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Despite the rapidly growing interest in organizational learning, there remains
a fundamental dichotomy between visionaries and skeptics regarding its practice.
The visionaries (e.g. Garrat 1987; Howard and Haas 1993; Nonaka 1991; Senge
1990) advocate organizational learning as a process with the potential to
transform organizations and organizational life. They take a prescriptive,
normative stance, viewing organizational learning as both attainable and essential
to meeting the need for continual v innovation and change (Tsang 1997). The
skeptics (e.g. Brehmer 1980; Levitt and March 1988; March and Olsen 1976;
Weick and Westley 1996) focus on the limitations and failings of organizational
learning, which they attribute to the relatively unchangeable features of people
and organizations. Furthermore, the skeptics eschew a normative view of
organizational learning, regarding it as a function of organizations that is neither
good nor bad.

Part of the problem may be that visionaries, though providing compelling
models and illustrations of learning organizations, provide little guidance on how
to 'get there from here'. The objective of this chapter is to further develop the
question of how organizations 'learn to unlearn' (Hedberg 1981). Our aim is to
help narrow the gap between visionaries and skeptics by providing a usable guide
to creating conditions for organizational learning.

This dichotomy also became apparent during a conference of the Strategic
Management Society in Toronto in October 1992. After a keynote speech by P.
Senge on 'the learning organization’, an informal poll of participants pointed to
the existence of two groups: academics who thought the address to have been
mere 'preaching’, and practicing managers and consultants who ‘loved' it.

KURUMSAL OGRENME ORTAMI YARATMA

Victor J. Friedman, Raanan Lipshitz, and Wim Overmeer.

Kurumsal 6grenmeye olan ilginin hizla artmasina ragmen, onun
uygulanmasinda, vizyon sahibi kisilerle siipheciler arasinda 6nemli bir ayrilma
vardir. Vizyon sahibi kisilerle (e.g. Garrat 1987; Howard ve Haas 1993; Nonaka
1991; Senge 1990) kurumsal 6grenmeyi; kurumlari ve kurumsal yasamin
seklini degistiren bir hareket olarak savunurlar. Siirekli yenilik ve degisimi
saglamak i¢in kurumsal 6grenmenin hem ulasilabilir hem de igin temeli
oldugunu ilericiler, bir standart kavram olarak ileri siirerler. (Tsang 1997)
Stipheciler (e.g. Brehmer 1980; Levitt ve March 1988; March ve Olsen 1976;
Werch ve Westley 1996) Kurumsal 6grenmenin limitleri ve basarisizliklar
tizerine odaklanirlar ve bunlari; kurumlarin ve kisilerin degismeyen 6zellikleri
ile baglantili oldugunu ileri siirerler. Ayrica siipheciler; kurumlarin bir
fonksiyonu olarak gordiikleri Kurumsal 6grenmenin, ne iyi ne de kotii oldugu
konusunda belli bir standart bakis agisina sahiptirler. Vizyon sahibi kisilerin,
ogrenen kurumlarin modellendirilmesi ve sematize edilmesi ile bir yerden
digerine nasil gidilecegi hakkinda az yol gosterici olunmasi, problemin bir
pargasi olabilir.

Bu makalenin amaci, kurumlarm “Unutmay1 6grenmeyi nasil 6grendikleri?”
sorusunu iyice gelistirmektir. Amacimiz, kurumsal 6grenme ortamini yaratma
konusunda, kullanilabilir bir rehber ortaya ¢ikararak; vizyon sahibi kisiler ve
stipheciler arasinda var olan tartisma konusunun iyice daraltilmasina yardime1
olmaktir.

Bu ayrilma, Kasim 1991 yilinda Toronto’da yapilan Stratejic Management
Society konferansinda belirtilmistir. P.Senge’in “Ogrenen Kurumlar” basliklt
sunumundan sonra, katilanlar arasinda yapilan resmi olmayan bir oylamada, 2
grubun var oldugu ortaya ¢ikmistir.Bu konuyu sadece 6giit vermek olarak
diisiinenler grubu olan akademisyenler ve kurumsal 6grenmeyi sevenler grubu
olan yoneticiler ve danismanlar.



We define organizational learning as a process of inquiry (often in response
to errors or anomalies) through which members of an organization develop
shared values and knowledge based on past experience of themselves and of
others. Furthermore, we are concerned with organizational learning processes
that are conscious and systematic, that involve a critical and reflective attitude
towards the information being processed, and that lead to actions to which
organizational actors feel internally committed.

This definition of and our approach to organizational learning build largely
on the pioneering work of Argyris and Schon (1978, 1996), who adopted an
approach that was both skeptical and visionary, descriptive and prescriptive. On
the one hand, they introduced the concepts of 'single-loop’ and 'double-loop’
learning in order to describe the processes through which individuals and
organizations detect and correct errors in their behavioral strategies (single-loop
learning) and in their underlying values, objectives, and standards for
performance (double-loop learning). On the other hand, they focused on the ways
in which individual and collective defenses make organizational double-loop
learning unlikely, particularly under conditions of potential embarrassment or
threat.

In order to make double-loop learning feasible, Argyris and Schon (1974)
took the visionary step of prescribing a 'Model 2 theory-in-use' (p. 7), which is
based on three simple values (or variables): valid information, free and informed
choice, and internal commitment to the choice and monitoring of its
implementation.

Individuals who internalize and act upon these values will produce action
strategies such as combining advocacy with inquiry, making statements that are
disconfirmable, openly testing their own inferences, inquiring into the reasoning
of others, working with others to design means of protection, and jointly
controlling tasks. According to Argyris and Schon (1996), these behaviors
enhance those conditions for double-loop learning under which assumptions and
norms central to an organization's theory-in-use can be brought to the surface,
openly tested, and restructured.

Kurumsal 6grenmeyi; genellikle, hata ve anormal durumlara, bir cevap olan
arastirma islemi olarak tanimlariz. Bir kurumdaki mevcut olanlar ile daha
oncekilerin sahip oldugu tecriibeler temeline dayanan, bilgi ve degerlerin
paylasimini gelistiren bireylerin varlig1 yoluyla, kurumsal 6grenme ortaya cikar.
Ayrica biz, kurumsal 6grenme islevlerinin, bilingli olarak yapilan ve belli bir
sistematige sahip oldugu konusunda bir fikre sahip olduk. Kurumsal 6grenme
islevleri; uygulanmakta olan siireglere karsi, elestirisel ve yansitici bir davranig
gosterir. Yine kurumsal 6grenme islevleri, kurumdaki bireylerin, i¢ten
hissederek bir takim faaliyetler yapmalarina neden olur.

Bizim kurumsal 6grenmeye yaklagimimiz, temelde daha ¢ok, Argyris and
Schon’iin (1978, 1996), yaptiklar1 6ncii niteligindeki ¢alismalarinin tizerine
kuruludur. Bu ¢aligsma ile siiphecilik ve vizyon sahibi kisiler lizerinde, agiklayici
ve kuralc1 olan bir yaklagim ortaya koydular. Bir yandan 6grenmedeki islevleri
aciklamak igin, Tek Dongiilii Ogrenme ve Cift Dongiilii Ogrenmenin
konseptlerini ortaya koydular. Kisiler ve kurumlarin, hata arastirma ve
diizeltmede; kendi davranigsal stratejilerine dayali olan islemleri, Tek Dongiilii
Ogrenme olarak belirttiler. Ayni1 sekilde, hata arastirma ve diizeltmede; temel
degerler, hedefler ve performans standartlarina dayali olan islemleri de Cift
Dongiilii Ogrenme olarak belirttiler. Bir diger yandan da; 6zellikle utanma ve
korku dolu sartlar altinda, kisisel ve kollektif savunma yapma durumunun,
beklenilmeyen sekilde, kurumsal Cift Dongiilii Ogrenmeye neden oldugunu
tespit ederek, ¢aligmalarini bu konu iizerinde odakladilar.

Argyris ve Schon (1974)’de, Cift Dongiilii Ogrenmeyi ortaya gikartmak
i¢in, Model 2 teorisini tanimlayarak, ilerici bir adim attilar. Model 2; dogru
bilgi, hiir ve bilingli se¢im, i¢sel baglilik ve gerceklesmeyi izleme olmak iizere,
3 basit deger (Degisken)’den olugmaktadir.

Uyum saglamis ve yukaridaki degerlere uygun olarak hareket eden bireyler;
bilgi alarak ayrigmalar1 birlestirme, onaylanmamis hususlarda aciklama yapma,
kendi engellerini acik¢a degerlendirme, sikayetleri sorusturma, koruma
konusunda digerlerinden fikir alma ve gérevi kontrol altinda tutma gibi
konularda, stratejik nitelikte faaliyet ortaya koyabilirler. Argyris ve Schon’a
(1996) gore; bu davranislar, Cift Dongiilii Ogrenme kosullarimi gelistirir. Bu
gelistirme, organizasyonun uygulamada olan; yiizeye cikartilmis, seffaflikla test
edilmis ve yeniden yapilandirilmis olan teorisi altinda yapilir.



The problems with Model 2 are that it does not come naturally and that it
requires a complicated and lengthy learning process (Argyris 1982, 1993;
Argyris, Putnam, and Smith 1985; Friedman and Lipshitz 1992). The difficulties
entailed by Model 2 may explain why the concept of double-loop learning has
become current in the literature on organizational learning whereas the concept of
Model 2 (and its counterpart, Model 1) has largely been ignored. It is possible
that Argyris and Schon greatly overstated the rarity of double-loop learning.
However, it is also possible that many advocates of organizational learning prefer
to remain vague about the potentially embarrassing question of how to get there
from here.

From the standpoint of promoting learning practices, one of the great
strengths of the approach taken by Argyris and Schon (1978, 1996) is its
parsimony. Later advocates of organizational learning have tried to create more
comprehensive models of the knowledge and skills necessary for generating
learning practices. For example, Willard (1994) surveyed some thirty books and
articles relevant to the promotion of organizational learning and came up with a
list of no fewer than twenty-three required skills and attributes. Furthermore,
many of these skills and attributes seem more like sound overall advice for
management or organizational development (such as that found in Garvin 1993)
than advice aimed specifically at organizational learning. A comprehensive
model is likely to produce a complex, but hardly useful, guide to organizational
learning. In addition, such models, though compelling, are often formulated at a
high level of generalization that is difficult to translate into action. Organizational
actors require relatively clear milestones that can guide the process of trying to
foster organizational learning, evaluate it, or both. Therefore, the approach we
advocate for organizational learning is one in which parsimony and
manageability of cognitive load is valued more than comprehensiveness. First we
describe the basic structural mechanisms necessary for systematic organizational
learning. Second, we present a map that outlines the cultural conditions under
which organizational learning is likely to occur. Third, we present three case
studies that illustrate how systematic learning practices were developed in
organizations. On the basis of these case studies, we then identify a number of
strategies for creating conditions that promote organizational learning.

Dogal olarak ortaya ¢ikmamasi, komplike ve uzun siireli bir 6grenme
islemine ihtiyag duymasi konulari, Model 2’nin problemleridir. (Argyris 1982,
1993; Argyris, Putnam, ve Smith 1985; Friedman ve Lipshitz 1992). Kurumsal
ogrenme ve Cift Dongiilii Ogrenme konularmin, mevcut olan yazili
kaynaklarda, Model 2 (ve onun benzeri olan Model 1)’in goz ardi edilme
nedeni; Model 2’nin mevcut zorlugu olarak agiklanabilir. Argyris and Schon’un
Cift Déngiilii Ogrenmenin nadiren oldugu konusunu biiyiik ¢apta abarttiklar
sOylenebilir. Ancak ¢ogu kurumsal 6grenmeyi savunanlarin, hali hazirda sikinti
veren “Buradan oraya nasil gidilir?” sorusu karsisinda belirsiz kalmay1 tercih
ettikleri sdylenebilir.

Yiikselen 6grenme uygulamalarina goriis noktasindan bakildiginda, Argyris
ve Schon (1978, 1996) tarafindan, cimrilik olarak adlandirilan yaklagimin, en
kuvvetli yaklagimlardan biri oldugu goriiliir. Daha sonralari, kurumsal
O0grenmeyi savunanlar; 6grenme uygulamalarini liretmek i¢in gerekli olan bilgi
ve becerinin, daha karmasik modelini olusturmaya ¢alistilar. Ornegin, Willard
(1994) kurumsal 6grenmeyi ele alan 30 kadar kitap ve makaleyi tetkik ederek,
neticede, kurumsal 6grenme igin gerekli olan; en az 23 beceri ve yetenekten
olusan bir liste elde etti. Ancak bu beceri ve yeteneklerden birkag tanesi,
Ozellikle kurumsal 6grenmeyi hedef alan tavsiyeler degil daha ¢ok yonetim ve
kurumsal gelistirme i¢in (Garvin tarafindan 1993 yilinda bulunanlara benzer)
birer tavsiye niteliginde goriiniiyordu. Ayrintili bir modelleme yapmak,
karmagik fakat kurumsal 6grenme agisindan oldukga yararli ve yol gosterici
olacaktir. Ek olarak, bu tiir modellemeler, bir uygulama mecburiyeti olmasi
nedeniyle, yaygin bir sekilde yiiksek bir seviyede genellestirme yapilarak,
formiile edilir. Bu durumda ise formiile edilen konular1 uygulamaya ¢evirmek,
zorluk yaratir. Kurumsal aktorler, oldukga net olan diigiim noktalarina ihtiyag
duyarlar. Bu doniim noktalari; kurumsal 6grenme konusunda, gelistirme ve
degerlendirmelerin yapilmasini saglayacak ve bu faaliyetlere yol gosterecektir.
Bu yiizden, kurumsal 6grenme icin savundugumuz yaklasimlardan biri
cimriliktir ve bilinen yiikiin yonetilebilmesi konusu onun kapsamindan daha
onemlidir. Ilk olarak, biz, sistemli olarak kurumsal 6grenme igin gerekli olan
temel yapisal mekanizmay1 tamimladik. Ikinci olarak, ortaya ¢ikmasi muhtemel
olan kurumsal 6grenme sekilleri altinda, kiiltiirel kosullar1 belirten bir yol
haritas1 sunduk. Ugiincii olarak, kurumlarda, sistematik 6grenme
uygulamalarinin nasil gelistirilmis oldugunu aciklayan; 3 vaka calismasi (Case
study) sunduk. Bu 3 vaka ¢aligmasinda esas olarak; kurumsal 6grenmeyi ortaya
cikaran kosullarin yaratilmasina yonelik stratejileri tanimladik.



The Structural Element: Organizational Learning
Mechanisms.

A necessary, but not a sufficient, condition for systematically promoting
organizational learning is the existence of organizational structures in which the
learning process can be carried out. Dodgson (1993) defined learning organiza-
tions as 'firms that purposefully adopt structures and strategies to encourage
learning'. Similarly, DiBella, Nevis, and Gould (1996) reported that 'learning
capabilities and processes were identified in all the organizations... studied' and
that these capabilities and processes took the form of ‘formal and informal
processes and structures ... for the acquisition, sharing, and utilization of
knowledge and skills in all these firms' (p. 372). Such structures have been
labeled 'learning forums' (Garvin 1993: 91) and 'parallel learning structures'
(Bushe and Shani 1991; Schein 1993: 90). Popper and Lipshitz (1997) used the
term 'organizational learning mechanisms' (OLMs) to describe institutionalized
structural and procedural arrangements that allow organizations to systematically
collect; analyze, store, disseminate, and use information that is relevant to the
performance of the organization and its members.

OLMs can be classified according to who carries out the learning and what
the relationship of the OLM is to task performance. OLMs are ‘integrated’ to the
extent that organizational members analyze their own and others' experience in
order to improve their own performance. OLMs are 'nonintegrated' to the extent
that members collect, analyze, store, and disseminate information primarily for
the benefit of others. In addition, OLMs are 'designated' to the extent that they
operate separately from task performance, and they are ‘dual-purpose’ to the
extent that they operate in conjunction with task performance.

