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Abstract

The growing emphasis on teacher leadership over the past decades has given rise
to studies that investigate the direct and indirect effects on school improvement
process and outcomes. This study aims to examine the effect of teacher leadership on
student achievement and student satisfaction through a cross-cultural analysis of 22
published studies. The meta-analysis involved a comparison of the effects of teacher
leadership on student achievement and student satisfaction in Turkey and the
USA. The results indicated that the average effect of teacher leadership on student
achievement is modest and positive (ES=.229), while it is strong and positive
(ES=.639) on student satisfaction. The comparison between the two countries
shows that the average effect of teacher leadership on student satisfaction is much
stronger in Turkey than it is in the USA.
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Introduction

Teacher leadership has become a defining characteristic of the recent efforts to
professionalize teaching and reform schools (Smylie, 1995, p. 3). In the light of the
literature reviewed, teacher leadership is to be promoted in order to increase the
likelihood of school improvement (Lieberman & Miller, 2004; Murphy, 2005; Smylie,
2010). Leithwood and his colleagues (1996) stated that the literature concerning
school improvement consistently highlights that effective leaders exercise an indirect
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but powerful influence on schools’ capacity to improve the achievement of students
(Muijs & Harris, 2003, p. 437).

Today, education is facing a big challenge, which is why schools need to improve and
sustain their success. Teacher leadership has been shown to be central in achieving
both school and classroom improvement. Even in dire circumstances, they support
their development by increasing leadership capacity of teachers who are expected to
support school and student success, by leading collaborative work through coaching,
mentoring colleagues, improving learning environment and modelling effective
teaching.

It is evident from the literature that the definition of ‘teacher leadership’ is vague, to
a certain degree. Somewhat inevitably, therefore, there is some conceptual confusion
over the exact meaning of teacher leadership (Muijs & Harris, 2003, p. 434-438).
Wasley (1991, p. 23) describes teacher leadership as “the ability to encourage colleagues
to change, to do things they would not ordinarily consider without the influence of
the leader”. Similarly, Gehrke (1991) states that teacher leaders improve their teaching,
provide curriculum development, take part in decision-making, support colleagues
and deal with performance evaluation. According to Lieberman (1988), the main role
of teacher leaders is to help colleagues state new ideas and encourage them to become
leaders. As West and his colleagues (2000, p. 39) state:

If this leadership potential is to be realised, then it will have to be grounded in
a commitment to learn and develop that inhabits the structures of schools as
well as the classroom- it is likely that the school will conceive and act differently
from the traditional explanations of leadership and structure.

A major motive for being interested in examining the relationship between
teacher leaders and student academic and non-academic achievement is to advance
academic education and highlight the crucial role of educators within this process.
In general, leaders are widely accepted as having an indirect but powerful effect on
school outcomes (Leithwood & Jantzi, 1999). Effective leaders influence the quality of
teaching and motivate both the pupils and colleagues, while consequently instigating
school improvement (Sergiovanni, 2001). According to Hallinger and Hell (1998),
quantitative studies on principal leadership concluded that principal leadership has
an indirect effect on student achievement which is mediated by teachers. In other
words, teachers are the primary factor affecting school outcomes.

The teachers’ direct leadership in instruction creates an opportunity to play an
important role in altering the environment to optimise student learning. Similarly,
Katzenmeyer and Moller (2001) suggest that teacher leadership improves teacher
expectation that results in better student learning. According to Ryan (1999), teachers
have positive effects on student learning because they influence the instructional
practices of colleagues and take part in decision-making. Besides this, for Ovando
(1996), teacher leaders have positive effect on student learning via innovative learning
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environment. Pellicer and Anderson (1995) state that teachers help “teachers so
that teachers can, in turn, better help students” (p. 22). Barth (1990) believes that
all teachers have the ability to lead, suggesting the need for schools where students,
parents, teachers and principals can all become teachers. The principal has a crucial
role in fostering the conditions that facilitate teacher leadership skills (Buckner &
McDowelle, 2000). Even Boles (1992) finds that teacher leadership is shaped by the
principal’s support, strong organizational culture, and involvement in decision-making
as well as the professional development of others.

One of the school’s non-academic outcomes that is thought to be influenced by
teacher leadership is student satisfaction. Satisfaction can be defined as the overall
level of enjoyment. The word satisfaction is basically used in the theory of ‘Hierarchy
of Needs, by Abraham Maslow (1943). According to Maslow, satisfying a person’s
basic needs will let him reach higher levels of safety, love, belonging, esteem and
self-actualization. Based on Maslow’s theory, at school, teachers who are friendly,
supportive, and who use the best teaching practices lead to an increase in student
satisfaction (House, 2005; Suldo et al., 2009). On the other hand, satisfaction is an
important aspect of student success, and high satisfaction is positively correlated with
high achievement (Brown et al., 2004).

The main reason for addressing the concept of teacher leadership and student
achievement with satisfaction is to investigate the relationship between them, using a
cross-cultural meta-analysis of the published studies in Turkey and the USA, which
can create a holistic view of the topic.

Purpose of the Study

The purpose of this study is to investigate the effects of teacher leadership on
student achievement and student satisfaction in Turkey and the USA. Meta-analysis is
used to quantify the effect of teacher leadership on student achievement and student
satisfaction. The country in which the study was conducted was used as the moderator
variable in order to explain the variation in statistical differences.

Research Hypotheses

H1 Teacher leadership has a positive effect on student achievement and student
satisfaction.

H2 The country (Turkey and the USA) in which the studies included in the research
were carried out is a moderation variable for the positive effect of teacher leadership
on student achievement and student satisfaction.

Methodology

Meta-analysis is a method of combining the results of multiple, independent studies
on a specific subject, and applying the statistical analysis of the research findings
obtained. This method provides quantitative data, summarizing the results of various
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studies to researchers who make the final conclusion (Chin, 2007; Lipsey & Wilson,
2001; Robinson, Lloyd, & Rowe, 2008).

