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Abstract 

Professional learning positively influences teacher implementation of evidence-based 

strategies to improve student behaviour (Sweigart et al., 2015; Timperley, 2011). Evidence-

based practices include proactive and preventative strategies focusing on defining, teaching, 

and rewarding expected behaviour as well as providing clear consequences for inappropriate 

behaviour. It is important for teachers to learn evidence-based practices as over-reliance on 

reactive and punitive approaches has been shown to be ineffective in the long run 

(Armstrong, 2018). Recent reports in the Indonesian context indicated that a number of 

teachers still use practices that have a limited evidence base (e.g. physical punishment) to 

address student behaviour causing severe physical harm to the student (Maradewa, 2019). A 

major objective of this thesis was to identify key features of a professional learning program 

that could improve Indonesian teachers’ classroom behaviour management skills. 

Positive Behaviour Support (PBS) provided a framework that facilitated an 

understanding of evidence-based practice in classroom management and important 

components to support their implementation of the practice. Literature on teacher 

professional learning provided a framework that assisted in understanding the significant 

features of teacher professional learning. Literature on teacher self-efficacy in classroom 

management and teacher attribution for behaviour problems featured teachers’ beliefs that 

may influence their learning and implementation of evidence-based practice in classroom 

management. 

The key objective of this thesis was achieved by conducting a series of studies. In the 

first study, a systematic literature review was conducted to identify the content, teaching 

strategies, and reported findings of recent teacher professional learning programs in 
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classroom behaviour management. This study was published in the Australian Journal of 

Teacher Education.   

Three interrelated studies were conducted that aimed to explore Indonesian teachers’ 

current beliefs and practices in classroom management. Data were collected using self-report 

questionnaires, and was analysed using descriptive analysis, analysis of variance, and 

analysis of regression. Factor analysis and reliability analysis were utilised to investigate the 

structure of the scales within a sample of 582 Indonesian teachers. Studies 2 (published in the 

Cambridge Journal of Education) and 3 (submitted to the Journal of Research in Special 

Educational Needs) described Indonesian teachers’ attribution of student behaviour, teacher 

self-efficacy in classroom management, and teacher use of proactive and reactive classroom 

management strategies. Following the findings of Study 2, Study 4 (submitted to the 

International Journal of Inclusive Education) examined the factors influencing Indonesian 

teachers’ use of proactive classroom management strategies. 

Detailed findings about each of the three studies to achieve the second objective are 

presented in the dissertation later. It was found that participating teachers were more likely to 

employ proactive than reactive classroom management strategies and held a positive sense of 

teacher self-efficacy in classroom management. Teacher attribution to family-related factors, 

teacher self-efficacy in classroom management, and teacher participation in professional 

learning programs were indicated as the major factors influencing Indonesian teachers’ use of 

proactive strategies. The findings have implications for Indonesian teacher professional 

learning in classroom management as well as policy surrounding teacher implementation of 

evidence-based classroom management practice. The thesis concludes with recommendations 

for future research. 
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Chapter 1: Introduction 

1.1 Background of the Study 

Well-designed professional learning programs have been shown to positively 

influence teacher implementation of strategies that are effective in improving student 

behaviour (Sweigart et al., 2015; Timperley, 2011). Effective classroom behaviour 

management is important to establish the context for effective instruction and reduce the loss 

of instructional time (Cooper et al., 2018; Pas et al., 2015). Without effective classroom 

management, there is a risk of disruption to classroom routines and student learning, as well 

as increased teacher stress and burnout (Clunies-Ross et al., 2008; Ntinas et al., 2006; Soto-

Chodiman et al., 2012).  

Over the past three decades, there has been a shift away from the use of harsh 

punishment to control and discipline students and toward the use of evidence-based practices 

to promote positive student behaviour (Armstrong, 2018; Kincaid et al., 2015). Such practices 

are predominantly proactive and preventative strategies that have been shown to be effective 

(Ficarra & Quinn, 2014; Hepburn & Beamish, 2019). Introduced in the mid-1980s, positive 

behaviour support (PBS) is a compilation of effective practices and interventions with a 

history of empirical support (Lewis et al., 2006; United States Department of Education, 

2010). As opposed to reactive and punitive discipline approaches, which mainly focus on 

monitoring and providing consequences for problem behaviours, PBS puts an emphasis on 

defining, teaching, and rewarding expected behaviours, while implementing clear 

consequences for problem behaviours (Sugai & Horner, 2002; Taylor-Greene et al., 1997). 

Furthermore, proactive classroom management approaches have been shown to reduce 

problem behaviour and increase student learning (Clunies-Ross et al., 2008; Shook, 2012; 

Stormont & Reinke, 2009; Wilks, 1996). For example, a study by Cook et al. (2017) revealed 
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that students in the classrooms whose teachers deliver a higher ratio of positive-to-negative 

interactions displayed significantly fewer disruptive behaviours and higher academic 

engagement. As such, classroom practices that promote positive student behaviour are seen to 

be effective in reducing problem behaviour and increasing student learning.  

However, teachers do not always integrate evidence-based classroom management 

strategies into their daily classroom practice (Cook & Odom, 2013; Fixsen et al., 2005; Lung, 

2018). This could be because they are not knowledgeable about such practices, or they lack 

confidence in implementing them (Beam & Mueller, 2017; Stormont et al., 2011). A similar 

situation can be found in the Asian context, in which studies indicated that many teachers 

were unaware of positive and preventative behaviour management strategies (Malak et al., 

2015; Sun, 2015; Yusoff & Mansorb, 2016). In Indonesia, despite the prohibition of corporal 

punishment in schools, recent reports indicated that many teachers still use physical 

punishment as a means of classroom management and discipline (Elnoordiansyah, 2019; 

Harper et al., 2005; The State Minister of Women Empowerment and Child Protection of the 

Republic of Indonesia, 2014; Widodo et al., 2016). This situation points to the need for 

examining how to improve teachers’ classroom management practices.  

Professional learning may help teachers to improve their knowledge and skills 

(Admiraal et al., 2015; Akiba & Liang, 2016). However, in order to improve teacher 

knowledge and skills teacher professional learning programs require components that focus 

on structural and process-based features of classroom management (Ingvarson et al., 2005). 

Traditional professional learning programs that mostly involves information delivery are 

often insufficient to change teacher practice (Darling-Hammond et al., 2017; Leach & Conto, 

1999; Sweigart et al., 2015; Timperley, 2011). For example, in a study by Gage, MacSuga-

Gage, et al. (2017), a 30-minute didactic training alone, without follow-up, was shown to 
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have no significant effect on teachers’ behaviour specific praise rates. In the same study, a 

combination of didactic training with regular visual performance feedback was associated 

with increased teachers’ behaviour specific praise statements (Gage, MacSuga-Gage, et al., 

2017). While there is currently a variety of teacher professional learning programs in 

classroom management, Stough and Montague (2015) argued that we have limited 

information on how these different types of professional learning programs ultimately 

influence teacher practice. In relation to this, one aim of the thesis is to identify the features 

of effective teacher professional learning programs in classroom management, based on 

recent literature.  

Past research has identified a number of potential barriers to teachers’ adoption of 

evidence-based classroom management practices. In a recent review of teacher 

implementation of evidence-based practices for classroom management, Hepburn and 

Beamish (2019) affirmed that lack of knowledge about behavioural issues and lack of 

training are among the barriers for teacher implementation. For example, teachers may 

believe that students should be inherently motivated to behave, and punitive approaches 

should be effective to discipline student (Lohrmann et al., 2008). Studies in the area of 

teacher attribution assert that teachers are likely to ascribe student behaviour to intrinsic 

(student/family) factors and fail to perceive that classroom environment and teacher practice 

influence student behaviour (Hepburn & Beamish, 2019; Lohrmann et al., 2008). In this 

situation, teachers may not be aware that they need to change their own practice in order to 

improve student behaviour.  

In addition to teacher attributions for problem behaviour, teacher self-efficacy in 

classroom management has been shown as a predictor of effective classroom management 

(Toran, 2017). When teachers believe in their abilities to organise their classrooms, they are 
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more likely to implement effective classroom management strategies (Dicke et al., 2014). 

Teachers with low teacher self-efficacy in classroom management, on the other hand, are 

likely to use reactive and punitive strategies (Emmer & Hickman, 1991). Amid recent reports 

of teacher punishment in Indonesian schools, it is important to examine Indonesian teachers’ 

self-efficacy in classroom management. Therefore, another aim of this thesis is to explore 

Indonesian teachers’ classroom behaviour management practices, attribution for problem 

behaviour, and teacher self-efficacy in classroom management, in order to understand the 

current situation within the Indonesian context. This information will subsequently inform the 

content and processes of a professional learning program in classroom management as 

required by Indonesian teachers. 

1.2 The Indonesian Context 

Indonesia is a developing country in South East Asia. With a population of 

262,787,403 in 2019, Indonesia is the fourth most populated country in the world with rich 

diversity in culture, language, and religion (Central Intelligence Agency, 2019). All 

Indonesian citizens aged seven to 15 years old are required to attend basic education, which 

includes six years of primary and three years of junior secondary school (President of the 

Republic of Indonesia, 2003). In the year 2017-2018, the school enrolment rate in Indonesia 

was 93.02% at primary level and 76.99% at junior secondary level (Ministry of Education 

and Culture, 2017). At the primary education level, a significant number of students are 

educated in public schools (Ministry of Education and Culture, 2016). 

