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ABSTRACT

Academic supervision is crucial for shaping teacher quality in educational institutions, yet its implementation in newly
established Islamic schools remains underexplored. Most research focuses on established schools, creating a critical
gap in understanding supervision's role during the formation phase when institutional culture and teacher adaptation
are developing. This study addresses this gap by exploring academic supervision at SD Al-Halaby Islamic School, an
early-stage Islamic elementary school operating for three years. Employing a descriptive qualitative approach with
triangulation, semi-structured interviews, online questionnaires, and documentation analysis, all active teachers
(n=25) participated through total sampling, supported by key informants including the principal, foundation board,
parents, and community figures. Findings reveal that 92% of teachers reported supervision facilitated adaptation to the
Islamic vision, 84% showed pedagogical improvements, and 96% preferred collaborative-reflective models. Challenges
include psychological tension (72% initially), time constraints (80%), and nascent supervision culture (44%). Unlike
established schools where supervision refines practices, this study demonstrates that supervision in early-stage Islamic
schools functions dually as a socialization mechanism and a development tool, contributing to 1,045% enrollment
growth. Results underscore that strengthening supervisory capacity as a core strategy not only improves learning
quality but accelerates systemic institutional growth, building foundations for reputation and sustainability.
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INTRODUCTION

Academic supervision is a professional
development process aimed at helping teachers
improve their competencies and teaching quality in the
classroom. Unlike administrative evaluation, academic
supervision emphasizes mentoring through classroom
observation, feedback provision, and reflective guidance
to foster professional teacher development [1], [2].
Research demonstrates that effective supervision
provides direction, guidance, and constructive feedback
to teachers, contributing significantly to the
improvement of their teaching performance [3], [4]. In
other words, through academic supervision, principals
or supervisors can encourage teachers to continuously
improve their planning, implementation, and evaluation
of learning.

A number of empirical studies support the central
role of supervision in enhancing teacher competence
and performance. Found that academic supervision by
supervisors has a significant positive influence on
teacher commitment and performance in schools [5].
Similar findings were reported in international contexts;
research in Nigeria showed that supervision
significantly improves teacher performance as well as
student academic achievement [6]. The implications of

these findings are clear mentoring through supervision
contributes to the improvement of the teaching-learning
process. Teacher performance can increase significantly
and positively impact the quality of learning in schools
when academic supervision and teacher competence are
optimized simultaneously [7]. Therefore, experts
emphasize the importance of strengthening academic
supervision programs and professional teacher
development; investment in both aspects not only
improves teacher performance but also enhances
educational quality comprehensively [8], [9]. In other
words, consistent and quality academic supervision
plays a strategic role in promoting school growth
through the enhancement of educators' capacity.

The relationship between supervision and school
growth materializes when the improvement of teacher
competence leads to student progress and overall
institutional performance. In the long term,
professionally developing teachers will produce more
effective learning, better student learning outcomes, and
a productive school climate, all of which are indicators
of school growth.

The literature indicates that supervision is
capable of improving classroom teaching practices and,
in turn, increasing student success by enhancing
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professional growth and teacher performance [10], [11].
Conceptualize supervision as a performance-based
approach for teacher development and school
improvement [12]. This means that academic
supervision impacts not only individual teachers but
also the institutional level; as teaching quality improves,
the school as a whole grows in terms of educational
output quality and public trust.

Furthermore, modern supervision models
emphasize collaborative approaches and peer
mentoring as efforts to enhance the effectiveness of
teacher development. Collaborative supervision
involves close cooperation between supervisors and
teachers in the process of planning, observation, and
post-teaching reflection [13], [14]. Studies from several
European countries emphasize the importance of
collaborative action in education [15]. Similarly, a
qualitative study at a state senior high school in
Bandung showed that collaborative supervision
implemented through planning phases, clinical
classroom observation, and reflective follow-up
contributed to measurable improvements in teacher
competence in lesson planning, active-innovative
teaching, formative assessment, and strengthening
professional reflection [16], [17]. These findings are
consistent with the view that supervisory relationships
characterized by partnership and mutual trust
encourage teachers to be more open to feedback and
learning innovations [18]. In addition to collaborative
supervision, peer mentoring is also recognized as a
crucial component in teacher development, especially
for novice teachers who require support to integrate
into the education system [19], [20]. With structural
support from leadership, mentoring and collaborative
supervision can work in tandem to create a culture of
continuous self-improvement in schools [21], [22].

Despite the theoretically and empirically proven
benefits of academic supervision, its implementation in
practice particularly in newly established Islamic
schools still faces various fundamental challenges. First,
most academic supervision research focuses on
established schools with stable systems and
organizational cultures, while the context of early-stage
Islamic schools facing unique challenges in building
vision, standards, and institutional culture from scratch
remains vastly underexplored empirically. Newly
established Islamic schools generally have diverse
teacher profiles, with some still young or requiring
intensive mentoring in translating the school's Islamic
vision into concrete learning practices. The process of
establishing teaching standards and Islamic values is
still being consolidated, requiring more focused
academic supervision from the outset [23], [24].

Second, supervision in many schools/madrasahs
is often still routine administrative and formalistic, with
limited evidence of effectiveness in improving teacher
performance [25]. Research shows that principals’
leadership styles significantly influence teacher
performance [26], and the frequency of madrasah
principals’ supervision positively correlates with
improvements in teacher performance, with supervision
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accounting for approximately 31% of the variance in
teacher performance [27]. However, in early-stage
Islamic schools, the challenges are more complex.
Supervisors (principals) often face time constraints due
to juggling administrative-operational tasks; supervisor
capacity in managing effective supervision still needs
enhancement; the culture of supervision as professional
development (not merely administrative oversight) has
not been fully established; and standardized supervision
instruments sensitive to Islamic education contexts
remain minimal. These conditions hinder the adaptation
process of new teachers, pedagogical-professional
competence development, and institutional growth
during the critical school establishment period.