Strategic planning departments, for instance, are nonintegrated, designated
OLMs because their form of learning is carried on separately from task
performance and for the benefit of others. Because these OLMs are relatively re-
mote from action and because they require a considerable transfer of knowledge,
they are considered to be less powerful generators of organizational learning than
those mechanisms in which participants analyze their own behavior as an integral

Yapisal Faktor: Kurumsal Ogrenme Mekanizmasi

Kurumsal olarak 6grenmeyi sistematik bir bicimde ortaya ¢ikartan kosul;
O0grenme faaliyetinin yer bulacagi, bir kurumsal yapiin mevcut olmasidir. Bu
bir olmazsa olmaz konudur. Ancak tek basina da yeterli degildir. Dodgson
(1993), 6grenen kurumlari: Yapilarini ve stratejilerini 6grenmeyi tesvik edecek
sekilde diizenleyen firmalar olarak tanimladi. Benzer sekilde, DiBella, Nevis,
ve Gould (1996) 6grenme yetenek ve islemlerinin, biitiin kurumlarda
goriildiigiinii belirttiler. Ogrenme yeteneklerini ve islemlerini biitiin firmalarda,
resmi ve resmi olmayan islem ve yapilar olarak belirttiler. Bunlari; kazanim,
paylasim ve bilgi ve becerinin kullanimi olarak agikladilar. Bu yapilara
asagidaki sekilde isimler verildi. Ogrenme Forumlari ('learning forums' Garvin
1993) ve Parelel Ogrenme Yapulari ('parallel learning structures' Bushe and
Shani 1991; Schein 1993). Kurumsal Ogrenme Mekanizmalari ('organizational
learning mechanisms' OLMs. Popper ve Lipshitz 1997). Kurumsal Ogrenme
Mekanizmalari, kurumlara sistemli bir sekilde, organizasyonun ve bireylerin
performansi ile ilgili olan bilgileri toplamay1, analiz etmeyi, depolamayz,
yayimlamay1 ve kullanmay1 saglayan; kurumsallagmis yap1 ve islemsel
diizenlemeler olarak tanimlanir.

Kurumsal Ogrenme Mekanizmalar1 (KOM), 6grenmeyi kimin yaptigina ve
performansla olan iliskisinin tiiriine gore simiflandirilir. KOM, kendi
performanslarini artiracak olan, bizzat kendilerin ve diger kisilerin tecriibelerini
analiz eden, kurumsallagmis iiyelerinin sayisiyla dogru orantili olarak gelisir.
KOM, performans arttirma maksadiyla, isteki tecriibeleri gdzden gegirip analiz
eden bireylerin miktariyla orantili olarak ortaya ¢ikar. KOM, sadece
digerlerinin yararlanmasi i¢in, bilgileri toplayan, analiz eden ve bunlar1 yayan
kisilerin olmasiyla ortaya ¢cikmaz. KOM’nin ortaya ¢ikmasi igin; amacin, is
performansini artirmak olmasi gereklidir. KOM, is performansinin gerektirdigi
durumuna bakilarak tasarlanir. KOM, is performansini artirma hedefinden
dolay1 da ¢ift amaca sahiptir.

Stratejik planlama departmanlari, drnegin biitiinlesmemis KOM tasarlarlar.
Bunun nedeni; is performansi gereklerini ve bireylerin yararini dikkate almayan
ogrenme kaliplari tasarlamis olmalarindandir. Tasarladiklart KOM’lar1 ana
faaliyetten oldukca uzaktir ve gereken bilgi transferini saglayamazlar. Stratejik
planlama departmanlarinin bu sekilde tasarladiklart KOM’lar1; isin bir parcasi
olan, davranislar1 analiz eden kisilerden olusan mekanizmalara gore, kurumsal



part of the task. De Geus (1988), however, described how scenario-planning can
be used to make the planning process more integrated and dual-purpose (see
Galer and van der Heijden, Ch. 38 in this volume).

At Microsoft Corporation almost all project teams hold postproject discussion
sessions, and more than half of them produce written postmortem reports. As
described by Cusumano and Selby (1995), these groups are integrated, designated
OLMs, whose systematic reflection upon task performance is complemented by
mechanisms for dissemination:

The postmortem documents are surprisingly candid in their self-criticism,
especially because they are circulated to the highest levels of the company . . .
Groups generally take three to six months to put a postmortem document
together. . . The most common format is to discuss what worked well in the last
project, what did not work well, and what the group should do to improve in the
next project.

The functional managers usually prepare an initial draft and then circulate
this via e-mail to the team members, who send in their comments. The authors
collate these and create the final draft, which then goes out to team members as
well as senior executives and directors of product development, and testing. The
functional groups, and sometimes an entire project, will then meet to discuss the
postmortem findings. Some groups . . . have also gotten into the habit of holding
postmortem meetings every milestone to make midcourse corrections, review
feature lists, and rebalance schedule.

In order to distribute the lessons learned from one project to other units,
Microsoft instituted a variety of dissemination OLMs that include formal and
informal cross-group and cross-functional retreats and meetings.

Another example of an integrated and designated OLM is the Israeli Air
Force's 'after-action reviews' (AARS), a process in which pilots and their
commanders meet immediately after each mission to analyze both individual and
group performances (Popper and Lipshitz 1997). Other examples include
postproject appraisals at Boeing (Gulliver 1987) and retour d'experience at
Electricite de France (DiBella, Nevis, and Gould 1996). Because the learning in
integrated, designated OLMs is carried out by people who are performing the

O0grenmeyi ortaya koymakta, daha az etkin olurlar. De Geus (1988),
planlamanin daha biitiinlesik ve ¢ift amacl olarak, nasil yapilacagini, senaryo
planlamasi adi ile ortaya koydu.

Microsoft firmasinda, hemen hemen biitlin proje ekipleri, proje sonunda
tartisma toplantilar1 yapar. Yaridan fazlasi da bunu raporlar. Cusumano ve
Selby (1995) tarafindan acgiklandigi gibi, bu ekipler, is performansi iizerinde
yansimalari olan ve yayimlanmak i¢in mekanizmalar tarafindan tamamlanmig
bulunan, biitiinlesmis ve tasarlanmis KOM’laridur.

Microsoft, 6zellikle en yiiksek derecede yayilmis bir sirket olmasina
ragmen; hazirlanan otopsi raporlari beklenilmeyen sekilde, diiriist ve 6z elestiri
yapilarak hazirlanmaktadir. Ekiplerin bu otopsi raporlarini hazirlamalari
genellikle 3-6 ay arasinda bir zaman alir. Bu raporlarda en ¢ok kullanilan
format: son projede iyi durumda gergeklesen hususlar, iyi durumda gitmemis
hususlar ve yeni projede dikkat edilecek hususlar seklindedir.

Fonksiyonel yoneticiler genellikle baglama plani hazirlarlar ve bunu e _mail
olarak ekip iiyelerine yorumlamalar1 i¢in gonderirler. Sonra bunlar geri toplanir
ve bir sonu¢ dokiimani olusturulur. Bu sonug¢ dokiimani ekip tiyelerine, iirlin ve
test degerlendirme ile ilgili yoneticilere gonderilir. Calisma gruplari, tiim proje
bireyleri, otopsi raporundaki bulgular1 gériismek iizere toplanirlar. Bazi ekipler,
diizeltmeler yapmak, incelemek, 6zellikler listeleri yapmak ve dengeleme
programlar1 yapmak amaciyla her bir diigiim noktas1 zamaninda toplanirlar.

Bir projeden elde edilen dersleri, diger projelerde kullanmak i¢in Microsoft,
KOM’larm cesitli sekillerde yayrmlamak amaciyla kurumsal ¢dziimler
gelistirdi. Resmi ve gayri resmi ¢apraz gruplar olugturmasi ve ¢apraz
fonksiyonel anlagsma ve toplantilar yapma konular1 bu ¢aligmalar i¢inde yer
almistir.

Biitiinlesik olarak tasarlanmis KOM’lar1 igin bir diger 6rnek de; Israil Hava
Kuvvetlerinde yapilan, Faaliyet Sonu Incelemesidir. Bu islem, bireysel ve ekip
performansini analiz etmek i¢in, pilotlar ve onlarin komutanlari, her gérevden
sonra bir toplant1 yapmalari ile gergeklestirilir. (Popper ve Lipshitz 1997).
Gulliver 1987°deki postproject appraisals at Boeing (Boeing firmasinda proje
sonunda ona deger bi¢me faaliyeti) ve DiBella, Nevis, ve Gould 1996°daki
retour d'experience at Electricite de France (Fransa Elektrik kurumundaki



task itself, it can be hypothesized that such OLMs will generate higher levels of
organizational learning than other types of OLMs.

Dual-purpose, integrated OLMs fuse learning and task structures, creating a
community of reflective practitioners (Schon 1983) who weave together work,
learning, and the sharing of learning. Rayner (1993) provided an excellent
illustration of this type of OLM in an interview of Arden C. Sims, the CEO of
Globe Metallurgical Inc. Sims described what happened when a strike broke out
in late 1986:

As the union workers left the plant, about 35 salaried workers and 10
company managers stepped in to take-over operation of two of the five furnaces.
The strike was a time of great stress but also a time of great progress. We
experimented with everything ... A few weeks after management took over
operating the plant, output actually improved by 20%... We were operating in a
very fast, continuous improvement mode. Everyday people would suggest ways to
improve the operation of the furnaces or the additive process or the way we
transported material around the plant. | kept a pocket notebook, and if I saw
something I'd note it down and discuss it with the team over coffee or during
meals. | filled a notebook every day. ... As we made more changes and as we
settled in to the routine of running the plant we didn't need first-line supervisors.
We could produce the product more effectively if everyone just worked together
cooperatively welders, crane operators, furnace operators, forklift drivers,
stokers, furnace tapers, and taper assistants. (Rayner 1993: 287-9)

The integrated, dual-purpose OLM vividly described above emerged
spontaneously in response to a crisis and a sudden flattening of the organization.
Rayner did not specify whether this OLM persisted or whether other types of
OLMs were instituted in the company after the strike.

As pointed out already, OLMs represent a necessary, but not a sufficient,
condition for systematic organizational learning. To the best of our knowledge,
no research has yet been done to test the hypothesis that levels of organizational
learning rise with the level of integration and dual-purposeness of OLMs that are

tecriibeler) isimli eserlerinde belirtilen KOM’larna diger drneklerdir. Isi yapan
kisilerce gerceklestirilen, biitiinlesik olarak tasarlanmis KOM’larindaki
ogrenme seviyesi; diger tip KOM’larinda gergeklesenlere nazaran, daha yiiksek
bir derecede kurumsal 6grenmeyi ortaya ¢ikartir. Bu bir hipotezdir.

Cift amagl ve biitiinlesmis KOM’lar, 6grenme ve is yapilarmi bir arada
eriterek birlestirir (Schon 1983) ve bu sayede; birlikte ¢alisan, 6grenen ve
ogrendiklerini paylasan bireylerin bir yansimasi olan topluluk yaratirlar. Rayner
(1993)’de Globe Metallurgical Inc. firmasinin CEO Arden C. Sims ile yaptigi
raportajda, bu tiir KOM’larmin miikemmel bir drnegini vermistir. Sims,
1986°nin sonunda olan grevde neler oldugunu anlatmustir.

Sendikali is¢iler isi biraktiklarinda, 35 maasl is¢imiz ve 10 sirket
yoneticimiz, toplam 5 metal eritme firiindan 2’sini faaliyete gecirerek, oradaki
isleri listlendiler. Bu grev biiyiik bir stresle gecen zamandi fakat ayn1 zamanda
da biiyiik bir ilerlemeydi. Biz her yonden deneyim kazandik. ..... Uretim
sahasindaki ¢aligmanin yoneticiler tarafindan yapilmasindan birkac hafta sonra;
tiretim miktar1 %20 artt1. Biz devamli iyilestirmeler yaparak, durmadan
calistyorduk. Firinlardaki ¢calismanin gelistirilmesi, yeni ek ¢aligmanin
yapilmasi ya da liretim sahasina hammaddelerin getirilme seklinde degisiklikler
konusunda, ¢alisanlar her giin fikir sunuyorlardi. Ben hemen bir not defteri
kaptim ve ne gordiiysem yazmaya basladim. Yemek siiresince ve kahve
molalarinda, yazdiklarim hakkinda ekiple gorilisiiyordum. Her giin neredeyse bir
not defteri dolduruyordum. ... Biz ¢ok degisiklik yaptik ve bunlar1 rutin hale
koyduk. Sonugcta; ilk hattaki usta baslarina (Denetgilere) ihtiyacimiz kalmamaig
oldugunu gordiik. Kaynakeilar, ving ve firin operatorleri, forklift siiriiciileri,
firin atescileri (Komiirciiler), dokiimciiler ve yardimcilarla birlikte herkes tam
bir isbirligi i¢inde ¢alisirlarsa, daha etkili bir tiretim yapabiliriz. (Rayner 1993:
287-9)

Bir krize tepki olarak kendiliginden ortaya ¢ikan ve kurumu aniden diimdiiz
eden; biitiinlesik ve ¢ift amagli KOM, yukarida anlatilmistir. Rayner grevden
sonra bu kurumda, anlatilan bu KOM’nin siirdiiriiliip-siirdiiriilmedigi konusunu
ve baska tip KOM’larmin kurulup-kurulmadigimni belirtmemistir.

Hali hazirda kabul edilen sekliyle, KOM’larinim kurulmasi bir mecburiyet
halini almistir. Fakat KOM’larinin kurulmus olmasi; sistematik kurumsal
o0grenme kosulunun saglanmasi icin yeterli degildir. Mevcut bilgilerimize gore
olusturdugumuz bir hipotezimiz var. Ancak bu hipotez, arastirma yapilarak test



introduced. Furthermore, some anecdotal evidence raises doubts about the
effectiveness of OLMs. For example, Dave Moore, Microsoft's director for
development, noted that, despite the proliferation of project postmortems, the
same errors kept occurring, a problem that he attributed to insufficient
accountability for follow-up on the implementation of lessons learned
(Cusumano and Selby 1995).

If an OLM is ineffective, it may be that learning has become ritualistic or
may be limited by defensiveness, insufficient or distorted information,
organizational politics, or many other Teaming disabilities' (Senge 1990: 18).
Argyris (1991, 1994) has described how talented and well-intentioned
professionals systematically inhibit learning when they experience psychological
threat in the process of reflecting on practice. Thus, a map usable for guiding
organizational learning needs to go beyond the structural element and address
those features of an organization's culture that are likely to promote or inhibit
organizational learning.

The Cultural Element: The Behavioral World.

Several authors have noted that effective organizational learning requires a
climate or culture that fosters inquiry, openness, and trust (Argyris and Schon
1978; Beer and Spector 1993; Davies and Easterby-Smith 1984; DiBella, Nevis,
and Gould 1996; McGill, Slocum, and Lei 1993). If structures represent the
relatively tangible 'hardware' of organizational learning, then organizational
culture represents the 'software'. Organizational culture can be defined as the
relatively stable ways of perceiving the world and the action strategies that an
organization has learned from experience (Schein 1990). In this sense, culture is
the output of organizational learning, but at the same time it constrains
organizational learning as well as every other activity of the organization.
Because culture is such an overarching and complex construct (Lundberg 1985),
we have chosen to simplify matters by adopting the concept of the 'behavioral
world' (Argyris and Schon 1996; 69), which focuses on the elements of an
organization's culture that facilitate or inhibit learning.

edilmemistir. Kurumsal 6grenmenin derecesi, KOM’nin biitiinlesik ve ¢ift
amacl olma seviyesine gore artar. Ancak, KOM’lerin etkinligi konusunda
siiphe tasiyan birgok sdylev vardir. Ornek olarak: Microsoft Gelistirme Boliimii
direktorii Dave Moore, proje otopsi raporlarinin hizla cogalmasina ragmen ayni
problemlerin devam ettigini agikladi. Problemin nedenini; elde edilen derslerin
uygulamaya konulmasinda ki sorumsuzluktan kaynaklandigina atfetti.
(Cusumano ve Selby 1995).

Eger bir KOM etkili degilse Bunun sebepleri sunlar olabilir: dinsel ya da
aligkanliklarla ilgili fikirlerdir, agiklamasi veya nedeni sinirlidir, fikrin
uygulamaya gecilmesi yetersizdir, fikir bozuk, saptirilmis veya gegersizdir, fikir
politiktir ya da en ¢ok goriilen sebebi olarak; ekip yetersizligi vardir. (Senge
1990: 18). Argyris (1991, 1994), yetenekli ve iyi niyetli profesyonellerin,
uygulama esnasinda psikolojik endise yasadiklar1 zamanlarda, 6grenmeyi
sistematik olarak nasil engellediklerini agikladi. Bu bilgiyle; kurumsal 6grenme
icin bir haritanin olmasi, kurumsal iiyelerin olumsuz etkisinden uzak kalmak
icin bir zorunluluktur. Bu harita, kurumsal 6grenmeyi ortaya ¢ikartacak ya da
engelleyecek olan; kurumsal kiiltiiriin dogasina hitap etmelidir.