Teacher-student relationship in the Indonesian context, as in many Asian countries, 

follows an authoritative pattern of interactions with a large power distance (Liem et al., 2012; 

Maulana & Opdenakker, 2014). A teacher is generally viewed as a respected authority figure, 

a role model, and the source of knowledge (Liem et al., 2012; Maulana & Opdenakker, 
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2014). Indonesian students generally show a high degree of compliance with their teachers 

(Liem et al., 2012; Maulana et al., 2012). In terms of student behaviour, there is a general 

expectation that students behave well at school. This view is also reflected in the current 

policy which marks students’ good attitude and behaviour as one of the graduation 

requirements of primary, junior and senior secondary schools in Indonesia (Ministry of 

Education and Culture, 2019).  

However, studies indicated that many Indonesian teachers do not have sufficient 

knowledge and skills to address student behaviour management. For example, in a study by 

Patty (2016), it is indicated that primary school teachers in the sample did not have a good 

understanding of student behaviour, and were solely focused on terminating students’ 

disruptive behaviour. Research also indicated that teacher praise is generally used to reinforce 

student academic behaviour and achievement, rather than a broader range of positive 

behaviours in the classroom (Rasana, 2009; Saprodi et al., 2015). A number of teachers still 

use corporal punishment to address student behaviour, along with other strategies such as 

reprimands and advice-giving (Patty, 2016; Wiko et al., 2015; Yulianis et al., 2014). This 

situation is concerning, as frequent use of physical and punitive discipline has been shown to 

be ineffective and even harmful to students (Black, 2016; Korpershoek et al., 2016).  

There is currently a scarcity of research exploring Indonesian teachers’ beliefs in 

classroom management. A study by Mustafa (2013) indicated that Indonesian high school 

teachers in his sample felt less competent in the area of classroom management than the other 

areas of teacher professional competency. However, this study did not specifically examine 

teachers’ self-efficacy in classroom management. In terms of teacher attribution for student 

behaviour, a study by Yulianis et al. (2014) suggested that Indonesian teachers may be 

inclined to attribute misbehaviour to intrinsic factors, such as the students’ personality. More 
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studies are required to examine Indonesian teachers’ attribution and teacher self-efficacy in 

classroom management, and their influence on teachers’ classroom management practice. 

This may then inform a professional learning program to improve teachers’ knowledge and 

skills in classroom management.  

 With regard to teacher professional learning, since the 1970s, the Indonesian 

government has continually provided in-service professional learning programs, commonly 

known as in-service training, to enhance teacher quality (Thair & Treagust, 2003). In 2005, 

the Indonesian government introduced the national teacher certification program, which 

requires teachers to have a certain number of professional training credits, in addition to a 

minimum of four years of tertiary education (Suryahadi & Sambodho, 2013). Nevertheless, 

the impact of teacher professional learning programs in Indonesia is often still limited. 

Studies indicated that many teacher professional learning programs were conducted out-of-

school, thus reducing possibilities of teachers implementing the new knowledge in real 

classroom situations (Saito et al., 2007; Thair & Treagust, 2003). In addition, many teacher 

professional learning programs are designed to enhance teacher competencies around specific 

subject areas, such as mathematics, science, language, social studies, technology and 

vocational subjects, with the aim of improving Indonesian students’ learning outcomes 

(Kurniawati et al., 2018; Thair & Treagust, 2003). There seems to be a shortage of 

professional learning programs focusing on teacher classroom management skills. 

1.3 Research Aims 

The aim of the thesis was to identify the features that should be included in a 

professional learning program to improve Indonesian teachers’ classroom behaviour 

management practice. In order to address this broader aim, some specific aims were 

developed and examined in four interlinked studies outlined below. 
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1.3.1 Study 1: Effective teacher professional learning on classroom behaviour 

management: A review of literature 

The first study aimed to investigate the main features of recent professional learning 

programs in classroom management for general education teachers. This study adopted a 

systematic literature review methodology. A narrative analysis was conducted to identify the 

content and teaching strategies of professional learning programs that reported positive 

effects on teachers’ knowledge and skills in classroom management. The reviewed studies 

included those employing group comparison and single-case study design, and a quality 

assessment was conducted accordingly. The findings indicated that effective programs 

focused on a specific strategy such as behaviour-specific praise or a combination of proactive 

classroom management strategies. These programs incorporated effective teaching strategies 

to support teacher implementation of the new skill. However, as school-level factors may 

influence the outcome of teacher professional learning programs, questions were raised about 

the needs of teachers in an Indonesian context. 

1.3.2 Study 2: Indonesian teachers’ causal attributions of problem behaviour and 

classroom behaviour management strategies 

The second study aimed to examine whether Indonesian teachers attribute student 

behaviour to internal (student or family-related) or external (classroom or school-related) 

factors and whether teachers were more likely to employ proactive or reactive classroom 

behaviour management strategies. Data were collected using a translated version of the 

Teachers’ Causal Attributions for Behaviour Problems (Mavropoulou & Padeliadu, 2002) 

and a modified version of the Competency and Behaviour Management Survey (Herrera & 

Little, 2005). Data were analysed using descriptive analysis and analysis of variance, to 

describe Indonesian teachers’ attribution of student behaviour and classroom management 

strategies, and the influence of demographic variables. The findings suggested that teachers 
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were more likely to ascribe problem behaviours to internal rather than external factors. 

Encouragingly, teachers sampled were found to be more likely to employ proactive than 

reactive classroom management strategies. However, it was indicated that teachers still tend 

to use certain reactive strategies in addressing student behaviour, such as giving rewards and 

punishments for immediate compliance. This finding raised questions around teachers’ belief 

in their capabilities to address student behaviour, and factors influencing Indonesian teachers’ 

use of proactive strategies.  

1.3.3 Study 3: Examining Indonesian teacher self-efficacy in classroom management 

The aim of the third study was to explore Indonesian teachers’ self-efficacy in 

classroom management and validating the Classroom Management Efficacy scale (Emmer & 

Hickman, 1991) in an Indonesian context. With regard to the scale validation, data were 

analysed using exploratory factor analysis, confirmatory factor analysis, and reliability 

analysis to investigate the structure of the scale within an Indonesian sample. Data were 

analysed using descriptive statistics and analysis of variance to examine the level of 

Indonesian teachers’ self-efficacy in classroom management, and whether it differs based on 

teachers’ demographic characteristics. The findings indicated that teachers in the sample had 

a high sense of teacher self-efficacy in classroom management. Teachers were found to have 

a lower teacher self-efficacy in dealing with multiple events in the classroom.  

1.3.4 Study 4: Factors influencing Indonesian teachers’ use of proactive classroom 

management strategies  

The fourth study brought all the variables from Studies 2 and 3 together, to understand 

the factors influencing Indonesian teachers’ use of proactive classroom management 

strategies. By addressing this aim, this study contributed to the limited literature on what 

influences Indonesian teachers’ implementation of evidence-based strategies in classroom 
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management. Data were analysed using regression analysis. The findings suggested that 

teacher self-efficacy in classroom management, teacher attribution to family-related factors, 

and teachers’ participation in professional learning programs predicted Indonesian teachers’ 

reported use of proactive strategies in addressing student behaviour. Implications for future 

research and professional learning programs for Indonesian teachers were discussed. 

1.4 Significance 

The Indonesian Child Protection Commission estimated that  44% of reported 

violence in schools in 2019 was in the form of verbal abuse and physical punishment 

imposed by classroom teachers or school principals (Elnoordiansyah, 2019). For example, an 

article published by the Indonesian Child Protection Commission in 2019 highlighted a recent 

case in Manado, North Sulawesi where a 14-year-old student died in the hospital after 

allegedly being punished for coming to school late. This student, along with seven other 

students, was punished by making him stand in the sun for 15 minutes, followed by running 

20 laps (Maradewa, 2019). The report highlighted the incidence of harmful approaches of 

some teachers in Indonesia and the devastating consequences for students like this 14-year-

old boy. The Indonesian Child Protection Commission report raised important questions 

about teachers’ classroom management practices in Indonesian schools.  

Internationally, we know that corporal punishment is not only a violation of human 

rights, but has been shown to be ineffective in learning and teaching (Council of Europe: 

Commissioner for Human Rights, 2008; Gershoff, 2017). With the advance of research in 

evidence-based classroom management strategies, there is a need for Indonesian policy 

makers to look at the international literature surrounding evidence-based classroom 

management practices and how to change teachers’ practice in classroom management. As 

mentioned earlier, teacher professional learning programs may positively influence teacher 
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implementation of evidence-based practices, as long as the programs adopt a number of 

features which have been shown to be effective (Ingvarson et al., 2005). In order to change 

teacher practice, it is also important to consider several factors that may potentially inhibit 

teacher implementation of evidence-based strategies.  

