Kuram ve Uygulamada Egitim Yonetimi

A Educational Administration: Theory and Practice
2019, Cilt 25, Sayr 2, ss: 191-240
PEGEM 2019, Volume 25, Issue 2, pp: 191-240
AKADEMI www.kuey.net

Learning Organizations as Predictors of Academic Achievement:
An Analysis on Secondary Schools

Akademik Basarinin Yordayicist Olarak Ogrenen Orgiitler:
Ortaokullar Uzerine Bir Coziimleme

Giilay Aslan!
Abstract

The aim of this study was to examine the relationship between academic achievement of secondary school stu-
dents (graduation and transition to higher education) and learning organization perceptions of school administ-
rators and teachers. The study was designed as correlational relational survey study. The “Realization Level of
Learning Organization Disciplines’ at Organizations Scale” which was developed by Tirkoglu (2002) was used
for data collection. For the research, 565 school administrators and teachers were chosen according to cluster
sampling method along with 1799 students that attend the schools of those which were included in the rese-
arch. Findings have shown that participants’ learning organization perception levels are at ‘generally’ level. The
discipline with highest average is learning as a team. While perception level of the participants doesn’t show a
significant difference according to gender, it showed a significant difference according to the variables of work,
institution that they work at and seniority. The participants whose professional experience is 21 years and above,
those who work at private schools and administrators’ learning organization perception level is higher. The re-
sults of the research have shown that there is a low but significant correlation between points of schools’ learning
organization and students’ graduation and transition to a higher education (TEOG) points. Simple linear reg-
ression analysis has shown that schools’ learning organization performance predict students’ GNA scores. These
results have shown that in order to enhance students’ academic achievement much more emphasis must be put
on learning organizations dimension schools. These results indicate that in order to increase academic success of
students, it is required to increase schools’ capacity as learning organizations
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Oz

Aragtirmanin amact, ortaokul 6grencilerinin akademik basarilari (mezuniyet ve bir tist 6gretime gegis) ile 6gre-
nen Orgiit olmaya yonelik 6gretmen ve okul yoneticilerinin gorisleri arasindaki iligkiyi incelemektedir. Aragtirma
iligkisel tarama modelindedir. Arastirmada veri toplama araci olarak Tiirkoglu (2002) tarafindan gelistirilen “Or-
giitlerde Ogrenen Organizasyon Disiplinlerinin Gergeklesme Diizeyini Tespit Olgegi” ile aragtirmaci tarafindan
olusturulan gelistirilen “Demografik Bilgiler Formu” kullanilmigtir. Aragtirmaya kiime 6rnekleme yontemi ile
secilen 565 okul yoneticisi ve dgretmen ile bunlarin gorev yaptigi okullarda 6grenim géren 1.799 6grenci dahil
edilmistir. Bulgular, katilimcilarin 6grenen orgiitiin tiim disiplinleri acisindan “genellikle” diizeyinde bir algiya
sahip olduklarmi gostermistir. En yiiksek ortalamaya sahip disiplinin takim halinde 6grenme oldugu goriilmek-
tedir. Katilmeilarin algi diizeyleri; cinsiyete gore anlamli bir farklilik gostermezken, gorev, caligilan kurum ve
kidem degiskenlerine gore anlamli bir farklilik gostermistir. Kidemi 21 yil ve iizerinde olan, 6zel okulda gorev
yapan ve okul yoneticisi olan katilimcilarin, 6grenen Orgiit algi diizeyleri daha yiiksektir. Aragtirma sonuglari,
okullarin 6grenen Orgiit puanlari ile 6grencilerin mezuniyet ve bir iist 6gretime gegis (TEOG) puanlari arasinda
pozitif yonli, disiik diizeyli bir iliski oldugunu ortaya koymustur. Basit dogrusal regresyon analizi sonuglari,
okullarin 6grenen Orgiit puanlarinin, 6grencilerin mezuniyet ve bir 6gretime gegis basarilarin1 (TEOG) yordadi-
gin1 gostermistir. Bu sonuglar, 6grencilerin akademik basarilarinin yiikseltilebilmesi icin, okullarin 6grenen orgiit
kapasitelerinin gelistirilmesi gerektigini gostermektedir.
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Introduction

Academic achievement is the most widely used indicator to determine the
level of learning for the individual. Academic achievement is one of the basic cri-
teria that determine the flow of students between classes or levels, and it involves
grades or scores, often expressed in quantitative indicators, based on teachers’
assessments (Carter and Good, 1973 as cited in Durmusgelebi, 2013). According
to Hoy and Miskel (2010, pp. 39-81), the teaching and learning function is the
technical basis of the school. The school has to perform this function. The techni-
cal function requires ensuring student achievement and monitoring student de-
velopment. Therefore, academic achievement of students is the key concept that
drives the whole system and it is one of the basic indicators of the level at which
educational organizations achieve their goals.

Whether developed or developing, one of the aims of countries is to increase
the academic achievement of students. On the other hand, this is not as easy as
it looks because there are many variables that affect or have potential to affect
students’ academic achievement. The high number of variables and even the pos-
sibility that some of these variables have not been determined yet may make the
process difficult to understand. Moreover, some of these variables, which play a
role in the academic success of the individual, are related to internal processes
and others to external processes. Therefore, some of them are open to external
intervention and some of them are based on activating the internal processes of
the individual and often require to include indicators related to the family. As a
matter of fact, when the literature on academic achievement is examined, it can
be seen that there are many variables that seem to be independent from each
other, but which have an effect on student achievement, albeit at different levels.

On the other hand, the high number of variables related to academic
achievement and the fact that they are often dealt with separately from each
other complicates the holistic analysis. Although each of these variables is impor-
tant, aggregating the literature on academic achievement into certain categories
will facilitate the holistic view of the subject. For this reason, studies on academic
achievement can be handled in three categories in line with the literature. These
include individual variables covering differences such as age, gender, develop-
mental characteristics of the student, socio-cultural/socio-economic variables
that focus on the variables related to the student’s family but take into account
extra-school variables as well, and institutional variables including the function-
ing, structure and processes of educational organizations and/or the employees
involved in these processes.

When the literature is examined, it is seen that the research on academic
achievement focused mostly on individual variables (Eski, 1980; Harding, 2003;
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Keskin & Sezgin, 2009; Kilic & Karadeniz, 2004; Kiiciiker, 2016; Nartgiin &
Cakar, 2014; Oliver & Simpson, 1988; Pehlivan & Koseoglu, 2010; Skouras, 2014;
Smith & Niemi, 2001; Yildirim, 2000). In these studies, especially the child’s
intelligence, abilities (Eski, 1980), gender or sometimes disability, as well as the
emotional characteristics and/or psychological status of the child such as loneli-
ness, shyness, anxiety, depression level (Akin, 2008; Benjamin, 1991; Birenbaum
& Nasser, 1994; Cengiz, 1988; Culler & Holahan, 1980; Giindogdu, 1994; Ishi-
yama, 1984; Ponzetti & Gate, 1981; Sullivan, 2002) are among the mostly focused
variables. In fact, the analysis of early studies on academic achievement through
individual variables may also point to an illusion of the capitalist system because
the capitalist system prepares students for roles and classes that are assigned
to them through education, and undergoes the process of sieving individuals
through education, giving the message that success or failure is the product of an
individual’s intelligence, ability or effort (Unal, 1996).

It can be said that this mode of treatment functions as a way of individual-
izing or internalizing the process of reproduction of the capitalist system or the
reconstruction of the class structure. This may turn into a process of internaliza-
tion and socialization functioning as “I fail because I am not intelligent” or “I
fail because I am incompetent.” The creation of such a perception can mean the
shift of responsibility of failure from system to individual. Of course, it does not
indicate that individual variables are absent or insignificant in academic achieve-
ment. On the contrary, it refers to the necessity of linking the variable that is
considered as individual with the economic, social and political system leading a
difficulty in research on academic achievement. On the other hand, another dif-
ficulty is that the variables affecting academic achievement are very diverse. For
example, some of the individual variables discussed in the literature on academic
achievement are related to interrelated processes all of which involves the indi-
vidual such as psychological status, intelligence, ability, gender, motivation level,
working habits, relationship of students with their teachers or parents, anxiety
level and perception towards school.

Socio-cultural and/or socio-economic variables, which include the child’s
familial characteristics, constitute another set of variables both as part of the in-
dividual variables and independent from it. Bourdieu conceptualizes these vari-
ables as the social capital of the family and draws attention to the class aspect
of success. Bourdieu states that individuals from upper classes have high social
capital and are therefore more advantageous in terms of academic achievement
(Aslan, 2017). Coleman (1988, pp. 108 as cited in Giilliipinar and Ince, 2014) ex-
presses a similar impact using the concept of “family” history. According to him,
family history includes three different forms of capital: economic, human and
social capital. According to Coleman, advantageous families are those who have
economic, human and social capital and can use it effectively (Aslan, 2017). These
variables that refer to socio-economic structure of family (Aslan, 2017; Coleman,
1988; Gregg & Machin, 1999; Oksiizler & Stirekei, 2010; Parcel and Dufur, 2001;
Schiller, Khmelko, and Wang, 2002) such as educational level of parents (Akyol,
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Sungur, & Tekkaya, 2010; Aslan, 2017; Hortacsu, 1994; Kuyper, Van der Werf,
& Lubbers, 2000; Oksiizler & Siirekgi, 2010; Yilmaz, 2000), environment and
opportunities provided for children (Aslan, 2017; Celenk, 2003; Gelbal, 2008;
Oksiizler & Siirekgi, 2010), and social support (Christenson, Rounds, & Gorney,
1992; Fan & Chen, 2001; Levitt, Guacci-Franco, & Levitt, 1994; Lopez, Stewart,
& Enedina, 2002; Yildirim, 1998; 1999; 2000), educational expenditures and fam-
ily income are emphasized to have the potential to affect all other variables in
terms of academic achievement. Some studies point out the difficulty of influenc-
ing and manipulating household income-based variables through micro (school-
based) policies, and emphasize the importance of macro-level regulatory policies
(economic, social and political arrangements) (Aslan, 2017).

Institutional variables that are thought to have an impact on academic
achievement, especially with effective school research, have led to the discus-
sion of the effects of differences between schools in achieving the goals of the
school since the 1960s. For this reason, it is seen that the research on institutional
variables are conceptualized as effective school research or equal opportunity re-
search in education. Studies have been conducted that emphasize the importance
of making these variables similar or minimizing differences between schools,
even if these variables are not equalized over the past half century (Aslan, 2015;
Heyneman & Loxley, 1983; Unal et al., 2010). Although these studies are related
to schools (micro) in terms of their results, they are generally directly related to
education policies at the macro level. In the literature, among the institutional
variables, the most emphasized variables in terms of their effect on academic
achievement are those directed to the environment and opportunities of schools
(Aslan, 2015; Berberoglu & Kalender; 2005; Burgaz, 2002; MEB, 2005; Sawkins,
2002; Unal et al., 2010). The main finding of effective school research is that the
school’s influence on academic achievement in poor countries is decisive (Balci,
2014, pp. 20). The most comprehensive one in effective school research is the
study carried out by Heyneman and Loxley (1983 as cited in Aslan, 2017). The
researchers made comparisons with data from 29 countries, high and low income
groups. As a result of the study, it was found that the opportunities provided by
the school to the child were more decisive than the personal characteristics of the
students in terms of academic achievement. This study is a pioneer in terms of
showing that the variables affecting academic achievement should be evaluated
according to the level of development of the countries.

Undoubtedly, the way to quality education and academic success is to make
schools’ facilities and environments similar or to set certain standards. However,
it is clear that this effort is insufficient. Even if all the inputs of education are
equalized through the schools, it is impossible for the educational organizations
to maintain their existence for a long time if they cannot respond to the needs of
the economic, social and political systems because educational organizations are
open systems that take their inputs from the environment and deliver their out-
puts to the environment (Bagaran, 2008, pp. 77). This means that, as in all other
open systems, they cannot be long-term insensitive to environmental changes. As
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a matter of fact, organizations that existed in a relatively more static environment
until the second half of the 1970s had to constantly renew themselves in order to
cope with the systemic crises of capitalism and to benefit from the rapid change
starting from the second half.

The context of uncertainty created by the constant change of the environ-
ment in which the organizations are located has required them to become contin-
uous research systems in order to survive and succeed. “The concept of learning
organization, which is one of the important tools of adaptation process to chang-
ing environmental conditions, expresses that an organization draws conclusions
from the events that it is constantly experiencing, uses it to keep up with changing
environmental conditions, creates a developing system for its personnel and thus
reaches a dynamic structure that changes, develops and renews itself” (Kogel,
1996 as cited in Kog, 2006). The learning organization came to the agenda as a
necessity rather than the preferences of the organizations and it was seen as a
way for the organizations to be more sensitive to the changing environmental
variables, to adapt easily to the new situations and to cope with the global com-
petition in order to survive (Rootwell, 1992). In this respect, the learning orga-
nization can also be considered as a concept produced by the capitalist system in
order to exist continuously. In an era of competition on a global scale, it is seen as
an existential problem that organizations renew themselves and respond quickly
to change.

Schools, like all social organizations, need to achieve their goals in order to
survive. No social organization that cannot achieve its aims cannot be expected
to survive in the long term and to receive social support. Educational organi-
zations, on the other hand, are sensitive to change due to their functions and
functioning because educational organizations are both the cause and the result
of change due to the nature of their work. They are the reason for the change
because education aims to create a difference in individuals’ knowledge, skill and
attitude levels and to create new values. They are the result of change because
the creation of new values requires arrangements at the organizational level and
the organization to evolve into the structure and understanding that will adapt
to this situation. Indeed, according to Schlechty, there has not been a period in
the historical process where the impact of social changes on schools is as strong
as it is today (Schlechty, 2014, pp. 158). Therefore, it is essential for educational
organizations to be able to keep up with the change and to direct it at the same
time. This necessitates learning organizations that have the “teaching” function
to “learn” at the same time.

Senge (2006) states that organizations can only learn through learning indi-
viduals, but that individual learning does not guarantee the learning of the or-
ganization, on the other hand, organizational learning cannot exist without indi-
vidual learning. Senge, who studies learning in an organizational context, speaks
of five disciplines that transform the organization into a learning organization.
These are personal dominance, team learning, mental models, shared vision and
system thinking. According to Senge, in order to transform schools into learning
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organizations, it is necessary to generalize an understanding centered on learn-
ing in schools.

Therefore, perhaps one of the most important tasks of school administrators
today is to create a strong learning environment in the school and to encourage
everyone to raise themselves because it is not the orders of the central authority
or the directives of the school administrators that are the source of the dynamics
that will enable schools to renew themselves and achieve a sustainable devel-
opment in contemporary educational environments (Banoglu & Peker, 2012).
Schools should be transformed into learning centers due to the nature of their
work.

When the literature is examined, it can be observed that there are many
research about learning organizations. It is seen that the research in the national
literature have been intensified since the second half of the 2000s, and it is ob-
served that these studies mostly aimed at determining the perception levels of the
teachers and administrators about learning organizations (Alp, 2007; Bal, 2011;
Banoglu, 2009; Kilig, 2009; Oktaylar, 2003; Subas, 2010; Turkoglu, 2002; Yildiz,
2011). The correlational studies were observed to relate learning organization
with some concepts such as organization culture (Yiicel, 2007), leadership styles
(Bilir, 2014), organizational commitment (Atak, 2009; Demirci, 2013; Turan,
Karadag, & Bektas, 2011), organizational trust, job satisfaction (Bil, 2018) and
organizational health (Tacar, 2013), etc. Although it is necessary to determine
the current situation of educational organizations, it is important to associate the
concept with the educational outcomes. In this research, the concept of learning
organization is tried to be associated with the academic achievement (graduation
and transition to upper stage) of the students. While academic achievement is an
indicator of the learning potential of the individual in the learning process, the
learning organization is an indicator of the learning potential at the organization-
al level. Therefore, it is worth examining whether there is a relationship between
these two concepts which point to the individual and organizational/institutional
level of the learning process. In this research, since the concept of learning orga-
nization is evaluated on the outcomes/results of education, it is hoped that it will
fill an important gap in the literature.

