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Abstract 

The paper is based on a study of the experiences of a syndicate consisting of five members forced by 

the course management in a nine month Future Leaders in Digital Business study programme at the 

Wits Business School in Johannesburg, South Africa. Syndicates were formed to complete the 

research component when the other modules were done at individual level. The Action Learning 

Project component, required syndicates to undertake a study that would be implemented to improve 

some real work problem. Qualitative study design was followed to uncover the meanings from the 

experiences narrated, using phenomenology to reveal the meanings and implications of these 

experiences. Purposive sampling required the participation of the five students from the syndicate. The 

findings revealed synergistic gains that came through the activities, and showed the possibility of 

teams functioning at optimal levels that can lead to no one underperforming while everybody over-

performs and benefits plentifully. 
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INTRODUCTION 

Group exercises done by students are used to train students on teamwork and its elements in 

the application of the concepts they learn in lectures. Sometimes facilitators use the group-approach to 

save time, as they may have massive numbers of students that they cannot handle when they 

participate at individual levels. Students often group themselves as they know one another, and as they 

relate from the past, knowing that they can work together. When students undertake group exercises at 

school to complete assignments, the default aim is to reinforce the actual concepts being taught, as 

well as gain passes to obtain credits. It is not too often that the students are forced into groups, as the 

blame would be on the faculty if students do not perform as expected or required. In the usual groups, 

where students make their own choices to form groups, students usually also know the benefits they 

stand to gain. In fact, they form groups already knowing the prospects and anticipated benefits. In the 

case of groups formed where members have no clue about their fellow members, it is often difficult to 

know in advance what would transpire. This paper explored the lived experiences that befell a 

syndicate formed by faculty at Wits Business School on Future Leaders in a Digital Business 

programme in order to understand the meaning of the experiences, frustrations, success stories, lessons 

learnt, outcomes of the activities as well as the results from the syndicate in question. 

This paper reflects on the benefits and any challenges experienced in the research activities of 

a syndicate formed through member imposition by short-programme students of the WBS of the 

University of Witwatersrand (WITS) in Johannesburg, South Africa. The students were attending a 

nine month intensive course at the WBS, the Future Leaders in Digital Business (FLDB) programme. 

Among the modules taken was a group research assignment, the Action Learning Project (ALP). The 

syndicate of focus had five members, identified as Dynamic 5. They had not met before, except for 

two who had once worked on oral examinations of undergraduate students before. They were duty-

bound to complete the ALP if they wanted to graduate and, as a group, they had to brainstorm to 

sketch a way forward. These pertinent concepts are discussed in the literature. 

CONTEXT 

Duty-Bound Membership in Groups 

When people participate in groups where they are compelled because some work/job has to be 

done, anxiety is one of the results in the minds of participants. Members tend to doubt if they can be 

respected in the same way as they are by people who know them (Manges, Scott-Cawiezell & Ward, 

2017; Tuckman, 2001). They also do not know if other members will/can contribute positively in the 

way those that they know would do. Motivation can be positive or negative, depending on people’s 

perceptions and personalities, and they can be extreme. In extreme lack of motivation, the case of 

dismal performance or underperformance is likely to occur. The ‘20/60/20 Rule’ describes how 

misaligned members can emerge (Annunzio, 2001). The 20/60/20 is based on 100% where one 20% 

are the best performers, another 20% are the worst performers and 60% can be swayed to either side. 

More on the rule follows. 

20-60-20 Theory 

Effective leadership, in any organisation, involves being able to efficiently use the leader’s 

time and involve subordinates to perform best. The 20-60-20 rule is a helpful way to view 

organisational change and help team leaders to manage their teams (Annunzio, 2001). Briefly, the 20-

60-20 framework postulates that 20% of employees in most organisations are great team players and 

generally work hard to serve the mission of the organisation and to achieve the organisational goals. 

These are considered to be the ‘positives’, or those with a positive attitude. The rule also postulates 

that another 20% are the ‘negatives’, which implies that they have a negative attitude in relation to 

best organisational performance. This group disrupts high performance, as they are low performers 

themselves. Then, the 60% middle, known as the ‘takeaway’, stand in the middle of ‘positives’ and 

‘negatives’. They can go either side, to either the top 20% or bottom 20%. Leadership can influence 
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them to the top 20% side, and effective leadership often does so. A great risk is that if this group is 

ignored or left unattended, they may join the bottom 20%. 

The 20-60-20 rule suggests that the allocation is an arbitrary percentage of distribution of 

employees (Jaworski & Pitera, 2016) as in reality the percentages may be different from the numbers. 

The actual meaning is that there is a general tendency that organisations have minorities of high 

performers and minorities of low performers, and then a big majority of those who cannot be classified 

as high or low performers, but could become high performers. The risk with this group is that they can 

switch to low performers and increase the negatives. There is a belief that in some organisations there 

could be 30% or even 40% of the employees who fit any of the categories. There is also a belief that 

the negative 20% has already decided to oppose leadership, and that they are unmovable from the 

negative stand. It is thought that these employees can never be made positive no matter what 

leadership does. 

Brainstorming 

Brainstorming refers to a session or meeting that teams use to generate ideas to address well-

defined design problems (Forsyth, 2014). It usually takes place in organised and free-thinking settings. 

The team members use the question ‘how’. Team members generate ideas to find potential solutions. 

Creativity is expected from members (Hicks, 2004) and, according to Parker and Begnaud (2004), 

creative leadership is required to generate substantially creative ideas. Osborn (1963) presents two 

values contributing to effectiveness in generating ideas which are to defer judgment and to reach for 

quantity. Based on these two values, three broad rules of brainstorming are to reduce social 

impediments among group members, to excite idea generation, and to increase overall group 

creativity.  

A syndicate should involve several members. This is to enhance divergent production of 

quality from different minds (Kerzner, 2013; Trott, Hartmann, van der Duin et al., 2016). Participants 

in a team should also withhold criticism during brainstorming. They should rather extend ideas and 

shelve criticism in order to encourage participation and members to generate rare ideas for radical and 

effective solutions. Further, wild ideas are encouraged, new perspectives are searched, and new ways 

of thinking are generated for better solutions. Furthermore, when combining ideas and improving 

them, synergies are formed to produce results that exceed the total number of separate individuals. 

Synergy 

Synergy refers to an interaction that gives rise to a total that exceeds the simple sum of its 

components (Corning, 2005). It can happen in any situation. The synergistic action of the economy is 

based on the economic phenomenon's wisdom (Laura-Melinda, 2011). It provides diverse dimensions 

to competitiveness, strategy and network identity serving as an eccentric instrument for those 

developing the economic system’s potential in depth. Human synergy relates to human interaction and 

teamwork. Synergy usually arises when two people with different complementary skills and 

experiences cooperate. Collaboration of individuals with organisational and technical skills occurs 

quite often. The individuals involved would work positively and in a helpful environment for the 

company to reap the benefits. In general, synergy expresses that in any activity, person A can produce 

benefit a, and person B can benefit b, but if A and B partner as a team/syndicate they can produce a + 

b + x, where x is some beneficial portion that could not have been accomplished if these two people 

were working separately. Many definitions write synergy as 1 + 1 = 3 (2 + 1) to imply that the extra 

portion is 1 or at the same level as the individual contributions. Thus, this study examines if the x 

should be thought as being limited to that upper band, or if there are possibilities beyond this notion. 
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METHOD 

Study Design 

A qualitative study design (Bhattacherjee, 2012) was used to make coherent analyses about a 

phenomenon by linking experiential observations with logical reasoning.Thus, phenomena are the 

source of reality. In research, phenomenology ensures focus on the respondents’ views, rather than the 

researcher’s, reduce the possibility of researcher bias. 

Phenomenology In Brief 

According to Haslam and McGarty (2003), phenomenology is a qualitative research method 

entailing responses of non-numeric form based on the idea of a phenomenon. Hergenhahn (2005) 

views a phenomenon as something that appears, or that is presented or given. Reber and Reber (2001) 

define a phenomenon as any manifestation that is observable. Phenomenology provides a rich and 

complete description of human lived experiences and the meanings attributed to these lived 

experiences. 

Research Question 

The question they were answering was: 

• ‘What were your experiences in the syndicate activities’? 

The unpacking of this question was understood to indicate the challenges, methods used to get 

out of problems that transpired, how the group interacted during the ALP era and other group activities 

of the syndicates, and the failures, successes, and any benefits that were realised. These included 

individual and syndicate issues. 

Study Sample 

The study respondents were members of one syndicate in the programme. The interest that 

emerged in studying this syndicate was that consistently the syndicate outperformed other syndicates 

in terms of meeting timelines set by WBS and the ALP coordinator; in the group activities they always 

seemed to show in-depth understanding; and in cases where WBS faculty set up competitions of the 

syndicates, this syndicate won those competitions, including even where members were not all 

available. It was therefore interesting to find out about this particular syndicate and hence this study 

was undertaken. 

Data Collection 

The study participants were requested to give details from beginning to end, including their 

lived experiences, frustrations, gains, and any others they wished to share. Four members out of five, 

which is 80% response rate, provided responses. In qualitative research, the sample size does not have 

to be largein order to understand the depth of the phenomenon (Fusch & Ness, 2015). The analysis 

consisted of considering the units of meaning in each little word that appeared using a 

phenomenological approach (Landes & Cruz-Pierre, 2013). The approach took care of every little 

comment made by each respondent. 

Data Analysis 

Data analysis, which is an intense unpacking process to make data useful towards 

interpretations, was an inductive approach. Inductive analysis is a method of reasoning that attempts to 

discover order, structure and meaning from data. The respondents' statements were written down and 

their statements reduced or broken down into units of meaning called  Natural Meaning Units 
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(NMUs), which, according to Gubrium and Hostein (2000), are the smallest segments of text that are 

meaningful by themselves. 

RESULTS 

Four participants participated in the study and told their stories. Without going into details of 

the individual profiles, it suffices to indicate that the respondents were all highly qualified 

professionals and academics in university lecturing and clinical fields. Pseudonyms were used in the 

presentations of the participants’ stories in order to conceal their identities. The pseudonyms were A, 

B, C and D. The respondents were all academics of Sefako Makgatho Health Sciences University 

(SMU). Themes were created from the discussions. These themes are indicated by numbers in the 

narration (e.g. A1, A2, etc.). The presentation format is firstly the participants’ narrations of their lived 

experiences, meaning ascribed to the syndicate activities and lived experiences, followed by 

discussions to clarify the essential establishment of the various lived experiences. 

A’s story 

Overall, the experience was positive (A1). At the onset of the process, I was sceptical (A2) 

about the amount of work (A3) the project required compared to the time (A4) available.  However, at 

the end of the project, the team pulled through (A5) and managed (A6) to successfully complete (A7) 

a meaningful project (A8) that will not only enhance staff experience (A9) at SMU, but that is also 

implementable (A10).  I enjoyed working (A11) with the team and (although I found it cumbersome 

(A12) during completion of the course) the additional group assignments (A13) that fell out of the 

ALP definitely assisted (A14) to achieve (A15) cohesion in the team (A16). 

B’s story 

When we started the journey (B1), I was not sure (B2) if I understood (B3) what was expected 

of us. Much as I panicked (B4), the group members (B5) had it all wrapped up (B6) and we set up our 

first meeting (B7). We brainstormed (B8) a lot of topics (B9) to choose from (B10), until we decided 

to flow (B11) with the chosen one (B12) which is a serious challenge (B13) and concern for the newly 

appointed staff members. The experience of the journey-map was quite a pleasant one (B14). We 

started by setting specific, attainable and measurable objectives which were time bound (B15). The 

group interactions (B16) helped me to develop (B17) both personally and professionally (B18). I was 

encouraged (B19) to think creatively (B20) and build strong communication skills (B21) which also 

helped (B22) in refining (B23) and understanding (B24) the journey. As members we were committed 

(B25) and encouraged each other (B26) to be motivated (B27) towards the goal (B28). Listening (B29) 

and discussing (B30) added a strong auditory dimension (B31) to my learning experience (B32). Our 

sessions or meetings (B33) were never too long (B34).They lasted for 30 minutes to an hour (B35) and 

this increased productivity (B36) as we never lost focus (B37). Very important, we only met when 

there was a need (B38). 

C’s story 

When ALP was first introduced (C1), it felt like a lot of work (which it was) (C2), exhaustion 

(C3) took its toll (C4). Work/responsibilities were distributed (C5) amongst members and sometimes 

members volunteered (C6) to take certain responsibilities (C7). Feedback (C8) was always (C9) given 

upon completion of a task. This eased up the project (10) as teamwork (C11) boosted the morale 

(C12). Each chapter’s completion felt like a milestone (C13). Sometimes urgent meetings (C14) had to 

be held under unfavourable conditions (C15), which would not permit one to attend a meeting or two. 

Regardless, the goal was achieved (C16) and the presentation of an ALP project was worth (C17) all 

the hard efforts.   
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D’s story 

I guess I was lucky (D1) to be part of the group. The selfless members (D2) who shared (D3) 

and participated (D4) without hesitation (D5). What I enjoyed (D6) was that from the beginning (D7) 

of our journey, there were open (D8) dialogues (D9). There was never (D10) a time when we were idle 

(D11) when we were required to engage or do a task (D12). Members covered one another (D13) 

when we were not able to participate (D14). The scribe (D15) we had, and the leader (D16), as well as 

the co-leader (D17), were amazing (D18). Young (D19) as they are, they were able (D20) to hold their 

best (D21) to produce (D22) amazing results (D23). It is henceforth not an easy thought to know that 

we have reached the end of our coerced relationship (D24). The journey was relatively easy (D25) on 

the ALP requirements, due to the way the coach managed (D26) the tasks as well as the way 

leadership carried us (D27). There was also a special scribe (D28) who made sure we never lost (D29) 

a single piece of information. She kept minutes, she drew sketches and experimented on every single 

piece of work we needed to do. 

DISCUSSION OF THE IDENTIFIED THEMES IN THE NARRATIVES 

Challenges at Inception 

Probably if there was a choice, group members in this syndicate group would not have chosen 

to be in the same syndicate (D18). They became fellow group members because membership was 

imposed on them. The start was stressful (A2, B1, B2, C1) with delegates not sure (A2) as to what was 

required, or what they needed to do. Skepticism (A2) and doubt (B1) seemed to prevail earlier among 

members who mostly were seeing each other for the first time. Members were panicking (B4) at the 

start, and also unclear (B2). The ALP added to an already full workload (A3, C2), but each one opened 

up to it. Also, members were exhausted (C3). 

Unlocking the Barriers 

The meetings were held to loosen the challenges that prevailed at the beginning. The inception 

meeting for dialogue (B7, B29, C15, and D3) ‘broke the ice’. Special urgent meeting took place when 

needed (C15, D8). In the brainstorming meeting the path of progress was unlocked (A11, B11, B27). 

Meetings were never long or overbearing (B33). Meetings were generally short (B33), never 

exceeding one hour, but most lasted for less than 30 minutes (B34) as they were straight to the point 

(B36). The positive aspects of the syndicate meetings also included that each meeting that was 

convened was prompted by the fact that there was a need for it (B37). Urgent meeting were also held 

(C14) when necessary as members were sacrificing for the syndicate’s progress and success. 

Respondents’ Experiences  

The syndicate members indicated that even though they started on a low due to challenges and 

with doubts (A2, B2) they were able to achieve as a group (A5, A6, A7, A15, B6, B27, C14, C15, 

C16). As a result, they celebrate a shared achievement. The victory was realised as a result of 

members making sacrifices for the syndicate to progress and produce useful results (C6, C14, C15, 

C24, B11; D5), the energy or electrification due to boosted morale (C12), commitment from each one 

of the members (B25, D9), exchange of ideas (or dialogues) that took place among members (B11, 

B21), and the encouragement that members extended to one another (B19, B27). 

The participants reiterated that their lived experiences were fraught with challenges (B13). 

However, among the determinants that made the work easier to complete (C10, D24, D25) were 

shared decision-making (B11, D3), assistance extended to each other (A14, B17, B22), continual work 

(D10, D11), and the democratic nature of the team conduct (B11). There was also feedback on the 

work completed (C8), listening to one another (B11, B28), unselfishness or selflessness of team 

members (B11, D2), team cohesion (A16; B11, D9), teamwork (A16, B11, C11, D13–D17), and 
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fellow members’ understanding one another (B24) which enabled completion of the project. The 

group leadership was remarkably resilient (B11, D15 – D17, D26, D33).  

Voluntarism (C6, D13, D14) of members was amazing. The scribe’s (C28) creative work with 

the computer for the group was distinctive, very special. The group leader’s sketches of the journey 

maps and others’ pictorials to complement the scribe’s creativity made the group shine in the eyes of 

the faculty and peers. As milestones were reached (C13), member morale was also boosted (C12), and 

members were energised for more achievements (C12). Creative thinking seems to have been the order 

of the group (B20). The motivation of members (B27) was also high. The group demonstrated a high 

level of shared responsibilities (C8).  

Other factors that contributed to the success of the syndicate were creative thinking that the 

members demonstrated (B20), dynamism of the members (B11, D19), communication (B11, B21), 

ability or proficiency in their trade (D29), SMART objectives (B15) and holding meetings when 

necessary (B38) while making sure they were short (B33, B34, B35) and straight to the point to save 

time (D7). The work distribution was also done to benefit the syndicate goal (C6). Despite not having 

a choice on being a member (B9, B10, B11), there were choices and also plenty of freedom with 

regards to the syndicate activities. 

These blends of attitudes and practices led to increased productivity from the activities (B36, 

D22). The syndicate members greeted these lived experiences as life enrichment (A9), enhanced team 

experiences (A1, B11, B30), learning (A9, B30), conquering over excessive workload(A3, A4, C1, 

D22), success after struggle(A5, A6, A7, D16, B11, D22), development (D17), positive 

experiences(A1, B11, B30), an improvement in their professional and personal attributes (B23), a 

pleasant journey(A11, B14, D5), and shared victory(A6, A16, D22, B11), among others. The result, 

which was the ALP submission, was expressed as value adding (B36, D22, D26) as well as 

implementable (A8, A10, B36). 

Concepts from the participants' meaning of their syndicates’ lived experiences 

The following 49 concepts emerged from the analysis as synergistic gains that benefited the 

participants’ collective or shared engagements. They are presented in Table1 below for saving space, 

and are in alphabetical order. 

Table 1. Syndicate synergy table 

1.Achievement 

2.Animated/electrified 

3.Assistance (give & use) 

4.Brainstorm skills 

5.Challenge cracking 

6.Choice evaluation 

7.Commitment 

8.Communication skill 

9.(Collective) decision-

making 

10.Conquer excessive 

workload 

11.Continuous engagement 

12.Creative thinking 

 

13.Democracy 

14.Development 

15.Dialogues 

16.Simplification 

17.Encouragement 

18.Enrichment 

19.Feedback 

20.Implementable 

product 

21.Improvement 

22.Initial doubts 

23.Members learning 

24.(Group) leadership 

25.Listening 

26.Membership dynamism 

27.Milestones 

28.Morale boost 

29.Motivation 

30.Need  

31.Pleasant journey 

32.Positive experiences 

33.Proficiency 

34.(Increased) productivity 

35.Responsibility 

36.Sacrifice 

37.Shared victory 

38.Short meetings 

39.SMART objectives 

40.(Enhanced) staff 

experiences 

41.Successful after struggle 

42.Team cohesion 

43.Teamwork  

44.Time saving 

45.Understanding 

46.Unselfish or selflessness 

47.Voluntarism 

48.Value-adding product 

49.Work distribution 

 

DISCUSSION 

The minimum gains for the syndicate members emerged to be the attributes that relate to 

attributes or qualities in the table presented in the above section. These are earth-shattering 49 synergy 

gains by members, or fortification for members who possessed the attributes prior to the syndicate. 
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Fortification is the upgrading or enhancement on the attribute gained for individual participants who 

already possessed them (Oxford, 2017). 

The individual members seem to have had skills and knowledge related to most of the 

concepts appearing as benefits for the synergistic relationship. However, all of the members had some 

limitations in most (if not all!) of them. The members’ contributions assisted each other to polish the 

concepts to enhanced levels. That is, the practice brought them closer to perfection. Though a numeric 

measure does not exist to calculate the increase in the individual gain on what they already knew, it 

was confirmed that it was invaluably significant. Moreover, the listed concepts serve only as the 

minimum gains realised. Hence, the synergist relationship provided gains for the team members that 

are unlimited in the number of attributes coupled with massive increases in the individual attributes 

that the members already possessed.  

The members in some instances did not realise the great potential they had, as well as the 

ample capacity they had in matters of research practice. The syndicate opportunity enabled them to 

realise that they could do much more than they thought. The confidence in these attributes, as well as 

in general, was amplified in each one of the members. 

The individual members seem to have connected without force at inception, without doubting 

the other members. They discussed what was needed, and individuals volunteered on the tasks that 

were to be completed. Others were already scribing when the ALP was first introduced, and this 

served as a strong base from which to function. Without members formally indicating or disclosing 

their background, it became clear as members interacted where each one was skilled. When the 

members got closer as ‘friends’, when each one disclosed their divisions, it was mostly confirming 

what fellow members had already figured out. This demonstrated the unselfish nature in which 

members applied their knowledge to their best for everyone to gain and reach the goal. 

The exercise gave the participants another perspective during group formation. Usually they 

were allowing their subordinates to choose fellow members. As work was of importance, it makes 

sense that members should be chosen for teams according to their strengths. In the way that the 

syndicate worked in relation to the 20-60-20 rule, there were generally neither the ‘negative’ nor the 

‘takeaways’. The syndicate seemed to have operated very close to 0-0-100 pattern. 

CONCLUSION 

The paper shares/reveals that teams can have benefits despite membership being imposed on 

the participants, provided they end up accepting the membership in a positive spirit and open mind. 

The fact that this syndicate or team consisted of diverse participants seems to have been a revelation in 

terms of the abundance of the generated benefits/gains for the members. Moreover, as the members 

started to expand their personal attributes by gaining from those they differed widely with, they 

became closer. Moreover, as skills and knowledge are gained in the direction of those new fields of 

expertise, people become multi-skilled and multi-talented as new talents and aptitudes are gained or 

developed in the process. There is an opportunity for further research to determine how, in general, the 

20-60-20 pattern can be shifted towards 0-0-100. Otherwise, a study could be undertaken to determine 

optimum issues regarding the rule. Another research opportunity arises in the identification of 

determinants of synergy maximisation in teams. Such a study can be categorised into a case of coerced 

teams or where members chose or volunteer their membership. 
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Abstract 

Nurse teachers are expected to be agile and adequately prepared to cope with a continuously changing 

and competitive academic environment. This requires nurse teachers to continually strive for high 

levels of personal mastery, that is, the motivation to continue learning to improve teaching and 

learning. However, little is known about nurse teachers’ personal mastery within a nursing education 

environment.  The article aims to understand nurse teachers’ perceptions of their personal mastery and 

how their personal mastery could be promoted in a nursing education institution (NEI) context.An 

explorative, descriptive qualitative design was utilised. Data were collected from nurse teachers 

working in purposively selected NEIs in South Africa. Four semi-structured focus group interviews 

were audio-taped, and the interviews were conducted until data saturation was reached. Tesch’s 

methods were used for thematic data analysis. The two themes that emerged were: views about the 

meaning of personal mastery in nurse teachers, and views on how nurse teachers’ personal mastery 

can be enhanced in an educational institution. Nurse teachers should engage in self-leadership 

practices in order to stimulate their personal mastery. Institutions should provide enabling 

environments that support the continuous learning of nurse teachers. Teaching nurses in today’s 

competitive environment requires nurse teachers who are agile and striving to achieve high levels of 

self-leadership and personal mastery.  
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INTRODUCTION 

Nursing education in South Africa is undergoing reform to respond to the changes brought by 

the country’s revised national qualification framework. The new qualifications framework is aimed at 

transforming the country’s higher education to ensure inclusion, access, and equity (Boughey & 

McKenna, 2021). The revised Higher Education Qualifications Sub-framework (HEQSF) is the basis 

upon which all higher education qualifications are integrated into the National Qualifications 

Framework (NQF) (Council on Higher Education, 2013). To be fully integrated into the NQF, all 

programmes including nursing qualifications, are required to be compliant with the provisions of the 

HEQSF to allow for articulation of programmes, and the transfer of students between programmes and 

higher education institutions. As part of preparation for the implementation of the reform, NEIs are 

expected to develop nursing curricula that are aligned to the new higher education qualifications sub-

framework and invest in resources required for accreditation and implementation of these programmes 

in a highly competitive environment.  

The reforms are an opportunity for NEIs to produce graduates that are appropriate to the 

country’s nurse-led primary health care system towards implementation of the much-anticipated 

universal healthcare system. These changes must occur despite institutions currently operating under 

adverse Covid-19 conditions that have disrupted normal content delivery methods (Shea & Rovera, 

2021). The myriad of activities that nurse teachers in the 21st century engage in require them to be 

creative, innovative, resilient, self-leaders and in possession of high levels of personal mastery (Green-

Wilson et al., 2022; Nickerson, 2020). As role models to their peers and students, nurse teachers 

always need to be self-aware and self-regulate through understanding and recognising own emotions 

and feelings as they occur during learning and teaching processes and take steps to develop teaching 

mastery in disciplines that they teach (Rowe & Fitness, 2018). Implementation of reforms will require 

nurse teachers to engage in an intrapersonal perspective of leadership, wherein one focuses on 

strengthening inner self-leadership first so that they can efficiently influence, guide, support, and lead 

others (Koehle et al., 2008). Meanwhile, successful implementation of reforms will also need a NEI 

environment to be a supportive one with that is characterised by a culture of shared vision, promotion 

of life-long learning, collaboration, and innovation amongst academics (Gil et al., 2019). Whilst an 

institution cannot change or increase nurse teachers’ personal mastery, it can provide enabling 

conditions that encourage and support nurse teachers to increase their own mastery. An institution can 

support teachers to keep pace with modern-day transformation by developing a lifelong action strategy 

for staff, to ensure that they become actively involved in advancing change and innovation so that their 

newly acquired knowledge can be incorporated into learning and teaching practices that improve 

student performance (Gil et al., 2019).  

Due to their constant spirit of inquiry and learning, individuals that possess personal mastery 

can analyse the turbulent, changing environment as something that is not a disaster, but something to 

learn from (Senge, 1990). Such educators succeed because they take time to master their teaching, 

self-reflect on their teaching practices, take risks, and engage in self-development (Sipman et al., 

2019). Thus, it remains individual educators’ inner motivation that drives them to persist through 

challenges to achieve personal mastery (Watson, 2006). This means that for nurse teachers to stay 

relevant and thrive in a high-paced learning organisation, it remains their responsibility to proactively 

engage in self-goal setting, self-awareness, self-development, self-motivation, self-control and self-

care, all of which are elements of a phenomenon known as self-leadership (Watson, 2006).  

Based in NEI context, this study focused on nurse teachers’ understanding of the concept 

personal mastery from a nurse teacher lens and how the personal mastery discipline could be 

enhanced. The educational institution should be a learning institution in which there is lifelong 

learning and professional development (Boeren, 2019). The views of the nurse teachers were used to 

elucidate the meaning of their own personal mastery, as they are expected to prepare student nurses to 

become active lifelong learners who should be able to identify and meet their personal learning needs 

that are aligned to changes within their work environments and work independently towards their 

personal mastery (Syslo, 2004). 
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Based on the above, a broad research question that was used to explore the issue became:  

What is the meaning of personal mastery for nurse teachers, and how can nurse teachers’ 

personal mastery be enhanced within a NEI setting? 

THEORETICAL FRAMEWORK 

Personal Mastery 

Personal mastery is a process of purposively living and working towards a personal vision, in 

alignment with own values and in a state of constantly learning about oneself and the reality in which 

one exists (Bryant, 2021). Personal mastery originates from Argyris and Schön (1978)’s 

Organisational Learning Theory. The theory posits that in order for the learning organisation to 

sustain competitive advantage over others, its employees should be provided with capacity to learn 

from the evolving knowledge and apply what has been learnt to achieve organisational goals quickly 

than others (Argyris & Schön, 1978). The term “learning organisation” was popularised by Senge 

(1990), in his seminal work entitled The fifth discipline: The art and practice of the learning 

organization which identifies personal mastery as one of the core disciplines in a learning 

organisation, that of continuous learning, which is guided by values and aimed at creating a deeper 

level of self-awareness and reality, which consequently leads to one making wiser choices whilst 
recognising that the organisation advances only through individuals who learn. The other four 

disciplines of a learning organisation are systems thinking, shared vision, team learning, and mental 

models (Senge, 1990). Meanwhile a learning organisation is defined as an organisation that exhibits 

adaptability, learns from mistakes, explores situations for development, and optimizes the contribution 

of its personnel (Gagnon et al., 2015). An ideal learning organisation creates a conducive climate that 

facilitates learning to improve employee work behaviour (Hutasuhut et al., 2021). 

Therefore, it is when one works within a learning organisation that one develops personal 

mastery, the discipline of “continually clarifying and deepening our personal vision, of focusing our 

energies, of developing patience, and of seeing reality objectively” (Senge, 1990, p.7), and develop 

“the capacity to grow and learn on a personal level” (García-Morales et al., 2007, p. 547).  

Bui and Baruch (2010) and Bui et al. (2012) identified the following seven concepts as 

antecedents that influence the personal mastery discipline of learning organisations including 

academic environments: personal values, self-motivation, individual learning, personal vision, 

organisational culture, competence, and training and development. I now describe each of the concepts 

and attempt to translate them to academic environments.  

Personal values are individuals' internal compasses that guide them in their selection of 

possible goals, actions and behaviours (Schwartz, 1996). It is purported that an individual’s personal 

values are the drivers behind one’s decisions and behaviours in organisational settings (Semerci, 

2018). Therefore, because personal values are closely linked to motivation, they help explain an 

individual’s behaviour, enable attainment of goals and personal aspirations towards increased personal 

mastery because they direct the individual’s personal commitment to self-development (Bui & Baruch, 

2010; Levontin & Bardi, 2019; Purc & Laguna; 2019). In higher education, students regard their 

teachers as moral guides and role models, therefore, teachers need to reflect on whether their personal 

values enhance or impede teaching (Gamble Blakey & Pickering, 2018; Bui et al., 2012).  

Motivation has been studied at length for the purpose of identifying the meaning behind 

human behaviour to understand individuals’ inspiration in behaving in certain ways. It is purported 

that individuals with high personal mastery would be self-motivated, and be willing to commit 

themselves to personal and professional development, which results in improved individual 

performance (Ramani et al., 2019).  
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This is attributed to the fact that individuals with a motivation to learn have high intrinsic 

motivation for the task itself, because challenging tasks help them develop their skills and knowledge 

unlike individuals that are more are driven by extrinsic motivational factors such as receiving rewards, 

avoiding criticism and having competition with others (Semerci, 2018).  Thus, the academic institution 

has a role to play in discouraging tendencies by academics of relying on external factors to attain 

motivation to teach, they should encourage academics’ engagement in activities that facilitate personal 

mastery through improving teaching skills and competence (Matahela & Van Rensburg, 2022). 

Individual learning entails acknowledging that individuals have a duty in taking ownership of 

their own learning in order to improve and help attain the organisational vision, which is in itself the 

essence of personal mastery (Blackman and Henderson, 2005). This means, rather than the learning 

being activated through organisational processes, individual learning within a learning organisation’s 

context is initiated by individuals themselves (Blackman and Henderson, 2005; Bui & Baruch, 2010; 

Chancharoen & Cruthaka, 2021).  Academics with a high degree of personal mastery are more 

committed to continuous self-development which is guided by personal needs and visions that extend 

their capability to create efficient work outcomes and as such they lead to organisational learning 

within their institutions (Chancharoen & Cruthaka, 2021; Kwatubana, 2021). Such individuals are 

highly valuable in reform times as they possess a persistent spirit of inquiry and learning that 

empowers them to analyse the turbulent, changing environment as something that is not a calamity but 

a source of learning whilst enduring the commitment to own development (Senge, 1990; Senge et al., 

1994). 

Personal vision is regarded as the bedrock from which personal mastery continues to expand 

(Senge, 1990). It is also proposed that that an individual’s ability to maintain a career requires 

investing energy toward development and maintenance of one’s personal vision within the profession, 

so that one can have feelings of self-efficacy, optimism, hope and core identity, which in turn leads to 

work engagement in the profession (Buse & Bilimoria, 2014). Personal vision becomes that greater 

goal through which individuals yearn to achieve personal mastery. This requires individuals’ earnest 

management of the creative dissonance between the envisaged vision and existing reality, which will 

require reducing discordant forces that may become impediments in the achievement of personal 

vision (García-Morales et al., 2007). A personal vision assists teachers to develop a picture of the 

learning they wish to achieve with their classes and become a mechanism for reflecting on experience 

to inform future professional learning (Jess et al., 2021). It is deeply connected to the teachers’ past, 

their current experiences and also to the various people who played a part in shaping their personal 

beliefs about teaching (ibid).  

Organisational culture is known is the “personality” of an organisation and encompasses 

deeply rooted artefacts, creations, shared values, and basic assumptions that give distinctive meaning 

amongst members of an organisation and guide its workplace behaviour (Bloisi et al., 2007; Tyler & 

Gnyawali, 2009). Thus, to give leverage to personal mastery for its members, an organisational culture 

will need to be identified as open, trustworthy, collective and empowering. Hence, according to 

McKenna (1992) the personal mastery process cannot begin until the organisational culture issues are 

understood. When teachers identify with the culture of the institution and what it stands for, they see 

the need to invest time and energy on efforts to evolve continuously through lifelong learning to 

improve their performance (Chandorkar, 2019). 

Competence ‘‘concerns the experience of effectiveness and mastery. It becomes satisfied as 

one capably engages in activities and experiences opportunities for using and extending skills and 

expertise. When frustrated, one experiences a sense of ineffectiveness or even failure and 

helplessness.” (Vansteenkiste et al., 2020, p.3). Personal mastery is grounded on competence and 

skills, thus “people with high levels of personal mastery are continually expanding their ability to 

create the results in life they truly seek” (Senge, 1990, p. 141). In an academic environment, teachers 

ensure continuing competence through exploration, reflection-on, and development of own teaching 

practices, keeping updated about new trends, breaking out of intellectual isolation, and sharing 

experiences and insights with peers (Reddy, 2014). 
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The last antecedent, Training and development, is purported to be critical in enhancing 

employees’ personal mastery as it is through learning that is acquired through training and 

development that individuals and the organisation can generate and share knowledge and improve 

their professional development (Blackman & Henderson, 2005; Senge et al. 1994).  Continuing 

professional development has been identified as one of the approaches in which healthcare 

professionals such as nurse teachers can keep mastery of their theoretical and clinical skills to 

“continuously improve their knowledge, skills and performance to effectively function in an ever-

changing healthcare environment” (Ramani et al., 2019, p.1045).  

Another concept that is closely related to personal mastery because of its intentional nature of 

influencing one’s thinking, feeling and actions towards one’s objectives and also because both concept 

require self-awareness, self-management and self-learning, is self-leadership (Bryant, 2021), and its 

theoretical framework is discussed next. 

Self-leadership 

Bandura’s Self-Determination Theory (SDT) was the theoretical lens with which to approach 

and provide a comprehensive description of the concept self-leadership. The SDT suggests that both 

employees’ performance and their well-being are affected by the type of motivation they have for their 

job activities (Deci et al., 2017). Thus, according to the SDT, there are types of motivations with 

different catalysers, concomitants, and consequences. The type of motivation relevant to this study is 

autonomous motivation, which is characterised by people being engaged in an activity with a full 

sense of willingness, volition, and choice. With autonomous motivation, individuals engage in a 

behaviour because it is perceived to be consistent with intrinsic goals or outcomes and emanates from 

the self (Hagger et al., 2014). Therefore, individuals who engage in autonomously motivated 

behaviours are self-determined and feel a sense of choice, personal endorsement, interest, and 

satisfaction and, as a consequence, are likely to persist with the behaviour (Hagger et al., 2014). In the 

end, when individuals understand the worth and purpose of their jobs, feel ownership and autonomy in 

carrying them out, and receive clear feedback and support, they are likely to become more intrinsically 

motivated and reliably perform better, learn better, and be better adjusted in their engagement in self-

leadership. In essence, self-leadership entails the practice of purposefully influencing one’s thinking, 

feelings, and actions in a bid to achieve specific objectives (Manz, 2015; Warren, 2021). As a way of 

tradition, leadership is viewed as an outward process in which formally designated leaders exercise 

influence on their followers. However, self-leadership offers a comparatively different view of 

leadership by suggesting that staff in an organisation can lead themselves to some degree in an inside-

out fashion. In fact, the concept of self-leadership challenges the notion that only designated leaders 

can bring about a positive impact, influence, and inspiration within their organisation (Koehle et al., 

2008).  

According to Neck et al. (2017), SDT suggests that the needs for competence and for self-

determination or autonomy are primary mechanisms for enhancing intrinsic or natural motivation 

derived from the task or activity itself. Self-leadership comprises three strategies in which individuals 

engage: behaviour-focused strategies, natural-reward strategies and constructive thought strategies 

(Manz, 2015). Behaviour-focused strategies help to facilitate management of one’s behaviour. Natural 

reward strategies help individuals in shaping perceptions and building enjoyable facets into work 

activities or tasks, and constructive thought strategies generate positive habits of thinking (Norris, 

2008). Thus, the implication of SDT on self-leading nurse teachers is that they would seek out and 

attempt to overcome challenges in order to increase their feelings of competence and self-

determination when executing their duties. In addition, these nurse teachers identify enjoyable aspects 

of their work activities, such as teaching a subject or course that they find naturally interesting, or 

focusing on an interesting subject due to the natural desire to master it. 

Although the concept of personal mastery has been referenced in a variety of disciplines and 

contexts, the researcher could not locate its application by nurse teachers in nursing education 

environments. The purpose of this article is to explore and describe nurse teachers’ views on how their 
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personal mastery could be facilitated in the context of South African NEIs, which are implementing 

higher education reforms.  

METHOD 

Design 

The researcher employed an exploratory-descriptive qualitative research design to gain an in-

depth understanding of nurse teachers’ views on how nurse teachers’ personal mastery could be 

promoted in a NEI environment. Use of qualitative design allowed the researcher to capture the nurse 

teachers’ views in their entirety within academic contexts (Nowell et al., 2017; Polit & Beck, 2012). 

The study was conducted in four NEIs located in the Gauteng and Kwa-Zulu Natal provinces in South 

Africa.  

Sampling design and Study group 

The study population consisted of nurse teachers teaching at purposively-selected NEIs. They 

had to be working at the NEIs on a full-time basis for at least a year and readily available to participate 

in the study. Research coordinators in NEIs assisted in approaching potential and willing participants 

who met the selection criteria. The participants were all female (N=26), at an age range between 25 

and 60 years. Of the 26 nurse teachers, 12 worked at private nursing schools, 8 were from public 

nursing colleges and 6 were from university-based nursing departments. Their years of experience in 

clinical nursing ranged between 3 and 16 years, whilst their experience in teaching nurses ranged 

between 1-21 years.  They engaged in a variety of roles within their respective NEIs, including theory 

facilitation, clinical teaching, student clinical accompaniment, curriculum development, research 

supervision, quality coordination, student counselling, and student administration.  

Data collection 

Four focus group interviews were conducted by the researcher between 2018 and 2019. Each 

focus group comprised of up to 10 nurse teachers, who were female. The purpose of the focus group 

interviews was to understand the points of view of nurse teachers on their personal mastery in an NEI 

context from a homogenous group, in a relaxed and non-threatening environment (Krueger & Casey, 

2000). Interviews were held in classrooms, boardrooms, and conference rooms of the NEIs. Data 

saturation guided the number of focus groups. On average, the interviews lasted 55 minutes and were 

guided by the following research questions:  

• What is the meaning of personal mastery in nurse teachers? 

• How can personal mastery in nurse teachers be promoted in an educational institution? 

The researcher developed an interview guide with possible probing questions and shared it 

with participants preceding interviews. Although the researcher used the guide during interviews, 

participants’ responses were further guided through probing and clarification (DeJonckheere & 

Vaughn, 2019). Other communication techniques such as reflecting, remaining silent, and nodding, 

were employed by the researcher to acquire as much information as possible on the research questions. 

This was consistent with the iterative approach used in qualitative methodology (DeJonckheere & 

Vaughn, 2019; Onwuegbuzie et al., 2010). The researcher obtained permission from the participants to 

record the interviews on the audiotapes.  

Ethical considerations 

Ethical clearance was sought from the Research and Ethics Committee of a university (REC- 

012714-039) before the study could be conducted. Relevant institutional authorities and research 

structures in NEIs also provided permission to conduct study within their institutions. All participants 
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willingly took part in the study following the signing of an informed consent form. No participant 

withdrew from the focus group interviews. Ethical standards for nurse researchers such as fostering of 

justice and beneficence; excluding harm and exploitation of participants; self-determination; ensuring 

confidentiality and anonymity and ensuring quality research were upheld (Brink et al., 2012; 

DeJonckheere & Vaughn, 2019). 

Data analysis 

The researcher and an independent co-coder analysed the verbatim transcripts and field notes 

independently using Tesch’s thematic analysis protocol outlined in Creswell and Creswell (2018). 

This process involved reading and re-reading all the transcripts meticulously to get a sense of the 

whole, and then commencing to code the data according to major and subcategories following the 

protocol (Braun & Clarke, 2006). The researcher held a consensus meeting with the independent coder 

to deliberate on the themes and subthemes that each had identified individually and to confirm if there 

were similar patterns and gaps (Thomas, 2003). The deliberation went on until consensus was reached 

on how the themes and subthemes connected to one another. The researcher and the co-coder revisited 

the manner in which all themes were named and ensured that these were written in the words of 

participants so that the themes reflected the participants’ voices, (Nowell et al., 2017). The researcher 

confirmed findings with participants to verify findings and interpretations with the participants 

(Nowell et al., 2017). The identified theme and subthemes were conceptualised using existing relevant 

literature (Byrne, 2021).  

Trustworthiness 

Lincoln and Guba (1985) strategies were utilised to guarantee trustworthiness of the study, 

namely, credibility, transferability, dependability, and confirmability. Credibility was guaranteed by 

presenting data on the personal mastery of nurse teachers in a way that would be considered accurate 

to an extent that other nurse teachers who identify with that experience would instantly understand the 

descriptions (Saldaña & Omasta, 2018; Kornbluh, 2015).  This was achieved through prolonged 

engagement by spending sufficient time with the participants prior and during the interviews (Nowell 

et al., 2017); triangulation through using multiple data collection methods and taking field notes 

(Saldaña & Omasta, 2018); and member checking through going back to participants and ask whether 

the transcribed data was an authentic version of their experiences (Kornbluh, 2015). Transferability 

was ensured by offering a thorough account of the study methods, so that those interested in 

transferability would have the base information (Colorafi & Evans, 2016; Miles et al., 2014). 

Meanwhile dependability was upheld by offering an in-depth account of the research methodology 

(Nowell et al., 2017), whereas confirmability was guaranteed by way of an audit trail, triangulation, 

and consensus discussions between the researcher and the independent coder (Nowell et al., 2017; 

Thomas, 2003). 

RESULTS AND DISCUSSION 

The findings obtained are presented below based on research questions and research 

themes. The nurse teachers’ responses and quotations are shown in tables. The two main themes that 

emerged were further divided into sub-categories, as illustrated in Table 1 and Table 2. 

Conceptualisation within the existing literature was conducted to allow derivation of recommendations 

for the promotion of personal mastery in nurse teachers (Lim et al., 2022).  

Views about the meaning of personal mastery in nurse teachers 

When the participant nurse teachers were asked to describe what personal mastery meant to 

them, 11 meanings were discovered. These meanings relate to participants’ views that personal 

mastery means engagement in self-leadership practices. Among them, the most common meanings of 

nurse teacher personal mastery were Creating a personal vision (f = 7), Engagement in self-control (f = 

5), Continuing professional development (f = 5), Life-long learning (f = 5), Self-reflection (f = 4), and 
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Self-awareness (f = 4). These meanings were followed by Setting personal and professional goals (f = 

3), Having self-discipline (f = 3), Self-development (f = 3), Self-motivation (f = 2), and Taking 

initiatives (f = 2). Table 1 depicts the views of the participants about the meaning of personal mastery 

in nurse teachers.  

Table 1. Views about the meaning of personal mastery in nurse teachers 

Theme:  Views about the meaning of personal mastery in nurse teachers 

Main category Subcategories f 

Personal mastery means engagement in self-

leadership practices 

Creating a personal vision  

Engagement in self-control    

Continuing professional development  

Life-long learning 

Self-reflection 

Self-awareness 

Setting personal and professional goals 

Having self-discipline 

Self-development                                           

Self-motivation 

Taking initiatives 

7 

5 

5 

5 

4 

4 

3 

3 

3 

2 

2 

 

As revealed in the table, regarding the meaning of nurse teacher personal mastery, a variety of 

words were used to describe the meaning, with 11 subcategories obtained. The following is an 

illustration of how participants understood and viewed the personal mastery of nurse teachers:  

Participants indicated that personal mastery meant taking the initiatives instead of waiting for 

this to be initiated by their institution.  Thus, participants engaged in taking ownership of their own 

personal mastery to improve and help attain the institutional vision. To influence and bring impact to 

their institutions through personal mastery, nurse teachers therefore needed first to engage in self-

leadership practices. This entailed taking initiatives such as creating personal vision, engagement in 

self-reflection, engagement in self-control, and engagement in continuing professional development. 

Creating a personal vision  

Participants were aware that to have personal mastery, they first needed to change ineffective 

behaviour patterns by defining and articulating their values and setting a vision with challenging goals 

for themselves. This involved nurse teachers setting challenging and realistic goals to motivate and 

direct behaviours towards their personal and professional development, as illustrated by the following 

quotations: 

“I need to assess my work properly to plan and work according to plan and when I put it into 

practice, it will be a quality work that is well planned. Of course, I am guided by specific values 

because there are specific things in the profession that we believe in.” (P4, G1). 

“Personal mastery is when as a nurse teacher I develop my own vision, so that I have an idea 

of where I am going. Having a personal vision guides me to determine where I want to be 

professionally in the years to come” (P2, G1). 

From the participants viewpoints, it appears that personal mastery means defining and 

clarifying one’s personal and professional values and committing to these by continuously clarifying 

and delving deeper into one’s personal vision and self-leadership (Bui & Baruch, 2010). García-

Morales (2007, p.549) asserts that upon individuals acquiring personal mastery, they pursue their 

personal vision to manage dissonance “between future vision and current reality”, and the self-doubts 

that become an obstacle for ease of achievement of the personal vision. Thus, nurse educator’s 

personal mastery through formulating a vision that articulates one’s passion for teaching, which is also 

aimed at influencing change beyond teaching is a self-leadership practice.  
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Engagement in self-control 

Participants described their personal mastery as being able to monitor and control feelings, 

thoughts, and actions during interactions with those within their professional cycles like students and 

fellow teachers. Such ability curtails unprofessional behaviours and actions, which have a potential to 

negatively affect the teaching-learning process within an NEI.  Participants perceived their personal 

mastery as having the strength to prioritise and demonstrate self-discipline by focusing on 

accomplishing their tasks, as illustrated by this:  

 “We do not have individual offices; we are having an open plan office. So, we share the same 

space, so one has to be disciplined and continue to work quietly as if there is no one else there. 

It is only you alone in the office ... you must be self-disciplined and have good concentration 

levels…..not let the environment affect your work, even in an open plan setting like this.” (P4, 

G4). 

These views indicate that personal mastery was understood by the participants as getting out 

of comfort zone, prioritising, and focusing one’s personal vision and achieving the set goals. 

Individuals with personal mastery are inclined to self-control and can deny urges with ease. De Boer et 

al. (2015) depict self-control as being able to keep impulsive thoughts or behaviour in restrain and 

resist being tempted and distracted, even under stressful situations.  

Some participants believed that to stay focused and on track with their work, they had to be 

‘organised’. To the participants, being organised means that they prioritise their workload by 

managing their time to accommodate learning alongside their teaching schedules, and still meet their 

deadlines. The participants thus stayed focused when dealing with disturbances and distractions that 

could interfere with their engagement in personal mastery. They said: 

“When you are a nurse teacher you have a lot of responsibilities to fulfil, and you need to be 

organised. This means striving for effective time management, engaging in preparatory 

activities such as lesson planning on time.” (P5, G3). 

The participants' views indicate that nurse educators perceive their personal mastery as putting 

systems in place to bring order to all aspects of their teaching. To achieve this, nurse educators need to 

possess self-control. Without exercising self-control, nurse teachers would be submitting to outer 

adverse stimuli which could desensitise individuals into engagement in self-destructive unethical acts 

and behaviours (Huxley, 2019). Therefore, when nurse educators exercise personal mastery through 

exercising self-control aimed at maintaining quality standards of learning and teaching, they are in 

essence engaging in self-leadership practices.   

Engagement in continuing professional development    

Participants described personal mastery as taking initiatives to ensure continuous professional 

growth, using continuing professional development as an example of such an intervention. This view 

appears to stem from the participants’ understanding that continuing professional development is an 

initiative to self-develop that requires more effort from the individual nurse teacher with lessened 

reliance on the institution. Participants indicated that their personal mastery could be enhanced by 

keeping themselves updated on new trends in education and healthcare, as supported by the following 

quotation: 

“Yes, I think nowadays the students that we are teaching, most of them are well-informed, 

they use gadgets, and do not respond well to traditional ways of teaching. We need to go back 

and try to catch up with them, so this will help in developing ourselves better.” (P6, G3). 

The views above indicate that participants viewed personal mastery taking time to introspect 

and identify own learning needs based on identified areas of weakness or strength. 
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Embarking on such a lifelong reflective journey sustain their continuing professional 

development would require nurse teachers to conduct a critical assessment of learning activities or 

issues within their social and political contexts that would bring about meaningful learning (Grech, 

2021). Thus, nurse teachers are advised to take advantage of lifelong learning opportunities that would 

allow them to continuously improve their expertise and as they attain practical skills and knowledge 

for application in real-world environments. A participant said the following: 

“I think as a nurse teacher you develop professionally by attending courses and seminars 

which are related to the content and subjects that you are teaching.” (P1, G3). 

This viewpoint is testimony to the participants’ recognition of a need for nurse teachers to 

attend and participate in workshops and conferences, and to pursue further training in their teaching 

disciplines or their area of interest. For nurse teachers to engage in self-development and personal 

mastery, they need to be self-motivated (Bui & Baruch, 2010), so that they do not rely on external 

factors for motivation but instead rely on the natural desire to engage in activities that facilitate deep 

fulfilment and feelings of competence. The role of the NEI would be to support the personal mastery 

of its teachers through provision of a learning culture, so that teachers can dedicate themselves to 

professional development, with individual performance and higher individual satisfaction as resultant 

outcomes (Bui & Baruch, 2010).  This support translates to institutional managers leading by example 

by also engaging in continuing professional development activities, as nurse teachers often aspire 

towards being guided by their role modelling. As Ng (2020) asserts, institutional managers should lead 

by example and demonstrate a high level of commitment by engaging in self-development activities. 

In this regard, an apt assertion by Senge et al. (1994, p. 173) on self-development is that "There is 

nothing more powerful you can do to encourage others in their quest for personal mastery than to be 

serious in your own quest”. 

A participant opined that nurse teachers should invest in lifelong learning programmes that 

facilitate personal mastery through self-leadership, “We need to attend self-leadership training so that 

we can be aware of our behaviour and self-control and have confidence when we teach”. Self-

leadership training is regarded by Stewart et al. (2011) as one of the outstanding external forces that 

promote personal mastery practices and ultimately improve performance. Self-leadership training can 

be utilised as an intervention that modifies nurse teachers’ experience of negative emotions and 

impulses to improve interpersonal skills (Thompson & Miller, 2018). Such self-leadership training 

initiatives should not only be targeted at teachers within the NEI, but also aimed at managers, because 

as Stewart et al., (2019) asserts, many leaders may not know how to lead in a way that promotes 

personal mastery. The focus areas on   self-leadership training could be on the three self-leadership 

dimensions, namely, thought pattern strategies, behaviour-focused strategies, and natural reward 

strategies. According to Sampl et al. (2017), mindfulness exercises and self-leadership training 

mutually supplement each other within Mindfulness-Based Self-Leadership Training (MBSLT) in an 

academic context.  

Views on how nurse teachers’ personal mastery can be enhanced in an educational 

institution 

When participants were asked to describe how nurse teacher personal mastery could be 

enhanced in an educational institution, six suggestions were revealed. These suggestions relate to 

Provision of a supportive environment, mentioned here in order of hierarchy of frequencies: 

Mentoring (f = 10), Role modelling (f = 9), A collaborative learning (f = 9), Teamwork (f = 8), 

Succession planning (f = 5), and Management support (f = 4). The participants’ views on how personal 

mastery of nurse teachers can be promoted in an educational institution are presented in Table 2. 
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Table 2. Views on how nurse teachers’ personal mastery can be enhanced in an educational institution 

Theme:  Views on how personal mastery of nurse teachers can be promoted in an educational institution 

Main category Subcategories f 

Provision of a supportive environment Mentoring 

Role modelling 

A collaborative learning climate 

Teamwork  

Succession planning 

Management support 

10 

9 

9 

8 

5 

4 

 

As revealed in Table 2, participants shared their views on how nurse teacher personal mastery 

could be enhanced in an educational institution, which are illustrated using 6 subcategories. The 

following are some of the illustrations of the participants’ views, wherein Provision of a supportive 

environment was revealed as the supportive roles that could be played by peers and institutional 

managers towards the facilitation of personal mastery in nurse teachers. A supportive environment 

could be provided through availability of mentors and role models, and a collaborative learning 

climate. 

Availability of mentors and role models 

Participants identified role-modelling as a promoter of personal mastery in a NEI. This could 

be accomplished through provision of mentorship on good teaching and professional behaviours by 

experienced nurse teachers and leaders within the NEIs. Participants asserted: 

“I think the missing link in the professional journey of young and new nurse educators is 

mentoring and finding role models that are aligned to our interests…we are really losing out” 

(P3, G2). 

This viewpoint is indicative of the participants’ understanding of the significance of mentoring 

and role modelling in shaping their personal mastery. According to Goldsby et al. (2020), a mentor 

with solid self-leadership skills can easily facilitate mentee to personal mastery. The authors assert that 

the more calm, positive, and professional the mentor is, the better the mentee is likely to perform. This 

assertion is corroborated by Ganesh et al. (2019), who found that educators with high self-leadership 

qualities were keener on mentoring others and helping their mentees to attain personal mastery. In the 

long run, a reciprocal and collaborative partnership between a mentor and mentee can boost feelings of 

competence and self-leadership qualities in both the mentor and mentee as they “create meaning 

together” (Klinge, 2015). Institutional managers can also foster personal mastery in teachers by being 

role models to them, and by committing to and displaying their own personal mastery (Ng, 2020). In 

turn, nurse teachers inspire students’ personal and professional development through modelling of 

positive values, emotions, behaviours, and self-development. Hence, it is essential that the credibility, 

prestige, and trustworthiness of the persons being modelled, that is, institutional managers, are 

treasured by nurse teachers for their commitment and motivation towards a continuing learning culture 

(Jack et al., 2017). Therefore, institutional leaders should be aware that nurse teachers yearn to 

practice personal mastery, however they would benefit more if leaders at NEIs role model personal 

mastery behaviours so that such practices may cascade across all the institution's organisational levels, 

including students. 

A collaborative learning climate 

Participants indicated that personal mastery could be facilitated when nurse teachers worked 

in an environment that allowed them to establish professional and personal relations, support each 

other and collaborate on tasks, which would contribute to the enhancement of students’ performance 

and the institution’s achievements, as indicated in this quote: 
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“It would be wonderful if managers and colleagues could appreciate the diverse experiences 

and skills that each one has. We could collaborate and bring together our collective skills in 

the institution, then everyone would learn from each other and be developed, not for the 

benefit of only one person, but for the institution.” (P2, G2). 

When individuals collaborate with colleagues on tasks, they are exposed to a variety of 

expertise, experience, and support required for the execution of the tasks, ultimately learning from 

each other (Stewart et al., 2019). Chenault (2017) found that most academic activities are perceived as 

inherently personal and devoted to the self, for example conducting research, developing course 

material and lesson plans. However, collaboration makes it easy for educators to get involved in the 

practice of critiquing and analysing colleagues’ practices, in what Klinge (2015) describes as a 

partnership of co-equals that encompasses openness and vulnerability. They then learn as a team, 

while simultaneously attaining personal mastery and a shared institutional vision (Senge, 1990). For 

the institution to enable team learning, it should assist nurse teachers to build respectful professional 

relations that are based on respect, wherein they perceive one another not as competitors, but as equal 

scholars who can derive expertise, emotional and professional support from each other, thus, 

facilitating a collaborative learning culture that is constructed upon tangible experiences (Chenault, 

2017). According to Fouché et al. (2017), when educators feel accepted by their colleagues, they have 

a sense of belonging and meaningfulness at the institution, leading to a sense of connectedness with 

other educators and improved performance.  Thus, institutions can reduce competition and facilitate 

personal mastery amongst nurse teachers by mobilising adequate resources, investing in current 

technology and equipment that facilitates agile learning, and emphasising the importance of a shared 

vision.  

CONCLUSION AND RECOMMENDATIONS 

This study revealed that NEIs should actively support the development of nurse teachers’ 

personal mastery as it not only benefits the individual nurse teacher’s professional development in the 

designated position but the institution as a learning organisation as well. Similarly, the NEI should 

strive to become a learning organisation that adapts, learns from previous mistakes, explores 

opportunities for development, and appreciates that nurse teachers’ learning, and subsequent 

contributions are important for the sustainability of the NEI even in turbulent times.  

Nurse teachers are encouraged to develop personal visions, proactively take ownership of their 

own lifelong learning needs for their self-development, and align these to the institutional values and 

vision, being cognisant of the country’s nurse teacher competency framework, as developed by the 

South African Nursing Council (2014).  The long awaited SANC continuing professional development 

system should be implemented without delay to promote nurse teachers’ life-long learning and 

personal mastery. In this way, nurse teachers can pursue and achieve professional growth, and stay 

relevant to the continuously changing health and education reforms that are informed by the needs of 

the population. However, nurse teachers and the NEIs should take proactive steps towards engagement 

in continuing professional development activities and not wait for SANC’s implementation of the 

framework. Such interventions should be aimed at stimulating lifelong learning behaviour through 

fostering nurse teachers’ intrinsic motivation, contrary to the SANC system’s mandatory aspects 

which have an extrinsic motivation orientation of complying for the sake of maintaining registration. 

The NEI could promote nurse teachers’ personal mastery by providing a learning platform that 

facilitates peer support through collaboration, innovation, and pedagogical inquiry. The NEI should 

also promote activities that could enhance personal mastery as a continuous, lifelong, learning process 

such as coaching, mentoring. and self-leadership training. As nurse teachers’ perceived role models 

within the NEI, institutional leaders should take lead in engaging in life-long learning and self-

development activities that enhance their personal mastery. 

Further research studies should be conducted aimed at gaining a comprehensive understanding 

of the phenomenon of the NEI as a learning organisation, by exploring and describing the 
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phenomenon, encompassing all its disciplines, namely personal, systems thinking, shared vision, team 

learning, and mental models. 
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INTRODUCTION 

The Novel Coronavirus (COVID-19) pandemic, which broke out in Wuhan, China in the last 

months of 2019 and quickly spread throughout the world in a short span of time, has brought about 

changes in many fields. The field of education is one of these areas that have been affected to a 

significant degree. Due to the COVID-19 pandemic, educational institutions at all educational levels, 

from primary school to higher education, interrupted their service. Following this circumstance, as in 

other educational levels, universities decided on the implementation of distance education and 

continued educational activities (Öğüdücü, 2020). 

The individual acquires knowledge and abilities not only in educational institutions but also 

everywhere where learning takes place. Some of these learning activities carry out in a planned and 

programmed manner, in response to the demands made by the student. Some of them take place when 

an individual observes, feels, or experiences actions and objects in any environment without being 

aware of them (MEB, 2014). The world is undergoing a continual and rapid process of change and 

development as a direct consequence of the effect of globalization, which has resulted in the 

disappearance of boundaries, the universalization of values, and the beginning of cultures that 

resemble one another (Bozkurt, 2014). It has been understood that these constantly and very rapidly 

renewed developments in technology and science, as well as the changing needs of individuals in 

response to these developments necessitate new learning settings (Yıldız, 2016), and school education 

is insufficient to solve the problems that arise in real life later on. The availability of educational 

opportunities other than school is needed in order to overcome these problems (Bağcı, 2011). Distance 

education, which makes it possible for an educational system to simultaneously provide both mass and 

individualized education (Bayrak, Aydemir and Karaman, 2017), appears as an alternative in this 

sense.  

Distance education is an education model that uses information technologies to solve 

educational problems and enables learners to organize their own work styles, enabling many students 

to study independently of time and place (İşman, 2011; Kaya, 2002). The educational needs of 

students have been satisfied by information and communication technologies based on their interests, 

abilities, occupations, ages, individual paces, and methods and the limitations of traditional education 

have decreased as the necessity to share time and space has been abolished (Oral and Yazar, 2017). 

Different application strategies in the distance education system are formed into two basic structures: 

synchronous and asynchronous (Mahirolu and Coşar, 2008). While asynchronous distance education 

involves the lecturer and student being online at separate times, synchronous distance education takes 

place when the lecturer and student are online at the same time and have the opportunity to do the 

course together (Oral and Yazar, 2017). The lecturer prepares and presents course materials to the 

student in asynchronous distance learning. Students may continue their studies by having access to 

these materials at any time they want. Simultaneous distance learning is a type of education in which 

lecturers and students interact at certain intervals through various methods (Erfidan, 2019). 

One of the most significant challenges that many educational institutions faced as a result of 

the transition to distance education is the fact that they were not prepared for distance education and 

did not have the necessary infrastructure to make use of this system. Another important consideration 

discovered throughout the period is that distance education was the sole source of education for 

students and they receive education at their home via television and the internet (Yamamato and 

Altun, 2020). At this time, when the distance education became more and more important, it is 

important to know the negative and positive aspects of the system, to overcome the problems and to 

use it more effectively in order to improve the system. At this point, it is crucial to determine the views 

expressed by students , who are among the stakeholders most affected by the system, on the positive 

and negative circumstances they encounter. Because determining the positive and negative effects of 

distance education applications that have entered our lives urgently due to the pandemic will guide the 

subsequent distance education application processes. Based on these reasons, it was planned to 

conduct this research with students who received education through distance education during the 

pandemic period.In this sense, the aim of this study is to determine the views of vocational school 
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students  about the positive and negative effects of distance education applications during the COVID-

19 pandemic.  

METHOD 

This section contains information about the research model, sample group, data collection 

tools, and data analysis.  

Research Model 

In this study, phenomeology, one of the qualitative research methods, was used. 

Phenomenological  design places a significant emphasis on experience since it intends to reach the 

essence of experiences by questioning those experiences (Ersoy, 2016). Individuals and groups who 

experience the phenomenon and can reflect on the phenomena they have experienced serve as data 

sources in phenomenological studies (Yıldırım and and Şimşek, 2016, p.71). These data sources must 

have experiences that are related to the phenomena that are being investigated (Gliner, Morgan, and 

Leech, 2015). 

Sample Group 

The sample group was formed using maximum variation sampling. Maximum variation 

sampling investigates common conditions over a broad range of variation (Glesne, 2015, p.61). 

Maximum diversity sampling was used in this sense, as the opinions of students who had previously 

experienced the phenomenon of distance education and studied in various programs were tried to be 

taken. The sample group comprised 39 second-year students studying at the Technical Sciences 

Vocational School of Bingöl University in the city centre of Bingöl in the 2021-2022 academic year. 

Information about the students is given in Table 1. 

Tablo 1. Information about students 

Variables  f % 

Gender 
Female 12 30,76 

Male 27 69,23 

Study Program 

Alternative Energy Resources and Technology programme  2 5,12 

Computer Programming 4 10,25 

Electronic Communication Technology programme  2 5,12 

Mapping and Cadastral Survey programme 4 10,25 

Carpet Weaving and Rugmaking programme 1 2,56 

Interior Design programme  7 17,94 

Construction Technology programme  4 10,25 

Machinery programme  4 10,25 

Mechatronics programme  3 7,69 

Automotive Technology programme 7 17,94 

Landscape and Ornamental Horticulture    1 2,56 

 

The student interview form was employed during interview held with 39 students studying in 

different programmes. Volunteerism of the individuals to be interviewed was taken into account. In 

the office of the researcher, one-on-one interviews with students were held. 

Data Collection Tools 

Phenomenology design was used in the study. Interviews are the mostly used data collection 

tool in phenomenological researches. During the interview, the researcher may allow people to divulge 

their experiences that they are unaware of and the meanings that they do not think by establishing a 

communication based on trust and empathy with the data sources (Yıldırım and Şimşek, 2016, p.71). 

In this context, a semi-structured interview form was used, in which the questions were prepared in 

advance, but some questions could be added during the interview, in order to obtain views of students 
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at the Technical Sciences Vocational School on the applications of distance education in detail. First, a 

list of questions was prepared. The student interview form list had 13 questions. For expert opinion, a 

professor, an assistant professor, and a lecturer working in different units evaluated both lists for 

content and clarity, and necessary adjustments were made. Interview forms consisted of simply 

comprehensible open-ended questions that are supposed to determine the views of students  on 

distance education applications.  

Data Analysis 

In the study, the descriptive analysis method was used to analyse the data. The purpose of this 

analysis method is to organize and interpret the gathered data and present it to the reader (Yıldırım and 

Şimşek, 2016, p.239). As a consequence, the data were described, explained, and interpreted, and 

some conclusions were achieved. The data from students were divided into main themes based on the 

research questions, and then sub-themes and codes were produced based on these themes. In 

qualitative studies, it is essential to establish both reliability and validity. In order to ensure reliability 

in qualitative studies, detailed field records should be kept, the research team should deliver precise 

and thorough information, participants should check examine notes for accuracy, audio and video 

recordings should be retained, citations should be made from the participants and presented verbatim 

without any additions (Büyüköztürk, Kılıç-Çakmak, Akgün, Karadeniz and Demirel, 2012). Internal 

validity in studies is related to the problem that research findings do not correspond to reality in the 

outer world. External validity, on the other hand, is related to the degree to which a research finding 

may be extended to different situations (Merriam, 2013). Accordingly, to provide reliability and 

internal and external validity in the study, the data was initially recorded during collection phase. The 

data was analysed, examined and compared at different times by both the researcher and a assistant 

professor, and the categories were well defined. The text included frequently citations from the 

interviewees. Without making any further changes, the citations were presented here with italics and 

quotation marks. While giving citations, there were also abbreviations for students. In order to denote 

the students interviewed, abbreviations such as AER-1 and CP-1, which were the initials of the 

programme that each student attended were used. 

FINDINGS AND REMARKS 

This section includes the results achieved from the views of the students. As a result of the 

analysis of the data obtained from the students’ views, 9 main themes were determined. These main 

themes were divided into sub-themes and codings.  

The Theme of First Views for Distance Education Decision 

This major theme was divided into two sub-themes: emotions and thoughts. Table 2 shows the 

coding and loading numbers for this main theme. 

Table 2. Sub-themes and loading numbers of students’ first views on the distance education decision 

during the COVID-19 pandemic  

SUB-THEMES f 

THOUGHTS 43 

 Positive thoughts 15 

staying safe (health) 6 

saving time 4 

making time for oneself 2 

both studying and working 2 

independence from space 2 

Comfort 2 

economic comfort 1 

ambient comfort 1 

financial saving 1 
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Negative thoughts 28 

being away from school 5 

learning difficulty 5 

lack of experience 5 

inefficiency 5 

lack of knowledge 3 

communication problem 2 

adaptation problem 1 

inability to master the courses 1 

lack of resources 1 

EMOTIONS 33 

Positive emotions 8 

Joy 7 

Curiosity 1 

Negative emotions 25 

nervousness 9 

Sadness 8 

worry/anxiety 3 

suspicion/doubt 3 

unhappiness 1 

astonishment 1 

Total 76 

 

When Table 2 was examined, it was observed that the students expressed their first views on 

the distance education decision as both thoughts and emotions in both positive and negative senses. 

The following are some reference sentences on the resulting coding: 

ID- 1. “In all honesty, we believed that it was really beneficial for health. Because it was 

evident that if individuals came together, the pandemic would spread much farther.”  

MAC-4. “...we wouldn’t have had to deal with the difficulties while going to and from school. 

We might even attend courses from our workplace.” 

MAC-3. “We did not have such an experience since we had never previously experienced a 

distance education process. It would be our first time. Therefore, it was a bit unusual.”  

CP-4. “I’m from out of town. Of course, when I first heard about it last year, I thought it was 

a great opportunity since it meant I could remain at home for a year. I would not leave town. That’s 

why I was so delighted when I first heard it.”  

The theme of Views on the Effect of Distance Education Applications on the Courses 

Sub-themes of this main theme were “theoretical courses” and “applied courses”. Table 3 

presents the coding and loading numbers for these sub-themes. 