This thesis employed two main areas of research: 1) a systematic review of 

international research concerning effective teacher professional programs in classroom 

management, and 2) an empirical research to identify the current situation in the Indonesian 

context. The knowledge gained from this research can inform teacher educators and 

policymakers on current Indonesian teachers’ practices and confidence in addressing student 

behaviour, as well as international best-practice in classroom management and related teacher 

professional learning programs. This knowledge may subsequently inform workforce 

development in the education sector in Indonesia. Workforce development involves teacher 

education and continuing professional learning programs designed to support Indonesian 

teachers to implement evidence-based practices in classroom management. In the long run, it 

may benefit the Indonesian society by promoting a positive climate in schools and protecting 

students from the negative effects of punitive discipline practice. 

1.5 Thesis Structure 

This thesis presents an investigation of what features should be included in a teacher 

professional learning program in classroom management for Indonesian teachers. The thesis 

included a systematic review study and an empirical research project in the Indonesian 

context, which are presented in detail in a series of four studies. The structure of the thesis 

includes an introductory chapter (Chapter 1) which introduces the background, aims, and 

structure of the thesis, and a literature review chapter (Chapter 2) which presents an overview 
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of current literature in classroom behaviour management, evidence-based practices in 

classroom management, research-to-practice gap, and teacher professional learning.  

Chapter 3 is a published work, which documents a systematic literature review study 

focusing on effective teacher professional learning programs in classroom behaviour 

management. Chapter 4 addresses Indonesian teachers’ current beliefs and practices in 

classroom management by presenting Studies 2 and 3. This chapter describes Indonesian 

teachers’ attribution of student behaviour, teacher self-efficacy in classroom management, 

and teacher use of proactive and reactive classroom management strategies. Chapter 5 

examines the factors influencing Indonesian teachers’ use of proactive classroom 

management strategies by presenting Study 4. Following the description of the individual 

studies, an integrated discussion is presented in Chapter 6 to address the overall findings and 

the main aim of the thesis. Chapter 6 also presents the limitations and implications of the 

thesis. Then, recommendations and an overall conclusion are presented in the final chapter 

(Chapter 7). 
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Chapter 2: Literature Review 

This literature review chapter presents an overview of the literature regarding 

classroom behaviour management, evidence-based practices in classroom management, 

research-to-practice gaps in classroom management, and teacher professional learning. 

Further review of the literature concerning the constructs being explored in this thesis is 

available in the individual papers presented within the thesis. 

2.1 Classroom Behaviour Management 

Classroom management is an influential component of classroom climate that affects 

student engagement, behaviour, and instructional time (Wang et al., 1994). Historically, 

classroom management was equated with behaviour management, i.e. prevention and 

correction of misbehaviour using teacher-centred techniques (Bear, 2015); however, 

classroom management has been viewed as a broader concept which encompasses both 

behaviour and instructional management (Egeberg et al., 2016). This broader view of 

classroom management is reflected in a frequently cited definition from Evertson and 

Weinstein (2006): 

the actions teachers take to create an environment that supports and facilitates both 

academic and social-emotional learning ... It not only seeks to establish and sustain an 

orderly environment so students can engage in meaningful academic learning, it also 

aims to enhance students’ social and moral growth. (p.4) 

This thesis focuses on the behaviour management component of classroom 

management, which is defined as teacher implementation of evidence-based strategies to 

promote students’ appropriate behaviour, while preventing and responding to inappropriate 

behaviour in the classroom. Despite the broader view of classroom management, behaviour 

management remains an important task for teachers (Evertson & Weinstein, 2006). 
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Classroom behaviour management has consistently been shown to be foundational for 

effective teaching (Brouwers & Tomic, 2000; Pas et al., 2015; Skiba et al., 2016; Sugai & 

Horner, 2002; Wilks, 1996).  

Along with the shift from reactive and punitive behaviour management towards a 

more positive and preventative behaviour management approach, there is growing support for 

the application of antecedent-based strategies and positive behaviour support (Bear, 2015; 

Sugai & Horner, 2002). Positive behaviour support (PBS) adopts a proactive system approach 

and employs evidence-based classroom management practices to develop positive school 

culture and prevent problem behaviours (Chitiyo et al., 2014). Instead of aiming to reduce 

problem behaviour, PBS focuses on teaching and promoting expected behaviour (Simonsen 

et al., 2008).    

PBS is built upon the scientific assumption that behaviour is learned and 

environmental factors are influential in determining the occurrence of a behaviour (Simonsen 

et al., 2008). A behaviour also serves a function. A traditional consequence for problem 

behaviour, such as punishment, may not be effective, as it does not address the function of 

the behaviour (George et al., 2009). From the perspective of PBS, consequences following a 

behaviour do not only include negative consequence or punishment, but also prevention, 

teaching, and reinforcement approaches (George et al., 2009). 

The goal of school-wide PBS is to develop schools as a safe environment for students 

(Horner et al., 2005). Systems and organisational supports are required to develop the skill 

capacities of the teachers as the “real implementers” to be able to implement evidence-based 

practices in an accurate, comprehensive and sustainable way (Sugai & Horner, 2009b, p. 

229). The implementation of PBS in schools is organised by a three-tiered prevention 

approach (Sugai et al., 2000). Primary prevention aims at promoting appropriate behaviour of 
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all students and preventing the occurrence of inappropriate behaviour, while secondary 

prevention focuses on providing intervention and support for students who fail to respond to 

primary-tier intervention. Tertiary prevention includes individualised and intensive 

interventions for students who are irresponsive to primary and secondary prevention (Lewis 

et al., 2006; Sugai et al., 2000). Effective classroom management practices form the primary, 

or universal, level of PBS (Ficarra & Quinn, 2014).  

2.2 Evidence-based Practices in Classroom Management 

The concept of evidence-based practices emerged from the field of medicine in the 

1990s (Cook & Odom, 2013; Lung, 2018). A practice can be considered evidence-based if it 

is supported by strong research evidence demonstrating that the practice is effective (Cook & 

Odom, 2013; Lung, 2018). However, there might be a variation in the specific standards for 

identifying evidence-based practices (Cook & Odom, 2013; Hulac & Briesch, 2017). For 

example, the What Works Clearinghouse (WWC) evidence standards only review studies 

using one of the eligible designs: randomised controlled trial, quasi-experimental design, 

regression discontinuity design, and single-case design (What Works Clearinghouse (WWC), 

2020). In a rigorous review of the literature, Simonsen et al. (2008) identified 20 evidence-

based practices that were grouped into five features of classroom management: 

a. Maximising classroom structure and physical arrangement. Some modifications to the 

physical arrangement of the classroom, the placement of classroom furniture and visual 

displays may minimise crowding and distraction and promote student engagement and 

appropriate behaviour. 

b. Defining, teaching, and reinforcing classroom routines and behaviour expectations. 

Identifying and defining classroom rules and expectations, followed by systematic 
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teaching, monitoring, and providing reinforcement have been shown to reduce disruptive 

behaviour and increase student engagement.   

c. Actively engaging students in learning. Strategies such as opportunities to respond, direct 

instruction, response cards, and class-wide peer tutoring may increase student 

engagement and reduce the likelihood of inappropriate behaviour. 

d. Using a continuum of strategies to encourage appropriate behaviour. The use of 

evidence-based strategies such as behaviour specific praise, behaviour contracts, and 

group reinforcement contingencies may increase appropriate behaviour. 

e. Using a continuum of consequences to respond to inappropriate behaviour. Evidence-

based strategies such as performance feedback, specific error correction, and planned 

ignoring may reduce inappropriate behaviour, and improve appropriate behaviour when 

combined with strategies such as praise.  

In another study, Conroy et al. (2013) identified 36 empirically supported classroom 

management practices that were organised into four categories: a) antecedent prevention, 

including classroom structure and classroom expectations, b) instruction and interaction, 

including opportunities to respond and active supervision, c) consequence-based strategies, 

including behaviour contracts and group contingencies, and d) self-management strategies, 

including self-monitoring and self-reinforcement. These practices have been proven to be 

effective in increasing student engagement and reducing classroom-based problem 

behaviours (Conroy et al., 2013). The identified evidence-based practices are listed in Table 

1. 

In general, studies indicated that evidence-based practices in classroom management 

are dominated by positive and preventative classroom management strategies that have been 

identified as having positive contribution towards a positive and productive learning 

environment (Ficarra & Quinn, 2014). Such practices focus on non-punitive strategies and 
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emphasise the promotion of social, emotional, and behavioural competencies, as well as the 

prevention of problem behaviours (Bear, 2015; Osher et al., 2010). 