The Purpose of the Research

The purpose of the study was to investigate the relationship between the
academic achievement of secondary school students (graduation and transition
to upper stage) and the opinions of teachers and school administrators towards
becoming a learning organization. Within this scope, the following research
questions were tried to be responded. (i) What is the level of academic achieve-
ment (graduation and transition to upper stage) of students? (ii) What are the
opinions of the participants (school principal, assistant principal and teacher)
on the disciplines of learning organization? Do these opinions differ according
to variables such as gender, title, seniority, working at state or private schools?
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(iii) Is there a significant relationship between the academic achievement of the
students and the learning organization scores of the schools? (iv) Do the learning
organization scores of schools predict students’ academic achievement (gradua-
tion and transition to upper stage)?

Method

The correlational survey method was used in this study. The correlational
survey aims to determine the presence and/or degree of co-change between two
or more variables. Relationships found through screening cannot be interpreted
as a true cause and effect relationship, but can give useful results in predicting
the other if the situation in a variable is known (Karasar, 2011, pp. 81-82). In this
study, the relationship between students’ academic achievement (graduation and
transition to upper stage) and the level of perception of learning organization of
teachers and school administrators was investigated.

Population and Sample

The target population of the research consists of 2,858 teachers working in
secondary schools in Tokat in the 2016-2017 academic year and the principals
and assistant principals of the schools where these teachers work as well as eighth
grade students (MEB, 2017). The sample size required to represent this universe
with 1% error margin should be at least 588 (Biiyiikoztiirk, Cakmak, Akgiin,
Karadeniz, & Demirel, 2012, pp. 98). On the other hand, it was decided to ad-
minister the tool to 600 individuals due to the possibility of incorrect filling of
the instrument, insufficient number or incomplete filling of the instrument. The
disproportionate cluster sampling technique was used to determine the teachers
to be included in the sample. Each school was designated as a cluster and a suf-
ficient number of secondary schools were included in the sample according to
the neutrality rule. Only the schools with eighth grade students were included in
the sampling process and secondary schools without eighth grade students were
excluded. Accordingly, 21 secondary schools that met the research criteria were
randomly sampled in order to reach the specified sample size. Therefore, it was
sufficient for secondary schools to have eighth grade students during the recruit-
ment of teachers while it was sufficient to be eighth grade students during the
recruitment of students. Since each school was determined as a cluster and com-
parisons were made based on the average scores of the schools, the sample was
formed by the number of teachers, and the number of students and school ad-
ministrators was determined according to the schools in which they were applied:
All administrators and eighth grade students working or studying at the schools
that were involved in sample depending on the number of teachers were included
in the sampling. Of the responded tools, 565 were usable and the analyses were
carried out on them. In the data related to academic achievement, eighth grade
students of the schools were preferred. There are two main reasons for that.
First, we wanted to see the impact of a period, not of any class; therefore, gradu-
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ation data were used. The second is that students’ achievement in transition to
upper stage were also wished to be used in the research. Thus, the results of a
partially objective test which eliminates possible inter-school subjective assess-
ments at central level are also included in the research. The demographic char-
acteristics of the school administrators and teachers participating in the research
are given in Table 1.

Table 1
Demaographics of Participants

Frequency Percentage Frequency Percentage

Variables Variables
() (%) @) (%)
Female Bachelor’s
275 48,8 Degree 23 4,1
Completion
Graduation
Gender Male 289 51,2 Status Bachelor 489 87,2
Total Master 49 8,7
564 100,0
Total 561 100,0
1-10 years 5-20
211 41,0 Teachers 119 21,1
11-20 years 21-40
186 36,1 Teachers 210 37,2
Experience 21 and over s School Size 41-60 55
22,9 Teachers 32,7
Total 61 and over 51 9,0
515 100,0
Total 565 100,0
School State
Administ- 55 507
Job rator 98 School Type 89,7
Teachers 509 90,2 Private 58 10,3
Total 564 100,0 Total 565 100,0

Data Collection and Analysis

As the data collection tools “Scale to Determine the Realization Level of
the Learning Organization Disciplines in the Organization” that was developed
by Tiirkoglu (2002) and “Demographics Form” that was developed by the author
were used. The scale involved 42 items regarding the five organizational disciplines
while the Demographics Form involved eight questions. The reliability coefficient
of the scale was .93 (Spearman-Brown) and internal consistency coefficient was .95
(Cronbach Alpha) (Tiirkoglu, 2002). The content validity of the scale was ensured
by expert opinions (Tiirkoglu, 2002). However, in the current study, the items were
reviewed by one expert. In this study, Cronbach alpha coefficient was .98. The scale
was administered at all schools simultaneously by the author.

The second dataset of the research involved students’ graduation and achieve-
ment of transition to upper stage (Central Exam scores). The data were obtained from
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the schools in which the instruments were administered at the end of 2016-2017 aca-
demic year. Two indicators of achievement were obtained from the schools involving
graduation scores and central exam scores. The graduation and central exam scores
of 1799 eighth grade students studying at 21 schools were involved in the analyses.
The identity or personal information of students were kept anonymous since the data
regarding their academic achievement were obtained by their school rankings.

The scale involved 42 Likert type items. It involved five disciplines involving
“Personal Dominance” (items 1-5), “Mental Models” (items 6-12), “Shared Vision”
(items 13-23), “System Thinking” (items 24-32), and “Team Learning” (items 33-
42). Each item regarding the disciplines were rated at a 5-point scale from “Never”
to “Always”. The lowest score that can be obtained from the scale was one while
the highest score was five. The interpretation of the intervals was as the following:
1.00-1.79= never, 1.80-2.59= rarely, 2.60-3.39= sometimes, 3.40-4.19= generally,
and 4.20- 5.00= always.

Frequency, percentage, and mean scores were estimated. In comparisons involv-
ing two variables, Independent Samples t-Test was used while One-Way Variance
Analysis was conducted in the analyses involving more than two variables. When
the F Test was significant in the variance analysis, Scheffe test was used to determine
the source of the difference. To use in the simple linear regression analysis, learn-
ing organization scores of each school was estimated based on participants’ levels of
perception towards learning organizations. To determine the relationship between
students’ academic achievement and learning organization disciplines, Pearson
correlation coefficient was estimated after the normality of distribution was ex-
amined. Before conducting Simple Linear Regression Analysis, the assumptions
were tested. First of all, missing data were examined, which revealed that it in-
volved no missing data. Secondly, outliers were determined. According to Tabach-
nick and Fidel (2007 as cited in Basol and Zabun, 2014), continues variables that
have a standard value above +3.29 are the potential outliers. Accordingly, 25
cases which were above the threshold were excluded from the analysis. Thirdly,
it was examined whether there was a linear relationship between the predictor
variable and dependent variable and bivariate normality was checked. For that,
graphs regarding the standardized estimates and standardized error values were
examined and it was concluded that the variables had a linear relationship. An-
other approached used to test the normal distribution is carried out using skewness and
kurtosis values. Accordingly, skewness and kurtosis values are expected to be zero in
a normal distribution. However, according to Tabachnick and Fidell (2013), skewness
and kurtosis values ranging between -1.5 and +1.5 indicate normal distribution. On
the other hand, according to George and Mallery (2010), skewness and kurtosis val-
ues between -2,0 and +2,0 were adequate for normal distribution in social sciences.
In this study, it was observed that skewness and kurtosis values ranged between -1.5
and +1.5. In the study, normality assumption was checked for each level of the inde-
pendent variable. Accordingly, these values were found to be between the following
ranges: female 0,54/0,46, male 0,66/0,29, administrator 0,64/0,04, teacher 0,54/0,50,
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experience 1-10 years: 0,54/0,74, 11-20 years: 0,49/0,57, 21 and over: 0,94/1,01 and
state 0,53/0,47, private 0,91/0,17. These findings indicate that the distribution was
also normal at each level of the independent variable.

After the test of assumptions, Simple Linear Regression Analysis was car-
ried out to determine to what extent the schools’ learning organization scores
predicted students’ academic achievement. The significance level in the statisti-
cal analyses in this study was set as .01.

Findings

In this section, the findings were presented in line with the research ques-
tions. The first research question inquired about the status of students’ achieve-
ment of graduation and transition to upper stage (Central Exam). The findings
showing students’ achievement of graduation and transition to upper stage were
presented in Table 2.

Table 2
Students’ Scores of Graduation and Transition to Upper Stage (Central Exam)

Variable N X sd
Graduation Score 1799 83,66 12,90
Central Exam Score 1799 369,46 90,67

Students’ graduation scores are calculated over 100 and placement-based
Central Exam scores are calculated over 500. The mean graduation score of
1.799 participants was 83 and their Central Exam mean score was 369. Accord-
ingly, it can be stated that their graduation and central exam scores were above
the average.

Farticipants’ Perceptions of Learning Organization Disciplines and Findings Re-
garding the Difference Analyses

The second research question regarding what the participants’ (principal,
assistant principal, and teachers) opinions are about learning organization disci-
plines and whether these opinions significantly differ in terms of some variables
(gender, title, experience, working at state or private schools) was responded in
this part.
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Table 3

Farticipants’ Perception Level of Learning Organization
Learning Organization Disciplines N sd
Personal Dominance 565 3,88 0,86
Mental Models 565 4,00 0,84
Shared Vision 565 3,97 0,87
System Thinking 565 3,85 0,82
Team Learning 565 4,04 0,78
Level of Learning Organization at Schools 565 3,96 0,77

The Table 3 shows that participants’ perception mean scores obtained from
personal dominance, mental models, shared vision, system thinking, and team
learning disciplines ranged from 3,85 to 4,04. It was determined that participants
had a perception at “generally” level in terms of all disciplines. The discipline
with the highest score was team learning and the mean score was 4,04.

Another research question of the study was about whether participants’ per-
ceptions differed significantly in terms of some demographics. Tables 4, 5, 6, and
7 compare administrators and teachers’ perceptions of learning organization.
Results of the t-test regarding the participants’ perceptions of learning organiza-

tion in terms of gender were presented in Table 4.

Table 4

Results of the t-test Regarding the Participants’ Perceptions of Learning Organiza-

tion in terms of Gender

Disciplines Gender N X S t sd p
Personal Dominance Female 275 3,87 0,87 ,036 562 97
Male 289 3,88 0,86
Mental Models Female 275 3,95 0,84 1,164 562 24
Male 289 4,04 083
Shared Vision Female 275 393 0,89 1,150 562 )25
Male 289 4,01 0,84
System Thinking Female 275 3,82 0,85 1,003 562 32
Male 289 3,88 0,78
Team Learning Female 275 4,02 0,78 177 562 44
Male 289 4,07 0,77
Total Female 275 3,92 0,79 ,963 562 34
Male 289 3,99 0,76

*p<.01
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The analysis revealed that participants’ perceptions of learning organization
did not significantly differ in terms of gender. However, despite the lack of sta-
tistically significant differences, it can be seen that male participants had higher
scores except for the personal dominance discipline.

The results of the t-test regarding participants’ perceptions of learning orga-
nization in terms of title were presented in Table 5.

Table 5
Results of the t-test Regarding Participants’ Perceptions of Learning Organization in
terms of Title

Disciplines Title N X S t sd p

Personal Dominance Administrator 55 421 0,58 3,024 562 ,00
Teacher 509 3,84 0,88

Mental Models Administrator 55 441 049 3908 562 ,00
Teacher 509 395 0,85

Shared Vision Administrator 55 431 0,54 3,095 562 ,00
Teacher 509 3,94 0,89

System Thinking Administrator 55 423 0,51 3,679 562 ,00
Teacher 509 3,81 0,83

Team Learning Administrator 55 447 0,56 4360 562 ,00
Teacher 509 4,00 0,78

Total Administrator 55 434 047 3886 562 ,00
Teacher 509 3,92 0,79

*n<.01

As can be seen in Table 5, participants’ perceptions of personal dominance
[t56=3-02, p< .01], mental models [t =3.91, p< .01], shared vision [t =3.10, p<
.01], system thinking [t =3.68, p< .01] and team learning [t s, =436, p< .01] dif-
fered significantly in terms of title. In all of these disciplines, it was observed that
administrators had more positive perceptions than the teachers.

The results of t-test regarding participants’ perceptions of learning organi-
zation in terms of the school type were presented in Table 6.
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Table 6
The Results of t-test Regarding Participants’ Perceptions of Learning Organization
in terms of the School Type

Disciplines School Type N X S t sd p
Personal Dominance State 507 3,81 0,85 5,483 563 ,00
Private 58 4,45 0,74
Mental Models State 507 394 0,83 4993 563 ,00
Private 58 450 0,66
Shared Vision State 507 391 087 4923 563 ,00
Private 58 449 0,68
System Thinking State 507 3,79 081 5204 563 ,00
Private 58 437 0,66
Team Learning State 507 3,99 0,78 4920 563 ,00
Private 58 4,51 0,55
Total State 507 390 0,77 5436 563 ,00
Private 58 4,47 058

*p<.01

Participants’ perceptions of personal dominance [t =548, p< .01], men-
tal models [t;q;,=4.99, p< .01], shared vision [t =4.92, p< .01], system thinking
[t563=5-20, p< .01] and team learning [ts=4.92, p< .01] differed significantly in
terms of the school type they were working at. It was observed that the par-
ticipants working at private schools had higher scores, indicating that they had
higher perception of learning organization.

ANOVA results regarding the participants’ perceptions of learning organi-
zation disciplines in terms of experience were presented in Table 7.
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Table 7
ANOVA Results Regarding the Participants’ Perceptions of Learning Organization
in terms of Experience

Disciplines Experience N X S F Sd p Fark
Personal (1)1-10 years 211 3,87 0,92 Between 3
Dominance (5y11.20years 186 3,72 0,86 and 1/2
7,47 2514 00
(3)21andover 118 4,11 0,70
Total 515 3,87 087
Mental (1)1-10 years 211 4,00 091 Between 3
Models (2)11-20years 186 3,88 085 and 1/2
6,38 2;514 ,00
(3)21andover 118 4,23 0,62
Total 515 4,01 084
Shared (1)1-10 years 211 397 094 Between 2
Vision (2)11-20years 186 3,85 0,90 and 3
6,01 2:514 ,00
(3)21andover 118 4,20 0,64
Total 515 398 087
System (1)1-10 years 211 3,85 0,89 Between 2
Thinking  (2)11.00years 186 3,75 0,84 and 3
535 2,514 01
(3)21andover 118 4,06 0,60
Total 515 3,86 0,82
Team (1)1-10 years 211 4,04 082 Between 2
Learning  (0y1100years 186 3,96 0,78 and 3
4,33 2;514 01
(3)2landover 118 4,23 0,66
Total 515 4,05 0,78
Total (1)1-10 years 211 395 0,84 Between 3
(2)11-20years 186 3,84 0,80 and 1/2
6,52 2;514 ,00
(3)21andover 118 4,17 0,58
Total 515 396 0,78

*p<.01

Experience was compared in three categories (1-10 years, 11-20 years, 21
years and over). Participants’ perceptions of personal dominance [F,, 5, =747, p<
.01], mental models [F,,, =638, p< .01], shared vision [F, ,,=6.01, p< .01], sys-
tem thinking [F, ,, =535, p< .01] and team learning [F , ;,, =433, p< .01] differed
significantly in terms of experience. Accordingly, participants with 21 years or
more experience had significantly higher scores from personal dominance (,,,
=4.11), mental models (,,, =4.23), shared vision (,,, =4.20), system thinking
(514 =4.06) and team learning (,,, =4.23) disciplines. It was observed that par-
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ticipants with 21 years or more experience had higher scores from the personal
dominance and mental models disciplines than the other two groups (1-10 years
and 11-20 years) while the same group had higher scores from shared vision,
system thinking, and team learning than the participants with 11-20 years of ex-
perience.

