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The purpose of this study is to research into the relationship between instructional
supervision and learning school from the perspective of primary school teachers. This
study utilized the correlational survey model, which is a type of quantitative research
approach. The study's population includes 758 teachers working in primary schools
associated with the MoNE in the central of Agriin 2021. The study's sample consisted of
257 teachers who were chosen using a simple random sampling method. As a data
collection tool in research; "School Principals' Instructional Supervision Behavior (SPISB)
Scale" and "Learning School (LS) Scale" were used. For statistical analysis of data;
parametric tests were used. As a result of the analysis, it was found that the teachers'
perceptions of learning schools were higher than their perceptions of instructional
supervision. It was determined that teachers' perceptions of SPISB and LS differed
significantly in some sub-dimensions according to their demographic variables. It was
found that there is a significant positive relationship between the SPISB Scale sub-
dimensions and the LS Scale sub-dimensions. The multiple regression analysis revealed
that, with the exception of the personal mastery dimension, the sub-dimensions of the
SPISB Scale significantly predicted the sub-dimensions of the LS Scale.
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Bu arastirmada ilkokullarda gérev yapan 6gretmenlerin algilarina gore 6gretimsel
denetim ile 6grenen okul arasindaki iliski incelenmistir. Arastirmada nicel arastirma
yontemlerinden iliskisel tarama modeli kullaniimistir. Arastirmanin evrenini 2021 yilinda
Agri il merkezinde MEB’e bagli ilkokullarda gérev yapan 758 6gretmen olusturmaktadir.
Arastirmanin 6rneklemini basit tesadifi 6rnekleme yoluyla belirlenen 257 6gretmen
olusturmaktadir. Arastirmada veri toplama araci olarak; “Okul Miidirlerinin Ogretimsel
Denetim Davranislari (OMODD) Olgegi” ve “Ogrenen Okul (00) Olgegi” kullaniimistir.
Verilerin istatiksel ¢ozlimlemeleri igin parametrik testler kullaniimistir. Yapilan analizler
sonucunda arastirmaya katilan o6gretmenlerin 6grenen okul algilarinin, 6gretimsel
denetim algilarindan daha yiiksek oldugu gériilmustir. Ogretmenlerin OMODD ve OO
algilarinin demografik degiskenlerine gére bazi alt boyutlarda anlamli farklilk gosterdigi
belirlenmistir. OMODD élcegi alt boyutlari ile OO0 6lgegi alt boyutlar arasinda pozitif
yonde anlamli iligskiler oldugu tespit edilmistir. Coklu regresyon analizi sonucunda
OMODD élgeginin alt boyutlarinin, 00 6lgegi alt boyutlarini, kisisel hakimiyet boyutu
harig¢ anlamli diizeyde yordadigi sonucuna ulagiimistir.
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Introduction

School, which is an open and social system, is constantly changing and developing to meet the needs
of the information society in which it exists. The easy, fast, permanent and meaningful learning capacity
of the school makes it easier to adapt to the change experienced. In this context, it can be said that the
competitive power of a school that lags behind in the learning race will decrease over time and that it will
have difficulty in adapting to change. The understanding of learning together, learning from each other,
learning to learn created by change has paved the way for a new paradigm from the teaching school to
the learning school in today’s information society. For this reason, learning schools are suggested as a
school model suitable for the needs of the information society.

The learning school is the adaptation of the learning organization concept to the school, which started
to attract attention in the 1990s. Learning schools are schools that have a culture of developing their staff
and supporting their success as supporters of change. While these schools contribute to the change in
society, different teams within the organization work in cooperation and renew the organizational
structure. A learning school is a school that tries to improve and renew itself by making use of the process
and outputs (Dogan Kilig, Ustiin, Onen, 2011). Today, in order for the school to keep up with the rapid
change and meet the needs of the information society, it needs to move away from the teaching
organization and internalize the learning organization approach (Kiiglkoglu, 2005).

Senge et al. (2014) states that every effort made in the process of creating and developing learning
schools should be realized on three systems. In the process of creating and developing learning schools,
whether public or private, large or small, rural or urban, these three systems are interdependent and
influencing each other; class, school, and society. Accordingly, learning classes are classes where students
and teachers come together around the learning goal. The learning school is a school with the aim of
providing the highest level of learning experience to all its students. Parents, on the other hand, are of
great importance in supporting the learning process.

According to the literature, learning schools follow the change and development in their environment,
develop their goals, support entrepreneurship and risk issues by creating an effective teaching and
learning environment, analyze all the variables that affect the work of the school, and provide
opportunities for the school to ensure and maintain its development (Joki¢, et al, 2012; cited by Dogan &
Yigit, 2015). In our age where change is very rapid, it is very important for the development and survival
of the organization that all members of the organization, individually and as a team, produce new
information and increase their capacities (Helvaci & Karadurmus, 2015).

Lunenburg and Orntein (2013) state that the learning school should provide continuous learning
opportunities, support research, dialogue, team learning and cooperation, encourage active participation
in creating a common vision, connect with the environment, and have strategic leaders who will realize
learning. Therefore, the school administrator comes to mind in the establishment and operation of a
structure that facilitates and supports learning at school. It is expected that the school administrator
should especially operate the supervision and evaluation process in order to improve the learning ability
of the school, the participation of all stakeholders in the learning process, the development of the
education and training process and the increase of teacher performance. Therefore, educational leaders
should have the knowledge, attitudes and skills required by the effective supervision process (Sullivan &
Glanz, 2015).

Supervision and evaluation are an important part of school management processes and are among
the most important duties and responsibilities of the school administrator. Audit, which is the process of
determining and evaluating the level of realization of an institution's activities in accordance with the
predetermined goals (Bozkurt, 2013), is an indispensable process for the institution or organization to be
effective. Because if the control process does not work in organizations, the organization may encounter
problems such as loneliness, disorder, closure, stagnation and loss of power. In this context, the need to
continuously develop and renew the institutional activities of the school increases the importance of the
inspection process (Yilmaz, 2019).
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The most important dimension in the supervision of the school with all its units is undoubtedly the
versatile education-training supervision. Instructional supervision, which is a type of educational
supervision (Chen, 2018), is applications that help teachers think about their actions and improve the
quality of teacher-learning processes. It is possible to talk about the effect of instructional supervision in
improving teaching, professional development of teachers, creating an effective and safe learning
environment, increasing the academic success of students (Tesfaw & Hofman, 2014; Wanzare, 2012;
Zepeda & Kruskamp, 2007; Sergiovanni & Starratt, 2007). This process, which is mostly applied in the form
of lesson supervision, is defined as a classroom visit to supervise all the activities and practices of the
teacher during the lesson (Ciger, 2006). However, acting by thinking that the course supervision process
consists only of observing the course may affect the supervision process negatively. Because in the course
supervision process, the activities that should be handled in a very broad scope, such as the experiences
and developments gained by the cooperation of the teacher and the student, and the guidance work that
the school administrators will do for the teacher come to mind. In this context, it is thought that it would
be more appropriate to use the concept of instructional supervision, which is one of the contemporary
supervision approaches, instead of the concept of course supervision, since course supervision covers a
series of activities to be done before, during and after the course and contributes to the professional
development of the teacher.

When researches made in relation to learning schools with instructional supervision are examined,
formation of instructional supervision model (Goker, 1999), student success as the influenced and
influencing variable of instructional supervision (Glanz, Shulman, Sullivan, 2007), impact of instructional
supervision on teacher motivation (Yilmaz, 2019), impact of leadership skills of managers on instructional
supervision (Muraina & Olanrewaju, 2016), instructional supervision perceptions of teachers were
examined in relevant researches (Deniz, 2017), student success as influenced and influencing variable of
learning school (Sen, 2019), school happiness (Ugur, 2019), cultural leadership (Tuna, 2014), school
climate (Glrfidan, 2014) and similar variables were examined with respect to their correlation. As a result
of examinations made, no research examining the relationship between instructional supervision and
learning school was found.

Today, the increase in the number of educational institutions has brought competition. It is seen that
the schools that hold the competitive advantage are effective, successful, innovative, have the
characteristics of learning organizations and can manage change. Researches indicate the effect of school
administrators on the performance of schools (Bush & Jackson, 2002; Mulford & Silins, 2011). For this
reason, the study focused on the control process among school processes in which administrators can be
used to support the characteristics of schools as learning schools.

When we look at the definitions of schools that learn with instructional supervision, it can be said that
they have common goals such as improving teaching and teacher in two variables, and working in
cooperation as a whole. In schools where the instructional supervision model, which is one of the
contemporary inspection practices, is applied, it is possible to see the cooperation of teachers and
inspectors in order to increase student success. In schools where this understanding is dominant, the
inspector does not aim to control the teacher, but to guide and counsel the teacher. In the school where
all these behaviors are exhibited, students, teachers and supervisors have a positive school climate. It is
expected that the schools where the understanding of instructional control is dominant will have a high
level of being a learning school. However, since there is no study in the literature examining these two
variables together, it is thought that the results of this research will fill the gap in the literature and give
important clues to researchers, practitioners and policy makers.

Furthermore, it is expected that data obtained from the study will contribute for determination of
necessary policies based on data as required for establishment of an effective and efficient education
system (Article 554) which is among the education targets specified in Eleventh Development Plan (2019)
prepared by Turkish Republic Presidency Strategy and Budget Presidency. In addition, it is emphasized in
the “MoNE 2023 Education Vision” that an inspection system will be developed in which the guidance
dimension for school improvement is emphasized. In this context, it is thought that it is necessary to know
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the predictive power of instructional supervision in order to explain the importance of using instructional
supervision in developing the capacity of schools to be learning schools. Based on this need, it can be
stated that it is important to examine the relationship between instructional supervision and learning
school, considering the scope of the research subject. However, when it is accepted that basic education
institutions are the precursors in acquiring the habit of learning to learn, it is thought that this research,
whose sample is primary school teachers, will be a reference for other levels.

In this study, which was conducted to examine the relationship between teachers' perceptions of
instructional supervision and learning school, answers to the following questions were sought:

1. For primary school teachers;

e What is the level of their perceptions of instructional supervision and learning school about their
schools?

* Do their perceptions of instructional supervision and its sub-dimensions differ significantly according
to gender, seniority, working time at school and branch?

¢ Do their perceptions of the learning school and its sub-dimensions differ significantly according to
gender, seniority, working time at school and branch?

e |s there a relationship between their perceptions of instructional supervision regarding their schools
and their perceptions of learning schools?

2. Do instructional supervision and its sub-dimensions significantly predict the learning school and its sub-
dimensions?

Method
Research Model

In this study, correlational survey model, one of the quantitative research methods, was used.
Correlational survey method it is a research model that examines the existence and degree of the
relationship between two or more variables. The relationships revealed through survey cannot be
interpreted as a real cause and effect relationship; however, it can help predict the other variable if
information about the state of one variable is obtained by giving some clues in that direction (Karasar,
2020). There are two variables in the study, namely instructional supervision and learning school. In the
study, the relationship between instructional supervision and learning school according to primary school
teacher perceptions was examined and gender, professional seniority, working time in the same school
and branch were considered as demographic variables.

Research Group

The population of the research consists of 758 teachers working in public primary schools affiliated to
the Ministry of National Education in the central district of Agri province in the 2020-2021 academic year.
This number has been determined as a result of the petition submitted to the Appointment Unit of the
Agri Provincial Directorate of National Education. Due to the size of the universe, sampling was used. In
this study, the simple random sampling method (Karasar, 2020), in which each element that makes up the
universe has an equal chance of being included in the sample, was used.

In this study, the formula suggested by Cochran (1962) was used to calculate the sample size, taking
into account the 95% confidence level and .05 margin of error (Yesil, 2018). As a result of the operations
carried out, the sample size was found to be approximately 254 people. 266 teachers participated in the
research. Since 9 out of 266 data were determined as extreme values, 257 scales were evaluated.
Demographic findings of the research group are given in Table 1.
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Table 1.
Demographic Information of Participants
n %
Gender Female 149 58
Male 108 42
Professional Seniority less than 1 year 45 17.5
1-4 years 82 31.9
5-9 years 78 304
10 years + 52 20.2
Working Time at School less than 1 year 77 30
1-4 years 122 47.5
5years + 58 22.5
Branch Primary school teacher 182 70.8
Branch teacher 75 29.2

According to Table 1, 58% (n=149) of the teachers participating in the research were female and 42%
(n=108) were male. Considering their professional seniority, 17.5% (n=45) have less than 1 year seniority,
31.9% (n=82) have 1-4 years of seniority, 30.4% (n=78) have 5-9 years of seniority and % 20.2 of them
(n=52) have 10 or more years of seniority. Considering the duration of working in the same school, 30%
(n=77) of the participants have been working in the same school for less than 1 year, 47.5% (n=122)
between 1-4 years and 22.5% (n=58) for 5 or more years. 70.8% (n=182) of the teachers participating in
this research are classroom teachers and 29.2% (n=75) are branch teachers.

Data Collection Tools

The scales used in the research were selected by examining the relevant literature, validity-reliability
studies, their use in previous studies and their results. Accordingly, the "School Principal's Instructional
Supervision Behaviors (SPISB) Scale (ilgan, 2014) and the Learning School (LS) Scale" (Ugurlu, Dogan, &
Yigit, 2014) were used for the purpose of the research.

