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ABSTRACT

THE INTERPLAY BETWEEN WORKPLACE AND ENGLISH LANGUAGE
TEACHERS’ WELL-BEING: A CASE STUDY

ATES, SALIH CAN
M.A., The Department of English Language Teaching
Supervisor: Prof. Dr. A. Cendel KARAMAN

April 2024, 187 pages

The profession of language teaching, due to its frequent engagements with diverse
subjects in various situations, can involve elevated stress levels, poor working
conditions, diminished motivation, and language teacher attrition and burnout. On
the other hand, teachers who experience high levels of well-being in their working
contexts generally teach more effectively and build up better relationships with their
learners, colleagues, and administrative superiors. Even though there are studies
investigating language learners’ well-being in Tiirkiye, language teachers, their well-
being, and its relationship with their teaching contexts have not been investigated
thoroughly. This study aimed to explore English language teachers’ well-being in
relation to organizational and interactional factors. In accordance, a qualitative case
study was conducted at a private middle school in Tiirkiye. Through the participation
of 8 English language teachers, data were collected with semi-structured interviews
and weekly diary entries over one and a half months during the 2023-2024 academic
year. Collected data were analyzed by a combination of 5-step-analysis and thematic
analysis methods. The findings of the study revealed that the participants

experienced fluctuating levels of well-being in relation to the organizational and
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interactional factors in their workplace. While positive interactions with educational
stakeholders, additional financial benefits, and feeling of safety contributed to
participants’ well-being positively, organizational factors such as excessive workload
and expectations, work-life balance, physical space, technological infrastructure, and

insufficient salaries decreased their levels of well-being.

Keywords: Well-being, English language teachers, English language teachers’ well-

being, organizational factors, interactional factors
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INGILiZCE OGRETMENLERININ ESENLIGI ILE IS YERLERI ARASINDAKI
ILISKI: BIR DURUM CALISMASI

ATES, SALIH CAN
Yiiksek Lisans, Ingiliz Dili Ogretimi Boliimii

Tez Yoneticisi: Prof. Dr. A. Cendel KARAMAN

Nisan 2024, 187 sayfa

Cesitli durumlarda ve cesitli konularla sik sik mesgul olmasi nedeniyle dil 6gretimi
mesleginde yliksek stres seviyeleri, kotii calisma kosullari, azalan motivasyon,
yipranma ve tiikkenmis yasan dil gretmenleri olgulari ile karsilasabilmektedir. Ote
yandan, c¢alisma baglamlarinda yiiksek mutluluk yasayan ogretmenler genellikle
daha etkili 6gretim yontemlerine sahip olmakta ve d6grencileriyle, meslektaslariyla ve
idari TUstleriyle daha iyi iliskiler kurmaktadirlar. Tirkiye'de dil Ogrenenlerin
esenligini arastiran caligmalar olmasina ragmen, dil 0gretmenlerinin esenligi ve
bunun Ogretim baglamlariyla iliskisi kapsamli bir sekilde arastirilmamistir. Bu
caligma, Ingilizce dgretmenlerinin esenligini baglamsal ve iletisimsel faktorlerle
iligkili olarak arastirmayr amaglamistir. Bu dogrultuda Tiirkiye'deki o6zel bir
ortaokulda nitel bir durum calismas yapilmistir. 8 ingilizce 6gretmeninin katilimiyla
2023-2024 egitim-0gretim yilt boyunca bir buguk aya yayilan siiregte yari
yapilandirilmig goriismeler ve haftalik gilinliik girisleri ile veriler toplanmuistir.
Toplanan veriler 5 asamal1 analiz ve tematik analiz yontemlerinin birlesimiyle analiz
edilmistir. Arastirmanin bulgulari, katilimcilarin i yerlerindeki baglamsal ve

etkilesimsel faktorlerle iligkili olarak dalgalanan diizeylerde esenlik yasadiklarini
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ortaya ¢ikarmistir. Egitim paydaslariyla olumlu etkilesimler, ek maddi faydalar ve
giivenlik hissi katilimcilarin esenligine olumlu katkida bulunurken, asirt is yiikii ve
beklentiler, is-yasam dengesi, fiziksel alan, teknolojik altyapi, yetersiz maaglar gibi

organizasyonel faktorler katilimcilarin esenlik seviyelerini diislirmiistiir.

Anahtar Kelimeler: Esenlik, ingilizce 6gretmenleri, Ingilizce Ogretmenlerinin

esenligi, organizasyonel faktorler, etkilesimsel faktorler
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CHAPTER 1

INTRODUCTION

1.0. Presentation

This chapter consists of four sections. In the first section, the background
information to the study will be presented by relevance to the importance of well-
being in education. Secondly, the statement of the problem is presented by touching
upon the important issues in the given context at hand. The third section reveals the
significance of the present study by indicating the current gaps in the literature.

Lastly, the objective of the research and the research questions are presented.

1.1. Background to the Study

A brief analysis of the literary works about human psychology will reveal that
wellbeing is a fundamental issue of human life. For example, in “The Moral
Landscape” Harris (2010) claims that well-being concerns the most important
questions about personal values, morality, and the purpose of life. For that reason, it
might be asserted that the investigation of well-being is a critical necessity in order to
provide psychologically safe environments for the places where human beings work
together in harmony. Exploring the concept of wellbeing is essential as it is one of
the most influential traits in people’s life since it has the capability to influence “the
practices of government, teaching, therapy, parenting, preaching, as all such

endeavors aim to change humans for the better” (Ryan and Deci, 2001, p. 143).

In this respect, considering the nature of the teaching profession, in which teachers
generally experience the emotions of satisfaction and joy (Schutz, 2014), it can be
asserted that teachers are intrinsically motivated as they believe that they can

contribute to their learners’ growth as well as advancing the society that they live in
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(Bakar et al., 2014). Such positive experiences and emotions clearly enhance the
teachers’ professional well-being as well as how well they do in their job. However,
as the teaching profession requires day-to-day interactions with different subjects in
various contexts, it is generally characterized by high levels of stress, poor working
conditions, lower motivation, and increasing burnout and attrition rates (Mercer,

2023; Swanson, 2008).

In addition to these, more and more teachers are becoming inclined to leave the
teaching profession as they are experiencing burnout because of the excessive
demands of the educational institutions, and for that reason, the education quality as
well as the well-being of the countries are being affected in the long run as teachers’
well-being has a collective impact on the whole society (Lipinska-Grobelny &
Narska, 2021). Accordingly, the relevant literature also shows that the well-being of
the teachers affects the educational outcomes (Gilman & Huebner, 2006),
relationships inside the classroom (Roorda et al., 2011), and other non-educational

schooling visions (Jackson et al., 2020).

It is possible to observe high rates of teacher burnout and attrition rates in the global
contexts (Borman & Dowling, 2008; Gregersen et al., 2023; Herman et al., 2018;
Kinay et al., 2021; McCallum & Price, 2010). Among the reasons of these increasing
rates, unsatisfactory financial resources and social status of the teachers, inconsistent
educational values, uncertainty about the traditional value of education and
inadequate working conditions rank as the most prominent ones (Karikova, 2010).
Additionally, excessive workload (Shernoff et al., 2011), ambiguous responsibilities
put on the shoulders of the teachers, high expectations of the educational institutions,
demanding and uninterested nature of the learners (Skaalvik and Skaalvik, 2017),
and the high emphasis on standardized tests in educational policymaking (Lever et

al., 2017) pose a great threat on teachers’ well-being.

The complex nature of the concept of well-being makes it almost impossible to
reduce this term to a single definition. However, it may be asserted that well-being is
heavily connected with the individual aspirations such as feeling of success,

belongingness, having good mental and physical health, or being able to cope with
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the stressors at the workplace. Therefore, well-being is a desirable condition for
people in their professions as it is directly related with how efficient they handle their
professional tasks. As the focus of the current study is directly related with the
teacher well-being, it is important to indicate the definition of teacher well-being and
what constitutes it. According to Fox (2021), the following components are the main
factors that play critical roles in teachers’ well-being:
e Teacher efficacy (i.e., teachers’ self-beliefs in their ability to teacher and
guide their students)
e Teacher disposition (i.e., individual characteristics of teachers and their
professional qualifications)
e School connectedness (i.e., schools’ climate, interpersonal relationships
within the teaching context)

e Job specific stress (i.e., heavy workload, pressure, time management).

From a psychological perspective, on the other hand, teacher well-being can also be
defined through hedonic and eudaimonic approaches. While the hedonic approaches
focus more on the emotional experiences of the teachers and how well they are able
to regulate their emotions (Gu & Day, 2007; Frenzel, 2014; Schutz & Zembylas,
2009; Isenbarger & Zembylas, 2006), the eudaimonic approaches also consider the
social context in which teachers work; thus stressing the effect of organizational
factors on teachers’ well-being such as the workplace culture and thriving work
conditions within the organizations and institutions (Cameron & Spreitzer, 2012).
So, it may be asserted that even though the individual factors may determine
teachers’ well-being, it is also equally important for teachers to work in
physiologically safe environments where they are motivated and professionally
supported. As Quinlan (2017) also indicates, teacher well-being plays a key role
during the design of educational programs as they dominantly affect the quality of

education and main educational stakeholders.

Even though teachers of other subjects such as may undergo similar experiences to
language teachers in terms of their well-being levels, teaching and communicating in
another language brings additional and unique stressors to the profession of language

teaching. For example, as teaching a language requires an awareness of the target
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culture as well, language teachers may have to handle intense intercultural demands
in their work (King & Ng, 2018; Mercer et al., 2016). In addition to this, as they
sometimes have to teach native-like students whose language proficiency is already
quite high, they might feel the stress of low linguistic ability during such interactions
(Mousavi, 2007). Lastly, as the general methodologies that are currently followed in
language teaching such as the communicative approach require intense interaction
patterns between the teachers and the students, they can be regarded as highly
energy-consuming (Borg, 2006).

In addition to such job-specific factors, language teachers’ well-being may also be
affected by factors such as job insecurity (Vatansever & Gezici-Yal¢in, 2015), heavy
workload (Wieczorek, 2016), and high expectations from the other educational
stakeholders such as administratrarors, parents, or students. Moreover, language
teachers’ self-efficacy (Day, 2008), and the autonomy that they have over their own
teaching practices can be considered as important determiners of their well-being
(Pearson & Moomaw, 2005). Considering these, in addition to the teachers who
teach other subjects than languages, the well-being status of the language teachers is
worth investigating and exploring as positive educational outcomes are heavily
depended on them. As Fredrickson (2011) also puts forward clearly, teachers
experiencing higher levels of well-being will be more inclined to find effective

methods of teaching and integrate the concept of innovation in their own profession.

1.2. Statement of the Problem

Due to the intensive requirements, teaching profession has been characterized by
high levels of stress, poor working conditions, lower motivation, and increasing
attrition and burnout rates (Swanson, 2008; Di Carlo, 2011; Kidger et al., 2016).
Therefore, it seems quite challenging for language teachers globally to maintain their
energy, commitment to teaching, motivation, and well-being at desired levels (Gu &
Day, 2007). The unique characteristics of being a language teacher, on the other
hand, add extra burden on the shoulders of the language teachers as they have to deal
with excessive workload in a limited time given to them (Macintyre et al., 2020).

However, as teacher well-being is a desirable state for language teachers because of
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the possible educational benefits such as being able to establish more positive
interactions with learners, creative teaching, and contributing to students’ academic
potential (Bajorek et al., 2014; Briner & Dewberry, 2007; Kern et al., 2014), it

should be considered as a necessity in educational organizations.

In addition to the aforementioned stressors, after the COVID-19 pandemic, the
educational stakeholders all over the world had to adapt to abrupt changes in the
educational programs as there has been a quick shift to emergency remote teaching
(ERT). Likewise, language teachers in different global settings were required to
make swift adaptations to this new system without having enough time to prepare
themselves let alone getting training (Penton Herrera & Martinez Alba, 2021). This
memorable event made language teachers more prone to the negative emotions they
had already been experiencing in their occupations such as stress, attrition, burnout,

and lower levels of well-being.

Even if the teaching was a respectable profession in Tiirkiye in the past (Alkan,
2000), false accusations against the teachers were raised by the public on mainstream
and social media platforms and the professional myths regarding the job of teaching
were rumored among the members of the Turkish society. For example, teachers are
believed to be reckless workers with long time spans for their holidays and they are
thought to be paid well by the ministry of education (Vatansever & Yalgin, 2015,
p.91). Moreover, the effects of neoliberalism can also be seen in the educational
context of Tiirkiye as most of the schools in primary, secondary and tertiary levels
are privatized (Harvey, 2005), and the parents are seen as the potential customers
contributing to the school income. In most private schools, language teachers are
expected to work relentlessly under harsh conditions, and they are not given enough
assurances about the problems that they might face in and outside the school context
(Kasimi & Hangisi, 2021), which creates obstacles for these educators to serve as
total intellectuals who may shape the future generations with their insights and

guidance (Giroux, 1998).

For these reasons, it is currently more important than ever to investigate the

individual, organizational, and interactional factors that affect language teachers’
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well-being and offer insights for educational institutions that may create positive
working conditions and environments for the teachers in long term so that they can

have a better sense of well-being.

1.3. Significance of the Study

The review of the relevant literature will show that even though the area of teacher
well-being is gaining popularity among scholars from different parts of the world,
the number of research studies on language teacher well-being is still relatively low.
Even though there has been an increase in the number of research studies conducted
lately on teacher well-being, those studies that consider this issue as the focus are
generally based on different global contexts and they generally follow quantitative
research designs (Zhang et al., 2024). In Tiirkiye, the subject of language teacher
well-being is under-researched and the voices of the teachers from the field need to
be explored. Inspired by this gap in the literature, this study tries to investigate the
well-being status of middle school English language teachers working in a private

school in Tiirkiye.

1.4. Research Objective and Research Questions

This case study aims to uncover the organizational, contextual, and individual factors
that influence the well-being of the English language teachers working in a private
school in Tiirkiye. It is mainly intended in this study to identify the factors that are
related to language teachers’ well-being in their workplace and highlight the roles
that may be assigned to educational institutions to promote the language teachers’
well-being. To do that, this study attempts to answer the following research
questions:
1. How do English language teachers experience their well-being in a Turkish
private middle school?
2. How do English language teachers relate their well-being to organizational
factors?
3. How do English language teachers relate their well-being to interactional

factors?



1.5. Definition of Key Terms

Well-being: is “a state of equilibrium where individuals experience health,
happiness, and prosperity, all of which lead to developing life satisfaction, self-
realization, and the ability to engage in socially responsible behaviors — personally,
professionally, emotionally, and spiritually — that produce long-lasting positive

effects” (Penton Herrera et al., 2022, p.2)

Teacher well-being: is “an individual sense of personal professional fulfilment,
satisfaction, purposefulness and happiness, constructed in a collaborative process

with colleagues and students” (Acton & Glasgow, 2015, p.101).

Language teacher well-being: A state of physical and mental contentment while
dealing with the additional responsibilities of language teaching such as intercultural
and linguistic expectations of the profession especially during the interactions with

the English language learners (Mercer & Gregersen, 2020).

Private schools: These are schools whose establishment and management are carried
out under the control of the Ministry of National Education (MoNE), and which
provide educational services for a fee for profit purposes (Dinler & Subasi, 2003).
Additionally, the owners of these schools, which provide education from
kindergarten to university, may be real persons or charitable organizations (Uygun,

2003).

English language teachers: This term defines the teachers who are assigned the
duty of teaching English as a foreign language in state and private schools of Tiirkiye

from kindergarten through grade 12 (K-12) context.



CHAPTER 2

LITERATURE REVIEW

2.0. Presentation

This chapter includes the review of the relevant literature concerning important
concepts to be delved into as well as the overview of the related studies and it
consists of four major sections. The first main section provides a general
understanding of well-being from different perspectives. The second major section,
on the other hand, briefly mentions the definitions of teacher well-being and
language teacher well-being while touching upon the factors that may have effect on
these two concepts. The third section presents the fundamental conceptualizations of
both individual and contextual factors that may have effects on teacher well-being,
and it discusses the findings of the relevant research studies. Lastly, the fourth major
section displays the theoretical frameworks about well-being and working contexts

which were utilized in the design of the current study.

2.1. Well-being

Even though the importance of well-being cannot be neglected especially in
professional contexts, it is a challenging endeavor to find an encompassing definition
for this term. For instance, while this concept is defined as “how healthy, happy, and
comfortable someone is” by the Cambridge Dictionary (n.d.), the World Health
Organization (WHO) relates well-being to individuals’ awareness of their own
potential, their ability to handle daily life stressors, and their capacity of working in a
fruitful and productive manner while also sharing the outcomes with the community

that they belong to (2018).

Regardless of the boundaries of the definitions that may be asserted to the concept of

well-being, it is a desirable state for people which is also highly targeted by various

8



organizations and societies (Costanza et al., 2014, Judge & Kammeyer-Mueller,
2011). Having a dynamic nature, well-being is also a very broad concept, and it
relates to how individuals evaluate their lives and their “optimal psychological
functioning and experience” (Ryan & Deci, 2001, p.142). Even though the relevant
literature conceptualizes well-being within the limits of individuals and their
personal perceptions, it is also socially constructed and affected by environmental,

organizational, and contextual factors (Mercer & Gregersen, 2020).

As the concept of well-being is quite influential in people’s lives, examining the
constituents of well-being and the ways to measure it received considerable attention
from scholars working in different fields. The relevant literature presents several
different conceptualizations and measures of well-being. Among these, subjective
well-being (SWB) which is defined as “levels of pleasant affect, lack of unpleasant
affect, and life satisfaction” enjoys popularity and it is one of the most known
hedonic conceptualizations of well-being. (Diener et al., 2009, p.23). Even if SWB is
mostly considered to be intuitive, the studies in the literature seem to attempt to
objectively measure it in verbal and non-verbal behavioral patterns (Pavot & Diener,
2008). In addition to SWB, the eudaimonic understanding of the well-being concept
also enjoys popularity in the literature. One of such conceptualizations is called
psychological well-being (PWB) and it consists of six different dimensions (i.e,
autonomy, self-acceptance, positive relationships, personal growth, purpose in life,

and environmental mastery) (Carr, 2013).

De Pablos-Pons et al. (2013) approaches the concept of well-being by categorizing it
as objective well-being and subjective well-being. According to their perspective,
while the concept of “objective well-being” includes factors which are independent
of the individuals such as their health condition, political stance, and educational
background, “subjective well-being”, on the other hand, is more related to personal
aspirations such as the target that individuals put for themselves, their health
conditions, the level of satisfaction that they have in their life, the emotions that they

go through and their social relationships.

Huppert and So (2013) also proposes a model to understand and measure the concept

of well-being which consists of 10 components and these components are the direct
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opposites of depression and anxiety markers. In this model, well-being is measured
through competence, emotional stability, engagement, meaning, optimism, positive
emotion, positive relationships, resilience, self-esteem, and vitality (Huppert & So,
2013). The last and probably the most known framework of well-being is the one
proposed by Seligman (2011) which is called the PERMA model of well-being. This
model leans towards a eudaimonic perspective of well-being and it asserts that well-
being is the result of an individuals’ optimal functioning which refers to being
physically and mentally healthy, and these attributes are necessary for experiencing
high levels of well-being (Shimmak, 2019). Seligman’s (2011) model of well-being
constitutes the theoretical framework of this study, and the dimensions of the

relevant model will be explored further in the upcoming sections.

2.2. Teacher Well-being

As there is a strong correlation between individuals’ overall well-being and their
professional well-being (Prilleltensky, 2013), it is essential to define what constitutes
the concept of teacher well-being as well as the factors that affect it. The review of
the relevant literature brings out various definitions of teacher well-being. For
instance, Aelterman et al. (2007) indicate that teacher well-being can be described as
“a positive emotional state, which is the result of harmony between the sum of
specific environmental factors on the one hand, and the personal needs and
expectations of the teachers on the other hand” (p. 286). Soini et al. (2010), on the
other hand, conceptualizes teacher well-being as teachers’ personal emotions such as
fulfillment, pleasure, and happiness that are constituted through positive relations
with the educational stakeholders. Similarly, Hobson and Maxwell (2017) also
mention the importance of the positive emotional states such as satisfaction with the
teaching experience and the abundance of positive emotions compared to negative
experiences and the dissatisfaction with the profession while defining teacher well-

being.

As teaching is considered to be a highly stressful profession, teachers who work in
various contexts are reported to be experiencing high levels of stress (Akpochafo,

2012). Due to this nature of their profession, about 30% of the teachers end up in
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putting an end to their career (Chan, 2006; Johnson et al., 2005). The relevant review
of the literature also shows that the empirical studies about teachers and their mental
health have focused on exhaustion, fatigue, and non-functionality experienced by the
teachers (Fleming et al., 2013; Maslach & Leiter, 2008). In addition to these physical
effects, the high levels of stress experienced by the teachers also affect their sense of
self-efficacy, self-respect, and self-rapport (Eatough et al., 2012). It is without a
doubt that these negative feelings as mentioned above seriously affect how teachers
perform in their working contexts. As teaching and learning are multi-dimensional
concepts, they require collaboration among the stakeholders of education. When
teachers fail to function at their best, it is also reflected in the achievements of the
educational institutions that they are working and the students with whom they
continuously interact. So, teachers’ inability to cope with the stressors caused by
their profession and working contexts has severe negative reflections on their overall

well-being (Roffey, 2012; Vesely et al., 2013).

Even though the aforementioned definitions of teacher well-being stress the
importance of individual aspects of well-being, teacher well-being also depends
heavily on the connection between teachers’ individual traits and their immediate
contextual factors (Hobson & Maxwell, 2017). For example, Acton & Glasgow’s
(2015) review study proposes that teacher well-being is affected by the individual
emotional state of the teachers, their professional relationships with the educational
stakeholders, and their working contexts. Accordingly, it is reported in the relevant
literature that teachers with high emotional intelligence are able to stay positive
about the professional demands and they are able to manage situations that require
emotional regulation in a more effective manner (Pillay et al., 2005; McCallum &
Price, 2010; Spilt et al., 2011; Kilgallon et al., 2008). In addition to this, teachers
with a high sense of self-efficacy and professional competence contribute to elevated
educational outcomes for students (Briner & Dewberry, 2007; Kern et al., 2014;
Soini et al., 2010). Having a set of positive professional relationships with the
educational stakeholders such as colleagues, students, and school administrators is
also a key factor in promoting teacher well-being as collaborative environment in the
school context, opportunities for professional development, supportive behaviors

from the side of the administration, and the feeling of trust within the working
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community significantly affect teachers’ well-being (Butt & Retallick, 2002; Kern et
al., 2014; Soini et al., 2010; McCallum & Price; 2010). Lastly, teacher well-being is
also dependent on their working contexts in that workload, organizational culture,
and attitudes towards teachers’ own identities influence how effectively and
fruitfully teachers handle their professional tasks (Doecke et al., 2010; Brown &
Roloff, 2011; Webb et al., 2009, Scott & Dinham, 2003).

The complexity of this concept lies in the variety of the factors that can influence
teachers’ well-being. In that regard, Chen et al. (2022) organizes the fundamental
factors that can influence language teacher well-being as individual, organizational,
institutional, and social and cultural factors. While the individual factors include
teachers’ identity, resilience, adaptation qualities, and their own beliefs about their
competence (Prieto et al., 2008; Liangbao & Jixiang, 2014), organizational factors
refer to the physical arrangement of the schools such as their type, size, location and
the general working environment (Skaalvik & Skaalvik, 2018; Yun, 2016).
Institutional factors, on the other hand, take a number of variables into consideration
such as the financial welfare of the teachers as well as the situation of the
professional market (Imazeki, 2005). Lastly, social and cultural factors that affect
teacher well-being are reported to be the expectations of the educational stakeholders

and the general organizational culture in which teachers work (Wei & Fang, 2014).

Under the light of the findings from the aforementioned studies, it can be asserted
that teacher well-being is a multidimensional concept which arises from the
combination of various factors such as teachers’ individual traits, relational factors,
organizational influences, and their future career endeavors (McCallum & Price,
2015). Thus, it requires a significant amount of attention from the leading
educational stakeholders so that teachers, learners, and educational institutions may

collaboratively thrive for better educational outcomes.

2.2.1. Language Teacher Well-being

Even though teachers of other subjects such as positive and social sciences may

undergo similar experiences to language teachers, teaching and communicating in
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another language brings additional and unique stressors to the profession of language
teaching. Considering the scope of this thesis study, which is exploring the interplay
between English language teachers’” well-being and their workplace, it is important to
specifically mention the concept of language teacher well-being as well as the

prominent factors that may have influence on it.

As teaching a language requires an awareness of various cultures as well, language
teachers may have to handle intense intercultural demands in their work (Mercer et
al., 2016). In addition to this, as they sometimes have to teach native-like students
whose language proficiency is already quite high, they might feel the stress of low
linguistic ability during such interactions (Mousavi, 2007). Moreover, as in language
classes students are expected to communicate in the target language, the additional
stress that they face during the classes may easily be reflected on their teachers due
to their unwillingness to use the target language. Such encounters between the
language teachers and unassured language learners may act as additional stressors on
the shoulders of the teachers. Lastly, as the general methodologies that are currently
followed in language teaching such as the communicative approach require intense
interaction patterns between the teachers and the students, they can be regarded as
highly energy-consuming (Borg, 2006). The additional characteristics of language
teaching profession mentioned above cause English as a foreign language (EFL)
teachers to be more prone to physical and mental issues such as heavy stress, attrition
and burnout (Bowling et al., 2010; Derakhshan et al., 2020; Sun & Xia, 2018; Wang
& Guan, 2020).

The importance of language teacher well-being is quite evident in that language
teachers who are in a better physical and mental shape are able to deal with
professional challenges more effectively (Mercer & Gregersen, 2020). However, as
the language teaching profession is usually characterized by shift changes and
innovations in terms of the approaches to language teaching, language teachers are
quite likely to become overwhelmed and end up feeling stressed (Mercer &
Gregersen, 2020). For these reasons, it cannot be denied that the concept of language
teacher well-being should receive more interest from scholars in different global

contexts.
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Even though a call for more research studies is a justifiable wish, through the review
of the relevant literature, it is possible to come up with both quantitative and
qualitative studies that targeted the language teacher well-being and the possible
factors that influence it. For instance, in a conceptual book chapter, Razeq (2022)
investigated the challenges that Palestinian English language teachers face in relation
to their cognitive, emotional, and physical well-being. It was found that the
workload, the economic and political situation that these English language teachers
are living under, work-life imbalance, and the lack of appreciation for the teaching

profession were the most eminent factors that affected their well-being.

In another qualitative study that was conducted in the Nigerian context, Mbagwu
(2022) aimed to uncover how English language teachers working at the tertiary level
experienced the concept of stress and its relation to their well-being especially after
the COVID-19 pandemic. The participants of the study were 6 Nigerian English
language teachers from different tertiary institutions and the relevant data was
collected through biographical questionary, journals, and semi-structured interviews.
The inductive analysis of the transcribed data revealed that the participants’ working
context was the most important element in terms of their well-being as the working
conditions were poor and their institution were unable to provide the teachers with
adequate teaching resources. Excessive workload caused by the team-teaching
method was also noted to affect these teachers’ well-being in a negative way as they
reported that after school, there was very little time for them to socialize and do any
kind of extracurricular activities, thus creating a work-life imbalance. The positive
working environment, work climate, and additional benefits that their institutions
provide to these teachers such as Wi-Fi, on the other hand, were reported by the

participants to contribute affirmatively to their well-being.

As a part of a research project that examines the language teachers’ well-being from
Austria and the United Kingdom, Sulis et al. (2022) conducted a qualitative study to
comprehend the influential factors that played a role in early-career language
teachers’ decisions on their future goals in terms of continuing the profession of
language teaching. The participants of the study consisted of 14 early-career foreign

language teachers who were working at different secondary schools in Austria and
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the United Kingdom. Semi-structured interviews and a biodata questionnaire were
utilized to collect the relevant data from the participants. The findings of the study
revealed that the themes of perfectionism, self-efficacy, work-life spillover, self-
regulation, relationships within the school, and foreign language teacher status were
the most prominent factors in determining whether these teachers would stay in the

language teaching profession or not.

Siriwardana (2022), on the other hand, conducted an autoethnographic study in Sri-
Lanka through which she wanted to explore how her teaching experiences affected
her own perception of her well-being. While generating data for the study, the
researcher benefited from various data collection tools such as academic texts,
photographs, journal entries and her work records which were later thematically
analyzed to propose the findings. The findings of the study showed that the positive
relationships in the working contexts and the support she received from her
colleagues contributed to her overall well-being. However, the feeling of burnout and
job insecurity, as it was the case for most Sri-Lankan language teachers, were the

most salient factors which affected her well-being in a negative manner.

Chen et al. (2022) conducted a quantitative study which focused on the effect of the
working environment on language teachers’ well-being working in private schools in
China with the participation of 1161 language teachers. The collected data were
quantitative analyzed with SPSS 23.0. Even though the participants reported
intermediate levels of well-being in the questionaries, their well-being status was
affected negatively from performance evaluations, student academic foundation, and
the pressure of research work. In contrast, the results of the study also indicated that
the social support that these teachers were getting from school administrators and
colleagues, feeling autonomous, professional development opportunities, and
positive feedback were the most influential factors that contributed positively to their

well-being.

Lastly, another quantitative study that was conducted by Han (2022) investigated the
interplay between Chinese EFL teachers’ job satisfaction, resilience, and their well-

being. 343 Chinese EFL teachers participated in the study by responding to an online
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questionnaire and they had different academic and demographic backgrounds. The
analysis of the quantitative data revealed a significant link between the well-being of
the participating EFL teachers, their job satisfaction, and resilience. Therefore, the
researcher suggests that boosting EFL teachers’ resilience and job satisfaction is

essential in promoting their well-being.

2.3. Factors Associated with Teacher Well-being

As Mercer & Gregersen (2020) indicate: “the well-being of language teachers is a
shared responsibility; this means that it requires systemic levels of intervention and
support alongside any steps that an individual can take” (p. 15). Considering this
statement, both individual and contextual factors can affect language teachers’ well-
being either in a positive or in a negative way. So, in this section, these factors will
be explained in further details in order to present an overall picture of the underlying

impacts on language teachers’ well-being.

The well-being of teachers is important for educational institutions in that teachers
who feel happier in their working contexts tend to stay longer in their profession.
Accordingly, the review of the relevant literature also shows that the concepts of job
satisfaction and resilience are important determiners of the teachers’ success in their
teaching contexts (Puni et al., 2018). Therefore, successful teachers are also able to
set higher personal and educational standards for both themselves and their learners,
contribute more to their learners’ performance, and they report higher rates of well-
being (Mellati & Khademi, 2018; McCallum, 2020). The interplay between the
aforementioned factors puts teacher well-being to an important place for educational
institutions to consider while designing their organizational and educational

structures.

In order to present a comprehensive understanding of the factors that influence
teacher well-being, individual traits of teachers such as teacher identity, self-efficacy,
resilience, and motivation, the contextual factors such as the working context and
communication with the main educational stakeholders, and the concepts of stress

and burnout will be presented next as they require more exploration.
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2.3.1. Individual Traits of Teachers

2.3.1.1. Teacher Identity

Teaching profession is a dynamic and a complex construct (Karaman & Edling,
2021) in that teachers continuously engage in reflective acts while designing their
teaching strategies and applying them in the classroom. Therefore, it is difficult to
find a single valid definition for the concept of teacher identity in the literature.
However, as most scholars in the field agree on, teacher identity and the construction
of this phenomenon are affected by the individual perceptions of teachers, their
reflections, emotions, teaching contexts, and their agency (Karaman, 2010;

Akkerman & Meijer, 2011; Beauchamp & Thomas, 2009; Yazan & Lindahl, 2020).

There is a positive correlation in between a strong teacher identity and teachers’ job
satisfaction, their commitment to the teaching profession and their self-efficacy in
their teaching contexts (Kelchtermans, 2005). In addition to this, as Gu & Day
(2007) state, teachers with clear sense of professional identity are more capable of
being resilient in challenging circumstances and creating positive and fostering
teaching and learning environments. The presence of identity conflicts from the side
of the teachers, on the other hand, generally lead to negative emotions such as stress,

burnout, and reluctance to continue teaching profession (Vongalis, 2008).

As the interplay between teachers’ identity and well-being is bi-directional, both
constructs may affect each other positively or negatively. According to Beauchamp
& Thomas (2009), teachers who experience a stronger sense of identity are able to
deal with the professional stressors in a confident way, thus experiencing higher
levels of well-being. The challenges to teacher identity such as role ambiguity or
professional conflicts, on the other hand, can result in lower levels of well-being and
dissatisfaction with the teaching profession from the side of the teachers (Sutton &

Wheatley, 2003).

The effect of teacher well-being is also visible in the construction of teachers’

professional identity in that teachers who are respected, supported, and valued in
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their working contexts are able to develop a positive professional identity in
accordance with their own perspectives, values, and goals (Skaalvik & Skaalvik,
2018). Conversely, when teachers are experiencing continuous negativities in their
professional lives such as stress, burnout, or dissatisfaction, which are the adverse
contributors to their well-being, the erosion of their professional identities comes into
play and they may be more prone to feelings of disillusionment and disengagement

from the teaching profession (Day et al., 2019).
2.3.1.2. Self-Efficacy

The concept of self-efficacy refers to the belief in an individual’s ability and capacity
to organize and complete the tasks in order to reach the desired outcomes (Bandura,
1997). Mercer & Gregersen (2020), similarly, define self-efficacy as “a
psychological construct that refers to individuals’ beliefs about whether they could
do something or could manage some task or action” (p.38). From the perspective of
teachers, self-efficacy covers teachers’ self-confidence in handling their instructional
tasks such as classroom management, student engagement, and dealing with the
instructional stressors (Tschannen-Moran & Hoy, 2001). As Klassen & Tze (2014)
indicate, its dynamic nature makes it probable that teachers’ self-efficacy may be

influenced by factors such as their professional experiences, the training they

receive, and organizational and contextual factors within the educational institutions.

Teacher self-efficacy and teacher well-being are intertwined concepts in that teachers
who report high levels of self-efficacy are less prone to negative emotions such as
burnout, inadequacy, and stress, which are detrimental factors to well-being (Klassen
et al., 2012; Butler & Kern, 2016). Additionally, the review of the relevant literature
also shows that self-efficacy is an important determiner of teachers’ ability to set
challenging goals for themselves and their learners, develop innovative strategies to
fulfil the demands of student needs, dedicate themselves to their profession, and
experience elevated levels of job satisfaction (Aloe et al., 2014; Collie et al., 2012;
Hoy & Spero, 2005; Klassesn & Chiu, 2010). Therefore, these aspects of self-

efficacy may be shown as the positive contributors to teacher well-being.

It is also important to indicate that teacher well-being has significant impacts on self-

efficacy. In positive educational organizations, where teachers experience high levels
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of well-being, teachers are more inclined to believe that they can make a difference
in their students’ lives, and that results in the positive interactional patterns with the
learners (Skaalvik & Skaalvik, 2018). Besides, the abundance of positive experiences
within educational institutions such as instances of recognition and appraisal,
opportunities for professional development, and supportive environment improves
teachers’ self-efficacy (Day et al., 2019). For these reasons, the relationship between
teacher self-efficacy and teacher well-being is worth considering in terms of the

quality of education in different organizations.