Meta-analysis aims to reach all published or unpublished data (dissertations, master
theses, articles, proposals, books) on the subject matter. However, in this study, only
dissertations, master theses and articles published in refereed journals are included.
The literature review was carried out in YOK (Council of Higher Education in Turkey),
ULAKBIM (Turkish Academic Network and Information Center), ProQuest and
EBSCO academic databases containing abstracts and contents of quantitative studies
on the topics of teacher leadership, student achievement and student satisfaction.
The key words used in searching the studies were ‘leader’, ‘leadership, teacher leader,
‘student achievement’ and ‘student satisfactior’. In addition, the release date of research
studies (between January 2000 and December 2017), the effect of teacher leadership on
student achievement and student satisfaction, statistical data of sample size, Pearson’s
r for calculation of effect size and the sample within USA and Turkey were used in
the selection of the studies included in the survey.

A framework for developing a coding scheme for meta-analysis was needed to
categorize publications. A coding book was created in order to extract data from
the research literature. The studies examined were grouped by evaluating teacher
leadership approaches that are identified in the survey. Following the expert opinions,
moderator variables were identified and 34 effect sizes were included in the study.
Some studies were excluded because the same data sets were used in multiple
publications. However, several publications included in the research had examined
more than one leadership approach. Due to this reason, the dataset used in the 22
publications was determined to be 34 in total. The flowchart for the selection of studies
included is summarized in Figure 1.

Y
Literature identified rrelevant studies
through electronic Studies included
excluded
searches of databases n=22
n=13
n=35
Y
Effect sizes included
n=34
-

Figure 1. Flow chart showing selection of studies for meta-analysis.

The effect size can be conceptualized as the mean difference between groups,
and used in determining the strength, magnitude and direction of the relationship
(Borenstein, Hedges, Higgins, & Rothstein, 2009). For Cohen, Manion, and Morrison
(2007, p. 221), the effect size values, based on the correlation, are interpreted as: 0 <
effect size <.10 - small effect; .10< effect size < .30 - modest effect; .30< effect size
< .50 - moderate effect; .50< effect size < .80 - strong effect; effect size > .80 - very
strong effect.
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There are two basic models of meta-analysis: fixed-effects model and random-
effects model. When deciding on which model to use, it is necessary to look at the
features of the investigations involved in the meta-analysis (Borenstein, Hedges,
Higgins, & Rothsteini, 2009; Hedges & Olkin, 1985; Kulinskaya, Morgenthaler, &
Staudte, 2008). The fixed-effects model is estimated using the maximum likelihood (all
studies included are functionally identical), and calculating the effect size for a defined
population. By contrast, it is unlikely that all the studies are functionally equivalent,
and generalizations can be made to a larger population where the random-effects
model is more justifiable than the fixed-effects model (Karadag, Bektas, Cogaltay,
& Yal¢in, 2015). In the study, the fixed-effects model was used first. It was observed
that homogeneity could not be achieved in the fixed-effects model (depending on
the results of heterogeneity test, the research is not equal in terms of functionality,
(Q>X?) (see Table 3) and then the random-effects model was applied. A significance
level of 0.05 was chosen for all statistical calculations in the study.

Moderator analysis is a method that allows testing the differences between the
mean effect sizes of variables (moderators) and the direction of differences between
subgroups. The statistical significance of the difference between the moderator
variables is tested by the Q statistical method developed by Hedges and Olkin
(1985). In this method, Q is divided into Q between [Qb] and Q within [Qw], and
the analyses are carried out on these two different Qs. Qw tests the homogeneity of
the moderator variable in itself, while Qb tests the homogeneity between the groups
(Borenstein, Hedges, Higgins, & Rothstein 2009; Hedges & Olkin, 1985; Kulinskaya,
Morgenthaler, & Staudte, 2008). In this study, only the Qb values were used for the
statistical significance of the differences between moderators.

Results

In this section, descriptive analysis of the studies was performed, then the data
obtained were combined using the meta-analysis. The data related to the studies are
presented in the following table using the frequency and percentage values. Table 1
shows the descriptive analysis of the studies examined in the research.

Table 1
Descriptive analysis of the studies included in the meta-analysis (f&%)
Frequency (f) Percentage (%)
Country in which the research Turkey 26 76.5
was published USA 8 235
Year in which the researchwas ~ 2000-2008 6 17.6
published 2009-2017 28 824
L Dissertation 20 58.8
Publication type of research .
Article 14 41.2
Pri ducati 18 529
The level of education rimary educa |on.
Secondary education 16 47.1
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Table 1 shows that 26 studies were conducted in Turkey, while only 8 studies were
carried out in the USA. The date of distribution of the studies reveals that most of
the studies (82.3%) were conducted in 2009 and later. This shows that in recent years,
teacher leadership has become a topic of interest for researchers. Approximately 60%
of the studies are produced in the form of dissertations.

Table 2
Primary studies included in the meta-analysis

No.  Year Author Country n r No.  Year Author Country n r
1 2000 Yildinm,I.  Turkey 545 281 18 2013 Dadgdelen,S. Turkey 402 .13
2 2002 Yilmaz, K. Turkey 1469 .71 19 2013 Dagdelen,S. Turkey 402 .16
3 2003 Burr,B.W.  USA 500 .258 20 2013 Daddelen,S. Turkey 402 .30
4 2005 Korkmaz, M. Turkey 791 52 21 2013 Dagdelen,S. Turkey 402 .25
5 2006 Yildinm,i  Turkey 962 .173 22 2013 Dagdelen,S. Turkey 402 .22
6 2007 Erdogdu,

M.Y. Turkey 191 348 23 2013 Dagdelen,S. Turkey 402 .29

7 2010 Erden, M.,
Akgl, S. Turkey 292 56 24 2013 Bahcetepe, U. Turkey 1054 .073

8 2010 Ozdemir,F. Turkey 199 26 25 2013 Bahcetepe, U. Turkey 1054 .065
9 2010 Ozdemir,F Turkey 2917 .02 26 2013 Bahcetepe, U. Turkey 1054 .089
10 2010 Demirtas, Z. Turkey 784 098 27 2013 Bahcetepe, U. Turkey 1054 .11
11 2010 Demirtas, Z. Turkey 452 079 28 2014 Ginal,Y. Turkey 4472 372

12 2011 Ozdemir,S,,
Sezgin,F.  Turkey 3409 64 29 2014 GinalY. Turkey 4472 35

13 2011 Qazi,A.A. USA 212 14 30 2014 Bulduklu,E.  Turkey 594 .116
14 2012 Norton,L.F. USA 689 490 31 2017 Clark,J.L. USA 376 -071
15 2012 Ates, B. Turkey 428 771 32 2017 Garza,S.S. USA 228 173

16 2013 Bektas, F,
Nalcaci, A.  Turkey 598 .007 33 2017 Garza,S.S. USA 228 157

17 2013 Sugg,S. USA 2292 -015 34 2017 Garza,S.S. USA 228 173

According to Table 2, the direction of the effect sizes is positive for most of the
studies (94.1%) included in the research.