The SPISB Scale, which was developed by ilgan (2014) in a five-point Likert type, consists of sub-
dimensions of "improving teaching and teacher (15 items)" and "class visits and providing feedback (8
items)". Explanatory and confirmatory factor analyzes were performed for the validity of the scale, which
was found to have a Cronbach Alpha reliability coefficient of .93 and it was determined to have acceptable
fit indices (CMIN/df=7.8; RMSEA=.083, RMR=.053, GFl= .86, AGFI= .84, NFI and NNFI=.98, CFI=.99).

The second scale used in the research is the LS Scale developed by Ugurlu, Dogan, and Yigit (2014).
The scale developed in a five-point Likert type consists of four sub-dimensions: “Team Learning (8 items)”,
“Mental Models (5 items)”, “Shared Vision (3 items)” and “Personal Dominance (4 items)”. The validity of
the scale, whose Cronbach Alpha reliability value was determined as .92, was tested with exploratory and
confirmatory factor analyzes and had good fit values (x?/df= 2.39, NNFI= 0.95, CFI= 0.96, RMSEA 0.07, GFI
0.90, AGFI 0.87).

The validity and reliability of the scales used were retested using existing research data and the
findings were expressed under the title of validity and reliability.

Validity and Reliability

CFA results and Cronbach's Alpha coefficients were examined for the validity and reliability studies of
the data collection tools used in this study. Accordingly, the internal consistency coefficient of the entire
SPISB Scale was found to be 0.97. The internal consistency coefficients for the dimensions of the scale
were 0.97 and for classroom visits and providing feedback it was found to be 0.93. The total internal
consistency coefficient of the LS Scale was 0.95, and the dimensions were respectively 0.93 for team
learning; 0.91 for mental models; 0.91 for shared vision; and 0.85 for personal dominance 0.85. In this
context, it has been observed that the reliability coefficients of SPISB and its sub-dimensions and LS and
sub-dimensions are higher than 0.70 and the obtained measurements are reliable.
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CFA values were calculated to verify the construct validity of the scales with the data collected in this
study. When fit indices of “X?/df:3,047, p<.001; RMSEA=.089; CFI=.930; NFI=.90; NNFI=. 922; RMR=.053;
GFI=.802" obtained as a result of CFA applied for testing construct validity of SPISB Scale are examined,
since RMSEA is below 0,1 and X?/df is under 5, this shows that model is acceptable (Cokluk, Sekercioglu,
Blylikoztirk, 2012). When the CFA values performed to verify the construct validity of the LS Scale were
examined, it was found that the obtained fit indices were “X?/df:2,3, p<.001; RMSEA=.072; CFI=.948;
NFI=.915; NNFI=. 947; RMR=.035; GFI=.873 ” was found to be within the acceptable limits of compliance
(Cokluk, Sekercioglu, Buytikoztiirk, 2012). As a result of the analyzes made, it was accepted that the scales
used to collect data in the study were valid and reliable.

Data Collection Process

Written permission was obtained from the researchers who developed the scales within the scope of
the study. Then, necessary ethical and legal permissions were obtained from Atatiirk University Graduate
School of Educational Sciences (26.01.2021) and Agri Provincial Directorate of National Education
(22.02.2021) for data collection tools and the application to be made. The data were collected using online
communication channels due to the Covid-19 outbreak. In this process, the school administrators were
interviewed and the data collection link was shared in the school teacher messaging groups in line with
their permission. It is clearly stated in the instruction part of the scale that participation in the research is
on a voluntary basis. The data collection process was carried out and followed by the researcher.
Throughout the research, the research was carried out considering the principles and rules of scientific
research.

Data Analysis

Statistics package program was used in the analysis and resolution of the data. The levels of primary
school teachers' perceptions of instructional supervision and learning school were determined by
arithmetic mean and standard deviation. Since 5-point Likert type was used in both scales in the
interpretation of the arithmetic mean values, the evaluation was made by considering the coefficients (5-
1=4) and (4/5=0.80) in the calculation of the grading scale score interval. It is a technical correlation
analysis that is widely used in the search for the relationship between two variables that change together
(Karasar, 2020). For this purpose, correlation analysis was conducted to examine the relationship between
teachers' perceptions of instructional control and their perceptions of learning school. Before the analysis,
arithmetic mean, median value, histogram graph, skewness and kurtosis values were examined in order
to determine whether the data were normally distributed. As a result of analysis made, it is seen that
kurtosis values of both scales and their sub-dimensions (-.656, .369) and their skewness values took values
in interval of (-.844, -.417) and that all values were in the interval (+1,-1). It is accepted that values in this
internal have normal distribution (Tabachnick & Fidell, 2013).

In the study, before the multiple regression analysis, the multivariate normality of the data was
examined with mahalanobis distance coefficients, scatter plots over residual values, histogram, P-P plot
graphs, and it was observed that the residual values were normally distributed. In order to determine
whether there is a problem with multicollinearity, bilateral correlations were examined, it was seen that
the tolerance value and the variance inflation factor (VIF), which is the variance ratio of an independent
variable that other independent variables could not explain, were in the range of accepted values, and it
was accepted that the data provided multivariate normality (Blyukozturk, 2011).

As normality assumption is met, with the aim to determine whether teachers’ instructional supervision
perceptions and learning school perceptions showed significant difference as per variables of gender,
professional seniority, working period at the same school and branch or not, t-test was applied for
independent groups, one-way analysis of variance (ANOVA) was applied for variables consisting of more
than two groups, and multiple regression analysis was applied to determine whether the independent
variable predicts the dependent variable or not. The significance level of “.05” was taken as a criterion in
the interpretation of the results.
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Findings

In the context of the first sub-problem of the study, arithmetic mean and standard deviation were
used to determine the perception levels of SPISB and its sub-dimensions and LS and its sub-dimensions
according to the opinions of teachers working in primary school. Descriptive statistics for the sub-
dimensions of both scales are given in Table 2.

Table 2.

Arithmetic Mean and Standard Deviation Values for SPISB and LS Dimensions Based on Teachers ’ Views
Dimensions n X Sd
Improving teaching and teacher 257 3.80 .96
Class visits and providing feedback 257 3.36 1.06
SPISB Scale Total 257 3.65 .97
Team learning 257 3.90 .73
Mental models 257 3.80 .88
Shared vision 257 3.92 .80
Personal dominance 257 4.36 .53
LS Scale Total 257 3.97 .64

As can be seen in Table 2, the dimension of improving teaching and teacher development ( X=3.80)
was higher perceived dimension than classroom visits and providing feedback dimension ( X=3.36)
regarding the SPISB sub-dimensions according to teacher perceptions. When the answers given to the
scale items are examined, it is understood that the school administrators act within the framework of the
existing regulations and directives during the instructional supervision process, and that they operate the
supervision process at the school.

When the sub-dimensions of LS according to teacher perceptions were examined, the dimension of
personal dominance ( Y=4.36) was the dimension perceived at the highest level, while the dimension of
mental models ( )_(=3.80) was the dimension perceived at the lowest level. It was determined that the
averages of the other sub-dimensions of the LS Scale were shared vision ( X=3.92) and team learning
( X=3.90). In the light of the findings, it can be said that teachers positively evaluate the learning school
level of the school they work in.

Within the scope of the second sub-problem of the research, the perceptions of teachers working in
primary school regarding instructional supervision and learning school were examined according to
gender, seniority, working time at school and branch variables. The perceptions of the teachers regarding
the sub-dimensions of SPISB and LS according to the gender variable are given in Table 3.

Table 3.
t-Test Results of SPISB and LS Sub-Dimensions by Gender of Teachers

Female n=149 Male n=108
Dimensions X Sd X Sd t p
Improving teaching and teacher 3.71 1.00 3.93 .89 -1.822 .070
Class visits and providing feedback 3.24 1.08 3.56 1.00 -2.413 .017
SPISB Scale Total 3.55 .99 3.80 .90 -2.099 .037
Team learning 3.76 .74 4.10 .68 -3.842 .001
Mental models 3.62 .89 4.05 .80 -3.998 .001
Shared vision 3.78 .82 411 .74 -3.347 .001
Personal dominance 4.30 .51 4.45 .55 -2.221 .027
LS Scale Total 3.83 .63 4.16 .60 -4.185 .001
*p<.05

According to Table 3, in the t-test results performed on the sub-dimensions and total scores of SPISB,
according to the gender variable, total SPISB scale score at p<.05 significance level (t=-2.099, p=.037) and
classroom visits-feedback sub-dimension (t=-2.413, p=.017) significant differences were found in favor of
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male teachers. When Table 3 is examined, it is seen that there are significant differences in favor of male
teachers in the t-test results according to the gender variable, in all sub-dimensions and LS scale total
score at p<.05 significance level (t=-4.185, p=.001).

Table 4 shows the ANOVA results for the SPISB and LS sub-dimensions according to the professional
seniority variable of the teachers.

Table 4.
ANOVA Results on SPISB and LS Sub-Dimensions by Professional Seniority of Teachers
Dimensions Seniority n X Sd Variance SS df ™S F p Difference
Source (LSD)

Improving 1.1 year - 45 4.07 .89 between groups 8.056 3 2.685 1>2

teaching 2.1-4years 82 3.65 1.03 1>3

and teacher 3.5-9years 78 3.69 .92 In-group 227.891 253 901 2.981 .032° 2<4
4.10years+ 52 399 .88

Classvisits 1.1year- 45 3.61 1.03 betweengroups 13.426 3 4.475 1>2

and 2.1-4years 82 3.17 1.17 1>3

providing 3.-5-9years 78 3.23 .96 In-group 272.792 253 1.078 4.151 007" 2<4

feedback 4.10vyears+ 52 3.71 .92 3<4
l.1year- 45 391 .92 between groups 9.614 3  3.205 1>2

SPISB Scale 2.-1-4years 82 3.48 1.05 1>3

Total 3.5-9years 78 3.53 .90 In-group 229.298 253 .906 3.536 .015” 2<4
4.10years+ 52 3.89 .86 3<4
l.1year- 45 3.80 .80 between groups 751 3  .250

Team 2-1-4years 82 3.89 .70 465 707

learning 3-5-9years 78 3.96 .68 In-group 136.228 253 .538 ’ '
4-10years+ 52 392 .80

Mental 1.1year- 45 3.89 .86 between groups 1.863 3 621

models 2.1-4years 82 3.68 .96
3.59years 78 3.84 .79 In-group 194.736 253 .770 .807 491
4.10years+ 52 3.87 .87

Shared 1.1year- 45 3.96 .84 between groups .647 3 .216

vision 2.1-4years 82 385 .84
3.59years 78 3.94 .80 In-group 163.970 253 .648 333 .802

4-10years+ 52 396 .72

Personal 1.1year- 45 450 .53 between groups 1.760 3 .587

dominance 2-1-4years 82 437 .47
3.5-9years 78 436 .54 In-group 71.217 253 .281 2.085 .103
4.10years+ 52 423 .61

LS Scale 1.1year- 45 3.99 .67 between groups .285 3  .095

Total 2.1-4years 82 393 .64
3.59years 78 4.01 .60 In-group 103.018 253 .407  .233 .873
4.10years+ 52 3.97 .66

*p<.05 **p<.01

When Table 4 is examined, in the dimension of improving teaching and teacher (Fz-253)=2.981; p<.05),
classroom visits and providing feedback (F(3-253=4.151; p<.01) and SPISB Scale total significant differences
were found in the score (F(3-253)=3.536; p<.05). LSD test was performed to find out where this difference
originated. According to this, the perceptions of teachers with less than 1 year of professional seniority in
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the dimensions of "teaching and teacher development", "class visits and providing feedback" and "SPISB
Scale total score" come out to be more positive than the perceptions of teachers with professional
seniority of 1-4 years and 5-9 years. In addition, according to the results of the analysis, it is seen that the
perceptions of instructional supervision of teachers with 10 or more years of professional seniority are
more positive than teachers with 1-4 years and 5-9 years of seniority.

Looking at Table 4, according to the results of the ANOVA test performed over the LS sub-dimensions
and scale total scores; It was found that there was no significant difference according to the teachers'
perceptions of learning school, team learning (F(3-253)=.465; p>.05), mental models (F(3-253)=.807; p>.05),
shared vision (F(3-253)=.333; p>.05), personal dominance (F3-253=2.085; p>.05), LS Scale total (F(3-253)=.233;
p>.05) professional seniority variable.

According to the variable of working time at the school where the teachers are located, ANOVA test
was conducted regarding the SPISB and LS sub-dimensions. It was determined that there was no
significant difference in terms of teaching and teacher development of SPISB Scale (F2-254)= 2.309; p>.05),
classroom visits and providing feedback (F(2254=1.558; p>.05) and overall scale (F(2-254=2.113; p>.05)
working time in the same school. In addition, according to the results of the ANOVA test conducted on
the sub-dimensions of LS and the total scores of the scale, teachers' perceptions of LS on team learning
(F2-254=.273; p>.05), mental models (F@-254=.132; p>.05), shared vision (F(2-254)=.347; p>.05), personal
dominance (F(2-254=.571; p>.05), LS Scale Total (F(2-254=.154; p>.05) did not differ significantly according to
the variable of working time in the same school.

The perceptions of the teachers regarding the sub-dimensions of SPISB and LS according to the branch
variable are given in Table 5.

