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ABSTRACT 

AN INVESTIGATION OF THE RELATIONSHIP BETWEEN 

TEACHER EMPOWERMENT AND ORGANIZATIONAL 

COMMITMENT OF INSTRUCTORS AT ENGLISH 

PREPARATORY SCHOOLS 

Cihan KAYA 

M.A., Department of English Language Teaching 

Supervisor: Assoc. Prof. Dr. Emrah GÖRGÜLÜ 

April, 2024 - 96 pages 

This study, involving 182 instructors at English Preparatory Schools from the 

foundation and state universities, aimed to explore the relationship between 

organizational commitment and empowerment. The data were collected through the 

School Participant Empowerment Scale and TCM Employee Commitment Survey- 

Revised. The study is descriptive in nature and the data were collected and analysed 

using some statistical tests. The findings showed that the middle-aged instructors 

exhibited higher continuance commitment than older counterparts while the younger 

ones felt significantly more empowered in self-efficacy than all age groups. The 

medium-tenured instructors were found to be the most committed and significantly 

differing from the short-tenured instructors, while the short-tenured ones felt 

significantly more empowered than their long-tenured counterparts. Also, the 

instructors with fewer teaching hours exhibited higher affective commitment and felt 

more empowered than those with longer teaching hours. The state university 

instructors showed significantly higher continuance commitment, and the foundation 

university instructors exhibited significantly more empowered across all factors than 

those at the state universities. Moderate positive correlation was found between 

empowerment and commitment. These findings help us to understand empowerment 

and organizational commitment of English instructors in terms of some variables. 

Keywords : Teacher Empowerment, Organizational Commitment 
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     ÖZET   

İNGİLİZCE HAZIRLIK OKULLARINDA GÖREV YAPAN 

ÖĞRETİM GÖREVLİLERİNİN ÖĞRETMEN GÜÇLENDİRME 

VE ÖRGÜTSEL BAĞLILIKLARI ARASINDAKİ İLİŞKİNİN 

İNCELENMESİ 

Cihan KAYA 

Yüksek Lisans, İngiliz Dili Eğitimi 

Tez Danışmanı: Doç. Dr. Emrah GÖRGÜLÜ 

Nisan, 2024 - 96 sayfa 

Bu çalışma, vakıf ve devlet üniversitelerine bağlı İngilizce Hazırlık Okullarında görev 

yapmakta olan 182 öğretim görevlisinin örgütsel bağlılıkları ile güçlendirme dereceleri 

arasındaki ilişkiyi incelemeyi amaçlamaktadır. Veriler, Okul Katılımcısını 

Güçlendirme Ölçeği ve Revize Edilmiş TCM Çalışan Bağlılığı Ölçeği ile toplanmıştır. 

Bu çalışma, yapı itibarıyle betimseldir ve toplanan verilen bazı istatistik testler 

kullanılarak analiz edilmiştir.  Bulgulara göre, orta yaşlı öğretim görevlileri ileri yaş 

grubundakilere göre yüksek seviyede zorunlu bağlılık gösterirken, genç öğretim 

görevlileri ileri yaştaki meslektaşlarına göre öz yeterlilik maddesinde daha fazla 

güçlendirildikleri tespit edilmiştir. Kurumunda orta süre zarfında bulunan öğretim 

görevlileri en yüksek bağlılık derecesi göstermiş ve kısa süre zarfında bulunanlardan 

anlamlı şekilde farklılaşmıştır. Ayrıca, kurumunda kısa süre zarfında bulunan öğretim 

görevlilerinin, uzun süre kurumunda bulunanlara göre daha güçlendirilmiş oldukları 

saptanmıştır. Haftalık ders yükü az olan öğretim görevlilerinin, haftalık ders yükü daha 

fazla olanlara göre daha çok duygusal bağlılık sergiledikleri ve güçlendirilme 

hissettikleri tespit edilmiştir. Devlet üniversitesinde çalışanlar anlamlı derecede daha 

fazla zorunlu bağlılık sergilerken, vakıf üniversitelerinde görev yapanların tüm 

faktörlerde daha fazla güçlendirildikleri saptanmıştır. Güçlendirme ve örgütsel bağlılık 

arasında ılımlı positif ilişki belirlenmiştir. Bu bulgular, bazı değişkenler açısından 

İngilizce öğretim görevlilerinin güçlendirme ve örgütsel bağlılıklarını anlamamıza 

yardımcı olmaktadır. 

Anahtar Kelimeler : Öğretmen Güçlendirme, Örgütsel Bağlılık 
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CHAPTER I 

INTRODUCTION 

 

1.1. Introduction  

This chapter introduces the study to the reader. It starts with the background the study, 

the statement of the problem, the purpose of the study and research questions. Then, 

the chapter attempts to explain the importance of the research and present the content 

of the study.  

1.2 Background to the Study 

The conditions of teachers at school have a significant impact on their happiness and 

well-being. The worsening atmosphere at school deteriorates and damages the bonds 

that bind instructors to their institution, which causes alienation and exclusion of 

teachers from affairs pertaining to their institution. As is known, instructors have a 

significant role in determining a student's academic progress, yet unfavorable 

conditions arranged for the use at school will undoubtedly lead to unwanted teacher 

attitudes. Therefore, in order to boost teachers' enthusiasm and dedication, it is 

necessary to give them some rights and space so that they are prone to feel themselves 

more contributive and sharing. Thus, teacher empowerment gains so much importance 

that it directly bears a significant impact for the wellbeing of teachers and the healthy 

environment at school. Empowerment is defined by Short (1994) as a process of 

development and problem-solving by the participants of the environment. 

Empowerment is delegating some authority to the participants of the workplace so that 

a collaborative environment is established. Page and Czuba (1990) states that 

empowerment opposes to basic assumptions towards power authority, achieving and 

helping. Distributing responsibility at a workplace opens space for everyone at work 

to take initiatives and be a part of ongoing process. Sharing the responsibility at school 

and empowering teachers with some governance roles enable them to be a part of the 

decision-making process and it can be assumed to increase the dedication or 

commitment of teachers to their institution.  

Organizational commitment is another topic of this research and its relationship with 

teacher empowerment at school was investigated. Meyer and Allen (1991) defined 



 

2 

 

organizational commitment as a psychological condition characterized by a person's 

relationship and motivation to preserve engagement in an organization. It is believed 

that committed teachers are more positive and contributive to the development of 

school as a whole, while less committed teachers are claimed to show irresponsive 

behavior and procrastination while carrying out school duties. Thus, it bears a 

significant role to investigate and unearth the present conditions at schools and come 

up with an understandable and productive outcome pointing out this relationship.  

 

1.3. Statement of the Problem 

It is predicted that teachers with heavy weekly workloads and with additional duties 

and their weekly teaching schedule may have issues at school. According to thoughts 

of the author of this current study, particularly teachers with heavy weekly workloads  

are more likely to feel underappreciated and unsupported by the administration of the 

school. They are willing to devote their time and energy to students and school goals, 

yet they may not be able to handle the increasing pressure on them. Additionally, they 

could become disheartened and lose their feeling of commitment if they feel excluded 

from the decision-making process and from the management of the school. Thereby, 

empowerment of teachers bears a significant role in the well-being of them and the 

healthy school environment. Short (1998) stated that empowerment emphasizes 

enhancing one's confidence and providing opportunities for workers to exhibit their 

ability in the management. Thus, instructors who are given space to make them 

involved in the management of the school are encouraged and fostered.  

Commitment of employees is assumed to make a difference in emotions and approach 

of them toward their instutions and also their attitudes at work have a big impact on 

how well they perform at job. Employee commitment levels may differ at a workplace, 

and this variation is assumed to result from the current conditions made available to 

employees. According to reports, those who are highly committed to their 

organizations were found to feel more motivated at work (Davis & Wilson, 2000). 

Thus, higher level of commitment to organization can be identified with more 

productive and positive behaviors to workplace and a remarkable positive difference 

in overcoming stress and negative approach. Instructors who are loaded with lots of 

responsibilities at school strive to keep up with the program and the expectations. They 
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feel obliged to meet the objectives of the program and school, making them experience 

too much stress and burnout as they start to feel ineffective and demotivated and run 

out of supportive resources. Committed teachers can be thought of being at risk as they 

give more to be able to meet the demands of the school. However, when they are put 

under too much stress of work, this will undoubtedly result in with demotivation and 

less commitment. Both the lack of empowerment and less committed teachers pose a 

serious problem both for the school environment and for the wellbeing of them. 

 

1.4. Significance and Purpose of the Study 

The purpose of this study is to examine the conditions of preparatory school teachers 

at both foundation and state universities in terms of teacher empowerment and 

organizational commitment. Understanding the relationship between teacher 

empowerment and organizational commitment will shed light on the problems arising 

from the institutional reasons. The study will also delve into existing conditions with 

regards to teachers’ empowerment and their level of commitment between state and 

foundation universities. 

Examining the effects and relationship between organizational commitment and 

teacher empowerment at prep schools, this study may provide some significant 

contributions to promote an understanding of empowerment and commitment at 

preparatory schools and to aim to enhance them. Firstly, the findings of this study can 

facilitate explaining how the current conditions provided for teachers affect their 

attitudes and make a change in their perception of commitment.  As student 

performance is directly associated with teacher commitment, it is expected that 

findings of this study will help understand the grounds leading to a decrease in teacher 

commitment.  Besides, the study may open more perspectives in language learning 

environment and management of school. 

 

1.5. Research Questions 

This study focuses on the empowerment and commitment of instructors at English 

preparatory schools of state and foundation universities. Based on these aims, the study 

will seek answers to the following 11 questions:   
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 Is there any significant difference in the organizational commitment of the 

instructors in terms of age? 

 Is there any significant difference in the organizational commitment of the 

instructors in terms of gender? 

 Is there any significant difference in the organizational commitment of the 

instructors in terms of tenure? 

 Is there any significant difference in the organizational commitment the 

instructors in terms of weekly teaching hours? 

 Is there any significant difference in the organizational commitment of the 

instructors in terms of type of university? 

 Is there any significant difference in empowerment of the instructors in terms 

of age? 

 Is there any significant difference in empowerment of the instructors in terms 

of gender? 

 Is there any significant difference in mpowerment of the instructors in terms of 

tenure? 

 Is there any significant difference in empowerment of the instructors in terms 

of weekly teaching hours? 

 Is there any significant difference in empowerment of the instructors in terms 

of type of university? 

 Is there a significant relationship between instructors’ organizational 

commitment and their empowerment? 

1.6. Limitations of the Study 

Findings of the study cannot be generalized to the entire population since there may 

have distinct measurements for responses to the questions. 

As the data was gathered through self-report, their ideas and perceptions may have 

changed over time and may no longer correctly reflect the situation. 
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1.7. Definition of Terms 

Teacher Empowerment: Empowerment is a process where school employees are in 

charge of their development and problem-solving (Short, 1994). 

Organizational Commitment: Organizational commitment is a psychological condition 

characterized by a person's relationship and motivation to preserve engagement in an 

organization (Meyer & Allen, 1991). 

1.8. Conclusion 

In this chapter, the conditions of teaching occupation in a broad sense were provided. 

It is aimed that critical aspects of empowerment and commitment have become more 

conceivable and new ways are proposed to promote a better environment for teachers 

and learners. Incessant pressure and imposed programs pose a serious threat to well-

being of teachers and intensify their workload with absence of decision-making at 

school. Teachers become devoid of any supportive placements at school and are 

considered as the holder only responsible for transmitting knowledge to students. 

However, lack of empowerment, displacing teachers from any administrative duties 

and removing their indispensable role in decision-making mechanism at school 

undoubtedly lead other grave problems to rise and deepen deterioration. In this chapter, 

the emphasis was placed specifically on teachers’ asset in society and their worsening 

position and prestige. Also, it aims to highligh gradually reducing commitment or 

dedication of teachers so that the purpose of the study has become more 

understandable for the reader. 

 

 

 

 

 

 

 

 

 



 

6 

 

CHAPTER II 

LITERATURE REVIEW 

 

2.1. Introduction 

This part reviews the literature relating to teacher empowerment and organizational 

commitment.  The theoretical framework and methodology of each phenomenon are 

investigated and supported through background information in the field. 

With the advent of 21st century, educational reforms started to appear quite rapidly and 

such changes unavoidably have led to drastic improvements in all areas including 

schools. Schools have become a common ground for sharing and interacting 

knowledge and the new role adopted has made every unit of school highly significant. 

In light of this, teaching area has gained importance and the new ways to enhance 

teaching quality has become a matter of debate for long years. From designing new 

programs to rearranging class environment, so many innovative ideas have been 

proposed to be able to trigger a change and develop the quality of education. On the 

other hand, teaching as a profession has been investigated on a wide scale to 

understand the dynamics and relationship with other elements of teaching. Thus, 

teacher motivation, stress, burnout, job satisfaction has been broadly studied in the 

field. As known, teaching profession is considered as the most stressful occupation 

(Dunham, 2002). Teachers struggle with a lot of problems at school while striving for 

increasing student achievement and also these problems can vary from school 

administration to students’ behaviors. Thus, teachers are negatively affected and start 

to feel less satisfied with their position at school and leads to a decrease in job 

satisfaction (Mehta, S., 2012; Bota, O. A., 2013). Besides, a noteworthy increase is 

evident in the study of teacher stress as an occupation as of 1980, as it is associated 

with other problems at school (Guglielme and Tatrow,1998). Later, so much research 

to unearth the atmosphere of teaching and its pertaining factors was carried out and 

followed the suit in this field (Kyriacou, C., & Sutcliffe, J. (1977; Fimian, M. J., & 

Blanton, L. P.,1987). Teachers are an indispensable part of the teaching environment 

and they have to be supported by creating a viable teaching and school environment 

for them. However, teachers tend to leave their profession due to unwanted and long-

awaiting unresolved problems. Thus, teachers drop-out or retention rate has increased 
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tremendously in time as these problems remain unresolved and teachers feel 

themselves burned-out or exhausted under these problems (Fisher, M. H., 2011). 

Unhappy and unmotivated teachers undoubtedly are less willing to continue their 

career and this will lead to a decline in enthusiasm towards teaching profession. Thus, 

it is understood that schools must be established in consideration with teachers’ needs 

and teachers must not be left behind while making a change or designing a program. 