The effect size value (mean r) is calculated in order to determine the strength and
direction of the relationship between teacher leadership and student achievement with
satisfaction (Table 3). The correlation coefficient (r) is converted into the Fischer’s
z value (Hedges & Olkin, 1985), stated in Table 3. Once the effect size is calculated,
then it is interpreted using Cohen’s criterion values. According to the results of meta-
analysis using the fixed-effects size model, teacher leadership value regarding the effect
on student achievement was calculated as .249 for Turkey and .115 for the USA. The
result for both is .229. In addition, the value for satisfaction is .691 for Turkey and
.169 for the USA. For both Turkey and the USA, the effect size value was calculated
as .639. The findings support H1, which states that teacher leadership has a positive

994



Croatian Journal of Education, Vol.21; No.3/2019, pages: 989-1010

effect on student achievement and student satisfaction. Depending on the results of
heterogeneity test, the research is not equal in terms of functionality, so the random-
effects model was applied in the following meta-analysis processes (Q>X?).

Table 3

Correlation between teacher leadership, student achievement and student satisfaction: The result of meta-analysis

Concent Countr ¢ ES 95% confidence interval 0 5
u + D o o
P y (Fischer’s z)  Lower limit  Upper limit B X P
Turkey 21 249 .236 .262 894.38 31.41 .000
Achievement USA 5 115 .085 146 18439 948 .000
General 26 229 217 241 1140.13 37.65 .000
Turkey 5 691 .666 716 296.09 948 .000
Satisfaction USA 3 169 .094 245 .04 599 .980
General 8 639 615 .663 46142 14.06 .000
Achievement Turkey 26 341 329 352 2129.94 3765 .000
and Satisfac- USA 8 123 .095 152 186.12 14.06 .000
tion General 34 310 .300 321 2509.13 47.40 .000
Table 4
Meta-analysis for country as a moderator
ES 95% confidence interval Heterogeneity
Concept Country f ) , test
(Fischer's z) . S
Lower limit Upper limit Q X p
Turkey 21 252 162 342
. 39 3.84 531
Achievement USA 5 71 -.066 409
General 26 242 158 326
Turkey 5 488 240 736
580 3.84 .016
Satisfaction USA 3 .169 .094 245
General 8 .196 124 .268

The results support H2, which asserted that country (Turkey and the USA) in which
the studies included in the research were published is a moderation variable for the
positive effect of teacher leadership on student achievement and student satisfaction
(Table 4). It was found that country as a moderating variable explained the excess effect
sizes variability, and the effect size in Turkey for both achievement and satisfaction
(.252/.488) is significantly higher than the effect size in the USA (.171/.169).

Findings Related to Publication Bias

It is really crucial to control the publication bias in meta-analysis studies. Publishing
bias is in fact based on the assumption that all of the research on a topic has not been
published. Since it is not deemed worth specifically to publish investigations in which
statistically significant relationships cannot be found or low levels of relations are
identified, this affects the total effect size level negatively and increases the mean effect
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size prejudicially (Borenstein, Hedges, Higgins, & Rothstein, 2009). In this sense, the
likelihood of publication bias is taken into account in meta-analysis studies. A number
of calculation methods are used to provide a statistical answer as to whether there
is publication bias in meta-analysis. The funnel plot method is the first of these. The
shape provided by this method reveals whether the studies obtained by the subjective
evaluation are influenced by the publication bias. In this study, the funnel graph of
the studies included in meta-analysis is shown in Figure 2.

Funnel Plot of Standard Error by Fisher’s Z
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Figure 2. Effect size funnel on publication bias

In Figure 2, no evidence of publication bias was observed in the studies included
in meta-analysis. It is expected that the funnel graph will be significantly asymmetric
in the bias of publication. Concentrations on the one side of the line showing the
average effect size, especially in the lower parts of the funnel, indicate the possibility of
publication bias. There is no evidence of bias in the publication of 34 studies involved
in meta-analysis of the research.

Although there is no evidence of bias in the funnel graph, the results of the Trim
and Fill test are presented in Table 5 to assess the effect size of the meta-analysis with
random effects model in terms of publication bias.

Table 5
The results of Duval and Tweedie’s Trim and Fill test

Excluding Point Confidence Interval

study estimate Lower limit Upper limit Q
Observed variable .268 173 364
. 2509.135
Adjustment values 0 268 173 364

As shown in Table 6, there is no difference between the magnitude of the observed
effect and that of the virtual effect. An analysis of the Classic Fail-Safe N was also used
to analyse the publication bias in the study. The results of the analysis are shown in
Table 6.
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Table 6
The results of Classic Fail-Safe N analysis

The power of meta-analysis

Z-value 46.67
p-value .00
Alpha value .05
Alpha value for Z 1.96
Number of observed studies 34

Number of missing studies that would bring p-value to > alpha 9245

According to the findings obtained, 9,245 individual studies should be added to
the analysis in order to override the result of the meta-analysis study (p <.05). This
information shows that there is no bias in this meta-analysis study.

Discussion and Conclusion

The purpose of this study was to examine the effects of teacher leadership on
student achievement and satisfaction. The meta-analysis results revealed that teacher
leadership has a moderate positive effect on student achievement and a strong positive
effect on student satisfaction. In Turkey, the effects of teacher leadership on student
satisfaction are much stronger than in the USA.

Before discussing the results of this study, it is necessary to explain the limitations.
Firstly, only 22 studies were included in the analysis as the remaining studies did not
have the necessary data for calculating the average size. Secondly, more research is
needed to conduct an analysis of other non-academic outcomes relating to students,
besides satisfaction.

