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EXPLORING BURNOUT, ROLE CONFLICT, AND ROLE AMBIGUITY: A
STUDY OF EFL TEACHERS IN TURKISH FOUNDATION UNIVERSITIES

ABSTRACT

High-quality education is difficult to achieve without dedicated and
motivated teachers. Therefore, understanding and addressing the factors that lead to
burnout is essential for sustaining an effective educational environment. Teacher
burnout remains a critical issue among English as a Foreign Language (EFL)
instructors who face certain stressors such as role conflict and role ambiguity. In an
effort to shed light on the factors contributing to this condition, this study
investigates the relationship between these role-related problems and burnout among
EFL teachers working in Turkish foundation universities. Adopting a mixed-methods
research design, the study was conducted with 50 EFL teachers working in Turkish
foundation universities. Quantitative data was analyzed using the Statistical Package
for the Social Sciences (SPSS) version 27 and qualitative data was analyzed using
thematic analysis. The findings showed that role conflict and ambiguity contribute to
key burnout dimensions, while statistical analyses indicate that demographic factors
do not significantly affect these role-related issues. Qualitative data revealed critical
insights shared by the participants, exposing institutional shortcomings, heavy
workloads, and lack of administrative support as major contributors to burnout. The
results underscore the need for clearer role definitions, enhanced administrative

support, and professional development opportunities aimed at mitigating burnout.

Keywords: burnout, English as a Foreign Language (EFL), role conflict, role

ambiguity



TUKENMISLIK, ROL CATISMASI VE ROL BELIRSIiZLiGININ
INCELENMESI: TURK VAKIF UNIVERSITELERINDEKI INGILIZCE
OGRETMENLERIi UZERINE BiR CALISMA

OZET

Yiiksek kaliteli egitim, adanmis ve motive Ogretmenler olmadan ulasilmasi
zor bir hedeftir. Bu nedenle, tikkenmislige yol acan faktorlerin anlasilmasi ve ele
alinmasi, etkili bir egitim ortammin siirdiiriilebilmesi igin 6nemlidir. Ogretmen
tikenmisligi, 6zellikle rol ¢atigmasi ve rol belirsizligi gibi belirli stres kaynaklariyla
karsilasan Ingilizce 6gretmenleri arasinda kritik bir sorundur. Bu duruma yol acan
faktorleri aydinlatma amaciyla, bu calisma, Tiirk vakif iiniversitelerinde c¢alisan
Ingilizce 6gretmenleri arasinda bu rol ile ilgili sorunlar ve tiikenmislik arasindaki
iliskiyi aragtirmaktadir. Karma yontemli bir arastirma tasarimi benimseyen ¢alisma,
Tiirk vakif iiniversitelerinde calisan 50 Ingilizce dgretmeniyle yiiriitiilmiistiir. Nicel
veriler, Sosyal Bilimler igin istatistik Paket Programi (SPSS) 27 siiriimii ile analiz
edilmis, nitel veriler ise tematik analizle degerlendirilmistir. Bulgular, rol ¢atismast
ve belirsizliginin 6nemli tikenmislik unsurlaria katkida bulundugunu gostermistir;
ayrica istatistiksel analizler, demografik faktorlerin bu rol ile ilgili sorunlar1 yagama
tizerinde 6nemli bir etkisi olmadigin1 ortaya koymustur. Nitel veriler, katilimcilar
tarafindan paylasilan kritik bulgular1 aciga ¢ikarmis ve kurum ici eksiklikler, agir is
yiikii ve idari destek eksikligini tiikkenmislige yol acan baglica faktorler olarak
gostermistir. Sonuglar, tilkenmisligi azaltmaya yonelik daha net rol tanimlamalari,
giiclendirilmis idari destek ve mesleki gelisim firsatlarina olan ihtiyaci

vurgulamaktadir.

Anahtar kelimeler: tiikkenmislik, yabanci dil olarak Ingilizce, rol ¢atismasi, rol

belirsizligi
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l. INTRODUCTION

“Those who educate children well are more to be honored than parents, for

these only gave life, those the art of living well.”
Aristotle (384 BCE - 322 BCE)

These words by Aristotle underscore the profound and transformative role
teachers play in shaping not only the intellect but the very essence of a person’s life.
Among all educators, language teachers occupy a uniquely challenging and critical
position. They are not merely transmitters of knowledge; they are architects of
communication, culture, and understanding. Teaching a new language often mirrors
the nurturing role of a parent, as it requires patience, guidance, and the ability to

foster growth from the very basics.

The challenges of language teaching, however, extend far beyond the
classroom. Unlike other disciplines, teaching a language involves overcoming an
invisible yet powerful barrier: the language itself. Language teachers often work with
students who have no prior exposure to the target language, making the teaching
process akin to introducing new ideas in an unfamiliar setting. This task becomes
exponentially more complex in multinational and multicultural classrooms, where
the lack of a common linguistic foundation exacerbates difficulties. Teachers are
frequently required to bridge linguistic and cultural gaps, creating a cohesive
learning environment despite the diversity of their students' backgrounds. In such
contexts, language teachers face immense emotional and cognitive demands. They
must not only deliver content but also adapt to the varying needs of students, manage
cultural sensitivities, and navigate the expectations of parents and administrators.
These responsibilities weigh heavily on educators, often leading to significant
emotional and professional stress (Rizzo, House and Lirtzman, 1970).

The role of institutions becomes critical in this matter. While teachers
dedicate themselves to nurturing and educating students, it is imperative that

organizations provide adequate support to alleviate their burdens.



A lack of institutional backing can turn an already challenging profession into an
unsustainable one. Ambiguous expectations and conflicting responsibilities
contribute to the demotivation of teachers. For language teachers, who enter
classrooms with the mission of instilling not only linguistic proficiency but also
cultural appreciation, these barriers can feel overwhelming. The burden of unclear
roles and overlapping responsibilities leaves educators struggling to maintain their
professional identity, often causing frustration and dissatisfaction. Over time, these
challenges can lead to burnout, which not only affects teachers’ mental well-being
but also undermines their performance, whether consciously or unconsciously
(Schwab et al., 1982). As a result, the quality of education suffers, creating a ripple
effect that impacts students and institutions alike. The phenomenon of teacher
burnout, particularly in the context of EFL instruction within multinational and
multicultural classrooms, is a critical issue that warrants thorough exploration. This
study seeks to understand the interplay between role-related challenges and burnout,
offering insights into how educators' well-being directly influences the outcomes of

education systems.

A. Background of the Study

The teaching profession, historically associated with passion and dedication,
has increasingly become one of the most stressful careers in the modern world.
English as a Foreign Language (EFL) instruction, in particular, places unique
demands on educators. Among the many stressors they face, role conflict and role
ambiguity have emerged as critical challenges. Role conflict arises when educators
are tasked with meeting conflicting demands from different parties, while role
ambiguity stems from unclear responsibilities, expectations, or authority within their
professional roles (Rizzo, House, and Lirtzman, 1970). These factors are particularly
pronounced in Turkish multinational settings, where institutional structures often
lack clarity, creating significant stress for EFL teachers. While role conflict and
ambiguity are well-documented contributors to workplace stress, their role in causing
burnout among EFL teachers in Turkish private universities remains underexplored.
Burnout, characterized by emotional exhaustion, depersonalization, and diminished
personal accomplishment (Maslach and Jackson, 2009), is often a downstream result

of systemic issues like role-related stressors.



B. Purpose of the Study

The purpose of this study is to investigate the relationship between role-
related problems—specifically role conflict and role ambiguity—and burnout among
EFL teachers in Turkish private universities. This research seeks to measure the
perceived levels of role conflict and ambiguity among EFL teachers, providing a
detailed understanding of how these stressors manifest in professional settings.
Additionally, it aims to analyze whether these perceptions vary significantly across
demographic variables such as age, gender, nationality, and years of professional
experience. By exploring whether role conflict and ambiguity contribute to burnout,
the study delves into how such challenges are experienced by EFL teachers in their
day-to-day professional lives. Furthermore, through the collection and analysis of
qualitative data, this study identifies common themes in the narratives of EFL
teachers, offering deeper insights into the systemic issues underlying role-related
stress and their connection to burnout. Ultimately, the research aims to contribute to
the development of interventions that address these challenges, improving

institutional practices and teacher well-being.

C. Research Questions
1. What is the level of EFL teachers' perceptions of role conflict and role
ambiguity?

2. Do EFL teachers' perceptions of role conflict and role ambiguity differ
significantly across age groups?
3. Do EFL teachers' perceptions of role conflict and role ambiguity differ

significantly based on gender?

4. Do EFL teachers' perceptions of role conflict and role ambiguity differ

significantly based on nationality?

5. Do EFL teachers' perceptions of role conflict and role ambiguity differ

significantly based on professional experience?

6. Do role-related problems cause burnout among EFL teachers, and if so, how

IS it experienced?



D. Significance of the Study

This research is significant both theoretically and practically. Theoretically, it
extends the understanding of how systemic factors such as role conflict and
ambiguity contribute to workplace stress and burnout in educational settings. By
focusing on Turkish private universities, it highlights the unique organizational and
cultural dynamics that shape these experiences. Practically, the findings can inform
institutional policies aimed at reducing role-related stressors and mitigating burnout.
Interventions such as clarifying job responsibilities, enhancing administrative
support, and providing targeted professional development opportunities can address
the root causes of burnout, ultimately improving teacher retention and institutional

effectiveness.

E. Definitions of Key Terms

Burnout: A psychological syndrome of emotional exhaustion,
depersonalization, and reduced personal accomplishment, often linked to chronic

workplace stress (Maslach and Jackson, 1981).

English as a Foreign Language (EFL): English taught in a country where it
is not the dominant official language (Whong, 2011, p. 143).

Role Conflict: A condition in which employees face incompatible roles
defined by supervisors or other organizational members, leading to tension and stress
(Rizzo, House, and Lirtzman, 1970).

Role Ambiguity: The lack of clarity about duties, objectives, and

responsibilities required to fulfill one’s role (Urien et al., 2021).



Il. LITERATURE REVIEW

A. Introduction

This chapter provides an overview of research on burnout and role-related
stressors in EFL teaching contexts, with sections that build upon one another for a
cohesive understanding. It begins with a historical overview of role conflict and
ambiguity, defining their theoretical foundations and relevance to workplace stress
(Section B). This is followed by an exploration of how these stressors manifest in
EFL teaching and impact teachers' professional roles (Section C). To support this
discussion, the chapter examines burnout theories, particularly the Maslach Burnout
Model, to highlight the role of emotional exhaustion, depersonalization, and
diminished personal accomplishment in burnout development (Section D and Section
E). Various contributing factors, including organizational, psychological, and
cultural elements, are then analyzed to demonstrate their interconnected impact on
burnout (Section F). The chapter concludes by addressing the effects of burnout on
teaching effectiveness and institutional outcomes, along with strategies to mitigate
these issues (Sections G and H), providing a comprehensive framework for
understanding burnout in Turkish EFL contexts.

B. Theoretical Foundations and Definitions

The constructs of role conflict and role ambiguity have their origins in the
seminal works of Kahn, Wolfe, Quinn, Snoek, and Rosenthal (1964), who introduced
these concepts within the framework of organizational role theory. Their Role
Episode Model highlighted how individuals' expectations from multiple role senders
often result in conflicting demands (role conflict) or unclear expectations (role
ambiguity). These concepts were expanded upon by Rizzo, House, and Lirtzman
(1970), who developed validated scales for measuring role conflict and ambiguity.
These scales remain foundational in understanding workplace stress and

organizational dynamics.