Otherwise, as reported by Geiger, T. and Pivovarova, M. (2018) teacher retention is 

going to be a driving contributing factor for the shortage of qualified teachers all over 

the world. In light of all school and teaching profession-related problems in the field, 

another distressing issue teachers suffer most is lack of empowerment and 

commitment depriving teachers of adopting their role and accomplishing their goals. 

In the following parts, apart from mentioned teacher-related issues in the field, two 

areas of teaching profession, teacher empowerment and teachers’ organizational 

commitment will be investigated thoroughly. However, it will be reasonable first to 

pay attention to school and shed light on the current school atmosphere and system for 

a better understanding of teachers. 

 

2.2. Teaching Profession 

In this fast-changing world and what it brings at the disposal of humanity, all 

professions face a difficulty in adapting and making drastic and radical change to be 

able to fit themselves to the standards and expectations of the era. Among all, teaching 

profession comes first to adopt the changes of the time so that workers of this 

profession can meet the demands and convey the future individuals what is expected 

from them. Thus, it brings the difficulty as well that teachers feel unsupported and left 

abandoned under this burden and accordingly this creates some other problems in the 

field and they are forced to leave the profession. In the study of Perryman and Calvert 

(2019), it was found that 40-50 % of respondents leave or think of leaving the job in 

ten years’ time as they no longer consider teaching a long-term career due to the 

conditions provided to the teachers unlike their previous thoughts before entering the 

field. Also, Heffernan et al. (2022) studied reasons for teacher retention in Australia 

and reported that 41% of the respondents were found intended to remain in the 

profession. Thus, teachers are always in struggle with too many distractors at school. 
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It is best to deepen our understanding of the existing conditions at school to be able 

make a way out for teachers at risk.   

 

2.2.1. School Environment 

To be able to understand how much teacher empowerment is critical for teacher 

development and well-being, it is of utmost important to diagnose the problems 

encountered by teachers in a school environment. The current conditions are 

deteriorating at school and occurences of conflicts posing threats to well-being of 

teachers are getting more common and widespread. Factors leaving no space and 

removing the comfort area of teachers are intensifying the present conditions, and also 

teachers are dragged into a desperate condition financially, physically and mentally. 

In a school atmosphere where teachers are left in the second place and ignored, it is 

irrational to anticipate an enhancement. Thus, from teachers and students to principals, 

the degradation in all units of school may become inevitable and the existing 

conditions at school are on the way to this end. The school-related conflicts arise from 

some major reasons. Göksoy and Argon (2016) pointed out that conflicts affecting 

teachers negatively commonly arise from psychological, social and organizational 

reasons. According to them, lack of trust, indifference to school-related issues and 

feelings of insignificance are some serious emotions attributed to these conflicts.  

Over the past years, empowerment in education has received a great deal of attention 

and considerable body of literature has covered empowerment as a matter of education 

in a detailed way. Empowerment at schools means giving teachers more freedom to 

make judgments away from the constraints of conventional power structures (Lintner, 

J. D., 2008). It is believed that schools are not places where teachers feel confined and 

left abandoned. However, the existing conditions and power authorities putting a lot 

of stress on teachers by alienating them from being involved in the decisions. 

According to Sprague (1992) there are serious factors affecting a transformation of 

work in education and this is building a narrow path for teachers to share 

organizational power at school. It is claimed that the work of teachers has deskilled, 

feminized and technologized, making it necessary for teachers to be involved in the 

decision-making process. On the other hand, it is well recognized that teachers face an 

excessive amount of pressure and workload. According to Karasek (1979), when more 

demands are made with little possibility to choose the work, a significant deal of issues 
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is going to arise and become unavoidable. As a result, the atmosphere at school is 

getting worse, putting instructors under too much stress, and providing no room for 

relief. Thus, teacher empowerment gains too much importance considering the role 

adopted by teachers at school because there appear too many distractors in teaching 

profession in the given conditions. Adding to all, teachers also lack the necessary 

support from their school principals and their presence is overlooked. School 

environment unlike 1990 has changed dramatically and the new era with the state of 

art technology has brought new expectations from teachers. Thus, teachers are known 

to be in a constant struggle to keep up with the changes of the time. While some 

manage to meet the needs of it, some have a hard time coping with the pressure 

imposed on them. As a consequence of pressure, teachers are highly likely to suffer 

from emotional exhaustion. To be able to respond to too much strain on teachers, they 

have to seek some social support from outside resources. As reported by Maas et al. 

(2021), received social support taken from school principals has a facilitative role in 

alleviating strain arising from time pressure and leads to a fall in emotional exhaustion. 

A school principal is a leading factor corresponded with the creation of school image 

for teachers, a place increasing well-being or a place for depletion. In a study by 

Burkhauser (2017), it was understood that teachers’ perceived school and their 

working conditions are in line with the attitudes of principal in charge without taking 

average school standards of the district into consideration. It shows that teachers’ well-

being at school are quite associated with principals’ stance and their approach to 

teachers and the climate at school, thus, determines whether teachers are going to be 

empowered and supported or abandoned under the debris of demands and changes.  

 

2.2.2. School Principals and Empowerment  

Teacher empowerment has long been debated and associated mainly with the school 

administration and extent of collaboration shared by teachers. The new era has brought 

a lot of changes leading to increasing expectations from school principals in addition 

to teachers. Duties performed at school continue to grow in number and 

responsibilities taken on by school principals are expanding, too. Systematically 

occurring changes proposed by those in power naturally open doors to adopting a new 

mindset to enhance student achievement. However, with this mindset solely 

prioritizing and intensifying the role of school principal and ignoring the merit of 
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teachers, it is hard to realize the intended purpose, boosted student achievement. Some 

studies also show that the impact of school principals is evident on student 

achievement and it is reported that high ability principals lead to an increase in student 

achievement as they maintain the proper implementation of the curriculum, ensure 

teacher quality and other school-related factors (Dhuey& Smith, 2014). It shows that 

school principals are a prominent component for the realization of student achievement 

and the coordination of all school units. Also, Knoeppel and Rinehart (2008) reported 

that school principals with more training of recent educational leadership successfully 

managed their schools and increase student achievement and outperformed their 

counterparts. The importance of having high- ability for school principals is 

undoubtedly indispensable, yet growing expectations and redimensionion of schools 

in line with the demands of policy makers are also clear and leave slight chance of 

success for school principals considering the role they are to embrace. Increased 

accountability of school principals is too much focused-on school achievement, yet 

variables influencing the dynamics of school progress are substantial and sometimes 

uncontrollable, giving rise to too much struggle to apply mandated reforms. Thus, 

embracing a new mindset and giving some initiatives to teachers and making them an 

active component of implementation of policies would make the school environment 

more efficient for increased student performance. What has to happen for leadership 

and management of school to improve student performance is to empower teachers 

and teacher-leaders to adopt the challenge of meeting higher and more difficult 

expectations. 

 

2.2.3. Workload and Role 

Teachers at school are always in a rush to meet the duties of the day and conduct 

teaching and take short breaks and end the day in great tiredness and burnout. Some 

also cannot finish work at school and take it home to be able to feel a little bit more 

comfortable at school as there are some others waiting at school. Such an unendingly 

occurring rush undoubtedly leaves them exhausted before the week finishes. 

According to Travers (2001), there is no available time remaining for teachers to rest 

and ease their negative perceptions throughout the school day on account of  the 

constant interaction they have with students and their colleagues. Apart from their 

paperwork and responsibilities, they have to maintain healthy communication with 
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students and their colleagues and respond to them in a proper manner. Teachers are 

assumed to perform under their capacity when they are burdened with so many 

responsibilities and giving no space for autonomy to decide at school. Though there 

are some studies like that of Johari et al. (2018) showing workload has no effect on the 

performance of teachers in contrast to comprehensive literature pointing out that 

workload not only leads to a fall in the job performance but also gives way to teacher 

turnover (Heffernan et al., 2022; Torres, 2016). 

The role adopted by teachers at school is another dilemma leading to discomfort. 

Alongside with teaching practices, teachers are requested to carry out so many 

responsibilities outside the class. From club activities to administrative duties, rather 

than considering how to increase students’ performance and internalizing the job of 

teaching, teachers find themselves dealing with so many office duties and sparing 

themselves little time for lesson planning. At school there are issues of role conflict 

and ambiguity which is a predictor of teacher burnout according to Dick & Wagner 

(2001). Teachers are left abandoned to complete their duties without being informed 

enough and this creates role ambiguity for them. Teachers puzzled with uncertainty 

struggle too much to find out how to cope with their conditions, leaving relatively 

disturbing outcomes for teachers as they need to be mentally strong to be able to assist 

students. It is certain that teachers suffer from the insufficient time to accomplish 

submitted task as they are not well-informed regarding the way it is to be handled. Not 

knowing exactly what role teachers bear at school together with improperly detailed 

tasks, they feel demotivated and develop negative approach and thought towards the 

profession and themselves so that the self-esteem and the possibility of personal 

achievement diminishes or disappears. According to Kokkinos (2011), personal 

achievement keeps teachers stronger and prevents them from facing burnout in the 

profession. Thereby, the role adopted by teachers in the institution is very critical and 

tasks must be away from confusion and conflicts, be neatly detailed when submitted 

so that teachers get over any clash with the role ambiguity and personal achievement 

can be gained. 

Role conflict is another problem encountered at institutions and gives a hard tackle for 

teachers to overcome as they are unable to control. Sutton (1984) classifies conflict 

into two as structural and inter-role conflict. Structural conflict refers to teachers’ 

absence of authority on the submitted tasks so that they do not play a role in decision-
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making. This is quite associated with the main content of this research as the lack of 

empowerment on the tasks that teachers are held accountable creates a heavy burden 

and arousal of unintended feelings. Unavoidably, this ends up with the negative 

approach to grow in the institution. Sutton (1984) takes the attention on the inter-role 

conflict as this makes teachers to spend less time with family members as they take 

their tasks home. According to Kaya (2019), the second most favored and applied 

coping strategy was social support. when teachers confronted with a stress-creating 

task at work. Thus, home and the shareholders of it contribute to relieving of unhealthy 

thoughts, but when an inter-role conflict emerges, this surely intensifies the burden 

and strain on teachers as they will be stripped of social support gained through a 

healthy interaction. Thus, empowerment gains great importance in the health of 

teachers and how much of work they are held accountable and what role they adopt at 

school. 

 

2.3. The Philosophy of Teacher Empowerment 

The study of teacher empowerment will provide the needed data to unearth the 

understanding between the degree of teacher empowerment and the occurrence or 

absence of organizational commitment.  In the first place, it can be thought that giving 

some force or authority to teachers at school will restore the degraded value of teachers 

in the eyes of public. However, the otherwise is also likely and giving some force and 

authority may create some other problems.  In this sense, Short (1992) pointed out that 

organizations where participants are entitled to more authority are likely to end up with 

some organizational problems. Conflicts at school are thought to increase since the 

constant change in line with the developing programs is demanded and imposed on 

both administrators and teachers. Bogler and Somech (2004) stated that the notion of 

teacher empowerment is built on the anticipation that teachers contribute to school 

climate and make a change. The roles teachers now adopt at school are different than 

the past and this causes teachers to find themselves in an ongoing struggle with the 

reforms and changes proposed by lawmakers. Teachers are placed in a tough position 

and they are known as the real game changer in students’ lives. With all these 

expectations bringing about too much stress, teachers are expected to perform their 

best. Thus, teacher empowerment is understood as a great facilitator comforting 

teachers, and it is considered to create a space in a positive way. Dampson (2019) 
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stated teacher empowerment enhances the effectiveness of teachers in the educational 

system if ensured that teachers are equipped with information and skills necessary to 

address issues that arise at school. Surely the professional growth and competence of 

teachers are another scope of teacher empowerment considering that teachers are given 

another role as the decision makers and they are considered to positively influence and 

contribute to the implementation of curriculum.  

 

2.4. Theoretical Framework of Teacher Empowerment 

In the core of the study, it is aimed to base the research on the six dimensions proposed 

by Short and Rinehart (1992) and the dimension of the framework is determined in 

consideration that the six dimensions are the reflections of teacher experience at work. 

The proposed six dimensions are decision-making, impact, status, autonomy, 

professional growth and self-efficacy.  

 

2.4.1. Decision-making  

Running the whole school according to the mandated programs and maintaining peace 

and wellbeing of every unit at school is a very arduous and far-reaching goal. With 

rapidly changing programs proposed and submitted to principals to implement, the 

expectation and hard work on principals is growing seriously. Workload regarding the 

achievement of administration duties is also added on this and principals at schools 

where no vice-principals are assigned, the workload is dramatically leaving no space 

and comfort for principals. It is also possible that principals may have to work alone 

in fulfilling their administrative duties without being helped by an assistant as officials 

find the assigning of a vice principal ineligible for no reason. Thus, principals or school 

administrators may find themselves in a great turmoil not to fall behind the program 

and demands. Hatcher (2005) signaled that the existing conditions and complexity of 

programs were intensifying and this made school principals be in close interaction with 

their colleagues and in collaboration in the decision-making process so that 

expectation on the imposed programs could be actualized. Thus, teacher involvement 

in the administration of school emerges and makes teachers bear a key and a new role 

in the school which aims at a sustainable and goal-oriented implementation of school 

program.  
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From Karasek’s Job Demand Control (1979) it is known that when high demands are 

imposed on teachers and when they are not involved in decision-making process, 

allowing them very little personal area to control, their psychological strain emerges 

and becomes unresolved if it lasts longer. Thus, whether teachers are made a part of 

decision makes a difference in the possible occurrence of problems at school. Short 

(1992) stated that teachers had a very little say and involvement in the decision-making 

process while they at expected to take part in evaluation and decision of content and 

teaching practice and he complained about the centralization of decision-making at 

districts rather than local school level. Involvement of teachers into decision-making 

process has improved significantly since that time though there are some exceptions. 

In the study of Ngussa & Gabriel (2017) it was found that teachers were given less 

opportunity to get involved in decision making process in public schools than private 

ones. Some other studies also support the same fact that absence of participation in 

decision making leads to discomfort and stress at school (Alghaswyneh, 2011; Bakırcı, 

2012). Empowerment of teachers and fostering a shared decision-making participation 

positively influences school environment and performance of teachers. The 

expectation of all teachers is to find a comfortable teaching environment where they 

are asked for their opinion and feel themselves a valuable asset and part of school. 

According to Ahrari et al. (2020) empowered teachers showed reduced psychological 

strain and increased job satisfaction. As Rosenholtz (1985) indicated when teachers 

were empowered their sense of ownership and attachment to the process increased. 