Table 1 Evidence-based practices in classroom management 

References Identified evidence-based classroom management practices 

Simonsen et al. 
(2008) 

1. Maximise classroom structure and predictability: high classroom 
structure, minimise crowding and distraction 

2. Define, teach, and reinforce classroom routines and behaviour 
expectations: teach and review expectations, active supervision 

3. Actively engage students in learning: opportunities to respond, 
direct instruction, classwide peer tutoring, computer assisted 
instruction, guided notes 

4. Use a continuum of strategies to encourage appropriate 
behaviour: specific praise, group contingencies, behaviour 
contracts, token economies 

5. Use a continuum of consequences to respond to inappropriate 
behaviour: brief, specific error correction, performance 
feedback, differential reinforcement, planned ignoring, response 
cost, time out from reinforcement 

Conroy et al. 
(2013) 

1. Antecedent-prevention: classroom rules/expectations, physical 
arrangement, classroom structure, classroom seating  

2. Instruction and interaction: match academics to students’ 
instructional level, active supervision, opportunities to respond, 
present choices, effective instructions and commands, 
intersperse brief and easy tasks, brisk pace of instruction, 
alternative modes of task completion, behaviour momentum, 
incorporate student interests and preferences, response cards, 
peer tutoring, social skills instruction, direct instruction, 
computer assisted instruction, guided notes 

3. Consequence-based: function-based interventions, praise, 
behaviour report cards, classwide group contingencies, 
behaviour contracting, token economies, error corrections, 
performance feedback, differential reinforcement, planned 
ignoring, response cost, time out from reinforcement 

4. Self-management strategies: academic performance, self-
monitoring target behaviour, self-evaluation, self-reinforcement 
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Researchers have documented the positive effects of teacher implementation of 

evidence-based classroom management practices on student behaviour. In a meta-analysis of 

12 studies, Oliver et al. (2011) reported that teachers’ universal classroom management 

practices had a significant, positive classroom-level mean effect size (d = .80) on decreasing 

problem behaviour in the classroom. Students in the intervention classrooms in all of the 

reviewed studies showed fewer inappropriate, disruptive, and aggressive behaviours 

compared with those in the control classrooms (Oliver et al., 2011). In a study on a large 

sample of classroom observations, Gage, Scott, et al. (2017) examined the relationship 

between teacher implementation of classroom management practices and students’ behaviour 

and engagement. The classroom management strategies being examined included active 

teaching, opportunities to respond, and positive feedback (Gage, Scott, et al., 2017). The 

result indicated that students in the classrooms whose teachers demonstrated average and 

above average rates of classroom management practices are more highly engaged than 

students taught by teachers with low rates of classroom management and low interaction 

profiles (Gage, Scott, et al., 2017). Although there were no differences in student disruptive 

behaviour across classrooms, this finding suggests that effective classroom management 

practices may positively influence student engagement in learning. Nevertheless, these 

positive outcomes of teacher implementation of evidence-based classroom management 

practices do not necessarily mean that teachers are ready to implement such practices. 

2.3 Research-to-practice Gap in Classroom Management 

Despite research supporting the effectiveness of evidence-based classroom 

management practices, there continues to be a gap between what is known about evidence-

based practices and the actual implementation of these practices within the classroom (Cook 

& Odom, 2013; Cooper et al., 2018). Almost 30% of 248 teachers surveyed by Cooper et al. 

(2018) indicated that they had limited training in evidence-based classroom management 
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practices across the four major categories (antecedent-based, instructionally based, 

consequence-based, and self-management), and consequently did not use the practices. In 

another study, Gage, Scott, et al. (2017) identified that approximately 20% of teacher 

participants from 1,242 teacher-student dyads in 65 elementary schools in their study 

performed low rates of classroom management practices of active teaching, opportunities to 

respond, and positive feedback. 

Teachers consistently describe that they feel unprepared to implement evidence-based 

practices in classroom management (Chesley & Jordan, 2012; Ficarra & Quinn, 2014; 

Freeman et al., 2014). In general, only one in three teachers reported that they received 

formal training on evidence-based classroom management (Cooper et al., 2018; Freeman et 

al., 2014). In terms of teacher preparation programs, the limited availability of classroom 

management content in such programs has been documented for over 20 years (Landau, 

2001; Stough, 2006). Most teacher preparation programs have classroom management as a 

topic embedded within other courses, as opposed to stand-alone courses (e.g., Freeman et al., 

2014; Landau, 2001; Stough & Montague, 2015). In a study about classroom behaviour 

management preparation in undergraduate primary teacher education in Australia, O'Neill 

and Stephenson (2011) described that, when embedded in other units, the mean hours of 

classroom management content was only 2.3 hours, very limited compared to 25.5 hours in 

stand-alone courses. This situation is worsened by the fact that classroom management 

content being taught in these programs may not always focus on evidence-based classroom 

management practices (Cooper et al., 2018; Freeman et al., 2014; Landau, 2001; O'Neill & 

Stephenson, 2011; Oliver & Reschly, 2010). In this situation, professional learning may serve 

as a bridge from research to classroom implementation. Ficarra and Quinn (2014) affirmed 

that teachers mostly learn about evidence-based classroom management practices from in-

service sources rather than pre-service experiences.  
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2.4 Teacher Professional Learning  

The terms ‘professional development’ and ‘professional learning’ are often used 

interchangeably; however, there has been a shift in terminology away from professional 

development (Easton, 2008; Mayer & Lloyd, 2011; Webster-Wright, 2009). Various authors 

(e.g., Easton, 2008; Timperley, 2011; Waring, 2016; Webster-Wright, 2009) have 

emphasised the need for reconceptualising professional development toward professional 

learning. This requires the shift from a focus on ‘development’ to ‘learning’, from traditional 

notions of professional development focusing on information delivery to teacher professional 

learning, which is described as ‘intentional, ongoing, systematic processes’ in which teachers 

engage in their learning (Timperley, 2011, p. 5; Webster-Wright, 2009). This thesis uses the 

term ‘teacher professional learning’ to describe teacher learning within formally organised 

activities, such as workshops or other professional learning sessions, to promote changes in 

teachers’ capacity for practice and/or changes in the practice itself, particularly related to 

classroom behaviour management (Mayer & Lloyd, 2011). 

Professional learning can be formally organised through programs, workshops, 

teaching conferences, and other professional learning activities, or it may occur informally 

through daily interactions with peers and colleagues (Mayer & Lloyd, 2011; Van Schalkwyk 

et al., 2015). With regard to the setting, Knapp (2003) described that professional learning 

may occur within the practice (through within-classroom supports/coaching), in settings 

outside of practice (e.g., workshops, professional learning sessions within school 

environment), and in formalised professional learning activities outside of practice (e.g., 

workshops, professional learning sessions outside school environment). 

Research has documented the benefits of teacher professional learning. Professional 

learning may provide opportunities for teachers to periodically re-examine their educational 
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practices and beliefs, and keep up-to-date with changing information, theories, and student 

populations (Charland, 2006). This process may help teachers to continually improve their 

knowledge and skills, which would subsequently influence instruction and student learning 

(Admiraal et al., 2015; Akiba & Liang, 2016; Darling-Hammond et al., 2017).  

Research has identified some key features of effective teacher professional learning 

programs. These features include a focus on the content knowledge or practice, active and 

authentic learning experiences, feedback for implementation, opportunities to reflect on 

teacher learning experiences, and follow-up support (Darling-Hammond et al., 2017; 

Desimone & Garet, 2015; Dunst et al., 2015; Ingvarson et al., 2005). In addition to a solid 

knowledge base and research-based theoretical foundation, effective professional learning 

programs should provide teachers with opportunities to test new strategies and see the effects 

on their students (Ingvarson et al., 2005). When teachers notice that the implementation of a 

new classroom practice results in improvements in student learning or behaviour, they may 

then change their beliefs and attitudes (Guskey, 1986, 2002). This process of teacher change 

is more likely to be cyclical, in which changes in teacher belief and attitude may stimulate 

additional changes in teacher classroom practice and consequently create more changes in 

student outcomes (Guskey, 2002). 

Nevertheless, there is a shortage of literature on the features of effective teacher 

professional learning programs that specifically targeted general education teachers’ 

classroom behaviour management practice. A systematic review study by Floress et al. 

(2017), for example, focused on teacher praise and its training methods. Another systematic 

review study by Stoesz et al. (2016) reviewed a broader range of school staff training 

programs to address student behaviour. However, this review was focused on teachers 

working with students with intellectual or developmental disabilities, rather than general 
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classroom teachers. In order to address this gap, the next chapter (Chapter 3) presents a 

systematic literature review study focusing on identifying the features of effective teacher 

professional learning programs in classroom behaviour management. 
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Chapter 3: Effective Professional Learning Programs in Classroom 

Management 

As mentioned in Chapter 2, an investigation into current teacher professional learning 

programs in classroom management is required, as few published reviews in this area have 

(a) examined professional learning programs which teach teachers to employ a variety of 

evidence-based classroom behaviour management practices using different professional 

learning methods, (b) examined programs aimed for general education teachers, and (c) 

reviewed studies employing both single-case and group comparison research design.  

In order to address this gap, this chapter presents a systematic literature review 

undertaken to identify quality studies published in peer-reviewed journals in four databases 

(ERIC, ProQuest Education, PsycINFO and Scopus) between 2009 and 2018. Following 

article selection, a quality assessment was undertaken based on Jadad’s (1996) quality 

assessment criteria and the What Works Clearinghouse (WWC) standards (Kratochwill et al., 

2010), for studies employing group comparison and single-case designs, respectively.  