It can be seen through literature review that teacher leadership has an effect on
student achievement (Lambert, 1998; Leiberman & Miller, 2004; Murphy, 2005;
Smylie, 2010; Spillane, 2006). Since teachers have information about the learning
environment in classrooms, they are at an advantage to produce effective solutions
(Sinclair, 1992). Teachers even play an important role in the development of a learning
environment by solving instructional problems and create a supportive school culture
(Francis, Hirsch, & Rowland, 1994). In addition, Stigler and Hiebert (1999) explain that
teachers who work collaboratively with colleagues, principals, and other stakeholders,
improve student learning. Allen and his colleagues (2011) stated the positive effect of
teacher leaders on student achievement. Leithwood and Mascall (2008) found similar
positive results of teacher leadership behaviours. In addition, Silns and Mumford
(2002) suggest that empowering the educators is necessary for improving student
achievement.

So what makes it possible to realize the full potential of teacher leaders? The answer
is: the school principal. School principals are responsible for sharing or distributing the
leadership responsibilities. Although many research studies document that principal
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leadership has influence on school success (Leithwood, Jantzi, & Steinbach 1999;
Marzano, Waters, & McNulty, 2005), teacher leaders have been recently supported
against the traditional models of leadership falling short in school improvement
(Copland, 2003). As Angelle and DeHart (2010) state, “Principals must change their
perception of the teacher from a follower to a facilitator” (p. 8).

Teacher satisfaction and student satisfaction have been positively correlated with
student achievement (Caprara, Barbranelli, Steca, & Malone, 2006; Lim, Kim, Chen, &
Ryder, 2008). Besides this, a low level of satisfaction results in low student academic
achievement (Brown, Anfara, & Roney, 2004; Van Houtte, 2006). Supportive teachers
who use diverse teaching methods help increase students’ success, which results in
higher student satisfaction (Suldo et al., 2009, p. 80). In another study performed by
Baird (1973), the findings showed that teachers working collaboratively with students
develop both student achievement and satisfaction.

The comparison between the results obtained from Turkey and USA showed that
the average effect size is greater in Turkey. The centralized education system in
Turkey could be one of the major factors at play within this distinction. Although
teacher leadership is a commonly researched topic in Turkey, the concept is not
applicable. Taking into consideration the dynamics of teacher leadership, participation
in decision-making, instruction design and curriculum development, it could be
crucial to support teacher leaders in order to optimize the effectiveness of schools.

Although it is clear from the literature that teacher leadership is crucial for effective
schools, there are barriers to be overcome. In order to develop teacher leadership, we
recommend:

‘Top-down’ management maintaining bureaucratic and hierarchical structure needs
to be replaced by the organizations introducing shared leadership.

Common core standards may be defined to allow teachers to participate in decision-
making regarding curriculum and instruction.

Programmes and workshops for professional development including skills such as
leading groups, collaborative work and mentoring would be recommended to develop
teacher leadership.
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Utjecaj nastavnickog vodstva
na postignuca ucenika i njihovo
zadovoljstvo: metaanaliza
studija objavljenih u Turskoj
i Sjedinjenim Americkim
Drzavama

Sazetak

Na nastavnicko se vodstvo posljednjih nekoliko desetljeca stavlja sve veéi naglasak,
Sto je rezultiralo velikim brojem studija u kojima se ispituju izravni i neizravni
utjecaji nastavnickog vodstva na proces unapredenja $kole i ishode ucenja. U ovoj
se studiji ispituje utjecaj nastavnickog vodstvo na postignuéa ucenika i njihovo
zadovoljstvo medukulturnom analizom 22 objavljene studije. Metaanalizom je
obuhvacena usporedba utjecaja nastavnickog vodstva na postignuéa ucenika i
zadovoljstvo ucenika u Turskoj i SAD-u. Rezultati pokazuju da je prosjecan utjecaj
nastavnickog vodstva na postignuca ucenika umjeren i pozitivan (ES=0,229), a da
je njegov utjecaj na zadovoljstvo ucenika jak i pozitivan (ES=0,639). Usporedba
dviju drzava pokazuje da je prosjecan utjecaj nastavnickog vodstva na zadovoljstvo
ucenika puno veci u Turskoj nego u SAD-u.

Kljucne rijeci: metaanaliza; nastavnik; postignuéa; vodstvo; zadovoljstvo.

Uvod

Nastavnicko vodstvo postalo je klju¢an pojam u nastojanjima da se nastavni proces
profesionalizira i da se provede reforma $kolstva (Smylie, 1995, str. 3). Kako pokazuje
pregled literature, nastavnicko vodstvo treba poticati kako bi se povecali izgledi za
unapredenje $kola (Lieberman i Miller, 2004; Murphy, 2005; Smylie, 2010). Leithwood
i kolege (1996) naveli su da literatura koja se bavi unapredenjem $kole sustavno
naglasava da u¢inkoviti vode imaju neizravan, ali snazan utjecaj na sposobnost skole
da poboljsa postignuca svojih ucenika (Muijs i Harris, 2003, str. 437).

U danasnje vrijeme obrazovanje je suoceno s velikim izazovom, pa zbog toga
$kole moraju unaprijediti svoja postignuca i odrzavati razinu uspjesnosti. Pokazalo
se da je nastavni¢ko vodstvo klju¢no za ostvarivanje napretka i u $koli i u razredu.
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Cak i u teskim uvjetima 8kole bi se trebale razvijati tako da podrzavaju i poveéavaju
upravljacke sposobnosti nastavnika. Od njih se o¢ekuje da podrzavaju rad $kole
i poti¢u uspjeh ucenika: provedbom suradnickoga rada, mentoriranjem kolega,
unapredenjem okruZenja za ucenje i modeliranje u¢inkovitog nastavnog procesa.

