to verify if
the data met the assumptions. The results were interpreted by
taking level of significance (p) as .05. The Pearson correlation
coefficient was also calculated to determine the relationship
between teachers' self-efficacy and classroom management
skills.
Findings
The findings obtained in this section are given in order of the
research questions.
Findings About Classroom Management Skills and Self-Efficacy Belief Levels of Preschool Teachers
Descriptive statistics were calculated to determine the level of
self-efficacy belief and classroom management skills of preschool teachers, and the results are shown in Table 2.
The review of Table 2 shows that the self-efficacy belief scores
of the preschool teachers working in the central districts of
Eskişehir varied between 129.00 and 185.00, and the average was calculated as 169.53 (± 13.92). It can be seen that
teachers’ classroom management skill scores varied between
153.00 and 200.00, and the average was calculated as 184.13
(± 11.72).
As the number of items in the scales and their sub-dimensions
were different, each average was scaled in the range of 1 to
5 by proportioning the overall score to the number of items.
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Table 3. Difference Statistics of the Teachers According to Age
Scale

Self-efficacy belief

Classroom management skills

Age

N

Mean

SD

Less than 30

34

164.09

16.26

30-34 years old

83

168.78

12.10

35-39 years old

82

169.38

14.38

Over 40 years old

75

172.99

13.48

Less than 30

34

181.09

13.59

30-34 years old

83

184.31

10.87

35-39 years old

82

183.45

12.01

Over 40 years old

75

186.04

11.29

Difference statistics

p

X2(3) = 11.910*

.008

F(3.273) = 1.533**

.206

* Kruskal Wallis test, **One-way ANOVA test

Table 4. Difference Statistics of the Teachers According to Seniority
Scale

Self-efficacy belief

Classroom management skills

N

Mean

SD

0-5 years

Seniority

31

165.26

14.62

6-10 years

85

168.61

13.38

11 + years

158

170.86

13.94

0-5 years

31

181.97

12.04

6-10 years

85

183.31

12.48

11 + years

158

184.99

11.22

Difference statistics

p

F(2.273) = 2.391*

.093

F(2.273) = 1.167*

.313

* (One-way ANOVA) test

Table 5. Difference Statistics of the Teachers According to the Type of School Graduated from
Scale
Self-efficacy belief
Classroom management skills

Type of School
Open education
Formal education
Open education
Formal education

N

Mean

SD

84

169.29

13.69

190

169.64

14.05

84

184.23

11.45

194

184.08

11.87

Difference statistics

p

t(272) = .192

.848

t(272) = .92

.927

* Independent samples t-test

For example, the average score (169.53) that teachers received from the self-efficacy scale was based on 37 items;
thus, it was divided by 37; whereas the average of the teaching-learning process sub-dimension was divided by 9. Based
on Tekin’s (2002) “range/number of categories” equality, the
average of 1-5 scale scores was interpreted as:
• Scores between 1.0 and 2.3 are low;
• Scores between 2.3 and 3.7 are moderate;
• Scores between 3.7 and 5.0 are high (In Likert-type
scales, the levels are accepted to be higher as the
scores approach 5.00, and lower as they approach
1.00).
In line with this information, it was determined that preschool teachers working in the central districts of Eskişehir
had high levels of self-efficacy belief (4.58) and classroom
management skills (4.60). The scores that pre-service teachers received from the sub-dimensions of the self-efficacy belief scale were also found to be high: learning-teaching process (4.62), communication (4.60), organization of learning
environments (4.60), classroom management (4.57), planning (4.56), and parental involvement (4.51). Similarly, it was
found that teachers' perceptions about the sub-dimensions
of classroom management skills, namely professional skills
(4.62) and teacher-child interaction (4.54), were also high.
Findings Related to Differentiation of Self-Efficacy Belief and
Classroom Management Skills of Preschool Teachers According
to Demographic Characteristics
Difference statistics were calculated to determine whether
the self-efficacy belief and classroom management skills of

