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ABSTRACT

INVESTIGATING PROFESSIONAL IDENTITY AND ORGANIZATIONAL
CITIZENSHIP BEHAVIORS OF EFL INSTRUCTORS:
A CASE STUDY IN A HIGHER EDUCATION CONTEXT

Baltaci, Hasan Serif
M.A., Program of English Language Teaching
Supervisor: Assoc. Prof. Dr. A. Cendel Karaman

September 2019, 215 pages

This study aimed to investigate how English as a foreign language (EFL) instructors at a
foundation university view their teacher identity and organizational citizenship
behaviors. To this end, a qualitative case study design was utilized. Data were collected
through semi-structured interviews, focus group interviews and classroom observations.
During the two-month data collection period, 28 individual interviews and three focus-
group interviews were carried out with nine instructors and one manager. Observations
at the research site were documented through the researcher’s field notes. Interview data
were audio-recorded and transcribed verbatim. The data were organized regularly in
separate files and analyzed using the qualitative software program MAXQDA. In the

data analysis process, the data were read and re-read for coding and themes were



generated. The findings revealed the teachers’ positioning at societal and organizational
levels. In particular, the teachers underscored the value attached to them as professionals
and the extent of their professional autonomy in the organization and society. With
regard to their professional identities, the participants described how they worked within
an organizational climate characterized by professional inaction. Furthermore, the
teachers reported that their OCBs towards students and colleagues were relatively higher
in comparison to those towards the organization. Overall, the participants’ personal and
professional identities were found to influence their construction of an organizational
role identity which is closely related to their utilization of discretionary behaviors in the

organization.

Keywords: Teacher identity, TPI, organizational citizenship behaviors, OCB
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INGILiZCE OGRETIM ELEMANLARININ OGRETMEN KIMLIGI VE ORGUTSEL
VATANDASLIK DAVRANISLARININ INCELENMESI: BIR YUKSEKOGRETIM
KURUMUNDA BIR DURUM CALISMASI

Baltaci, Hasan Serif
Yiiksek Lisans, Ingiliz Dili Ogretimi

Tez Yoneticisi: Dog. Dr. A. Cendel Karaman

Eyliil 2019, 215 sayfa

Bu ¢alisma bir vakif iiniversitesinde calisan Ingilizce 6gretim elemanlarmin 8gretmen
kimliklerini ve Oorgiitsel vatandaslik davraniglarim1 nasil algiladiklarini incelemeyi
amaglamistir. Bu amagla, yar1 yapilandirilmis ve odak grup goriismelerine ek olarak
sinif gdzlemleriyle veri toplanarak nitel bir durum ¢alismasi tasarlanmistr. Iki ayhik veri
toplama siiresi boyunca dokuz 6gretim elemani ve bir yonetici ile 28 bireysel goriisme,
iic odak grup gorlismesi ve yani sira her katilimci i¢in arastirmacinin saha notlariyla
desteklenen bir smif dersi gozlemi gerceklestirilmigtir. Goriismeler sesli olarak
kaydedilip kelimesi kelimesine ¢dzlimlenmistir. Veriler diizenli olarak ayr1 dosyalar
halinde diizenlenmis ve nitel veri analizi yazilim programn MAXQDA kullanilarak
analiz edilmistir. Veri analizi siirecinde veriler kodlama igin tekrar tekrar okunup
temalar olusturulmustur. Bulgular, 6gretmenlerin sosyal ve Orgiitsel diizeyde nerede
konumlandirildiklarmi ortaya koymustur. Ogretmenler &zellikle profesyonel olarak

kendilerine verilen degeri ve orgiit ve toplumdaki mesleki 6zerklik seviyelerinin altim
Vi



cizmistir. Mesleki kimlikleri ile ilgili olarak, katilimcilar, mesleki eylemsizlik ile
karakterize bir Orgiitsel iklim igerisinde nasil calistiklarii vurgulamistir. Ayrica,
ogretmenler ogrencilere ve meslektaslarma yonelik OVD’lerinin, kuruma ydnelik
olanlardan daha yiiksek oldugunu bildirmistir. Genel olarak, katilimcilarin kisisel ve
profesyonel kimliklerinin, organizasyonda istege bagli davraniglar1 sergilemeyle

yakindan ilgili olan bir kurumsal rol kimligi insasin etkiledigi bulunmustur.

Anahtar Kelimeler: Ogretmen kimligi, drgiitsel vatandashk davranislari, OVD

Vii



To Dr. Pinar Temogin, a true embodiment of humanness and wisdom
and

to all people who question who they were, are and will be...

viii



ACKNOWLEDGMENTS

First and foremost, | would like to express my sincere gratitude to my advisor, Assoc.
Prof. Dr. A. Cendel Karaman for his support, understanding and constructive
suggestions. This thesis would not have been possible without his wisdom and
remarkable insights that encouraged me to do this research in-depth. Besides, | would
also like to thank Assist. Prof. Dr. Gokg¢e Gokalp and Assist. Prof. Dr. Omer Faruk Ipek
for agreeing to be on my committee and for their contribution, valuable suggestions and

comments on this thesis.

I would like to extend my thanks to all my professors in the Department of Foreign
Language Education at Middle East Technical University from whom I learned a lot for
their invaluable contributions to the teacher and the person who | am today. It would
have been impossible to become a better teacher and learner without their treasured

touch.

I owe special thanks to Selin Tanis and Didem Sancak who took part in this journey with
me for their continuous support, sharing and companionship. | would like to thank
Merve Alper for her support, help and true friendship during the process, Suna Kiyak for
her encouragement and companionship for all the library days. My special thanks also
go to Serdar Soyer and Muhammed Buzalan for their support and understanding. | also
would like to thank Murat Giingér who always encouraged and supported me during all
the study sessions. Moreover, | would also like to thank all my participants who shared

their personal and professional stories with me.

Last but not least, | would also like to express my gratitude and appreciation to my

family for their belief in me, encouragement, never-ending support and patience.



TABLE OF CONTENTS

PLAGIARISM .ttt anb e e e s nnrbee s ii
AB ST RA CT ittt e et e ettt e et e et e e rb e e e e anees WY}
(@ /7O U TSRO Vi
DEDICATION oottt e e et a e e s enb e e e e anraeeas viii
ACKNOWLEDGEMENTS ...ttt ettt e e IX
TABLE OF CONTENTS . ...ttt et e e X
LIST OF TABLES ...ttt Xiv
LIST OF FIGURES ... XV
LIST OF ABBREVIATIONS ... XVi

CHAPTER
LINTRODUCGTION ...ttt e e e e 1
1.1 Background t0 the StUAY .........c.ccoiiieiiiie e 1
1.2 Significance of the StUAY ........ccvviiiie e 6
1.3 Purpose Statement and Research QUESLIONS ..........ccovvveiiieeeiire e 10
1.4 Definitions of Key Terms and CONCEPLS ....cccvvvevivieeiiiie e 10
2.LITERATURE REVIEW ..ottt 12
2.1 Social IdeNtitY TREOIY ....cccuiie et 12
2.2 S0Cial EXChaNGe TNEOIY ......oiiiiiiiieeiieie e 13
2.3 S et 14
2.4 THBNEILY ...ttt ettt 16
2.4.1 Nature Of Identity ........c.ooeiiiei i 18



2.4.2 Teacher Professional Identity (TPI) .....ccooveiiiiiiiiieece e 19

2.5 Studies on Teacher Professional Identity...........ccovvervieiieiiieiieee e 20
2.6 Organizational Citizenship Behavior (OCB) .........cccvvieiiiiiienieiieeee e 26
2.6.1 Dimensions of Organizational Citizenship Behavior ............cccccccovernnee 27
2.6.2 Criticism of the OCB CONSLIUCT .........ccueeiiiiiieiiierie e 29
2.6.3TEACKEN OCB.......ieiiiiiieiete et 30
2.4.2 DeterminantS 0f OCB .........ccouiiiiiiiieiiicc e 35
S.METHODOLOGY ...ttt ettt e e et e e e s et e e e s annae e e e e annes 40
3L CASE STUAY ...ttt 40
3.2 Research Setting and PartiCIPANTS ...........cueiiieriiiiiieiiie s 42
Bi2. L SBEEING .ttt 42
3.2.2 PartICIPANTS ...ttt 46
BL2.2. L MBILIS ..ot 47

BL2. 2.2 PeIIN ..ot 48

32,2, 3 BB e 49

B2 24 FEIUA. ..ot 50

3225 IMBLIN . 51

BL2.2.6 AYKUL ...ttt 52

BL2.2.7 SUMIU ..ot 53

3.2.2.8 CANAN......eiiiiiiiii i 54

3.2.2.9 BANAK ... 55

B2 2. L0 LeYIA...eiiiieeiecee e 56

3.3 The Role 0f the RESEAICNET ..........coviiiiiieiee e 57
3.4 Data ColleCtion TOOIS .......ccueiuiiiiiieiieeee s 58
3.4.1 Semi-Structured INTEIVIBWS .........ocuiiiiiiesiieiieie e 59
3.4.2 FOCUS Group INTEIVIEWS .......ccoiviieiiiiee ettt ettt 61
3.4.3 Classroom Observation and Field NOtes.............cccoooiiiiiienieneie e, 62

Xi



3.5 DAt ANAIYSIS ...t 63

3.5.1 Qualitative Validity and Reliability ...........ccccoooviiiiii e, 64

3.5.2 Ethical ConSIAErationS...........ccuveiiieeiiiieeciie e 65

3.6 LIMIALIONS .....veee ettt ettt e et a e et e e et e e e ne e e e nraeeennneeeanneeeas 65

AFINDINGS ...t e e e e s e et e e e e e e e s et araeeaeeaaans 67
4.1 How do EFL instructors describe their perceived current professional teacher

[0 12T 1RSSO 67

4.1.1“Two roads [didn’t] diverge[d] in a yellow wood...” ........ccooviiiiiiiiiiiinnnnnnns 67

4.1.2 Diminished Self-image and DiSEMPOWEIMENt ...........cccvvvivieriienieiiieniene 76

4.1.3 Being a Professional Teacher: A Contemporary Reality or Disillusionment 87

4.1.4 In-betweenness of “The Quasi-Academics” or “The Full Practitioners™ ..... 92
4.2 What are the patterns of EFL instructors’ self-reported Organizational
Citizenship BENAVIOIS?.........oiiiiiiiiiie e 97
4.2.1 Dimensions of OCB in the Organization ............c.cccooveiiienieenieiiie e 99
4.2.2 OCB toward the Organization ..........cccccceeviveiiiieeiiee e 102
4.2.3 OCB toward the ColleagUes .........ccoeviiveiiiiiiiiie e 116
4.2.4 OCB toward the STUJENES .......c.ccoiiiiiiiiecree e 122
5. DISCUSSION, CONCLUSION AND IMPLICATIONS .....ccooeiiiiiiiieicccieee, 128
5.1 Discussion and CONCIUSION .........ooviiiiiiiiiiii s 128
5.2 IMPLCALIONS ...vvieiiiieiiiee e et e e e e e e e snraeesnneee s 147
5.3 LIMITATIONS ..ottt 149
5.4 Suggestions for Future RESEarch ...........cccocvieiiiii i 149
REFERENGCES. ..ottt bttt bbbt 150
APPENDICES
APPENDIX A: 1st INTERVIEW QUESTIONS IN TURKISH .......ccoooiiiiiiiiinn, 180
APPENDIX B: 1st INTERVIEW QUESTIONS IN ENGLISH ..o, 181
APPENDIX C: 2nd INTERVIEW QUESTIONS IN TURKISH .....ccoooiiiiiiine, 182
APPENDIX D: 2nd INTERVIEW QUESTIONS IN ENGLISH ........cccoeiiiiiiineen, 183
APPENDIX E: 3rd INTERVIEW QUESTIONS IN TURKISH .......cccooiiiiiiiinnen, 184

xii



APPENDIX F: 3rd INTERVIEW QUESTIONS IN ENGLISH ..., 187

APPENDIX G: FOCUS GROUP INTERVIEW QUESTIONS IN TURKISH ........... 190
APPENDIX H: FOCUS GROUP INTERVIEW QUESTIONS IN ENGLISH ........... 191
APPENDIX I: OBSERVATION PROTOCOL ......ooooveoereeeeeeseeeeseseseeeseseenene 192
APPENDIX J: INITIAL CODE LIST oooovioreceeeeceeseeeeseeeeeeeseeeeseseesesees s 193
APPENDIX K: INFORMED CONSENT FORM ........co.mmvrimreemeesseeeeneresneeenene 196
APPENDIX L: DEBRIEFING FORM ......o.orvmiimeeieneeoeneeeeeeeeseeeeseseeseseeseseenene 197
APPENDIX M: HUMAN SUBJECTS ETHICS COMMITTEE

APPROVAL FORM ........comvoomreereeoeeeeoseeeeseeeeseseeseseeneseesese 198
APPENDIX N: TURKISH SUMMARY/TURKCE OZET ......cooovvvemrereeneresnrnene 199
APPENDIX O: TEZ IZIN FORMU / THESIS PERMISSION FORM .........cc........... 215

xiii



Table 1.
Table 2.
Table 3.
Table 4.
Table 5.
Table 6.
Table 7.
Table 8.
Table 9.

LIST OF TABLES

Usages OF “Self .. 15
Other OCB TaXONOMIES .....ccuvieeiieeesiiieesieeestieeastereasrereasreeessseeeesseeeeseeeesnees 28
Measures Of TEAChEr OCB.........ccoiiiiecieece e 31
PATICIPANTS ..eeeeee ettt e e e e tee e s nna e e e srae e e nneeeenneeeenneeee s 46
Summary of Data Collection TOOIS...........ccccoiiiiiiiii 59
Time, Type and Purpose of the INterVIEWS ...........oocvveiiiveiiie e 60
Data Collection Summary for Focus Group INterviews ............ccccevvverneeninenn 62
Data Collection Summary for Classroom Observations ..............cccceeeveervnnnn. 63
Qualites of a Professional Teacher............ccocvvveiiiiiiei e, 89

Xiv



LIST OF FIGURES

Figure 1. Key Mediating Influences on the Formation of Teacher ldentity................... 21
Figure 2. Theoretical Frameworks for OCB...........ccccooiiiiiiiieiiicie e 34
Figure 3. Teacher Citizenship Behavior: An Integrative Model ..............cccooiiiiiinenn, 38
Figure 4. Representation of the Current Case DeSIgn..........cccevvveriiiiieiiienieenee e, 41
Figure 5. Organizational Chart ..ot 43
Figure 6. The Age Distribution of INStrUCIOIS .........covvuiiiiiiiieiiiee e 44
Figure 7. The Instructors’ Experience in the Organization .............cccooeeeriieiiveeneennennn, 45
Figure 8. Motivation Sources for Choosing Teaching asa Career...........cccccceevverneene 69
Figure 9. The Linear Teaching Career Path ...........cccoooiiiiiiiii e, 76
Figure 10. The Components of Professional Teacher..........c.ccccccevvive e viie e, 88
Figure 11. Language Instructors vs. ACAEMICS.........ccvvveiiueeiiire e sieesieeesiee e 96
Figure 12. OCB vs. Context-specific and independent variables..............cccccceviirenen. 98
Figure 13. OCB vs. Organizational FACLOrS ..........cccveviireiiiee e see e siee e 99
Figure 14. The More Salient OCB Dimensions in the Organization........................... 100
Figure 15. The Less Salient OCB Dimensions in the Organization ..............c.cccovee...e. 101
Figure 16. The Positioning of Citizenship Role ldentity ...........ccccocoveiiiieiiiie e, 127

XV



LIST OF ABBREVIATIONS

ACL American Culture and Literature

ELL English Language and Literature

ELT English Language Teaching

EFL English as a Foreign Language

PD Professsional Development

OoCB Organizational Citizenship Behavior

OcCBI Organizational Citizenship Behavior directed towards Individuals
OCBO Organizational Citizenship Behavior directed towards Organization
oC Organizational Climate / Culture

OIS Organizational Identity Strength

OJP Organizational Justice Perceptions

POS Perceived Organizational Support

TPI Teacher Professional Identity

TEYL Teachers of English to Young Learners

TESOL Teaching English to Speakers of Other Languages

XVi



CHAPTER 1

INTRODUCTION

1.1 Background to the Study

Teachers have been key actors and an inseparable part of education, specifically
teaching and learning processes. Ever since the start of education, the teaching
occupation itself has kept its paramount importance and brought its own issues, changes,
innovations, and challenges concomitantly. Throughout the period in which classroom-
based research became the trend, the results of the major studies showed that classroom
is a considerably complicated place with its all qualities, dynamics and peculiarities
revealing the inadequacy of simplistic cause-effect models of teaching methodology
(Varghese, Morgan, Johnston & Johnson, 2005). Then nearly two decades ago, the
people in the field of teaching and teacher education research started to put the spotlight
on teacher perceptions, beliefs, attitudes and knowledge to better comprehend essential
phenomena about teaching, the efficiency of teaching and the other field-related issues.
However, Johnson (1992) and Woods (1996) highlighted that these kinds of studies also
turned out to be insufficient to explain some critical phenomena as teachers’ identities
are always at play in the classroom. Through these lenses which consider teachers a very
significant and complex component of teaching, teachers have been a focal point of the
recent studies conducted in the field. As a result of this transition between research foci,

teacher identity has been put under investigation extensively in recent years.

As cited in Beauchamp and Thomas (2009), a closer examination of teacher identity is
required as it not only can be used as a framework (Olsen, 2008) to investigate various
aspects of teaching but might also be conceptualized as an organizing element in

teachers' ‘professional career’. Moreover, in Maclure’s (1993) terms, it might be
1



regarded as “a resource that people use to explain, justify and make sense of themselves
in relation to others, and to the world at large” (p. 311). The research carried out by
identity theorists and other researchers made us become aware of the fact that we need to
understand teachers if we want to understand language teaching and learning because we
need to recognize and uncover the individual, professional, cultural and political
identities which teachers claim or which are attributed to them in order to have a clearer
grasp of teachers and their practices (Varghese et al., 2005).

Teachers as employees are a part of organizations where they work and to which they
contribute substantially. These organizations, in fact, are social groups and employees
are the members of the social groups. As Van Kinppenberg (2000) stated, from the
perspective of the social identity approach (Tajfel, 1978; Tajfel & Turner, 1979),
membership in social groups shapes the self-concept (Maarleveld, 2009). In line with
this, Brewer and Gardner (1996) indicated 2 levels of social self; namely, relational self
and collective self. Similarly, Maarleveld (2009) defined the relational self as the self
that stems from interpersonal relations; connections and role relationships with
significant others whereas the collective self is an outcome of the membership of a larger
group. When self is defined by group membership, the group becomes the focus of
identification and “the group’s strength also signals stricter boundaries and behaviors of
group members informing members who they are and how they connect with others”
(Ashforth, 2007, p. 92). According to Ras and Duyar (2012), the salience of the social
identity then activates the performance of group reinforcing behaviors yet these
behaviors are to be affected by the group norms. To that end, social identification
provides a notable opportunity to apprehend the behavior of individuals in
organizational contexts, especially when these kinds of behaviors are more likely to be

beneficial to groups rather than individuals.

In this sense, Organizational Citizenship Behaviors (OCBSs), which are a specific type of
organizational behavior, have been researched in relation to the self and identity.
Regarding citizenship performance behaviors of employees, the salient evidence in the

literature indicated that the way the self is described in relation to others has connections

2



with different types of citizenship behaviors (Maarleveld, 2009). Furthermore, Ellemers,
de Gilder and Haslam (2004) linked personal and collective identity orientation to
motivation by underlining that when the collective identity is accepted in the definition
of the self, the needs, goals and expected outcomes are for the good of the group rather
than the individual self.

Organizational Citizenship Behaviors (OCBs) of teachers have appealed researchers
generating robust research in the field. OCBs, defined as extra-role behaviors of
employees, contribute to both individuals and the effectiveness of organizations. Several
researchers put emphasis on the function of OCBs on elevating organizational efficiency
and effectiveness (Organ et al., 2006; Podsakoff et al., 2009). Having drawn
considerable interest in business administration and other relevant disciplines for a long
time, OCBs in educational institutions have turned out to be a highlighted research
interest in the fields of teacher education and educational administration in the past few

years.

To this end, teachers’ roles have always been questioned. Whether they should be
simply instructors (i.e. technicians — knowledge transmitters) or there is more to their
task has also been a hot debate topic among researchers, teacher educators, and
administrators. Somech and Oplatka (2015) stated that teaching is regarded as a
subjective and context-sensitive job rather than a clear-cut or a well-structured
occupation and that’s why there is a lack of theory that can clearly describe in-role tasks
in the teaching profession. However, they indicated that there is still a need to have a set
of constructs of these roles against which extra-role tasks can be compared and
inspected. Based on the research of Akkerman and Meijer (2011), Beijaard et al. (2013)
and Connely and Clandidnin (1999), it can be said that some empirical research about
teachers’ professional identities interestingly have pointed to a more diversified picture
of teachers’ pedagogical and instructional roles. Moreover, Zembylas (2003) remarked
that teachers’ identities are solidly grounded in their culture and the political

arrangements in their school.



In more recent works regarding identity research, emotional aspects of identity have
been prioritized considerably and thus far identity and behaviors have turned out to be
interrelated concepts in the literature. Somech and Oplatka (2015) underpinned that a
fundamental ground of research in teaching is supposed to be explored since the
teaching occupation is not solely a technical enterprise but indistinguishably connected
to teachers’ personal lives and their relations to the others. Likewise, Kelchtermans
(2011) also voiced that teachers invest their selves in their profession and, in return, they

closely incorporate their sense of professional and personal identities.

Particularly, in the field of teacher education, identities of Teachers of English to
Speakers of Other Languages (TESOL) have been under scrutiny. Teacher identity,
which is under the category of professional identity in particular and a type of identity in
general, is also reported to possess the similar characteristics mentioned above.
Professional identity is bound to have a close relationship with personal identity. As Day
et al., (2006) underscored that this relationship is unavoidable because the sound
evidence in the literature shows that teaching demands significant personal investment.
Thus, in fact, professional teacher identity might be considered as the sum of how
teachers see themselves, how they think others perceive them, the extent to which they
bring their personal histories, experiences and philosophies into their professional
practice, their beliefs, misconceptions, tensions and lived experiences both in
professional and private life as well as the influence of the former and the latter on each
other. Regarding the fact all the factors mentioned above are always changing and
context-sensitive, professional teacher identity is considered to be both a product and a
process (Olsen, 2010) in which a constant and simultaneous construction, de-
construction, co-construction and re-construction of identities take place as well as
dynamic negotiations of meaning triggered by cultural, sociological, historical,
psychological influences and also a tool through which teachers make sense of
themselves (Cooper & Olson, 1996; Coldron & Smith, 1999; MacLure, 1993; Reynolds,
1996).



Beijaard et al. (2004) emphasized the significance of the interplay between teachers’
relationships and interactions with students, their perceptions of their status in the
profession, the influence of school environment and the relationship between these and
lastly stability or instability of identity. Moreover, some researchers went one step
further and claimed that teachers learn to be teachers thanks to their interaction and
communication with others (Malderez et al. 2007; Santoro, 2009). Regarding this
interaction and communication with the social environment, teachers' organizational
behaviors are considered to have strong ties with their personal and professional
identities. Organizations are crucial for employees, specifically for teachers in an
educational sense. Likewise, teachers as educators and performers are the lifeblood of
organizations. Both parts shape, facilitate, improve or limit each other to a certain extent.
Based on the literature, Organizational Citizenship Behaviors are defined as extra roles
that are performed by employees and somehow contribute to the effectiveness of
organizations. Katz (1964) indicated 3 basic behaviors that are vital for an organization.
The first one is that employees are to enter and stay within the system. The second one is
that employees need to perform their prescribed tasks and duties. Lastly, they need to go
beyond their job-descriptions or in-role behaviors by having additional behaviors to take

innovative and unregulated actions.

Recently, the researchers working on organizational effectiveness and also on
educational administration have come to the conclusion that in-role behaviors which are
the essential parts of job descriptions are not adequate for improvement and
effectiveness of organizations. Katz (1964) supported this perspective by saying that “an
organization which depends solely upon its blueprints for prescribed behavior is a fragile
social system.” (p. 132). Katz and Kahn (1966) also underlined how vital these
behaviors are for any type of organization and they are somehow taken for granted.

Within every workgroup in a factory, within any division in a government
bureau, or within any department of a university are countless acts of cooperation
without which the system would break down. We take these everyday acts for
granted, and few of them are included in the formal role prescriptions for any job
(p.339).



These additional behaviors were described as the opposite of in-role job descriptions or
extra-role behaviors up until Organ and his colleagues coined the term ‘Organizational
Citizenship Behavior (OCB). In his book titled Organizational Citizenship Behavior:
The Good Soldier Syndrome, Organ (1988) indicated that OCB is “individual behavior
that is discretionary, not directly or explicitly recognized by the formal reward system
and that in the aggregate promotes the effective functioning of the organization” (p.4).
Based on this definition of OCB, Somech and Oplatka (2015) highlighted that this kind
of behavior is supposed to be voluntary, neither role-prescribed nor part of formal job
duties. When the nature of OCB is taken into account, it is essential to explore the
motives behind individuals’ choosing or not choosing to perform these behaviors.
Moreover, performing these behaviors are natural outcomes of persons’ personal, social

and organizational identification.

1.2 Significance of the Study

In Turkey, teachers of English have a few occupational opportunities that they need to
decide on towards the end of their graduation. While some of these are related to
teaching, some others include other sectors such as translation and interpretation,
tourism, business administration etc. The teachers in the education sector have some
options such as working at primary and secondary schools of Ministry of National
Education, private schools, language courses and working as instructors at state or
foundation universities in the country. Even though each of these options has its own
advantages and disadvantages as well as requirements, apparently, teachers of English or
instructors working at universities have been positioned differently compared to the
others since they work in a different setting. According to the database of Higher
Education Council, there are almost 130 schools of foreign languages as part of various

universities and almost six thousand language instructors working at these schools.



Having been established to improve students’ foreign languages and help them follow
their courses, reach various kinds of resources in their felds of study, use foreign
languages in their professional lives and develop their written and oral skills in their
academic life, schools of foreign language undoubtfully have been functioning as an
integral part of universities and the tertiary level education. However, since the
establishment of these schools at universities, their success, mission and vision,
capabilities, scope and human resources have been a matter of debate although they are
being continuously updated and reformed in line with the emergent educational trends
and language education policies. Preparing students for their future career and
contributing to their academic skills, these institutions have taken a more significant
mission and the teachers or instructors working for these organizations constitute a
significant part of overall academic staff in the country. In this sense, their practice,
performance and position can be said to be of crucial importance and have signalled an
implicit research call in the last decade. However, their personal and professional
identities have been a neglected point in the field. To better understand functioning of
these schools, their current system, organizational behaviors that occur in these settings,
teachers’ practices, their problems and issues in relation to their status and professional
selves, it is vital to scrutinize their behavioral patterns and understanding of their
professional identities which are closely related to their personal identities and lived
experiences.

Teacher professional identity then stands at the core of the teaching profession. It
provides a framework for teachers to construct their own ideas of ‘how to be’,
‘how to act’ and ‘how to understand’ their work and their place in society.
Importantly, teacher identity is not something that is fixed nor is it imposed;
rather it is negotiated through experience and the sense that is made of that
experience. (p. 15)

As Sachs (2005) stated, professional teacher identity lays a foundation for teachers to
construct their own ideas of ‘how to be’, ‘how to act’ and ‘how to understand’ their
work and their place in society. The very basis of being a person or a professional is
mostly associated with our actions — how to act — and roles which then inevitably change

our understanding of ourselves and others as well as our very own “being” including our



personal, professional and collective selves. In this regard, our roles and behaviors are
considered to be interwoven with our identities. Highlighting the fact that i) teachers do
not perform or fail to perform OCBs in isolation, ii) the organizational atmosphere most
probably have various effects on them with respect to being encouraged or discouraged
to exhibit certain roles and behaviors (Somech & Drach-Zahavy, 2004), iii) identity
construction does not take place in a vacuum — without interaction with others — and
professional identity depends on a series of variables and different kinds of
organizational behaviors, [identity] might be conceptualized as the sum of different
meanings that we make out of ourselves, various environments and others’ perceptions.
In this sense, our behaviors might have an undeniable touch on what we think about who
we are both personally and professionally.

In that regard, the current case study aims to uncover teachers’ professional identities
and Organizational Citizenship Behaviors both in an individual and interrelated manner.
In other words, this study aims to explore the motives that interconnect and negotiate
personal, professional and organizational identities to contribute to the field and
literature. One of the most distinctive qualities of the present study is that OCB at
universities has become a focus of interest recently although there have been a
considerable number of studies carried out at different levels such as primary school,
middle school, and high school. In this sense, it can be said that OCB of teachers at the
university level has been a neglected research focus in the field as academia is one of the
contexts which has an outcome-based reward system. In such contexts where personal
productivity is beyond behaviors such as helping others, working to solve problems or
other voluntary behaviors, this kind of behavior is somehow neglected (Bergeron et al,
2013). Likewise, Lawrence et al. (2012) concluded that time spent on research and
teaching detaches the members of faculty from the citizenship (Inelmen, Selekler-
Goksen & Yildirim-Oktem 2017, p. 1144). When OCB is considered to be a domain in
which we can see reflections of teacher identity and even some parts of it, it is of vital
importance to investigate them together in order to grasp teacher identity and OCB

better and in a more comprehensive way. Secondly, the studies conducted with respect



to teacher identity and teacher OCB especially at the tertiary level are quite limited.
Thus, the current study might have significant contributions to teacher identity and OCB
research by providing an in-depth analysis of the two. Regarding the sampling of the
current study, it can be said that the study might reveal significant findings to understand
teachers' professional identity and OCBs from a comparative perspective as the study
focused on novice, mid-career, and senior teachers in a particular university. This
comparative lens could provide the researchers with valuable insights regarding the
differences and similarities as well as the dynamics from which they derive and
contribute to the field with possible future directions.

Another point that makes this case study distinctive and necessary is that almost all of
the OCB research studies have had a quantitative research design based on OCB scales.
Addressing the urgent need for a much closer and deeper examination of this concept
without losing its essence, the present study aims to go into more depth through a
qualitative inquiry methodology and the participants’ unique personal and professional
stories. In the meantime, integrating two grounded research foci; namely teacher identity
and OCB and investigating an EFL setting as a case make it have a distinguished
importance. In this respect, the study aims to contribute to the literature in regard to
TESOL and organizational behavior as well as educational administration. Moreover,
paying attention to the notion that instructors who are teaching English at tertiary level
in Turkey are not considered as “true academics” and even they do not consider
themselves so, the present study also aims to shed light on the existing identity conflict
of language instructors in Turkey (Demir, Kapukaya & Ozfidan, 2015). Above all, this
study might be significant to reach a comprehensive understanding of the specified
human resources’ organizational behaviors and their professional identies and thusly has
the potential to pave the way for re-thinking these types of organizations as a whole and
dealing with sytem-related malfunctions, issues of the instructors and providing insights

to produce possible solutions.



1.3 Purpose Statement and Research Questions

The current study aims to contribute to the literature and the field as well as endevaoring
to provide an in-depth understanding of teacher identity and teacher OCB by examining
professional teacher identity (TPI) and teacher OCB in an integrated way in a higher
education context. In this regard, the following research questions were addressed in the

current study:

1. How do EFL instructors describe their perceived current professional teacher
identities in a higher education institution?
2. What are the patterns of EFL instructors’ self-reported Organizational

Citizenship Behaviors in a higher education institution?

1.4 Definitions of Key Terms and Concepts

Novice teachers: The term refers to teachers who are in the beginning of their career

and who have been teaching for five years or less (Ingersol & Smith, 2003).

Mid-career teachers: This term refers to teachers who are more experienced than
novice teachers, situated in the middle of their careers and have been in teaching

between 6 and 19 years (Hargreaves, 2005).

Senior teachers: This term refers to experienced teachers who are nearing the end of
their teaching career, with a teaching experience of two decades or more and change
behind them (Hargreaves, 2005).

Teacher Professional identity (TPI): This term refers to how teachers perceive

themselves as professionals, how they describe their roles and how they mirror their

personal and social roles on their professional selves.
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Organizational Citizenship Behaviors (OCB): This term refers to discretionary and
extra-roles that are performed by employees without any formal reward system in an

organization.

Organizational Citizenship Behaviors towards Individual (OCBI): This term refers
to organizational citizenship behaviors that are directed towards individuals in an

organization.

Organizational Citizenship Behaviors towards Organization (OCBO): This term
refers to organizational citizenship behaviors that are directed towards the organization
itself as a whole.

Organizational Culture: This term refers to the normative system of shared values and

beliefs that regulates how employees feel, think and behave (Schein, 1990).

Organizational Climate: This term refers to a set of properties of the work setting
referring to the extent to which an organization concentrates on, give importance to and
is considered to be a major push in affecting employee behavior (Schneider, Ehrhat,
Mayer, Salz, & Niley-Jolly, 2005).

11



CHAPTER 2

LITERATURE REVIEW

2.1 Social Identity Theory

Tajfel and Turner’s (1978) Social Identity Theory, which underscored that individuals
have more than one self regarding the social groups they belong to, has been the
backbone of social identity research having inspired Lave and Wenger’s (1991) Situated
Learning Theory and Simon’s (1995) concept of the image text. Stets and Burke (2000,
p. 225) described social groups in Social Identity Theory as a set of persons who own a
shared social identification or consider themselves as the members of the same social
category. According to the very notion of this theory, individuals are categorized as in-

group or out-group depending on their similarity to the self.

Social Identity Theory has three crucial processes regarding the ingroup and outgroup
concepts. The first one is social categorization that is simply the process of our
assigning a social label to people in order to identify them so that we can specify
suitable behaviors in accordance with the groups we are in and others belong to.
However, a person can be a member of various groups at the same time. The second
one is social identification which might be regarded as a sort of assimilation. Within a
social group, people act or are expected to act in ways that they conceive other
members of that group act. As a legitimate result of this identification, an individual is
to develop an emotional attachment to the group and the self-esteem of that individual
is to lean on it. The last process which is called as social comparison requires
individuals’ comparing their groups with others as well as in-group and out-group
behaviors. Vargese et al. (2005) laid emphasis on the fact that membership in one

social group or category might sometimes be more conspicuous than membership in
12



another. Furthermore, some researchers also put forward the idea of salience hierarchy
(Burke, 1980, McCall & Simmons, 1966; Stryker, 1968). The idea suggested that
some of the identities are at the top whereas others at the bottom. According to their
place in the hierarchy, the identities at the top are more likely to be invoked and
somehow organize and order the ones lower in the hierarchy. To that end, highlighitng
the self as a social entity, Stets and Burke (2000) concluded that people categorizing
themselves in terms of personal identity see the self as unique and different from
others. In this case, they act in line with their very own goals rather than the goals of
any social group. On the other hand, activation of social identity is realized through
the process of depersonalization that is moving from the perception that the self is
unique towards the perception of the self as a member of a social group. However,
they also underscored that depersonalization is not necessarily a loss of one’s personal

identity but a shift in focus from the personal to the group basis of identity.

2.2 Social Exchange Theory

Having been a noteworthy theoretical ground to understand workplace behavior, Social
Exchange Theory has been dealt with in different fieds such as social psychology,
sociology and anthropology. Emerson (1976) underscored that social exchange requires
a group of interactions that engender obligations. From an organizational psyschology
perspective, Tsui, Pearce, Porter and Tripoli (1997) stated that when employees make
use of social exchange, they display more commitment and better work performance. In
other words, when employee feel that their employer’s commitment to them goes up,
they are more likely to be more committed to their organizations as Cho and Johanson
(2008) highlighted. According to Organ (1990), Social Exchange Theory has been one

of the most meaningful and best frameworks to understand OCB of employees.

Ahmadi, Forouzandeh and Kahreh (2010) indicated that by the time either the employer
or the employee provides a special profit to the other, the one that receives it belives that
it needs to be compensated. In this sense, social exchange theory bases organizational
behavior on a mutality relation between the stakeholders. Moreover, this mutuality has

been associated with organizational justice, perceived organizational support,
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organizational commitment and trust. In this regard, when employees consider
organizational exchanges fair, they are more likely to become more committed to
organizations and focus less on economic rewards (Ahmadi, Forouzandeh & Kahreh,
2010).

2.3 Self

A good number of researchers working in social sciences carried out studies and
endeavored to generate theories and frameworks to understand the nature and structure
of the “self” concept. As Stets and Burke (2003) highlighted earlier investigations of the
self-concept primarily focused on self-evaluation and self-esteem. On the other hand,
Rosenberg (1979) stated that self is the total of our thoughts, feelings, and imaginations
of who we are. Later conceptualizations of the self intensively focused on how we
understand our personal qualities and how others perceive us building upon Cooley’s
(1902) “looking glass self”. Likewise, Shrauger and Schoeneman (1979) figured out that
our self-concepts are filtered through our perceptions and mirror how we think others
see us rather than our self-concepts resembling the way others actually see us. Other

symbolic interactionists also maintained this belief later on.

Building upon the conceptualization of the self in relation to self-evaluation and self-
esteem, some of the scholars in the field of sociology and social psychology considered
the self-concept as a regulator of behavior (see Schlenker 1985; Suls & Greenwald
1983). According to Markus and Wurf (1987), the self does not only mediate the
continuing behavior but it also regulates the behavior. They also emphasized that the
self-concept which is a dynamic interpretive structure regulates both intrapersonal (i.e.
information processing, affect, and motivation) and interpersonal processes (i.e. social
perception; choice of situation, partner, and interaction strategy; and reaction to
feedback). However, they also highlighted that this type of understanding of the self-
concept has a limitation as it perceives the self as stable, generalized, or ordinary view of
the self, which, to a certain extent, ignores the changing, dynamic and

multidimensionality of the self.
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The self-discrepancy theory as one of the well-known classifications of the self was put
forward by Higgins (1983) pointing out 3 classes of the self. The first one is the actual
self which reflects the self in reality. The second one is the ideal self which is a total sum
of attributes a person wishes to have and the last one is the ought self which includes
representations of characteristics that people (someone, self or other) believe a person
should own. Higgins et al. (1985, 1986) attributed a relationship between depression and
the discrepancy resulting from the gap between the actual self and the ideal self. They
also pointed out that, on the other hand, another discrepancy between actual and ought

selves is associated with anxiety.

In most of the studies concerning identity conducted in the fields of sociology,
psychology and teacher education, identity and self-concept have been used
interchangeably (Leary & Tangney, 2012). However, these terms are prone to differ both
across and within the publications in the field. Regardless of the fact that some authors
and researchers use them interchangeably (Day, Kington, Stobart, Sammons, 2006;
Lauriala & Kukkonen, 2005; Oyserman, Elmore & Smith, 2012; Swann & Bosson,
2010) and some others do not, the great body of literature shows that some shared
features are ascribed to identity and self with respect to their nature. To this end, Leary
and Tangney (2012, p. 4-5) identified and summarized the usages of self (see Table 1)
along with its compounds in order to raise awareness about the typical semantic

confusion in relation to the use of the self.

Table 1. Usages of “Self”

1.The Total Person
2. Personality
Self as 3. Experiencing Subject
4. Executive Agent
5. Beliefs about Oneself

In fact, what aspired to the research on the self as a social phenomenon was the notions
of early symbolic interactionists such as Dewey (1890), Cooley (1902) and Mead
(1934). These scholars recognized the self as an outcome of interaction with others

highlighting that the sense of self is not innate at all but socially constructed through
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interaction. Morf and Mischel (2012), on the other hand, revisiting the complexities and
ambiguities of this concept among the studies carried out in psychology and sociology,
posited two core features of the self. They postulated that * the self is an organized,
dynamic, and cognitive-affectively motivated action system and an interpersonal self-
construction system” ( p.27).

