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ABSTRACT

ROLE STRESSORS OF EFL INSTRUCTORS IN RELATION TO THEIR JOB
SATISFACTION: A PHENOMENOLOGICAL STUDY IN HIGHER
EDUCATION CONTEXT

GUNEYLI, Duygu
M.S., The Department of Educational Sciences, Educational Administration and
Planning

Supervisor: Assoc. Prof. Dr. Serap EMIL

September 2021, 136 pages

Higher education institutions are complex organizations where role stressors easily
occur due to their interdependent and interrelated nature. As the effectiveness of
universities primarily depend on academic staff, their job satisfaction is just as
important. Being a key member of universities, EFL instructors are mainly
responsible for providing effective English language teaching in higher education.
The purpose of this research is to show how EFL instructors experience their roles in
higher education with respect to their job satisfaction and offer suggestions for
higher education administrators and policy makers. In this phenomenological
research, semi-structured interviews were carried out with 15 participants to explore
how EFL instructors at foundation universities experience their roles and
responsibilities in higher education in relation their job satisfaction. The results of
the study demonstrate that instructors experience role stressors due to organizational
practices and interpersonal factors, which negatively impact their job satisfaction. As
having competent academic staff is directly related to the quality of education

offered at universities, higher education leaders and policy makers should develop



strategies to eliminate role conflict and role ambiguity of EFL instructors and
improve the level of their job satisfaction.

Keywords: EFL instructors, role stressors, job satisfaction, English language
teaching in higher education
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INGILIZCE OGRETIM GOREVLILERININ ROL STRESORLERI VE
BUNLARIN IS DOYUMLARINA ETKIiSi: YUKSEKOGRETIM BAGLAMINDA
FENOMENOLOIJIK BiR CALISMA

GUNEYLI, Duygu
Yiiksek Lisans, Egitim Bilimleri, Egitim Y6netimi ve Planlamas1 Boliimii

Tez Yoneticisi: Assoc. Prof. Dr. Serap EMIL

Eylil 2021, 136 sayfa

Yiiksekogretim kurumlari, birbirine bagimli ve iliskili yapilari nedeniyle rol
stresdrlerinin kolayca ortaya ¢iktign karmagsik kuruluslardir. Universitelerin etkinligi
oncelikle akademik personele bagli oldugu icin, onlarin is tatmini de bir o kadar
onemlidir. Universitelerin énemli bir iiyesi olan Ingilizce 6gretim gorevlileri, temel
olarak yiiksekogretimde etkili bir Ingilizce 6gretimi saglamaktan sorumludur. Bu
aragtirmanin amaci, Ingilizce dgretim gorevlilerinin yiiksekdgretimdeki rollerini is
doyumlar1 agisindan nasil deneyimlediklerini gostermek ve yliksekdgretim
yoneticilerine ve politika yapicilara Onerilerde bulunmaktir. Bu fenomenolojik
arastirmada,  vakif  {iniversitelerindeki ~ Ingilizce ~ &gretim  gorevlilerinin
yiiksekdgretimdeki rol ve sorumluluklarini is doyumlar: ile ilgili olarak nasil
deneyimlediklerini kesfetmek i¢in 15 katilimci ile yar1 yapilandirilmig goriigmeler
yapilmistir. Arastirmanin sonuglari, 6gretim gorevlilerinin orgiitsel uygulamalar ve
kisileraras1 faktorler nedeniyle is doyumlarmi olumsuz etkileyen rol stresorleri
yasadiklarin1 gostermektedir. Yetkin akademik kadroya sahip olmak, iiniversitelerde

verilen egitimin kalitesi ile dogrudan iliskili oldugundan, yiiksekdgretim liderleri ve

Vi



politika yapicilar, Ingilizce dgretim gorevlilerinin rol gatismasini ve rol belirsizligini

ortadan kaldiracak ve is doyum seviyelerini artiracak stratejiler gelistirmelidir.

Anahtar Kelimeler: ingilizce 6gretim gérevlileri, rol stresorleri, is tatmini,

yiiksekdgretimde Ingilizce dgretimi
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CHAPTER 1

INTRODUCTION

1.1. Background of the Study

Conflict and ambiguity become unavoidable in environments where interaction of
individuals is constant (Bork & Adigiizel, 2015). The more complex and specialized
the organization becomes, the higher the level of interdependence and interrelation
occurs, which inevitably causes individuals to expose themselves to role stressors
(Kahn et al.,, 1964). It is important for an organization to make roles and

responsibilities clear for their employees so that it functions effectively (Eray, 2017).

Role conflict occurs when individuals encounter incongruency between needs and
expectations and internal obligations against their needs (Getzels & Guba, 1954). On
the other hand, role ambiguity reveals when single or multiple roles are not clearly
articulated for individuals in terms of behaviors and performance levels expected
(Fisher, 1995). Role conflict and role ambiguity may be triggered due to different
reasons such as organizational, personal or contextual factors (Kahn et al., 1964).
Creating a number of deleterious outcomes such as job dissatisfaction, low
organizational commitment, poor job performance, burnout, turnover, job tension,
stress and anxiety (Trayambak et al., 2012), role conflict and role ambiguity interfere

with organizational effectiveness and individual well-being (Jex et al., 2003).

Higher education institutions, which are staff intensive and whose effectiveness
primarily depends on academic staff (Schulz, 2013), are one of those complex
organizations in which people from different positions are interrelated and associated
with multiple administrative role senders such as the head of the department, the
rector or the Council of Higher Education (CoHE) (Dogan et al., 2020). The
elaborated and connected nature of universities fuels role conflict and role ambiguity

(Sabuncuoglu, 2008), both of which are the two main components of role stress
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(Celik, 2013). Due to their differentiated and specialized nature, they are places

where role conflict and role ambiguity are commonalities (Schulz, 2013).

Overseen by the highly centralized committee, the Council of Higher Education
(CoHE), academic staff in Turkish higher education get its share from role stressors
too (Dogan et al., 2016; Sabuncuoglu, 2008). There are differing reasons why
academic staff experience role stressors. Having multiple roles such as teaching,
research and administration (Orpen, 1982), failing to focus on the major role among
multiple roles (Getzels & Guba, 1954), frequent interaction with people from
different positions (Ceylan & Ulutiirk, 2006; Schulz, 2013) dependence on more than
one administrator (Sabuncuoglu, 2008), holding a lower academic title (Dogan et al.,
2016), exposing to frequent administrative changes (Bork & Adigiizel, 2015; Soylu
2013), lack of time and energy given for the assigned roles (Gilbert et al., 2019; Xu,
2019; Winter & Sarros, 2002), having excessive administrative and bureaucratic
duties (Bamberger & Hasgall, 1995; Dogan et al., 2020) and the feeling of getting
caught in the middle (Rizzo et al., 1970) are considered as the major reasons
triggering role conflict and role ambiguity in higher education.

Representation of universities in an increasingly globalizing world parallels the
development of countries (Oztiirk, 2019). Successful representation of higher
education institutions is possible when several factors come together, one of which is
undoubtedly effective English language teaching at universities (Yaman & Sahin,
2019). As the international validity of English language rapidly increases, its

teaching in Turkish universities has also turned into a priority (Kirkgdz, 2009).

English as a foreign language (EFL) instructors constitute the academic staff that
teach English at preparatory schools of Turkish universities. In Turkish higher
education system, they are titled as “Instructor (Ogretim Gorevlisi)” while faculty
members (Ogretim Uyesi) are named after the traditional titles such as assistant
professor, associate professor or full professor. While EFL instructors are mainly
responsible for teaching English at preparatory schools or in some cases under
Modern Language Departments, faculty members are responsible for research,

teaching and community services roles in the universities. Yet, all the faculty
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members, graduate assistants and instructors in any given university also constitute
academic staff (Ogretim Elemani). Academic staff can be described as faculty
members, instructors and research assistants who conduct educational activities in

higher education (Tiirk Dil Kurumu Sézliikleri, n.d.).

The preparatory schools aim to teach English by developing students’ skills in
reading, writing, listening, grammar and vocabulary (Balbay et al., 2018). Students
benefit from prep school education in their future academic and professional life.
EFL instructors are the very first university members with whom students interact
provided that they are to receive preparatory school education at university (Demir et
al., 2015). They act as a bridge during students’ shift from high school to university,
which is one of the major life transitions for young adults (Seving & Gizir, 2014).
Thus, the impact and role of EFL instructors on students are noteworthy. Considering
they are crucial role occupants in Turkish higher education, their job satisfaction and
well-being are just as important. They function as a buffer owing to their in-between
role in higher education. Although they resemble high school English teachers in
terms of practice and application of the curriculum, they have a greater autonomy
which brings them closer to the faculty members (Soylu, 2013). It can be inferred
that they belong to neither the former group nor the latter one. They are somewhere
in between these two groups (Demir et al., 2015). Conflicting and uncertain
expectations are linked to the feeling of getting caught in the middle (Rizzo et al.,
1970).

Over the recent years, there have been top-down employment eligibility criteria
changes announced by CoHE. According to CoHE’s decision, EFL instructors are to
obtain their master’s degree with a thesis in order to be recruited by a higher
education institution (T.R. Official Gazette, 13 April 2020, issue: 31098). For a
group whose major role is to teach English at prep schools of universities, the change
means that they are now entitled to occupy a second role, which is research. Unless
they already have a master’s degree with a thesis, they now have to obtain it if they
intend to be recruited by a university. This means that they have to take on the roles

of the teacher and a graduate student at the same time.



Before introducing this final version of the regulation, CoHE caused some
controversies with its initial decisions. First, COHE attempted to limit the fields on
which EFL instructors are expected to focus as part of their graduate studies, which
created a good deal of controversy as the field of educational sciences were excluded
(Oztiirk, 2019). Instructors were expected to hold a master’s degree (Official
Gazette, 7 June 2018, issue: 30444) in their undergraduate majors such as English
Language Teaching, English Language and Literature, American Culture and
Literature, Translation and Interpreting, and English Linguistics (Oztiirk, 2019).
Also, instructors were expected to have at least five year of English teaching
experience at a university (Kilickaya, 2018). However, the prep schools consist of
certain units such as curriculum, assessment and evaluation, and administration. It
was highly incongruent when CoHE excluded educational sciences whereas the same
CoHE constantly encourages the prep schools to have instructors who have expertise
on these fields in charge of the units (Oztiirk, 2019). Moreover, theories and
practices of educational sciences are valuable sources for instructors and absence of
these can even negatively impact them, which is why, CoHE’s limiting field policy

did not serve for any meaningful purpose.

In addition to the controversy of limiting fields, the requirement of holding a
master’s degree to be recruited were widely criticized at first and the issue was even
taken to the court because regulations were claimed to be unfair to the instructors
who already work at universities but hold a master’s degree without a thesis.
According to the regulations about holding a master’s degree without a thesis, these
instructors were not qualified to work at another university anymore, and not any
kind of transition regulations were offered for them. This unfairness was addressed
by the Council of State in its decision whose docket number is 2019/150 and the
requirement of holding a master’s degree with a thesis was halted although the
decision did not belong to CoHE (Ali, 2019). Yet, universities were told to abide that
legal decision.

Ending all the controversy discussed above, a bill including significant higher
education regulations was accepted by the Grand National Assembly of Turkey in

2020 and CoHE announced the latest changes on April 16", 2020 (Higher Education
4



Law, 1981). According to the bill, instructors working at universities are obliged to
hold a master’s degree with a thesis (T.R. Official Gazette, 13 April 2020, issue:
31098). The change was that the requirement of a master’s degree in the field was
replaced with the requirement of a master’s degree, which meant educational
sciences are now included. This inevitably sent an incongruent message to
instructors. Role stressors intensify when role senders ask for demands and

expectations which are opposite of each other (Polatg1, 2015).

In summary, CoHE’s frequent and inconsistent changes are expected to impact EFL
instructors’ experience in higher education with respect to their roles and
responsibilities. The changes may cause instructors to overlook their major role in
higher education which is English teaching. Additionally, they constitute the group
whom university students first encounter, as a result of which their roles and
responsibilities are actually beyond teaching. Also, their in-between status in higher
education (Soylu, 2013), the controversy of their being academic (Demir et al.,
2015), having a lower title in higher education and lack of time and energy for their
roles and responsibilities (Demirel & Cephe, 2015; Ipek & Kanatlar, 2018) and their
constant relations with individuals holding differing titles at universities, are the

other fueling reasons why EFL instructors are susceptible to role stressors.

As presented above, role stressors have a major say in individuals’ fulfillment and
well-being in complex organizations. Thus, the purpose of this study is to explore the
extent of role conflict and role ambiguity experienced by EFL instructors in Turkish
higher education and how these role stressors are related their overall job

satisfaction, effectiveness and well-being.
1.2. Statement of the Problem

As of 2018, the recruitment process of EFL instructors changed and they are now
required to complete a master’s program with a thesis if they plan to be employed by
higher education institutions (Higher Education Law, 2547). Till this change, they
were mainly expected to spend their time teaching although most of them already

tend to obtain their master’s and doctoral degree regardless of any external pressure



or requirement (Giizelbayram, 2013). It could be interpreted that CoHE encourages
instructors to conduct research as well as teaching. Completing a master’s degree
creates a platform for instructors through which they are able to improve their skills,
which could also boost student outcomes.

Having the roles of teaching English, educating and influencing student behavior,
conducting research and undertaking administrative duties (Bamberger & Hasgall,
1995; Orpen,1982), instructors are likely to experience role stressors and pressures.
Furthermore, due to the involved nature of universities, they have to interact many
other people whose titles and job description differ from theirs, which also fuels role
conflict and role ambiguity (Sabuncuoglu, 2008), two components of role stressors
(Rizzo et al., 1970).

In the existing research regarding role conflict and role ambiguity experienced by
academic staff in Turkish higher education, faculty members or research assistants
were mainly chosen as participants (Eray, 2017, Sabuncuoglu, 2008). Even if faculty
members and instructors are both labeled as academic staff, they have major
differences in terms of their roles and responsibilities. Thus, the researcher observed
that there is a need to reveal how EFL instructors experience their roles and
responsibilities in their own context and how this is connected to their overall job
satisfaction. In the light of these observations and in line with the research objective
of the study, the research question of the study is “What is the experience of EFL
instructors in preparatory schools of universities in terms of roles and responsibilities

in higher education in relation to their job satisfaction?”.
1.3. Purpose of the Study

The specific objective of the study is to explore how EFL instructors at foundation
universities experience their roles and responsibilities in higher education with
respect to their job satisfaction. Most of the research concerning their experiences
related to their roles in higher education is shared in the studies which are mainly
about faculty members (Dogan et al., 2016; Dogan et al., 2020; Eray, 2017; Paksoy
& Giiveng, 2018). This is why, the study sought to obtain data which will help to



address these research gaps. The research aims to shine new light on not only the
research gaps but also the debates through a thorough examination of the issue. The
goal is to reveal experiences of EFL instructors in higher education and develop
further understanding about the issue for policy makers and higher education
administrators through evidence, suggestions and implications. In order to serve
these purposes, the study intends to answer the question: “What is the experience of
EFL instructors in preparatory schools of universities in terms of roles and

responsibilities in higher education in relation to their job satisfaction?”.
1.4. Significance of the Study

EFL instructors have a significant role in Turkish higher education as they are the
very first group that students interact with in their transition period to university life.
How the instructors position themselves in higher education and perceive their roles
and responsibilities affect both their own experience and students’ one too. From a
higher education management perspective, they have potential to work with first year
university students in terms of affecting their adaptation experiences as well as first
academic experience at the university. That is why, this study provides a platform to
offer some insights gained through each individual’s unique experience in higher

education.

Furthermore, this research is an important opportunity to differentiate the
experiences of EFL instructors from those of faculty members. As the former group
is traditionally analyzed and studied in the research concerning primarily the latter
one (Dogan et al., 2020; Paksoy & Giiveng, 2018), it is difficult to advance our
knowledge solely on EFL instructors and their experiences. Hence, this study fills a
gap in literature by presenting in-depth analysis of the first-person point of view.
Last, the study will show the effect of CoHE’s recent requirements related to EFL
instructors’ employment process with respect to their roles and responsibilities in

higher education.



1.5. Definition of Terms

Academic profession: It is carried out by individuals who are employed to work at a
higher education institution for the purpose of teaching and/or research (Teichler et
al., 2013).

Role: Role refers to “a set of expectations about behavior for a position in a social
structure” (Rizzo et al., 1970). Similarly, Bates and Harvey (1975) define role as the
“particular set of norms that is organized about a function” (Biddle, 1986). In Tang
and Chang’s study (2010), it is suggested that roles are the guidelines organizing
individual behaviors. Roles, through which expectations of an organization are
reflected for the individuals who are filling a certain position, can serve as a manual

for the members of the organization.

Role stressor: Role stressors come out when an organizational role causes negative

outcomes for subordinates (Trayambak et al., 2012).

Role conflict: According to Katz and Kahn’s (1966) definition, role conflict is “a
simultaneous occurrence of two (or more) sets of pressures such that compliance

with one would make more difficult compliance with the other” (p.173-174).

Role ambiguity: Van Sell et al. (1981, cited in Fisher, 1995) state that role
ambiguity emerges when “the single and multiple roles which confront the individual

may not be clearly articulated in terms of behaviors or performance levels expected”.

Job Satisfaction: Job satisfaction refers to an attitude that employees hold about
their jobs and displays whether the individual and the organization are a good fit for
each other (Malik et al., 2010).



CHAPTER 2

LITERATURE REVIEW

The aim of this chapter is to introduce the theoretical framework of the study and
attempt to present the existing literature on the issue. The first part highlights the key
theoretical concepts such as academic profession, role episode model, role stressors
and motivation-hygiene theory. The second part will seek to assess the studies done

by different researchers and provide a synopsis of literature on the issue.
2.1. Academic Profession

Universities include various role occupants who fulfill different roles and
responsibilities; yet, when these roles are not clearly defined or responsibilities
overlap, it is very likely that academic staff experience role ambiguity and role
conflict in higher education (Dogan et al., 2020). Although they share common
goals, roles or duties such as teaching, conducting research, community service or
character building of students (Baldwin, 1987), their major role may differ (Getzels
& Guba, 1954), uncertainty and conflict of which lead to negative outcomes (Fisher
& Gitelson, 1983; Siirgevil, 2011).

There is a degree of unambiguity around the terminology for those who are entitled
to hold an academic profession. Since the clarification of academic profession will
provide a better understanding of roles and responsibilities in higher education, it is
important to include how the term is used in literature. According to a definition
provided by Teichler et al. (2013) in The Changing Academic Profession, academic
profession is often reflected as composed of individuals who are hired to work full-
time or invest considerable amount of work time at a higher education institution
with the intent of teaching and/or research purposes (p.27). The term, academics, is
used as individuals who carry out this profession which is to engage in teaching and
research (Shattock, 2014).



This definition is close to that of Parsons and Platt (1968) who define academic
profession as “an integrated core of teaching and research”. Building on the work
Parsons and Platt, Light (1974) provides a definition of academic profession: ‘a
subset of a scholarly profession with academic appointments’ at universities. This
definition has the potential to bring confusion to the surface which is the difference
between academic profession and scholarly profession. This shows a need to be
explicit about what is meant by the term, scholarly profession. It is generally defined
as a profession whose primary focus is to advance knowledge and promote research
(Light, 1974).

Scholarly profession and academic profession are not the only terms that require
clarification in higher education. In literature, the term, faculty members and
instructors are attempted to be defined in order to eliminate terminological
confusion. Faculty members are the individuals with academic appointments at
institutions of higher education (Parsons and Platt, 1968) whereas instructors are
defined as the teachers below the rank of assistant professor at a college or university
(Oxford Advanced Learner’s Dictionary, 2000).

Understanding the complexity of the issue in Turkish higher education context is just
vitally important for the study and in general for higher education management. In
literature, the use of job titles of those who hold an academic profession raises some
questions (Paksoy & Giiveng, 2018; Tiiliibas & Goktiirk, 2018) and may require
clarity. This part aims to clarify to the comprehending of academic profession titles
in Turkish higher education as job titles are relied on to understand one’s roles and

responsibilities (Martinez et al., 2008).

Defined in the Higher Education Law numbered 2547, ogretim eleman: refers to
teaching faculty members as well as instructors, lecturers and graduate assistants.
Osretim iivesi reflects the group that constitutes solely faculty members who are
categorized as professors, associate professors and assistant professors, all of whom
hold at least a doctorate degree and an academic title. Professors are portrayed as the
faculty members whose academic rank is the highest. Additionally, associate

professors are the ones that achieve to complete the requirements of the Inter-
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University Board. Lastly, assistant professors refer to the group who completed their
doctorate, “qualified as a specialist in a medical field or received a certificate of
competence in one of the areas of the fine arts”. Faculty members bring resources of
income for their institution by taking the responsibility of research for external
organizations (Becher & Kogan, 1992). Furthermore, they are expected to present

their research at conferences and produce or review publications (Schulz, 2013).

On the other hand, according to the Higher Education Law numbered 2547, 6gretim
gorevlisi is used to describe the teaching staff members who are entitled to teach
courses and carry out applied study sessions. They are appointed in accordance with
the law at universities and their affiliated units for the education, training and
practice of courses that do not have a faculty member or the subjects of any course
that require special knowledge and expertise. Similarly, Turkish Language
Association defines the word as individuals who are assigned to teach courses and
perform applications either temporarily or permanently for courses in which there is
no faculty member in higher education institutions (Tiirk Dil Kurumu Soézliikleri,
n.d.). However, Tiirk Meslekler Sozliigii (Turkish Professions Dictionary) defines
ogretim gorevlisi as individuals that conduct lectures related to education at higher
education institutions, carry out research on their own discipline and guide those who
apply the master programs (Tiirkiye Is Kurumu, n.d.). The definition of Tiirk
Meslekler Sozliigii causes some degree of confusion because instructors are not
expected to conduct research provided that they already hold a master’s degree and
they have no obligation of guiding students of master programs, both of which are

the roles of faculty members.

Okutman is another term that was used to refer to lecturers whose duty is to “teach
certain compulsory subjects common to students in various programs” (Higher
Education Law, 2547). According to Tiirk Meslekler Sozliigii, okutman means those
who are to teach common and compulsory lessons at universities and manage applied
studies (Tiirkiye Is Kurumu, n.d.). Both dgretim gérevlisi and okutman are often used
interchangeably and without precision. However, Article 3 of the enactment passed
on February 22", 2018, refers that the title of okutman would no longer be used and

this group of teaching staff members is required to be called 6gretim gérevlisi.
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Finally, the term, academician, is a commonly-used notion and yet it is a concept
difficult to define precisely. Both the Higher Education Law 2547 and Tiirk
Meslekler Sozliigii do not provide a definition for the term. Building on the
controversy, whereas some research regards the term as an occupation (Dogan et al.,
2016), there are other studies who continue to cast doubt on its being a job (Tiiliibas
& Goktiirk, 2018). Yet, it often refers to those who gain specialization in a graduate
discipline after completing undergraduate studies and work at a higher education
institution (Gtirkan, 2018). Although the term is not identified as a job or an official
title, it is commonly used in literature to refer to academic staff. It traditionally refers
to faculty members in Turkish context and instructors whose major role is teaching
in higher education do not generally associate themselves with the term (Demir et al.,
2015). In fact, Turkish Language Association uses the word, academician, while
defining faculty members only (Tiirk Dil Kurumu Soézliikleri, n.d.). However, in the
studies that intend to shed light on the problems of academicians in Turkey, it is
commonly seen that there are instructors among participants as well as faculty
members (Dogan et al., 2016; Dogan et al., 2020; Paksoy & Giiveng, 2018).

Some interpretations for this study can be made thanks to all these definitions
provided in the Higher Education Law numbered 2547 and in existing literature
(Dill, 1982; Light, 1974; Teichler et al., 2013). It could be concluded that EFL
instructors are labelled as academic professionals or academic staff, but not
academicians. The title, okutman, is not used anymore to refer to EFL instructors.
The target population of the study, EFL instructors, working at preparatory schools
of universities in Turkey are categorized under the titles of dgretim eleman: and
ogretim gorevlisi in the law. As the former one refers to not only the instructors but a
broader category of academic staff as mentioned above, the term, dgretim gérevlisi,

that is, instructor will be adopted throughout this research to refer to EFL instructors.

2.1.1. English Language Teaching Profession in Turkish Higher

Education

English language teaching is attached a great deal of emphasis in Turkish higher

education (Yaman & Sahin, 2019) in order to keep up with the rapidly globalizing
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English speaking world (Aydin, 2014; Balbay et al., 2018; Bozu, 2016; Kirkgoz,
2005; (Unal & Illhan, 2017). In today’s world, it is considered as a necessary
qualification to have rather than only a foreign language to learn.

The statistics reveal that the majority of EFL instructors have a high level of
tendency and intrinsic motivation to pursue their graduate studies and contribute to
the advancement of knowledge in their fields without needing any external factor or
pressure (Giizelbayram, 2013; Ipek & Kanatlar, 2018; Oztiirk, 2019). Their level of
English proficiency is found to be satisfactory and nearly two-thirds of instructors
hold either MA or MSc degrees (Bozu, 2016). In the study conducted by British
Council (2015), 55.8% are found to have a master’s degree and 5.8% of the
participants have their PhDs.

However, Turkey is still not in the ideal place in teaching English (Unal & Ilhan,
2017) despite the fact that the recent attention given to the issue, which impacts
Turkey’s recognition in the international arena (Ulker, 2017). ‘English deficit’
observed at universities continues to impact overall quality in Turkish higher
education (British Council, 2015). In its comprehensive 2015 report, British Council
presents that Turkey prioritizes quantity over quality. Whereas its university and
student numbers drastically increase, it still fails to deliver ideal language education
at universities. According to English Proficiency Index, Turkey ranks 47" in the
world and last among 24 European countries. Similarly, English Proficiency Index
report in 2016 shows that Turkey ranks 51 among 71 countries which is labelled as

the Very Low Proficiency category (Ulker, 2017).

These statistics clearly emphasize the vital share of EFL instructors in Turkish higher
education (Balbay et al., 2018). The fact that universities have competent English
language instructors is directly associated with the quality of English education
delivered in higher education (Unal & Ilhan, 2017), which demonstrates that their
role is noteworthy.
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2.2. Role Episode Model

Role theory, which was established through the 1958 studies of Gross, Mason and
McEachern, (King & King, 1990) concerns with “the patterned and characteristic
social behaviors, parts or identities that are assumed by social participants and scripts
or expectations for behavior that are understood by all and adhered to by performers”
(Biddle, 1986). In addition to that, the research of Kahn et al. (1964) brought a
formal recognition to role concepts. They introduced a role episode model in which a
focal person and role senders interact cyclically in an environment influenced by
varying organizational factors, personality factors and interpersonal factors (King &
King, 1990).

Role sender Focal person
Experience Response Experience Response
- Role expectations |- Role pressures - Psycological conflict |- Coping efforts
- Perceptions of focal|- Objective role conflict - Experienced ambiguity |- Compliance
person's behaviour |- Objective ambiguity - Perception of role and |- Sympton formation
- Evaluation role sender

Figure 1 A model of the role episode. Source: (Kahn et al., 1964).