Third, the context of early-stage Islamic schools
requires supervision that focuses not only on the
technical aspects of learning but also on the
internalization of moral values and Islamic work ethics
as distinctive institutional features. Research
emphasizes the importance of character value-based
educational supervision in improving teacher
performance in Islamic educational institutions [23],
[24]. During the school establishment phase, teachers
need to be guided in translating the Islamic vision into
concrete learning practices, integrating moral, spiritual
values, and Islamic professionalism into every aspect of
teaching. Studies show that academic supervision plays
a vital role in ensuring the delivery of high-quality
education that integrates academic knowledge and
moral development [29], [30]. Implementation of
planned supervision in madrasah has proven successful
in significantly improving teacher performance and
encouraging positive changes in teaching practices [31].
However, how academic supervision in early-stage
Islamic schools can effectively function as a
development mechanism that supports teacher
adaptation, strengthening of pedagogical-professional
competencies integrated with Islamic values, and its
impact on institutional growth systemically, has not
been widely explored.

Fourth, although the literature confirms the
importance of supervision for teacher development and
school growth [32], [33], research that integratively
examines the interconnection between academic
supervision, professional teacher development, and
institutional growth in the context of early-stage Islamic
schools remains very limited. The majority of research
tends to study supervision in a fragmented manner
focusing on technical aspects of supervision or its
impact on teacher performance alone without exploring
how supervision functions as a strategic mechanism
during the critical school establishment phase: helping
teachers adapt to the vision and culture of new
institutions, responsively strengthening pedagogical-
professional competencies, and contributing to
reputation building and systemic school growth.

This research addresses these gaps by exploring
the implementation of academic supervision at SD Al-
Halaby Islamic School, Banjarbaru, a newly established
Islamic elementary school operating for three years. The
novelty of this research lies in several aspects. First,
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contextual focus on early-stage Islamic schools with
different dynamics and challenges from established
schools, where systems, supervision culture, and
institutional standards are still in the formation process.
Second, a holistic approach integrating three
interconnected dimensions: (a) supervision as a
mechanism for teacher adaptation to the culture, vision,
and expectations of new institutions which has been
underexplored in  supervision literature; (b)
strengthening pedagogical and professional
competencies (including integration of Islamic values)
responsive to teacher needs in newly established
schools; and (c) supervision's contribution to
institutional  growth  through learning quality
improvement, reputation building, and public trust
linking  supervision to institutional outcomes
systemically. Third, the use of multi-stakeholder
perspectives involving not only teachers and principals
but also foundation boards, parents, and local
community figures to provide a comprehensive picture
of supervision's impact on school growth from both
internal and external viewpoints. Fourth, in-depth
exploration of teachers' psychological dynamics in the
supervision process (anxiety, trust, preferences for
collaborative-reflective supervision models) often
neglected in conventional supervision research but
crucial for effective development in newly established
schools.

Therefore, this research aims to: explore the
implementation of academic supervision in early-stage
Islamic schools, encompassing practices, teachers'
psychological dynamics, and implementation
challenges; analyze supervision's contribution to
professional teacher development, particularly in school
vision adaptation, pedagogical-professional competency
strengthening, and collaborative work climate
formation; and investigate supervision's impact on
overall institutional growth, including learning quality
improvement, reputation building, and stakeholder
trust. The research findings are expected to provide
practical guidance for administrators and supervisors in
newly established Islamic schools in designing effective
supervision programs, while enriching the body of
knowledge about academic supervision in the Islamic
education context.

RESEARCH METHODS
This study employed a descriptive qualitative
approach to understand teachers' perceptions regarding
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academic supervision implementation at SD Al-Halaby
Islamic School, which had entered its third year of
operation. This approach was chosen for its capability to
capture participants' meanings, experiences, and
interpretations naturally without variable manipulation
within the developing Islamic education context [34].

The research population consisted of all 25 active
teachers at SD Al-Halaby Islamic School, Banjarbaru,
comprising classroom teachers (10), special subject
teachers (11), and companion teachers (3). Total
sampling technique was used due to the limited and
relatively homogeneous population [35]. Additional key
informants included the principal, two foundation board
members, six parents, and two community figures
purposively selected for source triangulation. Primary
data were collected through semi-structured interviews
(45-60 minutes per participant, 100% response rate)
and online open questionnaires via Google Forms.
Secondary data included supervision documents,
evaluation reports, classroom observation notes, and
internal school policies. Data collection occurred from
August to October 2024.

Data were analyzed using interactive analysis
techniques involving three cyclical stages [36]. Data
reduction was  performed through verbatim
transcription, open coding generating codes such as
"anxiety during observation" and "constructive
feedback," and axial coding producing categories like
"psychological dynamics” and "implementation
barriers."

Data validity was ensured through credibility
(source and method triangulation, member checking,
three-month  engagement), transferability (thick
description), dependability = (audit trail), and
confirmability (peer debriefing and reflexivity) [37].

RESULT AND DISCUSSION
1. Supervision as a Teacher Adaptation Mechanism
Findings indicated that 23 out of 25 teachers
(92%) reported supervision facilitated adaptation to
institutional vision, culture, and standards. Teachers
reported that supervision helped them understand
institutional expectations and translate the Islamic
vision into learning practices. Teacher A stated,
"Through supervision, I better understand how to
integrate Islamic values into daily learning.” Teacher
B added, "Feedback from the principal greatly helped
me adjust teaching methods to school standards.”