Oyserman, EImore, and Smith (2012) indicated that the term self corresponds to a warm
sense that something is “about me” or “about us”. This reflexive capacity necessitates an
“T” that can recognize an object that is “me”. Thus, the self-concept involves the subject
“I” and the object “me”. Oyserman and Markus (1998) defined self-concepts as
cognitive structures which encompass content, attitudes, and evaluative judgments and
these are employed to understand the world, concentrate on one’s goal and conserve
one’s sense of basic worth (as cited in Oyserman et al., 2012). Moreover, the self-
concept has been associated with other self-related processes and operations such as
self-regulation, self-evaluation, self-judgment, self-awareness, self-assessment, self-
categorization, self-discrepancy, self-image, self-esteem, self-efficacy, self-perception
and self-verification which are all related concepts having strong ties with the self and
identity (Leary & Tangney, 2012).

2.4 ldentity

Identity, being a substantially catch-all term, has been defined by a good number of
researchers. However, a well-constructed and encompassing definition of it has not been
possible (Zembylas, 2003; Dikilitas & Yayli, 2018) mostly because of the inadequacy of
empirical data and grounded research studies. One of the most prominent figures of
psychology with serious contributions to the understanding of identity, Erikson (1959)
developed a commonly utilized model of identity development which concentrated on
the exploration and resolving crises. He also utilized the term identity in similar ways
with other researchers' conceptualizations of the self. Oyserman et al. (2012) concluded
that identity can also be conceptualized as a way of understanding some aspects of self-
concept building upon the works of Stryker and Burke (2000) and Tajfel and Turner

(2004).
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As a perplexing concept, identity has been keeping its multidisciplinary dimension and
nature. Thus far, sociologists, psychologists, and educational researchers have been
among those who are profoundly involved in identity research. Naturally, all these
disciplines and many more examined this phenomenon from their own lenses and
generated a considerable amount of knowledge employing various theories and
empirical data. Moreover, it is somehow necessary to indicate that almost all the studies
have had an emphasis on the argument that “identity”” does not have an agreed, shared or
a universal definition (Beauchamp & Thomas, 2009; Han, 2017; Olsen, 2008).

In a very simplistic way, identity can be described as the way/s we understand ourselves
and others. In their book chapter, Stets and Burke (2003) highlighted that the
sociological approach to the self and identity assumes a reciprocal relationship between
the self and society. That is to say, the self affects society through actions and
interactions and society does influence the self as an inevitable result of shared language
and meanings that let a person take the role of the other. In this understanding, the self
is believed to mirror the society, so it was highlighted by social theorists that we need to
understand society where the self and other selves exist in order to understand the self
(Stryker, 1980).

When it comes to certain types of identity, two main categorizations in the literature
have been notable. These are individual and collective identities including ethnic, racial,
national, migrant, gender, social class and language identities within themselves (Block,
2009). Another identity type which is subordinate to the central identity of a person is
work identity. As human beings spending a considerable amount of time working,
interacting and communicating with other people, individuals' professional identities
cannot be considered and investigated in a vacuum regardless of their sub-identities and

their relation with each other.

While there is no reached agreement on the definition of identity, the research studies
conducted in different disciplines such as sociology, psychology, and teacher education

contributed to the understanding of identity and its nature a lot, particularly dimensions
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of identity itself. The dimensions that have come out of the research in the
aforementioned fields have indicated that identity has an ever-changing and context-
sensitive nature. Persons have multiple identities which might be in conflict depending
on discursive variables. Identity and meaning-making processes are inevitable products
or outcomes of interactions in various social, cultural and political contexts. Most
importantly, identities are relational, that is to say; they are interconnected and cannot be
considered, investigated or even questioned in an isolated way (Burke, 1980).

2.4.1 Nature of Identity

One has an identity, an “internalized positional designation” (Stryker, 1980, p.
60), for each of the different positions or role relationships the person holds in
society. Thus, self as a father is an identity, as is self as a colleague, self as a
friend, and self as any of the other myriad of possibilities corresponding to the
various roles one may play. The identities are the meanings one has as a group
member, as a role-holder, or as a person. What does it mean to be a father, or a
colleague, or a friend? These meanings are the content of the identities (p.8).

As Stets and Burke (2012) made clear, identities are the meanings that we attribute to
different selves or roles. Despite the fact that identity is devoid of a common definition,
the studies conducted and the theories made so far have revealed a sort of consensus
about the nature and qualities of the identity concept. First and foremost, identity is
unstable, constantly changing and in conflict (Oyserman et al. 2012). The essential body
of literature mentioned so far has clearly expounded that any type of identity or
identities of a person are not likely to remain the same as there are countless factors and
variables which affect how a person perceives himself/herself or how others see them.
Thus, identity inevitably shifts and evolves as a result of changes, various experiences,

and exposures in one’s life.

Secondly, it is a widely accepted notion that identity is contextual and cannot be
examined without paying attention to contextual factors and elements (Beauchamp &
Thomas, 2009). There might be various social, political and cultural contexts and
discourses. To uncover the complexities of identity of any individual, it is more than a

need to go into more depth of contextual features and discourses that a person is
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surrounded by. Otherwise, no investigation of identity could go beyond providing
shallow knowledge. Thus, building upon the current knowledge, it can be said that the
self and identity are highly context-sensitive.

Another feature of identity is that it is relational; that is to say, identity is somehow
related to a corresponding counter-identity. As Burke (1980) exemplified, the husband
identity relates to the wife identity, the teacher identity is inseparable from student
identity and so forth. As a commonly accepted notion, this characteristic of identity has
provided researchers with an insight to work on identity in a comprehensive way. In
other words, this fact made it clear that in identity research counter-identities are
significant since they co-exist and need to be examined to understand a type of identity

in question.

Lastly, identity is an idiosyncratic phenomenon and has multiplicity. Identity can be
regarded as both a process of meaning-making and as an ever-changing product of this
process. All meaning making mechanisms and resources are the things which make
identity an individual concept apart from its social, relational and contextual nature.
Therefore, it has turned out to be vital to remark that individuals’ identities are unique
and they have more than one identity. Even though they might be in conflict or
incompatible with each other, an individual has multiple identities depending on

contexts, social environment, and roles.

2.4.2 Teacher Professional Identity (TPI)

Professional identity of teachers has been a recent research focus in teacher education
appealing to a good number of researchers. As Schutz, Francis and Hong (2018)
highlighted that there is even an increasing interest to understand teachers’ lives by
exploring their professional identity construction and its influences on the quality of
their teaching, commitment, motivation to teach and their meaning-making. Moreover,
professional identity is viewed to have impacts on the teaching practices of teachers
(Beijaard et al., 2004). Teachers’ professional identity is a matter of how they see

themselves as teachers, how they define their roles, how they integrate with personal
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roles such as social or family roles or reflect them into their job (Zare-ee & Ghasedi,
2014). Based on Burke and Stets’s conclusion that behavior is the visual representation
of a self, Han (2017) articulated that English teachers’ actions with respect to social
discourses, students and parents, policies, practices and co-workers mirror their
professional identity. Han (2017) also underlined the significance of exploring
cognition, emotion and action and their interplay in a specific discourse and interaction

to represent TPI of teachers in an integrated way.

As cited in a recent article of Lander (2018, p.91), Varghese et al. (2005) proposed three
predominant themes in recent theoretical understandings of language teacher identity: its
inherent instability; the social, cultural, and political setting; and language that includes
discourses through which all the processes of construction, re-construction, de-
construction, and negotiations are performed. According to Scartezini and Monereo
(2016), TPI is a process of constant negotiation between the different I-positions of
teachers at the personal, social and cultural levels. The main indicators underlying this
identity are teachers' representations and perceptions of their own academic roles; their
concepts of what it means to teach, learn and assess the courses they teach at university;

and the feelings they associate with their duties.

2.5 Studies on Teacher Professional Identity

Regarding teachers’ professional identity construction experiences, the studies in the
literature can be divided into two tracks: teacher identity construction of pre-service
teachers and in-service teachers. Since the current study does not focus on the former,
the studies regarding in-service teachers” TPI have been placed in this section. A deep
look at the literature on TPI of in-service teachers shows us that the studies conducted so
far have dealt with Native Speaker vs. Non-native Speaker dilemma regarding teacher
identity, professional development and teacher identity, the relationship between teacher
and other sub-identities, teacher identity construction and tensions and so on. Most of
the studies had a case study or a narrative approach. Moreover, Varghese et al (2005)
also indicated salient areas of interest regarding language teacher identity in the

literature.
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1. Marginalization;

2. The position of nonnative speaker teachers;

3. The status of language teaching as a profession;
4. The teacher-student relation (p.35)

Flores and Day (2006) carried out a longitudinal study to investigate the ways in which
14 new teachers' identities were shaped and reshaped over the first 2 years of teaching
employing teachers' own perceptions, analyses of the school cultures where they work
and their students' views as the main research instruments. The study emphasized the
powerful inter-action between personal histories (their past as students, personal
biography, the way they choose their job, etc.) and the contextual influences of the
workplace (classroom practice, school culture, and leadership). They also stated that the
identities of the new teachers in the study had been strongly personally embedded at the
beginning of their teaching careers, but destabilized by the negative school contexts and

cultures where they worked (see Figure 1).

Pre-teaching Identity
(Images, implicit theories)

Past Influences Contexts of Teaching

Personal Biography Classroom Practice
Initial Teacher Training School Culture

Teaching Practice Leadership

Reshaped Identity
(conservatism vs.
proactivism)

Figure 1. Key Mediating Influences on the Formation of Teacher Identity

Source: Flores, M. A., & Day, C. (2006). Contexts which shape and reshape new teachers’ identities: A
multi-perspective study. Teaching and Teacher Education, 22, p.230

Tsui (2007) carried out a narrative teacher identity research using a single case
methodology. Based on this narrative study on her participant Minfang, Tsui (2007)

highlighted that teacher identity construction is really complex and identities are
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constituted by identification and negotiation of meanings. Minfang’s stories showed that
identity is relational as well as experiential, reificative as well as participative, and

individual as well as social.

Boyd and Harris (2010) investigated the identity and pedagogy journey of the school
teachers who later became university lecturers. The findings of the study revealed that
the lecturers who were previously school teachers experienced some tensions about the
value of abstract knowledge compared to work-based practice. As the researchers stated
the situated learning of these new lecturers in their new context encouraged them to hold
on to their existing identities as school teachers rather than focusing on their new
identities as academics.

In another study, so as to examine the dimensions of teacher possible selves during the
transition into the teacher role from the role of student-teacher within the framework of
Possible-selves theory, Hamman, Gosselin, Romano, and Bunuan (2010) analyzed
expected and feared selves of 221 teachers — 175 of them were student teachers and 46
were in-service teachers. The findings of the study revealed that student teachers are
more task-focused when considering their expected and feared teacher possible selves
which was interpreted by the researchers as the result of their lack of considering their
teacher selves much beyond their immediate role and context. However, in-service
teachers, who have some experience behind them, tend to be more quality-focused when

considering future teacher possible selves.

Thomas and Beauchamp (2011) also conducted a study to examine the metaphors new
teachers use to define their professional identities and compare the metaphors chosen
right after graduation with those proposed towards the end of their first year of teaching.
They uncovered that new teachers make a shift from perceiving themselves as ready for
the challenge, to adopting a survival mode. The metaphors revealed that new teachers
struggle to develop a professional identity during their first year and this process is

complex and usually problematic.
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In her qualitative longitudinal study, Ruohotie-Lyhty (2011) explored the discursive
agency and professional development of 11 newly qualified foreign language teachers
from the point view of personal discourses in Finland. The findings came out to support
the previous studies on the fact that there is a decline in innovative teaching approaches
during the first years at work, teachers have difficulty in putting their theoretical
knowledge into practice and the pressure of the environment has undeniable effects on
newly qualified teachers.

Liu and Xu (2011) aimed to illustrate the negotiable, flexible, and adaptive nature of the
identity of a Chinese EFL teacher during a ‘new work order' - an ELT reform. The
authors, based on their narrative study with Hui, drew the conclusion that teachers are
supposed to shift their identities to survive change and they also noted that exclusion
from the workplace community of practice might be considered as an alternative form of
participation in the reform practices.

To analyze and explore the profiles and change in beginning teachers' professional
identity tensions, Pillen, Brok, and Beijaard (2013) conducted a survey study which was
completed by 373 teachers. The cluster analysis of the study defined 6 profiles. These
are teachers struggling with (views of) significant others, teachers with care-related
tensions, teachers with responsibility-related tensions, moderately tense teachers,
tension-free teachers, and troubled teachers. They also underscored that tensions are
subject to change, tensions can be diminished and dealt with when the essential support

is provided by teacher educators or mentors in schools.

Mora, Trejo, and Roux (2014) investigated the relationship between teachers' identities
and their professional development regarding the different PD approaches such as the
individual approach, institutional professional development and teacher-led professional
development. They found out that their participants had high levels of PD as well as a

significant difference between them in relation to their teacher identities.
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Werbinska (2015) carried out a three-year phenomenographic study on seven EFL
Polish teachers. She concentrated on how the teachers experience different aspects of
language teaching at three crucial stages: 1) the time of ELT theory studying, 2) the time
of school placement, 3) the time of first-year working as professional teachers. Using the
terms ‘continuities' for teachers' expectations (physical, mental, social, and symbolic)
and ‘discontinuities’ for their constraints, she derived the conclusion that discontinuities,

rather than continuities, can prove invaluable in language teacher identity development.

Using narrative inquiry as the research method, Cheng (2016) aimed to investigate the
trajectory of identity formation of 3 EFL university teachers. The unusual part of the
study was that Cheng (2016) collected and analyzed two types of data. The first one was
EFL teaching histories of well-known applied linguists (Hyland, 2014; Nunan, 2011;
Widdowson, 2009) and the second one was three university lecturers. The author of the
study ended up with 3 identity trajectories: identity as inexperienced EFL teachers, dual
identities as both a Ph.D./MA student and a teacher, and identities as an applied linguist,
curriculum designer, and textbook compiler/writer. The trajectory of identity formation
for the first group is linear whereas it is more like a loop for the second group that can be

defined as not only an EFL learner but an EFL teacher throughout the entire career.

Choe (2016) focused on the identity formation of Filipino ESL teachers teaching Korean
students in the Philippines to grasp how positive and negative identities shape ELT in
the Outer Circle. He interviewed 12 Filipino ESL teachers who teach Korean students
from two different language academies. None of the participants held Bachelor’s
degrees in TESOL or any related field, nor had they received a TESOL certificate or
master’s degree in TESOL. The findings indicated that teachers’ negative identity is
based on their non-nativeness, their lack of target culture knowledge, and lack of
TESOL training while their neutral accent and advantages as non-native teachers helped
them form their positive identity. Their negotiated identity, between negative and
positive identities, was represented as the acceptance of their status as non-native

teachers and the role of the Philippines as a link between Korea and the Inner Circle.
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Nguyen (2016) investigated identities of six teachers of English to young learners
(TEYL) who are teaching in six different primary schools in Vietnam employing
metaphors as a tool for understanding teacher identity and collected narrative data
through semi-structured interviews with each participant. The study concluded 5 main
themes or metaphors in relation to the identities of the teachers. These are TEYL

teachers as ‘artists’, ‘mothers’, ‘trial judges’, ‘intercultural promoters’ and ‘democrats’.

Employing a sequential mixed method design, Tajeddin and Adeh (2016) explored
native and nonnative English teachers' perceptions of their professional identity and the
advantages and disadvantages of being a native/nonnative teacher in the context of
English as an International Language. 200 native and nonnative English-speaking
teachers from inner-circle and expanding-circle countries took part in the questionnaire
stage of this study and a small group of them were interviewed. Specifically, 100 native
English-speaking teachers were from the United States and the United Kingdom (inner-
circle) and 100 nonnative teachers were from Iran and Turkey (expanding-circle). The
findings revealed that both NS and NNS teachers agree that they have their own
strengths and they can be good teachers in their own terms regardless of their first
language. Some of the native teachers stated that the matter is being a good teacher
rather than being native or non-native. The authors also highlighted that nonnative
teachers should be provided with opportunities to realize their own advantages and
recognize the importance of professional development over nativeness. The study also
indicated the lack of nonnative teachers’ self-confidence and awareness of their own role
and status compared with native teachers. Therefore, it is essential for teacher education
programs to develop courses and materials for teachers to raise their awareness about

their own professional status, roles, and contributions to the educational process.

In another recent research study, from the viewpoint of critical pedagogy, Sardabi, Bria
and Golestan (2018) explored the role of a teacher education program informed by the
principles of critical pedagogy in influencing 9 novice EFL teachers’ professional
identity construction before and after this CP-informed program. The study reported two

major shifts in participants’ professional identity. Sardabi et al (2018) found out that the
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teachers had ““an attitude of compliance and "a narrow view of EFL" whereas they came

to adopt a developed voice as well as a humanistic understanding of teaching.

To gain insight into the I-positions, meta-positions and promoter positions of 4 teachers
as part of their professional identity development, Assen, Koops, Meijers, Otting and
Poel (2018) tried to explore the extent to which a dialogue stimulates TPI development
and boost teachers to practice more learner-oriented interventions during a period of
problem-based learning process approach using a narrative research design in the
Netherlands. The findings of the study revealed that dialogues about teachers’ visions on
the approach to teaching are less beneficial than dialogues about actual teaching
behavior. Another finding was the that TPI development towards a learner-oriented
approach appears to be affected by the strength of teacher-oriented I-positions and also
they concluded that taking part in a dialogue stimulates teachers to develop their TPI and
the quality of dialogue is a matter.

2.6 Organizational Citizenship Behavior (OCB)

Organizations are the most vital components of a society where they play a significant
role in human life. By the same token, human resources or workers are the most strategic
and inextricable elements of an organization. The studies in the fields of business
administration, management, and educational administration have indicated that
organizational behaviors have profound effects on the success of an organization. Jafari
and Bidarian (2012) highlighted this by underlining that responsible, committed, brave,
and wise workers are deemed to be one of the most basic factors of the success of
organizations. In this regard, Organizational Citizenship Behaviors, which were first
defined as extra-role behaviors by Katz & Kahn (1978) have been a focus of interest in
recent years. However, as mentioned in the introductory chapter, the term OCB was

introduced by Organ et al. (1988) in the sense that it is perceived today.

After the concept began to be an attraction for researchers, the dimensions and domains
of OCB construct were guestioned and discussed by a good number of researchers. As

indicated in the introduction section, different frameworks were put forward by various
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researchers. However, the mostly utilized framework by the researchers in the
aforementioned fields has been Organ's (1988) 5 dimensional construct that included
altruism (selfless concern for the welfare of others) , conscientiousness (characterized by
careful; painstaking devotion to the rules and regulations of the organization) ,
sportsmanship (conduct and attitude consistent with tolerance for sub-optimal
circumstances), courtesy (respectful, polite, civil behavior) and civic virtue (proactive

contribution to the organization’s harmony) (Harper & College, 2015).

2.6.1 Dimensions of Organizational Citizenship Behavior

The scholars investigating OCB have endeavored to scrutinize the domains of this
construct (Organ, 1988; Podsakoff et al.,2000; Coleman & Borman, 2000; Moon et al.,
2005). Smith et al. (1983) were the first to generate a categorization after carrying out a
factor analysis in their study including altruism and general compliance. In their work,
they defined altruism as the behaviors to help a specific person even though help is not
required. The second-factor general compliance includes impersonal behaviors such as

compliance with norms describing a good worker.

After this model study, the most common taxonomy which is frequently considered in
the literature and placed in the majority of the field studies was proposed by Organ
(1988). Although other researchers also proposed different categorizations, almost all
the OCB taxonomies turned out to have the same concepts with different terms; that is,
they included or excluded some features of these early endeavors. Organ’s (1988) five
dimensional OCB construct include altruism, conscientioussness, sportsmanship,

courtesy, and civic virtue.

Altruism which is considered simply as helping behavior is related to helping others with
a task or problem concerning an organization. Conscientiousness, on the other hand,
requires going slightly beyond normal levels of attendance, punctuality and conserving
resources and so on. (Somech & Oplatka, 2015). The third dimension sportsmanship is
about employees’ eagerness to indulge the unavoidable troubles of work without

complaining. Courtesy comprises behaviors that are performed to hinder work-related
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problems with other colleagues. Lastly, civic virtue includes active, receptive, sensitive
and constructive engagement in the organization. Although these dimensions have been
agreed and utilized in the majority of OCB research studies, as can be seen in Table 2, a
good number of researchers endeavored to generated their own OCB taxonomies.

Table 2. Other OCB Taxonomies

Graham (1) organizational obedience
(1991) (2) organizational loyalty
(3) organizational participation
Van Dyne et al. (1) social participation (3) loyalty
(1994) (2) obedience (4) functional participation
Podsakoff et al. (1) helping behaviors (5) organizational loyalty
(2000) (2) sportsmanship (6) organizational compliance
(3) individual initiative (7) civic virtue

(4) self-development

Coleman & Borman (1) interpersonal citizenship performance
(2000) (2) organizational citizenship performance

(3) job/task conscientiousness

Moon et al. (1) helping (3) taking charge
(2005) (2) sportsmanship (4) compliance

* adapted from Somech and Oplatka (2015, pp. 7-8)

Williams and Anderson (1991) divided OCB into two categories, namely, OCBI and
OCBO and other researchers in the field also agreed on this designation and built upon
it. OCBI refers to behaviors which enhance particular individuals and thus obliquely
benefit organizations whereas OCBO involves behaviors that contribute to an
organization as a whole. In this regard, it has been a widely accepted notion that OCB
might foster the effectiveness and success of organizations through individual-level and

organizational-level outcomes.
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2.6.2 Criticism of the OCB Construct

In spite of acceptance of the Organ’s (1988) conceptualization of OCB construct, some
researchers have criticized the OCB construct itself. As cited in Arkan’s thesis study
(2016) Morrison argued that the border among in-role and extra-role behaviors is not
clearly established and that OCB is a function of how broadly employees describe their
job responsibilities (Morrison, 1994). She also claimed that employees who limit their
job very narrowly may regard a behavior, like helping co-workers as an extra-role
behavior (OCB), whereas some others who have broad job role descriptions might
consider such behaviors as part of their jobs (in- role). The point Morrison (1994) tried
to make was that OCB is not a clear-cut construct because of the ambiguity between in-
role and extra-role behavior as the understanding of them among employees and
supervisors vary (Morrison, 1994).

As Somech and Oplatka indicated in their book Organizational Citizenship Behavior in
Schools, Lepine et al. (2002) examined a pool of 133 studies and found out more than 40
different measures of behavior that the researchers referred to as OCB. However, there
has been a theoretical overlap between the different taxonomies and OCB constructs

even though the OCB construct is not clear-cut at all.

Organ (1990) added 2 items to his five-dimensional model of OCB. These dimensions
are peacekeeping and cheerleading. To Podsakoff et al. (2009), peacekeeping includes
behaviors that focus on preventing the conflicts among individuals and cheerleading
refers to behaviors that involve words and gestures to hearten and reinforce coworkers’

performance and PD.

On the other hand, based on the classification of Organ, Williams, and Anderson (1991)
proposed another conceptualization of OCB which divided OCB into two sub-categories
which are organizational citizenship behavior-individual (OCB-I) and organizational
citizenship behavior-organization (OCB-O). The former is claimed to immediately
benefit particular individuals and therefore indirectly enhances the organization itself
while the latter contributes to the organization as a whole (Somech & Oplatka, 2015).
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They also underscored that OCB research has suggested that OCBs contribute
organizational effectiveness by creating social capital, increasing efficiency, and
enhancing productivity. Podsakoff et al (2000) in their far-reaching literature review,

found out seven potential reasons for this connection.

(1) Enhancing coworker and managerial productivity; (2) freeing up
organizational resources for other productive purposes; (3) reducing the need to
allocate scarce resources to maintaining performance within organizations; (4)
helping to coordinate activities within and between organizational teams; (5)
making the organization a more satisfying place to work and thus helping attract
and retain productive employees; (6) increasing the stability of the organization's
performance and (7) improving organizational adaptability to environmental
changes. (pp. 543-546)

2.6.3 Teacher OCB

As a construct cultivating in a particular context, OCB differs from setting to setting
based on the nature of the work and the peculiarities and expectations of organizations
(Organ et al., 2006; Jackson, 2009). Schools are unique environments where their in-role
and extra-role behaviors are shaped and influenced by a range of factors. DiPaola and
Hoy (2005) described teacher OCB as “teachers voluntarily going out of their way to
help their students, colleagues, and others as they engage in the work of teaching and
learning” (p. 390). Teacher OCB refers to the roles that go beyond a teacher's formal
duties. Helping colleagues who have a heavy workload, staying after school to help a
student or working overtime even if it is not requested, doing unpaid tasks or coming up
with innovative ideas to contribute to the improvement of the school might be

considered some examples of teacher OCBs (Somech & Oplatka, 2015, p. 32).

As cited in Somech and Oplatka (2015), Lev and Koslowsky (2012) and Zeinabadi

(2010) stressed out that teacher OCBs are fundamental as in-role job requirements

cannot encompass all of the behaviors required for reaching school goals. Sesen and

Basim (2012) also punctuated that teacher OCBs operate obliquely and shape the social

and psychological atmosphere of a school as well as increasing school effectiveness,

freeing up resources for more productive objectives, helping the coordination of
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activities within the school and facilitating teachers to adjust to environmental
alterations.

Somech and Oplatka (2015) also noted that teacher OCB and the related studies have
been based on the non-educational OCB literature since OCB itself has been a recent
concept. They also stated that educational researchers referred to Organ's work (1988,
1997) to investigate teacher OCBs. In this regard, it can be said that OCB and teacher
OCB research are based on similar theoretical frameworks.

Table 3. Measures of Teacher OCB

OCB toward the student
1. Stay after school hours to help students with class materials.
2. Arrive early for class.
3. Acquire expertise in new subjects that contribute to my work.
4. Stay in class during breaks in order to listen to my students.
5. Go to school on my free days to prevent problems in my class.
6. Prepare special assignments for higher- and lower-level students.
7. Participate in private celebrations of my students (e.g. birthdays).
8. Invite students to my home.
OCB toward the team
1. Volunteer for school committee.
2. Orient new teachers even though it’s not required.
3. Offer my colleagues worksheets that I’ve prepared form my class.
4. Prepare learning programs for substitute teachers.
5. Help other teachers who have heavy workloads.
6. Help an absent colleague by assigning learning tasks to the class.
7. Participate actively in teachers’ meetings.
8. Work collaboratively with other (planning assignment, joint projects, etc.)

OCB toward the organization as a whole

Organize social activities for school.

Volunteer for roles and tasks that are not required.

Assume responsibilities that are not a prescribed part of my job.
Make innovative suggestions to improve the school.

Attend functions that are not required but help the school’s image.
Organize joint activities with parents above the norm.

Decorate the school.

Assist the principal in my free hours.

ONoor~wNPE

Source: Somech, A., & Drach-Zahavy, A. (2000). Understanding extra-role behavior in schools:
The relationship between job satisfaction, sense of efficacy, and teachers’ extra-role behavior.
Teaching and Teacher Education, 16, 649-659
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A pioneering multidimensional approach to teacher OCB was adopted by Somech and
Drach-Zahavy (2000). Upon conducting a qualitative inquiry with 5 school teachers and
25 elementary teachers and conducting a factor analysis, they generated a 3-dimensional
framework (see Table 3) for teacher OCB that correspond to the three levels of the
school system; namely, students, team and organization. The current study adopted this
model as a framework for classifiying OCB.

Later on, based on in-depth interviews with principals, teachers, and supervisors,
Oplatka (2006) added a fourth dimension to this model. Oplatka's 4-dimensional
framework consisted of OCBs directed towards students, OCBs directed at the class,
collegial and helping behaviors among the staff and OCBs directed at the school level.
The fourth dimension OCBs directed at the class was claimed to be about teachers'
initiation and application of changes and innovations in teaching methods or curriculum

and engagements in social events of the class.

As a result of their study, Jimmieson et al. (2010), drawing on a deductive approach,
introduced another taxonomy grounding their research on Organ's (1988) and Somech
and Drach-Zahavy's (2000) work. Their data analysis yielded 3 factors, which are
student-directed behaviors, civic, and professional development. A succeeding study of
Sesen and Basim (2012), who adopted William and Anderson's (1991) two-dimensional
categorization, concluded that OCBI is towards individuals in school whereas OCBO is

intended for the school itself as an organization.

The second approach which tried to describe the borders of teacher OCB was a single
dimensional one introduced by DiPaola and his colleagues (2005). They drew the
conclusion that “both benefits to the organization (helping organization) and benefits to

the individual (helping individuals) combined into a single, bipolar construct” (DiPaola

& Mendes da Costa Neves, 2009, p. 493).

Somech and Oplatka (2015) also affirmed that to have a better grasp of Teacher OCB, it
is essential to distinguish it from other conceptualizations of OCB in non-educational

organizations and other associated concepts. In other words, there is a need to clarify the
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line between in-role and extra-role descriptions. Different people, depending on their
positions or roles, might label roles differently either in-role or extra-role and this
situation leads to the potential subjectivity of the OCB construct, which automatically
raises the question: what is the best source to evaluate OCBs? As cited in Somech and
Oplatka (2015), Organ (1990) noted that it is not possible to say that one source of
evaluation is more valid than another as each and every source has its own bias. This is
mostly because different role-holders might consider different assets of OCB and have
distinct criteria to assess it (Mount, Judge, Scullen, Sytsma, & Hezlett, 1998). In their
study which compared self, peers and supervisor's report of OCBs, Becker and Vance
(1993) figured out that ratings made by other (subordinates and superiors) were more
identical than those made by self and others. This finding showed the potential bias of

the self-reporting emphasizing that it might result in a deceptive reality.

Belogolovsky and Somech (2010) conducted a study to investigate if people in different
roles perceive teachers' in-role and extra-role behaviors differently. They found out that
teachers and principals defined more teacher OCBs toward the school as in-role
behaviors than parents. On the other hand, parents defined more teachers OCBs toward
the student as in-role behaviors than the teacher did. In another study, Belogolovsky and
Somech (2012), designing a survey study with 205 teachers from 30 elementary schools,
found significant results using Fessler and Christensens's (1992) career-cycle model.
The model categorized teachers into the following career stages; namely, the pre-service
stage, the induction stage, the competency building stage, the enthusiastic and growing
stage, the career frustration stage, the stable and stagnant stag and the career wind-down
and exit stage. The results of the study showed that teachers at the competency building
stage and the enthusiastic and growing stage were more likely to define their OCBs as
in-role behaviors than those at the indiction stage. The researchers, based on the data,
drew the conclusion that the boundary between in-role and extra-role descriptions is

dynamic and fluctuate through various career phases.
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Many researchers investigated OCBs as individual behaviors or personality traits.
However, as Somech and Drach-Zahavy (2004) indicated teacher OCB is of an essential
need to be investigated as a social and organizational phenomenon as teachers do not
perform OCBs in a vacuum and highlighted the crucial effects of contextuality. In this
respect, some other researchers focused on team and organizations aspects of OCB to
explore it from an organizational level (Ehrhart & Naumann; Ras, 2012; Somech &
Drach-Zahavy, 2004).

Theoretical
Frameworks for OCB

The Cognitive The Affective The Functional
Approach Approach Perspective

Figure 2. Theoretical Frameworks for OCB

OCB has also been investigated through using different approaches (see Figure 2).
Elstad, Christophersen, and Turmo (2012) put forward that the cognitive approach to
OCB claims that individuals take "fairness" into consideration when it comes to
reciprocity. In other words, they tend to balance their inputs and outcomes in relation to
others and they are more likely to reciprocate to people who benefit them. The affective
approach asserts that helping behaviors of people are closely related to their mood, thus
positive mood boosts positive behaviors. George (1996) stated that being helpful is self-
reinforcing and make people sustain their positive mood and vice-versa. On the other

hand, the functional perspective from a more pragmatic lens, suggests that people prefer
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to invest in citizenship regarding their own needs and they consider the pragmatic value
of these behaviors in terms of reaching their desired outcomes (Finkelstein, 2006).

Relying on role identity theory to investigate the connection between citizenship
behavior and motivation, Stoner, Perrewe” and Munyon (2011) generated a conceptual
model to hypothesize when and how extra role behaviors result in positive and negative
outcomes for employees and organizations. The authors underlined how citizenship
identities frame the extra role performance and employee identities in addition to other
professional variables that might affect this process. They claimed that individuals
develop a central or peripheral role identities as citizens of an organization and
employees who develop a central citizenship role identity are intrinsically motivated to
involve in tasks and behaviors which support and confirm their identity. Contrarily, they
suggested that the ones who develops a peripheral citizenship role identity are pushed by
extrinsic reward system and thusly are involved in contextual performance behaviors
(CPB) rather than OCBs.

2.6.4 Determinants of OCB

Somech and Oplatka (2015) classified the antecedents of teacher OCB into 3 categories;
individual-level determinants, dyadic-level determinants, and organizational-level

determinants.

Job Satisfaction as one of the individual-level antecedents of teacher OCB has received
the most robust evidence in the literature. They stated that there is a reasonable
relationship between job satisfaction and OCB. Zeinabadi (2010) carried out a study to
have a clearer understanding of job satisfaction on teacher OCB with 652 teachers and
131 principals considering satisfaction as a 2-dimensional construct; namely, intrinsic
job motivation and extrinsic job motivation. The analysis of the data showed that only
intrinsic job motivation leads teachers to perform high levels of citizenship behaviors.
Organizational commitment is a total of the strong belief in and acceptance of the
organization's goals and values, a willingness to exert considerable effort on behalf of

the organization and a strong intent or desire to remain within the organization. Some of
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the researchers underscored that organizational commitment of teachers is a mediator
between job satisfaction and OCB (Cohen, 2006; Zeinabadi, 2010; Sesen & Basim,
2012). By stimulating the organizational commitment of teachers, job satisfaction is
likely to motivate a teacher to perform more OCBs. The third individual-level
antecedent of OCB construct is job efficacy. Jimmieson, Hannam and Yeo (2010) stated
that job efficacy and OCB are positively associated. More specifically, Jimmieson et al.
(2010) figured out that job efficacy turned out to be related to civic virtue dimension of
OCB. On the other hand, Bogler & Somech (2004) highlighted the fact that teachers
with high self-efficacy showed high levels of OCB towards their colleagues and
organization. The sense of educational calling which considers education as a timeless
and unbounded job drives teachers to help others more, stay more at schools and
contribute to the school. Somech and Oplatka emphasized that OCB is an indirect
outcome of this strong belief in "educational calling” since teaching is a lot more

different than other jobs.

As for the dyadic-level determinants of teacher OCB, organizational trust, which is one
of the basic conditions of communication and interaction in an organization, and
perceived organizational support have come out as the focal points of some research
studies. (Chugtai & Buckley, 2009; Elstad et al., 2012).Yilmaz and Altinkurt (2012)
conducted a study with 466 participants who were secondary school teachers and found
out that trust in, as well as colleagues, were positively associated with teacher OCB. On
the other hand, perceived organizational support (POS) is considered to be an array of
overall beliefs that employees have about the organization where they work. To Rhoades
and Eisenberger (2002), it consists of the extent to which an organization values one's
individual contribution, cares about one's personal well-being, and offers assistance
when needed in difficult and problematic situations. In an empirical study, Mauseth
(2007) collected data from 194 teachers and found out a positive relation between POS
and teacher OCB.
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The third group of antecedents of teachers OCB is organizational elements. School
culture refers to the shared values, beliefs and norms that members of an organization
have. These values and beliefs determine how organization members think, feel and act.
Somech and Oplatka underline the existence of two different school cultures;
individualist vs. collectivist school culture. The second organization-related determinant
is school climate which is considered to be an array of properties of the working
environment including the extent to which an organization concentrates on, emphasizes
and is believed to be a major force in influencing employee behaviors (Schneider,
Ehrhart, Mayer, Salz & Niles-Jolly, 2005). The results of the empirical research studies
agreed on the fact that the school has a positive climate if there are cooperation and
respect among colleagues and between staff and principal. Oplatka (2006) and Vashdi,
Vigoda-Gadot, and Shlomi (2013) found out that positive school climate encourages
teacher OCB. Finally, educational leadership has been one of the determinants that have
received a great deal of attention among researchers. Nguni et al. (2006) underscored
that transformational leadership has a huge impact on teacher OCB. Some other studies
also supported the positive link between participative leadership and teacher OCB ( e.g.
Bogler & Somech, 2004; Oplatka, 2006; Runhaar, Konnermann & Sanders, 2013).
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As a new conceptualization of teacher OCB, Somech and Oplatka designed an
integrative mediator-moderator model of teacher citizenship behavior (TCB) as can be

seen in Figure 3.

[ Individual, dyadic, and organizational moderators ]
Contextual characteristics Teacher citizenship behavior
/ School characteristics \ f Organizational citizenship \
behavior (OCB)

*Bureaucratic organizations

L *Toward the student
*Loosely coupled organizations
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for students learning J *Toward the school ) )
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\ / outcomes
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Career Stages

Figure 3. Teacher Citizenship Behavior: An Integrative Model

Source: Somech, A., & Oplatka, I. (2015). Organizational Citizenship Behavior in School. New York:
Routledge. p.83

When the previous studies on teacher professional identity and OCB are taken into
account, it can be seen that as newly developed foci of research, the two have been
investigated separately. However, in each field, a good number of studies have been
conducted to understand these phenomena and some approaches and models have been
constructed. Paying attention to Grant and Mayer’s (2009) call for new models to
understand mechanisms that explain the link between motivation and citizenship, the

endeavors of Stoner et al. (2011) in contributing to theory by their notion of central and
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peripheral citizenship role identities, the need for investigating professional identities
and organizational citizenship behaviors becomes more urgent. In this sense, the current
study aims to examine these concepts using different therotical frameworks and
taxonomies from both of the fields. To be more precise, Social Identity and Social
Exchange Theory were utilized as analytical lenses. On the other hand, Organ’s (1988)
taxonomy of OCB Dimensions and the three-dimensional OCB measure developed by
Somech and Drach-Zahavy (2000) were used to investigate and understand the practical
aspects of the phenomena in question. To this end, the current study aims to make use of
a theoretical integration that might have a significant contribution to the understanding

of organizational and individual practices from the viewpoint of role identities.
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CHAPTER 3

METHODOLOGY

3.1 Case Study

Case study as one of the major qualitative research approaches comprises a case within a
real-life, contemporary setting or context where “how” or “why” questions are asked to
illuminate and draw meaningful and holistic conclusions from these real-life and
contemporary phenomena over which the investigator has little or no control. (Yin, 2003
& 2009). As Stake (2003) accentuated, the essential nature of case study research is
supposed to be understood not only as a methodology but a choice of what is to be
studied. In other words, it can be said that it would not be a proper understanding to
consider case study research only as a way of conducting qualitative research since a
case constitutes almost the foundation and whole body of a qualitative research study

which is carried out by this approach.

Cases are defined to be bounded systems, that is to say; bounded by time and place
(Creswell, 2009). This very core of cases makes them unique and generate the
characteristics as well as the limitations of the case study methodology. That is, the
parameters of time and place contribute to the nature of case study research and are also
the essence of a case study. A case study is bound to commence with an identification of
a specific case. This case might be an individual, a small group, an organization or a
partnership (Creswell, 2003). Regardless of what makes the case, an in-depth
understanding of the case is inevitably necessitated and of utmost importance. Thus, the
researcher is supposed to provide a full description and exploration of the case under

investigation with its all characteristics, peculiarities, and dynamics.
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As for the kinds of the case study, different categorizations have been made in the
literature depending on either research questions asked or the number of the cases
investigated.

In embedded case studies, for example in an organizational case study, the main unit
may be an institution as a whole, and the smallest units may be groups of individuals,
such as managers and employees (Scholz & Tietje, 2002). In this regard, embedded case
studies are to have different units of analysis that are one of the basic components of
case studies. Since the current study also dealed with some organizational phenomena as
well as individuals who are the members of an organization, it was designed as an
embedded, single case analysis. As 9 teachers participated in the study, 9 units of
analysis were indicated in addition to the organization as the current case (see Figure 4).
Yin (2012), using the dashed lines, highlighted the fact that there are no sharp borders

between the context and the case, as these can not be considered in an isolated manner.