the preschool teachers differ significantly according to the
demographic characteristics (age, seniority, type of school
graduated from, type of school in which they work, number
of children in their classrooms, availability of assistants, and
working status). Normality and homogeneity of variances
were tested before the calculations, and parametric and
non-parametric statistics were used. The results according
to the ages of the teachers are shown in Table 3.
As seen in Table 3, preschool teachers' self-efficacy belief
significantly differs by age (X2(3) = 11.910; p < .05). As a result of the multiple comparison ANOVA test, which was
performed to identify the source of the difference, it was
found that self-efficacy belief levels of teachers older than
40 years were significantly higher than those of teachers
younger than 30 years. Teachers' self-efficacy belief levels
in the learning-teaching process, communication, planning, and organization of the learning environment showed
no significant difference by age (p > .05), whereas parental involvement and classroom management self-efficacy
showed significant differences (p < .05). As a result of the
multiple comparison tests, it was found that the self-efficacy perception levels of teachers aged at least 40 years for
parental involvement and classroom management were significantly higher than those of teachers under the age of 30
years. Concurrently, it was found that 35-39-year-old teachers' self-efficacy belief levels about organizing the learning
environment were higher than those of teachers younger
than 30 years.
Table 3 reveals that the classroom management skills of
preschool teachers did not show a significant difference by
age (F(3.273) = 1.533; p > .05). Teachers' perceived professional
skills and teacher-child interaction skills did not vary significantly (p > .05).
339
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Table 6. Difference Statistics of the Teachers According to the Type of School in which They Work
Scale
Self-efficacy belief
Classroom management skills

N

Mean

SD

Kindergarten

Type of School

108

172.78

13.10

Preschool

166

167.42

14.07

Kindergarten

108

186.28

10.85

Preschool

166

182.73

12.09

Difference statistics

p

t(272) = 3.167

.002

t(272) = 2.471

.014

* Independent samples t-test

Table 7. Difference Statistics of the Teachers According to the Children in the Class
Scale
Self-efficacy belief
Classroom management skills

Number of children
15 or less
16 or more
15 or less
16 or more

N

Mean

SD

46

172.78

14.93

228

168.87

13.65

46

184.61

11.80

228

184.03

11.73

Difference statistics

p

t(272) = 1.744

.082

t(272) = .304

.761

* Independent samples t-test

Table 8. Difference Statistics of the Teachers According to the Availability of Assistant Staff in Their Classrooms
Scale
Self-efficacy belief
Classroom management skills