Table 5.
T-Test Results of Teachers' Sub-Dimensions of SPISB and LS by Branch Variable

Primary School Branch Teacher
Dimensions Teacher N=182 N=75 t p

X sd X sd
Improving teaching and teacher 3.88 .95 3.61 .97 2.065 .040*
Class visits and providing feedback 3.46 1.03 3.17 1.11 2.057 .041*
SPISB Scale Total 3.74 .95 3.46 .99 2.123  .035*
Team learning 3.97 71 3.73 .75 2.457 .015%*
Mental models 3.91 .82 3.54 .96 3.150 .002**
Shared vision 4.03 .76 3.65 .83 3.534 .001%***
Personal dominance 4.37 .55 4.36 48 119 906
LS Scale Total 4.04 .61 3.79 .66 2,904 .004**

*p<.05 **p<.01 ***p<.001

When Table 5 is examined, in the t-test results on SPISB sub-dimensions and total scale scores, the
dimension of improving teaching and teacher according to the branch variable (t=2.065; p=.040),
classroom visits and providing feedback dimension (t=2.057; p=.041), and scale total score (t=2.123,
p=.035) were found to have significant differences in favor of classroom teachers at p<.05 significance
level. Based on the findings obtained, this difference, which was determined in favor of the classroom
teachers according to the branch variable, may be due to the fact that the classroom teachers in primary
school are also primarily responsible for their classes as the branch guidance counselor.

When Table 5 is reviewed, as a result of t test performed on LS sub-dimensions and total scale scores,
while there were significant differences in favor of classroom teachers at p<.05 significance level,
according to the branch variable, team learning dimension (t=2.457; p=.015), mental models dimension
(t=3.150; p=.002), shared vision dimension (t=3.534; p=.001) and scale total score (t=2.123, p=.035), there
was no significant difference in personal dominance dimension.

990



Esen & Albez — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 51(2), 2022, 982-1011

“Pearson Product-Moment Correlation” was used to determine whether there is a significant
relationship between teachers' perceptions of SPISB and LS. The information obtained from this
correlation analysis is shown in Table 6.

Table 6.
Correlation Values between SPISB and LS Perceptions

1 @ 3) (4) (5) (6) (7) (8)

1. Improving teaching and 1 .881** . 984**  584**  726** .699** .366** 713**
teacher
2. Class visits and providing 1 .952**  580** .675** .655** 354**  684%**
feedback
3. SPISB Scale Total 1 .599%*  728%*  702%*  372%*  723**
4. Team learning 1 726%*  757**%  406** 923**
5. Mental models 1 .834**  368**  899**
6. Shared vision 1 A34%*  89Q**
7. Personal dominance 1 .564**
8. LS Scale Total 1
*¥p<.01

When Table 6 is examined, it is seen that there is a positive and significant relationship between
instructional supervision and its sub-dimensions and learning school and its sub-dimensions. According to
this, between the SPISB Scale and the LS Scale (r=.723, p<.01), teaching and teacher development and
team learning (r=.584, p<.01), mental models (r=.726, p<.01) .01), shared vision (r=.699, p<.01), personal
dominance (r=.366, p<.01) a significant correlation was found. In addition, with classroom visits and
feedback sub-dimension, team learning (r= .580, p<.01 ), mental models (r=.675, p<.01), shared vision
(r=.655, p<.01), personal dominance (r=.354, p<.01) a significant correlation was found.

Multiple regression analyzes were performed to determine whether the SPISB sub-dimensions
predicted LS and its sub-dimensions. The results obtained from this multiple regression analysis are given
in tables below.

Table 7.

Multiple Regression Analysis Results Between LS and SPISB Sub-Dimensions

Dependent Variable Independent Variables B Se B t p

Model Fixed 2.223 114 19.515 .000
Improving teaching and teacher .328 .061 .496 5.402 .000*

LS Scale Total Class visits and providing feedback .148 .055 .246 2.683 .008*
R=.72 R2=.52 F=138.896

*p<.05

Asin Table 7, it is determined that the SPISB sub-dimensions significantly predicted the learning school
(F=138.896, p<.05). These predictive variables explain 52% of the learning school (R=.72, R?=.52).
“Teaching and Teacher Improving” dimension ($=.496, p<.05) and “Class Visits and Providing Feedback”
dimension (=.246, p<.05) predict learning school positively and significantly.

Table 8.
Results of Multiple Regression Analysis Between Team Learning and SPISB Sub-Dimensions
Dependent Variable  Independent Variables B Se B t p
Model Fixed 2273 152 14.970 .000
Improving teaching and teacher .249 .081 .326 3.071 .002**
Team learning Class visits and providing .202 .074 292 2.750 .006**
feedback
R=.60 R2= .36 F=71.487
**p<.01
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When Table 8 is examined, it is determined that the sub-dimensions of SPISB significantly predicted
learning as a team, which is the sub-dimension of LS (F=71.487, p<.05). These predictive variables explain
36% of the learning school (R=.60, R?=.36). The “Teaching and Teacher Improving” dimension (=.326,
p<.01) and the “Class Visits and Providing Feedback” dimension ($=.292, p<.01) predict the "team
learning" dimension positively and significantly.

Table 9.

Results of Multiple Regression Analysis Between Mental Models and Sub-Dimensions of SPISB
Dependent Variable Independent Variables B Se B t p
Model Fixed 1.322 155 8.508 .000

Improving teaching and teacher .536 .083 .587 6.468 .000***
Mental models Class visits and providing 131 .075 .158 1.738 .084
feedback
R=.73 R2= .53 F=145.023
**%p<0.001

As in Table 9, it is determined that the teaching and teacher development dimension of SPISB
significantly predicted the mental models dimension of the learning school (F=145.023, p<.05). This
predictor variable explains 53% (R=.73, R?=.53) of the learning school. “Teaching and Teacher
Development” dimension (B=.587, p<.001) predicts “mental models” dimension positively and
significantly. It was found that the “Class Visits and Giving Feedback” dimension (=.158, p>.05) did not
significantly predict the mental models dimension.

Table 10.
Multiple Regression Analysis Results Between Shared Vision and SPISB Sub-Dimensions
Dependent Variable  Independent Variables B Se B t p
Model Fixed 1.741 .148 11.776 .000
Improving teaching and 453 .079 .543 5.750 .000***
Shared vision teacher
Class visits and providing 134 072 177 1.873 .062
feedback
R=.70 R2= .49 F=124.572
***p<0.001

When Table 10 is examined, it is determined that the teaching and teacher development dimension
of SPISB significantly predicted the shared vision dimension of the learning school (F=124.572, p<.05). This
predictor variable explains 49% (R=.70, R?=.49) of the learning school. “Teaching and Teacher
Development” dimension (=.543, p<.001) predicts shared vision dimension positively and significantly.
It was found that the “Class Visits and Giving Feedback” dimension (=.177, p>.05) did not significantly
predict the shared vision dimension.

Table 11.

Multiple Regression Analysis Results Between Personal Dominance and SPISB Sub-Dimensions
Dependent Variable Independent Variables B Se B t p
Model Fixed 1.612 .129 28.085 .000

Improving teaching and teacher 134 069 .240 1.950 .052
Personal dominance Class visits and providing feedback .072 .062 .142 1.153 .250
R=.37 R%=.13 F=20.389
*p<.05

As can be seen in Table 11, it is determined that the SPISB sub-dimensions did not significantly predict
the personal dominance dimension of the learning school (F=20.389, p>.05). It was seen that the
dimension of “Teaching and Teacher Development” ($=.240, p>.05) and “Class Visits and Giving Feedback”
dimension (B=.142, p>.05) did not significantly predict the personal dominance dimension. Despite this
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finding, Zepeda (2013) points out that there should be a clear link between instructional supervision and
professional development. Burant (2009) found in his research that an authentic professional growth zone
is formed when teacher activities are aligned with instructional supervision activities as professional
development and reflective practice activities. Tesfaw and Hofman (2014), on the other hand, found in
their study that the strongest predictors of teacher professional development are teachers' attitudes and
satisfaction with supervision practices.

Discussion & Conclusion

According to the findings obtained in the research conducted to examine the relationship between
instructional supervision and learning school perceptions of classroom and branch teachers working in
primary schools, it was concluded that teachers' perceptions of SPISB and LS are at a good level. Especially
among the sub-dimensions of SPISB, the dimension of "improving teaching and teacher" was higher
perceived dimension than the dimension of "class visits and providing feedback". According to this, it is
understood that the supervision process is operated in schools and instructional supervision comes to the
fore more in the context of improving the teaching process. While Yilmaz (2019), Duykuluoglu (2018)
stated in the study they conducted that teachers perceive instructional supervision positively and attach
importance to course supervision, Wanzare (2012), Moswela (2010), Gentry (2002) found that teachers
have a negative attitude towards the instructional supervision process in the study they conducted. In this
context, moving away from the objectives of instructional supervision may cause teachers to be
uncomfortable with the supervision process. In addition, it was observed that teachers' learning school
perception levels were higher than their levels of instructional supervision. This situation brings to mind
that teachers prioritize learning over control. Similarly, Kara (2019) found that the learning school
perception level was high, while Ugur (2019) found it to be moderate. Teachers' high perceptions of
learning schools may indicate that there is a working environment that facilitates learning in schools.

When we look at the sub-dimensions of LS, the dimension with the highest perceptions of teachers
was "personal dominance" and the lowest dimension was "mental models". Teachers' belief in their
professional competence may be effective in the high perception of personal dominance. The teacher's
constant effort to learn strengthens his personal dominance (mastery) in his profession (Jasin, 2019;
Pirozzi, 2020). On the other hand, the culture and climate of the school they work in may be effective in
the low perception of mental models by teachers compared to other dimensions. As a matter of fact, the
deep thinking and interactive research skills that Senge et al. (2014, p.100) deems necessary for the
development of mental models can only develop in an environment where thoughts are clearly expressed
and questioned.

Within the scope of the second sub-problem of the study, it was concluded that male teachers'
perception levels were higher than female teachers in terms of gender variable in the SPISB and LS Scales.
In his research, Yilmaz (2019) stated that there is a significant difference in favor of male teachers in the
"class visits and providing feedback" sub-dimension of instructional supervision; Sahin (2005) stated that
male teachers' perceptions of course supervision are more positive than female teachers. Kararaslan
(2008) and Yildirrm (2007) found in their research that there was no significant difference in gender
variable in perceptions of course supervision. Similarly, Tesfaw and Hofman (2014) found that there was
no significant difference between male and female teachers regarding the use of supervisory approaches.
In the literature, it is seen that there are different results in terms of gender variable in teachers'
perceptions of learning school. For example, Sen (2019) stated that the perception of learning school is
higher in male teachers than in female teachers; Kirik¢l (2019) determined that there is a significant
difference in favor of male teachers in the sub-dimension of personal mastery. On the other hand, Ugur
(2019) found that teachers' perceptions of learning school do not differ according to gender. In the
researches, it is thought that the gender of school administrators, management and communication skills
or the expectation levels of female and male teachers may be effective in the differentiation of teachers'
perceptions of instructional supervision and learning school according to the gender variable.

According to the professional seniority variable, teachers' perceptions of learning school did not differ
substantially, but the opinions of less experienced teachers on SPISB were higher than those of

993



Esen & Albez — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 51(2), 2022, 982-1011

moderately experienced teachers, and they were on a parallel with the perceptions of highly experienced
teachers. Yilmaz (2019) and Karaarslan (2008) found in their research that teachers' perceptions of
supervision did not differ in terms of the seniority variable. Accordingly, it can be said that the variable of
professional seniority has no generalizable results to the literature. The results of the research also show
that teachers' perceptions of SPISB and LS do not differ significantly according to the variable of working
time in the school they are in. From this point of view, it can be said that teachers' working time at school
does not affect their perceptions of instructional supervision and learning school.

In terms of the branch variable, it was determined that the perception levels of the classroom teachers
were higher than the perception levels of the branch teachers in the SPISB and LS Scales. Particularly in
primary schools, the perceptions of branch teachers, who often work as the only teacher in their own
branch, towards the working atmosphere may affect their perceptions of the learning school. Because it
is known that a positive school climate is effective in creating a positive learning environment and
increasing cooperation among members (Bahgetepe & Giorgetti, 2015). In his study, Alp (2007) found that
classroom teachers are more optimistic than branch teachers in the "common vision" sub-dimension of
the learning organization. The different perceptions of the employees regarding the level of being a
learning school may be due to the fact that schools are open social systems and organizations have
symbolic-cultural characteristics (Sisman, 2019). Accordingly, on the way to becoming a learning school,
schools are expected to highlight a working environment that will facilitate learning from each other in
every seniority, in every branch, at all times and together. In such a working environment, the limiting
effects of variables such as gender, seniority, age, working time at school can be postponed, and the
aspects that will enrich the learning environment can be brought to the fore and the capacities of schools
to be learning schools can be improved.

In the light of these results, it can be said that these variables are important for teachers to benefit
from the instructional supervision process. In the operation of the instructional supervision process in
schools, it is possible to say that the school administrators' objective, consistent, fair, democratic and
rational attitudes, far from approaches based on gender, seniority, and branch, will affect the process
more positively. Because the purpose of supervision is not to look for faults in the teacher and punish him,
but to guide the teacher's development and increase the quality of his teaching in the classroom (Hoy &
Forsyth,1986; Sullivan & Glanz, 2015; Archibong,2012).