Context

Melis Sumru

Pelin Ece Canan Bahar

Figure 4. Representation of the Current Case Design
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3.2 Research Setting and Participants
3.2.1 Setting

The school where the current study was carried out is located in Ankara, Turkey. Having
been established in the 1990s as a foundation university, today City Land University
(hereinafter referred as CLU) has almost 15000 students and nearly 1500 academics.
CLU is one of the most prestigious and well-known private universities whose students
are mostly from the upper class, most of whom graduate from private high schools and
are economically-privileged. In addition, academically successful students and those
who cannot afford the tuition fee are granted with some scholarships.

CLU employs instructors in line with the criteria of Higher Education Council.
However, it must be noted that HEC made significant changes® regarding the admission
of instructors in November, 2018, which had a profound effect on both pre-service
teachers, novice teachers and mid-career teachers. In the old system, immediately after
bachelor’s degree, people could work at the tertiary level as EFL instructors. However,
after this recent regulation, having a master’s degree in ELT, ELL and ACL has become
a requirement to start working in a full-time instructor position at the tertiary level. This
new regulation somehow appeared as a barrier to new graduates and those novice and
mid-career teachers who do not hold an M.A. but desire to change their current

instutitions.

! By this change announced in November, 2018 by HEC, having a master’s degree with a thesis became
one of the requirements of admission to the instructor positions at universities. However, later on this
decision was modified by removing the phrase ““ at least a master’s with a thesis”. Master’s non-thesis was
also accepted in 2019. It should be noted that these regulations somehow function as a barrier to mid-
career and novice teachers who were employed quite earlier than the recent regulations. To this end,
affected by these adjustments, the potential turnovers of employees can be said to be blocked. In other
words, the present turnover rates are far from mirroring the reality as there is a group of teachers who
cannot change their jobs due to the regulations and have to keep their current status.
42



School
Administrative
Board

School Board

Director

Advi_sor to the Vice Chair — Department Chair
Director

Head of Test
Development Unit

| 1
Head of Teacher
Training and Head of English Head of Academic Head of Modern

Development Unit Preparatory Unit English Unit Languages Unit

1 r |
Head of Curriculum
Deputy Heads Deputy Heads Instructors

Development Unit

Public Relations [ — Instructors
Coordinator Instructors

Educational Planner

Communications
Coordinator

Figure 5. Organizational Chart

The School of Foreign Languages of CLU has almost 150 EFL instructors working
currently. The instructors work as a part of 3 different departments, namely; Basic
English Department, Academic English Department, and Modern Languages
Department. The instructors have almost the same undergraduate backgrounds which are
English Language Teaching, English Language and Literature, American Culture and
Literature and Linguistics. In the school, there are units of curriculum, testing and
teacher training and development (see Figure 5). Teacher training and development unit
has clinical observations of teachers and arranges peer observations each semester. The

unit also organizes professional development sessions on a regular basis. The school has
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nearly 6.000 students including both preparatory English department students and
sudents of academic English courses.

According to 2018 annual report of the school, the school has 147 full-time instructors
who are between 23 and 68 years old (see Figure 6) and have teaching experience of 1-
25 years in the current organization where this study was conducted (see Figure 7).
Unless they have unit-related duties, Instructors have 15-18 hours of teaching in a week
and are responsible for marking assignments, invigilation tasks, carrying out speaking
exams and office hours. Instructors who work as a part of curriculum, testing, and
training units have a moderately less teaching workload as they are supposed to prepare
tests, curriculum, teaching materials and so forth. The school has the aforementioned
units in all programs. That is to say, English Preparatory and Academic English Unit

have their own curriculum and testing units.
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Figure 6. The Age Distribution of Instructors
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Figure 7. The Instructors’ Experience in the Organization

In the report, it is also indicated that the school has 59 instructors with M.A., 16
instructors pursuing an M.A. degree, 4 instructors with Ph.D. and 15 instructors who are
still continuing their doctoral studies. The report also revealed that 12 instructors left the
institution in 2018 for a number of reasons such as finding another workplace, changing
their departments and retirement, etc. The turnover rate in 2018 was 1.2 %. By the time
the current study was finalized, approxiamately the same turnover rate occurred in the
end of 2019 academic year; that is almost, 15 instructors quitted their job in the
organization. The school also employs 20-25 part-time instructors each semester to meet
the need and fill the gap. Actually, this systematic turnover that has been taking place in
the setting was one the most crucial reasons for choosing it as a focal site to investigate
the organizational dynamics and the instructors’ organizational behavior to explore the
motives behind this systemacity and understand the organizational climate and culture
better through examining them in relation to personal and professional identities of the
instructors. As for the student part, the school has approxiamately 1000 students each
year. The statistics of the exams and overall achievement in 2018-2019 academic year
indicated that nearly 20.5 % of the students failed at the end of the year whereas 80 % of
them were successful which means that they either transitioned into their own

departments or passed a level.
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3.2.2 Participants

The participants of the current study were 10 EFL instructors who have been working at
the school of foreign languages. (novice teachers: n=3, mid-career teachers: n=3, senior
teacher: n=3, manager: n=1). They had various backgrounds such as ELT, ELIT and
ACL (see Table 4). Some of them had worked at other instutions before whereas the
school where this study conducted was the first workplace for others. In the participant
selection process, instructors were invited to study in person and some of the invited
instructors rejected to participate due to time limitations. Criterion sampling strategy
was also employed to choose the participants. They were required to be working as an
instructor at the university and also be a member of aforementioned experience groups.
(i.e. novice, mid-career and senior). Gender was not one of the focal point of the current
study, thus it was not taken into consideration during the sampling process. (F=8, M=2).
However, regarding the gender distribution of ELT professionals, it can be said that both
group somehow found a place in the present study. Novice and mid-career teachers
participating in the current study are pursuing a master’s degree whereas only one of the

senior teachers holds an M.A.

Table 4. Participants

Pseudonyms Educational Experience of Teaching Position
Background in the Organization

Melis ELT 3 years Instructor
Pelin ELT 3 years Instructor
Ece ELT 3 years Instructor
Ferda ELIT 3 years Instructor
Metin ACL 6 years Instructor
Aykut ELIT 7 years Instructor
Sumru ELT 18 years Instructor
Canan ELIT 20 years Instructor
Bahar ELIT 21 years Instructor
Leyla ELT 5 years Manager

|:| Novice |:| Mid- Career |:| Senior
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3.2.2.1 Melis

Melis is a novice teacher in her late twenties who started her first year of the profession
at the university right after her graduation from one of the most prestigious and
successful state universities in Turkey where she studied English Language Teaching
and took ELT, English literature, linguistics, and educational sciences courses. During
her undergraduate education, she also spent a semester abroad as an exchange student.
She is from a small city in Turkey, so changing her city for university education and
staying at dormitory was a turning point for her. In her own words, doing things and
spending a life by herself was really important for her to build up her strengths and her
life. She graduated from a special type of high school named as teacher training high
school?> which was established to train qualified teachers. However, she is not sure
whether this was a conscious decision or not. Although she could have chosen different
branches, she preferred the language track as she had a tendency and she liked the

foreign language (i.e. English).

She was somehow affected by the image of the teacher which was created by society.
The status of the teaching profession as it is considered to be a respected job and her
family's appreciation was the leading factors for her to become a teacher. Even though
she had some teaching experience before her graduation, Melis started her teaching
career officially at the university where the study was conducted. At the same time, she
was pursuing her M.A. degree while she was working under “hard conditions”. In her 3"
year of teaching, she thinks that if she had chosen another occupation, she wouldn't be
this much exhausted. She considers teaching as a very demanding profession which
requires dealing with people and specifically many students in the classroom. She thinks
that compared to her hometown, the teaching profession is not considered to be a
respected or prestigious job in big cities and where she lives currently. In addition to

this, working under poor financial conditions also somehow changed her perception of

2 Anatolian Teacher Training High School was a type of high school that was founded to educate future
teachers starting from high school. These schools served as a resource of student for faculties of education
in Turkey for a long time and these schools were closed down in 2014. They were transformed into other
types of high schools.
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the teaching profession itself. Melis highlighted that teaching is not her hobby but her
profession, something she does to earn her living. In this sense, she remarked that
teaching might not be the best fit for her or she could have done something else.

3.2.2.2 Pelin

Pelin is a novice teacher in her twenties who started her first year as an instructor at the
university immediately after her graduation from an ELT department of a state
university which is also located in the same city. Unlike Melis, she took more
educational and ELT courses, which means her undergraduate education did not focus
on literature and linguistics much. In her words, her undergraduate program
concentrated more on pedagogical and pragmatic aspects of language teaching. She did
not have the opportunity to take some elective courses which could have equipped her
with different perspectives in terms of language teaching, because only some certain
courses were offered as elective courses in her program, which is one of the things she

regrets about her undergraduate program.

Having had a better score than she had expected from the university entrance exam, she
preferred to enroll in a teacher education program instead of studying literature which
was her initial plan regarding her university education. To Pelin, the time when she
wanted to be a teacher was the period when she studied English Language Teaching as
she had a proper understanding of teaching during that time. Actually, at the very
beginning, her motivation to study English language was her teacher who was a role
model for her when she was a 6" grader at middle school. She admired her English and
thought that she was a different person in a positive way, which later became a push for

Pelin to make her teacher happy and get more and more engaged in English.

In contrast to Melis, Pelin did not have the idea of becoming a teacher before her
university education as she was aware of the poor working conditions and financial
issues. However, methodology courses and teaching courses at the university became a
significant motivation source for her, as she enjoyed what she was doing there. She

thinks that being a novice teacher, looking young and smiling at the same time could
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sometimes be disadvantageous since it might lead to some classroom management

problems.

3.2.2.3 Ece

Ece is a novice teacher in her twenties who started working as teacher for a month and
then started working as an instructor at the university immediately after her graduation
from an ELT department of a prestigious state university which is also located in the
same city where she took courses concentrating on English Language teaching literature
and linguistics. Ece, unlike her classmates, became an exchange student and studied
abroad in her final year, which made her graduation postponed in a way - one semester-.
In her own words, she is a “positive” person and a teacher who is not prejudiced and
approach problems in a constructive way. Like Melis, she also graduated from a special
type of high school founded to train qualified teachers. She thinks that her high school
was a disciplined one and she learned a lot fom this teacher training high school. It

shaped her life and the way acts and fulfills her duties.

She thinks that she was an introvert person when she was a primary school student and
did not have this positive and cheerful character that time. She expressed that she
experienced a turning point which she was not aware of and after that period she decided
to be the person she currently is. The point where she decided to become a teacher was
the moment when she answered a math problem by solving it on the board, which kind
of encouraged her and gave her the motivation to demonstrate her knowledge and skills.
After this incident, she reported she always tried to be volunteer and be one of the
leading students who wanted to tell something in the class. Having been good at both
Maths and English, she gave up the idea of choosing the science track which was also
affected by the problems she faced regarding her math teacher and decided to be a
language-track student. In her own words, choosing the path to become an English
teacher stemmed from the problems she experienced and it was not something she aimed
to achieve at all. However, she likes her occupation now because she likes
communicating with people and talking and she does not like sedentary jobs. At the time

being, she has been teaching as an instructor for 2 years at her current institution.
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3.2.2.4 Ferda

Ferda is a mid-career teacher in her early thirties who had previously worked for other
institutions such as private language courses, schools and another preparatory school of
a university before she was employed as an EFL instructor at CLU. Thus, she has a wide
range of experience with different age groups of learners and she has also experienced
various organizational climates and dynamics beforehand. However, this job shifts
among different organizations sound like "instability” to her. On the other hand, these
experiences contributed to her as a teacher who deals with a serious workload and
worked really hard.

In her own words, Ferda is a kind of person who motivates herself by small things and
her goal is to increase the number of these small things in her life and thus her happiness
as an individual and a teacher. She is quite interested in art and particularly in theatre
which is another motivational source for her. One of the turning points in her life was
her mother's heart disease which made her quit her job in another city and came where
she currently is working. She thinks that the changes in her career were also somehow

affected by family factors.

Being a language teacher was not a very planned decision for Ferda. However, her high
school education which took place at a language-based high school of her time
contributed to her a lot. Her English teacher at this high school was more than a role
model for her. She was influenced by her teacher’s naive character, stance, attitude and
relationship with the students. Ferda stated that she wanted to be like her and the way to
achieve this was to become an English teacher, as she thought that if she became an

English teacher, she would be much like her.

When she started to study English Language Literature at university, since her
department was not English Language Teaching, the decision of becoming a teacher was
a difficult one for her. As well as studying literature, she also had a minor from the
department of translation and interpreting. Towards her graduation, she thought that she

needed to be realistic about the working conditions and she would need a job after
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graduation. Thus, she decided to take pedagogical formation certificate in her final year.
Besides, she worked voluntarily for social responsibility projects during her
undergraduate program.

3.2.2.5 Metin

Metin is a mid-career teacher in his thirties who holds a bachelor’s degree from
American Culture and Literature from a prestigious university in Turkey and is currently
pursuing an M.A degree from another discipline which is not related to ELT. Having
worked as a medical translator and an English teacher at a private language course, he
started to work at the university 6 years ago. Metin, in his words, does not have the goal
to “sacrifice himself for the world and the others”. He claims to be some sort of
egocentric. He thinks that we inevitably try to contribute to others and the world but he
does not have a goal like having extra-ordinary contributions to the world. His goal is to
make himself happy and by doing this indirectly contribute to the others.

After high school, Metin also questioned his religious background and had some
changes later on, which was a turning point for him. He took various courses such as
mythology, film and cultural studies, critical theory, etc. and concentrated on feminism,
gender studies, and other issues, which, in his terms, made him have a different
perspective to look at the world. He never had the idea of becoming a teacher and did
not even dreamt of being one in his childhood and he chose his current job to change his
city. Although he did not desire to become a teacher, he took pedagogical formation
courses just in case. He finds the job opportunities for people who study language-
related fields such ELT, ACL or ELL very limited. Thus, he had an awareness of what
he could choose and thought that each and every person who studied the aforementioned
disciplines inherently know the potential alternatives when it comes to employment. He
considered teaching as one of these alternatives above. Metin thinks that he even started
to like literature —his own major- after his graduation as he did not study properly
because of some financial problems. He thinks that the people who are teaching or

English teachers are not in their current positions just because they dreamt of it and
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desired it. His stance somehow implies the aforementioned problems of teachers in the

country and the current dynamics in education.

Metin, on the other hand, finds himself successful in terms of human communication
and interaction both as a teacher and an individual. He strongly expressed that through
teaching practice, he came to know the dilemma between theory and practice better. He
thinks that theories do not work in the classroom because of the many different variables
and uniqueness of each student. As a teacher, he has the philosophy to educate students
and he does not care formalities and achievement norms of the courses. Moreover, in his
words, teaching creates some room for him to fight with the ideology that takes

quantitative achievement norms and ignores human aspects of education.

3.2.2.6 Aykut

Aykut is a 35- year old mid-career teacher who holds a bachelor’s degree in English
Language and Literature from a university which is not located in where he is currently
working and living. Now, he is also doing M.A. in his field of graduation. He
experienced various working environments as a teacher and one of them was teaching at
state schools that were located in small villages and towns of Turkey and had socially
and financially under-privileged students. He thinks that he worked under great
difficulties and struggled to change some things there. He has 10 years of teaching

experience and spent 7 of them working at his current institution.

At the very beginning, his dream was to become an academic and stay at his department
but he had to work for different institutions and he, in his words, became desperate
during this period. He had some other job offers from different sectors and thus faced
some junctions where he had to make a decision. Although those jobs offered him
satisfactory financial outcomes, those times were really hard for him since he did not
believe he could work in those positions. Finally, he chose to be a teacher as the job
itself still has the potential to make room for moving into an academic career. Like
Metin, Aykut also did not have the idea of becoming a teacher up until his second year

at university. However, the only thing was the fact that he enjoyed English itself which
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resulted in his choosing language department at high school and later on studying
English Language and Literature. Being an instructor at university was important to him
as being an academic —his dream- and being an EFL instructor have something in
common because both have almost the same kind of organizational climate. For Aykut,
he had two paths and the conditions and the dynamics of his life led him to teach. In his
opininon, being an instructor is not separable from being an academic with respect to
professional identity. Much like Metin, he thinks that he took a wide range of courses
which made him an open-minded, humanist person who respects diversity. When he had
a retrospective look at his undergraduate program, he emphasized that it could have been
more student-centered and they — as students- could have taken more roles and become
more active. To him, the system in which he studied did not require active student

engagement and it was an issue in a way.

3.2.2.7 Sumru

Sumru is a senior teacher in her late forties who graduated from an ELT department and
had also the experience of working with young learners for a short period of time. She is
—1n her own words, a ‘realist' individual and a ‘structuralist’' teacher. She decided to be a
teacher when she was a primary school student where she received a comprehensive
language education and she was quite decisive. Her decision never changed throughout
her entire education including middle school and high school although some of her

teachers advised her to study science-related fields like medicine.

The most significant factor that led her to become a teacher was her personal traits and
character since she likes communicating with people. She believed that she would do
this job effectively and fondly. Her belief in this made her chose to teach as a profession.
She started teaching at her current institution and worked for 8 years, but then she had to
change her city due to her family issues. When she quitted her job, she started to work
wor a private school for 2 years. However, after these 2 years, she came back to her

current city and institution. Since then, Sumru has been working here.
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Regarding her undergraduate education, she looks satisfied but she thinks that she is not
well-equipped in terms of using technology in the classroom as a teacher because they
did not have advanced technology in their time. Her 2 years of experience at a private
school made her conclude that she wouldn't go on teaching if she had started her job
there. Thus, she is satisfied with working at tertiary level and this opportunity itself
became a motivational source for her. Becoming a mother was also a turning point for
her as she started to understand the parents of her students better and had a proper grasp
of their expectations, hopes for their children and their efforts and approach her students
accordingly. She believes that students find this warm attitude nicely and positive
regardless of their age.

3.2.2.8 Canan

Canan is a senior teacher in her late forties who graduated from an English Language
and Literature department. Like Sumru, she experienced working at different
organizations for 22 years. Right after graduation, upon getting admission from the
schools which she applied to, she started her career. In the first 2 years, she worked at a
private primary school which created a room for her to question the job. During this
questioning period, she thought whether she would be able to do this job. Since working
with early and mid-young learners as well as working at a private school was demanding
for her, she quitted the job after these 2 years. Another factor was the idea that it was not
open to professional development. To her, that working environment required a teacher
to work constantly and left little time to her private life. Following this, she worked for
another institution before she started her current job as an EFL instructor at tertiary level
where she been working for 18 years. Compared to her previous experiences, she thinks

that working at a university became a better fit for her.

Due to the working conditions, the current status of teaching in Turkey and some points
that do not satisfy her properly, she thinks that she could have chosen another job as she
has other interests if she had had her current awareness when she was 15-16 years old.
However, she enjoys teaching in spite of the aforementioned issues and does not a

negative stance towards being a teacher or a claim like "I would never have chosen this
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job." Like Aykut, Canan also thinks that they were passive students during their
undergraduate education, which means they were the information receivers. Both the
conditions and the difficulty in access to information were the underlying causes of this
non-student-centered education.

Some critical points in her life were her loss of her mother, completing a DELTA
module and going abroad for a couple of times, and marrying as well as having a child.
She thinks that those things really improve a person and help people reconstruct their

identities.

3.2.2.9 Bahar

Bahar is a senior teacher in her early fifties who graduated from an English Language
and Literature department like Canan. Defining herself as a “lenient” person, she thinks
that being a realist person is a temporary state and disappears to some extent in time
when people get older and start their own families. To Bahar, role identities such as
being a spouse, a mother and having a considerable amount of work experience are
significant contributors to her personal and professional identity. She indicated that she

did not have sharp turning points in her life.

Having an elder sister who also became an English teacher, having the chance to witness
all the processes beforehand, Bahar thought that teaching was a comfortable job but she
did not think about the financial aspects and flexibility of teaching in terms of time
issues. Bahar, by saying that if she had a second chance, she wouldn't be doing this job,
somehow revealed the effect of society and going with the flow of life. However, she
has no idea what she could have done if she had not become a teacher. In her opinion,
what makes her think like this is the monotony in her professional life and repetitive
nature of the teaching profession which led her to say that ‘I got what | was supposed to

get and | gave what | was supposed to give.'.
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In the beginning years of her teaching, she worked for a university-based language
course. Throughout this time, she completed her M.A. in ELT. Thus, she finds her first
job easy and non-challenging. Currently, she has been working at the university for 21
years and she says she is happy where she is now. By highlighting that she was an
idealist teacher and a controller at the very beginning which made her think that she
exhausted herself a lot, she articulated the change which she went through over the
years. Like Sumru and Canan, she also emphasized the changes in her teacher identity
after she became a mother. She often tells her students that she is a mother-teacher
which enables her to analyze and understand her students' emotional states as well as
making her a caring teacher towards her students. To her, having a literature background
provides an individual with the skills to analyze and interpret things around and cultural
richness. However, since her B.A was in ELIT and M.A. was in ELT, she indicated that
her master's degree was crucial for her since she learned the details of her job in her

M.A. program.

3.2.2.10 Leyla

Leyla, in her late 40s, has been working in an administrative position in the organization
for a couple of years. Having worked both as an instructor of English and an
administrator for 18 years at another university, she has been working in the current
organization almost 5 years. In additition to her administrative duties, she also goes on
teaching English a couple of hours in a week. Having graduated from an ELT
department, she had an MA degree and also was about to complete her PhD in

management and organization during the period of the study.

In her own words, she adopts the approach of [situational leadership] in which she
approaches things depending on the context, person, problem and administrative
strategies. She believes that each employee asks for something else. Some of them asks
for autonomy whereas others ask for directives or guidance. When it comes to her
understanding of decision-making, she stated that she sometimes thinks that some
decisions are quite strategic and thus she feels that she does not have to consult anybody

while she says she always gets others’ opinions for some decisions such as daily
56



operations. In terms of her professional identity, Leyla indicated that she desires to be
defined more as manager rather than a teacher although she still continues teaching and
emphasizes that it is not a wise idea to quit teaching completely and go on only being an
educational administrator as it makes people miss the changes and dynamics and forget
about the teacher and students. To this end, she believes in the significance of being on
the factory floor.

3.3 The Role of the Researcher

According to Creswell (2013), interpretive qualitative research acknowledges the self-
reflective character of qualitative research and underlines the role of the researcher as an
interpreter of the qualitative data and an individual who re-presents information. Clarke
(2005), on the other hand, remarked that this approach also endorses the significance of

language and discourse in qualitative research.

Unluer (2012) emphasized that it is of crucial importance for social researchers to make
their roles clear as researchers, particularly for those who employ qualitative
methodology to ensure credibility of their research. As Adler and Adler (1994) stated,
qualitative researchers can be a complete members of the group where a study is
conducted or they can be insiders who are also the citizens of the context in which a
study takes place. Having a better grasp of the culture of the investigated context, not
changing the natural social interaction and having a founded intimacy that helps an
insider researcher tell and judge the truth are three fundamental advantages (Bonner
&Tolhurst, 2002). To Smthy and Holian (2008), these advantages might not be
possesed by an outsider researcher in a short period of time. However, these aspects
which are innately acquired by an insider researcher might lead a problem of familiarity
which may result in a loss of objectivity or a bias (DeLyser, 2001). The second
disadvantage of being an insider is a kind of role duality which insider researchers might
experience. Gerrish (1997) stated that researchers might have difficulty in balancing
their insider role and researcher role. To be more precise, in the current study, the
researcher has an insider role of instructor in addition to the holding the role of a

researcher who carried out a study concentrating on his colleagues. However, to ensure
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the credibility of a research study, it is essential to address and deal with the
disadvantages in a qualitative research study where the researcher is situated as an
insider. To overcome the disadvantages of the researcher’s position as an insider and
provide the trustworthiness and crebility of the current study, | endeavored to involve in
bracketing my own ideas, positive and negative individual or organizational experiences
during both data collection and data analysis processes. As the researcher, | also used
member-checking strategies to ensure the reliability of the findings. The data collection
and analysis process was also audited by another researcher.

3.4 Data Collection Tools

Case study research relies on multiple sources of evidence; that is to say, different
sources of data are required to provide an in-depth analysis of the phenomena being
investigated and ensure validity and reliability of the data (Yin, 2003). In this thesis
study, semi-structured and structured interviews, classroom observations and field notes
of the researcher were utilized as data collection tools. The participants who are
instructors were interviewed 3 times individually and they were requested to participate
in a focus-group interview after the individual ones were conducted (see Table 5). The
researcher observed the instructors in their classrooms once in the semester in which the
data collection was carried out. Upon the completion of the interviews and classroom
observations of the instructors, the researcher also had a final interview with an
administrative staff to both confirm the findings and investigate the issues in question
from the perspective of administration and organization. As can be seen in Table 5, the
total duration of interviews was 775 minutes and 9 hours of classroom observation was
conducted as well as 9 pages of field notes. The interviews were recorded and
transcribed by the researcher. After the transcription, the data were coded by the
researchers and a field expert to ensure the reliability of the initial findings. The
collected data were triangulated employing classroom observation notes and the field
notes of the researcher so as to be able to provide in-depth and trustworthy analysis of

the participants’ statements.
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Table 5. Summary of Data Collection Tools

Time Span Interviews Classroom Observations  Field Notes

January — March 775 mins. 9 hours — 18 Pages 9 Pages

3.4.1 Semi-structured Interviews

Interviewing is assuredly the most broadly used tool for conducting sytematic qualitative
inquiry as qualitative researchers regard interviews their “windows on the world”
(Gubrium & Holstein, 2002). Basically, interviewing yields a way of cultivating
empirical data about the social world by facilitating people to talk about their lives. To
this end, interviews are particular forms of conversation which might have a range of
characteristics. Interviews can be highly structured, standardized, quantitatively-oriented
interviews, semi-structured or guided conversations leading to free-flowing
informational exchanges (Silverman, 2004). From the perspective of interactionists, the
interviews whose fundamental purpose is to build up not only narratives but social
words derives data that might give an authentic insight into people’s experiences
(Silverman, 2001). As Newton (2010) stated, semi-structured interviews facilitate
individuals to reveal their thoughts and feelings which might also be private. Proper
interviewing counts on the inter-personal skills of the interviewer and the capacity to
create well-established rapport with the interviewees (Newton, 2010). Also, Smith and
Osborn (2007, p.59) highlighted that semi-structured interviews also pave the way to
flexibility of coverage to a greater extent and allows the interview to go into unique

areas, and it is likely to generate richer data.
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Table 6. Time, Type and Purpose of the Interviews

Time Duration Type of Purpose of the Interview
Interview
To understand the participants’
. - backgrounds as an individual and as
January, 262 mins. Initial a teacher
2019 Interview To establish rapport with the
participants
To have an in-depth understanding of
the  participants  personal and
professional experiences, feelings
and professional teacher identity
construction
To understand the participants’ ideas
. . and feelings about their organization
February, 192 mins. Lst Semi- To understand their perceptions and
2019 structured ideas about their teaching and
Interview poten'gial_ connections with the
organization
To understand their context of
teaching and their practices as an
employee and a teacher
To explore participants’
. . organizational behaviors,
March, 157 mins. 2nd Semi- commitment and problems
2019 structured To find out specific organizational
. citizenship  patterns  of  the
Interview .
participants
To undertstand the status of
March, 120 mins. Focus- teachers in the organiz'ation '
To understand their perceived
2019 group professional identity patterns
Interview To examine their attitudes about
their organization
March, 44 mins. Verification To understand the administrative
2019 Interview stance of the organization

To check participants’ verbal data
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In the scope of the current study, the researcher conducted 3 semi-structured individual
interviews during 2018-2019 academic year with 9 instructors working at the specified
organization as can be seen in Table 6. The first interview aimed to cover the personal
and professional backgrounds of the instructors, their beliefs and practices regarding
teacher identity. The second interview provided an intersectional insight into both
teacher identity and their organizational citizenship behaviors. The third individual semi-
structured interview had 2 different parts; a part containing open-ended questions and
another one consisted of case scenarios which was developed by the researcher in line
with the OCB measure that was developed by Vey and Campbell (2004) and Williams
ve Shiaw (1999) that aimed to reveal the OCB patterns of the participants. The major
rationale behind scripting the statements in the aforementioned OCB scale was to make
them more meaningful and context-specific. That is why those statements were adapted
into case scenaories that are related to the organizational tasks and norms of the school
where the present study was conducted. Another important objective was to understand
their behavioral patterns better, see the complete picture and create opportunities for
participants to justify their understanding of in-roles and extra-roles in addition to their
very personal stance and attitude towards their organization, students and colleagues.
Finally, all of the interviews were audio-recorded with the permission of the participants

and were transcribed by the researcher.

3.4.2 Focus Group Interviews

One of the data sources of the current research study was focus group interviews which
were utilized to “understand the complex and dynamic social context” in which the
study was conducted (Stewart & Shamdasani, 2015). The rational behind employing
focus group strategy was to uncover some aspects of the phenomena under examination
and also to ensure the reliability of the data collected from other sources by bringing
together a grouple of people who have something in common and creating an
atmosphere for a deep discussion moderated by the researcher (Matthews and Ross,
2010, p. 235).
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In the present research study, the participants were divided into 3 groups depending on
their experience in the profession as can be seen in Table 7. These three groups were
novice teachers, mid-career teachers and senior teachers. Each group consisted of 3
teachers and the focus group interviews was conducted with these three groups
separately and transcribed by the researchers.

Table 7. Data Collection Summary for Focus Group Interviews

Date Group Duration Document
22.03.2019 Novice 43 mins. 17 pages
20.03.2019 Mid-career 46 mins. 18 pages
22.03.2019 Senior 30 mins. 10 pages

3.4.3 Classroom Observation and Field Notes

Marshall and Rossman (1989) considered observation as "the systematic description of
events, behaviors, and artifacts in the social setting chosen for study”
(p.79). Observation enables qualitative researchers to understand the actions of the
people under examination in a natural environment via observing. The very purpose of
the classroom observations in the present study was to compare and triangulate the data
accrued through the semi-structured and the focus group interviews and to have a better
understanding of teachers’ statements, perceptions and self-reflections (Schmuck, 1997).
The role of the researcher was observer as participant as he did not partake in the
classroom activities and his identity as researcher and observer was somehow
recognized by all the shareholders of the classrooms observed (Saunders et al, 2009).
The class of each participant teacher was observed for once during the 3-week data
collection period. Table 8 below displays data collection summary for classroom

observations for each participating instructor.
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Table 8. Data Collection Summary for Classroom Observations

Date Participant Duration Document
20.02.2019 Melis 50 mins. 2 pages
27.02.2019 Pelin 50 mins. 2 pages
20.02.2019 Ece 50 mins. 2 pages
25.02.2019 Ferda 50 mins. 2 pages
21.02.2019 Metin 50 mins. 2 pages
21.02.2019 Aykut 50 mins. 2 pages
19.02.2019 Sumru 50 mins. 2 pages
20.02.2019 Canan 50 mins. 2 pages
25.02.2019 Bahar 50 mins. 2 pages

Field notes in are an integral part of meticulous qualitative research studies since they
enable researchers to obtain rich context and data for analysis (Creswell, 2013; Mulhall,
2003). The prevalent functions of field notes are; urging researcher to observe
environment and interactions within the context under investigation closely, recording
reserachers’ impressions immediately after they take place, boosting reserachers’
reflection and recognition of bias, providing fundamental context to inform data analysis
processes and contributing to the trustworthiness of data analysis (Phillippi &
Lauderdale, 2018).

3.5 Data Analysis

In case study research, the researcher may concentrate on analysis of themes and the
context of the case so as to understand the complexity of the case and refrain from
generalizing beyond the case (Yin, 2013). When multiple cases are preferred, a common
format is to first provide a detailed description of each case and themes within the case,
succeeded by a thematic analysis across the cases, in addition to an interpretation of the

meaning and complexities of the case.

The processes of data analysis and interpretation requires the researcher to pull the data

apart and put them back together in more meaningful ways in case study research. The

researcher also forms patterns and looks for a correspondence between two or more

categories. In the end, the researcher draws naturalistic generalizations from analyzing
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the data and these generalizations can help people learn from the case for themselves or
to apply to a population of the case (Yin, 2013).

After the individual and the focus group interviews were conducted, the recordings were
transcribed by the researcher and the data were coded using MAXQDA. Descriptive
coding was employed to analyze the data. The process followed a repetitive pattern of
reading and re-reading the data carefully. In order to ensure the themes and categories,
the reseracher made use of constant comparison through moving back and forth in the
data. After the categories and the themes were generated, the researcher went through a

process of peer review.

3.5.1 Qualitative Validity and Reliability

Validity and reliability have been controversial aspects in qualitative research.
However, as Creswell (2013) indicated, qualitative researchers are in pursuit of
“understanding” which is a deep structure of knowledge stemming from interactions
with participants, spending lengthy time in the field, and seeking for comprehensive

meanings.

Since quantitative research and qualitative research are different in terms of their nature,
they are considered to have different norms regarding validation and reliability issues.
Thus, many researchers strived for finding qualitative equavilants of traditional
quantitative approaches to the aforementioned issues (Lincoln, Lynham & Guba, 2011;
Whittemore, Chase & Mandle, 2001). As cited in Creswell (2013), Lincoln et al (2011)
indicated that “validity is an ethical relationship with research participants through such
standards as positioning themselves, having discourses, encouraging voices and being

self-reflective”.

To ensure validity, Creswell and Miller (2000) proposed eight strategies which are often
used by researchers who conduct qualitative research. These are triangulation, peer
review or debriefing, prolonged engagement and persistent observation in the field,
negative case analysis, clarifying the researcher's bias, member checking, rich and thick

description as well as external audits. In the current study, the researcher corroborated
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data from different sources such as semi-structured interviews, observations, focus-

group interviews and field notes in order to provide validity to the findings of the study.

In Creswell’s (2013) terms, reliability refers to “the stability of responses to multiple
coders of data sets”. In this regard, the data obtained from interviews were coded by
another researcher, which is called intercoder agreement process, for the second time
after the transcription to avoid researcher bias and contribute to the reliability of the
findings. As a result of this process, agreed upon codes and themes were placed in the
findings of the present study.

3.5.2 Ethical Considerations

One of the major concerns while carrying out qualitative research is ensuring the
confidentiality, the protection of participants’ right and avoiding any discomfort
regarding participants. All of the interview questions (i.e. semi-structured, individual
interviews, case scenarios and focus group interviews) were submitted to the Human
Subject Ethics Committee of the University and the administration of the department
where the study was conducted. Upon getting the written permission of both the
committee and the administration, the researcher gave the participants consent forms in
which the potential risks and benefits of the study were clarified to inform them about
the scope, requirements, timing and procedures of the sudy (see Appendices K and L).
The participants were given pseudonyms so as to ensure anonymity throughout the

study.

3.6 Limitations

Time limitation was one of the biggest limitations in the current study. Since the data
were collected in a period of two months, the participants could only be observed once
in their classroom. Moreover, to investigate organizational citizenship behaviors of
employees, especially teachers, it is really essential to observe them outside classroom in
their workplaces. In line with this, it can be said that if teacher identity and
organizational citizenship are explored in a longitudinal fashion, it is more likely to

generate more comprehensive results. Another limitation might be the role of the
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researcher as an insider, which might affect the investigation of the phenomena under
study and the interpretation of the emergent patterns and motives. However, various
techniques were utilized to ensure the reliability of the findings and prevent and avoid

the insider bias.
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CHAPTER 4

FINDINGS

In this part of the study, findings are presented under two main sections on the basis of
the research questions. For each research question, a group of emergent themes is
revealed and conceptualized in line with the participants' professional teacher identities

and organizational citizenship behaviors in-depth.

Having an identity is one thing.
Being born into an identity is quite a different matter.

Henry Rollins
4.1 How do EFL instructors describe their perceived current professional teacher
identities?

When the professional identities of the participants were taken into account, four main
themes occurred in relation to their views of themselves as professional teachers. Below,

these themes are presented in-depth.

4.1.1 “Two roads [didn’t] diverge[d] in a yellow wood...”

“l never wanted to be a teacher.”

Teaching, like other professional career paths, requires a critical decision-making
process that is quite susceptible to environmental, societal, personal and social factors in
people’s lives. Career choice and other major milestones in human life are inevitably
considered to have ties with personal identities of people. These crucial turning points

shape and re-shape all individuals’ lives, experiences, their views of themselves and
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their understanding of the world by coloring and re-coloring the lenses they wear to

perceive both personal and professional selves, others and the world in which they live.

No matter how unique and difficult each profession in the world is, the teaching job
itself has always been situated in a slightly different position since it is regarded as a
means of spreading and improving each discipline or field. In other words, the act of
teaching is considered as the major source of improving, spreading and advancing any
field of profession, which makes teaching be discerned as a sacred act in society.
Although each occupation has its own nature, attractions, pros and cons, dynamics and
reasons behind, each career choice is unique to that specific profession and individual.
When teachers are taken into consideration, these dynamics and variables are also bound
to be fluxional. That is to say, the reasons underlying the career choice of teaching might
change from one country to another, from society to society, from context to context and
even from one family to another one. It is important to understand the beginning of
teachers’ stories regarding their career choices and experiences to shed more light on
their personal and professional identity as well as to make sense of teacher selves. When
the participants of the current study are concerned, they might be said to have been
triggered and discouraged by some factors to various extents such as personal tendencies
and traits, the status of the teaching profession, financial outcomes of the occupation,
working conditions and so forth. However, a shared point among most of the
participants turned out to be that they had to rotate themselves around the teaching path

for they did not have something else better to do.

First of all, as Melis stated below, personal tendency to offer and share knowledge,
guidance, share things and to help people was one of the reasons for choosing the career
path of teaching, which is placed among altruistic reasons in the literature. All of the
participants concluded that their personal traits and life goals are somehow interwoven
with teaching itself in the interviews. When their stories are taken into account, they all
stated and implied that their personal traits induced an aptitude for performing the

profession despite all the ambiguities and drawbacks of it.
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I like communicating things to others. | enjoy talking to the public. You know, |
can do this.

Melis

Like her colleagues, Ece revealed below that their awareness of the harmony between
their personal traits and their job generated a realm for them in which they are able to
express themselves, demonstrate their inherent skills and contribute to the betterment
and reformation of society.

I think this is a profession that fits my character. | like telling. I love talking. |

like to communicate with people. | don't like office-style stuff like sitting
somewhere. | like this kind of thing with students and colleagues at work.

Ece

Extrinsic
motivation

Altruistic
motivation

Intrinsic motivation

Figure 8. Motivation Sources for Choosing Teaching as a Career

However, what they wanted from the teaching career and how they view teaching itself
differed among each of the participants when 3 major motivation sources (i.e. altruistic
reasons, intrinsic reasons, and extrinsic reasons) behind the career choice are concerned
(Figure 8). The place of teaching perceived by society, especially teachers themselves,
students, colleagues, administrators, and other people has been a major influence on the

teachers. No matter how conscious or unconscious the participants were regarding their
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potential as an individual, all of them indicated that they were aware of the social and
economic status of teaching in their country and cognizant of the problems and
challenges that teachers go through. However, most of them had to enter teaching even
if they were not quite happy and satisfied with the status of teaching in society.
| decided to be a teacher at high school. | don't know if it was a very conscious
decision. | chose teacher training high school because my score was high. It was
higher than the score required for Anatolian high schools. I could have studied
something else at high school. I didn't have to be a teacher. In fact, | had friends
who studied medicine and law. But of course, there is a tendency towards
teaching. | chose to teach; I chose a foreign language. Because it was a field |
loved. It was a lesson I enjoyed, so | chose it. Obviously, there was nothing that
pushed me financially. Because teaching has always been a profession that earns
little. Other than that, it was my personal motivation. | think my love for
language is a part of my life and teaching is an indicator of respectability in

society. You're appreciated when you're a teacher. It was around me and in the
family. This was also a factor. It's like “teaching is good.”