Table 1. Teachers' Perceptions of Supervision Functions in Adaptation (n=25)

Adaptation Aspect Number Percentage (%)
Understanding the school's Islamic vision 23 92
Adjusting teaching methods to standards 21 84
Integrating Islamic values into learning 22 88
Understanding institutional work culture 20 80

Documentation analysis showed routine
supervision occurred twice per semester for each
teacher. Classroom observation notes (40
documents) indicated progressive supervision focus
from vision alignment to practical implementation
strengthening. The finding that 92% of teachers

reported supervision facilitated adaptation confirms
developmental supervision theory, which
emphasizes intensive mentoring during the teacher
induction phase [38]. Why does supervision become
a crucial adaptation mechanism in early-stage
Islamic schools? First, newly established schools do
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not yet have established organizational routines and
work culture, so teachers cannot learn implicitly
through environmental observation. They require
explicit guidance through supervision to understand
institutional expectations. Second, Islamic schools
have a complex dual mission achieving academic
excellence while forming students' Islamic character.
This complexity requires special mentoring so
teachers can integrate both aspects into daily
learning practices.

These research findings align with findings
emphasizing the vital role of supervision in ensuring
the integration of academic knowledge and moral
development in Islamic educational institutions [39],
[40]. However, this research expands understanding
by showing that in early-stage schools, supervision
functions not only as quality assurance but also as a
primary socialization mechanism that helps teachers
internalize institutional values and standards. This
differs from findings in established schools, where
supervision tends to focus more on refinement and
fine-tuning of existing teaching practices rather than
foundational learning about institutional culture and
vision. The theoretical implication of this finding is
the enrichment of supervision literature by
identifying adaptive function as a dimension distinct
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from the evaluative and developmental functions
previously known. Supervision in early-stage schools
needs to be understood as a strategic organizational
socialization instrument. Practical implications
indicate that principals in newly established Islamic
schools need to design supervision as a structured
induction program with greater time allocation for
mentoring, modeling, and reflective discussions
about school vision, not merely formal evaluative
observations. Supervision programs need to be
systematically designed with clear stages, starting
from introducing school vision and culture, modeling
expected teaching practices, to continuous
mentoring for implementation strengthening.

. Teachers' Psychological Dynamics in Supervision

Findings revealed that 18 out of 25 teachers
(72%) experienced anxiety during initial supervision
implementation. Teacher C stated, "Initially nervous,
afraid my performance would be judged poorly in
front of students.” However, 20 out of 25 teachers
(80%) reported that anxiety decreased as trust
relationships with supervisors developed. Teacher E
stated, "After I knew the principal’s intention was to
help, not punish, I became more open to receiving
input.”

Table 2. Teachers' Psychological Dynamics in the Supervision Process (n=25)

Psychological Dynamics Initial Stage After Mentoring
Experiencing anxiety or pressure 18 (72%) 5 (20%)
Feeling comfortable with supervision 7 (28%) 20 (80%)
Trusting supervisor's good intentions 9 (36%) 22 (88%)
Open to receiving feedback 11 (44%) 24 (96%)

The finding that 72% of teachers
experienced anxiety during the initial supervision
stage but decreased to 20% after trust was
established confirms the importance of psychological
aspects in supervision [41]. Why does this anxiety
emerge? First, teachers in new schools face dual
pressure proving their competence in institutions
building their reputation while adapting to
expectations they do not yet fully understand.
Second, initial perceptions of supervision are often
related to performance evaluation and assessment,
not mentoring, thus triggering defensive responses.
Third, lack of intensive supervision experience in
previous schools makes teachers unfamiliar with
academic supervision processes and purposes. The
dramatic decrease in anxiety from 72% to 20% after
trust was established with supervisors confirms the
concept of supervision as an act of care [42]. When
teachers perceive supervisors as partners concerned
with their development (not merely bureaucratic
evaluators), openness and motivation to develop
increase significantly. Humanistic approaches in
supervision building trust, acknowledging teacher
efforts, and emphasizing learning aspects rather
than mere assessment have proven effective in
reducing psychological pressure [43].

However, this finding contradicts
supervision practices still commonly found in many
Indonesian schools/madrasahs, where supervision is

. Strengthening

often an administrative formality and tends to find
faults. This difference shows that supervision
success highly depends on how supervisor-teacher
relationships are built and maintained. The
theoretical implication is strengthening the concept
of trust-based supervision as a prerequisite for
effective teacher mentoring, especially in new school
contexts where teachers are in psychologically
vulnerable phases. Practical implications indicate
that supervisors (principals) need training not only
in technical supervision aspects (observation,
learning analysis) but also in soft skills such as
empathetic communication, building trust, and
providing constructive and supportive feedback.
Schools need to allocate time for pre-conferences
that build rapport before observation and post-
conferences that are dialogical, not evaluative
monologues.
Teachers' Professional
Competence

Supervision results showed that 21 out of 25
teachers (84%) reported improvements in
pedagogical and professional competence after
participating in several supervision cycles. Teacher F
stated, "I received considerable input to improve
lesson plans and learning strategies.” Documentation
analysis of supervision evaluation reports (25
documents) showed that the most improved
competency areas were lesson planning (84%),
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teaching methods (88%), and learning outcome
evaluation (76%). Beyond pedagogical aspects, 19
out of 25 teachers (76%) reported improved ability
to integrate Islamic values into learning. Teacher H
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stated, "The supervisor provided examples of how to
incorporate moral values into daily classroom
discussions."

Table 3. Competency Areas Improved Post-Supervision (n=25)

Competency Area Number Percentage (%)
Lesson planning 21 84
Interactive teaching methods 22 88
Classroom management 19 76
Student learning outcome evaluation 19 76
Islamic values integration 19 76
Professional reflection 17 68
The finding that 84% of teachers reported integrating professional competence with

improved pedagogical competence and 76%
reported improved ability to integrate Islamic values
confirms that effective supervision can improve
learning quality through professional teacher
development [44]. Why did supervision succeed in
improving competence in this context? First, the
supervision paradigm applied was developmental,
not inspective. Modern supervision no longer aims to
find faults but rather encourages continuous
improvement through reflection [45]. Second, the
reflective-participatory approach used at SD Al-
Halaby Islamic School actively involves teachers in
identifying their own improvement areas, so
ownership of the development process is stronger.
What is interesting about this finding is the dual
function of supervision in Islamic schools improving
teaching hard skills (planning, methods, evaluation)
while simultaneously developing soft skills in the
form of applying Islamic values and professional
work ethics. Effective supervision supports
pedagogical development as well as professional
ethics in teaching practice [46]. This finding
reinforces the argument that supervision in Islamic
schools cannot be separated from the character
formation mission. Unlike general schools where
supervision focus tends to be on technical learning
aspects, Islamic schools require holistic supervision,

internalization of spiritual and moral values.