As seen in Figure 1, the role episode model introduced by Kahn et al. (1964)
suggests that there are both role senders and a focal person in the role episode. Role
senders have expectations according to which the focal person should be performing.
Additionally, they also have the perception of focal person’s behavior. Role senders
correlate their expectations and perceptions, and exert pressure in order to make the
focal person’s performance compatible with their own expectations. As a result of
the pressure, there could be ‘adjustive or maladjustive responses’ from the focal
person; that is, experiences and responses are the part of the episode. Configuration
of role expectations and pressures determines the actual level of role conflict and
ambiguity experienced by the focal person. Facing conflict and ambiguity, the focal

person deals with tension, anger or indecision.
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The model highlights certain coping strategies which are identified as trying to
address the problem by compliance and asking for more compatible demands by role
senders. Also, the role episode is cyclic and ongoing meaning that the response of the
focal person to role pressures “feeds back” to each sender and gives them a chance to

evaluate the response so that they can alter or modify their incompatible demands.

Moreover, the role episode model stresses the importance of three variables within
the context that could potentially explain the source of both adjustive and
maladjustive behavior of individuals in organizations. The variables lead to differing

reactions of people toward role conflict and role ambiguity.
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Figure 2 A theoretical model of factors involved in the taking of organizational roles.
Source: (Katz & Kahn, 1966).

The figure above displays a causal sequence in which role expectations are the
source of role sending which leads to received role. Received role is defined as “the
focal person’s perception of the role sending’s addressed to him” (Katz & Kahn,
1966). It is also pictured that there are three additional classes of variables which are

organizational factors, personality and interpersonal factors.
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Organizational and ecological factors are presented as a source of why people behave
in certain ways in organizations. An individual’s rank, duties for particular services
in the division of labor and positions of others that are directly related with his
performance constitute organizational and ecological factors in the model (Kahn et
al., 1964). Second, role episodes are influenced by personality factors. Personal
differences create varying elicitations of role pressures and reactions to them
(Getzels & Guba, 1954). Finally, interpersonal relations between the focal person
and the role senders such as power to influence, affective bonds, dependence of one
another and the style of communication directly impact the role episode too (Katz &
Kahn, 1966). In sum, these factors should be taken into consideration while

evaluating the role episodes and their consequences.
2.2.1. Role Conflict & Role Ambiguity

Role theory posits that two or more incongruent roles are generally the source of role
conflict (Kahn et al., 1964). Role conflict is defined “in terms of the dimensions of
congruence and incongruence or compatibility-incompatibility in the requirements of
the role, where congruency or compatibility is judged relative to a set of standards or

conditions which impinge upon role performance” (Rizzo et al., 1970, p.155).

Being one of the role stressors, role conflict occurs when individuals attempt to
fulfill two or more roles that are generally incompatible or on clash with one another
(Jones, 1993). In Drafte’s (1998) words, role conflict is portrayed as “job roles that
interfere with one another” (Trayambak et al., 2012). Brun et al. (2003, p.14) define
role conflict as an issue of “inadequate resources and material to fulfill a mandate”
(Gilbert et al., 2019). Being a characteristic of organizations to some degree (Katz &
Kahn, 1966), role conflict is a major stressor in organizations, which emerges when
an individual’s capacity is hampered while trying to fulfill more than one role
(Hecht, 2001). It occurs when two or more work requests or tasks simultaneously are
tried to be achieved and one has challenges while doing so (Lok et al., 2019). It is
associated with a variety of strains and negative outcomes (Jex & Britt, 2008, p.82),
because fulfilling one means making concessions to the other which causes a sense
of stress and dissatisfaction (Abdel-Halim, 1981; Bamberger & Hasgall, 1995;
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Bedeian & Armenakis, 1981; Fisher & Gitelson, 1983; Hecht, 2001; Piko, 2006;
Rizzo et al., 1970; Tang & Chang, 2010; Trayambak et al., 2012; Xu, 2019).

The term, role conflict, embodies a multitude of concepts which has been the topic of
various studies. In order to explain the variety of incongruences, Kahn et al. (1964)
identified the types of role conflict which are listed as person-role conflict, inter-role
conflict, inter-sender conflict, intra-sender conflict and role overload. Person-role
conflict is needed to explain the conflict between the person’s own standards and the
assigned role. Inter-role conflict refers that the individuals are exposed to two or
more different role sets and inter-sender conflict leads to clashing expectations
stemming from more than two roles in different social contexts held concurrently by
the same individual. Intra-sender conflict is defined as incongruent expectations in
an incompatible way or standard. Lastly, role overload occurs when individuals do

not have adequate time to deal with the roles assigned to them.

Role ambiguity is the other role stressor that is dealt within the scope of role theory
(Jackson & Schuler, 1985). According to Kahn et al. (1964), role ambiguity is
defined as “inadequate role sending, lack of agreement or coordination among role
senders and lack of certain information required for adequate role performance”
(p.21-22). What Kahn et al. (1964) are meant by certain information is (1) role
expectations which are duties, rights and responsibilities, (2) means-ends knowledge
in order to conduct the responsibilities in the best possible way, (3) attitudes and
behaviors that get to be rewarded and punished, (4) basic needs such as bodily safety,

security and salary, and (5) circumstances to receive recognition and achievement.

Displayed as a reason for role conflict in literature (Stryker & Macke, 1978), role
ambiguity results from the fact that individuals fail to grasp the specificity and clarity
of their roles and responsibilities (Tang & Chang, 2010) and cannot reveal their best
performance due to inadequate information (Senatra, 1980). Overall, it stems from
the fact that information that is required simply does not exist or existing information
is not available for the focal person due to poor communication in the organization
(Kahn et al., 1964, p.23).
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Theory is integral in creating the key parts of the study such as the problem, purpose,
significance and research questions (Grant & Osanloo, 2014). In this study, the
researcher investigates the experience of EFL instructors in preparatory schools in
terms of their roles and responsibilities in higher education. The key components of
role episode model are role conflict and role ambiguity, which are likely to be faced
due to situational, personal and interpersonal factors when individuals fulfill their
roles in organizations. Kahn et al.’s (1964) role episode model provides principles to
explain the researcher’s assumptions in this study. EFL instructors have faced
frequent and inconsistent changes recently and hold a bridging role in higher
education, which puts them in a position in which their primary role is beyond
English teaching. The researcher thought these fuel role stressors of EFL instructors
and attempted to identify which factors particularly have a say in their role stressors.
The role episode model introduces relevant concepts and definitions to explain these

assumptions and support the structure of the study’s main components.

The researcher also aims to identify the relation between the experience of EFL
instructors’ roles in higher education and their job satisfaction. In the next part,
motivation-hygiene theory and its key principles will be introduced and analyzed in

order to understand the concept of job satisfaction.
2.3. Motivation-Hygiene Theory

In this study, it is attempted to be presented the relation of role stressors and job
satisfaction experienced by EFL instructors in preparatory schools of universities.
Therefore, motivation-hygiene theory has been adopted to describe the term of job

satisfaction and provide guidelines throughout the research.

The theory, which is also known as two-factor theory, dual-factor theory and
Herzberg’s theory (Hoy & Miskel, 2013, p.143) is a widely-used content theory to
determine and identify the level of job satisfaction in organizations (Alshmemri et
al., 2017). Initially, it was based on extensive review of the literature on job attitudes
and satisfaction conducted by Frederick Herzberg and his associates in 1957 (Miner,

2005). Subsequent research conducted by Herzberg yielded a list of factors which
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contribute to satisfaction at work known as motivation factors and another set of

factors that contribute to dissatisfaction which are defined as hygiene factors (p.61).

Herzberg’'s Motivation-Hygiene Theory

Hygienes Motivators

® Interpersonal relations (with subordinates) ¢ Achievement

e Interpersonal relations (with peers) * Recognition

* Supervision (technical) o Work itself

* Policy and administration * Responsibility
e Working conditions ¢ Advancement
e Personal life ’

* Job security and salary

Dissatisfaction Satisfaction

Figure 3 Herzberg’s motivation-hygiene theory. Source: (Hoy & Miskel, 2013).

The difference between motivation and hygiene factors or intrinsic and extrinsic
factors is at the core of the theory (Mehboob et al., 2008). As the figure above
presents, hygiene factors are listed as interpersonal relations (with subordinates,
interpersonal relations (with peers), supervision (technical), policy and
administration, working condition, personal life, job security and salary. On the other
hand, achievement, recognition, work itself, responsibility and advancement
constitute motivators (Hoy & Miskel, 2013).

Hoy and Miskel (2013) list the assumptions of the theory as follows:

1. Two separate sets of factors are used to explain job satisfaction and
dissatisfaction.

2. Whereas motivators are prone to yield job satisfaction, dissatisfaction results
from hygiene factors.

3. Job satisfaction and dissatisfaction are not opposites. Instead, they are
separate and distinct dimensions.

When motivators are present, individuals’ basic needs are satisfied, as a result of

which, their performance is improved; yet, job dissatisfaction stems from hygiene

19



factors (Miner, 2005, p.63). The theory suggests that not to have job satisfaction does
not refer to dissatisfaction, but rather no satisfaction (Lacy & Sheehan, 1997).
Similarly, the fact that there is no dissatisfaction does not mean satisfaction with the
job. It only means that there is no dissatisfaction. Thus, two concepts cannot be
treated as opposites (Mehboob et al., 2008). Establishing the theory, Herzberg and
his associates were mainly influenced by Maslow’s hierarchy of needs (Alshmemri
et al., 2017); however, Maslow concentrates on general human needs of the
psychological person whereas Herzberg and his colleagues concern with the
psychological person in terms of how the work affects basic needs (Hoy & Miskel,
2013, p.143).

Motivation-hygiene theory provides a grounding base for this study as the key
theoretical principles of the theory include motivators, which are mainly the source
of job satisfaction and hygiene, which chiefly lead to job dissatisfaction. Utilizing the
theory in the study, the researcher has a chance to interpret whether role stressors are
related to EFL instructors’ satisfaction after identifying the actual reasons of their
satisfaction and dissatisfaction in higher education.

2.4. Existing Literature on Role Stressors

A review of research literature reveals that the direct or indirect reasons of role
conflict and role ambiguity could be individual, organizational and interpersonal
(Katz & Kahn, 1966), which indicates that individuals may experience role stressors
due to varying reasons. Considerable attention is committed to the factors giving rise

to role conflict and role ambiguity of individuals in complex organizations.

First, personal differences are known to have impact on role pressures (Adigiizel,
2012; Polate1, 2015). Several attempts have been made to establish the link between
role stressors and personal factors. Received perceived role expectations and
employee behavior tend to be influenced by personal characteristics (Bedeian &
Armenakis, 1981; Kahn et al., 1964; Shivers-Blackwell, 2004). The impact of
individual characteristics is an undeniable fact while fulfilling roles and

responsibilities in an organization (Arslan & Ungiiren, 2017). In fact, role theory
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uses the concept of person-role conflict to point out the vital role of personality in
role stressors. Person-role conflict occurs when the roles and responsibilities are
incompatible or incongruent with the individual’s attitudes, values or standards
(Kahn et al., 1964). Understanding the link between individual or attitudinal
differences and role stressors will provide a clearer picture of the issue. The findings
regarding the effect of personality should make an important contribution to the idea
that some individuals experience role ambiguity and role conflict whereas others
may not. Personal variables have been found to be related to the concept of role
stressors in organizations (Fried et al., 1998). Each individual may present varying
reactions to those stressors (Abdel-Halim, 1981) and their adjustment can be
completely different towards changes or expectations in an organization as some of
them may possess rigid qualities while others tend to be more flexible (Getzels &
Guba, 1954).

Organizations have a variety of individuals who come from different environments
and backgrounds, and they have different feelings, desires, needs, passions and
values, as a result of which their expectations differ too. When role behaviors
contradict these factors, role conflict is inevitable (Bork & Adigiizel, 2015; Gokce &
Sahin, 2003). Incongruency is inevitable when professional expectations counter
individuals’ own standards, attitudes and values (Dogan et al., 2020). To illustrate, in
his major study, Fisher (1995) attempted to emphasize the key role of locus of
control in internal and external people. According to this research, internal people
who have more control over the things and their results are likely to experience less
role ambiguity owing to the fact that they are considered more well-informed about
their jobs and roles. Similarly, they tend to deal with less role conflict because they
are more likely to count on self-generated roles in conflicting situations whereas it is
harder for external people to have the control situation required. Moreover, Kahn et
al. (1964) report that people who have rigid personalities experience less pressures to
change by their role senders compared to flexible people. As another example, being
achievement-orientated of the focal person is also considered as a determinant in role

expectations and role sending (Katz & Kahn, 1966).
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Second, differential role expectations also occur as a result of situational or
organizational factors (Kahn et al., 1964). Differences in contexts, duties and work-
settings are proved to make an impact on role perceptions (Bedeian & Armenakis,
1981; Getzels & Guba, 1954). Work design characteristics, which need to be taken
into consideration while explaining role stressors experienced by employees, has the
capacity to reveal incongruency among individuals (Bamberger & Hasgall, 1995).
Fried et al.’s (1998) informative analysis on the relation between role conflict and
job performance was able to list the role stressor as a contextual one. Frequent
changes in roles (Bork & Adigiizel, 2015) leading to a more formalized and
bureaucratic managerial structure make role conflict and role ambiguity relatively
commonplace in organizations (Gilbert et al., 2019; Schulz, 2013; Tang & Chang,
2010). Constant changes put individuals in a place of questioning and difficulty of
adaptation to the new situation, as a result of which quality of their work decreases
(Tulibas & Goktirk, 2018). Also, having no role to play in strategic decisions,
complex bureaucracy, not having enough support, time or appropriate training
(Gilbert et al., 2019), inadequate funding and resources, poor management practices
(Winter & Sarros, 2002) and incongruency in institutional needs (Abdel-Halim,
1981; Bamberger and Hasgall, 1995) are identified as the situational pressures
experienced in work places. Organizational constraints have an adverse impact on

role stressors (Jex at al., 2003).

Third, role ambiguity and role conflict are simply unavoidable in places where there
is constant interaction with others (Arslan & Ungiiren, 2017; Bérk & Adigiizel,
2015) meaning that role assignment process is impacted by interpersonal variables
too (Gilbert et al., 2019). In complex organizations such as hospitals or universities,
individuals are generally assigned to carry out more than one responsibility or role,
which increases the likelihood of their role pressures (Sabuncuoglu, 2008). The more
complex and differentiated an organization gets, the greater interdependence is
observed (Kahn et al., 1964).

Organizational configuration is the concept which refers to organizations that have a
common profile as well as significant elements such as strategy, structure and

decision processes (Ferguson & Ketchen, 1999). Mintzberg (1979, 1980, 1983)
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presents five ideal type of configurations for different types of organizations. Of all
configurations, professional bureaucracy, which constitutes the essential
characteristics of an ideal type of professional organization, has universities and
hospitals as its manifestations where the core work depends on processes rather than
projects (Kallio et al., 2020). In those types of organizations, standardization of skills
is used and vertical and horizontal decentralization is adopted (Lunenburg, 2012).
Although the organization is quite formalized, autonomy is given to professionals
due to its decentralized nature. Being complex but stable, these organizations
frequently experience coordination problems. In these types of places, individuals
continuously work with others whose roles and duties may differ than theirs (Schulz,
2013). If the line between one group’s roles and others’ is not clearly defined or they
overlap with one another, it is inevitable to experience conflicting situations and

uncertainty in an organization (Ceylan & Ulutiirk, 2006).

Failing to grasp certain key terms helping individuals understand their roles causes
role pressures too. Being one of them, status, which is defined as the position
occupied by individuals in society, is also closely related with roles (Jensen & Wang,
2018). Status and roles are so interconnected that they are like “obverse phenomena”
(Stryker & Macke, 1978). The former refers to the position of people in social
structure whereas the latter clarifies the expectations that constitute the content of the
social position. In an ideal world, individuals expect their roles to change as the

status changes, failure of which results in role conflict (Gok¢e & Sahin, 2003).

In addition to status, it is important to mention job description too since individuals
rely on it to understand their roles and responsibilities. In organizations, it is
observed that extra duties which are not indicated in individuals’ job descriptions are
requested from them (Ipek & Kanatlar, 2018). Extra roles culminate in role overload
(Arslan & Ungiiren, 2017; Polatc1, 2015), and this inevitably leads to work and time
pressure and fuels role conflict. (Winter & Sarros, 2002). Also, job titles are other
sources for individuals to adopt their roles and as the job title changes, individuals
naturally expect their roles to change too (Martinez et al., 2008). It is significant for
individuals to clearly understand and internalize their roles so that the system does

not get dysfunctional (Montgomery, 2005; Stryker & Macke, 1978).
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2.4.1. Existing Literature on Role Stressors in Higher Education

There is a great deal of existing literature showing how academic professionals are
influenced by role stressors. The research highlights that the major role of
individuals in organizations is to be clearly established to avoid any kind of role
stressors (Getzels & Guba, 1954). Role conflict and role ambiguity lead to a number
of deleterious consequences on individuals and academic staff are not an exception

either.

Role theory highlights the importance of inter-role conflict which occurs when two
or more role sets are assigned to individuals and their expectations are often
inconsistent with each other (Kahn et al.,, 1964). When the roles start to be
incompatible with each other or their boundaries begin to overlap, individuals are
likely to deal with inter-role conflict (Arslan &Ungiiren, 2017; Polatc1, 2015; Rizzo
et al., 1970). Generally, academic staff are to hold more than one position or role at
universities such as teaching, research, administrative tasks or monitoring students
(Baldwin, 1987), which makes the role conflict unavoidable (Orpen, 1982;
Sabuncuoglu, 2008).

Existing literature recognizes research pressure on both academic staff and
universities. Research matters in higher education because after all, the notion that
one can attain knowledge through research and experiment (Boyer,1990) is an
undeniable fact. Prestige and quality concern of the universities can be considered as
the other primary factor of the pressure (Light, 1974; Orpen, 1982; Teichler et al.,
2013). The reason for this is the fact that research refers to production whereas
teaching means transmission and products are more valuable than processes (Brew &
Boud, 1995). Universities can benefit more from research productivity (Light,
1974). Some research affirms that university instructors, besides being active
practitioners, should engage in constant research in order to keep up with the world
changes and update their knowledge (Unal & llhan, 2017; Xu, 2019). It is pointed
out that research feeds teaching (Teichler et al., 2013), and should not be considered
as two separate things from one another. In fact, the two concepts should not be

competing but completing each other. (Ben-David & Zloczower, 1962). Moreover,

24



research is a way to enhance teacher effectiveness as it provides awareness and
currency. (Brew & Boud, 1995). It may not affect their pedagogical skills, but it
certainly increases teachers’ knowledge and enthusiasm. Professional competence
such as field knowledge and research abilities are ideally needed for university
instructors (Bozu, 2016).

On the other hand, there is also literature claiming that “research and teaching
require different personalities” (Xu, 2019) and researchers are the people who
generally work on their own and are less distracted by the outside world whereas
teachers are the ones that are constantly involved in distractions and interactions.
While one academic professional excels in teaching, the other one’s research skill
may stand out (Aydin, 2014). Additionally, it is stated that one does not need
research in order to be a good teacher (Brew & Boud, 1995). Although research is a
great intrinsic motivator for university instructors (Winter & Sarros, 2002), it could
prevent them to carry out one of their major roles which is to teach (Dill, 1982), In
fact, teaching is so important that one should not forget the fact that an instructor is
hired to teach at the first place (Light, 1974). Research should come as the second
role because teaching constitutes the central role of the academic profession (Tiiliibas
& Goktiirk, 2018). University instructors who conduct both teaching and research are
likely to experience role conflict which reveals situations with incompatible role
expectations (Borman et al., 2003, p.472; Orpen, 1982) because when they invest
most of their time in teaching, the less time they have available for research and vice
versa, which is a visible source for role conflict (Jex & Britt, 2008, p.211). Despite
the fact that research and teaching constitute the core element of the academic
profession (Light, 1974), tension is inevitable when both are tried to be achieved
simultaneously (Teichler et al., 2013).

Inter-role conflict of university instructors also comes out owing to the burden of
administrative roles and responsibilities. Hence, it is crucial to consider the impact of
administrative duties on instructors. Studies prove that academic professionals
consistently feel obligated to make choices between their academic duties and
administrative duties (Light, 1974). In their thorough examination, Bamberger and

Hasgall (1995) devoted some attention to the role conflict emerged as a result of the
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incongruence between academic duties and administrative tasks of instructors.
Normally, administrative roles do not constitute the core elements of academic
profession (Dill, 1982; Winter & Sarros, 2002); however, university instructors are
expected to complete their administrative responsibilities first which puts the sideline
task above the major role (Manogharan et al., 2018). It is also presented that the
more senior instructors get, the more likely they are involved in administrative and
supervisory responsibilities of their organization (Dogan et al., 2020), which
inevitably results in less time for research and teaching (Orpen, 1982), both of which
are considered the core tasks of academic staff (Winter & Sarros, 2002).
Administrative duties and responsibilities, which are the institutional expectations
rather than academic ones (Dill, 1982), can be overwhelming for academic staff as it
creates a good deal of extra workload, (Gilbert et al., 2019; Gilimiis & Giilmez,
2020), hinder their major role (Dost & Cenkseven, 2007) and result in role conflict
(Dogan et al., 2020; Orpen, 1982).

Studies support the notion that role conflict and role ambiguity constitute a main
dissatisfaction source for universities (Dogan et al., 2016; Light, 1974; Sabuncuoglu,
2008; Schulz, 2013; Serinkan & Bardake1, 2009; Xu, 2019). Exposed to frequent
organizational changes and intervention, academics often have to deal with role
stressors (Winter & Sarros, 2002). Academics show low levels of motivation when
they are uncertain of their roles or when they have to deal with role overload
(Tytherleigh et al., 2005). It is unavoidable for university instructors in higher

education to encounter role conflict (Xu, 2019).

Status of academic staff in higher education institutions can be a determinant
whether they experience role conflict or not. For example, instructors who hold a
lower status compared to faculty members experience a higher level of burnout,
emotional exhaustion and fatigue (Dogan et al., 2016; Dogan et al., 2020). These
studies suggest that role conflict decreases as academic rank gets higher. For those
holding a professorial position in which roles are clear and manageable, the
experience is not that conflicting or uncertain. On the other hand, the experience is
quite the opposite for lecturers whose participation in decision making is low and

role demands are overloaded or not appreciated (Winter & Sarros, 2002).
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The theory highlights that both role conflict and role ambiguity bring about a variety
of negative consequences such as affecting job satisfaction, organizational
effectiveness and individual well-being (Kahn et al., 1964). Congruence of needs and
expectations and uncertainty about the roles are likely to become detrimental to
individuals (Tang & Chang, 2010).

In fact, effects of role stressors could be highly costly on organizations and
individuals as they cause job dissatisfaction, job-induced tension, lower
organizational commitment, high turnover, lower quality of performance, reduction
in motivation, loss of self-confidence and self-esteem, anxiety, hostility and feelings
of futility and apathy (Bedeian & Armenakis, 1981; Fisher, 1995; Fisher & Gitelson,
1983; Fried et al., 1998; Getzels & Guba, 1954; Ipek & Kanatlar, 2018; Jex et al.,
2003; Kahn et al., 1964; Schulz, 2013) employee burnout, reduction of self-efficacy
and creativity (Serinkan & Bardakgi, 2009; Tang & Chang, 2010), disillusionment
syndrome (Gilbert et al., 2019), reduction in altruistic behavior (Jex et al., 2003),
organizational alienation (Arslan, S. & Ungiiren, E., 2017) and negative impact on
psychological well-being (Bamberger & Hasgall, 1995; Hecht, 2001; Orpen, 1982;
Rizzo et al., 1970). Furthermore, communication among individuals substantially
lessens when individuals face role conflict, as a result of which, interpersonal bonds
such as trust, respect and attraction lose their strength in organizations (Kahn et al.,
1964, p.63). Depersonalization, emotional exhaustion and a decrease in success are
other visible consequences of role conflict and role ambiguity (Celik, 2013; Gokce &

Sahin, 2003).

On the other hand, studies highlight that role conflict and role ambiguity are not
necessarily harmful. They create a foundation for employees to obtain individual
achievement and social progress, and flexibility which role ambiguity provides can
lead to an environment in which adaptation to changing circumstances is easier.
(Kahn et al., 1964, p.53). Role conflict is a way to increase creativity and obtain
diverse perspectives (Schulz, 2013; Tang & Chang, 2010) because conflict
eliminates the dominance of one idea or group, creates diversity and enhances the

development of organizations (Bork & Adigiizel, 2015). Hence, whether conflict
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turns into something negative or positive actually depends on how it is perceived and

addressed.

The scenario in which role conflict and role ambiguity are beneficial for the
organization whereas they are detrimental for individuals is also possible (Kahn et
al., 1964). To illustrate, individuals can attempt to handle role overload by constant
overwork and unpaid overtime which is good for the organization but not for their
well-being. To an employee, working longer and extra hours may seem as the only
way to successfully meet all the demands (Jex et al., 2003). That is why, “the degree
of these two let us make comparisons and choices among values: stability vs.
progress, orderliness vs. flexibility and organizational effectiveness vs. individual
welfare” (Kahn et al., 1964, p.54).

2.4.2. Existing Literature on Role Stressors & Coping Strategies

There is a substantial amount of literature that recognizes the importance of coping
strategies for role conflict and role ambiguity. Deleterious effects of role stressors
have been discussed in detail in previous sections. There is a good amount of

existing literature addressing the strategies to deal with role stressors.

First of all, Getzels and Guba (1954) contributed to the understanding of handling
role conflict by proposing three concepts: (1) the choice of major role, (2) the
congruence of needs and expectations and (3) legitimacy of expectations within the
situation. If individuals know that the role they undertake is their major role and it is
a legitimate one, they either have less role conflict or do not experience any conflict
at all. Role pressures are inevitable when there is incongruence in needs,

expectations and demands (Kahn et al., 1964, p.95).

Once the necessary information required to perform roles and duties in organizations

is provided to role occupants, it is observed that the level of role conflict and role

ambiguity is reduced (Bedeian & Armenakis, 1981). It is pivotal that individuals are

certain what is expected from them (Eray, 2017; Gok¢e & Sahin, 2003) which is

called role analysis and clarification (Fisher, 1995). Clarity and predictability are

needed for individuals to be effective and productive (Kahn et al., 1964, p.73). When
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roles are clear and achievable for individuals, more positive work attitudes towards
their jobs and organizations are expressed (Winter & Sarros, 2002). Role clarity has
a positive effect on self-efficacy which reveals higher performance and reduced
stress (Yousefi & Abdullah, 2019). Deliberate strategies developed for the purpose
of lessening role pressures help individuals handle incongruence and uncertainty
(Orpen, 1982). Of these strategies, providing timely and adequate information, job
structuring and team efficacy are found to be effective (Bamberger & Hasgall, 1995).
Having established objectives, changes in job description and division of labor if
needed should be taken into consideration so that subordinates have a lower
perception of role stressors (Fisher, 1995; Gokg¢e & Sahin, 2003).