2.3.1.3. Resilience

Ungar (2012) defines the concept of resilience as a process in which individuals try
to overcome difficulties that they are subjected to by utilizing the possible sources
available to them. According to Masten (2014), on the other hand, resilience is “the
capacity of a dynamic system to adapt successfully to disturbances that threaten
system function, viability, or development” (p.10). Similar to well-being, resilience
is also a multi-dimensional construct in that resilient individuals have the capacity to
benefit and gain advantage from both personal and contextual resources (Hascher et

al., 2021).

In the context of teaching, on the other hand, resilience refers to teachers’
capabilities of preserving their well-being and productivity regardless of the
professional challenges they may face in their teaching contexts (Day et al., 2007).
As Rutter (2012) puts forward very plainly, resilient teachers are able to cope with
the demands and expectations of their workplace in a way that they keep their sense

of optimism and perseverance.

The interplay between teacher resilience and well-being is crucial in that resilient
teachers who experience high levels of well-being are more likely to establish a
positive learning environment in which students constantly engage themselves to
learning and make greater progress (Moskowitz & Dewaele, 2019), thus improving
the quality of teaching and learning experience as well as elevating the progress

made by the learners (Li et al., 2021). In addition to this, the resilience of the
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educators allows them to adapt to swift changes in their teaching context through
social support, self- care, and a positive outlook, the existence of which is a positive
contributor to teachers’ overall well-being (Collie et al. 2017). As also shown by
Zhang (2023), teacher resilience can be considered as an important predictor of the
joy and enjoyment in foreign language teaching as resilient teachers are able to
continuously keep the same levels of commitment for their profession and deal with

the adversities in their teaching contexts by preserving their overall well-being.

2.3.1.4. Motivation

Motivation is the urge that direct people to achieve specific goals (Deci & Ryan,
2000). A number of theories have sought to showcase the relationship between
motivation and individual and environmental factors. Deci and Ryan (2000)
proposed self-determination theory to emphasize that motivation is connected to “the
satisfaction of basic human needs for autonomy, competence, and relatedness”. On
the other hand, in the expectancy-value theory, Eccles and Wigfield (2002) proposed

that “task values and expectancies of success” impact achievement motivation.

As teaching with its intricate nature requires a considerable degree of self-regulation
(Kunter, 2013), being motivated to continue daily endeavors such as maintaining
relationships with students, parents and other stakeholders, managing time and
developing professional skills continuously are crucial to pursue a career in teaching.
Mérida-Lopez et al. (2020) states that workers’ personal resources play a role in
work motivation as they help them to cope with the negative effects of demands. In
this research, Mérida-Lopez et al. (2020) demonstrated that emotional intelligence
and teacher self-efficacy are among the personal resources that increase teachers’

motivation which results in more work engagement and less withdrawal intentions.

Day (2006) identified six phases of teacher professional life based on experience
disregarding age and responsibilities. According to this grouping, 24% of teachers
showed loss of motivation and detachment from their occupation during the 8-15
years of their careers. In the following years, between 16-23 years, teachers reported

a rising tension related to work-life imbalance. On the other hand, 52% of this group
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experience increase in motivation due to further career advancement and good results
they face. Interestingly, along with the challenges they face over years, only half of
the teachers who are experienced more than 24 years reported loss of motivation.
Another important finding in this research is the relationship between the pupils and
their resilient teachers. It was found out that these group of students are likely to
achieve more than the ones whose teachers are not committed. Thus, education
outcomes for students are weakened if teachers’ motivation levels decrease
(Hettiarachchi, 2013). Limited facilities, communication between teachers and
colleagues and administration, being successful or lack of appreciation, and student
behavior are among the factors that motivate or de-motivate teachers (Borii, 2018;
Kasimi, 2021; Hettiarachchi, 2013; Sugino, 2010). Although these factors cause
attrition and eventually teacher shortages, Bakar et al. (2014) presented that teachers’
main source of motivation stem from intrinsic and altruistic reasons which implies
the need for developing certain regenerative considerations for institutions and policy

makers.

2.3.2. Working Context

In addition to the educational demands such as expertise in the subject matter and
adequate pedagogical knowledge, the profession of teaching also require teachers to
be emotionally resilient, to be able to adapt to changes, and to have a deep
commitment to their professional acts. While teachers are thriving to fulfil these
demands, it is an undeniable fact that the working contexts where teachers operate
have a significant influence on their well-being and the quality of education that they
deliver to their students. As Mercer & Gregersen (2020) addresses the issue,
educational policy makers and the school administrators need to be aware of the
positive correlation between teachers’ well-being and the students’ academic
progress in positive workplaces which are defined as places where both individuals

and organizations do well collectively (Davis, 2013).

Educational working contexts are the places where factors such as work culture,
workload, leadership, physical, technological, and educational resources allocated to

staff members, and demographical characteristics of the student population comes
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into play. The relevance of the aforementioned factors to teacher well-being is worth
noticing as teachers experiencing high levels of well-being are reported to be
contributing positively to their educational contexts in terms of the quality of
teaching, student achievement, and the effectives of the schools (Cherkowski &

Waker, 2018; Hascher et al., 2021).

The review of the relevant literature stresses the importance of a positive school
climate in which the educational leaders are more inclined to provide support for the
staff members. For example, Johnson et al. (2017) indicates that teacher well-being
is fostered by the positive working environment and the supportive approaches of the
educational leaders towards teachers. In addition to this, there is a positive
relationship in between the administrative support that teachers receive and their
capability to have an effect on improved student outcomes (Sass et al., 2011). When
teachers trust their working contexts and feel like they belong there thanks to the
support that they receive from their institutions, they are more likely to navigate
through the professional challenges that they may face (Bryk & Scheider, 2002).
Besides, teachers whose voices are heard by their administrators, who receive
professional support, and who maintain a work-life balance are more satisfied with
their professions compared to those who do not experience the aforementioned
factors (Leithwood et al., 2004). However, it should also be noted that when teachers
are not allowed to be autonomous and when they do not receive enough praise for
their professional acts, there may be a decline in their well-being leading to the

feelings of burnout (Hoy & Tarter, 2011).

The intensity of the teachers’ daily tasks in relation to the time allocated for them
also significantly affects their well-being. When teachers are bombarded with
endless administrative tasks as well as extracurricular activities, they are more likely
experience the feelings of fatigue and exhaustion (Skaalvik & Skaalvik, 2011). In
addition to this, timely constrains for professional duties of the teachers in their
teaching contexts contribute negatively to teachers’ overall well-being. (Skaalvik &
Skaalvik, 2018). In contrast, when teachers are able to manage their time efficiently
and effectively under realistic workload demands that they can handle through

collaboration with other educational stakeholders, they are able to overcome the
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daily stressors of their profession and feel more resilient (Johnson et al., 2005;

Frunzaru & Dumitriu, 2015).

Considering the educational requirements of the 21 century, teachers’ access to
relevant resources and both physical and technological infrastructure is an important
determiner of how well they feel. When the educational contexts are designed with
well-equipped classrooms where technology and instructional materials are of good
quality, teaching practices are reported to be more effective and the students are
observed to be more engaged in their learning experience (Dexter et al., 2006), and
this contributes to teachers’ well-being in a positive manner as it results in increased
rates of teacher efficiency in their schools (Mercer & Gregersen, 2020). In addition
to this, as Darling-Hammond (2020) indicates, it is an imperative for educational
institutions to provide both teachers and students with diverse educational resources,
funding for professional development, educational supplies inside the classroom, and
physical and mental health services. The review of the relevant literature also shows
that teachers’ well-being is significantly affected by the physical and technological

organization of the educational institutions (Dreer, 2022; Kamarudin et al., 2022).

It should also be mentioned that the socioeconomic contexts of the educational
institutions as well as the demographic characteristics of the students influence
teacher well-being. When teachers are assigned teaching duties at places with
abundance of such challenges, they are more inclined to report low levels of well-
being (Nel et al., 2016). Additionally, when teachers are provided with additional
financial benefits regarding their medical and retirement conditions, they tend to stay

longer in their professions (Holochwost et al., 2009).

2.3.3. Interaction

2.3.3.1. Interactions with Students

There is a multifaceted relationship between students and teachers in that the well-

being of both parties may influence the well-being of the other either positively or

negatively. There is an abundance of research studies which highlight the importance
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of teachers’ quality in determining the educational outcomes of the learners
(Goldhaber & Anthony, 2004; Rimm-Kaufman & Hamre, 2010; Rowan et al., 2002).
From a different perspective, the experiences of the educators with their learners are
significant determiners of their well-being and motivation levels (Frenzel et al.,

2009; Kunter, 2013).

While teachers that experience high levels of stress and other negative emotions may
find it quite challenging to establish a classroom environment in which positive
emotions flourish and there is a supportive environment (Sutton & Wheatley, 2003),
resilient teachers that are also supported in their institutions are more skillful in
feeding their students with positive emotions such as empathy and respect (Jennings
& Greenber, 2009). In addition to these, the behavioral patterns of the students in and
outside the classroom can be detrimental to teachers’ well-being. When teachers and
their instructional delivery are confronted with disruptive behaviors of their students,
depending on their well-being level and feelings of stress and burnout, they may fail
to deal with them effectively by using positive strategies such as patience and

empathy (Skaalvik & Skaalvik, 2018).

On the other hand, teachers who are emotionally resilient have the chance of creating
an orderly teaching and learning environment in which such behaviors of the
students are dealt with effectively and clearly (Collie et al., 2016). From a language
teaching perspective, Mercer et al. (2016) also showed that in order to create a
learning environment where students and teachers trust and respect one another,

creating positive interactional patters with them is a must.

The review of the relevant literature presents a number of studies on the relationship
between students and teachers’ well-being. Kansu (2018), for example, examined
how Turkish EFL instructors’ well-being affected their relationships with the
students by observing their verbal communication patters while interacting with the
students. The findings of the study revealed that those teachers who were
experiencing higher levels of well-being created more positive interactions with their
students by providing personal anecdotes and offering more praise compared to their

colleagues with lower levels of well-being.
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Forster et al. (2022), on the other hand, delved into whether teachers’ objectives and
emotional responses towards students exhibiting undesirable behaviors, such as
disruption or lack of attention in the classroom, have a greater impact on teacher
well-being compared to their responses to the students with more instances of
misbehaviors. They analyzed the emotional, evaluative, psychological, and
occupational well-being of 250 secondary school German teachers, along with their
goals and emotions concerning students’ desirable and undesirable behaviors. The
results of the study showed that even though there was not a significant effect of the
students’ desirable behaviors on teachers’ well-being regarding their aims and
emotions, the impact of students and their undesired behaviors were reported to

affect the teachers’ experience of their well-being significantly and negatively.

In another study, Bilz et al. (2022) investigated the correlation between teacher well-
being and student well-being while also exploring the role of teacher support as a
mitigating factor between the two. Analyzing data from 2686 students and 805
teachers across 48 schools in Germany, the study uncovered the associations between
teachers’ psychological well-being and students’ satisfaction with school, as well as
between students’ subjective health complaints and teachers’ emotional exhaustion.
As the results also highlighted, when teachers experience high levels of motivation
and positive emotions, such instances can also be reflected on their learners thanks to

the contagious nature of such feelings.

As the aforementioned studies also indicate, the interplay between teacher well-being
and students is a critical determiner of the quality of instructional practices’
effectiveness, classroom environment, student engagement, and behavior
management. In order to refrain teachers from negative feelings of stress and
burnout, which heavily influence their well-being in a negative way, it is crucial to
enhance the interactional quality between these two parties (Rodriguez-Mantilla &

Fernandez-Diaz, 2017).

2.3.3.2. Interactions with Parents

As important educational stakeholders, the relationship and interactional patters

between teachers and parents are crucial as they have the potential to influence the
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educational outcomes and teacher well-being. When the nature of an interaction is
transparent and open, it allows both parties to understand each other better and get in
trustworthy collaborations (Jeynes, 2016). Therefore, in the cases where teachers and
parents work collaboratively, they can significantly contribute to students’
achievement as well as fostering teacher well-being through a feeling of success

(Epstein, 2018).

Parental involvement in the teaching contexts is inevitable in order to improve
students’ academic success and to track their social and emotional developments.
However, the nature of such an involvement plays a key role in teacher well-being in
that while supportive and respectful parent interactions allow teachers to be more
resilient in coping with the professional difficulties and to experience job satisfaction
(Deslandes & Bertrand, 2005; Choi & Dobbs-Oates, 2016; Gallager & Mayer, 2006),
negative reactions that teachers may get from parents can invoke feelings of stress
and burnout in teachers, thus contributing to their well-being in a negative way

(Caprara et al., 2006).

As it is important to maintain continuous interaction with parents for tracking
students effectively, teachers should also consider the possible boundaries that they
may set up in order to protect themselves against unrealistic demands and manage
healthy work-life balance. Thus, teachers with clear and efficient communication
skills are able to negotiate with parents in terms of their expectations, which helps

them to maintain their well-being levels (Dill, 2012).

2.3.3.3. Interactions with Colleagues

As Ryan & Deci (2017) state, establishing positive relationships through meaningful
interactions with colleagues and the feelings of togetherness as well as solidarity are
important determiners of teachers’ well-being in their working context. The
existence of a positive environment within the organizations in terms of professional
relationships arise feelings of self-efficacy, job satisfaction and job dedication within

the teachers (Collie et al., 2012; Kern et al., 2014).
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The review of the relevant literature also shows that when teachers feel supported by
their colleagues, they report lower levels of stress and higher levels of well-being
which enables them to be more resilient against negative conditions such as burnout
and stay dedicated to their profession (Johnson et al., 2005; Hakanen et al., 2006). In
addition to this, when teachers’ working context allows them to be engaged in
professional learning communities (PLCs), which allows the professionals to get into
meaningful conversation with their colleagues in order to share good practices and
solve professional problems through reflective dialogues (Louis et al., 2010), their
feelings of self-efficacy and belonging significantly increases which lead to positive

teacher well-being (Vescio et al., 2008).

It has also been noted that feeling of trust among the colleagues plays an important
role in determining their well-being (Mayer et al., 1995). When teachers trust their
colleagues, they are able to express their thoughts in a more sincere and honest
manner, and such interactions alleviate the emotional stress experienced in the
workplaces (Dirks & Ferrin, 2001). The positive effect of trustworthy relationships
and interaction among the colleagues on teacher well-being is also shown in the
relevant literature in that such working environments foster teachers’ self-efficacy
and job satisfaction while gradually eliminating the burnout factor (Lee et al., 2011;

Van Maele & Van Houtte, 2012).

2.3.3.4. Interactions with Administrators

The role of the relationship between school administrators and teachers is quite
significant in determining the well-being of the teachers and overall organizational
dynamics within schools. The review of the relevant literature implies that factors
such as supportive leadership, professional development opportunities, recognition,
appreciation, and transparency within the educational institutions are crucial in

shaping the perceived well-being levels of the educators.

When the interaction between administrators and educators are built upon positive
feelings such as empathy, trust, and appreciation, it is highlighted that it fosters a

working environment in which teachers report higher levels of well-being
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(Leithwood & Sun, 2012). In addition to that, when teachers are able to collaborate
with school administrators and be a part of decision-making through open and honest
communication, they experience a high sense of belonging to their teaching contexts
as well as feeling more satisfied with their profession (Louis et al., 2010). In addition
to instances of emotional support that teachers may receive from the school
administrators, it is also important to provide them with relevant professional
development opportunities as they help teachers to improve their competence,
autonomy, and engagement with the profession as teaching, thus positively

influencing their well-being (Hargreaves & Fullan, 2012; Day & Gu, 2010).

As teachers are expected to contribute to their teaching environment by fulfilling
curricular and extra-curricular tasks, which have the potential to be excessive
depending on the general organization of their working context, it is quite humane
for them to expect recognition and appreciation from the administrators in several
ways. Studies also highlight the importance of such behaviors by the educational
administrators in that when they show awareness of the teachers’ effort in various
forms ranging from simple gestures to awards, teachers’ well-being is positively
affected as their morale and dedication to their profession significantly increases
(Kurt & Duyar, 2023; Hoy & Tarter, 2011). Lastly, when the nature of the working
contexts is fostered with demonstrations of justice, transparency, and mutual respect,
teachers become more satisfied with their teaching experience and experience high

levels of well-being (Bryk & Schneider, 2002; Harris & Jones, 2010).

2.3.4. Stress and Burnout

As a highly demanding profession, teaching requires devotion and a lot of hard work.
In recent years, the increasing demands placed on teachers bring a high level of
stress to them. Teachers’ well-being and thus their professional effectiveness is
affected by the stress they go through. The existing body of research referred to
“teacher stress” directly only after 1970s and many researchers explored the
multifaceted aspects of teacher stress (Kyriacou & Sutcliffe, 1977; Cole & Walker,
1989; Travers & Cooper, 1996). Kyriacou (2001) defined teacher stress as “negative
emotional experiences such as anxiety, tension, anger and depression” faced by

teachers regarding various aspects of their jobs.
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More recent studies recognized that when compared to other occupations, the stress
level of teaching is one of the highest as it consists of various stressors in personal,
institutional and interpersonal dimensions (Hakanen et al., 2006; Montgomery &
Rupp, 2005). Although Kyriacou (2001) stated that sources of teacher stress are
“unique” due to individualistic differences, the most common stressors highlighted
are challenging student behavior, workload and lack of support from other
stakeholders. Additionally, inadequate salary, lack of recognition, unsatisfactory
social relationships with adults, school climate and environment are among the other

sources of stress that teachers experience (Milner & Khoza, 2008; Troman, 2000).

Troman (2000) examined how professional relationships in a low-trust society
impact teachers’ emotional and physical well-being. The findings revealed that the
increase on teachers’ workload impedes positive collegial relationships which leads
to the development of distrust and thus, teachers’ stress levels increase. In this study,
the participants also mentioned that the stressors such as “financial cuts and large
classes” erodes teacher-student relationships. Additionally, students’ “hostile”

behaviors also play a role as a stressor which impacts this relationship negatively.

Herman et al. (2018) examined the relationship between teacher stress and student
outcomes. 93% of the teachers were classified as having high levels of stress. The
findings of the teacher reports are aligned with the notion that “teaching is a stressful
profession”. When the impact of teacher stress on student performance and
instructional outcomes is examined, the study associates “low/coping teacher profile”
with “lower student adaptive behaviors and achievement”. As mentioned above, this
study’s findings regarding the impact of teacher stress on teacher-student
relationships are consistent with the teacher reports mentioned in Troman’s (2000)

study.

As stated by Maclntyre et al. (2020), language teaching has its own challenges that
were generated by “emotional character of foreign language teaching”. As language
teachers deal with complex interrelations between language, culture and identities, it
is fair to state that coping with the multiple stressors these aspects bring about is

arduous. MaclIntryre et al. (2020) merged these aspects of language teaching with the
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“new stressors” that COVID-19 pandemic unveiled on language teachers and
examined language teacher stress and coping responses. The findings of this study
reported that workload and family health were the main sources of stressors during
that period. The participants also reported work-life imbalance, loss of control and

financial insecurity as teaching-related stressors.

The increasing pattern of stress levels in recent years and the continuous stress
causes teachers to experience emotional, physical and psychological difficulties.
Several studies show that teachers who are exposed to continuous stress demonstrate
burnout symptoms (Borg & Falzon, 1990; Kyriacou, 1980, Rudow, 1999). Skaalvik
and Skaalvik (2017) investigated the relationship between three aspects of teacher
burnout, which are exhaustion, depersonalization and personal accomplishment, and
four stressors in the school environment, which are discipline problems, time
pressure, low student motivation and value dissonance. The findings revealed that
these aspects of teacher burnout may occur independently whereas they may have an
effect on each other reciprocally. Time pressure was stated as the “strongest
predictor of emotional exhaustion” and it was more common among lower grade
teachers’ reports. Interestingly, it was found out that the emotional exhaustion may

not always be the starting point of teacher burnout.

Hastings and Bham (2003) analyzed teachers’ perceptions regarding behaviors of
student in classrooms and tested its link with teacher burnout. The findings showed
that there is a relationship between teacher burnout and student behavior. According
to this research, the teachers experience emotional exhaustion due to the students’
disrespectful behaviors and depersonalization of the teacher. The results of the study
also support the findings of Troman (2000) and Herman et al. (2018) regarding the
negative effects of student behavior and student-teacher relationship on teacher

stress, which may imply that results in teacher burnout eventually correspond.
2.4. Theoretical Framework
2.4.1. PERMA Model of Well-being

With the aim of understanding the concept of well-being, Seligman’s (2011)
PERMA model is widely used in the well-being literature. This thesis study also uses
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this model as the theoretical foundation in order to understand the underlying

descriptions of participating English language teachers’ perceived well-being.

Seligman (2011) relates the concept of well-being to flourishing as a state in which
individuals aspire to create the best versions of themselves as well as the conditions
in which they are more likely to thrive and be happier. PERMA model of well-being
consists of five elements: 1) Positive Emotion; 2) Engagement; 3) Relationships; 4)

Meaning; 5) Achievement.

The first dimension, positive emotion, relates to the positive feelings such as
contentment and comfort and the experiences of the individuals while they are under
the effect of these emotions. As Fredrickson (2001) indicated, positive emotions can
be learned by the individuals, and they can be transmitted to others through teaching.
For these reasons, the educational stakeholders may embed positive emotions in their

working contexts so that they can collectively prosper.

The second dimension, engagement, is the interplay between the daily or the
professional acts of individuals and their attentiveness while performing them. High
levels of engagement in the educational organizations from the sides of both teachers
and students can improve the quality of interactions among them as well as leading
to elevated academic results. Thus, the feeling of engagement is crucial for
educational stakeholders in that it significantly contributes to the success of their

contexts.

The third dimension, relationships, is directly related to the nature of communication
and interaction patterns between the individuals in which they value, respect, and
support each other. As relationships with these features are crucial in creating
stronger bonds among communication parties (Siedlecki et al., 2014), considering
the number of different stakeholders in educational organizations, it may be highly
suggested for the teachers to pay attention to their relationships in order to improve

their overall well-being.

The fourth dimension, meaning, refers mainly to the subjective feelings of loyalty

and belonging as well as individuals’ ability to attach importance and purpose to
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their lives. From an educational perspective, it can be indicated that purposeful
educators with intense feelings of loyalty and belonging to their teaching contexts

can make significant contributions to their environment.

Lastly, the fifth dimension, accomplishment, deals with the personal goal attainments
and future visions set by the individuals. As Seligman et al. (2013) state, being able
to reach your individual goals is more beneficial than achieving more materialistic
goals. For that reason, when teachers are able to enjoy the feeling of accomplishment
in relation to their professional goals, they are more likely to experience improved

well-being.

2.4.2. Positive Organizational Scholarship (POS)

As this study aims to uncover the organizational and interactional factors that affect
English language teachers’ well-being in a private school context, it draws on
Positive Psychology (PP) since it delves into how and why people flourish in life and
what makes the life worth living (Seligman & Csikszentmihalyi, 2000; Seligman,
2011). PP relates well-being to three important pillars: positive experiences like
happiness and engagement; positive individual traits like strengths and talents; and

positive institutions that enable these aspects to take place.

In order to thoroughly integrate the third pillar mentioned above, this study also
draws on the POS approach which is a scientific, theory-based, and rigorous
investigation of the factors that positively influence workplace culture and thriving
work conditions within organizations and institutions (Cameron & Caza,

2004; Cameron & Spreitzer, 2012).

Under the light of the headings in the Oxford Handbook of Positive Organizational
Scholarship (Cameron & Spreitzer, 2012), POS, in the educational contexts, can be
categorized in four main areas: 1) Positive human resource practices; 2) positive

organizational practices; 3) positive leadership; 4) positive relationships.

While positive human resource practices refer to an organization’s capability to

support their workers and other staff members both socially and professionally,
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positive organizational practices, on the other hand, deals with the general
organizational schemes in a working context and the allocation of the possible
resources to all workers equally (Mercer & Gregersen, 2020). Positive leadership, as
the third pillar of the POS theory, is the directional characteristics of the
administrators which find direct reflections on the workers’ well-being (Kelloway et
al., 2013). Lastly, positive relationships deal with the general nature of the
interaction among the workers in an organization where there are feelings of
psychological safety, trust and honesty which the individuals in a workplace act

accordingly.
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CHAPTER 3

METHODOLOGY

3.0 Presentation

The current chapter first presents the features of qualitative inquiry and case study.
The following sections include rich and thick descriptions of the research setting,
sampling procedures, participants, data collection tools, and data analysis methods.
Finally, the researcher’s role, validity, reliability, and the ethical considerations

regarding the study are highlighted.

3.1. Qualitative Inquiry

Becoming a widespread method of research in various academic and professional
disciplines, qualitative research allows researchers to study a very wide array of
topics in detail while it still leaves a room for plainness and simplicity (Yin, 2016).
In addition to this, through the lens of qualitative research, researchers can focus on
different dimensions of the participants’ social world while still reflecting on their
everyday life, social and organizational relationships, individual experiences, and
how such experiences affect their understanding of reality in a very profound manner
(Mason, 2002). Lastly, Merriam & Greiner (2019) state that as qualitative research
strives to comprehend the phenomenon at hand from the participants’ point of view,
the general nature of it calls for rich and descriptive investigation and interpretation

of the data collected.

Since the aim of this study is to understand and explore how English language
teachers in a private middle school in Tiirkiye experience the concept of well-being
with relevance to personal and contextual factors in their workplace, the qualitative

inquiry is adopted as it enables the researcher to comprehend “how people interpret
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their experiences, how they construct their worlds, and what meaning they attribute

to their experiences” (Merriam, 2009, p. 5).

3.2. Case Study

As one of the qualitative research methods, case study is an empirical method that
allows the researchers to analyze a certain case in detail with relevance to its
surroundings as well as immediate and distant context (Yin, 2018). In addition to
this, as it requires researchers to utilize multiple data collection methods and a
research design developed by a thorough examination of theoretical frameworks, it is
possible via case study methodology to investigate single and multiples cases at a

time (Yin, 2018).

Case study designs have different categorizations according to different perspectives.
For example, Stake (1995) categorizes case study designs as intrinsic, instrumental,
and collective, the focus of which may vary according to the general aim of the
research design. Firstly, intrinsic case studies intent to focus on a single case which is
selected according to the personal or professional interests of the researchers.
Secondly, instrumental case studies, are designed in a way which will allow a
researcher to investigate a specific phenomenon. Lastly, collective case studies
include an investigation of multiple cases in order to generalize a theory to a larger

extent of similar cases.

In comparison, Yin (2003) distinguishes the case study research designs as
explanatory, descriptive, and exploratory. The main goal of exploratory case study
designs is to identify research questions and hypothesis or examine a particular
research procedure. While descriptive case studies explore a specific phenomenon in
detail with relevance to its immediate context, explanatory case study design
investigates the reasons of a particular occasion through cause-and-effect

relationships.

The current study yields itself more to instrumental case study design as

demonstrated by the perspective of Stake (1995) since the main goal of the study is
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to investigate the issue of how English language teachers describe and define their
well-being in relation to a bounded case which is a private middle school in Ankara.
As Yin (2018) also asserts, conducting case study research enables the researchers to
gather information about a real word case or cases with relevance to their contextual
conditions. Accordingly, the current study requires detailed description of the target
case and a thorough analysis of the data collected from the participants coming from

multiple resources of data in order to fully answer the research questions.

3.3. Research Design

3.3.1. Research Setting

The study was carried out in a private middle school in the capital city of Tiirkiye,
Ankara. The school was founded in 1980’s, and since then, it has been remarked as
one of the most reputable educational institutions in Ankara. As the information on
the school’s website shows, it has presence in several different provinces of Tiirkiye,
and it employs more than 1000 teachers and supporting staff. Additionally,
thousands of students in total receive their education in the main campus and the

branch schools in different cities of Tiirkiye.

As also reported on the website of the school, it aims to provide the best learning
opportunities for its students by leading them forward in faithfulness to Atatiirk’s

principles and revolutions. The school also encourages its students to become
citizens who are life-long learners that think critically and contribute to the modern

Turkish society.

The students at the school are expected to be proficient in their native language,
English and one additional foreign language of their own choice while they are
following a regular academic program on different subjects. The school also offers
them additional academic, social, cultural and sports activities through which
students familiarize themselves with the skills such as collaboration, cooperation,
negotiation and compromission. The main campus of the school lies on 900 acres of

land, and it is facilitated with modern science labs, libraries, multi-media rooms,
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smart classrooms, gymnasiums, out-door sports fields, and a culture and convention
center. So, the general environment of the school allows its students and educators to
rigorously follow their academic plans while participating in academic,

environmental, and social projects.

Even though the students at the target school have a chance to receive their education
from kindergarten to high school, the current study was conducted at the middle
school level which starts from 5th grade and continues until the 8th grade. Each
grade level consists of 12 sections and each section includes more than 20 students.
Therefore, the total number of students that receive their education in this institution

is comparatively higher than other schools in Ankara.

A typical day in the target school starts at 8.20 and ends at 15.35; however, the
teachers are expected to stay in the school until 16.30. As teachers asserted, the
rationale behind this time schedule was to minimize the teachers’ workload at home
by allowing them to complete their work during this extra time that they spend at
school. There are 8 lessons in total in the regular time schedule of the school and
these lessons are 40-minutes-long. Normally, the break times between the lessons
last for 10 minutes except for one long break for 15 minutes. The lunch break, on the
other hand, is 50-minutes-long and during the lunch break, students and teachers can
either eat at the dining hall, or at the canteen of the school. In terms of the physical
structure, even though the primary, middle and high school levels share the same
campus, their buildings are situated in different places. There is also one additional
building in the school’s campus where administrative division of the target school
works. The middle school consists of 2 complexes where the classes, restrooms,
science and computer labs, teachers’ rooms, psychological counsellors’ offices,
administrative staffs’ offices, and nurse’s room are located. The student lockers are
also located in the corridors of these complexes which narrows the overall space

provided to both teachers and students.

As the current study was conducted in the English language teaching department of
the target research context, it is important to provide the necessary details about the

English language curriculum followed in the school and the expectations of the
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school administrators from these teachers. The students at the target middle school
receive a total of 10 hours of English teaching every week. However, the distribution
of these hours vary according to the grade level as English teaching is provided by
both native and non-native English language teachers. While in some grade levels
students receive 7 hours of English language teaching by non-native English

language teachers, this number can extend to 8 hours in the other grades.

Even though the focus of these English lessons shows some similarities, while
lessons conducted by non-native English language teachers are more academically
oriented, the lessons of the native English language teachers tend to focus on the
productive abilities of the students such as writing and speaking. It is also important
to indicate that the students are evaluated mostly by the non-native English language
teachers through formative and summative assessment techniques in various
linguistic competences such as the use of grammar, range of vocabulary, reading and

listening comprehension, writing, and speaking.

Both native and non-native English language teachers in the current research context,
on the other hand, normally have 21-24 hours of teaching load each week. However,
during the absence of a teacher due to various reasons, this workload is likely to
increase as the present teachers are also expected to substitute for the absent ones.
Additionally, both native and non-native English language teachers are required to
attend weekly department meetings where all English language teachers gather at the
helm of the English language department head. Moreover, all the teachers are also
expected to be present in level meetings where teachers from the same grade levels
come together with the department head. In addition to these departmental meetings,
the teachers must attend a meeting with the relevant assistant principal with the
companion of the psychological counselor to discuss the possible issues about the
students and track their academic, social, and emotional progress. Lastly, one lesson
hour from these teachers’ schedules is weekly spared for parent-teacher meetings in
that there may be a need from either teachers’ or parents’ side to come together.
Considering these additional meeting hours, under the normal circumstances, the
total workload of the English language teachers can range between 25-28 hours a

week.
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The fact that the number of students receiving their education at the current research
context is relatively high, the teachers are called for additional duties which may not
have direct relevance to their branch of teaching. The teachers working in the target
school are required to serve as hall monitors during the break times for one day every
week. In the absence of assistant principals, they may also be asked to be present in
their offices for one lesson in order to answer the phone class from the parents or

deal with the possible issues raised by the students.

In addition to this, the teachers also have invigilating duties regardless of their
branch especially during the formal exam week of the target school. In case of a
need, there may be extra study hours both during and after school where English
language teachers work with students who need more academic support. Even
though this is not the case for all, some English language teachers may also be
assigned with elective courses that take place during school time, or with student
clubs which are organized after school. Lastly, regardless of their branch, all the
teachers in the school are expected to attend the ceremonies held during the national

holidays.

In terms of the financial conditions, the English language teachers working at the
research context regularly receive their salaries on a fixed date at the end of each
month. During the time of this research, the salaries of these teachers were slightly
higher compared to their colleagues working in state schools. This is one of the
reasons why the target research context is one of the most popular educational
institutions from the perspectives of English language teachers. However, as reported
by some of the participants, this gap gradually started to decrease during the last
couple of years. When the teachers are assigned after school duties or when they
need to attend national ceremonies as mentioned in the previous paragraph, there are
also additional payments provided to the teachers which are added to their overall
salary. In addition to this, the teachers are able to benefit from the dining hall for
lunch and school busses without any fees. The participants also reported that they
were provided with a private health insurance in case they have medical problems.
Finally, the children of these teachers, if any, may also receive their education in the

same school by obtaining a discount depending on their number.
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3.3.2. Sampling and Participants

The participants of the current study include eight non-native English language
teachers who are currently working in the English department of the target research
setting. During the academic year of 2023-24, twenty-four teachers were working in
the particular English language department. five of these teachers were native
speakers of the English language and they had a different curriculum than the rest of
the non-native language teachers. For that reason, they were excluded from the
general horizon of the current study. From the rest of the nineteen teachers, eight of
them were selected through maximum variation sampling strategy as it allows
researchers to investigate the target problem, process, or event from various

perspectives (Creswell, 2012).

Even though the participants varied in terms of their age, total experience, and family
structures, which served as the criteria to maximize the target cases, all the
participants of the study fulfilled the following criteria: a) being a native speaker of
Turkish; b) holding a bachelor’s degree in English language teaching or English
language and literature; c¢) having an experience of English language teaching for at
least five years; d) working in the same school for at least three years. Figure 1
below shows the necessary background information about the participants of the

current study.