The theoretical implication is a contribution
to the literature on context-specific supervision
models, particularly how supervision in value-based
educational institutions (religious schools) requires
different approaches from secular schools. Practical
implications indicate that supervision instruments in
Islamic schools need to be specifically designed to
assess and develop not only pedagogical competence
but also teachers' ability to instill Islamic values.
Supervisors need dual competence mastering
modern academic supervision principles while
deeply understanding Islamic values that become the
institution's soul. Supervisor training in early-stage
Islamic schools must integrate both aspects
comprehensively.

. Supervision Implementation Barriers

Despite its benefits, supervision
implementation faced several obstacles. Time
constraints were mentioned by 20 out of 25 teachers
(80%) as the primary barrier. Teacher I stated, "The
principal and we often juggle many tasks, so
supervision — schedules are often postponed.”
Supervision schedule documentation showed that
from a target of four times per year, the average
realization was only 2.3 times per teacher in the
2023/2024 academic year.

Table 4. Identified Supervision Implementation Barriers (n=25)

Barrier Type Number Percentage (%)
Supervisor time constraints 20 80
High administrative workload 18 72
Non-standardized supervision instruments 10 40
Supervisor capacity needs improvement 12 48
Supervision culture not yet established 11 44
Unclear communication 9 36

Beyond structural factors, 11 out of 25
teachers (44%) stated that the supervision culture as
development (not oversight) had not been fully
formed. Teacher | stated, "Sometimes supervision
feels like just a formality, without in-depth discussion
about what needs improvement.” ldentification of
supervision  implementation  barriers  (80%
mentioning  time  constraints, 72%  high
administrative burden, 40% non-standardized
instruments) confirms that common supervision
constraints include time limitations, resources, and
practice inconsistencies [47]. Why are these barriers

more acute in early-stage schools? First, the
pioneering phase of schools is characterized by
limited conditions still minimal human resources,
unestablished systems, and priorities that often shift
between short-term operations and long-term
system building. Principals often juggle many
functions (manager, supervisor, teacher, and even
administration), so academic supervision does not
receive  adequate time allocation. Second,
supervision culture as professional development
(not merely oversight) requires time to build,
especially if teachers and principals have no
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experience with developmental supervision models
in previous schools.

The finding that 44% of teachers felt
supervision culture was not yet established, and
communication was often unclear, aligns with
findings that top-down supervision models without
adequate feedback cause miscommunication [48].
This shows that supervision implementation
barriers are not only structural (time, instruments)
but also cultural (mindset, communication, shared
understanding of supervision purposes). Cultural
barriers are actually more difficult to overcome
because they require paradigm changes and long-
term habituation. However, this research also
identifies strategies to overcome these barriers,
which align with best practices from the literature.
Sustainable  teacher  development programs
supported by multi-sectoral collaboration have
proven effective in improving teacher competence
[49]. Continuous professional development focusing
on modernizing teaching methods increases teacher
commitment and their ability to create engaging
assessments [50]. Practical implications suggest that
early-stage Islamic schools need to take proactive
steps including arranging supervision schedules that
remain feasible despite teachers' busy workloads,
for instance by applying rotation systems or utilizing
students' free time; strengthening the capacity of
senior teachers to act as co-supervisors through

. Preference for
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targeted training programs or benchmarking visits
to more established schools; developing supervision
instruments that are simple yet comprehensive and
adapted to the specific context of Islamic education;
and building a shared understanding among teachers
that supervision is a mentoring and developmental
process rather than an audit, which can be fostered
through continuous socialization and habituation.
The theoretical implication is that supervision
implementation barriers are context-dependent and
require  solutions adapted to institutional
development stages. Supervision literature needs
more discussion of implementation strategies in
resource-constrained  conditions and  during
establishment phases, not only in already
established schools.
Collaborative-Reflective
Supervision Models

Findings showed that 24 out of 25 teachers
(96%) expected a more collaborative and reflective
supervision model in the future. Online
questionnaires revealed that teachers desired
supervision characterized by two-way dialogue, not
one-way assessment. Teacher K stated, "I hope
supervision can become a discussion forum, not just
being evaluated.” Teacher L added, "It would be
better if there were peer coaching, where senior
teachers could share tips informally."

Table 5. Teachers' Expectations for Supervision Models (n=25)

Expected Supervision Model Number Percentage (%)
Collaborative supervision (two-way discussion) 24 96
Reflective supervision (joint analysis) 23 92
Peer coaching or mentoring 21 84
More supportive, less evaluative 22 88
Specific and constructive feedback 25 100

The aspiration of 96% of teachers toward
collaborative supervision models and 92% toward
reflective models confirms global trends in modern
supervision. Supervision is most effective when
perceived by teachers as something done with them,
not to them [51]. Collaborative approaches facilitate
mutually supportive interactions and strengthen
teacher motivation to develop professionally [52].
Why do teachers desire this transformation? First,
their experience with initially evaluative supervision
caused anxiety and defensive attitudes, so they
realized that more participatory approaches would
be more conducive to professional learning. Second,
as professionals, teachers have needs to be valued as
partners in decision-making about their own
learning, not merely evaluation objects. Third,
teachers realize that professional learning most
effectively occurs through reflection and dialogue,
not through one-sided instruction. This hope aligns
with strong theoretical frameworks. Supervision
functions not merely as performance evaluation but
rather creates collaborative environments that
encourage teaching strategy development and
teachers' personal growth [53]. Within the
developmental supervision framework, supervisors

adjust approaches to teachers' needs and progress
levels, and involve teachers as partners in
instructional improvement. Transformative
supervision describes ideal interactions as active
partnerships that reduce teacher isolation and
encourage continuous critical reflection [54].