Research from the 1970s and 1980s expanded on these ideas, incorporating
multidimensional perspectives. For example, Schuler et al. (1977) classified role
conflict into inter-sender and intra-sender conflicts, which delineated the sources of
these discrepancies. Similarly, Schwab and colleagues (1982) emphasized role
ambiguity’s detrimental impact on job satisfaction and organizational commitment.
As organizational complexity grew, particularly in globalized and technology-driven
contexts, researchers like Van Sell, Brief, and Schuler (1981) examined how
dynamic workplace environments exacerbated role ambiguity. These studies
emphasized the role of hierarchical clarity and job design in mitigating these
stressors. As defined and validated by many researchers throughout the years,
conflict arises when an individual perceives incompatible demands from different
stakeholders or from within their own role. It can manifest as inter-sender conflict,
where expectations from different sources clash, or intra-sender conflict, where the
same source provides conflicting expectations (Rizzo et al., 1970). Meanwhile, role
ambiguity is defined as the lack of clarity regarding role expectations, performance
standards, or boundaries (Beauchamp and Bray, 2001). Empirical studies have
consistently demonstrated the negative outcomes associated with these constructs.
High levels of role ambiguity are linked to reduced organizational commitment,

increased turnover intentions, and diminished job satisfaction.

1. Role Conflict and Ambiguity in EFL Teaching

Role conflict and ambiguity are pervasive stressors within English as a
Foreign Language (EFL) teaching, driven by institutional expectations, cultural
dynamics, and educational policies. These concepts undermine an individual’s ability
to perform effectively in their professional role. The unique context of EFL teaching
magnifies these stressors due to the interplay of pedagogical objectives,
administrative tasks, and cultural expectations. For instance, Altintuglu (2021)
highlights the challenges faced by EFL teachers in Turkish foundation universities,
where unclear distinctions between teaching and administrative responsibilities
intensify role ambiguity. Teachers are often left to navigate inconsistent
communication channels and vague policy frameworks, diminishing their confidence
and effectiveness. Similarly, Beauchamp and Bray (2001) emphasize that institutions
lacking technological integration guidelines increase role conflict, forcing educators

to juggle multiple priorities without clear support mechanisms.



Many empirical studies underline the prevalence of role-related stressors in
EFL environments. For instance, Celik and Arikan (2019) found that 65% of Turkish
EFL teachers reported moderate to high levels of role ambiguity, primarily stemming
from vague evaluation criteria and conflicting institutional demands. Additionally,
Jiang and Zhang (2020) observed similar trends in Chinese EFL teachers, where
exam-oriented curricula clashed with communicative teaching objectives, creating
fertile ground for role conflict. In summary, role conflict and ambiguity within EFL
teaching are shaped by a combination of institutional shortcomings, cultural
dynamics, and systemic pressures. These stressors not only hinder teachers’ ability to
fulfill their responsibilities but also set the stage for broader professional challenges.
The adverse effects of role conflict and ambiguity on EFL teachers extend across
multiple dimensions, creating a cumulative burden that often leads to burnout and
reduced job satisfaction. These stressors disrupt teachers’ ability to prioritize
instructional quality, as conflicting institutional demands force educators to allocate
significant time to non-teaching responsibilities. Vansell et al. (1981) demonstrated
that such demands undermine lesson preparation and classroom engagement, leaving
teachers unable to focus on delivering effective education. Similarly, in the Turkish
context, Gedik Bal (2023) highlighted that teachers often sacrifice innovative
teaching practices to comply with administrative directives, resulting in standardized
and less impactful lessons. This reduction in creativity and autonomy further erodes

teacher motivation and student outcomes.

The psychological toll of prolonged role-related stress that EFL teachers
experience compounds these professional challenges, causing emotional exhaustion,
a core component of burnout as defined by Maslach and Jackson (1981). Namely,
Sadeghi et al. (2022) found that Iranian EFL teachers experiencing high levels of role
conflict exhibited elevated stress levels and a diminished sense of professional
identity. These findings align with Farber (1991), who observed that teachers
burdened by unclear expectations are more likely to suffer from chronic anxiety and
reduced job satisfaction. These stressors also weaken teachers’ connection to their
institutions. Schwab et al. (1986) corroborated this by finding that teachers in poorly
managed institutions with vague policies exhibited lower loyalty and engagement. In
private Turkish universities, Gedik Bal (2023) observed similar trends, noting that

conflicting demands resulted in dissatisfaction and reduced long-term commitment.



The impact of role stressors extends beyond professional and institutional
spheres, affecting classroom dynamics and teacher-student relationships. Beauchamp
and Bray (2001) argue that unclear expectations around classroom management
diminish teachers’ authority, reducing their ability to foster positive and supportive

interactions with students.

Empirical research examining role conflict, role ambiguity, and burnout
highlights the pervasive impact these stressors have across industries, with teaching
professions frequently emerging as high-risk. For instance, Ghorpade et al. (2011)
conducted a longitudinal study exploring the relationship between role-related
stressors and burnout among educators. Their findings revealed that role conflict was
strongly associated with emotional exhaustion. Role ambiguity, on the other hand,
was closely linked to diminished personal accomplishment, eroding teachers'
confidence and satisfaction in their roles. In educational contexts, the prevalence of
role-related stressors has been documented in various settings. Similarly, Altintuglu
(2021) studied Turkish foundation universities, revealing that hierarchical
management structures and inconsistent communication channels exacerbated both
role conflict and ambiguity, leading to emotional exhaustion and job dissatisfaction.
Research by Jiang and Zhang (2020) expanded the scope by comparing cultural
responses to role-related stressors. Their findings indicated that collectivist cultures,
such as China and Tiirkiye, often tolerate higher levels of role ambiguity due to an
emphasis on group harmony, whereas individualist cultures experience greater
psychological distress from similar stressors. This underscores the importance of

cultural context in addressing these challenges.

2. Role Conflict and Role Ambiguity as Compound Contributors of Teacher

Burnout

Role conflict and role ambiguity are deeply interconnected stressors that
collectively amplify the risk of teacher burnout, especially in linguistically diverse
environments like EFL classrooms. These factors interact in a cyclical manner. This
interplay creates a compounded effect, potentially making teachers feel overwhelmed
and professionally disoriented. In addition, teachers often find it difficult to balance
institutional mandates for measurable student outcomes with the interpersonal and
linguistic needs of their students and this strain contributes to emotional exhaustion,

erodes self-efficacy, and undermines job satisfaction (Han et al., 2020).



Studies have emphasized that this compounded dynamic not only heightens
emotional strain but also creates professional isolation and disengagement. For
example, Kyriacou (2001) highlighted that conflicting expectations in curriculum
design and classroom engagement contribute to stress, while Papastylianou, Kaila,
and Polychronopoulos (2009) demonstrated that unresolved role conflicts lead to
reduced teacher motivation and retention. Addressing these challenges requires
systemic efforts, including clear institutional policies and well-defined roles.
Collaborative frameworks and mentorship programs have shown promise in reducing
the overlapping effects of role conflict and ambiguity. However, fully understanding
and mitigating these contributors requires structured tools to measure their impact

comprehensively, such as the Role Conflict and Ambiguity Inventory.

3. Role Inventory: A Framework for Measuring Burnout

The Role Conflict and Ambiguity Inventory, developed by Rizzo, House, and
Lirtzman (1970), has become a foundational tool in burnout research, providing a
systematic framework to measure and analyze role-related stressors. This inventory
enables researchers to quantify the extent of role conflict and ambiguity, allowing for
more precise identification of their impact on burnout. Since its inception, the Role
Inventory has been validated across multiple professional contexts, including
education, where role conflict and ambiguity are especially prevalent. For instance,
Tracy (1981) used the inventory to demonstrate significant correlations between role
ambiguity and emotional exhaustion among high school teachers. Similarly,
Schaufeli and Enzmann (1998) employed the inventory in higher education settings,
uncovering how role conflict undermines teacher job satisfaction and retention. In
EFL teaching, the inventory has proven especially valuable for understanding how
cultural and linguistic demands compound the stress caused by role conflict and
ambiguity (Kyriacou, 2001). By systematically quantifying these factors, the Role
Inventory has provided actionable insights into the systemic contributors to teacher
burnout, enabling researchers and institutions to design targeted interventions. Its
widespread application underscores its importance as a critical tool in both

theoretical and applied burnout research.



4. Early Adaptations and Relevance to Current Research

The Role Conflict and Ambiguity Inventory marked a pivotal development in
occupational stress research. Originally designed to assess workplace dynamics in
corporate environments, the inventory quickly gained recognition for its ability to
distinguish between role conflict and role ambiguity—two distinct yet interconnected
stressors. Schuler (1977) played a critical role in validating the inventory by
demonstrating its reliability across diverse professional contexts, including education
and healthcare. This foundational work highlighted the inventory’s capacity to
provide quantifiable insights into role-related stressors, making it an essential tool for
understanding the systemic contributors to burnout. In the field of education, Tracy
(1981) applied the inventory to high school teachers, revealing significant
correlations between role ambiguity and emotional exhaustion. This study not only
underscored the inventory’s utility in capturing the stress dynamics of educators but
also laid the groundwork for its broader adoption in educational research. The
adaptability of the Role Inventory was particularly evident in Guglielmi and
Tatrow’s (1998) investigation of multilingual educators. Their study emphasized
how conflict and ambiguity contribute to systemic stress. These early adaptations
established the Role Inventory as a robust and reliable tool for both theoretical
exploration and applied research, offering a standardized framework for measuring

role-related stressors across professions.

The inventory has proven particularly significant in EFL teaching contexts,
where the confluence of cultural, linguistic, and institutional demands creates unique
stress dynamics. A study by Altintuglu (2021) demonstrated the inventory’s
relevance in Turkish foundation universities, where EFL teachers faced significant
stress due to conflicting expectations. Teachers reported role ambiguity in balancing
communicative teaching methods with traditional grammar-based instruction, a
challenge that was further complicated by inconsistent administrative policies. These
findings underscore the inventory’s capacity to quantify role-related stressors,
enabling institutions to identify and address the root causes of teacher burnout
systematically. Additionally, research by Jiang and Zhang (2020) highlighted how
the inventory has been instrumental in identifying patterns of emotional exhaustion,

depersonalization, and reduced personal accomplishment among EFL teachers.
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The cross-cultural nature of EFL education magnifies these stressors,
particularly in settings where teachers must adapt to diverse student needs and
varying institutional priorities. Kyriacou (2001) emphasized that the inventory’s
application provides actionable insights, helping to bridge the gap between
theoretical research and practical interventions in EFL teaching. By offering a
structured framework for measuring the nuanced stress dynamics in EFL contexts,
the Role Inventory has become an essential tool for both researchers and
practitioners. Its widespread application in current research highlights its critical role
in improving teacher well-being and reducing burnout risks, particularly in

linguistically and culturally diverse educational environments.

C. Historical Development and Theories of Burnout

The concept of burnout was first introduced in the 1970s by Herbert
Freudenberger, a psychologist who studied individuals in helping professions, such
as healthcare and social work. Freudenberger (1974) described burnout as a state of
emotional and physical exhaustion caused by prolonged exposure to stress,
particularly when individuals are expected to give a great deal of themselves
emotionally. This initial work emphasized the physical and emotional toll that this
type of chronic stress has on individuals, leading to feelings of depletion and a sense

of being overwhelmed by the demands of their job.

