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ABSTRACT

ENGLISH LANGUAGE TEACHER AGENCY:
A NARRATIVE INQUIRY IN A HIGHER EDUCATION CONTEXT

KARATAS, Pmar
Ph.D., The Department of English Language Teaching
Supervisor: Prof. Dr. A. Cendel KARAMAN

October 2024, 394 pages

This narrative inquiry explores how experienced English language teachers in a
higher education context in Tirkiye exercise teacher agency in relation to teaching,
professional learning, organizational processes, and social participation. The study
also explores the perceptions of teachers regarding their professional roles and
agency and the impacts of political, social and institutional factors on their agentic
orientations. The participants comprise eight experienced language teachers and the
data were collected through four semi-structured interviews with each teacher.
Critical incidents, documents, ethnographic observations and field notes were used to
triangulate the data. The content analysis revealed that agency across various
domains was shaped by their personal histories and experiences in earlier figured
worlds, including family, prior schooling, teacher education, and alternative
certification programs, as well as by their aspirations and teaching philosophies. The
study found that the designation of the institution as a research university introduced
new priorities and various constraints, which affected the agentic orientations of
teachers. Amidst neoliberal discourses, the teachers problematized practices and

discourses that conflicted with their beliefs and values and constructed alternative
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realities to exercise agency. When they felt rendered invisible and their contributions
were disregarded, they engaged in principled withdrawal and created liberating
worlds outside the school. The findings suggest that teacher agency is multifaceted,
multilayered, and fluid and thus cannot be reduced to merely tangible actions. The
study offers implications for policymakers, teacher educators, administrators,

teachers, in-service professional development programs, and researchers.

Keywords: English Language Teacher Agency, Quality Assurance, Accreditation,
English Language Teacher Education



0z

INGILiZCE OGRETMENI ETKINLIGI:
BiR YUKSEKOGRETIM KURUMUNDA ANLATI CALISMASI

KARATAS, Pmar
Doktora, Ingiliz Dili Ogretimi B&liimii

Tez Yoneticisi: Prof. Dr. A. Cendel KARAMAN

Ekim 2024, 394 sayfa

Bu anlati ¢alismasi, Tiirkiye'de bir yiiksekdgretim kurumunda deneyimli Ingilizce
ogretmenlerinin 6gretim, mesleki 6grenme, orgiitsel siiregler ve sosyal katilimla ilgili
olarak ogretmen etkinligini nasil sergiledigini arastirmaktadir. Caligma ayrica
ogretmenlerin mesleki rolleri ve 6gretmen etkinligine iligkin algilarini ve politik,
sosyal ve kurumsal faktorlerin etkinlik yoOnelimleri tizerindeki etkilerini
incelemektedir. Katilimcilar sekiz deneyimli dil 6gretmeninden olusmaktadir ve
veriler her bir Ogretmenle yapilan dort yari1 yapilandirilmigs goriisme yoluyla
toplanmistir. Verileri ¢esitlemek i¢in kritik olaylar, belgeler, etnografik gozlemler ve
saha notlar1 kullanilmustir. Igerik analizi, bu alanlardaki 6gretmen etkinliginin,
ogretmenlerin kisisel gegmisleri ile aile, dnceki okul, 6gretmen egitimi ve alternatif
sertifika programlar1 gibi Onceki alanlardaki deneyimlerinin yani sira hedefleri ve
ogretim felsefeleri tarafindan sekillendirildigini ortaya koymustur. Calisma, kurumun
bir arasgtirma iniversitesi olarak tanimlanmasinin  6gretmenlerin  etkinlik
yonelimlerini etkileyen yeni Oncelikler ve cesitli kisitlamalar getirdigini ortaya
koymustur. Ogretmenler, neoliberal sdylemlerin ortasinda, kendi inan¢ ve

degerleriyle celisen uygulama ve sOylemleri sorunsallastirmiglar ve Ogretmen
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etkinligi sergilemek i¢in alternatif gerceklikler insa etmisglerdir. Goriinmez
kilindiklarin1 ve katkilarinin géz ardi edildigini hissettiklerinde, ilkeli bir ¢ekilme
siirecine girmis ve okul disinda Ozgiirlestirici alanlar olusturmaya yoneldiklerini
belirtmislerdir. Bulgular, 6gretmen etkinliginin ¢ok yonlii, ¢ok katmanli ve akigkan
oldugunu, bu nedenle yalnizca somut eylemlere indirgenemeyecegini One
stirmektedir. Bu ¢aligma, egitim politika yapicilari, O6gretmen egitimcileri,
yoneticiler, 6gretmenler, hizmet i¢i mesleki gelisim programlar1 ve arastirmacilar

icin ¢ikarimlar sunmaktadir.

Anahtar Kelimeler: ingilizce Ogretmeni Etkinligi, Kalite Giivencesi, Akreditasyon,

Ingilizce Ogretmeni Egitimi
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CHAPTER 1

INTRODUCTION

This chapter presents an overview of the context and background relevant to the
study. It then addresses the significance of the study, emphasizing its potential
contribution to the field. Following this, the purpose of the study is defined, and the
research questions guiding this dissertation are introduced. Finally, key terms used

throughout the dissertation are defined to ensure clarity.

1.1. Background to the Study

Becoming and being a teacher can be considered a multi-faceted and complex
endeavor that goes beyond the mere acquisition of theoretical and pedagogical
knowledge. It “involves the person intellectually, socially, morally, emotionally and
aesthetically” (Beattie, 1995, p. 54). Toom et al. (2015) focus on the complex and

dynamic nature of teachers’ work and state that:

Teachers are required to engage in innovative learning, adapt themselves to
diverse requirements in their working environment, interpret and negotiate
with both their colleagues and with parents the multiple possibilities implied
by policies, make independent choices and find a balance between their
personal preferences and shared collegial understandings. (p. 615)

Given the technological and social changes in the world, as well as organizations’
efforts to cope with economic pressures, within the current climate of reforms and
policy changes in the educational domain, teachers are also expected to adopt new
roles while trying to keep pace with the developments (Vahdhésantanen, 2015). They
are engaged in a rigorous and ongoing decision-making and acting process as they
endeavor to navigate the demands of the teaching profession, institutional

constraints, and ethical issues (Prior, 2018). Cochran-Smith (2011) outlines the



increasing responsibilities of teachers and the myriad of expectations placed upon

them in the following quotation:

In today’s world, policy makers, politicians, educational leaders, the general
public, and parents expect a great deal from teachers. Unlike our
grandmothers’ generation, we want teachers who know subject matter and
know how to teach it to all students to world-class standards. (p. 12)

Rather than following a ‘one-size-fits-all’ teaching approach, teachers tailor their
pedagogical decisions or choices to suit the evolving challenges in the changing
praxis, the contextual factors, or the realities of their classes (Kumaravadivelu,
2003a; Kumaravadivelu, 2003b). The recent outbreak of COVID-19 pandemic, for
example, was one of those unexpected and significant changes that greatly impacted
teachers’ decisions and actions. It caused universities to close their campuses and
initiate remote teaching. Teachers started teaching in front of the screen in a very
short time, and students stayed at home and took courses online. While the evolving
trends in English Language Teaching (ELT) presented areas of challenge for
teachers, due to the urgent switch to remote teaching and the sudden shift in the
mode of instruction and pedagogy without any proper planning, teachers were likely
to face unique difficulties while engaging students, assessing their performance,
giving feedback in online platforms, and even delivering instruction. As Bao (2020)
highlighted, moving all the current courses online in a couple of days is a big,
disruptive change or move. An extensive lesson plan design, teaching resources
including audio and video content, and technological support teams are needed for an
entire online course. However, due to a lack of prior online teaching expertise, early
preparation, or support from educational technology teams, most teachers struggled
with the rapid transition to online teaching following the recent outbreak of COVID-
19. In short, the conditions within the educational landscape have notably become
more demanding since the beginning of the emergency remote teaching, and
COVID-19 has compounded the difficulties teachers encounter in their day-to-day
work (Bao, 2020; Maclntyre et al., 2020).

While trying to navigate these changes and challenges, teachers confront a lot of

pressure from educational authorities, school administrations, and parents, and they



face increasing restrictions on their autonomy (Hiver & Ddrnyei, 2017). In other
words, they are exposed to multiple discourses on how to behave and act as teachers.
Feryok (2012) acknowledges that it is not an easy task to “develop a sense of
personal agency that can meet multiple demands in a rapidly changing world—a
world in which the international as well as the national increasingly affect the local”
(p-107). One of these recent discourses that have permeated education, schools, and

teachers is the neoliberal one. As Besley (2019) notes,

There has been a shift from state responsibility under former Keynesian-
oriented welfare state systems to a neoliberal policy environment that uses
responsibilization not only of teachers, but also of students as consumers, and
associated forms of discourse, accountability and assessment regimes. This
market rationality is employed to responsibilize the individual and to
naturalize regimes of self-care. (p.180)

With the impact of the recession, the capitalist states in the world initiated revisions
in their economic policies and began to seek global markets. The privatization of
public industries and the worldwide spread of neoliberal policies ensued. Higher
education institutions are not exempt from this. Market principles and neoliberal
tenets have also made huge inroads into higher education, and education is now
regarded as a key to winning the global competition. The emphasis on accountability,
measurement, and regulation in education in the neoliberal era has prompts
governments all over the world to initiate reforms, giving rise to notions like
successful teaching and best practices (Karaman & Edling, 2021). Despite the
complexity of teacher work and the dynamic nature of the profession, current
approaches in education aiming to change behavior through some performance
standards lead to the formation of a teacher identity lacking autonomy (Tochon &
Karaman, 2009). Teachers (re)construct and (re)negotiate their teaching identities in
multiple contexts with multiple voices and discourses pertaining to good or
successful teachers and teaching. In the current educational milieu, where the
salience of teacher agency is often disregarded, teachers find it difficult to critically
reflect on global inequities. They may need to make more effort to challenge the
common sense of privatization and regulation and develop a discourse of agency,
critical thinking, justice, and civic engagement. They monitor their own practice

based on “standards generated by global and domestic institutions with varied
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interests and visions for public education which often do not situate educating for
democracy and social justice as core priorities” (Karaman & Edling, 2021, p. 14).

In such a challenging time when teachers are rendered isolated, controlled, and
deskilled, it is crucial to elevate the voices of teachers who can take a critical stance
towards their practice, respond to injustices in society, engage in social issues, and

contribute to the well-being of society.

1.2. Significance of the Study

COVID-19 pandemic has largely exacerbated and uncovered inequalities and
generated concerns regarding equal opportunities in education. Research on teaching
and teacher education during the pandemic has also highlighted equity and social
justice concerns in the classroom as one of the four significant global variables
impacting teaching and learning (Fu & Clarke, 2021). We have witnessed uneven
access to online education and realized how critical it is to address equities and
inequities in the world during the pandemic, as Giroux stressed, too (STAR Scholars
Network, 2020). The effects of the pandemic on education have been so tremendous
and widespread that it is also considered an opportunity to revise and reshape our
current understanding of education policy. Referring to the neoliberal discourse

prevalent today, Mooney Simmie (2021), for example, points out that:

The Covid-19 pandemic offers a global interruption to this discourse and
provides an opportunity for a change in direction in public policy in
education: either a continuation of human capital theory this time “on
steroids” for a more intense focus on the competitive individual or new
affordances for a more expansive societal view. (p. 22)

And she asks the following question:

How will all policy actors in a post-Covid-19 world, including teachers, work
together for education as a public good, for a new politics of principled
resistance in the direction of social justice for a just global world and a
sustainable future for the planet? (p. 20)

In brief, the sudden shift to online teaching has revealed the unequal allocation of

educational resources among different student populations. As a result, teachers, as
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stakeholders, are now expected to think of equitable teaching strategies for all

students, navigate through challenges, and enact agency to improve education.

During a recent language teacher agency webinar, Gao emphasized the importance of
language teacher agency and asserted that it matters since the world ahead of us is
complex and full of uncertainties due to the structural and political issues in addition
to the pandemic, and this makes language teachers’ job more challenging (Teacher
Development Webinars, 2021). Language teachers need to exercise agency while
working with students of diverse backgrounds, such as those marginalized
socioculturally or sociolinguistically. Additionally, non-native English-speaker
teachers, in particular, need to exercise agency to navigate the dominant native-
speakerism discourse and ideology within the teaching profession. Teacher agency,
therefore, operates throughout a teacher’s professional trajectory as she responds to

multiple issues in different ways (Teacher Development Webinars, 2021).

Zeichner (2019) stresses the inequities in education systems all around the world and
states that “teacher agency and expertise are often underutilized in education systems
throughout the world, and that by encouraging greater teacher agency and better
leveraging and utilizing the collective expertise of teachers, educational systems can
become more successful and more equitable” (p. 5). Accordingly, it became more
important than ever to create a reflective space for teachers to engage with their own
presumptions critically, use different discourses to reposition themselves, and

negotiate multiple identities to improve their sense of agency.

Many educational researchers argue that “teacher voice and agency continue to be
devalued in neoliberal discourses” (Karaman & Edling, 2021, p. 14), but this does
not mean that teachers “cannot provide any discourses of good sense or counter-
hegemony which may indicate sensitivity toward collective human conditions, social
justice, and resistance to several forms of technicist and managerial assault on
education” (Ciftci & Karaman, 2021, p. 177). They can demonstrate agency by

authoring a unique identity in their worlds.

To better understand how teachers navigate the challenges in this neoliberal age and

enact agency to make education better, there is a need to explore success stories,
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counter-hegemonic work, and teacher voice. While the significance of teacher
agency is apparent and the need to examine it is increasingly recognized, especially
in neoliberal discourses, it is still an underexplored area in second language teacher
education research (e.g., Erdem, 2020; Kayi-Aydar, 2019; Lipponen &
Kumpulainen; 2011; Oolbekkink-Marchand et al., 2017; Priestley et al., 2015b).

Studies on teacher agency mostly focus on pre-service teachers (e.g., Lipponen &
Kumpulainen, 2011; Ruohotie-Lyhty & Moate, 2016) or teachers outside the higher
education context (e.g., Buchanan, 2015; Hiver & Whitehead, 2018; Oolbekkink-
Marchand et al., 2017; Pappa et al., 2019; Sisson, 2016). Although pre-service
teachers and those in their initial years of teaching are widely studied in primary,
secondary, and high schools, there are few studies on English language teacher
agency in higher education (e.g., Tao & Gao, 2017; Tran, 2019). Experienced or
veteran teachers have also received far less attention, while research on teachers’
lives has concentrated mostly on their initial years of teaching (Day & Gu, 2009).
Despite the growing interest in teacher agency in the world, to the best of the
researcher’s knowledge, studies conducted in Tiirkiye are limited (Biitiin Ikwuegbu
& Harris, 2024; Gililmez, 2019; Mutlu, 2017) compared to those conducted abroad.
Agency has not been adequately explored in the Turkish context and as Erdem notes,
“Indeed, there is not a consensus even on the Turkish equivalent of the concept”
(Erdem, 2020, p. 32). In their study, Atas Akdemir and Akdemir (2019) also suggest,
based on their literature review on teacher agency, that teacher agency should be

explored in different contexts in Tiirkiye.

In his systematic review of international literature on teacher agency from 2009 to
2020, Cong-Lem (2021) selects 104 empirical studies based on several criteria and
reports that the majority of studies are conducted by researchers in Western
developed countries, highlighting the need for more research on teacher agency in
developing countries. Concerning the theoretical frameworks used in the studies, the
most dominant framework used by the researchers is the ecological perspective,
representing 34.6% of the studies. He notes that figured worlds theory is among the

less popular ones: “The category of others involves a number of less popular theories



and positions (e.g., poststructuralism, self-positioning theory, figured worlds),

constituting 13.5% of the total studies” (p. 724).

Accordingly, the current study addresses the following gaps: a) language teacher
agency remains underexplored, b) little attention has been paid to higher education
settings, c) experienced teachers are not much focused on, and d) there are few
studies exploring agency using the theory of figured worlds. Additionally, the setting
is crucial since new priorities have gained momentum upon the university’s

designation as a research university.

In Tiirkiye, The Cooperation Protocol for the Research Universities Support Program
was signed between the Presidency of Strategy and Budget and the CoHE in 2022,
and it aims to allocate resources to research universities based on their performance.

On the website, the aim of the program is outlined:

The program aims to enhance the international competitiveness of research
universities, increase R&D activities for high value-added production in the
areas outlined in the Eleventh Development Plan, improve their rankings in
international rankings, increase the number of publications, and elevate their
brand value. (CoHE, 2022)

For many years, the school was accredited by an international body, Pearson
Assured. Recently, it has become part of The Institutional Accreditation Program
(IAP) implemented by the Turkish Higher Education Quality Council (THEQC) and
has been entitled to receive Institutional Accreditation. Given that the impacts of the
accreditation process can be observed from the administration to the classes, the
current study can contribute to our understanding of the accreditation process and its
impacts on the teachers. It can have implications for policymakers, accreditation
bodies, universities, schools, and teachers, and will shed light on how external
quality assurance programs can impact the internal organizational processes and

teachers.

Using a qualitative research design, the current study explores how experienced
language teachers in higher education in Tiirkiye enact and understand their language

teacher agency. How they make sense of their experiences and practices in their
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figured worlds, what facilitates and hinders their agentic orientations, and how they
navigate challenges in neoliberal spaces require a lot of attention. It is these specific

research gaps the study sheds light on.

1.3. Purpose of the Study

The current study aims to explore how experienced language teachers exercise and
perceive their language teacher agency and how the political, social, and institutional
environments are integrated into their agentic orientations. It aims to gain insight into
how language teachers understand their perceived roles and agency in relation to
teaching, professional learning, organizational processes, and social participation,
describe the meaning-making processes of these teachers, and explore how they are
engaged in different contexts and take stances. This qualitative study also integrates
critical incident analysis to enhance the depth and scope of collected stories. The
researcher and the participants engage in conversations about the events perceived as

critical by the participants themselves and co-create new knowledge.

This study addresses the following research questions:

1. How do experienced English language teachers in a higher education
institution enact agency to promote change in their stories in relation to
teaching, professional learning, organizational processes, and social
participation?

2. How do participant teachers perceive their professional roles and agency?

3. What political, social, and institutional factors influence teachers’ perceived

agency?

1.4. Definition of Terms

Agency: Agency refers to “the socioculturally mediated capacity to act” (Ahearn,
2001, p.112). According to Holland et al. (1998), agency is shaped within the space
of authoring. Following Bakhtin, they describe agency as the orchestration of social
discourses and practices to form responses, which involves improvisation. People

navigate and respond to the perspectives and constraints imposed by others by
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drawing on personal histories and available cultural resources. Agency ‘“comes
g p gency

through this art of improvisation (Holland et al., 1998, p. 272).

The Council of Higher Education: The Council of Higher Education (CoHE) is
“the main body responsible for higher education. It decides and coordinates main
administrative and financial issues (e.g., student intake, appointment and dismissal of

academic staff, supervision of university budgets, disciplinary issues, etc.)” (Yagci,

2010).

Research University: A research university is a part of the Research Universities
Support Program, which aims to “enhance the international competitiveness of
research universities by increasing their research and development activities,
improving their positions in international rankings, boosting the number of
publications, and elevating their institutional brand value (CoHE, 2022). As of 2024,
23 universities in Tiirkiye have been designated as research universities by CoHE.
The allocation of resources to a research university is contingent upon its

performance.

Preparatory Schools: A preparatory year program is a part of university education
in Tiirkiye that takes place before tertiary education. It is an intensive English
language education program designed for newly admitted undergraduate students to
equip them with the necessary English proficiency so that they can continue their
studies in their EMI departments (Ayvaz & Mutgalioglu, 2019). In other words, the
program aims to prepare “students to study their academic subjects through English”
(Macaro et al., 2016, p. 52) so that they can pursue their undergraduate studies and
transition smoothly into their departments. A preparatory school can be considered a

“bridge between secondary education and tertiary EMI education” (Macaro et al.,

2016, p. 52).

Teacher: In this dissertation, the term “teacher” specifically refers to lecturers
working in preparatory schools in higher education. This definition is central to the
study, which primarily focuses on these educators. In other contexts, “teacher”

denotes K-12 teachers who work in primary and secondary education settings.
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English Medium Instruction (EMI): It can be described as “the use of the English
language to teach academic subjects (other than English itself) in countries or

jurisdictions where the first language (L1) of the majority of the population is not

English” (Dearden, 2014, p. 2; Macaro et al., 2018, p. 37).

Ministry of National Education: In accordance with the Presidential Decree on the
Presidential Organization (2018), “the Ministry of National Education (MoNE) is
responsible for planning, programming, executing, monitoring, inspecting, and
assessing all education and training facilities” (as cited in Ozgelik et al., 2021, p. 1).
As Ozgelik et al. (2021) note, “MoNE conducts educational activities on a central
level in the Republic of Tiirkiye. Administrators at each level, including Ministry
headquarters, central organizations, and provincial organizations, are accountable to

upper management” (p. 1).
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CHAPTER 2

LITERATURE REVIEW

This chapter presents the theoretical background guiding this dissertation. It is
organized into four key sections. This chapter first discusses the neoliberalization of
higher education and quality assurance. It then explores neoliberalization of English
language teaching. The third section gives an overview of the relationship between
identity and agency. After conceptualizing agency, it presents the theoretical
framework used in this study. The final section offers a review of studies on teacher

agency.

2.1. Neoliberalization of Higher Education and Quality

Defined and examined as “ideology, economic-political force, discourse, historical
rationality, and/or governance” (Tirken et al., 2015, p. 33), neoliberalism was
promoted by Margaret Thatcher with “the dogmatic assertion that There is No
Alternative” (Phillipson, 2008b, p.24). It has become so prevalent in different
domains of life and “so integral to public and private life that thinking outside their
parameters is almost unthinkable” as “neoliberalism has become the stamp of our

age” (Holborow, 2012, p. 14). Harvey (2005) contends that:

Neoliberalism is in the first instance a theory of political economic practices
that proposes that human well-being can best be advanced by liberating
individual entrepreneurial freedoms and skills within an institutional
framework characterized by strong private property rights, free markets, and
free trade. The role of the state is to create and preserve an institutional
framework appropriate to such practices. (p. 2)

In other words, while the free market uses the resources, the state is responsible for

ensuring that the “free market” exists in public places. Neoliberalism is also
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characterized by “a market centered philosophy of life, in which human beings and
their actions are understood in terms of their market value and participation, intense
competition is viewed as necessary, and virtue is aligned with entrepreneurism”
(Fenwick, 2003, p. 335-336). It seeks to foster the idea that for something to be
considered important, it needs to be measurable. In other words, what works is what

counts now.

When Ward and England (2007) elaborate on the different understandings of
neoliberalism, they also discuss neoliberalism as an ideological hegemonic project
and governmentality. The former refers to the people and places that gave rise to it.
They note that hegemony encompasses more than just political and economic power.
As they conveyed, “it is also the capacity of the dominant group to project its own
way of seeing the world so that those who are subordinated by it accept it as
‘“‘common sense,”” even ‘‘natural’’ (p.12). This involves willing consent from
individuals being subordinated as well as imposition. As for neoliberalism as
governmentality, citing Rose (1996), Ward and England (2007) note that the state
and economy play an important role in the construction of autonomous, accountable

“neoliberal subjects” (p.13).

Concerning governmentality, a word is needed about Foucault and his understanding
of neoliberal subjects. By linking government and mentality, Foucault (2008) refers
to the practices the state employs to maintain power and foster self-regulation as
governmentality. He describes it as the way “one conducts the conduct of men” (p.
186). Being “double edged”, governmentality “both targets the individual as the
means with which to maintain social control, and, at the same time, it provides the
individual with the very techniques with which to resist this government of
individualisation” (Walshaw, 2007, p. 24). Accordingly, individuals monitor
themselves and regulate their own actions in this surveillance society. Bevir (1999)

explains how this surveillance works:

Modern power relies on constant supervision and control of individuals in
accord with a certain concept of normality (...) Individuals police themselves
by examining, confessing, and regulating their own thoughts and behaviour in
accord with a certain concept of normality. (p. 66)
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In other words, individuals internalize the rules and norms in society, which can be
explained by normalization. Even if there are no concrete restrictions or limitations
on the behaviors and actions of people, individuals believe that their actions are

monitored in this surveillance context, so they restrict their own actions.

In his writings especially focused on neoliberalism, Foucault (1980) maintains that
power is everywhere, and it underlies all social relations. His disciplinary power,
however, “is exercised through its invisibility; at the same time, it imposes on those
whom it subjects a principle of compulsory visibility” (Foucault, 1980, p. 187). In
other words, subjects internalize the standards constructed before, and they monitor

and regulate their own behaviors to conform to these norms:

There is no need for arms, physical violence, material constraints. Just a gaze.
An inspecting gaze, a gaze which each individual under its weight will end by
interiorizing to the point that he is his own overseer, each individual thus
exercising this surveillance over, and against, himself. (Foucault, 1980, p.
155)

Neoliberalism is a form of governmentality in Foucault (2008), like in Gray et al.
(2018) and Ward and England (2007). It focuses on the production of human
subjectivity, which highlights Foucault’s theory of homo economicus defined as “the
replacement every time of homo oeconomicus as a partner of exchange with a homo
economicus as an entrepreneur of himself, being for himself his own capital, being
for himself his own producer, being for himself the source of [his] earnings” (p.226).
Homo economicus is someone who is “eminently governable” (Foucault, 2008, p.
271) or the desired neoliberal subject or economic man created and governed by the

neoliberal governmentality.

Regarding regulation mechanisms and how power, control, and neoliberalism
translate into the present, citing Leys, Apple (2007) explains that there are very few
people left in any field who are not affected by the regulation:

proliferation of auditing, i.e., the use of business derived
concepts of independent  supervision to measure and evaluate
performance by public agencies and public employees, from civil
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servants  and school teachers to wuniversity [faculty] and doctors:
environmental audit, value for money audit, management audit, forensic
audit, data audit, intellectual property audit, medical audit, teaching
audit and technology audit emerged and, to varying degrees of
institutional stability and acceptance, very few people have been left
untouched by these developments (p. 7).

As a result of these pressures for measurement and evaluation, “auditees” or people
who are getting prepared for inspection have emerged, and “inspection agencies
were charged with ‘naming and shaming’ ‘failing’ individual teachers, schools,
social work departments, and so on; private firms were invited to take over and
run ‘failing’ institutions” (Apple, 2007, p. 7). According to De Costa et al. (2019),

such audit cultures represent Foucault’s governmentality, in which individuals are:

led to govern their own conduct even in absence of immediate control... Audit
culture functions as a mechanism for governmentality, as constant auditing
practices in the form of comparison and quantification guides individuals and
organizations to constantly monitor their own performance and strive to
improve and compete with others. (p. 391).

Apple (2017) focuses on three kinds of control to be used to encourage more work:
simple, technical, and bureaucratic (p. 251). Simple control is the visible or obvious
one in that it entails simply telling people what you expect them to do. The technical
one is less visible since it is incorporated into the physical structure of the work. That
is, management strategies are embedded in it. Bureaucratic control “signifies a social
structure where control is less visible since the principles of control are embodied
within the hierarchical social relations of the workplace” (p.251). This entails

bureaucratic rules ordered by the policies.

Apart from the understanding of neoliberalism as ideology and governmentality,
Gray et al. (2018) claim that neoliberalism is also a linguistic phenomenon,
encompassing the language of neoliberalism itself and the role individual languages
play under neoliberalism. As for the former, they claim that “all kinds of institutional
discourses and everyday speech have been colonized by terms normally associated
with the market” such as quality assurance, customer, choice, and stakeholder (pp.
473-474). In a similar vein, Holborow (2012) states that neoliberalism is frequently

referred to as “new capitalism”, and language and discourse have become central
b
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components of the new system in a way that they were not before” (p.19). According
to her, discourse and discourses refer to things that are not clearly stated or that have
a specific social value, or a “subtext” (p. 24). As for the neoliberal keywords, she
points out that they “have special meanings and associations within the framework of
neoliberal ideology and reflect a version of reality which promotes the interests of
capital” (p. 41). To put it another way, these keywords hold particular meaning
within that neoliberal ideology framework and represent a reality that supports

neoliberal economic policies and serves the interests of capital.

In neoliberalism, since economic productivity comes from “transforming education
into a product that can be bought and sold like anything else” rather than investment
in education by the government (Davies & Bansel, 2007, p. 254), education has been
particularly important to neoliberalism (Gray et al., 2018; Olssen & Peters, 2005). In
line with the importance of education for economic growth, especially in Higher
Education, market-dominated discourses and profit-oriented initiatives have become
prominent. For example, on their official website, the European Commission (2021a)

explains the importance of Higher Education Policy as:

Higher education and its links with research and innovation play a crucial role
in individual and societal development and in providing the highly skilled
human capital and the engaged citizens that Europe needs to create jobs,
economic growth, and prosperity. (italics added)

Higher education is experiencing pressure to conform to a market-driven discourse.
One of the initiatives highlighted on their website to “educate students to be
successful in a complex and interconnected world that faces rapid technological,
cultural, economic and demographic change” 1is entrepreneurship education
(European Commission, 2021b), which “plays a key role for Europe’s
competitiveness and for the continuous growth of Europe’s economy” (European

Commission, 2021c).

Especially after the pandemic, the emergence of discourses around distance
education or remote teaching has gained momentum in education. Distance

education centers have been set up at universities. Attending online webinars and
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digital courses and sharing certificates of attendance on social media have become
trends in education, resulting in the emergence of a digital identity. Micro-
credentials, for example, have gained momentum recently. Given that preparing
economic citizens is the aim of education in higher education curriculum, individuals
need market skills, leading to the discourses of 21st-century skills and micro-
credentials today. Wheelahan and Moodie (2021) define micro-credentials as
“industry-aligned short units of learning that are certified or credentialed, and they
can (mostly) ‘stack’ or count towards a higher education qualification” (p. 212).

Emphasizing the increasing popularity of micro-credentials, they contend that:

While micro-credentials were gaining momentum before 2020, Covid-19 has
accelerated their introduction in many jurisdictions, as governments have
sought to respond to the surge in unemployment as a consequence of
quarantining measures, and universities sought to develop new markets, in
part in response to the decline in enrolments by international students who
could no longer travel to their host countries. (p. 212)

They are “premised on methodological individualism in which the sum is the total of
the parts. The outcomes of learning are assumed to be observable, unproblematic,
and transferable” (Slaughter & Leslie, 2007, p. 223). Ralston (2021) highlights the
role of the micro-credential in the neoliberal learning economy and citing Patrick
(2013), she notes, “In this economy, education resembles a commodity, a product, or
service marketed and sold like any other commodity” (p. 84). As education is
conceptualized as a commodity, institutions act like companies that seek profit, and
students are regarded as clients. The commodification of the English language and
the transformation of education into business-like structures have also changed the
nature of higher education and the practices in those institutions. Olssen and Peters

(2005) note:

The traditional professional culture of open intellectual enquiry and debate
has been replaced with a [sic] institutional stress on performativity, as
evidenced by the emergence of an emphasis on measured outputs: on
strategic planning, performance indicators, quality assurance measures and
academic audits. (p. 313)

In this context, the development of skills like “creativity, synthesis and divergent

thinking” does not improve scores on the multiple-choice tests; therefore,
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administrators and educators are more likely to adopt didactic, or "drill and kill,"
teaching in an effort to promote the convergent thinking required to perform well on
multiple-choice tests (Webb et al., 2009, p. 9). Since education is highly important
for economic growth, seeing continuous reforms or policy changes in education,
regulation mechanisms to monitor teaching and teachers, and fierce competition

among institutions is not surprising.

The success of institutions is now primarily measured by international university
rankings by policymakers from across the world. In higher education, a single
university model has been detached from its cultural context and that specific model
has been projected as the ideal to be followed. Considering growing pressure on
universities to compete for students and resources (Forest, 2007), administrators
often use the worldwide rankings as "proof" of their institution's higher quality to be
noticed easily as they have been regarded as a new type of gatekeepers for higher
education, deciding who and what is valued and to what extent (Ordorika & Lloyd,

2014).

In short, universities today are expected to prepare students for the needs of the
market. As Slaughter and Leslie (2007) state: “Universities are now required to
ensure that their programs produce graduates for the labour market. They must be
competitive in markets to ensure that they are responsive to market needs, and be
quality assured through mechanisms of external evaluation” (as cited in Wheelahan
& Moodie, 2021, p. 217). In this way, the new managerial culture is reinforced in
higher education, where universities are viewed as “business-oriented enterprises” in

lieu of institutions that serve the public good (Ordorika & Lloyd, 2014, p. 5).

It is also worth stressing how neoliberal HE interacts with globalization, as the
quality assurance movement in HE has spread throughout the world with the help of
globalization (Forest & Altbach 2007). Globalization has led to significant changes
in many disciplines, including higher education (HE), influencing its missions and
aims on a global scale. Rapid advancements in instantaneous communication, the
rise of multinational bodies, and increased global travel have had a profound impact

on the ideologies, enrolment, curricula, outreach, and financial sustainability of
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universities (Hobson, 2007). While some argue that globalization will liberate Higher
Education, others claim that it exacerbates inequality in the world and “fosters the
McDonaldization of the university” (Altbach, 2007, p. 121). Altbach (2007) defines

globalization and discusses the key phenomena identified within the definition:

Globalization is defined as the broad economic, technological, and scientific
trends that directly affect higher education and are largely inevitable in the
contemporary world. These phenomena include information technology in its
various manifestations; the use of a common language for scientific
communication; the imperatives of society’s mass demand for higher
education (massification) and for highly educated personnel; and the “private
good” trend in thinking about the financing of higher education. (p.123)

In other words, globalization has impacted higher education (HE) through several
key trends. For example, information technology has influenced HE through the use
of digital tools and online resources. Globalization also promotes the use of a
common language, often English, to facilitate scientific collaboration and
communication. The trend of massification has led to increased enrollment rates due
to a growing societal demand for HE. In addition, there is a rising need for staff with
advanced knowledge. Additionally, globalization has fostered the perception of HE

as a “private good,” which affects its financing.

Since the last quarter of the twentieth century, developed countries have been
undergoing a transition process to a knowledge society, marked by the knowledge
economy, a new global economic structure where the economic power of individuals
is determined by the level of their knowledge and education and the competitiveness
of countries is determined by their human and social capital (YOK, 2007). This
process has multiplied expectations from universities, which are primarily
responsible for the production and dissemination of knowledge. Confronted with
increasing expectations and decreasing public resources, universities started to seek

ways to increase and diversify their income sources (YOK, 2007).

Schwarz and Westerheijden (2004) also point out that the massification of HE and
the rapid growth of knowledge in the second half of the 20" century presented a

global challenge to HE, and a new emphasis on quality assurance emerged as a
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result. During this period, the number of students enrolling in HE increased
substantially and with the expanded enrollment rates, universities faced challenges
regarding access and maintaining academic standards. Additionally, as Schwarz and
Westerheijden (2004) noted, “in the ‘knowledge society,” the roles of higher
education are multiplying, leading to the need to respond in different ways to

different demands” (p.14).

In a similar vein, Siingii and Bayrakci1 (2010) argue that as a process affecting the
whole world, globalization directly affected the reforms in higher education, and all
countries in the world faced two important problems towards the end of the 20th
century: increase in the number of university students and financial constraints. As
universities began to be seen less as public institutions and more as commercial
organizations, the rapid and uncontrolled commercialization of higher education led
to issues with quality, accreditation, and academic recognition, which paved the way
for the initiation of the "Bologna Process" implemented by the European Union
(YOK, 2007). Given that the increase in educational quantity does not always
guarantee an increase in the quality of education, to address the emerging issues,
different stakeholders like policymakers, teachers, and administrators from different
countries, including Tiirkiye, were expected to “adopt, customize, and apply a

system to prove their quality of education” (Sivil, 2019, p. 76)

In brief, as higher education becomes crucial for the success of economies and
people, countries all over the world are developing ways or mechanisms to ensure
the quality of higher education institutions and the degree programs they offer
(Grossman et al., 2010). In this context, discussions about quality have emerged, and
steps have been taken to remove the differences between higher education systems in
European Union countries. The Sorbonne Declaration in 1998 is considered the first
serious step in creating a common European Higher education area (YOK, 2006). A
year later, in 1999, 29 European countries signed the Bologna Declaration, an
intergovernmental cooperation of 48 European countries in the field of higher
education, to foster the internationalization of higher education and “promote the

European higher education system” (Schmidt, 2019, p. 179).
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Quality of higher education, as Schwarz and Westerheijden (2004) stress, “is one of
the main drivers of the Bologna process” (p. 37). Quality assurance processes were
given a boost, especially by the Bologna Declaration, which not only aimed to create
a common higher education field but also aimed to provide quality assurance in
higher education (Siingii & Bayrakci, 2010). In short, the Bologna Process has
accelerated the development and implementation of quality assurance in higher
education. This development led universities in Tiirkiye to pay more attention to the
quality of their language education programs since English is prevalent in the global
market and quality language education can give students a chance to participate in
the “international business arena and gain a competitive advantage” (Sivil, 2019, p.

76).

In 2000, The European Network for Quality Assurance in Higher Education (ENQA)
was established to foster cooperation in Europe in quality assurance in higher
education. In 2004, it became the European Association for Quality Assurance in
Higher Education to maintain and improve the quality of European higher education
and serve as a major driving force for the quality assurance development in all

Bologna Process signatory countries (ENQA, 2022).

In line with the rapid spread of neo-liberal political economies throughout the world,
higher education in Tiirkiye has also been affected (Akar, 2010). Consequently, the
Council of Higher Education (CoHE) was established by Law No. 2547 in 1981 to
centralize planning, decision-making, and coordination of higher education
institutions, and all higher education institutions in Tiirkiye have gathered under the
roof of CoHE. From a critical perspective, CoHE may be seen, in part, as a
representation of the diminishing autonomy of universities and their increasing
dependence on CoHE, which raises concerns about government control (Akar,
2010). CoHE is mainly responsible for “the strategic planning of higher education,
the coordination between universities, and most importantly establishing and
maintaining quality assurance mechanisms” (CoHE, 2021). Sivil (2019) conveys that
the primary reasons for the quest for accreditation and quality assurance are the
increasing number of students, technology, globalization, reforms of the

governments, and the prominence of English as the lingua franca. In Tiirkiye, the
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demand for higher education has multiplied, and the emphasis of quality has gained
more and more importance. The adoption of quality-focused policies for the growth
of educational sectors, both public and private, at elementary, secondary, and tertiary

levels has become a trend driven by globalization (Kotarska, 2019).

As Kotarska (2019) notes, “globalisation has created demands for defining
international standards which centre around concepts such as transparency,
communication of the learning outcomes, self-evaluation, continuous improvement
and development or accountability” (p.55). She argues that the global expansion of
the language education business, for example, has underlined the need for visible
quality labels, leading to the creation of various accreditation schemes during the last

three decades.

As far as the Turkish milieu is concerned, Akar (2010) examines how the higher
education system in this developing country faces challenges posed by globalization,
including growing demand for HE, faculty shortages, the internationalization of HE,
the production of research and knowledge, and the process of funding HE. While
differences in educational resources among universities already existed, the
involvement of the private sector further altered the structure of higher education in
Tiirkiye, leading to an increase in the number of foundation universities (Akar, 2010)
and highlighting the need for improving the quality assessment system (Mizikaci,
2006). Following Tiirkiye’s accession to the Bologna Process in 2001, quality
assurance in higher education became a priority (YOK, 2019), with both the
Sorbonne and Bologna Declarations playing crucial roles in Tiirkiye's
standardization efforts (Sivil, 2019). As Yagc1 (2010) also notes, “The establishment
of a national quality assurance system was not a primary concern until Turkey’s
participation in the Bologna Process” (p. 591). The Bologna Process has provided an
important opportunity for the Turkish higher education system to be restructured and
internationalized (YOK, 2014). Specifically, the Bologna Declaration has impacted
the Turkish higher education system in two ways: aligning educational policies with
the European Union integration process and prompting the government to develop
strategies to achieve European standards of quality in higher education, especially in

quality management and accreditation systems through the implementation of the
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declaration (Siingli & Bayrakci, 2010). Additionally, Yagc1 (2010) notes that the
Bologna Process has raised new concerns for the higher education system in Tiirkiye,

including quality assurance, student councils, and qualifications framework.

In 2005, the Council of Higher Education established a national quality assessment
system known as the Commission for Academic Evaluation and Quality
Development in Higher Education (YODEK) and issued standards and guidelines
essential for quality assurance of institutions (YODEK, 2007). The aim of this
independent commission was to ensure external and internal quality assurance
processes within universities regarding their administrative services, research and

educational activities (Emil, 2017).

Currently, the quality assurance practices continue under the Turkish Higher
Education Quality Council (THEQC in English or YOKAK in Turkish), which was
founded as part of the “Higher Education Quality Assurance Regulation” in 2015
when YODEK was abolished. The council was reorganized according to the
Additional Article No. 35 added to Law No. 2547 on Higher Education, which
granted THEQC both administrative and financial autonomy. The council consists of
13 members, including a student representative. Its primary responsibilities include
performing external evaluation of higher education institutions, coordinating the
authorization and recognition processes of accreditation agencies, and ensuring the
internalization and dissemination of quality assurance culture in higher education

institutions (THEQC, 2021).

In brief, accreditation processes and quality assurance have gained significant
momentum in higher education in Tiirkiye. These practices are conducted by the
Turkish Higher Education Quality Council (THEQC in English or YOKAK in
Turkish), although preparatory schools are predominantly accredited by international
bodies such as Pearson Assured. Ayvaz and Mutcalioglu (2019) stress the need for a
national accreditation scheme. In response, The Association for Language Education,
Evaluation, and Accreditation (DEDAK) was established to evaluate and improve
the language education programs at higher education institutions as a local or internal

system.
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Within this neoliberal climate, it is important to understand how these discourses
translate into ELT and examine how individuals, specifically English language
teachers, take stances and navigate and negotiate these invisible power relations as
the interplay of globalization, education in general and ELT in specific is inevitable.
Giroux (2011), for example, contends that political forces and historical contexts

shape our current understandings of education and teaching, and explains how:

For example, each classroom will be affected by the different experiences
students bring to the class, the resources made available for classroom use,
the relations of governance bearing down on teacher—student relations,
the authority exercised by administrations regarding the boundaries of
teacher autonomy, and the theoretical and political discourses used by
teachers to read and frame their responses to the diverse historical, economic,
and cultural forces informing classroom dialogue. (p. 162)

Therefore, exploring micro, meso, and macro levels can help us capture the
dynamics of different contexts and their interconnections (Bronfenbrenner, 1979).
This section discusses how these neoliberal discourses and practices are reflected in

ELT.

2.2. Neoliberalization of English Language Teaching (ELT)

Given that languages are closely related to how power operates in society, the
English language is viewed as linguistic and cultural capital, privileging its speakers
through socioeconomic and educational benefits (Jorddo, 2009; Nakagawa &
Kouritzin, 2011; Prior, 2018; Shin, 2006; Siqueira, 2017, Starfield, 2013). Increasing
demand for English language learning and the disappearance of national borders due
to the internationalization and global spread of English have implications for English
language teaching and language teacher education (Saraceni, 2009; Siqueira, 2017).

Considering the privilege it gives to its speakers, English is considered a commodity
(Pennycook, 1998) and a project promoted just like globalization (Phillipson, 1992),
so English language teaching was a crucial part of the colonial enterprise
(Pennycook, 1998). Given the increasing demand for English language learning and
the current status of English, the research emphasizes the connection between the

English language, globalization and imperialism and refers to the financial market or
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industry around teaching and learning English (Jorddo, 2009; Kumaravadivelu,
2003b; 2016; Prior, 2018; Siqueira, 2017; Starfield, 2013). Kumaravadivelu (2016),
for example, contends that in the educational field, “the hegemonic forces in our
field keep themselves “alive and kicking” through various aspects of English
language education: curricular plans, materials design, teaching methods,

standardized tests, and teacher preparation” (Kumaravadivelu, 2016, pp. 72-73).

The role of governmental and private agencies, such as the British Council and
World Bank, and non-government organizations that use aid programs and business
activities for the spread of English and promotion of English and Western knowledge
systems is also highlighted (Rubdy, 2009). Phillipson (2008a) makes a reference to
the language policies related to the Bologna Process, which aims to create a single
European higher education and research field and claims that the underlying message
given is that “universities should no longer be seen as a public good but should be

run like businesses, should privatize, and should let industry set the agenda” (p.252).

Regarding the role of individual languages under neoliberalism, Gray et al. (2018)
stress the determining role of the market and cite Ball’s (2012) “edu-businesses” (p.
474). In his book Ball (2012) investigates the policy activities of these “edu-
businesses” and states that private equity companies are purchasing schools,
universities and education services universities as assets, adding: “Curriculum
materials and pedagogy software and policy ideas such as inspections, leadership,
school choice, and accountability are being retailed by western ‘knowledge
companies’ and consultants across the globe” (Global Education Inc.). As the global
lingua franca, this is especially evident in the case of English, according to Gray et

al. (2018).

The belief that English is a key indicator of competitiveness in the market drives
universities to pursue English Medium Instruction (EMI) (Flubacher & Del Percio,
2017). EMI is viewed as “the primary means by which universities achieve
internationalisation” (Dearden, 2018, p. 325). In other words, for higher education
institutions in many other non-English speaking nations in the Middle East, including

Tiirkiye, internationalization is equated with adopting English as the medium of
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instruction or creating knowledge via English (Phan & Barnawi, 2015, as cited in
Kirkgdz, 2019). As a result, the internationalization of higher education has led to a
growing number of universities in these countries adopting EMI for the past few

decades (Aksit & Kahvecioglu, 2022).

English medium instruction (EMI) is known as a global phenomenon. At universities

around the world, it is considered that internationalization can be achieved by EMI,

which can be described as “the use of the English language to teach academic
subjects (other than English itself) in countries or jurisdictions where the first

language (L1) of the majority of the population is not English” (Dearden, 2014, p. 2;

Macaro et al., 2018, p. 37). In fact, an examination of most Turkish institutions’

websites reveals that internalization is included in their mission statements and

strategic plans (Kirkg6z, 2017). The reasons why more and more universities around
the world are offering their programs, both undergraduate and graduate, through the
medium of English include:

e national cuts in HE investment; the need of the state sector to compete with the
private sector” (Macaro et al., 2018, p. 37),

e “a desire to compete on a global education stage and attract the best academic
minds; the desire to publish in English-speaking journals; to rise in the
university rankings and, more practically but vitally, the need to attract students
from abroad to ensure the future financial survival of the university” (Dearden &

Akincioglu, 2016, p. 3).

As far as the Turkish milieu is concerned, as Kirkgdz (2017) puts it, since the
Turkish Republic was established in 1923, Tiirkiye has implemented planned
education policies in response to worldwide English impacts in its educational

system and:

With the implementation of policy to open to up to the Western world and the
drive for modernization and internationalization, there have been several
official measures to promote foreign language education, resulting in the
spread of English Language Teaching (ELT) in the country. (p. 237)

Several governmental initiatives have been implemented to promote the spread of

English as a foreign language (EFL) across the country, driven by a strategy to
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engage with the Western world and advance the internationalization efforts. This has
encouraged higher education institutions in Tiirkiye to offer EMI programs “with the
aim of developing national human capital with proficiency in English. The number
has significantly increased since the Turkish government allowed officially for
private universities along with state universities to offer EMI” (Kirkgdz, 2019, p.

).

Therefore, the increasing number of higher education institutions has also led to an
increase in preparatory programs or one-year intensive language programs designed
to equip students with the necessary English proficiency so that they can continue
their studies in their EMI departments (Ayvaz & Mutgalioglu, 2019). In fact,
“Turkey is a leading country in terms of total faculty and student numbers in
university intensive English programs, with an estimated 12,000 instructors serving
approximately 200,000 students, annually” (Ayvaz & Mutcalioglu, 2019, p. 152). To
meet the country's growing demand for English education, policymakers in Tiirkiye
and other Middle Eastern countries have increasingly adopted EMI in higher
education, recognizing English as a “social, cultural, linguistic, political, educational,

and economic capital” (Kirkgdz, 2019, p. 9).

2.2.1. Teachers

Professionalism communicates the idea of a subject-directed power based on liberal
notions of autonomy, freedom and rights, and “it conveys the idea of a power given
to the subject, and of the subject’s ability to make decisions in the workplace”
(Besley, 2019, p. 190). Highlighting the importance of moral responsibilities and
adhering to ethical standards, Sockett (1993) outlines the aspects of teacher
professionalism: character, commitment to change and continuous improvement,
subject knowledge, pedagogical knowledge, obligations, and working relationships
beyond the classroom. However, describing the current climate, Ball (2015) contends
that “numbers define our worth, measure our effectiveness and, in a myriad of other
ways, work to inform or construct what we are today. We are subject to numbers and
numbered subjects” (p. 299). When the focus is on accountability, measurement and

regulation, “different discourses of professionalism will circulate and gain legitimacy
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and impact on how professionalism is conceived and enacted” (Sachs, 2016, p. 414).
Hargreaves (2000) outlines the development of teacher professionalism through four
historical phases: the pre-professional age, the age of the autonomous professional,
the age of the collegial professional, and the post-professional or postmodern. After
discussing two major developments in the post-modern age, economics and
communication, Hargreaves (2000) explains how these changes have reshaped the

profession and outlines the consequences teachers have to navigate, such as:

centralized curricula and testing regimes that have trimmed back the range
and autonomy of teachers’ classroom judgement, and a market-inspired
application from the corporate sector, of systems of administration by
performance management (through targets, standards, and paper trails of
monitoring and accountability). (p. 168-169)

In other words, the post-professional age has redefined teaching professionalism.
Besley (2019) similarly argues that “professionalism is systematically at odds with
neoliberalism” (p.191). In other words, the principles of professionalism conflict

with the individualistic nature and practices of neoliberalism.

Individualization is viewed as a key strategy of neoliberalism, and in an
individualized society, there is no one else to blame but yourself if you fail to
achieve your goals (Harvey, 2005; Layton, 2010). Additionally, in Bauman’s (2001)
discourse, the individual is “the one to blame for one’s own misery, seeking causes
of one’s own defeats nowhere except in one’s own indolence and sloth, and looking
for no remedies others than trying harder and harder still” (as cited in Tiirken et al.,
2015, p. 38). This shapes the way teachers are positioned as well. For example, when
schools and students fail, it is the teacher quality that is often questioned, and
teachers are held responsible for the failures of new policies or practices, which
results in “sensationalized headlines, and thus political intervention” (Sachs, 2016, p.
417). Within this climate, as highlighted by Tiirken et al. (2015), the importance of
working on self is strongly underscored, with self-development framed as the need to
“become a better version of yourself,” regardless of how successful you may already
be (p. 34). Neoliberal strategies make individuals responsible for themselves (Besley,

2019). As Ball (2015) notes, “As neoliberal subjects we are constantly incited to
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invest in ourselves, work on ourselves and improve ourselves — drive up our
numbers, our performance, our outputs — both in our personal lives and our work
lives” (p. 299). Therefore, individuals find themselves in an endless pursuit of
development to accommodate the shifting demands in their contexts, which promotes

the use of micro-credentials.

Neoliberalism in education, or seeing education through a market lens, has also led
to the emergence of the following market-dominated discourses, which have

implications for teachers:

increasing central control of what is taught in the form of national or state
curricula; the detailed specification of teachers' work through professional
teacher competencies and standards, coupled with the introduction of
performance management systems and other audit mechanisms to monitor
and control teachers and teaching; and the introduction of centralized high-
stakes testing regimes to continually evaluate the output of teaching by
rendering it visible, calculable and comparable. (Clarke, 2013, p. 230)

These educational discourses also attempt to create an educational domain that
underscores quantifiable outputs and competition. In other words, as numbers intrude
into classes, they reorient teachers’ practice. These discourses reinforce the notion
that frequent student testing and standardized test scores best determine student
learning and good teaching, and they identify which teachers and schools are

successful (Reeves, 2018). Therefore,

Regimes of inspection in schools, the frequent testing of pupils and the
publications of test scores force institutions to compete for ‘customers’—the
same goes for universities which are ranked nationally and globally on the
basis of a range of criteria such as the productivity of their researchers,
quality of teaching, student experience and so on. (Gray et al., 2018. p.475)

In many professional sectors, it is called “data surveillance.” It refers to coercion
produced through explicit monitoring of performance data by the government
“accompanied with threats of school closure, school reconstitution, teacher dismissal,

and penalties of reduced school income” (Webb et al., 2009, p. 8).

Additionally, discourses around good and successful teachers have aligned with

neoliberal ideals, influencing teachers’ practices and decision-making processes.
9
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Neoliberalism requires evidence that you are doing things in the “correct” way
(Apple, 2007, p.7), so it fosters regulation mechanisms. When Sachs (2016), for
example, emphasizes the mid-term and long-term effects of this regulation-based

approach:

In the mid-term, this makes teachers risk averse, limits decision-making and
starts to move towards a ‘teach to the test’ mentality. In the long term, it leads
to a teaching profession who are timid in their judgements, whose skills are
reduced and whose perception in the community is that of technical worker.

(p- 417)

In other words, teacher agency regarding teaching is restricted or limited, and
teachers start to lose control over their work. In addition, referring to prepackaged
sets of curricular materials, including everything regarding goals, pedagogical steps,
and evaluation strategies, Apple (2017) notes: “Not only does it prespecify nearly all
a teacher should know, say, and do, but it often lays out the appropriate student
responses to these elements as well” (p. 254). Like Sachs (2016), Apple (2017)
points out that too much control over teachers’ work leads to teachers’ being first
deskilled and then reskilled: “As teachers lose control of the curricular and
pedagogic skills to large publishing houses, these skills are replaced by techniques
for better controlling students” (p. 256). In other words, teachers do not have the
opportunity to perform their profession as things are already pre-planned and
prepared in advance, or they are not involved in the decision-making processes

regarding curriculum, teaching, and evaluation:

Skills that teachers used to need, that were deemed essential to the craft of
working with children - such as curriculum deliberation and planning,
designing teaching and curricular strategies for specific groups and
individuals based on intimate knowledge of these people -are no longer as
necessary. (Apple, 2017, p. 255)

When teachers are provided with pre-packaged material, they carry out only the
execution not the conception. In this context, with these materials, “the teacher
becomes something of a manager” inside the class (Apple, 2017, p. 256), and
teachers are only expected to control their students. In other words, they start to lose

control over their own work and turn into those who only need to implement the
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given policies, which also results in the devaluation of creativity. As Reeves (2018)
note, “Teachers' professional judgment, principled beliefs, and philosophies of
teaching become secondary or even irrelevant to the primacy of performance and

compliance with the accountability regime” (p. 99). Besley (2019) notes that:

“Neoliberalism systematically deconstructs and destroys the space in terms of
which professional autonomy is exercised. In effect these systems are a direct
attack on professionalism that de-professionalizes teachers and professors and
are a move towards centralized standardization and control” (p. 191).

In other words, she highlights the shift from a system in which teachers have more
control over their work and decisions to a more centralized system. When there is an
assault on their spaces of authorship where they could exercise agency, it paves the

way for centralized standardization and control.

In addition, institutions prefer to use similar strategies, which prevents diversity. For
example, they tend to follow best practices, thinking that “under audit culture, (1) the
auditee is being evaluated not simply as an isolated unit but often in comparison with
other auditees or peers, and (2) the measurements used in such evaluations are
themselves not necessarily developed sui generis but are instead adopted from more
established benchmarks” (De Costa et al., 2019, p. 391). In other words, diversity is

restricted, and people follow the recognizable practices in their profession.

Regarding individualization, one of the strategies of neoliberalism, Giroux
(FreireProject, 2007) tells Kincheloe that people are not social anymore during an
interview. They are getting more and more isolated, and the collective labor of
teachers has been underestimated despite its importance. As a result of the audit
culture in the institutions, technical control, for example, results in increasing
isolation among staff (Apple, 2017). Continuous regulation through pre-packaged
material and systems influences school collaboration and staff interaction. Teacher
interaction for curricular matters and other stuff is minimized, and teachers become
isolated: “In essence, if everything is predetermined, there is no longer any pressing
need for teacher interaction. Teachers become unattached individuals, divorced from

both colleagues and the actual stuff of their work™ (Apple, 2017, p. 257). In other
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words, they are socially alienated from their colleagues. This is also detrimental to
what Connell (2009) emphasizes: the occupational culture “which includes the
shared social identity of teachers; the informal processes by which practical know-
how is passed to new teachers in on-the-job learning (a major part of teacher

education, which formal teacher education can support)” (p. 13).

In neoliberal spaces, amid regulation, quantifiable outputs, and competition, it may
not be easy to navigate challenges, but it is not impossible. Teachers can react to the
surveillance of their profession, resist the neoliberal practices and gaze and reclaim
their autonomy through pedagogical fabrications (Ball, 2003) or “strategies that
attempt to reclaim teachers’ practice from the coercive effects of neoliberal
surveillance” (Webb et al., 2009, p. 10). Teachers can interpret and reinterpret
various contexts and conditions with regard to their profession, and through
negotiation and resistance, they can create a space for themselves to act within and
enact agency. Reeves (2018) emphasizes the potential for the resistance and states

that:

In this era of de-professionalizing discourses and policies, teachers' identity
work may be spaces of potentiality for teachers to practice ethical,
professional agency and speak back against educational policies that threaten
‘good’ teaching and define the ‘good’ teacher in narrow and limiting ways (p.
105).