According to the correlation analysis carried out to determine whether there is a relationship between
the teachers' SPISB and LS perceptions, it was concluded that there was a high level of positive correlation
between SPISB sub-dimensions and LS sub-dimensions. Based on this result, it is possible to say that the
effective instructional supervision behaviors of school principals will serve for schools to be learning
schools. Glickman, Gordon, and Ross-Gordon (2014) state that school administrators undertake some
tasks such as direct assistance, group development, professional development, curriculum development,
and action research in instructional supervision. It can be stated that if these tasks are fulfilled, the
obstacles to learning will move away from the environment.

In the study, according to the multiple regression analysis conducted to determine the level of
instructional supervision to predict teachers' perceptions of learning school, it was determined that SPISB
sub-dimensions significantly predicted learning school. It was concluded that these predictive variables
explained 52% (R=.72, R?=.52) of the learning school. While the teaching and teacher development
dimension of the SPISB sub-dimensions significantly predicted team learning, mental models and shared
vision sub-dimensions of the learning school; It was determined that class visits and giving feedback
significantly predicted only team learning sub-dimension. On the other hand, it is among the results that
the SPISB sub-dimensions do not significantly predict the personal dominance dimension of the learning
school.

Accordingly, while examining the capacities of schools to be learning schools, the instructional
supervision process in the school can be used. For this purpose, it can be ensured that teachers learn as a
team, develop their mental models, share a common vision, and support personal dominance (mastery)
with the steps to be followed in the direction of teaching and teacher development, effective classroom
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visits and subsequent feedback. In other words, it can be stated that the effective instructional supervision
behaviors of school administrators will increase the capacity of the school to be a learning school. For this
purpose, school administrators should engage teachers in ways that support advanced practices and try
to empower teachers creatively and innovatively (Chen, 2018). In addition, it is required for school
managers to collect data by means of official or unofficial observations, examinations in class, dialogues,
teacher products and similar tools and to correlate these data with professional development aiming to
improve teachers’ performance (Akan, 2020; Erdem, 2006; Zepeda, 2013; Range, Scherz, Holt, Young,
2011). On the other hand, during the instructional supervision process, it can be ensured that teachers
share their classroom work and product files with each other, criticize each other's plans, examine
examples of student work together, discuss issues such as the quality of student assignments, student
performance level, test scores, and participate in activities that will support the learning of themselves,
their colleagues and students (Sergiovanni and Starratt, 2007). This collaborative approach seen in the
instructional supervision process can be effective in facilitating teachers' learning together and in
overcoming stereotyped mental models by finding the opportunity to reflect on the efforts of themselves
and their colleagues (Senge et al., 2014). In this context, Burant (2009) stated that the school system
should develop a culture with a common understanding of instructional supervision and professional
learning communities. In his research, he determined that ownership and shared leadership are important
in creating an environment that can embrace this collaborative culture.

Based on the results obtained in this research, it can be said that the instructional supervision process
should be operated in order to bring learning school characteristics to schools. For this purpose, school
administrators can constantly involve teachers in educational dialogues and reflective practices and
support their personal dominance during the instructional supervision process. In order for the school to
be a learning school, it can be ensured that teachers from different branches in the school discuss each
other's work and exchange information. For this, teachers in the school can be given the opportunity to
observe each other's work. School administrators can improve their instructional supervision skills and
the quality of classroom visits to transform their schools into learning schools. In addition, it can be
investigated which other school processes are effective on the level of being a learning school.
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Tiirkge Siirimui

Giris

Acik ve sosyal bir sistem olan okul, icinde yasadig bilgi toplumunun gereksinimlerini karsilamak igin
strekli degismekte ve gelismektedir. Okulun kolay, hizli, kalici ve anlamli 6grenme kapasitesi, yasadigl
degisime uyum saglamasini kolaylastirmaktadir. Bu baglamda 6grenme yarisinda geride kalan bir okulun
rekabet glicinin zamanla azalacagl ve degisime uyum saglamakta zorlanacag soylenebilir. Degisimin
yarattigi birlikte 6grenme, birbirinden 6grenme, 6grenmeyi 6grenme anlayisi, glinimiiz bilgi toplumunda
0greten okuldan 6grenen okula dogru yeni bir paradigmanin 6niini agmistir. Bu nedenle, glinimiizde bilgi
toplumunun gereksinimlerine uygun okul modeli olarak 6grenen okullar 6ne siriilmektedir.

Ogrenen okul, 1990’li yillarda ilgi gérmeye baslayan dgrenen &rgiit kavraminin okula uyarlanmis
halidir. Ogrenen okullar, degisimin destekgisi olarak personelini gelistirme ve basarilarini destekleme
kalturine sahip okullardir. Bu okullar, toplumdaki degisime katkida bulunurken 6rgit binyesinde yer alan
farkh takimlar, is birligi icerisinde calisarak orgiit yapisini yenilemektedir. Ogrenen okul, siirecten ve
ciktilardan faydalanarak kendisini diizeltmeye ve yenilemeye calisan okuldur (Dogan Kilig, Ustiin ve Onen,
2011). Gunumuzde okulun hizli degisime ayak uydurmasi ve bilgi toplumunun ihtiyaglarini karsilayabilmesi
icin Ogreten orglt anlayisindan uzaklasip 6grenen orgiit yaklasimini 6ziimsemesi gerekmektedir
(Kiiguikoglu, 2005).

Senge ve digerleri (2014), 6grenen okullari yaratma ve gelistirme sirecinde yapilan her turli cabanin
l¢ sistem lzerinde gerceklesmesi gerektigini ifade etmektedir. Devlet okulu ya da 6zel okul olsun, buyik
ya da kigik okul olsun, ister kirsalda ister sehirde okul olsun, 6grenen okullari yaratma ve gelistirme
siirecinde birbirine bagimli ve birbirini etkileyen bu g sistem; sinif, okul ve toplumdur. Buna gére 6grenen
siniflar, 6grenci ve 8gretmenlerin 6grenme amaci etrafinda bir arada oldugu siniflardir. Ogrenen okul, tim
ogrencilerine en yiksek diizeyde 6grenme deneyimi sunma amaci olan okuldur. Ebeveynler ise, 6grenme
surecinin desteklenmesinde buyik bir 5nem tagimaktadir.

Alanyazina gére 6grenen okullar, cevresindeki degisimi ve gelisimi izler, hedeflerini gelistirir, etkin bir
o6gretme ve 6grenme ortami olusturarak girisimcilik ve risk konularini destekler, okulun calismalarini
etkileyen bitin degiskenlerin analizini yapar ve okulun gelisimini saglamasi ve surdiirmesi icin firsatlar
saglar (Joki¢, vd., 2012; Akt: Dogan ve Yigit, 2015). Degisimin ¢ok hizli oldugu ¢agimizda bireysel ve takim
halinde, bitiin orgit Uyelerinin yeni bilgiler Gretmesi ve kapasitelerini artirmalari 6rgitin gelisimi ve
ayakta durmasi igin cok 6nemlidir (Helvaci ve Karadurmus, 2015).

Lunenburg ve Ornstein (2013), 6grenen okulun, sirekli 6grenme firsati saglamasi, arastirmayi,
diyalogu, takim halinde 6grenmeyi ve is birligini desteklemesi, ortak vizyon olusturmada aktif katilimi
tesvik etmesi, ¢evre ile baglanti kurmasi, 6grenmeyi gerceklestirecek stratejik liderlere sahip olmasi
gerektigini ifade etmektedir. Bu yuzden okulda 6grenmeyi kolaylastiran ve destekleyen bir yapinin
kurulmasinda ve isletiimesinde okul yoneticisi akla gelmektedir. Okulun 6grenme yeteneginin gelisimi,
tim paydaslarin 6grenme slrecine katilimi, egitim O6gretim slrecinin gelistirilmesi ve 6gretmen
performansinin arttirilmasi igin okul yoneticisinin 6zellikle denetim ve degerlendirme siirecini isletmesi
beklenmektedir. Bu ylizden egitim liderlerinin, etkili denetim siirecinin gerektirdigi bilgi, tutum ve beceriye
sahip olmalari gerekmektedir (Sullivan ve Glanz, 2015).

Denetim ve degerlendirme, okul yonetim sireglerinin 6énemli bir par¢asi olup okul yoneticisinin en
onemli gérev ve sorumluluklari arasinda yer almaktadir. Bir kurumun faaliyetlerinin 6nceden belirlenen
hedeflere uygun gerceklesme diizeyini belirleme ve degerlendirme siireci olan denetim (Bozkurt, 2013),
kurumun veya orgltin etkili olabilmesi icin vazgecilmez bir siirecgtir. Clink(i 6rgltlerde denetim siireci
islemezse orgit yalnizlk, dizensizlik, kapalilik, duraganlhk ve gliciini yitirme gibi sorunlarla karsilasabilir.
Bu baglamda okulun kurumsal faaliyetlerini stirekli gelistirme ve yenileme ihtiyaci, denetim siirecinin
6nemini artirmaktadir (Yilmaz, 2019).
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Okulun tiim birimleriyle denetlenmesinde en dnemli boyut, hig siiphesiz ¢ok yonli egitim-6gretim
denetimidir. Bir egitim denetim tiiri olan 6gretimsel denetim (Chen, 2018), 6gretmenlerin eylemleri
Uzerinde distinmelerine yardimci olan, 6gretme-6grenme sureglerinin niteligini gelistirmek icin yapilan
uygulamalardir. Ogretimin iyilestirilmesinde, 6gretmenlerin mesleki becerilerini gelistirmede, etkili ve
givenli 6grenme ortaminin olusturulmasinda, 6grencinin akademik basarisini artirmada (Tesfaw ve
Hofman, 2014; Wanzare, 2012; Zepeda ve Kruskamp, 2007; Sergiovanni ve Starratt, 2007) 6gretimsel
denetimin etkisinden s6z etmek miimkiindiir. Cogunlukla ders denetimi seklinde uygulanagelen bu siireg,
o0gretmenin ders sirasinda yaptigl tim etkinlik ve uygulamalarin denetlenmesi amaciyla yapilan sinif
ziyareti olarak tanimlanmaktadir (Ciger, 2006). Ancak ders denetim sirecini sadece dersin
gozlenmesinden ibaret oldugunu distinerek hareket etmek, denetim siirecini olumsuz yonde etkileyebilir.
Clinkli ders denetimi sirecinde 6gretmen ve 6grencinin is birligiyle kazanilan deneyimler, gelisimler ve
okul yoneticilerinin 6gretmene yapacagl rehberlik calismalar gibi ¢ok genis kapsamda ele alinmasi
gereken faaliyetler akla gelmektedir. Bu baglamda ders denetiminin ders Oncesi, sirasi ve sonrasinda
yapilacak bir dizi faaliyeti kapsamasi ve 6gretmenin mesleki gelisimine katkida bulunmasi nedeniyle ders
denetimi kavrami yerine c¢agdas denetim yaklagimlarindan olan 6gretimsel denetim kavraminin bu
arastirmada kullanilmasinin daha dogru olacagi diistintImistar.

Ogretimsel denetim ile 6grenen okullara iliskin yapilan arastirmalar incelendiginde 6gretimsel denetim
modeli olusturmak (Goker, 1999), 6gretimsel denetimin etkilenen ve etkileyen degisken olarak 6grenci
basarisi (Glanz, Shulman, Sullivan, 2007), 6gretimsel denetimin 6gretmen motivasyonuna etkisi (Yilmaz,
2019), yoneticilerin liderlik stillerinin 6gretimsel denetime etkisi (Muraina ve Olanrewaju, 2016),
ogretmenlerin 6gretimsel denetim algilarinin incelendigi arastirmalar (Deniz, 2017), 6grenen okulun
etkileyen ve etkilenen degisken olarak 6grenci basarisi (Sen, 2019), okul mutlulugu (Ugur, 2019), kultarel
liderlik (Tuna, 2014), okul iklimi (Girfidan, 2014) gibi degiskenlerle iliskisinin incelendigi goérulmustir.
Yapilan incelemelerde 6gretimsel denetim ile 6grenen okul arasindaki iliskinin incelendigi bir arastirmaya
rastlaniimamistir.

Gunumuzde egitim kurumlarinin sayisindaki artis, beraberinde rekabeti getirmistir. Rekabet
Gstinltgana elinde tutan okullarin etkili, basarili, yenilikci, 6grenen 6rgiit 6zelliklerine sahip ve degisimi
yonetebilen okullar oldugu goriilmektedir. Yapilan arastirmalar ise okullarin performansinda okul
yoneticilerinin etkisine isaret etmektedir (Bush ve Jackson, 2002; Mulford ve Silins, 2011). Bu nedenle
arastirmada, okullarin 6grenen okul olma 6zelliklerini desteklemek i¢in yoneticilerin kullanabilecegi okul
suregleri arasinda denetim siireci lizerinde durulmustur.