Table 3. Sub-themes and loading numbers of students’ views on the effect of distance education 

applications on the courses during the COVID-19 pandemic  

SUB-THEMES f 

THEORETICAL COURSES 84 

Positive views 43 

• efficient/beneficial 32 

• reinforcement 7 

• simultaneous research opportunity 1 

• extra course opportunity 1 

• easy access to resources 1 

• private course convenience 1 
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Negative Views 41 

• inefficient 24 

• lack of communication and interaction 4 

• inability to ask questions to the lecturer 3 

• inability of lecturers to give information 1 

• lack of compulsory school attendance 2 

• failure to follow course records 2 

• useless 2 

• temporary 2 

• discontinuity between classes 1 

• raising a conflict 1 

• lack of motivation 1 

• boring 1 

• diminished responsibility 1 

APPLIED (LABORATORY) COURSES 82 

Positive Views 5 

• efficient 2 

• reduced stress  1 

• Internet resource support 1 

• homework support 1 

Negative Views 77 

• inefficient 32 

• no opportunity to practice 11 

• being away from the laboratory/practice setting 8 

• being abstract 7 

• learning difficulty 5 

• lack of feedback-correction 4 

• lack of guidance and supervision 3 

• flexibility 3 

• short course duration 2 

• lack of materials 2 

Total 166 

 

When Table 3 was examined, it was observed that the student's views on the effects of 

distance education applications on courses were established through positive and negative coding in 

the context of theoretical and applied courses. The following are the student views that served as the 

source for the coding: 

ECT-1. “We could watch course videos and recordings over and over again. If we were 

confused anywhere, we could simply open it up and look again.”  

CP-4. “We do not attend any courses at all, and the lecturers do not disclose which topics or 

questions would be on the exam until it comes around to that time. They do nothing either. That being 

the case, they do not provide any information”  

ATP-5. “...Because when the lecturer told us, we could open it and discover all sorts of items 

in detail on the internet.”  

CT-1. “I believe that it is impossible to get efficiency from applied courses without seeing, 

touching, and being a witness to a one-to-one narrative. Since things are structured in this way in 

distance education, I don’t believe it will be of much use to us in our future careers...” 

The theme of Views on Assessment/Evaluation Applications in Distance Education  

“Beneficial aspects” and “problems faced” appeared as sub-themes of this main theme. Table 

4 presents the coding and loading numbers for this main theme. 
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Table 4. Sub-themes and loading numbers of students’ views on assessment/evaluation applications in 

distance education during the COVID-19 pandemic  

SUB-THEMES f 

BENEFICIAL ASPECTS 24 

• efficient 10 

• simple 5 

• ambient comfort 5 

• clear questions 3 

• referral to research 1 

PROBLEMS FACED 93 

Individual Problems 28 

• helping each other  16 

• easy access to answers 6 

• disregarding exams 5 

• get stressed 1 

Technical Problems 30 

• early/late opening of the exam 7 

• logged out of the exam 4 

• failure to load the file 3 

• power cut 2 

• failure to return to the previous question 2 

• failure to submit exam 2 

• collapse of the system  2 

• shutdown of the system  2 

• disconnection 1 

• freezing problem 1 

• failure to transmit a file 1 

• access problem 1 

• display problem 1 

• failure to take the exam 1 

Lecturer-Based Problems 9 

• insufficient exam time 4 

• tough questions 3 

• too many questions 1 

• long questions 1 

Other Problems 26 

• failure to assess the success 21 

• inefficient 3 

• unfair 1 

• ineligible for applied courses 1 

Total 117 

 

When Table 4 was examined, it was observed that the students expressed both positive and 

negative views on distance assessment and evaluation applications. There were multiple sub-themes 

and coding in the sub-theme of the problems faced. The following are some of the student views that 

served as the source for the coding:  

AER-2. “… Because you take the exam in a comfortable setting. The atmosphere in the 

classroom might be tense. I’d say it might be stressful. However, you are more comfortable in your 

home atmosphere.”  

MC-4. “…the student was taking the exam by opening the topics from another place in the 

exam. He wasn’t taking the exam based solely on his knowledge”  

ID-1. “...there was sometimes a difficulty with the system. For example, we couldn’t log in the 

system for ten minutes before a fifteen-minute exam. Or, when we submitted the exam two minutes 

ago, the system failed to recognise it, and we failed the exam.”  
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CT-3. “The questions were lengthy. Their solutions were the same. It was taking us a long 

time to write it and get it into the technological environment.”  

The Theme of Views on the Materials Used in Distance Education Applications 

It was observed that the sub-themes of this main theme were “course recordings/videos”, 

“portable document”, “presentation”, “blackboard”, “visuals”, and “link”. Table 5 shows the coding 

and loading numbers for these sub-themes. 

Table 5. Sub-themes and loading numbers of students’ views on the materials used in distance 

education applications during the COVID-19 pandemic  

SUB-THEMES f 

COURSE RECORDINGS/VIDEOS 26 

Positive views 19 

• possibility of repeat  7 

• efficient 7 

• explanatory 2 

• sufficient 2 

• instant access 1 

Negative views 7 

• disconnection 3 

• insufficient 3 

• inefficient 1 

PORTABLE DOCUMENT 16 

Positive views 13 

Sufficient 5 

Explanatory 3 

Efficient 3 

Detailed 1 

possibility of repeat  1 

Negative views 3 

• ready document 1 

• content  deficiency 1 

• complicated 1 

PRESENTATION 10 

Efficient 5 

• sufficient 2 

• comprehensible 1 

• easy access 1 

• possibility of repeat 1 

BLACKBOARD 6 

Positive views 3 

• efficient 2 

• problem-free 1 

Negative views 3 

• display problem 3 

VISUALS 2 

• efficient 2 

LINK 2 

• efficient 2 

Total 62 

 

When Table 5 was examined, it was determined that the students expressed their views on the 

positive and negative aspects of course recordings/videos, portable document, presentation, 

blackboard, visuals, and link materials utilised in distance education applications. The following are 

some student views: 

ID-7. “Whether it’s presentations, PDFs, or videos. They were all efficient in that way.”   
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ATP-5. “Thanks to our lecturers, they have previously described all of the material in the 

PDF in the most detailed manner. I didn’t need any further books or materials.” 

CP-4. “The videos were efficient; however, they were often interrupted.”  

CT-3. “We did well with the material. We were constantly receiving notes, pdfs, etc. Courses 

were being taught. The video link for that course was uploaded. We were watching the videos of the 

experiments made in the laboratory setting.”  

The Theme of Views on the Effect of Distance Education Applications on the 

Interpersonal Communication 

It was observed that sub-themes of this main theme appeared as “with the lecturers” and “with 

the classmates”. Table 6 shows information about this theme. 

Table 6. Sub-themes and loading numbers of students’ views on the effect of distance education 

applications on interpersonal communication during the COVID-19 pandemic  

SUB-THEMES f 

WITH THE LECTURERS 73 

Positive Effects 29 

• communication diversity 14 

• communication via Microsoft Teams  5 

• communication via WhatsApp 5 

• communication via e-mail   4 

• easy access 9 

• quick feedback 6 

Problems Faced 44 

• system-based 18 

• connection problem 6 

• login problem 6 

• crowded virtual classroom 3 

• being logged out of the system 2 

• insincerity in the virtual setting 1 

• individual-based 13 

• inability to express oneself 6 

• unfamiliar with the lecturer 5 

• adaptation problem 2 

• lecturer-based 13 

• unable to contact the lecturer 11 

• failure to get feedback 1 

• lack of communication 1 

WITH THE CLASSMATES 37 

Positive Effects 27 

• communication diversity 27 

• communication via WhatsApp  18 

• communication over phone 5 

• communication over the application 3 

• communication via e-mail   1 

Problems Faced 10 

• virtual acquaintance 5 

• shyness 4 

• mechanical relationship 1 

Total 110 

 

When Table 6 was examined, it was determined that students utilised positive and negative 

coding to describe their communication status with both the lecturers and their classmates during the 

distance education process. The following are some of the student views that served as the source for 

the coding: 
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MC-1. “Our class shared a WhatsApp group. When the lecturers spoke out, the representative 

promptly notified the group. So, everyone knew everyone.”  

CT-4. “We were hesitant to ask the lecturers questions during the classes. Because we were 

hesitant of what people’s attitudes would be if we asked questions to individuals we’d never met.”  

ID- 3. “I’ve had no problems. I was in frequent contact with my friends by phone.”  

CP-1. “...However, in our own classroom, hardly one talked in class since they didn’t know 

anybody.”  

The Theme of Views on the Problems Faced During Distance Education Applications 

Loadings were made to two sub-themes under this main theme: “associated with live classes” 

and “associated with the application system”. Table 7 provides the sub-themes and upload numbers for 

this theme. 

Table 7. Sub-themes and loading numbers of students’ views on the problems faced in distance 

education applications during the COVID-19 pandemic  

SUB-THEMES f 

Associated with Live Classes 45 

• lack of technological opportunities 25 

• Internet connection problem 16 

• PC/Tablet Issue 4 

• Internet quota problem 3 

• power cut 2 

• lack of technological skills 7 

• failure to log in the course 4 

• unable to adjust audio/video settings 2 

• failure to attend the course  1 

• inability to participate actively in the class 4 

• lack of content knowledge 3 

• joint conduct of the courses 2 

• inefficient 2 

• inability to take class notes 1 

• long duration of the courses 1 

Associated with the Application System 67 

• sound/display problem 21 

• logged out of the class  20 

• logged out of the class by the system 13 

• logged out of the class by other students 7 

• failure to log in course 16 

• connection problem 4 

• failure to start-up 3 

• failure to appear in the list of participants 1 

• inability to view messages 1 

• failure of the modules to start 1 

Total 112 

 

When Table 7 was examined, it was determined that the students stressed the problems they 

encountered with live classes and the application system in distance education applications. The 

following are some of the student views: 

MC-4. “I was unable to attend the courses since the internet was not accessible much in our 

region. Due to the internet, I was able to log in too late.”  
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CT-4. “We were unable to maximise the effectiveness of the applied courses. The lecturer was 

drawing, but we couldn’t. Sometimes we couldn’t have a table, or we weren’t in an available 

location.”  

ATP-7. “For instance, the screen was being frozen. I can say that the voices were coming 

late. Voices might overlapped. It was a little difficult when several people were speaking at the same 

time.”  

LOH-1. “We were having many problems in common classes. We couldn’t ask anything that 

came to mind during the class”  

The Theme of Recommendations for Distance Education Applications 

Four sub-themes appeared under this main theme; “for the courses”, “for the technical 

support”, “for the system”, and “for the exams”. Table 8 shows the sub-themes and loading numbers 

for this theme.  

Table 8. Sub-themes and loading numbers of the students’ views on the recommendations for distance 

education applications during the COVID-19 pandemic  

SUB-THEMES f 

For the Courses 34 

• students must have their webcams turned on 12 

• education should be hybrid 6 

• active participation of students should be ensured 4 

• appropriate teaching method should be selected 3 

• documents should be uploaded to the system before the course 2 

• courses should be kept short. 2 

• there should be a restriction for  absenteeism 2 

• courses should take place every week day 1 

• homework should be assigned 1 

• all courses must be taught online 1 

For The Technical Support 14 

• Internet support should be given 10 

• support for technical devices should be provided 4 

For The System 19 

• the system should be improved 9 

• the system should have an administrator 5 

• technical problems of the system should be solved 3 

• platforms used should be integrated 1 

• materials suitable for the system should be developed 1 

For the Exams 13 

• students should be excused for systemic problems in the exams 3 

• each student should have a different question 2 

• exam time should be extended 2 

• the number of questions should be decreased 2 

• students should be able to return to the questions that they have answered. 1 

• feedback on the exam delivery should be taken 1 

• questions must be displayed at the same time 1 

• questions may be answered in any order 1 

Total 80 

 

When Table 8 was analysed, it was observed that the students offered several 

recommendations in accordance with the problems they encountered. The following are some of the 

student views that served as the reference for those recommendations: 

MEC-1. “Students may switch on their webcams to figure out whether they are studying or 

not.”  



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

40 

MAC-4. “By uploading the lecture notes to the system one week in advance, our lecturers can 

assure that the students get ready for the class. It would be better if students get ready for the class 

and reinforced this throughout the class.”  

LOH-1. “Homework was quite beneficial to me. I learned many courses this way. I figured it 

out by doing my homework. Students should be assigned homework to achieve this.” 

ATP-6. “The exam time was insufficient due to too many questions. I think that both the 

duration of the exam should be extended and the number of questions should be reduced.”  

The Theme of Views on the Comparison of Face-to-face Education Applications and 

Distance Education Applications 

Two sub-themes as “face-to-face education”, and “distance education” appeared under this 

theme. Table 9 shows the sub-themes and loading numbers for this theme.  

Table 9. Sub-themes and loading numbers of student views for the comparison of face-to-face 

education applications and distance education applications during the COVID-19 pandemic 

SUB-THEMES f 

FACE-TO-FACE EDUCATION 55 

Its effect on the course 27 

• efficient 14 

• understanding courses 5 

• repeat 3 

• applied education opportunities 3 

• attendance to courses 1 

• responsibility 1 

Its effect on communication 20 

• ability to ask questions to the lecturer 6 

• one-on-one communication with the lecturer 5 

• classroom/school atmosphere 3 

• ability to spend time with friends 2 

• ability to receive feedback 2 

• ability to express oneself comfortably 1 

• knowing lecturers 1 

DISTANCE EDUCATION 183 

Providing flexibility 35 

• independence from space 8 

• ability to both study and work 6 

• ability to make time for oneself 5 

• short course duration 4 

• no  absenteeism problem 4 

• independence from time 4 

• flexible course hours 3 

• more flexible lecturers 1 

Its effect on the course 30 

• ability to play back lecture recordings 16 

• ability to access materials at any time 4 

• ability to make time for studying 3 

• ability to research 2 

• success 2 

• not having stress 2 

• individual study 1 

Economic 14 

Comfort 14 

Health 14 

Transportation 4 

Total 238 
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When Table 9 was examined, it was determined that each sub-theme was divided into sub-

themes within itself. These sub-themes, coding and reference views are as follows: 

ATP-6. “As associate degree students, we have to be trained as technical staff. For that, we 

must learn through holding and viewing things. Therefore, I believe that face-to-face education is 

effective.”  

MEC-2. “Another advantage of face-to-face education is the ability to physically touch 

certain objects and observe their operating mechanism.”  

MAC-3. “In face-to-face education, you come to the classroom. You have friends. You are at 

home online and alone. In comparison, the learning atmosphere in the classroom is better. Because 

there is a dialogue atmosphere with your friends. It’s more immersive since you are learning the 

course in class with your classmates. You are alone while you are online; just the lecturer is 

speaking.”  

CT-3. “Distance education was a great blessing for people who were engaged in a different 

job at that time, working at a different job, earning a livelihood and having responsibilities, since the 

courses are repeated and we may listen to them afterwards. ” 

The Theme of Views on the Continuity of Distance Education Applications 

Loading was made to three sub-themes under this main theme: “should partially continue” 

“should never continue”, and “should fully continue”. Table 10 shows information about this theme. 

Table 10. Sub-themes and loading numbers of the students’ views on the continuity of distance 

education applications after the COVID-19 pandemic  

SUB-THEMES f 

Should partially continue 28 

• theoretical courses 8 

• verbal courses 6 

• extra-curricular courses 4 

• should be hybrid 4 

• elective courses 4 

• only exams 1 

• numerical courses 1 

Should Never continue 22 

Should fully continue 6 

Total 56 

 

When Table 10 was analysed, it was found that each sub-theme was divided into sub-themes 

within itself. These sub-themes, coding and reference views are as follows: 

MAC-2. “I personally wish we could have had verbal courses.”  

ATP-1. “Other than the department course, I believe all classes should be online, but the 

department courses should absolutely be face-to-face.” 

MCP. “There is an opportunity to work and study at the same time. It is more financially 

comfortable.That is my personal view.”  

CONCLUSION AND DISCUSSION 

The views of students about discontinuing face-to-face education and transitioning to distance 

education were determined first in the study. When the participants learned that education and training 

would continue with distance education, they expressed both their emotions and their thoughts on this 
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subject at that moment. When students  first learned about the decision on distance education, they 

stated that they had positive thoughts that it would be good in terms of staying safe (health); whereas, 

their negative thoughts were generally learning difficulties, lack of experience, inefficiency, lack of 

information, communication problem and adaptation problem. The data from the study revealed that 

students  mentioned the effect of distance education on theoretical courses and applied courses with 

regard to the effect of distance education applications on the courses. As a result of the study, the 

students stated that the applied courses were inefficient and the materials required for the application 

were missing.  Another negative view expressed by students on this subject was the lack of feedback 

and correction, as well as lack of guidance and supervision. When it comes to the effects of distance 

education on theoretical courses, the students claimed that it was efficient. According to the 

information received from the students, the positive effects of distance education on theoretical 

courses were reinforcement, additional course opportunities, and easy access to resources.With regard 

to the negative effects of distance education on theoretical courses, students reported that it made them 

less motivated and more bored. While Demir and Kale (2020) also reported in their study that students 

in distance education had less motivation and pay less attention to the classes, Duman (2020), on the 

other hand, stated that students in the system of distance education lost their attention and motivation 

since there was no interaction between them and their lecturers. Likewise, in the evaluation of the 

section on the quality of distance education in the study by Gören et al., (2020), all participants 

reported that distance education did not progress as effectively as face-to-face education, and they 

experienced some challenges such as internet connection and lack of motivation during this period. 

The third conclusion drawn based on the study was related to the assessment-evaluation 

applications carried out in distance education. The problems faced by students  as well as the 

beneficial aspects of the application were mentioned in that theme.  Students agreed that assessment-

evaluation applications were comfortable, they also stated that they faced some technical problems. 

The students stated to having problems caused by the lecturer, such as insufficient exam time and 

tough questions. The students indicated that the exams did not measure success. Another issue 

addressed in the study was the effect of distance education applications on interpersonal 

communication. The students addressed the problems they faced in communicating with both the 

lecturers and their classmates, as well as the positive effects of distance education applications. The 

students mentioned that they had more system-based problems in communication with the lecturers. In 

the study by Bakioğlu and Çevik (2020), students came up with views that they were anxious due to 

their low attendance and difficulties in communicating with other students.  Sultana and Tamanna 

(2022), stated that internet technologies reduced communication by increasing the social distance 

between individuals in the field of education as in many other fields. 

The fifth theme is about the materials used in distance education applications. The possibility 

of repeat, which is one of the positive aspects of the materials, was also represented in other studies 

evaluated. The study by Alper (2020) reported that the possibility to watch offline classes was among 

the advantages of distance education. Likewise, the study by Duman (2020) noted that one of the 

advantages of distance education was the possibility to watch the classes later again. Similarly, Genç 

and Gümrükçüolu (2020) reported that students were satisfied with the capability to listen to classes 

later again. 

The problems faced in distance education applications were one of the conclusions drawn in 

the study. In this main theme, the students had problems with live classes and the application system. 

Among these problems, the students mostly had problems with the application system. Likewise, 

Alper (2020) stated in her study that some students had problems with homework and attendance. In 

their studies, Bakioğlu and Çevik (2020) determined that the problems caused by lack of technological 

opportunities, such as the provision of educational tools such as computers and the internet, and the 

problems they expressed as a lack of knowledge about computer use and education platforms, were 

similar to the problems caused by lack of technological skills. In their study, Genç and Gümrükçüoğlu 

(2020) indicated that the inadequacy of the tools used by students to access the internet and watch the 

lectures reduced course follow-up and efficiency. In their study, Gömleksiz and Pullu (2020) 

mentioned that live class applications were boring, challenging and short, as well as incomplete and 
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inefficient, and ineligible for distance education. Furthermore, they reported that the students had 

problems with the technological infrastructure, such as system-related problems like audio and video 

loss in live classes, inadequate internet quotas, and internet access. The Fauzi reported in its 2022 

study that students experiencing financial difficulties struggled the most to connect to classes. Internet 

connection and lack of suitable devices to study at home were among the problems faced by students 

(Fauzi, 2022). 

The seventh result reached as a result of the research is the students' suggestions for distance 

education applications.The students offered recommendations for courses, technical support, the 

system, and exams. The students recommended mostly that their webcams be turned in the sub-theme 

on courses. The main theme of the recommendations for distance education applications concluded the 

students made common recommendations, such as hybrid education, short course periods, internet 

support, technological device support, and system improvement. The study by Yavuz et al., (2020) 

indicated that in times of crisis, the need for finding synchronous and asynchronous tools, developing 

infrastructure, carrying out some activities to prepare students and lecturers for the process, holding 

some social and cultural activities using synchronous tools, and expediting digital transformation 

activities came into prominence due to future concerns, such as public health and safety came.  In their 

study, Topuz et al., (2021) expressed that face-to-face education and distance education should be 

utilised in conjunction, and infrastructure should be improved in order to eliminate the barriers causing 

anxiety in distance education. Pal et al., (2021), on the other hand, argued that in order to overcome 

the problems faced, necessary services should be delivered and beneficial strategies should be 

developed to supply virtual tools in the education system. Furthermore, it was established that they 

made recommendations for the use of the mixed education system in order to enhance educational 

quality at an affordable price. 

Another result is the comparison of face-to-face education and distance education 

applications. Students emphasized that distance education applications provide flexibility to them. 

Apart from the issues they shared with the lecturers, the students mentioned that distance education 

had a positive effect on their health and transportation, offered comfort, and was cost-effective. The 

study by Demir and Kale (2020) indicated that the positive aspects of distance education included 

giving alternative educational options during the pandemic period, supporting face-to-face education, 

and saving time and space. Furthermore, they discovered that one of the advantages of distance 

education was the ability to spend more time with their family throughout this process. The study by 

Duman (2020) reported that the advantages of distance education were mostly due to its properties 

such as the ability to play back lecture recordings, independence from the space, no problem of 

absenteeism, and the ability to attend the courses by phone, Genç and Gümrükçüoğlu (2020) also 

indicated that students were satisfied with the opportunities with distance education, such as saving 

time, accessing the courses easily, and listening to them later again. Kunaviktikul et al., (2022) noted 

that students could attend the course whenever and wherever, but Sultana and Tamanna (2022) 

remarked that distance education saved the most potential time for individuals in the education sector. 

The ultimate conclusion drawn from the interviews was related to the continuity of distance 

education applications. As a result of this theme, the students conveyed their views in three ways: 

should partially continue, should ever continue, and should fully continue. While the study by Topuz 

et al., (2021) reported that there were the views stating that face-to-face education and distance 

education should be utilised in conjunction in order to eliminate the barriers causing anxiety in 

distance education, the study by Pal et al., (2021) revealed that they made recommendations for the 

use of the mixed education system in order to enhance educational quality at an affordable price. 

In line with the results of the research, some suggestions have been developed. Technological 

device support should be provided in order to enable students to participate in the lesson and to use the 

applications. Technological infrastructure should be provided in order to eliminate systemic problems, 

which are one of the main sources of problems experienced while using the system, and to enable all 

stakeholders to use the system. Participants should be trained about the system. 
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Abstract 

Critical reading strengthens students' metacognitive reading strategies and allows them to reflect on 

their current reading strategies. The relationship between metacognitive reading techniques and critical 

thinking and reading must be stressed, given that critical thinking is an intentional and self-regulated 

choice mechanism. The aim of this study was to investigate the relationship between pre-service 

teachers’ critical reading skills and their use of metacognitive reading strategies. The relational survey 

model was used and 124 preservice teachers studying at the Turkish Language Education Department 

of a University located in the east of Turkey participated in this study. Critical Reading Self-Efficacy 

Perception Scale (CRSPS) and Metacognitive Reading Strategies Questionnaire (MRSQ) were used in 

data collection tools. The data were analyzed using Pearson Correlation analysis and simple linear 

regression analysis. The findings showed that there was a positive and significant relationship between 

the participants’ critical reading perceptions and their use of metacognitive reading strategies. It was 

determined that the critical reading skills of pre-service teachers should be improved for which 

educational content should be developed. In addition, the preservice teachers should be offered 

training metacognitive reading. In order to obtain more in depth information, qualitative or mixed 

method studies should be carried out in the future. 
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INTRODUCTION 

Reading had existed before the invention of the printing press in human history (Blaha & 

Bennett, 1993). Nowadays, it plays a crucial role for modern societies to acquire information (Alfassi, 

2004). It also contributes to the development of social relations and individuals’ technology use 

(SCANS, 1991).  Since reading is a process that follows the stages of perception, interpretation 

and evaluation (Bamberger, 1990), many definitions have been put forward. However, in general, 

reading refers to “a process based on vocalizing written and printed symbols, adhering to 

certain rules” (Razon, 1982). It consists of different dimensions, namely operation, interaction 

and meaning (Grabe, 2009; Hudson, 2007; Koda, 2005). Instead of being a skill used only in the 

academic life, reading is a skill that individuals need in different areas during their life. Considering 

that reading is a meaning-making process (Durkin, 1989; Haris & Sipay, 1990; Hudson, 2007; Razi, 

2008; Grabe, 2009; Güneş, 2014), it may be argued that critical reading is a higher skill than this 

process (Ateş, 2013). Similarly, Wheeler (2007) emphasized that critical reading differs from reading 

in terms of purpose, discipline, mental skills involved in the process and the achieved outcomes.  

Critical Reading 

Critical reading is a dynamic process with an inductive and deductive flow in which 

metacognitive reading strategies (MRS) are also employed, and the reader uses analysis, synthesis, 

evaluation and interpretation skills. Reasons such as the rapid increase in the number of multiple 

sources of information and the frequency of technology use in daily life indicate the need for critical 

reading skills. At this point, questioning the information, checking its source and comparing 

information sources becomes important as well as investigation, research, critical reading and critical 

thinking skills of the individual. 

In the literature, several definitions of critical reading have been proposed (Darch & 

Kameenui 1987; Resnick, 1987; Beck, 1989; Comber, 1993; Mc Hagood, 2002; Pirozzi, 2003; De 

Vogd, 2008; Luke, 2012) and it is defined as a process that prompts the individual to think through 

questions, examines the positive and negative aspects of the topic with a neutral point of view by 

questioning the author's purpose, and includes high-level questions in which individuals makes a 

judgment based on their own thinking system. At this point, it can be said that critical reading is the 

process of assessing the authenticity of the material being read and making a judgment about it (Bond 

& Wagner, 1966). Critical readers check the accuracy, logicalness, reliability of the information 

obtained from the text and the author's purpose of writing the text (Ünalan, 2006) and examine the 

evidence with strong and systematic doubts (Çifçi, 2006). Özdemir (1987) explained the critical 

reading process and listed the following steps of critical reading: 

 

Figure 1. The steps of critical reading 
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As seen in Figure 1, individuals with critical reading skills can move from the basic reading 

stage to application, analysis, synthesis and evaluation.  Therefore, critical reading skill is a functional 

skill that should be used in the classroom. Some questions used in the critical reading process both 

encourage students and improve their interpretation skills. (Flamond, 1962). Also Shotka (1960) states 

that critical reading improves students’ ability to make comparisons, find similarities and differences, 

generalize and make decisions. Teachers have important responsibilities during the critical reading 

process. In order to conduct an efficient critical reading process, the following questions can be asked 

to students (Cervett, Pardales &Damico, 2001; Williams, 2002): 

• Why am I reading this work, what is my purpose for reading? 

• What is the idea that is wanted to be given in the work? 

• Are the information sources in the work reliable? 

• Is the information in the work up to date? 

• What is the author’s purpose for writing the work? 

It should be born in mind that the individual needs cognitive and metacognitive thinking skills 

to be able to answer these questions. 

Metacognitive Strategies 

There are many studies on metacognition in the literature (Brown, 1987; Schraw & 

Dennison, 1994; Schraw &Moshman, 1995; Davidson&Sternberg, 1998; Kuhn, 2000; Miller, 

2000; Eilers&Pinkley, 2006). Metacognition involves the awareness of individuals about their own 

learning styles and organizing their educational activities in line with these styles (Flavell, 1976; 

Özbay & Bahar, 2012). Metacognition controls the individual’s thoughts, knowledge and actions 

(Weinert 1987; Newel & Simon, 1972). On the other hand, metacognitive awareness refers to the 

ability of an individual to have an idea about what and how well he/she does and to develop a 

guideline for himself/herself. Individuals with higher levels of metacognitive awareness have the 

ability to self-control (Baltaş, 2004). Therefore, metacognition is a mechanism of knowledge and 

control (Baker, 2002) and refers to the individual's monitoring and following his/her own cognition 

process. Similarly, metacognitive information informs the individual about where and when to use the 

strategies in reading comprehension (Pressley & Gaskins, 2006). Blakey and Spence (1990) describe 

metacognitive strategies as talking about thinking, identifying what is known and what is not known, 

planning and self-regulation, and debriefing the thinking process. Drawing attention to the use of 

metacognitive strategies in reading, Jacobson (1988) argues that good readers know how to control the 

process. The use of these strategies in the reading process reveals reading strategies which are used by 

students to monitor and control what and how much they have learned in the learning process. 

Learners should know what and for what purpose they are learning, why they are speaking, 

what they are writing and reading. In other words, they should have learning purposes and strategies 

(Kana, 2014). In terms of reading, reading strategies are methods and techniques that help the reader to 

solve the problems that occur in the reading and to grasp the meaning by facilitating the process. The 

effective use of reading strategies ensures that readers enjoys reading by increasing the efficiency. 

Similarly, research on reading comprehension and reading techniques indicates that the use of reading 

comprehension strategies has a positive influence on the reading process (Temizkan, 2008; Cantrell & 

Carter, 2009; Topuzkanamış, 2010; Akkaya, 2011, Baydık, 2011). It is known that readers who are 

aware of reading comprehension and know how to read the material address the text more carefully 

and consciously in order to strengthen their comprehension skills, criticize and evaluate, and use some 

strategies to deal with comprehension problems (Karatay, 2009). Furthermore, MRS provide 

individuals the opportunity to monitor and control their reading processes (Özen & Durkan, 2016) and 

enable them to intervene in the process when necessary and evaluate it in all its aspects (Başaran, 

2013). In this regard, the concepts of good reader and poor reader emerged in the literature on the 
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ability to use cognitive strategies (Paris, 1984; Pressley, 1995). In this respect, good readers use 

reading strategies more effectively and occasionally check what they understand. In addition, they 

follow the text and use estimation skill (Pressley, 1995). On the other hand, poor readers fail to use 

these skills effectively and identify contradictory information (Snow, Burns & Griffin, 1998). 

Considering that the critical thinking skill is a deliberate and self-regulated decision mechanism 

(Facione, 1990), the correlation between MRS and critical thinking and reading needs to be 

emphasized. 

Significance of the Study  

Although there are several studies examining students’ use of MRS (Sonleitner, 2001; 

Çöğmen, 2008; Hong, 2008; Kummin & Rahman, 2010; Temur & Bahar, 2011), research on the 

relationship between pre-service teachers' MRS and critical reading skills is quite limited (Parson, 

1985; Karabay, 2015). Critical reading improves students’ MRS and provide the opportunity to think 

about existing reading strategies (Karabay, 2015). In order to bridge the gap in the literature, the 

relationship between preservice teachers’ critical reading skills and MRS was investigated in this 

study. 

The Purpose of the Study 

This study aimed to examine the relationship between critical reading skills and metacognitive 

reading strategies of preservice Turkish language teachers.  

Accordingly, answers to the following questions were sought: 

1. What are the perceptions of preservice Turkish language teachers about critical reading 

skills? 

2. What is the level of preservice Turkish language teachers’ use of metacognitive reading 

strategies? 

3. Is there a relationship between the perceptions of preservice Turkish language teachers 

about critical reading skills and their use of metacognitive reading strategies? 

4. Do preservice Turkish language teachers’ critical reading skills predict their perceptions of 

metacognitive reading strategies? 

METHOD 

Research Model 

In the study the relational survey model, one of the quantitative research designs, was used. 

Survey is based on the quantitative investigation of trends, attitudes, views or behaviors in the 

universe through the applications with a sample or the entire universe (Creswell, 2017). The relational 

survey model, on the other hand, aims to identify the change and degree of change between two or 

more variables (Fraenkel & Wallen, 2009; Karasar, 2017). 

Research Sample  

The universe of the study consisted of students at the Turkish Language Education 

Department of the Faculty of Education in a city located in the east of Turkey. Convenience sampling, 

one of the purposive sampling methods, was used in sample selection. A total of 124 preservice 

teachers participated in this study. Demographic information of the participants is presented in Table 

1. 
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Table 1. Participants’ Demographic Information 

Variable Category f % 

Gender Male 71 57.26 

Female 53 42.74 

Grade 1. 22 17.74 

2.  28 22.58 

3.  42 33.87 

4.  32 25.81 

Number of books read in a month None 4 3.23 

1 30 24.19 

2 43 34.68 

3 and more 47 37.90 

Time devoted to TV and social 

media in a day 

0-60 minutes 30 24.19 

61-120 minutes 53 42.74 

121- 180 minutes 28 22.58 

181 minutes and more 13 10.49 

Total  124 100 

 

Data Collection Tool 

Critical Reading Self-Efficacy Perception Scale (CRSPS) and Metacognitive Reading 

Strategies Questionnaire (MRSQ) were used in data collection. 

Critical Reading Self-Efficacy Perception Scale: In order to examine the critical reading self-

efficacy of the participants, the CRSPS, which was developed by Karadeniz (2014), was used. The 

scale, which is scored on a 5-point Likert-type scale, consists of a total of 33 items, 25 of which are 

positive and 8 are negative. The negative items are reverse scored. Inquiry, analysis, evaluation, 

identifying parallels and differences and illation are the five subscales of the scale. The scale was 

graded as “Strongly Disagree=1”, “Disagree=2”, “Neutral=3”, “Agree=4” and “Strongly Agree=5” 

and the Cronbach's Alpha reliability coefficient of the scale was calculated as .93. 

Metacognitive Reading Strategies Questionnaire: In order to determine MRS of preservice 

Turkish language teachers, the MRSQ, developed by Taraban, Kerr & Rynearson (2004) was adapted 

into Turkish by Çöğmen (2008). The five-point Likert-type scale consists of 22 items and two 

subscales: "analytical strategies" (Items 1-16) and "pragmatic strategies" (Items 17-22). The items in 

the analytical strategies subscales aim to determine the metacognitive strategies that students use while 

reading the course texts, whereas the items in the pragmatic strategies subscales focus on more 

practical strategies for remembering. The scale uses a 5-point Likert scale type and ranges from 1 (“I 

never do this”) to 5 (“I always do this”). The scale's Cronbach's Alpha reliability coefficient was 

calculated to be .81. 

In the evaluation of the responses, the intervals were assumed to be equal and the score 

interval was calculated as .80 for the arithmetic mean: (Score Interval = (the Highest Value – the 

Lowest Value)/5 = (5 - 4)/5 = 4/5 =. 80). Accordingly, the evaluation range was as follows: 1.00-1.80 

“Strongly disagree”, 1.81-2.60 “Disagree”, 2.61-3.40 “Partially Agree”, 3.41-4.20 “Agree” and 4.21-

5.00 “Strongly agree”. 

Validity and Reliability 

In this study, some procedures were followed to ensure validity and reliability. First, the data 

set was examined and the extreme values were excluded. Then, the Cronbach's Alpha reliability 

coefficients of the scales were calculated. The Cronbach Alpha reliability coefficients of the 33-item 

CRSPS were as follows: inquiry subscale=.92, analysis subscale=.91, evaluation subscale=.92, finding 

similarities and differences subscale=.92, illation subscale =.92 and the total scale=.93. The reliability 

coefficient of the MRSQ was calculated as .89 for the total scale and .91 and .94 for the analytical 

strategies and pragmatic strategies subscales, respectively. Based on these findings, it can be argued 
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that the Cronbach's Alpha reliability coefficients of the scales were quite high (Can, 2016, p.391) and 

that the scales were reliable and valid. 

Data Collection 

Ethical permission was obtained from Fırat University Non-Interventional Research Ethics 

Committee (approval no. 134335 dated 13/01/2022). The data were collected in the fall semester of the 

2021-2022 academic year. The participation was on a voluntary basis. Due to the COVID-19 

pandemic, the data were collected via the online platform (Google Forms). Preservice teachers at the 

Turkish Language Education Department were asked to complete "CRSPS" and "MRSQ" through 

Google Forms. 

Data Analysis 

The SPSS package program was used to analyze the data. In the first stage, the data were 

entered to the package program. Outliers in the data were removed. In the study, in which 143 

preservice Turkish Language teachers participated, 19 invalid and missing data were not included in 

the analysis. The “∓1” range was considered in the calculation of the outliers and to control of the 

skewness and kurtosis values (Cokluk, Şekercioğlu & Büyüköztürk, 2016). As a result, 124 of the 

collected 143 data were analyzed. 

Table 2. Values of the CRSPS and the MRSQ 

Scale Subscale n Skewness Kurtosis 

CRSPS 

Inquiry 124 .210 -.276 

Illation 124 .251 -.414 

Analysis 124 -.035 -.751 

Evaluation 124 -.579 .239 

Finding Similarities and Differences 124 -.201 -.809 

Total 124 .196 -.978 

MRSQ 

Analytical Strategies 124 -.046 -.579 

Pragmatic Strategies 124 -.511 -.207 

Total 124 -.102 -.776 

 

The analyses showed that the values for the overall scales and their subscales were within the 

5% confidence interval. Therefore, the data were normally distributed. Besides, Cronbach's Alpha 

internal consistency coefficients were calculated to ensure the validity and reliability of the scales. 

Correlation analysis was utilized to examine the relationship between the CRSE of the participants and 

their ability to use MRS. In addition, in order to investigate whether the participants’ use of MRS 

predicted their critical reading perceptions, simple linear regression analysis was performed. 

The Pearson Product-Moment Correlation Coefficient (r) is used to measure the relationships 

between the variables. In the interpretation of the correlation coefficient, .00 means that there is no 

relationship between the variables, .01-.29 refers to a small relationship, .30-.70 indicates a medium 

relationship, .71-.99 denotes a large relationship, and 1.00 reveals a perfect relationship (Köklü, 

Büyüköztürk & Çokluk, 2006). 

FINDINGS 

This section presents finding on the participants’ perceptions of critical reading skills, their 

use of MRS and the relationship between their critical reading perceptions and their use of MRS. In 

addition, whether the use of metacognitive strategies had a predictive effect on the participants’’ 

critical reading skills was also reported. Table 3 shows the averages and standard deviations of the 

participants' critical reading perceptions. 
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Table 3. CRSPS Scores of the Participants 

Subscale n X  sd 

Inquiry 124 3.91 .37 

Illation 124 4.07 .51 

Analysis 124 4.22 .51 

Evaluation 124 3.83 .41 

Finding Similarities and Differences 124 4.24 .57 

Total 124 4.05 .41 

 

The mean of participants' CRSPS was calculated as =4.05. In addition, the mean scores of the 

participants in the sub-scales were as follows: inquiry =3.91, illation =4.07, analysis =4.22, evaluation 

=3.83 and finding similarities and differences =4.24. Considering the intervals used in the 

interpretation of the five-point Likert-type scale, the participants generally “agreed” with the 

statements in the CRSPS. The means and standard deviations of the participants’ use of MRS are 

presented in Table 4: 

Table 4. The Participants’ Scores on the Use of MRS 

Subscale n X  sd 

Analytical Strategies 124 4.22 .48 

Pragmatic Strategies 124 4.02 .71 

Total 124 4.12 .53 

 

The mean values of the participants’ MRS were found to be =4.12 for the overall scale, =4.22 

for the analytical strategies subscale, and =4.02 for the pragmatic strategies subscale. Considering the 

intervals used in the interpretation of five-point Likert-type scale, it was revealed that the participants 

“often do” the statements in the Metacognitive Reading Strategies Questionnaire. 

Table 5. Correlation Values of the Variables 

Scale Variable 1 2 3 4 5 6 7 8 9 

CRSPS 

1.Overall 1 .81** .84** .90** .83** .86** .77** .81** .60** 

2.Inquiry  1 .65** .65** .62** .62** .65** .71** .50** 

3.Illation   1 .70** .62** .61** .68** .65** .57** 

4.Analysis    1 .72** .74** .62** .68** .46** 

5.Evaluation     1 .62** .62** .63** .49** 

6.Finding Similarities and 

Differences 

     1 .70** .76** .53** 

MRSQ 

7. Overall       1 .83** .92** 

8.Analytical        1 .57** 

9.Pragmatic         1 

**p<.01,*p<.05 

It was found that there was a positive and large relationship between the inquiry sub-scale of 

the CRSPS and the analytical strategies subscale of the MRSQ (r=.71, p<.01) and a positive and 

medium correlation between the pragmatic strategies (r=.50, p<.01). In addition, illation subscale had 

a positive and medium correlation with analytical strategies (r=.65, p<.01) and pragmatic strategies 

(r=.57, p<.01) subscales. It was also found that there was a medium relationship between analysis 

subscale of CRSPS and analytical strategies (r=.68, p<.01) and pragmatic strategies (r=.46, p<.01) of 

MRSQ. Furthermore, there was a positive and significant relationship between the evaluation subscale 

of CRSPS and the analytical strategies (r=.63, p<.01) and pragmatic strategies (r=.49, p<.01) of 

MRSQ. Also finding similarities and differences subscale of CRSPS was found to have a large 

correlation with analytical strategies (r=.76, p<.01), and a medium relationship with pragmatic 

strategies (r=.53, p<.01). In addition, it was found that there was a positive and significant correlation 

(r=.77, p<.01) between CRSPS and MRSQ in general. Table 6 shows the results of the regression 

analysis performed to investigate whether the participants' use of MRS predicted their CRSE 

perceptions. 
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Table 6. Regression Analysis Results of Critical Reading Perception and Metacognitive Reading 

Strategies 

Variable B Standard Error ß t p r 

Constant 1.625 .183  8.881 .000 .772 

MRSQ .590 .044 .772 13.421 .000  

R=.772     R2=.596  F(1-122)=180.114   p=.000 

 

Simple linear regression analysis conducted to reveal whether the use of MRS predicted 

students’ critical reading perception showed that there was a significant relationship between the use 

of MRS and critical reading perception (R=.772, R2= .596). In addition, the use of metacognitive 

strategy was found to be a significant predictor of critical reading perception (F(1-122) 

=180.11,p<.01). The use of MRS explained 59% of the change in critical reading scores of the 

participants. The regression coefficient (B=.590) also showed that the use of metacognitive strategy 

was a significant predictor (p<.01). Regression analysis revealed that the MRS factor was a positive 

and significant predictor of CRSE. The regression equation predicting metacognitive reading strategy 

use was as follows: 

Critical reading perception level = (.590 x use of metacognitive reading strategies) +1.625. 

DISCUSSION, CONCLUSION AND SUGGESTIONS 

This study investigated the relationship between preservice Turkish language teachers’ critical 

reading perceptions and MRS was examined. The findings revealed that the CRSE perceptions of the 

participants were above the average. Similarly, it was found that they had a positive perception of 

MRS. In addition, it was indicated in this study that the participants’ critical reading perceptions were 

a significant variable that predicted MRS. This finding reveals that pre-service teachers’ CRSE 

perceptions play an important role in their use of MRS. 

In line with the first research question of the study, it was found that the participants "agreed" 

with the statements in the CRSPS. This finding is in consistence with those in the literature. In this 

sense, highlighting this issue, Flemming (2011) argued that critical reading skills requires the 

messages given in the text to be understood and the obtained results to be evaluated. Critical 

perspective is an inquiry and examination based process which includes cognitive processing steps 

such as interpretation, analysis, inference, and evaluation (Facione, 1990). The fact that the 

participants had higher levels of self-efficacy perceptions in critical reading indicated that they 

understood, questioned and evaluated the texts they read. Self-efficacy is the most important predictor 

of an individual's behavior (Schunk, 1990). Accordingly, the participants’ higher levels of CRSE 

perceptions suggests that they can be successful in critical reading as well. Aşılıoğlu & Yaman (2017) 

also reported that pre-service teachers in their study had higher levels of CRSE perceptions which was 

above the average. Similarly, Çam Aktaş (2016) stated that the CRSE levels of the students at the 

pedagogical formation certificate program were "high". Similar to the present study, the participants in 

Aybek & Aslan (2015) agreed" with CRSE perception statements, which is consistent with the 

findings of Ünal & Sever (2013). On the contrary, Karasakaloğlu, Saracaloğlu & Özelçi (2012) stated 

that preservice classroom teachers had a low level of self-efficacy perceptions of critical reading. In 

addition, Özdemir (2017) reported that CRSE perceptions of the students were at a "moderate" level. 

Finally, Işık (2010) found that high school students had a moderate level of critical reading. 

Findings of the second research question showed that participants “often did” the statements in 

the Metacognitive Reading Strategies Questionnaire. In critical reading, pre-service teachers make use 

of the strategies of checking and evaluating meaning (Karabay, 2015). The fact that the preservice 

teachers had high levels of metacognitive reading strategy use is considered as a positive situation. 

Metacognitive awareness the use of metacognitive strategies improves students’ reading skills (Paris, 

Cross, & Lipson, 1984; Çubukçu, 2008; Young&Fry, 2008). The studies in the literature examined the 

relationship between metacognitive reading awareness and demographic variables (Azizoğlu & Okur, 

2020), reading motivation (Guthire&Coddington, 2009; Schiefele, Schaffner & Möller, 2012), and 
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reading attitude (Stokmans, 1999, McKenna, 2001). The studies in the literature supports the findings 

of the present study. For example, Akın & Çeçen (2014) found that elementary school students had a 

high level of awareness of MRS. Metacognitive awareness skills have an influence on students’ 

reading comprehension (Çöğmen & Saracaloğlu, 2009; Başaran, 2013; Zhang & Seepho, 2013; Hong-

Nam, Leavell, &Maher, 2014) and exam success (Bağçeci, Döş & Yoleri, et al. Sarıca, 2011). Finally, 

it was reported that students with high cognitive awareness have high academic success (Karatay, 

2010). 

For the third research question, correlation analysis revealed a positive and large relationship 

between the participants’ critical reading perceptions and MRS (r=.77, p<.01). The studies in the 

literature have focused on students’ critical skills, metacognitive strategies and MRS (Özbay & Bahar, 

2012; Ateş, 2013; Kana, 2014). A reader who has adopted metacognitive strategies has the ability to 

predict the reading material, plan the reading, monitor reading and comprehension and evaluate the 

reading process (Özbay & Bahar, 2012). Therefore, critical reading skills is thought to be related to 

thinking skills such as analysis, interpretation, evaluation, inference and explanation used in the 

critical reading process. In this sense, Karabay (2015) also reported that students use strategies such as 

checking comprehension and evaluating in the critical reading process. It may be argued that the 

relationship between critical reading and comprehension has an important effect on this situation. 

Finally, the regression analysis conducted for the last researcher question showed that the use 

of MRS predicted the CRSE perceptions. Higher level cognitive behaviors have an influence on the 

self-efficacy of the individuals facilitate adopting different perspectives (Aşılıoğlu, 2008). In this 

sense, Karabay (2015) found that the critical reading education predicted the MRS of the students. The 

results of the present study is consistent with these findings. The critical reading is a text and author-

based process and the reader concentrates on the text, makes evaluations, and uses existing reading 

strategies, which is considered important for the reading process. Similarly, the fact that metacognitive 

strategies are at the heart of critical reading (Facione, 2007), and MRS such as judging, deducing, 

perceiving the situation between reality and thought (Darch & Kammenui, 1987) in this process may 

have positively affected the participants’ CRSE. Parson (1985) addressed the effect of metacognitive 

strategy education on critical reading skills of students and found that the mean score of the 

experimental group was higher than that of the control group, but this difference was not statistically 

significant. The limited period of training and the limited data collection tools may be the reason of 

this finding. 

In sum, it was concluded as a result of this study that pre-service Turkish language teachers’ 

perceptions of CRSE and MRS were related and this relationship was significant. Further studies are 

needed to emphasize the importance of CRSE and MRS. In future studies, larger sample groups can be 

included in order to examine the issue in depth and to provide more comprehensive results. In this 

study, the data was collected through two different scales. Therefore, more scales may be used in 

future studies. This study adopted a quantitative research design. However, the relationship between 

critical reading and MRS can also be investigated using qualitative or mixed research designs. Finally, 

studies aiming to expand students' critical perspectives and increase their metacognitive reading 

awareness with classroom practices can be carried out. 
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Akkaya, N. (2011). İlköğretim 8. Sınıf Türkçe Dersinde Okuduğunu Anlama Stratejilerini 

Kullanmanın Tutuma Etkileri. Millî Eğitim, 191, 68-77. 

Alfassi, M. (2004). Reading to Learn: Effects of Combined Strategy Instruction on High School 

Students. Journal of Educational Research, 97(4), 171-184.  

Aşılıoğlu, B. & Yaman, F. (2017). Öğretmen Adaylarının Eleştirel Okumaya Yönelik Özyeterlik 

Algıları. Electronic Journal of Education Sciences, 6(12), 171-179. 
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Abstract 

This study aims to examine the relationship between the burnout status of teachers and the type of 

leadership that school administrators have, according to teacher perception, in the emergency distance 

education process, which is seen as the only solution for the continuation of education and training 

activities during the covid-19 global epidemic process. In this context, data were collected from 418 

teachers randomly selected from among the teachers working in schools affiliated with the Ministry of 

National Education in our country through the Leadership Type scale for School Administrators and 

the Teacher Burnout in the Emergency Distance Education Process scale developed by the researchers. 

Scale items were shared with teachers through online survey applications. As a result of the analysis of 

the collected data; According to the total burnout status, it was found that female teachers experienced 

more burnout than male teachers, male teachers performed more obsessive thinking, on the other hand, 

female teachers exhibited more professional inadequacy, the tendency to reactive personality and 

deterioration of health compared to male teachers. It was found that the sub-dimensions of developing 

obsessive thoughts, orientation to reactive personality and professional inadequacy were related to the 

school level, teachers' perception of inadequacy and orientation to reactive personality did not differ 

according to age, but the scores of developing obsessive thoughts, deterioration of health and total 

burnout differed according to age. The variables predicting teachers' burnout, the liberal leadership 

style of the school administrators, the gender of the teachers and the age of the teacher have emerged 

as a result of the analysis. 
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INTRODUCTION 

The Covid-19 global epidemic process, which emerged at the end of 2019 and was officially 

announced in our country in March 2020, has caused individuals to be isolated from social life. Due to 

the closure of houses and social isolation as the most effective measure in the global epidemic process, 

face-to-face education activities were tried to be continued with distance education environments and 

came into effect as the "Emergency Distance Education Plan". Thanks to this opportunity, students 

and teachers tried to continue their educational activities without being in the same environment. 

However, parents, students, teachers, and school administrators who were unprepared for this process 

had to cope with many situations. In this process, school administrators were responsible for making 

decisions by using management processes, creating a strategic plan, technical support for the activities 

specified in the plan, and infrastructure arrangement to carry out the activities as smoothly as possible. 

Establishing positive cooperation between all stakeholders and school administrators is of great 

importance in carrying out distance education activities in this process. According to a study 

investigating the role of school administrators in the emergency distance education process; for 

students, teachers and parents to continue their activities in the distance education process, school 

administrators are expected to have some innovative leadership characteristics (Reimers & Schleicher, 

2020). 

On the other hand, teachers, who are the most important practitioners of the process apart from 

their administrative situations, also faced many situations that they had to cope with. While teachers 

implement the administrators' plans, they also act as a link in the middle of the parent, student, and 

school triangle. The process of building bridges between stakeholders and carrying out education and 

training together can be quite intense and wearisome. According to Cemaloğlu and Şahin (2007); 

Considering all the duties and responsibilities of teachers, quite different units should interact. This 

situation may cause them to exhibit high-tempo work performance and experience burnout in their 

profession over time. 

“Burnout” was first used as a concept by Freudenberg. Freudenberg (1974) this concept; It is 

defined as experiencing emotional inadequacy in performing the work that individuals need to do 

because they have more job responsibilities than they can handle. When burnout and the teaching 

profession are evaluated together, teaching is one of the occupational groups that contain intense stress 

(Baltaş, 1993). According to studies, many parameters affect burnout. These can be categorized as 

personal or organizational. Personal ones; It is stated that professional seniority, age, gender, marital 

status, number of children, socioeconomic status, the institution they graduated from, personal 

characteristics, intrinsic motivation, adaptation to work, pleasure from work (cited by Bakker and 

Lieter, Sarıca, 2019; Çam, 1995; Ergin, 1996; Gündüz, 2005; Oruç, 2007, Tümkaya, 1996). 

Organizational origin; the sense of belonging, fair treatment of organizational managers, workload, 

professional value, reward and control mechanisms (Maslach, Schaufeli, & Leiter, 2001). Maslach and 

Jackson (1981), examining the sub-dimensions of burnout, mention three sub-dimensions. These 

dimensions are; physical burnout, emotional burnout, and individual behaviours (personal success, 

Etc.) (Maslach & Jackson, 1981). According to these subgroups, physical burnout; Covers diseases 

such as weakness, insomnia, chronic fatigue, headache, cardiological problems, immune system 

problems. Emotional exhaustion is; mood states such as unhappiness, depression, loss of motivation, 

lack of self-confidence, and individual behaviours; Responsibilities in professional life include 

behaviours such as disruption, reluctance, inability to control anger, weakness, and making excuses for 

not going to the workplace (reporting, Etc.) (Batlaş, 1993; Carmona, Marin & Aguayo, 2019; Maslach 

& Jackson, 1981; Maslach, Schaufeli and Leiter, 2001). 

As in many professions that require direct interaction with individuals, there is a constant flow 

of mutual and face-to-face communication between people in the teaching profession. To maintain this 

continuous flow in the teaching process at a self-sacrificing, continuous, productive and dynamic 

level, teachers need to develop feelings of dedication, idealism and excitement towards their 

profession. Of course, in this dynamic structure, it is not always possible to expect the same level of 

performance from teachers. It can be frustrating for them to enter a negative mood, lose motivation, 
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and be disappointed when encountering a problem. These situations can lead them to burnout 

(Maslach & Jackson, 1981; Uler, 2020). 

Well-trained individuals contribute to the development level of countries. Qualified 

individuals needed are trained by teachers in schools. Successful students are trained through 

successful teachers, and the success of teachers can be ensured by getting support in every subject they 

need. School administrators have the most important role in meeting these needs. The qualifications of 

school administrators and the management behaviours they exhibit while managing the institutions 

they work for indirectly create a holistic effect on the education system and society and can cause 

political and economic results (Kaya, 1979). The success of the school administrator depends on the 

effective and efficient use of human and material resources in the school for which he is responsible. 

Of course, while doing this, it is necessary to consider the expectations and needs of all teachers and 

other employees working in the institution (Bursalıoğlu, 1979). There is a need for talented school 

administrators who give importance to teachers' personal development and needs in the same 

organization, take measures to eliminate them, and contribute to the lifelong learning of teachers 

(Özdemir & Sezgin, 2004). In this way, teachers will feel less professional burnout in their 

professional lives that require heavy responsibility. 

In the 21st century world, changes in many areas directly affect education policies and the 

functioning of educational organizations. At this point, adapting teachers, students and parents to the 

changing system fall to school administrators. It is considered important for school administrators to 

exhibit leadership behaviour that focuses on teaching in all these processes to realize changing 

educational actions in the next generation of school environments (Kaya, 2008). If all the contexts 

above are evaluated together, school administrators must ensure that teachers who effectively raise 

individuals who will meet social needs maintain a professional life in a comfortable work 

environment, away from negative emotional states as much as possible. It is up to the school 

administrators to provide the support mechanisms they need so that teachers, who have a busy work 

schedule, do not experience professional burnout. To meet these needs, determining the leadership 

types of school administrators is considered important in terms of making sense of the plans to be 

developed. It is thought that it would be appropriate to explain the leadership types of school 

administrators. 

Leadership Types of School Administrators 

The leadership type of school administrators can be evaluated in many categories. This study 

examined Laissez-Faire Leadership, ethical leadership, and charismatic leadership types. 

• Laissez-Faire Leadership: It is defined as the type of leadership that frees individuals 

in the business environment so that the employees in an educational institution can 

easily use their creativity, productivity and tendencies. In schools led by such leaders, 

all stakeholders can determine their own internal goals, processes and policies. The 

most important responsibility of such leaders is to provide all the resources needed 

within the organization. The opinions expressed on internal matters do not bind the 

opinions of other stakeholders. While this type of leadership is highly functional and 

contributes to development in groups where all stakeholders are open to innovation 

and self-development, it may become dysfunctional in groups that are not open to 

cooperation and have a low sociocultural level (Eren, 2010). 

• Charismatic Leadership: Leaders who have a broad vision and can spread this vision 

to all stakeholders in the organization have charismatic leadership characteristics. The 

most striking behaviour of charismatic leaders is that they are aware of their 

knowledge and impose their ideas by influencing those around them in line with moral 

values. In this way, the organization's stakeholders achieve a high sense of motivation 

in fulfilling their duties in the institution (Northouse, 2007; Öztop, 2008; Tomey, 

2009). Managers with this type of leadership can manage crisis moments very 
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successfully, and they do not hesitate to make sacrifices and develop extraordinary 

strategies in this process. 

• Ethical Leadership: It can be defined as the type of leadership that prioritizes ethical 

values, law/justice, culture, norms and moral principles in determining in-house 

policies (Yıldırım, 2010). The followers of such leaders in their institutions adopt the 

same principles as the leader, contributing to the harmony and cooperation of the 

internal employees towards the same goal. This type of leadership is based on the 

organizational culture structure, and it is expected to show a change and effect in 

parallel with having a weak or strong cultural structure (Erdoğan, 2010). 

According to some studies, individuals may have worked with a leader who exhibits negative 

behaviours at least once in their business life and exposes them to negative experiences because of 

these behaviours (Kırbaç, 2013), which may also apply to educational institutions. According to some 

research findings, the leadership behaviours of school administrators according to the leadership type 

can cause teachers to experience professional burnout due to intense stress (Cemaloğlu, 2011). It is 

stated that burnout is observed more intensely in many sectors that provide direct service by 

interacting with the society (Baloğlu, 2011; Soysal and Özçalıcı; 2011). Human relations, which have 

become an increasingly complex structure with the effect of many parameters, especially technology, 

cause individuals to be exposed to intense stress in their lives. In this context, the workload of 

teachers, one of the professions where interaction with people is the most intense, continues to 

increase (Akman, 2016). As a result of this increasing workload, it is stated that the feeling of 

professional burnout, helplessness and hopelessness is increasing in most of the teachers (Yörük et al., 

2013). Especially with the global epidemic, with the urgent action of distance education that came on 

top of all this workload, teachers had to continue their duties in an order that they had not experienced 

before as either a student or a teacher. It is seen that distance education activities, which have become 

widespread with the global epidemic, will continue to be used after the global epidemic. An important 

indicator for this is the regulation by the Higher Education Institution that it would be appropriate to 

increase the rate of courses to be given via distance education and to use mixed education methods 

(YÖK, 2021). 

In the distance education process, where the technological infrastructure is required at a high 

level, the teachers need support in many subjects such as technology usage skills, content development 

and technical support. School administrators are the most important support point in meeting these 

needs (Akman, 2016). In this context, as in many levels, examining the effect of the leadership type of 

school administrators on the professional burnout of teachers in the emergency distance education 

process is considered important in maintaining the education and training activities healthily. This 

study it is aimed to determine how the leadership type of school administrators is perceived according 

to teachers' opinions and how the leadership behaviours exhibited according to these leadership types 

in the emergency distance education process affect teachers' burnout. For this purpose, the following 

hypotheses were tested: 

Burnout of teachers during the global epidemic; 

H1A= By gender, 

H1B= According to the school level where he/she works, 

H1C= By age, 

H1D= It differs according to the settlement where the school where he/she works. 

What teachers have experienced during the global epidemic; 

H2A=General burnout upper dimension, 
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H2B=The sub-dimension of burnout in the form of professional inadequacy, 

H2C=The sub-dimension of burnout as an orientation towards reactive personality, 

H2D=The sub-dimension of burnout in the form of obsessive thinking. 

H2E=There are leadership styles and demographic variables that predict the sub-dimensions of 

burnout as deterioration of health. 

METHOD 

Research Design 

In this study, the type of leadership that school administrators have and various demographic 

variables predict the professional burnout of teachers according to teacher perceptions in the 

emergency distance education process. The differentiation of burnout in teachers according to various 

demographic variables and leadership styles of administrators was examined with t-test, ANOVA and 

post hoc tests. The quantitative research method was used as the research design in the study. In order 

to determine the variables that predict burnout, the backward linear logistic regression method was 

used. Relational predictive research methods mean that individuals with at least two variables known 

to be related to each other have information about one of their characteristics, and the other is 

predicted (Fraenkel et al., 2012). 

Participants 

The population of the study consists of teachers working in pre-school, primary, secondary, 

and high schools in our country in the 2020-2021 academic year. The study sample consists of 421 

teachers randomly selected from these teachers. Since the number of questions left blank in the data 

collection tool filled by three participants was high, these data were excluded from the analysis. 

Analyzes were carried out based on the data of 418 participants in the study. Demographic information 

of the participants is given in Table 1. 

Table 1. Demographic information of the participants 

Demographic Variables N % 

Gender Female 246 58,9 

Male 170 40,7 

Total 416 99,5 

Unanswered 2 ,5 

School Level Pre-school  37 8,9 

Primary school 162 38,8 

Middle School 99 23,7 

High school 117 28,0 

Total 415 99,3 

Unanswered 3 ,7 

Age 25 and Under 40 9,6 

26-30 Between 71 17,0 

31-35 Between 96 23,0 

36-40 Between 67 16,0 

41-45 Between 59 14,1 

46 and Above 85 20,3 

Total 418 100,0 

Location of the School Province 125 29,9 

District 253 60,5 

Village 39 9,3 

Unanswered 1 ,2 

Total 418 100,0 
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Branch Basic Education  190 45.5 

Language  56 13.4 

Science and Mathematics  65 15.6 

Social Sciences  22 5.3 

Vocational Courses  19 4.5 

Religion Lessons and IHHS  18 4.3 

Performance Courses  16 3.8 

Guidance and Psychological 

Counseling 

18 4.3 

Information Technologies  9 2.2 

Unanswered 5 1.2 

Total 418 100.0 

 

According to the data in Table 1, 246 (58.9%) of the 418 teachers participating in the research 

were female, and 170 (40.7%) were male. 2 participants did not answer this question. According to the 

school level they work, 37 (8.9%) of the participants work in pre-school education institutions, 162 

(38.8%) in primary school, 99 (23.7%) in secondary school and 117 (28%) in high school. Forty 

(9.6%) of the participants were aged 25 and under-aged, 71 (17%) were aged 26-30, 96 (23%) were 

aged 31-35, 67 (16%) were aged 36-40 age group, 59 (14.1%) are in the 41-45 age group, and 85 

(20.3) are in the 46 age and over the group, of the teachers participating in the research, 125 (29.9%) 

work in the city centre, 253 (60.5%) in the district centre and 39 (9.3%) in the village. One participant 

did not specify the settlement where he worked. According to the data in Table 2, 190 (45.5%) of the 

participants were Basic Education Teachers (Class and Preschool Teachers), 65 (15.6%) Science and 

Mathematics Teachers, 56 (13.4%) Language Teachers (English, Turkish, German, Literature), 22 

(5.3%) Social Sciences Teachers, 19 (4.5%) Vocational Lessons Teachers, 18 (4.3%) Religion Classes 

and IHL teachers, 18 (4.3%) Guidance and Psychological Counseling, 16 (3.8%) Performance Lessons 

Teachers (Painting, Music and Physical Education), 9 (2.2%) Information Technologies He stated that 

he was a teacher. Five participants did not answer the branch question. 

Data Collection Tools 

In the study, "Teacher Burnout in the Emergency Distance Education Process" and 

"Leadership Type for School Administrators" scales were used to determine the type of burnout 

developed by the researchers. After the models in the literature were examined and determined by 

content analysis in the creation of the scale items and factors, the content validity was evaluated by 

taking expert opinion. The main scale pool was created by removing the items with low content 

validity index. Exploratory Factor and Reliability analyzes were applied to the draft scales obtained. 

According to this; 

In the scale study to determine the types of "Teacher Burnout in the Emergency Distance 

Education Process", it was found that KMO: 0.914, extraction values ranging from 0.505 to 0.841. 

The total variance explained by the scale consisting of four factors is 66,651. It was found that the first 

factor explained 22,997 of the total variance, the second factor 15,627, the third factor 15,407, and the 

fourth factor 12,620. In the first factor, called burnout, which occurs in reactive personality 

orientation, there are six items, and the alpha coefficient is 0.904. In the second factor, called burnout, 

which occurs in developing obsessive thoughts, there are four items, and the alpha coefficient is 0.821. 

The third factor, called burnout, which occurs in the form of deterioration of health, has six items and 

the alpha coefficient is 0.823. The fourth factor, which is called burnout, which occurs in the form of 

seeing oneself professionally inadequate, was found to consist of 3 items, and the alpha coefficient 

was found to be 0.817. The general alpha reliability coefficient of the scale, consisting of 19 items, 

was calculated as 0.915. 

Leadership three leadership types inventory to determine “Leadership Type for School 

Administrators”; ethical, charismatic and Laissez-Faire leadership styles. The ethical leadership scale 

in this inventory was found to have values ranging from KMO: 0.908 extraction values between 0.508 

and 0.828. The ethical leadership scale, consisting of six items and a single factor, explains 70,452 of 
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the total variance. The alpha reliability coefficient of the scale was calculated as 0.915. Charismatic 

leadership scale KMO: 0.895, extraction values were found to vary between 0.429 and 0.831. The 

charismatic leadership scale, consisting of 6 items and a single factor, explains 65,291 of the total 

variance. The alpha reliability coefficient of the scale was calculated as 0.890. The Laissez-Faire 

leadership scale KMO was 0.876, and the extraction values ranged from 0.467 to 0.655. The liberal 

leadership scale, consisting of 6 items and a single factor, explains 55,781 of the total variance. The 

alpha reliability coefficient of the scale was calculated as 0.840. 

Data Collection and Analysis 

The measurement tools developed by the researchers, includes the demographic characteristics 

of teachers, burnout types and leadership types of administrators. The scale was transferred into the 

internet environment by creating an online form. The web addresses of the scale were shared via 

instant messaging groups, internet newsgroups and social media accounts to which the teachers were 

members. During the sharing, the teachers were informed about the scale items and their duration, and 

it was stated that they could participate in the research voluntarily. The temporal graph of data 

collection is as follows. 

As can be seen in the graph, the data were collected for two months and 15 days. 

 

Graphic 1 Data Collection Process 

IBM® SPSS® Statistics program was used in the analysis of the collected data. Teachers' 

burnout in the distance education process was analyzed with t-test, ANOVA and post hoc tests. The 

type of leadership that school administrators have and the predictive level of burnout of different 

demographic structures were examined using linear regression (backward model). Frequency and 

percentage calculations were used to analyze the age, gender, grade level and branch variables of the 

sample. 

RESULTS 

The findings regarding the hypotheses to be tested in the research are presented below. 

Accordingly, the findings related to the H1A hypothesis are as follows. In order to determine whether 

burnout types differ according to gender, based on both general and sub-factors in the emergency 
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distance education process of the teachers, a t-test was conducted. Test results are presented in Table 

2. 

Table 2. T-test table of burnout and differentiation in its dimensions by gender 

 Gender N X̅ SD X̅ Fark t df p 

Obsessive Thinking 

Development 

Female 246 ,70 ,15 -,041 -2,337 313,37 ,020 

Male 170 ,74 ,18 

Professional Incompetence Female 246 8,02 3,35 .199 ,601 414 ,548 

Male 170 7,82 3,26 

Orientation to Reactive 

Personality 

Female 246 18,26 6,63 ,589 ,883 414 ,378 

Male 170 17,67 6,78 

Deterioration of Health Female 246 16,51 5,82 2,547 4,546 414 ,000 

Male 170 13,96 5,31 

General Burnout Female 246 48,29 14,67 2,573 1,720 414 ,086 

Male 170 45,72 15,44 

 

As a result of the t-test performed according to Table 2, it was found that men differed 

statistically from women at the p≤0.05 level in the obsessive thinking sub-factor (t (df=313.37)= 4.546 and 

p=0.020). In addition, it was determined that female teachers stated that their health deteriorated 

significantly more at p≤0.001 level than male teachers in the sub-factor of deterioration of health (t 

(df=414)=4.546 and p=0.000). No gender differences were found in other sub-factors. 

According to the findings related to the H1B hypothesis, ANOVA and Post Hoc tests were 

conducted to determine whether the types of burnout differ according to the school levels of the 

teachers, based on both general and sub-factors in the emergency distance education process of the 

teachers. The test findings are presented in Table 3. 