This finding is also consistent with the
Professional Learning Community (PLC) concept,
where teachers regularly discuss and share best
practices [55]. Reflective models have proven
effective in enhancing teacher capacity by
encouraging them to think critically about their own
practices [56], [57]. The theoretical implication is
strengthening the argument that supervision needs
to transform from hierarchical-evaluative models
toward democratic-developmental ones, especially
in the modern era where teacher professionalism is
increasingly recognized. Practical implications
indicate that early-stage Islamic schools have
strategic opportunities to build collaborative-
reflective supervision culture from the beginning,
without having to change entrenched old culture as
in older schools. To realize this transformation,
schools need to allocate sufficient time for post-
observation reflective discussions (at least 30-45
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minutes for in-depth dialogue rather than just 10-15
minutes), train principals in techniques for
facilitating reflective conversations rather than
merely giving directives, build peer coaching
systems where senior teachers mentor junior
teachers collegially, and create safe spaces where
teachers feel secure acknowledging difficulties and
experimenting with new methods without fear of
judgment.
. Supervision's Contribution to Institutional
Growth

External key informant perspectives
indicated that academic supervision contributed to
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school growth. All interviewed parents (n=6, 100%)
reported satisfaction with teaching quality and
stated that their children showed positive academic
and character development. Parent A stated, "I see
teachers becoming increasingly professional, my child
is also more enthusiastic about learning.” Two
interviewed community figures confirmed that SD
Al-Halaby Islamic School's reputation in the
community had increased over the past three years.
Community Figure A stated, "This school is starting to
be known as a quality Islamic school, many of my
neighbors are asking about enrollment.”

Table 6. Institutional Growth Indicators (Years 1-3)

Indicator Year 1 Year 2 Year 3
Number of new student applicants 38 100 435
Parent satisfaction rate* 100% 100% 100%
Student academic achievement (average grades)** 86 88 89
Islamic-based extracurricular programs 3 5 8

*Based on the school's annual satisfaction survey

**Based on semester report card averages
School documentation data showed an
increase in applicants from 45 students (first year)
to 78 students (third year), indicating growing public
trust. Interview data with foundation board
members  confirmed that teacher quality
improvement through supervision became a key
factor in institutional growth. Foundation Board
Member A stated, "Investment in teacher supervision
from the beginning has proven to build a strong school
foundation.” The finding that supervision contributes
to improved school reputation (evidenced by 100%
parent satisfaction and dramatic enrollment growth
from 38 to 435 students) confirms the view that
supervision has impacts extending beyond
individual teacher levels. Supervision plays an
important role in building learning communities
during the early school establishment stage, when
professional support and collaboration are crucial
for overcoming initial challenges [58]. Supervision
provides constructive criticism and support that
helps educators optimize teaching strategies and
align them with institutional goals [59]. How can
individual teacher supervision impact overall
institutional growth? The causal mechanism can be
explained through the following chain of effects.
First, supervision improves teacher teaching
quality (as shown by competence improvement in
84% of teachers). Second, improved teaching quality
directly impacts better student learning experiences,
reflected in increased academic achievement
(average grades rose from 86 to 89) and positive
character formation. Third, parent satisfaction
increases when they see positive development in
their children, both academically and morally (100%
of parents reported satisfaction). Fourth, parent
satisfaction triggers positive word-of-mouth in the
community, which in turn increases school
reputation and attracts more applicants (1,045%
increase over three years). Fifth, student quantity
growth enables schools to develop new programs

(extracurricular activities increased from 3 to 8
programs) that further strengthen institutional
attractiveness and quality. This positive cycle creates
sustainable growth momentum. This finding aligns
with the view that supervision is central to
instructional improvement leading to improved
student achievement [60]. Although supervision's
direct focus is teachers, its ultimate goal is to
improve learning and support student success [61].
This research expands understanding by showing
that supervision's impact does not stop at the
student outcomes level but continues to the
institutional outcomes level in the form of
reputation, public trust, and organizational growth.
This is crucial for early-stage schools struggling for
survival and building legitimacy amid competition
with established schools.

The theoretical implication is a contribution
to literature on the systemic impact of supervision,
which has thus far focused more on micro
(individual teacher) and meso (classroom/student)
impacts but less on macro (institutional growth)
impacts. Practical implications indicate that
foundations or administrators of newly established
Islamic schools need to view supervision not as a
cost center but as a strategic investment that will
generate returns in the form of long-term
institutional growth. Resource allocation for
supervisor training, instrument development, and
time allocation for quality supervision is a rational
investment that will be repaid through reputation
growth and institutional sustainability.

CONCLUSION

This study confirms that academic supervision in
newly established Islamic elementary schools functions
critically as both a socialization mechanism facilitating
teacher adaptation to institutional vision (92% of
teachers) and a professional development tool
strengthening pedagogical competence (84%
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improvement). While implementation faces contextual
barriers including time constraints (80%), high
administrative  workloads (72%), and nascent
supervision culture (44%), supervision effectiveness
depends primarily on relational quality rather than
procedural compliance, evidenced by anxiety reduction
from 72% to 20% following trust establishment and
overwhelming teacher preference for collaborative-
reflective models (96%). Most significantly, this
research demonstrates supervision's systemic impact
extending beyond individual teacher development to
institutional growth, with strategically designed
supervision contributing to substantial enrollment
increases from 38 to 435 students (1,045% growth) and
improved academic achievement (average grades from
86 to 89) through cascading effects of improved
teaching quality, enhanced student outcomes, increased
parent satisfaction, and positive community reputation.
Therefore, supervisory capacity strengthening must be
prioritized as strategic investment rather than
operational cost in early-stage Islamic schools to ensure
sustainable institutional excellence.