U literaturi se moze vidjeti da je definicija pojma nastavnicko vodstvo u odredenoj
mjeri nejasna. U odredenoj su mjeri zbog toga neizbjezne konceptualne nejasnoce
u vezi s to¢nim znacenjem pojma nastavnicko vodstvo (Muijs i Harris, 2003, str. 434-
438). Wasley (1991, str. 23) opisuje nastavni¢ko vodstvo kao ,,sposobnost poticanja
kolega na promjene, da ¢ine ono §to inace ne bi u¢inili bez utjecaja vode” Sli¢no tome,
Gehrke (1991) navodi da nastavnici koji su vode unapreduju vlastiti nac¢in poucavanja,
doprinose razvoju kurikula, sudjeluju u procesu donosenja odluka, pruzaju podrsku
kolegama i sudjeluju u procjeni njihova rada. Prema Liebermanu (1988), glavna je
uloga nastavnika voda pomo¢i kolegama da iznose nove ideje i potaknuti ih da i sami
postanu vode. West i kolege (2000, str. 39) navode sljedece:

»Kako bi se rukovodstveni potencijal mogao ostvariti, potrebno je da on bude
utemeljen na predanosti u¢enju i razvoju koja se mora osjetiti u strukturi
$kole i razreda - tada je izgledno da ¢e $kola razmisljati i djelovati drugacije
od tradicionalnoga poimanja rukovodstva i strukture $kole.”

Glavni motiv za zainteresiranost za ispitivanje veze izmedu nastavnika voda i
akademskih i neakademskih postignuéa ucenika jest ostvarivanje napretka u
akademskom obrazovanju i naglasavanje klju¢ne uloge obrazovnih djelatnika u tom
procesu. Opcenito govoreci, uglavnom se smatra da vode imaju neizravan, ali snazan
utjecaj na rezultate Skole (Leithwood i Jantzi, 1999). Uspjesni vode utjecu na kvalitetu
nastavnoga procesa i motiviraju i u¢enike i kolege nastavnike te na taj nacin poticu i
napredak $kole (Sergiovanni, 2001). Kako navode Hallinger i Hell (1998), kvantitativna
istrazivanja o ravnateljima kao vodama pokazala su da oni imaju neizravan utjecaj
na postignuca ucenika, a taj utjecaj prolazi kroz nastavnike kao posrednike. Drugim
rije¢ima, nastavnici su primarni faktor koji utjece na rezultate $kole.

Izravno nastavnicko vodstvo u nastavi otvara im moguénost preuzimanja vazne
uloge u mijenjanju okruzenja za ucenje kako bi se optimizirao proces ucenja kod
udenika. Sli¢no tome, Katzenmeyer i Moller (2001) navode da nastavnicko vodstvo
povecava nastavnikova ocekivanja, a samim time i pobolj$ava ucenje kod ucenika.
Ryanu (1999) smatra da nastavnici imaju pozitivan utjecaj na proces ucenja kod
ucenika, jer utje¢u na nastavnu praksu kolega i sudjeluju u donosenju odluka. Osim
toga, Ovando (1996) smatra da nastavnici vode pozitivno utje¢u na proces ucenja kod
ucenika jer oni stvaraju i inovativno okruzenje za ucenje. Pellicer i Aderson (1995)
navode da ,,nastavnici pomaZu nastavnicima, pa onda nastavnici mogu bolje pomo¢i
ulenicima” (str. 22). Barth (1990) vjeruje da svi nastavnici imaju rukovodstveni
potencijal te spominje potrebu za $kolama u kojima ucenici, roditelji, nastavnici i
ravnatelji svi mogu postati nastavnicima. Ravnatelj ima klju¢nu ulogu u stvaranju
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uvjeta koji omogucavaju nastavnicima da razviju rukovodstvene vjestine (Buckner
i McDowelle, 2000). Cak i Boles (1992) smatra da rukovodstvenu ulogu nastavnika
oblikuje podrska koju im pruza ravnatelj, jaka organizacijska kultura, uklju¢enost u
proces donoSenja odluka i profesionalno usavr$avanje ostalih kolega.

Smatra se da je jedan od neakademskih ishoda $kole na koje utjece nastavnicko
vodstvo zadovoljstvo ucenika. Zadovoljstvo se moze opisati kao ukupna razina uzitka.
Rije¢ zadovoljstvo uglavnom se koristi u teoriji hijerarhije potreba, koju je osmislio
Abraham Maslow (1943). Kako smatra Maslow, zadovoljavanje osnovnih ¢ovjekovih
potreba pomod¢i ¢e mu da dostigne vise razine sigurnosti, ljubavi, pripadanja,
postovanja i samoostvarenja. Na temelju Maslowljeve teorije oni nastavnici u $koli
koji su prijateljski raspoloZeni, pruzaju podrsku i provode najbolji nastavni proces,
vode vecoj razini zadovoljstva u¢enika (House, 2005; Suldo i sur., 2009). S druge strane,
zadovoljstvo je vazan aspekt uspjeha ucenika, a velika razina zadovoljstva u pozitivnoj
je vezi s visokim postignu¢ima (Brown i sur., 2004).

Glavni razlog zbog kojega se pojam nastavnickoga vodstva i postignuca ucenika
dovodi u vezu sa zadovoljstvom jest taj $to je potrebno ispitati vezu izmedu njih,
primjenom medukulturalne metaanalize objavljenih studija u Turskoj i SAD-u, §to
moze pruziti holisticki pogled na tu temu.

Cilj istrazivanja

Cilj je ovoga istrazivanja ispitati utjecaj nastavni¢kog vodstva na postignuca
ucenika i zadovoljstvo u¢enika u Turskoj i SAD-u. Koristila se metaanaliza kako bi se
kvantitativno odredio utjecaj nastavnickog vodstva na postignucéa ucenika i na njihovo

zadovoljstvo. Zemlja u kojoj je istraZivanje provedeno koristila se kao moderatorska
varijabla kako bi se objasnila varijacija u statistickim razlikama.

Hipoteze istrazivanja

H1 Nastavni¢ko vodstvo ima pozitivan utjecaj na postignuéa ucenika i na
zadovoljstvo uéenika.

H2 Drzava (Turska i SAD) u kojoj su nastale studije uklju¢ene u istrazivanje
moderatorska je varijabla za pozitivan utjecaj nastavnickog vodstva na postignuca
ucenika i zadovoljstvo ucenika.