Ogretimsel denetim ile 6grenen okullarin tanimlarina baktigimizda iki degiskeninde &égretimi ve
o6gretmeni gelistirme, bir bitun olarak is birligi halinde ¢alisma gibi ortak hedeflerinin oldugu séylenebilir.
Cagdas denetim uygulamalarindan olan 6gretimsel denetim modelinin uygulandigi okullarda, 6grenci
basarisini arttirmak icin 6gretmen ve denetici is birligini gormek mimkinddir. Bu anlayisin hakim oldugu
okullarda denetici, 6gretmeni kontrol etmeyi degil 6gretmene rehberlik ve danismanlk yapmayi amag
edinmektedir. Butlin bu davraniglarin sergilendigi okulda 6grenci, 6gretmen ve denetici olumlu bir okul
iklimine sahip olmaktadir. Ogretimsel denetim anlayisinin hakim oldugu okullarin, 6grenen okul olma
diizeylerinin yiksek olmasi beklenmektedir. Ancak alanyazinda bu iki degiskenin bir arada incelendigi bir
calismaya rastlanilmadigli icin bu arastirma sonuglarinin alanyazindaki boslugu dolduracagi,
arastirmacilara, uygulayicilara ve politika yapicilara 6nemli ipuglari verecegi diistintilmektedir.

Ote yandan arastirmada elde edilen verilerin Tiirkiye Cumhuriyeti Cumhurbaskanligi Strateji ve Biitce
Baskanligi’'nin hazirlamis oldugu On Birinci Kalkinma Plani (2019) egitim hedefleri arasinda yer alan etkin
ve etkili bir egitim sisteminin olusturulabilmesi icin gerekli politikalarin veriye dayali olarak belirlenmesi
(Madde 554) hedefinin gerceklesmesine katki sunmasi beklenmektedir. Ayrica “MEB 2023 Egitim
Vizyonu”nda okul gelistirme amacgli rehberlik boyutunun 6n plana cikarildigi bir teftis sisteminin
gelistirilecegine vurgu yapilmaktadir. Bu baglamda okullarin 6grenen okul olma kapasitelerini gelistirmede
6gretimsel denetimden yararlanmanin énemini agiklayabilmek icin 6gretimsel denetimin, 6grenen okulu
yordama gliclinlin bilinmesinin gerekli oldugu diisinilmektedir. Bu ihtiyagtan hareketle, arastirma
konusunun kapsami dikkate alindiginda 6gretimsel denetim ile 6grenen okul arasindaki iliskiyi
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incelemenin 6nem kazandigl ifade edilebilir. Bununla birlikte 6grenmeyi 6grenme aliskanliginin
kazanilmasinda temel egitim kurumlarinin 6nciil oldugu kabul edildiginde, 6rneklemi ilkokul 6gretmenleri
olan bu arastirmanin diger kademeler icin referans olacagi dusiinilmektedir.

Ogretmenlerin 6gretimsel denetim ile 6grenen okul algilari arasindaki iliskiyi incelemek amaciyla
yapilan bu arastirmada asagidaki sorulara yanit aranmistir:

1. ilkokul 8gretmenlerinin;
e Okullarina iligkin 6gretimsel denetim ve 6grenen okul algilari ne diizeydedir?

o Ogretimsel denetime ve alt boyutlarina iliskin algilari cinsiyet, kidem, okulda calisma siiresi ve
bransa goére anlaml farkhlik géstermekte midir?

e Ogrenen okula ve alt boyutlarina iliskin algilari cinsiyet, kidem, okulda ¢alisma siiresi ve bransa gére
anlamli farkhlik gostermekte midir?

e Okullarinailiskin 6gretimsel denetim algilari ile 6grenen okul algilari arasinda iliski var midir?

2. Ogretimsel denetim ve alt boyutlari, 6grenen okulu ve alt boyutlarini anlamli diizeyde yordamakta
midir?

Yoéntem
Arastirma Modeli

Bu arastirmada, nicel arastirma yontemlerinden korelasyonel (iliskisel) tarama modeli kullanilimistir.
Korelasyonel tarama yontemi; iki veya daha fazla degisken arasindaki iliskinin varligini ve derecesini
inceleyen arastirma modelidir. Tarama yoluyla ortaya ¢ikan iliskiler gercek bir neden sonug iliskisi olarak
yorumlanamaz; ancak o yonde bazi ipuglari vererek bir degiskenin durumu hakkinda bilgi edinilmesi
halinde diger degiskenin kestirilmesine yardim edebilir (Karasar, 2020). Calismada 6gretimsel denetim ve
o6grenen okul olmak lizere iki degisken vardir. Arastirmada ilkokul 6gretmen algilarina gére 6gretimsel
denetim ile 6grenen okul arasindaki iliski incelenmis ve cinsiyet, mesleki kidem, ayni okulda ¢alisma siresi
ve brans demografik degiskenler olarak ele alinmistir.

Arastirma Grubu

Arastirmanin evrenini 2020-2021 egitim-6gretim yilinda Agri ili Merkez ilcesinde Milli Egitim
Bakanlig’'na bagli kamu ilkokullarinda gérev yapan 758 6gretmen olusturmaktadir. Bu sayi, Agri il Millt
Egitim Mudirligu Atama Birimine verilen dilekge neticesinde belirlenmistir. Evrenin bilylkliginden
dolayi 6rnekleme yoluna gidilmistir. Bu arastirmada evreni olusturan her 6genin érneklem icinde yer alma
sansinin birbirine esit oldugu basit tesadifi 6rnekleme yontemi (Karasar, 2020) kullaniimistir.

Bu arastirmada %95 gilven dizeyi ve .05 hata payl dikkate alinarak orneklem buyiklagina
hesaplamada Cochran (1962) tarafindan 6nerilen formil kullaniimistir (Yesil, 2018). Buna gére yapilan
islemler sonucunda 6rneklem biylikligl yaklasik olarak 254 kisi bulunmustur. Arastirmaya 266 6gretmen
katilmistir. 266 veriden 9’u uc¢ deger olarak tespit edildigi icin 257 6lcek degerlendiriimeye alinmistir.
Arastirma grubuna iliskin demografik bulgular Tablo 1’de verilmistir.

Tablo 1’e gore arastirmaya katilan 6gretmenlerin %58’i (n=149) kadin, %42’si (n=108) erkektir. Mesleki
kidemlerine bakildiginda %17.5’i (n=45) 1 yildan az kideme, %31.9’u (n=82) 1-4 yil arasi kideme, %30.4’0
(n=78) 5-9 yil arasi kideme ve %20.2’si (n=52) 10 ve Uzeri yil kideme sahiptir. Katiimcilarin ayni okulda
¢alisma sirelerine bakildiginda %30’u (n=77) 1 yildan az, %47.5’i (n=122) 1-4 yil arasi ve %22.5’i (n=58) 5
ve Uzeri yildir ayni okulda galismaktadirlar. Bu arastirmaya katilan 6gretmenlerin %70.8’i (n=182) sinif
O0gretmeni ve %29.2’si (n=75) brans 6gretmenidir.
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Tablo 1.
Katilimcilara Ait Demografik Bilgiler
n %

Cinsiyet Kadin 149 58
Erkek 108 42

Mesleki Kidem 1yildan az 45 17.5
1-4 yil 82 31.9
5-9 yil 78 304
10 yil + 52 20.2

Okuldaki Calisma Siresi 1yildan az 77 30
1-4 yil 122 47.5
S5yl + 58 22.5

Brans Sinif Ogretmeni 182 70.8
Brans Ogretmeni 75 29.2

Kullanilan Veri Toplama Araglari

Arastirmada kullanilan olgekler ilgili alanyazin, yapilan gecerlik-glvenirlik calismalari, daha 6nceki
arastirmalarda kullanimi ve sonuglari incelenerek segilmistir. Buna goére, arastirmanin amaci
dogrultusunda “Okul Midiiriiniin Ogretimsel Denetim Davranislari (OMODD) Olgegi (ilgan, 2014) ve
“Ogrenen Okul (00) Olgegi” (Ugurlu, Dogan ve Yigit, 2014) kullanilmistir.

ilgan (2014), tarafindan besli Likert tipinde gelistirilen OMODD Olgegi, “6gretimi ve dgretmeni
gelistirme (15 madde)” ve “sinif ziyaretleri ve geri bildirim sunma (8 madde)” alt boyutlarindan
olusmaktadir. Cronbach Alfa guivenirlik katsayisinin .93 oldugu tespit edilen 6lgegin gecerligi icin agimlayici
ve dogrulayici faktér analizleri yapilmis ve kabul edilebilir uyum indekslerine (CMIN/df=7.8; RMSEA= .083,
RMR=.053, GFI=.86, AGFI= .84, NFl ve NNFI=.98, CFl .99) sahip oldugu belirtilmistir.

Arastirmada kullanilan ikinci 6lcek Ugurlu, Dogan ve Yigit (2014) tarafindan gelistirilen OO Olgegidir.
Besli Likert tipinde gelistirilen dlgek “Takim Halinde Ogrenme (8 madde)”, “Zihni Modeller (5 madde)”,
“Paylasilan Vizyon (3 madde)” ve “Kisisel Hakimiyet (4 madde)” olmak lizere doért alt boyuttan
olusmaktadir. Cronbach Alfa giivenirlik degeri .92 olarak tespit edilen Olgegin gecerligi, agimlayici ve
dogrulayici faktor analizleri ile test edilmis ve iyi uyum degerlerine (x%/sd= 2,39, NNFI= 0,95, CFI= 0,96,
RMSEA= 0,07, GFI= 0,90, AGFI= 0,87) sahip oldugu belirtilmistir.

Kullanilan 6lgeklerin gecerligi ve glivenirligi mevcut arastirma verileri kullanilarak tekrar test edilmis ve
elde edilen bulgular gegerlik ve glivenirlik basligi altinda ifade edilmistir.

Gegerlik ve Glivenirlik

Bu arastirmada kullanilan veri toplama araglarinin gegerlik ve guvenirlik c¢aligmalari icin DFA
sonuglarina ve Cronbach Alfa katsayilarina bakilmistir. Buna gére OMODD Olgeginin tamaminin i tutarhk
katsayisi 0.97 bulunmustur. Olcegin boyutlarina iliskin i¢ tutarlik katsayilari ise dgretimi ve 6gretmeni
gelistirme 0.97; sinif ziyaretleri ve geri bildirim sunma 0.93 bulunmustur. OO Olgeginin toplam i¢ tutarhk
katsayisi 0.95, boyutlari ise sirasiyla takim halinde 6grenme 0.93; zihni modeller 0.91; paylasilan vizyon
0.91; kisisel hakimiyet 0.85 olarak bulunmustur. Bu baglamda OMODD ve alt boyutlari ile OO ve alt
boyutlarinin glivenirlik katsayilarinin 0.70’ten yilksek oldugu ve elde edilen dlgiimlerin glivenilir oldugu
gozlemlenmistir.

Bu arastirmada toplanan verilerle olgeklerin yapi gecerligini dogrulamak igin DFA degerleri
hesaplanmistir. OMODD Olceginin yapi gecerligini test etmek icin uygulanan DFA sonucunda elde edilen
uyum indeksleri “X?/df:3,047, p<.001; RMSEA=.089; CFI=.930; NFI=.90; NNFI=. 922; RMR=.053; GFI=.802"
incelendiginde RMSEA’nin 0,1’den duisiik, X2/df'nin 5’in altinda olmasi modelin kabul edilebilir olduguna
isaret etmektedir (Cokluk, Sekercioglu ve Biiyiikdztiirk, 2012). OO 6lgeginin yapi gecerligini dogrulamak
icin yapilan DFA degerleri incelendiginde ise elde edilen uyum indekslerinin “X?/df:2,3, p<.001;
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RMSEA=.072; CFI=.948; NFI=.915; NNFI=.947 RMR=.035; GFI=.873" kabul edilebilir uyum sinirlari iginde
oldugu gorilmustir (Cokluk, Sekercioglu ve Bliyukoztirk, 2012). Yapilan analizler sonucunda arastirmada
veri toplamak igin kullanilan 6lgeklerin gegerli ve glivenilir oldugu kabul edilmistir.

Veri Toplama Siireci

Arastirma kapsaminda 6lgekleri gelistiren arastirmacilardan yazili izin alinmistir. Ardindan veri toplama
araclar ve yapilacak uygulama igin Atatiirk Universitesi Egitim Bilimleri Enstitiisii (26.01.2021) ile Agri il
Milli Egitim Mudurligiinden (22.02.2021) gerekli etik ve yasal izinler alinmistir. Veriler Covid-19 salgini
sebebiyle gevrim igi iletisim yollari kullanilarak toplanmistir. Bu slregte okul yoneticileri ile gortsilmis
ve izinleri dogrultusunda okul 6gretmen mesajlasma gruplarinda veri toplama linki paylasiimistir.
Arastirmaya katilimin gonullilik esasina dayali oldugu dlgegin yonerge kisminda agikga belirtilmistir. Veri
toplama slreci, arastirmaci tarafindan ydritilmis ve takip edilmistir. Arastirma boyunca bilimsel
arastirma ilke ve esaslari géz 6niinde bulundurularak arastirma yaratalmustar.