Second, understanding the link between decision making and role stressors also helps
organizations and individuals to develop competent strategies. Several studies have
established the crucial role of participation in the decision making process
(Bamberger & Hasgall, 1995; Fisher, 1995), which is closely associated with low
levels of employee commitment and work performance (Winter & Sarros, 2002). No
role to play in strategic decisions, lack of participation and lack of authority, all of
which could be considered as organizational constraints, trigger role conflict (Gilbert
et al., 2019). That employees are seen as a part of the decision making process
enhances their adaptation to their roles and carry out their responsibilities in a much

more efficient way.

Additionally, receiving feedback from people around and evaluation of one’s own
performance are associated with reducing role conflict and role ambiguity (Kahn et
al., 1964, p.25) because increased communication thanks to feedback (Butler, 2017),
which is a necessary ingredient in resolution of role stressors, brings clarity and
understanding. What is more, political skill, which is the ability to understand others
at work and interact or influence them in ways that accomplish one’s objectives and
goals, is found to diminish the harmful effect of role conflict on individuals (Xu,
2019). Prior research has also noted the significance of having mentors as a solution
to reduce role pressures in organizations (Trayambak et al., 2012). Mentoring is a
great way to obtain information, understand and clarify one’s roles, responsibilities

and needs and improve communication in an organization (O’Reilly, 2001). Having
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a mentoring program, an organization sends the message that it cares about its
employees’ concerns and needs (Stewart & Harrison, 2016). Mentoring programs
deliver benefits such as teaching social norms and expectations to protégés,
providing assistance when guidance is needed and creating a platform for better

communication and evaluation (Butler, 2017; O’Reilly, 2001).

Furthermore, alteration of the organizational climate is a way to manage role
stressors too (Fisher, 1995). Enhancing workflow coordination, preventing violations
in chain of command, formalizing rules and procedures happen to be effective in
reducing role stressors (Bamber et al., 1989; Senatra, 1980). Organizational support
(Xu, 2019), reduction in role overload, a balance in distribution of responsibilities
and duties, eliminating incongruence of needs and expectations, absence of rapid
organizational changes can prevent role conflict (Dogan et al., 2016). Finally,
appreciation and recognition of their contribution by superiors or the administration
are proven to be fruitful approaches towards eliminating role conflict. The negative
effects of role conflict mitigate when the employees see that the organization values
their effort and contribution and care about their well-being (Xu, 2019).

All in all, there are many alternatives and techniques for organizations that give
importance to dealing with role conflict and role ambiguity. Depending on the nature

or culture of the organizations, different strategies could be adopted.
2.5. Job Satisfaction

Job satisfaction is a significant attribute that organizations aim to provide for their
employees (Toker, 2011). Various definitions of the concept are found in literature.
Defined by Hoppock (1935) as all psychological, physiological and environmental
conditions which allow an individual to express that they are truly satisfied with their
job (Bork & Adigiizel, 2015), job satisfaction is mainly about an individual’s ability
to adapt to their workplace roles (Vroom, 1964). Also, Spector (1997) states that job
satisfaction has to do with the way how people feel about their work and its other
diverse aspects (Aziri, 2011). It is defined as “an emotional state related to the

positive or negative appraisal of job experiences” by Locke (1969). Additionally,
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Smith (1969) considers job satisfaction as “the extent to positive orientation on an
employee expresses towards his or her job”. The term is also defined as “a
pleasurable emotional state resulting from the appraisal of one’s job, an affective
reaction to one’s job and an attitude towards one’s job”. (Chimanikire et al., 2007).
In general, it could be said that job satisfaction refers to an affective reaction to a job
which is caused by the individual’s comparison of reality with those which are

aspired, expected and deserved (Saner & Eyiipoglu, 2012).

Job satisfaction is such a complex and multifaceted concept influenced by varying
factors (Ssesanga & Garrett, 2005) that it could mean different things to different
people (Aziri, 2011). It is an outcome of employees’ expectations and desires as well
as their multidimensional attitudes towards their work and working environments
(Tutuncu & Kozak, 2007). In spite of the fact that it is a multi-pronged construct,
consensus as to which dimension is most noteworthy in its operationalization has not
yet been identified (Ravari et al., 2012).

There are a number of factors that have an impact on job satisfaction such as
organizational policies and procedures, supervision and decision-making practices,
perception of the quality of supervision, aspects of the total workload, the range of
the skills utilized, autonomy, feedback and the physical nature of the workplace and
personal qualities such as ability to deal with problems (Chimanikire et al., 2007). It
could be summarized that variables which influence job satisfaction seem to be
objective ones whereas some others are subjective values (Tutuncu & Kozak, 2007)
such as emotional reactions, one’s attitude toward the job, one’s expectation of a job
and personal values which guide one’s perceptions, evaluations and behavior (Ravari
et al., 2012). Attitudes and expectations could be about both extrinsic and intrinsic
factors (Lacy & Sheehan, 1997).

Directly associated with the physical and mental well-being of employees (Schulze,
2006) and organizational productivity (Toker, 2011), job satisfaction reduces
tendency of quitting job, absenteeism, tardiness and health related problems due to
stress (Chimanikire et al., 2007), provides a better climate in organization (Tutuncu

& Kozak, 2007), eliminates disloyalty (Aziri, 2011), and enhances creativity and
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organizational commitment (Toker, 2011). Employees who have a high level of job
satisfaction are innovative and are motivated to create and maintain an atmosphere
conducive to learning (Schulze, 2006). On the other hand, using one’s time in the
workplace for private work, taking long breaks, pretending to be busy, chatting with
colleagues on trivial matters, delaying work, not following the rules, aggressive
behavior towards colleagues and superiors are some of the indicators showing
employees have low job satisfaction (Oztiirk & Sahbudak, 2015), all of which
negatively influence one’s performance and productivity (Saner & Eyiipoglu, 2012).

Studies display that there is a growing interest in job satisfaction in higher education
institutions as universities are labor intensive and their effectiveness mainly depend
on their academic staff (Schulz, 2013). University’s atmosphere and a sense of
community and relationship with colleagues appear to be the main predictors of job
satisfaction (Kiiskii, 2003; Ssesanga & Garrett, 2005). When impact on academics’
intention to quit working in higher education institutions is attempted to be
identified, relation with colleagues come out as the largest predictor of intention to
leave (Lacy & Sheehan, 1997). With regard to hygiene factors in Herzberg’s two-
factor theory, interpersonal relationship is the one that academics are most satisfied
with (Schulze, 2006). For academic staff, the most satisfying motivator seems to be
the facet “work itself”. (Mehboob et al., 2008). Studies demonstrate that academic
staff is satisfied with the job itself; however, work environment is becoming less
satisfying under the managerial changes (Shin & Jung, 2014). If academics find their
work less intrinsically satisfying, they show a higher inclination to leave their job.
Salary or economic resources does not seem to be an impact on their intentions to
leave or stay (Lacy & Sheehan, 1997). Working conditions, regarded as a hygiene
factor, are found to be the least satisfying aspect of the job (Mehboob et al., 2008).
With respect to motivators, academics seem to be the least satisfied with
opportunities for advancement (Schulze, 2006). Some studies identify that intrinsic
motivators are more critical for job satisfaction and extrinsic factors are largely
responsible for job dissatisfaction (Ssesanga & Garrett, 2005); however, others claim
that extrinsic motivators such as job security, resources, workloads, reward and

recognition are as important as intrinsic ones (Shin & Jung, 2014).
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Job dissatisfaction in higher education is resulted from a number of factors such as
insufficient recognition of teaching skills, requests of individual students, too much
marking and teaching, too many students, student attitude to learning, focus on
research at the expense of teaching, poor communication with university
administrators, working hours, lack of coordination and difficulty with handling
different responsibilities of teaching, research and administration (Schulze, 2006).
Furthermore, one of the reasons responsible for low satisfaction is pay (Saner &
Eytipoglu, 2012) as academics generally think that they are not well-paid (Ssesanga
& Garrett, 2005). Academic staff including even the ones who hold a higher status
are not satisfied with their salary (Oztiirk & Sahbudak, 2015) as academics are paid
relatively less than other professions (Shin & Jung, 2014).

The existing literature reveals a positive associations of job satisfaction with
occupational status and organizational rank, which is called ego motivation (Kahn et
al., 1964, p.141) and professors have a higher level of job satisfaction compared to
instructors and research assistants (Toker, 2011). This is also related to the fact that
there is a positive correlation between autonomy and job satisfaction (Chimanikire et
al., 2007; Shin & Jung, 2014). There have been studies suggesting a relationship
between age, occupational level and overall satisfaction and concluding that rank and

age are the strongest predictors of job satisfaction (Saner & Eyiipoglu, 2012).

Research displays that role stressors negatively impact job satisfaction (Bedeian &
Armenakis, 1981; Fisher, 1995). When these roles are not successfully fulfilled, a
low level of job satisfaction is observed. Role stressors reduce attentional focus and
lead to job dissatisfaction (Eray, 2017; Jex et al., 2003). The fact that role stressors
escalate the level of stress, tension and anxiety in individuals causes low-job
satisfaction (Dogan et al., 2016). Taking measures to eliminate role conflict increases

performance on job satisfaction (Ceylan & Ulutiirk, 2006).
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2.6. Summary

The purpose of this study is to display to what extent EFL instructors experience role
stressors and how those experiences are related to their overall satisfaction and well-
being. This chapter attempted to present the existing literature.

In the beginning of the chapter, academic profession terms were defined in order to
eliminate any terminological confusion throughout the study. The key role of EFL

instructors in Turkish higher education is tried to be identified.

The role episode model, which explains how role stressors occur in organizations,
and Herzberg’s motivation — hygiene theory presenting the dual nature of job
satisfaction constitute the theoretical dimension of the research. This chapter also
provides a deeper understanding for the factors and consequences of role stressors
and what coping strategies exist to eliminate them. Finally, existing literature

regarding job satisfaction is attempted to be synthesized in the chapter.
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CHAPTER 3

METHODOLOGY

This chapter provides a description of the research methodology of the study.
Qualitative data collection and analysis were adopted and phenomenological
research design was employed in order to identify the level of role stressors that EFL
instructors experience in higher education institutions and how this is related to their
overall job satisfaction.

3.1.  Research Design

The study adopts phenomenological research design in order to help understand EFL
instructors experience their roles and responsibilities in higher education. The
research question of the study is “What is the experience of EFL instructors in
preparatory schools of universities in terms of roles and responsibilities in higher
education in relation to their job satisfaction?”. A qualitative approach was chosen so
that the researcher can obtain further in-depth information on the experience of

participants.

Most studies in the field of academic professionals and how they experience their
roles and responsibilities in higher education in Turkey do not include EFL
instructors which displays that there is not much known about the certain research
area. Phenomenological research design is most needed when the issue is exploratory
in nature and existing research does not provide a sense of clarity (Abakpa et al.,
2017). Phenomenological research is the most appropriate design for the study as it
gives an opportunity to the researcher to describe “the lived experiences of
individuals about a phenomenon” (Creswell, 2014). The design refers to “in-depth
study of a specific phenomenon, group or individuals or of perceptions of social

phenomena” (Norlyk & Harder, 2010), through which participants can interpret their
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own experiences (Patton, 2014). An experience could only be fully understood by the
individuals who are actually living it (Demir et al., 2015; Mcilfatrick et al., 2006;
Padilla-Diaz, 2015).

Edmund Husserl, who established the modern phenomenology, claimed that the
essence of phenomenon, which is something “universal in experience” and “the
central underlying meaning of the experience” (Norlyk & Harder, 2010), could only
be reached if the phenomenon is being experienced in the lifeworld (Abakpa et al.,
2017; Fry et al., 2017). Valuable insights could be gained by understanding people’s
unique experiences and developing descriptions of the essence of these experiences
(Bliss, 2016). As Fraenkel, Wallen & Hyun (2012) indicate, various reactions,
perceptions and understanding of a certain phenomenon are aimed to be identified in
this research design in which a number of individuals who experience the

phenomenon are attempted to be observed.

There are different approaches to phenomenology (Spiegelberg, 1982), the earliest of
which is known as descriptive or transcendental phenomenology whose founder is
Edmund Husserl. The descriptive phenomenology is referred to the study of personal
experiences and the meanings of the phenomenon needed to be carefully described
by the researcher (Padilla-Diaz, 2015). It requires the researcher to keep an open
mind and put all the preconceptions and preconceived perceptions aside (Eddles-
Hirsch, 2015). Husserl introduces the concept of bracketing which is used to ensure
objectivity in descriptive phenomenology by alleviating preconceptions while the
researcher explores and investigates the phenomenon and identifies the essences
(Abakpa et al., 2017). Epoche, revealed as the synonym of bracketing, is a term
frequently utilized in the literature too and refers to “setting aside past associations,
understandings and biases” (Norlyk & Harder, 2010). It is a way to suspend the
researcher’s prejudgments (Cilesiz, 2009) and ensure objectivity (Padilla-Diaz,
2015). In the epoche, daily insights and judgements are expected to be put aside and
phenomena are examined in a fresh and wide open understanding (Moustakas, 1994).
This process which is also called reduction allows the researcher to give equal value

to every statement shared by the participants (Eddles-Hirsch, 2015).
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On the other hand, hermeneutic phenomenology is concentrated on the idea that it is
not possible for the researcher to leave out preconceptions and preconceived
opinions which in fact are essential for understanding the phenomenon (Fry et al.,
2017). Built upon the Husserlian method by his student, Heidegger, hermeneutic
phenomenology is interpretative and the researcher’s main purpose is to demonstrate
how subjects make sense of their experiences (Pietkiewicz & Smith, 2014).
Hermeneutic process recognizes prejudices and preconceptions and claims that they
could be corrected or set aside while scientific understanding occurs (Moustakas,
1994). To explain his understanding of phenomenology, Heidegger stated that
“potentiality stands higher than actuality. To understand phenomenology consists in

seizing it as a potentiality” (Spiegelberg, 1982).

Finally, existential phenomenology, whose basis also originated from Husserl’s
perception of lifeworld is consistent with the hermeneutic views. Existential
phenomenology asserts that self and consciousness could not be thought as two
separate entities (Eddles-Hirsch, 2015), meaning that the researcher has an active

role in interpreting individuals’ personal world.
3.2. Research Participants and Sampling

The target population of the study is the EFL instructors at foundation universities in
Turkey. The access population is one foundation university in Ankara. In this
qualitative study, purposive sampling, which provides secure variation among
participants (Norlyk & Harder, 2010), was adopted to include participants with
different characteristics so that researchers understand the problem and research
question better (Creswell, 2014). The researcher, who is an insider, is familiar with
the context and dynamics in the institution which made the data collection process

easier and smoother.

The Basic English Department of this foundation university has 51 full-time
instructors working currently. The department offers both basic English teaching for
the preparatory school and academic English for departmental courses. However, in

this study, 15 participants were chosen from those instructors whose work experience
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is solely or substantially in the preparatory school of the university since the study
aims to discuss the role stressors of EFL instructors in the Basic English
Departments of the universities. The reason is that it gets more difficult for the
researcher to find out the essence and characteristics of the phenomena if experiences
of participants become more diverse (Padilla-Diaz, 2015). A homogeneous group of
participants is ideally preferred in phenomenological research (Cilesiz, 2009). As any
other preparatory school in Turkey (Balbay et al., 2018), the program of the
department offers reading, writing, speaking, listening and grammar courses.

Of the participants, 2 of them are male and 13 of them are female. 12 of them are
between the ages of 30-40. 2 of them are between the ages of 25-30 and one of them
Is over 40 years old. As for their marital status, 4 of them are married while the rest

of them are single instructors.

Table 1

Undergraduate Degree of the Participants

Department Number of the Participants
English Language Teaching 6
English Language and Literature 3
English Linguistics 2
American Culture and Literature 2
Translation and Interpreting 2

When it comes to their undergraduate studies, of the 15 participants, 6 studied
English Language Teaching, 3 studied English Language and Literature, 2 studied
American Culture and Literature, 2 studied Translation and Interpreting and 2

studied English Linguistics.
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Table 2

Departments of the Participants They Graduated from Master’s Program

Department Number of the Participants
Educational Sciences 8
English Language Teaching 2
English Language and Literature 2
Foreign Language Teaching 1
Translation and Cultural Studies 1

As for the master program, 8 of them focus on Educational Sciences. 2 of them are
on English Language and Literature, 1 of them is on Foreign Language Teaching and
1 of them is on Translation and Cultural Studies. There is one participant who did not
pursue graduate studies at all. 7 of the participants still continue to work on their
studies whereas 7 of them completed and obtained their degree. On the other hand, of
all the participants, 2 of them are currently pursuing their doctoral studies. One aims
to obtain her degree on English Language Teaching and the other focuses on
Educational Sciences. Moreover, 3 of the participants, who seek to gain a master’s
degree with a thesis on Educational Sciences, reported that they already completed a
master’s program without a thesis. They currently pursue their second master

program.

Table 3

Teaching Experience of the Participants

Participants Experience
2 Less than 5 years
11 5-10 years
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Table 3 (cont’d)

2 Over 10 years

As for their teaching experience at their institution, 2 of them have been working for
less than 5 years. 11 of them have experience from 5 to 10 years and 2 of them have

been there for over 10 years.

Moreover, 8 of the participants hold an administrative position in different units of
the department whereas 7 of them solely focus on teaching English. Finally, all of the
participants are full-time members of the academic staff at the university’ Basic

English Department.

While reporting results, the researcher did not number the participants or use any

pseudonyms in order to keep the participants’ identity confidential.
3.3. Data Collection Instruments

Interviews are the primary instruments to be adopted in phenomenological research
design (Creswell, 2014). Typically, in phenomenological study, an interactive and
informal process is adopted for which using open-ended questions is ideal
(Moustakas, 1994). Therefore, the researcher conducted semi-structured interviews,
which are the freer version of structured interviews (Balbay et al., 2018). Some of

the questions used in the interviews as follows:

1) What are your roles and responsibilities in higher education as an English
instructor?

2) What are your views on the changes made by CoHE regarding your
employment eligibility?

3) While fulfilling your roles and responsibilities, do you think that you do tasks

that are incompatible with your role?
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Semi-structured interviews reveal the individual experiences and understanding of
the phenomena, and give freedom and opportunity the interviewees to express their
own opinions in their own ways (Davison, 2014; Newton, 2010). In-depth interviews
are the most common tools to collect data in phenomenological research (Bliss,
2016; Pietkiewicz & Smith, 2014). Through the in-depth interviews, the research
examines each participant’s statements and identifies the meaningful and relevant
ones which are linked to the phenomenon of interest, and clusters these statements
into themes (Fraenkel et al., 2012, p. 429).

Before starting to collect data, two pilot interviews were conducted in order to
identify whether the sequence of the questions was right and detect unclear items.
Both of the interviews were audiotaped and transcribed. Based on their responses, a
need to make minor changes in interview questions is required and the final version
of the questions was shared with the expert. For this research, there were 8 questions
as well as the demographic information sheet in the final interview protocol. Follow-
up questions were developed to explore the issue. Further questions give an
opportunity for the researcher to investigate more details (Pietkiewicz & Smith,
2014). The interview protocol is provided in the Appendix A.

3.4. Data Collection Procedures

Studies conducted in human sciences are guided by ethical standards on research as
there are human participants (Moustakas, 1994). Therefore, to collect data, an ethical
permission was granted by the Middle East Technical University Human Subjects
Ethics Committee (Appendix C). The research permission from the board of the

Foreign Languages Department of the studied university was received.

The consent form (Appendix B), the demographic information sheet and the purpose
of the study were shared with the participants through e-mail. Alternative
participants with similar characteristics were chosen when some of the participants
did not respond to the e-mails or told that they were too busy to conduct an
interview. The consent form indicated that the study was voluntary based and the

participants could leave the interview any time they prefer or any time they feel
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uncomfortable. The demographic information sheet was sent to obtain information
such as the participants’ gender, age, marital status, educational and professional
background. All the participants were asked to fill out this form before the interview
and sent back to the researcher as an email before the meeting.

Due to the Covid-19 pandemic, all of the interviews were conducted online and
Zoom was utilized to do this. The interviews were in Turkish and audiotaped upon
permission. 30-50 minutes’ online interviews with each participant are planned as the
phenomenological research typically focuses on conversational, interactive and in-
depth interviews to collect data (Moustakas, 1994). The interviewer also came up
with probe questions during the interviews. The researcher should be flexible,
develop new questions based on the replies of the participants, and consider asking
probing and follow up questions in order to grasp the individuals’ unique experience
(Bliss, 2016). After each meeting, the researcher transcribed the conversation and

took some notes and insights, which helped her to conduct the next interview.

Data collection process ended when similar expressions and words were frequently
repeated as the researcher took this as a sign of data saturation (Norlyk & Harder,
2010). That collecting additional data no longer create new insights and
understandings is called saturation (Creswell, 2014). Collection of data is needed to

be continued until the saturation is reached in a study (Merriam, 2013).
3.5. Data Analysis

Data analysis constitutes the most pivotal phase of qualitative research (Celik et al.,
2020). Moustakas (1994) introduces a step-by-step method to show how data
analysis is conducted in phenomenological research (Merriam, 2009). Therefore, to
analyze data in this study, the researcher adopted phenomenal analysis for which

Moustakas’ (1994) guidelines were utilized.

As for the first step, the researcher benefited from horizontalization, which refers to
giving equal importance to every statement and listing only the relevant expressions
(Moustakas, 1994). The researcher carefully read and examined the verbatim
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transcribed interviews of the participants. As a result of this, textual meanings of the

phenomena are acquired and these are called horizons (Yiiksel & Yildirim, 2015).

As the second step, the meaning units are formed (Cilesiz, 2009), process of which
allowed the researcher to create themes by clustering horizons. This step “determines
the significant, relevant, and invariant meanings that provide living descriptions or
highlights of the experience” (Moustakas, 1994, p.130).

As for the next step, thematic portrayals of the experience were constructed by
clustering and thematizing the invariant constituents which are the “core themes of
the experience” (Yiiksel & Yildirim, 2015).

After forming the themes, the researcher compared them with literature to ensure
accuracy. Since the interview is the only method to collect data in the study, the
researcher was not able to compare multiple data sources to validate the invariant
constituents, which is something applied during this step in data analysis (Yiiksel &
Yildirim, 2015). As for data sources, only data collected in literature were used to

validate the invariant constituents.

As for the fifth step, individual textural descriptions, which refer to the themes and
perceptions of each research participant’s experiences (Moustakas, 1994), were
created. An individual explanation of the essence is represented in this step (Cilesiz,
2009). Whereas textural analysis focuses on the expressions of participants (Eddles-
Hirsch, 2015), the structural analysis, which is the next step in phenomenal analysis,

refers to the interpretation of how it is expressed by participants (Padilla-Diaz, 2015).

Individual structural description, “provides a vivid account of the underlying
dynamics of the experience” (Moustakas, 1994, p. 135). Imaginative variation was
adopted which is a way for the researcher to see the phenomenon from a range of
perspectives (Eddles-Hirsch, 2015) so that the object of the study — the phenomenon
— is understood (Merriam, 2009; Norlyk & Harder, 2010).

In the next step, composite structural description, the researcher created a structure
by incorporating the textural description so that how the experience takes place can
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be demonstrated (Yiiksel & Yildirnrm, 2015). Composite structural description
provides an understanding how participants as a group experience what they
experience (Moustakas, 1994, p.142) and enables each description to be represented
as a whole (Eddles-Hirsch, 2015).

In the final step of phenomenal analysis, textural description and composite
structural description are integrated so that a general description of the phenomena
is constructed (Cilesiz, 2009). This is the part in which a synthesis of meanings and
essences of the experience is carried out (Moustakas, 1994, p.144). The researcher
listed shared meaning units and narratives were written from the third person
perspective to refer the group as a whole (Yiiksel & Yildirim, 2015). A general
description of the phenomenon was reached at the final step and the essence of the
experience of the phenomenon in the study was displayed.

3.6. The Role of the Researcher

The researcher has an active role in phenomenological study (Pietkiewicz & Smith,
2014) The researcher of this study is an insider and has been a colleague to the
participants for over four years. She is aware of the dynamics and culture in the
institution. Hence, it may not be easy for the researcher to put aside her assumptions

and biases.

Yet, it is important for the researcher to be clear about her association with the study
and the participants as her connection has potential to shape the interpretations in the
study (Creswell, 2014). The researcher is not to neglect this point for the sake of her
research, remain true to the fact and describe data as correctly as possible (Abakpa et

al., 2017). The assumptions of the researcher are presented as follows:

1. The EFL instructors at foundation universities are likely to experience role
conflict.

2. The EFL instructors at foundation universities are likely to experience role
ambiguity.

3. The EFL instructors at foundation universities have differing views about
their roles in higher education.
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4. The EFL instructors at foundation universities have varying opinions about
the requirement of holding a master’s degree with a thesis while getting
recruited.

5. Role stressors are related to the job satisfaction of EFL instructors.

The researcher is novice in qualitative study, which was a whole new experience for
her. Although she conducted interviews as the course assignments in her previous
graduate studies, she has never done a qualitative study in this scale. This is why, the
researcher learnt a lot and gained experience while collecting and analyzing data.
The very first interviews were difficult for her in terms of processing the varying
opinions of the participants. However, when the study progressed, things became

clearer and the process tried to seem much more tangible for the researcher.

While some participants shared similar opinions to the researcher’s assumptions,
others held contracting views, which was important for the researcher in terms of
remembering the other side of the story and leaving the biases aside. The opinions of
the participants showed the existence of different perspectives regarding the issue the
researcher intended to analyze. These perspectives gained throughout the study was

utilized and included in the study.
3.7. The Validity and Trustworthiness of the Study

While preparing the interview questions and creating the theoretical framework of
the study, the researcher was influenced by her assumptions. However, in order to
eliminate her assumptions and judgments, interview questions were presented to an

expert and modified based on the given feedback.

During data analysis, the researcher bracketed her subjectivity and carried out the
epoche process, which stops the researcher making judgements and enhances
objectivity (Cilesiz, 2009). In this process, the researcher was aware of hidden
perceptions and biases about the phenomenon. In order to eliminate those and
establish objectivity in the study, the researcher adopted neutrality. During
interviews, the researcher avoided to make comments or demonstrate any facial
expression which could affect the way how participants answered.
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Furthermore, member checking was utilized to ensure validity. It was first introduced
by Giorgi (1985), a psychologist phenomenologist, (Eddles-Hirsch, 2015), and refers
to the return of data to participants so that they can check accuracy with their own
experiences (Creswell, 2014). Through member checking, participants’ voices are
prioritized rather than the researcher’s (Cilesiz, 2009). Member validation is
strongly advised to provide validity, rigor and trustworthiness (Norlyk & Harder,
2010). Phenomenological researchers can include participants for the analysis and
assessment of transcribed interviews for understanding and accuracy so that
verification of data is ensured (Moustakas, 1994). Finally, peer debriefing, which
means that an acquaintance of the researcher who is not involved in the study
assesses transcripts and emerging data (Creswell, 2014), was also utilized in the
study. Finally, the researcher tried to achieve credibility by returning the

transcriptions to the participants.
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CHAPTER 4

RESULTS

In this chapter, the findings of the study will be presented and attempted to display
the experiences of EFL instructors with respect to roles and responsibilities in higher
education. As a result of thorough and extensive manual qualitative data analysis, the
following seven themes emerged: (1) roles and responsibilities of EFL instructors in
higher education, (2) EFL instructors’ perceptions of academic staff in university,
(3) instructors’ positioning themselves in higher education, (4) reasons to choose the
profession, (5) opinions on CoHE’s decisions, (6) experiences on role conflict and

role ambiguity, and (7) job satisfaction.
4.1. Roles and responsibilities of EFL instructors in higher education

Table 4 displays categories and codes for their perceived roles and responsibilities in

higher education.