As the researcher of the current study was also working in the same institution, the
participants that suited to the criteria set by the researcher were contacted face to face
and they were informed about the purpose of the study. Nine of the teachers initially
reported their willingness to participate in the study voluntarily. However, one of the
participants had to withdraw from the study because of health problems. So, the
study continued with eight participants. In order to ensure diversity of experiences,
teachers who were teaching different grade levels (5%, 6, 7, and 8™) were selected
for the study. While seven of the participants were female, only one of them was a
male English language teacher. To ensure the confidentiality of the participants, they
were given pseudonyms during the study. Figure 1 below shows the necessary

background information about the participants of the current study.
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Table 1
Participants’ Background

Participant Age Educational =~ Total Years Years of Experience in the

Background  of Experience  Present Context

Anna 51 BA - ELIT 29 years 7 years

Betty 26 BA -ELT 5 years 5 years
MA — ELT
(Ongoing)

Esther 42 BA-ELT 23 years 23 years
MA —
(Ongoing)

Eva 27 BA -ELT 5 years S years
MA - ELT

Gloria 26 BA-ELT 5 years 5 years
MA - ELT
(Ongoing)

Matt 33 BA - ELIT 10 years 6 years

Sally 27 BA -ELT 6 years 3 years
MA - ELT
(Ongoing)

Yasmin 39 BA - ELIT 15 years 6 years
MA - ELIT

Anna is 51 years-old English language teacher, and she has her B.A in ELIT
department of a prestigious university in Tiirkiye. She has worked in two different
educational institutions throughout her career, teaching students from different levels
from primary to secondary schools. She has been working in the current research
context for 7 years. She has always wanted to become a teacher in her life as she
even had toys related to teaching during her childhood. She defines herself as a very
idealist English language teacher who tries to improve by pursuing different
certification and educational programs. However, even though she stated that she is
in love with teaching, she is not currently feeling very well as an English language

teacher.
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Betty is a 26 years-old English language teacher and he has her B.A in English
Language Teaching and she also graduated from one of the most prestigious
universities in Tiirkiye. She is also pursuing her M. A right in the same university that
she graduated from. She started working in the current research context right after
her graduation and she has been working here for 5 years. She was assigned to teach
different grades in the middle school level up to now. Her inspiration of becoming
an English language teacher comes from the English language teachers that she saw
as a role-model while she was in high school. She really loved the language and the
idea of being able to teach this language to younger generations. She states that her
identity as an English language teacher continuously changes. However, she
indicated that she is a bittersweet English language teacher who can be friendly at
times with the students and who can draw sturdy walls between each other. She also
stated that she was feeling neither too happy nor too unhappy currently as a language

teacher.

Esther is a 42 years-old English language teacher. She has her B.A in English
Language Teaching department of a very prestigious university in Tiirkiye. She is
also pursuing her M. A right now in the field of educational sciences. She has been
working in the same school, which is the context of the current research, for 23
years. Throughout her career as an English language teacher, she taught students
from kindergarten to high school. She was inspired by her mother, who was also a
teacher, and one of her English teachers in her high school before she decided to be
an English language teacher. She puts her identity of being a teacher before her
identity as an English language teacher and she thinks that teaching of values and the
students’ capability of exploring new teaching and learning methods should be the
priority of the educational institutions. Compared to previous years, she reported that
she was feeling less motivated and less happy in her career as an English language

teacher.
Eva is 27 years old. She has her B.A and M.A from English language teaching

department of one of the most prestigious universities in Tiirkiye. Upon her

graduation, she started working in the current research context. During her career,
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she worked both in primary and secondary schools of the same institution. Even
though she did not want to become an English language teacher initially, the courses
that she took in her department were interesting for her and thus encouraging her to
follow this path of a career. She defines herself as a very empathetic and patient
English language teacher who has developed communication skills as she sees
communication as one of the most prominent aspects of language teaching. Even
though she stated that she was happy inside the classroom when she is teaching, the

outer factors sometimes cause her to be upset and demotivated.

Gloria is 26 years old, and she is an English language teacher. She has her B.A from
English language teaching department of a prestigious university in Tiirkiye. She has
been working in the current research context for the last 5 years, where she also
started her teaching career upon her graduation. During her career, she was assigned
to different levels in the middle school. She was firstly inspired by her primary
school teacher who gave positive feedback to Gloria about her abilities to teach.
During high school, she realized that she had a talent for language learning, and she
wanted to follow this path. Even after 5 years of teaching, she still defines herself as
a novice teacher who is strictly following the rules, but at the same time, who is also
fun and encouraging. Even though she loves teaching English, she stated that
different factors are in play in determining her well-being status which constantly

changes even in a day.

Matt is 33 years-old English language teacher and he has her B.A from English
language and literature department of an important university in Tiirkiye. He also
completed a pedagogical formation program to be able to work as an English
language teacher. He has been working as an English language teacher for 10 years
and he has been working in the current research setting for the last 6 years. During
his career, he taught many different levels starting from primary school to tertiary
levels of educational institutions. When he started studying in his department, his
main aim was not being an English language teacher. However, as his studies
progressed, he realized that he really liked teaching English. He was also previously
inspired by one of his teachers and his approach to teaching and to his students in the

high school that he studied. Matt doesn’t define himself as a teacher at the first place.
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He says that he tries to be the mentor of his students as he helps them progress both
in their life and language development. As he is able to teach as he wants inside the
classroom, he reported that he was happy to be working as an English language
teacher. However, he also stated some organizational factors that contributed

negatively to his well-being.

Sally is 27 years-old English language teacher, and she has her B.A in English
Language Teaching and she is currently pursuing his M.A in the same program of
the same prestigious university in Tiirkiye. In total, she has worked in three different
educational institutions, and she has 6 years of teaching experience, 3 of which is
gained in the current context of teaching. She also taught many different levels in
middle school throughout her career. She was inspired to become an English
language teacher thanks to her encounter with one of her English teachers during an
international project. She stated that since then, she had decided to become an
English language teacher. She defines herself as a perfectionist teacher who
prioritizes touching her students’ life instead of aiming at improving their English
language. She also indicated that she was not feeling very well in the current
research setting as an English language teacher mostly because of systematic

problems.

Yasmin is 39 years-old English language teacher, and she has her B.A and M.A in
English Language and Literature departments of a prestigious university in Tiirkiye.
Until now, she was worked in three different universities in Tiirkiye. She also
worked for a short time as a translator. Currently, she has been working in this
research context for the last 6 years. She has been teaching in different levels in her
current context. As she is a daughter of two academician parents, she reported that
she grew up in the desks of her father’s workplace. That’s why, her father was the
main source of inspiration for her to pursue a career in becoming an English
language teacher. She defines herself as a teacher who is patient, active and highly
motivated. She also stated that her well-being status is affected by the level that she
teaches. She doesn’t feel very happy when she is teaching younger students while it
is easier for her to manage and carry her lessons out more effectively when she is

working with higher grades.
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3.3.3. Data Collection

3.3.3.1. Semi-structured Interviews with English Language Teachers

The main source of data of this study was collected through the semi-structured
interviews with the participants that aimed to gather in-depth information about
participants’ academic background, their overall sense of well-being, the
organizational factors which influence their well-being, and interactional factors that

are effective in determining participants’ well-being.

Placed as one of the most common tools to collect qualitive data, interviews allow
researchers to collect in-depth and personalized data on the target research topic
(Mason, 2002). Even though different types of interviews are available for the
researchers, this study utilized semi-structured interviews as the key data collection
tool as they allow a more flexible approach to how the interview questions are
prepared and asked by the researcher and responded by the participants (Edwards &
Holland, 2013). In addition to this, the interactional and relatively informal nature of
qualitative interviews allows researchers to even explore themes which are initially
not foreseen (Mason, 2002). As one of the main aims of the current study is to find
out multiple reflections on participants’ own well-being, semi-structured interviews
also allow this research to discover various realities presented by the participants

(Stake, 1995).

After deciding on the target participants of the current study, the researcher followed
the steps put forward by Hancock & Algozzine (2006) to conduct the semi-structured
interviews. First of all, as the main data of the current study is obtained through the
interviews, the semi-structured interview protocols were carefully designed by the
researcher. After reviewing the relevant literature on language teachers’ well-being
and its relevance to contextual and interactional factors, questions for three different
interviews were prepared by the researcher. The review of the literature enabled the
researcher to touch upon the target research area comprehensively while preparing
the interview protocols. After the protocols were created by the researcher, they were

reviewed by the research supervisor. The necessary changes, additions, or deletions
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on the interview questions have been made by the researcher upon the feedback
received to make sure that they served the purpose of the current study. Then, in
order to bring the protocols to their final version, a pilot study was conducted with an
English language teacher working in the same institution as the participants of the
study between the 10" and 20" of October 2023. The only criterion that differed
between the volunteer teacher in the pilot interviews and the main participants of the
study was the total years of experiences that they had in the same research context.
The piloting process enabled the researcher to rephase some of the questions and
eliminate possible ambiguities that may have occurred during the actual interviewing

schedule.

Upon the finalization of the interview protocols, in order to obtain in-depth data from
the participants, three different interviews were scheduled, and each interview aimed
to focus on a different research question. The first interviews aimed to uncover the
educational background of the participants as well as their overall sense of well-
being. The second interviews, on the other hand, explored the participants’ well-
being in relation to their immediate context. Lastly, the third interviews, tried to
figure out the relationship between the participants’ well-being and their interactional

patterns within the research context.

Table 2
Duration of the Interviews
Participant Duration of Duration of Duration of Total TOTAL
the 1 Semi- the 2"YSemi- the 3"Semi- Duration of
Structured Structured Structured 3 Interviews
Interview Interview Interview
Eva 48 min. 68 min. 53 min. 169 min.
Esther 36 min. 51 min. 41 min. 128 min.
Betty 40 min. 60 min. 50 min. 150 min.
Matt 33 min. 53 min. 29 min. 115 min. 1028
Gloria 27 min. 51 min. 35 min. 113 min. min.
Yasmin 25 min. 33 min. 22 min. 80 min.
Anna 51 min. 70 min. 43 min. 164 min.
Sally 23 min. 47 min. 39 min. 109 min.

The interviews were conducted between the 1%t of November and 15" of December,

and they were scheduled on a regular basis according to participants’ availability. As
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the focus of the interviews were different, their total length also varied between 20
minutes and 70 minutes. In total, the present study included 1028 minutes-long data
collected from the semi-structured interviews. All the interviews were conducted via
Zoom, and to allow participants express their experiences in the most explicit and
comfortable manner, they were conducted on the participants’ native language,
Turkish. All the interviews were recorded by the researcher and transcribed verbatim

upon the collection of the data.

3.3.3.2. Diary Entries

As Yin (2003) asserts, being one of the documentation techniques, diary entries can
be utilized in qualitative case studies in order to enrich and complement the main
data source. Diaries are also effective tools of qualitative research as they enable the
researcher to answer the research questions regarding participants’ experiences and
perceptions about the target research topic (Braun & Clarke, 2006). It was stated in
the previous section that the main data of the current study was obtained from 3
semi-structured interviews with the participants. However, as the questions in the
interview protocols required participants to think retrospectively, it was essential for
the researcher to also record participants’ daily experiences regarding their well-
being. To do that, the researcher asked participants to keep diary entries on a regular
basis. However, as diary entry is a technique that can add additional burdens on
professionals who are already busy (Saldana, 2011), the number of total diaries
written by the participants was limited to 3 and they were collected for 3 weeks
between 20™ of November and 15% of December. These dates also correspond with

the dates when the 2™ and 3™ interviews were conducted.

The diary template was prepared by the researcher and the participants were asked to
write their entries about the occurrences in their workplace that affected their well-
being either in a positive or negative way. The diary entries were collected from the
participants either as an online document or as a written hand-out upon their
preference in order to alleviate the possible workload they may face. In total, 24
diary entries were generated during the data collection phase of the study, the content

of which varied according to the participants.
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Table 3
Data Collection Timeline

Data Timeline- Timeline- Purpose

Collection Tool Beginning Ending

1°t Semi- Early Early e Gaining a deeper

structured November November understanding of  how

Interview 2023 2023 participants experience

their well-being

2" Semi- Mid- Mid- e Exploring the organizational

structured November November factors that affect

Interview 2023 2023 participants’ well-being

1* Diary Entry  Late Late e Recording the daily factors
November November that affect participants’
2023 2023 well-being

2" Diary Entry  Late Early e Recording the daily factors
November December that affect participants’
2023 2023 well-being

3 Semi- Late Mid-December e Exploring the interactional

structured November 2023 factors that affect

Interview 2023 participants’ well-being

3" Diary Entry  Early Mid-December e Recording the daily factors
December 2023 that affect participants’
2023 well-being

3.4. Data Analysis

According to Saldana (2011), qualitative data analysis begins from the moment when
researchers start gathering their data from the participants, and continues throughout
the study because of the provisional, emergent and evolutionary nature of the general
process. Through data analysis, it is aimed to report the insights generated about the
conditions of the participants regarding the research topic (Saldana, 2011). During
this stage, researchers prepare and organize their data for analysis in order to create
overarching themes as a result of rigorous coding, which is finally followed by the
representation of data in different forms such as figures, tables, or a discussion
(Creswell, 2013). In case studies, on the other hand, research questions form the
basis of thorough investigation of the collected data as researchers strive to refine
them by summarizing and interpreting information gathered during the study in a

recursive manner (Hancock & Algonzzine, 2006).
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The present study adopted Yin’s (2016) 5 steps of data analysis: 1) Compiling, 2)
Disassembling, 3) Reassembling (and Arraying), 4) Interpreting, and 5) Concluding.
During the first step, the researcher transcribed all audio-recorded interviews
verbatim and the diary entries of the participants were typed of separate word
documents in order to keep the data in an organized manner. In the disassembling
stage, on the other hand, the transcriptions and the diary entries were read repeatedly,

and the initial codes started to be assigned by the researcher.

While the initial codes were being generated, Braun and Clarke’s (2006) thematic
analysis method was also utilized by the researcher. Braun and Clarke (2006) define
thematic analysis as “a method for identifying, analyzing, and reporting patterns
(themes) within data” and ““it minimally organizes and describes your data set in
rich detail”. This method also allows the researchers to be more flexible regarding
the theoretical framework, methods of data collection, sample size and the research
questions of a study design. Compared to other data analysis methods, thematic
analysis also suits better to unexperienced researchers, and it is relatively quicker and
easier to learn and interpret (Braun & Clarke, 2016). As thematic analysis can also be
categorized within itself, the present study utilized inductive thematic analysis as the
source of the themes identified by the researcher directly came from the specific data
of the present study. During the coding process, MAXQDA software was utilized by
the researcher for better and more organized data analysis. The second step of data
analysis was followed by the reassembling stage where the researcher tried to
discover common patterns between the codes to generate overarching themes
according to the research questions. This was a recursive process as generated codes
and initial themes were revisited several times. During the interpretation step, a
relevant literature and the research questions were taken into consideration in order

to generate the most accurate and relatable results for the concluding part.

As stated earlier, the participants were asked to use native language, Turkish, during
the interviews and their diary entries. The researcher translated the relevant excerpts
from these into English while presenting the results. Through this analysis procedure,
the researcher aimed to demonstrate the overall well-being of the participants in

relation to the organizational and interactional factors in the research setting.
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Stage 5 — Concluding

The results were presented.

v

Stage 2 — Disassembling

Transcriptions and diary
entries were read
several times and initial
codes were assigned.

Inductive reasoning and

A

>

Step 4 — Interpreting

The data was interpreted
with relevance to research
questions and literature

Stage 3 — Reassembling

Common patterns were
found between the
codes to create
thematic categories.

Themes and sub-themes

thematic coding was review.

were noted and

utilized. .
recursively checked.

MAXQDA

Stage 1 — Compiling

Semi-structured interviews were transcribed
verbatim from the audio recordings.

The diary entries were copied on separate
documents.

Figure 1. Yin's (2016) 5-step of data analysis

3.5. Credibility and Trustworthiness of the Study

According to Saldana (2011), during the processes of collecting, analyzing, and
presenting the relevant data in qualitative research designs, it is important to take
factors of credibility and trustworthiness (Lincoln & Guba, 1985) into consideration.
These terms allow the qualitative researchers to improve the effectiveness of their
designs in that the readers may become more familiar with the interpretations of the
data set and the conclusions drawn from them in relation to the trustworthiness of

analysis.

The relevant literature and the scholars specializing in the qualitative research
present a number of strategies in order to improve the credibility of the qualitative
research designs. For instance, Lincoln & Guba (1985, p. 328) mentions 7 different

strategies that will allow the researchers to reach higher credibility standards in their
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designs: 1) Prolonged engagement; 2) Persistent observation; 3) Triangulation of
sources, methods, and investigations; 4) Peer debriefing; 5) Negative case analysis;

6) Referential adequacy; 7) Member checks.

Eisner (1991), on the other hand, outlines 3 criteria for assessing the credibility of
qualitative research: 1) Structural corroboration; 2) Consensual validation; 3)
Referential adequacy. While structural corroboration involves using diverse data
sources to either support or challenge the researcher’s interpretation of the data set,
consensual validation refers to achieving agreement among knowledgeable peers
regarding the accuracy of the researcher’s description, interpretation, evaluation, and
thematic analysis of an educational scenario. Finally, referential adequacy involves

the process of scrutinizing the subject matter to gain a deeper understanding.

Creswell (2013) proposes eight validation strategies commonly utilized by
qualitative researchers, emphasizing the term “validation” over “credibility”. These
strategies are as follows: a) Having a prolonged engagement and persistent
observation in the field to establish rapport with the participants and gain familiarity
with their environment, b) Triangulation which involves collecting data from
multiple sources and employing various theoretical perspectives to comprehend the
phenomenon under investigation, c) Peer review or debriefing where other
researchers offer critical insights to enhance the validity of the study, d) Negative
cases analysis where the researcher adjust hypotheses in response to disconfirming
evidence as the inquiry progresses (Elly et al., 1991; Miles & Huberman, 1994); ¢)
Clarifying the researcher bias which entails acknowledging the researcher’s position,
prior experiences, and potential biases that may influence data interpretation; f)
Member checking in which participants review the data analysis and offer critiques
to ensure accuracy (Creswell, 2013); g) Rick and thick descriptions that provide
comprehensive accounts of participants and research settings; h) External audits
where an independent evaluator assess research procedures to determine if findings,

interpretations, and conclusions are supported by the data.

It is suggested by Creswell (2013) to utilize at least two of the validation strategies

mentioned above so that qualitative researchers may improve the credibility of their
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studies. Accordingly, the validation evidence of the present study was provided
firstly through triangulation as the main source of data were collected from the
participants by semi-structured interviews and diary entries. In addition to that, as the
researcher was employed at the same institution where the present study was
conducted, the prolonged engagement with the research setting as well as the
participants was able to be established. The researcher was also able to build rapport

with the participants as there was a continuous observation in a close manner.

However, as it will also be clarified in the next chapter, the position of the researcher
as an insider may generate researcher biases. In order to prevent this from happening,
the member checking technique was utilized in the present study where participants
commented on the interview and diary transcripts so that possible misinterpretations
due to researcher’s biases could be eliminated. In addition to these, the researcher
was able to provide rich and thick descriptions of the research context, participants,
and the overall conditions under which they were working, which contributed to the
validation of the current study. Lastly, all participants were debriefed with the help
of the debriefing form at the end of the data collection process. These techniques
allowed the researcher to improve the credibility and the trustworthiness of the

current research study (Lincoln & Guba, 1985)

3.6. The Position of the Researcher

As Saldana (2011) clearly indicates, it is important for qualitative researchers to
share their reflexivity openly by mentioning their position towards the research
context and the participants as it has the potential to have an effect on the
interpretation of the relevant data (Creswell, 2013). In a similar vein, reflexivity, as
outlined by Alcoff & Potter (1993), demands that researchers not only consider the
selection of their research topic, but also acknowledge their dynamic selves, which
encompass multiple identities within the research environment. Therefore, in a
qualitative case study, it is crucial to state the position of the researcher clearly.
Creswell (2013) asserts that a researcher can be in the position of insider or outsider.
As an English language teacher with 5 years of experience, who has been working in
the same institution as the participants of the current study, I would locate myself as

an insider.
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Upon my graduation from the English Language Teaching department at Middle
East Technical University, I started to work as an English language teacher in a
private school. During the first year of my career, I was trying to improve myself as a
teacher by exploring and experimenting different language teaching and classroom
management methods. During this time, I was also preparing myself for the master’s
degree juries by following the recent literature on English Language Teaching.
However, the outbreak of COVID-19 pandemic hugely affected my career as an
English language teacher as I was only able to teach face to face only for 4 months at
the beginning of my journey as the schools were closed and there was an immediate
shift to online teaching. This quick change in my teaching career had both positive
and negative effects on my identity as a language teacher. During this time, I also
spent most of my time alone as I was not able to move near my family because of the
travel restrictions. Having to live on my own and the uncertainty of my career path
made me worry about my own well-being. This was when my interest in the subject

of well-being started.

As things started to turn back to normal, I was accepted to the master’s degree
program of English Language Teaching program at Middle East Technical
University. After working for 2 years, I also changed my workplace, and I was
recruited by the private school that I am currently working in. The first thing that
caught my attention when I started teaching in my new context was the fast-paced
nature of how things were going on. My new colleagues were supportive, and they
were constantly informing me about the possible workload that I was likely to face. I
slowly started to realize the differences between my old and new workplace, and I
found myself in a situation where my life was only about teaching and studying for
my master’s. This was when I realized the real importance of my own well-being as
a human and as an English language teacher. These reasons paved the way for me to
choose well-being as a topic of research, which is one of the under-researched topics

in Tirkiye.

Being an insider researcher and working in the same institution with the participants
of the present study allowed me to create sincere relationships with them as we were

already working together for 3 years and there was no power imbalance in between
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us. My acquaintance with the participants of the study allowed me to follow a more
fruitful interviewing process as it also affected the way I conducted the interviews in
terms of communication patterns. The aforementioned relationship also allowed the
participants to express their thoughts and experiences regarding their well-being in
the most accurate and explicit manner during the interviews and diary entries.
However, 1 was also aware of the fact that I may have subjective biases in
understanding and analyzing the reported experiences of the participants as well as
the data set. In order to mitigate potential researcher biases, I refrained myself from
elaborating on any ideas or comments during the interview sessions and data analysis
process. From the start of the present study, I paid extra attention to eliminate any
influence from my side on the participants’ experiences as well as their reports of
well-being. Finally, I employed the credibility strategies mentioned earlier to

enhance the validity and the trustworthiness of the present study.

3.7. Ethical Considerations

When planning and designing a qualitative study, it is crucial to contemplate
potential ethical challenges that may arise during the research process and to develop
strategies for addressing these issues. Researchers must exhibit sensitivity to the
participants' needs throughout the study. Furthermore, the examination, reporting,
and publication of data should be undertaken with a dedicated focus on ethical

considerations, as emphasized by Creswell (2013).

In the present study, Ethical Approval was obtained from the Human Subjects Ethics
Committee at Middle East Technical University (see Appendix A). Through a
consent form, the participants were informed about the content, aim, and process of
the study at the beginning of the study. While the interviews were being conducted,
the aim and the scope of the study were reminded to the participants, and their verbal
consent was taken recursively about the storage of the relevant date. In addition to
this, they were also informed about their rights during the study. After the data
collection procedure, the participants were given debriefing forms. Lastly,
pseudonyms were given to the participants in order to secure the anonymity of them

and the research setting.
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CHAPTER 4

FINDINGS

4.0. Presentation

The scope of this study focuses on three main research questions which aim to
uncover how English language teachers experience their well-being in a private
school context in Tiirkiye as well as the organizational and the interactional factors
that have influence on shaping their overall well-being. For that reason, thematically
analyzed data will be presented under the relevant research question with further

discussion points according to the emergent themes.

English Language Teachers' Well-being

How do English language teachers relate
their well-being to organizational
factors?

How do English language teachers relate
their well-being to interactional factors?

Workload Interaction with Students

Expectations

Interaction with Colleagues

Work-life Balance

Interaction with Parents

Autonomy - -
Interaction with
; Administration
Physical Space
Technological
Infrastructure

Financial Satisfaction

Professional
Development

Sense of Belonging

Health and Safety

Figure 2. Data analysis categories and themes
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4.1. How do English language teachers experience their well-being in a Turkish

private middle school?

In order to answer the first research question, following Seligman’s (2011) PERMA
model, the participants were asked to describe how they experience their well-being
while they are working in a Turkish private school context. Even though the
analyzed data regarding the first research question showed some similarities, because
of the individual nature of the well-being concept, the way that the participants

experienced their well-being is presented under separate headings.

4.1.1. “I have to stay strong.”: Anna’s Case

As Anna has been in the English language teaching profession for 29 years, she
expressed her current state of well-being by making comparisons between the past
and the present especially regarding the conditions of private schools, respectability
of the teaching profession, and the general approaches of the parents towards the
teachers. Considering these, she indicated that her well-being started to gradually

decrease and that she was not feeling happy at all in her current context.

In the past, the number of private schools in Ankara was not this high ... So,
the quality of the education was also better compared to now. The value and
respect that were shown to the teaching profession were incredible. However,
as the time passed, because of the political events, the evolution that the
parents have gone through, the rivalry among the private schools, the ill-
treatment of the teachers, and the fact that students and parents have started
to be seen as customers, my contentment with my profession gradually started
to decrease. To be honest, right now, I do not feel happy at all.

(Anna, Interview 1)

However, even though Anna was not feeling very happy in her current context, the
details of which will be presented in the upcoming chapters, she indicated that her
own passion for her profession, her relationship with the colleagues, the interactive
communication patters between her and her students, and the positive feedback that
she would receive from the parents were the most prominent factors that contributed

to her well-being in an affirmative manner.
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I can candidly say that the only thing that makes me happy right now is the
fact that I love my profession so much. Plus, the interactive relationships that
1 have with my students, the feeling of happiness and delight that arises in me
when I witness my students’ success, and the pleasant feedback that comes
from the parents makes me feel better. ... I should also add that my
colleagues in the department, and the peaceful environment in our
department significantly improves my well-being.

(Anna, Interview 1)

While the systematic and organizational issues affect Anna’s well-being negatively
by reducing her motivation, she indicated that over the years, she developed a habit
of motivating herself as she was feeling responsible for her students. Thanks to this
habit, Anna was able to increase her professional satisfaction and refrain from

reflecting the hardships she went through to her students.

Sometimes, because of the systematic and administrative problems, my
motivation level drops so low that I do not want to do anything. I do not even
want to move a finger because I feel like I am rowing against the current. ...
However, in the end, these students are entrusted to me. ... I feel like I have to
give my best to the students so that [ can get the best out of them. In this way,
at the same time, I can also satisfy myself from a professional perspective. ...
As I said earlier, there are things that I hold and rely on and no matter how
hard things can be, I do not want to reflect them on my students in any way.
So, I am forcing myself to stay motivated.

(Anna, Interview 1)

Anna’s personal mindset quote, “I have to stay strong.”, clearly explains her
physical and mental well-being in that it vividly pictures the conditions in which she
works. She attaches special importance to her physical and mental health as her
profession requires continuous effort in dealing with the educational stakeholders in

her working context.

I have to stay strong. We are not doing an office job. If it was the case, 1
would sit beside my table, keep my mouth closed, and save the day. However,
teaching is different. As we need to continuously interact with parents,
administrators, and students, we have to hold ourselves firm with a strong
psychology. For that reason, I am trying to prevent my problems and traumas
from pulling me down by supporting the healthy mind with the health body.
That’s what I have been doing for years.

(Anna, Interview 1)
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Lastly, because of the factors mentioned above which affect Anna’s well-being and
more to be discussed in the next chapters, Anna was uncertain about her future career
path as she didn’t know if her current motivation would carry her over to the

upcoming years.

In the future, I want to be a professional traveler. Jokes aside, I really love
my job, and I still believe that there are things that I can still give to my
students. However, I am not sure how long this will last. ... I do not really
know what time brings. ... I know that there are a lot of students out there
who are really clever with a strong need for language learning. Maybe I may
want to do some voluntary work. Of course, as long as I am needed.

(Anna, Interview 1)

4.1.2. “My patience and tolerance are running out.”: Betty’s Case

Betty has started her English language teaching career in her present context, and she
has been teaching there for 5 years. However, she stated that her happiness and
motivation levels have been continuously changing. Even though she was feeling
content with her teaching context in the past with high levels of motivation, she
asserted that there has been a decline in both. As an explanation for this, Betty
attracted the attention to the heavy workload, her passion for teaching English and

especially her students’ attitude.

I have realized that my motivation has been getting lower for the last couple
of years. I think there are a lot of reasons for that. It could be student
behaviors, it could be the workload. The pleasure that I got from teaching
English has significantly decreased unfortunately. ... I think classroom
environment affects my well-being a lot. I have three classes. I have a strong
bond with one of them and when [ enter that class, I feel very happy, but the
others are not very good. I do not really want to teach them sometimes. So, 1
can say that classroom environment really affects me.

(Betty, Interview 1)

The fact that Betty was not feeling as much motivated and happy as she was
previously didn’t refrain her from stating that she was still feeling positive about the
interactions between her and her students. She indicated that she chose this
profession with love and even the slightest positive feedback she gets from her
students could easily connect her to her profession even though there are

fluctuations.

58



Despite the fact that my motivation is decreasing, I can say that it is not
completely drained. The main reason for that is my love for my students. 1
really like this age group. Even though some occurrences make me question
my career choice, any positive feedback that I get from my students
strengthens the bond with my profession.

(Betty, Interview 1)

In addition to the positive interactions with the students, Betty mentioned the
importance of a positive working environment for her well-being. She indicated that,
compared to the previous years, she was satisfied with her current working context as
she was able to teach at the same place with her close friends which contributes

positively to her motivation level.

For me, the relationship with my colleagues is very important. For me, this is
one of the most prominent factors for my well-being. The fact that we have a
nice working environment significantly increases my motivation. For
example, last year, I was not so delighted with my department. We would
have small arguments which would affect me negatively. ... As I see that we
have a more positive department, plus I am working together with my close
friends, my motivation really increases. So, my relationship with my
colleagues right now affects me quite affirmatively.

(Betty, Interview 1)

Betty’s comments on her physical and mental well-being also supports her previous
statements about her decreasing motivation and well-being levels as she started to
feel more intolerant inside the school. Apart from that, she also realized that the
current condition of her well-being in her working context finds reflections in
different aspects of her life. Additionally, compared to her student days, she was
physically feeling more exhausted than ever before due to the requirements of the

teaching profession.

My patience and tolerance are running out. It is not just inside the school. 1
see that this is also reflected in my private life and social relationships, and 1
realize that it increases day by day. I mean the slightest negativity or
tiredness at school also affects my domestic life. ... Of course, the school is
not my whole life. It is the case for all the teachers. When I leave the school, 1
start to feel like I am unable to socialize because in a day, I see so many
people that when I leave the school, I do not really want to see anybody else.
1 do not really find the power of communicating with others after a day at
school ... I also think that I have been negatively affected by the school in
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terms of my physicality. I definitely feel more tired compared to the years
when [ was in the university.
(Betty, Interview 1)

In the future, on the other hand, Betty was sure that she would not continue teaching
in private schools in the long run. At the time of this thesis study, she was also
pursuing her master’s degree. So, there were lots of uncertain scenarios for her to

consider about her future career endeavors.

This is something that I think about quite often. However, I know that I do not
want to continue teaching at the private schools. Right now, for my future, I
am doing my master’s. Even though I will be here for a short term, in the
long run, I would like to move to a job that I can save more time for myself.
... There are a lot of scenarios, but I haven’t made a decision yet.

(Betty, Interview 1)

4.1.3. “I think there are too many downsides to teaching.”: Yasmin’s Case

Yasmin has been working as an English language teacher for a total of 15 years and
she spent last 6 years of her career in the present context. In terms of her well-being,
she indicated that the age group she was working with and the teaching experience
with these students had a strong influence of how she feels about her profession.
While she was feeling more content during the interactions with older students, she
was having more difficulties with younger students because of the classroom

management challenges.

I have started to realize that I find it really difficult to deal with, for example,
6" graders. I mean my happiness may be decreasing a bit because classroom
management comes into play. When it is the case, telling students to behave
well makes me unhappy. However, when [ am teaching and exchanging ideas
with 7" and 8" graders, I definitely feel happier. Or, when we are talking
about daily topics, or when there are instances where we can both contribute
to each other and we can get to know each other better, I feel more satisfied
with my teaching experience.

(Yasmin, Interview 1)

Even if Yasmin put the interactions with the students and the teaching experience as
the foremost factors that affect her well-being, she also indicated the importance of

her colleagues as a contributor to how she feels in her teaching context. She was
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quite positive about the togetherness and the experiences that she went through with

her colleagues regarding her well-being.

The things that [ share with my colleagues both personally and
professionally, the pleasant memories we have had together, and the
friendships that I put in my pocket add a lot to me. In each school that I work
at, I get to know a couple more people whom I can include in my life, that
really makes me happy.

(Yasmin, Interview 1)

Apart from the relationships with her students and colleagues, Yasmin also stated
that the unity in her department was quite motivating for her while the classroom
observations from the administrators and the intensity of her tasks as an English

language teacher influenced her well-being in a negative manner.

This year, I'm teaching the 6" graders. The thing that keeps my motivation
really high is that we are able to work in harmony and solidarity. I feel really
safe at this level because my colleagues are compensating for the things that 1
do not complete or vice versa. ... However, these frequent observations are
really unnecessary. We already have a very crowded to-do list, and
everything is too loaded. These are demotivating me a lot.

(Yasmin, Interview 1)

While Yasmin was expressing her current state of psychological and mental well-
being, she especially mentioned the fatiguing nature of her profession in that she
found it difficult to create a work-life balance as there were a lot of tasks she needed
to continue completing at home. She also indicated that unmotivated and both
mentally and physically exhausted teachers were not beneficial enough for their
students while also referring to the fact that she has been feeling quite worn out after

all these years of working as an English language teacher.

The thing is I do not really have much time for myself. I think that there are
too many downsides to teaching. Even after completing the fundamental tasks
at school, there are still a lot to do at home such as preparing lesson plans,
giving feedback to student papers, and grading the exams and they really take
a lot of time. Sometimes I have everlasting to-do-lists even at the weekends.
Therefore, teaching is quite a wearing profession and at some point, if you
are not motivated and eager enough, you need to know where to stop because
these teachers are no use for their students. ... So right now, I really feel
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mentally exhausted after all these years even though there are some students
of mine who still give excitement to me and keep me going.
(Yasmin, Interview 1)

For the future, Yasmin indicated that she wanted to continue working as an English
language teacher. However, she also referred to the importance of her teaching
context as she wasn’t sure if she would be able to work under this high tempo for a
lot of years. Even though they were uncertain due to the nature of her current
profession, Yasmin also said that she would maybe pursue a doctorate degree in the

long term.

Of course, I would like to keep working as an English language teacher. ...
However, my thoughts may change if I am going to work in a private school
like this with excessive workload. Maybe [ would do try to pursue a doctorate
degree in the field of literature. However, I do not even have time to plan
anything for the future while working under such intensity.

(Yasmin, Interview 1)

4.1.4. “Teaching is also like being a psychologist.”: Eva’s Case

Eva started working in her present teaching context directly upon her graduation for
a total of 5 years, and she hasn’t worked in any other institutions. While she was
talking about her well-being in general, she indicated that whenever she was inside
the classroom with her students, she was feeling happy. However, it is also worth
mentioning here that as she was teaching the youngest age group in the middle
school, there were a lot of incidents which led to minor crisis points in terms of

classroom management, thus arousing feelings of stress and anger within Eva.

Because of the age group of my students, of course, there are a lot of crisis
moments which are really difficult for me. Because of these, I really get
stressed and become angrier. Nevertheless, the place that I feel really happy
is still my classroom. I mean, I am better when I am teaching even if there are
continuously changing factors.

(Eva, Interview 1)

In addition to Eva’s positive mindset inside the classroom, she also indicated that the
professional development system of her working context, in which the lessons of the

teachers are being observed by the department head and sometimes by the other

62



school administrators, was affecting her well-being affirmatively as she really
enjoyed getting positive and negative feedback for the things that she was doing
inside the classroom as she believed that such feedback contributed to her
professional identity in a positive way. Similarly, the fact that she has completed her
master’s degree in the field of English language teaching was also one of the
prominent factors that made her feel better in her profession as Eva really enjoyed

doing academic tasks related to her own field of teaching.