Findings Regarding the Relationship between Students’ Graduation and Central
Exam Scores and Learning Organization Disciplines

Another research question was about whether there was a significant rela-
tionship between students’ graduation and transition to upper stage scores and
their perceptions of learning organization. To respond this research question,
Pearson correlation coefficients were estimated, and the results can be seen in
Table 8.

Table 8
Relationship between Students’ Academic Achievement and Participants’ Percep-
tions of Learning Organization

Variables 1 2 3 4 5 6 7 8

1. Graduation Score 1 ,95%*  26%*%  23%*%  2p¥* 5% Q7EE - DpEE
2. Central Exam Score 1 L20%%  21FE 3EE . p4%E - P5EE DAEE
3. Personal Dominance 1 JI8**  TEE I8FE 74 E R5EE
4. Mental Models 1,00  ,89** 86** ,83**  04**
5. Shared Vision 1,00  ,90** ,84** 96%*
6. Team Learning 1,00 B7F% 9p**
7. System Thinking 1,00  ,93**
8. Total Score of Learning 1,00
Organization
**p<.01

As can be seen in Table 8, there was a positive correlation between students’
academic achievement and participants’ perceptions of all disciplines of learning
organization (p< .01). Students’ academic achievement (graduation and transi-
tion to upper stage scores) increases as their perceptions of learning organiza-
tion increase. The Pearson correlation coefficients ranged between .20 and .27.
According to Biiyiikoztiirk (2012, pp. 32), a correlation coefficient between .70
and 1 indicates strong correlation, a coefficient between .70 and .30 indicates
moderate correlation, and a coefficient below .30 indicates weak correlation. Ac-
cordingly, there was a strong correlation between students’ graduation and tran-
sition to upper stage scores while there was a weak correlation between students’
academic achievement and perceptions of learning organization disciplines.
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Findings of Simple Linear Regression Analysis Regarding to what extent the
Schools’ Learning Organization Scores Predicted Students’ Graduation and Central
Exam Scores

Findings of simple linear regression analysis regarding to what extent the
schools’ learning organization scores predicted students’ graduation scores were
presented in Table 9.

Table 9
Findings of Simple Linear Regression Analysis Regarding to what extent the
Schools’ Learning Organization Scores Predicted Students’ Graduation Scores

Variable B Standard Error B B t p
Constant 50,772 2,905 17,477,000

Total Learning Organization
Score of Schools

8,475 , 745,259 11,378,000

R= .26, R?= .07, F=129,464, p< .01

The final research question was about whether the schools’ learning organi-
zation scores predicted students’ graduation and transition to upper stage scores.
The respond that question, simple linear regression analysis was conducted. As
can be seen in Table 9, the model testing whether schools’ learning organization
scores predicted students’ graduation scores was significant (F= 129.46, p< .01).
It was observed that schools’ learning organization scores predicted 7% (R?>=.07)
of students’ graduation scores.

Findings of simple linear regression analysis regarding to what extent the
schools’ learning organization scores predicted students’ transition to upper
stage scores (Central Exam) were presented in Table 10.

Table 10
Findings of Simple Linear Regression Analysis Regarding to what extent the

Schools’ Learning Organization Scores Predicted Students’ Transition to Upper
Stage Scores (Central Exam)

Variable B Standard Error B B t )
Constant 157,886 20,526 7,692 ,000

Total Learning Organization
Score of Schools

54,524 5,263 ,237 10,361 ,000

R= .24, R?= .06, F=107,341, p< .01

As can be seen in Table 10, the model testing whether schools’ learning or-
ganization scores predicted students’ transition to upper stage scores (Central
Exam) was significant (F= 107.34, p< .01). It was observed that schools’ learn-
ing organization scores predicted 6% (R?>=.06) of students’ central exam scores.
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Discussion, Conclusion, and Recommendations

In this study investigating the relationship between the concept of learn-
ing organization and academic achievement (graduation and transition to upper
stage), it was observed that students’ graduation and transition to upper stage
scores were above the average. This finding might show that the schools did not
have outliers in terms of achievement levels and thus can be compared. For ex-
ample, achievement scores are expected to be well above average in schools that
accept students through exams and apply academic selectivity, and may there-
fore not reflect the overall trend. This result is consistent with the research data
conducted by Aslan in 2017 with 527 eighth grade students and evaluating the
Central Exam success of the students.

The participants had a perception of learning organization disciplines at
“generally” level, which can be considered as a positive indicator of schools’ be-
coming learning organizations or school development. This result is consistent
with the results of research conducted by Tiirkoglu (2002), Ozus (2005), Banoglu
and Peker (2012) in three different provinces (Ankara, Konya, Istanbul) using
the same scale. In these studies, it was determined that the perception levels of
school administrators and teachers about learning organization were above aver-
age. On the other hand, while the lowest level of perception was obtained from
the discipline of personal dominance in these studies, the lowest level of percep-
tion was obtained from the discipline of system thinking in this research. This
difference may mean that education employees increased their level of personal
mastery through postgraduate education, in-service training or other means (dis-
tance education, etc.).

According to Senge (2006), who defines system thinking as the fifth disci-
pline, there is a cause-effect relationship between events that seem to be inde-
pendent from each other in the organization. Being able to see this cause-and-ef-
fect relationship can be a guide for the members of the organization to evaluate
facts more accurately and about the facts that should be changed in the process.
The lowest level of perception in this study was in the discipline of system think-
ing, which may be related to the fact that school administrators and teachers are
facing radical changes (4 + 4 + 4 system change, change in programs, regula-
tion on transition system from primary to secondary and higher education, etc.)
in the education system since 2012. Due to the central structure of the Turkish
education system, changes in the system or school are determined by the central
organization. Moreover, in most of these regulations, the lack of views of educa-
tion employees or the lack of a school-based management system may have led
to the development of the idea that education employees are increasingly dis-
tancing themselves from directing education policies. This may mean that educa-
tion employees are less able to think about the “whole/system” as they have less
opportunity to participate in centralized decisions about the facts that occur in
or affect the school. In other words, education employees may be increasingly
distant from evaluating the whole system of the school and understanding the
relationships among the components of the education system.
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On the other hand, team learning was found to be the discipline with the high-
est average in the research. This can be considered as an expected result. Because,
by the nature of their work, schools maintain a collective activity and must work or
learn as a team. Therefore, teachers and school administrators may have high lev-
els of perception about this discipline. According to Senge (2006), the learning unit
of today’s organizations is not individuals but teams. The diversity of problems fac-
ing organizations is far beyond the limits that employees can solve alone. The same
applies to schools. Schools face a wide range of problems and it seems difficult for
education employees to deal with these problems individually. As a matter of fact,
according to Bursalioglu (2005), the roles of school administrators have expanded
to include organizational engineering, social engineering, efficiency expertise and
management. It is not possible for school administrators to perform these roles
alone. Higher average scores for team learning may mean that teachers and school
administrators have a high level of awareness about this situation.

Mental models had the second highest average. Educational organizations
are the organizations where information is used and produced the most. By their
functions, they must form mental models. It can be interpreted that the average
scores of the participants regarding this discipline are expected to be high be-
cause the employees of the educational organization are expected to form mental
models of perceiving the outside world in the students. Moreover, it can be stated
that schools or educational organizations in general are prone to the disciplines
of learning organization. Thus, high scores on the discipline of mental models
may mean that the readiness levels of education employees are appropriate for
becoming a learning organization because in an organization that has to learn
constantly, learning requires a transformation of the mind. According to Senge
(2006), mental models are not only a discipline related to perceiving the outside
world, but also improve the ways of thinking of individuals by making the thought
more useful. This is essential for the employees of educational organizations.

It was also examined whether the perceptions of school administrators and
teachers regarding the disciplines of learning organization differed according to
variables such as gender, title, experience, and working at state or private school.
Perceptions of learning organization disciplines did not differ significantly by
gender. This finding contradicts with the results obtained by Banoglu and Peker
(2012) and Uysal (2005). In these studies, participants’ scores obtained from some
disciplines of learning organization differed significantly in terms of gender. The
fact that the perception levels of the learning organization disciplines do not show
a significant difference in terms of gender may mean that education employees
perceive the schools’ necessity of being a learning organization in a similar way
because education employees are similarly affected by social changes and develop-
ments, and at the same time, having to cope with similar problems in organizations,
regardless of gender, may have made their views on the issue similar.

The perception levels of school administrators and teachers regarding learn-
ing organization differed in all disciplines. It is seen that the opinions of school
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administrators are more positive than teachers. This finding is consistent with the
study of Giiglii and Tiirkoglu (2003). Giiclii and Tiirkoglu reached a similar result
in their research conducted with 240 participants in Ankara. This result may indi-
cate two points. First, the level of learning, self-improvement, utilization of school
resources and opportunities of school administrators (school principal, assistant
principal) is higher than teachers. On the other hand, there are some research re-
vealing various problems regarding teachers’ in-service training needs and meeting
their professional needs in Turkey (Madden, 2003; Kagan, 2004; Aydogan, 2002;
Sen, 2003; Yilmaz, Yoldas, & Yangil, 2004; Ucar &Ipek, 2006). For instance, ac-
cording to the results of the research titled “The Inclination of Professional Im-
provement of Teachers” and conducted by Kacan (2004) with 220 teachers, it was
determined that teachers make efforts for their professional development, but they
face some obstacles. It is seen that teachers ranks the financial problems, the bur-
den of the lessons and the crowded class sizes, and the political pressures in the top
three as the obstacles of professional development. In the study, it was determined
that teachers have professional and personal development needs in various sub-
jects, especially classroom management. The second may be related to a statistical
limitation. In the literature, in comparison with the number of teachers and man-
agers, the number of managers is generally lower than the teachers. As a matter of
fact, 55 administrators and 509 teachers were included in the analysis. Therefore,
as the sample expands, there is a possibility that the mean values will decrease. The
significant difference between the results may be due to the sample size.

The high level of perception of administrators about the disciplines of
learning organizations can be seen as an important starting point in the process
of transformation of schools into learning organizations. This process is primar-
ily concerned with the creation of a democratic school culture open to learning.
Therefore, administrators have important responsibilities in the process of trans-
forming schools into learning organizations. Perceptions of the administrators are
determinant in many subjects such as increasing professional and current written
resources in schools, creating a school culture suitable for learning, adopting lead-
ership approaches suitable for developing the school and strengthening teacher
leadership because the culture of learning organization includes differences from
traditional organizations. In learning organizations, authority and power extend
far from central control to sub-units of the hierarchy. It allows people to control
their own ideas by liberating people in their movements and to be responsible for
the consequences (Senge, 2000 as cited in Ozdayr & Ozcan, 2005). This is closely
related to the fact that education administrators should fulfill their leadership roles
and create a democratic school environment. As a matter of fact, there are re-
search showing that it is important to develop leadership roles of administrators
and classroom leadership roles of teachers in terms of development and change of
schools (Akbaba-Altun, 2003; Beycioglu & Aslan, 2012; Elmore, 2000; Ellis, 2005;
Heck & Hallinger, 2009; Kiling, 2013; Korkmaz, 2006).

The process of transforming schools into learning organizations is also re-
lated to the values system of education employees. In a study conducted by Sagnak
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(2005), perceptions of administrators and teachers working in primary schools on
organizational values were determined. In the study using 24 value dimensions de-
veloped by McDonald and Gandz, it was found that the values in the change value
orientation group (openness to experiment, development, autonomy, adaptation,
creativity) were in the last rank according to the priority order of the teachers. This
finding may mean that teachers are not very open to change in school, and in this
respect, it can be said that this finding is consistent with the differences in percep-
tion between the disciplines of learning organization between administrators and
teachers. However, Senge (1998, pp.11 as cited in Unal, 2006) defines learning
organizations as organizations in which people continuously develop their capacity
to achieve the desired results, novel thinking forms that push the boundaries are
put forward, and people learn to learn together continuously.

Perceptions of learning organizations significantly differed between the par-
ticipants who were working at state and private schools in all disciplines. It was
observed that these significant differences were in favor of participants working at
private schools, indicating that participants working at private schools had more
positive perceptions of learning organization. The findings of Téremen’s (1999)
doctoral thesis titled as “Organization Learning and Difficulties in Government
and Private High Schools” are consistent with the findings of the current study.
In that thesis, differences were found between state high schools and private high
schools regarding organizational learning. In particular, it was concluded that par-
ticipation in individual research in state high schools was low, the reward system
was not established, communication was inadequate, not planned enough, and
team spirit was low. The research emphasized the necessity of making the vision
shared in state high schools. Bil (2018) reached a similar result in his doctoral the-
sis titled “The Relationship between the Concepts of Learning Organization, Or-
ganizational Trust and Job Satisfaction of High Schools”. According to the thesis,
private schools are relatively more learning organizations than public schools. This
result is consistent with the research findings of Beycioglu and Aslan (2012). In the
research, which aims to determine the level of perceptions and expectations of the
administrators and teachers regarding the leadership roles of the teachers working
in primary schools, the researchers have found that teachers working at private
schools had higher arithmetic means than the participants working in state primary
schools in the dimensions of institutional development, professional development
and collaboration with colleagues. The researchers linked this finding with the
difference in the institutional structure and functioning of public and private pri-
mary schools, and interpreted that the structure and functioning of private primary
schools were more flexible and more appropriate for institutional development
and effectiveness. As a matter of fact, the highest difference in perception between
private and public schools is observed in the discipline of personal dominance. This
may mean that education employees have different opportunities for self-develop-
ment between private and public schools. On the other hand, when evaluating this
result, the difference between the number of private and public schools included in
the research should be taken into consideration.
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Participants’ perceptions of learning organization differed significantly in
terms of their experience. Accordingly, the scores obtained from disciplines of
learning organization were higher in those with experience of 21 years or more.
In particular, the difference is higher in the discipline of personal domination
than in other disciplines. According to Senge (2006), individuals with a high level
of personal domination are those who believe in continuous development and
strive for self-improvement. It is an expected result that education employees
with an experience of 21 years and more have more professional experience and
efforts to renew themselves than their relatively younger colleagues. In the study
of Beycioglu and Aslan (2012), a significant difference in institutional develop-
ment, professional development and cooperation with colleagues was found be-
tween the participants in terms of experience. In the study, it has been found that
the participants who have experience of 21 years or more had more positive per-
ception about teacher leadership roles in three dimensions. On the other hand,
high level of perceived learning organization of participants with high experience
may be related to job satisfaction levels of education employees. As a matter of
fact, Bil (2018) found in his doctoral dissertation that the job satisfaction level of
teachers increased when the level of learning organization increased.

The study showed that there was a low level of significant relationship be-
tween the graduation and transition to upper stage achievement and all disciplines
of the learning organization. Accordingly, as the learning organization scores
of the schools increased, the graduation and transition to upper stage scores of
the students increase, albeit at a low level. There are two main reasons why this
relationship may be low. First, there are many variables that affect academic
achievement. For example, research suggests that many personal variables such as
intelligence and ability of the student, gender, self-confidence, motivation, person-
ality traits, communication skills, study habits, anxiety levels, attitudes towards any
course or subject, and age of starting school affect student achievement (Bahar,
2006; Cassady, 2004; Duckworth and Seligman, 2006; Eski, 1980; Huang, 2008;
Kara & Gelbal, 2013; Keskin & Sezgin, 2009; Kiiciiker, 2016; Nartgiin & Cakir,
2014; Skouras, 2014; Yildirrm & Ergene, 2003; Yildirim, 2000). Similarly, there
is a considerable literature on socio-economic (familial) variables that affect stu-
dent academic achievement (Aslan, 2017; Coleman,1988; Diinya Bankasi [DB],
2013; Gelbal, 2008; Jeynes, 2013; Kose, 2007; Oral & McGivney, 2014; Oksiizler
& Siirekgi, 2010; Yelgiin & Karaman, 2015). On the other hand, the most impor-
tant institutional variables affecting the academic achievement of the students are
the educational environment and opportunities, teacher competencies and school
type (Berberoglu & Kalender, 2005; Darling-Hammond, 2000; Kavak, Aydin, &
Akbaba Altun, 2007; Sarier, 2016). Therefore, academic success can be influenced
by many variables. The second reason for the low relationship between learning
organizations and students’ academic achievement may be due to the large num-
ber of factors affecting the potential of schools’ learning organization. It is possible
to emphasize different variables such as attitudes of education employees towards
change, self-development skills, organizational commitment, job satisfaction levels
or school management styles, and leadership skills of managers.
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In the study, the variance explained by the graduation scores of the students
and their transition to upper stage scores also differed. The difference between
the explained variance in favor of graduation may mean that besides the vari-
ables described above, there are other variables that affect the success of transi-
tion to upper stage. As a matter of fact, in the researches evaluating the results
of the central exams, there are many variables affecting the success of the exams
(Aslan, 2017; Bahar, 2006; Berberoglu & Kalender, 2005; MEB, 2010; Oksiizler
& Siirekei, 2010). However, whether they are personal or socio-economic vari-
ables that affect the academic achievement of the child, they are less intervenable
than institutional variables. In this study, learning organizational disciplines were
considered as one of the institutional variables that affect academic achievement.
It may be possible to improve institutional variables through policies to be fol-
lowed at the macro or micro (school level) level.