Table 3. Distribution of the difference in burnout dimensions by School Levels 

 N X̅ SD 

Obsessive Thinking Development 

 

Pre-school 37 ,68 ,129 

Primary school 162 ,69 ,157 

Middle School 99 ,73 ,179 

High school 117 ,75 ,181 

Professional Incompetence Pre-school 37 6,48 2,824 

Primary school 162 7,83 3,360 

Middle School 99 7,95 3,096 

High school 117 8,53 3,410 

Orientation to Reactive 

Personality 

Pre-school 37 14,81 6,262 

Primary school 162 18,32 6,476 

Middle School 99 18,27 6,599 

High school 117 18,38 6,935 

Deterioration of Health Pre-school 37 16,32 5,854 

Primary school 162 15,61 5,427 

Middle School 99 14,48 5,671 

High school 117 15,76 6,109 

General Burnout Pre-school 37 42,75 12,453 

Primary school 162 47,19 14,212 

Middle School 99 46,69 15,279 

High school 117 48,99 16,107 

 

As a result of the Levene test performed according to Table 3, it was found that the variance of 

the sub-dimension of developing obsessive thoughts (Levene(Sd=411-3)=4.201 and p=0.006) was not 

homogeneous. The variances in other sub-dimensions were homogeneous (p≥0.05). For this reason, 

the differences in the obsessive thinking sub-dimension were examined with the Post-Hoc Tamhane 

test, and the differences in the other sub-dimensions were examined with the Post Hoc Tukey HSD 

test. 
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The difference in burnout sub-dimensions according to the school level of the teachers was 

examined with the Anova test. As a result of this test, it was found that in the obsessive thinking 

dimension (F(Sd=411-3)=3.366 and p=0.019) and in the reactive personality orientation dimension 

(F(Sd=411-3)=3.176 and p=0.024) statistically significant difference was found at p≤0.05. In addition, it 

was found that there was a statistically significant difference at p≤0.01 in the dimension of 

professional inadequacy (F(Sd=411-3)=3.796 and p=0.010).   No significant difference was found in other 

dimensions. 

The results of the Post Hoc Tukey HSD and Post-Hoc Tamhane tests, which were conducted 

to compare the levels of the schools where the teachers work, are presented in Table 4. 

Table 4. Examination of Obsessive Thinking, Professional Inadequacy, and Reactive Personality 

Orientations by School Level 

 School Level X̅ Difference Std. Error p 

Obsessive Thinking Development Primary school High school -,058* ,020 ,033 

Professional Incompetence Pre-school High school -2,05* ,616 ,005 

Orientation to Reactive 

Personality 

Pre-school Primary school -3,51* 1,206 ,020 

 Middle School -3,46* 1,275 ,035 

 High school -3,57* 1,248 ,023 

 

As a result of the Post Hoc Tukey HSD and Post-Hoc Tamhane tests, it was found that those 

teaching at the high school level developed more obsessive thoughts at p≤0.05 significance level 

statistically than those teaching at the primary school level (p=0.033). Based on this sub-dimension, 

there was no statistically significant difference between the participants teaching at other levels. It was 

found that those teaching at the high school level developed more obsessive thoughts at p≤0.01 

significance level statistically than those teaching in pre-school education institutions (p=0.005). 

Based on this sub-dimension, there was no statistically significant difference between the participants 

teaching at other levels. It was found that those who teach at high school (p=0.023), those who teach at 

secondary school (p=0.035) and those who teach at primary schools (0.020) tend to have a more 

reactive personality at p≤0.05 significance level, statistically, than those who teach in pre-school 

education institutions (0.020). p=0.005). 

ANOVA and Post Hoc tests were conducted to determine whether the types of burnout differ 

according to the age of the teachers, based on both general and sub-factors, in the emergency distance 

education process of teachers with the H1C hypothesis, and the findings are presented in Table 5. 

Table 5. Distribution of Burnout by Age Groups by Sub-Dimensions 

 Age N X̅ Sd Se 

Obsessive Thinking Development 25 and Under 40 ,745 ,155 ,024 

26-30 Ages 71 ,752 ,192 ,022 

31-35 Ages 96 ,743 ,178 ,018 

36-40 Ages 67 ,723 ,179 ,021 

41-45 Ages 59 ,729 ,176 ,023 

46  and Above 85 ,668 ,120 ,013 

Professional Incompetence 25 and Under 40 7,575 2,753 ,435 

26-30 Ages 71 8,225 3,501 ,415 

31-35 Ages 96 8,281 3,383 ,345 

36-40 Ages 67 8,000 3,293 ,402 

41-45 Ages 59 7,389 3,269 ,425 

46  and Above 85 7,905 3,375 ,366 

Orientation to Reactive Personality 25 and Under 40 18,725 5,848 ,924 

26-30 Ages 71 18,535 7,143 ,847 

31-35 Ages 96 18,947 7,061 ,720 

36-40 Ages 67 17,850 6,917 ,845 

41-45 Ages 59 16,779 6,728 ,876 

46  and Above 85 17,211 5,894 ,639 
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Deterioration of Health 25 and Under 40 15,275 5,615 ,887 

26-30 Ages 71 16,267 5,999 ,712 

31-35 Ages 96 16,666 5,750 ,586 

36-40 Ages 67 16,492 5,541 ,677 

41-45 Ages 59 13,864 5,642 ,734 

46  and Above 85 13,847 5,270 ,571 

General Burnout 25 and Under 40 47,525 13,553 2,146 

26-30 Ages 71 49,352 16,975 2,014 

31-35 Ages 96 49,989 15,197 1,551 

36-40 Ages 67 48,209 14,723 1,798 

41-45 Ages 59 43,932 15,050 1,959 

46  and Above 85 43,847 13,068 1,417 

 

According to Table 5; As a result of the analysis performed to test the homogeneity of the 

variance, it was found that the variance was not homogeneous only in the obsessive thinking sub-

dimension (Levene(Sd=412-5)=5.622 and p=0.000) and the variances in the other dimensions were found 

to be homogeneous (P≥0.05). When examining whether there is a difference according to age groups 

with the ANOVA test, it was found that there was no difference according to age groups in the sub-

dimensions of professional inadequacy (p=0.599) and reactive personality orientation (p=0.303). 

Developing obsessive thoughts (F(Sd=412-5)=2.615 and p=0.024), poor health (F(Sd=412-5)=3.965 and 

p=0.002) sub-dimensions and total burnout score (F(Sd=412-5)=2.472 and p=0.032) significant 

differences were found in the age groups. 

The results of the Post Hoc Tukey HSD and Post-Hoc Tamhane test, which were conducted to 

compare teachers' burnout levels with age groups, are presented in Table 6. 

Table 6. Comparison of Burnout Levels and Age Groups 

 Age Group                  Age Se p 

Burnout at the Level of 

Deterioration of Health 

46 and Above 26-30 Ages ,026 ,028 

31-35 Ages ,022 ,016 

Obsessive Thinking Level Burnout 
41-45 Yaş Arası Grup 31-35 Ages ,93 ,033 

46 and Above 31-35 Ages ,83 ,011 

General Burnout 

41-45 Yaş Arası Grup 26-30 Ages 2,61 ,039 

 31-35 Ages 2,45 ,014 

46 and Above 26-30 Ages 2,39 ,022 

 31-35 Ages 2,21 ,006 

 

Since the variance in the distribution according to age was not homogeneous in the sub-

dimension of developing obsessive thinking, the differences in the subgroups were examined by 

applying the Post-Hoc Tamhane test. As a result of this analysis, it was found that the 26-30 age group 

(p=0.028) and the 31-35 age group (p=0.016) developed statistically significantly more obsessive 

thoughts at the p≤0.05 level compared to the 46-year-old and older group. There was no statistically 

significant difference between other age groups and this sub-dimension. 

Since the variance in the distribution according to age was homogeneous in the sub-dimension 

of ill health, the differences in the subgroups were examined by applying the Post-Hoc Tukey HSD 

test. As a result of this analysis, the teachers in the 31-35 age group stated that their health deteriorated 

more statistically at p≤0.05 significance level than the teachers in the 41-45 age group. Similarly, 

teachers in the age group of 31-35 (p=0.011) and teachers in the age group of 36-40 stated that their 

health deteriorated statistically at p≤0.05 significance level compared to teachers aged 46 and over. 

As a result of the Anova test, the difference between the age groups in the total burnout score 

was found, and the Post-Hoc LSD test was used to determine between which subgroups these 

differences were. As a result of these tests, it was found that the teachers in the 41-45 age group 

experienced statistically less burnout at the p≤0.05 significance level than the teachers in the 26-30 age 

group (p=0.039) and the 31-35 age group (p=0.014). Similarly, teachers in the age group of 46 and 

over were statistically significantly more at p≤0.05 and p≤0.01 than teachers in the 26-30 age group 

(p=0.02) and 31-35 age group (p=0.006). was found to have less burnout. 
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The test results of the regression assumptions related to the general burnout level, which is the 

H2A hypothesis, are given below. It is possible to find very different rules in the literature on sample 

size in regression analysis. It is recommended to have 10-15 data for each predictive variable in the 

most commonly used model (Field: 2013; 467). Since the sample size is 418, it is seen that this 

assumption is met. 

When there is more than one predictor variable in the model, there should not be perfect 

multicollinearity between these variables. In other words, there should not be r˃.9 among the 

predictors (Field: 2013; 496). As a result of the analysis, the largest r=.886 was found. Another 

method used to test linearity is to examine tolerance and VIF values. If the VIF value is greater than 

ten and the Tolerance value is below .20, it can be said that there is a problem with linearity in the data 

(Field: 2013;484). Linearity test VIF and Tolerance values were calculated for burnout. VIF values 

vary between 1.068 and 5.008, and tolerance values as well. With 200. It was found to be distributed 

between 994. 

The Durbin-Watson test, which tests serial correlations between errors, can take a value 

ranging from 0 to 4. A value of 2 means that the residuals are unrelated. Values greater than 2 indicate 

a negative correlation, while values below 2 indicate a positive correlation. As a very conservative 

general rule, values less than 1 and greater than 3 indicate a problem in the data (Field: 2013;465). 

Durbin Watson value of the model was found to be 1.864. 

It is seen in the Casewise table that 14 cases have a standardized residuals value above 2. This 

constitutes 3.35% of the entire sample. In this finding, it can be said that the model has representative 

adequacy since the number of cases is below 5% of the sample (Field: 2013;458). 

Cook's Distance is a value that measures the overall effect of each of the participants in the 

sample on the model. Cook and Weisberg stated that values greater than 1 might distort the model 

(Field: 2013;459). In the study, the smallest and largest Cook's distance values were found between 

.000 and .047. This data shows that there are no participants that could disrupt the model. 

It is stated that the Mahalanobis value at the p=.01 level should not be greater than 21.666 in 

the model with nine independent variables (Can; 2013: 257 and Field: 2013;460). The Mahal that the 

researchers found in this model. Their values are between 7.03 -8.886. The findings related to the tests 

are presented in Table 7. 

Table 7. Results of Analysis of the Predictors of Burnout with Multiple Linear Regression Backward 

Method 

Model Variable B SEB 𝛽 t R R2 ΔR2 F 

1 Constant 40.402 5.463  7.395***     

 Ethical Leadership .109 .259 .043 .421 

.386   .149 .149 8.940*** 

 Charismatic Leadership -.216 .300 -.071 -.721 

 Laissez-Faire Leadership .856 .139 .320 6.154*** 

 Age -.130 .075 -.082 -1.733 

 Branch (Basic Education) -.936 1.733 -.031 -.540 

 Settlement (District) -2.497 1.458 -.081 -1.700 

 School Level (High School) 1.994 1.840 .060 1.083 

 Gender (Female) 2.989 1.440 .098 2.075* 

2 Constant 41.046 5.223  7.863***    

 Charismatic Leadership -.107 .151 -.035 -.708 

.385   .148 .000 10.212*** 

 Laissez-Faire Leadership .843 .136 .316 6.214*** 

 Age -.130 .075 -.082 -1.736 

 Branch (Basic Education) -.941 1.731 -031 -.543 

 Settlement (District) -2.448 1.455 -.080 -1.682 

 School Level (High School) 1.972 1.838 .059 1.073 

 Gender (Female) 3.059 1.429 .100 2.140* 
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3 Constant 40.718 5.179  7.863***    

 Charismatic Leadership -.105 .151 -.035 -.693 

.385   .148 -.001 11.885*** 

 Laissez-Faire Leadership .844 .136 .316 6.226*** 

 Age -.138 .073 -.087 -1.885 

 Settlement (District) -2.314 1.433 -.075 -1.615 

 School Level (High School) 2.514 1.542 .075 1.630 

 Gender (Female) 2.950 1.414 .097 2.086* 

4 Constant 38.352 3.891  9.857***    

 Laissez-Faire Leadership .882 .124 .330 7.101*** 

.383   .147 -.001 14.184*** 

 Age -.139 .073 -.088 -1.903 

 Settlement (District) -2.356 1.430 -.077 -1.647 

 School Level (High School) 2.552 1.540 .076 1.657 

 Gender (Female) 2.982 1.412 .098 2.111* 

5 Constant 36.351 3.704  9.814***    

 Laissez-Faire Leadership .920 .122 .344 7.529*** 

.376   .141 -.006 16.982 
 Age -.138 .073 -.087 -1.885 

 School Level (High School) 2.283 1.535 .068 1.487 

 Gender (Female) 3.046 1.415 .100 2.153* 

6 Constant 37.447 3.635  10.301***    

 Laissez-Faire Leadership .923 .122 .345 7.538*** 

.370   .137 -.005 21.842  Age -.148 .073 -.094 -2.029* 

 Gender (Female) 2.866 1.412 .094 2.031* 

*p<.05, **p<.01, ***p<.001 

Analysis of the predictors of burnout was performed using the multiple linear regression 

Backward method. The results of the analysis are summarized in Table 7. Six models were created by 

the backward subtraction method. In the sixth model, it was observed that there were three variables 

that could predict burnout in a statistically significant way. When the sixth model is examined, it is 

seen that the B values of both predictors are different from 0 and greater than the standard error values, 

except for the age variable. If a predictor variable has a significant effect on predicting the result, the B 

value should not only be non-zero but should also be greater than the standard error value (Field: 

2013; 475). 

When Table 7 was examined, it was found that the model showed statistical significance at the 

p≤.001 level (Model 6 F=21,842 and p ≤ .001). Considering the predictive power of the variables in 

the model, it was found that the variables with the power to explain the burnout in teachers were 

34.5% of the Laissez-Faire leadership style of the school administrators, 9.4% of the teachers' gender 

(Female) and -9.4% of the teacher's age. The negative explanatory power of the teachers' age variable 

results from the B value being smaller than the standard error value, and it has been explained in the 

previous paragraph. It is also understood from the table that the model has the power to explain 13.7% 

of the variance. 

According to the findings related to the H2B hypothesis; The test results of the regression 

assumptions related to the professional inadequacy sub-dimension of burnout are given in Table 8. As 

a result of the analysis, the largest r=.886 was found. This finding can be interpreted as the model is 

linear. In addition, VIF and Tolerance values were calculated for the linearity test. It was found that 

the VIF values ranged between 1.073 and 5.008, and the tolerance values were also distributed 

between .200 and .999. Durbin Watson's value of the model was found in 2.002. It is seen in the 

Casewise table that 12 cases have a standardized residuals value above 2. This constitutes 2.87% of 

the entire sample. This finding shows that the model has representative adequacy as a case below 5% 

of the sample. In the study, the smallest and largest Cook's distance values were found between .000 

and .034. This data shows that there are no participants that could disrupt the model. In this model, 

Mahal. values were found to vary between .318 and 9.687. 
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Table 8. Results of the Analysis of Burnout with the Multiple Linear Regression Backward Method on 

the Predictors of the Vocational Disability Sub-Dimension 

Model Variable B SHB 𝛽 t R R2 ΔR2 F 

1 Constant 6.543 1.223  5.530***     

 Ethical Leadership .018 1.223 .032 .298 

.280   .079 .079 4.361*** 

 Charismatic Leadership -.058 .069 -.087 -.839 

 Laissez-Faire Leadership .130 .032 .222 4.077*** 

 Age .008 .017 .024 .489 

 Branch (Basic Education) -.312 .398 -.047 -.784 

 Gender (Female) -.386 .331 -.057 -1.166 

 Settlement (District) -.161 .335 -.024 -.482 

 School Level (High School) .653 .423 .088 1.543 

2 Constant 6.663 1.154  5.775***    

 Charismatic Leadership -.040 .035 -.060 -1.150 

.280   .078 .000 4.982*** 

 Laissez-Faire Leadership .128 .031 .217 4.114*** 

 Age .008 .017 .024 .488 

 Branch (Basic Education) -.313 .398- -.047 -.787 

 Gender (Female) -.397 .328 -.059 -1.210 

 Settlement (District) -.156 .334 -.023 -.467 

 School Level (High School) .649 .422 .088 1.537 

3 Constant 6.539 1.122  5.830***    

 Charismatic Leadership -.041 .035 -.061 -1.170 

.279   .078 .000 5.787*** 

 Laissez-Faire Leadership .131 .031 .222 4.241*** 

 Age .008 .017 .023 .477 

 Branch (Basic Education) -.282 .392 -.042 -.719 

 Gender (Female) -.398 .328 -.059 -1.212 

 School Level (High School) .650 .422 .088 1.540 

4 Constant 6.813 .962  7.084***    

 Charismatic Leadership -.040 .035 -.060 -1.157 

.278   .077 -.001 6.912*** 

 Laissez-Faire Leadership .130 .031 .221 4.234*** 

 Branch (Basic Education) -.244 .383 -.037 -.637 

 Gender (Female) -.371 .323 -.055 -1.149 

 School Level (High School) .656 .421 .089 1.558 

5 Constant 6.641 .922  7.201***    

 Charismatic Leadership -.039 .035 -.059 -1.139 

.277   .076 -.001 8.551*** 
 Laissez-Faire Leadership .130 .031 .220 4.231*** 

 Gender (Female) -.348 .321 -.052 -1.085 

 School Level (High School) .805 .350 .109 2.300* 

6 Constant 6.568 .920  7.139***    

 Charismatic Leadership -.041 .035 -.061 -1.180 

272   .074 -.003 11.003***  Laissez-Faire Leadership .128 .031 .216 4.161*** 

 School Level (High School) .777 .349 .105 2.225* 

7 Constant 5.622 .452  12.437***    

 Laissez-Faire Leadership .142 .028 .241 5.097*** 
.266   .071 -.003 15.794*** 

 School Level (High School) .790 .349 .107 2.262* 

*p<.05, **p<.01, ***p<.001 

The multiple linear regression backward method was used to analyze the predictors of the 

occupational disability sub-dimension of burnout. The analysis results are summarized in Table 8. 7 

models were created by the backward subtraction method. In the seventh model, it was found that two 

variables that could predict burnout in a statistically significant way remained. When the seventh 

model is examined, it is seen that the B values of both predictors are both greater than 0 and greater 

than the standard error values. 

In Table 8, where the findings related to the occupational inadequacy sub-dimension of 

burnout are shown, it was found that the model showed statistical significance at the p≤.001 level (F= 

15.794 and p≤ .001). Considering the predictive power of the predictors in the variance in the model, it 

was found that the variables that have the power to explain the professional inadequacy sub-dimension 

of burnout in teachers were found to have the predictive power of the Laissez-Faire Leadership style 

of the school administrators 24.1% and the school level of the teacher 10.7%, respectively. It is also 

understood from Table 8 that the model has the power to explain 7.1% of the variance. 
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Regarding the H2C Hypothesis; The test results of the regression assumptions related to the 

reactive personality orientation sub-dimension of burnout and the reactive personality orientation sub-

dimension of burnout are given below. 

VIF and Tolerance values were calculated for the linearity test. It was found that the VIF 

values ranged between 1.023 and 5.008, and the tolerance values were distributed between .200 and 

.961. Durbin Watson value of the model was found to be 1.894. It is seen in the Casewise table that 2 

cases have a standardized residuals value above 2. This constitutes 0.48% of the entire sample. This 

finding shows that the model has representative adequacy as a case below 5% of the sample. In the 

study, the smallest and largest Cook's distance values were found between .000 and .045. In this 

model, Mahal. values were found to vary between -045 and 9.054. This data shows that there are no 

participants that could disrupt the model. 

Analysis of the predictors of the reactive personality orientation sub-dimension of burnout was 

performed using the multiple linear regression Backward method. The results of the analysis are 

summarized in Table 9. 

Table 9. Results of Analysis of Burnout with Multiple Linear Regression Backward Method on the 

Predictors of Orientation to Reactive Personality Sub-Dimension 

Model Variable B SHB 𝛽 t R R2 ΔR2 F 

1 Constant 18.203 2.486  7.321***     

 Ethical Leadership .097 .121 .086 .800 

.253   

.064 
.064 3.492*** 

 Charismatic Leadership -.158 .140 -.117 -1.125 

 Laissez-Faire Leadership .216 .065 .182 3.330** 

 Age -.033 .035 -.047 -.955 

 Branch (Basic Education) -.954 .809 -.071 -1.179 

 Gender (Female)) -.689 .673 -.051 -1.025 

 Settlement (District) -1.344 .681 -.098 -1.973* 

 School Level (High School) .018 .860 .001 .021 

2 Constant 18.213 2.438  7.471***    

 Ethical Leadership .097 .121 .086 .801 

.253   

.064 
.000 4.001*** 

 Charismatic Leadership -.158 .140 -.117 -1.127 

 Laissez-Faire Leadership .216 .065 .182 3.334** 

 Age -.033 .035 -.047 -.956 

 Branch (Basic Education) -.964 .679 -.072 -1.419 

 Gender (Female) -.689 .672 -.051 -1.026 

 Settlement (District) -1.344 .680 -.098 -1.975* 

3 Constant 18.856 2.300  8.197***    

 Charismatic Leadership -.160 .071 -.045 -.862 

.250   

.062 
-.001 4.565*** 

 Laissez-Faire Leadership .205 .063 .172 3.239** 

 Age -.034 .035 -.047 -.960 

 Branch (Basic Education) -.958 .679 -.071 -1.411 

 Gender (Female) -.751 .666 -.055 -1.126 

 Settlement (District) -1.316 .679 -.096 -1.938 

4 Constant 17.507 1.685  10.391***    

 Laissez-Faire Leadership .227 .058 .191 3.914*** 

.247   

.061 
-.002 5.332*** 

 Age -.034 .035 -.049 -.984 

 Branch (Basic Education) -.955 .678 -.071 -1.407 

 Gender (Female) -.768 .667 -.056 -1.151 

 Settlement (District) -1.338 .679 -.098 -1.972* 

5 Constant 16.310 1.166  13.986***    

 Laissez-Faire Leadership .229 .058 .192 3.950*** 

.242   

.059 
-.002 6.424*** 

 Branch (Basic Education) -1.099 .662 -.082 -1.660 

 Gender (Female) -.879 .657 -.065 -1.338 

 Settlement (District) -1.355 .678 -.099 -1.998* 

6 Constant 15.979 1.064  14.433***    

 Laissez-Faire Leadership .224 .058 .188 3.867*** .233   

.054 
-.004 7.954*** 

 Settlement (District) -1.362 .679 -.100 -2.006* 

*p<.05, **p<.01, ***p<.001 
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According to the findings presented in Table 9, the backward subtraction method created six 

models. In the sixth model, it was found that two variables that could statistically significantly predict 

the reactive personality orientation sub-dimension of burnout remained. When the sixth model is 

examined, it is seen that the B values of both predictors are both different from 0 and larger than the 

standard error values (except for the Settlement Variable). The model was found to have statistically 

significant predictive power at p≤.001 (F=7.954 and p≤.001). Considering the predictive power of the 

predictors in the variance in the model, it was found that the variables that have the power to explain 

the reactive personality orientation sub-dimension of burnout in teachers have the predictive power of 

18.8% of the liberal leadership style of the school administrators and -10% of the settlement (district) 

where the teacher works. The negative explanatory power of the settlement variable is the result of the 

B value being small in the standard error value. It is also understood from the table that the model as a 

whole has the power to explain 5.4% of the variance. 

Regarding the H2D Hypothesis; The test results of the regression assumptions related to the 

obsessive thinking orientation sub-dimension of burnout are given in Table 10. VIF and Tolerance 

values were calculated for the linearity test. It was found that the VIF values ranged between 1.042 

and 5.004, and the tolerance values were also distributed between .200 and .999. Durbin Watson value 

of the model was found as 2.027. It is seen in the Casewise table that 25 cases have a standardized 

residuals value above 2. This constitutes 5.98% of the entire sample. Since this finding is about 5% of 

the sample, it can be considered that the model has representative adequacy. In the study, the smallest 

and largest Cook's distance values were found between .000 and .026. This data shows that there are 

no participants that could disrupt the model. In this model, Mahal. values were found to vary between 

1.416 and 12,338. 

Table 10. Results of Analysis of Burnout with Multiple Linear Regression Backward Method on the 

Predictors of the Obsessive Thinking Sub-Dimension 

Model Variable B SHB 𝛽 t R R2 ΔR2 F 

1 Constant .667 .058  11.406***     

 Ethical Leadership -.002 .003 -.068 -.675 

.418   .174 .174 10.803*** 

 Charismatic Leadership .004 .003 .110 1.128 

 Laissez-Faire Leader .010 .002 .331 6.435*** 

 Age -.002 .001 -.126 -2.661** 

 Branch (Basic Educ.) -.060 .026 -.175 -2.347* 

 Gender (Female) .031 .016 .090 1.918 

 Settlement (District) -.032 .017 -.092 -1.934 

 School Level (High School) .016 .027 .044 .577 

2 Constant .667 .058  11.426***    

 Ethical Leadership -.002 .003 -.068 -.675 

.417   .174 -.001 12.319*** 

 Charismatic Leadership .004 .003 .108 1.103 

 Laissez-Faire Leader .110 .002 .329 6.415*** 

 Age -.002 .001 -.121 -2.600** 

 Branch (Basic Educ) -.049 .016 -.142 -2.994** 

 Age .032 .016 .092 1.984* 

 Settlement (District) -.034 .016 -.098 -2.89* 

3 Constant .654 .055  11.874***    

 Charismatic Leadership .002 .002 .051 1.030 

.416   .173 -.001 14.315*** 

 Laissez-Faire Leader .010 .002 .336 6.721*** 

 Age -.002 .001 .121 -2.599** 

 Branch (Basic Educ.) -.049 .016 -.142 -3.003 

 Gender (Female) .033 .016 .096 2.080* 

 Settlement (District) -.035 .016 -.099 -2.127* 

4 Constant .693 .040  17.164***    

 Laissez-Faire Leader .010 .001 .315 6.886*** 

.413   .171 -.002 16.963*** 

 Age -.002 .001 -.119 -2.571** 

 Branch (Basic Educ) -.049 .016 -.142 -3.008** 

 Gender (Female) .034 .016 .097 2.110* 

 Settlement (District) -.034 .016 -.097 -2.090* 

*p<.05, **p<.01, ***p<.001 
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According to Table 10, according to the analysis results, in which the multiple linear 

regression Backward method was used, four models were created by the backward subtraction method. 

In the fourth model, it was found that five variables that could predict burnout in a statistically 

significant way remained. When the fourth model is examined, it is seen that B values are both greater 

than 0 and greater than the standard error values, excluding the predictors of residence, age and 

branch, among the five predictors. It was also determined that the model showed statistical 

significance at the p≤.001 level (F=16.963 and p≤ .001). When the predictive power of the predictors 

in the model to predict the change in variance is considered, the variables that have the power to 

explain the obsessive thinking orientation sub-dimension of burnout in teachers are 31.5% of the 

liberal leadership style of the school administrators, the branch of the teachers (Basic Education) -

14.2%, the age of the teachers -11.9%, the gender of the teachers, respectively. Male) 9.7% and the 

teacher's place of residence (District) was found to have -9.7% predictive power. The fact that the 

BSH values of the residential, age and branch predictors are lower than the B values indicate that the 

prediction is in the negative direction. It is also understood from the table that the model as a whole 

has the power to explain 17.1% of the variance. 

The test results of the regression assumptions related to the health deterioration sub-dimension 

of burnout related to the H2E Hypothesis are given below. VIF and Tolerance values were calculated 

for the linearity test. It was found that the VIF values ranged between 1.073 and 5.008 and the 

tolerance values ranged between .200 and .994. Durbin Watson's value of the model was found as 

1.911. It is seen in the Casewise table that 13 cases have a standardized residuals value above 2. value 

constitutes 3.11% of the whole sample. This finding can also be considered representative of the 

model since the number of cases is less than 5% of the sample. In the study, the smallest and largest 

Cook's distance values were found between .000 - .032. This data shows that there are no participants 

that could disrupt the model. In this model, Mahal. Values were found to vary between .703 -8.886. 

Analysis of the predictors of the reactive personality orientation sub-dimension of burnout 

using the multiple linear regression Backward method. The results of the analysis are summarized in 

Table 11. Six models were created by the backward subtraction method. In the sixth model, it was 

found that three variables that could statistically significantly predict the ill-health sub-dimension of 

burnout remained. When the sixth model is examined, it is seen that the B values of all three predictors 

are both different from 0 and greater than the standard error values. 

Table 11. Results of the Analysis of Burnout with the Backward Method of Multiple Linear 

Regression on the Predictors of the Impairment of Health Sub-Dimension 

Model Variable B SHB 𝛽 t R R2 ΔR2 F 

1 Constant 11.805 2.038  5.799***     

 Ethical Leadership .013 .096 .014 .138 

.439   

.192 
192 12.176*** 

 Charismatic Leadership -.055 .112 -.048 -.493 

 Laissez-Faire Leadership .336 .052 .329 6.484*** 

 Age -.017 .028 -.117 -2.534* 

 Branch (Basic Education) .953 .646 .082 1.476 

 Gender (Female) 2.532 .537 .217 4.719*** 

 Settlement (District) -.365 .543 -.031 -.672 

 School Level (High School) 1.045 .686 .082 1.523 

2 Constant 11.886 1.946  6.108***    

 Charismatic Leadership -.042 .056 -.036 -.740 

.439   

.192 
.000 13.946*** 

 Laissez-Faire Leadership .335 .051 .327 6.616*** 

 Age -.071 .028 -.117 -2.538* 

 Branch (Basic Education) .952 .645 .082 1.477 

 Settlement (District) -.361 .542 -.031 -.667 

 School Level (High School) 1.042 .685 .082 1.522 

 Gender (Female) 2.541 .532 .217 4.772*** 
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3 Constant 11.598 1.896  6.117***    

 Charismatic Leadership -.043 .056 -.037 -.766 

.438   

.191 
-.001 16.219*** 

 Laissez-Faire Leadership .340 .050 .332 6.805*** 

 Age -.071 .028 -.117 -2.557* 

 Branch (Basic Education) 1.025 .635 .089 1.614 

 School Level (High School) 1.043 .684 .082 1.525 

 Gender (Female) 2.542 .532 .217 4.776*** 

4 Constant 10.605 1.386  7.667***    

 Laissez-Faire Leadership .356 .045 .348 7.816*** 

.436   

.190 
-.001 19.364*** 

 Age -.072 .028 -.119 -2.582** 

 Branch (Basic Education 1.043 .634 .090 1.643 

 School Level (High School) 1.067 .683 .083 1.562 

 Gender (Female) 2.553 .532 .218 4.802*** 

5 Constant 11.068 1.353  4.806***    

 Laissez-Faire Leadership .358 .046 .350 7.851*** 

.431   

.185 
-.005 23.513*** 

 Age -.070 .028 -.116 -2.528* 

 Branch (Basic Education) .498 .531 .043 .938 

 Gender (Female) 2.560 .533 .219 4.806*** 

6 Constant 11.022 1.352  8.151***    

 Laissez-Faire Leadership .358 .046 .351 7.873*** 
.429   

.184 
-.002 31.067***  Age -.065 .027 -.107 -2.382* 

 Gender (Female) 2.643 .525 .226 5.033*** 

*p<.05, **p<.01, ***p<.001 

Table 11, in which the findings related to the ill-health sub-dimension of burnout are shown, 

also showed that the model predicted statistically at the p=.001 level (Model 6 F=31.067 and p ≤ 

.001). Considering the predictive power of the change in variance of the predictors in the sixth model, 

it was found that the variables that have the power to explain the health deterioration sub-dimension of 

burnout in teachers are 35.1% of the liberal leadership style of the school administrators, the gender of 

the teachers (Female) 22.6% and the age of the teacher -10.7%. The negative explanatory power of the 

age variable results from the small B value in the standard error value. It is also understood from the 

table that the model as a whole has the power to explain 18.4% of the variance. 

DISCUSSION, CONCLUSIONS AND SUGGESTIONS 

This study examined the relationship between the type of burnout experienced by teachers in 

the emergency distance education process and the type of leadership that school principals have. The 

following results were obtained according to the situations examined within the framework of 9 

hypotheses. 

As a result of the evaluation of the first hypothesis (H1A), it was determined that female 

teachers experienced more burnout than male teachers according to their total burnout status. 

According to the sub-dimensions, it was determined that male teachers performed more obsessive 

thinking. On the other hand, female teachers exhibited more professional inadequacy, a tendency to 

reactive personality, and deterioration of health than male teachers. Although this finding is in line 

with the results of studies conducted by Yavuz (2019), Şanlı and Tan (2017), many studies are 

showing that gender does not affect burnout (Cinay, 2015; Polat, 2018; Karaaslan et al., 2020; Öztürk 

& Erdem, 2020). 

As a result of the evaluation of the second hypothesis (H1B), the relationship between the 

burnout type of teachers and the school level they work in was examined. As a result of the 

examination, it was determined that the sub-dimensions of developing obsessive thoughts, reactive 

personality orientation and professional inadequacy were related to the school level. When the 

literature is examined, it is seen that there are studies that determine that school level does not affect 

burnout (Polat, 2018). 

According to the evaluation of the H1C hypothesis, it was determined that the teachers' 

perception of inadequacy and their orientation towards reactive personality did not differ according to 

age. However, the points of developing obsessive thoughts, deterioration of health and total burnout 
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differed according to age. As a result of the differentiation of the total burnout score according to age, 

it is seen that it is in parallel with the results of the research conducted by Yüksek and Erçen (2009) 

and Kıral and Diri (2016), in which age differs with different burnout dimensions. On the other hand, 

it is noteworthy that there are studies that determine that different burnout dimensions do not differ 

according to age, as in the study by Kayabaşı (2008), Polat, Ercengiz and Tetik (2012), Duman, Sak 

and Sak (2020). 

The variables predicting the overall score and different sub-dimensions of burnout were 

analyzed within the H2A, H2B, H2C, H2D and H2E hypotheses. When the sub-dimensions of burnout 

are examined; It has been determined that the liberal leadership style of the school administrators and 

the school level of the teacher predict the professional inadequacy, and the liberal leadership style of 

the school administrators and the settlement where the teacher works predict the reactive personality 

orientation sub-dimension of the burnout in the teachers. In addition, it was determined that the liberal 

leadership style of the school administrators, the branch of the teachers, the age of the teachers, the 

gender of the teachers and the place where the teacher worked had the power to explain the obsessive 

thinking sub-dimension of burnout in teachers. Finally, it was found that the variables that have the 

power to explain the health deterioration sub-dimension of burnout in teachers are the liberal 

leadership style of the school administrators, the gender of the teachers and the age of the teacher, 

respectively. Accordingly, the variables that predict teachers' burnout were determined by the liberal 

leadership style of the school administrators, the gender of the teachers, and the teacher's age. 

When the literature is examined, it is seen that studies on the type of leadership associated 

with teachers' burnout have been conducted. However, it has not been determined which type of 

leadership affects teachers' burnout. On the other hand, it is noteworthy that there are studies 

presenting findings that teachers' awareness of the type of leadership exhibited by school 

administrators reduces the level of burnout they experience (Bakan et al., 2015). In addition, it is 

noteworthy that studies are showing that the type of leadership that school administrators have and the 

level of burnout of teachers are significant (Kılıç, 2017). In another study examining teachers' 

professional burnout using the Multi-Factor Leadership Scale, it has been determined that the type of 

leadership that school administrators have is also effective on different sub-dimensions such as 

teachers' general burnout and emotional exhaustion depersonalization and personal success (İnceağaç, 

2020). According to all these results, it can be said that the liberal leadership type of school 

administrators is a variable that affects and predicts teachers' perception of professional inadequacy, 

the tendency of burnout to reactive personality and obsessive thinking, and the deterioration of 

teachers' health. When the results obtained in this study are examined within the framework of these 

studies in the literature, it can be said that similar results have been reached, and the studies in the 

literature support the study results. 

Since this study was carried out in a period when education and training activities were carried 

out with the distance education method during the pandemic period, the researchers collected the data 

by reaching the teachers with their efforts. For this reason, it is considered appropriate to collect the 

scales over a wider audience by re-applying the scales to the teachers in the period when face-to-face 

education started—considering that total burnout may be because female teachers experience more 

professional burnout according to the results of gender distribution and have to carry out their family 

responsibilities intensively. Their professional responsibilities are recommended to collect data 

covering not only professional burnout but also general psychological well-being. In addition, if the 

total burnout scores of teachers with high seniority are high, considering the necessity of using 

technological infrastructures in the emergency distance education process, it is recommended to carry 

out studies that include technological literacy skills in time. 

Considering the sub-dimensions of burnout in teachers, it is seen that there are factors such as 

professional inadequacy, the tendency to obsessive thinking, and deterioration of health. It is thought 

that it will be important for school administrators to consider teachers' achievements in administrative 

processes, to support their personal development, and to take measures to ensure that they continue 



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

80 

their professional life in a peaceful working environment, thus contributing to teachers' psychological 

well-being outside of their professional lives. 

Considering the leadership type and burnout status of school administrators, it is thought that 

the more liberating management behaviours of the administrators may have contributed to the 

reduction of burnout levels, as it may give the feeling that there is no intense pressure on the teachers. 

It is thought that this situation points to an enlightening result for school administrators who have an 

authoritarian attitude. In order to raise awareness about the type of leadership that has such an impact 

on the working environment in the institution, it is considered essential to encourage school 

administrators to display liberal leadership behaviours at a balanced level. 
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Abstract 

There have been transformations in the SL approach due to technological advances and mandatory 

processes such as the pandemic. Thus, besides the traditional (face-to-face) service learning (T-SL) 

approach, two more types of SL approaches emerged: Electronic service learning (E-SL) and hybrid 

service learning (H-SL). The aim of this study is to compare the social studies preservice teachers' 

views on T-SL and E-SL. In this context, the case study method, one of the qualitative research 

methods, was used in the study. Participants in the study were selected according to criterion 

sampling, one of the purposive sampling methods. The participants are 30 preservice teachers studying 

in the department of social studies education at a state university. Preservice teachers experienced the 

H-SL type during the emergency remote education process in the spring semester of 2019-2020. The 

data were collected with a semi-structured interview form, which underwent expert review and was 

piloted. The obtained data were analyzed with descriptive analysis technique. Validity and reliability 

were ensured in the study. The role of the researcher was given and attention was paid to ethical 

considerations. According to the results of the study, most of the participants found the T-SL process 

more meaningful. There were also participants with a tendency to H-SL. Still, participants had a 

tendency to H-SL That is because the advantages of E-SL (increasing digital competence, providing 

motivation, providing convenience) were many. However; there were many problems (lack of 

infrastructure, unwillingness of the target audience, lack of opportunities, not being able to arrange the 

meeting time and confusion during the meeting, difficulty in finding the target 

individual/group/audience, and insufficient digital competence) in the E-SL process. These problems 

were sometimes unresolved. However, the participants had experienced methods and suggestions 

regarding its resolution. In the context of all this information, recommendations were made for future 

studies.  
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INTRODUCTION 

The Covid-19 virus, which emerged in China in December 2019, turned into an epidemic that 

affected the whole world in a short time. Due to the epidemic, decisions have been made around the 

world, such as individuals to comply with social distances, partial and full-time curfews, and 

temporary closure of institutions or remote management. One of these institutions is universities. 

Universities switched to emergency remote education in the spring semester. Turkey, which reported 

the first case of Covid 19 infection on March 11, 2020 is one of the countries that took these 

precautions and switched to emergency remote education applications. Since that date, courses in 

Turkey have been conducted remotely. In this process, not only theoretical but also applied courses 

were included in this process. One of these courses is community service practices.  This course, 

which was added to the undergraduate programs of the faculty of education in 2006, is “a compulsory 

course of 2 credits and 3 hours a week, 1 hour of which is theoretical and 2 hours of which is 

application” (Council of Higher Education, 2011).  

Community service practices is the first course in Turkey based on the understanding of 

learning by serving (Küçükoğlu et al., 2010). First of all, it should be underlined that there is a 

difference between a service to society approach and a service learning approach. In the SL approach, 

it is focused more on service and learning than on community service, but ultimately it is an approach 

that gives a balanced emphasis on both service and learning (Furco, 1996). Community service 

practices course can be based on community service or SL understanding (Aykırı, 2019). The course 

in which the study was conducted is an SL-based community service practice course. In this context, it 

should be evaluated within the framework of the concept of SL in terms of the relevant literature. 

According to the National Youth Leadership Council/NYLC, one of the important institutions for SL 

(NYLC, 2022) SL “is an approach to teaching and learning in which students use academic and civic 

knowledge and skills to address genuine community needs”. Robert Sigmon, who was the first to use 

the term SL in its current meaning, defined SL (1979) as an experiential education approach, Furco 

(1996), who has the spectrum on this subject, as a balanced approach to experimental training, Wade 

and Anderson (1996), who added the concept of community to SL, treated it as community service 

learning, and studied the relationship between social studies and SL, as a strategy for preparing human 

service-oriented teachers. In other words, SL is an approach.  

Technological advances and mandatory processes such as the pandemic have led to 

transformations in the SL approach. After these transformations, in addition to the traditional service 

learning (T-SL) approach, two more types of SL approaches emerged, considering the typology of 

Waldner et al. (2012): Electronic service learning (E-SL) and hybrid service learning ( H-SL). 

Waldner et al. put forward five types in their typology that actually covers the SL course itself or an 

SL-based course. In our study, we considered SL as an approach like community service or 

volunteering. This is because the pioneers of the field state that SL is an approach and there are 

concepts of virtual volunteering (Murray & Harrison, 2005) and online volunteering (Amichai-

Hamburger, 2008; Lachance, 2020; Seddighi et al., 2020) in the relevant literature. In other words, 

using the concept of "e-service learning" within the framework of an approach rather than a course is 

appropriate in terms of the relevant literature. In this context, it is T-SL if service learning takes place 

face-to-face, E-SL if it takes place with electronic tools, and H-SL if it takes place both face-to-face 

and with electronic tools.  

There are studies on E-SL in the related literature. About half of the current studies (Guthrie 

and McCracken 2010; Guthrie, in 2014, Harris, 2017; Marcus et al., 2019; Figuccio et al. 2020; 

Marcus et al., 2021; Ngai et al., 2021; Shek et al. 2022) are for university students studying in many 

departments and they do not have teaching departments. No students are studying in teaching 

departments among them. In the related literature, secondly; systematic or non-systematic review 

studies (Waldner et al., 2012; Maddrell, 2014; Salam et al., 2019; Stefaniak, 2020) are intense. There 

are also a few studies on engineering students (Jordaan, 2014; Yusof, 2019; Dapena et al., 2022). 

Apart from these, there are studies on university students and secondary school students (Parwati & 

Suharta, 2020) studying physiotherapy (Leary et al., 2022), biology (Adkins-Jablonsky et al., 2021), 
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and business administration (Poindexter & Sherony, 2012). In the relevant literature, there is only one 

study (Selmo, 2020) on pre-service teachers. This study was conducted on pre-service English teacher 

Secondly, systematic or non-systematic studies (Waldner et al, 2012; Maddrell, 2014; Salam et al., 

2019; Stefaniak, 2020) were found. There were also a few studies on engineering students (Jordaan, 

2014; Yusof, 2019; Dapena et al, 2022).  Apart from these, there are studies on university students and 

secondary school students (Parwati & Suharta, 2020) studying in physiotherapy (Leary et al., 2022), 

biology (Adkins-Jablonsky et al. 2021), and business administration (Poindexter & Sherony, 2012). In 

the relevant literature, only one study (Selmo, 2020) on preservice teachers was conducted on only 

preservice English teachers. As can be seen, the number of studies on preservice teachers is very few. 

There is no study on social studies preservice teachers. However, the National Council for the Social 

Studies (NCSS) believes that SL should be seen as a fundamental component of social studies in the 

21st century (NCSS, 2018). In addition, Obenchain and Morris (2015) considered SL as one of the 50 

social studies strategies. In this section, the approach of service learning, which is so important in 

terms of social studies education, is discussed. Wade (1995), who is an important name in the social 

studies SL relationship, emphasized that SL should also be given to social studies preservice teachers 

in social studies teaching courses and that SL has many contributions to social studies preservice 

teachers. Wade emphasized the importance of SL for social studies teachers and social studies pre-

service teachers in different studies (Wade, 1995, Wade and Saxe 1996, 1997). As a result, SL is an 

important approach for social studies pre-service teacher candidates. For this reason, social studies 

preservive teachers should experience service learning even in the distance education process, and 

studies on this subject should be carried out in order to carry out these experiences in a healthy way. In 

the context of all this information, the aim of this study is to compare T-SL and E-SL in the context of 

social studies preservice teacher' views. For this purpose, answers to the following questions were 

sought: 

• Which of these two types do social studies pre-service teachers with both T-SL and E-

SL experience prefer? Why? 

• What are the advantages and benefits of E-SL according to social studies pre-service 

teachers? 

• According to social studies pre-service teachers, what are the problems encountered in 

the E-SL process and the solutions to these problems? 

METHOD 

The study was designed with the case study method, one of the qualitative research methods. 

According to Merriam (2013), a case study is an in-depth description and examination of a limited 

system. The thing to be investigated must be a single person, a program, a group, an institution, or a 

limited system etc. In this study, the focus was on the preservice teacher group who carried out SL 

projects and their experiences. 

Participants 

The sstudy was carried out on the 3rd grade preservice teachers studying in the social studies 

education department of the education faculty of a state university affiliated to the Republic of Turkey 

in the 2019-2020 academic year. In the study, opinions of 30 preservice teachers on T-SL and E-SL 

processes were taken. The selection of the participants was determined according to criterion 

sampling, one of the purposeful sampling methods. According to Yıldırım and Şimşek (2013), 

purposive sampling allows for in-depth study of situations that are thought to have rich information. In 

criterion sampling, which is a type of purposeful sampling, the criterion of "experiencing the H-SL 

approach for at least 10 weeks during the pandemic process" was used. 
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Data Collection and Data Analysis 

The data obtained from the interview were analyzed by descriptive analysis method. The data 

obtained in this method are summarized and interpreted according to the previously determined 

themes. The data can be arranged according to the themes revealed by the study questions (Yıldırım & 

Şimşek, 2013). In this study, data were organized according to the themes revealed by the questions 

during the interview. In other words, the themes were created according to the interview questions, the 

data were processed, the findings were defined, and direct quotations were included under each theme.  

Reliability   

In the preparation of the interview questions, opinions were taken from the field experts. 

Probes were used during the interview to collect deeply focused data. After all the work was finished, 

it passed the field expert review. In the study, description was made within the scope of transferability 

and purposive sampling method was used. After describing the data obtained from the interview, 

direct quotations were frequently used. In order to ensure consistency in the study, the consistency in 

the conceptualization was paid attention during the coding of the data obtained from the interview. For 

confirmability in the study, the codings and the results of the study were reviewed by the field expert. 

Ethical Situation and the Role of Researchers 

The researcher is not a participant in the study. At the end of the process, semi-structured 

interviews were conducted. Ethical approval was obtained from the relevant institution. Consent was 

obtained from the participants in the study to be interviewed. Representative codes (preservice teacher: 

PST) were included in the quotations. Numbering was done randomly.  

FINDINGS 

Participants experienced both T-SL and E-SL, that is, H-SL, during the emergency remote 

education process. Their views on these experiences were analyzed under four themes: (a) “T-SL or E-

SL?”, (b) Advantages of E-SL and its benefits in this context, (c) Problems encountered in E-SL and 

solutions to these problems, (d) suggestions based on experience. 

T-SL or E-SL? 

It should be emphasized at the beginning that preservice teachers only took the common 

compulsory courses in the first year with the understanding of distance education, they were not the 

executives of any courses related to the distance education process, and they had to make a 

compulsory transition to E-SL during the emergency remote education process. In other words, they 

had no experience with distance education. In the context of this information and findings, the 

majority of the participants who had to go through the H-SL process preferred T-SL. The reasons why 

the participants prefer T-SL -as will be discussed in detail in the disadvantages of E-SL- are as 

follows: Lack of communication, numbness, inefficiency, and other.  The most emphasized point by 

preservice teachers is communication problems. They especially emphasized non-verbal 

communication. Preservice teachers could not fully understand whether the service they provided was 

effective or not, as they could not fully see the gestures and mimics of the service recipients while 

providing services via electronic means. Therefore, opportunities to develop and change activities 

were few. Again, depending on the communication, the preservice teachers stated that the 

communication with the course advisor, the target audience, and the partner institution is healthier 

when face-to-face. They were also more likely to persuade face-to-face. Also, there were frequent 

disconnections in online communications. The second reason that preservice teachers emphasized the 

most is numbness. In other words, there was no intimacy/closeness/warmth in the E-SL process. They 

could not empathize with the service recipients. This is because they were not involved and did not 

provide on-site service. Also, a new feeling arose in a preservice teacher: the feeling of taking the easy 

way out. The third reason that preservice teachers emphasized the most is inefficiency. First of all, 
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they saw that the service recipients they wanted to be active in the E-SL process remained passive. 

Their service activities have been limited. Some preservice teachers admitted that they could not focus 

on the effectiveness of the project in this process. They felt that the services remained superficial and 

that their own learning was not permanent. They also stated that they could not reach the target 

audience as in T-SL and that those indirectly affected could no longer benefit from the services.  

Finally, the preservice teachers stated that they had more fun in T-SL, that E-SL was more difficult 

than T-SL and that the E-SL process was not suitable for every service and every target group. Some 

preservice teachers emphasized that they could not reduce these disadvantages despite all their efforts. 

Examples of statements that support these judgments are as follows: 

Sometimes we express what we want to express with words better with gestures and facial 

expressions. But with electronic means this is not so. You cannot transmit and receive one-on-

one views while serving the community through electronic means (PST 21). 

Face-to-face is more effective. I listen to him/her looking into his/her eyes, and it leaves more 

of an impression on me. When we talk on the phone, I don't feel that effect (PST 15). 

In the first weeks of our project, I felt that we had a warmer, more sincere atmosphere with 

the families we interviewed (PST 10). 

I felt as if we could not save our elderly people from their loneliness with electronic means 

(PST 23). 

As a group, we were aware that no matter how hard we tried, we were not as effective as we 

wanted in the applications made with electronic tools (PST 17). 

Only two preservice teachers were satisfied with the E-SL process. It is noteworthy that there 

are preservice teachers who prefer the direct E-SL process. Pre-service teachers gained the skills to 

produce alternatives or transform the process in such emergencies and thought there were more 

alternative solutions in the electronic environment. For these reasons, they adopted the E-SL. These 

are the advantages of the E-SL. Examples of statements that support these judgments are as follows: 

I had the opportunity to think more in my meetings with electronic tools. I found alternative 

activities and more solutions (PST 9). 

Two preservice teachers referred directly to the H-SL approach. In other words, they wanted 

both approaches to be used together. The fact that all seven preservice teachers who preferred the T-

SL approach had statements about the advantages of E-SL gave a clue that they had a tendency 

towards H-SL. In other words, approximately one third of the participants tended to prefer H-SL even 

in the emergency remote education process. This is because they thought that E-SL had advantages 

over T-SL. The advantages they expressed were as follows: Less effort compared to T-SL, faster 

communication with electronic tools, faster access to information/images, gaining online 

communication skills, no emphasis on being a guest to the service recipient, increasing service 

delivery by spreading it over more days, mobilizing lazy volunteers. Examples of statements that 

support these judgments are as follows: 

Service to society through electronic means in terms of effort, but face-to-face service in terms 

of efficiency. Therefore, both can be used (PST 7). 

When we conducted community service face-to-face, we were only together one day a week.  

In this way (electronic means), it was more effective to spread the activities to every day of the 

week (PST 14). 

Everything happens without even raising a hand with electronic means. If you're lazy like me, 

it comes easier” (PST 26). 
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Advantages of E-SL and gains in this context 

In the E-SL process, preservice teachers achieved many gains. It is important to pay attention 

to what they have achieved in the emergency remote education process and to interpret them in this 

way. These gains are increasing digital competence, giving motivation and providing convenience. 

Detailed information regarding the gains are as follows: 

Increasing digital competence. The vast majority of the participants presented their views on 

the development of their digital competencies. They got to know the technology closely. They realized 

the importance of technology. They started to give more space to technology in their daily lives. They 

realized that they could use electronic tools more efficiently and meaningfully. They began to use 

electronic tools more effectively. They have experienced communicating with electronic means. They 

realized that communication can be effective not only face-to-face but also electronically. In their 

professional life, they gained the ability to prepare activities in the virtual environment for their 

students. They saw that they could communicate effectively/meaningfully with their students from a 

distance. They experienced that with electronic tools, a student can achieve related gains. They saw 

that with the right tools, they could design meaningful activities for their students with electronic tools 

and digital platforms. They realized that activities such as volunteering and community service can be 

carried out with electronic means. They saw that it is possible to establish a bond of love in the online 

environment. Examples of statements that support these judgments are as follows: 

I realized that the telephone is a very important invention for our age, that many of us do not 

know the benefits of technology and that we waste technology by using it only for useless 

things (PST10). 

It's definitely been a gain for me. We've had the trailer for the future education. We are trying 

to be teachers. We should take advantage of all the opportunities our period has to offer 

(PST30). 

Giving motivation. The E-SL process gave motivation to find solutions in such emergencies 

and to carry out such activities remotely. Participants experienced what they would do in similar 

situations. They believed that they could easily carry out such activities remotely in their professional 

life. They realized that they could touch the lives of some people, even at a distance. They thought 

they could achieve anything if they wanted to. They saw that they could reach many people. They 

stated that they can be teachers not only in the classroom but everywhere. They realized that avoidance 

behaviour should not be shown in difficult situations and that they can overcome such difficulties. 

Examples of statements that support these judgments are as follows: 

Most importantly, I learned how to touch someone's life without being close to them and that 

one can achieve anything if they want (PST2). 

I believe that I will be able to carry out a project and teach a lesson easily with electronic 

tools in the future (PST21). 

Providing convenience. During the E-SL process, the participants realized the conveniences 

brought by technology. In this context, the participants reached the target audience more easily, in 

other words, geographical borders disappeared. They saved labour power as they made less effort. 

They accessed information and images more easily and shared them faster. They had the opportunity 

to serve the community from where they were. Introverted participants communicated more easily. 

The project team communicated more easily within the group. They spent more time with the target 

audience. Examples of statements that support these judgments are as follows: 

I was able to reach the people with whom we carried out the project easily, using less energy. 

I was also able to access information and images easily (PST3). 
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Normally I'm not very good at communicating with people, but it was a plus for me that the 

conversations were over the phone (PST15). 

Problems and solutions 

According to the opinions of the participants, the problems encountered in E-SL are as 

follows: lack of infrastructure, unwillingness of the target audience, lack of opportunities, not being 

able to arrange the meeting time and confusion during the meeting, difficulty in finding the target 

individual/group/audience, insufficient digital competence. These problems and the situation of 

finding solutions to these problems are given in detail below: 

Lack of infrastructure. One of the most common problems in E-SL is the lack of 

infrastructure. Half of the participants drew attention to this problem. Depending on the infrastructure, 

sub-problems such as connection problem of mobile phone, interrupting calls, freezing, not being able 

to convey the gestures and mimics related to these freezes, and not being able to fulfill the task were 

experienced. Two preservice teachers expressed this problem as the single biggest problem.  Half of 

the participants who had infrastructure problems could not solve this problem. The other half solved 

this problem with these solution methods: Going to a place with good connection (change of location), 

performing activities when internet is comfortable (change of time), and communicating with audio 

only instead of video-audio and/or performing asynchronous activities instead of synchronous 

activities (method change). Examples of these judgments are as follows: 

The only problem I faced was internet problem. Unfortunately, Turkey has not yet solved the 

infrastructure problem even in some parts of the cities. I couldn't solve the internet problem. 

Unfortunately it was a problem out of my hands (PST28). 

Sometimes I made my calls away from my home) because my phone was not connecting while 

I was on a call (PST1). 

Our solution was to postpone what we were going to do on the day we had a problem and do 

it at another time (PST30). 

We also solved the internet connection problem by making audio calls instead of video calls in 

some weeks (PST8). 

Unwillingness of the target audience One of the important problems encountered is the 

reluctance of the target group expressed by many (12) preservice teachers. This reluctance was also 

expressed as not caring for oneself, not giving attention, getting bored quickly, not doing the necessary 

activities, not approaching warmly. Among the reasons for this situation, the lack of face-to-face 

service delivery, boredom in activities due to being bored at home, insecurity about being successful 

and feeling inadequate due to age can be given. Another concept that is frequently used after 

reluctance is shyness. In particular, shyness passes over time The reasons for this situation are; getting 

used to the preservice teachers and the electronic environment, being sincere of the preservice teacher 

(for example, approaching him/herself with the warmth of his elder brother/sister/friend or talking 

about himself/herself), giving confidence, making detailed explanations, keeping active, 

communicating in simple language, being planned, making detailed explanations, communicating, 

offering fun activities, getting support from family. There were also preservice teachers who stated 

that reluctance and shyness could not be resolved.  Examples of these judgments are as follows: 

At first, reluctance, boredom, and ignorance of homework were experienced in public service 

with electronic means (PST18). 

When we first told the family that we would continue our project online in electronic 

environment, the family did not take warmly to this situation (PST9). 
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On the days he/she said he/she was bored, we offered him/her different activities such as 

games and drama so that he/she could have fun, and in this way we solved this problem 

(PST20). 

Due to student shyness, he/she could not be very active. We couldn't solve this problem until 

the project was finished (PST21). 

Lack of opportunity. One of the problems encountered is the lack of opportunities for both the 

preservice teachers and the target audience. These deficiencies are not having a digital tool, having an 

old digital tool, and not having the right to the internet. Due to these deficiencies, team meetings could 

not be realized, SL project activities were disrupted, the target individual could not perform the 

activities, and family problems (parent's unwillingness to use their own digital tool) resulted. There 

were preservice teachers who could not make up for this deficiency. There were those who found a 

solution in the form of including asynchronous activities. An attempt was made to provide digital tools 

or internet access from his immediate family (his mother, neighbour). Sometimes, instead of video 

calls provided via the internet, voice calls that can be provided without internet were made. But this 

solution was also not effective at times. Another problem related to the lack of facilities is the failure 

of digital tools. Participants experiencing this problem could not solve this problem or solved it late. 

Examples of statements that support these judgments are as follows:  

Since my group mate did not have internet at home, the calls were cut off (PST21). 

We tried to fix it by making a voice call instead of a video call, but it was not as effective as we 

wanted (PST11). 

In the fifth week my phone broke. I couldn't solve the phone problem. I didn't have the 

opportunity to buy new phone and go out (PST8). 

Inability to set a meeting time and confusion in the meeting. During the process, the 

participants had difficulty in arranging meeting times with the project team and/or the target audience. 

Since it was a process of staying at home, a suitable environment could not be found. When the target 

audience was children, because the electronic tools of the parents were used only, it was necessary to 

make planning after their working time. Most importantly, there was a feeling of easily postponing the 

meeting, as the interviews were conducted by electronic means. There were times when this problem 

could not be solved. Those who could solve it followed the following methods: Continuing with the 

target audience that can communicate well, performing service offerings on certain days instead of 

spreading them out every day, usually day-to-day activities, continuing the activities with only one 

parent instead of both parents. When the meeting time was set, there were times when there was 

confusion in those meetings. The voice echoed, the voices mixed, the voice did not go. These 

problems were especially experienced among team members. Sometimes these problems could not be 

solved. When it was resolved, the following methods were used: messaging instead of talking, 

dividing the team into teams, sometimes focusing on performing tasks individually, making a turn-by-

turn agreement. Examples of statements that support these judgments are as follows: 

As we were running the project from home, we were sometimes not available at the same time 

and the approval part was delayed (PST14). 

Since it was difficult for me to make phone calls in the evening, we generally held our 

meetings during the daytime (PST1). 

Having difficulty finding the target individual/group/audience. In the E-SL process, there was 

a problem in finding the target audience to provide service in both synchronous and asynchronous 

service offerings. The target person/group could not be found, or the required number of followers on 

the social media required for asynchronous service delivery could not be reached. This problem was 

solved by the following methods: Asking for help from a consultant, finding reference people, joining 
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Whatsapp groups, and trying to produce effective and continuous content. Sometimes, the target 

person/group could not be found or the number of followers could not be reached in some projects. 

Examples of statements that support these judgments are as follows: 

We tried to solve the problem of finding people by writing to Whatsapp groups that we are 

involved in and asking people around us to ask their acquaintances (PST15). 

Increasing followers was an important problem for us. I messaged groups but only two people 

replied. I couldn't solve the people ignoring problem (PST3). 

Insufficient digital competence. As emphasized before, the participants did not have previous 

experience of active distance education process. In this context, they did not know how to use 

electronic tools and related platforms. There was a similar situation in terms of target audience. For 

this reason, the participants made an effort to learn and teach such platforms first. Examples of these 

judgments are as follows: 

I was caught unprepared for these sudden events. One of the biggest problems was that I did 

not know how to communicate with electronic means (PST7). 

In the times when we switched to distance education, it was difficult to explain technology to 

the elderly (PST23). 

Suggestions based on experience 

Preservice teachers who had H-SL experience in the emergency remote education process had 

many suggestions regarding the E-SL process.  Many of the preservice teachers offered advice on 

planning and preparation. This is because they went through a planning and preparation process for T-

SL. They switched to E-SL abruptly and had to quickly transform their projects. Accordingly, they 

emphasized that they should choose their projects according to E-SL or H-SL from the very beginning.  

Other suggestions of preservice teachers regarding the E-SL process are as follows: 

• A place where the infrastructure is suitable should be preferred or task sharing should 

be done according to the sufficient infrastructure. 

• Internet and electronic tools should be checked before providing an online service. 

• It should be realized that the project will transform in emergencies such as pandemics 

and the project should be adopted in order not to be affected by the transformation. 

• The characteristics and service needs of the target audience should be determined 

correctly. 

• Nonverbal communication should be noted. Not exaggerated but strong gestures and 

facial expressions should be used. They should be in contact with the target audience, 

positive energy should be given to the target audience, and they should be motivated. 

• Clearer sentences should be established and more details should be included.  

• Services should be offered with both audio and video calls rather than audio calls.  

• Activities should be diversified in order to attract/maintain the attention of the target 

audience and ensure their active participation.  

• It should be realized that the sincerity that exists in T-SL will also be present in E-SL 

in the following processes. 
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• Digital competence must be acquired and must be given to the target audience. 

• It should be recognized that technology removes geographical boundaries and 

accordingly the project topic, target audience and service activities should be selected.  

• At the beginning of the process, the target audience and partner institution should be 

stated that the project will be carried out in the form of E-SL, and detailed information 

should be given for expectations. 

• In case that service presentations are made through online interviews, the interviews 

should not be long. 

• Target audience selection should be done correctly. It should be taken into account 

that middle-aged or elderly people may have low technology competencies, and 

activities should be organized accordingly. 

• In case that the target audience is children, activities should be organized so that 

families can help them.  

• The target audience can be given activities in a way that they can do it face-to-face 

with their family and others. 

• It should be stated to the target audience that they may or may not contact similar 

services after the process.  

• The recording feature of the technology should be used. Then these records can be 

used for self-evaluation of the service providers or an expert can be consulted.  

Examples of statements that support these judgments are as follows: 

In case that it is a project that will be shared on social media, someone who does not have 

internet problems and uses social media more actively should take this task (PST1). 

For a project that will take place electronically, your communication and gestures must be 

very strong. In order to convey our thoughts to the other party, you should work in advance 

(PST9). 

Definitely a video conferencing environment should be created. This is because just audio call 

is not very effective (PST20). 

...they need to choose their age group well (PST23). 

RESULTS AND DISCUSSION 

The majority of the participants (23 participants) preferred T-SL. This is because there were 

significant disadvantages in the E-SL. The first disadvantage concerns communication. According to 

the results of the study, non-verbal communication may not be possible in E-SL and in this context, it 

is necessary to improve the communication skills of students in the virtual environment (Yusof et al., 

2019). Also, service providers may experience communication problems with other stakeholders 

(course advisor, target audience, and partner institution) (McGorry 2012; Bourelle 2014). In order to 

avoid such communication problems, course advisors should give suggestions for tools and platforms 

that can be used for service presentations and continuous communication before service activities. For 

example, in E-SL, it is known that students rely on Whatsapp for communication (Yusof et al., 2019). 

According to the opinions of the participants, the second disadvantage is the lack of proximity/warmth 

due to the inability to provide on-site service. In the study of Malvey et al. (2006), concerns were 
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expressed that service providers would miss the spontaneity and excitement of events. This finding of 

our study supports this concern. According to the opinions of the participants, the third disadvantage is 

that E-SL is inefficient in terms of the benefits of both service providers and service recipients. 

According to the findings in the title of the achievements theme, many gains can be obtained in the E-

SL process. However, only two of the participants preferred E-SL. This is because they gained new 

skills regarding the digital environment and saw the advantages of the digital environment. E-SL in 

general improves digital competencies (Selmo, 2020) and specifically online collaboration skills 

(Yusof et al., 2019). Also, E-SL has advantages brought by the digital world, such as using electronic 

materials (Natalie, 1999) and using electronic portfolios (Yusof et al., 2019). About one-third (9) of 

the participants tended to prefer H-SL. This is because E-SL had advantages as well as T-SL. One of 

the views is that less effort is made in the E-SL than in the T-SL. However, according to Guthrie and 

McCracken (2010), it is difficult to create the E-SL process, and according to Killian (2004), it may 

take more time to design the E-SL approach-based course process compared to the T-SL approach. 

However, some of the participants had a different opinion. Others even supported this view with the 

following advantages of E-SL that facilitate the process: Establishing faster communication with 

electronic tools (Waldner, et al., 2012), accessing information/images faster, not giving burden of 

being guest to service recipient, increasing the service delivery by spreading it over more days, 

activating lazy volunteers (Murray & Harrison, 2005).  

According to the opinions of the participants, the digital competencies of many of them 

increased. E-SL develops digital competencies in general (Selmo, 2020) and develops online 

collaboration skills in particular (Yusof et al., 2019). Not only cognitive but also affective gains 

develop. For example, a sense of online community, which is expressed as a bond of love, occurs in 

our study (Early & Lasker, 2018). Some of the participants found it easier to reach the people they 

served during the E-SL process. The E-SL approach has the potential to include individuals and 

groups who cannot benefit from such activities due to their conditions (Strait & Sauer, 2004; Strait & 

Nordyke, 2015). In our study, the participants had the opportunity to serve the community from where 

they were. In this context; The E-SL approach can enable lazy volunteers to participate in such 

activities (Murray & Harrison, 2005). Moreover; introverted participants provided more comfortable 

service (Seifer & Mihalynuk, 2005).  

Many problems were encountered in the E-SL. One of the most common problems is the lack 

of infrastructure. Particularly, it is difficult for students in rural areas to participate in E-SL due to the 

lack of infrastructure (Nielsen, 2016). Another problem related to this problem is the lack of 

opportunities. Inequality of opportunity in education was already a problem. These inequalities 

became more evident during the pandemic process (Bozkurt, 2020b). There is a digital gap between 

those who have access to digital technology tools and those who do not (Koss, 2001; Hargittai, 2003). 

It also applies to the E-SL understanding. In order to reduce this inequality of opportunity and digital 

divide, infrastructures that can be used free of charge and/or electronic tool support should be 

provided. In cases where this cannot be done, it is necessary to determine the expectations from the 

course accordingly and convey this to the community partners (Stefaniak, 2020). Unfortunately, 

students and/or communities that do not have digital tools and/or internet will not be able to participate 

in this process at all (Murray & Harrison, 2005). Another problem encountered in E-SL is the inability 

to find a target audience. Another problem related to this problem is that the target audience is 

reluctant and shy, even if there is a target audience. Even if the target audience is not shy, it can be 

difficult to set up a meeting with the target audience. It also applies to group communication. All of 

these problems are communication problems. In the E-SL process, stakeholders (serving student, 

service recipient/group or partner institution) may experience communication problems (McGorry 

2012; Bourelle 2014). In order to find the target audience, contact can be made through the social 

media platforms opened on the relevant subject. For the reluctant target audience, it is required to 

better explain the benefits of the project to the service recipient, to make the service offerings more 

impressive, and to use more suitable platforms. It is important to use instant common messaging 

applications for communication with the target audience and intra-group communication.  
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Since it was emergent distance learning process, the participants suddenly switched to E-SL, 

and many of them offered advice on planning and preparing for the E-SL process. Establishing the E-

SL process is difficult (Guthrie and McCracken 2010). Also, it may take more time to design the E-SL 

approach-based course process compared to the T-SL approach (Killian, 2004). Course advisors 

should be aware of this situation and should design the course process in collaboration with people 

who have experience or expertise in the distance education process. Also, technology is changing 

rapidly and consultants who will take care of creating this process must constantly follow the 

technology (Guthrie and McCracken 2010). 

In addition to its strong findings, this study contains some limitations. The study is limited to 

the emergency remote education process, 30 social studies preservice teachers, community service 

practices course projects carried out by the preservice teachers, and a qualitative measurement tool. In 

this context, it is recommended to carry out similar studies including quantitative studies on distance 

education process, preservice teachers in other departments and/or different projects. Moreover, the 

study gave clues related to the possible benefits of E-SL to social studies preservice teachers. But more 

studies are needed to see how much it benefits and what long-term effects it has.  