Table 4
Categories and codes for roles and responsibilities of EFL instructors

o teaching

= assessment

= preparing course material

= giving feedback

= marking papers

= invigilation

o student development

= transition

= adaptation

= guide/mentor

= advice

= psychological support

= emotional support

= facilitating adaptation to university life

= improving students’ critical thinking skills

= high school
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Table 4 (cont’d)

o administrative duties

= coordination

= meetings
= correspondence with other units of the university
o research

= professional development

= personal development

= needs-based research

= job description

o community service

As Table 4 indicates, five categories emerged when participants were asked how
they experience their roles and responsibilities in higher education. They are listed as
teaching, student development, administrative duties, research and community
service. Participants stated that their major role is to teach English as per their job
description; however, they agreed that their job is not solely about teaching English.
Their crucial role in higher education brings additional duties and responsibilities.
They highlighted that they play a key role in students’ adaptation and transition to
university life as well as providing counseling and guidance for them. The codes
such as transition, adaptation, guidance and support were used many times as

illustrated in the following quotes:

Our duty is not just to teach. At the same time, | think we are preparing
students for university life not only in terms of preparation for English that
students will see in their departments, but also we kind of prepare students for
university life as well. There is a transition period. When they come to
university, they get used to the system before going to their departments. In
fact, they get used to many things socially. In that sense, | think we have a
great mission. It is about the adaptation of students to university life.

I don’t think our only responsibility is to teach language. Apart from that, I
also think that we are the people whom any student consults in case of
psychological support or any problem. | think we are also helpful in those
matters. That’s why, it is not just the teaching part of the job. So teaching is
sixty percent whereas forty percent seems like the other kind of support we
provide.

For me, my role is to teach English. In fact, this is a role that includes other
roles as well. Sometimes | have to guide my students. Sometimes | have to
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guide my students about how to study. My job is not just about explaining the
subject of that day in English or any other subject. | have to guide them. I
have to help them. Sometimes there are times when | have to quit my
teaching role and take part in the group like a teammate of theirs in classroom
conversations or in exercises and activities. Apart from that, | need to follow
the lives of my students not only inside the school but also outside the school
so that they can talk to me about this; that is, I try to show that I care about
them in terms of the benefit for that report relationship between us and
mutual trust.

In addition to guidance and contribution in adaptation and transition, some of the
participants stated that helping students develop critical thinking skills and raising

awareness on social issues are the roles they intend to achieve too:

Of course, as an instructor, apart from preparing the student for the
department, our mission is to prepare them for critical thinking and to prepare
it in a social context seems to come by default because there is something like
this about being an English instructor. The topics we cover in the lessons are
also very social issues. It is a platform where we talk about music today,
movies tomorrow, and sports the next day, a critical thought, politics and
many things. Therefore, we also have a side that drives the student to think
critically.

I am responsible for teaching English to a relatively older group. In doing so,
as part of the mission given by being in preparatory school, I am responsible
for preparing students for university courses, that is, for departmental
courses, how they will behave in the department and how they will
communicate with their professors. In this respect, | think that I also strive to
develop critical thinking skills blended with language learning to some
extent.

To approach it from a more philosophical perspective, my role is to raise the
awareness of the students when I think about it. I do not define myself as just
an English teacher when | approach from that point of view. If we can
approach things from a social perspective while explaining the subjects or
introducing a subject, if we can add something to the lives of students... This
can be a way of thinking or more like developing them psychologically. | see
it this way.

The participants who hold an administrative position underlined that their focus is
mainly on the administrative duties rather than teaching or student development due
to their workload and priority of those duties:
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I can talk about two different responsibilities. One of them is my teaching
responsibilities as a regular instructor. | also have extracurricular
responsibilities due to my own position. Of course, course responsibilities are
more or less the same as all the instructors. Like attending the classes,
marking papers and making evaluations... But frankly, I have different tasks
that take up my real time and even eighty percent of my time. These are the
duties stemming from my administrative position.

I think the administrative duties part is more dominant. | have really a lot of
responsibilities here as a coordinator. More importantly, there are things
constantly occupying my mind. In my opinion, the part in which | improve
myself most is administration. Of course, | do not find it right to put teaching
in the second plan while doing this; however, | can say that it does not take
the most of my time.

Participants were asked whether they are generally involved in research as per their
job. They stated that their job required them to involve in research for professional
development. They are expected to fulfill certain professional development duties in

a way that the unit requires:

At our institution, we have actually conducted research on different subjects
or for different purposes as required by our professional development unit.
We took online courses or read articles. | think I am also getting involved in
research part of the job. As | said, my primary role is teaching but we have
conducted research in addition to this.

We maintain our research activities with the directions of professional
development unit. Even if they did not direct, | personally always try to
improve myself in terms of learning and applying things.

In addition to professional development unit research requirements, it was stated that

needs-based research depending on the task can also be conducted by instructors:

During our transition to the pandemic period, we adopted new applications.
This was the time that | did research the most but it was need-based. It was
certainly not arbitrary. You know it wasn’t the studies that | could do with the
intention of contributing to academy or learning something.

Doing research is like it is something up to the person. | do research — how

can | put this? - when | need to do in a master class or if there is something
needed about my unit assignment.
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On the other hand, some of the participants firmly expressed that they have nothing
to do with research related expectations or tasks in their job as research does not

align with their job description:

We are experiencing research because we are being pushed to do it. But it is
not bad. I think this is what it should have been. Our job is not research.
However, it is a good thing to encourage an idealist person to do some
research. It should be in the right amount. If there is more, | would object
anyway. | am not in a position to do research and | do not want this. Nobody
could impose on me something that is not in my job description and
profession. | am not a researcher.

Of course, | conducted research in my own master programs, but research is
not related to my job. Therefore, | cannot say research is directly relevant in
my job. | am not interested in that area much, | admit that. If | had such an
intention, 1 would probably push to be a faculty member.

The research part falls behind for people who are in our positions, instructors.
Because our job is not about that. Our job does not require research. If we do
research, we are only doing due to personal or academic development. It
naturally falls behind because it is not something expected of us. I think there
is no problem with that. There is nothing wrong with that. The position of an
instructor does not refer to a researcher anyway.

Finally, only one participant drew attention to instructors’ role of community service:

One of the missions of universities is to serve the society. We fulfill this too.
We are also a part of this. For example, there was something that was
completely voluntary in our department: teaching Turkish to foreign
instructors working in our department. Because they are also a part of society
after all. They are a part of the society we are in and a service is being
provided to them voluntarily. Maybe we can count this example as serving
community. Our department is doing something in this sense.

It is clear that EFL instructors do not have the similar role expectations. Some are
expected to address the additional roles coming with their major role which is
teaching. Based on their statements, they allocate a good amount of time and energy
for support and guidance for prep school students who are dealing with adaptation
and transition to university life. What is more, improving students’ critical thinking
skills before they start their studies in their own fields seems to be a major concern to
instructors. Unlike instructors who primarily concentrate on teaching and their

students’ well-being, those holding administrative titles dedicate major amount of
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their time to administrative tasks. It is clear that their additional role turns into their
essential role due to urgency and priority of administrative tasks. Moreover,
instructors involve in research activities owing to either their professional
development unit requirements or needs-based research. They uttered that they are
also voluntarily doing research to improve themselves professionally and personally;
however, they firmly underline that their job does not require any research activities
and instructors are not researchers. Community service, which is one of the missions
of universities, is not perceived as one of the major roles of instructors as only one

participant touched upon it briefly.
4.2. EFL instructors’ perceptions of academic staff at university

Participants were asked whether there are any differences or similarities between
faculty members and EFL instructors considering each group’s roles in higher
education. Table 5 shows categories and codes for EFL instructors’ perceptions of

academic staff in relation to their roles and responsibilities in higher education.

Table 5
Categories and codes for EFL instructors’ perceptions of academic staff in
university

o differences on job description

dominance on research

= teaching workload

= education style

= flexibility

= shift work

o differences on attitudes
= freedom

= respect

= student communication

» students’ attitudes

o differences on organizational practices

= participation in decision making

= budget

o other differences
= age

= salary

o similarities

= human resources
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Table 5 (cont’d)

= student profile

= teaching

= assessment

= having a graduate degree

When asked what kind of differences and similarities they observed between
instructors and faculty members, participants drew attention mainly to the
differences. Firstly, most of them stated that faculty members work more freely and
flexibly in higher education. Whereas EFL instructors try to deliver a more standard
curriculum style, there is flexibility and freedom that faculty members have in terms
of designing their own course content and measurement methods. Moreover, there is
a certain working hour to follow for instructors; that is, they are to ensure

standardization in not only in their teaching but also their working hours:

When we do not have a lesson, there is a working hour that we have to
follow. In that context, | think we have a big difference with faculty
members. | think they are more flexible. Apart from that, faculty members
probably determine the course contents and measurement methods
themselves. This is also a difference. You know we are more standard.
Curriculum office, testing office, etc... As we try to keep up with the
standard, we follow something certain. We are in a certain system in terms of
content and measurement.

Unlike us, faculty members have a situation like being able to create their
own lesson programs and their own curriculum. We deliver education in a
more limited and bounded curriculum than them. That is, a curriculum comes
to us, we do what is asked of us and finish our lesson. However, | think
faculty members can include their own feedback and their academic studies
and design their own curriculum accordingly. Measurement types, evaluation
formats, etc. At this point, I think they are a little more like they are freer than
we are.

Faculty members are a little bit more free and they are in a position in which
they can make their own decisions and evaluate their teaching activities on
their own. But as | said, ours are within certain limits.

Occasionally, faculty members can do research and work from home for

weeks without coming to university, but unfortunately we do not have such a
thing. We have to come to the university from 9 to 5, five days a week.
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Differing student communication and attitudes towards instructors and faculty
members emerged as a prominent code in participants’ responses. Most of them
uttered that students tend to have closer and friendly relationships with instructors
whereas they could be more distant and serious when they interact with faculty
members. Having certain working hours, less age difference and students’ being in a
transition phase from high school seem as the reasons of this difference in student

communication as stated in the following quotes:

I think we are different in term of student communication. | think they cannot
approach and reach faculty members as easily as they approach us. Because
there is a working hour for us, our communication gets closer and more
accessible to students. | think this does not happen with faculty members.
Because they cannot reach them easily both in terms of working hours, there
is also a little age difference in between or faculty members’ titles may be a
hindrance.

As the students are in a transition period from high school, I think we are the
ones who experience this phase. Yet, I think many things change when they
move onto their departments such as their level of maturity, their wording,
their point of view to learning and their relationships with their friends. That
is why, frankly, I do not think that they experience this or form this type of
bond with faculty members whose courses they take or I do not think those
faculty members put up with their whims as much as we do.

The profile we are dealing with on the basis of roles is a student group which
is not ready yet and has not fully comprehended what a university is. There
could be more differences in this context. I do not assume that faculty
members have a responsibility in the same way as the student is expected to
be ready for this. I do not think they need that type of communication with
students that way. What is expected of us as a school and what we have
developed over the years is to be in much more communication with students.
I do not think there is a qualification or characteristic that is expected of
faculty members in the same way.

However, participants also revealed this “closer” relationship with instructors may

turn into lack of respect. Whereas students are a lot more respectful to faculty

members, they may fail to show respect to instructors at preparatory schools:

Of course, students should be able to reach me even if | am a faculty member,
but the respect and care they display for them (faculty members) is just a little
bit more. For instance, | am creating a Whatsapp group because it is online
now, | want them to reach me. However, at ten p.m. there is a message saying
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‘teacher sorry but...”. The student cannot do this to a faculty member but s/he
can do it to us.

For example, the year | started to work as an instructor at our institution, |
was also delivering an English lesson to the students in departments. | only
did this once. It was a short experience. | was mainly teaching at prep school.
However, | felt a difference in terms of quenching my curiosity about how
faculty members feel. Because of the fact that students at prep school are
younger, as | mentioned in the beginning, we function as a bridging role or
maybe we interact with them on a daily basis, their attitudes towards us
(instructors) is more different. One feels that when s/he teaches students in
departments once. Faculty members are working with students who are more
responsible and more mature because they are students in their departments
now. I am not sure if a sense of responsibility comes as a result of being older
and being in their own departments. There are differences in their attitudes.
We don’t see students when we teach as faculty members. We seem them
once a week, so they do not separate us from them. Although it is sad to say
this, they are even more respectful. | observed this in that experience.

On the other hand, it is not only student attitudes but also organizational approaches
or practices make EFL instructors less respected, even undervalued compared to
faculty members. Participants indicated that it is actually the organizational attitudes
that create the overall feeling of worthlessness in instructors. The words
worthlessness and worthless were used a number of times by participants as seen in

the following quotes:

With respect to this role anxiety, what | should have said at first is that there
are some administrative differences. It is about the fact that the administration
does not treat us the same way as faculty members and not having the same
expectations. How can | put it into words? It is like we are not subject to the
same limitations. Yes, they can get one semester for research whereas there is
even interference in our dress code. | think they make us feel the difference
whether they are talking to a colleague or someone from lower staff. | think
there is a difference in there. OK, I may not have reached the same education
level. I may not have the same qualifications; however, | am part of the same
mechanism after all. 1 too have similar contributions and | have as many
contributions as expected from me. It is not like something different was
being expected from me and | did not fulfill it. Hence, this obviously creates
tension in me in this sense. It could easily turn into a situation in which you
can be replaced with someone else. |1 do not think the other teaching staff
(meaning faculty members) have this type of concern.

As an instructor, | think there is a difference between me and a faculty
member in terms of respect. This is a very significant difference. When |
think about the institution that | work for, | feel like faculty members are
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valued more. When 1 think in terms of administrative practices, as the
approach of the university, instructors come later. The value given to faculty
members is a lot more, and their opinions are much more important. Frankly,
instructors do not get much respect. |1 do not think my opinions are being
taken into consideration.

During this pandemic period, even when the Covid cases were at their peak,
they tried to open the preparatory school first and departments still continued
to work online at home. | am not sure if this is relevant, but I think this could
be an example. All these (referring to other examples including this one)
make us feel lonely because it makes us feel we are not cared much. It is like
instructors are not valued much by the school’s rectorate. Because you
always come as their second plan or you seem as only an English teacher.
Employees are given the impression that faculty members are more valuable,
much more indispensable whereas you are easily dispensable. This is one of
the elements that greatly reduces job motivation.

We are an institution that gives importance to its faculty members. |1 do not
think the institution cares about the instructors. They do not listen to us in any
context. | do not think I am worthy enough.

Some of the participants highlighted that instructors who actively involved in
research could be supported with a slightly higher budget so that their work is also

recognized and valued as well as that of faculty members:

Naturally, our main duty is not to do research or publications. However, we
also have a lot of instructors who are doing their master’s or doctoral studies.
We have many instructors whose works get accepted in conferences or
workshops and make presentations. Those who are accepted within the city,
outside the city or even from different countries. | think they also represent
the school. Just as the name of the institution is mentioned when a faculty
member makes a presentation abroad, the name of the institution is
mentioned when an instructor makes one too. This is also an advertisement,
at least a contribution. | think those conditions can be improved a little bit
more. For example, our budgets are very low. | am talking about the ones
given to the instructors. If you try to go to a conference abroad, there are
almost no budget to afford your flight ticket. This could be improved a little
bit. Of course, no one expects an annual budget as much as the one faculty
members get. But I don’t know I think a little bit more support can be
provided for a congress or seminar that we will attend.

For example, as a part of some studies and research, we get assignments
outside the city or abroad. There is a great difference between the budget
allocated for faculty members and the budget allocated for instructors.
Whereas the instructors are provided with a much lower budget, the faculty
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members are sent to their abroad or outside the city assignments with a much
higher budget by the university.

To sum up, it is understood that differences between instructors and faculty members
prevail over similarities. Firstly, instructors are a part of a more standard and fixed
system compared to faculty members. They apply curriculum and exams in a more
standard way whereas faculty members have freedom to create and design their own
course content, materials and evaluation methods. Furthermore, there is a working
hour to follow for instructors unlike faculty members. Another emerging difference
Is student relationship which is closer and even friendly with instructors due to less
age difference, students’ being in transition phase to university life and the fact that
instructors are easier to reach as they are mostly in their offices due to their working
hours. However, this close relationship can lack respect which something students do
not dare to show to faculty members. Not only students’ attitudes, but also
organizational practices are factors why instructors feel less respected and

undervalued.
4.3. Instructors’ positioning themselves in higher education

Table 6 displays categories and codes for EFL instructors’ positioning themselves in
higher education. Codes are categorized under the titles of title confusion,

perceptions of the outside world and instructors’ own perceptions.

Table 6

Categories and codes for EFL instructors’ positioning themselves in higher
education

o title confusion

= English teacher

= university teacher

= professor

= okutman

= ogretim gorevlisi

= academician

= personnel

o perceptions of the outside world

= attitudes of other groups in the organization

= administrative practices
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Table 6 (cont’d)

= student behavior

= age

o _instructors’ own perceptions

= in-betweenness

= status

= high school

In Table 6, categories and codes regarding EFL instructors’ positioning themselves
in higher education can be found. Some of the participants expressed difficulties in
positioning themselves in higher education. This could be sometimes due to the
reactions of other people around them but it may also stem from their own individual

experiences as shown in the following quotes:

| can say that | cannot position myself much. What we do is not any different
from teaching English in a high school. Attend and leave the class, mark the
papers, conduct exams, conduct speaking exams. All of these also happen in
regular schools (referring to K-12 schools). Other than that, I do not think we
do anything very related to higher education. Therefore, |1 cannot put
ourselves into the status of an academician. The idea does not resonate with
me.

Here is my experience when | am asked about my profession. | say that | am
an instructor. Sometimes I may not know what exactly appears in people’s
minds. Because when | say | am an instructor, people may think of questions
such as you are doing your doctorate then, do you have academic studies etc.
or do you have academic goals. However, we do not have such a
responsibility as per our job description. Therefore, I cannot position myself
as an academician, | cannot introduce myself as an academician. Actually, |
think this is a fundamental problem. To me, it is a bit troublesome situation
both to work in higher education and not to be identified as an academician. |
don’t say that I am an English teacher. Because I think this has two reasons.
One of them is that I don’t have my degree on education; that is, my
education is not is not on faculty of education. Therefore, | never say | am an
English teacher, | avoid it. The other reason could be this. When | say | am a
teacher; | feel like it deviates a little from the definition of the instructor. So |
cannot position myself as a teacher either. Because when | say | am a teacher,
something comes to people’s minds. When I say I am an academician, people
have something else in their minds. In fact, there are a bit of both it feels like
neither of them are quite right.
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I am not saying I am an English teacher outside. I don’t know but I tend to
distinguish myself from my colleagues in high school and primary school.
Maybe because I still continue to study.

Actually I believed | had no problem positioning myself. However, when |
was asked about what | was doing, | found it difficult to position myself after
the conversations with people. Because here are the reactions | receive. Are
you an English teacher? -No, not really. Are you going to be a professor? No,
it is not exactly like that either. Yes, | can say that | experienced this
difficulty many times.

Some of the participants stated that the reason why they have a hard time to position
themselves in higher education is student behavior. Students at preparatory schools
may demonstrate childish or immature behaviors which are generally not associated
with university context. Although instructors expect them to be more independent
and act as a young adult, students’ behavior could be the opposite of this expectation
as illustrated in the following quotes:

In general, 1 am an instructor who treats students as an adult in terms of
teaching style and tries to communicate in that way. However, the situation
we are in sometimes becomes a position to call not a university but even a
kindergarten. Therefore, in those days, extra questions emerge such as
whether | am an instructor at a university, where am I, what am | doing,
whether | am a guard or a nanny.

The requests of students to play games in the lesson come to my mind the
most. Because the reason why | actually wanted to work in higher education
was to be able to stay away from those childish acts. But when students have
such demands, | can ask myself questions such as where am | or am | at
university.

Furthermore, organizational practices may negatively impact instructors’ positioning
themselves in higher education too. They indicated that there are some attitudes or

expectations from their organization which make them question their place in higher

education:

There are meetings or programs that students are expected to attend. For
example, going there with students with the attendance files in our hands,
taking attendance one by one in the conference hall and the fact that | never
leave students alone till that point feels very much like I am in high school. In
other words, the only thing missing compared with a high school context is
that students do not take a queue to go to the conference hall. Of course, this
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makes me think whether I am working in higher education institution or in
high school.

One of the participants shared an incident that an instructor had during a
conversation with an HR officer in the organization. The incident becomes an
example in terms of explaining how other groups in the organization cannot position

instructors either:

A friend of mine told me about this at the institution where | work. I did not
experience this myself. S/he called human resources to consult on something.
Human resources referred to a faculty member who had the same problem
that my colleague had. Human resources officer talked about that the
solution for that faculty member’s problem to show an example, and then
added: “But he wasn’t like you, he was a faculty member”. In fact, it is not
known where we are positioned by other employees within our own
institution.

On the other hand, there are participants expressing that they did not experience any
difficulty or conflict when it comes to positioning themselves in higher education as

stated in the following quote:

When | am asked about my job, I always say that | am a teacher at a private
university. | have always seen myself as a university teacher. | have never
thought faculty members are university teachers, but we are not. Therefore, |
have not experienced any problem in positioning myself in my job.

One participant highlighted that s/he was not experiencing any problem in his/her
positioning; yet, s/he expressed some criticism towards his/her colleagues about the

issue and described the problem as a complex:

I have no trouble positioning myself. I am explaining my job because people
do not know. But unfortunately people in our own profession are unable to
position themselves or they keep going through its complex. I think of this as
a complex: They are university graduates and have chosen to be teachers and
have chosen to take an academic role. However, they think the academician
title that they want is not given them at all. We do not have it and they cannot
face and internalize the fact that they do not have it. If you want to be a
faculty member, no one is preventing you. You may go ahead and become
one, but claiming that you are when you are actually not or if you are going
to experience a complex because you are not one, either become one or leave
it or bury this expectation in your mind and live with it. I think that people
simply cannot associate with their reality and compromise with it. They
become a university instructor. According to many people, this is something
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very respected in Turkey or in another country, but they still cannot be
content with it. When they are not a professor, they want to be respected as
one. When they are not an associate professor, they want to be respected as
one. They are still being respected when they are an instructor. | do not know
why they are obsessed with such things.

All in all, instructors generally find it difficult to position themselves in higher
education. This is caused by a variety of factors such as their own individual
experience or background, student attitudes, organizational practices and reactions
they receive when they say what their job is. These factors make them question
whether they are actually a part of higher education. On the other hand, there are
some of them expressing that they do not struggle with positioning themselves in
terms of their title, expectations or responsibilities. However, the majority of

instructors seem to deal with the issue of positioning.
4.4. Reasons to choose the profession

Table 7 shows emerged categories and codes for reasons why instructors choose the

profession.

Table 7
Categories and codes for reasons to choose the profession

o extrinsic factors

= young adults

= cognitive level of students

= university context

= colleagues

= campus

= salary

= opportunities

= having more free time compared to other jobs
o intrinsic factors

= academic development

= academic career

= free and critical environment
= contribution to science

= prestige

= personal qualities
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Emerged categories and codes for extrinsic and intrinsic factors explaining why
instructors choose the profession. The code “young adults” were mentioned as the
first reason by almost all participants. Participants described themselves as
individuals who enjoy teaching university students. They stated that the student

profile they teach is quite dynamic and easy to interact and exchange ideas:

What excites me the most is to work with young adults. I am neither a very
experienced instructor nor doing this job for years but | am still aware of this
fact: university students are very dynamic and | think they keep us dynamic
in the same way.

As | have worked with adults before and | have had experience in that field, |
said to myself that | have to work with this age group. But, of course, my
goal was not work in a language school anymore. That’s why, | thought
university prep schools would be the best for me and I still think so. The age
group | should teach is definitely the one that I call young adults. So the age
group was my first reason to choose the profession.

I thought of working with young adults when | was a student too. I did not
want to work with a primary school, middle school or high school student
profile. | wanted to work with young adults in a context where we can be
more free to contribute not only to an individual’s education life but also to
his university life. As | said, maybe it was a bit of trying to stay in university
context.

Age group is a factor. | thought it would make me feel better to work with
older and more self-aware students whom | could easily communicate and
who have already reached adulthood. This is the first reason.

Having colleagues who are keen on improving themselves and eager to learn

emerges as another reason why participants choose to be an instructor at a university:

You are in a university environment. Campus, students... Everyone is open
to learning. Your colleagues are the same. We are all doing something to
learn something again.

I think I have a very good communication with the people I work with and
being around people who have the same interests and education is another
reason for motivation.

Intrinsic motivators mainly have a say in participants’ choice of the profession. They

expressed that they pursue academic development and being an instructor at a
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university provides a very convenient environment to achieve this. Some of them

attach great importance to academic career as expressed in the following quotes:

Frankly, I made such a choice because I think it is more appropriate since |
aim for an academic career. For instance, | have never taken KPSS. I did not
think that | would work at MEB. Since | did not want to be a teacher in a
private teaching courses either, | preferred this because | felt like the most
logical and best place to work considering the possibilities and conditions.

My first goal was to always stay in the field of Literature and continue in the
academy. | would not work at MEB. | would not work in a private K-12
school. But I work as an instructor at a university. At least, | would still be in
the same context. It was probably not an ultimate cause, but an intermediary
plan on the way of reaching my goal.

| prefer this profession because | wanted to progress academically. | had
experience at a private K-12 school. | worked at one of them and you know
that neither opportunity nor time is allocated for academic development there.

The codes such as contributing to science, producing scientific knowledge as well as
having a desire to be a part of the higher education world frequently emerged in

participants’ responses when they were asked why they chose to be an instructor:

| have always separated academy from other fields of science and
professions. It has always had a different place for me. | thought even if there
was corruption in other professions, there shouldn’t be in academy.
Therefore, it is a good thing to produce science and contribute to the
development of the individual in that production process, especially in his
early adulthood period, at the age of eighteen, and to play a role in their lives.
That’s why, I have thought of working in higher education.

The main reason for this was actually belonging to the academic world. I
though where would | like to work. Of course, | would like to work in a
science place. | thought that an institution that deals with science at the
highest level would satisfy me, so when | decided to teach English, 1
preferred a university instead of Ministry of National Education or a lower
level school.

It is completely because of being in an academic environment. | decided to
start my master’s program at the same time too. This was a place where |
could keep myself closer to innovations and current developments or maybe |
could produce. I can say that I think I liked being active too.
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Some of the participants perceive that working in higher education is prestigious and
gives one a higher status in society. This is displayed as a reason to choose the

profession:

| preferred this profession because | wanted to progress academically and |
thought it was more prestigious.