Compared to instructors who are not involved in decision-making, empowered 

teachers are more eager to accept responsibility for issues and propose solutions. Such 

a collective decision-making in the long run has a positive effect on school 

performance, overall quality of instructional programs and teachers’ relationship with 

their colleagues, principal and students. 

 

2.4.2. Professional Growth 

Being a teacher does not mean that learning ends and no new things will be proposed 

in the field to foster better learning opportunities. Instead, methodology of teaching 

has changed drastically over time to create a more viable learning environment for 

students.  It is highly likely that teachers maintaining a career development and 

adopting a lifelong learning perception feel themselves more equipped and prepared 
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for newly proposed teaching strategies and programs submitted to schools for 

implementation by policymakers. However, teachers with absence of professional 

development and growth may find these proposed programs hard to keep up and meet 

the demands. Therefore, professional growth should not be ignored and placed at the 

core of school. In this dimension of empowerment, Short (1992) described it as the 

characteristics of school that enables teachers to grow professionally, learn 

continuously and expand their teaching skills by means of work life at school. Absence 

of opportunities for professional growth threatens teachers’ self-esteem and hinders 

their learning, so in an encounter with a challenging issue that they are supposed to 

cope with, they may show failure and incompetency to combat with the problem. As 

Fimian (1982) described, teachers were stuck in isolation and helplessness and had to 

continue their life-long professional learning to feel more equipped and stronger.  

Freeman (1999) and Cox et al. (1999) reported that teachers tended to label themselves 

incompetent when they failed to get over their problems at school. Thereby, this 

perception undoubtedly will bring unwillingness to participate shared decision-making 

and disbelief in their teaching and management abilities. Additionally, teachers may 

start to feel isolated and helpless ending with the perception that they are not for this 

profession. It is not hard to predict that this will increase the likelihood of teacher 

retention. To be able to create a change at a school, teachers must be stronger in power 

and open to professional development so that positive reflections of both on students 

and climate can be reaped in return. Clarke and Hollingsworth (2002) stated that 

without learning and professional development activities, a change cannot be 

mentioned at school as they are the natural component of the change. Also, Hickey & 

Harris (2005) underlined the importance of professional growth for more committed 

teachers.  When teachers are empowered and supported, they will show more 

eagerness to participate professional development activities and become more 

committed to their school. Through this, they gain admiration and respect both from 

their colleagues and in the community. 

 

2.4.3. Status  

Status as a dimension of empowerment refers to “teacher perceptions that they have 

professional respect and admiration from colleagues” (Short, 1992, p.10) Teachers are 

burdened with lots of responsibilities at and outside school, yet the rapidly diminishing 
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status of teachers worry them about losing appreciation and respect in the community. 

Litt and Turk (1985) indicated that low status and followingly too much paperwork 

are main stress leading elements for teachers. In one study, reasons for low status were 

reported as low salary and less sense of belonging (Osunde & Izevbigie, 2006). The 

role and the duty teachers bear play a key role in shaping and moulding children as our 

future. However, the recognition of teaching profession as less paid job creates a 

negative image and prestige and lowers the status of teachers in the community. As a 

source of dissatisfaction and stress-creating factor, low salary was reported as one of 

the primary factors of many studies (Ozdayı, 1990; Bolin, 2014). Also, higher salary 

was associated with less teacher attrition (Guarino et al., 2006). Thus, giving a 

satisfying and deserving salary to teachers would make them gain more sense of 

belonging and satisfaction, creating a more positive perception of teachers in the 

community. Finally, empowering teachers with some administrative duties and 

showing the value of them for the institution by assigning them in critical decision will 

alter their negative thought and feeling of being left out at school. Empowering 

teachers will bring growing confidence, increased sense of belonging, creation of 

positive image of teachers as a decision maker. 

 

2.4.4. Autonomy  

Autonomy of teachers encompasses their control over their work life from selection of 

textbooks to instructional planning (Short, 1992). Currently changing programs are 

imposed by lawmakers without considering opinions of teachers and submitted to 

school principals for implementation. Demands of policymakers conflicting with the 

realities of school environment pose not more than a source of discomfort for both 

teachers and principals. Each school has their own dynamic and school population, 

which can also show variance in demographic characteristics among districts. 

Accepting all schools as one and fitting them all to a standard determined by the policy 

makers do not give benefit but harm only. According to the study of Pearson and 

Moomaw (2005), which involved 300 Florida instructors, teacher stress dropped 

noticeably as autonomy of teachers rose. Moreover, teachers are restricted even in the 

classroom activities and are not given enough space to incorporate their own teaching 

blended with experience. The absence of empowerment dictated through programs and 

the practices of principals alienate them from school environment and even let them 
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consider leaving the profession. Also, changing policies are found hard to follow as 

teachers feel inadequately informed and this exacerbate their feeling of left out of 

process. Kyriacou and Chien (2009) reported that educational reforms pose a stress 

causing problem as they lack degree of control and have to meet the demands. 

However, a supportive environment and increased empowerment proposed with the 

directions of policymakers and fostered by principals provide teachers with sufficient 

classroom space and this will surely lead to teachers bearing responsibility of their 

teaching practices, gaining a sense of belonging, feeling commitment. Briley (2004) 

stated that increased autonomy promotes cooperation and sharing of teachers with their 

colleagues and create a positive impact on school climate. When taking responsibility 

of curriculum design and teaching activities, teachers depict more collaborative and 

responsive attitudes. Thus, lawmakers must not ignore the role and participation of 

teachers in the instructional planning and provide some space for empowerment so 

that teachers gain a more positive self-image, earned admiration, more confidence and 

responsibility.  

 

2.4.5. Self-efficacy  

As a dimension of empowerment self-efficacy is described as “teachers' perceptions 

that they have the skills and ability to help students learn, are competent in building 

effective programs for students, and can effect changes in student learning” (Short, 

1992, p.11). According to Bandura, self-efficacy refers to “beliefs in one’s capabilities 

to organize and execute the courses of action required to produce given attainments” 

(Bandura, 1997, p.3). Teachers’ own perceptions regarding what they can do make a 

great difference when they attempt to take a role at school. Rather than being a passive 

and isolated participant of their institutions, all teachers prefer to be involved in and 

informed about all planned and ongoing activities so that they feel a valued and 

component’ of their organization. However, the attitude adopted by teachers align with 

their perception of competency as well. Alongside with being isolated from shared-

decision-making, teachers with lack of confidence in their teaching and management 

skills are high likely to feel incompetent while managing their work duties. All of them 

to some extent contribute and exacerbate the growth of negative feelings and 

perceptions both to school and themselves. Skaalvik &Skaalvik (2007) indicated that 

teachers with high degree of self-efficacy are more persevered in managing difficult 
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students and are better in their instructional implementations. Also, high degree of self-

efficacy influences teachers’ success in the implementation of teaching practice, 

accordingly contributing to learners’ success and motivation (Alibakhshi et al., 2020).  

Teachers are the source of a possible change at school though they are ignored and the 

road to success of implementation of instructional programs and student achievement 

grow out of the hands of teachers. Thereby, self-efficacy of teachers plays a key role 

in determining the consequences and expectations. Other findings also support that 

teachers’ self-efficacy affect both evaluated teaching performances and student 

achievement (Caprara et al., 2006; Eells, 2011; Klassen & Tze, 2014; Shahzad 

&Naureen, 2017). When schools turn out a place where teachers’ self-efficacy is 

underestimated and understood as a dispensable consideration of teaching mechanism, 

serious problems emerge with regards to teachers’ well-being. Emotional exhaustion 

and burnout of teachers change the climate of school and make it a source of problem 

rather than a source of success. Teachers with lower self-efficacy were reported to feel 

greater degree of burnout (Gholami, 2015; Motallebzadeh & Ashraf, 201; Skaalvik 

&Skaalvik, 2010). Thus, this gives rise to the matter of teacher retention and 

recruitment of qualified teachers in the field and brings some other problems in 

consideration of policymakers. However, teachers should be considered a significant 

element of every school matter so that they attain the deserved value and admiration. 

To be able to do place them as the key determinant of achievements and decisions, 

they have to be empowered and given involvement in activities. Empowerment was 

reported to have significant positive correlation with teacher self-efficacy (Azizifar et 

al., 2020; Veisi et al., 2015). Also, teachers with high degree of self-efficacy showed 

more commitment behaviors to school administration and teaching (Stein & Wang 

1988). Azizifar et al. (2020) stated self-efficacy and empowerment have reciprocal 

relationship, indicating that both affect one another positively in a school environment. 

All in all, only collaborative decision making and shared participation of activities can 

contribute to the attainment of higher degree of self-efficacy and this highlights the 

importance of empowerment in the relations of all school dynamics. 

 

2.4.6. Impact  

Impact is described by Short (1992, p.12) as “teachers' perceptions that they have an 

effect and influence on school life”. Personal opinion of teachers regarding their 
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existence at school determines whether they develop a positive thought and how 

contributary they are at school. Those who see themselves as a part of the institution 

adopt a dimensionive attitude and recognize their values and asset for the institution 

and they consider that they can be a part of the change in a positive way. With the 

recognition of their place and earned respect efficacy of teachers enhances and their 

productivity and impact on wider scale is reflected upon every unit of school 

specifically student achievement. In a study it was found that teacher efficacy was 

positively associated with student achievement in maths and reading score (Goddard 

et al., 200) Likewise, Moran & Barr (2010) found a significant relationship between 

collective teacher efficacy and student achievement in math, writing and English tests. 

The impact teachers provide in a school is not restricted to student achievement. When 

a positive self-image and perception of being as a teacher is created and the extent of 

contributions surpasses beyond students’ achievement to communities and school 

climate. Empowered teachers and those trained as teacher leaders at the same time 

certainly take more initiatives and provide a wide spectrum impact touching and 

contributing to every outside classroom activity. It is for sure that empowering 

behaviors of principals to teachers and making them a part of running school will 

arouse a more powerful and increased sense of belonging feelings among teachers and 

they prefer to be held accountable in achievement of duties. Thus, their impact at 

school will expand remarkably and they will be more eager to take part in work-related 

tasks including administrative duties. Davis and Wilson (2000) reported that the more 

empowering behaviors were shown by the principals, the greater impact teachers show 

and feel to complete their tasks. Also, it was reported in the same study that teachers 

felt less strain and more motivated when they were given a space for taking 

responsibility and being involved in decisions of the school.   Thus, the impact of 

teachers can only be enlarged by empowering them and given more initiatives and 

selections to choose to be able to reach a positive outcome for the benefit of all school 

units. Teacher leaders empowered by their principals are more likely to develop 

positive thought and commitment in return for their hard work in contrast to feeling 

isolated and abandoned in ambiguity and role conflict. 
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2.5 Organizational Commitment 

 The world has witnessed an amazing progress in almost every field over more than 

twenty years and in such rapidly growing and changing conditions, employees are 

affected significantly and their expectations from their workplace have been subject to 

change. There has been a growing body of literature examining the performance, 

satisfaction, well-being, burnout and commitment of workers to come up with an 

outcome and serve them better conditions at work. Their perception and critic of their 

workplace form an understanding and a viewpoint about how they regard their 

workplace in their mind. The workplace can become a stress source or a pleasure to be 

at for workers based on the conditions of  environment. Also, interaction they establish 

with their colleagues and principals matters the most. Thus, organizational 

commitment of workers embodies a great importance and determinant factor in 

workers’ perception of work environment and climate and this has been the subject of 

many studies since 1960 starting with Becker (1960). Becker (1960) described 

organizational commitment as a rise in voluntary contributions of members to the 

organizations and proposed his side bet theory to explain organizational commitment 

of workers.  

This method was one of the first used to examine a thorough conceptual framework of 

organizational commitment from the standpoint of the interaction between the 

individual and the organization. Definition of commitment is as it follows “tendency 

to engage in “consistent lines of activity”  by Becker (1960, p.33, as cited in Powel & 

Meyer, 2004). The involvement of workers within the organization enables them to 

make investment or side bets. Weibo et al. (2004) defined side bets as “the 

accumulation of investments valued by the individual”. Individuals have their hidden 

investments and continue to make the new ones, making them have to remain in the 

organization to be able to claim the side bets, and this increases their commitment and 

lower the turnover intention. The interaction established between a worker and the 

workplace lies within the expectations and investments outside workplace and this 

interaction determines the likelihood of a possible job leaving or strengthened bonds 

with the workplace. The positive attitude adopted by workers at workplace and the 

existence of claims and investments makes them feel a part of the organization and 

sustain their participation and membership. Otherwise, the job leaving or turnover of 

workers are imminent and a more secure way of protecting claims and investments is 



 

21 

 

aimed. Becker (1960) signaled the organizational commitment as the main predictor 

of job turnover and this has made the subsequent studies to be conceptualized in line 

with Becker’s approach and concentrate on commitment behaviors and turnover. 

Becker’s side bet theory has been adopted and incorporated into many multi-

dimensional models of commitment theories since then. This was first tested by Ritzer 

and Trice (1969) measuring organizational commitment of workers by asking 

questions related to job leaving in return for some incentives.  

The dimension of organizational commitment approached to psychological attachment 

to organization later years and it kept being associated with workers’ turnover. It was 

defined with three distinct qualities by Porter et al. (1974) as powerful dedication to 

maintaining the organization's values and purposes, eagerness to engage in a lot of 

work for organization, and an immense desire to be continue to be the member of it. 

On their definitions of organizational commitment, Mowday et al. (1979) developed a 

15-item scale to measure psychological attachment of workers and commitment was 

thought as the main predictor of turnover intention or job leaving. Rather than 

associating commitment with the claims and its pertaining perceived cost, Mowday et 

al. (1982) approached and considered commitment as emotional or affective 

attachment. 

Moreover, O'Reilly and Chatman (1986) viewed organizational commitment as 

psychological attachment of workers to their organization. Every organization has 

their own dynamics and establishment. The way workers perceive their work 

environment depends on how they feel and approach to norms and activities of 

organization. Increased participation in the activities helps workers be more involved 

in the organization and this promotes internalization of policies at workplace.  O'Reilly 

and Chatman (1986) drew attention on how much workers internalized or adopts the 

traits and viewpoints of organization.  