Similarly, Kelchtermans (2018) notes that resistance is perceived as negative and
unprofessional, typically associated with teachers’ being lazy and conservative.
However, it is, in fact, a natural response of individuals who are deeply dedicated
and professional in their practice. Upon seeing that their practice is challenged, they
may perceive this as a threat to their self-esteem, task perception, and job motivation.
Teachers who exhibit resistance or reluctance to adopt new normative directives for
their practice are demonstrating an understandable initial response, given their
commitment to their professional convictions. Buchanan (2015) also emphasizes the

active involvement of teachers in the emergence of their professional agency:

Teachers therefore confront the policies and professional discourses they
encounter not as tabulae rasae, but rather actively use their own preexisting
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identities to interpret, learn from, evaluate, and appropriate the new
conditions of their work in schools and classrooms. In this process, their
identities are reformed and remade — and professional agency is carved out.
(p. 701)

Kelchtermans (2018) also acknowledges that teachers lack control over numerous
conditions in their workplace, such as material resources and policies, as they are
largely predefined. They are compelled to act towards desired objectives and
anticipated results and take action within their professional roles. However, he adds,
“Even when teachers’ understanding of themselves is influenced, informed, and to
some point determined by the context, there always remains space and leeway for
their individual choices, motives, and preferences” (p.233). In other words, even if
they are surrounded by constraints from various stakeholders, they can navigate these
challenges, create a space for themselves to act within, “make active use their
professional space” (Oolbekkink-Marchand et al., 2017, p. 37) and still exercise
agency (Feryok, 2012).

In short, where there is power, there is also resistance (Foucault, 1980). Therefore,
although “our world is bathed in neoliberal ideology” (Holborow, 2018, p. 520),
these neoliberal discourses might also lead to the emergence of counter-hegemonic
perspectives and practices, which can prompt reconsideration of concepts like “good

2

teaching” and “good teacher.” Kelchtermans (2018) explains, “They perceive
situations, interpret them and—more or less consciously- decide on what to do, how to
act. The verbs deliberating, judging, and choosing how to act all demonstrate

teachers’ agency in their job” (p. 232).

2.2.2. Need for Public Pedagogy and Counter Narratives

It is suggested that we critically reflect on the market-dominated discourses in

education. David Marquand claims that:

The language of buyer and seller, producer and consumer, does not belong in
the public domain; nor do the relationships which that language implies.
Doctors and nurses do not °‘sell”’ medical services; students are not
‘customers’ of their teachers; policemen and policewomen do not ‘produce’
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public order. The attempt to force these relationships into a market model
undermines the service ethic, degrades the institutions that embody it and
robs the notion of common citizenship of part of its meaning (as cited in
Apple, 2007, p. 10)

Therefore, it is essential to question common sense and critically reconsider received
norms or standards. Giroux (2003) suggests that to combat the commodification of
all aspects of education, educators redefine education, especially higher education,
given its vital role in fostering the civic life of the nation. He stresses the importance
of justice, freedom, and the ability to enact agency. He argues that education also
entails “matters of civic engagement, critical thinking, civic literacy, and the capacity
for democratic agency, action, and change” (Giroux, 2015, p. 10). In addition to
teaching, teachers are expected to promote social justice in their teaching and find
ways to engage with some controversial issues in their teaching practice (Teacher
Development Webinars, 2021). Accordingly, teacher education should foster an
“awareness of the complexities of educational practice and an understanding of and
commitment to a socially just, democratic notion of schooling” (Kincheloe, 2004, p.

24).

As the universities are “losing their sense of public mission” (Giroux, 2015, p.9), a
strong need emerges for public intellectuals to address these issues. In this context,
the role of intellectuals should be to be critical of our common senses and sometimes
enter the risky territory by asking difficult questions and trying to uncover the unseen
or unspoken. Educators should develop a discourse in which social responsibility and
civic values “become central to invigorating and fortifying a new era of civic
engagement, a renewed sense of social agency” (Giroux, 2015, p. 5). The bond
between higher education and the common good should be highlighted, and public

intellectuals should develop a culture of questioning.

In short, it is critical to redefine the roles of teachers as civic citizens and public
intellectuals who contribute to the well-being of society and the common good.
While acknowledging the difficulty of this task, Apple (2019) highlights the need to
begin this endeavor without losing hope. According to Apple (2017), revealing those

resistances is the first step. To do so, he suggests that we start with exploring the
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deskilling, reskilling and technical work within the schools. Even if these struggles
are not fully conscious, they matter as Gramsci puts forward: “Hegemony is always
contested “(as cited in Apple, 2017, p. 270). At a conference, Apple (2016) argues
that revolution begins with people and calls for more narratives or thick descriptions
of teachers who improve education. He stresses the importance of success stories and
counter-hegemonic work. He suggests that we keep these memories alive so that
others think it is not impossible to do more democratic or counter-hegemonic work.

Apple (2007) asks:

“Can we too act as secretaries for some of our colleagues in higher education,
making public their partial, but still successful, resistances to the regime of
regulation that we are currently experiencing? The narratives of their (our)
political/pedagogic lives can bear witness to the possibility of taking steps
toward building a reconstituted public sphere within the spaces in which we
live and work” (p. 17)

Karaman and Edling (2021) provide narratives of what it means to be a good teacher,
highlighting teachers’ voices from various contexts and the need for a situated
understanding of a successful teacher. One of the recurring themes in the narratives
is awareness of the unique context and purpose of education, through which teaching
aims to create a society. Given the educational challenges, the teachers in the book
“are forced to negotiate and balance various different demands as well as possible”
and navigate in their context with its own tensions, as stated by Karaman and Edling
(2021, p. 197). Citing Freire (1975), Moreira et al. (2021) note that while telling
stories about their professional lives, teachers “reveal their educational priorities and
question the status quo, by inquiring on current practices and visions of teachers’
work that hinder their understanding of difference, of solidarity and of liberating
practices” (p. 58). In their stories, teachers reveal the way neoliberalism operates in

their contexts. After all, every cloud has a silver lining!

2.3. Identity and Agency

Understanding teachers requires a deeper understanding of who they are, including
the individual, professional, and cultural identities they claim or those assigned to

them (Varghese et al., 2005). Sachs (2005) argues that, especially in the context of

34



multiple changes in education and uncertainty, teachers’ professional identities are
not stable. There could be “incongruities between the defined identity of teachers as
proposed by systems, unions, and individual teachers themselves, and these will
change at various times according to contextual and individual factors and
exigencies” (p. 9). In other words, multiple contexts teachers engaged with, and the
conflicts between claimed identities and ascribed ones continue to shape and reshape

identities. This is why Olsen (2008b) contends:

I view identity as a label, really, for the collection of influences and effects
from immediate contexts, prior constructs of self, social positioning, and
meaning systems (each itself a fluid influence and all together an ever-
changing construct) that become intertwined inside the flow of activity as a
teacher simultaneously reacts to and negotiates given contexts and human
relationships at given moments. (p. 139)

In addition to the way people view and understand themselves as teachers, identity is
also about “how they come to ‘‘figure’” who they are, through the ‘‘worlds’’ that
they participate in and how they relate to others within and outside of these worlds”
(Urrieta, 2007, p. 107). Palmer (1997) highlights the importance of one’s personal
experiences, family, significant others, and sociocultural contexts when defining

identity:

By identity 1 mean an evolving nexus where all the forces that constitute my
life converge in the mystery of self my genetic makeup, the nature of the man
and woman who gave me life, the culture in which I was raised, people who
have sustained me and people who have done me harm, the good and ill I
have done to others, and to myself, the experience of love and suffering-and
much, much more. In the midst of that complex field, identity is a moving
intersection of the inner and outer forces that make me who I am, converging
in the irreducible mystery of being human. (p. 17)

Mockler (2011) elaborates on the construction and reconstruction of teacher identity
throughout their career and focuses on the three dimensions of their lives and what
these three domains relate to: teachers’ personal experiences (experiences of school
as students themselves, extracurricular activities, interests, hobbies, roles held,
activities engaged in and outside of the profession), teachers’ their professional

context (career histories, professional learning and development experience,
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involvement in professional associations on small and large scales and teacher
education), teachers’ external political environment (discourses and understandings
surrounding education external to the profession experienced by teachers through the

media and development of government policy).

In addition to the impact of context on identity, the relationship between identity and
agency is also discussed (Banegas & Gerlach, 2021; Beauchamp & Thomas, 2009;
Beijaard et al., 2000; Burns & Richards, 2009; Mockler, 2011; Sachs, 2005).
According to Burns and Richards (2009), for example, identity “reflects how
individuals see themselves and how they enact their roles within different settings”
(p. 5). The ongoing changes in the field, the shifting contexts teachers have been
involved in, and teachers’ positioning suggest a mutual and dynamic relationship
between identity and agency. Due to the interplay between agency and identity,
agency shapes and is shaped by identities. Beauchamp and Thomas (2009), for
example, underscore the criticality of the teacher identity to get a complete picture of

agency and state that:

What may result from a teacher’s realization of his or her identity, in
performance within teaching contexts, is a sense of agency, of empowerment
to move ideas forward, to reach goals or even to transform the context. (p.
183)
They argue that when teachers are engaged in reflection to better understand who
they are and what their values and beliefs are, they explore their identities, which
“may lead to a strong sense of agency” (p. 163). That is, teachers’ awareness of who
they are can pave the way for agency. Likewise, Mockler (2011) highlights the
significance of teachers’ understanding of their professional identities and states that
those who are aware of their identity display a moral purpose and are better at
making a difference in their classes and the community. As Banegas and Gerlach
(2021) explain, “teacher identity and teacher agency operate in a synergistic space of
mutual influence as teachers’ awareness of agency strengthens their identity as
independent professionals, which in turn strengthens their capacity for further
agency” (p.3). Similarly, Sachs (2005) argues that identity “stands at the core of the

teaching profession. It provides a framework for teachers to construct their own ideas
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of “how to be,” “how to act” and “how to understand” their work and their place in
society” (Sachs, 2005, p. 15). In other words, teachers’ understanding of who they

are shapes their agency, decisions, and interpretation of their place in society.

Beijaard et al. (2000) also argue that the way teachers perceive their professional
identity influences “their efficacy and professional development as well as their
ability and willingness to cope with educational change and to implement
innovations in their own teaching practice,” which also highlights the importance of
teachers’ own understanding of who they are in agency (p. 750). They argue that
when teachers are engaged in reflection to better understand who they are and what
their values and beliefs are, they explore their identities, which “may lead to a strong
sense of agency” (p. 163). Regarding how they make sense of themselves as

teachers, they draw on their histories and aspirations:

Teachers will define themselves not only through their past and current
identities as defined by personal and social histories and current roles but
though their beliefs and values about the kind of teacher they hope to be in
the inevitably changing political, social, institutional and personal
circumstances. (Day et al. 2006, p. 610)

As for teachers’ sense of themselves, Kelchtermans (2018) -elaborates on
professional self-understanding in practice and highlights the importance of both
teacher biographies and external influences. He claims that teaching as a profession
evolves within its temporal (biography) and spatial (relationships between people in
the social professional spheres, the organizational structure of the school, policy
environment, curriculum, etc.) contexts. He notes that the journey of teachers’
practice begins early in their lives. During their time as students, they spend
countless hours observing and engaging with teachers in different classes and
schools and bring a lot of experience in educational environments, which can be
described as Lortie’s (1975) “apprenticeship of observation.” This process leads
them to form a specific understanding of teaching as a profession and eventually
shapes their understanding of themselves as possible teachers in the future. Upon
their enrollment in teacher education, fresh insights and experiences modify,
reinforce, challenge, or dramatically alter their understanding of themselves in their

job.
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Throughout their careers, teachers construct a personal interpretative framework, “a
set of cognitions, mental representations that operates as a lens through which
teachers look at their job, give meaning to it and act in it.” (Kelchtermans, 2009, p.
260). An essential part of it is their professional self-understanding, described as
“teachers’ sense of themselves as teachers, how they conceive of and represent
themselves in their professional practice” (Kelchtermans, 2018, p.230) and made up
of five components: self-image, self-esteem, job motivation, task perception, and

future perspective (Kelchtermans, 2009).

As the descriptive component, self-image refers to how teachers characterize
themselves as teachers. It is based on how a teacher perceives herself but is also
influenced by how she is perceived by others. As the evaluative component, self-
esteem is based on how teachers appreciate their performance (how well am I doing
in this teaching profession as a teacher?). As the normative component, task
perception represents their responses to the following questions: “What must I do to
be a proper teacher?; what are the essential tasks I have to perform in order to have
the justified feeling that I am doing well?; what do I consider as legitimate duties to
perform and what do I refuse to accept as part of ‘my job’?” Job motivation refers to
the incentives that drive people to opt for a career as a teacher, remain in the
profession, or leave it and transition to another career. Lastly, the future perspective
encompasses teachers’ professional expectations (how do I envision myself as a
teacher in the years ahead, and how do I feel about it?). He also notes that narrating,
navigating, and negotiating are the categories of action where teachers’ self-

understanding can develop, become apparent, and be investigated.

Priestley et al. (2015a) highlight how agency is conceptualized in literature. Some
people view it as a variable to better understand social action and aim to find out
whether structure or agency is the more important in forming action. Agency is also
considered an innate capacity of people or something they have. It is also viewed as
an emergent phenomenon or something people achieve “through the interplay of
personal capacities and the resources, affordances, and constraints of the
environment by means of which individuals act” (p. 19). However, it is hard to
define agency in a single way, just like identity. Definitions of agency vary, as seen

in Table 1.
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Table 1. Definitions of agency

“The ability to take action in the light of a conscious assessment of the circumstances”
(Layder, 1997, p. 35)
“The socioculturally mediated capacity to act”
(Ahearn, 2001, p.112)
“The property of those entities (I) that have some degree of control over their own behavior, (ii)
whose actions in the world affect other entities’ (and sometimes their own), and (iii) whose actions
are the object of evaluation (e.g. in terms of their responsibility for a given outcome)”
(Duranti, 2004, p. 453)
“The ability to exert control over and give direction to one’s life”
(Biesta & Tedder, 2007, p. 135)
“The capacity to shape our responsiveness to the situations we encounter in our lives”
(Biesta & Tedder, 2007, p.146)
“The state of agency enables individuals (and, to some, collectives) to make free or independent
choices, to engage in autonomous actions, and to exercise judgment in the interests of others and
oneself. It also can describe those who have the capacity to act on the behalf of others.”
(Campbell, 2012, p. 183)
“People’s ability to make choices, take control, self-regulate, and thereby pursue their goals as
individuals leading, potentially, to personal or social transformation”
(Duff, 2012, p. 417)
Something “practiced when professional subjects and/or communities exert influence, make
choices and take stances in ways that affect their work and/or their professional identities”
(Etelépelto et al., 2013, p. 61)
“Teachers’ active efforts to make choices and intentional action in a way that makes a significant
difference”
(Toom et al., 2015: 615)
“The capacity to participate and be responsible for their own learning”
(Ruohotie-Lyhty & Moate, 2016, 318)
“Choosing actions that align with their commitments and values and with their sense of who they
are as professionals, and continuously evaluating the effectiveness of their actions”
(Haneda & Sherman, 2016, p. 745)
“When applied to teachers’ professional practice, agency denotes the ability of teachers to step out
of the contextual rules and regulations, and to act upon their own goals”
(Oolbekkink-Marchand et al., 2017, p. 38)
“The power to put autonomy into professionally informed and environmentally supported action”
(Erss, 2018, p. 253)
Agency is “achieved by individuals, through the interplay of personal capacities and the resources,
affordances, and constraints of the environment by means of which individuals act”
(Priestly et al., 2015a, p. 19)
“Multidimensional, individually varied, temporally imbued, and both socially and individually
resourced”
(Vahidhisantanen, 2015, p.1)

Definitions highlight the multifaceted nature of agency, and common themes
include:

e The ability or capacity to take action and make decisions

e Having some degree or control over one’s actions

e The alignment of agency with one’s identity and values
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e [ts potential for enabling personal and social transformation
e The influence of external factors and how agency is socially mediated

e The ability to surpass or navigate contextual rules

In their seminal work, Emirbayer and Mische (1998) conceptualize agency as “a
chordal triad” comprising three elements: iteration, projectivity, and practical

evaluation (p. 975). They define agency as an internally complex and:

a temporally embedded process of social engagement, informed by the past
(in its habitual aspect), but also oriented toward the future (as a capacity to
imagine alternative possibilities) and towards the present (as a capacity to
contextualise past habits and future projects with the contingencies of the
moment). (p. 963)

They note that examining the social action by situating it within the flow of time will
help one fully capture the complexity of agency. They refer to people’s engagement
with events in their lives and the dynamic interplay or interaction of these three
temporal orientations or dimensions. All these three dimensions play a role in
people’s actions, but the degree of their contribution to instances of action differs
(Biesta & Tedder, 2007). In other words, their framework does not imply that the
effect of these three dimensions is always equal. Referring to the dynamic nature of
agency, the degree of orientations toward the past, present and future might change,

and actors might switch between them.

Iteration, projective, and practical evaluation dimensions allow us to examine
actions oriented toward the past, future, and present respectively. Emirbayer and
Mische (1998) state that actors live in the past, present, and future simultaneously,
and they “continuously engage patterns and repertoires from the past, project
hypothetical pathways forward in time, and adjust their actions to the exigencies of
emerging situations” (p. 1012). In other words, their current actions are rooted in

their past experiences and future aspirations.

2.3.1. An Ecological Approach to Agency

Priestley et al. (2015b) develop Emirbayer and Mische’s three-dimensional

perspective on agency and come up with their own ecological approach, which
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serves as both a methodological and theoretical framework. It is also regarded as the

“first and most comprehensive framework to conceptualize teacher agency” (Kayi-

Aydar, 2019, p. 11).

Just like Biesta and Tedder (2007), who argue that conceptualization of agency as
achievement implies that the “achievement of agency depends on the availability of
economic, cultural and social resources within a particular ecology” (p. 137), when
Priestley et al. (2015a) expand Emirbayer and Mische’s (1998) conceptualization,
they claim that, in addition to the social ones, contexts can also be material and
agency is “partly shaped by the availability of physical resources and the nature of
physical constraints” (p. 25). They also add further components to each dimension

that may influence how agency is achieved (See Figure 1).

Practical-evaluative
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Ideas, values, beliefs,
discourses, language

e Structural
Iterational o Social structures Projective
. ifeliciiias |relationships, roles, -
‘ power, trust) *  Shortterm
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Physical environment

: 1

AGENCY
Figure 1. Dimensions of Teacher Agency Model (Priestley et al., 2015a)

Priestley et al. (2015a) conceptualize agency as an emergent phenomenon and argue
that it “denotes a quality of the engagement of actors with temporal-relational
contexts-for-action, not a quality of the actors themselves” (p. 22). Conceptualizing
agency as an achievement rather than a capacity or something people have implies
that agency is a dynamic process and a person can demonstrate agency in one context

but not in others, which accounts for the possible fluctuations in their agency.
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The model proposed by Priestley et al. (2015a) represents the key dimensions of
teacher agency. With regard to the iterational dimension of teachers’ work, the
achievement of agency is shaped by past experiences of teachers, which encompass
both general life histories or personal experience and professional histories, such as

their education as a teacher and teaching experience.

Although Priestley et al. (2015a) refrain from conceptualizing agency as personal
capacity, they recognize that capacity plays an important role in facilitating the
emergence of agency. A broad repertoire of responses fosters agency by enabling
teachers to maneuver among different strategies. Skills, knowledge, personal and
professional beliefs, and values, which are rooted in past experiences, contribute to
teacher agency. This highlights the importance of both initial teacher education and
continuing professional development to contribute to this capacity-building process
to “interrupt habitual ways of thinking about schooling and to encourage an
innovative and questioning mindset” (p.31). In addition to professional education,
teachers’ day-to-day experiences, relationships with colleagues, and the school

culture significantly contribute to their agency and professional experience.

The projective dimension of teachers’ work entails teachers’ short and long-term
aspirations with regard to their work, and they are largely shaped by teachers’ prior
experiences. To illustrate, “a previous experience of a negative school inspection
may make teachers risk averse in their work, and hence agency aspirations are

narrowed, and agency circumscribed” (Priestley et al., 2015a, p. 32).

With regard to the practical-evaluative dimension of teachers’ work, they distinguish
between cultural (ways of thinking and speaking, beliefs, values), material (resources
that foster or hinder agency and physical environment agency is achieved in and
through) and structural aspects (social structures and relations that help the
achievement of agency). Agency is related to the past and future, but it can only be
enacted in the present. The practical-evaluative dimension encompasses teachers’
day-to-day teaching environment. Teaching requires a lot of decision-making inside
and outside the class and difficult decisions, “involving compromise and at times

conflict with their aspirations, feeling coerced by what they might see as arbitrary
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and unnecessary intrusions into their work™ (Priestley et al., 2015a, p. 33). Their
experiences shape their decision-making and actions, with tensions and conflicting
pressures and relations in schools being part of this dimension. Cultural, structural,
and material contexts can act as mediators, influencing teachers’ actions by

inhibiting or supporting agency.

In brief, the development of agency is fostered through the interplay of people’s
individual efforts, available resources, and contextual factors within their ecologies.
As Priestley et al. (2015a) note, in their ecological understanding of teacher agency,
in addition to the capacity of teachers, the conditions under which agency is attained
or realized need to be considered. It is not a lack of regulation that is advocated.
Instead, they stress “the importance of regulation so long as it is of the right sort; that
is, the sort that recognizes the professionalism of teachers and enables them to

achieve agency in their work” (Priestley et al., 2015a, p. 151).

Agency, as an emergent phenomenon, is “achieved by individuals, through the
interplay of personal capacities and the resources, affordances, and constraints of the
environment by means of which individuals act” (Priestly et al., 2015a, p. 23). This
definition emphasizes the significance of both the capacity of the individual and
contextual factors, situating agency as a complex and interrelated system. Thus, from
this perspective, agency “is not something that people can have- as a property,
capacity or competence- but is something that people do” (Biesta et al., 2015, p.
626).

Highlighting the importance of Emirbayer and Mische’s (1998) contribution to the
concept of agency, Biesta and Tedder (2007) elaborate on their ecological model and
contend that agency is not something people inherently have. It is something that
they achieve. They also underscore the role of learning in achieving agency, which
can account for the fluctuations in agency over time, given that people act and make
decisions based on their past experiences. This underlines the criticality of reflexivity
and life histories in understanding agency. Toom et al. (2015) further state that
thinking of agency as something people do does not imply that mere teacher

behavior can serve as the only criterion for agency. Citing Soini et al. (2016), they
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note that “teacher behaviors combined with internal processes such as attitudes,
emotions, and cognitive processing constitute the complexity of professional agency”

(p. 619).

Kayi-Aydar (2019) emphasizes the criticality of emotions in her conceptualization of
agency, arguing that language teacher agency “is best understood through an
exploration of an identity, agency and emotions triangle. The complex identity—
agency relationship is affected by and reflected in one’s emotions.” In other words,
agency is not only what people do in practice. It is also how they feel. Day (2018)
also argues that “identity is an amalgam of the personal and professional selves, and
is represented through the dynamic interplay between efficacy, agency, emotions in
the context of personal biographies, workplace structures and cultures, and policy

influences” (p.61).

In brief, there is a mutual relationship between identity and agency. People construct
multiple and subjective realities as they engage with the world, and the interaction
between people and their specific working and living contexts shapes their
interpretations (Creswell, 2014). Therefore, to better understand how teachers make
sense of themselves and situations, position themselves, and exercise agency, it is

crucial to focus on multiple contexts in which they are situated.

2.3.2. Figured Worlds

Drawing on Mead (1964/1932), Bakhtin (in Holquist, 1990), and Holland et al.
(1998), Olsen (2008a) situates teacher identity inside “cultural studies of the person”
(p. 24). He then explains how identity is conceptualized in the sociocultural model of

identity:

This sociocultural model of identity considers that people are both products
of their social histories, and—through things like hope, desperation,
imagining, and mindfulness—move themselves from one subjectivity to the
next, from one facet of their identity to another, and can in some limited sense
choose to act in certain ways considered by them to be coherent with their
own self-understandings. Applied to teachers, this view highlights both the
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constraints/opportunities on a teacher deriving from personal histories and
also the actual agency any teacher possesses. (p. 24)

In line with the purpose of the current study, to explore teachers’ engagement in
various contexts, figured worlds serves as an appropriate framework for this
narrative inquiry. The concept of figured worlds is highlighted as useful if one wants
to study identity and agency in education (Urrieta, 2007). This offers a framework to
investigate developing identities and acts of agency, emphasizing that these
processes are not isolated but deeply entwined with historical, social, and cultural
contexts (Holland et al., 1998). Teachers occupy multiple figured worlds, and this
framework allows for an analysis of how teachers maneuver and negotiate their roles
in the figured world of education. It highlights the cultural resources teachers can
access in specific social settings and examines how teachers utilize tools and
symbols and how their positioning within various figured worlds meditates their

agency.

2.3.2.1. Contexts for the Production of Identities

Holland et al. (1998) elaborate on four contexts of activity for identity and one of
them is the figured worlds. Drawing on Bourdieu, Bakhtin, and Vygotsky, Holland et
al. (1998) define a figured world as “a socially and culturally constructed realm of
interpretation in which particular characters and actors are recognized, significance is
assigned to certain acts, and particular outcomes are valued over others” (p. 52). In
other words, people learn to value certain outcomes over others and recognize some
acts; still, not others. It is “peopled by the figures, characters, and types who carry
out its tasks and who also have styles of interacting within, distinguishable
perspectives on, and orientations toward it” (Holland et al., 1998, p.51). We enter
into these figured worlds, or we are recruited into them, and this depends on who
they are and their history-in-person. Positions of people matter: “Some figure worlds
we may never enter because of our social position or rank; some we may deny to
others; some we may simply miss by contingency; some we may learn fully” (p. 41).
As Urrieta (2007) notes, in these figured worlds, “people “figure” how to relate to

one another over time and across different time/place/space contexts” (p. 109).
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Urrieta (2007) states that although figured worlds are described as as if realms by
Holland et al. (1998), “most are more substantial than fantasy.” In addition to
emphasizing figured worlds as spaces of possibility (in terms of agency), their
sociocultural practice theory of self and identity asserts that figured worlds are “a
social reality that lives within dispositions mediated by relations of power” (p. 109).
As highlighted in Urrieta (2007), using the concept of figured worlds can help a lot
while studying identity and agency in education as it focuses on activity and
emphasizes power relations. Agency, power, and positionality are explicitly centered
in this framework. Likewise, Bennett et al. (2017) also contend that a figured world

can help us better understand personal agency:

The concept of a Figured World emphasises the diversity of ways of
‘becoming’ within existing community values and practices. In doing so, it
emphasises the agency of the individual in choosing how to make meaning of
the world whilst recognising the social structures and fields of power within
which such choices are made. (p. 255)

There are multiple ways of becoming, and the concept of figured worlds can help us
better understand how people interpret the world in which they live with its own
structures and power dynamics, and how they make decisions and stances. The
figured worlds framework, with its particular attention to identity, agency, and
power, provides a lens through which we can explore broader structures that
influence and guise ELT and teachers today. It also highlights that participants can
create their own new figured worlds or spaces for change within these existing

structures.

This multifaceted process of interpretation and decision-making in figured worlds
underscores the essence of human agency as conceptualized by Inden (1990), who

defines it as:

the realized capacity of people to act effectively upon their world and not
only to know about or give personal or intersubjective significance to it. That
capacity is the power of people to act purposively and reflectively, in more or
less complex interrelationships with one another, to reiterate and remake the
world in which they live, in circumstances where they may consider different
courses of action possible and desirable, though not necessarily from the
same point of view. (p. 23)
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While doing so, Inden (1990) also reminds us that people might also become the
recipients of other’s actions: “People do not act only as agents. They also have the
capacity to act as ‘instruments’ of other agents, and to be ‘patients’, to be the

recipients of the acts of others” (p. 23).

The concept of figured worlds emphasizes the "boundedness" of particular
communities and their participants. It acknowledges that spaces like universities and
classes are all unique and bounded in certain ways. Within these spaces, teachers are
seen as actors who continually engage with and construct their worlds in response to
changes and external demands. People tell others who they are, and these self-

understandings or identities shape the way they act:

Persons develop more or less conscious conceptions of themselves as actors
in socially and culturally constructed worlds, and these senses of themselves,
these identities, to the degree that they are conscious and objectified, permit
these persons, through the kinds of semiotic mediation described by
Vygotsky, at least a modicum of agency or control over their own behavior.
(Holland et al., 1998, p. 40)

“People “figure” who they are through the activities and in relation to the social
types that populate these figure worlds and in social relationships with the people
who perform these worlds. People develop new identities in figured worlds™ (Urrieta,
2007, p. 108). In other words, this framework highlights the roles of people,

activities, and relationships in shaping the figured world of teachers.

In addition to figured worlds, Holland et al. (1998) explore three other contexts of
activity for identities: positionality, space of authoring, and making worlds. As a
counterpart to figuration, positionality refers to the positions offered to people in

different figured worlds. For example, a teacher could be positioned as “a good
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teacher,” “a bad teacher,” “a marginalized teacher,” “an obstinate teacher,” or “an
effective teacher.” When people are positioned in these ways, they are not so much
engaged in self-making. Instead, they accept, reject, or negotiate these roles to

varying degrees.

The space of authoring is the third context. Holland et al. (1998) build on Bakhtin’s

concept of dialogism, “the always present, always operating, always demanding job
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of being in dialogue with others, with one’s environment” or people’s sense-making
ability through internal dialogues (p. 189). As long as we are alive, we respond to

things directed to us and interpret what is happening. Following him, they state that:

The world must be answered—authorship is not a choice—but the form of the
answer is not predetermined... Authorship is a matter of orchestration: of
arranging the identifiable social discourses/ practices that are one’s resources
(which Bakhtin glossed as “voices”) in order to craft a response in a time and
space defined by others’ standpoints in activity, that is, in a social field
conceived as the ground of responsiveness. Human agency comes through
this art of improvisation. (p. 272)

They describe agency as the orchestration of social discourses and practices to form
responses, which involves improvisation. People navigate and respond to the
perspectives and constraints imposed by others by drawing on personal histories and
available cultural resources. They emphasize that agency emerges through

improvisation.

Regarding the diverse discourses from multiple figured worlds, Bakhtin suggests that
the voices are heteroglossic. They are in conflict, but they must be arranged or put
together somehow. He calls the orchestration of such voices “self-authoring.” In this

meaning-making process,

We “author” the world. But the “I” is by no means a freewheeling agent,
authoring worlds from creative springs within .... In authoring the world, in
putting words to the world that addresses her, the “I” draws upon the
languages, the dialects, the words of others to which she has been exposed.
(Holland et al., 1998, p. 170)

We can construct ourselves through communication, and we both obtain positions
and maintain them in the figured worlds through discourse. As Holland et al. (1998)
state, “Our communications with one another not only convey messages but also
always make claims about who we are relative to one another and the nature of our
relationships” (Holland et al., 1998, p. 26). Individuals navigate multiple figured
worlds, and during their engagement, they also bring with them the cultural values
and beliefs embodied within these historically situated worlds. When people

participate in multiple figured that contain conflicting values and beliefs, they may
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experience inconsistencies, and tensions may occur. While particular ways of
knowing, being, and acting are privileged, others are marginalized through dominant
discourses. This is why, as Sisson (2016) revealed in her study, critical incidents are

important since they encourage and promote agency.

Making worlds is the last context for the production of identities. Holland et al.
(1998) contend that “through “serious play,” new figured worlds may come about”
(p.272). In these novel figured worlds, the possibility of creating new artifacts, acts,

and discourses emerges.

To explain figured worlds, Clarke (2008) highlights the role of imaginative capacity
highlighted in Vygotsky and the way children suspend everyday reality. They have
the ability and desire to enter into their imaginary worlds and ignore, at least
temporarily, those feelings and concerns irrelevant to these play worlds. The world
of the games is treated as the real world. For example, one child can use a stick as a
horse, while another can tap it on the wall and act like a teacher. These objects or
mediating devices help people gain some control over their environment. Similarly,
as Clarke (2008) argues, “Throughout our lives we all participate in socially
meaningful activity by ‘casting’ ourselves and others into socially constructed roles.
Together, these activities and roles make up what Holland et al. (1998) refer to as

‘figured worlds’” (p. 25).

Children's play worlds are similar to the more complicated figured worlds they enter
as they age (Holland et al., 1998). Just as in children’s play, through social play, “the
activities of “free expression,” the arts and rituals created on the margins of regulated
space and time,” new social competencies in newly imagined communities can be
developed. According to Holland et al. (1998), “Through play people acquire the key
cultural means by which they escape, or at least reduce, the buffeting of whatever
stimuli they encounter as they go through their days,” which can pave the way for
new discourses, acts, and more liberatory social movements in these new figured
worlds (p. 280). This is what they mean by “making worlds”, which leads us to the

figured worlds or the first context of identity.
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According to Holland et al. (1998), we learn to “inhabit the cultural world through
play when it is instituted within us... Play is also the medium of mastery, indeed of
creation, of ourselves as human actors. Without the capacity to formulate other social
scenes in imagination, there can be little force to a sense of self, little agency” (p.
236). This is why they remind us of Bakhtin’s emphasis on the “ways play frees
people from the generic forms that govern their actions” and his notion of carnival or
the process of carnivalization (p.237). As Holland et al. (1998) note, “In a situation
of heteroglossia different languages and perspectives come inscribed with differing
amounts of authority,” and it might take a long time to develop an authorial stance in
a figured world (p. 182). In Bakhtin’s words, “One’s own discourse and one’s own
voice, although born of another or dynamically stimulated by another, will sooner or
later begin to liberate themselves from the authority of the other’s discourse”

(Bakhtin, 1981, p. 348).

Canagarajah (2004) explains this by elaborating on the common assumptions related
to self and voice. The three constructs -identity, role, and subjectivity- can be
imposed on people. Given that the self is shaped by multiple discourses and
composed of different subjectivities with unequal power and status, the subject needs
to negotiate these identities to achieve coherence. Canagarajah (2004) defines voice
as “a manifestation of one’s agency in discourse through the means of language,”

and it has to be:

negotiated in relation to our historically defined identities (such as race,
ethnicity, and nationality), institutional roles (like student, teacher, and
administrator in the educational institution), and ideological subjectivity (i.e.
our positioning according to discourses such as ‘responsible citizen/lazy
immigrant/dependent foreigner,” or ‘authoritative native-speaker/blundering
non-native speaker,” which embody values according to the dominant
ideologies in the society) (pp. 267- 268).

Although an emphasis on social constraints a lot leaves little room for agency,
Holland et al. (1998) draw upon two theorists who address agency, Vygotsky and
Bakhtin. They suggest that we not neglect the social and cultural contexts that
“inform the playing field” to which human actions is directed and by which it is

shaped” (p. 278). In other words, while people are compelled to respond to the
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world, they still have the option to craft novel responses to events. By drawing on
their experiences from multiple figured worlds, they can appropriate the given
circumstances and create their own spaces for change. Agency within the theory of
figured worlds encompasses not only what people can do in spaces they are afforded.
It also encompasses how they take stances, make choices about the ways they are
positioned, and position themselves. As Holland et al. (1998) argue, Bakhtin
highlights the difference between people who can develop that stance and those who

cannot:

“Yet he does write about differences between the neophyte, given over to a
voice of authority, and the person of greater experience, who begins to
rearrange, reword, rephrase, reorchestrate different voices and, by this
process, develops her own “authorial stance.” (Holland et al., 1998, p. 183).

People bring their histories to the present and current situations. In response to the
subject positions offered to one in the present, one improvises utilizing the cultural

resources at hand. As they claim:

One’s history-in-person is the sediment from past experiences upon which
one improvises, using the cultural resources available, in response to the
subject positions afforded one in the present. The constraints are
overpowering, yet not hermetically sealed. Improvisation can become the
basis for a reformed subjectivity. (Holland et al., 1998, p. 18)

They acknowledge the active role individuals play in authoring their identities in a

variety of social contexts and contend that:

We will try to show how one person plays and is played within these diverse
fields—within a space of authoring, to make at last a repertory of potential
identities and, from that repertory, something more than Foucault’s subject—
though less than an imperial self. (Holland et al., 1998, p. 193)

In other words, while acknowledging the constraints or power structures, they
recognize that their subjects go beyond being simply docile bodies Foucault
describes in his earlier work. They engage with discourses, cultural resources,
practices, and norms to create “a repertory of potential identities” and then navigate

and negotiate their identities within different fields. In brief, individuals are not fully
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determined by the discourses or structures. They actively author themselves and the
world around them. They are “agentive beings who are constantly in search of new
social and linguistic resources which allow them to resist identities that position them

in undesirable ways” (Pavlenko & Blackledge, 2004, p.27).

Holland et al. (1998) explore two dimensions of figured worlds: conceptual and
material. On the conceptual dimension, figured worlds provide the contexts of
meaning for actions. In these worlds, people learn to ascribe new meanings to certain
acts and favor certain activities and practices over others. They enact these senses of
self or conceptual understandings of the material dimension. In return for their
everyday performances, they gain prestige in and across figured worlds. They also
highlight the importance of artifacts as the mediators of human action and identity,
describing them as “psychological tools” to evoke figured worlds (p. 60). In figured
worlds, people learn new perspectives of the world and ascribe people and artifacts
like events, objects, and discourses related to those particular figured worlds with
new meanings. Meaning making is mediated by available cultural tools, and when
individuals internalize these artifacts, they make sense of themselves and motivate

themselves to act.

2.4. Research on Teacher Agency

Using a socio-cultural developmental approach to teacher agency, Tao and Gao
(2017) explored how eight language teachers exercised agency in relation to
professional development during a curricular reform (shift from general English to
English for specific purposes) at a Chinese university. Data were collected through
life-story  interviews, participatory observation data, conversations with
administrators, field notes, and relevant documents. Regarding the three areas of
professional development, the results indicated that participants enacted strong
agency in teaching engagement and learning investment, but their agency in research
practices varied. They took various agentic actions, and their choices to participate in
these three areas in relation to the new curriculum were mediated by different
identity commitments. Despite the limited resources for their professional

development in their school, they engaged in self-directed learning.
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In their study, Varghese and Snyder (2018) explore how four pre-service teachers in
a monoglossically oriented teacher education program in Washington developed
their professional identity and agency as dual language teachers through the figured
worlds framework. Employing an ethnographic approach, they collect data through
interviews, formal observations and field notes over the course of a year. Using
figured worlds enables them to show the affordances and challenges teachers
experienced while trying to be agentive and shape those figured worlds. The results
show that teachers experienced different structural constraints and challenges in the
program and their placement schools, but this did not prevent them from building
strong connections with their students and families and maintaining commitment to
their work. Although they experienced constrained agency, negotiating multiple
figured worlds allowed these teachers to develop unique forms of agency shaped by
their histories, TEP, and their lived experiences in their classes and larger contexts,

including the sociopolitical milieu surrounding them.

Although this dissertation primarily focuses on teacher agency in higher education
context, this section also includes relevant studies in K-12 settings due to their
significant insights and connections. In their study, Hiver and Whitehead (2018)
aimed to investigate whether and how English language teachers’ agency in their
pedagogical practice could provide insight into their ongoing professional identity
construction. The participants comprised four Korean English language teachers at
various stages of their careers in public schools. The data were collected through
observational data, reflective journal entries, and an in-depth interview. Citing

Connelly and Clandinin (1999), they note,

In the struggle to safeguard the coherence of their narrative identity, teachers
often use autobiographical reasoning to establish connections between both
past and current events and the self by drawing conclusions about the self
from autobiographical episodes and instances in which they either did or did
not exercise agency. (p. 72)

The results showed that teacher agency emerged from the intricate and ongoing
negotiation between these teachers’ sense of self (identity), personal characteristics,
and their work environment. Teachers exercise agency in their pedagogical practice

to deliberately enact their values, goals, and beliefs. Through autobiographical
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reasoning, teachers internalized a transformation narrative, turning negative events
into positive outcomes. They said: “For these teachers, agency gave their identity a
purpose while their autobiographical reasoning gave the conscious narrative being

built around that purpose a sense of coherence.”

Mooney Simmie et al. (2016) explored experienced teachers’ narratives related to the
concept of “good teaching” in Ireland and their interactions with their peers, school
management, the academy, and the state inspectorate. The data were collected from
54 experienced teachers, mostly teaching in secondary schools, through an online
anonymous survey with open-ended questions. Three themes emerged: multiple
perspectives on good teaching, pedagogy of oppression, and low ethical trust. The
results revealed a restrictive hierarchy centered on teacher seniority and
administration. The official pedagogical discourse (ORF) constrained teachers’
practices (PRF) and their capacity to act as autonomous agents of change.
Interactions at school were described as democratic in theory. However, 56% of
teachers described the interactions as “a rather tokenistic and contrived democratic
process, used as a functional strategy to avoid alienating teachers” (p. 65). The
public’s distrustful perception was also seen as undermining teacher professionalism
and hindering their autonomy. Despite a pedagogy of oppression and restriction
through regulations and policies, there were some gaps or spaces for productive
discourses. Although teachers expressed a desire to foster care and critical thinking,

b

perceiving themselves as “agents of change,” when good teaching practices were

evaluated merely through measurable ways, their capacity was shrinking.

In their study from a poststructuralist perspective, Nazari et al. (2023) explore the
role of institutional power in shaping the autonomy, agency, and identity
construction of experienced Iranian English language teachers in a private language
school. The data were collected through narrative frames and semi-structured
interviews. The findings revealed that teachers perceived institutional power as
discursively limiting their autonomy, agency and identity construction as their beliefs
conflicted with the school’s demands. However, they also viewed it as beneficial in

maintaining systemic organization and providing a consistent framework.
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In her case study, Ashton (2022) explored the agency of four experienced language
teachers working in different contexts and institutions in New Zealand and the
affordances and constraints in exercising agency during the sudden switch to
emergency online teaching because of COVID-19. The data were collected through
interviews, which were the primary source of data collection, as well as teacher
notes, informal conversations, and emails. The study analyzed teachers’ critical
incidents, the agency they exercised, and the factors that shaped their actions. The
results showed that social structural factors such as relationships, roles, and power
dynamics played a significant role in their identities and enactment of agency. Two
teachers experienced significant challenges when teaching online, which led to their
deep reflection on their role. Despite limited motivation, they endeavored to exercise
agency through pastoral care and support for their students. The study also stressed
the importance of critical incidents since they can disrupt routines and make teachers

reflect on their professional roles and identity before deciding how best to respond.

In their study, Ali and Hamid (2023) explored how two English teachers from a rural
Bangladeshi school exercised agency despite facing strong political pressure to
improve their students’ test data. In other words, they examined how teachers
navigated the pressures of standardized testing and datafication, which often results
in negative washback effects on teaching practices. Datafication refers to the process
of using data-oriented accountability measures to evaluate various aspects of
teaching and learning, such as test scores and student performance metrics. Data
were collected through classroom observations ad interviews with the teachers. The
findings suggested that while teachers’ practices were affected by the examination
and datafication, they weren’t entirely determined by these factors. The exams did
not assess listening and speaking skills, so students were more inclined to focus on
the content that was tested. Despite these constraints, classroom observations showed
that teachers exercised agency by adjusting their teaching methods and adapting the
curriculum to better align with broader curricular goals and the needs of their
students. Teachers’ professional sense of being, along with professional, emotional,

ethical, and moral values, also played a critical role in shaping their agency.

Although the participants in the following studies are not language teachers, they are

still educators and provide relevant insights. In her qualitative study, Buchanan
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(2015) explored how primary school teachers interpreted their professional identities
during the reform. By focusing on agency and using teacher identity, she also
investigated how teachers are shaped by the shifting contexts and discourses and how
they situate themselves in their school and reform climate. Three teachers with at
least three years of teaching experience from three different schools were selected,
and the data were collected through in-depth interviews. Two interviews were
conducted with each teacher. The results showed that teachers’ prior teaching
experiences had an important effect on teacher identities based on the analysis of the
career history. When teachers encountered a mismatch between their identity and the
school culture, they had to deal with that, illustrating how identity and agency
intersect. There were two main kinds of agency exhibited by teachers: pushing back
and stepping up. When they experienced a disconnect between their identity and the
demands of the school, they chose to push back, which is a kind of resistance. When
teachers’ identities aligned well with the school culture, they made an effort to go

beyond their expected roles.

In their narrative analysis, Loh and Hu (2014) examined the lived experience of
Natalie, a beginning teacher, during her first two years in a neoliberal school system
in Singapore. Her stories were collected through spontaneous storytelling (which
arises naturally), story eliciting (related to critical events), and story asking (by
making explicit requests for stories from the participant). In addition to the stories,
20 emails in which Natalie shared the critical events, questioned the reasons behind
their occurrence, and asked for advice were also analyzed. The results revealed how
a neoliberal school culture shaped an idealistic beginning teacher’s teaching beliefs,
practices, and lived experiences. Despite her attempts to resist the neoliberal school
culture by expressing her concerns and doubts during staff meetings, over time, she
realized that resistance was futile, so she decided to follow the rules and adopt the

dominant neoliberal practices in her school.

Sisson (2016) explored identity, agency, and professional practice using cultural
models theory in her study. Data were collected through the lived stories of an
African American public preschool teacher in the United States. The results showed

that CeCe’s childhood stories and the figured worlds of home and school influenced
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her developing sense of agency and identity. The findings also underscored the
importance of critical incidents in shaping identity and agency. Given that her lived
experiences affected her sense of belonging and identity at school, she aimed to
create a classroom environment for her students similar to the caring community she
experienced at home. She achieved that by establishing caring relationships in class
with her students, advocating for them, and making covert improvisations in the
curriculum. Enacting covert forms of agency within the class was empowering for
her, but it served to “disempower her in public spaces as she silenced her own voice

in order to be perceived as compliant” (p. 680).

Employing a narrative approach, Lutovac et al. (2024) explore the nature of teachers’
work. Data were collected from 25 teachers (primary school, special education and
subject teachers) from diverse Finnish public schools, and each individual teacher
was invited to share their experiences and perspectives on their work, changes in
their work, and relationships in an interview lasting one to two hours. Among the
themes that emerged are multiple teacher roles and the fragmentation of their work,
teamwork, students’ diverse backgrounds, altered learning behaviors and skills, and
the pandemic. Teachers’ narratives showed that teachers today need to assume
multiple roles and handle various duties. Some of these tasks are unrelated to
teaching, and teachers feel they lack expertise. Teemu, a teacher in the study, talked
about different projects, paperwork, documentation, out-of-teaching workload, and
expectation of constant availability. Yet, he finds teaching rewarding due to his
relationships with students and the feeling of being needed, which helps him deal
with the hecticness of teaching. Their stories also revealed that the COVID-19
pandemic led to several changes in teachers’ work, such as isolation, a heavier
workload, and a need for rapid development of digital skills. Asta stressed the
intensity of the workload and the feeling of loneliness. As for Henna, she
emphasized the constant need to be prepared to cope with uncertainty. There were
also teachers like Ulpu, who liked the calmer pace of work during the pandemic.
Some teachers prioritized the well-being of their students over their own problems.
Although the study does not specifically focus on teacher agency, it provides

valuable insights into the evolving nature of teachers’ work.
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As far as the studies in the Turkish context are concerned, Biitiin Ikwuegbu and
Harris (2024) explored 13 ELT teachers’ experiences of reflective practice in
Tiirkiye. They examined how agency functioned in reflection with respect to teacher
growth. The data were collected through narrative interviews and critical incidents.
The results showed that teachers engaged in both reflection-in-action and reflection-
on-action. Their agency shaped their ability for critical or emancipatory reflection,
allowing them to reflect on a broader context and see how their classes relate to
larger political, social, and educational realities. Unlike teachers with a present-
oriented agency, who struggled with critical thinking as they perceived external
factors as obstacles, teachers with a future-oriented agency were able to concentrate

on their goals, overcome the present constraints, and engage in critical reflection.

In her small-scale study, Mutlu (2017) explored the factors that influence teachers’
agency in relation to their perceived professional space. Data were collected from
eight Turkish EFL teachers at different private and state schools through semi-
structured interviews with each participant and storylines. Teachers were asked to
draw two lines representing perceived and exploited professional space on one chart.
Analysis revealed three types of trajectories: contested agency, gradual growth of
agency, and failure to achieve agency. The results also indicated that while
motivation, cooperation, and technological equipment fostered agency, a centralized

curriculum, workload, and pressure from the administration restricted it.
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CHAPTER 3

METHODOLOGY

This chapter presents the research methodology guiding this doctoral dissertation.
First, it presents the methodological approach employed, followed by the
researcher’s role and the participants. It then explains the data collection and data
analysis. Finally, it presents the ethical considerations, followed by the quality

criteria.

3.1. Narrative Inquiry

In line with the social constructivist research paradigm, the current study
acknowledges that people construct multiple and subjective realities as they engage
with the world, and these interpretations are shaped by interactions among people
and the specific contexts in which these people work and live (Creswell, 2014). As
Holland et al. (1998) explain, “Selves are socially constructed through the mediation
of powerful discourses and their artifacts” (p. 26). Given that there are multiple or
situated perspectives or realities constructed in different contexts (Guest et al, 2013;
Mack, 2010), the study aims to rely on the participants’ views as much as possible
and present their interpretations of the meaning (Creswell, 2013). In this regard, it
focuses on the natural context where these feelings and meanings are experienced by

the teachers.

Teacher beliefs significantly influence how teachers understand, interpret, and
evaluate their situations, as well as how they respond and act. Teacher beliefs do not
come from nowhere and they are deeply rooted in teachers’ prior experiences,
knowledge, and histories (Clandinin & Connelly, 2004; Freeman, 2002; Borg, 2003;
Golombek, 2009; Johnson, 2006; Lortie, 1975), and that they can also manifest as

aspirations, leading or directing their actions. Therefore, there are references to the
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teachers’ early stages of lives, teaching careers, and their aspirations and future

images as language teachers.

Using the theory of figured worlds (Holland et al., 1998), this study aims to explore
the lived experiences of experienced or veteran teachers and uncover how they make
sense of their experiences within the spaces they act or their figured worlds. As
Miles et al. (2014) highlight, “Qualitative data, with their emphasis on people’s lived
experiences, are fundamentally well suited for locating the meanings people place on
the events, processes, and structures of their lives and for connecting these meanings
to the social world around them” (pp. 30- 31). To this end, the current study is
designed as a narrative inquiry within the qualitative research framework to capture
the detailed stories, the complexity of teachers’ experiences, and their agentic

orientations.

Narrative inquiry can be described as “the study of the ways human experience the
world” (Connelly & Clandinin, 1990, p. 2), “a way of thinking about experience”
(Connelly & Clandinin, 2006, p.477), or “stories lived and told” (Clandinin &
Connelly 2000, p.20). It creates a space for teachers to voice their stories. As

Connelly and Clandinin (2006) note,

Humans, individually and socially, lead storied lives. People shape their daily
lives by stories of who they and others are and as they interpret their past in
terms of these stories. Story, in the current idiom, is a portal through which a
person enters the world and by which his or her experience of the world is
interpreted and made personally meaningful. (p. 477)

Connelly and Clandinin (2006) identify three commonplaces of narrative inquiry,
and the study follows their three-dimensional narrative inquiry space: temporality,
sociality, and place. On the temporal dimension, they claim, “a particular person had
a certain kind of history, associated with particular present behaviors or actions that
might seem to be projecting in particular ways into the future” (p. 479). Hence, a
narrative researcher describes events by focusing on the past, present, and future.
Individuals talk about their past, present, and future, and temporal changes are

conveyed through their narratives. To this end, the current study explores the
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participant teachers’ early life, schooling, teacher education, and teaching
experiences in the past, capture their stories during their participation in the study,
and their future aspirations. As for the sociality or social dimension, researchers
attend to both personal conditions (hopes, desires, feelings, aesthetic reactions, and
moral dispositions of the researcher or participant) and social conditions that form
the individual’s environment or context. For example, policy and administration may
form the context of the teacher or teacher’s social conditions. The relationship
between participant and inquirer is another dimension of sociality. A narrative
inquirer brackets herself into an inquiry. Finally, the specificity of location is of great
importance. The qualities of place and their impact on the stories being told and lived

need to be acknowledged.

Our life is a continuous meaning-making process of the stories we tell and listen to.
We interpret our new experiences based on our previous experiences or stories,
suggesting that the future will be affected by both past and present experiences. The
stories available to us are constantly reconstructed as new events occur. This is why
life stories are “always about both the reconstructed past and the imagined future”
(McAdams, 2008, p. 244). We all need stories, which cannot be considered separate
from real life. They help us interpret our experiences and shape our present and

future:

Stories help us construct our se/ves, who used to be one way and are now
another; stories help to make sense of, evaluate, and integrate the tensions
inherent in experience, the past with the present, the fictional with the "real,"
the official with the unofficial, the personal with the professional, the
canonical with the different or unexpected. Stories help us transform the
present and shape the future for our students and ourselves so that it will be
richer or better than the past. (Genishi & Dyson, 1994, pp. 242-243)

Narrative researchers collect stories and documents about individuals’ lived and told
experiences. When people share their stories and experiences with narrative
researchers, they reflect on and reveal how they see themselves or their selves

(Creswell, 2013). As Drake et al. (2001) put it:

Stories, as lived and told by teachers, serve as the lens through which they
understand themselves personally and professionally and through which they
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view the content and context of their work, including any attempts at
instructional innovation. (p. 2)

In narrative inquiry, “events and happenings are configured into a temporal unity by
means of a plot,” and stories are used to explore and describe human action
(Polkinghorne, 1995, p. 5). People explain their actions and justify them through
narratives, and narrative inquiry helps us better understand why people engage in
different acts because stories reflect us. Identity is both the person telling a story and
the story itself, or “self is both the storyteller and the stories that are told”
(McAdams, 2008, p. 244). Selves, therefore, create stories, and they, in turn, create
selves (McLean et al., 2007). By constructing stories about their lives or narrative
identities, they construct and reconstruct their identities. McAdams and McLean
(2013) call this narrative identity and define it as “a person’s internalized and
evolving life story, integrating the reconstructed past and imagined future to provide
life with some degree of unity and purpose” (p. 233). Telling stories is not without a
purpose. As pointed out by Bullough Jr. (2015), “One comes to think of the self as an
agent, an actor with purpose and intentionality, a person with identity” (p.82). In
other words, a person authors herself through stories, enacts agency, and acts.
Teachers, for example, express who they are, how they came to be who they are, and

how they think they will continue.

The emergence of stories through the interaction between participants and the
researcher underscores the collaborative nature of narrative inquiry (Creswell, 2013),
which can be described as “a process of collaboration involving mutual storytelling
and restorying as the research proceeds” (Connelly & Clandinin, 1990, p. 4).
Participants and the researcher negotiate the meaning of the stories together, and the
participants are actively involved in the research. They “feel listened to, and their
information brings researchers closer to the actual practice of education,” so the
stories told in narrative inquiry enrich the lives of both storytellers and listeners

(Creswell, 2012, p. 501).

Citing Denzin (1989), Creswell (2013) notes that narrative stories often include
“turning points,” and researchers highlight these specific tensions while telling these

stories. They also collect information about the context since “narrative stories occur
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within specific places or situations” (Creswell, 2013, p. 72). McAdams (2001) also
observes that “life stories reflect the values, norms, and power differentials inherent
in the societies wherein they have their constitutive meanings” (p. 118). This is why
he argues that society and shifting contexts have a profound impact on stories and

determine which stories unfold:

Life stories mirror the culture wherein the story is made and told. Stories live
in culture. They are born, they grow, they proliferate, and they eventually die
according to the norms, rules and traditions that prevail in a given society,
according to a society’s implicit understandings of what counts as a tellable
story, a tellable life. (p. 114)

Social, historical, political, cultural, and interpersonal circumstances all play a role in
how stories are told (Blix et al., 2013). Stories are considered subjective accounts;
however, they are told “at a historical moment with its circulating discourses and
power relations” (Riessman, 2008, p, 34). As Bullough Jr. (2015) contends,
“Development of audit cultures and inspectorial societies within schools and
increasingly in teacher and higher education certainly count as such a change” that
might influence the way stories are lived and told (p. 88). In other words, neoliberal
discourses teachers are currently navigating, such as the trend towards more
evaluative and performance-based cultures in education, represent another facet of
the changing educational environment that can significantly impact the stories

teachers live and tell.