The literature shows that more empirical studies are needed to explain the
relationship between academic achievement and learning organization. Although
this study has revealed important findings, it has limitations. First, the limited
number of empirical studies on the relationship between learning organizations
and academic achievement has created a limitation to relate research findings to
other studies. Second, the appropriateness of the concepts put forward for profit-
able businesses such as the Total Quality Approach or the learning organization
should be discussed at the theoretical level by educational scientists before they
can be used for educational organizations. Since this study focuses on the rela-
tionship between the learning organization and academic achievement, a critical
evaluation of the concept has not been made. On the other hand, there is a need
for discussions and critical studies conducted in the context of educational or-
ganizations on such concepts. Thirdly, this research was designed as a relational
model. Such research does not allow for causal comparisons. Therefore, empiri-
cal studies can be conducted on the causality between the learning organization
and academic achievement. In addition, this research was carried out in second-
ary school, the research can be repeated in other levels.

The learning organization feature of public schools is lower than that of
private schools. When the relationship between the learning organization and
leadership is taken into consideration, the preference of the managers who have
graduate education in the field of educational management and who have lead-
ership qualities in the selection of school administrators can contribute positively
to this perception. In addition, MONE should encourage graduate education for
teachers and school administrators, and make it compulsory for school adminis-
trators in particular. In the research, teachers’ perception levels were lower than
the administrators. For this reason, in order to meet the personal development
needs of education employees, especially teachers, at a higher level, educational
panels, seminars and meetings should be organized more frequently and MONE
should encourage participation in such activities.
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Giris

Ogrenmenin birey acisindan gerceklesme diizeyi tespit edilirken en yaygmn
kullanilan gosterge akademik basaridir. Akademik basari, 6grencilerin siniflar
arasi ya da kademler aras1 akigini belirleyen temel 6lgiitlerden biridir; cogunluk-
la nicel gostergelerle ifade edilen, 6gretmenlerin degerlendirmelerine dayanan,
not ya da puanlardir (Carter & Good, 1973’den aktaran Durmuscelebi, 2013).
Hoy ve Miskel’e (2010, ss. 39-81) gore, 6grenme ve dgretme islevi okulun teknik
temelidir. Okul bu iglevi gerceklestirmek icin vardir. Teknik islev, 6grenci ba-
sarisinin saglanmasini ve ¢grenci gelisiminin izlenmesini gerektirmektedir. Bu
nedenle, 6grencilerin akademik bagarisi, tiim sistemi yonlendiren anahtar kav-
ramdir ve egitim Orglitlerinin amaglarina hangi diizeyde ulastiginin da temel gos-
tergelerinden biridir.

Ister gelismis isterse gelismekte olsun, iilkelerin amagclarindan biri 6gren-
cilerin akademik basarisini artirmaktir. Ote yandan, bu samildigi kadar kolay
bir hedef de degildir. Ciinkii 6grencilerin akademik basarisini etkileyen ya da
etkileme potansiyeli olan ¢ok sayida degisken vardir. Degisken sayisinin fazla
olmasi ve hatta bu degiskenlerden bir kisminin hentiz tespit edilememis olma
ihtimali, siirecin anlagilmasini giiclestirebilmektedir. Ustelik bireyin akademik
basarisinda rol oynayan bu degiskenlerin bazilari igsel, bazilari ise digsal siireg-
lere baghdir. Dolayisiyla bunlarin bir kismi disaridan miidahaleye agik, bir kismi
ise bireyin igsel stireclerini harekete gecirmeye dayali ve hatta ¢cogu zaman aileye
iliskin gostergeleri siirece dahil etmeyi gerektirmektedir. Nitekim akademik ba-
sartya iliskin alan yazin incelendiginde, birbirinden bagimsiz gibi goriinen, ancak
Ogrencinin bagsarisi iizerinde farkl diizeylerde de olsa etkisi oldugu tespit edilen
cok sayida degiskenden s6z edilmektedir.

Ote yandan akademik basariya iliskin degisken sayismin fazla olmasi ve
¢ogu zaman bunlarin birbirinden kopuk olarak ele alinmasi, biitiinsel analizleri
de giiclestirmektedir. Bu degiskenlerin her biri dnemli olmakla birlikte, akade-
mik basariya iligkin alan yazini, belli kategoriler altinda toplamak konuya iliskin
biitiinsel bakis acisini1 kolaylastiracaktir. Bu nedenle, akademik basariya iligkin
¢aligmalar, alan yazin dogrultusunda iic kategoride ele alinabilir. Bunlar; 6gren-
cinin yagi, cinsiyeti, gelisim 6zellikleri vb. farkliliklar1 kapsayan bireysel degisken-
ler, okul dis1 degiskenleri dikkate alan, ancak agirlikli olarak 6grencinin ailesine
iliskin degiskenlere odaklanilan sosyo-kiiltiirel / sosyo-ekonomik degiskenler ve
egitim Orgiitlerinin isleyis, yap1 ve siireclerini ve/veya bu siireclerde rol alan isgo-
renleri de kapsayan kurumsal degiskenlere iliskin ¢aligmalardir.

Alan yazin incelendiginde akademik bagariya iliskin aragtirmalarin agirlik-

I1 olarak bireysel degiskenler tizerinde odaklandig: goriilmektedir. (Eski, 1980;
Harding, 2003; Keskin & Sezgin, 2009; Kilig & Karadeniz, 2004; Kiictiker,
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2016; Nartgiin & Cakir, 2014; Oliver & Simpson, 1988; Pehlivan & Koseoglu,
2010; Skouras, 2014; Smith & Niemi, 2001; Yildirim, 2000). Bu c¢aligmalarda,
ozellikle cocugun zekas, yetenekleri (Eski, 1980), cinsiyeti ya da kimi zaman en-
gellilik durumunun yani sira cocugun; yalnizlik, utangaclik, kaygi, depresyon dii-
zeyi gibi duygusal ozellikleri ve/veya psikolojik durumu (Akin, 2008; Benjamin,
1991; Birenbaum & Nasser, 1994; Cengiz, 1988; Culler & Holahan, 1980; Giin-
dogdu, 1994; Ishiyama, 1984; Ponzetti & Gate, 1981; Sullivan, 2002) da arastiri-
lan degiskenler arasinda ilk siralarda yer almaktadir. Aslinda akademik basariya
iligkin ilk caligmalarin bireysel degiskenler lizerinden analizi, kapitalist sistemin
yarattig1 bir yanilsamaya da isaret ediyor olabilir. Clinkii kapitalist sistem, egitim
yoluyla bireyleri, kendileri icin bigilen rollere ve siniflara hazirlarken; bireyleri
egitim yoluyla eleme siirecinden gecirir; basar1 ya da basarisizligin bireyin zeka-
sinin, yeteneginin ya da ¢abasinin bir iiriinii oldugu mesajini verir (Unal, 1996).

Bu ele alig bigiminin, kapitalist sistemin yeniden liretim siirecinde ya da sinif-
It yapinin yeninden ingasinda, bireyin bu stireci dogallagtirmasinin ya da icselles-
tirmesinin bir yolu olarak iglev gordiigli sdylenebilir. Bu durum, birey agisindan
“basarisizim, ¢linkii zeki degilim”, “basarisizim, ¢linkii yeteneksizim” gibi isleyen
bir icsellestirme ve toplumsallastirma stirecine doniigebilir. Boylesi bir alginin
yaratilmasi, basarisizlikta, sorumlulugun sistemden bireye kaydirilmasi anlami-
na gelebilmektedir. Elbette bu tespit, akademik bagarida bireysel degiskenlerin
olmadigini ya da 6nemsiz oldugunu gostermez. Aksine, akademik basariya yo-
nelik yapilan arastirmalarda bir giicliige; bireysel gibi ele alinan bir degigkenin,
ekonomik, toplumsal ve siyasal sistemle baginin kurulmasi gerekliligine isaret
eder. Ote yandan, diger bir giicliik ise akademik basariya etki eden degiskenlerin
kendi icinde de ¢ok cesitli olmasidir. Ornegin akademik basariya iligkin alanya-
zinda tartigilan bireysel degiskenlerden bazilari; 6grencinin psikolojik durumu,
zekasl, yetenegi, cinsiyeti, motivasyon diizeyi, calisma aligkanliklari, 6grencinin
ogretmenleriyle ya da ebeveynleriyle kurdugu iligki, kaygi diizeyi, okula yonelik
algis1 gibi, bir biriyle ic ice ge¢mis siireglere, ayni zamanda ortak paydasi birey
olan degiskenlere isaret etmektedir.

Hem bireysel degiskenlerin bir parcasi olarak hem de ondan bagimsiz bir
baska degisken setini ise cocugun ailevi 6zelliklerini de icine alan, sosyo-Kkiiltiirel
ve/veya sosyo-ekonomik degiskenler olusturmaktadir. Bourdieu, bu degiskenleri
ailenin sosyal sermayesi olarak kavramlastirmakta ve basarinin sinifsal yoniine
dikkat cekmektedir. Bourdieu, iist siniflardan gelen bireylerin sosyal sermaye-
lerinin yiiksek oldugu ve bu nedenle akademik basari acisindan daha avantajli
oldugunu soyler (Aslan, 2017). Coleman’da (1988, s. 108’den aktaran Giillipinar
ve Ince, 2014) “aile” gegmisi kavramu ile benzer bir etkiden soz eder. Ona gore
aile gecmisi; ekonomik, beseri ve sosyal sermaye olmak tizere ii¢ farkli sermaye
formunu icermektedir. Coleman’a gore, avantajli aileler, ekonomik, beseri ve
sosyal sermayeye sahip olanlar ve bunu etkili kullanabilenlerdir (Aslan, 2017).
Ebeveynlerin egitim seviyesi (Akyol, Sungur ve Tekkaya, 2010; Aslan, 2017; Hor-
tacsu, 1994; Kuyper, Van der Werf ve Lubbers, 2000; Oksiizler & Strekei, 2010;
Yilmaz, 2000), cocuga sagladigi ortam, olanak (Aslan, 2017; Celenk, 2003; Gel-
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bal, 2008; Oksiizler ve Siirekgi, 2010) ve sosyal destek (Christenson, Rounds ve
Gorney, 1992; Fan ve Chen, 2001; Levitt, Guacci-Franco & Levitt, 1994; Lopez,
Stewart & Enedina, 2002; Yildirim, 1998; 1999; 2000), cocuga yapilan egitim
harcamasi ve aile geliri gibi, ailenin sosyo-ekonomik yapisina (Aslan, 2017; Cole-
man, 1988; Gregg & Machin, 1999; Oksiizler & Siirekgi, 2010; Parcel & Dufur,
2001; Schiller, Khmelko & Wang, 2002) dikkat ceken bu degiskenlerin, ayni
zamanda akademik bagarida diger tiim degiskenleri etkileme potansiyeline sahip
oldugu vurgulanmaktadir. Baz1 arastirmalarda ise, 6zellikle hane gelirine dayali
degiskenleri, mikro (okul bazli) politikalarla etkilemenin ve yonlendirmenin giig-
lugiine isaret edilmekte ve makro diizeydeki diizenleyici politikalarin (ekonomik,
toplumsal ve siyasal diizenlemeler) 6nemi vurgulanmaktadir (Aslan, 2017).

Akademik basariya etki ettigi diisiiniilen kurumsal degiskenler, 6zellikle et-
kili okul aragtirmalart ile birlikte, 1960’11 yillardan itibaren, okullar arasi farklilik-
larin okulun amaclarini gerceklestirmesinde yarattigi etkiyi tartismaya agmistir.
Bu nedenle, kurumsal degiskenlere iligkin arastirmalarin alanyazinda etkili okul
arastirmalari ya da egitimde firsat ve olanak esitligi aragtirmalari olarak da kav-
ramlastirildiklar gériilmektedir. Gegen yarim asirdan fazla siire icinde bu degis-
kenlerin esitlenmese bile, benzer kilinmasimin ya da okullar arasi farkliliklarin
en aza indirilmesinin 6nemini vurgulayan arastirmalar yapilmustir. (Aslan, 2015;
Heyneman ve Loxley, 1983; Unal vd., 2010). Bu arastirmalar, sonuglari itibariyle
okulla (mikro) ilgili olmakla birlikte, genellikle makro diizeyde egitim politika-
lartyla dogrudan iligkilidir. Alan yazinda, kurumsal degiskenler icinde akademik
basariya etkisi bakimindan en fazla tizerinde durulan degiskenler; okullarin or-
tam ve olanaklaria yonelik olanlardir (Aslan, 2015; Berberoglu & Kalender;
2005; Burgaz, 2002; MEB, 2005; Sawkins, 2002; Unal vd., 2010). Etkili okul arag-
tirmalarmin temel bulgusu; yoksul iilkelerde akademik basari tizerinde okulun
etkisinin belirleyici olmasidir (Balci, 2014, s. 20). Etkili okul arastirmalarinda en
kapsamlt olani ise Heyneman ve Loxley’in (1983’den aktaran Aslan, 2017) aras-
tirmasidir. Arastirmacilar, yiiksek ve diisiik gelir grubundan olmak iizere toplam
29 ilke verileri ile karsilagtirmalar yapmiglardir. Aragtirma sonucunda, okulun
cocuga sagladigi olanaklarin, 6grencilerin akademik basarisinda kisisel 6zellik-
lerinden daha belirleyici oldugu bulunmustur. Bu arastirma, akademik basariya
etki eden degiskenlerin, iilkelerin gelismislik diizeyine bagh olarak da degerlen-
dirilmesi gerektigini gostermesi agisindan Onciidiir.

Kuskusuz nitelikli egitim ve akademik basarinin yolu, okullarin olanaklarini
ve ortamlarini benzer kilmak ya da belli standartlara kavusturmaktan gegcmekte-
dir. Ancak, bu cabanin yetersiz oldugu da aciktir. Egitimin tiim girdileri okular
iizerinden esitlense bile, egitim Orgiitleri igcinde bulundugu ekonomik, toplumsal
ve siyasal sistemlerin gereksinmelerine yanit veremiyor ise varliklarini uzun stire-
li devam ettirmesi miimkiin degildir. Ciinki egitim orgiitleri, girdilerini ¢evreden
alan ve ¢iktilarini cevreye veren agik sistemlerdir (Basaran, 2008, s. 77). Bu ise,
diger tim acik sistemlerde oldugu gibi, cevresel degisimlere karsi uzun streli
duyarsiz kalamayacaklar1 anlamina gelir. Nitekim 1970’li yillarin ikinci yarisina
kadar goreli olarak daha statik bir cevre iginde varligin1 devam ettiren orgiitler,
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ikinci yaridan baglayarak hem kapitalizmin sistemik krizleri ile bag edebilmek,
hem de hizli degisimden yararlanabilmek icin kendilerini siirekli yenilemeleri
gerekmistir.