A narrative analysis was then conducted to identify the features of effective teacher 

professional learning programs in classroom management. By addressing this aim, the 

narrative analysis provided important information related to the content and teaching 

strategies of effective professional learning in classroom management for general education 

teachers. The review revealed the importance of focusing the program on evidence-based 

classroom management strategies, such as behaviour-specific praise. The findings also 

highlighted the significance of within-classroom support strategies to assist teachers in 

implementing the new practice. Such strategies include coaching, performance feedback, 

self-management, and self-monitoring. The findings of this study can be used to inform the 

design and development of pre-service and in-service teacher education programs aimed at 
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improving teacher knowledge and skills in classroom behaviour management. Nevertheless, 

there is a need for a study examining Indonesian teachers’ beliefs and practices in classroom 

management, as teachers’ knowledge, beliefs, and experience may influence their learning 

(Opfer & Pedder, 2011).  
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Chapter 4: Indonesian Teachers’ Attribution of Student Behaviour, 

Teacher Self-efficacy in Classroom Management, and Classroom 

Management Strategies 

Following on from the systematic literature review study in Chapter 3, this chapter 

presents two empirical studies examining teachers’ attributions and teacher self-efficacy 

within an Indonesian context. The first study, titled “Indonesian teachers’ causal attributions 

of problem behaviour and classroom behaviour management strategies”, aimed to examine 

Indonesian primary school teachers’ attributions for behaviour problems and classroom 

behaviour management strategies. The second study was titled “Examining Indonesian 

teacher self-efficacy in classroom management”. This study aimed to explore Indonesian 

teachers’ self-efficacy in classroom management, and validate the Classroom Management 

Efficacy scale (Emmer & Hickman, 1991) in an Indonesian context.  

Together these two studies provided an overview of the practices teachers employ in 

Indonesia, and how we can best explain the use of reactive or proactive strategies in the 

sample. Proactive strategies are those employed to promote positive behaviour, while reactive 

strategies mainly focused on responding to student behaviour after its occurrence. The first 

study in this chapter also portrayed whether Indonesian teachers were more likely to attribute 

problem behaviour to internal (student/family) or external (school/classroom) factors. It is 

followed by an investigation of teachers’ confidence in their abilities to organise their 

classroom and address student behaviour. This chapter presents the dimensionality and 

reliability of a widely used scale measuring teacher self-efficacy in classroom management in 

the Indonesian context. This adds to the limited literature on the measurement of teacher-self 

efficacy in classroom management in Indonesia. 
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Taken together, the findings indicated that Indonesian teachers in the sample were 

more likely to attribute behaviour problems to family-related rather than school-related 

factors, and were more likely to employ proactive rather than reactive strategies in addressing 

student behaviour. The findings also suggested that teachers held a positive belief regarding 

their capabilities in classroom management, but they have a lower sense of teacher self-

efficacy in keeping track of several activities at once. While some of these findings are 

encouraging, an inspection on the survey results at the item level suggested that teachers still 

tend to use certain reactive classroom management strategies. This raised the need for further 

exploration to understand what factors might influence teachers in the Indonesian context to 

employ proactive strategies in classroom management. With regard to teacher professional 

learning, the findings suggested the need for Indonesian teachers to improve their 

understanding about possible causes of student behaviour as well as implementation of 

evidence-based classroom management strategies. 
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Chapter 5: Factors Influencing Indonesian Teachers’ Use of Proactive 

Classroom Management Strategies 

This chapter presents the last study included in this thesis. This study brought together 

the variables of teacher self-efficacy in classroom management, attribution for behaviour 

problems, and background variables in order to understand the factors influencing Indonesian 

teachers’ use of proactive classroom management strategies. In Chapter 4, data suggested that 

Indonesian teachers were more likely to employ proactive rather than reactive classroom 

behaviour management strategies. However, it was indicated that teachers were still likely to 

use certain reactive strategies, such as giving rewards and punishments to get immediate 

compliance and providing extra work, to address student behaviour. This finding highlighted 

the urgent need to increase Indonesian teachers’ use of proactive strategies in addressing 

student behaviour. Thus, an investigation into what factors influence Indonesian teachers’ use 

of proactive strategies was required. 

This study sought to examine the influence of teacher attributions for student 

behaviour problems, teacher self-efficacy in classroom management, and teachers’ 

background variables in their likelihood to use proactive classroom behaviour management 

strategies. As mentioned in Chapter 1, research in other countries indicated that teacher 

attributions for problem behaviour and teacher self-efficacy in classroom management were 

among the predictors of the type of teacher classroom management practice, that is, proactive 

or reactive (Hepburn & Beamish, 2019; Toran, 2017). The current study has presented 

interesting findings in relation to the factors influencing Indonesian teachers’ use of proactive 

strategies. Different from past research in this area, the study indicated that teacher attribution 

to family-related factors positively influences teachers’ reported use of proactive strategies. 
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The implications of the findings were discussed in terms of the cultural context and prior 

research in this area.        
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Chapter 6: Discussion 

The main purpose of this thesis was to identify the features that should be included in 

a professional learning program to improve Indonesian teachers’ classroom behaviour 

management practice. To address this aim, four interlinked studies were completed. This 

chapter presents a discussion of the key findings regarding (a) the characteristics of effective 

teacher professional learning programs in classroom behaviour management, and (b) 

Indonesian teachers’ beliefs and practices in classroom management. This chapter concludes 

with a description of the limitations and implications of the thesis.  

6.1 Teacher Professional Learning in Classroom Behaviour Management 

The systematic literature review highlights the content and teaching strategies of 

effective teacher professional learning in classroom management. In terms of the content of 

the teacher professional learning programs, the findings demonstrate that there was a 

substantial focus on evidence-based strategies in classroom management. A key outcome of 

the review identified behaviour-specific praise as the main strategy taught in professional 

learning programs focusing on a specific classroom management strategy. Praise was also 

included in some of the more comprehensive programs, in combination with other strategies 

(Fabiano et al., 2018; Hickey et al., 2017). Praise is a low-cost strategy that may be readily 

used by teachers to improve student positive behaviour in the classroom (Floress et al., 2017). 

The effectiveness of praise in improving student behaviour has been supported by more than 

five decades of research (Allday et al., 2012; Floress et al., 2017). In particular, behaviour-

specific praise enables students to identify specific conditions that evoke praise, so that they 

are more likely to repeat the expected behaviours in the future (Floress et al., 2018). In 

addition, praise promotes positive student-teacher interaction. This is particularly beneficial 

for students displaying problem behaviours, as they often have few positive interactions with 
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their teachers (Floress et al., 2018). As suggested by the PBS approach, when teachers shift 

their attention from problem behaviour to appropriate student behaviour, they may increase 

the likelihood of desired behaviour, develop a positive school climate, and reduce the need 

for disciplinary measures (George et al., 2009).  

Some more comprehensive professional learning programs incorporated an 

established intervention, such as the Good Behaviour Game (GBG) and the Incredible Years 

Teacher Classroom Management (IYTCM) program. The effectiveness of such interventions 

has also been supported by research. GBG encourages teachers to employ a number of 

evidence-based classroom management practices in “a team-based, game like context” to 

reduce problem behaviour and facilitate learning (Becker et al., 2013, p. 485; Oliver et al., 

2015). Effective implementation of GBG has been associated with less aggressive and 

disruptive behaviours, and increased time on-task (Johnson et al., 2014; Poduska & Kurki, 

2014). IYTCM is an evidence-based, manualised program, aimed to strengthen teacher-

student relationships, foster children’s social emotional development and decrease problem 

behaviour (Fergusson et al., 2013; Reinke et al., 2013). IYTCM training programs have been 

associated with increases in teacher implementation of effective classroom management 

strategies and decreases in student problem behaviours (Webster-Stratton et al., 2011). Some 

other programs focus on a combination of classroom management strategies. For example, a 

study by Gaudreau et al. (2013) incorporated a combination of behavioural strategies with 

social-emotional approach, such as developing social skills. In a study by Marquez et al. 

(2016), evidence-based classroom management practices, including a component of proactive 

prevention of problem behaviour, were the focus of the professional learning program.  

Overall, it is evident that the selection of the strategy/strategies to be delivered in the 

teacher professional learning programs was informed by the literature around evidence-based 
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practice in classroom management. As highlighted in Chapter 2, such practices are supported 

by a significant amount of literature around their effectiveness in preventing and responding 

to problem behaviour (Simonsen et al., 2008).   

The systematic review study highlighted the importance of providing teachers with 

direct implementation supports. Direct implementation support provides guidance, support, 

and feedback to teachers in implementing the new strategy as part of the professional learning 

program. It was seen to be critical in supporting teachers to practice the skills delivered in the 

programs. Some within-classroom support strategies employed include coaching, 

performance feedback, self-monitoring, and self-management. When combined with 

implementation supports, brief didactic training was found to be beneficial to instruct 

teachers in a specific behaviour management strategy. This finding resonates with other 

studies that identified implementation support as a crucial part of effective teacher 

professional learning programs (e.g., Desimone & Garet, 2015; Dunst et al., 2015). In a meta-

synthesis of 15 reviews of in-service teacher professional learning programs, Dunst et al. 

(2015) described that the most effective programs included, among others, coaching or 

mentoring and feedback as part of the programs.  