Freudenberger’s foundational work laid the groundwork for the concept of
burnout, but it was Christina Maslach who expanded on this idea in the 1980s,
making significant contributions to the study of burnout across professions. Maslach,
along with Susan Jackson, developed the Maslach Burnout Inventory (MBI), a tool
that became central to the study of burnout. In their early work, Maslach and Jackson
(1981) defined burnout as a three-dimensional construct, consisting of emotional
exhaustion, depersonalization, and reduced personal accomplishment. This model,
known as the Maslach Burnout Model, was pivotal in shaping subsequent research
on burnout. Following Maslach’s work, many researchers began to investigate the
various factors that contribute to burnout, including job demands, individual
characteristics, and organizational contexts. Key factors identified included high
workloads, role ambiguity, lack of autonomy, and organizational stressors such as

poor management support, unclear job expectations, and poor working conditions.
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Over time, burnout has been explored through various theoretical lenses,
contributing to the broader understanding of the phenomenon. Stevan Hobfoll’s
Conservation of Resources (COR) theory (1989) is one such theory. According to
COR theory, burnout occurs when individuals are unable to obtain or preserve
resources essential to their well-being, such as social support, time, and energy. This
model emphasizes that burnout results from the depletion of critical resources, where
individuals feel unable to meet work demands due to a lack of resources. Another
influential theory is Karasek’s Job Demand-Control Model (1979), which focuses on
the balance between job demands and the control an individual has over their work.
According to this model, high job demands coupled with low control lead to
increased stress and a higher risk of burnout. This model highlights the importance of
job autonomy, with burnout risk decreasing when individuals feel they have more
control over their work. Further, the Effort-Reward Imbalance (ERI) Model (Siegrist,
1996) explores the relationship between the effort invested in a job and the rewards
received. When employees perceive a high effort-reward imbalance, where they
invest substantial time and energy without receiving adequate rewards (whether
financial, social, or emotional), burnout is more likely. This theory has been

particularly useful in examining burnout in education, healthcare, and social services.

Theories have also emphasized individual factors, such as personality traits
and coping mechanisms, as contributors to burnout risk. Additionally, coping
strategies, such as avoidance or maladaptive coping mechanisms, can also play a
significant role in determining how individuals respond to stress and whether they
experience burnout. Overall, the historical development of burnout theories has
evolved from a basic understanding of stress and exhaustion to a more complex and
multidimensional construct. These developments have incorporated environmental,
organizational, and individual factors, expanding our understanding of burnout and

paving the way for more effective interventions to prevent and manage it.

1. Adaptations of Burnout in EFL Context

The application of burnout theories to the English as a Foreign Language
(EFL) context emerged as researchers started to recognize the specific challenges
faced by EFL teachers. While general burnout frameworks, such as those developed
by Maslach and others, provided the foundation, EFL teachers face particular

stressors that make their burnout experience unique. Over time, the study of burnout
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in EFL contexts has evolved, from the early application of burnout models to more
refined approaches that consider the distinct demands of language teaching. The
adaptation of burnout models to EFL teaching began in the 1990s, marking the start
of a new area of research focusing specifically on the stress factors faced by
language teachers. Early studies emphasized emotional exhaustion as the most
prevalent symptom among EFL teachers, pointing out that the emotional demands of
teaching a foreign language were particularly high. Kyriacou (1997) was one of the
first researchers to apply Maslach’s burnout model to the teaching profession,
particularly in EFL contexts. His research highlighted that emotional exhaustion was
prevalent among teachers due to the high demands of classroom management, lesson
planning, and managing students' emotional needs. This study was groundbreaking
because it stressed that burnout was not only the result of workload but also due to
the emotional labor inherent in the job. Teaching a language, as Kyriacou argued, is
more than just transmitting knowledge; it involves constant emotional engagement

with students, which can lead to burnout.

In the early 2000s, research on EFL burnout became more focused on the
cultural and emotional challenges unique to language teaching. Research on burnout
in the EFL context has its roots in the foundational work of Maslach and Jackson
(1981). Although their research was not EFL-specific, it laid the groundwork for
later studies. One of the key developments in this period was the recognition of
depersonalization as a significant contributor to burnout in the EFL context. Tsui
(2007) explored this phenomenon in his study of Hong Kong EFL teachers, showing
how depersonalization emerged when teachers became emotionally detached from
their students. Teachers, overwhelmed by the demands of the job and frustrated by
the inability to meet institutional expectations, started seeing their students not as
individuals but as obstacles to their goals. Tsui noted that this detachment led to a
negative impact on the teacher-student relationship, further intensifying the burnout
experience. In the early 2010s, researchers began to explore burnout in EFL teaching
more directly. For instance, Vaezi and Fallah (2011) investigated the link between
emotional intelligence and burnout among Iranian EFL teachers, shedding light on
personal factors that influence teacher well-being. Similarly, Khani and Mirzaee
(2014) emphasized contextual challenges such as institutional pressures and cultural

expectations, highlighting their impact on teacher burnout in non-native English-
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speaking settings. These early studies marked a shift toward addressing the unique
stressors faced by EFL teachers, paving the way for a more targeted and nuanced

exploration of burnout in this field.

As the research on burnout in EFL teaching expanded through the late 2000s
and early 2010s, scholars began focusing on the interplay between organizational
factors and burnout. Studies began to consider how the work environment, including
institutional support and professional development, affected burnout levels among
EFL teachers. For example, Rostami et al. (2015) studied Iranian EFL teachers and
found that teachers working in private language institutes experienced significantly
higher burnout levels compared to those in public institutions. This was attributed to
factors such as the pressure to meet high student expectations and the lack of support
from administration in private schools. In contrast, teachers in public schools had
more stable working conditions but were still at risk of burnout due to heavy
workloads and large class sizes. Similarly, Ghanizadeh et al., (2015) explored
burnout in EFL teachers, linking excessive workload and limited professional
autonomy to higher burnout levels. They argued that teachers who lack control over
curriculum implementation often face increased stress, particularly in private
institutions with strict performance metrics. Another study by Hiver (2015) examined
the role of resilience among EFL teachers working in high-pressure environments.
Hiver found that teachers in private institutions, especially those catering to exam-
focused instruction, were more prone to burnout due to a lack of professional
development opportunities and rigid student performance expectations. Finally,
Khani and Mirzaee (2014) provided evidence that cultural and organizational
dynamics amplify burnout in EFL teachers. Their research highlighted that teachers
in public institutions benefited from stronger peer collaboration and clearer role
expectations, mitigating some burnout effects compared to their counterparts in
private settings, who often struggled with ambiguous role definitions and higher

accountability pressures.

Drawing on these studies, a broader approach has emerged that reflects the
unique challenges of language instruction and the importance of supportive work
environments. For example, Ghasemi (2021) explored the impact of empowering
programs and cognitive restructuring techniques on EFL teachers' burnout, revealing

their potential to alleviate burnout symptoms, though their long-term effectiveness
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warrants further investigation. Shen (2022) contributed to this growing body of
research by investigating the mediating role of emotion regulation in the relationship
between anxiety, boredom, and burnout among EFL teachers. This study emphasized
the importance of equipping educators with effective emotion regulation strategies to
mitigate burnout. Chang (2022) also focused on the interplay between stress and
burnout, highlighting that self-efficacy plays a crucial mediating role. Teachers with
higher self-efficacy were found to experience lower levels of burnout, even when
faced with significant stressors. These studies highlight the importance of both
individual factors, such as self-efficacy and emotion regulation, and organizational
interventions, such as empowering programs, to address burnout. The findings
emphasize the need for a comprehensive approach that integrates personal and

systemic solutions to improve teacher well-being and professional effectiveness.

2. Maslach’s Burnout Model

As a cornerstone of burnout research, Maslach's contributions have shaped
the theoretical and practical understanding of burnout, providing a base for nearly all
subsequent studies in the field. Her groundbreaking work, alongside Susan Jackson,
led to the development of the Maslach Burnout Inventory (MBI) in the early 1980s,
which has since become a critical instrument in burnout research across various
fields, especially in high-stress environments such as education (Maslach and
Jackson, 1981). Her contribution to burnout research is notable for its empirical
approach, as the MBI has allowed researchers to quantify burnout and observe its
multidimensional impacts on individuals. Maslach’s work emphasized that burnout 1s
not solely an individual problem but one deeply rooted in organizational and
systemic structures. This shift in perspective has paved the way for exploring burnout
as a dynamic, multidimensional phenomenon rather than as a mere byproduct of
personal failure or resilience (Maslach and Leiter, 1997). Maslach’s model and the
MBI have since been referenced in thousands of studies, shaping burnout research
and guiding interventions aimed at reducing burnout symptoms. MBI’s widespread
use in research demonstrates its versatility and importance in assessing burnout
across contexts, including EFL teaching. In education, Maslach’s model has proven
particularly influential, providing insights into how the emotional demands of
teaching contribute to burnout, especially when compounded by factors like role

conflict and ambiguity.
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One of the most significant dimensions of burnout is emotional exhaustion,
which represents the depletion of emotional resources due to prolonged stress and
demanding work environments (Maslach and Jackson, 1986). It manifests as feelings
of fatigue, frustration, and the inability to meet work demands, often leading to
physical symptoms such as insomnia and chronic fatigue (Schaufeli and Enzmann,
1998). In teaching, this aspect of burnout becomes particularly pronounced, as
educators are required to continually engage emotionally with students, often without
adequate institutional support. Studies have found that emotional exhaustion is
frequently the first symptom to emerge in teachers, particularly in fields requiring

extensive emotional labor.

Following emotional exhaustion, depersonalization involves a psychological
distancing or detachment from work, often as a defense mechanism to cope with
stress. Depersonalization is marked by cynicism and a lack of empathy toward
others, which in teaching translates to a diminished connection with students
(Maslach and Jackson, 1981). Teachers experiencing depersonalization may begin to
view students as objects or cases rather than individuals with unique needs, resulting
in a more transactional and less personal approach to teaching (Maslach, 2003), that
often creates significant barriers to effective teaching. Research indicates that
depersonalization among teachers is often exacerbated by unclear expectations and
conflicting roles, as they struggle to balance teaching with additional responsibilities
imposed by institutional demands. This detachment not only impacts the teacher-
student relationship but also reinforces the cycle of burnout by reducing teachers’

satisfaction and sense of purpose (Schaufeli and Enzmann, 1998).

Finally, burnout often culminates in reduced personal accomplishment, which
reflects a sense of inefficacy and self-doubt. Teachers may feel that their work is no
longer meaningful or impactful, manifesting as a belief that their efforts are
insufficient or that they are failing to meet students’ needs (Maslach and Jackson,
1981). Studies reveal that reduced personal accomplishment often emerges in
environments with inadequate feedback and recognition, where teachers lack support
from colleagues and administrators (Brissie et al., 1988). Research underscores that
EFL teachers, who are responsible not only for academic outcomes but also for
fostering language acquisition, may experience heightened levels of self-doubt and

frustration due to the complex demands of their role (Guglielmi and Tatrow, 1998).
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D. Factors Contributing to Burnout

Burnout is a multifaceted phenomenon that can severely impact teachers.
Understanding the various factors that contribute to burnout is crucial, as it allows
for a comprehensive approach to preventing and managing its effects. In this section,
the key organizational, psychological, interpersonal, and cultural factors that
contribute to burnout will be explored. Recognizing these contributing factors
enables targeted interventions, creating healthier work environments, improving

teacher well-being, and ultimately enhancing the quality of education.