Melis

As Melis uncovered, her interest in language much like her colleagues paved the way for
becoming a teacher. It is a common point that the teachers had almost no idea or plan
about teaching during those times when they enjoyed the language as a learner. To put in
a different way, their language learner identity maintained some sort of salience for a
period which is succeeded by the urge to become a teacher. When we look at Melis's
words in-depth, it can be easily seen that she was not sure at the very beginning but got
influenced by some external factors. Although she was aware of the financial status of
the teaching profession, she moved on the way to become a teacher as she thought that it
was considered to be a respected job in the small town where she grew up. After years,
when she looked back to her decision, she revisited her perception of the profession
regarding its status in the society, which naturally resulted in a reconstruction of the
meanings she attached to her perceived teacher self. Seemingly, this revisit might induce

a shift in her professional identity in terms of her positioning as a teacher.
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In my community where | grew up, teaching is a respected profession, but this is
not the case in modern societies. In today's more modern and developed cities
such as Ankara and Istanbul, teaching is not a thing. To be a teacher is not as
prestigious as being a manager, a doctor or a lawyer.

Melis

Canan who is a senior teacher paid attention to the notion that even within the
boundaries of teaching, there are some contextual factors such as student profile, age and
organizational context that affect the desire to perform the job. These conditions look
like a barrier especially at the very beginning of the teaching career by putting novice
teachers in a conflict in which they need to decide whether to quit the job or continue. A
good number of studies revealed the teachers who failed or survived at this interjection
(Baser & Karaman, 2015; Joiner & Edwards, 2008; Kim & Roth, 2011).

As she highlighted below, teachers are not likely to be willing to do the job unless they
make sure that the context and student profile are right for them. Thus, student profile
and working context can be perceived among the major reasons for performing the
profession. Finally, it is vital to refer to what Canan addressed as “the [conditions] of the
country”, which is almost a fix term people use while they are discussing the issues of
the country especially related to education, economy, employment, justice and so on.
However, this term has been a more important construct in educational debates and a
reference point for teachers in the country as it is used without any modifiers such as
good, bad or excellent [conditions]. That is why this term with constantly negative
connotations is taken for granted. Most of the teachers in the country, as well as the
participants of the current study, referred to this term, which makes them after some
time feel unwilling to talk about their disappointment, demoralization, and disbelief
regarding their job, organization and potential renovation in education.
You know the [conditions] of the country. It is not that easy to find a job. |
applied to a few places for teaching. | taught at a private school for two years. It
was a kind of a questioning place to perform this profession or not because | was
very tired there. | thought if it was the right address for me or not regarding the
age group of the students; that is, primary school and middle school. Two years
later, | left the job because it was not cut out for me and obviously was not very

open to development. Because | was constantly working. In every circumstance,
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they expect you to work and you have no private life in any way. So | left there.
It was good for me. Then, | worked in another institution for a year. Later, I
started working at the university. This made me feel good.

Canan

Metin, on the other hand, expressed that choosing the teaching path was just a reason
which could pave the way for achieving his other life goals. Furthermore, it can be
understood that he took some cautions regarding his future by taking pedagogical
formation courses and a teaching certificate just in case as he was not a graduate of a
faculty of education.

I never wanted to be a teacher. While | was working as a translator in another

workplace, | just wanted to teach a little as a reason to come to this city. But |
took pedagogical formation courses beforehand, just in case.

Metin

Like her other colleagues, Pelin disclosed that she was quite aware of the conditions and
the status of the profession, so it was not her goal to become a teacher at the very
beginning. However, she underlined that her pre-service education was the starting point
for her to like the job itself and get the desire to do it. This, in a way, means that her pre-
service teacher education program provided her with the motivation to go for the
profession, which she did not have beforehand.
Firstly, 1 didn't think of being a teacher. I didn't think of being a teacher because
it does not satisfy people in financial terms and teaching conditions are not very
good at all in the country. But after starting the department, | saw that my
instructors were good and | began to enjoy the work as | started to prepare

lessons. The turning point was probably the teaching courses | took at the
university.

Pelin

Aykut in all of the interviews showed an understanding of how there is parallelism
between being an academic and a teacher. Actually, he did not want to become a teacher
but an academic which is majorly considered to be placed in a higher position than a
teacher in society, and he still desires to be an academic. His dream was to work in
academia while he was studying literature. However, he ended up being a [teacher]. No
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matter how far or close his goal is, his discourse revealed that he is at peace with his
profession since it has strong connections and considerable similarities with being an
academic as well as the perception of professional identity. Apparently, it can be said
that his teacher identity has been serving as a sub or temporary identity for him on the
way to become an academic. Paradoxically, he referred to the identity dilemma by
saying that if feels good to be in academia although he does not regard himself as an
academician. This might be a clear indicator of this academic vs. practitioner conflict in
terms professional identity construction.
Well, to be honest, it was actually a bit of a chance to become a teacher. Because
I kind of went with the flow while | was a student at middle school and high
school. | was very interested in English and enjoyed doing anything about
English. | started to study at the language department at high school and then
majored in English Language and Literature. |1 had no idea about teaching. | was
just in the second year of the university or something when | decided to be one. |
don't know. Maybe, to be at school made me feel safe somehow, but it has
nothing to do with society. On the contrary, even if | thought so, it would have
the opposite effect. | believe that society's perception of teachers is not good
enough or high enough, or it is so-called. 1 could not take a person as a role

model, but the working conditions or the conditions of my professors at that
university attracted me. It feels good to be in academia.

Aykut

Putting emphasis on teacher attrition, Melis and Ece reflected on the nature of teaching.
As can be seen below, Melis highlighted her quite limited satisfaction with her
occupation and attracted attention to the challenges she has been facing as a novice
teacher. She implied that she was not craving for being a teacher and considered the job
as a very profession. In the first individual interview, she remarked that teaching is not
her hobby but something that she does to earn a living adding that she likes it and does
not hate it at all. Moreover, she seems to have a distance towards teaching and to have
shown her dissatisfaction with it.

Teaching is a hectic and demanding profession because you are dealing with

people. Since it is a backbreaking job that earns little, it would be more than okay
if I weren’t a teacher.

Melis
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In line with Melis's words, Ece also accentuated the difficulties and challenges of the
profession. In her opinion, a teacher has to understand people around and it is almost
beyond the bounds of possibility to perform this job if you cannot understand people.
Projecting the present into the future, she moved on and stated that she would not be
able to do this throughout her lifetime.
It is a strenuous job, you have to be standing and talking all the time, you have to
understand people, you know, you cannot do it without understanding anyone.

I'm fully sure that after a while I'll get tired of it, | don't think I'll ever try to
understand people forever.

Ece

“Pre, while and post...”

By the time the participants asked to reflect on how they recognize teaching career as a
process, most of them drew a linear career line in terms of teaching, which comprised of
Ferda's comparison (see Figure 9). Ferda likened the teaching career to the stages of a
language class consisting of pre, while and post stages, which was something agreed
upon by all of the participants. Each participant justified their ideas behind this
classification. The common ground created as a result of their ideas indicated that they
perceive pre-stage as the beginning of the teaching career which approximately lasts for
3-5 years in which teachers feel like a fish out of water. It is a period during which a
teacher has a great idealism, high expectations from students, does not know exactly
what or how to do and feels great astonishment. Melis called this point as a half awake
half asleep state by underscoring that they live an identity conflict as they feel neither
like a teacher nor a student. According to the participants, the while stage is constituted
of continuous learning and development which is succeeded by acceptance that is
considered to be a key point. They indicated that the teacher gains critical awareness and
at this point, they have turned into an individual who knows what is supposed to be done
and does not do more than needed. Interestingly, the dominant idea among the

participants turned out to be the fact that they as teachers do not need to produce a lot of
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things and overperform in this period, which sounds like a sort of stability in terms of
practice. Metin explained this further:
You actually have an accumulation of strategies at this stage. You don't have to
come up with a new strategy. So in this process you always weigh things up; you
enter a class and apply something. If it does not work, you practice something
else. After 5-6 years, especially for myself, things begin to puzzle your brain

less, so you can guess faster how things function, what can work more or less.
But of course there is no end to this, so if you try, the stages are endless.

Metin

Finally, the post-stage was described as a state and a period of maturity and mastery
which is called as the routine period. According to the participants, in this period
teachers are able to cope with students better and good at solving problems faster.
Although the novice and mid-career teachers mostly implied that senior teachers work in
idle mode, they noted that this period can be still a fruitful term if teachers themselves
are open to learning and PD. Differently, Metin and other mid-career and novice
teachers associated the last stage with weariness. Ece, similar to him, also stated that
“Finally, there might be teachers who neglect their job and try to take their time until
retirement like 5-10 years.” In all of the interviews, novice and mid-career teachers
somehow referred to their own understanding of the senior teachers which is a bit
negative in a professional sense. This might be mostly because of the organizational
dynamics and the very context-specific conflict engendered in the organization as a
result of inequalities and inevitable reflections arising from their experiences, which is
somehow touched upon by Metin below.

The final stage... It may be a boredom stage, but that depends on where and how

you work. So let me say that you can get tired after 30 years of teaching or you

can only get tired after 3 years of teaching. It has nothing to do with age but it
depends on the environment in which you are working.

Metin
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pre while post

Figure 9. The Linear Teaching Career Path

4.1.3 Diminished Self-image and Disempowerment

“Zero!”

Teacher demoralization has been a key concept which is attributed to the negative
emotional experiences such as hopelessness, helplessness, subject incompetence and
diminished self-esteem (Clarke & Kissane, 2002). The realm of teachers, who are the
vital actors with serious impacts on students and thus society, has been a hot debate
among theoreticians, administrators, and policymakers. As a part of this discussion, it is
a widely accepted notion that teachers need to have some power and initiative to
perform their job, daily tasks and in-class operations. In addition to this, the reforms
emerged in the field of education as well as those that involve the world as a whole have
been prescribing and imposing teachers new roles and identities, which means that
expectations from teachers are also constantly changing. This situation inescapably
causes much more burden on the shoulders of teachers. In today's world, teachers are
expected to be subject experts, role models, mentors, counselors, educators, facilitators,
leaders, surrogate parents, lead learners, assessors, planners, etc. On the other hand, to
perform these roles, they inevitably are in need of some sort of space and autonomy in

which they can feel powerful, valuable and able professionals.

Siraj-Blatchford (1993) underscored that teachers’ sense of autonomy shapes their
professional identity and teacher autonomy is also quite essential to figure out this

identity. The conceptualization of teacher autonomy incorporates the scope of
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professional independence of teachers in educational settings and the extent to which
teachers are able to make autonomous decisions with regard to what and how they teach.
Secondly, how teachers feel and position themselves is closely intertwined with how
they are perceived and where they are placed by the administration, colleagues, and
students; that is to say, by these significant others. Their power, sense of belonging and
perceived value can only be interpreted within this frame depending on the social reality
in which they exist.

Almost all of the participants in the study highlighted their understanding of their
positioning and value in the university. They underlined that they feel spiritually and
physically unvalued mainly because their being placed in a low status in the
organization, not working in proper financial status, being excluded from the decision-

making system and the mechanism they are exposed to.

“When you go, someone else comes and replaces you.”

To begin with, Metin likened his position to “a waitress” to articulate the low status of
him and his colleagues in the organization. Actually, his words might sound as if he
looked down on a waitress but obviously he tried to pay attention to the mechanism to
which they are exposed. As a teacher, he believes that he should have more power,
autonomy and a say about his job and practice. He implied in a way that teachers
working at the school are not valued enough as professional shareholders of education. It
is quite interesting that he uttered the word [exploited], this is a unique reflection of him
regarding how he feels about his status in the organization. Behind this word choice,
there are some critical issues with respect to the organizational policy, working
conditions of teachers, their disempowerment and demoralization.

The teacher's place in the institution is a kind of employee — somebody

[exploited]. We are like a waitress in any normal or standard restaurant. They

give us a meal and want us to take it to the customer. It is also very relevant to
how the institution reflects the teacher. The story comes to the restaurant stuff |
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mentioned. If you ask a teacher in the middle of the corridor why s/he left the
class early, it shows where you position the teacher.

Metin

Another mid-career teacher, Ferda also drew attention to the low status and feeling
unvalued and thus having almost no sense of belonging to the organization. Like most of
the participants, she remarked that they are subject to an environment where they are
made to feel that they might be simply replaced by some others. This mindset pushes
them to a status in which they themselves also do attach some sort value to themselves
which leads to a state of hopelessness and helplessness.

I do not think that | have a great sense of belonging or we are considered to be

important. I do not think that we are very valuable and precious in this sense.

This is also expressed by the managers or top positions from time to time. You

know, there is this understanding that “one goes, another comes.” Obviously,
they do not value their current teacher. There is no effort anyway.

Ferda

A very critical factor behind this scene, according to Aykut and his other colleagues, is
the quantitative approach of micro and macro-level administration. Aykut likened
teachers at the school to [gears that make the wheels spin], which not only confirms the
other ideas stated above but also reveals the attachment of pragmatic value to the
teachers in the organization. On the other hand, his words are a good representation of
the other participants in the study. From his point of view, the administration does not
actually recognize their individual and professional existence but behold them as a group
of people forming numbers rather than unique individuals.

The understanding is like this: [when you go, someone else comes and replaces

you.] No problem! We're just like [gears that make the wheels spin]. We're not in

a very special place. It is mostly evaluated quantitatively like “we need 50
teachers.”.

Aykut

Canan, who is one of the three senior teachers partaking in the study, also bears a
resemblance to what Aykut told. By giving another example, she called attention to the

quality versus quality dilemma existing in the institution. As mentioned below, this
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demoralization of instructors seems to have brought about diminished self-esteem as
well as a depreciated self-image and a professional self.
If you ask how we see our value in the institution, there is no such thing. We're

exactly numbers. Yeah. They care about how many minutes we teach rather than
how well we teach.

Canan

In relation to this, when Leyla was asked to comment on the place of the instructors in
the organization, she revealed the prevailing understanding and positioning of the
instructors in line with the administrative philosophy below:
The instructors are one of the most important stakeholders but not the most
important stakeholder. There's no order of importance. Counting our
stakeholders; employees, administrative staff, teachers, students, management
staff, university employees and faculty memberss. All of them are absolutely
very important. I'm not putting any of them in front of the other. Everyone is

trying to provide added value to society in some way. That's my thing, I don’t
say the instructors are the most important element of this eqution.

Leyla

“... the lowest layer”

In parallel with Canan, Bahar also problematized the conflict they are exposed to and
concluded that they are seen as the lowest layer in the organizational hierarchy even
though she was content with her teacher identity. However, like her other senior
colleagues, she does not necessarily want to obtain an academic identity, she somehow
questioned his position by asking who actually they are; that is, either solely teachers or
somehow academics. But in fact, what they mostly problematize is not that they are not
able to claim such an identity but ultimately the feeling of valuelessness. All of the
participants assented with another that they are undervalued both personally and
professionally by micro and macro level administration, which leads to the constant
questioning of their existence and the worth of their practice as both practitioners and

educators.
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What are we? Instructor or academic? They see us as a teacher. | think they see it
as the lowest layer. If you remember previous discourses, yeah, someone can get
into the classroom, no matter who.

Bahar

All of the participants indicated that their current job is not financially rewarding by
putting emphasis on the gap between the effort they make and their salary. As Melis
stated, this poor financial status has a negative impact on their motivation. Actually, it
seems that the issue is not solely ‘money’ itself. When they, as the instructors of the
organization, compared to other colleagues working at other institutions, this causes
them to end up with diminished self-esteem and ill-constructed professional teacher
identity.

As a teacher working at this institution, 1 sometimes become a demotivated

teacher as | cannot receive recompense for my work and efforts. Other people

who are doing the same job with me earn twice as much as | do, thus | feel

demotivated most of the time.

Melis

Similar to Melis, Metin also drew attention to how financial problems inevitably find an
echo in practice and psychological well-being of the instructors as well as their physical
conditions.

In fact, it's hard to think of them all in isolation. If you don't get enough salary, it
is bound to have practical overtones in the way we work here. This is also
reflected in your perspective of here. For instance, if you're working as a testing
member and not paid for it, you feel worrisome and it finds an echo in your
practice.

Metin
When Leyla was asked to talk about the problems of the instructors in the organization,
she confirmed what the participants stated. She referred to three points which are the
need for the financial improvement, the need for a well-structured technological
infrastructure and the desire to take a half day off twice a week. She further explained

that some demands cannot be covered.
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| know they have a complaint because of economic conditions. There is a desire
to have more technology. What else could they need? There's a matter of taking a
day-off. As a result of the decision made by the university, there is no practice of
taking 2 half days off. It was in practice before, but not now. The university
won't allow it. That kind of thing, we hear that the old instructors have such a
desire, but unfortunately there is nothing we can do about it because the top
management does not allow it.

Leyla

One of the factors which are likely to have put the teachers in a position where they feel
unvalued and powerless is their lack of participation in decision-making processes.
When the three of the novice teachers were asked to reflect on their role in decision-
making in the focus group interview, Melis claimed that teachers do not have a role
which was followed by a “Zero” uttered by Ece.
They inform us about organizational decisions after it happens. After it's decided
it will happen!
Melis

A fait accompli

Moreover, as a reaction and response to Melis’s words, Ece went on and added: “You
cannot even learn this!” On the other hand, Pelin who is another novice teacher
disclosed that they feel irritated when the administration looks as if they were including
them in decision-making but actually are not by saying: “Why then do you seem to be
making us involved in decision-making? They make it look like but it's not, and they

don't ask you again.”

The senior teachers also agreed that they cannot be an active voice in organizational
decisions which inevitably affect them because they are the agents and practitioners who
are expected to implement the potential changes. Sumru who underscored that they are
informed about changes quite later uttered that as senior teachers they feel like strange to
the work they do. On the other hand, while her colleague Sumru during the focus group
interview was highlighting the difficulty in which they found themselves in terms of
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practice and feeling powerless in front of their students. Concordantly, Canan addressed
the change in organizational culture and climate by saying that there used to be a more
democratic atmosphere in the organization in the past but now they confront with [a fait
accompli].

Even if we are asked to indicate our opinions, they are certainly being ignored.

Either they don't listen, or they seem to be, and they do what they know in the
end.

Bahar

When Leyla was asked what the position of the instructors in decision-making, she
emphasized that the instructors are not the only shareholder that is why they are not in
the middle of the decision-making processes but she claimed that their position with
respect to participating in decision-making is getting better.
Not in the middle. I'm telling you again. Teachers are the stakeholders but not the
only ones. There are 3 important pillars: management, English teachers and
students have an equal share in decision-making processes. | see it so and I think

they are in a much better position, especially this year as the feedback channels
are always open.

Leyla

One of the mid-career teachers participating in the study, Aykut recapitulated what
Canan - in the senior group - said by referring to the shift in the organizational climate
by saying that he could answer the questions the students asked in the past. He stated
that now questions remain unanswered since as teachers they cannot become a part of
decisions and they are not informed well about the issues which inevitably interest them.
This is another point that weakens the teacher. | have been here for 7 years. |

never experienced such things in my first years even though | was new. The
teacher remains with no answer in the classroom, which is a huge factor.

Aykut

In regard to decisions in the organization, Leyla indicated it is not possible to fulfill each
demand coming on part of the instructors but she claimed that the ideas and demands are
evaluated. However, the instructors’ opinions turned out to be somehow divergent from

this administrative perspective. At this point, it is of essential siginificance to question
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what sort of demands are taken into account, to what extent they are evaluated
objectively and whether it matters whose demands are taken into consideration.

There is also a perception that | do not agree. In general, it exists in our
professional community and in our employees. The instructors can say “We
recommend this and that but what we recommend is not realized”. But they're
wrong. There are things like this: when a teacher comes up with an idea, it does
not mean that it is to be fulfilled. Any idea is evaluated, handled by different
units and applied if it is feasible. But if it is not applied, it's not right to say,
"Wow, that's not what | said.” I mean, to me it should not be like this.

Leyla

When the participants were asked to mirror their contribution to the innovation and
creativity in terms of problem-solving in the organization, they expressed they shy away
from going into action as they have had the presupposition that they will be ignored
somehow. The participants called attention to this demoralization throughout both the
individual and the focus group interviews. Seemingly, this has turned out to be a sort of
accepted hopelessness about transformation and improvement in society. Especially,
novice and mid-career teachers showed a tendency that they have almost no belief in
change and development in the organization, which usually made them feel demotivated
and frustrated. This hopelessness actually went one step further for mid-career teachers
and thus they stated that they would not be able to change things even if they became
managers themselves. As for the novice and senior teachers, they listed a lot of things to
do when they were asked what they would change if they were in administrative
positions. For instance, Pelin from the novice group addressed the disciplinary and
administrative issues by putting forward that the working environment in which she
works is suffering from a kind of duality and a lack of punishment and reward system.
I would change a lot of things if I could. First of all, authority is a big issue here.
For example; there is an authority in sight, but it does not reflect much on the
employees (i.e instructors). Firstly; I would try to figure out this authority and
discipline problems. Teachers do not show the same dedication; someone leaves
class 20-25 minutes early, does not take care of students; another instructor
teaches with his heart and soul, ponders how he can contribute to students and
sleep with a clear conscience while some others just don’t care. They say, "Let

me teach my class and go." | think it's a discipline problem. Most importantly, |
would impose sanctions on such disciplinary issues like “We have certain rules
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in this institution, you have to obey them. If you do not comply, this and that
happens. | mean the administration must provide the system.
Pelin
Another example belongs to Melis who is seriously concerned about the physical
conditions in addition to Pelin who reflected on systemic issues. Apparently, Melis akin
to her other novice colleagues associates physical and working condition with the value
that is attached to them. She clearly spelled out that the conditions do not let her feel like
a significant and valued individual as well as a teacher.
I would make an effort to change the physical conditions if | had the power. The
walls are in a very poor condition, so | was going to say today in the meeting, but
| didn't say anything because | knew nothing would change. I'm teaching there,

those old desks tear students’ pants. The teacher is not sitting in a teacher's chair;
he is sitting in the iron chair. How can one feel like an academic here?

Melis

“The others are a little overwhelming ...”"

Another crucial point which is at interplay regarding the perceived professional teacher
identities of the participants is undoubtfully students who are another vital agents of
education. Both individual and focus group interviews uncovered that students are in a
critical position not only because they are co-constructors of meaning in the current
context but the school has some dynamics which result from its being a private
institution. That is why we need to have a clear grasp of the students with whom they
co-construct their professional identity.

| have no power, no power. | can't do what | want, but the students can do what

they want. All | have to do is go to the classroom and tell my own stuff. The
students want me to keep my nose clean. My job is just to teach.

Ece

Having many descriptive similarities with her colleagues, Ferda specified that they kind
of perceive two groups of students at the school. The first group which constitutes the

majority of the students — according to the participant teachers — are the members of the
84



families with high socioeconomic status. The teachers repetitively indicated that this
group has some motivation problems and the teachers have been struggling to attract
their attention and include them in teaching, learning and education. Most importantly,
this group is considered to be indifferent to learning as some of them do not need
education since they do not have the climb the social ladder through it. This belief the
teachers hold to a vital extent has some repercussions on the teachers' beliefs,
understanding, and practices. On the other hand, the second group which is said to be
comprised of the students having a scholarship is deemed to be a minority. Although
most of the participants stated that categorizing students is somehow reductionism, their
understanding of the students' profile was unavoidably parallel.
Not a very homogeneous profile! Each class has different dynamics. When we
look at the general expectation from a foundation university, established in a
place like Ankara, yes | can say a large proportion of students grew up in a more
comfortable family environment. |1 mean they studied at private high schools and
perhaps did not take too many responsibilities on their own. But that doesn't
mean that others don't. There are also scholarship students who set goals in a
more conscious way and even came here to make a career plan. They are very
different, but even when I think of my students in the current period as | am their
interlocutor, there are even different dynamics within the class itself. There are
indeed very organized, conscious and systematic attitudes in the class and they

know how to talk and act and they fulfill their responsibilities. Yet, they
constitute the minority. The others are a little overwhelming.

Ferda

“Go and Teach!” or Us and Them

Another dimension that leads the teachers to a state of valuelessness is the mechanism
they are trapped by. Limitations of curricula, restricted space for action and time
restraints bring about a great monotony and a [robotlike mechanism] in the teachers'
lives. Metin highlighted the lack of teacher initiative and autonomy, which made him try
to find a way out of these impediments by focusing on the points he may adjust. In this
sense, he affirmed that they need to conform to the rules and procedures. When the

coursebook-driven curriculum to which both the teachers and their students are exposed
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iIs concerned, it was observed that the instructors inescapably fell into a state of
mechanism in which they shy away from creativity, novelty, self-improvement, and
dynamism. In the classroom observations, all of the participants seemed to be heavily
driven by the coursebook and the classroom content was extensively dominated by it,
which pushes the teachers to work in [idle mode]. This mode, unfortunately, puts them
in a predicament in which they get tired of their job and cannot find a source to refresh
themselves and their enthusiasm. In other words, they do not perceive themselves as
active agents of teaching. Instead, they hold the belief that they are the operators of this
process in which they have little to say and act. As professional beings, not being able to
shape their classroom to a desired extent, some of them prefer to get into a period of
fallow in terms of teaching while some others go for conforming to the teaching norms
and implementing what they are asked to.
They (the system or administration) give you a program. They say “go and teach
this.” You can just make as many contributions as you can escape from the
system. For example, they tell you to go and make leather shoes. If it isn't shaped
in detail, you can design it according to your head, but as a result, you still need
to make it from leather. You can't do it if you want to make it out of fabric, can

you? After all, you are asked to make a shoe and you have to make it conform to
the material you have.

Metin

In the classroom observations, most of the teachers seemed to be sticking to their
textbooks and acting as a technician. Their dissatisfaction and motivation problems kind
of affected their performance and eagerness to come up with creative activities and
designing more enjoyable and interactive lessons. While the novice teachers Melis, Pelin
and Ece were observed to be trying to keep their distance for classroom management
purposes and their authority stable, in the classrooms of Ferda, Metin and Aykut, it was
easy to see mid-career teachers who were situated in mid-career plateau and see some
reflections of it on their practice. Being caught in the trap of mechanism, neither senior
teachers nor mid-career and novice teachers seemed to be struggling to come up with
meaningful learning opportunities but acting as the implementer of the so-called

curriculum that they were trying to catch up with. The classroom cultures appeared to be
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established and to some extent were not open to innovation. The classroom observations,
on the other hand, drew a paralle with teachers’ practices and their own ways of
understading professionalism. In other words, the characteristics and traits they thought
as a part of a professional teacher were quite observable in their classes, which means
that the boundaries they drew in terms of teacher professionalism were derived from
their own practice and that is why they found themselves professional in their own
criteria rather than the set of objective standards of professionalism which will be
presented in the following section in detail.

4.1.4 Being a Professional Teacher: A Contemporary Reality or Disillusionment?
“I never call myself a professional. ”

Teacher professionalism has been a controversial issue as teaching has been defined as a
professional or semi-professional endeavor depending on various sociological,
educational and political points of view in the literature. To some scholars,
professionalism is employed as a critical lens that teachers use to evaluate their actions
and behaviors, that is; they refer to professionalism as a set of high standards. In the
field of teaching and teacher education, qualities of a professional teacher have been
questioned over years but actually, it is not easy to reach an agreed understanding since
sociological, educational and political variables lead to different understandings of
teacher professionalism depending on time. That is why there have been different
categorizations such as ‘old professionalism and ‘new professionalism'. In addition to
the professional norms created by different systems and administrative mechanisms, it is
also essential to understand teachers' opinions about ‘professionalism' and particularly

who a professional teacher is.

When the characteristics of a professional teacher were asked, all of the participants
revealed some features. However, most importantly the participants regardless of their
experience associated professionalism with ‘perfectionism’, which made them cautious
and hesitant about defining themselves a professional teacher even though they

somehow stated the qualities of a professional teacher in their mind. When Canan was
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asked if she perceives herself as a professional teacher, she replied: “This would be very
assertive. As long as you do this job, you always improve yourself. I don't want to claim
I'm a professional but I'm trying to do my best.” As Debbi represented, the teachers have
an understanding that professionalism consists of wholeness and perfectionism that is
why they most of the time avoided describing themselves as “professional”. Another
senior teacher Bahar responded with “no” and explained further:

Since I'm still thinking about doing this job and 1 have a way to go.

Professionalism is not something that ends entirely and there are things to add to
myself in any case. But in that framework | drew, yes!

Bahar

However, the teachers thought that they exhibit professional behaviors although most of
them did not find themselves professional when they judged themselves from the point
of view of “perfectionism.” Actually, each of them was asked to uncover their own
understanding of a professional teacher and they were harmonious with the professional

self the borders of which they drew themselves.

Role Identities

Universal Values

Personal Traits

Figure 10. The Components of Professional Teacher

As can be seen in Figure 10, the participants’ understanding of the components of a
professional teacher is summarized in three main categories which are role identities,
universal or ethical values, and personal traits. The interviews carried out with the
participants unearthed that their conceptualization of a professional teacher was

somehow shaped and re-shaped by their experiences as students, their previous teachers
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as role models, their initial teacher identities and their own experiences. As Table 9
illustrates below, the participants conceptualized a professional teacher as an individual
holding various role identities such as subject/pedagogical expert, social interpreter,
lifelong learner, consultant/guide and successful communicator whereas they highlighted
some ethical codes such as fairness, respect, honesty, and open-mindedness. The
participants also underlined the importance of some personal traits that are essential to
perform the teaching job effectively and professionally.

Table 9. Qualities of a Professional Teacher

Role Identities Universal Values Personal Traits

Subject expert Fair Punctual

Social interpreter Respectful Encouraging

Lifelong learner Honest Articulate

Consultant / Guide Open-minded Responsible

Successful communicator Distant
Sociable

Enthusiastic
Flexible

Another senior teacher Sumru, unlike Bahar, affirmed that she perceives herself as a
professional teacher by underlining her personal traits. She stated that her being
persistent and decisive helps her ensure and sustain professionalism.

Yes, | see myself as professional as | am a consistent and a determined person.

Unless I experience an extreme situation, I don’t make a compromise on my
personality. | think I'm a professional because of it.

Sumru

Ece — on the contrary — underscored the subjective nature of the profession, which is one
of the grounds that leads teaching to be regarded as a semi-professional enterprise.

| — of course — don't find myself professional in everything. I mean, of course,

there are some times when | can't do what I'm talking about. Sometimes | love
one colleague more than the other and thus I can tolerate him/her more. | can be
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more gentle when s/he is delaying something s/he's supposed to bring me. Or
when a student who is successful among my students doesn't do homework, |
don't consider him very much because he already has the consciousness that he
will succeed. It's like, "It is okay if you don't bring it." | get my hands more on
the ones who are unsuccessful. | say "You must do it." "Why didn't you bring
it?" This may be a bit unprofessional.

Ece

Metin provided a good representation of perfectionism in line with professionalism. He
stated that being a professional is loaded with meanings such as being a flawless person
full of wisdom and being like a superhero. Furthermore, it can be understood from his
tone that he does not accept this judgment of professionalism and he indicated that he is
not professional within these borders. However, he concluded that he is a professional
teacher in his own way of recognition of professionalism and associated his
professionalism with his experience. Above all, even though the teachers accept or do
not accept this perfectionist view of professionalism, there is no doubt that this
perspective which exists in the society somehow has effects on teachers' understanding
of themselves and their positioning as teachers.
I never call myself a professional. The professional is defined in such a
framework in our society that a professional means somebody who does his job
the best he can, knows his job warts and all and can overcome all kinds of
problems related to work. I'm never professional in that sense. Because you can't

do everything you do 100 % well. But I think I'm a good teacher with my
experiences.

Metin

Leyla also made a description of a professional in her own understanding and
managerial philosophy emphasizing the ability to adopt different roles in various

contexts:

A professional teacher is a person who knows his/her own role definitions well.
In other words, s/he is a person who knows well that s/he must perform different
roles. What do | mean? Teachers have different roles: leader in class, facilitator,
advisor. They have different roles. Sometimes the decision-maker, sometimes the
organizer inside the class. The person who has no difficulty in defining roles
when going out of the class is a professional. What do | mean? When we get out
of the classroom, we have a role as a colleague. We will not confuse our relations
with our peers with our relationships within the class. You are always the
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organizer in the class but you have to take a different role with your colleagues in
your friendship relations. You have to assume a different role in your relations
with your superiors. What is that role? The role of the employee... So you should
know about the superior-subordinate relationship. So teaching is a hard
occupation. For me, professional teacher is the person who adopts the roles in
different contexts and exhibits effective role skills and role behaviors.

Leyla

They questioned one of their teacher characteristics. In other words, they questioned the
existence and the function of good practice in their teaching and teaching personality. In
the interviews, they revealed that they perceive their strengths as weaknesses at times.
For instance, Aykut told that he thinks he sometimes becomes over-understanding
towards his students.
Sometimes | wonder if I'm too understanding. Sometimes | think about it
because this is a university and you are trying to create individuals from
university students. | mean, I sometimes think that it is necessary to leave

individuals and let them endure their own choices and their consequences, and
sometimes | can't do this.

Aykut

Like Aykut, Bahar also indicated that being a lenient teacher put her into trouble at times
and that is why she questioned her teaching personality. Actually, the other participants
also emphasized this situation. This dipolar understanding might stem from the struggle
to balance teacher behavior. When the teachers have difficulty in creating a balance in
their practice, they naturally get the impression that they are not successful in that
matter, in this case, it is “regarding” strengths as weaknesses.
Sometimes | feel that I am too lenient. You know there is a saying: "No good
deed goes unpunished.”. It sometimes causes trouble.
Bahar
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4.1.5 In-betweenness of “The Quasi-Academics” or “The Full Practitioners”

“We are active teachers.”

Instructors or “teachers” of English working at the tertiary level have been positioned
somewhere different then members of academia especially in Turkey as a result of the
nature of the profession, the organizational structure of school of foreign languages and
their operation. In other words, the only group working at universities as instructors and
not defined as academics comprises of language instructors and instructors of
compulsory non-departmental courses. Even though the instructors do not have to be
necessarily academics, this state of inevitable exclusion engenders an identity conflict on
part of the language instructors some of whom are pursuing an academic career and still
cannot claim and be attached an academic identity. This is a matter of both how they see
themselves as instructors and where the system and administration position them as

employees working in an academic setting.

When the participants are taken into account, three different ways of positioning can be
said to be salient. The first one which is constituted by the senior teachers is accepting
the teacher status and having no expectation regarding academic identity. Sumru from
the senior group put emphasis on how they are quite active practitioners who teach but
have no contribution to science. Thus, she accepted her [only teacher] identity as well as
not claiming an academician identity. In other words, like her colleagues, she thinks that
just working in an academic context does not make them academicians. Moreover, the
three senior teachers highlighted their acceptance of their status and remarked that
within their job descriptions they are teachers even though they started to have the same
title with some academicians in instructor position. Consequently, the senior teachers
seemed not to be problematizing their teacher identity as academicians.

We are working in an academic environment, but I'm not an academician.
Because | have no contribution to science. | have active teaching. So an
academician does not have that dimension. An academician is not an active
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teacher, but we are active teachers, not academics. But our environment is
“academic”.

Sumru

Leyla as a manager, a person who went through graduate education and a person who
holds a teacher and researcher identity commented on the issue by saying that being an
academic and a teacher must be certainly separated.

It's not just here. In my previous institution - | worked in another institution for
18 years - it was also a university. Teachers are not seen as academics in the
university. Because they're not academics. You're not a scientist, a teacher is a
practitioner or a technician. Science is something else, so let's say it. One should
not compare apples and oranges, but apples and oranges are equal in rights, the
responsibilities are equal but the two are different. So a scientist and a
practitioner are not the same thing. Working conditions cannot be the same.

Leyla

When it comes to the middle-career teachers who are going on their graduate education,

they remained a bit neutral but tended to perceive themselves more academic than the

senior group and less than the novice group indicated. Aykut, who always wanted to be

an academic, again called attention to the nature of their job and their organizational
structure which does not allow them to construct an academic identity.

| do not see myself that way. | think academics are something else. I think it's

about our position. We are a department that is totally focused on teaching. We

are different from all of them in this university. There is no assistant

professorship or associate professorship here. Nothing, no research. This is a

place like a high school, you know. Because of the organizational structure,

actually, because of your work. You have to teach constantly. I think academics

are a bit different. Your main job in academia is to improve yourself, do

scientific research, as well as share scientific research with the new generation. |

don't say it as a criticism, but | think this place is in contrast to being an
academician by nature.

Aykut

Holding a different belief, Metin, who finds the definition of academia somehow
problematic, underscored that if a person follows an academic path, that person is an
academician to some extent; namely, in practice. He stressed out that he does the same

things such as doing scientific research and producing knowledge but he does not have a
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title of an academician, which indeed does not affect his understanding of himself as an
academic totally.
Frankly, 1 am doing what an academician is doing, doing scientific research and
trying to produce something - knowledge. If you ask whether I am academician

in title, no! If you're doing a master's or a doctorate, you're doing it, and that's
what an academician does. The only difference is that we don't get paid in return.

Metin

Ferda, who majored in a literature department and feels a bit strange to ELT, was
planning to start her master’s and thus she began to take courses as a special student
beforehand to improve herself in the field. In her own words, years passed and she faced
a lot of barriers in her career and she stated that she becomes happier and feels more
useful as she discovers more. Stating that she does not have a career goal like being an
academic right now, Ferda reflected on both her in-between academic identity and where
they are positioned through actions and discourses by the administration. Moreover, she
said that she is happy with working in an academic context but added that she can't go
one step further explaining that she does not have that individualistic side of
academicians. Ferda revealed that she thinks academicians focus on themselves rather
than class and students and make innovations and contributions to their field, which she
feels far away from.
As | just said, | certainly don't consider myself an academician right now. | don't
even want to say. That's also the dominant discourse of the administration. | don't
think they regard us as an academician. We don't think of ourselves that way
either, 1 don't think they look at us that way, as well. I mean, it exists in this

discourse. However, when it is considered as an identity, we are kind of [in-
between.]

Metin

Similar to Metin, the novice teachers stated that they have the potential to become an
academic and desire to carry out research if they are given an opportunity. Seeing
themselves as the individuals who are on the way to become an academic, the novice
teachers drew more flexible borders and reported a more interwoven identity of an

academician. Melis from the novice group uttered that academia is a critical atmosphere
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implying that their own setting is not like this. That is why she indicated they as
instructors function as [knowledge transmitters] there. She also emphasized the
performative nature of being an academic but at the same time underlined her personal
motivation behind pursuing an academic path.
What you call as academia is a critical environment. I’m sitting. I would argue
with the students, give them the opportunity to argue. But what we're doing right
now is just transferring knowledge. You can become an academician only if you
want to be an academician yourself. You can go that way at this institution, too

by writing articles, doing research and attending conferences, but that's not
enough, either. I'm doing a master's because | want to do it myself.

Melis

Metin went one step further and opened the title vs. performance issue up for discussion.
He stated that it is enough for somebody to hold a title to be addressed as an academic
not his/her performance but not vice versa. In terms of professional identity, he
underlined that it is not possible for them to understand themselves within a whole
academic identity but missing a title disempowers them by disabling them to claim the
ownership of an academic identity. That is why they can call themselves as candidates at
most. However, considering some schools of foreign languages at some universities
which make room for academic engagement and research facilities, Metin and his mid-
career colleagues asserted that they can build an academic identity and become active

researchers if they are provided with necessary conditions and opportunities.

A person who holds a doctorate or an associate professorship can stay in the
same position until he dies without writing anything and can live in academician
mode. On the contrary, even if you conduct research within your master's,
doctorate or apart from them, you are not considered as an academic in general
sense in Turkey. But if we talk about basically what is an academic and what it
should be, what we do is something close to it. We cannot fully make sense of
ourselves like this but we can say that we are candidates, we cannot say that we
are academicians.