Metodologija

Metaanaliza je metoda kombiniranja rezultata vi§ebrojnih, nezavisnih studija o
odredenoj temi, a koja primjenjuje statisticku analizu dobivenih rezultata istraZivanja.
Ta metoda daje kvantitativne podatke te sazima rezultate razli¢itih studija za istraZivace
koji donose kona¢ni zaklju¢ak (Chin, 2007; Lipsey i Wilson, 2001; Robinson, Lloyd i
Rowe, 2008).

Metaanaliza ima za cilj ukljuciti sve objavljene i neobjavljene podatke (disertacije,
magistarske radove, ¢lanke, prijedloge, knjige) o odredenoj temi. Medutim, u ovu

1005



Uysal and Sarier: Teacher Leadership Effects on Student Achievement and Student Satisfaction: A Meta-analysis ...

studiju bile su uklju¢ene samo disertacije, magistarski radovi i ¢lanci objavljeni u
recenziranim ¢asopisima. Pregled literature proveden je u YOK-u (Vijece za visoko
obrazovanje u Turskoj), ULKBIM-u (Turska akademska mreza i informacijski centar) i
u akademskim bazama ProQuest i EBSCO koje sadrze sazetke i sadrzaj kvantitativnih
istrazivanja o nastavnickom vodstvu, postignu¢ima ucenika i zadovoljstvu ucenika.
Klju¢ne rijeci koje su se koristile u pretrazivanju studija bile su: voda, vodstvo, nastavnik
voda, postignucéa ucenika i zadovoljstvo ucenika. Osim toga, u selekciji studija koje su
se koristile u istrazivanju primijenjeni su sljedeci kriteriji: datum kada su studije
objavljene (izmedu sije¢nja 2000. i prosinca 2017.), utjecaj nastavni¢kog vodstva
na postignuca udenika i zadovoljstvo ucenika, statisti¢ki podaci o veli¢ini uzorka,
Pearsonov r za izrac¢un veli¢ine ucinka i uzorak iz Turske ili SAD-a.

Kako bi se objavljeni radovi kategorizirali, bilo je neophodno izraditi okvir
za razvoj sheme kodiranja za metaanalizu. Izradena je knjiga s kodovima kako bi se
izdvojili podaci iz literature. Studije koje su ukljucene u istrazivanje bile su grupirane
prema tome kako je procijenjen pristup nastavnickom vodstvu koji je prepoznat
u istrazivanju. U skladu s mi$ljenjem struc¢njaka identificirane su moderatorske
varijable te su u istrazivanje ukljucene 34 veli¢ine uzorka. Neke su studije isklju¢ene
iz istrazivanja jer su se isti setovi podataka koristili u nekoliko objavljenih radova.
Medutim, nekoliko objavljenih radova ukljuéenih u istrazivanje ispitivalo je vise od
jednoga pristupa vodstvu. Zbog toga je odredeno da set podataka koji se koristio u 22
objavljena rada uklju¢uje ukupno 34 stavke. Dijagram tijeka odabira studija uklju¢enih
u istrazivanje prikazan je na Prikazu 1.

Literatura prepoznata A
elektroni¢kim Isklju¢ene nerelevantne . "
o " Ukljucene studije
pretrazivanjem baza studije n=22
podataka n=13 -
n=35 J
~
Uklju¢ene veli¢ine
ucinka
n=34
/

Prikaz 1. Dijagram tijeka koji prikazuje odabir studija za metaanalizu.

Veli¢ina u¢inka moze se zamisliti kao srednja razlika izmedu grupa i koristiti u
odredivanju ja¢ine, magnitude i smjera veze (Borenstein, Hedges, Higgins i Rothstein,
2009). Za Cohena, Maniona i Morrisona (2007, str. 221) vrijednosti veli¢ine u¢inka na
temelju korelacije interpretirane su na sljedeci nacin: 0 < veli¢ina u¢inka<0,10 - mali
uéinak; 0,10< veli¢ina u¢inka<0,30 — skroman ucinak; 0,30< veli¢ina u¢inka<0,50 —
umjeren ucinak; 0,50< veli¢ina uc¢inka<0,80 - jak u¢inak; veli¢ina u¢inka > 0,80 -
jako snazan ucinak.
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Postoje dva osnovna modela metaanalize: model fiksnoga u¢inka i model slu¢ajnoga
ucinka. Kada se donosi odluka o tome koji ¢e se model koristiti, potrebno je pregledati
obiljezja istrazivanja koja Ce se koristiti u metaanalizi (Borenstein, Hedges, Higgins
i Rothstein, 2009; Hedges i Olkin, 1985; Kulinskaya, Morgenthaler i Staudte, 2008).
Model fiksnoga ucinka procjenjuje se primjenom najveée vjerojatnosti (sve studije
koje su obuhvacene metaanalizom funkcionalno su identi¢ne) i izratunom veli¢ine
udinka za definiranu populaciju. Za razliku od toga nije vjerojatno da su sve studije
funkcionalno ekvivalentne, a generalizacije se mogu primijeniti na ve¢u populaciju gdje
je model slu¢ajnoga ucinka pogodniji od modela fiksnoga u¢inka (Karadag, Bektas,
Cogaltay i Yalcin, 2015). U istraZzivanju se najprije koristio model fiksnoga ucinka,
no uoceno je da se homogenost nije mogla posti¢i primjenom toga modela (ovisno
o rezultatima testa heterogenosti, istrazivanje nije isto s obzirom na funkcionalnost,
(Q>X?),vidi Tablicu 3) pa je primijenjen model slu¢ajnoga u¢inka. Razina znalajnosti
od 0,05 odredena je za sve statisticke izraune u istrazivanju.

Moderatorska analiza je metoda koja omogucava testiranje razlika izmedu srednje
vrijednosti veli¢ine ucinka varijabli (moderatora) i smjera razlika izmedu podskupina.
Statisti¢ka znacajnost razlika izmedu moderatorskih varijabli testirana je s pomoc¢u Q
statisticke metode koju su izradili Hedges i Olkin (1985). U toj metodi se Q dijeli na
Q izmedu [Qb] i Q unutar [Qw], a analize se provode na te dvije razli¢ite vrijednosti
Q. Qw testira homogenost same moderatorske varijable, a Qb testira homogenost
medu skupinama (Borenstein, Hedges, Higgins i Rothstein, 2009; Hedges i Olkin,
1985; Kulinskaya, Morgenthaler i Staudte, 2008). U ovom istraZivanju samo su se Qb
vrijednosti koristile za statisticku znacajnost razlika izmedu moderatora.