Kiilturel Faktor: Davranigsal Diinya:

Bir¢ok diisiiniir, etkili kurumsal 6grenmenin; arastirma, seffaflik ve
diiriistliigii 6ne ¢ikaran bir ortam ve kiiltiire gerek duydugunu belirtti (Argyris
ve Schon 1978; Beer ve Spector 1993; Davies ve Easterby-Smith 1984;
DiBella, Nevis, ve Gould 1996; McGill, Slocum, ve Lei 1993). Orgiit yapisal
olarak oldukga belirgin ve olumlu yaklasima sahip ise bu durum kurumsal
O6grenmenin “Hardware” (Donanim) kismini olusturur. Kurumsal kiiltiir ise
“Software” (Yazilimi) temsil eder. Kurumsal kiiltiir, diinyay1 algilamanin
kararli yollar1 ve tecriibelerle elde edinilen faaliyetlere yonelik stratejiler olarak
tarif edilir (Schein 1990). Bu anlamda kiiltiir, kurumsal 6grenmenin bir
c¢iktisidir. Bununla beraber, orgiitiin faliyetlerinde oldugu gibi 6rgiit kiiltiiri,
kurumsal 6grenmeyi de kisitlar. Bunun nedeni kiiltiiriin, tepeden bakan ve
karmasik bir yapida olmasidir (Lundberg 1985). Biz, “Davranigsal Diinya”
olarak adlandirarak, konuyu basit bir ifadeye uyarlamis olduk (Argyris ve
Schon 1996; 69). Bu sekilde, kurumsal 6grenmeyi kolaylastiran veya
engelleyen, orgiitsel kiiltiirin unsurlar1 {izerinde odaklandik.



Argyris and Schon (1996) defined the behavioral world as the 'qualities, Argyris ve Schon (1996), davranigsal diinyayi: Nitelikler, anlamlar ve
meanings, and feelings that habitually condition patterns of interaction among duygular olarak tarif ettiler. Bunlar, kurumsal arastirma yapilmasina direkt
individuals within the organization in such a way as to affect organizational etkisi olan, kurum igindeki bireylerin birbirleriyle aligkanlik halini almus,
inquiry' (p. 29). We suggest that the behavioral world can be mapped out in terms | etkilesim kaliplaridir. Biz, davranigsal diinyanin, sekilde belirtildigi gibi; genel
of contextual, psychological, and behavioral factors (see Fig. 34.1). Behavioral durum, psikoloji ve davranigsal faktorlerle planlanabilecegini ileri siirdik.

factors refer to the kind of observable actions that are likely to promote Davranissal faktorler, gozlenebilir faaliyetlerden olusur ve kurumsal
organizational learning. Psychological factors refer to the internal states that are | 6grenmenin gelismesine yardim ederler. Psikolojik faktorler, kurumsal
likely to facilitate or motivate these actions. Contextual factors refer to those O0grenmeyi gelistirir veya motive eden i¢sel durumlardir. Genel durum
organizational norms or cultures that are likely to create and reinforce these faktorleri, kurumsal norm ve kiiltiirden kaynaklanir ve psikolojik faktorleri
psychological conditions. All these factors are linked by a causal loop. yaratir veya gliglendirir. Tiim bu faktorler birbirini etkileyecek bir dongiidedir.
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This map represents a heuristic model derived in part from Argyris and
Schon's (1996) concept of a Model 2 theory-in-use and in part from our own
research and practice (Friedman 1997; Friedman and Lipshitz 1992; Overmeer
1996; Popper and Lipshitz 1997). Parsimony was one of the main guiding
principles in creating this map. To increase the map's practicability among
practitioners and researchers, we have resisted the tendency to add more and
more variables. Rather, we have continually asked what can be combined or
eliminated without significantly affecting the map's usefulness.

The four behavioral characteristics are transparency, inquiry, disconfirmation,
and accountability. Transparency means people's disclosure of their actions,
thoughts, and intentions, and of the reasoning behind their opinions and actions
as explicitly, clearly, and honestly as possible. Transparency increases the
likelihood of obtaining valid information (which is essential for effective
learning) by both decreasing the likelihood of willful or unintentional self-
deception and encouraging others to provide full, honest disclosure. Popper and
Lipshitz (1997) suggested that the Israeli Air Force encourage transparency by
making video tapes of flight performance. The policy of full financial disclosure
that was instituted at Globe Metallurgical also exemplifies transparency (Rayner
1993).

Inquiry means persistently digging into a situation (e.g. asking open
questions, collecting data, and identifying gaps and contradictions) in order to
construct an image of reality that captures its complexity and meaning as well as
possible (Argyris and Schon 1996; Dewey 1938). Disconfirmation is the open
admission of error or a change of one's mind when other perceptions or
interpretations have been shown to make more sense. Accountability means hold-
ing oneself responsible for one's actions and their consequences, but it also
implies taking corrective measures and implementing the lessons learned (Beer
and Spector 1993; March and Olsen 1976; Shaw and Perkins 1992). In the ab-
sence of such knowledge, accountability means experimenting with new
behaviors and taking responsibility for the outcomes in order to stimulate
learning (Argyris and Schon 1996).

The psychological factors underlying these behaviors are doubt and a sense of
psychological safety. Doubt is a psychological precondition for inquiry. Drawing
on Dewey (1938), Argyris and Schon (1996) defined inquiry as 'the intertwining

Bu harita, Argyris ve Schon's (1996) Model?2 teorisine ait konseptindeki bir
boliimden tiiretilmis olup, ayn1 zamanda da bizim kendi arastirma ve
calismamizda gegen bir bolimdiir (Friedman 1997; Friedman ve Lipshitz 1992;
Overmeer 1996; Popper ve Lipshitz 1997). Bu haritay1 ortaya ¢ikartirken, ana
baslangi¢ konusu “Cimrilik” oldu. Haritanin, ¢alismacilar ve arastirmacilar i¢in
uygulanabilir olmasini artirmak i¢in; durmadan degisken eklemek egilimine
kars1 koyduk. Daha dogrusu, biz devamli olarak, haritanin kullanilabilir
olmasini 6nemli 6l¢iide azaltmaksizin, “Neleri bir arada birlestiririz ve neleri
cikartabiliriz?” diye sorduk.

Dort davranissal ozellik: Seffaflik, aragtirma, serbesti ve hesap verebilirlik.
Seffaflik; kisilerin faaliyetlerini, diisiincelerini, ve niyetleri ile diisiince ve
niyetlerinin arkasindaki sebepleri, miimkiin olan aciklik, temizlik ve diiriistliikle
aci8a vurmasidir. Seffaflik, (Etkili 6grenme i¢in gerekli olan) gegerli bilgiye
sahip olmanin olasiligini artirir ve hem kasitli ve kasitsiz olarak kendini aldatma
olasiligin1 azaltir ve hem de diger kisileri seffaf olmalari i¢in onlar
cesaretlendirir. Popper ve Lipshitz (1997), Israil Hava Kuvvetlerinin, ucus
video kayitlarini yaparak, seffafligi cesaretlendirdigini agikladi. Globe Met-
allurgical tiim finansal bilgileri agiga vurma politikasin1 kurumsal nitelik haline
getirerek, seffaligi 6rnekleyerek gosterdiler (Rayner 1993).

Aragtirma, bir durumun i¢ine dogru, miimkiin oldugunca onun
karmasikligin1 ve manasini ortaya ¢ikartacak sekilde (Ornegin; agik sorular
sorma, bilgi toplama, goriis ayriliklar1 ve zitliklar1 tanima gibi), stirekli olan bir
kazma iglemidir (Argyris ve Schon 1996; Dewey 1938). Serbesti, diger
algilamalarin ve yorumlarin daha fazla oldugu hissedildigi zaman; hatanin agik
bir itirafidir veya birinin fikrini degistirmesidir. Hesap verebilirlik, bir kiginin
hareketlerinden ve onun sonuglarindan dolay1 sorumlu olmas1 demektir. Fakat
ayni zamanda, diizeltici 6l¢limlerin alinmasini ve elde edilen derslerin
uygulanmasi konularini da kapsar (Beer ve Spector 1993; March ve Olsen
1976; Shaw ve Perkins 1992). Bu tiir bilgilerin yoklugunda hesap verebilirlik;
yeni davraniglar deneme ve 6grenmeyi canlandiracak sonuglar i¢in sorumluluk
alinmasi anlamina gelir (Argyris ve Schon 1996).

Bu tiir davraniglarin altinda yatan psikolojik faktorler, psikolojik giiven
duygusu ve siiphedir. Siiphe arastirma i¢in psikolojik bir 6n kosuldur. Drawing
on Dewey (1938), Argyris ve Schon (1996) siipheyi: diisiince ve eylemlerin



of thought and action that proceeds from doubt to the resolution of doubt’ (p. 11).
When people experience doubt, they are more likely to genuinely inquire into a
situation. Part of doubt is the feeling of not knowing—of being confronted by a
situation that presents an impasse, gap, puzzle, contradiction, or some other kind
of uncertainty.

Doubt, however, can be extremely threatening, particularly when it calls into
question a person's sense of competence (Harrison 1962), construction of reality,
or both (Friedman and Lipshitz 1992). Psychological safety is necessary to
counterbalance feelings of threat and anxiety that may be generated by
uncertainty and doubt (Schein 1969). A sense of psychological safety makes it
easier to face the potentially disturbing or embarrassing outcomes of inquiry, the
exposure of transparency, and the risks of accountability.

Clearly, what causes doubt and psychological safety differs from person to
person, but it can also depend heavily on the social or organizational context in
which organizational actors function. The contextual factors include a tolerance
for admitting error, issue orientation, egalitarianism, and a commitment to
learning. These norms are observable to the extent that they are given concrete
expression in organizational policies, structure, rituals, and slogans, though
norms expressed in these ways may be espoused but not necessarily practiced
(Argyris and Schon 1974).

A tolerance for admitting error means that the organization will reward, or at
least will refrain from punishing, people for admitting errors. For example, the
CEO of Globe Metallurgical made it clear that if an employee made a suggestion
that meant the loss of a job, no one would get laid off—and he kept his promise
(Rayner 1993). If people do not fear punishment or reprisal for their actions, they
are likely to experience a greater sense of psychological safety, which makes it
easier for them to experiment and admit error (transparency and accountability)
so that they and others can learn from the experience.

Issue orientation is the tendency to base judgments on substance rather than
on political interests, status, or personal likes and dislikes. Eisenhardt, Kahwajy,
and Bourgeois (1997) found that top management teams that engaged in a high
level of conflict over substantive issues were more effective than teams that
engaged in interpersonal conflict or low level of conflict. If people believe that

karsit ikizlikleri olarak tanimladilar ve siipheden baslayarak, siiphenin
¢oziilmesine kadar devam ettigini belirttiler. Insanlar siiphe duyduklarinda,
durumun derinliklerine dogru bir arastirma yaparlar. Stiphe; bilmeme
duygusudur. Cikmaz, goriis ayriligi, objeleri yerli yerine koyamama, ¢eliski ve
diger tiirlii kuskular igeren durumlara bir kars1 durma bigimidir.

Ozellikle baz1 kisisel yetenekler sorgulandiginda (Harrison 1962) ve
gercegin ortaya ¢ikmast durumunda ya da bu her iki durumda beraber olarak,
stiphe ileri derecede tehdit unsuru olabilir (Friedman ve Lipshitz 1992).
Psikolojik giiven duygusu; kusku ve siiphe tarafindan iiretilen tehdit ve sinir
duygularini dengelemek igin gereklidir (Schein 1969). Psikolojik giiven
duygusu; arastirma, seffaflik ve hesap verebilirlik sonucu ortaya ¢ikan rahatsiz
edilme ve utanma duygulariyla karsilasmay1 daha da kolaylastirir.

Stipheye neyin sebep oldugu ve psikolojik giiven duygusunun da kisiden
kisiye degisik bicimde oldugu hususu agik¢a bilinmektedir. Stiphe; kurumsal
aktorlerce ortaya ¢ikarilan, sosyal ve orgiitsel genel duruma, biiyiik bir sekilde
bagimlidir. Genel durumdaki unsurlar; hatalara karsi toleransli olmayz,
konularin uyarlanmasini, esitligi ve 6grenmenin yapilmasini igerir. Bu
kavramlar, kurumsal politikalar, kurumsal yap1, adetler ve sloganlar icinde
acikca ifade edilirler. Bu ifadenin derecesi ile de pratik olarak olmasa da
gozlenebilirler (Argyris ve Schon 1974).

Hatalara kars1 toleransli olmak demek; hatasin1 kabul eden kisileri
odiillendirmek ya da ddiillendirilemiyorsa, en azindan onlara ceza vermemek
demektir. Ornegin: Globe Metallurgical sirketinin CEO’su, eger bir ¢alisan
sonugta igin kayb1 anlamina gelecek bir teklif bile yapmis olsa, bundan dolay1
isten ¢ikartilmayacagini agikca beyan etti (Rayner 1993). Eger insanlar
hareketlerinden dolay1 bir cezadan ve misillemeden korkmazlarsa, daha biiyiik
bir psikolojik giiven duygusuna sahip olurlar. Bu sayede de insanlarin daha
fazla tecriibe kazanmasi kolaylasir ve hatalarini kolayca kabul ederler (Seffaflik
ve hesap verebilirlik). Bu hem onlarin ve hem de bagkalarinin, tecriibe edinerek
Ogrenmelerini saglar.

Sorun oryantasyonu; politik tercihler, statii ve kisisel begenilerden daha ¢ok,
konu hakkindaki temel yargilar yoniindeki egilimlerdir. Yiiksek derecede
anlagmazliklarla ilgilenen tepe yonetim ekibinin, daha az 6nemli konular ve
kisiler arasindaki anlagsmaliklarla ugrasan ekiplerden daha basarili oldugunu,
Eisenhardt, Kahwajy, ve Bourgeois (1997) ortaya ¢ikartti. Eger insanlar, kurum



they and others in the organization will base judgments on substantive criteria,
their sense of psychological safety and fairness will increase, and they will be
more willing to be transparent. An issue orientation also causes people to cast
doubt on their attitudes and pre-judgments in light of substantive data.

Egalitarianism refers to the practices of power-sharing, participation, and
equal responsibility for meeting performance standards regardless of formal
status. Egalitarianism opens communication channels and thereby promotes
innovation and learning (Kanter 1988; McGill, Slocum, and Lei 1993; Weisbord
1987). Egalitarianism reinforces people's sense of psychological safety, fairness,
and commitment. For example, in the Israeli Air Force's after-action reviews,
everyone—pilots and commanders, rookies and veterans—came under close
scrutiny. Both egalitarianism and tolerance for admitting error were expressed in
statements such as 'everybody is in the same boat' and "all pilots make errors'
(Popper and Lipshitz 1997). Egalitarianism can also stimulate doubt because
people who hold positions of responsibility in organizations with egalitarian
norms are more likely to be open about their own uncertainties.

Finally, the organization's commitment to learning plays an important role in
creating psychological and behavioral conditions. An organization is committed
to learning when it values collective learning either in itself or as an essential
activity for survival or effectiveness. Commitment can be demonstrated through
the investment of time and resources that take organizational learning beyond
mere slogans. A no less important sign of commitment is the active involvement
and openness of top management, whose behavior tends to become a standard
against which organizational members judge the seriousness of a particular effort.
For the sake of clarity our map of a behavioral world that is conducive to
organizational learning (see Fig. 34.1) has been drawn to show a series of causal
links: The organizational context creates psychological conditions, which, in turn,
generate behavioral conditions. In practice the links go both ways, and there are
numerous causal connections within the categories themselves.