As a result, E-SL has disadvantages as well as advantages. At the same time, E-SL must be 

preferred in processes such as the Covid-19 pandemic. The development of technology also ensures 

that the E-SL has a solid place in the future. However; in the current situation, the advantages of T-SL 

and its gains in this context cannot be ignored. For this reason, choosing H-SL, which is a combination 

of both, is the most meaningful for now. 
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Abstract 

Preschool education develops self-regulation and plays skills in children. This study aims to determine 

preschool children's self-regulation skills and play skills and reveal the relationship between them. The 

study, designed according to the relational screening model, was carried out with 338 children aged 4 

and 5 attending kindergarten and preschool. The children were observed for a month, and each child's 

self-regulation and play skills were evaluated by the teachers using the "Self-Regulation Skills Scale 

for 4-6-year-old Children (Instructor Form) (SRSS)" and "Play Skills Scale (PSS)". Descriptive 

statistics, difference tests, and correlation analysis were used to analyze the collected data. As a result 

of the study, it was found that children's self-efficacy skills and play skills are high, there is no 

significant difference in skills between girls and boys, and there is a positive and strong relationship 

between these skills. In this context, it is recommended that preschool teachers include practices that 

will support both skills. 

Keywords: Preschool Children, Self-Regulation Skills, Play Skills. 

DOI: 10.29329/ijpe.2023.517.7 

Submitted: 13/07/2022  Accepted: 09/01/2023   Published: 01/02/2023 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

------------------------------- 
i Dondu Neslihan Bay, Assoc. Prof. Dr., Early Childhood Education, Eskişehir Osmangazi University, ORCID: 

0000-0002-2656-0458 

Email: bayneslihan@gmail.com   



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

100 

INTRODUCTION 

This study addressed children's self-regulation skills and play skills and the relationship 

between them. The importance of play and self-regulation in preschool education has been discussed 

in many studies (e.g., Aksoy & Yaralı, 2017; Bodrova & Leong, 2007; Elias & Berk, 2002; Goldstein 

& Lerner, 2017; İvrendi, 2016; Miller & Almon, 2009; Savina 2014; Sezgin & Demiriz, 2017; Slot et 

al., 2017; Tuzcuoğlu et al., 2020; Whitebread et al., 2008). The positive effects of play and self-

regulation skills on different variables in the preschool period were revealed in the studies. These 

studies also revealed the need to understand children's play and self-regulation skills and their effects 

on each other. Being play-based is one of the characteristics and principles of the preschool curriculum 

prepared by the Ministry of Education and implemented in public schools in Turkey. The curriculum 

stimulates the preparation and implementation of all activities with play. Another essential 

characteristic of the developmental curriculum is that it contains many elements to support self-

regulation skills in children (MoNE, 2013). This curriculum is implemented in public schools and is 

optional for 3-6-year-old children in Turkey, free of charge. Determining the effect of the preschool 

curriculum on the development of children's self-regulation and play skills is vital in developing 

programs. The study addressed the play and self-regulation skills of 338 children attending preschool 

education in Turkey. In this context, it is thought that there is not enough research on this cultural 

structure.  The results of the research aim to have significant contributions to understanding children's 

self-regulation and play skills levels and the relationship between them. It is thought that the results 

will guide teachers pedagogically and contribute to the development of preschool education in Turkey. 

There may be differences between children's self-regulation and play skills in different 

cultures, and the relationship between these skills may also differ. Studies on different variables of 

self-regulation skills have been conducted in Turkey (Çelik & Kamaraj, 2020; Erol & İvrendi, 2018; 

Ertürk, 2013; Ertürk-Kara, & Gönen, 2015; Fındık Tanrıbuyurdu & Güler Yıldız, 2012; Kara & 

Gönen, 2015; Sezgin & Demiriz, 2017; Tuzcuoğlu et al. 2020; Yaralı &Aytar, 2017); but there are 

limited studies on the relationship between self-regulation and play skills (Aksoy & Yaralı, 2017; 

İvrendi, 2016; Özdemir & Budak, 2019). This study, which will expand the literature on self-

regulation and play skills in Turkey, aims to examine the relationship between play skills and self-

regulation skills of preschool children. For this purpose, the following questions were addressed in the 

study: 

• Is there a significant difference in children's self-regulation skill scores according to 

gender? 

• Is there a significant difference in children's play skill scores according to gender? 

• Is there a relationship between children's play skills, self-regulation skills, and sub-

dimensions? 

Self-Regulation and Play Skills in Preschool  

Self-regulation refers to the potential of the individual to direct their activities for their 

purpose in the face of changing conditions and time (Moravska, Dittman, & Rusby, 2019). In other 

words, self-regulation is the ability of a person to control their behavior based on motives in reaching 

the goal they have set for themselves (Zimmerman & Schunk, 2008). An individual's ability to focus 

attention, manage his emotions and thoughts, and choose the appropriate behavior is achieved by self-

regulation (McClelland & Cameron, 2012). Although the development of self-regulation, which has a 

multidimensional structure with the skills to control emotions, thoughts, and behaviors, takes years, it 

has a rapid growth potential in early childhood (Timmons, Pelletier, & Corter, 2016; Wanless et al., 

2016). In this period, executive functions form the cognitive dimension of self-regulation skills and 

reveal the behavioral self-regulation dimension by reflecting on the child's behaviors in real life; they 

consist of attention, inhibitory control, and working memory skills (McClelland & Cameron, 2012). 

The skills related to these three executive functions are the basis for children to achieve their goals 
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(Blair & Raver, 2015). Attention reflects the child's receiving information for recall and later use, 

paying attention while receiving and processing (McClelland & Tominey, 2011). Inhibitory control 

permits individuals to inhibit their impulses and natural, habitual, or dominant behavioral responses to 

stimuli to select a more appropriate behavior consistent with completing their goals (Eisenberg et al., 

2004). Working memory is the structure that enables mental processing and keeping the information in 

memory (McClelland & Tominey, 2011). Self-regulation skills that emerge in the preschool period 

from the use of executive functions seem to be quite effective in academic and social achievements 

(Blair & Raver, 2015; McClelland & Cameron, 2012). For this reason, studies have been conducted on 

the effects of preschool education practices on self-regulation skills (e.g., Ponitz et al., 2009; 

Mccelland & Tominey, 2011; Timmons et al., 2016). For example, in the research of Points et al. 

(2009), it was seen that there is a positive relationship between self-regulation and classroom teacher 

practices. McCelland and Timmey (2011) also revealed the importance of determining self-regulation 

skills in the preschool period on academic success. Timmons et al. (2016) detected changes in 

children's self-regulation skills in different classroom contexts. Related research has expanded the 

scope of knowledge on self-regulation skills. In the study, self-regulation skills in children were tried 

to be explained in the context of play skills. 

With research, awareness of the importance of self-regulation skills in academic achievement, 

school readiness, and classroom behavior is gaining momentum (e.g., Blair & Raver, 2015; Eisenberg 

et al., 2010; Hubert et al., 2015; McClelland et al., 2007; McClelland & Tominey, 2011; Montroy et 

al., 2014; Rimm-Kaufman et al., 2009; ten Braak et al., 2019). Some self-regulation skills used to 

reach the goals, such as paying attention, following instructions, and preventing inappropriate 

reactions, are considered critical for academic achievement (Bilgici & Deniz, 2021; Montroy et al., 

2014). These self-regulation skills, acquired at an early age, continue to be gained steadily at later ages 

(McClelland et al., 2007; Raffaelli et al., 2005; Tominey & McClelland, 2011). Children with high 

self-regulation skills in preschool were observed to achieve more gains in terms of math skills, 

vocabulary, and literacy skills (ten Braak et al., 2019; McClelland et al., 2007; Montroy et al., 2014; 

Pointz et al., 2009). Children who are seen as weak in terms of self-regulation may show negative 

behaviors in their classrooms and may underperform in acquiring academic skills (Berkman et al., 

2012). These children, who may suffer from regressions in their mental development and experience 

behavioral problems, are at risk (Eisenberg et al., 2004). Interventions for children whose self-

regulation skills regress or progress were effective with observations and evaluations (Mischel, 2016), 

relating early childhood curriculum regulations to self-regulation. The development and 

implementation of a play-based curriculum as a way to develop self-regulation skills in children 

revealed the relationship between play and self-regulation (e.g., Bodrova & Leong, 2007; Pelletier & 

Corter, 2005; Sezgin & Demiriz, 2017; Timmons et al. al., 2016; Tominey & McClelland, 2011). 

Children use the basic self-regulation skills while playing and improve these skills through 

play (Hawes et al., 2012). Children set limits on their behavior in their plays without any external 

intervention, which can be seen as the initiation of self-regulation (Bodrova et al., 2013). Children's 

self-regulation skills affect their ability to continue their play with their peers and be playmates 

(Özdemir & Budak, 2019). According to Vygotsky (1978), the zone of proximal development, which 

improves self-regulation skills enabling self-regulation, emerges as the child resists instant impulsive 

reactions and obeys the rules through play (as cited in Savina, 2014). For children with low play and 

self-regulation skills, the teacher helps determine the roles and planning, setting up a scaffolding 

within the zone of proximal development. The support should be reduced as the child's play level 

increases (Bodrova & Leong, 2007). According to Piaget (1962), the process of determining the play, 

the rules of the play, and deciding what will happen when the rules are broken is essential in 

developing cooperation and autonomy morality. To ensure development, teachers should focus on 

cooperation; they should avoid setting the rules of the play, managing the play, and supervising how 

children follow the rules (as cited in Savina, 2014; Smirnova, 1998). Hence, studies have shown that 

children playing games show more improvement in self-regulation skills (Diamond et al., 2007; Elias, 

& Berk, 2002; Qu, 2010; Robson, 2010; Tominey, & McClelland, 2011; Vieillevoye, & Nader-

Grosbois, 2008; Whitebread et al., 2009). The play enables the child to acquire basic self-regulation 

skills by providing purposeful behavior, flexible thinking, communication and cooperation with peers, 
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and the opportunity to focus attention on the task (Timmons et al., 2016). For example, in socio-

dramatic play (Elias & Berk, 2002), which sets forth children's ability to regulate their behavior in the 

classroom environment, children exhibit higher self-regulation skills by discussing their roles and 

sharing common play objectives (Qu, 2010). Children continue to interact with their peers during play 

by regulating their emotions and behaviors even if they do not like the role given to them, which is a 

significant indicator of the development of self-regulation (Ashiabi, 2007). Therefore using play in 

education should be considered an essential strategy to increase self-regulation skills (Bodrova & 

Leong, 2008; Aksoy & Yaralı, 2017). As a result, the importance of self-regulation and play skills and 

the relationship between them is underlined. 

METHOD 

Study Design 

A correlational survey model was used in this cross-sectional study. It is a model that aims to 

examine the relationship between two or more variables without intervening (Büyüköztürk et al., 

2010). The study was carried out in kindergartens and preschools affiliated with MoNE in Turkey's 

Central Anatolia region between February 28, and April 29, 2022.  

Setting and Participants 

The accidental sampling method, which provides easy access to the sample (Büyüköztürk et 

al.2010), was used in the research. The research was carried out in 5 schools and 20 preschool classes; 

14 classes from 3 kindergartens and 6 preschool classes from 2 primary schools, located in a province 

in Central Anatolia. Kindergarten offers 3-year education for 3-5-year-old children, and preschool 

offers 1-year education within the primary school. MoNE play-based curriculum is used in these 

schools. The children were considered from regular-income families because both their parents were 

working. Participants consist of 4 and 5-year-old children who do not have any disability and whose 

parents agreed to participate in the study. According to National Education Statistics, 5,501 children 

aged 4 and 5 receive preschool education in the province (MEB, 2022). When the population is 5000, 

the sample size can be taken between 234 and 357, taking into account the 0.05 deviation error 

(Yazıcıoğlu & Erdoğan, 2004). 338 children participated in the study. Of these, 49.4% (n = 167) were 

girls and 50.6% (n = 171) were boys. Regarding the distribution by age, 74.9% (n = 253) were 5-year-

old and 25.1% (n = 85) were 4-year-old; 69.8% (n =236) attended kindergarten, and 30.2% (n =102) 

preschool. 

Data Collection 

Before collecting the data, preschool teachers were met and informed about the scales. 

Teachers observed children for a month before filling out scale items. They filled out the scales for 

each child at the end of the month; they took their previous observations about the child into account. 

The researcher collected the data between February 28 and April 29, 2022. To ensure reliability, it was 

confirmed that the teachers understood the items of the scales and it was ensured that the scales were 

filled by the same teacher without changing teachers. 

Data Collection Tools 

The data were collected by the Demographic Form, Self-Regulation Skills Scale for 4-6-Year-

Old Children (Teacher Form), and the Play Skills Scale. 

The Demographic Form consisted of three questions to collect information about the gender 

and age of the children and the type of school they attend. 

Self-Regulation Skills Scale for 4-6-year-old Children (Instructor Form) (SRSS): The scale 

was developed by Erol and İvrendi (2018) by working with 20 preschool teachers and 438 children. 
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The 5-point Likert-type scale consists of 22 items and has a 3-dimensional structure. The sub-

dimensions of the scale are Inhibitory Control (8 items), Attention (9 items), and Working Memory (5 

items). The internal consistency coefficient of the whole scale was 0.94, and the internal consistency 

coefficients of the sub-dimensions were between 0.91 to 0.87. The split-half coefficient was 0.90 (Erol 

& İvrendi, 2018).  

In the current study, the Cronbach Alpha value of the whole scale was 0.95; it was 0.92 for the 

Inhibitory Control; 0.93 for attention; and 0.91 for working memory. As a result of the reliability 

analysis, it can be said that the data obtained from 4-6-year-old children using SRSS are reliable. 

Play Skills Scale (PSS): The Play Skills Scale, developed by Fazlıoğlu, Ilgaz, and Papatğa 

(2013), consists of 27 items. It uses 5-point Likert-type rating and has one dimension. The scale 

should be filled out by someone who knows the child well (teacher or parent). The scale's Cronbach 

Alpha internal consistency coefficient was high, .93. 

In this study, the Cronbach Alpha value of the scale was 0.95. As a result of the reliability 

analysis, it is accepted that the data obtained using the Play Skills Scale are reliable.  

Data Analysis 

SPSS (Statistical Package for the Social Sciences) was used to analyze the data in the study. 

Cronbach's alpha coefficients were calculated to check the reliability of the scales, and it was 0.95 for 

both scales. Accordingly, it is inferred that the scales are highly reliable (Özdamar, 2016). In addition, 

the Item Total Correlation values showing the differentiation of the dimensions were between 0.5 and 

0.8. Accordingly, it is understood that the scales are sufficient in terms of reliability and differentiation 

criteria (Özdamar, 2016). The data distribution was tested by the Skewness and Kurtosis 

measurements. It was seen that the Skewness and Kurtosis of all dimensions are between ±2 (Please 

see Table 1). According to George and Mallery (2010) it can be accepted that the distribution of all 

dimensions has Normal Distribution. The outcomes were shown as frequency, percentage, and 

median. The significance of group means’ differences were tested by an Independent Sample t-test. 

Pearson correlation analysis was used to determine the relationships between scales and subscales.  

RESULTS 

The descriptive statistics of SRSS and PSS, Independence Sample t-test results for the 

differences in children's self-regulation and play skills according to gender, and Pearson Correlation 

analysis results showing the relationship between children's self-regulation and play skills are 

displayed below in the tables. 

Descriptive Statistic 

Descriptive statistics were calculated to determine preschool children's self-regulation and 

play skills, and the results are given in Table 1 and Table 2.  
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Table 1. Descriptive statistic 

  Min. Max. X Sx Mean Skewness Kurtosis 

Play Skills Score (PSS) 51 135 111.54 16.24 4.13 -0.756 0.535 

Self-Regulation Skills 

Score (SRSS) 
39 110 87.97 14.42 3.99 -0.706 0.532 

Inhibitory Control 8 40 31.04 6.43 3.88 -0.787 0.461 

Attention  11 45 35.47 6.75 3.94 -0.782 0.638 

Working Memory   7 25 21.46 3.36 4.29 -0.978 1.280 

N 338       

*  <0,05 

Table 1 shows the descriptive statistics of the scores. Accordingly, the mean SRSS score is 

87.97 (±14.42), and the mean PSS score is 111.54 (±16.24). PSS scores range from 51 to 135, and 

SRSS scores are between 39 and 110. The means of the scales and sub-dimensions were calculated by 

proportioning the mean item scores to the number of items. The scores between 3.70 and 5.00 are 

considered high (Tekin, 2002). Therefore, it can be said that both self-regulation skills (3.99) and play 

skills (4.13) of preschool children are at high levels. Regarding the sub-dimensions of SRSS, the 

highest mean score belongs to the working memory dimension (4.29). According to Table 1 the 

Skewness and Kurtosis values show that the distribution of all dimensions is normal.    

An Independent Sample t-test is a parametric test used to compare two independent groups 

when the data are normally distributed. Since the data were normally distributed in the study, The 

Independent Sample t-test was used to determine whether children's self-regulation and play skills 

differed significantly according to gender.  

Table 2. Independent Sample t-test results by gender 

  Gender n X̄ Sx  

Play Skills Score (PSS) 
Female 167 112.60 14.97 

0.234 
Male  171 110.50 17.38 

Self-Regulation Skills Score (SRSS) 
Female 167 89.33 12.79 

0.085 
Male  171 86.64 15.77 

Inhibitory Control  
Female 167 31.50 5.80 

0.199 
Male  171 30.60 6.98 

Attention  
Female 167 36.16 6.00 

0.061 
Male  171 34.80 7.36 

Working memory   
Female 167 21.68 3.16 

0.246 
Male  171 21.25 3.55 

 

Regarding the mean scores that girls and boys achieved from both scales in Table 2, girls' 

mean scores are slightly higher than boys. However, there is no statistically significant difference 

between the scores according to gender ( >0.05).  

Relation between Self-Regulation Skills and Play Skills 

The results of the Pearson Correlation analysis addressing the relationship between self-

regulation and play skills are given in Table 3. 
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Table 3. Results of the Pearson correlation analysis 

  
Play Skills 

Score 

Self 

Regulation 

Skills Score 

Inhibitory 

Control 
Attention 

Working 

memory 

Play Skills Score 
𝑟 1     

𝑝      

Self-Regulation Skills Score 
𝑟 .700** 1    

𝑝 .000     

Inhibitory Control  
𝑟 .676** .886** 1   

𝑝 .000 .000    

Attention  
𝑟 .586** .899** .644** 1  

𝑝 .000 .000 .000   

Working memory   
𝑟 .530** .788** .596** .617** 1 

𝑝 .000 .000 .000 .000  

 

The correlation coefficient is categorized by the “ ” value, and if the " " value is between 

0.68 and 1.0, it indicates a strong and high correlation (Taylor, 1990). Regarding the table above, there 

is a positive and strong relationship between children's play skills and self-regulation skills ( =0.700 

<0.05). In addition, regarding children's play skills and the sub-dimensions of self-regulation skills, 

play skills have a positive and strong relationship with the Inhibitory Control (  =0.886  <0.05), a 

positive and moderate relationship with the attention dimension (  =0.586  <0.05) and a positive and 

moderate relationship with the working memory dimension (  =0.530  <0.05).  

Accordingly, there is a statistically significant relationship between children's self-regulation 

and play skills. It is inferred that children's self-regulation skills vary according to their play skill 

levels.  

DISCUSSION AND CONCLUSIONS 

Descriptive statistics, difference tests, and correlation analysis were performed on the data 

obtained from 388 children to reveal preschool children's self-regulation skills and play skills and the 

relationship between them. The review of the analysis showed that the children's self-regulation skills 

(3.99) and play skills (4.13) were high. 

The fact that both skill levels are high shows the developmental similarities of children's self-

regulation and play skills. In the study, the differentiation of these skills according to gender was 

tested, and although girls' mean scores were slightly higher than that of boys, this difference was not 

significant. 

Some studies on children's self-regulation skills reported that girls' self-regulation skills were 

higher than boys (Raffaelli et al., 2005; Veijalainen et al., 2017). However, Gestsdottir et al. (2014) 

examined children's self-efficacy skills in Iceland, Germany, and France. They concluded that there 

was no gender-based difference in these countries except in Iceland. No gender differences were found 

in some studies conducted in Turkey (Fındık Tanrıbuyurdu & Güler Yıldız, 2012; Kara & Gönen 

2015). Similarly, the studies on children's play skills showed no significant difference between the 

play skills of girls and boys (Aksoy & Yaralı, 2017). This inconsistency in the research results is 

thought to be due to the differences between cultures. İvrendi et al. (2019) conducted a study on the 

perceptions of play by Turkish and Norwegian teachers, mothers and children; they discovered that 

there were differences between the two cultures in defining play and using materials, which supports 

the view of intercultural differences. In addition, the gender-based score differences in this age group 

were minor; thus, they cannot cause differentiation (Matthews et al., 2009). As children grow, the 

differences in skills may increase with age (Montroy, 2014). 

Studies show that children's self-regulation and play skills positively affect each other (e.g., 

İvrendi, 2016; Slot et al., 2017; Qu, 2010; Whitebread et al., 2009). A positive correlation was 
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revealed in the current study between children's play skills and self-regulation skills and their sub-

dimensions. Play allows children to practice the regulation of their own and peers' emotions, 

behaviors, and thoughts (Timmons et al., 2021). Aksoy and Yaralı (2017) found a positive and 

significant relationship between the emotion regulation dimension, one of the sub-dimensions of self-

regulation, and play skills. In their study addressing the relationship between play and self-regulation 

skills, Carlson, White, and Davis‐Unger (2014) found a positive correlation. In another study, a strong, 

positive relationship was found between socio-dramatic play and self-regulation (Elias & Berk 2002). 

Slot et al. (2017) found a significant positive relationship between play and cognitive and emotional 

self-regulation skills. Studies have also shown that children who play more interactive plays have 

higher self-regulation skills (İvrendi, 2016; Whitebread et al., 2009; Vieillevoye & Nader-Grosbois, 

2008). Koçyiğit et al. (2015) concluded that children's play skills decrease as their emotional 

regulation problems increase. These studies are consistent with the findings of the current study. 

However, Glover Gagnon et al. (2014) concluded that self-regulation does not significantly affect play 

behavior. Pierucci et al. (2014) found no relationship between pretended play and executive function 

skills. The results of these studies do not overlap with the results of the current study, which may be 

due to the children's differences. 

In summary, revealing the strong relationship between play skills and self-regulation skills 

promotes strengthening these skills together. Play allows children to think about their emotions, 

develop cooperative behaviors, and provide self-control (Savina, 2014). Thus, it will be easier for 

educators to decide on the practices that support both skills. The resulting outcome will also be helpful 

for policymakers. It will contribute to the development and reinforcement of the MoNE curriculum on 

play and self-regulation skills in Turkey. 

LIMITATIONS AND SUGGESTIONS 

This study differs from other studies on children's self-regulation and plays skills in Turkey 

because it focuses directly on these skills and their relationship (Aksoy & Yaralı, 2017; İvrendi, 2016; 

Özdemir & Budak, 2019). The outcomes provided important information about the relationship 

between self-regulation and play skills. The results obtained from this study will contribute to 

increasing Turkish preschool teachers' awareness of the importance of self-regulation and play skills. 

By providing the necessary support and opportunity for children to play, teachers can scaffold their 

development and help to improve self-regulation skills (Timmons et al., 2016). This research has 

strengths; however, it has some limitations that must be accepted. A limitation of this quantitatively 

designed study is that the scale items were coded based on observations, lacking teacher-child 

interaction. The quality of teacher-child interaction is considered important in children's self-

regulation development (Pianta & Stuhlman, 2004; Timmons et al., 2016). Different research models, 

which also consider the lack of teacher-child interaction, could be the focus of future research. 

Another possible limitation is that although the children participating in the study were from 

various kindergartens and preschools, other factors such as socioeconomic status and family 

characteristics could also be important variables. Potential mediators or drivers in the relationship 

between self-regulation and play skills should be examined, and the effects of these variables should 

be revealed. 

Another limitation of this study is the failure to benefit from the observations of the parents. 

With further research, children's self-regulation and play behaviors can be evaluated by including 

parental views, and the consistency of the results can be tested. The data obtained from this research 

can be enriched by evaluating the relationships between self-regulation and play behavior in children 

with a longitudinal study. 
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Abstract 

This study aimed to investigate how awareness of pre-service teachers is reflected in the process when 

making oral and written arguments, the effect of using modal representations on the quality of the 

argument, what modal representations students use when making arguments, and what modal 

representations they consider important (especially when defending their claims). The method of the 

research is the convergent parallel design, one of the mixed research methods. The sample of the study 

consists of 2nd grade pre-service teachers (N=83) studying at a state university in the north east of 

Turkey, selected by convenience sampling method. In the quantitative dimension of the study, 

Argumentation-based inquiry (ABI) reports evaluation form was used, while in the qualitative 

dimension, video recordings, semi-structured interviews and photographs (presentation board pictures) 

and ABI reports were used as data collection tools. Analysis shows pre-service teachers need an 

education or an activity to raise awareness.  The pre-service teachers who gained this awareness use 

different types of representation in a larger number and variety and do this in order to serve a purpose 

(such as defending their claims). 
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INTRODUCTION 

The expectation of educators to involve students in scientific research and reasoning has 

prompted educational researchers to conduct research to better understand how students construct 

arguments in different laboratory / course applications and what teaching strategies support the 

development of this scientific practice (Petritis, Kelley & Talanquer, 2020). Because researchers note 

that opportunities are still missing in science classes for students to discuss (Osborne, 2010). 

Argumentation is a process in which persuasive conversations can take place that offer students the 

opportunity to discuss a science topic and involve them in the discussion. In studies on argumentation, 

Argument-Driven Inquiry (ADI) and Science Writing Heuristic (SWH) teaching models draw 

attention (Hand & Choi, 2013; Keys et al., 1999; Sampson et al., 2010; Walker et al., 2012) Although 

their approach to involving students in the discussion is different, they are in the same direction in how 

they define arguments and evidence in both models (Sampson et al., 2010; Burke et al., 2006). It 

provides guidance for developing tasks (Walker et al., 2012). The SWH approach allows students to 

start by identifying a researchable question, to determine their initial thoughts on it, to conduct 

observations, experiments and/or researches to answer research questions, to make evidence-based 

claims and to reflect how their opinions changed during their experiences.  Similarly, the ADI teaching 

model directs students to make temporary arguments in the form of claims, evidence and reasoning, 

and, to participate in a peer evaluation process before reviewing their final arguments (Sampson et al., 

2010; Walker et al., 2011). In this study, inquiry-based investigations were conducted using the SWH 

approach. 

Theoretical Framework 

Argument-Based Inquiry approach  

This study is theoretically grounded by argumentation-based inquiry (ABI), which is based on 

Science Writing Heuristic (SWH) aprroach. Argumentation is the formation of arguments that can 

enable the use of scientific data and evidence when defending their claims or making counter-

arguments (Simon, Erduran, & Osborne, 2006). At the same time, it is to put forward reasons related 

to an event or situation and to persuade and convince by providing appropriate evidence (Driver, 

Newton & Osborne, 2000). An argument is defined as a claim that "consists of either assertions or 

conclusions and of their justifications, or of reasons or supports" (Zohar & Nemet, 2002, p. 38). 

According to Toulmin (1958), the basic components of the argument are "claims, data, warrants, 

qualifiers, backings, rebuttals". Choi et al. (2013), on the other hand, defined the structure of 

questions, claims, and evidence within the structure of arguments as an integral part of completing any 

interrogation activity.  

The ABI was developed for science learning from laboratory activities through written and 

verbal argumentation (Hand 2008; Keys et al. 1999). This approach is based on students' ability to ask 

questions, test the evidence, make arguments in parallel, and use decision-making strategies while 

comparing their claims with existing scientific information (Hand, Wallace & Yang, 2004). The ABI 

approach emphasizes the importance of negotiating ideas while students create questions, claims, and 

evidence, and link questions, claims, and evidence (Choi, Hand & Norton-Meier, 2014). 

The argument process realizes conceptual understanding, research ability and understanding of 

scientific epistemology in students, makes students curious and active, encourages them to create 

explanations by providing in-depth understanding, and provides opportunities for students and 

teachers to review and solve errors thoroughly (Driver, et al, 2000; Kaya & Kılıç, 2008). In addition, 

students' understanding of the nature of science and scientific issues are improving (Keys, et al., 

1999). At the end of the process, the individual is expected to form an argument. The argument 

mentioned herein has the characteristics of suggesting a reason for an event or situation and testing the 

causes of the event/situation from different perspectives with appropriate evidence (Driver et al., 

2000).  
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During ABI applications, students fill out the ABI report form. While they have the 

opportunity to re-test their effectiveness and think about what they have learned by writing their 

claims and evidence in their reports, they become aware of what they are doing by writing their 

reflections in the section on how their ideas have changed, and this writing process helps them 

establish a connection between what they understand and what they talk about (Burke, Greenbove & 

Hand, 2006). At the end of the ABI applications, the student completes his scientific argument about 

the subject he is working on.  

Evaluation of scientific argument (Argument quality) 

As the effects and importance of the argument are understood in the literature, students' ability 

to make arguments and quality of arguments begin to gain attention (Choi et al., 2013). Most studies 

focused on Toulmin's (1958) argument components to define and analyze students' argument structure 

(Kelly, Drucker & Chen, 1998; Bell & Linn (2000). However, various studies have reported that using 

only Toulmin's argument scheme is not enough to evaluate the structure of the argument built by the 

students (Choi et al. 2013). Some researchers used Toulmin's argument scheme on this issue, but 

expanded it or added additional dimensions (Jimenez-Aleixandre et al. 2000; Erduran et al. 2004). A 

group of researchers has put forward guidelines to analyze the quality of their arguments, arguing that 

the shared criteria are incorrect (Blair & Johnson 1987; Kelly & Takao, 2002; Kelly & Bazerman, 

2003; Sandoval & Millwood, 2005). For example, Blair and Johnson (1987) stated the content and 

outcome relationship, competence and acceptability criteria for a good argument, while Kelly and 

Bazerman (2003) stated the epistemic levels of the claims, the verbal adaptations that link the claims 

as dimensions of the persuasiveness of the evidence, and the rhetorical movements required by the 

specific academic task. (the epistemic levels of claims, the lexical cohesions tying claims together as 

dimensions of persuasive uses of evidence, and the rhetorical moves required of the particular 

academic task) emphasizes. In addition, Sandoval and Millwood (2005) stated that "co-ordination of 

claims and evidence" should be taken into account in assessing the quality of student arguments, along 

with "conceptual competence" (such as the conceptual nature of the allegations, the adequacy of the 

evidence related to the allegations).   

Kelly et al. (2005), who put forward eight criteria (e.g. solvable research questions, lines of 

reasoning that are convergent, overall support of claims etc.) for evaluating the argument, pointed out 

that a high-quality written argument involves more than one description and convergent reasoning. 

Similarly, Choi et al.(2013) developed analytical and holistic argument evaluation frameworks to 

assess the quality of written arguments produced by students using the SWH approach, suggesting 

questions, claims, question-claim relationship, evidence, claim-evidence relationship, multiple modal 

representations and reflection components. The importance of using multiple modal representations in 

science is emphasized by many researchers in the literature (Dolan & Grady 2010; Gilbert 2005; 

Kozma & Russell, 2007; Lemke, 1998). In this research, ABI Report Evaluation Form, which was 

prepared similar to the criteria of Choi et al. (2013), was used. Detailed information about the rubric is 

presented in the data collection tools section. 

Argumentation and modal representations  

Representations containing modes such as pictures, graphics, mathematical expressions, text, 

tables, models, diagrams, animations, each with different content and function, with different strength 

and weakness in the size of accuracy, clarity and connotation meaning, are indicated as modal 

representations (Ainsworth 2006; Günel & Yesildag-Hasancebi, 2016).  Wu and Puntambekar ( 2012) 

stated that representations are define  as “range of transformations that conceptualize, visualize, or 

materialize an entity into another format or mode” in education research and representations can be 

classified in four categories: “verbal-textual (metaphors, oral propositions and written text), symbolic-

mathematical (equations, formulas, structures), visual-graphical (animations, simulations, diagrams, 

graphs, tables), and actional-operational (demonstrations, gestures, manipulatives, physical models)” 

(p.755).  In the literature, there is a consensus that students should understand, develop, use and 

transfer different modes rather than sticking to certain modes in their description and explanations of 
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science concepts and phenomena (Ford 2007; Mursia, 2010, Gunel, Hand & Gunduz, 2006; Prain & 

Waldrip, 2006). Studies emphasize that the use of more than one modal representation supports 

students to develop a deeper understanding of science (Ainsworth 2006; Nakhleh & Postek 2008) and 

enables them to learn scientific concepts (Kozma & Russell 2005; Parrill, Nakhleh & Donovan, 2000).  

Recent studies in science education emphasize the importance of scientists associating 

argument and modal representation to generate knowledge (Namdar, 2017). Both empirical and 

theoretical studies emphasize that using multiple modal representation has the potential to support 

scientific discourse and argument (Ainsworth, 1999; Airey & Linder, 2009; Kozma, 2003; Pallant & 

Lee, 2015). Because argumentation leads to greater use of representations to organize information in 

discussion contexts (Namdar, 2015; Namdar & Shen, 2016).  

Given that science concepts are represented in different modal forms and make arguments 

using different modal forms, and these representations make it easier to understand concepts, students 

should be given opportunities to create arguments through questioning activities where they can 

interact with different modal forms (Hand & Choi, 2010). At this point, it can be said that teachers 

have a critical role in creating such learning environments (Günel & Yesildag-Hasancebi, 2016). 

Therefore, science teachers are expected to understand argumentation in scientific inquiry and science 

teaching, to value its importance (Sampson & Blanchard, 2012), to increase the understanding of using 

representations in the argumentation process (Namdar, 2017), and to create their awareness. For these 

reasons, the role, effects and the way the use modal representations are used are important in the 

argumentation process. Highlighting this issue, Namdar (2017) stated that little is known about how 

pre-service teachers (PSTs) view and use representations. For these reasons, the current research 

focused on pre-service teachers. 

Munfaridah, Avraamidouv, and Goedhart (2021), who examined the articles published in 

scientific refereed journals between 2002 and 2019 about the use of multiple representations in the 

context of physics education, noted that in addition to how students use representations to solve 

problems, there is a gap in the literature of determining the understanding of teaching practice, 

classroom environment, nature of problems and how students' preliminary knowledge affects their 

success in solving problems using different types of representations. The researchers recommend a 

blend of various representations and further research to see how to support students' conceptual 

understanding of physics concepts. In addition, most of the research on modal representations has 

focused on the effects of more than one modal representations on students' learning scientific concepts 

(Kozma & Russell 2005; Parrill et al. 2000). However, research focused less on students' use of 

multiple modal representations when they are actively engaged in writing activities in the context of 

scientific inquiry (Hand & Choi, 2010). In this context, the aim of the research is to investigate how 

this awareness is reflected in the process when making oral and written arguments, the effect of using 

modal representations on the quality of the argument, what modal representations pre-service teachers 

use when making arguments, and what modal representations they consider important (especially 

when defending their claims). Research questions: 

1. What modal representations do pre-service teachers use while creating and sharing their 

arguments in the ABI process? 

2. How does the use of multiple modal representations affect the quality of the ABI report? 

3. What are the reasons for using modal representations according to the opinions of the pre-

service teachers? 

METHOD 

The method of the research is the embedded design, one of the mixed research methods. In the 

embedded design, the researchers combines the collection and analysis of both quantitative and 

qualitative data within a traditional quantitative research design or qualitative research design 
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(Creewell & Plano Clark, 2011).  The embedded design can be applied to and in cases where the 

researcher has different research questions that require using different data types to improve the 

qualitative/quantitative designs, and scrutinize the main purpose of the research (Creewell & Plano 

Clark, 2018). An experimental process in which two groups (the implementation group that received 

education on modal representation and comparison group) were compared was used in the research. 

Qualitative data were embedded in the experimental design. There are research questions that require 

different data in the research. While quantitative data were required for the second question, 

qualitative data were needed for the first and third research questions. That is, while the effect of the 

use of modal representations is explained with quantitative data, in order to scrutinize this result and to 

determine how meaningful it is, how, how much  and for what purpose the representations are used is 

explained with qualitative data. An experimental process in which two groups were compared was 

used in the research. Qualitative data embedded in the experimental design. There are research 

questions that require different data in the research. While quantitative data were required for the 

second research questions, qualitative data were needed for the first and third research questions. More 

clearly, while the effect of the use of modal descriptions is explained with quantitative data, in order to 

examine this result and to determine how meaningful it is, how and for what purpose the 

representations are used is explained with qualitative data.  

Sample / Research Group 

The sample of the study consists of 2nd grade pre-service teachers (PSTs)  studying at a state 

university in the north east of Turkey, selected by convenience sampling method. There are 83 (44 

implementation group, 39 comparison group) pre-service teachers in the sample.  

Application Process  

Applications were made in General Physics III Laboratory courses. Course content includes 

optic topics (light, shadow, reflection of light, mirrors, refraction of light, lenses). The course is taught 

2-hours a week in the physics laboratory. In the process, one of the two classes was randomly 

determined as the implementation group. The pre-service teachers in both groups formed groups of 3-4 

people they determined. The lessons in the implementation and comparison group were taught by the 

same faculty member. The main difference between the two groups is that the implementation group 

received education on modal representation. The application process is presented in Figure 1. 

 

Figure 1. The Application Process 
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The modal representation education 

Simultaneously (in the first week) with the start of the applications, modal representation 

training was carried out in the application group. This training consists of two stages (Figure 2). 

 

Figure 2. Modal Representation Training 

Data Collection Tools 

In the quantitative dimension of the study, ABI reports evaluation form was used, while in the 

qualitative dimension, video recordings, semi-structured interviews and photographs (presentation 

board photographs) and ABI reports were used as data collection tools. Detailed information on data 

collection tools are as follows: 

ABI report form consists of sections of "what is  my research question?, What is my initial 

thoughts?, What I did? (my experiments observations/research), What I found? (my results/findings), 

What is my claim? (my claims), What is my evidence?, My ideas compared with others, Comparison 

with written resources (information from the written resources/comparing science ideas to textbooks 

or other resources), reflection (my opinions changed?)". The PSTs filled out this report individually 

during each ABI activity process. These reports were evaluated with the ABI report evaluation rubric 

(Hasançebi, 2014). The evaluation rubric is scored between 0 and 3.  

Semi-structured interviews were conducted with 10 PSTs. The main purpose of the interviews 

is to reveal the PSTs' thoughts on how much, for what purpose and how they use modal 

representations in the process of writing and oral argument. The interviews lasted approximately 15-20 

minutes.  

Video recordings and photographs were used to determine the modal representations that 

PSTs use while presenting their arguments. Video recordings include processes to defend PSTs ' 

claims during ABI practices in the classroom environment. Especially since PSTs use the blackboard 

in their argument presentations, the board is photographed at the end of each application. These video 

recordings and photos were made for each ABI event of both the practice and the comparison groups. 
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Data analysis 

First, ABI reports were evaluated through the ABI Evaluation rubric.  In order to determine 

the difference between the two groups in the analysis of ABI reports, the Independent Groups T Test, 

which is one of the predictive analyzes, was applied using the SPSS program.  

Content analysis was performed to determine the modal representations used in ABI reports in 

the qualitative dimension of the research. The modal representations used by the PSTs in the analysis 

were determined as the type of representation (picture, list, table, etc.), how and how much the 

representation was used alone or multiple (picture + mathematical expression or picture + table + 

mathematical expression). Interviews and video recordings were transcribed and prepared for analysis. 

Since the focus is on the same content in video recordings and photos, they have been analyzed 

together. All qualitative data were analyzed with content analysis. Content analysis is an analysis 

method that determines words, concepts, themes or sentences in a text and converts them into 

numerical data (Seggie & Bayyurt, 2015). The sentences (for semi-structured interviews) and modal 

representations like text, picture, table or list (for video recordings, photos and ABI reports) were used 

as analysis unit in this study.  

In order to compare the similarities and differences of the findings obtained from both 

analyzes (quantitative and qualitative) in the research, side-by-side comparison, which is commonly 

used for data analysis comparisons in mixed methods research, and data transformation in the findings 

were applied. The data obtained in the analysis of qualitative documents (ABI report, photograph) 

were transformed into quantitative data. Converting qualitative data to quantitative data involves 

reducing themes or codes to numerical data (Creeswell & Plano Clark, 2011). This conversion was 

done by determining the number of times the theme or code was seen (eg. Table 2). In addition, for the 

side-by-side comparison strategy, qualitative findings in the form of quotations are presented in the 

continuation of the findings that were converted into quantitative data. 

Validity and Reliability 

During the evaluation phase of ABI reports, the researcher evaluated the 10 randomly 

determined reports with an interval of 2 weeks and checked their consistency. All reports were 

evaluated after 94% consistency was achieved. The questions to be asked during the interview were 

generally determined in advance and the opinions of the experts of the field were taken. An 

atmosphere of trust was tried to be created with the interviewees and the other party was informed that 

what they said would remain confidential. In order not to affect the interview process and to be 

evaluated in detail, the interview was recorded with a tape recorder and the participant's permission 

was obtained for recording. During the interview, care was taken to use the terms that the interviewee 

would understand and the accuracy of what he said was tried to be confirmed. Alternative questions 

and probes were used to understand the questions well. In addition, since videos and photographs were 

carried out to determine the impressions that PSTs used while presenting their arguments, these data 

were analyzed together (simultaneously) in order to be able to confirm the same data while analyzing. 

RESULTS 

Modal Representations that PSTs Use (in writing) While Creating Their Arguments  

PSTs formed their arguments in writing through ABI reports (experiment reports). Modal 

representations were usually included in the What I did?, What I found?, My evidence and Comparison 

with resources sections of ABI reports. The representations used in the reports are presented in Table 1 
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Table 1. PSTs' Use of Modal Descriptions in ABI Reports 

ABI Report 

sections 

  What I did? What I found? My evidence Comparison with 

resources 

   (-) (+) (-) (+) (-) (+) (-) (+) 

Topics Group N % % % % % % % % 

Shadow 
Imp. 44 50 50 50 50 66 74 91 9 

Comp. 39 44 54 35 65 68 72 83 17 

Reflection 
Imp. 41 56 44 37 63 54 66 44 56 

Comp. 40 65 35 40 60 67 43 58 42 

Mirrors 
Imp. 44 52 48 23 77 37 63 52 48 

Comp. 37 60 40 24 76 68 32 52 48 

Refraction 
Imp. 44 41 59 30 70 41 59 50 50 

Comp. 40 62 38 16 84 39 61 46 54 

Lenses 
Imp. 43 28 72 30 70 40 60 46 54 

Comp. 40 48 52 28 72 80 20 55 45 

Lenses+Mirrors 
Imp. 43 33 67 30 70 42 58 42 58 

Comp. 40 45 55 24 76 79 21 59 41 

(-): Indicates that there is no modal description (+): Indicates that there is a modal description. 

Imp.: Implementation Group, Comp.: Comparison Group 

 

When Table 1 is examined, it is determined that the number of PSTs using modal 

representations in the my evidence section is close to each other in the first application (shadow), but 

in other applications, the number of PSTs using modal representations in the implementation group is 

higher than in the comparison group.  

When examining the PSTs' use of more than one modal representations together, it was 

determined that when each subject and report section (What I did?, What I found?, My evidence and 

Comparison with resources) were taken into consideration, the number of PSTs who used 3 or more 

modal representations together was found to be higher in the implementation group that received 

modal representations training compared to the comparison group. Related results are given in Table 

2. 

Table 2. PSTs' Use of Multiple Modal Representations Together 

  What I did? What I found? My evidence Comparison with 

resources 

Topics/ Number of 

representations used 

 1 2 3and 

more 

1 2 3and 

more 

1 2 3and 

more 

1 2 3and 

more 

   % % % % % % % % % % % % 

Shadow Imp.  18 6 26 34 16 0 23 5 7 2 2 5 

Comp.  33 13 11 23 40 3 28 5 0 13 2 2 

Reflection Imp.  25 7 12 29 34 0 12 10 24 32 10 15 

Comp.  23 12 0 33 20 7 20 13 0 25 12 5 

Mirrors Imp.  23 16 9 52 25 0 36 14 12 25 9 14 

Comp.  30 5 5 43 32 0 27 5 0 24 16 8 

Refraction Imp.  5 36 18 30 40 0 9 41 9 9 30 11 

Comp.  19 19 0 38 27 19 27 35 0 15 23 15 

Lenses Imp.  2 35 35 9 16 44 14 19 27 5 16 33 

Comp.  7 35 10 31 35 7 10 10 0 28 14 3 

Lenses+ 

Mirrors 

Imp.  9 40 19 9 35 26 12 16 30 12 16 30 

Comp.  28 24 3 28 37 10 7 14 0 35 7 0 

  

 When asked about which parts of the report they used modal representations in their ABI 

reports where they shared their arguments in writing, the PSTs generally stated that they used them in 

the part of What I did?, What I found?, and my evidence. These results coincide with the results 

obtained from the analysis of the ABI reports presented above. Examples of pre-service teachers 

discourses are presented below. 

ÖŞ: We used tables while recording the data we found at the end of the experiment. 
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ÖÖ: At the end of the observation, we wrote the data in a table while explaining something, 

and accordingly we wrote my evidence part making conclusions and interpretation. 

ÖR: We were drawing the experiment setup in the section of the experiment (my doings 

section). We were writing the list of ingredients 

When the types of modal representations used in the experimental reports are examined, it is 

seen that list, pictures and mathematical expressions are mostly preferred by the PSTs in the reports. 

When Table 3 is examined, it is determined that the implementation group used more modal 

representations than the comparison group. In addition, when the combined use of more than one 

modal representation (eg. picture + table) is examined, it is observed that the PSTs in the 

implementation group used them more than the PSTs in the comparison group. 

Table 3. Modal Representations Used Together in ABI Reports 

Topics  Picture Math. List Table Graph Using more than one 

representation 

together 

Total number of 

representation used in 

reports 

Shadow 
Imp. 23 16 9 7 - 5 60 

Comp. 14 10 14 10 - 14 62 

Reflection 
Imp. 10 16 22 - - 38 86 

Comp. 5 14 19 - - 21 59 

Mirrors 
Imp. 18 13 37 4 - 32 104 

Comp. 14 11 25 5 1 17 73 

Refraction 
Imp. 33 15 35 - - 16 99 

Comp. 11 8 - - - 27 46 

Lenses 
Imp. 42 7 42  - 17 108 

Comp. 21 4 26 1 - 3 55 

Lenses+ 

Mirrors 

Imp. 35 24 14 - - 15 88 

Comp. 22 20 14 - - 0 56 

 

When examining which modal representations the PSTs used together, it was determined that 

the use of list + mathematical expression and list + picture together were preferred by the PSTs as seen 

in Table 4. The modal representation numbers used in ABI reports are presented in Table 4. 

Table 4. Modal Descriptions Used Together in ABI Reports 

 Picture 

+math 

Picture

+list 

Math.

+ list 

Math+ 

table 

List+

Table 

List+ 

Graph 

Table+ 

Graph 

Picture 

+math+

list 

Picture 

+math 

+list 

Math.+l

ist+ 

table 

Other 

Imp. (f) 

 

26 50 57 11 1 3 1 8 0 0 2 

Comp(f) 10 23 36 19 0 0 1 3 2 2 1 

 

Modal Representations Used by PSTs While Sharing Their Arguments Verbally  

During the ABI process, each group is asked to write their research questions and claims on 

the board. The process of defending the PSTs' claims was videotaped and a picture of the board was 

taken at the end of the process. At the end of the analyzes, it was determined that most of the PSTs 

showed the result they found directly by using the experimental setups during the oral defense of their 

arguments.  It is also noted that before the defense, they used a representation of paintings, pictures, 

etc. on the board when writing their claims or presenting their evidence. For example, the group that 

claims that the shadow height changes according to the angle of light has drawn a table showing the 

shadow height with the angles of received light. It was determined that another group of PSTs tried to 

prove that the angle of light coming was equal to the angle of reflection by drawing pictures and using 

mathematical representations (angle, equality, etc.). The findings obtained as a result of the analysis of 

the photographs taken of the classroom board at the end of each activity are presented in Table 5.   
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Table 5. Modal Descriptions Used By PSTs in Verbally Defending Their Arguments 

Topics Group Picture Graph Table Math. List Total 

Shadow Imp. 1   1 5 7 

Comp. 1  1 1 1 4 

Reflection Imp. 1   1 5 7 

Comp. 1    4 5 

Mirrors Imp.   1 1 7 9 

Comp.   2  5 7 

Refraction Imp.   2  6 8 

Comp.  1 1  1 3 

Lenses Imp.   2  4 6 

Comp.     3 3 

Lenses+ 

Mirrors 

Imp. 1  4  4 9 

Comp.    1 4 4 

 

When Table 5 was examined, it was found that the PSTs used list while writing their claims 

on the board, however, pictures, tables and mathematical expressions were mostly used. When looking 

at the modal representations used in this process where claims were shared and defended, it was 

determined that the implementation group used more representations than the control group. 

As a result of the interviews, it is cleared out that most of the PSTs (f = 9) preferred to use 

modal representations while defending their claims and evidence as they verbally shared their 

arguments, and they used this to increase the credibility of their allegations against the refutation of 

their friends.  Sample statements are as follows: 

R: We explained our claims and why we think so on the basis of the table. Thus, while 

defending our claim, the other person understood this better.  

A: The demonstrations increase the credibility of what is done.  

F: For example, you cannot convince a person with a word, but if you show the tables and 

graphs you have created with the data you have as evidence, they will be more likely to 

believe. 

I: When we got to the board to explain our claims, we used more tables and lists or drew the 

picture of the image we found. Because we used these representations to better convince the 

other group. 

Effect of the Representations Used In Written Arguments of PSTs on the Quality of the 

Argument 

The argument quality of the pre-service teachers was evaluated through the report they wrote 

during the process. When the ABI reports, in which the pre-service teachers formed their written 

arguments, were evaluated, it was determined that the average of the implementation group for each 

activity was higher than the average of the comparison group, as it can be seen in Table 6, and 

therefore the quality of arguments was better. When the PSTs 'use of modal representations in ABI 

reports (Table 2) and the PSTs' average scores from ABI reports (Table 6) are evaluated together in 

the process of creating written arguments, it is thought that the higher ABI report averages of the PSTs 

in the practice group who use the modal descriptions more. (Report 1: Shadow, Report 2: Reflection, 

Report3: Mirrors Report4: Refraction; Report5: Lens, Report 6: Lenses+Mirrors) 
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Table 6. Average Scores of PSTs from ABI Reports 

Group 

Report 1 

 

Report 2 

 

Report 3 

 

Report 4 

 

Report 5 

 

Report 6 

 

Implementation 62.36 69.80 71.53 69.61 72.76 72.14 

Comparison 60.00 58.58 57.13 54.00 61.50 57.26 

(Report 1: Shadow, Report 2: Reflection, Report3: Mirrors Report4: Refraction; Report5: Lens, Report 6: Lenses+Mirrors) 

 

When the ABI report scores of the implementation group and the comparison group were 

compared, according to the independent sample t test results, there was a statistically significant 

difference between the report 3 mean (X = 71.53) of implementation group PSTs studying modal 

representation training and the report 3 mean (X = 71.53) of the PSTs who did not receive this training 

[t(66)=5.37, p<.05, η2=.3]. Similarly, a statistically significant difference was observed in favor of the 

implementation group between the report 4 average of the implementation group PSTs (X = 69.61) 

and the report 4 average (X = 54.00) of the comparison group PSTs [t (80) = 5.80, p <.05, η2 = .3], 

implementation group PSTs report 5 average (X = 72.76) and comparison group PSTs report 3 average 

(X = 61.50) [t(81)=2.22, p<.05, η2=.1], and the implementation group PSTs’ report 6 average (X = 

72.14) and the comparison group PSTs' report 6 average (X = 57.26) [t (77) = 6.06, p <.05, η2 = .3].  

See Table7. 

Table 7. Comparison of ABI Report Scores 

Reports Group N  SS T df p 

Report 1 
Imp. 44 62.36 9.29 

1.39 81 .16 
Comp. 39 60.00 11.40 

Report 2 
Imp. 44 69.80 22.10 

1.34 81 .18 
Comp. 39 58.58 8.95 

Report 3 
Imp. 44 71.53 12.87 

5.37 66 .00 
Comp. 24 57.13 29.70 

Report 4 
Imp. 44 69.61 16.47 

5.80 80 .00 
Comp. 38 54.00 23.84 

Report 5 
Imp. 44 72.76 25.24 

3.22 81 .02 
Comp. 39 61.50 30.44 

Report 6 
Imp. 43 72.14 8.20 

6.06 77 .00 
Comp. 36 57.26 29.47 

 

Reasons for PSTs to Use Modal Representations 

When the PSTs were asked why they used modal representations in the interviews, it was 

determined that they talked about the benefits of modal representations as seen in Appendix 2. In this 

context, PSTs noted that modal representations make it easier to understand (f = 6), provide permanent 

learning (f =5), the information presented is more understandable (f =7) and remarkable (f =5), and 

provide the opportunity to compare the information presented.  

In addition, when the results were examined in general, it was found that the awareness of the 

PSTs (implementation group) who received training on modal representations increased and they used 

these representations more than the other group. When asked about their views on modal 

representations training during the interview with the PSTs of the implementation group, it was 

determined that this training was beneficial based on the PSTs' statements. Sample statements are 

presented in Appendix 1. 

DISCUSSION AND CONCLUSION 

In this research, pre-service teachers experimented with the argumentation approach on optical 

subjects and filled out the ABI report in the process. In this process, the students had the opportunity 

to share their argument both in writing and verbally. At the end of the study, it was determined that 
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while PSTs formed their arguments in writing, PSTs who received training on modal representations 

used more modal representations than PSTs who did not receive this training. Similarly, these PSTs 

are more likely to use multiple modal representations together. Research has shown that PSTs use 

evidence from representations to justify their claims when they are given the opportunity to describe 

(Mendonça & Justi, 2013; Pallant & Lee, 2015). However, it is not possible for PSTs to come to the 

classroom with sufficient meta-representational competence that expresses the ability to select, create 

and use representations (Disessa, 2004). With this research, it can be said that the education given to 

pre-service teachers can raise awareness about multiple modal representations. This awareness may 

not be the only reason why PSTs who do not receive this education use a limited number of 

representations. Because some studies have stated that not having sufficient argument understanding is 

the reason for pre-service teachers to use limited representations (Namdar, 2017; Aydeniz & Ozdilek, 

2015). In this context, PSTs’ and pre-service teachers’ going through argumentation processes in which 

modal representations are integrated (embedded) may support them in understanding and using the 

representations appropriately. 

When the modal representations used together are examined, it is determined that the PSTs 

prefer to use the list+mathematical expression and the list+picture together. The list method is 

preferred more because it is mostly used to list the claims and evidence. Because making a list can 

provide a more regular presentation of the thought/information that needs to be presented in writing 

(reference). The use of pictures and mathematical expressions together with the list is due to the pre-

service teachers' use of mathematical operation results as evidence. Pictures are seen as PSTs portray 

the experimental setup (showing the path that light follows, showing where and how the image is 

formed in a mirror or lens). Fredlund et al. (2012) examined the representations used by PSTs in the 

undergraduate physics course in discussion and problem solving processes on the properties of light, 

which is a similar physics subject, and determined that the most used representation types by students 

were ray diagrams, wave drawings, mathematical expressions, speech and gestures. In this research, 

ray diagrams are not preferred because teacher candidates prefer to show the path, reflection or 

refraction of light directly on the experimental device during the defense of their oral claims rather 

than the ray diagram. Based on this, we can say that if the pre-service teachers have the opportunity to 

present their evidence visibly, they prefer it. 

At the end of each implementation, the PSTs defended their arguments verbally. During their 

oral defense, many groups tended to show their evidence, primarily in experimental setups. However, 

when the claims and evidences written by each group on the board were examined, it was determined 

that the PSTs used the list while writing the claims, as well as drawing pictures, making tables to 

interpret the data, and using mathematical expressions. Therefore, it is seen that they prefer to use 

what they write on the class board while preparing for and defending the verbal defense. Considering 

the total modal representation used in the verbal defense process, it was determined that the modal 

representation implementation group used more modal descriptions than the comparison group. 

Interviews with PSTs support these results. In this regard, it was determined that while PSTs defended 

their claims and evidence, they used modal representations to increase the credibility of their 

allegations against the refutation of their friends. Namdar and Shen (2016)’s research supports this 

result by stating that students have revised the representations they use through discussion and 

discourse. Visual graphical representations in the discussions help participants to refute the other 

party's claims and synthesize counter arguments (Namdar, 2017). In addition, it was stated in the 

literature that although preservice science teachers received formal education in the field of science 

education, they could not determine the roles of representations in argumentation (Namdar, 2017). 

Therefore, we can say that education received on this subject enables students to have information 

about the roles of representations and encourages the use of multiple modal representations. However, 

since preservice science teachers understand the argument and understand the importance of justifying 

their claims, it is also possible to use descriptions to support their claims (Namdar, 2017). In this 

research, sample applications (3 ABI activities) performed before the research on both groups in order for pre-

service teachers to understand the argument does not make a comparison possible in this sense. However, we 

can say that using modal representations can affect the formation of arguments, that is, the quality of the 

argument. 
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The argument quality of the pre-service teachers was evaluated through the ABI reports they 

wrote in the process. When the ABI reports, in which the preservice teachers formed their written 

arguments, were evaluated in terms of argument quality, it was found that there was a significant 

difference between the average score of the group that received modal representation training and the 

average of the comparison group after the first two reports, and the average of the implementation 

group was higher, so the argument quality was better. When the PSTs 'use of modal representations in 

ABI reports (Table 2) and the PSTs' average scores from ABI reports (Table 6) are evaluated together 

in the process of creating written arguments, it is thought that the higher ABI report averages of the 

PSTs in the practice group who use the modal descriptions more. Because representations are the main 

tools to support arguments in science learning (Namdar, 2017). Likewise, Hand and Choi (2010) 

proposed that students who could place more than one modal representation in the evidence in the 

organic chemistry laboratory course, in which they examined the use of modal representation in their 

written arguments, created strong reasoned connections in order to support their claims and create a 

consistent argument. The overall quality of the argument is also related to the degree of embeddedness 

of the multiple modal representations created by the PSTs. It was determined that students who could 

embed modal representation in an evidence text got higher scores in terms of argument quality (Hand 

& Choi, 2010). Considering that young students have difficulties in developing quality scientific 

arguments (Aydeniz & Bilican, 2016), it is important that teachers use modal representations in their 

argument applications and that students gain awareness about this issue. 

At the end of the study, when the PSTs were asked why they used modal representations, 

PSTs stated that they facilitate understanding, provide permanent learning, and make the information 

presented more clear and understandable, remarkable, concrete and organized. Therefore, we can say 

that modal representations can have an important role in facilitating PSTs' learning of science subjects. 

Munfaridah et al. (2021) state that teaching and learning physics is a difficult task, and the use of more 

than one representations (MR), which expresses the combination of different representations and 

enables abstract concepts to be conveyed in more concrete ways, can overcome this difficulty. 

Similarly, Opfermann et al. (2017) stated that modal representations have great potential to support the 

learning of physics concepts as they facilitate students' learning physics concepts and can maximize 

the results of learning processes. Therefore, in order for students to realize knowledge from the point 

of view of any field of science, applications are needed that allow them to use modes consciously in 

the learning process (Ford, 2007). Considering that a student's ability to make arguments may not be 

separate from his or her own science learning (Choi et al.,  2013), the execution of modal 

representations together with argumentation can increase the gain in the learning process. 

The basis of science learning is to be able to describe scientific findings and to predict the 

described information (Waldrip, Prain & Carolan, 2006). Although pre-service teachers frequently 

encounter modal representations both in their education and training processes and in daily life, they 

may not frequently apply them to express or defend an idea.  For this reason, pre-service teachers need 

an education or an activity to raise awareness. This research shows that the pre-service teachers who 

gained this awareness use different types of representation in a larger number and variety and do this 

in order to serve a purpose (such as defending their claims). Of course, it is important that the modal 

representations have the correct content and use them according to their purpose, as well as being too 

much and various. Opfermann et al. (2017), while discussing research on the use of modal 

representations in education, draws attention to the text, pictures and individual students, suggesting 

that the text used in modal representations should be simple, well-organized and concise, and he 

proposed the use of logical pictures. In addition, while using modal representations, the researchers 

stated that while designing a learning environment embedded in modal representations, students' 

individual differences, prior knowledge and cognitive loads should be taken into account, which 

directly affect the way they use representations. In this context, it is important to understand and use 

modal representations in teacher education. Similarly, researchers state that science teachers still do 

not have enough pedagogical skills to include discussion in learning-teaching environments (Driver, 

Newton, & Osborne, 2000; Simon et al., 2006; (Aydeniz & Bilican, 2016). Teachers who have had 

this experience before are more likely to include basic practice in their classes (Zohar, 2008). For this 

reason, both K-12 science teachers and university science teachers require teacher training and 
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professional development, including argument-based pedagogical learning and teaching experiences 

on how students can participate in rich scientific discussions (Hand & Choi, 2013; Kaya, 2013). 

Namdar (2017) suggests that science teacher education programs should find ways to integrate 

argumentation and modal representation applications. With this research, it is proposed that both 

arguments and modal representations should be included in teacher training and that awareness of 

modal representations should be raised. In addition, teachers' modal representations in their lessons 

should both create a learning environment rich in modal representations and encourage PSTs to use 

them.  In applications related to ABI and modal representations, the subject content should be taken 

into consideration, since there may be individual differences, prior knowledge and subject-specific 

representations of the PSTs.  
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Appendix 1: Students' views on the reasons for using modal representations 

Theme Code f Example discourse 

Benefits of 

modal 

representati

on 

Easy 

understanding 

6 B: You may not understand much from what you read, but when you turn it into a 

chart or graph, you will understand it better, for example, you can understand it 

better by reading a chart or table instead of an text.  

G: Representation can help us understand the subject better. 

S: It is a method that makes it easier for us to understand.  

 Permanent 

learning 

5 C: For example, used representations rather than writing, makes learning 

permanent. 

S: It is more permanent in our minds both because we prepare it ourselves and 

because we make those comparisons in the table ourselves. 

R: For example, we draw a picture of the experimental setup and the materials we 

use. In this way, maybe we will not forget them for the rest of our lives. 

 Make it 

understandable 

7 C: Because we express what we are going to say in a more understandable way. 

G: We used representations. Because we thought it would be more descriptive. We 

also thought that it gave us more information about that subject. 

D: Thanks to the screenings, concrete information is formed.  

 

 Draw attention 

(Remarkable) 

5 B: We could express it in writing, but when we use these representations, it 

becomes more interesting. 

C: It draws attention, for example, it draws more attention when you draw a 

picture on the board, rather than writing it down 

F: We do not pay much attention to texts, but we pay more attention to tables and 

graphics.  

 Comparison 

Provides 

5 L: It makes it easier for students to make comparisons. For example, we use tables 

to compare measurement results. 

G: We can compare better. We can spot the differences between two or more 

situations. 

F: it makes it easy for our listeners to compare the results we found. 

 

Appendix 2: Students' opinions on the reasons for using modal representation  

Theme Code f Example discourse 

Modal 

representation

s training 

Learning to 

use modal  

representation 

6 C: These trainings have been effective. This is the first time we have prepared such 

an experimental report. Before, for example, we used to do the experiments in a 

traditional way. I never used tables, I didn't use graphics, but in this lesson, we 

both used tables and learned how to make them. For example, in the first weeks of 

the lesson, I could not use the representations. We started to use the 

representations better in the following weeks of the lesson. Because now we have 

learned how to use it and in what situation  

I: After learning modal representations, I started to use it more.  

B: I didn't know beforehand that modal representations were so important. Being 

educated and using representations in the lessons allows us to learn both the use 

and importance of modal descriptions. 

 

 Transfer to 

other courses 

5 B: Not only in this course, but also in other courses, I draw graphics and use 

tables. In other words, I establish a relationship between the subjects and the 

notations with other lessons. Because it is easier to understand the subject. 

Previously, for example, books with writing, tables, graphics and pictures 

attracted my attention. But I didn't think it was that important and useful for easier 

learning. 

ÖG: We make presentations in lectures. We also use modal representations in 

these presentations. I can say that I understand that "I can use notations in any 

subject or course". 
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The primary objective of the research is to determine the opinions of vocational high school teachers 

related to the effectiveness of face-to-face and distance education. The case study method was used in 

the research. Typical case sampling was preferred from purposive sampling methods in selecting the 

study group. Besides, 43 teachers who work in different branch types and have various seniority levels 

in a vocational high school constituted the research study group. The semi-structured interview form 

developed by the researchers was used as a data collection tool. The data were analyzed descriptively 

through NVIVO 12 Plus program. As a result of the research, teachers working in a vocational high 
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control, efficiency, learning by doing and living, the transmission of emotion, motivation, attracting, 

socialization, classroom climate, application of methods-techniques, equal opportunity for each 

student, the use of the whiteboard, participation, and empathy. The positive aspects of distance 

education were specified as providing discipline, material diversity, accessibility, voluntary 

participation in class, the applicability of the curriculum, self-expression (or the ability express on 

self), technological opportunities, saving time, and a healthy environment. There are, however, both 
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INTRODUCTION 

Via rapid development and dissemination of Internet technologies, distance education 

environments have become an indispensable part of education (Karakuş & Yanpar Yelken, 2020). In 

other words, distance education has been becoming widespread through the development of 

technology and the various opportunities and facilities it offers (Kutlu & Titrek, 2021). Distance 

education has become an important topic of interest in educational communication and technology 

(Simonson & Seepersaud, 2019).   

Distance education can be regarded as an interdisciplinary field whose roots date back to three 

centuries ago. (Bozkurt, 2017). Historically, it is apparent that this education was applied in the 19th 

century (Kutlu & Titrek, 2021). The term "distance education," initially mentioned in the University of 

Wisconsin 1892 Catalog, was first used in an article by William Lighty, the administrator of the same 

university, in 1906. Then, this term (Fernunterricht) was introduced by the German educator named 

Otto Peters in Germany in the 1960s and 1970s and given as a name (Teleenseignement) to distance 

education institutions in France (Verduin & Clark, 1994). Distance education, having a long history, is 

one of the types of education that has emerged in accordance with the needs of society (Süğümlü, 

2021). As a matter of fact, from the point of view of social sciences, there are various reasons to 

benefit from distance education. These reasons are necessity-related, such as natural disasters, 

epidemics, and wars, or technology-related, such as developments in communication and internet 

technologies. Humanitarian reasons such as freedom, economic inadequacies, and physical disabilities 

can also be added to these (Tekdal, 2020). Although all of these reasons seem valid, the COVID 19 

pandemic, which has made its impact felt since 2019 and is still dominant today, has made the need 

for distance education more visible. COVID-19 is the disease caused by a coronavirus called SARS-

CoV-2. WHO first obtained information about this new coronavirus on December 31, 2019, in Wuhan 

in the People's Republic of China, following a report of a group of cases of "viral pneumonia" (WHO, 

2021a). COVID-19 maintains its position as a threat to all humanity and affects ordinary life due to the 

multiplication of variants despite the vaccines and measures found so far. Globally, as of July 29, 

2022, there have been 572.239.451 confirmed cases of COVID-19, including 6.390.401 deaths, 

reported to WHO (WHO, 2022). 

Most schools are open as the world enters the third year of the COVID-19 pandemic, though 

the omicron variant influences countries. Educational costs have also increased noticeably (UNESCO, 

2022). The closure of schools owing to Covid-19 in previous years has led to uncertainties and 

disputes about what and how to teach (Wang et al., 2020). According to a study conducted by the 

UNESCO Institute for Statistics, it is expected that 100 million children and young people will fall 

below the minimum reading proficiency level as a result of the fact that COVID-19 erased the 

outcomes over the past two decades during the period when learning loss begins to emerge globally 

(UNESCO, 2021). When complete or partial school closures cannot be prevented, governments and 

school communities have taken actions to ensure, as far as possible, the sustainability of quality, 

inclusive and accessible distance education for all people. Nonetheless, it has been challenging to 

establish an effective distance education system in many countries for different reasons. Many 

countries have reported that the lack of access to a reliable internet connection in all or part of the 

regions is a significant problem in ensuring that teachers and students work together in good 

conditions. Moreover, some students lacked access to the devices (i.e., computers or smartphones) 

needed to access distance education. Access in difficulty and the Internet have influenced especially 

the more vulnerable, geographically distant, and poor populations (UNESCO, 2021). Even though 

distance education during the COVID-19 pandemic has helped to reveal students' potential and 

increase their relationships with their teachers, it has also led to negativities for students who do not 

have the same technological competence (Anderson, 2020). While long-term and repeated closures in 

educational institutions have created a psycho-social burden on students, these closures influence 

especially those who are in financial problems by increasing their learning deficiencies and the risk of 

dropping out of school (Azoulay, 2020). For instance, Lembani (2020) et al. indicate that students in 

urban areas have a significantly different educational experience than students with poor access to ICT 

(information communication technologies) in rural areas. 
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The interruption of traditional, face-to-face education because of the spread of COVID-19 has 

necessitated the use of distance education, and suddenly, students have separated from their teachers 

and peers, starting learning remotely (Poláková & Klímová, 2021). Hence, distance education has 

become the focus of educational systems. "Distance education is a method where the learner is 

physically separate from the teacher. It may be beneficial on its own or with other forms of education, 

including face-to-face education". (Schlosser & Simonson, 2002). Distance education implies 

education where there is a physical distance between teaching and learning (Kutlu & Titrek, 2021). In 

cases where it is impossible to perform in-class activities owing to the limitations of traditional 

learning-teaching methods, distance education is a teaching method from a specific center through 

specially prepared teaching units and various environments of communication and interaction between 

the planners of educational activities and students (Kaya, 2002). Distance education is defined as: 

"institution-based, formal education where the learning group is separated, and where interactive 

telecommunications systems are used to connect learners, resources, and teachers" Four components 

are available as to the definition of distance education. First, distance education has an institutional 

basis. Indeed, this is what distinguishes distance learning from self-study. The second component is 

known as the separation of the teacher and the student from one another. This separation is often 

regarded geographically as teachers being in one place and students in another. Moreover, there is a 

separation of teachers and students over time. Asynchronous distance education implies that training is 

provided, and students can access it at different times or at any time appropriate for them. Interactive 

telecommunications can be listed as the third component about the definition of distance education. 