Veri Analizi

Verilerin analizi ve ¢6ziimlenmesinde istatistik paket programi kullanilmistir. ilkokul &gretmenlerinin
ogretimsel denetim ve 6grenen okul algilarinin diizeyleri, aritmetik ortalama ve standart sapma ile
belirlenmistir. Aritmetik ortalama degerlerinin yorumlanmasinda her iki 6lgcekte de 5’li Likert tipi
kullanildigindan dereceleme 6lgek puan araligi hesaplamasinda (5-1=4), (4/5=0,80) katsayilari dikkate
alinarak degerlendirme yapilmistir. Birlikte degisimin oldugu iki degisken arasindaki iliski arayisinda yaygin
olarak kullanilan teknik korelasyon analizidir (Karasar, 2020). Bu amagcla, 6gretmenlerin 6gretimsel
denetim algilari ile 6grenen okul algilari arasindaki iliskiyi incelemek icin korelasyon analizi yapiimistir.
Analiz 6ncesinde verilerin normal dagilip dagiimadigini tespit etmek amaciyla aritmetik ortalama, ortanca
deger, histogram grafigi, carpiklik ve basiklik degerleri incelenmistir. Yapilan analizler neticesinde her iki
Olgegin ve alt boyutlarinin basiklik degerlerinin (-.656, .369), carpiklik degerlerinin (-.844, -.417) araliginda
degerler aldiklari ve tum degerlerin (+1,-1) araliginda oldugu gorilmistir. Bu aralikta olan degerlerin
normal dagildig1 kabul edilmektedir (Tabachnick ve Fidell, 2013).

Arastirmada coklu regresyon analizi dncesinde verilerin ¢ok degiskenli normalligi mahalanobis uzaklik
katsayilari, artik degerler tizerinden sacgihm grafikleri, histogram, P-P plot grafikleri ile incelenmis ve artik
degerlerin normal dagildigi gérilmistir. Coklu baglantilikla ilgili bir sorun olup olmadigini belirleyebilmek
icin ikili korelasyonlar incelenmis, bir bagimsiz degiskenle ilgili diger bagimsiz degiskenlerin
actklayamadiklari varyans orani olan tolerans degeri ile varyans biyitme faktérinin (VIF) kabul edilen
degerler araliginda oldugu gorilmiis ve verilerin ¢cok degiskenli normalligi sagladigi kabul edilmistir
(Biyukoztirk, 2011).

Normallik varsayimi karsilandig icin 6gretmenlerin 6gretimsel denetim algilari ve 68renen okul
algilarinin cinsiyet, mesleki kidem, ayni okulda ¢alisma siiresi ve brans degiskenlerine gore anlaml farklilik
gosterip gostermedigini belirlemek amaciyla; bagimsiz gruplar icin t-testi, ikiden fazla gruptan olusan
degiskenler igin tek yonli varyans analizi (ANOVA) ve bagimsiz degiskenin bagimli degiskeni yordayip
yordamadigini belirlemek icin ¢oklu regresyon analizi uygulanmistir. Sonuglarin yorumlanmasinda “.05”
anlamhlik dlizeyi olgiit olarak alinmistir.

Bulgular

Arastirmanin birinci alt problemi baglaminda ilkokulda ¢alisan 6gretmenlerin gériislerine gére OMODD
ve alt boyutlari ile OO ve alt boyutlarina iliskin algi diizeylerini belirlemek icin aritmetik ortalama ve
standart sapma kullaniimistir. Her iki 6lcegin alt boyutlarina yonelik betimleyici istatistikler Tablo 2’'de
verilmistir.

Tablo 2’de goriildiigii gibi 6gretmen algilarina gére OMODD alt boyutlarina iliskin, 6gretimi ve
dgretmeni gelistirme boyutu ( X=3.80), sinif ziyaretleri ve geri bildirim sunma boyutuna ( X=3.36) gore
daha yiiksek alglanan boyut olmustur. Olgcek maddelerine verilen yanitlar incelendiginde okul
yoneticilerinin 6gretimsel denetim silirecinde mevcut yonetmelik ve yonergeler gergevesinde hareket
ettikleri, okulda denetim sirecini islettikleri anlasiimaktadir.
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Tablo 2.

Ogretmen Algilarina Gére OMODD ve OO Boyutlarinin Aritmetik Ortalama ve Standart Sapma Degerleri
Boyutlar n X Ss
Ogretimi ve 6gretmeni gelistirme 257 3.80 .96
Sinif ziyaretleri ve geri bildirim sunma 257 3.36 1.06
OMODD Olgegi Toplam 257 3.65 .97
Takim halinde 6grenme 257 3.90 .73
Zihni modeller 257 3.80 .88
Paylasilan vizyon 257 3.92 .80
Kisisel hakimiyet 257 4.36 .53
00 Olgegi Toplam 257 3.97 .64

Ogretmen algilarina gore OO0 alt boyutlari incelendiginde, kisisel hakimiyet boyutu ( X=4.36) en yiiksek
diizeyde algilanan boyut olurken, zihni modeller boyutu ( X=3.80) en diisiik diizeyde algilanan boyut
olmustur. B0 dlgeginin diger alt boyutlarina ait ortalamalarin, paylasilan vizyon ( X=3.92) ve takim halinde
égrenme ( X=3.90) oldugu belirlenmistir. Elde edilen bulgular isiginda gretmenlerin calistiklari okulun
o6grenen okul dizeyini olumlu degerlendirdikleri soylenebilir.

Arastirmanin ikinci alt problemi kapsaminda ilkokulda gérev yapan 6gretmenlerin 6gretimsel denetim
ve 6grenen okula iliskin algilari cinsiyet, kidem, okulda galisma siresi ve brans degiskenlerine gore
incelenmistir. Ogretmenlerin cinsiyet degiskenine gére OMODD ve 0O alt boyutlarina iligkin algilar Tablo
3’te verilmistir.

Tablo 3.
Odgretmenlerin Cinsiyet Dediskenine Gére OMODD ve GO Alt Boyutlarina iliskin t-Testi Sonuglari
Kadin n=149 Erkek n=108
Boyutlar X Ss X Ss t p
Ogretimi ve 6gretmeni gelistirme 3.71 1.00 3.93 .89 -1.822 .070
Sinif ziyaretleri ve geri bildirim sunma 3.24 1.08 3.56 1.00 -2.413 .017
OMODD Olgegi Toplam 3.55 .99 3.80 .90 -2.099 .037
Takim halinde 6grenme 3.76 74 4.10 .68 -3.842 .001
Zihni modeller 3.62 .89 4.05 .80 -3.998 .001
Paylasilan vizyon 3.78 .82 411 .74 -3.347 .001
Kisisel hakimiyet 4.30 .51 4.45 .55 -2.221 .027
00 Olgek Toplam 3.83 .63 4.16 .60 -4.185 .001
*p<.05

Tablo 3’e gére OMODD alt boyutlari ve toplam puanlari Gizerinden yapilan t testi sonuclarinda cinsiyet
degiskenine gore p<.05 énem diizeyinde OMODD Olgek toplam puani (t=-2.099, p=.037) ve sinif ziyaretleri
geri bildirim sunma alt boyutunda (t=-2.413, p=.017) erkek 6gretmenler lehine anlamh farkhhklar oldugu
bulunmustur.

Tablo 3 incelendiginde OO alt boyutlari ve toplam puanlari {izerinden yapilan t testi sonuglarinda
cinsiyet degiskenine gére p<.05 dnem diizeyinde OO Olcek toplam puani (t=-4.185, p=.001) ve alt
boyutlarinin tamaminda erkek 6gretmenler lehine anlaml farkliliklar oldugu goriilmektedir.

Ogretmenlerin mesleki kidem degiskenine gre OMODD ve OO alt boyutlarina iliskin ANOVA sonuglari
Tablo 4’te verilmistir.

1001



Esen & Albez — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 51(2), 2022, 982-1011

Tablo 4.
Odgretmenlerin Mesleki Kidemine Gére OMODD ve OO Alt Boyutlarina iliskin ANOVA Sonuglari
Boyutlar Kidem n X Ss Varyans KT Sd KO F ¢} Fark
Kaynagi (LSD)
Ogretimi 1.1yl- 45 4.07 .898  Gruplar arasi 8.056 3 2.685 1>2
ve 2.1-4yil 82 3.65 1.032 1>3
2.981 .032%
O0gretmeni 3.5-9yil 78 3.69 .929 - 2<4
gelistirme  4.10yil+ 52 3.99 .883 Grup ici 227.891 253 901
Sinif 1.1yl- 45 3.61 1.032 Gruplar arasi 13.426 3 4.475 1>2
ziyaretleri 2.1-4yil 82 3.17 1.170 1>3
ve geri 3.-5-9yil 78 3.23 .960 2<4
bildirim 410yl + 52 371 .929 Grup igi 272.792 253 1.078 4.151 .007** 3<4
sunma
OMODD 1.1vyil- 45 391 .925  Gruplar arasi 9.614 3 3.205 1>2
Olgegi 2-1-4yl 82 348 1.055 1>3
3.536 .015%*
Toplam 3.5-9yil 78 3.53 .904 - 2<4
410yl+ 52 389 geg  COrupid  229.298 253 906 3<4
Takim 1.1vyil- 45 3.80 .80  Gruplar arasi 751 3 .250
héalinde 2-1-4 yil 82 3.89 .70 265 707

0grenme 3-5-9 yil 78 3.96 .68 Grup igi

4-10yil+ 52 3.92 .80 136.228 253 538

Zihni 1.1vyil- 45 3.89 .86  Gruplar arasi 1.863 3 .621
modeller 2.1-4 vl 82 3.68 .96
3.5-9yil 78 3.84 .79 Grup igi .807 491

4.10 + 52 3.87 .87 194.736 253 770

Paylasilan 1iyil- 45 3.96 .84 Gruplar arasi . 647 3 216
vizyon 2.1-4 vl 82 3.5 .84
3.5-9vil 78 3.94 .80 Grup igi .333 .802

4-10yil+ 52 3.96 72 163.970 253 .648

Kisisel 1iyil- 45 4,50 .53 Gruplararasi  1.760 3 .587
akimi -1- A7
hakimiyet 2-1-4yil 82 4.37 - 2085 103
3.5-9yil 78 4.36 .54 Grup igi 71917 253 281
410yl+ 52 423 .61 : :
00 Olcek 1.1iyil- 45 3.99 .67  Gruplararasi  .285 3 .095
- . .64
Toplam 2.1-4 vl 82 393 - 33 873
3.5-9yil 78 4.01 .60 Grup igi 103.018 253 .407

410yil+ 52 3.97 .66

*p<.05 **p<.01

Tablo 4 incelendiginde 6gretimi ve 6gretmeni gelistirme boyutunda (F3-253)=2.981; p<.05), sinif
ziyaretleri ve geri bildirim sunma boyutunda (F(z-253=4.151; p<.01) ve OMODD Ol¢ek toplam puaninda (F-
253)=3.536; p<.05) anlamli farkliliklar bulunmustur. Bu farkliligin nereden kaynaklandigini bulmak igin LSD
testi yapilmistir. Buna gore “Ogretimi ve 6gretmeni gelistirme”, “sinif ziyaretleri ve geri bildirim sunma”
boyutlari ile “OMODD Olgek toplam puaninda” mesleki kidemi 1 yildan az olan &gretmen algilarinin
mesleki kidemi 1-4 yil ve 5-9 yil olan 6gretmenlerin algilarina gére daha olumlu oldugu goérilmektedir.
Ayrica analiz sonuglarina gére 10 ve (zeri yil mesleki kidemi olan 6gretmenlerin 6gretimsel denetim

algilarinin 1-4 yil, 5-9 yil kideme sahip 6gretmenlere gére daha olumlu oldugu gorilmektedir.
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Tablo 4’e bakildiginda 0O alt boyutlari ve dlgek toplam puanlari (izerinden yapilan ANOVA testi
sonuglarina gore; 6gretmenlerin 6grenen okul algilarinin, takim halinde 6grenme (F(z-253)=.465; p>.05),
zihni modeller (F3-253)=.807; p>.05), paylasilan vizyon (F3-253=.333; p>.05), kisisel hakimiyet (F(3.253)=2.085;
p>.05), 00 Olcek toplam (Fz-253=.233; p>.05) mesleki kidem degiskenine gére anlamh farklik
gostermedigi bulunmustur.

Ogretmenlerin bulundugu okulda ¢alisma siiresi degiskenine ggre OMODD ve OO alt boyutlarina
iliskin ANOVA testi yapilmistir. OMODD Olceginin 6gretimi ve 6gretmeni gelistirme (F(2-254= 2.309; p>.05),
sinif ziyaretleri ve geri bildirim sunma boyutunda (F(2-254=1.558; p>.05) ve 6lgek genelinde (F(2-254)=2.113;
p>.05) ayni okulda calisma siiresine gére anlamli bir farklihgin olmadigi tespit edilmistir. Ayrica OO alt
boyutlari ve élgek toplam puanlari (izerinden yapilan ANOVA testi sonuclarina gére égretmenlerin OO
algilarinin takim hélinde 6grenme (F(-254)=.273; p>.05), zihni modeller (F(2-254=.132; p>.05), paylasilan
vizyon (F2-254)=.347; p>.05), kisisel hakimiyet (F(2-254=.571; p>.05), OO Olcek Toplam (F(2-254=.154; p>.05)
ayni okulda galisma siiresi degiskenine gore anlamli farkhlik géstermedigi bulunmustur.

Ogretmenlerin brans degiskenine gére OMODD ve OO alt boyutlarina iliskin algilari Tablo 5'te
verilmistir.