Universities are respectable places. Many people in the profession later find
themselves there and see it as their next goal. You know there is this thing in
some professions: The next step is known by the professionals. As the next
step in the circle of our profession is to work at a university and as it is the
paradigm, I’ve started to work at a university.

I generally feel better when 1 talk to others about my job. My other friends in
my close circle are those working in private K-12 schools or private language
courses. | think I do not have many friends working in higher education like
me apart from the ones at the institution where I am currently working.
Therefore, | feel better when | mention this to them. How could | put this into
words? | am not sure it would be right to call as a higher level, but it is a bit
like one step away from the others.

All in all, the reasons why EFL instructors choose to work in higher education can be
listed as extrinsic and intrinsic factors. As for extrinsic factors, the age of prep school
students come out as a prominent one for instructors. They enjoy working with the
certain group of students as they are able to talk to them about many things and
communicate with them easily. Furthermore, having colleagues who are open to
learning and innovations is another significant reason of their choosing the
profession. The university context and being in the campus make the profession
attractive for instructors. On the other hand, pursuing an academic career and
contributing to science reveal as intrinsic factors. Instructors desire to produce
knowledge and be close to innovations and developments. Finally, they consider
working at a university as prestigious and respectable. They perceive that they have a
higher status in society, compared to their fellow English teachers at Ministry of

National Education and private K-12 schools.
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4.5. Opinions on COHE’s decisions

Table 8 lists categories and codes for EFL instructors’ opinions regarding the

changes CoHE has made in recent years.

Table 8
Categories and codes for EFL instructors’ opinions regarding the changes CoHE
has made in recent years

o master’s degree with a thesis (positive opinions)

= university teacher profile

= prestige

= quality

= driving factor

o master’s degree with a thesis (negative opinions)

= no direct impact on major role

= conflict with the job expectation

= compulsory

= reducing quality

= doubts on right applicability

= lack of planning

= new graduates

= job security

o changes related to the fields included

= illogical
= inconsistent
= absurd

= frequent changes

= lack of coordination

= lack of knowledge

= failure to explain the rationale of the decisions

= variety of fields

o job title change

= Clear
= positive
= prestige

= no role change

= expectations

= more confusion

One of the major changes that CoHE first introduced in 2018, but finalized in 2020
was the requirement of having a master’s degree with a thesis for EFL instructors as

their employment eligibility. When participants were asked about their opinions of
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the change, some of them favored it while others thought that was not necessary at
all. There were also ones who thought the change might have both advantages and
disadvantages. That’s why, all the opinions were listed under two categories as

positive and negative.
4.5.1. Positive Opinions on the Requirement of a Master’s Degree

As seen in the following quotes, those who supported the requirement expressed that
a university instructor is naturally expected to have a master’s degree with a thesis
because s/he should be as well-equipped as possible, be able to keep up with changes

and innovations in the field and know how to do research:

| think an instructor should know how to do research and contribute a little to
his/her personal development. This is not just about being an instructor at a
prep school. Sometimes, you get to teach a departmental course too. There
could be something research related. Therefore, in this context, | believe that
we should be a little more equipped. | have supported this decision a lot. An
instructor should not stop his/her education at undergraduate level. You
graduated twenty years, maybe twenty-five or thirty years ago. There are
many innovations going on in the back. Something is changing and you are
not aware of it.

Frankly, it was a decision that | supported. It was something that | had
mentioned several times before this decision was made because | think
someone who teaches at a university should have a little difference.

| actually support the decision. This is a university and we teach in a
university context. | think everyone working at a university should have a
master’s degree. If we are working in higher education, we must have a
master’s degree.

I think this is something that will enable us to fit the perception or concept of
a university. In that sense, | think we will better fit the mechanism we are a
part of because, after all, harmony not only with students but also with other
academicians is required in the university. That’s why, I think this is
necessary.

It is actually a good decision because working at a university is different. |
think it is different from working areas such as high school or primary school
because university are generally the institutions that can offer opportunities
such as research or self-improvement or create such environments. Students
are also different. I think the requirement of having a master’s degree is good.
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One participant uttered that the requirement of a master’s degree enhanced the status

and prestige of their profession:

I think it is a right decision because it was a challenging thing for someone
working in higher education as soon as they graduated when we look at the
age range between students and instructors. The situation which instructors
are in received less student respect. | think it has been the right decision in
terms of both improving yourself academically and gaining a title or status.

Another participant drew attention to the fact that the requirement provides a way to

increase quality among instructors in higher education:

It was actually a good decision because it is like hiring more competent and
dedicated people in the field and what does this provide? It increases the
success of the institution. Unit employees are getting more qualified and
more suited to their jobs.

It was also expressed that instructors should hold a master’s degree and the
requirement has become a driving factor or motivator for those who have not

completed yet:

Master’s degree is a compulsory thing in the education system that | see in
my mind because one needs to get a master’s degree in order to get teaching
education, know practice, find out how people learn the teaching profession
and what kind of methods there are. OK, I haven’t done until recently
because there hadn’t been a driving factor and when there isn’t one, I may not
feel the need to do something myself. However, there is always a pushing
factor for people. For instance, | received some training in the past. | attended
Delta training. | received training at my institution and at the language course
where | worked before. I thought they were enough because it was practical.
Therefore, I didn’t feel the need to do a master’s program or anything formal,
yet | am doing it now.

I can say that CoHE’s master’s with a thesis decision was a source of
motivation for me. This is actually why I started my second master’s degree
because the first one was without a thesis.

The fact that holding a master’s degree is now compulsory for the recruitment
of instructors with the new decision of CoHE has encouraged me because this
is my job and I would like to have the freedom of changing the institution if |
want in the future.
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4.5.2. Negative Opinions on the Requirement of a Master’s Degree

On the other hand, there were participants who said that completing a master’s
program with a thesis does not have direct impact on their major role or duties. They
expressed that what and how they are doing does not require any extra knowledge or
skills gained through a master’s program, which is why, it should not have been

compulsory:

I don’t think it is very necessary to stipulate such a position for an instructor
because I don’t think the courses we teach are advanced enough to require
such a foundation. In other words, a person who graduated from a four-year
undergraduate program can actually start doing this job and can completely
shape the rest through experience. S/he can support himself/herself in that
way and increase academic experience. However, | do not think that a
master’s degree is a prerequisite to start this job. I don’t think our job is such
a high level of work.

I do not support this decision because we do have a duty to do research. I
think it is not right to bring the master’s degree as a prerequisite whereas such
a thing is not expected from us. If the goal is to improve ourselves or have
better instructors in the department, then | think a lot more different things
should be done about this. | could do different things that will contribute to
my job much more such as doing some projects in our lessons or doing
research about these instead of completing a master’s degree. In other words,
I do not think that CoHE’s prerequisite is relevant to my work because I am
expected to do research; therefore, 1 do not find this right and | do not support
it. Of course, it is a good thing to support the master’s degree; yet, I
personally think that making it compulsory is wrong.

In fact, when you obtain a master’s degree, you do not get to experience a
change in becoming a teacher in a classroom or you do not get to become
suddenly a great teacher when you are bad. Frankly, I don’t think a master’s
degree has such an effect because you already get trained on teaching
throughout four years or even five years if you study at prep school too.
However, does having a master’s degree change this greatly in terms of
classroom practices or teaching methods, techniques or strategies? I don’t
think so. That’s why, I say that it is not necessary to require a master’s degree
because, for example, there are many teachers who do not have a master’s
degree; yet, they are great teachers. However, there are also many other
teachers who have two, three or even four master’s degrees, but they still
can’t. They just can’t make it when they are in a classroom.

Participants also underlined that the requirement may actually reduce quality in

higher education unlike what CoHE had planned:
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| believe the reason why CoHE had made such a decision is to be a little bit
more selective about candidates. | mean, | personally think this is the
underlying reason but this is not a decision | support because | got my
master’s degree voluntarily, I did because I wanted to do it. However, now
anyone who has recently graduated or anyone who wants to do this job thinks
that they will get a master’s degree in any institution and no matter how they
do it. | think this reduces quality. Therefore, | think there is no difference
between the people who genuinely want to get their master’s degree and the
people who do that way. It not only reduces quality also hinders people who
actually want to achieve this and try to be academically equipped.

There is this thing: of course, it would be much better if instructors had their
master’s degree; however, as I said, does a master’s degree make a person a
better instructor? No. | think it is also very important in which institution or
in which field these people are doing their master’s degree. We keep
discussing master’s without a thesis or master’s with a thesis but does writing
a thesis make a person a better instructor? Neither does this. The answers to
these questions are clearly a no. That’s why, I think it was absurd for CoHE
to do such a thing. | even think this reduces quality more. Beforehand,
instructors who wanted to get their master’s degree were doing this because
of their own motivation and to improve themselves at a good university, but
now many people have started to do their master’s degree to find a job in any
institution due to this condition. Most of them are doing this at private
universities in which course content or the quality of education are really bad.
I know this from my friend who is only doing this to be able to apply
somewhere. Because of this, the quality of people whom we call instructors
with a master’s degree has decreased.

Participants also said that the decision may have a negative impact on new graduate

students who seek to be an instructor at preparatory schools:

It poses a disadvantage for new graduates. A newly graduated person cannot
directly become an instructor in the academic world. If s/he wants to work in
an academic world, her/his only option is to become a research assistant. This
Is an obstacle for the new beginners.

I believe that instructors who haven’t done their master’s degree but have
reached to a certain point with their experience should be supported too. |
believe that even the new graduates who haven’t done their master’s degree
should also be supported.

I think the requirement for a master’s degree is good, but it seems like a
disadvantage. When you are a new graduate, it is like you have no chance to
be recruited in higher education before you obtain your master’s degree. Is
this part unfair or does it create any difficulty? I had some thoughts about
new graduates will find jobs.
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4.5.3. Changes Related to the Fields Included

The fact that CoHE made opposite decisions within a short period of time was
heavily criticized by the participants. They used codes such illogical, inconsistent
and absurd to describe how they felt about CoHE’s excluding candidates who
specialized in Educational Sciences at its first decision. Limiting the fields at first
and then extending them without any limit at all seemed quite inconsistent and

participants added this is the result of lack of coordination, planning and knowledge:

I think it wasn’t a very overdone decision because when we think about it, we
could see that it should cover all the fields. This is not about a specific field,
not just testing or curriculum. Even when it is the field of Literature, it is still
a field of study about language. Therefore, it so clearly noticed that the
decision was made without giving much thought, they gave up later.

All these fields have a separate place in the quality control reports requested
by CoHE. CoHE requests detailed information and reports about
Measurement and Evaluation, curriculum and administration. They always
encourage experts to be employed on these issues. Then, they do not accept
master’s degree on these fields. At first, I saw this as an unreasonable thing.
Because | see this as something prepared with plain logic and a sudden
decision without any thought. It was very wrong but fortunately it has been
fixed.

I don’t think they were very confident when they made that decision because
excluding educational sciences is not something that a reasonable person
would do. As we have frequently seen, | think the decision made by people
who are not competent and who lack expertise. They just listed the
undergraduate fields as they do not know the job well. | do not even see a
need to evaluate as I don’t think there was a rational reason in the minds of
people who did that. It was a mistake.

Some of the participants drew attention to the fact that rationale behind the frequent
changes and decisions are not shared with instructors who are the ones directly
affected by them. They expressed that they do not know why CoHE has made the

changes and lack of information creates ambiguity for them:

This is something that will put many people into a difficult situation.
Therefore, it had to have a logic and strong foundation, but changing this
constantly... As far as I know right know, if I am not wrong, it is accepted
not only to have a master’s degree on educational sciences, but also in other
departments. For example, this is a question mark for me. The change should
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have been about including Educational Sciences. For instance, let me give an
example. The fact that someone who does his master’s degree on Turkish
Folklore works for the preparatory schools as an instructor and the fact that
this is accepted is a question mark. Because it is not clear to me how one’s
doing his master’s degree on Turkish Folklore will affect his teaching. So |
think it should have been worked on much better, details should have been
considered and based on a stronger foundation or it should not have been
undertaken at all. Because the decision was constantly changed.

| think it was a wrong decision. Why don’t you include Educational Sciences
or according to what were they included later? 1 do not think it was a logical
decision in any way. Yes, they changed it later but there is still such a
problem: The problem is that there is no information about why and how the
decisions were taken or why they were changed later. | think the biggest
reason for this is that the people who make the decisions are not also very
confident about the issue. I think they don’t know exactly what they are doing
either, but it was wrong.

4.5.4. Job Title Change

One of the other latest changes of CoHE regarding EFL instructors is their job title.
Osretim Gérevlisi has started to be used to refer to them while the title, okutman, is
no longer to be used in higher education. Some of the participants considered the
change as a positive step as the word, dgretim géreviisi is more associated with
higher education and prestige. However, they also added that their role or

expectations from them did not change at all and it only remained as a title change:

When it is called ogretim goreviisi instead of okutman, it is perceived by
people as a name which is a little bit more attractive, a little bit closer to the
academic environment. Therefore, it could be considered as a positive thing. |
am neutral though. I did not think too much about it. I did not think there
would be more expectations from me.

| can say that it made me feel better at first. After all, okutman seemed to
have a lower status in people’s eyes. However, it had no effect other than the
title change. There is no change in our job description or in terms of the work
we do. There has been no change in terms of the university’s recognition,
rights and responsibilities.

Okutman is not a term that is known by people. | think it was a term known

only by instructors. That’s why, it has been good in that sense. Ogretim
gorevlisi seems to be a university teacher at least.
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Some other participants added that the change brought clarity to the titles in higher

education:

It hasn’t created too many expectations or changes in the role. But here is the
thing | am pleased with: many of the permanent titles at the university have
been simplified a lot and categorized under much less titles. Because there
were many different titles such as okutman, uzman, etc. Believe me, | did not
know what some of them actually do. I think it has been quite practical to
categorize many of them under the title of 6gretim gorevlisi. If you are not a
faculty member (6gretim {iyesi), that means you are an instructor (0gretim
gorevlisi). It has been very plain and clear for many titles. In that sense, it has
been the right decision.

I think it was the appropriate decision in line with the requirement of a
master’s degree because the roles have been a little clearer to me. Now we
have faculty members, instructors and research assistants. The definition of
okutman was not so clear. When | said to someone outside the university
what okutman would do, s/he would not probably have given a clear answer.
But when you say ogretim gorevlisi, it becomes clearer. It is understood this
person teaches at a university. | think it was a good decision for that reason.

To sum up, instructors have differing opinions about the requirement of a master’s
degree as a prerequisite for employment of EFL instructors. Whereas the change is
welcomed by some since they think an instructor should know how to do research
and become academically equipped, some of them stated that the change is nothing
to do with their roles and responsibilities. Those who are against the decision stated
that the change was not only unnecessary but also damaging to quality in higher
education. It also poses an obstacle for new graduates and those experienced
instructors who do not hold a master’s degree. Excluding educational sciences at first
and then extending the fields without any limit at all are criticized by instructors.
They also express that they are not provided any information or explanation about
the changes and the rationale behind them although those changes directly affect
them. Finally, they supported the title change and preferred to be called ogretim
gorevlisi rather than okutman as the former is more associated with higher education

and the latter one is not known by many people and regarded as lower status.
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4.6. Experiences on Role Conflict and Role Ambiguity

Table 9 displays emerged categories and codes for EFL instructors’ experiences on

role conflict and role ambiguity.

Table 9

Categories and codes for EFL instructors’ experiences on role conflict and role
ambiguity

o incongruent tasks

= translation

= secretariat

= irrelevant events to attend

= lack of compensation for extra duties

= lack of job description

= complex organization

= private university

= conflict

= unprofessional

= motivation

= rare

o conflicting expectations

= rectorate and department’s inconsistent expectations

= frequent and sudden changes

= lack of participation in decision making

= lack of recognition

= lack of coordination

= feasibility

= chain of hierarchy

= conflict with students

= curriculum

= assessment

= conflict

o inter-role conflict

= administration vs. major role

= researcher vs. instructor

o person-role conflict

= administration

= teaching
= difficulty
= empathy
= patience

o role ambiguity

= lack of communication
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Table 9 (cont’d)

= unanswered feedback

= rationale behind decisions

Participants were asked whether they were being experienced any role conflict or
role related stressors. In this part, there were probe questions addressed to
participants so that they could describe the conflict they were experiencing

accurately as role conflict stems from a variety of reasons.
4.6.1. Incongruent Tasks Requested from Instructors

Participants expressed that there are some tasks that they have to do although those
tasks are not in their job description. The most common of these listed by
participants were translation and secretarial duties. They added that those tasks are
not very frequent and their organization’s being private and complex may cause this

incongruence too:

We get irrelevant assignments. Actually, there was a recent one. If I am not
wrong, it was in August. We were told to enter students’ optical forms into
the system. This is definitely not my job. It cannot be my duty. It is
secretariat. Or another one is translation. For instance, an e-mail is coming
out of the blue saying that you need to translate this. There is no such thing in
my job description. Another one is invigilation for evening exams or
weekend exams. | know that the working hour is till six but I get to stay here
until eight due to exams. This is a lesson that | do not teach. There is neither
financial compensation nor any appreciation for this.

| often do translation in my organization. Translation is a different field. |
don’t think that there is translation in the job description of an instructor.
There is no compensation for this. Sometimes we receive a lot of translation
work or there is some work that needs to be completed in a very short time.
Naturally, it makes me think of why I do this, why I do that amount of work
in such a short time when it is not my responsibility.

Sometimes the university asks us to do translation. Unfortunately, there is a
clause in our contract saying that such things can be additionally requested;
yet, it has nothing to do with our job. I am not a translator; that’s why, I find
it very unprofessional. | think the school should find a professional
translation agency to get such things done. To me, this is something which
distracts me from my major roles and causes a distraction so | find it wrong.
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This conflict reduces my motivation because | am thinking why | am doing
this. This is not something we do all the time and it is very rare. However,
why do I do this? I don’t want to do this.

I think the work which is supposed to be done by our department secretaries
is done by our unit. Unfortunately, there are some duties that | say we cannot
be doing this. A good job description has to be made at our university. It is
not just about our unit. In general, | think it would be better to go over job
descriptions because it is not known who covers some of the duties.
Sometimes, two or three units may be asked to do the same thing. That is also
a problem. There are things that I should not be doing, which could be done
by our secretariat easily. This both takes the burden off us and | can allocate a
little bit more time for teaching.

From time to time, | think | do some tasks that do not match my role. In my
opinion this stems from the fact that our workplace is a somewhat complex
school. Sometimes | say to myself why | am doing this job. But what kind of
work is that? | can say they are secretariat duties. Occasionally, | have to do
some duties such as paperwork, calculation or some work on Excel, all of
which do not require much of my competence and can be simply done by
people who know how to use a few programs.

Additionally, participants also stated that their organization expects them to attend

some irrelevant events, which is not a duty of theirs:

Sometimes, when we have to go to conferences just to make there more
crowded, | say to myself what I am doing here. I am an instructor and | could
have spent my time differently right now. I could have been something a lot
more useful. Or there were times when | had to take students to a conference
and just took attendance and tried to keep them there like a guardian. Of
course | cannot say | enjoyed this.

For instance, we are expected to attend many events with or without students.
To many meetings and seminars. Often times these have nothing to do with
education. Therefore, in situations like this, | say to myself that this is not my
job, my job is to be in the classroom.

4.6.2. Conflicting Expectations

Participants drew attention to conflicting expectations that they experience in their
organization. Lack of coordination, lack of participation in decision making and
chain of authority seem to have a role why conflicts mainly occur:

Actually, there is a unit that | think we need to coordinate with much more,
but I don’t think there is enough coordination. For example, they expect us to
do something but we don’t find it feasible at all and we somehow try to make

75



it more practical within ourselves. But in this case the requested is not same
as the outcome. So the expectations of the role senders may not match with
the work we do in our unit.

Students think that we are in a role according to which we both make the
decisions and implement them as well, but actually our role is only to apply.
Since | currently do not hold any administrative position, | have no part in
making decisions. However, students think that we do. That’s why, they
sometimes see the instructor responsible for the decisions. But there is
actually nothing we can do. We have to seem to the students as if we were on
the side of the administration. Being in this conflict sometimes puts me in a
difficult situation.

So we have the rector. Even higher, there is CoHE. We have the chain from
CoHE to our rectorate, from the rectorate to our department head and from
our department head to us. For example, face-to-face education is something
we do not prefer during this time. This is a realistic example. When we
received the order from CoHE and our rectorate, we had to offer the option of
whether they want them face to face or online. However, neither the head of
our department nor the teachers working at our school naturally would never
want such a thing in such time, but we contradicted ourselves and our own
thinking. We had to do what we were asked to do because there is a chain
here. One is above another. We have to listen to the opinions coming from
the top management if we are doing this job.

We have an administrative staff that expects us to pursue our academic
studies. You know we had not had to do a master’s degree until CoHE’s
recent regulation. However, we were told by our department that this would a
plus and holding a master’s degree was required especially in administrative
positions and unit member positions as much as possible. Even though CoHE
did not have such an obligation, it was a quality asked by our department
head to be able to work in an administrative position. There could be some
conflict in this issue because you are thinking that you don’t have to do this. I
am an instructor and | could hold any position that an instructor is entitled to
have even if I do not have a master’s degree. There was a conflict here. Of
course, this is irrelevant now as having a master’s degree has become
mandatory.

Sometimes, as well as the conflicts with administration, there are those occurring due

to some of students’ expectations which do not match with the reality:

Students think that our duty is only to prepare for the TOEFL exam. Actually,
our duty as the preparatory school is to teach English, also concern with their
social and cultural development. But from time to time, | think that the
rectorate expects me | should only fill the class. As | said, | think other things
would have changed if the rectorate really cared about who teach the class.

76



The conflict may arise from the inconsistent expectations between curriculum and

assessment:

In our institution, the TOEFL test is applied at the end of the semester.
Sometimes there could be some differences between teaching general English
and preparing for an exam. The content of the course is sometimes
insufficient to prepare for the exam. Our students are naturally expected to be
successful in these exams. We are expected to achieve this. | mean of course
it depends on the level as we teach at different levels. But at the levels that
our students are expected to take the TOEFL test at the end of the semester,
the content is inadequate.

There are some limitations saying that you have to teach for certain hours or
you have to do this number of office hours. There are things that are expected
of us. Sometimes when we teach more than these hours, it causes inequality
and one class seems to be ahead of other classes. But, on the other hand,
student success is taken as a basis for many things. In this case, yes there
occur conflicting situations. Should you give more to increase student success
or should you only give what is asked from you and leave it after that?
Whereas full efficiency is expected from in the end, there are some
limitations during the semester. Sometimes this could be on the basis of
curriculum too.

One of the participants expressed that the things that their professional development

unit expects them to fulfill may conflict with the reality too:

The fact that we are teaching in such a limited framework and, at the same
time, we are expected to be creative in that short amount of time which the
professional development unit offers us is a conflicting situation as | think
what they expect from us has no place in real life.

4.6.3. Inter-Role Conflict

Participants holding more than one role such as teaching and administration
mentioned the conflict revealing as a result of exposing to different role sets. They
stated that their administrative role generally interferes their major role, teaching as

illustrated in the following quotes:

Administrative duties are above all. I am not mentally comfortable neither
during a holiday nor on a normal vacation because | have always things to do.
For example, the classes have started today, but I couldn’t live the excitement
of the lessons on the first day. Why is that? Because | keep thinking whether
there was a problem with the program. | have a hard time focusing on my
own lesson. | have too many things in my mind. | can say that | am in a rush
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all the time about the things that I am supposed to do. In that sense, it has a
little negative effect. Of course, | try to be as effective as possible. | also
believe that I am, but as | said, the administrative task can be very tiring in
that sense.

I think our first duty is teaching. The burden of responsibilities and duties
coming along with this may negatively impact our primary duty. Yes, |
cannot fulfill my main duty as much as | should. But administrative duty is
always obligatory for functioning of the organization. Yes, administrative
duties should be fulfilled but I do not want to fall behind when it comes to my
major role; that is, 1 do not want to reduce the importance that | give into
teaching, but it sometimes happens.

The time given to us to do unit work is not enough. It has to be a lot more
than ten hours. Most of the time, we have to bring work home in the evening
or on the weekends. For example, while | was not working in the unit and
only teaching for twenty hours, I could allocate more time for the preparation
of teaching or | could include more creative activities in lessons. | was
thinking about what extra | can do. | was definitely able to pay more attention
to each of my students’ needs. I was doing extra office hours and
communicating with them more. But now, there are times when | have to go
running and rushing without even looking at the textbook. Not all the time,
but it still happens. 1 do not claim that | do my teaching badly due to
administrative workload, but | think that while it could be much more
productive, most of my lessons are average.

Of course | am having some difficulties. For example, sometimes | sit in my
office and want to do some preparations for my next day lesson. | want to
take a look at the topic or the textbook. But there comes some urgent work
and | deal with it all day and | go to class the next day without any
preparation or something; that is, these administrative duties hinder my
teaching a bit. | can say that they prevent me from doing better teaching.
However, they are also duties and responsibilities. In fact, the priority is on
administrative duties in many matters. Sometimes, we cannot even attend our
classes because something urgent happens in which a colleague has to
substitute for us although it is rare. It has a little negative effect on my
teaching in that sense.

I think the administrative duties are more dominant. | really have a lot of
responsibilities here as a coordinator. More importantly, | constantly think
about the things that I have to do. So | am mostly active in the administrative
side of the job. Of course, while doing this, | do not find it right to put
teaching in the second plan, but I can say that it does not take the most of my
time. When it comes to setting my priorities among my roles, | have to
choose my administrative role above teaching.

One participant pursuing graduate studies expressed that it is likely to face conflict

between being an instructor and being a student and a researcher at the same time:
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For example, | read something critical in one evening for my graduate class
and write about it until the middle of the night. The next day | go to work and
| hear “Have you ever been?” or “I am go”. | am trying to correct that type of
mistakes and | say to myself what | am doing. Am | researcher or am |
teaching English? Who am 1?

4.6.4. Person-Role Conflict

Most of the participants holding administrative positions stated that personality
conflict may occur when they fulfill their administrative tasks whereas they do not

experience a similar conflict in their role as an instructor:

I think my personality fits very well with being an instructor. Teaching and
learning with students are very enjoyable for me. | have a colorful
personality, | am generally smiling, active and friendly. 1 want things to
happen right away and | think this is reflected in my teaching and does not
pose any negativity for me. When | look at my role as a unit member, |
haven’t felt much of a conflict there either. Generally, I am hard-working,
compatible and good at team work. I’ve only had a hard time on the
administrative part and | think there is a variety of reasons for that. First of
all, I haven’t had any training or experience on administration. It has been
through trial and error. For example, when | became a coordinator, it seemed
like I would only deal with files, but I have four office friends whom I am
charge of. There were times when | felt that | needed more in my
communication with them or rather that my personality was not very suitable
for being a coordinator.