The purpose of this map is to provide a set of targets that managers or
consultants could keep in mind if they wish to promote or evaluate organizational
learning. The map is not intended to be a comprehensive model or theory of the
conditions influencing organizational learning. For this reason it leaves out a
number of factors, such as the degree of uncertainty in an organization's

iginde gelisen 6nemli sorunlarda, hiikiim verilmesinde, kendilerinin temel
alinacaklarina inanirlarsa, psikolojik giiven duygular artacak ve seffaf olmaya
daha fazla istekli olacaklardir. Bir sorunun oryantasyonu ayni zamanda,
insanlarin stipheli tutumlar gostermelerine ve 6nemli bilgiler ile bir 6n
yargilama yapmalarina neden olmaktadir.

Esitlik, resmi duruma uygun olan performans standartlarina gore ¢calismak
i¢in; gii¢ paylasimini, katilimcilig1 ve esit olarak sorumluluk almay1 6ngoriir.
Esitlik, iletisim kanallarinin agik olmasina neden olur ve bu da yenilik ve
ogrenmeyi saglar (Kanter 1988; McGill, Slocum ve Lei 1993; Weisbord 1987).
Esitlik, psikolojik giiven duygusunu, adaleti ve baglilig: artirir. Ornegin: Israil
Hava Kuvvetleri (IHK) nde yapilan Faaliyet Sonu Inceleme (FSI) isleminde,
pilot ve komutanlar, acemiler ve gaziler yakin inceleme altinda oldular. “Herkes
ayn1 gemide” ve “Her pilot hata yapar” sozleriyle esitlik ve hatalara kars1
toleransli olma ifade edildi (Popper ve Lipshitz 1997). Kurumda esitlik
kavramina uygun olarak, organizasyonda sorumluluk duygusuyla makam isgal
eden kisiler, kendi kuskularini belirtme konusunda da a¢ik olma durumunda
olacaklardir. Bu durumda esitlik, siipheyi tetikleyecektir.

Sonug olarak, kurumlarin gergeklestirdikleri 6grenme, psikolojik ve
davranigsal kosullarin yaratilmasinda 6nemli bir rol oynar. Kurumda
gerceklesen 6grenme ya kurumun idamesi i¢in 6nemli bir faaliyet olarak ya da
kurumun bir etkinligi olarak deger bulur. Sloganlarin 6tesinde,
organizasyondaki gelisim durumu, kurumsal 6grenme i¢in yapilan zaman ve
kaynak yatirimi ile kolayca 6lgiilebilir. Kurum iiyelerinin, standartlara aykiri
davranig egilimleri karsisinda, tepe yonetiminin verdigi agiklik ve normal
karsilama taahhiitii ile yargilama yapma durumunda olmalari, nemli bir
isarettir. Konunun iyice anlagilmasi i¢in, Davranigsal Diinya hakkindaki
haritamizda, birgok nedensel baglant1 gosterilmistir. Kurumsal durum,
psikolojik kosullar1 yaratir ve o da sirali davranigsal kosullart tiretir.
Uygulamada baglantilar ¢ift yonliidiir ve kategorilerin kendi i¢inde de ¢ok
sayida nedensel baglant1 vardir.

Bu haritanin amaci; kurumsal 6grenmeyi ortaya ¢ikartmak ya da gelistirmek
isteyen yoneticiler ve danismanlarin akillarinda tutacaklar1 hedefleri
gostermektir. Harita kurumsal 6grenmeyi etkileyen kosullarin bir teorisi ya da
gelismis bir modeli olma niyetiyle yapilmamistir. Ciinkii haritada bir¢ok unsur
yer almamustir. Organizasyonun ¢evresinde olan kuskularin derecesi, isin dogas1



environment, the nature of its task, and the nature of its leadership (for a
discussion of leadership in organizational learning, see Sadler, Ch. 18 in this
volume; for a discussion of the role of top management, see Tainio, Lilja, and
Santalainen, Ch. 19 in this volume). These factors may be crucial for un-
derstanding where and to what extent learning is likely to occur, but they are
relatively fixed and not easily influenced by management or interventionists.

The purpose of this map is to provide a set of targets that managers or
consultants could keep in mind if they wish to promote or evaluate organizational
learning. The map is not intended to be a comprehensive model or theory of the
conditions influencing organizational learning. For this reason it leaves out a
number of factors, such as the degree of uncertainty in an organization's
environment, the nature of its task, and the nature of its leadership (for a
discussion of leadership in organizational learning, see Sadler, Ch. 18 in this
volume; for a discussion of the role of top management, see Tainio, Lilja, and
Santalainen, Ch. 19 in this volume). These factors may be crucial for un-
derstanding where and to what extent learning is likely to occur, but they are
relatively fixed and not easily influenced by management or interventionists.

Although the map provides targets, it does not specify where to begin or how
to hit those targets. In the following section we present three case studies that
illustrate the development of learning processes within organizations. The three
case studies represent a set of 'action experiments' (Argyris, Putnam, and Smith
1985: 118) carried out in very different settings and enable one to identify and
illustrate a number of strategies for helping organizations learn to learn.

Three Case Studies.

Case 1: Ordnance Corps of the Israel Defense Force.

Lipshitz, Popper, and Oz (1996) described their attempt as consultants to
foster organizational learning in the Ordnance Corps of the Israel Defense Force
(IDF) through the design and implementation of organizational learning
mechanisms (OLMs). Their prototype for such a mechanism was the Israeli Air
Force's after-action review (AAR). The consultants knew that other parts of the
IDF had growing interest in improving processes through which units were
supposed to learn lessons from operational experience.

ve liderligin dogas1 (Kurumsal 6grenmede liderlik tartismasi Sadler; Tepe
yonetimi rolii tartismasi Tainio, Lilja, ve Santalainen). Bu faktorler 6grenmenin
nerede ve ne Olg¢lide ¢ikacagini anlamak konusunda 6nemli olabilir. Fakat bu
konular olduk¢a uyarlanmis olurlar ve yonetim ve miidahalecilerden kolaylikla
etkilenmezler.

Harita hedefleri gostermesine ragmen bu hedeflere nasil gidilecegini ve
nereden baslanacagini belirtmez. Devam eden boliimde, 3 vak’a c¢alismast
verdik ve kurumlardaki 6grenme isleminin gelistirilmesini agikladik. Bu 3 vak’a
calismasi, bir dizi “Deney c¢aligmasini” igerir. Bu ¢alismalar ¢ok farkl
ortamlarda gerceklesmis olup, kurumsal 6grenme konusunda yardimci olacak
cok sayida stratejiyi tanimlar ve ayn1 zamanda agiklar.

3 Vak’a Calismasi

VAK’A 1 : israil Silahli Kuvvetlerinde Ordudonatim
Birlikleri

Lipshitz, Popper, ve Oz (1996) KOM’larini tasarlamak ve uygulamak
yoluyla, Israil Silahl1 Kuvvetleri (ISK) Ordudonatim Birliklerinde kurumsal
o0grenmeyi One ¢ikartmak i¢in, danigman olarak gorev yaptiklari faaliyetleri
acikladilar. Prototip mekanizma olarak IHK deki FSI islemini &rnek aldilar.
Danmigmanlar, ISK’nin diger birliklerinde de harekat tecriibeleriyle elde edilen
bilgilerle, faaliyetleri iyilestirme konusuna olan ilginin devamli olarak arttigini
biliyorlardi.



The consultants were invited to work with a task force that had been created
to improve methods for learning from experience. The consultants had a vision of
and belief in organizational learning, but they did not have a clear method for
producing that vision. Rather, they based their intervention on a loose set of con-
cepts involving both structural change (assimilating an organizational learning
mechanism into project management) and cultural change (fostering the values
and behaviors that facilitate organizational learning).

Although the consultants could not provide the task force with a recipe for
generating organizational learning, they did attempt to convey their vision
through familiar examples of an OLM (e.g. the Air Force's after-action review
process) and of cultural change (the Unit 101 myth*). The consultants assumed
that these 'metaphors’, as they called them, would be easily grasped by the task-
force members, and would subsequently fire their imaginations and stimulate
them to think about how such processes could be applied to their own situation.

The consultants also devised a ‘dual-track strategy' through which the task
force, operating as a prototypical OLM, would devise a methodology for
integrating after-action reviews into project management. On one track, the task
force would work on specific problems involving the operational preparedness of
Israeli-made Merkava tanks, periodically conducting after-action reviews to look
at their work. On the second track, it would simultaneously experiment with the
format of after-action reviews themselves and reflect on the results.

* In the early 1950 s, Moshe Dayan (the then Chief-of-Staff of the IDF)
wanted to improve the overall performance of the military by instilling three
values: Accomplish your mission under all circumstances, physically lead your
subordinates into combat, and never leave a wounded soldier behind in retreat.
To do so, Dayan created Unit 101, a small elite commando that put these values
into practice and became a legend through its daring, successful missions. Unit
101 became a vehicle for diffusing these values in two ways: It became a model
for imitation, and its members, who were placed in key leadership positions
throughout the IDF, instilled these values wherever they went.

Contrary to the consultants' expectations, the metaphors failed to inspire the
task force members, and the dual-track process created considerable confusion
over what was expected of them. The natural tendency of the task force was to

Danigsmanlar, tecriibelerden 6grenme ile iyilestirme metoduna uygun olarak
olusturulmus bir gorev giicli ile birlikte calismaya basladilar. Danismanlar,
kurumsal 6grenme konusunda bir goriis ve inanca sahiptiler. Fakat bu yonde
nasil uygulama yapacaklar1 konusunda belirgin bir metotlar1 yoktu. Daha
dogrusu, daha yumusak konseptler kullanarak, hem yapisal degisim (Proje
yonetiminin icine KOM’larmm yerlestirdiler) ve hem de kiiltiirel degisim
(Kurumsal 6grenmeyi kolaylastiracak davranis ve degerleri 6ne ¢ikardilar)
yaptilar.

Danigmanlar, gérev giiciine, kurumsal 6grenmeyi tiretmek i¢in bir ¢éziim
saglayamadilar. Goriislerini, benzer KOM’larin1 (IHK FSI) ve kiiltiirel degisim
(Unit 101 myth2) 6rnekleri vererek ifade etmeye caligtilar. Danigmanlar, gérev
giicli liyelerine, metafor dedikleri kavrami kolayca algilayacaklarini, onlarin
hayal giiciinii atesleyecegini ve kendi durumlarina uygun olan hangi islemleri
uygulayacaklar1 konusunda hizla karar vereceklerini agikladilar.

Danigmanlar g¢ift izli strateji uyguladilar. Boylece gorev giicii, proje
yonetimi iginde yapilacak FSI ile biitiinlesmis bir metetoloji olan; prototip
KOM uyguladilar. Birinci izde, gorev giicii Israil yapimi tanklarm Harekata
Hazirlik konusunda karsilasilan belli problemler iizerinde ¢alisan, periyodik
olarak yapilan FSI’nde kendi ¢alismalarini tetkik edeceklerdi. Ikinci izde ise
kendi FSI formatindaydilar, ayn1 anda denenir ve bunlar sonuglara yansitilirdi.

1950°1i yillar basinda, Moshe DAYAN (Sonra ISK Gnkur.Bsk. oldu) 3
fikir asilayarak, tiim askeri performansi gelistirmek istedi: Tiim kosullarda
gorevi basarmak, muharebede fiziksel olarak astlarini izlemek ve geri ¢ekilirken
arkada asla yaral1 asker birakmamak. Bunu yapmak i¢in DAY AN; bu degerleri
uygulamaya koyacak, bir grup seckin komandodan, sonradan, kisa siirede
cesaret ve basarilariyla efsane olacak, Unit 101’1 olusturdu. Unit 101 bu
degerleri 2 sekilde gerceklestirmeye araci oldu: Taklit edilen bir model oldular.
Uyeleri ISK’nde anahtar liderlik pozisyonlarinda yer aldilar ve gittikleri her
yere bu degerleri birer fikir olarak asiladilar,

Danismanlarin beklentilerine zit olarak; metafor, gorev giicii liyelerine
ilham vermekte basarisiz oldu. Cift izli islemler, beklenilenin tizerinde
diizensizlige neden oldu. Gorev giiciiniin dogal egilimi, kesin olan hareket



focus on the concrete, operational objective (tank preparedness) and to subtly
resist attempts to get them to focus on the 'second track' (after-action review
development), which seemed of little inherent interest. At one point the project
completely stalled for three months because the commander, who may have
begun to lose interest, turned his attention elsewhere.

The commander turned his attention back to the project when he learned that
he was going to be transferred and did not want to leave an unfinished project
behind. A breakthrough was achieved when the consultants and the commander
stumbled upon the fact that each of the units to which task-force members
belonged used a different maintenance information system. The curious fact that
each unit had developed its own unique system and the obvious value of learning
from each others' experience stimulated the task-force members to focus attention
and energy on this specific issue. The consultants thus invented a new OLM—an
‘empirical seminar' in which each task-force member would present his unit's
system, which the group would then study as a whole.

Gradually, the task-force underwent a marked change in both the clarity of
the issues being discussed and the involvement of the members. Discussions
were frank yet pleasant, and differences in rank came to play no role whatsoever.
Members enjoyed a process that took them away from the daily routine but that
remained extremely relevant to their work. The empirical seminar resulted in the
development of a written guide for designing maintenance information systems, a
manual that was based on the comparisons between the various systems. The
participants also developed a guide for integrating after-action reviews into the
Ordnance Corps's project management. This work concluded the first phase of
the project. The second phase called for task-force members to follow the
example of Unit 101, whose members had dispersed into various units of the
IDF, and to disseminate in their individual units the lessons learned in the
empirical seminar and the values behind it.

hedeflerine (Tank hazirhig1) yonelmek ve dogal goriinmeyen ikinci iz (FSI
gelistirmesi) lizerinde odaklanilmasina zekice karsi konulmasi seklindeydi. Bir
ara, komutanin ilgisini kaybedip baska yere yonelmesi ile proje 3 ay boyunca
tamamen durdu.

Komutan baska yere tayin olacagini 6grenince, arkasinda yarim kalan bir i
birakmamak i¢in dikkatini tekrar projeye ¢evirdi. Farkli bakim bilgi sistemi
kullanan birimlerde karsilagilan olaylar, danisman ve komutanin
tokezlemesinden sonra olumlu bir seyire girdi ve atak bir hamle basarili sekilde
gerceklestirildi. Bu yeni olaylar, her birimin kendi 6zel sisteminde
gerceklestirildi. Gorev giicii tiyelerinin bu belli sorun iizerine dikkat ve
enerjilerini odaklamalariyla, elde edilinen tecriibelerden diger {initeler de
faydalandi. Danismanlar bu sayede yeni KOM’lar1 buldular. Gérev giicii
iiyelerinin kendi birimlerindeki sistemi anlatarak deneysel seminer yapiyor ve
sonra topluca bu konular tizerinde ¢alistyorlardi.

Gittikce artan bir sekilde, gorev giicii; hem tartisilan ve hem de insanlarin
karsilagmis olduklar1 sorunlarin agikliga kavusmasi konularinda 6nemli
degisiklikler gecirdi. Tartismalar hos bir sekilde dile getiriliyor ve riitbe ne
olursa olsun énemli olmuyordu. Uyeler, kendilerini giinliik rutin islerden
alikoyan bu uygulamay sevdiler. Fakat islerine de oldukg¢a fazla bir sekilde
bagl kaldilar. Deneysel seminer, bakim bilgi sisteminin tasarimini yapmak i¢in,
gelistirilmis yazili bir kilavuzun yapilmasiyla sonuglandi. Bu dokiiman, ¢esitli
sistemler arasinda karsilastirma yapilmasina da temel oldu. Katilimcilar aym
zamanda, Ordudonatim Birlikleri proje yonetimi i¢indeki biitiinlesik FSI’nin
yapilmast i¢in bir kilavuz gelistirdiler. Bu ¢alisma, projenin ilk safhas1 olarak
sonuglandi. Unit 101 6rneginin ele alindigr satha, grup iiyelerince ikinci safha
olarak adlandirildi. Unit 101 elemanlar1 ISK’nin ¢esitli {initelerine atandilar. Bu
kisiler, Unit 101°de edindikleri kisisel tecriibeleri ve bunlarin arkasindaki
degerleri, deneysel seminerler yoluyla fikir olarak yayinliyorlardi.



Case 2: The Mishlav Jaffa Vocational High School.