 

2.5.1. Attitudinal and Behavioral Approaches 

Kanter (1968) established the notion of attitudinal commitment by hypothesizing that 

participation with an organization had an influence on an individual's commitment to 

that organization. Meyer and Allen (1990) named this kind of commitment as affective 

commitment. The discussion about the difference between the attitudinal and 
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behavioral commitment has a long history in the literature and it started with the 

interpretation of Becker’s side-bet theory tying the commitment of workers to outside 

investments (1960). In addition, Salancik (1977) also viewed commitment as binding 

to certain behavioral acts due to potential loss of valued assets. Thus, as stated by 

Mottaz (1989) investments leave no options for employees since the loss of investment 

has a cost and pressure and he referred to commitment as the degree individual 

perceives locked in the organization due to potential loss of investments. From this, 

workers feel attached to their organization due to their perceived cost and potential 

loss of it rather than a personal attachment or consideration of goals and values of the 

organization. Outside conditions or investments claimed pose implications in the 

behaviors of workers and tie the workers to remaining in the organization. Also, Weibo 

et al. (2010) viewed Becker’s side-bet theory consistent with behavioral commitment 

rather than attitudinal as commitment was referred to as a consistent line of actions to 

be able to maintain membership in the organization in fear of losing investments. 

Meyer and Allen (1990) associated attitudinal commitment with the organization and 

workers, specifically their relationships. It is also concerning to what extent values and 

and goals of workers are congruent with the organization while in the behavioral 

approach, attitudes as a consequence of behaviors determines the psychological state 

of workers and signals whether the behavior will occur again or not. Specifically, 

Mowday et al. (1982) considered the attitudinal approach as the psychological state of 

workers in line with the goals and values congruent with that of organization. 

Moreover, Mowday et al. (1982) supported that these approaches are reciprocally 

related. It indicates that commitment attitudes result in commitment behaviors 

strengthening commitment attitude. Likewise, commitment behaviors result in 

commitment attitudes reinforcing commitment behaviors. In addition, Meyer and 

Allen (1990) tried to incorporate both approaches and extend the psychological state 

from goals and values to desire and obligation to be able to explain a larger 

composition of commitment as a psychological state. Rather than considering these as 

types of commitment, they were proposed as components of commitment with a 

complementary relationship covering desire, need and obligation which explains not 

only job turnover but also other work behaviors.  
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2.5.2. Meyer and Allen’s Three-component Model 

Among the arduous struggle to conceptualize and scale the organizational 

commitment, the three-component model proposed by Meyer and Allen (1990) 

distinctively affected the subsequent studies. Meyer and Allen defined commitment as 

three unique psychological states, each of which determines whether or not a person 

would stay in the organization. In this new interpretation of commitment, a new 

framework was proposed and added to these varied definitions of commitment. Meyer 

and Allen (1990) signaled that the measurement of commitment reflected upon at least 

three distinct states and based the new incorporation on affective attachment of 

workers to their organization, perceived cost of leaving, and obligation to continue 

membership. This framework and new concept of commitment was expanded upon 

affective, continuance and normative commitment by Meyer and Allen (1990) and 

each was reported as exclusive and might be felt by employees to different degrees 

and considered to have varying implications for job behavior.  

 

2.5.1.1. Affective Commitment 

Affective commitment constitutes emotional attachment, feelings of employees 

toward their organization, identification with and their involvement in the organization 

(Meyer & Allen, 1990). According to Meyer and Herscovitch (2001), affective 

commitment is mostly derived from an individual's participation and identification 

with the organization. Individuals become self-driven or a part of a course of action as 

a result of this identity association and affliation with the aims of the organization. 

Strong connections and positive feelings of teachers toward school makes a great 

difference in their perception of their work. The rise of tensions and problems at school 

are generally thought to stem from negative thought of teachers toward their profession 

as they see their environment as a source of problem. Powell and Meyer (2004) pointed 

out that affective commitment was considered to have the strongest positive impact on 

the occurrence of desirable and positive work behaviors such as attendance and 

performance before normative and continuance commitment. Thus, affective 

commitment demonstrates how individuals' attitudes toward their organization 

influence their contributions and investment.  
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2.5.1.2. Continuance Commitment 

Meyer and Allen (1990) presented the continuance dimension of this framework as a 

more accurate portrayal of Becker's side-bet theory, pointing out that commitment 

emerges and increases when employees have investments outside the organization. It 

was created to determine how committed employees are to their organizations based 

on the cost they perceive in case of job leaving. The possibility of losing assets or 

investments would be too much to tolerate for employees specifically when they are 

burdened economically and sustain a family. The fear of losing investments can be 

combined with the individual's lack of other career options additionally and this creates 

pressure and an obligation to remain in the organization.  However, it was indicated 

by Allen and Meyer (1996) that continuance commitment was anticipated to have little 

or negative effect on desirable work behaviors as attendance and performance. 

 

2.5.1.3. Normative Commitment 

In this dimension of the framework, Meyer and Allen (1990) proposed that employees 

develop a feeling of obligation to stay with the company and normative commitment 

reflects this obligation to continue employment.  It was indicated that this 

psychological state may result from certain norms that the individual has adopted. 

Employees want to stay with the organization because of not the cost they are likely 

to lose in the event of a job leaving, but the internalized feelings toward the 

organization and this obligation makes them remain in the organization.  The 

development of internalized norms of obligation to organization rise out of certain 

advantages from organization as well. Therefore, Meyer and Allen (1990) signaled 

that organization might provide some rewards in advance like paying college fee or 

providing job training and employees also develop normative commitment and feel in 

debt toward the organization and want to do something to pay this. Normative 

commitment was also shown to be significant and positively correlated with positive 

job behaviors after affective commitment. 
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2.6. Conclusion  

In this chapter, to be able to understand the dynamics of the administrative tasks of 

school and interaction of teachers with the other components of school environment, 

the other shareholders such as principals, colleagues and students were placed in the 

discussion. Teachers are displayed in the middle of constant struggle while being 

pressurized with lots of school duties. Teachers face numerous challenges at school 

while working to raise student accomplishment, and these challenges range from 

school administration to student behavior. As a result, teachers are severely impacted 

and begin to feel dissatisfied with their position at school, resulting in a decline in job 

satisfaction. As a result, the drop-out or retention rate of teachers has increased 

dramatically over time as these issues stay unaddressed and authorities turn ignorant 

of whether teachers feel burned-out or weary as a result of these issues. Besides, it is 

less likely that unsatisfied and discouraged instructors continue their professional life, 

resulting in a drop-in passion for the teaching profession and it is unreasonable to 

expect an improvement and increased willingness in a school environment where 

instructors are placed second and neglected. In this chapter, to reverse the stated 

negative conditions into positive and to place teachers at the center of decision-making 

mechanism, empowerment and commitment of teaches were investigated. Basing the 

investigation on the six aspects described by Short and Rinehart (1992) is the primary 

objective of this investigation. Impact, decision-making,status, autonomy, 

professional progress, and self-efficacy are the six proposed aspects and instructors at 

undergraduate English preparatory schools will participate in the study to unearth their 

empowerment level. To test organizational commitment of instructors, the three-

component model proposed by Meyer and Allen (1990) will be applied.  Meyer and 

Allen (1990) indicated that measuring commitment showed at least three separate 

stages and based the new incorporation on workers' affective attachment to their 

organization, perceived cost of leaving, and obligation to remain membership. 
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CHAPTER III 

METHODOLOGY 

 

3.1. Introduction 

This chapter introduces the reader the methods and procedures used to collect and 

process the data. It starts with the description of the research design, nature of the 

research, sampling of the study, data collection, tools, procedures and analysis. 

3.2. Research Design 

The following parts will define the research design of the study in detail.  

3.2.1. Nature of the Research 

This study is descriptive in nature. Descriptive studies seek to identify what occurs in 

the surveyed environment according to Trochim & Donnelly (2001). Thus, it depicts 

the situation at preparatory schools in terms of instructors’ level of empowerment and 

commitment to their organizations. This study is quantitative study. The quantitative 

method examines the relationship between variables when there are large number of 

participants and the study consist of numerical data to answer the research questions (Yin, 

2009). This study is also qualitative one. Qualitative research is a type of research design 

that aims to investigate and offer more profound understanding of real-world issues 

(Moser, A., & Korstjens, 2017). In the current study, the numerical data collected through 

the quantitative way were analyzed and interpreted and a profound understanding 

regarding empowerment and commitment of instructors was aimed to establish. A study 

that is both qualitative and quantitative is said to be a mixed-method research. According 

to Creswell (2003) mixed-method research designs are the integration of qualitative and 

quantitative designs in the collection and interpretation of data.  This study also has the 

characteristics of a survey research. Pinsonneault and Kraemer (1993) described survey as 

a tool to collect wide range of information such as demographics, responses and opinions 

from a large group of participants. In the current study, the participants were sent e-mails 

and their demographic information and responses regarding their level of empowerment 

and commitment were collected. 
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3.2.2. Sampling of the Study 

The participants of this study were 182 undergraduate English preparatory school 

instructors employed in four state and five foundation universities. The participants 

were selected using the convenience sampling method. According to Saumure and 

Given (2008) convenience sampling is referred to the choosing participants of the 

study that are accessible to the researcher. 47 male and 135 female instructors from 

four state and five foundation universities participated in the study. 99 participants 

from the state universities and 83 from the foundation universities constituted 182 

participants in total. 

3.3. Data Collection 

The following parts will define data collection of the study in detail and it starts with 

data collection tools, data collection procedures and data analysis. 

 

3.3.1. Data Collection Tools 

The first scale was the School Participant Empowerment Scale developed by Short and 

Rinehart (1992) as a measure of teacher empowerment and it contained two parts. The 

first part elicited demographic information of the participants. The demographic 

information is considered as the antecedents of organizational commitment and 

teacher empowerment, and it bears a significant importance in the majority of studies 

in the field as there were found significant differences among participants in the 

aspects of demographics. The participants wrote their age, gender, tenure, teaching 

hours per week. Also, participants were asked to specify their university as foundation 

or state.  

After submitting their demographic information, participants were later requested to 

fill in the second part with a five-point likert scale containing 38 statements.  

Instructors were asked to select their responses on a five-point Likert scale as “strongly 

disagree”, “disagree”, “neutral”, “agree”, “strongly agree”. It was aimed to measure 

the overall perception of teacher empowerment. The scale contained six dimensions 

that measure teacher empowerment. The first sub-scale is about decision-making 

which refers to participation of the teachers in decision-making process at school. The 

second sub-scale is elicited information about professional growth. Short (1992) 

described it as the characteristics of school that enables teachers to grow 



 

28 

 

professionally, learn continuously and expand their teaching skills by means of work 

life at school. Status was the third dimension of empowerment and it refers to “ teacher 

perceptions that they have of professional respect and admiration from colleagues” 

(Short, 1992, p.10). Autonomy as the fourth dimension of the scale encompasses 

teachers’ control over their work life from selection of textbooks to instructional 

planning (Short, 1992). The fifth dimension of the scale is self-efficacy which refers 

to teachers’ perceptions about their abilities required in assisting students to promote 

learning and developing effectual programs (Short, 1992). The final dimension of the 

scale is identified as impact and it refers to personal opinions of teachers about their 

membership and influence at school. 

The items measuring each dimension in the instrument are as follows. 

Decision-making : 1, 7, 13, 19, 25, 30, 33, 35, 37, 38 

Professional growth : 2, 8, 14, 20, 26, 31 

Status : 3, 9, 15, 21, 27, 34 

Self-efficacy : 4, 10, 16, 22, 28, 32 

Autonomy : 5, 11, 17, 23 

Impact : 6, 12, 18, 24, 29, 36  (Short & Rinehart, 1992) 

Internal consistency was tested using the coefficient alpha, and the following values 

were reported for each dimension: 

involvement in decision-making,.89  ; possibilities for professional growth,.83 ; 

status,.86; self-efficacy,.84; autonomy,.81; impact,.82  (Bogler & Somech, 2004; 

Short & Rinehart, 1992). 

The second scale was Affective, Continuance, and Normative Commitment Scales - 

Revised developed by Meyer, Allen, and Smith (1993). It consisted of one part, and it 

contained 18 statements. The surveyed instructors were asked to fill in their responses 

on a seven-point Likert scale as “strongly disagree”, “disagree”, “slightly disagree”, 

“neutral”, “slightly agree”, agree”, “strongly agree”. The scale aimed to measure the 

overall perception of organizational commitment. There are three dimensions of the 

scale to measure commitment and they are reported as affective, continuance and 

normative. Meyer and Allen (1990) stated  that the measurement of commitment 

would be at least three distinct states.  Meyer and Allen (1990) based the new 

incorporation of commitment on affective attachment of workers to their organization, 

perceived cost of leaving, and obligation to continue membership.  
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The items and factors for the commitment instrument are given below. 

Affective Commitment : 1, 6, 7 (R) , 11 (R), 12, 15 (R)  

Continuance Commitment : 2, 5, 8, 10, 17, 18 

Normative Commitment : 3 (R), 4, 9, 13, 14, 16 

Reverse-keyed statements are identified by R and scored accordingly in the 

measurement.Internal consistency was tested using the coefficient alpha and for each 

dimension the values were reported as follows.  

Affective commitment .85; Continuance commitment .79; Normative commitment .73 

(Meyer & Allen, 1997).  

 

3.3.2. Data Collection Procedures  

Participants were chosen by using convenient sampling method and sent an e-mail 

containing an introductory letter regarding the study. In the e mail, the following forms 

were attached :  The Informed Consent Agreement, the School Participant 

Empowerment Scale (Short & Rinehart, 1992) and Three-Component Model 

Employee Commitment Survey- Revised by  Meyer, Allen, and Smith (1993). Also, 

the author of the current study contacted some instructors at other univerisites to 

request their colleagues at school to motivate their participation in the study.  

 

3.4. Data Analysis 

The data from the surveyed population were gathered through the instruments and later 

were utilized for performing analysis on Statistical Package for Social Sciences (IBM 

SPSS 28 version). For the interpretation of the data, T- test, mean, One-way ANOVA), 

Post- Hoc Tukey HSD, frequency and Pearson correlation were applied. 
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CHAPTER IV 

FINDINGS  

 

4.1 Introduction 

The data analysis for the whole study was completed in this chapter, and statistical 

analysis tables were presented. In the study, 182 English language instructors working 

at undergraduate English preparatory programs from foundation and state universities 

were selected to apply the instruments.  Furthermore, a percentage analysis of the data 

was performed and is displayed in tables to represent the distribution of the responses 

provided by the participants. The descriptive statistical statistics are used to properly 

clarify each study issue. Aforementioned in the opening chapter, commitment and 

empowerment of the undergraduate English Language instructors were investigated 

through research questions according to age, gender, tenure, teaching hours per week 

and type of university. 