Of course, things can happen from time to time. There may be things that you
actually do not support, you think they are not true or you believe they should
not be applied or done; however, you cannot express this due to the position
you hold. I am experiencing such things. There could be something which is
unfair but we still have to do it. But it is the requirement of the job and you
cannot share what you actually want to say. | do not think | experienced this
in teaching. | am very comfortable in the classroom and have always had
good relations with students. | cannot say | have had such a real problem for
nine years.

What | am doing is actually being able to adapt. | can say that | utilize this
part of my personality in my work. But do | reflect my personality very much
in my work? Yes, | do in the classroom, but this is not the case in
administrative duties. It is more like my personality adapts to my job.

It is more than enough to say something to me once. | mean this is my
personality trait and | generally expect this from people too. If something is
said once or shared somewhere or delivered in some way, | think that it is not
asked again. |1 am not saying this is the right way. Therefore, in my first
administrative meetings, | noticed that | reacted like “we already said this a

79



few times” or “we have already shared this”. However, at the end of the
semester, | said to myself that not everyone has the same personality. Not
everyone can follow the same thing in the same way. If my role is to achieve
coordination somehow, | have to repeat some things. | have to say it again.
Not everyone has the same work discipline. | had a little bit of a conflict in
that sense. I still don’t like to share same things in different ways. But I think
it is a necessary thing to do for my coordination role and | continue to do so.

I hold an administrative position, but did I want to hold one? | think the
answer is no. I was not willing to do it. Does my administrative role fit well
with my personality? I don’t think so. It is not me.

Some of the participants who solely focus on teaching uttered that their personality

matches with being an instructor:

Frankly, 1 am patient and | am a person who enjoys listening to other people
and likes to be able to contribute to other people. Therefore, | am able to do
teaching well and deal with students individually as my job description
suggests and frankly, I do not think that what I do contradicts my personality.

I generally think that my profession fits well with my personality. | am
patient, good at problem solving and a person who loves to show empathy.
These are same both in my personal and professional life. | love working with
people and communicating with them in person.

4.6.5. Experiences on Role Ambiguity

Participants indicated that they are not provided necessary information about certain
things which are directly related to them and there is sometimes lack of
communication in the organization. Even if they try to ask for information, their

efforts may remain unanswered:

There have been times when we ask for a change in the salary policy or when
we simply want to have a meeting, there is no one who speaks to us or
responds our e-mails. | think it was the last year or two years ago. We first
had met with our head of department and then we wanted to see the rector for
a meeting. There was not even a reply to our e-mail. I don’t think anybody
here cares about instructors.

One other participant did the same criticism for CoHE:

No information is given as to why the decisions are made, how they are made
or why things are changed and | think the biggest reason for this is that the
people who make those decisions are not also very clear about the subject.
They also don’t know exactly what they are doing.
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All in all, it is understood that instructors experience role conflict although its level
and type may differ. Firstly, the fact that they have to carry out incongruent tasks
which have nothing to do with their job description makes them question their role in
the organization. Furthermore, conflicting and inconsistent expectations are
displayed as the other source of role conflict. This generally gets worse when
expectations change frequently and when there is lack of participation in decision
making and lack of coordination. Third, if instructors occupy more than one role
such as teaching and administration, inter-role conflict arises. This conflict is also
possible when an instructor is a graduate student at the same time. Instructors express
that they may have personality conflicts when it comes to administrative matters.
They may have to compromise more if they hold an administrative position, but they
report that they do not experience this in their teaching role. They state that their
personality matches with their major role and its expectations. Two of the instructors
express that lack of communication and failure to explain the logic behind decisions
taken impact them negatively. This makes them feel they are not being taken into
consideration. The fact that they are not provided with the information that they

request may likely cause role ambiguity in instructors.
4.7. Job Satisfaction
Table 10 displays emerged categories and codes for job satisfaction.

Table 10
Categories and codes for EFL instructors’ job satisfaction

o motivators

= academic career support

= work environment

= colleagues

= opportunities

= initiative

= time

= salary

o hygiene factors
= workload

= limited time

= vacation

= customer
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Table 10 (cont’d)

= student profile

= shift work

= private university

= lack of autonomy

= unanswered feedback

= salary

= mental well-being
= fatigue

= burnout

= low productivity

= low creativity

= tension

= stress

Regarding factors increasing job satisfaction, participants are pleased with the
support and opportunity that their organization provides about maintaining their

academic career:

I am grateful for my institution’s support and giving me the opportunity and
time to do my master’s degree because it was something I wanted to do and I
would not want it taken away from me. Because this was the reason why |
have started to work here and risked a change in my salary. | would be very
upset if I had not been given this opportunity. I am very glad that | was able
to do it.

Not only the support of administrative unit, but also the work environment in which
colleagues have positive influence on one another in terms of academic improvement

have a say in participants’ job satisfaction:

Another reason why | wanted to work at a university is that the environment
is very suitable to do academic studies. | think my organization is very
supportive in that sense. Because | always knew that | wanted to do my
master’s degree and while doing this, it is advantageous to work at a
university. Likewise, | think | have good communication with the people that
I work with and it is another motivation to be around people who have the
same interests and the same education as me.

| wanted to maintain my academic studies. In addition, the fact that most of
my colleagues around me continue their education or most of them have
already completed their master’s degree and apply what they learn in their
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classes have motivated me a lot. Because they learn something and apply it
and get positive results from it. This has tremendously motivated me.

One of the participants highlighted that the profession offers more than expected and

s/he is satisfied with opportunities it brings:

There are things about my job that I could not think of much in the beginning.
For example, things emerge that | could take initiative. For example, | have
started to work at a unit or there have been various projects that | do with
students. | mean, | was actually thinking that I would only involve in teaching
or that was the only thing | knew. But | can say that it currently meets more
than my expectations as it gives me the opportunity to go beyond teaching.

Sparing time and having a better salary compared to other jobs are listed as the other
satisfying sides of the profession by one of the participants:

This is a job where we can relatively devote more time to ourselves despite
everything. | see that | have been able to spare time for myself since | became
an instructor. | had a different profession and | knew how busy it could be
compared to this. Apart from that, | think that we earn better than many other
jobs. So when | think about the salary scale and sparing time for myself, it is
attractive compared to other jobs.

When it comes to the factors reducing job satisfaction of participants, workload turns

out to be the strongest cause for that:

We have a lot of burden in our organization. There are many hours that we
have to teach for. The number of hours that we are required to teach per week
is higher compared to many universities which creates a problem: when we
have to teach for many hours, teaching can start to wear you out. There may
be a little fatigue. Apart from the physical fatigue it brings, the job actually
wears you out. Also, my administrative duties are sometimes difficult to cope
with. So, there is a time limit and too much work.

Our workload is huge. | often feel like I am being crushed by it. As we
approach the end of the semester that we are currently in, | feel very tired
both physically and mentally. Because the job is not only about teaching. If
that were the case, | probably would not have that much of burden. Things
continue after classes too. There is already a preparation phase for the lesson.
In addition to that, there are students who have gotten sick during this
pandemic period. There are conscientious decisions that we need to make
about them. So there is a lot of stuff to consider. That’s why, I think I am
sometimes crushed under all this burden. It is a process that never ends.
Recently, | have to work with a stopwatch while completing the tasks that |

83



am expected to. This is how | eat my food to be able to catch up the next
lesson. These are things that wear people out psychologically.

Twenty-hour teaching per week is too much because teaching at a university
Is something that requires great preparation unlike K-12 schools. You have a
serious and motivated group of students to teach who are very eager to learn.
It is not compulsory to study at university. Students come voluntarily or their
families raise them with such motivation throughout their lives. That’s why, I
think it takes a great deal of preparation to meet their needs. Not only do we
actually teach English, but we also need to be equipped in many ways and
twenty-hour teaching is too much while trying to do these. In fact, if we had
less teaching hours, these would have been an area in which our creativity
could increase.

Participants expressed that they had to deal with work even during their vacation
time and some weekends, which prevents them to feel relaxed and rested. They also

added that this might be due to the nature of their organization:

We have a lot of role overload. So much... It might be organizational. We are
working very hard here in this organization. Besides our teaching role, there
are a lot of units such as curriculum, testing and professional development all
of which have demands from us and we have to fulfill these demands. On one
hand, we have responsibilities for our students. There is a lot of workload.
We need to mark a lot of papers in addition to teaching for twenty hours. We
do not teach for twelve hours as it is the case in state universities. We need to
do continuous evaluation, quizzes and other testing duties. To me, it seems
like a high school teacher, a primary school teacher or a faculty member is
much more comfortable than us. | really do not exaggerate. I was thinking
being an instructor would give me more time for vacation but I have never
had such a long vacation in my life for ten years. | am like a company
employee who has only fifteen or twenty-day annual leave. But as | said, this
might be about our organization.

Most of the time we hold meetings in the evening or on weekends or during
vacation time. For example, | have a two-week vacation. | mean it is
supposed to be two-week one but in the first week of it, | have to deal with
questions such as how the program will change, what the meetings will be
like, etc. and then during the second week, | have to prepare extra materials
and all the other stuff. When the vacation is over and | look back and ask
myself whether | have done a proper vacation or not, no | have not because |
have meetings every now and then. So this is very tiring.

Some of the participants shared that students sometimes may act like a customer
rather than a learner, a problem of which is caused by the fact that their university is

a private one:
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The fact that students consider us a service person rather than an instructor
makes me ask what | am doing here.Because teaching is a profession that
requires effort, sacrifice and emotional commitment, but students tend to
ignore it a little. Unfortunately, the administration can further reinforce this
business approach with the decisions it takes and implements. However, this
is an answer that | give as an instructor currently working at a private
university.

Facing with an administration with neoliberal practices like students are your
customers has been the biggest shock in the world for me since | started to
work here. Back then, when | was a new graduate, | was thinking that | would
touch the lives of students. So it was a great shock to see a customer
relationship between students and us. It is one of my biggest disappointments.
This is a PR issue, a market issue on the basis of the organization where |
work. I don’t know about other organizations or what happens in state
universities. But | am very disappointed in that sense.

One of the participants emphasized his/her dissatisfaction about lack of autonomy

and freedom in the organization:

| always thought that university instructors are a lot free. They can be more
flexible while preparing their own programs because | actually experienced
this a little bit where I previously worked. There was flexibility. In fact, we
see something more uniform being applied in different classes here in our
department. In that sense, yes it is a little bit disappointing. | was expecting
an environment where | could be more creative because that means university
to me. Everyone can be creative and do more here because we are all we
educated and we are all professionals. However, | am not given any freedom
about it. It is a bit related to the nature of our department. Of course, | would
not want to blame my organization completely. Yes, at some point we should
be following a certain program together, but I think some freedom can still be
provided to the instructors. This is something I did not really feel when I first
started to work here. Being so controlled made me feel safe as | was an
inexperienced instructor but now | need a greater freedom in my classroom
and teaching. In that sense, | am experiencing a conflict with my organization
and maybe with my job description. For example, grading paper takes a lot of
time but we are expected to grade papers in one day. This is the
understanding of my organization. This is a situation that restricts my
freedom. As a university instructor, | at least would like to take that paper out
of my classroom and go to my office and grade there but I can’t even do that.

All in all, instructors are satisfied with the academic career support that their
organization provides. They also enjoy their work environment and having
colleagues who have similar interests and who are eager to improve themselves. On

the other hand, workload comes out as one of the strongest job dissatisfaction
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factors. Instructors are not pleased with the fact that they have limited time in order
to fulfill all the expected tasks. They stated that they cannot even enjoy their vacation
time as they have always something work-related in their minds. Additionally, the
relationship between students and themselves is more like a customer relationship
due to students’ behavior or organizational practices, which is something described
as a huge disappointment. Lack of autonomy and freedom also creates dissatisfaction
to some extent. As a result, all negative factors inevitably create burnout, fatigue,

low creativity and productivity, stress and tension.
4.8. Summary

Taken together, these results provide important insights into how EFL instructors
experience their roles and responsibilities in higher education in relation to their job
satisfaction. Firstly, although they emphasize that their major role is teaching, they
drew attention to their pivotal role in students’ transition and adaptation to
university. Considering themselves as a mentor or guide as well as an instructor, EFL
instructors indicate that they contribute to psychological and emotional development
of students. Administrative responsibilities emerge as one of their roles too.
Moreover, instructors express they conduct research mainly due to their professional

development activities, which is a requirement of their job.

When it comes to EFL instructors’ perception of academic staff in university, a
common view amongst instructors is about how they are different from faculty
members in terms of roles and responsibilities, teaching workload, curriculum and
measurement. They express that faculty members have a lot more freedom and
flexibility compared to EFL instructors and they are valued more by the
organization. According to instructors, not only organizational practices but also
student attitudes clearly indicate that faculty members are respected more.

The instructors on the whole seem to agree on the fact that there is a confusion on the
terminology regarding their job title especially when they have to talk about their
profession with other people. Whereas some of them introduce themselves as an

English teacher, some others do not associate themselves with this term at all.
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Instead, they prefer to use the word o&gretim géreviisi or okutman as well as
university teacher. It has been found that they experience a state of in-betweenness,
and both administrative practices and student behavior make them question their role
in higher education.

Intrinsic factors in choosing their profession prevail extrinsic factors. Whereas
academic development seems to be the major intrinsic reason, working with young

adults emerges as the main extrinsic factor for EFL instructors.

Two divergent and often conflicting discourses emerged when EFL instructors were
asked what they think of the requirement of a master’s degree with as thesis as their
employment eligibility. Some stated that this is a way to increase quality in higher
education, others doubted the right applicability of the decision and expressed that
the decision may actually reduce quality. Another criticism of the CoHE’s decision
was that the requirement has no direct impact on their major role. Finally, instructors
also questioned the reason why CoHE made frequent and inconsistent changes

regarding the fields on which instructors are expected to get their master’s degree.

Incongruent tasks, conflicting expectations, inter-role conflict, person-role conflict
and role ambiguity are some of the themes emerged when instructors are asked
whether they experience role stressors in their organization. As for incongruent tasks,
a common view amongst the instructors is that they are expected to fulfill some
duties that are not in their job description such as secretariat, translation and
attending irrelevant events. Those who occupy an administrative position are a lot
more likely to have role stressors than the ones who solely focus on teaching.
Finally, the fact that their organization is a private university as well as a complex

institution is a strong reason why they experience role stressors.

With respect to job satisfaction, academic career support by the organization, work
environment and colleagues come out as the major motivators for instructors. On the
other hand, workload emerges as the main job dissatisfaction factor. Moreover, the
fact that students are more like a customer as a result of the organization’s being

private creates displeasure for instructors. They also emphasized that lack of
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autonomy, unanswered feedback, shift work and salary are the other sources of job
dissatisfaction. As reported by instructors, all these dissatisfaction reasons
demonstrate a direct impact on their physical and mental well-being and create

fatigue, burnout, low-productivity, low-creativity, tension and stress.
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CHAPTER 5

DISCUSSION & CONCLUSION

This study yielded quite important findings related to experiences of EFL instructors
with respect to their roles and responsibilities in higher education in relation to their
job satisfaction. In this chapter, the researcher discusses these findings, talks about
recommendations for EFL instructors and higher education leaders, offers some

suggestions for future research and finally presents the conclusion of the study.
5.1. Discussion

First of all, participants expressed that preparatory school students need a good
amount of guidance and support in their transition to higher education. EFL
instructors are the very first group that they encounter during this transition. Thus,
the role and responsibilities of EFL instructors are beyond English teaching as the
findings confirm. They facilitate adaptation and act as a mentor or guide for students
in higher education, a mission of which comes by default in teaching role as both
instructors and the previous research pointed out (Canado, 2010). As far as
participants stated, this role is as important as teaching English. However, it could be
argued whether all teachers should be identified as mentors or the role suits each
individual who pursues to be a teacher (Davies & Ferguson, 1998).

Like the studies confirm (British Council, 2015; Demir et al., 2015; Ipek & Kanatlar,
2018; Kiligkaya, 2018), findings demonstrate that EFL instructors reproached that
they have a lower status in higher education compared to faculty members. The
reason why this is a source of discontent could be the fact statuses and roles with

high prestige are more valuable to individuals (Stryker & Macke, 1978).
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According to the findings, both organizational practices and student attitudes come
out as the reasons of displeasure. As role episode model suggests, organizational
factors are among the variables that influence the cyclic interaction between the focal
person and role senders. To illustrate, having fixed working hours, more workload,
less freedom and flexibility and lower autonomy are some of the main organizational
differences between EFL instructors and faculty members in the study. Moreover, it
is understood that faculty members are perceived and treated as the more valuable
and indispensable members of higher education as they conduct research as part of
their job, which is not something expected from EFL instructors. A possible
explanation for this might be that research is related with prestige (Orpen, 1982) and
higher education honors research over teaching (Light, 1974). Whereas research is
associated with productivity, teaching is more about transmission and processes are
not as valued as products (Brew & Boud, 1995). However, feeling valued or
recognition, which comes after basic needs in Maslow’s hierarchy of needs, is
important for each individual. Results are in line with Demir et al.’s (2015) findings
which suggest that EFL instructors do not feel valued.

Comparison of the findings with those of other studies (Soylu, 2013) confirm that
EFL instructors experience a state of in-betweenness in higher education owing to
the fact that preparatory schools are more like high school. The sense of getting
caught in the middle is seen as a fueling factor of role stressors (Rizzo et al., 1970).
Several factors could explain this state of in-betweenness. Firstly, as the findings
display, the way how curriculum is applied in preparatory schools is not much
different than in high school. Second, results indicate that student behavior is a major
source why instructors are unable to associate themselves with higher education.
When teachers are forced to take on a role of a custodian due to student behavior or
attitudes, they find themselves in a situation which is inconsistent with their
professional ethos, which culminates in role conflict (Orpen, 1982). Furthermore,
although it is not an official job title, academician is a term commonly used to refer
to academic staff. It is observed that EFL instructors contribute to the studies (Dogan
et al., 2016; Paksoy & Giiveng, 2018) which aim to deal with the problems of
academicians. However, in accordance with the present results, the definition of the
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term, academician, is not associated with the job description of an EFL instructor.
The term is used to refer faculty members only (Tirk Dil Kurumu Sézliikleri, n.d.).
This discrepancy may be negative for EFL instructors as excessive inflation of titles
could cause a perception of injustice, decrease in sense of trust, stress and tension
stemming from the job titles that exceed their responsibilities and competencies
(Stirgevil, 2011).

This study produced results which corroborate the findings of a great deal of the
previous work in which instructors are more affected by intrinsic factors in choosing
and maintaining the profession (Giizelbayram, 2013; Ipek & Kanatlar, 2018; Winter
& Sarros, 2002). According to the results, being academically productive, having a
job which has a higher level of prestige in society and working in a free and critical
environment are major reasons to work as an instructor. On the other hand, working
with young adults seems to be the strongest reason to choose the profession, which

also accords with earlier observations (Ipek & Kanatlar, 2018).

The results demonstrate that some of the EFL instructors have positive opinions
about the requirement of a master’s degree with a thesis as employment eligibility by
CoHE. As “good faculty” is associated with research and prestige (Light, 1974), the
change is welcomed and found to be very suitable for an instructor. Additionally, this
result may be explained by the fact that instructors are mainly driven by intrinsic
factors. As they constitute a group which aspires to be academically productive and
already have a high tendency to hold a master’s degree or Ph.D (Giizelbayram, 2013;
Oztiirk, 2019), the decision is found to be positive. On the other hand, findings of the
study present some level of disapproval of the decision. There were some
participants who expressed that having a master’s degree with a thesis would have no
impact on their major role, teaching, and had nothing to do with their job description.
It is also criticized due to the fact that some candidates will now obtain their master’s
degree for the sake of getting it and this is likely to reduce quality in higher
education, which would be probably the opposite of what CoHE intended at first

place.
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Another important problem is that CoHE had made inconsistent changes in its
decision until it reached to its final version. In its initial announcement, CoHE
excluded educational sciences among the fields that candidates were expected to
have their master’s degree on, which was heavily criticized as the decision is
regarded as a counter-effect on the mechanism of preparatory schools (Oztiirk,
2019). For example, in its 2015 report, British Council displays that the way some
preparatory schools in Turkey conduct exams clearly indicates the need for experts in
Measurement and Evaluation units. Teaching actually benefits from various
disciplines (Schulman, 1986), and it cannot be expected from an institution to
determine the effectiveness of its teaching activities and practices without employing
educational policies or management. An instructor cannot be expected to connect
with his/her students, understand them and support their learning processes without
mastering or developing an educational psychology (Oztiirk, 2019). In fact, it did not
take long CoHE to change its decision. Instead of a master’s degree with a thesis on
their field, candidates are now asked to have a master’s degree with a thesis, meaning
that there is not a limitation in the field any more. Participants criticized those
frequent and inconsistent changes and stated that there was lack of coordination and
planning. In addition, participants expressed their dissatisfaction with the fact that
they were not provided with the rationale behind the decision and the following
changes. Higher education leaders and policy makers can ensure quality in their
decisions on the condition that participants are provided with necessary information
(Chung & Ross, 1977). Having no role in strategic decisions and frequent
organizational changes are some of the organizational constraints which fuels role
stressors (Gilbert et al., 2017). CoHE, the role sender in the context, is in conflict
with itself, which could be interpreted as intra-sender conflict (Arslan & Ungiiren,
2017; Polat¢1, 2015). Provided that there is inconsistency in the demands of role

senders, role pressures get inevitable (Kahn et al., 1964).

The final change of CoHE was the job title of EFL instructors. The current study
found that the majority of instructors is satisfied with the change, as they think the
term, dgretim gorevlisi, is associated with higher education and prestige more

whereas okutman seemed to be perceived as a lower status by people. However,
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participants also confirmed that the new title has not created any difference in their
roles and responsibilities. That the roles do not change in parallel with the change of
status causes role confusion in individuals (Gok¢e & Sahin, 2003) because it is
generally expected that roles change as the job title changes (Martinez et al., 2008).
Changing titles sometimes means trying to motivate employees without giving
money (Siirgevil, 2011) and having a higher status is usually more valuable for
individuals (Stryker & Macke, 1978). The fact that CoHE dropped the title, okutman
and adopted dgretim gorevlisi is likely to mean that instructors are encouraged to
involve in research as well as teaching since the change was not merely about their

title but their graduate status too (Oztiirk, 2019).

The findings of the study accord with previous observations (ipek & Kanatlar, 2018),
which showed that EFL instructors are asked to fulfill tasks that are not in line with
their job description, leading to role overload. Participants stated that they are
expected to do translation or some secretariat work without any compensation. They
also indicated that they are to attend certain events or conferences of their
organization although those are unrelated to their field. Despite the fact that they are
rare, all these incongruent requests are found to be unprofessional by participants as
the tasks are not their actual roles. Failure to provide agreed job description triggers
job dissatisfaction (Schulze, 2006). Fulfilling extra roles that are not in the job
description creates role overload (Arslan & Ungiiren, 2017; Polatc1, 2015), which is
a component of role conflict (Kahn et al., 1964). However, the majority of
participants emphasized that the situation could be organizational and this might not
be the case in another university. That the organization is a private one could be the
reason why there are more demands from instructors as private universities have
different dynamics than state universities (Balbay et al., 2018). Studies confirm that
academic dissatisfaction are largely due to extrinsic contextual factors (Ssesanga &
Garrett, 2005) and role pressures are likely to emerge as a result of situational
elements as the role episode model suggests (Bedeian & Armenakis, 1981; Getzels &
Guba, 1954). The study presents that instructors have to deal with conflicting
expectations, which mainly results from the fact that their organization has a

complex one in which coordination and planning problems occur. Consistent with
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the Mintzberg’s theory (1979, 1980, 1983), the study found that individuals working
in higher education frequently deal with coordination problems (Schulz, 2013) as

they constantly interact with others whose roles are different from theirs.

These results mirror those of the previous studies that have examined the negative
impact of administrative roles and responsibilities on instructors. In agreement with
Kahn et al.’s theory (1964), the findings present that instructors face with inter-role
conflict. They uttered that their administrative duties, which are not the core
activities of academic staff (Dill, 1982), have negative influence on their major role:
teaching. The sideline duty turns into the main aspect of the job when instructors
prioritize administrative tasks over their main role, as a result of which, role conflict

gets unavoidable (Manogharan et al., 2018).

Consistent with the current results, mundane administrative tasks and bureaucratic
demands reduce motivation (Winter & Sarros, 2002), as they overshadow
professional duties of instructors (Orpen, 1982) and the workload of administrative
positions is excessive (Giimiis & Giilmez, 2020). Moreover, some of the participants
expressed that whereas their personality perfectly matches with their teaching role,
they are more likely to experience personal differences or conflicts while performing
their administrative tasks. This is consistent with Kahn et al.’s (1964) theory, a
component of which is a person-role conflict. Individual characteristics influence
roles (Shivers-Blackwell, 2004) and personality could be simply incompatible with
the assigned role (Adigiizel, 2012).

Most of the previous studies (Celik, 2013; Fisher, 1995; Sabuncuoglu, 2008; Schulz,
2013; Yousefi & Abdullah, 2019) have suggested that role conflict and role
ambiguity commonly and traditionally exist together in an organization. However,
codes and categories about role ambiguity remained limited in the current study. A
few of the participants mentioned lack of communication, unanswered feedback and
failure to explain the reasons behind the decisions taken, all of which causes role
ambiguity. One participant uttered that tasks and responsibilities of each unit
sometimes overlap and the same task is carried out by two different units. Two

employees who experience role ambiguity can perform the same tasks unaware of
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each other (Dogan et al., 2020). In a robust organization where there is no role
ambiguity, roles and related responsibilities are clearly defined and it is known who,

where, when, against whom, how to act and what they do (Gok¢e & Sahin, 2003).

Additionally, having an effective feedback system, which provides information and
evaluation (Butler, 2017) reduces role ambiguity in organizations (Kahn et al., 1964).
However, one of the participants expressed dissatisfaction over unanswered e-mail
about the organization’s salary policy, which could be interpreted as the existence of
role ambiguity. Finally, one other participant was not satisfied with the fact that
instructors are not properly provided with reasons or rationale when there is a change
in duties, rights or responsibilities in the organization. Role ambiguity emerges when
there is lack of certain information needed for adequate role performance or basic
needs such as salary, security or safety (Kahn et al., 1964). The existence of role
ambiguity could be contextual as this was the case in role conflict owing to the fact
that size and complexity of organizations exceed the employees’ span of

understanding which constitutes much of the role ambiguity (Kahn et al., 1964).

These results seem to be consistent with other research which found that intrinsic
factors such as the work itself are largely the reason for job satisfaction (Miner,
2005). Relations with colleagues and working with young adults are the hygiene
factors that instructors are largely satisfied with which corroborates the ideas of Lacy
& Sheehan (1997). Workload is the major reason for dissatisfaction of instructors in
the organization. The findings are in line with those of other studies which
demonstrated that instructors have a high amount of workload, which causes
burnout, stress and mental and physical fatigue (Demir et al., 2015; Demirel &
Cephe, 2015; Dost & Cenkseven, 2007; Ipek & Kanatlar, 2018; Subba & Bala,
2019). Participants also stated that having fixed working hours unlike and salary are
the hygiene factors that they are dissatisfied with. Moreover, lack of autonomy has a
negative influence on instructors. Autonomy is one of the strongest predictors of job
satisfaction (Chimanikire et al., 2007) and essential to be provided to employees if
organizational goals are desired to be achieved (Chung & Ross, 1977). In a context
where teacher autonomy is restricted, the development of language skills would be a

very optimistic prospect (Oztiirk, 2019). Last, it is seen that learner behavior and
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approach emerge as a source of stressor for instructors (Subba & Bala, 2019) as the
findings confirm. Participants said that students sometimes act like they are
customers and some of the organizational practices reinforce those kinds of attitudes.
They expressed their dissatisfaction with that and uttered the issue is a contextual as

the institution is a private one.