According to Connelly and Clandinin (1990), “education is the construction and
reconstruction of personal and social stories; teachers and learners are storytellers
and characters in their own and other’s stories” (p. 2). Teachers are “storytellers”
(Kelchtermans, 2018, p. 237), and stories are never neutral, as teachers position
themselves within them, and teacher professional identity is both constructed and
represented through narrative. Referring to Freire (1975), Moreira et al. (2021) point
out that while telling stories about their professional lives, teachers “reveal their
educational priorities and question the status quo, by inquiring on current practices
and visions of teachers’ work that hinder their understanding of difference, of

solidarity and of liberating practices” (p. 58). Therefore, narrative inquiry also
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creates a space for teachers to voice alternative practices that might challenge
commonsense discourses and shape power relations. In other words, these stories can
sometimes serve as counter-narratives, providing inspiration to both the storytellers
and readers. Genishi and Dyson (1994) also address this by delving into the necessity

of our stories and emphasizing how they offer us hope:

Perhaps in the end, we need our stories to give us hope. They help us see
possibilities, they give us what we need to envision a transformed future in
which learners have satisfying social relationships, make sense of print, all
see themselves in the world around them- in the dolls they favor, the books
they choose, and the stories they tell, hear, read, write, perform. (p. 243)

Given the prevalence of neoliberal discourses and practices in the educational
domain, this study helps unearth the voices of language teachers, offering insights
into how teachers enact agency and navigate power relations and educational
priorities in their decision-making processes. Narrative research is well-suited for
this study because it provides a space for the participant teachers to engage in
meaningful acts of storytelling, and as counter-narratives, these stories can contribute
to a more diverse and inclusive understanding of the world, challenge existing norms

or widely accepted beliefs or assumptions, and spark hope.

3.2. Researcher’s Role

While it is true that participants’ stories form the basis for explanations and theories
in qualitative research, researchers play an important role in the study, too, and what
they bring to it should not be ignored. In addition to discussing participants’ stories,
the researcher also needs to be reflective about her own background and experiences,
which may shape her interpretations and the way stories are retold (Creswell, 2013).

As Haynes (2012) puts it,

reflexivity is an awareness of the researcher’s role in the practice of research
and the way this is influenced by the object of the research, enabling the
researcher to acknowledge the way in which he or she affects both the
research processes and outcomes. (p.72)

The way researchers perceive the world has a significant impact on the research

process. It can enrich the quality of the study, promote rigorous research, and help
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researchers critically engage with their methodological choices. Harwell (2011), for

example, states that:

Qualitative research methods are also described as inductive, in the sense that
a researcher may construct theories or hypotheses, explanations, and
conceptualizations from details provided by a participant. Embedded in this
approach is the perspective that researchers cannot set aside their experiences,
perceptions, and biases, and thus cannot pretend to be objective bystanders to
the research. (p. 149)

McNess et al. (2015) focus on the researcher’s positioning related to the research and
participants, and they examine the traditional ways of describing the outsider as
detached and objective and the insider as culturally embedded and subjective.
Researchers, they contend, are neither outsiders nor insiders. They are in the middle:
“In one sense we are all newcomers, strangers or outsiders though, as researchers, we
are rarely entirely on one side or the other — and in practice, we are often somewhere
in between” (p. 303). Empathy is crucial here, and McNess et al. (2015) define it as
the capacity to recognize and share thoughts or feelings experienced by others.
Researchers are neither complete observers nor participants. Unlike quantitative
researchers, qualitative ones are in constant contact with the participants. As

qualitative researchers Dwyer and Buckle (2009) note,

The stories of participants are immediate and real to us; individual voices are
not lost in a pool of numbers. We carry these individuals with us as we work
with the transcripts. The words, representing experiences, are clear and
lasting. We cannot retreat to a distant “researcher” role. Just as our
personhood affects the analysis, so, too, the analysis affects our personhood.
Within this circle of impact is the space between. The intimacy of qualitative
research no longer allows us to remain true outsiders to the experience under
study and, because of our role as researchers, it does not qualify us as
complete insiders. We now occupy the space between, with the costs and
benefits this status affords. (p. 61)

Reflexivity can be defined as a researcher’s identification of vested interests, cultural
influences, preconceptions, personal experiences, and hunches that may impact how
they perceive the study data, and it is also referred to as bracketing (Fischer, 2009).
Our research is shaped by the narratives we, as researchers, bring to each stage of the

research process. It is crucial, therefore, to be mindful of the representations, power
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issues, and our “selves” that we bring with us while conducting research. It is also
critical that teachers and researchers move away from dogmatic truths about
themselves and others and positivist ways of understanding the world (Byrd Clark &
Dervin, 2014). As Creswell (2014) notes, “Inquirers explicitly identify reflexively
their biases, values, and personal background, such as gender, history, culture, and
socioeconomic status (SES) that shape their interpretations formed during a study”

(p. 237).

Researchers employ bracketing to “mitigate the potential deleterious effects of
unacknowledged preconceptions related to the research and thereby to increase the
rigor of the project” (Tufford & Newman, 2012, p. 81). By doing this, they not only
minimize the biases in the study but also declare to what extent and how their
individuality affects the course of the study (Creswell, 2013). Regarding how and
why to employ bracketing, Tufford and Newman (2012), for example, state that
starting a reflective journal at the outset of a research project may allow previously
suppressed memories or unconscious prejudices influencing the study process to
surface. They also argue that some interview questions might elicit strong emotional
reactions in both the participants and the researcher. Bracketing one’s preconceptions
may also assist with managing intense emotional reactions in the researcher and
those reactions to participant stories. They also give prominence to the exploration of
diverse perspectives. In qualitative research, a participant holding a different point of
view might reveal unexplored areas that have been overlooked, offer new lines of

thought, and serve as a negative case example for a particular issue.

According to Tufford and Newman (2012), “Holding in abeyance one’s
preconceptions may engender sensitivity to alternate perspectives thus permitting
additional avenues of exploration and allowing apparent contradictions to emerge”
(pp. 90-91). Therefore, bracketing also encourages researchers to be receptive to
hearing negative cases. This also holds true for the data analysis stage as well. They
state that if a researcher fails to examine her preconceptions, this might affect what
she hears or not within participants’ voices while analyzing the data. This also
influences the writing stage of the research, where participants’ voices come alive.

Bracketing can also safeguard the researcher from “the temptation to foreground
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certain voices while relegating others to a background position” (Tufford &
Newman, 2012, p. 91). In brief, bracketing fosters in-depth reflection on different
stages of qualitative research: ‘“selecting a topic and population, designing the
interview, collecting and interpreting data, and reporting findings” (Tufford

&Newman, 2012, p. 81).

Given that it is of great importance for readers to see the researcher’s background
and viewpoints for the study, I need to bracket my own experiences or assumptions
before describing those of my participants. I believe that self-disclosure or reflexivity
by the researcher regarding their position or stance in the research contributes a lot to
the credibility of the study. Therefore, rather than merely acknowledging my
involvement in this current study and becoming aware of my stance and
preconceptions, I did my best to seek them out throughout the research process. I
also applied some strategies to create a third space, reduce or eliminate bias, and
examine and re-examine my positioning in relation to methodology, theory,

participants and the self, as suggested by Haynes (2012).

As the researcher, I have been working in preparatory schools for about 15 years,
encompassing both my current institution and a previous one. This background as a
language teacher in this context has provided me with valuable insights into the
teaching environment in higher education. In addition to my teaching duties, I have
also worked in the Professional Development Unit. However, during the research
process, I was neither affiliated with any units nor engaged in administrative roles.
This separation ensured that I maintained an unbiased position, avoiding any

professional connections with the participant teachers.

Having already known my participants, my dual roles as both a friend and a
researcher made it convenient to interact with them and gain gatekeeper approval
without any difficulty. Therefore, I endeavored to utilize background and contextual
information or resources via an emic perspective (Holliday, 2016) for a more
nuanced analysis and interpretation of the data. I carried these teachers with me

through all stages of the research and even into my dreams. Therefore, I was neither
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a complete outsider nor a complete insider (McNess et al., 2015; Dwyer & Buckle,

2009).

My relationship with the teachers was not limited to the formal boundaries of the
interviews. In addition to the interview meetings, we had several opportunities for
informal conversations, during which we occasionally discussed various aspects of
our ongoing lives. During these informal chats, however, I remained cautious to
avoid any potential interference with the study. Mindful of the need for researcher
reflexivity, I used some strategies to avoid bias. I started taking both theoretical and
methodological notes during data collection and analysis to be more engaged with
the data and gain awareness of and acknowledge my preconceptions. In addition to
writing memos, I also began to keep a reflexive journal or diary at the start of the
research, which continued throughout the research process to maintain that reflexive
stance. In my reflexive researcher diary, I took notes related to my emotions and
thoughts since the beginning of the data collection process. These notes helped me
reflect on my position and maintain a neutral stance on participants’ sharings. In
addition to the data collection process, I also recorded the details of our casual talks
in my diary so that I could later go back and determine whether our informal chats
had an impact on the analysis. I also started writing analytic memos on the coding
processes, code choices, emergent patterns, categories, and themes in my data as this
helps the researcher “work toward a solution, away from a problem, or a
combination of both,” which contributes to researcher reflexivity on the data corpus
(Saldana, 2015, p. 44). These memos would give me the opportunity to reflect
critically on the things I did and the reasons why I did them. This is why Saldana
(2015) suggests that “whenever anything related to and significant about the coding
or analysis of data comes to mind, stop whatever you are doing and write a memo
about it immediately” (p. 45). In summary, I began employing bracketing at the start
of the study and maintained this practice throughout the research to address any

preconceptions that might emerge at any stage of the research process.

Throughout the course of this study, I tried to help the participants feel comfortable
while sharing their stories. Glesne (1999) observes that as participants become more

acquainted with the researcher, they are more willing to open up their personal
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issues, recognizing the researcher's genuine commitment to understanding their
experiences. However, it is important to navigate this evolving relationship carefully.
In line with Glesne's (1999) suggestions, my aim was to be accepted and trusted

rather than to establish a friendship.

Given the nature of narrative inquiry and the role of stories in fostering a close
relationship between the researcher and the participants, I can honestly say that at the
end of every interview, I felt such intense emotions that I sometimes had difficulty
sleeping at night. These emotions arose both from my participants’ stories and from
my reflections on my own experiences. During the first interview, when Derin began
to talk about her primary school teacher, her role model, her emotions were so
intense that her eyes filled with tears. It was a challenging moment for me, but I
managed to remain focused on the interview while reassuring my participant that I

had a genuine interest in her emotions and recognized them without judgment.

3.3. Sampling, Participants, and the Context

3.3.1. Sampling

In qualitative research, a sampling plan is crucial for making principled decisions
regarding the selection of participants and for describing the parameters of sampling
(Dornyei, 2007). Designed as a narrative inquiry, this study utilizes a purposive
sampling method (Creswell, 2013; Patton, 2015). Criterion sampling, as one of the
purposive sampling methods, is employed to “review and study all cases that meet
some predetermined criterion of importance" (Patton, 1990, p. 176). To this end, the
following criteria were used in the selection of experienced teachers working in a
higher education institution: at least 15 years of teaching experience, full-time

employment, and at least five years of teaching experience in the current school.

Patton (2015) emphasizes the importance of selecting “information-rich cases to
study, cases that by their nature and substance will illuminate the inquiry question
being investigated” (p. 265). The teachers were chosen based on their likelihood to

provide rich, varied, nuanced, and in-depth insights into language teacher agency to
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enhance the depth and quality of the data collected. Given that diverse profiles can
enrich the study by representing different realities in the broader ELT context, the
current study aims to capture a variety of profiles to achieve a more comprehensive
analysis. In addition to the main criteria, further criteria were applied to ensure
variety among the participants. These included different educational backgrounds
(e.g., teachers with and without postgraduate degrees, those with an ELT
background, and those with literature or other non-ELT-related backgrounds),
diverse in-house duties (e.g., experience in various units or administrative roles), and
a demonstrated commitment to contributing to school and societal improvement and

actively engaging in academic work.

3.3.2. Participants

Connelly and Clandinin (2006) state that when narrative inquirers imagine an
appropriate life space for the inquiry and think about the key participants with the

13

commonplaces in mind, they will be able to identify specific schools “where the
conditions for such an inquiry could be met” (p. 484). Given that Snowdrop is one of
those contexts where neoliberal discourses and practices are observable, individuals
who can provide insights into the phenomenon or serve as information-rich cases

(Patton, 2015) are purposefully selected to yield an in-depth understanding.

The researcher’s responsibility to protect the rights of the participants in all studies
involving humans is of paramount importance (Brenner, 2006). Given the
relationship established between the participants, there are special considerations in
qualitative interviews, such as potential power relations between the participants and

the researcher, topics discussed, and the choice of methods for recording data.

The participants in the study comprise eight experienced language teachers with
more than 15 years of teaching experience in a preparatory school within a higher
education institution in Tiirkiye undergoing an Institutional Accreditation Program.
Pseudonyms were assigned to participants to protect their privacy (See Table 2 for

descriptive information about the participant teachers).
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Table 2. Descriptive information about the participant teachers

Teachers Educational Background Years of Teaching
Experience
1 Derin Language and Literature-Related Field 20-25

English Language Teaching
Post-Graduate Degree

2 Eyliil Language and Literature-Related Field 15-20
Post-Graduate Degree

3 Zeynep Language and Literature-Related Field 25-30

Other

Undergraduate Degree

4 Tuna Language and Literature-Related Field 20-25
Post-Graduate Degree

5 Ipek Language and Literature-Related Field 20-25
Post-Graduate Degree

6 Pera Other- English Language Teaching 20-25
Post-Graduate Degree

7 Mila English Language Teaching 20-25
Post-Graduate Degree

8 Mabel Language-Related Field, Other 25-30

Post-Graduate Degree

It is more likely for these veteran teachers to have experienced the impact of more
changes in their careers and confronted more tensions compared to their colleagues
with less teaching experience. There is no clear-cut definition of a novice and an
experienced or veteran teacher in the literature. A novice, for example, could be
defined as a teacher with less than five years of teaching experience (e.g., Kim &
Roth, 2011), a teacher who has less than three years of teaching experience (Darling-
Hammond, 2000; Freeman, 2001; Wallace & Irons, 2010), or a teacher with two
years of teaching experience or less (e.g., Haynes, 2012). Freeman (2001) suggests
that experienced teachers have been defined as those with five years or more of
classroom experience. According to the Oxford Learner’s Dictionaries (n.d.), a
veteran is “a person who has a lot of experience in a particular area or activity” and
experienced is defined as “having knowledge as a result of doing something for a
long time or having had a lot of different experiences.” In the Merriam-Webster
Dictionary Thesaurus (2024), a veteran is “a person of long experience usually in
some occupation or skill” (Merriam-Webster, n.d.). Rich and Almozlino (1999)
explored the educational goal preferences among novice and veteran teachers of

sciences and humanities. They used veteran and experienced interchangeably, and
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the participants were 22 veteran teachers with at least seven years of experience. Day
and Gu (2009) explore commitment, resilience, and quality retention of veteran
teachers and define a veteran teacher as someone with 24 years or more teaching
experience. For the purpose of this study, a veteran or experienced teacher is defined

as a teacher with at least 15 years of teaching experience.

The following section presents individual accounts of the participants, focusing
mainly on their educational backgrounds, language learning experiences, career
choices, perceptions of their roles, and teaching philosophies. Each account is

accompanied by a brief description of a typical day of their choice.

Derin: Derin graduated from a language and literature-related field. As part of her
bachelor’s degree, she completed her alternative teacher licensure program and
obtained her teaching certificate. She holds a post-graduate degree in English
Language Teaching. Her secondary school years did not go as expected. She
described her family’s financial struggles following her father’s retirement and her
sister’s marriage. She managed to continue her education by getting the course books
and a uniform from senior students to help lighten their financial burden. Her interest
in English began in secondary school. Unlike other subjects like math or science, she
saw English as a means to elevate its speaker’s status: “As not everyone knows it, it
had such a unique status, so that status was very precious to me.” She also
conceptualized English as “a flower that bloomed among all the dry straw” or “a
flower that bloomed in that mess.” In several parts of her statements, she expressed
her love for teaching and how she enacted agency to change her career path to
teaching after trying a few other jobs. She believes in the power of knowledge and
identifies her role as a change-maker and life-long learner. She loves the sense of
autonomy inherent in the teaching profession, saying: “I fell in love with that space
of freedom in class. That's it, that's what makes me really passionate about this job”.
She describes herself as “Alice in Wonderland” and a horse in nature to express her
sense of agency in class. She rejects being positioned as a machine, a secretary, a
tool of the top-down processes, or a hostess and refuses to do anything outside her
job description. Stressing the growing number of audits over their profession, she

claims that it is detrimental to the core of teaching because teachers feel powerful as
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long as they have autonomy. She has worked in various units in Snowdrop, such as
material development and testing. Until the last meeting, despite the challenges at
school, she maintained a strong sense of belonging to the school and was committed
to contributing to its organizational processes. Finding it “suffocating” to be unable
to exercise agency inside the school, she engages in different organizations and
projects outside the school to keep breathing, such as voluntary work and

international projects.

Derin is not a morning person. She needs some time in the morning to make herself
some tea, read, and get herself together before her classes. She checks the
coursebook to see what is on the agenda for that day, but after years of doing that,
there is no tension anymore because she has a broad repertoire of instructional
activities. She describes herself as flexible and self-confident in that regard, and she
can leave the coursebook and continue without it. For her, the classroom is the place
where she can keep breathing. She must be content and happy herself first; only then
can others sense it. She arrives at school approximately half an hour early for tea and
a quick conversation about lesson plans or personal matters with her colleagues. Her
daily routine involves starting the day smiling, talking to her students in the corridor
or courtyard, and singing a song as she walks into class. Following the coursebook
word for word is not for her. She skips an exercise she does not like, and her
instruction in one class is never the same in the other. She followed some different
routines during the pandemic, but her strong sense of belonging to her school
continues unchanged. She made an effort to maintain that in the online platform, too.
She finds it somewhat contradictory, though, as she strives to maintain the tradition
while simultaneously embodying the idea of someone who challenges the status quo
and creates something new. With a compass example, she describes how she enjoys
upholding tradition while also being open to change: “It's like one foot of a compass
standing at a point and exploring with the other foot... expanding its diameter and
adding innovations, but never and never breaking away from here.” After the class,
she drinks a cup of tea. Sometimes, she does not do anything. She calls her friends
and mum, picks up her daughter, and heads home. She rests in the evenings,

sometimes watching TV series and reading articles or books.
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Eyliil: Eyliil earned her bachelor’s degree in a language and literature-related field.
She paid for her alternative teacher licensure program and obtained her teaching
certificate at university. She holds a post-graduate degree. Her primary school years
were marked by adversity, yet she was able to get through those tough times thanks
to the unwavering support of her parents. She characterized herself as “spiritual” and
her parents as religious. According to her, the torments she went through improved
her as a person. Despite her parents’ prosperity, she preferred public school
education to avoid being a burden. Later on, in high school, she switched to a private
school. Her early exposure to foreign TV channels and music sparked her interest in
languages, especially English. She highlighted the importance of arts in her life and
reported that she was so interested in American literature, culture, music, language,
and movies, but not teaching. She did not initially plan to become a teacher.
However, her trajectory shifted when her teachers in the alternative certification
program inspired her to pursue a career in education. She is fair and she genuinely
cares about her students. To her, students seek someone who believes in their
potential and recognizes their skills and abilities. She describes herself as a mentor
and role model for her students. She stresses the link between language and culture
and incorporates activities that foster critical thinking in her classes. She has worked

in various units in Snowdrop, such as material development and testing.

Eyliil and her husband wake up very early in the morning, even before the call to
prayer, to greet the sun. She has always been an early bird, which is a holdover from
her childhood. She sleeps for 6 or 7 hours as she enjoys making the most of the day.
She has breakfast, drinks coffee and tea, and starts her classes on time due to her
obsession with punctuality. With the sudden shift to remote teaching, she finds
herself spending a lot of time in front of the computer, as everything, including
training sessions, attendance, and evaluation, is done online. She is eager to learn
everything she can about digital learning and is particularly interested in online
training sessions for personal development, such as taking Sufism classes. As a
married woman, she feels responsible for preparing dinner when she gets home.
After dinner, she and her husband watch news or football matches together.
Regarding online education and communication with her students, she regrets giving

her phone number to them since they send messages at odd times in their WhatsApp
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groups. She notes that during online education, she ends up doing many chores at
home and takes on additional responsibilities, but time flies in front of the
computers, making it difficult to catch up with her work. In this journey, she feels
alone and unsupported. Despite being a state school teacher, she bemoans not having
access to essential resources like computers or the internet to maintain teaching. She,
for example, had to buy a new computer herself when her old one crashed, as the
school did not provide one. She adds, “I wonder if these things are as they should be
or if we are pushing our luck”. She believes that she gives a lot of herself, which she
feels is problematic. She engages in extracurricular activities for her students, like a
music activity on a voluntary basis, and adds that no other teacher has carried out
these voluntary activities except for her. This is why she believes she constantly
gives more of herself without receiving anything in return: “I have served this school
a lot... But there was something lacking, there was nothing motivating, so they did
not reward me. Teachers should also be rewarded. I think this is a big deficiency in
our institution, I think it is the same in most institutions. We need to live with a more

Western mindset.”

Zeynep: Zeynep obtained her bachelor’s degree in a language and literature-related
field. She completed her alternative teacher licensure program and got her teaching
certificate as part of her undergraduate studies. Teaching is her second career,
though. Despite her lifelong dream of teaching English, she had to study in another
department due to a mistake in her university choices. Her well-informed decision to
become a teacher was described as follows: “I didn’t think like that: Let me be a
teacher first and then decide the subject when I set out. Only English language
teaching.” Following the divorce of her parents, along with her mother and brother,
she had to stay with her grandmother. She called those years tough times and the
atmosphere there as chaotic. Despite the painful experiences in her childhood, she
characterized herself as an ambitious girl who survived those difficulties and recalled
herself as an enthusiastic, successful, and ambitious learner. She mentioned how
much she loved her English language teacher in middle school. Just like many other
teachers, she also has a stance in her life and exercises agency when she feels it is
necessary. There is nothing that can stop her. She believes that her role extends

beyond lecturing. She sees herself as a guide, cares deeply for her students, and
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perceives being a teacher as making a positive impact on students’ lives. Zeynep has
worked in different units and mentored novice teachers. Regarding her life motto,
she highlights the significance of striking a balance in life between giving and

receiving and explains how this shapes her actions and agentic orientations:

There is always balance in life; there must be. You breathe in and you give
out. Well, I get a lot from life, I am very lucky, my job is very good, we work
in a very nice environment, my friends are very good... I am always grateful,
so you cannot always take, you have to give as well.

She describes herself as responsible and highlights the importance of
conscientiousness and professional ethics for her. She feels lucky to do what she
loves, adding: “Retiring somewhat scares me, to be honest, because when I retire, it
feels like I'll be shedding that cloak I wear.” She expresses her sadness about the
effects of Covid-19 on the student profile and ELT. In her teaching career, she
claimed to have never encountered such unhappy, depressed, hopeless, aimless, and
unmotivated students. Therefore, while she loves her job very much, she confesses

that the COVID-19 pandemic and online education have tired her out a lot.

She usually wakes up early at around 7.00 o’clock, even on weekends. Then, she
prepares breakfast amidst the morning rush as her children get ready for school. In
the morning, she also cooks dinner ahead of time. Once she sends her children to
school, she starts her own day and her teaching duties. She feels that her preparation
for her class starts the night before when she sits down to study. After each class, she
always takes time to reflect on her lesson. After dinner in the evening, if she does not
have a class the next day, she relaxes watches a little TV, looks up some interesting
topics. However, if she has a class the next day, she spends the evening preparing for
it, often researching extra materials to make her lesson more engaging. She also
admits that she often finds herself falling behind schedule due to these additional
materials. Her schedule remains intense. For instance, she arranged and taught make-
up sessions to catch up on the syllabus. She goes to bed around 11.30 PM after a
busy day.

Tuna: Tuna received his bachelor’s degree in a language and literature-related field,
completed an alternative teacher licensure program, and obtained his teaching

certificate as part of his post-graduate degree program. He developed an early
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interest in English language and reading thanks to his grandfather, who served as a
translator and teacher. Tuna recalls reading and discussing newspapers with his
grandfather and explains how his exchanges with his grandfather shaped his path
towards language and literature as a student in a technical high school. His advisor
and professors in his department played an important role in broadening his horizon
and shaping his professional trajectory by encouraging him to pursue his studies
abroad. Throughout the interviews, he emphasized his professional role as a lecturer,
highlighting his identity as a researcher rather than solely as a teacher. He described
his initial years of teaching as a part-timer as “the most critical and stressful period”
of his career. The way he shaped his professional learning and academic studies
demonstrates how he gained awareness of the challenges in his working context,
resisted injustices, and enacted agency to contribute to his professional development.
Despite the systemic issues in education, he remains committed to his aims and
contributing to the well-being of society. He has been engaged in social
responsibility projects to educate young girls. Critical of the school culture in his
working space, he notes that expertise in ELT is often neglected in school.
Nevertheless, he remains optimistic about the future and advocates for urgent action
instead of pretending everything is perfect. He does not give in to the institutional
challenges or the school’s attempts to trivialize teacher professionalism. Academic
integrity is one of the things that matters most to him. Like Derin, Tuna also strives
to engage in professional networks outside the school and focuses more on his own
academic work, finding that the current school environment leaves little room for
teachers to breathe. For him, the interviews have served as therapeutic sessions,

which do him good.

During his part-time teaching career, his days were quite long and tiring. He would
teach from very early, at 8.30 AM until 9.30 PM, without any exaggeration. The pay
was so low that, to make ends meet, part-timers had to work under such difficult
conditions. He considered himself lucky because he was staying with his parents, but
many others struggled to survive on their own. He recalls doing some other work,
like translation, to earn more money. Currently, he has a stable position. He strives to
publish articles, work on projects, and stay connected to different disciplines. He

begins his classes early in the morning, and after the classes, he works on his
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projects. He admits that, especially after the pandemic, however unpleasant it is, he

has turned to a somewhat secluded life, like everyone else, within four walls.

Ipek: Ipek graduated with a degree in a language and literature-related field.
Describing herself as a very good and curious language learner, she recalls her
childhood spent listening to songs, reading books in English, and exploring different
cultures. Her father played an important role in sparking her interest in English
during secondary school by inviting friends from various countries to their homes
and encouraging her to communicate with them in English. However, she was
planning to study literature and never wanted to be a teacher. Her reluctance
stemmed from her perceptions of the MoNE, which she associated with a rote
learning system, formalism, strict rules, violence against students, constant
monitoring, restrictions, and prohibitions, especially for girls. Inspired by her role
models at university, she decided to pursue a career as a lecturer rather than teaching
within the MoNE framework. She stresses the role of the teacher in HE as
conducting research, which is a facet of the job she loves very much. Throughout her
career in Snowdrop, she has worked in different units. She frequently addresses the
challenges faced by both teachers and students during online education, stressing the
lack of facilities and the inequality of opportunity that became apparent during this

difficult period, which she describes as “the worst period” of her teaching career.

Due to the shift to online education during the pandemic, Ipek’s daily routine has
changed drastically, like other teachers. She is not an early riser. After getting up, she
prepares herself and drinks her tea or coffee. She spends the entire day in front of the
computer and interacts with her students through the screen. Even though some
participate actively in the lesson, she finds herself striving to engage them and keep
their attention. After the class, she does not have much energy left, but if she has
time and papers to read, she does that. Despite the difficulties, she enjoys the classes.
Before the pandemic, her routine was different. She would go to school and after the
class, have coffee or a meal with friends before going home, and use the school’s
pool before or after the class. Therefore, her days were more active. She finds it

challenging and exhausting to sit continuously in front of a screen, so she looks
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forward to the end of online teaching. However, she also believes that they should

continue some classes online.

Pera: Pera obtained her bachelor’s degree in English Language Teaching. She holds
a post-graduate degree. She describes her boarding school years as depressing and
expresses her happiness and appreciation for her teachers’ capacity to cultivate
happiness and trust among those little, sad children. Thanks to her language teachers
in high school, she discovered her interest in English. She was so influenced by her
teachers in the boarding school that she wanted to extend help and support to others,
just like her teachers had done for her. However, she “never dreamed of becoming a
teacher,” and she started her career in a completely different field like Zeynep, so
teaching is her second career. While working, however, she decided to take the
university entrance exam again and started studying ELT. She believes that her role
extends beyond lecturing. Her teaching philosophy is based on critical pedagogy,
diversity, inclusiveness and respect for differences. According to her, the teacher
should be brave, as Freire suggests. She describes herself as a liberalizer, especially
following her administrator role. At school, she has worked in various units. She
does not believe in the efficiency of education in preparatory schools. This is why
she prefers to follow her own strategies and inner voice to guide students on their
language learning journeys. Like Zeynep, Pera also claims that students have
changed a lot after the COVID-19 pandemic in that they are gloomy and depressed.
Teachers are no different, yet, they manage to keep going, thanks to their unwavering
sense of responsibility and professional ethics. For her, the interviews served as

therapeutic sessions.

Despite her experience, Pera always feels a surge of excitement the night before a
lesson and in the morning before starting the class. She prepares a lesson plan a few
days or even a week in advance, meticulously writing everything down, with backup
plans in case something does not go well. When she wakes up for the lesson,
knowing that everything is ready calms her down. She has breakfast, takes a shower,
and leaves for the class. She always starts her lesson with an anecdote, video, song,
quote, or something from a daily newspaper. She scans different newspapers

beforehand to find something interesting and makes sure that she presents a variety
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of perspectives to avoid ideological or political bias. Sometimes, she lets the students
choose the topic, and they start the day by discussing the news as a warm-up activity.
Especially during the COVID-19 lockdown, she continued to be supportive and
accessible to her students, wanting to make her students feel that she cared about
them. In her lesson plans, she utilizes various activities and methods to make her
lessons more interesting and engaging, including recommending books, sharing
videos, reading chapters from books, and relating them to a writing activity. Upon
seeing that students are comfortable and ready, she starts the lesson. Citing her own
issues with loneliness and unhappiness, she conveys that discussing them feels like
therapy, and she realizes that she distances herself from those issues and enters
another world while teaching. She then confesses, “I think what I am trying to do is
the same for my students.” For example, sometimes they write to her or say they
want to tell her something, which marks a sense of trust. Using different and
controversial topics and videos, she tries to raise awareness of diversity,
discrimination, and values among students. She also wants her students to feel that
learning English can be enjoyable, thinking that perfect English is impossible to
achieve in just a year. Just like how therapists need to unwind after their sessions,
she also spends some time clearing her head after the class, reflecting on the lesson,

considering students’ comments and suggestions.

Mila: Mila holds a bachelor’s degree in English Language Teaching, and she has a
post-graduate degree. She describes herself as an autonomous language learner,
keeping a diary and preparing her own dictionary. Even while studying English
Language Teaching, she did not plan to become a teacher and instead intended to
work in a bank. However, her teachers at university shaped her job decision around
teaching. In her initial years of teaching, she worked part-time in the same school
and did lots of work on a voluntary basis. She has worked in different units, such as
testing and materials development unit. She described the school culture and teachers
as collaborative and supportive back then. However, she also recalls the challenges,
such as the low wages. She recalls being very strict initially and believed that rules
were very important, but now, her teaching philosophy is based on empathy and
flexibility. Although she feels that teachers have more autonomy in higher education

than those in MoNE, through unit duties and other tasks, teachers are controlled in
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higher education, which sometimes makes her feel like a secretary. She admits that
she has learned how to play by the rules and adhere to them to avoid challenges in
her school. Despite the top-down policies and tasks, she reports feeling free to make

her own decisions in her class.

Mila wakes up late and it takes her a while to get prepared in the morning. She drinks
tea and has long breakfasts. She prepares her lessons, including the materials to be
used, USBs, and backups, the night before or weekly. She feels like a sleepwalker
until she starts the class. She writes her lesson plan on the left side of the board,
including the objectives and steps. She usually begins with a stimulating activity.
While she generally follows the plan, she is flexible with the flow. At the end of the
day, she gives small quizzes so that students can see what they have learned at their
own pace. She hardly sits during class, so after a tiring day, she heads home and rests
for a long time because she gets physically tired. In her initial years, she worked
more intensely. After her therapist told her that she was a workaholic, she realized

that she needed a healthier work-life balance.

Mabel: Mabel holds a bachelor’s degree in a language-related field. She completed
her alternative teacher licensure program and obtained her teaching certificate as part
of her undergraduate studies. While her interest in English began at a very early age,
her career decision was not initially shaped around becoming a teacher. After
graduation, she started working full-time in a company. However, once she
experienced teaching, she shifted her career trajectory to teaching. Different from
her figured world of teaching in her childhood, she now views it as a profession that
empowers teachers with autonomy and allows them to use their creativity. She
values making a positive impact on students. She believes that language teachers
occupy a unique position and have a distinctive stance. Over the years, she has
become more adaptable in her teaching approach, showing greater flexibility with
lesson plans and the order of the target topics in the syllabus. Her philosophy of
teaching centers around flexibility. She observes her students, focuses on their needs,
and tailors the syllabus accordingly. Instead of relying solely on one teaching

strategy or method, she adjusts the syllabus by adding or omitting certain parts when
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necessary and feasible, considering the students and their skills. She has worked in

various units in Snowdrop, such as material development and testing.

Mabel wakes up early in the morning and fixes her appearance first. She finds it
more important than breakfast as it significantly impacts her self-confidence.
Afterwards, she makes sure to eat something as hunger makes her impatient and
irritable. During the breaks, she enjoys socializing with friends, often gossiping
about students, departments, and their own lives while drinking tea. In her initial
years of teaching, preparing for the classes took as much time as the classes
themselves, particularly in the first three years of her career. Over time, though, she
found that she needed less time for lesson preparation as she had become more
experienced. With the switch to online education, she adapted to using new tools in
her classes. She also dedicates her time to her hobbies, including learning other
languages and playing musical instruments. Along with online education, she has
added checking emails regularly to her routine, as well as using another platform to
stay informed about her duties. She acknowledges that she has not fully adapted to
this yet.

3.3.3. The Research Context: Snowdrop

This study was conducted in a preparatory school, Snowdrop (pseudonym), which is
in one of the oldest public universities in Tiirkiye. It aims to teach intensive English
classes to newly registered students so that they can pursue their faculty
studies. There are no novice teachers working in Snowdrop. Instructors’ teaching
experience ranges from 10-40 years. There were part-timers with more teaching load
but lower pay than full-timers. They used to take evening classes in addition to their
30-35 hours of teaching load to make a living. Some of them had at least 15 years of
teaching experience in the same institution despite the partial benefits and lower
social security compared to their full-time colleagues. One day, they received the
news that their contracts would not be extended into the following year, so they all
started looking for new job opportunities. Fast-forward to today, there are no

adjuncts working in Snowdrop.
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When teachers in their forties and fifties reminisce about their initial years of
teaching in Snowdrop, they recount a time when experienced teachers provided
invaluable support in lesson plans, classroom management, and organizational
duties. The camaraderie among teachers during that era remains deeply appreciated,
and the respect for the guidance and assistance received endures. However, there has
been a notable shift in the current landscape, where the sense of bonding among the
staff has eroded, leaving teachers isolated in their professional journey. This change
has had a ripple effect, extending to newly recruited teachers. The prevailing
atmosphere of isolation creates a reluctance and hesitance among teachers to openly
share concerns and seek assistance, which marks the departure from the collaborative

spirit that once defined the ethos of Snowdrop.

One factor behind the lack of collegiality among staff is related to the facilities in
Snowdrop. Due to the limited budget allocated for state universities, physical
resources are limited in Snowdrop. For example, there is no teachers’ room where
teachers can come together during the breaks, have a chat, eat or drink something
together, or simply get to know each other. This dearth of communal spaces makes it
arduous for teachers, particularly new recruits, to establish themselves in Snowdrop
and foster a sense of belonging. Considering the high number of teachers in
Snowdrop, newcomers find it difficult to remember the names of their colleagues
and it sometimes takes 2 or 3 years for them to build connections. The physical
isolation, stemming from limited facilities, perpetuates social isolation among the

staff.

The school culture influences the way teachers take stances in Snowdrop. At one end
of the spectrum, there are teachers who resist everything from the administration
without thoughtful consideration, adopting a stance of passive resistance. These
teachers abstain from expressing their concerns and refrain from assuming
responsibility for improving or altering the existing state of affairs in Snowdrop. At
the other end of the spectrum, there are those teachers who are actively involved in
decision-making processes in Snowdrop, resist unfair or unreasonable policies or
practices, and accept responsibility in various organizational processes in different

units such as professional development unit, material evaluation, testing and
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curriculum to improve Snowdrop. However, over time, the enthusiasm and
dedication of these teachers gradually diminish. Their initial zeal transforms into
weariness and a loss of motivation as they do not receive any compensation for the
additional workload incurred through their involvement in these units. Additionally,
they cannot take more than 12 hours of teaching workload, which is the minimum
number of hours for lecturers in higher education. This constraint not only prevents
teachers from getting paid courses but also poses a formidable challenge for the

administration in finding willing participants for these crucial units.

Within the corridors of Snowdrop, the dichotomy between passive resistance and
active engagement underscores the intricate and dynamic interplay between the
influential milieu and the teachers. The struggle for equilibrium, wherein dedicated
teachers contend with burnout in the absence of adequate recognition or allowances,
presents a complex challenge for the administration to navigate. The consequence is
a delicate balance, where the institution's vital units teeter on the brink of
understaffing, amplifying the urgency for a nuanced approach to teacher involvement

and compensation.

Snowdrop has witnessed significant changes over the past decade, specifically
marked by frequent turnovers in the management. These shifts have had a profound
impact on the institution, influencing unit members, policies, textbooks, syllabi, and
priorities. Each transfer of duty has created its own tension among staff and
introduced a unique set of challenges considering Snowdrop’s longstanding
traditions and established practices. Within this dynamic, teachers’ responses differ.
On the one hand, there are teachers who are content with familiar pre-packaged
materials that have been used for a very long time, so they do not want any changes.
For them, keeping things as they are means that there is no need for interaction on
curricular issues and materials, which increases the sense of detachment and social
alienation among staff. On the other hand, there are teachers who keep raising
problems regarding curricular issues and materials, expressing their concerns and
questioning some commonsense practices during staff meetings. They voice these
problems to improve Snowdrop, but at the same time, they run the risk of being

marginalized when they question mainstream practices.
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Teachers also diverge in their orientations towards professional development
activities in the school. Some harbor skepticism and they are against these activities
organized by the professional development unit (PDU), thinking that most trainers
invited to school are often affiliated with publishing companies and their workshops
serve as a platform for the subtle promotion of their course books. Despite PDU's
call for teachers to share their "best practices" in these sessions, a palpable hesitancy
lingers among the teaching staff. In an environment where academic accolades such
as certificates, micro-credentials, webinars, and MOOCs are highly regarded among
staff, the administration employs a strategy to encourage participation in workshops
or conferences organized by PDU by informing teachers that attending these events

will be rewarded with certificates of attendance, and this makes a difference.

Their perspectives on professional development also differ. On the one hand, there
are teachers who champion an open-door policy, inviting and welcoming their peers
who would like to observe their classes as part of their professional development.
They stress the importance of such peer observations during the meetings and
express their desire to observe others’ classes. On the other hand, there are also
others who resist this practice, which has caused the implementation of this activity

to be postponed to a later date, thinking that the school is not ready for this.

The lure of international accreditation has swept through Schools of Foreign
Languages in Tiirkiye, igniting a competitive spirit among institutions to attain such
certification. Snowdrop, one of those schools eager to follow this trend, has
diligently endeavored to meet the expected standards for Pearson Assured
accreditation and get it. It is one of those universities which have been “assured for
the quality processes underpinning the design, delivery, quality assurance and/ or
assessment of the organization’s own education or training programmes,” as
highlighted in the Pearson Assured Organization certificate on the website. Once
Pearson Assured status is received, it is valid for a year. The evaluation period is
very stressful, especially for the administrative staff and unit members. The tension
and uncertainty surrounding Snowdrop’s eligibility for certification affect
Snowdrop’s ongoing practices and instructional processes. Focusing on accreditation

a lot shifts the priority from the quality of instruction to the paperwork, the red tape,

85



and the accumulation and organization of evidence—activities, practices, and
measurable outputs—that demonstrate compliance with Pearson's criteria to show
that they meet the criteria given and deserve the certificate. As a result, some
teachers in Snowdrop question the true value and purpose of these accreditation
processes. They suggest not compromising quality for the sake of success in these
practices, expressing concerns that the essence of teaching and learning is being

overshadowed by bureaucratic procedures and documentation.

In Tiirkiye, in 2022, there were 129 state universities, 75 private universities, and 5
private vocational schools (CoHE, 2023). Considering the number of universities in
Tiirkiye and the emerging need to regulate the processes, the Turkish Higher
Education Quality Council (THEQC) was established in 2015 to strengthen quality
assurance systems in higher education. Every year, THEQC determines the
institutions to be included in a program called The Institutional Accreditation
Program (IAP), an external evaluation method that “enables the evaluation of quality
assurance, learning and teaching, research-development, social contribution, and
governance system processes of higher education institutions in accordance with the
plan-do-check-act cycle” (IAP, 2022). Recently, the university has become part of
the Research Universities Support Program (CoHE, 2022). The aim of the program is

outlined below:

The program aims to increase the competitiveness of research universities in
the international arena and to enable research universities to create products
with high added value in the fields included in the Eleventh Development
Plan by increasing R&D activities, moving up the ranks of universities in
international rankings, increasing the number of publications and increasing
their brand values.
It is also emphasized that the allocation of resources to the university is contingent
upon its performance. Additionally, the university has become part of IAP
implemented by THEQC and has been entitled to receive Institutional Accreditation.
Although this program is not specifically designed for preparatory schools,
Snowdrop, as part of the university, has also been impacted. The university’s
designation as a research university has introduced new discourses and priorities in

Snowdrop, including quality assurance, regulation, academic audits, measurable

outputs, and performance indicators.
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Since the university was included in the Institutional Accreditation Program (IAP),
the number of social contribution and community service initiatives in Snowdrop has
increased and become more organized. The voluntary teachers meet regularly,
placing a significant emphasis on the social responsibilities inherent in their teaching
roles and stressing their commitment to fostering a more equitable and just
environment in Snowdrop. To help those students at a disadvantage due to the lack
of essential technology like computers or tablets during emergency remote teaching,
for example, these teachers have initiated a campaign to provide these students with
computers so that students can participate in their classes, thinking that students
shouldn’t fall behind the others only because of coming from economically

disadvantaged families.

Holland et al. (1998) assert that “Figured worlds, like activities, are not so much
things or objects to be apprehended, as processes or traditions of apprehension which
gather us up and give us form as our lives intersect them” (Holland et al., 1998, p.
41). This perspective helps us understand how a figured world of policy is set up and
how educational policies are transformed into traditions. The following section
provides a descriptive overview of teacher roles as outlined in key documents at
different levels: Ethical Behavior Principles in Higher Education Institutions (macro
level), the University Strategic Plan, 2023 and The University Quality Policy (meso
level), and the Snowdrop Strategic Plan, 2023 (micro level) (See Figure 2). These
documents can be accessed through the university’s official webpage. They can help
contextualize the environment in which the study was conducted and offer a

framework for better understanding the institutional expectations placed on teachers.

Ethical Behavior Principles in Higher
Education Institutions

The University Strategic Plan, 2023
The University Quality Policy

The Snowdrop Strategic Plan, 2023

Figure 2. Documents at micro, meso and macro contexts
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At the macro level, the document Ethical Behavior Principles in Higher Education
Institutions, published in the Official Gazette in 2005, serves as a guide for members
of HE institutions. It outlines ethical values and principles they must comply with
while performing their duties and cautions that violations could result in various
sanctions. According to the document, HE members stress the significance of
upholding academic freedom, including freedom of expression, communication,
learning, sharing of knowledge, and scientific research, to realize ethical principles
and ideals. They emphasize the commitment to pursuing excellence and truth and

providing equal opportunities and possibilities for everyone.

Among the fundamental values and principles in the document are academic
autonomy, accountability, and academic merit. Academic autonomy entails the
freedom of HE institutions to make decisions regarding academic affairs,
independent of any external pressures. Accountability pertains to the obligation of
members to transparently inform authorities about how resources they entrust are
used and to what extent duties are fulfilled. Academic merit entails evaluating and
selecting people for positions based on their abilities, experiences, and qualifications

in accordance with the job specifications.

The document outlines several key responsibilities for teachers in the teaching and
learning process. Teachers are required to adhere to the approved program, attend
classes regularly, and avoid missing classes without a valid excuse or permission.
The document also presents the responsibilities of the teachers towards students,
including respecting students, creating a conducive learning environment, and
upholding academic integrity. They are expected to establish clear learning
outcomes, ensure fair student evaluation, provide timely feedback, and protect
student privacy. They are also required to encourage independent thinking,

professional development, and respect for ethical standards.

At the meso level, The University Strategic Plan, 2023, articulates the university’s
mission to address diverse research and educational needs, utilize research and
development expertise for the benefit of society, and cultivate individuals who value

core principles, adaptability, and scientific thinking. It emphasizes three key roles for
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teachers: research, education, and community service. According to the vision
statement, the university aims to achieve world-leading research status, establish
strong networks with national and international partners, and become a student-
centered, accessible global university with a robust financial structure. Several
concepts highlighted in the mission and vision statements, such as innovation,
leadership and economic contribution, global competitiveness, and networking, and
the key wvalues reflect neoliberal discourses. These concepts underscore the
importance of continuous improvement, skills development to compete in the global
education market, the role of education and research in economic growth, and the
significance of partnerships in enhancing economic benefits. The prominence of
these concepts is evident on the university homepage, which promotes itself with the
following discourses: Research university, student-centered, high-quality education,
quality assurance, fully accredited, award winner, the first and only university to

receive the award, and institutional accreditation victory.

In the strategic plan, among the fields of activity are education, research,
entrepreneurship and social contribution. Universities are assigned specific duties,
and teachers are expected to assume multiple roles: educator, researcher, advisor,
life-long educator, innovator, and collaborator. It is noteworthy that several
discourses in the document align with neoliberal tenets, such as training individuals
in key fields to meet market demands, developing human capital, and stressing the

efficient use of resources and optimized resource allocation.

The document also includes a comprehensive analysis of the university’s strengths,
weaknesses, opportunities, threats, and related action plans. In the education section,
problem areas indicate that teachers are expected to build bridges, engage with
industry stakeholders, enhance partnerships, evaluate their teaching performance,
participate in performance evaluations, and use initiative in seeking professional
development. In the research section, while teachers are expected to engage in
multidisciplinary projects and participate in national and international scientific
activities, it is acknowledged that resources are insufficient, and the university
should increase its support for teachers. In the entrepreneurship section, fostering an

entrepreneurial mindset among teachers and offering incentives for such endeavors

89



are deemed essential. In the social contribution or community service, the last part,
teachers are expected to identify community issues and actively engage in

community service.

According to The University Quality Policy document at the meso level, teachers are
expected to foster global partnerships, promote the university’s achievements,
enhance the quality of research and education, publish in international journals, and
seek international recognition. The quality policy is divided into four sections:
education and teaching, research and development, social contribution, and
internationalization. While these sections outline institutional goals, they also have

direct implications for teacher roles.

In the education and teaching policy, teachers are expected to improve education
programs and learning processes to meet contemporary needs, integrate digital tools,
promote student-centered education, make educational activities accessible to all
students, increase distance education programs, and foster creativity, critical
thinking, life-long learning, social awareness, respect for human rights. In the
research and development policy, the university seeks to enhance the welfare, social
structure, and economic growth at local, national, and global levels. Accordingly,
teachers are required to carry out high-quality research that addresses the needs of
society, disseminate findings, collaborate with public and private sectors on various
projects, and conduct research that meets the demands of key sectors, such as
industry and healthcare, while contributing to the training of qualified human

resources in these fields.

The social contribution policy expects teachers to ensure the integration of education,
teaching, and research development with social initiatives. They are also expected to
contribute to the region’s economic, social, and cultural development and collaborate
with different stakeholders to ensure effective community service. In the last section,
the internationalization policy emphasizes the significance of gaining international
recognition in the global higher education landscape. Therefore, teachers are
expected to contribute to the university’s achievement of this goal through

innovative and collaborative activities.
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At the micro level, The Snowdrop Strategic Plan, 2023, sets specific expectations for
teachers, emphasizing the need for expertise in language instruction, cultivating a
culture of learning and inquiry in their classes, and fostering critical thinking.
Additionally, the plan highlights several key principles, including the effective use of
resources, adherence to ethical principles, respect for universal and human values,
emphasis on academic merit, the promotion of inquiry, and the assurance of quality
in education. The document acknowledges several key issues: inadequate facilities,
teachers’ reluctance to use initiative, and an insufficient budget. It notes that despite
having a substantial number of academic staff with graduate degrees, it is difficult to
encourage teachers with MAs and PhDs to participate in units. The threats section
highlights that teachers are not compensated for work beyond their minimum
teaching load and lists additional concerns, such as resistance to change, limited
opportunities, and a lack of incentives for in-service training and professional
development. It is further stated that some decisions made by CoHE and the
university are not well-suited to the specific structure of Snowdrop. In summary,
these documents emphasize the ethical, research, educational, social contribution,
and internationalization responsibilities of teachers, offering valuable insights into
the roles and expectations placed upon them, as well as the broader context in which

the study is situated.

3.4. Data Collection

In this narrative study, semi-structured online interviews with experienced English
teachers in the context of a higher education institution in Tiirkiye were the primary
sources of data. In addition to teaching, professional development, organizational
processes, and social participation, teachers' experiences of enacting teacher agency

at micro, meso, and macro levels were also examined.

Since stories occur within specific situations and places, the researcher needs to have
a clear understanding of the context (Creswell, 2013). To track the participants in
their naturalistic environments, I spent considerable time in the setting where these
teachers were located and collected information about the context of the stories. I

had collegial conversations like a critical friend to gain deeper reflections and
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situated accounts. In addition to the interviews, I integrated ethnographic
observations, documents, and artifacts to triangulate the data, adhering to the
principles of qualitative inquiry. As suggested, I kept a research journal throughout
the study, particularly before and after the interviews and during the coding process
(Borg, 2001; Dornyei, 2007; Silverman, 2005). I conducted ethnographic
observations and took field notes on the activities of the individuals at the research
site (Creswell, 2014). This ethnographic dimension provided a rich account of the
relations within this particular setting and shed light on situated accounts and stories.
In addition to my observation and field notes, I incorporated participants’ relevant
professional social media updates, documents from the official website of the
university, as well as various artifacts (such as institutional memos, e-mail
communications, operational documents) to better understand the dynamics within

the educational setting.

3.4.1. Interviews

Patton (2015) contends that since observing everything is impossible, an interview

can help us enter into another person’s life and perspective through her words:

We cannot observe feelings, thoughts, and intentions. We cannot observe
behaviors that took place at some previous point in time. We cannot observe
situations that preclude the presence of an observer. We cannot observe how
people have organized the world and the meanings they attach to what goes
on in the world. We have to ask people questions about those things. (p. 628)

Given the advantage of asking all participants the same core questions with different
follow-up ones depending on the received responses (Brenner, 2006), semi-

structured interviews with language teachers were the primary data source.

Tanggaard (2009) points out that the research interview can be considered a
dialogical context to produce personal narratives and social life. To achieve this, she
emphasizes the use of a ‘Bahktian’ approach to interviewing, which suggests that
“interviewing is viewed as a social setting for the proliferation of polyphonic
dialogues, in which there are many voices and discourses that cross each other

simultaneously to produce knowledge about personal narratives and social life” (p.
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1500). This implies that there is no one true story about participants in interviews.
General themes can be identified within and across different interview data, but since
stories are dialogical, participants can have different voices interacting with one
another. In other words, in the dialogical sense of a Bahktian approach, “the stories

and utterances are polyphonic” (Tanggaard, 2009, p. 1503).

It is also acknowledged that the stories and voices of the participants are located
within the wider structures of power. According to Tanggaard (2009), our stories are
“closely intertwined with those of others,” and they must be analyzed accordingly (p.
1504). Referring to Bakhtin (1981), Tanggaard (2009) notes that although the
hegemonic voice of a group can suppress other views or voices and be authoritative,
counter-hegemonic voices exist in every society, “there are counter hegemonic
voices that may weaken and subvert the more authoritative ones” (p. 1505).
Therefore, one can also explore these struggles and oppositions or dissenting
discourses. As Tanggaard (2009) puts it, heteroglossia is when an interviewee or the
interviewer evokes discourses specific to particular groups and contradicts prevailing
or official political discourses. Rather than bias, this should be viewed as an
opportunity to find out more about narratives and social life within a particular

community.

Given that the study aims to explore agency, teachers may tend to weaken some of
their voices or raise others while sharing their stories as there are many voices or
authors. They may go between them or produce dissenting discourses. These were
taken into consideration during the analysis part. The interview questions also
encouraged them to reveal other authors and critically reflect on their own choices

and decisions.

Way et al. (2015) suggest researchers use dialogic interviewing strategies like
probing questions, member reflections, and counterfactual prompting in order to

evoke the reflexivity of participant teachers. They argue that:

A dialogic approach allows people to suspend assumptions about the world,
open themselves to new viewpoints, and abandon a win—lose perspective.
When interviewers engage in dialogue, participants are met by kindness and
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acceptance, enabling them to let down their defenses and listen to themselves.
(p- 3)

When interviewers provide participants with a safe space so that participants can
hear themselves voice their beliefs and unpack their unquestioned assumptions,
interviewers can explore and get a better grasp of their meaning-making process. In
this current study, to allow participants to ignore real or imagined constraints and
think outside immediate considerations” (Way et al., 2015, p. 9), I encouraged them
to engage in counterfactual thinking during the interviews by using magic wand
questions such as, “What would you change in their school if you had the

opportunity?”’

I carefully prepared the interview questions, and the construction of the interview
entailed decisions regarding interview structure, question types, topics to be
explored, and techniques to be wused for in-depth interviewing (Brenner,
2006). Initially, I pooled out questions in the relevant literature, and following a
review of previous questions, I wrote new ones in line with the aims of the current
study around the focal areas representing micro, meso, and macro-level contexts. |

cross-checked relevant literature to ensure I covered all relevant points.

The interview questions were designed to address personal and educational
background, teaching experience, teaching philosophy, teacher role, professional
development, and organizational processes (See Appendix A for the interview
questions in Turkish and English). I designed the interviews to delve into different
dimensions of teachers’ experiences. The interviews started with an exploration of
their backgrounds and teaching philosophies (micro level), proceeded to an
examination of their current classroom practices and school culture (meso level), and

ended with discussions of policies and the broader context (macro level).

Additionally, I asked participants to recall critical incidents related to their schooling
years and working context. According to Tripp (2012), a critical incident can mark
an important change in an individual’s life and can be considered a turning point in a
person’s understanding. Tripp (2012) explains that a critical event is created, or it is

the analysis that makes an incident critical:
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Incidents happen, but critical incidents are produced by the way we look at a
situation: a critical incident is an interpretation of the significance of an event.
To take something as a critical incident is a value judgement we make, and
the basis of that judgement is the significance we attach to the meaning of the
incident. (Tripp, 2012, p. 8)

Thus, an event may or may not be deemed critical depending on the way we interpret
its significance. A critical event may hold great significance to one person, whereas
to others, it may be totally irrelevant and insignificant. Webster and Mertova (2007)
further emphasize that it is the impact on the storyteller that makes an incident

critical:

Critical events are ‘critical’ because of their impact and profound effect on
whoever experiences such an event. They often bring about radical change in
the person. These events are unplanned, unanticipated and uncontrolled. To
the researcher, the opportunity to ‘access’ such profound effects holistically is
an avenue to making sense of complex and human-centred information. (p.
77)

Such events, whether they are positive or negative, are likely to reshape the
experience or understanding of the storyteller, and also influence their future
perspectives and orientations. In their discussion of figured worlds, Holland et al.
(1998) describe how members of Alcoholics Anonymous (AA) narrate their life
stories and journey into AA. Storytelling, therefore, serves as a means for members
to validate their AA identity. While recounting their stories, they gain a better
understanding of why and how they become alcoholics and locate themselves in the
figured world of AA. Holland et al. (1998) explain that “reconstitution takes place as
the negative is exorcized and the initiate is allowed to return to her normal state” (p.
73). Disruption, in other words, allows for the transformation or reinterpretation of
one’s self-image. Recounting these critical stories can contribute to this process of
re-transformation. As they construct their narratives, they get the opportunity to
reflect on their self-understandings and gain insight into who they are and why they
act the way they do. Sisson (2016) also underscores the significance of critical
incidents in shaping agency, noting that little attention has been given to the role and
importance of these short but significant events or incidents in discussions of agency.