 

4.2 Findings 

The tables related to each question were published and shown to highlight whether any 

significant difference was found in any scale factors and the whole scales. 

The table below provides information on the demographic characteristics and 

professional attributes of instructors participating in the study. 

 

Table 4.1: Demographic Variables and Frequencies of the Participant 

 Frequency Percent 

Age 22-29 15 8.2 

30-39 88 48.4 

40-49 53 29.1 

   50+ 26 14.3 

Total 182 100.0 
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Tenure 1-5 years 56 30.8 

6-10 years 23 12.6 

11-20 
years 

81 44.5 

20+ 22 12.1 

Total 182 100.0 

Weekly 
Teaching Hours 

12-15 
hours 

38 20.9 

16-19 
hours 

43 23.6 

20-24 
hours 

89 48.9 

25 ve üzeri 12 6.6 

Total 182 100.0 

Type of 
University 

State 99 54.4 

foundation 83 45.6 

Total 182 100.0 

 

The table 4.1. shows the distribution and about half of the total responses, are in the 

30- to 39-year-old age range. The distribution points to a fairly even representation of 

various age groups. As of gender, the distribution indicates a clear majority of female 

respondents with 74.2%, constituting approximately three-quarters of the total. The 

tenure distribution illustrates a diverse range of experience levels, suggesting mix of 

both early-career and more experienced instructors. The majority of responders are 

educators who work 20–24 hours a week in the classroom and this information is very 

Gender Male 47 25.8 

Female 135 74.2 

Total 182 100.0 
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critical for understnding the workload within the investigated group. Also, a relatively 

balanced distribution between state and foundation universities exists. 

The table below shows the T-test results for TCM Employee Commitment Survey- 

Revised Average, Affective Commitment, Continuance Commitment and Normative 

Commitment.   

 

Table 4.2: T-test Results of Commitment Survey by Age 

 Sum of 
Squares 

df Mean 
Square 

F Sig. 

Survey Average 

Between 
Groups 

3.998 3 1.333 1.326 .267 

Within 
Groups 

178.821 178 1.005   

Total 182.818 181    

Affective 
Commitment 

Between 
Groups 

9.099 3 3.033 1.615 .188 

Within 
Groups 

334.353 178 1.878   

Total 343.452 181    

Continuance 
Commitment 

Between 
Groups 

13.697 3 4.566 3.438 .018 

Within 
Groups 

236.424 178 1.328   

Total 250.122 181    

Normative 
Commitment 

Between 
Groups 

12.837 3 4.279 2.349 .074 

Within 
Groups 

324.309 178 1.822   

Total 337.146 181    

*. The mean difference is significant at the 0.05 level. 

The table 4.2. indicates that there is no statistically significant difference between the 

groups for the survey Average, Affective Normative Commitment. according to 0.05 

significance level excluding Continuance Commitment dimension in which groups 

were reported to significantly differ. 

Post Hoc Tukey HSD was applied to analyze the differing groups in age.  
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Table 4.3: Post Hoc Tukey HSD Results of Commitment Survey by Age 

Dependent Variable (I) Age 
(J)Ag

e 

Mean 
Difference (I-

J) Std. Error Sig. 

Continuance 
Commitment 
Factor 

 

Tukey 
HSD 

22-29 30-39 -.42955 .32193 .542 

40-49 -.71950 .33706 .146 

50+ .07308 .37368 .997 

30-39 22-29 .42955 .32193 .542 

40-49 -.28995 .20039 .472 

50+ .50262 .25725 .210 

40-49 22-29 .71950 .33706 .146 

30-39 .28995 .20039 .472 

50+ .79257* .27595 .023 

50+ 22-29 -.07308 .37368 .997 

30-39 -.50262 .25725 .210 

40-49 -.79257* .27595 .023 

*. The mean difference is significant at the 0.05 level. 

The table 4.3. indicates that only the instructors aged between 40-49 are significantly 

different from instructors aged 50 and more at the 0.05 significance level. The mean 

difference shows that the first has higher scores in continuance commitment dimension 

than the latter group, explaining that instructors at the age of 40-49 were reported to 

feel more committed in this dimension than their counterparts at the age of 50 and 

more. 

The table 4.4. reached through Independent Sample Test shows that there is no 

statistically difference between groups according to the gender at the 0.05 significance 

level. 
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Table 4.4:T-test Results of Commitment Survey by Gender 

 t df 
Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

Affective 
Commitment 

Equal 
variances 
assumed 

-1.779 180 .077 -.41250 .23192 

Equal 
variances not 
assumed 

-1.745 77.605 .085 -.41250 .23641 

Continuance 
Commitment 

Equal 
variances 
assumed 

.755 180 .451 .15054 .19933 

Equal 
variances not 
assumed 

.740 77.483 .461 .15054 .20337 

Normative 
Commitment 

Equal 
variances 
assumed 

-.510 180 .611 -.11802 .23162 

Equal 
variances not 
assumed 

-.485 73.690 .629 -.11802 .24356 

Survey Average Equal variances 
assumed 

-.742 180 .459 -.12651 .17042 

Equal variances 
not assumed 

-.729 77.743 .468 -.12651 .17354 

*. The mean difference is significant at the 0.05 level. 

The table 4.5. below shows One-Way ANOVA results of groups according to tenure.  

 

Table 4.5: One-Way ANOVA Results of Commitment Survey by Tenure 

 
Sum of 
Squares df 

Mean 
Square F Sig. 

Survey Average Between 
Groups 

15.664 3 5.221 5.560 .001 
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Within 
Groups 

167.154 178 .939 
  

Total 182.818 181    

Affective 
Commitment 

Between 
Groups 

29.359 3 9.786 5.546 .001 

Within 
Groups 

314.093 178 1.765 
  

Total 343.452 181    

Continuance 
Commitment 

Between 
Groups 

23.213 3 7.738 6.070 <.001 

Within 
Groups 

226.908 178 1.275 
  

Total 250.122 181    

Normative 
Commitment 

Between 
Groups 

8.157 3 2.719 1.471 .224 

Within 
Groups 

328.989 178 1.848 
  

Total 337.146 181    

*. The mean difference is significant at the 0.05 level. 

The groups were found significantly differing from one another in survey average, 

Affective Commitment, Continuance Commitment excluding the Normative 

Commitment factor considering the sigificance level. 

The table 4.6. shows the Post hoc Tukey HSD analysis conducted to be able to spot 

the differing groups in the mentioned factors, in terms of Survey Average and 

Affective and Continuance Commitment 

  

Table 4.6: Post Hoc Tukey HSD Results of Commitment Survey by Tenure 

Dependent Variable 
(I) 

Tenure 
(J) 

Tenure 

Mean 
Difference (I-

J) 
Std. 

Error Sig. 

Survey Average Tukey HSD 1-5 6-10 .00578 .24000 1.000 
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11-20 -.62170* .16841 .002 

20+ -.23467 .24383 .771 

6- 10 1-5 -.00578 .24000 1.000 

11-20 -.62748* .22896 .034 

20+ -.24045 .28899 .839 

11-20 1-5 .62170* .16841 .002 

6-10 .62748* .22896 .034 

20+ .38703 .23298 .347 

20+ 1-5 .23467 .24383 .771 

6-10 .24045 .28899 .839 

11-20 -.38703 .23298 .347 

Affective 
Commitment 

Tukey HSD 1-5 6-10 .53002 .32898 .375 

11-20 -.62081* .23086 .039 

20+ -.04113 .33424 .999 

6-10 1-5 -.53002 .32898 .375 

11-20 -1.15083* .31386 .002 

20+ -.57115 .39614 .475 

11-20 1-5 .62081* .23086 .039 

6-10 1.15083* .31386 .002 

20+ .57969 .31936 .270 

20+ 1-5 .04113 .33424 .999 

6-10 .57115 .39614 .475 

11-20 -.57969 .31936 .270 

Continuance 
Commitment 

Tukey HSD 1-5 6-10 -.58566 .27962 .159 

11-20 -.82282* .19622 <.001 
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20+ -.32413 .28409 .665 

6-10 1-5 .58566 .27962 .159 

11-20 -.23716 .26676 .811 

20+ .26153 .33670 .865 

11-20 1-5 .82282* .19622 <.001 

6-10 .23716 .26676 .811 

20+ .49869 .27144 .259 

20+ 1-5 .32413 .28409 .665 

6-10 -.26153 .33670 .865 

11-20 -.49869 .27144 .259 

*. The mean difference is significant at the 0.05 level. 

 

The table 4.6. presents that instructors with 11-20 years of tenure were significantly 

differing from their counterparts with 1-5 and 6-10 years in survey average and 

Affective Commitment factor. In Continuance Commitment factor, the instructors 

with 11-20 years significantly differed from their counterparts having 1-5 years of 

tenure. In the total evaluation of the result, short-tenured instructors were found less 

committed than the medium-tenured instructors and specifically the ones with 11-20 

years of tenure (medium-tenured) were found the most committed among all according 

to the mean scores. 

 The table 4.7. shows the One-Way ANOVA results of the commitment level of 

instructors according to their weekly teaching hours. 

Table 4.7: One-Way ANOVA Results of Commitment Survey by Weekly 

Teaching Hours 

 
Sum of 
Squares df 

Mean 
Square F Sig. 

Survey Average Between 
Groups 

3.673 3 1.224 1.216 .305 
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Within 
Groups 

179.145 178 1.006 
  

Total 182.818 181    

Affective 
Commitment 

Between 
Groups 

16.642 3 5.547 3.021 .031 

Within 
Groups 

326.811 178 1.836 
  

Total 343.452 181    

Continuance 

 Commitment 

Between 
Groups 

1.037 3 .346 .247 .863 

Within 
Groups 

249.084 178 1.399 
  

Total 250.122 181    

Normative 
Commitment 

Between 
Groups 

6.316 3 2.105 1.133 .337 

Within 
Groups 

330.829 178 1.859 
  

Total 337.146 181    

*. The mean difference is significant at the 0.05 level. 

The only statistically difference was reported in affective commitment dimension at 

the 0.05 significance level, while no significance difference was found in the other 

dimensions and the total score of the commitment survey. 

The table 4.8. presents Post hoc Tukey HSD analysis performed in order to identify 

the distinct groups in affective commitment dimension according to weekly teaching 

hours.   

Table 4.8: Post Hoc Tukey HSD Results of Commitment Survey by Weekly 

Teaching Hours 

Dependent Variable 
(I) Weekly 

Teaching Hours 
(J) Weekly 

Teaching Hours 

Mean 
Difference (I-

J) 
Std. 

Error Sig. 

12-15 16-19 .20685 .30169 .902
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Affective 
Commitment 

Tukey 
HSD 

20-24 .71565* .26257 .035

25+ .56506 .44868 .590

16-19 12-15 -.20685 .30169 .902

20-24 .50880 .25165 .184

25+ .35820 .44238 .850

20-24 12-15 -.71565* .26257 .035

16-19 -.50880 .25165 .184

25+ -.15059 .41669 .984

25 + 12-15 -.56506 .44868 .590

16-19 -.35820 .44238 .850

20-24 .15059 .41669 .984

*. The mean difference is significant at the 0.05 level. 

The table 4.8. indicates that the instructors giving 12-15 teaching hours per week were 

found statistically differing from the ones with 20-24 hours at the 0.05 significance 

score and were reported more affectively committed to their institutions in terms of 

mean score difference among all tenure groups. 

The table 4.9. presents T-test results of the instructors according to type of their 

university.  

 

Table 4.9: T-test Results of Commitment Survey by Type of University 

 t df 

Sig. 
(2-

tailed) 
Mean 

Difference 
Std. Error 
Difference 

Affective 
Commitment 

Equal variances assumed .254 180 .800 .05221 .20554 

Equal variances not 
assumed 

.253 171.062 .801 .05221 .20648 

Equal variances assumed 3.543 180 <.001 .60089 .16962 
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Continuance 
Commitment 

Equal variances not 
assumed 

3.525 170.780 <.001 .60089 .17045 

Normative 
Commitment 

Equal variances assumed -.062 180 .951 -.01266 .20368 

Equal variances not 
assumed 

-.062 174.517 .951 -.01266 .20367 

Survey 
Average 

Equal variances assumed 1.439 180 .152 .21453 .14913 

Equal variances not 
assumed 

1.428 168.753 .155 .21453 .15021 

*. The mean difference is significant at the 0.05 level. 

The table 4.9. shows that continuance commitment factor was reported the only 

significantly differing one among groups. In the total score of the instrument, there 

was no reported significant difference. 

The table 4.10. presents the descriptive stats and means scores of the instructors’ 

commitment factor according to type of university  

 

Table 4.10: Descriptive Statistics of Commitment Survey by Type of University 

 Type of 
University N Mean 

Std. 
Deviation 

Std. Error 
Mean 

Affective 
Commitment 

State 99 4.5000 1.34813 .13549 

Foundation 83 4.4478 1.41946 .15581 

Continuance 
Commitment 

State 99 4.5808 1.11050 .11161 

Foundation 83 3.9799 1.17373 .12883 

Normative 
Commitment 

State 99 3.8428 1.36873 .13756 

Foundation 83 3.8554 1.36838 .15020 

Survey Average State 99 4.3089 .96383 .09687 

Foundation 83 4.0944 1.04591 .11480 

The table 4.10 shows that the total mean score of participants in the state universities 

is higher than that of ones in the foundation universities and it can be interpreted that 

instructors working at the state schools were found more committed to their institutions 
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in continuance dimension than their counterparts in the foundation universities. 

Instructors from both university types were found to have the lowest mean scores in 

normative commitment factor. 

The table 4.11. shows the T-test results for School Participant Empowerment Scale 

and its dimensions according to age.   

 

Table 4.11: T-test Results of SPES by Age 

 Sum of df Mean F Sig. 