The interaction can also be synchronous or asynchronous simultaneously or at different times. The 

word "telecommunication systems" means electronic media like television, telephone, and the Internet, 

but it has not been limited to electronic media only. The final component is the concept of distance 

education to connect students, resources, and teachers. (Schlosser & Simonson, 2002). 

As Rumble (1989) puts it, what should be in the distance education process includes a teacher, 

a class or curriculum that one or more pupils might teach and the student is trying to learn, implicit or 

explicit communication between the student and the teacher or the institution that employs the teacher, 

by agreeing with relevant teaching-learning roles. As Keegan (1980) quoted from Holmberg, there are 

two elements of distance education. These include the separation of the teacher and the student and the 

planning of an educational organization. In Moore's (2013) definition of distance education, three 

elements are also highlighted. These include the separation of teaching and learning behaviors, the use 

of technical media, and the possibility of two-way communication. 

Distance education is a various type of education that cannot be considered a substitute for 

traditional face-to-face education owing to its openness to working or family-life related adults, face-

to-face contact, general independence of time and place as well as classroom, a combination of mass 

communication and individualization, its potential for student independence, and its original method 

(Kaya, 2002). To explain distance education, it is necessary to disclose in what ways it differs from 

traditional face-to-face education. Distance education varies from face-to-face education in the 

following aspects (Verduin & Clark, 1994): 

1. Separation of student and the teacher from each other occasionally or continuously during 

the teaching period.  

2. Planning, preparation of learning tools and materials, provision, and organization of student 

support services.  

3. While bringing the teacher and the student together and offering the content of the class, 

benefiting from communication tools, computers, and video cassettes with audio.  

4. Using technology specific to distance education.  

5. Training of people, often individually, due to occasionally or continuously separation in the 

learning process. 



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

134 

Distance education offers the most realistic opportunity because it allows people to continue 

their education in different places. The disappearance of time and space constraints makes it inevitable 

that it will be considered a crucial alternative by educational institutions (Kutlu & Titrek, 2021). In 

distance education, students use the flexibility of time and space (Mupinga, 2005). The benefits of 

distance education can be listed as the flexibility to meet specific needs, equality in educational 

opportunities for students in various regions, low-cost alternatives, new learning experiences, and a 

vast amount of resources (Kerka, 1996). Distance education opportunities can be summarized as 

follows (Kaya, 2002): Providing people with different educational options, minimizing the inequality 

of opportunity and facilitating mass education, offering standards in educational programs, reducing 

the costs of training, improving qualifications in education, providing the student with freedom, 

providing a rich educational environment for the student, not forcing the student to study in a 

classroom environment, ensuring individual learning, ensuring independent learning, giving the 

individual the responsibility to learn, offering information from the primary source, making more 

people benefit from experts, ensuring that success is determined under the same conditions, the ability 

to massify education on the one hand, and individualize it on the other, eliminating the necessity of 

being in a specific enclosed space at a particular time. 

Disadvantages of distance education cover audio and video that may be of lower broadcast 

quality, reliance on student initiative to work in a less-supervised situation than in a classroom, the 

need for technical skills to work with presentation technology, and the possibility of social isolation. 

(Kerka, 1996). Some limitations of distance education offering significant opportunities in many ways 

can be summarized as follows (Kaya, 2002; Büyükkaragöz & Çivi, 1994): Lack of provision of face-

to-face educational relations, the prevention of students from socialization, inability to provide 

adequate assistance to unaided students and have no habit of self-learning, occupying the rest time of 

working students, inability to benefit from applied lessons sufficiently, inability to be effective in 

realizing behavior related to skills and attitudes, dependence on transportation facilities and 

communication technologies. 

One type of education that uses distance education is known as Vocational Education and 

Training (VET), which has started to take its place in the teaching system following the industrial 

revolution, and the importance of which has been increasing as scientific and technological 

developments accelerate. (Taşpınar, 2014). VET programs directly prepare participants for specific 

occupations without further training. Successful completion of such programs provides vocational or 

technical qualifications for the labor market (OECD, 2021b). VET provides practical skills and 

activities specific to a chosen job role (European Commission, 2018). Through school-based and 

work-based learning, VET offers skill development in many professional fields (OECD, 2021a). The 

primary reason to include distance education applications in VET is that lifelong education constitutes 

today's primary education. In addition, distance-based VET can create essential opportunities for 

disadvantaged groups (including disabled people) or women to gain access to the social division of 

labor by providing this service for those who have not benefited from educational opportunities in the 

formal education process. (Taşpınar, 2014). VET is now available in schools and online, with an 

increasing number of classes offered by experts and professionals on the web (European Commission, 

2018). However, the COVID-19 pandemic has underlined the benefits of digital technologies in 

education. It has also unearthed some crucial challenges, especially in VET, where applied learning is 

the norm (OECD, 2020). 

Through the COVID-19 process, there has been a noticeable increase in research regarding 

distance education in terms of the literature. However, research on distance-based vocational 

education (Hayashi et al., 2021; Krystalli, Mavropoulou, & Arvanitis, 2021; Chertakova et al., 2020; 

Yates, Brindley-Richards & Thistoll, 2014; Aksoğan, 2020; Vlassopoulos et al., 2021; Aktı Aslan, 

Turgut & Aslan, 2021; Evcili, Güçlü & Akkoyun, 2021; Yassine, Mustapha & Noureddine, 2021; 

Poláková & Klímová, 2021; Smith et al., 2021; Grace & Smith, 2001; Thistoll & Yates, 2016; Smith, 

2000; Gaba, Bhushan & Rao, 2021) seems limited. It can be said that, unlike this study, other studies 

regarding the situation of vocational/technical high schools in the distance education process are more 

limited (Pan vd. 2021; Vlassopoulos et al., 2021; Yassine, Mustapha & Noureddine, 2021). 



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

135 

Nevertheless, the COVID-19 pandemic has profoundly disrupted vocational education worldwide 

because of the impact of quarantine measures on economic activity and schooling (Avis et al., 2021; 

Schleicher, 2020). Vocational education plays a crucial role in ensuring reconciliation between 

education and business, students' successful transition to the labor market, and employment and 

economic recovery in general. Compared to general programs, this type of education has double 

disadvantages because it makes practical and work-based learning difficult, which are essential for the 

success of vocational education and social distancing requirements, and the closure of businesses 

(Schleicher, 2020). Thus, vocational education is an area that needs to be examined due to its 

importance in the education system and its disadvantageous situation. The role of the teacher in 

vocational education is undeniable. As in all parts of the educational system, teachers are at the heart 

of high-quality vocational education. (OECD, 2021a). The importance of vocational education 

teachers also came to the forefront during the COVID-19 pandemic and the closure of schools (OECD, 

2020). Despite this, it can be claimed that the studies on teachers in the context of vocational education 

are relatively few (Rogers Haverback, 2020; UNEVOC, 2021). In their research, Yates, Brindley-

Richards & Thistoll (2014) examined a distance-based education institution operating in New Zealand 

in which student participation is as high as face-to-face education and found that the students' 

perspective on technical and vocational education and training (TVET) is widely included in the 

literature. Yet, much less is known regarding the perspective of the teaching staff. In this framework, 

in this research, the effectiveness of face-to-face and distance education in the COVID-19 process has 

been scrutinized through teachers working at vocational high schools. The sub-questions of the 

research are listed as follows: 

1. What are the positive and negative aspects of face-to-face education compared to distance 

education? 

2. What are the recommendations to eliminate the negative aspects of face-to-face education? 

3. What are the positive and negative aspects of distance education compared to face-to-face 

education? 

4. What are the recommendations to eliminate the negative aspects of distance education? 

5. What are the student attitudes toward face-to-face and distance education? 

6. What are the teacher preferences toward face-to-face and distance education? 

METHODOLOGY 

Research Design 

The case study method was used in the research. "The case study is the study of the particular 

and complexity of a single case coming to understand its activity within important circumstances" 

(Stake, 1995). In the case study, one or more situations are analyzed in a holistic approach within its 

limits (Christensen, Johnson & Turner, 2015, 416; Yıldırım & Şimşek, 2018, 75). In this study, face-

to-face and distance education processes were considered a situation in the context of teacher opinions. 

Data Collecting Tools 

The semi-structured interview form developed by the researchers was used as a data collection 

tool. The prepared questions were sent to 3 expert academicians in their fields and their opinions were 

obtained. In case the participants were asked to answer freely, it was ensured that unexpected or 

unplanned answers were also obtained through the preferred open-ended questions. Hence, more 

comprehensive and detailed information on the subject can be obtained (Büyüköztürk et al., 2018, 

127). The following questions were included in the final interview form: 
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- What are the positive aspects of face-to-face education compared to distance education? 

- What are the negative aspects of face-to-face education compared to distance education? 

What are your recommendations for eliminating the negative aspects of face-to-face education? 

- What are the positive aspects of distance education compared to face-to-face education? 

- What are the negative aspects of distance education compared to face-to-face education? 

What are your recommendations for eliminating the negative aspects of distance education? 

- What are the student attitudes toward face-to-face and distance education? 

- Do you prefer distance or face-to-face education in the future? Why? 

Some of the questions were asked particularly in a confirming manner (for example, the 

strengths of distance education and the weaknesses of face-to-face education). Thus, it was aimed to 

disclose the consistency and relational connections of the findings within themselves. 

Study Group 

The study group consisted of 43 teachers working at Vocational and Technical Anatolian High 

School in a province of the Western Black Sea region of Turkey in the 2020-2021 academic year. The 

study group is "typical case sampling," one of the purposive sampling methods. Typical case sampling 

is targeted at revealing the typical or normal (Glesne, 2013, 61), and it is also aimed at obtaining 

knowledge about a particular field or subject that focuses on mean situations and mean standards 

(Yıldırım & Şimşek, 2018, 121). The branch and seniority level distribution of the study group is 

given in Figure 1. 

 

Figure-1. Distribution of the Working Group by Branch and Seniority 

 

Teachers with different seniority levels took part in the working group [1-5 years (f:3), 6-10 

years (f:2), 11-20 years (f:13), 20 years and over (f:25)]. Fourteen of the study group are vocational 

class teachers [such as Information Technologies (f:6), Office Management (f:8), Accounting and 

Finance (f:1)] while 29 of them are from various branch teachers [such as Physical Education and 
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Sports (f:2), Biology (f:3), Geography (f:3), Religious Culture and Ethics (f:2), Philosophy (f:1), 

Physic (f:2), English (f:3), Math (f:3), History (f:3), Turkish Language and Literature (f:6)]. The 

name- surname information of the teachers is not given in the direct quotations, and it is coded in such 

a way as to indicate the branch and seniority year. For example, a teacher of an office management 

class whose seniority is 20 years and over has been expressed as OM-20 years and over. 

Data Analysis 

The data were collected personally by going to the school where the participants worked. 

Firstly, the participants filled out semi-structured interview forms. The data collection took place face 

to face or at a time when distance education activities were carried out due to the covid 19 pandemic 

process. This period has been especially preferred in terms of appropriateness for the purpose and 

questions of the research. Thus, it was considered valuable for teachers to compare the effectiveness of 

both types of education during the same period. 

During the analysis of the data, participants were contacted again, and their opinions were 

obtained, especially for some vague and incomprehensible statements. Participant opinions were 

transferred to The NVIVO 12 Plus program. The data were analyzed descriptively. In the descriptive 

analysis, the data have been summarized and interpreted according to the themes determined earlier 

(Yıldırım & Şimşek, 2018, 229). Themes were determined by forming a framework of research 

questions. Sub-themes have been created from themes.  

Validity and Reliability 

The measures taken to increase the validity and reliability of the research were explained via 

the accepted concepts in the qualitative dimension. In this way, the issues of external validity, internal 

validity, external reliability, and internal reliability were addressed. 

External validity is expressed with concepts of transferability and appropriateness. Besides, in 

terms of external reliability, it is noteworthy that research sampling should be defined enough for 

comparability along with their environments and processes with other samplings, sampling should be 

diversified, and research findings should be repeatable in similar environments. To increase 

transferability in external validity, it has been important to make detailed descriptions and select 

purposive sampling (Miles & Huberman, 1994, 274; Merriam, 2013, 218-219). One of the purposive 

sampling methods, typical case sampling, was applied in this framework. Direct quotations have been 

used for a detailed description. 

Internal validity is related to the fact that the research is logical and convincing (Merriam, 

2013, 203; Miles & Huberman, 1994, 273; Yıldırım & Şimşek, 2018, 277). Different strategies have 

been proposed to increase internal validity, such as participant’s confirmation and triangulation 

(Merriam, 2013, 206-207). Participants' confirmation was obtained in the research due to unclear and 

incomprehensible phrases. It has been clarified what exactly such a participant wants to tell. Teachers 

of different branches and seniority were reached through data triangulation. Thus, it was tried to 

achieve multiple realities through different perceptions and experiences (Yıldırım & Şimşek, 2018, 

279). 

External reliability is related to objectivity and confirmability. It attaches importance to the 

clear and detailed explanation of the general methods and processes of the individuals in the study, the 

storage of the study data, and their availability for re-analysis by others (Miles & Huberman, 1994, 

272). In the study, the distribution of the participants according to their branches and seniority has 

been given, and the study group has been described clearly. Moreover, the research process has also 

been tried to be given in detail from the data collection tool to the research questions, from the analysis 

format to the presentation of the findings. The raw data of the study are stored and kept ready for use 

when necessary. 
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Internal reliability addresses the issues of controllability, quality, and honesty. It focuses on 

whether the work has been done carefully. It is about such issues as openness of research questions 

and reflection of the process, presentation of data directly, and comparison of coding (Miles & 

Huberman, 1994, 272 Yıldırım & Şimşek, 2018, 275). In this regard, the research questions were 

written in detail in accordance with the purpose of the research. The findings were also presented 

according to the purposes and questions of the study. The findings were enriched with direct 

quotations. One of the researchers carried out coding. The other researcher examined the data from the 

beginning and evaluated the codings, then both researchers consulted on the appropriateness of the 

codings and shaped the final version of the analysis. 

Findings and Discussions 

The findings of the study were presented in a way that answers the research questions. To 

reflect the consistency and relationship of the answers given, "the positive aspects of face-to-face 

education and the negative aspects of distance education" as well as "the positive aspects of distance 

education and the negative aspects of face-to-face education" were covered under the same title. 

Recommendations have been given to eliminate the negative aspects of distance and face-to-face 

education. Finally, student attitudes and teacher preferences toward face-to-face and distance 

education were expressed. In figures regarding findings, the numbers by the arrows indicate the 

number of times that sub-theme has been expressed. 

Positive Aspects of Face-To-Face Education and The Negative Aspects of Distance 

Education 

The theme of the positive aspects of face-to-face education consists of 13 sub-themes (Figure 

2). These include communication (f:12), classroom control(f:12), efficiency (f:7), learning by doing 

and living (f:4), transmission of emotion (f:3), motivation (f:3), attracting(f:2), socialization (f:2), 

classroom climate (f:2), application of methods and techniques (f:1), opportunity equal for each 

student (f:2), use of the whiteboard (f:1), participation (f:1) and empathy (f:1). 

 

Figure 2. The Positive aspects of Face-To-Face Training and the Negative Aspects of Distance 

Education 

Some direct quotations regarding the positive aspects of face-to-face education are given 

below: 
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Because there is more effective communication in face-to-face education, it comes across as 

the most outstanding positive aspect (communication)- AF (20+years). 

It is unclear if the student received the message during the distance learning process. Also, the 

student's attitude to the topic or the problem is not understood (communication)- MATH (20+years). 

In face-to-face education, it is much more possible to control students in the classroom and 

encourage them to participate in the class (classroom control)- OM (20+years). 

Face-to-face education related to receiving feedback on communication is more efficient 

(efficiency)-RCE (1-5years). 

Due to excessive resources, the class is being progressed efficiently (efficiency)- OM 

(20+years). 

Face-to-face education is better in terms of learning by doing and living (learning by doing 

and living) -TLL (20+years). 

Face-to-face education makes the student's attention and motivation strong (motivation)-HIS 

(20+years). 

Being in the same classroom environment as the student increases the student's motivation 

(motivation)- IT (11-20 years). 

The high level of student participation is one of the positive aspects of face-to-face education 

(participation)- AT (11-20 years). 

According to the findings, the most focused topics are the advantage of communication in 

face-to-face education and ensuring classroom control through class participation. Establishing eye 

contact, interaction, body language, and the probability of giving feedback in face-to-face education 

are considered effective in terms of ease of communication. Communication thus increases efficiency. 

− The theme of the negative aspects of distance education consists of six sub-themes. These 

include classroom management difficulties (f:19), inequality of opportunity (f:16), 

distraction (f:16), lack of participation (f:5), lack of applied lessons (f:3), and technical 

problems (f:2). Some direct quotations of the negative aspects of distance education are 

presented below: 

− It is not easy to control if students pay attention to the class because we cannot see the 

students in distance education (Classroom management difficulty)-EN (11-20 years). 

− The inability of students who do not have the opportunity to attend a class conducted 

through distance education (Inequality of opportunity)-MATH (1-5 years). 

− Inaccessibility to the Internet by students, the insufficient infrastructure for the Internet, 

lack of tablet-mobile phone-computer (Inequality of opportunity)- PHY (20+ years). 

− In distance education, the fact that the camera is turned off results in the student not 

feeling like they belong to the class and being distracted (distraction)-IT (11-20 years). 

I have trouble listening and speaking classes because the students do not want to attend the 

class (lack of participation) – EN (20+ years). 
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Most students listen to applied lessons as if they were paying attention to theoretical classes 

because they do not have Internet or a program. In the lack of participation in the lesson process, 

teaching is also problematic. (lack of participation) – OM (20+years). 

In accordance with the findings, the most focused issues related to the negative aspects of 

distance education are that it makes classroom management difficult, causes inequality of opportunity, 

and distraction. Distraction, difficulty in following and controlling the class, discipline issues, and 

communication problems come to the forefront in classroom management. Reasons for the inequality 

of opportunities cover the inability to access the Internet due to financial problems and connection 

problems caused by the Internet infrastructure. 

The sub-themes regarding the relationship between the positive aspects of face-to-face 

education and the negative aspects of distance education were also determined. These relationships 

were matched as the difficulty of classroom management with classroom control, attention with 

distraction, communication problems with communication, and lack of applied lessons with learning 

by doing and living. These relationships are considered necessary in terms of the consistency of the 

findings. 

RECOMMENDATIONS FOR DISTANCE EDUCATION 

Recommendations to eliminate the negative aspects of distance education have been expressed 

in two dimensions: the distance education system itself and the teachers (Figure 3). All of these 

recommendations have been collected in eight sub-themes. These themes are known as an obligation 

to turn on the camera (f:4), making the class interesting (f:3), an obligation of attendance (f:2), 

providing technical support (f:2), activating the student (f:2), investigating the reason for absenteeism 

(f:2), providing a suitable environment for the teacher (f:1) and cooperating with the parents (f:1). 

 

Figure 3. Recommendations for Distance Education 

Some direct quotations aimed at eliminating the negative aspects of distance education are 

offered below: 

− By eliminating security vulnerabilities, carrying out the class with the camera on can 

increase the effectiveness (Obligation to turn on the camera) – IT (11-20 years). 

− ... during the class, students should have their cameras on as much as possible 

(obligation to turn on the camera) – OM (20+ years). 
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− ... teachers should be provided with training on Web 2 tools that can ensure effective 

participation of students in the class in distance education (activating the student)- IT (11- 

20 years). 

− ... It should be determined by the teachers for what reason the students did not attend the 

classes. Social networking groups should be created by cooperating with parents… 

(cooperating with parents) -IT (11-20 years). 

The most focused issue is related to keeping the cameras on. When talking about the negative 

aspects of distance education, it was mostly seen that one of the underlying causes of problems such as 

classroom management difficulty and distraction was that the cameras have not been turned on. As a 

result, this situation brings communication problems together. The teachers' solution proposal is to 

keep the cameras on in this case. Teachers also take responsibility to rule out the negativity of distance 

education. Moreover, they perform self-criticism to make students active and interested in the class. 

The Positive Aspects of Distance Education and the Negative Aspects of Face-to-Face 

Education 

The themes of the positive aspects of distance education were collected under eight sub-

themes such as providing discipline (f:10), material diversity (f:8), accessibility (f:7), voluntary 

participation in class (f:6), the applicability of curriculum (f:6), self-expression (f:6), technological 

opportunities (f:3), saving time (f:3), and a healthy environment (f: 1) (Figure 4). Some direct 

quotations regarding the positive aspects of distance education are offered below: 

− There are no discipline issues because we cannot track the state and movements of students 

online (providing discipline) – OM (20+years). 

− The use of technological materials can be effective (material diversity)-RCE (6-10 years). 

− It is possible to access all kinds of materials (test, topic, map, etc.) (material diversity)-HIS 

(11-20 years). 

− Students can easily access classes in the comfort of their home environment (accessibility) 

AT (20+years). 

− ... the student thinks that he/she is being tutored and he/she is comfortable, he/she attends 

the class more. He/she expresses himself/herself better (voluntary participation in the class) 

AF (20+ years) 

− There is no waste of time in classes. For example, like no absenteeism control, the class 

progresses faster. (saving time) – PHY (20+years). 

− Distance education classes are positive for student health (healthy environment)- EN (20+ 

years) 

The most focused and remarkable issue is the provision of discipline in distance education. 

Nevertheless, the underlying reason for this opinion is that student behavior cannot be observed in 

distance education. Teachers are also unaware of possible discipline issues because they cannot see the 

students. It can be stated that these opinions point out the negative rather than the positive aspect of 

distance education. Moreover, among the recommendations for distance education, it can be said that 

the obligation to keep the cameras on is related to these opinions. In particular, the speed of accessing 

and sharing documents and information in a digital environment regarding material diversity was 

highlighted. 
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The theme of negative aspects of face-to-face education, such as unwanted behaviors (f:14), 

waste of time (f:8), access in difficulty (f:5), lack of participation (f:5), interruption of the class (f:5), 

class control (f:3), costs (f:2), risk of being infected (f:2), absenteeism (f:1), were collected in nine 

sub-themes. Besides, five teachers asserted that face-to-face education has no negative aspect.  

 

 

Figure 4. Positive Aspects of Distance Education and Negative Aspects of Face-To-Face Education 

 

Some direct quotations as to the negative aspects of face-to-face education are presented 

below: 

− In terms of controllability and disrupting the class, face-to-face education can be 

characterized as negative (unwanted behavior) PES (20+years). 

− More time is spent on student control in face-to-face education (waste of time)-PES 

(20+years). 

− In face-to-face education, the student does not pay attention to the class (lack of 

participation)- GEO (20+ years). 

− In face-to-face education, the educational environment is inaccessible in weather 

conditions such as snowfall, and schools are on vacation (access in difficulty) – IT (11-20 

years). 

− It is more possible for students to influence each other (for example, timid students do 

not express their opinions.) OM (20+ years). 

− There is an epidemic concern in face-to-face education. (risk of being infected) - GEO 

(20+years). 

Among the negative aspects of face-to-face education, unwanted behaviors were focused 

most. This theme might be associated with providing discipline, which is one of the positive aspects of 

distance education. Investigating other relationships, the themes of risk of being infected with a 

healthy environment, access in difficulty; difficulty participating in the class with voluntary 

participation match each other. For example, teachers claimed that distance education offers education 
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in a healthy environment. However, they also emphasized the risk of being infected in face-to-face 

education. 

Recommendations for Face-to-Face Education  

Recommendations for addressing the negative aspects of face-to-face training were collected 

under five sub-themes such as guiding (f:9), looking for solutions with stakeholders (f:2), planning 

class (f:1), taking measures (f:1), and providing hybrid education (f:1) (Figure 5). 

 

Figure 5. Recommendations for Face-to-Face Education 

 

Some recommendations for addressing the negative aspects of face-to-face education are 

presented below in the form of a direct quotation: 

− Students and parents need to be well informed regarding the importance of the class and 

its place in their lives. (guiding)- TLL (20+ years). 

− My suggestion is that the student understands that he/she builds his/her future and acquires 

a sense of responsibility (Guiding)- GEO (20+ years). 

− I researched to determine the source of this problem that the student experiences (One-on-

one interview, cooperation with his/her teachers, family, counselor, etc.) (looking for 

solutions with stakeholders) MATH (20+ years). 

Teachers stated that the most effective solution to the questions in face-to-face education is 

guiding. Interestingly, while there are many determinations regarding the positive and negative aspects 

of face-to-face education, the recommendations are few. 

Student Attitudes towards Face-to-Face and Distance Education 

Teachers were asked as to the attitudes of students toward distance and face-to-face education. 

According to teachers, students feel toward face-to-face education only a positive attitude. Still, they 

have both positive and negative attitudes toward distance education. Positive attitudes toward distance 

education were collected under sub-themes of feeling comfortable (f:9), negative attitudes, to be 

introvert (f:4), finding the environment boring (f:4), and being passive(f:2). Sub-themes of being 

active (f:11) and being social (f:4) reflect positive attitudes toward face-to-face education (Figure 6). 

Some of the teacher's opinions regarding student attitudes toward face-to-face and distance 

education are presented as follows: 
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− They are more respectful and obey because teachers directly communicate with the student 

in face-to-face education. Still, they can be more comfortable and disrespectful in distance 

education (feeling comfortable) AT (11-20 years). 

− In distance education classes, students can be very comfortable and indifferent... (feeling 

comfortable) GEO (20+years). 

− Because relationships are more formal in distance education, the student can behave more 

timidly (to be introvert) GEO (20+years). 

− Students are more social and happier interacting with their friends during face-to-face 

education (being social) OM (20+years). 

− Since there is no obligation in distance education, students do not attend the class, and 

some of the participants seem online but are not present in the class (being passive) BIO 

(11-20 years) 

− The student is more interested in face-to-face education, and the participation in the class 

is more, he/she instantly asks his/her teacher what he/she does not understand and receives 

an answer (being passive) AF (20+ years). 

− Distance education environments are boring for students (finding the environment boring) 

OM (20+ years) 

− The student is more free, bored, and easily distracted in distance education environments 

(finding the environment boring) OM (20+ years). 

 

Figure 6. Student Attitudes toward Face-to-Face and Distance Education 

Teachers stated that they could not use the students' social skills in the distance education 

environment; instead, students were more social and interactive in face-to-face education. In light of 

these opinions, it can be claimed that students are more active in face-to-face education. 
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It has also been expressed that the positive attitude toward distance education is that students 

feel comfortable. Teachers claim that the student who does not leave his/her comfort zone feels 

comfortable in the home environment, but the negative consequences of this situation (disrespect, 

indifference, etc.) are also available. 

Teacher Preferences for Face-to-Face and Distance Education 

The question has been asked to teachers whether they would prefer face-to-face or distance 

education in the future. Most teachers prefer face-to-face education (f: 34), whereas there has been no 

preference for distance education. However, hybrid education (f:9) among the preferences has also 

taken part (Figure 7). 

 

Figure 7. Teacher Preferences in Face-to-Face and Distance Education 

 

Some of the teacher preferences in face-to-face and distance education are as follows: 

− Face-to-face education is possible only after the virus issue has been definitively resolved 

TLL (20+years). 

− Face-to-face education is healthier for both the teacher and the student. Continuing 

education in an educational environment motivates the student and brings responsibility 

and stability EN (11-20 years). 

− Classses should definitely be progressed in a face-to-face environment since the student 

does not see himself/herself in an educational environment in distance education. This 

certainly negatively affects the class efficiency HIS (20+ years). 

− I prefer it to be face-to-face. The exact efficiency cannot be obtained in applied lessons IT 

(11-20 years). 

− Classes should definitely be face-to-face. The student must take class discipline and school 

discipline… MATHS (20+ years) 

− ... By providing a hybrid educational environment, a learning environment can be formed 

without a shortage of space and time, as well as offering physical proximity OM (6-10 

years). 
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− I think that having classes in a hybrid environment will give positive results both from the 

perspective of the student and the teacher. Thanks to technology development, class design 

environments have become more efficient. Theoretical classes can be carried out more 

efficiently in online environments. IT (11-20 years). 

− We need to learn to use both of them together. We need to find methods to improve this 

situation. Because the student profile has been changing, learning and interests have also 

been changing. We need to take action before they do GEO (20+ years) 

In general, it is believed that hybrid education can be used in various health conditions, classes 

offering study periods or higher education. It has also been expressed that face-to-face education 

should be carried out, especially in applied lessons.  

CONCLUSION AND SUGGESTIONS 

Vocational high school teachers have an essential role in motivating students and removing 

obstacles to learning since vocational high school students usually have more diverse and different 

profiles than other students. (OECD, 2021a). Via the onset of COVID-19, teachers have found new or 

alternative ways of teaching by using widely available digital technologies. They even filled in 

students' learning gaps by offering practical learning opportunities in schools under quarantine 

conditions allowed by countries in certain situations (OECD, 2020). During the COVID-19 pandemic, 

many vocational high school teachers relied heavily on professional online networks to strengthen and 

support their use of online teaching technology (ILO, 2021). In the Covid-19 process, it has been 

observed that research regarding teachers in the context of vocational education is limited, and thus, 

the effectiveness of face-to-face and distance education has been tried to be determined through 

teachers working in vocational high schools. 

As a result of research, teachers who work in vocational high schools stated the positive 

aspects of face-to-face education as communication, classroom control, productivity, learning by 

doing and living, the transmission of emotion, motivation, attracting, socialization, climate class, the 

method-the application of techniques, opportunity equal for each student, use of whiteboard, 

participation, and empathy. In contrast, they stated the negative aspects of face-to-face education as 

unwanted behaviors, waste of time, access in difficulty, lack of participation, interruption of the class, 

classroom management, costs, the risk of being infected, and absenteeism. Stone (2012) stated that the 

positive relations between the teaching staff and the students contribute significantly to students' 

academic success, while Gürşimşek (1999) stated that strong classroom discipline is needed for 

students to gain knowledge and skills in a healthy way in traditional face-to-face education. A study by 

Aksoğan (2020) touched upon the opinions of students studying in vocational schools, and it was 

found that distance education negatively affects socialization. This result coincides with the substantial 

aspect of face-to-face education in ensuring socialization. The fact that Mundelsee & Jurkowski 

(2021) highlighted a lack of participation and classroom activity in distance education during the 

pandemic differs from the results of this study. The lack of participation has been a negative aspect 

emphasized in face-to-face education. 

In the research results, the diversity of the results regarding both the positive and negative 

aspects of distance education draws attention. Likewise, the study by Krystalli, Mavropoulou, & 

Arvanitis (2021) examined how the students of vocational education institutions perceive distance 

education, and it was found out that the perceptions of distance language learning are positive and 

negative. According to the teachers working in vocational high schools, the positive aspects of 

distance education include providing discipline, material diversity, accessibility, voluntary 

participation in the class, the applicability of the curriculum self-expression, technological 

opportunities, saving time, and a healthy environment. Chertakova et al. (2020) analyzed the 

experience of applying distance education in the context of the COVID 19 pandemic and it was 

concluded that the distance learning environments and technologies used in teaching professional 

disciplines contribute to the gradual development of students' professional competence. Evcili, Güçlü 
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& Akkoyun (2021) regarded the reduction of financial expenditures of Vocational School Students in 

the distance education process, unlimited access to class materials, and reduced risk of disease as an 

advantage. In a study conducted with vocational high school students, Yassine, Mustapha & 

Noureddine (2021) revealed that distance education has more advantages than disadvantages than 

traditional education. Poláková & Klímová's (2021) research, however, showed that a large percentage 

of vocational school students have internet access and technological tools that can be used for 

educational purposes. Even if they prefer different teaching methods, synchronous online classes are 

among their priorities since it allows them to communicate directly with their teachers and peers. 

According to research by Jacqueline & Smita (2001), most students in online classes meet their 

academic needs and improve their technological skills. Though communication is more challenging in 

distance education, Robinson & Hullinger (2008) defended that it is crucial to encourage participation 

through quick and appropriate feedback. Besides, they claim that communicating with colleagues and 

sharing multiple perspectives and ideas contribute to increased participation. Recent developments 

during the COVID-19 crisis have pointed out that digital tools and technologies, such as online 

teaching platforms, simulators, and other temporal training software for different professions, can help 

teachers develop their students' vocational and practical skills effectively (OECD, 2020). All these 

findings and studies support the research result. 

The negative aspects of distance education were expressed as classroom management 

difficulties, inequality of opportunities, distraction, lack of participation, lack of applied lessons, and 

technical problems. According to Vlassopoulos et al. (2021), most vocational high school students 

were dissatisfied with distance education, considering they did not have the expected benefit in terms 

of knowledge and skills. In the study by Evcili, Güçlü & Akkoyun (2021), it is clear that vocational 

high school students regarded the inability to practice and gain clinical experience as the most 

important disadvantage. On the other hand, Shea, Motiwalla & Lewis (2001) defended those students 

who are waiting for technical support in the distance education environment. In the study by Akti 

Aslan, Turgut & Aslan (2021), teachers' opinions about distance education were taken during the 

COVID-19 pandemic. Teachers have complained that students do not attend online classes on time or 

even at all, they are indifferent, and there is a lack of instant feedback, communication with students is 

limited, and class times are insufficient. In a study by Mulyanti, Purnama & Pawinanto (2020), 

vocational high school students stated that online learning is not any more interesting than regular 

learning though most of them can understand classes taught and are given the opportunity to actively 

participate in the learning process thanks to their teachers. About the lack of participation, the finding 

by Ross (2010, 1) that "obstacles to student participation may be particularly challenging in a distance 

education environment" coincides with the research results. 

According to Chen, Gonyea & Kuh (2008), "distance learning provides students with 

opportunities for active individual study while Chen, Gonyea & Kuh (2008) claimed their ability to 

collaborate with others is limited and that distance students often experience feelings of isolation and 

little sense of belonging or connection with the education provider." Stone (2012) also claimed that it 

is difficult to establish relationships with students remotely because there is little or no face-to-face 

contact. Among the negative aspects of distance education, it is believed that the above findings may 

cause the reason for the lack of participation. 

Recommendations for distance education have been listed as the obligation to turn on the 

camera, making the class interesting, the obligation of attendance, providing technological support, 

activating the student, investigating the reason for absenteeism, providing a suitable environment for 

the teacher and cooperating with parents. Similar recommendations have been emphasized in various 

studies. According to Rogers Haverback (2020), teachers should be trained in online platforms to 

conduct online learning activities. Teachers need to simplify teaching with technology and 

applications. In their research, Mukarromah & Wijayanti (2021) on vocational high schools concluded 

that the digital competence of the teacher and the creativity he/she has should be developed in 

realizing learning, and the motivation of the students should be increased because they might be bored 

with online learning. The COVID-19 pandemic has disclosed how much VET teachers are struggling 

to teach vocational content online. This is caused by the lack of online teaching resources or the 
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difficulty of teaching some practical skills online and the lack of experience in using online teaching 

methods (UNEVOC, 2021). On the other hand, Yates, Brindley-Richards & Thistoll (2014) stated that 

student participation in educational institutions could match with face-to-face organizations in distance 

education institutions, but staff should be student-centered. In the research by Evcili, Güçlü & 

Akkoyun (2021), 92.6% of the students suggest that the classes should be supported with more 

materials, while 84.0% of them suggest that the consultancy services be carried out actively in order to 

improve the distance education process. 

According to the teachers working at the vocational high school, students feel positive 

attitudes toward face-to-face education while they feel both positive and negative attitudes toward 

distance education. Considering the teacher preferences, it can be said that most teachers preferred 

face-to-face education while no one preferred distance education. On the other hand, hybrid education 

has also been among the preferences. In this regard, Taşpınar (2014) draws attention to the fact that 

designs in which face-to-face and web-based learning environments are applied together, expressed as 

blended learning of vocational education, can be used in vocational education, and give valuable 

results. The desire to establish more substantial, more sustainable, and flexible distance education 

systems in the future will allow educational systems to become more flexible and perhaps evolve 

toward a more hybrid (face-to-face and distance education) model. (UNESCO, 2021). 

As a result of the study, it is clear that the distance learning process could not be fully adopted 

in vocational high schools where applied lessons are predominant. Therefore, improvements should be 

made to address the shortcomings of distance education. According to the research results, a hybrid 

teaching model specific to vocational education can be developed by considering the advantages and 

disadvantages of face-to-face and distance education. The study group of the research is limited to 

teachers in only one vocational high school. In this context, the working group can be expanded in 

future studies. The study can be repeated by using different data sources, data collection tools, and 

methods when face-to-face education has been provided in a vocational high school because it has 

been conducted in a long-term distance learning process caused by the pandemic.  
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Abstract 

This study aims to identify in-service language teachers’ knowledge and experiences of feedback 

literacy and examine their reflections on an online training based on the Developing Engagement with 

Feedback Toolkit adapted for foreign language teaching.  The study was designed as practical action 

research. 17 K-12 English language teachers participated in the study. Data were collected through a 

survey, focus group interviews, and e-journal entries. The results showed that language teachers were 

unfamiliar with feedback literacy and perceived themselves as partially effective feedback providers. 

Assessment methods were based on homework, quizzes, and projects followed by generic feedback 

information. Teachers reflected on the positive impact of the training on their feedback giving 

practices and learners’ engagement in lessons.  They highlighted the points still open for improvement 

in personal feedback practices.  The findings imply that the training can be adapted to language 

teacher education programs to grow feedback-literate teachers and learners. 
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INTRODUCTION 

Feedback increases learning by directing students towards a clear path to follow on their 

learning journey, and quite a number of studies (Carless, 2019; Chen & Bergner, 2021; Hu et al., 

2021; Pitt & Winstone, 2017; Price et al., 2011) focus on improving students’ skills for engaging with 

the feedback given by their teachers. Giving efficient feedback is therefore an important part of 

teachers’ jobs. Yet, studies on supporting teachers in giving efficient feedback to their learners are 

scarce. It is also not very likely to claim that teacher education and training programs provide enough 

opportunities for preparing teachers with the necessary knowledge and skills to become feedback-

literate professionals.  As claimed by Winstone, Mathlin, and Nash (2019), focus on feedback 

literature has mostly been on the mechanics of giving feedback with a “cognitivist transmission 

model”. More recently, however, “socio-constructivist approach” emphasizing how teachers can give 

more efficient feedback and how students can engage with feedback and act upon it has gained 

importance.  

Many studies confirm that “clear, purposeful, and meaningful” feedback helps students 

develop strategies to learn better by building sound connections in their learning process (Carless et 

al., 2011; Hattie & Timperley, 2007; Winstone et al., 2017). This claim was also confirmed by 

Lipnevich and Smith (2008) who found detailed and descriptive feedback to be the most useful 

instrument for learning when given alone, without grades or praise.  Nevertheless, research 

acknowledging the importance of feedback on learning has identified some barriers limiting learners in 

benefitting from what they receive as feedback. For instance, Jönsson (2013) found out that in addition 

to students’ lack of motivation, there are various other sources causing students to fail to get the most 

benefit from the given feedback. Feedback that is insufficient in nature, unspecific, and delivered with 

a language difficult to understand, or given in an authoritative style was listed among other reasons. 

Lack of motivation to spend time and effort to act upon feedback or being unaware of the possible 

feedback implementation strategies might also be added to the list as other reasons for not benefitting 

from feedback (Nash & Winstone, 2017). Reviewing the research literature on students’ use of 

feedback, Jönsson (2013) concluded that students can find it difficult to use feedback when it comes 

too late, when it is insufficiently detailed or individualized, or when it is seen as too authoritative or 

difficult to decode the specialist language used in feedback.  In addition to these possible reasons, 

“emotional backwash” that students often experience in response to feedback has been identified as 

inhibiting their cognitive processing (Henderson et al., 2019; Pitt & Norton, 2017) 

Based on the assumption that much of the feedback students receive is not relevant for their 

future assignments, Handley and Williams (2011) provided sample assignments and feedback given to 

the previous sample assignments before students submitted their future ones. While this opportunity 

was appreciated by the students, researchers concluded that developing students’ self-assessment skills 

would serve them more in increasing their feedback literacy.  Similarly, Crisp’s (2007) study 

concluded that giving feedback to students is not enough on its own, so teachers need to reconsider 

their practices. After reviewing 195 research articles published between 1985 and 2014, Winstone et 

al. (2017) summarized that learners’ failure to engage with feedback might be attributed to various 

factors including the content and the delivery method of the feedback, learners’ individual differences, 

educational context, confusing academic terminology, and a lack of specificity.  

Teachers’ applications and their perspectives of feedback delivery are also indicated as other 

reasons for failure. As Molloy, Boud and Henderson (2020) point out, it is difficult to encourage 

teachers to change their perceptions from being an “information provider” to being a “facilitator of 

learner feedback literacy”. They highlight “the fear of curriculum crowding” as the main reason for 

this challenge. Studies show that teachers are not familiar with higher-order feedback strategies that 

help learners improve their learning. For instance, in Molloy et al.’s (2020) study, while teachers 

generally used recognition and feedback loops, they did not use quality feedback strategies to increase 

children’s critical thinking frequently or they used scaffolding ineffectively.  
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As both teachers and students have shared responsibility for advancing students’ feedback 

literacy, it would be wise to claim that increasing teachers’ feedback awareness and literacy by 

equipping them with the necessary strategies and knowledge would benefit their learners as well. As 

Carless and Boud (2018) indicate, for students to be able to appreciate the given feedback, teachers 

need to construct appropriate curriculum environments for their active participation accompanied by 

guidance, coaching, and modelling. Without having such an environment, it would be unrealistic to 

expect learners to become feedback literate, so being able to create this environment requires teachers 

who have this literacy in their own repertoire as well. As suggested by the researchers, teachers and 

students need “mega-dialogues” to understand each other’s perceptions on feedback, rather than 

discussing a piece of work. This need for establishing a more meaningful dialogue between teachers 

and students was also confirmed in Bloxham and Campbell’s (2010) study which concluded that 

students have limited literacy in understanding expectations to be engaged in a meaningful dialogue 

with their teachers.  

Considering the role played by teachers in growing feedback-literate students, this study 

aimed to develop foreign language teachers’ feedback literacy and help them acquire knowledge and 

skills to create conditions for their students to appreciate and use feedback effectively. To this end, we 

utilized the Developing Engagement with Feedback Toolkit (DEFT) (Winstone & Nash, 2016) to 

design a modular training on feedback literacy for language teachers.  DEFT was developed 

considering the barriers inhibiting learners from benefitting teachers’ feedback. Consisting of 3 

modules as Knowing, Being, and Acting, DEFT provides a toolkit of resources perceiving students as 

“proactive recipients”.  

The “Knowing” Module aims at helping students identify why feedback is important as well 

as different forms of feedback and the standards and the criteria used in evaluating their performance. 

It also intends to show students how feedback can be used as a tool for learning. The “Being” Module 

enables students to understand how feedback comments can be interpreted based on different identities 

and how students can deal with the barriers preventing them to get the most benefit from what they 

receive. It further deals with the emotional aspect of receiving feedback for improvement. The 

“Action” Module encourages students to act upon the feedback they receive with a “bank” of actions 

they can use as well as to create a plan for putting their plans into action.  

Feedback literacy of language teachers and learners has rarely been studied in Türkiye. Thus, 

this study sought to identify foreign language teachers’ existing knowledge of feedback and the 

strategies they use when they give feedback for assessed student performance. Additionally, we intend 

to raise foreign language teachers’ awareness of feedback literacy and help them acquire relevant 

skills and attitudes through an online training so that they might become feedback literate 

practitioners.  Research questions the study addressed were; 

1. What are foreign language teachers’ current feedback literacy levels regarding their 

a) existing knowledge and experience of feedback literacy? 

b) practices and strategies in giving feedback? 

2. How do the foreign language teachers reflect on their experience in an online modular 

training program on feedback literacy? 

METHOD 

Research Design 

The study has been designed as practical action research consisting of four stages: (1) 

identifying the problem, (2) developing an action plan, (3) implementing the plan and collecting data, 

and (4) analysing data (Fraenkel, Wallen & Hyun, 2012). The research design is displayed in Figure 1.  



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

157 

 

Figure 1. Research Design 

Setting and Participants 

After ethical permission was obtained to conduct the study, a readily approachable case school 

(hereinafter referred to as School Y) was chosen based on convenience sampling. School Y is a private 

K12 college established in 1998. It is located in a city in north-western Türkiye. So far, it has 

graduated more than 1500 students. 

The principal of School Y and the lead language teacher, who served as gatekeepers between 

the researchers and potential research participants, were informed about the nature and purpose of the 

study. With their facilitation, we gained access to all the language teachers in the school and volunteer 

teachers were picked as research participants. A total of 17 language teachers took part in this study.  

Table 1. Profile of the Language Teachers 

Pseudonyms Gender Subject K12 Level Education Teaching 

Experience 

(Years) 

P1 Female English Elementary School BA 4 

P2 Female English Elementary & High School BA 2 

P3 Female English Elementary & Middle School BA 1 

P4 Female English Elementary & Middle School BA 7 

P5 Female English Middle School BA 14 

P6 Female English Middle & High School BA 4 

P7 Female English High School BA 10 

P8 Female English High School BA 2 

P9 Female English Kindergarten BA 20 

P10 Female English Middle School BA 4 

P11 Female English Middle School BA 12 

P12 Female English Middle School BA 7 

P13 Female English Middle School BA 4 

P14 Female French Elementary School PhD in progress 8 

P15 Female French Middle School PhD in progress 4 

P16 Female French Kindergarten BA 1 

P17 Male French Middle School BA 1 

 

Females constituted 94.11 % (n=17) of the participants, and there was only one male 

participant. 76.47% (n=13) of the language teachers were teaching English, whereas 23.53% (n=4) of 

them specialized in teaching French. 88.23% (n=15) of the participants had undergraduate degrees, 

and there were only two participants pursuing their Ph.D. studies. Participants’ teaching experience 

varied from 1 to 20 years.  
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Data Collection 

Data were collected through a survey, focus group interviews, and e-journal entries. 

Quantitative data was gathered through a survey developed by the researchers. The survey included 19 

items categorized under 3 headings: personal information (7 items), background in feedback literacy 

(3 items), and experience in giving feedback (9 items). The items in the survey were written based on a 

thorough literature review in feedback literacy (Carless, 2019; Carless et al., 2011; Hattie & 

Timperley, 2007; Nash  &Winstone, 2017; Winstone & Nash, 2016; Yucel et al.,  2014).  Before 

finalizing the survey and administering it, we employed cognitive interviews with two teachers to 

investigate whether the items in the survey were formulated in a way that was fit for our research 

purpose.  

Based on survey data, training modules to increase the feedback literacy of language teachers 

were developed based on DEFT resources, as explained above, and delivered in an online meeting 

platform (See Table 3 for further information on modules). In our study, we conducted semi-structured 

focus group interviews after each module to gain insights into how teachers reflect on each module 

and plan to benefit from the ideas and practical activities discussed. All the participants attended the 

focus group interviews conducted by researchers. Each researcher interviewed a group of 5 to 6 

teachers in an online meeting platform. Participants were asked to engage in reflective discussions 

around a set of guided questions. Questions we asked them to respond to can be seen in Table 2. The 

interviews were video recorded and lasted for a maximum of 1 hour for each group. The interviews 

were conducted in the participants’ native language.  

Table 2. Focus Group Interview Questions 

Questions 

What are your impressions of Module X? 

Please evaluate Module X in terms of its implications on your teaching practice. 

Do you think Module X is useful in terms of its contribution to your and your students’ feedback literacy? If 

yes, in what aspects? If not, why? Do you have any suggestions for Module X to produce better gains? 

Do you think Module X is easy to practice? Why? Why not? 

 

Participants were also asked to record their reflections regarding each module in their e-

journals. Within a week after a module was completed, teachers filled in their journal entries referring 

to how they felt during training, what they learned, what aspects they found useful, and what else 

could be incorporated into the training. Entries were recorded and archived anonymously. The outline 

of data collection procedures can be seen in Table 3. 

Table 3. Feedback Literacy Modules 

Module Date Duration Content 

1 24.02.2021 2hrs Introduction to Feedback Effectiveness 

1 10.03.2021 2hrs How to Give Effective Feedback 

 20.03.2021 1hr Focus Group Interview1 + E-journal Entry1 

2 24.03.2021 2hrs Feedback Literacy: Knowing Domain 

2 07.04.2021 2hrs Feedback Literacy: Knowing Domain 

 21.04.2021 1hr Focus Group Interview2 + E-journal Entry2 

3 05.05.2021 2hrs Feedback Literacy: Being Domain  

3 19.05.2021 2hrs Feedback Literacy: Being Domain 

 02.06.2021 1hr Focus Group Interview3 + E-journal Entry3 

4 16.06.2021 2hrs Feedback Literacy: Action Domain  

 30.06.2021 1hr Focus Group Interview4 + E-journal Entry4 

 

Data Analysis 

Quantitative data coming from participants’ responses to survey questions were analysed 

descriptively, conducting frequency and percentage analyses. Qualitative data coming from interviews 
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were transcribed and sent to teachers for confirmation. Each researcher analysed the qualitative data 

individually. We analysed data thematically by identifying, deducing, and recording different themes 

into groups (Clarke & Braun, 2013). Data were coded in three steps. In the first step, open coding was 

employed, and data were labelled with initial codes. In the next step, we linked initial codes together 

by reading over the codes and grouped them into categories. In the last step thematic codes were 

assigned to categories (Corbin & Strauss, 2014). Finally, 7 themes were generated: (a) impact on 

teaching practice and learners, (b) points still open for improvement in personal feedback 

practices, (c) content, (d) method of delivery, (e) duration, (f) instructional materials, and (g) 

suggestions for the improvement of the training.  

To ensure the trustworthiness of data analysis, data and investigator triangulation was utilized. 

All three researchers coded data in a three-step process and the findings from each researcher were 

then compared to see whether the interpretations made were coherent. The themes were finalized after 

several discussions. 

RESULTS 

In line with the research questions, we analysed data and interpreted the results in the 

following headings.  

RQ1 (a). What are foreign language teachers current feedback literacy levels regarding 

their existing knowledge and experience of feedback literacy? 

Data analysis showed that most of the teachers (64.7 %) have not participated in any 

training related to feedback literacy. As reported in Table 4, six teachers (35.3 %) received 

training on feedback literacy during their undergraduate education and only four teachers 

(23.5 %) reported to have done so after graduating from university. Most of the teachers (79.4 

%) wanted to attend a training on feedback literacy. 

Considering teachers’ knowledge about feedback literacy, five teachers (29.4 %) 

responded they were knowledgeable about the term while 10 teachers (58.8 %) reported being 

partially familiar with it. We found that two (11.8 %) of the teachers did not know about 

feedback literacy at all.  Analysis of teachers’ self-perceptions of the effectiveness of their 

feedback showed that six (35.3%) teachers perceived their feedback as effective and 10 of 

them (58.8 %) considered their feedback as partially effective and only one (5.9 %) teacher 

thought her feedback was ineffective. Results also revealed that only one (5.9 %) teacher 

thought she could give feedback easily while two (11.8 %) teachers considered the process to 

be difficult. 14 teachers (82.4 %) reported having partial difficulty while providing feedback.  

Table 4. Teachers’ existing knowledge and experience of feedback literacy 

Questions Responses  F % 

Training on feedback literacy during undergraduate education Yes 6 35.3 

No 11 64.7 

Training on feedback literacy after undergraduate education Yes 4 23.5 

No 13 76.5 

Willingness to receive training on feedback literacy  

 

Yes 12 79.4 

No 5 20.6 

I know what feedback literacy means. Yes 5 29.4 

 Partially  

No 

10 

2 

58.8 

11.8 

I think I give feedback effectively.  Yes 6 35.3 

 Partially 10 58.8 

 No 1 5.9 
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How do you evaluate the process of giving feedback?  Easy 

Partially difficult  

1 

14 

5.9 

82.4 

 Difficult 2 11.8 

 

We also asked teachers to explain what feedback meant to them.  The majority associated 

feedback with giving advice, correcting mistakes, and informing students about their poor 

performance. P3 added the element of appreciation in her definition saying, “appreciating if there is 

any good work” and referred to the importance of instant communication with students for their 

improvement. P5 connected feedback with future work stating, “comment how this outcome will affect 

the next step” and P2 defined feedback as “presenting new strategies for encouraging progress”.   

For in-depth analysis, we investigated what aspects teachers thought could make the feedback 

process effective. Qualitative data yielded the categories shown in Table 5.  

Table 5.  Teachers’ opinions about the elements of effective feedback 

Categories Excerpts 

Immediate  

 

If I give feedback after a long time, it will not achieve its purpose. I take 

notes of mistakes during the task and then I explain the points that need 

attention without giving names (P10) 

Focusing on strengths  

 

I start my sentence by explaining the things that the student did well, and 

then I refer to the mistakes (P1) 

Informative  

 

Feedback message should be informative, not superficially given with 

phrases like bravo, well-done, be careful! (P17) 

Comprehensible  It should be understood by the learner, that is, the teacher must use simple 

language. (P3) 

Objective  

 

I try to be as objective as possible while giving feedback and I explain what 

evaluation results mean and how the student should proceed according to 

the results (P9) 

 

Lastly, the teachers were asked to explain why they described the feedback process as partially 

difficult and difficult.  Below we outlined the recurrent ideas emerging from the participants’ 

responses.  

Differences among students: One teacher expressed her concern about differences in 

students’ academic levels in the same class saying, “When students’ levels are different, I find it hard 

to adjust my language to their levels while giving feedback” (P7).   Two teachers acknowledged 

students’ individual differences made the process partially difficult stating “I found the feedback 

process partly difficult as it varies according to the students’ abilities, preferences, and capacity” 

(P15). Another teacher agreed that students are not alike, thus, it is not easy to decide how to give 

feedback.  “It is not always easy to evaluate the student’s performance and offer suggestions for self-

improvement considering individual factors, such as learning style and intelligence type” (P4). 

Using appropriate feedback language: Teachers’ having difficulty in choosing appropriate 

words or phrases while giving feedback was seen as another source of difficulty during the feedback 

process.  P16 commented; “Choosing the appropriate words or giving feedback at the appropriate 

time is a sensitive point. If I don’t express my ideas properly, it can damage the interest and 

motivation of the students.” 

Amount of feedback: Another challenge for the teachers during the feedback process was to 

decide how much feedback would be appropriate for student improvement. P2 expressed; “I'm having 

a hard time figuring out the amount of feedback I should give. I can never know if I say too much or 

too little.”  

Foreign language barrier: All the participants in our study used target language in order to 

give feedback to their learners, which appeared to cause difficulty for the teachers to make the 

feedback message clear. P11 reported; “I think using the target language while giving feedback 
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sometimes prevents students from accurately understanding feedback. Thus, I can’t decide whether to 

use mother language or target language.”   

Students’ low-level engagement with feedback: One teacher commented on some students’ 

resistance to receiving feedback and highlighted they are not interested in receiving feedback or don’t 

want to accept the teachers’ comments, and said, “Sometimes students may not want to listen to and 

accept my comments. I notice some of them never read my feedback notes, perhaps thinking it 

wouldn’t affect their performance at all” (P4). 

RQ1 (b). What are foreign language teachers current feedback literacy levels regarding 

their existing practices and strategies in giving feedback? 

We also aimed at revealing the assessment methods teachers used in their lessons (Figure 2) 

and found that homework assignments followed by quizzes and projects were the most preferred forms 

of assessment. 

14

11

8 9 8

12

4

0

5

10

15

Frequencies

Homework Project Written exam

Multiple choice test Oral exam Quiz

Other

 

Figure 2. Frequencies of the assessment methods used by the teachers 

Whether teachers gave feedback to students after using these assessment methods was also 

explored. All the participants reported doing so, but they seemed to differ in terms of delivery. Five 

teachers stated they gave oral feedback while 12 of them reported providing both oral and written 

feedback. Considering how their students felt after receiving feedback, 13 teachers expressed students 

felt happy upon having feedback, 12 teachers described students’ feelings as encouraged. For seven 

teachers, students became sad and three of them reported their students’ feelings as “bored” after 

obtaining feedback from their teacher.  

Happy ; 13

Encouraged; 12

Sad; 7

Bore
d; 3

Happy Encouraged Sad Bored

 

Figure 3. Teachers’ perceptions of students' feelings after receiving feedback 
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We wanted to explore to what extent teachers thought their students benefitted from the 

feedback they were provided with. 12 teachers acknowledged that students understood their feedback 

and made necessary corrections while nine of them believed students didn’t bother to make necessary 

changes although they understood feedback. The teachers’ opinions about the reasons why students 

were not interested in their feedback were presented in Figure 4.  

My students can’t 
fully understand my 

feedback.; 2

My students 
understand feedback 
but don’t know what 

to do with it. ; 6

Even if my students 
want to make 

corrections, they 
don’t do so, because 

they think their 
grades won’t change. 

; 4

My students don’t 
want to spend time 

for a past 
assignment.; 7

 

Figure 4. Teachers’ perceptions of the reasons for students’ attitudes about feedback 

RQ2. How do foreign language teachers reflect on their experience in an online modular 

training program on feedback literacy? 

Our next research inquiry was to explore teachers’ reflections on their experiences of the 

online modular training on feedback literacy. To achieve this, we collected data through focus group 

interviews and e-journal entries. Comparative data analysis helped us arrive at conclusions regarding 

the teachers’ reflections on the impact of the training program on their teaching practice and learners 

and their evaluations of the points still open for improvement in personal feedback practices. Further 

data analysis revealed the teachers’ evaluations of the program regarding its content, method of 

delivery, duration, instructional materials, and suggestions for the improvement of the training. Figure 

5 displays emergent themes and categories. 

 

Figure 5. Emergent themes and categories from data analysis 

Reflections on the impact of the training program on teaching and learning  
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Impact on Teaching Practice & Learners: The findings highlighted that the training provided 

examples of real-classroom cases all teachers might be experiencing while giving feedback. In other 

words, what was studied during the training corresponded well to the classroom practice.  One teacher 

said: “Almost every example given reminded me of my own problems in my classes.  I think the 

presenters’ explanations and concrete examples from real situations added to the practicality of the 

training because I could discover some ways to solve these problems” (P3). 

With heightened awareness of feedback literacy, the teachers could realize they were using 

some inappropriate and demotivating strategies to give feedback and they needed to empathize more 

with their students. For example, one teacher wrote she started paying more attention to feedback on 

language and individual differences among learners: “The training [Knowing module] showed me the 

power of my language for effective feedback. To be honest, I used to provide feedback using similar 

words and phrases without considering whether different students could interpret my message 

differently. Now I tend to pay more attention to the feedback message and care about my students’ 

identities. I will help them see they might react emotionally to my feedback [Being module]” (P1). 

Another impact of the training was found as the preparation of evaluation criteria together 

with learners. The results showed the teachers didn’t use to share their rubric with their students, even 

some didn’t use any criteria to evaluate student performance. The training seemed to help teachers 

realize the importance of creating a standard evaluation criterion with the involvement of learners: 

“After learning that feedback is a reciprocal process that needs to be carried out with effective 

communication channels with students, I started to communicate more with my students and ask them 

for their opinions and feelings about how they want to learn and to be assessed” (P14). 

Speaking of the importance of using standard evaluation criteria, one teacher emphasized that 

standards need to be set with the shared efforts of the teachers in the language teaching department at 

school.   Participant 4 said, “One of the most significant effects of the training was to realize we need 

to create evaluation forms with the participation of all language teachers at school and share it with 

our students.” Another teacher reflected on the same issue with the following comment: “For example, 

we learned the importance of preparing evaluation criteria  with our learners.  After this session 

[Knowing module], we sent writing and speaking tasks to the students.  For both tasks, we set criteria, 

inserted samples for students to understand the task requirement better, and then shared the criteria 

with our students” (P8). 

Practicing what they have learned from the training in the classroom, the teachers noticed 

their students appreciated forming a common definition of feedback with their classmates and 

enjoyed taking an active role in the creation of evaluation criteria. After the application of the 

activities in the class, one teacher reported that her students seemed to feel more valued by the teacher 

as well as being more aware of what feedback literacy means:   “I can say some of my students have 

become more curious individuals.  They started to question what they did, how they did it, and how it 

resulted. I see they felt even more comfortable expressing their ideas and asking questions when we 

started talking about their emotions [Being module]  and the strategies they could take up to 

compensate for their weaknesses [Acting module]” (P12). 

One teacher emphasized her students began to attach more significance to listening to her 

while receiving feedback. She noticed the details in her verbal and written messages gained 

importance with students’ higher awareness of feedback: “When I practiced [Knowing module] with 

my students, I realized there were those who thought feedback was just a negative comment or 

appreciation by an authority. We talked about what feedback was and was not as well as discussing 

how we should design the feedback process together” (P4). 

Lastly, some teachers agreed that the “Acting Module” was a very important dimension of the 

training. They confirmed creating a pool of strategies and an individual action plan would benefit both 

teachers and students by increasing learner autonomy and performance: “The Acting Module will 

certainly be reflected in our classroom practices. We talked about a pool where these strategies are 
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collected and an action plan for improvement.  I think it will be very useful for teachers and students” 

(P11). 

Points still open for improvement in personal feedback practices: When analysing the points 

the teachers would want to improve personally more about feedback literacy, it became apparent that 

all were concerned about allocating sufficient time for the implementation of the activities in their 

classes due to their busy schedules and demanding curriculum: “I came to realize that feedback should 

be individualized, and I need to give detailed feedback paying more attention to personality types. To 

do this, I need plenty of free time among tons of responsibilities of mine and the curriculum we have to 

cover” (P3). 

Concerns about lack of time also led them to question the sustainability of feedback literacy 

practices in their classes and making them a part of their school culture: “I am not sure if we can 

implement them [feedback literacy practices] in our school effectively. During the semester, we are 

extremely loaded with work and may not be able to allocate extra time for training our students about 

feedback literacy” (P4). 

Additionally, the teachers would like to focus more on being and acting dimensions of the 

training as they thought there was still a strong need to know learners’ individual features and 

emotions as well as predict how each could act upon receiving feedback.  They had not thought that 

learners’ emotional states could determine whether they would react to or reflect on the feedback 

message.  

Upon realizing the receiver is as important as the sender and message of feedback, some 

teachers wanted to improve themselves more on this area.  Prior to the training, they used to define 

feedback as a written or verbal product containing some criticism towards student homework, exam, 

or performance. The training seemed to cause a shift in their beliefs and practices in relation to 

feedback literacy. For this reason, most confirmed they were still open to development in making 

learners an active part of the feedback process and hearing their voices in the planning and 

implementation of feedback practices. One teacher commented: “I realized what I missed most was I 

never allow students to give feedback to each other. I think I do it on purpose thinking that they will 

hurt each other, or they will not be able to express their opinions clearly.  I want to improve myself a 

little more in this regard” (P12). 

Similarly, one of the teachers mentioned that before attending the Being Module, she had 

never considered that students’ identities had such an important role in the feedback process and that 

teachers could guide students through exploring their identities to receive feedback more effectively 

for their improvement. She wanted to develop herself in this area: “I think about the time when I was a 

student myself.  Only a few teachers of mine really cared about what I could do to improve my 

weaknesses. My personality and feelings were never taken into consideration, but I will. I would like 

my students to realize feedback is not a criticism and that they could develop themselves through 

feedback if they discover their true identities. I wish we had this opportunity when we were students. I 

plan to talk about it in my class” (P5). 

Reflections on the design and implementation of the training program 

Content: As with the content of the program, participants stated the content was 

“informative”, “clear-to-understand”, “practical”, “useful” and “entertaining”. A special focus on 

feedback literacy helped the participants obtain new insights into the significance of feedback 

information and learners. For example, one teacher reported: “I had never considered feedback as a 

reciprocal process to be handled from a multi-dimensional way as Knowing, Being and Acting” (P1). 

One teacher referred to the content as being “entirely new and different” from the ones she had 

previously listened to, which encouraged her to consider the feedback process in relation to learners’ 

knowledge, identity, and actions. She summarized her perceptions as follows: “Previously, I had 
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listened to the elements of effective feedback in seminars and had taken an undergraduate course on 

giving feedback. This one was all new and different.  Knowing Module focused on the purpose of 

feedback and establishing standards with students for assessment.  During the Being Module, we 

discussed how different interpretations could be made on the same feedback information by students, 

and Acting Module was about the implementation of feedback messages and targets set by students for 

their improvement” (P14). 

Method of Delivery: Results indicated the participants’ satisfaction with the delivery method 

of the training. All stated that it was not conveyed in the form of a lecture, but as an interactive one 

encouraging discussion and sharing among the teachers. Most teachers liked the end-of the-session 

practices of each module where they were asked to engage in group work and think and act as if they 

were students.  The teachers also agreed that the trainers were well-prepared for the sessions, and each 

knew well how to deliver the content in the most interesting and enjoyable way.   

The teachers also thought information in a new module was always presented in relation to the 

previous one. This helped them remember the previous week’s subject better and make easier 

connections with new content.  One teacher said: “It [Knowing Module] was highly useful as we first 

recognized what feedback is not, we then focused on the purpose of feedback and how to use it as a 

learning source. Being Module started with the revision of the Knowing Module and the trainers 

presented some group tasks where we could connect both modules to each other and remember the 

past content. The last one [Acting Module] began with an online quiz followed by a review of the 

answers collected by all participants” (P11). 

Another point was related to the online mode of delivery due to the COVID-19 pandemic. It 

was perceived as a disadvantage at first since there wouldn’t be any face-to-face interaction between 

the participants and trainers.  However, the online mode seemed to make the training more practical as 

the training modules could be arranged after working hours and the teachers could connect to the 

sessions from the comfort of their homes. This can be evidenced by the comment made by a teacher: 

“We accessed the training from home. Despite my former prejudice against taking an online course, it 

never impeded communication or interaction among us. I think it was more comfortable and safer 

connecting from home” (P2). 

Duration: The teachers agreed the entire program lasted very long although it did not 

negatively influence or demotivate them. Participant 1 said: “It took long, more than 3 months to 

complete the training, but I still can remember what we talked about in the first module”, emphasizing 

the positive impact of the training on her learning.  Participant 12 noted that the training could not 

have been shorter as there was a lot to focus on, even suggesting a longer program which would enable 

participants to spare more time to practice the samples from the assessed student performance. 

Data analysis further revealed positive perceptions of the teachers regarding the delivery of the 

training every two weeks. This duration was good because they reported that they needed time to 

apply what they learned from the training in the classroom and then to reflect on their experiences of 

the feedback process until the next module.  

Instructional Materials: The participants described the instructional materials as engaging 

with respect to their content and design.  For all teachers, the content was presented in a diverse and 

the most interactive way possible: “I think the materials set an example for us in terms of their content 

and diversity. I really liked the use of tools like Padlet and Mentimeter, which helped us do the tasks 

with full attention” (P13). 

Most teachers commented positively about the group activities in breakout rooms where they 

collaborated to complete the worksheets and exchanged ideas with other group members during the 

main session. Sample materials (worksheets) shared for application in the classroom were also 

appreciated. They were found to be authentic and help internalization of the content by the 

participants. They were reported to be well-prepared and free of any complex terms or phrases: 
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“Sample materials presented and shared were functional and easy to understand. It’s good they didn’t 

contain too much terminology. I also have useful ideas for material preparation on feedback literacy” 

(P4). 

Suggestions for the improvement of the training: Data analysis revealed two main 

suggestions for the improvement of the training. The first suggestion was made for the provision of 

more real-cases such as samples from graded student work, and excerpts from teacher feedback notes, 

rubrics, etc. to assist participants’ understanding of theoretical parts.  “I know it might not be possible 

to present everything about feedback literacy in 30 or 40 hours, but my suggestion is to spare more 

time for the Knowing Module with more authentic examples of student work and teacher feedback.  I 

believe participants could make sense of the content better this way” (P5). 

Another suggestion was related to sparing more time for practice in all three modules. The 

teachers wanted to have several opportunities for self and peer evaluation; in other words, to compare 

themselves with their colleagues by giving feedback on the same piece of student work and check to 

see if they were standard in their feedback practice.  “We usually advise our students to seek more 

practice opportunities to make learning permanent. Now, I, as a learner of feedback literacy in this 

training program, recommend extending the duration of application parts in each module” (P1). 