REFERENCES

[1] S. Basuki, Supervisi Pendidikan Jasmani, ]II.
Yogyakarta: PT. LKiS Pelangi Aksara, 2021.

[2] Senang, Sunardi, and M. W. Farchani, “Peningkatan
Kualitas Pembelajaran Peserta Didik melalui
Implementasi Supervisi Akademik,” Acad. J. Teach.
Learn., vol. 3, no. 2, pp. 109-117, 2024, doi:
10.59373/academicus.v3i2.61.

[3] Juhadira, Hasniati, Ririk, Lilianti, and Nasir,
“Implementasi Metode Coaching dalam Supervisi
Akademik,” J. Ilmu Manaj. Sos. Hum., vol. 6, no. 1,
pp. 1-11, 2024, doi: 10.51454/jimsh.v6i1.404.

[4] Masduki, “Peran Kepala Sekolah sebagai
Supervisor  dalam  Meningkatkan  Kualitas
Pendidikan di Sekolah Dasar Negeri Sunyaragi 2
Kota Cirebon,” Dirasah J. Stud. IImu dan Manaj.
Pendidik. Islam, vol. 7, no. 1, pp. 249-255, 2024,
doi: 10.58401/dirasah.v7i1.1048.

[5] I. Muttagin et al, “The effect of academic
supervision, managerial competence, and teacher
empowerment on teacher performance: the
mediating role of teacher commitment,”
F1000Research, vol. 12, pp. 1-30, 2023, doi:
10.12688/f1000research.128502.2.

[6] U.F.Ebele and P. A. Olofu, “Enhancing the standard
of teaching and learning in the 21st century via
qualitative school-based supervision in secondary
schools in Abuja municipal area council (AMAC),”
Int. J. Educ. Adm. Policy Stud., vol. 9, no. 6, pp. 79-
83,2017, doi: 10.5897/ijeaps2016.0490.

[71 R. Ramadhona, “The Impact of Academic
Supervision and Teacher Competence on
Improving Teacher Performance,” Int. J. Teach.
Learn., vol. 2,no. 9, pp. 2555-2570, 2024.

[8] P. A. B. Lorono, “Supervision of School Heads and
Professional Development on Public Secondary
Teachers in Tagum City,” Int. ]. Innov. Sci. Res.
Technol, vol. 10, no. 8, pp. 1717-1718, 2025, doi:

Vol.7 No.1, April 2026 : 114-123

10.38124/ijisrt/25augl1174.

[9] A. Subagio, M. Waruwu, E. Enawaty, and H. Halida,
“Collaborative Academic Supervision as an Effort to
Optimize Teacher Performance in the Independent
Curriculum,” Riwayat Educ. . Hist. Humanit., vol. 7,
no. 4, pp- 2740-2753, 2024, doi:
10.24815/jr.v7i4.41505.

[10] A. Hoekstra and F. Korthagen, “Teacher learning in
a context of educational change: Informal learning
versus systematically supported learning,” J. Teach.
Educ., vol. 62, no. 1, pp. 76-92, 2011, doi:
10.1177/0022487110382917.

[11] G. Mutlu-Gilbak and S. Akcan, “Empowering
mentor teachers for supervision through an online
mentor training program,” TESOL J., vol. 15, no. 3, p.
€812, Sep. 2024, doi: 10.1002 /tesj.812.

[12] M. Marsukin, H. Witono, S. Sudirman, U. Waluyo,
and A. Arsin, “A Bottom-Up Model of Teacher
Supervision in the Selected Islamic Private High
Schools in East Lombok-Indonesia,” Int. J. Multicult.
Multireligious Underst., vol. 11, no. 3, pp. 384-395,
2024, doi: 10.18415/ijmmu.v11i3.5700.

[13] A. M. Minnett, “Collaboration and shared
reflections in the classroom,” Teach. Teach. Theory
Pract, vol. 9, no. 3, pp. 279-285, 2003, doi:
10.1080/13540600309382.

[14] E. T. Taddese and C. Rao, “School-based
collaborative reflection for professional learning: a
case study of primary school teachers in Ethiopia,”
Reflective Pract., vol. 23, no. 6, pp. 663-675, Nov.
2022, doi: 10.1080/14623943.2022.2107501.

[15] S. Lakkala, A. Galkiené, ]. Navaitiené, T.
Cierpiatlowska, S. Tomecek, and S. Uusiautti,
“Teachers supporting students in collaborative
ways—an analysis of collaborative work creating
supportive learning environments for every
student in a school: Cases from Austria, Finland,
Lithuania, and Poland,” Sustain., vol. 13, no. 5, pp.
1-20, 2021, doi: 10.3390/su13052804.

[16] C. F. Hadiansyah, F. Az Zahro, Wahidin, and A. T.
Ismail, “Supervisi Kolaboratif dalam Meningkatkan
Kemampuan Profesional Guru di SMA Negeri Kota
Bandung,” J. Manaj. Pendidik. ]. IIm. Adm. Manaj.
dan Kepemimp. Pendidik., vol. 7, no. 2, pp. 80-89,
Oct. 2025, doi: 10.21831/JUMP.V712.91340.

[17] A. Sewell, T. L. Cody, K. Weir, and S. Hansen,
“Innovations at the boundary: an exploratory case
study of a New Zealand school-university
partnership in initial teacher education,” Asia-
Pacific ]. Teach. Educ., vol. 46, no. 4, pp. 321-339,
Aug. 2018, doi: 10.1080/1359866X.2017.1402294.