1. Organizational and Workplace Factors

Firstly, a teacher’s workload is one of the most significant contributors to
burnout, as excessive time pressures lead to emotional and physical exhaustion.
Kyriacou (2001) notes that EFL teachers, in particular, experience a high workload
due to lesson planning, grading, and administrative tasks. Teachers with high
workload often report feeling overwhelmed, which diminishes their ability to connect
with students and perform effectively. Secondly, teachers frequently face role
conflict when they encounter competing demands from different stakeholders.
Papastylianou et al. (2009) showed that conflicting expectations from parents,
students, and administrators cause role conflict. Teachers may be pressured to
improve test scores, maintain discipline, and meet parent expectations, which can
create high levels of stress. Moreover, role ambiguity significantly contributes to
burnout, according to Burke and Greenglass (1993), who found that teachers that
lack clear job expectations are more prone to stress and burnout. Next, the absence of
institutional support also plays a critical role in causing burnout. Jiang and Zhang
(2020) found that teachers in environments with low administrative support and
inadequate professional development opportunities experienced higher levels of
burnout. Furthermore, they showed that teachers in supportive environments with
access to mentorship and peer collaboration were significantly less likely to
experience burnout. Rostami et al. (2015) noted that teachers working in private
institutions, where support systems were less robust, experienced burnout at higher
rates compared to those in public schools, underscoring the importance of

institutional support in reducing burnout risk.
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2. Psychological and Emotional Factors

As detailed in the Maslach Burnout Model, emotional exhaustion,
depersonalization, and reduced personal accomplishment are key components of
burnout. These dimensions, while conceptual, are deeply influenced by real-world
factors in teaching environments. Emotional exhaustion, for instance, often stems
from heavy workloads and the demands of maintaining high levels of emotional
engagement with students. Schaufeli and Bakker (2004) identified limited resources
and overwhelming administrative tasks as significant contributors to this exhaustion,
particularly in EFL contexts. Similarly, strained teacher-student relationships further
perpetuate this cycle, as highlighted by Chang (2009), who noted that unresolved
conflicts in the classroom intensify emotional depletion. Similarly, depersonalization
frequently arises as a coping mechanism when teachers feel overwhelmed by these
demands. For example, Tsui (2007) observed that EFL teachers in Hong Kong often
adopted a "us vs. them" mentality as a defensive strategy, which, while protective in
the short term, ultimately eroded their professional efficacy. Next, reduced personal
accomplishment is commonly linked to feelings of inadequacy, particularly when
teachers perceive their efforts as insufficient to meet diverse student needs. Aydin
and Yildirim (2012) found that this perception is particularly prevalent in non-native
English-speaking contexts, where the challenges of teaching heterogeneous groups
exacerbate self-doubt and disengagement. Together, these factors underline the
systemic nature of burnout, highlighting the interplay between individual experiences

and institutional structures.

3. Personal Factors

Certain personality traits, such as neuroticism and perfectionism, have been
identified as significant predictors of burnout. Sutcliffe (1978) found that teachers
with high neuroticism are more prone to emotional exhaustion and burnout because
they tend to respond more negatively to stress. Similarly, Bakker et al. (2006)
highlighted that neurotic individuals often perceive their work environment as more
stressful and have a diminished ability to cope, which increases their susceptibility to
burnout. Self-efficacy, or a teacher’s belief in their ability to handle classroom
challenges, plays a protective role against burnout. Teachers with higher self-efficacy
are better equipped to manage stress and maintain motivation despite demanding

workloads. Mashhady et al., (2012) found a significant negative correlation between
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self-efficacy and burnout among Iranian EFL teachers. They observed that EFL
teachers with higher self-efficacy utilized effective coping mechanisms, such as peer
collaboration and stress management strategies. However, in its absence, teachers
often feel powerless in managing the complexities of their roles. In such
circumstances, effective coping mechanisms can reduce the likelihood of burnout.
Teachers who employ adaptive coping strategies, such as seeking support from
colleagues, problem-solving, and stress management, are less likely to experience
burnout compared to those who use maladaptive coping strategies like avoidance or

disengagement.

4. Social and Interpersonal Factors

Teachers face significant stress from students and parents and managing
students' academic progress while addressing their emotional needs adds
considerable pressure to teachers, leading to burnout. Akbari and Eghtesadi (2020)
found that EFL teachers faced high expectations from both parents and students,
which contributed to burnout. Teachers often feel caught between the demands of
students, parents, and their own professional responsibilities and the quality of the
teacher-student relationship plays a significant role in determining burnout levels.
Teachers who develop positive, supportive relationships with students are less likely
to experience burnout. For example, Jennings and Greenberg (2009) found that
teachers who maintained emotionally supportive interactions with students reported
higher job satisfaction and lower levels of emotional exhaustion. Conversely,
strained or adversarial relationships often lead to emotional detachment and
increased burnout, as highlighted by Klassen et al. (2012), who noted that unresolved
conflicts with students significantly heightened teacher stress. The support of

colleagues and administrators is crucial in reducing burnout.

5. Cultural and Contextual Factors

In non-native English-speaking countries, cultural expectations and societal
pressures significantly contribute to burnout. Aydin and Yildirim (2012) highlighted
that in countries like Tiirkiye and Iran, EFL teachers face the challenge of meeting
high academic standards while dealing with cultural differences, language barriers,
and societal expectations. These additional stressors can lead to burnout, especially

when teachers feel pressured to perform at high levels with limited resources.
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Moreover, managing challenging student behavior significantly contributes to EFL
teacher burnout. Disruptive behaviors in diverse classrooms heighten stress,
particularly for teachers handling large or mixed-proficiency groups. Fathi and
Derakhshan (2020) emphasized that teachers lacking effective management
strategies are more vulnerable to emotional exhaustion, underscoring the need for

institutional support.

E. Impact of Burnout on EFL Teaching

Burnout not only impedes the personal well-being of educators but also
significantly affects their professional performance and, consequently, the
effectiveness of educational institutions. Teachers experiencing burnout are more
likely to disengage from their work, showing reduced enthusiasm and dedication to
teaching. This manifests in a variety of ways, from decreased lesson preparation to
reduced classroom engagement. A teacher’s emotional exhaustion can undermine
their ability to foster a positive learning environment, which in turn impacts the
quality of education students receive. Teachers with burnout symptoms, such as
cynicism and emotional fatigue, often report feeling less competent, and their
students may perceive these attitudes, which can influence student performance
(Madigan and Curran, 2020). Teachers who are emotionally exhausted are less able
to engage students meaningfully, struggle to create interactive and motivating
lessons, which is crucial in a field that heavily depends on active student
participation and emotional connection. Moreover, burnout can contribute to teacher
absenteeism and increased turnover, which disrupts the continuity of teaching. As
noted by Papastylianou et al. (2009), the high turnover rates among teachers in
private language institutions, often caused by burnout, result in the loss of
experienced educators, which destabilizes educational outcomes and creates an
unstable learning environment. This turnover also places additional stress on

remaining staff, reducing institutional effectiveness.

1. Teacher Well-Being and Student Outcomes

The relationship between teacher well-being and student outcomes has been a
subject of increasing focus in burnout research. Teachers who experience burnout are

less likely to provide effective instructional support, which in turn can hinder
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students' academic success. Madigan and Kim (2021) found that burnout is
associated with lower student performance, as teachers' exhaustion leads to
disengagement from the instructional process. Students of burned-out teachers may
experience diminished academic achievement, lower motivation, and reduced
classroom engagement. When emotional energy is depleted, their capacity to
maintain high standards of classroom management and foster student motivation
becomes compromised, leading to lower academic outcomes (Maslach and Leiter,
1986). Teacher burnout is also linked to negative student emotions. The Prosocial
Classroom Model (Jennings and Greenberg, 2009) posits that when teachers are
emotionally exhausted, their ability to manage classroom behaviors and provide
emotional support decreases, leading to a negative classroom atmosphere. Students,
particularly in high-stakes environments, may pick up on these emotional cues,
which negatively influences their own well-being and motivation (Zhang, Klassen,
and Wang, 2013). Research by Grayson and Alvarez (2008) has shown that teachers
who are burned out are more likely to display irritability and disengagement, which
creates an adversarial relationship with students. As a result, students may struggle
with lower academic achievement and a lack of intrinsic motivation for learning. It
can also affect students' psychological well-being. The emotional exhaustion and
negativity that teachers exhibit in the classroom can contribute to student anxiety,

depression, and even behavioral issues (Evers et al., 2004).

2. Long-Term Consequences for Educational Institutions

The long-term effects of teacher burnout extend beyond the classroom and
can significantly undermine institutional effectiveness. Burnout leads to increased
turnover rates, which can be particularly costly for educational institutions, both
financially and academically. According to Gray and Taie (2015), high teacher
attrition results in a cycle where schools continuously need to hire and train new
staff, which strains resources and reduces the overall quality of education. The
financial burden of turnover is significant, as districts may need to recruit substitute
teachers or less qualified personnel, which ultimately diminishes the institution’s
ability to maintain educational standards (Rizzo, House, and Lirtzman, 1970).
Beyond financial costs, the institute is also affected. Teachers who experience
burnout often report decreased job satisfaction and disengagement from the

professional community. This leads to a lack of collaboration, reduced morale, and a
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diminished sense of community within the school (Schaufeli and Enzmann, 1998).
Burnout also impacts the organizational climate, creating an environment of stress
that affects not just teachers but also students, administrators, and other staff
members. The inability to maintain a motivated and effective teaching staff
undermines the institution's ability to meet educational goals, which affects the
overall quality of education provided to students (Cunningham, 1980). Moreover, as
teacher burnout continues to affect a school’s performance, the institution’s
reputation may suffer. Schools with high levels of burnout often struggle to attract
qualified teachers, leading to a decline in the quality of education over time
(Papastylianou et al., 2009). This can lead to a vicious cycle of poor outcomes, where
the lack of resources and experienced staff further exacerbates the burnout problem.
In the long run, these factors can result in a significant decline in the school’s ability

to achieve its educational objectives (Schuler, 1977; Burke and Greenglass, 1993).

F. Addressing Burnout: Strategies and Solutions

Effectively addressing teacher burnout requires both personal and systemic
interventions that tackle the underlying institutional, cultural, and workload-related
factors. Burnout is not merely an individual problem but a result of systemic
challenges such as unclear roles, excessive demands, and insufficient support.
Research emphasizes that structural and role-based interventions, including clear role
definitions and administrative support, can reduce emotional exhaustion and improve
teacher well-being. In this section, each key strategy will be explored in detail. First,
structural and role-based interventions will be discussed, highlighting how clear job
expectations and institutional policies can alleviate role-related stress. Following this,
the importance of collegial support and peer collaboration will be examined, with
examples of how mentoring and teamwork promote resilience. Professional
development opportunities focused on stress management and coping mechanisms
will then be reviewed to show how they empower teachers in managing classroom
challenges. The section will also address cultural sensitivity and its role in mitigating
stress in diverse educational settings. Finally, workload management strategies will
be outlined, demonstrating how reducing non-teaching responsibilities can lower
emotional exhaustion. These approaches are supported by research findings that

emphasize their effectiveness in enhancing teacher well-being and retention.
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Institutional support, including clear role definitions and administrative
backing, plays a pivotal role in reducing burnout. Studies emphasize that well-
defined roles reduce ambiguity and foster teacher confidence. For example, Schwab
et al. (1982) demonstrated that clear job expectations improved teachers' ability to
manage responsibilities effectively, leading to lower stress levels. Brissie et al.
(1988) found that consistent administrative support alleviated emotional exhaustion
and helped teachers maintain a sense of personal accomplishment. More recent
studies, such as Taris et al. (2004), highlight that role clarity significantly reduces
stress by aligning teacher priorities with institutional expectations. Flexible policies,
such as providing clear job descriptions and structured guidance, have proven
essential in EFL contexts, where additional administrative duties often blur role
boundaries. By fostering transparency and supportive leadership, institutions can

create environments where teachers thrive.