Participant 8 commented: “I would like to learn more about the Acting Module. I think I was unable to 

fully concentrate on the strategies students should develop upon receiving feedback. I suggest having 

an additional session for more practice about this module.”  

DISCUSSION  

The results of the study showed that the online modular training program aiming to increase 

teachers’ knowledge of feedback literacy was successful in achieving its aims. The participants of the 

study, most of whom did not get any specific training on feedback literacy, were unfamiliar with the 

topic but willing to increase their knowledge. They stated that they benefitted from the online training 

they participated in. The shift in their definitions of feedback from “giving advice, correcting mistakes, 

and informing students about their poor performance” to “encouraging students to be more curious 

learners who question what they did, how they did it, and how it resulted in expressing their emotions 

freely” is one of the most significant findings of the study. Thus, it would be possible to conclude that 

the training provided to the teachers in this study gave them the opportunity for perceiving feedback as 

a two-way dialogue between teachers and students. As expressed by the teachers, students started to 

become active agents of their own learning, questioning, and evaluating what they were doing and 

freely expressing their feelings, as also suggested by Molloy et al. (2020). Therefore, encouraging 

teachers to reconsider their beliefs, applications and curriculum considering their assessment practices 

and beliefs might be suggested as one of the important implications of this study. 

Our study can also be shown as an example of collaborative professional development 

endeavour promoting feedback literacy at the institutional level. As Carless et al. (2011) believe these 

types of collaborative activities focusing on teachers’ attitudes and behaviours regarding their 

feedback practices, especially with specific and real examples are useful in increasing teachers’ 

awareness. As also argued by Price et al. (2011), rather than devoting more time and resources to 

doing more assessments, creating opportunities that can help both students and teachers to become 

more literate in appreciating the aims of assessment and encouraging more engagement with 

assessment practices for both parts would be more effective. In this study, teachers’ heightened 

awareness of their own assessment practices, ineffective feedback language, inappropriate or even 

demotivating strategies they were using in giving feedback all confirmed the positive effect of the 

training to change their beliefs and future applications with respect to feedback literacy.   The training 

program contributed to creating a feedback literacy culture at the institution, at least for foreign 

language teaching, which is a desirable outcome as suggested by Henderson et al. (2019). For more 

effective feedback processes, longer-term practices and ongoing engagement with the new 

perspectives are needed. Thus, as Carless (2019) suggests, making professional development focusing 

on feedback literacy should be a long-term institutional practice guiding both teachers and students. 
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Rather than including feedback practices as isolated actions, learners need to be given opportunities 

for making judgements and be involved in dialogue with others as part of their curriculum (Boud & 

Molloy, 2013).  

The results also revealed that the online program based on DEFT was perceived positively in 

assisting teachers to develop a new understanding of feedback literacy. The structure, content, and 

materials used were found useful and practical for the participants. The dialogues among the teachers 

working at the same institution during the online training helped them understand each other’s 

perceptions and applications. They understood that feedback is a two-way interaction and merely 

giving feedback to learners does not mean they comprehend it and take actions for improvement.   

Nevertheless, the teachers desired several opportunities for self and peer evaluation; to see if they were 

consistent in their feedback practice. Additionally, they demanded to have more real classroom 

examples related to their contexts, and more importantly to have more time to devote to feedback 

practices in their own curriculum, being concerned about the sustainability of putting what they have 

learned into practice. While teachers in this study were enthusiastic to spend more time in improving 

their students’ feedback literacy and their own assessment applications such as developing an 

institutional evaluation criterion, their expectations show that the capacity development of teachers 

need more time and energy to be channelled institutionally (Carless & Winstone, 2020).  

CONCLUSION   

Although the findings cannot be generalized to other contexts, we believe the training offered 

in this study can be applicable in many other educational settings. Following similar steps, trainers can 

assist teachers in becoming feedback literate with the goal of assisting learners and, as a result, 

improving the quality of education. While we provided an online modular in-service teacher training 

program, a similar approach, including classroom observations, can be used in a face-to-face or 

blended approach. For further research, making observations in the teachers’ classrooms and giving 

feedback on their real applications might help them become more conscious and literate about the 

feedback process.. Teachers can also be encouraged to give feedback to each other to ensure the 

sustainability of the new practices institutionally. Involving students’ perspectives and comparing 

them with the teachers might be suggested to see the events from the other side of the coin. 

Considering the significance of being able to give and receive effective feedback throughout our lives, 

feedback literacy might even be considered a graduate outcome as also suggested by other researchers 

in the field (Carless & Boud, 2018; Nicol et al., 2014; Winstone et al., 2020). We think that fostering 

institutional feedback literacy culture will contribute to the development of a more literate society, one 

in which people are able to evaluate their own work as well as that of others and to give and receive 

feedback from one another in an appropriate manner and language. 
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Abstract 

In this research, we aimed to examine and understand the experiences of the participants regarding the 

teaching practice courses held with distance education during the pandemic. The participants of the 

research are all eight students who took teaching practice courses in the primary school education 

program of a university in Turkey in the 2020-2021 academic year. The research was designed as 

basic qualitative research. Research data were obtained from semi-structured interviews conducted via 

video call individually with the participants. Content analysis was used for data analysis. Results show 

that participants experienced problems due to the lack of interaction with the primary school students 

and practice teachers. In the problems that arise in the distance education process; we can say that the 

lack of infrastructure, knowledge and experience of the stakeholders are effective. It is necessary to 

eliminate the infrastructure problems related to distance education and to provide information and 

experience to the stakeholders by integrating distance education into formal education processes. In 

this way, we can be prepared for the next pandemics or similar extraordinary situations. 
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INTRODUCTION 

The coronavirus epidemic has significantly affected health, economy, life and education. The 

pandemic has caused the closure of educational institutions from pre-school to higher, worldwide. 

According to United Nations Educational, Scientific and Cultural Organization [UNESCO] (2020), as 

of April 2020, schools were closed in 188 countries worldwide. More than 90% of the student 

population was affected by this process. Countries have taken measures such as restrictions, 

mass/partial closures, and suspending face-to-face education in educational institutions to minimise 

the pandemic’s effects. Within the scope of the measures mentioned above, schools affiliated with 

national education have been suspended in Turkey since mid-March (Ministry of National Education 

[MEB], 2020). In the following period, these schools were opened and closed again according to the 

course of the pandemic. The Council of Higher Education [YÖK], on the other hand, has decided that 

the spring semester of the 2019-2020 academic year will be carried out by open and distance learning 

at universities (YÖK, 2020). Along with the decisions taken in the next process, as of May 2021, 

training in fields (other than some applied fields such as health and veterinary) will continue as open 

and distance learning. 

As a result of the transition to open and distance education [DE], universities started to work 

to continue their current education. With the decision to open and DE within the scope of pandemic, 

universities have started to work to continue their current education. Infrastructures have been 

established, and necessary training have been given to personnel and students. However, it can be said 

that this preparation process was problematic because there were existing deficiencies, and it was 

difficult to eliminate them. With the transition to DE, it can be said that the number of universities that 

can teach all their courses simultaneously is only six (Durak, et al., 2020). The remaining universities 

don’t own the infrastructure to simultaneously perform DE activities during the pandemic’s first 

period or have difficulties establishing this infrastructure. This finding shows how unprepared we are 

for the deficiencies in DE in higher education institutions. Apart from universities’ infrastructure 

problems, there have been some problems in the training of instructors and that this was the most 

difficult process (Durak, et al., 2020). The shortcomings mentioned in the transition process to DE 

constitute a part of the problems. Another problem is the access, knowledge, and experience of 

students regarding DE. Studies have concluded that students having trouble to reach the internet, they 

are not well enough in using technology, they do not have a space reserved for them at home, and they 

do not see DE as the education system of the future (Altınpulluk, 2021; Karahan et al., 2020; Karatepe 

et al., 2020; Koç, 2020; Yolcu, 2020). 

The measures taken in education to reduce the pandemic’s effects brought the problems, some 

of which were mentioned above, to light. It has been predicted that the measures taken will increase 

existing inequalities in education, have more serious consequences for disadvantaged groups, students 

will lose access to healthy food offered to them in schools, and the socialisation problem will have 

psychological effects. It has been stated that it is important to find solutions to these problems 

(Giannini & Lewis, 2020). It is essential to solve students’ difficulty of accessing DE technologies to 

ensure the effectiveness of DE passed within the pandemic’s scope and not to deepen the existing 

inequalities. The pandemic shows us that we need to focus on DE. It is possible to say that DE has 

taken an important place in our understanding of education and will continue increasing its weight in 

our education systems. For this reason, it is important to focus on research on DE, to reveal the current 

situations and to propose solutions. 

Research on DE increased with the closures arising from the pandemic. These researches were 

carried out in a wide range of disciplines ranging from students, teachers, and lecturers (Adnan & 

Anwar, 2020; Chen et al.,  2020; Görgülü Arı & Hayır Kanat, 2020; Niemi & Kouse, 2020). In 

addition, compilation studies on DE (Bozkurt, 2020; Can, 2020; Donitsa-Schmidt & Ramot, 2020) 

were also carried out. When the literature is searched, it’s been determined that there are few studies 

(Eti & Karaduman, 2020; Koç, 2020; Piştav Akmeşe & Kayhan, 2021) on the implementation of 

teaching practices within the scope of DE. 
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In the teaching practice lesson, it is aimed that the preservice teacher gain teaching experience 

for two semesters in the designated practice schools. In this process, pre-service teachers attend classes 

at the levels they will teach, accompanied by the supervision and guidance of the designated practice 

teachers and practice instructors. In parallel with this, pre-service teachers attend follow-up meetings 

with the practice instructor once a week, evaluate the process, and assign internship activities. 

Teaching practices make significant contributions to the professional development of teacher 

candidates with the opportunity for social interaction and participation within the school context 

(Walshaw, 2004). With the DE in pandemic, it has been decided to carry out DE in schools under 

MEB through Information Network in Education [EBA] TV and EBA Live Lesson Platform (MEB, 

2020). Teaching practices were also carried out on the EBA Live Lesson Platform under the 

supervision of practice teachers. Pre-service teachers participated in this platform and performed 

teaching practices once a week. Students also participated in distance assessment meetings with their 

instructors once a week. When other countries took steps towards teacher education after closures, it 

can be said that they showed similar reflexes with Turkey. With the closure, countries have started 

broadcasting on national channels for pre-higher education and continue their education activities 

through DE platforms. Teaching practices were similarly carried out in the form of pre-service 

teachers participating in classroom environments on these platforms and organising meetings with 

university-level lecturers and teacher candidates (Donitsa-Schmidt & Ramot, 2020; König et al., 2020; 

Flores & Gago, 2020; Moorhouse, 2020; Niemi & Kousa, 2020). It can be said that the differentiations 

take place in the dimension of facilitating the access of countries to infrastructures such as the internet, 

computer, and software required for DE. 

It is essential to research the process of conducting this course, which is aimed and designed 

for teacher candidates to gain experience in face-to-face education in real classroom environments, 

virtual classrooms, and DE meetings. Within this scope, the research aims to understand student 

experiences related to the distance execution of the teaching practice taught in the 4th-grade education 

programs in the applied courses category that aim for teacher candidates to gain experiences about the 

teaching profession. The researcher being of the facilitators of the teaching practice course provided a 

chance to make first-hand observations about the process. The research is considered important in 

examining the distance learning and teaching experiences of teacher candidates in the distance 

teaching practice course, revealing the existing problems and presenting solutions. 

Within the scope of the research, answers to the following sub-questions were sought; 

1. What are the experiences of teacher candidates in the transition to DE after closures? 

2. What are the experiences of pre-service teachers regarding distance teaching practice? 

3. What are teacher candidates’ views on DE in line with their experiences with DE? 

METHOD 

Research Model 

The research was designed as basic qualitative research, as it was desired to explore the 

participants’ experiences and how they made sense of these experiences. Qualitative research 

examines how people interpret and give meaning to their experiences. Qualitative research aims to 

understand how people make sense of their lives and experiences. (Merriam & Tisdell, 2016). This 

study aimed to examine and understand the experiences of the 4th-grade education department 

students (who switched to DE during the pandemic process) regarding the teaching practice courses 

carried out with DE.  
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Participants 

The research participants are eight students who took the teaching practice courses in Hakkari 

University Basic Education Department Classroom Education Program in the 2020-2021 academic 

year. Participants are taking the teaching practice course for the first time. Their face-to-face 

experience regarding the primary school classroom environment is limited to their observations in the 

previous school year. Due to the pandemic, the participants could not go to primary schools as part of 

the teaching practice course. Below is some information about the participants’ access to technology 

and their perceptions of efficacy regarding technology use. 

Participants’ Access to Technology  

Information was obtained from the participants to learn their internet and computer access 

status. In line with the information obtained, it was determined that only two of the 8 participants had 

no access problems. It can be said that other participants had access problems at the beginning of the 

process, and they tried to overcome these deficiencies. In short, most of the participants did not have 

the necessary infrastructure for DE at the beginning of the process. With the transition to DE, they 

tried to eliminate these deficiencies. The opinions of the participants regarding their current situation 

are given below. 

I think that I have successfully passed DE through my personal workspace, personal computer 

and phone. (Ahmet) 

I don’t have a computer; my brother has a desktop. At first, I struggled with preparing the 

computer and finding a camera. We had a lot of internet problems. I had to buy internet all the 

time; it wasn’t enough. (Ezgi) 

I couldn’t connect to the internet; there is no infrastructure here. I made an internet package, 

20 GB. I can also attend other classes. I had no internet-related problems. (Can) 

At first, I had an internet problem, and there was no computer. I had to buy internet. I had to 

buy a computer from relatives. (Ozge) 

Although half of the participants have passed one year in DE, it has been determined that they 

still have infrastructure deficiencies, connect to classes by phone, and experience problems with 

internet access. 

Technology Competence Perceptions of Participants  

Participants think that their ability to use technology is sufficient to carry out the DE process. 

However, some problems students experienced (included in the findings) stemmed from their ability to 

use DE technologies. 

In general, I think that I am sufficient in the use of technology. I can easily adapt. (Ahmet) 

I’m not that good with technology, but my proficiency was enough for me during this DE 

process. (Can) 

We tried to develop ourselves technologically. Literally, before that, I couldn’t say that I had 

this competence, I could do these things, but I saw that I am not so bad. (Ali) 

Data Collection and Analysis 

The research data were obtained from semi-structured interviews conducted remotely, via 

video, with the participants. Content analysis was used for data analysis. Content analysis is defined as 

a method used in the coding process of qualitative information to identify, analyse, and report patterns 
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in raw data (Boyatzis, 1998). In the interviews, a semi-structured interview form prepared by the 

expert opinion was used. After the first interviews were done and the data were analysed, the second 

interviews were conducted based on these data. Apart from the semi-structured interviews, additional 

data were collected by re-communicating with the students when necessary. In addition, students were 

observed and notes were taken during the two semesters. In this respect, it can be said that the research 

and data collection process was carried out in an academic year and covered the entire pandemic 

period from beginning to end. Direct quotations are included to ensure transferability. Within the 

scope of confirmability, research data and analyses were submitted to expert opinion and approval was 

obtained. 

Semi-structured interview questions related to the interviews with the participants are given 

below. 

1. What can you say about your distance teaching practice experience? What does this process 

mean to you? 

2. Did you have any problems during this process? If so, what were these problems? 

a. What could be the source of your problems? 

i. Were these problems related to the remote realization of the process, or did 

the pandemic also have effects? If so, what were these effects? 

b. Do you have any suggestions for solving the problems you are experiencing, and if so, 

what are they? 

3. Were you able to get support from the institutions and teachers regarding the DE process? 

4. When you compare the distance and face-to-face education processes, what do you think 

are these processes’ positive and negative aspects? 

a. What kind of training would you like in the next process? What do you think should be 

the place of DE in our education system? 

Ethical Procedures 

The researcher declares that ethical principles and rules are followed during the planning of 

the research, data collection, analysis and reporting. The relevant ethics committee decision was 

declared to the journal. 

RESULTS 

According to the interviews with the participants, some findings were reached. These findings 

are titled under the themes of transition to DE, problems related to DE and teaching practice, problems 

caused by closure, advantages of DE, and participants’ preferences for distance/face-to-face education. 

Themes and categories are given in Figure 1 below. 
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Figure 1. Themes and categories 

Transition to DE 

With the closure carried out within the scope of pandemic measures, they had to rapidly 

transition to DE in March 2020 in higher education. In this process, universities carried out studies to 

establish the necessary infrastructure and eliminate the existing deficiencies. It is expressed in the 

participants’ opinions that some problems are experienced with the transition to DE. One of these 

problems is that the infrastructure of the institutions regarding DE is not ready. However, it was stated 

that there were some differences between universities during the transition process. The views of the 

participant who was at another university as part of the Farabi Student Exchange Program at the 

beginning of the pandemic that returned to his university are given below. 

+ At that time, I was not at school. I was on the other side; it was pretty bad there. There was 

no system. There were quite a few disconnections until the system infrastructure was formed. 

Each teacher was trying to teach from a different application. 

-The other side is … University? 

+Yes, there was no video or application like ours. For example, we do it through Meet, and 

they didn’t have such a thing. Only some teachers could give lessons via Zoom, not even all of 

them, only two of them could. There was no video or audio lesson processing; we could only 

send messages. Not all teachers did that either. I remember finishing the whole semester with 

homework. They were uploading homework to the system every week, and we were trying to 

do them. (Ayse) 

Another problem in the transition process is the lack of knowledge and experience of 

instructors, teachers, and students about DE and the technical infrastructure to be used in DE. The 

students stated that the transition to DE was problematic due to the problems mentioned above. 

T
h

em
es

 a
n

d
 C

a
te

g
o

ri
es

  

Transition to DE 

• Universities Distance Education Infrastructure Deficiencies 

• Stakeholders’ Lack of Knowledge and Experience on Distance Education 

Problems Related to DE and Teaching Practices  

• Infrastructure Deficiencies  

• Interaction Deficiencies 

• Problems with Course Materials  

• Technology Usage Competencies  

• Lack of Distance Education Experiences 

Closure Related Issues 

• Socialization Problem 

• Lack of an Appropriate Working Environment  

Advantages of DE  

• Space Flexibility 

• Time Saving 

• Gaining Distance Education Experiences  

Participants DE / Face-to-Face Education Preferences   

• Face-to-face Education  

• Face-to-face Education Supported by Distance Education 



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

176 

Participants think that guiding instructors and teachers contribute to eliminating the problems 

to some extent. 

Indeed, we entered this process hastily. No one had any preparation or infrastructure. There 

was preparation throughout schools, but I don’t know how much this reflected on us, the 

lessons, or the teachers. I did not think that most of our teachers or us had a complete 

technological infrastructure. It was a problem for all of us that there was no complete 

preparation in this regard. (Ali) 

Experiencing similar negativities in environments where the technical infrastructure is 

sufficient shows how important it is for instructors to master DE technologies. Since instructors did 

not have the necessary knowledge and experience about DE caused some problems in the transition 

process. 

I did not expect Hakkari to be so equipped. Ours has been a very quick transition. … the 

teacher would immediately say that your internship will be like this and run the process. We 

made a quick transition. Of course, we encountered a lot of negativities because the teachers 

did not have much experience. When teachers wanted something from us, we couldn’t do it, or 

the teachers couldn’t do it. Some teachers didn’t know how to use computers, so we had many 

problems with lessons. (Ezgi) 

Problems Related to DE and Teaching Practices 

Based on the interviews with the participants, it was understood that there were some 

problems in the DE and teaching practice processes. It is possible to collect these problems under the 

titles of infrastructure problems, interaction problems, problems related to course materials, 

technology usage competencies, and lack of experience in DE. 

Infrastructure problems come first among the problems experienced by the participants. 

Participants stated that they had difficulty reaching internet and DE platforms during the DE process. 

Zoom was closing a lot at times. It kept kicking me out of the system, and sometimes I 

couldn’t use it even though the teacher made me an admin. This has happened many times. 

The lesson got interrupted. Until the teacher reconnected me, there were problems in the 

lesson for about 5 minutes. To be honest, it was difficult. (Ayse) 

You prepare and enter the lesson; despite all the impossibilities, your internet connection is 

disconnected during the lesson. During that time, all of your motivation and productivity 

decreases. You can’t show yourself enough. I think it killed my creativity in a way. We can do 

very different things in a school setting. In this way, we acted with a little more limitations. 

(Oznur) 

Another problem encountered is the lack of interaction originating from DE in the teaching 

practice process. Participants stated that they could not interact adequately with the other students and 

that this lack of interaction caused them to have difficulties in teaching practices. 

We could not maintain healthy communication with the students. Had it been face-to-face, 

these problems would have been overcome. I think we have a lack of experience in 

communicating and interacting in DE. (Ali) 

Imagine that you can make eye contact with students in a tangible environment, in a 

classroom, and you can understand whether they are learning or not. It is more difficult to do 

this in DE. We can hardly see the student’s reaction concretely. We cannot understand this. It 

can’t be like a face-to-face environment. (Ozge) 
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Similarly, the participants experienced communication problems due to the lack of interaction 

with the practice teachers. 

Frankly, I was not very happy with the process. Because we did not meet face-to-face with our 

teachers, we could not fully understand each other. (Gul) 

It can be said that the participants have different experiences in communicating with their 

teachers during distance teaching practices. While some of the students expressed that they were 

satisfied with this process, others stated it was quite difficult. The teachers approach in the process is 

effective in the emergence of this difference. 

We frequently talked on the phone and texted our teacher before and after the lesson and 

during the preparation phase. Some friends had problems with this matter. But I think we have 

very good communication with our teacher. (Ahmet) 

Our practice teachers need to be more interested in us. Some didn’t care about us. They 

responded to messages late, didn’t give feedback, and didn’t do what they were supposed to 

do. (Ezgi) 

When the students’ opinions are examined, it is understood that the mentioned difference in 

experience stems from the communication between the practice teachers and the participants. 

Participants stated that some intern teachers do not establish the necessary communication with the 

students and do not provide feedback and corrections. In response to this problem, it was stated that 

the instructors were not very successful in producing a solution. 

+ I think our lessons with you went well. We were telling you our problems, and you were 

offering solutions, but sometimes these suggestions were not enough. Some of my friends had 

a lot of trouble. I think you couldn’t find a solution for these. 

-What kind of problems were these? 

+ For example, I said that my teacher does not give much feedback. But I don’t know if you 

talked to the teachers about this. Or the teachers of our other friends didn’t take an interest in 

them. I think you could’ve found the right solutions for them. (Ezgi) 

Participants also stated that they have problems with various materials used within the scope 

of teaching practices. One of the participants stated that the electronic materials he prepared for the 

lesson did not attract students’ attention after a while. Another participant stated that he had problems 

using the physical material he had prepared online. Another participant stated that he used a classroom 

board at the beginning of the DE process, but he then had problems because he could not reach this 

material. Considering the variety of electronic materials that can be developed and used in educational 

settings, it is unlikely that students will find these materials interesting after a while. The problem here 

can be explained by the participant’s constant use of the same or similar materials. However, it is 

understood that the participants also tend to use face-to-face education equipment and materials in DE 

environments. 

We always tried to use online materials, and after a while, students became bored. Because the 

same monotonous things were starting to happen all the time, if it was face-to-face rather than 

remote, we could use different materials by designing them for different situations. (Ali) 

For example, I always had trouble with the materials. For example, I was doing something, but 

when I showed it to the students, it was more difficult to do it one by one. It wasn’t going the 

way I wanted. (Ayse) 
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It has been determined that students experience problems arising from their technology use 

proficiency in distance teaching practices. Regardless of infrastructure problems, students’ ability to 

use DE technologies negatively affected their teaching practices. The tendency of the participants to 

use face-to-face training materials online is also reflected in these quotations. It is thought that the 

participants have deficiencies in using DE technologies; therefore, they try to adapt traditional tools 

and materials to DE. It can be stated that the problems they experience with the materials stem from 

this tendency. 

We used the screen we use in DE as a touch board. Students’ were scribbling on the board, 

and we later learned to block them through the system. But I had a lot of trouble until I learned 

this. (Ahmet) 

I didn’t know much about the apps we were going to use. It was difficult to prepare something 

every time and to research something. Depending on the subject of the lesson, the application 

could be different. (Ozge) 

It has been determined that some of the situations that the participants defined as infrastructure 

problems arise from their competence in using DE technologies. The situations mentioned in the 

quotes are not internet access or hardware problems, but the problems caused by using DE tools. 

At first, I was doing activities through Okulistik, where I was teaching. I couldn’t attend the 

event. It was visible on my computer but not on the students’ screen. There were always such 

infrastructure problems. (Can) 

In this process, most of the problems were internet-based. I also had internet-based problems. 

Internet interruption, sometimes the inability to transfer the sound to the other party, and 

problems mirroring the screen to the other side. (Ali) 

The participants stated that they lacked experience related to DE and that the problems 

experienced in the process were due to this. Participants stated that they would not have experienced 

these problems had they gained knowledge and experience about DE during the education process. 

We could have progressed much more easily in this field if we had used online opportunities 

and had prior knowledge of the education process we have received so far. But we started 

poorly in many areas; we started without knowing many applications. This was the problem at 

the root of the process. (Oznur) 

The process was a little different. It was unusual. We switched to DE directly due to the 

pandemic; naturally, we had some problems. (Ahmet) 

Considering all the problems encountered in the process, there is a productivity problem 

related to the distance teaching practice process, and students could not benefit from the teaching 

practice process as desired. Participants stated that they could not gain the required teaching 

experiences within the scope of the teaching practice course. 

When it was face-to-face, we would have to go to school. Students would see us. We would be 

able to see how our friends and teachers were teaching. It would be more effective if it were 

face-to-face. (Gul) 

For example, I had many question marks in my head. I think that these can be solved better 

face-to-face. At least we can benefit from the experience of our internship teacher. That 

process could have progressed better; it could have been more efficient. (Oznur) 
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Closure Related Issues 

It was determined that the participants had problems with socialisation due to the closure 

during the teaching practice process. In this process, it was observed that students had difficulties in 

adapting to new lifestyles. It can be said that the problems related to socialisation are also reflected in 

the education processes of the students. 

I was very bored at home. I couldn’t socialise because I was away from my friends. I didn’t 

get much out of the lessons. I just got the benefit of the internship. That was only because I did 

something myself. (Ezgi) 

Normally, we could do whatever we wanted at school, but suddenly we were stuck at home. 

Now we are home, we can hardly go to a market, there is a disease, there is this there is that. 

Where are you going? Sit at home etc. We are completely enclosed within four walls. It’s 

really bad. I can’t see a friend or do anything else. No activity, nothing. I just live in the 

village. (Ayse) 

On the other hand, it can be said that students who need less socialisation outside are less 

affected by the closure process. 

The pandemic did not affect me because I am always at home. If I don’t have work to go out, I 

don’t go out much. It didn’t affect me that much. (Can) 

I don’t think the pandemic has affected me. Being at home all the time is not something that 

affects me too much. I was already a person who liked to hang out at home. (Ozge) 

Another problem observed regarding closure occurs when students return to their family home 

during this period. Some students’ physical opportunities in their family homes are more limited than 

in their schools. This situation has caused students to experience problems in the DE process. 

I live in the village. There was wifi in our house, but the wifi was bad. I had to use my mobile 

data. I’ve been renewing packages ... Our house is a bit crowded, teacher. While studying, for 

example, although the room is only for my sister and me, there are still many people coming 

and going. There are too many children. Studying when it’s too loud is difficult. If we were in 

a dormitory, we could have our own room, study rooms, and we could do our work. (Ayse) 

Everyone has limited opportunities in DE. There are people in a house that are very crowded. 

I’m in it too. We had a lot of trouble with opening the camera in lessons. You can’t always be 

decent. (Ozge) 

In line with the ideas obtained from the interviews and the observations, it was determined 

that the problems were related to the nature of DE and infrastructure problems rather than the effects 

of the pandemic/closure. 

When the pandemic first started, classes were not held. Nobody knew what to do. But then, 

after the classes started, I think it was just about being remote. So I think the problem is 

related to DE itself. (Gul) 

Advantages of DE 

When the views on the advantages of DE are examined, the participants agree on the 

flexibility of space and time savings offered by DE. Participants see the ability to attend DE lessons 

from anywhere and save time from physically going to school for lessons as positive aspects of DE. 
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We were waking up 1.5 hours before going to school. But it’s not like that at home; we can get 

up 10-15 minutes before the beginning of the lesson. It was positive in that respect. Other than 

that, I don’t think there is anything positive. (Ezgi) 

We could attend the class wherever we wanted. There are times when I participate from the 

bus, when I travel, or when I’m at home. You can attend your class at any time, and you can 

be active at any time. You cannot otherwise. You have to be at school. Online is more 

comfortable in terms of time. (Gul) 

Another area participants see as positive in DE is that they know of DE technologies and gain 

experiences conducting DE courses. 

It contributes a lot in terms of learning computer applications related to DE. We do not know 

whether such an pandemic will occur again in the future. If we become teachers, it has been of 

great benefit. (Gul) 

Although the participants have gained knowledge and experience in DE and its technologies, 

they think that they will have problems in the future due to their lack of experience in face-to-face 

classroom environments. 

Frankly, I think that our course being remote gives us a lot of knowledge about how to use 

technological applications. I learned a lot of applications that I will use in the future. It’s good, 

but I think I will miss it a lot because I can’t do this in a tangible class. (Ozge) 

Another situation that emerged from the interviews is the perspectives of the participants on 

DE. Participants DE; rather than being a system with different advantages, they perceive it as “the 

remote form of face-to-face education”. However, the participants see DE as a difficult and 

troublesome process. They believe that if they can be successful in DE, they can be much more 

successful in face-to-face education. It can be said that the phrase “despite DE”, which is frequently 

encountered in interviews, is remarkable. 

We know that if we have been able to get through this process successfully, we can progress 

very easily and very well in face-to-face education since the opportunities are much more 

diverse. If we can overcome these problems, we can be much more successful in face-to-face 

education. (Oznur) 

We improved ourselves with the feedback you gave us. It was useful, even from away. (Ezgi) 

Participants DE / Face-to-Face Education Preferences  

Participants were asked to compare and pick between DE and face-to-face education. It is seen 

that they cannot get enough efficiency from DE. They prefer face-to-face education and believe that 

DE should complement face-to-face education. 

A model in which face-to-face education is predominant but incorporated with DE may be 

better. But I would prefer face-to-face education as it provides better teacher-student 

interactions. (Ahmet) 

After the pandemic is over, it is necessary to go face-to-face. I prefer to do a face-to-face 

internship rather than a distance internship. (Ezgi) 

It can be said that the reason why the participants do not prefer DE is the interaction, 

infrastructure, and efficiency problems related to DE mentioned in the paragraphs above. 

I think that face-to-face training can be more productive. When I enter a classroom, we are in 

constant interaction with the teacher. I can easily ask the questions I want. I’m not very 
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comfortable with this application. Some of our teachers will show us a slide, but then the 

teacher’s internet freezes or the screen does not appear. There were such problems. Therefore, 

the positive aspects of face-to-face education are greater. (Can) 

CONCLUSION AND DISCUSSION 

Within the scope of pandemic measures, it can be said that some problems have arisen with 

the transition to DE in higher education. Universities have carried out DE using different 

infrastructures and approaches in this transition. While some universities can carry out the DE process 

mixedly as synchronously and asynchronously, most universities have had difficulties establishing the 

infrastructure for synchronous education. In the research of Durak, et al. (2020), it was determined that 

the number of universities that can teach all their courses simultaneously is six. It can be said that the 

infrastructure and approaches used directly affect the quality of the DE process in universities. 

Infrastructure problems are at the forefront of the problems experienced in DE, especially 

teaching practices. At the end of the interviews, it was determined that the participants had difficulties 

accessing the internet and computers. It was observed that only two of the eight interviewed 

participants had problem-free internet access and had a computer for DE. In contrast, others tried to 

overcome their deficiencies in the process but could not solve their current problems completely. It has 

also been determined in similar studies that students have infrastructure deficiencies (Altınpulluk, 

2021; Karahan et al., 2020; Karatepe et al., 2020; Yolcu, 2020). Even at the end of a year spent in DE, 

it was determined that half of the participants still had problems accessing the internet and were 

connected to the lessons with a smartphone. It can be said that this situation poses a serious problem 

regarding the quality of DE provided. 

It was observed that the participants experienced problems due to the lack of interaction 

within the scope of teaching practices. The participants stated that they had difficulties interacting with 

the students in the teaching practices with DE. Problems related to the lack of interaction in DE have 

also been identified in similar studies (Başaran et al., 2020; Kurnaz & Serçemeli, 2020; Sepulveda-

Escobar, Morrison, 2020; Yolcu, 2020). The fact that the participants who do not have teaching 

experiences tried to carry out the process with DE made the process even more difficult for them. In 

this process, the differences in communication between the practice teachers and the participants 

caused their experiences to differ. It was observed that this process was quite troublesome for the 

participants who could not establish sufficient communication with the practice teachers and could not 

receive feedback and corrections. It is thought that the emerging communication problem is caused by 

the difficulties that teachers have in their classrooms with DE and the increasing workload with the 

process. The study of Sarı & Nayir (2020), in which UNESCO, OECD, and the World Bank compiled 

reports on the pandemic, also overlaps with this idea. Although the practice instructors, who are aware 

of this process, tried to solve the problems stemming from the practice teachers, they could not be 

effective due to the inability to meet them face-to-face and make school visits. 

It has been determined that the participants tend to use physical materials that can be used in 

face-to-face education in DE. Naturally, they have problems with these materials. Due to the 

deficiencies of the participants in using DE technologies, they are trying to adapt the tools and 

materials suitable for face-to-face education to DE. It was determined that some of the problems that 

the participants identified as infrastructure problems stemmed from their technology use proficiency. 

Participants also stated that they lack knowledge and experience in DE and DE technologies. Yolcu 

(2020) also identified that primary school teacher candidates do not have sufficient readiness for DE. 

The lack of knowledge and experience of the instructors, practice teachers, and students about 

DE, all of the mentioned infrastructure and communication problems have revealed a productivity 

problem in DE teaching practices. The participants think that they cannot gain the necessary teaching 

experience during the teaching practice process and will have problems while giving face-to-face 

training in their professional lives. In the study of Serçemeli & Kurnaz (2020), it is stated that nearly 

half of the participants think that make-up courses are necessary after the pandemic. Yolcu (2020) 



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

182 

determined that most classroom teacher candidates experienced the fear that their education would be 

incomplete. From this point of view, it can be said that similar problems are experienced in different 

places. 

Some problems emerged with the closure during the pandemic process. One of these problems 

was the inability to meet the need for socialisation. Participants stated that the problem of socialisation 

was also reflected in their educational processes. It was observed that the participants who needed 

socialisation were more affected by this aspect than the other participants. The Covid-19 outbreak has 

shown us that schools meet the need for socialisation and the purpose of providing information. 

Despite the virtual interactions established in school communities and social networks, DE creates an 

obstacle in the educational relationship between teacher and student. The main task of the school 

system, closely related to student performance, is to ensure the student’s overall well-being (Colao et 

al., 2020). 

Another problem with closure arose when students returned to their family homes. Participants 

who had limited physical opportunities at their family home and those at school experienced problems 

in the DE process. These participants had difficulties in creating their own space in their family homes 

and accessing the internet. This situation negatively affected the education processes of the 

participants. The research of Koç (2020) and Yolcu (2020) shows that students who do not have a 

suitable environment for home education experience difficulties in attendance, attention, and 

motivation. 

In line with the information obtained from the interviews and observations during the course 

processes, it was understood that the problems experienced by the participants were mainly related to 

the structure and requirements of DE. Students were not affected by the negativities caused by the 

pandemic but rather by the negativities of the DE process. It can be said that the lack of infrastructure, 

knowledge, and experience required for DE of the participants, teachers, and instructors are effective 

in the emergence of these negativities. 

One of the issues on which the participants agree on the advantages of DE is the flexibility of 

space offered by DE and the time savings provided by this flexibility. It can be said that similar studies 

support this finding (Kurnaz & Serçemeli, 2020; Serçemeli & Kurnaz, 2020; Yolcu, 2020). It can be 

said that the experience gained in this process is also positive for the instructors (Altınpulluk, 2021). It 

is noteworthy that the experience of the participants regarding the advantages of DE is limited. This 

situation can be interpreted as they could not benefit from the advantages of DE, and the process could 

not be carried out in a qualified manner. 

The interviews reveal a remarkable situation in the perspectives of the participants regarding 

DE. Participants do not see DE as a system with different advantages. The participants perceive DE as 

a form of face-to-face education in front of the camera. It is thought that the instructors’ approach to 

DE is also effective in the emergence of this perception. In this process, it was observed that the 

instructors also tried to adapt face-to-face education tools to DE. It is thought that this situation is due 

to the instructors’ lack of knowledge and experience regarding DE. Durak, et al.’s (2020) research 

state that the most difficult issue in the preparation process for DE is the training of instructors. 

Participants often used the word “despite DE” in the interviews. When the participants were asked 

about their preferences between DE and face-to-face education, they stated that they would prefer 

face-to-face education as a priority and that DE should be a complementary element. In the study of 

Serçemeli & Kurnaz (2020), it is stated that more than half of the participants think that face-to-face 

education should continue after the pandemic, and they will not prefer DE. It can be said that the 

problems experienced in the DE process are largely effective in the emergence of this situation. 

RECOMMENDATIONS 

The pandemic has brought to light our shortcomings in DE. The research results show that the 

problems experienced are related to DE rather than the pandemic itself. In this process, it has been 
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understood that problems arise from the lack of knowledge and experience in the university, lecturer, 

and student dimensions. Considering that DE will have a significant place in the education systems of 

the future, it can be said that eliminating the existing deficiencies is important for keeping up with the 

changes. In this regard, it is thought that it is necessary for universities to establish DE systems and to 

solve existing problems. The research results show that the problems experienced in DE are caused by 

both students and instructors’ lack of knowledge, experience, and infrastructure regarding access to 

technology and DE. It can be said that problems such as the lack of interaction and communication 

related to DE constitute a small part of the problems experienced. It is necessary to educate students 

and instructors about DE technologies and their use. However, it is important to ensure that students 

and instructors access the technical infrastructure necessary for DE. 

In the teaching practice carried out with DE, the participants stated that they had problems 

such as not being able to communicate with the teacher during the practice process and not gaining 

sufficient experience in the teaching profession. The participants think that they will have problems in 

their professional lives due to the mentioned situation. For this reason, it is necessary to make 

compensation applications for students after the pandemic. It can be suggested that the instructors be 

in more intensive communication with the practice teachers to avoid similar problems in remote 

applications in the next period. 

This research was carried out in a geography where students in the middle and low socio-

economic groups are located and in a newly established university. It is thought that it is important to 

examine the experiences of students studying at well-established universities in similar studies to be 

conducted. 
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muhasebe eğitimine yönelik bakış açıları üzerine bir araştırma [A research on students' 

perspectives on distance education and distance accounting education during the Covid-19 

pandemic period]. Uluslararası Sosyal Bilimler Akademik Araştırmalar Dergisi, 4(1), 40-53.  

Unesco (2020). Covid-19 educational disruption and respone. 

https://en.unesco.org/covid19/educationresponse  

Walshaw, M. (2004). Pre-service mathematics teaching in the context of schools: An exploration into the 

constitution of identity. Journal of Mathematics Teacher Education, 7, 63–86. 

https://doi.org/10.1023/B:JMTE.0000009972.30248.9c  

Yolcu, H. H. (2020). Koronavirüs (covid-19) pandemi sürecinde sınıf öğretmeni adaylarının uzaktan eğitim 

deneyimleri [Distance education experiences of classroom teacher candidates during the 

coronavirus (covid-19) pandemic process]. Açıköğretim Uygulamaları ve Araştırmaları Dergisi, 

6(4), 237-250. 



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

186 

YÖK. (26 March, 2020). Yükseköğretim Öğretim Kurulu Basın Açıklaması [Press Release of the Council of 

Higher Education]. 

https://www.yok.gov.tr/Sayfalar/Haberler/2020/YKS%20Ertelenmesi%20Bas%C4%B1n%20A%

C3%A7%C4%B1klamas%C4%B1.aspx 

  



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

187 

The Relationship Between the Emotional Literacy Skills and Communication Skills of 

Pre-Service Turkish Teachers  

 

Didem Çetin  i 

Muğla Sıtkı Koçman University 

 

Abstract  

The aim of the current study is to determine the relationship between the emotional literacy skills and 

communication skills of the pre-service Turkish teachers. The population of the study employing the 

relational survev model based on discriptive model, is comprised of 249 pre-service teachers attending 

the Department of Turkish Teaching in Mugla Sitki Kocman University while the sample is comprised 

of 196 pre-service teachers who could be reached from the population without any sampling. As the 

data collection tools, a personal information form, the “Emotional Literacy Skills Scale (ELSS)” and 

the “Communication Skills Evaluation Scale” were used. In order to determine the emotional literacy 

and communication skills of the pre-service teachers, t-test was used in binary comparisons, and one-

way analysis of variance (ANOVA) was used for comparisons having more than two dimensions. 

Pearson correlation coefficient was calculated to determine the relationship between the levels of 

emotional literacy skills and communication skills of the pre-service teachers. In the analysis of the 

collected data, descriptive statistics such as arithmetic means and standard deviations were used. As a 

result of the study, it was concluded that the levels of the emotional literacy skills and communication 

skills of the pre-service Turkish teachers are high. The pre-service teachers’ emotional literacy skills 

and communication skills were found to be varying significantly depending on gender in favour of the 

female pre-service teachers, yet, they were found to be not varying significantly depending on grade 

level. It was also found that with the increasing level of emotional literacy skills, the pre-service 

teachers’ level of communication skills also increased and that there is a positive, medium and 

significant correlation between their emotional literacy skills and communication skills. 
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INTRODUCTION 

The characteristics and skills a teacher possesses have a significant impact on students’ 

academic achievement as well as their behaviours and personality development. In this regard, 

communication skills are of great importance. The communication process of the child, which begins 

in the family, continues and develops more actively in formal education. According to Çetinkaya 

(2011), “when the education and training environment is considered, it is seen that one of the basic 

elements of the communication process is the teacher. Teachers have an impact on the development of 

human communication. The person who initiates the communication in the learning process, in other 

words, the source, is mostly the teacher.” The teaching-learning process is an act of communication 

and the teacher is one of the two basic factors of communication in the educational process. On the 

other hand, teachers design, organize and implement content related to the development of 

communication skills and evaluate its effects on students (Muste, 2016). Therefore, one of the 

important factors determining the quality of the communication process and the development of 

students’ communication skills is the communication skills of teachers. Training social and self-

confident individuals who are in harmony with the society they live in, who can establish meaningful 

relationships with their environment, is only possible with teachers who have effective communication 

skills. When the relevant literature is examined, it is seen that teachers and pre-service teachers’ 

communication skills are significantly correlated with their problem-solving skills (Nacar & Tümkaya, 

2011; Piji-Küçük, 2012, Saracaloğlu et al., 2009; Yılmaz, 2011), questioning skills (Bakır, 2019), 

empathy skills (Baydar-Posluoğlu, 2014; Gönönü-Kurt, 2019; Özgökman, 2019; Sarıkaya & 

Şakiroğlu, 2019) and emotional intelligence (Gürşimşek et al., 2008; Şenol et al., 2019). 

A teacher who can communicate effectively can use his/her language skills well so that he/she 

can transmit his/her knowledge to students in an easy, understandable and permanent way. 

Accordingly, the communication skills of the teacher affect both his/her own professional success and 

the academic achievement of his/her students. Studies show that the communication skill of the 

teacher in the classroom has a direct effect on students’ academic achievement (Asrar et al., 2018; 

Duta et al., 2016; Khan et al., 2017; Pektaş, 1989). In addition to increasing academic achievement, 

the communication skills of the teacher have an important role in classroom management, problem-

solving, preventing communication problems, increasing student motivation and creating a positive 

classroom atmosphere. Bee (2012) argues that effective communication skills are very important for a 

teacher in terms of transferring information, classroom management and providing in-class 

communication with students (as cited in Khan et al., 2017). In the study conducted by Aküzüm & 

Gültekin (2017), it was found that there was a positive and significant relationship between the 

communication skills of primary school teachers and their classroom management skills, and it was 

concluded that the increase or decrease in the communication skills of teachers could affect their 

classroom management skills in the same direction. In the studies conducted by Ceylan (2007) and 

Şeker (2000), it was observed that primary school teachers with high communication skills were more 

effective in creating a positive classroom atmosphere. According to Jones and Jones (2001), “in a 

classroom where there is no effective communication, all attempts to create a positive learning 

environment will be ineffective and the intended effects of these attempts will be short-lived. Effective 

communication helps to establish more natural and sincere relationships with students. At the same 

time, it ensures that learning-teaching activities are meaningful, enjoyable and satisfying.” (as cited in 

Lokman, 2014). 

Communication is a multi-faceted process that includes many different skills such as body 

language, sensitivity to verbal and non-verbal messages, empathy, and emotional literacy, as well as 

language skills such as listening, speaking, reading, and writing. It also forms the basis of the social 

skills required to establish healthy relationships in the society. According to Yüksel (2001), among the 

social skills that effective teachers should have, there are skills such as clarity in communication, 

being able to thoroughly explain their feelings and thoughts, communicating well with students and 

other staff, and being affectively and socially sensitive. The basic skills required for establishing clear 

and effective student-teacher communication are explained as follows (Emer et al., 2003, as cited in 

Çubukçu & Girmen, 2008; Kısaç, 2017). 
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− Non-authoritative structure: It includes presenting the problem clearly, using a clear 

body language, and explaining the appropriate behaviour regarding the solution of the 

problem.  

− Empathic responsibility: It includes showing students that they can look at events 

from their own perspectives.   

− Problem-solving: The problem-solving process involves conflict resolution. The 

conflicts that develop between the teacher and the student arise from the differences in 

roles, needs, interests, and individual goals.  

− The ability to be open and transparent: Teachers clearly reveal their feelings about 

events occurring in the classroom.  

− Speaking and transmission skills: They refer to providing feedback on students’ 

academic performance and using communication skills well.   

− Receiving and listening skills: In communication, the teacher knows how to listen and 

what to pay attention to while listening.  

Effective communication requires the use of these different skills as a whole and in the best 

way possible. In recent years, with individual differences and emotional intelligence coming to the 

fore in education, “emotional literacy”, one of the skills required for effective communication, has 

gained importance. The concept of emotional literacy, which is based on defining, understanding, 

interpreting and expressing emotions correctly, was first used by Steiner (1979). According to Steiner 

(2003/2014), emotional literacy means knowing one’s feelings in a way that improves one’s own 

personal power, quality of life, as well as the quality of life of the people around him/her. Emotional 

literacy is not only the unfolding of emotions, but also learning to understand, control and manage 

emotions. While Joseph et al. (2005) explain emotional literacy as “the ability of the individual to 

correctly and accurately describe, understand and respond to the emotions of himself/herself and 

others he/she communicates with” (as cited in Kuru-Şevik, 2020), Sharp and Herrick (2000) define it 

as “the ability to recognize, understand and express emotions appropriately” (as cited in Mader, 2005).  

When different definitions made are examined, it is seen that emotional literacy generally includes the 

skills of the individual necessary to understand, describe, interpret and express his/her own emotions 

and those of others around him/her and to develop appropriate responses and behaviours to all these 

emotions. According to Zeidner et al. (2009), emotional literacy includes four skills that can be 

defined as “perceiving a person’s emotions from his/her gestures, body language, voice pitch and 

speech rhythm”, “understanding the premises and consequences of emotions”, “facilitating thought by 

awakening certain emotions”, “regulating negative emotions such as anger and sadness” (as cited in 

Lee, 2016). Suhaily & Tiah (2005) state that emotional literacy is the sum of skills such as “empathy, 

emotional awareness, self-motivation, social and self-regulation skills” (as cited in Malkoç & Aydın-

Sünbül, 2020).  According to Faupel (2003), who developed an emotional literacy model, emotional 

literacy includes “self-awareness, self-regulation, motivation, social competence and social skills” (as 

cited in Coşkun & Öksüz, 2019).  

According to Steiner (2003), who developed the “Heart-Centred Emotional Literacy” theory 

and emotional literacy education, emotional literacy includes the following five basic skills” (as cited 

in Mader, 2005):   

1. Recognizing our own emotions: The individual can define his/her emotions and the 

reasons that trigger these emotions. Also, he/she can describe the strength of the 

emotions felt.  

2. Having a sense of empathy: The individual can recognize the emotions of others, 

understand how strong their emotions are and what the causes of these emotions are.  
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3. Learning to manage our emotions: The individual keeps his/her emotions under 

control. He/she knows when and how to explain his/her emotions, and how his/her 

emotions will affect others. He/she can express positive and negative emotions in a 

harmless and effective way.  

4. Repairing emotional damage: The individual knows how to apologize and fix his/her 

mistake. He/she can take responsibility for his/her actions, demand forgiveness, and 

compensate for his/her mistakes.  

5. Practicing emotional literacy as a whole: The individual has developed an emotional 

interaction through which he/she can adapt to the emotions of the people around 

him/her, feel their emotional state and communicate with them in a beneficial way.  

In many countries around the world, emotional literacy education is included in the curriculum 

and studies are carried out to develop emotional literacy in the school environment. Emotional literacy 

education is not included in elementary, secondary and higher education curricula in Turkey. When 

the literature is reviewed, it is seen that there are a limited number of empirical studies on emotional 

literacy. In the study conducted by Coşkun & Öksüz (2019), an emotional literacy program was 

developed and it was observed that this program was effective in increasing the emotional intelligence 

performance of 10-year-old primary school students. In another study conducted by Öksüz (2006), it 

was concluded that emotional literacy activities applied to primary school 4th grade students for two 

months made positive social and emotional changes on students. In the study conducted by Tuyan 

(2003), an in-service training program was prepared and implemented to improve the emotional 

literacy skills of English teachers.  

The goal of emotional literacy education is to help people work collaboratively, without 

directing or forcing them, to connect them to each other using empathic feelings and to enrich the 

quality of living together (Steiner, 2003/2014). The goal of emotional literacy education in the school 

environment is to help all students learn and mature by giving them the opportunity to think about the 

emotions they experience in the classroom. In this environment, answers can be sought for questions 

such as “How do emotions affect students’ listening, thinking and problem-solving capacity?”, “What 

can be done to improve this capacity at emotional level?”, “What can be done to help them deal with 

the emotions that hinder their learning?” and in this connection, conducting practices to explore the 

emotional dynamics in the class and school can be useful for both teachers and students (Park et al., 

2003). 

Emotional literacy education includes every member of the school and education, including 

students, teachers, other staff and parents. Undoubtedly, the teachers who communicate most with 

students have an important role in the development of emotional literacy. According to Goleman 

(1995), “the emotionally literate teacher is the one who knows the relationship between thoughts and 

reactions, enables students to control and manage their emotions, finds ways to cope with fear, 

anxiety, anger and sadness, is good at communicating, has the ability to build trust, trusts others while 

trying to understand their feelings and anxieties, and as a result, has highly developed emotional 

awareness.” (as cited in Tuyan, 2013).   
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Figure 1. The things that should be done for an emotionally literate school environment  

(Park et al., 2003) 

Figure 1 shows the expected behaviours from students and teachers to create an emotionally 

literate school environment. Park et al. (2003) explain these behaviours as follows:  

− Developing a language for feelings: Developing a language to put their feelings into 

words  

− Reflecting on feelings: Creating a space to discover your own emotions and how these 

emotions are shaped according to the situation.  

− Taking an interest in what people are feeling: Asking other people what they feel so 

they can compare different experiences with their own. 

− Engaging in dialogue: Reciprocal talk about one’s own thoughts and feelings. 

− Evolving personal narratives: Creating a personal narrative out of everything they 

have learned about themselves that allows them to experience their lives 

meaningfully. 

Communication skills have an important role in the accomplishment of all these behaviours 

listed above. It is necessary to have effective communication skills in order to listen and understand 

others, gain sensitivity to understand their feelings and thoughts by empathizing, as well as to express 

one’s own feelings, thoughts and attitudes in an understandable and acceptable way. Turkish is the 

course where communication skills are used the most as it is the course in which listening, speaking, 

reading and writing skills are taught and developed. Correspondingly, Turkish teachers are expected to 

have these skills in order to improve students’ communication skills and emotional literacy. In this 

respect, it is important to train teachers who are social, self-confident, able to establish meaningful 

relationships with their environment and actualize themselves, recognize and manage their emotions, 

develop awareness of their own emotions and the emotions of others, self-motivate, and effectively 

cope with communication problems.  

When the literature is examined, it is seen that there are various studies examining the 

emotional literacy skills and communication skills of people in different professions and pre-service 

teachers in different branches. However, there is no study directly focused on both pre-service Turkish 

teachers and evaluation of the relationship between these two sets of skills. Therefore, it is thought that 

the data obtained by evaluating the emotional literacy skills and communication skills of pre-service 

teachers will contribute to the literature. In order to develop emotional literacy and communication 

skills in the school environment and to organize the curriculum in this direction, it is necessary to 

know the extent to which these skills are possessed by teachers. Another factor that makes the study 

important is that the communication skills of pre-service Turkish teachers may have an effect on the 
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process of increasing their emotional literacy. In this regard, the aim of the current study is to 

determine the relationship between the emotional literacy skills and communication skills of the pre-

service Turkish teachers. To this end, answers to the following questions were sought: 

1. What is the pre-service Turkish teachers’ level of emotional literacy skills and 

communication skills? 

2. Do the pre-service Turkish teachers’ emotional intelligence skills and communication skills 

vary significantly depending on gender and grade level? 

3. Is there a significant correlation between the pre-service Turkish teachers’ emotional 

literacy skills and communication skills? 

METHOD 

In this section of the study, information about the research model, population and sample, data 

collection tools and statistical techniques used to analyse the data is presented.   

Research Model 

In the current study investigating the relationship between the pre-service Turkish teachers’ 

emotional literacy skills and communication skills, the relational ssurvev model based on discriptive 

model, was used. The relational survey model is a survey method used to determine the existence of 

covariance between two or more variables. In the relational survey model, it is attempted to determine 

whether the variables covary and if yes, then the extent of this covariance (Karasar, 2011). 

Population-Sample  

The population of the study is comprised of 249 pre-service Turkish teachers attending the 

Education Faculty of Mugla Sitki Kocman University in the fall term of the 2018-2019 academic year. 

As it was seen to be possible to reach the whole population, it was not attempted to construct a sample; 

yet, a total of 210 pre-service teachers could be administered the scale. After the exclusion of the 

scales which were found to be uncompleted or erroneously completed, the analyses were conducted on 

the data collected from a total of 196 pre-service Turkish teachers. The complete response rate of the 

scales applied by the students was 93.3%. Descriptive features of the pre-service Turkish teachers 

participating in the current study are given in Table 1. 

Table 1. Descriptive features of the participating pre-service Turkish teachers 

Variables  Groups n % 

Gender 

Female 108 55.1 

Male 88 44.9 

Total 196 100 

Grade Level 

1 54 27.6 

2 51 26 

3 51 26 

4 40 20.4 

Total 196 100 

 

As can be seen in Table 1, of the participating 196 pre-service Turkish teachers, 108 (55.1%) 

are females and 88 (44.9%) are males. On the other hand, 54 of them are first grade students (27.6%), 

51 are second grade students (26%), 51 are third grade students (26%) and 40 are fourth grade students 

(20.4%).  
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Data Collection Tools  

In the current study, the “Emotional Literacy Skills Scale (ELSS)” and “Communication Skills 

Evaluation Scale (CSES)” were used to determine the relationship between the emotional literacy 

skills and communication skills of the pre-service Turkish teachers. 

The “Emotional Literacy Skills Scale (ELSS)” developed by Alemdar (2014) consists of 21 

items (18 positive and 3 negative). The scale comprised of four sub-dimensions called “motivation”, 

“empathy”, “emotional awareness” and “social skills” can also be used as a single dimension scale and 

a total score can be taken from the whole scale. The scale items are designed as four-point Likert scale 

items that can be responded with one of the following response options; “1-It doesn’t suit me at all”, 

“2-It does not suit me”, “3-It suits me” and “4-It thoroughly suits me”. A total score in the range of 21-

42 points from the Emotional Literacy Skills Scale indicates a “low level”, a total score in the range of 

43-64 points indicates a “medium level” and a score in the range of 65-84 points indicates a “high 

level” (Alemdar, 2014). The Cronbach Alpha reliability coefficient was calculated to be .70 for the 

first factor, .71 for the second factor, .55 for the third factor and .40 for the fourth factor and the 

Cronbach Alpha value calculated for the whole scale is .78. In the current study, the Cronbach Alpha 

reliability coefficient was calculated to be .89 for the whole scale. Considering the aims of the current 

study, while evaluating the relationship between the pre-service Turkish teachers’ emotional literacy 

skills and communication skills, no evaluation was made on the basis of the sub-dimensions.  In the 

analysis of the pre-service teachers’ emotional literacy skills, the total score taken from the whole 

scale was used. 

The “Communication Skills Evaluation Scale (CSES)” was developed by Korkut (1996). The 

scale designed in the five-point Likert scale type consists of 25 items gathered under a single factor. 

The scale items can be responded with one of the following response options; “5-Always”, “4-

Frequently”, “3-Sometimes”, “2-Rarely”, “1-Never”. Korkut (2005) later structured the scale scored 

between 0 and 4 in his first study in such a way as to be scored between 1 and 5.   The highest score to 

be taken from the scale is 125 while the smallest score to be taken is 0. Higher scores taken from the 

scale having no reversely coded items indicate that the respondent perceive himself/herself successful 

in communication skills (Korkut, 1996).  The test-retest reliability of the scale was calculated to be 

.76. In the current study, the reliability of the scale was recalculated and the Cronbach Alpha reliability 

coefficient of the scale was found to be .80. 

Data Collection 

The data of this research were collected face to face by the researcher from a total of 196 

students studying at Muğla Sıtkı Koçman University, Faculty of Education, Department of Turkish 

Education in the fall semester of the 2018-2019 academic year. In this research, the answers of the 

students to the scale were made on a voluntary basis. The scale used in the research was distributed to 

the students and they were asked to fill in the scale completely, and the completed scales were 

analysed by the researchers using the SPSS-15 statistical program for analysis. 

Data Analysis  

In the calculation of the sample size of the current study conducted to investigate the 

relationship between the emotional literacy skills and communication skills of the pre-service Turkish 

teachers, power was determined to be at least 80% for each variable and first-type error was 

determined to be 5%.  In order to determine whether the pre-service teachers’ emotional literacy skills 

and communication skills scores were distributed normally, Kolmogorov-Smirnov (n>50) and 

Skewness-Kurtosis tests were run (Table 2). 

  



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

194 

Table 2. Kolmogorov-Smirnov and Skewness-Kurtosis Tests Results of the Emotional Literacy Skills 

Scale and Communication Skills Evaluation Scale 

 
Kolmogorov-Smirnov Skewness- Kurtosis 

Statistic df p Statistic Statistic 

Emotional Literacy Skills Scale   ,078 196 ,006 -,217 -,333 

Communication Skills Evaluation Scale ,065 196 ,041 -,393 -,286 

 

As can be seen in Table 2, the results of the Kolmogorov-Smirnov (n>50) test revealed that 

the communication skills scores were not distributed normally (p<0.05). It was determined that the 

Skewness and Kurtosis values of the data obtained from the scales that did not show normal 

distribution according to the Kolmogorov-Smirnov value ranged from -1.5 ile +1.5, and these data 

showed a normal distribution according to the classification of Tabachnick & Fidell (2013). However, 

as the Skewness and Kurtosis values were found to indicate a normal distribution (1,5), parametric 

tests were used in comparisons. 

T-test was used in binary comparisons and one-way variance of analysis (ANOVA) was used 

in comparisons having more than two dimensions to determine the pre-service teachers’ emotional 

literacy and communication skills. Pearson correlation coefficient was calculated to determine the 

relationship between the pre-service teachers’ emotional literacy skills and communication skills. In 

the analysis of the data, descriptive statistics such as means, standard deviations, percentages and 

frequencies were used. 

FINDINGS 

In line with the aims of the current study, the pre-service Turkish teachers’ emotional literacy 

skills and communication skills, whether these skills vary significantly depending on gender and grade 

level and the relationship between the pre-service teachers’ emotional literacy skills and 

communication skills were investigated on the basis of the total scores taken from the scales. 

In the determination of the pre-service Turkish teachers’ emotional intelligence skills and 

communication skills, the Emotional Literacy Skills Scale and the Communication Skills Evaluation 

Scale were used. In Table 3, arithmetic means and standard deviations related to the pre-service 

Turkish teachers’ emotional intelligence skills and communication skills are presented.  

Table 3. Pre-service Turkish Teachers’ Emotional Literacy Skills and Communication Skills  

Scales n   sd 

Emotional Literacy Skills Scale   196 65.99 7.71 

Communication Skills Evaluation Scale   196 102.82 11.82 

 

As can be seen in Table 3, the mean score taken from the Emotional Literacy Skills Scale by 

the pre-service Turkish teachers is 65.99. As this score is in the range of 65-84, it indicates a high level 

of possession of these skills; thus, it can be argued that the participating pre-service teachers have high 

levels of emotional literacy skills. The mean score taken from the Communication Skills Evaluation 

Scale was found to be 102.82. Thus, it can be argued that the pre-service Turkish teachers have high 

levels of communication skills. 

Table 4. Comparison of the pre-service Turkish teachers’ emotional literacy skills and communication 

skills according to gender   

 Gender n   sd p Cohen’s d 

Emotional Literacy Skills Scale 
Female 108 67.35 7.566 

.006 .39 
Male 88 64.32 7.608 

Communication Skills Evaluation Scale 
Female 108 104.76 10.985 

.011 .36 
Male 88 100.44 12.414 
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As can be seen in Table 4, the mean score taken from the Emotional Literacy Skills Scale by 

the female students (n=108) is 67.35 and that of the male students (n=88) is 64.32. On the other hand, 

the mean score that of the male students was found to be 100.44. Thus, the levels of both the 

emotional literacy skills and communication skills of the female students are higher than those of the 

male students. As a result of the independent samples t-test conducted to determine whether these 

differences are statistically significant, it was concluded that both the emotional literacy skills and 

communication skills of the pre-service Turkish teachers vary significantly depending on gender 

(p=.006<.05 and p=.011<.05). In order to determine the size of these differences, the effect size values 

were calculated with the “Cohen d” formula. According to the classification of Cohen (1988), d≤0.2 

values reveal low effect size, 0.2<d<0.8 values moderate, and d≥0.8 values reveal high effect size (as 

cited in Aydın, 2006). It is seen that the gender variable has a “moderate effect size” on both 

emotional literacy skills (d=.39) and communication skills (d=.36). 

Table 5. Comparison of the pre-service Turkish teachers’ emotional literacy skills and communication 

skills according to grade level 

 Grade Level n   sd p 

Emotional Literacy Skills Scale 

1 54 66.57 7.239 

.900 
2 51 66.12 7.740 

3 51 65.59 8.053 

4 40 65.55 8.095 

Communication Skills Evaluation Scale 

1 54 103.56 9.836 

.670 2 51 103.86 11.659 

3 51 101.22 13.202 

4 40 102.82 12.776  

 

As can be seen in Table 5, the mean scores taken from both the Emotional Literacy Skills 

Scale and the Communication Skills Evaluation Scale by the first, second, third and fourth grade 

students are close to each other. As a result of the one-way analysis of variance (ANOVA) conducted 

to determine whether the differences are statistically significant, it was concluded that the pre-service 

Turkish teachers’ emotional literacy skills and communication skills do not vary significantly 

depending on grade level (p=.900>.05 and p=.670>.05). 

 Table 6. The relationship between the emotional literacy skills and communication skills of the pre-

service Turkish teachers 

Scales  
Emotional Literacy Skills 

Scale (n=196) 

Communication Skills 

Evaluation Scale (n=196) 

Emotional Literacy Skills 

Scale 

Pearson Correlation 1 .643* 

Sig. (2-tailed)  .001** 

Communication Skills 

Evaluation Scale 

Pearson Correlation .643* 1 

Sig. (2-tailed) .001**  

*Low level correlation: 0.00-0.30; Medium level correlation: 0.31-0.69; High level correlation: 0.70-1.00 

(Büyüköztürk et al., 2012). 

**Significance: p<.05 

As can be seen in Table 6, there is a positive, medium and significant correlation between the 

mean scores taken from the Emotional Literacy Skills Scale and the Communication Skills Evaluation 

Scale by the pre-service Turkish teachers (r=.643, p<.05). Thus, it can be argued that with improving 

emotional literacy skills of pre-service Turkish teachers, their communication skills also improve. 

RESULTS, DISCUSSION AND SUGGESTIONS  

Emotional literacy is based on the theory of “emotional intelligence”, which refers to the 

ability to process emotional information, and is still considered a new and evolving field today. 

Emotional literacy skills started to be gained in the family environment such as expressing emotions 

and understanding the emotions of others may vary depending on social and cultural characteristics. 
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The school environment, which requires students to use their communication skills actively, 

contributes significantly to the development of emotional literacy skills. The results of the current 

study conducted to determine the relationship between the emotional literacy skills and 

communication skills of the pre-service Turkish teachers were discussed within the context of the pre-

service Turkish teachers’ levels of emotional literacy skills and communication skills, whether these 

skills vary significantly depending on gender and grade level and the relationship between their 

emotional literacy skills and communication skills. 

As a result of the current study, it was determined that the pre-service Turkish teachers have 

high levels of emotional literacy skills. This result concurs with the findings of other studies conducted 

on pre-service teachers’ emotional literacy skills. While Özden et al. (2018) revealed that the pre-

service teachers’ emotional literacy skills are at high and medium levels, Akçin (2019) found that the 

pre-service pre-school teachers’ levels of emotional literacy skills are above the average. 

In the current study, the emotional literacy skills of the pre-service Turkish teachers were 

found to be varying significantly depending on gender in favour of the female students. Parallel to this 

finding, Eminoğlu-Küçüktepe et al. (2017) found a gender-based significant difference between the 

pre-service teachers’ emotional literacy skills in favour of the female students. Alemdar (2014) also 

investigated the emotional literacy skills among high school students and found that the mean score of 

the female students is higher than that of the male students. In the study by Balta-Özkan (2019), it was 

also concluded that the emotional literacy skills of elementary and secondary school students vary 

significantly depending on gender in favour of the female students. On the other hand, Akçin (2019) 

and Özden et al. (2018) found that gender is not a factor significantly affecting pre-service teachers’ 

emotional literacy skills. Similarly, Yazgılı (2019) reported that secondary school students’ emotional 

literacy skills do not vary significantly by gender, which is explained by the author through the fact 

that secondary school students are still too young to allow differentiation in their emotional literacy 

skills. 

Another finding of the current study is that the pre-service Turkish teachers’ emotional 

literacy skills do not vary significantly depending on grade level. In similar studies conducted by 

Akçin (2019), Alemdar (2014) and Cesur et al. (2018), it was also found that emotional literacy skills 

do not vary significantly depending on grade level. These findings reported in the literature support the 

finding of the current study. On the other hand, Balta-Özkan (2019) and Yazgılı (2019) reported that 

emotional literacy skills of the elementary and secondary school students vary significantly depending 

on grade level. While the emotional literacy skills were found to be not varying significantly 

depending on grade level in the studies conducted on pre-service teachers, they were found to be 

varying significantly in the studies conducted on elementary and secondary school students. When the 

age and developmental characteristics are considered, elementary and secondary school students’ 

emotional development is expected to vary more remarkably across the grade levels. On the other 

hand, the fact that the emotional literacy skills of pre-service teachers do not vary significantly 

depending on grade level can be seen as a result of not providing a planned and special education for 

the development of emotional literacy skills in education faculties. It can be expected that the 

emotional literacy skills of pre-service teachers will gradually improve with the preparation and 

implementation of training programs for the development of their emotional literacy skills.  

Another finding of the current study is that the communication skills of the pre-service 

Turkish teachers are generally high. This finding concurs with the findings of other studies conducted 

to investigate the communication skills of pre-service teachers (Bakır, 2019; Maden, 2010; Sarıkaya & 

Şakiroğlu, 2019). The findings of the studies conducted by Gülbahar & Sıvacı (2018), Günönü-Kurt 

(2019), Kaya et al. (2019), Ocak & Erşen (2015), Piji-Küçük (2012), Uygun & Arıkan (2019), Yıldız 

& Kurtuldu (2016) on the communication skills of pre-service teachers from different branches show 

that the communication skills of the pre-service teachers are generally above the average and support 

the finding of the current study. In the study by Durukan & Maden (2010), it was observed that the 

communication skills of Turkish teachers are low.  
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The pre-service Turkish teachers’ communication skills were found to be varying significantly 

depending on gender in favour of the female students. This might indicate that female pre-service 

teachers are more open to communication than male pre-service teachers. Parallel to this finding, 

Bakır (2019), Baki (2018), Çetinkaya (2011), Maden (2010), Sarıkaya & Şakiroğlu (2019) also found 

that pre-service Turkish teachers’ communication skills vary significantly depending on gender.  In the 

study of Kana (2015), although there was a significant difference in terms of gender, it was observed 

that the emotional communication skills of the male pre-service teachers were higher than those of the 

female pre-service teachers. Contrary to these results, Aptekin (2019) found that the communication 

skills of the pre-service Turkish teachers did not vary significantly depending on the gender variable. 