For this study, I also requested that the teachers share their critical incidents.
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3.4.2. Data Collection Procedure

After receiving the approval of the Institutional Review Board for Human Subjects
(Appendix D), I sent invitation e-mails to potential participants meeting the criteria
to participate in the research. Once they agreed to participate in the study, I sent them
the consent form via e-mail and informed them about the purpose of the study,
procedure, voluntary basis participation, confidentiality, and other relevant details. I
scheduled the interviews considering the participants’ preferences and health

advisories at the time of the meetings (See Table 3 for the time and duration of the

interviews).
Table 3. Schedule of the interviews
TS Interview 1 Interview 2 Interview 3 Interview 4
Time & Time & Time & Time & Total
Duration Duration Duration Duration Duration
Derin December, 2021  May, 2022 December, 2022 July, 2024 8 h 26 min
2 h 33min 2 h 04 min 2h 05 min 1h 44 min
Eyliil December, 2021  April, 2022 June, 2022 December, 2022 7 h 3 min
2 h 26 min 1 h 34 min 1 h 49 min 1h 14 min
Zeynep December, 2021 May, 2022 July, 2022 January, 2023 6 h 4 min
1 h 49 min 1 h 28 min 1 h 36 min 1 h11 min
Ekin January, 2022 May, 2022 June, 2022 January, 2023 8 h 5 min
2 h 52 min 1 h 43 min 2 h 12 min 1 h 18 min
Ipek January, 2022 May, 2022 July, 2022 January, 2023 5h 14 min
1 h 54 min 54 min 1 h 26 min 1h
Pera March, 2022 May, 2022 October, 2022 April, 2023 4 h 46 min
1 h 12 min 1 h 12 min 1 h 01 min 1 h21 min
Mila January, 2022 May, 2022 June, 2022 January, 2023 3 h 42 min
1 h 08 min 51 min 57 min 46 min
Mabel May, 2022 May, 2022 June, 2022 December, 2022 4 h 12 min
1h 1l min 59 min 1 h 12 min 50 min
47h 32 min

To allow participants time to reflect on their related experiences and retrieve stories,

I provided them with only the first interview questions in advance. They were
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reminded once more that all interviews would be audio-recorded and transcribed.
The data would be stored in password-protected computers and used only for

research purposes. Upon their agreement, they signed the informed consent forms.

The data collection process started in December 2021 and ended in July 2024. I had
planned to conduct four interviews with each teacher over a period of one to one and
a half years, and nearly all interviews were completed within this timeframe.
Initially, there were nine participants. However, due to their heavy workloads, two
teachers were unable to schedule interviews and subsequently withdrew from the
study. Mabel joined the study at a later stage, so her first two interviews were
conducted at the beginning and the end of the same month. As for Derin, her busy
schedule led to multiple cancellations and required a revised timeline for her
interviews. Consequently, her interviews were spread out over an extended period. In

total, I conducted 32 interviews with eight teachers.

I prepared the interview questions in English and Turkish, but all interviews were
conducted in Turkish based on the teachers’ preferences. While conducting them in
Turkish may be perceived as a shortcoming due to concerns that meaning could be
lost during the translation of the material from their native language to English, it is
important to recognize that narratives are inherently subjective accounts. A person’s
first language often conveys richer and more nuanced information than languages
acquired later in life. Hence, I thought conducting the interviews in Turkish would

yield more in-depth data.

Before the interviewing process began, I conducted a piloting phase for the
interviews to feel more comfortable during the actual interviews with the target
participants and to assess the appropriateness of the questions. During this stage, I
identified the need to remind participants when each section ended, clarify certain
terms, such as “roles” and “positioning,” and refine the questions. Specifically, I
combined some questions and adjusted their order. All the interviews were audio
recorded to better focus on the interview and accurately capture the participants’
actual words (Brenner, 2006). As Patton (2015) and Seidman (2006) suggest, I also

took focused notes during the interviews to better concentrate on the participants’
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words and return to them when needed. After each interview, I immediately checked

the recordings to ensure that the audio was recorded properly.

Encouraging participants to expand on their responses and share stories is regarded
as part of the art of an interviewing process, and this is why participants are expected
to speak more than the interviewer in a successful interview (Brenner, 2006). Patton
(2002) offers an alternative Matrix of Questions Options. For the current study, in
line with Patton’s (2015) framework, experience and behavior, opinions and values,
feelings, knowledge, and background/demographic questions were asked to provide
depth to the exploration of these topics. I am aware that the opening questions are of
paramount importance, as they set the tone for the subsequent ones. Accordingly, the
first interview questions were shared with the participants before the interview so
that they could have a chance to think about the questions in advance and feel more
comfortable during the interview. The interviews started with prior education and
school experiences to “establish a possible commonality between the interviewer and

informant ... that both may have experienced” (Brenner, 2006, p.363).

As the researcher and the interviewer, I am also aware of the importance of
interviewing skills, which can affect the quality of the interviewing process and the
data collected, such as asking open-ended and follow-up questions and probing
judiciously for further details, avoiding multiple questions at one time not to confuse
the participants (Brenner, 2006; Patton, 2015), being nonjudgmental, trustworthy and
clear, listening to the interviewee and observing the interview carefully (Patton,
2015). Instead of probing into what participants say, Seidman (2006) suggests that
we explore with the participant. This is why it should be done judiciously to prevent
the interviewer from treating the participants as objects. During the interviews, I tried
to convey “that I respect the people being interviewed, so what they say is important
because of who is saying it... that their knowledge, experiences, attitudes, and
feelings are important” (Patton, 2015, p. 670). This is why Seidman (2006) contends
that having a genuine interest in others is the most important characteristic
interviewers must have. I also paid attention to my stance towards issues and people.
I listened to the participants without judging them for the things they expressed,

which is highlighted as “empathic neutrality” or “understanding a person’s situation
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and perspective without judging the person—and communicating that understanding

with authenticity to build rapport, trust, and openness” (Patton, 2015, pp. 670- 671).

In line with Patton’s (2015) strategies, I employed various question types to facilitate
deep reflection from participants. These included role-playing questions that ask
people to respond as if they were someone else, such as “Suppose that you were in
charge and could make one change that would make the professional development
unit and activities better. What would you do?”, simulation questions that ask people
to imagine themselves in a different situation, such as “If I followed you through a
typical day, what would I see you doing? What experiences would I observe you
having?” and presupposition questions that convey the message that participants
have something to say, such as “Can you please share one of the critical events you
experienced?” The aim of these questions was to encourage teachers to visualize the
given situation and retrieve as much detail as possible in their descriptions. In line
with Seidman’s (2006) recommendations, I focused on listening more, talking less,

following up without interrupting, asking for concrete details, and tolerating silence.

Patton (2015) also emphasizes the importance of relationships, which contribute a lot
to the depth of responses, and warns researchers “not to get so caught up in trying to
word questions perfectly that you miss the dynamics of the unfolding relationship
that is at the heart of interactive interviewing” (p. 676). He also presents some
strategies, such as summarization transition or summarizing the things mentioned
before moving on to a new topic to let the participants know that the researcher is
listening to them carefully and allowing them to make adjustments if needed. He
emphasizes the importance of detail-oriented, elaboration, and clarification probes to
enrich the interview data. He argues that during the interview, the interviewees also
need feedback about the interview process. In other words, they have the right to be
aware of the flow of the interview through reinforcement, verbal and nonverbal
feedback, and closing questions. These strategies guided me throughout the interview
process. As suggested by Patton (2015), my immediate reflections and notes on the
process and content of the interviews helped me gain more awareness about the
quality of the data received, evaluate the flow of the interviews, identify problems,

and make necessary adjustments.
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3.5. Data Analysis

In qualitative data inquiry, interview transcripts, field notes, documents, artifacts, e-
mail correspondence, and so on can serve as data sources. In the data analysis stage,
these data are transformed into findings, but there is no specific recipe or formula for

this transformation, only guidance, as Patton (2015) notes:

In analyzing qualitative data, guidelines exist but no recipes; principles
provide direction, but there is no significance test to run that determines
whether a finding is worthy of attention. No ways exist of perfectly
replicating the researcher’s analytical thought processes. No straightforward
tests can be applied for reliability and validity. In short, no absolute rules
exist, except perhaps this: Do your very best with your full intellect to fairly
represent the data and communicate what the data reveal given the purpose of
the study (p. 762)

Patton (2015) states that the challenge lies in making meaning of large amounts of
data. The researcher is responsible for conducting the data analysis with rigor,
ensuring that the true meaning of the data is captured and conveyed in alignment
with the purpose of the study. Miles et al. (2014) further highlight the issue of
“overload,” which arises from the multiplicity of data sources in qualitative

research:

All of this information piles up geometrically. In the early stages of a study,
most of it looks promising. But if you don’t know what matters more,
everything matters. You may never have the time to condense and order,
much less to analyze and write up, all of this material. (p. 79)

They emphasize the need for selectivity in data collection but acknowledge that it
does not solve the overload problem, noting, “You need roughly three to five times
as much time for processing and ordering the data as the time you needed to collect
it” (p. 80). In brief, data analysis remains a challenging process in qualitative

research.

Several frameworks exist for analyzing qualitative data (Creswell, 2013; Patton,
2015; Riessman, 1993; Saldana, 2015). Creswell (2013) outlines the general process

used for data analysis in qualitative research. The first step involves the preparation
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and organization of the data for analysis, such as transcribing interviews. The second
step is reading and memoing. The researcher reads or looks at the data and writes
notes in the margins of the transcripts to gain a holistic understanding and to become
reacquainted with the material. Then, the researcher moves to the description,
classification, and interpretation of the data. This process involves forming codes or
categories, reducing the data into a manageable and small set of themes, and making
sense of the data. Finally, the researcher represents and visualizes the
data. Qualitative researchers organize and analyze the data using inductive and
deductive analysis methods. They construct their categories and themes “from the
“bottom up,” by organizing the data inductively into increasingly more abstract units
of information” (Creswell, 2013, p. 45). In this inductive process, they go back and
forth between the themes and the database until a comprehensive list of themes is
developed. This process also entails interactive collaboration with participants to
allow them to contribute to the formation of emerging themes. Researchers also
employ deductive logic “in that they build themes that are constantly being checked
against the data” (Creswell, 2013, p. 45).

Riessman (2008) describes narrative analysis as “a family of methods for interpreting
texts that have in common a storied form” (p.35) and focuses on several approaches,
including thematic, structural, and dialogic/ performance analysis and visual analysis
of images while analyzing narrative stories. In thematic analysis, themes told by
participants are identified by the researcher. In structural one, the focus is on the
nature of telling and organizing the story. In dialogic analysis, how talk is produced
and performed as a narrative in an interactive (dialogical) way is highlighted. As
Riessman (2008) explains, “Simply put, if thematic and structural approaches
interrogate “what” is spoken and “how,” the dialogic/performative approach asks
“who” an utterance may be directed to, “when,” and “why,” that is, for what

purposes?” (p. 231).

Lieblich et al. (1998) propose a model for classifying and organizing types of
narrative analysis based on two dimensions: holistic versus categorical and content
versus form. In holistic approaches, a story is considered a whole within its context,

whereas in categorical ones, the researcher identifies themes across data from
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multiple sources. The content dimension of analysis focuses on what happens in the
narrative, while the dimension of form emphasizes how the story unfolds (Liebliech
et al., 1998). For Miles et al. (2014), qualitative data analysis is an iterative process
consisting of three key components: data condensation, data display, and conclusion
drawing/verification steps. Data condensation refers to “the process of selecting,
focusing, simplifying, abstracting, and/or transforming the data that appear in the full
corpus (body) of written-up field notes, interview transcripts, documents, and other
empirical materials” (p. 31). It is an ongoing process throughout the research,
occurring before the data collection (while deciding on the conceptual framework,
research questions, and data collection approaches), during data collection (while
coding and developing categories and themes), and after the fieldwork is over (while
writing the final report). Therefore, it is not separate from data analysis. Data
displays are ‘“designed to assemble organized information into an immediately
accessible, compact form so that the analyst can see what is happening and either
draw justified conclusions or move on to the next step of analysis that the display
suggests may be useful” (p. 32). Like data condensation, data display is also a part of
data analysis. As for drawing and verifying conclusions, Miles et al. (2014)
emphasize that qualitative researchers start interpreting data as soon as the data
collection begins by noting some patterns, explanations, and links. However, they are
also aware that definite conclusions may not surface until the end of the data

collection process.

It is important to note that these guidelines and suggestions for procedures are not
strict rules because each qualitative research is unique, as is the analytical approach
employed. As Saldana (2015) notes, “Since qualitative inquiry depends, at every
stage, on the skills, training, insights, and capabilities of the inquirer, qualitative
analysis ultimately depends on the analytical intellect and style of the analyst” (p.
763). Judgment and creativity are essential while adhering to these guidelines. Since
qualitative researchers operate from a “more fluid and more humanistic position”
compared to quantitative researchers, as qualitative researchers, we are expected to
document our analysis processes well so that the reader can understand how the data
were analyzed. In this way, we can “reflect, refine our methods, and make them more

generally usable by others” (Miles et al., 2014, p. 33).

102



Following Creswell’s (2013) guidelines, I started the data analysis process with the
preparation and organization of data. All the interviews were audio-recorded, filed,
and stored in password-protected computers. The data were then transcribed
verbatim, and I saved them as Microsoft Word files. Due to my full-time teaching
responsibilities and the length of the interviews, I sought assistance with the
transcription process, as it sometimes took weeks to transcribe a single interview.
Then, I hired university students experienced in the transcription processes with a
Confidentiality Agreement for the Transcription Service. Although it is thought that
“verbatim transcripts frequently give a feeling of rawness with non-standard
grammatical utterances, repetition, or informal phrases as they naturally occur in
spoken interaction” (Barkhuizen et al., 2014, p. 26), I meticulously listened to the
recordings multiple times during and after transcription, carefully checking the
documents for spelling and accuracy. However, I ensured the authenticity of the data
and did not edit them for grammatical accuracy. As soon I received the documents
from the hired transcribers, I applied the same process to them as well. Then, I
proceeded with reading and memoing. I carefully read and reread the transcripts to
become familiar with the data. Based on the research questions, I marked relevant
sections and made notes in the margins. I jotted down preliminary words or phrases
for codes on the hard-copy transcripts, as using a pencil to write codes allows for
greater control and ownership of the work, as Saldana (2015) suggests. I hoped this
initial understanding would inform a more detailed analysis later and inspire further
data collection (Lester et al., 2020). Additionally, I started making entries in a
research journal for future reference and generating memos to document my initial
reflections on the data. MAXQDA, the data analysis software program used in the

study, was highly useful in managing the extensive number of analytic memos.

I conducted data analysis concurrently with data collection, as recommended by
Miles et al. (2014), because it “helps the field-worker cycle back and forth between
thinking about the existing data and generating strategies for collecting new, often
better, data. It can be a healthy corrective for built-in blind spots” (p. 78).
Accordingly, I started coding as I collected and formatted the data. I employed
Connelly and Clandinin’s (2006) three-dimensional narrative inquiry space

approach, which includes the temporal dimension (past, present, and future), social/
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interaction dimension (personal and social), and place dimension. Place refers to the
places where teachers grew up, were educated, started their profession, and taught at
the time span of data collection. Time pertains to the narrator’s past, present, and
future stories. Sociality refers to personal and social conditions that shape teachers’
environments or contexts. I analyzed the data using content analysis (Patton, 2015),
categorical content analysis (Liebliech et al., 1998) or thematic analysis (Barkhuizen
et al., 2014) to represent teachers’ personal stories and show how they make sense of
their own experiences. This process involved reading the data many times, coding
and categorizing data extracts, and reorganizing them using thematic headings
(Barkhuizen et al., 2014). Content analysis is defined as “any qualitative data
reduction and sense-making effort that takes a volume of qualitative material and
attempts to identify core consistencies and meanings” (Patton, 2015, p.453), and it
involves searching for recurring words or themes. In line with this approach, being
still in the data condensation stage (Miles et al., 2014), I continued with the
description and classification of data (Creswell, 2013) before proceeding with

coding.

3.5.1. Coding

A code in qualitative inquiry is “most often a word or short phrase that symbolically
assigns a summative, salient, essence-capturing, and/or evocative attribute for a
portion of language based or visual data” (Saldana, 2015, p. 4). Codes are “labels
that assign symbolic meaning to the descriptive or inferential information compiled
during a study” (Miles et al., 2014, pp. 78-79). Coding is linking, not just labeling
(Saldana, 2015). It involves analysis and “deep reflection about and, thus, deep

analysis and interpretation of the data’s meanings” (Miles et al., 2014, p. 79).

As the number of codes accumulated quickly and varied as analysis continued, I
maintained a codebook to keep track of the emergent codes. This codebook included
content descriptions for each code and a small data sample for future reference,
which facilitated the organization and reorganization of the codes into primary
categories and subcategories for analytic purposes (Saldana, 2015). MAXQDA was

instrumental in this process, facilitating the storage, organization, and retrieval of the
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codes and their descriptions in a codebook. According to Lester et al. (2020), codes
by themselves do not tell the whole story. In order to convey the full narrative, the
researcher must first comprehend the (inter)relationships and contrasts of codes with
one another, leading to the emergence of categories. In line with the research
questions and focus of the study, I assigned a statement or theme that was “inclusive
of all of the underlying categories, as well as descriptive of their content, the
relationships between them, as well as being responsive to any similarities or

differences observed” (Lester et al., 2020, p. 101).

I also made the analytic process transparent by using a map of the analytic process to
illustrate how I moved from codes to categories and how themes were developed.
This included ensuring a detailed audit trail so that an external reader could
understand the coding and interpretation process. In this process, I benefitted from
Saldana’s (2015) categorization of codes. Saldana (2015) provides a comprehensive
framework that entails first-cycle and second-cycle methods. First-cycle methods
occur during the initial coding of data and include attribute coding, structural/holistic
coding, descriptive coding, In Vivo coding, process coding, and/or values coding.
Second-cycle methods are considered more challenging since they require analytic
skills such as “classifying, prioritizing, integrating, synthesizing, abstracting,
conceptualizing, and theory building” and include eclectic coding, pattern coding,

and focused coding (Saldana, 2015, p. 69).

While listening to the recordings and reading the transcripts, I took notes in the
margins of the hard-copy transcripts and wrote analytic memos. After working on the
printed data and getting familiar with the content, I transferred the Microsoft Word
files to MAXQDA 11, the qualitative data analysis software used in this study, for
further analysis (See Appendix C). While computers and software are instruments
that aid data analysis, the analysis is not conducted by the software. Qualitative
software tools facilitate the storage of the data, coding, retrieval, comparison, and
connection, but humans do the analysis, and it requires human creativity, hard work,

and intellectual discipline, which makes qualitative analysis unique (Patton, 2015).

I started the coding process in February 2022. Coding the data from the first

interview, which focused on teachers’ early life and schooling experiences, teacher
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education, teaching philosophy, and perspectives on teacher roles, proved to be the
most challenging phase of the coding process. The complexity arose from the many
overlapping and intertwined patterns, which required extensive thinking, revising,
rethinking, and, at times, restarting the coding from scratch. For example, in August
2022, I revised my codes for the first set of interviews after careful consideration and
continuous reflection on the research questions to enhance clarity and refine the
analysis. While revisions continued throughout the coding process, they were less
challenging compared to the initial round. As the codes emerged, I gained deeper
insights into their relationships, which helped streamline the subsequent revision

process.

I employed various coding methods, including exploratory methods (holistic and
provisional coding), elemental methods (descriptive, In Vivo, and process coding),
and affective methods (emotion, values, and versus coding). The coding process
started with holistic coding as a preparatory approach before a more detailed coding.
I assigned a single code to a large unit of data to gain an overall sense of its contents.
Then, I employed provisional coding or researcher-generated codes based on related
literature reviews, the conceptual framework of the study, research questions, and my
previous knowledge and experiences. As Saldana (2015) notes, if you “become too
enamored with your original Provisional Codes and become unwilling to modify
them, you run the risk of trying to fit qualitative data into a set of codes and
categories that may not apply” (p. 170). Therefore, I revised and modified these
provisional codes as the data collection and analysis continued. After that, I assigned
descriptive codes to the data to capture the topic of a passage and summarize it in a

short word or phrase.

According to Saldana (2015), “Sometimes the participant says it best; sometimes the
researcher does” (p. 109). To honor teachers’ voices, I used In Vivo coding or words
or phrases used by the teachers themselves to better capture the essence of their
experiences. I also employed process coding to capture activities performed by the
teachers, such as getting up early, and more general conceptual actions, such as
struggling. Emotions recalled or experienced by the teachers, or those inferred by

me, were labeled with emotion codes since “our acknowledgment of them in our
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research provides deep insight into the participants’ perspectives, worldviews, and
life conditions” and “careful scrutiny of a person’s emotions reveals not just the
inner workings of an individual, but possibly the underlying mood or tone of a

society — its ethos” (p. 125).

In line with the aims of the study, I also used values coding to reflect teachers’
values, attitudes, and beliefs that shaped their biographies and were reflected through
their activities. To identify people, groups, organizations, and processes in conflict
with one another and reveal power issues at hand as they are perceived as
dichotomies by people, versus coding including the categories of stakeholders,
perceptions/actions, and issues was employed, too.Following this, using both
inductive and deductive analysis methods, I constructed categories from the codes
and themes from these categories, respectively, which was still part of data the
condensation process (Miles et al., 2014). The data were then represented and
visualized (Creswell, 2013) or the data display process (Miles et al., 2014) was
completed. Finally, conclusions were drawn and verified until the end of the data

collection (See Table 4).

The extended duration of the data collection (from December 2021 to July 2024)
allowed for a deep and thorough engagement with data, which contributed to an in-
depth understanding of teachers’ experiences. However, this prolonged engagement
was emotionally and mentally demanding. I acknowledge that three years of
intensive coding and analysis could result in fatigue, influence the ability to remain
objective, and reduce openness to alternative patterns. To mitigate these challenges, I
employed some strategies, such as taking regular breaks to return with a fresh
perspective and revisiting my codes regularly to ensure their relevance. Additionally,
my reflexive journal helped me maintain a reflective and neutral stance throughout

the process.

Table 4. The analysis process

e  Preparation and organization of data
o Transcription

e Reading and memoing

e First-cycle coding
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Table 4. (continued)

o Holistic coding (e.g., Family)
o Provisional and researcher- generated codes (e.g., improvisation, teacher education)
o Codes generated inductively from the data

= descriptive coding (e.g., norms)

* In Vivo coding (“Customer is always right”)

= emotion codes (e.g., content)

=  values coding (responsibility, fairness, academic integrity)

= versus coding (social sciences vs natural sciences)

e Second-cycle coding for emergent categories and themes
o Pattern coding (categories from codes and themes from categories)

o Research questions and theoretical framework

e Data display

o Representation of the data visually

e  Conclusion drawing and verification

o Interpretation of the findings and relating them to the literature

3.6. Ethical Issues

I started the data collection process for this study after receiving the approval of the
Institutional Review Board for Human Subjects (See Appendix D). Upon getting the
approval, I informed the participants about the purpose of the study, procedure,
voluntary basis participation, confidentiality, and other relevant details through the
consent form. I obtained their consent before the interviews and assured them that
they could withdraw from the research at any time they wanted. I used pseudonyms
for any personally identifiable information of the participants and their workplace to
protect their anonymity and to ensure confidentiality. Additionally, the names of
other people and institutions mentioned by the teachers were also disguised when

necessary.

3.7. Quality Criteria

Philosophically positioning qualitative research among other forms “entails what one
believes about the nature of reality (also called ontology) and the nature of

knowledge (epistemology)” (Merriam & Tisdell, 2015, p.8). Therefore, the standards

108



for rigor in qualitative research are different from those in quantitative research
(Merriam & Tisdell, 2015) considering the ontological, epistemological, and
methodological differences regarding the nature of reality, the nature of “truth”
statements, the explanation of action, the nature of the inquirer-respondent
relationship, and the role of values in inquiry (Lincoln & Guba, 1985). Given that the
criteria for testing rigor differ in qualitative studies, the concepts used are named
differently. For instance, Lincoln and Guba (1985) used credibility, transferability,
dependability, and confirmability as substitutes for internal validity, external validity,

reliability, and objectivity.

Credibility focuses on how research findings correspond to reality (Merriam &
Tisdell, 2015) and whether the findings of the study are credible (Lincoln & Guba,
1985). The following strategies are suggested to ensure credibility: prolonged
engagement, persistent observation, triangulation, peer debriefing, negative case
analysis, and member checks by Lincoln and Guba (1985), as well as triangulation,
member checks, adequate engagement in the data collection, reflexivity, and peer
examination or review by Merriam and Tisdell (2015). For this current study, I
employed triangulation or cress-checking, adequate engagement in data collection,
prolonged engagement, reflexivity, and peer review. Teachers’ stories in the
interviews were checked against my observations on-site and relevant policy and
operational documents. To ensure adequate engagement, 1 continued the data
collection process until I saw or heard the same things or until the data and findings
did “feel saturated” (Merriam & Tisdell, 2015, p. 246). I maintained close and
intensive contact with the participants in the field to “assess possible sources of
distortion and especially to identify saliencies in the situation,” which helped me to
achieve prolonged engagement (Lincoln & Guba, 1985, p. 18). Regarding reflexivity,
I positioned myself within the report and identified my standpoint as the researcher.
As for peer review, each member of the dissertation committee was engaged in the
research process throughout the study. They read the emerging findings and

commented on them.

Dependability requires the consistency of results with the data collected, and

strategies for ensuring dependability are triangulation, peer examination, the
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investigator’s position (Merriam & Tisdell, 2015), and the audit trail (Lincoln &
Guba, 1985). For this current study, I used triangulation or multiple methods of data
collection to get dependable data. The description of how data were collected, how
categories were derived, and how decisions were made throughout the inquiry” in
detail is called an audit trail (Merriam & Tisdell, 2015, p. 252). Throughout the
study, I kept a research journal, wrote analytic memos, and recorded my reflections
on the research process, all contributing to the audit trail. Additionally, a solid audit
trail was ensured through my supervisor’s regular feedback and bi-annual thesis
monitoring committee meetings. Writing thick descriptions of the study’s context

and the participants’ profiles served transferability.
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CHAPTER 4

FINDINGS

This chapter aims to present the findings of the study by focusing on three research
questions. The first question explores teachers’ agency in teaching, professional
learning, organizational processes, and social participation or teachers’ agency in
micro (individual level), meso (institutional level), and macro (broader) contexts.
The second question aims to explicate teachers’ understandings of their professional
roles and agency. The third question investigates the contexts influencing teachers’

perceived agency at micro, meso, and macro levels.

Understanding their agency trajectories inside and outside the classes and their
interpretations of their professional roles and agency required an analysis of their
past, present, and future lives in different contexts formed by the social contexts. In
order to answer these questions, four themes were constructed to analyze teachers at
the micro, meso, and macro levels and their agency trajectories in the last one. While
doing this, their narratives were explored simultaneously through the lenses of
Connelly and Clandinin’s (2006) three commonplaces: temporality (when), place

(where), and sociality (who).

The first theme presents teachers’ histories, including their families, schooling,
career decisions, and teacher learning experiences in the past and at present. The
second theme outlines teachers’ experiences in their workplace and interpretations of
their school culture by focusing on practices and discourses, people and interactions,
and constraints to explore how these teachers are engaged in their working context,
take stances, and make sense of their lived experiences. The third theme presents
their problematizations of discourses within a larger framework by situating them in
broader political and socio-cultural contexts. Finally, teachers’ improvisations inside

and outside their classes are presented (See Figure 3).
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Theme 4:

The Space of Authoring: A gency Theme 1:

History-in-person as Sedimentary
Layers

Micro-level & Individual

VAN
Theme 2:
Figured World of Snowdrop
Meso-level & Institutional
Theme 3:
Discourses in Broader Contexts
Macro-level
Figure 3. The representation of the themes at three levels: Micro, meso, and macro

contexts

4.1. History-in-person as Sedimentary Layers

Even if everything else fades away, teachers’ personal histories endure as
sedimentary layers and serve to shape their decisions and actions. These past lives
entail various dimensions, such as temporal (through time), place (in different
locations), and social (in different social contexts), and this section presents teachers’
history-in-person through their family and schooling experiences, job decision, and
teacher learning experiences to better understand their agency trajectories inside and
outside the class, as well as to gain more insight into their understandings of their

professional roles and agency.

4.1.1. Family Experiences

Teachers’ accounts of their early life experiences indicated that teachers
reconstructed their childhood memories by emphasizing the impact of their family
support and socioeconomic status on how they interpreted their schooling and career
paths. Most teachers highlighted how their parents created an environment conducive
to English language learning and acquisition by providing resources, such as books,
educational materials, access to language learning platforms, and hosting an
exchange student at home for a year. Mabel, for example, described her father’s
words of encouragement and guidance on language learning in her childhood. He

would provide resources, such as Oxford English materials, for her on a weekly
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basis, telling her that learning a language opens up a world of opportunities and will
help her to get a job, stand tall, and overcome hardships in her path. Eyliil was
another teacher who underscored her family’s socioeconomic status and educational
background. She expressed gratitude for their support since they helped her
overcome the challenges and influenced her interpretation of them. She described
herself as “spiritual” and her parents as religious, adding that growing up with
religious parents had taught her to look on the bright side, which will be further
elaborated on in the following sections. According to her, it was her parents who
emphasized the importance of language learning, guiding her on her language-
learning journey and encouraging her to learn English through music and TV. As
someone with a life-long interest in languages, she deeply appreciated the support of
her father, who always conveyed the importance of knowing a language. Eyliil
reported that his father would relate knowing a language to owning a bracelet. In
addition to her father, she also expressed her gratitude to her sister, who would read

her short stories and share what she had learnt at school.

Like Eyliil, Mila recounted how her mother, a primary school teacher, had written a
letter to an organization in Ankara and applied to host a foreign exchange student in
their home. Likewise, Ipek reported how she got interested in English as her father
invited his friends from different countries to their house. While staying with her
parents in Greece for a month, she also had the opportunity to practice and improve
her English. Regarding her interest in language learning, Pera did not mention the
support she received from her family. However, she described how much she
admired her father as a teacher, in contrast to his parent role at home, since she had a
chance to observe him in his classes. While reflecting on his childhood, Tuna drew
on how much his upbringing in a house with a grandfather and aunt, who were both
teachers, had an impact on him. He often mentioned, for example, his grandfather
and their critical conversations on news from four different newspapers and books at
home. Citing one of his projects about learning a language that emphasized the direct
connection between socioeconomic structure and language learning skills and
success, he acknowledged the impact of his family’s socioeconomic status on his

interpretation of language learning and surrounding discourses.
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It is worth noting that Derin and Zeynep prioritized critical incidents in their
accounts over support. They described how they navigated the challenges and
improvised in the given spaces through their maneuvers. Derin, for example,
recounted how her father’s retirement and her sister’s marriage caused financial
hardship for her family. Upon finding out that her parents could not afford to send
her to school, she decided to find her own solution. She obtained the books and the
uniform from upper-grade students to show her parents how much she wanted to
pursue her education. Zeynep also talked about the challenges she faced following
her parents’ divorce. She had to stay with her grandmother, along with her mother
and brother. With so many people at home and just one TV, she would watch
English-language movies on TV whenever she had the opportunity. It is evident from
their statements that these teachers went through tough times, yet their stories
suggest that they opted to struggle against the difficulties and carve out spaces in
their families and at school to act within. They narrated these critical incidents as
success stories. In other words, they preferred to reconstruct these stories by

prioritizing triumph over hardship or adversity.

In summary, across the narratives, it appears that most of the participants’ linguistic
journeys (Mabel, Eyliil, Mila, Ipek, Tuna) were greatly influenced by the support and
resources provided by their families as family is the primary setting in which
children are exposed to language in the early stages of life. Their accounts
demonstrated how growing up in those families, who maintained support, guidance,
and exposure to a range of resources, significantly impacted these teachers’ language
learning opportunities and fostered their enthusiasm and passion for language
learning. In the lived experiences of language teachers in the study, family as a
figured world with its members, interactions, and routines shaped these teachers’
interests in language learning. The support provided by their families served as a

foundation upon which they constructed their upcoming experiences.

4.1.2. Schooling Experiences

As part of their past lives, the teachers also talked about their schooling experiences,

including their characteristics as students. As their accounts unfolded, some teachers
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had negative recollections of their school years. Tuna is one of those who did not
speak well of those years. He reported that compared to the education at school, he
had learnt a lot more from his grandfather at home since reading and practice were
intertwined in his daily life. For example, while reading a newspaper or a novel, his
grandfather would explain a modal verb used in the news. Therefore, according to
him, the education he received at home, rooted in critical conversations with his
grandfather and the link between language and literature, could not be compared to
the education at school with 30-35 students in the same class. In other words, he was
not satisfied with his school education as it did not live up to his expectations
compared to his nourishing, stimulating, and instructive conversations with his
grandfather. His accounts revealed that he highlighted the importance of learning by
doing, and he always valued his experiences of reading books, newspapers, and
critical discussions with his grandfather over schooling and found them more

effective.

As for Eyliil and Ipek, they claimed to have experienced violence in their schooling
years. Eyliil recounted how traumatic experiences she suffered at the age of six but

survived those challenging times thanks to her parents. She said:

Our teacher used to use some violence against us...He would pull our hair,
for example, he would pull our ears. Well, it was very traumatizing for me.
When I told my family later, they complained to the school principal, and the
teacher was changed, but ... I couldn't get over it for a long time until the age
of 12. I was lucky, my parents were educated.

Eyliil’s remarks revealed how her interpretation of her early school years was shaped
by the violence she thought she had experienced back then. She claimed to have
learnt to read and write a little later than expected, and she believed that the
mistreatment she had allegedly experienced in school had something to do with her
poor grades, particularly in math. For this reason, although her parents were crucial
to her well-being, she did not have a pleasant account of her early years at school.
While constructing the story during the interview, though, Eyliil reinterpreted her

own experience, as can be seen in the following extract:

I learned this later, of course. I think everything we go through is actually
something that we need to learn. This is my belief, I mean, in terms of our

115



soul’s progress, our development... I think it was a blessing for me to see this
in primary school... I couldn’t always look at things from the positive side at
that age, but I started with what my mother passed on to me, I tried to look at
things positively, I tried to see the deficiency in me, I said ... that there must
be a part of me that I need to develop, that God has brought me such a
person... I never rebelled; I learned not to rebel... I honor my teacher now.
That’s what I should say. I remember my teacher well; I say thank you.
Maybe his tormenting us improved us; I can say that he improved us in our
life test.

In light of Eyliil’s statements, it can be interpreted that she considered her teacher’s
mistreatment as a lesson to be gained from and a favor God gave her to identify her
“deficiency” and grow into a better person. While reconstructing her story, she
resorted to values fostered in her figured world of family, such as the soul’s progress
and blessing from God. Her beliefs were so strong that she even reconceptualized her
primary school teacher’s mistreatment of her as an experience or spiritual evolution:
“There is a door; we encounter all kinds of people until we pass through that door,

for example, and seeing this in primary school was a blessing for me.”

Similar discourses were evident in Ipek’s account as well. She recalled her first
traumatic experience in primary school, where she was held accountable due to
another student’s error. She became a wrongful victim of her teacher’s aggression as
the group leader during a group project: “I remember feeling very upset about it, the
violence. She hit my head on the board. It is a very humiliating thing.” She
considered that girls were especially subject to violence during her schooling years,
and she described her observations of schools’ being too strict with girls. She was
punished by the administration for spending time at the café with friends, despite
having informed her parents beforehand. She remarked on the punishment, stating: “I
was the valedictorian of the school, but they didn't award me my title or certificate of
appreciation due to a disciplinary offense.” She hated school, feeling that girls, in
particular, faced unfair treatment. Consequently, she transferred to a different high

school.

As for the favorable schooling experiences, the teachers underscored their passion
for learning English, aptitude, and interest. They characterized themselves as

successful students in general, especially in English, and their stories indicated how
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enthusiastic, curious, and autonomous they were when it came to English language
learning. Derin, for example, described how she perceived her grades, exams, and
learning process. She excelled in math even though she did not study much. She
reported that she was more content with getting 98 out of 100 on tests than a 100
because she believed that 100 means you are done, and the task is over. 98 indicates
that you are amazing, but there are still a couple of things you need to keep learning,
which she described as her “learning passion.” She continued that learning a foreign
language was always different for her. She found translating everything to English
fascinating and thought that learning English was like solving a “puzzle.” According
to her, knowing and being able to speak English also meant achieving what others
considered impossible and gaining your teacher’s approval. In other words, she
perceived herself not only as an enthusiastic and autonomous learner but also a
bright one in class whose efforts were appreciated by her teacher as well. She noted
that she could attain “the unique status” the English language holds by learning
English. She recalled her own language learning experiences, stressed the importance
of curiosity and happiness as they paved the way for exploration and expressed how
she found her own ways to practice and improve her English: “This was not
something that any of my teachers told me... I would record my voice and listen to
it. I had made myself a listening material.” She stated that when you are curious and
happy, you “find your own methods on your way,” meaning that you can take charge

of your own learning and create your own resources, just like she did as a student.

Both Derin and Mila stated that language learning was more than a lesson. Mila, who
claimed that studying English was her pastime, described herself as an autonomous
learner who would buy books and coursebooks from an old bookstore, read and
summarize them, make her own dictionary with the words she had learnt, learn song
lyrics by heart, and keep a diary in English. Mila also mentioned the influence of her

sister’s tutor on her, along with her curiosity regarding language learning:

I would watch them through the keyhole to see what they were doing in the
room...She would lecture me at the end, 10 minutes, fifteen minutes... And
she would bring me things, I don't know, a small gift, a reading book, or a
dictionary... She was such an open-handed person, spreading light to
everyone, helping everyone... She had a positive impact on me.
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Likewise, Pera also characterized herself as a curious and enthusiastic language
learner. In contrast to the traditional methods employed at schools, she discussed
how she created her own space by improvising the given one: “I was creating scripts,
writing plays and directing them by involving my friends... I didn't learn the
language through conventional learning methods. Instead, I integrated it into my
daily life, learning by living it”. She also stated that she was more successful in

production-based tasks requiring more analysis, synthesis, and interpretation.

Like Pera and Tuna, Mabel claimed, “If you can live the language, you can learn it.”
She portrayed herself as a curious and autonomous language learner. She had a keen
interest in language learning and felt that books alone were not enough. She reported
that she watched series in English, listened to music, kept a diary, and employed
different sources like audio-visual materials while learning English without anyone
telling her to do so. Then, she concluded: “I can truly be the ideal student type right
now.” Zeynep was no different. While describing her interest in English, she also
touched upon how English was perceived as a foreign language in her childhood and
how students picked a foreign language in their schools back then. She said students
would draw lots to choose a language among English, French, and German. She
recalled crying a lot when she drew German in the lottery because there was a
mentality like “English is the acceptable language, and the others are useless.” She
described herself as an enthusiastic and curious learner, taking notes, finishing her
English homework right away, and assisting her teacher in showing some job cards
to the class. She then added: “The teacher would touch my hand like this. I liked that
very much, thinking the teacher loved me. That's why she had a special place for me.

Maybe because I loved her so much, I loved the language, too.”

Regarding her personality, she cited her uncle’s diary entry about her, which stated:
“You are always more mature than your age,” and she concurred, saying, “Maturity
is probably the word that best describes me... Maybe I had to mature early, I don't
know.” Like Zeynep, Ipek stated that she has always been interested in language.
Even though her teachers did not tell her to do so, for example, she would listen to
and sing songs and read books in English, and added, “not simplified ones.” She

continued reading even if she could not understand the best-sellers. She also
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expressed her desire to communicate in English. She stated that during secondary
school, seeing her cousins from the Netherlands speak to each other when they
visited them piqued her interest: “At that time, I aspired to communicate in another
language.” She was, therefore, curious when she began learning English. She also
expressed her deep fascination with songs and different cultures. She highlighted the
role of songs and cultures in her language-learning process, recalling how she sang
foreign songs by heart in secondary school when her teacher asked her to do so. She

also portrayed herself as a “very good language student,” like Mabel.

Eylil’s accounts revealed that her interest in language started with music. As she
reported, she would still listen to foreign channels and the news even if she did not
understand them, and added: “Emulating is not a bad thing, I was emulating... I
would hear some French and English. I watched whatever channels were available.”
She stated that she always preferred to learn things within the natural flow rather
than following a set plan, program, and curriculum. As a language learner, she
characterized herself as follows: “I think I was a very good visual learner, an audio
learner.” Like Mabel and Ipek., Eyliil also portrayed herself as “a very good

language learner.”

As teachers’ accounts unfolded, their curiosity and enthusiasm for English and their
love of learning were evident in their stories. Despite some traumatic experiences,
such as Zeynep and Derin’s family issues and the perceived violence Eyliil and Ipek
encountered at school, they underlined their sense of achievement and self-
confidence when reflecting on their schooling experiences. Despite the challenging
situations at home following her parents’ divorce, Zeynep stated, “I always
remember being a hardworking and determined student.” Likewise, Derin reported
that she graduated from high school as a school valedictorian and said how much her
teachers trusted and believed in her. She also added that she started teaching English

and math to children in her neighborhood.

Eyliil regretted not having a decent teacher to reveal her talent in primary school.
Still, later in secondary school, she reported compensating for the lost time thanks to

a new teacher and school environment, which enhanced her school performance.
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Likewise, Ipek also reminisced about how her teachers would encourage her to
impart the subject to her classmates. As can be seen in their remarks, through
maneuvers aided by teacher and school changes, family members, family values, and
personal endeavors, these teachers were able to carve out their own spaces and chose

to retell their stories with success above hardship.

In light of teachers’ accounts, it appears that these teachers took responsibility for
their language learning and tried to seek out resources beyond classroom materials.
They were curious and eager to learn by doing, explore and experience the language,
integrate it into their lives, and have fun while doing so. Analysis of the narratives
uncovered that their figured worlds of family, which were inhabited by their family
members, interactions, and routines, interacted with their figured worlds of school,
which were inhabited by their teachers, interactions, routines, and policies. Tensions
arose as they participated in various figured worlds with conflicting or opposing
values and experienced discrepancies. For example, because he was raised in a
family that valued critical thinking and stressed the importance of culture in language
acquisition, Tuna expressed his dissatisfaction with the English language instruction
he received at school. Additionally, Eyliil and Ipek, who were always grateful for
their families’ support, experienced tension when they faced perceived violence at

school.

All these critical events required these teachers to take stances or accept, reject, or
negotiate positions offered to them. More specifically, these conflicts influenced how
these teachers constructed and interpreted their schooling experiences and shaped
their stances. For example, Tuna prioritized his language learning experience with
his grandfather over the instruction he received in school, and Ipek stated that she
detested school because of the mistreatment there. However, she changed schools,
still maintained her interest in English, continued to sing songs and read books, and
wanted so much to communicate in English. Eyliil did not rebel because she grew up
with devout parents and chose to reinterpret the perceived mistreatment as a blessing
for her. She viewed her negative experience through the lenses of values fostered in

her family and positioned herself accordingly.
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Figure 4. Teachers’ interpretations of their schooling years

In brief, when confronted with critical events at school, these teachers carved out
authoring spaces where they reinterpreted their schooling experiences and acted
accordingly through the interaction of their abilities, resources, and the values rooted
in their families. Despite the challenges they encountered in their schooling years,

they reconstructed those years by prioritizing success over hardship (See Figure 4).

4.1.3. Job Decision

As part of their histories, teachers further elaborated on why they had chosen to
become English language teachers by focusing on their figured worlds in the past,
including their families, schools, teacher education programs, and workplaces. As
their stories suggest, almost all the participants had other career goals in mind.
However, they brought up critical events that influenced their career decisions and

explained how they shifted their career trajectories to becoming teachers.

The path to becoming a teacher was an informed and well-considered decision only
for Zeynep. She talked about the status female teachers had in the past and reported
that teaching was regarded as the best career choice for women and female teachers
were highly regarded back then. Mothers wanted their sons to marry female teachers,
so they were searching for teachers to marry their sons. Her grandmother was also
seeking a teacher for her son, thinking that teaching was a solid career choice. “I

never had any other professions in my mind,” said Zeynep, and teaching was a
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deliberate choice for her. What is more, her goal was not to become a teacher but “it
was to be an English language teacher.” Even though she aspired to become a
teacher at a very young age, her family influenced her career trajectory. They had
different expectations for Zeynep. This pressure prevented her from choosing an
English language teaching program in the university entrance exam: “Someone said,
‘Why don't you choose medicine?” The other one said, ‘Why don't you study
architecture?’” My late grandfather used to say, ‘My daughter will be a judge.”” Then,
she took the exam to study law and added, “This was why I couldn't get into teaching
in the first year.” She studied in a different department, started working but retook
the university entrance exam, saying, “I always had English language teaching in my
mind,” and eventually qualified to pursue a degree in a language and literature-

related field, following her genuine aspiration.

On the other hand, some other teachers, including Derin, Pera, Ipek, Mabel, and
Tuna, were not close to considering teaching as a career due to their figured worlds
of being a teacher in the Ministry of National Education (MoNE) and systemic
concerns in the education system, but they explained how they ended up teaching.
For example, in her schooling years, Derin believed that teachers in MoNE had a
mediocre image. They would enter the classroom, sit in their chairs, go through the
assigned material without much engagement and interaction with the students, and
then leave, so she reported that she did not want to become a teacher, adding, “For
me and many of my friends, teaching was ehh, so it was trash.” Pera also described
her insights into MoNE by focusing on the traditionalism within the system: “The
curriculum was set, and there was little room for deviation, so teachers had defined
roles back then, and we were raised with that perception.” It can be interpreted that
she believed teachers lacked opportunities to exercise agency and realize the role

they wanted to play.

Despite their initial interpretations, inspiring teachers ignited a genuine passion for
teaching and reshaped Derin and Pera’s perspectives. They claimed to have been
inspired by their dedicated teachers, who left an indelible mark on their lives and
altered their perceptions of being a teacher. For instance, Derin’s methodology

teacher at university motivated her students to shatter any negative perceptions or
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stereotypes of teachers in their minds by stating that the teaching profession involves
creativity and that they can excel in teaching if they have a creative mind. Derin
described that moment as “a turning point” since her teacher’s guidance positively
transformed the image of a mediocre teacher in her mind into a positive one. She

expressed how much she loved teaching and wanted to be on stage afterwards.

As a teacher who “never dreamed of becoming a teacher,” Pera’s journey into
teaching was deeply rooted in her childhood experiences. As someone who felt
lonely and unhappy in boarding school, she found solace and inspiration in the
compassionate guidance of her teachers, which fueled her desire to make a similar
impact on her future students. Stated differently, their ability to foster happiness,
trust, and a love for teaching the English language ignited her passion for helping

others, even as a preparatory class student in high school:

I admired them. I loved them so much. Being in a boarding school, being in
the first year, being very young, being away from everyone, from mum and
dad, being all alone, all these things had an effect. At that moment, the hand
they extended to me felt so good that I said I would extend a hand to
someone, just like that. Just as they sparked something inside me, I will do
the same for others.

Just like Zeynep, Pera was also a second-career English language teacher. She
mentioned her father was a teacher who was very strict at home but turned into a
completely different person in the classroom, saying, “He never made me think of
teaching and being a teacher at that time.” Like Zeynep, she graduated from
university and worked in her field for a few years. While working there, however,
she decided to retake the university entrance exam and started studying ELT. In
brief, Derin and Pera had been inspired by their teachers, and they aspired to follow
in their footsteps. Their entry into the profession and reinterpretations indicated that
those teachers were so influential that they could wash away their negative
interpretations. However, Mabel and Ipek’s accounts revealed that their negative
perceptions of teachers and MoNE persisted longer. Since these teachers associated
teaching with MoNE and did not like these figured worlds, their views about
teaching were not so positive. On the contrary, their stories suggested that they had

nothing to do with becoming teachers. For instance, in her childhood, teaching was a
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middle-class profession with a modest standard of living for Mabel. She reported that
although she did not hold negative opinions about the teaching profession, she was
not drawn to it. Then, she shared her initial understanding of the profession:
“Teachers are middle-class people. Teachers marry teachers.... Women find time to
care for their children; men care for the house; half days are free, etc. I didn't have a
bad image of teaching, but I wanted to be different.” She reported that she had no
intention of becoming a teacher because everyone in her family was in the teaching
profession. She had always aspired to become an artist. As she recounted her story,
she noticed the following contradiction: “Admiring my mother at work but not
wanting to be like her.” She studied in a language-related field and started working at
a company upon graduation. However, she described working under someone’s
direction as dull and found “nine-to-five routine, entering the office in the morning
darkness and leaving after dark, doing the same job repeatedly, and being under
someone else's control monotonous.” While doing her job, she also worked as a part-
time English language teacher at a school on weekends and attended the training
sessions there. Her perspective on teaching shifted, and she thought, “Teaching is not
bad at all!” when she realized that it could also provide her with time, space, and

money to pursue her hobbies.

Another teacher who never dreamed of becoming a teacher was Ipek. She believed
she had talent, so her earliest career goal was to be a singer or theatre actress.
However, at such a young age, her family did not want to send her out of the city for
conservatories. After some time, she wanted to be a writer and lawyer. However,
when she took the university exam, she chose to study in a language and literature-
related field. Because of her portrayal of MoNE as “quite restrictive and disturbing,”
observations regarding the challenges female students experienced, the rote system,

2 ¢e

and teachers’ “obsession with the hair and clothing,” she remarked, “I never wanted
to become a teacher. Maybe an academic.” She did, however, note that she enjoyed
the overall atmosphere when she began teaching after a teaching position opened up

in her current workplace.

Regarding his career decision, Tuna drew attention to his concerns regarding the

education system in Tiirkiye and the “oddity of the university system,” and he stated:
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“Let’s sit crooked but talk straight. We don’t have the system that we can say, ‘I
have had this profession in my mind since childhood.”” He thought it was not easy
for them to have dream jobs and realize them due to the systemic issues. As for his
career journey, he highlighted the significant influence his grandfather held within
the family, not only on Tuna but also on his aunt and siblings. His parents wanted
Tuna to be an engineer, but despite severe arguments with his family in high school,
with a focus on engineering education, Tuna decided to change schools to pursue his
studies in a language and literature-related field. To justify his decision, he
mentioned reading four different newspapers with his grandfather and their
conversations about the news. He argued that while there are multiple realities in the
field of language or humanities, there is only one truth in his department, which

bothered him a lot:

They would ask us to draw a machine part, with details... If it was dirty or
when something happened, the teacher would tear it up. There was only one
truth there. That approach did not make sense to me. When I realized that
truth is relative and can vary in different disciplines and in different time
periods, the idea that there was only one truth bothered me.

As for being a teacher, on the other hand, Tuna reported that he did not have a
favorable view of teaching due to the “stagnant aspect of teaching in Tiirkiye,” and
that he did not want to be a teacher “in the traditional sense.” Instead, he wanted to
be a teacher committed to ongoing and active learning. He adds, “That is why I
prefer to see myself as an academic rather than a teacher in the current conditions,”
just like Ipek. As for his current understanding of his profession, Tuna stated that he
maintains his enthusiasm and patience while not being content with his standing as a

teacher.

Eyliil dreamed of professions other than teaching. She reported that she had always
been interested in space and had a childhood dream of exploring the universe.
However, her primary school performance, especially in math, was poor. She also
recalled having a strong creative side and talent in music, so she decided to pursue a
music career. However, her father warned her that “making a living solely through

music as a girl might be challenging. You need to stand on your feet.” He advised
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her to continue music as a pastime. While highlighting her father’s impact on her
career decision, Eyliil also stressed the importance of her father’s voice in her family
and disclosed his position there in accordance with traditional Turkish family

dynamics. She said:

My mother holds a secondary position, although she does have some
influence over my father, but only to a certain extent. My father’s decisions
prevail, which has always been the case in our household... Hearing his
words, I realized that my true passion was always with language and
linguistics... That's how the idea of doing something related to foreign
languages, particularly English, took shape in my mind.

That something was not teaching, though. Eyliil said the idea of teaching put her off,
and she did not want to study ELT because her sister had told her it was a difficult
field. Instead, she studied in a language and literature-related field. Citing her
teachers’ lectures and styles, she expressed her teachers’ strong influence on her
career decision. She then decided to be a research assistant in the same department.
However, when her father said, “You need to work to stand on your own feet. I'm
cutting off your allowance,” she felt the need to start earning money as soon as
possible and began working as a part-time teacher instead of pursuing a post-
graduate degree. In other words, as a young woman, to secure a stable income and a
future for herself, she decided to pursue a career deemed appropriate for women:
Teaching. As for Mila, she aspired to become a teacher and a dancer, inspired by her
mother’s profession and her love of dancing. However, she studied English language
teaching. Her goal was not to be a teacher but to work at a bank. After taking one of
her dedicated teacher’s linguistics classes in her second year at university, she
decided to become a teacher. She recalled how much her teacher had inspired them
as he would practice what he preached regarding “how to manage a classroom, how
to deliver a lesson, how to use the chalkboard — everything,” she added. She also

mentioned the impact of her sister and mother as strong teachers.

Teachers’ narratives suggest that they had diverse figured worlds in the past, and
they entered the teaching profession with a myriad of figured worlds, some of which
they were members, refused to be members, or were not allowed to be members. The

analysis of Zeynep’s narratives revealed that although her family confused her and
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their influence delayed her from achieving her goals, she re-authored her career and
pursued her dream by retaking the university exam and studying in a language and
literature-related field. In contrast to Zeynep’s deliberate choice, others did not
initially aspire to become teachers but ended up in the teaching profession. They
described their figured world of MoNE with its people and practices. The school
system was described as restrictive. Due to their figured worlds with images of
teachers positioned as passive transmitters of knowledge following the curriculum
without any change or interaction with students and doing the same things under
others’ control, these individuals did not initially want to become teachers. However,
when these already formed figured worlds collided with those reformed by their
teachers or significant others in their schooling years (for Derin, Pera), as well as
those reconstructed at university (for Mila) or in the workplace (for Eyliil, Mabel,
Ipek), they reconsidered their career decisions and developed a positive attitude

towards the idea of teaching (See Figure 5).
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Figure 5. Negotiation of figured world’s leading to teachers’ career decisions

Regardless of whether choosing to become a teacher was an informed decision or

not, they were all content with their career choices, as the following quotations attest:

“I'm so glad I chose this career every single day. It means a lot to me.”
(Derin)

“I love teaching. I am grateful that I chose this path. I'm thankful that I chose
this profession. It's spiritually fulfilling and it's enjoyable.” (Mila)
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“Yes, I am definitely doing the job that I love. It is a rewarding profession. A
profession that brings you great spiritual satisfaction” (ipek)

“Contributing to the teaching and learning of English brings me immense
joy.” (Eyliil)

I never regretted it. I've found an ideal profession. I think it aligns well with
my personality, and it's part of my life philosophy. Overall, I love it.” (Mabel)

Sighing in contentment, Zeynep affirmed she feels happy and fortunate to be a
teacher, adding, “Retiring somewhat scares me, to be honest, because when I retire, it
feels like I'll be shedding that cloak I wear.” Derin also expressed her gratitude for
getting to do what she loves every day. Pera found the teaching profession exciting,

and Mabel noted the emotional fulfillment and prestige of the profession.

The perceived satisfaction of teachers who lacked interest in teaching or were
resistant to becoming teachers also underscores how they reconciled their previously
formed figured worlds and constructed realities. Although teaching or language
teaching did not appear to be an informed decision for everyone, a genuine interest in
the language was shared among all. Their stories indicated their intense curiosity and
passion for the English language. As they gained more insights and delved deeper
into the realm of language teaching and being a language teacher, they needed to
reconcile different figured worlds and found themselves at a crossroads. Despite their
initial reservations, they embraced the teaching profession after careful negotiation
through these multiple figured worlds. In brief, their accounts showcase the
transformative power of navigating and continuously negotiating within and across

these figured worlds or cultural realms of understanding.

4.1.4. Teacher Learning Experiences

This section outlines teachers’ learning experiences relevant to the teaching
profession, tracing their journey from former learners to teacher trainees and,
ultimately, to current teachers. It begins with their apprenticeship of observation as
former learners, followed by their learning experiences as teacher trainees in teacher

education and alternative certification programs, and finally their learning
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experiences as practicing teachers. It provides a detailed examination of how each

phase has influenced their pedagogical practices and professional growth.

4.1.4.1. Learning Experiences as Former Learners: Apprenticeship of

Observation

This section documents teachers’ apprenticeship of observation of their former
teachers and the invaluable lessons they reported to have gleaned about teaching.
Teachers encountered different role models and scrutinized their teaching strategies,
personalities, and attitudes in their unique journey from primary school to university
and even to their workplace. They talked about the significance of their role model
teachers, who served as a guide, inspiration, and motivation. They reported that they
adopted some practices of their role models, who left long-lasting impacts on who
they are and who served as catalysts as they shaped their job decisions highlighted in

the previous section.