Keza orgiitlerin icinde bulunduklari cevrenin siirekli degisim icinde olma-
siuin yarattig belirsizlik ortami, orgiitlerin varliklarini stirdiirebilmek ve basari-
It olabilmek icin stirekli arastiran sistemler olmalarini gerektirmistir. “Degisen
gevresel kosullara uyum siirecinin 6nemli araglarindan biri olan 6grenen Orgiit
kavrami, bir Orgiitiin stirekli olarak yasadigr olaylardan sonu¢ ¢ikarmasi, bunu
degisen ¢evre kosullarina ayak uydurmakta kullanmasi, personelini gelistirici bir
sistem yaratmasi ve boylece Orgiitiin degisen, gelisen, kendini yenileyen dinamik
bir yapiya ulagmasini ifade etmektedir” (Kogel, 1996’dan aktaran Kog, 2006).
Ogrenen orgiit; orgiitlerin tercihlerinden ziyade, bir zorunluluk olarak giindeme
gelmis ve oOrgiitlerin degisen ¢evresel degiskenlere karsi daha duyarli olmalari,
yeni durumlara kolayca uyum saglayabilmeleri kisaca varliklarin siirdiirebilme-
leri icin kiiresel rekabetle bas edebilmelerinin bir yolu olarak gorilmistiir (Ro-
otwell, 1992). Bu yoniiyle 6grenen orgiit, kapitalist sistemin kendini stirekli var
edebilmek adina trettigi bir kavram olarak da ele alinabilir. Rekabetin kiiresel
Olcekte giindeme geldigi bir donemde, Orgiitlerin kendilerini yenilemeleri ve de-
gisime hizlica yanit verebilmeleri varolugsal bir sorun olarak da goriilmistiir.

Tim sosyal Orgiitler gibi okullarin da, varligini devam ettirebilmesi icin
amaclarimi gerceklestirmesi gerekmektedir. Amaclarini gerceklestiremeyen hic-
bir sosyal Orgiitiin, uzun siirede varligin1 devam ettirmesi ve toplumsal destek
gormesi beklenemez. Ote yandan egitim orgiitleri islevleri ve isleyisleri nedeniy-
le degisime karsi duyarhidir. Ciinki egitim orgitleri yaptiklar isin dogasi geregi
hem degisimin nedeni hem de sonucudur. Degisimin nedenidir; ¢linki egitim
yoluyla bireylerin bilgi beceri ve tutum diizeylerinde bir farklilasma yaratilmaya;
yeni degerler olusturulmaya calisiilmaktadir. Degisimin sonucudur; ¢linkii yeni
degerlerin yaratilmasi; orgiitsel diizeyde diizenlemelerin yapilmasini ve orgiitiin
bu duruma ayak uyduracak yapi ve anlayisa evrilmesini gerektirmektedir. Nite-
kim Schlechty’ye gore, tarihsel siirecte, toplumsal degismelerin okullar tizerinde
etkisinin bugtinkii kadar giiclii oldugu bir donem olmamuigtir (Schlechty, 2014, s.
158). Bu nedenle degisime ayak uydurabilmek ve ayni zamanda onu yonlendire-
bilmek, egitim Orgiitleri acisindan elzemdir. Bu ise “O0gretme” islevini yiiklenmis
egitim Orgiitlerinin ayn1 zamanda “6grenme”sini gerektirmektedir.

Senge (2006), orgiitlerin sadece 6grenen bireyler aracilifiyla 6grenebile-
cegini ancak bireysel 0grenmenin, Orgiitiin 6grenmesini garanti etmeyecegini,
6te yandan bireysel 6grenme olmadan da Orgiitsel 6grenmenin olamayacagini
belirtir. Ogrenmeyi orgiitsel baglamda inceleyen Senge orgiitii, 0grenen orgiite
doniistiiren bes disiplinden s6z eder. Bunlar; kisisel hakimiyet, takim halinde
O0grenme, zihni modeller, paylasilan vizyon ve sistem diislincesidir. Senge gore,
okullar1 6grenen orgiitlere doniistiirebilmek icin 6grenmeyi merkeze alan bir an-
layis1 okullarda yayginlastirmak gerekmektedir.

216



Ogrenen Orgiitler & Akademik Basart

Bu nedenle giiniimiizde okul yoneticilerinin belki de en énemli gorevlerin-
den biri, okulda gii¢lii bir 6grenme ortami olusturarak, herkesin kendini yetistir-
mesini tegvik eden kisi olmalaridir. Ciinkil ¢cagdas egitim ortamlarinda okullarin
kendilerini yenileyerek siirdiiriilebilir bir gelisme cizgisine kavusmasini saglaya-
cak dinamiklerin kaynagi, merkezi otoritenin emirleri ya da okul yoneticilerinin
direktifleri degildir (Banoglu ve Peker, 2012). Okullar yaptigi isin dogasi geregi
o0grenme merkezlerine doniismelidir.

Alan yazin incelendiginde 0grenen oOrgiitlere iligskin ¢ok sayida aragtirma
vardir. Ulusal literatiirdeki arastirmalarm 2000’li yillarin ikinci yarsindan itiba-
ren yogunlastigi ve agirlikli olarak okullarda gorev yapan 0gretmen ve yoneticile-
rin; 6grenen Orgiitlere iligkin algr diizeylerini belirlemeye yonelik durum saptama
caligmalart oldugu gorilmektedir (Alp, 2007; Bal, 2011; Banoglu, 2009; Kilig,
2009; Oktaylar, 2003; Subas, 2010; Tirkoglu, 2002; Yildiz, 2011). Hi§kisel model-
le yapilan arastirmalarin ise genellikle 6grenen orgiitler ile orgiit killtiirii (Yiicel,
2007), liderlik sitilleri (Bilir, 2014), 6rgiitsel baglilik (Atak, 2009; Demirci, 2013;
Turan, Karadag & Bektas, 2011), orgiitsel giiven, is doyumu (Bil, 2018) ve orgiit
sagligi (Tacar, 2013) vb. kavramlarla iliskilendirildigi gorilmektedir. Kuskusuz,
kavrama iligkin egitim Orgiitlerinin mevcut durum tespiti gerekli olmakla birlikte,
kavramin egitim ciktilari ile de iligskilendirilmesi 6nemlidir. Arastirmada 6grenen
orgiit kavrami, 6grencilerin akademik basarisi (mezuniyet ve bir iist 6gretime
gegis) ile iligkilendirilmeye calisilmistir. Akademik basari, 6grenme siirecinde,
bireyin 6grenme potansiyeline yonelik bir gosterge iken, 0grenen Orgiit ise Or-
giitsel diizeyde 0grenme potansiyeline iliskin bir gostergedir. O halde, 6grenme
stirecinin bireysel ve orgiitsel/kurumsal diizeyine isaret eden bu iki kavram ara-
sinda iligkinin olup olmadig1 incelenmeye degerdir. Arastirmada, 6grenen Orgiit
kavramu egitimin ciktilari/sonuclari tizerinden degerlendirildigi icin alan yazinda
onemli bir boslugu doldurmasi umulmaktadir.

Aragtirmanin Amaci

Aragtirmanin amaci, ortaokul 6grencilerinin akademik basarilari (mezuni-
yet ve bir Uist 6gretime gecis) ile 6grenen orgiit olmaya yonelik 6gretmen ve okul
yoneticilerinin gorisleri arasindaki iligkiyi incelemektedir. Bu amagla su soru-
lara yanit aranmustir. (i) Ogrencilerin akademik basarisi (mezuniyet ve bir iist
ogretime gecis basarisi) ne diizeydedir? (ii) Katilimcilarin (okul miidiirii, miidiir
yardimcist ve dgretmen) dgrenen orgiit disiplinlerine iligkin goriisleri nelerdir?
Bu goriigler; cinsiyet, unvan, kidem, devlet ya da 6zel okulda gorev yapma gibi
degiskenlere gore farklilasmakta midir? (iii) Ogrencilerin akademik basarst ile
okullarin 6grenen Orgiit puanlari arasinda anlamli bir iligski var midir? (iv) Okul-
larin 6grenen Orgiit puanlari, 6grencilerin akademik basarisini (mezuniyet ve bir
iist 6gretime gegis puanlarini) yordamakta midir?
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Yontem

Arastirma iliskisel tarama modelindedir. iliskisel tarama modeli, iki ya da
daha ¢ok degisken arasinda birlikte degisim varligin1 ve/veya ya da derecesini
belirlemeyi amaglayan bir modeldir. Tarama yoluyla bulunan iligkiler gercek bir
neden sonug iligkisi olarak yorumlanamaz ancak, bir degiskendeki durumun bi-
linmesi halinde 6tekinin kestirilmesinde yararli sonuglar verebilir (Karasar, 2011,
s. 81-82). Bu arastirmada, 6grencilerin akademik basarilar1 (mezuniyet ve bir iist
ogretime gegis) ile 6gretmen ve okul yoneticilerinin 6grenen Orgiit algt diizeyleri
arasindaki iligki incelenmistir.

Evren ve Orneklem

Arastirmanin hedef evrenini Tokat’ta 2016-2017 6gretim yilinda ortaokul-
larda gdrev yapmakta olan 2.858 dgretmen ve bu 6gretmenlerin gorev yaptiklari
okullarin miidiir ve midiir yardimcilar ile sekizinci simif 6grencileri olugturmak-
tadir (MEB, 2017). Bu evreni % 1 hata payu ile temsil edecek 6rneklem biiyiiklii-
gii en az 588 kisidir (Biiyiikoztiirk, Cakmak, Akgiin, Karadeniz ve Demirel, 2012,
s. 98). Ote yandan 6lgme aracinin hatali doldurmasi, yeterli sayya ulasamamasi
ya da eksik doldurulmasi gibi ihtimaller nedeniyle 600 kisiye aracin uygulanma-
sina karar verilmistir. Ornekleme girecek dgretmenlerin belirlenmesinde oransiz
kiime 6rnekleme teknigi kullanilmistir. Her bir okul kiime olarak belirlenmis,
yansizlik kuralina gore yeter sayida ortaokul 6rnekleme dahil edilmigtir. Okullar
belirlenirken yalnizca sekizinci siif 6grencisi olan okullar 6rnekleme dahil edil-
mis, sekizinci sinif 6grencisi olmayan ortaokullar kapsam diginda tutulmustur.
Buna gore, belirlenen drneklem biiyiikliigiine ulagabilmek icin aragtirma olcii-
tlinii saglayan 21 ortaokul rastlantisal olarak érnekleme alinmistir. Dolayisiyla,
ogretmenler belirlenirken sekizinci sinif 6grencisi olan ortaokullar, 6grenciler
belirlenirken ise 0lcegin uygulandigr okulda sekizinci sinif 6grencisi olmak yeterli
gorilmiistiir. Her bir okul kiime olarak belirlendigi ve karsilastirmalar okullarin
ortalama puanlari izerinden yapildigi i¢in drneklem 6gretmen sayilari iizerinden
olusturulmusg, 6grenci ve okul ydneticisi sayilar1 ise uygulama yapilan okullara
gore belirlenmistir: Ogretmen sayisina gére drnekleme dahil edilen okullarin;
okul yoneticilerinin ve sekizinci simif 6grencilerinin tamami 6rnekleme alinmis-
tir. Elde edilen veri toplama araclarindan kullanilabilir durumda olan 565’i {ize-
rinden analizler yapilmistir. Akademik basariya iligkin verilerde uygulama yapi-
lan okullarin sekizinci sinif 6grencileri tercih edilmistir. Burada iki temel neden
vardir. Birincisi, herhangi bir sinifin degil, bir dénemin etkisi gériilmek isten-
mis; bu nedenle mezuniyet verileri kullanilmustir. Tkincisi ise 6grencilerin bir iist
Ogretime gecis basarilarinin da arastirmada kullanilmak istenmesidir. Boylece,
merkezi diizeyde yapilan, okullar arasi olasi 6znel degerlendirmeleri ortadan
kaldiran ve kismen daha nesnel olan bir sinavin sonuglari da arastirmaya dahil
edilmis olmaktadir. Arastirmaya katilan okul yoneticisi ve 6gretmenlerin demog-
rafik ozellikleri Tablo 1’de verilmistir.
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Tablo 1 )
Katilmcilann Demografik Ozellikleri

Degiskenler Fre(lf()a ™ Yiizde (%) Degiskenler Freil;)a ™ Yiizde (%)
Kadin 275 48,8 L. Tamam- 5 41
lama
Cinsiyet Erkek 289 51,2 Mezuniyet | jsans 489 87,2
Durumu R
Yiksek 49 8,7
Toplam 564 100,0 lisans
Toplam 561 100,0
1-10 yil 211 41,0 3-20 Ogret- g 21,1
men
120y 186 36,1 24008 ), 372
Okul retmen
Kidem Biiviikliiai 41-60 O3
2lveiizeri 118 229 uyukiugl UEE 485 32,7
retmen
61 ve tizeri 51 9,0
Toplam 515 100,0
Toplam 565 100,0
Okulyone- 5 9,8 ) Devlet 507 89,7
. ticisi Gorev
Okuldaki Yapalan
Gorev Ogretmen 509 90,2 Yef Ozel 58 10,3
Toplam 564 100,0 Toplam 565 100,0

Verilerin Toplanmasi ve Analizi

Aragtirmada veri toplama aract olarak Tiirkoglu (2002) tarafindan gelisti-
rilen “Orgiitlerde Ogrenen Organizasyon Disiplinlerinin Gerceklesme Diizeyini
Tespit Olcegi” ile arastirmaci tarafindan gelistirilen “Demografik Bilgiler For-
mu” kullanilmistir. Olgekte bes 6grenen orgiit disiplinini kapsayan 42 madde ve
Demografik Bilgiler Formu’nda ise sekiz soru yer almaktadir. Olgegin giivenir-
lik katsayisi .93 (Spearman-Brown) ve ic tutarlik katsayisi .95 (Cronbach Alpha)
olarak tespit edilmistir (Tiirkoglu, 2002). Olcegin kapsam gecerliligine yonelik
olarak Tirkoglu (2002) uzman goriisiine bagvurmustur. Ancak, bu arastirma
kapsaminda da 6l¢ek maddeleri bir alan uzman tarafindan incelenmistir. Bu
ara§t1rmada Cronbach Alpha .98 olarak hesaplanmstir. Olgek tiim okullarda aym anda aras-
tirmaci tarafindan uygulanmustir.

Arastirmanin ikinci veri seti 6grencilerin mezuniyet ve bir tist 6gretime gecis
basarilarma iligkin (TEOG sinav sonuglari) verilerdir. Tlgili veriler, 2016-2017 6g-
retim yil1 sonunda uygulama yapilan okullardan saglanmistir. Okullardan her bir
ogrenciye iliskin mezuniyet ve TEOG yerlestirme puanlari olmak tizere iki basari
puani gostergesi alinmistir. Arastirmada, yirmi bir okulda 6grenim goren, 1799
sekizinci sinif 0grencisinin mezuniyet ve ayni 6grencilerin TEOG basar1 puanla-
rina iliskin veriler analizlere dahil edilmistir. Ogrencilerin akademik basarisina
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iliskin veriler sira numaralarina gore alinmig; bdylece 6grencilerin kimlik bilgile-
rinin gizliligi korunmustur.

Olgme araci, Likert tipi 42 maddeden olusmaktadir. Aracin 1-5. sorular
“Kisisel Hakimiyet”, 6-12. sorular1 “Zihnini Modeller”, 13-23. sorular1 “Payla-
stlan Vizyon”, 24-32. sorular1 “Sistem Diisiincesi” , 33-42. sorular1 ise “Takim
Halinde Ogrenme” disiplinlerine aittir. Disiplinlere iliskin her soru “Hicbir Za-
man”, “Nadiren”, “Bazen”, “Genellikle” ve “Her Zaman” seklinde bes diizey-
de derecelendirilmistir. Olcekteki en diisiik puan bir, en yiiksek puan bestir.
Olgeklerden alinan puanlarin ortalamalarinin yorumlanmasinda su araliklar be-
lirlenmistir: 1.00-1.79= hicbir zaman, 1.80-2.59= nadiren, 2.60-3.39= bazen,
3.40-4.19= genellikle ve 4.20- 5.00= her zaman.