When studies conducted on teachers or pre-service teachers in other branches are examined, it is seen 

that different results are obtained in terms of gender variable. In their studies, Çuhadar et al. (2014), 

Kaya et al. (2019), Küpeli (2019), Milli & Yağcı (2016), Ocak & Erşen (2015), Uygun & Arıkan 

(2019), Yıldız & Kurtulmuş (2016), Yılmaz & Altunbaş (2012) revealed that the communication skills 

of teachers or pre-service teachers varied significantly by gender in favour of the female participants. 

Acar (2009), on the other hand, in his study, which examined the communication skills of pre-service 

primary school teachers, pre-service preschool teachers, pre-service social studies teachers, pre-service 

art teachers and pre-service Turkish teachers, found that the communication skills of the pre-service 

teachers did not vary significantly by gender. Similarly, in the studies conducted by Baydar-Posluoğlu 

(2011), Çiftçi & Taşkaya (2010), Gülbahar & Sıvacı (2018), Gülbahçe (2010), Günönü-Kurt (2019), 

Şenol et al. (2019), Tunçeli (2013), no gender-based significant difference was found in the 

communication skills of the teachers or pre-service teachers. Based on these and similar studies in the 

literature, it can be said that the communication skills of pre-service teachers cannot be generalized 

according to gender. In terms of professional competencies, teaching is a profession that requires both 

male and female teachers to have a high level of communication skills. Therefore, it is not desirable 

that pre-service teachers’ communication skills vary significantly depending on gender.  

Given that both content courses and elective courses can contribute to the development of 

communication skills, it is expected that the communication skills of pre-service Turkish teachers will 

gradually improve through the grade levels as a result of the education they have received for four 

years. Contrary to this expectation, it was determined in the current study that the communication 

skills of the pre-service Turkish teachers did not vary significantly depending on grade level. In the 

studies conducted by Aptekin (2019), Milli & Yağcı (2016), Sarıkaya & Şakiroğlu (2019), the 

communication skills of the pre-service Turkish teachers were also found to be not varying 

significantly depending on grade level. Contrary to these results, Bakır (2019), in his study examining 

the relationship between the communication skills and questioning skills of the pre-service Turkish 

teachers, concluded that the communication skills of the pre-service teachers varied significantly in 

favour of the fourth graders. In another study, Kana (2015) observed that the communication skills of 

the pre-service Turkish teachers varied significantly depending on grade level, but surprisingly, as the 

grade level increased, their communication skills decreased. When the studies examining the 

communication skills of pre-service teachers in other branches are examined, it is seen that there are 

different results obtained in relation to grade level. In the studies conducted by Ocak & Erşen (2015), 

Tepeli & Arı (2011) and Uygun & Arıkan (2019), it was determined that the communication skills of 

the pre-service teachers varied significantly depending on grade level, while Tunçeli (2013), Yıldız & 

Kurtulmuş (2016) reported opposite results in their studies. 

As a result of the current study, it was determined that while the emotional literacy skills of 

the pre-service Turkish teachers improved, their communication skills improved as well and that there 

is a positive, medium and significant correlation between their emotional literacy skills and 

communication skills. This result can be interpreted as positive for pre-service Turkish teachers and 

may also indicate that individuals with improved emotional literacy skills also have improved 

communication skills. When the literature is examined, it is seen that various studies have been carried 

out separately addressing the emotional literacy skills and communication skills of different 

professional groups and pre-service teachers in different branches. However, there is no study directly 

focused on both pre-service Turkish teachers and evaluation of the relationship between these two sets 

of skills. In the study conducted by Cesur et al. (2018), similar to the results of the current study, it 
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was found that there is a positive and significant relationship between the emotional literacy skills and 

communication skills of nursing students.   

In order to train students who can understand and manage their own and others’ emotions, 

empathize, and have high level of emotional literacy and effective communication skills, teachers must 

first themselves have these skills. In the curriculum of education faculties, there are compulsory or 

elective courses to improve the communication skills of pre-service teachers, but there are no courses 

to improve their emotional literacy skills. The existence of a significant relationship between 

emotional literacy skills and communication skills of pre-service Turkish teachers indicates that these 

two skills can affect each other positively. Therefore, courses that will contribute to the development 

of emotional literacy skills should be included in the curriculum, as well as courses aimed at 

improving the communication skills of pre-service teachers. Thus, emotional literacy and 

communication skills can be developed simultaneously. In addition to the theoretical courses, story-

based activities and creative drama applications that can increase the interaction and sharing of 

students and that can allow them to reflect their real-life situations and thus enable them to use their 

emotional literacy and communication skills more actively can be used.  

According to the results of the current study, both the emotional literacy and communication 

skills of the female pre-service teachers are higher than those of the male pre-service teachers. 

Correspondingly, both in-class and extracurricular activities and projects can be developed to improve 

the emotional literacy and communication skills of male pre-service teachers. In order to develop pre-

service teachers’ emotional literacy and communication skills gradually through the grade levels, 

courses to improve these skills should be included at every grade level, and a planned education 

should be implemented taking into account the cognitive and affective characteristics of students. In 

the study conducted by Tuyan (2003), the Emotional Literacy Development Program was prepared 

and applied to English teachers, and it was observed that this in-service training increased the level of 

emotional literacy of the English teachers. Similarly, in-service training programs can be prepared for 

Turkish teachers to improve both their emotional literacy and communication skills.  

This research was limited to examining the relationship between emotional literacy skills and 

communication skills of pre-service Turkish teachers according to gender and class variables. In future 

studies, the emotional literacy skills and communication skills of pre-service teachers in other 

branches can be examined in terms of different variables. Furthermore, a quantitative study can be 

designed by conducting in-depth interviews with pre-service teachers. 
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becerileri [Communication and problem solving skills of students of music teaching 

department]. Gazi Üniversitesi Eğitim Fakültesi Dergisi, 32(1), 33-54. 

http://www.gefad.gazi.edu.tr/tr/pub/issue/6736/90559  



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

203 

Saracaloğlu, A. S., Yenice, N. & Karasakaloğlu, N. (2009). Öğretmen adaylarının iletişim ve problem 
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Abstract 

With the global COVID-19 pandemic outbreak, our lives, especially education, have been adversely 

affected. This research investigates the relationship between technostress and burnout levels of English 

language instructors amidst the pandemic and makes recommendations about the role of online 

language education in the coming years. In this study, Turkish adaptation of Maslach’s MBI-ES and 

Defining Teacher’s Technostress Level Scale was administered to 188 English instructors working at 

State and Foundation Universities in Turkey. Semi-structured interviews were also conducted with 10 

English language instructors. The findings indicate that instructors have medium level of technostress 

and low level of burnout. Age and gender were found to be an important contributing factor for both 

technostress and burnout levels. Correlation analyses showed a relationship between subscales of 

burnout and technostress measures. The research findings suggest adapting the curriculum of English 

language teaching programs to increase the technology literacy of prospective English language 

teachers and prepare them for the increasing role of online language teaching in the coming years as 

well as providing professional development opportunities for in-service language teachers. 

Keywords: Teacher burnout, technostress, pandemic, online education, Covid-19 

DOI: 10.29329/ijpe.2023.517.13 

Submitted: 30/10/2022  Accepted: 09/01/2023   Published: 01/02/2023 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

------------------------------- 

* Acknowledgments: This study was presented as an oral presentation at the Biruni University 1st International 

Congress on Teaching and Teacher Education, İstanbul, Turkey, 11 - 12 June 2021. 

i Oğuzhan Yangöz, Data Science, George Washington University, ORCID: 0000-0001-8104-7529 

ii Burcu Ünal, Assist. Prof. Dr., Yabancı Dı̇ller Eğı̇tı̇mı̇ Bölümü, Yıldız Teknı̇k University, ORCID: 0000-0002-

6345-6430 

Correspondence: bvarol@yildiz.edu.tr   



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

206 

INTRODUCTION 

With the breakout of the global COVID-19 pandemic in late 2019, people’s daily lives have 

been tremendously affected in many ways (World Health Organization, 2020). Shortly after the 

COVID-19 spread worldwide, it started to impact human life more significantly and deeply, 

compelling governments to take strict and sudden measures to counter the disease. (World Health 

Organization, 2020). As a result of various strict regulations and restrictions, the entire world 

population had to adapt itself to the new way of life, which the authorities would later define as “new 

normal.” (World Health Organization, 2020).  As is the case in a number of fields, education was 

severely disrupted by COVID-19. Most of the schools and educational institutions had to switch to 

remote teaching as of March 2020 to mitigate the effects and spread of COVID-19 (OECD, 2020).   

Switching to remote or hybrid teaching models in such a short time posed a significant 

obstacle in the education continuum (OECD, 2020). Since student-student and teacher-student 

interactions are considered essential in language teaching (Hall, 2010; Krashen, 1982; Rivers, 1987; 

Spada, 2007) and student participation is key to an effective language classroom, it has posed more 

challenges for language instructors to conduct their classes in remote settings and thus increased their 

already high stress level.  

Kyriacou (2001) defines stress as a “disagreeable emotional experience accompanied with 

feelings of anxiety, anger, frustration, and tension, and connected with specific environmental causes.” 

(as cited in Haydon et al., 2018, p.1). As in many professions which require closely working with 

people, stress is observed also with teachers, leading to burnout, health issues, and reduced job 

satisfaction (Shernoff et al., 2011). As of 2021, technology and reliance on video conferencing tools, 

driven by the lockdowns because of COVID-19, increased ten times compared to the pre-covid period 

(Branscombe, 2020). A significant increase was also observed in the usage of asynchronous learning 

and teaching platforms such as Edx and Coursera (Khan, 2020). It can be assumed that these 

significant changes in practical use of technology and digital tools might increase the technostress 

level of individuals, including teachers. Salanova et al. (2013) provided a comprehensive definition of 

technostress as follows:  

A negative psychological state related to the use of ICT or a threat to its use in the future. This 

state is conditioned by the perception of a mismatch between demands and resources related to 

the use of ICTs, leading to a high level of unpleasant psychophysiological activation and the 

development of negative attitudes towards ICT (Salanova et al., 2013, p. 231). 

A number of studies have been conducted on the reasons of technostress. The qualitative study 

conducted by Çoklar et al. (2016) yielded five main reasons leading to technostress for teachers which 

were reported as individual, technical, educational, health and time-related problems. Similarly, 

Penado-Abilleira et al. (2021) found that individual problems, technical problems, education-oriented 

problems, health problems and time problems were the main stress-causing factors for teachers. In 

their study, Effiyanti and Sagala (2018) concluded that computer anxiety had a significant impact on 

increasing the teachers' workload, leading to increased technostress levels.  

In a very recent study conducted by Damicone (2021) to identify the technostress levels of 

language teachers as well as the techno stressors during COVID-19 pandemic, the results showed that 

language teachers had low to medium level technostress. The findings also indicated that lack of 

readiness and exposure to technology prior to the start of the pandemic and time were the main reasons 

of teachers’ technostress during the pandemic. In addition to these findings, teachers reported that their 

overall experience with the technology use in education during the pandemic was mentally and 

physically exhausting for them. It was also found that teachers were suffering from loneliness, lack of 

appraisal and an unclear work organization.  

Gender has consistently been found to be a determining factor on technostress across the 

studies (Busch, 1995; Çoklar et al., 2016; Shepherd, 2004). Marchiori et al. (2018) maintain that it is 
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hard to suggest a definite answer to why gender plays a major role in technostress levels, and males 

and females react differently to different  dimensions of technostress. There is evidence that men hold 

more positive beliefs and feel less anxiety about the use of technology than women do (Çoklar & 

Şahin, 2011)   while in some others men were found to have more stress towards ICT (Tarafdar et al., 

2011). In Çoklar et al.’s (2016) study, female teachers believed technical problems are the most 

significant factors for their technostress, while male teachers believed their financial and individual 

problems were the main reasons for their technostress. Furthermore, male instructors also stated they 

have time issues that directly influence their technostress, which female teachers did not report. In 

another study conducted by Garcia-Gonzalez et al. (2020), the researchers aimed to investigate the 

main stressors that female professors struggle with during their online classes at the tertiary level. The 

researchers identified nine psychosocial risk factors, some of which were mental overload, time 

constraints, irregular schedules, and emotional exhaustion. They also found out that all these factors 

were correlated with the use of ICT tools in the workplace.  

In another line of studies, researchers were primarily interested in the effect of age on 

technostress. Based on the research which depicted that young people are more adept in coping with 

the challenges and novelties of technology, age is considered to be a determining factor on the levels 

of technostress (Marchiori et al., 2018). Estrada-Munoz et al. (2021) aimed to measure the 

technostress levels of teachers working at primary and secondary school level. The findings indicated 

no significant association between the age and technostress levels of teachers although gender 

appeared as a determinant. Female participants were found to have a higher level of technostress and 

techno fatigue compared to male participants. Primarily concerned with the effects of age, Tams, 

Thatcher and Grover (2018) explored technology-mediated interruptions and how (if any) they affect 

the performance of younger adults versus older adults. Their study revealed that age acts as a 

moderator between the interruption and stress link.  

Burnout is another “psychological syndrome emerging as a prolonged response to chronic 

interpersonal stressors on the job” (Maslach & Leiter, 2016, p. 1). According to Maslach (2003), it is 

common for teachers to experience burnout when they go through stressful periods for long, which 

might appear in the form of emotional exhaustion, depersonalization and lack of personal 

accomplishment. In a study conducted by Kokkinos (2007) with 447 primary school teachers in 

Cyprus to investigate the relationship between burnout and underlying stressors, the researcher found 

that the degree of burnout was closely related to personality and work-related reasons, supporting the 

claim that environmental and personal variables should be considered to analyze the burnout process.  

Age and gender are important factors in contributing to teacher burnout although the results 

are not very consistent. For example, Farber (1984) claims that gender does not affect teachers' 

burnout level, whereas Bibou-nakou et al. (1999), and Burke and Greenglass (1993) reported that male 

teachers experience more burnout compared to women. In studies where gender differences were 

observed, it was found that male teachers experienced more depersonalization and emotional 

exhaustion. Female teachers, on the other hand, were reported to suffer more from emotional 

exhaustion (Burke & Greenglass, 1993). Similarly, Rumschlag (2017) also showed that the 

depersonalization level of male teachers was higher than female teachers probably because of 

"standardized assessments, teacher evaluations, lack of resources, and excessive amount of other 

requirements” (p.33). On the other hand, female teachers were found to be better at making personal 

connections with students. Age of the teachers has been reported to correlate with burnout across 

studies. Previous research has showed that novice teachers suffer from higher levels of emotional 

exhaustion than older teachers which might be caused by their high expectations at the initial stages of 

their job (Antoniou et al, 2006). On the contrary, Farber (1984) demonstrated that the teacher group 

with the highest risk of suffering from burnout is the 34-44 age group and teachers working at high 

school in junior level.  

Among the demographic factors affecting teachers’ technostress and burnout levels, the 

institution type (i.e. private or state school), education levels and teaching experience have been 

scarcely investigated. For the school type, Aktan and Toraman (2022) found that private school 
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teachers were found to experience more technostress stemming from the parental pressure and school 

managements, however, no significant effect of education level was detected in their study. Similarly, 

seniority, that’s the teaching experience, did not significantly affect the levels of technostress in Aktan 

and Toraman’s (2022) study. They detected the effects of gender and organization type to be the only 

triggering factors. 

Contemplating on the isolation and anxiety experienced by millions, the debut of COVID 

pandemic and prolonged lockdowns coupled with teaching continuously online might have triggered 

teacher burnout. Pressley (2021) conducted a study on the factors leading to teacher burnout during the 

COVID-19 pandemic. Being one of the earliest studies investigating these factors during COVID-19, 

the study revealed notable findings which indicated that COVID-19 anxiety, current teaching anxiety, 

anxiety triggered by having to communicate with parents, and lack of administrative support were the 

main predictors of teacher burnout and stress.  

The rapid spread of the COVID-19 compelled most stakeholders around the globe to switch to 

remote education without significant preparation, leading to a need for further and more specific 

studies on technostress and its effects on educators and teachers during the pandemic. Since the 

COVID-19 is a quite recent phenomenon, very little research focuses on technostress and burnout of 

teachers during the pandemic. Another gap in the literature is that there are few studies focusing on the 

technostress of language instructors during COVID-19 (Damicone, 2021; Mokh et al., 2021). 

Therefore, there is a need to investigate the relationship between technostress and burnout levels of 

language teachers working at the tertiary level during the COVID-19 pandemic. Furthermore, the 

context of language teaching at the tertiary level has not been investigated thoroughly. Present studies 

mainly focus on K-12 instructors (Damicone, 2021; Estrada-Munoz et al., 2021; Joo et al, 2016; 

Kokkinos, 2007; Özgür, 2020). The purpose of this study is to provide future implications on the role 

of online teaching by examining the relationship between the burnout and technostress levels of EFL 

instructors amidst the COVID-19 pandemic. In line with this goal, the following research questions 

were formed. 

1. What are the technostress levels of EFL instructors in higher education during the COVID-

19 pandemic?  

2. What are the burnout levels of EFL instructors in higher education during the COVID-19 

pandemic? 

3. To what extent do technostress and burnout levels of EFL instructors in higher education 

change depending on the age, gender, type of university (foundation, state), education level 

and teaching experience?  

4. Is there a statistically significant relationship between EFL instructors’ technostress and 

burnout levels in higher education during the COVID-19 pandemic? 

METHOD 

In this study, the mixed-methods sequential explanatory design was used. As its name 

suggests, this study design includes the collection and analysis of quantitative data first, which is then 

followed by the analysis of qualitative data in a single study (Tashakkori & Teddie, 1998). 

Participants and Context 

The study was conducted with 188 English language instructors working in English 

preparatory programs at various State and Foundation Universities in Turkey which continued distance 

education during the COVID-19 pandemic. The participants voluntarily accepted to take part in the 

study, fill out the research surveys, and inform whether they would be willing to take part in the 

qualitative component of the study. All data were collected via Microsoft Forms because of 
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convenience amidst the COVID-19 pandemic and informed consents of the participants were taken 

before they took the survey. Semi-structured interviews were conducted on Microsoft Teams and 

Zoom. The data analyzed in this study were collected in the first quarter of 2021. For reference, 

Turkey was suffering from a very high number of patients infected with COVID-19, which resulted in 

a partial and full lockdown at the time. 

Table 1. Distribution of the Socio-Demographic Variables 

    Frequency Percent 

Gender Female 140 74 

  Male 48 26 

Age 21-25 10 5 

 26-30 60 32 

 31-35 60 32 

 36-40 36 19 

  41 + 22 12 

Education Level Bachelor's Degree 46 25 

 Master's Degree 54 29 

 Master's Degree (Ongoing) 54 29 

 PhD 12 6 

  PhD (Ongoing) 22 11 

Type of University State University 28 15 

  Foundation University 160 85 

Experience 0 -2 Years 6 3 

 3 - 5 Years 48 26 

 6 - 8 Years 44 23 

 9 - 10 Years 24 13 

  10 Years + 66 35 

Total   188 100 

 

Data Collection Instruments 

Defining Teacher’s Technostress Level, a 5-point Likert style scale used in this study was 

developed by Çoklar et al. (2017). It consists of 28 items and 5 subscales:  

1. Learning-Teaching Process-oriented (Items 1-7): This subscale aims to measure teachers' 

comfort level with technology in the classroom setting.  

 Sample item: The thought of not being able to teach the entire course content because the use 

of technology takes time makes me nervous. 

2. Professional-oriented (Items 8-13): This subscale aims to explore teachers' views on 

technology's potential influence on the profession of language teaching. 

Sample item: I think that the teaching profession has lost its value due to the fact that the 

source of information has become technology-oriented. 

3. Technical-oriented (Items 14-19): This subscale aims to measure how familiar and 

comfortable teachers are with the potential technical risks while using technology. 

Sample item: The constant cost of using technology (purchase, maintenance, paid sites, etc.) 

bothers me. 

4. Personal-oriented (Items 20-24): This subscale aims to measure how comfortable teachers 

are with using technology at the individual level. 

Sample item: Even if I want to use it, I worry about not being able to learn how to use 

technology. 
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5. Social-oriented (Items 25-28): This subscale aims to measure to what extent teachers are 

concerned about the influence of technology on their social life and interaction. 

Sample item: I am worried about having problems using technology with my colleagues. 

The scoring and evaluation criteria for this 5-point scale is as follows; 

Table 2. Evaluation Criteria of the Technostress Scale for Determining Teachers’ Techno Stress 

Levels 

Evaluation Range Evaluation Criteria 

1.00 – 2.33 Low Level 

2.34 – 3.67 Medium Level 

3.68 – 5.00 High Level 

 

The Cronbach’s alpha coefficient value is .917 for the overall scale in the original study 

(Çoklar et al., 2017), while in our study it was found .928, suggesting a high level of statistical 

reliability (Cortina, 1993).  

Maslach Burnout Inventory Educators Survey (MBI-ES) scale was developed by Maslach and 

Jackson (1981) after tailoring the items on standard MBI scale specifically to the educators. Turkish 

adaptation of Maslach Burnout Inventory – Educators Survey was done by İnce and Şahin (2015). The 

scale consists of 22 items and 3 subscales: 

1. Emotional Exhaustion (Items 1, 2, 3, 6, 8, 13, 14, 16, 20): This subscale aims to measure 

to what extent teachers have difficulty meeting their emotional needs in their professional life.  

Sample item: I feel emotionally cold from teaching. 

2. Personal Accomplishment (Items 5, 10, 11, 15, 22):  This subscale aims to measure to 

what extent teachers find themselves successful and feel accomplished in their teaching career. 

Sample item: I feel that I treat some students as if they were objects. 

3. Depersonalization (Items 4, 7, 9, 12, 17, 18, 19, 21): This subscale aims to measure to 

what extent teachers ignore their students and peers and isolate themselves. 

Sample item: I can easily understand how my students feel about a topic. 

The minimum and maximum scores that can be obtained from each item are, respectively, 0 

and 6. The scoring and evaluation criteria for the 6-point Likert type MBI-EF scale is as follows; “0 – 

Never”, “1 – Several times a year”, “2 – Once a month”, “3 – Several times a month”, “4 – Once a 

week”, “5 – Several times a week”, “6 – Every day”. 

Table 3 .MBI-ES Scoring and Evaluation Rubric 

 Low Level Medium Level High Level 

Emotional Exhaustion 

Depersonalization 

Personal Accomplishment 

0-16 

0-8 

37 and above 

17-26 

9-13 

31-36 

27 and above 

14 and above 

0-30 

 

The Cronbach Alpha values for the dimensions of emotional exhaustion, depersonalization 

and personal accomplishment are, respectively, 0.88, 0.78 and 0.74 (Maslach & Jackson, 1981). While 

in this study, the Cronbach alpha values were 0.76, 0. 81 and 0.79, respectively.   
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Semi-Structured Interviews 

In the study, qualitative data obtained from the interviews were used to confirm the 

quantitative data on the levels of burnout and technostress felt by the participants. For this reason, five 

questions that could be useful for leading the interviews and obtaining more data were formed. The 

preliminary questions ranged from their definitions of technology to their conceptions of the role of 

technology in language teaching. Due to the nature of semi-structured interviews, probing questions 

were also asked depending on the overall flow of the interviews. In total, interviews were held with ten 

volunteers. The average interview duration was 25 minutes.  

Data Analysis and Interpretation 

Normality analyses were carried out to decide whether parametric tests or nonparametric tests 

will be used in the research. Within the framework of normality analysis, the skewness and kurtosis 

values of the research scales were examined. All scales and subscales used in the study have skewness 

and kurtosis values between -1.5 and +1.5 indicating that the research data is normally distributed 

(George & Mallery, 2010). The normal distribution was also confirmed on Q&Q plots, so the 

hypotheses created in line with the research purposes were tested with parametric test methods as 

deemed appropriate by normality tests. Upon ensuring normal distribution, independent samples t-test, 

one-way ANOVA, and Pearson correlation coefficient tests were run on quantitative data.  

To analyze qualitative data, conventional qualitative content analysis was conducted. This 

method simply does not rely on pre-set categories while analyzing qualitative data, on the contrary 

researchers come up with their own categories that are uniquely derived from the data, which is also 

called inductive category development (Kondracki et al., 2002) 

Defined as “non-numerical examination and interpretation of observations, to discover 

underlying meanings and patterns of relationships” by Babbie (2016, p.382), qualitative analysis 

requires interrogation and subjective interpretation along with a systematic approach. In order to have 

such a systematic approach, qualitative data was analyzed by MAXQDA2020 due to its visual coding 

tools, practical coding layout, and easy-to-use interface. To ensure objectivity, two different coders 

who are experts in language education coded qualitative data. The Cohen’s Kappa value was 

computed on MAXQDA2020 by comparing two coders’ output, and it was found 0.78. Therefore, the 

agreement between the coders is more than acceptable (Wood, 2007). 

FINDINGS 

Descriptive statistics that answer the first two research questions are given in Table 4 as 

displays of the mean scores and standard deviations for the overall and subscales of Technostress and 

Burnout scales.  

Table 4. Mean Scores of the Technostress and Burnout Scales 

  Mean ± Std Min – Max 

Average Technostress Level 2.56 ± 0.61 1.3 – 4.5 

Learning-Teaching Process Oriented 2.69 ± 0.76 1.1 – 4.5 

Professional Oriented 2.34 ± 0.65 1 – 4.1 

Technical Oriented 2.76 ± 0.85 1 – 5 

Personal Oriented 2.02 ± 0.76 1 – 4 

Social Oriented 3.02 ± 0.84 1.50 – 5 

Burnout- Total Score 38.72 ± 20.1 1 – 86 

Burnout - Emotional Exhaustion 20.58 ± 11.7 0 – 48 

Burnout - Depersonalization 5.51 ± 5.90 0 – 23 

Burnout - Personal Accomplishment 12.62 ± 7.5 0 – 40 

 

For technostress, all subscales other than personal oriented technostress have a mean score 

indicating mediocre level stress (2.34 – 3.67). On the other hand, personal oriented technostress has a 
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mean score of 2.02 ± 0.76, which indicates a low level of technostress. As for the Burnout subscales, 

low mean scores are observed for the overall scale whereas in terms of emotional exhaustion medium 

burnout level is detected.  

In Table 5, descriptive statistics regarding the gender and school type variables across the 

research scales are presented. Independent samples t-tests were run for the examination of the 

significant mean differences between genders and the school type to investigate if technostress and 

burnout levels change according to these two variables. 

Table 5. Mean Differences Between Gender, School Type and Technostress and Burnout Scales 

** = p<0.01, * = p<0.05 

On the whole, female teachers have significantly higher technostress levels than male 

teachers, t(186) = 2.111, p = .036. As for the subscales of technostress scale, there is a statistically 

significant difference between female and male teachers in terms of technical oriented subscale, t(186) 

= 3.129, p = .002. Regarding the burnout scale, there is a statistically significant mean difference 

between the female and male teachers in terms of depersonalization, [t(186) = -2.994, p = .003] where 

male  participants have higher mean scores than female participants (see Table 6). 

T-test results indicate that while there is no statistically significant mean difference between 

the university type and technostress total score and subscales (p>0.05), there is a statistically 

significant mean difference between the state and foundation universities in terms of the total burnout 

levels (t(186) = -2.410, p = .017], depersonalization [t(186) = -2.184, p = .030], and personal 

accomplishment levels [t(186) = -2.98, p = .003].  When these significant mean differences are closely 

examined, it is found that the participants who are working at the Foundation Universities have higher 

burnout scores than the State University participants.  

Table 6 shows the descriptive statistics according to the age, education level, and work 

experience variables across the scales. One-way ANOVA tests were run to investigate if there are any 

statistically significant mean differences between theses variables and research scales. 

  

Factors Gender School Type 

Average Technostress 

Levels 

Gender M SD School type M SD 

Female 2.62 0.58 State 2.55 0.64 

Male 2.40 0.70 Foundation 2.57 0.62 

Learning-Teaching Process 

Oriented 

Female 2.74 0.68 State 2.66 0.83 

Male 2.58 0.95 Foundation 2.70 0.75 

Professional Oriented Female 2.37 0.63 State 2.30 0.51 

Male 2.26 0.70 Foundation 2.35 0.67 

Technical Oriented Female 2.87 0.82 State 2.77 0.96 

Male 2.44 0.88 Foundation 2.76 0.84 

Personal Oriented Female 2.08 0.74 State 2.17 0.81 

Male 2.44 0.83 Foundation 2.01 0.75 

Social Oriented 

 

Female 3.08 0.85 State 2.84 0.66 

Male 2.90 0.80 Foundation 3.06 0.87 

Burnout Total 

 

Female 38.49 20.28 State 30.36 15.30 

Male 39.42 20.03 Foundation 40.19 20.59 

Burnout- Emotional 

Exhaustion 

Female 21.33 11.81 State 18.29 10.11 

Male 18.42 11.57 Foundation 20.99 12.04 

Burnout- Depersonalization Female 4.77 5.36 State 3.29 2.26 

Male 7.67 6.88 Foundation 5.90 6.25 

Burnout- Personal 

Accomplishment 

Female 12.39 7.51 State 8.79 4.43 

Male 13.33 7.68 Foundation 13.30 7.79 
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Table 6. Mean Differences Between Age, Education Level, Work Experience, Technostress and 

Burnout Scales 

Factors Age Education Level Work Experience 

A
v

er
ag

e 
T

ec
h

n
o

st
re

ss
 

L
ev

el
s 

Age 

Intervals 

M SD Degrees M SD Years M SD 

21-25 2.90 0.43 Bachelor’s Degree 2.52 0.64 0 -2 Years 2.83 0.30 

26-30 2.50 0.68 Master's Degree 2.73 0.55 3 - 5 Years 2.55 0.72 

31-35 2.48 0.49 Master's (Ongoing) 2.61 0.61 6 - 8 Years 2.58 0.53 

36-40 2.52 0.71 PhD 2.44 0.82 9 - 10 Years 2.69 0.56 

41 + 2.89 0.54 PhD (Ongoing) 2.21 0.49 10 Years + 2.49 0.64 

L
ea

rn
in

g
-

T
ea

ch
in

g
 P

ro
ce

ss
 

O
ri

en
te

d
 

21-25 3.23 0.88 Bachelor’s Degree 2.73 0.79 0 -2 Years 3.38 0.85 

26-30 2.60 0.83 Master's Degree 2.80 0.62 3 - 5 Years 2.62 0.79 

31-35 2.57 0.61 Master's (Ongoing) 2.77 0.81 6 - 8 Years 2.77 0.78 

36-40 2.75 0.73 PhD 2.48 1.01 9 - 10 Years 2.69 0.68 

41 + 2.99 0.80 PhD (Ongoing) 2.31 0.63 10 Years + 2.65 0.73 

P
ro

fe
ss

io
n

al
 

O
ri

en
te

d
 

21-25 2.57 0.67 Bachelor’s Degree 2.28 0.71 0 -2 Years 2.33 0.39 

26-30 2.22 0.72 Master's Degree 2.41 0.59 3 - 5 Years 2.33 0.81 

31-35 2.32 0.53 Master's (Ongoing) 2.48 0.65 6 - 8 Years 2.33 0.55 

36-40 2.33 0.77 PhD 2.28 0.58 9 - 10 Years 2.47 0.56 

41 + 2.65 0.41 PhD (Ongoing) 2.02 0.61 10 Years + 2.31 0.64 

T
ec

h
n

ic
al

 

O
ri

en
te

d
 

21-25 2.93 0.59 Bachelor’s Degree 2.59 0.82 0 -2 Years 2.83 0.26 

26-30 2.79 0.94 Master's Degree 3.09 0.72 3 - 5 Years 2.80 1.00 

31-35 2.70 0.83 Master's (Ongoing) 2.82 0.86 6 - 8 Years 2.80 0.71 

36-40 2.58 0.85 PhD 2.31 1.05 9 - 10 Years 3.14 0.70 

41 + 3.08 0.69 PhD (Ongoing) 2.42 0.83 10 Years + 2.57 0.87 

P
er

so
n

al
 

O
ri

en
te

d
 

21-25 2.20 0.48 Bachelor’s Degree 2.12 0.76 0 -2 Years 1.93 0.63 

26-30 1.91 0.83 Master's Degree 2.28 0.75 3 - 5 Years 1.93 0.83 

31-35 1.97 0.72 Master's (Ongoing) 1.85 0.65 6 - 8 Years 2.04 0.66 

36-40 1.96 0.80 PhD 2.13 1.01 9 - 10 Years 2.17 0.89 

41 + 2.58 0.46 PhD (Ongoing) 1.60 0.66 10 Years + 2.05 0.75 

S
o

ci
al

 O
ri

en
te

d
 

21-25 3.65 0.59 Bachelor’s Degree 2.91 0.79 0 -2 Years 3.75 0.59 

26-30 3.04 0.86 Master's Degree 3.07 0.84 3 - 5 Years 3.15 0.87 

31-35 2.84 0.69 Master's (Ongoing) 3.15 0.94 6 - 8 Years 3.01 0.79 

36-40 3.04 0.93 PhD 3.21 0.91 9 - 10 Years 3.00 0.70 

41 + 3.20 1.00 PhD (Ongoing) 2.77 0.64 10 Years + 2.90 0.89 

B
u

rn
o

u
t 

T
o

ta
l 21-25 46.40 17.60 Bachelor’s Degree 36.39 18.05 0 -2 Years 55.00 6.75 

26-30 42.93 19.72 Master's Degree 35.37 18.90 3 - 5 Years 43.42 19.34 

31-35 34.77 20.12 Master's (Ongoing) 45.26 20.68 6 - 8 Years 35.77 19.67 

36-40 42.72 22.43 PhD 31.67 19.83 9 - 10 Years 41.08 19.44 

41 + 28.00 12.15 PhD (Ongoing) 39.64 23.56 10 Years + 34.94 21.04 

B
u

rn
o

u
t 

- 

E
m

o
ti

o
n

al
 

E
x
h

au
st

io
n
 21-25 26.40 10.57 Bachelor’s Degree 19.74 11.63 0 -2 Years 31.33 3.14 

26-30 22.83 13.10 Master's Degree 19.52 10.30 3 - 5 Years 24.04 13.16 

31-35 18.93 10.68 Master's (Ongoing) 24.70 11.40 6 - 8 Years 18.23 10.16 

36-40 21.06 12.67 PhD 12.50 12.93 9 - 10 Years 23.00 10.90 

41 + 15.55 7.29 PhD (Ongoing) 19.27 13.26 10 Years + 17.79 11.40 

B
u

rn
o

u
t 

- 

D
ep

er
so

n
al

iz
at

io

n
 

21-25 6.00 7.15 Bachelor’s Degree 5.00 4.62 0 -2 Years 7.33 5.96 

26-30 5.73 5.15 Master's Degree 4.22 4.78 3 - 5 Years 5.67 5.23 

31-35 4.70 5.52 Master's (Ongoing) 6.70 6.77 6 - 8 Years 4.95 5.83 

36-40 8.44 7.62 PhD 5.17 6.53 9 - 10 Years 5.67 5.11 

41 + 2.09 1.48 PhD (Ongoing) 7.00 7.61 10 Years + 5.55 6.74 

B
u

rn
o

u
t 

- 

P
er

so
n

al
 

A
cc

o
m

p
li

sh
m

en
t 

21-25 14.00 4.52 Bachelor’s Degree 11.65 6.40 0 -2 Years 16.33 5.09 

26-30 14.37 8.40 Master's Degree 11.63 7.35 3 - 5 Years 13.71 7.08 

31-35 11.13 7.55 Master's (Ongoing) 13.85 7.47 6 - 8 Years 12.59 9.11 

36-40 13.22 7.32 PhD 14.00 5.36 9 - 10 Years 12.42 8.35 

41 + 10.36 5.40 PhD (Ongoing) 13.36 10.83 10 Years + 11.61 6.55 

** = p<0.01, * = p<0.05 

A one-way ANOVA revealed that age signicantly significantly affected the average 

technostress level [F(4, 183) = 2.920, p = 0.02], learning-teaching process oriented technostress [F(4, 

183) = 2.848, p = 0.02], personal oriented technostress [F(4, 183) = 3.811, p = 0.005], social oriented 
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technostress [F(4, 183) = 2.420, p = 0.05], total burnout level [F(4, 183) = 3.706, p = 0.006], 

emotional exhaustion [F(4, 183) = 2.551, p = 0.04], and depersonalization [F(4, 183) = 4.743, p = 

0.001].     

In the context of technostress, there are statistically significant relationships between the age 

variable and the overall technostress and learning-teaching process oriented, personal oriented and 

social oriented levels (p<0.05). When these significant mean differences were examined for the 

technostress scale and its subscales, the age groups of 21-25 and 41+ have the highest scores. As for 

the burnout, the age group of 21-25 has the highest levels in terms of the overall burnout and 

emotional exhaustion, and for the depersonalization, the age group of 36-40 has the highest levels 

among all age groups. 

As for the education level, there are significant differences across the groups in terms of the 

average technostress level [F(4, 183) = 3.085, p = 0.017], technical oriented technostress [F(4, 183) = 

4.632, p = 0.001], personal oriented technostress [F(4, 183) = 4.499, p = 0.002], and emotional 

exhaustion [F(4, 183) = 3.474, p = 0.009]. When these significant mean differences were evaluated for 

the technostress dimensions, participants with a Master’s degree have the highest scores among the 

other groups. Similarly, for the burnout scale, the same group has the highest emotional exhaustion 

score. 

Regarding the work experience variable, significant mean differences were obtained across the 

groups for the total burnout level [F(4, 183) = 2.614, p = 0.037] and emotional exhaustion [F(4, 183) = 

4.166, p = 0.003]. When these statistically significant mean differences were examined, it could be 

concluded that for both overall burnout and emotional exhaustion levels, the participant group with 0-2 

years of experience has the highest scores among the participant groups. 

The Pearson correlation test results, which were performed to determine statistically 

significant and linear relationships between the research scales, are shown in Table 7.  

Table 7. Correlation Analysis between the Technostress and Burnout Scales 

  

Technostres

s Total 

Learning - 

Teaching 

Process 

Oriented 

Professional 

Oriented 

Technical 

Oriented 

Personal 

Oriented 

Social 

Oriented 

Burnout Total r 0.105 0.054 .143* 0.051 0.001 .209** 

Emotional Exhaustion r .171* 0.125 .262** 0.072 0.003 .263** 

Depersonalization r 0.072 0.057 0.048 0.048 0.003 .149* 

Personal Accomplishment r -0.043 -0.095 -0.065 -0.014 -0.004 0.032 

** = p<0.01, * = p<0.05 

According to the results, professional-oriented (r = 0.143, p<0.05) and social-oriented 

(r=0.209, p<0.01) technostress have a statistically significant, weak and directly proportional 

correlational relationship with total burnout level. It means that when the participants’ overall burnout 

levels increase, the professional-oriented and social-oriented technostress levels also increase. 

As for the emotional exhaustion, there is statistically significant, weak and directly 

correlational relationship between the total technostress (r=0.171, p<0.05), professional-oriented 

(r=0.262, p<0.01) and social-oriented (r=0.263, p<0.01) technostress. In other words, when the 

participants’ emotional exhaustion level increases, the overall technostress, professional-oriented and 

social-oriented technostress levels also increase. The only statistically significant correlational 

relationship for the depersonalization subscale is obtained between the social-oriented technostress 

(r=0.149, p<0.05), and this statistically significant relationship is weak and directly proportional. In 

this regard, when the participants’ depersonalization level increases, the social-oriented technostress 

also increases. Lastly, no statistically significant relationship exists between the personal 

accomplishment subscale and none of the technostress subscales (p>0.05). 
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Qualitative Findings 

Qualitative data collected through semi-structured interviews from 10 participants were 

analyzed on MAXQDA2020. The interviews were conducted in Turkish, which is the native language 

of all participants in the study. Coding was done in English by both coders. The themes, codes of the 

qualitative data and their overall distributions are given in Table 8. 

Table 8. Subcategories and Code Breakdowns 

Theme ff % Subcategory Ff %% Code Breakdowns f % 

T
ec

h
n
o
 A

n
x
ie

ty
 

49 39 Technologica

l Catch-up 

19 15.45 Attending professional workshops on technology 5 4.07 

Spending a considerable amount of non-class 

time to learn about different Ed-tech tools 

4 3.25 

Seeking support from colleagues about remote 

technology tools  

4 3.25 

Taking computer skills courses online 3 2.44 

Watching YouTube tutorials to learn more about 

educational tech tools 

3 2.44 

Reliance on 

Devices 

11 10.94 Spending too much time on computer for class 

preparation  

4 3.25 

Having to create digital materials instead of 

printed materials  

4 3.25 

Increased online communication because of 

online teaching problems  

3 2.44 

Problem 

Solving 

19 15.45 Difficulty of reaching out to IT professionals 

during the class time 

3 2.44 

Confusion in case of any technical problem 4 3.25 

Difficulty of finding alternative digital solutions  3 2.44 

Stressing out about potential problems and 

workarounds before the class 

3 2.44 

Difficulty of dealing with infrastructure and 

computer-specific problems  

4 3.25 

Major bugs and glitches in newly released Zoom 

and Team updates 

2 1.63 

M
en

ta
l 

T
ir

ed
n
es

s 

55 46 Personal 

Reasons 

13 11.38 Having to pay attention to something else while 

working from home 

3 2.44 

Medical reasons that prevent instructors from 

looking at screen for long 

1 0.81 

Feeling exhausted because of working remotely  4 3.25 

Lack of tech equipment in the household  1 0.81 

Overlapping classes with another family member 

in the household 

3 2.44 

Feeling worried and stressed because of being 

recorded 

2 1.63 

Limited 

Interaction 

27 21.85 Inefficient group work and interaction 4 3.25 

Lack of student motivation to do collaborative 

work 

3 2.44 

Difficulty of improving individual student and 

teacher contact  

5 4.07 

Students not being present and responsive during 

the class 

7 5.69 

Students not turning on their microphones and 

cameras 

8 6.50 

Pedagogical 

Reasons 

15 12.2 Tendency to give too much teacher talk 4 3.25 

Less in-class practice and personalized 

instruction 

3 2.44 

Challenges in using communicative and task-

based teaching methodologies 

3 2.44 

Limited control over students and challenges in 

class management  

3 2.44 

Having to rely on digital content/ coursebook 2 1.63 
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T
ec

h
n
o
lo

g
y
 

A
s 

a 
P

o
te

n
ti

al
 T

h
re

at
 

18 15 AI in 

Language 

Learning 

8 6.51 Rapid developments of machine learning and 

natural language processing applications  

3 2.44 

Students’ decreased motivation to learn 

languages due to the ease of access to machine 

translation services  

3 2.44 

Increasing use of automated machine translation 

for cheating purposes  

2 1.63 

Profession-

related 

Concerns 

10 8.13 Likelihood of replacement of language teachers 

with automized digital tools 

4 3.25 

   Rapid prevalence of digital learning platforms 

and their increasing adoption in society   

3 2.44 

Prevalence of asynchronous and/or self-language 

learning  

3 2.44 

Total 122 100  122   122 100 

 

According to the results, techno-anxiety is revealed in the form of technological catch-up, 

reliance greatly on technological devices, and difficulties with problem-solving when encountering 

tech-related problems during their teaching practice. Some participants also reported that feeling 

obligated to keep themselves up to date with the latest trends in educational technology increases the 

pressure on them causing stress.  

Most participants interviewed in the study stated in different ways that they mentally feel 

overloaded during the COVID-19 pandemic. They reported various reasons such as the risk of having 

unexpected technical problems in class time, class management in digital environments and extra 

efforts to encourage students to participate in the classes. Personal reasons had the highest frequency 

under mental tiredness during the thematic coding process. Instructors also stated that they struggled 

with creating class materials for online environments and adapting language teaching methodologies 

to digital classrooms. Some instructors pointed out that this significantly increased their preparation 

time and working hours, which was described as overwhelming (15.45 %).  

Another theme associated with the code segments obtained from the interviews is that 

technology is a potential threat to the teaching profession. Some participants are concerned about the 

possibility that language teaching could be entirely or mainly automatized, eliminating the need for 

teachers in the future (15 %). The practices during the pandemic and how education was heavily 

impacted by technology were also found to be dangerous for the teaching profession by some 

participants. Some participants expressed their concerns regarding the developments in artificial 

intelligence and teaching profession-related risks in the future (6.5 %). 

The qualitative results of the study are also mostly consistent with the quantitative findings 

presented earlier. Semi-structured interviews held with ten language instructors showed that 

instructors are struggling with catching up with the latest trends in technology, relying too much on 

tech devices and solving problems that unexpectedly arise during their active use of technology in 

class time. These qualitative findings are in line with the medium level of technical-oriented, 

professional-oriented, and learning-teaching process-oriented technostress that was found in the 

quantitative part of the study. Depersonalization and Personal Accomplishment-related burnout were 

found to be low level while emotional exhaustion level was found to be medium from the quantitative 

data. Qualitative findings also reveal that personal reasons (11.38%), lack of social interaction (21.85 

%) and pedagogical challenges (12.2%) in remote education led to mental tiredness. As far as all the 

interviews are concerned, it can be concluded that there tend to be some signs of technostress and 

mental exhaustion. 

DISCUSSION AND CONCLUSION 

With respect to teachers’ technostress levels, participants had a medium level of professional-

oriented, technical-oriented, social-oriented, learning-teaching process-oriented technostress while the 

participants' personal-oriented technostress level was low. Technostress levels of the participants are 
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identical to the findings of Çoklar et al. (2016) except for profession-oriented technostress, which was 

low in their study. Our results align with the findings of Branscombe (2020) which indicate that 

reliance on technology due to mass and rapid adoption of synchronous and asynchronous web tools 

during the pandemic increased around ten times, resulting in higher levels of technical-oriented and 

professional-oriented technostress. In addition, Effiyanti and Sagala (2018) and Agai-Demjaha et al. 

(2015), also report that lack of technological competence and lack of professional guidance for 

teachers result in increased technostress levels. Similar to the findings of our study, technical 

challenges and technical-oriented technostress were also observed in other studies (Li & Wang, 2021; 

Al-Fudail & Mellar, 2008; Harahap & Effiyanti, 2015) especially in terms of education-oriented 

problems’ and technical problems’ being the main reasons for technostress (Penado Abilleira et al., 

2021).  

The results in relation to teacher burnout indicated that instructors had low levels of 

depersonalization and personal accomplishment-related burnout in particular while emotional 

exhaustion level was found to be medium. Qualitative findings also revealed that personal reasons, 

lack of social interaction and pedagogical challenges in remote education led to mental tiredness. 

Findings on depersonalization, on the other hand, might be associated with social anxiety and lack of 

social interaction as a medical study conducted by Michal et al. (2005) revealed that lack of social 

interaction with the outside world has a medium-high impact on depersonalization and derealization. 

Likewise, in this study, as revealed by the interviews, limited interaction during remote teaching 

increased feelings of depersonalization of the participants. 

The socio-demographic variables were also analyzed to find out whether teachers’ burnout 

and technostress levels vary based on age, education level, teaching experience and type of university 

they teach at. In line with Estrada-Munoz et al. (2021), Çoklar et al. (2016) and Garcia-Gonzalez et al. 

(2020), technostress levels of female instructors were significantly higher than male instructors. 

Furthermore, results revealed that female instructors also struggle with technical-oriented technostress 

significantly more than men do. However, these findings are not consistent with Li and Wang (2020), 

who did not report any significant relationship between gender and technostress.  

Regarding the burnout levels, male instructors in this study were found to have higher 

depersonalization levels than female instructors, which lends support to Bibou-Nakou et al. (1999), 

and Burke and Greenglass (1993), who claim that men experience more burnout than women implying 

a relationship between gender and burnout. To be more specific, they found that men suffered from 

depersonalization and emotional exhaustion more than women, which is partly supported by 

Rumschlag (2017). It may stem from less social support males receive and a narrower range of 

interpersonal relations in general; however, more research is needed to determine the actual reasons 

for this gender gap.  

As for age differences in technostress levels of the instructors, age groups of 21-25 and 41+ 

were found to have the highest technostress level among the participants. A possible explanation for 

this finding is that new graduate instructors might be struggling with adapting technology into their 

classroom practice, which typically requires time. The age group of 41+, on the other hand, might be 

struggling with catching up with the latest trends in educational technology, causing them to feel 

stressed out about their practical use of technology in the classroom. As far as the burnout levels are 

concerned, the findings indicate that the age group of 21-25 has the highest burnout and emotional 

exhaustion level. Lack of institutional and psychological support (Haydon et al., 2018) might have 

caused such a high level of burnout and emotional exhaustion for young instructors who experienced 

an extraordinary period like the COVID-19 pandemic making them even more vulnerable.  

The results also showed that education level has an impact on the burnout levels of the 

instructors. Accordingly, master's and PhD students, respectively, were found to have the highest 

emotional exhaustion. This might have been caused by the increased academic and professional 

workload of instructors pursuing a master’s or PhD degree and working remotely at the same time. 

Although university type was not a significant factor for the technostress levels, it is a determinant 
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factor for the burnout levels. As such, instructors working at foundation universities have significantly 

higher overall burnout, depersonalization, and decreased personal accomplishment. This may indicate 

that work conditions at foundation universities in Turkey are more challenging in terms of the total 

work hours and requirements which might be leading to higher burnout levels. These findings are also 

in line with Kokkinos et al. (2005) and Kokkinos (2007) in which emotional exhaustion and 

depersonalization were thought to be associated with context-specific work conditions.  

Regarding the relationship between technostress and burnout level of instructors, a weak 

positive correlation between total burnout, professional-oriented technostress and social-oriented 

technostress was found in addition to a weak positive correlation between emotional exhaustion and 

professional, social-oriented and overall technostress levels of the teachers. That burnout and 

technostress are related across multiple dimensions might be explained by the characteristics and 

responsibilities of the teaching profession. That is, teachers' dynamic and human-dependent 

responsibilities might cause them feel burnout which might in return affect their professional 

technological catch-up and overall technostress level because of not being very comfortable with the 

ICT tools they are supposed to utilize, which might show symptoms of social-oriented technostress.  

Depersonalization, on the other hand, had a weak correlation only with social-oriented 

technostress, which might be caused by lack of social interaction (Greenberg et al., 2016) which was 

reiterated in our qualitative findings. In addition, working in a remote setting which most instructors 

had not experienced before might have triggered social anxiety and feeling insecure, leading to 

increased levels of depersonalization. Based on the study's qualitative data, another association can be 

made between seeing technology as a threat in the future and extra efforts to adapt and prepare for the 

future of education. Many teachers regarded this threat as AI-led learning. Since most instructors 

clearly stated that the profession of teaching is in danger due to the rapid developments in artificial 

intelligence and slow but steady adoption of self-regulated and automatized learning, instructors might 

struggle with burnout caused by profession-oriented and teaching-learning oriented technostress.  

Suggestions for Practice and Research 

Given the technostress felt by the teachers, pre-service teacher training programs should be 

redesigned by integrating more tech-friendly, adaptable, flexible, and problem-solving-oriented 

curriculums that also prepare prospective teachers for remote and hybrid settings. For in-service 

teachers, providing teachers with opportunities for increasing their ICT literacy through online courses 

and encouraging financial benefits can motivate teachers to improve their skill sets. Taking into 

consideration the high burnout levels felt especially by novice teachers, institutions should provide 

psychological and academic support to help instructors deal with major stressors. As for the feelings of 

depersonalization and mental exhaustion reported by the participants, developing a clear 

communication network or channel within educational institutions might encourage peer collaboration, 

potentially reducing stress, mental exhaustion, and depersonalization. 

There are some limitations that should be taken into account while drawing conclusions from 

this study. First of all, data collection is limited to the instruments used in this study. As survey studies 

are self-reported by nature, they may not fully reflect the real findings. Data triangulation through 

observations would strengthen the standing of the findings of the study. Secondly, the majority of the 

participants are working in Foundation Universities. Therefore, findings based on the type of 

university participants are working in may not have reflected the general findings. Future studies with 

equal distribution of participants between the state and foundation universities can lead to more 

comparable results. Third, MBI-ES scale does not contain any items to measure burnout caused by 

pedagogical reasons and therefore, the study cannot provide any quantitative support to the qualitative 

findings regarding the pedagogical reasons of teacher burnout. This dimension can be added to the 

scale for the future studies. Finally, future researchers can conduct a similar study on during and post-

covid technostress levels of the students to provide another perspective. 
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Abstract 

Humour has existed in numerous fields throughout history, including philosophy, psychology, 

medicine, athletics, and art and literature. In literature, humour has been employed as a mode of 

expression, a mode of communication. The purpose of this study is to examine the children's stories of 

British author Alexander MacCall Smith in light of humour theories. Document analysis, which is one 

of the qualitative research approaches, was utilized to conduct this study. Nineteen of Alexander 

MacCall Smith's children's literature works were studied through a literature review, and eleven 

children's stories were picked using criterion sampling as the research's data source. The selected 

stories were assessed based on the superiority theory, the incongruity theory, and the relief theory. 

Using descriptive analysis, the humorous components of the narratives were identified and evaluated 

in accordance with the theoretical framework of humour theories. It was concluded that Alexander 

MacCall Smith's hilarious children's stories contained 25% superiority theory, 42.5% incongruity 

theory, and 32.5% relaxation theory-based humour. The conclusion was that the author's children's 

stories featured funny facts that were consistent with the theoretical foundations of all three theories. 

The author's conception of comedy is based on the conceptual framework of the incongruity theory, 

which defines discordant and conflicting mental states. 
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International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

224 

INTRODUCTION 

It is difficult to precisely define humour due to the fact that it is studied by various academic 

areas and has a complicated structure. From the past to the present, humour has evolved from 

destructive, sarcastic, and vicious smiles to a process of relaxation and healing (Öğüt Eker, 2009). 

Ancient philosophers such as Socrates and Plato did not view laughter as an acceptable action due to 

its sense of superiority. One of the philosophers of the 17th-century, Thomas Hobbes, regarded 

laughter as an act of arrogance resulting from the frailty of others (Şahin, 2018). In totalitarian regimes 

of the Middle Ages and afterwards, humour had disastrous repercussions, but by the 20th century, it 

had acquired a tight relationship with life due to its curative potential. Why do humans laugh? What 

factors influence the development of humour? The answers to queries such as "What is the cause of 

laughter?" have grown in significance (Usta, 2009). By researching the physiological, psychological, 

and emotional impacts of laughter on humans, contemporary humour researchers have provided some 

insights in this field. 

Laughter is one of the most essential outputs of humour. Although humour induces laughter, 

can it be recognized as the sole cause of laughter? While laughter is a controlled form of physical 

relaxation, comedy requires a lot of cerebral understanding and comprehension aspects (Morreall, 

1997). So, can laughter just be called a physical stretch? The seriousness of laughter extends from 

societal insights to the control of emotional states (Scott et al., 2014). When laughing, all bodily, 

mental, and spiritual systems are aroused (Poncela & Maria, 2019). Humour and laughing have more 

deeper origins and repercussions than we believe and perceive. 

Laughter is one of the most essential outputs of humour. The primary objective of humour, 

according to Bayrak (2001), is to make you laugh, and anything that does not make you laugh at its 

heart cannot be deemed humorous. According to Nesin (1973), humour has served its purpose if it can 

make an individual laugh in a healthy manner. Although humour causes laughter to occur, can it be 

regarded a simple cause of laughing? While laughter is a controlled form of physical relaxation, 

comedy requires a lot of cerebral understanding and comprehension aspects (Morreall, 1997). The goal 

of humour that makes people laugh is not unique. Humour encompasses genres that provoke thought, 

criticize, ridicule, contain contrasting ideas, and present them in an unexpected manner (Selcuk, 1998). 

According to Eker (2009), critical thinking is the fundamental dynamic of humour. Consequently, not 

every laughter will be humorous, and not all humour formations will make you laugh. 

In structuring the research's content, recent humour studies in the field of children's literature 

have been taken into account. A literature assessment of national and international studies in the 

framework of humour theories and a creative viewpoint on humour, together with examples of 

contemporary research, has been conducted. 

In her research on humour in children's and young adult literature, Bermejo (2021) 

investigated Bachelet's picture books. Through situational humour, Bachelet lowers the gravity of the 

grownups it incorporates in its children's works. Through graphic and linguistic intersexuality, satire 

and parody are essential to Bachelet's work. In this instance, a more complicated reading is required 

than literary humour. 

Ruiz Gurillo (2017) explored the linguistic aspects of children's humour production in Spanish 

children's literature. It was determined that the youngsters that participated in the study to find 

something entertaining had a greater understanding for physical irregularity, expectation violation, 

distortions, and exaggerations. 

Through the creation of pop-up storybooks, Leung and Yuen (2022) sought to investigate the 

humour of bright youngsters. Children between the ages of seven and nine produced and illustrated 

their own stories for pop-up books. In addition to employing incongruity in their use of humour, 

youngsters demonstrated the ability to make jokes, employ numerous meanings, and engage in 

deliberate wordplay. 
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Aerila et al. (2017) evaluated the drawings of 72 boys and 71 girls between the ages of 6 and 8 

attending Finnish primary schools. It has been decided that the purpose of the humour of guys is to 

surprise and entertain others through the use of creative and aggressive aspects, while the purpose of 

the humour of girls is to make others happy through the use of traces of daily life. Utilizing comedy 

elements from English children's literature and mental maps, Klos (2020) did study on the translation 

of humour into several languages. Humour provides a solid cognitive foundation for translation 

theories, evaluation, and analysis. 

Karababa and Alamdar (2017) desired to determine the humour aspects in the naive children's 

series, to analyse the sorts of humour, and to determine what the children laugh at, taking into 

consideration their developmental phases. At the conclusion of the study, it was established that the 

comedy aspects that generated the most laughter among youngsters belonged to the third stage, 

situational humour, and caricature jokes. Tarhan (2020) investigated the Adana jokes in light of 

humour theory. It has been discovered that the jokes in the anecdotes that were analysed using the 

superiority, incompatibility, and relaxation theories are applicable to all three theories. 

In this study, the emotional, cognitive, and physiological impacts of the hilarious aspects in 

the children's stories of Alexander MacCall Smith are examined within the context of humour theories, 

and the author's sense of humour is revealed. The purpose of this study is to examine the humorous 

components in the children's stories of British author Alexander MacCall Smith in the framework of 

humour theories and to provide a theoretical perspective on the author's usage of humorous features. 

For this reason, the study issue is centred on the following question: 

"How is the use of humour in the children's stories of Alexander MacCall Smith structured 

according to humour theories?" 

Humour Theories 

One of the topics that humour experts investigate is the causes of laughter. The contextual 

nature of humour (Berns, 2004) is anticipated to result in laughing with physical, mental, and spiritual 

repercussions. Numerous theorists have based their research on humour and laughter on three humour 

theories: the superiority theory, the disharmony theory, and the relaxation theory (Morreall, 1983; 

Raskin, 1985; Susa, 2002; De Koning & Weiss 2002; Martin, Rich & Gayle 2004; Güler & Güler, 

2010). 

According to the superiority theory, a person laughs when he or she feels superior to another 

person and believes that the other person is on a lesser level than himself (Güler & Güler, 2010). In a 

sense, the act of laughing is a celebration of oneself. Humour scholar John Morreall (1997) defined the 

theory of superiority as a theory of laughing, which expresses the idea of superiority of the individual 

who laughs over others or his prior self. The notion of superiority expresses the correlation between 

laughter and the emotion that occurs when an individual perceives himself to be smarter, more 

talented, and more resourceful than other people or to be better than his previous life (Şahin, 2010). 

According to the superiority theory, a person who laughs compares himself to others and demonstrates 

his superiority through the act of laughing. 

The incongruity theory explains laughter in terms of the mental component of the human 

being (Berger & Wildavsky, 1994; Vandaele, 2002). According to Kulka (2007), the hilarious object 

of laughter created by jokes and amusement is the pleasure we gain from dissonance. McGhee (1979) 

defines humor as the cognitive sensation of laughter that results from deviating from typical and 

expected patterns. Creating a specific expectation in the audience and then disclosing an unanticipated 

circumstance is the most fundamental method for eliciting laughter (Morreall, 1997). Laughter, 

according to the notion of disharmony, is the mind's quick reaction to an unexpected, unreasonable, 

and incompatible event (Türkmen, 1996). According to the notion of dissonance, the primary cause of 

laughing is a thought-based behavioural action rather than an emotional circumstance. 



International Journal of Progressive Education, Volume 19 Number 1, 2023 

© 2023 INASED 

226 

Relief theory examines the physiological aspect of laughing by searching for solutions to such 

questions as "Why does one laugh?" and "Why does laughter help us feel at ease?" It focuses on the 

fundamental function of relieving anxiety and releasing physical tension in the individual (Wilkins & 

Eisenbraun, 2009; Dinc & Cemalolu, 2018). The sensation of relaxation that relieves tension is 

essential to the reality of laughter (Güler & Güler, 2010; Meyer, 2000). According to the notion of 

relief, a person can either enter a laughing state with the released energy or the laughing state itself 

might promote the accumulation of nervous energy (Morreall, 1997). The attitude or action toward any 

authority, pressure, difficulty, or impossibility can induce laughter and relaxation. 

Children's Literature and Humour 

It is believed that authors of children's literature who create their works in a hilarious manner 

would considerably contribute to the development of children's sense of humour. For children to 

achieve the proper level of humour development, they must be exposed to appropriate children's 

literature (Donoghue, 2009). The child's connection to the amusing characters he/she encounters in the 

story enables him/her to take a humorous perspective while confronting potential daily challenges 

(McGhee, 2013). The children connection with the amusing characters he/she encounters in the story 

enables their to take a humorous perspective while confronting potential daily challenges (McGhee, 

2013). In a text, the reader may laugh if they perceives themselves to be smarter and more capable 

than the protagonist (Keith Spiegel, 1972; Arik, 2002), besides in such situations as inconsistency in 

behaviour and violation of causality in the face of an unexpected event (Wu et al., 2021), and opposing 

discourses that reduce or eliminate their tension (Meyer, 2000). 

Humour’s application in children's stories has been restricted by the notion that it demands 

high-level cognitive abilities and that it will primarily exist in humorous literary forms such as jokes 

and nursery rhymes. Due to the captivating aspect of humour and its contribution to social, emotional, 

and cerebral development, children must be exposed to hilarious literature (Dirican et al., 2019). The 

funny way in which the protagonist of the narrative overcomes obstacles will help readers who 

identify with him in similar circumstances (McGhee, 2013). In this situation, there is a need for 

children's storywriters who can use humour effectively and positively influence the development of 

youngsters. English author Alexander MacCall Smith is one of these authors. 

Alexander MacCall Smith is a crime fiction and children's book author from Zimbabwe. 

Alexander MacCall Smith, a professor of medical law at the British University of Edinburgh, resigned 

due to his outstanding accomplishments in the area of authoring. His literary works have earned him 

various honours, including the Order of the English Knighthood. By incorporating a funny tone into 

his exciting detective novels, he has become an internationally renowned author. His work has been 

translated into other languages and has been on bestseller lists around the globe (Wikipedia, 2022). 

The majority of research on his works has concentrated on his adventurous side and his detective 

fiction. Waldnerova (2016) investigated the humanistic aspect of the author's detective fiction. Kalua 

(2007) involved the example of McCall Smith's Botswana, while Dominguez-Rue (2018) referred to 

the aging, creativity, and wisdom in the author's novels. Besides, Finnegan (2006) involved the genre 

of fiction in the author's Botswana novels, and Andersson (2004) mentioned the author's novel 

character Precious Ramotswe. Lastly, Sorensen (2011) hinted on the lady detectives in the related 

story. As a consequence of the literature examination, it was determined that there was no scholarly 

research on the humour element that the author expertly employed in his works. 

Research Method 

The document analysis method, which is one of the qualitative research methodologies, was 

used to conduct the present study. Document analysis includes the processes of finding, reading, 

taking notes, and evaluating resources for a specific purpose (Karasar, 2017). Nineteen of Alexander 

MacCall Smith's children's literature works were studied through a literature study, and eleven 

children's stories were selected using the criterion sampling method to serve as the research's data 

source. The author's stories suitable for the 8-12 age range and having a humorous quality were 
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determined as criteria. Criterion sampling is the study of all situations that meet predetermined criteria 

by the researchers (Marshall & Rossman, 2014). Researchers have examined Alexander MacCall 

Smith's eleven works (The Bursting Balloons Mystery, The Chocolate Money Mystery, The Spaghetti 

Tangle, The Popcorn Pirates, The Doughnut Ring, The Bubblegum Tree, The Joke Machine, The 

Banana Machine, The Muscle Machine, Calculator Annie, and Teacher Trouble) in light of three 

humor theories (superiority theory, dissonance theory, relief theory). 

Data Analysis and Interpretation   

In this study, descriptive analysis was utilized to analyse the data collected. Necessary 

analyzes were made in the context of the three determined humor theories, the findings were arranged, 

and interpreted. The findings obtained in the descriptive analysis method should be summarized, 

interpreted and supported by direct quotations and presented to the reader (Yıldırım & Şimşek, 2018). 

First, the research objectives were set, and then, in accordance with those objectives, the humour 

elements in eleven distinct works of the author were appraised in the framework of humour theories. 

Using the first letters of the book titles, the humour related findings in the stories were encoded with 

the page numbers (PBM, p.22...MM, p.12...PM, p.19). In order to digitize qualitative data, the 

frequency values and rates of humorous aspects in the stories were provided. 

Findings and Interpretation 

Numerous investigations studying the reasons why people laugh have uncovered theories of 

humour. Alexander MacCall Smith's eleven children's stories were evaluated within the context of 

three humour theories in order to elucidate the logic and mental process underlying humour. The 

results of the investigation of the humour hypotheses that evolved are reported in Table 1.  

Table 1. Humor Theories frequency and percentage table 

Humor Theories f % 

Superiority Theory 10 25 

Incongruity Theory 17 42.5 

Relief Theory 13 32.5 

 

According to Table 1, in the author's children's stories, 25% of the elements that may have the 

quality of laughter are examples of superiority theory, 42.5% of incongruity theory, and 32.5% of 

relief theory. In the eleven children's stories examined, the least superiority theory (f=10) and the most 

non-conformance theory (f=17) were included. In the stories, it is often seen that the theory of 

dissonance and relief are used together. The heroes of the story develop solutions to the problems 

experienced with situations that create disharmony in the reader's mind. The successes achieved in the 

face of the resulting negativities reduce the increasing tension in the reader and give a sense of 

relaxation. The theories of humour that Alexander MacCall Smith included in his works are presented 

in Table 2. 

Table 2. Alexander Maccall Smith's Theories of Humor in Children's Stories 

 

Story Name 

Superiority 

Theory 

Dissonance 

Theory 

Relief Theory 

The Bursting Balloons Mystery (BBM) ✓ ✓ ✓ 

The Chocolate Money Mystery (CMM)  ✓ ✓ 

The Joke Machine (JM)  ✓ ✓ 

The Banana Machine (BM) ✓ ✓ ✓ 

The Muscle Machine (MM)  ✓ ✓ 

Calculator Annie (CA) ✓ ✓ ✓ 

Teacher Trouble (TT) ✓ ✓ ✓ 

The Bubblegum Tree (BT) ✓ ✓ ✓ 

The Doughnut Ring (DR)   ✓ 

The Popcorn Pirates (PP) ✓ ✓ ✓ 

The Spaghetti Tangle (ST)   ✓ 
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According to Table 2, the humorous elements that can be explained by the relaxation theory 

have been determined in all of Alexander McCall Smith's eleven children's stories. The author has not 

included the theory of superiority in his works as much as he has included the theory of dissonance 

and relief. In the stories called The Doughnut Ring and The Spaghetti Tangle, only the humour 

element belonging to the relief theory has been determined. In the stories called The Bursting Balloons 

Mystery, The Banana Machine, Calculator Annie, Teacher Trouble, The Bubblegum Tree and The 

Popcorn Pirates, humour related findings belonging to three humour theories have been identified. 

The humour related findings in the stories were determined and evaluated by taking the theoretical 

framework of humour theories into account. 

Findings on Superiority Theory 

In this section, humour related elements based on the theory of superiority contained in the 

stories of Alexander McCall Smith are identified. In line with the philosophical views of the 

superiority theory on the formation of the act of laughing, an assessment of humorous elements was 

carried out. 

In the story The Bursting Balloons Mystery, an American millionaire asks for the help of child 

detectives to fix a glitch that has arisen in the balloon race. In a race that continues through various 

adventures and challenges, the malicious Professor Sardine sets traps for the contestants, but the child 

detectives frustrate these traps and defeat the Professor. "There's someone who wants to disrupt the 

race. Even before the race starts, things happen that go wrong, even when the racers are on a test 

flight. For example, lead weights are glued under the baskets to make it difficult to take off. The gas 

cylinders are opened so that the balloons run out of gas." (BBM, p.22). Considering the malicious 

Professor's attempts to prevent the balloon race and the interesting traps he has set for the balloonists, 

the Professor holds the upper hand. The disruptions pleased the Professor very much and showed an 

act of laughter. 

Although the millionaire experiences great difficulties, his alliances and plans with the small 

detectives defeat the malicious Professor. When the professor connects the heater pipe to the fire 

extinguisher, he is left in foam and becomes ridiculous. “The professor had connected the heater pipe 

to the fire extinguisher, not the gas cylinder! Of course, as soon as she opened the valve, the white 

fire-extinguishing foams that came out of the heater's mouth covered the Professor from head to 

toe.”(BBM, p.123). The funny situation in which the Professor, who has the upper hand with his evil, 

has fallen into has caused him to lose his superiority. It is thought that this situation will please the 

reader and may create laughter in him. 