N

Mean

SD

Available

Assistant Staff

136

171.99

13.36

Not available

138

167.11

14.08

Available

136

185.54

12.13

Not available

138

182.74

11.18

Difference statistics

p

t(272) = 2.940

.004

t(272) = 1.985

.048

* Independent samples t-test

Table 4 depicted observed that self-efficacy belief levels of
preschool teachers did not show a significant difference by
seniority (F(2.273) = 2.391; p > .05). It was also found that the
self-efficacy belief of teachers for learning-teaching process,
communication, parental involvement, planning, organization
of the learning environment, and classroom management did
not differ significantly (p > .05).
Similarly, as Table 4 shows the classroom management skills
of preschool teachers did not show a significant difference by
seniority (F(2.273) = 1.167; p > .05). It was also found that teachers' perceived professional skills and teacher-child interaction
skills did not vary significantly (p > .05).
As Table 5 reveals self-efficacy belief levels of preschool teachers did not show a significant difference by the type of school
they graduated from (t(272) = .192; p > .05). Similarly, self-efficacy belief levels of the teachers for learning-teaching process,
communication, parental involvement, planning, organization
of the learning environment, and classroom management did
not differ significantly (p > .05).
As can be observed in Table 5, the classroom management
skills of preschool teachers did not show a significant difference by the type of school graduated from (t(272) = .092; p >
.05). It was found that teachers' perceived professional skills
and teacher-child interaction skills did not vary significantly (p
> .05).
As observed in Table 6, self-efficacy belief of the preschool
teachers who work in the central districts of Eskişehir significantly differs by the type of school in which they work (t(272)
= 3.167; p < .05). The review of the average scores showed
that the self-efficacy belief levels of teachers working in primary schools were significantly higher than those of teachers
working in the kindergarten. It was also found that teachers’
self-efficacy for parental involvement did not show a significant difference (p > .05); however, the self-efficacy belief levels
of the teachers for the organization of the learning environment, learning-teaching process, communication, planning,
and classroom management differed significantly (p > .05).
It was found that the self-efficacy belief levels of the teachers working in primary schools were significantly higher than
those of the teachers working in the kindergarten.
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Regarding the information in Table 6, it can be observed that
the classroom management skills of the teachers showed a
significant difference by the type of school in which they work
(t(272) = 2.471; p < .05). According to the average scores, it was
found that the perceived classroom management skills of
teachers who work in primary schools were significantly higher than those of teachers who work in kindergarten. Whereas
there was no significant difference in teacher-child interaction
skills (p > .05) by the type of school in which they work, it was
found that there was a significant difference in professional
skills (p < .05). Similarly, it was found that the perceived professional skills of teachers who work in primary schools were
significantly higher than those of teachers working in kindergarten.
Regarding the information in Table 7, it is observed that
self-efficacy belief levels of preschool teachers did not show
a significant difference by the number of children in the class
(t(272) = 1.744; p > .05). Similarly, self-efficacy belief levels of
teachers for learning-teaching process, communication, parental involvement, planning, and organization of the learning
environment did not differ significantly according to the number of children in the class (p > .05); however, their self-efficacy
belief levels related to classroom management differed significantly (p < .05). When average scores were reviewed, it was
found that classroom management self-efficacy belief levels
of the teachers who had at most 15 children in their class were
significantly higher than those who had at least 16 children.
Table 7 showed that the classroom management skills of preschool teachers did not show a significant difference by the
number of children in the class (t(272) = .304; p > .05). It was
found that teachers' perceived professional skills did not vary
significantly by the number of children in the class (p > .05);
however, teacher-child interaction skills were found to be different (p < .05). The review of the average scores showed that
the teacher-child interaction skill scores of the teachers who
had at least 16 children were significantly higher than those
who had at most 15 children in their classes.
As Table 8 reveals self-efficacy belief levels show a significant
difference by the availability of assistant staff (t(272) = 2.940;
p < .05). The review of the average scores revealed that the
self-efficacy belief levels of teachers who had an assistant staff
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Table 9. Difference Statistics of the Teachers According to Working Status
Scale
Self-efficacy belief
Classroom management skills

Working Status
Permanent
Contracted / paid
Permanent
Contracted / paid

N

Mean

SD

250

143.62

10.10

24

139.88

12.44

250

40.81

4.35

24

41.08

2.98

Difference statistics

p

z = .809*

.002

z = .993*

.014

* Mann Whitney U test

Table 7. Difference Statistics of the Teachers According to the Children in the Class
Scale

Learning-teaching process

Values

Professional skills
.607**

.146*

.588**

p

.000

.016

.000

274

274

274

r

.628**

.104

.592**

p

.000

.085

.000

N
Parental involvement

274

274

274

r

.592**

.071

.549**

p

.000

.238

.000

N
Planning

274

274

274

r

.658**

.104

.619**

p

.000

.086

.000

N
Organization of learning environment

274

274

274

r

.635**

.130*

.608**

p

.000

.031

.000

N
Classroom management

274

274

274

r

.657**

.083

.610**

p

.000

.173

.000

N
Self-efficacy (overall)

Class management skill

r
N
Communication

Teacher-child interaction

274

274

274

r

.727**

.125*

.687**

p

.000

.039

.000

N

274

274

274

p < .05; **p < .01

*

were significantly higher than those of the teachers who had
no assistant staff. It was found that teachers’ self-efficacy
levels for parental involvement did not show a significant
difference by the availability of assistant staff (p > .05); however, the self-efficacy belief levels of the teachers for the
organization of the learning environment, learning-teaching
process, communication, planning, and classroom management differed significantly (p < .05). It was found that the
self-efficacy belief levels of teachers who had assistant staff
were significantly higher than those of teachers who did not.
Table 8 indicates that the classroom management skills of
the teachers showed a significant difference by the availability of assistant staff (t(272) = 1.985; p < .05). According to the
average scores, it was found that the perceived classroom
management skills of teachers who had assistant staff were
significantly higher than those of teachers who did not. It
was found that there was no significant difference in teacher-child interaction skills (p > .05) according to the availability of assistant staff, whereas their perceived professional
skills showed a significant difference (p < .05). Similarly, it
was found that the perceived professional skills of teachers
who had assistant staff were significantly higher than those
who did not.
According to the information in Table 9, self-efficacy belief
levels of the teachers did not show a significant difference
by working status (z = .809; p > .05). Similarly, self-efficacy
belief of the teachers for learning-teaching process, communication, parental involvement, planning, organization of