Analysis of their stories suggests that some of their role models ignited a passion for
learning and fostered a sense of curiosity. Their accounts also indicate that based on
their observations of their role models, they consider that they have picked up
valuable teaching strategies and effective classroom management techniques. Tuna,
for example, reported that in addition to his grandfather, who aroused a passion for
reading, language, and literature, visiting professors at university and his thesis
advisor also influenced him a lot. He preferred to frame his story about his role
models around being an academic, which aligns with his perceived teacher role. As
for Derin, she recalled her geography teacher in high school and mentioned how she
was inspired by her lifelong learning mindset, adding: “I believe this reflects my
character very well — always being different, always changing.” In her narratives,
Pera first described her father but prioritized his teacher role in his class over his
father or parent role at home and indicated how much she fell in love with his teacher
self. She also mentioned her literature teacher at university and reported that she had

taught not only teaching or literature but other things as well:

Thanks to her, I now read books in a completely different way. My
perception of music has changed... Whether it's a song lyric, a scene from a
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movie, or just a sentence you hear in passing from a conversation with a
friend, she taught me how to see every message that reaches me from
different angles.

The teachers also stressed that they were impressed to see that their teachers
themselves were applying what they espoused. Pera, for example, mentioned her
methodology and vocabulary teacher at university, who practiced what she preached.
She explained how: “So, let’s say today the teacher will teach the X technique, and
she used that technique to teach the lesson on that day.” Similarly, Mila also talked
about her linguistics and methods and approaches teacher, who also had an impact on
her career choice: “After taking his classes, I decided to become a teacher. He was
very meticulous. He really inspired us, and I felt I could do this job because he
applied everything he taught himself.” In addition, she expressed her admiration for
her teacher’s flexibility: “You know, we say, ‘reflection in action;’ that part was very
fast.” As she indicated, her teacher would make quick decisions and adjustments in

the classroom, and she compared herself to her teacher in this respect.

Based on their statements, participants also valued and admired way teachers taught
pronunciation. Pera, for example, mentioned one of her teachers at university who
had received education abroad, and she described her teacher as an extraordinary

woman in terms of pronunciation:

She spoke as if she were singing and listening to her mesmerized me. She
used to teach our speaking class and a few other lessons that also left a
profound impact on me. I said I would speak just like her, look at texts just
like her and adopt her teaching techniques... She had her own style, and I
dreamt of having that kind of impact too.

Ipek was another teacher who pointed to her teacher’s emphasis on pronunciation.
As she reported, her teacher would give equal weight to each skill and emphasize
pronunciation. She pointed out that she tried to implement what she had learned in

her classes, too: “I always try to apply them... by imitating my role models.”

The way their role models taught also inspired teachers in the study. For example, in
addition to her father, Eyliil talked about two university teachers who explained

things by giving examples from their lives. She claimed she never got bored in their
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classes: “I really enjoyed their way of presenting the material. They provided
wonderful examples from their own lives, going beyond the textbook knowledge.”
Inspired by their anecdotes, she said now, “I always try to provide such examples,
references, and experiences from daily life and my past to share with my students.”
She added that her teachers were “truly well-equipped people.” One of them, for
example, had visited many states in America and while discussing culture in her
classes, she would give examples from those experiences. Derin reported how much
she was influenced by her methodology teacher at university, who incorporated
creative activities into her lessons and encouraged students to develop a different
mindset by considering other viewpoints and asking different questions. She added,
“This nourished my character a lot.” It is also worth mentioning that her eyes were
filled with tears while talking about her teacher. Zeynep explained how much she
enjoyed the way her teacher used drawing to explain things in secondary school. Ipek
indicated she admired her drama teacher at university, who turned the class into a
theater. Mabel talked about her university teacher who always started with a warm-
up and finished with a task. She added that her teacher would inform them of the

lesson plan every day and use the board effectively.

Teachers like Derin and Zeynep also drew on the significance of teacher approval
and recognition and how much being engaged in the teaching and learning process
by their role models inspired them. Derin, for example, reminisced about a secondary
school teacher who would ask for assistance with classroom errands. She said that
she would feel happy, self-confident, and honored to be on the stage and help her
teacher. She indicated that receiving approval and recognition from her teacher by
hearing things like “you are doing this well. Teach it to your friends” not only served
as a source of inspiration but also impacted her as she believed that the teacher really
trusted her. Similarly, Zeynep’s narrative also revealed her enthusiasm for language
classes in secondary school, and she also underscored the important role of teacher
approval and recognition on her. Just like Derin, Zeynep also highlighted her

assistance with errands in class, which left a profound impact on her:

There used to be jobs cards like pilot, fireman, etc... I would hold it and show
it to my friends. The teacher would touch my hand like this. I liked it very
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much, ‘the teacher loves me.” Maybe because I liked him so much, I also
liked the language very much.

Teachers’ narratives also suggest that they were influenced by the overall
atmosphere within the classroom, enhanced by their role model teachers’ kind
demeanor, personalities, human touch, and classroom management strategies. Mabel,
for example, talked about her reading and writing teacher at university and reported
how much she admired his smiling face and equal treatment of the students. She also
mentioned another teacher at university and her way of building relationships with
students: “Everyone would know their limits. For instance, in the classroom, you
know when to talk, when to raise your hand, and you won't interrupt your friend's

speech.” She added that it was perhaps her personality that made her special.

Mila recalled how her linguistics and methods and approaches teacher could find a
solution to every problem in his class: “How to manage the classroom, how to teach
the lesson, how to use the board, everything, everything, everything.” She now knew
there was a solution for every issue in the class. Mila also had another teacher who
was strong in classroom management: “She would plan the lesson in such a way that

you would have to be ready until the end of the class. I liken myself to her.”

Eyliil reported that in the alternative certification program, she had learnt how to
mentor and guide students and deal with challenging circumstances or students. Her
teachers stressed the importance of handling anger and maintaining patience,
empathy, and calmness, which greatly influenced her. They would address the
students formally using "you" (2™ person plural/formal). Eyliil reported doing the

same to maintain a certain distance from her students, thinking it was necessary.

Highlighting the human touch, Zeynep appreciated her secondary school teacher’s
calm demeanor and love of her students and profession and her high school teacher’s
joy that make everyone forget sorrow. While talking about her high school teacher,
she compared her use of the board to her teacher’s board use. She claimed he
wouldn’t use the board properly and said: “I don't use the board properly, either. I
realize now.” She also described her teacher as active in class, calling them up to the

board, asking them to write or speak, and observing them while moving around.

132



Zeynep had another role model at university who greatly impressed her with his
stance and calmness. She remarked that “he never lost his temper” even when he was
enraged, adding she was striving to do the same. Ipek mentioned that she admired
one of her teachers at university and her dialogue with students, and said, “I wish I
could teach like her,” and she was also “a good role model as a woman.” Mabel was
the only teacher who pointed to the physical appearance of her teacher. She reported
admiring the physical appearance of one of her teachers in secondary school a lot:
She was “a very pleasant young lady. We used to observe everything about her, from
her nail polish to her haircut and even her skirts.” In brief, their role models
contributed a lot to these teachers’ personal and professional lives and had important

impacts on the way they defined themselves.

A close analysis of their accounts indicated that throughout their educational
journeys, these teachers were exposed to diverse figured worlds, one of which was
inhabited by their role model teachers, their practices, relationships, and discourses.
Their stories highlight the profound influence of their role models on their personal
and professional lives by fostering curiosity and learning passion and showing them
how to view things from different perspectives. As their accounts suggest, teachers
pointed to their role models’ instructional strategies, relationships with their students,
and classroom management techniques. In the light of their accounts, it appears that
the demeanor of some role models, their reactions in specific situations, and the close
and patient relationships they established with their students occupied a noteworthy
place in the minds of these teachers, too. They were also influenced by their role

models’ physical appearance and personalities.

It was also evident in their stories that teachers pointed to their anti-role models,
whose attitudes and practices served as cautionary examples. They reported that
those negative-exemplar teachers also had lasting effects on them and acted as
cautionary references in their professional lives whose strategies should be avoided.
For example, Mabel recalled how, after getting a zero on the listening exam, her
university teacher broke her heart by strictly asking her how she would keep
studying in her department. She pointed out that negative examples could also be

important since she learnt from this experience that one shouldn’t break hearts like
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that. She added: “I have promised my students that I will not do what he did, and
these are also instructive.” Eyliil brought up the perceived aggression she
experienced from her primary school teacher. Zeynep, who always highlighted the
importance of human touch, talked about her high school teacher and explained why
she did not like her. She reported that her teacher was cold and distant from the

students, adding, “She would teach us and then go.”

In the light of their examples and stories, it appears that teachers brought their
figured worlds inhabited by their role models and anti-role models with their
practices, discourses, and relationships to their classes, both in the present and earlier
years. For example, Ipek and Zeynep noted that they were trying to implement what
they had learned in their current classes, and Eyliil mentioned that she was providing
anecdotes like her role models and doing the same to maintain a certain distance
from the students. Mila found her teaching persona aligned with that of her role
model, or she perceived a strong resemblance between her own teaching persona and
that of her role model. In contrast, Mabel eschewed the practices she observed in her
anti-role model’s class. Teachers stated that they refrained from adopting the
attitudes and practices of their anti-role models as they disapproved of them, which

will be further discussed in their teaching philosophies in the following sections.

In a nutshell, teachers picked up effective teaching methods, strategies, and
classroom management techniques from their role models and learned to steer clear
of things they encountered in their anti-role models’ classes. These figured worlds
inhabited by role models and anti-role models interacted with these teachers’
identities and their pre-existing figured worlds constructed through family and
schooling, and the interplay between the constructed realms they navigated and their
identities shaped the way these teachers perceived and positioned themselves within
their classes, school, and the teaching profession, which will be discussed in the

following sections.
4.1.4.2. Learning Experiences as Teacher Trainees

This section scrutinizes teachers’ learning experiences as teacher trainees. It first

presents findings from the narratives of teachers who attended a teacher education

134



program. It then analyzes accounts from those who graduated from non-teaching

departments.

4.1.4.2.1. Teacher Learning in Teacher Education Programs

This section examines teachers’ stories, focusing on their experiences in teacher
education programs. Their narratives revealed that only two teachers, Pera and Mila,
among the participants, studied English Language Teaching (ELT). Their narratives
indicated that teacher education was effective in developing pedagogical knowledge
or the knowledge of how to teach, establishing a solid foundation in the English
language and providing opportunities for teaching practice as part of practicum.
Teachers also highlighted the essential teacher qualities or attributes highlighted in
the program. While discussing their experiences, Pera and Mila also pointed to the

encouraged teacher roles fostered in their teacher education programs.

Pera reported that the program was intense, with a strong emphasis on practicum and
methodology courses, but it also included extensive studies in literature and
linguistics. She indicated that project writing, testing and evaluation were all part of
the training provided to teacher candidates. Regarding the teacher educators, Pera
highlighted their enthusiasm, positive attitudes, and love of their profession, all of
which contributed to her having a great learning experience. She characterized her
teachers as content with their profession and described how profoundly they instilled
a love for the teaching profession in teacher trainees. Moreover, she thought they had
a major influence on the program’s practice-oriented nature. As her story suggests,
her teachers encouraged students not to apply anything directly as it was written in
the book. Instead, they were encouraged to adapt their teaching methods and
approaches based on the student profile and their own perception, which might all
change over time. While appreciating the efforts of her teachers, she also revealed a

common criticism about ELT graduates and how her teachers struggled against that:

There is sometimes a criticism that... literature graduates have a much
stronger command of the language, and that teaching graduates have better
teaching skills but may have a slightly weaker command of the language,
which may be a correct observation, but they have made earnest efforts to
prevent this.
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According to Pera, the program aimed to prepare teacher trainees for the following
roles: An educator teaching English, a leader, and a facilitator, “doing things for
what kind of learning they are inclined to” and providing guidance. She also clarified
that her earlier conception of the leader role, similar to a manager in class, had

shifted to encompass inspiration.

Mila was another teacher who received education in ELT. Like Pera, Mila also
reported that it was an intense program, building solid foundations. She then
described how much she enjoyed her linguistics and methods and approaches courses
since the teachers would practice what they preached regarding, for example,
managing the class, giving instruction, and using the board properly. When asked to
talk about encouraged teacher roles in the program, she first praised her teachers for
being fair and well-prepared and pointed out that they respected teacher candidates
just as they taught them. She elaborated on what teacher qualities were accentuated
in it. For example, they were taught that a teacher needs to be well-prepared,
proficient, and fair, have a good command of her subject, and present it well. The
importance of foreseeing or anticipating students’ needs and identifying them was

also reported to be highlighted in the program.

As she discussed the merits of the program, she also shared a critical event which
had a profound impact on her understanding of her teacher role as well. On a
challenging day, she missed one of her linguistics classes at university, just like a
very hardworking student in the same class. When she overheard her friend giving
the teacher her excuse and asking permission to ask a question, the teacher refused,
saying, “’If you don’t show up, you must live with the consequences of this.” That
really affected me... I was scared to death that I would miss his class.” In other
words, her teachers had clear rules and preferred not to compromise. While she was
reconstructing her experience, she also related that to her online education
experience and described how she benefitted from the lessons she had learnt from

her teacher educators:

This is a good thing on the one hand because, you know, as a teacher, now I
see that there is no end to it. WhatsApp messages never end, for example,
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during online education. I mean, students are constantly asking for help. You
explain something, and it's written there. They all come and ask you again... I
think it is best not to run after students like that helicopter mom, you know,
spoon-feeding all the time... For example, I had set a boundary for myself...
When I had an announcement, I would leave it with a video, and shoot how to
do it on the screen, and then say, ‘Watch this video. If you have any questions
until this hour, ask them. After that, none of your questions will be answered.
And in the evenings, please don't write after 9 p.m.”

As can be seen in her account, the methods or approaches that initially unsettled her
had turned into methods she consulted over time. In other words, as they gained
more insights about becoming language teachers and navigated through different
figured worlds, they also reconstructed their own interpretations of their roles and
stances. Pera, for example, argued that her understanding of “the teacher as a leader”
in her teacher education courses changed later as she gained experience in teaching.
Similarly, even though Mila found the teacher’s discourses and practices in her
figured world of teacher education program unsettling, she acknowledged that she
was also trying to set boundaries in her current class, saying: “To be honest, I was

trying to set a limit in that way.”

4.1.4.2.2. Teacher Learning in Alternative Certification Programs

Another cohort of teachers, Eyliil, Zeynep, Tuna, Mabel, and Derin, pursued a
different route, alternative certification, to become English language teachers. In
other words, they had graduated from an English-related department and then
enrolled in an alternative certification program for teacher licensure. Their stories
revealed that they participated in this program either voluntarily or as required by
their department. Moreover, getting that certificate was free for some teachers but
paid for others. Their stories mostly elaborated on the content of the program,

teacher roles encouraged in the program, and teacher educators.

Regarding the content, the teachers pointed out that while the program provided
opportunities for practicum or hands-on learning experience and some guidance on
classroom management and materials, they were superficial, so they considered the

program insufficient. Eyliil stated that the certification program was voluntary or
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optional. Despite her initial reluctance to pursue the certificate, she paid for the
program, and once enrolled, she invested in the program and dedicated herself fully.
As she remarked, there was some room for the teaching practice, and she tried to
make the most of it. For example, she said, “The lecturer would give a topic... |
would prepare and explain it quite like a teacher,” using visual aids. She also
reported that the teachers would teach them how to handle difficult situations with
patience and understanding. Regarding the materials, teachers stressed how
important it was for the instructional materials to be “as simple and straightforward
as possible.” Despite all these positive aspects, she argued that the alternative
certification program was “a waste of time” and could have been more practical.
Moreover, she thought that culture and critical thinking were neglected in the
program, and the practicum was solely geared towards offering language education
to different groups in MoNE. However, they started working in higher education, so
she suggested the program be fundamentally changed. Referring to her lack of field
knowledge compared to ELT graduates, she said, “I could have done a minor, for
example, if they had allowed me to do so. I should have taken courses for two years
at the faculty of education.” Her remarks indicated that she preferred to enroll in

ELT courses in the ELT department over those in the certification program.

Zeynep reported that she felt fortunate since the program was offered to students
during their university education, so she did not pay for it. However, she was one of
the teachers who felt that the program lacked depth and practical experience, saying:
“Well, to be honest, it wasn't very practical. It was very theoretical. I don't think it
was enough.” Moreover, the lecturers were “not competent,” and the program was
outdated. However, she also mentioned her methodology course and expressed how

much she gained from it.

Derin was relatively more positive about her experience in the program. She reported
that the year-long course served to build the foundations and then she felt ready to
receive any further information. That served as her reference point or benchmark,
and in the subsequent pieces of training, she nourished that base and established and
strengthened the connections between them. In brief, she was content with the

program and particularly loved her excellent lecturer. Like Derin, Tuna also
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indicated that the program aimed to acquaint them with some perspectives and
concepts or lay the groundwork. He added that he could not say it did not contribute
to him for any course: “Although I do not remember many concepts in detail, I am
sure that I learnt there or learnt from the discussions there.” He reported that it was a
compulsory course for post-graduate students, so the lecturers might not have done
much beyond the time they devoted. He claimed that the issue was more with the
structure of the program itself. It was no different for Mabel. Regarding the program,
she said, “It might have made a very general contribution and answered the question
‘What is teaching?’ No one was trying to teach me anything during the practicum.
It's just what you learn.” In other words, it was up to them to make the most of it, or

it was incumbent upon them to fully utilize it.

Teachers also discussed the encouraged teacher roles in their programs. Tuna stated
that the teacher was seen as an instructor transmitting knowledge. Despite the
communicative approach fostered back then, Derin also remarked that the teacher
was still on stage with her knowledge transmitter role, initiating the interaction and
giving feedback to students’ responses (initiate-response-feedback pattern). She also
added that she had certain misconceptions after hearing, “Teaching is a creative
process, and teachers are always on stage.” She assumed that she would always be on
stage and entertain her students, which turned into pressure, as she had worked so
hard to find games in her initial years of teaching. Similarly, Zeynep noted that
traditional teacher-centered roles were encouraged, and just like Derin, Zeynep also
stressed the knowledge transmitter role encouraged in the program. In addition to the
traditional roles, Eyliil reported that the certification program also encouraged

planning and organizational roles as well as mentoring and guiding students.

A close analysis of teachers’ accounts indicated that both teacher education and
alternative certification programs, with their people, practices, relationships, and
discourses, constituted figured worlds that teachers entered or declined to do so. It is
worth mentioning that while the teachers with ELT degrees expressed how satisfied
they were with the program and teacher educators, almost all the alternatively
certified teachers raised concerns about their programs’ effectiveness, depth, and

quality. The collective feeling of this group was that the training leaned too much
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towards a theoretical framework. They asserted that such training did not adequately
prepare them for the complexities of their real classes as it was outdated, so it did not

significantly shape their professional teaching practices.

In their figured worlds of alternative certification programs, teachers expressed how
traditional teacher-centered roles were primarily encouraged, and teachers were
mostly positioned as knowledge transmitters. While expressing encouraged roles in
the certification program, teachers’ accounts also revealed that the teacher as a mere
knowledge transmitter was not in complete alignment with their desired teacher role

in their figured worlds of teaching.

4.1.4.3. Learning Experiences as Teachers

As part of their histories in general and teacher learning in particular, teachers
elaborated on their teacher learning experiences after becoming teachers, including
the nature of support they received from the administration and colleagues, if any, in-
service training activities, and self-directed learning to further their professional
development. Such efforts involved pursuing post-graduate degrees and attending

teacher development activities and courses outside their school.

In discussions concerning institutional support for teachers, a prevalent opinion
among some teachers was that it depended on the administration in office. Ipek was
one of those teachers who focused on the change in the school, and she stated that
while she had previously received support from the administration, she was unsure
about it now: “Is the current administration supportive? I don't know.” Tuna was
another teacher who highlighted the change in institutional support and stated that
the support offered varied from time to time, depending on the administration. For
example, while expressing his gratitude for the support he received in the past, he
also said, “Those were the times when the university operated as a genuine academic
institution,” implying that this is no longer the case. He added, “I don’t see any
support at the moment, frankly.” When asked to rate the support offered by the
administration for their professional development, while Mabel pointed out that she

truly received support whenever she requested it, Eyliil pointed to her desire to better
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herself but acknowledged the current dearth of opportunities available to them.
Similarly, Pera also talked about her initial years of teaching and stated that she did
not receive any support. She claimed that coordinators observed her classes, not to
give feedback and contribute to her development but to supervise. Derin also stated
that she received no financial support for attending conferences and delivering
presentations, except for one event. The only thing she received was “permission,”
but she clarified that it was in fact her legal right. As her account revealed, they did
not provide her with any financial support. On the contrary, people questioned the
number of events she wanted to attend. Despite people’s attempts to marginalize her,
she unwaveringly stood up for what she believed in and attended the events

regardless of the lack of support.

In light of their statements, it can be interpreted that the level of perceived support
was contingent upon the administration in office. Through the figured worlds
framework, the perception of support was intricately connected to social realities
constructed in different administrative realms. In other words, the dynamics within
the school and the prevailing social realities fostered by the administration in office
in Snowdrop resulted in varying degrees of perceived support among the teachers in
the study. Teachers negotiated their roles and interactions within each constructed
world guided by shared norms and understandings. Considering the role of the
administration in office shaping these figured worlds and the dynamics through
policies, practices, discourses, and interactions, it appears that teachers perceived
different levels of support depending on the figured world they were members or
participants of. Some of them, for example, inhabited figured worlds where
administrative support was abundant, and the school culture was supportive, so
teachers felt empowered and rated the support high. On the other hand, others
inhabited figured worlds with a less supportive culture, so they perceived inadequate

support.

In addition to support provided by the administration, teachers also rated the support
they obtained from their colleagues. Tuna argued that he did not receive any
assistance from his colleagues. On the contrary, his closest friends engaged in

activities that allowed them to gain an advantage without telling him, such as
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reducing their class hours, advancing academically, or taking advantage of some
academic opportunities within the school without informing him in advance. Derin
noted that she enjoyed attending the workshops given by her friends in PDU. She
remarked: “Even if it is something I know, I find myself questioning something
else,” but she also mentioned that she gave her friends more support than her

colleagues did.

Across the narratives, some teachers reported gaining valuable insights through the
exchange of ideas, experiences, and resources provided. Ipek, for example,
underscored the value of having her colleagues’ support, especially during her early
teaching years. She said that she had requested to observe experienced teachers’

classes and added:

It was the experienced teachers there who trained me first. I tried to learn by
observing them, which has contributed a lot to my learning. Experienced
teachers were always ready to share in this way. Whatever I asked, they
supported me and helped in some way.

Similarly, Eyliil and Mila also conveyed their gratitude for the assistance and support
experienced teachers provided in their early years. Mila described the school
environment as collaborative back then and reported feeling grateful for those
teachers who invited her to observe their classes and went through her lesson plan.
At present, she specifically highlighted her colleague who significantly contributed
to her professional development: “Every meeting we have serves as a valuable
professional development opportunity. We can't help but get excited. We get excited
as we converse and learn from one another.” Mabel also stated that she received
support when she asked for it. Pera argued that, in the past, she benefited from
exchanging ideas with her close friends about what worked well in the classroom,

which was not only beneficial and but also her favorite time.

Analysis of teachers’ narratives uncovered that even though some teachers lacked the
support of the administration during their initial years of teaching and the degree of
support varied significantly from administration to administration, many teachers

benefited from collegial support. Specifically, interactions and collaborative
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discussions among their peers were particularly beneficial in their initial years of
teaching, allowing them to refresh and consolidate their teaching methods and
increase their motivation. In their lived experiences, they found that drawing on the

expertise of their colleagues was a rich source of personal and professional growth.

Teachers’ accounts also revealed their perceptions regarding in-service training
activities in their school organized by the Professional Development Unit (PDU) and
their own efforts, including post-graduate degrees and teacher development activities
and courses outside the school. Teachers, such as Derin and Zeynep, expressed that
because they were open and willing to learn, they enjoyed participating in their
friends’ workshops and listening to them, even if they already knew the topic being
discussed. To put it differently, they attended these sessions without expecting to see
anything new. Based on their statements, it can be interpreted that social dynamics
and interaction among colleagues may have an impact on teachers’ engagement with

the community and activities in school.

While Mabel noted that she attended the seminars within the school, Ipek shared that
she was trying to participate in professional development activities that piqued her
interest. In other words, she emphasized being selective when choosing which events
to attend. As she reflected on her initial years of teaching, Eyliil recalled that she had
benefited from the orientation program, in which she observed other teachers’

classes, and her classes were observed by them, which served as a “backup.”

As their accounts unfolded, teachers appeared to follow the professional
development activities and events in their school. Some of them attended the ones
they were interested in. Only Pera clearly stated that she chose not to participate in
any activities in the school and explained why: “It's more about the individuals
organizing them rather than the administration itself... Partly due to the high

workload here...Also because I tend to be somewhat reactive in my approach.”

While reflecting on the professional development activities, Mila said that although
teacher participation in those activities might be considered low in their school, “this

is everyone’s own journey.” As adults, teachers want to “act autonomously” and
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added: “We want to decide for ourselves what we want to learn and what we don't
want to learn.” Then, she positioned herself as “autonomous and self-directed in this
sense.” Based on her statements, it can be interpreted that some professional
activities did not align with the interests, needs, and goals of some teachers, so they
felt less motivated to attend these events. Mila saw nothing wrong with the observed
lack of motivation in PDU activities as everyone’s journey is unique, with different
preferences and decisions. This also accounts for ipek’s selective participation in

events.

Through the lens of Figured Worlds Theory, teachers construct and engage in sense-
making, share knowledge, and collaborate with others in these PDU events or
dynamic contexts. These communities can also be considered platforms where
teachers can negotiate their roles, exercise agency, and act in alignment with their
identities and goals. Teachers’ narratives revealed that some teachers perceived these
activities as social experiences where they listened to and communicated with their
friends. Others chose to invest their time and energy in activities that aligned with

their interests and needs.

In addition to in-service teacher training activities, teachers also reported pursuing
post-graduate degrees and participating in teacher development activities and courses
outside their school to further their professional learning and stay updated.
Prioritizing his role as an academic throughout the interviews, Tuna reported that he
was working on his publications, projects and paper presentations in symposiums for
his ongoing professional development. Derin, who has a post-graduate degree, talked
about her making presentations and participating in teacher development activities
outside the school as much as time allowed. She also remarked that she completed an
intensive one-year teacher development course in which she had the opportunity to
design activities, go through relevant literature, prepare action plans, conduct micro-
teachings, and write reflection papers. As she indicated, she had learnt everything
from where to place her hand and arm in class to how to teach reading. “I can say the
course equipped me a lot,” she said and kept attending other courses as well, adding,
“The subsequent training sessions are like a spice for them... You add spices and

further enrich it.” Similarly, Mila, who holds a post-graduate degree, stated that she
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also completed a teacher training course, which she found beneficial as it contributed
substantially to her professional learning. Additionally, she said that she enjoyed
attending workshops on topics of interest whenever she had the opportunity rather
than those “forced training sessions at school.” Recently, for example, she said, “I
tried to attend trainings in the fields of leadership, mentoring, and relations, such as
professional leadership, mentoring, training coaching, psychology-related teacher
leadership, and Erasmus programs.” As her account revealed, she also participated in
those micro-credentials or short and focused programs designed to equip people with
different competencies. In a similar vein, Pera, who has a post-graduate degree,
stated that she also attended free webinars and seminars and followed some training
offered by TUBITAK and OECD. Eyliil reported attending online workshops and
training sessions, especially the ones about distance education and found them
helpful when the professional development activities were suspended during the

pandemic.

The only teacher who declined to participate in the alternative certification program
was Ipek. She claimed that the reason was partly due to her fear and anxiety of
becoming a teacher in the MoNE. In other words, she kept eliminating the possibility
of becoming a teacher. Although an alternative certification program was available at
the university, she made no effort to obtain the certificate. She added: “I think the
impact of traumatic experiences and the fear of working in the Ministry of Education
influenced my decision not to take it... I didn’t attempt to get the certificate.” As is
evident, she became tense at the mere prospect of working as a teacher in the
Ministry of National Education was enough to cause tension, which led her to refrain
from pursuing the certification program. However, once she started teaching, she
attended teacher training courses. Regarding these programs, she reported that
teachers were expected to have a good command of the subject, integrate four skills
in context, be both prepared and flexible, monitor and guide the students, involve the
students and ensure they do most of the work, and adeptly “know how to get lost in
the classroom.” In other words, the importance of a moderate level of involvement-
not being over-involved in students’ work and learning to step back when needed-
was stressed. She further pointed out that she was also reading articles as much as

possible to stay updated.
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Given that only Pera, Mila, and Derin had backgrounds in ELT, while reflecting on
their learning experiences, the others pointed to their perceptions regarding their
positions in the profession and the implications for their learning experiences. As a
graduate of a language and literature-related field, Ipek stated that when she started
teaching, she knew “literature and teaching were not the same,” so she sought
teacher development courses. To this end, she first completed internationally
recognized teacher training courses where she was initially exposed to theory, asked
to apply it, and then she received feedback. In other words, the courses combined
theory and practice, which benefited her professional development and which she
found valuable. She reported that she had recently completed an online course and
was trying to attend the meetings of a professional organization on a regular basis.
She believed these events contributed to both her professional and personal

development as they offered opportunities to connect with others.

As a graduate of a language and literature-related field, Zeynep did not perceive it as
a drawback. On the contrary, she believed reading various materials nourished her a
lot. However, she also remarked that her pedagogical knowledge was not as strong as
that of ELT graduates. Therefore, she attended online and face-to-face workshops
organized by the British Council and followed live broadcasts on Instagram. She also
described YouTube as “a huge learning channel” with useful channels like INGED
(the English Language Teachers' Association in Tiirkiye). She stressed that she still
has a strong sense of curiosity and enthusiasm for learning and expressed that being
appreciated or thanked for attendance at events was nice. For example, she
mentioned that different from the past, teachers now earn certificates for attending
the workshops in their school, adding, “This is actually a bit of formalism, but still it
is nice to say, ‘You participated, thank you, you were there.” Stated differently, she

expressed her gratitude for being appreciated.

Eyliil pointed to how she followed Oxford, Cambridge, and TESOL for webinars and
seminars on ELT and tried to attend them. Like Ipek, Eyliil also noted that
completing an alternative certification program and earning an ELT degree were
different. Still, she emphasized the significance and role of literature and culture in

language teaching, like Zeynep. Eylill reported reading about minorities, African
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Americans, Mexicans, injustice, and inequality and planning to address these topics
in her thesis. Unlike the other teachers, Mabel reported that she did not participate in
PDU events outside the school much, but she did read about topics, such as

digitalization.

Teachers’ accounts also revealed how much they valued getting feedback from their
students and their own self-evaluation methods that fostered their professional
development. Tuna, Mila, Pera, and ipek, for example, underscored the criticality of
student feedback in teacher learning. Pera stated that she invited her friends from
different departments to her classes, asked someone to record her lesson, evaluated
her own performance, and then reflected on her lesson, calling that process “self-
evaluation.” She added: “After each lesson, sometimes I watch the recordings again,
sometimes I think about what I did at work and I say, well, this did not work out like
that, I write it down... If I use it next time, I should not do it like this... There needs
to be that self-criticism.” Ipek also stressed her ongoing reflections on her classes
and noted that she got written feedback from students, a practice Tuna employed,

too.

Teachers’ stories also unveiled that despite the lack of support for professional
development, teachers actively sought out alternative environments or figured worlds
where their attempts to better themselves and further their professional learning were
acknowledged and supported. Tuna, for example, reported to have made quite bold
decisions when he was about to complete his post-graduate degree. Despite all these
challenges, though, he persevered, navigated the obstacles and got permission for his
post-graduate degree. He also reported that thanks to his efforts, other lecturers
started to follow his lead. Although there were times when he felt helpless, he strove
to improvise for his professional learning. Similarly, Mila discussed her challenges in
pursuing a post-graduate degree, describing it as “a turning point” in her career. She
reported remaining determined, navigating these constraints, and completing her
degree. Based on their statements, one can interpret that investing in their own
professional development and seeking out learning experiences outside their

workplace underlined their strong commitment or dedication to maintaining life-long
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learning, staying updated, and creating more effective teaching and learning

environments.

4.2. Figured World of Snowdrop

Snowdrop is a figured world with its unique realm of practices, discourses, people,
and interactions, which reflect the values of the school and guide teachers’ actions.
This section analyzes the teachers’ workplace, Snowdrop, and describes this unique
context by focusing on these elements in their accounts which coalesce to create that
dynamic culture shaping teachers’ identities, decision-making, and understanding of
what it means to be part of that culture, along with the temporal, place and social

dimensions.

4.2.1. Situated Practices: Instruction, Norms, and Rituals

Practices hold significant importance within the framework of Figured World
because they reflect the expectations, routines, standards, and values that all
contribute to the construction of a community, and teachers’ interpretations of them
shed light on the practices they embrace or reject, decisions they make or abandon
and actions they choose to take or not. This section encompasses teachers’ accounts
concerning the practices in Snowdrop, including the quality of instruction and
assessment, as well as the norms and routines that teachers engage in as members of

this socio-cultural realm, Snowdrop.

Given the shifting of the education system during the COVID-19 pandemic, the
narratives of Tuna and Mabel underscore the multifaceted challenges teachers faced
during and after the pandemic. For example, they emphasized their perception of a
shift in the quality of instruction provided to students because of the simplification of
the exams due to the pandemic and the lack of resources in their school. More
specifically, Tuna pointed to the change in the exemption exams and tasks and
explained how that shift affected the quality of instruction negatively. He reported
raising his objection when writing was removed from the exemption exam, but it did

not work. After that, he said, listening and speaking were excluded. Then, those
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classes were removed and tasks were introduced instead of them. After the
pandemic, both the tasks and the exams were simplified. He argued that four skills
were reduced to two, reading and limited writing. In brief, Tuna’s narrative, which
begins with a critical examination of the change in the exam and tasks, highlights the
shift towards a reductionist approach in student assessment, only with reading and

limited writing.

Eyliil, Zeynep and Mabel also mentioned issues related to the poor quality of
instruction during online education. Zeynep claimed they were losing those students
since they did not have proper listening courses and materials, a proper program and
homework policy, adding: “Because things are always changing. We are always
postponing, procrastinating.” Mabel also mentioned that listening was removed from
the program. After transitioning to face-to-face education in different departments,
she had to skip the listening parts because the teachers were not provided with
computers. They were left on their own in different faculties, and she did not carry
her laptop to school, unlike other teachers like Tuna, Zeynep and Mila, who carried
their own computers to their classes every day. Later, she brought her mother’s small
wireless speaker and used her personal hotspot, but she said, “It's not practical, it's a
waste of time. It's a burden to you.” In other words, teaching practices were badly
affected by the inadequate resources available to teachers. They were expected to
compensate for inadequate resources by bringing or using their own computers,
speakers, or internet. Mabel’s account revealed not only the systemic inadequacies in
providing teachers with essential technological resources such as computers but also
the institutional reliance on teachers’ self-sufficiency in the face of constraints given

that Mabel, Tuna, Mila, and Zeynep used their personal devices and hotspots.

In addition to the quality of instruction, teachers like Eyliil, Derin, Zeynep, Pera and
Tuna also critically reflected on the teaching materials used in their school. Eyliil, for
instance, argued that they are limited and outdated. Despite the administration’s
directive that “Original course books must be purchased,” the majority of students
used photocopied or secondhand versions as they could not afford the originals.
When her students told her that they could afford the books, she reported telling

them to “buy a secondhand one” then. However, they lacked access to the online
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resources available to original book owners. As a teacher, she felt very
uncomfortable because she couldn’t provide access to the additional materials, tests,
and quizzes due to copyright issues. She also stated: “We recommend 100 online
platforms to the students, but it is not clear what will come out of these platforms.
We do not know all the content.” While sharing the extra materials of the coursebook
with students was deemed a “crime,” sharing a list of online platforms was not
considered a problem, as she reported. She was also critical of the writing materials
prepared by the school as they contained some mistakes, and she found them

outdated. Considering the move towards digitization in education, she stated:

There is still very old information in it, so we are stuck with those texts. We
should be telling brand new things and talking about the metaverse, the
digital world. We should read texts about COVID-19, for example. We
should talk about what is happening in the world...I think that our materials
in preparatory education are very limited and inaccessible.

In other words, she stressed the importance of updating materials to better address
the needs of the students. For example, instead of traditional phone calls, written
communication through digital platforms like e-mail and social media was getting
more and more popular. Therefore, she suggested that teaching materials evolve to
address these and teach students relevant skills such as writing resumes and

application letters.

Derin expressed her reservations regarding the use of market-oriented materials in
the school, particularly focusing on a language learning platform in which students
were required to do the exercises and submit their certificates to their teachers as part
of their overall grade. She recalled one of her graduate courses and stated that she
was “totally against” the idea of using that “mechanism of the capitalist order to be
used by students at a state university,” and explained her concerns. She expressed
discomfort with the assignment given to all the preparatory class students. Then, she
asked, “Are there any other personal interests at play here? That would be my
principal question. Does this person have a personal interest?”” Unfortunately, her
inquiries went unanswered, or she felt her voice was ignored. Zeynep was another

teacher who also problematized using the same self-directed language learning
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platform in her classes. She recounted numerous grievances voiced by her students,
who questioned whether she had her own sources rather than the mandated ones. She
also described the practice as “strange” as she could not link the handing in of their
certificates to a tangible progression in students’ qualifications. “They got 15
points... Have they learned anything? No”, she pondered, questioning the real
educational gain from such activities. She also stated she thought it would be far
more beneficial for students to describe a picture in the class with a partner.
Teachers, such as Ipek, Eyliil, Mabel, also stressed the inadequate resources and
infrastructural problems in the school. Mabel remarked: “We need to have easy
access to the internet in the classroom in this day and age.” She then expressed
frustration at having to use her personal hotspot in the class and added, “The school

needs to provide such resources for both students and teachers.”

In summary, during the interviews, especially at a time when the pandemic was
reshaping the educational landscape, some teachers candidly voiced their concerns
about the lack of resources available during their classes and expressed how the
pandemic affected the quality of instruction, exams, and materials. In addition, the
oversimplification of the exams, the removal of listening and speaking lessons from
the exams and the curriculum, and the use of outdated, market-oriented, and

inefficient teaching materials were also brought up during the meetings.

Teachers’ stories also revealed their perceived norms at school or unwritten codes
that guided behavior and communication in their school. These involved ensuring
transparency by informing the school of everything to be done, strict conformity to
all regulations, and avoiding any potential issues. Starting and finishing the classes
on time, maximizing English in class, refraining from voicing the issues, and being
ready for last-minute changes were also included. Their accounts unveiled the
invisible cultural thread that steered teachers’ behaviors and relationships. For
example, Derin stated that notifying the administration of leaving the city was a
norm, saying, “If you are going out of the province, you must inform the institution.”
She also stated that teachers were expected to adhere to the established rules and
maintain compliance, which was perfectly acceptable, according to Derin. However,

she said, “Rules can’t always be right. They are correct in their context.” Then, she
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described a critical incident she experienced with the administration, and her eyes
filled with tears while describing that moment. After learning that her husband’s
grandmother passed away, they had to leave the city at 4.30 in the morning to attend
the funeral. As her husband was devastated, Derin decided to drive. However, she
was also the proctor for an exam at school that day, so she texted the administration
on her way to let them know how serious the situation was. Contrary to her
expectations, she received the following “cold” message: “Today you have an
official exam assignment. Well, whatever you do, today you have to deliver the death
certificate to the institution before five.” She was surprised since no condolences

were offered, and she expressed her sorrow, disappointment, and anger:

There were many people around me and a coffin. And she called me to tell
me that the document needed to be approved there... I said this cannot be the
institution I serve... I said I refuse to be an orderly for someone who has not
recognized my basic human needs...I said, ‘Look, can you hear the voices
right now? These are the cries of people. What do you want from me? I don't
understand. I will bring that document, I will have that document before five’
and hung up, but I was crying... It was traumatic.

Derin picked up the document following the burial of the deceased and tried her best
to arrive at school before they left. When she got to school at 5.15, she selected three
people and requested their signatures on the document to be on the safe side. The
intensity of her feelings caused her to lose track of how it got there in the interview,
so she asked me to repeat the question. Although she had worked hard for the school
and grew up there, she said, “I completely lost my sense of belonging to that
administration that day...I lost my faith and trust in the administration... I mean, it's
a serious lack of trust. I don't know how we came to this topic.” She then
problematized norms and rules, questioned the utility of rules, and asked: “Is that

rule never flexible?”” She claimed that if you cannot use the initiative, “you turn into

puppets.”

In a similar vein, Tuna mentioned the expectation of compliance at school as an
unwritten rule. He talked about what was or was not expected from a teacher, citing
the following discourse at school: “Let's not look too much at what she is doing,

whether she is attending the class or not. She shouldn't cause fights or add
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unnecessary workload.” Eyliil also shared this. Everything was fine as long as the
teachers started and finished the classes on time. “When other problems arise, they
are buried under the rug so that no one hears about them,” she added. According to
her, the curriculum shouldn’t be changed frequently. She also pointed to the burden
on teachers’ shoulders, especially during online education, since they had to check
different communication channels, such as her e-mails or WhatsApp groups, for
announcements or last-minute changes, and strained to ensure they did not miss
anything. In other words, teachers were expected to comply with the given

instructions and avoid voicing the issues.

Teachers’ stories indicated an administrative preference for not being overwhelmed
by additional duties, too. This was apparent in Pera’s account, for example. She
conveyed her surprise upon encountering the administration’s following request from
the teachers at a staff meeting: “Encourage your students to take the exemption exam
during the interim period so that they can pass and there will be fewer students in the
second semester.” She also highlighted the tendency towards reducing the workload
and a lack of motivation among teachers, which reflected the school culture,

according to Pera. Still, she added she would not be one of those people.

Moreover, she stressed the importance of compliance at school by focusing on how
teachers were positioned, too: “The image of the teacher is as follows: enter the class
on time, do whatever you do inside, but don't speak Turkish, leave on time, enter the
grades on time, you know, follow the rules and don't cause us any problems.”
Similarly, ipek mentioned that the top priority is completing the courses properly and
starting and finishing lessons on time. She also added that success in exams was also
expected. Like Ipek, Mabel reported entering and leaving the classes on time was a
norm. Using English as much as possible was also expected. She also pointed to “the
completion of the units in books, and if they're not finished, making up for them...

attending meetings” and added: “Attendance is usually taken and required.”

Given that figured worlds are socially and culturally constructed realms where
identities are crafted, meanings are negotiated, and certain actions and norms are

valued over others, in this figured world of Snowdrop, too, there weren’t only
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explicitly mentioned norms but also unwritten rules that reflected the priorities in the
school, guided teachers’ actions and underlined the deep-rooted expectations about
what was considered acceptable within the borders of the school setting. Across the
narratives, it appeared that those who complied with these norms and values aligned
with the institutional values. Teachers’ narratives also revealed their perceptions
regarding the rituals, or established practices that foster a sense of unity within the
school. Within the framework of Figured Worlds, rituals hold importance as they
foster teachers’ sense of belonging and shape the organizational culture where
teachers navigate and negotiate their roles. In the lived experiences of language
teachers in the study, frequent meetings and get-togethers fostering collaboration,
interaction, and a sense of community and belonging characterized the figured world
of school in the past. For instance, Pera reported that the staff used to come together
on special days, and they would socialize more in the past: “Charity fairs would be
held for disabled children or individuals with special needs, and we would all
participate without fail.” She also added that priority was given to such events as
people had a strong sense of responsibility. Derin also stated that the school used to
organize charity fairs in the past and claimed that it was not difficult to cultivate a
collaborative school environment. Later, however, the school started to prevent
people from coming together, negatively affecting teachers’ sense of belonging to the
institution. In a similar vein, Mila articulated a notable shift in the school culture and
contended that there was a lot of emphasis on a sense of belonging in the past,
adding: “Now, there is an attempt to change this a bit.” Then, she highlighted that the
focus shifted from fostering a sense of belonging to promoting success and
measurable output: “Currently, there is a somewhat greater focus on success rather
than belonging. There should be achievement, at least this much, standard, and easier
to measure. There are norms. Like a post-graduate degree.” This explains why Ipek
suggested organizing more social events like New Year parties to improve the school
culture. In contrast to the current emphasis on individualism, teachers noticed that
the staff used to get together, collaborate, and share more than they do now. As their
narratives unfolded, it became apparent that there was a shift in the school culture,
relationships, and practices away from shared rituals, gatherings, and an emphasis on
a sense of belonging towards a school culture marked by isolation and a heightened

focus on individual success. This shift had an impact on teachers’ sense of belonging
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to and within the school, which will be further discussed in the section about school

culture (See Figure 6).

inadequate resources
limited and outdated teaching materials

a reductionist approach in student assessment

Instruction
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compliance
Practices in avoidance of any trouble
Snowdrop starting and finishing the classes on time

maximizing the use of English in class

\ refraining from raising the issues

then vs now

The shift from shared rituals and gatherings
towards isolation

Figure 6. Key aspects of practices

4.2.2. Circulating Discourses

In line with the Figured Worlds framework, discourses encompass the language and
stories used in the school and play a pivotal role in constructing meaning and
interpreting experiences. In addition to guiding teacher behavior and influencing the
way teachers interpret their roles and responsibilities, they also shape the

organizational culture and reinforce values within their school.

The teachers in this study discussed the discourses circulating in their school and
problematized the ones that conflicted with their beliefs and stances. As their stories
unraveled, it appeared that being designated as a research university by the Council
of Higher Education has resulted in many changes, including the redefinition of
quality and positioning of students and teachers, and it paved the way for the
emergence of some other discourses like quality assurance, accreditation, student-
centered instruction, deskilling, teacher accountability, and othering. Together with
the impacts of neoliberalism on the school, discourses such as university-industry

partnerships and market orientation have also surfaced.
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4.2.2.1. Quality Assurance: “What you call quality actually turns into a

mechanism of control.”

Teachers underscored the university’s emphasis on quality assurance, control,
accreditation, and the university and industry partnership following its transition to a
research university status. They problematized these discourses, expressed their
nuanced observations of their impacts on the school, described how they navigated
them, and discussed how they manipulated the given space when they felt

“suffocated.”

Teachers began by expressing their perspectives on quality, a shared discourse
prevalent in their school, and then discussed the other discourses that emerged
through quality. Derin, for example, first expounded her understanding of quality and
then problematized the way it was redefined by the school and morphed into a
method of control. She defined quality as the “state of doing the best of what one is
capable of” and asserted that it cannot be developed using an external motivational
tool like accreditation. Instead, as she reported, quality surfaces when you are
genuinely passionate about your work and want it to be excellent. Throughout the
interviews, she frequently mentioned how much she admired Atatiirk, the founder of
the Turkish Republic, and illustrated what she really meant using his words. Once
again, citing Atatlirk, she stated that the perseverance Atatlirk demonstrated was

needed to achieve quality and then explained how to foster it:

When you love something very much, quality starts to come by itself because
you want what you do to be good...You aren’t doing it because someone else
wants you to do... That's goody-goody behavior, but quality is not goody-
goody... Learning, institutional development, individual development, and
country development, as in everything else, will start with that spirit
first...First we need to ignite it.

However, for Derin, quality had been manipulated by the accreditation mechanisms.
In other words, she said accreditation shifted towards an authority mechanism used
to exert control. According to her, the language of “ensuring quality” was just a

cover:
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The authority turns it into control... The accreditation process is becoming a
system where an authoritarian regime, an authoritarian understanding of
management, is packaged with buzzwords such as democracy, quality... I do
it for the sake of quality. But it is actually ‘I do it for the sake of my control.’
‘I do it for the sake of controlling you.” That's the point, but you don't
question it because it's a stereotype. It's quality. He asks, ‘Don't you want
quality? Do you want to be of poor quality?’ ‘No, of course not,” you say.
‘Then how can you criticize accreditation?’

Equating accreditation with quality, she stated, made it impossible to be critical of
accreditation, as even questioning it was enough to label you as someone who did
not value quality. For example, she talked about one of the quality trainings in their
school where she asked a question and received the following reaction: “I don't

understand, don't we want quality to come?" She then continued:

Who said we don't want quality? But it depends on what you understand by
quality. I said, it's turning into George Orwell's Animal Farm. A pig used to
write the rules for something there... ‘All is equal, but some are more equal.’
The word 'equal' is being emptied out. Here, the essence of quality,
unfortunately seems to be sculpted differently, too. What you call quality
turns into a mechanism of control... At that point, I referred to George
Orwell's story. ‘All animals are equal; some are more.” What is equal? What
is quality for you? It was such a strange dialogue, you know. So, in such a
situation, uh, words unfortunately lose their meaning.

To put it differently, Derin thought the word quality was hollowed out and replaced
with another word. It became a method of control. She also claimed that quality
assurance and accreditation systems were systems created by capitalism. According
to her, first, “They make you feel inadequate as an institution or teacher, and then
offer you a way to achieve this quality for a price. You feel hopeful, thinking there’s
a way out.” However, she noted that quality is already inherent in the university, so

“aligning with an external quality process diminishes its stature.”

Tuna also brought up the top-down issues and audits in HE and discussed how they
were seen in MoNE: “There is an approach like controlling the field and trying to
manage it a bit like MoNE,” which he found excessive. For instance, referring to the
change in the teaching law that would classify teachers in MoNE as the head

teachers, he argued that while it appeared nice, it was not actually the case. He
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claimed that the new policy would create a hierarchical structure among teachers:
“Teachers are under control, from top to bottom. It is very political, but in a negative
sense.” He said even the slightest disciplinary action would prevent teachers from
advancing or moving to a higher category, “pushing you out of the system
somewhere.” Then, he asked, “Is this good?” In short, he articulated skepticism
regarding the policy that suggested designating teachers as head teachers, positing

that it actually served the purpose of audit or control.

Teachers also asserted that quantity orientation has gained momentum amidst the
following discourses: quality assurance, audits, and accreditation. According to
Derin, external tools could not understand the inner dynamics of the school, so they
could not accurately assess quality. The only thing they could do was ask quantity
questions. Therefore, she pointed out that these accreditation mechanisms were
quantity-oriented and required teachers to provide evidence for the number of
activities they conducted, such as the number of PDU activities organized and the
number of attendees. However, she contended teachers sacrificed creative thinking
when pressured to show evidence for every activity and focus more on quantity. She
then questioned whether quantity guaranteed quality: “Does the fact that 700
teachers have participated in this training session really indicate that it increases the
quality?” Derin was not the only teacher who stressed the quantity-orientation at
school. While reflecting on the changes at university, Mabel also argued that they
were heading towards an administration paradigm where “quantity is in the
foreground, and quality is in the background,” like the number of tasks completed or
ticks in the performance metrics. Then, she questioned, “Who set these performance
criteria? ... We need to establish them, too.” To put it differently, she underlined the
need for teachers to have a voice and to be included in this quality assurance and

accreditation process.

In a similar vein, Tuna stated that university administration demanded figures or
reduced everything to numbers, pushing teachers, for example, to increase social
responsibility projects or enroll as many master's and doctoral students as possible,
as he heard from the university administrators many times during the meetings. He

claimed that this implied a drop in quality. Referring to the university administration,
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for example, he said: “Their interest is in numbers and visibility.” He continued that
accepting these would mean renouncing your professionalism and commitment to the
university, and he insisted that he did reject them: “Frankly, I don't want to accept
this because on the day I do... I need to leave the university.” As can be seen, he

refuses to compromise his professionalism.

Ipek was another teacher who also observed an increase in social responsibility
projects following the university’s designation as a research university. She did,
however, add that those initiatives were based on a “more capitalist approach” or
profit-oriented as opposed to being for “the benefit of society.” She then suggested
that state universities conduct research beneficial to society by using “a social state
approach” such as “education campaigns and social responsibility projects.” In a
similar fashion, Tuna and Derin acknowledged the importance of these projects and
clubs, but they also cautioned that quality shouldn’t be sacrificed. Tuna, for example,
reported that he found these initiatives important as long as they were meaningful.
However, he claimed that the growing attention and focus on quantity rather than
quality had resulted in the proliferation of “nonsense responsibility projects” and
student clubs doing nothing. Derin also focused on the growing number of social
responsibility projects and social activities based on the internationalization criteria
of universities, and asserted that the needs of the school were what mattered. In
addition to the dramatic increase in social responsibility projects, Derin also
addressed the school’s efforts to share them regularly on social media. She first
questioned the pressure on universities to increase their indexes and share them on
social media under “dissemination”: “You see, I have done many projects... We
have increased our indexes.” People say, “I don't know how many photos I shared on
social media for now. I've done a lot of dissemination.” When people said what they
meant by dissemination was sharing photos on social media, she said, “I say ‘stop
there for a minute.’ I criticized it... Taking a photo of you meeting at X place and
posting the thing. This is not a complete dissemination. It means, ‘Look, I did that.

I'll show you my cuties’.”

While Derin mainly described quality and accreditation as a method of control, Tuna

additionally focused on the interest relationship between these accreditation bodies
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and schools, expressing concern about the profit-driven nature of this transaction. He
contended that accreditation, much like selling books and exams, was perceived as a
business or marketplace designed for profit generation. According to him,
accreditation was often used to conceal academic shortcomings and issues, so upon
getting the certificate, he said, “They put it in the tearoom, put it on the internet, put
it here, put it there.” In other words, he highlighted how these certificates were
advertised on different platforms to create the impression that “everything is working
perfectly here.” Tuna further argued that when people prioritized their own interests,

they undermined the profession and the integrity of the school.

Just like Derin, Tuna also recalled a meeting with an accreditation company and
described his reaction to the auditor’s conceptualization of the university and its
students while providing details about their program. During one of the meetings,
when the auditor referred to students as “customers” and teachers objected, the
auditor explained that the term “customer” was applied to those who benefited from
the quality management. Tuna concluded that the program was not designed
specifically for HE, but rather for companies, so the university was also regarded as a
company. He expressed disapproval of viewing students as customers. According to
Tuna, referring to individuals as ‘“customers” implied a transaction: “It's a
transaction, which has a financial aspect... In a transaction, there will be a buyer and
a seller, so even the starting point is flawed.” He revisited the relationship between
the accreditation companies and the schools, expressing concerns regarding the profit
orientation in these processes. He then added, “People say, beware of the places
where capitalism enters the university.” According to him, the school purchased the
certificate and prominently displayed it on the school website and in visible areas. By
doing this, the school aimed to convey that it was an “institution with a system of
excellence.” While problematizing accreditation, Tuna also said he was not against
all accreditation systems. Then, he explained the sine qua non of a successful audit:
An independent mechanism guided by academic considerations. In other words, he
stressed the significance of a mechanism operating without commercial interests.
According to him, it should be an independent institution, free from administrative

and political influence from the government.
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It is important to note that resistance to accreditation was also evident in teachers’
stories, as they claimed they were not appropriately informed about the process.
Derin, for instance, admitted that teachers were neither sufficiently briefed on the
accreditation details nor were they involved in the procedure. ipek was another
teacher who also claimed that accreditation was imposed top-down: “Did we have
much of a say in this thing? We did not have. It came to us, and we were told it
would happen like this.” Therefore, as she claimed, resistance was no surprise, and
she added: “It is debatable whether it is bad or good, but we still got into the clothes
given to us.” She noted that there should be a more bottom-up approach instead.
Derin also discussed how the accreditation process raised teacher resistance at
school. In one of the training sessions of an accreditation body, she remembered
questioning why their university should go through an external audit process. She

highlighted top-down requests and reported to have spent a day writing the reports:

Activity plan, activity report, activity plan, activity report. In the activity plan,
you write what you will do in a week. In the activity report, you write what
you finished a week ago. You're getting to the point where you'll write a
report if you go to the restroom.

Derin wanted the administration to find someone just to write the reports or reduce
her course load, as she had no time left for anything other than the workload of
accreditation. According to her, the purpose of all those activity reports was to

monitor everything teachers were doing:

Asking you for reports can control you very well. They can watch everything
you do... But this time, it takes away your freedom to do flexible work. ...you
are worried about whether you will be able to realize what you have
committed on the road... We tried to further quantify the things we were
already doing... Evidence, evidence, evidence, evidence...Just, just for the
sake of doing it. Just to put the ticks in the boxes.

Derin stated that the administration wanted to be informed about everything, so
teachers were expected to include everything in the activity plan and then implement
those or explain if they couldn’t, which was “like putting handcuffs on yourself.” It
was said to be democratic, but she claimed that it was in no way democratic at all.

This is why she called that “engineered” or “pseudo-democracy.” Additionally, she
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noted that it was demotivating and that people often hesitated to or did not write
anything in their plans. Once, she had a project idea and asked the foreign relations
department to check. However, the administration did not like being uninformed

about that first, and she said:

Why do you need to know? ...You will already learn about it in the activity
report...We were clashing a lot because I wasn't saying yes. Afterall, it
sounded silly... Am I going to tell you why I'm going to the restroom?