Collaborative workplace cultures are critical in buffering against burnout.
Emotional support from colleagues fosters a sense of community and shared
resilience. Farjami et al. (2021) showed that peer mentoring and collaborative
planning sessions reduced emotional exhaustion and improved teacher morale.
Similarly, Brackett et al. (2010) found that collegial interactions mitigate feelings of
isolation and enhance workplace satisfaction, particularly in high-stress
environments. Establishing peer support networks, mentoring programs, and regular
feedback sessions can significantly improve teacher well-being. Additionally,
professional development programs focusing on resilience and stress management
empower teachers to handle challenges more effectively. For instance, Mashhady et
al. (2012) documented that training in mindfulness and cognitive restructuring
techniques resulted in reduced burnout symptoms and increased job satisfaction.
Providing opportunities for skill enhancement and emotional regulation not only
benefits individual teachers but also creates a healthier, more productive educational

environment.

Burnout in multicultural settings, particularly for EFL teachers, is often
exacerbated by cultural misunderstandings and feelings of alienation. Training in
cultural awareness can help alleviate these challenges. Karanfil (2021) found that
cultural sensitivity training improved teacher-student relationships and reduced

feelings of professional isolation. By promoting inclusive practices and fostering
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cross-cultural understanding, institutions can support EFL teachers in navigating the

complexities of diverse classroom environments.

Research highlights that realistic expectations and reduced non-teaching
responsibilities are key factors in maintaining teacher well-being. Sparks (1979) first
identified that excessive workloads undermine teacher motivation and job
satisfaction. Building on this, Kim (1994) revealed that reducing administrative
burdens in EFL contexts significantly alleviated teacher stress. More recently, Taris
et al. (2004) emphasized that workload stressors, such as excessive paperwork and
large class sizes, are directly linked to emotional exhaustion, particularly in
educational settings. Similarly, Guglielmi and Tatrow (1998) highlighted that
workload reduction strategies, including delegation of non-instructional tasks, not

only improve teacher retention but also enhance instructional quality.

In practical terms, strategies like flexible scheduling, balanced class sizes, and
streamlined administrative processes have shown consistent effectiveness. For
instance, schools implementing smaller class sizes reported a 25% reduction in
teacher stress levels (Day et al., 2006). Additionally, EFL teachers often face unique
challenges, such as preparing supplementary materials for students at varying
proficiency levels, which can add to their workload and detract from core teaching
responsibilities. Addressing these challenges through workload redistribution and

support systems has been proven to significantly reduce burnout symptoms.

A pervasive misconception is that burnout stems solely from personal
weaknesses. However, research by Freudenberger (1975) and Cunningham (1980)
demonstrates that systemic issues, such as insufficient support and overwhelming
workloads, are the primary contributors. Additionally, burnout is not exclusive to
inexperienced teachers; Brissie et al. (1988) showed that even seasoned educators are
at risk without proper institutional strategies. Addressing burnout requires
recognizing its systemic nature and implementing proactive interventions rather than
attributing it solely to individual shortcomings. Addressing teacher burnout
necessitates a multifaceted approach that integrates institutional reforms, professional
development, and cultural awareness. By implementing these strategies, educational
institutions can create environments that prioritize teacher well-being, ultimately

enhancing both teacher performance and student outcomes.
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1. METHODOLOGY

A. Introduction

This section outlines the research methodology used in this study sequentially
throughout the chapter. It covers the research design, which explains the research
methodology employed in the study (Section B), the participants' section presents the
demographic background of EFL teachers who took part in this study (Section C),
the data collection instrument section (Section D), and lastly, the data analysis

(Section E) explains the statistical and thematic analysis conducted in the study.

B. Research Design

This study employed a mixed-methods research design to explore the
relationship between role conflict, role ambiguity, and burnout among EFL teachers
in Turkish private universities. The quantitative component focused on measuring
teachers' perceptions of role-related problems using the Role Conflict and Ambiguity
Inventory (RCAI) developed by Rizzo, House, and Lirtzman (1970). This validated
scale provided a structured framework to assess conflicting role expectations and
unclear responsibilities. The qualitative component involved three semi-structured
interview questions to gain deeper insights into their burnout experiences. This
approach ensured a comprehensive understanding of the research problem by

integrating numerical data with detailed narratives.

C. Participants

The participants of this study consisted of 50 EFL instructors working in the
preparatory programs of private universities in Istanbul. The participant group was
diverse in terms of demographic characteristics, including differences in age, gender,
nationality, and years of teaching experience. The convenience sampling method was
used to recruit participants, ensuring that data could be collected from teachers

readily available for the study.
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Convenience sampling, a nonrandom technique, involves selecting participants who

are accessible and willing to participate.

Table 1. Demographic Information About the Participants

Demographic Variable Category Frequency (n) Percentage (%)
Gender Female 31 62.00

Male 19 38.00
Nationality Turkish 25 50.00

Iranian 17 34.00

British 8 16.00
Years of Experience 0-5 years 19 38.00

5-10 years 23 46.00

10-15 years 8 16.00

As presented in Table 1, a total of 50 EFL teachers voluntarily participated in
this study. 62% of the participants were female (n = 31), while 38% were male (n =
19), indicating that the majority of the participants were female. Regarding
nationality, 50% of the participants were Turkish (n = 25), followed by 34% Iranian
(n = 17) and 16% British (n = 8). This diverse sample represents the multicultural
nature of EFL teaching environments. The participants’ years of teaching experience
ranged from less than five years to fifteen years. 38% of the participants had 0 to 5
years of experience (n = 19), 46% had 5 to 10 years (n = 23), and 16% had 10 to 15

years (n = 8), with the largest group being mid-career teachers.

D. Data Collection Instrument

To collect data for this study, two primary instruments were used: the Role
Conflict and Ambiguity Inventory (RCAI) and a set of semi-structured interview
questions. The RCAI, originally developed by Rizzo, House, and Lirtzman (1970), is
a validated tool designed to measure individuals' experiences of role conflict and role
ambiguity. For this research, the inventory was adapted to the EFL teaching context
to assess teachers' perceptions of conflicting expectations and unclear responsibilities
in their professional roles. The inventory includes two subdimensions: role conflict,
which examines the extent to which participants face incompatible demands in their
roles, and role ambiguity, which evaluates the clarity of their assigned duties and
expectations. Each item on the RCAI was scored on a five-point Likert scale, ranging

from "Strongly Disagree" to "Strongly Agree."
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In addition to the RCAI, semi-structured interviews were conducted to gather
qualitative data and provide deeper insights into the participants’ experiences. A
subset of 10 participants, selected from the 50 individuals who completed the
inventory, took part in these interviews. Three questions, drawn from the research
framework by the researcher and approved by the supervisor, were designed to
further explore participants' perceptions of role conflict and role ambiguity and to

examine how these challenges contribute to burnout in their professional lives.

E. Data Analysis

The data collected in this study were analyzed using the licensed SPSS 27
software. Descriptive statistics, including frequency and percentage analyses, were
used to summarize the demographic characteristics of the participants, providing an
overview of their age, gender, nationality, and years of teaching experience. These
initial analyses offered a foundational understanding of the sample composition. To
address the research questions, the following inferential statistical tests were applied:

e Independent Samples T-Test: Used to examine gender differences in

participants’ perceptions of role conflict and role ambiguity.

e Mann-Whitney U Test: Applied for non-parametric comparisons in the Role
Conflict Subdimension, as the data did not meet normality assumptions.

o Kruskal-Wallis Test: Used to assess differences across multiple groups,

including age, nationality, and years of professional experience.

The significance threshold was set at p < 0.05. Effect sizes were calculated
where applicable to assess the magnitude of differences observed in the analyses.
These tests were chosen to address the specific characteristics of the data and the

research questions, ensuring a robust examination of the findings.

The interviews focused on understanding the participants' experiences, the
perceived impacts of role-related stressors, and the strategies they used to address
these challenges. Responses were transcribed verbatim from voice recordings for

thematic analysis.
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1. Reliability Analysis

Before exploring the main findings, it is essential to ensure the internal
consistency and reliability of the scales used to measure role conflict and role
ambiguity. This section confirms that the scales are valid and appropriate for
analyzing teachers' perceptions. Table 2 presents Cronbach’s Alpha values for the
Role Conflict and Role Ambiguity subdimensions and the total scale.

Table 2. Reliability Analysis of Subdimensions and Total Scale

Scale Cronbach’s a
Role Conflict Subdimension 0.812
Role Ambiguity Subdimension 0.794
Total Scale 0.702

Values above the threshold of 0.70 indicate that the scales are reliable. This
step validates the subsequent analyses, ensuring that the data accurately measure the

constructs under investigation.
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IV. FINDINGS

A. Introduction

This chapter presents the findings derived from the quantitative data obtained
through the Role Conflict and Ambiguity Inventory (RCAI). The findings are
organized systematically and presented in tables. The chapter begins with an
overview of descriptive statistics for both role-related stressors (Table 3).
Subsequently, analyses examine whether these perceptions differ significantly across
key demographic variables, including age groups (Table 4), gender (Table 5),
nationality (Table 6), and total years of experience (Table 7).

1. Findings on EFL Teachers’ Perceptions of Role Conflict and Role
Ambiguity

This section addresses the first research question by summarizing EFL
teachers' general perceptions of role conflict and role ambiguity. This is achieved
through descriptive statistics, which provide an overview of their experiences. Table
3 presents the descriptive statistics, including the mean, median, and standard
deviation for Role Conflict and Role Ambiguity scores. These descriptive findings
set the stage for inferential analyses by offering a baseline understanding of the

teachers' experiences.

Table 3. Descriptive Statistics for Role Conflict and Role Ambiguity

Subdimension/Scale Group N Mean Median SD
Role Conflict Female 31 30.8 32.0 5.35
Male 19 30.4 31.0 5.14
Role Ambiguity Female 31 18.5 18.0 4.01
Male 19 17.1 17.0 4.92
Total Score Female 31 49.2 51.0 6.85
Male 19 47.5 48.0 7.36
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e For Role Conflict, female participants reported a slightly higher mean score
(M = 30.8, SD = 5.35) compared to males (M = 30.4, SD = 5.14). Median

values were also close, with females scoring 32.0 and males 31.0.

e For Role Ambiguity, females had higher mean scores (M = 18.5, SD = 4.01)
than males (M = 17.1, SD = 4.92), with medians of 18.0 and 17.0,

respectively.

e The Total Score, representing combined perceptions of role conflict and
ambiguity, followed a similar pattern: females scored slightly higher (M =
49.2, SD = 6.85) than males (M = 47.5, SD = 7.36), with medians of 51.0 and
48.0, respectively.

2. Findings on Differences Across Age Groups

The second research question investigates whether perceptions of role conflict

and ambiguity differ across age groups.