Metin
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Figure 11. Language Instructors vs. Academics

The findings related to the first question revealed an intertwined pattern of teacher’s
professional identities and positioning within the organization and society. While most
of them did not have the ideal to become a teacher at the very beginning, they seemed to
end up becoming a teacher which turned out to be influenced by mostly altruistic and
intrinsic motivational sources rather than extrinsic ones. This perception of their career
choice somehow implied that they give importance to how other members of society
perceive them but also suggested that their positioning as teachers have got worsen in
their professional environment and society. The main motives that led to this diminished
self-image of the instructors turned out to be disempowerment they went through by
being excluded from decision-making process, being deprived of proper physical and
financial conditions, lack of respect and appreciation on part of the administration. Their
demoralization caused by the aforementioned factors seemed to echo in their
understanding of what teacher professionalism is. When their reluctance to work in their
current organization is considered, it might be said that their conceptualization of
professionalism was to a certain extent affected by the notion that their practice was
problematic due to the system-related issues and that is why some of them considered
themselves far from being a professional teacher. On the other hand, the others tended to
draw the boundaries of professionalism based on their experiences and practices.

Moreover, their practice as active teachers turned out to function as a borderline when it
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comes to evaluating their status as instructors or so-called academicians, which was
problematized as an identity conflict due to their comparing their own status to the one
of academics (see Figure 11). This comparison was characterized by their perception of
their value as professionals in society and in their organization, the scope of the
opportunities provided for them and their physical and working conditions.

4.2 What are the patterns of EFL instructors’ self-reported Organizational
Citizenship Behaviors?

In order to analyze organizational citizenship behaviors of the teachers, Somech and
Drach-Zahavy’s three-dimension framework of OCB was adopted. That is to say, the
participants’ citizenship behaviors were investigated at three different levels which are
OCB toward the student, OCB toward the colleagues and OCB toward the organization
as a whole. Their OCBs are presented along with their context-specific and context-
independent antecedents and inhibitors below in sub-themes.

As distinct from most of the studies focusing on organizational citizenship behaviors
most of which are gquantitative, in the current study that is qualitative in nature, a few
open-ended questions were employed and the OCB scale was scripted. In other words,
the instructors were given some scenarios with respect to the three dimensions of OCB
not only to figure out their OCBs but also explore the main motives behind these
patterns, which distinguishes this study from the other OCB studies carried out in the
field.
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Figure 12. OCB vs. Context-specific and independent variables

As can be seen in Figure 12, the third interview that consisted of 20 open-ended
questions and 20 case scenarios unearthed that the instructors had different levels of
OCB in relation to the three dimensions. The findings clearly revealed that their OCBs
toward students and colleagues were relatively higher than their OCBs toward the
organization as a whole. As Figure 12 illustrates, their organizational citizenship
behaviors toward the organization and their colleagues are more likely to be susceptible
to external factors including context-independent and context-specific variables which

will be touched upon in detail below.

In this specific working context, which has not only organizational justice and trust
issues but also unique dynamics in relation to its climate, the teachers paradoxically
came to a state where their understanding of extra-role and in-role behaviors was blurry.
As mentioned before, one of the biggest issues of OCB research has been the over or
under-generalization of performance behaviors as OCBs or in-role tasks (DiPaola &
Hoy, 2005; Morrison, 1994; Somech & Oplatka, 2015). The participants in the current
study mostly tended to perceive their in-role tasks as OCBs. This overgeneralization
might stem from potential personal and organizational biases as each shareholder are

likely to judge the performance behaviors using different standards.

98



Organizational

Q Commitment ¢
2 B

Organizational

Leadership Trust

N Organizational
Organizational Climate and

Justice (;/l\ ,\\/r\ Culture

Figure 13. OCB vs. Organizational Factors

Most importantly, the findings of the current study indicated that OCB is a sensitive
concept which has strong ties with a set of organizational factors that encapsulate
organizational climate, organizational commitment, organizational trust, organizational
injustice and model of leadership as well as other contextual factors (see Figure 13).
Each of these facets will be presented along with the participants’ narratives below in

different sections.

4.2.1 Dimensions of OCB in the Organization

When the sub-dimensions of OCB were explored through the open-ended questions and
the scenarios in the third interview, the findings revealed that [altruism] and [courtesy]
were the more salient categories (see Figure 14) whereas [conscientiousness],
[sportsmanship] and [civic virtue] were the less salient categories (see figure 15) in
terms of organizational citizenship behaviors of the participants in the organization

under examination.
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Figure 14. The More Salient OCB Dimensions in the Organization

[Altruism] In line with this finding, it can be said that the participants exhibit more
helping behaviors with tasks or issues pertaining to the organization such as helping new

employees and substituting the colleagues when necessary.

Sample Item for “Altruism” — Scenarios

One of your new colleagues had a problem with information systems and asked for your help.

[Courtesy] turned out to be the second salient organizational citizenship behavior of the
participants. The term refers to proactive bahvaviors which have the potential to prevent
possible problems in the organization through successful communication and advanced
notice. The responses of the participants indicated that their experiences regarding

communication and exchange among their colleagues have been positive.

Sample Item for “Courtesy” — Scenarios

A colleague could not come to school for some unknown reason and other substitute teachers

were in the class. That's your free time.

As far as [altruism] and [courtesy] dimensions are concerned, it can be said that these
dimensions have ties with personal traits, intellects and professional teacher identity as
they are a result of individuals’ own choices, opinion and attitudes towards the

organization, issues and their understanding of these issues.
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Figure 15. The Less Salient OCB Dimensions in the Organization

When it comes to the less salient or lacking dimensions of OCB of the participants in
their current organization, as can be seen in Figure 15, the dimension of
[conscientiousness] can be said to be problematic. As the instructors had barriers to
exceed the minimum requirements of the organization, negative stances in relation to
using their time during work hours and avoidance of contribution to the organization

through suggestions and innovative ideas.

Sample Item for “Conscientiousness” — Scenarios

It is announced that a classroom research team will be established in your school.

Secondly, referring to the tolerance towards the difficulties, disturbances and
impositions of work without any complaints, [sportsmanship] occurred as one the less
salient organizational citizenship behaviors as the participants have had quite hard times
and found the idea of sharing their problems with their colleagues and discussing about
them somehow necessary. Some of them indicated they try to focus on the positive
aspects of the organization from time to time to protect their mental health and

sustainability of their work.

Sample Item for “Sportsmanship” — Scenarios

You're in the break, and you've stopped by a colleague's room. When you get into the room,

they are talking about things going wrong in the institution.

101



Finally, [civic virtue] among the participants appeared as an inadequate category of
organizational citizenship behaviors. The dimension refers to making contributions to
the organization through participating the meeting and social gatherings of the
organization as well as adopting the changes or decisions made in the organization and
accepting the organizational strategies. The findings ucovered that the lack of inclusion
of the instructors in decision-making pushed them to stay neutral or shy away from
being an active voice in the organization. Thus, they only attended the formal meetings
in which they most of the time abstain from making suggestions and improvement and
tried to join social gatherings of their department if they were obliged to but not the
social gatherings of the university as a whole. This seems mostly because they have a
sort of resistance, anger or antipathy as they think they are the step chidren of the
university. This situation makes them only engaged in their own department, though
limited.

Sample Item for “Civic Virtue” — Scenarios

You're busy and you went home after work. You have repeatedly received e-mails for a number

of events related to your organization.

4.2.2 OCB toward the Organization
“It should not be a so-called family. ”

The focus group interviews revealed that only the teachers in the senior group feel some
sort of commitment to the organization no matter how limited it is. On the other hand,
the novice and mid-career teachers reported that they do not feel that they belong to the
organization. Some of them also added that they have been looking for vacancies to
leave their current job. Metin referred to the dominant "family" discourse in the
organization. This metaphor has been problematized by almost all of the teachers as they
do not find it real and sincere. In their opinion, the administration always implies that
they are a big [family], which created a great discomfort in teachers as they cannot see
any reflection of this discourse in practice and the value given to them. They not only

problematize the school of foreign languages but also CLU like Metin stated below. He
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stated that they are the step-son at the university, which reveals the understanding that
CLU administration does not place them in a desirable place and ignores their school.
There is a myth called “We are a [family]” but we are the beaten child of the
family who is treated as a step-son.
Metin
Projecting to the past, Aykut uttered that he lost his dedication and commitment in time
and had a strong stance like Melis, Metin, Ferda and Ece that most of the instructors
working at the school have no sense of belonging to the organization. His words " | don't
care” are also dominant among the novice and mid-career teachers as they really think
that they are not cared by micro and macro level administration, which is also mentioned
in the previous section.
| used to have a sense of belonging a bit when | just got here, but right now I
really don't care, | don't think most people care.
Aykut

Whereas the novice and mid-career teachers reflected that they do not feel as a part of
this organization, it can be said that the senior teachers exhibited a more positive stance
but additionally they agree with their younger colleagues at some point. For instance,
Canan as a senior teacher working for almost 20 years at this university highlighted that
she cares about the professional image of the university and feels responsible for it that
is why they act carefully as the instructors of this institution. However, spending a
serious amount of time at the school, she emphasized that the organization is not
dedicated to them but they are committed to it somehow and that is the problem.

| mean, the organization is not committed to us. We have a kind of commitment,

though. Because we're the teachers of this university. When we enter the class,

this school has a name, we try to act accordingly, we try to teach accordingly.
Did you see? But the school doesn't take care of us that much.

Canan
When Leyla was asked to comment on the organizational commitment of the instructors
of the organization from the viewpoint of an administrator, she somehow confirmed the
differences between the seniors and non-seniors (i.e. novice and mid-career teacher)
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highlighting that the seniors might have a better organizational commitment. On the
other hand, she mostly attributed the low levels of organizational commitment of the
novice instructors to their being a new generation rather than the organizational
dynamics, issues and structure.
The experienced instructors, our veterans, who have been here for years and
educated students, have a good organizational commitment and we like it very
much, we are very happy. Our younger instructors seem to have less
organizational commitment but I'm not sure. We didn't do research. It's just my
observation. There may be many reasons for this. The first one is they are a new
generation of teachers. This a reflection of overall cultural change in Turkey. The
recently conducted studies in Turkey show that the social structure is moving
towards individualism whereas it was more collectivist in the past. | suppose the
recent studies show that the points of individualism increased in Turkey.
Therefore, this inevitably found an echo in young teachers. Therefore, there may

be a decrease organizational commitment. Secondly, maybe the economic
conditions could be something. | don't know, we just didn't do a research.

Leyla

“There is no factor that keeps me going. | have to go on because I can't go anywhere

else.

The biggest issue concerning these low levels of commitment in the organization is
reported to be dissatisfaction. The main points that the instructors are not satisfied with
are their low status at CLU, financial drawbacks, ill-structured organization, lacking
organizational trust and justice, lack of sources of motivation, student profile and
physical conditions. Most of the participants especially in the novice and senior group
stated that they usually think of quitting their current job because of the aforementioned
problems. The senior teachers also indicated that they also during their career sometimes
had the idea of leaving the job, but what makes the novice and mid-career group differ
from the senior one is that they have more chance to find another job at the tertiary level.
This is mostly because the senior teachers do not hold the required qualifications to
become an instructor at university as an inevitable result of the recent regulations made
by the Higher Education Council. Since they did not do a master's and are not still doing,

the senior instructors have two options one of which is staying where they are now or
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teaching different levels other than university students. It has been a hot debate that the
recent regulations undoubtfully have made the field much more competitive, which puts
especially senior and mid-career teachers in a big challenge as they are required to
compete with new graduates or novices in the central examinations.

Yeah, | thought of quitting the job. I think it is about financial issues. Other than

that, maybe the lack of appreciation may be a reason for this. As | said,
everything is about motivation both materially and spiritually.

Aykut
Regarding satisfaction, Aykut indicated that financial incapability is a major issue in
terms of their lack of motivation. Most importantly, he highlighted that what they do or
their achievements are not appreciated by the administration in the organization, which
inevitably urges them to work in [idle mode] since they most of the time feel unenthused

and unwilling as teachers.

Metin, similar to Aykut, revealed that is almost impossible to live properly without
doing any extra work somewhere else apart from teaching. This actually uncovers how
poor financial conditions they are living in. Interestingly, Metin tried to attract attention
to indifference and inaction of the administration by saying that they are aware of the
fact that the instructors think of leaving the job at the earliest opportunity. This notion
somehow shows how deep-rooted the problem is. Much like Metin and Aykut, the
teachers in the novice group also affirmed that they are looking for academic positions
and checking the announcements regularly. In addition, they highlighted the urgent need
for improvement regarding financial and physical conditions.

If you want to make a living or live properly, you have to work extra somewhere.

What you do here doesn't really motivate you. Therefore, we are in an unhappy

and constant search. Frankly, I, like most of the people here, want to escape at
the first opportunity. The administration actually knows that.

Metin
Although not yet homogenous, the senior teacher also stated they also thought of
quitting the job even though some of them made an attempt on this, some of them just

thought of it. Bahar, underlined the significance of the aforementioned reasons when it
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comes to thinking of quitting the job. However, as a senior teacher who worked for more
than twenty years in the organization, she revealed that she has no power or energy to go
to a new place and to adapt to new conditions and a new environment. Moreover, she
revealed that she perceives the school like her home as she spent most of her life there.
| thought. Again for similar reasons. | never had any trouble with my co-workers.
Actually, I didn't go into action but just thought of it. Something happens... I
mean going to a new place scares a person after so much time. Entering a new

environment and getting used to there. We opened our eyes here, like our home.
Occasionally, I think of leaving it.

Bahar
The second crucial concept in relation to OCB is organizational trust. To this end, the
organizational trust including trust in administration and trust in colleagues was
examined especially in the third interview as well as the focus group session. Although
most of the participants addressed some issues regarding organizational trust, the senior
group turned out to have relatively more organizational trust compared to the other
colleagues involved in the study. However, it can be said that they to a serious extent
lack organizational trust for a couple of reasons. Metin said that he does not trust his
managers especially those who are in the top position adding that he can trust some of
them depending on who that person is. He also revealed that he somehow trust his
colleagues if he has a relationship with them outside the school. Metin and his other
colleagues’ comments unearthed that the organization has difficulty in creating an
acceptable degree of organizational trust regardless of who the administrators are, which
signals the lack of professionalism and dependence on individuals rather than objective
and professional relationships.
I never trust my managers but my colleagues occasionally if there is a connection
outside the job accordingly.
Metin
Whereas Ferda finds the style and wording of administration threatening, Aykut called
attention to the fact that trust depends on the person. He adds that the biggest reason for
his distrust in the micro-level administration is that he does not believe they as

administrators deliver the problems of the instructors to the top administration.
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They have their superiors and subordinates. We are their subordinates. Who does
a person given a managing position work for? They work for their superiors, not
for you. The point isn't you here. The important thing is the report they hand in
their superiors and pleasing them.

Aykut

Agreeing with Aykut, Melis in the focus group interview with novice teachers expressed

that the administration is not seeking real solutions but stalls them constantly regarding

the problems and solutions. She indicated that she does not think that they are well-

represented within the body of the university. According to the participants, that is why
their problems remain unsolved and they are still suffering from them.

My distrust is mostly because of the fact that the administration always tries to

distract and calm us. They say: "We do our best for you, we do it." But | wonder

how we are represented as a department at the university board. If there is no

progress in our physical conditions, neither our salary nor our classrooms and

offices... We are such a forgotten department, which means that we cannot be
represented very well.

Melis
In line with this, it is essential to visit the views of Leyla as an administrator when it
comes to innovation and change regarding the organization. One of her crucial
highlights was the resistance coming from the instructors to change, especially the senior
ones. Interestingly, as a manager she thought that the senior instructors in the institution
somehow seems more committed to the organization in her opinion. However, it is also
strange that most of the resistance comes from this group, which also somehow
deteriorates the organization by making the organizational culture more established. As
a solution, she stated that they have been trying to implement changes gradually. This
might be an avoidance of getting severe reactions from the instructors. Although, this
current strategy might seem fruitful, it has the potential to slow the potential innovation

in the school down.
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We have difficulty in change, of course, resistance to change is very high.
Rather, we have instructors working here for 20-25 years. Their organizational
commitment is very nice, we like it very much, but sometimes the resistance to
change comes from that group again. Because life is constantly changing, that is,
trends are changing, expectations are changing, students' needs are changing.
Teaching materials are changing, technology is employed in teaching. Of course,
that resistance makes us struggle a little bit. But we slowly try to solve it. We
didn't make a radical change; we make a gradual change as you might have
noticed. We are trying to implement changes step-by-step so that they may cause
less pain. We try to spread this culture everywhere, but we have difficulty
because of this established and tight culture.

Leyla

On the other hand, real communication in the organization seems to be a sort of
problem. In other words, not only communicating but also understanding expectations,
goals and problems of each stakeholder (i.e. the instructors and administration) is of a
great importance. Wearing her lens as a member of the administrationi Leyla highlighted
that they are trying to make communication possible and successful as much as they can
by adding that their own administrative tasks prevent them from contacting their
employees enough, which made her question how well she emphatizes with the

instructors.

Not much. Because the administrative affairs are so overwhelming that the
instructors and the other managers in the lower layers of the hierarchy meet
more. For example, we have unit heads, they are in contact with the teachers, of
course we get feedback from the unit heads. Our door is always open; | adopt an
open-door policy. But of course, frankly, 1 would love to communicate more
often. We create an environment where they can write their complaints and
suggestions as much as possible. But personally I would like to discuss more.
160 people actually constitute a huge number, but as | said, we usually keep
communication channels open through coordinatorships and unit heads. We
might need to be better at empathy, but to what extent can | say I'm empathizing?

Leyla

In the focus group interview carried out with the senior instructors, Canan stated that
administrators change from time to time and everybody, especially administrators look
after their own interests and profit. Sumru drawing the ideal picture of the trust issue,

also indicated the subjective nature of this issue. Staying always cautious in the focus
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group interview, Sumru and Bahar indicated that they somehow to some extent trust
their managers. In addition, Bahar associated organizational trust with the support she
might get when she has trouble in the organization. She uttered that if the administration
stands behind her when she experiences negative things, this is something that wins her
trust.

Of course, it needs to be trusted. If it is to be an efficient business and a peaceful
work environment, mutual trust is needed. Even the managers should trust the
employee in the same way. There must be a mutual trust relationship. But how
much this is achieved varies from time to time according to the employee and the
manager.

Sumru

“... Some are more equal.”

One of the biggest inhibitors of OCB has been proven to be organizational injustice.
Organizational justice is about the fairness of job-related procedures, interactions, and
outputs. The field of organizational behavior clearly revealed how crucial organizational
justice is in terms of a positive work atmosphere and improvement of employee
performance and behavior. On the contrary, organizational injustice turned out to be an
inhibitor of OCBs exhibited by the employees. In this regard, it is more than essential to
understand the views of the employees or the teachers in this case to interpret the
patterns of their organizational citizenship behaviors. Interestingly, all of the participants
without exception referred to the organizational injustice they have been exposed to.
Below, the findings are presented in line with the three dimensions situated in the
literature which include distributive, interactional and procedural injustice. Adopting a
holistic approach, Metin indicated that organizational injustice is dominant not only in
their school but also in other units or departments of the university. He emphasized that

the principle of merit is not taken into consideration in CLU, which is perceived as a
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frustration by the employees. By the following words, he referred to the issues of

distributive injustice regarding the organizational reward system and outcomes.
Organizational culture is reflected in every unit. There is an injustice at the top of
the institution. So this is the case in your smaller units, too. For instance,

someone coming from outside becomes the head of the department rather than a
person who made a great effort and is supposed to be the head.

Metin
Referring to the organizational culture of CLU as a manager, Leyla emphasized that the
school has an established organizational culture and it might kill creativity if an
organizational culture is too established. She also stated that it should not be too loose,
either. Moreover, Metin, Ferda and Aykut indicated that they witnessed nepotism at the
department. They reported that there is a way of conduct regardless of the quality of the
employees. In other words, for instance, a person who is not a qualified teacher can be
highly valued here. Another one who is highly qualified can live the opposite, so to
speak. Ferda, on the other hand, attracted attention to the fact that the administration acts
as if they were treating the instructors equally but this does not reflect the reality in
practice. That is why Ferda refers to George Orwell’s words by reminding that [some are
more equal] to emphasize the nepotism in the organization. In this sense, obviously they
touched upon the matters of interactional injustice by highlighting that all members of
the organization are not treated with dignity and respect; contrarily, some are segregated
in a way.
They emphasize equality as such, but from time to time. “We distributed class
hours like this”, T don't know, “we did this thing!”. You know, it's something

they should do. Sometimes they offer it like grace. While presenting it, they try
to create the perception that we are equal. This is not what we expect.

Ferda
In the focus group interview conducted with Sumru, Bahar and Canan, they answered
the question “Are the instructors treated equally?” with an " exact and clear no!". Canan
explained that the administration shows more favor to people close to it. Bahar
exemplified that something a person is allowed to do cannot be allowed for another

person. All of the three senior teachers indicated that they are not treated equally in
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terms of workload, tolerance, permissions, and promotion. They also claimed that good
work is not rewarded but somehow punished. Canan referred to the double standard
issue below and implied that things work in accordance with human relations and
favoritism rather than objective criteria of performance and evaluation.
Especially, while the requests are evaluated. For example, while a person's
constant wishes are fulfilled, yours can be ignored. | mean, for example, they
don't think of anything. There is a group of teachers who worked at preparatory
school teaching weekly 18-20 hours for years. They do not let them rest for a
while and get some rotation. Rotation, for example, has a name, but not in this

school. For some reason, | don't know why, but it applies only to certain
teachers.

Canan

The novice teachers —hitting the high spots of procedural injustice, indicated that they
faced a lot of unfair practices in the organization, Pelin also called attention to double
standard and discipline issues by emphasizing that seniority matters in the organization
and causes a sort of discrimination. In other words, they unearthed that organizational
procedures do not work the same for everyone in the organization.
There's a lot we don't think is fair. When we make a mistake, we are treated very
differently, when the teachers who have been working here for 20 years make it,
you know, they are shown more tolerance. When we try to get permission for
graduate studies, they do not cause much trouble, but they say talk to your
instructor or talk to your partner. They say things like this. But when another one
at 9:30 in the morning says that they have something urgent, they are treated

differently. We don't get [the same justice]. Either you should provide [the same
justice] and discipline, or you should ease off on all of them.

Pelin
This issue seemed to have created some sort of an invisible tension between the senior
teachers and the others. When Leyla was asked whether there occur some problems in
regard to role behaviors, she commented on the seniority issue.
There is such a seniority in our culture. But let's consider the school as a system.
What is seniority formally formulated according to? By position. Is there a
hierarchy other than that? No. I'm a structuralist, so I'm a bit stuck with it. I'm in

favor of obeying whatever is in the official structure. So the official structure
says your supervisor is this and that. Other than that, there is no formal structure.
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Respect for age or respect for experience exists in our culture, but to some
extent. That is, not to exceed the limits of respect. Mutual respect, right? | don't
think there will be any inconvenience while the limits are cared- it's already a
very fragile line. | mean, if a senior has an attitude like “You don't know
anything!” towards the novice teachers, it is not a good thing. I don't know.
There may be individual incidents. But | personally do not like such a hierarchy.
Hierarchy exists only in the formal structure. Leadership occurs over time. The
person gains respect. So you will win. Your age, your experience... Let the
young people respect you. But you have to create that respect. If you say “I'm
very experienced here, | know everything.” that young teacher doesn't respect
you. But when you have such a good attitude, you will automatically have all the
young people around. We need to know this.

Leyla

In this environment of injustice, the participants mentioned, the teachers can be said to

have created paradoxically their own solutions and perceptions in terms of their in-role

behaviors and brought flexibility for themselves. For instance, their attitudes toward

time management in working hours turned out to be independent of administrative

policies. The findings showed that the instructors do not desire to spend time on other

tasks apart from their classes. Moreover, almost all of them want to leave the school as

early as possible even if they are required to stay there within official working hours,

which makes almost no room for additional work that can promote the organizational
effectiveness and the well-being of the organization.

I'm trying to be here as long as I can. If my class is at 10 or 9 a.m., I’m here so

that | can prepare my lesson. At the end of the lesson, | do not leave immediately

if I have something to do. job, I'm getting ready for the next day. I think it should

be like this. If | don't have a lesson, | think | can leave if | don't have a task in the

afternoon because we are teachers and | don't think it makes much sense to stay
here unless we have a task.

Canan
Much like her other colleagues in the study, Canan expressed that they do not want to
work in full working hours from 9 a.m. to 5 p.m. as opposed to what the administration
formally asks for. Her speech was quite significant in terms of representing her
colleagues' and her own understanding of in-role task descriptions. That is to say, the
participants are highly apt to perform their in-role tasks and reported that they do not

perform any extra-role behaviors toward the organization, which are discretionary. Apart
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from these OCB or extra-role behaviors, the participants showed that they hardly find
any motivation to perform their in-role tasks. Furthermore, this lack of motivation
seemed to be making them more indifferent to their organization as Metin stated below:

I do my work for that day and I deal with my personal things apart from it.
Metin

He further responded to what his stance is regarding organizational problems by saying:

I'm not usually interested. I tell them to the managers and after that, I don't deal

with them.
Metin’s words showed that he feels alienated from the organization and does not care
about what is going on as he thinks that they are neglected or somehow undervalued.
There is no doubt that the organizational issues and problems made the participants
indifferent to the school. Another example of not wanting to increase organizational
effectiveness or not caring about it is that most of them are not willing to do so. When
they were asked whether they desire to contribute to their own professional development
in order to carry their organization one step further, most of them told that they can do it

for their own sake, not for their organization.

I would do it for myself, not for my institution.

Ece

This understanding proved the extent to which the participants isolate themselves and
their own profits from the well-being of the organization or organizational profit. This
scene simply illustrates the unwillingness of the participants to perform OCBs, their
alienation to their working context and reluctance to contribute the organization as a
whole. Only very few of them commented that the contribution they make to their own
professional career adds to the organization somehow. Pelin and Ferda evaluated this
issue bidimensionally.

The investments I make in myself affect the institution in the same way. I see it

as a double-sided issue.

Pelin
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Seemingly, the reason why most of the teachers radically do not want to contribute to
the betterment of the institution might be their anger or frustration resulting from their
deprivation of good working conditions, value, encouragement, and appreciation. In
other words, since they think the organization does not contribute to them as individuals
and professionals, they simply do not want to make it better or work for its

improvement.

Looking from an administrative perspective, on the other hand, Leyla stated that
individual and organizations have their own goal but it is of utmost importance to meet
them at a shared point. However, she also added that the goal of the school must be
prioritized rather than the individual goals. However, the participants revealed that their
own goals and the goals of the school are not harmonious and they believe that they
themselves are not prioritized and valued adequately. That is why their understanding
has traces of mutualism most of the time. Thus, it can be said that both the
administration and the individuals do not attempt to meet their goals at a common point
as they lack motivation and reasons to do so.
There is such a diversity: we have very experienced teachers and we have new
teachers. We have instructors from different backgrounds, and we have
instructors with diverse economic, social and academic backgrounds. Of course,
as much as our organizational goals, that is to say the general purpose of the
school, individuals can have their own specific goals. | think it is important to try
to direct those individual goals to the goals of the organization and the school. |

mean, I'm thinking of trying to adapt. It's important. We all have individual
goals, of course, but the school should be the first priority.

Leyla

Finally, another issue affecting OCB levels of the teachers has been leadership which
has a big potential either to foster or hinder teacher OCBs. The third and the focus group
interview handling with organizational and administrative issues revealed a lot regarding
the current leadership and management philosophy of the organization. When the overall
picture is analyzed in line with participants' ideas and comments, the leadership can be
said to encompass abusive supervision composed of public criticism, rudeness, ridicule
or inappropriate expressions of anger. As indicated in the literature, this kind of
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supervision is much likely to make the employees question their relationships with the
organization. For instance, Canan criticized the language and approach of the leadership
and highlighted that the repressive discourse they have been subject to negatively affects

their performance, motivation, and morale.

For example, the discourse of the meetings is very important. Now, we work at a
very big institution. Problems might occur in every institution. These are handled
in a way, so | think it is very irritating to talk to 150 people in such a repressive
language. There is no need! No need to tense the people up. I think the style is
very important. We can't treat our students like that. When we have a problem
with someone, we pull him aside, we talk to him there, for example, we don't
want other students to be affected. We feel sorry for such things and our morale
deteriorates.

Canan

Although this seems to be the prevailing philosophy and reflection of the overall
administration, as one of the administrative staff, Leyla indicated that her own
leadership is situational and she takes care of personal variables when it comes to
approaching the emloyees, which might generate a blurry line among the employees or
might lead to inconsistencies in organizational behavior. As she indicated herself, this
approach does not necessarily mean a sort of injustice but inevitably has the potential to
be interpreted in different ways by the employees themselves. In the end, it may appear

as a barrier to objectivity and standardization at all.

My understanding of management is currently trying to adopt an understanding
that has proven effective in research. There is a movement called situational
leadership. | try to take a similar approach. | set a leadership style according to
context, person, problem and strategic plans. You can ask me what | mean. My
leadership style is as follows: some of our employees want autonomy, you need
to give them autonomy. Some of our employees require directives and it is
necessary to tell them what to do. | lead that way by observing them. Some
decisions are very strategic. | don't think I have to consult in decision-making.
But | always consult in some of my decisions. In those decisions, in daily
operations, | definitely get opinions and ideas, | respect ideas. | am a manager
myself, but | also understand my own managers. At some point | know that they
have to follow the directives that come from their superiors. | see the
organization or the school | work for as a system.

Leyla
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4.2.3 OCB toward the Colleagues

“No collective conscious here!”

The second dimension examined in relation to teacher OCB is the organizational
citizenship behaviors toward colleagues. One of the major issues regarding the low
levels of OCB toward the colleagues is the very culture and climate of the organization
that can be viewed as an individualist one rather than collectivist. Aykut explained this
issue further by addressing the lack of common will among the teachers in the
organization. What Aykut and the others indicated in the interviews refers to the
existence of an individualistic school culture which is quite harmful to organizational
climate and thus the organizational citizenship behaviors of the teachers. Aykut
attributed this lack of collectivism to the fact that everybody has concerns about their
own profit, goals, and practice. He also addressed the differences and discrimination in
line with individualism. That is to say, he thought that the differences regarding status,
title or salary are the major reasons. That is why a senior does not care about the
problems of a novice or mid-career teacher since they are not exposed to the same
conditions according to the novice and mid-career teachers. Moreover, they highlighted
that they are subject to a sort of discrimination. These differences, of course, lead to a
kind of indifference among the employees of the organization no matter how much they
have in common as teachers. In other words, they somehow go through an alineation
from their colleagues with whom they inevitably share a lot of things.

Because there is no collective conscious here. I'm not saying we should march in

a protest, but if no one stands behind a petition or a complaint collectively, if |

am alone in the face of the problem, as Metin said, | would try to adapt to it in
terms of my own mental health.

Aykut

Another dimension that has a lot to do with the individualist culture is the existence of a
dual relationship with colleagues. Without exception, all of the participants confirmed
that they only care about the problems of their friends or colleagues they have close
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relationships with or they only want to help them voluntarily in case of a need. This
attitude uncovers the dynamics of professionalism and the lack of collectivist culture in
the organization. Since they tend to offer help to those who are their close friends, it can
be possibly explained that subjective relationships dominate the organizational culture
and collegial relationships or exchanges rather than professional behavior. In this sense,
organizational citizenship behaviors that are conceived as helping behaviors in different
domains can be said to be missing to a certain extent at the collegial level. Sumru
exemplified the prevalent notion by the following lines:

So it depends on the person. | do not take an active action related to an

institutional problem of a person to whom 1 just say hello, but I can do what I can

for a colleague with whom | have a closer relationship. This changes from person
to person.

Sumru

On the other hand, like her other colleagues in the study, Ferda mentioned about two
groups of employees in the organization. This reveals that there have been two different
preeminent attitudes towards collegial relations. The first one provides a space for a
proper and positive way of communication whereas the second one is said to be negative
and destructive which abalienates them from each other by inhibiting potential
organizational citizenship behaviors toward colleagues.

I'm talking about 150 people here, my colleagues, the people I work with. And

it's so different. While we really have a very understanding dialogue with some

of them, some others might have an overwhelming, critical and totally
destructive attitude on the other side.

Ferda

As to trust in colleagues, it is not difficult to see the reflection of this individualist
culture prevailing the organization on collegial trust. The participants explained that they
only trust a couple of people around them among all the instructors in the organization.
According to their statements, it can be said that this trust is built upon closeness among
the colleagues. Pelin and the other novice teachers expressed that they hesitate to ask for

help from most of their colleagues since they do not tend to do favors and are inclined to
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shirk their duties as an inescapable outcome of the surrounding conditions and dynamics

which are somehow revealed in the previous sections.

If you ask whether I trust all of my colleagues, no, I don't trust them all.

Pelin

When Leyla commented on the collegial relations in the organization, she confirmed the
existence of collegial grouping as a result of the big population in the organization.
Furthermore, similar to the participating instructors, she emphasized that these good
relationships in small groups are the main reasons for the overall pleasure of the
instructors that make them stay there.

Of course, 150 is a big number. I observe that the relations are good in small
groups and even in the feedback we receive, there are those who always say “I
am very happy thanks to my friends.” Friendship is an important criterion here. I
think friendship is good in small groups. But as the group grows, there is no way
for 160 people to connect with each other. Relations with students are generally
good but individual events always happen. In general, we are faced with a group
that loves their students. From time to time, problems occur but we are obviously
trying to solve them. That's what happens in every school, every workplace. But
overall I think it is good.

Leyla

A [comfortable] atmosphere or an artificial [comfort zone]

A positive factor regarding the organization is the fact that all of the participants
confirmed that they are working in a comfortable, stress-free and positive atmosphere.
This comfort is about their feeling relaxed and not being pushed in terms of their
workload and daily tasks. This notion was also indicated as a reason to stay in the
institution by all of the participants. However, this [comfortable] environment is not
always considered to be a positive thing by them because it is associated with discipline
problems, administrative inadequacies as well as poor working standards. At this point,
it is necessary to expand on the meanings of the word [comfort] and to go into more
depth to figure out how or in which contexts it was used by the participants. For

instance, Metin underlined the pleasant atmosphere existing in the organization. He also
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implied that this positive environment comes from people trying to communicate with
the colleagues they get on well with and keeping their professional distance with those
whom they do not like at all. Actually, this dual relationship among the colleagues
seems to be the key factor. On the other hand, he also added that the unease in the
organization is caused by administrative policies.

Under normal circumstances, there is a nice environment in terms of colleagues.
There's an environment where people are warm to each other. We may clash with
a few people, but this is normal but at least we can ignore them at any time. For
example, if I don't agree with you, I can ignore it, or if I do well, I have a chat
environment. I would say that at least as a people's point of view, it is a pleasant,
well-maintained, peaceful environment. The reasons for the unrest here are
generally due to the reflections of the administrative problems on the teachers.

Metin
Another issue regarding the working environment and this so-called "comfort" is a kind
of social contract between the employees and administration. To put in a different way,
all of the participants confirmed that they are working under bad physical and financial
conditions and they expressed that micro and macro level administration is aware of this.
Actually, since they know this, they do not ask the employees to perform more than they
can or are reqired to do. This is somehow indicated above by the participants as shirking
tasks and responsibilities. This situation can be somehow likened to supply and demand
equilibrium. In other words, since they are working in bad financial status, the teachers
tend to shirk even their in-role job descriptions. In this case, we need to put extra-role
behaviors aside since formal job descriptions are somehow ignored or neglected.
Likewise, the administration also is conscious of the situation and takes the things for
granted, which leads to a state of stability and unproductivity. Apart from this
environment, when Metin linked it to administrative policy and understanding, he
underscored that the environment became a tense one and his colleagues feel a bit
insecure when compared to the past addressing a shift in the organizational climate.

When I first came or because I hadn't seen it before, there was a close and warm
environment, but now I think people care about their own benefits, they are tense
and worried while communicating with each other. They are like this: “I'm going
to say this, but I wonder if it will be abused." or “I will say that, but will
something bad happen to me?”
Metin
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Aykut also underlined the less work, less salary and so-called "comfort"” issue which can
be considered as a self-censor implemented by the teachers against over workload or the
potential desire to be asked to work more than they are supposed to do in their own
understanding. Aykut's words below endorsed the aforementioned social contract
between the administration and the instructors.

Everything comes to the same point, nothing is solved. Can you keep even one
person here until five o'clock compared to other institutions? You can't keep even
one. It is a very simple, very basic thing. The disgusting part is that the school
and the management are aware of it. That's why everybody's yawning, doing
something like that. If you give a person a 1-page translation or even one little
extra task, there comes up an argument. But in other institutions, for example, we
have a lot of friends working thereabouts, we know they work until 5 p.m. and it
becomes a problem even if they are 5 minutes late.

Aykut

By the time Leyla was asked how often the instructors go through extra workload, she
indicated that it does not happen and the teachers do what they are required to do or in-
role job descriptions. On the other hand, when she was asked if the instructors do extra-
role tasks to contribute to the organization, she said that there might be some people
adding that they did not do a research on this. Moreover, she added that in her opinion
organizational citizenship levels are high in the university.
| don't think it happens very often. Very rare, so | think the non-teaching tasks
are not too loaded. I think we teach 18 hours at most and there are 40 hours of
work per week. The rest is 22 hours a day in our hands. 22-hour invigilation duty
or translation tasks are not given to teachers. So what's a teacher doing? They
have an environment in which they can prepare their lessons, mark exam papers

and make their evaluations. I don’t think they are assigned tasks apart from their
main duties.

Leyla

Additionally, Leyla also stated that they try to provide the instructors who exhibit extra-
role behaviors with some additional income sources such as extra courses or paid tasks.
When she was asked if they encourage the instructors adequately to do extra-role
behaviors, she indicated that this is a social exchange referring to the principle of

mutuality. Interestingly, in line with this mutualism, she also stated that they as the
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administration fulfill informal requests coming from those who show OCBs, which

needs to be approached cautiously.
| do not know. There's always something better. But for those who show
organizational citizenship behavior, we usually provide administrative courses so
that they can provide additional income. We give translation tasks so that they
can provide additional income, as well. When they have another request - their
informal requests - we try to fulfill them. After all, exchange is social debt. If
you have a social debt, you want to pay it. Therefore, of course, we provide a

loan to the person we socially owe through organizational citizenship behavior. |
think they have been encouraged as much as possible.

Leyla

“We all have our own friends.”

Being a closely related concept to organizational climate, task interdependence, which is
another vital facet of organizational citizenship behaviors, can be defined as the extent to
which employees need information, materials, and support from their co-workers to
perform their job. In other words, it is a state of collaboration and communication of the
employees. Thus, high levels of task interdependence are regarded as a reinforcing
factor when it comes to OCBs. In this regard, in the last interview, the participants were
given some scenarios to figure out their patterns of OCB toward their colleagues as well
as the other dimensions. Both the scenarios and the open-ended questions, parallel to
collegial trust, showed that they have little communication and cooperation among the
colleagues in the organization. That is to say, there is very little contact among the
stakeholders. Although each participant found themselves effective in terms of
communication and they think that they have the potential and capability to collaborate,
none of them touched upon the density or frequency of this communication. As
mentioned earlier, the organizational climate urges them to adopt an individualistic
approach and they only communicate with the people they get on well and do not go one
step further. Obviously, this might be considered a sort of hindrance when it comes to
active learning, collaboration and sharing because the teachers themselves indicate that

they all have "inner-circles”, so to say. This facet illustrated the vicious circle
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dominating the collegial relationships and thus organizational citizenship behaviors. A
fit example of this might be the words by Ece below. She indicated that her main
criterion is the possibility of the potential contribution of her colleagues when it comes
to establishing rapport with them. To that end, Ece expressed her thought underlining
that she makes use of her novice peers' ideas whereas she does not find her seniors as
fruitful in terms of sharing.
| have always had a positive relationship with those who have the potential to
add something to me. But | never tried to establish a communication with those
that would add nothing to me. This is mostly because of the actions of novice
teachers and negligence of the senior teachers... | do not believe that the seniors
will add anything to me. Because now they're in pursuit of finishing the job and
going away. But the new instructors did add something to me every time. | mean

they can say ““ I did this in the classroom and it worked or it didn’t work.” They
share their practices with me.