[18] K. Dedering and M. Pietsch, “School leader trust
and collective teacher innovativeness: on
individual and organisational ambidexterity’s
mediating role,” Educ. Rev., vol. 77, no. 2, pp. 351-
380, Feb. 2025, doi:
10.1080/00131911.2023.2195593.

[19] E. Akiri and Y. ]. Dori, “Professional Growth of
Novice and Experienced STEM Teachers,” J. Sci.
Educ. Technol, vol. 31, no. 1, pp. 129-142, 2022,
doi: 10.1007/s10956-021-09936-x.

121



Jurnal Inovasi Pendidikan dan Sains

[20] L. J. Raff, “Professional Learning Communities at
Work: Best Practices for Enhancing Student
Achievement,” Am. J. Clin. Pathol., vol. 111, no. 4, pp.
563-563, Apr. 1999, doi: 10.1093/AJCP/111.4.563.

[21] B. G. Barnett and G. R. O’Mahony, “Developing a
culture of reflection: implications for school
improvement,” Reflective Pract., vol. 7, no. 4, pp.
499-523, Nov. 2006, doi:
10.1080/14623940600987130.

[22] G. A. Koh, H. Askell-Williams, and S. Barr,
“Sustaining school improvement initiatives: advice
from educational leaders,” Sch. Eff. Sch. Improv., vol.
34, no. 3, pp. 298-330, 2023, doi:
10.1080/09243453.2023.2190130.

[23] Y. Berson and S. Oreg, “The Role of School
Principals in Shaping Children’s Values,” Psychol
Sci., vol. 27, no. 12, pp. 1539-1549, Dec. 2016, doi:
10.1177/0956797616670147.

[24] D. Garcia-Alvarez, M. ]. Soler, R. Cobo-Rendén, and
J]. Hernandez-Lalinde, “Teacher Professional
Development, Character Education, and Well-
Being: Multicomponent Intervention Based on
Positive Psychology,” Sustain., vol. 15, no. 13, 2023,
doi: 10.3390/5u15139852.

[25] Y. Sunaryo, “Academic Supervision of School
Principals and Teacher Performance: A Literature
Review,” Int. J. Pedagog. Soc. Stud., vol. 5, no. 2, pp.
17-34, 2020, doi: 10.17509/ijposs.v5i2.29094.

[26] Badrun, “The Relationship between Madrasah
Principal Leadership and Teacher Performance at
Madrasah Tsanawiyah,” AL-ISHLAH ]. Pendidik., vol.
14, no. 4, pp. 6403-6410, 2022, doi:
10.35445/alishlah.v14i4.2270.

[27] N. Suryapermana, P. Paiman, A. Fauzi, and M.
Azizatunnisa, “Supervision of Madrasah Heads and
Teacher Performance of Madrasah Tsanawiyah
Negeri 1 Serang Regency,” J. Asian Islam. Educ.
Manag., vol. 3, no. 1, pp. 35-42, 2025, doi:
10.53889 /jaiem.v3i1.630.

[28] C. 1. Ikut, Manajemen Sumberdaya Manusia.
Lamongan: Badan Penerbit STIEPARI Press, 2023.

[29] N. A. Azman, M. I. Hamzah, and K. A. Razak, “Digital
integration in primary school islamic education:
teachers’ perspectives on its impact on students’
learning,” Malaysian J. Learn. Instr., vol. 22, no. 2,
pp. 45-65, 2024, doi: 10.32890/m;jli2025.22.2.3.

[30] T. Hamami and Z. Nuryana, “A holistic - integrative
approach of the Muhammadiyah education system
in Indonesia,” HTS Teol. Stud. Stud., vol. 78, no. 4,
2019, doi: 10.4102 /hts.v78i4.7607.

[31] A. Kuswandi, Y. Sulfiati, and 1. Muthi, “Evaluasi
Program Supervisi Akademik Pengawas Madrasah
dalam Upaya Meningkatkan Kompetensi
Profesional Guru Madrasah Aliyah,” JAMP ]. Adm.
dan Manaj. Pendidik., vol. 5, no. 4, pp. 300-308,
2022, doi: 10.17977 /um027v5i42022p300.

[32] P. Hallinger and R. H. Heck, “Exploring the journey
of school improvement: Classifying and analyzing
patterns of change in school improvement
processes and learning outcomes,” Sch. Eff. Sch.
Improv., vol. 22, no. 1, pp. 1-27, Mar. 2011, doi:

Vol.7 No.1, April 2026 : 114-123

10.1080/09243453.2010.536322.

[33] K. Leithwood, A. Harris, and D. Hopkins, “Seven
strong claims about successful school leadership
revisited,” Sch. Leadersh. Manag., vol. 40, no. 1, pp.
5-22, 2020, doi:
10.1080/13632434.2019.1596077.

[34] ]. W. Creswell, Research Design: Qualitative,
Quantitative, and Mixed Methods Approaches. SAGE,
2018.

[35] Sugiyono, Metode Penelitian Kuantitatif Kualitatif
dan R&D, 4th ed. Bandung: Alfabeta, 2022.

[36] M. B. Miles, A. M. Huberman, and ]. Saldana,
Qualitative Data Analysis: A Methods Sourcebook.
SAGE Publications, 2014.

[37] Y. S. Lincoln and E. G. Guba, Naturalistic inquiry.
1985.

[38] N. L. Zimpher and K. R. Howey, “Adapting
Supervisory Practices To Different Orientations of
Teaching Competence,” J. Curric. Superv., vol. 2, no.
2,pp-101-127, 1987.

[39] Jumiati et al, “Analysis of the Islamic Concept of
Supervision,” Futur. Educ. J., vol. 3, no. 5, pp. 1869-
1876, 2025, doi: 10.61445 /tofedu.v3i5.317.

[40] S. Kadarsih, Kasful Anwar Us, and Shalahudin, “The
Implementation of Islamic Education Management
in the Development of Knowledge and Character at
Higher Education Institutions,” Int. J. Post Axial
Futur. Teach. Learn., vol. 3, no. 1, pp. 40-47, 2025,
doi: 10.59944 /postaxial.v3i1.413.