Tablo 5.
Ogretmenlerin Brans Dediskenine Gére OMODD ve OO Alt Boyutlarina iliskin t-Testi Sonuclari

Sinif Ogretmeni Brang Ogretmeni
Boyutlar N=182 N=75 t p

X Ss X Ss

Ogretimi ve 6gretmeni gelistirme 3.88 .95 3.61 .97 2.065 .040"
Sinif ziyaretleri ve geri bildirim sunma 3.46 1.03 3.17 1.11  2.057 .041"
OMODD Olgegi Toplam 3.74 .95 3.46 .99 2.123 .035"
Takim halinde 6grenme 3.97 71 3.73 .75 2.457 .015"
Zihni modeller 3.91 .82 3.54 96 3150  .002"
Paylasilan vizyon 4.03 .76 3.65 .83  3.534 .001"*
Kisisel hakimiyet 4.37 .55 4.36 .48 119 .906
00 Olgegi Toplam 4.04 .61 3.79 .66 2.904 .004™"

Aok ok

*p<.05 “p<.01 **p<.001

Tablo 5 incelendiginde OMODD alt boyutlari ve toplam &lgek puanlari iizerinde yapilan t testi
sonugclarinda brans degiskenine gore 6gretimi ve 6gretmeni gelistirme boyutu (t=2.065; p=.040), sinif
ziyaretleri ve geri bildirim sunma boyutu (t=2.057; p=.041) ve 6l¢ek toplam puaninda (t=2.123, p=.035)
p<.05 6nem diizeyinde sinif 6gretmenleri lehine anlamh farklihklar oldugu bulunmustur. Elde edilen
bulgudan hareketle brans degiskenine gore sinif 6gretmenlerinin lehine tespit edilen bu farklilikta
ilkokulda sinif 6gretmenlerinin ayni zamanda sube rehber 6gretmeni olarak siniflarindan birincil diizeyde
sorumlu goérulmesi etkili olabilir.

Tablo 5’e bakildiginda OO alt boyutlari ve toplam 8lcek puanlari {izerinde yapilan t testi sonuglarinda
brans degiskenine gére takim halinde 6grenme boyutu (t=2.457; p=.015), zihni modeller boyutu (t=3.150;
p=.002), paylasilan vizyon boyutu (t=3.534; p=.001) ve 6l¢ek toplam puaninda (t=2.123, p=.035) p<.05
6nem dizeyinde sinif 6gretmenleri lehine anlamli farkliliklar oldugu bulunurken kisisel hakimiyet
boyutunda anlamli farklilik olmadigi bulunmustur.

Ogretmenlerin, OMODD algilari ile OO algilari arasinda anlamli iliski olup olmadigini belirlemek igin
“Pearson Momentler Carpimi Korelasyonu” kullaniimistir. Bu korelasyon analizinden elde edilen bilgiler
Tablo 6’ da gosterilmistir.
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Tablo 6.
OMODD ile OO0 Algilari Arasindaki Korelasyon Degerleri

1 @ (3) (4) (5) (6) (7) (8)

*ok *ok

1.0gretimi ve 6gretmeni 1 .881" .984™ 584" 726 699" 366 .713"
gelistirme

2.Sinif ziyaretleri ve geri bildirim sunma 1 952" 580" 675" .655" 354" 684"
3.0MODD Olgegi Toplam 1 599" 728" 702" 372" 723"
4.Takim halinde 8grenme 1 726 7577 406" 923"
5.Zihni modeller 1 .834™ 368" 899"
6.Paylasilan vizyon 1 434" 899
7 Kisisel hakimiyet 1 .564""
8.00 Olcek Toplam 1

*¥p<.01

Tablo 6 incelendiginde 6gretimsel denetim ve alt boyutlari ile 6grenen okul ve alt boyutlari arasinda
pozitif ydnde anlamli bir iliski oldugu gériilmektedir. Buna gére OMODD 6lcegi ile OO 6lgegi arasinda
(r=.723, p<.01), 68retimi ve 6gretmeni gelistirme ile takim halinde 6grenme (r = .584, p<.01), zihni
modeller (r =.726, p<.01), paylasilan vizyon (r =.699, p<.01), kisisel hakimiyet (r =.366, p<.01) arasinda
anlamli iliski oldugu tespit edilmistir. Ayrica sinif ziyaretleri ve geri bildirim sunma alt boyutu ile takim
halinde 6grenme (r =.580, p<.01), zihni modeller (r =.675, p<.01), paylasilan vizyon (r =.655, p<.01), kisisel
hakimiyet (r =.354, p<.01) arasinda anlamli iliskiler oldugu bulgusuna ulasilmistir.

OMODD alt boyutlarinin, G0 ve alt boyutlarini yordayip yordamadigini belirlemek igin ¢oklu regresyon
analizleri yapilmistir. Bu ¢oklu regresyon analizinden elde edilen sonuglar, asagida tablolar halinde
verilmistir.

Tablo 7.

00 ile OMODD Alt Boyutlari Arasindaki Coklu Regresyon Analizi Sonuglari

Bagimh Degisken Bagimsiz Degiskenler B Sh B t P

Model Sabit 2,223 114 19.515 .000
Ogretimi ve Ogretmeni Gelistirme 328 .061 .496 5.402 .000*

00 Toplam Sinif Ziyaretleri ve Geri Bildirim Sunma  .148 .055 .246 2.683 .008*

R=.72 R2=.52 F=138.896
*p<.05

Tablo 7 incelendiginde OMODD alt boyutlarinin 6grenen okulu anlamli bir sekilde yordadig
belirlenmistir (F=138.896, p<.05). Bu yordayici degiskenler, 6grenen okulun %52’sini (R=.72, R?=.52)
aciklamaktadirlar. “Ogretimi ve Ogretmeni Gelistirme” boyutu (B=.496, p<.05) ve “Sinif Ziyaretleri ve Geri
Bildirim Sunma” boyutu (B=.246, p<.05) o&grenen okulu pozitif yonde ve anlaml diizeyde
yordamaktadirlar.

Tablo 8.
Takim Hélinde Ogdrenme ile OMODD Alt Boyutlari Arasindaki Coklu Regresyon Analizi Sonuclari
Bagimli Degisken Bagimsiz Degiskenler B Sh B t P
Model Sabit 2,273 .152 14.970 .000
Takim Halinde Ogretimi ve Ogretmeni Gelistirme 249 .081 .326 3.071 .002**
Ogrenme Sinif Ziyaretleri ve Geri Bildirim Sunma  .202 .074 .292 2.750 .006**
R=.60 R2= .36 F=71.487
**p<.01

Tablo 8 incelendiginde OMODD alt boyutlarinin, Q0 alt boyutu takim halinde dgrenmeyi anlamli bir
sekilde yordadigi belirlenmistir (F=71.487, p<.05). Bu yordayici degiskenler, 6grenen okulun %36’sini
(R=.60, R?=.36) aciklamaktadirlar. “Ogretimi ve Ogretmeni Gelistirme” boyutu (p=.326, p<.01) ve “Sinif
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Ziyaretleri ve Geri Bildirim Sunma” boyutu (B=.292, p<.01) “takim halinde 6grenme” boyutunu pozitif
yonde ve anlamli diizeyde yordamaktadirlar.

Tablo 9.

Zihni Modeller ile OMODD Alt Boyutlari Arasindaki Coklu Regresyon Analizi Sonuglar

Bagiml Degisken  Bagimsiz Degiskenler B Sh B t P

Model Sabit 1.322 .155 8.508 .000
Ogretimi ve Ogretmeni Gelistirme .536 .083 .587 6.468  .000***

Zihni Modeller Sinif Ziyaretleri ve Geri Bildirim 131 075 .158 1.738 .084
Sunma
R=.73 R2=.53 F=145.023

***¥p<0.001

Tablo 9 incelendiginde OMODD’nin dgretimi ve 6gretmeni gelistirme boyutunun, 6grenen okulun zihni
modeller boyutunu anlamli bir sekilde yordadigi belirlenmistir (F=145.023, p<.05). Bu yordayici degisken,
dgrenen okulun %53’iini (R=.73, R?=.53) ac¢iklamaktadir. “Ogretimi ve Ogretmeni Gelistirme” boyutu
(B=.587, p<.001) “zihni modeller” boyutunu pozitif yonde ve anlamli diizeyde yordamaktadir. “Sinif
Ziyaretleri ve Geri Bildirim Sunma” boyutunun (=.158, p>.05) zihni modeller boyutunu anlamli bir seklide
yordamadigi bulunmustur.

Tablo 10.
Paylasilan Vizyon ile OMODD Alt Boyutlari Arasindaki Coklu Regresyon Analizi Sonuglari
Bagimlh Degisken Bagimsiz Degiskenler B Sh B t P
Model Sabit 1.741 .148 11.776 .000
Ogretimi ve Ogretmeni Gelistirme 453 079 .543 5.750  .000***
Paylasilan Vizyon  Sinif Ziyaretleri ve Geri Bildirim 134 072 177 1.873 .062
Sunma
R=.70 R2= .49 F=124.572
***¥p<0.001

Tablo 10 incelendiginde OMODD’nin 6gretimi ve dgretmeni gelistirme boyutunun, dgrenen okulun
paylasilan vizyon boyutunu anlamli bir sekilde yordadig belirlenmistir (F=124.572, p<.05). Bu yordayici
degisken, dgrenen okulun %49’linii (R=.70, R?=.49) aciklamaktadir. “Ogretimi ve Ogretmeni Gelistirme”
boyutu (B=.543, p<.001) paylasilan vizyon boyutunu pozitif yonde ve anlaml diizeyde yordamaktadir.
“Sinif Ziyaretleri ve Geri Bildirim Sunma” boyutunun (=.177, p>.05) paylasilan vizyon boyutunu anlamli
bir seklide yordamadigi bulunmustur.

Tablo 11.
Kisisel Hakimiyet ile OMODD Alt Boyutlari Arasindaki Coklu Regresyon Analizi Sonuglari
Bagiml Degisken Bagimsiz Degiskenler B Sh B t P
Model Sabit 1.612 .129 28.085  .000
Ogretimi ve Ogretmeni Gelistirme 134 .069  .240 1.950 .052
Kisisel Hakimiyet  Sinif Ziyaretleri ve Geri Bildirim .072 .062 142 1.153 .250
Sunma
R=.37 R%=.13 F=20.389
*p<.05

Tablo 11 incelendiginde OMODD alt boyutlarinin 8grenen okulun kisisel hakimiyet boyutunu anlamli
bir sekilde yordamadigi belirlenmistir (F=20.389, p>.05). “Ogretimi ve Ogretmeni Gelistirme” boyutu
(B=.240, p>.05) ve “Sinif Ziyaretleri ve Geri Bildirim Sunma” boyutu (f=.142, p>.05) kisisel hakimiyet
boyutunu anlamli diizeyde yordamadigi gorilmistlr. Bu bulguya ragmen Zepeda (2013), 6gretimsel
denetim ile mesleki gelisim arasinda acik bir baglanti olmasi gerektigine isaret etmektedir. Burant (2009),
yaptigl arastirmada O6gretmen faaliyetlerinin mesleki gelisim ve yansitici uygulama faaliyetleri olarak
ogretimsel denetim faaliyetleri ile uyumlu hale getirildiginde, otantik bir profesyonel biiyiime bolgesinin
olustugunu tespit etmistir. Tesfaw ve Hofman (2014) ise yaptigi arastirmada 6gretmen mesleki gelisimin
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en gugcli yordayicilarinin 6gretmenlerin denetim uygulamalarina yonelik tutumlari ve memnuniyetleri
oldugunu tespit etmistir.

Tartisma ve Sonug

ilkokulda goérev yapan sinif ve brans dgretmenlerinin 6gretimsel denetim ile 6grenen okul algilari
arasindaki iliskiyi incelemek amaciyla yapilan arastirmada elde edilen bulgulara gore, 6gretmenlerin
OMODD ve OO algilarinin iyi diizeyde oldugu sonucuna ulasiimistir. Ozellikle OMODD alt boyutlar
arasinda “6gretimi ve 6gretmeni gelistirme” boyutu, “sinif ziyaretleri ve geri bildirim sunma” boyutuna
gore daha yuksek algilanan boyut olmustur. Buna gore okullarda denetim siirecinin isletildigi, 6gretimsel
denetimin 6gretim sirecini gelistirme baglaminda daha fazla 6n plana ¢iktigi anlasilmaktadir. Yilmaz
(2019), Duykuluoglu (2018) yaptiklari arastirmalarda, Ogretmenlerin Ogretimsel denetimi olumlu
algiladiklarini ve ders denetimini dnemsediklerini ifade ederken, Wanzare (2012), Moswela (2010), Gentry
(2002) yaptiklari arastirmalarda 6gretmenlerin 6gretimsel denetim siirecine yonelik olumsuz tutuma sahip
olduklarini tespit etmislerdir. Bu baglamda oOgretimsel denetimin amaclarindan uzaklasmak,
o6gretmenlerin denetim sirecinden rahatsiz olmalarina yol acabilir. Arastirmada ayrica 6gretmenlerin
o6grenen okul algi dizeylerinin 6gretimsel denetim algl dizeylerinden yiliksek oldugu gorilmustir. Bu
durum, 6gretmenlerin 6grenme olgusunu denetim olgusuna gore Oncelediklerini akla getirmektedir.
Benzer sekilde Kara (2019) vyaptigi arastirmada 6grenen okul algi diizeyinin yiksek oldugunu tespit
ederken Ugur (2019), orta diizeyde oldugunu tespit etmistir. Ogretmenlerin 6grenen okul algilarinin
ylksek olmasi, okullarda 6grenmeyi kolaylastiran bir ¢calisma ortaminin olduguna isaret ediyor olabilir.