Verilerin analizlerinde frekans, ylizde, ortalama degerleri, iki degisken tize-
rinden yapilan karsilastirmalarda Tliskisiz (Bagimsiz) Orneklemler t-Testi, degisken
sayist ikinin iizerinde ise Iliskisiz Orneklemler Icin Tek Faktorlii Varyans Analizi
yapimustir. Degiskenlik ¢6ziimlemesi sonucu F Testi anlamli ise farkliligin hangi
gruptan kaynaklandigini belirtmek icin Scheffe testi uygulanmustir. Basit dogrusal
regresyon analizi icin, katilimcilarin 6grenen oOrgitlere iligkin alg1 diizeylerinden
hareketle, her bir okulun 6grenen 6rgiit puanlari hesaplanmustir. Ogrencilerin aka-
demik basarisi ile 6grenen Orgiit disiplinleri arasindaki iliski icin, dagilimin nor-
malligi sayithsi test edildikten sonra, Pearson korelasyon katsayist hesaplanmustir.
Basit Dogrusal Regresyon Analizi yapilmadan Once varsayimlari test edilmistir.
Oncelikli olarak bagimli degiskene iliskin eksik veriler incelenmis ve dlcegin tiim
maddelerinde eksik (missing) veri olmadig1 tespit edilmistir. Tkinci olarak ug de-
gerler tespit edilmistir. Tabachnick ve Fidel’e (2007°den aktaran Basol ve Zabun,
2014) gore stirekli degiskenlerde standart degeri +3.29’un iizerinde olan degerler
potansiyel u¢ degerdir. Buna gore simir degerin tizerinde olan 25 gozlem veri se-
tinden silinmistir. Uciincii olarak yordayic1 degisken ile bagimli degisken arasin-
da dogrusal bir iligki olup olmadigi ve degiskenlerin iki degiskenli normal dagilim
gosterip gostermediklerine bakilmistir. Bunun icin standartlastirilmis tahmini de-
gerler ile standartlastirilmis hata degerleri arasindaki grafikler incelenmis ve de-
giskenlerin dogrusal oldugu goriilmiistiir. Degiskenlerin normallik dagilimini test
edebilmenin bir bagka yolu ise carpiklik ve basiklik katsayilarinin incelenmesidir.
Buna gore, normal bir dagilimda carpiklik ve basiklik katsayilarinin 0 olmasi bek-
lenir. Ancak Tabachnick and Fidell’e (2013) gore basiklik ve carpiklik katsayisi de-
gerleri -1.5 +1.5 arasinda ise dagilimin normal oldugu kabul edilebilir. Ote yandan
George ve Mallery’ye (2010) gore ise sosyal bilim arastirmalarinda carpiklik ve
basiklik degerlerinin -2,0 ile +2,0 arasinda olmasi normallik dagilimi i¢in yeterlidir.
Arastirmada degiskenlerin basiklik ve carpiklik katsayilariin -1.5 ile +1.5 arasin-
da deger aldig1 gortilmistiir. Arastirmada bagimsiz degiskenlerin her bir diizeyi
icin normallik dagilimi yapilmistir. Buna gore carpiklik ve basiklik katsayilari sira-
styla kadin 0,54/0,46, erkek 0,66/0,29, yonetici 0,64/0,04, 6gretmen 0,54/0,50, kidem
1-10 y1l: 0,54/0,74, 11-20 y1l: 0,49/0,57, 21 ve uistii: 0,94/ 1,01 ve devlet 0,53/0,47, 6zel
0,91/0,17 olarak hesaplanmustir. Bu veriler, bagimsiz degiskenlerin alt diizeylerinde
de dagilimin normal oldugunu gostermistir.
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Varsayimlar tamamlandiktan sonra, okullarin 6grenen Orgiit puanlarinin 6g-
rencilerin akademik basarisinin ne kadarini yordadigina iligkin Basit Dogrusal
Regresyon Analizi yapilmistir. Arastirmada kullanilan istatistiksel ¢oziimleme-
lerde anlamlilik diizeyi .01 olarak kabul edilmistir.

Bulgular

Bu baslik altinda arastirmada yanit aranan sorular amac ifadelerine paralel
olarak sunulmustur. Arastirma kapsaminda yanit aranan ilk soru, 6grencilerin
mezuniyet ve bir iist 6gretime gegis (TEOG) basarilarinin ne oldugudur. Ogren-
cilerin mezuniyet ve bir iist 6gretime gecis (TEOG) basarilarini gosteren veriler
Tablo 2’de sunulmustur.

Tablo 2
Ogrencilerin Mezuniyet ve Bir Ust Ogretime Ge¢is (TEOG) Puanlan

Degisken N X sS
Mezuniyet Puani 1799 83,66 12,90
TEOG Puani 1799 369,46 90,67

Ogrencilerin mezuniyet puanlar1 100 iizerinden, yerlestirmeye esas TEOG
puanlar1 500 iizerinden hesaplanmaktadir. Aragtirmaya katilan 1.799 0grencinin
ortalama mezuniyet puani 83 ve bir list 0gretime gecis basarisin1 gosteren or-
talama TEOG puani ise 369’dur. Buna gore 6grencilerin mezuniyet ve TEOG
puanlar1 ortalamanin tizerindedir.

Katilimcilarin Ogrenen Orgiit Disiplinlerine Yonelik Algt Diizeyleri ve Farkhihik
Analizlerine Iliskin Bulgular

Bu alt baglikta, katilimcilarin (okul midirii, miidiir yardimeisi ve 6gretmen-
ler) 6grenen orgiit disiplinlerine iligkin goriisleri ve bu goriislerin ¢esitli degisken-
ler (cinsiyet, unvan, kidem, devlet ya da 6zel okulda gorev yapiyor olma durumu)
agisindan farklilagip/farklilasmadigina iligkin ikinci amag sorusu yanitlanmistir.

Tablo 3 i )
Katiimcilarin Ogrenen Orgiit Algi Diizeyleri

Ogrenen Orgiit Disiplinleri N X ss

Kisisel Hakimiyet 565 3,88 0,86
Zihni Modeller 565 4,00 0,84
Paylagilan Vizyon 565 3,97 0,87
Sistem Diistlincesi 565 3,85 0,82
Takim Halinde Ogrenme 565 4,04 0,78
Okullarda Ogrenen Orgiit Diizeyi 565 3,96 0,77
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Tablo 3 incelendiginde, katilimcilarin 6grenen Orgiitiin kisisel hakimiyet,
zihni modeller, paylasilan vizyon, sistem diisiincesi ve takim halinde 6grenme
disiplinlerine iligkin algr ortalamalar1 3,85 ile 4,04 araliginda degismektedir. Ka-
tilmcilarin 6grenen orgiitiin tiim disiplinleri agisindan “genellikle” diizeyinde
bir algiya sahip olduklar: tespit edilmigtir. En yiiksek disiplinin 4,04 ortalama ile
takim halinde 6grenme oldugu goriilmektedir.

Katilimeilarin algilarinin demografik 6zelliklere gore farklilik gosterip gos-
termedigi aragtirmanin bir bagka amac sorusudur. Tablo 4, 5, 6 ve 7°de okul yone-
ticisi ve 6gretmenlerin cesitli degiskenler acisindan 6grenen Orgiit algilar karsi-
lagtirilmaktadir. Katilimceilarin cinsiyetlerine gore dgrenen érgiit algl diizeylerine
iligkin t testi sonuclari Tablo 4’de sunulmustur.

Tablo 4
Katihmcilann Cinsiyetlerine Gore Ogrenen Orgiit Algi Diizeylerine liskin t Testi
Sonuclar

Boyutlar Cinsiyet N X S t sd p

Kisisel Hakimiyet Kadin 275 3,87 087 ,036 562 97
Erkek 289 3,88 0,86

Zihni Modeller Kadin 275 3,95 0,84 1,164 562 )24
Erkek 289 4,04 0,83

Paylasilan Vizyon Kadin 275 3,93 0,89 1,150 562 25
Erkek 289 4,01 0,84

Sistem Diisiincesi Kadin 275 3,82 085 1,003 562 32
Erkek 289 3,88 0,78

Takim Halinde Ogrenme Kadin 275 4,02 0,78 777 562 44
Erkek 289 4,07 0,77

Toplam Kadin 275 3,92 0,79 ,963 562  ,34

Erkek 289 399 0,76

*p<.01

Yapilan analizlerde katilimcilarin 6grenen orgiit algilari cinsiyete gore an-
lamli farklilik gostermemistir. Ancak, istatistiksel olarak anlaml farklilik cikma-
makla birlikte kisisel hakimiyet disiplini diginda, erkek katilimcilarin puanlarinin
yiiksek oldugu goriilmektedir.

Katilimcilarin unvanlarina goére 6grenen orgiit algt diizeylerine iliskin t testi
sonuclar1 Tablo 5’de verilmistir.

222



Ogrenen Orgiitler & Akademik Basart

Tablo 5

Katilimcilanin Unvanlarina Gére Ogrenen Orgiit Algi Diizeylerine Iliskin t Testi

Sonucglan

Boyutlar Gorev N X S t sd p

Kisisel Hakimiyet Yonetici 55 421 058 3,024 562 ,00
Ogretmen 509 3,84 0,88

Zihni Modeller Yonetici 55 441 049 3908 562 ,00
Ogretmen 509 3,95 0,85

Paylasilan Vizyon Yonetici 55 431 054 3,09 562 ,00
Ogretmen 509 3,94 0,89

Sistem Diisiincesi Yonetici 55 423 051 3,679 562 ,00
Ogretmen 509 3,81 0,83

Takim Halinde Ogrenme Yonetici 55 447 056 4,360 562 ,00
Ogretmen 509 4,00 0,78

Toplam Yonetici 55 434 047 3,886 562 ,00
Ogretmen 509 3,92 0,79

*p<.01

Tablo 5’de goriildiigi gibi, katilimeilarin 6grenen Orgiit disiplinlerine iligkin

gorisleri kisisel hakimiyet [t

(562)

=3.02, p< .01], zihni modeller [t,,=3.91, p< .01],

paylagilan vizyon [t 5, =3.10, p< .01] , sistem duigiincesi [t 5, =3.68, p< .01] ve takim
halinde 6grenme [t s, =436, p< .01] olmak tzere tim disiplinlerde anlamli bir
farklilik gostermistir. Anlamli farkin oldugu tiim boyutlarda, okul yoneticilerinin
gorislerinin 6gretmenlerden daha olumlu oldugu goriilmektedir.

Katilimcilarin ¢aligtiklar: kuruma gore 6grenen Orgiit alg1 diizeylerine iligkin
t testi sonuclar1 Tablo 6’da verilmistir.

223



Giilay Aslan

Tablo 6

Katilimcilanin Calistiklart Kuruma Gére Ogrenen Orgiit Algt Diizeylerine Iligkin t

Testi Sonuglar

Boyutlar Kurum N X S t sd p

Kisisel Hakimiyet Devlet 507 3,81 085 5483 563 ,00
Ozel 58 445 0,74

Zihni Modeller Devlet 507 394 083 4993 563 ,00
Ozel 58 450 0,66

Paylasilan Vizyon Devlet 507 391 0,87 4923 563 ,00
Ozel 58 449 0,68

Sistem Diisiincesi Devlet 507 3,79 0,81 5204 563 ,00
Ozel 58 437 0,66

Takim Halinde Ogrenme Devlet 507 399 0,78 4,920 563 ,00
Ozel 58 451 055

Toplam Devlet 507 390 0,77 5436 563 ,00
Ozel 58 447 0,58

*p<.01

Ogrenen orgiitlere iligkin goriisler, 6zel okullar ile devlet okullarinda go-
rev yapan katilimeilar arasinda kisisel hakimiyet [t =548, p< .01], zihni mo-
deller [ts;,=4.99, p< .01], paylasilan vizyon [t =4.92, p< .01], sistem diistincesi
[t563=5-20, p< .01] ve takim halinde 6grenme [t ., =4.92, p< .01] olmak tizere tiim
disiplinlerde anlamli bir farklilik gdstermistir. Anlamli farkin oldugu disiplinler-
de 6zel okullarda gorev yapan katilimcilarin puanlariin dolayisiyla 6grenen Or-
giit algilariin daha yiiksek oldugu goriilmektedir.

Katilimeilarin kidemlerine gore dgrenen orgiit disiplinlerine iliskin ANOVA
sonuglar1 Tablo 7°de verilmistir.
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Tablo 7
Katilimcilanin Kidemlerine Gére Ogrenen Orgiit Algi Diizeylerine Iliskin ANOVA
Sonucglan

Boyut Kidem N X S F Sd p Fark
Kisisel (1)1-10 y1l 211 3,87 0,92 3ile 1/2
Hakimiyet )1120y11 186 3,72 0,86 gruplar
7,47 2;514 ,00 arasinda
(3) 2lve usti 118 4,11 0,70
Toplam 515 3,87 0487
Zihni (1)1-10 y1l 211 4,00 091 3ile 1/2
Modeller ()1120yi1 186 388 0,85 gruplari
6,38 2;514 ,00 arasinda
(3)2lve ustic 118 4,23 0,62
Toplam 515 4,01 0,84
Paylasilan (1H)1-10y1l 211 397 094 2ile3
Vizyon (2)11-20y11 186 3,85 0,90 gruplart
6,01 2;514 ,00 arasinda
(3)2lve usti 118 4,20 0,64
Toplam 515 398 0,87
Sistem (1)1-10yul 211 3,85 0,89 2ile 3
Digtincesi 2112011 186 3,75 0,84 gruplari
5,35 2;514 ,01 arasinda
(3) 2lve usti 118 4,06 0,60
Toplam 515 3,86 0,82
Takim Halinde (1)1-10y1l 211 4,04 0,82 2ile 3
Ogrenme (@)11-20y11 186 396 0,78 gruplan
4,33 2514 ,01 arasinda
(3) 2lve ustii 118 4,23 0,66
Toplam 515 4,05 0,78
Toplam (1)1-10 y1l 211 395 0,84 Jile 1/2
(2)1120y11 186 3,84 0,80 gruplari
6,52 2;514 ,00 arasinda
(3)2lve usti 118 4,17 0,58
Toplam 515 396 0,78

*p<.01

Kidem ii¢ kategoride (1-10 yil, 11-20 yil, 21 yil ve istii) karsilastirilmistir.
Buna gore, katiimcilarin gorisleri kisisel hakimiyet [F, ,, =747, p< .01], zihni
modeller [F,,,=6.38 p< .01], paylasilan vizyon [F,,,,=6.01, p< .01], sistem dii-
stncesi [F,, 5,,=5.35, p< .01] ve takim halinde 6grenme [F,, 5, =433, p< .01] olmak
tizere tiim disiplinlerde anlamli farklilik gostermistir. Buna gore, 6grenen orgiit
disiplinlerine iligkin puanlar kisisel hakimiyet (,,, =4.11), zihni modeller (,,,
=4.23), paylagilan vizyon (,,, =4.20) sistem diigiincesi (,,, =4.06) ve takim ha-
linde 6grenme (,,, =4.23) disiplinlerinde kidemi 21 yil ve lizerinde olanlarda
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daha ytiksektir. Kidemi 21 yil ve iizerinde olan katilimcilar kigisel hakimiyet ve
zihni modeller alt boyutunda diger iki gruptan (1-10 y1l ile 11-20), paylasilan viz-
yon, sistem diisiincesi ve takim halinde 6grenme alt boyutlarinda ise kidemi 11-
20 yil arasinda olan katilimeilardan daha yiiksek oldugu goriilmektedir.

Ogrencilerin Mezuniyet ve TEOG Puanlary ile Ogrenen Orgiit Disiplinleri Ara-
sindaki Iliskiye Yonelik Bulgular

Arastirmada yanit aranan bir diger soru 0grencilerin mezuniyet ve bir iist
Ogretime geg¢is puanlar ile katilimcilarin 6grenen Orgiit algi diizeyleri arasinda
anlaml iligki olup olmadigidir. Bu soruya yanit bulmak amaciyla Pearson kore-
lasyon katsayilar1 hesaplanmig, sonuglar Tablo 8’de sunulmustur.