Friedman (1997) described the process through "which a team of teachers in a
vocational high school developed and implemented an innovative approach to
teaching secretarial studies. The project was initiated by two organizations, the
Joint Distribution Committee Israel QDC Israel, a nongovernmental social
service organization) and the Israeli Ministry of Labor (which oversees
vocational education), which joined together in order to develop an improved
approach to providing 'girls at risk' with resources for social mobility.

For this purpose the initiators of the project wanted to enlist a school that
would put together a team of teachers to study the problem and combine their
field experience with the knowledge of experts. Five principals rejected the offer
before the initiators secured the enthusiastic agreement of the principal of Mish-
lav Jaffa, a vocational school located in the center of Tel Aviv, Israel's largest
city. For some time she had felt that the school's program failed to provide the
students with a truly valuable education, and she saw the initiators' project as a
way of addressing that problem and improving the school's image.

The principal put together a team of six teachers, herself, and a team
coordinator, who was one of the outside initiators. The principal arranged the
teachers' schedules so that they would all be free one full day each week for
project work. The team began by meeting with experts, undergoing training, and
visiting institutions that had developed innovative approaches to similar
populations. After each visit the team members analyzed what they had seen and
compared it to their students and their methods. The more they saw, the more
they recognized the uniqueness of their own situation and the necessity for
developing something new.

After about four months the team coordinator left the project, and the team
was inactive until a new coordinator arrived a number of months later. In
retrospect, team members attributed their passivity at that time to the feeling that
it was the coordinator's project. The new coordinator immediately pressed the
team to define its approach, opening a long period of discussion and conflict.
Team members who taught skills (e.g. secretarial skills) felt the project should
focus on concrete skill development, whereas those who taught more academic

VAK’A 2 : The Mishlav Jaffa Vocational High School.
(Mishlav JAFFA Meslek Lisesi)

Friedman (1997)’de "Meslek Liselerinde hangi 6gretmen grubunun,
sekreterlik dersini 6gretmek icin yenilik¢i yaklasim gelistirip, uyguladigi”
konusunu iglemler yaparak agikladi. Proje 2 kurumda baslatildi. The Joint
Distribution Committee Israel (Israil’de resmi olmayan hizmet kurumu) ve The
Israeli Ministry of Labor (Mesleki egitime bakan, Israil Calisma Bakanlig1) bir
arada olarak; “Kizlar Risk Altinda” slogani ile sosyal bir seferberlik baslattilar.

Bu amagla baglatilan projede, bir okul ele alindi. Proje iizerinde ¢alisacak
ogretmenlerden bir ekip olusturuldu. Ogretmenler hem akademik bilgileri ve
hem de tecriibi bilgilerini kullanacaklardi. Mishlav Jaffa, Israil’in en biiyiik
sehri Tel Aviv’in merkezinde bulunan bir meslek lisesidir. Bu lisenin
hazirladigi so6zlesmedeki 5 maddeyi 6gretmenler reddetti. Bir siire sonra okul,
programin dgrencilere iyi bir egitim vermekte basarisiz oldugunu gordii. Okul
yonetimi buna sorun olarak baslatilan projeyi gordii ve okulun imajimin
tyilestirilmesi i¢in ¢aligmaya basladi.

Ekibi olusturan 6 6gretmen, miidiir ve proje koordinatorii bir kural koydular.
Bu kurala gore; 6gretmenler haftada bir glin ders vermeyecekler ve proje
caligmasina yonelik olarak calisacaklardi. Ekip, uzmanlarla goriismeye, egitimi
gelistirmeye ve benzer okullardaki yenilikleri yerinde gérmek icin ziyaretlere
basladilar. Her bir ziyaretten sonra ekip iiyeleri, gordiiklerini kendi 6grencileri
ve metotlariyla kiyasliyorlar, analiz ediyorlardi. Daha ¢ok sey gordiikce, kendi
durumlarinin tek olmadigini gordiiler ve bazi konularin gelistirme
mecburiyetinde olduklarini gordiiler.

Dort ay sonra proje koordinatorii projeyi terk etti. Proje, yeni koordinator
gelinceye kadar, birkag ay stiresince durdu. Gegmise bakan ekip tiyeleri, kendi
pasifliklerini degerlendirerek, bunun bir koordinatdr projesi oldugunu
diisiindiiler. Yeni koordinator gelince, kendi yaklagimini belirten, uzun stireli
tartisma ve ¢atisma konularini anlatan bir bildiri yayinladi. Projede sekreterlik
yeteneginin 6nemli oldugunu diisiinen iiyeler, yetenek gelistirme konusunu 6ne
cikartmak isterken, konular1 akademik agidan ele alanlar (Ornegin edebiyat



subjects (e.g. literature) wanted to focus on motivational and behavioral issues.
The team eventually arrived at a consensus, deciding to focus the curriculum on
skill-building while working informally on the development issues. This decision
was based on the fact that (a) the team asked the students themselves what they
wanted and (b) team members realized that they had a greater number of
techniques for teaching skills than for encouraging development.

After a year and a half of development work, the project team presented a
detailed, sixty-nine-page curriculum based on three main ideas: an integrative
team approach to teaching, the development of cognitive skills, and the use of a
simulated office laboratory. At the same time the members of the team
envisioned the creation of a classroom environment in which students would take
more responsibility and feel more freedom to express their needs than they had in
the past. The team made an explicit decision not to expel problem students from
the class, an act they saw as avoidance of responsibility, but to find a way of
bringing out the potential of each student.

Within weeks of the program's implementation in a pilot class, some of the
team members encountered serious behavioral problems; others experienced
'lethargy’ or 'inertia’ in the class. Although these teachers were experienced in
handling the toughest students, they had created a situation in which they could
no longer rely on their old skills. As one of the teachers put it, in a regular
classroom 'we wouldn't have put up with [such behavior, but that was] before we
were aware of what we were actually doing.' Team members eventually decided
to throw out the worst troublemakers, but they did not carry out their decision.

The team coordinator sensed that the discipline issue reflected deeper
frustrations, so she invited the team members to freely express whatever was on
their minds. Although they complained bitterly about the lack of support from the
project initiators, they mostly expressed a deep sense of uncertainty about
whether they themselves were doing the right thing. The coordinator believed
that the teachers had made considerable progress but that they were somewhat
blinded by the pressure, the fear of failure, and their sense of responsibility. The
team coordinator assured the team members that no one would 'hang them from
the public square' if they failed. She also brought in a social worker to help the

gibi) motivasyon ve davranigsal konular iizerinde odaklanmak istediler. Ekip
sonunda bir ortak karara ulasti ve beceri gelistirme konusu iizerinde odaklanma
karar1 aldilar. Bu kararin verilmesi olay kaynakli degildi.

a. Ekip kendilerinin ne istedigini, 6grencilere anlatti.

b. Ekip tiyeleri, yetenek gelistirmekten daha ¢ok yetenek 6gretme
tekniklerinin 6nemli oldugunu anladilar.

Projede 1,5 y1l gegtikten sonra, proje ekibi, 89 sayfalik ve 3 ana fikir
etrafinda olan teferruath bir miifredat programi ortaya ¢ikartti. Bu fikirler:
Ogretimde biitiinlesik takim ¢alismasi yapilmasi, 6grenme becerisinin
gelistirilmesi ve gergegine uygun olan, ofis seklindeki laboratuarlarin
kullanilmasi. Ayn1 zamanda, ekip tiyeleri, eskiye nazaran, 6grencilerin daha
fazla sorumluluk alacaklari ve ihtiyaglarini daha 6zglirce ifade edecekleri bir
siif ortamini gergeklestirmeyi diislinliyorlardi. Ekip, sorumluluktan kagma
olarak gordiikleri, problemli 6grenciyi siniftan ¢ikartmamayi kararlastirdilar.
Bunun yani sira, her 6grencideki potansiyeli ortaya ¢ikartacak bir yol bulmaya
da karar verdiler.

Programin uygulandig pilot sinifta haftalar gectikge, ekip tiyeleri ciddi
davranigsal problemlerle ve ayn1 zamanda uyusukluk ve tembellikle
karsilagtilar. Ekipteki 6gretmenler, problemli 6grencileri ikna etme konusunda
tecriibeye sahip olmalarina ragmen, bu tecriibelerinden yararlanmama karari
almislardi. Normal siniflara giren bir 6gretmen “Biz ne yaptigimizin farkinda
miy1z? Bu kurali uygulamamaliyiz. Biz problemli 6grenciyi siniftan
cikartmaliy1z” diye diisiincesini agikladi. Ekip tiyeleri sonunda, en ¢ok
problemli olan 6grenciyi siniftan ¢ikartmaya karar verdiler. Ama bu kararlarini
hi¢ uygulamadilar.

Ekip koordinatorii, okulda disiplinin biiyiik ¢apta bozuldugunu hissetti.
Bunun iizerine ekip iiyelerini, kafalarinda ne diisiiniiyorlarsa, serbestce
sOyleyebilecekleri bir toplant1 yapti. Ekip projeyi baslatanlarin, yetersiz destek
vermelerinden dolayi, ¢ok sert bir bicimde sikayet¢i oldular. Dogru bir 1§ yapip-
yapmadiklar1 konusunda kararsiz olduklarini ifade ettiler. Koordinatdr,
ogretmenlerin ciddi bir ilerleme sagladiklarina inaniyordu. Ancak baski,
basarisizlik korkusu ve sorumluluk duygulari nedeniyle ekip, bazi gergekleri
goremiyordu. Ekip koordinatorii, “Eger basarisiz olurlarsa, kimsenin onlari,
sehir meydaninda asmayacagin1” garanti etti. Koordinator, 6gretmenlerin stres,



teachers discuss their practice problems, the stress, and the emotional side of the
change process. In this forum team members could get beyond the endless
technical issues dealt with in regular team meetings. As these discussions con-
tinued and as the teachers gained experience, the behavioral issues ceased being a
central problem.

The pilot year was considered a great success, and an attempt was
immediately made to expand the project. However, members of the original team
had difficulty explaining their ideas to their peers. Eventually, the original
members realized that dissemination was not a matter of explanation or training
and that newcomers had to undergo a learning process similar to theirs.
Furthermore, the approach itself continued to change as the team took on new
people, learned lessons from the past, and addressed new problems. The Mishlav
Jaffa project has meanwhile become a change model for many other schools in
Israel.

Case 3: The International Business Institute.

The International Business Institute (IBI, a pseudonym) is a business school
affiliated with a large telecommunications organization. The IBI offers an
intensive one-year MBA program for an international group of twenty to thirty
students per year. From its inception in the mid-1980’s, the school has offered an
‘organizational-learning-in-action' seminar based on the ‘theory-of-action’
approach (Argyris and -Schon 1978). From the beginning, however, seminar
instructors experienced strong negative reactions from the students. Even though
the make-up of the visiting instructional team changed every year for the first few
years, there was almost always an outburst aimed at the instructors, the IBI,
or the students themselves.

During the fourth year of the program, the course was taught by an IBI
faculty member and four visiting instructors. Early on, some of the students
accused some of the instructors of attacking them. Later, some of the students
spontaneously showed up at the instructors' hotel, where the two groups joined in
drinks and a long informal discussion. From this exchange and from observations
made during the seminar, the instructors were able to gather clues about what was
causing the yearly outbursts.

hezeyan ve ¢alisma ile ilgili problemleri i¢in gériismeler yapmasi igin bir sosyal
calisan getirdi. Ekip tiyeleri, periyodik ekip toplantilarinda uzayip giden
sorunlarin bu oturumlarda {istesinden geldiler. Bu oturumlar devam etti ve
ogretmenler tecriibe kazandilar. Davranigsal sorunlar merkezdeki problem
olarak kalmaya devam etti.

1 yillik pilot uygulama, biiylik bir basar1 olarak kabul edildi ve projeyi
gelistirerek yayma faaliyetlerine baslandi. ilk ekibin iiyeleri, baska yerlere
atanma durumlarini eslerine aciklamaya zorlandilar. 1k iiyeler dagitilmalarmnin
bir egitim nedeni olmadigini anladilar. Yeni gelenler, ayn1 kendileri gibi bir
Ogrenim siirecinden gegmek zorundaydilar. Gegmisten 6gren ve yeni
problemleri de ¢6z” yaklagimi, ekibe yeni kisilerin katilmasina ragmen devam
etti. Mishlav Jaffa projesi, Israil’deki bircok okul i¢in, degisim modeli olarak,
bir doniim noktas1 oldu.

VAK’A 3 : The International Business Institution
(Uluslararasi Ticaret Enstitusii)

The International Business Institution (Kisa adiyla IBI), ¢ok sayidaki
telekominasyon kurumunun istiraki olan ticari bir okuldur. IBI yilda 20-30
arasinda, cesitli iilkelerden bir 6grenci grubuna, 1 yillik yogunlastirilmig, MBA
programi verir. Bu egitime 1980’11 yillarin ortalarinda basladi. Okul, Tatbiki
Kurumsal Ogrenme egitimini, Tatbiki Teori (Argyris ve Schon 1978) esaslarina
uygun olarak seminer seklinde veriyordu. Baslangicta seminer 6gretmenleri,
ogrencilerden giiclii itirazlar aldilar. 11k birkag yildaki her yil, 6gretim kadrosu
degistirildi. Hemen hemen, daima, ya 6gretmenlerden, ya IBI’dan ya da
ogrencilerden bir olay patlak verdi.

Programin 4ncii yilinda, 1 IBI fakiiltesi 6gretim tiiyesi ile 4 6gretim gorevlisi
tarafindan bir kurs verildi. Baglangigta bazi 6grenciler, baz1 6gretmenlerin
kendilerini hedef aldiklar1 gerekcesiyle sugladilar. Daha sonra, baz1 6grenciler,
ogretmenlerin kaldig1 otelde gosteri yaptilar ve bu 2 karsit goriis arasinda igkili
ve gayri resmi olan bir gdriisme yapilarak, tartistilar. Ogretmenler bu fikir
aligverisi ve seminer dersindeki gozlemleriyle, her y1l patlak veren olaylara
neyin sebep oldugunu bulmaya c¢alistilar.



In light of positive course evaluations, the same instructors were invited back
the following year, and they were able to put more thought into designing the
seminar. One of their central beliefs was that the students needed to experience
and reflect upon organizational learning in order to really learn about it. For this
purpose the instructors created simulations and exercises such as (a) an exercise
in which small teams designed and built a real bridge, (b) the analysis of personal
cases written by the students, and (c) a ‘fishbow!' exercise in which the students
could observe and participate in the instructors' evaluation and planning of the
seminar.

The seminar seemed to move along very well until the final session, during
which some of the students voiced angry criticisms of the instructors for not
providing enough concrete skills and for having encouraged group members to be
too open and to discuss threatening interpersonal issues that had been taboo until
then. The instructors were at first surprised by this response, but the incident
helped them develop a 'theory' of the situation. They hypothesized that the
content of the seminar, which emphasized inquiry and transparency, acted as a
catalyst for releasing whatever tensions and conflicts had been building up in the
student group since the beginning of the year. For the instructors the central
dilemma was allowing the real issues to surface while not violating the privacy of
students who did not consider these issues appropriate for a regular classroom
setting. At the beginning of the seminar, the instructors made their strategy
explicit:

(1) The initiative to deal with the real issues had to come from the students
themselves.

(2) The instructors would only act as consultants to the group if they were
asked to do so.

(3) They would publicly or privately check the students’ willingness to
engage in such a process.

(4) Any student was free not to participate in such a process.

Kursta pozitif gelisim saglanmasi ile ayn1 6gretmenler, daha sonraki y1l da
cagirildilar. Bu 6gretmenler seminer dersinin tasarimi hakkinda daha fazla
diisiince ortaya koyabileceklerdi. Bu 6gretmenlerin ana inanislari, 6grencilerin
gercekten kurumsal 6grenmeyi 6grenmek i¢in; bu yone yonelmeleri ve bu
konuda tecriibe kazanmalar1 gerekliydi. Ogretmenler bu amacla, asagidaki gibi
meseleler ve alistirmalar hazirladilar.

a. Kiiciik bir ekipce tasarlanmis ve insa edilmis bir koprii ¢alismasi.
b. Ogrenciler tarafindan yazilmis, personel durum raporlari.

c. Biral-koy (Fishbowl) alistirmasi olarak, 6gretmenler tarafindan
planlanan ve gelistirilen seminerler hakkinda, 6grencilerin gozlem ve
uygulamalari.