the learning environment, and classroom management did
not differ significantly according to working status (p > .05).
Table 9 shows that the classroom management skills of
preschool teachers did not show a significant difference by
working status (z = .993; p > .05). It was found that teachers'
professional skills and teacher-child interaction did not vary
significantly according to working status (p > .05).
Findings About the Relationship Between Classroom Management Skills and Self-Efficacy Belief of Preschool Teachers
The Pearson correlation coefficient was calculated to determine the relationships between the classroom management
skills and self-efficacy belief of preschool teachers working
in the central districts of Eskişehir. The results are shown in
Table 10.
Regarding the sub-dimensions of the classroom management skills of preschool teachers displayed in Table 10, it is
observed that there is a positive and strong relationship between preschool teachers' perceived professional skills and
their self-efficacy belief levels (r = .727; p < .01).
It was found that there are positive and moderate relationships between teachers’ professional skills and some of the
sub-dimensions of self-efficacy belief, namely planning (r =
.658; p < .01), classroom management (r = .657; p < .01), organization of the learning environment (r = .635; p < .01),
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communication (r = .628; p < .01), learning-teaching process
(r = .607; p < .01), and parental involvement (r = .592; p < .01).
Table 10 show that there is a positive but weak relationship
between teacher-child interaction, which is one of the sub-dimensions of classroom management skills, and self-efficacy
belief (r = .125; p < .05). It was found that there were positive and weak relationships between perceived teacher-child
interaction skills and learning-teaching process (r = .146; p <
.05) and organization of the learning environment (r = .130; p
< 0.05), which are among the sub-dimensions of self-efficacy
belief.
The findings of the study revealed that there is no significant
relationship between preschool teachers' teacher-child interaction skills and communication (r = .104; p > .05), planning (r
= .104; p > .05), classroom management (r = .083; p > .05), and
parental involvement (r = .071; p > .05).
As it is observed in Table 10, it was found that there was a
positive and moderate relationship between the classroom
management skills and self-efficacy of preschool teachers (r
= .687; p < .01).
Positive and moderate relationships were identified between
teachers’ perceived classroom management skills and planning (r = .619; p < .01), classroom management (r = .610; p <
.01), organization of the learning environment (r = .608; p <
.01), communication (r = .592; p < .01), learning-teaching process (r = .588; p < .01), and parental involvement (r = .549; p <
.01).
Discussion, Conclusion and Suggestions
Data were collected from 274 preschool teachers to examine
the relationship between classroom management skills and
self-efficacy belief of preschool teachers and the differentiation of self-efficacy belief and classroom management skill
levels of teachers by some demographic characteristics. The
relationship between teachers' self-efficacy belief and classroom management skills was analyzed by using descriptive
statistics, difference statistics, and correlational statistics. The
evaluation of the results of preschool teachers’ classroom
management skills and self-efficacy belief, which is the first
sub-goal of the study, revealed that teachers' self-efficacy belief levels (4.58) and classroom management skills (4.60) were
high. Research revealed some similar findings with this study.
Babaoğlan and Korkut (2010) examined 401 class teachers
to determine their self-efficacy perceptions and classroom
management skills and they found that teachers' self-efficacy
perceptions and classroom management skills were high. The
study of Gömleksiz and Serhatlıoğlu (2013) examined self-efficacy belief levels of preschool teachers and found that the
self-efficacy levels of teachers were high. Gökmen et al. (2016)
studied 346 preschool teachers to identify their HighScope
approach and self-efficacy belief levels. and found that preschool teachers had high levels of self-efficacy belief. Results
indicating high self-efficacy belief levels of the teachers in
other studies (Yılmaz & Çokluk-Bökeoğlu, 2008; Kesgin, 2006;
Guo et al., 2010; Gençtürk, 2008; Akkuş, 2013; Gotch & French,