Table 4. Kruskal-Wallis Test Results by Age Group

Subdimension/Scale Age N Mean Median SD 2 df p
Group
Role Conflict 25-30 27 30.8 30.0 488 0981 2 0.612

Subdimension
30-35 10 306 32.0 341
35-40 13 30.3 33.0 7.12

Results revealed no statistically significant differences among the age groups
(x¥(2) = 0981, p = 0.612). While participants aged 25-30 years reported slightly
higher Role Conflict scores (M = 30.8, SD = 4.88), followed by those aged 30-35
years (M = 30.6, SD = 3.41), and those aged 35-40 years (M = 30.3, SD = 7.12),
these differences were minimal and not meaningful. The p-value (p = 0.612) supports
the conclusion that age does not significantly influence participants' perceptions of
role conflict. These findings suggest that perceptions of role conflict remain
consistent across different age groups, highlighting the uniformity of this experience
regardless of age. The use of the Kruskal-Wallis test further confirms the robustness

of this analysis in handling non-parametric data.
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3.

Findings on Differences Based on Gender

The third research question aims to identify potential gender differences in

perceptions of role conflict and ambiguity.

Table 5. Independent Samples T-Test Results

Subdimension Group N  Mean Median SD SE  Statistic df p Effect
Size
Role Conflict F 31 308 320 535 0.96 Mann- - 0.488 Rank
Subdimension Whitney biserial
U =260 =-
0.119
M 19 304 310 514 1.18
Role F 31 185 18.0 401 072 t=1.10 48.0 0.277 Cohen’s
Ambiguity d=
Subdimension 0.320
M 19 171 170 492 113
Total Score F 31 492 510 6.85 123 t=0.85 48.0 0.398 Cohen’s
d=
0.249
M 19 475 48.0 7.36 1.69

4.

Role Conflict Subdimension: Due to the non-normal distribution of the data, the
Mann-Whitney U test was applied. Results showed no significant difference
between female (Median = 32.0) and male participants (Median = 31.0) in their
perceptions of role conflict (U = 260, p = 0.488). Although females reported
slightly higher rank-based scores, the rank biserial correlation (-0.119) confirmed
that the effect size was minimal, indicating consistent perceptions of role conflict

across genders.

Role Ambiguity Subdimension: For Role Ambiguity, an independent samples t-
test was conducted. Females (M = 18.5, SD = 4.01) had slightly higher mean
scores than males (M = 17.1, SD = 4.92), but this difference was not statistically
significant (t(48) = 1.10, p = 0.277, Cohen’s d = 0.320). This suggests that gender

did not play a significant role in participants’ experiences of role ambiguity.

Findings on Differences Based on Nationality

The fourth research question explores whether nationality affects teachers'

perceptions of role conflict and ambiguity. Table 6 reports Kruskal-Wallis test results

for Role Conflict and Ambiguity scores across nationalities (Turkish, Iranian,

British). The results assess whether cultural or contextual factors influence teachers'

experiences.
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Table 6. Kruskal-Wallis Test Results by Nationality

Subdimension/Scale Nationality N Mean Median SD 2 df p

Role Conflict British 8 320 320 3.66 0.218 2 0.897
Subdimension

Iranian 17 299 32.0 7.31

Turkish 30 31.2 315 3.90

The results indicated no statistically significant differences among the groups
(¥*(2) = 0.218, p = 0.897). British participants reported the highest mean Role
Conflict scores (M = 32.0, SD = 3.66), suggesting a slightly higher perception of
conflict compared to other groups. Turkish participants scored similarly (M = 31.2,
SD = 3.90), while Iranian participants reported the lowest mean scores (M = 29.9,
SD = 7.31). Despite these observed differences, the p-value (p = 0.897) confirms that
the variations are not statistically significant, indicating that nationality does not
substantially influence perceptions of role conflict. These findings suggest that
perceptions of role conflict are consistent across nationalities in the sample. The
minor variations in mean scores may reflect cultural or organizational differences,

but they lack statistical support to draw firm conclusions.

5. Findings on Differences Based on Professional Experience

The fifth research question examines whether teachers' years of professional
experience significantly impact their perceptions of role conflict and ambiguity.
Table 7 presents Kruskal-Wallis test results for groups based on years of experience
(0-5, 5-10, and 10-15 years). This analysis helps determine if professional seniority

contributes to variations in perceptions.

Table 7. Kruskal-Wallis Test Results by Total Years of Experience

Subdimension/Scale Years_of N Mean Median SD y* dfp
Experience
Role Conflict 0-5 19305 290 4214362 0.113
Subdimension
10-15 8 27.8 30.0 8.48
5-10 23318 33.0 4.35

The results indicated no statistically significant differences among the
experience groups (¥*(2) = 4.36, p = 0.113). Participants with 5-10 years of
experience reported the highest mean Role Conflict scores (M = 31.8, SD = 4.35),

potentially reflecting the challenges faced during the midpoint of their careers.
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Conversely, those with 10-15 years of experience reported the lowest mean scores
(M = 27.8, SD = 8.48), suggesting that more experienced individuals might have
developed coping mechanisms or strategies to mitigate role conflict. Participants
with 0-5 years of experience reported intermediate scores (M = 30.5, SD = 4.21).
While these variations were observed, the p-value (p = 0.113) indicates that the
differences are not statistically significant, implying that total years of experience do
not substantially influence perceptions of role conflict. These findings suggest a
general consistency in role conflict experiences across varying levels of professional

experience.

B. Thematic Analysis of the Qualitative Data

1. Introduction

The findings of this study provide a comprehensive understanding of how
role ambiguity and associated challenges contribute to teacher burnout. Through

thematic analysis, participant responses were organized into three primary domains:
e Organizational and Workplace Factors
e Psychological and Emotional Factors
e Social and Interpersonal Factors

These domains encompass various interconnected subcategories, reflecting
the multifaceted nature of the issues teachers face in their professional lives. The
analysis revealed recurring patterns across participants' experiences, demonstrating
consistent struggles with role-related challenges, regardless of institutional context.
This universality underscores the systemic nature of these issues, highlighting shared
vulnerabilities within the teaching profession. The following sections present the key
themes identified in the analysis, alongside their implications for understanding and

addressing teacher burnout.

2. Findings

The thematic analysis highlights several recurring themes across the
participants’ responses. A prominent observation is the universality of these
experiences, as participants from different institutions reported strikingly similar

struggles. This consistency suggests systemic issues that transcend individual
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workplaces and underscore shared vulnerabilities in the teaching profession. Table 8
below summarizes the key themes identified through the analysis and their
distribution across participants. The table highlights the number of participants

associated with each theme, as well as their corresponding participant codes.

Table 8. Themes and Participant Distribution

Theme Number of Participants
Participants
Role Conflict and Ambiguity 6 1,4,6,7,10
Workload and Time Pressure 4 1,4,7,8
Lack of Institutional Support 4 2,5,8,10
Emotional Exhaustion 4 2,4,6,10
Teacher-Student Relationships 3 3,57
Classroom Management Challenges 3 3,6,9

Parent Expectations 3 3,59

As shown in Table 8, Organizational and Workplace Factors emerged as the
most dominant theme, with the majority of participants emphasizing issues like Role
Conflict and Ambiguity and Workload and Time Pressure. Participants repeatedly
expressed frustration over conflicting expectations—such as balancing academic
rigor with institutional policies that prioritize student satisfaction—and the excessive
administrative burdens placed on them. For instance, several participants described
how tracking students’ attendance and managing non-academic responsibilities
detract from their primary teaching duties, leaving them emotionally and
professionally drained. These organizational challenges form the foundation of their
burnout experiences, as the lack of autonomy and institutional support intensifies

feelings of helplessness.

Beyond organizational factors, many participants also reported Psychological
and Emotional Factors, such as Emotional Exhaustion and Classroom Management
Challenges. These issues often stem from the cumulative impact of excessive
workload, unclear role expectations, and inadequate administrative backing. For
example, one participant described the emotional toll of acting as a counselor and
mentor in addition to being a teacher, while others highlighted the difficulties of
managing classrooms where students disregard authority due to weak institutional

enforcement.

Social and Interpersonal Factors, such as Teacher-Student Relationships and

Parent Expectations, were also significant contributors to burnout. As reflected in
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Table 8, three participants explicitly cited challenges in managing relationships with
students, while three others highlighted the unrealistic expectations from parents.
Participants recounted how these demands, coupled with a lack of accountability
among students, create a constant sense of tension and dissatisfaction. In some cases,
the administration’s tendency to side with students or parents exacerbated these

issues, leaving teachers feeling unsupported and undervalued.

Another critical finding is that no participant’s experience was confined to a
single theme. Most participants reported challenges spanning multiple categories,
illustrating how these factors interact and compound over time. For example, one
participant described how administrative burdens (Workload and Time Pressure) led
to emotional exhaustion, which, in turn, impacted their ability to manage classroom
dynamics effectively. This interconnectedness, as summarized in Table 1, reveals
how burnout is not the result of isolated issues but rather the cumulative effect of

overlapping stressors.

The participants’ responses collectively highlight the pervasive nature of
burnout in the teaching profession. Despite their diverse institutional contexts, the
shared experiences of role ambiguity, lack of institutional support, and emotional
exhaustion reveal a common thread in how educators grapple with professional
demands. These findings highlight the pressing need for systemic reforms to tackle
these intertwined challenges effectively, providing teachers with the support and

autonomy necessary to thrive in their roles.
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V. CONCLUSION

A. Introduction

This chapter presents the conclusions derived from the findings of this study,
systematically addressing each research question in alignment with the study's
objectives. It aims to synthesize the quantitative and qualitative insights gathered,
providing a comprehensive understanding of EFL teachers’ perceptions of role
conflict, role ambiguity, and burnout. Additionally, it highlights the study's
limitations and offers practical recommendations for future research and educational

practices.

1. Results on Role Conflict

Role conflict emerged as a significant challenge for EFL teachers in Turkish
foundation universities, primarily characterized by overlapping and contradictory
responsibilities. Survey items (1-8) explored different aspects of this conflict,
revealing that many participants experienced role-related stress, which impacted their
teaching effectiveness and professional well-being. Both quantitative and qualitative
data pointed to recurring issues of inadequate resources, conflicting expectations, and

inefficient workflows.

The data indicated a strong agreement with items related to insufficient
support. Item 7, focused on lack of manpower, and Item 8, highlighting inadequate
resources, received the highest levels of agreement with 21 and 20 participants
selecting “Agree,” respectively. These responses underscored teachers' frustration
with institutional support structures, a sentiment echoed in the qualitative findings.
As supported by the findings of Ghorpade, Lackritz, and Singh (2011), role conflict
and insufficient resources contribute to increased emotional exhaustion, thereby
diminishing motivation and engagement in professional responsibilities. Validating
this conclusion, Participant 1 expressed dissatisfaction with administrative burdens,

sharing:
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"We have to follow additional things we are not supposed to...
like tracking each student who doesn’t attend the lessons or students who
have been absent since day one... We are made to call them on our
private phones. Why do | waste my time chasing after irresponsible
students? This is not supposed to be my priority, I'm there to prepare

lessons and teach."