Rezultati

U ovome je dijelu provedena deskriptivna analiza studija, a zatim su dobiveni podaci
kombinirani s pomo¢u metaanalize. Podaci koji se odnose na studije prikazani su u
sljedecoj tablici upotrebom frekvencija i postotaka. Tablica 1 prikazuje deskriptivou
analizu studija obuhvacenih u istraZivanju.

Tablica 1

Tablica 1 pokazuje da je 26 studija provedeno u Turskoj, a u SAD-u ih je provedeno
samo 8. Datum distribucija studija pokazuje da je ve¢ina njih (82,3 %) provedena
2009. godine i poslje. To ukazuje na ¢injenicu da je u posljednjih nekoliko godina
nastavnicko vodstvo postalo temom koja je istraziva¢ima jako zanimljiva. Otprilike
60 % studija napisano je u obliku disertacije.

Tablica 2

Kako se moze vidjeti u Tablici 2, smjer veli¢ine u¢inka pozitivan je za veéinu studija
(94,1 %) ukljucenih u istrazivanje.

Tablica 3

1007



Uysal and Sarier: Teacher Leadership Effects on Student Achievement and Student Satisfaction: A Meta-analysis ...

Vrijednost veli¢ine uc¢inka (srednja vrijednost r) izra¢unata je kako bi se odredila
jacina i smjer veze izmedu nastavnickog vodstva i postignuca ucenika i zadovoljstva
ucenika (Tablica 3). Koeficijent korelacije (r) pretvoren je u Fischerov z (Hedges i
Olkin, 1985), naveden u tablici 3. Kada se veli¢ina u¢inka izraduna, interpretira se
s pomoc¢u Cohenovih vrijednosti kriterija. Kako pokazuju rezultati metaanalize u
kojoj se koristio model fiksnoga ucinka, vrijednost za nastavnicko vodstvo s obzirom
na utjecaj na postignuca ucenika iznosila je 0,249 za Tursku i 0,115 za SAD. Rezultat
za obje zemlje bio je 0,229. Osim toga, vrijednost za zadovoljstvo ucenika iznosila
je 0,691 za Tursku i 0,169 za SAD. Za obje zemlje vrijednost veli¢ine ucinka bila je
0,639. Taj rezultat potvrduje hipotezu H1 u kojoj se navodi da nastavnicko vodstvo ima
pozitivan utjecaj na postignuca ucenika i zadovoljstvo ucenika. Ovisno o rezultatima
testa heterogenosti, istrazivanje nije isto s obzirom na funkcionalnost, pa se model
slu¢ajnoga u¢inka primjenjivao u daljnjim postupcima metaanalize (Q>X?).

Tablica 4

Rezultati idu u prilog Hipotezi 2, kojom se tvrdi da je drzava (Turska i SAD) u kojoj
su objavljene studije koje su poslije ukljucene u istraZivanja moderatorska varijabla
pozitivnog utjecaja nastavnickog vodstva na postignuca ucenika i zadovoljstvo
ucenika (Tablica 4). Pokazalo se da drzava kao moderatorska varijabla objasnjava
pretjeranu varijabilnost veli¢ine u¢inka. Ta je veli¢ina u¢inka u Turskoj i za postignuca
i zadovoljstvo (0,252/0,488) znatno veca od veli¢ine u¢inka u SAD-u (0,171/0,169).

Rezultati povezani sa sustavnim pogreskama u objavljivanju

Uistinu je od klju¢ne vaZnosti kontrolirati sustavne pogreske u objavljivanju
tijekom provedbe metaanalize. Te sustavne pogreske temelje se na pretpostavci da jo$
uvijek nisu objavljena sva istrazivanja o nekoj temi. Kako se smatra da nije potrebno
objavljivati istraZivanja u kojima se nisu uocile statisticki znacajne veze ili u kojima su
prepoznate niske razine veza, to utjee na ukupnu veli¢inu u¢inka na negativan nacin
i na pristran nac¢in povecava srednju veli¢inu u¢inka (Borenstein, Hedges, Higgins
i Rothstein, 2009). U tom smislu se u studijama koje uklju¢uju metaanalizu u obzir
uzima i vjerojatnost da postoje sustavne pogreske u objavljivanju. Koriste se brojne
metode izra¢unavanja kako bi se doslo do statistickog odgovora na pitanje postoje li u
metaanalizi sustavne pogreske u objavljivanju ili ne postoje. Metoda grafikona lijevka
jedna je od njih. Oblik koji se tom metodom dobiva pokazuje postoje li u studijama
dobivenim subjektivnom procjenom sustavne pogreske u objavljivanju. U ovome se
istrazivanju koristio grafikon lijevka istraZivanja obuhvaéenih metaanalizom (Prikaz 2).

Prikaz 2.

Na Prikazu 2 nema dokaza o sustavnim pogreskama u objavljivanju u studijama
obuhvac¢enim metaanalizom. MoZe se ocekivati da ¢e grafikon lijevka biti znacajno
asimetri¢an u sustavnim pogreskama u objavljivanju. Koncentracije koje su na jednoj
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strani linije vece i pokazuju prosje¢nu veli¢inu uéinka, pogotovo u donjim dijelovima
lijevka, ukazuju na moguénost postojanja sustavnih pogresaka u objavljivanju. Nisu
pronadeni dokazi da postoje sustavne pogrjeske u objavljivanju kod 34 studije
obuhvacene metaanalizom istrazivanja.

Tako ne postoji dokaz o sustavnim pogreskama u grafikonu lijevka, rezultati Oduzmi
i dodaj (eng. Trim and Fill) testa prikazani su u Tablici 5 kako bi se procijenila veli¢ina
uc¢inka metaanalize modelom slu¢ajnoga ucinka, s obzirom na sustavne pogreske u
objavljivanju.

Tablica 5

Kako se moZe vidjeti u Tablici 6, ne postoji razlika izmedu ja¢ine promatranoga
ucinka i virtualnoga ucinka. Klasi¢na analiza Sigurno neznacajni N (eng. Fail-Safe N)
takoder je provedena kako bi se analizirale sustavne pogreske u objavljivanju. Rezultati
analize prikazani su u Tablici 6.