Tablo 8

Ogrencilerin Akademik Bagar Diizeyleri ile Kanlimcilarin Ogrenen Orgiit Algi
Diizeyleri Arasindaki Iliski

Degiskenler 1 2 3 4 5 6 7 8

1. Mezuniyet Puani 1 ,95%*% 26** 23%*  26**  25%%  7*E D6%*
2. TEOG Puani 1 Q20%% - DYEE . D3R DqEE - D5EE S D4EE
3 Kisisel Hakimiyet 1 JIGF*  PTEE IR J4EE - g5EE
4.Zihni Modeller 1,00 ,89** 86** ,83**F  94%**
5. Paylagilan Vizyon 1,00  ,90** 84%*  96**
6. Takim Halinde Ogrenme 1,00 87%* 96**
7. Sistem Diisiincesi 1,00 ,93**
8. Toplam Ogren Orgiit Puani 1,00
**p<.01

Tablo 8’de goriildiigli gibi, 6grencilerin akademik basar: diizeyleri ile kati-
Iimcilarin 6grenen Orgiit algr diizeyleri arasinda tiim boyutlarda pozitif yonde
anlamli iligki vardir (p< .01). Katilimcilarin 6grenen Orgiit algi diizeyleri arttik-
¢a, ogrencilerin akademik basarisi (mezuniyet ve bir iist 6gretime gegis puani)
artmaktadir. Pearson korelasyon katsayilar .20 ile .27 arasinda degismektedir.
Biiyiikoztiirk’e (2012, s. 32) gore korelasyon katsayisinin, mutlak deger olarak
.70 ile 1 arasinda olmasi yiiksek, .70 ile 30 arasinda olmasi orta ve .30’a kadar
olmasi ise diislik diizeyde bir iligkiye isaret etmektedir. Buna gore, 6grencilerin
mezuniyet ve bir lst 6gretime gecis puanlariin kendi arasinda yiiksek diizeyde,
Ogren Orgilit disiplinleri ile arasinda ise diisiik diizeyde pozitif bir iligkinin oldugu
goriilmektedir.
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Okullarin Ogrenen Orgiit Puanlarimn Ogrencilerin Mezuniyet ve TOG Puan-
larinin Ne Kadarini Yordadigina Iliskin Basit Dogrusal Regresyon Analizi Bulgulart

Okullarin 6grenen Orgiit puanlarinin 6grencilerin mezuniyet ve TEOG pu-
anlarinin ne kadarini yordadigina iligkin basit dogrusal regresyon analizi bulgu-
lar1 Tablo 9’da verilmistir.

Tablo 9
Okullarin Og’rene.n Orgiit Puanlarimin Ogrencilerin Mezuniyet Puanlanni Ne Kada-
rot Yordadigina Iliskin Basit Dogrusal Regresyon Analizi Bulgularn

Degisken B Standart Hata B B t p
Sabit 50,772 2,905 17,477 000
Okulun toplam 8,475 745 259 11,378,000

Ogrenen Orgiit puani

R= .26, R?= .07, F=129,464, p< .01

Arastirma kapsaminda yanit aranan son soru, okullarin 6grenen Orgiit pu-
anlarinin 6grencilerin mezuniyet ve bir iist 6gretime gecis puanlarii anlamli bir
sekilde yordayip yordamadigidir. Bu soruya yanit bulmak amaciyla basit dogru-
sal regresyon analizi yapilmistir. Tablo 9’da goriildiigii gibi, okulun toplam 6gre-
nen Orgilit puaninin mezuniyet puanlarini yordama durumunu test eden model
anlamhidir (F= 129.46, p< .01). Okullarinin toplam 6grenen o6rgiit puanlarinin,
mezuniyet puanlarinin %7’sini yordadigi (R?>=.07) goriilmektedir.

Okullarin 6grenen Orgiit puanlarinin 6grencilerin bir iist 6gretime gecis
(TEOG) puanlarini ne kadarimi yordadigina iliskin basit dogrusal regresyon ana-
lizi bulgular1 Tablo 10’da verilmistir.

Tablo ZO . . . . ..
Okullarin Ogrenen Orgiit Puanlarimin Ogrencilerin Bir Ust Ogretime Gegis

(TEOG) Puanlannt Ne Kadarini Yordadigina Iliskin Basit Dogrusal Regresyon
Analizi Bulgularn

Degisken B Standart Hata B § t p
Sabit 157,886 20,526 7,692,000

Okulun toplam 6grenen
Orgiit puani

54,524 5263 ,237 10,361  ,000

R= .24, R?= .06, F=107,341, p< .01

Tablo 10°da goriildigii gibi, okullarin toplam égrenen orgiit puanlannin bir
iist ogretime gecis (TEOG) puanlarini yordama durumunu test eden model an-
lamlidir (F= 107.34, p< .01). Okullarinin toplam &grenen orgiit puanlart TEOG
puanlarinin %6’sin1 yordadigi (R?>=.06) goriilmektedir.
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Tartisma, Sonuc ve Oneriler

Ogrenen orgiit kavrami ile akademik basari (mezuniyet ve bir {ist 6gretime
gegis) arasindaki iligkinin incelendigi bu arastirmada, 6grencilerin mezuniyet ve
bir {ist 6gretime gegis basarilarinin ortalamanin tizerinde oldugu goriilmektedir.
Bu veri, okullarin akademik basar1 diizeyleri agisindan ug degerlere sahip olma-
digini, dolayisiyla karsilastirilabilir oldugunu gosterebilir. Ornegin sinavla 6gren-
ci alan ve akademik secicilik uygulayan okullarda basar1 puanlarinin ortalamanin
¢ok tistiinde olmasi beklenir ve dolayisiyla genel egilimi yansitmayabilir. Bu so-
nu¢ Aslan’m 2017 yilinda 527 sekizinci smif 6grencisi ile yiiriittiigii ve 6grencile-
rin TEOG basgarisin1 degerlendirdigi arastirma verileri ile tutarhdir.

Katilimeilarin 6grenen Orgiitiin tiim disiplinleri agisindan “genellikle” dii-
zeyinde bir algiya sahip olmalari, okullarin 6grenen Orgiit olma yolunda ya da
okul gelisimi acisindan olumlu bir gosterge olarak degerlendirilebilir. Bu sonucg,
Tiirkoglu (2002), Ozus (2005), Banoglu ve Peker (2012) tarafindan aym 6lgek-
le ii¢ farkh ilde (Ankara, Konya, Istanbul), farkli zamanlarda yapilan arastirma
sonuclart ile tutarhdr. Tlgili arastirmalarda okul yoneticisi ve 6gretmenlerin 6g-
renen Orgiit alg1 diizeylerinin ortalamanin iizerinde oldugu tespit edilmistir. Ote
yandan, ilgili arastirmalarda en dusiik algi diizeyi kisisel hakimiyet disiplinine
ait iken, bu arastirmada en diistik alg1 diizeyi sistem diisiincesi disiplinine aittir.
Bu farklilik, egitim isgOrenlerinin lisansiistii egitim, hizmet i¢i egitim ya da diger
yollarla (uzaktan egitim vb.) kisisel hakimiyet diizeylerini yiikselttigi anlamina
gelebilir.

Sistem diisiincesini besinci disiplin olarak tanimlayan Senge’e (2006) gore,
orgilitte birbirinden bagimsiz gibi goriinen olaylar arasinda neden—sonug iligkisi
vardir. Bu neden-sonug iligkini gorebilmek, orgiit tiyelerinin olgular1 daha dogru
sekilde degerlendirmesi ve siirec icinde degistirilmesi gereken olgular konusun-
da yol gosterici olabilir. Bu aragtirmada, en diisiik alg1 diizeyinin sistem diisiin-
cesi disiplininde ortaya cikmasi; okul yoneticisi ve 6gretmenlerin 2012 yilindan
itibaren, egitim sisteminde ¢ok kokli degisikliklerle (4+4+4 sistem degisikligi,
programlarda yaganan degisim, ilkdgretimden orta ve yliksekogretime gecis sis-
temine iligkin diizenlemeler vb.) karst karsiya kalmalar ile ilgili olabilir. Tiirk
egitim sisteminin merkezi yapist nedeniyle, sisteme ya da okula iligkin degisimler
merkez orgiitii tarafindan belirlenmektedir. Ustelik bu diizenlemelerin cogunda,
egitim isgorenlerinin gériislerinin alinmamis olmasi ya da okula dayali bir yone-
tim sisteminin olmayisi; egitim isgdrenlerinin giderek egitim politikalarina yon
vermekten uzaklastiklar: diistincesini gelistirmelerine neden olmus olabilir. Bu
ise, egitim iggorenlerinin okulda yasanan ya da okulu etkileyen olgulara iliskin;
merkezi diizeyde verilen kararlara katilma olanaklart sinirli oldugu ya da kimi
durumda hi¢ olmadig i¢in, neden-sonug iligkisini daha az kurduklari, giderek
“biitiin/sistem” iizerine daha az disiindiikleri anlamina gelebilir. Bagka bir ifa-
deyle, egitim isgOrenleri, okulun icinde bulundugu sistemin biitliniinii degerlen-
dirme ve egitim sistemini olusturan parcalar arasindaki iligkileri kavrayabilme
boyutundan giderek uzaklasiyor olabilir.
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Ote yandan, arastirmada takim halinde 6grenme en yiiksek ortalamaya sa-
hip disiplin olarak tespit edilmistir. Bu, beklenen bir sonu¢ olarak degerlendirile-
bilir. Cilinkii okullar yaptiklar isin dogas: geregi kolektif bir etkinlik stirdiiriirler
ve takim halinde calismak ya da 6grenmek zorundadirlar. Bu nedenle, 6gretmen
ve okul yoneticilerinin bu disipline iligkin alg: diizeyleri ytliksek ctkmig olabilir.
Senge’e (2006) gore, giiniimiiz 6rgiitlerinin 6grenme birimi bireyler degil, takim-
lardir. Orgiitlerin karsilastigi sorunlarin cesitligi, isgdrenlerin tek bagma ¢oze-
bilecekleri sinirlarin cok istiindedir. Keza ayni durum okullar icin de gecerli-
dir. Okullar ¢ok c¢esitli sorunlarla karsi karsiyadir; egitim isgdrenlerinin bireysel
olarak bu sorunlarla bag edebilmesi gii¢ gdriinmektedir. Nitekim Bursalioglu'na
(2005) gore, okul yoneticilerinin rolleri 6rgiit mithendisligi, sosyal miithendislik,
verim uzmanlig1 ve isletmeciligi de kapsayacak bicimde genislemistir. Okul yone-
ticilerinin bu rolleri tek bagina gerceklestirebilmesi miimkiin gériinmemektedir.
Takim halinde 6grenmeye iliskin ortalama puanlarin yiiksek ctkmasi, 6gretmen
ve okul yoneticilerinin bu konudaki farkindalik diizeylerinin yiiksek oldugu an-
lamina gelebilir.

Zihni modeller en yiiksek ortalamaya sahip ikinci disiplindir. Egitim Or-
giitleri bilginin en yogun kullamildig ve iiretildigi orgiitlerdir. Islevleri geregi,
zihni modeller olusturmak zorundadirlar. Ogrencilerde dis diinyay: algilamaya
iligkin zihni modeller olusturmasi beklenen bir orgiitiin ¢alisanlarinin, bu disip-
line iligkin ortalama puanlariin yiikksek cikmast beklenen bir sonug olarak yo-
rumlanabilir. Ustelik okullarin ya da genel olarak egitim orgiitlerinin, grenen
orgiit disiplinlerine yatkin olduklar1 da sdylenebilir. Dolayisiyla, zihni modeller
disiplinine iliskin puanlarin yiiksek cikmasi, egitim isgdrenlerinin hazir bulunus-
luk diizeylerinin, 6grenen Orgiit olma yolunda uygun oldugu anlamma gelebilir.
Ciinkd siirekli 6grenmek zorunda olan bir 6rgiitte, 6grenme zihni bir doniisiimii
gerektirmektedir. Senge’e (2006) gore zihni modeller yalnizca dis diinyay: algila-
makla ilgili bir disiplin olmayip, ayn1 zamanda diisliniilenlerin daha yararl hale
getirilerek, bireylerin diisiinme yontemlerini gelistirir. Bu ise egitim Orgiitlerinin
caliganlar1 agisindan elzemdir.

Okul yoneticisi ve 6gretmenlerin, 6@renen orgiit disiplinlerine iliskin algila-
r1; cinsiyet, unvan, kidem, devlet ya da 6zel okulda gorev yapma gibi degiskenlere
gore anlamli farklilik gosterip gostermedigi de incelenmistir. Ogrenen orgiit di-
siplinlerine iliskin algilar, cinsiyete gore anlamli bir farklilik gostermemistir. Bun
sonug, Banoglu & Peker (2012) ve Uysal’in (2005) sonuglarindan farklilagmistir.
Ilgili arastirmalarda 6grenen orgiit disiplinin bazi alt disiplinlerinde cinsiyete
gore anlamli bir fark bulunmustur. Bu arastirmada, 6grenen orgiit disiplinlerine
iliskin alg1 diizeylerinin, cinsiyete gére anlamli bir farklilik gdstermemesi, egitim
ig gorenlerinin okulun, 6grenen orgiit olma gerekliligini benzer bicimde algila-
diklar1 anlamina gelebilir. Cinkii egitim isgorenlerinin, toplumsal degisme ve
gelismelerden benzer bicimde etkileniyor olmasi ve ayni zamanda, cinsiyeti ne
olursa olsun, orgiitlerde benzer sorunlarla bas etmek zorunda olmalari, konuya
iliskin goruslerini benzer hale getirmis olabilir.
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Ogrenen orgiite iligkin, okul yoneticisi ve 6gretmenlerin algi diizeyleri tiim di-
siplinlerde farklilasmistir. Okul yoneticilerinin goriislerinin, 6gretmenlerden daha
olumlu oldugu goriilmektedir. Bu bulgu Giiglii ve Tiirkoglu’nun (2003) calismalart
ile tutarhdir. Giiclii ve Tiirkoglu Ankara ilinde 240 katihmcr ile gerceklestirdikleri
arastirmalarinda benzer bir sonuca ulasmislardir. Bu sonug iki noktaya isaret edi-
yor olabilir. Birincisi, okul yoneticilerinin (okul miidiirii, miidiir yardimcisi) 6gren-
me olanaklari; kendini gelistirme, okulun kaynak ve olanaklarindan yararlanma
diizeyleri, 6gretmenlerden fazladir. Ote yandan Tiirkiye’de 6gretmenlerin hizmet
ici egitim gereksinmeleri ve mesleki gelisimlerinin karsilanmasi konusunda cesitli
sorunlarm oldugunu gosteren arastirmalar mevcuttur (Madden, 2003; Kacan, 2004;
Aydogan, 2002; Sen, 2003; Yilmaz, Yoldas & Yangil, 2004; Ucar & 1pek, 2006).
Ornegin Kacan (2004) “Sinif Ogretmenlerinin Mesleki Gelisime Iliskin Isteklilik
Diizeyleri” isimli ve 220 6gretmen ile gerceklestirdigi aragtirma sonuglarina gore,
ogretmenlerin mesleki gelisimleri icin caba sarf ettikleri, ancak bazi engellerle kar-
silagtiklart tespit edilmistir. Ogretmenlerin mesleki geligim engelleri olarak; mad-
di sorunlar, ders yiikii ve smnif mevcutlarinin kalabalik olusu ile siyasal ve politik
baskilari ilk ti¢ siraya koyduklar: goriilmektedir. Arastirmada 6gretmenlerin, “siif
yOnetimi” bagta olmak tizere cesitli konularda, mesleki ve kisisel gelisim ihtiyaclari-
nin oldugu da tespit edilmistir. Tkincisi ise istatistiksel bir sirhlikla iliskili olabilir.
Aragtirmalarda, 6gretmen ve yonetici sayisi lizerinden yapilan kargilastirmalarda
yOnetici sayis1 0gretmenlere gore genellikle azdir. Nitekim bu arastirmada da 55
yonetici, 509 6gretmen analizlere dahil edilmistir. Dolaysiyla 6rneklem genisledik-
¢e ortalama degerlerin diisme olasiligi vardir; sonuclar arasindaki anlamli farklilik
orneklem biiyiikliiklerinden de kaynaklaniyor olabilir.