In Indonesia, since the 1970s, the government has continually delivered in-service 

teacher professional learning programs, commonly known as in-service training, to enhance 

teacher quality (Thair & Treagust, 2003). Among a number of government-run programs, 

Pemantapan Kerja Guru (PKG, Strengthening the Work of Teachers), which was run in the 

1980s and early 1990s, was the only program involving teacher implementation and coaching 

at schools (Thair & Treagust, 2003). Many other programs mostly relied on out-of-school 

activities (Thair & Treagust, 2003). With the lack of implementation support, it is not 

surprising that these teacher professional learning programs were indicated to have little, if 
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any, effect on teacher knowledge and pedagogical skills (Kurniawati et al., 2018; 

Kusumawardhani, 2017; Rosser, 2018). 

Taken together, it was apparent that an effective teacher professional learning 

program in classroom management mostly incorporated evidence-based classroom 

management strategies and provided teachers with one or more implementation supports. 

Likewise, in a study examining the structural and process features of teacher professional 

learning programs, Ingvarson et al. (2005) found that opportunity to learn or process features 

created the largest effect on professional learning program outcomes. These features 

represent the subject being taught and how to teach it within a professional learning program 

(Ingvarson et al., 2005). Nevertheless, as emphasised by Timperley (2011), such programs 

may not significantly influence teacher practice when they are not related to the immediate 

concerns of classroom teaching and learning. The next section presents a discussion of the 

findings regarding Indonesian teachers’ beliefs and practices in classroom management, 

which may be used to inform teacher professional learning in the Indonesian context. 

6.2 Indonesian Teachers’ Beliefs and Practices in Classroom Management 

Teachers bring their knowledge, beliefs, and experience into their learning and 

classroom practice (Opfer & Pedder, 2011). The empirical studies presented in Chapters 4 

and 5 examined Indonesian teachers’ attribution for problem behaviour, teacher self-efficacy 

in classroom management, and teachers’ use of proactive and reactive classroom 

management strategies.  

6.2.1 Teachers’ attribution for problem behaviour 

The participating Indonesian teachers mostly attributed behaviour problems to factors 

internal to the students. Lack of parental interest, students’ learning difficulties, and family 

problems were the three factors to which teachers mostly ascribed problem behaviour. It was 
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also revealed that teachers were not likely to attribute behaviour problems to teachers’ 

attitudes or lack of classroom rules. This finding was consistent with the literature, which 

suggests that teachers are more likely to attribute student behaviour to intrinsic (family or 

student) factors rather than school factors (Ding et al., 2010; Mavropoulou & Padeliadu, 

2002).  

From the perspective of PBS, a behaviour is an indicator of what individuals have 

learned and how they operate in the environment (Sugai & Horner, 2009a). The PBS 

perspective focuses primarily on the influence of immediate environmental factors in the 

occurrence of problem behaviour. In the school setting, common causes or functions of 

behaviour are to get/access (activities, attention, etc.) or avoid/escape (tasks, attention, etc.) 

(Sugai & Horner, 2009a). When teachers mainly attribute problem behaviour to students’ 

learning difficulties and other family/parental factors, they may fail to recognise the function 

served by a behaviour and to act accordingly. This may then contribute to the ineffectiveness 

of strategies used to address student behaviour. In an example given by George et al. (2009), 

when a student disrupts the classroom to avoid a task and the teacher sends the student to the 

office, that student is likely to repeat this behaviour in the future to gain the same outcome. 

Providing consequences without regard given to function may lead to students being 

systematically taught to misbehave. Moreover, the teacher in this example gets what s/he 

wants, as the disruptive student is removed from the classroom, at least for a short while. As a 

result, neither the student nor the teacher will change their behaviours.  

In a study about teachers’ difficulties in classroom management in a school in 

Indonesia, Yulianis et al. (2014) state that teachers attribute classroom management problems 

mainly to students’ personality characteristics and their backgrounds. Teachers in the study 

ascribed misbehaviour to student- or family-related factors, such as lack of student discipline, 



129 

the personality and characters of the student, and their diverse background. This indicates the 

need for Indonesian teachers to improve their understanding about the basic premises of 

behaviour, including the function of student behaviour. Such understanding may encourage 

teachers to adopt effective strategies to address student behaviour. Research indicates that 

teachers’ response to student behaviour may also be influenced by teachers’ confidence in 

their own abilities in addressing student behaviour. The next section describes findings about 

teacher self-efficacy in classroom management in the Indonesian context. 

6.2.2 Teacher self-efficacy in classroom management 

It was found that participating Indonesian teachers had a high sense of teacher self-

efficacy in classroom management. They were found to have positive beliefs in their abilities 

to communicate with the students about the expected behaviours, to start the year, and to 

maintain routines. However, they had lower teacher-self efficacy in keeping track of multiple 

events in the classroom. These findings are not surprising, given that teacher-centred 

instruction is still common in Indonesian classrooms. In teacher-centred classrooms, 

classroom activities are often dominated by lecturing and whole-class instruction, rather than 

cooperative and inquiry-based activities (Chang et al., 2014; Kim, 2018). In a study by 

Eriyanti (2014), in a district in East Java, Indonesia, it was identified that teachers believe 

that they hold the authority in the classroom and students may learn better if they keep silent.   

Classroom management literature has consistently emphasised the use of evidence-

based classroom management strategies over the manage-and-discipline approach 

(Armstrong, 2018; Gage, Scott, et al., 2017). Gage, Scott, et al. (2017), in a study on a large 

sample of classroom observations of teachers from 65 elementary schools in the United 

States, found that effective classroom management practices may positively influence student 

engagement in learning. Recent literature around teaching practice has also supported 
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student-centred learning over teacher-centred instruction. Student-centred practice is 

commonly characterised by active student participation and activities that promote problem 

solving and conceptual understanding (Chang et al., 2014; Kim, 2018). Students are expected 

to be actively engaged in their own learning, rather than sitting still and being quiet for a long 

period. In light of this, the findings on teacher self-efficacy in classroom management 

revealed the need for Indonesian teachers to learn more evidence-based strategies to improve 

students’ positive behaviour and engagement. As teachers improve their implementation of 

such evidence-based classroom management practice, they may positively influence student 

behaviour and engagement, and might not resort to physical punishment.  

6.2.3 Teachers’ classroom management practice 

With regard to teachers’ classroom management practice, the findings indicated that 

teachers were more likely to employ proactive rather than reactive classroom behaviour 

management strategies. Some proactive strategies that are highly rated by teachers included 

behaviour-specific praise, monitoring student behaviour, and providing verbal cues for 

appropriate behaviour. This finding is encouraging, as such practices have been shown to 

positively contribute towards a positive and productive learning environment (Ficarra & 

Quinn, 2014)  However, it is not evident whether or not teachers were actually using positive 

and proactive strategies as no observation data were collected in the current study. In a 

qualitative Indonesian study, Saprodi et al. (2015) interviewed a teacher who suggested that 

students should be rewarded or praised for getting good grades. This implies that, in the 

Indonesian context, teachers may mainly use praise as feedback for student academic 

responses. Before recent changes introduced at the end of 2019, students in Indonesia were 

required to take a national exam at the end of Years 6, 9 and 12. This exam determined 

whether students advance to the next year level or graduate from high school. The results are 

also used to monitor schools’ performance. This high-stakes testing put pressure on teachers 
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to focus on test-oriented teaching (Faisal & Martin, 2019). In the classrooms, it is common 

that teachers only accept and act upon correct answers (The World Bank, 2015). This finding 

implies a need for Indonesian teachers to use encouragement in a more proactive manner, 

especially to teach and positively reinforce appropriate student behaviour (Floress et al., 

2017; Simonsen et al., 2008). 

Moreover, it was found that teacher self-efficacy in classroom management, teacher 

attribution to family-related factors, and teachers’ participation in teacher professional 

learning programs were the factors influencing teachers’ use of proactive strategies in 

addressing student behaviour. In terms of teacher self-efficacy in classroom management, the 

finding aligned with other studies, which suggest that teacher self-efficacy positively 

influences teachers’ implementation of effective classroom management practice (e.g., 

Woolfolk et al., 1990; Zee & Koomen, 2016). Interestingly, teacher attribution to family-

related factors was indicated to positively influence teachers’ reported use of proactive 

strategies. This finding contradicted previous studies which suggested that teachers who 

ascribed behaviour problems to student or family-related factors may be more inclined to 

demonstrate insensitive behaviour and employ negative classroom management strategies 

(Andreou & Rapti, 2010; Carter et al., 2014). To some extent, this finding may reflect the 

cultural context in the Indonesian society, where teachers often view themselves as having 

parenting roles in schools (Djone & Suryani, 2019). When these teachers attribute student 

behaviour to family-related factors, they may feel sympathetic towards the students and 

subsequently employ more positive classroom management strategies. Further research is 

warranted to investigate this finding. The finding in relation to teachers’ prior participation in 

professional learning programs in classroom management is discussed in Section 6.2.5. 
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6.2.4 The influence of teachers’ demographic factors 

The studies presented in Chapters 4 and 5 involved investigations into the influence of 

teachers’ demographic factors on their beliefs and practices in classroom management. 

Overall, it was shown that teachers’ age and years of teaching experience were among the 

factors influencing Indonesian teachers’ beliefs and practices in classroom management. 

Older teachers (>50 years old) and those with more teaching experience were found (a) to be 

more likely to attribute behaviour problems to causes other than teaching and learning, i.e. 

family-related factors and (b) to be less likely to use reactive strategies in addressing student 

behaviour. Meanwhile, teachers with less than ten years of teaching experience were found to 

have significantly lower sense of efficacy in classroom management than those with more 

teaching experience.  