Ece

In line with this, the point that can be problematized is not whether they have constant
relationships or communication with their colleagues but how they interact and
collaborate. That is to say, the quality of these ways of communication is of importance
because the participants indicated they contact their peers in case of a necessity except
for their inner-circles. Moreover, the organizational and work-related procedures seem

to be not making enough room for them to improve collegial contact and collaboration.

4.2.4 OCB toward the Students

“I don't want to be a teacher who lies down on the job in the eyes of my students. ”

Another dimension of OCB examined in the current study is the organizational
citizenship behaviors of the instructors toward their students, which relatively higher
than OCB toward the organization as a whole and OCB toward colleagues. The main
reason behind this motive seems to be the sense of “educational calling” that stems from
the fact that teaching job is a [timeless and unbounded career] which was also supported
by Oplatka (2006). In this respect, teachers who are driven by this sense of calling are
more likely to exhibit organizational citizenship behaviors. Additionally, since the
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profession has been attributed to a kind of moral aspect when it comes to OCB toward
the students, it can be said that this category is the least affected by the issues that the
teachers have had. In other words, as explained in the previous section, the lack of
organizational trust, commitment and dissatisfaction seriously affected the teachers'
OCBs whereas these factors have mild effects on the OCBs toward the students. In the
focus group interview, Sumru, Bahar, and Canan underscored that they try not to project
the problems onto their students and emphasized that doing so is not ethical adding that
they clear their performance of this kind of bias although they have been facing
motivational problems. Canan also marked the point that these issues do not have
anything to do with the students in addition to emphasizing their teacher identity which
has to stand still no matter what.

Of course, nobody wants to work in such an institution, but ultimately we have a

[teacher identity] when we go into the class.

Canan

In harmony with Canan, Bahar also expressed that they try to isolate their students and
performance from the problems they have been facing and further explained that they
feel responsible for their students.
We leave all the problems behind. Even if our energy falls away in the office or
something, as Canan said, when you enter the class, they stay out.
Bahar

Highlighting the lack of a well-structured appraisal system, Melis confessed that she
does not want to be seen as a neglectful teacher and that is why she is trying hard to do
what she believes in regarding her job. This understanding seems to be rooted in her
own understanding of herself as well as developing a strong professional self and self-
confidence since she accentuated that it is much more important for her to look like the
person she is rather than the judgments of other people. In other words, firstly, she
desires to be content with her own professional being before gaining appreciation from
others. Nevertheless, like her other colleagues in the study, she also revealed that she has

been in need of appreciation somehow as this is an unignorable source of motivation.
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It (the system or/and the administration) doesn't distinguish between the good
and the bad, and people working hard or those who aren’t. Nobody appreciates
us. Whether you work hard or not, you are the same. It has an adverse effect on
my motivation because one says “why should I try then?”” But, why don't I stop
doing what | know or the right thing? | don't want to be a teacher who lies down
on the job in the eyes of my students. | would like to be satisfied with my own
performance myself before someone else. However, if someone said “We
observed you and liked a lot.”, I would be glad.

Melis

Much like what Melis revealed, it can be said that personal satisfaction and the needed
self-esteem to move on are the things underlying this aptitude to being loyal to their job
and students. However, the findings also indicated that the sense of educational calling,
self-respect and caring about students are not solely adequate to encourage
organizational citizenship behaviors toward the students. It can be said that the teachers
who took part in the study showed a great tendency that they are ready to help their
students mentally but their perceptions seem not to be finding a place in practice. In this
regard, it is of the utmost importance to distinguish between their readiness or
willingness to perform organizational citizenship behaviors and what they do in practice.
To this end, it can be said that OCB toward students turned out to be a relatively more
observable category in the current study compared to OCB toward the organization and
colleagues. Although the levels of OCB toward the students seemed to be higher, it is
more than essential to make the note that all the inhibitors mentioned in the previous
sections also have made the OCBs toward the students also a fragile phenomenon.
Moreover, it should be noted that idea and practice are two separate things that is why
we need to be careful while interpreting the perceived OCB patterns of teachers due to
the dilemma of idea and practice. However, it cannot be said that the mental readiness

and reluctance of the teachers do not pave the way for OCB toward their students.

More specifically, the participants reported that it was quite rare for them to help their
students except for school hours. In their opinion, one of the reasons behind this scene is

the lack of demand on part of the students as Canan indicated below:
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Yeah, | would help. In other words, depending on the demand from the students,
there was a lot more than 10 years ago, but now there are no such requests from
the students.

Canan

On the other hand, Ferda indicated that volunteering to help students was something she
did more at the beginning of her career. This might be a result of reaching a mid-career
plateau or lacking the motivation to spare time for helping students.

It was something | did more during the first years of my career. | don't know

why, | don't know whether it's the sharing or excitement it gives, but | can offer it
now, but not after my working hours but in the slots when I don’t have a class.

Ferda
The findings related to the second research question showed that the instructors did not
perfom OCB to the same extent towards different stakeholders. That is to say, they were
more willing to perform extra-role behaviors towards their students and colleagues
rather than the organization itself for a few reasons concerning the organization. That is
why OCBI dimensions (i.e. altruism and courtesy) were relatively more salient than
OCBO dimensions (i.e. conscientiousness, sportsmanship and civic virtue). Since the
participants did not problematize their relations with their students and colleagues but
the organization, they tended to show more helping behaviors towards them related to
tasks or problems and try to solve work-related problems, which are somehow related to
their personal choice and perspectives. However, going beyond nomal levels of task
performance, not complaining about work troubles and various types of engagement (i.e.
active, receptive, sensitive and constructive) in organization turned out to be insufficient
because of their experiencing organizational commitment, trust and justice problems,
which made them feel reluctant to contribute to the organization. The findings indicated
that the participants were exposed to procedural, interactional and distributive injustice
which made them shy away from their potential contribution in order the increase the
organizational effectiveness. Moreover, their lack of perceived organizational support
(POS), lack of appreciation and exclusion from organizational decisions generated a

state of inaction in which the instructors preferred not to generate or implement
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innovative ideas for the organization but try to keep their current status which might be
called as an “artificial comfort zone”. The findings revealed that this artificial comfort
zone was something that automatically brought by the system-related issues in the
organization. In other words, the norm of reciprocity somehow got into action as an
inevitable result of the instructors’ expectations and what they get in the end. In this
regard, the most significant issue derived from the data was the imbalance between
individuals’ own goals and the ones of the organization. Since the organization failed to
meet them at a shared point, the instructors completely focused on their own, which
inescapably induced a culture of individualism rather than a collectivist culture. The lack
of collectivist culture seemed to have affected task interdependence among the
colleagues and caused the instructors to get into grouping by restricting their interaction
and communication with the majority of their peers. Another crucial facet of the
aforementioned comfort zone was the leadership style at micro and macro level. The
capability of administration to provide justice, plan and organize teachers’ practice, to
reinforce and appreciate the employees and solve their problems was quite critical.
When the administration went into the state of stability due to the established and toxic
school culture, it echoed in the instrutors’ performance, attitude and beliefs as well as
their developing a central citizenship role identity. In the current status, a social contract
seemed to be visible in terms of both the instructors and administration. That is to say,
neither the administration expects from instructors more nor the instructors show
eagerness to go beyond their in-role tasks. Moreover, due to their motivational problems
they indicated that they sometimes had difficulty even in performing their in-role tasks.
One of the critical findings is that although developing a central citizenship role identity
turned out to be a problematic area in the organization, the instructors endeavored to
keep their students away from this conflict and issues and not to harm their performance
as well as their behaviors towards the students. To this end, as can be seen in Figure 16,
it might be said that the majority of the instructors in the study developed a peripheral
citizenship role identity as an outcome of their exposure to the aforementioned

organizational factors and parameters.
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CHAPTER 5

DISCUSSION, CONCLUSION AND IMPLICATIONS

The study was conducted to investigate the perceived professional teacher identities and
organizational citizenship behaviors of EFL instructors working at a higher education
institution. In this chapter, the findings of the study presented in the previous chapter
will be summarized and the conclusion will be drawn. Some implications of this

research, as well as the recommendations for future research, will also be stated.

5.1 Discussion and Conclusion

This qualitative inquiry was carried out to shed light on 2 research questions. The first
research question aimed to explore the perceived professional identity patterns of the
instructors working at a private university. The second research question aimed to

scrutinize the motives of the organizational citizenship behaviors of these instructors.

Regarding the first research question, 4 emerging themes were presented along with the
narratives of the participants. The first emerging theme was related to the triggers and
the inhibitors of choosing teaching as a career path. The findings revealed that the
personal histories and the career choice of the instructors had a substantial place in their
identity trajectories. The instructors in the study cared about their personal tendencies
and traits, the status of the teaching profession, financial outcomes of the occupation,
working conditions and problematic areas of the job when it comes to choosing the
occupation. These dimensions are mostly similar to the ones in the tripartite framework
that highlighted the significance of intrinsic, extrinsic and altruistic motivations in terms
of career choice (Kyriacou & Coulthard, 2000). In relation to intrinsic reasons, the
participants can be said to have an interest in English as a language and love teaching in

general. On the other hand, perceiving teaching as a socially beneficial endeavor was the
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prevalent altruistic reason for choosing to become a teacher and the source for them to
make sense of their teacher selves. When it comes to extrinsic motives such as social
status or prestige, financial outcomes, and working conditions, the participants indicated
that they were not affected considerably by them (see Figure 13) as they found the
working conditions and social and financial status of the profession unsatisfactory and
unattractive. In other words, the extrinsic factors were not motivating enough for them to
choose the teaching profession; on the contrary, the extrinsic factors turned out to be
somehow discouraging especially for the novice and mid-career teachers as they face
serious problems concerning them. The reason why the extrinsic motivation sources
served more as determinants for the senior teachers was the fact that the extrinsic
conditions both in the organization and in the country were better and more attractive in
their time. Inevitably, this situation signals a major change in society in terms of the
place of the teachers as one of the instructors, Melis stated. Similar to these findings,
Ekinci (2017) also highlighted that intrinsic motivation sources are more likely to affect
the teacher candidates’ choice of career and field whilst extrinsic motivation factors have

a medium effect size regarding career choice.

Most importantly, regarding this change and the low social status of teachers in Turkey,
Aydin, Demir and Erdemli (2015) in line with the findings of their study discussed top
management policies, low pay, teachers' employment issues, loss of respect for the
teachers, diminished importance attached to education, choosing the profession
involuntarily, the understanding of "Make a teacher if you can't do anything else.” and
the low education level of the society. Moreover, they somehow summarized the factors
as professional and non-professional ones. In addition to the factors above, others' views
and media are placed in non-professional factors whereas teachers' personal rights,
upward movement possibilities, conditions of entry into profession and teacher needs are
regarded as professional factors by the researchers. Similarly, Unsal (2018) stated eight
major reasons for the low status of the teaching profession including, society, teacher-
training institutions, working conditions, economic conditions, media, teacher

qualifications, junior-top administrators and educational policies. The current study also
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revealed how the perceived professional teacher identities were intertwined with society,
external conditions and different levels of management. Especially, it can be said micro
and macro level administration units starting from the administration of the school, the
administration of the university to the Higher Education Council (HEC) turned out to
have a huge impact on teachers' physical and mental well-being besides their perceived
professional identity patterns through the educational policies employed as many
researchers discussed.

As Aydin, Demir and Erdemli (2015) highlighted, also the diminished importance
attached to education needs to be discussed as it is a very rooted phenomenon in society
that surrounds the very cultural, socio-political and socio-economic atmosphere in a
country. Specifically, this importance inevitably influences the society's effort to exist,
reflect its development and demonstrate the qualified human resources it has
(Durdukoca, 2019). She highlighted that the perceived value of the teaching has gone
through a historical change especially after the 1970s after which it got worse gradually
as a result of the social and political changes as well as industrialization. Furthermore, to
evaluate the present situation of the issue, she also referred to continuous and radical
shifts in the education system, arbitrary or unplanned interventions in education and
difficulties in projecting the developments in the learning environments by making a

specific reference to the evaluation report of education of TEDMEM (2014).

In relation to the teaching career cycle, the teachers drew a linear line that was similar to
Huberman's (1989) initial model of teachers' life cycles including novice, mid-career,
and late-career. As cited in Banks (2016), Huberman's career phases comprised of
survival and discovery (yearsl-3), stabilization (years 4-6), experimentation/activism
and stocking (years 7-18), serenity or conservatism (years 19-30), disengagement (30+
years). The participants in the study seemed to make use of their own career stages to
make sense of themselves as teachers. On the other hand, they expressed their opinions
regarding the other stages rather than their own. Most of them indicated that novice
teachers feel like a fish out water and underscored the struggle they undergo.

Furthermore, the findings unearthed that the teachers confronted most of their identity
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conflict at this stage as they had difficulty in understanding their roles, getting used to
their working places and being in a tight situation where they are brought to a deadlock
by having a teacher and student identity at the same time. In relation to the novice
teachers, Thomas and Beauchamp (2011) similarly found out that they make a shift from
regarding themselves as ready for the challenge of gaining a survival mode. They also
emphasized that the new teachers endeavor to develop a professional identity that brings
about a quite complex, painful and problematic process.

When it comes to the perceptions regarding mid-career, they thought that mid-career
teachers somehow end up with overperformance and stability since they experience a lot
of things, accumulated their own coping strategies, techniques, and repertoire that
somehow puts them in a safer and a relatively more stable position after which they will
pass into a process of disengagement. Finally, the late-career or seniority stage was
regarded as a period of maturity and mastery which is called as the routine period that
the instructors are considered to be more conservative, less productive and less

ambitious.

Similar to the findings of the present study, Fessler and Christensen (1992) also
concluded that the teacher career cycle progresses in a linear fashion but also in a
dynamic way with lots of ebbs and flows. They, on the other hand, stated 8 different
stages including pre-service stage, induction stage, enthusiastic, career stability, career
wind-down, and career exit. Interestingly, one of the participants also included ‘pre-
service stage' in her narrative to define her perception of the career cycle whereas most
of the participants excluded this stage. The main rationale behind her inclusion of this
phase was that she conceived that stage as a period in which a teacher candidate has a lot
of excitement, serious concerns regarding the profession and desire to get qualified
before moving to the real stage where they need to first perform in accordance with what

they have learned and acquired.

One of the most significant motives in the first theme was actually how the teachers

decided to choose this career path. The majority of the participants revealed that they did
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not have much desire to be a teacher although most of them had an interest in English as
a learner. The main reason for their reluctance was external factors such as the status of
teachers in society and the feeling of valuelessness. However, in spite of all these
inhibitors, they ended up being a foreign language teacher, which made them have a
unique understanding of their professional teacher identity. This is mainly because being
a teacher was a label that was attached to them rather than an identity that was desirable
for them at the very beginning. There is no doubt that their being unable to have other
alternatives rather than teaching was a huge factor in choosing the profession as a career
path. In other words, the occupation of teaching was not something they accepted whole-
heartedly in their lives, which somehow created a challenging period for them to accept
their teacher identity in the initial years of their practice. What is more, their reasons for
carrier choice varied among the participants although most of them were pushed into the
occupation itself. Personal traits, interests, altruistic reasons and the perception of
society towards teaching were the main triggers for them to become a teacher at the end
similar to the findings of Aslan's (2016) study. She stated that interest in the job, socio-
cultural and socio-economic factors were the major reasons for the career choice.
Moreover, she accentuated that especially novice teachers have some hesitation and
unwillingness to start the job although the importance of the teaching profession and its
social status are quite observable. However, she attributed this not only to the teaching
profession but also to the others as a result of the conditions of today's globalized world
where changes in knowledge, technology, production, economy, and values take place in

a dizzying speed.

The second theme in relation to the professional identities of the teachers was feeling
unvalued mainly because of being excluded from decision-making, student profile,
robot-like mechanism or being a technician and physical conditions of the teachers. As a
very significant facet of organizational effectiveness and teacher motivation, it has been
always vital for teachers to engage and to be included in decision-making processes.
However, in the past few decades, exclusion from decision-making has been a major

issue for teachers who want to feel valued and desire their ideas and participation to be
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cared and given importance. The findings of the current study revealed that the
participants were not included in decision-making to a desirable extent and they
underscored their discomfort resulting from their exclusion in the process and thus had
some motivation and commitment problems. In other words, they expressed their
unwillingness to contribute to the organization and lack of motivation as well as their
lack of commitment due to not feeling as a part of decision-making and thusly
organization. The findings of Ozdogru and Aydm's study (2012) also emphasized that
teachers' motivation levels and their participation in decision making were linear,
positive and related at a high level by stating that the teachers in the study wanted to
engage in decision-making and their participation was limited in reality. When it comes
to the different facets of decision-making, Alanoglu and Demirtas (2019) found out that
teachers' involvement in decision-making was "mainly” in the clan decision,
"sometimes” in the student affairs and "rarely” in the school management dimension.
These findings can actually be interpreted as a democracy issue existing in the school

particularly in terms of administration and managerial policies.

As a closely related concept to decision-making, teacher autonomy and robotlike
mechanism or monotony were problematized by the participants of the present study.
The findings revealed that their lacking teacher autonomy made them feel powerless and
dissatisfied with their job since they cannot see themselves as active agents, innovators
or the leader of their own teaching processes. Moreover, especially the novice teachers
complained that their students have a wider space in terms of rights and actions whereas
they as teachers felt that they do not have the right to decide on their own educational
strategies and teaching practices. In general sense, the issue centered around their lack of
space in terms of applying their own teaching philosophy, their lack of authority and
rights to ensure a desirable classroom environment and their being restricted in dealing
with student behaviors in their own ways because of contextual restrictions,
organizational limitations and the nature of organization as a private institution. Ozaslan
(2015) also indicated that the participants of his study considered some elements

necessary within the scope of teacher autonomy. These were being able to use the
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learning materials of their choice, being able to apply disciplinary sanctions of their
choice and being able to make their students repeat a course or a grade level when it is
necessary. The findings of his study also suggested that unless the aforementioned
elements do not exist, teachers hardly benefit their students and the occupation loses its
prestige. The findings of the current research also revealed that the instructors desired to
be free from interventions that confine their professional preferences and decrease their
motivation by disabling them to perform for their students and the organization. In this
regard, Ozaslan (2015) associated this situation with the levels of organization-based
self-esteem (OBSE) by suggesting that high levels of OBSE benefit organizations. That
is to say, if teachers have the autonomy to perform their own professional preferences,
apply their practices and actualize their potential, it inevitably contributes to
organizations. He further explained that the low levels of OBSE are as a consequence of
the firmly structured Turkish education system.

On the other hand, in today's world, the roles and qualities of teachers have been
deconstructed and reformed continuously in accordance with new demands, changes,
and shifts in social and educational policies. As Mustan (2002) exemplified, today
teachers are expected to be a leader teacher, a researcher teacher, and a professional
teacher. However, it is of paramount importance to underline this controversy between
these expected roles or qualities, space, and autonomy given to teachers. Normally, both
are required to be positively correlated. However, in today's wider socio-political and
socio-economic discourse, it is clear that teachers' autonomy does not improve or
increase at the same time whereas the role identities attributed to teachers are steadily
changing and they remain susceptible to the changes in the system. Furthermore, as cited
in Sar1 and Yolcu (2017), exploring the discussions with respect to transformations in
the teaching profession, Buyruk (2014) underscored two major paths. In the first one
teachers are professionalized over time whereas in the second approach they are
progressively "get deskilled and hence proletarianized" which harms their autonomy and
contributes to the establishment of the paradigm that regards teachers as technicians.

Likewise, Rigas and Kuchapski (2018) moved one step further and attracted attention to
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the huge impact of neoliberalism on teacher education that sharpened the understanding
of teachers as skilled technicians who are educated to put centrally developed curricula
into action instead of engaging in self-reflection and critique as public individuals.

Being a relevant term to autonomy, the scope of teacher professionalism was one of the
significant categories under the current theme. Toom, Pyhilté and O'Connell Rust
(2015) highlighted that teacher agency and professional space is a key means of teachers
for promoting student learning, and for their continuous professional development,
professionalism and improvement of the school. The findings of the study revealed that
the participants associated professionalism with perfectionism, which was an indicator
of one the understandings in teacher professionalism. As Phelps (2006) and some other
researchers stated professionalism serves a crucial set of criteria that are used by the
teachers to judge their actions and attitudes, that is to say, it is a group of the highest
standards to evaluate their own performance and success. While most of the participants
in the present study perceived professionalism as something mostly unattainable, some
of them indicated that they regard themselves as professional by judging their
professional selves using their own criteria. Phelps (2006) also concluded that teachers
think that not all teachers exhibit the behaviors and characteristics of being a
professional. To this end, he drew the conclusion that it is important for the educational
community to establish ways to reinforce the professionalism of all teachers. The very
rationale behind this conclusion might be the divergence in the understanding of

professionalism.

Furthermore, framing the qualities of a professional teacher in line with the participants'
perceptions, the current study presented three categories with respect to the constituents
of professional teachers. These are role identities, universal values, and personality
traits. This finding is somehow in line with Tichenor and Tichenor’s (2005)
categorization which they modeled inspired by Sockett (1993). Tichenor and Tichenor
(2005) stated that teacher professionalism incorporates character, commitment to change
and continuous improvement, subject knowledge, pedagogical knowledge and
obligations and working conditions beyond the classroom. The authors indicated that the
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character dimension was the most discussed aspect of professionalism compared to the
others. Differently, subject knowledge and pedagogical expert categories in their study
were included in the role identities category of the current study. In this sense, the
current study is likely to be said to have shown significant parallelism. Above all, it is
worth noting that the concept of professionalism is socially constructed and it is
sensitive to geographical and cultural differences which might change in time even
though the professionalism functions as a set of criteria that teachers, administrators, and
employers utilize. To this end, it seems that objectivity demand in professionalism might
go on and the issue will keep its multidimensional nature as a hot debate. This is mostly
because professionalism is a very complex concept to draw borders as a result of
numerous individual, cultural, contextual and organizational variables and dynamics.
However, it is very significant to understand that the idea of professionalism not only
serves a set of high standards for teachers to evaluate their performance and practice but
at the same time a priceless lens for them to understand their professional teacher

identity or make sense of their professional selves.

The last theme regarding the first research question was the participants' in-betweenness
in relation to being "quasi-academics™ and "full-practitioners”. The findings unveiled
that the participants did not claim the ownership of an academic identity even though
they were working in an academic environment, that is to say, at the tertiary level. One
of the reasons for this understanding was the fact that the instructors as teachers were
made to feel this way as a result of the prevalent philosophy of the administration and
the perception of their students and society. Another reason was the scope of their job
description and title although the title issue was somehow problematized by some of the
participants. At this very point, it is of great importance to discuss the status and
positioning of language instructors in general. In Turkey, the educational policy and
organizational structures of the universities place the instructors of some obligatory
courses such as history, Turkish, English or other foreign languages somewhere else
different than academics as an inevitable outcome of their job descriptions. In other

words, these instructors constitute a considerable number of university staff despite
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lacking an academic title such as a doctor, assistant professor, associate professor or full
professor as well as a research assistant. It is a widely-known fact that these two groups
diverge in their tasks and in-role descriptions both theoretically and practically.
However, the issues regarding especially English instructors who outnumber other
instructors have not been touched upon. To the best knowledge of the researcher, the
only study that examines the group of language instructors was the one conducted by
Demir, Kapukaya, and Ozfidan (2015). This study is of utmost importance as it mainly
focused on English language instructors and handled somehow their status and the
aforementioned dilemma of academic vs. practitioner. The authors stated that instructors
choose this job as a result of their desire to educate adults, to have better working
conditions, get better income and a gateway to academic studies. Actually, as the
instructor position itself serves as a gateway to academia for numerous people, it should
be scrutinized closely and carefully. The current study underlined this importance and
put emphasis on the fact that instructors who do not hold any academic titles somehow
had an interwoven identity of being a teacher and academician no matter to what extent
they perform as full-practitioners or academics. Demir, Kapukaya, and Ozfidan (2015)
also revealed that their participants had the perception that they have much more
workload, lower salaries, little respect, limited social rights, and lower status compared
to other [academics] if they as instructors can be counted so. Both the findings of their
study and the current study showed parallelism in terms of instructors' perceived
position and professional identity. To illustrate more, the participants of their study
indicated that they are respected more than school teachers less than academics and they
are not regarded as academics. Interestingly, in both of the studies, some of the
participants revealed that they accepted their status as an instructor who is not seen as an
academic and without any title, most of them problematized this issue. This might stem
from the isolation they go through. In other words, their professional beings and
identities are in great conflict with where they work. Since they cannot see themselves
either a true academic because of the job descriptions or an only teacher due to the
working environment, they somehow get stuck in some phases of professional identity

construction. This in-between identity or multiple identities are likely to be influencing

137



the novice and mid-career teachers as they move on their graduate studies to enter
academia. Cheng's (2016) study have evidential value in this sense as an investigation of
the trajectory of identity formation of 3 EFL university teachers. Cheng concluded 3
identity trajectories: identity as inexperienced EFL teachers, dual identities as both a
Ph.D./MA student and a teacher, and identities as an applied linguist, curriculum
designer, and textbook compiler/writer. The trajectory of identity formation for the first
group was linear whereas it was more like a loop for the second group that can be

defined as not only an EFL learner but an EFL teacher throughout the entire career.

The findings with respect to the second research question that aimed to explore the
perceived OCB patterns of the participants signaled serious issues pertaining to their
organizational citizenship. When the dimensions of OCB construct are taken into
account, conscientiousness, sportsmanship, and civic virtue turned out to be less
frequent dimensions of participants' organizational citizenship behaviors whereas
altruism and courtesy were reported to be relatively more common and practiced. The
main reason for this situation might be the fact that conscientiousness, sportsmanship,
and virtue aspects are more susceptible to extrinsic conditions and dynamics. To make a
distinction between the first and the second category, it can be said helping behaviors
(altruism) and trying to help to prevent problems (courtesy) are in line with personal
traits and approaches. That is why they do not necessarily get affected by external
sources as they involve personal drives of people. At this point, some other researchers
also called attention to the effect of personal values on OCB (Cohen 2007; Somech and
Khotaba, 2017). On the contrary, instructors' desire or motivation to exceed the
minimum job requirements (conscientiousness), tolerance for difficulties or problems in
the organization (sportsmanship) and social or professional engagement in the
organization (civic virtue) were proved to be vulnerable to organizational issues. Arkan
(2011) found out that affective commitment had a strong relationship with aggregate
OCB and its all dimensions except courtesy and altruism whereas continuance
commitment or normative commitment could not predict OCB and its dimensions in her

study. As for the reason for the differentiation between altruism-courtesy and the other
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dimensions, this nuance might be based on Williams & Anderson's (1991) classification
of OCBI (i.e. altruism and courtesy) and OCBO.

The current study revealed that the instructors hardly ever had a commitment to the
organization due to several reasons which are related to their social and financial status,
valuelessness and organizational culture. As Sesen and Basim (2012) reiterated,
organizational commitment is the psychological chain that establishes a bound between
job satisfaction and OCB. The results of the present study also unearthed that the
participants had quite low levels of job satisfaction as a consequence of their positioning
in the organization, poor physical and financial conditions and somewhat limited
professional development opportunities. Similar to the current findings, Sesen and
Basim (2012) investigating 275 teachers from ten different schools concluded that
organizational commitment had a mediating role in the relationship between
organizational citizenship and job satisfaction. Moreover, it must be noted that
administrations of schools are in need of measuring and evaluating their employees'
commitment levels and also are obliged to take precautions and make essential changes
to sort commitment problems out. The current study concluded the participants believe
that the administration does not take the necessary actions to prevent problems regarding
their organizational commitment and job satisfaction. Furthermore, they stressed that
they were being stalled off and pacified but what they desired was to see creative

solutions and innovations.

This state of inaction or stability was considered to be a part of the organizational
climate (OC). Although the participants were content with the working atmosphere in
relation to their colleagues, they were not happy with the rest including managerial
policies, organizational practices, teacher autonomy, physical and financial issues.
While this state of stability prevents the organization and the employees from
improving, most of the participants got used to the norms of this so-called comfort-zone
where they are not expected to do much and just keep their status and minimum required
performance. However, the findings unearthed that some teachers were okay with this

situation whereas this comfort and stability irritated and discomforted some of them
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personally and professionally as they did not feel fruitful and could not escape from the
monotony that created a great deal of dissatisfaction with the job. Similarly, like many
other researchers (Oplatka, 2006; Vashdi, Vigado-Gadot & Shlomi, 2013), Cohen and
Keren (2010) found out that dimensions of OC could be a significant predictor of OCB
and these two had a strong relationship. In the same vein, Arikan’s study (2011)
supported that organizational culture and its dimensions of involvement, adaptability,

consistency, and mission predict OCB.

As one of the emergent themes, the organizational trust had an important place in the
participants' understanding of the organization and their levels of OCB. The findings
indicated that the participants did not trust the administration at large whereas they trust
their colleagues partially. Actually, this state seems to have led to an individualistic
culture in the organization which inhibits organizational citizenship behaviors towards
the organization as a whole and colleagues in addition to engendering a lack of
collaboration and decreasing organizational commitment. Likewise, Leon and
Finkelstein (2011) figured out that collectivism is a significant predictor of
organizational concern and prosocial values and motives and role identity as well as
OCB. Thus, it can be said that schools which lack collective conscious and culture to a
great extent are likely to be deprived of organizational citizenship behaviors of
employees. Some other studies (Yilmaz & Altinkurt, 2012; Saidi & Akbari, 2015) also
indicated that trust in organization and colleagues were positively associated with
teacher OCB. Organizational trust has been often linked to perceived organizational
support (POS). For instance, Rhoades and Eisenberger (2002) and Mauseth (2007) found
out a positive relation between POS and teacher OCB. The participants in the current
study also reiterated that they found the organizational support they receive inadequate,
which might be one of the underlying reasons for their low levels of organizational
citizenship. It must be noted organizational support is a quite significant factor that has a
huge impact on teachers' practice, their trust in their organization and terminating role

identity conflicts they go through.
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Organizational injustice turned out to be another significant inhibitor of the participants'
OCB, especially towards the organization. They indicated that they experienced injustice
in different terms regarding task distribution, promotion, employee-manager relations,
financial status and their positioning in the organization. The findings of the study
revealed that the participants had a perspective of reciprocity. In other words, since they
thought their expectations and needs were not met, they tended to shy away from extra-
role behaviors. This finding is in line with the current literature and the social exchange
theory. In a recent study, Selamat, Nordin and Fook (2017) emphasized that there exists
a positive relationship between organizational justice and OCB and the presense of “give
and take” reciprocity in organizations. Moreover, they also added that by the time the
administration treats teachers fairly and ethically, teachers wish to keep the quality
relationship by reciprocating with OCB. By the same token, highlighting social
exchange and organizational identification as two parallel mechanisms, Jiang and Law
(2013) concluded that particularly the procedural justice perception of employees has
important ties with OCBI (individual-oriented OCB). They also noted that organizations
need to help their employees to construct a clear and positive organizational identity so

that employees feel proud of being a member of that organization.

Another important theme is educational leadership. There is no doubt that educational
leaders are the backbones of organizations akin to employees. They have crucial
responsibilities as they are required to employ human resources and useful strategies and
provide justice and trust to improve their organizations and increase quality and
productivity. To this end, managerial philosophies, approaches, and practices are key to
the success of an organization as a whole. To be more specific, types of leadership are
one of the determinant factors when it comes to all kinds of organizational behavior. In
this regard, a good number of empirical studies have been carried out in relation to
various ways of leadership. Within the scope of the current research, the findings much
like the other studies in the literature unveiled the effect of leadership on OCB. The
present study indicated that the participants were quite fragile to the way of leadership,

the managerial policies and the prevalent discourse in the organization. They expressed
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that the tone and approach of administration is a crucial factor when it comes to their
motivation to perform in-role and extra-role behaviors as well as their organizational
commitment and trust. Somech and Ron (2007) and also Cohen and Karen (2010)
emphasized that leadership style had a huge impact on all dimensions of OCB. They also
attracted attention to the significance of the relationship between principals and
employees. One of the most sensitive points in this regard is the decision-making
process. The findings of the studies conducted in teacher OCB literature show us that
the more teachers are involved in decision-making, the more they get to engage in extra-
role behaviors. Referring both to decision-making and distributive justice issues,
Selamat, Nordin and Fook (2017) drew the conclusion that principals are supposed to
take teachers' opinions into account during the process and must be fair when it comes to
distributing the tasks among the teachers. Task distribution has been a quite significant
factor that affects employee motivation, engagement, and commitment. In this sense,
Weikamp and Goritz (2016) accentuated that employees' perception of their remaining
opportunities in an organization predicts their performing OCBO or OCBI rather than
their remaining time. This conclusion needs attention as it is a very rooted one in
practice. Employees or teachers want to have better opportunities and equal distribution
of these opportunities and job-related tasks. It must be also noted that managers or
principals need to be careful while distributing tasks and have a set of objective criteria.
More specifically, Weikamp and Goritz (2016) added that people who think that they
have many remaining opportunities show more OCBO than OCBI compared to people
who believe that they have only a few remaining opportunities in their occupational
future. In a more recent study, Gerpott, Quaquebeke, Schlamp, and Voelpel (2019)
found out that perceived ethical leadership positively affected OCB through influencing
followers’ or employees’ moral identity and moral self-concept if a leader is discerned
as highly prototypical for the group. In this way, they highlighted the relevance of
(moral) identity in order to expound the impact of ethical leadership on followers'
behaviors. The findings of the current study also implicitly suggested that managers and
employers somehow need to be compatible with each other in terms of ethics, values,

and norms. Otherwise, it might affect communication and operation in an organization.
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Serious conflicts among these stakeholders may trigger the reluctance to perform fruitful
organizational behaviors. In this regard, it can be concluded that ethical leadership
which attracted the attention of a considerable number of researchers (Unal, Warren &
Chen, 2012; Den Hartog & Belschak, 2012; Avey, Wernsing & Palanski, 2012) is a
significant element concerning the well-being of organizations. Moreover, Oplatka
(2013) underscored that school principals can encourage teacher OCB by creating space
for teacher initiatives, providing support, expressing positive emotions and giving
positive feedback. This is a very critical facet of teacher OCB. The present study
underlined that the teachers had almost no motivation to perform OCB or any other
behaviors as they thought they were deprived of any good feedback, support, reward and

reinforcement on part of the administration.

From an identity perspective, in addition to these aforementioned organizational factors,
organizational identity has been considered to have a big role in employees’ OCB.
Mehtap and Koékalan (2014) underpinned that the constituents of organizational identity
strength (OIS) such as mission, vision, purpose, and feelings of solidarity that are
expected to be shared and accepted have a higher effect than organizational justice
perceptions (OJP) on understanding OCB. This organizational identity issue was quite
salient in the setting where the present study was carried out. The findings indicated that
the participants were interested in their own profits and personal goals as there was
almost no connection between their own goals and the mission of the organization. In
other words, the organization itself and the participants could not split the difference or
they could not find a common point that is beneficial to both parties. Moreover, the
participants revealed that they did not care about the organization or contributing to it
since they thought that the organization did the same; that is to say, their potential, skills,
capabilities, individual goals and performance were not cared, appreciated or supported.
At this point, we again see the reflection of the social exchange theory in employee
behavior. To that end, Mehtap and Kokalan (2014) stated that if the employees claim a
deep organizational identity and acknowledge it as a uniting bond, this impacts their

OCB positively.
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The self-concept and identity have been regarded as a cognitive framework that
individuals employ to organize what they know about themselves and process the
information related to who they are. On the other hand, the collective self is deemed to
be a part of our self deriving from our membership in social or professional groups.
Allameh, Alinajimi, and Kazemi (2012) stated that this sort of self-concept mirrors self-
evaluation from a particular and significant group that an individual is a member of.
They also included major findings in the literature show that they have a profound
impact on our self-concept. As cited in their work (Allameh, Alinajimi & Kazemi,
2012), Brodense and Horowitz (2001) underscored that our behaviors are mostly
construed and influenced by cases that the group members ask each other. Furthermore,
it is essential to make a distinction between individual identity and organizational
identity. Organizational identity is related to what individuals think about their
organization in terms of how they perceive and think about it (Allameh, Alinajimi &
Kazemi, 2012). However, as our identities are intertwined with each other, various
identities exist at the same time in diverse hierarchies depending on the context and

conditions.

Allameh, Alinajimi, and Kazemi, (2012) found out that organizational citizenship has a
correlation with organizational identity (r=0.37) and self-concept (r=0.36). They
suggested that it is possible to promote OCB through strengthening and augmenting this
relation as well as boosting the positive self-concept of employees by minding the
positive and crucial effect of self-concept on OCB (see figure 13). Likewise, the present
study indicated qualitatively how personal identities of the teachers were echoed in their
perceived organizational identity and vice versa through the participants' narratives. In
other words, this study supported the notion that there is a significant and complicated
relationship between personality dimensions and OCB similar to some other studies
(Mahdiuon, Ghahramani & Sharif, 2010; Carpenter, 2008; Hossam & Elanen, 2008;
Johnson, 2008; Jay, 2008). Moreover, the current study revealed that the participants'
organizational identity reverberated in their understanding of their own personal and

professional selves. To be more specific, the participants indicated that they did not
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claim a strong organizational identity as they had commitment problems as a result of
their unacceptance of the organization as an institutional entity with which they could
not find themselves congruent. This lack of commitment and ill-constructed
organizational identity engendered a sense of valuelessness in their personal and
professional identity since they inevitably thought that what they were doing was not
respected and valued adequately which led them to shy away from doing more regarding
their job and performing extra-roles.

Another vital perspective regarding OCB and identity is role identities. Stryker (1980)
and Stets and Burke (2005) highlighted that individuals hierarchically arrange their
identities in accordance with salience as mentioned before. Obviously, salient identities
may be performed across various situations, depending on the importance of identity to
that individual. However, these identities are not solely based on salience but also the
contextual factors and pressure on people to perform a certain role as Stoner, Perrewe’
and Munyon (2011) underscored. Hence, it can be said that role identities are subject to
a good number of dynamics especially in organizations. Penner, Midili, and Kegerlmyer
(1997) expressed that after performing extra-role behaviors in the very beginning,
individuals develop a "citizenship identity”, which also can be regarded as a role
identity. According to Stoner, Perrewe” and Munyon (2011), role identities stress social
relationships and role expectations of individuals and they mirror the interiorized role
expectations of other people. Thus, individuals involve in these behaviors as a
consequence of prosocial motivation, their desire to sustain a positive self-image and
reputation (Grant & Mayer, 2009) as they think and behave in a way that is congruent
with their identity.

Penner and his colleagues (1997) claimed that a citizenship identity brings about long-
term or more lasting OCBs and individuals who perform high levels of OCBs starts to
consider this as one of their roles within their organization and develop a personal and
social identity consistent with that role. This might also be understood as an
overgeneralization of extra-role behaviors as in-role behaviors, which has been

discussed with respect to the OCB construct a lot in the OCB literature. Differently from
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Penner et al. (1997), Stoner, Perrewe’ and Munyon (2011) discussed the central
identities which they defined as the ones that individuals prefer and invoke without
contextual pressures. Contrarily, they also indicated that peripheral identities are evoked
in the existence of situational forces and drives. In this respect, it is more than necessary
to revisit the impression management concept that has been discussed along with OCB
by a substantial number of researchers. Finkelstein and Penner (2004) asserted that
individuals perform extra-role behaviors on the basis of three different motives which
are prosocial values, organizational concerns, and impression management. Stoner et al.
(2011) concluded that individuals that perform OCB as a means of managing others'
perceptions of them are not able to feel that specific behavior or role is genuinely
significant to their sense of self. Their performing extra-role depends on support or
informal rewards they are likely to get. Thus, Stoner et al. (2011) underscored that these
individuals cannot develop central citizenship role identity but still need a peripheral
citizenship role identity (see Figure 16). In their recent work, Huang, McDowell, and
Vargas (2015) examined the age issue related to OCB. They suggested that younger
employees are more driven by impression management reasons for OCB compared to
their older colleagues but also revealed that they could not find out a positive
relationship between age and prosocial motives. In the current study, although the
participants were grouped by their experience and age, no significant difference was
addressed. This might be because of the fact the novice, mid-career and the senior
teachers went through the same conditions and dynamics as they shared the same
institution. However, the senior group seemed to have relatively higher levels of
perceived OCB toward the organization, which needs to be interpreted cautiously as it
needs to be investigated in practice to confirm this finding. Huang et al. (2015) also
discussed that employees with greater impression management motives were inclined to
report lower levels of OCB and explained the younger employees' lower involvement in
OCB by the observed impression management patterns of them. The findings of the
current study, on the other hand, did not indicate a considerable difference in terms of
impression management patterns across different age groups. In this sense, it would not

be a pertinent remark to say that age can predict OCB or has a huge impact on OCB
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based on the findings of the present study. However, the findings showed that the senior
group of instructors seemed to have a better organizational commitment for some
reasons but this cannot have the power to affect OCB on its own. In this regard, this
study might state that no matter how old the employees are and no matter how different
personal and professional selves they have, they are all fragile to organizational factors
such as organizational trust, organizational justice, and support when it comes to OCB
and teacher identity construction.