I really like getting feedback after my lesson observation because I always
think that a third eye is quite beneficial for me. ... I mean, how can I improve
the time I spend inside the classroom? Which aspects of my teaching can be
better? Such opportunities for improvement always made me feel happier. ...
I can also mention my master’s degree as a positive contributor to my well-
being. I really enjoyed my time when I got out of my role as a teacher again
went back to being a student. Plus, I was improving myself both theoretically
and practically by trying to learn new things about my field of teaching and
doing academic research.

(Eva, Interview 1)

While Eva was referring to the concept of motivation, she reported that her
motivation levels were lower compared to her first three years in her profession. As
she indicated, the main reason for this decline was the fact that her present working
context had excessive workload and expectations from the teachers such as following
the students’ academic growth individually, preparing teaching materials, and the
necessity of contacting with the parents. These factors have caused Eva to gradually
lose her motivation and energy, leaving her prone to exhaustion caused by her

profession.

When we look at my situation, I do not think that I should be feeling this worn
out in my 5" year of working as an English language teacher. ... However, as
we are teachers, I need to give most of my energy and mental preparation to
my class and the routines in it. However, this is not the case because in my
school, the workload is too high. In addition to what is happening inside the
classroom, [ should be tracking my students, preparing materials, and
contacting parents. Okay, these are within the limits of being a teacher, but 1
think that my institution manages them in a way that they require excessive
effort from the side of the teachers. Sometimes, the things that can easily be
handled are magnified by the school administrators especially when egos
come into action.

(Eva, Interview 1)
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When Eva was asked about her mental and physical well-being, she first mentioned
the frequency of illnesses within her department even if she did not have any specific

physical problems.

Besides, the fact that she needed to continuously communicate with a variety of
educational stakeholders in her job such as parents, students, colleagues, and school
administrators made her job mentally tougher especially during specific periods

during which she would get angrier and more intolerant than normal.

Well, I do not really have a serious physical problem. However, as a
department, we frequently get ill, which is normal inside the school as the
child illnesses are more contagious. However, such illnesses I think have
more impact on adults. ... Mentally, on the other hand, I do not think that we
are feeling very well. Teaching is also like being a psychologist. Sometimes
we listen to our students’ problems, sometimes we talk with the parents,
sometimes we are communicating with the administration. We are also a
crowded department, and we can have communication break downs with our
colleagues. ... So, among all these, some periods have the potential to be
mentally challenging. I think teaching profession is already difficult in terms
of mental health. However, I think that this case is 2-3 times more difficult in
my current school.

(Eva, Interview 1)

In terms of her future, Eva mentioned her love and passion for teaching and being in
contact with her students. However, she was quite clear on the fact that she was not
willing to continue teaching in K-12 level. Even though she left some open space for
the uncertainties, she thought that it was high time for her to try out different
teaching contexts. As a teacher who has already completed her master’s degree, Eva
was also quite passionate about improving herself academically by pursuing a

master’s degree.

Obviously, I love teaching. I love interacting with my students, but I do not
want to teach at K-12 level anymore. At least not for a long time. Even
though my thoughts may change, right now, I would like to get my doctorate
degree and specialize in a specific field. ... In terms of teaching, I would like
to try out different levels as you will never know what will happen if you do
not try.

(Eva, Interview 1)
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4.1.5. “Everything is getting worse instead of the better”: Esther’s Case

Esther has been working as an English language teacher for 23 years and she spent
all of her career in the branch schools of the same school that she is working for right
now. While she was indicating her overall well-being, she stated that she started to
experience burnout especially for the last couple of years. The main reason for such
feeling, according to her, was the fact that she was finding herself trying to adapt to
the professional development system and language teaching curriculum even if she
didn’t think that it was right thing to do. So, this obligation caused her not to enjoy

teaching as much as she did and lose her sense of autonomy over her classes.

In the past, I used to adjust my teaching plans according to my assessment of
students’ needs. [ worked like that for a couple of years, and I really enjoyed
my teaching experience by creating strong bonds with my students. However,
there has been a drastic change in the profile of the students, parents, and
school administrators. Because of this, I started to realize that I started doing
things by the book as I was trying to adapt to the professional development
system. So, after this realization, I started to feel burnout and I was not
finding pleasure in teaching anymore. These conditions also affected my well-
being very negatively.

(Esther, Interview 1)

However, Esther confessed that she broke free from the aforementioned elements in
order to enjoy her teaching experience again. Currently, she started to enjoy her
English language classes again as she was able to merge the plan she needed to
follow, and her students’ needs in a way that both can continue in harmony. This
method allowed her to address her students in a more direct way and create stronger
bonds, thus allowing her to refrain from the routinized flow of the language classes

and to feel happier.

Here, I need to make a confession. When I realized that what I was doing was
wrong, [ went back to my old methods. Now, I am entering the class, and yes,
I have a plan with me. However, before anything else, I take a quick look at
what my students really need in that moment. For example, when I see that
they feel sleepy especially in the morning, I am just allowing them to take
quick naps on their desks with a slow music. After some time, I am switching
to another song with fast beats and waking them up. When I do these, my
lesson flows much better. If I try to do what the plan says without considering
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my students, they start resisting to learning. ... In this way, language learning
is becoming a part of my students’ lives and I enjoy this a lot.
(Esther, Interview 1)

Esther also mentioned the importance of her colleagues and their positive impact on
her well-being as they were continuously getting into personal and professional
interactions inside the department. She also stated that she was being supported by

her colleagues through exchange of ideas.

My interaction with my colleagues makes me very happy. I see how much
support we are giving to each other. There are a lot of hardworking friends of
mine. They really contribute to us a lot. They are just sharing whatever they
learn. Such instances and the feeling of being supported by them is very good
for my well-being. ... After some time, we become parts of each other’s lives
and we feed each other.

(Esther, Interview 1)

Although Esther was generally intrinsically motivated, which was one of the reasons
for her to choose teaching as a profession as she believed that she could contribute to
shaping the new generation, she stated that her motivation level was the lowest in all
her teaching career during the time of this thesis study. The reason for her lack of
motivation was mainly because of the organizational restrictions on her autonomy

while teaching.

The restrictions and the expectations of doing the same thing in all the
classes are really demotivating for me. There should definitely be lesson aims
that teachers should follow. However, as we are dealing with humans here,
we should also consider their differences. ... The mechanical system in the
school really tired me. So, I am at a place where my motivation is the lowest
it has ever been. Instead of doing more, I am trying to be more economic and
that really makes me unhappy in teaching.

(Esther, Interview 1)

Esther was also feeling mentally and physically exhausted in her current teaching
context due to various reasons. She was not happy with the social aspects of her
workplace as there was no time for socializing especially after the economic situation
of Tiirkiye after the COVID-19 pandemic. She also specifically mentioned the hall
monitoring duty assigned to teachers as one of the most prominent factors that

affects her physical well-being in a very negative way.
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I really feel tired. I feel physically and mentally exhausted. I mean, it’s only
about working, working, and working. When it is the case and there is no
time for socializing, no time for social gatherings with my colleagues,
especially after the pandemic and the economic precautions taken after it, we
turned into individuals who are just getting into the classrooms and teaching.
If we just do that, everything becomes routinized and routines are quite
boring for me, which in return gives me a feeling of exhaustion. So, right
now, everything is getting worse instead of the better... Physically, on the
other hand, I think what tires a teacher in a day the most is the hall
monitoring duty. ... If possible, we should ask this to all the teachers because
1 think that this affects teacher well-being very negatively. I think just walking
around a place for a long time just like a soldier doesn’t make any sense and
it’s both physically and psychologically exhausting.

(Esther, Interview 1)

While she was talking about her professional future, Esther stated that instead of
working as an English language teacher, she wanted to work as a mentor for the pre-
service English language teachers. In addition to this, she also indicated that there
was still room in her agenda for teaching only if she would have total autonomy over
her classes as this was one of her dreams when she started her career. However, these
were just the stream of ideas during the interviews as she clearly indicated that she

was not doing any strict plans for her future.

Instead of teaching kids, I want to do something like a mentorship for the new
teachers. ... As it was one of my dreams, I also want to work in a classroom
where [ feel totally free, and I have total autonomy over my students. Other
than these, I do not really make a lot of plans for the future. Maybe I think
like this as I am already too tired. Time will show everything.

(Esther, Interview 1)

4.1.6. “I constantly feel like I’m missing something.”: Gloria’s Case

Gloria has been working as an English language teacher for 5 years and she spent all
these years in her present working context. She was not able to express her current
well-being in clear terms as she indicated that her emotional state was constantly
changing due to various factors. However, according to Gloria, although she enjoyed
teaching, the overall workload in the school and the changing attitudes of her
students, colleagues, and the school administrators were severely affecting her well-

being.
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I really find pleasure in teaching English. This is definitely something that 1
do with love, but my emotional state is going up and down every day as my
daily tasks or the attitudes of my students, colleagues in the department and
the administrators are changing and they critically affect how I feel. I mean
even though this was a profession that I started with passion, there have been
some days when I asked myself'if [ hate my job or not.

(Gloria, Interview 1)

The existence of negative factors mentioned above, on the other hand, did not refrain
Gloria from mentioning the happiness she feels when she is with her students. The
improvements of the students she observes and the students’ willingness to use the
English language after the lessons were important and positive factors for Gloria’s
well-being. However, it should still be mentioned here that her general state of
psychology was more inclined towards feeling negative, the reasons of which will be

explained in the upcoming chapters.

Usually, when I am with the students in the lessons, I feel much happier than
the times outside the school, during the breaktimes, or while I am at school.
Being with the students sweetens me up. ... When [ see the improvements of
my students with relatively lower English levels and low confidence, and
when they are starting to express themselves more comfortably, I really feel
happy and excited. I mean, in such cases, I feel like I am doing something that
I want to do, and I am accomplishing something that I want to accomplish.
Other than such instances, my general mood at school is usually stabile, even
closer to shifting negative.

(Gloria, Interview 1)

Gloria also indicated that she was not feeling very motivated during the time of this
thesis study as she was going through a loaded schedule. She was feeling like she
had to split up to different pieces as she was continuously in a rush to make ends
meet. However, she also gave an example of an experience she had with her students

as one of the motivating factors for her.

First of all, I do not really feel motivated right now because I am going
through very tiring and busy times. There are always things that I should be
completing before the deadline, and I feel like I need to generate different
pieces of mine to fulfil these. For that reason, I am not motivated and happy
right now. ... However, for example, there is a student club that I carry out
right now. I took my students in that club to a conference. It was a very
motivating experience for me because it was not only about speaking English,
but also about important concepts such as global citizenship. As my students
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were also quite willing to participate in it, and [ was able to help my students
throughout this journey and get feedback from them, my motivation level
significantly increased.

(Gloria, Interview 1)

Gloria attracted the attention to the heavy requirements of her profession while she
was mentioning her physical and mental well-being as she was repeatedly getting ill.
She also indicated that she was not feeling very comfortable in her present working
context because of the stress and anxiety she was working under. It is also worth
stating here that Gloria’s current condition found some reflections in her daily life
outside the school. For these reasons, she did not evaluate herself well, neither

physically nor mentally.

In terms of my health, I can say that probably I have never gotten ill that
much in my life before. ... I think the reason for that is not getting enough
sleep as there are many things that I must catch up on. As it also affects my
immune system, I can say that my physical health has just collapsed.
Mentally, I also do not feel very well as I never feel comfortable because I am
continuously under stress and anxiety. I constantly feel like I am missing
something. I can only be sure of myself by going over my daily tasks a couple
of times. It has even reached the level of obsession now. ... Of course, this is
also reflected in my daily life. Whenever I am doing something not related to
work, I end up in the cycle of checking and questioning myself repeatedly.
(Gloria, Interview 1)

In the future, Gloria clearly stated that she did not want to work in K-12 levels as she
was aspiring to change her working context to higher education. In addition to this,
she was also quite eager to work with pre-service English language teachers because
she thought that there were a lot of problems in pre-service teacher training. In that
regard, she would still be teaching and contacting with students in a different

context.

In the upcoming years, I do not see myself as a teacher in K-12 levels. I do
not really want to see myself in such a position. If you ask me where I would
want to work, I think the English prep schools of the universities could be the
answer. After that, I also would like to imagine myself training pre-service
teachers in education faculties as I think there are a lot of things to change in
the system and we should start this from the bottom. ... In such scenarios, 1
would still be teaching with a different focus.

(Gloria, Interview 1)
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4.1.7. “I feel happy about the time I spend inside the classroom.” Matt’s Case

Matt has been working as an English language teacher for 10 years and he spent the
last 6 years of his profession in his current working context. When he was referring
to his overall well-being, he mentioned the importance of this duration as a positive
contributor to his well-being as he was feeling significant within the school among
his other colleagues. He also indicated that he was happy inside the classroom as he

was able to do the things which he wanted to do in his classroom.

Personally, I can say that I am happy. The thing is, I am almost completing
my 6" year in this school and even though this was a place where it was
difficult to work in during the first two years, now I feel quite significant as a
part of my department, and I am able to do the things that I want to do when [
close the door of my classroom. I mean, I feel happy about the time I spend
inside the classroom under the name of my profession.

(Matt, Interview 1)

Matt also indicated that his connection and communication with the students were
quite important for his well-being. By creating a positive relationship with them,
Matt stated that he was able to professionally motivate himself and keep himself up
to date thanks to the feedback he was receiving from the students. Even though he
referred to 8" grades in his teaching context as the most challenging group to teach,
he mentioned that he was deliberately choosing that level for the aforementioned

interactions to take place.

Working with this age group is one of the factors that makes me happy. To be
honest, teaching 8" graders in our school is quite challenging in terms of the
workload. However, every year, I intentionally choose this grade. And this is
what motivates me in my current context. ... We have those young brains over
there, they are our future, and when they are in high school, their
personalities also start to be shaped. So, at this age, I am getting feedback
from them and keeping myself up to date such as technological developments,
social changes, areas of interest, or even music. While I keep myself up to
date, I also watch them affect me and I think this process helps us to improve
as a professional.

(Matt, Interview 1)

Although Matt reported that his current emotional condition was happy, he indicated

that his motivation level was gradually decreasing. When he was asked about the
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possible reasons for such a decline, he explained that while there were organizational
factors which affected his motivation negatively, he was not intrinsically feeling
motivated compared to the previous years of his career. His lack of intrinsic
motivation was mostly caused by the changing behavioral patterns of his students
with whom he was unable to create bonds. Even though the details of the
organizational factors he mentioned will be explained further in detail, it should be
added here that Matt mentioned financial insufficiency, lack of respect for the
teaching profession, and injustices within the working context as the foremost factors

that affected his well-being in a negative way.

Well, the longer you do the same job, the less you enjoy it. You do not learn
anything new anymore because after a while, you get into a cycle, and you
feel like you're doing the same thing. This actually stems from my own
motivation. ... Even if I sometimes try to improve my motivation individually,
there are breakdowns caused by the students. The reason for that is the
changing profile of the students as you are no longer able to create sincere
bonds with them as I mentioned earlier. ... I can clearly see that these
students are growing up by losing their abilities and willingness to learn
anything new. And this affects my motivation as well.

(Matt, Interview 1)

While Matt described himself as a person whose lifestyle does not change
remarkably in his normal routine, especially for the last two years, he stated that he
was feeling much more worn-out. Even though he did not have any serious
psychological or physical problems, he was aware of the fact that he was getting
tired more quickly. His reasons for this condition were both the current situation of
the country he was living in as well as the increasing rush in his working context. In
other words, Matt’s physical and mental well-being were neither very good nor too

bad.

I am a type of a person whose lifestyle never changes. I mean, from the
frequency of my eating habits to the exercise I do. I am always the same.
However, during the recent years, especially the last two, I feel very worn
out. Even if I do not have regular check-ups, I do not have any serious
psychological or physical problems that I know of. However, it is obvious
that I am getting tired more quickly. I really do not know. We can talk about
the impact of the condition our country is in or hustle and bustle at school on
my well-being. ... If you ask my personal feelings, I would rate my physical
and mental well-being 5 out of 10.

(Matt, Interview 1)
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Matt was uncertain about his future career plans as he was not a type of person who
thinks about the future continuously and makes plans about it. However, as he
previously stated, the monotonous nature of English language teaching in his present
context was directing him towards trying out new career opportunities. Nevertheless,
he was not courageous enough for such a change and he did not think that there were
enough professional opportunities as such in his country. Moreover, he also stated
his willingness to try out a new profession other than teaching where there was a

room for more flexibility with more physical activity instead of mental.

To tell you the truth, I do not really make plans for the future. ... Considering
the experiences I have been through, I would definitely want to set sail to new
career opportunities. It is not that I am really tired of teaching, but as I have
said before, when you do the same thing for a long time, it gets quite
monotonous. I want to try out new things, but I do not also think that I am
courageous enough for that and I do not see such a ground in my country
right now. ... For the future, I would want to be a part of a new profession
where [ am not just a part of a system, with more flexible hours, and a job
which gives more importance to physical activity instead of mental activity.
(Matt, Interview 1)

4.1.8. “Having to adapt to the system makes me unhappy.”: Sally’s Case

Sally had 6 years of English language teaching experience in total and she has spent
the last 3 years in her current working context. While she was explaining her current
state of well-being, she indicated that she was not feeling very happy at her current
context. Although, she referred to the problems in the education system of Tiirkiye as
an influential factor to her well-being, she mentioned her lack of freedom and
autonomy in her teaching practices as the most important factors that affected her
well-being in a negative way. Besides, she also talked about the interactional
problems that she was sometimes having with the other educational stakeholders at

her school.

There are definitely some systematic problems. I mean the problems related
to Tiirkiye’s educational policy and the problems which belong to my
organization right now. I think having to adapt to the system makes me
unhappy. The fact that I am not allowed to do the things that I want to do
freely and not being autonomous in my choices and teaching practices affect
me negatively. Other than these, sometimes we are having bad and stressful
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moments in our working environment. The attitudes of the school
administrators and the attitudes of parents also influence my well-being.
(Sally, Interview 1)

While Sally was not feeling very well in general, there were also instances in her
present teaching context which would positively affect her well-being. In addition to
the positive classroom environment in which there are students who are really
willing to learn and search for more, Sally reported that the affirmative feedback that
she was getting from her students, her parents, and her colleagues contributed to her

overall well-being.

There are moments in the classroom when my students are listening to me
carefully with full focus. Such examples really excite me while teaching. For
example, there was a unit about recycling. I really enjoyed the classroom
discussions that we had with my students and the fact they were applying
critical thinking strategies while they were talking. ... Sometimes, the positive
feedback that I get from the students outside the classroom also makes me
very happy. We can also include our department head and my colleagues in
there. When you get compliments for something that you do well, it really
makes me happy and cheerful.

(Sally, Interview 1)

In terms of motivation, Sally indicated that her motivation level was constantly
fluctuating in a year especially according to her students and the reactions that she
was getting from her colleagues. In addition to that, she also indicated the
importance of having autonomy while carrying out the curricular tasks as well as the
academic orientation of the school and the parents as the factors which caused a

decline in her motivation.

My motivation has a lot of fluctuations in a year. I feel that it changes
according to the students in the classroom. It also changes according to the
reactions that I get from my colleagues. ... When I think of the program and
the system, I can say that my motivation is below fifty percent. In the end, |
am not able to teach those kids in a way that [ want to. The main reason for
the decline in my motivation is the fact that I am trying to teach them English
in a very academic-oriented way especially for the exams by just bombarding
students with grammar topics. ... Other than these, the expectations of the
parents are quite exhausting for me. What they expect from me and what 1
dream to do inside the class do not really fit together and this aspect of my
profession is really demotivating me.

(Sally, Interview 1)
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It was interesting to notice that while Sally was talking about her mental and physical
well-being, she referred to her colleagues and the way they picture her. She indicated
that even from the outside, she was already looking tired, stressed, and unhappy. She
was also attracting the attention to the professional mask she had to wear so that she
would not reflect her health condition to her students. However, this caused her to
reflect her real feelings to everyone and everything outside the classroom in a

negative way.

If you would ask how Sally is physically and mentally to someone else in my
department, I think the first thing that they would say is that I was looking
tired, mostly unhappy, and sometimes stressed. ... As a teacher, you cannot
look unhappy in front of your students. You have to wear that mask. If you
look stressed, you will affect them. However, one way or another, you are
reflecting your emotions and health conditions to the people and to the things
around you and it has negative conclusions for both you and your
environment.

(Sally, Interview 1)

While Sally was talking about her future, she indicated that she would only continue
teaching provided that she would be able to do her job in a way that she has dreamed
of. Unless these conditions change, she does not want to keep working as an English
language teacher in the long term. Instead, she would prefer a professional life where

she is able to turn her hobbies into a profitable profession.

If I am to work as a teacher in the future, that would definitely be in a way
that I have dreamed of. I do not think that it would be a full-time job for me. I
do not want to keep working as a teacher as long as the conditions are the
same. Other than that, I would like to have a work life where I can turn my
hobbies into a job.

(Sally, Interview 1)

4.2. How do English language teachers relate their well-being to organizational

factors?

Regarding the second research question, the analysis of the relevant data about the
organizational factors that influenced participants’ well-being resulted in ten main
themes: workload, expectations, work-life balance, autonomy, physical space,

technological infrastructure, financial satisfaction, professional development, sense
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of belonging, and health and safety. To provide a comprehensive view on these, they
are reported below with details and relevant excerpts from the interviews and diary

entries.

4.2.1. Workload

Among all the other organizational factors, participants’ workload appeared as the
most prominent factor for their well-being as all of them indicated that they were
working under excessive workload demands by their school. The following quotes
and diary entries also reveal the dissatisfaction experienced by the participants

towards the workload in their teaching context:

There are always different task allocations, and during this time, deadlines
also approach. We always need to be careful about sending and receiving
documents. ... At the same time, we need to grade the exams. There is also a
limited time for double checking students’ writings. When am I supposed to
all these? Considering these, our workload is just too much.

(Anna, Interview 2)

The changes in the school’s population significantly increased my workload.
When I started my profession, there were only 13 students in my class. Now, I
have 24. So, the papers you are grading, the students you are tracking, and
the number of parents you’re meeting with increased a lot. So,
mathematically, my workload literally doubled.

(Esther, Interview 2)

In all grades, there is excessive workload. We constantly apply exams, we
constantly try to evaluate the students. ... There is always something outside
the class to do for the teachers to make them busy. So, the school never ends
for me.

(Matt, Interview 2)

There are lots of things to do at school other than teaching English. Revising
the materials, preparing new materials, doing peer-observations, creating
extra materials for study groups... Thinking about all these considerably
increases our workload.

(Sally, Interview 2)

Even though I had a medical report for two days because of my illness, there
was always something to do online, and I felt like I have to follow the normal
flow of a school day even at home.

(Eva, Diary Entry 2)
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The existence of such a workload affected participants negatively as all of them
reported that they were feeling tired and exhausted while they were trying to carry
out the assigned tasks. The following quotes and diary entries show the physical

effect of the workload on the participants:

In a day at school, we do so many things that we are always standing and
running around. As these things happen, when we come to the last lesson, 1
really feel like I have no more power.

(Betty, Interview 2)

Even when I am free at school, I am not able to take a short break and rest.
And of course, this causes my tiredness to increase exponentially.
(Sally, Interview 2)

I had to call the parents of the students who didn’t submit their projects and
find those students whose speaking grades were missing. These two things
really made me more nervous and exhausted.

(Anna, Diary Entry 2)

The exam week at the school was very busy. As I had to stay after school to
complete the gradings, it was very tiring for me.
(Yasmin, Diary Entry 3)

In addition to their instructional duties as well as teaching-related tasks such as
grading the exams or giving feedback to students’ work, most of the participants also
mentioned the existence of additional extra-curricular duties such as extra study
hours, being a substitute teacher, hall monitoring, student clubs, and being a
homeroom teacher as a negative contributor to their already existing workload. The
following quotes exemplify such duties and show their effects on the participants’

well-being:

In addition to being an English teacher, the school also assigns us as a
homeroom teacher to one of the classes. It is an enormous burden for
especially 8" grade teachers like me because we have to do things like
checking students’ comments on yearbooks, collect money for them from the
students, and write reports of student evaluation councils. There are really a
lot of extra tasks of being a homeroom teacher.

(Anna, Interview 2)

Being the teacher on duty and monitoring the halls was something that I was
unfamiliar with from my last workplace. I still couldn’t get used to it because
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it feels like a huge burden on me. I find it difficult to do that even it is once a
week.
(Yasmin, Interview 2)

There is a student club that I carry out after school. ... This is something that
increases my workload a lot because even though it looks like nothing on
paper, which only takes 2 hours, we have to prepare as a club before the
conferences, we have to participate in the conferences and evaluate them
afterwards. ... During these periods, 1 find it really difficult to carry out all
these tasks.

(Gloria, Interview 2)

In addition to these additional duties on the shoulders of the participants, six of them

also indicated that there was a continuous rush within their teaching context. Betty,

Eva, and Sally highlighted the intensity of this rush at their school with the following

quotations:

On some days, we have extra study hours with some students who need more
assistance. After that, we are having lunch, but as there are also lessons
afterwards, we have to be really quick to finish up our meal and get into the
classrooms without having a proper rest after that extra study period.

(Betty, Interview 2)

At school, we are always busy. A day at school is so intense that there is a
constant rush for us while there are also a lot of things that we need to think
about.

(Eva, Interview 2)

The school corridors are like the hospital corridors. There are always some
people running around. As teachers, we are always in continuous rush while
carrying out our tasks.

(Sally, Interview 2)

The majority of the participants additionally stated that they were not able to rest

amidst this rush at school by implying the negative effects of the short break times

on their well-being. For example, Matt, Esther, and Anna mentioned the challenge

they were having with the following quotes:

You are not able to rest mentally. You are not able to rest physically. So, this
really has a huge negative impact on my well-being. ... There is literally
nothing like a break time. They are talking about 10-minutes or 15-minutes of
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periods, but I am not able to use them as I have to deal with the students all
the time.
(Matt, Interview 2)

The places where we can rest such as tea rooms are far from our department
room. It is impossible to go there and get some rest during short break times
for us.

(Esther, Interview 2)

We have such short break times that in just ten minutes, I have to use the
restroom, I have to drink water, and I have to move from one block to the
other as my class is there. ... Of course, the time is not enough because
sometimes you cannot even sit down as you need to do everything hurriedly.
(Anna, Interview 2)

Lastly, five of the participants also indicated the possibility of abrupt changes on
their daily schedules as an extra workload on them. Eva and Gloria’s quotations

below show their disappointment with such changes at their workplace:

Let’s say that my lessons are complete until the noon. While my schedule is
free in the afternoon, I have to stay at school because they can assign us
different tasks at any time. It is always the case especially when I have
nothing to do in the department.

(Eva, Interview 2)

The substitutions within the department are informed to us very early in the
morning. ... With an e-mail that reaches us at 6 p.m., we learn who we are
substituting and what we will cover during the lesson. We are not really
asked if we are able to substitute these classes because it is mandatory for us
to do that unless we have something else really important.

(Gloria, Interview 2)

4.2.2. Expectations

Regarding the sub-theme of expectations, six participants indicated that the academic
expectations of both parents and the school administrators increased the challenge
level of their profession in addition to taking the fun out of the classrooms while
teaching English. Betty, Yasmin and Eva addressed the issue of academic orientation

of the English language classes as the following:

Sometimes, we are bombarding students with heavy grammar topics. I mean,
we are teaching one of them and following with the other. ... I think we
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should focus more on fun side of teaching a language. As our students need to
take a proficiency exam to move to high school, our school is just
exaggerating the academic level. After some time, our students start taking a
dislike to our lessons, and this affects my well-being very negatively.

(Betty, Interview 2)

1 mean, I enjoy my classes when I am able to create emotional bonds with my
students. However, recently, I have started to realize that even my
conceptualization of the English language teaching profession changed. I see
that our school approaches teaching profession in a robotic manner. Their
expectations from us are to improve students’ academic level. In such cases, 1
am not able to do what I like the most about teaching English.

(Yasmin, Interview 2)

Well, I think our English classes are too academically oriented. I feel like we
are exhausting our students with all that academic content. That causes them
to approach to the English language like formulas and due to this, they are
less able to use that language in their daily lives.

(Eva, Interview 2)

Along with the academic expectations of the school, six of the participants also
indicated that the language teachers were also expected to carry out both curricular
and extra-curricular tasks in addition to their already existing workload. Matt, Gloria,

and Esther touched upon this issue in the upcoming quotes:

The thing is, there are some unwritten rules if you are teaching the 8"
graders. You should always conduct your lessons perfectly because at the end
of the school year, there is a proficiency exam. It is quite important for the
students, so the expectations of the school administrators from us are too
high. To do that, we have to track and spend extra time with the students who
need more academic support. In addition to my 24 hours of teaching
schedule, they also expect me to work with these students at the breaktimes or
during the after-school studies. ... These expectations are sometimes beyond
my capacity, and they affect my well-being in a very negative manner.

(Matt, Interview 2)

The expectations and the task allocations of the school administrators are
sometimes quite unnecessary. These are the things that significantly reduce
my motivation. ... For example, one day, they literally asked to get into
contact with the parents of 27 students in a week in order to inform them
about the proficiency exam that they would be taking a year later. How am [
supposed to do that in such a short amount of time?

(Gloria, Interview 2)
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At the beginning of each year, for example, the school expects us to be able to
teach any grade that they may assign. For example, when I came to this
school first, I had no experience with the young learners, but they assigned
me to the primary school. I didn’t receive any training on teaching English to
young learners and they just expected me to do it. I mean, it is quite
challenging and their approach to the teachers is currently the same.

(Esther, Interview 2)

Lastly, Eva and Sally highlighted the parents’ expectations from the English

language teachers as an adverse influence on their well-being:

Some parents are always complaining. There is common perception among
the parents. They think that as they are paying for the school, the school and
the teachers should be able to solve all academic, psychological, or social
problems of the students. ... I mean it is quite selfish of them to think like this
and it affects me negatively as a teacher because I feel overwhelmed with all
these responsibilities.

(Eva, Interview 2)

Other than the school, the parental expectations also make me feel exhausted.
They also have academic expectations as they are sending their children to a
private school. However, the things they expect and the reality inside the
school may not be on the same page all the time.

(Sally, Interview 2)

4.2.3. Work-life Balance

Considering their overall workload and the expectations from their school, all the
participants reported that they had to continue doing work-related tasks even after the
school finishes and during the weekends. Therefore, they revealed their inability to
create a healthy balance between their professional and daily lives which affected
their well-being in a negative way. Betty and Gloria highlighted the effect of this

work-life imbalance on their well-being in the following quotations:

1t is quite exhausting for me that even after the school I am still grading the
papers or giving feedback to the students. I mean, we also have our own
social life. My professional life actually conflicts with my private life. This
significantly decreases my motivation.

(Betty, Interview 2)

Our workload is inhumane. For most of the time, we are not even able to set
aside some time for ourselves. The thing is, we need to either sacrifice our
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social life or delay the tasks related to school. This situation largely affects
my well-being. It also affects my daily life, my professional life, and my
perspective towards my profession.

(Gloria, Interview 2)

In addition to being unable to create a work-life balance because of the
aforementioned contextual factors, four of the participants also indicated that they
were not able to spend enough time with their family members. Anna and Yasmin

explained this situation further by saying:

I cannot really spend time with my family. ... I mean, my son is 24 years old,
and he also has his own job. When we want to have some family time
together, the total time that I can spare for them is very constrained.
Unfortunately, that is mostly because of me and my professional duties I have
to carry out at home.

(Anna, Interview 2)

When my daughter started the I*' grade, to her homeroom teacher she said:
“I wish my mom didn’t have to grade the exams at home.” I think this
perceptibly explains the conditions under which I work. My workload
significantly affects my family life.

(Yasmin, Interview 2)

Lastly, Betty, Esther, Sally, and Gloria mentioned the negative effect of the limited

time they had to socialize with their friends because of their excessive professional

responsibilities on their well-being. Betty and Sally address this issue as:

I can literally say that I have no social life. For most of the time, I feel the
deficiency of the things that I want to do, but I am unable to do because of my
profession. This is a very demotivating factor for me.

(Sally, Interview 2)

I have a lot of friends in different groups, and sometimes we want to make
some plans together. However, because of things that may be assigned to me,
1 am not eager to be a part of such plans because I will be very sad if I cannot
Jjoin my friends. ... The main reason why I do not have a proper social life is
actually my work life.

(Betty, Interview 2)

4.2.4. Autonomy

The participants of the study mentioned the concept of autonomy as an important

factor in determining their well-being. However, there was not a consensus among
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them about how autonomous they were feeling in their teaching context while

carrying out the instructional tasks inside the classroom.

Initially, all the participants indicated that they were not totally autonomous in their
school in that they were following the same books, same lesson plans, and same
lesson objectives. The following excerpts from Matt and Eva explain this situation

further:

Generally, all the teachers in our department are using the same materials.
We cannot really decide if those materials are really helpful for our students.
We cannot really create big differences in our material use as we are
required to use the same materials in the same levels.

(Eva, Interview 1)

The thing is, of course I am not %100 autonomous. There is a curriculum in
our school that we need to follow, and we have to stick with it. We are also
using a book while designing our teaching and that also puts some
constraints on our autonomy.

(Matt, Interview 1)

Some of the participants highlighted the negative effects of not having total
autonomy over their teaching practices in relation to their well-being. For instance,

Anna, Esther, and Sally exemplified such negativities in the following quotations:

Systematically, we cannot feel too comfortable in our teaching practices. 1
feel like there is an auto-control system beyond us. No matter how hard you
may try, your perspectives may not be the same with your superiors. ... Let’s
say that I would like to play Kahoot with my students. To do that, I need to
get permission from the assistant principal. If [ cannot get the permission, 1
cannot play that game. If I do that regardless, I may have conflicts with my
superiors which in return may affect my well-being negatively.

(Anna, Interview 1)

If I had worries about my future or I was anxious about the money I am
making, I would not feel free in my current context at all. My school is
actually limiting my potential, and this is one of the most important reasons
why my motivation is decreasing this year.

(Esther, Interview 1)

Not being totally autonomous affects me a lot. It basically limits my range of
movement. I mean, there is already a pacing plan that is given to you.
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Sometimes, [ would like to spend more time on classroom discussions and
talk about related topics with the students. However, as that plan is always in
my mind, I feel like I have to catch up as soon as possible, which makes me
feel really bad.

(Sally, Interview 1)

Some participants, on the other hand, indicated that they were feeling more
autonomous in the same teaching context as they were able to shape their teaching
practices according to their students’ needs. Yasmin and Matt pointed to the positive

feelings that such instances arouse on their well-being:

In the end, I think all teachers have created their own methods of teaching
thanks to the experiences they have gained on the way. ... In that regard, 1
can say that I sometimes feel autonomous especially when I can try out new
techniques with my students spontaneously. I really enjoy such moments
inside the classroom, and they give me professional satisfaction.

(Yasmin, Interview 1)

There was a grammar topic which was not in our curriculum. However, |
thought that my students would benefit from it as they would easily integrate
that in their essays. So, I took an initiative, and I used one of the lessons for
the teaching of this topic. If my superiors such as the head of the department
or the coordinator finds out about it, I do not think that they will come to me
and ask why I taught that. So, having that comfort zone, I feel quite positive
about my professional well-being.