These findings may not be simply a matter of age, but also experience. As recognised 

by Timperley et al. (2007), different groups of teachers may have different sets of knowledge 

and skills, as well as learning needs. With longer teaching experience, teachers have been 

exposed to different situations that allowed them to reflect and build on their skills. Thus, it is 

not surprising that more experienced teachers have higher teacher self-efficacy in classroom 

management and are more inclined to attribute problem behaviour to factors other than 

teaching and learning, compared to those with fewer experience. This group of teachers may 

also learn from their experience that they do not need to rely on reactive strategies to address 

student behaviour. However, the finding indicated that more experienced teachers did not 

significantly employ more proactive strategies than did their counterpart.  

Overall, the findings affirm that teachers new to the profession may have different 

learning needs from those with more experience (Timperley et al., 2007). Thus, teacher 

professional learning providers in Indonesia should be aware of what knowledge, skills, and 
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beliefs teachers bring into their learning. Accordingly, teacher professional learning 

experience may be designed to assist teachers to understand the theories underpinning their 

current practice, to evaluate its adequacy, and to decide what needs to be changed (Timperley 

et al., 2007). The next section describes the findings regarding teachers’ prior participation in 

professional learning in classroom management in the Indonesian context. 

6.2.5 Teachers’ prior participation in professional learning program in classroom 

management 

The findings imply that teacher professional learning programs in the Indonesian 

context may positively influence their knowledge regarding the impact of teacher and school 

factors on student behaviour. These programs may also have equipped teachers with a range 

of strategies to address student behaviour in the classroom. Nevertheless, it appears that the 

professional learning programs have not adequately emphasised the use of proactive over 

reactive classroom management practices. Of the 349 teachers who provided information 

about the content of teacher professional learning programs that they participated in, most 

(59.5%) reported that they learned about how to support students with special needs. It is 

possible that this professional learning topic includes content about how to address 

challenging behaviours in the classroom. Very few teachers (4.98%) specifically mentioned 

that they learned about student behaviour or responding to problem behaviour. There is a 

possibility that professional learning programs for Indonesian teachers have not sufficiently 

presented the rationale of PBS, and the use of primary-tier intervention, which involves a 

hierarchy of consequences to address behaviour problems. These areas reflected some 

important components of PBS aimed to teach and promote positive student behaviour (Lewis 

et al., 2006; Reddy et al., 2013).  
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6.3 Limitations 

Several limitations require consideration when interpreting the findings of this thesis. 

One limitation of this thesis is the use of self-report instruments to collect empirical data in 

the Indonesian context. Teacher self-report has been found to sufficiently represent teachers’ 

actual practice (Clunies-Ross et al., 2008; Desimone, 2009). However, self-report data may 

be influenced by social desirability. It is difficult to establish whether teachers’ reports, 

particularly in relation to their classroom management strategies, are consistent with their 

actual practice. Future studies exploring Indonesian teachers’ beliefs and practices in 

classroom management might incorporate a mixed method research design combining self-

report surveys with observational studies.   

Another limitation of the empirical studies as part of this thesis relate to the sample. 

Even though the sample size (n = 582) for this study was relatively large, the data were 

collected from one city in Indonesia. Care must be taken when generalising findings beyond 

the sample. Teachers from other areas of Indonesia may respond differently to the surveys. 

Future studies may attempt to include more teacher participants from various regions and 

education levels in Indonesia, to represent the wider population of this country better.  

The results presented in Chapters 4 and 5 should be interpreted with some caution, 

given concerns regarding the small effect sizes reported in the studies. Small effect size 

indicates that the difference is marginal, even if it is statistically significant. Future research 

may seek to replicate the studies with more participants to increase the power (Field, 2018).  

Nevertheless, the findings of these empirical studies provide an impetus for other studies 

examining Indonesian teachers’ beliefs and practices in classroom management. There could 

be other variables, which can better explain the variance in teacher scores. 
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Notwithstanding these limitations, the findings of this thesis represent an investigation 

into a crucial but under-investigated area in the Indonesian context. This thesis identified the 

features of effective teacher professional learning programs in classroom management, and 

current Indonesian teachers’ beliefs and practices in classroom management. Given that there 

is an urgent need for Indonesian teachers to improve their implementation of evidence-based 

strategies, the findings of this thesis may have important implications for teacher education 

and professional learning in the Indonesian context. 

6.4 Implications 

Several important implications emerged from this thesis. As noted in Chapter 2, 

implementation research has recognised the gap between identified evidence-based strategies 

and teachers’ actual classroom practice. In terms of evidence-based practice in classroom 

management, this thesis has identified the essential features of effective teacher professional 

learning programs aimed to improve teachers’ implementation of such practice. The findings 

portrayed a wide variety of professional learning programs aimed at general education 

teachers. Importantly, the findings have identified the features of both specific, brief 

professional learning programs and those that are more comprehensive.  

Studies in the area of teacher professional learning have emphasised the importance of 

engaging with teachers’ prior knowledge and experience (Opfer & Pedder, 2011). The 

findings in Chapters 4 and 5 provide important information around Indonesian teachers’ 

current beliefs and practices in classroom management. The finding that teachers were more 

likely to attribute behaviour problems to family-related factors may indicate the need for 

Indonesian teachers to develop more understanding of student behaviour.  

Moreover, in a context where teacher-centred instruction is still common, teachers 

were found to hold a high sense of teacher self-efficacy in classroom management. It was 
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revealed that this finding might be influenced by the educational culture, which values 

routines, whole class instruction, and quietness in the classrooms. Therefore, it would appear 

that student engagement within the classroom is not maximised. This implies the need for 

Indonesian teachers to learn more about evidence-based strategies in classroom management, 

not only to improve students’ positive behaviour, but also their engagement in learning. 

However, exploration into evidence-based strategies to enhance student-centred learning and 

student engagement is beyond the scope of this thesis.  

Another important finding is that Indonesian teachers may not have been prepared to 

employ positive classroom management strategies in a systematic and proactive manner. 

Teachers may currently use classroom management strategies, such as praise, mainly to 

respond to student behaviour after its occurrence. Thus, there is currently still a gap between 

what is considered evidence-based practice and what occurs in teachers’ practice in the 

Indonesian context. The contributing factors may include the lack of effective teacher 

professional learning programs that are sufficiently focused on PBS and the implementation 

of proactive classroom management practice. Accordingly, a well-designed professional 

learning program is required to improve teachers’ knowledge and to influence 

implementation of evidence-based classroom management practice in a systematic and 

proactive way.  
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Chapter 7: Recommendations 

The thesis identified the content and teaching strategies of effective teacher 

professional learning in classroom management. The thesis also explored Indonesian 

teachers’ classroom management practices, attribution for problem behaviour, and teacher 

self-efficacy in classroom management. It is indicated that Indonesian teachers may need to 

improve their knowledge and skills in implementing evidence-based strategies in classroom 

management. Drawing on the findings of the thesis, this chapter presents recommendations at 

three levels: policy, practice, and directions for future research. 

7.1 Policy 

A number of government policies regarding child protection in schools, which include 

prohibition of corporal punishment, already exist. For example, in 2014, the Indonesian 

government published the Amendment to Law Number 23 of 2002 on Child Protection. This 

regulation states that school children “shall be protected from acts of physical, psychological, 

sexual, and other crimes committed by educators, education personnel, fellow learners, 

and/or other parties” (President of the Republic of Indonesia, 2014, p. 21). In the same year, 

the government encouraged the establishment of anti-violence policies in schools, which 

contain the prohibition of physical punishment and other forms of punishment that degrade 

students’ dignity (The State Minister of Women Empowerment and Child Protection of the 

Republic of Indonesia, 2014). 

Under the PBS framework, teacher and student behaviours may change as a function 

of systematic teaching in a supportive environment. Thus, it is important to examine available 

regulatory frameworks related to the regulations surrounding the use of physical punishment 

in schools. This process may determine whether sufficient guidelines around the use of 

proactive and evidence-based classroom management strategies exist. This is crucial as 
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asking teachers to stop using physical punishment without providing more positive 

alternatives would not be sufficient to modify teacher practice. More guidelines and 

regulations may also be required to encourage teachers’ use of such proactive practices. Local 

policies should be developed (i.e. at a district and/or school level) to emphasise that students 

should not be subjected to corporal punishment. Also, these policies should encourage use of 

proactive classroom management strategies. 

In addition, policies around teacher continual professional learning already exist. In 

2005, the Indonesian government launched a national teacher certification program 

(Kusumawardhani, 2017). As stated in Law 14/2005, teachers are not only required to have a 

minimum of four years of tertiary education, but also to continually improve their skills 

through professional learning (Suryahadi & Sambodho, 2013). In relation to this program, 

starting from the end of 2000s, the government delivered the Pendidikan dan Latihan Profesi 

Guru (PLPG, Education and Training for Teaching Profession). PLPG is a 90-hour teacher 

professional learning program aiming to raise teacher competency in four areas: pedagogical, 

personal, social and professional.  