Ogrenen orgiit disiplinlerine iliskin yoneticilerin alg1 diizeylerinin yiiksek
cikmasi, okullarin 6grenen oOrgiitlere doniistiiriilme siirecinde 6nemli bir bas-
langic noktasi olarak da goriilebilir. Bu siire¢ her seyden dnce 6grenmeye acik
ve demokratik bir okul kiiltiiriiniin olusturulmasi ile ilgilidir. Bu nedenle okul-
larm, 6grenen Orgiitlere doniistiiriilme stirecinde yoneticilere 6nemli sorumlu-
luklar dismektedir. Okullarda mesleki ve gilincel yazili kaynaklarin artirilmasi,
O0grenmeye uygun bir okul kiiltiiriiniin olusturulmasi, okulu gelistirmeye uygun
liderlik yaklagimlarinin benimsenmesi ve 0gretmen liderliginin gii¢lendirilme-
si gibi bir¢cok konuda yoneticilerin algilar1 belirleyicidir. Clinkii 6grenen Orgiit
kiiltiirii geleneksel orgiitlerden farkhihiklar icerir. Ogrenen orgiitlerde, otorite ve
giic, merkezi denetimden oldukca uzaklara, hiyerarsinin alt birimlerine dogru ya-
yilir. Insanlar1 hareketlerinde 6zgiir birakarak kendi fikirlerini denetlemelerine
ve ortaya cikan sonuglardan sorumlu olmalarina imkan verir (Senge, 2000°den
aktaran Ozday1 & Ozcan, 2005). Bu ise egitim yoneticilerinin liderlik rollerini ye-
rine getirmesi ve demokratik bir okul ortami olusturmasi ile yakindan iligkilidir.
Nitekim okullarin gelisimi ve degisimi agisindan hem okul yoneticisi liderlik rol-
lerinin hem de 6gretmenlerin sinif ici liderlik rollerinin gelistirilmesinin 6nemli
oldugunu ortaya koyan arastirmalar bulunmaktadir (Akbaba-Altun, 2003; Bey-
cioglu & Aslan, 2012; Elmore, 2000; Ellis, 2005; Heck & Hallinger, 2009; Kiling,
2013; Korkmaz, 2006).
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Okullarin 6grenen Orgiitlere doniistiiriilme siireci, bir yandan da egitim is-
gorenlerinin degerler sistemiyle de iliskilidir. Sagnak (2005) tarafindan yapilan
bir aragtirmada ilkogretim okullarinda gorev yapan yonetici ve 6gretmenlerin Or-
giitsel degerlere iliskin algilar1 belirlenmistir. McDonald ve Gandz’in gelistirmis
olduklar1 24 deger boyutunun kullanildig: arastirmada, degisim deger yonelimi
grubunda yer alan (denemeye aciklik, gelisme, otonomi, uyum saglamak, yarati-
cilik) degerlerin, 6gretmenlerin Oncelik siralamasina gore son siralarda yer aldigt
tespit edilmistir. Bu bulgu, 6gretmenlerin okulda degisime ¢ok da agik olmadik-
lar1 anlamina gelebilir ve bu yoniiyle yonetici ve 6gretmenler arasindaki 6grenen
orgiit disiplinlerine iligkin alg: farkliliklar: ile tutarli oldugu soylenebilir. Oysa
Senge (1998, s.11’den aktaran Unal, 2006) dgrenen orgiitleri, kisilerin arzu et-
tikleri sonuglari elde etmek icin kapasitelerini siirekli olarak gelistirdikleri; yeni,
sinirlari zorlayan diistince gekillerinin ortaya atildigs; insanlarin siirekli bicimde
beraber 6grenmeyi 6grendikleri orgiitler olarak tanimlamigtir.

Ogrenen orgiitlere iliskin goriisler, 6zel okullar ile devlet okullarinda gorev
yapan katilimcilar arasinda tiim disiplinlerde anlaml bir farklilik gostermistir.
Anlaml farkin oldugu disiplinlerde, 6zel okullarda gorev yapan katilimcilarin
puanlarinin, dolayisiyla 6grenen Orgiit algilarinin daha olumlu oldugu goriilmek-
tedir. Téremen’in (1999) “Devlet Liselerinde ve Ozel Liselerde Orgiitsel Ogren-
me ve Engelleri” baslikli doktora tez ¢alismasi bulgulari bu sonug ile tutarhdir.
Tlgili arastirmada, orgiitsel 6grenmeye iliskin devlet liseleri ile 6zel liseler ara-
sinda farkhiliklar bulunmustur. Ozellikle devlet liselerinde bireysel arastirmalara
katilimin diigtik oldugu, 6diillendirme sisteminin yerlesmedigi, iletisimin yetersiz
oldugu, yeteri kadar planl calistimadigl, takim ruhunun diistik oldugu sonucuna
ulagilmugtir. Arastirmada devlet liselerinde vizyonun paylasilir hale getirilmesinin
gerekliligi vurgulanmustir. Bil (2018), “Ortadgretim Okullarinin Ogrenen Orgit,
Orgiitsel Giiven ve Is Doyumu Diizeyleri Arasindaki Iliski” isimli doktora tez
¢aligmasinda benzer bir sonuca ulagmistir. Arastirmaya gore 6zel okullar, kamu
okullarina oranla gorece daha fazla 6grenen Orgiit olma o6zelligine sahiptir. Bu
sonug, Beycioglu ve Aslan’in (2012) arastirma bulgulari ile de tutarlidir. Arastir-
macilar, ilkogretim okullarinda gorev yapan 6gretmenlerin sergiledikleri liderlik
rollerine iliskin yoneticilerin ve 6gretmenlerin alg1 ve beklentilerinin ne diizeyde
oldugunu belirlemeyi amacladiklar1 arastirmada; kurumsal gelisme, mesleki ge-
lisme ve meslektaslarla isbirligi boyutlarinda 6zel ilkogretim okullarinda ¢alisan
katilimceilarin resmi okullarda ¢alisan katilimcilara gore, daha ytiksek aritmetik
ortalamalara sahip olduklarini bulmusglardir. Arastirmacilar bu bulguyu, resmi ve
0zel ilkdgretim okullarinin kurumsal yapisi ve isleyisindeki farklilik ile iligkilen-
dirmis; 6zel ilkdgretim okullarinin okul yapi ve igleyisinin daha esnek ve kurum-
sal gelisim ve etkililige daha uygun oldugu seklinde yorumlamiglardir. Nitekim
bu aragtirmada 0zel okullar ile devlet okullar1 arasindaki en yiiksek algi farkinin
kisisel hakimiyet disiplininde oldugu goriilmektedir. Bu ise 6zel okullarla devlet
okullar1 arasinda egitim isgorenlerinin kendini gelistirme olanaklarinin da farkl
oldugu anlamina gelebilir. Ote yandan, bu sonug degerlendirilirken, 6zel okullar
ile devlet okullarindan arastirmaya dahil edilen katilimer sayilar1 arasindaki fark-
lilik da g6z 6ntinde bulundurulmalidir.
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Katilimcilarin 6grenen Orgiit algilar kidemlerine gore anlamli bigimde fark-
lilagsmaktadir. Buna gore, 6grenen Orgiit disiplinlerine iligkin puanlar, kidemi 21
yil ve iizerinde olanlarda daha yiiksektir. Ozellikle farkin kisisel hakimiyet di-
siplininde, diger disiplinlere gére, daha yiiksek oldugu goriilmektedir. Senge’e
(2006) gore yiiksek diizeyde kisisel hakimiyete sahip olan bireyler, siirekli geli-
sime inanan ve kendini gelistirme ¢abasi icinde olan kisilerdir. Kidemi 21 yil ve
tizerinde olan egitim iggdrenlerinin, mesleki deneyimlerinin ve goreceli olarak
daha geng¢ meslektaglarina gore kendilerini yenileme c¢abalarinin daha fazla ol-
mas1 beklenen bir sonuctur. Beycioglu ve Aslan’in (2012) arastirmasinda; ku-
rumsal gelisme, mesleki gelisme ve meslektaslarla igbirligi boyutlarinda, kideme
gore katilimcilar arasinda anlamli bir farklilik bulunmustur. Arastirmada 21 yil
ve lizerinde kidemi olan katilimcilarin, ti¢ boyutta da 6gretmen liderlik rollerine
iliskin daha olumlu algiya sahip olduklar1 tespit edilmistir. Ote yandan kidemi
yiiksek olan katilimeilarin 6grenen Orgiit alg1 diizeylerinin yiiksek cikmasi, egi-
tim iggOrenlerinin is doyum diizeyleri ile de iligkili olabilir. Nitekim Bil (2018)
doktora tez caligmasinda, 6grenen Orgiit diizeyi artinca 6gretmenlerin is doyum
diizeyinin arttigini tespit etmigtir.

Arastirma, 0grencilerin mezuniyet ve bir tst 6gretime gecis basarilari ile
Ogrenen Orglttiin tiim disiplinleri arasinda diisiik diizeyde anlaml bir iligkinin
oldugunu gostermistir. Buna gore, okullarin 6grenen Orgiit puanlari artikca, dii-
stik diizeyde de olsa 6grencilerin mezuniyet ve bir tist 6gretime gecis puanlari art-
maktadir. Bu iligkinin diistik diizeyde ¢cikmasinin iki ana nedeni olabilir. Birincisi,
akademik basariya etki eden ¢ok sayida degisken vardir. Ornegin arastirmalar,
Ogrencinin zeka ve yetenegi, cinsiyeti, 0zgliveni, motivasyonu, kisilik ozellikleri,
iletisim becerileri, calisma aligkanliklari, kaygi diizeyleri, herhangi bir derse ya
da konuya iligkin tutumu, okula baglama yast gibi ¢ok sayida kisisel degiskenin
ogrencinin basarisini etkilediginden soz etmektedir (Bahar, 2006; Cassady, 2004;
Duckworth & Seligman, 2006; Eski, 1980; Huang, 2008; Kara & Gelbal, 2013;
Keskin & Sezgin, 2009; Kiigiiker, 2016; Nartgiin & Cakir, 2014; Skouras, 2014;
Yidirim & Ergene, 2003; Yildirim, 2000). Benzer bicimde, 6grencinin akade-
mik basarisina etki eden, sosyo-ekonomik (ailesel) degiskenlere iliskin de hatirt
sayilir bir alan yazin vardir (Aslan, 2017; Coleman,1988; Diinya Bankasi [DB],
2013; Gelbal, 2008; Jeynes, 2013; Kose, 2007; Oral & McGivney, 2014; Oksiizler
& Siirekei, 2010; Yelgiin & Karaman, 2015). Ote yandan, 6grencilerin akademik
basarisina etki eden kurumsal degiskenler arasinda en fazla egitim ortam ve ola-
naklari, 6gretmen yeterlilikleri ve okul tiirii iizerinde durulmaktadir (Berberog-
lu & Kalender, 2005; Darling-Hammond, 2000; Kavak, Aydin & Akbaba Altun,
2007; Sarier, 2016). Dolayisiyla, akademik basari ¢ok sayida degiskenden etkile-
nebilmektedir. Ogrenen orgiitler ile 6grencilerin akademik basarisi arasindaki
iligkinin diistik citkmasinin ikinci nedeni ise, okullarin 6grenen Orgiit potansiyel-
lerini etkileyen ¢ok sayida faktoriin olmasindan da kaynaklaniyor olabilir. Egitim
isgorenlerinin degisime karsi tutumlari, kendilerini gelistirme becerileri, orgiitsel
bagliliklari, iy doyum diizeyleri ya da okullarin yonetim bigimleri, yoneticilerin
liderlik becerileri gibi ¢ok farkli degiskenden s6z etmek miimkiindiir.
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Arastirmada, 6grencilerin mezuniyet puanlari ile bir {ist 6gretime gecis
puanlarinin agikladigr varyans da farklilasmistir. Agiklanan varyans arasindaki
mezuniyet lehine olusan fark, yukarida agiklanan degiskenlerin yani sira, bir iist
Ogretime gecis basarisin etkileyen bagka degiskenlerin oldugu anlamina gelebi-
lir. Nitekim merkezi sinav sonuclarinin degerlendirildigi arastirmalarda, 6grenci-
lerin sinav basarisini etkileyen ¢ok sayida degiskenden soz edilmektedir (Aslan,
2017; Bahar, 2006; Berberoglu & Kalender, 2005; MEB, 2010; Oksiizler & Sii-
rekei, 2010). Ancak, cocugun akademik basarisina etki eden ister kigisel, isterse
sosyo-ekonomik degiskenler olsun, kurumsal degiskenlere gore daha az miida-
hale edilebilir alanlardir. Bu aragtirmada 0grenen Orgiit disiplinleri akademik
basariya etki eden kurumsal degiskenlerden biri olarak ele alinmigtir. Kurumsal
degiskenleri makro ya da mikro (okul diizeyinde) diizeyde izlenecek politikalarla
iyilestirmek miimkiin olabilir.

Alanyazin, akademik basari ile 6grenen Orgiit arasindaki iligkiyi agiklamaya
yonelik daha fazla ampirik calismaya ihtiya¢ oldugunu gostermektedir. Bu arag-
tirma, Onemli bulgular ortaya koymus olmakla birlikte sinirliliklart da bulunmak-
tadir. Birincisi, 0grenen Orgiitler ile akademik basar1 arasindaki iligkiye yonelik
ozellikle ampirik ¢alismalarin oldukea sinirl olmasi, arastirma bulgulariin diger
arastirmalarla iliskilendirilmesi konusunda bir smirlilik olusturmustur. Ikincisi,
Toplam Kalite Yaklagimi ya da 6grenen Orgiit gibi kar getiren isletmeler i¢gin ota-
ya atilan kavramlarin, egitim Orgiitleri icin kullanilmadan once, egitim bilimci-
ler tarafindan uygunlugunun kuramsal diizeyde tartisilmasi gerekmektedir. Bu
arastirmada, 6grenen Orgiitlin, akademik basari ile iligskisine odaklanildig icin,
kavramin elestirel bir degerlendirilmesi yapilmamustir. Ote yandan, bu tiir kav-
ramlara iligkin egitim Orgiitleri baglaminda yiiriitiilen tartisma ve elestirel calis-
malara gereksinim oldugu da goriilmektedir. Uciinciisii ise bu arastirma iliskisel
modelle desenlenmistir. Bu tiir arastirmalar nedensel karsilastirmalara olanak
tanimamaktadir. Bu nedenle, 6grenen orgiit ile akademik basar1 arasindaki ne-
densellige yonelik deneysel caligmalar ytiriitiilebilir. Ayrica bu aragtirma ortaokul
kademesinde gercgeklestirilmistir, arastirma diger kademlerde tekrarlanilabilir.

Devlet okullarinin 6grenen orgiit 6zelligi 6zel okullara gére daha dustiktir.
Ogren orgiit ve liderlik arasindaki iliski dikkate alindiginda, 6zellikle okul yone-
ticilerinin seciminde egitim yOnetimi alaninda lisansiisti diizeyde egitim almis
ve liderlik vasiflar1 olan yoneticilerin tercih edilmesi bu algiya olumlu katki su-
nabilir. Ayrica MEB, 6gretmen ve okul yoneticileri icin lisansiistii egitimi 6zen-
dirmeli, 6zellikle okul yoneticileri icin ise zorunlu hale getirmelidir. Arastirmada
ogretmenlerin algi diizeyleri yOneticilere gore diisiik cikmistir. Bu nedenle basta
ogretmenler olmak tizere egitim isgorenlerinin kisisel gelisim ihtiyaclarinin daha
iist diizeyde karsilanmasi igin egitici panel, seminer ve toplantilar daha sik diizen-
lenmeli ve MEB, bu tiir etkinliklere katilimi tesvik etmelidir.
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