2013) are consistent with the findings of this research. Since
self-efficacy belief is a factor that affects the performance
and success of the teachers (Babaoğlan & Korkut, 2010), the
high-level self-efficacy belief that preschool teachers have can
be considered as a positive fact.
The findings of studies on classroom management skills of
the teachers are consistent with the findings of this research
as in the self-efficacy belief. In a study aiming to determine
the belief and attitudes of preschool teacher candidates and
teachers about classroom management, Keleş (2013) concluded that teachers' belief and attitude levels about classroom
management were high. Denizel, Güven, and Cevher (2005)
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examined classroom management skills of preschool teachers and found that the vast majority of the teachers were at a
sufficient level. In the study of Aküzüm and Altunhan (2017), in
which the relationship between classroom management skills
and mainstreaming competencies of 578 preschool teachers
were examined, it was found that teachers considered themselves to be very competent in terms of classroom management skills. Regarding the opinions of the teachers about the
classroom management skills reported in similar studies, they
consider themselves to be an adequate level, which is in parallel with the findings of this study (Arın, Tunçer, & Demir, 2017;
Dinçer & Akgün, 2015; Akın, 2006). As in the self-efficacy belief,
the high level of classroom management skill perception (Aytekin, 2000), which is the most important factor in teachers’
achievement of success from educational activities, can be interpreted as positive.
For the second sub-goal of the research, which was to reveal
the differences among preschool teachers according to some
demographic characteristics, difference statistics were computed by gender, age, seniority, education level, type of school
graduated from, age group of children in their class, the number of children in their class, working time and status, and the
availability of an assistant staff.
A difference in teachers' self-efficacy belief levels was observed by age; self-efficacy belief levels of teachers older
than 40 years for parental involvement and classroom management were found to be significantly higher than those of
teachers under the age of 30 years. For classroom management skills, the age of the teachers did not create any difference, but an increase was observed in the teachers' average
classroom management skill score, as the age increased. As a
result of the review of self-efficacy belief levels and classroom
management skills of the teachers by seniority, no significant
difference was observed, but as in the age variable, the average scores taken from the scale increased as the professional
seniority increased. In this context, teachers show an increase
in self-efficacy belief levels and classroom management skills
with age and seniority. This result suggested that the increase
in the seniority along with age, increased the experiences and
practices of the teachers, and, thus, positively affected their
self-efficacy belief and classroom management skills. In the
study of Şenol and Ergün (2015) investigating self-efficacy belief of 161 preschool teacher candidates and 177 preschool
teachers, it was concluded that teachers' self-efficacy belief
levels increased as their age increased. Gökmen et al. (2016)
found that self-efficacy belief levels of 31-40 year-old preschool teachers were higher than those of other age groups.
Research showed that the increase in the age of teachers had
a positive effect on self-efficacy belief levels (Kesgin, 2006; Say,
2005; Şenol Ulu, 2012).
Regarding relevant studies about classroom management
skills, some studies found an increase in the skill level by age.
The study of Zembat, Küsmüş, and Yılmaz (2018) on preschool
teachers' creative thinking dispositions and classroom management, conducted with 199 preschool teachers, found that
the averages of classroom management skills of the teachers
who were older than 36 years were high. In a similar study by
Dinçer and Akgün (2015), preschool teachers’ classroom management skills were analyzed by some variables and found
that the highest skill perception level was observed among
teachers in the 35-39 years age group and those older than
40 years. Koçoğlu (2013) concluded that classroom teachers'
classroom management skills were significantly higher in the