It is important to explore whether the content of the current PLPG program includes 

components of classroom management, and evidence-based classroom management practice 

in particular. The inclusion of PBS principles and evidence-based classroom management and 

how best they can be applied in Indonesian classrooms should form part of the curriculum. 

Improved understanding of positive and proactive principles of classroom management 

would enable teachers to enhance their understanding and implementation of the evidence-

based practice. Again, this process should be supported by a government policy that 

incentivises teacher use of proactive and evidence-based practices in classroom management. 
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7.2 Practice 

7.2.1 Professional learning programs in classroom management for Indonesian teachers  

To positively influence teachers’ knowledge and skills in classroom management, it is 

important that teacher professional learning programs be underpinned by evidence-based 

practice, such as PBS. Such programs should also incorporate adequate support for teacher 

implementation. As reported in Chapter 6, teacher professional learning in the Indonesian 

context may positively influence teachers’ knowledge about the effects of teacher and school 

factors on student behaviour. However, there remains a gap in teacher implementation of 

evidence-based classroom management practice. Recommendations on professional learning 

programs on classroom management in the Indonesian context are described in Figure 1. 

 

Figure 1. Key recommendations on teacher professional learning programs on classroom 

management in the Indonesian context 
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Based on the findings of the thesis, the content of teacher professional learning 

programs on classroom management in the Indonesian context may include: 

a. basic assumptions of human behaviour and behaviour problems.  

b. introduction to PBS and evidence-based practice in classroom management. It may be 

emphasised that not all commonly used classroom management strategies are evidence-

based strategies. 

c. a thorough overview of the conceptual foundations and rationale of proactive and 

preventative approach to classroom management. This section may include a comparison 

between proactive and reactive practices, and the effects of punishment in schools.  

d. proactive and evidence-based classroom management strategies. Teachers may be 

introduced to a range of evidence-based classroom management strategies, such as those 

identified by Simonsen et al. (2008). 

e. introduction to three tiers of PBS, particularly related to teacher implementation of 

evidence-based classroom management practice as part of a universal, school-level 

intervention in the tier 1 of PBS.  

f. introduction to the procedures of implementation supports and data collection as part of 

the professional learning program, as agreed by the teacher educators or researchers, and 

school leaders.   

Considering most of the literature on the topics discussed is produced in Western 

countries, it is critical that the content is carefully reviewed by local researchers, and 

adjustments are made so that the content is highly relevant and sensitive to the local 

Indonesian context. With regard to the teaching strategies, such professional learning 

programs should incorporate certain components including: 
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a. activities to engage teachers’ prior understanding about their current classroom 

management practice, followed by activities to evaluate its adequacy in addressing 

student behaviour. 

b. a didactic session or workshop to deliver the professional learning content. 

c. one/more implementation support strategies, such as coaching and performance 

feedback, to support teacher implementation of the targeted classroom management 

strategies. This process should be supported by a school culture that values professional 

learning and PBS (King & Newmann, 2004). 

Following the implementation period, it is important to collect data on teacher 

implementation of the new practice and related student outcomes, using strategies such as 

classroom observations. This data may then be used to document and evaluate the teacher and 

student outcomes of the professional learning program. As suggested in literature on teacher 

professional learning, this process subsequently may lead into another professional learning 

session to continually deepen teachers’ knowledge and refine their skills (Timperley, 2011). 

As highlighted by Ingvarson et al. (2005), successful programs encourage teachers to try out 

new practices and see the effects on their students. When the implementation of a new 

classroom practice results in improvements in student learning or behaviour, teachers’ 

experience of success will shape their beliefs and attitudes (Guskey, 1986, 2002). It should be 

noted that systems and organisational supports are required to enable teachers to develop 

their skills and implement the practices in an accurate and sustainable way (Sugai & Horner, 

2009b). 

7.2.2 Pre-service teacher training in classroom management 

The findings of the thesis suggested that pre-service teacher training program in 

Indonesia does not adequately prepare teachers in the area of classroom management. 

Indonesian teacher educators may consider adapting and incorporating some of the 



142 

recommendations in Section 7.2.1 into pre-service teacher training programs in Indonesia. 

Indonesian teacher education programs may include more classroom management content 

focusing on Positive Behaviour Support as well as cover practical information about 

evidence-based practice in classroom management. Teaching graduates should have 

sufficient practical exposure to apply skills acquired during teacher education programs. 

University assignments should allow graduate teachers to apply new theory in different 

learning contexts authentically. It is anticipated such training would substantially enhance 

knowledge, skills, and confidence of graduate teachers to apply evidence-based, proactive 

teaching strategies to address challenging behaviours.  

7.2.3 Accessible resources on PBS and evidence-based classroom management practice 

The findings of the thesis revealed that Indonesian teachers may not be sufficiently 

informed about PBS and evidence-based classroom management practice. While teacher 

professional learning programs may be accessible by a certain number of teachers at any 

given time, accessible resources on this topic may reach a wider teacher and staff cohort in 

Indonesia. A national governmental sponsored initiative may establish a website where 

teachers, policy makers, and members of the public can access important resources on 

classroom management, as well as on demand lectures, workshops, and seminars provided by 

academics and specialists. These resources may provide information about PBS and 

evidence-based practice in classroom management similar to the content of the teacher 

professional learning programs, in a user-friendly language to support teacher comprehension 

of the material. Where possible, Indonesian policy makers may create partnerships with local 

universities and teacher education institutions to provide an opportunity for teachers to 

consult with an expert to assist them in understanding and implementing evidence-based 

strategies in classroom management. 
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7.3 Future research 

This thesis has identified the content and features of effective professional learning 

programs for general education teachers. The thesis also described Indonesian teachers’ 

current practice in classroom management, teacher self-efficacy in classroom management, 

and attribution for behaviour problems. Despite the important contribution of the thesis, many 

questions remain unanswered. First, little is known regarding Indonesian teachers’ actual 

classroom management practice, and what teachers understand and believe in terms of 

effective behaviour management. Future research might employ a mix of quantitative and 

qualitative research methods to extend understandings of what teachers believe and actually 

do in addressing student behaviour in Indonesian classrooms. Some potential areas for 

investigation include (a) Indonesian teachers’ definition of problem behaviour, (b) teacher’ 

understanding about behaviour management and evidence-based classroom management 

practice, (c) teacher actual implementation of evidence-based practice in classroom 

management, (d) the factors influencing Indonesian teachers’ attributions for behaviour 

problems and teacher self-efficacy in classroom management, and (e) teachers’ perceived 

need for professional learning in classroom management. As PBS is a systems wide 

approach, future research may also explore school-level factors, which may influence teacher 

implementation of evidence-based practice in the Indonesian context.  

Moreover, future studies in the Indonesian context may seek to include a wider range 

of teacher participants and a larger sample to better represent the diverse Indonesian 

population. Future research could seek to replicate the studies that have been completed in 

this thesis in different provinces/areas in Indonesia. Statistically, a power test may be 

employed to estimate the required samples to gain larger effect sizes. Researchers might also 

pursue some refinements on the scales being used in the thesis, to provide better measures for 
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teacher attribution for behaviour problems, teacher self-efficacy in classroom management, 

and teacher classroom management practice in the Indonesian context.  

In terms of the systematic review study, a meta-analysis of teacher professional 

learning in classroom management may add scientific evidence on the effectiveness of such 

programs in improving teachers’ implementation of evidence-based classroom management 

practice.  With regard to the Indonesian context, an evaluation of a targeted professional 

learning program on classroom management specifically designed for Indonesian teachers 

might also add to the limited literature in this area. Such a study may also inform Indonesian 

policymakers on the effective teacher professional learning program underpinned by both the 

international literature and Indonesian teachers’ needs. 

Finally, an investigation into teacher in-service education in Indonesia is also 

warranted. This investigation might examine the availability of classroom behaviour 

management content in the in-service programs, especially related to the PBS framework and 

the use of evidence-based strategies in classroom management. Such investigation may also 

evaluate the teaching strategies employed in the in-service programs to develop teachers’ 

skills in promoting positive behaviour and responding to behaviour problems.  

7.4 Conclusion 

Effective teacher professional learning programs may support teacher implementation 

of evidence-based classroom management practices. Whilst the thesis findings are 

preliminary, it was apparent that Indonesian teachers require more support to improve their 

knowledge and skills in implementing evidence-based practice in classroom management. An 

investigation into the outcome of a well-designed teacher professional program in classroom 

management in the Indonesian context is warranted. It was evident that current teacher 

professional learning programs in Indonesia may have not sufficiently prepared teachers to 
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understand PBS principles and implement proactive strategies in addressing student 

behaviour.  

Moreover, teacher educators and education policy makers in Indonesia might put 

more efforts to promote proactive and preventative strategies to improve student behaviour 

and engagement, including at the whole school level. Such strategies provide a positive and 

evidence-based alternative to physical punishment. Finally, the thesis highlighted that it is 

crucial for teacher professional learning programs to not only deliver a variety of classroom 

management strategies but also provide a deep introduction into the philosophy and theories 

underpinning the strategies, such as the PBS framework. Without this, there might be a risk 

that teachers only use the strategies in a reactive manner, and the opportunity for teaching and 

promoting student positive behaviour may potentially be overlooked.  
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