5.2. Implications

This study provides some implications for educational administrators, teacher educators,
and policy-makers. Having investigated the teachers' perceived identity patterns and
status thoroughly, this study revealed an urgent need for improvement of teachers' social
and financial conditions not only in context-wise but also countrywide as their
experiences regarding social, economic and physical factors had a serious impact on
their understanding of their professional selves and their place in society. In today's
increasingly globalized world, teachers desire to be valued and keep their prestige as in
the past, that is why both pre-service teacher education and in-service teacher education
are supposed to be regulated so that teachers should not be regarded as a number of
people but public intellectuals who respect themselves and are also respected,
recognized and acknowledged by society, which might contribute their construction and

re-construction of professional and personal identities.

Regarded as a semi-professional job as an inevitable result of its nature in the
professional literature, teaching has been considered as a profession that does not have
rigid boundaries. However, the current education system narrows down the professional
space and autonomy of teachers, which leads to a state of unproductivity, loss of
motivation, teacher demoralization and low self-esteem. Bounded by contextual factors
and system-related restrictions, teachers have to act as technicians and mechanics, which
is quite detrimental to their identity as educators and transformers in society. In this
regard, administrators and curriculum specialists should give a louder voice to the

teachers who are assumed to solely implement what they have been prescribed so far.
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Teachers' freedom of what to teach and how to teach should be optimized not solely by a
particular institution but educational policy-makers so that they can function as
educators and sources of inspiration who raise future generations. Particularly, in foreign
language education, the teaching and learning processes have been mechanized for the
sake of standardization of outputs and increasing so-called efficiency, which still cannot
have the power to guarantee a successful language education. To this end, these so-
called language teaching curricula should be revised in line with the actual needs of
teachers and the realities of practicum. In addition to teacher autonomy, teachers'
inclusion in decision making is highly required in order to contribute to both their
professional commitment and organizational citizenship behaviors which might increase
the effectiveness of educational institutions and thusly society in general. On the other
hand, professional development opportunities and strategies need to be adjusted in a way
that the understanding of the teaching profession as a linear career path will be replaced
by a more dynamic and continuous professional development. In this regard, not only
novice teachers but also mid-career and senior teachers should be encouraged in PD
activities equally and be provided with appealing opportunities so that the mid and late
phases of the career should not be perceived as a stable period but a dynamic continuum
of the profession. Also, administrators need to be fair in the inclusion process in
decision-making concerning all the groups regardless of their age, experience and

organizational position.

Most importantly, organizations as a whole and managers should aim to increase the
effectiveness, productivity, and success of their institutions by paying special attention
to organizational citizenship of employees or teachers. Ensuring an environment that is
open to change and innovation, getting rid of toxic and stable culture in order to make
teachers active agents and providing justice must be one of the main responsibilities of
managers who want to promote organizational trust and commitment. Furthermore, it
must be kept in mind that although organizational citizenship behaviors are required to
be discretionary and non-rewarded, physical, social and financial conditions and issues

affect extra-role behaviors indirectly, as well. That is why leaders and managers of
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organizations need to assure that they are doing their best to provide employees with the
best conditions as much as possible; otherwise, employees might tend to neglect even
their in-role tasks rather than extra-roles in order to provide their own justice and adhere
to the status quo they criticize themselves, which preserves the vicious cycle existing in
the system.

5.3. Limitations

Even though the study was carefully designed and conducted, there were some
limitations to this study. First of all, the study was limited to a short period of time in
terms of data collection. Secondly, identity is a complex term that needs deeper
investigation and organizational citizenship behaviors need much more time and maybe
a longitudinal design to confirm findings. Another point is that classroom observations
were limited and field observations might have been employed more extensively using a
longitudinal design to examine the concepts thoroughly. Moreover, more managers
could have been asked to participate in the study since it was not possible owing to time
limitations. Finally, students could have been included in the participants as one of the
significant stake holders not only to increase the realibility of the findings but also to

reach a much deeper understanding of the concepts under investigation.

5.4. Suggestions for Future Research

For future research touching upon teacher identity or organizational citizenship
behaviors, longitudinal studies might be utilized to gain more insights with respect to the
both concepts. Moreover, the potential effects of teacher OCB and identity on students
can be questioned in future studies to look at these phenomena from a different
perspective and illustrate them deeply. Finally, more research studies can be carried out
to enlighten the issues from administrative perspectives as well and generate possible
solutions that can be utilized in practice. Moreover, Equity theory, leader-member
exchange theory, expectancy theory and the norm of reciprocity might be utilized as an

analytical lens to examine OCB in educational settings in future research studies.
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APPENDICES

APPENDIX A: I INTERVIEW QUESTIONS IN TURKISH

Hayat felsefenizden kisaca bahseder misiniz?

Sizce birey olarak kimliginizin gelismesi ve degismesi siireclerinde 6zel olarak
hangi hayat tecriibeleriniz etkili oldu? Orneklerle agiklaymiz.

Ogretmen olmaya ne zaman karar verdiniz? Bu siirecte sizce neler belirleyici
oldu?

Ikinci bir sansmniz olsa yine dgretmen olur muydunuz?

Ogretmenlik meslegi sizin i¢in ne anlam ifade ediyor? Bu meslegi tanimlamak
icin nasil bir metafor kullanirsiniz?

Lisans egitiminizi nasil tamimlarsmiz? Nasil dersler aldiniz? Bu derslerin
iceriklerinden bahseder misiniz?

Lisans mezuniyeti 6ncesinde dgretmenlik deneyiminiz oldu mu?

Meslege  baslamadan o©once ne tarz problemlerle karsilasacaginizi
diisiiniiyordunuz? Liitfen ac¢iklayiniz.

Meslege basladiktan sonra bu diisiincelerinizle ilgili degisiklikler oldu mu?
Hangi konularda?

Sizce bu degisikliklerin kaynag1 nedir?

Sizce profesyonel bir 6gretmen nasil olmalidir?

En sevdiginiz ve 6rnek aldiginiz 6 gretmeniniz kimdi? Neden?

Kendinizi “profesyonel” olarak tanimlar misiniz? Neden?

Bir 6gretmen olarak gii¢lii yanlarinizin neler oldugunu diisiiniiyorsunuz?

Sizce bir 6gretmen olarak zayif yanlarmiz nelerdir?

Ogretmenlik mesleginde kendinize simdiye kadar hedefler koydunuz mu? / Ne
tiir hedefler koydunuz?

Bu hedefleri gercgeklestirebildiniz mi?

Gergeklesmeyen hedefleriniz var ise bunlar1 hangi faktorlere baglarsmniz?
Kariyerinizde gelecege doniik hedefleriniz nelerdir?

Bu hedeflere yaklagmak i¢in neler yapiyorsunuz?
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10.
11.
12.
13.
14.
15.
16.

17.
18.
19.
20.

APPENDIX B: 1t INTERVIEW QUESTIONS IN ENGLISH

Could you briefly talk about your life philosophy?

What specific life experiences have been significant in the process of
developing and changing your identity as an individual? Give examples.
When did you decide to become a teacher? What do you think influenced you
in this process?

Would you be a teacher again if you had a second chance?

What does the teaching profession mean to you? What metaphor would you
use to describe this profession?

How would you define your undergraduate education? What kind of courses
did you take? Can you tell me about the contents of these courses?

Did you have a teaching experience before graduation?

What kind of problems did you think you would face before you started your
career? Please explain.

Are there any changes in your thoughts after you started your career? In what
matters?

What do you think is the source of these changes?

How do you think a professional teacher should be?

Who was your favorite teacher? Why?

Do you describe yourself as a professional? Why?

What do you think of your strengths as a teacher?

What do you think of your weaknesses as a teacher?

Have you ever set goals for yourself in the teaching profession? / What kind
of goals did you set?

Have you achieved these goals?

If you have unrealized goals, what factors do you think affected you?

What are your future goals in your career?

What are you doing to reach these goals?

181



APPENDIX C: 2" INTERVIEW QUESTIONS IN TURKISH

1. Kurumuzu tanimlar mismniz?
2. Kurum igindeki bir giinliik rutininizden bahseder misiniz?

3. Kurumunuzda ve sinifta ne tarz problemlerle karsilasiyorsunuz? Bu problemleri nasil

¢oziiyorsunuz? Liitfen 6rneklerle agiklaymiz.

4. Bu problemlerle ilgili birimler ve yoneticiler size yardimei olurlar mi1? Nasil? Bu

yardimlar1 etkili buluyor musunuz?
5. Okulunuzdaki 6grenci profilini nasil tanimlarsiniz?
6. Meslektaslarmiz sizi bir 6gretmen ve bir meslektas olarak nasil tanimlar?

7. Kurumunuzdaki meslektaslarinizla ve 6grencilerinizle olan iliskiniz bir 6gretmen

olarak kendinizi tanimlamanizda nasil bir rol oynar?

8. Ingilizce dgretimi alaninda ¢alismaya basladiginizdan beri smif icinde ve disinda

ogretmen olarak etkili buldugunuz uygulamalariniz nelerdir?

9. Ne olgiide kendinizi ilgileriniz, hobileriniz ve tecriibelerinizi dersinize entegre

ederken bulursunuz? Orneklerle agiklaymiz.

10. Ne siklikla 6gretmenliginiz bulundugunuz programin ve kurumun degerlerini

yansitir veya bu degerle ¢elisir?

11. Simdiye kadarki Ogretmenlik kariyeriniz boyunca ne tarz profesyonel gelisim

faaliyetlerini faydali buldunuz? Hangilerine katildiniz?

12. Ingilizce dgretmenligini asamalara bolseniz bu asamalar ne olurdu? Her bir asamay1

temsil eden metaforunuz ne olurdu?

13. Kariyeriniz boyunca meslektaslarimizla etkilesim ve is birliginizi nasil
degerlendirirsiniz?

14. Kurum i¢indeki meslektaslarinizdan geri doniit alip veriyor musunuz? Hangi

konularda?
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10.

11.

12.

13.

14.

APPENDIX D: 2" INTERVIEW QUESTIONS IN ENGLISH

Could you describe your institution?

What are your daily routines at your institution?

What kind of problems do you face in your institution and class? How do you
solve these problems? Please explain with examples.

Do the units and managers help you related to these problems? How? Do you
find these aids effective?

How do you describe your students’ profile?

How do your colleagues describe you as a teacher and a colleague?

How does your relationship with your colleagues and students in your institution
play a role in identifying yourself as a teacher?

What are the practices that you find effective as a teacher in and out of class
since you started working in the field of English language teaching?

To what extent do you find yourself integrating your interests, hobbies and
experiences into your lessons? Explain with examples.

How often does your teaching reflect or contradict the values of the program and
institution you are working at?

What kind of professional development activities have you found useful so far
throughout your teaching career? Which ones did you attend?

What would be these stages if you divide English teaching into stages? What
would be your metaphor representing each stage?

How do you evaluate your interaction and collaboration with colleagues
throughout your career?

Do you give and receive feedback from your colleagues in the organization?

About what matters?
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APPENDIX E: 3" INTERVIEW QUESTIONS IN TURKISH

Part 1: Open-ended Questions

1. Kurumunuza kars1 aidiyet hissinizi nasil degerlendirirsiniz?

[\

. Meslek hayatinizin kalan kismini bu kurumda gecirmek istiyor musunuz?

. Kurumunuzdan ayrilmay1 hig diisiindiiniiz mii? Neden?

. Mevcut kurumuzda ¢alismaya devam etmenizi saglayan faktorler nelerdir?

. Sizce calistiginiz kurum size neler katt1?

. Kurum i¢inde meslektaslarinizin birbirine davraniglarini nasil buluyorsunuz?

. Kurum i¢indeki ¢atigmalarin ve sorunlarin ¢dziimiinde aktif rol oynar misiniz?

. Kurumun sosyal faaliyetlerine goniillii olarak katilir misiniz?

O 0 39 N n A~ W

. Kurumuzun imajina katkida bulunmak sizin i¢in 6nemli midir?
10. Ne siklikla isi birakma fikri aklniza gelir?
11. Kurumunuzda diger ¢alisanlarin yasadigi sorunlari ne derecede 6nemsersiniz?

12. Sizce diisiindiigiiniizde okulun olumlu yonlerine mi yoksa olumsuz yonlerine mi daha

¢ok odaklanmaktasiniz?
13. Sizce denetim mekanizmas1 olmaksizin okulun isleyisi kurallar dahilinde ilerler mi?

14. Okulla ilgili toplantilarda tartigmalara aktif olarak katilir misiniz? Okulunuzu gelistirmek

icin yenilik¢i 6nerilerde bulunur musunuz?

15. Mecbur olmadiginiz halde egitim, 6gretim ya da bagka gorevler i¢in ne siklikla ek mesai

yaparsiiz?

16. Zaman yonetimi ve mesainizi kullanma konusunda tutumunuz nedir?

17. Is ortamindaki sorunlara kars1 nasil bir durus sergilemektesiniz?

18. Kurumunuzu daha ileri tasimak icin profesyonel gelisiminize katkida bulunur musunuz?

19. Okul saatlerinden sonra okulda kalarak ders ile ilgili yardima ihtiyaci olan bir

Ogrencinize yardim eder misiniz? Ne siklikla?

20. Ogrencilerinizi dinlemek igin ders aralarini smifta gegirir misiniz? Ne siklikla?
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Part 2: Cases
1. Ise yeni baslayan meslektaslarinizdan birinin bilisim sistemleri ile ilgili bir problemi oldu

ve sizden yardim talep etti.

2. Bir ig arkadasiniz bilmediginiz bir sebepten dolay1 okula gelemedi ve diger yedek hocalar

da derste. O saat sizin bos saatiniz.

3. Bir is arkadasiniz kurum i¢inde bir workshop diizenliyor ve o giin igerisinde derslerinin
yani sira sunumu i¢in birtakim hazirliklar yapmasi gerekiyor. Telas icinde oldugunu

farkettiniz.
4. Dersiniz bitmis ve ofistesiniz. Akademik ve idari igleriniz de yok.

5. O giin dersiniz sabahtan bitti ve 6gleden sonrasi i¢in herhangi bir toplant1 yok ve siz

arkadaslarinizla yemektesiniz.

6. Okulunuz kendi biinyesinde baglayacagi bir uygulama i¢in herhangi bir 6diil ve maddi
destek olmaksizin il diginda bir haftaligina bazi personellerini egitime gonderecegini

duyurdu.
7. Bir meslektasinizin siirekli olarak derslerine ge¢ gittigini fark ettiniz.
8. Ogretim partnerinizin adil bir notlandirma yapmadigma sahit oldunuz.

9. Kagit okuma gorevine herhangi bir nedenden dolay1 gelemeyen bir meslektasinizin yerine
gorevlendirildiniz. Ertesi giin koridorda kendisini gordiiniiz ve bu konuda tesekkiir

almadiniz.

10. Gorevli oldugunuz konusma smavina herhangi bir nedenden dolay1 gidemediniz. Ertesi

giin sizin yerinize gorevi devralan arkadasinizi koridorda gordiiniiz.

11. Aradasiniz ve bir meslektasinizin odasina ugradiniz. Gittiginizde kurumla ilgili yolunda

gitmeyen seylerden bahsediliyordu.

12. Iki meslektasiniz arasinda bilmediginiz bir nedenden dolay1 bir gerginlik ¢ikt1 ve o

sirada notlandirma toplantisindasiniz.
13. Partneriniz size herhangi bir konuyu yiizeysel 6gretmis oldugunuzu ifade etti.

14. Cok yogunsunuz ve isten sonra eve gittiniz. Kurumunuzla ilgili siiren bir takim

organizasyonlar i¢in art arda mailer aldiniz.

15. Okulunuz bir kutlama diizenledi ve haftanin son giinii. Cok yorgunsunuz.
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16. Okulunuzda bir classroom research ekibi kurulacagi duyuruldu.

17. Okulunuzdaki yonetimle ilgili siirekli sikayeti olan ve elestirilerde bulunan bir
meslektaginizin yonetim mensuplarinin yaninda yonetime dair 6vgii dolu sozlerine tanik
oldunuz.

18. Miifredat ve izlence ile ilgili siirekli sorunlar yasayan ve mevcut sistemden hosnut
olmayan bir meslektasinizin bu hususlarla ilgili toplantida sessiz kaldigini gordiiniiz.

19. Okulun profesyonel gelisim faaliyeletinin kisitli oldugunu sdyleyen bir meslektaginizin
profesyonel gelisim seminerlerine katilmadigini gézlemlediniz.

20. Bir konugsma smavi sonunda ses kayit cihazinin bir noktadan sonra kayit yapmadigini

fark ettiniz ve siav bitti.

186



APPENDIX F: 3" INTERVIEW QUESTIONS IN ENGLISH

Part 1: Open-ended Questions

1
2
3.
4

o

10.
11.

12.

13.

14.

15.

16.

17.

18.

19.

. What do you think about your sense of belonging to your organization?

Do you want to spend the rest of your professional life in this institution?

Have you ever thought about leaving your organization? Why?

. What are the factors that enable you to continue working in your current

organization?
How do you think the institution you are working for contributed to you?
How do you find your colleagues’ behaviors and attitudes towards each other?
Do you play an active role in resolving conflicts and problems within the
organization?
Do you voluntarily participate in the organization's social activities?
Is it important for you to contribute to the image of your organization?
How often do you think of the idea of quitting the job?
To what extent do you care about the problems experienced by other employees
in your organization?
In your opinion, do you focus more on the positive aspects or the negative
aspects of the school?
In your opinion, could the school's functioning proceed in accordance with the
rules without any supervision?
Are you actively involved in discussions at school meetings? Do you make
innovative suggestions to improve your school?
How often do you work overtime for education, training or other tasks even if
you don't have to do so?
What is your attitude towards time management during your working hours?
What kind of a stance do you have against the problems in your institution?
Do you contribute to your professional development in order to improve your
organization?
Do you stay after school to help students with class material? How often?
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20. Do you stay in class during breaks in order to listen to your students? How often?

Part 2: Cases

1. One of your newly recruited colleagues had a problem with the information systems
and requested assistance from you.

2. A colleague could not come to school for some reason you didn't know, and other
substitute teachers were in class. You do not have any class at that hour.

3. A colleague is organizing a workshop in the department and s/he needs to make some
preparations for his/her presentation as well as his lectures. You realize s/he is in a
hurry.

4. You are finished and you are in the office. You have no academic or administrative
work.

5. That day is finished in the morning and there is no meeting in the afternoon and you
are eating your lunch with your colleagues.

6. Your school announced that it will send some of its staff to training for a week outside
the province without any award and financial support for a new application that will start
in the school.

7. You have noticed that a colleague is constantly going to his/her classes late.

8. You witnessed that your teaching partner was not fair while grading.

9. You have been assigned to replace a colleague who is unable to attend a marking
session for any reason. The next day you saw him/her in the corridor and did not receive
a thank you about it.

10. You could not go to the speaking exam for any reason. The next day you saw your
friend in the corridor who took over the task for you.

11.1t is break time and you've stopped by a colleague's room. When you stepped into the
room, some colleagues were talking about the things that were not going well in the
institution.

12. For a reason you didn't know, there was a tension between two of your colleagues
during the marking session.

13. Your partner said that you have taught any subject matter superficially.

188



14. You are very busy and you went home after work. You have repeatedly received
mails from your institution about some ongoing arrangements and organizations.

15. Your school held a celebration and it is the last day of the week. You're too tired.

16. It has been announced that a classroom research team will be formed in your school.
17. You have witnessed that a colleague who is constantly complaining about the
management in your school is praising management staff in the presence of them.

18. You have seen that a colleague who has problems with the curriculum and the course
syllabus and is not satisfied with the current system remains silent at a meeting on these
iSsues.

19. You have observed that a colleague who states that the professional development of
the school is limited does not attend any professional development seminars.

20. At the end of a speaking exam, you noticed that the voice recorder did not record at

one point and the exam was over.
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APPENDIX G: FOCUS GROUP INTERVIEW QUESTIONS IN TURKISH

1. Sizce kurumunuzda 6gretmenin yeri nedir?

2. Sizce 6grencilerin perspektifinden bu kurumda 6gretmenin yeri nedir?

w

Akademisyen kimdir? Kendinizi bir akademisyen olarak goriiyor musunuz? Siz
kendinizi nerede konumlandirirsiniz?
Okulunuzdaki 6gretmenlerin kurumsal aidiyetini nasil degerlendirirsiniz?

Ogretmenler ac¢isimdan okulunuzdaki en dnemli sorunlar nelerdir?

. Varsayalim ki yetkilendirildiniz, okulunuzda neleri degistirirdiniz?

4
)
6. Okulunuzdaki karar alma siireglerinde sizlerin rolii nedir?
7
8. Kurumdaki degisiklikler karsisinda tutumunuz nasil olur?
9

. Meslektas ve yoneticilerinize glivenir misiniz?

10. Kurumunuzdaki adalet algis1 ve uygulamalar1 hakkinda ne diisiiniyorsunuz?
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APPENDIX H: FOCUS GROUP INTERVIEW QUESTIONS IN ENGLISH

1. What is the place of the teacher in your institution?

2. In your opinion, what is the place of the teacher in this institution from the perspective
of the students?

3. Who is an academician? Do you see yourself as an academician? Where do you
position yourself?

4. How would you evaluate the organizational belonging of teachers in your school?

5. What are the most important problems of teachers in your school?

6. What is the role of you in the decision-making process in your school?

7. Suppose that you are authorized, what would you change in your school?

8. What is your attitude towards changes in the institution?

9. Do you trust your colleagues and managers?

10. What do you think about the perception and practices of justice in your institution?
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APPENDIX I: OBSERVATION PROTOCOL

Date:

Instructor:

Time:

Classroom:

Teacher Activity

Students’ Activity
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APPENDIX J: INITIAL CODE LIST

A flexible teacher

A pragmatist and ego-centric look at the self
A professional teacher as a patient person

A professional teacher as a responsible person
A professional teacher as a successful person
in communication

A professional teacher a social interpreter

A professional teacher as an articulate person
A professional teacher as a consultant

A professional teacher as a distant person

A professional teacher as a fair person

A professional teacher as a guide

A professional teacher as a lifetime learner
A professional teacher as a punctual person
A professional teacher as a respectful person
A professional teacher as a sociable person
A professional teacher as a subject expert

A professional teacher as an encouraging
individual

A professional teacher as an enthusiastic
person

A professional teacher as an honest person
A professional teacher as an open-minded
person

A professional teacher as an understanding
person

A professional teacher as an updated person
A realist teacher

Academician in practice

Adjusting goals due to conditions

Advantage of being a novice teacher

Age and identity

Almost no OCB

Another role identity resulting in a new
perspective

Appreciation

Artificial teaching experience

Associating being a professional with
perfectionism

Attempt to quit the job

Authoritarian leadership

Autonomy

Avoiding intervention regarding organizational

Classroom management

Collegial relationships

Communication

Communication problems

Considering teacher and personal identity
parallel

Considering teaching as a financially
unsatisfactory job

Considering undergraduate education as less
student-centered

Contributions of the organization

Coping strategy

Criticism on some organizational practice
Curiosity about other teaching systems
Decisive about teaching as a career path
Defining the organization

Desire to be a strong individual

Desire to change professional self

Desire to quit the job

Difference between micro and macro level
administration

Different attitudes towards students
Disadvantage of being a novice teacher
Disappointment due to opportunities
Discipline issues

Discrimination

Dissatisfaction with general pre-service
teacher education

Dissatisfaction with teaching

Duality in collegial relationships
Education as a disciplined system
Education as an individual-specific system
Effect of external conditions becoming a
teacher

Engaging and creative teacher as a desired
professional

Exhausting bureaucracy

Experience as a source of change
Experience as a source of knowledge
External factors

Extra role identity

Factors affecting organizational commitment
Feeling satisfied with undergraduate
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issues

Becoming an adult and autonomous individual
Being a family

Being excluded from decision-making
Being understanding as a strength

Benefits of teaching profession

Borders of academia

Change in social culture in the organization
Change in teacher self in time

Classroom management as a challenge
Classroom management as a sensitive concept
to student profile

Improving professional self through pd
activities

In between

Integrating personal experiences
Intercultural experience as a source of
acceptance

Interest in English as a subject

Intrinsic motivation

Lack of collectivist culture

Lack of experience as a challenge

Lack of organizational transparency

Lack of professionalism

Lack of self-confidence

Lack of trust - colleagues

Lacking a structured system

Lacking academic identity and prestige
Lacking power

Learning philosophy

Less competent in technology

Limited leave

Limited work field

Limites of education in relation to diversity
Limits of administration

Line between personal and professional life
Loosing democratic environment

Losing motivation

Loss of prestige

Low status of teacher

Low student profile

Motivation depending on student profile
Mutual OCB

Natural teacher traits

Negative environment

Negative opinions about the organization

education

Feeling unfair in extreme situations as a
teacher

Feeling invaluable

Financial problems as a barrier to studying
Happy with professional self

Harm of a rigid hierarchy

Hesitant about the distance between her and
her students

Hesitant about the profession

Hesitant about some traits

Identities in conflict

Identity transformation

IlI-functioned administration

Oppression

Organization lacking criteria for roles
Organizational commitment
Organizational culture

Organizational philosophy

Organizational profit

Organization's effect on teacher behavior
Other interests' effect on profession
Partial OCB

Perception towards senior teachers
Performing tasks when they are assigned
Personal loss

Personality and profession

Pessimist about the organization

Phases of teaching career

Physical conditions

Positive atmosphere

Pragmatist look at undergraduate program
Pressure over novice teachers

Private life matters in professional choices
Quality of in-service training

Quality vs. Quantity

Questioning the functionality of
undergraduate courses

Realism and pragmatism

Reasons of staying

Regretful look at the profession

Seeing new countries

Self prior to the organization

Senior novice

Situational behavior as a teacher
Situational leadership
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New generation effect

No belief in change

No effort outside apart from in-service
training

No organizational justice

No reflection on students

No trust in administration
Non-contributing workplace

Not an academic but a practitioner

Not happy with the current job

Not only teaching but also educating

Not satisfied with language proficiency
Not teaching but education as a satisfaction
Not wanting to contribute to the image of
organization

Obtaining classroom management skills
through experience

OCB towards colleagues

OCB towards students

On the way to become an academic

Open to change

Teaching as a monotonous job

Teaching as a respected profession
Teaching as an unplanned career path
Teaching profession lacking respect in modern
society

The gap between theory and practice

The role of undergraduate education in
personal philosophy

Trying to be optimist

Unhappy with the current organization
Unsatisfactory financial status

Unvoiced teacher

Unsatisfactory professional development
activities

Valuable from the viewpoint of the students
Viewing teaching as a time consuming and
backbreaking job

Wearing critical lenses as an individual
Working atmosphere

Working conditions

Working hours

Society's effect on the perceiving teaching
Stable teacher self

Staying in comfort zone

Strengths as weaknesses

Strict professional line

Student motivation

Student perception

Student profile

Suggestions

Superficial and so-called solutions
Susceptible to severe criticism
System problems

Taking criticism too much personal
Teacher as a human

Teacher as a parent

Teacher burnout

Teacher characteristics

Teacher talking time

Teachers as mechanics
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APPENDIX K: INFORMED CONSENT FORM

Investigating Professional Identity and Organizational Citizenship Behaviors of
EFL Teachers: A Case Study in Higher Education
Introduction

Professional Teacher Identity and Organizational Citizenship Behaviors (OCBs) have
become crucial concepts in the field of education to understand teaching profession in
depth and explore organizations where teachers are not only citizens but also one of the
major components of these educational contexts. This research study, which is a
Master’s Thesis Project supervised by Assoc. Prof. Dr. A. Cendel Karaman, aims to
reveal perceived Professional teacher identities of EFL instructors working at tertiary
level and uncover the patterns of Organizational Citizenship Behaviors which are
exhibited by the instructors. Participation in the study must be on a voluntary basis.
Description of Procedures

If you agree to participate in this study, your participation will consist of 3 individual
interviews and 1 focus group interview as well as the researcher’s formal classroom
observations and informal institutional observations throughout the data collection
period. The duration of each interview is 30-50 minutes. The interviews will be
conducted between January and March in 2018-20109.

Confidentiality & Risks

The data obtained from interviews, their transcriptions and observations in this study
will be used for scientific purposes and kept confidential. The recordings of the
interviews will be only listened and analyzed by the researcher. If the results are
published, your identity will remain confidential. The researcher will use pseudonyms in
order to protect the privacy of the participants. We do not anticipate any risks associated
with participation in this study.

For further information about Assoc. Prof. Dr. Cendel Karaman
the study you can contact: cendel@metu.edu.tr

Hasan Serif Baltaci, Bagskent University
hsbaltaci@baskent.edu.tr
I am participating in this study totally on my own will and am aware that | can quit
participating at any time I want. 1 give my consent for the use of the information |
provide for scientific purposes. (Please return this form to the data collector after you
have filled it in and signed it).

Name Surname Date Signature


mailto:cendel@metu.edu.tr
mailto:hasbaltaci@baskent.edu.tr

APPENDIX L: DEBRIEFING FORM

This study, as stated before, is a qualitative case study, conducted by Hasan Serif
Baltact and supervised by Assoc. Prof. Dr. A. Cendel Karaman, Department of Foreign
Language Education, METU. The study examines perceived Professional teacher
identities of EFL instructors working at tertiary level and uncover the patterns of
Organizational Citizenship Behaviours which are exhibited by the instructors.
Professional Teacher Identity and Organizational Citizenship Behaviours (OCBs) have
become crucial concepts in the field of education to understand teaching profession in
depth and explore organizations where teachers are not only citizens but also one of the

major components of these educational contexts.

It is aimed that the preliminary data from this study will be obtained at the end of
April 2019. The data will be utilized only for research purposes. For further
information, about the study and its results, you can refer to the following names. We

would like to thank you for participating in this study.

Assoc. Prof. Dr. A. Cendel Karaman | Middle East Technical University

cendel@metu.edu.tr

Department of Foreign Language Education

Hasan Serif Baltaci Bagskent University

hsbaltaci@baskent.edu.tr School of Foreign Languages
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APPENDIX M: HUMAN SUBJECTS ETHICS COMMITTEE
APPROVAL FORM

UYGULAMALI ETiK ARASTIRMA MERKEZi ORTA DOGU TEKNIK UNIVERSITESI
APRLIEDETHIESRESEARCH EENTER MIDDLE EAST TECHNICAL UNIVERSITY

DUMLUPINAR BULVARI 06800
CANKAYA ANKARA/TURKEY

S4yi£38620816 257

ueam@metu.edu.tr
www.ueam.metu.edu.tr 11 ARALIK 2018
Konu: Degerlendirme Sonucu

Génderen: ODTU insan Arastirmalan Etik Kurulu

(IAEK)

ilgi: insan Arastirmalari Etik Kurulu Basvurusu

Sayin Dog.Dr. A.Cendel KARAMAN

Danigsmanligint yaptiginiz Hasan Serif BALTACI'nin “Investigating Professional Identity and
Organizational Citizenship Behaviors of EFL Teachers: A Case Study in Higher Education” bagslikl
arastirmasi insan Arastirmalari Etik Kurulu tarafindan uygun gorilerek gerekli onay 2018-EGT-174
protokol numarasi arastirma yapmasi onaylanmistir.

Saygilarimla bilgilerinize sunarim.

Baskan
Prof. Dr. Ayhan SOL Prof. Dr. Ayhan Giirbiiz DEMIR
Uye Uye
M 7{/{" r
Prof.Dr. Yasar KONDAKGCI ( ‘/f,) 3"’\%3("/75" Ali Emre TURGUT
Uye ? Uye

Dog. Dr. Emre SELCUK Dog.Dr. Uyesi Pinar KAYGAN

Uye Uye
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APPENDIX N: TURKISH SUMMARY / TURKCE OZET

GIRIS

Ogretmenler, siiphesiz ki dgretme ve ogrenme siiregleri basta olmak olmak iizere
egitimin vazgecilmez aktorleri ve ayrilmaz bir pargast olmustur. Tarihsel siiregte egitim
stireclerinin baslamasindan bu yana, 6gretmenlik meslegi 6nemini korumus ve kendi
sorunlarini, degisimlerini, yeniliklerini ve zorluklarin1 da bilinyesinde tasimistir. Sinif
temelli arastirmalarin artis gosterdigi donem boyunca, bir¢ok aragtirmanin sonucu, var
olan o6gretim yontemlerinin ve basit sebep-sonu¢ modellerinin yetersizligini ortaya
koymus ve tiim nitelikleri, dinamikleri ve 6zellikleriyle sinif ortammin esas itibariyle
olduk¢a karmasik bir platform oldugunu gostermistir (VVarghese, Morgan, Johnston ve
Johnson, 2005). Sonralari, 6gretmenlik ve dgretmen egitimi alanindaki arastirmacilar,
ogretmenlik, 6gretimin etkinligi ve diger ilgili alanlara dair konulardaki temel olgulara
151k tutabilmek admna Ogretmen algilari, inanglari, tutumlar1 ve bilisleri {izerine
odaklanmaya baslamistir. Bununla birlikte, Johnson (1992) ve Woods (1996) gibi
alandan arastirmacilar, 6gretmenin kimligi/kimlikleri sinifta her zaman aktif bir rol
oynadig1 i¢in anilan tiirdeki ¢alismalarm da bazi 6nemli olgular1 iskalamakta ve
dolayisiyla bunlar1 agiklamakta vyetersiz kaldigin1  vurgulamistir.  Ogretmenlerin
Ogretimin ¢ok Onemli ve karmasik bir bileseni oldugunu savunan bakis agisi ile
ogretmenler alanda gergeklestirilen son donem ¢alismalarda odak noktasi haline
gelmistir. Arastirma odaklar1 arasindaki bu gegisin bir sonucu olarak 6gretmen kimligi

olgusu son yillarda artan bir yogunluk ile irdelenmektedir.

Beauchamp ve Thomas’in (2009) belirttigi gibi, 68retmen kimliginin daha yakindan
incelenmesi, kimligin sadece 0gretmenligin cesitli yonlerini arastirmak i¢in bir ¢erceve
olarak kullanilabilmesinin yan1 sira (Olsen, 2008), Ogretmenlerin profesyonel
kariyerlerinde diizenleyici bir unsur olarak kavramsallastirilabilmesi i¢in de gereklidir.

Maclure’in (1993) ifadesiyle kimlik, “insanlarin bagkalariyla ve genel olarak diinyayla
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ilgili olarak kendilerini agiklamak, yargilamak ve anlamlandirmak i¢in kullandiklar1 bir
kaynak” olarak tanimlanmigtir (s. 311). Kimlik teorisyenleri ve diger arastirmacilar
tarafindan yapilan ¢alismalar, dil Ogretimini ve Ogrenmeyi anlamlandirabilmek
baglammnda ogretmenleri anlamak gerektiginin altm1 cizmektedir. Ogretmen
davraniglarmin ve 6gretmenlik uygulamalarmin daha iyi bigimde analiz edilmesi i¢in
ogretmenlerin kendilerine atfedilen ve ayni zamanda kendilerine bigtikleri bireysel,
profesyonel, kiiltiirel ve politik kimliklerin biitlinlinii tanimak ve ayni zamanda bunlar1

tek tek ortaya ¢ikarmak gereklidir (Varghese ve digerleri, 2005).

Profesyoneller olarak 6gretmenler, ¢alistiklar1 ve 6nemli 6lglide katkida bulunduklari
kurumlarin bir pargasidir. S6z konusu bu oOrgiitler aslinda birer sosyal gruptur ve
calisanlar bu sosyal gruplarin iiyesidir. Van Kinppenberg'in (2000) belirttigi gibi, sosyal
kimlik yaklasiminda, sosyal gruplara iiyeligin benligi sekillendirdigi one striilmiistiir
(Maarleveld, 2009). Buna paralel olarak Brewer ve Gardner (1996) 2 diizeyde sosyal
benlikten bahsetmistir; iliskisel benlik ve kolektif benlik. Benzer sekilde, Maarleveld
(2009) iliskisel benligi kisilerarasi iligkilerden kaynaklanan benlik olarak tanimlamistir;
onemli kisilerle baglantilar ve rol iliskileri, ortak benlik ise daha biiylik bir grubun
iyeliginin bir sonucudur. Benlik, grup iiyeligi lizerinden tanimlandiginda, grup
tanimlamasmi odag1 olur ve “grubun giicii ayrica iiyelerin kim olduklarmi ve
baskalartyla nasil baglant1 kurdugunu bildiren grup {iiyelerinin daha kat1 smirlarmi ve
davranislarmi gosterir” (Ashforth, 2007, s. 92) denmektedir. Ras ve Duyar'a (2012) gore,
sosyal kimligin belirginlik diizeyi zaman i¢inde grup giiglendirici davraniglarin etkisini
harckete gecirir, ancak bu davranislar grup normlarindan etkilenmektedir. Bu amagla,
sosyal tanimlama, bireylerin Orgiitsel baglamlardaki davraniglarini, 6zellikle de bu tiir
davraniglarin bireylerden ziyade gruplara daha faydali olacagi diisiiniilen durumlarda,

betimleyebilmek i¢in kayda deger bir firsat saglar.

Bu anlamda, belirli bir drgiitsel davramis tiirii olan Orgiitsel Vatandashk Davranislari
(OVD), 6z ve kimlik ile ilgili olarak arastirilmustir. Calisanlarin vatandashk performansi
davraniglar ile ilgili olarak, alanyazindaki belirgin bulgular, 6ziin baskalariyla iligkili
olarak tanimlanma bi¢ciminin farkl tiirlerdeki vatandaslik davranislariyla baglantili
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oldugunu gostermistir (Maarleveld, 2009). Ayrica, Ellemers, de Gilder ve Haslam
(2004), kisisel ve kolektif kimlik yonelimini, kolektif kimligin 6z taniminda kabul
edildiginde, ihtiyaglarm, hedeflerin ve beklenen sonuglarin bireyden daha ¢ok grubun
yararma oldugunun altmi cizerek motivasyonla iliskilendirmisti. OVD cogunlukla
alandaki arastirmacilarin ilgisine mazhar olmus bir ¢alisma konusudur. Calisanlarin
ekstra rol davranisi olarak tanimlanan OVD'lerin, hem birey olusa hem orgiitlerin
etkinligine katkida bulundugu savunulmaktadir. Bu dogrultuda kimi arastirmacilar,
OVD'lerin drgiitsel etkinligi ve etkililigi arttirmadaki islevine vurgu yapmustir. (Organ
vd., 2006; Podsakoff vd., 2009). OVD isletme ydnetimi ve diger ilgili disiplinlerde de
ilgi uyandiran bir arastirma alani arz etmektedir. Buna bagl olarak egitim kurumlar1
biinyesindeki orgiitsel vatandaslik davraniglar1 son yillarda 6gretmen egitimi ve egitim

yonetimi 6zelinde iizerinde ¢aligilagelen bir arastirma odagi teskil etmektedir.