OOQ’un alt boyutlarina bakildiginda 6gretmenlerin algilarinin en yiiksek oldugu boyut “kisisel
hakimiyet” ve en disiik oldugu boyut ise “zihni modeller” boyutu olmustur. Ogretmenlerin kisisel
hakimiyet algilarinin yiiksek olmasinda mesleki yeterliliklerine olan inanglari etkili olabilir. Ogretmenin
strekli 6grenme gabasi icinde olmasi, meslegindeki kisisel hakimiyetini (ustalik) giiglendirmektedir (Jasin,
2019; Pirozzi, 2020). Ote yandan 6gretmenlerin zihni model algilarinin diger boyutlara gére disiik
olmasinda calistiklari okulun kiltiira ve iklimi etkili olabilir. Nitekim Senge ve digerlerinin (2014, s.100),
zihinsel modellerin gelisimi icin gerekli gordigi derin disiinme ve karsilikli etkilesime dayali arastirma
becerisi ancak disiincelerin agik¢a ifade edildigi, sorgulanabildigi bir ortamda gelisebilir.

Arastirmanin ikinci alt problemi kapsaminda cinsiyet degiskeni acisindan OMODD ve OO 6lceginde,
erkek 6gretmenlerin algl dizeylerinin kadin 6gretmenlere gore yiiksek oldugu sonucuna ulasiimigtir.
Yilmaz (2019) yaptig arastirmasinda 6gretimsel denetimin “sinif ziyaretleri ve geri bildirim sunma” alt
boyutunda erkek 6gretmenlerin lehine anlamli bir farkliik oldugunu; Sahin (2005), erkek 6gretmenlerin
ders denetim algilarinin kadin 6gretmenlere gére daha olumlu oldugunu belirtmistir. Kararaslan (2008) ve
Yildirnm (2007) ise yaptiklari arastirmalarda ders denetim algilarinda cinsiyet degiskeninde anlamli bir
farkhhik olmadigini bulmustur. Benzer sekilde Tesfaw ve Hofman (2014), denetim yaklasimlarinin
kullanimina iliskin erkek ve kadin 6gretmenler arasinda anlamh bir farklilik olmadigini tespit etmistir.
Alanyazinda 6gretmenlerin 6grenen okul algilarinda da cinsiyet degiskeni agisindan farkli sonuglar oldugu
goriilmektedir. Ornegin Sen (2019), dgrenen okul algilarinin erkek 6gretmenlerde kadin égretmenlere
gore yliksek diizeyde oldugunu; Kirikgi (2019), kisisel ustalik alt boyutunda erkek 6gretmenlerin lehine
anlamh bir farklilik oldugunu tespit etmistir. Ote yandan Ugur (2019), 6gretmenlerin &grenen okul
algilarinin cinsiyete gore farklilasmadigini bulmustur. Yapilan arastirmalarda 6gretmenlerin 6gretimsel
denetim ve 6grenen okul algilarinin cinsiyet degiskenine gore farklilasmasinda okul yoOneticilerinin
cinsiyeti, yoneticilik ve iletisim becerileri ya da kadin ve erkek 6gretmenlerin beklenti diizeylerinin etkili
olabilecegi dislinlilmektedir.

Mesleki kidem degiskenine goére, O0gretmenlerin 6grenen okul algilarinin anlamh bir sekilde
farklilasmadigi ancak meslege yeni baslayan 6gretmenlerin OMODD algilarinin, orta diizeyde deneyimli
ogretmenlerin algilarina gore yiiksek, cok deneyimli 6gretmen algilariyla da benzer diizeyde oldugu
gorulmuistir. Yilmaz (2019) ve Karaarslan (2008) ise yaptiklari arastirmalarda 6gretmenlerin denetim
algilarinin kidem degiskeni agisindan farklilasmadigini tespit etmislerdir. Buna gore, mesleki kidem
degiskeninin alanyazina genellenebilir sonucunun olmadigi séylenebilir. Ayrica arastirma sonuglari,
dgretmenlerin OMODD ve OO0 algilarinin, bulundugu okulda ¢alisma siiresi degiskenine gére anlamli bir
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sekilde farklilasmadigini goéstermektedir. Bu noktadan hareketle, 6gretmenlerin okulda ¢alisma siiresinin
O0gretimsel denetim ve 6grenen okul algilarini etkilemedigi sdylenebilir.

Brans degiskeni acisindan OMODD ve OO élgeginde, sinif 6gretmenlerinin algi diizeylerinin brans
dgretmenlerinin alg! diizeylerinden yiiksek oldugu tespit edilmistir. Ozellikle ilkokullarda ¢ogu zaman
kendi bransinda tek 6gretmen olarak gorev yapan brans 6gretmenlerinin ¢alisma atmosferine dénik
algilan, 6grenen okul algilarini etkiliyor olabilir. Clinkii olumlu okul ikliminin, olumlu 6grenme ortaminin
olusmasinda ve uyeler arasindaki isbirliginin artmasinda etkili (Bahgetepe ve Giorgetti, 2015) oldugu
bilinmektedir. Alp (2007), yaptigi arastirmasinda 6grenen orgiitiin “ortak vizyon” alt boyutunda sinif
O0gretmenlerinin, brang 6gretmenlerine gére daha iyimser olduklarini bulmustur. Okullarin 6grenen okul
olma duzeyine iliskin ¢alisanlarin farkli algilari, okullarin agik sosyal sistem olma 6zelliginden, 6rgutlerin
sembolik-kiltirel yapi 6zellikleri tasimasindan (Sisman, 2019) ileri gelebilir. Buna gbre 6grenen okul olma
yolunda okullardan her kidemde, her bransta, her zaman ve hep birlikte birbirinden 6grenmeyi
kolaylastiracak bir ¢alisma ortamini 6n plana g¢ikarmasi beklenir. Boyle bir ¢alisma ortaminda cinsiyet,
kidem, yas, okulda galisma siresi gibi degiskenlerin sinirlayici etkileri 6telenerek 6grenme ortamina
zenginlik katacak yonleri 6n plana gikarilabilir ve okullarin 6grenen okul olma kapasiteleri gelistirilebilir.

Bu sonuglar isiginda 6gretmenlerin 6gretimsel denetim sirecinden fayda saglamalarinda bu
degiskenlerin 6nemli oldugu soylenebilir. Okullarda 6gretimsel denetim siirecinin isletilmesinde okul
yoneticilerinin 6zellikle cinsiyeti, kidemi ve bransi esas alan yaklasimlardan uzakta objektif, tutarl, adil,
demokratik ve rasyonel tutum sergilemelerinin slireci daha olumlu etkileyecegini sdylemek miimkindr.
Clnkli denetimin amaci, 6gretmende kusur aramak, onu cezalandirmak degil aksine Ogretmenin
gelisimine rehberlik etmek ve siniftaki 6gretiminin kalitesini artirmaktir (Hoy ve Forsyth, 1986; Sullivan ve
Glanz, 2015; Archibong, 2012).

Ogretmenlerin OMODD ile OO algilan arasinda iliski olup olmadigini belirlemek amaciyla yapilan
korelasyon analizine ggre OMODD alt boyutlari ile OO alt boyutlari arasinda pozitif yénde yiiksek diizeyde
iliski oldugu sonucuna ulasiimistir. Bu sonuca bagli olarak okul muddurlerinin etkili 6gretimsel denetim
davranislarinin okullarin 6grenen okul olmalarina hizmet edecegini séylemek mimkindir. Glickman,
Gordon ve Ross-Gordon (2014), 6gretim denetiminde okul yoneticilerinin dogrudan yardim, grup
gelistirme, mesleki gelisim, mifredat gelistirme, eylem arastirmasi gibi bazi gérevler Ustlendigini ifade
etmektedir. Bu gorevlerin gergeklesmesi halinde 6grenmenin dniindeki engellerin ortamdan uzaklasacagi
ifade edilebilir.

Arastirmada 6gretimsel denetimin 6gretmenlerin 6grenen okul algilarini yordama diizeyini belirlemek
amaciyla yapilan coklu regresyon analizine gére, OMODD alt boyutlarinin dgrenen okulu anlamli bir
sekilde yordadigi belirlenmistir. Bu yordayici degiskenlerin, 6grenen okulun %52’sini (R=.72, R?>=.52)
acikladigi sonucuna ulasiimistir. OMODD alt boyutlarindan dgretimi ve 6gretmeni gelistirme boyutu,
o6grenen okulun takim halinde 6grenme, zihni modeller ve paylasilan vizyon alt boyutunu anlamli diizeyde
yordarken; sinif ziyaretleri ve geri bildirim sunma boyutu, sadece takim halinde 6grenme alt boyutunu
anlamh diizeyde yordadigi tespit edilmistir. Ote yandan OMODD alt boyutlarinin 8grenen okulun kisisel
hakimiyet boyutunu anlaml bir sekilde yordamadigi ulasilan sonuglar arasindadir.

Bu sonuglara gore, okullarin 6grenen okul olma kapasiteleri incelenirken okuldaki 6gretimsel denetim
siirecinden yararlanilabilir. Ogretimi ve dgretmeni gelistirme yoniinde izlenecek adimlarla, etkili sinif
ziyaretleriyle ve sonrasinda yapilacak geri bildirimlerle okulda 6gretmenlerin takim halinde 6grenmeleri,
zihni modellerinin gelismesi, ortak vizyonun paylasilmasi, kisisel hakimiyetin (ustalik) desteklenmesi
saglanabilir. Baska bir deyisle, okul yoneticilerinin etkili 6gretimsel denetim davranislarinin, okulun
ogrenen okul olma kapasitesini artiracagl ifade edilebilir. Bu ylzden okul yoneticileri, 6gretmenleri
gelismis uygulamalari destekleyen yollarla mesgul etmeli ve 6gretmenleri yaratici ve yenilik¢i olarak
giclendirmeye galismalidir (Chen, 2018). Ayrica okul yoneticileri, resmi veya gayri resmi gozlemler, sinif
ici incelemeler, diyaloglar, 6gretmen uriinleri vb. araglarla veri toplamal, bu verileri 6gretmenlerin
performansini iyilestirmeye déniik mesleki gelisimle iliskilendirmelidir (Akan, 2020; Erdem, 2006; Zepeda,
2013; Range, Scherz, Holt, Young, 2011). Ote yandan &gretimsel denetim siirecinde, dgretmenlerin
vaptiklari sinif ¢alismalarini, Grin dosyalarini birbirleriyle paylasmalari, birbirlerinin planlarini
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elestirmeleri, 6grenci calismalarinin érneklerini birlikte incelemeleri, 6grenci 6devlerinin niteligi, 6grenci
performans dlizeyi, test puanlari gibi konulari tartismalari kendilerinin, meslektaslarinin ve 6grencilerinin
o6grenmelerini destekleyecek etkinliklere katiimalari saglanabilir (Sergiovanni ve Starratt, 2007).
Ogretimsel denetim siirecinde gériilen bu is birlikgi yaklasim, 6gretmenlerin hep birlikte 6grenmelerini
kolaylastirmada, kendilerinin ve meslektaslarinin c¢abalar Uzerine derin disinme firsati bularak
kaliplagsmis zihni modelleri asmalarinda (Senge vd., 2014) etkili olabilir. Bu baglamda Burant (2009), okul
sisteminin, 6gretimsel denetim ve profesyonel 6grenme topluluklari konusunda ortak anlayisa sahip bir
kiltar gelistirmesi gerektigini ifade etmistir. Yaptigi arastirmada bu isbirlikgi kulttri kucaklayabilen ortami
yaratmada, sahiplenilen ve paylasilan liderligin dnem tasidigini tespit etmistir.

Bu arastirmada elde edilen sonuglardan hareketle, okullara 6grenen okul 6zelligi kazandirmak igin
ogretimsel denetim sirecinin isletilmesi gerektigi sdylenebilir. Bu amagla okul yoneticileri, 6gretimsel
denetim siirecinde 6gretmenleri sirekli olarak egitici diyaloglara ve yansitici uygulamalara dahil edebilir
ve kisisel hakimiyetlerini destekleyebilirler. Okulun 6grenen okul olabilmesi icin okuldaki farkh
branslardaki 6gretmenlerin birbirlerinin calismalari hakkinda tartismalari, bilgi alisverisi icerisinde olmalari
saglanabilir. Bunun igin okuldaki 6gretmenlere birbirlerinin ¢alismalarini gézlemleme firsati verilebilir.
Okul yoneticileri, okullarinin 6grenen okullara déniismesi igin 6gretimsel denetim becerilerini ve sinif
ziyaretlerinin niteligini gelistirebilir. Ayrica okullarin 6grenen okul olma diizeyinde baska hangi okul
streglerinin etkili oldugu arastirilabilir.

Yazar Katki Orani
Yazarlar, calismaya esit oranda katki sunmuslardir.
Etik Beyan

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tiim kurallara
uyulmus ve yonergenin ikinci bolimiinde yer alan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemlerden”
hicbiri gerceklestirilmemistir.

Catisma Beyani

Yazarlar calisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢atismasi bulunmadigini beyan
etmektedirler.
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