Overall, the findings of the study demonstrate that EFL instructors’ roles and
responsibilities are beyond English teaching. They invest substantial amount of their
time in students’ adaptation and transition to higher education. It is understood that
their guidance and support for preparatory school students are crucial and may affect
students’ entire university life. Additionally, the results of the research highlight that
instructors do not feel valued and respected and have a lower status in higher
education. Organizational practices, interpersonal relations and student attitudes
come out as the primary reasons for this. The same factors cause a state of in-
betweenness among instructors and make them question their role in higher
education as they are more like a custodian in practice rather than a teacher.
Additionally, EFL instructors are asked to perform tasks which are not among their
roles and responsibilities, and this culminates in role conflict. Furthermore, those
holding more than one role such as teaching and administration have to deal with
inter-role conflict. Generally, the sideline administrative tasks prevent individuals
from fulfilling their main duties. The study also shows that instructors face with role
ambiguity as there are situations in which two employees do the same tasks unaware
of each other. Lack of an effective feedback system and failure to explain the
rationale behind organizational decisions reveal as the source of role ambiguity in
this research.

The results display that some of the EFL instructors support CoHE’s requirement of
a master’s degree as employment eligibility whereas some others oppose the decision
as they think the change does not impact their major role: teaching. What is more, it
is seen that CoHE’s frequent and inconsistent changes fuel role stressors among

instructors.
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The research also attempted to identify the level of job satisfaction of EFL
instructors in relation to role stressors in higher education. Lack of autonomy,
excessive workload and a range of organizational practices lead to their job
dissatisfaction. On the other hand, being academically productive, working with
young adults and positive relations with colleagues seem to be the sources for job
satisfaction. Based on the research findings, it could be summarized that EFL
instructors constitute a group whose job satisfaction mainly depends on intrinsic
factors.

5.2. Recommendations to Policy Makers & Higher Education Leaders

All in all, some suggestions could be offered by both the researcher and the
participants for higher education leaders and policy makers as they hold the highest
responsibility in introducing and implementing effective management processes in

higher education.

Firstly, transition and adaptation of students is a crucial task, failure of which may
influence students’ learning in the long run. Providing emotional and psychological
support for preparatory school students during this transition to higher education
seems like a significant role of EFL instructors. The role of facilitating adaptation
and guidance is neither completely irrelevant to being an instructor nor should be
considered as an extra role. At this point, the concepts of teacher education or teacher
identification may come to light. The results may be utilized by teacher education
schools to identify how instructors in higher education perceive their roles. Those
schools should ensure proper training so that teachers can effectively fulfill their
mentoring role (Davies & Ferguson, 1998). Also, EFL instructors can benefit from
the results to do reflections and raise awareness on their role and identity as a
teacher. For effective transition and adaptation of students, EFL instructors could
still be supported with programs or workshops by higher education leaders so that
they can communicate efficiently with their students in this key period. Professional
development units of universities could provide valuable opportunities and platforms
by offering more focused teacher training programs or workshops for instructors.

This type of support could be particularly important for instructors who are new in
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the profession. Finally, another suggestion about this issue might be the existence of
a department or unit that deals with students’ problems or inquiries about their first
year experiences in higher education and works collaboratively with EFL instructors.
Having such a unit may help students have fewer behavioral problems and less issues

on adaptation and transition.

The results reflect that EFL instructors do not feel valued, respected or appreciated.
Their status is lower than that of faculty members. It can be suggested that higher
education management practices and attitudes, which are regarded as the main
reasons for the issue, should be considered and reevaluated by university
administrations. It is obvious that EFL instructors wish to be heard and want their
opinions and contributions to be considered by higher education leaders. The
administrators of preparatory schools should ensure that top management of
universities is aware of the sources creating dissatisfaction among instructors.
Alteration of organizational climate could be an appropriate method for the issue
(Fisher, 1995). One way to keep employees satisfied with their work is to recognize
their contribution and respect them (Ravari et al., 2012). Head of departments play a
major role in giving conscious efforts to provide recognition in higher education
(Schulze, 2006). Academic staff feel valued when recognition and support for staff
development and learning are offered by university administrations (Winter &
Sarros, 2002).

Autonomy, participation in decision making and flexibility in administrative changes
and practices could be increased for EFL instructors as lack of those were
emphasized major factors why they think they have a lower status than faculty
members. Job enrichment, whose motivating attributes are participation, autonomy
and responsibility (Chung & Ross, 1977), could be placed importance on by higher
education leaders. Integrating employees into administrative functions, which could
be carried out as a result of successful application of job enrichment, enhances
employee performance and satisfaction (Saleem et al., 2012). Appropriate levels of
participation in decision making matter for academics as it nurtures intellectual
environment and improves relations between academic staff and administration in

higher education (Lacy & Sheehan, 1997).
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The findings demonstrated a high level of dissatisfaction of EFL instructors with lack
of planning and knowledge that CoHE had shown in its decisions regarding
instructors’ employment criteria. CoHE could be encouraged to share the rationale
and intention behind its regulations with instructors when decisions directly concern
them. Provided that changes, expectations and the reasons of those are clear for
individuals, they are able to do their job better and become more productive, from
which both organizations and employees benefit (Sabuncuoglu, 2008). As a
suggestion, CoHE may carry out pre-surveys and post surveys in order to see how its
changes influence academic staff. Throughout those surveys, instructors are able to
share their opinions and expectations, which increases their participation in decision
making. Higher education leaders can inspire all the academic staff by taking an
interest in their opinions (Thompson, 2017). In fact, thanks to participative approach,
the burdens of leadership will be less as roles are shared (Bush, 2007), as a result of

which schools function better and effectiveness increases.

Based on the results of the study, it is seen that instructors experience role conflict
and role ambiguity. Thus, some recommendations and problem-solving ideas could
be offered for higher education leaders and policy makers to address those role
stressors and decrease role confusion. First, as some of the participants suggested,
job description of the instructors could be reexamined and made sure that tasks and
responsibilities do not overlap. Changes in job description and division of labor may
help individuals manage role stressors (Fisher, 1995). Higher education leaders
should assure that each role occupant is provided with necessary and clear
information to carry out his or her tasks (Bedeian & Armenakis, 1981). Participants
said that they sometimes do not get any response for their feedback. However, as
feedback increases communication and brings clarity (Butler, 2017), university
administrators should utilize an effective feedback system in organizations and
develop effective interpersonal skills to solve complicated and stressful issues
(Balay, 2006). With increased communication, university leaders could be perceived
as collegial coordinators, as a result of which mutual trust and respect are likely to be
provided between academic staff and university administrators (Ssesanga & Garrett,

2005). Furthermore, mentoring programs could be useful particularly for new
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instructors in terms of grasping their roles and responsibilities. Professional
development departments of preparatory schools should encourage programs in
which mentoring skills are aimed to be gained to the instructors. It could be
suggested that the teaching burden of individuals who have heavy workloads in
university units should be reduced (Xu, 2019) and incongruent tasks should not be
requested so that they can create a balance between their two roles and perform the

duties of each role effectively.

Results show that workload, limited vacation time and salary are the major reasons
for job dissatisfaction for EFL instructors. As a suggestion, teaching load of
instructors could be reduced. Head of departments occupy a critical leadership
position in higher education as they hold the authority to determine academic
workloads (Winter & Sarros, 2002). In addition, instructors should not be expected
to do some tasks during their vacation. If instructors are given to perform extra
duties, they should be compensated. Private universities may be encouraged not to
reinforce organizational practices in which students are perceived as customers. A
supportive and motivating management approach increases job satisfaction of
employees, help them develop their creative abilities and reveal feelings of loyalty to
their organization (Balay, 2006). In addition, as Demir et al. (2015) suggest, working

hours could be more flexible for instructors.

All in all, it is not the conflict itself that negatively affects employees, but the
inability to deal with it directly and constructively (Balay, 2006). Both higher
education leaders and policy makers should take the opinions of instructors into
account and create an effective problem solving-process to eliminate role stressors,
improve effectiveness and strengthen relationships in higher education institutions.

5.3. Suggestions for Future Research

Due to the following reasons, further research should be undertaken to investigate
the effect of role stressors on EFL instructors in higher education in relation to their
job satisfaction:
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e As the particularity rather than generalizability is the main concern in
qualitative research (Creswell, 2014), the results cannot be generalized. Thus,
additional research can be carried out to increase generalizability of the
findings.

e The results are based on the researcher’s analysis and interpretation of the
participants’ responses during interviews. Other resources such as
observations or field notes may be adopted in future research in order to
collect further details about the issue.

e Findings only reflect experiences of EFL instructors at a foundation
university as this is the setting where participants work. Additional research

can be performed at a state university and findings can be compared.
5.4. Conclusion

In general, the present results clearly confirm that EFL instructors encounter role
stressors while fulfilling their tasks and experience job dissatisfaction in higher
education. As predicted, one of the primary reasons is the nature of their bridging
and in-between role in higher education. Second, they are exposed to frequent and
inconsistent changes by both CoHE and university administrations. In addition,
organizational practices and students’ attitudes influence how they experience their

roles and responsibilities in higher education.

Based on the findings, some of the conclusions are evident. First, EFL instructors
invest a lot of effort into the transition and adaptation of their students into university
life. They consider it as one of the priorities as there is no other group or unit who
provides this kind of support to preparatory students. Second, instructors holding
both teaching and administrative responsibilities experience role stressors as they fail
to focus on their major role among multiple roles due to workload of each role.

Next, role stressors and job dissatisfaction of EFL instructors mainly stem from
organizational practices as well as students’ attitudes. It could be concluded that
certain practices in private universities make instructors feel less valued and

respected in higher education when compared with faculty members. Also,
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instructors are not satisfied with the fact that incongruent tasks such as translation,
secretarial work are requested from them. Additionally, the findings of this research
highlight that instructors’ expectations of students do not match the reality as
students are not fully aware of the dynamics in higher education, culminating in

behavioral problems and adaptation issues.

The results suggest that CoHE’s inconsistent decisions regarding EFL instructors’
employment eligibility created conflict and confusion. CoHE was criticized for not

having knowledge, planning and coordination in its decisions.

The findings also reaffirm the importance of job satisfaction in relation to how they
experience their roles and responsibilities. As both literature review and findings of
the study confirmed, EFL instructors constitute a group whose intrinsic motivators
are high. The fact that they are in an atmosphere in which they can improve
themselves academically and contribute science in a free and critical environment is
a reason for their job satisfaction. Also, relations with colleagues who have similar
interests is another factor why they are satisfied with their experience in higher
education. On the other hand, hygiene factors such as workload, long working hours,

need for a longer vacation time fuel job dissatisfaction.

In sum, implications could be drawn from this study for higher education leaders and
policy makers to improve well-being of EFL instructors as having competent
instructors is directly linked to the quality of English education delivered in higher
education. The findings suggest improvement in English language teaching at
preparatory schools by providing data role stressors and job satisfaction of EFL
instructors. The results may also stimulate further and larger scale research including

participants from public universities.
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APPENDICES

APPENDIX A: INTERVIEW QUESTIONS

Calismanin amaci: Arastirmaci tiniversitelerin Yabanci Diller Hazirlik
Boéliimlerindeki ingilizce 6gretim gorevlilerinin yiiksekdgretimde bir rol gatigmasi
yasadigini gézlemlemektedir. Bunun boyutunu ve dgretim gorevlileri izerindeki
etkisini ortaya ¢ikarmay1 hedeflemistir.

DEMOGRAFIK BiLGILER

Cinsiyet:
Yas:
Medeni Durum:

Egitim diizeyiniz:

Doktora ve YL iz varsa hangi boliim iizerine?:

Ne kadar siiredir bu kurumdasiniz?

Idari goreviniz var ise nedir?

Daha once farkli nerelerde ve ne kadar siireligine ¢alistiniz?
Toplam is tecriibeniz kag yildir?

CALISMA SORULARI

1- Ingilizce dgretim gorevlisi olarak yiiksekogretimdeki rolleriniz ve
sorumluluklariniz nelerdir?

2- Yiiksekdgretimdeki roliiniiz dikkate alindiginda Ingilizce dgretim gérevlileri
ile 6gretim tiyeleri arasinda
a. farkliliklar var m1? Varsa bunlar1 6rnekleyebilir misiniz?
b. benzerlikler var m1? Varsa bunlari 6rnekleyebilir misiniz?

3- Size isiniz soruldugunda kendinizi yiiksekogretimde konumlandirmakta
giicliik cektiginiz bir deneyim yasadiginizi hatirliyor musunuz?
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4- Yiiksekogretimde 6gretim gorevlisi olarak caligsmayi tercih etme sebebinizi
aciklayabilir misiniz?
a. Bu meslege baslarken var olan beklentilerinizin karsilandigini
diisiiniiyor musunuz?

5- a. Yiiksek lisans ya da doktora yapmaktaki amaciniz ya da motivasyon
kaynaginizi agiklayabilir misiniz?
b. Yiiksek lisans ya da doktora yapmadiysaniz yapmay1 diistinityor musunuz?
Neden?

6- YOK’iin ise alim kriterleriniz ile ilgili yaptig1 degisimler ile ilgili goriisleriniz
nelerdir?
a. Tezli ytiksek lisans gerekliligi
b. Egitim bilimlerine ait boliimlerin 6nce ¢ikarilip sonra dahil edilmesi
c. Unvanin 6gretim gorevlisi olarak degistirilmesi

7- Universitede calisan 6gretim elemanlarindan beklenen asagidaki gorevlerin
hangisini ne oranda deneyimlediginizi diisiiniiyorsunuz?
a. Egitim-6gretim
b. Arastirma
c. Idari gérev

8- Rol ve sorumluluklariniz1 yerine getirirken bir rol ¢atigsmasi yasadiginizi
diisiiniiyor musunuz?
a. Kisiliginizle rollerinizin ¢atistigini hissediyor musunuz?
b. Rolleriniz arasi1 bir ¢atigsma hissediyor musunuz?
€. Rol gondericinizin/gondericilerinizin birbiriyle ¢elisen beklentileri
oluyor mu?
d. Roliiniizle uyusmayan gorevleri yaptiginizi diisiiniiyor musunuz?
€. Rol yiikii hakkinda ne diisiinliyorsunuz?

9- Eklemek istediginiz bir sey var m1?
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APPENDIX B: INFORMED CONSENT FORM

ARASTIRMAYA GONULLU KATILIM FORMU

Bu arastirma, ODTU Egitim Yonetimi ve Planlamasi1 Béliimii Yiiksek Lisans
ogrencisi Duygu Giineyli tarafindan Dr. Ogr. Uyesi Serap Emil danismanhigindaki
yuksek lisans tezi kapsaminda yiiriitilmektedir. Bu form sizi arastirma kosullari
hakkinda bilgilendirmek i¢in hazirlanmistir.

Calismanin Amaci Nedir?

Aragtirmanin amaci universitelerin Yabanci Diller Hazirlik Boliimlerindeki
Ingilizce oOgretim gorevlilerinin akademide yasadiklar1 rol ¢atismasi ve rol
belirsizliginin boyutunu ve etkilerini onlarin bakis acilarin1 ve diisiincelerini
inceleyerek ortaya ¢ikarmaktir.

Bize Nasil Yardimc1 Olmamz Isteyecegiz?

Aragtirmaya katilmay1 kabul ederseniz, sizden bir miilakata katilmaniz
beklenmektedir. Yaklasik olarak 45 dk siirmesi beklenen bu miilakatta sizlere bir dizi
acik uclu soru yoneltilecektir. Daha sonra igerik analizi ile degerlendirilmek {izere
cevaplarimizin ses kaydi alinacaktir.

Sizden Topladigimiz Bilgileri Nasil Kullanacagiz?

Arastirmaya katiliminiz tamamen goniilliilik temelinde olmalidir. Caligmada
sizden kimlik veya kurum belirleyici higbir bilgi istenmemektedir. Cevaplariniz
tamamiyla gizli tutulacak ve sadece aragtirmacilar tarafindan degerlendirilecektir.
Katilimcilardan elde edilecek bilgiler toplu halde degerlendirilecek ve bilimsel
yayimlarda kullanilacaktir.

Katilminizla ilgili bilmeniz gerekenler:

Miilakat, genel olarak kisisel rahatsizlik verecek sorular veya uygulamalar
icermemektedir. Ancak, katilim sirasinda sorulardan ya da herhangi baska bir
nedenden o6tiirii kendinizi rahatsiz hissederseniz miilakati yarida birakip ¢ikmakta
serbestsiniz. Boyle bir durumda c¢alismay1 uygulayan kisiye caligmadan ¢ikmak
istediginizi sdylemek yeterli olacaktir.

Arastirmayla ilgili daha fazla bilgi almak isterseniz:

Miilakat sonunda, bu c¢alismayla ilgili sorularimiz cevaplanacaktir. Bu
calismaya katildiginiz i¢in simdiden tesekkiir ederiz. Calisma hakkinda daha fazla
bilgi almak i¢in;

Egitim Yonetimi ve Planlamasi dgretim iiyelerinden Dr. Ogr. Uyesi Serap
Emil (E-posta: semil@metu.edu.tr) ya da yiiksek lisans 6grencisi Duygu Giineyli (E-
posta: duygu.guneyli@metu.edu.tr) ile iletisim kurabilirsiniz.
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Yukarudaki bilgileri okudum ve bu calismaya tamamen goniillii olarak

katilyyorum.
(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).
Isim Soyad Tarih Imza

S —
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APPENDIX D. TURKISH SUMMARY / TURKCE OZET

INGILIZCE OGRETIM GOREVLILERININ ROL STRESORLERI VE
BUNLARIN iS DOYUMLARINA ETKIiSi: YUKSEKOGRETIM
BAGLAMINDA FENOMENOLOJIK BiR CALISMA

GIRIS

Ingilizce oOgretim gorevlileri {iniversite &grencilerinin ilk karsilastiklar1 grubu
olustururlar, bu nedenle rolleri ve sorumluluklari aslinda Ingilizce 6gretimin
otesindedir. Yiksekogretimde arada kalmis olan bir grup olmalari (Soylu, 2013),
akademisyen olma tartigmalar1 (Demir et al., 2015), yliksekogretimde daha diisiik bir
unvana sahip olmalari, rol ve sorumluluklarina zaman ve enerjilerinin olmamasi
(Demirel ve Cephe, 2015; Ipek ve Kanatlar, 2018), iiniversitelerde farkli unvanlara
sahip kisilerle siirekli iligkileri ve YOK'iin son yillarda 6gretim gorevlilerinin ise
alm kriterleri ile ilgili yaptigi sik ve tutarsiz degisiklikler Ingilizce o&gretim

gorevlilerinin rol stres faktorlerine duyarli olmasinin tetikleyici nedenleridir.
Arastirmanin Amaci ve Onemi

Bu ¢aligmanin amaci, vakif iiniversitelerindeki Ingilizce 6gretim gorevlilerinin
yiiksekdgretimdeki rol ve sorumluluklarimi is tatminleri agisindan nasil
deneyimlediklerini arastirmaktir. Bu ¢alisma, “Universitelerin hazirlik okullarindaki
Ingilizce dgretim gorevlilerinin yiiksekdgretimdeki rol ve sorumluluklar agisindan is

doyumlari ile ilgili deneyimleri nedir?”’ sorusuna cevap vermeyi amaclamaktadir.

Ingilizce dgretim gorevlileri, dgrencilerin iiniversite yasamina gecis siirecinde ilk
etkilesimde bulunduklar1 grup olmalar1 nedeniyle Tiirk yiliksekdgretiminde onemli
bir role sahiptir. Ogretim elemanlarmnin yiiksekdgretimde kendilerini nasil
konumlandirdiklari, rol ve sorumluluklarini nasil algiladiklart hem kendi

deneyimlerini hem de Ogrencilerin deneyimlerini etkiler. Ayrica bu arastirma,
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Ingilizce 6gretim gorevlilerinin deneyimlerini dgretim iiyelerinin deneyimlerinden

ayirt etmek icin 6nemli bir firsattir.

LITERATUR TARAMASI

2547 sayil Yiiksekogretim Kanunu'na gore, hazirlik okulunda c¢alisgan akademik
personel i¢in Ogretim gorevlisi unvani kullanilmaktadir. 22 Subat 2018 tarihli
kararnameye gore, okutman unvani artik Ingilizce 6gretim gorevlilerini ifade etmek

i¢in kullanilmamaktadir.

Tiirkiye'nin uluslararasi arenada taninmast igin verilen dneme ragmen (Ulker, 2017),
Tiirkiye Ingilizce 6gretiminde hala ideal bir yerde degildir (Unal ve Ilhan, 2017).
Universitelerde gézlemlenen 'Ingilizce agig1', Tiirk yiiksekdgretiminde genel kaliteyi
etkilemeye devam ediyor (British Council, 2015). British Council, kapsamli 2015
raporu, Tirkiye'nin nicelige nitelikten daha fazla 6nem verdigini ortaya koyuyor.
Universite ve ogrenci sayist hizla artmasma ragmen, iiniversitelerde ideal dil
egitimini hala veremiyor. Ingilizce Yeterlik Endeksine gére Tiirkiye diinyada 47.
sirada ve 24 Avrupa iilkesi arasinda sonuncu sirada yer aliyor. Benzer sekilde 2016
Ingilizce Yeterlik Endeksi raporu, Tiirkiye'nin Cok Diisiik Yeterlilik kategorisine
giren 71 iilke arasinda 51. sirada oldugunu gostermektedir (Ulker, 2017).
Universitelerin yetkin Ingilizce 6gretim gérevlilerine sahip olmasi, yiiksekogretimde
verilen Ingilizce egitiminin kalitesi ile dogrudan iliskilidir (Unal ve Ilhan, 2017), bu

da rollerinin dikkate deger oldugunu gdstermektedir.

Kahn ve digerleri (1964) odakta bulunan kisi ve rol gonderenlerin degisen orgiitsel
faktorlerden, kisilik faktorlerinden ve kisilerarasi faktorlerden etkilenen bir ortamda
dongiisel olarak etkilesime girdigi bir rol episode modeli ortaya koydular. Rol
stresOrlerinden biri olan rol ¢atismasi, bireylerin genellikle birbiriyle uyumsuz veya
catisan iki veya daha fazla rolii yerine getirmeye calismasiyla ortaya cikar (Jones,
1993). Rol belirsizligi, “yetersiz rol gonderme, rol gonderenler arasinda anlagma
veya koordinasyon eksikligi ve yeterli rol performansi igin gerekli belirli bilgilerin

eksikligi” olarak tanimlanmaktadir. Herzberg'in teorisi (Hoy ve Miskel, 2013, 5.143)
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orgiitlerde is doyum diizeyini belirlemek ve tanimlamak i¢in yaygin olarak kullanilan

bir igerik teorisidir. (Alshmemri ve digerleri., 2017).

Kisisel farkliliklarin rol baskilart iizerinde etkili oldugu bilinmektedir (Adigiizel,
2012; Polatgi, 2015). Ayrica, farkli rol beklentileri, durumsal veya oOrgiitsel
faktorlerin bir sonucu olarak da ortaya ¢ikar (Kahn ve digerleri., 1964). Uciincii
olarak da, baskalartyla siirekli etkilesimin oldugu yerlerde rol belirsizligi ve rol
catismasi kacinilmazdir (Arslan ve Ungiiren, 2017; Bork ve Adigiizel, 2015), yani rol
atama siireci kisileraras1 degiskenlerden de etkilenir (Gilbert ve digerleri., 2019).
Ideal bir profesyonel orgiit tipinin temel &zelliklerini olusturan profesyonel
biirokrasiye gore, temel calisma projelerden ¢ok siireglere baglidir ve buna 6rnek

olarak iiniversiteler ve hastaneler gosterilebilir (Kallio ve digerleri., 2020).

Mevcut literatiir, akademik personelin 6gretim, arastirma, idari gorev gibi farkh
rolleri oldugu i¢in rol stresorleri bilesenlerinden biri olan roller arasi ¢atismay1 yogun
yasadiklarii gostermistir. Yiiksekogretim kurumlarindaki akademik personelin
statiileri, rol ¢atismas1 yasay1p yasamadiklar1 konusunda belirleyici olabilir. Ogretim
tiyelerine gore daha diisiik statiiye sahip 6gretim elemanlarinda daha yiiksek diizeyde
tilkenmislik, duygusal tilkenme ve yorgunluk yasanmaktadir (Dogan ve digerleri.,
2016; Dogan ve digerleri., 2020). Bu c¢alismalar, akademik riitbe yiikseldik¢e rol
catismasinin azaldigini1 gostermektedir. Rollerin daha agik ve yonetilebilir oldugu bir
profesorliikk pozisyonuna sahip olanlar i¢in, deneyim o kadar ¢eliskili veya belirsiz
degildir. Ote yandan, karar verme siirecine katilimi diisiik, rol talepleri asir1
yiiklenmis veya takdir edilmeyen o6gretim gorevlileri i¢in deneyim tam tersidir

(Winter ve Sarros, 2002).

Rol stresorleri olumsuz etkileri olan, is tatminsizligi, is kaynakli gerginlik, diisiik
orgiitsel baglilik, isten ayrilma, diisiik performans kalitesi, motivasyonda azalma,
Ozgliven ve 0z saygl kaybi1 ve kaygidan dolayr orgiitler ve bireyler i¢in oldukga
maliyetli olabilir (Bedeian ve Armenakis, 1981; Fisher, 1995; Fisher ve Gitelson,
1983; Getzels ve Guba, 1954; Ipek ve Kanatlar, 2018; 2013). Ancak rol catismasi ve

rol belirsizligi ile bag etmeye onem veren organizasyonlar i¢in birgok alternatif ve
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teknik bulunmaktadir. Kuruluslarin dogasina veya Kkiiltiirtine bagli olarak farkh

stratejiler benimsenebilir.

Arastirmalar, rol stresorlerinin is tatminini olumsuz etkiledigini gostermektedir
(Bedeian ve Armenakis, 1981; Fisher, 1995). Bu roller basarili bir sekilde yerine
getirilmediginde, diisiik diizeyde is tatmini gozlemlenir. Rol stresorleri, dikkat
odagini azaltir ve is tatminsizligine yol acar (Eray, 2017; Jex ve digerleri, 2003). Rol
stresorlerinin bireylerde stres, gerginlik ve kaygi diizeyini yiikseltmesi is doyumunun
disiik olmasina neden olmaktadir (Dogan ve digerleri., 2016). Rol ¢atismasini
ortadan kaldiracak onlemler almak is tatmini lizerindeki performansi artirir (Ceylan

ve Ulutiirk, 2006).
YONTEM
Model

Bu arastirmada, nitel arastirma tiirlerinden olan fenomenolojik ¢alisma kullanilmistir.
Fenomenolojik arastirma, arastirmaciya “bireylerin bir fenomenle ilgili yasanmis
deneyimlerini” tanimlama firsatt verdigi i¢in c¢alisma i¢in en uygun desendir
(Creswell, 2014). Bir deneyim ancak onu yasayan bireyler tarafindan tam olarak
anlagilabilir (Demir ve digerleri, 2015; Mcilfatrick ve digerleri, 2006; Padilla-Diaz,
2015).