41-50 years age group. The findings of some studies (Özgün,
2008; Erol 2006; İlgar, 2007; Durğun, 2010; Aküzüm & Altunhan, 2017 are consistent with the findings of this research, but
no significant difference observed in some studies, although
there was an increase in the averages by age (Akkaya, 2011;
Ekici et al., 2017; Yılmaz & Aydın, 2015).
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Research showed that preschool teachers’ self-efficacy
perceptions increased as their seniority increased (Aslan &
Kalkan, 2018; Fives & Buehl, 2009; Gençtürk & Memiş, 2010;
Kesgin, 2006; Say, 2005; Şenol & Ergün, 2015; Şenol Ulu,
2012). In a study in which Wolters and Daugherty (2007)
looked at 1 024 teachers' self-efficacy belief levels by their
professional experience and academic level, they concluded
that the self-efficacy belief levels of the teachers with more
professional experience were higher. Gökmen et al. (2016)
revealed that teachers' self-efficacy belief levels increased
as their professional experience increased. Conversely,
there are studies indicating that there is no difference in
the self-efficacy levels of teachers by seniority (Gömleksiz
& Serhatlıoğlu, 2013; Yılmaz et al., 2016). In their study examining preschool teachers' self-efficacy belief, Guo et al.
(2010) reported a decrease in self-efficacy belief levels as
professional experience increased. In the study in which
Gotch and French (2013) looked at self-efficacy belief levels
of 3 000 primary school teachers, it was concluded that no
difference existed in the self-efficacy levels of the teachers
by their seniority. It is thought that seniority has a positive
effect on self-efficacy belief as professional experiences and
practices increase with increase in seniority, along with the
positive effect of on-the-job trainings.
The review of the relevant studies in terms of the relationship between seniority and classroom management skills
revealed various results parallel to the findings of this study
(Dinçer & Akgün, 2015; Özgan, Yiğit, Aydın & Küllük, 2010).
Sadık and Dikici Sığırtmaç (2016) showed that preschool
teachers with a seniority of at least 10 years had higher
classroom management skills. Aküzüm and Altunhan (2017)
reported an increase in classroom management skills as
the seniority of preschool teachers increases, and they explained the reason for this with the increase in knowledge,
experiences, and practices, as well as the improvement of
teachers' behavior towards children with experience. Ekici
et al. (2017) reported that classroom management skills of
preschool teachers with a seniority of at least 10 years were
higher. Zembat et al. (2018) stated that there is an increase
in the classroom management skills of preschool teachers
as their seniority increases, and this was explained with the
increase in classroom management skills occurring because
of the increase in teachers' experiences and practices with
time spent in the profession. Similarly, although there are
studies indicating a positive relationship between professional seniority and classroom management skills (Erol,
2006; İlgar, 2007; İlhan, 2011; Korkut, 2009; Özgün, 2008;
Yeşilyurt & Çankaya, 2008), some studies have concluded
that there is no significant relationship between seniority
and classroom management skills (Akkaya, 2011; Adiguzel,
2016; Cevher, 2005; Denizel Güven & Durğun, 2010; Keleş,
2013; Nur, 2012; Turla, Şahin, & Avcı, 2001; Yılmaz & Aydın, 2015; Zembat et al., 2017). Gezgin (2009) found that
the increase in the teachers’ seniority affected classroom
management skills negatively. In the study in which Toran
and Gençgel Akkuş (2016) looked at the classroom management skills of preschool teachers according to some
variables, they concluded that there was a negative relationship between seniority and classroom management skills,
and classroom management skills decreased as seniority
increased. Ekici et al. (2017) explained the reason for the
differences in observations made in different studies to be
a result of the differences in characteristics of the samples
selected for the studies. Dinçer and Akgün (2015) explained
the reason for the differences in results of the studies as
follows: even though professional experience is an important factor, the extent to which the teacher improving him/
herself is an important factor as well.
No difference was observed by type of school graduated
from. Similarly, Nur (2012), Turla et al. (2001), and Zembat
et al. (2017) reported that classroom management skills of