Seminer dersi, finallere kadar uzun bir siire iyi gitti. Final zamani, baz
Ogrenciler, 6gretmenlerin yeterince somut beceri ortaya koyamadiklarint sinirli
bir ifade ile agikladilar. Diger 6grencileri de acik¢a konugmalari i¢in cesaretli
olmaya ve simdiye kadar yasaklanmis olan stipheli kisisel iliskileri dile
getirmeye zorladilar. Ogretmenler i¢in bu davranis siirpriz oldu. Fakat bu olay,
O0gretmenlerin durumla ilgili bir teori gelistirmesine yardimei oldu. Arastirma ve
aciklik yoniiyle 6ne ¢ikan seminer igerigi; egitim yili bagindan beri, 6grenci
gruplarinda mevcut olan gerilim ve ¢atismalar1 serbest birakan bir katalizor
olmustur. Ogretmenlere gore merkezde bir ikilem vardi. Bir yanda gercek
sorunlarin yiizeye ¢ikmasi isteniyordu, bir yandan da normal bir sinif ortamina
uygun olmayan bu 6zel iligkilerin ortaya ¢ikmasi istenmiyordu. Seminerin
baslangicinda, 6gretmenler kendi stratejilerini net bir sekilde ortaya koydular.

1. Ilk olarak 6grencilerden kendilerine gelen, gergek sorunlari ele almak.

2. Eger 6grenci gruplar1 miiracaat ederse, gretmenler sadece danigman
olarak yardime1 olacaklardi.

3. Ogretmenler konu ile ilgili 6grenci isteklerini 6zel olarak ya da sinif
ortaminda degerlendireceklerdi.

4. Ogrenciler boyle bir ¢alismada yer alip-almamakta dzgiir olacaklard.



That year there was no outburst, but there was a key incident in which certain
class members manipulated the formal class representative so as to neutralize
him. Through an open, joint process of reflection, the class representative could
see how his behavior was frustrating many of the students, and the students could
see how their strategy perpetuated the very behaviors they found frustrating. The
next year one of the students raised the issue of the group's difficulty in making
decisions. This initiative led to an open, collective inquiry into the reasoning and
behaviors that had brought the group to an impasse.

As a result of incidents like these, the seminar became a yearly forum in
which the fundamental dilemmas and conflicts within the student group could be
brought up and discussed. Most years the students came away from the seminar
feeling more capable of dealing with these issues than they had felt before the
seminar. Furthermore, the IBI staff developed a clearer understanding of the
students and how to relate to them.

Creating Conditions for Organizational Learning.

An analysis of the three cases indicates that there were no discrete methods
for creating each of the contextual, psychological, and behavioral factors. Rather,
the conditions for organizational learning as a whole were fostered in each case
by different combinations of six basic strategies: (a) combining learning with an
instrumental objective, (b) generating optimal uncertainty, (c) controlling of the
learning process jointly, (d) design conversations, () modeling, and (f) mapping.

Y1l boyunca her hangi bir olay patlak vermedi. Fakat anahtar bir olay vard.
Belli 6grenciler, sinif bagskanini pasifize ederek kendi amaglar1 yoniinde
kullanmak istediler. Sinif bagkani, agik ve katilimci faaliyetler yoluyla, kendi
davraniginin bazi 6grenciler tarafindan nasil bosa ¢ikarildigini anladi.
Ogrenciler simif baskanina kars1 engelleyici bulduklar bircok davranis seklini
bulmak ve stirdiirmek icin nasil bir strateji izleyeceklerini biliyorlardi. Bir
sonraki y1l, 6grencilerden biri, gruplarda karar almanin giigliigii konusunu
calisma olarak ele aldi. Bu baslangig, acik olmayi, sorunlari isbirligi i¢inde
aragtirmay1 ve grupta ayrilik yaratan davranislari ortaya koydu.

Bu gibi olaylarin bir sonucu olarak seminer, 6grenci gruplarinda yaganan ve
tartisilan temel ayriliklar ve ¢catismalar konulu bir yillik seminer sekline
dontistii. Uzun yillar 6grenciler, gecmis yillara gére bu konularda, daha fazla
bilgi kapasitesine sahip olarak bu seminer egitimini tamamladilar. Ayrica, IBI

yonetimi, 0grencilerin anlamalarini kolaylastirict ve onlarla nasil iligki
kurulacagi konularinda gelisme de saglamistir.

Kurumsal Ogrenme Ortami Olusturma

Her 3 vak’anin bir analizi olarak ortaya ¢ikan husus: Genel durum,
psikolojik ve davranigsal durumlarin herbiri i¢in olusturulacak akilci bir
metodun olmadigidir. Kurumsal 6grenme i¢in kosullar daha ¢ok 6 ana
stratejinin bir kombinasyonu olan durumlarda s6z konusu oldugu zaman ortaya
cikar.

1. Ogrenmeyi yardimci bir amagla birlestirme.

2. Kararsizlig1 en uygun sevide tutmak.

3. Ogrenme faaliyetine katilarak kontrol etmek.

4. Karsilikli konusmalar1 planlamak.

5. Modellemek.

6. Haritalama.



Combining Learning with an Instrumental Objective.

In all three cases the learning objective was coupled with an important
instrumental objective, which was closely associated with the central task system
of the organization. This combination helped generate sufficient organizational
commitment to carry the learning process through.

At Mishlav Jaffa inquiry was not an end in itself but rather an important step
toward developing a new educational program for a specific student population.
As the team went from development to implementation, a passage that required
intensive teamwork, its members discovered that an ongoing learning process
was essential for overcoming unforeseen obstacles. Eventually, the project team
functioned as an integrated, dual-purpose OLM.

Inth

e initial stage of the Ordnance Corps case, assimilating an after-action review
process into project management was defined as the central objective. However,
this learning objective failed to stimulate the members of the task force, whose
attention often drifted to concrete issues of project management. The break-
through occurred when the learning objective was coupled with the objective of
improving maintenance information systems. At that point, the task force evolved
toward becoming a designated, partially integrated OLM because the officers
were responsible for these systems.

Over the years the seminar at the IBI changed from being a purely academic
course (its primary task) to offering an opportunity to address real organizational
issues. Thus, it evolved into an integrated, dual-purpose OLM.

Coupling learning with instrumental objectives helped foster issue orientation
by focusing attention on the task rather than on individuals, interpersonal
relationships, or organizational politics. Although these factors often play a
crucial role in organizational learning, they tend to be both threatening and
complex. Focusing on them prematurely may create unnecessary defensiveness
and cognitive overload, driving away potential learners. They are more likely to
be dealt with effectively after organizational members have improved their skills
and increased their appreciation for the learning process (Friedman and Lipshitz
1992).

Ogrenmeyi Yardimci Bir Amacla Birlestirme

Her 3 vak’ada, 6grenme amaci, 6nemli olan yardimc1 bir amagla
birlestirildi. Bu yardime1 amag, kurumun merkezdeki gorev sistemiyle oldukca
birlesikti. Amagclar birlestirme ile 6grenme faaliyetini yapacak olan kurumsal
taahhiitiinii yeterli bir sekilde ortaya ¢ikmasi saglandi.

Mishlav Jaffa arastirmasinda bir son yoktu. Daha cok, belirli bir 6grenci
topluluguna, yeni bir egitim programi gelistirmek i¢in atilan 6nemli bir adim
vard1. Ekip projeyi gelistirme sathasindan uygulamaya dogru gittik¢e, kurumda
yogun ekip calismasinin yapilmasina bir koprii oldu. Ekip iiyeleri tahmin
edilmeyen engellerin asilmasi i¢in, siire gelen bir 6grenmenin, dnemli bir sart
oldugunu kesfettiler. Son olarak, proje ekibi biitiinlesik, ¢ift amagli KOM olarak
faaliyet gosterdi.

Ordudonatim Birligi vak’asinin basinda, FSI isleminin proje yonetimine
dahil edilmesi, ana hedef olarak tanimlandi. Buna ragmen, bu 6grenme hedefi,
gdrev giicii iiyelerini tesvik etmekte basarisiz oldu. Uyelerin dikkati, sik sik,
proje yonetimindeki somut konulara yoneldi. Ogrenmenin hedefi, bakim bilgi
sisteminin iyilestirilmesi olarak ¢iftlendigi zaman pozitif yonde bir kirilma oldu.
Bu noktada, gorev giicii, bu sistemden subaylarin sorumlu olmasindan dolay1,
planlanmis ve kismen biitiinlesmis KOM gelistirildi.

Yillar gectikce IBI’daki seminer, kurumsal sorunlara yonelik bir firsat
sunan, akademik bir kurs olarak (Okulun ilk amac1) degisim gosterdi. Boylece
IBI biitiinlesik, ¢ift amagli bir KOM gelistirdi.

Ogrenmeyi yardimci hedeflerle birlestirme, kisisel, kisiler arast iliskiler ya
da kurumsal politika konularina gore; dikkatleri vazifeye odaklamakla, sorun
olan konularin istenilen sekilde yonlendirilmesi saglandi. Bu hususlar hem
siiphe ve hem de karmasikliga meyilli olmasinin yaninda, kurumsal 6grenmede
¢ok dnemli bir rol oynarlar. Bu faktorlere zamanindan 6nce odaklanmak da
gereksiz savunma, asir1 bilgi yiikkleme ve 6grenme potansiyeli olanlarin
uzaklagmasi gibi durumlara sebep olabilir. Kurum iiyelerinin becerileri
gelistirildikten ve 6grenmeye karsi takdirleri arttiktan sonra, bu faktorleri daha
etkili olarak ortaya koyacaklardir (Friedman ve Lipshitz 1992).



Generating Optimal Uncertainty.

Structural and cultural features that facilitate organizational learning are more
likely to develop naturally in organizations functioning in high uncertainty
environments than in organizations functioning in low-uncertainty environments
(Lipshitz, Popper, and Oz 1996). However, all three organizations discussed in
this chapter—a military unit, a public school, and a business school class—
functioned in external and task environments generally considered to be
relatively low in uncertainty. In all three cases outside interventionists stimulated
learning by introducing uncertainty or by bringing latent uncertainties to the
surface.

In the Mishlav Jaffa Project the outside agencies began the project by asking
the team open-ended questions: Who are your students? What are their needs?
What is actually being done about them, and what leads these efforts to fall
short? What other approaches are being tried with similar populations? These
questions were not rhetorical, nor were they intended to lead the team to a
predetermined answer or solution. They were intended to generate doubt about
the basic beliefs and assumptions underlying teachers' practice and to stimulate
inquiry into them. As it turned out, these questions simply enabled the teachers to
openly express doubts that had long been on their minds. Team members made
their beliefs, assumptions, and reasoning transparent and open to scrutiny. The
process also fostered accountability, for the teachers began to perceive
contradictions between what they believed in and what they were doing in
practice.

During the development phase of the Mishlav Jaffa project, this process
generated an 'optimal’ level of uncertainty. It was stimulating enough to create
doubt and inquiry while not being so threatening or challenging as to produce
defensiveness. Furthermore, the team members had plenty of time to grapple with
the uncertainty and to think together before making decisions. During the
implementation phase, however, the members encountered a gap between the
rejected former practices and their ability to put the new approach into practice.
As one teacher put it, they could not fall back on old practices, for ‘we were now

En Uygun Belirsizligi Olusturmak

Kurumsal 6grenmeyi kolaylastiran yapisal ve kiiltiirel 6zellikler, diistik
olanlara nazaran daha yiiksek seviyede belirsizlik ortam1 bulunan kurumlarda,
dogal bir sekilde gelistirilebilir (Lipshitz, Popper, ve Oz 1996). Bu ¢alismada
bahsedilen 3 kurumda —askeri birlik, yerel bir okul ve bir ticaret okulu- disa
dontik faaliyette bulunmaktadirlar. Gorev ortamlarinda ise oldukca diisiik
seviyede belirsizlik oldugu kabul edilir. Her 3 vak’ada disaridan yapilan
miidahaleler ile belirsizlik gosterilerek ya da belirsizlikler yilizeye ¢ikartilarak,
O0grenme faaliyeti canlandirildi.

Mishlav Jaffa projesinde disarida olan birimler, ekibe agik ve sonlu sorular
sorarak projeye basladilar. Bunlar:

. Ogrencileriniz kimlerdir?
. Onlarin neye ihtiyaglar1 vardir?
. Bu ¢alismayi kisa siirede basarisiz yapacak hususlar nelerdir?

Bu sorular ne caf cafli konusma ne de ekibin 6nceden cevabini hazirladigi
konular degil, ¢6ziime dogru yonelten sorulardi. Ekip, temel inanislar tizerinde
sliphe yaratma niyetindeydi ve 6gretmen uygulamalarinin temelindeki fazlar
lizerinde arastirma yapilmasini istediler. Bu sorular, 6gretmenleri uzun siire
zihinlerinde olan siipheleri, agikca ifade etmeye yonelti. Ekip tiyeleri, kendi
inaniglarini, diisiincelerini ve arastirmada agik ve seffaf olma nedenlerini
olusturdular. Faaliyet ayn1 zamanda hesap verebilirligi ortaya ¢ikartti. Bu,
ogretmenlerin, inandiklariyla yaptiklari arasinda olan zitliklari, algilamaya
baslamalarina neden oldu.

Mishlav Jaffa projesi gelistirilirken, bu faaliyete en uygun olacak belirsizlik
ortaya kondu. Savunma yaparken siiphe ve meydan okuma olmadigindan, proje;
sliphe ve aragtirma yapmak i¢in yeterince uyarictydi. Ayrica ekip tiyelerinin,
belirsizlikle bogusmak ve karar almadan 6nce birlikte diistinmek i¢in bos
zamanlar vardi¢ Uygulamaya geg¢is safthasinda, her nasilsa, iiyeler reddettikleri
eski uygulamalar ile uygulamaya gegirdikleri yeni yaklasimlar arasinda
celiskiye diistiiler. Bir 6gretmen eskiyi uygularken, onlar eski uygulamalara
donmeyip: “Biz simdi ne yaptigimizi biliyoruz.” dediler.



aware of what we were doing'.

This situation created so much uncertainty and anxiety that the teachers were
almost overwhelmed. However, the team coordinator reinforced the team
members' sense of psychological safety by reassuring them that they were
allowed to fail in the service of learning (i.e. tolerance for admitting error), by
focusing on the practice problem itself (issue orientation) rather than on general
complaints, and by creating a forum for working on that problem (an OLM that
also expressed organizational commitment).

In the start-up phase of the Ordnance Corps project, the very task, inventing
an appropriate procedure for organizational learning, generated considerable
uncertainty. The officers did not really understand what the consultants wanted
from them. The consultants were open about the fact that they did not have a
clear method for guiding the task force. They "tried to explain themselves and
fire the imaginations of the task-force members by using familiar metaphors such
as after-action review and the Unit 101 myth, but these attempts fell flat at first.
The dual-track strategy added to the uncertainty by creating a high degree of
cognitive complexity. In effect, the task-force members had to perform a
complex task (managing tank maintenance projects), reflect on their performance
(the continuous improvement of maintenance projects), and invent a better way
of reflecting on performance (developing an after-action review for tank
maintenance projects) all at the same time.

Uncertainty is necessary because organizational learning requires venturing
beyond what is already known. The key challenge for consultants and managers
is helping organizational members (and themselves) grapple with the uncertainty
and experiment until they begin to make new sense of things. In the Ordnance
Corps the consultants simply played with different ideas until they hit upon the
right combination. However, other factors that counterbalanced the uncertainty
were issue orientation (the focus on the maintenance information systems),
organizational commitment (the commander's desire to complete the project),
and, eventually, egalitarianism.

At both Mishlav Jaffa and the Ordnance Corps the OLM itself (i.e. the team
and task force) was an important mechanism for keeping uncertainty within
bounds. The fact that the team members faced the uncertainty together made it
less threatening. The team functioned as a kind of holding environment that
provided both information and psychological safety during the transition period

Bu durum, ¢ok fazla belirsizlik ve asabiyet yaratarak hemen hemen
Ogretmenleri yenilgiye ugratti. Proje koordinatorii, ekip tiyelerine, 6grenme
faaliyetinde, genel sikayetlerden daha ¢ok uygulamadan dogan problemlere
(Sorun yansitma) odaklanma ile ortaya ¢ikacak olan basarisizligin (Hata
olmasini kabullenme) s6z konusu olabilecegi hakkinda onlar1 rahatlatarak,
psikolojik yonden giiclii olmasini sagladi ve bu problem iizerinde ¢alisacak bir
toplant1 (Kurumsal taahhiitii iceren) diizenledi.