During the staff meetings, Derin also expressed her concerns, saying, “What we call
quality is not just ticking boxes. It is what we are doing to improve the quality.”
Therefore, she also problematized the school’s request for an external accreditation
body and their interpretation of it. “There is nothing more humiliating than an
institution wanting to have its quality checked by a private institution ..., when it has
the power to run so many quality things, namely quality processes on its own,” she
said, expressing her anger and sadness. Then, she shared one of those audits where
unit members rushed to document everything. Everyone started getting prepared for
the audit and was very stressed out. When Derin was informed about the procedure
by the administration, the excitement at school surprised her a lot: “Do they expect
me to change myself, that is, my clothes...What kind of preparation is this? ... And
it felt unnatural, so unnatural to me, it's so unnatural...I said you are a big university,
so what is the excitement? What will happen?” She continued by describing how it
felt to know that this mechanism “is used by a certain power is very boring,
suffocating,” and explained how excessive control harmed the very essence of

teaching and constrained teachers’ space of agency:

It's as if when they ask you for quantification, you know they are asking you
to control you. ...It takes away all your autonomy... Now, with the new
administration, everything is being controlled. Everything... This... is very
damaging to the very essence of teaching. Teaching is a profession that
should have its own autonomy. If the teacher feels powerful, she creates an
impact in the classroom. If the teacher does not feel that power, she becomes
arobot. A person who is a robot cannot come up with anything original.

Instead, Derin suggested employing those existing models to create their own

internal mechanism and added: “Otherwise, it seems improper to me. That's why I
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fought so hard for it.” In her closing remarks, she emphatically expressed her
disapproval of external audit mechanisms. She positioned herself as a proponent of
bottom-up internal quality improvement within educational institutions: “I am
against external audit processes! The institution will create quality itself. I think that
if it trains the lecturer very well and provides an environment of trust to achieve

autonomy, the quality will automatically increase by itself.”

Pera reflected on the process from a former member of an administration
perspective, saying, “Even though I was in a group that was not ignored, I was never
asked for my opinion.” She looked back on her opposition to how accreditation was
undergone. She claimed that although she managed to make her stance known and

voiced her viewpoint, her efforts were in vain:

We don't know what accreditation is. We don't know for what purpose it is
done. We do not know its contribution to education. We don't know what it
will bring to us, etc. We should have been involved in the process to voice
our objections and positive opinions. I really resisted there for a long time,
but it didn't work at all. We became accredited, and we still are.

Pera said teachers should have been informed about what an action plan was, why
they were writing it, and how it would benefit other teachers. Her objection stemmed
from the fact that the whole process was top-down, and teachers were not involved.
Therefore, they wanted to change the system and the accreditation agency. Since
accreditation was a top-down decision teachers had no idea about, opposition was
inevitable, according to her. She shared how resistance emerged once again at a new

meeting with a new agency and described how she interpreted it:

We encountered severe resistance in the training sessions related to it... Due
to the resistance we encountered, we abolished the idea... saying that
although I do not agree with some of them, they also have a point of view,
and we cannot do this without convincing them... That's why resistance is
important. Its reasons are important. It needs to be taken into consideration.

Her remarks supported Derin and Tuna’s accounts regarding the accreditation
meetings and resistance to accreditation. From an administration standpoint, her

account suggested that as a member of the administration, she perceived the
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resistance they encountered as more than just opposition. Instead, she saw it as a
determined form of self-expression that should not be dismissed lightly. Should
accreditation be deemed truly necessary, she suggested changing the accreditation
body to prioritize its contributions to education over paperwork, filing, and

bureaucratic processes:

Rather than being accredited this way, let's not be accredited. You know, is it
documented, is it signed, is it dated, are minutes kept? These are, of course,
very important, but these alone are nothing. Well, that's why I resisted it so
much at that time. It doesn’t contribute to the practice, the teaching process,
teachers’ development, and students’ progress. On the contrary, it had
adverse effects on them.

In summary, teachers problematized and resisted the quality assurance and
accreditation processes in their school, observing that these top-down procedures
turned into a means of control, disregarding teachers’ voices, reducing everything to
numbers, prioritizing paperwork and checks over quality, and helping cover up their
flaws. Their accounts also revealed that quality assurance mechanisms can enhance
quality and efficiency provided they are driven by academic concerns rather than
commercial ones. However, they noticed the prioritization of measurable outcomes
over qualitative ones in their school, indicating a shift towards more tangible metrics
of success and a possible influence of neoliberalism. Ultimately, this approach

undermined rather than enhanced the school and school culture in their stories.

4.2.2.2. Market orientation at university: “When there is a profit-oriented

policy, there is less demand for the quality of education.”

Across the narratives, it secems that there were commonalities between how some
teachers problematized quality assurance and how they problematized policies in
Higher Education. Teachers’ remarks showed that their perceptions regarding Higher
Education centered around university-industry partnerships and a market-driven
approach in their school. Tuna, for example, articulated that being short of resources,
universities were gravitating towards the industrial sector, focusing more on the
acquisition of immediate and visible return and profits: “In recent years, there has

been a shift in understanding that wants the profits to be visible, which draws the
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universities a little more concretely, closer to the industry and closer to that kind of
production.” Additionally, he reported how a university administrator explained the
shift towards technical fields and university-industry partnerships, noting that these

areas are prioritized for their quick results.

Similar discourses were apparent in Ipek’s accounts as well. She observed and
stated: “Unfortunately, higher education currently has to train qualified staff for the
market in Tirkiye.” She further elaborated on the transformation of the university
following its designation as a research university, noting in particular the growth of
its social responsibility projects and the strengthening of university-industry

partnerships.

According to Tuna, this quantity-oriented system had implications for the way the
social sciences branch was perceived, too. He claimed that because of the university-
industry partnerships or the “capitalist perspective,” “for 15 years, humanities and
social sciences have always been under attack.” The university started to ask for fast
outputs. He compared it to consuming sugar, stating: “When you eat sugar, it
suddenly manifests its effect in the blood, it rises fast ... There is also something like
this... at the university.” However, he also cautioned that a quick rise in sugar could
have negative consequences: “Let it rise quickly, but beware, it will drop quickly.”
His remarks showed that while numerical data may first seem to demonstrate high
success rates, they often fall short of fully capturing all the subtleties and

complexities. These achievements may not last long or may lose their impact rapidly.

Another discourse that emerged from teachers’ remarks was the market orientation in
their school. Teachers like Derin, Tuna, Eyliil, Pera, and Mabel, for example, were
critical of the profit-driven practices and accounted for the reasons behind their
problematizations. As discussed in the practices part, Derin, for example, questioned
the use of market-oriented materials in the school and explained that she was “totally
against” the idea of using that “mechanism of the capitalist order to be used by
students at a state university.” He also talked about his observations regarding the
teaching materials, noting that in the past, the administration would collaborate with

some teachers and ask them to write a reading or writing book. However, he reported
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that it was just a “compilation, bringing together pieces from here and there.” He
claimed that teachers wrote their names on the compiled material, which were then
photocopied at school and sold without an invoice, generating some financial support
for the school. As for today, he said, programs are developed based on publishers’

books. In other words, schools choose the books before creating the curriculum.

Eyliil recalled that surveys had been conducted by the school administration to solicit
teachers’ opinions over the choice of coursebooks. She argued that some
coursebooks were not appropriate, especially for online education, and they lacked
diversity, so teachers voiced their concerns. However, nothing changed since they
already had a finance agreement with the publishing company. While working in a
unit, she had learnt that the primary consideration was the cost-effectiveness of
purchasing of multiple books rather than focusing on the content and the contribution
of the book to the students and teachers. In a similar vein, Pera focused on the market
around coursebooks and compared that to pharmaceutical companies. Similarly, she
said, despite the constant revision of the coursebooks and feedback given by
teachers, not much changed in them, like shampoo commercials that promised: “We
have this in our new shampoo. Your hair will be like this.” According to her, every
time with a new coursebook, they assert: “There is this in the book, the students will
learn English better, come on.” Then, she reported, everything starts anew, and the
cycle repeats itself: “Money will be spent on it, and students will be required to buy

it.” She concluded that the main purpose was not teaching English at all.

Teachers’ remarks also highlighted the impact of neoliberal discourses and
privatization on the campus, noting how these changes have shaped the social and
physical environments. Tuna, for example, elaborated on the privatization of spaces
on the campus, claiming that certain sites had been transformed into “coffee shops,
small shopping centers or other profit-making places.” Similarly, Mabel asserted that
privatization can be observed everywhere, from healthcare to education. She
recalled, for example, that teachers were asked to write a book or digital materials
intended for sale to students, but she felt it was not appropriate to sell their own
work. In addition, highlighting the trend towards privatization in the world, she

asserted, “When there is a profit-oriented policy, there is less demand for the quality
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of education.” Mabel explained how privatization negatively influenced socialization
among staff, stating, “Teachers are almost no longer socialized.” She highlighted the
changes on campus, especially after the pandemic. The canteens, for example, were
“completely transferred to private enterprises or expensive coffee shops opened,”
and there were no affordable meeting places or cafes left where the staff could have
meals at reasonable prices. As Derin noted, reduced spaces on the campus hindered
student interaction, too. According to her, this had implications for language
education. She reported that the lack of social interaction among students prevented
them from engaging in critical thinking and classroom discussions on complex
topics. In brief, the changes on the campus significantly impacted the social life at

the university and language instruction in the classroom.

In addressing systemic problems in HE, Tuna compared a research university to an
ecosystem, arguing that removing some elements while keeping others disrupts the
system’s ability to function properly. He then compared it to the ecological

restoration of Yellowstone Park and explained what he meant:

They used to hunt and kill wolves there. Then, in the 1990s, they started
reintroducing wolves to the area... After reintroducing wolves, they observed
how the ecosystem restored itself scientifically... At a research university,
when you say, Tl remove this, I'll remove that... I'll only allow wolves,
lambs, and rabbits. Buffaloes can stay, too,' that doesn't create an ecosystem.
You have a healthy ecosystem with all its components, or you don't.

In brief, he underscored the significance of a system with different stakeholders and
highlighted the criticality of ensuring their adequate representation for the overall
success of the system, much like in ecosystems. Teachers’ stories revealed that their
perceptions regarding the status of HE mostly focused on the university-industry
partnerships and market orientation. In other words, teachers elaborated on how
educational practices and priorities were aligned with market demands. This might
involve focusing on making fast and visible profits, training qualified staff for the
market, and prioritizing research areas which align with the interests of the industry.
Teachers also pointed to the market around coursebooks, the commodification of
education, the relationship between schools and publishing companies, and the

privatization at university. They attributed these to the neoliberal policies and the
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operation of universities within market-driven frameworks. This university climate,
defined by quality assurance, control, accreditation, and market orientation, had an

impact on the way students and teachers were positioned, too.

4.2.2.3. Being student-centered: “The customer is always right.”

Teachers’ narratives indicated that the concept of research university stimulated a
discourse through which students came to the fore: “Be student-centered.” Derin and
Mabel, for example, explained how teachers and the administration utilized that
discourse and then discussed how it trivialized teachers’ positions while prioritizing
students’ rights. Derin stated that “this is again a democratic discourse” and
acknowledged the importance of giving students the right to speak and involving
them in decision-making. However, she claimed that many people, without fully
understanding its true meaning, used the discourse by hollowing out the meaning of a
word and “turned it into a shackle on the teacher’s feet.” She was against “pretending
to be student-centered” or “ignoring the well-being of the lecturer.” She argued that
the administration should not “give too much of the reins to the students” or “give
the students too much say than necessary,” and added, “too much here in quotation
marks.” According to Derin, when a student complains to the administration about a

problem, for instance, the administration should know where to stand, saying:

When the teacher refuses to accept the student's late writing paper... Do you
know what happens to this discourse in the hands of the administration? ‘Oh,
you are so right. We are student-centered.” He pats the student who is
irresponsible on the back and who neglects to come to class and then tells the
teacher, “You can get him to do it in your free time.’

Derin described this behavior as interfering with the teacher’s order: “Maybe there is
an order implemented by the teacher in the classroom. And when you interfere with
that order, you muddy the waters. It means adding water to a fully cooked dish and
spoiling the whole thing.” In other words, this discourse hindered how teachers
exercised agency, according to her. She also mentioned the mentoring system
suggested by her, and said: “Based on cognition and self-regulation, let's see the

students and mentor them: How does the student study, is his study plan healthy or
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not, at what points does he have problems? Let's listen to these.” Then, they began to
implement the mentoring system, but she asserted that her suggestion took different
forms as a result of “incorrect practices and a lack of understanding of what being
student-centered really meant.” In other words, according to Derin, being student-
centered was also misunderstood or misinterpreted by the teachers, which led to the

emergence of wrong pedagogical approaches:

They say, ‘We will be student-centered,” well... Yes, that's right but how
much of the activity you do in the classroom really needs an active decision-
making mechanism for the students?... There may be situations where a
teacher with experience and strong pedagogy must decide... Our professional
competence is present there, and the student may not see it.

Therefore, Derin said, skipping things just to be student-oriented might disturb the
balance, and “it may lead us to wrong pedagogies.” She mentioned one of her
colleagues who had a student experiencing a panic attack and described how she was
researching a treatment to recommend to her student. Derin said, “You are not a
psychologist. You will try to understand how it affects the student’s learning. You
will send her to a psychologist.” However, the teachers said, “Oh, I am student-
centered. I listen to students’ problems.” Derin argued that while purporting to be
student-centered, teachers engaged in wrong practices and pedagogies based on their

interpretations of the discourse.

Looking back on her own schooling years, Eyliil mentioned that education was not
student-centered back then, and in the following interviews, she also identified being
too student-centered as one of the main problems in Snowdrop as too much focus
was on students and their rights, which resulted in sacrificing discipline. While
students’ rights were explained in detail in the student handbook, there was nothing
about the teachers’ rights: “What are our professional rights? I'm a teacher. No one
tells me about my rights.” She then expressed that she also wanted to be informed in
detail about her rights and the related policies. While reflecting on teacher
accountability, Mabel also shared her ideas about being student-centered and

described how that discourse was interpreted in the school:

I don't accept that the student is always right... Yes, I mean, thinking like a
customer, you know, ‘The customer is always right,” which is never the case
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even there, you know, there are courts, Consumer Rights, etc. It's not so
simple... I mean, the student should also be held accountable. It is not enough
that only the teacher is accountable.

In brief, she claimed that the discourse “being student-centered” was reshaped into
“the customer is always right” discourse, and “the fact that the teacher had no
sanction against the student bothered” her the most. Mabel also asserted that she
resisted the adoption of that discourse at school since she believed it prioritized
students’ rights and undermined teachers’ initiative. According to her, the shift
towards being student-centered did not always yield positive results, and the saying
‘the customer is always right’ did not really fit with her philosophy: “It did not
always work. I think it even backfired... I think I resisted at that point. Yes, the
student has rights, but the teacher has rights, too.” She added that some of the

initiatives should also lie with the teacher.

As can be seen in teachers’ remarks, they had reservations about focusing only on
students’ rights and needs and problematized the ways in which students were
perceived as customers. A customer-centric approach promotes the transactional
relationship between the students and schools and views education as a commodity
to be purchased. It can be interpreted from their stories that while aimed at
empowering students and making education more responsive to their needs, the
discourse often resulted in sidelining teachers' professional autonomy and neglecting
their rights. This imbalance undermined the educational environment and
complicated the effective implementation of student-centered strategies. Teachers'
experiences suggest a critical reevaluation of what it means to be truly student-
centered, advocating for a model that genuinely integrates and respects both

students’ and teachers’ contributions and rights.

4.2.2.4. Deskilling: “I am a machine for them.”

Surrounded by discourses of quality assurance, accreditation, audits, and rankings
teachers interpreted how they were positioned in their school and HE. As teachers
working in Snowdrop, they reported to have found themselves navigating being

academics and teachers. On the one hand, they were expected to succeed in their
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academic endeavors and to increase the university’s rankings by conducting
research. On the other hand, they were not considered academic staff but positioned
as grammar teachers or robots. Their statements revealed that teachers had to
negotiate between these conflicting expectations. Derin, for example, presented a
discourse that once again influenced teachers’ stances: “Teachers’ becoming robots,”
which emerged as a result of not engaging teachers in decision-making processes,

and she explained how:

It is as if you are putting laundry in the washing machine... You put
everything. You put the laundry in it (students). You put the detergent in it
(curriculum). You say ‘Come on, this is the manual. Look there, the deadlines
are set, and your only task is to press the button, and it will work,” but we are
not like that. The machine also has a spirit.

Derin, therefore, focused on the spirit of teachers and claimed that if this is ignored,
teachers turn into robots, simply doing what is asked. She added, “I don't need to
explore the magical learning spaces. They don't expect that from me anyway. [ am a
machine for them.” She argued that due to too much control over their work, teachers
were being deskilled and positioned as robots ready to do whatever was asked and
incapable of feeling anything and enacting agency. She recalled when all teachers
with varying degrees of testing experience were required to prepare an exam for the
following year using a rigid template and its predetermined question format. When
Derin was asked to write an intermediate group exam, she discovered that almost all
the questions in the template were true-false questions. She was teaching
intermediate students. Relying on her expertise and teaching experience, she
suggested employing different question types based on the content, such as inference
questions. After her exam was rejected, she told them it was the best she could do
and requested training. “They remained silent,” she added. She felt like a robot,
saying, “They never want me to change the template; they disregard my years of
professional experience.” She asserted that while specific criteria could be set,
teachers should also be provided with some space to explore things themselves.
However, confining them too much within a framework “disrupts their cognitive
experience.” Then, they cease to be teachers and turn into robots. She asserted that

under these circumstances, teachers cannot create anything and then added: “How
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can a person who can't create anything be happy? I can't.” Derin further
problematized the way she was positioned at university. When she was assigned to
provide information about the school during its promotion days, she said: “I am a
lecturer. I am not a hostess to work at the stand... It seems very humiliating to me.”
She resisted being positioned as a hostess and reminded them of her job description:
“You can give me three proctoring assignments if you want, but don't assign me this

task... I don't want to do it, and it's not in my job description.”

Mila also questioned the positioning of teachers. She claimed that when units were
established in response to needs, teachers were asked whether they preferred to
prepare materials or conduct projects. She said, “Maybe I have a better idea,” and
added, “You say to a little child, you know, you're going out, do you want to wear
green or pink shorts? You've given them a choice, but there is no freedom. There are
only two options.” She expressed how she feels if there is too much control over her
work: “You feel like a secretary.” Tuna was another teacher who raised concerns
regarding the positioning of teachers at school. He mentioned that the role of foreign
language teachers was seen as secondary, saying, “We are support pillars of fields
such as science and medicine that will actually conduct research.” In a similar vein,
Ipek thought that teaching English was simply seen as a tool or instrument in their
school. She also rejected teaching at a place positioned as a language school teaching
grammar or as a school translating documents for the university. She said, “We
should no longer be seen as a school necessary for translation” and that “We are

always treated ... as if we were airbags.”

In response to the remarks of some university administrators about teachers in
Snowdrop, Zeynep acknowledged that while there could be some teachers with a
casual attitude who might not prioritize student learning in their school, saying, “T'll
do it, and I'll go. I don't care, but whoever learns will learn,” it was incorrect to
generalize this attitude to most teachers. The university administration, she reported,

tended to focus on that image, leading to the following perception:

There is an understanding that marginalizes us, that foreign language teachers
are this and that, that they are so-and-so, that the professors in the faculties, in
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the departments, are superior. We are inferior, and they don't take our work
seriously. They don't take us seriously.

Teachers’ stories reflected a recurring theme of perceived de-professionalization.
Through the eyes of the participants, they perceived an assault on their
professionalism. Their statements revealed that their professional judgment,
expertise, and autonomy were undermined and that despite their contributions and
expertise, teachers in Snowdrop found themselves marginalized. They were
constrained by excessive control over their work, prescribed curricula, and top-down
requests, which left little room for teacher agency and creativity. Compared to the
professors in the faculties, they felt positioned as inferior. They sometimes found
themselves taking on the roles of a robot, a hostess, a secretary, or a transmitter of
grammar. As a result, they had to navigate between those imposed positionings and

multiple roles while performing the teaching profession.

4.2.2.5. Teacher accountability and control mechanisms: “Should there be a

control mechanism to ensure that I am performing my duty correctly?”

As teachers’ accounts unfolded, it appears that while the space of authorship or the
place where teachers could exercise their professional judgment and agency was
restricted or destroyed, expectations of teacher accountability persisted and remained
high. Teachers engaged in critical reflection regarding teacher accountability,
focusing on teacher evaluation and highlighting its complexity. Their stories further
revealed that while they acknowledged the significance of being able to justify their
decisions or choices, they also placed considerable emphasis on the importance of
maintaining moral responsibility and following professional ethics teachers should

have to guide their journeys.

Mabel problematized the discourse around teacher accountability by first challenging
the notion of student-centeredness. She asserted that teacher accountability does not
mean undermining respect for or dignity of teachers. According to her, holding
solely the teacher accountable was not enough, and students also needed to be held

accountable. She continued, saying: “But of course, you need to be able to explain
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what you have done. For the benefit of the class.” In other words, she claimed that
adopting a student-centered approach should not entail holding teachers responsible
for every failure or problem. However, she acknowledged that teachers should be

able to justify the decisions they make in their classes.

Similarly, Eyliil pointed to the teacher evaluation forms, which included questions
that directly evaluated the lecturer’s performance. While she asserted that it was not
incorrect, she wondered why teachers were never given this kind of survey to find

out more about their needs for assistance, health concerns, and challenges:

A survey that actually evaluates the lecturer directly is sent to the students.
Information about the lecturer is obtained. I think this is correct, but no one
has sent us a questionnaire. Are you satisfied with your conditions? Are you
happy with the place where you are lecturing? Is your health in place? There
are so many problems. How can we help you? No one asked me about my
conditions.

Furthermore, Eyliil conveyed that she wanted to see the results and questioned the
authority behind it: “Who is the authority? Do these people understand testing and
evaluation, or is there someone there who understands the psychology of the teacher?
Who are they?” Regarding the regulation, they also recounted an incident where
some teachers were selected for monitoring in the school. They were observed or
monitored by people who posed as students to ensure compliance with the standards
and to report back to the administration as part of the teacher accountability process,
which served as surveillance. She once observed this practice when she was part of

the administration and realized how unfair it was.

Concerning teacher accountability, Ipek asserted that “there should be accountability
to authority” and that there should be a sanction when there is abuse or misuse: “If
don’t go to class for three days, of course, whoever is in charge of this issue has the
right to call me and ask why... Of course, they can hold me to account within the
scope of my job description.” She also noted that they should all be accountable as
there were circumstances in which they should be held so. However, she
problematized that by posing the following question: “Should there be a control

mechanism to ensure that I am performing my duty correctly? I would say that
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everyone should do it themselves, if possible.” In brief, while reiterating the
circumstances under which control mechanisms should be in place, she also
questioned the need for those control systems, emphasizing the teacher’s own
responsibility. Her account suggests that she valued moral responsibility or
professional ethics more than teacher accountability. She also described how teacher
evaluation was perceived in the school. She claimed that most teachers feared it,
wondering who would evaluate them, whether the person would be qualified,
someone inside the school or an external evaluator: “There are questions about the
competence of the person... There are those who say the broken arm stays hidden
inside the sleeve,” implying that internal sufferings, difficulties, or shortcomings
should not be made known to people outside the school. Others, on the other hand,
contended that they should be visited and evaluated by an outsider. As can be seen,

teachers had various concerns regarding the teacher evaluation process.

Mila drew attention to the power issues and authority raised in discourses around
teacher evaluation. Regarding the balance of power, she stated: “When someone is in
a position to evaluate another person, I feel like there is an authority there, and I
think that power is a bit dangerous.” As a result, she said, teachers might become
resistant to feedback as they feared they wouldn't like what they heard. She,
therefore, suggested self-reflection instead of teacher evaluation at first but later
developed her own problematization: “If there is an economic sanction at the end,
how honest can people be in their self-assessments?” Consequently, she proposed an
alternative to evaluation: “They call it appraisal instead. They ask a question like,
“This year was good, and what goals do you want to set?’ or like, “You set this goal
last year, and how well did you achieve it?”” In other words, she stressed how
teacher evaluation, when conducted in the form of managerial observation, could
create concerns, tension, and resistance among teachers due to the power issues and

the potential punitive consequences.

Similarly, Derin problematized teacher accountability, rejected the commonsense
discourses surrounding it, and then positioned herself. She argued that teacher
accountability was significantly shaped by the quality assurance and accreditation

processes. Through some “democratic-looking mechanisms,” teachers were
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encouraged to share their suggestions during the meetings. As soon as they voiced
their ideas enthusiastically, they were expected to implement them immediately and
held responsible for these tasks, which was overwhelming for teachers. Derin

reported:

First, the system gives you freedom, saying, “Go ahead, brainstorm in the free
space.” However, behind the scenes, it puts in place such democratic-looking
mechanisms that you are forced into a situation where your genuinely
idealistic and naive vision of that environment turns into, ‘Alright, this is
your responsibility.” However, I think we don't have the luxury to say such
things where there is no infrastructure.

Derin emphasized the gap between expectations and reality, arguing that teachers
were often expected to implement ideas without adequate consideration of the
available infrastructure and resources. She noted that teachers lacked the capacity to
manage physical conditions or resources, so it wouldn’t be fair to hold them
accountable for outcomes. As a result, Derin reported hesitating to share their ideas
and suggestions during the meetings. She emphasized that accountability was of
great importance to her, but she also advocated for transparency, describing it as
“playing cards openly with people you have a relationship with.” For example,
during her participation in a project, she willingly continued her online classes
despite having no prior commitments. She noted that she thoroughly read the
legislation to understand what might be required of her and aimed to maintain

transparency.

By saying, “When I go to bed, I want to have a clear and comfortable conscience,”
Derin demonstrated her attitude to accountability. Stated differently, she stressed the
importance of moral responsibility, just like Ipek, and conscience, and explained her
own interpretation of accountability, which is transparency. Similarly, Zeynep
described her stance regarding teacher accountability, control, and evaluation and
stressed the importance of self-discipline and character. She was careful while
utilizing the sources to avoid squandering money, paper, electricity, etc. For
example, while working in the testing unit, she would always use scrap paper or turn
off the lights when not in use, and she added, “You have to behave like that at work,

so you can't say, 'This is not mine, I'll leave this light on." Something to do with
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resources...This is not only about our institution, not about the country... This is
something related to the whole world”. In brief, her actions and agentic orientations

were led by her beliefs, character, and unique perspective on life, just like Derin’s.

Pera argued that teacher evaluation in her school was often associated with criteria
such as speaking English in class, covering the book thoroughly, and starting and
finishing classes on time. However, she asserted that evaluation should be based on
communication skills and the ability to create a positive learning environment and be
a good role model. While highlighting the importance of teacher evaluation and
observations, she favored peer observations, which involve observing others’
performance and reflecting on them, over administrative evaluations. However, she
noted that “this is something that does not exist” in her school culture. She also
observed that the following discourses began circulating among teachers when they

received feedback from others:

Who is she to judge me? She is not even a teaching graduate. She doesn't
even have a post-graduate degree. She's not an administrator. She must be
outside our university. Someone from our school cannot evaluate me. She is
not better than me.

Pera problematized the way observations were interpreted in school and stated, “It
shouldn't be like that. They want to evaluate my lesson. It's great that we will learn
something from each other... I wish we could establish such a system.” Rather than
the managerial evaluations, it seems she emphasized the need for developmental

observations, which can foster reflective and collaborative practice.

Teachers’ remarks suggested that while some considered accountability essential,
placing excessive emphasis on it by trivializing teacher autonomy and dignity might
constrain teachers’ space of authorship and create a culture of fear and compliance.
According to some teachers, being held accountable to someone in authority implied
a lower social status. Therefore, when teacher observations took the form of
managerial observations solely for accountability purposes, they were found to cause
resistance and tension among staff due to power dynamics. Through developmental

observations, on the other hand, teachers could have a chance to reflect on their own
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practices, pinpoint areas of improvement and engage in meaningful conversations
with colleagues to enhance their teaching. In addition, in their figured world of
teaching, teachers’ sense of moral responsibility, conscience and professional ethics,
which guide their actions and decisions in the classroom, were valued and

emphasized.

4.2.2.6. Othering: “Even thinking differently becomes a crime.”

As already discussed in the situated practices section, teachers in Snowdrop were
expected to abide by the rules, avoid causing any problems, and not burden the
school with additional workload. In line with this, teachers’ stories revealed that
discourses around marginalization or othering emerged when they voiced problems
in the school, questioned established practices, became more visible among the
group, or stood out for their successes. Tuna, for example, pointed out that when he
raised issues or questioned practices, people began to marginalize him. He claimed
that when he tried to defend and assert his own space, certain discourses emerged:
“He's incompatible” and “You can’t work with him.” On one occasion, during a
meeting where he asked questions regarding the accreditation process, for example,
he reported being labeled as “quarrelsome.” As he put it, there was a structure that
either excluded or left him out, where “even thinking differently becomes a thing, a
crime.” In other words, one did not have to say anything to be deemed guilty

according to him. Just thinking differently was enough to pay the price.

Ipek also listed the following discourses that circulated around and hindered teacher
agency when, for example, she spoke up at a meeting to share her ideas and
suggestions: “Don't get us in trouble again,” “Shut up and let the meeting end
quickly,” “As if anything would change if you did that way,” “Don't fuss about it.”

Derin contended that teachers were not given enough space to voice their concerns
and opinions. She added that those who did speak had already been tagged, saying:
“They say she talked a lot in this meeting...Therefore, no one wants to speak during
the meeting.” She began by outlining the advantages of face-to-face meetings over
virtual ones before problematizing the lack of space where teachers could speak up

and raise their voices:
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They can say, "Oh, our time is up," and close it. They can kick us out very
easily because it is online... You don't organize a meeting. You can't bring us
together physically. You locked me in front of the screen and are holding a
meeting that you regulate; you set the limits, so where am I going to get my
voice heard?

As a teacher who often stressed the significance of bravery, Pera perceived herself as
possessing “a personality that some people might describe as out of the box and

marginal,” so she believed her colleagues might have labeled her as such.

Some teachers claimed that achieving success also resulted in the marginalization of
teachers within the community. Tuna, for example, argued that as you gain academic

prominence, the tension you encounter increases:

Your academic success increases within this structure, your visibility rises,
and let's call it autonomy... As that increases, their attitude towards you
begins to get tougher. Things against you start to increase, become more
visible, and tensions begin to arise.

In other words, according to Tuna, the more he shone with his achievements, the
more attention he attracted, which further increased the tension. In a similar vein,
Derin acknowledged the power she gained from research and projects. She shared
how others viewed teachers like her: “Only someone with ambitions for a position
does this.” She stated that some people could not understand those who pursue such
efforts without thinking about titles, so they misinterpreted her power and saw her as

their rival, although she was unaware of it.

As their remarks suggested, both teachers who expressed concerns and opposed
practices that did not align with their beliefs and those who attracted attention among
the staff with their achievements were targets of marginalization. This
marginalization might explain the frequently used discourse, as Tuna raised:
“Everybody is equal.” He added: “The school developed a very interesting discourse.
The discourse, ‘everyone is equal,” was repeated in the meetings. Universities are
hierarchical places. Universities are not places where everyone is equal.” He then
explained why people employed such a discourse. He argued that this discourse

emerged when people realized they did not have the qualities of their rivals and
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thought, “If an academic system truly worked here, no one would listen to me. Let
me prevent this by framing it as a discourse. Let me assert that everyone is equal
here.” He further remarked, “When everyone is equal, you eliminate the academic

system, and it doesn’t function efficiently.”

Different from Tuna, Eyliil maintained that everybody should be equal, saying:
“Regardless of our position, regardless of our status, when I say regardless of our
status here, I mean, whether I have a doctorate, a master's degree, or a 4-year
bachelor's degree. I think we should be equal.” However, it is worth noting that
during the same interview, she also expressed her disappointment and frustration at
not receiving any privileges or conveniences regarding her post-graduate courses and
program. In other words, while advocating for equality, she felt that her status as a
teacher pursuing her post-graduate degree should have warranted different treatment.
Although it may appear contradictory, her expectation, in essence, was not at odds

with Tuna’s remarks.

Within the framework of Figured World, we are able to construct ourselves through
interaction and discourses, enabling us to acquire and maintain positions within these
figured worlds. While certain ways of knowing, being, and acting are valued, others
are marginalized by dominant discourses. In this study, teachers were positioned
within the Figured world of Snowdrop, where particular discourses and norms
determined and reinforced their roles. Individuals who did not fit within these
standards, conform to these norms, and adopt these discourses faced exclusion and
marginalization. Teachers’ remarks revealed that they rejected positions offered by

problematizing these discourses and norms at the expense of being othered.

4.2.3. Sociality: People and Interactions

Figured worlds are inhabited by actors or characters, and entry into these worlds is
contingent upon who you are. Moreover, certain actors or characters are more

recognized and valued than others. This section presents teachers’ interpretations of

the powerful people or those who are more recognized, as well as their understanding

180



of the school culture and their relationships with students, colleagues, and

administration in their figured world of Snowdrop.

4.2.3.1. People with greater recognition

As for the people who were recognized more in the figured world of Snowdrop,
teachers’ narratives revealed that teachers who complied with the assigned duties,
displayed positive behaviors, and actively participated in professional development
activities were reported to be given higher recognition in the school. Additionally,
unit members, administrative staff, and those close to the administration were
acknowledged. “You will say yes. You will stick to the predetermined order. You
won’t say out-of-order things,” said Derin, for example. She noted that doing
activities to raise the university rankings was also valued in the school. Similarly,
Eyliil stated that teachers who behave well, are open to criticism, and have no
problems with their students are considered “good” teachers. However, at the same
time, she continued by describing the kind of teacher who should be praised: “A
teacher who should be valued is one who behaves correctly and honestly,” but she

was not sure “if honesty is valued right now.”

Regarding active participants in PDU events and academic studies, Zeynep, ipek,
and Mabel asserted that teachers striving for professional development and sharing
or presenting what they had learned with the school were valued. Eyliil, on the other
hand, stated that teachers pursuing academic careers should really be strong and be at
the top of their status. Still, this view was not “accepted that way at school because
most teachers are not the ones who do these things anyway.” As for Mabel, although
she argued that teachers who actively participated in PDU events received greater
recognition, she also asserted during another interview that teachers with PhDs were
not trusted when giving out assignments, and unit duties or teachers’ academic
backgrounds were not considered. According to Mabel, the administration would
prefer to assign unit duties to teachers who get along with them rather than those
with post-graduate degrees. According to her, teachers who spoke a lot during the
school meetings were recognized more, but she cautioned that this increased

visibility might not necessarily result in a favorable reputation. Stated differently,
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people who talk a lot during the meetings might have a poor image and reputation
because of their marginalization. Mabel’s account further supported Ipek’s
observations regarding the meetings and the responses she received from others
when she voiced her opinions in the school meetings, as discussed in the discourses

section.

In addition, Ipek stated that the principal and the vice-principal were seen as
powerful figures. Teachers like Zeynep, Mila, and Mabel also claimed that unit
members or teachers involved in organizational processes were valued. For example,
Mila recalled how the teachers in the materials development unit who had written the

supplementary materials were still recognized and respected:

Even if the school didn't do anything, they completed the materials back then.
Whatever encouragement or acknowledgment they received, I still feel like
that scent still lingers on them like perfume... I still see teachers walking
around with that thing, you know. Confidence.

Similarly, Mabel asserted that “the exam committees are well-known” and
“coordinators always have a little more say.” In addition to the unit members,
teachers close to the administration were also reported to be recognized more. “You
have to be close to the administration. You will be their buddy”, said Derin. Tuna
explained this using “the clique tradition” and reported how cliques replaced norms

and shaped values:

Clique. It has a set of group values. You align with that group’s values and
act according to them. This is actually a matter of self-interest. Everyone
knows it's a matter of self-interest, and they intentionally get involved. What
we call a clique contradicts academic integrity, ethics, etc. It conflicts with
them. It is fuel for rule-breaking, empowered by a unity of power.

He stated that the powerful teachers were “the people who were closest to one of the
administrators” in such a school environment. Their schedules would be organized as
they wished, and even if they missed a class due to an illness, it would be handled

somehow.

Teachers reported that rather than people with good communication skills and

academic credentials, those who did not deserve it also held significant roles in the

182



school. According to Eyliil, for example, rather than optimistic, affectionate, and
cheerful teachers good at communicating with others, those with big egos and a
“snobby” demeanor were more recognized and assigned administrative duties in the
school. These teachers could easily say, “No, this is how we do it,” and acted like the

president of the United States:

These types do not burn out in a short time. People who are more affectionate
and optimistic and attach more importance to human relations get offended
easily. These types are accepted; they are the types who know how to say
‘no’ all the time. They have a bit of a high ego.

Zeynep also described those in the administration as people who “act out of ambition
and ego.” Pera observed that teachers who communicated well with others and were
proficient in the language, as well as those who pretended to know a lot, relying on
their certificates or credentials even if their knowledge is limited, were highly
recognized in the school. In summary, teachers’ remarks indicated that those who
adhered to the rules, participated in professional development events, effectively
marketed themselves relying on their certificates, worked in units, and maintained
close ties with the administration received significant recognition. Teachers pursuing
or holding post-graduate degrees, however, were not recognized and valued as much

as they deserved, as teachers reported.

4.2.3.2. School Culture

Teachers stressed a diverse spectrum of attitudes and behaviors among the staff, and
their remarks revealed their perspectives on the way school culture shapes teachers’
actions. They also discussed what being a teacher in their school is like.
Complacency was reported to be an issue among the teachers. As Derin, Pera, ipek,
Zeynep, Eylil, and Mila noted, in contrast to teachers with a strong sense of
commitment and responsibility, there were also those with poor motivation and a low
sense of belonging. These teachers refrained from doing additional work beyond
teaching and were critical of various aspects of the school. For example, when Derin
sought to form a research team, she claimed nobody wanted to collaborate with her

due to a lack of motivation and a low sense of belonging to the school. Likewise,
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Pera mentioned teachers who avoided work and constantly criticized everything
around them. In a similar vein, Ipek reported that some teachers did excellent work
and liked sharing their experiences and expertise with others. Although she was
always proud of them, she also stated that few people were eager and willing to

follow in their footsteps due to a lack of drive.

Like Pera, Zeynep also touched upon teachers who continued to criticize everything
while refusing to attend meetings and professional development activities. Zeynep
expressed gratitude for the efforts made by the teachers who conducted workshops
and shared best practices with the entire staff during PDU sessions. She respected
these teachers and attended their sessions even though she had heard the topic before.
However, she noted that not many teachers were willing to share with others.
Instead, they constantly complained, saying: “‘Oh my God, she always tells the same
things,” or ‘Oh my dear, we already know these things’ or ‘I can do better’,” but they
never did, which upset and angered her. In addition, as Pera stated, “No one comes
up with a real suggestion, a real action.” Eyliil also mentioned that some teachers
chose not to move one inch, and despite their lack of receptivity to criticism, they
always criticized others. In brief, their accounts revealed that the school culture was
heavily influenced by teachers who were quick to criticize yet failed to take concrete

steps to enhance and contribute to the system and engage in meaningful action.

Like the chicken and egg scenario, most teachers’ poor motivation and reluctance to
assume additional responsibility were also attributed to the deeply ingrained and
entrenched school culture, as well as the fact that they were working at a state
university. Pera, for example, argued that the most important reason behind the lack
of motivation was the school culture established years ago. She further stated that
teachers with the potential or capacity to thrive and contribute significantly were
hindered or influenced by this existing school culture. The school culture that had
developed over the years was also, to a large extent, the reason why teachers
preferred to focus on their own academic studies, she said. Similarly, according to
Ipek, managerial issues were a contributing factor, but “a culture that was established
years ago and unfortunately socialized in this way” was the primary reason for this

poor motivation.
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Zeynep claimed that teachers did not value their personal and professional
development much. She attributed this problem to teachers’ sense of job security
while working in a state school and noted their words: “Well, anyway, I am a civil
servant now.” She characterized the working environment as “too comfortable.” She
stressed that the primary issue was the grave lack of supervision in the school, like
Eylil, who also emphasized the need for more supervision. Similarly, Mila
contended that it “is a state university and there are not many sanctions. The teachers
are so comfortable, as if they were in Ali Baba’s Farm.” The phrase suggested that
the teachers were so at ease in their profession that the school seemed like an

environment of excessive comfort:

Teachers act as they please. They can enter the class late, leave early, and
teach only in their native language... There is no internal control regarding
how well I am doing my job. There is no external control. Some things start
to depend entirely on the teachers’ internal motivations.

According to Mila, excessive comfort and lack of rules might have some unfavorable
consequences. Some teachers developed poor habits in such an educational setting
where there were not enough regulations to guide their behaviors. She claimed that in
the absence of internal and external control, the fulfilment of responsibilities relied
solely on teachers’ intrinsic motivation. Mila and Mabel attributed the lack of
professionalism to the following discourses prevalent in the school: “We are a

b

family,” “family institution,” and “family business.” However, Mabel pointed out
that she never viewed the school environment as a family, stating, “This is a
professional institution. We are not a family.” Similarly, Mila disapproved of the
discourse and noted that she did not find it very professional. When asked to
elaborate on “family business,” she conveyed that when organizational processes in

the school are contingent on relationships, it can lead to favoritism.

Lack of work or professional ethics was also reported as an issue among the teachers.
Pera, for example, claimed that teachers differed in their work ethics and conscience.
According to her, being surrounded by people who are as open to growth as you
could be helpful. However, when the school culture is toxic, teachers start asking,

“What's the need? Why am I wasting myself? I'm getting the same salary. I'm not
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appreciated,” which perpetuates the toxic culture in the school, just like the
circumstances in MoNE and Tiirkiye. In a similar vein, Eyliil also stressed the

importance of ethical codes:

Justice is fundamental. Being responsible. Respect for autonomy,
professional responsibility... That is, the teacher behaves in accordance with
working standards and ethical principles in his attitude towards his
colleagues, his own family and society. Does he have the knowledge, effort,
and concern to fulfill his profession fully?

Eyliil noted that some teachers did not develop a strong code of ethics and described
how these people could influence the whole school: “Imagine, we are laying fruits
and apricots in the sun to dry. An insect comes and eats them all.” In other words,
some teachers lacked ethical codes, and this could ruin the whole school
environment. Similarly, Zeynep hypothesized that the negative image of Snowdrop
at university resulted from the teachers having problems with ethics. She described
them as being not “open to criticism”, having “no enthusiasm, no joy of life,” and
being “tired of their job.” She concluded, “If you don't like it, don't do this job
anymore.” When asked to elaborate on the teachers who acted in ways that harmed
the reputation, she mentioned teachers who were not conducting their lessons
without giving an excuse or prior notice and added: “Even if you have an excuse,
you should definitely make up for the missed session.” She contended that some
teachers did not fully understand the significance of their duties. According to her,
people did not even attend the compulsory meetings and had closed themselves off to
innovation. Once, when they were reflecting on the whole academic year after the
meeting with the director, she reported that only around fifteen or twenty teachers
remained. Zeynep was surprised and said: “We're evaluating the whole year, I mean,
how the tasks went, what we can change, etc. What a shame. They say, ‘Oh dear, we

know them all’,”

Similarly, Eyliil also claimed that some teachers were unwilling to gain new things
and were closed to change, so their participation in the meetings and workshops was
also poor. According to Tuna, when they said, “Well, we are teachers anyway,” they

meant, “Well, we don’t actually need to conduct research.” In other words, teachers
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positioned themselves only as teachers and showed little interest in engaging in
academic studies and professional development endeavors. Ipek also mentioned the
lack of participation in projects or sessions, but different from Zeynep, ipek was
critical of the content of the activities and reported that when sessions began to
repeat similar content, she started to understand why some teachers chose not to
participate in them. She believed that they have different needs and goals, so she
found attending sessions that do not align with her interests “meaningless™: “It is
obviously not very reasonable to participate just for the sake of participation.”
Therefore, she stated that diversity was essential since teachers had different needs,
and in line with their needs, they could evaluate the alternatives and choose the best
one for them. In other words, she reported that some people might prefer not to
attend some sessions or workshops and that it does not make much sense to attend
just for the sake of attending. Resistance or poor attendance, therefore, may not
necessarily indicate reluctance for professional development. Similarly, Mila also
highlighted the lack of participation in school events or activities and the discontent
of the administration. Just like Ipek, Mila also admitted that the administration could

interpret it as the lack of participation in events, but she said:

Everyone has their own journey. Sometimes, you look at it and see someone
studying at a second university in a very unrelated field, but this is her
journey, and she continues to learn... I think it's a bit of an adult's trait that
everyone acts autonomously in this regard... We want to decide for ourselves
what we want to learn or not. In this context, I also believe that I am
autonomous and self-directed.

In brief, she believed that each teacher’s journey unfolds on its own, and as a teacher,
she enjoyed the autonomy to choose what she wanted to learn. Mila also
problematized the staff’s resistance to PDU activities, arguing that they were right to
some extent. For example, once, the school invited a foreign speaker and after
attending the session, she realized that people had a valid point when they criticized
such activities and chose not to participate in them, explaining why: The speaker
“does not know anything about our context, the lack of motivation among people, or

the real sources of motivation problems in the institution. He is not one of us.”

Teachers’ accounts also revealed ripples of dissent and resistance among teachers

within this long-established school culture when new policies, practices, and
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procedures were introduced. Mabel noted that the school culture shifted from a “we
are a family” discourse to a “we are an institution” one. In other words, it was
undergoing the process of institutionalization. When asked what triggered that
change, she answered: “Accreditation.” Ipek also noted that the school culture was
changing, but due to the long history and the deeply ingrained school culture, some
teachers were reluctant or resistant to changes. Similarly, Zeynep also characterized
the teachers as resistant, stating that it “is our biggest problem” as they objected to
changes in coursebooks, class hours, and attendance taking. Derin also raised the
issue of resistance, arguing that some teachers who once shared their ideas and
opinions got offended and chose silence after seeing they were ignored or
disregarded. She claimed that teachers feel “the material I produce has no value” and
“Nothing I do is valuable,” which resulted in a loss of motivation and autonomy
among teachers. In other words, underlying the resistance were disappointment,

resentment, and a lack of autonomy and motivation.

Teachers’ narratives also revealed their perceptions concerning what it is like to be a
teacher in their school, their sense of belonging to the school, and their stances
regarding the roles available. Teachers like Zeynep, Mila, 1pek, Derin, Eyliil, Mabel,
and Tuna expressed that they were quite content with being a teacher in Snowdrop.
Zeynep attributed her love of teaching in Snowdrop to her friends or colleagues who
support, see, and meet each other inside and outside the school in social life and
pointed out that even during the pandemic, they tried to keep in close contact through
online meetings. She then expressed how happy and fortunate she felt to work there.
While accepting the shortcomings in the school, Mila also reported feeling very
lucky and happy in Snowdrop, just like Zeynep. Similarly, Ipek remarked that there
were more pros than cons, making her experience as a teacher in Snowdrop
enjoyable. Derin conveyed that she was so proud to be a part of this university and
had a very strong sense of belonging: “My belonging to the institution is so strong
that there is such an emotional bond that binds me here. I mean, I don't want to leave
it and go.” She also stressed that her bond with her school was much stronger before

the pandemic.

Mabel expressed that she felt content with working in Snowdrop because there were

no conflicts in their school as everyone was equal: “Everyone is more or less in the
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same position, so I like that. I mean, we are in an equal position.” Like Derin and
Zeynep, she also perceived equality as positive, considering that it created a sense of
fairness in the school. Eyliil, and Zeynep also stressed their high sense of belonging
to the school. Ipek remarked, “I have always wanted to be in a place that we consider
to be the center of science, research, learning, and development,” and she added that
she felt a sense of belonging to the university context in general, not just their

university.

After discussing the constraints or challenges he experienced in the school, Tuna
stated that he was reaching the point of leaving as the “school culture has collapsed.”
Regarding a sense of belonging to the school, Tuna first highlighted the significance
of certain values fostered in his family, noting that these values tied him to the
school. He listed the commitments they can never abandon: “Being a good citizen
and a continuous learner,” “Being beneficial to the institution I work for and not
causing any harm.” He also pointed out that his sense of belonging extends beyond
the department or university to society at large, reflecting his commitment to
changing things and making a meaningful contribution to the community. He found
that a deep sense of belonging to his country, profession, and society, and upholding
these ideals enabled him to find inner peace amid daily conflicts and focus on what
truly matters. As can be seen in his account, as a responsible citizen, despite the
challenges at work, he believed he could contribute positively to school, university,
society, and country as he prioritized values like “good citizenship” over the
difficulties he faced at school. Similarly, referring to the workplace problems she
experienced, Derin noted that nothing could take away from her deep sense of

belonging to the school.

Mila reported that while she had a strong sense of belonging to the school, she also
expressed how uneasy she felt due to the frequent turnovers of the school
administration and top-down decisions. In addition, she acknowledged that
dissatisfaction with the practices of some administrations could have a detrimental
effect on one’s sense of affiliation. However, she clarified that she is a positive
person and despite the challenges, she always strove to be a teacher who performed

her duties well.
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Unlike these teachers, Pera clearly stated that she had lost her sense of belonging to
the school since she never felt that her effort was appreciated. Mabel and Mila
expressed how much the common discourse in the school, “We are a family,”
undermined their sense of belonging to the school. Mabel stated, “I never feel
completely devoted to a group, an institution.” In other words, she did not prioritize
building emotional bonds. She also conveyed that her sense of belonging was
damaged due to the school administration’s attitudes towards them, leading her to
contemplate retirement. Later in the interviews, Mila reformulated her remark
regarding her affiliation to the school, noting that her sense of belonging had shifted
because the school operated more like a family institution. In brief, teachers’
accounts indicated that the prevailing school culture was marked by complacency, a
lack of solid work ethics, and resistance to change among the staff. A lack of
appreciation and the “We are a family” discourse diminished teachers’ sense of

belonging.

4.2.3.3. Relationships

Teachers’ remarks also revealed how teachers perceived their relationships with their
students, colleagues, and administration. In line with the Figured Worlds framework,
relationships play a significant role in shaping teachers’ interpretations of the social
contexts they are engaged in and their roles within them. Moreover, they reinforce
shared meanings and values within figured worlds and influence teachers’ sense of
belonging to the school. As they interacted with students, other teachers, and
administration, for example, they took on or rejected certain roles that were accepted

and validated in those contexts.

4.2.3.3.1. Relationships with Students

Teachers discussed their relationships with their students and the nature of the
rapport established, focusing on how they positioned themselves and cared for their
students. For example, Mabel reported that she was present, and her students were
free to come closer to her or stay farther away, allowing them to modify or adjust the

relationship however they wanted. Eyliil mentioned that the quality of interaction
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with her students depended to some extent on how students perceived language
learning. She explained how much she enjoyed contributing “to the teaching and
learning of English.” She added: “The most popular thing that makes us the most
popular, or rather the most accepted, is that we teach the most popular language in
the world.” She reported that she told her students about the benefits of learning a
language and explained how it would open many doors using instances from her own
life. In other words, she perceived language learning as capital, and the nature of her
relationship with her students was shaped by the needs and perceptions of her

students about language learning.

While describing her relationship with students, Pera likened the classroom to the
depths of an ocean with different types of fish. She positioned herself as the leader

fish, transferring her leadership role to others from time to time:

I'm under the ocean, in its depths. I'm like the leader fish, but I often blend
with them. Sometimes I hand over the leadership to someone else. There are
many types of fish, not just one type. Well, I'm not the biggest. I'm not the
smallest. I'm not the most colorful. We all have our best traits. At the same
time, I am one of those and share life with them in that region. If we think of
that place as a lesson, I communicate with my students both during the lesson
and outside of it, which is actually the case with many foreign language
teachers.

Similarly, Zeynep described how much she cared for her students. She also touched
upon the differences in teacher-student interactions in preparatory schools and
departments. She claimed that most teachers in the school were very close to

students, treating them “like a mother, sometimes like a sister”:

They can come to us and tell their problems and ask for support... Most of
them are leaving their homes for the first time, coming from out of town...
And I try to help them in every way, I listen to their problems, I do whatever I
can to help them... Many of them say that they miss their preparatory school
very much.

According to Zeynep, students missed their teachers in preparatory school because
she contended that department teachers had a “more professional, more academic

approach,” making them more distant from the students in their departments. She
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added: “To be honest, we have an environment that is not very academic.” Mila and
Derin also touched upon how close they were to their students. Derin, for example,
stated how much she loved her students and enjoyed sharing things related to
language or independent of the lessons with her students in their WhatsApp group:
“They teach me something and I teach them. I believe we mutually support each
other’s growth.” Her account revealed that she cared a lot about her students and
their feelings, emphasizing how crucial it is for students to feel appreciated, valued,
and important. In a similar vein, Tuna also explained how much he valued student

voices and opinions:

I always collect written feedback from students. I take it seriously. At the
beginning of the semester, I tell the students that their ideas are important to
me and that their opinions will be valued from the first day until the end of
the semester.

In brief, teachers did not position themselves as the sole authority. Instead, they
valued their students’ opinions and contributions to their lessons and felt close to
their students. They showed a genuine interest in their students’ well-being and
academic performance. Therefore, they tailored their instruction to meet the needs
and interests of the students, expressing how much they cared for their students and

enjoyed contributing to their learning process.

4.2.3.3.2. Relationships with Colleagues

Teachers’ accounts revealed that having a close friendship with colleagues acted as
“psychological therapy.” They did, however, also observe the recent shift in the
school culture towards individualism, marked by teacher isolation, a dearth of
interaction and opportunities to socialize, cliques, and a lack of solidarity and
collective agency in contrast to the collaborative school environment in the past,
which provided teachers with socialization opportunities through charity events and

get-togethers.

Mila remarked that they had a close friendship in the school. She expressed how

much she appreciated helping one another and sharing resources, as well as
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challenges and problems in “the form of psychological therapy.” Similarly, Zeynep
talked about how much she loved her colleagues’ support of one another. Even
though some teachers did not get along with each other, the majority were cheerful,
lifting each other, spending breaks together, and supporting one another. She
attributed this positive working environment to the lack of “superior-subordinate
relationships between people.” She added: “All our friends are instructors. No one
puts their ego too much forward.” She emphasized having a “pretty wide circle of
friends” and that they also met outside the school for yoga and shopping. However,
she observed that as she grew more conscious of the value of time, she began to
spend more time alone. In addition to reiterating the small groups, Derin highlighted
the school’s warm and friendly working atmosphere, with teachers helping and
supporting each other. She described the platform or the school context as
“egalitarian.” She added that they were not “exposed to any war” since there was no

career advancement or promotion, similar to what Zeynep mentioned.

Cliques were reported to be another issue by Zeynep, Tuna, Eyliil, and Pera. Zeynep
highlighted the groupings and polarization in the school. They were called “interest
groups” by Tuna. He also brought up the conflict or tension between two groups of
teachers who favored practical or real-world experience over further graduate-level
studies. While some teachers got along well and enjoyed working with those
pursuing graduate-level studies, others questioned their purpose, asking, “What is the
point?” and alienated them. Eyliil also noted the groupings among the teaching staff,
the lack of group consciousness, and the importance of professional ethics.
According to her, groupings even shaped how new unit members were assigned.
When choosing members, she said, unit members selected the person closest to them,
and they said things like “I get along very well with her, and she reads the coffee

fortune, etc.”

Pera stated that she was unable to integrate into the school culture formed long
before she started working there, so she decided to take a unique or individual route.
She also highlighted the lack of collective agency in the school: “I struggled a lot,
but it didn't work out... Even if I show courage alone, when the person next to you

does not show that courage, you become the other and you are marginalized.” In
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other words, Pera claimed to have struggled a lot to change the school culture, but
she realized that it could not be done alone as you could easily be labeled as “the
other” and “the marginal.” Like Pera, Derin also mentioned a lack of solidarity
among the staff. She conveyed her disappointment with her colleagues, describing
how isolated she felt during the meeting. While they acknowledged her concerns,
they did not support her when she raised the issues. Derin felt upset and hurt by their

tendency to remain silent during the meeting.

As can be seen in teachers’ narratives, the school culture was already experiencing
negative shifts in terms of interaction among the staff. Online education further
exacerbated the increased isolation among them. For example, Mabel claimed that
teachers did maintain communication in WhatsApp groups, but there was not as
much communication as in face-to-face education. She said they were on their own
or isolated from one another during online education and could come together only
in seminars. Similarly, Derin also mentioned WhatsApp groups as the only way of
keeping contact and sharing issues and concerns, and then problematized the lack of

other platforms where teachers could meet and discuss the practices and issues.

While Derin stressed the importance of self-taught education and learning from
veteran teachers, she pointed out that the lack of school gatherings resulted in the
lack of collaboration and exchanges of expertise and experience among teachers. She
related this to a kind of management strategy: “When the meetings that brought us
together were cancelled, people did not come together. Like ‘divide and rule.”” She
explained her perception and interpretation of the school culture, noting that it
remained strong until she quit as a coordinator, which marked the rupture. She

likened the school to the human body:

What kind of person would this university be if it were a human being? She is
active, agile, and dynamic, but she also protects her cultural values and has a
traditionalist side, but on the other hand, her eyes are more like Atatiirk’s.