This comment illustrates how administrative responsibilities divert time and
energy from instructional duties, contributing to a sense of frustration. Such
situations, where teachers lack sufficient support and clarity, hinder their ability to
prioritize in-class teaching effectively. Bauer and Simmon (2000) highlighted this
issue by claiming that role ambiguity impairs employees' ability to establish clear
task priorities. Other survey items also addressed conflicting responsibilities that
teachers face. Item 1, which focused on tasks being performed inefficiently, received
significant "Agree" responses. Similarly, Item 3, addressing incompatible requests
from multiple stakeholders, and Item 5, highlighting unnecessary work, garnered a
notable number of neutral responses, reflecting varied teacher perceptions on these

challenges. Participant 2 further emphasized the impact of these pressures, stating:

"Administration wants the paperwork done, students want extra
materials, and deadlines are tight. | have to fill in pages and pages of
reports for each student. It’s stressful trying to keep up with all. There
are times when | spend more time doing the paperwork than what I spend
on teaching."

These experiences suggest that conflicting directives and poorly coordinated
task allocation are common sources of stress for teachers. Beauchamp and Bray
(2001) emphasized this situation by stating that conflicts between tasks, especially
under conditions of time and resource scarcity, negatively impact work efficiency
and the psychological well-being of employees. Similarly, unclear institutional
guidelines were also identified as a source of role conflict. Item 4, focusing on the
struggle to meet contradictory expectations, highlighted the lack of coherence in

institutional directives. Participant 8 noted:

"The coordinators expect us to strictly follow the syllabus, but
students want more flexibility. They ask for role plays, word games,

talking about interesting facts... I am more on their side, but there will be
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a bigger issue if I don’t exactly follow the syllabus. It’s impossible to
make everyone happy, it’s frustrating."

This statement reflects how inconsistent expectations create professional
dissonance, which was also highlighted by Van Sell et al., (1981). Role conflict often
stems from contradictory expectations, and a lack of coordination in workflows,
ultimately decreasing job satisfaction and productivity. Overall, the findings
demonstrate that role conflict is a systemic issue rooted in the organizational
frameworks of preparatory programs. The combination of conflicting demands,
inadequate resources, and ambiguous guidelines has led to heightened stress and
reduced professional fulfillment among teachers. Institutional reforms aimed at
improving workload distribution, clarifying communication, and granting greater
autonomy are necessary to alleviate these challenges and enhance both teacher well-

being and educational outcomes.

2. Results on Role Ambiguity

Role ambiguity was identified as a significant issue affecting EFL teachers in
Turkish foundation universities. This ambiguity, stemming from unclear job
responsibilities, expectations, and evaluation criteria, leaves teachers uncertain about
their roles. Survey items 9-14 explored different facets of role ambiguity, revealing a
duality: while some teachers reported clear role expectations, others experienced
significant confusion due to insufficient communication and conflicting directives.
Both quantitative and qualitative data emphasized recurring issues such as
inconsistent authority, shifting priorities, and undefined goals.

The survey indicated that some teachers felt relatively confident about their
responsibilities. Item 9, which focused on clear expectations, and Item 10, addressing
time management, both received high levels of agreement, with 21 participants
selecting “Strongly Agree.” These results suggest that a segment of teachers has
adequate clarity regarding their tasks. However, other items, including those
addressing authority and procedural guidelines, reflected greater uncertainty. ltems
11 and 12, for example, received more neutral and negative responses, indicating
confusion over institutional expectations. Qualitative data reinforced these findings,

illustrating how unclear and inconsistent communication leads to role ambiguity.
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Participant 5 described the daily uncertainty caused by ever-changing
responsibilities:

"Sometimes I feel like ['m guessing my priorities. Every day, there
is a new task or a new rule, and many last-minute changes. | need more
stability, not 'hey, something new just came up' every day, because | have

to make rearrangements again and again."

This lack of stability affects teachers' ability to plan and prioritize their work,
which results in problems in daily arrangements. Rizzo et al. (1970) concluded that
difficulties in establishing clear work priorities directly associate role ambiguity,
which ultimately results in burnout, as Participant 5 mentioned. Moreover,

Participant 10 elaborated on the problem of conflicting directives within institutions:

"Coordinators are not consistent among themselves. One
manager says one thing, another expects something else. Three managers
can’t agree on one thing, yet they want us to do everything and manage

25+ students. Nobody wants that ambiguity because it slows us down."

This statement illustrates how fragmented communication and conflicting
expectations create daily challenges for teachers, increasing their stress and role
confusion. Judeh (2011) similarly emphasizes that inadequate organizational
socialization contributes to role ambiguity by fostering inconsistencies in
communication and expectations, ultimately hindering employees' ability to meet
institutional requirements effectively. The challenges surrounding authority and role
boundaries were evident in responses to Items 11 and 12. Teachers expressed
uncertainty about the extent of their authority, which negatively impacted classroom

management. Participant 3 illustrated this dilemma:

"You can’t say anything to anybody these days. Nobody could
interfere with how a teacher disciplined the class in the past. Now, I
can’t even hold students responsible for misbehaving. It’s exhausting to

know my hands are tied about most things."

This aligns with Seis (2023), who found that restricted teacher autonomy and
administrative constraints intensify role ambiguity, negatively affecting teachers'
authority and classroom management. While most answers were in the same

directions, items related to goal setting (Items 13 and 14) reflected mixed responses.
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Some participants acknowledged the presence of structured objectives, while others
reported feeling lost. Participant 6 commented on the conflict between institutional

reputation and genuine educational goals:

"Schools care so much about their reputation as a top university
to learn English. But honestly, sometimes it’s all about making everybody
happy with their covert ‘all must pass' policy. My opinion of students’
progress doesn’t matter in any way. Why put me under all that pressure

then?"

This statement reveals the frustration teachers feel when institutional
priorities focus on maintaining a positive reputation rather than genuine educational
objectives. Demirel and Cephe (2015) similarly found that institutional policies
driven by performance indicators and reputation management create conflicting
demands on teachers. Interviews revealed that in such situations, teachers start not
giving as much consideration to students’ points because they are asked to create an
ideal yet ‘“fabricated” progress rate, which leaves out whatever professional
evaluation they have to offer. When this is combined with restricted authority, piled
up paperwork, contrasting demands from multiple parties, and unclear guidelines,
teachers lose their enthusiasm and eagerness to provide quality education to their

students.

B. Differences in Perceptions Across Demographic Variables

The analysis of demographic variables, including age, gender, nationality, and
years of professional experience, revealed minimal statistically significant
differences in EFL teachers’ perceptions of role conflict and role ambiguity. While
slight variations were observed in some cases, the overall consistency in findings
suggests that systemic factors, rather than individual demographic differences,
predominantly shape these perceptions. This section delves into potential
explanations and contributing factors, adopting a discussion-based approach to

understand why these variables might not significantly influence perceptions.

1. Age

The analysis revealed no statistically significant differences in perceptions of
role conflict and ambiguity across age groups (25-30, 30-35, and 35-40).
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However, the context of the findings suggests that the younger demographic,
particularly the 25-30 age group—representing 54% of the participants—plays a role
in shaping the uniformity of these perceptions. Private universities typically follow
structured and standardized frameworks to maintain consistency in teaching quality
and institutional practices. These rigid systems minimize the influence of age-related
differences since teachers, regardless of their career stage, are required to adhere to
the same policies, workloads, and expectations. As Quirap (2022) highlights,
younger teachers often face overlapping roles and vague task expectations within
such rigid structures, which contributes to early-career burnout and increased stress.
Nonetheless, younger teachers often face unique challenges tied to their early-career
stage. As new entrants to the profession, they are still learning to navigate complex
institutional demands, including administrative duties, curriculum compliance, and
student engagement. This stage is often accompanied by heightened uncertainty and
stress, as they may lack established coping strategies. The generational shift in work
attitudes further complicates this experience. Fisherman (2015) points out that
evolving expectations and ambiguous role definitions particularly burden younger
professionals who are less experienced in navigating organizational politics and
systems. Younger professionals tend to expect clear role definitions and boundaries,
and the reality of overlapping responsibilities can intensify feelings of dissatisfaction
and burnout. For example, excessive administrative tasks or unclear expectations
may quickly disillusion these teachers, leading to disengagement. In contrast,
teachers in the older age groups (30-35 and 35-40) may have developed better
strategies for managing these challenges. Their deeper understanding of institutional
dynamics helps them navigate ambiguity and role conflict more effectively, reducing
the psychological strain over time. This experience likely enables them to maintain a
more stable and balanced approach to their responsibilities, mitigating the impact of
conflicting demands.

2. Gender

The findings indicated no statistically significant differences in perceptions of
role conflict and ambiguity between male and female participants. However, female
participants reported slightly higher mean scores in both role conflict and role
ambiguity compared to their male counterparts. As Kii¢likoglu (2014) highlights,

female teachers often experience compounded stress due to overlapping professional
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and societal expectations, which may explain slightly higher reports of role
ambiguity in female participants. These findings offer an opportunity to explore
potential underlying causes. One possible explanation is that, such dual
responsibilities can amplify the perception of conflict and ambiguity, particularly
when institutional demands lack flexibility or clarity. It is also important to consider
that teaching in private university preparatory programs in Tiirkiye may not reflect
stark gendered differences in role perceptions, as these institutions often operate
within structured, standardized environments. Such systems tend to impose uniform
expectations on all employees, potentially reducing the impact of gender-specific

variables.

3. Nationality

The findings showed no statistically significant differences in perceptions of
role conflict and ambiguity across nationalities, with Turkish teachers reporting
slightly higher mean scores. Similar to gender statistics, aforementioned standardized
policies and structures in private universities limit the influence of cultural
background on teachers' role-related experiences. These institutions implement
uniform curricula, assessment practices, and operational policies that require
teachers, regardless of nationality, to follow similar guidelines. This standardized
approach has the power to reduce variations in how role conflict and ambiguity are
perceived to a great extent. Moreover, EFL teachers often work within international
frameworks like the CEFR, which promotes consistent professional expectations.
Xing (2022) explains this matter by emphasizing the mediating role of professional
identity and organizational expectations, which reduce the influence of nationality on
role ambiguity within structured institutions. This aligns with findings from Iranian
EFL teachers, where systemic factors minimized the differences in job satisfaction
across demographics like nationality (Rezai et al., 2021). As a result, teachers across
different nationalities may face comparable challenges related to conflicting duties

and unclear responsibilities.

4. Total Years of Experience

The analysis found no statistically significant differences in role conflict and
role ambiguity perceptions across years of professional experience. Teachers with

varying experience levels (0-5 years, 5-10 years, and 10-15 years) reported similar
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challenges and uncertainties, indicating that institutional policies and organizational
structures exert a stronger influence than individual career stages. Private foundation
universities often follow rigid, top-down decision-making processes, enforcing
standardized responsibilities and limiting teachers' autonomy. This approach affects
even seasoned teachers who may feel restricted despite their expertise. Dogan et al.
(2020) and Gilbert et al. (2019) highlight that senior staff often face role conflict and
reduced time for core responsibilities due to increased administrative burdens. Newer
teachers with less than five years of experience may struggle more with role conflict
and ambiguity, as they often lack familiarity with the institution's complex
expectations. Research indicates that teachers new to their roles are often
overwhelmed by conflicting demands, which increases stress and reduces their
ability to perform effectively (Williams, 2012). Thus, balancing administrative tasks
with teaching responsibilities can heighten their stress and uncertainty. Mid-career
teachers (5-10 years of experience) exhibited slightly higher levels of role conflict,
potentially due to increased responsibilities such as mentoring new staff or
contributing to decision-making processes. Without appropriate support systems,
these additional duties can exacerbate job-related stress and diminish performance
(Jones, 1993). These findings highlight the varying ways professional experience
interacts with institutional factors. Less experienced teachers need support to
navigate role demands, while mid-career and senior teachers may benefit from
targeted initiatives like mentorship and professional development programs to
mitigate the unique pressures they face.