(Matt, Interview 1)

Lastly, five of the participants indicated that they were not part of the decision-
making processes in their school, and that contributed negatively to their general
feeling of autonomy. Anna and Gloria stressed the importance such process and their

influence on their well-being as:

Sometimes 1 feel like I am rowing against the current. When the school is

taking wrong decisions despite our thoughts and contributions, it gives me

huge discomfort. That discomfort, in return, affects my well-being adversely.
(Anna, Interview 1)

When it comes to the important decision at school, I feel like we are only
autonomous and have a say on paper. I do not think that our comments,
thoughts, and feelings are taken into consideration by our school and the
administrators in it. ... Such examples have severe effects on my teacher
identity and well-being.

(Gloria, Interview 1)
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4.2.5. Physical Space

Physical orientation of the participants’ teaching context was also reported to be an
influential factor in determining their well-being levels. For instance, Yasmin,
Esther, and Matt stated that the location and the general nature of the campus where

their school is located positively contributed to their well-being:

Actually, we’re working in a very nice workplace. Being in that campus every
day and moving through all that greenery definitely affects me positively. ... I
mean we have a workplace full of oxygen in the middle of Ankara, a city
which is famous for its boring buildings.

(Matt, Interview 2)

Around our workplace, there are a lot of nice places that we can benefit from
while we are spending time with our children. So, I can say that our school
has a great physical space. The location is simply amazing.

(Yasmin, Interview 2)

The location of the school is quite good in that it is quite close to the city
center. I also has a very big and beautiful garden, and when I am there, I feel
happier than when I am inside the building.

(Esther, Interview 2)

Other than the campus, however, most of the participants reported that the physical
space allocated to both teachers and students was not enough for them. As a teacher
who had been working in the same institution for many years, Esther stated how their
physical space was not expanded despite the increase in the total population of the

school:

1 should say that there is an issue of jam inside the school caused by the rapid
increase in the population and the fact that physical space stayed the same.
... So, it is like when footballers pass the ball to each other in confined
places.

(Esther, Interview 2)

Similar to Esther, Yasmin and Matt also mentioned the negative physical effects of

the crowdedness of the school for both teachers and students:

1 mean the school is too crowded that you cannot even walk without bumping
into each other. ... Right now, there are twelve classes in each grade. ... So, 1
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do not think that the space is enough for us. In terms of physical security, I do
not really feel comfortable.
(Yasmin, Interview 2)

The school is too crowded. I am not only talking about the middle school.
Let’s say that I have a break time, and I want to enjoy my time in a different
place at school. That place is also quite crowded because there are more
students than there should be. Such instances affect my well-being negatively.

(Matt, Interview 2)

It was also reported by most of the participants that physical organization of the
corridors within the school building made it almost impossible for teachers to pass
through especially during the break times. Yasmin, Anna, and Matt referred to this

problem with the following quotes:

We are literally crammed inside. It is especially impossible for us to fit in 8"
graders corridor. Even fire extinguisher seems like a problem as when I was
pushed back accidentally by one of the students, I hit my head on the fire
extinguisher. ... These spaces definitely need to be revised and re-organized.
(Anna, Interview 2)

Before the pandemic, the student lockers were not in the corridors, and we
were quite comfortable. Right now, after the pandemic, they are located in
the corridors again and we, as teachers, cannot even pass through the
corridors at the break times. We are sometimes getting squeezed by the
Students.

(Yasmin, Interview 2)

When I leave the classroom, it is just a chaos and rumble because of the
lockers in the corridors as the corridors are already too narrow.
(Matt, Interview 2)

As the participants were sharing their department room with other colleagues and
since the total number of English language teachers in that room was quite high
according to them, all the participants reported that the total space allocated for them

in their department was not enough. Gloria addressed that problem as:

1 do not really feel comfortable because I do not have any individual space.
The tables are already too small, and we are sharing it with another teacher.
When we put our folders, computers, and books on it, we cannot work at the
same time comfortably.

(Gloria, Interview 2)
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All the participants also indicated that there were not any individual study rooms and
places for them to rest during the day which caused them to feel uncomfortable. Eva

and Betty shared their dissatisfaction with these deficits as the following:

Unfortunately, I am working in a very crowded environment. ... Working as a
group is easier, but working individually is tough. ... When I want to work
alone, I may need to go to the library or find an empty classroom. However,
how can I be sure that they are available? It is quite challenging to find any

space when I want to be alone.
(Eva, Interview 2)

There are not any places particularly for teachers at school where we can
rest. There are only empty classes. Sometimes we also go to the school
cafeteria to chat or sit on the benches outside in the garden, but I do not
really feel comfortable there as we cannot really stay long enough in such

places.
(Betty, Interview 2)

Lastly, apart from the general organization of the physical space at school, most of
the participants highlighted the flaws in the physical orientation of their department
room which either caused them to find other places to work, or to work less
efficiently within the same room. Matt and Eva explain these issues in relation to

their well-being in the upcoming quotes:

We have to share the same room with 23-24 teachers. Working together in
the same room affects my well-being in a negative way as we are too
crowded. I mean, the corridor where our department is located is also quite
noisy as the students are using their lockers at the break times.

(Eva, Interview 2)

Our department is a place where more than 20 teachers are congested. I am
really in a very negative physical environment. If my colleagues were not nice
people, I think I would never step in that room as it is even more crowded
than the classes. You are not able to get enough oxygen and you feel the need
to take your head out of the window to get a sigh of relief. These are the

physical disadvantages of the place where we are working at.
(Matt, Interview 2)

4.2.6. Technological Infrastructure

According to the participants, the classes where they teach were equipped with

computers, smartboards, internet connection, audio speakers, and projection
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machines. However, the positive effects of the existence of such devices on their
well-being were not reflected in their comments about the technological
infrastructure of their teaching context. Instead, they mostly mentioned the problems
they were having with them in their teaching routines and the inadequacy of the
technologic infrastructure of the school as adverse impacts on how they feel as

English language teachers.

Among these, the state of the computers was mentioned by all the participants as a
challenge while they were carrying out their instructional tasks. All the participants
reported that the computers available to them were old and slow, and their number
was not enough for all the teachers in the department. The following quotes delves

into the details of this issue:

There are only 6-7 computers in the department. That’s why, we have to
bring our laptops to school. I mean, teachers are working under such
technological constraints and that’s quite demotivating for me.

(Betty, Interview 2)

The computer in the classes are at least 10 years old. ... I think they haven’t
changed them for a long time. I'm past their slowness, sometimes they even
shut down in the middle of the lesson. Such instances create extra
instructional challenges for me.

(Matt, Interview 2)

The computers both in the department and in the classrooms are too loaded.
For example, I go to my classes earlier than normal. Why? Because those
computers are not opening for hours. ... I mean, technologically, our school
is quite inadequate.

(Anna, Interview 2)

Even though there are computers in the department, they continuously break
down. We cannot really do much with these computers. As a teacher,
sometimes I am forced to stop teaching and deal with the computers. So, we
have to solve our problems by ourselves. I do not think that this should be
happening in a private school.

(Gloria, Interview 2)

In addition to the computers, the participants also drew attention to the inadequacy of

the printers in terms of their number and location at their schools. The following

87



quotations by Eva, Matt, and Gloria express the effect of such challenges on their

instructional practices and overall well-being:

For all the teachers in the middle school, when we need to print something
quickly, there are only 2 printers. They also frequently stop working. ... I
mean, I just have 10 minutes during the breaktimes, and I do not really have
time to deal with them. The fact that teachers have to hover around the school
Jjust to get a printed document is too ironic.

(Eva, Interview 2)

In the past, we had printers in our department room, but they removed it. And
as an English language department, we need to have access to a lot of
printouts. We need to share them with the students. Now when I need to print
something urgently, I can’t because I do not have any resources. This affects
me very negatively as an English teacher.

(Matt, Interview 2)

There are only two printers in the whole school when you need to print
something out as quickly as possible, and it constantly breaks down. For most
of the time, I am not able to print out the material that I need to. I cannot just
fulfil my needs. I mean, I cannot even print something that I prepare for my
students. It affects the quality of my teaching a lot.

(Gloria, Interview 2)

Yasmin, Esther, and Matt also stated their dissatisfaction with the quality of the
internet connection as they found it too slow. Additionally, they also reported that
the Wi-Fi signal was too weak from some of the classes, they were not able to
benefit from the Wi-Fi spot of the school. Yasmin explained this problem further by

saying:

1 think the internet connection at school is very slow. It doesn’t even work in
some of the classes. Even though they repeatedly mention that they are
refreshing the networks in the school, every year, we are experiencing the
same problem again. I think, as teachers, we need to be supported on this
issue more by the school.

(Yasmin, Interview 2)

The only positive remark about the technological infrastructure of the school which
contributed to participants’ well-being positively was also mentioned by Yasmin as
she was able to receive technical support from the Information Technology (IT)

department of the school:
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From a positive perspective, the IT department tells us to fill in a form in case
of a technical problem and they may come for assistance from the other
building in such cases. I find such services pretty useful for my profession
and it makes me feel less stressed.

(Yasmin, Interview 2)

4.2.7. Financial Satisfaction

In terms of the financial satisfaction with their teaching context, all the participants
indicated that they were not satisfied with the amount of salary they were getting
from their school compared to the effort and labor they were putting in for their
profession. The following quotes aim to uncover how the financial situation of the

participating teachers was reflected on their well-being:

As the number of private schools around is increasing very quickly, and as
they want to utilize the teachers’ labor for a little amount of money, the
teachers are not getting paid enough. One of the reasons why I wanted to
work in my current context was the reason that the teachers were getting paid
enough. However, as I spent more time within the system, I realized that
teachers’ well-being is not really considered while deciding on the financial
policies of my school. Such policies right now are more advantageous for the
school administrators or the founders. ... Even the state schools almost
caught us in terms of the salary they are paying to their teachers. So, I can
definitely say that I am not getting paid enough for the excessive workload
that I work under.

(Anna, Interview 2)

Generally, I do not think that my salary is enough for all that effort that I am
showing. Teaching is already a challenging profession. Wherever you go, if
you want to do your job properly, you need to do a lot of tasks even at home.
The relationships with all the people at school, the academic processes...
Especially if you are working in such a place, it is even harder. So, that’s
why, I do not think that we, as teachers, are getting paid well enough in
return for our labor.

(Eva, Interview 2)

Well, financially, the salary that I am getting does not even compensate for
the things I do at school. ... There are even things to do at home regarding
our profession. I even do extra shifts at home. I am also responsible for a
student club. The amount of money that my school pays for that club is quite
funny. I cannot stop laughing when I am mentioning this amount. ... So, if 1
am getting this money as an equivalent of all the things that I am doing, that
means that [ am being totally neglected by my school.

(Gloria, Interview 2)
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At this point, the amount of money I am getting from the school makes it
difficult for me to even pay for my daily life. I find it quite difficult to make
ends meet. Because of these reasons, I am trying to find out different ways to
earn money. Normally, considering the energy that I will use for the school,
there are negative reflections of that on both my well-being and the school.
(Matt, Interview 2)

Compared to the previous years, I can clearly say that my purchase power
has significantly dropped with the money I am getting from the school. So, it
is not enough in return to all my labor. In the past, this was a school where I
would be getting paid well regarding my teaching workload. However, it is
not the case now. Consequently, this reduces my motivation and feeling of
belonging to my school as if you do not have enough money, you have to start
considering the other options.

(Esther, Interview 2)

I do not think that my salary is enough. If their expectations from us is to
forget about our social life and keep working even outside the school, they
should be giving us additional financial support. ... I mean you can live a
very normal life with that money, and you may feel like it is enough for you
because there is nothing for you to do due to the workload. If you want to do
the activities of your wish, then you will realize that it won’t be enough. And,
of course, the effect of this on my well-being is very negative.

(Sally, Interview 2)

Even though there was an agreement among the participants about the insufficiency
of the salary they were receiving, Esther and Gloria indicated their feeling of safety
and contentment with the fact that they salaries were being paid on time on a specific

day of the month. The following quotes shows their thoughts on the issue:

On the other hand, the fact that payments are being done regularly, and that
all the teachers are treated fairly makes me think that I am working in a safe
place.

(Esther, Interview 2)

Within an educational year, we get regular payments and we do not have a
lot of problems with the amount of salary rise we are getting especially
compared to the other schools. ... I hope this doesn’t change in the future as
well.

(Gloria, Interview 2)

Finally, it was reported by the participants that in addition to their salary, they were

also provided with additional benefits from their teaching context such as free lunch,
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transportation service, private health insurance, payments for additional duties,
discount for teachers with children at the same school, and financial aid from the
social committee. Considering these benefits, most of the participants indicated that

the existence of them contributed positively to their well-being:

We eat at school from the school cafeteria. We are not required to pay
anything extra for that which is good because considering the teachers’
salary, it is difficult to pay for the meal. In terms of transportation, almost all
the teachers can benefit from the school busses for free. I think that is the
most important of all because going to school is quite difficult in the morning
for me because I am living far away from there. ... When I think about these,
1 can say that they influence me quite positively.

(Betty, Interview 2)

For the monitoring duties, we receive extra funds. For the clubs that we carry
out, we receive extra funds even though it is not much. During the summer
holiday, there is something like summer allowance to compensate for the
drop in our salaries in summer. As I said, even though they are not much, the
fact that we are provided with these is good for me.

(Gloria, Interview 2)

As I am a teacher in this school, I am getting almost 80% of discount for my
daughter in terms of the school fees. That’s great for me because the school
fees are too high compared to my salary. However, 1 still need to pay for the
lunch and the service busses of my daughter. They are also providing us with
a private health insurance which my whole family can benefit from.

(Yasmin, Interview 2)

Matt and Sally, on the other hand, reported the fact that they were finding these
additional financial benefits as things that all the educational institutions are required

to provide, thus observing no effect of them on their overall well-being:

1 mean, when I think of the quality of the things that they provide to us such
as the lunch, the service busses and the health insurance, I can neatly say
that they do not affect my well-being at all because I am not really benefiting
from them. There are problems that I am having with these services. For
example, once we started arguing with the bus driver because of his rude
behaviors. ... Such things do not actually affect me positively.

(Matt, Interview 2)

1 feel like these are the things that every educational institution should
provide for their teachers. I mean, if you are employing people, you should
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do something to satisfy their needs so that they can flourish in their
workplace. So, they don’t really affect me too much.
(Sally, Interview 2)

4.2.8. Professional Development

In terms of professional development in their teaching context, the participants’
views were centered around two main factors. Firstly, the participants indicated the
effect of the existing professional development system in their school in relation to
their well-being. Secondly, they shared their ideas about the professional
development opportunities provided to them by their school and their effect on how

they feel.

Betty and Yasmin stated the positive influences of the feedback they were receiving
from their colleagues and the department head as a part of the professional

development system in their school:

We continuously get feedback from our department head about our
instructional practices inside the classroom. She comes and observes our
lessons. Afterwards, we get feedback from her regarding the quality of our
teaching. We can focus on our weaknesses as a teacher and try to improve
them. 1 find such practices quite useful for my professional development.
(Betty, Interview 1)

Of course, it is impossible for us as teachers to be perfect in every aspect of
our teaching. That’s why, it is quite nice to observe others, see new
techniques, and think about the possible adaptations of them to my own
classes. It makes me feel very good to learn new and better educational
practices from my colleagues. I think this process also contributes positively
to my teacher identity.

(Yasmin, Interview 2)

Esther, on the other hand, questioned the effectiveness of the current professional

system by mentioning the negative effect of it on her well-being:

I am not sure if the directions given to us qualified enough to improve us as
teachers. We can actually argue that. ... For me, let alone being effective and
useful, it has negative impacts on my well-being. For years, my lessons have
been observed, I received feedback, and I prepared different plans. However,
each time, there was something to improve in my lessons. I think they are
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focusing more on our weaknesses instead of our strengths as teachers. This
system does not allow teachers to experience self-efficacy in their
professions.

(Esther, Interview 2)

All the participants revealed that their teaching context created some professional
development opportunities for them. However, none of them found these
opportunities effective and adequate for them to improve themselves professionally,
thus affecting their well-being in a negative way. For instance, Anna states that while
her school requires the teachers to participate in different seminars in a year, she is

not receiving any financial aids to enroll in them:

They are sending us the brochures of the seminars and asking if we would be
interested in taking part in them. However, they are not paying for it. I am a
teacher in this school, and if this school is a private one, you have to enroll
us in these seminars and pay for them. I do not have to pay any money for
professional development.

(Anna, Interview 1)

Matt and Sally also highlighted the effect of inadequate professional development

opportunities on their well-being as the following:

They are gathering us in the conference hall at the end of the day when all of
us are already exhausted and, let’s say, giving us presentations about
differentiation. How are we supposed to benefit from that? I think the concept
of professional development in our school started to become superficial and
the school administrators do not really expect us to improve ourselves. I feel
quite unwilling towards such opportunities because the expectations of the
school have changed over the years.

(Matt, Interview 2)

If the school created more and quality professional development
opportunities for me, I would sincerely feel better because I love learning
new things about my profession. However, I do not observe anything like that
right now.

(Sally, Interview 2)

4.2.9. Sense of Belonging

The participants’ comments about the effect of their workplace on their sense of
belonging revealed that all the participants started to feel less belong to their current

working context. However, the reasons for such a decline showed both similarities
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and differences. Betty, Matt, Sally, Esther, and Gloria highlighted their financial

situation as the most influential factor on their sense of belonging:

I chose this profession with love. I love my students. I love my workplace as
well. However, the overall financial statement of the school is getting worse,
and it significantly decreases my sense of belonging towards it.

(Betty, Interview 2)

I used to think that I was working at the best place possible for me both

professionally and financially. However, right now, I can get the same salary

from any place that I work at. In such a case, how can I feel belong here?
(Matt, Interview 2)

When I look at my payroll, I always question how worthy I am for this school.
Considering the current financial situation, I feel like this is no more a place
for me to work in.

(Sally, Interview 2)

When the school doesn’t satisfy you financially anymore, you need to explore
other options as well. This is the reality of life. And that causes you to use
your energy on somewhere else instead of your present context.

(Esther, Interview 2)

1 do not really have a sense of belonging here and I do not think that I owe
anything. I mean, if you are giving me this salary, you basically ignore all my
efforts and hard work.

(Gloria, Interview 2)

Anna, and Yasmin, on the other hand, mentioned the rarity of social events and
organizations held by the school as the foremost factor which causes them to lose

their sense of belonging in the following quotes:

We used to have new year parties, brunch meetings, and end-of-the-term
gatherings all together. Now, especially after the pandemic, all these events
are no longer available for us. These were the events whose positive effects
were contributing to my well-being. Of course, when they are not done
anymore, this also reduces my sense of belonging and connectedness to my
school.

(Anna, Interview 2)

In the past, we used to come together with my colleagues during the events
held by the school. They were very nice. After the pandemic, they are no
longer held. I think this affects my sense of belonging to the school. Lack of
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these events morally affects me. The environment at school transformed into
a robotic one where we just teach, and we do not share anything.
(Yasmin, Interview 2)

Different from the other participants, Eva pointed the “inhumane expectations” of the
workplace as the most influential factor on her belongingness and connectedness

towards her workplace:

1 feel like my school has inhumane expectations from me. After all these, I do
not really feel that I am valued here anymore. So, I think I lost my emotional
bond with my school, and I do not feel belong here.

(Eva, Interview 2)

4.2.10. Health and Safety

The requirements of the English language teaching job in the participants’ workplace
were reported to cause important health problems that they need to deal with while
trying to conduct their instructional tasks. Four of the participants indicated that they
were continuously getting ill as they were teaching in crowded classes where the
number of students was high. Eva and Esther, for example, mentioned this problem

during the interviews with the following quotations:

We, as a department, frequently catch flu. Probably all the other teachers
also do. The children’s illnesses are more contagious, and we are also
affected by that. I also think that such illnesses affect the adults more than
they affect children.

(Eva, Interview 2)

1 can say that as we are working with students whose immune systems are not
very strong, they constantly get ill especially during winter. And of course,
our state of health is also affected by that, and we get ill more frequently than
we usually do.

(Esther, Interview 2)

In addition to such contagious illness, Betty and Esther also indicated the effect of

their instructional and additional duties on their health as:

As we are talking all the time while we are teaching in our classes, I think it
affects my physical health adversely. ... For example, during the holidays, 1
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have severe sore throat and that place is always itchy. Sometimes I am even
having coughing fit as we are talking all the time and I have to raise my voice
level in order to manage my class. In addition to this, we never sit down when
we’re teaching. Especially, when we are on duty, we spend all day almost
without sitting down and that makes me really exhausted.

(Betty, Interview 2)

1 think in time, I started to experience professional deformation. In addition
to being exposed to excessive noise levels and remaining standing in the
lessons, as we also go through a lot of mental labor, when these two things
combine, it is quite challenging for me because it is quite different from office
jobs. ... Sometimes I feel pains in my legs, or I am having problems with my
spine as we have to stay in front of the computer quite often.

(Esther, Interview 2)

In addition to the physical disadvantages of their profession for their health and well-
being, four of the participants, Anna, Eva, Gloria and Sally, also reported the
instances of negative feelings such as stress and anxiety that affect their health
adversely. For instance, Gloria indicated the effect of stress she was feeling in her

job in relation to her views towards his school as the following:

As we are too busy, and we have to work in a rush all the time, I feel very
stressed. In time, that feeling turns into anger towards the school
administrators, and my colleagues. I remember getting angry at my
colleagues on very tiny matters. I even get angry at myself because of the
stressful nature of my job, and question my choice of becoming a teacher.
(Gloria, Interview 3)

In case of a medical problem, the participants mentioned the existence of the medical
staff located within their workplace. Betty, Yasmin, and Esther also indicated that
availability of such support affected their well-being positively:

There is a nurse in our building. If we do not feel very well, we can visit her
and we can share our medical condition with her. She is trying to support us
as much as she can. There is also a doctor of our school who is located in
another building. These are very important for my health and well-being.
(Betty, Interview 2)

The medical staff in our workplace makes me feel good as in case of an
emergency, 1 have witnessed that they are quick in stepping up and dealing
with the medical problem as fast as possible. For example, one of my
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colleagues this year had a health problem, and she was not able to walk.
They put her in the wheelchair and called the ambulance immediately. So,
such instances make me feel safe here.

(Yasmin, Interview 2)

There is a medical staff in our school. That’s very important for us because in
case of an emergency, not everyone knows how to do first aid. When it is
done by a professional, I do not see any issues there.

(Esther, Interview 2)

Lastly, the participants revealed that the general location of their school and the
security guards at the entries made them feel physically safe. However, most of the
participants attracted the attention to the insecure nature of their department room
and its effect on their well-being by exemplifying a case where important documents

got lost and all the teachers searched them far and wide:

Our materials and documents are not safe within the department. For
example, important documents mysteriously got lost in our department. Such
instances make me feel insecure even where I spend most of my time.

(Gloria, Interview 2)

We had a situation in our department when important documents for some
teachers got lost. We wanted to check the security cameras, but one of the
student lockers was blocking the view of it. I am checking that camera every
day and the same thing is still blocking that view. So, under such
circumstances, it is impossible to feel safe within the department.

(Matt, Interview 2)

This week, some documents got lost from the desk of our colleagues. Even
though we looked for everywhere, we could not find where they went. No one
actually knows about where these documents are, even our department head.
If we won'’t be able to even store our documents in the department, the school
administrators need to approach this issue as soon as possible for our safety.
(Eva, Diary Entry 1)

Some documents which were on my desk got lost. It made me very nervous
because I didn’t even see them. The whole department searched for them, but
we couldn’t find it. Such instances really demotivate me.

(Anna, Diary Entry 1)

Overall, the organizational factors that affect the participants well-being the most

were reported as their workload, physical space allocated to them, their satisfaction
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with their institution in terms of their financial conditions, and the technological
infrastructure of their working context. It was also found out that every participant
reported a health problem caused by their profession. Even though the participants
mentioned different comments about their autonomy, and their contentment with the
provided professional development opportunities, it can be asserted that such

organizational factors contributed to their well-being in a negative manner.

4.3. How do English language teachers relate their well-being to interactional

factors?

The third research question was designed to investigate the relationship between
interactional factors and English language teachers’ well-being. Following the
analysis of the interviews and the diary entries, four themes emerged, which are
interaction with students, interaction with colleagues, interaction with parents and

interaction with school administrators.

4.3.1. Interactions with Students

According to the findings retrieved from the interviews and the diary entries, almost
all of the participants pointed out that mutual discussion environment especially
regarding non-academic topics they have with the students in the classroom affect
their well-being in a positive way. Esther used a metaphor to explain the affect of

this mutual sharing environment that nourishes the lessons on her well-being:

The relationship is not like a teacher-student relationship, but rather like the
conversations Aristotle and Socrates had, and I enjoy it very much. I also
learn something from them. That interaction is not a simple interaction. ...
You bring a constantly updated subject, and you are making it possible for
the younger generation to synthesize it. You ensure that the pieces are
combined in different ways. There is something living and organic there and
you can grow it together by constantly contributing. I like these.

(Esther, Interview 1)

Anna, Sally and Yasmin also indicated that while sharing their ideas and learning

about non-academic topics mutually, they feel happier, more excited and motivated.
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1 love these things about technology and it excites me when students also get
excited ... Because I somehow give something to my students at the same time,
they say “Look, our teacher also helps us in technology.” I also learn a lot
from them about online stuff, so it’s a mutual interaction. We learn from
students, just as children learn from us.

(Anna, Interview 1)

So, rather than teaching English grammar, 1 get very excited during the
interactions we have when children research new things like, as I said our
goal is to raise world citizens, and they really want to know something. ... For
example, we had a unit on buildings. Do the students know famous buildings
in different countries, have they been there? We asked many questions and it
went from there to very different topics. I learned a lot of new things as well.
1 like such environments, they excite me during the lessons. You know, these
conversations we have with the students motivate me a lot.

(Sally, Interview 1)

While I am teaching to 7th and 8th graders, I feel happier when we share our
ideas with each other. For example, I feel much happier when we give each
other more opportunities when talking about current issues, in which children
can contribute to me and I can contribute to them, and where we get to know
each other better in common areas. In other words, there is no literal
teaching like grammar teaching, teaching in context, etc. I feel happier in
TED talks, for example. Or, as I said, when there are things that I can inform
children about or get from them on current issues, life skill comes first
regarding this issue.

(Yasmin, Interview 1)

Additionally, three of the participants also mentioned the positive effects of sharing
personal life topics outside of the classroom on their well-being. Gloria and Betty
stated that the interactions with their students outside of the classroom makes them

feel valued as an individual besides being a teacher.

Our interactions with our students outside of class, our conversations during
breaks, or on duty days, for example, my students usually come so that we
can chat, so I don't get bored during lunch duty. That's something that makes
me very happy. Because it shows that I am valuable to them as a human
being, apart from my identity as a teacher.

(Gloria, Interview 1)

One of my students gave me his lucky racket as a gift because he knew that 1
play tennis. I was very happy to see that I was valued so much, I felt happy
and valuable.

(Betty, Diary Entry 2)
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Similarly, Betty and Eva also referred to spending time outside of the classroom with
her students and the bond they established as one of the motivating factors for them

as a teacher.

Because after a certain point, you have very strong communication with some
group of students. I mean, they invite me for dinner sometimes. While eating,
you know, we're chatting. I know everything about them. They know things
about me, too. I think it is something that motivates teachers a lot. It's
something that motivates students a lot as well. I can give this as an example.
(Betty, Interview 1)

You are all together in a happy atmosphere, I mean, they want to connect
with me very often. Even if I don't ask, most of them are from their own lives.
For example, they share personal stuff, you know, they talk to me about what
they did, what they do, what they like, they even talk about their families. So, 1
can say that we have a sincere communication in general. ... So it feels good
to spend time with them.

(Eva, Interview 3)

Receiving positive feedback from the students plays a role in teacher well-being as it
is another motivator according to seven participants’ reports. For instance, in her
diary entry, Anna reported that she felt happy, emotional and motivated when she
received positive feedback from her students. She also stated in her interview that

receiving appreciation is what teachers expect.

Some of my students wrote me very nice notes in which they thank me. We
read them together. I felt very happy, touched and motivated.
(Anna, Diary Entry 3)

For example, the child's grade is getting higher, he comes and says, “Thank
you, teacher, it is thanks to you”. In other words, the only thing that can
make a teacher happy is seeing the success of this student and receiving
appreciation from the student. Because that's all we expect.

(Anna, Interview 3)

Sally also stated that receiving thanks from the students makes her feel happy.

1t is always one of the notes they give me. “I love you very much. Thank you
for everything. I'm glad we got to know you.” We hear such things from the
students and these make me happy.

(Sally, Interview 3)
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In one of her diary entries, Esther stated that she felt “as happy as a child” with one
of her students’ feedback:

1 shared my high school memories with my students. They listened with great
interest and I explained the grammar issue based on that memory. “I love
your creative side, miss,” said one student at the end of the lesson. I was as
happy as a child for my student's feedback.

(Esther, Diary Entry 1)

On the other hand, the participants Betty, Yasmin, Eva, and Sally pinpointed that
they sometimes feel demotivated, angry, sad, and bored when their interactions with
the students are negative. Sally and Eva referred to the negative interactions that

occur inside the classroom:

There were moments when a very simple instruction in a class was not
received by more than fifty percent of the class. I felt incredibly demotivated
by them too, because you understand that you're not listened to. You realize
that you are not understood and this demotivates you.

(Sally, Interview 1)

You know, we can get angry, of course, it's very natural. Well, we are not
robots either. In class processes, especially since we work with younger age
groups, we really need to have a lot of patience. Let me speak for myself, of
course. You know, when you show your face without controlling it, I think it's
not very positive either. Because they are kids. They can get used to it or get
upset about it and, I don't know, problems may arise in controlling their
behavior, etc.

(Eva, Interview 3 )

The participants Anna, Sally and Gloria also referred to the physical negative effects

of having negative interactions with the students:

The change in student attitudes before and after the exam led to discussions
in class and demands to do something different from the lesson topic. This
caused my internal motivation to decrease during lessons physically and my
headache complaints to increase.

(Sally, Diary Entry 1)

Similarly, Yasmin also stated that her level of happiness decreases when she works

with younger students because of classroom management problems she faces:
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1 feel like I have more difficulty working with younger children, such as 6th
graders. But more like this, my happiness may be decreasing a little bit
because management is involved there. When it gets into management, having
to sit students down and or trying to keep them quiet makes me unhappy.
(Yasmin, Interview 1)

Additionally, in one of her diary entries, Betty indicated that the negative interaction
with the students affected her behavior in classroom and even made her question her

decision to be a teacher:

After a student disrespected me during duty, I felt very bad and shared this

incident with the school administration. I started to get angry and reactive

when entering the classroom, I even started to question my career choice.
(Betty, Diary Entry 1)

4.3.2. Interactions with Colleagues

Collegial relationships were also identified as an important aspect that influences
well-being of the teachers as they need to work as a team to overcome the challenges
of this demanding occupation. Positive interactions among the colleagues where
there is mutual trust, support, sincerity, and belongingness are reported as a factor
that contributes positively to teachers’ well-being. Almost all of the participants
indicated that the communication is respectful, and the relationships are well-
maintained among the colleagues in their departments. Anna, Esther, and Sally stated

that this relationship pattern makes them feel respected and motivated:

I attach great importance to respect. Even though our ideas may conflict, we
need to find a middle ground and maintain our relations with that person
within a certain understanding of ethics, since it is a business environment. ...
This affects me very positively. So, knowing that I am respected, knowing that
1 am loved, knowing that I am cared for... Likewise, making my friends feel it
makes me happy, too.

(Anna, Interview 3)

When we come together, I see respectful and understanding communication.
In other words, if there is peace and trust in the environment you are in, your
motivation also increases as we just talked about. You enjoy what you do, it
starts to feel like a hobby rather than a job, and your creativity increases.
(Esther, Interview 3)

102



All the participants declared that they have small group of colleagues in the
department that they see as friends. Having closer friends in the department is
mentioned as another factor that affects their well-being positively by five
participants. Eva and Gloria referred to the feelings of trust and being supported by

friends to exemplify this case further:

You know, you work more comfortably with a person you feel close to. ... I
have a group of friends that I consider close. ... How does this affect my well-
being? Of course, it is good. After all, it is nice to work with people you can
trust, or when you have a problem, it is nice to know that they cannot be
Jjudgmental at work or that they will listen to you in a way that will watch out
for your flaws. This feels good at this point.

(Eva, Interview 3 )

I have 4 friends, so we have a group consisting of them. A group we call the
young team. Because I always felt their presence and support, and because 1
knew that I could go to them and tell them everything in any situation, and 1
could trust them, I think that they were happier there and that the process of
adapting to the school as a teacher was easier in the presence of my friends.
(Gloria, Interview 3)

Almost all of the participants also reported that the professional support they receive
from their colleagues affects them positively to cope with the problems they face in
the workplace. Two of the participants mentioned that they feel happy, motivated
and supported when they receive feedback, help and praise from their colleagues
regarding the work they do. Eva and Sally’s comments on this sub-theme are as the

following:

1 like it when they praise me for something I do well, it makes me happy. It
depends on the reactions we get from our colleagues in the department at
work. I am so motivated while teaching English. I think the feedback I
receive, especially from my colleagues, during these peer observations or
during our meetings with the department head contributes to me positively.
(Sally, Interview 3 )

In peer observations, we give especially positive feedback to each other. This
is how it should be, and when my colleague gives me feedback, for example,
her feedback style is very motivating and takes things forward. I have not
received any negative feedback from any colleagues about the work I have
done so far. Frankly, I feel supported.

(Eva, Interview 3)
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Most of the participants indicated that they spend more time with their colleagues
than their families and friends. Thus, they also receive emotional support from each
other when one of them is in need of help. The following quotes of Betty showcases

the positive effect of the emotional support the colleagues provide to each other:

They may have experienced the same event or a similar one with a friend of
ours. When they tell me about their own experiences, I feel a little more
relaxed. As if I wasn't the only one. I said it before because we experienced
the same things and shared the same fate. In fact, chatting with colleagues on
personal matters feels very good in that sense.

(Betty, Interview 3)

Similarly, Matt and Sally stated that the social support they give and receive from
their colleagues enhances the feeling of togetherness and solidarity and decreases the

feeling of loneliness:

... The feeling that people are there for you in your good times and bad times
is actually social support. On days like these, I can clearly feel that the big
group has put their differences aside, and this affects me positively.

(Matt, Interview 3)

... I can say that in these situations, we really try to support each other. ... My
colleagues will be the only people that will support me whether I want it or
not. That's why, the existence of such people makes me feel comfortable. I can
say that it doesn't make me feel lonely.

(Sally, Interview 3)

Lastly, the interactions among the colleagues do not always occur in positive ways.
Some of the participants declared having negative interactions among colleagues as
another determiner of their levels of well-being. Four of the participants reported that
having friends in the department does not always affect them positively. For
example, Eva noted in her diary entry that she sometimes feels distrust towards her

friends in the department and this leads to anxiety. Her comments can be seen below:

In addition, I observe that a feeling of distrust towards each other has begun

to form between me and my friends. This situation often makes me feel

stressed, anxious, and like I constantly have to keep things under control.
(Eva, Diary Entry 1)
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Some of the participants indicated that especially during busier weeks, they
experience negative interactions with their colleagues. Eva, Gloria and Sally
mentioned that communication breakdowns happen at those times, and it affects their

well-being negatively. Gloria and Sally refer to these times as the following:

I can say that I am a little obsessed with the fair distribution of work. That's
why it affects me negatively when the distribution of work is not fair in group
activities. Then, when we get close to grading the first exam, the department
freezes. ... And as our tolerance for each other decreases, we actually
experience situations such as rebuffing each other or not paying attention to
each other too much.