Ordudonatim birligi projesinin baslama sathasinda, tam olarak gorev,
kurumsal 6grenmeyi saglayacak uygun bir metot bulmak ve kabul edilebilir
belirsizlik yaratmakti. Subaylar, danigmanlarin kendilerinden ne istediklerini
gercekten anlamadilar. Danigmanlarin, gorev giicline yol gosterecek belli bir
yontemleri olmadigindan, bu konuda acik verdiler. Danigmanlar, kendilerini
izah etmeye calismak ve gorev giicii liyelerinin tasavvurlarini ateslemek igin;
FSI’lerine benzer fikir aligverislerini kullandilar ve yiiksek derecede bilgi
karmasasi yarattilar. Gorev giicii liyeleri, karmasik olan bir gorevi (Tank bakim
projesinin yonetimi) yapmak, performanslarint yogunlastirmak (Bakim
projelerinin siirekli olarak iyilestirilmesi) ve performans yonetiminin daha iy1
yollarin1 bulmak (Tank bakim projesinde FSi’lerinin gelistirilmesi) gibi ayn1
anda biitiin isleri yapmak zorundaydilar.

Belirsizlik gereklidir. Ciinkii kurumsal 6grenme, hali hazirda bilmenin
Otesine, adim atmaya cesaret etmeyi gerektirir. Danismanlar ve yoneticiler i¢in
anahtar durus, kurum ¢alisanlarinin (ve kendilerinin) belirsizlikle ugragsmalarini
ve yeni bir seyler yapma duygusuna girinceye kadar tecriibe etmelerini
saglamaktir. Ordudonatim birliginde danismanlar, dogrusunu buluncaya kadar,
degisik fikirleri uygulamaya koydular. Bununla birlikte, belirsizlikte denge
saglayan faktorler ise sunlardir: Konunun yonlendirilmesi (Bakim bilgi sistemi
tizerine odaklanma), kurumsal taahhiit (Komutanlarin projeyi tamamlama
istegi) ve son olarak esitlik.

Hem Mishlav Jaffa’da hem de Ordudonatim Birliginde, KOM’larinin
kendisi (Yani ekip ve gorev giicii) belirsizligi sinirlarda tutan 6nemli bir
faktordii. Aslinda ekip tiyeleri belirsizlikle karsilastiklarinda, beraberce onu
daha az kuskulu duruma getiriyorlardi. Ekip, ge¢is donemi stiresince, hem bilgi
ve hem de psikolojik giiven duygusu saglayarak (Heifetz J994) ¢evre sartlarini



(Heifetz J994)- Teams, however, do not guarantee that anxiety will be dealt with
effectively. They may themselves facilitate the flight into basic assumptions
(Bion 1959) or function as social defense systems that distort reality in order to
guard team members from anxiety (Hirschhorn 1988). In both Mishlav and the
Ordnance Corps the groups appeared to have avoided this pitfall by keeping their
attention focused on the task environment rather than fleeing inward. In the IBI
case the instructors discovered that their interventions raised latent doubts among
the participants about their roles as students in a business school. At the
beginning of the program, this role seemed too obvious to warrant any thought,
but gradually it became clear that the students held different assumptions about
this issue. In the seminar these doubts surfaced either directly or through
confrontations with the instructors or other students. Acknowledging the
uncertainty was viewed as a great opportunity by some of the students, but it
raised the anxiety of those who were pessimistic about their ability to work these
issues out. The challenge for the instructors was to keep this uncertainty within
tolerable bounds in a heterogeneous group.

Controlling the Learning Process Jointly.

Trying to foster a sense of psychological safety and accountability, the
instructors in the I1BI case implemented a strategy for involving the students in
assessing the group's readiness for dealing with threatening issues and for giving
them a choice about whether to participate in it. Joint control is also an important
strategy for strengthening an organization's commitment to learning. It provides
the organization with enough elbow room to adapt the learning process to its own
particular situation. In the Ordnance Corps task force and the Mishlav Jaffa team
the outside interventionists made it clear from the beginning that they viewed the
organization, particularly the formal leader, as a partner and not as a client in the
traditional sense. Gradually, however, the task-force team resisted assuming
control over the process and preferred to be led by the outside consultants. In
both cases the organizational members gradually took greater control and
‘ownership' over the learning process and its products, enjoying considerable
autonomy in defining, structuring, and pacing the task. By the end of this phase
of the project, task-force members and team members were deeply committed to
the process (as well as its products) and to its dissemination within the
organization as a whole.

elinde tutan bir faktor olarak calisti. Ekip tliyeleri, asabiyet konusunu etkin
olarak ele almada garanti vermedi. Ekip tiyeleri temel hezeyanlara (Bion 1959)
dogru kolaylikla basvurabileceklerini ya da ekip tliyelerini asabiyetten korumak
amactyla, sosyal bir savunma mekanizmasi olarak, gergekleri
saptirabileceklerini (Hirschhorn 1988) ifade ettiler. Hem Mishlav Jaffa ve hem
de Ordudonatim Birliginde, gruplar bu tuzaktan, i¢ten gelen duygulardan
kagarak daha ¢ok dikkatlerini vazife alanina yogunlastirarak kurtuldular. IBI
vak’asinda, 6gretmenler, yaptiklari miidahaleler ile, 6grencilerin okuldaki bir
Ogrenci olarak, durumlar1 hakkinda gizli stiphe duymalarina neden olduklarini
kesfettiler. Programin baginda bu rol, higbir diisiince ile kabul edilemeyecek
kadar gercek dis1 goriintiyordu. Fakat zaman gegtikge dgrenciler bu konuda
farkl diistincelere sahip oldular. Seminer esnasinda, bu kuskular ya direkt
olarak ya 6gretmen ya da dgrencilerle karsi karsiya kalma yoluyla yiizeye ¢ikt1.
Belirsizlik baz1 6grenciler tarafindan biiyiik bir firsat olarak goriindii. Fakat bu
belirsiz konular tizerine gidebilme konusunda kétiimser olan 6grencilerde,
asabiyetin ortaya ¢cikmasina neden oldu. Ogretmenler igin bu konuda kars1
durus sekli ise; belirsizligi heterojen gruplarin kaldirabilecegi sinirlarda tutmak
seklinde oldu.

Ogrencilerde psikolojik giiven ve hesap verebilirlilik duygusunu ortaya
cikartmak i¢in, IBI vak’asindaki 6gretmenler, belirsizlik konulariyla ugragmak
icin gruplarin hazirlik derecesine deger bigmelerini ve bu gruplarda yer alip-
almama segenegini degerlendirmelerine yonelik bir strateji uyguladilar. Katilim
kontrolu konusu kurumun 6grenime verdigi taahhiitiin giiclii oldugu konusunda
onemli bir 6l¢timdii. Bu 6l¢iim, kurumun 6grenme konusunda sahip oldugu
kendine has durumu diizenlemek i¢in, yeterince bir destek ortami saglar.
Ordudonatim birligi gérev giicli ve Mishlav Jaffa ekibi vak’alarinda disaridan
yapilan miidahaleler, projeyi baslangicta ortaya koydu. Bu suretle gorev giicii
ve proje ekibi kurumu, 6zellikle resmi bir lider, onun bir pargasi olarak gordii.
Kendilerini geleneksel bir miisteri olarak gérmediler. Zaman gectikce, gorev
giicti ve ekip, faaliyetlerin sorumlulugunu iizerine almay1 reddettiler ve onun dig
danigsmanlarca yapilmasini tercih ettiler. Her durumda, kurum iiyeleri yavas
yavag 6grenme konusunu ve onun iiriinleri olan; gérevin tamamlanmasinda
kismi serbestlige sahip olan gorevi planlamaktan ve adim adim yerine
getirilmesi hususlarinda daha fazla kontrole ve sahip ¢ikmaya bagladilar.
Projenin bu sathasi sonuglandiginda, gorev giicii ve proje ekibi liyeleri,
faaliyetleri (Ve onun tiirevlerini) ¢ok iyi bir sekilde yerine getirerek, projenin



Joint control fostered egalitarianism within the Ordnance Corps task force. In
the initial stages of the project, the commander played a dominant role, and
obtaining his personal commitment was crucial to the success of the project.
However, once the task force assumed more control over the process, differences
of rank came to play no role whatsoever in substantive discussions, and the team
was given extensive autonomy in decision-making. In the Mishlav Jaffa project
the principal participated as a member of the project team, but team members
reported that she never used her status to force a decision.

Design Conversations.

Schon (1983), drawing on his study of architects and architectural education,
used the concept of design, which he denned as a ‘creative conversation with the
situation’, as a metaphor for the reflective practice of professionals. From the
standpoint of the outside interventionists and organizational members all three
cases presented earlier in this chapter were examples of such conversations. The
interventionists 'played’ with objectives, tasks, and structures until a viable
learning process emerged. Furthermore, the interventionists tried to provide the
organizational members with a language and models for conducting such a
conversation.

Design conversations often require more than verbal communication.
Architects make drawings and models to express their ideas and test out
possibilities. Practitioners trying to promote processes of organizational learning
need special techniques for expressing ideas and experimenting in designing
behavioral worlds.

Imagery, such as metaphors, similes, and exemplars, can be very useful tools
for carrying on design conversations. Imagery enables people to envision a
process and outcome that cannot be adequately described in technical terms.

biitiin bir organizasyonda yayilmasina neden olmuslardi.

Katilim kontrol konusu, Ordudonatim birligi gorev giicii i¢inde esitligi
sagladi. Projenin baslangicinda, komutan 6ne ¢ikan bir rol oynadi ve projenin
¢ok 6nemli oldugu konusunda personelini bilgilendirdi. Boylece gorev giicii,
faaliyetlerde daha fazla kontrol sorumlulugunu iizerine aldi. Onemli
toplantilarda riitbe konusu higbir rol oynamadi. Takima karar almada daha fazla
serbesti verildi. MISHLAYV Jaffa projesinde, kararlar proje ekibi iiyelerince
alinacagi prensip olarak kabul edilmisti. Buna ragmen, ekipte yer alan proje
koordinatorii, proje ekibine herhangi bir karar1 almasi i¢in bir zorlama
yapmamistir.

Oturumlarin Tasarlanmasi

Schon (1983)’de yayimladigi, mimarlar ve mimarlik egitimi adl1
calismasinda, profesyonellerin yansitict uygulamasi igin bir yaratici bir
konusma olarak tanimlanan bir tasarim konsepti kullanmustir.

Di1s miidahalecilerin ve kurum tiyelerinin durdugu noktadan bakildiginda,
onceden anlatilan 3 vak’ada benzer oturumlarin 6rnekleri vardir.
Miidahaleciler, hedefler, gorevler ve yapilar iizerinde, 6grenme faaliyeti
c¢ikincaya kadar oynadilar. Bununla beraber, miidahaleciler, kurum
calisanlarina, boyle bir oturumu yapmak igin bir lisan ve sekil sunmaya
calistilar.

Oturum tasarimi, sozlii irtibattan daha fazlasini gerektirir. Mimarlar,
fikirlerini ifade etmek ve olasilig1 test edebilmek i¢in modeller ¢izerler.
Uygulamacilar, davranigsal diinyada tasarlanan deneyler ve fikirleri ifade etmek
icin 6zel tekniklere gerek duyan, kurumsal 6grenme faaliyetini ortaya
cikarmaya calisirlar.

Hayal etmek, hayalle yorumlamak, giiliimsemek ve 6rnekler; oturumlarin
tasarimini yapmak i¢in ¢cok kullanigl araglar olabilir. Hayal etme, teknik
terimlerle ifade edilemeyen faaliyet ve sonuglari, kisilerin gérmesini
saglayabilir.



Imagery guides sense-making and action in situations characterized by a high
degree of complexity and uncertainty. Imagery conveys rich meaning through
relatively simple and familiar language. When applied to a totally different
situation, imagery provides relevant comparisons that suggest what might be
going on, what actions might be taken, and what is likely to result.

As illustrated in the Ordnance Corps case, the consultants used imagery in
lieu of concrete methods. They suggested to the task-force members that they
assimilate after-action reviews into project management, though they do not
actually engage in 'action’ (i.e. combat), and that they function like Unit 101,
even though their unit was entirely different. Although these metaphors did not
speak to the officers at first, they became extremely powerful vehicles for
expression at a later stage. Not only did the officers pick them up, they also used
them to explain to others what they were doing.

Early in the learning process at IBI the consultants used the metaphor 'to skid'
(the sliding or slipping that sometimes occurs when one drives on ice) to describe
how individuals and groups automatically react to error and threat in ways that
are counterproductive. This metaphor generally succeeded in stimulating the
imaginations of the participants and giving, them a new way of thinking about
their experience. Later in the process both the consultants and the students used
the metaphor to trigger transparency ('l think we are getting into a skid. What do
I really intend to say and what do | honestly want to achieve?') and to stimulate
inquiry ('What is getting me into the skid?") and accountability ("What might we
do differently to get out of the skid?").

Personal case analysis drawn from the direct experience of organizational
members is also a technique for creating design conversations. The empirical
seminar of the Ordnance Corps task force was based on the practice of having
each member present his unit's maintenance information system as a kind of
personal case to be analyzed, critiqued, and compared with other systems. The
writing and analysis of the cases generated 'data’ for learning and opened
information flows within the organization. The cases provided a concrete basis
for learning lessons about current practice, determining best practices, and
designing new systems.

Hayal etme duygusal olmaya neden olur ve o durumdaki hareket yiliksek
derecede karmasa ve belirsizlikle agiklanir. Tasavvur etmek, oldukca ¢ok basit
ve yakin gelen bir lisan ile biiyiik anlamlar tasir. Durum i¢inde bir¢ok
farkliliklar oldugunda, hayal etme ile neyin yapildigi, hangi faaliyetin
yapilacagi ve muhtemel sonucun ne olacaginin ifadesi gibi karsilastirmalarin
yapilmasi miimkiin olur.

Ordudonatim birligindeki vak’ada, aynen resmedildigi gibi, danigmanlar
belli metotlar yerine hayal etmeyi kullandilar. Danigmanlar, gérev giicii
iiyelerine, FSI isini proje yonetimi kapsamina alinmasini 6nerdiler. Bu yolla
aslinda harekata (Yani muharebeye) istirak etmeyecekler ve Unit 101 gibi
faaliyet gostereceklerdi. Ancak Unit 101°den tamamen farkliydilar. Baglangigta
bu diisiinceyi subaylara sdylemediler. Daha gii¢lii nedenlere sahip olacaklar1 bir
zamani beklediler. Subaylar gelip onlar1 almadig: gibi durumlarda, danigmanlar
etrafindakilere ne yapacaklarini sordular.

IBI’daki 6grenme faaliyetinin ilk baslarinda danismanlar, kisisel ve grup
olarak, hataya ve siipheler karsisinda nasil tepki verildigini tanimlamak i¢in,
kayma (Kaygan ya da kaydirma) diye bir yorum kullandilar. Bu yorum,
katilimcilarin diistincelerini uyarmakta genellikle basarili oldu ve onlara
tecriibeleri hakkinda diisiinmenin yeni yollarin1 agti. Daha sonraki islem hem
danisman ve hem de 6grencilerin kullanacag: seffafligi tetikleyen metafordu.
(Ben kayacagimizi diisiiniiyorum. Gergekten ne sdylemek istiyorum ve onurlu
bir sekilde basarili olmak i¢in ne yapmaliyim? Kayarsam bana ne olacak?)
sorular1 aragtirmayi tetikliyordu. (Kaymaktan kurtulmak i¢in ne yapmaliyim?)
sorusu ise hesap verebilirligi tetikliyordu.