SPES Average Between Groups 1.971 3 .657 2.163 .094 

Within Groups 54.075 178 .304   

Total 56.046 181    

Decision 
making 

Between Groups 3.135 3 1.045 1.879 .135 

Within Groups 98.958 178 .556   

Total 102.093 181    

Professional 
growth 

Between Groups 2.749 3 .916 1.522 .210 

Within Groups 107.177 178 .602   

Total 109.926 181    

Status Between Groups .898 3 .299 1.240 .297 

Within Groups 42.991 178 .242   

Total 43.889 181    

Self-efficacy Between Groups 3.349 3 1.116 3.637 .014 

Within Groups 54.633 178 .307   

Total 57.981 181    

Autonomy Between Groups 1.207 3 .402 .538 .657 

Within Groups 133.101 178 .748   

Total 134.308 181    

Impact Between Groups 3.233 3 1.078 2.477 .063 

Within Groups 77.439 178 .435   

Total 80.673 181    

*. The mean difference is significant at the 0.05 level. 

The table 4.11. presents that the only significantly differing dimension was found self-

efficacy among groups while no statistically significant difference was reported for 

SPES Average and the other five dimensions according to age. 
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The table 4.12. shows the resuşts of Post Hoc Tukey HSD employed to analyze the 

differing group in self-efficacy dimension according to age.  

 

Table 4.12: Post Hoc Tukey HSD Results of SPES by Age 

Dependent Variable (I) Age (J) Age 
Mean Difference (I-

J) 
Std. 

Error Sig. 

Self-efficacy Tukey HSD 22-29 30-39 .43030* .1547
6 

.030 

40-49 .44465* .1620
3 

.034 

50+ .57949* .1796
3 

.008 

30-39 22-29 -.43030* .1547 .030 

40-49 .01435 .0963 .999 

50+ .14918 .1236 .624 

40-49 22-29 -.44465* .1620
3 

.034 

30-39 -.01435 .0963
3 

.999 

50+ .13483 .1326
5 

.740 

50+ 22-29 -.57949* .1796
3 

.008 

30-39 -.14918 .1236
6 

.624 

40-49 -.13483 .1326
5 

.740 

The table 4.12. below shows that only the instructors aged between 22-29 are 

significantly different from the instructors from other age groups at the 0.05 

significance level. This explains that the instructors at the age of 22-29 were reported 

to feel more empowered in self-efficacy factor than their counterparts from the other 

age groups. 

The table 4.13. reached through Independent Sample Test shows that there is no 

statistically difference between groups according to the gender at the 0.05 significance 

level. 
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Table 4.13: T-test Results of SPES by Gender 

 t df 
Sig.(2-
tailed) 

Mean 
Differenc

e 

Std. 
Error 

Differenc
e 

Decision 
making 

Equal variances 
assumed 

-
1.039 

180 .300 -.13218 .12717 

Equal variances not 
assumed 

-
1.001 

75.25
5 

.320 -.13218 .13201 

Professional 
growth 

Equal variances 
assumed 

-
1.258 

180 .210 -.16580 .13177 

Equal variances not 
assumed 

-
1.116 

66.43
0 

.269 -.16580 .14859 

Status Equal variances 
assumed 

-
1.379 

180 .170 -.11474 .08319 

Equal variances not 
assumed 

-
1.241 

67.76
3 

.219 -.11474 .09248 

Self-efficacy Equal variances 
assumed 

-
1.667 

180 .097 -.15904 .09539 

Equal variances not 
assumed 

-
1.530 

69.71
7 

.131 -.15904 .10398 

Autonomy Equal variances 
assumed 

-
1.162 

180 .247 -.16935 .14575 

Equal variances not 
assumed 

-
1.206 

86.02
0 

.231 -.16935 .14045 

Impact Equal variances 
assumed 

-
1.378 

180 .170 -.15540 .11279 

Equal variances not 
assumed 

-
1.309 

73.61
5 

.194 -.15540 .11868 

SPES 
Average 

Equal variances 
assumed 

-
1.548 

180 .123 -.14537 .09388 

Equal variances not 
assumed 

-
1.433 

70.60
9 

.156 -.14537 .10147 
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The table 4.14. shows One-Way ANOVA results of groups according to tenure. 

Table 4.14: One-Way ANOVA Results of SPES by Tenure 

 

 Sum of 
Square

df Mean 
Square 

F Sig. 

SPES 
Average 

Between 3.201 3 1.067 3.594 .015 

Within Groups 52.846 178 .297   

Total 56.046 181    

Decision 
making 

Between 4.349 3 1.450 2.640 .050 

Within Groups 97.744 178 .549   

Total 102.09 181    

Professional 
growth 

Between 4.161 3 1.387 2.334 .076 

Within Groups 105.76 178 .594   

Total 109.92 181    

Status Between 1.269 3 .423 1.766 .155 

Within Groups 42.620 178 .239   

Total 43.889 181    

Self-
efficacy 

Between 2.046 3 .682 2.171 .093 

Within Groups 55.935 178 .314   

Total 57.981 181    

Autonomy Between 7.154 3 2.385 3.338 .021 

Within Groups 127.15 178 .714   

Total 134.30 181    

Impact Between 5.558 3 1.853 4.390 .005 

Within Groups 75.115 178 .422   

Total 80.673 181    

According to the table 4.14. above, the groups differed significantly in the total score 

of empowerment scale alongside with decision-making, autonomy and impact factors 

according to 0.05 significance level.  

The table 4.15. shows the results of Post hoc Tukey HSD analysis conducted for SPES 

Average, autonomy, impact and decision-making factors to reveal the differing groups.  
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Table 4.15: Post Hoc Tukey HSD Results of SPES by Tenure 

Dependent Variable 
(I) Tenure 
(year) 

(J) Tenure 
(year) 

Mean 
Difference (I-

J) 
Std. 

Error Sig. 

SPES 
Average 

Tukey 
HSD 

1-5  6-10  .23122 .13494 .320 

11-20  .03587 .09469 .981 

20+ .39546* .13710 .023 

6-10  1-5  -.23122 .13494 .320 

11-20  -.19535 .12874 .429 

20+ .16424 .16249 .743 

11-20  1-5  -.03587 .09469 .981 

6-10  .19535 .12874 .429 

20+ .35959* .13100 .033 

20+ 1-5  -.39546* .13710 .023 

6-10  -.16424 .16249 .743 

11-20  -.35959* .13100 .033 

Decision 
making 

Tukey 
HSD 

1-5  6-10  .14363 .18352 .862 

11-20  .04916 .12878 .981 

20+ .50090* .18646 .039 

6-10  1-5  -.14363 .18352 .862 

11-20  -.09447 .17508 .949 

20+ .35727 .22099 .372 

11-20  1-5  -.04916 .12878 .981 

6-10  .09447 .17508 .949 

20+ .45174 .17816 .058 

20+ 1-5  -.50090* .18646 .039 
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6-10  -.35727 .22099 .372 

11-20  -.45174 .17816 .058 

Autonomy Tukey 
HSD 

1-5  6-10  .30066 .20932 .478 

11-20  .12715 .14689 .823 

20+ .64651* .21267 .014 

6-10  1-5  -.30066 .20932 .478 

11-20  -.17351 .19969 .821 

20+ .34585 .25205 .518 

11-20  1-5  -.12715 .14689 .823 

6-10  .17351 .19969 .821 

20+ .51936 .20320 .055 

20+ 1-5  -.64651* .21267 .014 

6-10  -.34585 .25205 .518 

11-20  -.51936 .20320 .055 

Impact Tukey 
HSD 

1-5  6-10  .21506 .16088 .541 

11-20  .08150 .11290 .888 

20+ .56981* .16345 .003 

6-10  1-5  -.21506 .16088 .541 

11-20  -.13357 .15348 .820 

20+ .35474 .19372 .262 

11-20  1-5  -.08150 .11290 .888 

6-10  .13357 .15348 .820 

20+ .48831* .15618 .011 

20+ 1-5  -.56981* .16345 .003 

6-10  -.35474 .19372 .262 
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11-20  -.48831* .15618 .011 

The table 4.15. above presents that according to SPES Average and impact factor 

instructors with 1-5 and 11-20 years of tenure were significantly different from their 

counterparts with 20+ years of tenure. In decision-making and autonomy factors, 

instructors with 1-5 years were found significantly different from the ones with 20+ 

years of tenure.  

The table 4.16. below shows the One-Way ANOVA results of empowerment 

according to instructors’ weekly teaching hours. 

Table 4.16: One-Way ANOVA Results of SPES by Weekly Teaching Hours 

 

 
Sum of 
Squares df 

Mean 
Square F Sig. 

SPES 
Average 

Between Groups 8.010 3 2.670 9.894 <.001 

Within Groups 48.036 178 .270   

Total 56.046 181    

Decision 
making 

Between Groups 15.721 3 5.240 10.800 <.001 

Within Groups 86.372 178 .485   

Total 102.093 181    

Professional 
growth 

Between Groups 17.039 3 5.680 10.884 <.001 

Within Groups 92.887 178 .522   

Total 109.926 181    

Status Between Groups 2.124 3 .708 3.017 .031 

Within Groups 41.765 178 .235   

Total 43.889 181    

Self-efficacy Between Groups 1.445 3 .482 1.517 .212 

Within Groups 56.536 178 .318   

Total 57.981 181    
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Autonomy Between Groups 12.073 3 4.024 5.860 <.001 

Within Groups 122.235 178 .687   

Total 134.308 181    

Impact Between Groups 9.247 3 3.082 7.681 <.001 

Within Groups 71.426 178 .401   

Total 80.673 181    

According to the table 4.16. above, groups differed significantly in total score of the 

instrument and almost all the factors of the instrument excluding self-efficacy factor 

at 0.05 significance level. 

Post Hoc Tukey HSD analysis was performed in order to identify the distinct groups 

in SPES Average according to weekly teaching hours. 

 

Table 4.17: Post Hoc Tukey HSD Results of SPES by Weekly Teaching Hours 

Dependent Variable 

 
(I) Weekly 

Teaching Hours 
(J) Weekly 

Teaching Hours 

Mean 
Difference (I-

J) 
Std. 

Error 

 

Sig. 

SPES 
Average 

Tukey 
HSD 

12-15 16-19 .17765 .11566 .418 

20-24 .45498* .10067 <.001

25+ .69020* .17202 <.001

16-19 12-15 -.17765 .11566 .418 

20-24 .27733* .09648 .023 

25+ .51255* .16960 .015 

20-24 12-15 -.45498* .10067 <.001

16-19 -.27733* .09648 .023 

25+ .23522 .15975 .456 

25+ 12-15 -.69020* .17202 <.001

16-19 -.51255* .16960 .015 
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20-24 -.23522 .15975 .456 

The table 4.17. indicates that the instructors conducting 12-15 and 16-20 teaching 

hours per week were found statistically differing from their counterparts with 20-24 

and 25+ hours according to 0.05 significance level and they were reported to feel more 

empowered at their current institutions regarding the mean score difference. 

The table 4.18. below presents T-test results of the instructors’ empowerment levels 

according to type of their university.  

 

Table 4.18: T-test Results of SPES by Type of University 

 t df 

Sig. 
(2-

tailed 
Mean 

Difference 

Std. Error 
Differenc

e 

Decision 
making 

Equal variances 
assumed 

-6.167 180 <.001 -.62802 .10184 

Equal variances not 
assumed 

-6.008 148.10
1 

<.001 -.62802 .10453 

Professiona
l growth 

Equal variances 
assumed 

-2.923 180 .004 -.33212 .11364 

Equal variances not 
assumed 

-2.841 145.47
6 

.005 -.33212 .11690 

Status Equal variances 
assumed 

-2.877 180 .005 -.20673 .07186 

Equal variances not 
assumed 

-2.830 159.32
0 

.005 -.20673 .07305 

Self-
efficacy 

Equal variances 
assumed 

-2.532 180 .012 -.21014 .08300 

Equal variances not 
assumed 

-2.507 166.27
0 

.013 -.21014 .08382 

Autonomy Equal variances 
assumed 

-3.981 180 <.001 -.49069 .12324 

Equal variances not 
assumed 

-3.947 167.26
2 

<.001 -.49069 .12433 



 

50 

 

Impact Equal variances 
assumed 

-4.906 180 <.001 -.45909 .09357 

Equal variances not 
assumed 

-4.836 161.54
9 

<.001 -.45909 .09493 

SPES 
Average 

Equal variances 
assumed 

-5.236 180 <.001 -.40505 .07736 

Equal variances not 
assumed 

-5.112 150.64
3 

<.001 -.40505 .07924 

The table 4.18. above indicates that according to the type of university, in all the 

dimensions and total score of the instrument groups differed statistically different.  

To be able to understand the differing group in the aforementioned dimensions and the 

total empowerment scale, the descriptive stats and means scores of the instructors’ 

empowerment level were investigated and the results presented in the table 4.19. 

 

Table 4.19: Descriptive Statistics of SPES by Type of University 

Group Statistics 

 Type of 
University N Mean 

Std. 
Deviation 

Std. Error 
Mean 

Decision making State 99 2.3412 .58219 .05851 

Foundation 83 2.9692 .78918 .08662 

Professional 
growth 

State 99 3.5354 .63900 .06422 

Foundation 83 3.8675 .88986 .09767 

Status State 99 4.0724 .43913 .04413 

Foundation 83 4.2791 .53032 .05821 

Self-efficacy State 99 3.8838 .52836 .05310 

Foundation 83 4.0940 .59088 .06486 

Autonomy State 99 2.7955 .78925 .07932 

Foundation 83 3.2861 .87228 .09575 

Impact State 99 3.4024 .57932 .05822 
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Foundation 83 3.8614 .68314 .07498 

SPES Average State 99 3.2876 .44920 .04515 

Foundation 83 3.6927 .59330 .06512 

The table 4.19. above presents the mean scores of instructors working at both state and 

foundation universities. It was found that instructors working at the foundation 

universities felt themselves more empowered in all the factors of the instrument and 

SPES average. 

Table 4.20: The Correlation Results between TCM Employee Commitment 

Survey-Revised and SPES 
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**. Correlation is significant at the 0.01 level (2-tailed). 