Beijaard vd. (2004) calismalarinda Ogretmenlerin Ggrencilerle olan bagini ve
aralarindaki etkilesimin Onemini, meslekteki statii algilarini, okul ortaminmn olasi
etkilerini, tiim bunlar arasindaki iliskiyi ve son olarak kimlik kavrammin duragan ve
degisken dogasini vurgulamistir. Ayrica, birtakim arastirmacilarin bir adim daha ileri
giderek ogretmenlerin digerleriyle etkilesimi ve iletisimi sayesinde 6gretmen olmay1
ogrendiklerini iddia ettikleri (Malderez ve ark. 2007; Santoro, 2009) izlenmektedir. Bu
etkilesim ve sosyal ¢evre ile iletisim boyutlar1 yoniinde bir degerlendirmeye gidildiginde
O0gretmenlerin orgiitsel davranislarinin kisisel ve mesleki kimlikleriyle gii¢lii baglantilar
bulundugu diisiiniilmektedir. Kurumlar ¢alisanlar i¢in, 6zellikle de egitim agisindan ele
alimdiginda, 6gretmenler i¢in ¢ok dnemlidir. Dahas1 egitimciler ve uygulayicilar olarak
Ogretmenler yer aldiklar1 organizasyonlarm can damaridir, diye bir degerlendirme
yapmakta bir sakinca yoktur denebilir. Her iki parca da birbirini belli derecelerde
bigimlendirmekte, gelistirmekte, iyilestirmekte veya sinirlandirmaktadir. Katz (1964) bir
organizasyon i¢in hayati 6neme sahip 3 temel davramig belirtmistir. Bunlardan ilki,
calisanlarmn sisteme girip burada kalmalaridir. Ikincisi, calisanlarin 6ngériilen gorev ve

rollerini yerine getirmesi gerektigidir. Son olarak, yenilik¢i ve diizenlenmemis eylemler
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yapmak i¢in orgiit liyelerinin ek davranislar sergileyerek gorev tanimlarinin veya rol ici

davranislarinin 6tesine gegmeleri gerekir diye belirtilmistir.

Bunlar 1s1ginda mevcut durum c¢alismasi, Ogretmenlerin mesleki kimliklerini ve
OVD’lerini hem bireysel hem birbirleriyle iligkili olarak ortaya ¢ikarmayi
amaglamaktadir. Bagka bir deyisle, bu ¢alisma, alana ve alanyazina katkida bulunmak
icin kigisel, mesleki ve orgiitsel kimlikleri birbirine baglayan ve iligkilendiren motifleri
belirlemeyi amaclamaktadir. Alanyazin cercevesinde bu calismanin en aywt edici
ozelliklerinden biri, ilkokul, ortaokul ve lise gibi farkli seviyelerde yapilan ¢ok sayida
arastirmanin varlig1 gézlenmesine karsim {iniversitelerdeki OVD'ye doniik ayni oranda
calismaya rastlanilmamis olmasidir. Boylelikle tiniversite diizeyindeki 6gretmenlerin
OVD’lerinin, “akademi”nin sonug/iiriin temelli bir &diil sistemine sahip olan
baglamlardan biri olmas1 nedeniyle alanda ihmal edilmis bir arastirma odagi oldugunu
sOylemekte bir sakinca bulunmamaktadir. Kisisel verimliligin, bagkalarma yardim
etmek, sorunlar1 ¢ozmek igin ¢calismak veya diger goniillii davranislari sergilemek gibi
nosyonlarin otesinde oldugu bu baglamlarda, bu kapsamdaki davranislarin bir sekilde
ihmal edilebilir oldugu ortaya konmustur (Bergeron vd., 2013). Aymi sekilde Inelmen,
Selekler-Goksen ve Yildirim-Oktem (2017) arastirma ve dgretime harcanan zamanin

Ogretim elemanlarini orgiitsel vatandasliktan uzaklastirdigini vurgulamistir.

Bu durum c¢alismasin1 ayirt edici kilan bagka bir nokta ve arastirmanin alanyazinda
konumlandirilmasi i¢in vurgulanmasi gereken bir diger husus ise OVD ¢alismalarinin
biiyiikk ¢ogunlugunun 6l¢eklere dayali nicel tasarima sahip olmasidir. Konuya iliskin
yakindan ve derinlemesine bir inceleme gereksinimi oldugu 6n kabulune dayanarak bu
calisma, nitel arastirma yontemleriyle diizenlenmistir ve katilimcilarin 6zgiin; kisisel ve
mesleki hikayeleriyle konuya aciklik getirmeyi amaglamaktadir. Diger yandan,
ogretmen kimligi ve OVD olmak iizere iki ayr1 arastirma odagini biitiinlestirmek ve bir
yabanci dil olarak Ingilizce 6gretiminin gerceklestigi s6z konusu baglamm bir durum
olarak arastirilmasi da ilgili alanda diger calismalar nezdinde aywt edici bir dneme
sahiptir denebilir. Caligma en yalin haliyle Ingiliz dili 6gretimi ve dgretmen egitimi
alanina ve oOrgiitsel davranig boyutuyla egitim yonetimini alan ve alanyazinina katki
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saglamay1r amaglamaktadir. Bunun yanisira Tirkiye'de yiiksekdgretim diizeyinde
Ingilizce 6greten dgretim gorevlilerinin “akademisyen” olarak kabul goriip gormedikleri
ve hatta kendilerini bdyle tanimlayip tanimlamadiklar1 gibi konulara egilinerek bir tiir
“kimlik catigmasi” durumunun da tartigilmast mevcut aragtrmanin hedeflerindendir

(Demir, Kapukaya ve Ozfidan, 2015).

Yontem

GOmiilii durum c¢alismalarinda, 6rnegin Orgiitsel bir durum caligmasinda, ana birim
addedilen yap1 biitiinsel bir anlayisla kurumun kendisi olarak ve yoneticiler ile ¢alisanlar
gibi birey gruplar1 da en kiigiik birimler olarak ele alinabilir (Scholz ve Tietje, 2002). Bu
yonelimle gémiilii durum incelemeleri, durum incelemelerinin temel bilesenlerinden biri
olan farkli analiz yapitaslarina sahiptir. Mevcut ¢alisma ayni zamanda bir orgiitiin tiyesi
olan bireylerle birlikte Orgiitsel bazi olgular1 da incelemeye aldigindan, arastirma

gomiilii, tek durum calismasi olarak tasarlanmastir.

Mevcut ¢aligmanin yapildigr okul Ankara’da bulunmaktadir. 1990'h yillarda bir vakif
iiniversitesi olarak kurulan {iniversitenin bugiin (bundan sonra CLU olarak anilacak)
halihazirda yaklasik 15000 6grencisi ve 1500 6gretim elemani bulunmaktadir. CLU,
ogrencilerinin ¢ogunlukla toplumda st siniftan gelen, ¢ogu 6zel liselerden mezun olan
ve ekonomik olarak ayricalikli oldugu, iilke c¢apinda prestijli ve taninmis vakif
tiniversitelerinden biridir. Ayrica akademik olarak basarili olanlara ve 6grenim iicretini

0demekte sikint1 yasayan ogrencilere bazi burs segcenekleri sunulmaktadir.

Durum calismasi arastirmasi, birgok veri kaynagina dayanmaktadir. Diger bir ifade ile
arastirilan olgunun derinlemesine bir analizini saglamak ve verilerin gecerliligini ve
giivenilirliginden emin olabilmek i¢in farkli veri kaynaklarina ihtiya¢ duyulmaktadir
(Yin, 2003). Bu tez calismasinda veri toplama araci olarak yari yapilandirilmis ve
yapilandirilmis  goriismeler, smif ici gozlemler ve arastrmacmin saha notlari
kullanilmistir. Bir vakif {iniversitesinin Yabanci diller boliimiinde ¢alisan katilimcilarla
3 kez bire bir sekilde goriisiilmiis ve bu goriismeler yapildiktan sonra kendilerinden odak
grup gorlismesine katilmalar1 istenmistir. Ek olarak, arastirmaci, veri toplamanin
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yapildigr  yariyilda O6gretmenleri  siniflarinda  gozlemlemistir.  Goriismeler  ve
ogretmenlerin smif i¢i gézlemleri tamamlandiktan sonra, ayni zamanda hem bulgular1
dogrulamak hem ifade edilmis olan “sorunlar’” ydnetsel ve Orgiitsel olarak
degerlendirebilmek i¢in bir yonetici ile son bir gériisme yapmustir. Goriismelerin toplam
stiresi 775 dakikadir ve toplam 9 sayfalik saha notlarmin yani sira 9 saat siiren smif
gozlemleri gergeklestirilmistir. Goriismeler arastirmaci tarafindan kaydedilmis ve desifre
edilmistir. Desifre siirecinden sonra, veriler ilk bulgularin giivenilirligini saglamak igin
kodlanmistir. Toplanan veriler, katilimcilarin ifadelerinin derinlemesine ve giivenilir bir
analizini yapabilmek i¢in sinif gézlem notlar1 ve arastirmacinin saha notlar1 kullanilarak

cesitlendirilmistir.

Veri analizi ve yorumlama siirecleri arastirmacinin verileri aymrmasini ve durum
arastirmasinda daha anlamli bir sekilde bir araya getirmesini gerektirir. Bu siirecte,
arastirmact ayrica kaliplar olugturur ve 2 veya daha fazla kategori arasinda bir ortiisme
arar. Sonunda arastirmaci, verileri analiz ederek genellemeler ortaya koyar ve bu
genellemeler insanlarin  durumdan Ogrenmelerine veya bir durumda yer olan
orneklemden hareketle 6grendiklerini kullanarak ilgili arastirma evrenini anlamalarma

yardim eder (Yin, 2013).

Birey ve odak grup goriismeleri yapildiktan sonra, kayitlar aragtirmaci tarafindan desifre
edilmis ve veriler MAXQDA programi yardimiyla kodlanmustir. Verilerin analizinde
tanimlayict kodlama kullanilmustir. Ilgili siirecte, verileri dikkatlice okumak ve tekrar
tekrar yorumlamak igin tekrarlayan bir desen izlenmistir. Temalar1 ve Kkategorileri
belirlemek i¢in arastirmaci veri setinde ileri geri hareket ederek siirekli karsilastirma
yonetimini kullanmistir. Kategoriler ve temalar olusturulduktan sonra arastirmaci uzman

goriisline basvurmustur.
Bulgular

[k soruya iliskin bulgular, gretmenlerin mesleki kimlikleri ile 6rgiitiin ve toplumun
icindeki konumlarinmn i¢ ice gectigini ortaya koymustur. Bir¢ok katilimecinin, onceleri

ogretmen olma idealine sahip olmamakla birlikte, digsal olanlardan ziyade ¢ogunlukla
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ozgecil ve igsel motivasyon kaynaklarindan etkilenerek O6gretmen olduklar1 ortaya
cikmistir. Meslek se¢imi konusundaki bu yapilanma, katilimcilarin toplumun diger
tiyelerinin onlar1 nasil algiladiklarima 6nem verdiklerini ama dgretmen olmanin mesleki
cevrelerinde ve toplumda konumlarimi kot bir diizeye c¢ektigine isaret etmistir.
Ogretmenlerin bu diisiiriilmiis benlik imajina yol agan temel nedenlerin, kendilerinin
karar alma siireclerinden dislanarak uygun fiziksel ve finansal kosullardan mahrum
edilmeleri, yonetim tarafindan saygi gérmeme ve takdir edilmemeleri sonucu yasadiklar1
giigsiizliik oldugu goriilmiistiir. S6zii gegen faktorlerin neden oldugu demoralizasyonun,
ogretmenlerin  profesyonellik algilarinda yanki buldugu anlasilmistir. Mevcut
orgiitlerinde calisma konusundaki isteksizlikleri goz Oniine alindiginda, 6gretmenlerin
profesyonelligi kavramsallastirmalarinin, bir dereceye kadar sistemle ilgili meseleler
nedeniyle problemli oldugu diisiiniilmektedir. Aslinda bu durum, katilimcilarinin bir
kisminm kendilerini profesyonel bir 6gretmen olmaktan uzak gormesinin nedeni olarak
da agiklanabilir. Ote yandan, baz1 katiimcilar da 6z deneyimlerini ve uygulamalarimni
temel alarak kendi profesyonellik siirlarini ¢izme egiliminde olarak izlenmistir. Dahast,
aktif Ogretmenler olarak kendi uygulamalarmmn, o6gretmenler veya “sézde”
akademisyenler olarak statiilerini degerlendirmek icin bir smir ¢izgisi islevi gordigii
algis1 ortaya ¢ikmustir Ki bu durumun kimlik ¢atismasi olarak sorunsallastirilmis oldugu
gozlenmistir. Bu karsilastirma, toplum i¢inde bireyler ve orgiit icinde profesyoneller
olarak degerlerinin algilanmasi, kendileri i¢in sunulan firsatlarin kapsami ve fiziksel ve

calisma kosullar1 ile karakterize edilmistir.

Ikinci arastirma sorusuna iliskin bulgular, Ogretmenlerin orgiitsel vatandaslik
davranislarmi farkli paydaslara kars1 ayni1 Olclide sergilemediklerini gostermistir.
Denebilir ki katilimcilar, 6rgiitle iliskili bazi faktorler sebebiyle kurumun kendisinden
ziyade Ogrencilere ve meslektaslarina karsi ekstra rol davraniglari gostermeye daha
istekli olarak izlenmistir. Dogrudan bireyleri kapsayan orgiitsel vatandaslik davraniglari
boyutlarmim (6zgecilik ve nezaket boyutlari), direkt olarak orgiite yonelik olan orgiitsel
vatandaglik davraniglarina (vicdanlilik, sportmenlik ve sivil erdem boyutlar1) gére daha

belirgin olmasinin nedeni budur denebilir. Katilimcilarin, 6grencileri ve meslektaslari ile
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olan iligkilerini degil de orgiitle iliskilerini sorunsallagtirdiklar1 i¢in gorev veya
problemlerle ilgili olarak yardim etme davranigi gésterme ve bununla baglantili olarak
isle ilgili problemleri ¢ozme egiliminde olduklari goriilmiistiir. Anilan durumun bir
anlamda katilimcilarin kendi kisisel tercihleri ve bakis acilariyla ilgili oldugu da ortaya
¢ikmistir. Buna ragmen, kendilerinden beklenen gérev performansi seviyelerinin 6tesine
geeme, isle ilgili sorunlardan sikayet etmeme ve Orgiite karst degisen baglilik ve
mesguliyet tiirleri gelistirme (aktif, alici, hassas ve yapici) boyutlarinin, katilimeilarin
orgiitsel baglilik, giiven ve adalet sorunlar1 yasamalar1 nedeniyle yetersiz oldugu
gOriilmiistiir. Bu durumun katilimcilar: 6rgiite katkida bulunma konusunda isteksiz hale
getirdigi ortaya ¢ikmustir. Bulgular, katilimcilarin yontemsel, etkilesimsel ve dagilimsal
adaletsizlige maruz kalmalarinin, kendilerinin orgiitsel etkinligi artirmak igin potansiyel
katki sunacak davranislardan uzak durmalarma yol actigini ortaya koymustur. Ayrica
Algilanan Orgiitsel Destek eksikligi, takdir eksikligi ve orgiitsel kararlarin disinda
birakilma, 6gretmenlerin kurum i¢in yenilik¢i fikirler iiretmemeyi veya boylesi fikirleri
uygulamaya koymamay1 tercih etmelerine sebep olmus ve kendilerinin mevcut
durumlarini korumaya calistiklar1 bir eylemsizlik durumu yarattigi gozlenmistir ki bu
durum bir anlamda “yapay konfor bolgesi” olarak adlandirilabilir. Bulgular, bu yapay
konfor bdlgesinin Orgiitteki mevcut sistemle ilgili sorunlarin otomatik olarak getirdigi
bir sey oldugunu ortaya koymustur. Bir diger ifade ile karsiliklilik normu, bir sekilde,
ogretmenlerin beklentilerinin ve elde etmis olduklarinin kaginilmaz bir sonucu olarak
ilintili denklemde yerini almistir. Bu eksende diistiniildiigiinde verilerden elde edilen en
onemli konu, bireylerin kendi hedefleri ile kurulusun hedefleri arasindaki dengesizlik;
catistk durum olmustur. Orgiit, kendi hedeflerini ve calisanlarm hedeflerini ortak bir
noktada bulusturamiyor gibi goriindiigii i¢in, Ogretmenlerin tamamen kendi kisisel
hedeflerine odaklandig1 goriilmiistiir ki bu durum kag¢inilmaz olarak kurum icinde
kolektivist bir kiiltiir yerine bireyci bir kiiltiiriin yerlesmesine yol agmistir. Kolektivist
kiiltiirtin ~ eksikligi meslektaglar arasindaki dayanismayi etkilemis oldugu ve
katilimeilarin  diger c¢alisanlar ile kendi etkilesimlerini ve iletisimini kisitlayarak
gruplagmaya gitmelerine neden oldugu gézlenmistir. Bahsedilen konfor bolgesine iliskin

bir baska 6nemli konu da kuruma hakim mikro ve makro diizeylerdeki liderlik

206



tarzlaridir. Okul yonetiminin adalet saglama, 6gretmen uygulamalarini planlama ve
organize etme, ¢alisanlarini giiglendirme, takdir etme ve sorunlarini ¢6zme yeteneginin
bu noktada oldukga kritik bir 6neme sahip oldugu ortaya ¢ikmustir. Yonetimin, yerlesik
ve toksik okul kiiltiiri nedeniyle eylemsizlik ya da duraganlik durumuna girmesi,
uygulayicilar olan 6gretmenlerin performans, tutum ve inanglarini olusturmasinin yani
sira merkezi bir vatandaglik roli kimligi gelistirmelerinde 6nemli bir etkisi olmusg gibi
goriilmektedir. Mevcut durumda, Ogretmenler ve yonetim arasinda bir tiir sosyal
sozlesmenin goriiniir hale geldigi anlasilmistir. Bu manada ne ydnetimin hocalardan
daha fazlasin1 beklemekte oldugu ne de 6gretmenlerin formal rollerinin Gtesine gegmeye
istekli oldugu soylenebilir. Dahasi, katilimcilarin motivasyon problemleri nedeniyle
formal gorevlerini yerine getirmekte zorlandiklari izlenmistir. Kritik bulgulardan birisi
de merkezi bir vatandaslik rolii kimligi gelistirmenin mevcut orgiitte sorunlu bir ¢ikt
olarak addedilmesine ragmen Ogretmenler, 68rencilerini bu ¢atismadan ve sorunlardan
uzak tutmaya gayret ettiklerini, bu sekilde performanslarina ve davranislarina zarar
vermemeye c¢aba gosterdiklerini ifade etmistir. Tim bunlar degerlendirildiginde
katilimcilarin ¢ogunlugunun yukarida belirtilen 6rgiitsel faktor ve parametrelere maruz

kalmalarinin bir sonucu olarak ¢evresel vatandaslik rolii kimligi gelistirdigi sdylenebilir.
Tartisma ve Sonug¢

Katilimcilarin - sahip olduklar1 kigisel egilimlerini ve oOzelliklerini, 6gretmenlik
mesleginin durumunu, meslegin mali boyutlarmi ve problemli alanlarini dikkate
aldiklar1 goriilmistiir. Bu boyutlar, tglii ¢ercevedeki igsel, digsal ve 06zgecil
motivasyonlarin kariyer se¢imi agisindan Onemini vurgulayanlara benzer niteliktedir
(Kyriacou ve Coulthard, 2000). I¢sel nedenlerle ilgili olarak katilimcilarin genelde bir
dil 6grenim-6gretim alami olarak ve iletisim kanali olarak Ingilizce egitimine ilgi
duyduklar1 sdylenebilir. Ote yandan, katilimcilarm egitim-6gretimi sosyal agidan faydali
bir ¢aba olarak algilamalari, 6gretmen olmay1 segmelerinin 6zgiiven yaratan bir nedeni
ve Ogretmen benliklerini anlasilir kilan bir araci gibi diisiiniilebilir. Sosyal statii veya
prestij, finansal olgular ve ¢alisma kosullar1 gibi digsal motivasyon etmenleri s6z konusu

oldugunda, katilimcilar meslegin ¢alisma kosullarin1 ve sosyal ve finansal statiilerini

207



yetersiz bulduklart i¢in bunlardan anlamli 6lgiide etkilenmediklerini belirtmislerdir.
Bagka bir deyisle, digsal faktorlerin 6gretmenlik meslegini se¢meleri anlaminda,
katilimcilar i¢in yeterince motive edici degil aksine, 6zellikle gorece daha az deneyimli
olanlar i¢in, bir sekilde cesaret kirici dahi olduklar: ortaya ¢ikmistir. Digsal motivasyon
kaynaklarmmin kidemli 6gretmenler i¢cin belirleyici olarak daha 6n planda olmasinin
nedeni, hem organizasyondaki hem iilkedeki dissal kosullarin gegmiste daha iyi ve daha
cazip olmasiydi. Kagmilmaz olarak bu durum toplumda &gretmenlerin dgretmenlerden
biri olarak 6gretmenlerin yeri bakimindan biiyiik bir degisiklik oldugunu gdésteriyor. Bu
bulgulara benzer bir sekilde Ekinci (2017), igsel motivasyon kaynaklarmin gretmen
adaylarinin meslek ve alan se¢imini etkileme olasiligimin daha ytiksek oldugunu, dissal
motivasyon faktorlerinin ise kariyer se¢iminde orta diizeyde bir etkiye sahip oldugunu

vurgulamigtir.

Aydin, Demir ve Erdemli (2015) c¢alismalarinda iist yonetim politikalar, diistik
ucretlendirme, 6gretmen istihdamina iliskin sorunlar, egitime verilen 6nemin azhigi,
meslegi istemsiz segmeyi; “Baska bir sey yapamiyorsan 6gretmenlik yap” anlayisini ve
toplumun diisiik egitim seviyesi gibi konular iizerinde durmustur.Yukaridaki faktorlere
ek olarak profesyonel olmayan faktorler icerisinde, baskalarmin goriisleri ve medya yer
alirken, 6gretmenlerin kisisel haklari, yukar1 dogru hareket olanaklari, meslege giris
kosullar1 ve 6gretmen ihtiyaglar1 arastirmacilar tarafindan profesyonel faktorler olarak
kabul edilir. Benzer sekilde, Unsal (2018), 6gretmen yetistirme kurumlarina ve ¢alisma
kosullarina da bagl olarak ortaya ¢ikan 6gretmenlik mesleginin diisiik statiistiniin 8 ana
nedeninden soz etmektedir. Bunlardan bazilari; ekonomik kosullar, medya, 6gretmen
nitelikleri, iist diizey yOneticiler ve egitim politikalar1 olmustur. Mevcut calisma ayni
zamanda algilanan profesyonel 6gretmen kimliginin toplum, dis kosullar ve farkli
yonetim diizeyleri ile nasil i¢ ice gegtigini ortaya koyan bir 6zelliktedir. Bilhassa okul
yonetiminden baslayarak, {iniversitenin Yiiksekdgretim Kuruluna (YOK) tabi olusu,
mikro ve makro diizeyde yoOnetim birimlerinin uygulamalar1 gibi durumlarin,

ogretmenlerin fiziksel ve zihinsel refahi lizerinde biiyiik bir etkisi oldugu sdylenebilir.
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Aydmn, Demir ve Erdemli'nin (2015) vurguladigi gibi, bir iilkedeki kiiltiirel, sosyo-
politik ve sosyo-ekonomik atmosferi ¢evreleyen toplumda koklii bir olgu olarak egitime
verilen gitttikge azalmig 6nem de tartigilmalidir. Bu 6nemin varligi toplumun var olma
cabasini, gelisimini yansitmakta ve sahip oldugu nitelikli insan kaynagmi ortaya
koymaktadir (Durdukoca, 2019). Ogretimin algilanan degerinin, dzellikle 1970'lerden
sonra tarihsel bir degisimden gectigini, daha sonra sanayilesmenin yani sira sosyal ve

politik degisimler sonucunda giderek azaldiginin alt1 ¢izilmistir.

Arastirmaya katilanlar, kendilerini 6gretmen olarak tanimlayabilmek i¢in kendi kariyer
asamalarmdan yararlanmis goriiniiyorlardi. Ote yandan, kendi asamalarindan ziyade
diger asamalarla ilgili goriislerini ifade etmislerdir. Cogu katilime1 deneyimsiz
Ogretmenlerin adeta kendilerini sudan ¢ikmis bir balik gibi hissettigini belirterek
yasadiklar1 miicadelenin altim1 ¢izmistir. Ayrica bulgular 6gretmenlerin  kimlik
catigmalarinin bircoguyla bu asamada karsilastiklarini, rollerini anlamada, g¢alisma
yerlerine alismakta c¢ikmaza girdikleri sikigik bir durum deneyimlediklerini ortaya
koymustur. Gorece az deneyimli dgretmenlerle ilgili olarak, Thomas ve Beauchamp
(2011) benzer sekilde ilk basta kendilerini zorluklara hazir hisseden yeni 6gretmenlerin
daha sonra hayatta kalma moduna bir gecis yasadiklarmi vurgulamistir. Ayrica, meslege
yeni katilan 6gretmenlerin olduk¢a karmasik, aci verici ve sorunlu bir siire¢ arz eden
profesyonel bir kimlik gelistirmeye yonelik ¢aba gosterdikleri de vurgulanmustir. Bu
calismanin bulgularmna benzer bir sekilde, Fessler ve Christensen (1992) de 6gretmen
kariyer dongiisiiniin dogrusal bir bi¢imde ilerlemesine, ayn1 zamanda ¢ok sayida inis ve

¢ikisla dinamik bir sekilde siirdiigiine vurgu yapmustir.

Diger taraftan, son yillarda, karar alma siire¢lerinden dislanma durumu, kendilerini
degerli hissetmek isteyen, fikirlerinin ve yoOnetsel siireglere katilimlarmin
Oonemsenmesini isteyen 6gretmenler i¢in bilyiik bir sorun olmustur. Mevcut ¢aligmanin
bulgulari, katilimcilarm karar alma siirecine arzu edilen 6l¢iide dahil edilmedigini ortaya
koymus ve kendilerinin siirece dahil olmamalarindan kaynaklanan rahatsizliklarinin
altim1 ¢izdiklerini ve dolayisiyla bazi motivasyon ve baghlik sorunlari yasiyor

olduklarmi agiga ¢ikarmistir. Organizasyona katkida bulunma isteksizligi ve motivasyon
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eksikliginin katilimcilarda organizasyonun bir parcasi olarak hissedememe durumuna
yol actig1 ve orgiite baghligin kalmadig: ifade etmislerdir. Ozdogru ve Aydin'm (2012)
calismasindan elde edilen bulgular da, 6gretmenlerin motivasyon diizeyleri ve karar
alma siirecine katilimlar1 arasinda dogrusal ve pozitif bir iliski oldugu vurgulamistir.
Alanoglu ve Demirtas (2019), 6gretmenlerin karar alma siirecine katiliminin “esas
olarak grup Kkararlarinda”, “bazen” Ogrenci islerinde ve ‘“nadiren” okul yOnetimi
boyutunda oldugunu kesfetmistir. Bu bulgular aslinda okulda 6zellikle yonetim ve

yonetim politikalar1 agisindan var olan bir demokrasi sorunu olarak da yorumlanabilir.

Ayrica, profesyonel bir o6gretmenin niteliklerini  katilimcilarin  algilarina  gore
cerceveleyen mevcut calisma, profesyonel Ogretmenin bilesenlerini iic kategoride
sunmustur. Bunlar rol kimlikleri, evrensel degerler ve kisilik 6zellikleridir. Bu bulgunun,
Tichenor ve Tichenor’un (2005) Sockett’ten (1993) esinlenerek modelledigi

kategorizasyonuna parallelik olusturdugu saptanmistir.

Mevcut ¢alisma, 6zellikle meslege yeni baslayan ve kariyerinin ortalarinda yer alan
dgretmenlerin, iiniversiteler biinyesinde Ingilizce dgretim elemani olmay1 “akademiye
bir giris kapis1” olarak gordiiklerini ortaya ¢ikarmistir. Herhangi bir akademik unvani
bulunmayan 6gretim elemanlarinin bir sekilde tam uygulayici olmalar1 ve akademisyen
olarak performans gdstermeleri ya da gostermemelerine ragmen Ogretmen ve
akademisyen kimliklerinin bir sekilde i¢ i¢e ge¢mis olarak algiladiklar1 gézlenmistir.
Benzer sekilde, Demir, Kapukaya ve Ozfidan (2015), Ingilizce dgretim elemanlarmin,
daha fazla is yiikii, daha diisiik maas, az saygi, smirli sosyal haklar ve diger
[akademisyenlere kiyasla daha diisiik statii] algilarina sahip olduklarin1 ortaya
koymustur. Mevcut calisma bulgular, bu calismaninkiler ile 6gretmenlerin kendi

konumlarma iliskin algilar1 ve profesyonel kimlikleri agisindan paralellik gostermistir.

Mevcut calismada, katilimcilarm algilanan OVD’lerini arastrmayi amaglayan ikinci
arastirma sorusuna iligkin bulgular, kendilerinin 6rgiitsel vatandasliklarina iligkin ciddi
sorunlara isaret etmektedir. OVD’nin vicdanllik, centilmenlik ve sivil erdem,

boyutlarinda orgilitsel vatandaslik davramiglarinin daha az izlendigi, buna karsilik
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ozgecilik ve nezaket botutlarinda nispeten daha yaygin olarak gozlendigi sdylenebilir.
Benzer sekilde, farkli arastrmacilar da kisisel degerlerin dogrudan bireylere yonelik

OVD’ler iizerindeki etkisine dikkat cekmistir (Cohen 2007; Somech ve Khotaba, 2017).

Bu caligmada, katilimcilarin organizasyon ig¢indeki konumlarmm, istendik olmayan
fiziksel ve finansal kosullarin ve sinirli mesleki gelisim firsatlarmin diisiik diizeylerde is
tatmini sorunu yarattig1 izlenmistir. Mevcut bulgulara benzer sekilde, 10 farkli okuldan
275 6gretmeni arastiran Sesen ve Basim (2012), orgiitsel baghiligin 6rgiitsel vatandaslik
ile i3 doyumu arasindaki iliskide araci bir rol oynadigr sonucuna varmistir. Bu
dogrultuda okul yoOnetimlerinin, c¢alisanlarinin baghlik diizeylerini 6lgmek ve
degerlendirmek zorunda olduklar1 ve ayrica bu anlamda onlemler almak ve baglilik
sorunlarint ¢6zmek igin gerekli degisiklikleri yapmak zorunda olduklar1 durumu ortaya
cikmaktadir. Bu ¢alisma katilimcilar, yonetimin orgiitsel baglilik davraniglar1 ve is
tatmini ile ilgili sorunlar1 Onlemek i¢in gerekli Onlemleri almadiklarma inandiklari
sonucuna varmistir. Ayrica katilimcilar pasifize edildiklerinin altin1 ¢izip yaratici
¢ozlimler ve yenilikler gérmek istediklerini belirtmiglerdir. Bununla iliskili olarak,
Cohen ve Keren (2010) 6rgiit kiiltiiriiniin boyutlarmin OVD'nin énemli bir belirleyicisi
olabilecegini ve bu ikisinin gii¢lii bir iliskiye sahip oldugunu ortaya koymustur. Ayni
sekilde, Arikan’m caligmasi (2011) orgiitsel kiiltiiriin ve katilim, uyum, tutarhilik ve

misyon boyutlarmm OVD'yi 6ngdrebilecigini desteklemistir.

Bundan bagka, bulgular katilimcilarin yonetime biiyiik 06lgiide glivenmedigini,
meslektaglarina ise kisman gilivendiklerini gostermistir.  Bu durumun, oOrgiite ve
meslektaslara kars1 sergilenen Orgiitsel vatandaglik davraniglarini engelleyen ve orgiitsel
baglilig1 azaltan bireyci bir kiiltiire yol agtigi goriilmektedir. Ayni sekilde, Leon ve
Finkelstein (2011), kolektivizmin 6rgiitsel kaygi ve toplum yanlis1 degerler ile diirtiilerin
ve OVD'nin yani sira rol kimliginin énemli bir yordayicist oldugunu ortaya koymustur.
Bu nedenle, biiyiik 6l¢iide kollektif bilinci veya kiiltiirii olmayan okullarda, ¢alisanlarin
orgiitsel vatandaslik davraniglarindan yoksun kalabilecegi soylenebilir. Nitekim

calismalar da (Yilmaz ve Altinkum, 2012; Saidi ve Akbari, 2015), organizasyon ve
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meslektaslara duyulan giivenin, ogretmen OVD'si ile pozitif iliskili oldugunu

gostermistir.

[ligkili bir boyut olarak, érgiitsel adaletsizlik, katilimcilarin OVD'lerinin, dzellikle de
kuruma yonelik olanlarin, 6nemli bir Onleyicisi olarak ortaya c¢iktigi goriilmistiir.
Katilimcilar, gorev dagilimi, terfi etme, calisan-yonetici iligkileri, finansal durum ve
konumlariyla ilgili olarak farkli bigimlerde haksizliklar yasadiklarini belirtmistir.
Calismanin bulgular1 katilimcilarin karsiliklilik perspektifine sahip oldugunu ortaya
koymustur. Calisma grubu iiyelerinin, beklentilerinin ve ihtiyaclarmin karsilanmadigini
disiindiiklerinden, ekstra rol davraniglarindan uzak durma egiliminde olduklar
izlenmistir. Bu bulgu mevcut alanyazindaki bulgular ve sosyal degisim teorisi ile
uyumludur. Bir bagka ¢alisma da (Selamat, Nordin ve Fook, 2017), karsiliklik ilkesinin
bir sonucu olarak orgiitsel adalet ve OVD arasinda pozitif bir iliski oldugunu
vurgulamistir. Ayrica, yOnetimin Ogretmenlere adil ve etik davrandigi zaman
ogretmenlerin OVD’ler ile hareket ederek kalite iliskisini siirdiirmek istediklerini de
eklemistir. Bu baglamda, mevcut c¢alisma, yOnetimin tonunun, TUslubunun Ve
yaklagiminin, dgretmenlerin formal rollerini ve ekstra rolleri sergileme davranislarin,
orgiitsel baghliklarini ve giivenlerini kazanmada olduk¢a 6nemli bir faktor oldugunu
gostermektedir. Somech ve Ron (2007) ile Cohen ve Karen (2010) liderlik tarzinmn
OVD'nin tiim boyutlar1 iizerinde biiyiikk bir etkisi oldugunu vurgulamis ve ayrica
yoneticiler ve ¢alisanlar arasindaki iligkinin 6nemine dikkat ¢ekmislerdir. Bu dogrultuda,
hem karar verme hem dagitim adaleti konularma deginen Selamat, Nordin ve Fook
(2017), yoneticilerin siire¢ boyunca 6gretmenlerin goriislerini dikkate almalar1 gerektigi
ve gorevlerin Ogretmenler arasinda dagitilmasi konusunda adil olmalarinin 6nemini
vurgulamistir. Adil gorev dagilimi, calisan motivasyonunu, ve baghligini etkileyen
oldukca o6nemli bir faktor olmustur. Bu anlamda, Weikamp ve Goritz (2016),
calisanlarin bir Orgiitteki kalan zamanlarindan ziyade algiladiklar1 kalan firsatlarminin
OVD performanslarmi 6ngordiigiinii vurgulamustir. Siiphesiz bu bulgu, &rgiitlerdeki
gorevlerin, terfilerin ve mesleki gelisim faaliyetlerinin Ogretmenlerin  Orgiitsel

davraniglarinda 6nemli bir yere sahip olabilecegini de gostermektedir. S6z konusu bu
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adil ve etik liderlikle ilgili olarak, daha yakin tarihli bir ¢alismada, Gerpott, Quaquebeke,
Schlamp ve Voelpel (2019), algilanan etik liderligin, bir lider i¢in son derece prototipik
olarak algilanmasi durumunda, takipgilerin veya c¢alisanlarin ahlaki kimligini ve ahlaki
benlik kavramimi etkileyerek OVD'yi olumlu yonde etkiledigini 6ne siirmiistiir. Bu tarz
bir liderlige ek olarak, Oplatka (2013), okul yoneticilerinin, 6gretmen inisiyatifi igin yer
acarak, ogretmenlere destek vererek, olumlu duygulari ifade ederek ve olumlu geri

bildirimler vererek 6gretmen OVD’lerini tesvik edebilecegini vurgulamustir.

OVD ve kimlik ile ilgili diger dnemli bir bakis agisi rol kimlikleridir. Stryker (1980) ve
Stets ve Burke (2005), bireylerin kimliklerini daha 6nce de belirtildigi gibi hiyerarsik
olarak diizenlediklerini vurgulamustir. Belirgin kimlikler, o kisinin kimliginin 6nemine
bagl olarak c¢esitli durumlarda gercgeklestirilebilir. Bununla birlikte, bu kimlikler
yalnizca gbze ¢arpan bir temeli degil ayn1 zamanda Stoner, Perrewe ve Munyon'un
(2011) wvurguladigi gibi, insanlar tzerindeki baglamsal faktorlere ve baskiya da
dayanmaktadir. Dolayisiyla, rol kimliklerinin 6zellikle 6rgiitlerde ¢ok sayida dinamigin
etkisine a¢ik oldugunu sdylemek yanlis olmayacaktir. Penner, Midili ve Kegerlmyer
(1997), baglangicta ekstra rol davranislar1 sergilerken sonralar1 bireylerin rol kimligi
olarak da kabul edilebilecek bir "vatandashik kimligi" gelistirdiklerini ifade etmislerdir.
Stoner, Perrewe ve Munyon'a (2011) gore, rol kimlikleri bireylerin sosyal iligkilerini ve
rol beklentilerini vurgulamaktadir ve diger insanlarin i¢sel rol beklentilerini
yansitmaktadir. Bu nedenle bireyler, bu davraniglara toplum yanlist motivasyonun bir
sonucu olarak, kendi kimlikleriyle uyumlu bir sekilde diistindiikleri ve davrandiklar1 gibi
pozitif bir benlik imaj1 ve saygmnlik siirdiirme arzusu (Grant ve Mayer, 2009) dahil

ederler.

Penner vd. (1997), bir vatandaghk kimliginin uzun vadeli veya daha uzun siiren
OVD'leri ortaya g¢ikardigmi ve yiiksek seviyelerde OVD sergileyen bireylerin bunu
orgiitlerindeki rollerinden biri olarak kabul etmeye basladigini ve kisisel ve sosyal bir
kimlik gelistirdigini 6ne siirmiistiir. Bu aym zamanda, OVD vyapis: ile ilgili olarak
tartisilmakta olan rol-ici davramislar olarak ekstra-rol davramislarinin = asiri

genellestirilmesi seklinde de algilanabilir. Penner vd. (1997), Stoner, Perrewe ve
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Munyon (2011), bireylerin igeriksel baskilar olmadan tercih ettikleri ve ¢agirici olarak
tanimladiklar1 merkezi kimlikleri tartismislardir. Aksine, gevresel kimliklerin, durumsal
kuvvetlerin ve itici giiclerin varliginda tetiklendigini belirtmislerdir. Bu bakimdan, ¢ok
sayida arastirmaci tarafindan OVD ile birlikte tartisilan izlenim ydnetimi kavraminm da
belki tekrar gozden gecirilmesi gerekmektedir. Finkelstein ve Penner (2004), bireylerin,
sosyal degerler, Orgiitsel kaygilar ve izlenim yoOnetimi olmak {lizere ii¢ farkli giice
dayanarak ekstra rol davranisi sergilemekte olduklarindan bahsetmistir. Stoner vd.
(2011), OVD’yi baskalarmn kendileriyle ilgili algilarii yonetmek igin bir arag olarak
goren bireylerin, belirli davranislarim veya rollerin 6z benlik algilar1 i¢in gergekten
onemli oldugunu hissetmedigi ve ekstra rollerini yerine getirmelerinin, alabilecekleri
destek veya gayri resmi Odiillere bagli oldugunun alini ¢izmistir. Boylece Stoner vd.
(2011), bu bireylerin merkezi vatandashk rolii kimligi gelistiremedigini ancak yine de

cevresel vatandaslik rolii kimligine ihtiya¢ duyduklarini vurgulamistir.
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