Orneklem

Arastirmanin hedef kitlesi, Tiirkiye'deki vakif iiniversitelerinde Ingilizce &gretim
gorevlileridir. Erisim niifusu Ankara'daki bir vakif iiniversitesidir. Bu arastirmada

amagcl ornekleme kullanilmistir.

Bu arastirma icin belirlenen vakif {iniversitesinden 15 tane Ingilizce &gretim
gorevlisi se¢ilmistir. Katilimcilardan 2'si erkek, 13'ii kadindir. Bunlardan 12'si 30-40
yas arast. 2'si 25-30 yas arasinda, 1'i ise 40 yasin iizerinde. Medeni durumlarina gore
4'i evli, geri kalan1 bekar 6gretim tiyesidir. Ayrica katilimcilardan 8'1 boliimiin farkli

birimlerinde idari gdrevde bulunurken, 7'si sadece Ingilizce ogretimine
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odaklanmaktadir. Son olarak, tiim katilimcilar iiniversitenin Temel Ingilizce
Boliimii'ndeki akademik personelin tam zamanl iiyeleridir. Arastirmaci, sonuglari
bildirirken, katilimcilarin kimligini gizli tutmak i¢in katilimcilart numaralandirmamis

veya herhangi bir takma ad kullanmamustir.
Veri Toplama Araci

Fenomenolojik arastirmada goriismeler kullanilacak birincil araglardir (Creswell,
2014). Tipik olarak fenomenolojik c¢alismada, agik u¢lu sorularin kullanilmasinin
ideal oldugu etkilesimli ve resmi olmayan bir siire¢ benimsenir (Moustakas, 1994).
Yar1 yapilandirilmis goriismeler, bireysel deneyimleri ve fenomenin anlasilmasini
ortaya cikarir ve goriisiilen kisilere kendi goriislerini kendi yontemleriyle ifade etme

Ozgurliigii ve firsat1 verir (Davison, 2014; Newton, 2010).

Sorularin sirasinin dogru olup olmadigini belirlemek ve anlasilmayan maddeleri
tespit etmek icin iki pilot goriisme yapilmistir. Her iki goriisme de ses kaydina
alinmis ve yaziya dokiilmiistiir. Bu arastirma i¢in, goriisme protokoliinde demografik
bilgi formunun yani sira 8 soru vardi. Konuyu derinlemesine kesfedebilmek icin

takip sorular1 gelistirilmistir.
Veri Toplama Siireci

Veri toplama siirecini baslatmak icin Orta Dogu Teknik Universitesi insan Konulari
Etik Kurulu'ndan (Ek C) etik onay alindi. Arastirmanin yapildigi iiniversitenin
Yabanci Diller Boliimii yonetim kurulundan arastirma izni alinmistir. Goniilli formu
(Ek B), demografik bilgi formu ve c¢alismanin amaci katilimcilarla e-posta yoluyla
paylasildi. Tiim goriismeler ¢cevrimigi olarak yapildi ve bunun i¢in Zoom uygulamasi
kullanildi. Goriismeler Tiirkce yapilmis ve izin alinarak ses kaydi yapilmistir.
Fenomenolojik arastirma tipik olarak veri toplamak i¢in karsilikli, etkilesimli ve
derinlemesine goriismelere odaklandigindan, her katilimciyla 30-50 dakikalik

¢evrimigi goriismeler planlanmistir (Moustakas, 1994).

126



Veri Analizi

Aragtirmac1 veri analizi yapmak ic¢in, Moustakas'in (1994) fenomenal analiz
yonergelerini benimsemistir. Bu yonergelerin ilk adimi olarak arastirmaci, her
ifadeye esit onem vermeyi ve sadece ilgili ifadeleri listelemeyi ifade eden
yataylastirmadan (horizontalization) yararlanmistir (Moustakas, 1994). Ikinci
adimda, arastirmaci ilk adimda yataylastirdigi ifadeleri kiimeler ve temalar
olusturmasina izin veren anlam birimleri (meaning units) olusturmustur (Cilesiz,
2009). Daha sonra deneyimin tematik tasvirleri olusturulmustur. Katilimcilarin
deneyimlerinin temalarma ve algilarina atifta bulunmak i¢in bireysel dokusal
betimlemeler kullanildi. “Deneyimin altinda yatan dinamiklerin canli bir
aciklamasini saglayan” (Moustakas, 1994, s. 135) bireysel yapisal betimlemeler
yapildi. Birlesik yapisal betimleme, katilimeilarin bir grup olarak deneyimlediklerini
nasil deneyimlediklerini anlamayi1 saglar (Moustakas, 1994, s.142) ve her bir
betimlemenin bir biitiin olarak temsil edilmesini saglar (Eddles-Hirsch, 2015).
Fenomenolojik analizin son asamasinda, dokusal betimleme ve birlesik yapisal
betimleme biitiinlestirilir, boylece fenomenin genel bir betimlemesi olusturulur

(Cilesiz, 2009).

BULGULAR

Bu béliimde, calismanin bulgular1 sunulacak ve Ingilizce 6gretim gorevlilerinin
yiiksekogretimdeki rol ve sorumluluklarina iligkin deneyimleri ortaya konmaya
calisilacaktir. Kapsamli bir nitel veri analizinin sonucu olarak, asagidaki yedi tema
ortaya cikti: (1) Ingilizce o&gretim gorevlilerinin yiiksekdgretimdeki rolleri ve
sorumluluklari, (2) Ingilizce 6gretim gorevlilerinin iiniversitedeki akademik
personele iliskin algilari, (3) 6gretim gorevlilerinin yiiksekogretimde kendilerini
konumlamasi, (4) meslegi segme nedenleri, (5) YOK'iin kararlarina iliskin goriisler,

(6) rol catismasi ve rol belirsizligine iliskin deneyimler ve (7) is tatmini.
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Ingilizce Ogretim Gérevlilerinin Yiiksekogretimdeki Rolleri ve Sorumluluklar

Sonuglara bakildiginda, Ingilizce 6gretim gérevlilerinin {iniversite hayatina uyum ve
gecis siirecindeki hazirlik 6grencilerine destek ve rehberlik icin olduk¢a zaman ve
enerji ayirdiklart goriilityor. Ayrica, 6grencilerin kendi alanlarinda g¢aligsmalarina
baslamadan Once elestirel diisiinme becerilerini gelistirmeyi, 6gretim elemanlari
gorev olarak gdrmektedir. Oncelikle dgretime ve &grencilerine odaklanan dgretim
gorevlilerinin aksine, idari unvanlara sahip olanlar, zamanlarinin biiyiik bir kismini
idari gorevlere ayirirlar. Idari gérevlerin aciliyeti ve dnceligi nedeniyle ek rollerinin
temel rollerine doniistiigii aciktir. Ayrica 0gretim gorevlileri, ya mesleki gelisim
birimi gereksinimleri ya da ihtiya¢c temelli arastirmalari nedeniyle arastirma
faaliyetlerine katilmaktadirlar. Kendilerini mesleki ve kisisel olarak gelistirmek icin
de goniillii olarak arastirmalar yaptiklarini dile getirdiler; ancak islerinin herhangi bir
arastirma faaliyeti gerektirmediginin ve Ogretim gorevlilerinin  aragtirmaci
olmadiginin altim gizerler. Universitelerin misyonlarindan biri olan topluma hizmet,
sadece bir katilimcinin kisaca degindigi gibi 6gretim gorevlilerinin temel rollerinden

biri olarak algilanmamaktadir.

Ingilizce Ogretim Gorevlilerinin Universitedeki Akademik Personele iliskin

Algilan

Ogretim gorevlileri ve dgretim iiyeleri arasindaki farkliliklarin benzerliklere {istiin
geldigi anlasilmaktadir. Oncelikle 6gretim gorevlileri, 6gretim iiyelerine gore daha
standart ve sabit bir sistemin parcasidir. Miifredat ve sinavlar1 daha standart bir
sekilde uygularken, Ogretim iiyeleri kendi ders igeriklerini, materyallerini ve
degerlendirme yoOntemlerini olusturma ve tasarlama Ozgiirliigiine sahiptir. Ayrica
ogretim gorevlileri i¢in dgretim iiyelerinden farkli olarak takip etmeleri gereken bir
calisma saati bulunmaktadir. Ortaya ¢ikan diger bir farklilik ise yas farkinin daha az
olmasi, Ogrencilerin iiniversite hayatina gegis silirecinde olmasi ve Ogretim
gorevlilerinin mesai saatleri nedeniyle cogunlukla ofislerinde olmalar1 nedeniyle
daha kolay ulagilabilmesi nedeniyle 6gretim gorevlileri ile daha yakin ve hatta
dostane olan ogrenci iliskileridir. Ancak bu yakin iligki, &grencilerin G6gretim

tiyelerine gostermeye cesaret edemeyecekleri bir saygi yoksunluguna doniisebilir.
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Sadece Ogrencilerin tutumlar1 degil, ayn1 zamanda orgiitsel uygulamalar da 6gretim
gorevlilerinin daha az saygi duyulmasina ve deger verilmemesine neden olan

faktorlerdir.
Ogretim Gorevlilerinin Yiiksekogretimde Kendilerini Konumlamasi

Ingilizce  ogretim  gorevlilerinin  genellikle  kendilerini  yiiksekogretimde
konumlandirmakta giigliik c¢ektikleri goriiliir. Bu, kendi bireysel deneyimleri veya
gecmisleri, Ogrenci tutumlari, Orgilitsel uygulamalar1t ve isinin ne oldugunu
sOylediklerinde aldiklar1 tepkiler gibi ¢esitli faktorlerden kaynaklanir. Bu faktorler,
aslinda yiiksek6grenimin bir pargasi olup olmadiklarini sorgulamalarina neden olur.
Ote yandan, unvan, beklenti veya sorumluluklar agisindan kendilerini
konumlandirmakta zorlanmadigin1 ifade edenler de var. Ancak, O&gretim
gorevlilerinin ~ ¢ogunlugu  konumlandirma  sorununu  deneyimliyor  gibi

goriinmektedir.
Meslegi Segme Nedenleri

Ingilizce 6gretim gorevlilerinin yiiksekdgretimde ¢alismay1 tercih etme nedenleri
dissal ve icsel faktorler olarak siralanabilir. Digsal faktorlerde ise hazirlik okulu
Ogrencilerinin yasi, 6gretim gorevlileri icin 6ne ¢ikan bir faktor olarak karsimiza
cikmaktadir. Onlarla bir¢ok sey hakkinda konusabildikleri ve onlarla kolayca iletigim
kurabildikleri i¢in belirli 6grenci gruplartyla calismaktan zevk alirlar. Ayrica
ogrenmeye ve yeniliklere agik calisma arkadaslarina sahip olmalar1 da meslegi
secmelerinin bir diger onemli nedenidir. Universite baglami ve kampiiste olmak,
meslegi dgretim gorevlileri icin ¢ekici kilmaktadir. Ote yandan akademik kariyer
yapmak ve bilime katkida bulunmak igsel faktorler olarak ortaya g¢ikmaktadir.
Ogretim gorevlileri bilgi iiretmeyi, yeniliklere ve gelismelere yakin olmay1 isterler.
Son olarak, bir tiniversitede calismay1 prestijli ve saygin olarak goriiyorlar. Milli
Egitim Bakanligit ve 06zel K-12 okullarindaki ingilizce 06gretmenleri ile
karsilagtirildiginda toplumda daha yiiksek bir statiiye sahip olduklar1 algisina
sahipler.
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YOK'iin Kararlarina iliskin Gériisler

Ingilizce 6gretim gorevlilerinin istihdami igin bir &n kosul olarak yiiksek lisans
derecesinin gerekliligi konusunda Ogretim gorevlileri farkli goriislere sahiptir.
Kimileri bir 6gretim gorevlisinin aragtirma yapmay1 bilmesi ve akademik olarak
donanimli olmasi gerektigini diistindiikleri i¢in degisimi hos karsilanirken, kimileri
de degisimin kendi rolleri ve sorumluluklariyla ilgili olmadigini ifade etmistir.
Karara kars1 olanlar, degisikligin gereksiz oldugu kadar yiiksekdgretimde kaliteye de
zarar verdigini belirtti. Ayrica karar yeni mezunlar ve yiiksek lisans derecesi
olmayan deneyimli &gretim gorevlileri igin de engel teskil etmektedir. Ogretim
gorevlileri tarafindan Once egitim bilimlerinin 6nce dahil edilmemesi, ardindan
alanlarin genisletilmesi elestiriliyor. Ayrica, bu degisiklikler kendilerini dogrudan
etkilemesine ragmen, degisiklikler ve bunlarin gerekceleri hakkinda kendilerine
herhangi bir bilgi veya agiklama verilmedigini ifade etmektedirler. Son olarak unvan
degisikligini desteklemektedirler ve O&gretim gorevlisi unvaninin daha ¢ok
yiiksekdgretimle iligkilendirilmesi ve okutman unvaninin pek ¢ok kisi tarafindan
bilinmemesi ve diisiik statii olarak goriilmesi nedeniyle okutman yerine Ogretim

gorevlisi olarak adlandirilmayi tercih ettiklerini belirttiler.
Rol Catismasi ve Rol Belirsizligine iliskin Deneyimler

Sonug olarak, diizeyi ve tiirii farklilik gosterse de 6gretim gorevlilerinin rol ¢atismasi
yasadiklar1 anlagilmaktadir. Birincisi, gorev tanimlariyla hi¢ ilgisi olmayan,
birbiriyle uyumsuz gorevleri yerine getirmek zorunda olmalari, orgiitteki rollerini
sorgulamalarina neden olur. Ayrica, ¢eliskili ve tutarsiz beklentiler, rol ¢atigmasinin
diger kaynagi olarak gosterilmektedir. Beklentiler sik sik degistiginde ve karar alma
siirecine katilim ve koordinasyon eksikligi oldugunda bu genellikle daha da
kotiilesir. Uglinciisii, eger ogretim gorevlileri 6gretim ve yonetim gibi birden fazla
rol Gistleniyorsa, roller arasi ¢atisma ortaya ¢ikar. Son olarak 6gretim gorevlileri idari
konularda kisilik ¢atismalar1 yasayabileceklerini ifade etmektedirler. Yonetici bir
pozisyondalarsa daha fazla taviz vermek zorunda Kkalabilirler, ancak bunu
ogretmenlik rollerinde yasamadiklarini bildiriyorlar. Kisiliklerinin, rolleri ve

beklentileriyle ortiistiigiinii  belirtirler. Ogretim gorevlilerinden ikisi, iletisim
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eksikliginin ve alman kararlarin mantigin1 agiklayamamanin kendilerini olumsuz
etkiledigini ifade etmektedir. Bu onlara dikkate alinmadiklarini hissettirir. Istedikleri
bilgilerin kendilerine verilmemesi, 6gretim gorevlilerinde rol belirsizligine neden

olabilir.
Is Tatmini

Ogretim gorevlileri, kurumlarmin sagladifi akademik Kkariyer desteginden
memnundur. Ayrica ¢aligma ortamindan ve benzer ilgi alanlaria sahip ve kendilerini
gelistirmeye hevesli is arkadaslarina sahip olmaktan keyif alirlar. Ote yandan is
yukii, en gili¢li is tatminsizligi faktorlerinden biri olarak karsimiza ¢ikmaktadir.
Ogretim gorevlileri, beklenen tiim gorevleri yerine getirmek igin sinirlt zamanlarinin
olmasi gerceginden memnun degiller. Akillarinda her zaman isle ilgili bir seyler
oldugu i¢in tatilin tadin1 bile c¢ikaramadiklarini belirtmiglerdir. Ek olarak,
ogrencilerle kendi aralarindaki iliski, Ogrencilerin davranislart veya oOrgiitsel
uygulamalar1 nedeniyle daha ¢ok bir miisteri iligskisine benziyor ve bu biiyiik bir
hayal kirikhig1 olarak tanimlanan bir sey. Ozerklik ve Ozgiirliik eksikligi de bir
dereceye kadar memnuniyetsizlik yaratir. Sonug¢ olarak, tim olumsuz faktorler
kaginilmaz olarak tiikkenmislik, yorgunluk, diisiik seviyede yaraticilik ve iiretkenlik,

stres ve gerginlik yaratir.

TARTISMA VE SONUC

Bu boliimde, arastirmaci sonuglar1 tartigir, Ingilizce dgretmenleri ve yiiksekdgretim
liderleri i¢in Onerilerden bahseder, gelecekteki arastirmalar i¢in bazi Onerilerde

bulunur ve son olarak ¢alismanin sonucunu sunar.

Calismanin bulgulari, Ingilizce 6gretim gérevlilerinin roliiniin Ingilizce dgretiminin
Otesinde oldugunu gostermektedir. Zamanlarinin 6nemli bir kismin1 6grencilerin
adaptasyonuna ayirmaktadirlar. Hazirlik 6grencilerine yonelik rehberlik  ve
desteklerinin ¢ok Onemli oldugu ve Ogrencilerin tiim {iniversite hayatini
etkileyebilecegi anlasilmaktadir. Ayrica arastirma sonuglari, 6gretim elemanlarinin

kendilerini degerli ve saygin hissetmediklerini ve yiiksekdgretimde daha diisiik bir
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statiiye sahip olduklarini vurgulamaktadir. Orgiitsel uygulamalar, kisiler arasi
iligkiler ve 6grenci tutumlart bunun baslica nedenleri olarak karsimiza ¢ikmaktadir.
Ayni faktorler 6gretim gorevlileri arasinda bir aradalik durumuna neden olmakta ve

yuksekogretimdeki rollerini sorgulamalarina neden olmaktadir.

Ek olarak, Ingilizce ogretim gorevlilerinden gdérev ve sorumluluklari arasinda
olmayan gorevleri yerine getirmeleri istenmekte ve bu durum rol g¢atigmasi ile
sonuglanmaktadir. Ayrica, Ogretmenlik ve yoneticilik gibi birden fazla roli
iistlenenler, roller arasi ¢atisma ile ugrasmak zorundadir. Genel olarak, yan idari
gorevler, bireylerin asil gorevlerini yerine getirmelerini engeller bir hal almistir.
Calisma, ayn1 zamanda iki ¢alisanin birbirinden habersiz ayni gorevleri yaptigi
durumlar oldugu i¢in Ogretim gorevlilerinin rol belirsizligi ile karst karsiya
kaldiklarim1 da gostermektedir. Etkili bir geri bildirim sisteminin olmamasi ve
orgiitsel kararlarin ardindaki mantigin  agiklanamamasi, bu arastirmada rol

belirsizliginin kaynagi olarak ortaya ¢ikmaktadir.

Sonuglar, bazi Ingilizce 6gretim gorevlilerinin YOK 'iin yiiksek lisans derecesi sartin1
destekledigini, bazilarinin ise degisikligin asil rolleri olan 6gretimi etkilemedigini
diisiindiikleri i¢in karara karsi c¢iktiimi gostermektedir. Ayrica YOK'iin sik ve
tutarsiz degisikliklerinin 6gretim gorevlileri arasinda rol streslerini koriikledigi
goriilmektedir.

Arastirma ayrica, yiiksekdgretimdeki rol stresleri ile ilgili olarak Ingilizce dgretim
gorevlilerinin is doyum diizeylerini belirlemeye calismistir. Ozerklik eksikligi, asiri
is yiikii ve bir dizi kurumsal uygulama, is tatminsizli§ine yol acar. Ote yandan
akademik olarak tretken olmak, genc yetiskinlerle calismak ve meslektaglarla
olumlu iligkiler is doyumunun kaynaklart olarak goriinmektedir. Arastirma
bulgularina dayali olarak, ingilizce 6gretim gorevlilerinin is tatmininin esas olarak

icsel faktorlere bagl oldugu goriilmiistiir.
Politika Belirleyiciler ve Yiiksekégretim Liderlerine Oneriler

Sonu¢ olarak, yiiksekogretimde etkin yoOnetim siire¢lerinin tanitilmasi ve

uygulanmasinda en yiiksek sorumlulugu tistlenen yiiksekogretim liderleri ve politika
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belirleyiciler i¢cin hem arastirmaci hem de katilimcilar tarafindan bazi Onerilerde

bulunulabilir.

Ik olarak, dgrencilerin iiniversiteye adaptasyonu, uzun vadede onlarin &grenme
siirecini etkileyebilecek oOnemli bir gorevdir. Hazirlik okulu 6grencilerine bu
yiiksekdgretime gecis siirecinde duygusal ve psikolojik destek saglamak Ingilizce
Ogretmenlerinin Onemli bir rolii gibi goriinmektedir. Adaptasyon ve rehberligi
kolaylastirma rolii egitmen olmakla tamamen alakasiz olmadigi gibi ekstra bir rol
olarak da diistiniilmemelidir. Bu noktada 6gretmen yetistirme veya 6gretmen kimligi
kavramlar1 giindeme gelebilir. Sonuglar, 6gretmen yetistiren okullar tarafindan
yiiksekdgretimdeki 6gretim gorevlilerinin rollerini nasil algiladiklarini belirlemek
icin kullanilabilir. Ayrica, &gretim gorevlileri bir 6gretmen olarak rolleri ve
kimlikleri hakkinda fikir yiiriitmek i¢in sonuglardan yararlanabilirler. Universitelerin
mesleki gelisim birimleri, 68retim gorevlileri i¢in daha odakli 6gretmen yetistirme
programlar1 veya seminerler sunarak firsatlar ve platformlar saglayabilir. Bu
konudaki bir diger oneri ise dgrencilerin yliksekogretimde ilk yil deneyimleri ile
ilgili sorunlar1 veya sorgulamalari ile ilgilenen bir boliim veya birimin varligi

olabilir.

Sonuglar, Ingilizce dgretim gorevlilerinin kendilerine saygi duyulmadigini veya
takdir edilmedigini gostermektedir. Statiileri 0gretim {iyelerinden daha diistiktiir.
Sorunun temel nedenleri olarak goriilen yiiksekdgretim yonetim uygulamalart ve
tutumlarinin ~ {iniversite  yonetimleri tarafindan ele alimmast ve yeniden
degerlendirilmesi  onerilebilir. Ogretim  gorevlilerinin ~ sesini  duyurmak ve
goriiglerinin ve katkilarinin yliksekdgretim liderleri tarafindan dikkate alinmasini
istedikleri aciktir. Orgiit ikliminin degistirilmesi bu konuya uygun bir éneri olabilir
(Fisher, 1995). Yiiksekogretimde bu konu icin bilingli ¢aba gosterilmesinde bolim
baskanlarinin rolii biiytiktiir (Schulze, 2006).

Ingilizce 6gretim gorevlileri igin 6zerklik, karar alma siireclerine katilim ve idari
degisiklik ve uygulamalarda esneklik artirilabilir, ¢linkii bunlarin eksikliginin,
Ogretim tlyelerinden daha diisiik bir statiiye sahip olduklarii diistinmelerine sebep

oldugu goriilmiistiir. Karar verme siireclerine uygun katilim diizeyleri, entelektiiel
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ortami besledigi ve yliksekogretimde akademik personel ile yOnetim arasindaki

iliskileri gelistirdigi i¢cin akademisyenler i¢in dnemlidir (Lacy ve Sheehan, 1997).

Hem YOK hem de iiniversite yonetimleri, yapilan degisikliklerin akademik personeli
nasil etkiledigini gormek icin anketler yapabilir. Bu anketler sayesinde, 0gretim
gorevlileri goriis ve beklentilerini paylasabilir, bu da karar alma siireglerine
katilimlarint artirabilir. Yiksekogretim liderleri, onlarin goriislerine ilgi gostererek
tim akademik personele ilham verebilir (Thompson, 2017). Aslinda katilimei
yaklagim sayesinde roller paylasildikca liderligin yiikleri daha az olacaktir (Bush,
2007), bunun sonucunda okullarin daha iyi islemesi ve etkinligin artmasi

saglanacaktir.

Yiiksekogretim liderlerine ve politika belirleyicilere rol streslerini ele almak ve rol
karmasasmi azaltmak i¢in bazi Oneriler ve problem ¢ézme fikirleri sunulabilir. i1k
olarak, bazi katilimcilarin 6nerdigi gibi, 6gretim gorevlilerin gérev tanimlar1 yeniden
incelenebilir ve gorev ve sorumluluklarin ortiisiip Ortlismediginden emin olunabilir.
Is tanimindaki ve is boliimiindeki degisiklikler, bireylerin rol streslerini
yonetmelerine yardimci olabilir (Fisher, 1995). Yiksekogretim liderleri, her bir rol
sahibine gorevlerini yerine getirmesi i¢in gerekli ve agik bilgiler verildiginden emin
olmalidir (Bedeian & Armenakis, 1981). Ayrica {iniversite yoOneticileri, drgiitlerde
etkili bir geri bildirim sistemini kullanmali ve karmasik ve stresli sorunlari ¢6zmek

icin etkili kisileraras1 beceriler gelistirmelidir (Balay, 2006).

Sonu¢ olarak, calisanlar1 olumsuz etkileyen catismanin kendisi degil, onunla
dogrudan ve yapict bir sekilde basa ¢ikamamaktir (Balay, 2006). Hem
yiiksekogretim liderleri hem de politika belirleyiciler, yiiksekdgretim kurumlarinda
rol streslerini ortadan kaldirmak, etkinligi artirmak ve iligkileri giiclendirmek i¢in
ogretim gorevlilerinin goriislerini dikkate almali ve etkili bir problem ¢6zme siireci

olusturmalidir.
Gelecekteki Arastirmacilar i¢in Oneriler

Calismanin sonuglarina bakildiginda, gelecekteki arastirmalar igin gbéz Oniine
aliabilecek bazi 6neriler vardir:

134



Nitel aragtirmalarda temel kaygi genellenebilirlikten c¢ok belirlilik
oldugundan (Creswell, 2014), sonuglar genellenemez. Boylece bulgularin
genellenebilirligini artirmak i¢in ek aragtirmalar yapilabilir.

Sonuglar, arastirmacinin goriismeler sirasinda katilimcilarin  yanitlarinin
analizine ve yorumuna dayanmaktadir. Konuyla ilgili daha fazla ayrinti
toplamak i¢in gelecekteki arastirmalarda gozlemler veya alan notlar1 gibi
diger kaynaklar kullanilabilir.

Bulgular, yalnizca bir vakif iiniversitesindeki Ingilizce dgretim gérevlilerinin
deneyimlerini yansitmaktadir. Bir devlet liniversitesinde ek arastirmalar

yapilabilir ve bulgular karsilastirilabilir.
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