However, as Derin claimed, for the culture to flourish, there should be some
gatherings where teachers come together and socialize: “In order to establish a

family culture, you need to gather around the table at least once a day for a meal.”
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Sadly, though, she reported that their get-togethers were interrupted. Furthermore,
teaching in different faculties harmed the interactions and connections among the

staff, too:

People can't come together, and I miss our warm conversations every day, the
cheerful jokes during coffee breaks, and the reflections on lessons... The
absence of a mechanism that can bring us together severely challenges our
institutional belonging because you can't establish any emotional connection
with anyone.

Derin’s account highlighted the importance of a physical space that could foster a
sense of institutional belonging among teachers. She also mentioned a lack of a big
teacher’s room for teachers to come together and communicate with each other and
described how this could affect the socialization of teachers: “I have heard of
something called the Dubaization Effect. Divide people. Put them between small
walls, cut off their communication with each other, and robotize them.” In a similar
vein, Tuna also mentioned the lack of interaction among teachers, and he noted that
the shift system prevented teachers from working together as it was difficult to hold
even a single meeting for all the staff. Zeynep cited teaching in different faculties
and admitted that the interaction among the staff, as well as that among students, was

influenced negatively.

While sharing her observations, Eyliil explained the significance of tea in our culture
and how it served as a unifying symbol, saying: “Tea is the only element that brings
together, the right-wing, left-wing, irreligious, religious people in Tiirkiye.” She
mentioned that even a simple cup of tea might bring teachers together. However, the
school never offered it, and teachers always had to pay for it. In a similar vein, Pera
also highlighted the individualism in the school. She resembled the school to a forest
and teachers to trees. Although there were some areas where groups of bushes were
communicating more closely with one another, she positioned herself more as “a
single and free tree.” She also elaborated on society and described the current
situation resulting from the economic crisis after the pandemic as “a social collapse,”
which has led to the lack of stability. She illustrated this by pointing to the frequent

turnover of the school administration. Eyliil acknowledged that not everyone in the
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school had the same sort of ties, but she personally got along well with everyone.
She mentioned her interest in human energy and its impact on creativity: “Negative
energy Kkills creativity. An optimistic and cheerful mood gives people positive
energy, and you spread that energy around you.” According to her, teachers at school
would support one another in the past, but the nature of interaction among the staff
shifted. Teachers seemed to have lost the ability to say nice things to each other.
Instead, they expressed gratitude with simple thanks, which was insufficient for her,
so she added: “There are people who don’t have the balance of giving and
receiving.” She emphasized a lack of engagement with others and more focus on
personal interests: “We have become too individualistic, too introspective, too

inward.”

Tuna argued that despite the friendships and greetings, in a school environment with
limited resources, “people start attacking limited resources” “because they want to
access those scarce resources as quickly as possible, and this is called anomie when
it occurs at the social level.” Then, he said, “There is no ethics. The academic thing,
principles, integrity. Things that make us who we are disappear. All the ethical bonds
are unraveling.” He described the school environment as a place void of professional
unity or academic integrity by citing the famous words of Hobbes, “homo homini
lupus,” meaning “a man is a wolf to another man,” highlighting the tendency of
people for self-interest. In other words, he argued that teachers could be cruel and

selfish toward one another in a place devoid of academic integrity.

Like Pera, who likened the circumstances to those in MoNE and Tiirkiye, Tuna also
noted that the school was formed at the micro level by the structure at the macro
level: “Whatever the macrocosm is, the microcosm is the same. Whatever the
political structure is above, or whatever that neoliberal structure is, the same thing is
going on below.” In other words, according to her, political environments or
neoliberal trends were mirrored in the school setting. He then described how much

he longed for collaboration and support rather than competition:

We are not rivals. We will make more joint publications together. We will
travel together, earn money and publish together. As long as we can work
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together, our visibility will increase. As we support each other, we will rise
together. I mean, not by constantly pulling each other's legs.

In brief, he problematized the neoliberal discourses and expressed how they should
be replaced with collaboration and support. His account revealed that within this
school environment, teachers prioritized individual progress and personal
achievement, and they were more interested in pursuing their own interests, all of

which had a detrimental effect on community building in the school context.

4.2.3.3.3. Relationships with Administration

Teachers’ relationships with the administration play an important role in shaping the
school culture and fostering an effective work environment within an educational
setting. Their remarks revealed that teachers stressed the frequent turnover of the
administrative staff, which will be discussed in the constraints section. They reported
that their interaction was contingent on the principal in charge. In addition, while
reflecting on their relationship with the administration, some teachers also elaborated
on why they could not envision themselves as an administrator and why they
preferred to continue teaching instead of pursuing a career in administration, even if

given the opportunity.

Teachers emphasized that administrators frequently changed within that political
system, causing shifts in their relationships. Tuna, for example, emphasized how the
political structures affected the administration. “Relations with principals are
constantly changing, of course, as managers change. It changes as their policies and
desires change,” said Mabel. She also reported that compared to earlier times when
“decisions made were more inclusive and less top-down,” current communication
with administrators had become increasingly challenging. She characterized the
current relationship as “very unpleasant,” claiming that the principals had made it
apparent during the first meeting that they were not happy or satisfied with the
teachers and were there to fix the problem or address the issues in the school. In a
similar vein, Mila contended that under the current administration, there was a lack

of collaboration between the instructors and the administration. Pera also discussed
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the effects of the frequent changes in the administration from a former administrative
staff perspective. She portrayed herself as unable to contain her emotions and anger
and could not pretend that nothing had happened. As a teacher with some experience
in administration, she presented a different perspective regarding the previous
administrators. She claimed that the school was used to a system in which
administrators were only concerned with leaving a positive impression. It did not
matter if things did not go smoothly. A favorable reputation was what mattered.
According to her, these attitudes were detrimental to the preparatory schools, so she
emphasized the importance of finding a middle ground between being overly rigid,
strict, and highly irregular, as these behaviors could undermine the foundation of the

institutions.

While reflecting on their communication with the administration, teachers like Mila,
Zeynep, and Derin contended that they would prefer to be in the classroom
environment rather than in a managing position, implying their understanding of
what an administrator should be like differed from how they see themselves in their
roles. Mila admitted that while she always got “along well” with the administrators,
she “never had a very close relationship with” them and added she liked being in the
classroom more. Similarly, Zeynep described her relationships with the
administration as “generally good.” She elaborated more on her passion for justice
and expressed how she could not tolerate the abuse of rights. She reported taking
action to address injustices and defending others’ rights upon seeing that they were
violated. Like Mila, she also said she enjoyed teaching and staying in the class. She
thought that she would have to behave differently as an administrator, so it was not
something she was interested in since adopting a political demeanor, staying away
from the classroom, prioritizing quantity over quality, holding a lot of meetings, and

writing reports did not align with her beliefs and principles.

In a similar vein, Derin reported that she was not qualified to be an administrator,
adding, “Yes, I have my own self-control or autonomy. Yes, I have a strong
character, I accept that, but frankly, I have never had the personality to manage
someone. I'm more of a collaborative, cooperative type of person.” She then

described how she would act if she found herself in that position: “I wouldn’t want

198



people to agree with everything I say. I always recall Atatiirk’s quote: ‘If one day my
words contradict science, choose science.”” She stated that she was not close to the
people in the administration. Derin also admitted that she did not have a very good
relationship with them because, as she put it, they were obsessed with regulation
“under the wings of democracy” described as “fake,” which will be discussed in the
constraints section. She claimed to have lost faith in the administration as she did not
see any attempts on the part of the administration to involve teachers in decision-

making processes and felt as though her voice was ignored.

Overall, teachers maintained that their relationships with the administration in office
were heavily influenced by frequent turnovers. While reflecting on their interactions,
some teachers also expressed their reluctance to take on administrative roles, fearing
they would have to navigate political dynamics, pretend to accept things that did not

align with their beliefs, and remain silent when faced with injustices.

4.2.4. Constraints

As teachers’ narratives unraveled, people appeared to perceive several constraints
within their workplace. In line with the framework of Figured Worlds, how teachers
navigate constraints is important since they influence how teachers make decisions
inside and outside their classes, enact agency, and interpret their identities and
interactions. As they respond to various constraints and navigate them, they interpret
and reinterpret their identities and make necessary improvisations, as “The world
must be answered - authorship is not a choice” (Holland et al., 1998, p. 272).
Therefore, it is important to understand constraints as this can shed light on how

organizational cultures impact teachers’ experiences and actions.

4.2.4.1. Workplace Injustices

Teachers’ narratives revealed that part-time working conditions and perceived
favoritism surfaced as workplace injustices they had to navigate. Some teachers
perceived working part-time before getting tenure as a constraint. Their accounts

revealed how they interpreted their experiences and made decisions accordingly.

199



Some decided to work at another university when they lost hope of getting tenure,
and they later returned when they achieved it. Others toiled away for years under
trying circumstances. Mabel felt lucky to receive tenure in a short time. Yet, Mila,
Ipek and especially Tuna’s stories indicated their circumstances were highly

challenging.

Mila talked about the challenges she faced in her initial years of teaching while
working part-time. She stated that in addition to working 20 hours a week, she
completed a lot of work at school and worked in various units so that she could
become a permanent teacher. She claimed that since getting tenure depended on
those significant people or the administration’s judgments, she went above and
beyond to understand the job and get noticed by them. Despite her efforts, though,
her pay was below the minimum wage. However, it was not these difficulties that
made it difficult for her to endure. She realized that she was not respected and

recognized at school.

Teachers’ accounts also stressed the severe financial difficulties they had to navigate
back then. As Ipek mentioned, some teachers had to take evening classes to make
ends meet, for example, and Eyliil was one of them. After graduating from the
university, she started to work part-time, and brought up the challenges part-timers
experienced, such as poor wages, evening classes, and no insurance. Tuna stated that
part-time employment was one of the biggest concerns for him and described that
time as what he perceived as “a heavy period in which human labor was exploited.”
He shared how challenging that period was. With a trembling voice, he said: “We
were relying solely on the sugar in our tea we drank between classes; we got energy
from the sugar of the tea we drank” as the pay was too low. He took 42- 43 hours of
classes a week and, in return, received about one-third of the salary, so he felt

fortunate to be living with his parents. Then, he described his daily routine back then:

I'm not ashamed to say this... You have to teach a lot to earn money... I start
at 08:30 in the morning. I have classes until 12 or 12.30, sometimes until 2. In
the afternoon, there are post-graduate degree courses. Then, evening classes
begin. If you add the commute- an hour each way- it is 13-14 hours or
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something like that...You can't be sick or anything. Well, you don't have
insurance anyway. Thank God we were younger then.

Closely related to this constraint, favoritism was a further workplace injustice or
issue brought up by teachers. Derin, for example, mentioned a grant for a project and
claimed that an administrative staff member had awarded it to a teacher, disregarding
the transparency principles of the project. She rejected the decision, stating that
criteria should be established. After people apply for the grant, the most qualified
one should be chosen. Eyliil mentioned a similar incident about a conference abroad.
When she sought an explanation, the person in the administration responded: “I had
promised it to her, my dear.” She considered this instance a traumatic experience that

diminished her motivation.

Mila reported that there were many part-timers, all vying for tenure. She did,
however, note that sometimes they overheard an administrator praising a particular
person in a way that suggested she would be granted tenure, which created feelings
of discouragement among other part-timers. She stated that the school administration
had all the authority or complete discretion over which teacher would be granted
tenure at those times. Tuna’s account confirmed Mila’s assertion that lecturer
selection exams would be conducted at school by administrators and teachers who
had good relationships with them, “or more precisely, whoever received the most
favoritism, whoever made the phone calls would secure tenure.” This practice
continued until the central examination system was implemented, as he reported.
While stressing the severity of the problems, Tuna drew attention to bystanders or
teachers who chose to align with the more powerful side or the administration even if
they recognized the injustices. He cited an article that pointed out how this whole
process makes the school barren, suggesting that those who do not resist or who turn
a blind eye today will experience the same tomorrow, which perpetuates a toxic

culture in the school.

4.2.4.2. Top-down Decisions and Limited Autonomy

Another constraint that surfaced in teachers’ stories was their concerns about the

autonomy of the university and its implications for both the teachers and the overall
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system at the school, such as the frequent changes in the administrative staff.
Furthermore, they noted how the lack of autonomy on the part of both the school and
university administrations left them with “no space to breathe.” They discussed how

they navigated and carved out spaces for themselves to keep going.

Zeynep talked about the frequent changes in exams and course books, viewing the
school as a microcosm of the broader educational system in Tiirkiye, which is
characterized by frequent changes. Similarly, Pera attributed the frequent changes in

the administration to the political climate in the country, saying,

Things change more frequently than ever before. One administration leaves,
and another comes. Each new administration disrupts the previous one’s
system. This is the situation in the country. This has always been the case in
administrative situations, but I think it has become even more severe.

Pera stated that there was no sustainability. Instead, every new system followed the
same understanding: “Delete everything and create a new one.” She described the
situation in their school, highlighting the frequency of change in a short period of
time. She explained how each change shaped the organizational processes and
decisions regarding the books and the programs: “One of them comes, doesn't like
the book and changes it. Another one comes, changes the program, removes a
course, and adds another.” She confessed that she aimed to fight against these
changes, but admitted, “I couldn’t manage it in my own way.” She maintained that
the dominant ideology should not affect education in this way. In brief, both Zeynep
and Pera argued that the frequent changes in the school reflected broader trends in
Tiirkiye. Likewise, Ipek attributed the frequent changes to hierarchical issues and
stressed that the changes in the administration resulted from top-down decisions

made outside their campus yet had a significant impact on the university.

Derin’s statements and her changing feelings about the administration revealed that
the administrative staff had undergone three changes during the data collection. In
the first interview, she expressed appreciation for the administration’s efforts, but by
the third one, her mood had changed. Zeynep also stated that things were always

changing in the school. She asserted that there was no consistent management policy
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guiding these changes, which resulted in issues like a lack of a proper curriculum.
While problematizing the frequent turnover of the administrative staff, Zeynep
elaborated on one of the most stressful periods in the school and revealed the origins
of this change. She mentioned a satisfaction survey conducted many years ago.
According to her, each course had a coordinator who had overseen their course for
fifteen years. Upon the administrator’s poll, it turned out that their constant presence
was quite unpopular, leading them to resign and retire in response. “It was a very
turbulent period,” she said. She also mentioned the new procedure, which involved a
duty shift after three or four years. In other words, she clarified the reason behind the

ongoing turnover of the administration and the shifting policies and practices.

Mila was another teacher who brought up the frequent turnovers of the school
administration, adding that rapid administrative changes meant shaking of the
ground, which each time added to the tension. She also expressed concerns regarding
the limited autonomy of the administrators. She asserted that universities should be
places of freedom, but she felt that they were influenced by specific audiences or
political views, which also impact teachers. As Tuna stated, interfering with that
autonomy could result in issues, such as not giving teachers enough room to breathe.
He also insisted that universities should be autonomous since he claimed systems

lacking autonomy would be devoid of quality.

In addition to the lack of a breathing space, teachers expressed concerns regarding
the appointments of the school administrators. They noted that they thought that the
school administrators appointed by the university administration had nothing to do
with Snowdrop or English language teaching. “This top-down issue is bad. It is
wrong to have an administrator with no background in English or language teaching.
I would change this,” Mabel said. Eyliil also believed that the director should have a
degree in ELT. Zeynep also mentioned that they never had a director who embraced
the school for years, so they always waited on pins and needles and were always left
wondering who would come and go next. Zeynep also described the administrator as
“someone who has nothing to do with us,” and added, “We need a principal who is
an educator and understands foreign languages,” like Derin, who touched upon this

1SSue.
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Tuna attributed the problem to the operational issues, the violations of rules, and
some discourses circulating inside the school, such as “Everyone is equal.”
According to him, this “ruins the institution and undermines it.” Regarding the
exams, for example, he claimed that the administration did not hold anyone
accountable for the exam preparation, which relied solely on two skills. He added,
“If you can't even do the top down properly, you will see how this intervention from
above can hollow out universities and programs.” He asserted that this leads to a
situation in which the field of teaching is no longer left to the teacher. In other words,
their space of authoring is interfered with and restricted. While reflecting on the
autonomy of universities, Derin also brought up and problematized teacher deskilling
as well. She argued that the lack of autonomy on the part of the school administration
also led to teacher deskilling, just as the previous administration impeded teacher
autonomy. Once, for example, Tuna was asked to evaluate the program designed for
literature students in their school and reported his observations: “We saw that a C-
level program is taught at school, but the exam applied is B, and the regulation is not
actually appropriate.” When they suggested changing the exam since it was against

the rules or poor quality, their suggestion was declined:

We said, 'Let's change this and we will write the exam.' The management
said, ‘No, there is no need. You are creating trouble for us. You will handle
this for a few years now, but who will take over these tasks after a few years?
Who will write the exam?’

Once again, Tuna referred to the discourse prevalent in the school: “Adapt. Don’t
cause any problems, and don’t cause us any more trouble.” He argued that in order
for the opposite of this discourse to be realized, there must be administrators who are
“willing and open to hearing the voices of teachers and who are not affiliated with a
certain political view or a certain group.” He also underscored the critical need for
administrators to truly internalize the principles of academic and institutional

development and to be committed to implementing relevant international legislation.

As teachers’ accounts unraveled, it became evident that they felt the administration
did not truly involve them in decision-making. For example, Eyliil stated that

although a survey was conducted to get teachers’ opinions and include them in the
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decision-making process during the coursebook selection, they heard later that the
school had already chosen the coursebooks based on their agreement with the
publishing house. Mabel stated that they were given the materials and told to cover
them. The decisions in the school, she said, were made without taking teachers’
opinions into consideration, and Mila added, “No matter how much they try to
include teachers, you inevitably feel that hierarchy.” According to Pera, the same
applied to the demands from the university, which she considered top-down, too.

According to Tuna, there was such a system in school where teachers were excluded
from the decision-making process, which hindered teacher agency. He thought that
since teachers attend the classes, they know what works and what does not, so they
should be listened to. However, as he reported, the problem lies in the top-down
approaches and management. “Such people make some important decisions, but it
seems like we are informed at the last second in the implementation part,” Zeynep
said. She complained about the lack of a management policy in the school since
every change in the administrative staff paved the way for other changes in the

system.

According to Ipek, a bottom-up approach, in which teachers’ voices are heard, could,
in fact, improve the school culture. However, she again related this to the top-down
approach at the macro level. She asserted that the hierarchy was still very evident,
and when both micro and macro levels were considered, “This inevitably affects the
school culture.” Derin mentioned the administration’s so-called attempts to include
teachers in decision-making but noted that these efforts were merely for show. She
claimed that general assembly meetings, for example, were not to listen to teachers
or get their opinions truly. Instead, they aimed to inform teachers of decisions and
held “We-will-tell-you-something” meetings. Derin did not find them sincere, as she
felt they did not genuinely care about teachers’ opinions and ideas. According to her,
they merely pretended to do so: “There is an effort to appear democratic, but in fact,
you see that democracy is actually a fake effort to appear democratic through
surveying by saying, ‘let's ask questions, let's include everyone,”” which all resulted

in a loss of trust in the administration. She referred to this type of fake inclusion as
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“designed democracy,” ‘“constructed democracy,” and “fictionalized democratic

environment,” and continued, “If you try to create a fictionalized democratic

205



environment, then all the mechanisms you put in place are actually fake. And this is
exactly what I feel right now. That's why you stop saying anything anymore.” In
other words, she pointed out that their opposition to decisions and policies at school
was not taken seriously. This is why she described it as “fake inclusion” and pointed
to their attempts to control or regulate people “under the guise of democracy.” For
instance, she mentioned the needs analysis survey conducted by the curriculum
development unit and stated that it did not include any inquiry concerning the

extracurricular activities teachers incorporated:

Among those questions, there is no question about what you do outside of the
curriculum... They want me to answer which activities are going well and
which are going badly. Apart from that, they have no motivation to listen to
something that I, as a teacher, have put effort into and designed myself... I
think it's just a formality, a reporting process based on ticking boxes.

Derin implied that they were interested in a box-ticking exercise as part of the
accreditation process rather than valuing or appreciating the extracurricular activities.
Despite her efforts and desire to be more involved in decisions about testing,
curriculum, or material development, she reported being rejected and excluded.
While Derin admitted the administrators’ role in the school as signatories, she also
stressed their responsibility towards others. She recognized that they hold the
authority, but when exercising that authority, she cautioned that they must include
other members as well. She added, “If democracy is our thing, if it is pluralism,
everyone must make decisions. That's why I sometimes act more like an opposition
party.” In other words, while she reiterated her claim that teachers were not
genuinely engaged in decision-making processes, she also signaled that despite this,
she would not give up her efforts to make her voice heard. She suggested that

universities empower teachers and foster autonomy.

Tuna’s account confirmed Derin’s remarks about fake inclusion. He also mentioned
the regular meetings held to gather feedback on ongoing practices and exams. He
observed that although teachers raised concerns about the ineffectiveness of the
exams in measuring progress, they were met with the following response: “Don’t
keep saying the same things all the time.” He argued that there was a lack of

meaningful action, and these meetings were merely for show. Pera was another
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teacher who felt she did not have much control over the decisions made in the
school, like coursebook selections. Even if she presented solid proof of things that

worked, she did not believe it would make a difference.

In order to highlight the significance of bottom-up systems and teacher support, Tuna
brought up the ecosystem analogy and said, “Just rabbits, lambs, I don't know, it's
not an ecosystem. They need those wolves like in Yellowstone.” He asserted that
support from the bottom should be just as important as support from the top and that
“your substructure and superstructure need to be matched” for the system to function
properly - just as clubs and social responsibility projects did not. He said, “The
system doesn't work just when it comes from above. It needs support from below as
much as from above.” In other words, he argued that when top-down decisions did
not have the backing of teachers and did not align with their beliefs, they couldn’t

lead to success.

4.2.4.3. Lack of Incentives and Resources

In addition to the constraints related to workplace injustices and top-down decisions,
teachers’ accounts highlighted further concerns within this figured world: a lack of
appreciation, support, and incentives for both academic studies and unit work. Some
teachers believed that teacher appreciation was more common in the past. Mila noted
that, in the past, the administration would recognize contributors to organizational
processes by applauding, thanking and awarding certificates: “They would be
noticed more. They would be heard more.” She observed a shift in how the
administration now appreciates teachers’ efforts. Derin was another teacher who
pointed to the current administration’s lack of gratitude. She emphasized how she
felt that the administration undermined her expertise. For example, she reported
investing significant effort into the planning stage of a professional development
event. However, she claimed she received no acknowledgement, and her efforts were
disregarded: “It's invisible, it's ignored... It hurts people.” In response, she asserted:

“You don't value me, but this is who I am.”

Although Zeynep remarked that she wasn’t expecting anything from others, she

discussed a recent school policy with appreciation. She reported feeling content with
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the current practice of receiving certificates for attending workshops and listing
teachers who completed academic studies or received certificates. She remarked,
“This is actually a bit of formalism, but still, it is a nice thing to hear: “You
participated, thank you, you were there.”” She highlighted the importance of feeling
appreciated, noting that, as a teacher with experience in community service and
charity events, it was gratifying to receive meaningful support and encouragement

for her efforts from colleagues.

Eyliil highlighted the importance of financial and moral support, as well as
motivation, incentives, and rewards for academic performance. She suggested that
people pursuing post-graduate degrees, for example, should have reduced class hours
or less demanding programs so that they could better contribute to the school.
However, due to the lack of support, she felt reluctant to actively participate in
organizational processes, thinking her efforts would go unrewarded. Consequently,
she reported feeling disappointed and becoming more reserved. Like Tuna, she chose
to withdraw into her own shell. During the interview, Eyliil also recalled instances
where teachers requested training for the specific unit duties they were responsible
for but did not receive any. Derin reported requesting funding to attend a conference
and give a presentation, but she did not get any, so she claimed that she had to cover
the costs on her own. She also stated that while the universities abroad recognized,
celebrated, and voiced her capacity, her own school trivialized her expertise. She
remarked, “There are circumstances here that force me... I always find myself
struggling for something” in the school. She, therefore, highlighted the absence of
incentives like promotion, appreciation, and the lack of extrinsic and intrinsic
motivation. The teachers at the school were also not valued. Tuna also mentioned
how challenging it was to obtain academic incentives. He asserted that while
incentives once served to foster academic inquiry and research, they now serve the

opposite objective.

As can be seen, teachers were craving some sort of recognition and appreciation for
their efforts in the school. However, when they lacked support and suffered financial
and moral setbacks while working in units, they chose not to perform unit-related

duties. For example, Eyliil was incredibly busy reporting, writing documents, and
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typing during her unit work. She said: “Honestly, it has placed a heavy burden on
us.” As for what she got in return, she said she got nothing but what she gained for
herself. In other words, the only thing was what she acquired personally. She
explained how stressful her working experience as a coordinator was without any
financial reward in return: “Staying at school in the evening, not being able to take
off my shoes, not being able to take a shower, not being able to eat, etc. I couldn't
meet my basic needs.” During the interview, she said: “I realized that they were
exploiting my goodwill.” Mabel also identified a teacher not getting paid when
preparing an exam instead of teaching classes as a problem. Their accounts revealed

that teachers disapproved of overworking without anything in return.

Zeynep also highlighted the same constraint, a lack of support for unit work. She
claimed that teachers were not enthusiastic about working in units since they had no
support at all. According to her, there was even a constant endeavor to find fault:
“Not everything has a monetary value, but there should be a moral value for these
types of duties, in my opinion,” such as a sense of feeling valued, a sense of
belonging to the school, some sort of recognition. However, she said, “We seem to
lack that a bit, and there's always this attempt to find flaws or faults. People don't
really want to express their appreciation.” She clarified that teachers have a
minimum work requirement of 12 hours per week, and if they teach more, they get
paid more or receive additional pay. In units, she said, she was working for a
minimum of 20 hours but got paid for 12 hours. Then, like Eyliil, Zeynep also stated
that after working in these units under such conditions for so long, she no longer
wanted these responsibilities. She noted that her expectations were not just financial
and that simply feeling valued would be enough for her to continue, but there she

received neither monetary nor moral encouragement.

Tuna noted that the real problem was not the shortage of money and resources but
that SFL was solely seen as a tool or means of teaching grammar. According to him,
calling testing and evaluation a bleeding wound had become a cliché, but he inquired
why no one was assigned to receive training in Tiirkiye or go abroad to specialize in
these areas to address the deficiency. He said it was not impossible to establish

international and national collaborations and join forces to produce projects. In brief,
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he questioned whether they genuinely intended to enhance the school. In a similar
vein, Derin also questioned the motivations behind the practices at school by
elaborating on a social responsibility project in which teachers visited a school and
taught English. She said: “You have not provided enough resources for your own
lecturers yet... Then you say something odd is happening here. You notice other
things when you think critically.” That is why Derin conveyed that if there is a top-

down request, she begins to think about who it benefits or what it is beneficial for.

Teachers’ stories also revealed that in addition to a lack of support or incentives for
academic or unit work, teachers also experienced facility-related difficulties at
school and the repercussions of financial problems in Tiirkiye. Eyliil, for example,
reported that the school had only two printers for the teachers, but since they were
used in the testing room, teachers couldn’t access them. She also mentioned that they
had always lacked computers and had to cover costs out of their pockets. She further
claimed that living and working conditions in their school were poor, with a lot of
women having to wait in line for the two available restrooms for years. “I wouldn't
want to pay for every tea and coffee I drink at school. It's ridiculous”, she added,

noting that not even tea was supplied to teachers.

As teachers reported, during online and hybrid teaching, they were asked to bring
their own computers to school, but they were not asked whether they had a computer.
Moreover, lecturing in different faculties on the campus made the situation even
harder as they had to handle technical issues on their own. Mabel pointed to the lack
of facilities and added that they did not have a designated room or a table. She, for
example, had to move around to find a place to eat the food she brought herself.
Eyliil stated that she was teaching in a faculty without heating, computers, or
projectors. She reported having carried her own computer around to different
faculties on the campus every day. She claimed that she was mentally and physically
split: “I walk around with a bag on my back. When the electricity goes out, I search
for an alternative solution. If the classroom is cold, I look for another way to stay
warm. Physical conditions can be very tiring as well.” She also pointed to the
inequality of opportunity among students, calling it “discrimination.” She conveyed

that while some students could benefit from different facilities in their “super
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technological classes,” others received education under poor conditions. She
conveyed that she used initiative in homework submissions and tried to support her
students who faced technological difficulties and economic challenges. This was also
brought up by Zeynep, who mentioned that her classes were relatively more
comfortable than others. Even though she carried her computer and speaker every
day, she felt fortunate to have an internet connection, a projector, and a warm
classroom. She also expressed her appreciation for the helpfulness of the staff in the
building whenever she had technical problems. Similarly, Pera also felt fortunate to
have access to the internet and a projector. She also did not need to bring her
computer as she was provided with one in her classroom. She did acknowledge,
though, that small and crowded classes impacted language instruction negatively.
Like Zeynep, Mila also mentioned that she carried her computer and speakers every
day. While she did not consider it an obstacle, she admitted that the lack of facilities

definitely affected ELT negatively.

Tuna mentioned that some classes were inappropriate for effective ELT. He claimed
teachers were trying to teach in small classes without access to the internet and
technology. He reported that he carried his computer and speakers everywhere. They
all encountered different obstacles, as he noted, adding: “It's good if you get 20%
25% efficiency from those lessons because you are dealing with a lot of technical
problems” He noted people expect efficiency under these circumstances and argued
that this resulted from the university’s allocation of resources to profit-making areas.
He claimed that they never received any support from the school and encountered the

attitude of “you’re on your own.”

In addition to the challenges teachers faced, Tuna also raised the lack of resources
and inequality of opportunity students encountered, especially during ERT, as Eyliil
also mentioned. There was no support from the school, and students without
computers, smartphones, internet connections, and available rooms in their houses
were ignored, which is why Tuna described those days as a “social crisis.” In a
similar vein, Derin noted that while smart boards in the classrooms contributed to
effective teaching and learning, there were discrepancies in students’ access to these

resources due to financial problems. Students from economically disadvantaged
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backgrounds could not afford essential educational materials, such as online
resources provided through textbooks, leading to inequities and disparities in access
to resources. She also drew attention to those students with limited exposure to
technology, especially in state schools, which shaped teachers’ pedagogical decisions

in class considering the need to address digital literacy:

Here's how it affects language education: You move beyond language, and
the matter extends to other areas. You need to focus on content development
and work on developing these competencies. Digital literacy, leadership
skills, and soft skills are among the various competencies that students need,
and you need to address all of them within the classroom.

While feeling fortunate to have an internet connection, Zeynep also touched upon the
dearth of resources and claimed that despite their best efforts, they couldn’t create
the desired environment as the institution needed more integrity. Referring to the
COVID-19 and online education period, Zeynep went on to say that the education

policy was and is still flawed:

Frankly, I do not see any improvement and think there is a serious loss of
education during the Covid period. Many children who went to public
schools couldn’t attend classes because there were no lessons... They did not
have a computer, and perhaps the lesson was not taught. That's why those
children somehow passed the class, were passed, without learning anything.

She admitted that for the first time in her career, she had thought about taking unpaid
leave as her profession did not satisfy her due to the poor physical condition of the
classes. Similarly, Ipek described that period as the worst in her career. Mila
contended that the resources were limited, and teachers had no incentives since it

was a state university and added: “It is like the Sahara Desert. It is so dry.”

Ipek spoke about how the economy influenced her and her students, saying that she
needed to be more careful with her expenses like coffee and transport. She said, “If
this affects me like this, I think it will affect the students even worse.” Likewise, Pera
stressed how the economy affected the university, focusing on the decline in funding,
the increase in the value of the dollar, and restrictions on services provided for

academics. She argued that this could lead to a discourse like, “We have become a
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research university. This needs to be done, but... because the dollar has risen so
much, we can't afford it, which reduces quality and motivation.” In other words, the
economy affected the budget of the universities and the resources available to

teachers, which in turn impacted the quality of education.

4.2.4.4. Trivializations of Teachers’ Qualifications

Another constraint participants reported navigating was the trivialization of their
qualifications. They described the administration’s attempts to restrict their spaces of
authorship and render them invisible. Tuna, for example, pointed to the following
discourse of “everyone is equal” and mentioned that their academic titles were not
displayed on their office doors, which trivialized their academic expertise. He
remarked that this discourse aimed to convey, “Your academic title doesn't matter
here. You are an instructor, and that’s it.” He asserted that universities are highly
hierarchical structures, and this discourse suffocated teachers and rendered them
invisible. “You know what they call it; they call it a glass ceiling,” he added. In other
words, it constituted an invisible barrier for teachers with advanced graduate degrees,
preventing them from rising to higher positions and hindering their advancement. He
reported that some PhD holders, for example, couldn’t cope with these problems and

quit the institution upon realizing they had no future there.

Teachers also stressed that their expertise was undermined, and they were not treated
as academic staff, which contributed to rendering them invisible. Mabel described
how the university administration trivialized their expertise and made top-down
decisions disregarding teachers’ insights and experience: “They intervene a lot
...OK, needs are important, but we are the ones who teach the language. We are the
ones who are trained in that subject. We are the ones who have experience in that
subject.” She criticized the school administration, stating that teacher expertise was

sacrificed to the top-down decision-making process.

Being positioned as a lecturer was also reported to affect the support given
negatively. Derin stated she was not supported in attending a conference to share her

research and explained why, “Because it turned out I was a lecturer, and I didn't have
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a title. How wrong. I thought it was a research university.” Ipek also stated that they
were beyond a language school, but the university couldn’t make the most of them
and added that they were not afforded enough opportunities to use their expertise.
Ipek also observed that while STEM fields (science, technology, engineering, and
math) were very popular and attracted significant investments, social sciences were
undervalued. It was challenging to get tenure in the social sciences, initiate projects,
or get approval for them. What bothered her was that “social sciences are not taken

very seriously,” and the world was moving toward STEM.

Teachers’ narratives also indicated that certain negative behaviors were used to
render teachers invisible when they began to stand out among the staff and gain a
voice. They felt that success was often seen as a threat by those who were jealous,
competitive, or insecure. Tuna, for example, mentioned, “There is a system ready to
whack you in the head with a hammer as soon as you start to rise.” He claimed that
the negative treatment often began when they stood out from others. While Tuna
believed it was not entirely impossible to overcome these obstacles, he pointed out
the lasting stigma that often followed: “Maybe you can still make your voice heard,
but then you will be stigmatized as “He is already quarrelsome; you cannot get along

with him anyway’.”

Ipek focused on the difficulties teachers would encounter when they had to work on
their own to further their careers. She remarked, “A friend who wants to do research
has to go somewhere else and do research there,” as the current environment does
not support such endeavors. She maintained that teachers who wished to further their
professional development were forced to invest considerable effort, “give more of
themselves," and use initiative. Additionally, just like Tuna, she mentioned they
could feel strain from their surroundings. In a similar vein, Derin observed that when
the administration perceives a teacher as successful, they are declared a rival. If they
are considered strong, they are often excluded from conversations, restricting their

voice and diminishing their influence from important discussions.
4.3. Discourses in Broader Contexts

In the previous section, school-related discourses that emerged in teachers’ narratives

were discussed in general. This section examines how these teachers problematized
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discourses within a larger framework, situating them in broader political and socio-
cultural contexts. It also explores how they challenged the status quo and taken-for-
granted beliefs by critically examining the larger framework at play. It is worth
noting that there are no strict boundaries between these two sections; they are

interrelated.

4.3.1. Politics and “Education as an Ideological Apparatus”

Teachers’ remarks demonstrate that education in general and ELT specifically
operated within a complex political environment that shaped its practices, given the
need to make decisions concerning curriculum, teacher training, professional
development, and teaching materials, which are all influenced by political ideologies.
Pera, for example, expounded on the ideological aspect of education and its impacts
on ELT. She argued that over the past ten years, capitalism had diminished the
importance of education in general and language teaching in specific. She added,
“Since the purpose of education is to produce individuals who can keep up with that
order, it ideologically directs us to whatever the dominant ideology wants, and we
keep up with it in every way, like the cogs of this wheel.” She stated that despite her
attempts to alter it and their classroom discussions of various educational
philosophies and philosophers, the current ideology in the world persisted in
generating the type of person it desired through education, as well as foreign
language teaching. According to her, language education is also viewed as an

ideological apparatus.

Derin summarized the impacts of policies on language teaching, including the
selection of textbooks and curricula, classroom organization, and the choice of
discussion topics. She argued that coursebook materials and curricula were
influenced by specific policies, which can restrict their choices in the classroom.
Furthermore, she noted that the arrangement of the classes prevented students from
using U-shape seating and hindered student interaction, group work, and effective
implementation of activities. She also pointed to the teaching materials with limited
opportunities for critical thinking activities and cultural sensitivity. While she
acknowledged her ability to navigate these challenges and exercise agency, she also

admitted that dealing with all these constraints required significant experience.
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Ipek drew attention to her perception of the hierarchical issues in higher education
and stated that decisions, such as the transition from face-to-face to online education,
were made top-down without consulting teachers. “Even if it arose out of necessity,”
she said, alternative solutions could be found by involving teachers in decision-
making. She reported finding it difficult to adjust to the system, considering it a
critical incident: “We are experiencing something like this in our school,
administratively. Micro to macro. We're going through some top-down decisions.

That is also critical for me. I look at school management differently now.”

Teachers also described how political factors restricted their freedom of speech in
their classes. Ipek, for example, explained how it affected students’ lives, the
relationship between the instructors, and the expressions of ideas in public, saying,
“Frankly, we are uneasy about expressing our ideas openly.” Although the students
wanted to discuss politics in class, she claimed that such conversations frightened
teachers and caused significant anxiety. She also stated that, despite normally being
comfortable with public speaking, the current political environment had an effect on
her, as well: “The recent political climate prevents me from speaking freely, too. It
imposes limitations. I think of what to say 40 times although there should be spaces

where politics can be discussed openly.”

Teachers were also concerned about whether they were under surveillance,
especially during online classes, which affected their teaching practices and
decisions in their classes. Derin, for example, reported that some of her friends
wondered how the control mechanism worked in classes, whether they were being
watched in online classes or whether reports were being written about them. Derin
reported striving to keep politics out of the classroom as much as possible and
highlighted the pervasive sense of fear everyone experienced: “Everyone has this
fear. Those who claim otherwise are lying. Unfortunately, this fear is widespread.”
Despite this, she was dedicated to fostering critical discussions in her classes and

acknowledged the significant effort required, noting:

A university is a place where in-depth discussions take place, but we can’t
achieve that. The discussions remain very superficial. While I try to do it
myself and succeed to some extent, the question is how many teachers can do
it? It requires a lot of effort.
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Like Ipek and Derin, Eyliil shared the following perception: “This is the rule in
public universities: You don't get into political issues.” She listed topics ethically
inappropriate for discussion in state universities, such as economics, politics, culture,
religion, and history. She recalled an instance in which a student made the following
sentences while Eyliil was explaining the word “currency”: “The dollar is increasing
day by day in Tiirkiye” and “The economy is getting worse and worse.” Although
Eyliil initially acknowledged them as good examples, she quickly realized that
discussing such economic and political issues, especially the worsening state of the
economy, could be perceived as making political propaganda, so she felt uneasy and
immediately changed the subject. She expressed that teachers feel constrained since

discussing such topics is considered unethical.

Similar to Mila’s account, shifting voices were also apparent in Eyliil’s account, as
well. She recalled her primary school years and claimed that the political context
hadn’t changed much. She added that they never learned to see things critically from
a higher vantage point: “We didn't talk about politics or social sciences in class...
There was always such fear.” Mabel also acknowledged how concerned teachers
were about surveillance in their classes, but she also asserted that, as a teacher, she
wanted to foster a climate in which students would feel more at ease. In a similar
vein, Pera noted that the teacher must be brave, citing Paulo Freire, but she
acknowledged their own hesitations due to the fear of being misinterpreted. She
admitted that she had been cautious in the past and still is in certain respects. She
minimized such a mindset in her teaching. In brief, the political factors affected
teachers’ positionings and pedagogical decisions in their classes. Due to the fear of
being under surveillance, teachers felt compelled to exercise caution with the
language they used, their stance, and the topics they chose to discuss in their classes

in Snowdrop, where political pressures were perceived to be potent.

4.3.2. Proliferation and “Hollowing out of Universities”

Teachers also stressed the shift in Higher Education (HE) by focusing on the

priorities, the role, and the quality of education offered. Eyliil elaborated on the
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multifaceted role of HE, including research, education and training, community

service, and cultivation of ethical behavior, adding:

I believe that higher education institution provides the development of a
democratic culture in which people work not to achieve perfection but to
work towards achieving the good. It is a place that advocates that equal
opportunities should be offered to everyone, and this should be done under
the guidance of ethical values and principles.

Eyliil underscored the criticality of academic freedom, academic integrity, and the
protection of fundamental rights, and then noted their absence at universities today.
Similarly, Derin drew attention to the essential role of higher education in fostering
critical and in-depth discussions but acknowledged that such discussions were not
always fully realized. She noted that universities should produce science, conduct
research, encourage analytical thinking and problem-solving, and provide guidance.
They should stand strong and defend their internal mechanisms against external

pressurces.

During the interviews, Tuna often stressed “hollowing out of universities”. He
argued that a huge number of universities had been established to shield as many
students from unemployment as possible. However, according to him, this did not
seem to function very well as one in three graduates was unemployed, and under

these circumstances, discussing the quality of the programs was of no importance.

Pera also reflected on the role of the university in society and stated that the
university “is like the most important place, as if it is indispensable as if you could
not get a good place in the society without it.” She did, however, also draw attention
to how that perception changed due to a number of factors, such as the rise in the
number of universities and unemployed graduates, hollowed-out universities and the
decline in the quality of instruction, a loss of autonomy, their vulnerability to outside
intervention and presence of people with insufficient qualifications in different
positions at universities. Stated differently, several variables, including the expansion
of universities, have contributed to the shifts in her perceptions about the value of a

university degree.
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Pera’s observation might explain why Mabel pointed to the rise of different
professions. While Mabel believed that being a university graduate conferred
prestige, she also acknowledged the emergence of new and prestigious professions
like influencers, YouTubers, etc., which required “presentation skills, good use of
technology, having intuitions about advertising, following trends” rather than a
university degree. She then questioned the future or the viability of these professions:
“We do not know whether these skills can be compared directly with those obtained
through university education or if a university graduate influencer will have more

influence. Maybe so, we need to dig into that issue.”

Zeynep stated, “There is a university on every corner”, highlighting the increase in
the number of universities, and added, “Everyone graduates from a department in
one way or another.” Like Pera, Zeynep also believes that having a college degree
has always been crucial in our society. However, as colleges proliferated, so did the
number of hollowed-out universities. Stressing the change, she stated that university
education had become a waste of time and money, and no one was satisfied with the
quality of instruction in departments. She also said that although foundation
university students paid for their education, many had trouble finding jobs once they
graduated. She also pointed out that in addition to providing high-quality instruction,
universities should be places where “students’ tolerance increases, different
perspectives develop, and they can talk about everything,” and added: “I think they
should shed light on society.” Then, she reflected on her workplace and thought
aloud: “But in our university... I don't know. It will happen. Fingers crossed. I hope it
will.” In brief, she positioned her own school as a university having a long way to go
before it could provide students with such an environment, but she was not

pessimistic about what was ahead.

Teachers also noticed shifts in the stance of universities and their expectations for
academic staff. Mabel claimed that universities were run more like businesses, but
even that was not done properly, and perhaps if it were, they would actually be in a
better situation. In other words, attempts have been made to run universities like
businesses, but they haven’t been fully successful, according to her. In a similar vein,
Ipek pointed to the university-industry partnerships and discussed the change in the

role of the university, particularly after its designation as a research university.
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According to Tuna and Derin, university rankings have gained importance as well.
“Whatever it takes to get me into the top 500 will be done” was a demand for an
increase in university rankings voiced by the university, as Tuna mentioned. In a
similar vein, Derin also problematized the demand on universities to raise their
indexes and rankings through social responsibility projects, for example. She also
emphasized the tendency among teachers to choose their topics after checking the
funding priorities when asked to develop a research project. She claimed that rather
than pioneering new approaches, universities imitate one another: “We have a
centralized system, CoHE. All universities end up repeating the same things.
Whether it is standardization or something else, in places where there is so much
standardization, groundbreaking ideas and research don’t emerge.” In brief, the
shifting priorities undermined the autonomy of researchers and universities
according to her. Regarding the projects’ dramatic increase and dissemination in her
school, she reported that she rejected conducting projects solely for the sake of

meeting criteria and improving rankings.

Focusing on the mission and position of HE, Ipek asserted that HE is “very important
for the welfare of the society and living in better standards, but it is questionable
whether it is currently serving its purpose.” She was not certain whether HE
accomplished its goals or not. Although Ipek stated that the mission of the university
was more akin to the transmission of existing knowledge, Like Zeynep, she was not
pessimistic, either. She continued to say that she had no doubt that there are higher
education institutions that function very well and guide society, and added, “I believe
that it will improve. I believe that industry and university will get better.” As for the
mission of HE, Mila stated that it helps students prepare for life and profession and
pointed to its contribution to society. She said: “It continues to establish its ties with
the society through various projects... charity events at work.” However, later, like
Zeynep and Ipek, she also expressed her concerns and questioned its effectiveness:

“But is it very effective? I don't think it is.”

In brief, teachers argued that universities were traditionally considered places that
fostered critical thinking, free inquiry, and tolerance and contributed to the well-

being of society. However, over the years, the focus in the current system, they said,
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had shifted to adapt to the changing demands in the world, which impacted the
quality of instruction and the role of HE. Due to the competition among universities
and the pursuit of rankings, the traditional mission of the university was reported to

be overshadowed.

Teachers’ narratives also indicated that in this evolving landscape of HE, new
discourses have also surfaced. For example, a culture of micro-credentials had
emerged and gained prominence, as they reported. In accordance with neoliberal
policies, people started to pay for and get certificates, which gave rise to the
emergence of people who relied solely on their certificates to assert their authority.
When teachers reflected on their experiences concerning micro-credentials, Zeynep,
Mila, and Mabel stated that they had never participated in these programs, so they
had no experience. Zeynep reported that these programs might be helpful for
teachers in improving their teaching practice. Mila and Mabel, on the other hand,
asserted that they might be useful for novice teachers in their initial years of
teaching. Mila said, “If I was at the beginning of my career, maybe I could learn
different activities, and so on. I could look at it like that now, but that will not satisfy

me anymore.”

Ipek noted that she, too, had badges and found them useful. She highlighted the
importance of learner responsibility and autonomy in such programs, and she stated
that while she had taken the certificate program seriously and made a lot of effort,
she also admitted that these micro-credentials were open to abuse. She believed that
people doing their best and completing these programs would benefit from them a
lot, but added, “It seems as if they have shortcuts as well.” In brief, she
problematized the quality of the content and the evaluation part of micro-credentials.
As for Eyliil, she stated that she benefitted from these programs from time to time
but clarified that she was against the paid ones. She mentioned that there were
programs that offered certificates, but they said payment was required to receive one.
She then explained her understanding of paying for a certificate and the motive

behind it:

I didn't buy it; I didn't prefer it. I think the document here has no important
value. It's not a diploma, after all. Of course, it is not a master's or doctoral
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diploma, so I am against things that cost money. In fact, this is what the
capitalist system imposes on us. There is no need for it. I would not be happy
if I got this certificate.

Tuna clarified that he was not against alternative forms of information exchange.
However, he problematized the “certificate culture” emerging from micro-credentials
by elaborating on the policies that underpin them and the consequences. He stated
that these certificates were primarily intended for native speakers travelling to third
world countries to teach English after receiving a very short training in how to teach
grammar or reading, for example. According to him, people perceived it as
something that made money, that was done quickly, and that elevated people’s social
status, and “undermined the concept of quality at the university.” He explained how

the use of micro-credentials had taken hold of university degrees since using them:

in this way has become something that poisons our field and destroys the
quality, standards... Certification culture has emerged, and now the
certificate culture has eliminated everything, so you are studying for a
bachelor’s degree, master’s degree doctorate, or something, this is called
gatekeeping, isn't it, in education?... It has eliminated this.

Following this, he asserted, people started making claims like, “I have a certificate,
and I have become a teacher.” Additionally, he said there were “so many shoddy,
short-term, a few-day things, certificates that,” people presented themselves with big
fancy titles such as “teacher trainers.” When asked whether they had an advanced
graduate degree or any publications, he claimed, they said they had nothing to do

with them. Once again referring to the importance of the ecosystem, he said,

When that network disappears, when the ecosystem disappears, that's where
capitalism comes in. Just as it takes your field, your school... sells you 10,
15 liras, and 20 liras of coffee instead of 2 and a half liras of coffee, takes the
quality from you and your student, sells you a certificate, and takes away that
field. You look around and see everywhere is full of teacher trainers.

His account illustrated how the collapse of the ecosystem could change the inner
workings of a state university, reshape the dynamics of the gatekeeping in education
and professional development, and undermine the university. He added, “This is

another effect of neoliberal policies, of course. It is something that we can directly
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observe.” Thinking that there were so many platforms that misguide people or are
shoddy, Pera reported that teachers could update themselves if they chose the correct
path. Additionally, she noted, “There are many people who collect certificates and

declare themselves to be competent, authority,” confirming Tuna.

Derin was another teacher who reflected critically on the use of micro-credentials,
stating that the system itself was a “trap”: “The capitalist system first idealizes
something and then says, ‘If you want to achieve it, you need to pay.” She argued
that certain discourses are idealized and promoted as essential for quality and
success, causing people to feel inadequate and invest in these programs to access
these certificates. In brief, teachers expressed their concerns regarding the legitimacy
of micro-credentials and problematized the quality of the programs, as well as the

expertise or authority people claimed.

4.3.3. Globalization and English Medium Instruction

Teachers’ remarks provided more insight into their interpretations of ELT-related
discourses, including those about the status of English, globalization, and EMI.
When discussing the status of English, teachers like Zeynep, Mabel, and Ipek
highlighted the ongoing demand for learning English. According to Ipek, English
had transitioned from being just a foreign language to “a language that everyone
should know” as a result of globalization, given its status as the global language, the
language of science, the international language, and the language of the internet. She
then discussed the implications of its high status for English language teaching and
teachers. Ipek asserted that English is “the most important language in the world
right now” and she likened it to “the chicken that lays the golden egg.” She perceived
it as a “must” for both teachers and students, stressing that it is a prerequisite for
academics who wish to publish in reputable journals, make their voices heard, and
participate in conferences. She also emphasized its importance for students, as they
no longer view the world through a single window. Given the importance of artificial
intelligence and new technologies, Mabel stated that English was also “the key to
accessing technology.” Stated differently, knowing English enables people to

navigate and utilize technology effectively as well. As for Eyliil, language learning
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was more than just acquiring a language. Rather, it was a way of life. She added that
learning a language is like “having a second richness,” “having a second soul,” or

“having a human companion.”

While discussing the importance and the widespread use of English by everyone and
everywhere, some teachers were critical of the discourses around globalization. Mila,
for example, touched upon the debates around “whose English” and “which and how
much of it is valid English,” referring to the dynamic nature of language and stressed
the implications for English language teachers and students. She underscored the
criticality of context, the target audience, and choices made depending on the
context, as well as the importance of exposing students to diversity. Mila argued that
fostering literacy, research, and critical thinking skills in HE was essential for
students to make decisions, act, and function autonomously. She also pointed to the

market around ELT throughout Tiirkiye.

According to Pera, “English is not like a foreign language; it is like a language that
everyone should know. It is no longer a plus on a CV, for students or for us.” While
discussing the status of English, she also problematized the discourse around
globalization. Pera believed that it was imposed on people for ulterior motives and
added, “When we say globalization, what we need to understand is being one with
the world, not only with different nations, but with the world in general, with
animals, nature, plants, trees, and other nations.” However, today, globalization
means “capitalism or imperialism, whatever it is. You have to speak English now.
Otherwise, you are not considered a human being.” Under the umbrella of
globalization, she claimed that young people with opportunities submitted to the idea
that they couldn’t realize their dreams without going abroad. Especially with the rise
of online education during the pandemic, the collapse of countries’ economies, and
the search for alternatives, Pera said, learning English to leave the country became
more visible. She stated that the current conditions in Tiirkiye forced students to go
abroad and learn English, of necessity. In brief, teachers highlighted the significance
of English worldwide and the enormous demand for learning it. Pera, however,
asserted that under the aegis of globalization, everyone was required to acquire

English, and being able to speak English was considered a prerequisite for being
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considered human. She reported that everything was in English, including webinars,
free online courses, and opportunities to go abroad, so people were constantly
exposed to English. In addition, through advertisements, they were also exposed to

websites promoting services like Cambly and Grammarly.

Globalization has also affected higher education (HE), promoting the use of a
common language, often English. In line with the importance of the widespread use
of English, teachers’ accounts also revealed their perspectives regarding English-
medium instruction (EMI) policy and its implementation at their university. While
acknowledging the advantages of EMI, such as access to a full range of international
resources, teachers pondered over the reasons why EMI did not work in Tiirkiye,
such as a lack of proper foreign language education in MoNE. They expressed
several concerns regarding insufficient infrastructure or their university’s readiness
for the full implementation of the policy, the language proficiency of students and
teachers, and the lack of collaboration between language teachers and faculty

teachers.

While reflecting critically on EMI, teachers raised concerns regarding the poor
quality of English language teaching in MoNE and students’ lack of readiness when
they started studying at university. For example, Tuna claimed that in the past,
students reached a certain level of proficiency. Then, they could build upon that level
at university. However, he stated, “Secondary education took a big blow between
2006 and 2008, in those 2-3 years.” Eyliil and Zeynep also pointed to what they
viewed as poor quality of foreign language education in MoNE. Eyliil stated that the
English language was regarded “as if it was an elective course.” In a similar vein,
Zeynep argued that, for her, state schools prioritized subjects, like science, over
English classes, making sufficient acquisition of English difficult for students. As a
result, students from those schools always struggled with language learning in their
schools and they were not ready for EMI in their faculties. According to her, not
much progress had been made over the years, and attempts to implement significant

reforms or radical changes to the educational system had failed.

While she recognized the advantages EMI offers, such as being able to follow the

latest research, communicate effectively with foreign companies and master field-
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specific language specific, Mabel also noted the shift in the quality of language
instruction in Tiirkiye. Considering her 25 years of teaching experience, Mabel also
remarked that the bar was very high in the past. Students would complete the
preparatory school with an upper intermediate level, covering all the tenses and
modals. However, she said they could only advance to the intermediate level, pass
the exam, and start their departmental courses. Mabel attributed the shift in the
quality of language instruction to the Bologna Process, which changed everything
related to level descriptors and quality of education. She argued that teachers were
not given any voice, and decisions were made without consulting teachers: “The bar
has been lowered... Decisions were made through the Bologna process, and these
decisions were imposed... We were bringing students to level C, and now you leave
them at A2 or Bl, so what do you expect?” As can be seen in her account, Mabel
expressed frustration regarding lowering educational standards due to the decisions

made through the Bologna process.

In addition to a lack of proper language instruction within the Ministry of National
Education (MoNE), teachers also mentioned the need for more infrastructure and the
lack of readiness at their university for the full implementation of the policy. While
Tuna stressed the importance of being able to read, listen, speak, write, and produce
original content in English, given that most resources are in this language, he also
reported that the academics he spoke to were dissatisfied with the ongoing EMI
policy because of a lack of infrastructure. He stated that EMI had recently been
declared compulsory for engineering departments. His friends in these departments
informed Tuna that professors who could not teach in English “are piling their
master's and undergraduate courses on” them, causing these people to fall behind in
their own research, projects, or articles. In addition, they told Tuna that it was neither
possible nor realistic to provide high-quality instruction in so many English classes.
Therefore, as Tuna claimed, teachers preferred to teach in Turkish but administered
exams in English to preempt any potential complaints. He clarified that while he was
not against EMI, proper and effective implementation of it required research, testing
and evaluation, collaboration among teachers from different disciplines, and
intervention when needed. He reiterated that the university “is a living ecosystem”

and added that success cannot be achieved solely through excessive pressure from
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above or top-down approaches: “Say that you will teach through English, press it
from the top, press it as much as you want. It bursts from somewhere else, and the
system doesn’t work.” In other words, he highlighted that top-down decisions

concerning EMI cannot function properly without support at the grass roots level.

Similarly, while acknowledging the opportunities that EMI offers, like access to a
wide range of international resources, Eyliil noted that EMI was not properly
implemented at their university based on the information she gathered from her
faculty students. She claimed that it diminished after the second year in various
faculties, so international students, including Erasmus students, were often the most
negatively affected. She suggested that preparatory schools offer both academic
English specific to various departments and general English courses. In addition, she
stated that students should receive instruction in their native language during their
first year in their departments, adding: “Once a solid foundation is established,

English-language education can be introduced in the subsequent years.”