preschool teachers did not differ by the type of school graduated from. Conversely, Dinçer and Akgün (2015) reported
that preschool teachers who graduated from formal education had higher class management skills than the ones who
graduated from open education. Although the school from
which the teacher graduated is a factor, it is thought that
teachers’ professional development is an important factor
in the self-efficacy perceptions and classroom management
skills as well.
It was found that there was a significant difference in both
self-efficacy belief levels and classroom management skills
of preschool teachers by the type of school that they worked
in; the teachers working in preschool classes of primary
schools had higher belief levels and skills. It was also found
that the teachers who work in primary schools had significantly higher self-efficacy belief levels for the organization
of learning environment, learning-teaching process, communication, parental involvement, planning, and classroom
management than the teachers working in the kindergarten. Similarly, it was found that the teachers who work in
primary schools had significantly higher levels of perceived
professional skills than the teachers working in kindergarten. Tschannen-Moran and Woolfolk-Hoy (2001) claimed
that external factors, such as the class size and equipment
of the school, have more influence on the self-efficacy belief levels than the personal characteristics of teachers. In
this regard, it is observed that teachers are influenced by
the type of school they work in, which is an external factor.
Regarding studies examining self-efficacy belief levels of
teachers by the type of school they work in, it is observed
that there are different results. Gömleksiz and Serhatlıoğlu
(2013) reported that self-efficacy perception levels of preschool teachers working in both kindergarten and primary
schools were high, and there was no statistically significant
difference among them. Kadim (2012) examined preschool
teachers' self-efficacy belief levels in sports activities according to the school they work in, and concluded that the
opinions of teachers working in kindergarten and primary
schools differed in some cases, whereas they were similar
in some cases. Gençtürk (2008) investigated the self-efficacy
and job satisfaction of primary school teachers according
to various variables, including type of school they work in,
and reported that regarding the self-efficacy belief levels of
teachers working in private and public schools, there was a
difference in favor of private school teachers. The reason
for this result was explained as follows: teachers needed to
have a good performance in private schools for the continuity of their work, and private schools had better educational
conditions. In this study, it is thought that teachers working
in primary schools may be more motivated by the fact that
they can observe the educational progress of the children in
the primary school, which is the next education level.
Regarding the evaluation of the classroom management
skills in terms of the type of school that teachers work in,
Denizel-Güven and Cevher (2005) found a similar result in
their research; they explained the reason for teachers working in primary schools having higher class management
skills with the fact that they had shorter working hours,
which had an impact on the teachers’ level of burnout and
affected their classroom management skills. However, Ekici
et al. (2017) reported that teachers did not differ in classroom management skills by the type of school they work
in. Zembat et al. (2017) concluded that the classroom management skills of the teachers working in kindergarten were
higher than those of the preschool teachers working in primary schools, which is contrary to the research findings.
The fact that the studies indicated different results showed
that although the school type is an effective factor on both
self-efficacy perceptions and class management skills of the
teachers, its effect on the teacher may vary by the sample.
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Regarding the difference in self-efficacy perceptions and
classroom management skills of the teachers according to
the number of children in their class, it was found that the
self-efficacy belief levels of the teachers with at most 15 children in the class were significantly higher than those with at
least 16 children. For the teacher-child interaction skills, which
is one of the sub-dimensions of classroom management,
teacher-child interaction score was found to be significantly
higher for teachers with at least 16 children in their class than
those of teachers with at most 15 children. Dinçer and Akgün
(2015) reported that class management skills of the teachers
with at least 16 children in their class were higher. In his research on classroom teachers, Erol (2006) revealed that classroom management skills of the teachers with a large class
size were also high, which supports the result of the current
research. Similarly, the result indicating that “the classroom
management skills of the teachers with higher class sizes are
higher” is consistent with the findings of Yalçınkaya and Tombul (2002), Sirkeci (2010), and Zembat et al. (2018). However,
some studies (Adıgüzel, 2016; Denizel-Güven, & Cevher 2005;
Durğun, 2010; Ekici et al., 2017; Metin et al., 2017; Toran &
Gençgel-Akkuş, 2016) reported that class size did not make a
significant difference. Ilgar (2007) found that teachers' classroom management skills were negatively affected by the class
size. Although it seems that the increase in class size makes
classroom management more difficult (Ekici et al., 2017), it is
thought that having at least 15 pupils in the class increases interaction among children and allows teachers to plan activities
in a more diverse manner, thus facilitating classroom management (Dinçer & Akgün, 2015).
No significant difference was observed in self-efficacy belief
levels and classroom management skills of teachers by working status. Ekici et al. (2017) also reported that there was no
difference in classroom management skills of teachers by
working status. Dinçer and Akgün (2015) found a significant