(Gloria, Interview 3)

Apart from that, from time to time, we may have good, bad, and stressful
moments in our department when the positivity of our interactional patterns
decreases, and that affects my level of happiness.

(Sally, Interview 3)

4.3.3. Interactions with Parents

Being a teacher also requires continuous interaction and collaboration with the
parents. Some of the participants referred to the positive interaction with parents as a
factor that affects their job satisfaction and helps them to overcome professional
difficulties. Five of the participants reported that parents’ praise keep them motivated
to continue working in this profession, which indicates a very crucial factor for well-
being. Anna indicated that receiving thanks and praise from the parents makes her

feel emotionally better and renews her belief that she is doing her job right:

The positive feedback from parents makes me very happy. We interact with
parents during the times when something positive happens, and they send us
e-mails of appreciation. They really motivate me and show me that I am on
the right track.

(Anna, Interview 3)

Similarly, Betty, Yasmin, and Eva stated that their positive conversations with the

parents is crucial for them because it increases their determination:

There is also very good feedback from parents. This could even be an email.
So, even a thank you text after an exam or any time is actually enough to
increase my motivation. Even one tiny thing can bring me back together and
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make me say that I am actually in the right profession. ... Of course, when I
hear these parents, my love for the profession actually increases.
(Betty, Interview 3)

... You know, their feedback is great. As they send thank you messages ... It
allows me to continue working as an English language teacher in the coming
years.

(Yasmin, Interview 3)
Well, there are some very thoughtful people who come to parent-teacher
meetings just to thank us. These are positive things, of course, that increase a
person's determination to continue her profession. I feel very valued during
such instances.

(Esther, Interview 3)

On the other hand, there is a consensus among the participants that the interaction is
not always positive with the parents. Negative interaction with the parents is
mentioned as a stressor by six of the participants. Unrealistic demands of the parents,
not using a respectful language, and being unthankful are among the examples of
negative interaction experiences that the participants go through. As a result of these
negative interactions, the participants reported feeling less valued, less motivated,
and more exhausted. Betty explained how it affects her well-being when her efforts

are disregarded by the parents as following:

But the negative things you hear, for example, those who blame you, those
who say you did not notify me on time, those who say you did not provide
enough additional materials, those who put the blame entirely on you, and
the parents whose tone is so disrespectful, are also demotivating. You worked
so hard for that child, but that effort is disregarded. They can say
disrespectful things very easily. These demotivate me a lot.

(Betty, Interview 3)

In the following quotes, Esther also describes how the effort she puts in goes

unnoticed by the parents and how this affects her well-being:

... It can cause boredom. I do everything, but it still goes unnoticed by the
parents. One would think they could at least stop complaining and be
thankful. That's why, these reactions from them have demotivating effects on
my well-being.

(Esther, Interview 3)
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Likewise, Sally mentioned that the lack of positive feedback from the parents

devalues the teacher:

The lack of feedback from parents is a big deal, you know. They are their
children, but I am giving from my social life as if they were my child and
trying to teach them something. But then, not getting any feedback from the
parents about this is a bit sad. So, did we do all these in vain? At this point, it
devalues the teacher.

(Sally, Interview 3)

Anna and Betty also referred to the disrespectful communication patterns of some

parents as demotivators for them:

Sometimes you don't get the respect you desire, sometimes it's about
something ridiculous. So this may also be caused by the parents. Because the
parent profile has also changed. I try not to let my psychology pull me down

in such situations.
(Anna, Interview 1)

They don't talk to us the way we want. They don't speak very respectfully.
This, for example, is one of the things that turns me off from the profession. ...
Parents who do not look at us and approach us in such a belligerent manner.
It reduces your motivation a lot. There were also parents who approached me
with very disrespectful attitudes. There were even parents who said, "I will
complain about you to the school administrators.”

(Betty, Interview 3)

Lastly, Gloria stated that the interaction with the parents also affects her attitude
towards the students and her motivation as a teacher. Her explanation regarding this

effect is depicted in the following quote:

If a child's parent approaches me in a different way even though I don't
deserve it, uses bad words and hurtful words, unfortunately, this shouldn't
normally happen, but it also changes my perspective on that child. So, I can't
approach that child completely neutrally. What his family said comes to mind
and this is continuously going on in my head. ... That's why, my
communication with these parents affects both my motivation and my
perspective on the student. Unfortunately, it shouldn't be like I said, but it is
the case.

(Gloria, Interview 3)
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4.3.4. Interactions with School Administrators

Interactions with administration is another important factor that influences teacher
well-being. Apart from their colleagues, administrative staff is the closest
educational stakeholder that they work with. Teachers expect to be supported
professionally and emotionally in schools. Three participants referred to the
emotional support they receive from the administrative staff as a motivating factor
regarding their teacher well-being. Anna stated that she felt valuable after receiving

emotional support as in the following quote:

They supported me a lot during the period of my mother and father's illnesses
and deaths, one after another, and not being able to go to school for a month
and a half. They tried to be supportive. How did they try to support? They
tried to support me morally, they called and were interested, they asked about
my well-being, that is, they cared about me, and that motivated me in some
way. Actually, I must say I wasn't expecting this much.

(Anna, Interview 3)

Gloria and Sally also mentioned how it makes them feel “valued and relieved” when

their assistant principals support them:

My assistant principal ... He is the one who cares about us as individuals,
and when we have any problems or sees that my face is a little sad, he calls
us to his room and asks if there is anything he can do. He is a person who
helps me instantly whenever I ask for support on school-related issues. Of
course, this affects me very positively because he is one of the rare people at
school who makes me feel that I am taken into consideration as an individual.
(Gloria, Interview 3)

But our assistant principal is a good person, so he has good communication
skills in that regard. He can chat a lot regarding out-of-school matters. If we
go with a request, that is, I do not sense any negativity on his face, etc. while
communicating. He also helps with that. It really relaxes me.

(Sally, Interview 3)

Similarly, Esther noted in her diary entry that she felt like “a part of the team” when

she received support from her assistant principal:

While entering the classroom, [ saw that photocopied materials were
insufficient. The assistant principal completed the missing materials and sent
them to me. I felt supported and a part of the team.

(Esther, Diary Entry 1)
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The need for receiving positive feedback, recognition and appreciation is reported by
all of the participants. Only two participants expressed that they are appreciated
because of their work and effort. Matt and Betty indicated its effect on their well-

being as follows:

My efforts for the struggling students have been received positively, I would
say they have been received extremely positively especially by the school
administrators I work closely with. And frankly, I get feedback on this. In
fact, it has a very positive effect instantly. You know, first of all, it increases a
person's love for his profession.

(Matt, Interview 3)

The feedback I receive increases my motivation, it is positive feedback. ... I'm
much happier because my relationship is better with the assistant principal, 1
am very comfortable in meetings. Whenever he sees me, he asks how I am. 1
think it is very important that he appreciates everything I do. These are things
that have a positive impact on me. I can definitely say that it has a huge
impact on my well-being.

(Betty, Interview 3)

On the contrary, five participants stated a lack of appreciation and the effect of
unthankful school administrators on their well-being. Gloria, Eva and Sally noted in
their diary entries that when their efforts were disregarded by the school
administrators, it caused them to feel “angry, disrespected and not valued” and it

affects their feeling of belonging to the school:

1 think that the work we did was not appreciated in the performance meetings
we held with our department head and assisstant principals and everyone

was given the same feedback. This makes me feel worthless as a teacher.
(Gloria, Diary Entry 1)

While the institution should be grateful to me for working with the students
even during the breaks, in those cases, they act with individual relationships
and my sense of belonging to the institution ends. I had to handle my own
problems and it became stressful.

(Eva, Diary Entry 1)

The assistant manager ignored many other factors and said that although [
made extra effort and worked until 11 p.m. in the evening for days, I was not
able to complete my work and that the reason was that I was studying for a
master's degree. I was already feeling tired enough for the sake of my well-
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being by this point, let alone not being appreciated, and being completely
ignored or distorted makes me angry.
(Sally, Diary Entry 3)

Additionally, almost all of the participants reported experiences in which their ideas
were not taken into consideration, and they were not listened to by the school
administrators. Based on the diary entry notes and the interview data, it is clear that it
affects teachers negatively when they are not being included in the decision making
processes in the school. Some of the participants’ explanations regarding the effect

of not being involved in the decision-making processes are as follows:

So, actually I don't think my ideas have any meaning. That's why, for
example, I prefer to remain silent because whatever decision is taken, we will
do our job. There were the situations where I felt like my decision-making
authority was being taken away. The same goes for processes inside and
outside the classroom. Of course, it affected me badly. Both in terms of my
professional development and of course, am I in the right institution? There
were times when I questioned this a lot.

(Betty, Interview 3)

As for issues with the administration ... We can say that what I mostly feel is
not being understood, not being valued enough, or not being cared for. There
are beliefs that I have lost over time in the administration dimension. So,
there are situations where I lose faith. So, after all, they won't listen, after all,
they won't pay attention. There are many situations where [ don't talk
anymore because I don't want to waste my breath.

(Esther, Interview 3)

When it comes to open communication, four of the participants reported that they do
not see themselves honest as they feel the need to filter their language during their
interactions with the school administrators. Betty and Gloria indicated that the
relationship between teachers and the school administrators do not allow them to

express their ideas freely:

... Probably because of the fact that we don't know what kind of reaction we
will be encountering with, we don't feel comfortable. So, there were situations
where I had to tell them something different instead of being honest. ...
Unfortunately, I was pushed into this by the school because I was not given
the ability to speak openly.

(Betty, Interview 3)
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Because when I talk, I can't express my thoughts honestly, I actually express
them the way they want, and they respond very positively because they are
already expecting this answer. This affects me badly and I feel like a
hypocrite. But as I said, of course it affects my relationship with the
administrators. Especially the principal and the assistant principal do not
accept much criticism and objections to the decisions they make. That's why,
unfortunately, I cannot express myself honestly in these situations. This
seriously affects my identity as a teacher.

(Gloria, Interview 3)

Lastly, almost all the participants indicated that the communication with their school
principal and the head assistant principal rarely happens whereas they usually need to
communicate with the assistant principals who are assigned to them. There is a
consensus that the communication only occurs when there is a serious matter, or they
make a mistake as a teacher. The lack of opportunities to be in contact with the
principal and the head assistant principal is mentioned as a disadvantage by most of
the participants. The following quotes indicate the participants’ explanations who
reported the effect of the rare communication with the school administrators on their

well-being:

Rarely, when there is a substitution for a teacher or something serious
happens, we contact with the head assistant principal. About the principal, 1
can't say that we see her too much in the school. You know, I don't have much
active communication with her. ... Actually, there were only one or two major
events that I experienced, and then she called me, and we talked, but I think a
principal should be a little more in front of his teachers. So, aren’t we given
importance? I think this is an indication that you are not valued at a certain
point.

(Eva, Interview 3)

The fact that we rarely communicate with the school administrators is a
problem first of all. Because it's not like everyone is so busy that we don't see
each other. You know, looking into your eyes and smiling during break times
is actually a form of communication. We are the ones who are deprived of
this communication. ... That's why, there's no such communication. I think the
biggest disadvantage is that there is no attempt to communicate from their
side. But of course, I can say that it negatively affects my mood, but I don't
take it seriously anymore.

(Matt, Interview 3)

Considering the participants’ comments regarding their well-being in relation to

interactional factors, it can be asserted that positive interactions with the students that
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elevate their quality of language teaching, positive feedback from both their
colleagues and school administrators, and the support that they receive from the
educational stakeholders in their working contexts improve their well-being. On the
other hand, when the participants encounter negativities during such interactions
such as lack of appreciation, misbehaviors, and inadequate support, they tend to

report lower levels of well-being.
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CHAPTER 5

DISCUSSION, CONCLUSION AND RECOMMENDATIONS

5.0 Presentation

This section consists of four parts. The first part includes the discussion of the
research findings in relation to the research questions. The second part highlights the
main conclusions generated under the guidance of the findings. The third part
presents the practical implications of the current thesis study on the relevant fields.
Finally, the last part of this section mentions the limitations of the current thesis

study as well as the recommendations for future research studies.

5.1. Discussion

This qualitative case study was conducted in order to understand the interplay
between the well-being of English language teachers working at a private school in
Tiirkiye and their workplace. Accordingly, the first research question aimed to
explore how these teachers experienced their well-being in their teaching contexts.
The second research question, on the other hand, focused on the relationship between
the participants’ well-being and the organizational factors that may have effect on
them. Lastly, the third research question examined the participants’ well-being in
relation to their interactions with the educational stakeholders of their workplace.
Upon the collection of the relevant data, sources of which were three semi-structured
interviews and three weekly diary entries, thematic analysis method was used by the
researcher in order to generate emergent themes. Moreover, Seligman’s (2011)
PERMA model of well-being and POS framework were utilized in the phase of data
analysis and discussion about the participants’ reports related to their well-being

states.

113



Even though the construct of well-being is also affected by the contextual and
ecological factors, in order to answer the first research question comprehensively, the
experiences of the participants regarding their well-being were presented separately
according to Seligman’s (2011) PERMA model which consists of the following:

positive emotions; engagement; relationships; meaning; achievement.

In general, most of the participants indicated that their happiness and contentment
with their present context of teaching were lower compared to the earlier years of
their teaching careers. Even though their experiences and the reasons for such a
decline in how they feel currently showed slight differences, there were also
significant similarities regarding the factors impacting their overall well-being.
While the participants mostly pointed at the organizational factors as determiners of
the negativities in their well-being, which will be touched upon later in this chapter,
their subjective perspectives towards their profession were found to be positively

influencing their wellness.

The foremost subjective factors mostly brought about by the participants as a
positive contributor to their well-being were their experiences with their students
inside the English language classes, and their individual aspirations towards the
significance of their profession. All the participants reported that their positive
emotions were mostly created as a result of the positive interactions with their
students in positive English language learning environments in which they were able
to get into mutual conversations with the learners, establish a culture of discussion,
open up their horizons, and acknowledge them regarding the requirements of the 21
century. Through such interactions, the participants were able to increase their job
satisfaction, experience self-efficacy, indulge in their teaching practices, and improve
their motivation levels. The participants reported that such feelings as a result of the
aforementioned instructional actions contributed positively to their overall well-
being. In that regard, these findings showed similarities with the relevant literature
which signifies the importance of instructional experiences in a positive learning
environment with the students as a positive contributor to teachers’ well-being

(Frenzel et al., 2009; Kunter, 2013).
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In addition to the relationships of the participants with their students, all of them also
indicated the importance of their colleagues and a positive working environment as
factors improving their well-being. Although unfavorable incidents also occur among
them, all the participants indicated that they were able to establish positive
interactional patterns with their colleagues where both parties respect each other. In
addition to this, they also mentioned the supportive climate in their department
among the English language teachers as a positive influence on their well-being. The
participants indicated that they were able to get both emotional and professional
support from the people they are working with in case of a need. Working in such a
positive environment where there is constant support among the colleagues allowed
the participants to feel less stressed and anxious, thus increasing their resilience
towards their profession. The aforementioned factors were also reported in the
literature as a positive contributor to teachers’ well-being. For instance, while
Johnson et al. (2005) and Hakanen et al. (2006) refer to reduced stress and improved
well-being as a result of the supportive working context of the teachers, Vescio et al.
(2008) mentions the importance of professional sharing opportunities among

teachers as an affirmative contributor to how well they feel.

In comparison to the factors that affected the participants’ well-being positively, it
should be stated that the abundance of negative contributors on their well-being was
worth noting. In terms of their motivational conditions, all of participants reported
reduced levels of motivation compared to their experiences in the previous years in
the same teaching context. While they highlighted the importance of the numerous
factors as the reasons of such a decrease in their motivation levels, they mostly show

similarities among the participants.

The mostly narrated factor which affected participants’ motivation while they were
explaining their experiences of well-being was found to be the workload under which
they work. All the participants, during the first phase of the interviews in order to
answer the first research question, indicated that their workload was excessive in
many ways and that caused them to lose their motivation to teach English to their
learners. The negative effects of the excessive workload on both participants’ well-

being and motivation caused them to feel more stressed while they are carrying out
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their instructional duties. In addition to stress, all of the participants also mentioned
the physical effect of the workload on their health as they reported frequent cases of
exhaustion as a negative contributor on their well-being. Such negative effects of the
excessive workload and unrealistic expectations from the educators also find
reflections in the literature. Razeq (2022), Mbagwu (2022), and Skaalvik & Skaalvik
(2011) also mention the negative effect of excessive workload demands on teachers’

well-being and their feelings of stress, anxiety, and burnout as a result of them.

In addition to the workload, the work-life imbalance was also mentioned by three of
the participants as a negative contributor on their motivation and well-being. As
these teachers were not able to fulfil the tasks at their working contexts on time, they
had to continue dealing with them even at home. For that reason, they felt the need to
sacrifice their social and private life in order to complete the tasks assigned to them
which created an imbalance between their professional and daily life. This finding is
also relevant according to the literature as teachers who are able to manage a healthy
work-life balance experience higher levels of job satisfaction as well as professional

motivation (Leithwood et al., 2004).

Three of the participants also referred to their cases of autonomy as a determiner of
their motivation in teaching English to their students. Because of the systematical
and curricular constraints in their workplace, these participants were not able to
follow the methods that they adjusted according to their students’ needs while
teaching English. So, following the methods which are of little use for the students
significantly diminished their motivation as well as affecting their well-being
adversely. Similarly, the review of the relevant literature also reveals that teachers’
lack of autonomy causes them to report lower levels of well-being as well as

increased feeling of burnout (Hoy & Tarter, 2011; Hargreaves & Fullan, 2012).

Regarding the first research question, it was also found that the participants’ future
career endeavors are greatly shaped by their well-being in that almost all the
participants expressed their unwillingness to continue working as an English
language teacher as long as the conditions are the same within their workplace. So, it

can be inferred from the participants’ comments that the aforementioned factors as
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well as organizational and interactional ones, which will be explored further in the
following paragraphs, caused them to feel burnout which may lead to increased
attrition rates similar to the findings generated by different research studies in the
literature (Borman & Dowling, 2008; Gregersen et al., 2023; Herman et al., 2018;
Kinay et al., 2021; McCallum & Price, 2010).

Under the light of the POS theory, which refers to positive human resource practices,
positive organizational practices, positive leadership, and positive relationships as
the key tenets of positive organizations, the second and the third research questions
explored the organizational and interactional factors that affected the participants’
well-being. The investigation of the organizational factors resulted in ten interrelated

themes which influenced the participants’ well-being both positively and negatively.

The first of these themes, workload, as previously mentioned while explaining the
participants’ individual experiences of their well-being, was regarded by the
participants as the most effective factor on their well-being. They reported that the
overall nature of the workload in their teaching context was excessive as they were
required to fulfill numerous professional duties related to English language teaching.
In addition to that, the participants also mentioned the existence of extra-curricular
duties as a burden on their shoulders which did not have direct relevance to their
profession. As the duration of the break times were relatively short for them, the
participants indicated that they were constantly feeling fatigued in their workplace.
Similar to the studies in the literature on the effect of workload on teachers’ well-
being (Razeq, 2022; Mbagwu, 2022; Siriwardana, 2022; Skaalvik & Skaalvik, 2011),
the findings indicate that working under immoderate workload demands significantly

decreased the participating teachers’ well-being.

As a second theme of the organizational factors, the participants also mentioned the
negative effects of the high expectations from the school administrators and parents
regarding their professional duties. It was noted from the participants’ comments that
such expectations increased the frequency of negative emotions such as stress,
inadequacy and anxiety while also negatively influencing their teaching practices

inside the classroom. Therefore, the participants regarded this theme as a negative
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contributor on their well-being. The review of the literature also highlights the
importance of placing realistic demands on teachers to refrain them from feelings of
stress and burnout (Pillay et al., 2005; McCallum & Price; 2010) as teaching a
language is already a demanding profession due to its intercultural requirements

(Mercer et al., 2016).

The findings also revealed that the participants were unable to create a healthy
balance between their professional and personal lives due to the organizational
requirements regarding their profession. This resulted in reports of lower well-being
experienced by the teachers as they were not able to socialize with the people in their
immediate environment such as their colleagues, friends, and family members. This
finding correlates with the findings of Leithwood et al. (2004) in that work-life
balance of the teachers is an important determiner of their overall job satisfaction and

their well-being.

The participants also reported that the autonomy they had over their teaching
practices as allowed by their institutions also played an important role in their well-
being levels. Hargreaves & Fullan (2012) and Day & Gu (2010) indicates that the
level of autonomy that the teachers have is a significant determiner of their well-
being. Similarly, the results of the present study also revealed that even though
participants were not totally autonomous as they had to follow a specific curriculum
while teaching English, they were able to adjust their methods within their classes in
case of a need from the students. However, some participants did not feel
autonomous enough as they believed that they were strictly restricted by their
institution. Considering these, while more autonomous teachers reported higher
levels of motivation and well-being, those that lacked this feeling experienced a

decline in their well-being in such cases.

The other two influential themes which were referred to as organizational factors
affecting the participants’ well-being were physical space allocated to them and the
technological infrastructure of their workplace. In general, the participants
complained about the inadequacy of the physical orientation of their school and

department room in that there were not any rooms to work or rest individually. In
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addition to that, they constantly pointed at the overpopulation in their workplace in
terms of both number of the students and the teachers which limited their mobility
because of the jam in the corridors. The participants’ comments also revealed that
although their department room and the classes in which they teach English were
equipped with the relevant technological devices, their sufficiency in terms of quality
and quantity was a big challenge while they were carrying out their professional
tasks. These two factors are significant in that they influenced the participants’ well-
being in a negative way. As Dexter et al. (2006) indicates, the quality and the
quantity of both technological and instructional materials are important determiners
of the teaching practices and their effectiveness. Mercer & Gregersen (2020), similar
to the current findings of this study, also state that the existence of such resources
affects teachers’ well-being in a positive way. Moreover, the relevant literature also
signifies the necessity of the physical and technological organization of the
educational workplaces as a positive contributor on teachers’ well-being (Dreer,

2022; Kamarudin et al., 2022).

As also stated in the relevant literature, the financial conditions of the teachers and
the financial benefits provided to the teachers play an important role in determining
their well-being and their future in the teaching profession (Holochwost et al., 2009;
Troman, 2000; Maclntyre et al., 2020). The participants of the current study also
stated that they were not paid enough compared to their physical and emotional labor
in their profession. Even though they were provided with additional financial
benefits by their institution, it was not enough to improve their well-being as their

salaries did not allow them to be satisfied with their profession.

In addition to this, while it was reported as one of the emergent themes regarding the
organizational factors that affect participants’ well-being, most of the teachers
indicated that their current financial situation in their school caused them to lose their
sense of belonging and explore different options for their future career paths.
Therefore, it may be asserted that satisfying teachers both professionally and
financially plays a huge role in improving their well-being as well as securing their

positions at their current teaching contexts.
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In terms of the professional development opportunities provided to them and the
professional development system applied in their workplace, the participants also
reported lower levels of well-being. While the participants found these opportunities
for professional development inadequate and inefficient, they were also displeased
with the effectiveness of the system followed in their institution to evaluate their
professional acts and improve them as English language teachers. These findings
also resonate in the literature as various studies highlight the importance of
professional development as an important factor to promote teachers’ well-being
(Butt & Retallick, 2002; Kern et al.; 2014; Soini et al.; 2010). Chen et al. (2022) also
revealed that Chinese language teachers’ well-being conditions were positively
affected by the professional development opportunities that were provided by their

institutions.

The participants’ health and safety appeared as the last organizational factor that has
an influence on how they experience their well-being. It was indicated by half of the
participants that they were experiencing constant minor health problems caused by
both curricular and extra-curricular requirements of their profession such as sore
throat, fatigue, flu, and pains in different parts of their body. As stated earlier, the
mental effects of their profession also caused some of the participants to experience
negative feelings of stress and anxiety. These physical and mental problems
experienced by the teachers are also reflected in the relevant literature as there are
several studies which focused on the physical and mental health problems of the

teachers (Fleming et al., 2013; Maslach & Leiter, 2008).

However, it should also be noted here that the participants expressed their positive
thoughts on the assistance of the medical staff located in their workplaces in case of
an emergency. Darling-Hammond (2020) also highlights the importance of such
services for teachers’ well-being and the leading educational stakeholders’
responsibility to provide such facilities to their teachers. Lastly, while the
participants referred to their physical security regarding the location of their school,
they also indicated the security problems that may take place within their department

as a factor which influences their well-being negatively in their workplace.
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As stated earlier, the third research question focused on the participants’ interactional
patterns and the effect of them on their well-being. Firstly, it should be indicated that
participants reported higher levels of well-being in the case of positive interactions
with their students and colleagues. They also highlighted the importance of the
support that they get from their colleagues as one of the most significant sources to
elevate their well-being. In addition to that, the professional interactions among the
colleagues where positive practices are transformed from one teacher to another
through methods of dialogue and observation are reported as a positive contributor
on the participants’ well-being. The review of the relevant literature also draws
attention to such interactions and the solidarity among the colleagues as an
influential factor to promote teacher well-being (Ryan & Deci, 2017). In addition to
that, Collie et al. (2012) and Kern et al. (2014) mention the importance of
professional relationships in improving the teachers’ satisfaction with their

profession as well as the increase in their belongingness to their workplace.

In relation to their interaction with the parents, some of the participants indicated that
the supportive behaviors of parents and the positive feedback that they provide
regarding the teachers’ efforts affect their well-being positively by increasing their
feelings of being valued and satisfaction. On the other hand, the instances where
parents disregard the teachers’ efforts and labor were reported to lead the participants

towards the feelings of overwhelm and demotivation.

Lastly, similar to their colleagues, some of the participants stated that when they are
supported and valued by the school administrators, they experience higher levels of
well-being. However, five of the participants referred to the lack of appreciation
from the administration as a detrimental factor on their well-being. Interestingly,
almost all the participants also mentioned their feelings regarding the decision-
making processes at their workplace and their inability to be a part of them. They
also referred to the rare instances of communication with the principal and head
assistant principal unless something urgent happens. These factors, in line with the
relevant literature, are regarded by the participants’ as negative contributors on their

well-being (Louis et al., 2010; Kurt & Duyar, 2023; Hoy & Tarter, 2011).
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5.2. Conclusion

The present qualitative case study aimed to explore the interplay between the English
language teachers’ well-being who work in a private middle school in Tiirkiye and
the place where they continue their profession. To do that, three research questions
were generated by the researcher that focus on different aspects of the construct of
well-being. The first research question delves into the individual experiences of these
English language teachers’ well-being. The second and the third research questions,
on the other hand, examines the organizational and interactional factors that
influence the participants’ well-being. To provide answers to these questions, 8
English language teachers employed at a private school in Tiirkiye were invited to
three semi-structured interviews which were conducted on regular intervals. In
addition to the interviews, the participants were also asked to record their weekly
experiences in their organizations regarding their well-being for a duration of 3
weeks in three different diary entries. The data collection phase was followed by the
thematic analysis of the interview scripts and diary entries under the guidance of
Seligman’s (2011) PERMA model of well-being, POS theory, and the findings from
the relevant literature. The following conclusions are mainly drawn as a result of the

data analysis process:

First, even though there were fluctuations in the participants’ overall well-being,
most of them reported low levels of well-being due to personal and contextual
factors. The participants’ positive interactions with the students inside the classroom
which led to the engagement of the students with the target language content were
the most prominent source of increase in their well-being. Additionally, the
participants also highlighted the positive relationships with their colleagues in

relation to their positive reports of well-being.

Second, the nature of the workload in their teaching context affected the participants’
well-being in a negative manner. As they had to deal with excessive job demands,
they experienced negative feelings of stress and anxiety while also feeling physically
exhausted. The heavy requirements of their profession also influenced the

participants’ work-life balance as they were not able to deal with their professional
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tasks during the time they spent in their workplace. Similar to their well-being, the
participants also reported that their motivation levels were also in a constant decline.
Even though none of the participants mentioned any serious health problems, the
instances where they were under the effect of minor health issues were very frequent

and that diminished their well-being.

Third, the participants revealed several organizational factors which affected their
well-being either positively or negatively. As stated above, the reflections of the
excessive workload of the participants were generally negative on their well-being.
In addition to this, the unrealistic and heavy expectations of the school administrators
and parents also influenced the feelings of the participants as they generally aroused
negative emotions such as stress, burnout, and attrition. In addition to that, the
participants’ inability to adjust their work-life balance affected their well-being
negatively as they were not able to find any spare time to spend with their family and
friends. As the participants were expected to follow a pre-designed curriculum as
well as lesson plans, they felt less autonomous in their teaching practices; thus,
reporting lower levels of well-being. The inadequacy of the physical space allocated
to the participants in their teaching context as well as the limitations caused by the
physical orientation of their workplace also influenced the way the participants felt

about their well-being.

Fourth, the technological infrastructure of their organization and the challenges that
the participants were facing due to the technical problems contributed negatively to
their well-being. Even though the participants were provided with additional
financial incentives, they were not enough to change their perspectives on their
financial status as all of them were in the opinion that their salaries were not enough
in return for their physical, emotional and mental labor. The professional
development opportunities provided to the participants were also found inadequate
and inefficient by the participants while the professional development system to
evaluate their professional progress was regarded as an added burden on their
workload, both of which cause a decline in the participants’ well-being. The financial
dissatisfaction of the participants with their workplace was also influential in

determining the sense of belonging of them towards their workplace as the majority
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of the participants indicated that they did not have such a bond with their current
organization. While the participating teachers’ well-being levels were also adversely
affected by the health problems common to their profession, the existence of medical
staff in their school was one of the rare factors that promoted the participants’ well-

being.

Fifth, the participants’ relationships with their students and colleagues were
repeatedly referred to as positive contributors to their well-being. The positive
feedback and the reactions that these teachers get from their students and colleagues
allowed them to feel happier while teaching English at their workplace. Lastly, the
participants reported higher levels of well-being when they were supported and
appreciated by the school administrators and the parents while there was a significant
decline in their well-being when their efforts were neglected and disregarded by the

same educational stakeholders.

5.3. Practical Implications of the Results

The findings of this study in relation with the existing body of literature provides the
following implications for the educational stakeholders to revise and consider in their
educational institutions:

1. The findings of the current study revealed that unrealistic professional
expectations and excessive workload are considered as a serious threat to
English language teachers’ well-being working in private schools. Therefore,
the educational design of the private institutions may be revised to refrain the
educators working in such contexts from negative emotions of stress, anxiety,

burnout and attrition.

2. Tt is clearly asserted by the findings that the organizational factors such as
physical space, technological infrastructure, and safety are perceived as the
most significant determiners of the English language teachers’ well-being
working in a private middle school. Therefore, educational leaders and

administrative staff in these contexts may show extra diligence in the physical
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arrangement of their educational institutions so that English language
teachers are supported with relevant teaching resources, technological

infrastructure, individual working and resting spaces, and physical safety.

As the findings of this thesis study revealed, the financial expectations and
the financial satisfaction of the English language teachers working in a
private school are of great important in determining their overall well-being.
For that reason, the private institutions in Tiirkiye may consider adjusting
their financial policies in a way that they may promote teachers’ job

satisfaction, and well-being.

The comments of the participants in this study highlighted the importance of
autonomy as an important factor for English language teachers’ well-being.
Therefore, the educational leaders in private institutions, in relation with the
curriculums followed there, might allocate more freedom for the English
language teachers within their classrooms in terms of their feelings of

autonomy, and self-efficacy.

The opportunities for professional development were also indicated by the
participants of this study as an important factor in increasing their well-being.
Therefore, private educational institutions in Tiirkiye may allocate more
importance to providing more professional opportunities of good quality for
English language teachers in which they can enhance their professional
identity by getting to know different approaches, and teaching techniques in
their field.

As the findings of the current study signify the changes in English language
teachers’ well-being as a result of their interactions with parents and students,
the private educational institutions should play an active role as mediators
among students, parents, and English language teachers in a way that these
teachers feel supported by their administrators. This will allow the teachers to
experience more self-efficacy and job satisfaction as their well-being levels

will be promoted in such a working environment.
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7. Seligman’s (2011) PERMA model of well-being consists of five dimensions
that generally reflect on individual’s present states. The individual well-being
experiences of the participants in the present study, on the other hand, are
also affected by their future visions. Therefore, the addition of different
dimensions focusing on future aspirations of the individuals and their
relevance to the concept of well-being could be significant in assessing this

construct more efficiently.

5.4. Limitations to the Study and Recommendations for Future Research

While the results of the present thesis study are significant for the relevant area of
research, the limitations and the recommendations for future studies are worth
mentioning in order to generate a comprehensive understanding of teacher well-
being construct and the factors that play a role on it. As the setting of the current
research was a private school in Tiirkiye, the well-being experiences of the English
language teachers working in public schools may be different. Therefore, future
studies can be conducted to overview the range of factors contributing to English
language teachers’ well-being. Even a comparison of both contexts, namely public
schools and private schools, could picture a better understanding of the influential
factors on English language teachers’ well-being. In terms of the data collection
tools, the present study utilized semi-structured interviews and diary entries. For
further studies, on the other hand, additional inclusion of qualitative research tools
such as field observations and focus group interviews may generate more

comprehensive results regarding the well-being of the English language teachers.

As this study only focused on the overall well-being experiences of English language
teachers in relation to organizational and interactional factors, the strategies through
which their well-being could be promoted were not under the scope of the research
design. Therefore, the future studies may also focus on the ways that English
language teachers could utilize to improve their well-being in their working contexts.
Lastly, all the participants indicated that they were unwilling to continue their

profession in their current context. Therefore, future research studies may be
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designed in a way that the participants of the present study could be tracked to

evaluate if they are going to experience teacher attrition and burnout.
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B. 1st INTERVIEW PROTOCOL IN TURKISH

Gériisme Protokolii I — Ogretmen Gegmisi ve Bireysel Esenlik

NOT: Bu ¢aligmada yiiriitiilen gorligmeler yar1 yapilandirilmis goriisme oldugundan
asagida belirtilen sorular arastirmacilar tarafindan degistirilebilir veya goriisme

esnasinda ortaya ¢ikan sorular eklenebilir.

1. Biraz kendinizden bahsedebilir misiniz? Kag¢ yasindasiniz? Evli misiniz?
Cocugunuz var m1? Varsa okul ¢aginda m1? Okul ¢agindaysa sizinle ayni
okula m1 gidiyor?

2. Egitim ge¢misiniz nedir?

3. Kag yildir 6gretmenlik yapiyorsunuz? Kag farkli okulda ¢alistiniz? Su anda
hangi kademede gorev yapmaktasiniz?

4. Ogretmen olmaya nasil karar verdiniz? Herhangi bir olaydan ya da bir
kisiden etkilendiniz mi?

5. Kendinizi bir 6gretmen olarak nasil tanimlarsiniz?

6. Etrafinizdaki insanlar (6grenciler, meslektaslar ve idareciler) sizi bir
Ogretmen olarak nasil tanimlar?

7. lyi bir gretmeni nasil tanimlarsiniz? Sizce ideal bir Ingilizce 6gretmeni
hangi 6zelliklere sahip olmalidir?