Derin also acknowledged the benefits of EMI, including accessing multiple
resources, developing language skills, fostering international agreements, and
bridging different cultures. However, she noted, “It also takes away the right to
education in one’s native language. When you can’t work on concepts or discuss in
your native language, depth is lost, and discussion becomes superficial.” She also
highlighted that due to a lack of pedagogical training and language proficiency,
many teachers, especially those accustomed to “slide teaching” struggle with EMI
since teaching in English requires a shift in teaching, answering questions, managing
the dialogues, and creating interaction. She recounted her insights from the

interviews with those instructors regarding their strategies:

When asked how they proceed, many said, ‘I translate the slides from Turkish
to English. That's all I can do right now because I don't have time to keep up
with all the courses.” This wasn't just one person. It's a widespread issue. It's
all about slide teaching in English, and students are exposed to this without
any depth. This is what EMI means to me.

Zeynep was another teacher who expressed concerns regarding the quality of

language instruction in their school. She asserted that their school was inadequately
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preparing students. Furthermore, she reported that while “faculty teachers’ field-
specific knowledge is impeccable, their command of spoken English may not be
sufficient.” Therefore, she suggested revising the curriculum in their school and
including field-specific vocabulary instruction, which would help students follow
their courses more effectively in their faculties. Like Ipek, Zeynep advocated for
teaching the basics or foundational concepts in Turkish to facilitate their

specialization in their fields.

Mila also drew attention to the importance of language proficiency and claimed that
EMI could be more detrimental than beneficial without appropriate policies. She
asserted that EMI could be a significant obstacle for bright and talented students as
the language barrier could prevent them from specializing in their field and interfere
with their learning process. She cited examples from several Far Eastern countries
that refrained from using EMI and achieved greater scientific success. “If there is a
solid infrastructure, yes, the student can continue in English, but with zero English, I
think the student is at a disadvantage,” she said, emphasizing the criticality of

making well-informed decisions.

Pera also pointed to the infrastructure and reported that while she was in favor of
teaching in the mother tongue, “If the preparation is done in accordance with its
purpose and then continues for four years,” instruction in English could also be
beneficial for internationalization, as “English is a must and there is nothing to do.”
She continued by saying that sometimes, even if you disagree with something, you
still need to be a part of the process to make progress or move things along.
“Sometimes, no matter how much you oppose something, you have to be in that
wheel, and even if you rebel alone, you cannot achieve anything,” she said.
Therefore, she claimed that if the goal is to benefit students and achieve high
standards in a globalizing world, EMI could be an effective approach when it is
properly implemented. However, under these circumstances, Pera claimed that
preparatory schools were no longer valued as much. She also admitted her
disapproval of the current system in preparatory schools and added how EMI was

perceived: “Students don't care, and departments don't care. They actually pretend to
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do so0.” She claimed that even in departments where the medium of instruction was

100% English, EMI did not work properly.

Ipek was another teacher who initially provided the following justification for EMI

before discussing her perspective on its implementation. She said:

There are things like globalization, the removal of borders, partnership
organizations between universities, student exchange programs, staff
mobility, etc.... We live in a multicultural world. A common language is
necessary for these multicultural cultures to come together.

While recognizing the need for EMI, Ipek also shared her reservations and the
shortcomings in its implementation. She suggested delivering instruction in both
English and Turkish simultaneously so that students would have the flexibility to
choose between these languages. In brief, she stated that while EMI should be in
place, “there should be add-ons to the current system.” Mabel was another teacher
who raised concerns regarding the proper implementation of EMI in faculties and
questioned the efficacy of faculty teachers in teaching through English. Just like
Ipek, she also suggested offering instruction in both English and the students’ native
language, Turkish. Considering new technologies and developments, she also
conveyed that perhaps the nature of research might change, and people would likely

discuss different topics soon instead of EMI.

In brief, the teachers were not against EMI. However, they listed the sine qua nons
for quality EMI: Proper language instruction in MoNE and student readiness, solid
infrastructure in HE (including planning, testing, and evaluation), adequate language
proficiency of both students and teachers, collaborations among teachers from

different disciplines, and timely interventions when needed.

4.4. The Space of authoring: Agency

4.4.1. Navigating and Negotiating Positions

As teachers’ stories unfolded, it appears that in addition to the cultural worlds they

inhabited (family, school, and workplace), the positions imposed upon them, their
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teaching philosophies, and their understanding of success and professionalism
significantly influenced how they navigated and negotiated discourses and employed
improvisations. This section first outlines teachers’ perspectives on the positions
imposed upon them. It then delves into the positions they claim, their teaching
philosophies, and their negotiations of the discourses pertaining to being successful
and professional, which sheds light on their beliefs and values and guides their

decisions, stances, and actions.

4.4.1.2. Navigating Positions Imposed

Teachers’ stories revealed that, especially after the university’s designation as a
research university, the positions imposed on them have undergone significant
changes, reflecting broader political, social, and economic shifts. In line with their
accounts, teachers were expected to align their practices with the competitive ethos
that pervaded the current milieu. The administration wanted teachers to pursue post-
graduate degrees and voiced this during the staff meetings following the university’s
transformation into a research university. Teachers were expected to conduct
research, enhance the university’s reputation and rankings, increase their
performance and outputs, and provide tangible evidence. In such a context, teachers
reported that teacher quality was often questioned, and they were held responsible

for failures.

Regarding the demand for post-graduate studies, Eyliil, for example, mentioned that
the university and school administration expressed their desire for teachers to pursue
MA and PhD degrees, conduct research, and gain visibility within the university. She
described this as a form of “marketing,” as they were expected to promote their
achievements actively. In addition to the academic expectations, Mila also focused
on the trend towards measurable success: “Currently, there is a somewhat greater
focus on success rather than belonging, like there should be an achievement, at least
this much, standard and easier to measure.” She also shared the language frequently
used by the administration in the school, describing that as “a demand”: “There was
a demand for a post-graduate degree.” Nevertheless, she said, these discourses, “do

an MA,” “do a PhD,” and “do research,” encouraged teachers and fostered agency.
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Unlike Mila, Zeynep considered that such discourses scared teachers of her
generation, believing it would be hard to pursue these programs at this stage in their
careers. She noted that that shift towards becoming a research university created a
sense of unease among teachers who did not have these degrees. Some feared they
would be fired: “Those who don't have that kind of work are afraid, you know,
whether they might send them away from this department in the future because it is a
research university. I believe people are in complete panic.” Zeynep also said this
discourse was everywhere: “Since we are not face-to-face, it is always like that,
through word of mouth, on the computer, in meetings, here and there.” Highlighting
the teachers striving to excel in their profession and develop themselves without
pursuing an MA or PhD, she also believed that it was not so easy for teachers of her

age to start such degree programs.

Teachers also problematized the discourses around teacher effectiveness and
critically examined how they were positioned by the administration. As their stories
illustrated, while prioritizing students’ rights, the administration trivialized teachers’
roles and questioned their efficacy, which was also perceived as a constraint by
teachers, as previously discussed. Zeynep, for example, described her interpretation
of how the university administration perceived teachers and their roles. She drew
attention to the university administrators’ continual display of “dissatisfaction” with
teachers and their subtle messages during meetings, which accounted for the
uneasiness among staff. When asked to elaborate on the discourses used, she
problematized the tendency to scapegoat teachers, to blame them for being
inadequate or lacking qualifications, and to question only teachers but not students,

the education system, or circumstances in Tirkiye:

What do they mean by this? Is it our teaching quality, implying our inability
to teach? Are we considered inadequate? Are our teaching methods incorrect?
The quality of students here is never questioned. What students bring to
classes is never questioned. The circumstances in Tirkiye are never
questioned. The extent to which the education system has deteriorated is
never questioned. The last stop is being questioned. We are the final point of
scrutiny.

In brief, Zeynep argued that since teachers represented the final stage in the

education system, they were scrutinized for their inability to teach students English
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effectively and thus blamed for “the low quality” in the school. Although everyone at
school was making an effort, as Zeynep claimed, the school did not appreciate it at
all. On the contrary, she said, “All the criticism is directed at us. We are the ones
who put in all the effort, but there is no appreciation in any way; we appreciate
ourselves. We encourage each other. There is a feeling of worthlessness.” Similarly,
Mabel also highlighted the university administration’s attitudes towards the teachers

in Snowdrop:

They always see us as those who resist change, don't want to work, and are
lazy. The administration even mentioned this in the meeting. Our school
received zeroes on most of the performance criteria. They claim we can’t
teach because we are too comfortable at work and work unwillingly.

Mabel also pointed out that teachers were labeled as lazy and scapegoated: “I think
there is an image being created that we are not making an effort and that we are lazy;
this image is being perpetuated,” she explained, suggesting that it serves to identify
teachers as scapegoats for the failures of new practices and policies. In addition, she

mentioned that the teachers were criticized for not keeping up with the changes.

When Tuna critically reflected on the notion of “a research university,” he asked,
“Do you know what a research university means to us? It comes with university
criteria.” He claimed that, without enough infrastructure to support the staff, “the
system is purely number-oriented and does not value quality at all, so the burden on
teachers increases, making it even more challenging to navigate. Under these
circumstances, like Mabel, Tuna also reported that the administration constantly
blamed teachers for not producing enough. He echoed an administrator’s repeated

remarks: “You don't produce anything. You don't do anything.”

Tuna also emphasized that when teachers requested resources, the administration
scolded them or ignored their concerns. Despite the school being a research
university and recent emphasis on pursuing MA and PhD degrees, he mentioned that
there was also another discourse within the university about the role of a lecturer in
Snowdrop: “Lecturer, your job is to teach,” “Go and give your lectures,” “No need

for research.” According to him, teachers were positioned as mere grammar teachers
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by the university administration. He stated that while he had ideas for various
projects, he was unable to implement them due to a lack of support. As a result, he

chose to step back and sought to create spaces outside the school.

Focusing on the status of teaching and teachers, Pera claimed that the rise of private
schools was likely to be responsible for the profession’s declining reputation. To
illustrate this, she gave an example of her friend’s experience working as a teacher in
a private school. For instance, if a student receives a low grade, the principal is
notified, and the teacher is asked to fix the grade to avoid any trouble, resulting in a
severe loss of reputation, as she claimed. Similarly, Derin emphasized the decline in
the teaching profession’s status. She stated that while mentioning one’s profession as
a teacher often elicits trust, “the prevailing view is that if you don’t score well
enough elsewhere, you become a teacher, and this mindset is deeply ingrained.”
Eyliil conveyed that teachers’ salaries should be improved to enhance their status,
which, in turn, would elevate the quality of instruction offered. Similarly, Mabel

believes that teachers do not have the reputation they used to have.

In brief, teachers’ accounts revealed that despite the top-down demand for academic
work, they were positioned as grammar teachers by the university administration.
According to them, their attempts to go beyond teaching grammar and engage in
academic studies were neglected by the university administration. For example, Tuna
highlighted his dual role as both a researcher generating knowledge and introducing
new perspectives as well as a practitioner. However, he felt that his efforts to pursue
academic studies were ignored. Rather than being recognized as researchers or
language teachers, teachers felt they were seen solely as grammar teachers.
Similarly, Mabel reflected on how teachers were perceived by the university
administration: “Here, in general, we are not considered academic staff because we
do not conduct academic studies. We did not even have a vote in the election of
rectors.” She then discussed the status of academics in Tiirkiye, noting that the media
often highlights their salaries, which can lead to an image of them struggling. While
she acknowledged the continued importance of language teaching, she expressed

uncertainty about whether being a teacher is still valued in society.
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In a similar vein, ipek explained how they were seen by the university faculty
members: “Neither the lecturers in the department consider us one of them, nor does
the national education system. We don’t have any connection to the MoNE anyway.
We seem to be caught in the middle, stuck in the air.” She also pointed out that, even
as teachers, they did not know exactly where they stood, and various job descriptions
could be applied to them. She continued by emphasizing the need for everyone to
understand their role and stance. She added, “We are in this period of change, a
period of confusion. We are in such a muddy period, but I hope it will transition to a
better system in the end. I hope. I won't see it, but I hope so.” Despite the challenges,
she remained optimistic about the future, although she acknowledged that change

would not come easily.

In line with the framework of Figured Worlds, it can be interpreted that positions
imposed on teachers reflect the figured worlds of people within school and university
administrations and society at large. These figured worlds are shaped by their values,
cultural narratives, and discourses, which influence their perceptions regarding their
own roles and the roles they assign to teachers. As teachers asserted, being a research
university altered the priorities in the school and required a greater focus on and
dedication to research endeavors, regardless of funding availability. However, at the
same time, they were also compelled to assume the identity of a teacher who
exclusively taught grammar rather than engaging in research. While teachers were
expected to pursue post-graduate degrees, they were also branded as lazy grammar
teachers who were readily held accountable for the failures of practices. Teachers’
narratives suggest that they needed to navigate the demands of teaching and research
amidst these conflicting expectations. In doing so, they also faced criticism and were

often scapegoated, making their jobs even more challenging.

4.4.1.3. Positions Claimed and Teaching Philosophies

Teachers’ stories uncovered that they did not accept all the positions offered or
imposed upon them. They often referred to their teaching philosophies while
positioning themselves and justifying their decisions both inside and outside their

classes. They described their understandings of teaching and language teaching, as
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well as the role of a teacher in HE, shedding light on their beliefs, values, decisions,
and stances in the profession. In addition to their current images, they reflected on
their future images, which encompass their aspirations and career plans influenced

by their past and current experiences.

Despite being labeled as lazy, teachers like Derin, Eyliil, Zeynep, Tuna, and Ipek
positioned themselves as lifelong learners, and Pera and Mila emphasized how
learning makes them content. Derin conveyed that “lifelong learning reflects my
character very well” while elaborating on her passion for learning. She
acknowledged how her involvement in research and projects fueled her passion and
enthusiasm for lifelong learning. Zeynep also stressed her never-ending curiosity and
excitement about learning new things. Similarly, prioritizing his enthusiasm for
active learning, Tuna identified as an academic, rejecting the idea of being a teacher

“in the traditional sense.”

Derin noted that teaching is the world’s most beautiful and sacred profession.
Teachers touch the human soul and change the human brain, and she added, “We are
architects.” Acknowledging the sanctity and transformative power of teaching, Derin
recalled Atatiirk’s statement during the Turkish War of Independence about the
importance of teachers. He asked to enlist everyone for the war but continued:
“Leave the teachers to me; I will need them later when we win this war.” In her
reflection, Derin found profound inspiration in Atatiirk’s declaration that regarded
teachers as essential to the future of the Turkish Republic, highlighting how Atatiirk
positioned teachers not just as educators but as key architects in reconstructing the

nation after the war.

Regarding language teaching, Derin stated that the profession is dynamic, open to
exploration, and colorful. According to her, language teachers are optimistic, open-
minded people with “more cognitive flexibility, thinking about and viewing things
from different angles.” She also stated that a teacher in HE is assigned the role of
producing knowledge, serving as a role model for students with her clothing, posture,
questions, and words, and cultivating a generation that prioritizes learning and makes

democracy, justice, and equality a central part of their lives. She conveyed that her
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teaching philosophy was based on promoting happiness and exploration. While
making students happy in class is important, it is not the teacher’s duty to entertain
students: “The teacher's job is not to puppet like that, not to entertain like that.” She
also stressed the importance of laughing, joking, enjoying, exploring, endeavoring to
surmount obstacles, and fostering curiosity. She emphasized that rather than the mere
transmission of knowledge, teaching should be considered a mutual learning
experience: “Let's throw a ball back and forth. Like playing volleyball, I'll throw it to
you, you'll throw it to me. I'll try to catch the ball you drop, but the game will
continue. I'll have fun, too.” She contended that her role as a language teacher
extended well beyond teaching grammar and vocabulary. She was also an educator
who could influence a student’s stance, positioning herself as “a bit of a change
maker.” She stated that she started considering who would benefit from a top-down

request, highlighting the importance of critical pedagogy.

Derin argued that the guiding principles in her teaching philosophy have stayed the
same, and her excitement for teaching has always remained, but she acknowledged
the changes in her teaching strategies. For example, Derin told me that in her initial
years of teaching, L1 was never allowed in classes, and she was very strict about this
rule, too, adding, “Now I think I don't need to be this strict. The world is now talking
about translanguaging methods and fluid transitions between languages. My
understanding may have changed in that sense.” She also noted that back then, she
was more conformist and did her best to comply with the school policies because she
was trying to position herself within the community and feel a sense of belonging.
She reported that she had tried to prove herself to herself for the first seven years and

then to the outer world:

To see my work approved by the teacher community. You see that your
acceptance rate is increasing and increasing, you reach saturation, and then
you say, ‘Yes, | am doing this job well.” Okay, but then you say, how can I
make it unique? You want to give it an individual touch.

Derin recalled those years and stated that the university had its own traditions and
she was trying to understand those rules. For example, she observed senior teachers,

including their dressing styles, to see what was expected of her as a teacher and

added:
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I was more conformist in the initial years of my career, and I accept that. This
was a concern then because we were trying to position ourselves. I was
naturally worried about complying with the social codes of the environment
because I needed to develop a sense of belonging there. Ultimately, I needed
to be with them.

In other words, as a novice teacher, she wanted to be integrated into the community
she served, which also shaped her teaching philosophy. She then reflected on her
current teacher self and admitted that she validated herself in everyone’s eyes. Derin
regarded herself as a mentor and facilitator guiding group activities, encouraging
students to research the given topics, and asking them to search for information
online and share their findings. She also stressed that she alternated between
different positions or roles to avoid dominating the interaction and to foster a
positive learning environment. She considered herself optimistic and patient and
expressed the importance of inspiration in teaching and learning. She highlighted that
her role went beyond teaching English. It also involved incorporating culture into
language teaching and fostering cultural awareness. She positioned herself as a
researcher and producer of knowledge, emphasizing her sense of responsibility and
desire to contribute to society. Therefore, she added that since she could not find a
space in her school, she decided to engage in voluntary activities outside the school.
While describing her teaching philosophy, she stressed the significance of personal
stories, passion, and emotions in teaching. She recounted a tour experience in which
she asked the guide to share personal experiences and stories, not only facts, and
noted that the guide made her tour memorable through heartfelt stories. Throughout
the interviews, she expressed her deep admiration for Atatiirk and described how the
ideals of her role model also influenced her perception of a teacher. As for her future
image or aspirations, she expressed her desire to have a colorful and dynamic career
with new opportunities to make a unique impact every day. After portraying her
future image, she admitted that he was not sure how long she could continue

teaching in her school:

Strong, inquisitive, able to produce immediate results and solutions
immediately, always carrying science with me in every step. However, I'm
not sure how well this aligns with the current environment here. I feel sad to
say this because it is my home, but I may need to leave the nest. The
conditions are challenging. I have untapped potential that other institutions
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have recognized and appreciated. Yet, when I return to my institution, I don't
know. It's different. I always find myself struggling.

Her account revealed that she was fully aware of the challenges she experienced in
her workplace and the constraints that blocked her space of authoring. She did,
however, prioritize her aspirations and sense of agency. She clarified that she would

not compromise on them and would leave her beloved school if necessary.

While explaining her understanding of the profession, Zeynep said: “You learn to
empathize with other cultures,” which fosters tolerance, empathy, and flexibility.
Humility and maturity should grow as you gain knowledge, she said. According to
her, language teachers are often approached either to ask for assistance with a
neighbor’s child’s homework or for advice related to attending English courses. She
expressed how much she enjoyed teaching English and stressed her efforts to ensure
that she had fun, too. She wanted to make language learning seem simple and noted
that it should extend beyond passing the exams. She stressed the importance of
establishing rapport with students and caring as central to her teaching philosophy.
She conveyed that the essence of her philosophy went beyond language teaching. It
involved establishing a genuine emotional connection with students by inquiring
about their well-being with a smile and reaching out to them when they had a
problem. “Professional ethics always come first,” she said, highlighting the
importance of conscience in her role. In addition, she described her interpretation of
being a teacher as “being able to change someone's life, to make a difference in
someone's life.” She frequently emphasized her role as a mentor. In the last
interview, Zeynep, who had previously expressed her love of teaching and fear of
retirement because of its symbolic removal of her “cloak,” reported that she was
considering taking an unpaid leave to relax during the transition back to face-to-face
education with limited resources. As for her future image, Zeynep conveyed that
after retirement, she did not intend to work in private schools, as their expectations
did not align with her beliefs. She expressed her desire to work with children in
kindergartens or nurseries voluntarily after receiving some training in teaching young

learners: “I feel like I'm jumping around among such children, kindergarten and
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nursery children. I could work in the voluntary state, again in kindergartens. I had

never articulated this until you asked. It just came out suddenly, like “poof™.”

In contrast to the administration positioning them solely as grammar teachers, Ipek
emphasized the importance of sparking curiosity and creating a learning environment
that integrates all four skills. She emphasized her commitment to providing
meaningful learning opportunities through engaging activities and mentoring
students in their language learning journeys. She also stressed the importance of
incorporating culture into language instruction. Like Derin, Ipek also pointed to the
change in her teaching philosophy. Initially, she minimized the use L1 in her first
classes. However, she later embraced it, acknowledging, “Using your native
language is also an advantage, and it is necessary.” Furthermore, in her first years,
Ipek reported feeling uneasy in class due to a fear of making mistakes. Over time,
however, she realized that the most important thing for a student is feeling
comfortable with their teacher. If students do not feel at ease, they may hesitate to
ask questions, and the teacher might not fully grasp their concerns. Therefore, she
prioritized establishing rapport with her students. It is significant to note that she
acknowledged the challenges of implementing these ideas in the online teaching
context. She highlighted the infrastructural problems and recognized that they
impeded the creation of a learning environment where students could fully utilize all
four skills, for example. In fact, during the last interview, she noticed a shift in her
current interpretation of her experiences, role, and profession. She mentioned how
students were resistant to online education and how she felt her space was taken
away since no students or only a few showed up but did not speak throughout the
classes, making her feel like a “schizophrenic.” She continued, “To be honest, Pinar,
after all these years, I am going through the worst period of my life as a teacher.”
Like Zeynep, who considered taking unpaid leave, ipek described that period as the
worst. Regarding her career goal, Ipek expressed her desire to complete her post-
graduate degree and offer courses where she could incorporate literature and culture
into her teaching practice. In the future, she envisioned working as a hybrid English
language teacher, offering both online and in-person instruction. Teachers’ stories
revealed that while striving to reconcile their teaching philosophies with the realities

of their classes and schools during and following online education, even the
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committed teachers felt frustrated. However, they found places on the margins where

they could keep their improvisations.

Eyliil associated being a teacher with identity and belonging, rather than viewing it
solely as a career, and described teaching as a lifestyle. While discussing her
teaching philosophy, she emphasized the importance of teaching to the point, being
active, treating all her students fairly, taking responsibility, maintaining consistency,
and selecting appropriate materials and teaching methods. She noted her
commitment to taking individual differences into consideration in her teaching,
stressed the significance of setting a positive example for students ,and positioned
herself as a good guide and mentor in that regard. She reported how much she valued
informing students about the advantages of language learning and that doing so is
one way to achieve personal fulfilment. She shared her motto, “Honesty sets you
free,” and emphasized that considering her power as a teacher, she should not abuse

her position.

Eyliil acknowledged that, with age, she had developed stronger critical thinking
skills and become more open to criticism. As for the change in her teaching
philosophy, she stated that while it hadn’t changed much, the students or the
generation and essential skills had, in response to the major life changes due to the
pandemic. Therefore, like Ipek, Eyliil also found it challenging to implement her
teaching philosophy effectively during online education. While teaching online, she
acknowledged that the limited time and the necessity to prepare students for exams
were challenging. According to her, technical issues she encountered every day
further impeded her ability to teach as she wished. As for her aspirations, she
planned to complete her post-graduate degree program and further her studies in her

field of interest.

Mabel was another teacher whose narratives contradicted the positions imposed upon
teachers. She conveyed that language teaching requires critical thinking, as it entails
examining your own language and perspectives, as well as the ability to be open-

minded and accept things as they are:
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You accept some rules from the beginning, such as why the word contains
those letters. You don't question it; you take life as it is. Your perspective has
to be broad; you try to understand another world. When you teach a language,
you review your language, your mentality, all over again because even
explaining the difference between two words, or the synonyms, for example,
requires you to think and weigh many concepts simultaneously. Learning or
teaching a language always require you to analyze the world as a text.

Mabel prioritized a trait in her teaching philosophy that she had gained through
experience: flexibility. She noted that she valued adaptability and the use of multiple
resources when needed, adding: “I have never believed that a single approach could
handle everything.” While acknowledging that the curriculum may restrict teachers’
freedom, she also stated that she did not feel overly constrained. She conveyed that if
there were more flexibility in the curriculum, she would reorder the language points
to be covered, such as teaching passive voice earlier. She positioned herself as a
successful teacher in terms of fair assessment of students and interpreted her role as a
teacher who values making a positive impact on students’ lives. While reflecting on
her teaching philosophy, she recalled a critical incident in her life or a “life lesson.”
While writing her thesis at university, she needed a break as she had a very chaotic
private life, but her teacher responded: “Your thesis will be on the shelf with my
signature underneath. You, the students, are always thinking about yourselves. What
about the prestige of the teacher?” Mabel described that moment as enlightening and

considered it a principle to adopt in her career, as well.

Just like Mila, who did not expect any incentives, Mabel also pointed to the
significance of personal satisfaction in her role beyond any material rewards, adding,
“There are things other than money that we care about in this profession. Otherwise,
we wouldn't have chosen it.” As for her aspirations, she hoped to become more
proficient with digital tools and to conduct lessons where they could allocate more

time to focus on productive skills.

Pera described the English language teachers in her figured world as people dressing
well and reading, watching, listening, and having some knowledge of the films,
books, and research in that language. Then, she elaborated on her teaching

philosophy. She argued that learning a language should be customized to students’
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needs instead of following a standardized curriculum and imposing language
education without genuine demand. She noted how much she valued creating an
environment where students could discover the reason for their language learning

and arousing curiosity about different cultures, adding:

I want to learn another language, like German, because I want to read the
original texts. This curiosity might create a need for learning, not by imposing
on you how important it is to learn a language starting from primary school,
otherwise you can't find a job or go abroad, but by inspiring curiosity about
different cultures

Pera reported that without concrete needs, saying that you would take the student
from level Al, implement the curriculum, and raise the level to B1 “is entirely the
imposition of a capitalist system.” Under these circumstances, she also pointed out
that her perspective on life, including teaching and learning, was based on a critical
approach and critical pedagogy. She emphasized the significance of questioning
everything, contrary to what they had been taught. Like other teachers, including
Derin, Zeynep, and Eyliil, Pera also pointed to her role going beyond language
teaching and her desire to be a role model, both as a human being and a teacher.
With some background in administration, she also shared her perspective of her
experience. She had observed that some teachers wanted to contribute to the school,
but they had been blocked and some others had been given some privileges. She
aimed to address these problems and ensure fair distribution of resources but
admitted struggling with the challenges. She said, “If there is a privilege, it should be
distributed fairly, and if there is a burden, a workload, or a problem, it should be
shared. I tried for this alone, but most of the time, I hit the wall.” Despite her sense of
failure in her role, she also acknowledged the positive impact of this experience,
calling that an evolutionary phase in her teaching philosophy. In this transformative
journey, she claimed to have shifted from a rigid role of monitoring teachers to
ensure that they started and finished their classes on time and avoided using L1 to a
more flexible one. She also expressed her self-confidence and courage while making
decisions in class: “I can justify what I am doing scientifically, academically,
personally, psychologically, sociologically. As Freire said, I am a brave teacher

now.” She envisioned herself as a lively, energetic, and enthusiastic teacher teaching
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English through life-related topics and encouraging interaction with the outside
world. She expressed that after getting a post-graduate degree, she planned to go

abroad and work on some projects there.

Mila considered teaching a very enjoyable and cool job and “satisfying in a spiritual
sense.” As for her teaching philosophy, she stressed the importance of making
learning fun, fostering critical thinking skills, and serving as a role model in her
communication with her students. She conveyed that language teaching should be
based on the needs of the students, support skill development for real-life tasks, and
promote student responsibility in the learning process. She acknowledged that she
had felt more competent as a teacher during the first interview, but as she gained
more experience and awareness of her options, she began to realize that her teacher

identity would continue to evolve:

The more I learned, the more I realized there were alternatives, leading to a
shift in my identity as a teacher. In the next five years, I envision becoming
an even more different teacher, providing enhanced critical thinking,
conducting more research, and offering more guidance. I feel competent
enough to make more changes within the institution.

Moreover, Mila considered that she was more rigid on certain matters in the past and
added: “I think I feared that my boundaries would be pushed.” She reported
embracing a more flexible mindset. Regarding her aspirations, she planned to further

her studies on her thesis topic.

Throughout the interviews, Tuna positioned himself as an academic, and just like
Derin and Zeynep, he emphasized her role as a change-maker. He also described
how he paved the way for other teachers wishing to pursue academic careers.
Regarding his teaching philosophy, Tuna reflected critically on the contextual factors
and how they reshaped his perceptions. For example, he expressed concerns
regarding the curriculum and stressed various academic standards and assessment
issues. Citing the British Council report on Turkish Higher Education, progression
from one level to another, such as Al to A2, required approximately 200 hours of

teaching. In this case, he claimed it was not feasible to start at A1 and reach B2. If it
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were, students would have no trouble taking TOEFL or IELTS and scoring ninety
out of a hundred and twenty, which he argued was impossible. According to him,
this implied that they were deceiving themselves. In brief, he highlighted the
discrepancy between the field-related reports he read and the curriculum they
followed, explaining why many teachers chose to cover new material, make
improvisations, and teach beyond the prescribed program and coursebook. He
asserted that until research is conducted, and a curriculum is developed based on
academic studies, teachers should go beyond the curriculum offerings, saying: “We

should not be satisfied with our program. We should not compromise with it.”

Tuna also maintained that he experienced challenges and constraints while critically
reflecting on his teaching philosophy and its implementation in school. He noted that
academic structures needed to be developed to enable teachers to raise the quality of
instruction, conduct research and projects without hindrance, and enhance their
school environment. His desire to learn more was growing, and his interpretation of
practices and policies in the school had been evolving. For example, he became more
aware of the economic considerations influencing coursebook selections. After
underlining the criticality of integrity and consistency in academic and personal
endeavors, Tuna envisioned a future in which he prioritized integrity over temporary
gains. In brief, Tuna conveyed that he would not compromise his integrity in the
future and believed that his family background would continue to guide him in
upholding ethical standards. This background would also help him distance himself

from unethical or unjust practices like nepotism and favoritism.

Teachers’ accounts showed that as they gained more experience and confidence,
their philosophies evolved over time while maintaining the foundational values and
principles. As their accounts unfolded, it also appeared that teachers reinterpreted the
positions and practices imposed through their role beliefs and teaching philosophies
shaped by the critical events and cultural values in the figured worlds they had
occupied. For example, Tuna posited that he was expected not to question practices
and policies in the school but to become compliant. However, the routines in his
figured world of family or his critical conversations with his grandfather shaped the

way he took stances and problematized discourses that did not align with his beliefs.
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Moreover, as a teacher raised in a family that cultivated ethics, he navigated and
rejected the unethical practices in the school. Sometimes, teachers reported accepting
the top-down demands to foster their sense of belonging to a community and become
a part of it. For example, they avoided L1 in the classroom. However, later, their
experiences in their classes and readings helped them reinterpret the imposed

practice and improvise it.

In line with the framework of Figured Worlds, it can be interpreted that some
positions or roles were imposed on teachers through documents and institutional
discourses, and they emphasized the priorities of school administrations and
policymakers, which were influenced by the quality assurance and accreditation
processes in the school, as well as the neoliberal discourses prevalent in the world.
However, teachers had their own figured worlds shaped by their own experiences,
beliefs and values, which caused them to perceive their roles differently. In other
words, some imposed roles or expectations did not align with the roles teachers
claimed for themselves. For example, teachers branded as lazy or inadequate by the
administration did not see themselves as so. On the contrary, they were bothered by
the dearth of opportunities to demonstrate their potential for impact. Negative labels
imposed by the administration did not align with teachers’ positionings. Derin, for
example, positioned herself as a teacher who follows in the footsteps of Atatiirk and
an architect who reconstructs society. However, it is also worth noting that even
teachers who described themselves as eager to contribute to their school were
sometimes constrained by the systemic challenges and the misalignments between
the imposed roles and the roles teachers claimed for themselves. In other words,

these discrepancies created tensions as they navigated and negotiated their positions.

4.4.1.4. Negotiating Discourses: Being Professional and Being Successful

Amidst shifting expectations and priorities, being professional and successful were
two critical discourses teachers had to navigate and negotiate. Their perspectives on
these discourses revealed their ideas about what constitutes and what qualifies a
teacher to be professional. Upon explaining their interpretations of these discourses,

influenced by the prevailing expectations and norms within social and cultural
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worlds, they positioned themselves or expressed their self-perceptions of
professionalism by aligning their identities and practices with particular figured

worlds.

For Derin, being professional encompasses discipline, internal discipline, work ethic
and principled behavior, morality, respect, and a genuine passion for one’s work. It is
defined as “teaching very well even when no one is observing” or integrity. She
acknowledged feeling professional and remarked that she approached every task with

unwavering discipline, thinking it would reflect her identity.

According to Ipek, being professional entails being an expert in your field and doing
your best. She highlighted the importance of morality, values, self-discipline, and
pedagogical knowledge. Like Derin, she also noted the need to manage tasks and
perform your job properly without external control. She explained that as a teacher,
you have freedom in your classroom as the space is yours, and added, “There are 20
students whose lives you can change. If you are earning money for this, then you
need to do your job very well.” She concluded that she considers herself to be

professional.

When asked to clarify the meaning of being professional, Eyliil questioned herself,
asking, “Am I professional?” She initially answered, “No, I’'m not.” She then
expounded on it, and as she defined being professional, she also reconstructed her
interpretation and positioning: “I try to improve my knowledge, skills, and attitudes.
Being able to engage in self-criticism. I am capable of self-criticism... Working on
refining teaching methods and techniques.” As can be seen, she did not consider
herself to be professional at first, but as she reconstructed her experiences and
observations, she redefined her interpretation, shifted her stance, and occupied a

different space.

Pera began by offering “a classical definition” of professionalism, which entails
being an expert in one’s field, earning a living from it, and being able to respond to
inquiries. As Eyliil mentioned, it also encompasses engaging in self-criticism and

self-reflection. Recalling her teachers who had influenced her life, she defined
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professionalism as “increasing the number of students I communicate with, reach,
positively impact, and change their perspectives.” Her understanding of
professionalism also includes being open to development. She concluded that she did
not yet feel fully professional, as it also depends on the extent of her positive impact

on her students.

According to Zeynep, being professional entails self-improvement and being calm
and prepared, especially when things go wrong. Like Eyliil, Zeynep admitted that she
did not feel professional yet, pointing to areas for improvement, such as time
management. She stated, “Our emotions are very much at the forefront,” which can
divert attention from a professional point of view. Similarly, Mabel also noted that
what people refer to as professionalism- such as closing the door and leaving
problems outside- is sometimes challenging: “Life has many facets. I can’t become a
teacher who completely detaches from these aspects of life.” In other words, she
highlighted the complexity of maintaining the balance between personal life and

professional responsibilities.

Tuna’s account showed that he perceives being professional as conducting research,
learning from other disciplines, collaborating and co-publishing, and teaching. Mila
was another teacher who stressed collaboration over individual development in her
explanation of professional development. She noted that she was progressing when

asked whether she felt professional.

In summary, teachers’ definitions of being professional encompass personal
responsibility or accountability regardless of supervision or external observation,
upholding integrity, and demonstrating passion for one’s work. Being professional
also involves proficiency in one’s area of specialization while seeking to expand
expertise and make a positive impact on students. Self-discipline and self-criticism
are other hallmarks of professionalism. Additionally, carrying out research,
collaborating with others and staying abreast of new developments in the field are

crucial components of teacher professionalism.

Being successful was another discourse teachers critically reflected on, citing

specific moments when they felt successful in their classes. Derin defined a
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successful teacher as one who “ignites students’ passion” for their work and then
described a moment when she felt successful due to her impact on a student’s life.
She once had a student who did not know English but was highly motivated to
improve. When Derin noticed his enthusiasm and effort, she gave him additional
tasks and even arranged a scholarship for an English course. She noted with pride
that “He is the coordinator of a big company, overseeing not only Tiirkiye but also
the entire Mediterranean region.” She mentioned that they still maintain contact, and
she looked genuinely pleased while describing these moments and expressing pride

in contributing to his success.

Ipek asserted that, in addition to having a strong command of the subject and
communicating well with students, a successful teacher should make a positive
impact on students’ lives. She also underscored the importance of good character and
flexibility. She expressed pleasure in seeing students produce something meaningful.
She recalled a student who was initially shy and barely spoke in class. During a
coordinator’s observation, she noticed that the student began to speak fluently: “I
saw myself in her while she was speaking. I felt very successful at that moment.
When I suddenly saw that shy girl relax and speak fluently in English, I felt truly

successful.”

Like Ipek, Mabel also expressed her happiness at seeing her students talk to each
other or produce meaningful work in English. She found the writing and speaking
classes more fulfilling, thinking that observing students’ progress was easier in these
areas. In reading, she reported feeling content when she noticed students employing
the strategies she had taught them, such as using synonyms and paraphrasing. In
addition, she noted that teachers feel pleased when they can assist a struggling
student or when a silent student attempts to respond and participate in activities.
Mabel argued that if students enjoy the course even when they receive low grades,
this can be considered a success. She added that teachers can be successful if they
foster student autonomy: “Success doesn’t necessarily mean that students have to get
good grades or achieve the highest grades... We are successful teachers as long as we

can teach children how to learn.”
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Pera underscored the importance of being aware of students’ weaknesses and guiding
students properly, stressing the role of an English language teacher beyond mere
teaching. Her portrayal of a successful teacher included the following characteristics:
self-criticism, reflection, bravery -citing Freire-, flexibility, foresight, risk-taking,
inclusiveness, and perseverance. She recalled a moment when her students resisted a
project she had assigned, coming to her office in tears. Thinking that a teacher should
be a risk-taker, she did not give up and maintained her stance. At the end of the
project, the students thanked her for including them in the project, as it allowed them
to collaborate with people in different countries and alleviated their loneliness,
especially during the pandemic. She added: “I’m sure it has contributed to their lives.
That's enough for me for the rest of my life.” As can be seen, she described how
making a positive impact on students’ lives helped her feel successful. According to
Eyliil, a successful teacher should have a purpose, inspire others, exhibit positive
behaviors, have a sense of humor, possess good communication skills, be sincere,
enjoy their job, provide emotional support for students, create a positive learning
environment, and never give up on their students. As her account unfolded, it
appeared that her portrayal of a successful teacher was shaped by the needs of the
little girl she once was and what she felt her teacher lacked. She defined being
successful as meeting these needs or compensating for the shortcomings she had

experienced in primary school.

For Zeynep, in addition to loving teaching and having a strong command of the
subject, a successful teacher should be organized and flexible, plan effectively, and
exhibit affection and care. Regarding her own teaching experience, she stated that
she enjoyed seeing students engage and have fun while learning English, although
she admitted that she was somewhat disorganized. Mila believed that a successful
teacher should inspire students, unleash their potential, and perform work with love.

She claimed that successful teaching goes beyond mere instruction, adding:

A student can watch the TV series Friends and learn English at the same
time. There are Kahoots, digital programs, and opportunities to practice with
foreigners. I think the difference between being a teacher and a good teacher
is about highlighting the human element. Being present there, guiding and
helping students to unlock their potential...
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Mila clarified that she feels successful when students learn and have fun at the same
time. Tuna stressed the importance of contextual factors while elaborating on what
makes a teacher successful. He noted that successful teachers should pursue lifelong
learning but clarified that effective teaching and continuous professional
development require ideal working conditions. For example, he recalled his friend
teaching 58 hours a week at a university, in addition to language classes on
weekends, and described his frustration of expecting too much of teachers and
unrealistic expectations placed on them under such circumstances: “It's such a
vicious circle, failing to provide the necessary conditions for the teacher to be
successful, letting her fail in those conditions, and then, when she fails, saying: ‘Oh,
you failed, you're lying down anyway, you're unambitious anyway.’” Therefore, he
suggested that we all gather, consider these issues, carry out research, and publish
findings, adding: “Since your thesis is directly related to these discussions, I liked
your idea very much, and it will make for a very nice thesis.” As for a moment when
he felt successful, he conveyed that based on his professional experience and
achievements, he enjoyed setting aside the program and teaching extracurricular

activities tailored to students’ level.

In summary, being successful encompasses inspiring students, fostering a positive
learning environment and meaningful learning experiences, and making a positive
impact on students’ lives. Their definitions also highlight the importance of

flexibility, support for students, and ongoing professional development.

Through the lens of Figured Worlds Theory, teachers’ perceptions of successful
teachers were shaped by their experiences and relationships with their teachers in
their figured worlds of schools. Positive interactions with role models could result in
the development of characteristics that define a successful teacher. For example,
Derin and Pera, whose career trajectories were highly influenced by their teachers,
highlighted the importance of making a positive impact on students’ lives. Moreover,
Mila, greatly inspired by her university teacher, characterized a successful teacher as

someone who inspires others.

Conversely, teachers who had negative experiences with their teachers in their

figured worlds of schools developed their images of successful teachers based on
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traits they wanted to avoid. For example, Eyliil, who perceived violence in primary
school, defined a successful teacher as someone who exhibits positive behavior and
strong communication skills, fosters a positive learning environment, and provides
emotional support. Likewise, Ipek, who experienced aggression from her primary
school teacher, emphasized the importance of communicating well with students,
making a positive impact on their lives, possessing good character, and being
flexible. In brief, teachers voiced the positive traits they admired in their role models
while defining a successful teacher. They also stressed the undesirable traits they
encountered in their teachers and reconstructed their definitions of a successful

teacher based on traits to be avoided.

4.4.2. Making “Liberating” Worlds

Analyses of teachers’ narratives uncovered that teachers engaged in improvisations
as they navigated the complexities of their social spaces. They adjusted their
pedagogical decisions inside their classes and agentic orientations in the
organizational processes of their working context. Additionally, when they felt
constrained within the school, they created liberating worlds outside their school to

keep breathing.

4.4.2.1. Crafting New Worlds: Agency in Teaching

Teachers’ stories revealed that they adapted the curriculum by adjusting the teaching
materials and strategies to better meet the diverse needs of their students, particularly
when existing practices and policies did not align with their teaching philosophies.
Derin described two prevalent discourses among teachers. In the first one, teachers
expressed sentiments like, “Oh, do I have to deal with this?”” and “It says so. Let me
apply it.” The second remark included, “That's what I was told. Never mind.” She
observed that some teachers felt “always trapped in the curriculum” for fear of
falling behind or missing any part. In other words, there was a tendency at school to
follow instructions without question. However, others problematized and improvised

the practices within the given framework.
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Derin, for example, illustrated how she carved out a space in her class in contrast to
other teachers constrained by the curriculum. She stated, “There's no fear I'll miss
something because I'm sure of myself. I know very well what I'm doing.” While she
followed the program and taught accordingly, she focused on fewer exercises with
greater depth. For example, rather than covering five exercises, she chose to do three,
believing that sparking students’ interest would enable them to complete the
remaining exercises independently. She reported feeling restricted when expected to
stick rigidly to the curriculum. She said, “There was a period when every detail was
written in the syllabus: You will teach this, you will not teach this, this is omitted,
this is additional, this is extra practice. Do this. Do that.” She argued that teachers
were expected to adhere to that framework, irrespective of the diverse backgrounds
of their students, and went on: “If there is no flexibility there, the teacher suffers a
lot.” She did, however, add: “When there is a frame with a little flexibility... Like
Alice in Wonderland, I shape and color it here and there, on side paths.” In other
words, her objection was not to the curriculum or framework but rather to the lack of
space for teachers to improvise and exercise agency. Therefore, she resisted the
given position to her and positioned herself in her class like Alice. The curriculum
was a guide or framework for her, but she also felt free to shape and color her own

way on side paths and discover and experience new ways:

It is good to have a curriculum; you follow it as a guide, but you also know
that when you enter the classroom, the content of that curriculum will be
shaped like dough in your hands. No one will ask why you kneaded it like
this. I fell in love with the space of freedom it created there.

Similarly, she viewed the coursebook as a guide she could go beyond. To express the
sense of freedom she enjoyed in her classes, she used the horse metaphor, likening
herself to a horse taken off a predetermined route and let out into nature to discover

and learn many things. She said:

Think of a horse, a mare. You put her in the race at the racecourse, okay? The
route is determined. She never leaves that path, but she runs very fast. Well,
now take that mare and unleash it into the wild, and you will be amazed at
how she can run in that nature... So, for me, that horse is a horse that runs
through vast expanses, that can discover a lot of things, that can experience
nature to the fullest, and nature is my language pleasure. I am experiencing
my language pleasure while running. I decide where I am going myself. In
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fact, we make decisions together with my students because they are running,
too.

Derin also pointed to the concept of “opportunity education,” implying flexible
instructional approaches that recognize and accommodate students’ needs and
interests. She reported gaining insight into this approach through external projects,
which helped her make pedagogical decisions. For example, she would introduce
quotes from novels to ignite student interest. She noted that while opportunity
education was stressed in kindergarten or primary school, it often faded in the
following years. Derin reported valuing spontaneous teaching moments.
Conditionals, for example, did not have to be listed as a teaching point in the
syllabus for her. When a student tried to use the second conditional naturally, she
saw this as a valuable teaching opportunity that arose within the flow of the lesson.
Seeing herself as an educator, not just a language educator, Derin expressed how she
took advantage of every opportunity. She stated that while making her pedagogical
decisions, she went beyond the coursebook by engaging her students with real-life
issues, adjusting to their needs, making connections to their lives, incorporating
challenging activities, fostering their sense of importance, promoting autonomy,
making their learning experience enjoyable, and extending the session and the
learning experience beyond the classroom by texting and sending photos related to
the topics covered outside the class. For example, during a lesson on environmental
pollution and climate change, she saw the students engaged, so she set aside the book
and used the European Union’s Green Deal website to enhance the lesson. She
regarded the book as a guide containing essential topics that need to be covered.
However, she also stressed her aim to create her own space within that framework, as

it allowed for greater autonomy in her decision-making process.

Mila and Zeynep also expressed their sense of freedom in their roles as higher
education teachers. Zeynep, for example, described how, when she closes the door,
the classroom becomes her “playground.” She views her students as being malleable,
like play dough in her hands, contributing to her sense of freedom. At the beginning
of the pandemic, for example, she conveyed that she used initiative by sending her
students a Zoom link and encouraging them to attend online meetings, even though it

wasn’t required. She wanted them to turn on the cameras and chat about the virus
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and pandemic. After a while, they continued to cover the coursebook and the
teaching points to maintain contact with the students and prevent them from

forgetting what they had learned in the class during the lockdown.

Teachers’ efforts to push their students’ boundaries were also evident in their
narratives. Mila stated that she liked to challenge her students, so adjusted the
curriculum accordingly. Pera reported that she preferred to use authentic materials
slightly above their level, acknowledging that while students initially struggle, they
eventually understand and feel accomplished. Derin also emphasized that to motivate
her students and cultivate self-assurance, she incorporated challenging activities into
her lessons and showed what they could accomplish. She stated, for instance, that she
purposefully brought challenging but short TOEFL readings, acknowledged their
difficulty, and told students that she was curious to see if they could grasp the key
points. Upon seeing that they understood 30% to 40% of the text, she said: “Keep it
up, guys, I'm really impressed.” According to her, this motivational strategy helped
students feel more important. She stated that students who felt inspired and self-
confident enhanced the classes through voluntary extracurricular activities. For
example, when asked to elaborate on his work on space, one of her students sent
Derin some “impressive” photos and wished to deliver a 10-minute presentation

about space in class, although it was not required.

Similarly, just like Derin, Eyliil also claimed that “she was setting the bar high” in
her classes and replacing the materials in the syllabus with others when she
considered that the assigned material would not serve any purpose. In addition, upon
realizing that her students lacked research skills, she described how she guided and
assisted them in her class by telling them to, for example, use links ending in .edu
rather than .com and obtain data from them. She claimed that the reading curriculum
was so hectic that she struggled to keep up with it. Expressing her astonishment, she
said, “We say that speaking, especially critical thinking, is very important for us.
Yet, we are expected to finish the entire unit in two sessions. I don't understand this.
There are hundreds of things in that unit.” Therefore, she opted to “break those
molds” by omitting or skipping certain parts of the curriculum and addressing

elements that were removed, like the pronunciation parts.
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Mabel was another teacher who adjusted the curriculum by changing the order of the
assigned topics or incorporating extracurricular ones while still addressing exam
requirements. She also highlighted her ability to find and incorporate different
activities and games into her classes using her creativity. For example, to capture
students’ attention, she mentioned integrating Latin roots into her vocabulary
teaching and using stories with mythological elements to explore word meanings and
their origins, even though they were never included in the curriculum. Derin
illustrated how she went beyond the prescribed vocabulary program. She reported
that she did not confine her students’ learning or her own teaching to the limited set
of words given, thinking that there was more to explore beyond that. During the
brainstorming stage, for example, she reported teaching 20 words, although the
prescribed list contained only 12 words, thus adding eight more. Zeynep also stated
that while she covered the points outlined in the program, she taught and discussed
topics that were not part of her initial plan, which might align with what Derin
referred to as opportunity education. Zeynep said that considering the common issue
of exam anxiety among students, she strove to adhere to the program as closely as
possible. However, she also noted that she discussed additional topics when

something triggered a new idea.

Teachers also discussed their interpretations of the impact of exams on their
pedagogical decisions. Their stories suggested that while trying to orchestrate the
voices and make others’ discourses theirs, they faced some discourses far more
difficult to make their own. In other words, while trying to align their practices with
external expectations and imposed discourses, they found it challenging to reconcile
certain discourses and practices with their teaching philosophies. Although these
mandated practices conflicted with their teaching philosophies and professional
identities, they felt compelled to shape their practices accordingly and prepare
students for those tests. For example, as their accounts unfolded, it appeared that they
felt the constraining effects of the exams on their pedagogical decisions, particularly
in grammar lessons. Derin recounted a negative experience in her grammar class
because of a very confusing syllabus, which resulted in her students missing a
question on the exam. Feeling devastated, she told the administration she preferred

not to teach that grammar course: “I said I'm not going to give this course because I
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think we're trying to trap the students.” As can be seen, she problematized the design
and questioned the feasibility of the syllabus. She claimed that testing shouldn’t be
used to “trap” students but rather to assess their understanding. She then explained

her experience with an analogy:

You know those test tubes... Such a thin and long test tube... It's like someone
threw me into that test tube and expects me to climb out... I can't get out of
that tube; it's such a cramped, narrow cylindrical object that I felt
overwhelmed, and I said, ‘I don't want to teach grammar.’

Zeynep knew that assigned topics were also important for the testing and assessment
process. Therefore, she said, “Frankly, I can't be that comfortable.” Her remarks
suggest that while she did not allow the testing or the assessment to dominate her
instruction, she did not skip any topics at her discretion. Similarly, Ipek also pointed
to the standardized tests and mentioned their specific teaching points, adding, “I
follow the curriculum as much as I can so that students are not at a disadvantage”,
just like Mabel. Pera also discussed the role of exams, stating, “The exam system is
always an inhibiting factor.” However, in online education, she added, “The exams
were a little more flexible,” so she did not hesitate to take risks and improvise the
given curriculum by choosing reading texts appropriate for their level and assigning
separate tasks with reading and vocabulary questions. They even delivered a
presentation on these tasks. She acknowledged granting herself this “right” and was
pleased to take that risk, as she found it “worthwhile.” She admitted her experience
in the administration and her growing up had allowed her to gain a deeper
understanding of the organizational processes at school. This experience gave her

greater freedom and confidence to implement her teaching philosophy.

Drawing on their own knowledge and expertise, some teachers reported they went
beyond what was required by the prescribed curriculum and syllabus. Others
completely disregarded the mandated syllabus and materials, incorporating what they
valued more into their classes. It was also evident from some teachers’ stories that
they were more willing to teach reading and writing classes than grammar since
adjusting the materials was more feasible in reading and writing classes. Feeling that
her space to exercise autonomy was limited in grammar classes, Derin informed the

administration that she did not want to engage in practices against her beliefs and
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resisted teaching those courses. Instead, she preferred to teach writing and reading
courses as she felt more autonomous. Her remarks stressed her uneasiness about the
rigid adherence to the curriculum and predetermined frameworks without any
flexibility available to the teacher. She reported that structures are necessary for life
but should always be flexible, as static things and rigid frameworks were “pushing”
her away. However, she also admitted that the current administration’s policies had
positively influenced her ability to implement her teaching philosophy. For example,
she felt more autonomous even in grammar classes because “the program is not so
restrictive; it is more liberalized.” She described her enthusiasm for teaching
grammar and exploring topics beyond the curriculum, comparing the experience to
“swimming offshore,” which resulted in greater fulfillment in her practice. In brief,
she stressed how the administration’s policies influenced her interpretation of

teaching grammar.

In a similar vein, Zeynep also appreciated the freedom in reading and writing classes
but not in grammar ones, noting that “The boundaries are more specific in grammar.”
She stated that she felt freer in reading and writing classes. Similarly, Pera contended
that she “did not follow the syllabus in the reading and writing classes.” She stated
that she planned her reading classes based on the objectives, and if the theme
appealed to her, she said, “I do it by finding up-to-date things through that theme.” In
other words, she selected different reading materials based on the given theme in the
syllabus. Like the other teachers, she also expressed feeling more autonomous in
reading and writing classes. Like Derin and Zeynep, Tuna reported that he did “go
above and beyond” what was required in the curriculum, especially in reading and
writing classes, and then explained how he improvised the writing curriculum to
better meet the needs of his students, as he thought that the instruction lacked

essential components regarding how to write a thesis statement, for example:

I don't trust the curriculum most of the time, especially in reading and writing
classes. For example, the writing class does not teach the student how to write
a thesis statement... The student needs to react to something, read something,
form an idea, think critically, and then write the thesis statement.

The instruction, however, expected students to craft almost the same thesis statement

based on the given model, but he stated that “not everyone can write or think about
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the same thesis statement, the same subject, and the same thesis statement. There is
no such world.” Therefore, he adapted the given instruction to enhance it using what
he had learned abroad, and he listed the steps he followed: “Brainstorming, grouping,
outlining, first draft, peer-reviewed second draft, instructor review, final draft, then
another option for the student to change.” Even though neither the coursebook nor
the curriculum directed students this way, he claimed to employ these stages in his
teaching to align his instruction with his teaching philosophy: “Because when I don't
do that, I believe that I am not doing my job properly. I can't fit teaching that thing
into my own understanding of teaching, and I still think it's wrong.” Similarly, Eyliil
also contended that she used the materials provided in the curriculum but also
pointed out that she always adjusted them, especially in reading and writing. In fact,
she reported that she completely disregarded the writing pack and used entirely
different materials. She felt the assigned reading and writing packs were “irrelevant

or insufficient.”

In a similar vein, Pera also described feeling lucky to be teaching reading and
writing. She reported that teaching grammar sessions “makes the student and the
teacher a little more dependent on the book.” In contrast, she felt more comfortable
with teaching reading and writing as she could use her own methods and materials.
She noted that rather than strictly adhering to the curriculum, she focused on the
objectives. However, she admitted that engaging in improvisations did increase her
workload, as not every element would appeal to every student in each lesson. She
stated that she covered certain sections or interesting topics in the reading book “to
activate critical thinking,” for example. She described improvisation as ‘“getting
away from the comfort zone” and acknowledged that this required more work and
effort than merely following the program as it was without considering students’
needs and interests. Like Pera, Mila noted that she made her pedagogical decisions
based on the objectives and covered the teaching points accordingly. Thinking that
the syllabus was not heavy or demanding, she reported doing more than what was

expected or assigned, adding, “The rest is a little unplugged teaching.”

While reflecting on their pedagogical decisions, teachers also reported including

their students in the decision-making process to better address their needs and
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interests. For instance, Mila noted that her pedagogical decisions were shaped by
student voices and needs. She was teaching engineering students in a 100% English
program. Despite having a command of English, they had to study in the preparatory
school since they had not taken the proficiency exam. Mila noted that although
skipping the exam was their fault, she was left alone to handle the situation with
those students. She reported introducing a platform called Canvas to her students,
collecting engineering-related resources there with the students, and creating a
vocabulary list on platforms like Quizlet. She also mentioned that she uploaded a
reading text every week, and they discussed the structures used and the genre. For
example, they read about how a washing machine works, took notes, and completed

the diagrams, all on a voluntary basis.

Derin and Pera also noted that they included their students in their decision-making
process related to the syllabus. Pera said, “I try to do a little bit of what they call
negotiated syllabus with the student,” and added that she also tried to choose topics
and themes in line with their interests. Similarly, ipek, who described the class as an
“interactive stage” where she felt free, also remarked that depending on the students
and the class, she went beyond the prescribed curriculum by adding or removing
items from the curriculum and illustrated her way of doing it. In advanced classes,
for example, even if the teaching point was only the present passive, she preferred to
teach all forms of the passive voice after assessing students’ pace and interest.
Another teacher who went beyond the cour