The table 4.20. indicates the correlation results of the surveyed population. Moderately 

positive relationship was reported for SPES Average with the Commitment Survey  

and Affective and Normative Commitment. Also, decision making factor correlated 

almost strongly with autonomy and impact factors, while status was found positively 

correlated with self-efficacy. There is a strong positive association between the 

dimensions of teacher empowerment and the total teacher empowerment instrument. 
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Except for the continuance commitment factor, teacher empowerment was shown to 

contribute to the variability in organizational commitment as a whole and across nearly 

every of its components, and moderately positive relationship was reported. Among 

the empowerment factors, excluding the continuance commitment, professional 

growth was the highest positively correlated empowerment factor. Affective 

commitment factor was found moderately positively correlated with normative 

commitment unlike continuance commitment. 
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CHAPTER V 

DISCUSSION & CONCLUSION 

 

5.1 Introduction 

Organizational commitment and empowerment have been extensively researched in 

the domains of organizational psychology, human resource management and teaching 

fields as a vital component in understanding employee or teacher behaviors within an 

organization. Scholars have studied numerous elements that impact organizational 

commitment and empowerment, and age, gender, and university type have emerged as 

relevant variables with considerable variations. Through this thesis, it was aimed to 

investigate the current literature on organizational commitment and empowerment and 

see whether there are any notable differences based on demographics of the 

participants in terms of age, gender, tenure and university type, teaching hours.  

 

5.2 Discussion     

Age is a commonly reported element in connection to organizational commitment. 

According to research, various age groups may have varying levels of commitment to 

their organizations. For example, Meyer, Stanley, Herscovitch, and Topolnytsky 

(2002) revealed that older employees have greater levels of organizational 

commitment than their younger counterparts. This interpretation is often attributed to 

factors such as increased job tenure, greater investment in or outside the organization 

or an obligation to remain in the organization developed over time. 

In our study, for the total scale result of organizational commitment, age did not 

significantly differ, yet two age groups display distinct levels of commitment in terms 

of continuance commitment within the surveyed population. Instructors aged 40-49 

reported more committed to their university than their counterparts aged 50 and more. 

As continuance commitment refers to the fear of loss of gain such as income, prestige, 

status, social circle in case of a possible leave, it can be interpreted that the perceived 

costs of leaving the organization, such as the financial investment made in terms of 

time and effort are more for the instructors aged 40-49 probably due to some financial 

reasons, which needs to be further investigated. 
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In other studies, conducted to reveal relationship between age and organizational 

commitment, varying results emerged. In some studies, in consistent with this result, 

age was not found significantly differing among groups concerning organizational 

commitment (Anari, 2012; Garipağaoğlu, 2013). Also, a study on organizational 

commitment involving 125 instructors from 33 Pakistani universities revealed that age 

did not significantly differ and was unrelated to organizational commitment (Chughtai 

& Zafar, 2006). On the other hand, there are so many abundant studies emphasizing 

the positive relationship between age and organizational commitment, indicating that 

older workers or teachers are more committed to their organization. For example, a 

study was conducted through 860 secondary school teachers and it was aimed to reveal 

commitment difference of secondary school teachers and the older teachers were found 

to be more committed than the younger ones. (Shah & Mahmood, 2021). It could be  

explained that older people, particularly those who have been with a company for a 

long time, have a higher stake in the company as well as a longer history with it than 

younger or less experienced employees. In one study concerning organizational 

commitment of academicians, organizational commitment was found to have a 

significant relationship with the respondents’ age and also the results pointed out that 

commitmen increases in line with age (Khan et al., 2014). Some other studies also 

signaled the same relationship between age and organizational commitment. The 

following authors highlighted that the more experienced members of the organization 

are more committed to their places (Abdulla & Shaw, 1999; Kanchana and 

Panchanatham, 2012; Gökyer, 2018; Shah & Mahmood, 2021). However, in a study 

by Yücel and Bektaş (2012), younger teachers at secondary school level were reported 

to feel emotionally  more attached to their school. Also, they identified their 

organization’s problems as their own and express their desire to stay at the current 

organization for longer years. In the literature, there are very few studies examining 

this dimension of organizational commitment and its relation with age for 

undergraduate English language instructors. Our result shows consistency with the 

literature considering the total score of the instrument, but in terms of continuance 

commitment, age group differed significantly from the others. 

In the result of empowerment with respect to age, the overall perceived empowerment 

of instructors was found no significantly different according to age of the respondents. 

However, it was reported that instructors aged 22-29 showed statistically significant 
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difference from all the other age groups in the self-efficacy factor, exhibiting that 

younger instructors with less teaching experience feel comparatively more empowered 

than their more experienced and elder ones.  Bogler and Somech (2004) stated that 

teachers with greater degrees of self-efficacy participate in more organizational 

behaviors and teachers with high expectations of themselves to work efficiently and 

successfully in school will perform extracurricular activities and feel more committed 

to their school and the teaching profession. It is anticipated that teaching experience 

comes with age and when examining related studies in the field there are very 

contrasting ones depicting contradictory results in this regard. For example, 221 

instructors working at undergraduate English Preparatory Schools in Turkey 

participated in a study to investigate self-efficacy. It was found that years of experience 

created a significant difference; however, the novice instructors with 1-5 years of 

experience scored lower than the experienced instructors; in contrary to this, age did 

not show a significant difference among groups (Taşçı, 2019). Also, 117 instructors 

working at undergraduate English Preparatory Schools in Turkey were involved in a 

study to investigate self-efficacy and it was found that work experience did not show 

a significant difference (Baş, 2010). Besides, in a study to investigate the relationship 

between general self-efficacy belief and burnout level among 174 Turkish 

academicians, it was found that age did not cause any significance difference in the 

general self-efficacy level (Sevindi, 2013). Leaving self-efficacy dimension of 

empowerment instrument aside, the insignificance of age in terms of teacher 

empowerment is supported with some other prior studies. For example, in a study 

conducted with 408 instructors in Mazandaran University in Iran, age was not found a 

significant demographic variable in teacher empowerment (Ghaemi & Sabokrouh, 

2014).  Also, 185 high school teachers from the United States were involved in a study 

to examine teacher empowerment and it was found that age was not a significant factor 

for varying teacher empowerment among teachers (Kirgan, 2010). On the other hand, 

there are other studies pointing out the other aspect of this issue. For example, a study 

investigated sense of empowerment of teachers at secondary school in Turkey and the 

research, conducted with 441 teachers revealed that age differed significantly among 

groups and teachers at 51 years of age and older perceived teacher empowerment more 

highly than younger teachers do. (Hıdıroğlu & Tanrıöğen, 2021). On the other hand, 

according to Erdem et al. (2014), younger instructors may feel more empowered since 
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they are more familiar with current teaching approaches and technology. These 

findings underline the need of considering the multifaceted character of teacher 

empowerment. Short and Rinehart (1992) underlined that age is a significant predictor 

of teacher empowerment. Thus, it is important to note that owing to the scarcity of 

studies concerning the conditions of instructors at undergraduate English preparatory 

schools, associated studies reinforcing or contrasting the results of this current study 

do not exist and some other related studies need to be referred to explain the degree of 

empowerment according to age. 

The impact of gender on organizational commitment has also been a subject of interest 

and the results of the studies show a very contradictory point of view with regards to 

role and commitment and empowerment level of teachers in their institutions.  In our 

study, no significant difference was found among undergraduate English instructors 

according to their gender. In consistent with our result, in the study of Dalgıc (2014) 

with 11.690 teachers, gender was not found a significant predictor of organizational 

commitment of teachers. Also, according to Lambert et al. (2005) there was no 

significant relationship between gender and organizational commitment. In a study 

conducted in a vocational high school in Surabaya, professional commitment did not 

significantly differ by sex of teachers (İzzati et al., 2022). Besides, Meyer et al. (2002) 

stated that so many studies were conducted to reveal the relationship between 

organizational commitment and gender, but for most of them, there was not found any 

relationship. Varying results were found in the literature in expressing the association 

between organizational commitment and gender. For example, in one study by Zilli 

and Zahoor's (2012) study, a larger percentage of female school instructors generally 

reported a higher level of organizational commitment than their male counterparts in 

higher education. Also, another study was conducted through 860 secondary school 

teachers and it was aimed to reveal commitment difference of secondary school 

teachers and female teachers were found committed more than their male colleagues. 

Also, Tsui and Cheng (1999) revealed in their study that a strong correlation existed 

between teacher commitment and gender. Prior studies found that women tend to 

exhibit more commitment behaviors to their organization than men (Mathieu & Zajac, 

1990; Singh & Billingsley, 1998).  Some explanations might be advanced to explain 

why female instructors were found to be more committed to their organisation, yet the 

environment and other factors may play a role, and this may stem from their work 
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satisfaction or view of their profession. All in all, in our study no difference was found 

and this shows that every undergraduate English language instructor with different 

demographic characteristics shares the same level of organizational commitment. 

In our study examining the empowerment and gender relationship, there is no 

significant difference, and this is consistent with some studies. For example, according 

to the study of Azizifar et al. (2020), Iranian English teachers did not significantly 

differ by gender. Also, Veisi et al. (2015) reported that there was no significant 

difference in empowerment level among Iranian English teachers with respect to 

gender. Another study investigated sense of empowerment of teachers at secondary 

school in Turkey and the research, conducted with 441 teachers revealed that gender 

was not significantly different. (Hıdıroğlu & Tanrıöğen, 2021). Also, an investigation 

of teacher empowerment was completed with 312 teachers in Northeast Tennessee and 

gender was not found statistically significant variable (Gardenhour 2008). Also, in a 

study conducted with 267 teachers from all type of schools in the United States to 

research the degree of empowerment, gender of the participant was not associated with 

perceived level of empowerment (Moran, 2015). In addition, 185 high school teachers 

from the United States were involved in a study to examine teacher empowerment and 

it was found that gender was not a significant factor for varying teacher empowerment 

among teachers (Kirgan, 2010). On the other hand, there are contrasting arguments 

and results. For example, in a study conducted with 408 instructors in Mazandaran 

University in Iran, gender was found a significant demographic variable in teacher 

empowerment and female teachers were found less empowered than their counterparts 

(Ghaemi & Sabokrouh, 2014).  In consistent with this, female teachers working at 

universities were found less empowered than their male teachers (Rafique & Akhtar, 

2020). Thus, although some research points to potential differences in gender in 

teacher empowerment, the results are not always overwhelming. Gender and teacher 

empowerment have a complicated relationship that can be impacted by a wide range 

of personal and environmental factors. However, it is noteworthy to point out that in 

this current research the lowest mean scores of the instrument were found in the 

decision-making and autonomy factors. Thus, the critical point of view must be 

developed to unearth the underlying reasons leading to instructors feeling 

disempowered and suffering from absence of autonomy at their institutions.  
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The evaluation of tenure of instructors with their organizational commitment was 

performed with the current study and it was found that the instructors with 11-20 years 

of tenure were significantly differing from their counterparts with 1-5 and 6-10 years 

in the total score of the instrument, affective commitment. This shows that the years 

the instructors have spent at school make a difference in their commitment level, 

explaining that medium-tenured instructors are more committed to their organizations 

than the short-tenured ones. According to Cohen (1993) the relation between 

organization commitment and tenure was strongest for the oldest tenure subgroups 

according to meta-analysis of organizational commitment in different time frames of 

employment. The result of the study is also in consistent with the general interpretation 

of organizational commitment with respect to long service at the same organization. 

For example, tenure was found a statistically significant effect on professional 

commitment for the teachers at vocational high schools, indicating that teachers with 

longer tenures showed greater levels of professional commitment (İzzati et al., 2022). 

Also, 120 college teachers in India participated in the study of organizational 

commitment and it was reported that teachers with more than six years of tenure were 

more committed to their instutition than those with less than six years (Mohan & Kaur, 

2014). Additionally, in the study conducted with 1017 high school teachers in Turkey 

it was found that teachers with long service at the school had more commitment to 

their organization in affective and continuance commitment factor (Karakus & Aslan 

2009). 

For the empowerment scale and its association with tenure of the instructors, it was 

found that the instructors with 1-5 years of tenure were found significantly different 

from 20+ years of tenure in the total scale of the instrument, decision-making, impact 

and autonomy. There are some studies reinforcing our result while there are also 

abundant of them contrasting our current study. For example, in his case study of two 

school districts Johnson (1992) revealed that according to correlation between years 

of experience and teacher empowerment as experience increased, positive teacher 

empowerment opinions tended to diminish. Also, 57 elementary teachers participated 

in an investigation of teacher empowerment and a negative correlation was found 

between teachers’ years of experience and the empowerment sub-scale of professional 

growth and autonomy (Conway, 2001).  Besides, in a study conducted with 151 high 

school teachers from Pennsylvania, the perception of teacher empowerment had a 
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statistically significant negative relationship with years in present position (Snyder, 

1995). At the same time, some other studies exist in the field, pointing out 

insignificance relationship between tenure and empowerment (Kenny, 2002; Kirgan, 

2010; Moran, 2015; Veisi et al., 2015). Also, the other studies examining teacher 

empowerment and tenure display the significance of tenure in empowerment level and 

highlighting the importance of time spent at school in feeling more empowered. For 

example, a study investigated sense of empowerment of teachers at secondary school 

in Turkey and the research, conducted with 441 teachers revealed that teachers with 6 

or more years of service at their institutions felt more empowered than teachers with 

short tenure. (Hıdıroğlu & Tanrıöğen, 2021). Also, Aitken conducted a study of 

empowerment with 185 elementary teachers in Nevada and it was found that the years 

of experience was a very strong determinant of teachers' perceived levels of 

empowerment and when a teacher has more years of teaching experience, the teacher 

will be more empowered. (Aitken, 2006). According to the name whose contributions 

to the field are considered a lot, experience was significant predictors of empowerment 

(Short& Rinehart, 1992). Generally, it is thought that teachers spending more time at 

their institutions feel more empowered as they know the dynamics of their institutions 

in compared to younger colleagues. They are assumed to have the authority and 

confidence to make decisions that impact instruction and learning, as well as the 

opportunities to advance their careers and to influence student achievement However, 

our study showed contrasting outcome, leading to a thought that teachers with longer 

service or years of tenure at the institution may draw back from being a part of the 

decision-making process. Also, Synder (1995) considered that instructors with more 

service in their current roles regarded their principals as interfering with their 

professional judgement, resulting in a perception of reduced empowerment. (Snyder, 

1995). This result of the current study might also be due to the perceived stress and 

discomfort of the instructors arising from the attitudes of their principals. 