When the Professor's falling balloon snags, bursts into a tree, and finds himself in a pig's pen, 

the upper hand falls entirely in the hands of millionaires and small detectives. "The Professor's balloon 

burst by tripping over a tree, and the rogue threw its owner over it. And the bad professor rolled 

around and fell into a pig's pen." (BBM, p.124). What happened to him when the professor's bubble 

fell made the detective children superior. In this case, the reader who identifies small detectives is 

expected to laugh with a sense of superiority. 

In the story The Banana Machine young children live with their aunts on a banana plantation 

struggling to make ends meet. While the aunt is thinking of selling the plantation, the children invent 

the machine that produces plain bananas and they make a lot of money from this sale in a short time. 

So they don't have to sell the banana plantation. 

The small children and the aunt's lack of livelihood are since their grandfather lost half of his 

banana plantation in gambling many years ago. When Grandpa lost in a gamble, his opponent took 

half of the banana plantation in his hands. "Well then. Tomorrow morning you will give me the title 

deed of the land." (BM, p.12). Grandpa Michael thought that even though he lost in gambling, he 

would not take the signed paper on which his friends pledged half of the banana plantation. But the 

result is not at all what he thinks, he loses his superiority, and this situation becomes tragicomic.  
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After inventing the flat banana machine, children make a lot of money from the sale of 

bananas. The aunt wants to get back the plantation they lost with this money. The landowner asks the 

aunt for twice the value of the land, thinking that they cannot pay. When the aunt immediately agrees 

to the offer, the landowner is forced to sell the plantation. "Tomorrow I will go to the bank and take 

the necessary actions to get the money into my hands. Then you give the deed. Or should I say you 

give it back?" (BM, p.76). The recapture of the banana plantation that the grandfather lost and the 

surprise of the landowner became funny and it was thought that it would create laughter in the reader. 

When the owner of the banana plantation realizes that he cannot return from his promise, he 

states that he will not accept different forms of payment and that he will want to see the money in 

cash. "See you tomorrow at the bank. In the meantime, I'd like to cash in my money. I do not accept 

checks. Only cash..."(BM, p.77). The success of recovering the lost, the children and the aunt pleased 

the reader. The surprise of the landowner in the face of the money put forward by the aunt made the 

aunt superior and gave her happiness. It was thought that this situation would arouse a desire to laugh 

in the reader.  

In the story called Calculator Annie, Annie, who fails math class, wakes up as a math genius 

when she drops the calculator under her pillow and falls asleep. When the father takes the calculator 

under the pillow, Annie's genius ends. But the student is no longer in a bad situation in math class as it 

was before. 

When Annie, the hero of the story, didn't know even the easiest math question, the teachers 

and students responded by laughing. "Come on, Annie, how many is four plus eight, tell me? Annie 

became crimson. A little later 10? Said. When I start mumbling in class at 14? No 16. Okay is 16." 

(CA, p.6). Annie's inability to answer easy questions humiliated her in front of her friends and made 

her classmates laugh as they gained the upper hand. 

Annie is weak and funny in the face of her friends. The people around her were surprised 

when Annie suddenly knew all the questions directed at her, achieved success in the exams and solved 

the problems in the banks. "In this exam, one of your students got the most successful result ever. Not 

only did he answer all the questions correctly, he even found a mistake on the question paper. We 

were so amazed." (CA, p.35). Such a sudden transition from failure to success made Annie glorify and 

excel over her friends. This brought joy to both Annie and the reader. 

In the story called Teacher Trouble, Jenny, a tall girl for her peers, is welcomed as a teacher at 

the school she attends. Jenny goes to class, takes a roll call, and conducts an experiment. When the 

situation is understood, she quickly runs away from school. When she returns home, it is understood 

that she went to another school by mistake because of the name similarity. After a day of teaching, 

Jenny goes to her own school the next day. 

Jenny, the protagonist of the story, confused the school she was going to because of the 

similarity of the name and found herself as a teacher in the school she attended. Jenny's mistakes in 

teaching have made Jenny ridiculous. As a result of an experiment, a student used the following 

expressions for the school principal who was in the fog: “The Headmistress is dissolved! You 

dissolved my teacher, Miss Ice.”(TT, s.73). The situation of the school principal in an authoritarian 

position has created a laugh in the students based on superiority. The reader is expected to experience 

laughter by feeling that he will not experience such a thing, that he will not fall into such a mistake. 

In the story called The Bubblegum Tree, when the raw material of balloon gums does not 

come from distant countries, the gums are not tasty and ballooned. The factory owner and the children 

travel to India to find out the cause of the problem. When they arrive in the forested area, they see that 

they cannot get raw materials due to tree cutting. They scare away workers who cut wearing tiger 

hides. Thus, malicious workers cannot come to the forest area again. 
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The main protagonist of the story, Tim, and his friends enter the tiger skin and succumb to the 

plan they set up. The workers' fear and flight made Tim and his friends superior. "The workers tripped 

and staggered over each other, grabbed their belongings and fled. Then they just left their axes and 

saws behind and ran as fast as they could to the riverbank, where their boats were tied up, with their 

hands full of things." (BT, p. 73). The fearful escape of the workers, who thought they were seeing a 

tiger, turned into a comic and created a laugh about superiority in Tim and his friends. With the sense 

of superiority that comes with the hero of the story, the reader is expected to laugh. 

In the story Popcorn Pirates, the people of the island, who grow gin corn, collect their corn 

together and send it to distant countries by ship when the harvest time comes. One day, pirates seize 

the ship and take several island children as hostages. The boys pop a sack of gin, leaving the pirates in 

a pile of corn and escape from the pirates. 

Using a plan conceived by children, the powerful, large-bodied pirates were entrapped in 

popcorn, allowed to wallow, and then sealed behind a door. "No matter how hard the pirates tried to 

get up and get on deck, they had to sit back in their chairs because of the popcorn." (PP, p.76). The 

fact that the scheme devised by the island's youngsters leaves the pirates with the upper hand in a 

mound of popcorn renders them silly. The reader is intended to giggle because he believes he would 

never encounter such a precarious scenario. 

The frequency and percentage values of the humour related elements based on the superiority 

theory in Alexander MacCall Smith's children's stories, which have been explained with examples 

above, are given in Table 3 below. 

Table 3: Elements of humor related to the superiority theory in the stories of AMS 

S.n. Story Name f % 

1. The Bursting Balloons Mystery 3 27,27 

2. The Banana Machine 3 27,27 

3. Calculator Annie 2 18,18 

4. Teacher Trouble 1 9,09 

5. The Bubblegum Tree 1 9,09 

6. The Popcorn Pirates 1 9,09 

 

According to Table 3, eleven characteristics of comedy related to the thesis of superiority have 

been detected in the children's stories of Alexander MacCall Smith. The ratios of how many humour 

elements indicating superiority exist in the author's children's stories are listed in the table, along with 

the percentage ratios of how many humour elements indicating superiority occur in all of the author's 

children's stories. In each of the The Bursting Balloons Mystery and The Banana Machine stories, 

three humor elements and 27.27 % were determined. In the Calculator Annie story, two humor 

elements and 18.18 % humor element were determined. An element of humour and 5.88% were 

detected in each of the following stories Teacher Trouble, The Bubblegum Tree and The Popcorn 

Pirates. 

Findings on the Incongruity Theory 

In this chapter, hilarious features connected to the incongruity hypothesis are recognized in the 

stories of Alexander McCall Smith. The hilarious elements were appraised in accordance with the 

notions of the disharmony theory for the production of the act of laughing. 

In the story titled The Bursting Balloons Mystery, the most glaring inconsistency is that two 

small children become detectives and a wealthy tycoon seeks assistance in solving a major problem. 

The wealthy tycoon Mr. Helyum: "I need two detectives who will come to New York with me and 

investigate what is going on. Moreover, I need it urgently. Because tomorrow the race starts." (BBM, 

p.23). It was thought that when Mr. Helyum requested assistance from child detectives, the reader 

would experience a conflicting laugh. 
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After Mr. Helium's offer, the little detectives Max and Maddy ask their parents for permission 

to go to distant countries. The fact that parents immediately give permission to their children causes a 

lot of bewilderment. "Max and Maddy immediately rushed to get permission from their parents. Since 

they were also private investigators, they quickly realized how important this journey was, and without 

hesitation, they said, "Sure, you can go, baby. Have fun!” (BBM, p.26). The parents of the little 

detectives let their children go to New York, having taken on a tough detective job. Sending young 

children to distant cities with a person they don't know is expected to create a dissonant laugh in the 

reader. 

The heater of the Montgolfier brothers' balloon breaks down. The balloon rises continuously 

as the hot air blow from the heater is not interrupted. Mr. Helium describes this situation with an 

exaggerated dissonance: “If this goes on, the balloons will rise until they reach the ozone layer of the 

atmosphere. When they reach the ozone layer, they cannot breathe.”(BBM, p. 83). Mr. Helium says 

“That balloons will rise to the ozone layer constitutes an exaggeration of incompatibility. In this case, 

the dissonance formed in the reader's mind makes him laugh. 

When Mr. Helium of the model plane tore the surface of the balloon in which Max and Maddy 

were located, Max wanted to sew the torn surface with the needle thread he was carrying. "He went 

out of the basket and examined the hole in the balloon. Throughout his life, he had never set out 

without a sewing needle and thread with him. Because at any moment the buttons could be broken, it 

could have to be sewn. Now the needle and thread were badly needed." (BBM, p.53). It is not a normal 

situation for the small detective to sew the balloon that is torn with a sewing needle. The discordant 

situations described in the adventurous story are expected to generate smiles in the reader. 

In the story called The Chocolate Money Mystery, Swiss banks are robbed and looted by giant 

dogs. A bank owner asks for the help of junior detectives to solve the mystery of the incident. As a 

result of the intense efforts and plans of the detectives, the money stolen by the ruthless thief who 

made the dogs rob the banks is recovered. 

In the story The Chocolate Money Mystery, small detectives are at work. The bank owner who 

says that even the police cannot solve the theft incidents in Swiss banks, where the world's most 

reliable and largest banks are located, asks for help to solve the problem. “There are a lot of robberies 

at my bank. I don't think the police can solve these mysterious robberies. What do you think, can you 

help me?” (CMM, s.17). The fact that the bank owner asked the help of small detectives to solve a big 

problem has created disharmony in the reader's mind. This state of incompatibility is expected to cause 

laughter in the reader. 

The fact that the bank owner said that in exchange for the help of junior detectives, payment 

could be paid in chocolate instead of money increased the incompatibility. "If you want to pay you, 

we'll do it with money. But we can also pay for chocolate if you want." (CMM, p.19). It is thought that 

if such a mysterious robbery case had been solved, the bank owner would offer chocolate as an 

alternative to the money and create a laugh that created disharmony in the reader. 

The fact that the robbery was not committed by a human being but by Swedish breed dogs 

created a great conflict in the mind of the reader. "Bank owner: Here's one of the robbers" "Detective: 

But it's a dog!" (CMM, p.24). When looking at the photograph of the person who carried out the bank 

robbery, the discrepancy caused by the sight of a Swedish breed dog can create laughter in the reader. 

In the story called The Joke Machine, it is noticed that a machine that comes to the antique 

shop is a joke machine. A lot of money is made by selling jokes from the machine. When the shop's 

sullen neighbour is disturbed and comes to steal the machine, the joke coming out of the machine 

makes him laugh. He regrets his actions and becomes a cheerful person from that day on. 

The existence of a machine that produces jokes has surprised the surrounding people and 

made them think that this situation may be a joke. "Is there really such a thing as a joke machine? 
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asked a woman in a wide hat. Or is that part of the joke?" (JM, p.26). It can be thought that the subject 

described in the story creates a complete dissonance in the reader's mind. Under normal circumstances, 

joking is unique to people. It is thought that the fact that there is a machine that produces different 

jokes every time, and that it produces very funny jokes, will create a laugh in the reader's mind arising 

from conflict and disharmony. 

Uncle Prendergast, the owner of the antique shop, makes money by selling jokes to his 

customers. It surprises customers by stating that this situation has a cost. "Then Uncle Prendergast 

began, energetically. If you want a joke, pay for it. We have expenses too." (JM, p.27). It is not an 

accepted fact that jokes that people make with each other in daily life, funny events or anecdotes can 

be sold. It is thought that by selling jokes in the story, the reader will have a laugh arising from the 

dissonance. 

In the story Muscle Machine, a weak child becomes very strong in a short time by using a 

muscle machine. He can use his power to do anything he wants, but he never prides himself on his 

strength. One day the muscle machine breaks down, and he wants another machine from the factory. 

Since the machine is not produced, the factory owner sends his own machine with the same feature to 

the child. 

When Gordon, the protagonist of the story, starts to use his muscular machine, an 

extraordinary change in his muscles takes place in as little as a week. Gordon can now lift very large 

weights. "The rock suddenly lifted from its seat, as if it had been freed from its adhesive. Gordon was 

standing where he was with a giant rock in his hand. Moreover, the rock was as light as a feather to 

Gordon."(MM, p.14). It is impossible to reach an extraordinary power in a short time. It is thought that 

this change would create a laugh that creates disharmony in the reader. 

Gordon continues to use the muscular machine. When the bully student at his school confronts 

Ted, he wants to test the effect of the muscle machine. To reinforce the narrative, the author creates an 

exaggerated mismatch by saying that Gordon's shirt is about to explode. "Gordon took a deep breath. 

It was time to test the muscle machine. When he breathed, he felt like his shirt was going to explode 

again. One of the buttons even snapped and fell. That was a good sign." (MM, p.17). Although being 

very strong in a short time by using a muscle machine, being able to lift large weights, being able to 

stand in front of bully people create disharmony in the mind of the reader, it can be thought that it will 

give him happiness. 

In the story called The Bubblegum Tree, the main protagonist, Tim, despite his young age, 

travels to India to solve the problem of a factory that produces balloons. Tim's parents allowed him to 

take part in the journey. Although this seems illogical, it adds immersion and a certain amount of 

funniness to the story. "Mother: Jungles without axes, huh! she screamed. What an amazing 

adventure. Of course you can. But promise me that you will be extremely careful about things like 

snakes and tigers." (BT, p.31). The struggles of the children in the Indian forests against the animals 

that the mother wants to pay attention to, the fun-filled adventures they have with the tigers in the gum 

tree are the laughing elements that create dissonance. 

Gopal, the factory owner who produces bubble gum in the jungles of India, describes his 

struggle with a real tiger: "He caught the tail of the angry tiger. And then, he opened his mouth as 

much as he could, put the tip of the tail in his mouth, and bit it." (BT, p.77). When a real giant tiger 

jumped on Gopal dressed in a tiger costume, he bit the tiger's tail to get out of the crush. The 

adventurous dissonances experienced are expected to turn into an act of laughter in the reader. 

In the story called The Popcorn Pirates, the pirates robbed the genie corn ship. However, it is 

incompatible for the captain to go on the journey with young children and for the parents of the 

children to allow this situation. "We'll let them go," said Lucy's father. The corns need to reach the 

market. If the children are going to help, I think we should let them go. It's a pity we can't go. 

Unfortunately we're busy with planting." (PP, p.32). The inability of parents to fight pirates on harvest 
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grounds and send their children to the high seas accompanied by a captain may cause a dissonant 

laugh in the reader's mind. 

The children who went on a journey with the captain are fallen into the hands of pirates. After 

being in the middle of the sea for days, the children are wanted to get rid of the pirates by making a 

plan. The children blew up all the corn on the ship, leaving the pirates in popcorn, and are managed to 

get the sailing ship to the island. “The kitchen was now overflowing with popcorn, and the popcorn 

completely surrounded the pirates.”(PP, p.75). It was thought that the events, the established plan and 

the situation in which the pirates fell into would create a laugh by creating some incompatibilities in 

the reader. 

In the story The Banana Machine, the banana machine that flattens the curled bananas draws 

attention. Under normal conditions, bananas are known as a fruit with a curly structure at every stage 

of development. But the story hero shapes and flattens the banana with the machine he has developed. 

"Patty invented a machine that flattens bananas, and this is the first banana the machine has 

flattened." (BM, p.37). The shape of the banana that exists in the mind of the reader and the banana 

shape produced in the story constitute a mismatch. It is thought that this situation may cause laughter 

due to surprise and disharmony in the reader. 

In the story called Calculator Annie, the main protagonist suddenly became a mathematical 

genius thanks to the calculator that Annie left under his pillow when he could not even do very easy 

math questions. Everyone around him was very surprised by this sudden change. "Of course he knew it 

was about sleeping with the calculator under his pillow." (CA, p.28). It's unreasonable for Annie to 

lose her genius when the calculator is taken from under the pillow. It was thought that this 

incompatible situation in the reader would set an example that could reveal laughter. 

In the story Teacher Trouble, the fact that the ten-year-old girl who is the protagonist of the 

event is tall and wears a dress that looks mature causes her to be thought as a teacher.  Annie asked, 

"I'm sorry, where am I going to sit?" Teacher: "Yes, I'm sorry our school is a bit crowded. But don't 

worry, we've reserved your place. The teacher's table." (TT, p.17). The reception of a ten-year-old 

child as a teacher has created dissonance in the reader. It is normally difficult for a student to be 

accepted as a teacher. It was thought that this dissonance could make the reader perform the act of 

laughing. 

The frequency and percentage values of the humour elements related to the incongruity theory 

in Alexander MacCall Smith's children's stories, which have been explained with examples above, are 

given in Table 4 below.  

Table 4: Elements of humor related to the incongruity theory in the stories of AMS 

S.n. Story Name f % 

1. The Bursting Balloons Mystery 3 17,64 

2. The Chocolate Money Mystery 3 17,64 

3. The Joke Machine 2 11,76 

4. The Muscular Machine 2 11,76 

5. The Bubblegum Tree 2 11,76 

6. The Popcorn Pirates 2 11,76 

7. The Banana Machine 1 5,88 

8. Calculator Annie 1 5,88 

9. Teacher Trouble 1 5,88 

 

According to Table 4, Seventeen elements of humour related to the incongruity theory in the 

children's stories of Alexander MacCall Smith have been identified. In the table, the percentage ratios 

of how many humour elements indicating incompatibility exist in the author's children's stories and 

their percentage ratios are given according to the humour elements indicating incompatibility in all the 

children's stories of the author. In each of the The Bursting Balloons Mystery, The Chocolate Money 
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Mystery stories, three humour elements and 17.64 % were determined. Two humour elements and 

11.76 % of humor elements were determined in each The Joke Machine, The Muscular Machine, The 

Bubblegum Tree, The Popcorn Pirates stories. In the The Banana Machine, Calculator Annie and 

Teacher Trouble stories, one element of humour was determined in each of them and the rate was 5.88 

%. 

Findings on the Relief Theory 

In this chapter, humorous elements related to the relief theory in Alexander McCall Smith's 

stories are identified. In line with the ideas of the relief theory regarding the formation of the act of 

laughing, the humorous elements were evaluated. 

In the story called Teacher Trouble, the student who is thought to be a teacher will give 

himself away at any moment, give false information to the students, and sooner or later it will be 

understood that he is not a teacher. Besides, he is caught in an anxious wait. “Nobody said anything. 

Jenny blushed crimson and just stood there, blushing more and more. Everyone was looking at him, 

too.”(TT, s.41). Jenny's anxious waiting is ended with the arrival of the teacher assigned to the school. 

It is expected that with this event, which is unlikely to happen, there will be a laughing action that 

creates relief in the reader. 

While Jenny is experimenting in the classroom, the headmistress arrives. At that moment, the 

smoke leaking from the test tubes turns the headmistress's red hair green. “The headmistress of the 

school had been very funny. Everyone in the class had seen it. Her hair, which had been crimson when 

she entered the classroom, was now lush!” (TT, s.74). The headmistress of the school, Mrs. Buz, who 

represents authority, is a harsh and prescriptive administrator. The students laughed at the 

headmistress of the school, who had lush red hair, and they had a comforting laugh in the face of Mrs. 

Buz's authority. 

In the Muscle Machine story, the main protagonist Gordon cannot stand against Ted, who is 

bullying at school. Gordon is seen by his environment as a weak, lazy child. “Now I'll show you what 

the rule is! shouting, he pushed Gordon away and left.”(MM, p.6). In this situation, Gordon increases 

the tension in the reader, but this situation relieved the bully boy Ted, causing him to experience a 

state of joy and laughter. 

Gordon, who became very strong by using his muscle machine, could now resist bullying, lift 

huge weights, help people in difficult situations, and even stand at the bottom of the pyramid to march 

on a show. "As Ted tries to hit, Gordon catches his fists in the air; he grabbed the stunned bully by the 

collar and lifted him up. Gordon calmly walked to the other end of the schoolyard and threw the 

desperate Ted into a puddle of mud." (MM, p.18). The weaken Gordon grew stronger and defeated the 

bully boy Ted, reducing the growing nerves and tensions. It is thought that this situation could cause 

an act of joy and laughter in the reader. 

In the story called The Doughnut Ring, when the school janitor Mr. Onur's car is stolen, the 

children are very upset about this situation. They want to buy a car for the janitor by making donuts 

and selling them to the public. By creating a chain of letters, many people are allowed to make ring 

buns. Buns that are no longer fit in homes are sold to markets. The buns, which no longer fit in the 

houses, begin to be sold to the markets. Thus, the money of the car that is thought to be bought for the 

janitor will be more than earned. "They loved Mr. Honor, the janitor of the school, and the news about 

what happened to him was very sad.” (DR, p.9). This sad event that happened to a kind-hearted loved 

one has increased the tension in everyone. When the children who created the doughnut chain 

collected enough money, they bought a new car for Mr. Onur. Thus, the tension has been eliminated 

and laughter has been ensured. 

Alex leaves the Doughnut box on the table of grocery chain owner Mr. Vinram and 

disappears. Those at the table who open the box find the ring doughnut very tasty. When the waiter 
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was asked to continue, everyone was curious about where the doughnut came from and who brought it 

to the public. At that moment, Alex comes out from under the table where he is hiding and tells Mr. 

Virman all about what happened. “If this man wants to meet with me, let's let him. Come on, young 

man. What's with all this ring doughnut business? And let me not go without saying that the ring buns 

are very tasty.”(DR, p.64). Alex, who wanted to meet with the grocery chain owner Mr. Virman, left 

the ring doughnut box on the table, causing everyone to be concerned and surprised. Getting out under 

the table and telling the public that the donut belongs to him and that there is a continuation, both 

destroyed the tension and a situation that could create laughter by adding funniness to the situation has 

emerged. 

In the story called The Bubblegum Tree, it happens that the raw materials do not come to the 

factory that produces bubble gum. This situation upsets the factory owner Mr. Gopal a lot and they go 

on a trip to India to solve the problem with the heroic children. Here, they witness that some people 

have cut the bubble gum nets owned by the Gum people and that they have expelled the local people 

as well. Mr. Gopal and the children dressed in tiger skins scare away people who are cutting trees. 

Thus, the cutting of trees is prevented. “If those men destroyed our trees, it would be a very big 

disaster. Thanks to you, bubble gum trees will live now. Of course, we will also be able to send raw 

materials to Mr. Gopal again.” (BT, p.89). The solution of the problem experienced by the heroes in 

the forest area with the funny and adventurous plan they made has eliminated the tension experienced. 

Thus, it is expected to experience laughter in the reader. 

The story The Bursting Balloons Mystery is an adventurous thriller. The dangerous traps that 

the professor set for the balloonists participating in the race prevented one balloonist from 

participating in the race and gave the other balloonists dangerous moments. "Little detective Maddy: 

Last night while we were sleeping, Professor Sardinia must have infiltrated our camp. He also drilled 

the hole in the tube." (BBM, p.89). Detective Maddy's realization of the unbelievable trap set by the 

malicious Professor and taking precautions have reduced the tension. It was thought that this situation 

would create a joyful laugh in the reader. 

In the story The Chocolate Money Mystery, the chase between Professor Sardines and the 

small detectives proceeds with various dangers. As the tense wait continued, tension dropped as child 

detectives rescued the stolen money, and the reader was relieved. "Mr. Parabol said, 'I will always be 

grateful to you. Not only me, but all Swiss banks will be grateful to you." (CMM, p.122). The reader is 

happy, because the hero has achieved success as a result of hard struggle and has won awards. This 

state of relaxation is expected to create joy and laughter in the reader. 

In the story called The Spaghetti Tangle, two children living with their aunts, who have strict 

rules about nutrition, wanted to eat pasta by escaping. The children participating in the pasta sauce 

competition fulfilled their wishes by eating at the same table with the factory owner. Although the 

aunt, who learned about this situation, was very angry, the manufacturer approached kindly and took 

into account the warnings and suggestions of the aunt. After a certain time, the aunt and the 

manufacturer got married and the aunt gave up her strict rules on nutrition. 

Aunt Rebeka's strict dietary rule has made Tom and Niki nervous. In such a situation, they 

were very pleased that the children participated in the sauce-making race and ate spaghetti with the 

factory owner. “Once upon a time, there were two children who had never eaten spaghetti. Tom and 

his sister Niki would have liked to eat spaghetti, but they couldn't even spaghetti it because Aunt 

Rebeka never let them." (ST, p.9). The aunt's marriage to the factory owner and later abandoning the 

strict dietary rules provided relief for the children. Thus, it is expected that the joy and happiness 

experienced by the children will also please the reader and bring out a smile. 

In the story The Popcorn Pirates, a ship with children on board is robbed by pirates. The 

children who are captured by the pirates manage to dock the plundered ship to the port on the island 

with the difficult and funny efforts they give. "Lusi safely put the pirate ship into port without making 

any mistakes.” (PP, p.88). The successful struggle of young children against overbearing pirates has 
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reduced the growing tension. The reader is expected to laugh as the funny struggles of the children 

remove the tension. 

The owner of the neighbouring shop, who represents the malicious character in the story 

called the Joke Machine, is very annoyed by the customers who gathered in the antique shop with the 

joke machine. He breaks the machine and even wants to steal it. This situation increased the tension, 

but the funny joke that came out of the machine unexpectedly took all the tension and gave way to 

laughter. "When Jeffrey had finished reading, Uncle Jenkinson had begun to laugh. It was an 

incredible laugh. Evidently Uncle Jenkinson had not laughed for years.”(JM, p.66). In the story, the 

tense waiting is dispersed by the laughter of the neighbouring shopkeeper and relief is experienced. It 

is expected that the reader will laugh after such an unusual event. 

In the story The Banana Machine, Grandpa is lost half of his banana plantation in gambling 

years ago. The aunt and children, who had difficulty making ends meet with the remaining banana 

plantation, wanted to sell what they had and move to the city. This situation are increased the tension 

in the reader. Meanwhile, the flat banana machine invented by Patty, the main protagonist of the story, 

has created a financial relief in the family, and with the money they earned, the lands lost by the 

grandfather in gambling has recovered. "The fact that her aunt's problems had been solved and that 

she could continue to live on the plantation as they always did was enough to make Patty happy." 

(BM, p.78). A lot of money is made with the production of the banana machine, and both the aunt and 

the children overcame the problem they experienced. Along with the relaxation of the aunts and 

children, the tension in the reader decreased and it was thought that this relaxation would make the 

reader experience a laughing situation. 

In the story called Calculator Annie, the fact that a child who was desperate in mathematics 

class suddenly found a way to become a genius reduced the increasing tension and created joy in the 

reader. "Annie: I'm better at math now. I don't understand how it happens, but I know the 

answers.”(CA, p.18). Annie's acquisition of genius-level mathematical knowledge and skills has 

reduced the tension she has been experiencing. It has been thought that this relaxation can create a 

laughing situation in the reader. 

The frequency and percentage values of the humour elements related to the relief theory in 

Alexander MacCall Smith's children's stories, which have been explained with examples above, are 

given in Table 5 below. 

Table 5: Elements of humor related to the relief theory in the stories of the AMS 

S.n. Story Name f % 

1. Teacher Trouble 2 14,28 

2. Muscle Machine 2 14,28 

3. The Doughnut Ring 2 14,28 

4. The Bubblegum Tree 1 7,14 

5. The Bursting Balloons Mystery 1 7,14 

6. The Chocolate Money Mystery 1 7,14 

7. The Spaghetti Tangle 1 7,14 

8. The Popcorn Pirates 1 7,14 

9. The Joke Machine 1 7,14 

10. The Banana Machine 1 7,14 

11. Calculator Annie 1 7,14 

 

According to Table 5, fourteen humour elements related to relaxation theory were identified in 

Alexander McCall Smith's children's stories. The table shows how many elements of humour exist in 

the author's children's stories that create relief and their percentages according to the humour elements 

that indicate relief in all the author's children's stories. In each of the stories Teacher Trouble, Muscle 

Machine and The Donut Ring, two humour elements were determined at a rate of 14,28%. In each of 

the stories The Bubblegum Tree, The Bursting Balloons Mystery, The Chocolate Money Mystery, The 
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Spaghetti Tangle, The Popcorn Pirates, The Joke Machine, The Banana Machine, Calculator Annie, 

one humour element was determined at a rate of 7.14%. 

DISCUSSION AND CONCLUSION 

In this study, analyses were conducted to determine the humour elements in the children's 

stories of British author Alexander MacCall Smith and to disclose how these humour elements were 

arranged according to various humour theories. In the research, humour theories are considered, and 

an expansive and varied perspective of the humour formations in the stories is offered. 

Alexander Mccall Smith's works had been supplemented with absorbing, daring humorous 

aspects. Frequently, the protagonists in the stories take actions that induce cognitive dissonance and 

comfort the reader. In all of the author's stories, aspects of humour related to the theory of relief may 

be recognized, but the theory of dissonance appears to have been used more frequently. Similar studies 

that analyse literary texts according to humour theories have revealed that the theory of dissonance is 

the most frequently employed humour theory (Akıncı, 2015; Emedov, 2004; Tarhan, 2020). Humour 

aspects suited for the theoretical underpinnings of the least superiority hypothesis were obtained in the 

stories. 

The author frequently uses occurrences and situations that produce discord to maintain the 

reader's interest and arouse their curiosity. The ability of the child protagonists in the stories to 

perform tasks that adults are capable of and to solve complex problems causes a lot of disharmonies 

and conflicts in the human mind. Berding (1965) came to the similar conclusion that humorous 

children's book authors use incompatible states, exaggerated language, and manners to make their 

works entertaining. Every humorous literary genre is structured by a conflict and contrast inside a 

cause-and-effect connection (Koestler, 2014; McGhee, 1979). However, the research findings indicate 

that it is not sufficient to be able to identify the aspects of comedy using solely the discordance theory. 

The relief theory of humour in children's literature and children's characters representing 

authority oppressive tyrant, malicious characters are all observed. Thus, the reader's mounting anxiety 

is replaced by calm and contentment. Laughter and happiness, according to Meyer (2000), result from 

the discharge of nervous energy. According to the relaxation theory proposed by Usta (2009), laughter 

is the transition of spiritual energy into mechanical energy. 

The author makes the villains in his novels humorous by imbuing them with perplexity, 

awkwardness, and idiocy. The reader laughs at the scenario in which persons with negative emotions 

and attitudes and who engage in improper behaviour fall. Knowing that bullying, rudeness, and bad 

intentions would not result in a positive outcome and that he will find himself in a humorous situation 

in front of the public, he provides the reader a sense of satisfaction for having good intentions. In Don 

Quixote, which is believed to be the first modern novel in the world, a humorous knight is 

fictionalized, and the reader experiences a chuckle associated with superiority (Mentioned, 2020). 

Berding (1965), after deciphering 75 hilarious children's books created between 1950 and 1960, 

concluded that authors frequently exploited foolish mistakes and exaggerated behaviour to make the 

plot humorous. 

Humour relies on the cognitive aspect rather than the emotional and physiological aspects, 

according to current studies on humour and laughing and humorous literary works. This study revealed 

that Alexander MacCall Smith's children's stories make greater use of the theory of dissonance's 

humorous components. Furthermore, this study is limited to the children's stories of Alexander McCall 

Smith. Since Alexander MacCall Smith's sense of humour cannot be consistently discerned from his 

children's books alone, this study recommends exploring the author's other works. In addition, it is 

suggested that research be conducted to determine how authors of hilarious literary works structure 

their sense of humour.  
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It is advised that study be undertaken based on the humour comprehension of contemporary 

comedy theories of both domestic and international authors who produce works in the field of 

children's literature, as well as studies comparing the humour aspects in children's books from other 

countries. In a sense, this research points to the use of humor in children's literature. In accordance 

with visual, linguistic and situational comedy, the research recommends that children's literature 

writers include humor components that indicate incongruity in their works.  
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Abstract 

This study aims to examine the culture shock of teachers who have just started teaching in rural areas 

and their solutions for their adaptation to the new cultural environment. Case study, one of the 

qualitative methods, was used as part of this research. The participants are 17 classroom teachers who 

recently started teaching in the villages in the Eastern and Southeastern Anatolia Regions of Türkiye in 

the 2021-2022 academic year. Criterion sampling was used in the selection of the participants. A semi-

structured interview form prepared by the researcher was used as the data collection tool. The stages of 

thematic analysis were used in the research. The themes obtained as a result of the analysis of the data 

collected during the interviews with newly appointed teachers were grouped under four headings: 

Initial Culture Shock, Factors that Facilitate Cultural Adaptation, Factors that Make Cultural 

Adaptation Difficult, and Support to Novice/Prospective Teachers. According to the data collected 

from the teachers participating in the study, it is the language differences that cause culture shock the 

most. While the climate of the region they live in, lifestyles, differences in the communication 

channels used, and economic problems make cultural adaptation difficult, colleague support, 

acceptance, learning cultural elements, family support and certain personal characteristics facilitate the 

cultural adaptation process. In addition, teachers think that supporting new pre-professional teachers 

by communicating with experienced teachers, giving courses on cultural diversity in undergraduate 

education and holding orientation meetings will accelerate cultural adaptation. 
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INTRODUCTION 

There seems to be a general consensus on the idea that individuals should receive proper 

education to be able to make a positive contribution to their communities. No society in the world can 

claim that education is unnecessary and that without education, quality living conditions can be 

provided. Consequently, many societies allocate substantial budgets to ensure that their citizens 

receive the best education possible.  

The teacher is the most crucial element of quality education. According to Sağ (2007), 

teachers can contribute to solving many of the problems society faces. While teacher employment 

policies differ among states, Türkiye has developed a unique structure for employing teachers. The 

teachers in their first year of teaching, who are required to have a teacher education degree or licensing 

and to pass the central examination, are known as novice teachers (Ministry of National Education, 

2015).  

During their novice teaching period, novice teachers with a lot of theoretical knowledge step 

into the field for hands-on practice. According to Özdemir and Yalın (2000), the first years of the 

profession involve many challenges for novice teachers and revealing them will definitely contribute 

to the improvement of the teaching profession. Various studies have been carried out to identify the 

problems and produce possible solutions for novice teaching (Analı & Şahin, 2020; Anras; 2020; 

Çelik & Kahraman, 2021; Delican & Sönmez, 2011; Duran et al., 2011; Gülay & Altun, 2017; Kara & 

Demir, 2021; Kozikoğlu & Senemoğlu, 2018; Sarı & Altun, 2015; Yanık et al. 2016; Yıldırım et al., 

2017). For example, Delican and Sönmez (2011) found that novice teachers view themselves as 

inexperienced and inadequate regarding professional knowledge and competence. In another study, 

Kozikoğlu and Senemoğlu (2018) examined the problems that novice teachers faced in the first years 

of the profession and found that they had problems in “teaching planning and implementation, 

classroom management, relations with society and adaptation to the physical environment, relations 

with colleagues, administrators, parents, and mentor teachers, and the lack of physical infrastructure of 

the school” (p.241). Similarly, Yıldırım et al. (2017) determined that new teachers have problems in 

not having sufficient experience in official and administrative affairs, classroom discipline, creating a 

democratic classroom environment and assessment and evaluation. 

The problems experienced by novice teachers have been investigated in both the national and 

international research literature (Barrett et al., 2002; Dvir & Schatz-Oppenheimer, 2020; Fantilli & 

McDougall, 2009; Gholam, 2018; Senom et al., 2013; Whalen et al., 2019). For example, Whalen et al 

(2019) concluded that novice teachers can overcome a wide variety of problems, from school 

management issues to those related to the learning environment, with mentoring practices. Similarly, 

Gholam (2018) reported that mentor support contributes to the professional development of new 

teachers and facilitates overcoming the difficulties they experience. In another study, Fantilli et al 

(2009) concluded that novice teachers have difficulties in communicating with school administration, 

families and colleagues in the early days of their profession, and they have difficulties in many areas 

including classroom management and literacy education.  

In addition, studies on the problems experienced by teachers working in rural areas are also 

available (Bulut & Coşkun, 2018; Karataş & Kınalıoğlu, 2018; Palavan & Donuk, 2016; Sidat & 

Bayar, 2018; Özpınar & Sarpkaya, 2010; Öztürk 2016;  Sidekli et al., 2015; Taşkaya et al., 2015). For 

example, Öztürk (2016) examined the problems of teachers who started working in rural areas for the 

first time and found that teachers complained about following official procedures, classroom 

management, and not getting enough moral and motivational support. Similarly, Karataş and 

Kınalıoğlu (2018) interviewed 15 classroom teachers working in different cities in Türkiye and 

identified the problems experienced by the teachers. According to the findings they gathered under 

five main headings (teacher-based, administrator-based, parent-based, infrastructure-based, and 

student-based), problems such as the inadequacy of the training they received, accommodation and 

transportation are some of the most prominent problems of new teachers. In addition, Analı and Şahin 

(2020), in their research with newly recruited teachers in rural areas, grouped the problems of teachers 
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under the headings of difficulty in obtaining the necessary materials, difficulty in physical conditions, 

poor parent relations, and inability to socialize sufficiently. 

The problems of teachers who have just started teaching have been frequently studied. Yet, 

there are no studies in the literature examining the culture shocks experienced by novice teachers and 

their adaptation processes to these cultural differences. 

Driven by this research gap, the aim of this study is to examine the culture shocks of 

elementary school teachers who have just started working in rural areas and their adaptation processes 

related to cultural differences.  For this purpose, the answers to the following research questions are 

sought: 

• What are the culture shocks experienced by novice teachers? 

• What are the factors that make it difficult for novice teachers to adapt to a new 

culture? 

• In what ways do novice teachers adapt to the new cultural environment? 

• What support should be given to novice teachers to overcome possible culture 

shocks? 

Cultural Shock and Cultural Adaptation 

According to Winkelman (1994), cultural shock is “a multifaced experience resulting from 

numerous stressors in contact with a different culture” (p.121). Many people and professionals may 

experience culture shock, and teachers are among the occupational groups that may experience such 

culture shocks. Culture shock may have many causes, and the most common are “stress reactions, 

cognitive fatigue, role shock and personal shock” (Winkelman, 1994, pp. 122-123). Role shock is 

when an individual forgets one of her/his old identity roles in the new environment. According to 

Winkelman (1994), “in the new cultural setting, the prior roles are largely eliminated and replaced 

with unfamiliar roles and expectations. This leads to role shock resulting from an ambiguity about 

one’s social position, the loss of normal social relations and roles, and new roles inconsistent with 

previous self-concept” (p.123). As can be understood from the definition, it is possible for new 

teachers to experience role shock and other culture shocks. The key steps to be taken to adapt to 

cultural shocks are as follows (Oberg, 1960/2006): 

- Learning to adapt to the physical environment, 

- Knowing the people in the new culture, 

- Try to learn the new language that used in the culture, 

- Learning the values and interests of the people, 

- Joining the activities (pp.145-146) 

As can be seen from the list, the measures recommended to be taken against possible culture 

shocks are of a nature that will contribute to accelerating cultural adaptation. 
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METHOD 

Research Design 

Case study, which is one of the qualitative methods, was adopted as the method. According to 

Robson (2002), a case study is “a strategy for doing research which involves an empirical 

investigation of a particular contemporary phenomenon within its real life context using multiple 

sources of evidence” (as cited in Ashley, 2012, p.102). The current study is a case study since it 

examines culture shocks and adaptation processes to new cultures experienced by novice teachers who 

have just started practicing their profession. 

Data Sources and Data Collection Tools 

The participants are elementary school teachers who had just started working in the 

countryside in the Eastern and Southeastern Anatolia Regions of Türkiye in the 2021-2022 academic 

year. Criterion sampling was used to select the participants (Yıldırım & Şimşek, 2018, p.122). 

According to Yıldırım and Şimşek (2018), criterion sampling is “the study of situations that meet a 

predetermined set of criteria” (p.122). The researcher first reached out to some of the students who had 

just started teaching and had taken courses at the university in previous years, and tried to find 

teachers who could be participants according to the criteria of the study. Then, with the help of these 

students, he found the teachers who fit the criteria and gave information about the study. He decided 

on a suitable meeting day with the teachers who wanted to participate in the study and held the 

interviews via an online application. A semi-structured interview form prepared by the researcher was 

used as the data collection tool. 

The criterion was determined as being novice teachers working in their first year of the 

profession in the rural areas of the Southeastern and Eastern Anatolian Regions of Türkiye. The reason 

for the selection of these geographical regions is that the majority of the first teachers are assigned to 

the cities located in these regions. Information about the participants is shown in Table 1. Instead of 

the real names of the participants, pseudonyms such as NT1 (Novice Teacher 1), NT2,……NT17 are 

used (table 1). 

Table 1. Participants  

Names (Pseudonyms) Gender The Region Where They Work The City Where They Work 

NT1 Male Southeastern Anatolia  Şanlıurfa 

NT2 Female Eastern Anatolia Hakkari 

NT3 Female Eastern Anatolia Hakkari 

NT4 Male Southeastern Anatolia Siirt 

NT5 Female Eastern Anatolia Muş 

NT6 Female Eastern Anatolia Şırnak 

NT7 Female Southeastern Anatolia Mardin 

NT8 Female Souteastern Anatolia Şanlıurfa 

NT9 Male Eastern Anatolia Muş 

NT10 Female Eastern Anatolia Ağrı 

NT11 Female Southeastern Anatolia Şırnak 

NT12 Male Eastern Anatolia Bitlis 

NT13 Male Eastern Anatolia Ağrı 

NT14 Female Southeastern Anatolia Siirt 

NT15 Female Eastern Anatolia Ağrı 

NT16 Male Southeastern Anatolia Siirt 

NT17 Male Eastern Anatolia Şırnak 

 

As can be seen from Table 1, 10 (58.8%) of the participants are female and 7 (41.2%) are 

male. In addition, 7 (41.2%) of the participants are from the Southeastern Anatolia Region, 10 (58.8%) 

are from the Eastern Anatolia Region. Participants from nine different cities were included in the 

study. 
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Validity and Reliability  

In qualitative research, participant confirmation (Yıldırım & Şimşek, 2018, p.280), one of the 

methods used for validity and reliability, was used. After organizing the data obtained through the 

interviews, the researcher performed the first analysis, showed the emerging themes to the 

participants, and asked them to point out the parts that they thought were missing or erroneous. All the 

participants confirmed that the emerging themes reflected and summarized their own experiences in a 

meaningful way. In addition to the participant confirmation, the researcher finalized his themes and 

codes after consulting an expert academic (Yıldırım & Şimşek, 2018). The researcher calculated the 

reliability with the expert's opinions using the reliability formula (Miles & Huberman, 2016). In this 

calculation, valid 4 main themes and 18 sub-themes were determined, and the total frequency of these 

sub-themes is 107. Among these, a difference of opinion emerged in 2 sub-themes (Unpredictable 

Ways of Communication (4), personality (2)) in 2 themes. Based on Miles and Huberman's (2016) 

formula [Agreement/ (Agreement + Disagreement) x100], the reliability coefficient 

(107/(107+6)x100) was found to be 94.69%. Then, in the results section, the opinions of the 

participants were given directly without any comments, thus ensuring the reliability of the qualitative 

findings. 

Data Analysis 

Braun and Clarke’s (2012) stages of thematic analysis were used in the research. The 

researcher first transcribed all the interviews determined the parts that could be used in the research by 

taking notes (Phase 1). After the data emerged, sub-themes were determined by creating the correct 

codes to make sense of these data (Phase 2). Then, the main themes formed by the combination of 

these sub-themes were determined (Phase 3-4), and the headings that would best express these main 

themes were identified (Phase 5). Finally, the researcher reported the results of the analyses (Phase 6). 

RESULTS 

The themes obtained as a result of the analysis of the data collected in the interviews with 

novice teachers were gathered under the following four headings: (1) Initial Culture Shock, (2) Factors 

that Make Cultural Adaptation Difficult,  (3) Factors that Facilitate Cultural Adaptation,  and (4) 

Professional Support to Novice/Prospective Teachers (Figure 1).  

 
Figure 1. Emerged Themes of Cultural Shock and Adaptation Processes Experienced by Novice Teachers 
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Initial Culture Shock 

In the table 2, themes of cultural shocks experienced by novice teachers are shown. 

Table 2. Themes of Initial Culture Shock Experienced by Novice Teachers 

Theme Sub-themes Frequency (f) Percentage (%) 

Initial Cultural Shock 

Mother Tongue Differences 7 35 

Relationships 6 30 

Extended Family Structures 5 25 

Local Clothing Styles 2 10 

 TOTAL 20 100 

 

As shown in Table 2, four sub-themes emerged in the analysis of the cultural shocks 

experienced by novice teachers, namely, mother tongue differences, relationships, extended family 

structures and local clothing styles. The majority of the teachers interviewed stated that the language 

differences (7) and the differences in the relations with people (6) were dominant in the first culture 

shock. Some of the novice teachers' views on this sub-theme are as follows: 

Mother Tongue Differences 

Novice teachers defined mother tongue differences as one of the main factors leading to 

culture shock. Some participant opinions are as follows:  

“I had the biggest difficulty with the language. Although almost all of the parents spoke 

Turkish, many of my students could not speak Turkish at all, they did not understand 

me. I told the parents that the children and I were having a hard time. But I can't say I 

got a response.” (NT3) 

“Since today is the age of technology and I know the children in my own village, I 

expected that the number of children who do not speak Turkish would be very, very few. 

But when I met my students on the first day of school, I discovered that only 4 of my 36 

students could speak Turkish. I was in deep shock. I was really disappointed. I was 

hoping to teach students from the first grade on. But even the lowest level class I had 

imagined was not at this level. So, I became deeply concerned and began to think about 

what to do.” (NT17) 

As can be seen from the teachers' views, the culture shock experienced due to language 

differences stems from the problems children experience in learning the official language before 

starting school and the parents' reluctance to teach Turkish. 

Extended Family Structure 

Novice teachers explained the culture shock they had about the local family lifestyles as 

follows: 

“One of the things that surprised me the most was that the people in the east had so 

many children. When I heard that a father had 22 children, I remember thinking ‘I hope 

these are not from just one mother.’ The second major thing that surprised me was that 

so many children were born but most of their basic needs were not met. Even if they 

were doing well financially, when you looked at the children’s situation, you felt like 

they needed help. In reality, their parents were much, much wealthier than you. In other 

words, although the child population was very large, no appropriate child care was 

provided.” (NT6) 
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“Of course, the existence of polygamous families was one of the situations that shocked 

me the most. This shock was naturally followed by high numbers of children. Families 

had so many children that I couldn't help but wonder if they confused their children.” 

(NT8)  

As can be seen, the fact that the teachers’ own family structures are different from the family 

structures of the locations where they started their profession is another factor that gives them culture 

shock. 

Relationships 

Teachers who begin to teach at their new places of work refer to the relations of local people 

with each other and their attitudes towards themselves as another culture shock. Teachers describe 

human relations in the places they live as follows: 

“People here are very hospitable and very warmhearted here. Whether it's about the 

parents or my fellow teachers, the hospitality here surprised me. I was both surprised 

and happy that the parents showed so much interest in the teachers, especially those 

coming from the west.” (NT1) 

“I was very surprised that people were so sincere, friendly and helpful. I was very 

surprised that they always had such good intentions towards strangers.” (NT9) 

As can be seen, the teachers experienced culture shock in the face of a positive situation as 

well. 

Local Clothing Styles 

Novice teachers stated that unlike the previous places where they lived or studied, people’s 

clothing styles differed greatly and they observed some styles they had not seen before. They explain 

the culture shocks regarding the clothing styles they encountered in their new location as follows: 

“When I went through the farmer’s market on my way to deliver my appointment 

documents to the school, I had a great shock when I saw many people in baggy trousers 

around me. I had involuntarily developed negative feelings towards this local dress and 

those who wore it, which had a negative image fed by television for years. But later, I 

observed that because it is a cultural dress, it is a dress used by people from all walks of 

life.” (NT7) 

“The geographical region I worked in was already surprising me with everything. If I 

have to say something specific, people's clothes seemed very different to me. The women 

had special dresses and were very ornate. The people around me did not feel normal 

because of these differences, since it was a style of clothing that I was not used to.” 

(NT16) 

According to the teachers, seeing people with different clothing styles caused another culture 

shock. 

Challenges of Cultural Adaptation 

Novice teachers' views regarding circumstances that make cultural adaptation difficult are 

divided into five subcategories: (1) language differences, (2) climate, (3) unpredictable ways of 

communication, (4) lifestyles, and (5) economic problems resulting from being a stranger (Table 3). 
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Table 3.  Factors that Make Cultural Adaptation Difficult 

Theme Sub-Themes Frequency (f) Percentage (%) 

Challenges of 

Cultural Adaptation 

 

Language Differences 5 26,3 

Climate 6 31,5 

Unpredictable Ways of Communication 4 21,1 

Lifestyles 3 15,8 

Economic Problems Resulting from Being a 

Stranger 

1 5,3 

 TOTAL 17 100 

As can be seen in Table 3, novice teachers often raise the issue of Language Differences (5) 

and Climate (6), when discussing challenges of cultural adaptation. 

Language Differences 

As in the first culture shock, novice teachers stated that language differences are one of the 

main factors that make cultural adaptation difficult. In this regard, the teachers reported the following: 

“The language problem was the biggest adaptation barrier. Even though we were 

teachers, they did not see us as one of their own because we were outsiders. We had 

come from a culturally different place. Whether you lived there for ten years or fifteen 

would not matter. They saw us differently because we were not part of their family. Not 

in a bad way, of course. It was just a difficult situation for me.” (NT10) 

“At first I was terrified that I wouldn't be able to explain myself to them. Because my 

profession is teaching, and I have to explain myself at the beginning. First, I used very 

simple sentences like "come, go, don't do this, and be quiet". This is how we really got 

started. As they got used to my way of speaking and when we held meetings with 

parents, they also said this along with other teachers. In other words, I tried to 

overcome the language barrier by saying that you can speak Turkish at home, it really 

affects the academic success of these children.”(NT15) 

As can be seen, the fact that the mother tongue of the teachers is different from the mother 

tongue of the region where they started working and the children who have just started school do not 

speak the official language of the state, posed one of the hardest challenges for teachers.  

Climate 

Another problem of novice teachers is the climatic differences between where they originally 

lived and where they were posted to teach. According to the teachers, this difference makes cultural 

adaptation difficult. Their views on climate differences are as follows: 

“What really challenged me was climate and weather events. I have never experienced 

such a snowy winter in my life. However, there is little oxygen in the air, and the 

altitude is high, which was never the kind of weather I was used to. These two factors 

were the biggest challenge for me.” (NT13) 

“Early into my teaching, the climate was the same as the nation in general. But when 

the winter months started, the harsh winter and snowfalls made me worry about how to 

adapt here. In my opinion, climate and geographical conditions also play a role in 

adaptation.”  (NT2) 

As can be seen, one of the factors that delays or complicates the adaptation process for 

teachers is the harsh climatic conditions. 
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Unpredictable Ways of Communication 

Teachers reported that while they were working at the school, the local communication style 

was a problem. Communication problems pointed out by teachers are as follows: 

“One of the things that made it difficult for me to adapt was that people never admitted 

to doing wrong. Not working with us in cooperation.”(NT5) 

“Even if our parents could speak Turkish, I don't know exactly whether it was due to the 

region they lived in or another factor, but when the parents were communicating with 

us, they both wanted to establish friendly relations and spoke in a language that 

criticized everything we did. This has always seemed strange to me.” (NT17) 

These statements clearly indicate that teachers have difficulties in deciphering the 

communication styles used by the parents. 

Lifestyles 

According to the teachers, the lifestyle of all people, especially parents, in the place where 

they started teaching is another factor that makes cultural adaptation difficult. They reported these 

lifestyle differences in the following ways: 

“Another thing that made it difficult for me to adapt was the lifestyle. Since this is a 

conservative city in general, life in the city stops after a certain time. As someone from a 

metropolitan city, getting home early was not a good fit for me.” (NT1) 

“When I first contacted the parents, they invited me to their house for dinner. I was very 

happy because since my arrival, I was only meeting with my colleagues at work, 

sometimes we were meeting outside. It was my first time meeting and talking to other 

people. When we sat at the table to eat, I saw that there were only women, and the men 

in the family did not sit at the dinner table. Since I was not one of the women related to 

them (by blood), they probably did not eat at the same table with us. However, when 

guests visited my own family home, we all (women and men) used to have fun together.” 

(NT14) 

It is understood from these statements that the different lifestyles of the teachers affect the 

adaptation process. 

Economic Problems Resulting from Being a Stranger 

According to the testimony of one of the novice teachers, the presence of people who wanted 

to turn being strangers into an opportunity made cultural adaptation difficult. According to this teacher 

“Since it was obvious that I was a teacher, this reflected on me negatively in terms of 

prices. As in any small place, there was an opportunistic attitude towards 

strangers.”(NT2) 

As can be seen, seeing the teacher as a source of profit delays the cultural adaptation of the 

teacher to the new life. 

Facilitators of Cultural Adaptation 

Novice teachers' views regarding circumstances that make cultural adaptation easier fall into 

six subcategories: (1) Effective Ways of Communication, (2) Learning Cultural Elements, (3) 

Acceptance, (4) Family Support, (5) Colleague Support, and (6) Personality (table 4).  
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Table 4.  Factors that Facilitate Cultural Adaptation 

Theme Sub-Themes Frequency (f) Percentage (%) 

Facilitating 

Cultural 

Adaptation 

 

Effective Ways of Communication  5 13,5 

Colleague Support 17 46 

Acceptance 8 21,6 

Learning Cultural Elements 3 8,1 

Family Support 2 5,4 

Personality 2 5,4 

 TOTAL 37 100 

 

Table 4 shows that novice teachers often emphasize the importance of Acceptance (8) and 

Colleague Support (17) in cultural adaptation. 

Effective Ways of Communication  

Some of the novice teachers also stated that when the right communication ways are chosen, 

cultural adaptation becomes easier. Some of the teachers' views on this subject are as follows: 

“To be able to communicate effectively with the parents, I invited the mothers on 

Mother's day and we sat down and chatted. We ate and drank together. The fathers 

participated in the parent meetings to a great extent. One can hardly see women outside 

their home in the village. I took permission from most fathers myself so that mothers 

could attend the Mother's Day event. There were mothers that I met towards the end of 

the year and there were some that I had never met even after the school year was over. 

So, this was my method to understand the local people and their culture.”(NT12) 

“I spent a lot of time with my students. I tried to learn from them about their culture. I 

asked questions and tried to learn their language. I used the words I learned in 

sentences with them.”(NT11) 

“I visited the homes of my students a lot, got in touch with them, and talked to them 

regularly. I learned their language and adopted their lifestyle. On April 23, I organized 

a "Music Night" with them. All of these made me get used to that culture and even love 

it.”(NT1) 

As can be seen, the use of appropriate communication methods not only by parents but also by 

teachers is an important factor in increasing cultural harmony. 

Acceptance 

Accepting the culture, one lives in is another factor that increases cultural harmony by novice 

teachers. Some of the teachers expressed their thoughts regarding this as follows: 

“Even if you do not know the cultural structure of the region you live in, knowing that 

each region has its own way of life and respecting and accepting different lifestyles will 

facilitate your adaptation process.”(NT15) 

“What people do, talk, eat, drink, and many other behavioral traits may differ from 

yours. I have always tried to see this difference not as something weird but as richness. 

For this reason, when I went out on the street and saw situations different from my own 

culture, I grew out of my habit of viewing them as strange. I started to enjoy living and 

working more.”(NT5) 

As can be understood from the words of the teachers, acceptance of differences accelerates the 

adaptation process. 
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Colleague Support 

All the novice teachers in the study reported that there were experienced teachers in the 

schools they were appointed to teach. Some teachers acknowledging that they had received peer 

support stated the following: 

“The most important factor that makes it easier to get used to the new environment is a 

supportive friend network. If teachers can achieve a good rapport with the colleagues at 

school, they become very happy and it becomes very easy to get used to the new culture. 

I think the most important thing is the presence of friends. Adaptation is easy when you 

spend time together both at school and outside.”(NT9) 

“I was in constant communication with the teachers who started working before me and 

with the teachers who started working with me. When necessary, I consulted their 

experience. I tried to improve myself by following the teachers working in the village 

school like me on social platforms such as Instagram, Telegram and Facebook.”(NT13) 

As can be seen, the presence of experienced teachers and contacting them contribute positively 

to the cultural adaptation process of new teachers. 

Learning Cultural Elements 

The teachers, who said that the cultural elements in the new place they live in differ partially 

from their own, stated that they accelerated the adaptation process by learning these elements. They 

expressed these cultural learnings as follows: 

“At first, I tried to learn a little language, visited parents, tried to learn the customs of 

the region on special days. When this effort was appreciated by both the children and 

their parents, their perspectives on me have also evolved into positive, I tried to turn 

these into opportunities, and I was successful.”(NT16) 

“Although the local clothes I saw seemed strange at first, I found and bought a scarf or 

two from the local small shops and wore them outside of school. I'm also not very picky 

about food, so I tried a lot of their dishes, and now I can even make some.” (NT6) 

Family Support 

Some of the teachers also reported having an easier time with the support they received from 

their families. They describe this support as follows: 

“The biggest reason I was able to get used to where I live is my wife. If she hadn't been 

by my side in all that I've been through, I would have resigned long ago. I can't say that 

we're still perfectly used to their culture, but we've gotten used to a lot together.” (NT8) 

“My father has been with me since the very first day I came here. We spent time 

together for the first 3 months. I handled many chores with my father, including 

shopping. In the beginning, I solved many problems more easily when my father was 

with me, such as what official procedures I needed to complete and where to apply for 

them. Thus, not being alone in a different place allowed me to adapt here better.”(NT7) 

As can be understood from the teachers' views, the support of family members helps cultural 

adaptation. 
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Personality 

Teachers, who think that personality traits contribute positively to the cultural adaptation 

process, express their views as follows: 

“The conditions were better than I expected, which made my adaptation process easier. 

Yes, I was faced with a different culture, but I was able to continue doing most of the 

things I do in normal life or create opportunities, so everything became a little easier 

for me.”(NT2) 

“I think it's my character that made it easier for me to adapt. If you do not respect 

different ethnic origins, you will have a hard time. You may think that everyone has 

such respect for different ethnicities, but you realize that this is not the case only when 

you are teaching. I have always believed in myself in this regard, and I kept my 

communication channels open as much as possible.” (NT17) 

 

As can be seen, having a personality type that is open to new learning opportunities facilitates 

cultural adaptation. 

Professional Support to Novice/Prospective Teachers 

Opinions on the types of potential support that can be given to novice teachers are grouped 

around three sub-themes: (1) Communication with Experienced Teachers, (2) Professional Courses on 

Cultural Diversity, and (3) Orientation Meetings (Table 5). 

 Table 5.  Themes of Professional Support for Cultural Adaptation 

Theme Sub-Theme Frequency Percentage 

Professional Support for 

Cultural Adaptation 

Communication with Experienced Teachers 16 48,5 

Professional Courses on Cultural Diversity 9 27,3 

Orientation Meetings  8 24,2 

 TOTAL 33 100 

 

As it can be seen in Table 5, novice teachers say that communicating with experienced 

teachers (16) is the most important support to improve their cultural adaptation. 

Communication with Experienced Teachers 

According to the majority of the novice teachers, it is necessary to contact experienced 

teachers in various regions of the country and benefit from their experiences before starting the 

profession. In this regard, the teachers reported the following: 

“Since the best learning is learning by experience, the opinions of in service teachers 

working in various regions can be brought together with preservice teachers. 

Experienced teachers can introduce the environment in which they live and work to 

teacher candidates.” (NT4) 

“In particular, information about the eastern regions should be given from the primary 

source. And you should make a video call with a teacher living in that area and get 

information. In this way, at the very least, students can learn about what they will face 

in the future, good or bad.” (NT10) 

“It may be helpful to communicate with in-service teachers and ask them for photos and 

videos and share them with the class. Viewing these will be more effective for them. 

Video chats with students living in the eastern regions can also be organized with the 

help of experienced teachers.” (NT13) 
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As can be seen, novice teachers think that experienced teachers can contribute to their cultural 

adaptation by sharing their experiences in school as well as the characteristics of their neighborhoods 

and lifestyles. 

Professional Courses on Cultural Diversity 

Novice teachers see the lack of adequate courses on cultural diversity in education faculties as 

a problem, and they think that the cultural shock they will experience can be reduced and cultural 

adaptation can be faster thanks to the courses to be given on this subject. Teachers' views on this 

subject are as follows: 

“A course can be given that introduces all parts of the country and its features very 

well. Seminars can be organized so that novice teachers do not experience culture 

shocks. Thus, teacher candidates can recognize the places where they will work while 

they are still students and can psychologically prepare themselves accordingly.” (NT7) 

“I think that undergraduate curriculum is unfortunately very insufficient in this regard. 

I think that adequate information should be provided on this subject while receiving 

faculty training before starting the profession. It is also essential that our faculty 

teachers help their students in this regard. In fact, field trips can be arranged to 

minimize culture shock if feasible.” (NT1) 

As can be seen, the novice teachers think that the adaptation process will be accelerated by 

offering undergraduate courses that promote cultural diversity and multiculturalism in education 

faculties. 

Orientation Meetings 

Some of the novice teachers think that giving information about the places where possible to 

work before starting the profession, other than education faculties, by using various introductory 

materials, will contribute to the cultural harmony. They express their views on this issue as follows: 

“There are lots of data, videos, and ads promoting the city, but nothing promoting the 

villages. There are villages that do not even appear on the map. There are villages so 

old-fashioned that they look like they were time-capsuled to 40 years ago. If the 

Ministry of National Education does not carry out projects to develop these villages, the 

newly appointed teachers will not have any information about these villages, no matter 

how ready they are, they will get through the culture shock.” (NT2) 

“I think teachers who graduated from university and were appointed and started 

teaching can create informative short texts or videos about their current location and 

send them to the teachers they are in contact with. In this way, students in the faculty of 

education will see the place they will go to tomorrow through the eyes of a colleague.” 

(NT5) 

“In-service teachers can prepare an informative content that introduces the region they 

live in, and then the content from all over the country can be combined and taught at 

universities as a course. Such a project can help culturally prepare preservice 

teachers.” (NT8) 

As can be seen, novice teachers stated that providing informative content covering various 

cultures of the country would also contribute to increasing cultural harmony.  
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CONCLUSION AND DISCUSSION 

Culture Shock 

The first part of the study aimed to determine the culture shocks experienced by novice 

teachers. The majority of the teachers said that the difference in the mother tongue spoken in the place 

where they started to teach created a culture shock effect. The research findings on the problems 

experienced by teachers due to language differences support this conclusion (Analı & Şahin, 2020; 

Kozikoğlu & Senemoğlu, 2018; Özdemir & Erol, 2021). Various in-service trainings to overcome the 

problems to be experienced regarding language differences or offering undergraduate courses with 

content on these differences can reduce such culture shocks (Analı & Şahin, 2020). Other culture 

shocks experienced are grouped under the headings of relations, family structures, and clothing styles. 

The findings on the fact that novice teachers have problems in interacting with the local people and 

cannot keep up with their interpersonal relationships are also supported by the literature. (Özdemir & 

Sarpkaya, 2010). The inability to understand local interpersonal relationships, analyze the local 

lifestyles or use the proper communication channels to interact with the local people due to 

inexperience is a problem facing everybody new to the profession.  Not being informed about the 

current new culture and not doing preliminary research on the new place of appointment can be said to 

be the sources of these culture shocks. 

Challenges of Cultural Adaptation 

The second part of the study aimed to determine the factors that make the cultural adaptation 

of novice teachers difficult. The teachers stated that they had problems in adapting to the climate of 

the region where they started to work. Although the issue of climate is a problem in terms of 

adaptation to environmental conditions, teachers stated that climate also plays a role in the delay of 

cultural adaptation. The finding that climatic conditions make adaptation difficult for teachers is also 

supported by various studies (Güvendir, 2017; Kozikoğlu & Senemoğlu, 2018). Since Türkiye is a 

country where distinct climatic conditions are experienced in every region, if novice teachers are to 

work in a region different from the one they live in, they also need to learn the geographical conditions 

of this new region. In addition, the teachers in the current study reported that language differences, not 

being familiar with the local communication channels and lifestyles, and the fact that the local people 

view teachers as an economic resource make cultural adaptation difficult. Various studies have found 

that novice teachers have problems in communicating with the local people and made some 

recommendations on what they should do to overcome these problems (Balkar & Şahin, 2015; Gülay 

& Altun, 2017). According to Darling-Hammond (2003), the most important factors affecting teachers' 

negative attitudes towards their profession and making it difficult to adapt are teachers' incomes, 

difficulties in working conditions, insufficient preliminary preparation and not getting enough mentor 

support. If we add the lack of knowledge of the right ways of communication to these factors, we can 

predict that teachers will have more difficulty in doing their job properly. For this reason, providing 

novice teachers with ways of effective communication during their undergraduate education will not 

only enable them to communicate effectively, but also to learn the lifestyles of the local people where 

they work. 

Facilitating Cultural Adaptation 

The third part aimed to determine the factors that facilitate the cultural adaptation of novice 

teachers. According to the analysis, the novice teachers said that their cultural adaptation accelerated 

the most with the support of their experienced colleagues. According to Kartal (2009), novice teachers 

develop positive attitudes towards teaching by socializing with their colleagues at school. In support of 

these results, some studies have reported that the adaptation processes of teachers who cannot get 

sufficient support from their colleagues are delayed (Duran et al., 2011). Therefore, the importance of 

peer support in professional adaptation and adaptation to the school environment, and even to the 

socio-cultural environment should not be overlooked. Considering that the majority of teachers 
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working in rural areas are close to each other in age, it does not seem like it will be very difficult to 

adapt to each other both in the professional environment and in the social environment. 

Another important issue that novice teachers emphasize in terms of cultural adaptation is that 

acceptance accelerates the adaptation process. According to Nieto (2004), the acceptance of cultural 

differences is one of the first stages of interacting with cultures. Accepting that the new socio-cultural 

environment has a special structure of its own and that the experiences, thoughts, lifestyles and 

perspectives of its people are different from their own, accelerates the process of novice teachers’ 

cultural adaptation. 

Support for Cultural Adaptation 

In the final part of the study, the types of support the novice teachers wanted to be given for 

cultural adaptation were analyzed. They stated that their cultural adaptation would be supported by 

receiving pre-service courses on cultural diversity, getting support in how to communicate in different 

cultures, and attending orientation meetings on the local cultures. According to Erbaş (2019), the 

trainings to be given to teachers and teacher candidates on cultural diversity positively change their 

perspectives on differences. Similarly, the current study found that novice teachers support the view 

that pre-service cultural diversity and multicultural education will contribute positively to their 

professional development and attitudes towards diversity (Engin & Genç, 2015, Karadağ & Özden, 

2020; Ünlü & Örten, 2013). The fact that Türkiye has a growing population and attracts immigrants, 

brings with it that future teachers will frequently encounter cultural differences and adaptation to them. 

Therefore, improving teachers' knowledge and attitudes towards cultures will accelerate the process of 

cultural adaptation. 

Enabling teacher candidates and novice teachers to benefit from the experiences of in-service 

teachers by bringing them together with experienced teachers who have worked with various cultures, 

and informing them by organizing pre-service orientation meetings about the local cultures is another 

strategy to accelerate cultural adaptation. With proper mentoring by experienced teachers, novice 

teachers can develop effective communication approaches to use with their local network, as well as 

ensure professional development (Whalen et al., 2019). Considering the steps that will expedite the 

necessary cultural adaptations, providing such support to pre-service teachers is critical. 

RECOMMENDATIONS 

Based on the findings, the following steps can be suggested to be taken to reduce the cultural 

shock that teachers will experience, and to speed up their cultural adaptation: 

• Novice teachers should be informed about a wide range of socio-cultural issues, 

from the climatic characteristics of the places where they will work, to the cultural 

differences. 

• In faculties of education, undergraduate courses on diversity should be given. 

• The factors that may complicate or delay their cultural adaptation need to be 

identified and appropriate remedial steps should be explored. 

• Mentoring support should be obtained from experienced teachers and 

administrators in the first years of the profession. 

• Mother tongues are known to be spoken actively other than the official language 

of the state can be identified and elective courses on them can be offered to teachers to 

accelerate their cultural adaptation. 

• By organizing meetings with novice teachers who are in their first year of 

teaching at regular intervals, official local education units of the state can find out whether 

these teachers have any cultural adaptation problems. 
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