difference in favor of permanent teachers; they reported that
this may be due to the fact that permanent teachers felt that
they belong to the institution. Although a teacher’s working
status is an important factor, the fact that there is no difference in the results of the study suggested that teachers’ classroom management skills are related to self-development and
their love for the profession (Ekici et al., 2017).
Regarding availability of assistant staff, significant differences were observed in both classroom management skills and
self-efficacy belief levels. It was found that teachers with assistant staff have significantly higher self-efficacy belief levels in
organizing learning environments, learning-teaching process,
communication, parental involvement, planning, and classroom management than those without assistant staff. Regarding classroom management skills, it was found that teachers
with assistant staff have significantly higher perceived professional skills than those who do not. Conversely, Dinçer and
Akgün (2015) concluded that the availability of assistant staff
in the classroom had no effect on the classroom management
skills of teachers. The fact that there is a significant difference
by availability of assistant staff in the research suggested the
idea that having assistant staff makes teachers feel more comfortable in the classroom, and consequently to be more effective in using their knowledge and skills.
Regarding the relationship between teachers' self-efficacy belief and classroom management skills, a positive and moderate relationship was observed. It was found that there were
positive and moderate relationships between teachers’ perceived classroom management skills and planning, classroom
management, organization of the learning environment, communication, learning-teaching process, and parental involvement self-efficacy belief. The evaluation of this relationship by
the sub-dimensions of classroom management skills showed
that there was a positive and strong relationship between pre-
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school teachers' perceived professional skills and self-efficacy
belief; there were positive and moderate relationships between professional skills and parental involvement, planning,
learning-teaching process, communication, classroom management, and organization of learning environment, which
are sub-dimensions of self-efficacy belief.
It was found that there was a positive but weak relationship
between teacher-child interaction, which is a sub-dimension
of classroom management skills, and self-efficacy belief;
whereas there are positive and weak relationships between
teachers' perceived teacher-child interaction skills and self-efficacy belief for teaching process and organizing the learning
environment, which are among the sub-dimensions of self-efficacy belief. Babaoğlan and Korkut (2010) found a moderate
relationship between teachers' self-efficacy belief and classroom management skills, supporting the findings of this study.
Similarly, Savran and Çakıroğlu (2003) found that pre-service
teachers had a positive relationship between effective teaching belief and class management skills. In this study, the moderate relationship between preschool teachers' self-efficacy
belief and classroom management skills indicates that if one
of them increases, the other would increase as well, whereas a
decrease in one will cause a decrease in the other.
As a result, it was observed that preschool teachers' self-efficacy belief and classroom management skills were affected
by teachers' age, seniority, type of school they work in, and
the number of children in the class; these variables played a
role in teachers' belief levels and skills. The moderate positive
relationship between teachers' self-efficacy belief and classroom management skills showed that the qualities achieved
in these two areas have an effect on each other.
Regarding the results of the study, it can be suggested that
in-service training programs should be organized to develop
the self-efficacy belief and classroom management skills of
new teachers working in kindergarten. Arrangements about
preschool teachers to have auxiliary staff in the classrooms
are recommended. In addition, it may be suggested that different scales be developed to determine the effects of preschool teachers’ personal characteristics and educational environment, as well as to develop intervention programs on the
possible negative effects of the variables.
Limitations and Directions for Future Research
This study extended the scope of research about teachers'
self-efficacy belief and classroom management skills. However, the research also has some conceptual and methodological limitations. First, conceptually, in Turkey there are
limited number of studies of this nature conducted in preschools; thus, the findings were mostly discussed with the
results obtained from other levels of education. Considering
the educational environment and developmental differences of children, it should be noted that teachers' self-efficacy
belief and classroom management skills may change. There
are also methodological limitations. The study sample consisted of 274 teachers working in a certain province in Turkey.
Teachers' belief levels and skills are thought to change by the
regions in which they work. For future studies, it is important
to work with a larger sample in various other parts of Turkey
to confirm the findings of the current study. Because selecting
elements process from the population to examine the study
sample, future studies may have a chance to generalize their
results back to the population from which they were picked.
Another methodological limitation is the use of quantitative
research. Teachers filled the scales according to their own
opinions. In the future, more in-depth studies using both qualitative and quantitative research methods can be conducted
to further confirm the findings. Additionally, research on how
the perceptions of self-efficacy belief and classroom manage-
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ment skills of teachers whose belief and skills have been
identified are reflected in classroom practices.
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