Prema dobivenim rezultatima u analizu bi trebalo dodati jo§ 9245 pojedina¢nih
studija kako bi se ponistio rezultat metaanalize (p <0,05). Taj podatak pokazuje da u
metaanalizi ne postoji sustavna pogreska.

Rasprava i zakljucak

Cilj ovoga istrazivanja bio je ispitati utjecaj nastavnickog vodstva na postignuca i
zadovoljstvo ucenika. Rezultati metaanalize pokazali su da nastavnicko vodstvo ima
blag pozitivan utjecaj na postignuca ucenika i jak pozitivan utjecaj na zadovoljstvo
ucenika. U Turskoj je utjecaj nastavnic¢kog vodstva na zadovoljstvo u¢enika puno jaci
nego u SAD-u.

Prije rasprave o rezultatima ovoga istrazivanja bitno je objasniti i njegova
ograni¢enja. U analizu su ukljucene samo 22 studije, jer preostale studije nisu imale
potrebne podatke za izracun prosje¢ne veli¢ine. Takoder je potrebno vise istraZivanja
kako bi se provela analiza drugih neakademskih rezultata povezanih s u¢enicima,
osim njihova zadovoljstva.

U literaturi se moze primijetiti da nastavni¢ko vodstvo ima utjecaja na postignuca
ucenika (Lambert, 1998; Leiberman i Miller, 2004; Murphy, 2005; Smylie, 2010; Spillane,
2006). Kako nastavnici imaju informacije o okruZenju za u¢enje u svojim ucionicama,
oni su u povoljnom poloZaju za donoSenje u¢inkovitih rjesenja (Sinclair, 1992).
Nastavnici ¢ak imaju i vaznu ulogu u razvoju okruzenja za ucenje putem rje$avanja
razli¢itih problema koji se javljaju u nastavi te stvaraju $kolsku kulturu koja pruza
podrsku svojim ucenicima (Francis, Hirsch i Rowland, 1994). K tomu, Stigler i Hiebert
(1999) objasnjavaju da nastavnici koji suraduju s kolegama, ravnateljima i ostalim
dionicima, doprinose pobolj$anju procesa u¢enja kod ucenika. Allen i njegovi kolege
(2011) naveli su pozitivne utjecaje nastavnika voda na ucenicka postignuca. Leithwood
i Mascall (2008) dosli su do sli¢nih pozitivnih rezultata ponasanja nastavnika voda.
Isto tako, Silns i Mumford (2002) smatraju da je osnaZivanje nastavnika neophodno
za razvoj ucenickih postignuca.
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Dakle, $to je potrebno kako bi se ostvario puni potencijal nastavnika voda? Odgovor
je: ravnatelj $kole. Ravnatelji su odgovorni za dijeljenje ili raspodjelu rukovodeéih
zaduzenja. Iako se u mnogim istraZivanjima moze procitati da ravnatelji kao
rukovoditelji imaju utjecaj na uspjeh $kole (Leithwood, Jantzi i Steinbach 1999;
Marzano, Waters i McNulty, 2005), u posljednje se vrijeme sve vi$e ide u prilog stavu da
nastavnici vode imaju takav utjecaj, za razliku od tradicionalnih uvjerenja (Copland,
2003). Kako navode Angelle i DeHart (2010), ,Ravnatelji moraju mijenjati svoje
videnje nastavnika kao sljedbenika te ih prihvatiti kao pomoc¢nike” (str. 8).

Zadovoljstvo nastavnika i zadovoljstvo ucenika u pozitivnoj je korelaciji s
postignué¢ima udenika (Caprara, Barbranelli, Steca i Malone, 2006; Lim, Kim, Chen
i Ryder, 2008). Osim toga, niska razina zadovoljstvo rezultira slabijim akademskim
postignuc¢ima ucenika (Brown, Anfara i Roney, 2004; Van Houtte, 2006). Pristupac¢ni
nastavnici koji se koriste raznovrsnim nastavnim metodama pomazu u¢enicima kako
bi poboljsali $kolski uspjeh, a to dovodi do vece razine ucenickog zadovoljstva (Suldo i
sur., 2006, str. 80). U studiji koji je proveo Baird (1973), rezultati pokazuju da nastavnici
koji suraduju s u¢enicima razvijaju i u¢enicka postignuca i njihovo zadovoljstvo.

Usporedba rezultata dobivenih u Turskoj i onih dobivenih u SAD-u pokazala je
da je prosje¢na veli¢ina ucinka veca u Turskoj. Centralizirani obrazovni sustav u
Turskoj mogao bi biti jedan od bitnih ¢imbenika odgovornih za tu razliku. Iako je
nastavnicko vodstvo Cesta tema istrazivanja koja se provode u Turskoj, taj pojam
se ne primjenjuje. Uzimajuéi u obzir dinamiku nastavni¢kog vodstva, sudjelovanje
u donosenju odluka, osmisljavanje nastave i razvoj kurikula, od klju¢ne je vaznosti
pruziti podrsku nastavnicima kako bi se optimizirala u¢inkovitost $kola.

Tako se iz literature moze jasno zaklju¢iti da je nastavnic¢ko vodstvo neophodno za
ucinkovitu $kolu, postoje prepreke koje je potrebno savladati. Kako bi se razvijalo i
poticalo nastavni¢ko vodstvo, preporuc¢ujemo sljedece:

Vrstu rukovodenja koje se provodi od vrha prema dolje i koja zadrzava birokratsku i
hijerarhijsku strukturu treba zamijeniti organizacijom koja uvodi zajedni¢ko vodstvo.

Mogli bi se definirati zajednicki obrazovni standardi koji nastavnicima omogucuju
sudjelovanje u procesu donosenja odluka vezanih uz kurikul i nastavu.

Razliciti oblici stru¢noga usavr$avanja, poput radionica, trebali bi ukljucivati vjestine
kao $to su preuzimanje vodstva u skupini, suradni¢ki rad i mentoriranje. Na taj bi se
nacin moglo razvijati nastavnicko vodstvo.
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