8. Ingilizce dgretirken ne kadar mutlu oldugunuzu sdyleyebilir misiniz?

9. Ingilizce 6gretmekle alakali yeni yontemler sizi ne kadar heyecanlandirtyor?

10. Ingilizce 6grettiginiz siniflarda ne kadar siklikla kendinizi heyecanl ve
sevingli hissediyorsunuz? Bu duygular hissettiginiz bir aniniz1 paylasabilir

misiniz?
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11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

Profesyonel yagaminizla alakali hangi 6geler sizi daha mutlu ediyor?
Ingilizce 6gretmenin hangi yanlarini seviyorsunuz? Bu meslegin hangi
ozellikleri sizin i¢in umut verici?

Ingilizce dgretirken kendinizi ne kadar motive hissediyorsunuz? Bu
motivasyonlarinizin kaynaklari nelerdir? Kendinizi motive hissettiginiz bir
tecriibeyi paylasabilir misiniz?

Ingilizce 6gretmeni olarak sizce ne kadar 6zerklige sahipsiniz? Bu durum
sizin mutlulugunuzu nasil etkiliyor?

Genel olarak saglik durumunuz hakkinda neler soyleyebilirsiniz? Fiziksel ve
ruhsal olarak kendinizi ne kadar iyi hissediyorsunuz?

Fiziksel, mental ve ruhsal saglik durumunuzda 6gretmenlik mesleginin ne
kadar etkisi var? Bu etkiyi genel olarak nasil tanimlayabilirsiniz?
Ogretmenlik mesleginizi yaparken saglik durumunuzda nasil degisimler
gozlemliyorsunuz?

Gelecekte kendinizi nerede goriiyorsunuz? Profesyonel olarak bagka
planlariniz var m1? Ogretmenlik yapmaya éniimiizdeki yillarda da devam
etmeyi diisiiniiyor musunuz?

Profesyonel anlamda gelecek hedefleriniz var m1? Varsa bu hedefleri
gerceklestireceginizi diisiiniiyor musunuz?

Ogretmenlik meslegindeki gelecek durumunuz sizi nasil etkiliyor?

Son olarak eklemek ya da paylasmak istediginiz baska bir sey var m1?
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C. I INTERVIEW PROTOCOL IN ENGLISH

Interview Protocol I — Teacher Background and Individual Well-Being

NOTE: Since the interviews conducted in this study are semi-structured interviews,
the questions stated below may be changed by the researchers or questions that arise

during the interview may be added.
1. Can you tell us a little about yourself? How old are you? Are you married? Do you
have children? If yes, is s/he at school age? If s/he is of school age, does s/he go to

the same school as you?

2. What is your educational background?

3. How many years have you been teaching? How many different schools did you

work in? At what level do you currently work?

4. How did you decide to become a teacher? Have you been affected by any event or

person?

5. How would you describe yourself as a teacher?

6. How do the people around you (students, colleagues, and administrators) describe

you as a teacher?

7. How do you define a good teacher? What characteristics do you think an ideal

English teacher should have?

8. Can you tell me how happy you are teaching English?

9. How excited are you about new methods of teaching English?
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10. How often do you feel excited and joyful in the classrooms where you teach

English? Can you share a moment when you felt these emotions?

11. What elements related to your professional life make you happier?

12. What do you like about teaching English? What features of this profession are

promising for you?

13. How motivated do you feel when teaching English? What are the sources of

these motivations? Can you share an experience that made you feel motivated?

14. How much autonomy do you think you have as an English teacher? How does

this situation affect your happiness?

15. What can you say about your general health condition? How well do you feel

physically and spiritually?

16. How much of an impact does the teaching profession have on your physical,
mental, and spiritual health? How can you describe this effect in general? What

changes do you observe in your health while doing your teaching profession?

17. Where do you see yourself in the future? Do you have any other plans

professionally? Do you plan to continue teaching in the coming years?

18. Do you have any professional future goals? Do you think you will achieve these

goals, if any?

19. How does your future situation in the teaching profession affect you?

20. Finally, is there anything else you would like to add or share?
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D. 2" INTERVIEW PROTOCOL IN TURKISH

Goriisme Protokolii I — Ogretmen Esenligi ve Is Yeri iliskisi

NOT: Bu ¢aligmada yiiriitiilen gorligmeler yar1 yapilandirilmis goriisme oldugundan
asagida belirtilen sorular arastirmacilar tarafindan degistirilebilir veya goriisme

esnasinda ortaya ¢ikan sorular eklenebilir.

1. Bugiine kadar kag farkli kurumda calistiginiz? Su an ¢alistigiiz kurumu
se¢cmenizin sebepleri nelerdi? Bu kurumda caligsmak sizi nasil hissettiriyor?

2. Kurumunuz tarafindan gorev tanimlariniz ve sizden beklenilenler net olarak
ifade ediliyor mu? Bu durumun sizin tizerinizdeki etkileri nelerdir?

3. Calistigimiz kuruma katkiniz/etkiniz hakkinda ne diisiiniiyorsunuz?

4. Calistiginiz kurumun size katkisi/etkisi hakkinda ne diisiiniiyorsunuz?

5. Haftalik kag saatlik bir ders ylikiiniiz var? Bu ders ylikiinde siirekli bir
degisiklik s6z konusu mu?

6. Ingilizce derslerine girmek disinda ne gibi gérev ve sorumluluklariniz var?
Bu gorev ve sorumluluklar mesleki yasantinizi nasil etkiliyor?

7. Ingilizce 6gretmenligi disinda kurumunuz tarafindan size verilen baska
gorevlendirmeler var mi1? Bu gorevlendirmeler is hayatinizi nasil etkiliyor?
Bu durumu 6rneklendirerek aciklayabilir misiniz?

8. Genel olarak is yiikiiniiz hakkinda neler sdyleyebilirsiniz? Bu is yiikii
profesyonel ve kisisel hayatinizi nasil etkiliyor? Bu etkiyi bir rnekle

aciklayabilir misiniz?
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10.

11.

12.

13.

14.

15.

16.

Calistiginiz kurumda size saglanan herhangi bir profesyonel gelisim programi
mevcut mu? Eger mevcutsa bu program size 0gretmen olarak ne gibi katkilar
sagliyor? Varsa bu katkiya bir 6rnek verebilir misiniz?

Profesyonel gelisim konusunda ne kadar isteklisiniz? Istekleriniz
dogrultusunda kurumunuz size herhangi bir yardim ya da destek sagliyor mu?
Calistiginiz kurumda kendinizi giivende hissediyor musunuz? Bu durum sizi
nasil etkiliyor?

Calistiginiz kurumun size sagladigi mesleginizle alakali maddi ya da manevi
destekler mevcut mu? Mevcutsa bu desteklere 6rnek verebilir misiniz? Bu
destek durumu sizi nasil etkiliyor?

Calistiginiz kurumda mesleki gelisiminize yonelik doniit alabileceginiz bir
sistem mevcut mu? Mevcutsa bu sistem hakkinda birkag bilgi verebilir
misiniz? Bu sistemin sizi nasil etkilediginden bahsedebilir misiniz?

Fiziksel olarak okulunuzu ve okulunuzdaki ¢alisma ortamini tarif edebilir
misiniz? Okul i¢erisinde kendinize ait bir odaniz mevcut mu? Bu baglamda
Ingilizce 6gretmeni olarak gérev yaparken kendinizi rahat hissediyor
musunuz?

Okulunuzda yasanabilecek herhangi bir saglik problemine karsin ilk
miidahaleyi saglayacak saglik personelleri mevcut mu? Mevcutsa bu konu
hakkinda bize biraz bilgi verebilir misiniz? Bu durum sizi nasil etkiliyor?
Genel olarak kurumunuzun zaman planlamasi hakkinda bilgi verebilir
misiniz? Dersler ve derslerden sonra verilen teneffiisler ve 6gle aralari ne
kadar uzunlukta? Dersleriniz bittiginde okuldan ayrilabiliyor musunuz? Bu

dinlenme aralarinin sizin {izerinizdeki etkisi hakkinda ne sdyleyebilirsiniz?
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17.

18.

19.

20.

21.

22.

23.

24.

Okulunuzda bulundugunuz vakitlerde bireysel olarak ¢alisabileceginiz ya da
dinlenebileceginiz ortamlar mevcut mu? Bu durum sizi nasil etkiliyor?
Kurumunuz genel olarak sizin i¢in fiziksel ve teknolojik olarak ne kadar
yeterli? Bu yeterliligi 6rneklerle aciklayabilir misiniz? Bu durumun sizin
tizerinizde nasil bir etkisi var?

Kurumunuzun Ingilizce 6gretim politikasindan memnun musunuz? Bu
konuda kurumunuz tarafindan konulan sinirlamalar var m1? Varsa bu
siirlamalar1 6rneklerle agiklayabilir misiniz?

Kendinizi otonom hissediyor musunuz? Bu konuda yasadiginiz ve paylasmak
istediginiz bir tecriibeniz var m1? Bu durumun sizin lizerinizdeki etkisi
nelerdir?

Daha 6nce kurumunuzdaki is yiikiinden bahsetmistiniz. Bu is yiikiinii okul
icerisinde kaldirabiliyor musunuz? Sosyal hayatiniz ve is hayatiniz
birbirinden ne kadar ayr1? Bu iki hayatin birbiriyle iletisimi sizi nasil
etkiliyor? Bu etkilesimi 6rneklerle detaylandirabilir misiniz?

Finansal olarak kurumunuz tarafindan emeginizin karsiligini aldigimiz
diistinliyor musunuz? Bu durumun sizin profesyonel hayatinizdaki etkiler
nelerdir?

Calistiginiz kurumda genel olarak kendinizi ne kadar mutlu hissediyorsunuz?
Mutluluk seviyeniz lizerinde etkisi olan baglica seyler nelerdir?

Son olarak eklemek ya da paylasmak istediginiz bir sey var m1?
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E. 2" INTERVIEW PROTOCOL IN ENGLISH

Interview Protocol II — Teacher Well-Being and Workplace Relationship

NOTE: Since the interviews conducted in this study are semi-structured
interviews, the questions stated below may be changed by the researchers or

questions that arise during the interview may be added.

1. How many different institutions have you worked in so far? What were the
reasons why you chose the institution you currently work for? How does working

at this institution make you feel?

2. Are your job descriptions and expectations from you clearly stated by your

institution? What are the effects of this situation on you?

3. What do you think about your contribution/impact to the institution you work

for?

4. What do you think about the contribution/impact of the institution you work

for?

5. How many hours of course load do you have per week? Is there a constant

change in this course load?

6. What duties and responsibilities do you have other than attending English

classes? How do these duties and responsibilities affect your professional life?

7. Apart from teaching English, are there any other assignments given to you by
your institution? How do these assignments affect your business life? Can you

explain this situation with an example?
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8. What can you say about your workload in general? How does this workload
affect your professional and personal life? Can you explain this effect with an

example?

9. Is there any professional development program provided to you by the
institution you work for? If so, what kind of contribution does this program

provide to you as a teacher? If so, can you give an example of this contribution?

10. How enthusiastic are you about professional development? Does your

institution provide you with any help or support in line with your requests?

11. Do you feel safe in the institution you work for? How does this situation

affect you?

12. Is there any material or moral support related to your profession provided by
the institution you work for? If available, can you give examples of these

supports? How does this support situation affect you?

13. Is there a system in your institution where you can receive feedback
regarding your professional development? If available, can you give some

information about this system? Can you talk about how this system affects you?

14. Can you physically describe your school and the working environment at
your school? Do you have your own room in the school? Do you feel

comfortable working as an English teacher in this context?

15. Are there medical personnel who can provide first aid in case of any health
problem that may occur in your school? If so, can you give us some information

about this issue? How does this situation affect you?
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16. Can you give information about your institution's scheduling in general? How
long are the breaks and lunch breaks after classes? Can you leave school when
your classes are finished? What can you say about the impact of these rest breaks

on you?

17. Are there environments where you can work or relax individually during your

time at school? How does this situation affect you?

18. In general, how adequate is your institution physically and technologically
for you? Can you explain this competence with examples? What impact does this

situation have on you?

19. Are you satisfied with your institution's English teaching policy? Are there
any restrictions imposed by your institution on this issue? If there are, can you

explain these limitations with examples?

20. Do you feel autonomous? Do you have any experience you have had on this

subject that you would like to share? What is the impact of this situation on you?

21. You have previously mentioned the workload in your institution. Can you
handle this workload within the school? How separate are your social life and
work life from each other? How does the interaction of these two lives affect

you? Can you detail this interaction with examples?

22. Do you think you are financially compensated for your efforts by your

institution? What are the effects of this situation on your professional life?

23. In general, how happy do you feel in the institution you work for? What are

the main things that have an impact on your happiness level?

24. Finally, is there anything you would like to add or share?
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F. 3" INTERVIEW PROTOCOL IN TURKISH

Goriisme Protokolii Il — Ogretmen Esenligi ve Iletisim

NOT: Bu ¢aligmada yiiriitiilen gorligmeler yar1 yapilandirilmis goriisme oldugundan
asagida belirtilen sorular arastirmacilar tarafindan degistirilebilir veya goriisme

esnasinda ortaya ¢ikan sorular eklenebilir.

1. Ingilizce 6gretmenligi mesleginiz gercevesinde duygusal olarak kendinizi
nasil ifade edersiniz? Calistiginiz kurumda en sik yasadiginiz duygusal
durumlar nelerdir? Duygularinizi ne kadar kontrol edebildiginizi
diisiiniiyorsunuz?

2. Genel olarak bireysel mi, yoksa grup halinde ¢alismay1 m1 tercih
edersiniz? Bu tercihinizin mesleki anlamda tizerinizdeki etkileri nelerdir?

3. Kurumunuzda ¢alistiginiz bir giin icerisinde kag farkli insan grubuyla
iletisim halindesiniz?

4. Ogrencilerinizle aramzdaki iletisim diizeyinden biraz bahseder misiniz?
Bu iletisim bi¢iminin sizin {izerinizdeki etkileri nelerdir?

5. Meslektaglarinizla aranizdaki iletisim diizeyinden biraz bahseder misiniz?
Bu iletisim bi¢iminin sizin {izerinizdeki etkileri nelerdir?

6. Yoneticilerinizle aranizdaki iletisim diizeyinden biraz bahseder misiniz?
Bu iletisim bi¢iminin sizin lizerinizdeki etkiler nelerdir?

7. Ogrencilerinizin velileriyle aranizdaki iletisim diizeyinden biraz bahseder

misiniz? Bu iletisim bi¢iminin sizin iizerinizdeki etkileri nelerdir?
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10.

11.

12.

13.

14.

Mensubu oldugunuz 6gretmenlik ziimresini bize tarif edebilir misiniz?
Genel olarak bu ziimre i¢indeki iletisim kaliplar1 hakkinda ne
diisiiniiyorsunuz? Ziimrenizin iletisimsel 6zellikleri sizi nasil etkiliyor?
Mensubu oldugunuz 6gretmenlik ziimresinde herhangi bir arkadasiniz ya
da herhangi bir arkadas grubunuz var mi1? Bu durumunun sizin esenliginiz
izerindeki etkileri nelerdir?

Kendi ziimreniz digindaki diger 6gretmenlerle siirekli olarak iletisim
kuruyor musunuz? Eger kuruyorsaniz aranizda nasil bir iletigim s6z
konusu? Bu iletisimin 6gretmen olarak sizin esenliginize nasil bir etkisi
var?

Zimre igerisinde mesleki ya da sosyal paylasimlar yapiyor musunuz?
Eger yapiyorsaniz, bu paylasimi 6rneklendiren bir tecriibenizi paylasabilir
misiniz? Varsa bu paylagimlarin sizin esenliginiz lizerindeki etkileri
nelerdir?

Kurumunuzda beraber ¢alistiginiz insanlardan ihtiyaciniz oldugunda
sosyal destek alabiliyor musunuz? Eger alabiliyorsaniz, bu destegin sizin
tizerinizde nasil bir etkisi var?

Kurumunuzda kendinizi diiriistge ifade edebiliyor musunuz? ifade
ettiginiz diigiinceler kurum ¢aliganlar1 ya da yoneticiler tarafindan nasil
karsilaniyor? Bu durumunun esenliginiz iizerindeki etkileri sizce nelerdir?
Kurumuzda yaptiginiz ¢alismalar 6grencileriniz, velileriniz,
meslektaslariniz ya da yoneticileriniz tarafindan olumlu karsilaniyor mu?
Eger karsilantyorsa, bu karsilik hangi formlarda size geri doniit olarak

veriliyor? Bu durum sizi mesleki anlamda nasil etkiliyor?
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15. Okulunuzdaki ya da ziimrenizdeki yoneticiler/liderler diisiincelerinizi ve
goriiglerinizi dikkate aliyor mu? Bu durumun esenliginiz iizerindeki
etkileri nelerdir?

16. Genel olarak mensubu oldugunuz ziimre ile ¢alisirken kendinizi ne kadar
mutlu hissediyorsunuz?

17. Son olarak eklemek ya da paylagmak istediginiz baska bir sey var m1?
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G. 3" INTERVIEW PROTOCOL IN ENGLISH

Interview Protocol III — Teacher Well-being and Communication

NOTE: Since the interviews conducted in this study are semi-structured interviews,
the questions stated below may be changed by the researchers or questions that arise

during the interview may be added.

1. How do you express yourself emotionally within the framework of your
profession as an English teacher? What emotional situations do you experience most
frequently in the institution you work for? How much do you think you can control

your emotions?

2. Do you generally prefer to work individually or in groups? What are the effects of

this choice on you professionally?

3. How many different groups of people do you come into contact with during a day

when you work in your organization?

4. Could you tell us a little about the level of communication between you and your

students? What are the effects of this form of communication on you?

5. Could you tell us a little about the level of communication between you and your

colleagues? What are the effects of this form of communication on you?

6. Could you tell us a little about the level of communication between you and your

managers? What are the effects of this form of communication on you?

7. Could you tell us a little about the level of communication between you and your

students' parents? What are the effects of this form of communication on you?

164



8. Can you describe to us the teaching department you belong to? What do you think
about the communication patterns within this department in general? How do the

communicative characteristics of your department affect you?

9. Do you have any friends or any group of friends in the teaching department you

belong to? What are the effects of this condition on your well-being?

10. Do you constantly communicate with other teachers outside your department? If
so, what kind of communication is there between you? What impact does this

communication have on your well-being as a teacher?

11. Do you share professionally or socially within the department? If you do, can you
share an experience that exemplifies this sharing? What impact, if any, do these

interactions have on your well-being?

12. Can you get social support from the people you work with in your organization
when you need it? If you are able to receive it, what impact does this support have on

you?

13. Can you express yourself honestly in your organization? How are the thoughts
you express received by employees or managers? What do you think are the effects

of this situation on your well-being?

14. Are the work you do in your institution received positively by your students,
parents, colleagues or administrators? If so, in what forms is this feedback given to

you? How does this situation affect you professionally?
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15. Do the administrators/leaders in your school or group take your thoughts and

opinions into consideration? What are the effects of this situation on your well-

being?

16. In general, how happy do you feel when working with the department you belong

to?

17. Finally, is there anything else you would like to add or share?
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H. DIARY ENTRY FORM IN TURKISH

GUNLUK BILGILENDIRME FORMU

Bu arastirma, Orta Dogu Teknik Universitesi Ingiliz Dili Ogretimi Yiiksek
Lisans Programi &grencisi Salih Can Ates tarafindan Prof. Dr. Abdullah Cendel
Karaman danigmanliginda yiiksek lisans tezi kapsaminda yiriitiilmektedir. Bu nitel
aragtirmanin amaci, Tiirkiye’de 6zel bir okulda ¢alisan Ingilizce &gretmenlerinin
esenligini etkileyen oOrgiitsel, baglamsal ve bireysel faktorleri ortaya ¢ikartmaktir. Bu
faktorlerin 6gretmen esenligi lizerinde olan etkisini daha iyi anlayabilmek i¢in bu
giinliik calismasina ihtiya¢ duyulmustur. Sizden istenilen, okuldaki is hayatinizda
giinliik yasanan ve Ogrencileriniz, meslektaslariniz ya da idarecilerinizle olan
iletisiminizden ortaya ¢ikan durumlarin bireysel esenliginize olan olumlu ya da
olumsuz etkilerini haftalik olarak bu giinliikte kayit altina almanizdir. Bu ¢aligmada
kimliginizi agiga ¢ikaracak higbir bilgi yer almamaktadir. Bu nedenle asagidaki
uyarilar dikkate almaniz ve kendinizi rahat bir sekilde ifade etmeniz bu tez ¢aligmasi
acisindan onem tasimaktadir. Bu ¢alismaya vakit ayirdiginiz ve katkilariniz i¢in ¢ok
tesekkiir ederim.

Giinliik tutarken liitfen sayfanin sag st kosesine tarih yaziniz.

Oncelikle yasadigimiz olayr ve bu olaylarm esenlik durumunuza olan

etkisini anlatiniz.

3. Yasadigimiz olaylar1 ve sizin iizerindeki etkilerini miimkiin oldugunca
detaylandirma ¢aliginiz.

4. Liitfen yalnizca isinizle ilgili olaylar ve etkilerden bahsediniz.

N —

Bu hafta ¢alistigim okulda neler | Okulda yasadiklarim esenligime nasil etki
yasadim? etti?
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I. DIARY ENTRY FORM IN ENGLISH

DIARY ENTRY FORM

This research is carried out by Salih Can Ates, a student at the Middle East Technical
University English Language Teaching Master's Program, under the supervision of
Prof. Dr. Cendel Karaman. The purpose of this qualitative study is to reveal
organizational, contextual and individual factors affecting the well-being of English
teachers working in a private school in Tiirkiye. This diary entry is needed to better
understand the impact of these factors on teacher well-being. What you are asked to
do is to record in this diary on a weekly basis the positive or negative effects of the
situations that occur daily in your work life at school and that arise from your
communication with your students, colleagues or administrators, on your individual
well-being. This study does not contain any information that would reveal your
identity. Therefore, it is important for this thesis study that you take into account the
following warnings and express yourself comfortably. Thank you very much for your
time and contribution to this study.

1. When keeping a diary, please write the date in the upper right corner of the page.
2. First, describe the event you experienced and the impact of these events on your
well-being.

3. Try to detail the events you experienced and their effects on you as much as
possible.

4. Please mention only events and impacts related to your working context.

What did I experience at the school I| How did my experiences at school affect
work at this week? my well-being?
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J. INFORMED CONSENT FORM

GONULLU KATILIM RIZA FORMU

Bu arastirma, Orta Dogu Teknik Universitesi ingiliz Dili Ogretimi Yiiksek Lisans Programi
ogrencisi Salih Can Ates tarafindan Prof. Dr. Abdullah Cendel Karaman danismanliginda
ylksek lisans tezi kapsaminda yuritilmektedir. Bu formun amaci sizi arastirma hakkinda
bilgilendirmek ve gonilli katiliminiz igin rizanizi almaktir.

Aragtirmanin Amaci

Bu arastirmanin amaci, Tirkiye’de 6zel bir okulda calisan ingilizce &gretmenlerinin
esenligini etkileyen orgltsel, baglamsal ve bireysel faktorleri ortaya cikartmaktir.

Aragtirma Prosediirii

Arastirmanin bir parcasi olmayi kabul ederseniz, Aralik ve Nisan aylari arasinda yapilacak
olan yari yapilandirilmis goriismelere katiliminiz ve yine bu aylar arasinda belirlenecek
tarihlerde planlanacak ginlik girisleri yapmaniz beklenecektir. Sizden toplamda 3 ana
goriismeye katilmaniz ve 8 farkli giinlik girisi yapmaniz istenecektir. ilk gériisme
profesyonel gecmisiniz ve bireysel esenlik durumunuz hakkindaki gorislerinize
odaklanacaktir. Sonraki 2 gorlisme ise bireysel esenliginize etkide bulunan orglitsel ve
baglamsal faktorler hakkindaki goriis ve tecriibelerinizi almak icin planlanacaktir. 2. ve 3.
gorlismeler arasinda bireysel esenliginizi glindelik olarak etkileyen faktorlerini belirteceginiz
glnlikler tutmaniz beklenecektir. Her ana gorlismenin ardindan, bu goriismelerde
paylasilan goris ve tecriibelerinin ve ginlik girislerinde belirtilen faktorlerin detaylari
hakkinda daha derinlemesine bir fikir edinmek icin 3 farkli takip gértismesi yapilacaktir. Tim
gortismeler video konferans yodntemiyle gerceklestirilecek ve daha sonra vyaziya
dokilecektir. Her gorismenin silresi yaklasik 30-60 dakika olacaktir. Cevrimici olarak
gerceklestirilen gorismelerin ses kayitlari dijital olarak kaydedilip, sifre korumali arastirma
bilgisayarlarinda saklanacaktir.

Arastirmaya Katihm Hakkinda Onemli Bilgiler

Bu arastirmaya katilim tamamen gonilliiliik esasina dayanmaktadir. Gorlismeler ve glinlik
girisleri sonucu elde edilen veriler glivende tutulacaktir ve sadece arastirmacinin erisimine
acik olacaktir. Verileriniz sadece bilimsel amaglar icin kullanilacaktir. Arastirmanin sonuglari
paylasilirken gercek isimleriniz yerine takma isimler kullanilacak ve boylece kisisel
bilgileriniz maskelenecektir. Sizi rahatsiz edebilecek herhangi bir soruya cevap vermeme
hakkina sahipsiniz. Ayrica arastirma esnasinda herhangi bir zamanda ve herhangi bir ceza
almadan katiiminizi ¢ekebilirsiniz. Boyle bir durumda, ¢alismaya devam etmeme kararinizi
arastirmaciya sozel olarak iletmeniz yeterli olacaktir.

Daha detayl bilgi igin:

Katihminiz igin tesekkiir ederiz. Arastirma ile ilgili daha fazla bilgi almak icin ingiliz Dili
Egitimi 6gretim Uyesi Prof. Dr. Abdullah Cendel Karaman ya da yuksek
lisans 6grencisi Salih Can Ates I ile iletisime gecebilirsiniz.

Yukaridaki bilgileri okudum ve bu ¢calismaya tamamen géniillii olarak katiliyorum.

Adi Soyadi: Tarih: oo/ o] ... imza

169


Salih Can
Rectangle

Salih Can
Rectangle


K. LIST OF INITIAL CODES

Abrupt changes on the workload
Academic orientation of the English
lessons

Academic oriented parents

Adaptation to the group work
Additional benefits from the school
Additional duties

Additional extracurricular duties
Additional financial benefits

Adequate lunch break

Age difference between the teachers
Agism

Anger

Bad technology infrastructure

Badly organized department room
Badly organized physical space

Being able to express thoughts
honestly

Being able to share problems with
colleagues

Being affected from the -country's
status

Being have to interact with parents
Being have to regulate emotions

Being honest to students

Being part of decision making

Being thankful

Being trusted by the students

Being unable to cooperate with
colleagues

Being used to

Burnout

Chance to communicate with native
speakers

Changing motivation levels

Clear interactions  within  the
department

Clear superior-subordinate
relationship

Collaborating with colleagues
Continuous assessment of students
Continuous rush within the school
Creating empathy
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Creating more sincere relationships
with peer colleagues

Creating respectful relationships with
older colleagues

Crowded school

Discrimination in the workplace
Disappointment

Emotional insecurity

Enhancing students' visions
Establishing neat interactional patterns
with students

Establishing routines with colleagues
Excessive Workload

Expectations from the colleagues
Expectations from the parents
Expectations from the students
Expectations from the workplace
Expectations of the admins
Expectations of the parents
Expectations of the students
Expectations of the workplace
Feedback from the admins

Feedback from the colleagues
Feedback from the parents

Feedback from the students

Feeling as a team
Feeling comfortable
Feeling comfortable
classroom

Feeling emotionally safe
Feeling exhausted
Feeling financially safe
Feeling happy

Feeling monotonous
Feeling motivated
Feeling of being under scrutiny
Feeling of belonging

Feeling of comfort

Feeling of emptiness

Feeling of incompetence

Feeling of loneliness

Feeling of monotony inside the school
Feeling of togetherness

inside the



Feeling of worthlessness
Feeling overwhelmed
Feeling physically safe
Feeling responsible
work

Filtered language
Financial expectations
Future career endeavors
Getting support from the admins
Getting support from the colleagues
Getting used to uncertainty

Gradual adaptation to the workplace
Having a say in the department
Having authority over the classroom
Having autonomy

Having friends in the department
Having fun with colleagues

Having fun with the students

Having professional satisfaction

High contribution to the workplace
High demands from the teachers

High number of teachers

Inadequate and old restrooms
Inadequate computer labs

Inadequate computer numbers
Inadequate emotional support
Inadequate financial support
Inadequate medical support
Inadequate parking spots

Inadequate physical space

Inadequate printers

Inadequate professional development
system

Inadequate professional support
Inadequate  interaction  in
department

Individual Cases

Injustice in the workplace
Insufficient lunch break
Interaction with colleagues from other
departments

Internet connection problem

Job insecurity

Keeping distance with colleagues
Keeping updated

Lack of autonomy

Lack of communication with the
admins

Lack of individual study rooms

for collective

the
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Lack of individual time

Lack of motivation

Lack of patience

Lack of praise from admins

Limited interaction with colleagues
Limited resources

Losing linguistic ability

Losing self confidence

Low authority

Low contribution to the workplace
Low number of nurses

Low telephone signal

Medical support

Mobbing

Monotonous lessons

Need for strict planning

Negative affect of teachers' gender
Negative aspects of having friends in
the department
Negative effects
development system
Negative feedback from the admins
Negative feedback from the colleagues
Negative Feedback from the parents
Negative Interactions with colleagues
Negative interactions with admins
Negative interactions with parents
Negative interactions with students
Negative reactions from the admins
Negative reactions from the students
Neglecting professional development
opportunities

No place to rest

Noise pollution within the school

Not being a part of decision making
Not being able to communicate with
family

Not being able to communicate with
friends

Not being able to express thoughts
honestly

Not being able to rest

Not being listened by the admins

Not being supported by the admins
Not feeling comfortable

Not feeling courages about trying new
things

Not feeling spacious

Not getting feedback from the admins

of professional



Not getting paid well

Not having a meeting room

Not having a proper social life
Not having enough time
professional development

Not having tablets

Not having time for family

Not having time for friends

Not having time to communicate with
colleagues

Not using the physical space for the
lessons

Old and slow computers

Old buildings

Old projections

Old speakers

One-way interaction with parents
Perception of ideal teacher

Physical insecurity

Physical space for smokers

Poor application of the education
programme

Poor lesson planning

Poor Time management

Positive affect of young teachers
Positive  effects of professional
development system

Positive aspects of having friends in
the department

Positive benefits of break times

for

Positive contributions of the
workplace
Positive  environment within the
department

Positive feedback from the admins
Positive Feedback from the colleagues
Positive feedback from the parents
Positive feedback from the students
Positive Interaction with colleagues
Positive interaction with admins
Positive interaction with parents
Positive interactions with students
Positive interactions with students
outside the school

Positive reactions from the admins
Possible health problems caused by
the profession

Praise from the admins

Praise from the colleagues
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Preferring to work as a group
Preferring to work individually
Problems with smartboards
Professional anxiety

Professional development
opportunities
Professional development support
from admins
Professional interactions with the
colleagues

Professional Motivation

Professional uncertainty
Psychological burden

Rare communication with the admins
Reactions from admins

Reactions from parents

Reactions of the students

Reasons to work individually
Reduced work quality

Reflections of negative emotions
Regulation of emotions

Regulation of negative emotions
Respectful language patterns within
the department

Satisfaction with educational policy
Shared classrooms
Short break times
Simple communication
principal

Sincere Relationships with Students
Small tables for the teachers

Social interactions with colleagues
Social support

Spacious campus

Spending time with colleagues outside
the school

Stress

Strict rules

Students' age

Supporting colleagues in need
Systematic problems

Taking time off from work

Teacher perception of self
Technological support

Thankful students

Tiny teacher lockers

Trusting admins

Trusting colleagues

Uncertainty

with  the



Unclear expectations of the workplace
Unhappiness

Unthankful admins

Unthankful parents

Unwillingness to  continue  the
profession

Unwillingness for change
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Unwillingness for interaction
Wish to try out new professions

Work distribution imbalance

Working with younger teachers

Work-social life balance

Work-social

life

imbalance



L. DEBRIEFING FORM

KATILIM SONRASI BILGILENDIRME FORMU

Saymn katilmel,
Oncelikle ¢alismamiza katildigmniz icin tesekkiir ederiz.

Bu arastirma, Orta Dogu Teknik Universitesi Ingiliz Dili Ogretimi Yiiksek Lisans
Programi Ggrencisi Salih Can Ates tarafindan Prof. Dr. Abdullah Cendel Karaman

danismanhiginda yiiksek lisans tezi kapsaminda yiiriitiilmektedir.

Bu ¢aligma, Tiirkiye’de 6zel bir okulda galisan Ingilizce 6gretmenlerinin esenligini
etkileyen oOrgiitsel, baglamsal ve bireysel faktorleri ortaya cikarmayi amacglamaktadir. Bu
caliymada temel olarak, Ingilizce Ogretmenlerinin is yerlerindeki esenligiyle alakali
faktorlerini belirlemek ve yine bu dgretmenlerin esenlik seviyelerini arttirmak i¢in egitim

kurumlarina yiiklenebilecek rolleri vurgulamak hedeflenmektedir.

Ingilizce 6gretmenligi meslegi, gesitli baglamlarda ve farkli konularinda giinliik
etkilesim gerektirdiginden genellikle yiiksek diizeyde stres, kotli calisma kosullari, diisiik
motivasyon ve bu Ogretmenler tarafindan artan yipranma ve tlikenmiglik oranlarn ile
karakterize edilir (Swanson, 2008). Etkileri devam eden kiiresel bir pandemiye tanik olan dil
Ogretmenlerinin diinya genelinde enerjilerini, 6gretime bagliliklarini, motivasyonlarim ve
esenliklerini tiim diinyada istenilen seviyelerde tutmalar1 olduk¢a zor goriinmektedir (Day &
Gu, 2010). Bu nedenlerle, Ingilizce dili gretmenlerinin esenlik hallerini etkileyen baglamsal
ve bireysel faktorlerin arastirilmasi ve egitim kurumlarina 6gretmenler igin olumlu ¢aligma
kosullar1 ve ortamlari yaratabilecek i¢ goriiler sunmak, su anda hi¢ olmadigi kadar 6nemlidir.
Bu kapsamda, katilimcilarla bireysel esenliklerini ve bu esenlik durumlarini etkileyen
orgiitsel ve baglamsal faktorleri aktardiklar1 goriismeler yapilmistir. Ayrica katilimcilar,

bireysel esenliklerini etkileyen tecriibelerini paylastiklar1 giinliikler tutmuslardir.

Bu calismadan elde edilen bulgularm 2023 yilinin Temmuz ay1 baslarinda ortaya
¢ikmasi beklenmektedir. Toplanan veriler sadece bilimsel aragtirma amagh kullanilacaktir.