As for the teaching hours of the instructors and its variation in their level of 

organizational commitment, the instructors giving 12-15 teaching hours per week were 

found statistically differing from the ones with 20-24 hours in affective commitment 

factor. From the mean scores, it is concluded that the instructors teaching fewer hours 

per week are more affectively committed to their institutions than their counterparts 

with more workload of teaching hours. It is undeniable that heavy workload arising 
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from the too many teaching hours create too much responsibility and stress on the 

instructors. Being in an unending struggle to pace with the demands and needs of too 

many classes pose too much risk for their well-being and commitment. In a study 

conducted with 95 teachers from the UK it was found that there was a strong negative 

relationship between organizational commitment and job stress (Jepson & Forrest, 

2006). Excessive workload and being in a rush to finish tasks on time intensify the 

development of negative thoughts towards the perception of their profession and it 

leads to reduced attachment and reduced positive feelings. Also, it is known that heavy 

workload, long working hours and intensive pressure from completing tasks create too 

much stress on teachers (Travers & Cooper, 1997). This is in line with the findings of 

Nart and Batur (2014) pointing out that job stress causes a negative effect on 

organizational commitment of the 266 primary school teachers in Turkey. There are 

some other studies in an effort to emphasize the significant effect of workload on 

organizational commitment. For example, 233 academicians took part in a study to 

investigate the relationship between affective commitment and workload, and the 

results showed that affective commitment is significantly impacted by workload 

(Keçeci et al., 2022). Additionally, 64 lecturers from Hang Tuah University in 

Surabaya participated in a study and it was aimed to reveal the relationship between 

organizational commitment of lecturers and their workload. It was found workload has 

significant effect on organizational commitment (Fitriana, 2022). It is anticipated a 

negative relationship between affective commitment and workload. In particular, the 

instructors may view an excessive workload as an unfavorable circumstance arising 

from insufficiency in the number of academic staff  or a source of pressure imposed 

by their principals or their authoritative figure. Low levels of affective commitment 

are likely to result from these unfavorable principal evaluations. On the other hand, 

there are some contradictory studies proving the insignificance of teaching hours or 

the workload for the varying commitment of the instructors. For example, in a study 

conducted in Malatya with 217 teachers from private schools, organizational 

commitment scores of teachers did not differ in their weekly teaching hours (Demirtas, 

2010). All in all, for overall effectiveness and success of educational institutions, 

committed teachers make a difference in student achievement. Workload and teaching 

hours seem to be key determinants in instructors’ lives and their approach to their 

positions, yet higher teaching hours increases workload bringing myriad of 
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responsibilities, including lesson planning, administrative tasks, grading, and this 

definitely undermines instructors’ enthusiasm and make them tend to develop 

diminished organizational commitment. It is sure that instructors who are dealing with 

a heavy workload as a result of longer teaching hours may doubt their loyalty to an 

organization that appears to prioritize their well-being and work-life balance less. 

With regards to empowerment levels of the instructors according to their teaching 

hours, the instructors conducting 12-15 and 16-20 teaching hours per week were found 

statistically differing from their counterparts with 20-24 and 25+ hours explaining that 

teachers delivering less hours feel more empowered at their current institutions. It is 

known that workload is a serious burden on instructors at schools and the more it 

worsens, the busier the program of them progresses to. The instructors who are kept 

aside and held accountable only for delivering lessons start to feel alienated from the 

decision-making mechanism of the school. In this current study, as seen, the instructors 

delivering the lowest hours at their institution feel more empowered, autonomy of their 

decisions and a part of this collaborative work environment. A comprehensive body of 

literature point out that workload not only leads to a fall in the job performance but 

also gives way to teacher retention (Heffernan et al., 2022; Torres, 2016). In the 

situation where instructors are burdened with excessive teaching hours and left outside 

and disempowered in decisions of teaching, they developed a negative perspective 

towards the institution and their profession. In this sense, Short and Rinehart (1992) 

stated that teachers had very little say and involvement in the decision-making process, 

despite the fact that they were expected to participate in the evaluation and decision-

making of content and teaching practice, and he complained about decision-making 

being centralized at the district level rather than the local school level. In a study 100 

academicians from India participated in, it was found that they were unhappy with 

increased workload in the form of non-teaching activities as administrative tasks in 

addition to 12 hours of lesson and requested more space allowed (Rasheed, 2010). As 

understood from the current result of the study, the instructors with less hours feel 

more a part of the collaborative work at their universities. As Short & Rinehart (1992) 

stated teachers who have a degree of autonomy in decision-making, curriculum 

development, and classroom management tend to feel more empowered (Short & 

Rinehart, 1992). Thus, rather than holding instructors accountable only with workload 

as a result of excessive teaching hours, they must be involved in decision making 
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mechanism of their teaching practices to ensure a more dimensionive, collaborative 

and more empowered teaching environment. It is certain that all instructors will be 

glad to find a pleasant teaching atmosphere in which they are solicited for their 

opinions and feel valued as an addition to the school rather than being considered as 

the conductor of the submitted program. 

In the current study, with respect to the relationship between type of university and 

organizational commitment of the instructors, no varying group emerged in the total 

score of the instrument, yet for continuance commitment, the instructors at the state 

universities were found significantly differing and  more committed to their 

organizations than their counterparts in the foundation universities.   In consistent with 

the result of the total scale, 218 academicians from state and foundation universities 

participated in a study and it was found that there is no significant difference between 

the variable of university type (Doğan & Aydın, 2012). However, there come some 

contrasting results from the schools at lower levels. For instance, in an investigation 

of 150 instructors from private and public schools, it was shown that private school 

teachers were more committed than public school teachers.  (Khan, 2015). Also, EFL 

teachers in private schools were found more committed and more higher 

professionalism than the teachers at state schools (Fazlali, 2023). However, these 

results arise from differing backgrounds and are hard to compare with the results of 

the current study and there are not found any other studies in the field supporting or 

contrasting the results of this current study. As far as the result of the continuance 

commitment dimension is concerned,  the instructors at the state universities were 

found more committed to their organizations than their counterparts in the foundation 

universities. Allen and Meyer (1990) proposed the continuance commitment as a more 

appropriate representation of Becker's side-bet theory, arguing that commitment 

begins and grows when employees have investments outside of the organization. It 

was designed to assess how committed employees are to their organization based on 

the perceived cost of quitting the job. The risk of losing investments, along with the 

individual's lack of alternative professional alternatives, produces pressure and an 

obligation to remain in their organizations. Also, Meyer et al. (2012) stated that 

continuance commitment was thought to have the weakest positive influence on the 

occurrence of desired and good work behaviors such as attendance and performance. 

From this, it can be interpreted that the instructors at the state universities are 
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committed to their organizations more because they may fear a possible leaving of 

their positions will jeopardize their investments outside their organizations. In this 

regard, opposite but in the same direction to our study, Garipağaoğlu (2013) conducted 

a study with the teachers at private schools and the  teachers scored the lowest on the 

normative commitment sub-scale and the highest on the continuance commitment sub-

scale, the same as the findings of this current study for the state university instructors, 

showing that their commitment to their school is primarily motivated by the expenses 

involved with quitting the organisation. According to Garipağaoğlu (2013), if given 

the opportunity, the instructors may take a more competitive offer from a rival and 

leave their existing position. A positive side is that affective commitment score of the 

instructors at the state university  is as high as  continuance commitment which is 

interpreted as an advantage for the state universities, signaling that the instructors 

developed emotional attachment and a sense of commitment at the same time. 

As for the empowerment level of the instructors and its relationship with type of 

university, in both the total evaluation of the instrument and all the factors of the 

instrument, the instructors at the foundation universities differed from their colleagues 

at the state universities and they were found more empowered in all the dimensions of 

the instrument and SPES average.  There has been a shortage of research that precisely 

investigate how school type effects teacher empowerment, but from this result, it can 

be interpreted that the instructors at the foundation universities are more involved in 

their decision-making  or  perceive themselves to have more influence or in decision-

making processes. Foundation universities may enable teachers to enjoy greater 

autonomy in designing and implementing their curriculum and have a more saying to 

design their teaching practices and it may lead them to have more initiatives to make 

a change that directly affects their teaching practices. Though it is not clear, it is 

significantly likely that as a result of the leadership practices in place and the existing 

organizational culture the absence of autonomy may play a role in the reduced 

empowerment of the instructors in the state universities. Thus, to reach a more 

comprehensive and conclusive evaluation of this condition, further studies are in need. 

In the current study, the correlation findings between the instruments indicate that 

empowerment of the instructors correlated moderately positive with their affective 

commitment and the total commitment survey. Among the empowerment factors, 
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excluding the continuance commitment, professional growth was the highest 

positively correlated empowerment factor. Also, there is a strong positive association 

between the sub-scales of teacher empowerment and the total teacher empowerment 

instrument. In line with our study, 321 teachers from Virginia participated in the 

investigation of teacher empowerment and organizational commitment. Teacher 

empowerment explained the most variation in affective organizational commitment, 

implying that empowerment promotes and develops teachers' relationship to the school 

where they work more than the other commitment components. Professional 

development was identified as an essential dimension that generated the highest 

variance in all measures of organizational commitment (Keiser, 2007). Aliakbari and 

Amoli (2016) conducted a study with EFL teachers at university in Iran and reported 

that the six dimensions of decision making, professional growth, status, self-efficacy, 

autonomy, and impact played a significant role in teacher commitment. Also, 247 

private university academics were involved in a study and the it was found that a 

significant relationship between empowerment and commitment exists (Choong et al., 

2012). Besides, 1103 secondary level school teachers in Pakistan participated in a 

study to examine the relationship between organizational commitment and 

empowerment and a positive relationship was found according to the results 

(Muhammad & Chaudhary, 2020).  Additionally, among the variables used in a study 

conducted with 2203 teachers from Indonesia, teacher empowerment was found to be 

the most significant point affecting teacher commitment and performance, while 

supervision was noted as the weakest affecting one. (Muttakin et al., 2023). So many 

other studies also signal the positive effects of empowerment on development of 

organizational commitment (Boudouaia et al., 2024; Gretkierewicz, 2020; Muttaqin et 

al., 2023; Oo & Myint, 2020; Opige, 2014). As for the effect of professional growth 

on the organizational commitment, Bogler and Somech (2004) and Wu and Short 

(1996) reported that among the six subscales of empowerment, professional growth, 

was significant predictor of organizational professional commitment. With respect to 

the relationship among the factors of the teacher empowerment scale, in line with the 

current study,  415 teachers working at universities in Pakistan participated in a study 

and revealed that there is a strong positive association between the dimensions of 

teacher empowerment and total teacher empowerment (Rafique & Akhtar, 2020).  
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5.3. Suggestions for Further Studies 

The study aims to provide an understanding for the instructors employed at 

undergraduate English Preparatory Schools and their empowerment and 

organizational commitment level was examined to be able to shed light on their 

existing conditions. As organizational commitment is the critical for the educational 

achievements and a positive school climate, it needs to be fostered and promoted. The 

absence of commitment poses too many risks for every unit of school and leads to 

development of negative thoughts towards the school and specifically students. The 

rise of negative approach directly affects teachers’ performance and they start to feel 

themselves as a passive piece of the whole and they prefer to alienate all the school-

related work. This undoubtedly creates some other negative thoughts regarding the 

perception of teachers toward their own competency and profession. Thereby, in this 

study, it is understood that empowerment and organizational commitment are closely 

interrelated terms and form a basis for one another. The demographic variables play a 

major role in the understanding of the variations in degree of empowerment and 

commitment of the participants and the significance of these variables were aimed to 

comprehensively be explained to promote this understanding further. As there are very 

few studies investigating the conditions at undergraduate English Preparatory School 

in Turkey, for future studies and for a thorough grasp of the variations in the degree of 

empowerment and commitment there, principal leadership and behaviors, 

administrative roles and principal perceptions of the instructors must be topic of 

studies as it would be of great help and value to unearth the dynamic relationship 

between administrators and the instructors. As clear, empowerment is directly in the 

hands of the principal in charge and the way the school is administered makes a 

difference, such topics as principal attitudes, behaviors, support, motivation, 

performance, management and interpersonal skills would directly make a change in 

the promoting empowerment; accordingly, affecting the degree of organizational 

commitment of instructors. Thus, for future studies, principal must be the main unit of 

studies for a complete understanding of the issue. 
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5.4. Conclusions 

This study is of a great contribution to enlighten the significance of organizational 

commitment and empowerment for the instructors at Undergraduate English 

Preparatory Schools as there are very little research in this field investigating this 

surveyed population. From this study, it is understood that instructors at the age of 40-

49 (medium-aged) were reported to feel more committed in continuance commitment 

than their counterparts at the age of 50+. While gender does not play a role in variation 

in organizational commitment, it was reported short-tenured instructors are less 

committed than the long and medium-tenured instructors and specifically the ones with 

11-20 years of tenure (medium-tenured) were found the most committed in the total 

instrument and affective commitment factor. As for teaching hours, the instructors 

delivering 12-15 hours of lesson were found significantly different from and more 

affectively committed than the instructors teaching more hours (20-24 hours). For the 

type of university, the instructors working at the state schools were found significantly 

differing and more committed to their institutions in continuance factor than their 

counterparts in the foundation universities. As for the results of empowerment, the 

instructors at the age of 22-29 were reported to feel more empowered in self-efficacy 

factor than their counterparts from the other age groups while for the total instrument 

no significant difference was found. The instructors showed no difference by gender, 

but the instructors with 1-5 years of tenure reported difference from the instructors 

with 20+ years of tenure in the total empowerment instrument, decision-making, 

impact and autonomy factors. Importantly, the instructors teaching less hours (12-15) 

per week were found significantly differing from the ones with 20-24 or 25+ hours and 

they were feeling more empowered at their workplaces. Additionally, it was found that 

the instructors working at the foundation universities felt themselves more empowered 

in all the factors of the instrument and SPES average. Finally, empowerment of the 

instructors correlated moderately positive with their affective commitment and the 

total commitment survey score. Among the empowerment factors, excluding the 

continuance commitment, professional growth was the highest positively correlated 

empowerment factor. 
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APPENDICES 

 

Appendix A 

 

Demographic Information 

Please select your information by putting “X” 

Gender :  Male .......... 

  Female ......... 

Age :   22-29  .......... 

30-39  .......... 

40-49 .......... 

50+  .......... 

 

How long have you worked in your current school? 

  1-5 years .......... 

6-10 years .......... 

11-20 years .......... 

20 and more .......... 

How many hours per week do you teach? 

  12-15  .......... 

16-19  .......... 

20-24  .......... 

25 and more .......... 

What is the type of your university? 

  State  .......... 

  Foundation  ..........  
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(Short & Rinehart 1992) 
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Appendix B 

  

 

(Meyer, Allen, & Smith, 1993) 
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