[41] A. E. M. Vargas and S. R. Duarte, “Concern about
classroom observation in foreign language
teachers,” Bordon. Rev. Pedagog., vol. 76, no. 3, pp.
79-97, Sep. 2024, doi:
10.13042/Bordon.2024.101884.

[42] ]. Sun, “Review of Research on Instructional
Supervision,” in Review of Research on Instructional
Supervision, Routledge, 2022. doi:
10.4324/9781138609877-ree190-1.

[43] A. Uslukaya and Z. Demirtas, “Can a supportive
supervisor be a treasure for teachers? A multilevel
analysis of the relationship between perceived
supervisor support, work engagement, and
burnout,” Psychol. Sch., vol. 60, no. 11, pp. 4667-
4685, Oct. 2023, doi: 10.1002 /pits.23006.

[44] K. E. Hoque, H. B. Bt Kenayathulla, M. V. D/O
Subramaniam, and R. Islam, “Relationships
Between Supervision and Teachers’ Performance
and Attitude in Secondary Schools in Malaysia,”
SAGE Open, vol. 10, no. 2, 2020, doi:
10.1177/2158244020925501.

[45] T.].. Sergiovanni and R. |. . Starratt, Supervision : A
Redefinition, 8th ed. New York: McGraw-Hill, 2007.

[46] C. D. Glickman, S. P. Gordon, and ]. M. Ross-Gordon,
Supervision and Instructional Leadership; A
Developmental Approach, 9th ed. Pearson, 2014.

[47] C. Almlév and A. Grubbstrém, “Challenging from
the start: novice doctoral co-supervisors’
experiences of supervision culture and practice,”
High. Educ. Res. Dev., vol. 43, no. 1, pp. 17-31, 2024,
doi: 10.1080/07294360.2023.2218805.

[48] M. A. Hoffman, C. E. Hill, S. E. Holmes, and G. F.

122



Jurnal Inovasi Pendidikan dan Sains

Freitas, “Supervisor perspective on the process and
outcome of giving easy, difficult, or no feedback to
supervisees,” J. Couns. Psychol, vol. 52, no. 1, pp. 3-
13, Jan. 2005, doi: 10.1037/0022-0167.52.1.3.

[49] Rasmitadila et al., “Professional development for
Indonesian elementary school teachers: Increased
competency and sustainable teacher development
programs,” F1000Research, vol. 13, pp. 1-18, 2025,
doi: 10.12688/f1000research.156946.3.

[50] S. Baroudi, “Exploring Teacher Education for
Sustainable Development in the UAE,” Sustain., vol.
15, no. 3, 2023, doi: 10.3390/su15031981.

[51] D. S. Rohman and S. Nurhayati, “Enhancing Early
Childhood Accreditation : Integrating Collaborative
Supervision,” ThufuLA ]. Inov. Pendidik. Guru
Raudhatul Athfal, vol. 11, no. 2, pp. 301-322, 2023,
doi: 10.21043/thufula.v11i2.22521.

[52] J. Blasé and ]. Blasé, “Effective instructional
leadership: Teachers’ perspectives on how
principals promote teaching and learning in
schools,” J. Educ. Adm., vol. 38, no. 2, pp. 130-141,
2000, doi: 10.1108/09578230010320082.

[53] C. D. Glickman, “Developmental Supervision:
Alternative Practices for Helping Teachers Improve
Instruction,” Eric, p. 48, 1981.

[54] S.]. Zepeda and ]. A. Ponticell, “At Cross-Purposes :
What Do Teachers Need , Want , and Get from
Supervision?,” J. Curric. Superv., vol. 14, no. 168-87,
1998.

[55] P. Guerra, O. Cuadros, and M. Calderén,
“Professional well-being in professional learning
communities of early childhood teachers,” Eur.
Early Child Educ. Res. ], Dec. 2024, doi:
10.1080/1350293X.2024.2443648.

[56] A. 1. Barokah, L. Yuliana, and S. Raharja,
“Developing a  community-based academic
supervision model: A strategic reform for
enhancing professional learning in Indonesian
primary schools,” Eur. J. Sustain. Dev. Res., vol. 9, no.
4,2025, doi: 10.29333/ejosdr/16862.

[57] F. Gardner, A. E. Southall, and L. Baxter, “Effectively
supporting teachers: a peer supervision model
using reflective circles,” Teach. Teach. Theory
Pract, vol. 28, no. 3, pp. 369-383, Apr. 2022, doi:
10.1080/13540602.2022.2062727.

[58] A. M. Alkaabi, “Revitalizing supervisory models in
education: Integrating adult learning theories and
stage theories for enhanced teaching and learning
outcomes,” in Restructuring Leadership for School
Improvement and Reform, IGI Global Scientific
Publishing, 2023, pp. 253-277. doi: 10.4018/978-
1-6684-7818-9.ch013.

[59] S. Vijayadevar, K. Thornton, and S. Cherrington,
“Professional learning communities: Enhancing
collaborative leadership in Singapore early
childhood settings,” Contemp. Issues Early Child.,
vol. 20, no. 1, pp. 79-92, 2019, doi:
10.1177/1463949119833578.

[60] H. P. C. Rodrigues and J. Avila de Lima,
“Instructional leadership and student achievement:
school leaders’ perspectives,” Int. J. Leadersh. Educ.,

Vol.7 No.1, April 2026 : 114-123

vol. 27, no. 2, pp. 360-384, Mar. 2024, doi:
10.1080/13603124.2020.1869312.

[61] M. T. Kisi, “The Impact of Teacher Development on
Students’ Achievement: Evidence From Literature
Review,” J. English Lang. Lit., vol. 10, no. 04, pp. 63-
68,2023, doi: 10.54513/joell.2023.10411.

123