Personel durum raporlari, oturumu tasarlamakta, kurum tiyelerinin
tecriibelerinin, bir teknik olusturdugunu gosterdi. Ordudonatim birligindeki
gorev giicliniin deneye dayali seminerleri, her bir iyenin uygulamasinin, kendi
birlik bakim bilgi sistemi i¢in temel olusturmustur. Bakim bilgi sistemi, analiz
edilen, elestiri yapilan ve diger sistemlerle mukayese edilen bir personel durum
cesitliligidir. Vak’a sonucu ortaya ¢ikan, yazilan ve analiz edilen datalar; bir
6grenme durumu olup, kurum i¢inde agik¢a dolasan bir bilgi halindedir.
Vak’alar; mevcut uygulama, en iyi uygulama ve yeni sistemler hakkinda
O0grenme derslerine, somut esaslar olusturur.



At the IBI each student was required to write a case involving a difficult
conflict or dilemma he or she had had to deal with in an organization (Argyris
and Schon 1974). Simulations, such as the bridge-design exercise used at the IBI,
can be used to create live cases. These cases provided a basis for generating
inquiry into the reasoning, behavior, and the organizational dynamics that
facilitate or inhibit learning. They also encouraged transparency because the stu-
dents were asked to include unspoken thoughts and feelings. Lastly, the cases
provided oppor-nities for the students to practice disconfirmation, by admitting
error, and accountability, by redesigning reasoning and behavior in order to be
more effective. These redesigns were then tested through role plays and in some
cases actually attempted ‘on-line".

Modeling.

Perhaps the most important strategy for creating conditions for organizational
learning is modeling by outside interventionists and especially by organizational
leaders. In the after-action review, the fact that veterans and commanders could
publicly admit error played an important role in fostering disconfirmation as well
as egalitarianism.

Both the consultants and the formal leaders in all three cases played by the
same rules and remained open to criticism, fostering egalitarianism. In all the
cases the consultants made their strategies explicit and were honest about their
uncertainty (transparency) even though it was contrary to what is normally
expected from a consultant. Criticism and disagreements between consultants and
organizational members provided valuable opportunities for pursuing critical
inquiry (rather than producing defensiveness). To the extent that the consultants
(and group members, as in the IBI case) admitted their errors and took action to
try to correct them, they also modeled disconfirmation and accountability.

Mapping.

In the Mishlav Jaffa and the IBI case the consultants used diagnostic maps to
help guide their interventions. Mapping, as illustrated in this chapter, can be used
to capture a complex issue and make it accessible to intervention (Friedman and
Lipshitz 1994). An organizational diagnostic map is an attempt to link the
thinking of organizational members about a problem's causes with their thinking
about its implications and solutions (Argyris, Putnam, and Smith 1985; Weick

IBI’da, her 6grencinin, bir kurumda karsilastig1 giiclii ¢atisma ve ikilemi,
yazmasi istenir (Argyris ve Schon 1974). Benzetmeler, koprii tasarim
alistirmasi gibi, IBI’da canli durum yaratilarak kullanilir. Bu vak’alarin
nedenleri, davraniglarin ve 6grenmeyi kolaylastiran ya da zorlagtiran kurumsal
dinamiklerin arastirilmast igin bir esas saglar. Ogrenciler; konustugu, diisiince
ve duygulari igeren sorular sordugundan dolay1, 6gretmenler oldukga seffaf
oldular. Son olarak, vak’alar, 6grencilere daha etkili davranis ve nedenlerin
yeniden tasarlanmasi yoluyla, izin almadan uygulama yapmalarina, hatalarinin
hos goriilmesine ve hesap verebilmelerine firsat yaratti. Bu yeniden
tasarlamalar, oynanan roller yoluyla yapildi ve bazi durumlarda da aslinda
kendiliginden gelisti.

Modelleme

Kurumsal 6grenme sartlarini yaratmada, belki en 6nemli strateji, disaridaki
miidahalecilerin ve 6zellikle kurum lideri tarafindan yapilan modellemedir.
FSI’lerinde gaziler ve komutanlar, esitlik kadar insiyatifinde (Onay almamak)
gelismesinde, herkesin oniinde, hatalar1 normal olarak gordiigiinii belirtmenin,
onemli bir rol oynadigini agikladilar.

Biitiin 3 vak’adaki hem yoneticiler ve hem de danismanlar, esitligi
gelistirecek sekilde ayni kurallar1 uyguladilar ve elestiriye acik oldular. Biitiin
vak’alarda danigmanlar, stratejilerini belirgin bir sekilde ortaya koydular ve
kendi seffafliklarindan da emin oldular. Bununla birlikte bu durum, bir
danismandan beklenilen seye zitt1. Danismanlar ve kurum iiyeleri arasindaki
elestiriler ve anlagmazliklar, kritik arastirmalarin (Uretilenleri savunmanin
Otesinde) yapilmasinda 6nemli firsatlar yaratti. Danismanlarin (Ve grup iiyeleri,
IBI vak’asinda olan) hatalarini1 kabul edip, onlar diizeltecek sekilde hareket
etmeleri ile hesap verebilmeyi ve serbestligi modellediler.

Haritalama

Mishlav Jaffa ve IBI vak’alarinda danigsmanlar, kendi miidahalelerini
yonlendirmek i¢in tani haritalar kullandilar. Haritalama (Bu makaledeki
tanimiyla resimleme) karmagik bir konuyu ortaya ¢ikartmak i¢in kullanilabilir
ve bununla miidahalelere ulasmak basarilir (Friedman ve Lipshitz 1994).
Kurumsal tani haritasi, kurum tiyelerinin problem nedenleri hakkindaki
diistinceleri ile birlikte uygulamalar ve ¢6ziimleri hakkindaki ¢éztimleri



and Bougon 1986).

Maps can be generated through interviews, analysis of personal cases, and
observation. Our diagnostic maps tend to focus on the causal links between the
conditions under which a problem situation arises, perceptions of the problems,
the action strategies of organizational members, and the consequences of those
strategies. They identify the key dilemmas and how organizational members tend
to address them, often illustrating how they collectively, but unintentionally,
perpetuate and escalate problems.

Mapping fosters transparency because it captures knowledge that has been
tacit and scattered among different individuals. Combining these perceptions into
a single, more generalized map shifts the focus away from blaming individuals to
the dynamics of the system as a whole, facilitating issue orientation. Mapping
fosters accountability by helping people see their causal responsibility for a
problem within the context of the system. The most important part is testing the
map in order to confirm or disconfirm certain parts and stimulate further inquiry
into the issue.

Organizational Learning as Ongoing Experimentation.

Organizational learning is an inherently experimental, creative process
because it pushes organizational members to the edge of their current state of
knowledge. It imposes uncertainty on organizational members, either naturally or
by design, so that they will critically inquire into and change their current
practice. In many situations, particularly those involving double-loop learning,
organizational members venture into learning without knowing what will come
out of it.

Creating conditions for organizational learning means helping organizational
members engage uncertainty rather than ignore or avoid it. Learning to learn
requires suspending the need for control and predictability in order to acquire
habits of inquiry and experimentation. Although skills and certainly skillfulness
play a part in organizational learning, acquisition of these habits cannot be
reduced to training or skills acquisition. In fact, training may actually impede
learning by creating an impression of structure and certainty when participants
should be experiencing uncertainty.

gosteren bir aragtir (Argyris, Putnam, ve Smith 1985; Weick ve Bougon 1986).

Haritalar; goriismeler, personel durum raporlar1 gozlemler ile iiretilebilir.
Bizim tan1 haritamiz; problemin ortaya ¢iktig1 durum, problem hakkinda
tahminler, kurum tiyelerinin hareket stratejileri ve bu stratejilerin sonuglari
arasindaki 6nemli baglantilar tizerine odaklanmaya meyillidir. Danismanlar en
onemli (Anahtar) ikilemi ve kurum {iyelerinin buna nasil yoneldiklerini
tanimladilar. Buna gore; kurum iiyeleri toplu halde fakat bilingsiz olarak,
problemi devam ettiriyor ve siirdiiriiyorlardi.

Haritalama, seffaflig1 artirdi. Clinkii harita bilgileri s0ylemeden anlatir ve
bunu farkli kisiler arasina serper. Biitiin bu konular1 bir araya toplayip, tek bir
genel harita elde edersek; kisisel su¢lamalardan baski kalkacak ve bir biitiin
olarak sistem dinamiklerine yonelecektir. Haritalama, sistemin genel
durumunda bir problem oldugunda kisilerin buradaki sorumlulugunu
gormelerine yardimci olan hesap verebilirlilik konusunu gelistirir. En 6nemli
husus, haritayi; dnemli kisimlarin olup-olmadigi ve sorunlarin detayli
aragtirmasinin yapilip-yapilmayacaginin test edilmesidir.

Devam Eden Deneyimler Olarak Kurumsal Ogrenme

Kurumsal 6grenme bir dogal ve yaratici faaliyettir. Clinkii kurum tiiyelerini,
mevcut bilgi durumunun kenarina dogru zorlar. Kurum iiyeleri lizerinde ya
dogal ya da planlanmis bir sekilde belirsizlige neden olur. Kurumsal 6grenme,
mevcut uygulamalart hassas olarak sorgulayip, degisiklik yapsinlar diye, kurum
tiyeleri izerinde hem dogal hem de tasarlanmis olarak belirsizlik yiikler. Bir¢ok
durumda kurum iiyeleri, 6zellikle ¢ift dongiilii 6grenmede, sonucta olacaklari
bilmeksizin, 6grenme faaliyetine girisir.

Kurumsal 6grenme sartlarini olusturmak demek; kurum tiyelerinin
belirsizlikten kagmak ve onu gozardi etmekten daha fazla onunla ugragmalarina
yardimci olmak demektir. Ogrenmeyi 6grenmek igin deney ve arastirma
aliskanlig1 kazanmak icin, kontrol ve dnceden tahmin etme konularini askiya
almak gerekir. Bununla birlikte beceri ve yetenek kurumsal 6grenmenin bir
parcasidir. Bu aligkanliklar1 kazanmak egitimi ve kazanilmig becerileri
azaltmayacaktir. Gergekte katilimeilar belirsizlik konularinda deneyimli
olduklarinda, yap1 ve kesinlik mevcudiyetinin yarattig1 baski, aslinda
O6grenmeye engel olabilmektedir.



Acquiring habits of inquiry and experimentation is an 'experiential’ process,
not just in the sense of learning through activities but in a deeper sense of
engaging the particular task-specific organizational experience of learners as
individuals and as a group (Kolb 1983). For this reason it usually entails a strong
emotional undercurrent. It also involves a process that is strongly influenced by
the specific organizational context.

This chapter has focused on developing the habits of inquiry and
experimentation among organizational members by introducing structural and
cultural conditions that promote learning. Because every organization is different,
it is difficult to predict or control exactly how organizational members will
respond to these interventions. Although the three case studies presented above
reveal patterns and commonalities in this process, unpredictability makes the
development of a highly programmed, technical process for learning to learn
highly unlikely at this stage.

Each of the three projects got stuck at some point, creating a puzzle for
outside interventionists and organizational members. A skeptic might easily
conclude that these impasses resulted from 'the realities of the world' or from
'human nature'. Conversely, a visionary might brush these moments aside and
focus on instrumental issues or a new project. Such episodes often go unreported,
yet they are critical to the learning of both organizational members and
interventionists.

One of the ironies of this experience-based learning is that it is difficult to
pass the lessons along to others. In Mishlav Jaffa and the Ordnance Corps the
first group of learners found it difficult to explain themselves to their colleagues
who joined them later. Instead, these colleagues had to undergo a process similar
to the one that the first group had experienced. The necessity of such a process
was encountered? again and again in attempts to apply the lessons of the Mishlav
Jaffa project to other schools (Cohen, Friedman, and Eran 1996, 1997). Although
the interventionists developed a kind of map of where they were going and had
provided catalysts for the learning process, the outcomes differed widely from
one school to the next. These differences were attributable to differences in the
student and teacher populations, leadership, organizational politics, and
organizational culture.

Deneme ve arastirma aligkanligini kazanma, bir deneysel islemdir.
Uygulama yapmak, tam bir 6grenme islemi degildir. Fakat 6grenen kisilerin,
0zel bir gorev veya belirli bir kurumsal ¢alisma ile kisisel veya grup olarak,
daha fazla 6grenmeyi gergeklestirebilirler (Kolb 1983). Bu nedenle, 6grenme,
gizli bir heyecan duymayi genellikle zorunlu kilar. Bu heyecan, belli bir
kurumsal durum tarafindan, gii¢lii bir sekilde etkilendiginde ortaya cikar.

Bu ¢alismada, kurum iiyelerinin, arastirma ve deneme aligkanliklarinin,
O0grenmeyi ortaya ¢ikaran yapisal ve kiiltiirel kosullar tarafindan gelistirilmesi
konusuna odaklanmigtir. Her kurumun farkliligindan dolay1, 6grenme
konusundaki miidahalelere karsi, kurum tiyelerinin nasil tavir verecegi
hususunu tahmin ya da kontrol etmek zordur. Her 3 ¢alismada, yukarida
bahsedilen hususlarin yaninda, islemlerdeki kaliplar ve kisiler, beklenilmeyen
bir sekilde, yiiksek seviyede gergeklesen programlanmis gelismeler, yiiksek
olasilikl 6grenmeyi 6grenmenin teknik hususlari bu boliimde sunuldu.

3 projenin her birinde, sasirtici bir sekilde, dis miidahaleciler ve kurumsal
tiyeler i¢in bulmacalar olustu. Siipheci biri bunlar1 kolayca ¢6zebilirdi. Bu
problemli durumlar; “Diinyanin gercekleri” ya da “Insanin” dogas1 olarak
degerlendirilebilir. Tersine bir durum olarak, bir diisiince ile biitiin bu
problemler silinip atilabilir ve yardime1 konular veya yeni bir projeye
odaklanilir. Bu olaylar, genellikle raporlamadan devam eder. Bu konu hala;
hem kurum {iyelerinin ve hem de miidahalecilerin 6grenme konusunun hassas
oldugu yoniindedir.

Ogrenme temelli tecriibelerden bir espiri konusu da: Baskalarmin bu
dersleri tek baslarina basarmasinin zor oldugudur. Mishlav Jaffa ve
Ordudonatim Birliginde 6grenen gruplarin ilki, daha sonra katilanlara,
kendilerini anlatmay1 zor bir konu olarak buldular. Sonradan gelenler,
oncekilerin yasadigi tecriibelere benzer bir islemden gegmek zorundaydilar.
Mishlav Jaffa’da uygulanan derslerin, diger okullarda tekrar ve tekrar yapilmasi
bir zorunluluktu (Cohen, Friedman, ve Eran 1996, 1997). Miidahalecilerin,
ogrenme islemine katalizor saglamak ve detayl bir haritalar1 olmasina ragmen,;
sonuglar, bir okuldan digerine oldukga farkli bir sekilde ortaya ¢ikti. Buna
neden; 6grenci ve 6gretmenlerin farkli olmasi, liderlik, kurum politikalar1 ve
kurum kiiltiiriinden kaynaklaniyordu.



The generalizability of these conclusions and of the map need to be qualified
by the nature of the projects and of the organizations in which these projects were
carried out. All of the projects involved either relatively small organizations or
units within a larger organization. None of them represented comprehensive ef-
forts to introduce organizational learning throughout a large organization.
Furthermore, a similar theoretical approach with its own blinders was used by the
interventionists conducting the project. The map is only a ‘working theory' that
needs to be continually tested and refined with each new project. It represents a
repertoire of experience-based strategies for guiding organizational members and
interventionists in making sense of situations and in designing their own
strategies for moving the learning process forward.

Bu sonuglar ve haritalarin genellestirilmesi konusunda proje ve bu
projelerin yapildig1 kurumlar ele alinarak bir siniflandirma yapilmalidir. Biitiin
projelerde, ya oldukga kiigiik kurumlar ya da daha biiylik kurumlar i¢indeki
kiictik iiniteler ele alinmistir. Biiyiik bir organizasyon gibi bunlarin higbiri
kurumsal 6grenmeyi ortaya ¢ikartacak kapsamli bir ¢aba gosterememislerdir.
Ayni1 yaklagim, teorik olarak, projeyi ortaya koyan miidahaleciler tarafindan da
yapilmistir. Harita sadece calisma teorisidir ve her yeni proje ile siirekli olarak
test edilmeli ve diizeltilmelidir. Harita, kurum {iyeleri ve miidahalecilerin
karsilasacaklar1 durumlar igin, tecrilbbeye dayanan bilgileri i¢erir ve 6grenme
islemine dogru hareket i¢in kendi stratejilerinin bir tasarimidir.