C. Teacher Burnout as a Result of Role-Related Challenges

Previous sections have examined how role-related problems impact
educational institutions, students, and overall teaching quality. This final section
shifts its focus entirely to the teacher, moving beyond structural and institutional
factors to explore the personal toll of these challenges: teacher well-being. It explores
the psychological, emotional, and motivational consequences of these challenges.
Through qualitative data, this section will reveal how these role-related struggles
affect teachers’ emotional resilience, personal fulfillment, and overall sense of well-
being, shaping their mental health, motivation, and long-term engagement in the

profession.
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One of the most striking findings from the qualitative data is the significant
toll role-related challenges take on teachers' emotional and psychological well-being.
Many participants expressed feelings of constant stress, anxiety, and frustration
stemming from unclear job expectations and conflicting responsibilities. Participant

4 described how they were affected by aforementioned challenges:

"Negatively, of course. When | think about sow busy I'll be- plus
the pressure from the managers... There are times | wake up in the
morning already exhausted. It’s not always that bad, but sometimes the
only thing that motivates me is the paycheck, not the teaching or
students.”

This statement reflects a gradual deterioration of professional motivation due
to accumulated stress. The participant’s hesitation ("It’s not always that bad")
suggests burnout develops over time, rather than occurring suddenly. The mention of
waking up already exhausted indicates that work-related stress extends beyond the
classroom, affecting daily life. This aligns with Maslach and Leiter’s (2016) view of
burnout, particularly emotional exhaustion as a core component. Additionally,
"pressure from the managers" highlights institutional demands as a primary source
of fatigue, reinforcing those systemic pressures, rather than teaching itself, drive
emotional exhaustion. The final remark, "sometimes the only thing that motivates me
is the paycheck", signals a loss of intrinsic motivation—a shift from passion-driven

teaching to financial necessity as the primary incentive.

Additionally, depersonalization—characterized by emotional detachment
from students, colleagues, and institutional responsibilities—emerged as a significant
consequence of burnout. Teachers experiencing burnout often struggle to maintain
the same level of care and commitment to their work. Participant 7 illustrated how

their passion for teaching has diminished over time:

"l used to enjoy doing my job. Now, it’s more like, let’s finish and
go home. | avoid engaging with students and colleagues unless necessary
because I don’t have the energy. Well, apart from my close friends of

course. They make it tolerable.”

This statement reflects a clear shift from intrinsic motivation to emotional

disengagement. The phrase "let’s finish and go home" suggests that teaching has lost
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its sense of fulfillment and has instead become a routine obligation. The participant’s
deliberate disengagement from students and colleagues—with the exception of close
friends—indicates an effort to conserve emotional energy, reinforcing Schaufeli and
Enzmann’s (1998) argument that burnout leads to defensive detachment. Rather than
a complete rejection of teaching, this behavior appears to be a coping mechanism in
response to overwhelming workloads (Akbari and Eghtesadi Roudi, 2020).

While some teachers experience emotional exhaustion and depersonalization,
others adopt different coping mechanisms to navigate their professional struggles.

Participant 9 reflected on this approach:

"It is hard, yes, but | try not to think about it. Is the workload too
much? Yes. Is management ineffective? Probably. But thinking about it
really gets to you. So, I just focus on my lessons and don’t question these

too much."

This response suggests a conscious avoidance strategy, where the teacher
chooses to disengage from larger institutional concerns as a means of self-

iz

preservation. The statement “thinking about it really gets to you” implies an
awareness of systemic dysfunction, yet a refusal to confront it directly, highlighting
the mental strain of continuous frustration. While this approach may offer temporary
relief, it raises questions about long-term job satisfaction and the sustainability of

such a mindset (Mahmoodi and Shahrebabaki, 2019).

For some, burnout is not solely a result of excessive workload or conflicting
expectations, but also a realization that the profession lacks opportunities for growth.
Participant 5 described how the absence of professional progression, coupled with

bureaucratic burdens, contributed to their disengagement:

"After some point, everything just repeats itself. The classes I
teach, the materials | use, the questions students ask... all the same. If |
get a promotion, it only means more unnecessary tasks and procedures.

What'’s the point?"

This statement underscores how burnout is not solely about physical or
emotional exhaustion, but also about a loss of purpose. The frustration expressed in
“what’s the point?” signals a decline in motivation, revealing a deeper existential

discontent with the profession itself.
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Others have sought to escape these challenges by changing institutions,
hoping that a different workplace might offer better conditions. Participant 3 shared

their disappointment:

"l thought my previous school was the problem. I believed that
moving to a better school would fix it. Then | saw that they were... more
or less the same. So | stopped expecting change. | do what | can, but the

rest is out of my hands."

This response illustrates a shift from frustration to resignation, where the
teacher has come to terms with the limits of their control. The phrase “I stopped
expecting change” suggests an adaptation to stress through acceptance rather than
resistance, demonstrating how some teachers cope by adjusting their expectations

rather than fighting against an unchanging system (Starnaman and Miller, 1992).

Similarly, burnout does not manifest in isolation, it is also shaped by
teachers’ observations of how their colleagues handle the same stressors. Participant

8 expressed their perspective:

"It was annoying when | saw colleagues who didn’t care at all;
how are they so relaxed while I'm stressing over everything? But then I
realized—probably they weren'’t always this way. Maybe they just went
through it too and simply got used to it. And honestly, maybe that’s the

only way to survive this job."

This account demonstrates the evolution of perspective in response to
burnout, where teachers gradually recognize that emotional disengagement may not
be negligence, but rather a learned coping mechanism. The phrase “maybe that’s the
only way to survive” signals an internal conflict between wanting to stay engaged
and acknowledging that detachment might be necessary for long-term endurance in
the profession. Regardless of their coping strategies, the underlying reality remains
the same; burnout in teaching is not just about workload but about a profound

struggle with professional identity, motivation, and long-term sustainability.

While many teachers struggle with demands of the profession, others find

solace in the social and dynamic aspects of teaching. Participant 6 shared:

"Yes, all these are too much sometimes. But when | am in the

class, | forget about most negativities because my students really make it
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easier for me. Their young energy and the fun of the lessons remind me
why |'m there. It doesn’t erase all the problems, but it keeps me from

focusing on the negatives. This is what keeps us all going, | guess.”

This statement illustrates how maintaining a connection with students serves
as a protective factor against burnout. The phrase "I forget about most negativities"
suggests that while institutional challenges persist, they momentarily fade into the
background when the teacher is actively engaged in lessons. The reference to "young
energy” and "fun flow™ highlights how the social, interactive nature of teaching
provides an emotional uplift, counteracting the stressors that might otherwise
dominate their perception of the job. Rather than disengaging as a coping
mechanism, this behavior actively leans into the positive aspects of the profession.
The phrase "this is what keeps us all going" reflects a shared experience among many
educators—while systemic issues remain, the human interactions inherent in
teaching sustain their motivation. This perspective offers a compelling contrast to
teachers who cope by distancing themselves emotionally. It suggests that burnout is
not solely a function of external pressures but also of whether positive
reinforcements exist to balance those stressors (llya, 2023). For some, students and
the classroom experience provide a crucial source of motivation, preventing

complete disengagement from the profession.

To sum up, the findings of this section reveal that teacher burnout is a
multifaceted and deeply personal struggle (Gabriel, 2013). While some teachers
experience emotional exhaustion and depersonalization, others adopt avoidance
strategies, resign themselves to systemic challenges, or attempt to find meaning in
student interactions. Burnout manifests in various forms, ranging from frustration
over repetitive professional cycles to disappointment in institutional realities that
remain unchanged despite transitions to different workplaces. The absence of career
growth opportunities, excessive bureaucracy, and conflicting expectations exacerbate
feelings of stagnation, further diminishing motivation and professional fulfillment
(Fernet et al., 2012).

However, not all teachers succumb to burnout in the same way. For some, the
social and interactive nature of teaching acts as a counterbalance to stress. Teachers
who find joy in student engagement, classroom energy, and the human connection

inherent in their profession demonstrate a greater ability to maintain resilience
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despite institutional difficulties. This contrast highlights an essential takeaway:
burnout is not solely shaped by external pressures but also by the presence (or
absence) of positive reinforcements that counteract these stressors (Jones, 1993).
While systemic issues remain a persistent challenge, the findings suggest that
providing institutional support and fostering environments that encourage

meaningful teacher-student interactions may play a crucial role in mitigating burnout.

D. Limitations and Recommendations for Future Research

This study acknowledges several limitations that should be considered when
interpreting the findings and designing future research. One key limitation is the
sample size, which, despite including teachers from various backgrounds and levels
of experience, remains limited in scope. Expanding the study to include a broader
participant pool across different university types would enhance the generalizability
of the findings. Future research could explore how institutional differences shape
teachers' experiences with role-related challenges, allowing for meaningful
comparisons across various educational settings. Additionally, this study relies on
self-reported data collected through Role Inventory (RCAI) and semi-structured
interviews. While effective in capturing personal experiences, self-reports may be
influenced by participants' immediate work conditions or emotional states at the time
of data collection. A mixed-methods approach incorporating longitudinal data or
observational studies could provide a more comprehensive understanding of
contributors of burnout. While this study highlights diverse coping strategies, it does
not systematically assess the resilience factors that help mitigate burnout. Future
research could examine protective factors such as professional development, peer
support networks, and institutional interventions that may help reduce stress and
improve teachers’ long-term engagement. Findings of this study suggest that burnout
is influenced by interpersonal factors, with some teachers disengaging to protect their
well-being while others are motivated by student interactions. Future research could
explore how these interpersonal responses impact burnout and resilience. By
addressing these limitations, future studies can build upon these findings, offering
deeper insights into the long-term effects of role-related challenges and identifying
more effective strategies for supporting EFL teachers in managing stress and

sustaining their professional motivation.
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APPENDIX A: Demographic Data Form & Role Conflict and Ambiguity Scale

Category Details
Age
Gender
Nationality
Total Years of Experience
Item Statements 2 3 4 5
No (Disagree) (Neutral) (Agree) (Strongly
Agree)
1 I have to do things that should
be done differently.
2 I have to buck a rule or a policy
in order to carry out an
assignment.
3 | receive incompatible requests
from two or more people.
4 I do things that are apt to be
accepted by one person and not
accepted by others.
5 I work on unnecessary things.
6 I work with two or more groups
who operate quite differently.
7 I receive assignments without
the manpower to complete
them.
8 I receive assignments without
adequate resources and
materials to execute them.
9 I know exactly what is expected
of me. (Reverse Scored)
10 I know that I have divided my
time properly. (Reverse Scored)
11 Explanation of what has to be
done is clear. (Reverse Scored)
12 | feel certain about how much
authority | have. (Reverse
Scored)
13 I know what my responsibilities
are. (Reverse Scored)
14 Clear, planned goals and

objectives exist for my job.
(Reverse Scored)

58



APPENDIX B: Semi-Structured Interview Questions

1.

"Do you think the lack of clarity in your roles or expectations at work has
contributed to emotional exhaustion, depersonalization, or a loss of

professional motivation in your teaching career?"

In your opinion, how do these challenges, such as unclear expectations or
conflicting responsibilities, affect your overall well-being as a teacher?"

"If you believe these challenges have led to burnout (such as feeling
emotionally drained, losing interest in your work, or feeling detached
from students), what specific factors or experiences do you think

contributed the most?"
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