Katiliminiz i¢in tesekkiir ederiz. Aragtirma ve sonuglariyla alakali daha fazla bilgi almak i¢in

yiiksek lisans 6grencisi Salih Can Ates ya da Ingiliz Dili Egitimi
Ogretim iiyesi Prof. Dr. Abdullah Cendel Karaman ) ile iletigime
gecebilirsiniz.
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M. TURKISH SUMMARY / TURKCE OZET

INGILiZCE OGRETMENLERININ ESENLIGI ILE IS YERI ARASINDAKI
ILISKI: BIR DURUM CALISMASI

GIRIS

Insanlarin bir arada uyum iginde ¢alistigi mekanlarda psikolojik acidan giivenli
ortamlarin saglanmasi i¢in esenlik kavraminin aragtirtlmasinin kritik bir gereklilik
oldugu ileri siiriilebilir. Bu bakimdan §gretmenlerin genellikle memnuniyet ve seving
duygularin1 yasadiklar1 6gretmenlik mesleginin dogasi géz Oniine alindiginda
(Schutz, 2014), 6grencilerinin gelisimine katkida bulunabileceklerine inandiklar i¢in
ogretmenlerin igsel olarak motive olduklar1 ileri siiriilebilir ki bu ayni zamanda
icinde yasadiklar1 toplumda da yansimalar bulabilir (Bakar vd., 2014). Ancak
ogretmenlik meslegi, cesitli baglamlarda ve farkli konularla giinliik etkilesimler
gerektirdiginden, genellikle yiiksek diizeyde stres, kotii ¢alisma kosullari, diisiik
motivasyon ve artan tiilkenmislik ve yipranma oranlariyla karakterize edilir (Mercer,
2023; Swanson, 2008). Bunlara ek olarak, egitim kurumlarinin asir1 talepleri ve buna
bagl olarak egitim kalitesi ve iilkelerin refah seviyeleri nedeniyle tiikkenmislik
yasayan Ogretmenlerin sayisi giderek artmakta ve bu O6gretmenler, mesleklerini

birakma egiliminde olmaktadirlar.

Bu artis oranlarinin nedenleri arasinda 6gretmenlerin maddi kaynaklarinin ve sosyal
statlislinlin yetersiz olmasi, egitim degerlerinin tutarsiz olmasi, egitimin geleneksel
degerine iliskin belirsizlik ve ¢aligma kosullarinin yetersiz olmasi 6ne ¢ikmaktadir
(Karikova, 2010). Ayrica asir1 is yiikii (Shernoff vd., 2011), 6gretmenlerin
omuzlarina yiiklenen belirsiz sorumluluklar, egitim kurumlarinin yiiksek beklentileri,
ogrencilerin talepkar ve ilgisiz yapist (Skaalvik ve Skaalvik, 2017), ve egitim
politikasi dizayninda sinavlara verilen biiyiik 6nem (Lever vd., 2017) 6gretmenlerin

esenligi lizerinde biiylik bir tehdit olusturmaktadir.
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Esenlik kavraminin karmasik yapisi, bu terimi tek bir tanima indirgemeyi neredeyse
imkansiz hale getirmektedir. Ancak bu kavramin, basar1 ve aitlik hissi, iyi bir
zihinsel ve fiziksel sagliga sahip olma veya isyerindeki stres etkenleriyle bas
edebilme gibi bireysel hislerle yogun bir sekilde baglantili oldugu ileri siiriilebilir. Bu
nedenle esenlik, meslek sahibi kisiler i¢cin arzu edilen bir durumdur ¢iinkii mesleki
gorevleri ne kadar verimli yerine getirdikleri ile dogrudan iligkilidir. Psikolojik
acidan bakildiginda ise 6gretmen esenligi hedonik ve ddomanik yaklasimlarla da
tanimlanabilir. Hedonik yaklagimlar daha ¢ok 6gretmenlerin duygusal deneyimlerine
ve duygularini ne kadar iyi diizenleyebildiklerine odaklanirken (Day ve Gu, 2007,
Frenzel, 2014; Schutz ve Zembylas, 2009; Isenbarger ve Zembylas, 2006), ddomanik
yaklasimlar 6gretmenlerin ¢alistig1 sosyal baglami da géz 6nilinde bulundurmaktadir;
dolayistyla bu tarz yaklasimlar, igyeri kiiltiirii ve kurum ve kuruluslardaki ¢alisma
kosullar1 gibi Orgiitsel faktorlerin  O6gretmenlerin esenligi iizerindeki etkisini
vurgulamaktadir (Cameron ve Spreitzer, 2012). Dolayisiyla bireysel faktorler
ogretmenleri esenligini belirleyebilse de dgretmenlerin motive olduklari, mesleki
acidan desteklendikleri ve fizyolojik agidan gilivenli ortamlarda calismalarinin da

esenlikleri i¢in ayn1 derecede 6nemli oldugu ileri siiriilebilir.

Pozitif bilimler ve sosyal bilimler gibi diger bransg 6gretmenleri, esenlik diizeyleri
acisindan dil 6gretmenlerine benzer deneyimler yasayabilse de bagka bir dilde egitim
vermek ve iletisim kurmak, dil 6gretmenligi meslegine ek ve benzersiz stres
unsurlarini da beraberinde getirmektedir. Ornegin, bir dilin 6gretilmesi ayn1 zamanda
hedef kiiltlirtin farkindaligimi da gerektirdiginden, dil 6gretmenleri islerinde yogun
kiiltiirleraras1 talepleri karsilamak zorunda kalabilirler. Ayrica bazen dil yeterliligi
oldukca yiiksek olan oOgrencilere ders vermek zorunda kaldiklari i¢in bu tiir
etkilesimler sirasinda dil yeteneginin diisiik olmasinin stresini de hissedebilirler. Son
olarak, dil 6gretiminde halihazirda izlenen iletisimsel yaklagim gibi genel yontemler,
ogretmen ve dgrenciler arasinda yogun etkilesim kaliplar1 gerektirdiginden, oldukg¢a
enerji tliketen yontemler olarak degerlendirilebilir. Dil 6gretmenlerinin esenligi,
mesleklerini 6zgii bu tiir faktorlere ek olarak, is gilivencesizligi, agir is yiikii ve
egitim paydaglarindan gelen yiiksek beklentiler gibi faktorlerden de etkilenebilir.
Ayrica dil dgretmenlerinin 6z-yeterlikleri ve kendi 6gretim uygulamalari tizerinde

sahip olduklar1 0Ozerklik, onlarin esenliginin o6nemli belirleyicileri olarak
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diistintilebilir. Bunlar géz Oniine alindiginda, olumlu egitim sonuglarinin biiyiik
Olglide onlara bagli olmasi nedeniyle dil 6gretmenlerinin esenlik durumlar1 da

arastirilmaya ve kesfedilmeye degerdir.

Bahsedilen faktorlere ek olarak, COVID-19 salgin1 sonrasinda, acil uzaktan egitime
hizl1 bir gecis olmasi nedeniyle diinyanin her yerindeki egitim paydaslari, egitim
programlarindaki ani degisikliklere uyum saglamak zorunda kalmistir. Bu 6nemli
olay, dil 6gretmenlerini mesleklerinde yasadiklari stres, yipranma, tilkenmislik ve
diisiik esenlik diizeyi gibi olumsuz duygulara daha yatkin hale getirmistir. Ustiine
uistliik, 6zel okullarin ¢ogunda dil 6gretmenlerinin zorlu kosullar altinda araliksiz
caligmalar1 beklenmekte ve onlara okul baglami i¢inde ve disinda karsilasabilecekleri
sorunlar konusunda yeterli glivence verilmemektedir (Kasimi ve Hangisi, 2021). Bu
nedenlerden dolayi, dil 6gretmenlerinin esenligini etkileyen bireysel, orgiitsel ve
etkilesimsel faktorlerin aragtirilmasi ve uzun vadede 6gretmenler i¢in olumlu ¢aligma
kosullar1 ve ortamlar1 yaratabilecek egitim kurumlarina i¢ goriiler sunmak, bu
ogretmenlerin daha iyi bir esenlik duygusuna sahip olabilmeleri i¢in gliniimiizde her

zamankinden daha onemlidir.

Tiirkiye'de Ingilizce dgretmenlerinin esenligi konusu yeterince arastirilmamistir ve
alandaki 0gretmenlerin goriiglerinin alinmas1 gerekmektedir. Buna bagl olarak bu
durum c¢alismasi, Tiirkiye'de 6zel bir okulda calisan Ingilizce Ogretmenlerinin
esenligini etkileyen oOrgiitsel, baglamsal ve bireysel faktorleri ortaya g¢ikarmayi
amaglamaktadir. Bunu gerceklestirmek icin bu c¢alismada asagidaki arastirma
sorularina yanit verilmeye ¢alisilmaktadir:
1. Tiirkiye’de 6zel bir okulda calisan Ingilizce 6gretmenleri esenlik durumlarini
nasil deneyimlemektedir?
2. Bu Ingilizce 6gretmenleri kendi esenliklerini kurumsal faktorlerle nasil
iliskilendirmektedir?
3. Bu Ingilizce 6gretmenleri kendi esenliklerini etkilesimsel faktdrlerle nasil

iliskilendirmektedir?
YONTEM

Bu calismanin amaci, Tiirkiye'deki 6zel bir ortaokuldaki Ingilizce 6gretmenlerinin

isyerlerindeki kisisel ve baglamsal faktorlerle iliskili olarak esenlik kavramini nasil
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deneyimlediklerini anlamak ve kesfetmek oldugundan, nitel arastirma yontemi bu
calisma i¢in uygun goriilmiistiir. Nitel arastirma ydntemlerinden biri olan durum
caligmasi, aragtirmacilarin belirli bir durumu yakin ve uzak baglamlarinin yani sira
cevresi ile de iliskili olarak ayrintili bir sekilde analiz etmelerine olanak tantyan
ampirik bir yontemdir (Yin, 2018). Durum ¢alismasi tasarimlari farkli bakis agilarina
gore farkl kategorilere ayrilmaktadir. Mevcut ¢alisma, Ingilizce gretmenlerinin
simirlt bir baglamla iligkili olarak esenliklerini nasil tanimladiklarini aragtirmay1
amagladigi i¢in, aragsal durum c¢aligmasi tasarimina daha uygundur (Stake, 1995). Bu
calismadaki bahsedilen siirli baglam, Ankara'da bulunan 6zel bir ortaokuldur.
Literatiirde belirttigi gibi durum caligmas1 arastirmasi yapmak, arastirmacilarin
gercek bir durum veya kendi baglamsal kosullariyla iligkili durumlar hakkinda bilgi
toplamasini saglar (Yin, 2017). Buna gore mevcut ¢alisma, arastirma sorularina tam
olarak cevap verebilmek icin hedef durumun ayrintili bir sekilde tanimlanmasini ve
birden fazla kaynaktan gelen katilimci verilerinin kapsamli bir sekilde analiz

edilmesini gerektirmektedir.

Arastirma  Tirkiye'nin baskenti Ankara'da bulunan 06zel bir ortaokulda
gerceklestirilmigtir. Okul 1989 yilinda kurulmus olup, o tarihten bu yana Ankara'nin
en saygin egitim kurumlarindan biri olarak anilmaktadir. Hedef okul 900'den fazla
ogretmen ve yaklagik 400 destek personeli istihdam etmektedir. Ayrica Tiirkiye'nin
farkli sehirlerindeki ana kampiis ve sube okullarinda toplam 9000'in tizerinde 6grenci
egitim gormektedir. Hedef okuldaki 6grencilerin anaokulundan liseye kadar egitim
alma sans1 olsa da mevcut ¢alisma 5. siniftan baslayip 8. sinifa kadar devam eden
ortaokul diizeyinde yiiriitiilmiistiir. Her sinif seviyesi 12 subeden olusmakta ve her
subede 20'den fazla 6grenci bulunmaktadir. Hedef ortaokuldaki 6grencilere her hafta
toplam 10 saat Ingilizce egitimi verilmektedir. Ancak Ingilizce 6gretimi hem ana dili
Ingilizce olan hem de ana dili Ingilizce olmayan dgretmenler tarafindan verildigi igin
bu saatlerin dagilimi sinif seviyesine gore degismektedir. Ote yandan, mevcut
aragtirma baglaminda hem ana dili ingilizce olan hem de ana dili Ingilizce olmayan

ogretmenler normalde haftada 21-24 saat ders yiikiine sahiptir.

Mevcut ¢alismanmn katilimcilari, hedef arastirma ortaminin Ingilizce béliimiinde

halihazirda ¢alisan, ana dili Ingilizce olmayan 8 Ingilizce &gretmeninden
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olusmaktadir. Bu katilimcilar, hedef problemin, siirecin veya olaymn cesitli
perspektiflerden incelemesine olanak tanidigi i¢in amagli maksimum Ornekleme
stratejisi  kullanilarak sec¢ilmistir (Creswell, 2012). Arastirmaya katilan bu
ogretmenler, yas, toplam deneyim ve aile yapisi agisindan farklilik gostermelerine
ragmen, tiim katilimcilarin ana dili Tiirk¢edir. Bu katilimcilarinin tiimiiniin Ingilizce
ogretmenligi ya da Ingiliz Dili ve Edebiyat: alaminda lisans diplomasi vardir.
Katilimcilar, toplamda en az 5 yil Ingilizce Ogretmenligi deneyimlerine sahiplerdir.
Son olarak, aragtirmanin yapildig1 okulda katilimeilar en az 3 y1l boyunca ¢aligmistir.
Deneyim cesitliligini saglamak amaciyla arastirma icin farkli sinif diizeylerinde ders
veren dgretmenler secilmistir. Aragtirma ortaminin demografik 6zellikleri nedeniyle
katilmecilarin 7'si kadin, yalnizea 1°1 erkektir. Katilimeilarin gizliligini saglamak

amaciyla ¢aligma sirasinda kendilerine takma adlar verilmistir.

Bu ¢alismanin ana veri kaynagi, katilimcilarin akademik ge¢misleri, genel esenlik
durumlar1 ve esenliklerini etkileyen baglamsal ve iletisimsel faktorler hakkinda
derinlemesine bilgi toplamak amaciyla yapilan yar1 yapilandirilmis goriigmeler
yoluyla toplanmistir. Dil 6gretmenlerinin esenligi ve bunun baglamsal ve iletisimsel
faktorlerle iliskisine iliskin ilgili literatiir incelendikten sonra arastirmaci tarafindan
iic farkli goriisme i¢in sorular hazirlanmistir. Daha sonra protokollerin son haline
getirilmesi amaciyla 10-20 Ekim 2023 tarihleri arasinda katilimcilarla ayni kurumda
gbrev yapan bir Ingilizce 6gretmeni ile pilot ¢alisma yapilmstir. Goriismeler 1
Kasim — 15 Aralik tarihleri arasinda gerceklestirilmis ve katilimcilarin miisaitlik
durumuna gore diizenli olarak planlanmigtir. Goriismelerin odak noktalart farkl
oldugundan toplam siireleri de 20 dakika ile 70 dakika arasinda degismistir. Tiim
goriigmeler Zoom iizerinden gerceklestirilmis olup, katilimcilarin deneyimlerini en
acik ve rahat sekilde ifade edebilmeleri i¢in katilimcilarin ana dili olan Tiirkge
dilinde yapilmistir. Tiim goriismeler arastirmaci tarafindan kayit altina alinmis ve
veriler toplandiktan sonra aynen yaziya gecirilmistir. Ancak goriisme
protokollerindeki sorular katilimcilarin geriye doniik diistinmesini gerektirdiginden,
aragtirmacinin  katilimeilarin - esenliklerine iliskin  gilinlik deneyimlerini de
kaydetmesi Onemli goriilmiistiir. Bunu yapmak ic¢in arastirmaci katilimcilardan
diizenli olarak gilinlik kayd: tutmalarini istemistir. Ancak gilinlik girisleri,

halihazirda mesgul olan profesyonellere ek yiik getirebilecek bir teknik oldugundan
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(Saldana, 2011), katilimcilarin yazdig: toplam giinliik sayis1 3 ile sinirh tutulmus ve
bu giinliikler 20 Kasim ve 15 Aralik tarihleri arasinda yazilmistir. Bu tarihler ayni

zamanda 2. ve 3. gorlismelerin yapildig: tarihlerle de ortiismektedir.

Mevcut calismada, Yin (2016) tarafindan olusturulan bes asamali analitik yontem
benimsenmistir. Ik asamada arastirmaci, ses kaydina alinan tiim goriismeleri aynen
yaziya gecirmis ve katilimecilarin gilinlik kayitlari, verilerin diizenli bir sekilde
saklanabilmesi i¢in ayr1 ayr1 belgeler halinde yazilmistir. Céziimleme asamasinda ise
transkripsiyonlar ve giinliik kayitlar1 tekrar tekrar okunmus ve arastirmaci tarafindan
ilk kodlar atanmaya baglanmistir. Baglangic kodlar1 olusturulurken tematik analiz
yonteminden de yararlanilmistir (Braun ve Clarke, 2016). Tematik analiz kendi
icinde de kategorize edilebildiginden, bu ¢alismada aragtirmaci tarafindan belirlenen
temalarin kaynagi dogrudan bu ¢alismanin spesifik verilerinden geldigi igin
tiimevarimsal tematik analiz metodundan yararlanilmistir. Kodlama siirecinde veri
analizinin daha iyi ve organize yapilabilmesi i¢in aragtirmaci tarafindan MAXQDA
yazilimi kullanilmistir. Daha 6nce de belirtildigi gibi katilimcilardan goriismelerde
ve giinliik kayitlarinda ana dilleri olan Tiirk¢eyi kullanmalari istenmistir. Aragtirma

sonuglar1 sunulurken katilimeilarin ilgili altilari Ingilizceye ¢evrilmistir.

BULGULAR, TARTISMA VE SONUC

Bu nitel durum c¢alismasi, Tirkiye'de ozel bir okulda ¢alisan Ingilizce
ogretmenlerinin esenligi ile isyerleri arasindaki etkilesimi anlamak amaciyla
yapilmustir. Buna gore, ilk arastirma sorusu, bu 6gretmenlerin 6gretim baglamlarinda
esenliklerini nasil deneyimlediklerini kesfetmeyi amaglamistir. ikinci arastirma
sorusu ise katilimcilarin esenligi ile onlar etkileyebilecek organizasyonel faktorler
arasindaki iligkiye odaklanmistir. Son olarak tigiincii arastirma sorusu, katilimcilarin
igyerlerindeki egitim paydaslariyla olan etkilesimleriyle esenliklerini arasindaki

baglantiy1 incelemistir.

Ik arastirma sorusunu cevaplamak icin yapilan verilen analizin sonuglari
katilimcilara gore bireysel olarak sunulmustur. Buna gore, katilimcilarin ¢ogunlukla

kendi esenlik hallerine olumlu katkida bulunduklarini 6ne siirdiigii 6znel faktorlerin
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basinda, ingilizce derslerinde ogrencileriyle olan deneyimleri ve mesleklerinin
onemine yoOnelik bireysel arzular1 gelmistir. Bu baglamda, bu bulgular, olumlu bir
ogrenme ortaminda Ogrencilerle yapilan o6gretim deneyimlerinin 6gretmenlerin
esenliklerine olumlu katki sagladigim1 belirten ilgili literatiirle benzerlik
gostermektedir (Frenzel vd., 2009; Kunter, 2013). Katilmcilarin tamami
ogrencileriyle olan iligkilerinin yani sira meslektaglarinin ve olumlu ¢alisma
ortaminin da esenlik durumlarini artiran faktorler olarak Onemini belirtmislerdir.
Aralarinda olumsuz olaylar da yasansa da tiim katilimcilar, meslektaslariyla her iki
tarafin da birbirine saygi duydugu olumlu etkilesim kaliplar1 kurabildiklerini
belirtmislerdir. Buna ek olarak katilimcilar, kendi boliimlerindeki Ingilizce
ogretmenleri arasindaki destekleyici iklimin onlarin esenligi lizerinde olumlu bir
etkisi oldugunu da eklemislerdir. {lk arastirma sorusuyla ilgili olarak, katilimcilarin
gelecekteki kariyer planlarmin biiyiikk 6l¢iide esenlik duygulari tarafindan
sekillendigi, neredeyse tiim katilimcilarm kosullar aym oldugu siirece Ingilizce
Ogretmeni olarak caligmaya devam etme konusundaki isteksizliklerini ifade ettikleri

de ortaya ¢ikmustir.

Ikinci ve {igiincii arastirma sorular1 katilimcilarin esenligini etkileyen organizasyonel
ve etkilesimsel faktorleri arastirmistir. Organizasyonel faktorlerin aragtirilmasi,
katilimcilarin esenligini hem olumlu hem de olumsuz etkileyen birbiriyle iliskili on
farkli tema ortaya ¢ikarmistir. Bu temalardan ilki olan is yiikii katilimeilar tarafindan
esenlik halleri {izerinde en etkili faktdr olarak goriilmiistiir. Katilimcilar, Ingilizce
dili 6gretimiyle ilgili ¢ok sayida mesleki gorevi yerine getirmeleri gerektiklerinden,
Ogretim baglamlarindaki genel is yiikiiniin asirt oldugunu bildirmislerdir. Ayrica
katilimcilar meslekleriyle dogrudan ilgisi olmayan ders dis1 gorevlerin omuzlarinda
bir yiik olarak varligindan da bahsetmislerdir. Literatiirde is ylikiinlin 6gretmenlerin
esenligi iizerindeki etkisini arastiran calismalara benzer sekilde (Razeq, 2022;
Mbagwu, 2022; Siriwardana, 2022; Skaalvik ve Skaalvik, 2011), bulgular asir1 is
yikii talepleri altinda c¢aligmanin katilimcilarinin esenligini olumsuz olarak

etkiledigini ortaya ¢ikarmigtir.

Orgiitsel faktorlerin ikinci temasi olarak katilimeilar, okul yoneticilerinin ve velilerin

mesleki gorevlerine iligkin beklentilerinin yiliksek olmasinin olumsuz etkilerinden de
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bahsetmislerdir. Katilimcilarin yorumlarindan bu tiir beklentilerin stres, yetersizlik
ve kaygi gibi olumsuz duygularin sikligini artirdigi, ayn1 zamanda sinif i¢i 6gretim
uygulamalarin1 da olumsuz etkiledigi kaydedilmistir. Bu sebeple, katilimcilar, bu
faktorlerin esenliklerini olumsuz yonde etkiledigini aktarmislardir. Katilimcilar
ayrica kurumlarinin izin verdigi 6l¢iide dgretmenlik uygulamalar1 konusunda sahip
olduklar1 6zerkligin de esenlik diizeylerinde 6nemli bir rol oynadigini bildirmislerdir.
Bunlar goz oniline alindiginda, daha 6zerk Ogretmenlerin daha yiiksek diizeyde
motivasyon ve esenlige sahip oldugu, bu duygudan yoksun olanlarin bu gibi

durumlarda esenlik diizeylerinde bir diisiis yasadiklar1 goriilmiistiir.

Katilimeilarin esenligini etkileyen orgiitsel faktorler olarak diger iki etkili tema ise
kendilerine ayrilan fiziksel alan ve igyerlerinin teknolojik altyapisi olmustur.
Katilimeilar genel olarak okullarmmin ve bolim odalarinin fiziksel durumunun
yetersizliginden ve bireysel olarak calisabilecekleri ve dinlenebilecekleri odalarin
olmamasindan sikayet¢i olmuslardir. Ayrica katilimeilar, is yerlerinde hem 6grenci
sayist hem de Ogretmen sayisi agisindan asirt niifus oldugunu ve koridorlarin
sikigiklig1 nedeniyle hareket kabiliyetlerinin kisitlandigini siirekli dile getirmislerdir.
Katilimeilarin yorumlar ayrica, boliim odalarmin ve Ingilizce 6grettikleri smiflarin
teknolojik cihazlarla donatilmis olmasina ragmen mesleki gorevlerini yerine
getirirken nitelik ve nicelik acisindan yetersizliklerinin onlar i¢in ciddi zorluklar
cikardigindan da bahsetmislerdir. Benzer sekilde ilgili literatiir de egitim
ortamlarinin 6gretmenlerin esenlik hallerine olumlu katki saglayacak sekilde fiziksel
ve teknolojik olarak diizenlenmesinin gerekliligine isaret etmektedir (Dreer, 2022;

Kamarudin vd., 2022).

Ilgili literatiirde de belirtildigi gibi 6gretmenlerin maddi durumlar1 ve dgretmenlere
saglanan maddi faydalar onlarin &gretmenlik meslegindeki esenliklerini ve
geleceklerini belirlemede 6nemli rol oynamaktadir (Holochwost vd., 2009; Troman,
2000; Maclntyre vd., 2020). Arastirmanin katilmcilart da benzer sekilde
mesleklerinde fiziksel ve duygusal emeklerine kiyasla yeterli ticret alamadiklarini da
belirtmislerdir. Kurumlar1 tarafindan kendilerine ek mali yardimlar saglanmis
olmasina ragmen, maaslart mesleklerinden memnun olmalarina izin vermedigi i¢in

bu durum onlarm esenlik hallerini arttirmaya yetmemistir. Ogretmenlerin gogu
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okullarindaki mevcut maddi durumlarinin aidiyet duygularini kaybetmelerine ve
gelecekleri i¢in farkli kariyer segeneklerini de degerlendirmeye mecbur etmesine
deginmistir. Bu nedenle, 6gretmenleri hem profesyonel hem de finansal agidan
tatmin etmenin, onlarin esenligini artirmada ve mevcut 6gretim baglamlarindaki

konumlarmi giivence altina almada biiyiik bir rol oynadig ileri siiriilebilir.

Katilimeilar, kendilerine saglanan mesleki gelisim firsatlarinin ve isyerlerinde
uygulanan mesleki gelisim sisteminin de esenlikleri iizerinde olumsuz bir etki
yarattigindan bahsetmislerdir. Katilimcilarin tamami mesleki gelisime yonelik bu
firsatlar1 yetersiz ve verimsiz bulurken, bazi katilimcilar ayn1 zamanda kurumlarinda
Ingilizce &gretmeni olarak mesleki davramislarmi degerlendirme ve kendilerini
gelistirme konusunda uygulanan sistemden olumsuz olarak etkilenmislerdir. Bu
bulgular ayn1 zamanda alakali literatiir taramasinda da yanki bulmaktadir; clinkii
cesitli caligmalar Ogretmenlerin esenligini arttirmada Onemli bir faktor olarak
mesleki gelisimin 6nemini vurgulamaktadir (Butt ve Retallick, 2002; Kern vd., 2014;
Soini vd., 2010).

Katilimeilarin saglik ve giivenligi, esenliklerini nasil deneyimlediklerini etkileyen
son organizasyonel faktor olarak ortaya ¢ikmistir. Katilimceilarin yarisi, mesleklerinin
hem ders hem de ders dis1 gerekliliklerinden kaynaklanan bogaz agrisi, yorgunluk,
grip ve viicutlarmmin farkli bolgelerinde yasanan agrilar gibi saglik sorunlar
yasadiklarini belirtmiglerdir. Daha 6nce de belirtildigi gibi katilimcilarinin yaptiklar
meslegin zihinsel etkileri bazilar1 iizerinde stres ve kaygi gibi olumsuz duygular
yasamasina da neden olmustur. Ancak burada sunu da belirtmek gerekir ki,
katilimcilar acil durumlarda igyerlerinde bulunan saglik personelinin yardimina ve bu
durumun esenlik hallerini {izerindeki etkilerine yonelik olumlu diisiince
belirtmislerdir. Son olarak katilimcilar, okullarinin konumuyla ilgili olarak fiziki
giivenliklerine deginirken, ayn1 zamanda kendi boliimlerinde yasanabilecek giivenlik
sorunlarinin da is yerindeki esenliklerini olumsuz yonde etkileyen bir faktor

oldugunu aktarmislardir.

Ucgiincii arastirma sorusu, katilimeilarin etkilesim kaliplarina ve bunlarin esenlikleri

iizerindeki etkisine odaklanmistir. Oncelikle katilimcilarin ~ 6grencileri  ve
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meslektaslariyla olumlu etkilesimde bulunmalari durumunda daha yiiksek diizeyde
esenlik hali bildirdiklerini belirtmek gerekir. Ayrica katilimcilar meslektaglarindan
aldiklar1 destegin, esenlik diizeylerini artiracak en Onemli kaynaklardan biri
oldugunun altin1 ¢izmislerdir. Ayrica meslektaglar arasindaki olumlu &gretim
uygulamalarin diyalog ve gozlem ydntemleriyle bir 6gretmenden digerine aktarildigi
mesleki etkilesimlerin de katilimcilarin  esenligine olumlu katki sagladig
belirtilmigstir. Velilerle etkilesimleri ile ilgili olarak bazi katilimcilar, velilerin
destekleyici davraniglarinin ve 6gretmenlerin ¢abalarina iligkin verdikleri olumlu geri
bildirimlerin, kendilerine deger verilme ve memnuniyet duygularimi artirarak
esenliklerini olumlu ydnde etkiledigini belirtmislerdir. Ote yandan 6gretmenlerin
caba ve emekleri ebeveynler tarafindan goz ard1 edildiginde bu durumun katilimcilar

acisindan motivasyon kaybina yol ac¢tig1 ortaya ¢cikmustir.

Son olarak bazi katilimcilar, meslektaslariyla benzer sekilde, okul yoneticileri
tarafindan desteklendikleri ve deger verildiginde kendilerinin esenlik diizeylerinin
daha yiliksek oldugunu belirtmislerdir. Ancak katilimecilardan besi, yOnetim
tarafindan takdir edilmemelerini kendi esenliklerine zarar veren bir faktor olarak
nitelendirmistir. Ilgingtir ki, katilimcilarin neredeyse tamamu isyerlerindeki karar
alma siireglerine iliskin duygularindan ve bunlarin bir parcasi olamamalarindan da
bahsetmislerdir. Ayrica katilimcilar acil bir durum olmadigi siirece miidiir ve bas
miidiir yardimcisi ile nadiren iletisim kurduklarint ve bu durumun onlarin esenlik

diizeylerinde olumsuz bir etkisi oldugundan da sz etmislerdir.

Mevcut calismanin bulgulari, ger¢ek¢i olmayan mesleki beklentilerin ve asirt is
yiikiiniin ingilizce dgretmenlerinin r igin ciddi bir tehdit olarak degerlendirildigini
ortaya koymustur. Bu nedenle egitimcileri stres, kaygi, tiikkenmislik ve yipranma gibi
olumsuz duygulardan uzak tutmak i¢in kurumlarin egitim tasariminin revize edilmesi
gerekmektedir. Boylece bu profesyoneller mesleklerinde daha yiiksek motivasyonla
uzun siire kalabilir ve dil 6gretimi uygulamalarint 6grencilerin basarisina daha
yiiksek katki saglayacak sekilde gelistirebilirler. Bulgular, orgiitsel faktorlerin
Ingilizce dgretmenlerinin esenliginin en dnemli belirleyicileri olarak algilandigini
acikca ortaya koymaktadir. Bu nedenle, Ingilizce 6gretmenlerinin ilgili 6gretim

kaynaklari, teknolojik altyapi, bireysel ¢aligma firsatlar1 ve ferah ¢caligma alanlar ile
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desteklenmesi i¢in egitim liderleri ve idari personeller tarafindan egitim kurumlarinin
fiziki diizenlemesinde daha fazla 6zen gosterilmesi gerekmektedir. Ayrica bu
profesyonellerin igyerlerinde sagliklarina yonelik olasi tehditlere karsi fiziksel ve
tibbi giivenlikleri de dikkate alinmalidir. Buna ek olarak Tiirkiye'deki o6zel
kurumlarin mali politikalarin1 6gretmenlerin is tatminini ve esenligini artiracak
sekilde ayarlamalar1 gerekmektedir, ¢ilinkii bu olumlu duygular1 deneyimleyen
Ingilizce &gretmenleri ayni zamanda &gretim ortamlarina ve Ogrencilerine daha

olumlu katkida bulunma potansiyeline sahiptir.

Ozel kurumlardaki egitim liderleri, burada takip edilen miifredatlarla ilgili olarak,
ogrencilerinin ihtiyaglarma gore Ingilizce 6gretmenlerine yaraticilik ve yenilikgilik
acisindan daha fazla alan birakmalidir. Bu sekilde bu 6gretmenler daha fazla 6z-
yeterlik yasayabilirler, 6gretmenlik uygulamalarindan daha fazla keyif alabilirler ve
esenlik diizeylerini arttirabilirler ki bunlarin hepsi hem bu egitim kurumlarinin hem

de dgrencilerin basarisinda olumlu yansimalar bulacaktir.

Ayrica, meslektaslar arasindaki olumlu iligkiler, bu calismanin katilimcilarinin
esenligi i¢in olumlu bir faktdr olarak siklikla giindeme gelmistir. Bu sebeple egitim
liderleri, kendi béliimlerindeki Ingilizce dgretmenlerinin meslektaslariyla daha fazla
olumlu deneyim yasayip onlar1 tesvik edecekleri sosyal ve mesleki etkinliklere de
onem vermelidir. Bu sekilde bu o6gretmenler meslektaglariyla daha iyi iligkiler
kurarak is tatminlerini ve genel esenlik seviyelerini artirabilirler. Benzer sekilde
Tiirkiye'deki egitim kurumlari, Ingilizce 6gretmenlerine kendi alanlarindaki farkli
yaklasimlart  ve  Ogretim  tekniklerini  taniyarak  mesleki  kimliklerini

gelistirebilecekleri daha kaliteli mesleki firsatlar sunmalidir.

Son olarak, mevcut ¢aligmanin bulgular1 Ingilizce dgretmenlerinin ebeveynleri ve
ogrencileriyle olan etkilesimlerinin bir sonucu olarak esenlik diizeylerinde meydana
gelen degisiklikleri isaret ettiginden, egitim kurumlar1 6grenciler, ebeveynler ve
Ingilizce dgretmenleri arasinda araci olarak aktif bir rol oynamalidir. Bu durum,
ogretmenlerin esenlik seviyelerinin yiikselmesini saglanacagindan, onlarin daha fazla
oz-yeterlik ve ig tatmini yasamalarina olanak taniyacaktir. Bu pozitif duygulara sahip

ogretmenler ise mesleklerinde kalma egilimde olacaklardir.
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Bu tez calismasinin sonuglari ilgili aragtirma alani a¢isindan 6nemli olmakla birlikte,
ogretmenlerin esenlik yapis1 ve bu yapida rol oynayan faktorlere iliskin kapsamli bir
anlayis olusturmak adina ¢alisma kapsamindaki sinirliliklara ve gelecek calismalara
yonelik oOnerilere deginmek O©nemli olacaktir. Bu calisma, tek bir arastirma
baglaminda yalnizca 8 Ingilizce 6gretmeninin esenlik deneyimlerine odaklanmistir.
Daha genellenebilir sonuglar iiretebilmek i¢in gelecekteki aragtirmalarda birden fazla
aragtirma baglamina dayali olarak daha fazla sayida katilimci yer alabilir. Ayrica, bu
aragtirmanin baglami Tiirkiye’deki bir 6zel okul oldugundan, gelecekteki arastirma
calismalar1 devlet okullarinda calisan Ingilizce 6gretmenlerinin esenlik hallerine

odaklanabilir.
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